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ABSTRACT

COLLEGE ADJUSTMENT: A STUDY ON ENGLISH PREP SCHOOL
STUDENTS
STUDYING IN NORTHERN CYPRUS

Sun-Selisik, Zeynep Eda
Ph.D., Department of Educational Sciences

Supervisor: Assoc. Prof. Dr. Oya Yerin Giineri

December 2009, 224 pages

This study was conducted to explore the college adjustment of first year college
students studying at a university in Northern Cyprus. Study I which used
longitudinal mixed method design, examined changes in social, academic, and
total college adjustment, perceived stress, self-esteem, college adjustment self-
efficacy, cultural distance levels of students through three assessments (3
months, 6 months, 9 months); and investigated college adjustment process and
experiences of students through three interviews at three stages (3 months, 6
months, 9 months). Participants were 14 English Preparatory School Turkish
students at a university in the Northern Cyprus. Study II, investigated the role
of gender, academic achievement, student club membership, perceived stress,
self-esteem, college adjustment self-efficacy, and cultural distance, on college
adjustment. Participants were 186 English Preparatory School Turkish students
at a university in the Northern Cyprus. In Study II, data were collected at the

end of the academic year.
In Study I, it was found that, students’ self-controlled persistence of activity

dimension of CASES scores increased significantly from 3 to 6 months, and

students’ cultural distance scores increased from 3 to 9 months. However, no

v



significant differences were encountered in other variables’ scores among three
assessments. The qualitative findings indicated that students experienced
several challenges and frequently used active coping strategies to deal with
them. During this challenging process family and friends were the two prime
sources of support for the students. Students also revealed that their first year
experience contributed to several positive personal changes and their supportive
social network and previous experiences/life style were two important

facilitative factors in their adaptation process.

In Study II, the results of the three hierarchical regression analyses
demonstrated that combination of all 5 predictors in three steps explained 34 %
of variance in total college adjustment, 31 % of variance in social adjustment,
and 34 % of variance in academic adjustment scores of the students. Among all
individual predictor variables; self adjustment in human relations dimension of
CASES, self-esteem, student club membership were positive predictors of
overall college adjustment and social adjustment; academic achievement and
self-controlled persistence of activity dimension of CASES were positive
predictors of academic adjustment. On the other hand, perceived stress was a

negative predictor of overall college adjustment and academic adjustment.

Keywords: College adjustment, social adjustment, academic adjustment, mixed

method design
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KUZEY KIBRIS’TA OKUYAN INGILIZCE HAZIRLIK OKULU
OGRENCILERININ UNIVERSITEYE UYUMU UZERINE BiR CALISMA

Sun-Selisik, Zeynep Eda
Doktora, Egitim Bilimleri Bolimii

Tez Yoneticisi: Dog. Dr. Oya Yerin Giineri

Aralik 2009, 224 sayfa

Bu calismanin amaci, Kuzey Kibris Tiirk Cumhuriyeti’nde Ingilizce Hazirlik
Okulu’'nda okuyan TC uyruklu oOgrencilerin {iniversiteye uyumunu
arastirmaktir. Boylamsal karma arastirma deseninin kullanildig1 birinci
calismada, 6grencilerin sosyal, akademik ve genel iiniversiteye uyum, algilanan
stres, benlik degeri, liniversiteye uyumda kendine yeterlilik ve kiiltiirel uzaklik
diizeylerindeki degisiklikler ilk seneleri igerisinde alinan ii¢ 6l¢limle incelenmis
(3 ay, 6 ay, 9 ay) ve Ogrencilerin liniversiteye uyum siireci ve yasantilari
(karsilagilan giicliikler, bas etme yontemleri, destek kaynaklari, kazanimlari) 3
asamada (3 ay, 6 ay, 9 ay) ger¢eklestirilen 3 6l¢iimle arastirilmistir. Katilimcilar
TC uyruklu 14 Ingilizce Hazirhik Okulu grencisidir. Ikinci ¢alismada cinsiyet,
akademik bagari, 6grenci topluluklarina iiyelik, algilanan stres, benlik degeri,
iiniversiteye uyumda kendine yeterlilik ve kiiltiirel uzakliin iiniversiteye uyum
tizerindeki etkileri arastirilmistir. Katilimeilar TC uyruklu, Kuzey Kibris’taki
bir iiniversitede okuyan 186 Ingilizce Hazirhk Okulu 6grencisidir. Ikinci

calismada veriler akademik yilin sonunda toplanmustir.

Birinci calismada, UUKYO’niin boyutlarindan etkinliklerin kisisel cabayla
ylritiilmesi alt boyut puanlarinda 3. aydan 6 aya ve Kkiiltiirel uzaklik
puanlarinda 3. aydan 9. aya anlamli bir sekilde artis olmustur. Ancak diger
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degiskenlerin diizeyinde zamana gore bir degisiklik gbézlenmemistir.
Caligmanin nitel bulgular1 ise dgrencilerin iiniversitedeki ilk yil i¢inde gesitli
zorluklar yasadigini ve bu zorluklarla bas etmede siklikla aktif basa ¢ikma
yontemlerini kullandiklarini gdstermistir. Aile ve arkadaslar, 6grencilerin, ilk
yillarinda en 6nemli destek kaynaklar1 olarak goriilmektedir. Ayrica, 6grenciler
tiniversitedeki ilk senelerinin kendilerine olumlu kigisel 6zellikler edinmede
yardime1 oldugunu ve destekleyici sosyal c¢evrelerinin ve daha oOnceki

yasantilarinin uyumlarini kolaylastirdigini belirtmistir.

Ikinci galigmadaki ii¢ regresyon analizi sonuglari, tiim yordayic1 degiskenlerin
iiniversiteye uyum puanlarindaki toplam varyansin %34’nii, sosyal uyum
puanlarindaki toplam varyansin %31°ni ve akademik uyum puanlarindaki
toplam varyansin %34’nili agikladigini gostermistir. Bulgular, tiim yordayici
degiskenler arasinda UUKYO’niin insan iliskilerine uyum boyutunun, benlik
degerinin ve dgrenci topluluguna tiyeligin liniversiteye uyumu ve sosyal uyumu
pozitif olarak yordadigmi, akademik basar1 ve UUKYO’niin boyutlarindan
aktivitenin kisisel ¢abayla siirdiiriilmesinin ise akademik uyumu pozitif olarak
yordadigin1 géstermistir. Ote yandan bulgular, algilanan stresin ise {iniversiteye
uyumu ve akademik uyumu negatif olarak yordadigini gdstermistir. Bunlarin
yani sira sonuglar, cinsiyet ve UUKYO’niin bilgiye dayali karar verme becerisi
boyutunun, iiniversiteye uyumu, sosyal ve akademik uyumu yordamadigini

ortaya koymustur.

Anahtar Kelimeler: Universiteye uyum, sosyal uyum, akademik uyum, karma

arastirma deseni
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CHAPTER1

INTRODUCTION

1.1. Background to the Study

Attending college is a key to a good job and successful economic future
(Pascarella & Terenzini, 2005). As is the case around the world, being a
university graduate is required, although not always sufficient, in order to have
jobs with good salaries in Turkey. Thus, entering university has decorated
dreams of most of the youth in Turkey. However, it is also a night mare since
entrance to university is quite difficult. Starting from 1974 students were
accepted to universities in accordance with the results of the examinations
organized by the Higher Education Council Student Selection and Placement
Center (OSYM). The statistics regarding number of applicants for student
placement examination (OSS) and the percentage of students placed in
programs of higher education in 2005 illustrates the difficulty of entering into a
university. In 2005, these statistics demonstrated that 1730876 students applied
to take the exam. However, only 607994 were placed to higher education
programs including four year institutions, two year community colleges and
open university system as well (OSYM, 2006). Since there is only limited
opportunities to enter a university in Turkey, universities in Turkish Republic of
Northern Cyprus (TRNC) constitute one of the closest opportunities to
complete a university degree for several Turkish students from mainland
Turkey. Actually, Turkish students at universities in TRNC constitute
approximately 60 % of the college population in TRNC (S. Yildirim, personal
communication, December 1, 2009). Turkish students, as is the case in Turkey,
are also placed in universities in TRNC based on their scores in student

placement examination (OSS).



Attending university for the first time though generally perceived as a positive
experience offering many opportunities, also involves a stressful period of
adaptation process in which students go through multiple and simultaneous
changes. Students’ living arrangements, academic environments, and friendship
networks change and they adapt to greater independence and responsibility both
in their academic and personal lives (Pittman & Richmond, 2007). In addition
to changes and challenges associated with this transitional period, international
students experience several cultural and environmental changes which in turn
leads to a more stressful college adjustment process (Hechanova-Alampay,
Beehr, Christiansen, & Van Horn, 2002; Kaczmarek, Matlock, Merta, Ames &
Ross, 1994). Thus, Turkish students who study at universities in TRNC might
experience a double adjustment process challenge (i.e., adjustment to college,

and adaptation to anew culture) and hence a more stressful one.

Entering university might also be considered a starting point of transition from
adolescence to adulthood. Arnett (2000) postulates that most of individuals in
industrialized societies, specifically those individuals aged between 18 and 25
years, go through a distinct period of development, what he refers to as
emerging adulthood. Emerging adulthood is characterized by changes in and
exploration of life possibilities available to individuals in early adulthood and
gradually reaching more enduring decisions and commitment in love, work, and
worldviews. In this period of exploration where individuals are yet not
constrained by adult roles and responsibilities (e.g., marriage and parenthood)
and less likely to be monitored by parents, they might frequently involve in risk
behaviors including binge drinking, substance use, driving at high speeds in
search for novel and intense experiences. Actually, in part from not being
monitored by parents and in part high level of alcohol related activities,
problem drinking is one of the common problems among college students.
Large percentages of college students report heavy episodic or binge drinking
(Wechsler, Dowdall, Davenport, & Castillo, 1995). Thus, both due to multiple

changes associated with this age period and changes associated with entering a



totally new environment — i.e., transition from high school to college - is a

complicated and challenging process.

For successful college adjustment students need to cope with a number of
challenges. Freshmen students experience more problems than do students in
more senior years of college (Houston, 1971). The challenges of freshmen
include homesickness and friendsickness (Campbell, 2002; Fisher & Hood,
1987; Paul & Brier, 2001), loneliness and social dissatisfaction (Bohnert,
Aikins, & Edidin, 2007), developing an autonomous relationship from family
and assuming responsibility for making decisions (Conway, 2008), managing
interpersonal conflicts with roommates, peers, family, and romance (Keup,
2007; Roe, 2000), academic difficulties such as more demanding courses,
excessive physical demand due to changes in sleeping, eating, and exercise
habits, and difficulty in managing time (Dextras, 1993), and financial issues
(Baker & Siryk, 1986; Halamandaris & Power, 1997). If students cannot deal
with these challenges effectively and become unable to adjust to university life
they experience higher level of stress, depressive symptoms (Bouteyre, Maurel,
& Bernaud, 2006; Dyson & Renk, 2006) and drop-out early in their first year of
college (Mallinckrodt & Sedlacek, 1987). In contrast, successful adjustment to
university life was found to be associated with psychological well-being of
individuals (Rooijen, 1986) and higher retention rates of enrolment (Gerdes &

Mallinckrodt, 1994).

Thus, it is imperative to explore the variables which might have effect on
college adjustment in order to plan and implement preventive methods to
support youth in this challenging transition process and help them make a
smooth transition to college life. To address these issues several researchers
conducted various studies on college adjustment with specific foci on the role
of individual as well as contextual variables which are thought to conjointly

affect college adjustment (Pascarella & Terenzini, 2005).



In the abovementioned studies, some of the individual-level variables studied in
relation to college adjustment included gender (Schultz, 2008) and SES (Kilinc
& Granello, 2003), perfectionism (Rice & Mirzadeh, 2000), neuroticism,
psychoticism, and extraversion (Halamandaris & Power, 1999), intrinsic
motivation (Baker, 2004), optimism and locus of control (Aspinwall & Taylor,
1992), resilience (Yalim, 2007), coping styles (Leong & Bonz, 1997), and
variables reflecting academic and social functioning such as academic
achievement (Thompson & Fretz, 1991) and extracurricular involvement
(Bettencourt, Charlton, Eubanks, Kernahan, & Fuller, 1999), and mental health
variables such as stress (Alvan, Belgrave, & Zea, 1996), psychosomatic stress
symptoms (Rooijen, 1986), social anxiety (Strahan, 2003), self-esteem (Hertel,
2002), self-efficacy (Zychowski, 2007), depressive symptomatology and
depression (Bouteyre et al., 2006; Dyson & Rank, 2006).

A large portion of studies on college adjustment used cross-sectional design
(e.g., Boulter, 2002; Torres & Solberg, 2001) while some others used
longitudinal designs to better capture the changes in variables and their effect
on change in college adjustment level of students (e.g., Bettencourt et al., 1999;
Myers, 2004). Although lower in number qualitative studies also took their
place in college adjustment studies (e.g., Dextras, 1993; Keup, 2007). However,
there seems to be a paucity of research using longitudinal mixed method design
in exploring changes in college adjustment through both qualitative and

quantitative data collection methods.

Gender as a demographic variable was frequently examined in college
adjustment studies. Findings on gender differences in college adjustment
pointed out somewhat mixed findings with some studies indicating no
significant gender differences (e.g., Fisher & Hood, 1988; Leong & Bonz,
1997; Pritchard & Wilson, 2003) and some demonstrating significant gender
effects on college adjustment level of students; either in favor of boys (e.g.,
Enochs & Roland, 2006; Schultz, 2008; Wintre &Yaffe, 2000; Yalim, 2007) or
girls (e.g., Halamandaris & Power, 1999).



Involvement in extracurricular activities (e.g., sports, student clubs) is seen as
an important factor affecting students’ success and personal growth (Astin,
1999; Fredricks & Eccles, 2006). Studies demonstrated that participating in
extracurricular actvities was positively associated with GPA, academic and
social adjustment (Bettencourt et al., 1999) and psychological adjustment of

students (Toyokawa & Toyokawa, 2002).

In most studies on college outcomes, college academic achievement was tested
either as an indicator of academic adjustment (Dennis, Phinney, & Chuateco,
2005) or as a predictor of student retention/attrition (Johnson, 1997; Okun &
Finch, 1998; Wintre & Bowers, 2007). In the latter type of studies, GPA was
found to be negatively associated with drop-out rates (Johnson, 1997; Okun &
Finch, 1998). Although limited in number, some studies also investigated the
effect of GPA on college adjustment. In these studies GPA was either found to
be a positive predictor of academic adjustment (Hurtado, Han, Saenz, Espinoza,
Cabrera, & Cerna, 2007) or not to be a significant predictor of either academic

or social adjustment (Thompson & Fretz, 1991), yielding a mixed picture.

Among the individual level variables mentioned earlier, mental health variables
were given considerable attention in studies of college adjustment. Szulecka,
Springett, and de Pauw (1987) suggested that the major causes of attrition in the
first year of college were emotional rather than academic factors. For example,
Brooks and DuBois’ (1995) findings demonstrate that emotional variables
exerted a strong influence on how well students adjusted to their first year of

college, attested to this suggestion.

As one of the mental health variables studied in relation to college adjustment,
perceived stress was found to be a significant negative predictor of overall
college adjustment, personal-emotional, academic, and social adjustment during
transition to college (Friedlander, Reid, Shupak, & Cribbie, 2007; Kerr,
Johnson, Gans, & Krumrine, 2004; Wintre & Yaffe, 2000).



Another mental health variable self-esteem, that is also studied frequently in
relation to college adjustment was found to positively predict college
adjustment (Becker, 2008; Toew & Yazedjian, 2007) and its all dimensions
(i.e., academic, social, personal-emotional, goal commitment/institutional

attachment) (Mooney, Sherman, & Lo Presto, 1991).

Self-efficacy specific to skills required for college adjustment have been studied
in relation to several college outcomes. In these studies self-efficacy was found
to be a positive predictor of academic and social functioning (Chemers, Hu, &
Garcia, 2001; Torres & Solberg, 2001), persistence at university (Gloria & Ho,
2003), overall adjustment and all facets of college adjustment (Zychowski,

2007).

Contextual/environmental variables’ (e.g., student-faculty relationships, social
support, and perceived university environment) influences on college outcomes
were also investigated in several studies. Perceived social support was one of
the most frequently studied environmental level variable in college adjustment
literature. These studies demonstrated that perceived social support from family
and friends was a positive predictor of overall college adjustment (Katz, 2008;
Strage, 2000; Rood, 2008, Zychowski, 2007) and social adjustment (Katz,
2008; Rood, 2008) and academic sucesss (Strage, 2000; Zychowski, 2007).
Perceived social support, in general, was also found to be a positive predictor of
overall college adjustment and negative predictor of psychosocial
maladjustment (i.e., loneliness, social withdrawal, aggressive behavior, anxiety,
and depression) (Calvate & Connor-Smith, 2006; Halamandaris & Power,
1999; Zea, Jarama, & Bianchi, 1995) in college freshmen.

Instructors were also identified to be sources of information and support during
freshman year (Weissman, Bulakowski, & Jumisko, 1998). Thus quality of
relationships among students and their instructors also appeared to be very

important in academic involvement (Roe, 2000), academic success (Strage,



2000), and self-perceived intellectual and personal development of freshman

students (Pascarella & Terenzini, 1978).

College adjustment process is considered to be a more stressful period for
international sojourners since apart from common challenges associated with
this transitional period they also experience several cultural changes with less
access to sources of support such as families and friends (Hechanova-Alampay

et al., 2002).

Since international university students experience double adjustment (i.e.,
adaptation to a new culture and adjustment to university) studies conducted
with these students explored both variables associated with college adjustment
and variables related with their acculturative experiences some of which were
common variables (i.e., age, gender, coping styles, social support). Thus, in
adjustment studies with international students, in addition to variables
mentioned so far some of the variables associated with students’ acculturative
experiences examined were society of origin, economic situation, societal
attitudes, acculturation strategies, and cultural distance (Berry, 2006). Cultural
distance, perceived level of dissimilarity between two cultures in contact, has
been one of the most frequently studied variable in the acculturation literature.
In general, findings from acculturation studies demonstrated that as cultural
distance increases stress and associated psychological symptoms also increase

(Furukowa, 1997; Greenland & Brown, 2005).

College adjustment among Turkish students in Turkey and adjustment of
Turkish students abroad have attracted significant researcher attention. In
studies investigating college adjustment of Turkish students, perceiving
monthly income as sufficient, being satisfied with one’s physical appearance,
holding strong religious beliefs, having satisfactory relationships with one’s
family and friends, involvement in extracurricular activities (Alperten, 1993);
active coping/problem solving and seeking/ using emotional support ( Tuna,

2003; Yalim, 2007); ego-resiliency and optimism (Yalim, 2007) were found to



be associated with higher levels of college adjustment. Studies conducted with
Turkish students studying abroad pointed out to various adjustment problems
such as difficulties in English, problems related to cultural differences,
homesickness, and financial issues (Kilinc & Granello, 2003; Yildirim, 2009);
and demonstrated that higher proficiency in English language was associated
with higher adjustment whereas being younger and not receiving scholarships
were associated with lower adjustment problems (Poyrazli, Arbona, Bullington,
& Pisecco, 2001). Although there are studies that focused on college
adjustment among Turkish students they all used cross-sectional methods. Thus
there is a paucity of research which is more exploratory in nature that
investigates the college adjustment process of Turkish students. In addition,
there is only one study conducted with international Turkish graduate students
using mixed method design (Mathews, 2007) examining factors effecting
academic success of 23 Turkish Higher Education Council (YOK) scholars who
were enrolled in graduate programs abroad. Besides, although Turkish students
who come from Turkey constitute the highest proportion of college students in
TRNC to date there has been no qualitative, longitudinal, or mixed method
studies investigating the adaptation process of Turkish students who study at
universities in TRNC. To the best of the author’s knowledge, there is so far
only one study which investigated the problems of university students studying
at one of the universities in TRNC through survey method. In this study, Sun-
Selisik and Yerin-Giineri (2007) in a sample of 444 college students from all
grades it was found that students’ problems were clustered under 5 factors,
namely, depression-somatic problems, academic issues, difficulty in
relationships and adjustment, social anxiety, and sexual issues. Researchers
found gender differences in total scores and depression-somatic subdimension
with girls scoring higher. Authors also indicated a grade level difference in
academic issues among English Preparatory students who experienced less
academic difficulties than other senior grade levels. Thus considering the
paucity of research conducted with Turkish students studying at universities in
TRNC, need for studies to examine the college adjustment process of Turkish

students studying in universities in TRNC remains.



1.2. Purpose of the Study

This thesis is composed of two studies that explored the factors affecting
college adjustment process of Turkish, first year English Preparatory School
students studying at a university in Turkish Republic of Northern Cyprus. In
Study I, a longitudinal mixed method design was used to examine the college
adjustment of English Preparatory School students during their first year in
college. In the quantitative part of the Study I, changes in social, academic, and
total college adjustment, perceived stress, self-esteem, college adjustment self-
efficacy, and cultural distance levels of students were examined through three
assessments (3 months, 6 months, 9 months stages). In this study it was
expected that stress, self-esteem, college adjustment, college adjustment self-
efficacy and cultural distance of students would change as a function of time in
university. In the qualitative part of Study I, college adjustment process of
students was explored in depth through 3 interviews (3 months, 6 months, 9
months stages) concurrently conducted with quantitative assessments.
Qualitative design was used for two purposes first to support and refine the
quantitative part of Study I and generate a deeper understanding of the
experience of students’ college adjustment experiences and influential factors.
In Study II, aim was to examine the role of both Study I quantitative variables
(academic achievement, perceived stress, self-esteem, college adjustment self-
efficacy, and cultural distance) and other variables (student club membership
and gender) on college student adjustment in a larger representative group. In
the Study II, predictive value of above variables was examined at the end of the

academic year.

1.3. The Significance of the Study

College adjustment and college adjustment process have been investigated
extensively through both quantitative and qualitative methods. Qualitative
studies (e.g., Knapp-Williams, 1991; Roe, 2000) focused on students’ prior

expectations pertaining to college life, challenges experienced in the adjustment



process and strategies to overcome these challenges, personal changes observed
during the process of adjustment, as well as facilitative factors of college
adjustment. Whereas quantitative studies primarily investigated either the
relationship between college adjustment and several individual and / or
contextual factors or assessed predictive role of these factors on college
adjustment through longitudinal (e.g., Becker, 2008; Campbell, 2004) or cross-
sectional designs (e.g., Martin, Swartz-Kulstad, & Madson, 1999; Ramos-
Sanchez & Nichols, 2007). Qualitative methods, specifically in depth semi-
structured interviews were strongly recommended in exploring the adjustment
process of college students because of their value in generating a deeper
understanding of the experience of students which is affected by combination of
multiple factors (Bektas, 2004; Clark, 2005). Toew and Yazedjian (2007) also
suggested conducting qualitative studies to further explore college adjustment
process and longitudinal studies to investigate predictors of college adjustment
over time (which might be helpful in establishing causal relations between
various personal and environmental factors and college adjustment). Thus,
mixed method research which combines quantitative and qualitative approaches
and provides more comprehensive evidence for studying a research problem
than either approach (Creswell & Clark, 2007) is thought to better serve the
purpose of the study. In college adjustment literature, despite their value in
contributing to understanding of college adjustment studies which use a mixed
method design (e.g., Torres, 2006) are sparse. Thus, it is expected that this
study with its use of mixed method design will contribute to relevant literature
by providing a better understanding of college adjustment phenomenon through
converging quantitative data and specific details from qualitative data and
impart the needs of first year college students studying at universities in TRNC
who are making their transition to college. Moreover, it is hoped that present
study with its longitudinal nature will contribute to relevant literature by
increasing the understanding of college adjustment process with its focus on
changes in adjustment level of students as well as changes in associated
variables of adjustment over time. This study with a mixed method design

which gave equal weight to qualitative and quantitative research methods is the
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first study that longitudinally examined college adjustment process of first-year
Turkish students studying in TRNC. In the literature, there was one study
conducted with international Turkish graduate students which used a mixed
method design (Mathews, 2007). Despite the large number of Turkish students
studying at universities in TRNC, there were no studies on college adjustment

of Turkish students studying at universities in TRNC was encountered.

Curtis and Curtis (1966) indicated that freshmen constitute the high risk group
of ‘drop-out’. The drop-out rates were found to be as twice as high for freshmen
(22%) as for seniors (11%) (Rickinson, 1995). Giddan (1988) also asserted that
the first year of college is the most difficult period of adjustment a student faces
(Paul & Brier, 2001). First-year international students might be even considered
to be at higher risk for drop-out since their adjustment also involves adaptation
to a new culture and experience acculturative stress which in turn may lead to
experiencing a more difficult college transition (Hechanova-Alampay et al.,
2002), and maladjustment (Gerdes & Mallinckrodt, 1994). Thus, it is essential
that researchers and practitioners strive to untangle and understand the complex
web of social and intellectual challenges facing first year college students and
develop prevention and intervention efforts to aid a smooth and productive
transition (Paul & Brier, 2001). As a first step in developing counseling and
outreach interventions it is necessary to identify the key challenges or stressors
in adjusting to university life and the resources students can add to their
repertoire to deal with them (Pancer, Pratt, Hunsberger & Alisat, 2004). Thus,
one of the expected contributions of this study is identification of factors which
facilitate college adjustment that could constitute a starting point in designing

effective services and counseling interventions for freshmen sojourners.

In conclusion, this study will serve three functions; (a) to contribute to relevant
literature; by filling in paucity of research on college adjustment process of
Turkish students studying in universities in TRNC; (b) to be a starting point in
designing effective counseling interventions for first year students by

examining unique predictive value of several variables of college adjustment
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and exploring factors effecting college adjustment process; (c) to contribute to
university policies in general and specifically to that of the particular university
where study was conducted by providing information for administrators,
faculty, and staff who have a say in policy and decision making regarding
things to be done to facilitate the adjustment process of first-year students
through providing relevant programs and services to address the adjustment

needs and concerns of these students.

1.4. Definition of Key Terms

College adjustment refers to how well students think they fulfill various
academic and social demands associated with university experience (Akbalik,

1998).

Academic adjustment is an aspect of college adjustment, reflecting how well
students think they cope with various educational demands inherent in

university life (Baker & Siryk, 1984a).

Social adjustment is an aspect of college adjustment, representing how well
students think they cope with various interpersonal-societal demands inherent

in university life (Baker & Siryk, 1984a).

Perceived stress refers to the extent to which individuals perceive experienced

events as stressful (Cohen, Kamarck, & Mermelstein, 1983).

College adjustment self-efficacy is composed of three dimensions pertaining to
students’ degree of confidence in three basic skills, namely, judgmental ability
based on objective information (i.e., judgmental skills), self-controlled
persistence of activity (self-control skills) and self-adjustment in human
relations, (interpersonal skills) required to attain a college degree (Hirose,

Wada, & Watanabe, 1999).
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Self-esteem refers to one’s overall feeling of self-worth (Rosenberg, Schooler,

Schoenbach, & Rosenberg, 1995).

Cultural distance refers to the perceived distance between two cultures based

on their social and physical characteristics (Babiker, Cox, & Miller, 1980).

Academic achievement in the present study refers to the average of 5 mid-term
scores.
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CHAPTER II

REVIEW OF LITERATURE

This chapter will provide review of the literature on following areas (a) theories
and models of student change, (b) conceptualization of college adjustment, (c)
studies related to college adjustment and (d) studies on Turkish student

adjustment.

2.1. Theories and Models of Student Change

College years are regarded as a transitional period in which individuals move
from adolescence to adulthood. As true for all transitions in one’s life, during
this period individuals go through several changes. As college has been
considered to be a part of the transition to adulthood, it is important to explore
the impact of this experience on individuals who take part in it. Extensive
efforts to understand college experience have been conducted since 1950s.
Studies in 1950s and 1960s investigating the effect of the university experience
on student development primarily focused on various forms of psychological
adjustment and change. Studies constructed in the 1970s, 1980s, and 1990s
focused more on how higher education affected students’ social outcomes, and
in this period theoretical models of student change were developed

(Montgomery & Cote, 2006).

In reviewing these decades of studies, Pascarella and Terenzini (1991; 2005)
have contributed to this field of research in the original and revised text, ‘How
College Affects Students’ in which they listed about 20 formal theories or
models of student change. Pascarella and Terenzini (2005) clustered the

theories and models of student development and change in two broad
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categories: developmental theories or models and college impact models.
Developmental theories primarily deal with the nature and content of
intraindividual change whereas college impact models, carrying more of a
sociological perspective, focus primarily on the institutional and
interindivididual origins of change being not necessarily developmental.
However, to a certain extent the models and theories clustered within these two
broad categories emphasize both individual characteristics (e.g., gender, pre-
enrollment characteristics) and environmental factors (e.g., institutional
structures, policies, services, values of other members of an institution) in
examining student change and independently contributes to our understanding

of college as a transition to adulthood (Pascarella & Terenzini, 2005).

2.1.1. Developmental Models / Theories of Student Change

Developmental models were grouped into psychosocial models, cognitive
structural theories, and typological models. Psychosocial models describe
individual development as the accomplishment of several ‘developmental tasks’
and that individuals’ success in resolving each task influences the resolution of
succeeding tasks which in turn determines the rate and extent of psychosocial
development. Psychosocial models deal specifically with identity development
(e.g., Marcia’s Model of Identity Status) and overall psychosocial development.
Chickering’s Seven Vectors of Student Development Model (1969, 1993) with
its emphasis on overall psychosocial development is one of the pioneer
examples of psychosocial models with significant contribution to college

student development research and practice (Pascarella & Terenzini, 1991;

2005).

Chickering (1969) identified seven vectors of student development which were
then revised by Chickering and Reisser (1993) based on accumulated research
findings in that era. The revision included reordering, renaming and broadening
the content of the vectors and aimed at having a more gender and culture free

language. Chickering and Reisser (1993) saw these seven vectors “as maps
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determining the students’ place on development and the ways they were
heading” and they stated that “movement along the vectors might occur at
different rates and occur in interaction with movement along others and
movement within any vector from ‘lower to higher’ lead to more awareness,
skill, confidence, complexity, stability and integration” (p.34). The seven
vectors mentioned in the model were as follows; (a) developing competence
(intellectual, physical and manual, and interpersonal), (b) managing emotions,
(c) moving through autonomy toward interdependence, (d) developing mature
interpersonal relationships, (e) establishing identity, (f) developing purpose, and
(g) developing integrity.

Cognitive structural theories focus on the nature and processes of thinking and
evolving frames of reference through which individuals give meaning to their
worlds. All of these theories (e.g., Perry’s Scheme of Intellectual and Ethical
Development, Kohlberg’s Theory of Moral Development) suggest a serious of
universal stages which are often hierarchical with the successful
accomplishment of one stage considered to be a prerequisite for moving to the
next. They also postulate that, developmental change is activated in a chain of
stimulus and response format. That is, a new information or experience that
conflicts with or challenges the validity of a current cognitive structure
precipitates adaptive responses which either results in new cognitive structures
(accommodation) or the experience or information being reinterpreted to be
consistent with the current structure (assimilation) (Chickering & Reisser, 1993;

Pascarella & Terenzini, 2005).

Typological models focus on distinctive and relatively stable characteristics
(e.g., learning style, personality type, temperament or socioeconomic
background) among individuals and illuminate how these individual differences
influence students’ college experiences. Person-environment theories or models
beginning with the premise that students with different characteristics can
experience the same environment differently focuses in detail on environment

and how it affects behavior through its interaction with characteristics of
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individual. Although these two theories are useful in understanding differing
college experiences of students they are not considered technically
developmental since they do not explain either the processes of change or
development or ways to foster it (Chickering & Reisser, 1993; Pascarella &
Terenzini, 2005).

In conclusion, all of these models have searched for ways in which college
contributes to student psychosocial, cognitive, and moral development as well

as student personal adjustment (Montgomery & Cote, 2006).

2.1.2. College Impact Models of Student Change

College impact models were classified into Astin’s Theory of Involvement,
Tinto’s Theory of Student Departure, Weidman’s Model of Undergraduate
Socialization, and Pascarella’s General Model for Assessing Change. Astin’s
Theory of Involvement’s basic premise is that students’ quality and quantity of
involvement in college greatly influence the amount of student learning and
personal development and thus, the effectiveness of any educational policy or
practice is directly related to the capacity of that policy or practice to foster
student involvement. Astin in his theory of involvement proposed five basic
postulates: (a) involvement refers to the investment of physical and
psychological energy in various ‘objects’ (e.g. activity, people, tasks); (b)
involvement takes place in a continuum with different students investing
different degrees of time and energy to different objects at different times; (c)
involvement can be assessed in both quantitative and qualitative terms; (d) the
amount of learning and personal development is directly proportional to the
quality and quantity of involvement; (e) educational effectiveness of any policy
or practice is directly related to capability of that policy or practice to enhance
student involvement (Astin, 1999). Astin’s definition of a highly involved
student captures but not limited to dedication of considerable energy to

studying, spending much time on campus, participating actively in campus
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organizations, and interacting frequently with faculty members and students

(Astin, 1999).

Tinto’s Theory of Student Departure posits that individuals enter university
with several personal, family and academic characteristics and skills as well as
intentions and personal goals and that students’ intentions and commitments are
continuously reshaped with ongoing interactions between the individual and the
structures and members of the academic and social systems of the institution

(Pascarella & Terenzini, 2005).

Tinto (1988), specifically seeking to explain the college student withdrawal
process, proposes that longitudinal process of institutional persistence as well as
departure involves three major stages or passages — separation, transition, and
incorporation — through which students go through in order to complete their
undergraduate education. During these stages, individual needs to accomplish
several tasks - disassociating themselves from past communities (e.g., family,
high school network) and past habits to varying degrees, coping with stresses
associated with separation and not yet establishing personal bonds underlying
new community membership, acquiring the norms and behaviors appropriate to
integration in the new college environment, establishing contact with other
members of the institution - in order to be successfully integrated in the social

and academic communities of college as a competent member.

According to Tinto's (1993) model of student departure, students’ integration
into college both academically and socially, in other words, perceived level of
P-E fit, influences retention. The model posits that congruence between a
person and her or his environment results in greater satisfaction, lower levels of
stress, and higher levels of achievement (cited in Hutz, Martin, & Beitel, 2007).
Integration refers to the extent to which students share the normative attitudes
and values with peers and faculty in the institution and keeps with the formal
and informal structural requirements for membership in that community and as

integration increases, it reinforces students’ commitments to both their personal
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goals and to the institution through which these goals may be achieved

(Pascarella & Terenzini, 2005).

Pascarella (1985) and Weidman (1989) also proposed two different models of
student change (cited in Pascarella & Terenzini, 2005). In both models,
researchers defined various student pre-enrollment characteristics (e.g. aptitude,
aspiration), institutional characteristics (e.g., size, quality), and interaction with
agents of socialization (e.g., peers, faculty) which conjointly played a role in
explaining process of student change. However, in Weidman’s Model of
Undergraduate Socialization noncognitive changes involving career choices,
lifestyle preferences as a result of college experience was emphasized whereas
in Pascarella’s General Model for Assessing Change, learning and cognitive
development was investigated as a change outcome. Also in comparison to
other college impact models of student change Weidman’s model underlined
the importance of non-college influences such as current and possible future
employers, continuing socializing role of parents, and community organizations

on student socialization outcomes (Pascarella & Terenzini, 2005).

In sum, the college impact models put the emphasis on how social context
variables affect both developmental and non-developmental markers of change
(Montgomery & Cote, 2006). All of these models illuminated the effects of
several contextual as well as individual level variables on successful college
adjustment and success after college life (i.e., long-term effects of successful

completion of university).

2.2. College Adjustment and Related Variables

Upcraft and Gardner (1989) define college adjustment, in his words freshman
success, as students’ progressing toward accomplishing their educational and

personal goals; (a) developing academic and intellectual competence; (b)

establishing and maintaining interpersonal relationships; (c) developing an
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identity; (d) deciding on a career and life style; (e) maintaining personal health

and wellness; (f) developing an integrated philosophy of life.

Baker and Siryk (1984a; 1986) also view college adjustment as multifaceted
which involves responding to several demands associated with four different
domains of adjustment. Academic adjustment requires fulfillment of various
tasks associated with educational demands such as focusing on studying and
keeping track of their academic work. Academic adjustment entails attitudes
toward academic goals and work, academic efforts and performance, and
satisfaction with the academic environment. Social adjustment requires
adapting to interpersonal — societal demands of college experience such as
making friends, being involved in social activities, managing social relocation
and being away from home and it also involves satisfaction with the social
environment of campus. Personal-emotional adjustment is associated with
physical and mental health of the individual and assessed by asking whether an
individual is experiencing psychological distress and its somatic consequences
such as feeling tense and nervous and problems in sleeping. Goal commitment-
institutional attachment is associated with student’s feeling about being in
college in general and institution attended in particular and especially refers to
quality of bond established between student and the institution such as
expectations of staying at university and completing one’s degree, and

perceiving oneself as a part of the university.

In assessing the validity of the 4 facets of college adjustment, authors found that
academic achievement (i.e., GPA) and being selected to an academic honor
society in the junior or senior year were positive correlates of academic
adjustment, appeal for psychological services was a negative correlate of
personal-emotional adjustment, taking part in campus social activities and
likelihood of being selected for a dormitory assistant position were positive
correlates of social adjustment whereas attrition was a negative correlate of goal

commitment-institutional attachment (Baker & Siryk, 1984a).
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In the literature these 4 facets of college adjustment were frequently studied in
relation to various variables. In these studies, academic adjustment was found
to be positively associated with academic achievement motivation (Baker &
Siryk, 1984b), academic achievement (Bettencourt et al., 1999), academic self-
efficacy (Ramos-Sanchez & Nichols, 2007), informational style of identity
processing (i.e., actively searching out, evaluating, and using self-relevant
information) (Berzonsky & Kuk, 2000), internal locus of control over positive
outcomes (Njus & Brockway, 1999); hardiness (Mathis & Lecci, 1999), self-
esteem and peer support (Grant-Vallone, Reid, Umali, Pohlert, 2003-2004;
Hertel, 2002), managing resources of campus and interaction with faculty
(Hurtado, Carter, & Spuler, 1996), number of extracurricular activities
(Bettencourt et al., 1999), and negatively associated with social anxiety
(Strahan, 2003), negative aspects of internet use (i.e., students feeling negative
about internet use) (Lanthier & Windham, 2004), and preoccupied attachment
style (Bernier, Larose, Boivin, & Soucy, 2004).

Social adjustment was found to be positively correlated with self-esteem
(Mooney et al., 1991), social self-esteem (Friedlander et al., 2007), self-efficacy
(Torres & Solberg, 2001), autonomy (Conti, 2000), internal locus of control
over positive outcomes (Njus & Brockway, 1999), social propensity (i.e.,
having interest in various kinds of interactions with other people) (Baker &
Siryk, 1983), stronger attachment to father and being from intact families
(Hannum & Dvorak, 2004), secure adult attachment (Lapsley & Edgerton,
2002), optimism and social network size (Brisette, Scheier, & Carver, 2002),
perceived social support from family and friends (Katz, 2008; Rood, 2008),
socializing with friends and ease in getting to know one’s way around in
campus (Hurtado, Carter, & Spuler, 1996), number of extracurricular activities
(Bettencourt et al., 1999), and negatively associated with social anxiety
(Strahan, 2003), and negative aspects of internet use (i.e., students feeling

negative about internet use) (Lanthier & Windham, 2004).
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Personal-emotional adjustment was positively associated with self-efficacy
(Zychowski, 2007), self-esteem (Mooney et al., 1991), autonomy (Conti, 2001),
secure adult attachment (Lapsley & Edgerton, 2002), managing resources in
campus and maintaining family relationships and support (Hurtado, Carter,
Spuler, 1996), and negatively associated with perceived stress (Baker, 2004),
preoccupied attachment (Bernier et al., 2004), and negative aspects of internet
use (i.e., students feeling negative about internet use) (Lanthier & Windham,

2004).

Goal commitment / institutional attachment was reported to be positively
correlated with self-efficacy (Zychowski, 2007), self-esteem (Mooney et al.,
1991), ease in getting to know one’s way around in campus (Hurtado, Carter, &
Spuler, 1996), and decidedness regarding academic major (Smith & Baker,
1987), and negatively correlated with preoccupied attachment (Bernier et al.,

2004).

Overall college adjustment was indicated to be positively associated with self-
esteem (Protinsky & Gilkey, 1996), self-efficacy (Marder, 2009), positive
feelings about separation (Rice, Cole, & Lapsley, 1990), perceived support
from family and friends (Katz, 2008; Rood, 2008), satisfaction with social
support and active coping (Tao, Dong, Pratt, Hunsberger, & Pancer, 2000),
positive rapport with instructors (Strage, 2000), and negatively correlated with
perceived stress (Kerr et al., 2004), and negative aspects of internet use (i.e.,

students feeling negative about internet use (Lanthier & Windham, 2004).

Several other facilitative factors of college adjustment have been encountered in
studies in which quantitative and qualitative data collection methods were used.
Balancing priorities in three facets of life (academic, relationships,
extracurricular activities) (Conway, 2008); having a goal focus, higher degree
of self-confidence, self-knowledge, discipline, and sense of being in control,
good skills of time management and study, clearly articulated institutional

expectations, and opportunities for social integration (Knapp-Williams, 1991;
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Mooney et al., 1991); support from family, close friends, faculty and staff
(Katz, 2008; Weissman et al., 1998) were found to have a facilitative role in

college adjustment.

In conclusion, adjustment to college is a multifaceted phenomenon which is
conjointly affected by several personal or environmental factors. Previous
research building on theories and models of student change demonstrated the
relationships of college adjustment and its facets to these factors to illuminate

this complex phenomenon.

The following subsections will review literature on the relationships between
college adjustment and college adjustment self-efficacy, perceived stress, self-
esteem, academic achievement, gender, extracurricular activities, and cultural

distance.

2.2.1. College Adjustment and College Adjustment Self-Efficacy

Self-efficacy term has its roots in social cognitive theory of Bandura (1986). In
social cognitive theory, self-referent thoughts are seen as mediators between
knowledge and actions. In other words, how an individual interprets the results
of their performance attainments apprises and alters their environments and
their self-beliefs, which in turn affects one’s subsequent performance. These
self-beliefs or self-referent thoughts include perceptions of self-efficacy, that is,
“people’s judgment of their capabilities to organize and execute courses of
action required to attain designated types of performances” (Bandura, 1986,

p.391).

Devonport and Lane (2006) found that self-efficacy specific to successful
completion of the first year of a sport degree was predictive of course dropout
among students. More specifically, students who received significantly lower
scores on five dimensions of self-efficacy (managing time, using resources,

work in groups, work well in lectures) as assessed during the fifth week of the
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first semester withdrew from the course (as indicated by the central registry
documents). In another study examining the relationships among friendship,
self-efficacy, and college adjustment in a sample of 90 first-year university
students, general self-efficacy was found to be significant positively associated

with college adjustment (Marder, 2009).

Zajacova, Lynch, and Espenshade (2005) examined the joint effects of self-
efficacy and stress on three outcome variables, first-year college GPA, the
number of accumulated credits, and college retention after the first year.
Authors assessed self-efficacy and stress with regard to the same college related
(academic) tasks. The findings of the study indicated that self-efficacy had a
strong positive effect on freshman grades and credits earned but no significant
effect on students’ persistence in the second year. With regard to effects of
stress on the outcome variables, it was found that stress had a negative but
insignificant association with GPA and no relationship with college credits.
Authors also unexpectedly found that the stress was though marginally,

positively related to persistence.

One important point in assessing self-efficacy as a predictor of a specific
performance outcome is to utilize domain and task specific self-efficacy
measures to provide the consistency between self-efficacy judgments and
domain of functioning or task under investigation (Bandura, 1986; Pajares,
1996). A large meta analysis of studies investigating self-efficacy in relation to
academic performance and persistence concluded that strongest associations
were found in studies where self-efficacy measures corresponded most closely
with performance criteria (Multon, Brown, & Lent, 1991).Accordingly, in
investigating self-efficacy in relation to college outcomes, several researchers
(e.g., Chemers, Hu, & Garcia, 2001; Devonport & Lane, 2006; Myers, 2004)
developed self-efficacy scales specific to skills required for successful college
adjustment (e.g., completing an undergraduate degree, making and keeping new

friends) modeling after those used by Bandura.
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In another longitudinal study, Myers (2004) found that academic efficacy
assessed prior to arrival on campus positively predicted academic functioning
(as indicated by self-reported functioning, average peer reported functioning,
first quarter GPA) but not social functioning (as indicated by self-reported and
peer reported functioning) whereas social efficacy assessed prior to arrival on
campus positively predicted social functioning and negatively predicted

academic functioning.

In a longitudinal study carried out with 256 first year university students
Chemers et al. (2001) found direct effects of academic self-efficacy on
challenge threat evaluations, academic expectations, and academic
performance. That is, highly efficacious students had higher challenge-threat
evaluations (they perceived the university experience as a challenge rather than
a threat), greater academic expectations and better academic performance. They
also encountered mediated effects of self-efficacy on academic expectations,
academic performance, stress, health and adjustment (satisfaction with the
academic progress and intention to persist at the university). That is, highly
efficacious students had higher challenge-threat evaluations, which resulted in
greater academic expectations, which in turn led to better academic
performance. With regard to second mediated effects of self-efficacy, they
found that higher levels of self-efficacy through challenge-threat evaluations
resulted in less stress, which in turn led to less health problems and better

adjustment.

Hechanova-Alampay et al. (2002) also found self-efficacy to be associated with
greater adjustment and less strain and the association being stronger upon entry
than after six months for both domestic and international sojourners. In another
study with college freshmen Zychowski (2007) found that academic self-
efficacy was a significant positive predictor all facets of university adjustment

(academic, personal-emotional, social, and institutional adjustment).
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Poyrazli (2001) examined the role of academic self-efficacy, assertiveness, and
English proficiency on psychosocial adjustment (as indicated by two outcome
measures; loneliness and student adjustment strain) of 122 graduate
international students. Researcher found that level of assertiveness, and
academic self-efficacy predicted adjustment level of the students. That is,
students with higher levels of assertiveness and academic self-efficacy reported
fewer adjustment problems. Moreover, results indicated students with lower

levels of self-efficacy reported higher loneliness.

Hirose et al. (1999), considering problematic self-efficacy beliefs as one of the
possible factors that contribute to college adjustment difficulties, extended the
career adjustment self-efficacy concept to the adjustment of college students
(since what students have chosen to study at college determine their subsequent
careers) and developed an instrument (College Adjustment Self-Efficacy Scale,
CASES) to assess students’ degree of confidence in three main basic
competencies (judgmental, self-control, and interpersonal skills) to complete
their college career. Hirose et al. (1999), examining 13 different majors in
relation to self-efficacy, found that different majors required different self-
efficacy characteristics. However, authors indicated that on the overall, well
adjusted students scored higher than the poorly adjusted students. In another
study conducted with 153 university students, college self-efficacy was also
found to be a significant positive predictor of persistence at university (Gloria

& Ho, 2003).

Torres and Solberg (2001), using an instrument to assess self-efficacy
pertaining to college-related academic and social tasks (College Self-Efficacy
Inventory), found that college self-efficacy was associated negatively with
academic stress, strongly positively associated with social integration
(connection to faculty and students) and persistence intentions which were two

indicators of college adjustment.
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Ramos-Sanchez and Nichols (2007) examined the predictive role of college
self-efficacy (pertaining only to college-related academic tasks) on academic
adjustment. The authors found that self-efficacy assessed at the beginning of the
academic year was predictive of perceived academic adjustment at the end of

the year.

In sum, self-efficacy was found to be a positive predictor of academic and
social functioning (e.g., Myers, 2004; Torres & Solberg, 2001), persistence at
university (e.g., Devonport & Lane, 2006; Gloria & Ho, 2003), overall college
adjustment (e.g., Hechanova-Alampay, et al. 2002; Martin et al, 1999) and its
dimensions (e.g., Zychowski, 2007). In some of the studies the observed
relationships between self-efficacy and positive college outcome seemed to
correspond with self-efficacy pertaining to social tasks being correlated with
social outcomes and self-efficacy pertaining academic tasks being associated

with academic outcomes (e.g., Myers, 2004; Ramos-Sanchez & Nichols, 2007).

2.2.2. College Adjustment and Perceived Stress

Experience of living away from home for the first time at university might put
extra stress on shoulders of the students in their transition to university due to
difficulties stemming from trying to find their way in a new city or town,
finding themselves in a new community where they have few or no friends,
dealing with financial issues, setting their own limits on social activities,
sharing accommodations with unfamiliar roommates, and being miles away
from people whom they generally turn to for support (Lafreniere &
Ledgerwood, 1997). Thus researchers (Baker, 2004; Kerr et al., 2004) found a
negative relationship between students’ perception of stress and overall college

adjustment and personal-emotional adjustment during transition to college

The study of Friedlander et al. (2007) also pointed at the negative association of
perceived stress and college adjustment as well as its dimensions. Researchers,

examining the effect of self-esteem and stress on adjustment of 115 first-year
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undergraduate students (10 week-period) in a longitudinal design, found that
changes in self-perceived stress was a major predictor of changes in adjustment.
That is, students who experienced decreases in their stress levels across the 10
week-period showed improvements in personal, emotional, academic, social,

and overall adjustment.

Findings of another longitudinal study indicated that psychological well-being
variables were robust predictors of college adjustment (Wintre & Yaffe, 2000).
More specifically, increase in perceived stress and depressive symptomatology
across time predicted lower adaptation to college. Moreover, stress was as
assessed in the beginning of the fall semester also found to be a significant

negative predictor of college adjustment.

In a study with 536 university students from three grade levels (i.e., second,
fourth, sixth-year) it was seen that for female students adaptation to university
was negatively associated with psychosomatic stress symptoms. Moreover in
the study adaptation to university was found to be negatively correlated with
depressive mood, loneliness, and interpersonal helplessness for the whole

sample (Rooijen, 1986).

In sum, perceived stress was found to be a significant negative predictor of
overall college adjustment, personal-emotional, academic, and social
adjustment during transition to college (Friedlander et al. , 2007; Kerr et al.,

2004; Wintre & Yafte, 2000).

2.2.3. College Adjustment and Self-Esteem

Global self-esteem, in more used term self-esteem, is an overall feeling of self-
worth whereas specific self-esteem is a feeling of competence pertaining to a

specific area of life such as academics and social relations (Rosenberg et al.,

1995).
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Becker (2008) in a longitudinal study with 211 first-semester freshmen, using
composite variables (i.e., calculating means of variables assessed at three time
intervals) found that self-worth and satisfaction with one’s social network were
positive predictors whereas depression was a negative predictor of overall

college adjustment.

Another study conducted with 88 female freshmen indicated that self-esteem
was a positive predictor of all dimensions of college adjustment, namely,
academic, social, personal-emotional, and institutional attachment as well as

overall college adjustment (Mooney et al. , 1991).

Protinsky and Gilkey (1996), investigating the predictive role of personal
authority and self-esteem, health problems and GPA on college adjustment of
102 female students from each four grade levels, found self-esteem to be the

strongest predictor of college adjustment.

Toew and Yazedjian (2007), examining the predictive role of self-esteem,
parental education, parental support, and peer support in a sample of 883
freshman composed of three ethnic backgrounds (i.e., White, Hispanic, Black),
indicated that self-esteem was a positive predictor of college adjustment among

all groups except Hispanic males.

Wintre & Yaffe (2000) examining the longitudinal effects of self-esteem on
college adjustment found that self-esteem assessed in the midst of the winter
term was found to be a positive predictor of college adjustment in females. That
is, females with higher levels of self-esteem following six months in the

university reported a higher degree of adaptation.

In another study conducted with 124 freshmen, self-esteem was found to be a
positive predictor of overall college adjustment. Moreover, there were
significant differences in self-esteem scores of students as a function of three

levels of university adjustment (i.e., high, intermediate, low) with students in
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the high adjustment group reporting higher level of self-esteem than

intermediate and low adjustment group (Halamandaris & Power, 1997).

Aspinwall and Taylor (1992) found a mediated effect of self-esteem on college
adjustment and academic achievement. More specifically, the beneficial effect
of self-esteem on adjustment was mediated by the nonuse of avoidance coping,
greater use of active coping, and greater seeking of social support. Authors also
found that, the effect of self-esteem on academic performance was mediated by

increased motivation to succeed.

Boulter (2002), using a domain specific measure of self-concept, found that
self-perception of intellectual ability was a positive predictor of academic

achievement among freshman students.

Friedlander et al. (2007), also using specific means of assessing self-esteem
indicated that increased global, academic and social self-esteem predicted
decreased depression and increased academic and social adjustment,
respectively. Thus, this finding provided partial support to the hypothesis of
authors that the specific type of self-esteem (i.e., academic and social self-
esteem) was a predictor of the corresponding type of adjustment since global

self-esteem was not found to be associated with overall adjustment.

Bettencourt et al. (1999), conducting assessments at two time points (first 45
days of the first term and last 45 days of the second term) found that personal
and collective self-esteem (the extent to which individuals evaluate their social
groups positively) were positively correlated with both academic and social
adjustment at two time points. Bettencourt et al. (1999) also indicated that
change in personal self-esteem and collective self-esteem were predictors of
both social and academic adjustment. That is, increase in personal and social
self-esteem was associated with increase in both social and academic

adjustment.
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In another study with college students, self-esteem was found to be a negative
predictor of intention to drop out (Pritchard & Wilson, 2003). In other words,

students who indicated their intent to drop out had lower self-esteem than peers.

In sum, these findings demonstrated that self-esteem was a direct as well as
indirect positive predictor (Aspinwall & Taylor, 1992) of all facets of college
adjustment (e.g., Friedlander, 2007; Mooney et al., 1991), and overall college
adjustment (e.g., Becker, 2008; Toew & Yazedjian, 2007) and a negative
predictor of intention to drop out (Pritchard & Wilson, 2003).

2.2.4. College Adjustment and Academic Achievement

College academic achievement is a variable which is frequently studied in
relation to college adjustment. In most of the studies in literature, academic
achievement was tested either as a predictor of student retention/attrition
(Johnson, 1997; Okun & Finch, 1998; Wintre & Bowers, 2007) or as an
outcome variable indicating academic adjustment (Dennis et al. , 2005;

Pritchard & Wilson, 2003).

In a longitudinal study examining factors which differentiated students who
persisted and those who dropped out of university, GPA and faculty-and staff-
student interaction and connection were found to be the significant
distinguishing characteristics. More specifically, retained students had a higher
mean GPA and had better and more connections with university personnel than
the dropout students (Johnson, 1997). In another longitudinal study, Okun and
Finch (1998) found cumulative GPA to be a strong negative predictor of

institutional departure.

Wintre and Bowers (2007), investigating predictors of university persistence,
found first year GPA, parental support, goal and school commitment to be
positive and direct predictors of persistence. Dennis et al. (2005), examining

motivational characteristics’ and environmental social supports’ predictive role
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on college outcome variables (GPA, college adjustment reflecting institutional
attachment, college commitment) found that perceived lack of peer support
positively predicted GPA and college adjustment whereas career / personal

motivation predicted only college adjustment.

Pritchard and Wilson (2003), assessing the effects of emotional and social
health on GPA and intention to drop out, found that different emotional health
variables predicted students’ GPA and intentions to drop out. More specifically,
perfectionism and stress were predictors of GPA whereas self-esteem and
fatigue were predictors of intention to drop out. In the study social health
variables (membership in an academic honor organization, frequency of alcohol
consumption) were found to be predictors of GPA whereas none of social

health variables were found to predict intention to drop out.

Although college academic achievement and academic adaptation are found to
be related concepts (Bettencourt et al., 1999), several researchers (e.g., Hurtado
et al., 2007; Wintre & Yaffe, 2000) underlined the importance of distinguishing
the two concepts since academic adaptation is a subjective measure of students’
perceptions of their ability to adapt to academic responsibilities of university
whereas GPA represents an objective measure of students’ actual academic
performance. Becker’s (2008) findings attested to the difference of these two
concepts. The researcher found that the variables predicting student-reported

adjustment were not identical to those predicting first semester GPA.

Wintre and Yaffe (2000) found that perceived academic adaptation assessed in
the beginning of the winter term predicted academic achievement at the end of
the academic year. Since GPA was attained at the end of the academic year it
was reasoned that the original outcome variable (adaptation) could serve as a

predictor.

Hurtado et al. (2007) explored the key factors impacting college adjustment as

indicated by two outcomes based on factor-derived scales, namely, success in
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managing the academic environment and sense of belonging. Success in
managing the academic environment consisted of understanding professor
expectations, developing effective study skills, adjusting to academic demands,
getting to know faculty, and managing time whereas sense of belonging
involved measuring the extent to which student felt belong to his/her respective
institution. Researchers found that college GPA (one of the indicators of
academic development and performance) strongly predicted students’ success
in managing the academic environment, in other words, academic adjustment
whereas it did not have a direct effect on sense of belonging. Thompson and
Fretz (1991), testing whether college GPA predicted college adjustment among
171 university students found that GPA did not predict either academic or

social adjustment of university students.

In sum, GPA was found to be negatively associated with drop out rates
(Johnson, 1997; Okun & Finch, 1998). Studies investigating effect of GPA on
college adjustment yielded different findings in which GPA was either found to
be a positive predictor of academic adjustment (Hurtado et al., 2007) or not to
be a significant predictor of either academic or social adjustment (Thompson

and Fretz, 1991).

2.2.5. College Adjustment and Gender

Gender in relation to college adjustment was also examined in several studies.
Literature findings on gender differences in college adjustment revealed mixed
findings with some of the studies indicating no significant gender differences
(e.g., Fisher & Hood, 1988; Leong & Bonz, 1997; Pritchard & Wilson, 2003)
and some of them revealing significant gender differences on college
adjustment level of students; either in favor of boys (e.g., Enochs & Roland,
2006; Schultz, 2008; Wintre &Yaffe, 2000; Yalim, 2007) or girls (e.g.,
Halamandaris & Power, 1999).
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Enochs and Roland (2006), examining gender and living environment
differences on college adjustment of 511 first-year students, found that male
students’ level of overall college adjustment were higher than females’ level of

adjustment regardless of living environment.

Wintre and Yaffe (2000), in a longitudinal study with 408 freshmen found
significant gender differences in overall college adjustment scores in favor of
men. Thus, authors run the predictive analyses separately for males and females
and encountered with substantial differences in predictive models. That is, three
common predictors explaining college adjustment for males and females were
initial stress, change over time in both stress and depressive symptomatology.
Additional predictors of college adjustment for males were possessing a sense
of identity and perceived reciprocity in relationships with parents whereas
differing predictors of college adjustment for females were initial depressive
symptomatology, positive self-esteem in the winter, and degree of discussion

with parents concerning university issues.

Yalim (2007), in a study conducted with 420 first-year university students, also
encountered gender difference in college adjustment scores in favor of males.
Moreover, results of the study indicated that the factors predictive of adjustment
differed for males and females. Ego resiliency, problem solving coping,
seeking social support coping, fatalistic coping and helplessness self blaming
coping were found to be predictors of male students adjustment scores,
whereas ego resiliency, optimism and seeking social support were predictors of
females’ adjustment scores. explained males’ higher scores in adjustment by
the gender roles (i.e., males being more individualistic, using problem-focused
coping which is a healthier coping mechanism to alter a situation, males’

greater tendency to be less related to family than females).

In a study conducted with 323 freshmen at Alaska University, Schultz (2008)
found that males scored higher on personal-emotional adjustment than females.

However, results of the study indicated no gender differences on academic,

34



social, and attachment/goal commitment adjustment of students. Schultz
concluded that his findings were partially consistent with previous research. His
findings supported previous findings in the sense that males were found to score
higher on personal-emotional adjustment (Baker & Siryk, 1999; Lopez,
Campbell, & Watkins, 1986) and contradicted previous research (Baker &
Siryk, 1999) which represented the normative scores on social adjustment as

generally higher for females than males.

In contrast with the findings of studies which demonstrated higher college
adjustment levels for males, Halamandaris and Power (1999) in a study with
183 first-year students found that female students scored higher in overall
adjustment to university life than male students. However, when gender was
entered into regression equation with other demographic variables (i.e., age,
marital status) in the first step none of the demographic variables was found to

be a significant predictor of adjustment to university life.

Fisher and Hood (1988), in a study with 196 freshmen, found no differences in
college adjustment scores of participants or experienced homesickness as a
function of gender. However, researchers encountered gender differences in
levels of psychological disturbance with females reporting more signs of

psychological disturbance.

Leong and Bonz (1997) also did not find significant gender differences on
overall college adjustment or four facets of college adjustment among 161
freshmen. Authors explained this finding with gender socialization on measured
outcomes (i.e., coping styles) not being influential on self-reported experiences
of anxiety and depression as assessed by the Personal-Emotional Adjustment
Scale, and satisfaction with their college which was assessed by the
attachment/goal commitment scale. Researchers, though not reached
significance, encountered with a trend in which females were better adjusted
both academically and socially. Authors offered two alternate explanations for

females scoring higher in these dimensions; socialization into traditionally
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female role providing them to adapt to academic and social demands of college
or not being socialized into gender specific roles helping them to adjust better.
Consequently, Leong and Bonz suggested future research to test their findings

with different samples.

In their study, Lafreniere and Ledgerwood (1997) although didn’t find a main
effect of gender on college adjustment levels of students reported a significant
three-way interaction effect of gender, place of residence, and social support on
college adjustment. That is, when family support was perceived to be low,
females who lived away from home were significantly better adjusted to
university whereas males appeared to be better adjusted when they continued to
live at home. Authors also indicated a gender difference in the level of

perceived stress in transition to university with girls scoring higher.

To sum up with findings on gender differences in college adjustment pointed
out somewhat mixed findings with some of the studies indicating no significant
gender differences (e.g., Fisher & Hood, 1988; Leong & Bonz, 1997; Pritchard
& Wilson, 2003) and some of them demonstrating significant gender
differences on college adjustment level of students; either in favor of boys (e.g.,
Enochs & Roland, 2006; Schultz, 2008; Wintre &Yaffe, 2000; Yalim, 2007) or
girls (e.g., Halamandaris & Power, 1999).

2.2.6. College Adjustment and Extracurricular Activities

The most important element to success and retention in the first year is student
involvement (Astin, 1999). Based on the involvement principle, the amount of
benefits that students can obtain from university attendance is not only
determined by how much time students spend in academic-related activities, but
also as a function of time students involve themselves in extracurricular
activities such as socializing with friends, engaging in cultural events and in

volunteer activities on and off campus.
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Participation in high-quality extracurricular activities, such as sports and
student clubs is a productive use of students’ leisure time which provides
diverse opportunities for growth and development (Fredricks & Eccles, 2006).
In her study with college freshmen, Roe (2000) explored that students’
definitions of success determined their level of college involvement. For
instance, students who perceived involvement to be valuable to their success
actively sought for opportunities to become involved in as many college

activities as possible and also were involved in extracurricular clubs.

Conway (2008), in her qualitative study with college freshmen, found that each
student at least investigated one type of activity whereas a few of the students
postponed significant involvement in co-curricular activities until upcoming
years giving priority to the academic or social facets of their first year. Dextras
(1993) also found that students in their first year of college focused more on
forming social groups and academic responsibilities rather than involving
themselves in extracurricular activities or student club memberships and added
that it were residence hall activities which students primarily chose to enroll in
when they wanted to participate in an activity. Students’ leisure time activities
during their first year included sleeping, watching television, spending time in

some other students’ rooms, lounging and communicating with peers.

There is a growing body of research demonstrating the beneficial effects of
extracurricular involvement on students’ college adjustment level (e.g.,
Bettencourt et al., 1999; Toyokowa & Toyokowa, 2002). For example, in a
study with college freshmen Bettencourt et al. (1999) found that number of
extracurricular activities involved was positively associated with GPA,

academic and social adjustment of students.

In the same vein, Toyokawa and Toyokawa (2002) in their study with
international university students found that students who engaged in more
extracurricular activities were more satisfied with their lives in general

(psychological adjustment), more involved in their academic work and
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perceived studying as useful to explore their future goals (academic

adjustment).

In a qualitative study conducted by Weissman, Bulakowski, and Jumisko
(1998), most of the students reported that taking part in activities outside of the
classroom provided them with an opportunity to meet old and new friends and
this helped them feel involved. The role of extracurricular involvement on
academic, psychological, and social adjustment of adolescents was also
examined in longitudinal studies (e.g., Bohnert et al. , 2007; Fredricks &
Eccles, 2006). Bohnert et al. (2007) for instance, investigated whether
participation in organized activities across the transition to college predicted
two indices of social adaptation, development of high-quality friendships, and
loneliness and social dissatisfaction. Authors found that intensity of activity
involvement as indicated by number of hours per week involved in all activities
during the first year positively predicted friendship quality in students who had
experienced high levels of loneliness and social dissatisfaction prior to college
entrance. Intensity of activity involvement was also found to be strongly and
negatively associated with loneliness and social dissatisfaction in students who

had low quality relationships before entering college.

Fredricks and Eccles (2006) examined the effects of participation in three types
of extracurricular activities (school clubs, sport, prosocial activities) on
academic (GPA and educational expectations at 11" grade, educational status 1
year after high school) and psychological adjustment (self-esteem, depression,
internalizing and externalizing behavior) of adolescents in a longitudinal panel
design after controlling for prior level of adjustment. Results of the study
indicated that participation in school clubs was associated with academic
adjustment at 1"t grade. That is, adolescents who participated in school clubs
had higher 11th grade GPAs and educational expectations than those students
who were not involved. The relation between involvement in school clubs and
indicators of psychological adjustment was mixed; involvement in student clubs

predicted a decrease in externalizing behavior, however, it did not predict either
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self-esteem or depression levels of participants. Sport participation was found
to be significantly associated with both academic and psychological outcomes.

1m grade GPAs and higher educational

Participation in sports predicted higher 1
expectations. Students who participated in sports also reported lower level of
depression and internalizing behavior and higher levels of self-esteem than did
non- participators. With regard to participation in prosocial activities only
significant association was with educational expectations. The results for the
prediction of adjustment at 1 year after high school revealed that participation
in three types of activities at 11" grade were significant predictors of academic
adjustment but not psychological adjustment after controlling for associated
dependent variable scores of the participants at eight grade. The results of the
study also indicated that breadth of activity (number of participated activities) at

11th grade was positively associated with indicators of academic and

psychological adjustment at 11th grade.

In sum, studies indicated that participating in extracurricular activities was
positively associated with GPA, academic and social adjustment (Bettencourt et
al., 1999) and psychological adjustment of students (Toyokawa & Toyokawa,
2002).

2.3. College Adjustment in International Students

Acculturation is a reciprocal process in which cultural and psychological
change takes place as a result of contact between two or more cultural groups as
well as their individual members. Acculturation occurs for a number of reasons
including colonization, military invasion, migration, refuging, and sojourning
(e.g., tourism, international studies, and overseas positing) (Berry, 2005).
International students compose a remarkable group of sojourners whose
purpose is to study and gain professional qualifications. Time frame for
international students’ stay in the host country varies based on type of education
they receive in the host country. For international students who attend

university abroad time frame may take several years (Bochner, 2006).
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Several researchers have investigated adjustment of international students (e.g.,
Pascale, 2006; Poyrazli & Grahame, 2007) and compared international
students’ college adjustment level to those of domestic students (e.g.,
Hechanova-Alampay et al., 2002; Kaczmarek et al., 1994). Kaczmarek et al.
(1994), in comparing college adjustment levels of international students
studying in U.S. to that of U.S. students, found that internal students scored
lower on the social and the attachment/goal commitment adjustment scale
indicating international students experience greater difficulty in adjusting to

college than their host nationals.

Hechanova-Alampay et al. (2002), in comparing adjustment level of 294
domestic and international student sojourners, found that adjustment among
international sojourners was lower than that of domestic sojourners upon entry
and three months into the semester. Authors concluded that studying in a
different country college adjustment process may be far more complicated since
it also involves adaptation to a new culture and experience acculturative stress

which in turn may lead to experiencing a more difficult college transition.

In this period of double adjustment (i.e., adaptation to a new culture, college
adjustment) international university students experience several challenges
pertaining to (a) satisfying their basic needs such as accommodation,
transportation, getting required documents for their stay, food and health care
(Poyrazli & Grahame, 2007) (b) personal and social life like language
difficulties, a feeling of a sense of loss and loneliness, being isolated or feeling
rejected by members of the new social and academic culture, and homesickness
(McClure, 2007; Pascale, 2006); (c) academic life such as stress resulting from
competition, deadlines, work overload, work responsibilities and expectations
and low academic achievement (Misra & Castillo, 2004; Poyrazli &
Kavanaugh, 2006). In a similar vein, Leong (1984) classified the types of
problems international students experienced as follows: (a) common problems

experienced by all college students (e.g., being autonomous), (b) problems
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related to being away from home for a long time (e.g., culture shock), and (c)
problems unique to international students (e.g., immigration difficulties)

(Kaczmarek et al., 1994).

How students respond to their acculturative experiences (i.e. acculturative
stress) is affected reciprocally by several individual or group level factors which
existed prior to or during acculturation and acculturative processes which is
formed by interactive effects of these factors. Society of origin involving
political context, economic situation, demographic factors, and society of
settlement including social support, and attitudes constitute group level factors
which existed prior to acculturation whereas factors such as age, gender,
education, health, language, migration motivation and cultural distance
compose individual level variables which existed prior to acculturation. Factors
- individual and/or group level - arising during acculturation includes social
support, societal attitudes, coping strategies, and acculturation strategies (Berry,

2006).

Cultural distance, level of dissimilarity between two cultures in contact, has
been one of the most frequently studied pre-entry individual level characteristic
in the acculturation literature (Chapdeline & Alexitch, 2004; Greenland &
Brown, 2005). In general, research findings indicated that acculturative stress
and associated psychological symptoms increase when a greater cultural
distance is perceived between one’s own culture and host society (e.g.,

Furukowa, 1997; Galchenko & van de Vijver, 2007).

In a study conducted with 211 international exchange students, Furukowa
(1997) found that a larger perceived cultural distance between Japan and the
foreign country was associated with more psychological distress. In the same
vein with the Furukowa’s (1997) findings, Galchenko and van de Vijver (2007),
conducting a study with 168 international exchange students, found that
students experienced more stress when they perceived a larger cultural distance

between mainstream and host culture and socialized more with people from
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host nation when they perceived a smaller cultural distance between their own
and the host nations’. However, authors did not encounter with a significant
association between perceived cultural distance and self-esteem which was used
as another psychological outcome variable in the study. Greenland and Brown
(2005) also indicated cultural distance to be a positive predictor of

psychosomatic illness over time in Japanese students studying abroad.

Gloria, Castellanos, and Orozco (2005), in a study with 98 Latino /a American
undergraduate students, found cultural congruity and taking planned, positive
actions in coping with educational barriers to be significant positive predictors
of psychological well-being of Latino/a Americans studying in US. In another
study conducted with 195 male international graduate students, an indirect
relationship between psychological outcomes and cultural distance was
encountered (Chapdelaine & Alexitch, 2004). More specifically, higher levels
of perceived cross-cultural differences were associated with lower level of
interaction with host society which in turn was associated with higher levels of

culture shock.

Hechanova-Alampay et al. (2002), in a study examining and comparing
adjustment of international and domestic sojourners, though in the expected
direction (i.e., negative relationship) found an insignificant and weak
relationship between cultural distance and adjustment of 106 international
students. Authors explained this nonsignificant relationship with the promotion

of cultural diversity by U.S. universities.

In a study with 160 Asian American undergraduates increased cultural
congruity was found to be associated with increased self-efficacy and self-
esteem but was not encountered to be an influential factor on persistence at

university (Gloria & Ho, 2003).
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2.4. Turkish Student College Adjustment

2.4.1. College Adjustment of Turkish Students

College adjustment and factors effecting college adjustment were also
examined in studies conducted in Turkey (e.g., Alperten, 1993; Yalim, 2007).
Alperten (1993), investigating the influence of several personal, social, and
familial variables on adjustment of 735 college students from all grades, found
that students who perceived their monthly income as sufficient, were satisfied
with their physical appearance, and had strong religious beliefs reported higher
levels of adjustment as indicated by Hacettepe Personality Inventory.
Researcher also found that having satisfactory relationships with one’s family
and friends, and being involved in extracurricular activities were associated

with higher adjustment levels.

Alpan (1992) examined the difficulties experienced by students in adjusting to
college life and coping styles used in dealing with daily problems. Results of
the study demonstrated that students attributed reasons of failure to
psychological problems experienced as well as their inability to use their
capacities to adjust to the novel environment. It was also reported that students
did not have difficulty in making friends and that they chose their friends from
their own city of origin. Alpan also indicated that students’ most frequently
used ways of coping when encountered with a problem was to talk about it with
their friends and families and to relieve themselves through smoking. Other

strategies employed was going out with friends and crying.

Yalim (2007) in her study with 420 first-year university students, who were
domestic sojourners, found that coping styles, ego resiliency and optimism
predicted college adjustment. More specifically, results of the study indicated
that students who scored high on resilience, optimism, and used fatalistic and
helplessness / self-blaming coping style adjusted to college better. Yalim also

encountered with gender differences in college adjustment scores in favor of
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males. Moreover, results of the study indicated that the factors predictive of
adjustment differed for males and females. That is, ego resiliency, problem
solving, seeking social support, fatalistic, and helplessness/self-blaming coping
styles predicted adjustment of male students, whereas ego resiliency, optimism,
and seeking social support and helplessness/self-blaming coping styles
predicted adjustment of female students.

In another study investigating coping styles in relation to college adjustment in
665 Turkish and 448 American first-year university students, Tuna (2003)
found that active coping and using emotional support were common positive
predictors whereas denial and behavioral disengagement were common
negative predictors of overall adjustment and all four dimensions of college
adjustment in both Turkish and American sample. Tuna also reported some
cross cultural differences in the effects of coping strategies on college

adjustment.

2.4.2. College Adjustment of Turkish Students Studying Abroad

Despite the high number of Turkish university students (i.e. 12,030 for 2007-
2008 academic year) studying at American colleges and universities,
accounting for 1.9 % of the international student enrollment, there are only a
few studies specifically focused on Turkish students (Yildirim, 2009). One of
these studies was conducted by Poyrazli, Arbona, Bullington, and Pisecco
(2001) which examined the relationships between demographic variables and
adjustment level of 79 undergraduate and graduate students. Poyrazli et al.
(2001) assessed adjustment level of participants with the Inventory of Student
Adjustment Strain which measures the stresses and adjustment strains
experienced by international students. Researchers found significant
relationships between adjustment level of students and demographic variables
of having a scholarship and age. More specifically, the group that received
scholarships reported more adjustment problems than the group that did not
receive scholarships and younger students reported fewer adjustment problems

than older students did. Moreover, authors indicated that higher writing and
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reading proficiency in English language were associated with fewer adjustment

problems.

Mathews (1997) studied the relationship between academic success, English
proficiency, academic background, and sponsoring university in Turkey
through both qualitative and quantitative data obtained from 23 ‘Turkey’s
Higher Education Council (YOK) scholars’. Researcher indicated that students’
success in their studies abroad were associated with the following variables;
more advanced English levels, more education or education at higher quality
Turkish universities, and being sponsored by the more prestigious new
universities. Students who failed or achieved moderate success abroad were
found to have come in general from lower quality Turkish universities and to

have had less experience in English.

Kilinc and Granello (2003), in a study with 120 Turkish students studying
abroad at one of the U.S. colleges, examined participants’ overall satisfaction
level, source and degree of difficulties experienced, sources of knowledge
about mental illness, sources of psychological help, and the relationship of
help-seeking attitudes and several variables (age, gender, educational level,
SES, academic major, degree of religiosity, previous therapy experience, beliefs
about mental illness, degree of acculturation). The results of the study
demonstrated that participants indicated a moderate to high degree of
satisfaction with their lives in the U.S., with the highest area of satisfaction
being overall life, and the lowest area of satisfaction being religious / spiritual
life. The highest degree of difficulty reported was homesickness, followed by
financial life, and language difficulty. Students’ primary source for knowledge
about mental illness was reported to be media followed by training and classes.
As for the sources of help, 50% of the participants reported that they would go
to a friend. For the relationship between help-seeking behavior and 9 of the
variables there were significant relationships, however, of the nine variables

only two of them (age, previous therapy experience) significantly predicted
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help-seeking behavior. That is, younger students with previous therapy

experience held more favorable help-seeking attitudes.

Yildirim (2009), investigating the adjustment problems of Turkish students
studying in dual diploma engineering programs in the US, indicated that
students experienced a moderate level of difficulty in their new social and
academic life in the US. Students’ adjustment problems pertained to (a)
differences in educational systems of the two institutions (e.g., teaching
methods being more lecture based vs. more discovery based, assessment being
more final based vs. more continuous); (b) English proficiency (e.g., problems
with writing, difficulty in following lectures, speaking and listening problems in
social interactions; (c) problems associated with unique design of the program
(e.g., difficulties in following courses at the beginning of each year, difficulties
with maintaining relationships with host national students and other
international students; (d) problems related to cultural differences (e.g.,
American students being reluctant to talk about courses, assignments, and
grades, American professors’ not ‘bending rules’; (e) problems related to
spending most of the time with dual diploma students (e.g., limited use of
English, not integrating with Americans and other international students); (f)
problems associated with orientation (e.g., pre-departure orientation being
insufficient, not attending to the orientation given in the host university); (g)
other problems (e.g., differences in weather conditions, concerns about
readjusting to Turkey when returned). Yildirim also found that students’ level
of adjustment was strongly and positively associated with English-related
difficulties and negatively related to participants’ TOEFL scores and self-

perceived proficiency in English.

2.5. Summary of the Reviewed Literature

In conclusion, college adjustment is a complex and challenging process

influenced by multitude of variables. In the literature college adjustment and its

dimensions have been found to be positively associated with several personal
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factors (e.g., self-efficacy, internal locus of control, self-esteem, secure adult
attachment, academic achievement) and environmental factors (e.g., support
from family, friends, and instructors, involvement in extracurricular activities,
interaction with faculty) whereas negatively associated with certain variables
such as social anxiety, negative aspects of internet use, perceived stress,
preoccupied attachment. Studies on college adjustment revealed that for
students studying abroad, college adjustment process was more challenging
since it also involved adaptation to a new culture. Thus, in addition to factors
affecting college adjustment, other factors associated with acculturative
experiences of students (e.g., cultural distance, societal attitudes, acculturation
strategies) also came into play and influence college adjustment process of
international students. Cultural distance as one of the frequently studied
variable in the acculturation literature was found to show positive associations
with acculturative stress and psychological symptoms. That is as perceived
cultural distance increases acculturative stress and psychological symptoms also
increase. College adjustment of Turkish students also focused on examining the
factors affecting college adjustment using cross-sectional designs. Adjustment
of Turkish university students studying abroad also aimed at investigating the
difficulties associated with being an international student and influential factors
affecting their sojourner experiences. However, none of the studies conducted
with Turkish students examined specifically the college adjustment of the
Turkish first year students studying in Cyprus by a process perspective (i.e.,
longitudinally) and through in depth data collection (i.e., mixed method) and an
explanatory perspective (i.e., examining the predictors of college adjustment).
Thus, the present study aimed at filling this gap in literature on college

adjustment of Turkish students.
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CHAPTER III

METHOD

This chapter is comprised of seven parts presenting an overview of the research
methodology used in the study. The seven parts of the chapter is presented in
the following order: Research design, research questions, participants, data

collection instruments, procedure, data analysis, and limitations.

3.1. Research Design

3.1.1. Study I: Longitudinal Study of College Adjustment

In Study I, a longitudinal mixed method research design was used to investigate
the college adjustment of first year college students who attend English
Preparatory School. In mixed method design researcher uses both qualitative
and quantitative data collection methods to collect and analyze the data. So that
researcher can examine and understand the topic of investigation both
qualitatively and quantitatively (Creswell, 2003). Type of the mixed method
research design used in this study is concurrent nested design. In this design,
quantitative and qualitative data are collected and analyzed at the same time but
priority is usually given either to the quantitative or qualitative data. The reason
for this is nested data is included to help answer an altogether different sets of
questions and augment the information obtained through quantitative data

(Hanson, Clark, Petska, Creswell, & Creswell, 2005).

In Study I, 14 participants completed the measures of college adjustment,
perceived stress, self-esteem, college adjustment self-efficacy, and cultural

distance and interviewed at 3, 6 and 9 months stages. In other words, the
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quantitative data collection and interviews were conducted at the same
intervals. In the qualitative part, Consensual Qualitative Research (CQR)
method (Hill, Knox, Thompson, Nutt-Williams, Hess, & Ladany, 2005) was
used to obtain rich data from participants’ experiences regarding college
adjustment process. In the quantitative part repeated measures design was used
to investigate the differences in college adjustment, perceived stress, self-
esteem, college adjustment self-efficacy, and cultural distance scores of

participants as a function of time

3.1.2. Study II: Predictors of College Adjustment

In Study II the correlational design was used to examine, how well the Study I
quantitative variables such as perceived stress, self-esteem, college adjustment
self-efficacy, and cultural distance and other variables such as academic
achievement, student club membership and gender predict adjustment of first
year college students. Data was collected from 186 first year prep-school
college students at the end of the academic year (9 months after the academic

year started).

3.2. Research Questions

3.2.1. Study I Research Questions

Main research question of the quantitative part:

Are there any significant differences between perceived stress, self-esteem,
college adjustment self-efficacy, over all college adjustment, academic
adjustment, social adjustment and cultural distance scores of first year English

Preparatory School students at 3, 6 and 9 month stages?

Main research question of the qualitative part:
How do first year English Preparatory School students experience the process

of college adjustment?

49



Sub research questions of the qualitative part

(a) With what kind of information and expectations do first year English
Preparatory School students come to university?

(b) What are the challenges that affect first year English Preparatory School
students’ college adjustment?

(c) What are the coping strategies and support resources first year English
Preparatory School students make use of while adjusting to college?

(d) What kind of personal changes do first year English Preparatory School
students observe in themselves while adjusting to college?

(e) What kinds of challenges do first year English Preparatory School
students think preparatory students in general face during the adaptation
process?

(f) What are the first year English Preparatory School students’ education
and career plans?

(g) What are the first year English Preparatory School students’ suggestions
to administrators, faculty and staff to assist students in college

adjustment process?

3.2.2. Study II Research Questions

(a) To what extent do gender, academic achievement, student club
membership, perceived stress, self-esteem, college adjustment self-
efficacy and cultural distance predict total college adjustment scores of
first year English Preparatory School students?

(b) To what extent do gender, academic achievement, student club
membership, perceived stress, self-esteem, three dimensions of college
adjustment self-efficacy and cultural distance predict social adjustment
scores of first year English Preparatory School students?

(c) To what extent do gender, academic achievement, student club

membership, perceived stress, self-esteem, three dimensions of college
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adjustment self-efficacy and cultural distance predict academic

adjustment scores of first year English Preparatory School students?

3.3. Participants

3.3.1. Participants of the Study I

The population of the study was all first year Turkish students enrolled in
universities in Turkish Republic of Northern Cyprus. Thus, the selection criteria
for being included in the sample was studying abroad in Cyprus and being in
the first year at English Preparatory School. The university from which the
participants of the study were recruited is a reputable English medium
university which is situated in northern part of Cyprus. The university is
connected to the Higher Education Council Student Selection and Placement
Center (OSYM) of Turkey and hence students are accepted to the university
based their obtained scores from student placement examination (OSS). Since
the university is an English medium university students are required to have a
certain degree of proficiency which is evaluated through an obtained English
score from an exam prepared by the university (i.e., English Proficiency Exam)
or an equivalent score from TOEFL (79 for IBT, 203 for CBT) or IELTS (6.5)
to continue with their undergraduate level studies. If students cannot obtain
sufficient scores, which is the case for most of the students (86.8 % for 2007-
2008 academic year) enrolled, they are required to continue to English
Preparatory School for one year. At the end of the year students who qualify to
take the English Proficiency Exam (i.e., mean scores of midterm exams being
equal or above 65) take the exam and if they pass the exam they continue with
their undergraduate programs in the next academic year. During this one year
students may also submit a score of the previously mentioned English exams to
qualify to continue with their undergraduate studies. If they cannot pass the
exam in the first year or submit a score of the previously mentioned English
exams they can either repeat English Preparatory School in the next year or

submit a score of an aforementioned English exam.
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For the recruitment of participants the researcher went into 6 randomly selected
classes at English Preparatory School and explained the content of the study
and its purpose. A total of 39 students volunteered to take part in the study.
Thirty nine students were above the recommended number of participants (8-
15) for a qualitative study to provide an in-depth phenomenological
understanding of the individual cases (Hill, Thompson, & Nutt-Williams,
1997). However, all the volunteered participants decided to be included in the
sample taking into consideration the possibility of a certain attrition rate due to
both the longitudinal nature of the study and the first academic semester being a
critical period in determining the retention of the students in the college
adaptation process (Tinto, 1988). Volunteer participants were contacted through
e-mail or phone to schedule an appointment for the first interview. Of the 39
students, 13 of them dropped study due to several reasons (i.e., deciding not to
participate n = [8], dropping out university n = [3], being a repeat student n =
[2]). Of the 26 participants who attended three interviews, 16 of them
completed the questionnaires at all three time intervals. As a result of the data
cleaning procedure 2 cases with missing values over 55% were removed from
the data. Thus, both the quantitative and qualitative analyses of study I were
carried out with 14 (5 females, 9 males) participants. Participants ranged in age
from 17 to 23 years (M = 18.79, SD=1.55). As for the program attended, 7
(50%) of the students were from engineering programs and 7 (50%) of the

students were from social sciences programs.

3.3.2. Participants of the Study II

A total of one hundred and eighty six first year prep-school college students
participated in the study. The population of the study was all first year Turkish
students who study at universities in Turkish Republic of Northern Cyprus
(TRNC). The questionnaires were distributed to all first year English
Preparatory School students (n = 307) studying at the particular university in
TRNC. A total of 235 students volunteered to participate in the study. 193
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questionnaires were completed and returned to the researcher indicating an
approximate return rate of 82 %. In the preliminary analyses 5 cases with
missing values over 50% and 1 multivariate outlier case and once case which
did not indicate gender were removed from data. Thus, the analyses were
carried out with 186 (72 female, 114 male) students. Participants’ age ranged
between 17 and 24 (M=19.29; SD=1.12). As for the program attended, 105 (56
%) students were from engineering, 73 (39 %) students were from social
sciences programs, and 9 students (5%) did not indicate program of study. For
the student club membership, 72 (39%) students were members of a student
club whereas 114 (61 %) students were not affiliated with any of the student

clubs.

3.4. Data Collection Instruments

3.4.1. Adjustment to University Questionnaire (AUQ)

Adjustment to University Questionnaire (AUQ; Akbalik, 1998) assesses college
adjustment level of students. AUQ is a 31 item, 4- point Likert-type scale
ranging from always true for me (1) to never true for me (4) (For the sample
items, please see Appendix A). Thus, the maximum and minimum scores to be
obtained from the scale range from 31 to 124. Having a high score on AUQ
means maladjustment whereas having a low score means adjustment. AUQ has
two subscales, social adjustment and academic adjustment. Social adjustment
subscale is composed of 26 items and academic adjustment scale is composed
of 5 items. The 20 items (2, 3,4, 5,6, 7,8, 9, 10, 11, 12, 14, 18, 19, 20, 24, 26,
27, 30, and 31) in the questionnaire are reverse coded. The reported internal
consistencies for the total scale, social adjustment and academic adjustment
subscales were .75, .68, and .82, respectively (Akbalik, 1998). In another study

reported internal consistency for the total scale was .71 (Yalim, 2007).

In this study, first Principal Component Analysis with varimax rotation

employed to determine the factor structure of the AUQ yielded 8 factors,
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explaining the 62.67 % of the variance. The second PCA with varimax rotation
was conducted, forcing the number of components to two factors in order to
verify the original dimensions reported by Akbalik (1998). The first factor,
social adjustment, explained 23.29 % of variance with an eigenvalue of 7.22
and the second factor, academic adjustment, explained 14.05 % of variance
with an eigenvalue of 4.35. A total of 37.34 % of variance was explained by the
two factors. Factor loadings of the first factor ranged between .36 and .69, the
loadings of the second factor ranged between .59 and .87. In this study internal
consistency of AUQ was computed by Cronbach’s alpha (n=186). Cronbach’s
alpha correlation coefficients were as follows: 90 for the total scale, .89 for

social and .88 for the academic adjustment.

3.4.2. College Adjustment Self-Efficacy Scale (CASES)

The College Adjustment Self-Efficacy Scale (CASES; Hirose et al., 1999)
assesses students’ degree of confidence in accomplishing three basic skills
(judgmental skills, self-control skills, and interpersonal skills) necessary to
complete one’s college career. CASES is a 21 item, 5-point Likert-type scale
ranging from strongly confident (5) to not confident at all (1). Thus, the
minimum and maximum scores that can be obtained from the scale range from
1 to 105. The scale has three factors containing 7 items each, namely,
judgmental ability based on objective information, self-controlled persistence of
activity, and self-adjustment in human relations. Hirose et al. (1999) found the
internal consistency to be .88 for the total scale, and .81, .82, and .75 for the
three factors, respectively. Authors also found the correlation between CASES
and Rosenberg Self-esteem Scale to be .54, indicating a certain degree of

relation between self-efficacy and a general sense of worth.

The scale was adapted to Turkish by Celik-Oriicii (2005) (For the sample items,
please see Appendix B). Factor structure of Turkish version of the scale was
consistent with that of the original scale. The confirmatory factor analysis also

attested to the 3-factor solution of the scale. The internal consistency of CASES
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was .84 for the total and .81, .78, and .63 for the three factors, respectively. The
correlation of CASES with Rosenberg Self-Esteem Scale was statistically

significant (.35), attesting to the convergent validity of the scale.

In this study the CASES scores of subjects were submitted to Principal
Component Analysis (PCA) with varimax rotation to identify the
dimensionality of the 21 items. First PCA revealed 6 factors, explaining the
64.04 % of the variance. In the second PCA three factors were rotated with a
varimax rotation to verify the original dimensions reported by Celik-Oriicii
(2005). A total of 47.91 % of variance was explained by the three factors. The
first factor, judgmental ability based on objective information, explained 17.12
% of variance with an eigenvalue of 3.595. The second factor, self-controlled
persistence of activities, explained 16.88 % of variance with an eigenvalue of
3.566. The third factor, self-adjustment in human relations, explained 13.81 %
of variance with an eigenvalue of 2.899. Factor loadings ranged between .39
and .77, .52 and .86, and .37 and .76, for the first, second, and third factors,
respectively. The internal consistency of the CASES was calculated by
Chronbach’s alpha. Chronbach’s alphas for the total scale and for the three
factors (judgmental ability based on objective information, self-controlled
persistence of activities, self-adjustment in human relations) were .85, .80, .83,

and .73, respectively.

3.4.3. Perceived Stress Scale-10 Item Version (PSS-10)

The Perceived Stress Scale-10 item version (PSS; Cohen et al., 1983) assesses
the extent to which individuals perceive experienced events as stressful.
Respondents are asked to rate the frequency of the experience of a given feeling
in the scale during the past last month. PSS is a 5-point Likert-type scale
ranging from never (1) to very often (5). Thus, the scores that can be obtained
from the scale range from 1 to 50. Items 4, 5, 7, and 8 in the scale are reverse

coded.
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Cohen et al. (1993) indicated that the internal consistencies of PSS reported in
the literature changed between .75 and .86. Test-retest reliability of the scale
was found to be good (.85) for short time intervals and adequate (.55) for longer

time intervals.

The scale was adapted to Turkish by Celik-Oriicii (2005) (For the sample items,
please see Appendix C). The factor structure of the Turkish version of the scale
was consistent with the original scale. The confirmatory factor analysis also
attested to the I-factor solution of the scale. The internal consistency of the
Turkish version of the scale was found to be .84. The correlation of the scale
with General Health Questionnaire was statistically significant (.71), attesting

to the convergent validity of the scale.

First, Principal Component Analysis employed to determine the factor structure
of the PSS yielded 2 factors, explaining the 55.52 % of the variance. The
second PCA was conducted, forcing the number of components to one factor in
order to verify the original one-factor model reported by Celik-Oriicii (2005).
One-factor model explained 38.98 % of the variance with an eigenvalue of
3.898. Factor loadings ranged between .35 and .83. Internal consistency
estimates for the reliability of the measure was calculated by Cronbach’s alpha.

The PSS was found to be reliable with a Chronbach’s alpha value of .82.

3.4.4. Rosenberg Self-Esteem Scale (RSES)

Rosenberg Self-esteem Scale (RSES; Rosenberg, 1965) assesses a general sense
of self-worth. RSES is a 10 item, 4-point Likert -type scale ranging from
strongly agree (1) to strongly disagree (4). Thus, the scores to be obtained from
the scale range between 1 and 40, higher scores indicating higher level of self-
esteem. Items 1, 2, 4, 6, and 7 are reverse coded. The scale was developed to be
unidimensional and I-factor model of the scale was supported (Rosenberg,
1965). However, there are also other studies indicating 2 (e.g., Shahani,

Dipboye, & Philips, 1990) and 3-factor model of the scale (e.g., Bektas, 2004).
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Internal consistency of the scale was .80 and test-retest reliability was .85
(Rosenberg, 1965). In the literature, the scale generally found to have high
reliability with test re-tests scores ranging between .82 and .88 and Cronbach’s

alpha for various samples ranging between .77 and .88.

RSES was adapted to Turkish by Cuhadaroglu (1985) (For the sample items,
please see Appendix D). Test-retest reliability of the scale was found be .75.
Bektas (2004), providing an additional reliability evidence, reported that the
item-total correlations ranged between .41 and .64. and Cronbach’s alpha

coefficient was .83.

A Principal Component Analysis was conducted for the study and a two-factor
structure of RSES appeared in the initial factor extraction, explaining 64% of
the variance. This finding was consistent with some studies (e.g., Shahani,
Dipboye, & Philips, 1990) demonstrating the two factor structure of the scale.
The second PCA was conducted, forcing the number of components to one
factor in order to verify the original one-factor model use of the scale in the
literature. One-factor model explained 50.46 % of variance with an eigenvalue
of 5.046. Factor loadings ranged between .52 and .82. Internal consistency
estimates for the reliability of the measure was calculated by Cronbach’s alpha.

The RSES was found to be reliable with a Chronbach’s alpha value of .89.

3.4.5. Cultural Distance Scale (CDS)

Cultural Distance Scale (CDS; Bektas, 2004) was designed to assess perceived
cultural differences between the Turkish and the American cultures on twelve
domains (food, values, language, family life, etc.) (For the sample items, please
see Appendix E). CSD is a 12 item, 5-point Likert-type scale ranging from
totally similar (1) to totally dissimilar (5). Thus, the scores to be obtained from
the scale range from 12 to 60, higher scores indicating higher cultural

difference. Item total correlations for the scale ranged from .38 to .52. Item 1
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was omitted from the scale due to the low correlation (.22). The internal

consistency of the scale was found to be .81.

A factor analysis with Principal Component analysis was conducted for this
study. Results yielded three factors with eigenvalues greater than one,
accounting for 58.25 % of total variance. Despite some items loaded to
different factors than the original study conducted by Bektas, PCA yielded three

factor structure in accordance with the original study.

The second PCA was conducted, forcing the number of components to one
factor in order to verify the original one-factor model use of the scale by Bektas
(2004). One-factor model explained 40.70 % percent of the variance with an
eigenvalue of 4.89. Factor loadings ranged between .50 and .77. Internal
consistency estimates for the reliability of the measure was calculated by
Cronbach’s alpha. The CDS was found to be reliable with a Chronbach’s alpha
value of .86. In contrast with the study of Bektas, item 1 was not omitted from

the scale due to high item correlation found (.47) in the present study.

3.4.6. Interview Schedule

A semi-structured interview schedule for the three interviews was developed.
The interviews were planned to be semi-structured to promote consistent data
collection across participants and in depth information about individuals’
experiences (Hill et al., 2005). In the development of interview questions
following steps were pursued: (a) development of the questions based on the
relevant literature and research questions of the study; (b) taking feedback
(opinions) regarding content and structure of the interviews from four
professors currently working at a university in TRNC and from 4 students who
are in their first, second, and third year at a university in TRNC; (c) revision of
the interview questions based on the feedback obtained. Examples of the
feedback included making some interview questions clearer and changing the

order of some interview questions.
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First interviews focused on students’ information and expectations before
coming to university, challenges that affected their college adjustment, the
coping strategies and support resources they made use of, their perception of
their level of adjustment, personal changes they observed in themselves, their
observation about the challenges preparatory students faced in general during
the adaptation process, their education and career plans, and their suggestions to
administrators, faculty and staff to assist students in college adjustment process.
The formal interview outline for the first interview can be found in Appendix
(F). Subsequent two interviews included same questions except from students’
prior information and expectations before coming to university. The formal
interview outlines for the second and third interviews can be found in Appendix
(G). The same questions were directed to students to follow and understand
their adjustment process and the changes they perceived in the adaptation

process.

3.5. Procedure

3.5.1. Procedure of the Study I

Following the Human Subjects Ethics Committee (HSEC) approval from the
university, the data collection process has started. For the recruitment of the
participants the researcher went into 6 randomly selected classes at English
Preparatory School of a particular university and explained the content of the
study and its purpose. A total of 39 students volunteered to take part in the
study. Volunteer participants were contacted through e-mail or phone to
schedule an appointment for the first interview. However, of the 39 students 3
students decided not to participate in the study and 2 students were repeat
students who were in their second year at English Preparatory School and hence
5 students dropped out before the first interview. One week before the first
interview appointments a group meeting was organized for the purpose of

providing the volunteered students with a detailed explanation (rationale,
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content, and process) of the study and completion of the questionnaires for the
first assessment. Students were invited to the group meeting through e-mail and
also through written invitations distributed in the classroom by their instructors.
After the explanation of the study students were asked to sign a consent form. It
took approximately 30 minutes to complete the questionnaires. After the
completion of the questionnaires students were reminded of their appointments
for their first interview. The participants who did not attend the group meeting
were called and asked to come to the researcher’s office to take and fill in the
questionnaires. These participants filled the questionnaires individually in the
waiting room of the Student Development and Counseling Center and were also
reminded of their first interview appointments. First interviews was carried out
in between December and first two weeks of January. The first interviews lasted

an average of 52 minutes (range = 23 - 68 min.).

Of the 34 participants who attended to the first interviews 2 participants
dropped out university and 1 participant decided not to participate in the study.
Thus, second interviews were conducted with 31 participants. Since it was not
possible to gather all the participants (as observed in the first assessment
meeting) as a group at a time, the second assessments were not attempted to be
made in a group setting. Although the decision was to give the questionnaires to
students before their second interviews to keep the consistency between two
assessments, for practical purposes students were given the questionnaires when
they came to their second appointments and requested to turn them in three
days. Students who did not bring the questionnaires back were called and
reminded again. Return rate of the questionnaires were 61 %. Second interviews
were carried out in between late March and first week of April. The second
interviews were shorter in nature and they lasted an average of 29 minutes

(range = 20 - 42 min.).

Of the 31 participants who attended to the second interviews 1 student dropped
out university and 4 students decided not to participate. Thus, third interviews

were carried out with 26 students. In order to increase the return rate of the
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completed questionnaires third assessments were made right after the third
interviews. The participants who completed the interviews filled in the
questionnaires individually in the waiting room of the Student Counseling and
Development Center. Return rate of the questionnaires were 96 %. Third
interviews were conducted in between late May and first two weeks of June.
They lasted an average of 24 minutes (range = 11 — 41 min.). Of the 26 students
who attended to all three interviews 16 of them completed the questionnaires at

all three time intervals.

All three interviews were conducted in the office of the researcher, in the
Student Development and Counseling Center at the university campus. They
were digitally recorded with permission of the participants. The recordings were
transcribed by a doctoral student in the field of counseling who was
experienced in the transcription process. The recordings were given code letters
to ensure confidentiality. Transcripts were checked against the recordings for

accuracy by the researcher.

3.5.2. Procedure of the Study II

Class rosters were taken from Department of Basic English at a particular
university. Based on this information questionnaire packages including
enveloped questionnaires for the number of students in each class were
prepared. Instructors of each class was phoned and informed about the study.
Also a brief written explanation of the study and data collection procedure was
attached to the questionnaire packages. After explaning the purpose of the study
instructors distrubuted the questionnaires in class to the volunteered students
and asked them to turn them in next day. The students who did not bring the
completed questionanires to class in the next day were reminded by their
instructors. After one week researchers met the instructors in person, thanked
and took the questionnaire envelopes back from the instructors. Instructors were

told that the researcher would call them in two weeks to see whether there were
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any additional returned questionnaires. The scale administration took place in

May 2008.

3.6. Data Analysis

3.6.1. Data Analysis of the Study I

3.6.1.1. Quantitative Analysis

Non-parametric analyses, specifically, separate Friedman Tests, were conducted
to analyze the quantitative data of the Study I. Although the use of Repeated
Measures of ANOVA testing had been initially planned by the researcher due to
the violation of normality (as assessed by K-S test) and the sphericity (as
assessed by Mauchyly’s test) assumption, non-parametric testing was used as
an alternative. Field (2005) offers the use of Friedman’s ANOVA as an
alternative to the repeated measures to test the differences between the scores of
the participants when the same participants are assessed on more than two
occasions when data is non-normally distributed or some other assumption is

violated.

In this study, Friedman tests were used to determine whether or not differences
existed among three assessments’ scores of participants’ on (a) two dimensions
and total scores of Adjustment to University Questionnaire (AUQ); (b)
Perceived Stress Scale (PSS); (c) Rosenberg Self-Esteem Scale (RSS); (d) three
dimensions of College Adjustment Self-Efficacy Scale (CASES); and (e)
Cultural Distance Scale (CDS) scores of the participants. Wilcoxon Sign Rank
tests were used for post-hoc analysis of significant differences among the

assessment scores.
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3.6.1.2. Qualitative Analysis

For the analysis of qualitative data Consensual Qualitative Research (CQR; Hill
et al.,, 1997; Hill et al. 2005) method was used. CQR is a clearly articulated
method with clearly defined steps to analyze qualitative data (Hill et al., 1997).
CQR consolidates elements from phenomenological (Giorgi, 1985), grounded
theory (Strauss & Corbin, 1998), and comprehensive process analysis (Elliott,
1989) (cited in Hill et al., 2005). Hill et al. (2005) explains in depth the
philosophical stance of CQR by using Ponterotto’s (2005) five constructs of
ontology, epistemology, axiology, rhetorical structure, and methods as follows:
(a) With respect to nature of reality (i.e., ontology), CQR is constructivist in the
sense that researchers believe that people construct their reality and there are
multiple, socially constructed versions of “the truth”. In CQR, there is a search
for commonalities of experience among participants since they are considered
another form of constructed reality. (b) In terms of epistemology (i.e., the
relationship between the participant and the researcher), CQR 1is constructivist
with a grain of postpositivism. In CQR, researcher and the participant are
viewed to have mutual influence on each other; participant teaches the
researcher about the phenomenon whereas the researcher uses probes to help
the participant explore his or her experiences. The interviewer’s role is try to
get essence of what the participant says rather than coconstruct meaning. (c)
With respect to axiology (i.e., the role of the researcher’s values in the scientific
process), CQR stands in the midway between constructivism and
postpositivism. In CQR, it is believed that researcher’s biases are inevitable and
should be discussed at length (constructivist) to provide a check and prevent
from unduly influence the results (postpositivistic). Hence, consistent interview
protocols are used and interviewers are encouraged to be aware of their biases
to minimize the impact of influence of interviewers (postpositivistic). (d) In
terms of rhetorical structure (i.e., language used to present the procedures and
results of the research), CQR is somewhat postpositivist in the sense that data is
reported in the third person. For researchers using the CQR objectiveness is

deemed important, hence in using CQR researchers summarize the participant’s

63



words and keep away from making interpretations. (e) Considering the methods
used CQR is clearly constructivist since naturalistic, interactive data collections

methods are used.

In qualitative research in general (Miles & Huberman, 1994) and specifically in
CQR (Hill et al., 1997) construction of a research team deemed important to
prevent the biases of any one person, offer a variety of opinions and
perspectives, capture the complexity of data, and carry out the intensive labor
work. Specifically, Hill et al. recommended the use of a primary team (3 to 5
people) to conduct the analyses and auditors (1 to 2) to review and provide
feedback on the analyses pinpointing that ultimate decision to team composition

be made based on the needs and circumstances of a particular study.

In the present study the primary research team was comprised of the researcher,
a faculty member in the field of counseling, and dissertation advisor of the
researcher. The team also included one external auditor. The external auditor
was an advanced doctoral student and a research assistant in the field of
counseling. Both the auditor and the faculty member who acted as a second
judge had expertise in CQR method. In analysis of the three interviews through
CQR method, below procedures outlined by Hill et al. (1997, 2005) were
followed.

(a) Development of and coding into domains. A “start list” (Miles &
Huberman, 1994) of domains (topic areas) on the basis of interview
protocol was generated by the primary research team. The same
procedure was pursued for the three interviews (time 1, time 2, and time
3). Then each aspect of the transcripts (i.e., sentence, block of text) was
placed into these domains by the primary research team independently.
Additional domains not identified in the start list were also taken into
account and thus, necessary modifications of the domains occurred
during the coding process. After the primary research team (i.e.,
researcher, dissertation advisor) coded the data into domains

independently and discussed the differences to reach a consensus
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regarding the most appropriate domain for the data for three interview
transcripts of the first interviews (time 1), domains for the remaining
transcripts were coded by the researcher. Then all the coded transcripts
were reviewed by the third member of the team (i.e., faculty member in
the field of counseling). Although auditing was not a recommended
procedure after the coding process this procedure was followed to
provide a second opinion and check the accuracy of the coded data for
the remaining transcripts. The changes suggested by the judge were
evaluated by the researcher and discrepancies in each domain were
discussed until reaching to a consensus between the researcher and the
judge. When a consensus could not be reached the opinion of the
dissertation advisor of the researcher was sought. The same procedure
was applied for the 2" (time 2) and 3" (time 3) interview transcripts.

(b) Abstracting core ideas within domains. Abstracting the pertinent
information in each domain, remaining true to the participants’ words
and meanings for a given case was done by the researcher. Before
continuing with the abstracting process, the researcher summarized the
core ideas for a sample case and sent it to the dissertation advisor to
make sure that the procedure was done correctly. According to the
feedback received from the advisor, construction of core ideas for the
rest of the transcripts was carried out and sent to the third member to
provide a check that the core ideas were abstracted into accurate and
complete summaries. The suggestion of the third member was
evaluated and consensus was reached between the researcher and the
third member regarding the core ideas within domains. The advisor
provided the ultimate check to ensure that data were appropriately
sorted into domains and abstracted into accurate and complete core
summaries.

(c) Cross-analyses. The purpose in this phase of CQR is “to construct
common themes across participants (i.e., developing categories that
describe the common themes reflected in the core ideas within domains

across cases)” (Hill et al., 2005, p.200). Cross analyses for the first
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interviews (time 1) were carried out by the researcher and dissertation
advisor through brainstorming the various possible categories. Then, the
researcher carried out the cross analyses independently for the second
(time 2) and third interviews (time 3) and the dissertation advisor and
third member of the team provided feedback about the suggested
categories for the domains. After the researcher and dissertation advisor
and third member of the team reached to a consensus regarding the
categories within each domain, the external auditor thoroughly reviewed
the cross-analyses and made suggestions on alternative category labels
and combination of overlapping categories. Changes suggested by the
auditor were discussed by the primary team and incorporated when

warranted.

3.6.2. Analysis of the Study I1

Three separate hierarchical regression analyses were conducted to evaluate how
well predictor variables of gender, academic achievement, student club
membership, perceived stress, self-esteem, three dimensions of college
adjustment self-efficacy (judgmental ability based on objective information,
self-controlled persistence of activity, self-adjustment in human relations), and
cultural distance predicted total college adjustment, social adjustment and
academic adjustment of students, respectively. The predictors entered into the
regression equation in the same order for 3 outcome variables. In step 1 gender
as a demographic characteristic was entered into regression equations in order
to control their effects: In step 2 average mid-term scores and student club
membership were entered. In step 3 mental health variables; perceived stress,
self-esteem, and three dimensions of college adjustment self-efficacy were
entered into he regression analyses to figure out how well they predicted
outcome variables after controlling the compound effect of gender, academic
achievement, and student club membership. Finally, in step 4 cultural distance

were entered into the regression analyses after controlling for compound effect
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of gender, academic achievement, student club membership, and mental health

variables.

3.7. Limitations

Although there are several contributions of the present study for better
understanding the college adjustment process of the students studying abroad,
several limitations should also be acknowledged. First, in the qualitative part of
study I, scale administration time was planned to be before the interviews not to
affect the responses of the participants during the interviews. However, due to
practical reasons scale administration was done after the interviews in the

second and third assessments.

Second, the research results of the qualitative phase of Study I are limited by
the questions asked by the researcher. Some other issues related by the
adaptation process of the students might be not sufficiently explored. However,
semi-structured interview method provided the researcher with a certain
flexibility to examine the participants’ experiences not included in the interview

questions (Bogdan & Biklen, 1998).

Second, in Study I, the students who participated in the study might have had
different motivations for participating in the study than those who did not
participate. For instance, those who participated in the study might have been

better adjusted to college.

Third, in Study I first assessments were taken 3 months after the semester
started. Not assessing variables under study before students were exposed to
college impact might have hindered the observed changes occurred during the

first three months.

Fourth, although retrospective reporting is a common technique in qualitative

designs results of the qualitative phase of Study I are additionally limited by the
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memories of the participants since retrospective reports may not always reflect

actual experiences of the participants.

Fifth, in Study II participating in extracurricular activities was assessed only
through student club membership and the degree of participation was not

included which might have limited thorough assessment of this variable.

Sixth, in Study II the model is non exhaustive. It excludes potentially important
predictors of college adjustment such as perceived support, coping styles and
personality variables. Inclusion of perceived support and coping styles as
predictors in the quantitative analyses would have helped triangulation of
findings regarding the importance of social support and coping styles in the
adaptation process since these variables were included in the qualitative phase

of the study.
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CHAPTER 1V

RESULTS

This chapter is composed of two parts. In the first part, the quantitative and the
qualitative results of the Study I are presented respectively. In the second part,

the results of the Study II are presented.

4.1. Results of the Study I

4.1.1. Quantitative Results of Study I

In this part, the first section presents the procedures followed for preliminary
analyses. The second part includes the results of Friedman Tests for all

dependent variables.

4.1.1.1. Preliminary Analyses

Prior to the main analysis, data were screened through the SPSS program for
accuracy of data entry and missing values. Accuracy of data entry was checked
through inspection of minimum and maximum values, mean and standard
deviations for each of the quantitative variables. Missing values analysis with
16 cases indicated that there were 2 cases with missing values over 55%. Thus,
those cases were removed from data. The proportions of missing values within
the remaining cases were not bigger than 10% and the missing values within

these cases were replaced by the relevant scale or subscale means.

69



4.1.1.2. Results Concerning the Differences between Adjustment to College,
Perceived Stress, Self-Esteem, College Adjustment Self-Efficacy and

Cultural Distance Scores as a Function of Time in the College

Five separate Friedman tests were conducted to investigate the effect of time (3-
6-9 months) on adjustment to university, perceived stress, self-esteem, college
adjustment self-efficacy, and cultural distance scores of first year college

students.

4.1.1.2.1. Results Concerning the Differences among Adjustment to College

Scores as a Function of Time

The Friedman test was conducted to examine the effect of time on the total
college adjustment, social adjustment, academic adjustment subscale scores of
the participants. As shown in Table 4.1, there were no significant differences in
the total adjustment, social adjustment, academic adjustment subscale scores
of participants on three assessments on different time intervals; ¥*(2) =3.89,p =

143, 52(2) = 1.96, p = 375, and %(2)=1.00, p =.607, respectively.

Table 4.1.

The Mean Ranks for Adjustment to University Questionnaire (AUQ) as a
Function of Time in College

Dimensions Time in Mean

of AUQ College N~ Mean  SD Rank X df P
Social 3 months 14 48.17 16.02 2.39 380 2 143
adjustment 6 months 14 4741 1547 1.93 . 2 :
9 months 14 45.63 15.59 1.68 2
Academic 3 months 14 12.50 3.48 1.89 106 2 375
adjustment 6 months 14 12.18  3.45 1.82 . 2 .
9 months 14 13.00 3.68 2.29 2
Total 3 months 14 60.66 18.28 2.21 2
college  6months 14 5863 1507  1.86 1.0 5 .607
adjustment 9 months 14 59.59 15.32 1.93 2
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4.1.1.2.2. Results Concerning the Differences Perceived Stress as a

Function of Time in the College

As can be seen in Table 4.2, the Friedman test that was conducted to evaluate

the effect of time on perceived stress scores, yielded no significant results, x(2)
=72, p=.699.

Table 4.2.

The Mean Ranks for Three Assessment Scores of Perceived Stress Scale (PSS)

as a Function of Time in College

Time in Mean
PSS N Mean SD df p
College Rank
3 months 14 17.85 6.27 2.11 2
Total 6 months 14 1707 712 207 722 099
9 months 14 16.96 5.39 1.82 2
4.1.1.2.3. Results Concerning the Differences in Self-Esteem as a Function
of Time in the College

As can be followed from Table 4.3, the Friedman test did not indicate effect of

time on self-esteem scores of the participants, *(2) = 5.21, p = .074.

Table 4.3.

The Mean Ranks for Three Assessment Scores of Rosenberg Self-Esteem Scale
(RSS) as a Function of Time in College

Time in Mean )
RSS college N Mean SD Rank X df p
Total 3 months 14 32.14 8.68 1.86 5.21 2 .074
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Table 4.3. (continued)

6 months 14 33.71 6.75 1.71 2
9 months 14 3471 6.01 243 2
4.1.1.2.4. Results Concerning the Differences in College Adjustment Self-

Efficacy Scores as a Function of Time in the College

In order to examine whether students’ scores on three dimensions of college
adjustment self-efficacy (judgmental ability based on objective information,
self-controlled persistence of activity, self-adjustment in human relations)
differed on three assessments taken at different time intervals, a Friedman test
was conducted. As can be seen in Table 4.4, although the results on judgmental
ability based on objective information and self-adjustment in human relations
dimensions were not significant, ¥*(2)= 1.96, p=375, and ¥*(2)=2.17, p = .338
respectively, results showed significant effect of time on self-controlled

persistence of activity scores, ¥*(2) = 6.44, p<.05.

Table 4.4.

The Mean Ranks for Three Assessment Scores of College Adjustment Self-
Efficacy Scale (CASES) as a Function of Time in College

Dimensions Time in Mean
of CASES college N~ Mean  SD Rank X df P
Self- 3months 14 2450 5.40 1.50 2
controlled 6 months 14 27.64 5.00 2.21 6.44 2 040
persistence 9 months 14 27.71  4.94 229 2
of activity
Judgmental 3 months 14 28.14 3.94 1.71 2
ability 6 months 14 2936 4.36 2.14 2
based on 1.96 375
objective 9 months 14 2950 3.46 2.14 2
information
Self- 3months 14 2693 4.67 1.79 2
adjustment 6 months 14 27.71  6.39 2.29 2.17 2 338
inhuman 9 months 14 27.14 661 193 2
relations
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A Wilcoxon Signed Rank test was used as a post-hoc procedure for self-
controlled persistence of activity dimension scores. A Bonferroni correction for
multiple comparisons was used to set level of significance. Therefore, .02
(0.05/3) level of significance was set. The Wilcoxon Signed Rank test yielded
no significant differences between the self-controlled persistence of activity
subscale scores of participants between 3 - 9 months (Mdn = 23.50 and Mdn =
29.00, respectively; z= -2.24, p = .025); and 6 -9 months (Mdn = 27.50 and
Mdn=29.00 respectively; z= -.10, p = .918). On the other hand, significant
difference was found on self-controlled persistence of activity scores of
participants between 3-6 months (Mdn = 23.50 and Mdn = 27.50 respectively;
z=-2.56, p <.02,). Thus, students’ self-controlled persistence of activity scores
significantly increased from 3 to 6 months but not significantly changed from 3

to 9 months and from 6 to 9 months.

Table 4.5.

The Results of Wilcoxon Signed Rank Test for Three Assessment Self-controlled

Persistence of Activity Dimension Scores

Wilcoxon Matched Pairs Signed Test

6 -3 months N  Mean Rank  Sum of Ranks z P
- Ranks 2 3.25 6.50 -2.56 .011
+Ranks 10 7.15 71.50
Ties 2
Total 14
9 - 3 months
- Ranks 3 3.50 10.50 -2.24 .025
+ Ranks 9 7.50 67.50
Ties 2
Total
9 — 6 months
- Ranks 4 6.63 26.50 -.10 918
+ Ranks 6 4.75 28.50
Ties 4
Total
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4.1.1.2.5. Results Concerning the Differences among Three Assessment

Cultural Distance Scores as a Function of Time in College

The fifth Friedman test, conducted to examine the effect of time on cultural
distance scores of students was significant, y3(2) = 8.44, p<.05 (see Table 4.6).
Table 4.6.

The Mean Ranks for Three Assessment Scores of Cultural Distance Scale
(CDS) as a Function of Time in College
CDS Timeincollege N Mean SD  Mean Rank e df P

3 months 14 37.14 6.25 1.43
Total 6 months 14 42.00 831 2.07 8.44
9 months 14 41.57 8.15 2.50

015

[\O R NS I\

A Wilcoxon Signed Rank test was employed as a post-hoc procedure for the
CDS scores. A Bonferroni correction was applied and so all effects are
reported at a .02 level of significance. As can be followed in Table 4.7, the
Wilcoxon Signed Rank test yielded no significant differences between the
cultural difference scores of participants between 3 - 6 months (Mdn = 36.50
and Mdn = 40.50, respectively; z= -2.11, p = .035) and 6 — 9 months (Mdn =
40.50 and Mdn = 42.00, respectively, z= -.57, p = .569). On the other hand,
significant difference was found on cultural distance scores of participants
between 3 — 9 months (Mdn = 36.50 and Mdn = 42.00, respectively, z=-2.75, p
<.02). Thus, students’ perceived cultural distance scores significantly increased
from 3 to 9 months but not significantly changed from 3 to 6 months and from 6

to 9 months.
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Table 4.7.

The Results of Wilcoxon Signed Rank Test for Three Assessment Cultural

Distance Scores

Wilcoxon Matched Pairs Signed Test

6 — 3 months N  Mean Rank  Sum of Ranks V4 p
- Ranks 4 4.75 19.00 -2.11  .035
+ Ranks 10 8.60 86.00
Ties 0
Total 14
9 - 3 months
+ Ranks 11 6.73 74.00
Ties 2
9 - 6 months
- Ranks 5 8.70 43.50 -.57 .569
+ Ranks 9 6.83 61.50
Ties 0

4.1.2. Summary of the Quantitative Results of Study I

Five separate Freidman tests were conducted to examine differences between
adjustment to college, perceived stress, self-esteem, college adjustment self-
efficacy, and cultural distance scores of the participants as a function of time.
The results of the Friedman tests revealed that there were no significant
differences in total college adjustment, social and academic adjustment,
perceived stress, self-esteem levels of the participants among three assessments.
On the other hand, significant differences were encountered in self-controlled
persistence of activity dimension of College Adjustment Self-Efficacy and
cultural distance scores of the participants over time. Wilcoxon Signed Rank
tests results demonstrated that students’ self-controlled persistence of activity
scores increased significantly from 3 to 6 months, and students’ cultural

distance scores increased from 3 to 9 months.
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4.2. Qualitative Results of the Study I

This section presents the qualitative findings of Study I. As explained in the
Consensual Qualitative Research method (Hill et al., 2005), a category that
applied to 13-14 cases was called general, a category that applied to 8-12 cases
was called typical, and a category that applied to 2-7 cases was called variant.
Data analysis and consensus procedures that covered three interviews (3, 6, 9
months) yielded a total of 23 domains with 3 general, 65 typical, and 137
variant categories. Categories that included fewer than 2 cases were not
reported. All typical and variant categories regarding each interview were
reported in the tables under the relevant domain. In the following sections, only
general and typical categories or subcategories under each domain were

presented with illustrative quotations.

4.2.1. Results Regarding Participants’ Presojourn Perceptions and the

First 10 Days Experiences

This section presents results of the interview data regarding the first trimester.
Domains presented in this section covers students’ descriptions regarding the
factors affecting decision to study at the particular university, presojourn
information, perceptions, feelings, expectations and sources of support in the
first 10 days at the university in Cyprus. Table 4.8. captures the typical and
variant categories and subcategories under 6 domains which reflects

participants’ presojourn perceptions and the first 10 day experiences.

Table 4.8.

Participants’ Presojourn Perceptions and the First 10 Days Experiences

Domains & Categories n Frequency
Domain 1: Influential factors in choosing the particular
university
Advantages of being a student and a graduate of 11 Typical

particular university
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Table 4.8. (continued)

University entrance exam score 9 Typical
Family influence 8 Typical
Domain 2: Presojourn information about the university 11 Typical
Sources of presojourn information
People 11 Typical
Internet 8 Typical
Quality of presojourn information 9 Typical
Domain 3: Presojourn expectations about the
university 10 Typical
Feelings & expectations related with studying
in TRNC
Domain 4: Difficulties faced on the first 10 days after
arrival
Loneliness & homesickness 10 Typical
Cultural & environmental differences 8 Typical
Campus location & transportation 7 Variant
Unfortunate incidents 5 Variant
Academic problems 3 Variant
Red-tape 3 Variant
Problems at dormitories 3 Variant
Inadequacy of orientation services 3 Variant
Domain 5: Sources of support on the first 10 days after
arrival Typical
Family 8 Variant
Friends 5 Variant
Relatives & familial friends 4 Variant
Instructors 4

4.2.1.1. Domain 1: Influential Factors in Choosing the Particular

University

This domain yielded three typical categories reflecting the factors affecting
participants’ decision to choose to study at the particular university.

Category 1: Advantages of being a student and a graduate of particular
university (n = 11). Several participants indicated that they chose their
university due to the notion that it is one of the most prestigious academic
institutions with its’ notable quality of education in Turkey and that being a

graduate of this institution is a privilege. For example, one student stated,
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For me it was important to study business administration in English and
at an institution with a good quality of education. On the basis of my
research, I figured out that this university had the same system and
quality of education with YYY university in Turkey so I decided to
come to here (case 8).
Category 2: University entrance exam score (n = 9). Various students identified
obtaining a low university entrance exam score to be one of the most influential

factors affecting their decision. For example one participant explained:

I was so anxious in the exam that [ obtained a lower score than required
for the program I wanted YYY university in Turkey and I decided to
come here since the same program was accepting students with a lower
score (case 5).

Category 3: Family influence (n = §). Many students reported family to be the
most frequent source of guidance that influenced their decision to study at this
university. As one of the participants communicated,

My father got into contact with his friends from YYY university and
made an in depth research about this university including its educational
system and campus facilities. Then we elaborated on the idea of
choosing this university. Since I always count on my father’s decisions I
decided to come (case 10).

4.2.1.2. Domain 2: Presojourn Information about the University

This domain contains two typical categories representing participants’
prearrival information about the particular university.

Category 1: Sources of presojourn information. Students indicated that prior to
their sojourn they obtained information about the university from two sources:
people and internet. The first typical subcategory of people (n = 11) pertained to
obtaining information from people who had some knowledge about the
university. These people included friends, teachers, family members, and
university personnel. One student expressed, “I have a friend in my home town
who is a senior student at this university. He provided me with the information
related with the educational system and life on campus so I made my mind to

come” (case 5).
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In the second typical subcategory of internet, many participants (n = 8) noted
the university website as their primary source of information. For example, one
participant stated, “I visited the website and examined it thoroughly, especially
the frequently asked questions section in which you can find answers to most of
your questions. And when [ was not clear about an issue I called the university”

(case 14).

Category 2: Quality of presojourn information. Participants (n=9) indicated the
quality of information they received from various sources as correct or
insufficient and / or misleading. One student with correct prearrival information
about the university stated,

When I asked one of my friends from the university whether to come or
not he said, “Well if you want to have fun there is not much to do but if
you are thinking of studying and thus making investment for your future
it’s the right place.” As I came I saw he was right (case 1).

Another student with misleading prearrival information communicated,

Well, I thought some of the information in the website was misleading
because they had taken photos of the most beautiful places of campus
and put on the website only those ones. There were not any photos that
showed the whole campus. Based on the photos on the web site I was
expecting a better campus. Not that campus is that bad, I just couldn’t
find what I expected. Another thing which was misleading was about the
dorms. When they said suit rooms, I took it as I will have my own
bathroom or kitchen but as I came I saw that we need to share them with
two other people. Actually, there was not a detailed description about
them (case 4).

4.2.1.3. Domain 3: Presojourn Expectations about the University

This domain yielded a typical category reflecting students’ prearrival feelings
and expectations about studying abroad, in Cyprus (n= 10)

Category 1: Feelings and expectations related with studying in Cyprus (n =
10).

Students’ reported to have positive (e.g., happiness, excitement), negative (e.g.,

fear, sadness) prearrival feelings associated with studying at the university. One
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of the most frequent feelings expressed by the students was fear associated with
uncertainty due to coming to a new environment. One of the students stated
that:

When I learned that I was coming here I was really scared. I would be
coming to a totally different place and staying in a dorm. The idea of
staying in a dorm room with people I don’t know was really scary since
it would be the first time for me to share a room with someone, let alone
with someone that I don’t know. Trust was a big issue for me. You can’t
really trust everyone. I also didn’t know what kind of an environment
was waiting for me and how I should act (case 12).

Students also reported expectations about the quality of life in campus and
Cyprus and about the quality of education at the university. One student who
had high expectations about the quality of education communicated, “Based on
the information I obtained from the website I expected the quality of education

to be high, equal to the quality of education at the main campus” (case 11).

A student with low expectations about campus life stated, “Based on the
information about the campus I obtained from a friend, I had low expectations
especially about the social life on campus, that life on campus would be

extremely boring. But actually campus is better than I expected” (case 5).

4.2.1.4. Domain 4: Difficulties Faced on the First 10 days after Arrival

Two typical categories emerged from this domain.

Category 1: Loneliness and homesickness (n = 10). This category involved
participants’ feelings of loneliness experienced in a novel environment as well
as feelings of homesickness associated with being separated from family and
being far from home for the first time. One of the participants communicated
his feelings of loneliness and his longing for family as follows:

I was really nervous when I was coming here. You are going to a
different environment and being separated from family for a long time
and for the first time. Well, I was used to go to some places without my
family on holidays but this was different. You are packing and going
away from home. ...During the first 10 days at campus, I felt really
lonely staying in a single bed dorm room with no one to talk around. I
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really missed my family. As a person who comes from a crowded family
and a cosmopolitan city staying here made me feel very lonely. I was
about to go nuts. As I experienced it loneliness is really bad (case 4).

Category 2: Cultural and environmental differences (n = §). Many students
noted several differences that they observed, including traffic flow, weather,
high cost of living, and differences in accent and speed of speech. One student’s
experiences in the first day of arrival illustrate some of the differences
summarized under this category.

The university shuttle took me from the airport and on the way to
Nicosia I couldn’t figure out why the shuttle was riding on the right.
Nobody has acknowledged me about the traffic flow. I was really
surprised. When we arrived to Nicosia a familial friend picked me. We
went to his house and the water coming from the tap was salty. You
wouldn’t know how surprised I was. In my hometown, we drink the
water from the tap but here I couldn’t even wash my face with it. That
was weird. Then we went to the supermarket to buy a few things. My
eyes fell off as I saw the price of the bread which was twice as much of
the cost of bread in Turkey. I was really worried about how I would
cope with the high cost of living since my parents’ economic status is
not that good (case 2).

4.2.1.5. Domain 5: Sources of Support on the First 10 days after Arrival

This domain included a typical category pertaining to students’ sources of
support during the first 10 days in Cyprus.

Category 1: Family (n = §). Family was the most frequently reported source of
support by the students. One participant explaining supportive role of her
family especially her mother on the first days of arrival stated,

I came with my parents. I was with them all the time. So I wasn’t really
anxious or anything. I had my mom with me and she took care of
everything. She even made friends for me. She came to me and said “I
made some friends here” and then introduced them to me. They are
really good people and are my best friends here on campus now. So |
have a social network, thanks to mom (case 16).
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4.2.2. Results Concerning Students Experiences During First, Second and

Third Trimester

This section presents results that were based on the data gathered from the
interviews covering first, second and third trimester. Domains in this section
pertain to; (a) difficulties students experienced, (b) sources of support in
students’ life, (c) coping strategies used, (d) perceived positive personal
changes, (e) leisure activities, (f) their perceived level of adaptation, (g) current
problems reflecting difficulties experienced a week before the 3 interviews, (h)
facilitative factors in their adaptation process, (i) perceived advantages as well
as disadvantages of studying at the university, (j) difficulties experienced in
general by English Preparatory School students, (k) facilitative factors in the
adaptation process of preparatory students, (1) their future plans, (m) their
evaluation of the three trimesters, (n) suggestions to university to ease the
adaptation process, (0) suggestions to prospective students, and (p) their
perceptions about Cyprus, respectively. After each domain conclusion
regarding similarities and differences between the first, second and third

domain are presented.

4.2.2.1 Domain 6: Difficulties Experienced in the First, Second, and Third

Trimester

Three typical categories reflecting difficulties encountered by the students in
the first trimester emerged from the data under this domain. Table 4.9.
demonstrates the typical and variant categories and subcategories under this

domain.
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Table 4.9.

Difficulties Experienced in the First, Second, and Third Trimester
Categories & Subcategories n  Frequency
1* Trimester

Academic problems 9 Typical
Inadequate social life 8 Typical
Homesickness, friendsickness, & loneliness 8 Typical
Difficulties in relationships with friends 5 Variant
Campus location & transportation 4 Variant
Health issues 4 Variant
Other people’s negative perceptions of the university 3 Variant
Daily chores 2 Variant
Concerns related with food 2 Variant
2" Trimester
Academic problems 8 Typical
Interpersonal problems 7 Variant
Inadequate social life 6 Variant
Homesickness 4 Variant
Transportation 4 Variant
Busy schedule & fatigue 4 Variant
Financial issues 3 Variant
Concerns related with food 2 Variant
3" Trimester

Academic problems

Lack of motivation 9 Typical

Proficiency exam anxiety 4 Variant
Difficulties in relationships with friends 5 Variant
Missing home & family 2 Variant

Category 1: Academic problems (n = 9). Students reported problems, regarding
difficulty of learning English, concentration difficulties, fear of failure, and
decrease in performance. One participant explained the difficulty he
experienced with English as follows:

Well, English has been and still is a big problem for me. Since I am a
true beginner in English I really have big difficulty in lectures. I can say
it has been the biggest problem I experienced during these three months
(case 8).

Another student who could not concentrate in the class stated,

I have had academic problems. I have difficulty in concentrating during
lectures. I can concentrate on lectures during the first ten minutes and
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then I get distracted. I also make very small mistakes during exams due
to not being able to concentrate and I lose points because of that.
Another issue related with academics is that I cannot study. I start
studying and after 2 or 3 pages I find myself wandering so I quit
studying (case 4).

Category 2: Inadequate social life (n = 8). Many students complained that they
did not have a satisfactory social life. Inadequacy of social life represented lack
of places to socialize and limited number of social activities in and around
campus. A student who mentioned the lack of places to socialize with friends at
nights on campus stated,

I wish the canteens in the dorms could close at least a little later. Well,
we are not allowed to sit in the lobby after 12 a.m. Canteens are closed.
We are in the middle of a conversation with friends but there is no
where to go but rooms (case 1).

Another student not satisfied with social life around campus commented, “I live
in Glizelyurt and when I look around there is no place to go to have a good
time. There isn’t even a water pipe café or a good restaurant in Gilizelyurt.

Social life here is so boring” (case 9).

Category 3: Homesickness, friendsickness and loneliness (n = 8). This category
involved participants’ longing for family and friends back home and their
experience of loneliness. One of the participants expressed his feelings of
loneliness and longing for joyous conversations with members of his family as
follows:

My social life here is really bad. When I was in Istanbul I used to have
long conversations with my mom and sister and have a cup of tea with
them. I loved that. That is something that I miss very much. I also used
to spend time with my aunt’s sons. I missed all of them very much. I
like having a chat with people and here I rarely find that opportunity
(case 14).

One of the participants who suffered from loneliness due to not being able to

find trusted friendships also stated,

During these three months the biggest problems I had was associated
with friendships on campus. I wanted my friendships here to be like my
friendships in Istanbul but none of them is. People came from all places
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of Turkey. I don’t have anything in common. For instance, I like talking
about politics, Freud, Nietzsche, philosophy if you know what I mean.
Here there is no one whom I can talk about philosophy. People here are
really pragmatists (case 15).

One typical category reflecting difficulties experienced by students in the
second trimester, emerged from this domain.

1. Category: Academic problems (n = 8). Academic problems experienced by
students included course difficulty and decrease in performance. A student’s
expression well summarizes this category.

Lectures suck. I was doing really good in the first term but it is really
tough now. In the first term it was easy because I came with some basis
knowledge of English but now I'm not familiar with the subjects
presented in class. My pop-quiz grades decreased in considerable
amount (case 16).

One typical category capturing difficulties experienced by students in the third
trimester stemmed from this domain.

1. Category: Academic problems. Several students indicated that they were
having difficulties associated with academic life during their third trimester. A
typical category of lack of motivation (n = 9) emerged from this category. Not
being able to motivate oneself to study and procrastination as the term comes to
end has been the most frequently reported difficulty experienced by students
under this category. For example, one student stated,

As the term is ending everyone in class is becoming distracted. So class
environment is not really conducive to focus one’s attention. As a
person who learns in class, I really have difficulty in catching up the
subjects instructors explain. Time is passing really fast. It has been three
weeks that I haven’t been studying much. I can’t learn in class and I’'m
feeling so tired to study when I get home. So I have been procrastinating
and materials to study are continuously accumulating (case 2).
In comparison to second and third trimesters, students’ problems seemed to be
wider in range and higher in frequency in the first trimester as reflected by the
number of categories and frequency of each category. Although different in
frequency and slightly in content, the three problem areas which were

consistently reported by students for all the trimesters were academic problems,
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homesickness/missing home and family, and interpersonal problems. Among
these concerns, academic issues was the only typical category repeated in all
three trimesters. Students noted similar academic problems (e.g., difficulty of
courses and decreases in performance) with similar frequencies especially for
the first and second trimesters. However, in the third trimester, students
expressed their feelings of anxiety associated with the upcoming proficiency in
addition to academic problems experienced within the first and second

trimesters.

4.2.2.2. Domain 7: Sources of Support in the First, Second and Third

Trimester

Sources of support was the typical category emerged from this domain only for
the first trimester. Table 4.10. includes typical and variant categories under this

domain.

Table 4.10.

Sources of Support in the First, Second, and Third Trimester

Categories n  Frequency
1* Trimester
Friends 8 Typical
Family & familial friends 4 Variant
University personnel 3 Variant
Students from senior classes 3 Variant
2" Trimester
Friends 7 Variant
Instructors 4 Variant
Students from senior classes 3 Variant
3" Trimester
Family 3 Variant
Friends 2 Variant
Boyfriend / girlfriend 2 Variant
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Category 1: Friends (n = 8). Friends were the most frequent source of support
reported by the participants for the first trimester. One student expressed the
support he received from his friends as follows:

My home mates are like my family. They are really good. We are going
to shopping together. When we are going out we let each other know. It
feels just like home. I used to tell my mom and take her permission
when [ was going out. I also have friends at university to whom I ask
several questions that I can’t figure out by myself, especially about
computers. They are really being helpful (case 2).

4.2.2.3. Domain 8: Coping Strategies Used in the First, Second, and Third

Trimester

This domain contains two typical categories reflecting strategies used by
students to cope with difficulties they encountered during their first trimester.
Table 4.11. includes typical and variant categories and subcategories under this

domain.

Table 4.11.

Coping Strategies Used in the First, Second, and Third Trimester
Categories & Subcategories n Frequency
1* Trimester

Active coping

For personal and social issues 10 Typical
For academic issues 9 Typical
Avoidance coping 6 Variant

2" Trimester
Active coping
For academic issues 10  Typical
For personal and social issues 9 Typical
3" Trimester
Active coping
For personal and social issues 10  Typical
For academic issues 8 Typical
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Category 1: Active coping. Active coping included positive and/or constructive
thinking and figuring out solutions. This category has two typical sub categories
as use of active coping for personal and social issues (n=10) and academic
issues (n=9).

One of the students who uses active coping for her personal and social issues
stated that,

I think it is people who make things difficult. I play the Pollyanna game
very well. I always think even the worst things that might happen to
you, might also have a positive side. If I don’t have the habit of thinking
that way it would be difficult to cope with problems. For instance,
something bad happens and I tell to myself that I should take something
out of it. Then I start to think; what it might be what I did wrong to
cause it. So that I know how I should and should not act in a similar
situation next time (case 14).

The following excerpt also illustrates the active coping strategy used for
academic issues,
I am listening carefully what our instructor is presenting in class. I go to
library and study there. ...If I don’t understand something I ask it to my
friends. Lately, I started reading short stories in English and started to
see the improvement in level of my English (case 12).
Two typical categories, representing coping strategies used by students during
the second trimester, emerged from this domain.
Category 1: Active coping. This category involved two typical subcategories.
The first category active coping strategies for academic issues (n=10) included
concentration on studying, positive thinking, and taking academic support used
to deal with academic difficulties.

One participant communicated her system of studying when she stated,

When you repeat, after learning each subject in class it works. So I set
my system of studying like this. I am studying on a daily basis,
repeating what we learn in class each day. Otherwise it is difficult to
catch up because we are moving so fast. Another thing I do is trying not
to miss any classes because even if [ miss one day it puts extra burden
on my shoulders (case 1).

Another student explained how she motivated herself to study as follows:
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When I am studying I am motivating myself by saying “I am doing it for
myself, T will improve myself, and I will have a good career after
graduating from this university”. By motivating myself like this I can
focus on my studies better (case 13).

The second category active coping for social and personal issues covered
thinking productively and focusing on ways to figure out solutions to one’s

problems (n =9).

One student communicated his efforts to adapt himself through being solution
focused as follows:

When I feel bored in campus or can’t find someone to do some stuff I
always try to find a way to be out of campus. At times I visit my
relatives in Lefkosa and Magusa and spend the weekend with them.
...What I do not to break the ties off with my girlfriend [to keep a long
distance relationship] is try to be in close contact with her as much as
possible. We talk everyday on msn and try to catch up and whenever I
have a chance, I go and visit her (case 4).

One typical category reflecting students’ coping strategies within the third
trimester resulted from this domain.
Category 1: Active coping. This category was comprised of two typical
subcategories as use of active coping for personal and social issues (n=10) and
academic issues (n = 8).
The typical subcategory of active coping for personal and social issues included
constructive thinking and solution focused coping. A student who coped with
stress in general stated,
When [ feel stressed out I try to stay alone. I go for a walk by myself or
write some stuff. I like to put into paper what I feel inside. It really
helps. It makes me relieved (case 13).
Active coping for academic issues included concentrating on studying. One
student who uses active coping underlined the motivational force behind
focusing on studying when she noted,

I focused on my studies in order to gather the necessary points from the
midterms to get into proficiency exam held on June. I also wanted to
pass the exam in June because I wanted it to be over, the sooner the
better. If I can’t pass it [ will have to come earlier in September which is
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something I don’t want to do. That’s why I studied harder than ever
(case 7).

Another student who had difficulty in catching up with subjects in class and
lost his chance to get into June proficiency also commented,

Well, I knew that I wouldn’t be able to get into the June proficiency and
class was going ahead of me in subjects so rather than studying to the
latest subjects and trying to catch up with the class, I started to study
right from the beginning and tried to complete the missing parts, be it
grammar or words. At least I made en effort to sort things out because I
don’t have elsewhere to go (case 8).
In comparing students’ coping strategies in all trimesters, it was observed that
there were consistencies in use of coping strategies among all trimesters. For
example, active coping was used as a prime strategy by students in all
trimesters for both academic and social and personal issues. In active coping

with academic issues, academic support was also communicated for the first

two trimesters.

4.2.2.4. Domain 9: Perceived Positive Changes in the First, Second, and

Third Trimester

One general and one typical category, capturing positive changes students
perceived in themselves in the first trimester, stemmed from this domain. Table

4.12. summarizes the general, typical and variant categories under this domain.

Table 4.12.

Perceived Positive Changes in the First, Second, and Third Trimester
Categories n Frequency
1** Trimester

Being self-sufficient 13 General

Improvement in social skills 8 Typical

Increase in understanding of the value of one’s family 4 Variant

Improvement in academic skills 3 Variant
2" Trimester

Improvement in relationships and social skills 10 Typical
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Table 4.12. (continued)

Being self-sufficient 10 Typical
Increase in level of adaptation 8 Typical
Improvement in academic skills & performance 4 Variant
Changes in physical appearance 4 Variant
3" Trimester
Being self-sufficient 14 General
Improvement in relationships and social skills 9 Typical
Increase in level of adaptation 4 Variant
Increase in academic performance & language skills 4 Variant

Category 1: Being self-sufficient (n = 13). Students communicated that learning
to take their own responsibility and taking care of chores (e.g., cooking, doing
the laundry, budget control) by themselves and their experiences in their first
trimester at the university helped them to grow personally. A student noted his
experience as follows:

What I like about being here is being separated from the family and
taking care of your own life. You do the cooking, cleaning, I mean you
are living alone. All these years you live under your parents’ wings. It is
like a new born animal’s getting to know the nature and survive in it. |
feel like an individual. I feel much more self-confident now (case 9).

Another student with a similar experience stated,

Well, I feel I have grown up both physically and spiritually. When you
stay away from home you understand life better. You start to gain an
understanding of the things that you might face in the future. I didn’t
know anything about bank related operations but now I know and I take
care of it all. And also you learn to do other things that you didn’t have
to do when you were living with your parents, like doing shopping,
washing the dishes. I think this experience is really beneficial. You learn
what real life is (case 11).

Category 2: Improvement in social skills (n = 8). This category captures
enhancement in one’s social skills (e.g., listening, expressing oneself, being
more assertive, public speaking) observed within the first trimester. One of the

students shared his amazement with his public speaking ability.

Before, when I got into a new group I couldn’t speak that freely. In high
school I was usually on my own, not very much of an outgoing person. I
was a shy person. But now it is different. I can put my thoughts in words
much more easily. For instance, in the winter break I went to my high

91



school and gave a fluent speech about university life in front of all 12"
grade students and answered their questions. I was really surprised that I
could do that (case 2).

Another student also commented,

Before coming I had difficulty in communicating with people. I realized
that it improved. I feel more at ease at communicating now. I also
realized that I became more self-centered. Self-centered in the sense that
I have a personal line that I don’t let other people pass (case 8).

In the second trimester, three typical categories captured positive changes
students perceived in themselves.

Category 1: Improvement in relationships and social skills (n = 10). This
category captures increase in quality and quantity of students’ relationships as
well as improvement in their social skills. A student who observed
improvement in her social skills stated,

I used to be a very shy person. I couldn’t get into a conversation when |
was in a group of friends. But now I can initiate the conversation. I
became more assertive. I feel much more comfortable in front of people
(case ).

Category 2: Being self-sufficient (n = 10). This category included taking one’s
own responsibility, taking care of oneself, and personal growth. The following
excerpt well describes the content of the category.

I washed my clothes. I learned that I shouldn’t complain about a little
ache that I have to my mom. I learned that she gets sad and worried. I
couldn’t think about it before. I learned that I really didn’t need to
reflect each and every single problem I have to my family because I see
that I can deal with them on my own. ...I feel more self-confident now. I
feel like I can stand on my own feet. For instance, one week my father
forgot to transfer my allowance. I managed to have fun without any
money during the weekend. Not only the money, I can manage my
problems on my own as well (case 16).

Category 3: Increase in level of adaptation (n = §). Many students reported that
their level of adaptation increased in comparison to the first trimester. For
example, one student stated,

[ am more accustomed to life on campus and in Cyprus. Before, after
one month in here I wanted to go to Turkey. But it has been two months
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that I have been here and I don’t feel the need to go and I also got to
know Cyprus more (case 11).

One general and one typical category representing perceived positive changes
reported in the third trimester emerged from this domain.

Category 1: Being self-sufficient (n = 14). This category contained taking care
of oneself and one’s businesses as well as personal growth (e.g., appreciating
the things one does rather than blaming oneself for what one cannot
accomplish, being more resilient, increase in self-confidence). One student
stated the positive personal changes she observed as follows:

I think I’ve started to settle things lately. I can take my own decisions
and stick with them. At the beginning external factors were affecting me
very much. I realized that I matured personally. Now I know better how
to behave in certain settings. I also learned how my behaviors affect the
other person and also how I can be mistaken sometimes from the
feedbacks I received from my friends (case 13).
Category 2: Improvement in relationships and social skills (n = 9). This
category reflected improvement in social skills as well as increase in quality
and quantity of relationships. Assertiveness was the most frequently reported
social skill among participants. The following case example illustrates the
improvement in student’s social skills as well as increase in his number of

friends.

It was difficult for me to get into a group and talk to people whom I
don’t know. During the theater festival we were hosting theater groups
and I was the head of the group. There were 32 people. I directly
presented myself and communicated with them because I had to do that.
Those kinds of occasions made me more assertive than I was used to be
or I realized how assertive I could be. Also through this way, I got
acquainted with lots of people from different cities. Now I have friends
in Magusa and Lefkosa to whom I can call when I go (case 8).
In sum, students perceived several positive changes in themselves during their
first year at their university. Being self-sufficient and personal growth were the
most frequently and consistently reported perceived positive personal change
for all trimesters. Improvement in social skills and/or relationships was also

noted by several students consistently for all trimesters. For the first trimester

reported improvements were associated with the social skills whereas in the last
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two trimesters noted improvements also included increase in quality and

quantity of relationships. Increase in level of adaptation was indicated to be a

perceived positive change both for the second and third trimesters. However,

higher number of students reported an increase in their level of adaptation for

the second trimester.

4.2.2.5 Domain 11: Leisure Activities in the Second and Third Trimester

Three typical categories representing students’ leisure activities of the second

trimester derived from this category. Table 4.13. demonstrates the typical and

variant categories under this domain.

Table 4.13.

Leisure Activities in the Second and Third Trimester

Categories n Frequency

2" Trimester
Spending time with friends 9  Typical
Involvement in sports 8  Typical
Going out of campus / touring Cyprus 8  Typical
Watching TV 7  Variant
Student club membership & involvement in its activities 5 Variant
Studying 3 Variant
Spending time on internet 3 Variant
Reading 2 Variant

3™ Trimester
Spending time with friends 8  Typical
Going out of campus / touring Cyprus 7 Variant
Participating in extracurricular activities 7  Variant
Spending time on internet 5 Variant
Studying 4 Variant
Watching movies 2 Variant
Student club membership activities 2  Variant

Category 1: Spending time with friends (n = 9). Many of the students noted that

they spent their free time with their friends. Spending time with friends

included several shared activities (e.g., chatting, going out at nights, watching

movies, dining). One student summarized his leisure activities as follows:
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I spent most of my leisure time on watching movies, chatting with
friends and making football matches (case 9).

Category 2: Involvement in sports (n= 8). Another frequently reported leisure
activity was involvement in sports. Sporting activities included going for a

walk, playing football matches, playing basketball, and going to fitness.

Category 3: Going out of campus / touring Cyprus (n = 8). Going out of
campus and visiting other parts of Cyprus was also communicated to be a
leisure time activity for the second trimester.

The following excerpt illustrates the last two categories reflecting leisure
activities. “In the weekends, I traveled around in Cyprus, visited places that I
haven’t been to. Most of the time I went to Magusa and stayed for weekend”

(case 1).

One typical category reflecting students’ leisure activities during the third
trimester emerged from this domain.

Category 1: Spending time with friends (n = 8). As for the second trimester,
spending time with friends was reported to be the most frequent leisure activity
for the third trimester. For example, one student noted, “I spent most of my free
time with my friends. I have friends in Giizelyurt. I went there to stay with
them. I actually made lots of friends everywhere. So, everywhere I have friends

to chat” (case 14).

Participation in leisure activities were asked only for the second and third
trimester. In sum, although changed in frequency and slightly in content,

students reported the same leisure activities for the second and third trimester.
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4.2.2.6. Domain 12: Level of Adaptation to College Life in Cyprus in the

First, Second, and Third Trimester

One typical category revealing students’ level of adaptation in the first trimester
emerged from this domain. Table 4.14. shows the general, typical and variant

categories under this domain.

Table 4.14.

Level of Adaptation to College Life in Cyprus in the First, Second, and Third
Trimester

Categories n Frequency
1** Trimester
Fully adapted to life on campus in Cyprus 11 Typical
Not fully adapted 2 Variant
2" Trimester
Fully adapted to life on campus in Cyprus 11 Typical
Not fully adapted 2 Variant
3" Trimester
Fully adapted to life on campus in Cyprus 13 General

Category 1: Fully adapted to life on campus in Cyprus (n = 11). Most of the
participants indicated that they were well adapted to college life in Cyprus after
the first trimester. One student expressed his level of adaptation as follows:

Well, I think I have really adapted. I went to Istanbul for bayram and I
was confused with the traffic. I felt that cars were going on the wrong
side. When I first came here I felt the same way here. Also when I
turned back from Istanbul it felt like as if I came to my old town in
which I have been living for 10 years or so (case 5).
Another student who also felt adapted conveyed similar feelings. “I feel like I
belong here. I feel adapted and I’m making use of all the opportunities that this

university provides. When I went to Turkey for a week I missed being here. I

started to love this place” (case 8).

One typical category indicating participants’ level of adaptation in the second

trimester resulted from this domain.
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Category 1: Fully adapted to life on campus in Cyprus (n = 11). Most of the
participants reported that they were pleased to be here, and that they felt
adjusted both academically and socially. One of the students who had indicated
that he resented coming here and did not feel well adapted in the first trimester
noted the change in his level of adaptation as follows:

Well, I feel much more adapted. I stopped questioning and blaming
myself for coming here. I think I am in the acceptance phase. I am
accepting to be here. I also started to get good grades from the quizzes
and midterms and this is also motivating me. I actually feel like an
inhabitant of Giizelyurt (case 9).

One general category represented students’ level of adaptation in the third
trimester in this domain.

Category 1: Fully adapted to life on campus in Cyprus (n = 13). All students
communicated that they felt fully adjusted to life on campus and in Cyprus. A
student who had reported that he still preferred to live in Turkey in the second
trimester stated the increase in his level of adaptation.

I have set my system here. I have good friends whom I can trust. We got
to know who is good and who is bad. So I have more solid friendships
now. Everything is going fine. I got used to living here (case 12).

In conclusion, from the first to the third trimester, most of the students reported
higher level of adaptation to life on campus and in Cyprus. However, there was
an increase in the frequency of students who indicated high level of adjustment

from the first to the third trimester.

4.2.2.7. Domain 13: Current Problems as Reported in the First, Second,

and Third Trimester
One typical category represented difficulties reported for the last (past) week of

the first trimester. Table 4.15. summarizes the typical and variant categories

under this domain.
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Table 4.15.

Current Problems as Reported in the First, Second, and Third Trimester

Categories & Subcategories n Frequency
1* Trimester
Academic problems 8 Typical
2" Trimester
Academic problems 6 Variant
Inadequacy of leisure activities 3 Variant

Academic problems

Proficiency exam anxiety 8 Typical
Lack of motivation 2 Variant
Increase in temperature 4 Variant

Category 1: Academic problems (n = 8). Academic problems included increase
in course difficulty, low academic performance, and increase in absenteeism. A
student not very satisfied with her present academic performance commented
on the increased difficulty of courses, “My academic performance is not bad,
but it is not as good as before. The number of quizzes and difficulty of

midterms have been increased” (case 1).

One typical and one variant category reflecting current difficulties reported for

the last (past) week of the third trimester emerged from data under this domain.
Category 1: Academic problems. This category included one typical,
proficiency exam anxiety (n = 8) and one variant, lack of motivation (n = 2),
subcategory. Proficiency exam anxiety was the most frequent difficulty
experienced by students in the past week of the third trimester. One student
expressed his proficiency exam related distress as follows:

There is still an uncertainty of being qualified or not to get into the
proficiency exam. It depends on the last midterm score. Even if I get the
chance to take the June proficiency I am not sure whether I will pass or
not. I think proficiency exam is more difficult and stressing than Nation
Wide University Entrance Exam (case 10).

In comparing the current problems reported by the students for all trimesters,
academic problems seemed to take the lead. However, content of the academic

problems slightly changed among trimesters. That is, in the first trimester

98



students academic problems included course difficulty, low academic
performance, and increase in absenteeism in class whereas in the following two

trimesters proficiency exam anxiety was the most frequently reported concern.

4.2.2.8. Domain 14: Facilitative Factors in Adaptation Process in the First,

Second, and Third Trimester

Two typical categories, represented factors perceived to facilitate the adaptation
process of the participants in the first trimester. Table 4.16. demonstrates the

typical and variant categories under this domain.

Table 4.16.

Facilitative Factors in the Adaptation Process in the First, Second, and Third
Trimester

Categories n Frequency
1* Trimester
Supportive relationships / social network 8 Typical
Previous experiences / life style 8 Typical
Constructive thinking 4 Variant
2" Trimester
Having a social network in campus 2 Variant
Involvement in extracurricular activities 2 Variant
Informed choice 2 Variant
3" Trimester
Being equipped with social skills 2 Variant
Social support 2 Variant

Category 1: Supportive relationships/social network (n = §). Many students
reported that having a supportive social network (e.g., old friends who study at
the same university, friends from campus, family, and instructors) have helped
them in their adaptation process in the first trimester. Friends were the most
frequently reported source of support among this social network of people. One
student indicated facilitative role of his old friends at the university as follows:

“I came here with my friends. We were a group of 7 people from the same
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school and city. So we were relaxed. Since we knew each other, we didn’t feel

alone when we came here” (case 11).

Another student emphasizing the role of her old and new friends in campus in
her adaptation stated,

Well, if I didn’t have other people around who would be homesick and it
wouldn’t be that easy for me to adapt. So feeling that I wasn’t alone has
helped a lot. I also came with a very close friend of mine and being with
her and being able to share everything with her makes me happy.
Actually, T am very lucky because I have a good social network in
campus including my best friend, my boyfriend whom I am with for six
years, and my boyfriends’ friends from the campus (case 7).
Category 2: Previous experiences/life style (n = 8). This category involved
previous experiences of living away from family and living abroad, not being
stuck with old friends, and coming from a similar place of living (small
town/city). One of the participants explained the facilitative role of coming
from a similar place of living stated, “I came from Alatli which is a very small

and quiet town and I think that’s why I got used to living here much more

easily. Glizelyurt is just like Alatli” (case 2).

In comparing facilitative factors in the adaptation process of the students,
having a social network or social support was a facilitative factor which was
reported by the students in all trimesters. However, having a social network
with its emphasis on its supportive quality was most frequently reported by the
students for the first trimester. Other facilitative factors in the adaptation
process of participants as indicated in one of the trimesters were as follows:
previous experiences, constructive thinking, involvement in extracurricular

activities, informed choice, and being equipped with social skills.
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4.2.2.9. Domain 15: Advantages of Studying at the Particular University at

the First, Second and Third Trimester

In the first trimester, two typical categories represented perceived advantages of
studying at their university. Table 4.17. indicates the typical and variant

categories under this domain.

Table 4.17.

Advantages of Studying at the Particular University at the First, Second, and
Third Trimester

Categories & Subcategories n  Frequency
1* Trimester
Prestige and educational quality 12 Typical

Campus conditions

Physical conditions & facilities 10 Typical
Active campus life 6 Variant
Being independent 4 Variant
Socially supportive campus environment 4 Variant

2" Trimester
Prestige and educational quality 10 Typical

Supportive campus environment 9 Typical
Campus conditions
Physical conditions & facilities 8 Typical
Active campus life 6 Variant
3" Trimester
Campus conditions
Active campus life and cozy environment 10 Typical
Physical conditions & facilities 8 Typical
Educational quality of the university 3 Variant
Being independent & taking one’s own responsibility 3 Variant

Category 1: Prestige and educational quality (n = 12). Most of the participants

list being a student at a university which is affiliated with a high prestigious
university in Turkey well known with its quality of education as the most
important advantage. For example, one of the participants stated,

Here 1 feel like a real student of YYY University in Turkey. For
instance, in the orientation program professors from main campus from
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Ankara came and they made us feel we are a part of YYY University.
We even have the pop quizzes at the same time with Ankara. We have
exactly the same educational system (case 11).

Another student emphasizing the importance of quality of education and

identity noted,

I have excellent instructors; I haven’t seen better English teachers in my
life. Besides being under the YYY university roof, holding its identity
card, the YYY emblem at the campus gates and on my exam papers is
the only thing that counts for me (case 15).

Category 2: Campus conditions. This category included one typical category (n
= 10) as physical conditions and facilities and a variant subcategory (n = 6) as
active campus life. Most of the students indicated that the university has
favorable physical conditions (e.g. quiet and safe, small, architectural structure)
and facilities (e.g., sport center, dorms, labs, library, scholarship). One of the
students explained the advantages of studying at the particular university over
other universities in Cyprus as follows:

I think dorm rooms here are very comfortable. I went to two other
universities in Cyprus, their dorms are really bad. My friends from other
universities also think that dorm rooms are larger with bigger closets
than theirs. And another advantageous thing here is the scholarship
opportunities. Studying here with a scholarship holds lots of advantages
over studying with scholarship at other universities I know. Scholarship
here covers 1 year at prep school and 5 years at the department. And
even if your scholarship is cut down due to low cumulative GPA you
can have it back when you raise it next year (case 1).

In the second trimester, three typical categories reflecting perceived advantages
of studying at the particular university stemmed from data under this domain.
Category 1: Prestige and educational quality (n = 10). Obtaining prestige and
educational quality of YYY University was the most frequently reported
advantage of studying at the particular in the second trimester. One of the
students communicated this advantage as follows:

First of all, it is the label of YYY University. Although it will write
slightly different on the diploma you are still studying at YYY
University and will become a graduate of that university. Secondly, we
are receiving a high quality of education. As far as I understand YYY
University is forcing students to go beyond their potentials by not
making concessions on its quality of education (case 9).
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Category 2: Supportive campus environment (n = 9). Several students
indicated benevolent atmosphere on campus as an advantage of studying at the
particular university. For example, a student expressed his liking of the
supportiveness he experienced on campus stated,

Well life in campus is very comforting. All of the people in campus are
doing what they can to be supportive. Our instructors are all the time
inviting us to their offices to have a chat, study or talk about any kind of
difficulty we have. Also students from senior classes who are our friends
from the student club are also very open to help, telling us to go to them
when we need something. And you, I mean counselors are also listening
to our problems. That feels really good (case 5).

Category 3: Campus conditions. One typical, physical conditions and facilities
(n = 8), emerged from this category for the second trimester. Many students
noted favorable physical conditions (e.g., small and modern campus, good
architecture) and facilities (e.g., comfortable dorms, fully equipped gym and
sports hall) as advantages of studying at the particular university. As one of the
students indicated,

What I like most is we can find anything we need in campus. We don’t
need to go out of campus. We have our sports hall, supermarket, and
bank and since everywhere is very close in campus, life is very easy
(case 13).

In the third trimester, one typical category emerged from this domain.

Category 1: Campus conditions. This category was comprised of two typical
subcategories, namely, active campus life and cozy environment (n = 10), and
physical conditions and facilities (n = 8). Following excerpt include an example
of the above listed subcategories.

The campus is small and thus, everywhere in campus is very close.
Everything in our campus is in unity and very well constructed. You feel
that you are in a university campus. Well, I went to campus of another
university in Cyprus for spring festival. It was so chaotic. The buildings
were very complex. It was also very crowded. There, probably you don’t
see a person twice. I truly understood the value of our campus. Here we
know everyone, even if you don’t know in person, his/her face is
familiar to you. It is as if we are a big family here (case 10).
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In general, perceived advantages of studying at the particular university were
consistent (e.g., quality of education, physical conditions and facilities of
campus, active campus life) for all trimesters as indicated by the students.
However, frequency of report of these advantages has changed among
trimesters. For instance, quality of education was the most frequently reported
advantage of studying at this university in the first and second trimester
whereas it was the third most frequently reported advantage in the last trimester.
To set another example, physical conditions and facilities was the second most
reported advantage of studying at the particular university in the first and last
trimesters whereas it was the third most noted advantage in the second
trimester. Some changes in the content of the categories were also apparent as
indicated by the names of the categories. For instance, ‘socially supportive
campus environment’ in the first trimester has been named as ‘supportive
campus environment’ in the third trimester since supportive environment of
campus not only included social support but also physical support like

university administration’s taking into account students’ demands.

4.2.2.10. Domain 16: Disadvantages of Studying at the Particular

University

One typical category representing drawbacks of studying at the university
derived from this domain in the first trimester. Table 4.18. summarizes the

typical and variant categories under this domain.

Table 4.18.

Disadvantages of Studying at the Particular University
Categories n  Frequency
1 Trimester

Campus location & transportation 8 Typical
Limited possibility of socialization on & around campus 6 Variant
Poor quality of food 5 Variant
Insufficiency of university services 5 Variant
Physical conditions 4 Variant
Student profile (low quality) 2 Variant
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Table 4.18. (continued)
2" Trimester

Insufficient campus facilities 10 Typical

Campus location & transportation 4 Variant
3" Trimester

Campus location & transportation 7 Variant

Limited possibility of socialization on & around campus 6 Variant

Category 1: Campus location and transportation (n = 8). Many students
perceived campus location (e.g. being far and isolated, situated in Cyprus) and
transportation (e.g., inadequacy of services, high cost of transportation) as a
disadvantage of studying at the particular university. One student
communicated his opinions as follows:

I think campus is constructed at the worst part of Cyprus. There are
several other places. It is far from everywhere and not having a bus
service from campus to several places in Cyprus is really a big shortfall.
Other universities in Cyprus have bus service to several places. You can
get in and have a tour (case 4).
One typical category capturing perceived disadvantages of studying at the
university emerged from this domain in the second trimester.
Category 1: Insufficient campus facilities (n = 10). Insufficiency of campus
facilities referred to both inadequacies associated with social life on campus
(e.g., limited number of social activities and places to go), and inadequacies
concerning physical conditions of campus (e.g., insufficient number of dorms,
sparse printed material in library). A student dissatisfied with social life on
campus stated, “Social activities on campus are insufficient. When I first came

the things I do gave me pleasure. But now they all fell into groove. We are

doing the same things and going to same places” (case 5).

Another student mentioned an inadequacy associated with physical conditions.

I think administrators are doing the best they can to provide facilities but
still... I heard that the laboratory facilities are insufficient (case 9).

In comparing perceived disadvantages of studying at the particular university

for all trimesters, it was seen that students reported more disadvantages in the
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first trimester in comparison to following trimesters as indicated by the number
of categories. It was also realized that although frequency of report has
changed, campus location and transfer was consistently noted as a disadvantage
of studying at the university in all trimesters. Inadequate social life on and
around campus was also a disadvantage which was consistently reported in all
trimesters. However, it was captured in “insufficient campus facilities” category
together with physical conditions of campus for the second trimester to limit the

excessive number of variant categories (Hill et al., 2005).

4.2.2.11. Domain 17: Difficulties Experienced by English Preparatory

School Students in the First, Second, and Third Trimester

This domain included difficulties experienced by preparatory students in
general in their first year at the university as perceived and reported by the
participants.

Three typical categories reflecting difficulties encountered by English
Preparatory School students stemmed from this domain during the first
trimester. Table 4.19 summarizes the typical and variant categories and

subcategories under this domain.

Table 4.19.

Difficulties Experienced by First Year English Preparatory School Students
Categories & Subcategories n Frequency
1* Trimester

Limited possibility of socialization on & around campus 8 Typical
Desire to leave the university 8 Typical
Academic problems 8 Typical
High cost of living & financial problems 6 Variant
Homesickness 5 Variant
Problems with roommates 3 Variant
Health issues 3 Variant
Future anxiety 3 Variant
No experience in living alone 2 Variant
Indulgence in alcohol & cigarettes 2 Variant

d .
2" Trimester
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Table 4.19. (continued)

Academic problems 10  Typical
Not feeling committed to the university / desire to leave 8 Typical
Limited possibility of socialization on & around campus 5 Variant
Homesickness 3 Variant
Difficulties in relationships 3 Variant
Financial problems 2 Variant
3" Trimester
Proficiency exam anxiety 10 Typical
Desire to go home 6 Variant
Lack of motivation 4 Variant
Increase in temperature 2 Variant

Category 1: Limited possibility of socialization on and around campus (n = 8).
Many participants indicated inadequate social life on and around campus to be a
difficulty expressed by preparatory students.

Category 2: Desire to leave the particular university (n = &8). Several
participants noted that many preparatory students had the desire to leave the
university due to various reasons (e.g., inadequacy of social life, financial
issues, future anxiety, homesickness).

Category 3: Academic problems (n = §). Academic difficulties preparatory
students experienced as reported by the participants contained course difficulty,
not studying, absenteeism, surviving the academic rigor of the university and
relax atmosphere of Cyprus, and being scared of not being able to pass the
proficiency exam.

Below are participants’ responses about the difficulties experienced by English
Preparatory School students, which illustrate all three of the above categories,

The most frequent thing I here from them is “why did I come to this
university?” They resent coming here and would like to leave if they
have the chance. I have a friend in class he has really big difficulty in
English because he doesn’t have any English background. He gave up
trying. He can’t decide whether to leave or stay. English is a big
problem for several students. Another thing they complain is the
inadequacy of social life here. They say that they had a better social life
even at high school (case 2).

Well, some of the students resent the day they made their decision to

come. They are even considering taking OSS again. They are uncertain
whether the diploma they get from the particular university will get
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them a good job. They are also not sure whether they can pass the
proficiency because there are lots of students who get stuck in the
preparatory school. Another thing that they don’t like here is that there
is not much to do for people at our age. They are not satisfied with their
social life here (case 10).
Two typical categories reflecting difficulties experienced by preparatory
students in the second trimester emerged from this domain.
Category 1: Academic problems. This typical category (n = 10) included
difficulty regarding English language and proficiency exam anxiety. Many
participants stated that several students were having great difficulty in English.
Following participants’ responses about the difficulties experienced by the

English Preparatory School students elucidate two of the above categories.

Before coming here, some of students thought that they would pass the
courses without putting much effort and enjoying themselves since they
would be studying in Cyprus. But when they came they understood that
this was not the case at all. So both due to the difficulty they have in
English and due to the inadequate social life they want to leave (case 8).
“Several students are thinking about leaving because they are having big
trouble with English and they have the fear of not being able to pass the
proficiency exam” (case 15).

Category 2: Not feeling committed to the particular university / desire to leave
(n = 8). Many participants noted that several preparatory students did not feel
like they belong at the university had the desire to leave due to several reasons

(e.g., academic difficulties, not liking to live here, inadequacy of social life).

For the third trimester, one typical category emerged from this domain.
Category 1: Proficiency exam anxiety (n = 10). Most of the participants stated
that preparatory students were under big strain regarding not being able to take
the proficiency exam or due to proximity of the proficiency exam. Following
excerpt well summarizes the content of this category:

The biggest common problem of almost all preparatory students is the
proficiency; whether they will have the required grade to take the exam
or not. If yes whether they will be able to pass, it if not whether they
should come to summer school or not. All they think and worry about is
the proficiency (case 2).
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In comparing reports of the participants regarding difficulties experienced by
the English Preparatory School students in all trimesters, it was seen that sorts
of experienced difficulties in the first trimester was higher than the following
trimesters. Results also showed that for all trimesters, academic problems were
the most frequently and consistently reported difficulties that preparatory
students experienced. In the third trimester, with the approaching proficiency
exam anxiety related with the proficiency exam emerged as a category. Desire
to leave the university, limited possibility of socialization, homesickness, and
financial problems were the common difficulties noted in the first and second

trimesters.

4.2.2.12. Domain 18: Factors Facilitating the Adaptation Process of English
Preparatory School Students

Participants’ thoughts regarding the facilitative factors in the adaptation process
of preparatory students were represented in this domain. Table 4.20. presents

the typical and variant categories under this domain.

Table 4.20.

Factors Facilitating the Adaptation Process of First Year English Preparatory
School Students

Categories n  Frequency

1* Trimester
Personal characteristics 10 Typical
Participating in extracurricular activities 4 Variant
Gender roles 4 Variant
Having an aim 3 Variant
Having a social network on campus 3 Variant
Previous experience of separation from family 3 Variant
Not having financial difficulties 2 Variant

2" Trimester
Personal characteristics 10 Typical
Participating in extracurricular activities 8 Typical
Similar previous experiences 7 Variant
Making informed choice 6 Variant
Having a social network 3 Variant
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Table 4.20. (continued)

Having an aim 3 Variant

Being equipped with academic skills 2 Variant
3™ Trimester

Personal characteristics 9 Typical

Being equipped with social skills 6 Variant

Having a social network & developing feelings of 4 Variant

belonging 2 Variant

Similar previous experiences

For the first trimester, one typical category and six variant categories emerged
from this domain.

Category 1: Personal characteristics (n = 10). Personal characteristics that
were indicated to facilitative college adjustment included personal skills (e.g.,
time management, adaptation to a new environment), social skills (e.g.,
communication skills, assertiveness), personality characteristics (e.g., extravert,
thick-skinned, not shy), and age (being older). Among the personal
characteristics given, communication skills was the most frequently reported
facilitative factor by the participants in the first trimester. A participant
demonstrated how one’s communication skills and personality can facilitate
one’s adaptation with an example.

Students who can easily communicate with others I think can easily
adapt. I have a friend who is also at preparatory school. She didn’t go to
her home for the bayram and she is also not thinking to go for the
semester holiday. She feels so happy to be here and let’s say over 1000
people on campus she knows about 600. She is so at ease at
communicating and she is very warmhearted (case 7).

For the second trimester, two typical categories reflecting factors facilitating the

adaptation process of the English Preparatory School students stemmed from

this domain.

Category 1: Personal characteristics (n = 10). Personal characteristics

perceived to be facilitative in the adaptation process as indicated in the second

trimester involved social skills (e.g., communication skills, assertiveness),

personality characteristics (e.g., hardiness, being determined, patient), and

personal skills (e.g., taking care of oneself, entertaining oneself, positive

110



thinking). Entertaining oneself was one of the most frequently reported
facilitative factors in the adaptation process.

Category 2: Participating in extracurricular activities (n = §). Many
participants stated that engaging in an extracurricular activity (e.g., sports,
student club activities) was a facilitative factor in the adaptation process of the
students.

Below are participants’ responses about the factors facilitating the adaptation
process of preparatory school students, which set an example for two of the
above categories: “I think someone who knows how to entertain oneself with
some kind of an individual activity better adapts. For example, I study and

when I get bored I go to the sports center or go for a walk” (case 7).

Well one of the important things is to think positively rather then
perceiving studying here as a problem. Visualizing oneself in the future
with accomplished goals and having a good career helps a lot in the
adaptation process. That’s what I do. Another thing to do is to get
involved in different activities which give you pleasure. I see that
students who are involved in some kind of activity have better time here
(case 14).

One typical category and three variant categories revealing facilitative factors in
the adaptation process of preparatory students as communicated by the
participants in the third trimester emerged from this domain.

Category 1: Personal characteristics (n = 9). Characteristics that were reported
to facilitate the adaptation process of the preparatory students involved being
patient, hardy, self-confident, mature, warmhearted, quick-witted, and liking
tranquility and being alone. A student underlining the importance of personal
characteristics along with other facilitative factors stated,

Well I think everyone needs to be hardy and also supportive to each
other. Some of our friends when they come to Cyprus after holidays,
they say we are once again in Cyprus. One needs to be really patient and
psychologically strong for not to be affected by those. Another
important facilitating thing is having good friends and feeling belong to
a group (case 10).

In comparing facilitative factors in the adaptation process of English

Preparatory School students being equipped with social skills, having a social
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network, and similar previous life experiences were reported as common
facilitative factors in all trimesters. Regarding the personality characteristics
facilitating the adaptation process there were both similarities and differences
among trimesters. For instance, hardiness and patience were common
characteristics reported both in second and third trimesters. In the first trimester,
being thick-skinned, an extrovert, and not being shy were reported among
personality characteristics indicated to be facilitative whereas in the second
trimester, hardiness, being determined, and patient were reported. Having an
aim and participating in extracurricular activities were other facilitative factors
which were consistently reported by the participants at the first and second

trimester.

4.2.2.13. Domain 19: Future Plans

One typical category representing future plans of the participants emerged from

this domain for the first trimester. Table 4.21. includes the typical and variant

categories and subcategories under this domain.

Table 4.21.

Future Plans

Categories & Subcategories n Frequency
1* Trimester

Educational & career goals 9 Typical
Improvement of one’s social life 4 Variant
Plans about accommodation 3 Variant
2" Trimester
Educational & career goals & thoughts
Succeeding at college & pursuing career related 9 Typical
goals
Transferring to another university 4 Variant
Thoughts about improvement of social life on campus 4 Variant
3" Trimester
Educational & career goals & thoughts
Succeeding at college & pursuing career related 8 Typical
goals
Transferring to another university 4 Variant
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Table 4.21. (continued)

Thoughts on difficulty of courses in upcoming 3 Variant
years
Thoughts about improvement of social life on campus 3 Variant

Category 1: Educational and career goals (n = 9). This typical category
involved students’ academic and career goals such as passing preparatory
school and succeeding at college and pursuing career related goals and

transferring to another university.

In the second trimester, students’ future plans were represented in one typical
category; educational and career goals.

Category 1: Educational and career goals and thoughts. The typical
subcategory of succeeding at college and pursuing career related goals (n = 9)
involved improving oneself during college years, graduating from college, and
focusing on one’s career goals.

One participant explained what she thought of her college years and planned to
achieve in college,

When I pass the proficiency exam I know that difficult educational years
will be waiting for me. I will be studying very hard but since I know that
graduating from here will open the doors to my career I will do that
without hesitating. After all I will graduate being very well educated
(case 13).

Another student communicated his thoughts and goals associated with
upcoming educational years as follows:

I think if I can get over this year, I will manage my time better and
pursue my goals. ...So this year is my adaptation year in which I am
building a basis for my upcoming undergraduate years. I like my
department so I think it will be awesome learning materials associated
with my profession. For instance, I like stock market and after I start to
take departmental courses I am planning to take stock marketing courses
on vacations. I am also planning to develop my computer skills (case
14).
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Students’ future plans as communicated in the third trimester were represented
in one typical category, educational and career goals and thoughts.

Category 1: Educational and career goals and thoughts. One typical category
representing educational and professional goals that included succeeding at
college and pursuing career related goals, having goals of improving oneself
during college, graduating from university, and focusing on goals of career
development emerged from this category (n = 8). One of the students
communicating his goals of educational and professional development stated,

Once I pass the proficiency exam and become fluent in English, I think I
will be successful in the department because I chose willingly to study
business administration as a major. I love reading so it won’t be a
burden for me to do heavy readings. I am also planning to be more
active in the student clubs and get to know more people, to whom I can
talk, obtain different opinions on issues and broaden my horizon. I will
also spend more time on reading. At high school I was reading but since
you don’t have many people to talk about what you read you don’t
really get to know the level of your knowledge. When I came here I
realized that my readings were not sufficient to build solid ideas to get
into debates. That’s why I will spend more time on reading next year
(case 8).

In conclusion, it was realized that in general students’ plans and thoughts did
not vary much according to time of report (the first, second, and third
trimester). Goals of succeeding at college, pursuing career related goals, and
transferring to another university were three future plans which were
consistently reported in all trimesters. Thoughts about improvement of social
life on campus were other consistent thoughts reported by students both in the
second and third trimesters. Improvement of social life was also reported in the
first trimester. However, it was more of a specific goal associated with one’s

social life rather than a thought about the social life on campus in future.
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4.2.2.14. Domain 20: Suggestions to University to Ease the Adaptation
Process of Newcomers as Reported in the First, Second, and Third

Trimester

Two typical categories representing participants’ recommendations to
university to facilitate the adaptation process of new comers emerged from this
domain for the first trimester. Table 4.22. summarizes the typical and variant

categories and subcategories under this domain.

Table 4.22.

Suggestions to University to Ease the Adaptation Process of Newcomers as
Reported in the First, Second, and Third Trimester

Categories & Subcategories n Frequency

1* Trimester
Suggestions for improvement of campus & university
services

Improving social life on campus 9  Typical
Improving the student orientation program 8  Typical
Improving transportation facilities 3 Variant
Suggestions to instructors (i.e., facilitating student faculty
interaction) 6  Variant
Suggestions to Student Development & Counseling Center
(i.e., improving publicity of its services) 5  Variant
Suggestions to senior students (i.e., being more welcoming
& providing guidance to newcomers) 3 Variant

2" Trimester
Suggestions for improvement of campus & university

services 8  Typical
Suggestions to administrators (i.e., being reachable &
sincere) 3 Variant

Suggestions to Student Development & Counseling Center

(i.e., arranging individual or group meetings with newcomers 3 Variant

while supplying the present services)

Suggestions to senior students (i.e., being active, integrative,

welcoming) 3 Variant
3" Trimester

Suggestions for improvement of campus & university

services

Improving social life on campus 5  Variant
Improving the student orientation program 4  Variant
Improving transportation facilities 2 Variant
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Table 4.22. (continued)

Suggestions to senior students (i.e., being active, integrative, 4  Variant
positive)

Suggestions to Student Development & Counseling Center

(i.e., conducting seminars about adaptation while continuing 4  Variant
with the peer solidarity project)

Category 1: Suggestions for improvement of campus and university services.
This category included two typical subcategories portraying the
recommendations of participants associated with improvement of campus and
university services. First typical subcategory, improving social life on campus
(n = 9) was the most frequently reported suggestion by the participants and it
involved increasing the number of social activities and student clubs, opening
cozy places like cafes in which students can socialize and enjoy themselves, and
lengthening the open hours of dorm canteens to 1-2 a.m. Improving the student
orientation program (facilitating student orientation) (n = 8) was the second
typical subcategory. Participants’ suggestions regarding the orientation of
newcomers included familiarizing students with resources and facilities of
campus and guiding students to make use of those resources based on their
skills and interests; making announcements on campus more visible (e.g., using
bigger and more recognizable fonts on posters, doing announcements via desks
of student clubs); lengthening the period of orientation program, and doing a
festival in which university with its all offices and services are presented and
seniors and newcomers are integrated; increasing the variety of tours (Karpaz,
Magusa) organized during the orientation program; and starting the orientation
program on the first days of arrival.

One of the students who made suggestions on facilitation of student orientation
and improvement of social life on campus stated,

I think orientation in the beginning of the semester eased the adaptation
process of students. For instance, there was a tour to Girne. I think
organization of those kinds of tours is really good and increasing the
number of these tours might be even better. These tour organizations
might include a tour to Magusa as well because it is really difficult to go
there on your own and if people have the options of tours in which they
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can choose from they could appreciate it more. Opening new places,
cafes or patisseries could be another thing to do. For example, there is
only one patisserie, if you can call it that way, on campus. There is a
monopoly. It could be really good to have the option to decide where to
go on campus (case 8).

For the second trimester, one typical category reflected students’ suggestions to
university in facilitating the adaptation process of newcomers in this domain.
Category 1: Suggestions for improvement of campus and university services (n
= §). Students’ recommendations included improving university services and
social life on campus and improving transportation facilities. Following excerpt
illustrates the category.

There are activities organized by some of the student clubs. However,
only a few of the student clubs are really active. Maybe the university
can do something about making those student clubs more active. Also
there are not really many places to go on campus. If they can open one
or two more new places where students can go to eat and socialize it
could be good. As I said before in the previous interview, transportation
is another issue which university needs to take care of. University can
provide bus service or shuttle. By that way students can go to where
they want without paying 50 TL. This is something very important for
students to socialize. You know, one cannot spend all of his/her time on
campus (case 4).

In the third trimester, students’ recommendations to university to ease the

adaptation process of newcomers involved only variant categories therefore not

reported.

Taking into consideration the suggestions of participants in all trimesters, it was
observed that participants made general suggestions regarding the improvement
of campus and university services as well as specific suggestions to people
and/or a university unit (e.g, senior students, Student Development and
Counseling Center) that were thought to be influential in the adaptation process
of newcomers. In all trimesters, students’ recommendations about the
improvement of campus and university services included improvement of social
life on campus and improvement of transportation. Facilitating student

orientation was also a suggestion students deemed important in the adaptation
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process of newcomers - it was reported in all trimesters with highest rates of
report being in the first trimester. Participants’ specific suggestions addressed
instructors, administrators, senior students, and Student Development and
Counseling Center with the latest two addressed in all trimesters. Participants
requested from senior students to be more welcoming, active and integrative
and to provide guidance to newcomers whereas they asked Student
Development and Counseling Center to arrange individual and group meetings
with newcomers and to give seminars regarding adaptation process, to keep up

with their readily available services, and improve publicity of these services.

4.2.2.15. Domain 21: Suggestions to Prospective Students of the University

as Reported in the First, Second, and Third Trimester

Three typical categories representing participants’ recommendations to
prospective students of the university emerged from this domain in the first
trimester. Table 4.23. entails the typical and variant categories and

subcategories under this domain.

Table 4.23.

Suggestions to Prospective Students as Reported in the First, Second, and Third
Trimester

Categories & Subcategories n Frequency
1** Trimester
Making informed decisions to study at the university 8  Typical
Being prepared to study hard 8  Typical
Suggestions for adaptation to university
Being active and / or assertive 8  Typical

Constructive thinking & being solution-focused 5 ~ Variant
(making an effort)
2" Trimester
Suggestions for adaptation to university
Being active & making friends 8  Typical

Constructive thinking & being solution-focused 7  Variant
3" Trimester
Making informed decisions to study at the university
Being aware of the difficulty of educational system
at the university 7  Variant
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Table 4.23. (continued)

Being aware of the advantages of studying at the

university 5 Variant
Being aware of inadequate social life on & around
campus 5 Variant

Suggestions for adaptation to university

Constructive thinking & being solution-focused

(making an effort) Variant
Being active and / or assertive 2 Variant

[98)

Category 1: Making informed decisions to study at the particular university (n
= §). Several participants suggested that prospective students make their
decision to come based on information about the university and life in Cyprus
through research or through direct experience, as well as considering their goals
of studying at the university.

Category 2: Being prepared to study hard (n = §). Many students stated that
prospective students needed to be aware of the quality of education at the
university and to make their decisions to come if they can face up to studying
hard.

Below are participants’ suggestions to prospective students of the university,
which illustrate two of the above categories,

Before coming, I would like them to know that they will live an isolated
life here. I think it is not right to come here just because they want to be
away from their parents and to be free. It is very important to get to
know the place you are going before making your decision. I am telling
this because I heard it hundreds of times. At least, they need to visit the
web site of the university to see what is in it as well as where the
campus is; how far the campus is from city centers. This information is
all on the web site. What else, well 1 also want them to know that
education system here is no different than Ankara so they will need to
study really hard (case 7).

What I want them is not to be deceived by low college entrance exam
scores, the educational system here eliminates the unqualified. I want
them to come if they can face up to that. If they say I can face up to that
system plus being far from my family they can come. I also suggest
them to make detailed research to make the unknown known as much as
possible especially about the educational system. I have friends who
came here without doing any research. They will strive to graduate, but
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system of eliminates people who don’t think. One needs to cut one’s
coat according to the system of (case 10).

Category 3: Suggestions for adaptation to university. This category involved
one typical category representing participants’ recommendations to newcomers
about things to do to adapt when they come to the university. Being active
and/or assertive (n = 8) was a frequently reported suggestion to newcomers.
One participant recommended,

Well what they need not to do is being pessimistic and sitting at their
dorm rooms all day long. If you think social life here sucks you got to
do something about it and you can start by getting out of your room. I
have friends who go directly to their room to sleep after class. They are
spending their time sleeping and when I ask why they are sleeping ‘what
else I can do’ is the usual answer that comes up (case 4).

Another participant who underlined the importance of being assertive in the
adaptation process stated,

I think they need not to be shy or hesitant. They shouldn’t be scared that
they are going to make mistakes or they will look stupid. Even if they
make mistakes it is something acceptable it is only their first year. No
one will accuse them because of their mistakes. They better be more
relaxed, assertive and ask the things they don’t know and do what they
want to do without hesitating (case 16).

In the second trimester one typical category represented recommendations of
participants to prospective students.

Category 1: Suggestions for adaptation to university. This category involved
one typical subcategory reflecting participants’ suggestions to prospective
students to facilitate their adaptation process when they arrive at the university.
The subcategory of being active and making friends was suggested by several
participants (n = 8). For example, one participant reported,

You know as you get to know more people and make friends you
become more attached to here. At times when you want to leave, you are
thinking of your friends, things you shared and then you don’t want to
leave everything behind. So I suggest them to make friends. They better
get to know a lot of people when they come and then choose among
them the ones who are more like-minded and the ones whom they feel
comfortable with. Having good friends makes this place more likeable. I
also suggest them to be active and get involved in as many activities as
possible because sitting alone in one’s dorm room without doing
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anything is a cause for getting into depression. Believe me I tried it for
three days and I was really close to getting into depression (case 16).

In the third trimester, students’ recommendations to prospective students

involved only variant categories therefore not reported.

In conclusion, participants’ suggestions to prospective students reported in all
trimesters included two main points; things to consider while students are
making their decision to come and ways to adapt to university life when they
arrive at the university. In all trimesters, participants recommended students
thoroughly research about the university and life in Cyprus and base their
decisions on the obtained information as well as their goals of studying at the
university. In the last two trimesters, participants suggested prospective
students to be aware of two main points in making their decision to come;
difficulty and language of education at the university and inadequacy of social
life on and around campus. In the third trimester participants made an
additional suggestion to students, which was taking into consideration the
advantages of studying at the university. It was also observed that although
varied in frequency based on the trimester reported, participants’ suggestions to
prospective students regarding ways to facilitate their adaptation process were
quite consistently reported in all trimesters (e.g., constructive thinking and

being solution-focused, being active).

4.2.3. Summary of the Findings Regarding the First, Second and Third

Trimester

Over all findings indicated that before participants chose their university they
took into account the advantages and disadvantages that being a student in
particular university will bring. Quality of education and reputation are two
main factors on their choice. Parents were also very influential on students’
choice of university. Additionally, students also made their choice based on
their obtained university entrance exam score. Before coming to the university

students obtained information about the particular university via different
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sources. People (e.g., friends, teachers, university personnel) who had some
knowledge about the university and websites were the most frequently used
sources of information. Students’ expectations regarding the university were
either high or low about the quality of education and quality of life in campus
and Cyprus and they were formed based on the obtained information. Prior to
coming to the university they had both positive (e.g., excitement, happiness)

and negative (e.g., fear, sadness) feelings.

On the first 10 days after arrival students experienced several difficulties such
as loneliness, homesickness, and cultural as well as environmental differences
(e.g., traffic flow, differences in accent and speed of speech) and during these
days their family have become the prime source of support for them. During the
first three months students also experienced several challenges. Academic
problems was one of the major difficulty they encountered. Academic
difficulties basically entailed course difficulty and decrease in performance.
Inadequate social life, homesickness, friendsickness, and loneliness were
among the other challenges experienced by the students. In the following six
months, academic problems continued to be the most frequently reported
difficulty experienced by the students. In this challenging three months, friends
have become students’ prime source of support. Actually, although fewer

students reported, friends were always sought for support during their first year.

Regarding ways of coping with faced challenges, students frequently used
active coping strategies which included positive and/or constructive thinking
and figuring out solutions to one’s problems in dealing with both social-

personal and academic issues during all trimesters.

Students realized that their first-year at the university have helped them to be
more self-sufficient and led to improve their social skills and/or relationships.
For the first three months, reported improvements were associated with social

skills whereas in the last two trimesters improvements also included increase in
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quality and quantity of relationships. Students also observed that their level of

adaptation have increased during the second trimester of the first-year.

During their first year at the university students spent time with friends,
involved in sport activities, and went out of campus and visited other parts of

Cyprus in their leisure time.

Regarding their level of adaptation to life on campus and in Cyprus, students
felt well-adapted starting from the first trimester. However, the number of
students who indicated high level of adjustment has increased from the first to

the third trimester.

Regarding the current problems experienced, students struggled mostly with
academic problems in all trimesters. However, content of the academic
problems slightly changed among trimesters. In the second and third trimester
proficiency exam anxiety was the most frequently reported concern whereas in
the first trimester academic problems included course difficulty, low academic

performance, and increase in absenteeism.

Students emphasized the facilitative role of their social network and social
support received in their adaptation process during all trimesters. However,
having a social network with its emphasis on its supportive quality was most
frequently reported in the first trimester. Previous experiences/life style such as
previous experience of living away from family and coming from a similar
place of living was another most frequently reported facilitative factor in the

first trimester.

Students perceived several advantages of studying at the particular university
and consistently reported these advantages in all trimesters. However,
frequency of report of these advantages and content of the categories
representing advantages changed slightly across trimesters. Favorable campus

conditions (e.g., physical conditions and facilities) was reported frequently as
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an advantage of studying at the particular university in all trimesters. Obtaining
high quality of education and being a student of highly prestigious university

were the most frequently reported advantages in the first and second trimester.

Students also perceived disadvantages of studying at the particular university
and consistently reported them. However, frequency of the report of the
disadvantages changed over time. Students complained about campus location
(e.g., being far and isolated, situated in Cyprus), transportation (e.g.,
inadequacy of services, high cost of transportation), and inadequate social life

on and around campus.

When students were asked about the challenges faced by English Preparatory
School students in general, they reported academic problems frequently and
consistently in all trimesters. However, academic problems reported in the third
trimester were observed to be more specific, representing a common concern of
all students which was anxiety related with proficiency exam. Students also
frequently indicated in the first two trimesters that preparatory students desired
to leave the particular university due to several reasons (e.g., inadequacy of

social life, academic difficulties).

Students perceived personal characteristics to be a facilitative factor in the
adaptation process of the English Preparatory School students. Personal
characteristics perceived as facilitative were personal skills (e.g., time
management, adaptation to a new environment, entertaining oneself), social
skills (communication skills and assertiveness), and personality characteristics
(e.g., hardiness, being determined, patient, extravert, not shy). Participating in
extracurricular activities was also reported frequently as a facilitative factor in

the second trimester.

Regarding the future plans of the students, for all trimesters most of the

participants’ future plans pertained to educational and professional life and
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among these plans succeeding at college, pursuing career related goals, and

transferring to another university were the most frequently reported ones.

Finally, students made several suggestions to university to facilitate the
adaptation process of newcomers. These suggestions pertained to improvement
of campus and university services. Among these suggestions, improving social
life on campus and the student orientation program seemed to take the lead in
the first trimester. Participants also made suggestions to prospective students of
the particular university. They recommended that prospective students make
informed decisions to come. In the first trimester, most of the participants also
suggested that prospective students prepare to study hard and be active and/or

assertive as they come to better adapt to the university.

4.3. Results of the Study II

In this part, the first section presents the procedures followed for preliminary
analyses as well as assumptions for the regression analyses. The second section
includes descriptive statistics and bivariate correlations among study variables.
Finally, the last section presents the results of the hierarchical regression

analyses.

4.3.1. Preliminary Analyses and Assumption Checks

Prior to the main analysis, data were screened through the SPSS programme for
accuracy of data entry, missing values, and outliers. Accuracy of data entry was
checked through inspection of minimum and maximum values, mean and
standard deviations for each of the quantitative variables and minimum and
maximum values for categorical variables. Missing values analysis with 193
cases indicated that there were 5 cases with missing values over 50%. Those
cases were removed from data. The proportion of missing values within the
remaining cases was small thus the missing values within these cases were

replaced by the relevant subscale means.

125



Data were also examined for assumptions for hierarchical regression analysis.
First of all, the descriptive statistics (z-scores) were used to identify univariate
outliers. According to the descriptive statistics used, there were no univariate
outliers. Multivariate outliers were investigated by using Mahalanobis
distances, leverage values, standardized DFBeta values and Cook’s distances.
No cases were identified to have a standardised DFBeta and Cook’s distance
greater than 1. Centered leverage value ranged between .020 and .148 which is
within the suggested range (no case > .16) for identifying cases having undue
influence (Stevens, 1992 cited in Field, 2005). However, Mahalanobis distance
for one case exceeded the high cutoff value ¥* (9) = 27.877 (Tabachnick &
Fidell, 2001) for 9 predictors. This case was decided to be removed from the

data to protect from too much influence of that case on the regression solutions.

Secondly, assumptions of normally distributed errors, linearity and
homocedasticity were tested. Linearity and homocedasticity assumption were
tested through examination of residuals scatter plots (Figure 4.1, Figure 4.2,
Figure 4.3) for three dependent variables, total college adjustment, social
adjustment, and academic adjustment, respectively. The three residuals
scatterplots shown in figures resembled residuals scatterplots in which
‘residuals were normally distributed about the predicted dependent scores, that
residuals had a straight-line relationship with predicted dependent variable
scores and that the variance of the residuals about the predicted dependent
scores was the same for all predicted scores’ (Tabachnick & Fidell, 2001,

p.119). Thus, the three assumptions were met.
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Residuals scatterplot for the regression model for total adjustment
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Figure 4.2.

Regression Standardized Predicted Value

Residuals scatterplot for the regression model for social adjustment
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Figure 4.3. Residuals scatterplot for the regression model for academic

adjustment
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In order to check normality assumption histogram (Figure 4.4, 4.6, 4.8) and P-P
plot (Figure 4.5, 4.7, 4.9) was tested for three independent variables. As can be
seen in figures 4.4, 4.5, 4.6, 4.7, 4.8, 4.9 the results confirmed the normality

assumption.
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Figure 4.4. The histogram of the standardized residuals for total adjustment
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Figure 4.5. The normal probability plot for total adjustment
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Figure 4.6. The histogram of the standardized residuals for social adjustment
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Figure 4.7. The normal probability plot for social adjustment

129



Hisbtogzam

Dependent “arable: Academic Adjustment

P

Figure 4.8. The histogram of the standardized residuals for academic

Fragquanzy

adjustment

Normal P-P Plot of Regression Standardized Residual

Dependent Variable: Academic Adjustment

] o =
o o o}
| | |

Expected Cum Prob
o]
IS
1

Figure 4.9. The normal probability plot for academic adjustment

Thirdly, in order to examine independence of errors of prediction, the Durbin-
Watson coefficient (d) was used. For the three regression analyses, obtained d
values for total college adjustment, social adjustment, and academic adjustment
were 1.98, 1.92, and 2.30, respectively. As the obtained d values are between 1
and 3, they are not considered to be cause for concern, thus the assumption of

independence of errors of prediction was also met. (Field, 2005).
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Finally, in order to diagnose whether multicollinearity exists or not, correlation
coefficients among the predictors were checked (Table 4.24). The highest
correlation among the predictors was .49 which did not exceed the critical value
of .80 for multicollinearity (Stevens, 2002). Variance inflation factor (VIF) and
tolerance statistic for the predictors were also examined as collinearity
diagnostics. VIF values for all the predictor variables ranged between 1.02 and
1.65 and there were no tolerance values less than .20 (Field, 2005). These

findings indicated that the assumption of no multicollinearity was also met.

4.3.2. Descriptive Statistics and Bivariate Correlations for the Study

Variables

Table 4.24 shows the means and standard deviations for predictor and criterion
variables and correlation coefficients among these variables. 6 out of 9
correlations between the predictors and total college adjustment were
statistically significant and correlations ranged between .07 and .44. Correlation
coefficients of .10, .30, and .50, irrespective of sign, are interpreted as small,
medium, and large coefficients, respectively (Cohen, 1988). According to the
results, total college adjustment (M = 60.78, SD = 13.38) has medium negative
correlation with self-adjustment in human relations (M = 27.28, SD = 4.45, r
(186) = -.44, p <.01), self-controlled persistence of activity (M = 25.47, SD =
5.04, r (186) =-.37, p <.01), and self-esteem (M = 32.08, SD = 6.62, r (186) = -
.35, p<.01); small positive correlations with perceived stress (M = 20.81, SD =
6.00, » (186) = .29, p<.01); and small negative correlations with judgmental
ability based on objective information (M = 28.68, SD = 4.07, r (186) = -.28,
p<.01), and academic achievement (M = 68.86, SD = 9.47, r (186) = -.14,
p<.05).
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As for the correlations between the predictors and social adjustment, 6 out of 9
correlations were statistically significant and they ranged between .03 and .48.
According to the results, social adjustment has medium negative association
with self-adjustment in human relations (M = 27.28, SD =4.45, r (186) =-.48, p
<.01) and self-esteem (M = 32.08, SD = 6.62, r (186) = -.31, p<.01); has small
negative correlations with self-controlled persistence of activity (M = 25.47, SD
= 5.04, r (186) = -.28, p <.01), judgmental ability based on objective
information (M = 28.68, SD = 4.07, r (186) = -.27, p<.01), and student club
membership (M = .39, SD = 49, r (186) = -.17, p <.05); and small positive
correlations with perceived stress (M = 20.81, SD = 6.00, r (186) = .18, p<.01).

Finally, 5 out of 9 correlations between the predictors and academic adjustment
were statistically significant and correlations ranged between .02 and .45. Based
on the results, academic adjustment has medium positive correlations with
perceived stress (M = 20.81, SD = 6.00, » (186) = .45, p<.01); medium negative
correlations with self-controlled persistence of activity (M = M = 25.47, SD =
5.04, r (186) = -.41, p <.01) and academic achievement scores (M = 68.86, SD
=947, r (186) = -.37, p<.01); small negative correlations with self-esteem (M
= 32.08, SD = 6.62, r (186) = -.27, p<.01) and judgmental ability based on
objective information (M = 28.68, SD =4.07, r (186) = -.15, p <.05).

In conclusion, there were some medium and small, either positive or negative

correlations (ranged from .01 to .49) among predictor variables.
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Table 4.24.

Descriptive Statistics and Bivariate Correlations for Total College Adjustment, Social Adjustment, Academic Adjustment and
Predictor Variables

Bivariate Correlations for Predictor Variables
Variables Mean SD 1 2 3 4 5 6 7 8 9 10 11 12
Dependent Variables
1. Total college adjustment scores 60.78 13.38 1.00

2. Social adjustment scores 4799 0.49 1.00

3. Academic adjustment scores 12.79 4.14 1.00

Independent Variables

4. Gender 0.61 049 007 0.05 0.09 1.00

5. Academic achievement 68.86 9.47-0.14" -0.03 -0.37" -0.12" 1.00

6. Student club membership 039 049 -0.10 -0.17° 0.02 -0.03 0.04 1.00

7. Perceived stress 20.81 6.00 0.297 0.18" 045 -0.15 -024" 0.07 1.00

8. Self-esteem 32.08 6.62-0.357 -0.317 -0277 -0.10 0.15 -0.06 -0.37" 1.00

9. Judgmental ability based on

objective info 28.68 4.07-0.28" -027" -0.15 0.10 0.11 0.07 -0.2870.24" 1.00

10. Self-controlled persistence of

activity 2547 5.04-037" -028" -0417  0.08 0.187 0.00 -0.49"0.41" 0.4571.00

11. Self-adjustment in human 0.26
relations 2728 4.45-0.44" 048" -0.10 -0.03 -0.06 -0.01 -0.050.22"" 041" " 1.00
12. Cultural distance 40.70 859 0.07 0.06 0.07 0.05 -0.08 0.00 0.02 0.00 0.080.060.061.00

Note. " p<.01, p<.05




4.3.3. Results of Hierarchical Regression Analyses

Three separate hierarchical regression analyses were conducted to evaluate how
well predictor variables of gender, academic achievement, student club
membership, perceived stress, self-esteem, college adjustment self efficacy and
cultural distance predicted total college adjustment, social adjustment and
academic adjustment of first year English Preparatory School college students.
Analyses for 3 dependent variables were conducted with 9 predictors in four
steps. The predictors entered into the regression equation in the same order for
3 outcome variables. In Step 1, gender; in Step 2, academic achievement scores
and student club membership; in Step 3, perceived stress, self-esteem, and
three subscales of college adjustment self-efficacy (judgmental ability based on
objective information, self-controlled persistence of activity, self-adjustment in
human relations); and finally in Step 4, cultural distance scores were entered
into the regression equation.

The predictor variables and the order of these variables entered into the

regression can be seen in Table 4.25.

Table 4.25.

Independent Variables in Hierarchical Regression

Category/Variable Coding/Scale
Step 1:
1 variable
Gender 0=Woman, 1=Man
Step2:
2 variables
Student club membership 0=No membership, I=Membership
Academic achievement Average of 5 mid-term scores
Step 3:
5 variables
Perceived stress 5 point-scale, “never” to “very often”
Self-esteem 4 point-scale, “strongly agree’ to

“strongly disagree”
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Table 4.25. (continued)

College adjustment self efficacy 5 point-scale, “not confident at
Judgmental ability based on all” to “strongly confident” (for
objective information 3 subscales of CASES)
Self-controlled persistence of
activity
Self-adjustment in human relations

Step 4:

1 variable 5 point-scale, “totally similar” to

Cultural distance “totally dissimilar”

4.3.3.1. Prediction of Total College Adjustment

First hierarchical regression analysis was conducted to examine the extent
predictor variables of gender, academic achievement, student club membership,
perceived stress, self-esteem, college adjustment self efficacy and cultural
distance predicted total college adjustment. As can be seen in table 4.26,
correlation coefficient between gender and total college adjustment score was
.07 and Step 1 did not predict total college adjustment scores, F(1,184)= .87,
p = .35 R’ = .005, Rzadj = -.001. Consequently, gender did not account for

variation in college adjustment scores.

In Step 2, multiple correlation coefficient between the linear combination of the
second set of predictors (academic achievement scores and student club
membership) and total college adjustment scores increased to .18. However, the
predictive value of the model did not significantly increase when these variables
were added to the regression equation (R2 = .032, Rzadl- = 016, AR = .028,
F(3,182) =2.03, p =.08).

In Step 3, when 5 predictors; perceived stress, self-esteem, three subscales of
college adjustment self-efficacy (judgmental ability based on objective
information, self-controlled persistence of activity, self-adjustment in human
relations ) were entered into the equation, multiple correlation coefficient

between the linear combination of the 5 predictors and total college adjustment
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scores increased to .59. The predictive value of the model also increased
significantly (R° = .342, R’y = 312, AR’ = 309, F(8,177) = 11.49, p<.001)
explaining 34 % of the total variance. Specifically, self-adjustment in human
relations (¢ (177) = -5.53, p<.001), self-esteem (¢ (177) = -2.32, p<.05),
perceived stress (¢ (177) = 2.25, p<.05), and student club membership (¢ (177) =
-2.05, p<.05) were found to have significant regression weights. On the other
hand, judgmental ability based on objective information (¢ (177) = .47, p >.05)
and self-controlled persistence of activity (¢ (177) = -1.69, p >.05) did not have
any significant contribution to the prediction equation. In this model,
contribution of each predictor was examined by semi partial correlation
coefficients (s#” . For this model self-adjustment in human relations 11.4 % (
sr? =0.114), self-esteem 2 % ( sr° =0.020), perceived stress 1.9 % ( s7”=0.019) ,
and student club membership uniquely explained 1.6 % ( s#° =0.016) of
variance in college adjustment scores. Overall the model explained %34 of
total variance in college adjustment scores. As can be seen from their unique
contribution to the prediction equation, self-adjustment in human relations was
the strongest predictor of college adjustment amongst other predictors in the

model.

Finally, the inclusion of the cultural distance variable into the regression
equation in Step 4, did not significantly increase the predictive value of the
model (R’ = .349, R’ ,;;= 316, AR’ = .007, F(9,176) = 10.49, p =.16). In other
words, cultural distance scores appeared to offer no additional predictive power

beyond the predictors in Step 3.

In sum, these findings indicated that students who scored higher on self-
adjustment in human relations and self-esteem scale, lower on perceived stress
scale and who were members of a student club had lower scores on college

adjustment, which implies higher adjustment to college.
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Table 4.26.

Hierarchical Regression Analysis Summary for Variables Predicting Total College Adjustment

B SEB sr t R R’ AR’ AF
Step 1 .069 .005 .005 872
Gender 1.88 2.02 0.07 0.005 0.934
Step 2 180 032 .028 2.61
Gender 1.36 201 0.05 0.002 .675
Academic achievement -0.29 0.10 -0.13 0.017 -1.82
Student club membership -2.64 200 -0.10 0.009 -1.32
Step 3 S85%* 342 309**  16.64
Gender 2.12 1.73  -0.08 0.006 1.23
Average mid-term scores -0.10 091 -0.07 0.004 -1.05
Membership of a student Club 346  1.69 -0.13 0.016 -2.05%*
Perceived stress 037 0.17 0.17 0.019  2.25%
Self-esteem -033 0.14 -0.16 0.020  -2.32%
Judgmental ability based on 0.12 024 0.04 0.001 0.47
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Table 4.26. (continued)

objective info
Self-controlled persistence of activity

Self-adjustment in human relations
Step 4

Gender

Academic achievement

Student club membership

Perceived stress

Self-esteem

Judgmental ability based on

objective information

Self-controlled persistence of activity

Self-adjustment in human relations

Cultural distance

-0.35
-1.15

2.05
-0.09
-3.44
0.36
-0.32
0.10

-0.37
-1.15
0.14

0.21
0.21

1.73
0.09
1.69
0.17
0.14
0.24

0.21
0.21
0.10

-0.13
-0.38

0.08
-0.06
-0.13
0.16
-0.16
0.03

-0.14
-0.38
0.09

0.011
0.114

0.004
0.003
0.015
0.018
0.020
0.001

0.012
0.114
0.007

-1.69
-5.53%*
S91**% 349 .007
1.19
-0.93
-2.04*
2.19%
-2.31*
0.40

-1.78
-5.56%*
1.41

2.19

Note. ** p< 01, * p<.05 R’,4;= -.001 for Model 1, R’,;=.016 for Model 2, R,;;= .312 for Model 3, R’,4;= .316 for Model 4



4.3.3.2. Prediction of Social Adjustment

The second hierarchical regression analysis was conducted to examine the
extent predictor variables of gender, academic achievement, student club
membership, perceived stress, self-esteem, college adjustment self efficacy and
cultural distance predicted social adjustment. As can be seen in the results
shown in table 4.27 correlation coefficient between gender and social
adjustment score was .05 and Step 1 did not predict social adjustment scores,
F(1,184) = .39, p = .53, R’ = .002, Rzadj = -.003. Thus, gender was not a

predictor of social adjustment of university students.

In Step 2, multiple correlation coefficient between the linear combination of the
second set of predictors (academic achievement scores and student club
membership) and social adjustment scores increased to .14. However, the
predictive value of the model did not significantly increase when these variables

were added (R°=.019, R”,;;=.002, AR’= 017, F(3,182) = 1.15, p =.22).

In Step 3, when 5 predictors (perceived stress, self-esteem, judgmental ability
based on objective information, self-controlled persistence of activity, self-
adjustment in human relations ) were entered into the equation, multiple
correlation coefficient between the linear combination of the 5 predictors and
social adjustment scores increased to .56. The predictive value of the model
increased significantly, (RZ = .310, Rzadj = 278, AR’ = 291, F(8,177) = 0.92,
p<.001) explaining 31 % of the total variance. Specifically, self-adjustment in
human relations (z (178) = -5.96, p<.001), self-esteem (¢ (177) = -2.47, p<.05),
and student club membership (¢ (178) = -2.36, p<.05) were found to have
significant regression weights. On the other hand, perceived stress (¢ (177) =
1.13, p >.05), self-controlled persistence of activity (¢ (177) = -.83, p >.05), and
judgmental ability based on objective information (¢ (177) = .11, p >.05) did not
have any significant contribution to the prediction equation. In this model,

contribution of each predictor was examined by semi partial correlation
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coefficients (s7°). For this model, self-adjustment in human relations 13.8% (SI’2
=0.138), self-esteem 2.4 % ( sr°=0.024), and student club membership uniquely
explained 2.2 % ( s#* =0.022) of variance in social adjustment scores. Overall
the model explained % 31 of variance in social adjustment scores. Thus, self-
adjustment in human relations was the strongest predictor of social adjustment

amongst other predictors in the model.

Finally, the inclusion of the cultural distance variable into the regression
equation in Step 4, did not significantly increase the predictive value of the
model (R’ = 316, R’,;; = 281, AR’ = .007, F(9,176) = 0.04, p =.19). In other
words, cultural distance scores appeared to offer no additional predictive power

beyond that contributed by the predictors in Step 3.

In sum, students who scored higher on self-adjustment in human relations, and
self-esteem scale, and lower on perceived stress scale and who were members
of a student club had lower scores on social adjustment, which implies higher

social adjustment.
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Table 4.27.

Hierarchical Regression Analysis Summary of Variables Predicting Social Adjustment

B SEB sr t R R AR 4F
Step 1 .046 .002 .002 .390
Gender 1.08 1.73  0.05 0.002 0.62
Step 2 136 019 .017 1.53
Gender 0.94 1.74 0.04 0.001  .536
Academic achievement -0.03 0.09 -0.03 0.016 -0.33
Student club membership 295 1.73 -0.13 0.002 -1.71
Step 3 S56%*% 310 291 14.91**
Gender 1.11 1.52  0.05 0.002 0.73
Average mid-term scores 0.01 0.08 0.01 0.000 0.16
Membership of a student club -3.51 149 -0.15 0.022 -2.36*
Perceived stress 0.17  0.15 0.09 0.001 1.13
Self-esteem -0.31  0.12 -0.18 0.024 -2.47*

Judgmental ability based on objective info 0.02  0.21 0.008 0.000 0.11
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Table 4.27. (continued)

Self-controlled persistence of activity

Self-adjustment in human relations
Step 4

Gender

Average mid-term scores

Student club membership

Perceived stress

Self-esteem

Judgmental ability based on objective info

Self-controlled persistence of activity

Self-adjustment in human relations

Cultural distance

-0.15
-1.09

1.05
0.02
-3.50
0.17
-0.30
0.01
-0.17
-1.09
0.11

0.18
0.18

1.52
0.08
1.48
0.15
0.12
0.21
0.18
0.18
0.08

-0.07
-0.42

0.05
0.02
-0.15
0.08
-0.17
0.003
-0.07
-0.42
0.08

0.003
0.138

0.002
0.000
0.022
0.004
0.023
0.000
0.003
0.139
0.007

-0.83
-5.96%*
S562%* 316 .007

0.69
-0.26
-2.35%
1.07
-2.45%
0.04
-0.91
-5.99%*
1.30

1.74

Note. ** p< .01, * p<.05 R,;;= -.003 for Model 1, R’,4;=.002 for Model 2, R’,;= .278 for Model 3, R*,;;= .281 for Model 4



4.3.3.3. Prediction of Academic Adjustment

The third hierarchical regression analysis was conducted to examine the extent
predictor variables of gender, academic achievement, student club membership,
perceived stress, self-esteem, college adjustment self efficacy and cultural
distance predicted academic adjustment. As can be seen in the results shown in
table 4.28 correlation coefficient between gender and academic adjustment
score was .09 and Step 1 did not predict academic adjustment scores,
F(1,184) = 1.65, p = .20, R* = .009, R’,;; = .004. Thus, gender was not a

predictor of academic adjustment of university students.

In Step 2, multiple correlation coefficient between the linear combination of the
second set of predictors (academic achievement scores and student club
membership) and academic adjustment scores increased to .37. The predictive
value of the model increased significantly when these variables were added to
the model (R® = .140, R’.4 = .126, AR’ = .131, F(3,182) = 9.85, p <.001)
explaining 14 % of the total variance. Specifically, academic achievement score
was a significant predictor with a significant regression weight (¢ (182) = -5.25,
p<.001) whereas student club membership was not a predictor of academic
adjustment (¢ (182) = .54, p >.05). In this model, academic achievement
uniquely explained 13% (s7” =0.130) of variance in academic adjustment. Thus,
academic achievement appeared as the significant predictor of academic

adjustment in step 2.

In Step 3, when 5 predictors (perceived stress, self-esteem, judgmental ability
based on objective information, self-controlled persistence of activity, self-
adjustment in human relations ) were entered into the equation, multiple
correlation coefficient between the linear combination of the 5 predictors and
academic adjustment scores increased to .58. The predictive value of the model
increased significantly, (R* = .340, R’,4;= 310, AR’ = .200, F(8,177) = 11.40, p

< .001) explaining 34 % of the total variance. Specifically, perceived stress (¢
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(177) = 4.06, p<.001), academic achievement scores (¢ (177) = -3.84, p<.001),
and self-controlled persistence of activity (¢ (177) = -3.09, p < .05) were found
to have significant regression weights. On the other hand, judgmental ability
based on objective information (¢ (177) = 1.21, p >.05), self-adjustment in
human relations (z (177) = -.91, p >.05), and self-esteem (¢ (177) = -.49, p >.05)
did not have any significant contribution to the prediction equation. Beta values
indicate that academic achievement, self-esteem, self-controlled persistence of
activity, and self-adjustment in human relations were negatively related to
academic adjustment scores whereas gender, student club membership,
perceived stress, and judgmental ability based on objective information were
positively related to academic adjustment scores. In this model, contribution of
each predictor was examined by semi partial correlation coefficients (s+” . For
this model, perceived stress 6.2% ( sr’ =0.062), academic achievement 5.5 % (
s°=0.055), and self-controlled persistence of activity uniquely explained 3.6 %
( s7” =0.036) of variance in academic adjustment scores. Over all the model
explained % 34 of total variance in academic adjustment scores. Thus,
perceived stress and academic achievement were found to be the stronger
predictors of college adjustment than self-controlled persistence of activity at

step 3.

Finally, the inclusion of the cultural distance variable into the regression
equation in Step 4, did not significantly increase the predictive value of the
model (R’ = .343, R?,;;= .309, AR’ = .003, F(9,176) = 10.20, p =.40). In other
words, cultural distance scores appeared to offer no additional predictive power

beyond that contributed by the predictors in Step 3.

In sum, these findings indicated that students who had lower perceived stress
scores, and higher academic achievement and self-controlled persistence of
activity scores had lower scores on academic adjustment, which implies higher

academic adjustment.
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Table 4.28.

Hierarchical Regression Analysis Summary of Variables Predicting Academic Adjustment

B SEB f sr t R R° AR AF
Step 1 .094 .009 .009 1.65
Gender 0.80 0.62 0.09 0.009 1.29
Step 2 374**% 140 131 13.83**
Gender 043 059 0.05 0.003 0.72
Academic achievement -0.16 0.03 -036 0.130 -5.25%%*
Student club membership 0.32 1.59  0.04 0.001 0.54
Step 3 S583**% 340 200  10.74**
Gender 1.01 0.54 0.12 0.013 1.88
Average mid-term scores -0.12  0.03 -0.25 0.055 -3.84%**
Membership of a student club 0.05 0.52 0.006 0.000 0.09
Perceived stress 0.21 0.05 0.30 0.062 4.06**
Self-esteem -0.02 0.04 -0.03 0.001 -0.49
Judgmental ability based on objective info 0.09  0.08  0.09 0.005 1.21
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Table 4.28. (continued)

Self-controlled persistence of activity -0.20 0.06 -0.24 0.036 -3.09**
Self-adjustment in human relations -0.06 0.06 -0.06 0.003 -0.91
Step 4 S585**% 343 .003
Gender 099 054 0.12 0.013 1.83
Average mid-term scores -0.11 0.03 -0.24 0.053 -3.79*%*
Student club membership 0.05 0.52 0.006 0.000 0.10
Perceived stress 0.21 0.05 0.30 0.060  3.95%%*
Self-esteem -0.02 0.04 -0.03 0.001 -0.44
Judgmental ability based on objective info  0.09  0.08  0.09 0.005 1.14
Self-controlled persistence of activity -0.20 0.06 -0.25 0.036 -3.14%*
Self-adjustment in human relations -0.60 0.06 -0.06 0.003 -0.94
Cultural distance 0.03 0.03  0.05 0.003 0.85

1.05

Note. ** p < 001, * p <.05 R*,;;= .004 for Model 1, R’,;=.126 for Model 2, R’,;;= .310 for Model 3, R,;;= .309 for Model 4



4.3.4. Summary of the Results of the Study II

Three hierarchical regression analyses were conducted to examine the extent
gender, academic achievement, student club membership, perceived stress, self-
esteem, 3 dimensions of college adjustment self-efficacy (i.e., judgmental
ability based on objective information, self-controlled persistence of activity,
self-adjustment in human relations) and cultural distance predicted total college
adjustment, social, and academic adjustment levels of first year English
Preparatory School students. Results revealed that self-adjustment in human
relations, perceived stress, and student club membership and self-esteem were
predictors of overall college adjustment and social adjustment. Perceived stress
was a predictor of overall adjustment and academic adjustment. Academic
achievement and self-controlled persistence of activity were predictors of
academic adjustment. On the other hand other predictor variables such as
gender, judgmental ability based on objective information, and cultural distance

did not contribute significantly to the any of the three regression models.
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CHAPTER V

DISCUSSION

This chapter included three sections. The first section captures the discussion of
quantitative and qualitative findings of Study I. Second section presents the
discussion of results of Study II. Finally, the third section involves implications

and recommendations for research and practice.

5.1. Discussion of Study I Results

5.1.1. Discussion of the Quantitative Results

For the purpose of examining differences between adjustment to college,
perceived stress, self-esteem, college adjustment self-efficacy, and cultural
distance scores of the participants as a function of time, 5 separate Freidman
tests were conducted. The results of the Friedman tests indicated that there were
no significant differences in total college adjustment, social and academic
adjustment, perceived stress, self-esteem, two subdimensions of College
Adjustment Self-efficacy Scale, namely, judgmental ability based on objective
information and self-adjustment in human relations scores of the participants
among three assessments. On the other hand, there were significant differences
in self-controlled persistence of activity dimension of College Adjustment Self-
Efficacy and cultural distance scores of the participants over time. More
specifically, it was found that students’ self-controlled persistence of activity
scores increased significantly from 3 to 6 months, and students’ cultural

distance scores increased from 3 to 9 months.
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Although more limited in number in comparison to cross-sectional studies,
longitudinal studies in college adjustment literature (e.g., Becker, 2008;
Bettencourt et al., 1999; Clark, 2005; Friedlander et al., 2007) tried to
illuminate whether changes in factors influencing college adjustment also led to
changes in college adjustment level of the students. Some of the longitudinal
studies found that at the beginning of the transition process (first few months at
university) students experience the greatest difficulty (e.g., Baker, McNeil, &
Siryk, 1985; McClure, 2007).

Baker et al. 1985, assessing the differences between freshmen students’
expectations before starting to college (in summer) and perceptions of the
college environment in the 8" week of the first semester and 5™ week of the
second semester through use of college adjustment scale and adapted version of
the scale on expectations, found that the decline in levels of adjustment on the
full scale, the academic and social adjustment scales occurred by the time of the
first semester testing and reductions in adjustment levels continued into the
second semester on the social adjustment and institutional attachment scales.
However, researchers indicated that no significant changes occurred on
personal / emotional subscale over time. The authors also revealed that
direction for anticipated to actual adjustment showed that myth was not
experienced by all freshmen since there were participants either showing no

change or actual increase in adjustment scales.

McClure (2007), exploring Chinese International graduate students’ cross-
cultural adjustment in Singapore over a 5-month period from within 6 to 12
months of their arrival through two interviews, also indicated that adjustment
for students were most difficult in the first 6 to 12 months of entry into the new
academic and cultural environment, mostly due to the influence of previous

educational and cultural experiences on expectations of the new environment.

Thus, based on literature, in the present study it is expected that college

adjustment levels of the participants would change over time. However, this
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expectation was not met. Although the finding that there were no significant
differences in total college adjustment, social and academic adjustment levels of
the participants was not in line with the study of Baker et al. (1985) and
McClure (2007), it was supported by the findings of Becker (2008) which
indicated no significant differences in overall college adjustment levels of 211
first-year freshmen in the middle and at the end of the first semester.
Friedlander et al. (2007), in their longitudinal study with 115 freshmen, also
found very little change in overall and 4 facets of college adjustment (i.e.,
academic, social, personal-emotional adjustment, and institutional attachment)
scores of students between two time points (10 week difference). Bettencourt et
al. (1997) in their longitudinal study with 142 first-year university students also
found slight differences in social and academic adjustment levels of students
between measurements taken within first 45 days and within last 45 days of the

academic year.

The finding that the total college adjustment, social, and academic adjustment
scores of the participants do not change in time might be explained with the
disillusionment experienced by the students during the academic year. That is,
students’ unrealized (not fulfilled) pre-college expectations about college life
might have prevented (obscured) a potential increase in level of students’
college adjustment. Baker and Schultz (1992) indicated that the average total
scores for the scales of Student Adjustment to College Questionnaire tended to
show a downward trend over time, especially in the 1% year. This downward
trend over time did not mean students become less adjusted over time, but that a
notable number of students experienced disillusionment during the academic
year due to their continuing disappointment with violation of their expectations
before entering college (as cited in Bettencourt et al., 1997). The findings of the
qualitative phase of the study in which participants starting from the first
trimester reported higher levels of adjustment life on campus in Cyprus
consistently is also in line with the quantitative findings of no change in college
adjustment in three assessments. Another explanation to this finding might be

the volunteered nature of participation in the present study. It might be that
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students who volunteered to take part in the study was better adjusted or the
ones who had more potential in adjusting to college in comparison to students

who did not volunteer.

Finding that no significant differences emerged in self-esteem and perceived
stress level of participants among three assessments supports some of the
previous research findings (Bettencourt et al., 1997; Friedlander et al., 2007)
and contradict with other research findings (Wintre & Yaffe, 2000). This
findings is also parallel to the qualitative findings of the study which indicated
that starting from first trimester participants’ in all three interviews consistently
reported personal changes mainly being self-sufficient, having social skills and

self-esteem that helped them to adjust to college.

Similar to the findings of the present study, Bettencourt et al. (1997) indicated
no significant differences between self-esteem scores of the students assessed
within first 45 days and last 45 days of academic year. Friedlander et al. (2007)
also indicated very little changes in students’ levels of self-esteem and
perceived stress between two time points. However, Wintre and Yaffe (2000) in
a study with 408 first-year university students, encountered significant increases
in both perceived stress and self-esteem scores of the students between two
assessments taken in the first week of fall semester and March in spring

semester.

Trzesniewski, Donnellan and Robins (2003) examining the rank-order stability
of self-esteem from age 6 to 83 in two separate studies, one a meta-analysis of
50 published articles and one analyzing data from 4 large national studies,
found that self-esteem stability was low during childhood, increased throughout
adolescence and young adulthood, and declined during midlife and old age.
Trzesniewski et al. explained high stability of self-esteem during early
adulthood with reduction of maturational changes, increase in individual control
over environment. Thus, lack of significant changes in level of self-esteem of

the participants in the present study might be explained with stability of self-
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esteem during this age period which corresponds to beginning of young

adulthood

In the present study no significant differences in two dimensions of College
Adjustment Self-efficacy Scale, namely, judgmental ability based on objective
information and self-adjustment in human relations were found among three
assessments. This finding partially supported the results of another study which
demonstrated no significant change in self-efficacy scores of students assessed
at the beginning and at the end of the academic year (Ramos-Sanchez &
Nichols, 2007). Ramos-Sanchez and Nichols in a study with 192 freshmen
using a self-efficacy inventory pertaining to academic experience of students
and addressing issues related to course work, faculty and classroom
interactions, found no significant differences in self-efficacy scores of the
students between two assessments. The finding of this study that indicated no
significant changes in self-adjustment in human relations scores of participants
over time is also supported by the qualitative part of the study that revealed
improvement in social skills and / or relationships of several participants
consistently in all trimesters. This finding can be explained by primary
importance freshmen paid to forming friendships and social groups (Conway,
2008; Dextras, 1993) and improvement in their social skills as well as quality

and quantity of relationships right from the beginning of the academic year.

Although no significant differences were encountered in two dimensions of
College Adjustment Self-Efficacy Scale over time, it was found that self-
controlled persistence of activity scores of the participants increased
significantly from 3 to 6 months. This finding is congruent with the findings of
qualitative part of the study which portrayed that being self-sufficient (i.e.,
taking their own responsibility, taking care of chores such as budget control,
doing assignments) and personal growth were the most frequently and
consistently reported perceived positive personal changes for all trimesters by
the participants. Present finding also supports findings of previous longitudinal

qualitative studies. Dextras (1993) for example, investigating academic and
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social changes during the 1% year of college of 28 freshmen reported that as
students became more comfortable in their new environment and with leaving
home they became more assertive, focused and articulate. Author concluded
that students started to observe individual changes as the first semester
progressed but they reflected more clearly on their experiences and changes
during the last two interviews which were conducted in the second semester.
Lokitz and Sprandel (1976) in their study with college freshmen also found that
students viewed themselves to be more adult and independent as a result of first
year experience. Keup (2007) in a longitudinal qualitative study explored pre-
college expectations (as assessed in the spring term of students’ senior year of
high school) of 9 students and their possible effects on college adjustment
during the first year of college (as assessed by two subsequent interviews at the
end of the first and second semester). Results indicated that during their first
year at university some of the expectations such as gaining independence with
accompanying responsibility, self-discovery and exploration were fulfilled.
However, this finding was inconsistent with the findings of Ramos-Sanchez and
Nichols (2007) which demonstrated no significant change in self-efficacy

scores of students assessed at the beginning and at the end of the academic year.

The none significant differences in college adjustment, perceived stress, self-
esteem, judgmental ability based on objective information and self-adjustment
in human relations scores of the participants might be explained due to not
knowing the level of these variables before students were exposed to college
impact. In other words, first assessments were taken after 3 months into the first
semester which might have prevented to observe changes occurred during the
first three months. The qualitative findings demonstrated that students started to
observe personal changes right from the first trimester. Dextras (1993) also
indicated that students started to observe individual changes as the first

semester progressed.

The insignificant differences in these variables might also be explained with the

positive effect of the interviews on participants. Baker and Siryk (1986) in an
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exploratory intervention with college adjustment scale found that only one
interview in which students’ adjustment difficulties were asked and designed
primarily information-giving rather than remedial was associated with

significantly higher scores on the college adjustment scale.

Results of the study indicated an increase in cultural distance scores of the
participants from 3 to 9 months. This finding might be explained with limited
opportunities of the participants in getting to know the Turkish Cypriot culture
due to rare contact with the host culture. That is, limited contacts with the host
society due to majority of first-year students staying on campus, location of
campus, self-sufficient campus environment, and low number of Turkish
Cypriots studying at the university may have prolonged participants’
observation of the cultural differences. As students adjust to university, campus
life and have a social network to go out with they might have started to get out
of campus and get to know the Turkish Cypriot culture and hence start to

realize the differences between the two cultures more.

5.1.2. Discussion of the Qualitative Results

To explore college adjustment process of the participants 3 interviews were
conducted. In the interviews, students’ predeparture information and
expectations about the university, challenges faced, their coping strategies and
support resources, personal changes observed in themselves during their first
year in college, challenges faced by students, future education and career plans,
and finally their suggestions to ease the adaptation process of the students in

their first year at the university were sought.

Results revealed that students were affected by three factors in making their
decision to come to the university. These factors were benefiting from the
advantages of being a student and a graduate of such a reputable university, and
being guided by their family. The finding that factors of benefiting from the

advantages of a prestigious university and being guided by their family affected
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participants’ decision to study at the university was is in line with the findings
of another qualitative study which examined White, Black, and Hispanic
students’ transition to a community college. Weismann et al. (1998) in their
longitudinal study with 28 students found that college’s excellent reputation and
family members were two influential factors affecting students’ decision to

enroll in college.

As findings revealed during predeparture students obtained information about
university from people (e.g., friends, teachers, university personnel) who had
some knowledge about the university and via websites. Students reported the
quality of information to be either correct or insufficient and / or misleading.
Prior to coming to university students had either positive (e.g., excitement,
happiness) or negative (e.g., fear, sadness) feelings and had either high or low
expectations about the quality of education and quality of life in campus and
Cyprus. Roe (2000) in exploring pre-college expectations, success definitions,
experiences, and strategies of 8 freshmen also found that most of the students
entered college with a range of expectations which some of them were fulfilled
while others were not. Roe observed that students held high academic
expectations which were often thwarted (e.g., being able to learn course
material adequately in class, professors being accessible to students inside and
outside of class) and low social expectations which were exceeded initially
(e.g., quality of their peers being higher than expected, social integration being
easier than expected). Another qualitative study which explored precollege
expectations and their possible effects of college adjustment during the first
year of college indicated that participants’ precollege expectations pertained to
academic life (e.g., choosing their coursework for the purpose of developing
their individual interests, not having to spend time in classes that they don’t
enjoy), engagement in nonacademic activities (partying, student organizations),
interpersonal relationships (e.g., changes in the state of one’s relationships with
family and high school friends, establishment of new interpersonal
relationships), and personal development and growth (e.g., gaining

independence in personal choice and social relationships, learning to act on
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ones behalf) (Keup, 2007). Keup concluded that despite some unmet
expectations and challenging experiences all of the students felt well adjusted to
college on the overall. Keup’s conclusion is in line with the present study which
demonstrated that most of the students’ felt well-adapted to college life in

Cyprus in spite of their unmet expectations.

Present study indicated that the first 10 days after arrival students’ experienced
difficulties were loneliness and homesickness, and cultural and environmental
differences (e.g., traffic flow, differences in accent and speed of speech).
Challenges experienced by students during the first trimester included academic
problems (e.g., course difficulty, decrease in performance), inadequate social
life, homesickness, friendsickness, and loneliness. Academic problems
continued to be the most frequently reported difficulty experienced by the
students in the second and third trimester. These findings support the results of
several previous research in which common challenges were reported by
freshmen (Dextras, 1993; Lokitz & Sprandel, 1976; Pascale, 2006; Poyrazli &
Grahame, 2007; Roe, 2000). For instance, in a longitudinal study Lokitz and
Sprandel (1976) found that students experienced loneliness, homesickness and
needed to make new friends hoping to find the security previously felt within
their friendships at high school, had difficulty to manage their time effectively
and to find a balance between academic and social life, concerns with their
academic performance, and thoughts of transferring to another university as a
way of coping with extreme academic and social pressures. Researchers also
indicated that in comparing two challenges experienced at two semesters, more
students reported to feel homesick and be concerned about their academic
performance in the first semester whereas students became more concerned
about their social life in the second semester. This was finding partially true for
the present study. That 1is, participants experienced homesickness,
friendsickness, and loneliness more in the first semester in comparison to the
second semester, however, academic problems and concerns about social life
(i.e., inadequate social life, interpersonal problems) were reported as challenges

both in the first and second semester. The findings of the present study
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concerning students becoming more concerned about their social life in the
second semester might be explained by the findings of another study which
investigated the cultural differences between American and Turkish freshmen
regarding contact behavior. The study of Kaya and Weber (2003) demonstrated
that Turkish students paid more importance to developing a social network than
their American counterparts and that they used more proactive behaviors such
as visiting other’s rooms or going to places where they can be with their friends
to develop that social network. Thus, it might be that participants paid equal
importance to their academic and social life and hence had concerns related
with both aspects of their life starting from the first semester. The different
finding regarding participants’ continuance of academic concerns in the second
semester might be explained with the upcoming proficiency exam at the end of
the second semester which is a big common concern of almost all students

studying at preparatory school.

In college adjustment literature parents (Guiffrida, 2005; Katz, 2008) and
friends (Dextras, 1993; Roe, 2000) were indicated to be among the most
important sources of support for freshmen. These findings were supported by
the present study in which parents were reported to be the prime source of
support during the first 10 days at university whereas friends were the most
consistently reported source of support in all trimesters. Buote et al. (2007) in a
study examining the relationship between new friendships and university
adjustment also underlined the adaptive role of quality friendships on college
adjustment and added that friends fulfilled several key functions in the
adaptation process of students. The ways in which friendship aided in
adjustment were (a) providing a sense of belonging, (b) giving emotional
support and tangible assistance, (c¢) giving advice and providing guidance, (d)
assisting students in expending their social network, (e) providing fun and
enjoyment and thus helping reduce the stress experienced, and (f) normalization

of the experienced common difficulties and related feelings through sharing.
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With regard to participants’ strategies to deal with challenges, it is observed
that several participants used active coping including positive and/or
constructive thinking and figuring out solutions to one’s problems in dealing
with social, personal, and academic issues. This finding supported the findings
of previous studies which demonstrated use of active coping strategies such as
self-determination, taking collegial support in one’ studies, commitment of long
hours to study (McClure, 2007), and development of a social network involving
students from one’s home country, international students from other countries
or host nationals (Pascale, 2006). Study of Dextras (1993) revealed somewhat
different findings. Dextras, examining first-year experiences of students
indicated that students’ coping styles differed from one another; some students
employed active coping strategies such as developing new relationships,
focusing on their studies, entering college life by taking part in activities and
programs whereas others used avoidant coping style such as escaping from
college to home most weekends and continuing to socialize with old friends or

waiting for others invitations to socialize, or not studying.

Among the participants’ most frequently reported observed personal changes
were being self-sufficient, improvement in social skills and/or relationships and
increase in level of adaptation. Being self-sufficient included learning to take
one’s own responsibility, taking care of chores by themselves, and maturing
personally. This finding was in line with previous research which indicated
observed personal changes during the first-year of college as becoming more
assertive, focused, and articulate (Dextras, 1993), being and being perceived
more adult (Lokitz & Sprandel, 1976), and gaining independence with

accompanying responsibility and increase in adaptation level (Keup, 2007).

Students’ leisure time activities during their first-year included sleeping,
watching television, spending time in some other students’ rooms, lounging and
communicating with peers (Dextras, 1993). In the present study, most
frequently and consistently reported leisure time activity was spending time

with friends. In that sense present finding supports the findings of Dextras.
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Involvement in sports activities and going out of campus were the two other

most frequently reported leisure activity for the second trimester.

Having a social network on campus was reported consistently to be a facilitator
in the adaptation process of the participants. This finding is line with the
findings of several previous research. In the literature, perceived social support
from friends was indicated to be a positive predictor of overall college
adjustment (Rood, 2008), social adjustment (Katz, 2008), and academic success
(Strage, 2000). Becker (2008) in her longitudinal study investigating the
predictive role of social support and personality variables on college
adjustment, found that satisfaction with one’s social network which was an
indicator of satisfaction with perceived support predicted college adjustment
positively. Study of Conway (2008) also indicated social connectedness to be a
facilitator in social adjustment of freshmen. Knapp-Williams (1991), in an adult
sample of first-year students also found that degree of support from family and
close friends as well as caring attitude of support from faculty and staff were

positive influential factors in the adaptation process.

In the present study previous experiences (e.g., experience of living away from
family, coming from a similar place of living) as also noted to be a frequently
reported facilitative factor in the first trimester. Dextras (1993) also observed
that previous experience of having traveled more and having moved around
made students more used to change and hence facilitated their adjustment to

college.

Qualitative findings of the study showed that, personal characteristics such as
personal skills (e.g., time management, adaptation to a new environment,
entertaining oneself), social skills (e.g., communication skills, assertiveness),
and personality characteristics (e.g., hardiness, being determined, patient,
extravert, not shy) were perceived as facilitative factors in the adaptation
process of participants. This finding supported the previous research findings

which demonstrated balancing one’s priorities in three facets (i.e., academics,
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friendships, co-curricular activities) (Conway, 2008); goal focus, degree of
commitment, degree of self-confidence, self-discipline, sense of being in
control, time management / study skills (Knapp-Williams, 1991) as facilitative

factors in the adaptation process of first-year of university students.

Regarding participants’ future plans, it is seen that participants future plans
pertained to educational and professional life such as succeeding at college,
pursuing career related goals, and transferring to another university. In the same
vein, with the findings of present study, Spade and Reese (1991), in exploring
future plans of a total of 320 female and male undergraduates found that both
female and male students planned to have a specific career. Regarding
participants’ plans of transferring to another university, Lokitz and Sprandel
(1976) also found that students had thoughts of transferring to another
university as a way of coping with extreme academic and social pressures. This
might also be one of the reasons why participants of the present study had
thoughts of transferring to another university. Rickinson (1995) also portrayed
that students’ thoughts of dropping-out might be associated with adjustment
difficulties. Researcher in interviewing students who are in the high risk group
of dropping-out explored that these students shared some commonalities; (a)
being unable to engage with their new environment, (b) perceiving the
university environment as threatening, (c) lacking confidence in their ability to
cope new personal and academic demands, (d) being in between leaving the
university or staying, (e) their coping mechanism of seeking appropriate help

being undermined by their level of anxiety and distress.

5.2. Discussion of Study II Results

The purpose of study was to examine the extent gender, academic achievement,
student club membership, perceived stress, self-esteem, 3 dimensions of college
adjustment self-efficacy (i.e., judgmental ability based on objective
information, self-controlled persistence of activity, self-adjustment in human

relations) and cultural distance predicted total college adjustment, social, and
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academic adjustment levels of first year English Preparatory School students.
The results of the first hierarchical regression analysis demonstrated that
combination of all 5 predictors in three steps explained 34 % of variance in total
college adjustment scores. However, taken individually results indicated that
among all variables only self-adjustment in human relations, self-esteem,
perceived stress, and student club membership significantly predicted overall
college adjustment. In other words, it was found that students who scored
higher on self-adjustment in human relations, and self-esteem scale, lower on
perceived stress and who were members of a student club were better adjusted

to university.

The results of the second hierarchical regression analysis indicated that
combination of 5 predictors in three steps explained 31 % of variance in social
adjustment scores of participants. However, taken individually results indicated
that among all variables only self-adjustment in human relations, self-esteem,
and student club membership predicted social adjustment. More specifically, it
was found that students who scored higher on self-adjustment in human
relations and self-esteem scale and who were members of a student club were

better adjusted to university socially.

The results of the third hierarchical regression analysis indicated that
combination of 5 predictors and academic achievement in three steps explained
34 % of variance in academic adjustment scores of the participants. However,
taken individually results indicated that among all variables only perceived
stress, academic achievement scores, and self-controlled persistence of activity
predicted academic adjustment. More specifically, it was found that students
who had lower perceived stress scores and higher academic achievement and

self-controlled persistence of activity scores were better adjusted academically.

In conclusion, self-adjustment in human relations, perceived stress, and student
club membership and self-esteem were predictors of overall college adjustment

and social adjustment. Perceived stress was a predictor of overall adjustment

161



and academic adjustment. Academic achievement and self-controlled
persistence of activity were predictors of academic adjustment. On the other
hand other predictor variables such as gender, judgmental ability based on
objective information, and cultural distance did not contribute significantly to

the any of the three regression models.

Results of this study revealed that self adjustment in human relations
subdimension of college adjustment self-efficacy (i.e., the degree of confidence
in one’s interpersonal skills such as expressing oneself and adapting oneself to
new social environments) was a strong predictor of overall college adjustment
and social adjustment. The strong positive relationship between general self-
efficacy (Marder, 2009), self-efficacy specific to conducting interpersonal
relations (Rooijen, 1986) and overall college adjustment was reported by
researchers. Rooijen (1986), in his study with 536 university students found that
adaptation to university was positively associated with feeling at ease in
establishing interpersonal relations. In other words, the findings of the study
revealed that students who were well-adapted to university reported to have
higher ability in making new contacts with people. Finding that self-adjustment
in human relations was the strongest predictor of social adjustment was
supportive of previous research findings. Myers (2004), in a longitudinal study
with 274 freshmen, found that social efficacy assessed prior to arrival on
campus positively predicted social functioning. Torres and Solberg (2001), in a
study with 179 college students also indicated that college self-efficacy
pertaining to college related academic and social tasks was strongly and
positively correlated with social integration (i.e., connection to faculty and
students). Noting the adaptive role of new friendships on college adjustment
Buote et al. (2007) found that quality of new friendships was a significant
positive predictor of overall university adjustment and four dimensions of
college adjustment. Other research findings also pointed at the primary
importance freshmen paid to forming friendships and social groups (Conway,
2008; Dextras, 1993). Students’ higher degree of confidence in their

interpersonal skills and importance they gave to forming new relationships
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might have motivated them to establish friendships which in return might have
enhanced their attachment to university (Campbell, 2002) and their college

adjustment.

Consistent with the findings of several studies in literature (e.g., Becker, 2008;
Protinsky & Gilkey, 1996; Toew & Yazedjian, 2007), self-esteem was found to
be another significant positive predictor of college adjustment. Results of the
present study indicating self-esteem to be a positive predictor of social
adjustment also supported findings of previous research. A study conducted
with 88 female freshmen demonstrated that self-esteem was a positive predictor
of social adjustment (Mooney et al., 1991). Bettencourt et al. (1999), in a study
conducted with 142 first-year university students, found that both personal and
collective self-esteem were positively correlated with social adjustment at two
time points (i.e., in the beginning of the first term, at the end of the second

term).

Results of the present study also indicated perceived stress to be a negative
predictor of overall college adjustment and academic adjustment. The negative
relationship between perceived stress and college adjustment was also indicated
by previous studies (Kerr et al., 2004; Wintre & Yaffe, 2000). Kerr et al.
(2004), in a study with 56 freshmen, found that perceived stress was negatively
associated with overall college adjustment. Also in a longitudinal study
conducted with 408 first-year students perceived stress assessed in the
beginning of fall semester was found to be a significant negative predictor of

college adjustment (Wintre & Yaffe, 2000).

Finding that perceived stress was a strong negative predictor of academic
adjustment was also in line with previous research (Friedlander et al., 2007)
which pointed at the negative association of perceived stress and academic
adjustment. Friedlander et al., in a longitudinal study with 115 first-year
students, found that changes in perceived stress scores was major predictor of

changes in adjustment level of students. More specifically, researchers indicated
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that students who experienced decreases in their stress levels across the 10
week-period showed improvements in academic as well as in all facets of

adjustment.

In the present study, student club membership emerged to be another significant
positive predictor of overall college adjustment as well as social adjustment.
Beneficial effects of extracurricular involvement on students’ college
adjustment were demonstrated also in previous research (Bettencourt et al.,
1999; Bohnert et al., 2007; Weissman et al., 1998). Bettencourt et al. (1999), in
their study with 142 first-year students, encountered that number of
extracurricular activities involved was positively associated with both academic
and social adjustment level of students. Weissman et al. (1998) in a qualitative
study with freshmen also indicated that students reported that taking part in
activities outside of the classroom provided them with an opportunity to meet
old and new friends which in turn helped them feel more involved. Bohnert et
al. (2007) in their study with 85 adolescents examined whether participation in
organized activities across transition to college predicted two indices of social
adaptation, development of high-quality friendships, and loneliness and social
dissatisfaction. Researchers found that intensity of activity involvement during
the first year positively predicted friendship quality in students who had
experienced high levels of loneliness and social dissatisfaction prior to college
entrance. Intensity of activity was also indicated to be strongly and negatively
associated with loneliness and social dissatisfaction in students who had low

quality relationships before entering to college.

The present study also demonstrated that academic achievement was a
significant positive predictor of academic adjustment. This finding was in line
with some of the previous research results which indicated a positive
association between academic achievement and academic adjustment
(Bettencourt et al., 1999). Hurtado et al. (2007), investigating the key factors
impacting college adjustment as indicated by two outcomes based on factor-

derived scales, success in managing the academic environment (i.e.,
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understanding professor expectations, developing effective study skills,
adjusting to academic demands, managing time) and sense of belonging in a
sample of 5049 students, found that college GPA strongly predicted students’
academic adjustment as indicated by students’ success in managing the
academic environment. However, findings of the present study did not support
findings of another study which indicated no significant relationships between

academic achievement and academic adjustment (Thompson & Fretz, 1991).

In the present study, self-controlled persistence of activity also emerged as a
significant positive predictor of academic adjustment. This finding was also an
expected one since students who have inner control on their behavior may
balance academic and social life and fulfill academic demands of college life
which in turn contribute to their higher level of academic adjustment (Njus &
Brockway, 1999). Self-controlled persistence of activity dimension of CASES
includes items which reflect one’s confidence in fulfilling tasks pertaining to
academic life (e.g., “I can finish a work even it is difficult for me”, “I can put
effort in succeeding™). Thus, present finding supported the findings of previous
research which pointed at the predictive role of academic self-efficacy on

academic adjustment (Ramos-Sanchez & Nichols, 2007; Zychowski, 2007).

The findings of the study indicated that gender, judgmental ability based on
objective information, and cultural distance did not predict total college
adjustment, social or academic adjustment level of the participants. The finding
that gender was not a predictor of overall and two facets of college adjustment
was in line with some of the previous research findings which indicated no
significant gender differences on college adjustment level of students (Fisher &
Hood, 1988; Leong & Bonz, 1997) and contradictory with other research
findings that demonstrated significant gender differences on college adjustment

level of students (Enochs & Roland, 2006; Wintre & Yaffe, 2000).

In the present study judgmental ability based on objective information (i.e.,

subdimension of College Adjustment Self Efficacy representing students’ self-
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confidence in fulfilling judgmental skills such as rational thinking and skill of
observation) was not found to be a predictor of overall college adjustment or
facets of college adjustment. Multon et al. (1991), in their large meta analysis of
studies investigating self-efficacy in relation to academic performance and
persistence indicated that strongest associations were found in studies where
self-efficacy measures corresponded most closely with performance criteria.
This might be the explanation of not finding any significant relations between
judgmental ability based on objective information and college adjustment since
this dimension of College Adjustment Self Efficacy, in comparison to other two
dimensions pertains to more general tasks rather than tasks specific to college

life.

Cultural distance was also not found to be a predictor of overall and two facets
of college adjustment of participants. This somewhat unexpected finding might
be interpreted with three explanations. First, students studying at the university
have limited contacts with the host society due to majority of first-year students
staying on campus, location of campus, self-sufficient campus environment,
and low number of Turkish Cypriots studying at the university. Thus, cultural
distance might have not affected their level of college adjustment. Second, how
students respond to acculturative experiences is influenced not only by
perceived cultural distance but also by several other individual or group level
factors conjointly (Berry, 2006). Thus, other factors such as social support,
effective coping strategies, and positive societal attitudes might have protected
them against possible adverse effects of perceived cultural distance on college
adjustment. Third, it might be that participants of the present study did not
perceive much cultural differences between Norhtern Cyprus and Turkish

culture as also indicated by the qualitative findings of the present study.

In conclusion, quantitative results of the Study I revealed that there were no
significant differences in total college adjustment, social and academic
adjustment, perceived stress, self-esteem, two subdimensions of College

Adjustment Self-efficacy Scale, namely, judgmental ability based on objective
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information and self-adjustment in human relations scores of the participants
among three assessments. However, results of the Study II demonstrated that
the same variables (i.e., perceived stress, self-esteem, self-adjustment in human
relations) appeared to be significant predictors of overall, social, and /or
academic adjustment levels of the students as assessed at the end of their first-
year. These seemingly inconsistent findings of the Study I and II might again be
explained by the positive impact of the interviews on assessed variables. That
is, participants of the Study I were interviewed three times during their first

year whereas students in the Study II were not.

5.3. Implications and Recommendations for Research and Practice

This section entails two subsections; one pertaining to implications and

recommendations for research and other for practice.

5.3.1. Implications and Recommendations for Research

The findings of the present study offer various implications and suggestions for

future research.

In Study I differences between adjustment to college, perceived stress, self-
esteem, college adjustment self-efficacy, and cultural distance scores of the
participants was examined as a function of time (3 months, 6 months, 9
months). Results of the study indicated change only in self-controlled
persistence of activity and cultural distance scores of the participants over time.
As previously mentioned one of the reasons of insignificant changes in studied
variables might be not examining these variables before students were exposed
to college impact. Thus, future research would better start to examine the
variables under question right from the start of the university to better elucidate

the changes observed during the first-year of university.
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Baker and Siryk (1986) in an exploratory intervention with college adjustment
scale found that only one interview in which students’ adjustment difficulties
were asked and designed primarily information-giving rather than remedial was
associated with significantly higher scores on the college adjustment scale.
Thus, future research might replicate the present study with the inclusion of a
control group in its design and compare the adjustment scores of the
participants to those of control group to assess the impact of interviews on the

adjustment scores of the participants.

Cultural distance did not emerge as a significant predictor of overall adjustment
and two facets of college adjustment in Study II. As previously mentioned this
might be due to the effects of other influential factors in acculturative
experiences of the participants. Future research could also investigate other
individual or group level factors (e.g., social support, coping strategies, and
societal attitudes) which might help to thoroughly explain the effect of

acculturative experiences of students on their college adjustment levels.

In Study II, participating in extracurricular activities was assessed only through
student club membership and the degree of participation was not included
which might have limited thorough assessment of this variable. Bohnert et al.
(2007) underlined the importance of considering multiple indices of activity
participation when examining outcomes as they found breadth and intensity of
involvement were associated with different outcomes. Thus, future research
could gather information on the length, intensity, type of activity, and quality of
involvement in extracurricular activities in assessing role of extracurricular

involvement on college adjustment.

The models in Study II demonstrated the predictive role of several important
variables on college adjustment levels of the students at the end of the first year;
however, these models are by no means exhaustive. Future research might
investigate other potentially important predictors of college adjustment such as

perceived support, coping styles and personality variables. Also conducting

168



longitudinal studies which investigate predictors of college adjustment over
time would be helpful in establishing causal relationships between various
personal and environmental factors and college adjustment. Future research
might also replicate the present study with scales such as Student Adaptation to
College Inventory to see predictive role of variables in other dimensions of

college adjustment.

Present study represents college adjustment experiences of first-year students
who are studying at English Preparatory School in Cyprus. Thus, results of the
study by no means can be generalized to first-year students who are freshmen.
The present study might be replicated with freshmen to explore unique

challenges as well as factors that influence their college adjustment process.

Finally, because of the small number of participants in Study I and unique
characteristics of the institution, future studies of expanded populations of
students and varying types of institutions are necessary to strengthen the
emerging picture of challenges, strategies, and influential factors in the

adaptation process.

5.3.2. Implications and Recommendations for Practice

The experiences of participants included in the study provide insight into how
to structure student support programs. In qualitative phase of Study I, it was
seen that participants’ prior knowledge and expectations based on this
knowledge might have an impact on perceptions and feelings of students as
they come to the university. Thus, it is important that the university provide
upcoming students with relevant information about university life in general
and the university in particular to help students form appropriate expectations
and adequately prepare them to the demands of college life. Since university
website is found to be the most frequent source of information for participants
prior to their sojourn redesigning the website format as clear as possible with

objective and relevant information for newcomers would help students to obtain
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correct and sufficient information and hence form realistic expectations. Also
while selecting the necessary information to put on the website it is specifically
important to include information on cultural and environmental differences such
as traffic flow, cost of living, weather, differences in language like accent and
speed of speech, as these differences were perceived as difficulties experienced
during the first 10 days by several participants. McClure (2007), after
examining cross-cultural experiences of Chinese international graduates,
suggested that sending educational and cultural information to students prior to
their departure would make students’ expectations more realistic and prepare

them in advance for their academic as well as social transition.

Role of family support especially during the first week of the first-semester
seemed to be important in adjustment of the participants. Thus, parents may
benefit from information on the importance of their ongoing role in supporting
and encouraging their children. So including parents in the orientation program
and offering specific suggestions on how to provide support may be needed
(Friedlander et al., 2007). Wintre and Yaffe (2000) also emphasized the
importance of involving parents and educating them about topics concerning

university life and values that may present challenges to their children.

As the first weeks of the academic year passed it is seen that friends took the
role of parents becoming a prime source of support for the participants.
Reliance of the participants on their social networks demonstrates an important
function of college as an institution to provide support. It is seen that most
frequently and consistently reported challenges experienced by the participants
during all trimesters were academic problems, homesickness, friendsickness,
and loneliness. Looking at these challenges experienced by the participants
throughout their first year, it is thought that providing both academic and social
support would help them to develop more effective strategies to deal with these
challenges and hence facilitate the college adjustment process of students.
Programs such as noted by Clark (2005) which are two-semester long

mandatory first-year seminars that include extended orientation seminars,

170



academic seminars with either uniform or variable content across sections,
discipline-linked seminars, and basic study skills seminars could be provided.
These seminars be continued in the second semester to provide a continuing
support and to provide the students with heuristic knowledge when the
knowledge become more personally relevant after experiencing challenges of
the first-term. As suggested by Pancer et al. (2004) ‘transition to university’
(T2U) program aimed at accomplishing following goals; (a) to help students
develop more realistic expectations about university life, (b) to assist them in
developing strategies in dealing with potential difficulties, (c) to share common
problems within a secure group environment, (d) to provide them information
about campus resources, (€) to give them a sense of belonging and support by

being a group member could be organized.

Additionally, as participants in the study indicated friends to be their prime
source of support and students from senior classes to be an important source of
support during their first and second trimester at university, establishing peer-
mentoring programs and hence involving more experienced and informed upper
class students in the orientation program and / or first-year seminars might have
great value in supporting students in their first-year at university. Further, the
peer relationships that may develop from these initial interactions may help new
students to meet new people and establish a network of friends to whom they

may turn for support when they need it (Keup, 2007).

The qualitative findings of Study I indicated that students also viewed their
instructors to be a source of support. Especially, in English Preparatory School
at the university students spend long class hours with their instructors, thus they
have more contact with students than do the counselors involved in university
counseling services. Therefore, instructors are in a better position in identifying
students with adjustment related problems and make referrals to the university
counseling center (Ramos-Sanchez & Nichols, 2007). Counseling centers’ role
in involving instructors and faculty would be to conduct an active outreach

campaign to educate faculty and staff about mental health problems in college
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population in general and adjustment difficulties in specific and provide them
with information about how to recognize and refer students who need help
(Kitzrow, 2003), about mental health services available to students, hours of
operation, and confidentiality policies (Mowbray et al., 2006). This information
may be shared via educational workshops, printed out brochures, or web sites

(Kitzrow, 2003).

As previously mentioned instructors are in a better position in identifying
students with adjustment related problems due to their frequent contact with
students. However, identifying students with adjustment difficulties, in other
words, students who are at risk might also be done by university counseling
center through designing and administrating questionnaires to all first-year

students and provide them with necessary intervention.

Findings that two facets of College Adjustment Self-Efficacy, self-controlled
persistence of activity predicted academic adjustment and self-adjustment in
human relations predicted both social and overall adjustment level of
participants, demonstrate the importance of increasing self-efficacy levels of
students in academic and social domains. Thus, psychoeducational groups as
suggested by Ramos-Sanchez and Nichols (2007) which aim at increasing self-
efficacy levels of students might help students to develop a better sense of self
which in turn increase their motivation to persist in academic pursuits and to

pursue their college education.

Given the consistent relations between stress and overall and academic
adjustment levels of students suggests efforts to help students manage stress are
warranted. As indicated by Celik-Oriicii (2005) implementation of stress
management programs might help students to deal with stresses associated with

this transitional period.

Finding that student club membership predicted social adjustment level of the

students is an important hint, which demonstrates the capacity of group
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memberships to enhance adjustment, for practitioners seeking to improve
students’ adjustment to college. Bettencourt et al. (1999) suggested that group
memberships that are consistent with students’ social and academic needs and
which provide them with positively valued social identities might have a great
potential to affect student adjustment to college positively. Thus, an
institution’s role in fostering extracurricular involvement would be
forming/shaping success definitions of students in such a way to foster
extracurricular involvement and providing programs, extracurricular clubs, and

organizing activities of high quality for students to participate in.

Findings of Study I revealed an important shared concern of students in the
second and especially in the third trimester; English proficiency nightmare.
Participants of the study reported that proficiency exam constitute a big
challenge for preparatory school students. It is thought that conducting a
support group for candidates of proficiency exam in the second semester would
help students to reduce their level of anxiety and learn effective ways of

preparing for the exam.

In sum, making the transition from high school is a multifaceted and
challenging process and supporting students during this process is a shared
responsibility of administrators, faculty, university counseling centers,

administrative staff, parents, and senior students.

To conclude with several participants of the study stated that they appreciated
being a part of the study and that they felt cared because someone was
interested in them and asked them questions about their experience in college.
One can imagine what a well-designed program responding to their, academic,
social, and personal needs could achieve if 3 interviews could make them feel

that way.
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APPENDIX A

UNIVERSITEYE UYUM OLCEGI

ve} ve)
| w| 5 |E
=] = o o
s |lE8| 2 | =
Asagidaki maddelerin kargisindaki seceneklerden sizin igin en E 5 g2 g ‘g
uygun olanini isaretleyiniz. = 5 S 2| = ‘5
o @ é s
[¢] ) < <
= S )
= =
7. Okuldaki arkadaglarimla iligkilerimden memnun degilim.
9. Ders ¢aligmaya baglarken ¢ok zorlaniyorum.
19. Miimkiin oldugu kadar toplant:1 ve kalabalik eglencelerden uzak
kalmaya caligirim.
20. Sinavlarda basarili olamiyorum.
ADAPTATION TO UNIVERSITY QUESTIONNAIRE
Mark the most suitable option for you . (BD % % g' a
=z 2| = [ &
— - ::
< | = | 7 2

7.1 am not satisfied with relationships with my friends from
university.

9. I have hard times in starting to study..

19. I try to be out of meetings and crowded parties as much as
possible.

20. I cannot be successful at exams.
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APPENDIX B

UNIVERSITEYE UYUMDA KENDINE YETERLILiIK OLCEGI

Asagida bulunan her bir climlede ifade edilen durum igin becerinize olan giiven
derecenizi degerlendirmeniz istenmektedir. Liitfen size uygun olan secenege

carpi isareti koyunuz.

Kendime Kendime
hi¢ cok
gilvenmem gilvenirim
0 0
1) Gerekli oldugunda iyi yargilama yapabilirim. Ol0O !l d| 0|0
7) Olaylara genis bir bakis agisiyla bakabilirim. Ol olol ol o
8) Bir is benim igin zor olsa bile bitirebilirim. [] [] [] [] [
13) Isimi tamamlayincaya kadar azimle devam edebilirim. | [] [] [] [ 0]
17) Bir sey yapmak i¢in bagkalariyla isbirligi yapabilirim. | [ | [] | [ | [] | []
19) Kendimi bir baskasinin yerine koyabilirim. [] [] [] [] [
21) Kendimi bagkalarina agikca ifade edebilirim. ] [] [] [ 0]
COLLEGE ADJUSTMENT SELF-EFFICACY SCALE
I trust
I b
Mark the most suitable option for you . m(ly(;zl; ;:l;sl; myself very
much
0 0
1) I can make good judgements when necessary. O O O 0! 0
7) I can look at events from a broad perspective. [] [] 010! 0
8) I can finish a work even if it is hard for me. [] [] EREE [
13) I can be determined in completing a work. [] [] Ol0l 0O
17) I can work cooperatively with others on something. [] [] Ol0l 0O
19) I can put myself in other’s shoes. [] [] Ol0l 0O
21) I can express myself opently to others. [] [] Ol 01 0
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APPENDIX C

ALGILANAN STRES OLCEGI

Bu 0lcek gecen son ay igindeki duygu ve diisiinceleriniz hakkinda sorular
icermektedir. Sizden her bir soruda, tarif edilen duygu veya diislinceyi ne
kadar siklikla yasadiginizi belirtmeniz istenmektedir. Bazi sorular birbirine
¢cok benzer goziikse de aralarinda birtakim farkliliklar bulunmaktadir bu
ylizden her bir soruya ayri ayri diislinerek yanit vermeniz istenmektedir. Bu
amagcla her soruyu hizli bir sekilde diisiinerek yanitlamaniz uygun olacaktir.
Tarif edilen duygu veya diislinceyi gegen ay boyunca kag kere hissettiginizi
saymak yerine, verilen alternatiflerden size en uygun gelen segenegi

isaretlemeniz istenmektedir.

Size uygun olan se¢enege carpi isareti

koyunuz.
Hi¢c | Nere- | Bazen | Olduk- | Cok
deyse casik | sik
hi¢
1) Gegen ay icinde, hangi siklikla
l.?ek!.enm'edlk .bl.I' olaydan dolay1 kendinizi 0 ° 3 @
lizgiin hissettiniz?
7) Gecgen ay icinde, hangi siklikla
hayatinizdaki sinir bozucu seyleri kontrol
edebildiginizi hissettiniz? ® @ © ®
9) Gecen ay icinde, hangi siklikla
kontroliiniizlin diginda gerceklesen @ @ ©) @
olaylardan dolay1 kizginlik hissettiniz?
PERCEIVED STRESS SCALE
Mark the most suitable option for you .
Never | Almost | Sometimes | Fairly | Very
never Often | Often
1) In the last one month, how o 0 ® ) @

often did you feel sad due to an
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unexpected event?

7) In the last one month, how
often did you feel in control of

things that have been disturbing ©
you?

9) In the last one month, how

often did you feel angry because o

of things that were out of your
control?
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APPENDIX D

ROSENBERG KENDINE GUVEN OLCEGI

Kesinlikle Katiliyorum 1 2 3 4 Kesinlikle katilmiyorum

Asagida kendinizle ilgili duygularinizi yansitan bir takim ifadeler verilmistir.
Bu ifadelere ne oranda katildiginizi belirtiniz.

1 2 3
1. Kendimi en az diger insanlar kadar degerli 0] 0] 0]
buluyorum.
8. Kendime kars1 daha fazla saygi duyabilmeyi O 0 O
isterdim.
10. Bazen hi¢ de yeterli bir insan olmadigimi1 0] 0] 0]
diigtinliyorum.

ROSENBERG SELF-ESTEEM SCALE

I totally agree 1 2 3 4 1 totally disagree

Mark the most suitable number for the items below based on the scale above .

1 2 3

O O il
1. I feel at least as worthy as other people.

0 0 0
8. I wish I had more respect for myself.
10. Sometimes I think that [ am not an adequate 0] 0] 0]
person.
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APPENDIX E

KULTUREL UZAKLIK OLCEGI

Kuzey Kibris ve Tiirk kiiltiiriinii belirtilen kategorilerde birbirine ne kadar yakin
buldugunuzu belirtiniz.

Tamamen ayni buluyorum 1 2 3--------4-------5 Tamamen farkl
buluyorum

[E—
[
| e

1

| L g |

Giyim

[letisim tarzi

Dini inanglar

CULTURAL ADJUSTMENT SCALE

Indicate how close you think Turkish Cypriot and Turkish culture is in below
categories.
I find them totally similar 1 2 3 4 5 I find them totally
different.

3

[a—
| ]
| L= |

Dressing

Communication style

Religious beliefs
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APPENDIX F

I. GORUSME SORULARI

. Buiiniversitede 6grenci olmaya nasil karar verdiniz?

o Universite ile ilgili bilgi aldigmiz kaynaklar nelerdi? Su
an aldiginiz bu bilgilerden hangilerinin dogru,
hangilerinin eksik ya da farkli oldugunu
diisiiniiyorsunuz?

e Universiteye gelmeden dnce iiniversiteniz ile ilgili ne
gibi diisiinceleriniz, beklentileriniz, duygulariniz vardi?

. Universitenize geldiginiz ilk giinlerde ( &rn. ilk 1 hafta 10 giin) ne
gibi zorluklarla kars1 karsiya kaldiniz? (Ne gibi sorunlar yasadiniz?)
e Hangi etkenler, olaylar, kisiler sizi zorlad1?
e Bu zor anlarinizda size destek olan olaylar, kisiler,
etkinlikler nelerdi?
e Sizce, liniversiteniz tarafindan saglanan ne tiir bir destek
veya hizmet bu ilk giinlerde size daha ¢ok yardimci
olurdu?

Gectigimiz ii¢ ay icinde en ¢cok hangi konularda zorluk (sorun)
yasadiniz?
e Bu zorluklarla, (sorunlarla) basa ¢ikmada kimler size
destek oldu?

e Ne gibi basa ¢ikma yontemleri kullandiniz?

Gectigimiz ii¢ ay icinde bu iiniversitede 6grenci olmanin hosunuza
giden, sevdiginiz yonleri nelerdi?

Su an bu liniversitede 6grenci olmaya ve Kibris’ta yasamaya ne
derece uyum sagladiginizi diisiiniiyorsunuz?
e Suan sizi en ¢ok zorlayan problemler neler?
e Bu giicliikleri asmada kimlerden destek aliyorsunuz? Ne
tiir basa ¢ikma stratejileri uyguluyorsunuz?

. Universiteye geldiginizden bu yana kendinizde ne gibi degisiklikler
oldugunu diistiniiyorsunuz? (Bu iiniversite size neler kazandirdi? )

Tiirkiye’den gelen Hazirlik sinifi 6grencilerinin su an ne tiir sorunlar
yasadiklarini gézliiyorsunuz?
e Size gore bu iiniversiteye daha kolay uyum saglayan
Ogrencilerin ne gibi 6zelikleri var?
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8. Oniiniizde kalan 6grencilik yillarinizin nasil gececegini
diisiiniiyorsunuz?

9. Yeni gelen 6grencilerin {iniversiteye uyum siirecini kolaylastirmada;
e Universite yoneticileri
e Ogretim elemanlari
e Ust siniflardaki 6grenciler
e Psikolojik Danigsma Merkezi ¢alisanlari
neler yapabilirler? Bu konuda onlara vermek istediginiz mesajlar,
Oneriler neler olabilir?

10. Eger gectigimiz ii¢ ay1 yeniden yasama sansiniz olsaydi neleri farkli
yapardiniz?

11. Bu iiniversiteye gelmeyi hedefleyen 6grencilere neler 6nerirsiniz?

12. Yukaridaki sorularda yer almayan ancak iiniversiteye uyum
stireciniz ve bu siirecte yasadiklarimiz ile ilgili paylasmak istediginiz,
onemli gordiigiiniiz bagka konular var m1?
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APPENDIX G

II. ve III. GORUSME SORULARI

Gegtigimiz ii¢ ay icinde en ¢ok hangi konularda zorluk yasadiniz?
e Bu zorluklarla, (sorunlarla) basa ¢ikmada kimler size destek
oldu?

e Ne gibi basa ¢ikma yontemleri kullandiniz?

Gectigimiz ii¢ ay icinde bu iiniversitede 6grenci olmanin hosunuza
giden, sevdiginiz yonleri nelerdi?

Su an bu iiniversitede 6grenci olmaya ve Kibris’ta yagamaya ne derece
uyum sagladiginizi diisiiniiyorsunuz?
e Suan sizi en ¢ok zorlayan problemler neler?
e Bu giicliikleri agmada kimlerden destek aliyorsunuz? Ne
tiir basa ¢ikma stratejileri uyguluyorsunuz?

. Universiteye geldiginizden bu yana kendinizde ne gibi degisiklikler
oldugunu diisiiniiyorsunuz? (Bu {iniversite size neler kazandirdi?

Tiirkiye’den gelen Hazirlik sinifi 6grencilerinin su an ne tiir sorunlar
yasadiklarini gozliiyorsunuz?
e Size gore bu liniversiteye daha kolay uyum saglayan
ogrencilerin ne gibi 6zelikleri var?

Oniiniizde kalan 6grencilik yillarinizin nasil gececegini
diisiiniiyorsunuz?

. Yeni gelen 6grencilerin {iniversiteye uyum siirecini kolaylastirmada;
e Universite yoneticileri
e Ogretim elemanlari
e Ust siniflardaki 6grenciler
e Psikolojik Danigsma Merkezi ¢alisanlari
neler yapabilirler? Bu konuda onlara vermek istediginiz mesajlar,
Oneriler neler olabilir?

Eger gectigimiz ii¢c ay1 yeniden yasama sansiniz olsaydi neleri farkl
yapardiniz?

Bu liniversiteye gelmeyi hedefleyen 6grencilere neler 6nerirsiniz?
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10. Yukaridaki sorularda yer almayan ancak {iniversiteye uyum siireciniz ve
bu stiregte yasadiklariniz ile ilgili paylagsmak istediginiz, onemli gordiigiiniiz
baska konular var mi1?
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APPENDIX H

TURKISH SUMMARY

KUZEY KIBRIS’TA OKUYAN INGILIiZCE HAZIRLIK OKULU
OGRENCILERININ UNVERSITEYE UYUMU UZERINE BiR
CALISMA

1. GIRiS

Universite mezunu olmak ileride iyi maashi bir ise sahip olmanimn anahtari
olarak goriilmektedir (Pascarella ve Terenzini, 2005). Tim diinyada oldugu
gibi Tiirkiye’de de iiniversite mezunu olmak, iyi bir is sahibi olmanin garantisi
olmamakla beraber, 6nemli bir 6n kosulunu olusturmaktadir. Dolayisiyla
tiniversiteye girmek Tirkiye’deki pek c¢ok gencin hayallerini siislemektedir.
Tiirkiye’de 6grenciler, 1974 yilindan itibaren Ogrenci Segme ve Yerlestirme
Kurumu (OSYM) tarafindan hazirlanan Ogrenci Se¢me Smavi’ndan (OSS)
alinan puanlara gore yiiksek dgrenim kurumlarina yerlestirilmektedir. OSYM
(2006) istatistiklerine gére 2005°te yapilan OSS’ye giren (1730876 kisi) ve
yiiksek O0grenim kurumlarina yerlestirilen 6grencilerin (607994 kisi) oranina
bakildiginda Tiirkiye’de tiniversiteye girmenin zorlugu c¢ok agik bir sekilde
gorlilmektedir.  Tiirkiye’de iiniversiteye girme olanaklarinin smirli olmast
nedeniyle Kuzey Kibris Tirk Cumhuriyeti'nde (KKTC) yer alan bir
tiniversiteye yerlesmek Tiirkiye’deki 6grenciler tarafindan {iniversiteli olmanin
en yakin seceneklerinden birisi olarak goriilmektedir. Istatistiklere bakildiginda
KKTC’deki Tiniversitelerdeki Ogrencilerin ~ %60°n1 Tirkiyeli 6grencilerin

olusturdugu gézlenmektedir (S. Yildirim, kisisel iletisim, Aralik 1, 2009).

Universiteye girmek her ne kadar olumlu bir yasant1 olarak algilansa da, stresli

bir uyum siirecini de beraberinde getirir. Bu siirecte 6grencilerin, yasam
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mekanlar1, akademik ve arkadas ortamlar degisir. Ogrenciler bu degisimlere
ayak uydurmak, gerek akademik gerekse kisisel yasamlarinda bagimsiz olmak
ve bagimsizligin getirdigi sorumluluklara uyum saglamak durumundadirlar

(Pittman ve Richmond, 2007).

Universiteye saglikli bir sekilde uyum saglayabilmek icin dgrencilerin pek ¢ok
zorlukla bas etmeleri gerekmektedir. Universite dgrencileri ilk yillarinda daha
sonraki yillara gore daha fazla problem yasamaktadir (Houston, 1971).
Universitede ilk yil iginde yasanilmasi olasi zorluklar arasinda ev, aile ve
arkadas 6zlemi (Campbell, 2002; Fisher ve Hood, 1988; Paul ve Brier, 2001);
yalmzlik ve sosyal tatminsizlik (Bohnert, Aikins ve Edidin, 2007); aileden
bagimsizlasma ve karar verme sorumlulugunu alma (Conway, 2008);
arkadaslar, aile ve sevgili ile yasanan catigsmalar1 ¢oziimleme, (Keup, 2007;
Roe, 2000); akademik giicliiklerle bas etme, uyku, yeme ve egzersiz
aliskanliklarinda degisiklerin yol actigi yogun fiziksel zorlanmalara uyum
saglama, zamani etkili kullanmadaki giicliikler (Dextras, 1993) ve maddi
sikintilar (Baker ve Siryk, 1986; Halamandaris ve Power, 1997) yer almaktadir.
Ogrenciler, bu zorluklarla etkili bir sekilde miicadele edip iiniversiteye uyum
saglayamazlarsa yogun stres ve depresif semptomlar yasamakta (Bouteyre,
Maurel, ve Bernaud, 2006; Dyson ve Renk, 2006) hatta {iniversite yillarinin ilk
yillarinda {iniversite egitimlerine son verebilmektedirler (Mallinckrodt ve
Sedlacek, 1987). Dolayistyla 6grencileri iiniversiteye uyum siireclerinde
desteklemek amaciyla etkili programlar hazirlayabilmek igin iiniversiteye
uyumu etkileyebilecek degiskenleri arastirmak Onem tasimaktadir. Pek c¢ok
arastirmaci liniversiteye uyumu bir arada etkileyebilecegi diisiliniilen kisisel ve
cevresel degiskenlerin uyum iizerindeki etkisini incelemeyi amaglayan

calismalar yapmustir (Pascarella ve Terenzini, 2005).

Universiteye uyum ¢aligmalarinda cinsiyet demografik bir degisken olarak
siklikla caligilmistir. Caligmalar, {iniversiteye uyumda cinsiyet farkliliklari
tizerine celigkili bulgular ortaya koymustur. Bazi ¢alismalarda {iniversiteye

uyum cinsiyete gore farklilik géstermezken (6rn., Fisher ve Hood, 1988; Leong
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ve Bonz, 1997; Pritchard ve Wilson, 2003) bazi ¢alismalarda erkeklerin (6rn.,
2007 Enochs, 2006; Schultz, 2008; Wintre ve Yaffe, 2000; Yalim) bazilarinda
ise kizlarin tiniversiteye uyum diizeyleri yiiksek ¢ikmistir (6rn., Halamandaris

ve Power, 1999).

Ders dis1 etkinliklere katilmak (6rn., spor, 6grenci topluluklari) iiniversite
Ogrencilerinin basarisin1 ve kisisel gelisimini etkileyen 6nemli bir degisken
olarak goriilmektedir (Astin, 1984 / 1989; Fredricks ve Eccles, 2006).
Calismalar ders dis1 etkinliklere katilimla akademik ortalama, akademik, sosyal
(Bettencourt, Charlton, Eubanks, Kernahan ve Fuller, 1999) ve psikolojik uyum

(Toyokawa ve Toyokawa, 2002) arasinda olumlu iliski oldugunu gostermistir.

Universite uyum calismalarinin pek c¢ogunda akademik bagari, akademik
uyumun bir gostergesi (Dennis, Phinney ve Chuateco, 2005) ya da tiniversiteyi
birakmanin veya egitime devam etmenin bir yordayicisi (Johnson, 1997; Okun
ve Finch, 1998; Wintre ve Bowers, 2007) olarak ele almmistir. ikinci tip
calismalarda akademik ortalamanin okulu birakma oranlartyla negatif bir iligki
icinde oldugu bulunmustur (Johnson, 1997; Okun ve Finch, 1998). Say1 olarak
daha az olmakla beraber bazi ¢alismalarda akademik ortalamanin iiniversiteye
uyum lzerindeki etkisi arastirilmistir. Bu caligmalar, akademik ortalamanin
akademik uyumun pozitif bir yordayicisi oldugunu (Hurtado, Han, Saenz,
Espinoza, Cabrera, ve Cerna, 2007) veya akademik ve sosyal uyumu

yordamadigini ortaya koymustur (Thompson ve Fretz, 1991).

Ruh sagligi, iniversiteye uyum konusunda yapilan calismalarda siklikla
calisilan kisisel degiskenler arasindadir. Szulecka, Springett ve de Pauw (1987)
ilk y1l i¢erisinde okulu birakmanin en biiyiik nedenlerinin akademik etkenlerden
daha ¢ok psikolojik etkenlerden kaynaklandigini 6ne siirmiistiir. Brooks ve
DuBois’in (1995) bulgular1 bu 6neriyi destekler niteliktedir. Brooks ve DuBois
ilk yil icerisinde psikolojik degiskenlerin 6grencilerin uyumunu yordadigini

bulmustur.
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Alan yazininda {niversiteye uyumla siklikla ¢alisitlan  ruh  saghg
degiskenlerinden birisi olan algilanan stresin genel iiniversiteye uyumu, kisisel-
psikolojik, akademik ve sosyal uyumu negatif olarak yordadigi bulunmustur
(Friedlander, Reid, Shupak ve Cribbie, 2007; Kerr, Johnson, Gans ve Krumrine,
2004; Wintre ve Yaffe, 2000).

Bir baska ruh saghgi degiskeni olarak iiniversiteye uyumla g¢alisilan benlik
saygisi ise Uiniversiteye uyumu (Becker, 2008; Toew ve Yazedjian, 2007) ve
liniversiteye uyumun tiim boyutlarini (akademik, sosyal, kisisel-psikolojik ve
kurumsal baglanma) (Mooney, Sherman, ve Lo Presto, 1991) olumlu olarak

yordamaktadir.

Universiteye uyum icin gerekli o6z yeterlik de, {iniversiteye uyum
arastirmalarinda siklikla calisilan degiskenlerden biridir. Bu ¢alismalarda, 6z
yeterlik akademik ve sosyal igleyigin (Chemers, Hu, ve Garcia, 2001; Torres ve
Solberg, 2001), tiniversiteye devam etmenin (Alberto Ho, 2003), genel uyumun
ve liniversiteye uyumun tiim boyutlarinin (Zychowski, 2007) pozitif yordayicisi

oldugu bulunmustur.

Cevresel degiskenlerin (6rn., 6grenci-6gretim iiyesi iligkileri, sosyal destek,
algilanan {niversite ortami) uyum iizerindeki etkisi de pek c¢ok c¢alismaya
aragtirma konusu olmustur. Algilanan sosyal destek {iiniversiteye uyumla
siklikla calisilan c¢evresel degiskenlerden biridir. Bu ¢alismalar, aile ve
arkadastan alinan sosyal destegin genel iiniversite uyumunu (Katz, 2008; Rood,
2008, Zychowski, 2007; Strage, 2000) sosyal uyumu (Katz, 2008; Rood, 2008)
ve akademik basartyr (Zychowski, 2007; Strage, 2000) pozitif olarak
yordadigin1 gdéstermistir. Ayrica, liniversitenin ilk yilinda hocalar da 6grenciler
i¢in 6nemli bir bilgi ve destek kaynagidir (Weissman, Bulakowski, ve Jumisko,

1998).

Universiteye uyum, bu gecis doneminin zorluklarma ek olarak aile ve arkadas

gibi sosyal destek kaynaklarindan uzak olarak pek ¢ok kiiltiirel degisiklikle de
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bas etmesi gereken uluslararasi 6grenciler i¢in daha zorlu bir siire¢ olarak
goriilmektedir (Hechanova-Alampay, Beehr, Christiansen ve Van Horn, 2002).
Uluslararas1 6grenciler, iki uyum siirecini ({iniversiteye ve kiiltiire uyum) bir
arada yasadiklari i¢in bu 6grencilerle yapilan ¢alismalarda, iiniversiteye uyum
ve kiiltiirsellesme yasantilariyla ilgili bazilar1 ortak olmak (Orn., cinsiyet, yas,
sosyal destek, bas etme yollar1) tizere ¢esitli degiskenler arastirilmistir.
Kiiltiirsellesme calismalarinda kiiltiirel uzaklik (iki kiiltiir arasinda algilanan
uzaklik) siklikla calisilan degiskenlerden biri olmustur. Genel olarak g¢alisma
bulgular1 kiiltiirel uzaklik arttikga stresin ve psikolojik belirtilerin arttigini

gostermektedir (Furukowa, 1997; Greenland ve Brown, 2005).

Tiirk 6grencilerin liniversite uyumu ve yurt disinda okuyan Tiirk 6grencilerin
uyumu bir¢ok aragtirmaya konu olmustur. Tiirkiyeli 6grencilerin {iniversiteye
uyumunun aragtirildigi calismalarda, aylik geliri yeterli olarak algilama, fiziksel
goriinimiinden memnun olma, kuvvetli dini inanglara sahip olma, arkadaslarla
ve aileyle iyi iliskiler, ders dis1 etkinliklere katilma (Alperten, 1993); etkin,
problem ¢6zmeye yonelik bas etme yoOntemlerini kullanma ve destek alma
(Yalim, 2007; Tuna, 2003); psikolojik saglamlik ve iyimserlik (Yalim, 2007)
daha yiiksek diizeyde iiniversiteye iiniversiteye uyumla iligkili bulunmustur.
Yurt disinda 6grenim goéren iiniversite Ogrencileriyle yapilan c¢alismalar bu
ogrencilerin Ingilizce ile ilgili sikintilar, kiiltiirel farklilikla ilgili problemler ve
maddi sikintilar (Kiling ve Granello, 2003; Yildirim, 2009) gibi ¢esitli sorunlar
yasadifim gostermistir. Ayrica iyi bir Ingilizce diizeyine sahip olma daha
yuksek uyum diizeyiyle ve daha kii¢iik olma ve burslu olmamanin daha az
uyum sorunuyla iliskili oldugunu gostermistir (Poyrazli, Arbona, Bullington, ve
Pisecco, 2001). Alan yazminda Tirk 6grencilerle yapilmis betimsel ve
acimlayici nitelikte calismalar yer alirken yurt disinda egitim goren Tirk
ogrencilerle yapilan ve karma arastirma desenini kullanan bir tek c¢alisma
(Mathews, 2007) bulunmaktadir. Bunun yan1 sira, KKTC’deki iiniversitelerde
okuyan 6grencilerin biiyiik bir kismini1 Tiirkiyeli 6grencilerin olusturmasina
ragmen bugiine kadar bu 6grencilerin liniversiteye uyum stireclerini inceleyen

nitel, uzunlamasma veya karma arastirma desenini kullanan bir c¢alismaya
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rastlanmamaktadir. Alan yazininda KKTC’de okuyan iiniversite dgrencilerinin
sorunlarin1 tarama yoOntemi ile inceleyen tek bir ¢alisma yer almaktadir (Sun-
Selisik ve Yerin-Giineri, 2007). Her bir sinif diizeyinden toplam 444 6grenci ile
yiiriitiilen bu ¢alismada 6grencilerin problemleri 5 faktor altinda toplanmistir;
depresyon-somatik problemler, akademik problemler, iliskilerde ve uyumda
yasanan sikintilar, sosyal kaygi ve cinsel konular. Sonug olarak alan yazininda
KKTC’de okuyan iiniversite Ogrencilerinin iiniversiteye uyumlar1 ile ilgili
calismalarin yer almamasi goéz Oniinde bulundurulacak olursa, bu alanda
KKTC’de okuyan Tiirkiyeli 6grencilerin uyum siireclerini inceleyen caligmalara

biiylik ihtiyag vardir.

Arastirmanin Amaci

Bu arastirma, KKTC’deki iiniversitelerden birinde, ilk senelerinde Ingilizce
Hazirlik Okulu’nda okuyan &grencilerin uyum siireglerini incelemek amaciyla
yuriitiilen iki ¢alismadan olusmaktadir. Birinci ¢alismada boylamsal karma
desen kullanilarak Ingilizce Hazirhlk Okulu’'nda okuyan &grencilerin
tiniversiteye uyumlart arastirilmistir.  Birinci, ¢alismanin nicel boliimiinde
Ogrencilerin, sosyal, akademik ve genel uyum algilanan stres, iiniversiteye
uyumda kendine yeterlik ve kiiltiirel uzaklik diizeylerindeki degisiklikler 3
Olciimle (3 ay, 6 ay, 9 ay) incelenmistir. Bu calismada Ogrencilerin, sosyal,
akademik ve genel uyum, algilanan stres, liniversiteye uyumda kendine yeterlik
ve kiiltiirel wuzaklik dilizeylerinin zamana gore degisiklik gosterecegi
beklenmektedir. Birinci caligmanin nitel kisminda 6grencilerin {iniversiteye
uyum siireci nicel dl¢limlerle es zamanl gergeklestirilen 3 goriismeyle (3 ay, 6
ay, 9 ay) arastirilmistir. Nitel ¢aligma, birinci ¢aligmanin nitel boliimiiniin
bulgularin1 desteklemek ve 6grencilerin {iniversiteye uyum yasantilarini ve bu
yasantilar1 etkileyen faktorleri daha derinlemesine incelenmesine olanak
tanimak amaciyla yiiriitiilmiistiir. Ikinci ¢alismanin amaci ise hem birinci
caligmadaki nitel degiskenlerin (algilanan stres, {iniversiteye uyumda kendine

yeterlik ve kiiltiirel uzaklik) hem de diger degiskenlerin (cinsiyet, akademik
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basari, 6grenci topluluklarina katilim) {iniversiteye uyum {iizerindeki etkisini

daha biiyiik bir grupta incelemektir.

Arastirmanin Onemi

Karma arastirma deseninin kullanildigi bu ¢aligmada nicel ve nitel arastirma
yontemleri birlikte kullanilmistir. Elde edilen bulgularin, iiniversiteye uyum
olgusunun daha net olarak anlasilmasinda ve KKTC’deki tniversitelerde ilk
yillarinda okuyan 6grencilerin ihtiyaclarinin belirlenmesinde alan yazinina katki
saglayacagi digiiniilmektedir. Ayrica caligmanin uzunlamasima deseninin,
liniversiteye uyum siirecinin ve bu siireci etkileyen faktorlerdeki degisimlerin
aydinlatilmasina olanak tanmiyacagi ve {niversiteye uyum  siirecinin
anlagilmasinda alan yazinina katki saglayacagi umulmaktadir. Bu calisma
KKTC’deki iiniversitelerde ilk yillarinda okuyan Ogrencilerin {iniversiteye
uyumlarinin nitel ve nicel yollarla uzunlamasina aragtirildigi ilk g¢aligma
niteligini tagimaktadir. Curtis ve Curtis (1966) tniversitede ilk yillarinda
okuyan Ogrencilerin iiniversiteyi birakma konusunda yiiksek risk grubunu
olusturdugunu 6ne siirmiistiir. Okulu birakma oranlarinin ilk yillarinda okuyan
ogrencilerde (22%) ileri siniflarda okuyan 6grencilere (11%) gore 2 kat daha
fazla oldugu goriilmektedir (Rickinson, 1995). Ilk yillarinda olan uluslararasi
Ogrenciler, yeni bir kiiltiire uyumun getirdigi strese maruz kaldiklari i¢in okulu
birakma anlaminda daha da yiiksek bir risk grubu olusturmaktadir (Hechanova-
Alampay ve ark., 2002). Bu sebeple, aragtirmacilarin ve uygulamacilarin sosyal
ve entellektiiel zorluklar iceren bu karmasik uyum siirecini anlamalari,
¢oziimlemeleri Ogrencilerin daha kolay ve verimli bir ge¢is donemi
yasamalarint amaciyla gelistirilecek koruma ve miidahale yOntemleri
gelistirmeleri igin gereklidir (Paul ve Brier, 2001). Bu koruma ve miidahale
yontemlerini gelistirmenin ilk basamagi 6grencilerin yasadiklar1 zorluklar1 ve
stres etkenlerini ve bu siirecle etkili bir sekilde bas etmelerine yardimct olacak
kaynaklar1 belirlemektir (Pancer, Pratt, Hunsberger ve Bruce, 2004). Boylelikle
bu c¢alismanin beklenen bir katkisi da yurt disinda okuyan 6grenciler igin etkili

hizmetlerin ve psikolojik danisma yoOntemlerinin planlanmasinda anahtar rol
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oynayan, iniversiteye uyum siirecini kolaylastiric1 etkenlerin belirlenmesidir.
Sonug olarak, bu ¢alisma ii¢ amaca hizmet edecektir; (a) KKTC’de okuyan
Ogrencilerin  iiniversiteye uyum silireglerinin arastirilmasindaki  boslugu
doldurarak alan yazinina katkida bulunmak; (b) liniversiteye uyumu yordayan
pek cok degiskenin ve uyum siirecini etkileyen faktorleri inceleyerek
tiniversitede ilk yillarinda okuyan 6grenciler igin etkili danisma yontemlerinin
planlanmasinda baglangi¢c noktasini olusturmak; ve (c) birici yillarinda okuyan
Ogrencilerin uyum siirecini kolaylastirmak icin yapilmasi gerekenlerle ilgili
tiniversite politikalar1 ve kararlarin alinmasinda rolii olan yoneticilere, 6gretim
tiyelerine ve tiniversite personeline bilgi saglayarak genelde iiniversite, 6zelde

ise aragtirmanin yiirttiildiigii tiniversitenin politikalarina katkida bulunmak.

2. YONTEM

Arastirmanin Deseni

1. Calisma: Universiteye Uyumun Uzunlamasina Incelenmesi

Birinci ¢calismada Ingilizce Hazirlik Okulu’nda ilk senelerinde olan dgrencilerin
uyumu, boylamsal karma desenle incelenmistir. Kullanilan karma desenin
¢esidi es zamanli icige desendir. Bu arastirma deseninde nicel ve nitel veriler es
zamanl olarak toplanmakta ve analiz edilmekte ve nicel veya nitel verilerden
biri birincil 6nem arz etmektedir. Bu sekilde bir yol izlenmesinin sebebi ise
icige verilerle farkli sorulara cevap aranmasi ve nitel yolla toplanilan bilginin

desteklenmesidir (Hanson, Clark, Petska, Creswell ve Creswell, 2005).

Bu ¢alismada 14 katilimci, 3 defa (3, 6 ve 9. ay) iiniversiteye uyum, algilanan
stres, benlik saygisi, liniversiteye uyumda kendine yeterlilik ve kiiltiirel uzaklik
Olceklerini doldurmus ve goriismelere katilmistir. Katilimeilarin {iniversiteye
uyum yasantilartyla ilgili detayli bilgi edinebilmek amaciyla ¢aligmanin nitel
boliimiinde Goriis Birligine Dayal1 Nitel Yontem (Hill, Knox, ve Thompson,

1997; Nutt-Williams, Hess ve Ladany, 2005) kullanilmistir. Nicel boliimde ise
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tekrara dayali Olgiimlerle katilimcilarin {iniversiteye uyum, algilanan stres,
benlik saygisi, iliniversiteye uyumda kendine yeterlilik ve kiiltiirel uzaklik

skorlarinin zamana gore degisiklik gosterip gostermedigi incelenmistir.

II. Calisma: Universiteye Uyumun Yordayicilar:

Ikinci calismada, birinci c¢alismadaki algilanan stres, benlik saygisi,
iiniversiteye uyumda kendine yeterlilik ve kiiltiirel uzaklik gibi nicel
degiskenlerin ve cinsiyet, akademik basar1 ve iiniversite topluluklarina iiyelik
gibi diger degiskenlerin iiniversiteye uyumu ne derece yordadiklar1 korelatif
desenle incelenmistir. Veriler, iiniversitede ilk yillarinda olan 186 Ingilizce

Hazirlik 6grencisinden, akademik yilin sonunda toplanmustir.

Orneklem

Birinci ¢alisma KKTC’deki tiniversitelerden birinde ilk senelerinde okuyan 14
(5 kiz, 9 erkek) Ingilizce Hazirhk Okulu 6grencisiyle yiiriitiilmiistiir.
Katilimcilarin yas ortalamasi, 18.79 (ss = 1.53) olup, katilimcilarin %50’si
miihendislik diger yarisi ise sosyal bilimler programlarindandir.  Ikinci
caligmanin 6rneklemini ise yas ortalamalar1 19.29 (ss = 1.12) olan, 186 (72 kiz,
114 erkek) 6grenci olusturmaktadir. Katilimcilarin %56’°s1 miihendislik, %39’u
sosyal bilimler programlari 6grencisidir. Katilimeilarin %5°1 ise okuduklari

programi belirtmemistir.

Olcme Araclan

Universiteye Uyum Olgegi (UUO; Akbalik, 1998). Universiteye uyumu dlgmek
amaciyla kullanilmis olan bu 6lgek, 2 alt 6l¢ek (sosyal ve akademik uyum) ve

31 maddeden olusmaktadir.

Universiteye Uyumda Kendine Yeterlilik Olcegi (UUKYO,; Hirose, Wada ve
Watanabe, 1999; Uyarlayan: Celik-Oriicii, 2005). Ogrencilerin iiniversiteye
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uyum i¢in gerekli 3 temel beceri hakkinda kendilerine giiven diizeylerini
6lemek amacrtyla kullanilan bu 6l¢ek 3 alt boyuttan (etkinliklerin kisisel ¢abayla
yuriitiilmesi, insan iligkilerine uyum, bilgiye dayali karar verme becerisi) ve 21

maddeden olusmaktadir.

Algilanan Stres Olceg“i (ASO—] 0; Cohen, Kamarck, ve Mermelstein, 1983,
Uyarlayan: Celik-Oriicii, 2005). Stres diizeyini 6l¢gmek i¢in kullamlan bu 6lgek
10 maddeden olusmaktadir.

Rosenberg Benlik Saygisi Olcesi (RBSO; Rosenberg, 1965; Uyarlayan:
Cuhadaroglu, 1985). Genel kendilik degerini 6lgmek amaciyla kullanilan bu
Ol¢cek 10 maddeden olusmaktadir.

Kiiltiirel Uzaklik Olcegi (KUO; Bektas, 2004). Algilanan kiiltiirel farkiliklari
6lemek i¢in kullanilan bu 6lgek 10 maddeyi icermektedir.

Goriisme (izelgesi. Her li¢ goriisme i¢in yart yapilandirilmis bir goriisme
cizelgesi arastirmaci tarafindan olusturulmustur. Birinci goriismelerde,
ogrencilerin tniversiteyle ilgili bilgi kaynaklari ve {niversiteye gelmeden
onceki beklentileri; karsilastiklar1 zorluklar; bas etme yontemleri ve destek
kaynaklari; algiladiklart uyum diizeyleri; bu siiregte kendilerinde
gozlemledikleri degisimler; hazirlik okulu 6grencilerinin yasadiklar1 sorunlarla
ilgili gbzlemleri; kariyer ve egitim planlar1 ve {iniversiteye uyum siirecinde
ogrencileri desteklemek i¢in okul yOnetimi, hocalar ve iiniversite personeline
onerileriyle ilgili sorular ydneltilmistir. Ikinci ve 3. gériismeler ise 6grencilerin
gelmeden once tiniversiteyle ilgili edindikleri bilgiler ve beklentileri hari¢ aym

sorularla gerceklestirilmigtir.

3. SONUCLAR

Birinci Calismanin Nicel Bulgular:
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Hazirlikta okuyan {iniversite d6grencilerinin {iniversiteye uyum, algilanan stres,
benlik saygisi, tiniversiteye uyumda kendine yeterlilik ve kiiltiirel uyum
skorlarinin zamana (3-6-9 ay) gore degisip degismedigini aragtirmak amaciyla 5
farkli Friedman testi yapilmistir. Bulgular, 6grencilerin sosyal, akademik, ve
toplam uyum, algilanan stres, benlik saygisi, liniversiteye uyumda kendine
yeterliligin iki boyutundan (insan iligkilerine uyum, bilgiye dayali karar verme
becerisi) aldiklar1 puanlarin zamana gore degismedigini gostermistir. Bununla
birlikte UUKYO’nin boyutlarindan etkinliklerin kisisel ¢abayla yiiriitiilmesi alt
boyut puanlarinda 3. aydan 6 aya, kiiltiirel uzaklik puanlarinda ise 3. aydan 9.

aya anlamli bir sekilde artig olmustur.

Birinci Calismanin Nitel Bulgular

Katilimeilarin iiniversiteye uyum siireclerinin detayli olarak incelenmesinin
hedeflendigi nitel calismada yapilan ii¢ gérliismenin analizi i¢in Goriis Birligine
Dayali Nitel Yontem (Hill ve ark., 1997; Nutt-Williams ve ark., 2005)
kullanilmistir. Goriis Birligine Dayali Nitel Yontem analizinde bir arastirma
ekibinin kurulmasi bir kiginin 6nyargilarinin analiz sonuclarii etkilemesinin
engellenmesi, farkli bakis agilarinin elde edilmesi, karmagik nitel verilerin
analizinin etkili bir sekilde yapilabilmesi i¢in gerekli olarak goriilmektedir. Bu
sebeple bu arastirma ig¢in arastirmacinin, tez danigsmaninin ve psikolojik
danigma alanindan bir 6gretim iiyesinin i¢inde yer aldigi bir temel arastirma
ekibi kurulmustur. Ayrica, temel aragtirma ekibinin diginda, tiim analizleri
gozden gecirip doniit vermek iizere psikolojik danisma alanindan bir doktora
Ogrencisi, verilerin analizinde denetgi olarak gorev almistir.  Goriis Birligine
Dayali Nitel Yontem analizi 3 asamadan olugmaktadir. Birinci agama olan
“temel alanlarin gelistirilmesi ve nitel verilerin gelistirilen temel alanlara
yerlestirilmesi”, 3 goriisme icin temel alanlarin goriisme ¢izelgelerine gore
olusturulmasi ve verilerin arastirmaci ve alandan bir 6gretim {iyesi tarafindan
bagimsiz  olarak temel alanlara kodlanmasin1  (yerlestirilmesi) ve
kodlamalardaki farkliliklarin goriis birligine varilana kadar tartisiimasini igerir.

Kodlamalar i¢in goriis birligine varilamadiginda ise ekipteki {igiincii kisi olan
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tez danismaninin goriisiine bagvurulmustur. Analizin ikinci asamasi olan temel
alanlardaki verilerin Ozetlenmesi ise temel alanlara yerlestirilen verilerin,
katilimcinin ifadelerine sadik kalinarak ozetlenmesini icerir. Bu islem her bir
gorlisme icin arastirmaci tarafindan yapilarak sonrasinda temel arastirma
ekibinde yer alan o&gretim iiyesinin goriisii almmustir. Ogretim iiyesinin
goriisleri goz Oniinde bulundurulmus ve goriis ayriliklar1 goriis birligine
varilana kadar tartisilmistir. Son olarak verilerin, temel alanlara uygun bir
sekilde yerlestirildigi, dogru ve etkili bir sekilde 6zetlendiginden emin olmak
icin tez danismani temel alanlar1 ve 6zetleri gozden gegirmistir. Son asama olan
capraz analiz ise katilimcilarin ifadelerindeki ortak temalari ¢ikarip, kategoriler
olusturmay1 igerir. Ilk gériismeler igin kategorilerin olusturulmasi beyin
firtinas1 yoluyla arastirmaci ve tez danigsmani tarafindan diger iki goériismenin
capraz analizi ise arastirmaci tarafindan yiiriitiilmistiir. Kategoriler {izerinde
arastirmaci ve tez danismani goriis birligine vardiktan sonra analizler denetgiye
gonderilmis ve capraz analizler denetci tarafindan gozden gecirilerek, kategori
isimleri ve birbiriyle oOrtiisen kategorilerin birlestirilmesine yonelik Oneriler
getirilmistir. Onerilerin  degerlendirilmeye alinmasi ve uygun goriilen
degisikliklerin yapilmast sonucunda Goriis Birligine Dayali Nitel Yontem
analizinde Onerildigi tizere (Hill ve ark., 2005) 13-14 katilimciya uygun olan
kategoriler genel, 8-12 katilmciya uygun olan kategoriler tipik ve 2-7
katilimciya uygun olan kategoriler ise degisken kategoriler olarak
siniflandirilmistir. ikiden az katilimei igeren kategoriler ise rapor edilmemistir.
Analizler, 3 genel, 66 tipik ve 131 degisken kategoriyi iceren 22 temel alani
ortaya koymustur. Genel ve tipik kategorilerin isaret ettigi bulgular asagida iki

ana baslik altinda 6zetlenmistir.

Katilimcilarin Universiteye Gelmeden Onceki Algilari ve Universitedeki Ik 10

Giinkii Yasantilar: ile Ilgili Nitel Bulgular

Genel olarak bulgular katilimcilarin iiniversitelerini segerken bu iiniversitede
okumanin avantajlarin1 ve dezavantajlarin1 goz oniine aldiklarin1 gostermistir.

Bu okulu tercih etmelerinde rol oynayan avantajlara bakildiginda iiniversitenin
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egitim kalitesinin ve iiniiniin bas1 ¢ektigi goriilmektedir. Universite segimlerini
etkileyen diger etkenler ise ebeveynlerin yonlendirmesi ve iiniversiteye giris
sinavinda aldiklar1 puanlardir. Katilimcilar, iiniversiteye gelmeden Once
tiniversiteyle ilgili ¢ok cesitli kaynaklardan bilgi edinmistir. Bu kaynaklar
arasinda Universiteyle ilgili bilgisi olan kisiler (6rn., arkadaslar, 6gretmenler,
tiniversite personeli) ve internet, siklikla bagvurulan bilgi kaynaklaridir. Ayrica
bulgular, edinilen bilgilerin, katilimcilarin, egitimin kalitesi, kampus ve
Kibris’ta yasamla ilgili beklentilerinin sekillenmesinde rolii oldugunu
gostermigtir.  Katilimcilarin -~ {iniversiteye gelmeden onceki duygularia
bakildiginda ise hem pozitif (6rn., heyecan, mutluluk) hem de negatif duygular
(6rn., korku, tziinti) yasadiklari dikkati ¢ekmektedir. Katilimcilarin
tiniversiteye geldikleri ilk 10 giinkii yasantilarina bakildiginda ise yalnizlik, ev /
aile 6zlemi, kiiltiirel ve ¢evresel farkliliklar (6rn., trafigin akisi, konusma hiz1 ve
aksandaki farkiliklar) gibi zorluklar yasadiklar1 ve bu siire zarfinda ailelerin pek

¢ok katilimeinin birincil destek kaynagini olusturdugu goriilmektedir.

Katilimcilarin I, 11, ve III. U¢ Aylik Ogrenim Siiresindeki Yasantilariyla Ilgili
Nitel Bulgular

Bulgular, iiniversitedeki ilk 3 aylik siirecte de katilimcilarin gesitli giigliikler
yasadiklarin1 gostermistir. Temel olarak derslerde zorlanma ve performans
diistikliigii gibi akademik problemler, katilimcilarin siklikla yasadigi problemler
arasinda yer almaktadir. Sosyal yasamdaki yetersizlikler, ev / aile ve arkadas
6zlemi ve yalmzlik yasanan diger problemlerdir. Ilk 3 ay:1 takip eden 6 ay
siiresince de akademik problemler katilimcilar tarafindan en sik belirtilen
giicliik olmayr siirdiirmiistiir. ilk 3 aylik siirec icerisinde arkadaslar 6grencilerin
en temel destek kaynagi olmustur. Daha az katilimci tarafindan belrtilmesine
ragmen arkadaslar, ilk ii¢ ay1 takip eden 6 ay siiresince de katilimcilarin 6nemli

bir destek kaynagi olmustur.

Calismanin sonuglari, her li¢ aylik O6grenim siiresince (bir yil boyunca),

katilimcilarin, karsilagilan sosyal-kisisel ve akademik giicliiklerle bas etmede
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siklikla pozitif ve/veya yapici diisiinme ve ¢oziim odakli bas etme yontemlerini

iceren aktif bas etme stratejilerini kullandiklarini ortaya koymustur.

Calismada katilimcilar, tiniversitedeki ilk senelerinin, kendilerine, kendi
kendine yetebilmeyi 6grettigini ve sosyal becerilerini ve iligkilerini geligtirmeye
yardim ettigini dile getirmistir. Iletilen gelisimlerin, ilk ii¢ aylik siire i¢in sosyal
becerilerin gelisimini, son iki {i¢ aylik siire iginse hem sosyal becerilerin hem de
iligkilerin niteligi ve niceligindeki artis1 kapsadigi goriilmektedir. Ayrica
katilimecilar, ikinci ili¢ aylik Ogrenim siliresince uyum diizeylerinin arttigini

vurgulamistir.

Bulgular, katilimcilarin iiniversitedeki ilk senelerinde bos zamanlarini
arkadaslarla vakit gecirerek, spor yaparak ve Kibris’in ¢esitli yerlerini gezerek
degerlendirdiklerini ortaya koymustur. Kampus ve Kibris’taki yagama uyum
diizeylerine bakildiginda ise katilimcilarin iniversitedeki ilk ii¢ aylarindan
itibaren kampus ve Kibris’taki yasama iyi bir sekilde uyum sagladiklari
gorlilmiistiir. Ayrica iyi uyum sagladigini diistinen katilimcilain sayisinin ilk ii¢

aydan son ii¢ aya arttig1 dikkati ¢cekmektedir.

Yapilan li¢ goriismenin birer hafta oncesini kapsayan donemdeki yasanilan
giicliiklere bakildiginda katilimcilarin genelde akademik problemlerle bag
etmeye calistiklar1t gorlilmiistiir. Ancak bulgular, akademik problemlerin
iceriginin zamana gore az da olsa degistigini gdstermistir. ikinci ve iiciincii 3
aylik 6grenim siiresinde Ingilizce Yeterlik Sinavi kaygisinin ilk siray1 aldig ilk
3 aylik siiregteki akademik problemlerin ise derslerde zorlanma, akademik
performansta ve okula devam etme oraninda diisiisii igerdigi goriilmektedir.
Calismada, katilimcilar, ilk seneleri iginde sosyal ¢evrelerinin ve sosyal
destegin uyum siireglerinde kolaylastiric1 rol oynadigin1 vurgulamistir. Ancak
uyum siirecini kolaylastiric1 bir etken olarak sosyal destek saglayan sosyal bir
cevreye sahip olmak, en sik olarak ilk 3 aylik donem ig¢in rapor edilmistir.

Aileden ayr1 yasama ve benzer bir yerlesim biriminden gelme gibi daha dnceki
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yasantilarin kolaylastirici rolii ise en sik olarak yine birinci 3 aylik donem igin

rapor edilmistir.

Bulgular, katilimcilarin bu iiniversitede okumanin pek c¢ok avantajini
algiladiklarin1 gostermistir ve bu avantajlar katilimcilar tarafindan her ti¢ aylik
Ogrenim siiresi icin tutarh bir sekilde dile getirilmistir. Ancak avantajlar1 rapor
eden katilimcilarin sayis1 ve avantajlar1 yansitan kategorilerin igerigi zamana
gore az da olsa degisiklik gostermektedir. Olumlu kampus kosullar1 (6rn.,
fiziksel kosullar ve olanaklar) tiim {i¢ aylik 6grenim siireleri icin belirtilen bir
avantaj olarak karsimiza cikarken yiiksek kalitede egitim almak ve prestijli bir
tiniversitenin 6grencisi olmak birinci ve ikinci li¢ aylik Ogrenim siiresi

icerisinde belirtilen avantajlar olmaktadir.

Katilimcilar avantajlarinin yani sira bu iiniversitede okumanin dezavantajlarin
da tutarl olarak dile getirmistir. Ancak dezavantajlarin rapor edilme sikliginin
zamana gore degistigi goriilmistir. Katilimcilar tarafindan  belirtilen
dezavantajlar arasinda kampusun konumu (6rn., merkeze uzak ve yalitilmis bir
yerde olmasi, Kibris’ta olmasi), ulasim (6rn., servislerin yetersiz olusu,
ulagimin pahali olmasi) ve kampus ve cevresindeki sosyal yasamin yetersiz

olmasi1 yer almaktadir.

Katilimcilara genel olarak Ingilizce Hazirlik Okulu &grencilerinin yasadiklart
sorunlar soruldugunda ise, akademik problemler, katilimeilar tarafindan her ii¢
aylik donemde 6grencilerin yasadigi giigliiklerden birisi olarak ortaya ¢ikmustir.
Ancak tgiincii li¢ aylik 6grenim siiresi icin belirtilen akademik problemlerin
daha 6zgiil olup pek ¢ok 6grencinin ortak sorunu olan ingilizce Yeterlik Smavi
kaygisin1 yansittigr goriilmiistiir. Cesitli sebepler (6rn., sosyal yasmadaki
yetersizlikler, akademik zorluklar) yliziinden okulu birakma istegini de hazirlik
Ogrencilerinin sorunu oldugu pek cok katilimer tarafindan ilk iki ii¢ aylik

Ogrenim siiresi i¢inde belirtilmistir.
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Calismada katilmcilar tarafindan cesitli kisisel 6zelliklerin Ingilizce Hazirlik
Okulu Ggrencilerinin uyum siirecini kolaylastirdigr belirtilmistir. Uyumu
kolaylastiric1 olarak beliritilen kisisel 6zellikler arasinda kisisel (6rn., zaman
yonetimi, yeni bir ortama uyum saglama, kendini egleyebilme) ve sosyal
beceriler (iletisim becerileri, giriskenlik) ve kisilik 6zellikleri (6rn., psikolojik
saglamlik, kararli, sabirli ve disa doniik olma) yer almaktadir. Ders dist
etkinliklere katilma da ikinci 3 aylik 6gretim siiresi i¢inde belirtilen uyumu

kolaylastirict bir diger etken olarak dikkati cekmektedir.

Katilimcilarin gelecekle ilgili planlarina bakildiginda ise, tim 3 aylik 6grenim
siiresi icin egitimsel ve mesleki yasamla ilgili planlarin katilimcilarin temel
planlarmi olusturdugu goriilmiistiir. Egitim ve mesleki planlar arasinda
iiniversitede basarili olma, mesleki hedeflerin pesinden kosma ve baska bir

tiniversiteye gecme en siklikla belirtilen planlardir.

Son olarak katilimcilar yeni gelen 6grencilerin uyum siirecini kolaylagtirmak
icin Universiteye pek ¢ok oOneride bulunmustur. Bu Oneriler kampusun ve
tiniversite hizmetlerinin gelistirilmesine yoneliktir. Kampustaki sosyal yagami
ve oryantasyon programini gelistirme birinci 3 aylik Ogretim siiresinde
belirtilerin Oneriler arasinda basi c¢ekmektedir. Katilimcilar yeni gelecek
ogrencilere de cesitli 6nerilerde bulunmustur. Bu 6neriler arasinda yeni gelecek
olan Ogrencilerin bilingli se¢im yaparak gelmeleri, siki calismaya hazirliklh

olmalar1 ve geldiklerinde ise aktif ve girisken olamalaridir.

ikinci Cahsmanin Bulgular:

Ikinci calismada, cinsiyet, akademik basari, iiniversite topluluklarina iiyelik,
algilanan stres, benlik saygisi, {iniversiteye uyumda kendine yeterlilik
(aktivitenin kisisel ¢abayla siirdiiriilmesi, insan iligkilerine uyum ve bilgiye
dayali karar verme becerisi) ve kiiltiirel uzaklik degiskenlerinin {iniversiteye
uyumu, sosyal uyumu ve akademik uyumu ne derece yordadigini incelemek

izere 3 hiyerarsik regresyon analizi yapilmistir.
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Ug regresyon analizi sonuglari, tiim yordayici degiskenlerin iiniversiteye uyum
puanlarindaki toplam varyansin %34’nii, sosyal uyum puanlarindaki toplam
varyansin %31°ni ve akademik uyum puanlarindaki toplam varyansin %34’nii
acikladigini  gdstermistir. Bulgular, tiim yordayict degiskenler arasinda
UUKYO’nin insan iliskilerine uyum boyutunun, benlik degerinin ve dgrenci
topluluguna iiyeligin {iniversiteye uyumu ve sosyal uyumu pozitif olarak
yordadigini, akademik bagar1 ve UUKYO’nin boyutlarindan aktivitenin kisisel
cabayla siirdiiriilmesinin ise akademik uyumu pozitif olarak yordadigim
gostermistir. Ote yandan bulgular, algilanan stresin iiniversiteye uyumu ve
akademik uyumu negatif olarak yordadigini gdstermistir. Bunlarin yani sira
sonuglar, cinsiyet ve UUKYO’nin bilgiye dayali karar verme becerisi
boyutunun, iiniversiteye uyumu, sosyal ve akademik uyumu yordamadigini

ortaya koymustur.

4. TARTISMA

Birinci Calismanin Nicel Bulgularimin Tartisilmasi

Birinci c¢alismanin nicel analiz sonuglari, 6grencilerin sosyal, akademik ve
toplam uyum, algilanan stres, benlik saygisi, UUKYO’nin iki boyutundan
(insan iligkilerine uyum, bilgiye dayali karar verme becerisi) aldiklar1 puanlarin
zamana gore degismedigini gostermistir. Bununla birlikte bulgular,
UUKYO’nin boyutlarindan etkinliklerin kisisel ¢abayla yiiriitiilmesi alt boyut
puaninda 3. aydan 6 aya ve kiiltiirel uzaklik puanlarinda 3. aydan 9. aya anlamli

bir sekilde artis olduguna isaret etmektedir.

Ogrencilerin {iniversiteye uyum, akademik ve sosyal uyum diizeylerinin zamana
gore degigsmedigi bulgusu, alan yazininda iiniversiteye uyumda (Becker, 2008),
sosyal ve akademik uyumda (Bettencourt ve ark., 1997) zamana gore bir
farkliligin  bulunmadigi  bazi uzunlamasina calismalarin  bulgularint ve

Ogrencilerin her iic aylik Ogrenim siiresi i¢in yiiksek diizeyde uyum
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gosterdiklerine isaret eden ¢aligsmanin nitel bulgularini desteklemektedir. Ancak
tiniversiteye uyumun iki alt boyutu olan sosyal uyum ve kurumsal baglanma
puanlarinda zamana gore diislisiin bulundugunu (Baker, McNeil ve Siryk, 1985)
ve uyumun {niversitedeki ilk aylarda daha giic oldugunu gosteren McClure’un

(2007) galigmasinin bulgulariyla tutarlilik géstermemektedir.

Ogrencilerin uyum diizeylerinde zamana gore farklihk gdzlenmemesi
Ogrencilerin iiniversiteye baslamadan Onceki {niversite yasamiyla ilgili
beklentilerinin gerceklesmemesi ve bunun 6grencilerinin uyum diizeylerindeki
olas1 bir artis1 gdlgelemesi ile yorumlanabilir (Baker ve Schultz, 1992; akt.,
Bettencourt ve ark., 1997). Bu bulgu, ayrica ¢alismaya katilimin goniilliige
dayal1 olmas1 ve calismanin katilicimlarinin uyum diizeylerinin ¢aligmada yer
almak istemeyen 6grencilere gore daha yiiksek olmasi olasilig1 ile aciklanabilir.
Ogrencilerin benlik saygis1 ve algilanan stres diizeylerinin zamana gore farklilik
gostermedigi bulgusu ise, alan yazinindaki bazi g¢alismalarin bulgulariyla
(Bettencourt ve ark., 1997; Friedlander ve ark., 2007) tutarli iken digerleri
(Wintre ve Yaffe, 2000) ile ise tutarsizdir. Ayrica bu bulgu, birinci
gorlismelerden baglamak iizere her ii¢ gorlismede gozlenen, kendine yetebilme
ve bunun beraberinde getirdigi kendine giivendeki artis bulgularini ortaya

koyan c¢aligmanin nitel sonuglariyla da paralellik gostermektedir.

Benlik saygisinda zamana gore degisiklik goriilmemesi benlik saygisinin erken
yetigkinlik doneminde daha duragan olmasi ile agiklanabilir. Trzesniewski,
Donnellan ve Robins (2003), bu donemde benlik algisinin duragan olusunu
olgunlasmaya bagli degisimlerin azalmasi ve bireyin c¢evre tizerindeki

kontroliiniin artmastyla agiklamaktadir.
UUKYO’nin iki boyutu olan insan iligkilerine uyum ve bilgiye dayali karar

verme becerisi skorlarinin zamana gore degismedigi bulgusu, tiniversitede ilk

senelerinde okuyan Ogrencilerin, akademik yilin basinda ve sonunda alinan
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Ol¢iimlere gore kendine yeterlik skorlarinda bir farkliligin goériilmedigi Ramos-

Sanchez ve Nichols‘lin (2007) ¢aligmasini kismen destekler niteliktedir.

Ogrencilerin insan iligkilerine uyum boyutu skorlarmin zamana gore
degismemesi, ilk 3 aylik 0grenim siiresinden itibaren katilimcilarin sosyal
becerilerindeki ve iliskilerindeki gelisimi ortaya koyan c¢alismanin nitel
bulgular1 tarafindan da desteklenmektedir. Bu bulgu, iiniversitede ilk
senelerinde okuyan 6grencilerin arkadaslhiklar kurup, bir gruba dahil olmaya
verdigi biiyiikk 6nem (Conway, 2008; Dextras, 1993) sonucunda {iniversiteye
baslar baglamaz sosyal becerilerini gelistirme dolayisiyla iligkilerin niceligini ve

niteligini arttirma egiliminde olmalariyla agiklanabilir.

UUKYO’nin boyutlardan etkinliklerin kisisel ¢abayla yiiriitiilmesi puanlarinin
3. aydan 6. aya artis gosterdigi bulgusu, ilk sene icerisinde {iniversitede
gecirilen siirenin artmasiyla 6grencilerin daha yetiskin ve bagimsiz olduklari
(Lokitz ve Sprandel, 1976) ve kisisel sorumluluklarin1 daha fazla iizerlerine
aldiklar1 (Keup, 2007) bulgularini ortaya koyan uzunlamasina nitel ¢aligmalarla
tutarhiklik  gostermektedir. Ancak ¢aligmadaki bu bulgu iiniversite
ogrencilerinin kendine yeterlik puanlarinda zamana goére degisimin goriillmedigi
Ramos-Sanchez ve Nichols’iin (2007) calismasinin bulgular1 ile tutarhlik

gostermemektedir.

Calismada zamana gore farkliligin gortilmedigi tiim degiskenlerde farkliligin
goriilmemesinin sebebi bu degiskenlerin 6grencilerin iiniversite etkisine maruz
kalmadan once Olclilememesi ve bunun bu degiskenlerdeki olas1 bir degisikligin
gozlenmesini engellemesi ile de agiklanabilir. Calismanin nitel bulgulari,
ogrencilerin kendilerindeki kisisel degisimleri {tniversitedeki ilk {i¢ ay
igerisinde gozlemlediklerini ortaya koymustur. Ayni sekilde Dextras (1993) da
Ogrencilerin  kisisel degisimleri birinci yariyll igerisinde gdzlemeye

basladiklarini ileri stirmiistiir.
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Bu degiskenlerde farkliligin goriillmemesi, goriismelerin katilimcilar iizerindeki
olumlu etkisiyle de aciklanabilir. Baker ve Siryk (1986) liniversiteye uyum
Olcegi ile yaptiklar1 bir agimlayic1 miidahale calismasinda, Ogrencilerin
yasadiklar1 sorunlarla ilgili bilgi almaya ve tedavi edici olmaktansa bilgi
vermeye yonelik olan bir goriisme oturumu sonrasinda 6grencilerin iiniversiteye

uyum diizeylerinde artig gézlemlemislerdir.

Ogrencilerin kiiltiirel farklilik skorlarinda 3. aydan 9. aya artis gozlendigi
bulgusu 6grencilerin Kibrisli Tiirk kiiltiiriiyle nadiren temasta bulunmalarina
bagl olarak bu kiiltiirii tanima sanslarinin sinirlt olmasi ile agiklanabilir. Bir
baska deyisle liniversitede ilk senelerinde olan 6grencilerin kampusta kalmasi,
kampusun konumu, kampusun, 6grencilerin ihtiyaclarini karsilayabilen yapisi
ve kampusta az sayida Kibrislt Tiirk 6grencinin olmasi sebebiyle 6grencilerin
yerel kiiltiirle sinirlt olan temasi, 6grencilerin iki kiiltiir arasindaki farklar
algilama siirecini uzatmis olabilir. Ogrenciler iiniversiteye uyum saglayip
birlikte disar1 ¢ikacak sosyal cevreyi olusturduktan sonra Kibris’t gezip

boylelikle yerel kiiltiirii tanima sansin1 yakalamis olabilirler.

Birinci Calismanin Nitel Bulgularimin Tartisiimasi

Birinci ¢alismanin nitel kisminda 6grencilerin {iniversiteye uyum siireci nicel
Olcimlerle es zamanli gergeklestirilen 3 goriismeyle (3 ay, 6 ay, 9 ay)
arastirilmistir. Calismanin bulgulari 6grencilerin bu tiniversiteyi se¢melerinde
iic etkenin belirleyici olduguna isaret etmektedir. Bu etkenler, saygin bir
liniversitenin Ogrencisi ve mezunu olmanin avantajlarindan faydalanmay1
isteme, aile tarafindan yonlendirilme ve OSS’den alinan puandir. Segimlerinde
iki 6nemli etken olarak ortaya ¢ikan saygin bir {iniversitenin Ogrencisi ve
mezunu olmanin avantajlarindan faydalanmayi isteme ve aileleri tarafindan
yonlendirilme bulgusu, {niversite se¢iminde iki Onemli etkenin aile ve
tiniversitenin sayginligi oldugunu ortaya koyan Weismann, Bulakowski ve

Jumisko’nun (1998) calismasiyla tutarlilik gostermektedir.
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Calismanin sonuclari, {iniversiteye gelmeden Once iiniversiteyle ilgili bilgisi
olan kisiler (6rn., arkadaslar, 6gretmenler, tiniversite personeli) ve internetin
tiniversiteye gelemeden Once siklikla basvurulan bilgi kaynaklar1 oldugunu ve
edinilen bilgilerin dogru, yetersiz veya yaniltict oldugunu ortaya koymustur.
Bulgular ayrica, katilimeilarin gelmeden dnce pozitif ve / veya negatif duygular
yasadiklari1 ve egitim kalitesi, Kibris’ta ve kampusta yasamla ilgili yiiksek

veya diisiik beklentiler icerisinde olduklarini gostermistir.

Katilimcilarn iiniversiteye gelmeden onceki algilarini ve yasantilarini igeren bu
bulgular, 6grencilerin {iniversiteye baslamadan akademik ve sosyal yasamla
ilgili gesitli diisiik ve yiiksek beklentilerinin oldugunu ortaya koyan Roe’nun
(2000) calismasiyla tutarhilik gostermektedir. Ayrica, Keup’un (2007)
calismasinin sonucunda ortaya koydugu o6grencilerinin bazi beklentilerinin
karsilanmamasina ragmen {iniversiteye yiiksek diizeyde uyum sagladigi
bulgusu, bu caligmadaki katilimcilarin bazi beklentilerinin kargilanmamasina
ragmen Universiteye ve Kibris’taki yasama iyi diizeyde uyum sagladigini

gosteren, ¢aligmanin nitel bulgular tarafindan desteklenmektedir.

Katilimcilarin - iiniversitedeki ilk yillarinda yasadiklart giicliiklerle ilgili
bulgular, katilimcilarin tiniversiteye geldikleri ilk 10 giin igerisinde yalmzlik, ev
/ aile ozlemi, kiiltiirel ve c¢evresel farkliliklar1 gibi zorluklar yasarken ilk {i¢
aylik 6grenim siiresinde ise yalnizlik, ev / aile 6zlemine ek olarak akademik
problemler, sosyal yasamin yetersizligi gibi giicliiklerle karsilastiklarin1 ortaya
koymustur. Ayrica ¢alisma sonuglarina gore sonraki 6 aylik 6grenim siiresinde
de akademik problemlerin yasanilan sikintilar arasinda basi ¢ektigi
gorlilmiistiir. Bu bulgular, liniversitede ilk senelerinde olan dgrencilerin ortak
sorunlarinin ortaya konuldugu alan yazinindaki pek ¢ok g¢aligmanin (Dextras,
1993; Pascale, 2006; Poyrazli ve Grahame, 2007; Roe, 2000) bulgularini
desteklemektedir. Ancak bulgular, sorunlarin yasanma zamana ile ilgili olarak
Lokitz ve Sprandel’in (1976) c¢alismasinin  bulgularindan  biraz
farklilagmaktadir. Arastirmacilar 6grencilerin iki donem igerisinde yasadiklari

sorunlar1 karsilagtirdiklarinda, birinci donemde, ikinci doneme gore daha fazla
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sayida Ogrencinin ev-aile Ozlemi sikintisi  ¢ektigini  ve akademik
performanslariyla ilgili endise yasadigini, bunun yani sira 6grencilerin sosyal
yasamlariyla 1ilgili endiselenmeye daha ¢ok ikinci donemde bagladiklarini
bulmuslardir. Bu calismada da ilk 3 aylik 68renim siiresinde sonraki 6 aylik
doneme gore daha fazla katilimcmin ev-aile 6zlemi ve yalmizlik cektigi
gozlenmistir. Ancak akademik problemler ve sosyal yasamla ilgili endiseler
(sosyal yasamin yetersizligi, kisilerarasi problemler) hem birinci hem de ikinci
3 aylik O6grenim siiresinde karsilagilan sorunlar olarak bulunmustur. Sosyal
yasamla ilgili endiselerin Lokitz ve Sprandel’in ¢aligmasindan farkli olarak her
iki 3 aylik donemde de gozlenmesi {iiniversitede ilk senelerinde okuyan
Amerikali ve Tirk 6grenciler arasindaki kiiltiirel farkliliklarin incelendigi bir
baska calisma ile aciklanabilir. Kaya ve Weber ‘in (2003) calismasi, Tiirk
Ogrencilerin sosyal ¢evrelerini olusturmaya Amerikali 6grencilerden daha fazla
O6nem verdigini ve bunun i¢in baskalarinin odasini ziyaret etmek ve arkadas
edinebilecekleri yerlere gitmek gibi inisiyatifi daha fazla ele alan davranislar
sergiledigini gostermistir. Bu ¢alismadan yola ¢ikarak katilimcilarin akademik
ve sosyal yasamlarina birinci donemden baslayarak esit derecede Onem
verdikleri soylenebilir. Katilimcilarin akademik problemlerinin ikinci dénemde
de devam etmesi ile ilgili farkli bulgu ise pek ¢ok hazirlik 6grencisinin ortak

endisesi olan yaklasan Ingilizce Yeterlik Smavi ile agiklanabilir.

Universiteye uyumla ilgili alan yazaninda, aileler (Guiffrida, 2005; Katz, 2008)
ve arkadaslar (Dextras, 1993; Roe, 2000) iiniversitede ilk yillarinda okuyan
ogrencilerin temel destek kaynaklar1 olarak karsimiza ¢ikmaktadir. Bu
baglamda ailelerin ilk 10 giin i¢inde, arkadaslarin ise bir sene boyunca
katilimcilarin 6nemli birer destek kaynagi oldugunu gdsteren bu ¢aligma, alan

yazinindaki ¢caligsmalari destekler niteliktedir.

Bulgular, 6grencilerin ilk senelerinde karsilastilar1 akademik ve sosyal-kisisel
problemlerle bas etmede siklikla olumlu diisiinme ve ¢oziim odakli bas etme
yontemlerini iceren aktif basa ¢ikma yoOntemlerini kullandiklarini ortaya

koymustur. Bu bulgu, 6grenciler tarafindan {iniversitede ilk senelerindeki
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giicliiklerle bas etmede, kararli olma, akademik yardim alma, ¢alismaya uzun
saatlerini ayirma (McClure, 2007) ve sosyal ¢evre kurma (Pascale, 2006) gibi
etkin bas etme yoOntemlerinin kullanildigin1 gosteren alan yazinindaki

calismalarin sonuglarini destekler niteliktedir.

Katilimcilarin ilk senelerinde kendilerinde gozlemledikleri degisiklere (kendi
kendine yetebilme, sosyal becerilerini ve iligkilerini gelistirme, uyum
diizeyinde artig) bakildiginda ise, bulgularin yine alan yazinindaki nitel
calismalarin (Dextras, 1993; Keup, 2007; Lokitz ve Sprandel, 1976) bulgularini

destekler nitelikte oldugu goriilmektedir.

Katilimcilarin  ilk  senelerinde ilgilendikleri bos zaman etkinliklerine
bakildiginda arkadaslarla zaman gegirme, spor yapma ve Kibris’1 gezmenin ilk
siralarda yer aldigr goriilmektedir. Bu bulgu, birinci smifta O6grencilerin
cogunlukla arkadaglarla muhabbet ederek zaman gecirdiklerinin bulundugu

Dextras’in (1993) calismasinin bulgulariyla tutarlidir.

Caligmanin sonuglari, kampusta sosyal ¢evreye sahip olmanin, daha onceki
benzer yasantilarin ve cesitli kisisel ozelliklerin (kisisel ve sosyal beceriler,
kisilik oOzellikleri) katilimcilarin uyum siireglerini  kolaylastiran etkenler
oldugunu ortaya koymustur. Bu bulgu, sosyal destegin (Katz, 2008; Rood,
2008; Strage, 2000), seyahat etme ve yer degistirme deneyiminin (Dextras,
1993), kendine giiven, 6zdisiplin ve denetim, zamani etkili kullanma ve
calisma becerileri gibi kisisel ozelliklerin (Knapp-Williams, 1991) uyum
tizerindeki olumlu etkisininin ortaya kondugu alan yazimindaki pek c¢ok

calismanin bulgularini desteklemektedir.

Son olarak, katilmecilarin gelecekle ilgili planlartyla ilgili  bulgular,
katilimcilarin ~ e8itimsel ve mesleki planlarinin 6n  planda oldugunu
gostermektedir. Bu baglamda c¢aligmanin bulgulari, tiniversite dgrencilerinin

hedeflerinin belirli bir kariyere sahip olmak (Spade ve Reese, 1991) veya yeni
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bir iiniversiteye gecis yapmak (Lokitz ve Sprandel, 1976) oldugunu ortaya

koyan c¢aligmalarla tutarlilik gostermektedir.

ikinci Cahsmanin Bulgularinin Tartisiimas

Universiteye uyumun yordayicilarinin arastirildigy ikinci ¢alismanim bulgular,
tiim yordayici1 degiskenlerin {iniversiteye uyum puanlarindaki toplam varyansin
%34°nii, sosyal uyum puanlarindaki toplam varyansin %31°ni ve akademik
uyum puanlarindaki toplam varyansin %34’nii agikladi@int gOstermistir.
Bulgular, tiim yordayici degiskenler arasinda UUKYO’nin insan iliskilerine
uyum boyutunun, benlik degerinin ve 6grenci topluluguna tiyeligin {iniversiteye
uyumu ve sosyal uyumu pozitif olarak yordadigini, akademik basar1 ve
UUKYO’nin boyutlarindan aktivitenin kisisel ¢abayla siirdiiriilmesinin ise
akademik uyumu pozitif olarak yordadigini géstermistir. Ote yandan bulgular,
algilanan stresin iiniversiteye uyumu ve akademik uyumu negatif olarak
yordadigin1 gdstermistir. Bunlarin yani sira sonuglar, cinsiyet, UUKYO’nin
bilgiye dayali karar verme becerisi boyutunun ve kiiltiire] uyumun {iniversiteye

uyumu, sosyal ve akademik uyumu yordamadigini ortaya koymustur.

UUKYO’nin insan iliskilerine uyum boyutunun (kisinin, sosyal becerilerine
olan giiven diizeyi) liniversiteye uyumu yordadigi bulgusu, uyumun genel
kendine yeterlik (Marder, 2009) ve kisilerarasi iligkiler kurma konusunda
kendine yeterlikle (Rooijen, 1986) yiiksek diizeyde iligkili bulundugu gosteren
alan yazinindaki ¢aligmalarla tutarlidir. Aymi sekilde insan iliskilerine uyumun,
sosyal uyumu yordadigi bulgusu ise iiniversitede kendine yeterlikle sosyal
cevreyle biitlinlesme arasinda olumlu iligkilerin bulundugunu (Torres ve
Solberg, 2001) ve iiniversitede sosyal alanda kendine yeterligin, tiniversitedeki
sosyal islevselligi yordadigin1 (Myers, 2004) ortaya koyan ¢alisma bulgularini
desteklemektedir. Bu bulgular Campbell’in (2002) vurguladigi iizere, kendi
sosyal becerilerine yiiksek diizeyde giiven duyan ve yeni arkadasliklar kurmaya

istekli Ogrencilerin, yeni iligskiler kurmaya motive olmalar1 ve bu
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motivasyonlarininda liniversiteye baglanmayi, dolayisiyla uyumu arttirmasiyla

aciklanabilir.

Benlik saygisinin {iniversiteye uyumu olumlu sekilde yordadigi bulgusu ise
yine alan yazinindaki pek c¢ok calisma (Becker, 2008; Protinsky ve Gilkey,
1996; Toew ve Yazedjian, 2007) ile tutarlilik gostermektedir. Algilanan stresin
tiniversiteye uyumu ve akademik uyumu negatif olarak yordadigi bulgusu, alan
yazininda algilanan stresle {iniversiteye uyum ve akademik uyum arasinda
yiiksek diizeyde negatif iligkilerin bulundugu pek ¢ok ¢alismanin bulgularini
(Friedlander ve ark., 2007; Kerr ve ark., 2004; Wintre ve Yaffe, 2000) destekler
niteliktedir.

(Calismada, tniversite topluluklarina iiyelik {iniversiteye uyumun ve sosyal
uyumun pozitif bir yordayicisi olarak bulunmustur. Bu bulgu da, alan
yazinindaki ders dis1 etkinliklere katilim sayisinin iiniversiteye uyum, ozellikle
de sosyal uyum iizerindeki olumlu etkilerini ortaya koyan c¢alismalarla
(Bettencourt ve ark., 1999; Bohnert ve ark., 2007; Weissman ve ark., 1998)

tutarlilik gostermektedir.

Calismanin akademik basarinin, akademik uyumu yordadigina iliskin bulgusu
ise alan yazinindaki bazi ¢aligmalarin bulgulariyla tutarh iken (Bettencourt ve
ark., 1999; Hurtado ve ark., 2007) akademik uyum ve akademik basar1 arasinda
anlamli bir iligkinin bulunmadigi Thompson ve Fretz’in (1991) calisma

bulgusundan farklilik gostermektedir.

Akademik uyumun bir baska yordayicisi olarak UUKYO’nin boyutlarindan
aktivitenin kisisel ¢abayla siirdiiriilmesinin ¢ikmasi ise - kendi davraniglar
iizerinde ig¢sel kontrole sahip olan 6grencilerin akademik ve sosyal yasamlarini
dengeleyerek lniversite yasaminin akademik sorumluluklarini yerine
getirebilecegini ve bunun da dgrencilerin akademik uyumlarini olumlu yonde
etkileyecegi diisliniildiigiinde (Njus ve Brockway, 1999) - yine beklenen bir

bulgudur. Ayrica aktivitenin kisisel ¢abayla siirdiiriilmesi, bireyin, akademik
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yasamin gereklerini yerine getirebilmeyle ilgili becerisine olan giivenlerini
yansitan maddeleri de icerdigi i¢cin akademik kendine yeterligin, akademik
uyum iizerindeki yordayici etkisinin goriildiigi diger ¢alismalarin (Ramos-
Sanchez ve Nichols, 2007; Zychowski, 2007) bulgulari1 da destekler
niteliktedir.

Calismada cinsiyetin, UUKYO’nin bilgiye dayali karar verme becerisi
boyutunun ve kiiltiirel uyumun {tiniversiteye uyumu, sosyal veya akademik
uyumu yordamadigi goriilmiistiir. Cinsiyetin anlamli bir yordayict olarak
bulunmamasi alan yaziindaki bazi ¢calismalarla (Fisher ve Hood, 1988; Leong
ve Bonz, 1997) tutarlilik gosterirken digerleri (Enochs ve Roland, 2006; Wintre
ve Yaffe, 2000) ile gdstermemektedir.

Calismada, bilgiye dayali karar verme (kisinin mantiksal diisiinme ve gozlem
becerilerine olan giliven diizeyi) boyutunun anlamli bir yordayici olarak
bulunmamasi ise

bu boyutun iiniversiteye uyuma yonelik becerilerden ¢ok daha genel becerileri
yansitmasi ile aciklanabilir. Multon, Brown ve Lent (1991) yiirittiikleri,
kendine yeterligin akademik basari ve okula devam fizerindeki etkilerinin
incelendigi bir meta analiz ¢aligmasi sonucunda degiskenler arasindaki en giiclii
iligkilerin, kendine yeterlik Ol¢eklerinin performans kriterine en ¢ok uyustugu

durumlarda gozlendigini belirtmislerdir.

Kiiltiirel farkliliklarin anlamli bir yordayici olarak goriilmemesi ise li¢ sekilde
aciklanabilir. Birinci agiklama ilk senelerinde olan 6grencilerin Kibrish Tiirk
kiiltiiriiyle nadiren temasta bulunmalarina bagli olarak bu kiiltiirii tanima
sanslarmin smirli olmasi ve bu sebeple kiiltiirel farkliligin uyum diizeylerini
etkilememesi olabilir. Bir digeri ise, Ogrencilerin kiiltiirlenme yasantilarinin
sadece kiiltiirel uzaklik tarafindan degil diger icsel (Orn., etkili bas etme
yontemleri) ve cevresel (sosyal destek, pozitif toplumsal tutumlar) etkenlerin

etkilesimi tarafindan belirlenmis olabilecegidir (Berry, 2006). Son agiklama
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olarak ise, 6grencilerin iki kiiltiir arasinda fazla bir farklilik algilamamasi 6ne

surtlebilir.

Sonug olarak, birinci ¢aligmanin nitel bulgular1 6grencilerin {iniversiteye uyum,
akademik ve sosyal uyum, algilanan stres, benlik saygisi, UUKYO’nin iki
boyutundan (insan iliskilerine uyum, bilgiye dayali karar verme becerisi)
aldiklar1 puanlarin zamana gore degismedigini goOstermistir. Ancak ikinci
calismanin bulgular1 ayni degiskenlerin (algilanan stres, benlik saygisi, insan
iliskilerine uyum) O&grencilerin iiniversiteye uyum, sosyal veya akademik
uyumlarinin anlamli birer yordayicisi olduklarini ortaya koymustur. Goriiniirde
tutarsiz olarak algilanabilecek bu iki ¢alismanin bulgular1 gériismelerin birinci

calismanin katilimcilari tizerindeki olumlu etkisi ile a¢iklanabilmektedir.
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