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ABSTRACT

TESTING A MODEL OF PSYCHOLOGICAL INFLEXIBILITY,
RUMINATIVE THINKING, WORRY AND SELF-COMPASSION IN
RELATION TO COLLEGE ADJUSTMENT

Aydin, Yasin
Ph.D., Department of Educational Sciences
Supervisor: Prof. Dr. Oya Yerin Giineri
May 2016, 185 pages

This study aimed to investigate psychological inflexibility, ruminative thinking,
worry and self-compassion, in relation to college adjustment within an
interactional model by using structural equation modeling. The sample of the
study consisted of 657 (486 females, 171 males) first year college students at a
public university in western Turkey. The data intruments of the study were
Demographic Information Form, University Life Scale (ULS; Aladag, Kagnici,
Tuna, & Tezer, 2003), Acceptance and Action Questionnaire- I1 (AAQ-II; Hayes
et al., 2004), Ruminative Thought Style Questionnaire (RTSQ; Brinker &
Dozois, 2009), Penn State Worry Questionnaire (PSWQ; Meyer, Miller,
Metzger, & Borkovec, 1990) and Self Compassion Scale (SCS; Neff, 2003s).

The results of the SEM analysis indicated that psychological inflexibility
negatively and significantly, self-compassion positively and significantly
predicted overall college adjustment. While, psychological inflexibility
positively predicted ruminative thinking and worry, it negatively predicted self-
compassion. Findings also revealed that ruminative thinking and worry were not

significant predictors of the college adjustment.



The results of this study suggested that students with high psychological
inflexibility and low level of self-compassion have difficulties in adjusting to the
college environment. On the other hand, students with high psychological
inflexibility were found to be more likely to experience ruminative thinking and
worry. Furthermore, the findings showed that college students who experience
ruminative thinking and worry did not seem to experience difficulties in

adjusting to college life.

Keywords: College adjustment, psychological inflexibility, self-compassion,

ruminative thinking, worry



0z

UNIVERSITEYE UYUMUN, PSIKOLOJIK KATILIK, RUMINATIF
DUSUNME, ENDISE VE OZ-DUYARLILIK ILE ILISKiSI UZERINE BIiR
MODEL TEST ETME CALISMASI

Aydin, Yasin
Doktora, Egitim Bilimleri Bolimii
Tez Yoneticisi: Prof. Dr. Oya Yerin Giineri

Mayis 2016, 185 sayfa

Bu calisma, iiniversiteye yeni baslayan &grencilerin {iniversite yasamina
uyumlarmin psikolojik katilik, ruminatif diisiinme, endise ve 6z-duyarlilik
degiskenleri ile olan iligkisini yapisal esitlik modellemesi (YEM) kullanarak test
etmeyi amaclamistir. Calismanin 6rneklemini, Tiirkiye’nin batisinda bulunan bir
devlet {iniversitesinden toplam 657 6grenci (486 kiz, 171 erkek) olusturmustur.
Bu calismada veri toplama araci olarak; Demografik Bilgi Formu, Unversite
Yasam Olgegi (ULS; Aladag, Kagnici, Tuna, & Tezer, 2003), Kabul ve Eylem
Formu - IT (KEF; Hayes et al., 2004), Ruminatif Diisiinme Stili Olgegi (RDSO;
Brinker & Dozois, 2009), Penn Eyaleti Endise Ol¢egi (PEEO; Meyer, Miller,
Metzger, & Borkovec, 1990) ve Oz-duyarlilik Olgegi (ODO; Neff, 2003a)

kullanilmistir.

Yapisal esitlik modellemesi analizi sonuglari, psikolojik katiligin anlamli ve
negatif olarak, 6z-duyarliligin ise anlamli ve pozitif olarak genel tiniversiteye
uyumu yordadigint gostermektedir. Psikolojik katilik, ruminatif diisiinme ve

endiseyi anlamli ve pozitif olarak yordarken, 6z-duyarliligi negatif ve anlamli

Vi



birsekilde yordamistir. Ayrica bulgularda, ruminatif diisiinme ve endisenin

tiniversiteye uyumu yordamadigi goriilmiistiir.

Bu calismanin sonuglari, psikolojik katiligi yiiksek olan Ogrencilerin ve 6z-
duyarlhilik becerileri diisiik olan Ogrencilerin iiniversite yasamina uyumda
zorlandiklarini ortaya koymustur. Diger taraftan, psikolojik katilig1 yiiksek olan
Ogrencilerin ruminatif diisiinme ve endiselerinin daha yiiksek oldugu
bulunmustur. Buna ek olarak; calismanin sonuglari, ruminatif diisiinme ve
endise deneyimleyen Ogrencilerin, iniversite yasamina uyum saglamada

zorluklar yagamadigini géstermektedir.

Anahtar Kelimeler: Universiteye uyum, psikolojik katilik, &z-duyarlilik,

ruminatif diistinme, endise
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CHAPTER |

INTRODUCTION

This chapter that presents an overview of the current research is composed of
five parts. The first part will explain the background of the study, the second part
will present the purpose of the research, the third part will focus on the statement
of the research questions and hypotheses, the fourth part will focus on the
significance of the study, and finally in the fifth part main key concepts of the

research will be explained.

1.1. Background of the Study

“It had been a few months since Seda started the university. While she was
wandering around by herself, she thought about how different this city and the
university is for her. She realized that she was feeling uneasy and a little bit
frightened because she had to live in an unfamiliar place among several people
with different cultural backgrounds and different life styles. That moment, she
thought of her home and her family who lived far away from her. She
remembered the efforts her family made for her to be here and she felt the
responsibility of having to be successful at the university on her shoulders. In
the meantime, she wished that she had studied more so that she would be able to
go to a university close to her home. She felt regret, and she got angry at herself.
However, the midterms were approaching, and she was going to experience it
for the first time at the university. She could not figure how she was going to
prepare for the exams and how she would communicate with the professors at
school. With similar complicated thoughts in her mind, she found herself

walking alone on campus”.



The story of the above freshman student may sound familiar to those who had a
university life experience. Every year thousands of young people graduate from

high school and look forward to pursuing a degree in higher education.

The term college and university are used interchangeably to refer higher
education institutions. However, these two terms can lead to confusion in the
global context, due to the blurry line between them. For example, in the US,
while college is relatively a smaller institution that offers mainly undergraduate
degrees and two-year degrees, university is a bigger or a larger institution that
usually offers both an undergraduate and a graduate degrees (Masters and PhD)
that also may have medical school and a law school (Association of American
Colleges and Universities [AACU], 2016) . Thus students in the USA mostly
prefer to use college when they talk about a four year undergraduate education.
Correspondingly, in the adjustment literature the term “college adjustment”
rather than “university adjustment” is most commonly used. On the other hand,
in Turkey, both students and the literature use “university” to refer to a four year
undergraduate education. In the present study, in order to overcome the
confusion regarding the use of the terms, college and university, both of them
are used interchangeably. However, the term “college adjustment” is used while

citing the original studies.

Beginning university is a significant event in a young adult’s life which provides
a new life style that is very different from the high school. When considered
from this point of view, starting a university life for the first time can be a very
stressful and unbearable experience for some freshman or first-year students.
Upcraft, Gardner, and Barefoot (2005) discusses the myth of first year college
student as primarily middle-class, eighteen years old, single, newly graduated
from high school, studying full time and living on campus, enrolled in a four
year college, living away from home for the first time, meeting traditional

standards of academic success. It is obvious that some of the myths for the first-



year college students still relevant. However, it is now known much more about
the first-year of college experience and personal and environmental factors that

affect students’ adjustment to college (Upcraft et al., 2005).

In order to understand those personal and environmental factors of college
adjustment, it is vital to understand the concept of transition. Entry into new
phase of a life brings new information and experience to which people must
adapt. In every life transition period, people are faced with difficult and even
sometimes threatening life tasks such as changing jobs, becoming a parent, or
retiring from work (Cantor, Noreem, Niedenthal, Langston, & Brower, 1987;
Morton, Mergler, & Boman, 2014) and the transition from high school to college
is not an exception (Brooks & Dubois, 1995; Morton et al., 2014). While this
transition is an adventure both socially and intellectually for many students, the
very same period may become a very overwhelming and distressing for some
other students that involve number of challenges. Considering the facts of
transition period, freshman students experience more adjustment difficulties
than the college students in the other years. The major challenges for freshman
students include homesickness (Thurber & Walton, 2012), academic difficulties
that is more demanding than high school (Johnston, 2010), changing habits such
as sleeping, eating and daily routines and managing time (Halamandaris &
Power, 1999) and stress that is originated from a new environment and new
friends and relationships (Buote et al., 2007; Clinciu, 2013; Sasaki & Yamasaki,
2007).

Psychological distress among college students represents a serious health-issue.
When examining the adjustment to college life, the literature reveals an
association between anxiety, stress, anger, depression, mental illness and
adjustment (Clinciu, 2013). Moreover, Tinto (1996) posits that the adjustment
difficulties are among the major causes of students’ drop out from college. More
importantly, depressive symptoms and anxiety may lead young adults to suicidal

ideation and suicide attempts. Skala et al. (2012) also states that suicide is one



of the major problem among young adults. Suicidal thoughts are associated with
one’s cognitive styles that originated from depressive symptoms in turn. Those
cognitive styles or constructs that lead to depression are explained mostly with

ruminative thinking style and worry (Lamis & Dvorak, 2014).

Rumination has a strong resemblance to the construct of worry at a conceptual
level (Nolen-Hoeksema, 1998). Whereas, rumination has been defined as
“behaviors and thoughts that passively focus on one’s attention on one’s
depressive thoughts and on the implications of these thoughts” (Nolen-
Hoeksema, 1998, p. 239), worry is defined as “a chain of thoughts and images,
negatively affect-laden, and relatively uncontrollable” (Borkovec, Robinson,
Pruzinsky, & Depree, 1983, p. 10). Even though, by definitions, rumination
seems to be related to depression and worry to anxiety, Starcevic (1995) suggests
that worry also occurs in major depression. There are two studies available in
order to explore the link between rumination, worry, depression, and anxiety,
systematically. In the first study, Segerstrom, Tsao, Alden, and Craske (2000)
found that rumination and worry were correlated substantially and both loaded
on same latent variable, named as “repetitive thought” which was associated
with depression and anxiety. In the second study, Fresco, Frankel, Mennin, Turk,
and Heimberg (2002) analyzed the overlapping features of rumination and worry
with college students’ sample. The results of a common factor analysis showed
that rumination and worry are separate but they are both highly correlated with
each other. Thus the results of both studies revealed that rumination and worry

are closely related but they have distinct features (Fresco et al., 2002).

Morrison and O'Connor (2005) found that rumination and stress are the strong
predictors of psychological distress among college students. Moreover,
Zawadzki, Graham, and Gerin (2013) investigated the possible mediating effect
of rumination and anxiety between loneliness and depressed mood of college
students. The results have shown that if the students who feel lonely ruminate

and experience anxiety, they are more likely to get into depressive mood. These



results especially matter for freshman students considering the fact that they tend
to have difficulties to get in touch with others during the first months of the

college life.

Rumination was also found to be related with stressful life events in the
longitudinal study of Michel, McLaughlin, Shepherd, and Nolen-Hoeksema
(2013). The results suggested that exposure to stressful life events was
longitudinally linked to increased engagement in rumination. In addition,
rumination was found to be a mediator between self- reported stressors and
symptoms of anxiety. When college adjustment process is considered as a
stressful life event for freshman students, the role of rumination can be

understood as an important factor.

Freshman students start to college life with a lot of questions including the
uncertainties about campus life, interpersonal and academic relations, and many
other in class and out class activities. These uncertainties make freshman
students worry about their first-year experience. Paolini, Alejandro, and William
(2006) investigated the role of worry on the college students’ life satisfaction.
The participants were 160 undergraduate college students. According to the
results, the individuals with high worry scores indicated less life satisfaction,

even when controlling the trait anxiety.

As depicted from the above explanations about the relationships between college
adjustment, rumination and worry, psychological health of a college student
matters especially when it comes to the freshman adjustment process.
Psychological flexibility that is the core concept of Acceptance and Commitment
Therapy (ACT) is one of the key ingredients to psychological health (Hayes,
Strosahl, & Wilson, 2005). The concept of psychological flexibility refers to a
number of dynamic processes. These processes can be explained by how a
person: (1) adapts to changing situational demands in life, (2) reconstruct the

mental resources, (3) have different perspectives and (4) obtain balance between



desires, needs, and life domains. Thus, a person who is psychologically flexible
is able to incorporate between his/her internal private experiences and

environmental context (Kashdan & Rottenberg, 2010).

The main aim in ACT is to increase the psychological flexibility of individuals.
ACT uses acceptance and mindfulness processes as well as commitment and
behavioral activation techniques to cultivate psychological flexibility. This
approach seeks human language and cognition under effective and better
contextual control so that individuals can get rid of their problem solving mind
to promote a more open and valued living (Hayes, Strosahl, & Wilson, 2005).

The concept of experiential avoidance is one of the core processes in ACT. It is
defined as the attempts to avoid internal private experiences including thoughts,
feelings, memories, and physical sensations- even when doing so, it creates harm
and destructive results in the long run (Hayes et al., 2005). The best way to
conceptualize the experiential avoidance is to understand that humans are
motivated into two directions. First direction is to move away from the things
that they do not want and second direction is to move towards the things that
they do want. This may sound particularly good idea for the things happening in
the external world. However, away and towards moves do not work with the
same system in the internal worlds of the humans. When people move towards
something they really value, they start to experience some uncomfortable
emotions and negative thoughts in the early stages. Therefore, they immediately
turn back and move away from the things they really value. These attempts
called experiential avoidance, which may reveal a relief. Experiential avoidance
may work in the short- term, but it does not work in the long-term (Harris, 2008;
Hayes et al., 2005). For example, a college freshman who struggles with
academic and social adjustment difficulties may choose to isolate himself/herself
from other students which creates a relief in the short run but eventually causes

more isolation and academic problems in the long run. As it is seen, experiential



avoidance strategies seem to work for college students but they keep students

away from a more valuable life in college environment.

The literature indicates that acceptance and mindfulness processes matter in
dealing with various psychological problems in college life (Pistorello, 2013).
More specifically, ACT was used as an approach with college students to treat
perfectionism (Crosby, Armstrong, Nafziger, & Twoig, 2013), to overcome
academic barriers (Miselli, Prevedini, & Pozzi, 2013) and to enhance peer

support in college (Morse, 2013).

The concept of self- compassion that is another core component in this current
study shares many commonalities with psychological flexibility including
present moment awareness, mindfulness and acceptance. “Things in life may not
go the way we all want them to”. This motto can be applied to college freshmen
who struggle with many adjustment difficulties. The students who experience
various adjustment problems in college either act in a compassionate or self-
destructive manner towards themselves. Self- compassion is simply acting with
a kind, understanding and accepting manner towards yourself when you are
having a difficult time, fail, or even notice something you do not like about
yourself (Neff, 2011). Self- compassion positively predicts well- being of
adolescents (Bluth & Blanton, 2015) and negatively predicts stress in college
freshmen (James, 2013).

College adjustment is not a simple process but multifaceted and complex
phenomenon (Pascarella & Terenzini, 2005). All of the research about college
adjustment and related variables in this study help us understand the importance
of college adjustment, in addition to the mental health of a college freshman

student.



1.2. Purpose of the Study

There are multiple factors contributing to the college adjustment process for the
first-year students. Therefore, this study aims to investigate the relationship
between university adjustment, psychological inflexibility, ruminative thinking,

worry and self-compassion, in an interactional model (See Figure 4.6).
1.3. Research Questions and Hypotheses

The main research question of this study is “What is the nature of relationships
among psychological inflexibility, ruminative thinking, worry and self-

compassion in relation to university adjustment among freshman students?”
Research Hypotheses:

Psychological inflexibility will predict self-compassion.
Psychological inflexibility will predict university adjustment.

Psychological inflexibility will predict ruminative thinking.

1

2

3

4. Psychological inflexibility will predict worry.

5 Self-compassion will predict university adjustment.

6 Ruminative thinking will predict university adjustment.
7

Worry will predict university adjustment,
1.4. Significance of the Study

Transition from high school to college that occurs at the time period between the
ages of 18-25 is also described as emerging adulthood. In this critical
developmental stage many changes occur in the life of students. Most of the
students move away from the homes which brings more autonomy and
responsibility to their lives (Arnett, 2000). One student in Jorgenson-Earp and

Staton’s (1993) metaphors for freshman college experience study described this



particular experience as “the line of demarcation of life. No longer am I a
sheltered child on my parents’ schedule, but a young adult about to embark on a

new life, very exciting and full of mystery’” (p. 130).

College students are expected to make a series of adjustments to cope with their
new ways of life. These adjustments range from academic issues to personal,
emotional, and social adjustments (Baker & Siryk, 1984). Arrival to college
brings a student’s life both positive (retention) and negative (attrition) effects.
The negative effects are mostly related to academic boredom, lack of certainty
about major or career path, limited or unrealistic expectations about college, lack
of knowledge about campus life, and other transitional or adjustment difficulties
(Upcraft et al., 2005). Some additional difficulties first-year college students
deal with are alienation, psychological complaints, financial difficulties, moving
from small town to a big city for university, language and culture related
differences (Murphy & Archer, 1996).

First year of college experience has become a much higher priority for policy-
makers, resource allocators, administrators, faculty, college counseling centers,
and of course for families. It is now more challenging experience than ever both
inside and outside of the classroom (Upcraft et al., 2005). Moreover, Johnston
(2010) emphasizes the importance of first year experience from a faculty
perspective and states that first year is a major part of the university life and

deserves serious attention in every university.

Upcraft et al. (2005) discussed the progress over first year college experience
and came up some major headlines including the increasing number of colleges,
the integration of technology use into first-year initiatives, funding and other
supports, and cultural diversity issues. The number of colleges and hence the
first year students have been increasing. Therefore, the need for a comprehensive
understanding of first-year university adjustment has been necessary more than

ever. This need is also very urgent in countries such as Turkey where there are



many young universities and the number of students enrolled in universities is
rapidly increasing. For example of the total 193 universities in Turkey, 115 of
them are less than 10 years old. Parallel to that development, the total number of
students who are enrolled in all universities in Turkey has now reached to the
total of 6.062.886 (Yiiksek Ogretim Kurumu [YOK], 2016).

There are other reasons to understand better the college adjustment process such
as drop-outs. According to Rausch and Hamilton (2006) the majority of students
drop out of college during their first year which is considered as the transitioning
period. Academic failure is definitely not only problem when it comes to first
year college adjustment. There are several other difficulties that students try to
deal with throughout their first year college experience. According to Barefoot
(2000), first year- college students are disengaged academically, unmotivated,
cannot complete an assignment properly, have very short time of attention span,

and expect instant gratification.

When young people start college they suddenly have to transfer from family life
to an unexpected world of college where they will have to manage their life on
their own, that is why those people have developmental problems of identity
crisis, interpersonal relationships and sexuality issues at college. In addition to
the normal developmental issues, college students also have to face with
academic responsibilities, fulfill parental expectations, and cope with racial and
cultural conflicts among their peers in the college environment where cultural
variances occur. Besides the daily stress factors, there are also the burden of
school payments that the college students have to carry on their shoulders until
they graduate. College students also face with the requirements of growing up,
fulfilling other people’s expectations and finding the right place in the world for
themselves (Kadison & DiGeronimo, 2004).

First year university experience (FYE) is an important phenomenon that

researchers examine in different studies in relation to in class, out class activities,
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attitudes towards the institution (Franklin, Cranston, Perry, Purtle, & Robertson,
2002). Gardner (1986) also emphasized the importance of first year experience

programs for the college students.

In addition to these challenges, students in Turkey go through stressful periods
to become a student in college. There are millions of students try to pass the
university entrance exam every year. According to Student Selection and
Placement Centre (OSYM) data, out of 2.126.670 candidates who took the
university entrance exam, only 417.714 achieved to become a university student
(OSYM, 2015). In other words, approximately only % 20 of all candidates
started a life in university. It is not an easy process for high school graduates to
become a university student which creates a lot of pressure on them. This
pressure sometimes lead students to pick a major in college that is not desired
by them. Students experience various difficulties as a result of this fact (Mercan
& Yildiz, 2011).

Most of the existing research on the transition and college adjustment has
examined the role of social variables such as friends and family (Paul & Brier,
2001; Pittman & Richmond, 2008), personality characteristics such as shyness,
sociability (Mounts, Valentiner, Anderson, & Boswell, 2006), or optimism
(Morton et al., 2014). Another research (Mercan & Yildiz, 2011) was conducted
in order to investigate the main problems college students face during their first
year experience in relation to several demographic factors. The results of this
study yielded that college freshmen mostly seek help about difficulties related to

academic success, career planning, stress, time management.

In this regard, despite their valuable contribution to explore the college
adjustment phenomenon, the college adjustment literature was unsatisfying
especially investigating the role of third wave approaches in college adjustment
process. Third wave approaches in psychotherapy has emerged after the rapid

developments in the field of behavioral and cognitive therapies. Third wave
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approaches seek to change the function of an event, rather than changing the
event itself, and the individuals’ relationship to them by using strategies such as
mindfulness, acceptance or cognitive defusion (Teasdale, Segal, & Williams,
2003).

Since, college is a time of transition where students experience independence
from family, establish new social relationships, settle into their sexuality, and
face the financial, intellectual, and social demands (Kadison & DiGeronimo,
2004). The strategies that third wave approaches use including mindfulness,
acceptance, defusion, and values work might be very beneficial for students in
many different ways as suggested by Pistorello (2013). These approaches are
transdiagnostic in nature, flexible, easy to access, helpful also for the college

staff, and sensitive to cultural differences and change.

There are limited studies that have been conducted about the effectiveness of
Mindfulness-based Cognitive Therapy (MBCT) and Acceptance and
Commitment Therapy (ACT) at college counseling and psychological services
(Renner & Foley, 2013). Another study was a randomized control trial by
Pistorello, Fruzzetti, MacLane, Gallop, and Iverson (2012) that examined the
effectiveness of Dialectical Behavioral Therapy (DBT) on suicidal college
students. In addition to these, a proto-type acceptance and commitment therapy
(ACT) service was provided to the college students who deal with depressive
and anxious symptoms. The results indicated that students who took the web-
based ACT service showed significant improvements for ACT knowledge,
education values and depression relative to waitlist (Levin, Pistorello, Seeley, &
Hayes, 2014).

Therefore, one of the significant aspect of this current study was to emphasize
the importance of underestimated variables such as psychological inflexibility,
rumination, worry, and self-compassion in relation to college adjustment within

an interactional structural equational model. In addition, the present study is
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unique in the sense that college adjustment is not only dependent on some
demographic factors but also it is an interactional process among many other
variables. Therefore, this current study will be the first one in Turkey that takes
Acceptance and Commitment Therapy as a framework and investigates variables
such as self-compassion, ruminative thinking and worry in relation to college
adjustment. In this context, the findings of the present study may provide
valuable information regarding the freshman students’ college adjustment
process. It is also hoped that, the findings might increase college counselors’,
faculty members’, administratives’, and family members’ understanding about
first-year experience of college students regarding college adjustment from ACT

perspective and contribute to their knowledge about college life.

1.5. Definitions of Terms

College/University Adjustment

Baker and Siryk (1984) defined university adjustment as responding to academic
demands, having social integration with faculty members, being involved in
campus life and having attachment and commitment to university.

College adjustment refers to how well students think they fulfill various
academic and social demands associated with university experience (Akbalik,
1998).

Psychological Flexibility

Psychological flexibility is “contacting the present moment fully as a conscious

human being, and based on what situation affords, changing or persisting in

behavior in the service of chosen values” (Hayes et al., 2012, p.60).
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Ruminative Thinking

Rumination is defined as compulsively focused attention on the symptoms of
one’s distress, and on possible causes and consequences, as opposed to its

solutions (Nolen-Hoeksema, 1998).

Worry

“Worry is a chain of thoughts and images, negatively affect-laden and relatively
uncontrollable; it represents an attempt to engage in mental problem-solving on
an issue whose outcome is uncertain but contains the possibility of one or more
negative outcomes; consequently, worry relates closely to the fear process”

(Borkovec et al., 1983, p. 10).

Self-compassion

Self-compassion is defined as acting towards yourself in a kind and
understanding manner, realizing that suffering is part of the shared human

experience, when you are having difficult time, fail, or notice something you do
not like about yourself (Neff, 2003a).
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CHAPTER II

LITERATURE REVIEW

This chapter will provide the review of the literature on the following areas (a)
conceptualization of human adjustment (b) college adjustment (c) adjustment
theories and models (d) indicators of college adjustment relevant to this study

and (e) college adjustment in Turkey.

2.1. Conceptualization of Human Adjustment

Adjustment is defined simply as a “psychological process of adapting to, coping
with, and managing the challenges of everyday life” (Santrock, 2006, p. 5).
Adjustment is also defined as the process by which individuals respond to
environmental pressures and cope with stress. Adjustment is a coping behavior
that helps individuals to overcome the demands of life. Sometimes the demands
are physical such as dressing up warmly, exercising or turning up the thermostat
when getting cold. Sometimes the demands are more psychological that
individuals need to adjust (Nevid & Rathus, 2007). Adjustment may occur when
a student develops a better communication skills; when an employee learns how
to get along better with his/her director; when a person finds alternative and
effective ways to cope with a loss; when an angry person remains calm and find
other ways to deal with anger; and when a shy young man tries new ways to

overcome his shyness in a group setting (Santrock, 2006).
In all of the examples above, it is not surprising to see that adjustment is not

about passively accepting the existing conditions but it is mainly about stepping

forward and actively taking the responsibility of the actions which eventually
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provides growth. Therefore, adjustment without growth is described as hollow
achievement (Glidden-Tracey, 2005).

When described, adjustment process may sound solely reactive responses to
environment. However, individuals are not only reactors to the environment but
also actors in the environment. Things not only happen to individuals but
individuals also make the things happen (Nevid & Rathus, 2007). Thus

adjustment is more a mutual interaction between human and environment.

The study of human adjustment emphasize that people do not live in segregated
areas. The settings people live affect their lives, presenting not only the things
that make people feel good but also problems, difficulties, and challenges that
they must adjust to (Santrock, 2006; as cited in Lopez & Guarniaccia, 2005).
The settings that people live in changes through various transitional periods that
may disclose problems and challenges to cope with. Transition from high school
to college is one of the phases that reveals a lot of stress in young people’s lives

(Arnett, 2004).

2.2. College Adjustment

Attending college for the first time entails a transition in young people’s lives
and also brings a big deal of stress (Bland, Melton, Welle, & Bigham, 2012).
Although this transition is perceived as an opportunity for personal growth for
some students, others are overwhelmed by the rapid and great changes and
experience emotional and cognitive problems (Cutrona, 1982; Hammen, 1980;
Lokitz & Sprandel, 1976). Freshman students who fail to adjust to college life
may suffer from different psychological as well as academic problems. It is
estimated that nearly 25 % of high school graduates attending in college drop
out during their first year in college (Arnett, 2004). Students need to cope with
many different challenges in order to adjust college life. Moreover, first-year
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college adjustment is more difficult comparing the following years in college
(Houston, 1971).

College adjustment has been defined as responding to academic demands,
having social integration with faculty, being involved in campus life and having
attachment and commitment to university (Baker & Siryk, 1984). The college
adjustment and its dimensions have been studied over the last three decades.
Most research on college adjustment mainly focused on demographic variables
such as SES and gender (Chataway & Berry, 1989), entry qualifications to
university and intellectual ability (Sternberg & Kaufman, 1998), personality
variables, personality types such as extraversion and neuroticism and finally

social support (Joiner, 1997).

There are several personal and environmental processes known to be involved
in dealing with the adjustment difficulties in college. Baker and Siryk (1984)
described a successful university adjustment concept as responding to academic
demands, being involved in social life on campus including campus activities
and getting connected with others, and finally maintenance one’s own physical
and psychological well-being. Therefore, Baker and Siryk (1984) determined
four constructs in college adjustment namely, academic adjustment, social
adjustment, personal-emotional adjustment, and goal commitment/institutional

adjustment.

The overall college adjustment has been examined in various studies in relation
to different variables. Perceived stress which is a mental health variable that was
commonly studied in relation to college adjustment was found to be a negative
predictor of overall college adjustment (Friedlander, Reid, Shupak, & Cribbie,
2007; Wintre & Yaffe, 2000). Self- esteem was also studied in relation to college
adjustment and found to be a positive predictor for overall college adjustment
(Becker, 2008; Toews & Yazedjian, 2007). Self- esteem was also found to be

positively predictor of sub-dimensions of college adjustment (academic, social,
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personal-emotional) (Mooney, Sherman, & Lopresto, 1991). Self-efficacy was
also one of the commonly studied variables in college adjustment literature.
Research indicates that self-efficacy positively predicts the overall college
adjustment as well as all sub-dimensions of college adjustment (Zychowski,
2007).

Coping strategies have been studied in association with college adjustment in the
literature. Coping strategies are considered as responses to stressful situation
(Lazarus & Folkman, 1984). Jorgensen and Dusek (1990) investigated the
relationship between psychosocial adjustment and coping strategies among
college freshmen with 331 students. Findings of the study showed that the
optimally adjusted freshmen exhibited a higher level of salutary coping skills
than their less adjusted counterparts. In addition, Aspinwall and Taylor (1992)
conducted a longitudinal study with 672 freshmen to investigate the role of
individual differences and coping on college adjustment. The results of this study
revealed that coping strategies used by freshmen significantly predicted their

level of adjustment in college.

Brissette, Scheier, and Carver (2002) conducted a study with 89 college
freshmen to understand the role of optimism in developing the social network
that leads eventually students to a better psychological adjustment to college life.
Another purpose of the study was to examine whether optimist students show
better psychosocial adjustment to the first semester of college than do pessimist
students. The findings of the study revealed that greater optimism was associated
with greater friendship network size and greater increases in social support. The
role of optimism in college adjustment was also examined by Perera and
Mcllveen (2014) with 235 college freshmen and found that optimism was related

to better psychological adjustment to stressful events.

Gender is a widely studied indicator in relation to college adjustment. However,

studies reveal inconsistent findings about the role of gender on college
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adjustment. Some studies show that female students have more difficulties and
distress than male students (Alfred-Liro & Sigelman, 1998; Enochs & Roland,
2006; Lopez & Gormley, 2002). Some other studies revealed that male students
have more difficulties in adjusting the college environment (Feldman, 1993;
Strahan, 2003).

College adjustment and its relationship with religiosity or spirituality has also
been studied. According to Berry, Bass, Shimp-Fassler and Succop (2013),
although religiosity has a protective effect on college students who experience
binge drinking, depression and suicidality, it remains untapped as a resource due
to several reasons. Berry, Bass, Shimp-Fassler, and Succop (2013) conducted a
study with freshman students from different faith groups including Christians,
Jewish, Muslim and those who were religiously unaffiliated. The findings of this
study indicated that religiosity was negatively and consistently correlated to
risky behaviors across all faith groups. In addition, Kneip, Kelly and Cyphers
(2009) also found that religiousness and spirituality both have positive effects

on college adjustment of fresman students.

It is also worth mentioning the studies about four facets of college adjustment.
Academic adjustment refers to the college students’ success in dealing with
different educational needs of the university experience. Baker and Siryk (1984)
also defined academic adjustment with some other contributing elements
including, academic motivation, academic success, academic ability, satisfaction
with the the academic environment. Number of studies have investigated the
relationship between academic adjustment and personality characteristics of
freshman students. Panori, Wong, Kennedy, and King’s (1995) study revealed
that students who did not experience self conpcept problems have higher level

of academic adjustment to college.

In the literature, academic adjustment was also found to be positively associated

with various variables including academic motivation (Baker & Siryk, 1984),
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collective self-esteem (Bettencourt, Charlton, Eubanks, Kernahan, & Fuller,
1999), perceptions of competence, internal locus of control (Njus & Brockway,
1999), and extra curricular activities (Bettencourt et al., 1999). Academic
adjustment to college was also found to be negatively associated with some
variables including social anxiety and lack of social skills (Strahan, 2003),

excessive use of internet (Inal, Kelleci, & Canbulat, 2012).

An effective and healthy adjustment to college requires various components
including interacting with friends, faculty, and staff. In this regard, social
adjustment refers to the student’s success in social activities, relatioships with
other people in college life, ability to overcome with the social difficulties such
as entering into a new social environment, and feeling satisfied with the overall
social life on campus (Baker & Siryk, 1984). Social and extracurricular efforts
brings more learning to students throughout the college life (Pascarella &
Terenzini, 2005).

In a longitudinal study that was designed by Lokitz and Sprandel (1976), it was
found that first year college students were mostly concerned with their academic
success rather than their social involvement or adjustment to college. However,
the same study also revealed that students replaced their concerns with social
ones starting from the second year of the college. Therefore, it was suggested
that if the freshmen students can have an effective social networks, they may not
have any difficulty in adjusting the college life. The importance of social
networks on social adjustment to college was supported by another study where
the in-depth interwiews were conducted with first- year college students in six
different Canadian universities. The results indicated that new friendships and
social networks on campus bring more adjustment to college life (Buote et al.,
2007).

Social factors/variables’ (e.g., social support from family and friends,

interpersonal relationships with academic staff and others on campus) influences
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on college adjustment of a freshman student, were also investigated in various
studies. These studies demonstrated that emotional support from friends
(Azmitia et al., 2013) and social support from family and friends was a predictor
of a better adjustment to college life during the first year (Katz, 2008; Strage,
2000; Zychowski, 2007). The findings of this study revealed that new
friendships on campus predicted better adjustment to college life; this

association was found stronger for the students who live on campus.

The initial weeks of the college are like being in a foreign land for some students
apart from the social and academic environment (Upcraft et al., 2005). They have
some diffculties of psychological distress and physical well-being during the
first semester of the college. Personal and emotional adjustment requires both
psychological and physical well-being skills such as feeling calm, satisfied with
the things they face in college, being able to control some of the intense
emotions, dealing with the stressful daily life in college, and managing the
somatic complaints in an effective way (Baker & Siryk, 1984). Gerdes and
Mallinckrodt’s (1994) longitudinal study of college retention and attrition
revealed that students with high emotional and social adjustment skills were the

persisters in college.

Finally, overall college adjustment cannot be explained without students’
adjustment to university and the institution that is called goal commitment and
institutional adjustment (Baker & Siryk, 1984). Denson and Bowman (2015)
conducted a study to develop an instrument assessing the student- institution fit
in higher education settings. The results supported that a college student’ s
institutional adjustment is dependent on his/her academic, social,cultural,

religious, socio-economic and political adjustment levels.
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2.3. Adjustment Theories and Models

College adjustment has been explored through different theories and models. In
their comprehensive study, Pascarella and Terenzini (2005) reviewed every
major research report since 1967 on the college student development. This
present study review has relied mainly on their synthesis of college student
development with more emphasis on theories or models that explain individual
factors affecting the college adjustment. Since, this present study aimed to
investigate the roles of psychological inflexibility, ruminative thinking, worry
and self-compassion that are mostly individual intrapersonal factors that are

presumably affect the college adjustment.

The theories and models to explain the college adjustment process are classified
under two titles in this present study. These are student development theories
that mainly see the college adjustment as a developmental stage and emphasize
the interpersonal as well as intrapersonal changes when student enter the college,
and environmental/sociological theories that focus on student’s change from an

environmental and sociological perspective.

2.3.1. Student Development Theories

Although developmental stage theories date back to Freud’s psychoanalytic
approach, Erikson’s (1959) psychosocial developmental theory is the first one
which put more emphasis on social context throughout life. Psychosocial models
emphasize the accomplishment of “developmental tasks”. Arthur Chickering’s
seven vectors model which deals with the overall psychosocial development is
one of the most comprehensive approach in explaining the development and
change of individuals (Chickering, 1969). According to seven vector model the
development of a student is a process of infinite complexity. Therefore it is not

described as moving from one age-specific level to another level as opposed to
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Erikson’s model. The seven vector model was originally developed by
Chickering (1969). The model was later revised by Chickering and Reisser
(1993) and vectors are namely; (a) developing competence (intellectual, physical
and interpersonal), (b) managing emotions (flexible control and appropriate
expression), (c) moving through autonomy toward interdependence, (d)
developing mature interpersonal relationships, (e) establishing identity, (f)
developing purpose, (g) developing integrity. Colleges and universities can
support student development along each of the seven vectors (Chickering &
Reisser, 1993). Although Chickering’s seven vector model has gained more
attention when it comes to psychosocial explanation of student development,

identity formation theories also merit attention (Pascarella & Terenzini, 2005).

Cognitive structural theories explain the changes the way people think but not
what they think (Evans, 1996). In cognitive structural theories (e.g., Perry’s
Scheme of Intellectual and Ethical Development, Kohlberg’s Moral
Development) several elements are in common: All propose a series of stages
which are hierarchical throughout the individual’s life. It is also believed that
cognitive structural stages are universal, occurring in all cultures. William Perry,
Lawrence Kohlberg, and Carol Gilligan have been among the most influential
cognitive- structural developmental theorists studying college students. Most of
the cognitive structural developmental theorists see the process of change as
series of constructions and reconstructions. Therefore effective or healthy
responses to cognitive discrepancy lead to a reformation of existing structures of
individuals. That is, using an existing structure or schema to deal with a new
information, knowledge or experience (assimilation) or changing the current
beliefs or structures to admit or be consistent with the new experience

(accommodation) (Chickering & Reisser, 1993; Pascarella & Terenzini, 2005).
Typological models emphasize relatively stable differences (e.g., learning style,

personality type, temperament, or socioeconomic background) among

individuals as opposed to psychosocial and cognitive structural theories which
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respectively focus on the nature and process of change in individuals (Chickering
& Reisser, 1993; Pascarella & Terenzini, 2005). Typological models can be
useful in exploring the differences between college students and in clarifying
why some students may respond in different ways to the same college

environment or experience.

Person-environment theory examine not only student development or college
environment, but even more important the interaction of the student with the
environment. These models help college counselors, administratives, and faculty
to examine the many different types of student development possible (Evans,
Forney, & Guido- DiBrito, 1998; as cited in Rodgers, 1990). In this regard,
throughout the 1960s, sociologists and psychologists offered a perspective at
students and their interaction with their environment, recognizing how
environment shapes a student’s development, specifically the effect of peer
group (Feldman & Newcomb, 1969). Developmental theories also share similar
conceptions of the processes of student development. Miller and Winston (1990)
identified basic fundamental developmental principles occur during the human
development. Psychosocial development is continuous and cumulative; it
progresses from a simple to a more complex state in an order with one stage
leading to the next. Finally, developmental progress depends on satisfactory

completion of the tasks in each stage.

Developmental theories in explaining the college adjustment have certain
commonalities in both substance and process. In terms of substantive themes, as
the individuals gain experience and control in their lives, external control
mechanisms on behavior slowly give way to internal control mechanisms.
Growth in self-awareness and understanding of and appreciation for the roles of
other people are the central focus during the college years. Developmental
theories including psychosocial and cognitive structural theories, share common
conception of reaching the highest stage of self-definition and self-direction such

as moving from personal no responsibility to responsibility, from dependence
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through autonomy, from self-interestedness to a sense of responsibility for others
(Rodgers, 1980).

2.3.2. Environmental/Sociological Theories

Environmental/Sociological theories seek the origins of change in students’
external rather than internal worlds. These theories also focus more on inter
individual changes in identifying the sets of variables which may be student (e.g.,
gender, achievement, status, race), organizational (institution size, mission,
selectivity) or environmental related (academic, cultural, social, political

climate).

Astin’s Theory of Student Involvement (Astin, 1970a, 1970b) also called as input-
environment-outcome (I-E-O) model, basically proposes that college outcomes
are viewed as functions of three basic elements: inputs, environment, and
outcomes. Inputs are the demographic characteristics, family backgrounds, and
any kinds of academic or social experiences that college students’ bring with
themselves. The environment represents all programs, policies, cultures, and full
range of people that college student meet on or off campus. Finally, the outcomes
are college students’ skills, values, beliefs, and behaviors after that leave the
college environment. Astin (1999) also proposed a theory in explaining these
dynamic change and development of college students’ life which is called
“theory of involvement”. According to Astin (1999), theory of involvement’s
basic premise is that college students learn by becoming involved. He suggests
five postulates: (1) if a student wants to involve in anything in college, he or she
needs to invest energy both psychologically and physically in order to fulfill
tasks or activities; (2) involvement is a dynamic concept and students will invest
different amount of energy in order to involve in various tasks, activities or
people; (3) involvement has both quantitative and qualitative sides; (4) the
amount of learning and development of a student depends on the quality and

quantity of involvement; (5) educational effectiveness of an any policy or
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practice is related to its capacity to induce involvement which predetermines the

success in college.

Student Integration Model (SIM) that is proposed by Tinto (1975) focused on
that students enter a college or university with different personal, family, and
academic characteristics or skills and each has different intentions and goals.
Colleges and universities have also unique individual characteristics. The
characteristics of students and the colleges or universities they attend may not
match. This mismatch sometimes may bring conflicts into students’ life. If these
conflicts are not resolved, the students may drop out or depart from the college
(Pascarella & Terenzini, 2005). According to Tinto (1975), whether college
students persist or drop out is strongly predicted by their level of academic and

social integration to college environment.

Tinto’s (1993) theory that was originally named as the theory of student
departure posits that the sources of student drop-out basically emerge in three
areas- academic problems, failure to integrate the college environment both
socially and intellectually, and problems with commitment to the college or
university. He argued that colleges or universities need to work on to integrate

students into this new way of life in order to decrease the chance of departure.

Ecological System Theory (EST) was developed by Bronfenbrenner (1986, 2005)
to explain how human development occurs focusing largely the impact of the
context that are historical, economic, cultural, and social settings and factors that
influence individuals. In this regard, everything people think, feel, and do is
determined by where they come from, whom they have spent time with, and
finally what has happened to them (Santrock, 2006). Ecological system theory
consists of five environmental systems which are structured as layers:
microsystem that refers to the immediate settings in which one lives and people
with whom directly interacts such as family, spouse, peers, friends, college, and

neighborhood; mesosystem that refers to the links between microsystems;
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exosystem refers to the social setting in which one does not have an active role
such as friends of family, mass media, and legal services; macrosystem refers
to the culture in which one lives; and chronosystem refers to the sociohistorical

events and transitions over the life course.

According to Bronfenbrenner (2005), ecological system theory, the relations
between active individuals and their active and multi-level ecology determine
the driving force of human development. It is these individual and multi-level
ecology interactions that must be considered in order to understand the college

adjustment process comprehensively.

Finally, Pascarella (1985) proposed (cited in Pascarella and Terenzini, 2005) a
model for the assessment of college student development and change in which
direct and indirect effects of college or university’s structural characteristics as
well as its campus culture. He suggested five sets of variables that affect the
college students’ growth and development. Two of these variables, students’
traits before entering the college (e.g., students’ socioeconomic backgrounds,
preparation for college work, and demographic traits) and the structural or
organizational characteristics of the college or the university (e.g., size,
selectivity, geographic location, secular or faith affiliation of the college). These
two set of variables shape the third variable that is a college’s or university’s
environment. These three sets of variables influence a fourth variable that
includes the interactions between the student and the major socializing agents on
campus. Finally the fifth set of variables are the efforts put by the students in
order to move towards growth and development (e.g., quality of effort made by
the students) (Pascarella & Terenzini, 2005).

Environmental/sociological theories also have certain commonalities that are
needed to be expressed. First of all, environmental/sociological models
emphasize the specific role to the context in which student acts and thinks. These

models resemble the developmental theories in that students are actively
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participating in the process of change, but these environmental/sociological
models also see the environment as an active force in the change process.

Therefore, environmental stimulus also influences the change of a student.

In sum, theories of student development and change are helpful in explaining the
students’ experience of college life in different perspectives. They are also
helpful to explain and describe student behavior in different phases of college
life including the adjustment process for the newcomers to college. As it was
stated “Theory suggests questions to ask, avenues to explore, and hypotheses to
test. It provides shortcuts to exploring students’ concerns and analyzing how

they are addressing them” (Evans, 1996, p. 15).

2.4. Indicators of College Adjustment Relevant to this Study

The present study aims to examine the variables related to overall college
adjustment. In the previous section there are a few indicators of college
adjustment which were self-esteem, self-efficacy, perceived stress, coping
strategies, and gender were presented. However, there is a growing body of
research related to psychological inflexibility that is the core concept of
Acceptance and Commitment Therapy, self-compassion, ruminative thinking,
and worry. In this section, these variables as indicators of overall college
adjustment, will be defined and relevant research will be explained.

2.4.1. Psychological Inflexibility

Psychological flexibility is a concept that holds a broad philosophical and
historical background. It is vital to understand the roots of psychological
flexibility before we go into its relation with adjustment. It will be easier to
operationalize the psychological flexibility if one can understand the word suffer
which comes originally from the Latin ferre (Ferry), which means “to bear or to

carry” and the prefix “suf” is a version “sub” with meaning of “from below, up

28



away”. Thus, the word “suffer” connotes the idea that as human being we all
have burden that we are unable to carry or bear. It is maybe because of that
suffering is too heavy or too unfair that human beings feel unable to experience
it (Hayes & Smith, 2005).

In order to understand the central focus of human being that is suffering, it is
necessary to go back to the relationship between language and suffering. Hayes
et al. (2012) asserts that the core of Acceptance and Commitment Therapy
(ACT) is built upon the idea that human language causes both great
achievements and misery of human beings. Human language in this context is
not necessarily only verbal vocalizations but mostly includes all symbolic
activities in various different forms that occur such as gestures, pictures, sounds.
Since humans are able to engage in all forms of symbolic activities which
distinguishes them from nonhumans, very same ability also creates huge amount
of suffering. Humans can carry forward aversive events; creates similarities and
differences between events; and form relationships between events in the past
and even create events in the future. The powerful indirect function of language
together with the cognition creates potential distress in the absence of immediate
environmental cues (Hayes et al., 2012). To sum up, being able to think and
relate the thinking to language can easily lead human beings to misery and
suffering. Therefore, suffering is needed to be understood as a natural condition
of being human. Moreover, there is nothing wrong to experience suffering as a

human being.

Acceptance and Commitment Therapy which is considered as one of the third
wave approaches, has been developed over three decades by using the
knowledge and strategy of traditional behavior analysis (Hayes et al., 2012).
When ACT was originally conceived, the overarching concept for its model of
psychological ill-health was “experiential avoidance”. Experiential avoidance is
the former concept that was being mostly used in substitution for psychological

flexibility. It refers to the occurrence of deliberate efforts to avoid and/or escape
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from private events such as affects, thoughts, feelings, memories and bodily
sensations. As a result of these efforts which are experienced as aversive and
leads to actions that are not in the direction of one’s values and goals (e.g.,
avoiding anxiety even when doing so prevents people from pursuing a long held-
goal), individuals keep moving away from their values (Hayes, Wilson, Gifford,
Follette, & Strosahl, 1996). The experiential avoidance term is very important to
understand how people’s actions can be inflexibly and overly determined by
avoiding to experience their undesirable internal private events. The ACT model
has always emphasized the importance of valued living in which people base
their actions on their current internal private events regardless of those events
are undesired, desired, or neutral. In this regard, experiential avoidance does not
help people in the service of valued-living life. Even though the term
“experiential avoidance” is used to be understood as more general in ACT,
psychological flexibility is recently considered as more overarching term to refer
ACT’s model (Hayes et al., 2012).

The overall goal in ACT is to increase the psychological flexibility that is defined
as “the ability to contact the present moment more fully as a conscious human
being, and to change or persist in behavior when doing so serves valued ends”
(Hayes et al., 2012, p. 60). Psychological flexibility is established through six
core processes and each process areas are conceptualized as a positive
psychological skill (See Figure 1.1.). On the other hand, the opposite of
psychological flexibility is defined as psychological inflexibility or in other
words psychological rigidity is conceptualized over six negative core processes.
ACT proposes a unified model with its six core features or processes in
explaining the human adaptability or human suffering.

This unified model -- six core processes (See Figure 1.1.) -- is responsible for

promoting psychological flexibility and — in the absence of one or more of them-
risks the psychological rigidity or in other words psychological inflexibility.
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Furthermore, psychological rigidity or inflexibility is the root cause of human

suffering and maladaptive functioning (Bond et al., 2011; Hayes et al., 2012).

Present Moment Awareness
vs Inflexible Attention to

Present Moment

Acceptance vs Values vs Distruption

Experiential of Values (Lack of
Avoidance values Clarity)
Committed Action vs
Defusion vs Fusion Inaction, Avoidant

Persistent and

Impulsivity

Self-as-Context vs Attachment
to the Conceptualized Self
(Self as Content)

Figure 1.1. Psychological Flexibility Hexagon. Adapted from Acceptance and
Commitment Therapy by S. C. Hayes, K. D. Strosahl & K. G. Wilson (2012),
New York: The Guilford Press. Reprinted with permission.

The six core processes are responsible for promoting psychological flexibility
and in the absence of one or more of them risks of psychological inflexibility. In
this regard, considering the aim of this current study, psychological inflexibility
is expected to predict negatively the college adjustment. To have a better
understanding of this expected outcome, it is necessary to clarify the six core

processes of psychological inflexibility.

31



Acceptance vs Experiential Avoidance

Acceptance refers both to behavioral willingness and psychological acceptance
(Hayes et al., 2012). In other words it is involving intentionally open, receptive,
non-judgmental posture with respect to different aspects of experience. In ACT,
acceptance is typically spoken in terms of experiential acceptance and its
counterpart is experiential avoidance. Acceptance of both internal and external
events must serve on one’s values. Therefore, acceptance in this context does
not have an equal meaning with liking, wanting or approving. For example, one
may accept thoughts about a traumatic event without approving of that trauma
and without liking or wanting that traumatic event. To be more precise,
acceptance means when a particular experience arises, one can acknowledge it
and take it in without any particular attempt to change it (Wilson, 2008). Another
misunderstanding about acceptance comes from the confusion between
acceptance and resignation. Acceptance in ACT context is more like opening up
and embracing with willingness, on the other hand resignation often involves a

sort of giving up on life and possibilities (Wilson, 2008).

Experiential avoidance occurs when a person is unwillingly remain in contact
with a particular private experiences and take steps to alter the form, frequency
and sensitivity of these experiences, even taking these steps is not necessary
(Hayes et al., 2012). There is a growing body of evidence showing that
experiential avoidance is mostly associated with wide variety of

psychopathology and behavioral problems (Chawla & Ostafin, 2007).

Defusion vs Fusion

Cognitive defusion/ cognitive fusion refers to the way one interacts with or
relates to thoughts. In this context, while defusion means making contact with

verbal products as what they are, not as what they say they are, fusion means

taking verbal products very literally and investing them authority. Verbal
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products are mostly the results of verbal learning processes coming out of any
kinds of internal and/or external events (Wilson, 2008). While “verbal”
sometimes means actual words (e.g., I think I will keep working on this project),

the things other than words can also be verbal.

There is nothing wrong about thinking and verbalizing what we think. However,
the problem arises when one look only “from his/her thoughts” rather than “at
his/her thoughts”. This thin line between these two perspectives can be costly
when one takes literally what his/her mind tells him/her to do. This is also the
explanation of difference between fusion and defusion. ACT emphasizes the
cognitive defusion techniques and they are not necessarily eliminating or
managing the psychological pain but teaching individuals how to be present in
the here and now in the broader and more flexible way (Blackledge & Lillis,
2005).

Present Moment Awareness vs Inflexible Attention to Present Moment

ACT promotes a continuing non-judgmental contact with psychological and
environmental events as they occur. The only time that anything happens is in
the present moment (Hayes et al., 2012). Contact with the present moment
involves one’s capacity to bring attention to stay in a focused, deliberate, yet
flexible fashion. One of the most important detail may be is differentiating the
contacting the present moment from relatively rigid and fixed attention or
distractibility. For example, someone might seem quite fixated on the screen or
focused on the game while playing a video-game but that person might
demonstrate an extreme absence of flexibility (Wilson, 2008)

It is important to understand that there is a reciprocal relationship between one’s

ability to contact with the present moment on the one hand and experiential
avoidance and fusion on the other hand. Considering the nature of experiential
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avoidance and fusion processes, they both have difficult time to survive in the

present moment (Wilson, 2008).

Self-as-Context vs Attachment to the Conceptualized Self (Self as Content)

According to the theory of language underlying ACT, there are three senses of
self that mainly emerge from our verbal abilities: the conceptualized self aka self
as content, self as process aka present moment awareness and the observing self
aka self as context (Hayes & Smith, 2005). The conceptualized self (self as
content) is one as the object of summary verbal categorizations and evaluations.
It is the verbal “I am” self. When one describes himself/herself “I am stupid” or
“I am brave”, that person uses the conceptualized self. According to ACT
perspective conceptualized self is problematic because it interferes with the
psychological flexibility. It traps one into the suffering. If someone suffer from
anxiety, depression or stress, most probably it is because of that person’s

identification with conceptualized self (Hayes & Smith, 2005).

The self as process is one’s continuous knowledge about his/her own experiences
in the present moment. It is like conceptualized self but in the sense of applying
verbal abilities to the self. However, the self as process is non-evaluative, present
and flexible: “Now I am feeling angry”, “Now I am thinking that” or “Now [ am
experiencing this”. The self as process is important for healthy psychological
functioning because it is just verbalizing the experiences as they are at the
present moment without any further evaluation (Hayes & Smith, 2005).
Research shows that people who cannot identify what they experience
emotionally at the present moment tend to have “alexithymia” and this clinical
problem unsurprisingly highly correlates with experiential avoidance (Hayes et
al., 2004). One experience no or less fusion and avoidance when he/she makes

contact with the present moment (Hayes & Smith, 2005).
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The self as context or the observing self is the most important aspect of the
selfhood and it is the least familiar with the verbal evaluations or any other verbal
activity. Self as context is not a content-based sense of self. Therefore it cannot
be described directly and getting in contact with the observing self or in other
words self-as-context is a matter of practice that is usually called as mindfulness
(Hayes & Smith, 2005).

Values vs Disruption of Values (Lack of values Clarity)

Values are understood in many different ways by different approaches. The
emphasis on values distinguishes ACT from many other therapy approaches.
The values as one of the core processes in ACT bring together acceptance,
defusion and action in a context (Hayes et al., 2012). “In ACT there are freely
chosen verbally constructed consequences of ongoing, dynamic, evolving
patterns of activity, which establishes pre-dominant reinforces for that activity
that are intrinsic in engagement in the valued behavioral pattern itself” (Wilson,
2008, p. 64). Values are not simply goals, feelings, thoughts, ideas or outcomes
but they are chosen life directions (Hayes & Smith, 2005).

Therefore, direction and choice are two important components of values here to
understand. One must choose a direction to follow to be able to say that for
example “I am headed towards East!” The critical point here is that one can never
get to the east but can keep moving towards East. Just like this, values are not
qualities that can take or get us to a certain point but help us to move towards
what we value. Choices are not reasoned judgements which involve applying
evaluative metrics to alternative thinking. Values on the other hand are choices
that give people a place to stop here in present rather than in the future or in past
(Hayes & Smith, 2005).

When there is a problem with clarifying the values one can easily get into a

problematic state which is called lack of values that eventually lead the person
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to be more psychologically inflexible. Therefore, Hayes and Smith (2005) clarify
that values are not just simple judgements, feelings, outcomes or goals in the
future but they are lasting components in life such as family, parenting, career,

citizenship.

Committed Action vs Inaction, Avoidant Persistent and Impulsivity

Committed action as a process indicates that ACT is a “hard-core” behavior
therapy. “Committed action refers to a values-based action designed to create a
pattern of action that is itself values-based” (Hayes et al., 2012, p. 95). In other
words, there is an ongoing redirection of behavior that eventually lead a person
a larger patterns of flexible and effective values-based behaviors (Hayes et al.,
2012). As it is seen, there is a very close and strong connection between values
and committed action. Committed action is an extension of values or a part of
values for the fact that one can take actions in the service of his/her chosen
directions in order to become more psychologically flexible. The other edge of
the sword that is inaction, avoidant persistency and impulsivity are the results of
the fusion, avoidance, and loss of contact with the values that eventually take

someone to narrow, rigid pattern of behaviors (Hayes et al., 2012).

To sum up, a psychologically inflexible person is someone who attempts to avoid
internal private experiences and is not able to stay in the present moment
mindfully. A psychologically inflexible person is also someone who is fused
with his/her thoughts and is not able to clarify values in life. Finally,
psychologically inflexible person is someone who is not able commit actions in

the service of clarified values.

2.4.1.1. Research on Psychological Inflexibility and College Adjustment

Depression and anxiety are among the most researched outcome variable that

have been studied in ACT literature. From an ACT perspective anxiety is
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characterized by emotional and experiential avoidance and avoidant situations
keep the person moving toward a valued living (Hayes et al., 1999). Depressive
symptoms, even severe mental illnesses are also described as the forms of
experimental avoidance. In this regard, a college student may experience
difficulties related to adjustment. However, from psychological flexibility
perspective, how college student responds to these adjustment difficulties is

more important than difficulty itself (Hayes et al., 2012).

The studies in the area of depression and anxiety in relation to ACT showed
modest research support (Forman, Herbert, Moitra, Yeomans, & Geller, 2007).
Masuda and Tully (2011) investigated the role of mindfulness and psychological
flexibility in depression, anxiety, and general psychological distress in non-
clinical college students. The results indicated that mindfulness and
psychological flexibility were both negatively associated with depression and
anxiety level of the college students. Consistent with these findings, Levin et al.
(2014) conducted a study with 972 first-year college students to examine the
psychological inflexibility across psychological disorders. The results of this
study revealed that psychological inflexibility was significantly higher in

students with depressive symptoms.

ACT has been applied to different populations via internet recently. In a
randomized study Lappalainen et al. (2014) conducted a research in order to
investigate two interventions (face-to-face vs internet) based on Acceptance and
Commitment Therapy (ACT) for depressive symptoms with the participants
over six weeks. The immediate posttest and 18- months follow-up showed that
internet based ACT intervention (IACT) can be as effective as the face-to-face
ACT intervention with the participants who had mild depressive symptoms.
Moreover, Forman, Herbert, Moitra, Yeomans, and Geller (2007) compared the
effectiveness of Cognitive Therapy (CT) and Acceptance and Commitment
Therapy (ACT) in the treatment of heterogeneous sample of patients who had

both anxiety and mood disorders in an outpatient clinic. Forman et al. (2007)
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conducted their research with 101 college students (80.2 % women) who
voluntarily came and sought help in a college counseling clinic. The results of
this research revealed no incremental differences and the rate and degree of

patient improvement over time appeared equal between CT and ACT.

The effectiveness of ACT and mindfulness based interventions were used in
college students population with different problems including procrastination
(Scent & Boes, 2014), perfectionism (Crosby, Armstrong, Nafziger, & Twohig,
2013) and alcohol and substance use (Levin et al., 2012). In their study Scent
and Boes (2014) used ACT to ameliorate students’ academic procrastination
problems. Procrastination is considered as a maladaptive behavior from an ACT
point of view and reflects the psychological inflexibility (Hayes et al., 2012).
The intervention in the study of Scent and Boes (2014) consisted of two one and
a half hour workshops in which students with procrastination problems were
introduced the basic ACT processes with the help of metaphors. To assess the
workshops effectiveness three quantitative measures were investigated including
AAQ-II (Bond et al., 2011). Every participant who attended both workshops
demonstrated an increase in psychological flexibility. Moreover, all participants
indicated in a simple follow-up survey that they would recommend the
workshops to others and majority of them stated that they had experience a

decrease in procrastination.

To sum up, even though ACT is relatively a new approach, it has been subjected
over 60 randomized control trials which has proved effective for different
problems such as depression, anxiety, chronic pain, work stress, and several
studies with college students (Ruiz, 2010). Recent review indicated that
acceptance and commitment therapy is more effective than treatment as usual
and placebo in treating the anxiety, depression, addiction, and somatic health
problems (A-Tjak et al., 2015). ACT has been studied specifically with college
students in individual and group format, but this body of evidence is in its early
stages (Boone, 2013).
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2.4.2. Self-Compassion

Self-compassion is one of the fundamental concept of Buddhist psychology for
centuries and has recently come to the focus of Western psychology. Even
though Buddhism and Western psychology explain the human nature and
suffering in different ways, the concept of self-compassion is part of both
perspectives. Insight is the central value in explaining the self-compassion in
Western world (Jannazo, 2009). Self-compassion is explained in two different
ways in western psychology which are evolutionary neuroscience approach
(Gilbert, 2004, 2005, 2009, 2014) and social psychological approach (Neff,
2003a, 2003b).

Self-compassion is based on the central idea that what has gone before always
exerts a strong influence on what can evolve later, from an evolutionary
neuroscience perspective. Evolution of our bodily systems is moving us toward
imperfection. The process of evolution itself is the main reason why people tend
to have many diseases and die in so many different ways. Depression, anxiety
and many other psychological problems are not different from those diseases and

injuries in terms of humans being susceptible to imperfection (Gilbert, 2014).

Social psychological way of explaining self-compassion, a concept originally
developed by Neff (2003a, 2003b), emerged from understanding the compassion
for others as a first step. Compassion involves being open and tune into suffering
of others. It also involves patience, kindness and non-judgmental understanding
that all human beings are imperfect (Neff, 2003a). This kind of understanding
and approach ease others suffering. In a similar way, self-compassion is simply
being open to our own suffering, experiencing kind feelings toward ourselves
with a non-judgmental attitude during times of inadequacies and failures, and
recognizing that our own experience is part of common human experience (Neff,
2003a).
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Self-compassion entails three main components: (1) self-kindness which is being
kind toward oneself after experienced suffering rather than being harsh, self-
critical or judgmental, (2) common humanity which is seeing one’s painful and
suffering experiences as part of shared human experiences rather than isolating
or separating oneself from others, (3) mindfulness which is a balanced awareness
of one’s painful feelings and thoughts rather than over-identifying with them
(Neff, 2003a, 2003b). Neff (2011) emphasizes that it is important to achieve and
combine three essential components in order to be truly self-compassionate.
Therefore, it is necessary to clarify these essential components of self-

compassion little more.

Self-kindness means stopping the constant self-judgement and destructive
internal commentary that most people have come to see as normal. It requires,
first of all, understanding the failures and foibles without self-criticism or self-
condemning. Secondly, self-kindness requires an actively comforting (Neff,
2011). In terms of self-kindness, self-compassionate people relate to themselves
more accepting, caring, kind, warm and understanding attitude when they face
with psychological suffering or frustration. However, people who are not warm,
kind, caring and accepting themselves when they have frustration and
psychological suffering, they are more likely to have more stress, anxiety, and
self-criticism (Neff, 2008; Neff, 2009; Neff, 2011).

Common humanity helps people to create a room for thinking about and
remembering that there are also some other people who have similar experiences
with them (Neff, 2008; Neff, 2009). Compassion literally means to “suffer with”
that apparently implies a mutuality in the experience of suffering (Neff, 2011).
People sometime fall into the trap of victimization with a sense of isolation after
not getting exactly what they want in life (e.g., “I am the only one suffering”).
In perspective of self-compassion, human beings are defined as vulnerable,

mortal and imperfect. Self-compassionate people understands that frustration
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and other forms of suffering in life is shared human experiences (Neff, 2008;
Neff, 2009). Common humanity is different from self-pity. Self-compassionate
people tend to remember that feelings of inadequacy and disappointment are
shared by all human beings. Whereas, people with self- pity keep separating

themselves from others and say “poor me” (Neff, 2011).

Mindfulness refers to seeing and accepting nonjudgmentally whatever happens
in the present moment. In order to be more compassionate to ourselves we need
to see the things as they are, no more, no less (Neff, 2011). Self-compassionate
people do not get over-identified with their thoughts, feelings and sensations but

they see and observe them as they are (Neff, 2009).

2.4.2.1. Research on Self-Compassion and College Adjustment

In most of the outcome studies, self-compassion is found to have negative
associations with depression and anxiety (Neff, 2003a; Neff, Hsieh, & Dejitterat,
2005; Neff, Kirkpatrick, & Rude, 2007). Moreover, self-compassion is found to
be significantly and negatively associated with rumination and thought
suppression (Neff, 2003b). Self-compassion has also been explored as an
important phenomenon with the college population in various studies in last ten
years (Akin, 2010; Darith, 2013; Hall, Row, Wuensch, & Godley, 2013; Jing,
2012; Lockard, Hayes, Neff, & Locke, 2014; Neely, Schallert, Mohammed,
Roberts, & Chen, 2009; Neff et al., 2005; Neff & Pommier, 2013; Terry, Leary,
& Mehta, 2013; Williams, Stark, & Foster, 2008).

Transition to college and adjustment process is in the core of this current study.
Terry et al. (2013) wanted to explore the role of self-compassion in moderating
students’ reactions to social and academic difficulties during their transition
period to college. In the study, 119 students completed the measure of self-
compassion before they start to college. Participants also completed the

measures of homesickness, depression, and satisfaction with their decision to
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attend the university along with the general questions about their social and
academic difficulties in college life. It was expected that self-compassion would
be associated with lower depression, less homesickness, and greater satisfaction
with their decision to attend the college. Social and academic adjustment to
college life was specifically focused in this study. Results indicated that students
with high self-compassion managed with academic and social difficulties
successfully, reported lower homesickness and less depression and also

expressed greater satisfaction with their decision to come to the university.

Even though, procrastination which is a very common among college students,
may lead to positive outcomes, such as high grades, it can be detrimental and
counterproductive to achievement for many others (Senecal, Koestner, &
Vallerand, 1995). Williams et al. (2008) explored the relation of self-compassion
with academic anxiety, motivation and procrastination. Participants with low,
moderate, and high in self-compassion were compared on measures of
motivation anxiety, achievement goal orientation, and procrastination tendency.
According to results, higher levels of self-compassion were related to lower
levels of worry (r=-.45, p <.001), and emotionality, (r =-.46, p <.001). Results
also yielded that participants with high self-compassion indicated dramatically
less procrastination compared to participants with low or moderate levels of self-
compassion. However, contrary to the expectations and previous research (Neff
et al., 2005) which shows that self-compassionate students report more mastery-
oriented rather than performance-oriented goals, self-compassion was found to

be unrelated to scores on the four academic goals measures in this current study.

The role of self-compassion on physical and psychological well-being of college
students was investigated by Hall et al. (2013). Self-compassion Scale (SCS)
with 26 items which has six subscales was used in this study. SCS were
delineated into three composites which were self-judgment (SJ) minus self-
kindness (SK), a sense of isolation (I) minus common humanity (CH), and over

identification (Ol) minus mindfulness (M). It was mainly hypothesized that all
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three composites would be associated with better physical and psychological
well-being. Participants of this study were 182 college undergraduate students.
Results supported the relationship between self-compassion and physical and
psychological well-being. In terms of relationships of the composites of self-
compassion, SJ-SK and OI-M composites were significantly correlated only
with physical well-being. However, according to the regression analysis while
SJ-SK and I-CH were predictive of physical well-being, OI-M was not. As a
result, even though there is a significant correlation between being kind towards
oneself or being mindful and physically being well, only being kind towards
oneself and understanding that difficulties are part of human nature are
significant predictor of physical well-being. In that case, being mindful was not

found to be a significant predictor of physical well-being.

Akin (2010) investigated the concept of self-compassion with 338 Turkish
university students. The study aimed to explore the relationship between self-
compassion level of students and their interpersonal cognitive distortions.
Evidence suggests that self-compassion is related to personality traits such as
extraversion and social connectedness (Neff & McGehee, 2010) and feeling
interpersonally connected to others (Neff, 2003a). On the contrary, interpersonal
cognitive distortions are the major obstacles to effective and healthy
communication. According to the results of correlation analysis, self-kindness,
common humanity, and mindfulness components of self-compassion were found
negatively and self-judgment, isolation, and over-identification components of
self-compassion were found positively related to interpersonal cognitive
distortions. As a result, self-compassion can be a strong buffer against

interpersonal cognitive distortions that university students experience.

In the definition of self-compassion, it was the key point that how people react
to a failure. Academic failure is one of the most common situations that college
students experience. Neff et al. (2005) examined the relationship between self-

compassion and reactions to academic failure. The results showed that among
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students who experienced an academic failure, self-compassion correlated
positively with the emotion focused coping strategies such as acceptance and
positive reinterpretation/growth and correlated negatively with a focus on

negative emotions and avoidance-oriented coping.

To sum up, even though the self-compassion has not been studied in relation to
specifically college adjustment, there are many studies with college population
which explore the role of self-compassion during the difficult times that college
students experience. Self-compassion is about being kind, mindful, and
understanding that suffering is shared by all human beings. Thus, college
students who experience adjustment problems also need self-compassion skills

to deal with difficulties or failures.

2.4.3. Ruminative Thinking and Worry

Human beings are the only living creatures who can reflect upon their own
internal experiences such as thoughts and feelings (Mor & Winquist, 2002;
Papageorgiou & Wells, 2004). Maladative forms of self-reflections lead people
depression, anxiety and other forms of psychopathology (Nolen-Hoeksema,
Wisco & Lyubomirsky, 2008). The concepts of rumination and worry are
considered as self- reflections. There is a potential confusion between the
operational definition of rumination and worry that is mainly in relationship to
their temporal focus. Whereas worry has been conceptualized as a future-
oriented cognitive response to a threat (Borkovec, Alcaine, & Behar, 2004),
rumination has been conceptualized as a past- oriented concept (Aldao, Mennin
& McLaughlin, 2013).

“Rumination is engaging in behaviors and thoughts that passively focus attention
on one’s symptoms of distress and on all the possible causes and consequences
of these symptoms” (Nolen- Hoeksema, 1991; as cited in Nolen- Hoeksama,

Jackson, 2001, p. 1). Some of the examples for the rumination might be sitting
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alone and thinking about how tired and lonely one feels or thinking about the

same things over and over again.

Worry, just like rumination, is a common human experience. Everyone worries
for several reasons. When it becomes excessive, uncontrollable and chronically
present, it may result in a condition known diagnostically as generalized anxiety
disorder (GAD) (Diagnostic and Statistical Manuel of Mental Disorders (5" ed.),
[DSM- V]; American Psychiatric Assocaiton, 2013). Descriptively, worry
simply means involving in predominantly and negatively oriented thought
activity (Borkoves & Inz, 1990; as cited in Borkovec, Ray, & Stober, 1998).

Indeed, both rumination and worry consist of repetetive and negatively- oriented
thought (Watkins, 2008). However, the research shows mixed evidence
considering the precise relationship between these two concepts, with some
studies revealing that they are indistinguishable constructs (e.g. Segerstrom et
al., 2000) and others showing that they can be differentiated (e.g. Fresco et al.,
2002). Both cognitive processes manifest themselves with linguistic or verbal
actions. Despite the similarities in their definitions, worry is associated with

anxiety and rumination is associated with depression (Fresco et al., 2002).

Even though both rumination and worry seem to have negative and destructive
aspects in nature, it is important to understand different functions and roles of
both constructs. According to avoidance theory of worry, worry functions as a
cognitive avoidance response to a threatening stimuli and worrying also may
reduce the amount of aversive imagery associated with the existing problems
(Borkovec, et al., 1998). Stober and Borkovec’s (2002) study indicated that
reduced concreteness of worrisome thought may provide a valuable explanation

for a further understanding of the role of worry.

Rumination has evolved as a widely studied construct over the past two decades.

Although the literature supporting the rumination is robust, there is still no
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unified definition of the construct. Yet, there are many different approaches and
models that attempt to explain the rumination and how it relates to other
constructs such as emotion regulation, worry, emotion focused coping, or

repetetive thought processes (Smith & Alloy, 2009).

The most recognized theory of rumination is Nolen-Hoeksema’s (1991),
Response Style Theory (RST). In RST, rumination was conceptualized as
repetetive thinking about the causes, consequences, and symptoms of current
negative affect. Although RST has the most empirical support in the literature,
some aspects of the theory have been criticized for several reasons such as
having the mixed support about the distraction component (Butler & Nolen-
Hoeksema, 1994), its overlap with worry and its overlap with positive forms of

repetetive thought such as reflection (Smith & Alloy, 2009).

In addition to RST, there are other models that explain the rumination from
different perspectives. While some of the models such as The Stress- Reactive
Model see the rumination as a reaction of individuals after the experience of a
stressful event (Alloy et al., 2000), some others such as The Goal Progress
Theory (Martin, Tesser, & MclIntosh, 1993) view the rumination not as a reaction
to a mood state, but a response to a failure to progress satisfactorily towards a
goal. Finally, it is worth to mentioning that rumination has also been described
as a type of cognitive emotion regulation such as acceptance and appraisal
(Garnefski, Kraaij, & Spinhoven, 2001).

2.4.3.1. Ruminative Thinking and Worry in Relation to College
Adjustment

Rumination and worry have strong relations with depression that is a predictor
of college adjustment (Nolen-Hoeksema, 1998). Research shows that rumination
predicts later development of depression (Nolen-Hoeksema, Stice, Wade, &
Bohon, 2007; Schwartz & Koenig, 1996). According to Nolen-Hoeksema’s
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(1998) response style theory, there are two basic response styles when individual
experiences depression. The first one involves rumination that is more repetitive
thinking about the symptoms of depression and causes and consequences of
depressive symptoms. It is obvious that it is an ineffective, destructive way of
responding to depression. The second style of response is more diverting one’s
attention away from depressive symptoms. The second style also involves
thinking of pleasant activities. Therefore, individuals who mostly rely on the
ruminative response style suffer from more severe depressive symptoms in

comparison to individuals who approach depression with second response style.

In their study Zawadzki et al. (2013) investigated whether rumination and
anxiety mediates the relationship between loneliness and depressed mood and
sleep quality of college students by using structural equation modeling (SEM).
The participants of this study was 1244 undergraduate students from
introduction to psychology pool. The proposed model was an excellent fit to the
data, meaning that rumination and anxiety fully mediated the relationship
between loneliness and depressed mood and sleep quality. The direct path
between loneliness and depressed mood (= .56, p < .001) was reduced to no
significance when rumination and anxiety were included (= .09, p > .10). As a
result, rumination and trait anxiety mediate the effect of loneliness on depressed

mood in college students.

Freshman students, who are in the transition period, have difficulties in dealing
with the autonomy and responsibility that college life brings. They usually find
their college experience more stressful and challenging than they have imagined.
Freshman year experience also brings difficulties such as loneliness,
homesickness, academic and relational difficulties along with the freedom
(Wintre & Yaffe, 2000). The situation in Turkey for students who are in this
transition period is not different from the other countries. Millions of students
look forward to pursuing higher education in Turkey every year. However, only

limited number of them get into the universities after a long and challenging
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examination process. Therefore, students come to college with a few prior

knowledge and many uncertainties (Mercan & Yildiz, 2011).

According to Tinto (1996), most of the students drop out from the college due to
academic and adjustment difficulties. From previously outlined facts and based
on the adjustment research, it is obvious that adjustment to college life is a
comprehensive process that is mainly carried out during the first year of the
college. Thus, college counseling centers meet the mental health needs of college
students including depression, substance abuse, eating disorders (Erdur-Baker,
Aberson, Barrow, & Draper, 2006, have crucial role in supporting students who

experience adjustment difficulties.

2.5. College Adjustment in Turkey

When the college adjustment literature examined in Turkey, it was seen that a
number of different research studies were carried out. One of the earliest studies
in college adjustment was conducted with 4855 students living in dorms from
different big cities in Turkey. This study aimed to explore the main problems
that university students experience. The results of the study revealed that most
important problems of university students were general school problems (lack of
books and libraries, courses, and instructor related problems), social and
economic problems, lack of social activities on campus, physical problems
related to dorms, general personal problems (health and sexual life, loneliness,
future anxiety) and social/political problems mostly related to country (Baymur,
1960; as cited in Yalim, 2007). Eksi’s (1982) study on the general problems of
university students in Turkey revealed that % 70 of university students had
economical, % 40 of them had accommodation and % 29 of them had adjustment

related problems in university.

Aksu and Paykog (1986) also conducted a study with 968 METU undergraduate

students and found out that overloaded curriculum and courses, transportation,
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and lack of social activity centers were the three biggest problems. In addition,
Aksu and Paykog’s (1986) study showed that instructors, academic advisers,
financial issues, accommodation and interpersonal relations were the other
following problems of students. In another study, Giilmez (1992) investigated
the problems of Gaziantep University students and found that political
environment, financial issues, adaptation to university life, time management,
accommodation, lack of social and cultural activities and English as a foreign
language were the most important problems. In addition to this study, Alpan
(1992) also conducted a research with the freshman students in order to explore
the main adjustment problems. The results of the study revealed that students’
psychological problems were found to be the most important determinants of the

failure to adjust to college life.

Considering the fact that there were various studies conducted exploring the
college students’ problems in Turkey, it is worth mentioning the study of
Imamoglu and Yasak (1993). They examined the papers/books published
between 1982 and 1992 related to Turkish university students’ problems. Their
review also confirmed that main problems university students experience were
related to academic, identity, health and interpersonal issues in Turkish

universities.

College adjustment has been studied in relation to different variables in Turkey.
For example, Ar1 (1989) examined the roles of gender, department, class, and
dominance of ego states on college adjustment and found that gender and class
have no effect on the adjustment of students. Ar1 also found that dominant ego

states of the students were effective on their adjustment.

Alperten (1993) examined the effect of various personal, social and family
related variables on college adjustment level of 735 students. The results of the
study demonstrated that general adjustment level was found significantly higher

for students who felt satisfied with their physical appearance and have strong
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religious beliefs that students who felt dissatisfied with their physical appearance
and who did not have strong religious beliefs. It was also reported that students
who have satisfying relationships with family and friends, and involve in
extracurricular activities showed higher adjustment to university life. In another
study, Tuna (2003) investigated the cultural differences in coping strategies as
predictors of overall and four dimensions university adjustment between Turkish
(n = 695) and American (n = 448) first- year university students. The results
revealed that having a personal and emotional support was found to be a positive

predictor of university adjustment for both Turkish and American students.

In an experimental research where the purpose was to examine the effect of
information giving and group counseling on the academic, social and total
university adjustment of freshmen at the University of Ankara, it was found that
students who received information giving and group counseling showed positive
changes on social and total university adjustment, but not on academic
adjustment (Akbalik, 1998).

Yalim (2007) investigated the roles of ego resiliency, coping styles, optimism
and gender on the level of college adjustment with 420 English prep students.
The results showed that all predictor variables were found to be significant
predictors of college adjustment. More specifically, the results yielded that the
students who reported high resilience and optimism had better adjustment to
college. In addition, results of the study also revealed that the factors predictive
of adjustment differed for male and female students. Accordingly, 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.

Seving (2010) investigated in a qualitative study, the most common factors

affecting the college adjustment and coping strategies used in dealing with the
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challenges experienced in the adjustment process. The results of this study
provided evidence that there were factors affecting the academic (e.g.,
relationships with faculty, teaching quality of faculty), instruction process, social
(e.g., friendships, participation to social, cultural and sport activities), personal-
emotional (e.g., loneliness), and institutional adjustment of freshman students.

Another recent research was conducted by Sun-Selisik (2009) which focused on
the changes in social, academic, and total adjustment, perceived stress, self-
esteem, college adjustment, self-efficacy and cultural distance levels of students
through three assessment processes (3 months, 6 months, 9 months). In addition,
college adjustment process was investigated through three interviews at three
stages (3 months, 6 months, and 9 months). The results of this study revealed
that students’ self-controlled persistence increased significantly from 3 to 9
months. However, no significant differences were found in other variables
among three assessments. The qualitative results of this study indicated that
students used active coping strategies such as getting social support from family
and friends when they experienced several challenges during the first year of

college.

College adjustment has been studied recently in relation to different variables in
Turkey. Mercan and Y1ldiz (2011) conducted a study with 311 freshman students
from Faculty of Education in order to understand the main adjustment problems
they experience. The results of the study showed that students mainly
experienced economic and academic problems. The participants also indicated
that they preferred to use counseling services about the problems related to
academic issues, communication skills, social anxiety-assertiveness, coping

with stress, time management, and anger control.
Biilbiil and Acar-Giivendir (2014) also conducted a study with 849 freshman

students from Faculty of Education to find out their adjustment levels in relation

to pre-college enrollment variables. The findings of this study revealed that

51



students who came to college with low motivation and lived away from their
families experienced more adjustment difficulties compared to those who came

to college with have high motivation.

Adjusting to college life is a challenging process for freshman students.
Therefore, some of them choose to drop out the college. Drop out intentions of
Turkish freshman students were examined in relation to sense of school
membership, loneliness, and coping strategies with 164 university students. The
analysis revealed that the intentions to drop out the university were better
predicted by non-academic factors such as acceptance dimension of sense of
school membership, loneliness and use of humor as a coping strategy (Alkan,
2014). Coping strategies with college adjustment problems of Turkish college
freshman students were also investigated in a qualitative study by Seving and
Gizir (2014). The results of the analysis gathered from 25 freshman students via
interviews, revealed the significant factors that negatively affect the academic,
social, personal-emotional, and institutional adjustment of freshman students.
The findings of this study specifically showed that students’ academic
adjustment was negatively affected by their relationships with faculty and
teaching quality, and social adjustment was negatively affected by friendship
relations, participation in extracurricular activities. Moreover, the findings
indicated that students mostly used avoidant types of coping strategies to deal
with challenges during the adjustment process.

It is also worth mentioning the study that was conducted by Ikiz, Savci, and
Yoriik (2015) in order to investigate the relationships between problematic
internet use and adjustment to college life. According to the results, there was a
significant negative relationship between problematic internet use and
adjustment to college life. In addition, problematic internet use was found to be

more intense in freshman students.
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Finally, besides the University Life Scale (Aladag, Kagnici, Tuna, & Tezer,
2003), there is another scale named as Adjustment to University Life Scale
(AULS) that was developed recently by Aslan (2015) to measure the college
adjustment phenomenon in Turkish population. AULS consisted of 60 items and
three factors (personal adjustment, social adjustment and academic adjustment).
AULS was found to be a valid and reliable measurement tool for Turkish college

students.

2.6. Summary of the Reviewed Literature

In conclusion, adjustment is a way of responding to environmental pressures and
challenges. It is not about passively accepting the existing conditions but it is
mainly about actively taking the responsibility of the actions in life. In this
regard, college adjustment is a challenging and complex process influenced by
multiple variables such as perceived stress, self-esteem, self-efficacy, coping
strategies, religiosity, and gender. In the literature, college adjustment process
has been explained by several theories and models. While student development
theories explain the college adjustment process as a developmental stage,
environmental/sociological theories focus on more environmental changes of a
student. These theories and models provide valuable knowledge and help for
college counseling centers, faculty and administratives, and families in
understanding the difficulties and challenges that freshman students face during

the fist year.

This present study specifically aimed to investigate the college adjustment
process from an Acceptance and Commitment Therapy and its core concept
psychological inflexibility perspective. In the literature, ACT was found to be
effective in treating all forms of psychopathology. In addition to factors affecting
college adjustment stated above, other factors mostly associated with

intrapersonal experiences of a student (e.g., ruminative thinking, worry, and self-
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compassion) were also investigated in this study. Ruminative thinking and
worry, are two concepts mainly associated with depression and anxiety
respectively, in the literature were found to be associated with all forms of
psychological ditress. In this regard, both ruminative thinking and worry were
negatively associated with college adjustment. In the literature, self-compassion
has also been explored wihin the college population in various studies. Self-
compassion was found to be associated with lower depression, less

homesickness and several other positive outcomes in college students.

College adjustment has also been studied for over three decades in Turkey. The
earliest studies in Turkey mostly focused on the problems students experience in
college life. The more recent studies emphasized the importance of factors
affecting college adjustment in Turkish students such as coping strategies, ego
resiliency, and problematic internet use. However, none of the studies conducted
with Turkish students investigated the college adjustment from the Acceptance
and Commitment Therapy perspective and related intrapersonal variables (e.g.,
ruminative thinking, worry, and self-compassion). Thus, the present study also
aimed at filling this gap in the college adjustment literature.
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CHAPTER 111

METHOD

This chapter will present research design, research questions and hypotheses,
description of variables, data collection instruments, data collection procedure,
data analysis, and limitations of the study.

3.1. Overall Research Design

Correlational research design was used in this study to investigate the
relationships among psychological flexibility, self-compassion, rumination,
worry, and adjustment to college life within a proposed model. “A correlational
study describes the degree to which two or more quantitative variables are
related, and it does so by using a correlation coefficient” (Fraenkel, Wallen, &
Hyun, 2012, p. 331). It is possible to observe multiple variations via causal
processes with structural equation modeling (SEM). SEM is also a collection of
statistical technique which answers the questions of multiple regression analyses
of factors simultaneously. SEM is also a confirmatory technique in which the
researcher should have a prior knowledge of, or hypotheses about, potential
relationships among variables (Tabachnick & Fidell, 2007). Therefore, the
hypothesized model in the present study was tested statistically with a
simultaneous analysis of the all variables with SEM.

In order to examine the research question, the hypothesized model that proposes
the interactional relationship among college adjustment of freshman students
and their level of psychological inflexibility, ruminative thinking, worry and

self-compassion was constructed. Followed by the model construction, target
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population of the study was selected. The target population was the freshman
students enrolled in various programs at a public university in western Turkey.
After collecting the data, each instrument of the study was employed to
Confirmatory Factor Analysis (CFA) in order to ensure the factor structures.
Finally, the hypothesized model was tested by Structural Equation Modeling
(SEM) technique using AMOS .20 (Arbuckle & Wothke, 1999). The model was
evaluated by several model fit indices such as Chi-Square (x?), The Bentler
Comperative Fit Index (CFI), Tucker-Lewis Index (TLI), Root Mean Square of
Error of Approximation (RMSEA). Choosing the fit indices to evaluate the
structural models is not a simple task, largely because particular indices have
been shown to operate differently based on the sample size, estimation
procedure, model complexity, and violation of underlying assumptions (Byrne,
2010).

3.2. Sample and Procedure

In this study convenience sampling method was used. Convenience sampling, or
as it is sometimes called opportunity sampling- is choosing the nearest
individuals who happen to be available at the time as participants and continuing
that procedure until the required sample size has been gathered (Cohen, Manion,
& Morrison, 2011). In the present study data were collected from the first year
students enrolled in a public state university in western Turkey during the first
two weeks of December in 2014. According to Tinto (1996) adjustment to the
university life is an extensive process which is mainly carried out especially
during the first semester of the freshman year. Adjustment, as a process, means
passing from an initial stage generating emotional tension and stress towards a
final stage in which there prevail the state of well-being and a functioning
adequate (Clinciu, 2013). Therefore, it was expected that freshman students
could have certain degree of experience about university life from late

September to December. So that, they could experience adjustment to college.
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According to Council of Higher Education data (www.yok.gov.tr), 3174
students were admitted by the university for the fall semester in 2014. The
sample of this current study consisted of first year university students from
divergent faculties who were admitted in 2014, in the university (see Table 3.1).
Of the total participants, 171 (% 26) were male and 486 (% 74) were female.
Age of the participants ranged between 18 — 25 (M = 18, 64, SD=1.18). There
were 657 participants from six different faculties. As shown in the Table 3.1.,
358 (% 54, 5) of the sample were from Faculty of Education, 136 (%20.7) were
from School of Health, 87 (% 13.2) were from Faculty of Economics and
Administrative Sciences, 56 (% 8.5) were from Faculty of Engineering and
Architecture, and 20 (% 3.0) were from Faculty of Medicine.

Table 3.1
Distribution of the Participants by Gender and Faculty
Variables Gender
Male Female Total
Faculty f % f % f %

Education 77 1172 281 4278 358 545
School of Health 25 380 111 16.90 136 20.7
Economics/Administ. Sciences 36 548 51 772 87 132
Engineering/Architecture 25 380 31 470 56 85
School of Medicine 8 1.20 12 1.80 20 3.0
Total 171 26 486 74 657 100

Even though there is no clear-cut answer to the sample size question of this
research, considering the fact that parameter estimates and chi-square tests are
very sensitive to sample size, SEM is a large sample technique and may yield in
a significant value with samples larger than 200 (Tabachnick & Fidell, 2007).

However, new statistics have been developed that allow for good estimation of
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models with even 60 participants (Bentler & Yuan, 1999; Tabachnick & Fidell,
2007).

Since, structural equation modelling (SEM) was used as a statistical method in
this research, sample size question was taken into consideration carefully. “A
typical sample size in studies where SEM is used is about 200 cases” (Kline,
2011, p. 12). This number corresponds to the approximate median sample size
in many published articles in which SEM was used, including 72 studies in the
field of personality and social psychology journals by Brexler (1990) and 93
studies in management journals by Kline (2011) Shah and Goldstein (2006).

3.3. Data Collection Instruments

In order to collect data, the demographic information form (See Appendix H)
and five measures namely University Life Scale (ULS), Acceptance and Action
Questionnaire-11 (AAQ-11), Self-Compassion Scale (SCS), Ruminative Thought
Style Questionnaire (RTSQ), Penn State Worry Questionnaire (PSWQ) were
utilized in the study. Findings of the validity and reliability analyses for the each

instrument were presented after the measures were introduced.

3.3.1. University Life Scale (ULS)

University Life Scale (ULS) was developed to measure university adjustment by
Aladag, Kagnici, Tuna, and Tezer (2003). The ULS has 48 items, with a 7 point
Likert scale, ranging from “not at all applicable” (1), to “totally applicable” (7).
The ULS has six subscales, namely, (i) adjustment to college environment (12
items e.g., “Universite yasamina uyum sagladim -l have adjusted to university
life”), (ii) emotional adjustment (nine items e.g., “Kendimi genellikle gergin
hissederim- I usually feel tense”), (iii) personal adjustment (seven items e.g.,
“Kendimi severim — I like myself”), (iv) relationships with opposite sex (seven

items e.g., “Cinsel yasamimdan memnunum- | am satisfied with my sexual
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life”), (v) academic adjustment (seven items e.g., “Derslerde basarili olup
olamayacagimdan emin degilim- | am not sure whether | will be successful in
courses or not”) and, (vi) social adjustment (six items e.g., “Kendimi yalniz
hissediyorum- I feel lonely”’). While the higher points obtained from the scale
represent better adjustment to university life, lower points represent poor

adjustment.

In order to investigate the construct validity of the ULS, Aladag et al., (2003)
employed Exploratory Factor Analysis (EFA) with principal component model.
EFA revealed six factors with eigenvalues greater than 1.0. Adjustment to
college environment as the first factor explained % 19.62 of variance, emotional
adjustment as the second factor explained % 5.97 of variance, personal
adjustment as the third factor explained % 4.25 of variance, relationships with
opposite sex as the fourth factor explained % 3.93 of variance, academic
adjustment as the fifth factor explained % 3.50 of variance and finally social
adjustment as the sixth factor explained % 3.32 of variance. Cronbach alpha
values of the subscales were found between, .63 and .80. On the other hand, the
Cronbach alpha for total ULS was .91.

Furthermore, ULS was also used in a study conducted by Kagnic1 (2012) with
221 participants. The Cronbach alphas calculated in this study for the six
subscales of ULS ranged between. 77 to. 63. However, emotional adjustment
subscale had the lowest Cronbach alpha score with. 63 and personal adjustment
subscale had the highest Cronbach alpha score with. 77 in that study. The
Cronbach alpha calculated for the total ULS score was also. 89.

In another study which was conducted with 311 freshman students by Mercan
and Y1ldiz (2011) with ULS, the Cronbach alpha values of the six subscales were
ranged between. 75 to. 62 and the Cronbach alpha for total ULS score was .89.
The six factor structure of the original ULS was confirmed in both studies
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(Kagnici, 2012; Mercan & Yildiz, 2011) by Confirmatory Factor Analysis
(CFA) results.

3.3.1.1. Confirmatory Factor Analysis of ULS

The original six factor structure of ULS was tested by the use of CFA in the
current study. The AMOS Version 20 was used for the data analysis. Prior to
running confirmatory factor analysis, item 30 (Cinsel yasamimdan memnunum-
I am satisfied with my sexual life) and item 35 (Dersleri ingilizce takip etmekte
zorluk ¢ekiyorum- | am having difficulty to follow the classes in English) were
excluded from the analysis due to low factor loadings (.17 and. 20 respectively).
According to Hair, Black, Babin, and Anderson (2010) items should be loaded

on each factor over .30.

After the extraction of low loading items and normality assumption check, CFA
analysis were conducted with 657 participants by AMOS 20.0 software
(Arbuckle & Wothke, 1999). Maximum Likelihood (ML) estimation was used
to obtain the simultaneous, numerical values for the unknown parameters. The
ML estimation is the default and most widely used method in many model-fitting

programs (Kline, 2011).

Analysis resulted in a significant chi-square, x? (2307, 95 n = 657) =887, p = .00.
Other fit indices can be considered in case of significant chi-square, because chi-
square is affected by sample size (Byrne, 2010). Fit indices were found as
follows: CFl = .77, TLI = .73, RMSEA = .049. RMSEA value greater than .10
represents poor fitting model (MacCallum, Browne, & Sugawara, 1996). To
modify the model, error covariances were investigated and several items were
allowed to covary among the same subscale. At the end of the covariances
applications, the model fit indices were as follows: ¥ (1897, 42 n = 657) =867,
p = .00, CFl = .82, TLI = .80, RMSEA = .043. After the modifications among

the items, while RMSEA value was a good fit, CFl and TLI values were
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indicators of mediocre fit (Hu & Bentler, 1999). The factor model of ULS is
displayed in Figure 3.2. The standard estimates varied between .26 and .67 for
the adjustment to university environment, .29 and .62 for the emotional
adjustment, .26 and .65 for the personal adjustment, .28 and .62 for the
relationship with opposite sex, .37 and .66 for the academic adjustment, and

finally .32 and .59 for the social adjustment.

Standardized estimates of each items in ULS can be seen in Figure 3.2. ULS has
six subscales that are called six latent variables according to SEM terminology.
The two way arrows between latent variables in the model represents the
covariance or in other words correlation coefficient scores. It is possible to see

that latent variables in this confirmatory model are found to be correlated.

Table 3.2
Goodness of Fit Indexes for Six Factor Model for ULS

%2 df  x2/df  CFI TLI RMSEA
Model 1897.42 867 2.18 .82 .80 .04
p< .001
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Figure 3.1 University Life Scale’ Factor Structure with Standardized Estimates
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3.3.1.2. Reliability of ULS

Reliability analyses was conducted for the ULS in this current study and the
findings were also presented below. The internal consistency of ULS was
evaluated by computing Cronbach alpha coefficient. The Cronbach alpha
coefficient values were as follows, .89 for the ULS total score and the internal
consistency of the subscales were ranged between .73 and .58. The internal
consistency for the subscales were found as follows: adjustment to college
environment subscale was .72, emotional adjustment subscale was .73, personal
adjustment subscale was .64, adjustment to relationship with opposite sex
subscale was .58, academic adjustment subscale was .66, and social adjustment

subscale was .60.

3.3.2. Acceptance and Action Questionnaire- Il (AAQ-I11)

First version of Acceptance and Action Questionnaire (AAQ) was developed by
Hayes et al. (2004) to measure experiential avoidance and psychological
flexibility. AAQ was a Likert style scale which had 9-16 items (depending on
the version). The scale contained items on negative evaluations of feelings,
avoidance of thoughts such as “Anxiety is bad” and “I try to suppress thoughts
and feelings that [ don't like by just not thinking about them”. AAQ was found
to be broadly useful with wide range of quality of life studies such as depression,
anxiety, general mental health, job satisfaction, future work absence and future
job performance. Despite the widespread usage of the AAQ, the internal
consistency and factor structure of the scale has usually been a problem. Hayes
et al. (2004) found the alpha coefficient of the AAQ just satisfactory .70 in early
validation study and test re-test reliability was .64 over 4 months. The factor
structure was also found to be unstable over time. Thus, there was a need to
develop a more stable, reliable and valid scale to measure psychological
inflexibility (Bond et al., 2011).
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Twelve Acceptance and Commitment Therapy (ACT) researchers and
practitioners addressed the shortcomings of AAQ-I in explaining the core
concepts of ACT namely psychological flexibility and inflexibility. Thus, the
need to develop a second version of the scale as a measure of psychological
flexibility was obvious. The researchers generated the item pool for AAQ-I1 as
a first step which resulted 49 items, all of which used a Likert- type scale ranging
from 1 (never true), 7 (always true) with higher scores representing the greater
level of psychological inflexibility. The researchers then eliminated the items
with low corrected item-total correlations in order to obtain a unidimensional
scale. This item elimination process provided satisfactory internal consistency.
Exploratory factor analysis was subjected as the second step to establish the
structure of the measure. AAQ-Il was then subjected to three different
populations to examine the validity scores and as consistent with first version of
the AAQ, AAQ-I1 was also found to be a unidimensional measure that assess the
psychological flexibility. AAQ-II contains 7 items (e.g., “My painful
experiences and memories make it difficult for me to live a life that I would
value”) or (“I worry about not being able to control my worries and feelings™)
(Bond et al., 2011). The Cronbach alpha of the one factor solution of AAQ-II

was .88.

AAQ-II was translated and adapted to Turkish by Yavuz, Iskin, Ulusoy, Esen,
and Burhan (2016). Prior to validity and reliability analyses, the AAQ-II was
translated to Turkish independently by the authors who were trained in
Acceptance and Commitment Therapy (ACT). Back- translation was carried out
by a bilingual (Turkish-English) translator who had no interest in psycho-
pathological issues. The authors then, compared the independent translations and
back translation in order to form the final version of Turkish AAQ-II (TAAQ-
I1). TAAQ-II was administered 107 students with the mean age 21.8 studying in
a Turkish public university in Istanbul. The administration was held in a
classroom setting. The Cronbach alpha of the TAAQ-II was .90. Single factor

solution with Principal Component Analysis (PCA) was applied to test the factor
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structure of TAAQ-II. TAAQ-II found to have similar factor structure with the
original AAQ-I1. Single factor structure explained the % 61,802 of total variance
(Yavuz et al., 2016).

AAQ-II was also translated and adapted to Turkish by Meunier et al. (2014) with
a sample of 291 university students. Confirmatory factor analysis (CFA)
supported one factor solution with seven items as it was found in the original
version of AAQ-II. The internal consistency of the scale was .88 and the test-

retest reliability that conducted over 2 months period was .78.

3.3.2.1. Confirmatory Factor Analysis of AAQ-II

In the current study proposed single factor solution of the AAQ-II was tested
with 657 participants. The AMOS Version 20 was used for the data analysis.
Analysis resulted following chi-square, y? 193, 85, n = 657) =14, p = .00. Other
fit indices for AAQ-I1 were found as follows: CFI = .89, TLI = .83, RMSEA =
.14. These results showed that the model has a mediocre fit with its fit indices
and chi-square score. To modify the model, error covariances were investigated
and el and €3, el and e4, e2 and e3, e6 and e7 were allowed to covary. At the
end of the covariances applications the model fit indices were found as follows:
CFI =.99, TLI = .99, RMSEA = .04. CFl and TLI values showed very good fit.
RMSEA value also indicated a very good fit, as it was found between .00 and
.05 (MacCallum et al., 1996). After these covariances applications, the results
showed good fit of one factor solution for the data (Table 3.3). The factor model
of AAQ-I1is displayed in Figure 3.3. The standard estimates for the single factor
structure of AAAQ-II varied between .58 and .73.
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Table 3.3.
Goodness of Fit Indexes for Single Factor Model for AAQ-II
x2 df x2/df CFI TLI RMSEA

Model 16. 05 8 2.06 .99 .98 .04

p< .001

Figure 3.2 Acceptance and Action Questionnaire-/I’s Factor Structure with

Standardized Estimates
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3.3.2.2. Reliability of AAQ-II

Internal consistency coefficient of the AAQ-II was evaluated by computing

Cronbach alpha coefficient. The Cronbach alpha was found as .85.

3.3.3. Ruminative Thought Style Questionnaire (RTSQ)

Ruminative Thought Style Questionnaire (RTSQ) was originally developed by
Brinker and Dozois (2009). The scale consisted of 20 items rated on a Likert
type scale from 1 (not at all descriptive of me) to 7 (describes me best) and it
describes the positive, negative and neutral facets of the global rumination. The
scale is comprised of a single factor with items such as “Even if | think about a
problem for hours, I still have a hard time coming to a clear understanding” or
“I like to sit and reminisce about pleasant events from the past”. The scale
evaluates the ruminative thought that is considered as repetitive, recurrent,
uncontrollable, and intrusive thinking. These are the main characteristics of a
ruminative thought (Brinker & Dozois, 2009). In terms of developing the
Ruminative Thought Style Questionnaire (RTSQ), Brinker and Dozois (2009)
collected data from 118 undergraduate students with the mean age 18.86 (SD =
1.08, range = 17-24) years. The internal reliability of the scale 20- item scale

was excellent (coefficient alpha a = .92).

Additionally, another research which was conducted by Tanner, VVoon, Hasking,
and Martin (2012) supported a multidimensional structure for the ruminative
thought style. The aim of this research was to examine the factor structure of
RTSQ with adolescent sample (N = 2362). Contrary to the initial validation
study, an exploratory factor analysis and following confirmatory factor analysis
revealed a 15- item scale with four subscales named as “Problem-Focused
Thoughts’” with the coefficient alpha o = .89, ‘‘Counterfactual Thinking’’ with
the coefficient alpha o = .87, ‘‘Repetitive Thoughts’’ with the coefficient alpha
a = .89, and ‘‘Anticipatory Thoughts” with the coefficient alpha o =.71.
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Ruminative Thought Style Questionnaire (RTSQ) was translated and adapted to
Turkish language by Karatepe, Yavuz, and Turkcan (2013). The psychometric
examination and adaptation process of the RTSQ was conducted with 262
participants. Factor structure of the RTSQ was tested in that research by using
Principal Component Analysis (PCA) with varimax rotation. As a result of the
analysis, it was found in the Scree-plot analysis that the RTS has a single-factor
structure (Karatepe et al., 2013). The internal consistency of RTSQ was very
high (o = .907). The researchers also checked for the test- retest reliability of the
scale and it was found to be strong relationship between two measurements r =
.84.

3.3.3.1. Confirmatory Factor Analysis of RTSQ

Proposed single factor solution of the RTSQ was tested with 657 participants in
this current study. The AMOS Version 20 was used for the data analysis.
Analysis resulted following chi-square, x? (1525, 88, n = 657) = 8, 98, p = .00.
Other fit indices for RTSQ were found as follows: CFl =.74, TLI =.7, RMSEA
=.11. These results showed that the model has a poor fit with its fit indexes and
chi-square score. To modify the model, error covariances were investigated and
several covariances were applied. At the end of the covariances applications the
chi-square score was found to be good fit, ? (375, 64, n = 657) = 2.49, p = .00.
Other fit indices for RTSQ were found as follows after several error covariance
applications: CFl= .96, TLI= .95, RMSEA = .05. CFl and TLI values showed
very good fit. RMSEA value indicated a good fit, as it was found between .00
and .05 (MacCallum et al., 1996). After these error covariance applications, the
model yielded good fit results (Table 3.5). The single factor structure model of
RTSQ is displayed in Figure 3.5. The standard estimates for the single factor
structure of RTSQ varied between .34 and .78.
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Table 3.4.
Goodness of Fit Indexes for Single Factor Model for RTSQ

X2 df x2/df CFl TLI RMSEA

Model 375.64 151 2.49 .96 .95 .05

p<.001
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Figure 3.3. Ruminative Thought Style Questionnaire’s Factor Structure with

Standardized Estimates
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3.3.3.2. Reliability of RTSQ

Internal consistency coefficient of the RTSQ was evaluated by computing
Cronbach alpha coefficient in this present study. The Cronbach alpha coefficient
for the RTSQ was .89.

3.3.4. Penn State Worry Questionnaire (PSWQ)

Penn State Worry Questionnaire is a 16- item scale that was developed by
Meyer, Miller, Metzger, and Borkovec (1990) with 1580 college students.
PSWQ with 16 items, with a five point Likert scale was re-assessed by Molina
and Borkovec (1994) with 337 college students. There were five items
negatively loaded in the scale and needed to be reverse coded before the analyses
(items 1, 3, 8, 10 and 11). The total score of PSWQ is calculated by summing
all items. While the minimum score can be obtained is 16, maximum score is 80.
The higher scores in this scale indicate the higher level of worry. Even though
some confirmatory factor analyses yielded two factor solution as 11 items
worded into direction of worry and five items into direction of absence of worry
(Fresco, Mennin, Heimberg, & Turk, 2003; Hazlett-Stevens, Craske, Mayer,
Chang, & Naliboff, 2003) PSWQ is best conceptualized with a single factor
solution (Startup & Erickson, 2006).

PSWQ had high internal consistency with both clinical and non-clinical samples.
The Cronbach alpha values were found to range between .88 and .95 for non-
clinical college students (Molina & Borkovec, 1994; Startup & Erickson, 2006;
van Rijsoort, Emmelkamp, & Vervaeke, 1999). PSWQ also yields good test-
retest reliability with college student sample r = .74- .92 over intervals of 2- 10
weeks (Startup & Erickson, 2006).

The 16-item PSWQ was translated and adapted into Turkish language by
Yilmaz, Gengoz, and Wells (2008). The psychometric properties of the scale was
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conducted with 561 non-clinical participants. The researchers found two factor
structure in Turkish adaptation process: while the first factor consisted of 11
items that were positively scored (presence of worry items), the second factor
consisted five reverse- coded items (absence of worry items). While the
Cronbach’s alpha coefficient for the whole scale was found to be .91, the
Cronbach’s alpha for presence and absence of worry factors were .92 and .68
respectively. The Guttman split-half reliability for the whole PSWQ was .91, the
test- retest reliability were found to be .88 (p < .01), .88 (p < .01) and .72 (p <
.01), respectively (Yilmaz et al., 2008).

3.3.4.1. Confirmatory Factor Analysis of PSWQ

Yilmaz et al. (2008) proposed and confirmed the single factor of the Turkish
version of PSWQ. The single factor structure of PSWQ was also tested by using
CFA with 657 participants in this current study. The AMOS Version 20 was used
for the data analysis. Confirmatory Factor Analyses resulted following chi-
square, x* (538, 84, n = 657) = 5, 18, p = .00. Other fit indexes for PSWQ were
found as follows: CFl = .89, TLI = .88, RMSEA=.08. These results showed that

the model has a mediocre fit with its fit indexes and chi-square score.

When standardized estimates of the 16 items of PSWQ evaluated, the item 1 “If
I do not have enough time to do everything, | do not worry about it” yielded the
lowest estimate .28. The items should be loaded on the factor at least .30 (Hair
et al., 2010). Therefore, the CFA analysis was run after excluding the item 1.
However, the results of the CFA showed that, the chi-square score has increased
after this extraction, y (501, 92, n = 657) = 5, 58, p = .00. Other fit indices were
remained almost the same. RMSEA fit indice showed a little higher score as it

was .08. Therefore, the item 1 was kept in the CFA analyses.

To modify the confirmatory model, error covariances were investigated and

error covariances between el and e3, e3 and €10, e5 and e8, and €10 and el5
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were applied. At the end of the covariance applications the chi-square score was
found to have a good fit, * (328, 79, n = 657) = 3, 42, p = .00. After several error
covariance applications, other fit indices for PSWQ were found as: CFl = .94,
TLI = .93, RMSEA = .06. CFI, TLI values showed good fit as they were found
close to 1.0. RMSEA value indicated a mediocre fit, as it was found between .05
and .08 (MacCallum et al., 1996). The fit indices results for the model can be
seen in Table 3.6. The single factor structure model of PSWQ is displayed in
Figure 3.6. The standard estimates for the single factor structure of RTSQ varied
between .28 and .79.

Table 3.5.
Goodness of Fit Indexes for Single Factor Model for PSWQ
X2 df x2/df CFlI TLI RMSEA
Model 328.79 96 3.43 .94 .93 .06
p< .001
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Figure 3.4. Penn State Worry Questionnaire’s Factor Structure with
Standardized Estimates
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3.3.4.2. Reliability of PSWQ

The internal consistency for PSWQ was checked in this present study. The

calculated Cronbach alpha value was .90.

3.3.5. Self-Compassion Scale (SCS)

Neff (2003a) developed the 26- item Self Compassion Scale (SCS) with a
general question “How do I typically act towards myself in difficult times?”” The
scale aims to measure continual self-compassion. SCS is a five point Likert scale
and each item answered on a scale ranging from “almost never” to “almost
always”. The SCS has six subscales: Self-Kindness subscale with 5 items (e.g.,
“When I am going through a very hard time, I give myself the caring and
tenderness I need”), the 5-item Self-Judgment subscale (e.g., “I am intolerant
and impatient towards those aspects of my personality I don’t like”), the 4-item
Common Humanity subscale (e.g., “When I feel inadequate in some way, I try
to remind myself that feelings of inadequacy are shared by most people.”), the
4-item Isolation subscale (e.g., “When I think about my inadequacies, it tends to
make me feel more separate and cut off from the rest of the world”), the 4-item
Mindfulness subscale (e.g., “When I am feeling down I try to approach my
feelings with curiosity and openness”), and the 4-item Over-ldentification
subscale (e.g., “When something painful happens I tend to blow the incident out
of proportion”). Higher scores on the SCS indicate a higher tendency for self-
compassion. After scores on Self-Criticism, Isolation and Over-identification
subscales are reverse coded, mean scores of the six subscales are summed in

order to create a total self-compassion score (Neff, 2003).

Factor structure of SCS was tested by the use of confirmatory factor analyses
(CFA). As a result of series of CFA, the intercorrelation between six subscales
were explained by a single higher order factor of “self-compassion” (NNFI =

.90; CFI = .92). Internal consistency of SCS was reported as .92, and internal
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consistency of the subscales were ranged from .75 to .81. Test-retest reliability
of SCS was reported as .93 (Neff, 2003b). Construct validity of SCS was tested
with other scales measuring related constructs. SCS found to have significant
negative association with self-criticism, and significant positive associations
with social connectedness and emotional intelligence. Discriminate validity of
SCS was tested with scales measuring social desirability and narcissism. SCS is
found to have no significant associations with either social desirability or
narcissism (Neff, 2003a).

SCS was translated and adapted to Turkish by Akin, Akin and Abaci (2007). The
psychometric examination and adaptation process of the SCS was conducted
with 633 university students. Results of the Exploratory Factor Analysis (EFA)
and Confirmatory Factor Analysis (CFA) showed that SCS has 6 factor structure
as it was found in the original version. The Cronbach alpha coefficients varied
between .72 and .80, and test re-test reliability varied between .48 and .71 (Akin
etal., 2007).

SCS was also translated and adapted to Turkish by Deniz, Kesici, and Siimer
(2008) in a study with 341 university students. Before the validity and reliability
analyses, 66 English teachers administered the Turkish and English versions of
the SCS in order to examine the linguistic equivalence of the scale and the
correlations between two forms were used (r =.96, p <.001). The EFA supported
one factor solution with the examination of scree plot test as it was in the original

SCS. First factor had 8.264 Eigenvalue with % 31, 7 explained variance.
3.3.5.1. Confirmatory Factor Analysis of SCS

The six factor structure of SCS was tested by the use of CFA in this current study
with 657 participants. The AMOS Version 20 was used for the data analysis.

Analysis resulted following chi-square, ¥ (786, 40, n = 657) = 2, 77, p = .00.
Other fit indices for SCS were as follows: CFl = .91, TLI = .90, RMSEA = .05.
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These results showed that the model has a good fit. In addition, to modify the
model, error covariances were investigated and there was only one error
covariance allowed to covary between €25 and €26 in “isolation” subscale, one
error covariance allowed to covary between €19 and €20 in “mindfulness”
subscale, and finally one error covariance allowed to covary between e6 and e8
in “common humanity” subscale At the end of the covariance applications, the
model yielded a better and significant chi- square 2 (633.12, n = 657) = 2. 25, p
=.00, as it was closer to 2.00. Other indices also yielded better model fit scores
as follows: CFl =.94, TLI = .93, RMSEA = .04. As a result, CFA of SCS showed
good fit of six factor solution for the data. The CFA fit indexes for SCS are
displayed in Table 3.4. The standard estimates varied between .48 and .69 for
the self-kindness, .40 and .77 for the common-humanity, .55 and .67 for the
mindfulness, .56 and .67 for the self- judgement, .58 and .71 for the over-
identification, and .58 and .70 for the isolation. The factor structure of the model
for the SCS is displayed in Figure 3.4.

Table 3.6.
Goodness of Fit Indexes for Six Factor Model for SCS
2 df y2/df CFI TLI RMSEA
Model 633.12 281 2.25 .94 .93 .04
p<.001
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3.3.5.2. Reliability of SCS

Internal consistency coefficient of the SCS was evaluated by computing
Cronbach alpha coefficient. The Cronbach alpha coefficient was found as. 91 for
the SCS total score and the internal consistency of the subscales were ranged
between .71 and .76. The internal consistency for the subscales were found as
follows: self-kindness subscale was .73, common humanity subscale was .69,
mindfulness subscale was .70, self-judgement subscale was .76, and over-

identification subscale was. 76, and isolation subscale was .75.

3.4. Data Collection Procedure

Prior to data collection, basic information about the research, instruments and
design of the study were submitted to Human Subjects Ethics Committee of
Middle East Technical University (Appendix A)- and Human Research Ethical
Committee of Abant Izzet Baysal University (Appendix B) for suitability of
human research ethical conduct. After the approval of the both ethic committees,
the researcher collected data from first year students from different faculties and
schools in the university (see Table 3.1). The order of the instruments was
counterbalanced meaning that the scales with more items and the scales with less
items were put in different order in the data collection set before the
administration in order to avoid any possible ordering effect. The measures were
administered during the class hours it took approximately 20 minutes to
complete. The approval of the instructor in each class was taken before the
administration. The researcher himself attended the most of the classrooms and
explained the purpose of the study and asked the participants to fill out the
questionnaires. There were four classes where the researcher himself could not
attend to collect data. The lecturers or the professors of the each class were
introduced the brief explanation of the rationale of the study in order to overcome

any administration problem.
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During the data collection process, ethical issues such as informed consent and
confidentiality were ensured by the researcher. Even though the purpose of the
research was already written on the consent form given on the first page of data
collection set, during the administration of measures the researcher also
explained participants the aim of the study and informed them that participation
to the research is voluntarily. The privacy of the participants was ensured by not
asking any personal information. It was emphasized that all of the answers will
be kept confidential and will not be shared with anyone else. The data will only

be used for the purpose of research.

3.5. Data Analysis

IBM SPSS20 and IBM AMOS21 were used in order to examine the role of
psychological flexibility, self- compassion, rumination and worry on college
adjustment within an interactional model. In order to understand this
examination, structural equation modeling (SEM) was used. Data analysis
included several steps. First of all, data was checked in terms of accuracy,
missing values and outliers. Following these steps, normality, linearity and
homoscedasticity assumptions were checked. Then, descriptive analyses were
conducted. All these analyses were conducted by using IBM SPSS Version 20.
Confirmatory factor analyses were conducted for each instrument by using IBM
AMOS Version 21 prior to running the proposed SEM model. In terms of factor
analyses, confirmatory factor analysis using structural equation modeling with
maximum likelihood estimation conducted. Because the data were normally
distributed (Kline, 2011).

Since, the main aim of this study was to test the proposed interactional model
(See Figure 4.6), Structural Equation Modeling (SEM) with IBM AMOS21
statistical program was used. SEM is a term which conveys two main aspects of
the procedure: (a) series of structural (i.e., regression) equations that represents

the causal processes, (b) these structural equations can be visually modelled in
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order to clarify a clearer conceptualization of the theory (Byrne, 2010). The
primary goal of SEM is to determine and validate a proposed causal process
and/or model. Therefore, SEM is a confirmatory technique. There is a covariance
matrix to serve as the dataset, which is based on the sample of collected
measurements. The empirical question of SEM is therefore whether the
proposed model produces a population covariance matrix that is consistent with

the sample covariance matrix (Kline, 2011).

There were many advantages using SEM instead of other regression techniques.
First of all, SEM provides an overall model fitness values and estimates for
individual parameters. Second, complex and multidimensional relationships can
be examined simultaneously and when relationships among factors are
examined, the relationships are free of measurement error because it is estimated
and removed (Tabachnick & Fidell, 2007). After conducting confirmatory factor
analysis and reliability analysis for each instrument, the proposed model was ran
and necessary modifications were conducted with IBM AMOS21. The basic
SEM terms were presented below, in order to make it easy to understand the
findings of this present study.

Observed (Manifest) Variables are also known as indicators and “used as an
indirect measure of construct” (Kline, 2011, p. 9). The observed variables in this

current study are the items of five instruments.

Unobserved (Latent) Variables are used indirect measures and “correspond to
hypothetical constructs or factors, which are explanatory variables presumed to
reflect a continuum that is not directly” (Kline, 2011, p. 9). The unobserved
variables in this current study were university adjustment, psychological

inflexibility, self-compassion, rumination and worry.

Exogenous Latent Variables are “synonymous with independent variables; they

“cause” fluctuations in the values of other latent variables in the model. Changes
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in the values of exogenous variables are not explained by the model. Rather, they
are considered to be influenced by other factors external to the model” (B. M.
Byrne, 2010, p. 5). The exogenous latent variables in this current study were

psychological inflexibility, self-compassion, rumination and worry.

Endogenous Latent Variables are “synonymous with dependent variables and,
as such, are influenced by the exogenous variables in the model, either directly
or indirectly” (B. M. Byrne, 2010). The endogenous latent variable in this current

study was university adjustment.

Confirmatory Factor Analysis is “a type of structural equation modeling (SEM)
that deals specifically with measurement models, that is, the relationships
between observed measures or indicators (e.g., test items, test scores, behavioral

observation ratings) and latent variables or factors” (T. A. Brown, 2006, p. 1).

Model Specification is representing the hypotheses in a structural equation
format which usually happens by drawing the proposed structural model diagram
by using symbols (Kline, 2011).

Model Identification is the theoretical explanation of the specified model before
running the computer based analyses for SEM. If the model is not identified then
it should be respecified again (Kline, 2011).

Model Estimation is the step where the researcher tests the identified model by
using a computer program. There are several steps of estimation process. First
step is, evaluating model fit, which means finding out how well the model
explains the data. If the model fit is satisfactory then the next step is interpreting
the estimates. Finally, considering the equivalent models is the last step in model

estimation process (Kline, 2011).
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Model Evaluation: To evaluate model fit, fit indexes were used. The names and

the detailed description for each fit index were listed below:

Model Chi-Square (x2): This is a basic value in examining the model fit and a
value of 0 with a non-significant p value indicates a perfect model fit < 2.00 (B.

M. Byrne, 1989). Since, chi-square value is sensitive to sample size, in order to

eliminate problems caused by this sensitivity, normed Chi-square (2 /df ) was

used. The criterion for the (2 /df ) is 3 (Kline, 2011).

The Bentler Comparative Fit Index (CFI): This index compares the proposed
model and the independence model. The range of the fit index is between 0 and
1 with the values greater than. 95 are considered as an indicative of good-fitting
models (Hu & Bentler, 1999; Tabachnick & Fidell, 2007).

Tucker-Lewis Index (TLI): This index is also named as Non-Normed Fit Index
(NNFI). TLI is also ranges between 0 and 1. As the scores get closer to 1, model
fit increases and TLI values higher than. 95 indicates good fit (Hu & Bentler,
1999).

Root Mean Square of Error of Approximation (RMSEA): This index represents
how bad the model fit is. Therefore, a value close to O indicates a good fit.
According to Hu and Bentler (1999) values less than. 06 indicate a good fit.
Values as high as. 08 a reasonable fit, and those ranging from. 08 to. 10 a
mediocre fit (MacCallum et al., 1996).

In addition to these, Kline (2011) suggested that the squared multiple correlation
(R?) calculated for each indicator is another fit statistics that is used for
measurement models. Squared multiple correlation gives the proportion of the

explained variance and values less that. 50 mean that more than half of an
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indicator’s variance is unexplained by the factors it is specified to measure

(Kline, 2011).

3.6. Limitations

There were several limitations of this research. It is important to consider these
limitations when interpreting the findings of this current study. First of all, the
data was gathered from university students through convenience sampling
method. Convenience sampling as opposed to random sampling strategy,
directly reaches the participants who are available at the time of data collection.
It is possible to get some biased results with the use of convenience sampling as
the researcher has the tendency to treat the data as a precise depiction of the
population, even though the data is not representing the entire population. In this
current study, gender inequality was one of the results of the convenience
sampling method. Out of 657 participants in this study 486 (% 74) were female
and 171 (% 26) were male. This rate was majorly originated from the participants
in Faculty of Education. Because, more than half of the participants in this study
(n =358, % 54.5) were from Faculty of Education and the male-female rate was
% 22- % 78. Therefore, more male students could have been included in the
study in order to have a better generalization of the findings to whole freshman
students. Thus, studies used convenience sampling should be replicated with a
number of similar samples to decrease the likelihood that the findings were one-

time occurrence (Fraenkel, Wallen, & Hyun, 2012).

Second, the collected data rely on the self- report of participants. Although it was
important to give an opportunity for all participants to express their feelings and
thoughts through questionnaires, there was no way to control the validity of their
answers by a survey research. The researcher and the person who collected the
data stated the importance of giving sincere answers for each questions before
starting to collect the data.
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Third, data collection process is one of the most important phase during a study.
Even though, the researcher tried to attend most of the classrooms in order to
collect data, there were four classes that the researcher could not be present at
the time of data collection. The survey applications were administered with only
the help of the lecturer or professor of the class. Researcher took all necessary
precautions to ensure that data collection procedure was applied in a standard
manner. For example, the nature and the rationale of the present study was
introduced to the lecturer or the professor of the class who applied the
questionnaires. In addition, they were also explained that participation to this
research is voluntary. In each survey set, researcher also provided information
to students regarding the study and voluntary participation. Despite these
precautions, there is a possibility that in some survey applications, participants
might have not receieved the detailed oral instructions by the instructor regarding
the study.

Finally, there were some sensitive questions in the questionnaires related to

one’s sexual life or emotional life which participants may not want to disclose

themselves freely due to privacy issues or social desirability.
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CHAPTER IV

RESULTS

This chapter includes the results of the analyses in the current study. First, the
findings of the preliminary analyses will be reported. Preliminary analyses such
as screening the data in terms of missing data, outliers and tests of required
assumptions (normality, multicollinearity will be included). Second, descriptive
statistics for each variable, including frequencies, means and standard deviations
will be presented. Finally, findings of the proposed structural model will be

presented along with the results of the hypothesis of the study.

4.1. Preliminary Analysis

Before running Structural Equation Modeling (SEM) analyses, data was
screened whether there was any missing value, misentry or extreme cases.
Frequency tables were examined and unusual data entry for each case was
checked and any identified mistake was corrected by the researcher.
Assumptions of this statistical method (i.e., normality, linearity, outliers) were

also examined.
4.1.1. Missing Data
The presence of missing data can occur for several reasons such as absence on

the day of data collection, failure to answer certain items related to sensitive

issues, equipment failure or attrition of subjects that are usually beyond the
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researcher’s control (Byrne, 2010). Kline (2011) discusses various forms in
dealing with missing data. First one is available case methods which analyze
data through deletion of cases either list wise or pairwise which were not
completed. The second form is single-imputation methods that allow replacing
each missing case with a single-calculated score. Third form of analyzing
missing data is model based imputation methods that provide more than one
estimated score for each missing observation with multiple imputations. This
form has greater advantages over single-imputation methods. The fourth form of
dealing with missing data does not delete cases or impute missing observations.
Instead, parameter estimates and their standard errors are calculated directly

from original data without deletion or imputation of missing values.

Although there are no clear guidelines when analyzing the missing data, usually
data set get included into analysis if the missing data is not over 5 % of the whole
data (Tabachnick & Fidell, 2007). Therefore, in this present study, cases which
have missing values more than % 5 (n = 47) were excluded; in other words, list
wise deletion was subjected as the first step from the analysis due to non-
ignorable number of missing values. After the list wise deletion, sample size
counted up to 657 (571 females and 206 males) with a mean age of 18.67 (SD =
44). As suggested by Kline (2011) mean value substitution was done as the last
step in dealing with the missing values for the observations which had missing
data lower than % 5.

4.1.2. Outliers

Outliers refers to the values that are extreme and could possibly influence the
mean, standard deviation and correlational values (Schumacker & Lomax,
2004). Univariate outliers represent the unusual scores on a single case in data,
while the multivariate outliers represent the cases which have an unusual
combination of scores on more than one variable. Univariate outlier scores were

examined through standardized (z) scores. The cases with z scores lower than -
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3.29 and higher than +3.29 could be labeled as outliers (Tabachnick & Fidell,
2007). Univariate outlier analysis resulted that there were not more than seven
outliers in each scales. According to Tabachnick and Fidell (2007) it is possible
to observe a few scores exceeding the -3.29 and +3.29 especially when the
sample size of the study is large. Since the sample size of this current study is
considerably large, it was decided to keep these outliers in the analysis. On the
other hand, multivariate outliers were investigated through Mahalonobis
Distance (MD) values for each cases. There were 15 cases which had
Mahalonobis Distance greater than critical value. The analysis were run after
removing these cases to understand whether these cases had a significant
influence on the results of the structural model. The analysis results indicated
that there was not a considerable change compared to previous results. Therefore
the cases which had greater Mahalonobis Distance value were decided to be
retained in the data.

4.1.3. Normality

Moreover, the data was screened and checked in order to examine whether it was
normally distributed or not for each variables. The skewness and kurtosis values
were checked via SPSS20 program. The skewness is described as the measure
of the symmetry of the distribution. According to the results, all variables in this
study were found approximately skewed as the skewness score were between -1
and +1. Kurtosis on the other hand, refers to peakedness or flatness of the
distribution. The kurtosis scores were in between acceptable values as they were
between -3.0 to + 3.0 (Tabachnick & Fidell, 2007). Skewness and kurtosis values
(see Table 4.1) and histograms for each variable were presented below.
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Table 4.1

Normality Test Results for all Variables

n Mean Median S.D Skewness Kurtosis

University Adjustment 657 209.40 209.00 32.62 -.34 .28
Psychological Inflexibility 657 24.07 24.00 9.22 34 -.46
Ruminative Thinking 657 99.28 101.00 22.07 -54 .09
Worry 657 48.28 48.00 12.86 .06 -.49
Self-Compassion 657 8146 8100 16.98 -14 .08
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Figure 4.1. Normality Histogram for University Adjustment
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4.2. Descriptive Analysis

The summary of the descriptive statistics (means, standard deviations, minimum
and maximum values and variance) for university adjustment as measured by
ULS, for self-compassion which was measured by Self- Compassion Scale
(SCS), psychological inflexibility which was measured by Acceptance and
Action Questionnaire- 11 (AAQ-II), ruminative thinking which was measured by
Ruminative Thought Style Questionnaire (RTSQ) and worry which was
measured by Penn State Worry Questionnaire (PSWQ) were presented in Table
4.2.

Table 4.2.
Descriptive Statistics for Variables

n Min. Max. M SD
University Adjustment 657  90.00 281.00 209.40  32.63

Psychological Inflexibility 657 7.00 49.00 24.07 9.22

Ruminative Thinking 657  20.00 205.00 99.29 21.98
Worry 657  16.00 80.00 48.28 12.87
Self-Compassion 657  30.00 81.46 81.46 16.98

Before testing the model, bivariate correlations among study variables were
tested. To evaluate the correlations, the cutoff point as +/- .10 is considered
small, +/- .30 is considered medium, and +/- .50 is considered large correlation
(Field, 2009). Correlations among study variables are presented in Table 4.3.
The Pearson correlation coefficient between psychological inflexibility and self-
compassion was found to have a high correlation (-.61). The lowest correlation
was found between university adjustment and ruminative thinking (-.38). All the
correlations among study variables were found significant. That is, those who

reported high psychological inflexibility had mostly low self-compassion. On
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the other hand, the students who reported high ruminative thinking also reported

low in college adjustment but this relationship was not found to be strong.

Table 4.3.

Correlation between Variables
1 2 3 4 5

1. University Adjustment 1

2. Psychological

Inflexibility -.53* 1

3. Ruminative Thinking -.38* 53* 1

4. Worry -.44* .55* 59* 1

5. Self-Compassion 52* -.61* -.49* -.60* 1

*p < .01

As depicted in Table 4.3 while university adjustment has only positive strong
correlation with self-compassion, it has negative correlations with other

variables.

4.3. The Proposed Structural Equation Modeling (SEM)

Confirmatory SEM analysis, including all variables, was conducted by utilizing
AMOS 20 software, after deciding which items should be extracted, if any, from
each instrument as a result of CFA. The proposed model (See Figure 4.6) in
which, the students’ level of psychological inflexibility, level of self-
compassion, rumination and worry were placed as predictors of students’ level
of adjustment to college life. Initially the following fit indices were examined:
x2, CFl, NFI, TLI and RMSEA. In addition to the fit indices in the model,
parameter estimates were examined to explore the latent factors and manifest

variables. Finally, the squared multiple correlation coefficients (R?) were
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examined to understand the amount of variance explained for endogenous
variables which were university adjustment, self-compassion, ruminative
thinking, and worry in this current study. Psychological inflexibility is the only

exogenous variable in this current study.
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Figure 4.6. Proposed Structural Equation Model
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4.4. Confirmatory Structural Equation Modeling (SEM) Results

Model testing yielded following fit indices: ¥2 (2118.87, n = 657) = 2, 32 and
CFI = .91, TLI = .90, NFI = 85. Compared Fit Index (CFI) and Tucker-Lewis
Index (TLI) were greater than .90 and these values were the indicators of good
fit of the model (Bentler & Yuan, 1999). On the other hand, Normed- Fit Index
(NFI) value was found as .85 which was a mediocre fit. Additionally, Root Mean
Square of Approximation (RMSEA) was found .04 which was an evidence for a
good fit (MacCallum et al., 1996). The cut-offs for the presented fit indices in
this study were also given (see Table 4.4. based on the research (Hu & Bentler,
1999; Kline, 2011; MacCallum et al., 1996). The model with parameter

estimates are also given in Figure 4.7.

Table 4. 4.

Model Fit Criterias in SEM Analysis

Fit Indices Good Fit Mediocre Fit
CMIN / df <3.00 <5.00
CFlI > .90 >.85
TLI > .90 > .85
NFI > .90 > .85
RMSEA <.04 <.08
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Figure 4.7. Structural Equation Model with Standardized Parameter Estimate
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4.5. Results of the Research Hypotheses

The proposed structural model was based on seven hypotheses. According to the
results of the model testing, while university adjustment was significantly
predicted by psychological inflexibility (5 = -.63) and by self-compassion (5 =
.13), it was not significantly predicted by ruminative thinking and worry with
the values respectively (# = .11) and (8 = .02). In addition, psychological
inflexibility was found to be a significant predictor of self-compassion (f =-.73),
ruminative thinking (# = .76) and finally worry (5 = .77). The results of the
hypotheses are displayed in the Table 4.5.

In this context, it is possible to say that the freshman students who have high
psychological inflexibility or in other words, students with high psychological
rigidity have difficulties in university adjustment process. Moreover, high self-
compassion in freshman students predicts the greater adjustment to university
life in general. Psychological inflexibility was found to be negatively associated
with self-compassion and positively associated with ruminative thinking and
worry as it was hypothesized. These results explains that, while high
psychological inflexibility predicts the lower self-compassion, it also predicts
the greater ruminative thinking and worry in freshman university students. As
opposed to the original hypothesis, the results of the tested model indicated that
the university adjustment was not significantly predicted by ruminative thinking

and worry.
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Table 4.5.
Results of the Research Hypotheses (Standardized Regression Weights)

Hypothesis p Result

H1  Psychological inflexibility negatively predicts self- -.73* Accepted

compassion.
H2  Psychological inflexibility negatively predicts -.63* Accepted
university adjustment.
H3  Psychological inflexibility positively predicts .716*  Accepted
rumination.
H4  Psychological inflexibility positively predicts 77*  Accepted
WOITY.
H5  Self-compassion positively predicts university 12**  Accepted
adjustment.
H6  Rumination negatively predicts university 11 Rejected
adjustment
H7  Worry negatively predicts university adjustment. .02  Rejected
*p <.01
**p <.05

Following the results of the research hypotheses, finally amount of variance for
each endogenous variables explained by the model was checked by examining
squared multiple correlation coefficient (R?) of the variables in the model (see
Table 4.6). Proportions of the variance explained by the model were as follows:
% 60 variance was explained by worry, % 59 variance explained by rumination,
% 54 variance explained by total self-compassion, % 41 variance explained by

total university adjustment.
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Table 4.6.
R? for Endogenous Variables (n = 657)

Variables Estimate
Worry .60
Rumination .58
Total self- compassion 54
Total university adjustment 41

4.6. Summary of the Results

In this study, the relationships among psychological inflexibility, ruminative
thinking, worry, self-compassion, and university adjustment were tested through
Structural Equation Modeling (SEM). Before running the analyses,
Confirmatory Factor Analysis (CFA) for each instrument was conducted and
outliers and basic assumptions (normality, linearity and homoscedasticity) were
checked. The proposed model was included seven basic hypotheses. While five

of these hypotheses were accepted, two hypotheses were rejected.

According to the results, psychologically inflexible students have difficulties in
adjusting the university life in general. Self-compassion positively predicts the
adjustment to university. That means students who have more self-
compassionate attitudes towards themselves have less difficulty in a new
challenging environment like university life. Moreover, results shows that
psychological inflexibility is negatively associated with self-compassion and it
is positively associated with ruminative thinking and worry. These results
explains that, psychologically inflexible students have hard times to act
compassionately towards themselves and they also tend to ruminate and worry
during their first year in university. It was interesting to find that while

ruminative thinking was not negatively and significantly related to university
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adjustment, worry was found to be negatively associated with university
adjustment but this association was not significant. Finally, the model that was

proposed initially was found to be good fit with overall good model fit indices.

100



CHAPTER YV

DISCUSSION

This chapter consists of three sections. The first section will discuss the results
of the study considering the relevant review of the literature. The second section
will include implications of the findings relevant to practice. Finally, the third

section will focus on the recommendations for the future research.

5.1. Overview of the Hypotheses

The first hypothesis of the study, psychological inflexibility will have a negative
association with self-compassion, was accepted (8 = -.73). The second
hypothesis, psychological inflexibility will have a negative association with
university adjustment, was accepted (5 =-.63). The third hypothesis of the study
which states that psychological inflexibility will have a positive association with
ruminative thinking, was accepted (5 = .76). The fourth hypothesis of the study
which states that psychological inflexibility will have a positive association with
worry, was accepted (8 = .77). The fifth hypothesis of the study, self-compassion
will have a positive association with university adjustment, was also accepted,
(6 = .12). On the other hand, the sixth hypothesis of the study which states that
ruminative thinking will have a negative association with university adjustment,
was rejected, (5 =.11). Finally, the seventh hypothesis of the study which states
that worry will have a negative association with university adjustment was also

rejected, (5 =.02). The results of each hypothesis will be discussed below.
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5.2. Discussion of the Results

This study investigated the relationships among psychological inflexibility,
ruminative thinking, level of worry, and self- compassion in relation to
university adjustment level within an interactional model in freshman students.
The results of the current study confirmed that psychological inflexibility and
self-compassion significantly predict the university adjustment as it was
expected. However, ruminative thinking and worry did not significantly predict
the university adjustment. Finally, psychological inflexibility was found to be
the significant predictor for self-compassion, ruminative thinking and worry in

the structural equation model.

According to the results of the model testing, psychological inflexibility which
was measured by Acceptance and Action Questionnaire- 11 (AAQ-I1) found as a
significant predictor of university adjustment which was measured by University
Life Scale (ULS). High scores in AAQ-Il were the indicator of more
psychological inflexibility or in another words lower scores was the indicator of
more psychological flexibility. Psychological flexibility was defined as “process
of contacting the present moment and the thoughts and feelings it contains,
without needless defense, fully as a conscious human being and, depending on
what the situation affords, persisting or changing behavior in the service of
chosen values” (Gloster, Klotsche, Chaker, Hummel, & Hoyer, 2011, p. 1).
Thus, the present study findings indicated that college students who had greater
level of psychological inflexibility also had experienced adjustment difficulties
in college. This finding is parallel to Masuda and Tully’s (2011) study which
emphasized the importance of psychological flexibility and its protective role on
all forms of psychological distress. More specifically, psychological flexibility
was found as a common protective factor in the development of different
psychological problems for university students including, depression, anxiety,

substance use problems, adjustment to traumatic experiences, school
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performance and burn out (Biglan, Hayes, & Pistorello, 2008; Michael E. Levin
etal., 2014).

In this present study, psychological inflexibility was found to be negatively
associated with self- compassion. In other words, the students who have high
psychological flexibility are more compassionate to themselves. This was an
expected finding, since constructs of self-compassion and psychological
flexibility share many common sub constructs or techniques such as the present
moment awareness which is also called mindfulness. As stated by Germer
(2009), one can become more self-compassionate by being kind towards
himself/herself, listening to his/her body that is more like observing the body,
bringing difficult emotions or in other words letting the suffering be. In this
regard, in the present study, the students with high psychological flexibility
would have better capacity to have present moment awareness and therefore they
would have more self-compassion. A recent study conducted by Yadavaia,
Hayes, and Vilardaga (2014) with 73 undergraduate students aimed to
investigate the efficacy of ACT approach on self-compassion. As a result of six-
hour ACT based workshops, ACT was found to be effective in self-compassion,
psychological distress, and anxiety. According to another recent supporting
study that was conducted with 144 undergraduate students, self-compassion was
found to be significantly correlated with psychological flexibility processes
(Marshall& Brockman, 2016).

The findings indicated that the self- compassion was another variable that was a
significant predictor of the university adjustment. As it was hypothesized, more
self- compassionate students (mindful, conscious of common humanity and self-
kind) expressed less difficulty to adjust university life. University environment
might become very challenging and, may create a lot of stress for the freshman
students, self- compassionate behaviors may help them to overcome these

challenges and difficulties.
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According to the model test it was hypothesized that college students who are
self-compassionate (mindful, conscious of common humanity and self-kind)
expressed less difficulty to adjust university life. University environment might
become very challenging and, may create a lot of stress for the freshman
students, thus self- compassionate behaviors may help them to overcome these
challenges and difficulties. In other words, when freshmen students have the
knowledge of common-humanity, negatively experienced life events could

become more tolerable and adjustment difficulties could become more bearable.

In line with the findings of the present study, Terry et al. (2013), in a study
conducted with 119 undergraduate students, found that self- compassion is
associated with lower depression, less homesickness, and higher satisfaction
with the decision to attend the university. Students who score high in self-
compassion presumably exercise some forms of self-compassion on a regular
basis, thereby reducing the emotional impact of both small and large events as

they emerge.

Hall et al. (2013) also investigated the role of self-compassion on physical and
psychological well-being with 182 college students. The findings supported the
relationship between self-compassion and both physical and psychological well-

being.

Finally, the relationship between self-compassion and adaptive psychological
functioning was investigated in a laboratory setting in two different studies by
Neff, Rude, and Kirkpatrick (2007). Since, self-compassion enhances well-being
due to helping people to feel cared for, connected, and calm (Gilbert, 2005).

When first-year students start university life, they face with many challenges
related to academic, social, emotional, and environmental issues which
eventually creates anxiety and other psychological problems (Upcraft et al.,

2005). As Neff et al., (2007) indicated self-compassion is a strong protective
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factor against self-evaluative anxiety when considering the personal weaknesses,

and increases in self-compassion were found to be linked to better mental health.

Based on the findings of the current study and the literature, it could be
concluded that, if college students can have an open- minded attitude when
observing their emotions and thoughts during the difficult times with
mindfulness, they can contact the present moment without fusing them. Further,
with self-kindness attitude, students can contact themselves in a compassionate
manner. Finally, with this mindful, kind and compassionate manner students can
tolerate failures and more specifically, difficulties they face during the first

months in college.

Another hypothesis of the study was the positive association between
psychological inflexibility, ruminative thinking and worry. According to the
results, as it is hypothesized, psychological inflexibility was positively and
significantly predicted ruminative thinking and worry. These results are in line
with previous studies supporting that psychological inflexibility which is the
central concept of ACT, is associated with psychological distress such as
depression, anxiety (Fledderus et al., 2012; Forman et al., 2007).

ACT posits that psychological problems stem from experiential avoidance that
is taking our thoughts literally (Hayes, Strosahl & Wilson, 2011). In fact, the
core understanding of ACT originally comes from Relational Frame Theory
(RFT). According to RFT, individuals are over—identified, or fused with their
thoughts and emotions. They even experience them as real objects of the physical
world. The fusion of thoughts is described as the dark side of the language. Thus,
human language may lead individuals to many psychological problems. As a
result of fusion, individuals experience the world indirectly (T6rneke, 2010). For
instance, fear of tomorrow that is called worry or regrets of the past that is called
rumination may cause a lot of unbearable problems instead of being in the

present. Thus, the results of this current study also clarifies that psychologically
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inflexible students most likely tend to fuse with their thoughts and emotions and

either stuck with them in thee pas tor in the future.

Similar to the results of the present study, Levin et al. (2012) conducted a study
that can be considered as supporting the findings of this present research. They
aimed to explore the relationship between alcohol use problems and the
experiential avoidance strategies of first year university students. In this regard,
both ruminative thinking and worry can be the experiential avoidance behaviors
for the first year students in the sense that rumination and worry do not serve
students towards their values that they are willing to commit actions.

In the current study it was interesting to find that, ruminative thinking and worry
were two variables which were not significant predictors of university
adjustment. These findings were contrary to the existing literature and
hypotheses of the present study. Rumination and worry are two constructs found
to be strongly linked to depression and anxiety (Davey & Wells, 2006). Even
though the existing literature supports that rumination and worry are related to
psychological distress and less life satisfaction (Paolini et al., 2006; Segerstrom
et al., 2000), the roles of ruminative thinking and worry on college adjustment
has not been studied yet. According to De-Chen’s (2009) study, rumination was
found to be one of the main factor influencing the first-year university students’
level of depressive symptoms. It is quite possible that students who ruminate on

negative experience of failure will be susceptible to depression.

The explanation of this contradictory result in this present study might be
understood if the functions of rumination and worry can be clarified. Rumination
and worry were described by several different models and approaches as it was
stated earlier in the literature. Several theories indicate that rumination is a
misguided emotion regulation strategy. More specifically, individuals who
ruminate believe that rumination will help them to solve their problems, analyze

the discrepancies between current status, help in goal attainment, or process
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information related to stressful event (Papageorgiu & Wells, 2001a, b; as cited
in Smith & Alloy, 2009). Garnefski, Kraaij, & Spinhoven (2001) described
rumination as a type of cognitive emotion regulation such as acceptance and
appraisal. In this context, students who ruminate may reinterpret the situation
and respond more effectively to adjustment difficulties they experience.

Rumination which has several common points with the construct of worry is best
characterized as an avoidant coping strategy within the context of emotion
regulation and coping (Smith & Alloy, 2009). Avoidance of private internal
experiences- experiential avoidance- is detrimental as it leads individuals to
move away from valued living (Hayes et al., 2005). In this regard, rumination
and worry may function in the service of adjusting the university life in the short
run during the first semester. The explanation behind this results might be that
rumination and worry can be taken into consideration by college students as
experiential avoidance strategies in the short run, which help them to feel better.
However, ruminators or those students who worry too much in this case will not
do better in adjusting to college in the long run. Since the nature of college life
is full of stress, especially in the first semester of the college, ruminating and
worrying can foster the occurrence of adjustment difficulties along with other
mental health problems (Upcraft et al., 2005). Moreover, Flett, Madorsky,
Hewitt, and Heisel (2002) conducted a research with 65 undergraduate students
in order to investigate which dimensions of perfectionism are associated with
rumination and experience of cognitive intrusions in response to stressful life
events. The results indicated that ruminative thinking is associated with

psychological distress in college students.

Even though there is a close association between rumination and mood disorders
(Nolen- Hoeksema, 1991), it is still a contradictive issue whether rumination is
a coping strategy to deal with problems in goal attainment process or it is a factor
that increases the risk of depression. Thus, rumination has also been

conceptualized as an attempt for problem solving and a self-regulatory strategy
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in analyzing the unattained goals (Martin & Tesser, 1996). In addition, when
rumination is considered as a multidimensional construct, it is possible to notice
that some sub-dimensions of the rumination may reveal functional results.
Reflection as a subdimension of rumination may provide help individiuals to
solve problems (Joorman, Dkane & Gotlib, 2006). In parallel with these research
and explanations, ruminative thinking and worry may serve as an adaptive and

problem solving strategy or response in the process of college adjustment.

Finally, the contradictory result for this specific hypothesis might emerge due to
interaction effect of the variables in the structural model. Therefore, future
research might illuminate this obscure area between the relationship of
rumination, worry and university adjustment. For the overall model fit, the
results of the study showed that the hypothesized structural model was supported
with the data with good model fit values.

5.3. Implications for the Practice

Attending a university becomes one of the “musts in life”” almost for all high
school graduates more than ever. Considering the fact that the process of
becoming a university student requires mostly a lot of difficulties and stress, the
newcomers to university face with loads of new challenges after all sacrifices
they made in order to become a part of university life. Making the transition from
high school to university is a challenging process. Administrators, faculty,
college counseling centers, parents, and even senior students have the
responsibility to support the freshman students during this challenging period
(Sun-Selisik, 2009).

The primary objective of this present study was to emphasize the importance of
first-year college experience and the adjustment difficulties that freshman
students face. In this regard, this study investigated the roles of psychological

inflexibility, self-compassion, rumination, and worry in relation to university
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adjustment in a structural model. According to the results of this current study
several implications might be proposed for college counseling centers and

administratives, faculty members, families, and finally for students.

One of the major findings of the present study revealed that both psychological
flexibility and self-compassion were found to be the major indicators of college
adjustment. Therefore, it might be important for college administratives, faculty,
and families to take into account supporting the students with self-compassion
and psychological flexibility skills training including but not limited to
mindfulness skills, values clarification, and acceptance skills. Gilbert (2014)
emphasizes the importance of learning how to cultivate compassion skills which
will eventually improve not only students’ well-being but also the way that they
relate with others. Moreover, compassion and kindness which are very similar
and usually overlapping concepts encompass a variety of sentiments such as
sympathy, generosity, humanity, altruism, benevolence, and open heartedness
(Gilbert, 2014). Thus, especially freshman students who experience some
adjustment related problems may benefit from these compassion skills training
programs.

The results of this current study revealed the importance of mindfulness and
acceptance-based programs in higher education settings and specifically with
students who struggle with some adjustment problems. Mindfulness and
acceptance programs in college students matter due to several reasons. First of
all, what acceptance and mindfulness programs offer is the chance of a
transdiagnostic approach that can develop resilience skills that are applicable to
the prevention of a wide range of problems and difficulties college students’
experience. Second, mindfulness and acceptance work, especially for college
campus settings, is flexible. Working in acceptance and mindfulness can be done
individually or in groups; in classes or in therapy; over the internet or in person;
via peer support or professional intervention. Third, the university staff can also

benefit from these programs such as conducting Mindfulness-Based Stress
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Reduction (MBSR) (Kabat-Zinn, 1990). The final reason to think acceptance and
mindfulness work as particularly relevant and is needed on college campuses
now, is that the world has changed rapidly. The increased use of technology such
as computers and internet, smart phones, virtual reality technology and many
more (Hayes, Pistorello, & Levin, 2013).

Moreover, students who suffer from various psychological problems can learn
psychological flexibility skills through six core processes namely: be here and
now, know what matters, do what it takes, obtain flexible perspective taking,
watch your thinking, and finally open up for your experiences. Learning and
applying these processes is called hexadancing (Harris, 2010). In this regard,
consistent with the Harris’s (2010) approach, learning six core psychological
flexibility processes may be preventive for college students who experience
various difficulties including adjustment difficulties.

For instance, it is also quite common in Turkey that college students experience
over identification with cultural expectations around success and they cannot
decenter themselves from the current adjustment problems (Renner & Foley,
2013). Considering also the fact that many college students enter the university,
after a big struggle for long period of time, ACT- based approaches that also
includes compassion and mindfulness skills seem fitting to the college context.
Therefore, college students with adjustment issues might benefit from learning

psychological flexibility skills through six core processes on hexagon.

Traditionally, college counseling centers (CCC) provide various mental health
support for college students via individual and group therapy. Groups are very
effective in providing therapeutic support for individuals with the sense of
universality (Yalom, 2005). ACT has shown efficacy as a short-term group
intervention for various problems (Zettle & Rains, 1989; Bach & Hayes, 2002).
Thus, group interventions might be effective with the college students who
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experience adjustment or related problems. The pro-side of applying ACT-based

intervention is that it is flexible in conduct.

Additionally, ACT based treatments can be applied on-line on campuses via
some structured web-based manuals which will make easier to reach more
students. ACT work reduce psychological distress and promote important
elements of psychological flexibility such as living a valued life, being in the
present with an accepting attitude (Pistorello, 2013). Miselli, Prevedini, Pozzi,
and McNally (2013) used podcasts to help college students who struggle with
various problems. As a result of this study in which mindfulness and acceptance
based content was delivered via podcasts, majority of students reported that the
themes were relevant to them and claimed that they were helped. Similarly, web-
based interventions of acceptance and mindfulness might be delivered also for
students who struggle with various problems.

5.4. Implications and Recommendations for the Future Research

In this present study, psychological flexibility as the core concept of ACT,
ruminative thinking worry, and self-compassion were investigated in relation to
college adjustment in an interactional structural equation model. Results shown
that psychological flexibility and self-compassion played fundamental roles in
relation to college adjustment. On the other hand, ruminative thinking and worry

did not seem to be major significant predictors of college adjustment.

Existing literature demonstrated that most of the studies used college adjustment
as the outcome variable (Orbay, 2009; Sun-Selisik, 2009; Yalim, 2007). It is
suggested that future research can expand this present study by using other
outcome variables such as general mental health or adjustment can be used as

the predictor variable.
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According to Neff et al., (2007), self-compassionate people are less likely to
ruminate on their negative thoughts and emotions or to suppress them. Thus, in
the future studies, it might be possible to investigate the mediating effect of self-
compassion in the relationship between rumination and college adjustment. This
is one of the inferences that might be studied in the future, out of this
interactional model test. Therefore, these studies will be able give us the direct,
indirect effects of each variables in different model tests. Furthermore, rather
than college adjustment in general, in future studies the model might be tested
specifically with other sub-dimensions such as academic, emotional, personal,
social adjustment in order to have clearer and specific understanding of

adjustment problems of the students.

Moreover, in this current study self-compassion and college adjustment scores
were obtained as total scores. However, both self-compassion scale and
university life scale have sub-scales and were investigated in different studies. It
might be meaningful to test the model in the future by using sub-dimensions of

self-compassion scale and university life scale.

Finally, this present study used correlational analysis. It is not possible to give
absolute information about causality with correlational analysis. Therefore,
longitudinal studies can be conducted in the future in order to understand the
causal relationships between the variables of this current study.
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Appendix C: Scale Permission ULS

Sep 29
Yasin Aydin <yasnaydin@gmail.com>

to mine.aladag

Merhaba hocam

Tarafinizca gelistirilen "Universite Yasami1 Ol¢egi" nin doktora tez calismamin
bir parcasi olarak izninizle kullanmak istiyorum. Calismami, Universite 1. simf
Ogrencilerinin uyum siirecinde yasadiklar stres ile 6z-duyarlilik ve psikolojik
esnekligin roliinii anlamak iizerine planlamaktayim.

Saygilarimla
Sep 30

mine aladag <mine.aladag@ege.edu.tr>
to me

Translate message
Turn off for: Turkish

YASINCIM,
OLCEK VE PUANLAMASI EKTE

SEVGILER

Kimden: "Yasin Aydin" <yasnaydin@gmail.com>

Kime: "mine aladag" <mine.aladag@ege.edu.tr>
Gonderilenler: 29 Eyllul Pazartesi 2014 18:40:55
Konu: Universite Yasami Olcegi- Y.AYDIN

Yrd. Dog. Dr. Mine ALADAG

Ege Universitesi, Egitim Fakiiltesi

Egitim Bilimleri Boliimii

Rehberlik ve Psikolojik Danigmanlik Anabilim Dali
35100 Bornova, Izmir
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Appendix D: Scale Permission AAQ-I1

. . . . Nov 10
Yasin Aydin <yasnaydin@gmail.com>

to Seving

Merhaba Seving Hanim,
Adim Yasin AYDIN. ODTU PDR de doktora tez caligmamin bir parcasi olarak, sizin
Turkgeye uyarladiginiz Acceptance and Action Questionnaire -1l (Kabul ve Eylem

Formu- 1l) izninizle kullanmak istiyorum.

Galismam Universite birinci sinif 6grencilerinin uyum stireglerinde 6z-duyarlilik ve
psikolojik esnekligin rolindn nitel ve nicel verilerle arastiriimasi Gzerine olacaktir.
Saygilarimla,
Yasin AYDIN

. . . Nov 10 (10 days ago)
Sevin¢ Ulusoy <sevinc_ulusoy@icloud.com>

to me
Seving Ulusoy <sevinc_ulusoy@icloud.com>

Yasin Aydin <yasnaydin@gmail.com>
Mon, Nov 10, 2014 at 7:38 PM

Re: AAQ-II kullanim izni

Translate message

Turn off for: Turkish

Yasin Bey Merhabalar,

Kabul ve Eylem Formu-II yi kullanmanizda bir sakinca yoktur.
Arastirmanizda kolayliklar dilerim.

Saygilarimla,

Dr. Seving Ulusoy

Elazig Ruh Sagligi ve Hastaliklari Hastanesi

Psikiyatri

sevinc_ulusoy@yahoo.com
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Appendix E: Scale Permission RTSQ

. . . . Nov 17
Yasin Aydin <yasnaydin@gmail.com>

to htkaratepe

Merhaba Hasan Hocam,

Universite dgrencilerinin uyum siireglerinde psikolojik esneklik ve ruminasyon
un rolii lizerinde yaptigim arastirmamda, tarafinizca Tiirkge ye uyarlanan
"Ruminative Thought Style Scale™ i izninizle kullanmak istiyorum.
Tesekkiir ederim.

Ogr.Gor. Yasin AYDIN

A.1B.U Egitim Fakiiltesi

Egitim Bilimleri Bolimii

Rehberlik ve Psikolojik Danigmanlik ABD /226

Golkoy Kampiisii 14280 BOLU

Tel : (374) 254 10 00 / 1657

Fax: (374) 253 46 41

Nov 17
Hasan

to me
Hasan <htkaratepe@yahoo.com>

Yasin Aydin <yasnaydin@gmail.com>
Mon, Nov 17, 2014 at 10:08 PM

Re: Ruminative Thought Style Scale - izin

Translate message

Turn off for: Turkish

Merhabalar Yasin Bey,

Calismanizin sonuglarini merakla bekliyorum. Tabii ki kullanabilirsiniz. lyi

caligmalar

1Phone'umdan gonderildi
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Appendix F: Scale Permission PSWQ

Nov 17 (3 days ago
Yasin Aydin <yasnaydin@gmail.com> (3 days ago)

to esin.yilmaz

Merhaba Hocam

Adim Yasin AYDIN. Abant izzet Baysa Universitesi, Egitim Fakiiltesi, Psikolojik
Danigsmanlik Bélimiinde Ogretim Gérevlisiyim. Ayni zamanda ODTU de PDR de
doktora yapiyorum. Doktora tezimle ilgili arastirma yaparken Penn State Worry
Questionnaire ' in Tlrkge ye uyarlanmasi gegerlik ve glvenirlik galismasi tarafinizca
yapildigini gérdiim. izninizle 6élgegi doktora tez galismamda kullanmak istiyorum.
Saygilarimla

Ogr.Gor. Yasin AYDIN

A.LLB.U Egitim Fakiiltesi

Egitim Bilimleri Bolimii

Rehberlik ve Psikolojik Danigmanlik ABD /226

Golkoy Kampiisii 14280 BOLU

. Nov 17
esin.yilmaz@deu.edu.tr

to me
esin.yilmaz@deu.edu.tr

Yasin Aydin <yasnaydin@gmail.com>
Mon, Nov 17, 2014 at 7:48 PM

Re: Penn State Worry Questionnaire- izin

Yasin bey merhaba,

Oncelikle nazik tarziniz ve dlgege olan ilginiz igin tesekkiir ediyorum.
PSWQ'yu elbette kullanabilirsiniz. Cok iyi psikometrik 6zelliklere sahip
olan bir 6l¢ek. Ekte 6lgegi ve makalesini de yolluyorum.

Sormak istediginiz bir sey olursa her zaman yazabilirsiniz. Tezinizde
kolayliklar,

Esin Yilmaz
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Appendix G: Scale Permission SCS

i . . . Sep 29
Yasin Aydin <yasnaydin@gmail.com>

to aakin

Merhaba Hocam,

Admm Yasin AYDIN. ODTU PDR de doktora tez ¢alismamin bir pargasi
olarak, Neff (2003b) tarafindan gelistirilen ve sizin Tiirk¢e' ye uyarladiginiz
"Self Compassion Scale" i izninizle kullanmak istiyorum.

Caligmam tiniversite birinci siif 6grencilerinin uyum siire¢lerinde 6z-sefkat in
rolii izerinde nitel ve nicel veriler {izerine olacaktir.

Saygilarimla,
Yasin AYDIN

Ahmet Akin <aakin@sakarya.edu.tr> Sep 29

to me Ahmet Akin <aakin@sakarya.edu.tr>

Yasin Aydin <yasnaydin@gmail.com>
Mon, Sep 29, 2014 at 1:22 PM
Re: Oz-sefkat Olgek izin

Translate message
Turn off for: Turkish
Bence 6z-duyarlik diyelim. igerik bu isim i¢in daha uygun. 6lcek ektedir, 1yi

calismalar.
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Appendix H: Demographic Information Form

(Katilimer Bilgi Formu)
1. Cinsiyetiniz:

] Kizd Erkek

2. Yasiniz:
3. Fakiilte ve Boliimiiniiz:

4. Abant Izzet Baysal Universitesi’ ne (AIBU) ilk kayit oldugunuz y11?
[1 2014 [ Diger................

5. Egitim 6gretim tiirliniiz:

[ I Ogretim (Giindiiz) [ 11. Ogretim (Gece)

6. Hangi sehirden geliyorsunuz? ....................
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Appendix I: University Life Scale (ULS)

(Universite yasami dlgegi)

Asagida iiniversite yasantisiyla iligkili olabilecek duygu, diisiince ve beklentileri
ifade eden 48 climle bulunmaktadir. Her bir ifadeyi okuduktan sonra son birkag
giindiir yasadiklarinizi g6z 6niinde bulundurarak her ctimledeki ifadenin size ne
derece uygun oldugunu ciimlenin karsisinda verilen “Bana hi¢ uygun degil (1)”

- “Bana tamamen uygun (7)” seceneklerinden birini isaretleyerek belirtiniz.

Bana hic uygun degil
(7 ) Bana tamamen

@)
3)
(4)
(5)
(6)

1 | Universitedeki
topluluklara girmeye
¢ekinirim.

2 | Kendimi genellikle
gergin hissederim.

3 | Kendimi severim.

4 | Arkadaslarimla
yakinlagamam

5 | Derslerde islenen
konular1 anlamakta
zorluk ¢ekiyorum

6 | Kendimi yalniz
hissederim.

7 | Universite dgrencisi
olmaktan memnun
degilim.

8 | Olaylarin hep kot
gidecegini diisiiniirim
9 | Hayatimi istedigim gibi
yonlendiriri

10 | Cinsellik beni korkutur.
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11

Sinif i¢inde konugmaktan
cekinirim

12

Kaldigim yerdeki
kisilerle anlagirim

13

Kendimi bu Universitenin
kiltiirine uzak
hissediyorum.

14

Genellikle olaylar
karsisinda kendimi
suclarim.

15

Kararlarimin sonuglarina
katlanirim.

16 | Benimle kimsenin
cikmak istemeyecegini
diisiiniiyorum.

17 | Kaldigim yere uyum
saglayamadim.

21 | Ogretmenlerimle

ilskilerimden memnun
degilim.
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Appendix J: Acceptance and Action Questionnaire- 11 (AAQ-I1)
(Kabul ve Eylem Formu-2)

Asagida bir dizi ifade bulunmaktadir. Her bir ifadenin sizin i¢in ne kadar dogru
oldugunu yaninda yazan rakami yuvarlak i¢ine alarak belirtiniz. Se¢iminizi

yapmak i¢in asagidaki cetveli kullaniniz.

1 2 3 4 5 6 7

Higbir Cok Nadiren  Bazen  Siklikla Neredeyse Daima
zaman  nadiren dogru dogru dogru  herzaman  dogru
dogru dogru dogru

degil

1 | Gegmiste olan ac1 veren yasantilarim ve
hatiralarim, deger verdigim bir hayati1 yasamay1
zorlastiryor.

3 | Kaygilarimi ve hislerimi kontrol edememekten
endiselenirim.

4 | Act hatiralarim dolu dolu bir hayat yasamam
engelliyor.

6 | Insanlarin gogu hayatlarini benden daha iyi
idare ediyor gibi goriiniiyor
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Appendix K: Ruminative Thought Style Questionnaire (RTSQ)
(Ruminatif Diisiince Stili Olgegi)

Asagidaki ifadelerin sizi ne kadar tarif ettigini puanlayarak climlelerin
basindaki bosluga yaziniz.
1 2 3 4 5 6 7

(Hig) (cok iyi)

( )1. Zihnimin siirekli baz1 seyleri tekrar tekrar gdzden gegirdigini fark ederim.
( )2. Bir sorunum oldugunda bu durum uzun sure zihnimi kemirir.

( )3. Giin boyu baz1 diisiincelerin tekrar tekrar zihnime tsiistiigiini fark
ederim.

( )4. Bazi seyleri siirekli diistinmekten kendimi alamam.

( )5. Birileriyle kargilasma dncesinde olabilecek biitiin senaryolari ve
konusmalar1 zihnimde canlandiririm.

( )6. Onceden yasadigim hosuma giden olaylar1 hayalimde tekrar
canlandirmaya yatkinimdir.

( )7. Kendimi, giin icerisinde “Keske yapsaydim” dedigim seyleri hayal
ederken bulurum.

( )8. Kotii gectigini diislindiigiim bir goriisme sonrasinda, “keske soyle
davransaydim” dedigim farkli senaryolar hayal ederim.

( )9. Karmasik bir problemi ¢6zmeye ¢alisirken ¢6zlime ulagsmak yerine

problemin basina dondiigiimii fark ederim.
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Appendix L: Penn State Worry Questionnaire (PSWQ)
(Penn Eyalet Endise Olgegi)

Her bir ifadenin sizi ne 6lgiide tanimladigini, agagida verilen 6lgekten
yaralanarak degerlendiriniz ve uygun olan numaray1 ilgili maddenin yanindaki
bosluga yaziniz

1 2 3 4 5

Beni hi¢ tanimlamiyor  Beni biraz tanimliyor Beni ¢ok iyi tanimliyor

1. Her seyi yapmaya yeterli zamanim yoksa bunun i¢in endiselenmem.

2. Endigelerim beni bunaltir.

3. Yasamakta oldugum seyler hakkinda endiselenme egiliminde
degilimdir.

4. Birgok durum beni endiselendirir.

5. Yasamakta oldugum seyler hakkinda endiselenmemem gerektigini
biliyorum ama kendime engel olamiyorum.

6. Baski altinda oldugumda c¢ok endiselenirim.

7. Her zaman bir seyler hakkinda endiseleniyorum.

8. Endise verici diislinceleri aklimdan kolaylikla atarim.

9. Bir isi bitirir bitirmez, yapmak zorunda oldugum tiim diger seyler

hakkinda endiselenmeye baslarim.
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Appendix M: Self-Compassion Scale (SCS)

(Oz- duyarhlik lgegi)

Envanterdeki ifadeleri okuduktan sonra kendinizi degerlendiriniz ve sizin igin

en uygun se¢enegin karsisina garpi (X) isareti koyunuz.

(1) Hig bir zaman (2) Nadiren (3) Sik sik (4) Genellikle

(5) Her zaman

=
< ol €
=| O 2| 2| N
Z 2| & 3| 5
= °lT
1 | Bir yetersizlik hissettigimde, kendime bu
yetersizlik duygusunun insanlarin birgcogu
tarafindan paylasildigini hatirlatmaya ¢aligirim.
2 Kisiligimin begenmedigim yonlerine iliskin
anlayisli ve sabirli olmaya ¢aligirim.
3 Bir sey beni iizdiigiinde, duygularima kapilip
giderim
4 Hoslanmadigim yonlerimi fark ettigimde kendimi
suclarim
5 Benim i¢in 6nemli olan bir seyde basarisiz
oldugumda, kendimi bu basarisizlikta yalniz
hissederim.
6 Zor zamanlarimda ihtiya¢ duydugum 6zen ve
sefkati kendime gosteririm.
7 Gergekten gii¢ durumlarla karsilagtigimda kendime
kaba davranirim.
8 Basarisizliklarimi insanlik halinin bir parcasi
olarak gbrmeye ¢alisirim
9 Bir sey beni iizdiigiinde duygularim1 dengede
tutmaya ¢aligirim
10 | Kendimi kotii hissettigimde kotii olan her seye
kafami takar ve onunla meggul olurum.
11 | Yetersizliklerim hakkinda diislindiigiimde, bu
kendimi yalniz hissetmeme ve diinya ile baglantimi
koparmama neden olur.
14 | Kendimi kotii hissettigimde duygularima ilgi ve

aciklikla yaklagmaya caligirim.
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Appendix N: Curriculum Vitae (CV)

CURRICULUM VITAE

PERSONAL INFORMATION

Surname, Name: Aydin, Yasin
Nationality: Turkish (TC)

Date of Birth: 9 December 1980
Marital Status: Single

Phone: +90 507 864 8612

email: yasnaydin@gmail.com

EDUCATION
Degree Institution Year of
Graduation
MS SFASU, TX, US, Mental Health Counseling 2010
BA EGE University, Counseling 2007
High School Open High School 1999
WORK EXPERIENCE
Year Place Enroliment
2013- Present AIBU, Bolu, TR Lecturer

2010-2013 MEB, Bolu, TR

2009- 2010 Burke Psychiatric Emergency Serv
Center, TX, US

2008-2009 SFASU, Counseling Clinic, TX, US

2006-2007 C. Sociale Chronos, Turin, ITALY

2004-Present  EU Youth Programme
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School Counselor
Intern Therapist

Counselor in
Training
Volunteer work
with disabled
people.

Freelance trainer
within non-formal
education



FOREIGN LANGUAGES

Advanced English, Fluent Italian, Elementary Spanish

PUBLICATIONS / PRESENTATIONS

Kolski, T. D.,Jongsma, A. E. & Myer, R. A. (2015). Kriz danismas1 ve travmatik
olaylar tedavi planlayicist. [The crisis counseling an traumatic events planner]
(Aydin, Y. ve digerleri.; Cev.) (in press).

Harris, R. (2009). Kabul ve Kararlilik Terapisi. ACT’i kolay 6grenmek: Ilkeler
ve otesi i¢in hizli bir baslangi¢. [Act made simple] (Karadere, M. E, Ulusoy, S.,
Cankaya, B., Yerin-Giineri, O., ve Aydin, Y.; Cev.)

. Aydin, Y. (July, 2015). ACT, psychological flexibility, and college students:
Relevance across the World. Presented as one of the panelists in 13" ACBS
World Conference in Berlin, Germany.

. Aydin, Y., Muyan, M., Ak¢abozan, N. B., Aslan, S., & Engin- Demir, C.
(2013). Advising Relationship at a Turkish Public University: Satisfaction and
Perceived Support. Presented in International ECER Conference, 2013

Istanbul, Turkey.

HOBBIES

Basketball, travelling, singing, foreign languages

MEMBERSHIPS

Turkish Counseling and Guidance Association
TREX (Turkish Ex- European Voluntary Service Volunteers Association)-
Founder

Association for Contextual Behavioral Science (ACBS)

158



Appendix O : Tez Fotokopisi Izin Formu

ENSTITU

Fen Bilimleri Enstitiisti

Sosyal Bilimler Enstitiisii X

Uygulamali Matematik Enstitiisti

Enformatik Enstitiisi

Deniz Bilimleri Enstitisu

YAZARIN

Soyadi : AYDIN

Adi - YASIN

Bolimii : EGITIM BILIMLERI

TEZIN ADI (Ingilizce) : TESTING A MODEL OF PSYCHOLOGICAL
INFLEXIBILITY, RUMINATIVE THINKING, WORRY AND SELF-
COMPASSION IN RELATION TO COLLEGE ADJUSTMENT

TEZIN TURU: Yiiksek Lisans Doktora X

1. Tezimin tamamindan kaynak gosterilmek sartiyla fotokopialinabilir. |:|

2. Tezimin i¢indekiler sayfasi, 6zet, indeks sayfalarindan ve/veya bir I:I
boliimiinden kaynak gosterilmek sartiyla fotokopi alinabilir.

3. Tezimden bir (1) yil siireyle fotokopi alinamaz.

TEZIN KUTUPHANEYE TESLIM TARIHI:
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Appendix P: TURKISH SUMMARY

UNIVERSITEYE UYUMUN, PSIKOLOJIK KATILIK, RUMINATIF
DUSUNME, ENDISE VE OZDUYARLILIK iLE iLISKIiSi UZERINE
BiR MODEL TEST ETME CALISMASI

1. GIRIS

Universiteye baglamak lisedekinden oldukga farkli olan yeni bir yasam tarzi
sunmastyla birlikte, genc bir yetiskinin hayatindaki en anlamli olaylardan bir
tanesidir. Bu agidan bakildiginda {iniversiteye baglamak 6grenciler i¢in oldukga
stresli ve zor bir siire¢ olabilmektedir. Bu baglamda, “ilk yil iiniversite 6grencisi”
nin tam olarak nasil kavramsallagtirildigini anlamak 6nemlidir. Upcraft, Gardner
ve Barefoot (2005) ilk y1l iiniversite 6grencilerini tanimlarken onlar hakkinda,
orta smif, 18 yasinda, ailesinden ilk defa ayrilmig, dort yillik bir fakiiltede
okuyan ve gelencksel akademik basar1 standartlarii yakalamis kisiler
olduklarina dair bir takim mitler (yaygin inanislar) oldugunu belirlemislerdir. Bu
yaygin inaniglardan bazilariin hala gegerli oldugu bilinmektedir. Ancak, ilk y1l
tiniversite 6grencilerinin uyum siireglerini etkileyen kisisel ve ¢evresel faktorler

hakkinda artik daha ¢ok bilgi sahibiyiz (Upcraft ve ark., 2005).

Bu kisisel ve cevresel faktorlerin neler oldugunu belirleyebilmek icin gecis
kavramini tanimlamak oldukc¢a 6nemlidir. Yeni bir yasam asamasina gecmek
insanlarin  hayatlarinda uyum saglamalarini gerektiren yeni bilgiler ve
deneyimleri de beraberinde getirmektedir. Yasamdaki her gecis asamasinda
insanlar zor, hatta bazen de tehdit edici yasam gorevleri ile kars1 karsiya kalirlar
(Cantor, Noreem, Niedenthal, Langston ve Brower, 1987; Morton, Mergler ve
Boman, 2014) ve liseden {iniversiteye gecis de bunlardan bir tanesidir (Brooks

ve Dubois, 1995; Morton ve ark., 2014). Bu gecis, baz1 6grenciler i¢in sosyal ve
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entelektiiel bir macera olarak algilansa da, birgok 6grenci i¢in ayn1 deneyim
bunaltic1 ve ac1 veren bir yasanti olabilmektedir. Bundan dolay1, {iniversiteye
yeni gelen 6grenciler birgok zorlukla bas etmek durumunda kalmaktadirlar. Bu
zorluklar ev 6zlemi (Thurber ve Walton, 2012), lisedekinden daha zorlayici olan
akademik problemler (Johnston, 2010), uyku diizeni, yeme- i¢gme, giinliik
rutinler ve zaman yonetimi gibi degisen aliskanliklar (Halamandaris ve Power,
1999), yeni bir ¢evre ve arkadas ve iliskilerden kaynaklanan stres (Buote ve ark.,
2007; Clinciu, 2013; Sasaki ve Yamasaki, 2007) olarak ortaya ¢ikmaktadir.

Universite 6grencilerindeki psikolojik rahatsizliklar bircok ciddi saghk
sorunlarm da beraberinde getirmektedir. Universite yasaminda uyum temel bir
psikolojik problem alani olarak ele alindiginda literatiir, uyum giigliigliniin
beraberinde kaygi, stres, 0fke, depresyon ve diger ruh sagligi sorunlarint da
beraberinde getirdigini vurgulamaktadir (Clinciu, 2013). Ayrica, Tinto (1996),
uyum gii¢liigiiniin {iniversite 6grencilerinin okulu birakma nedenleri arasinda en
onemli etkenlerden biri oldugunu vurgulamaktadir. Daha da 6nemlisi depresif
belirtiler ve kaygi, geng yetiskinleri intihara kadar siiriikleyebilmektedir. Intihar
diisiinceleri genc yetiskinler arasinda onemli bir problemdir (Skala ve ark.,
2012). Intihar diisiincelerine kadar gidebilen bu bilissel diisinme stilleri veya
bilissel yapilar cogunlukla ruminatif (tekrarlayici) diistinme bi¢imi ve endise ile

aciklanmaktadir (Lamis ve Dvorak, 2014).

Ruminatif (tekrarlayici) diisiinme bi¢imi ile endise birbirlerine oldukca benzerlik
gosteren kavramlardir (Nolen-Hoeksema, 1998). Ancak, ruminatif diisiinme
“bireyin pasif olarak kendi duygu ve diisiincelerine, depresif diisiincelerine ve
bu diisiincelerin ¢ikarsamalarina dikkatini vermesi” (Nolen-Hoeksema, 1998, p.
239) olarak tanimlanirken, endise ise “Negatif duygu yliklii ve goreceli olarak
kontrol edilemeyen diisiince ve imgeler zinciri” olarak tarif edilmektedir
(Borkovec, Robinson, Pruzinsky ve Depree, 1983, p. 10). Calismalar ruminatif
diisiinme ve endisenin birbiriyle ¢ok yakin ancak farkli kavramlar oldugunu

gostermektedir (Fresco ve ark., 2002).
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Morrison ve O'Connor (2005), ruminatif diisiinme ve stresin iiniversite
ogrencilerindeki psikolojik problemlerin gii¢lii birer yordayicisi olduklarini
bulmuslardir. Paolini, Alejandro ve William (2006) endisenin, {iniversite
Ogrencilerinin yasam doyumlar: tizerindeki etkisini lisans 6grencileri lizerinde
arastirmistir. Arastirma sonuglara gore, endisesi yiiksek seviyedeki 6grencilerin,
endisesi diislik seviyede olan Ogrencilere gore iiniversite hayatindan daha az

doyum aldiklar1 gézlemlenmistir.

Universiteye yeni baslayan ogrencilerin  ne kadar 6nemli oldugu
diisiiniildiiglinde, bu ¢alismanin da kavramsal ¢ergevesini olusturan Kabul ve
Kararlilik Terapisi (KKT)’ nin temel kavrami olan psikolojik esnekligi
aciklamak onemlidir (Hayes, Strosahl & Wilson, 2005). Psikolojik esneklik,
bireyin degisen ortamlara nasil uyum sagligi, zihinsel yapilarini nasil yeniden
yapilandirdigi, nasil farkli bakis agilarina sahip oldugu ve hayatindaki istekler,
arzular ve gereklilikler arasinda nasil bir denge kurdugu ile ilgilidir. Bu
baglamda psikolojik olarak esnek olan birey kendi i¢sel deneyim ve siiregleri ile
cevresel baglam arasinda dengeli bir bag kurabilen kisidir (Kashdan &
Rottenberg, 2010). Bu baglamda KKT’ nin amaci da bireylerdeki psikolojik

esnekligi gelistirmektir.

Oz-duyarlilik kavrami da bu ¢alismanin temel degiskenlerinden birisidir ve
psikolojik esneklik ile bilingi farkindalik (mindfulness), kabul ve simdiki
zamana odaklanma noktalarinda kessimektedir. Oz- duyarlilik, temel olarak
bireyin basarisizlik, hayal kiriklig1 veya kendisi ile ilgili hosa gitmeyen seyler
deneyimlediginde kendisine sevecen ve anlayishh davranmasi olarak
tammlanmaktadir (Neff, 2011). Oz- duyarhilik ergenlerde iyi olusu olumlu
olarak yordarken, {iiniversiteye yeni baslayan ve uyum siirecinde olan
ogrencilerdeki stresi de olumsuz olarak yordamaktadir (Bluth & Blanton, 2015;

James, 2013).

162



Bu ¢aligmalar, liniversiteye uyum siirecinin, dahast, tiniversite 6grencilerinin ruh
sagliklarinin ne kadar 6nemli oldugunu gostermektedir. Bu baglamda {iniversite
psikolojik danisma merkezleri ¢esitli psikolojik sorunlar yasayan Ogrencilere
yardim sunmaktadirlar. Universite yasamma uyum sorunlari da bu yardim
konularindan biridir. Universiteye uyum alanindaki calismalarin  biiyiik
cogunlugu, sosyal ve akademik uyum siireclerine odaklanmis ve dolayisiyla
tiniversite psikolojik danisma merkezleri de geleneksel olarak, sosyal ve
akademik uyum problemleri ile ilgili semptomlar1 (belirtiler) belirleyip bunlari
azaltmak ya da yok etmek dogrultusunda hizmetler sunmuslardir (Krumrei-
Mancuso, Newton, Kim ve Wilcox, 2013; Lee, Olson, Locke, Michelson ve
Odes, 2009).

1.1. Arastirmanin Amaci

Universite uyum siireci ile ilgili Tiirkiye’de ve baska iilkelerde birgok ¢alisma
yapilmasina karsin, iiniversiteye ilk yil uyumu insan davranigini goreceli olarak
yeni bir yaklasgimla ele alan Kabul ve Kararlilik Terapisi yaklagimi
cercevesinden inceleyen ¢alisma yapilmamistir. Bu bakimdan bu aragtirmanin
amaci, KKT’nin ana kavrami olan psikolojik esneklik/katilik, 6zduyarlik,
ruminatif diistinme ve endisenin ilk yil liniversiteye uyumu iizerindeki rollerini

etkilesimli bir modelde test etmektir.

1.2.  Arastirma Sorusu ve Hipotezleri

Bu calismanin temel arastirma sorusu, “Universiteye yeni baslayan dgrencilerin
psikolojik katilik, ruminatif (tekrarlayici) diisiinme, endise ve 6zduyarhiliklar ile
tiniversiteye uyumlar1 arasindaki iliskilerin dogasi nedir?” olarak belirlenmistir.

Bu temel arastirma sorusu baglamindaki arastirma hipotezleri de sunlardir:

1. Psikolojik katilik 6zduyarlig1 yordayacaktir.
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Psikolojik katilik tiniversiteye uyumu yordayacaktir.

Psikolojik katilik ruminatif (tekrarlayici) diistinmeyi yordayacaktir.
Psikolojik katilik endiseyi yordayacaktir.

Ozduyarlik iiniversiteye uyumu yordayacaktir.

Ruminatif (tekrarlayici) diisiinme iiniversiteye uyumu yordayacaktir.

N o a b~ N

Endise tiniversiteye uyumu yordayacaktir.

1.3.  Arastirmanmn Onemi

Ogrenciler iiniversiteye geldiklerinde yeni bir yasam tarzina uyum saglamak ve
farkli zorluklarla bas etmek zorunda kalirlar. Bu sorunlar, akademik konulardan,
kisisel, duygusal ve sosyal konulara kadar farklilik gosterebilir (Baker ve Siryk,
1984). Bunlarin yani sira, iniversiteye yeni gelen ogrenciler ek olarak,
yabancilasma, diger psikolojik sikayetler, maddi ya da finansal sorunlar, dil ve
kiiltir ile ilgili farkli sorunlarla basa ¢ikmaya calisirlar (Murphy ve Archer,
1996).

[lk yi1l {iniversiteye uyum siireci, egitim siirecleri hakkinda politika belirleyiciler,
kaynak yaraticilar, akademisyenler, liniversite yoneticileri ve tabiki aileler i¢in
oldukga yiiksek bir dncelik arz etmektedir (Upcraft ve ark., 2005). Universite
sayilar1 ve dolasiyla 6grenci sayilarinin da gittikce arttigi diisiiniildiiglinde,
ogrencilerin ilk y1l iiniversiteye uyum siirecinin kapsamli bir sekilde incelenmesi
ve anlasilmasina ihtiyag vardir. Bu ihtiyag Tiirkiye’de acil bir sekilde
giderilmelidir. Ozellikle son 10 yilda Tiirkiye’de kurulan ve egitime baslayan
tiniversitelerin sayisinin 100°den daha fazla oldugu ve Tiirkiye’de halen
yiiksekdgretime devam eden dgrencilerin sayismin 6.062.886 oldugu (YOK,
2016) diisiiniildiiglinde bu ihtiyacin 6nemi ortaya ¢ikmaktadir. Bu ¢aligmanin bir
diger 6nemi de iiniversite 6grencilerinin okulu birakma oranmin ilk yilda en
yiiksek seviyede oldugunun tespit edilmesidir. Ayrica, akademik basarisizlik

tiniversitenin ilk yilinda yasanan tek sorun da degildir (Rausch ve Hamilton,
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2006); tniversite Ogrencilerinin 50% si farkli formlarda tanilanabilen bir

psikiyatrik bozukluga sahiptirler (Blanco ve ark., 2008).

Universiteye uyum sorunu bir¢ok arastirmada incelenmis ve bu alana degerli
katkilarda bulunulmus olmasina karsin, {iniversiteye uyum ii¢lincii dalga terapi
yaklasimlar1 penceresinden ele alinmamistir. Bu bakimdan bu ¢alisma 6zellikle
Tiirkiye’de Kabul ve Kararlilik Terapisi (KKT) nin temel unsuru olan psikolojik
esneklik/katilik kavraminin, ruminatif diisiinme, endise ve 6zduyarlik ile birlikte
tiniversiteye uyum iizerindeki roliinii bir model {izerinde test etme agisindan bir

ilk olacaktir.

2. LITERATUR TARAMASI

Bu béliimde uyum teori ve modelleri, insan uyumunun kavramsallagtirilmast,
tiniversiteye uyum ve Tiirkiye’de iiniversiteye uyum ile ilgili literatiirle birlikte,

liniversiteye uyumun bu ¢alisma kapsamindaki belirleyicileri ele alinacaktir.

2.1.  Uyum Teorileri ve Modelleri

Universiteye uyum farkli teori ve modellerle aciklanmistir. Bu calisma,
Pascarella ve Terenzini’nin (2005) 1967°den beri {iniversiteye uyum
literatiiriyle 1ilgili yaptigi kapsamli arastirmayr temel almakla birlikte,
tiniversiteye uyumu etkileyen bireysel faktorleri agiklayan teori ve modellere
vurgu yapmistir. Universiteye uyumu agiklayan teori ve modeller bu ¢alisma
kapsaminda iki baslik altinda toplanmistir. Bunlar, uyum siirecini gelisimsel bir
gorev ve kisiler arasi iligkiler ile igsel siiregler baglaminda aciklayan 6grenci
gelisim teorileri ve uyum siirecini ¢evresel ve toplumsal bakis agisiyla agiklayan

cevresel ve sosyolojik teorilerdir.
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2.1.1. Ogrenci Gelisim Teorileri

Ogrenci gelisim teorilerinden ilki biligsel yapisal teorilerdir. Bu teorilere drnek
olarak Perry’nin Zeka ve Etik Semalarinin Gelisimi teorisiyle, Kohlberg’in
Ahlak Gelisimi verilebilir. Bu teorilerin ortak 6zellikleri bireylerin yasamlari
boyunca hiyerarsik olarak belirli evrelerden gectikleri gergegidir. Bu teorilerin
bircogu degisim siirecini, bir seri yapilandirma ve yeniden yapilandirma olarak
goriir. Bu da aslinda zihinsel 6ziimleme ve uyum saglama kavramlari ile
aciklanabilmektedir (Chickering & Reisser, 1993; Pascarella & Terenzini,
2005).

Tipolojik modeller ise uyum siirecinde, bireylerdeki 6grenme stilleri, kisilik
tipleri, miza¢ veya sosyo-ekonomik statii gibi duragan farkliliklar1 vurgular.
Tipolojik modeller, neden iiniversite Ogrencilerinin ayni c¢evresel veya
deneyimsel uyaricilara farkli tepkiler verdiklerini agiklamakta yararli olabilirler
(Chickering & Reisser, 1993; Pascarella & Terenzini, 2005). Bir diger teori ise,
Kisi-Cevre Teorisidir. Bu teori Ogrenci ile ic¢inde bulundugu c¢evrenin
etkilesimini ve bu etkilesimin gelisimini inceler. Tiim bu modeler, tiniversite
psikolojik danigsmanlarina, {niversite calisanlarima ve akademik personele
ogrenci gelisimini detayl1 bir sekilde analiz etme olanagi saglar (Rodgers, 1990;

akt, Evans, Forney, & Guido- DiBrito, 1998).

2.1.2. Cevresel/Sosyolojik Teoriler

Cevresel ve Sosyolojik teoriler ise, 6grencilerdeki degisimin kaynagini i¢selden
daha ¢ok digsal diinyalarinda arar. Astin’in Ogrenciyi Dahil Etme Teorisi (Astin,
1970a, 1970b) ya da diger bir adla girdi-cevre-¢ikt1 teorisine gore, 6grenciler
bireysel, ailevi ya da herhangi bir kisisel 6zellikle tiniversite ortamina gelirler ve
tiniversite deneyiminden sonra ¢esitli inang, duygu, diisiincelerle bu ortamdan

ayrilirlar.
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Bir diger teori olan Ogrenci Biitiinlesme Modeli’ne (Tinto, 1975) gore dgrenciler
tiniversiteye ¢ok farkli kisisel, ailevi, akademik 6zellikler, beceriler ve niyetlerle
gelirler. Bununla birlikte tiniversiteler de ¢ok farkli biricik 6zelliklere sahiptirler.
Eger iiniversite ile Ogrencilerin Ozellikleri uyusmazsa, Ogrenciler catigsma
yasayabilirler. Bu ¢atismalarda 6grencilerin okulu birakmalarina neden olabilir

(Pascarella & Terenzini, 2005).

Bronfenbrenner’in (1986, 2005) insan gelisiminin tarihsel, ekonomik, kiiltiirel
ve sosyal ortam ve faktdrlerden etkilendigini savundugu Ekolojik Sistem Teorisi
vardir. Bu baglamda, insanlarin diislindiigi, hissettigi ve yaptig1 her sey, onlarin
nereden geldiklerine, kimlerle zaman gecirdiklerine ve kendilerinin bu
ortamlarda baglarina ne geldikleri tarafindan belirlenmektedir (Santrock, 2006).
Bronfenbrenner’in (2005) Ekolojik Sistem Teorisine gore insanlar bes agamali
cevresel sistemler igerisinde bulunurlar. Bu sistemler, insanlarin direkt olarak
iliski kurdugu bireylerin igerisinde oldugu mikrosistem, mikrosistemler arasi
etkilesimi saglayan mesosistem, insanlarin dogrudan igerisinde rol almadiklari
ama dolayli olarak etkilendikleri ekzosistemler, i¢inde yasanilan kultiiri
tanimlayan makrosistem ve son olarak ise insan hayatindaki sosyolojik ve

tarihsel olaylar1 ve gegisleri ifade eden kronosistemlerdir.

Sonug olarak, 6grenci gelisim ve degisimini aciklayan bu teori modeller,
Ogrencilerin {iniversite deneyimlerini farkli bakis acilariyla acgiklamada
yararlidir. Bu teoriler ayrica, tniversitenin farkli zamanlarindaki 6grenci
davranislarini ve asamalarini agiklamada faydalidir. Universiteye uyum siireci

de bu asamalardan birisidir.

2.2.  Insan Uyumunun Kavramsallagtirlmasi

Uyum en basit olarak, giinliik yasamdaki zorluklarla bas edebilme ve onlara

uyum saglayabilme siireci olarak tanimlanmaktadir (Santrock, 2006). Uyum
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ayrica, bireylerin ¢evresel baskilara tepki verebilme siireci ve stresle bag etme
siireci olarak da tanimlanmaktadir. Bu baglamda uyum, yasamdaki taleplerle bas
etme davranisidir (Nevid & Rathus, 2007). Bu tanimlara bakildiginda uyumun,
bireyin var olan kosullar1 pasif olarak kabul etmek yerine, aktif olarak adim
atarak bireyi gelisime gotiiren bir siireg¢ oldugu anlasilmaktadir (Glidden-Tracey,
2005). Uyum aslinda birey ile ¢evre arasindaki karsilikli aktif etkilesimden
ibarettir (Nevid & Rathus, 2007). Bu baglamda, i¢inde yasadiklar1 ortamlar
insanlar1 olumlu ve olumsuz olarak etkilemektedir. Bu ortamlar cesitli gegis
asamalariyla birlikte degisim gostermektedir. Liseden liniversiteye gecis de geng

bireylerin hayatlarinda 6nemli derecede stres olusturmaktadir (Arnett, 2004).

2.3.  Universiteye Uyum

Universiteye baslamak geng bireylerin hayatlarinda stres yaratan bir gegis
stirecidir (Bland, Melton, Welle, & Bigham). Bazi 6grenciler bu siireci kisisel
gelisimleri i¢in bir firsat olarak gorseler de, baz1 6grenciler icin bu siire¢ birgok
duygusal ve bilissel problemi beraberinde getiren oldukga zorlayici bir deneyim
olabilmektedir (Cutrona, 1982; Hammen, 1980; Lokitz & Sprandel, 1976).
Universite yasamina uyum saglayamayan dgrenciler, zamanla birgok psikolojik

ve akademik problem yasamaktadirlar (Arnett, 2004).

Universiteye uyum bir¢ok farkli degiskenle iliskili olarak calisilmistir. Bu
caligmalarin ¢ogunlugunda uyum demografik degiskenler (Chataway & Berry,
1989), tiniversiteye giris dzellikleri ve yetenekler (Sternberg & Kaufman, 1998),
kisilik ile ilgili degiskenler, kisilik tipleri ve sosyal destek (Joiner, 1997) ile
iliskili olarak incelenmistir. Bunlarin disinda {iniversiteye uyum, algilanan stres
(Friedlander, Reid, Shupak & Cribbie, 2007; Wintre & Yaffe, 2000), benlik
saygist (Becker, 2008; Toews & Yazedjian, 2007), 6z-yeterlilik (Zychowski,
2007), bas etme becerileri (Aspinwall & Taylor, 1992; Jorgensen & Dusek,
1990), iyimserlik (Brissette, Scheier & Carver, 2002) ve cinsiyet (Alfred-Liro &
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Sigelman, 1998; Enochs & Roland, 2006; Lopez & Gormley, 2002) ile de iliskili

olarak caligilmustir.

2.4.  Bu Cahsma Baglaminda Universiteye Uyumun Yordayicilar

Bu calismada iiniversiteye uyumu yordayan degiskenleri incelemek
amaclanmistir. Bu boliimde, Kabul ve Kararlilik Terapisi’nin temel kavrami
olan psikolojik esneklik/katilik, ruminatif diistinme, endise ve Ozduyarhlik

kavramlarinin {iniversiteye uyumla iligkileri ele alinacaktir.

2.4.1. Psikolojik Katihk/Esneklik

Psikolojik esneklik, icerisinde tarihi ve felsefi anlamlar1 barindirmaktadir.
Psikolojik esnekligin taniminda insanin en temel odagr olan aci
vurgulanmaktadir. Bu psikolojik aciyr insanlar olusturduklar dil araciliiyla
deneyimlerler. Bu dil sadece sozel olarak kendini gostermez, ayni zamanda
sembolik aktiviteler, sesler, jestler ve imgeler olarak kendini ortaya
cikarmaktadir (Hayes ve ark., 2012). Bu baglamda psikolojik esneklik,
icerisinde alt1 siireci barindiran bir modelden olusmaktadir. Psikolojik katilik

psikolojik acilarin kaynagidir (Bond et al., 2011; Hayes et al., 2012).

Psikolojik esneklik ve katilig1 aciklayan bu alt1 siire¢, kabul ve yasantisal
kacinma, ayrisma ve birlesme, simdiki anin farkindaligi ve simdiki zamana
odaklanamama, baglamsal olarak ben ve igerik olarak ben, degerler ve degerlerin
belirsizligi ve son olarak da kararli davranislarda bulunmak ve kaginmaci

diirtlisel davranislar olarak ortaya konmustur (Hayes ve ark., 2012).
Psikolojik esneklik/katilik ¢ogunlukla depresyon ve kaygi ile iligkili olarak

calisiimistir. KKT bakis acisina gore anksiyete ve depresyon birer yasantisal

kaginma davranis1 olarak ortaya ¢ikmaktadirlar. Bu baglamda bir iiniversite
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Ogrencisi uyum sorunlar1 yasayabilir ancak 6énemli olan bu sorunlara onun nasil

cevap verecegidir (Hayes et al., 2012).

Psikolojik esneklik/katilik, depresyon ve kaygi (Forman, Herbert, Moitra,
Yeomans, & Geller, 2007; Masuda & Tully, 2011), tiniversite 6grencilerindeki
erteleme davranist (Scent & Boes, 2014), miikemmeliyetcilik (Crosby,
Armstrong, Nafziger, & Twohig, 2013), alkol ve madde kullanim1 (Levin et al.,
2012) ile iliski olarak ¢alisilmistir. Sonug olarak, KKT goreceli olarak yeni bir
yaklasim olmasma karsin, Ruiz’e (2010) gore, KKT’nin farkli problem
alanlarinda etkinligini kanitlayan katilimeilarin gruplarinin rastgele belirlendigi
60 deneysel calisma yapilmistir. Ayrica KKT tiniversite 6grencileri ile bireysel
ve grup ortaminda da ¢alisilmistir. Ancak bu c¢alismalar heniiz yenidir (Boone,
2013).

2.4.2.  Ozduyarhlk

Yiizyillardir Budist psikolojinin temelini olusturan 6zduyarlilik, son yillarda
Bati psikolojisinin de odag: haline gelmeye baslamistir. Her ne kadar Budizm ve
Bat1 psikolojileri insan dogasini ve psikolojik aciy1 biraz farkli agiklasalar da,

0zduyarlilik her ikisinde de ortak noktadir (Jannazo, 2009).

Ozduyarlilik, bat1 psikolojisinde evrimsel sinirbilim yaklasgimi (Gilbert, 2004,
2005, 2009, 2014) sosyal ve psikolojik yaklasim (Neff, 2003a, 2003b) olarak iki
sekilde aciklanmaktadir. Evrimsel bakis agisina gore, daha once gergeklesen
seyler daha sonra olanlara mutlaka bir etkide bulunur, anlayis1 vardir. Bedensel
sistemlerimizin evrimi, bizi eksiklige dogru yoneltir. Insanlarm c¢ok farkl
yollarla hasta olmalarinin asil nedeni temelde evrim siirecidir. Depresyon, kaygi
ve diger psikolojik problemler de fiziksel hastalik siirecinden bagimsiz degildir

ve insani eksiklige dogru stiriikler (Gilbert, 2014).
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Neff (2003a, 2003b) tarafindan gelistirilen sosyal- psikolojik bakis agisina gore
ise Ozduyarlhiligi anlamak ig¢in Oncelikle bagkalarma gosterilen duyarlilik
kavramini anlamak 6nemlidir. Duyarlilik, igerisinde bagkalarinin acilarina agik
olmay1 barindirir. Ayrica sabri, sevecenligi, yargisiz anlayisi ve higbir insanin
mitkemmel olmadig1 anlayisini i¢inde barindirir. Bu baglamda, basit bir dille,
O0zduyarlilik ise, insanin kendi acilarmma acik olmasi, basarisizlik ve
yetersizliklerinde kendisine karsi sevecen duygular beslemesi ve kendi

deneyimlerinin aslinda insanlarin ortak deneyimlerinin bir parcasi oldugunu fark

etmesidir (Neff, 2003a).

Ozduyarlilik, igerisinde bireyin zor zamanlarda kendisine kars1 sevecen olmasini
ifade eden 6zsevecenligi vardir. Ozsevecenlik, birey aci dolu zor yasantilarla
karsilastiginda ortaya cikar. Ozduyarhlik, bireyin kendisini izole etmek yerine
bunlarn tiim insanligin bir pargasi oldugunu kabul eden ortak insanlik bilincini
vurgular. Son olarak, 6zduyarlilik aci1 veren duygu ve diisiinceler ile asiri
0zdeslesmek yerine, onlar hakkinda dengeli bir farkindalig: ifade eden bilingli
farkindalik unsurlarini barindirir (Neft, 2003a, 2003b).

Ozduyarliligin birgok galismada depresyon ve kaygi ile negatif iliskisi oldugu
goriilmistiir. (Neff, 2003a; Neff, Hsieh, & Dejitterat, 2005; Neff, Kirkpatrick, &
Rude, 2007). Bunun yanisiria, 6zduyarlilik, ruminasyon ve diisiince bastirma ile
de anlamli ve negatif bir sekilde iliskilidir (Neff, 2003b). Ozduyarlilik son
zamanlarda iiniversite 0grencileriyle de ¢ok farkli ¢alismalarda incelenmistir
(Akm, 2010; Darith, 2013; Hall, Row, Wuensch, & Godley, 2013; Jing, 2012;
Lockard, Hayes, Neff, & Locke, 2014; Neely, Schallert, Mohammed, Roberts,
& Chen, 2009; Neff et al., 2005; Neff & Pommier, 2013; Terry, Leary, & Mehta,
2013; Williams, Stark, & Foster, 2008). Terry ve arkadaslar1 (2013) tiniversite
ogrencileriyle yaptiklar bir ¢calismada, 6zduyarlilig1 yiiksek olan dgrencilerin
tiniversitedeki akademik ve sosyal zorluklarla daha kolay bas edebildiklerini ve
daha az ev 6zlemi ve depresyon belirtileri gosterdiklerini ortaya koymustur.

Mercan ve Yildiz’a (2011) gore ise Tirkiye’deki Ogrenciler {iniversiteye
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girebilmek i¢in ¢ok zorlu sartlardan ve siireclerden gecip iiniversite yasamina
baslamaktadirlar. Bu baglamda 6grencilerin iiniversite yasaminda depresyon,
kayg1, ev 6zlemi ve diger sorumluluklarla bas edebilmeleri i¢in 6zduyarlilik

etkili bir beceri olabilmektedir (Wintre & Yaffe, 2000).

2.4.3. Ruminatif Diisiinme ve Endise

Insanlar kendi igsel siiregleri ile ilgili diisiiniip yansitma yapabilen tek canlilardir
(Mor & Winquist, 2002; Papageorgiou & Wells, 2004). islevsel olmayan 6z-
yansitmalar  bireyleri  depresyon, kaygi ve diger psikopatolojilere
yonlendirebilmektedir (Nolen-Hoeksema, Wisco & Lyubomirsky, 2008).
Ruminasyon ve endise bir c¢esit Oz-yansitma olarak kabul edilmektedir.
Ruminasyon ve endisenin operasyonel tanimlarindaki potansiyel karmasa, bu iki
kavramin gegiciligi ile iliskilidir. Endise gelecek kaynakli bir bilissel tepki iken
(Borkovec, Alcaine & Behar, 2004), ruminasyon daha ¢ok ge¢mis odakli bir
kavramdir (Aldao, Mennin & McLaughlin, 2013).

Aslinda, hem ruminasyon hem de endise igerisinde tekrarlayici olumsuz
yonelimli diigiinceleri barindirmaktadir (Watkins, 2008). Ancak, arastirma
bulgular1 bu iki kavrami ayristirmada degisken sonuglar gostermektedir. Bazi
arastirmacilara gore bu iki kavram ayrilmaz bir biitiin iken (Segerstrom et al.,
2000), digerleri bu iki kavramin ayristirilmasi gerektigini savunur Fresco et al.,
2002). Benzerliklerine ragmen, endisenin kaygi ile ruminasyonun ise

depresyonla iliskili oldugu bilinmektedir (Fresco et al., 2002).

Ruminasyon ve endise, liniversiteye uyumun en belirgin yordayicilarindan biri
olan depresyonla cok giiclii olarak iligkilidir (Nolen-Hoeksema, 1998).
Arastirmalar, ruminasyonun depresyonun bir belirleyicisi oldugunu
gostermektedir (Nolen-Hoeksema, Stice, Wade, & Bohon, 2007; Schwartz &
Koenig, 1996).
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Zawadzki ve arkadaslar1 (2013) yaptiklar1 ¢alismada tiniversite 6grencilerinde
ruminasyon ve kayginin, yalnizlik ve depresif duygu durum ile 6grencilerin
uyku kaliteleri arasindaki iliskide araci rollerini arastirmiglardir. 1244 tiniversite
Ogrencisinin katildig1 bu ¢aligmaya gore ruminasyon ve kaygi, yalnizlik, depresif

duygu durum ve uyku kalitesi arasindaki iligskide tam bir araci etki goriilmiistiir.

2.5.  Tiirkiye’de Universiteye Uyum

Universiteye uyum kavrami, Tiirkiye’de yaklasik olarak son 25 yilda ¢ok farkli
caligmalarda farkli degiskenlerle ele alinmistir. Alperten (1993) 6grencilerin
uyumlarmi etkileyen kisisel, ailevi ve sosyal degiskenleri ele almis ve fiziksel
goriinlistinden memnun olan ve giiclii dini inanglar1 olan &grencilerin
tiniversiteye daha iyi uyum sagladiklarini ortaya koymustur. Yalim (2007) ise,
tiniversiteye yeni baglayan ve hazirlik sinifinda okuyan 6grencilerin uyumlarini
benlik dayanikliligi, bas etme stili, iyimserlik ve cinsiyet ile iliskisini 420
Ogrenciyle yaptigi calismada incelemis ve yliksek benlik dayanikliligi ve
iyimserligi olan 6grencilerin daha iyi uyum sagladiklarini bulmustur. Mercan ve
Yildiz (2011) Egitim Fakiiltesi’nde okuyan 311 6grenci ile yaptiklari calismada
Ogrencilerin iiniversiteye uyum siire¢lerinde en ¢ok ekonomik ve akademik

sorunlar yasadiklarin1 gostermektedir.

Tirkiye’de tiniversiteye uyumla iligkili olarak, 6grencilerin problemli internet
kullanimi ile uyumlar1 arasindaki iliskinin incelendigi Ikiz, Saver ve Yoriik
(2015) tarafindan gergeklestirilen giincel ¢alismaya gore, problemli internet
kullanimi ile uyum arasinda anlamli ve negatif bir iligki bulunmustur. Ayrica
problemli internet kullanim1 tiniversiteye yeni baslayan 6grencilerde daha yogun

olarak goriilmiistiir.
Aladag, Kagnici, Tuna ve Tezer, (2003) tarafindan gelistirilen ve Tiirkiye’de

tiniversite yasamina uyumu o6l¢gmek i¢in yaygin olarak kullanilan 48 maddelik

Universite Yasam Olgegi’nin yani sira, Aslan (2015) tarafindan gelistirilen iig
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faktorden olusan (kisisel uyum, sosyal uyum ve akademik uyum) 60 maddelik
Universite Yasamina Uyum Olgegi de bundan sonra ki calismalarda

kullanilabilecek giincel bir 6l¢ek olarak gelistirilmistir.

2.6. Literatiir Ozeti

Ogrencilerin iiniversite yasamlarindaki degisimi ve uyum siireglerini agiklayan
cok farkli teoriler, modeller ve bakis agilar1 gelistirilmistir. Bunlardan bazilari
uyum siirecinde 6grencilerin bireysel, biligsel ve yasantisal gelisim siireglerinin
Oonemini vurgularken, digerleri ise, daha ¢ok cevresel ve sosyolojik faktorlerin
etkisinden bahsetmislerdir. Tiim bu farkli teori, model ve yaklasimlar, iiniversite
Ogrencisinin uyum siirecini daha iyi anlayabilmek adina iiniversite psikolojik
danisma merkezleri, akademik ve idari personel ve aileler i¢in oldukga

faydalidir.

Cevre ile etkilesim siirecinde bir bas edebilme becerisi olarak da algilanabilecek
uyum saglama kimi zaman zordur. Uyum siireci bireyin aktif olmasini ve yeni
beceriler gelistirmesini gerektirir. Stresli yasantilardan sonra {iniversiteye
baslamak ve bu farkli ortama uyum saglamak yeni gelen 6grenciler i¢in oldukga
zorlayici olabilmektedir. Bu siirecte 6grencilerin uyumunu kolaylastiran ve/veya
zorlastiran ~ faktorleri inceleyebilmek igin bu c¢alismada psikolojik
esneklik/katilik, ruminatif diisiinme, endise ve Ozduyarliligin iiniversiteye

uyumla iliskisi incelenmistir.

3. YONTEM

3.1.  Arastirma Deseni

Bu calismada korelasyonel arastirma deseni kullanilmistir. “Korelasyonel

arastirma, iki ya da daha fazla nicel degiskenin ne derecede iligkili olduklarini

korelasyon katsayis1 kullanarak belirleyen ¢aligmalardir” (Fraenkel, Wallen ve
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Hyun, 2012, p. 331). Yapisal Esitlik Modellemesi (YEM) ile de ¢oklu nedensel
siirecleri gozlemlemek miimkiindiir. YEM, arastirmacinin hipotezler ve
degiskenler aras1 potansiyel iligkiler hakkinda 6n bilgiye sahip olmasi ve bunlari
dogrulamak iizere bir modelde test etmesi dolayisiyla dogrulayict bir tekniktir
(Tabachnick ve Fidell, 2007). Bu nedenle, bu ¢alismada varsayillan modelde,
istatistiksel olarak tiim degiskenler simultane bir sekilde YEM ile test edilmistir.
YEM analizinde her bir 6l¢gme aracit dogrulayici faktor analizinden (DFA)
gecirildikten sonra, varsayillan model AMOS 20. versiyonu kullanilarak
degerlendirilmistir. Degerlendirmede Chi-Square (y?), The Bentler Comperative
Fit Index (CFI), Tucker-Lewis Index (TLI), Root Mean Square of Error of
Approximation (RMSEA) gibi fit degerleri dikkate alinmistir.

3.2.  Orneklem

Bu calismada amagli 6rneklem yontemi kullanilmistir. Amagli 6rneklem,
caligma sirasinda uygun olan en yakindaki katilimcilarin secildigi ve gerekli
sayida katilimciya ulasana kadar uygulamaya devam edilen Orneklem
yontemidir (Cohen, Manion ve Morrison, 2011). Bu ¢aligsmada veriler bir devlet
tiniversitesine kayitli birinci sinif 6grencilerinden 2014 yilinin Aralik ayinin ilk
iki haftasinda toplanmistir. Universiteye uyum siireci temel olarak iiniversitenin
ilk yilinin ilk doneminde deneyimlenen kapsamli bir olgudur. Bu nedenle
tiniversiteye yeni gelen 6grencilerin Eyliil ayindan Aralik aymin sonlarina kadar

belirli derecede uyum sorunlarin1 deneyimledikleri tahmin edilmektedir.

Yiiksek Ogretim Kurumu’na (YOK) gore verilerin toplantigi devlet
tiniversitesine 2014 yilinda 3174 6grenci kayit yaptirmistir. Bu arastirmaya
tiniversitenin farkli fakiiltelerinden toplam 657 birinci sinif 6grencisi katilmastir.
Bu katilimeilardan 171 (%26) 1 erkek, 486 (%74) ise kadindir. Katilimcilarin
yaslar1 18-25 (M=18.64, SD= 1.18) arasinda degismektedir. Bu arastirmada alt1
farkli fakiilteden birinci sinif 6grencileri katilmistir. Bu katilimcilardan 358

(%54,5)’1 Egitim Fakiiltesinden, 136 (%20,7)’s1 Saglik Yiksek Okulundan, 87
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(%13,2)’si Iktisadi ve Idari Bilimler Fakiiltesinden, 56 (%8,5)’s1 Miihendislik ve
Mimarlik Fakiiltesinden ve 20 (%3,0) ise Tip Fakiiltesinden olusmaktadir. Her
ne kadar 6rneklem biiyiikliigi hakkinda kesin bir cevap verilemese de, YEM

arastirmalarinda tipik olarak 200 ve {izeri 6rneklem biiylikliigii ideal olarak kabul

edilmektedir (Kline, 2011, p. 12).

3.3.  Olcme Araclar

Universite Yasam Olgegi (UYO; Aladag, Kagnici, Tuna ve Tezer, 2003.
Universite yasamina uyumu dlgmek icin gelistirilen bu dlgek alt1 alt boyuttan ve
toplamda 48 maddeden olusmaktadir. Bu boyutlar, 12 maddeden olusan
“liniversite ortamina uyum”, dokuz maddeden olusan “duygusal uyum”, yedi
maddeden olusan “kisisel uyum”, yedi maddeden olusan “karsi cinsle iligkilere
dair uyum”, yedi maddeden olusan “akademik uyum” ve alti maddeden olusan
“sosyal uyum” dan olugmaktadir. Olgegin toplam giivenirlik katsayis1 .89 olarak
belirlenmigtir. Alt Olceklerin giivenirlik katsayilar1 .73 ile .58 arasinda

degismektedir.

Kabul ve Eylem Formu —Il (KEF-II; Bond ve ark., 2011; Uyarlayan: Yavuz,
Iskin, Ulusoy, Esen ve Burhan, 2014). Kabul ve Eylem Formu (KEF)’nun ilk
versiyonu Hayes ve ark., (2004) tarafindan yasantisal kag¢inmayi 6lgmek
amaciyla gelistirilmistir. Ancak ilk versiyonunun test tekrar test giivenirligi
diisiik ¢ikinca zamanla yeni bir dlgek gelistirme ¢alismasi gerekli hale gelmis,
yedi maddeden olusan ve psikolojik esneklik/katilig1 6lcen Kabul Eylem Formu
(KEF)- II gelistirilmistir (Bond ve ark., 2011). Olgegin giivenirlik katsayis1 .85

olarak bulunmustur.

Ruminatif Diisiinme Stili Olgegi (RDSO, Brinker ve Dozois, 2009; Uyarlayan:
Karatepe, Yavuz ve Tiirkcan, 2013). RDSO 20 maddeden olusan ve global
ruminasyonun (tekrarlayict diisiinceler) pozitif, negatif ve noétr taraflarini

tamimlayan bir dlgektir. Olgek tek faktorlii bir yapidadir. Olgekte ruminatif

176



diisiince, tekrarlayici, niikseden, kontrol edilemeyen ve zorlayict bir 6zellikte
olarak degerlendirilmektedir. Brinker ve Dozois (2009) o6lcegi 118 lisans
Ogrencisinden veri toplayarak gelistirmistir. Bu arastirmada 6lgegin glivenirlik

katsayis1 .89 olarak bulunmustur.

Penn- Eyalet Endise Olg:egi (PEEO; Meyer, Miller, Metzger ve Borkovec, 1990,
Uyarlayan: Yilmaz, Gengoz ve Wells, 2008). PEEO 16 maddeden olusan tek
faktorlii bir yapiya sahip olan bir dlgektir. Olgekten alinan yiiksek puanlar
bireyin yiiksek seviyede endiseye sahip oldugunu gostermektedir. Her ne kadar
baz1 faktdr analizi sonuglart PEEO nin iki faktorlii bir yapiya, 11 maddenin
endisenin varlig1 yoniinde, bes maddenin ise endisenin yoklugu yoniinde, sahip
oldugunu soylese de, PEEO en iyi bir sekilde tek faktorlii yapida kendini
gostermektedir (Startup ve Erickson, 2006). Bu arastirmada 6lgegin giivenirlik

katsayisi ise .90 olarak bulunmustur.

Ozduyarhik Olgegi (ODO; Neff, 2003, Uyarlayan: Akin, Akin ve abaci, 2007).
“Zor zamanlarda genelde kendime nasil davranirim?” sorusuyla bu 06lgegin
temelini olusturan Neff (2003), 6zduyarlik 6lcegini gelistirmistir. ODO, 26
maddeden ve alt1 alt 6lgekten olusan bir yapidadir. Alt 6l¢ekler, bes maddeden
olusan “6zsevecenlik”, bes maddeden olusan “6zyargilama”, dort maddeden
olusan “ortak insanlik bilinci”, dort maddeden olusan “izolasyon”, dort
maddeden olusan “bilingli farkindalik” ve “ dort maddeden olusan “agiri
ozdeslesme” dir. Ozduyarlik &lgeginden alman yiiksek puanlar yiiksek
6zduyarhigm oldugunu gostermektedir. Olgegin toplam giivenirlik katsayisi .91

iken, alt 6lgeklerin giivenirlik katsayilar: .71 ile .76 arasinda degismektedir.
3.4.  Veri Toplama Siireci
Veri toplama siirecinden 6nce, arastirma hakkindaki temel bilgiler, kullanilacak

olgekler ve arastirma dizayn ile ilgili bilgiler Orta Dogu Teknik Universitesi

Insan Arastirmalar1 Etik Komitesi ve Abant Izzet Baysal Universitesi Insan
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Arastirmalart Etik Komitesi’'ne sunulmustur. Her iki {niversitenin etik
komitelerinin onayindan sonra arastirmaci, Abant izzet Baysal Universitesi’nde
farkl1 fakiiltelerde birinci sinifta okuyan Ogrencilere amagh Orneklem
yontemiyle ulasarak dlgekleri uygulamistir. Olgekler, dgrencilerin ders saatleri
sirasinda uygulanmistir. Arastirmact uygulamalarin biiylik kismini1 kendisi

gerceklestirmistir.

Veri toplama sirasinda, arastirmaya katilimda goniilliiliik ve bilgilerin gizliligi
gibi konulara agiklik getirilmistir. Bunlara ek olarak, arastirmanin amaci ve
toplanan verilerin ne amagla kullanilacagi konular1 da uygulamalar oncesi

katilimcilara agiklanmustir.

3.5.  Veri Analizi

IBM SPPS20 ve AMOS21 bilgisayarl istatistik programlari, psikolojik
esneklik/katilik, 6zduyarlik, ruminatif diisinme ve endisenin {iniversiteye
uyumla iliskisini etkilesimsel bir modelde test etmek tizere kullanilmistir. Bu
arastirmanin veri analizi birka¢ adimi icermektedir. Oncelikle veri seti,
uygunluk, kayip veriler ve u¢ degerler bakimindan kontrol edilmistir. Daha
sonra, tanimlayici analizler yapilmistir. Daha sonra arastirmada kullanilan tiim
Olcekler icin Dogrulayict Faktdor Analizi (DFA) uygulanmistir. DFA
uygulamasinda, veri normal dagilim gosterdigi i¢in yapisal esitlik

modellemesinde en biiyiik olabilirlik kestirimi kullanilmustir.

Bu arastirmada YEM kullanilmistir. YEM arastirmalarinda, nedensel siirecleri
temsil eden bir yapisal esitlikler (6rnegin, regresyon) serisi ve bu yapisal
esitliklerin daha iyi kavramsallastirabilmesi i¢in gorsel olarak modellenmesi
miimkiin olabilmektedir (Byrne, 2010). Bir YEM arastirmasinin temel amaci,
ortaya atilan nedensel siire¢ ve/veya modelin belirlenmesi ve dogrulanmasidir.

Bundan dolay1 YEM dogrulayici bir tekniktir (Kline, 2011).
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3.6.  Arastirmanin Stmirhhiklar:

Bu arastirmanin bazi sinirliliklart vardir. Arastirmanin bulgularini yorumlarken
bu sinirliliklar: da dikkate almak olduk¢a dnemlidir. Oncelikle, veriler iiniversite
Ogrencilerinden amacl O6rneklem yontemiyle toplanmistir. Amagh 6rneklem,
rastgele Orneklemin tersi olarak, veri toplama siireci sirasinda uygun olan
katilimcilara direkt olarak ulasan yontemdir. Bu bakimdan amagli 6rneklem bazi
yanli sonuglar dogurabilir. Ikinci olarak, veriler, katilimcilarin Slgeklerdeki
sorulara kendi verdikleri cevaplardan elde edilmistir. Olgeklerde her bir
katilimcinin kendi duygu ve diisiincelerini rahatca ifade etmeleri saglanmigsa da,

verilen cevaplarin gegerliginin kontrol edilmesi miimkiin degildir.

Ugiincii olarak, her ne kadar arastirmaci bir¢ok veri toplama uygulamasina
bizzat katilmis olsa da, bazi uygulamalar ders sirasinda sadece dersin 6gretmenti
tarafindan yapilmistir. Bu nedenle, her uygulamanin tamamen ayni siire¢ ve
sekillerden gecilerek yapildigint sdylemek miimkiin degildir. Dordiincti olarak,
bazi 6lgeklerde, bireyin cinsel yasami ve duygusal yasamina dair, katilimcilarin
hassas bulabilecekleri konulardan sorularin olmasi, onlarin igtenlikle cevap

vermelerini sinirlayici bir etken olmus olabilir.

4. BULGULAR

4.1. Varsayim Analizleri

YEM analizine baslamadan dnce veri seti, kayip deger, yanlis veri girisi ve asiri
uc¢ degerler bakimindan degerlendirilmis ve normallik, dogrusallik ve ug
degerler varsayimlari degerlendirilmistir. Bu degerlendirmelere gore, kayip veri
incelenmesi yapilmistir. Kayip veri, katilimcinin veri uygulama giintinde hazir
bulunamamasindan, hassas sorulara cevap verilememesinden, Ol¢egin iyi

diizenlenememesinden ve katilmcmin cevap vermek istememesinden
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kaynaklaniyor olabilmektedir (Byrne, 2010). Her ne kadar kayip verileri analiz
etmede belirli net bir kilavuz olmasa da ¢ogunlukla, kayip veri oraninin %5°1
gecmedigi veri setleri analize dahil edilmektedir (Tabachnick ve Fidell, 2007).
Bu nedenle bu arastirmada %5’ten daha fazla kayip veriye sahip olan vakalar
(n=47) analize dahil edilmemistir. Bu asamadan sonra, 6rneklem biiyiikligii 657
(571 kadin, 206 erkek) ortalama yas 18.67 (SD= .44) olarak belirlenmistir. Kayip
veri analizinde son adim olarak da vakalardaki bos maddelere de ortalama

atamasi yapilmistir.

Ucg degerler verideki ortalama, standart sapma ve korelasyon degerlerini
etkileyen degerlerdir (Schumacker ve Lomax, 2004). Tek degiskenli ug degerler,
tek bir vakadaki olagan olmayan degerleri temsil ederken, ¢ok degiskenli ug
degerler birden ¢ok degiskendeki olagan dist degerlerin kombinasyonunu temsil
eder. Tek degiskenli u¢ degerler z skorlar1 alinarak incelenirken, ¢ok degiskenli
normallik Mahalonobis Mesafesi a bakilarak incelenir (Tabachnick ve Fidell,
2007). Bu arastirmada tek degiskenli u¢ degerler analizi sonucunda her bir
Olcekte yediden fazla u¢ deger goriilmedigi icin, bu u¢ degerlerin analizde
tutulmasina karar verilmistir. Diger taraftan cok degiskenli u¢ deger analizi
Mahalonobis Mesafesi ile yapilmis ve 15 vakanin kritik degerin iizerinde oldugu
anlagilmistir. Bu degerler ¢ikarilip analiz tekrar yapildiginda yapisal esitlik
modellemesindeki fit degerlerinde belirgin degisikliklerin olmadiginin

gozlemlenmesi sonucu bu 15 vakanin analizde kalmasina karar verilmistir.

Varsayim analizlerindeki bir sonraki inceleme verinin her bir degisken icin
normal dagilip dagilmadigini anlamak {izerine olmustur. Egrilik ve basiklik
degerleri SPSS20 programi kullanilarak kontrol edilmistir. Bu degerlendirme

sonucuna gore, her bir degiskenin normal dagilim gosterdigi gézlemlenmistir.
Son olarak, dogrusallik es degiskenlik varsayimlar1 da her bir degisken

arasindaki dogrusal iliskiler icin SPSS20 kullanilarak test edilmistir. Dagilim

grafigi bulgularinda degiskenler arasi Oriintiilerin daginik, baska bir ifadeyle
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regresyon ¢izgisi etrafinda rastgele dagildigi, oldugu gozlemlenmistir. Bu da
dogrusallik es degiskenlik varsayiminin analizler 6ncesi saglandigi anlamina

gelmektedir.

Yapisal esitlik modeli test edilmeden once calismada yer alan degiskenler arasi
ikili korelasyonlar test edilmistir. Field (2009)’a gore, iki degisken arasindaki
korelasyon, +/-.10 oldugunda kiigiik, +/-.30 oldugunda orta ve +/-.50 den biiyiik
oldugunda biyiiktiir. Buna gore, psikolojik katilik ve 6zduyarlilik arasindaki
korelasyon (-.61) olarak bulunmustur. Degiskenler arasi en diisiik korelasyon ise

tiniversiteye uyum ve ruminatif diisiinme arasinda (-.38) bulunmustur.

4.2.  Yapisal Esitlik Modeli (YEM) Bulgulan

Bu caligma icin 6nerilen modelin test edilmesi AMOS 20 bilgisayar programi ile
yapilmigtir.  Onerilen yapisal esitlik modellemesinde psikolojik katilik,
0zduyarhilik, ruminatif diisiinme ve endise degiskenleri {iniversiteye uyumun
yordayicilar olarak yer almiglardir. Model test edilirken, x2, CFI, NFI, TLI ve
RMSEA degerleri dikkate alinmigtir. Bu degerlerin test edilmesini takiben
modeldeki gizil faktorleri ve goriinen degiskenleri ortaya ¢ikarmak adina katsay1
tahminleri analiz edilmistir. Son olarak ise ¢oklu korelasyon katsayilarinin
kareleri (R?), her bir i¢sel degiskenin (iiniversiteye uyum, 6zduyarlilik, ruminatif
diisinme ve endise) modelde acikladigi varyans analiz edilmistir. Bu

calismadaki tek dissal degisken ise psikolojik katiliktir.

Bu calismadaki model test sonuglarina gore, psikolojik katilik ile {iniversite
uyum arasindaki iligki katsayisinin -.63, ruminatif diisiinme ile .76, endise ile
77, ve Ozduyarhilik ile ise -.73 olarak anlamli bir sekilde yordadig:
goriilmektedir. Ayrica, 6zduyarhilik ile iiniversiteye uyum arasindaki iligki
katsayisinin .12 oldugu ve 6zduyarliligin da iiniversiteye uyumu anlamli bir
sekilde yordadig1 goriilmiistiir. Bu ¢alismada ruminatif diistinme ile tiniversiteye

uyum arasindaki iligki katsayisinin .11, ve endise ile liniversiteye uyum
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arasindaki iligki katsayisinin .02 oldugu ve bu iki degiskenin beklendigi gibi
tiniversiteye uyumu yordamadiklar1 goriilmiistiir. Ayrica model test sonuglarina
gore Ki- kare degerinin (y2 = 2118.87, n = 657, 2 /df = 2,32) anlaml1 oldugu
goriilmiistiir. Uyum indeksi degerleri ise CFI = .91, TLI = .90, NFI = 85,
RMSEA = .04 olarak bulunmustur.

Bu arastirmanin modeli yedi hipotez lizerine kurulmus ve belirtilen sonuglara
gore bu hipotezlerden bes tanesi kabul edilmis, iki tanesi reddedilmistir. Bu
baglamda, iiniversiteye yeni baglayan ve psikolojik esnekligi diisiik olan ya da
psikolojik katilig1 yiiksek olan 6grencilerin iiniversiteye uyum saglamalarinda
zorluklar yagadigi sdylenebilir. Bunun yani sira, yiiksek seviyedeki 6zduyarlilik
liniversiteye yeni baglayan Ogrencilerin uyum slireclerini kolaylastirdigi
sonucuna vartlmistir. Bu ¢aligmadaki model testinin sonuglarina gore, psikolojik
katiligin, 6zduyarlilik ile negatif, ruminatif diisiinme ve endise ile pozitif sekilde
iligkili oldugu anlagilmistir. Son olarak, model test sonuglarma gore,
tiniversiteye uyum beklendigi gibi ruminatif diisiinme ve endise degiskenleri
tarafindan anlamli ve negatif bir sekilde yordanmadigi bulunmustur. Bu

beklenmedik bulgulara tartisma kisminda deginilecektir.

Arastirma bulgularma gore, test edilen yapisal esitlik modelindeki toplam
varyansin % 60’11 endise degiskeni, %59’unu ruminatif diisiinme degiskent,
%354’ inl 6zduyarlilik degiskeni ve %41 unu ise liniversiteye uyum degiskeni

aciklamaktadir.

S. TARTISMA

5.1. Arastirma Bulgularinin Tartisilmasi

Bu c¢alisma {iniversiteye yeni baglayan Ogrencilerin iiniversiteye genel

uyumlarimin, psikolojik katiliklari, 6zduyarhliklari, ruminatif diisiinme ve

endiseleri ile iliskisini etkilesimli bir modelde test etmistir. Bu arastirma
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modelinde Onerilen yedi hipotezden besi kabul edilmis, ikisi reddedilmistir.
Bulgular, psikolojik katiligin ve 6zduyarliligin iiniversiteye genel uyumu
anlaml bir sekilde yordadigimi dogrulamistir. Ancak, ruminatif diisiinme ve
endise degiskenlerinin liniversiteye genel uyumu beklendigi gibi yordamadigi

anlagilmistir.

Psikolojik esneklik, bireyin simdi ve buradaki duygu ve diisiinceleriyle, o andaki
durum neyi gerektiriyorsa, savunmaya ge¢meden bilingli bir farkindalikla
belirlenen degerler dogrultusunda temas etme siireci olarak tanimlanmaktadir
(Gloster, Klotsche, Chaker, Hummel, ve Hoyer, 2011). Bu baglamda, bu ¢alisma
sonuclarina gore, psikolojik esnekligi diisiik olan (psikolojik katilig1 ytiksek
olan) Ogrencilerin, {niversiteye uyum siireclerinde zorlandiklar1 ortaya
cikmaktadir. Bu bulgu, psikolojik katiligin her tiirlii psikolojik sikintida dnleyici
bir faktér oldugunu vurgulayan Masuda ve Tully’nin (2011) ile paralellik
gostermektedir. Daha belirli olarak ise psikolojik esneklik, iiniversite
Ogrencilerinin deneyimleyebilecegi depresyon, kaygi, madde kullanimu ile ilgili
sorunlar, travmatik deneyimler sonrasi uyum problemleri, okul performansi ve
tikenmiglik gibi bir¢ok konuda genel koruyucu bir faktor olarak karsimiza

cikmaktadir (Biglan, Hayes, ve Pistorello, 2008; Michael E. Levin et al., 2014).

5.2.  Uygulama i¢in Oneriler

Bu calismanin temel amaci 6grencilerin {iniversitedeki ilk yil deneyiminin
onemini vurgulamak ve onlarin yasadiklar1 uyum sorunlarini ele almaktir. Bu
baglamda, psikolojik katilik/esneklik, ruminatif diislinme, endise ve
O0zduyarlili@in {iniversite yasamina uyum iizerindeki rolleri arastirilmistir.
Ortaya ¢ikan sonuglara dayali olarak, iiniversite psikolojik danigsma merkezleri,
yoneticileri akademik personel, aileler ve son olarak oOgrenciler i¢in cesitli

Oneriler sunmak mimkiindiir?
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Bu calismadaki en temel bulgulardan birine gore, psikolojik esneklik ve
0zduyarlilik {iniversiteye uyumu anlamli bir sekilde belirleyen etkenlerden biri
olarak ortaya konmustur. Bu baglamda, Gilbert (2014) de vurguladig1 gibi,
ogrenciler duyarlilik temelli beceri gelistirme programlarindan ve ayrica bilingli
farkindalik programlarindan yarar saglayabilirler. Kabul ve bilingli farkindalik
temelli programlar, tani {istli bir yaklasim sagladigi ve direng gelisimine katkida
bulundugu i¢in 6grencilere bir¢ok zorlugun olusumunu 6nlemelerinde oldukga

fayda saglayabilecektir.

Ayrica, psikolojik olarak esnek olan 6grencilerin daha kolay uyum sagladiklar
sonucu da disiiniiliirse, Ogrencilere psikolojik esnekligin alt1 temel siireci
hakkinda egitimler verilebilir ve bu siirecler sayesinde 6grenciler uyum sorunlari
da dahil olmak iizere, ¢ok farkli psikolojik sorunlarin olusumunu Onlemis

olabilirler.

Universite psikolojik damigmanlik merkezleri aracihifiyla KKT uygulamalari
grup temelli yaklagimlarla ve internet iizerinden cok daha genis Kkitlelere
ulasabilir. Bu sayede cok fazla sayida iiniversite 68rencisi, uyum sorunlari da
dahil olmak tizere ¢ok farkli psikolojik sorunlarla bas etme noktasinda etkin

yardim almis olacaktir.

5.3.  Gelecekteki Calismalar icin Oneriler

Universite uyum ile ilgili var olan ¢alismalarin ¢ogunda, uyumun bagiml
degisken olarak incelendigi goriilmektedir (Orbay, 2009; Sun-Selisik, 2009;
Yalim, 2007). Gelecekte uyumun yordayict degisken olarak ele alinacagi ve
genel ruh sagligi gibi farkli degiskenlerle iliskisinin arastirilacagi ¢alismalar

yapilabilir.
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Neff ve ark.’a (2007) gore 6zduyarlilig1 yiiksek olan bireyler daha az ruminatif
diistinmeye yatkindirlar. Bundan dolayi, gelecekteki yapilacak calismalarda
O0zduyarliligin ruminatif diistinme ve liniversiteye uyum arasindaki araci etkisi
incelenebilir. Ayrica bu c¢alismadaki model, iiniversiteye uyumun alt
boyutlarmin her bir degiskenle iligkisi ayr1 ayri incelenerek olusturulacak olan

farkli modellerde test edilebilir.

Bu ¢alismada 6zduyarlilik ve iiniversiteye uyum toplam puanlari ile ele alinmis
ve model toplam puanlar iizerinden test edilmistir. Daha sonra yapilacak olan
calismalarda tiniversiteye uyum ve Ozduyarliligin alt boyutlarinin modeldeki

diger degiskenlerle iligkisi, olusturulacak olan farkli 6lgme modelleri ile test

edilebilir.

Son olarak ise, bu arastima degiskenler arasi karsilikli iliskiyi temel alan iliskisel
(korelasyon) bir ¢alismadir. Korelasyonel bir ¢alismada neden sonug iliskisinin
tam olarak agiklanamayacagi diisiiniildiiginde, boylamsal c¢alismalarla
Ogrencilerin liniversiteye uyum siireglerinin degisimi zaman igerisinde daha net

anlagilabilir.
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