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ABSTRACT

THE EFFECTS OF STRESS MANAGEMENT TRAINING PROGRAM ON
PERCEIVED STRESS, SELF-EFFICACY AND COPING STYLES OF

UNIVERSITY STUDENTS

Oriicii Celik Miige
Ph. D., Department of Educational Sciences
Supervisor: Prof. Dr. Ayhan Demir

2005, 143 pages

The purpose of this study was to investigate the effects of Stress Management
Training Program on perceived stress, self-efficacy and coping styles of preparatory
school students in Middle East Technical University. Pre-posttest experimental
control group design was used to investigate the effectiveness of Stress Management
Training Program.

Before the main study, reliability and validity studies of Perceived Stress Scale
(PSS-10), College Adjustment Self-efficacy Scale (CASES) and Student Coping
Instrument (SCOPE) were carried out with one hundred and forty one students.

Three hundred and sixty six students (154 females and 212 males) contributed
the main study. Among them, sixteen students were randomly assigned in the
experimental and control group. While the Stress Management Training Program was

applied for experimental group, control group did not receive any treatment.
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The program continued for six weeks, once a week for 90 minutes. The
program included the effective and in-effective ways of coping with stress, emotions
and thoughts that affect behaviors, relaxation training, problem solving and
assertiveness training.

ANOVA, Mann-Withney U and two-related samples Wilcoxon tests were used
to analyze data. The results of analysis of variance showed a gender difference
between males and females. Females had higher scores in perceived stress, socially
related life events and emotion-focused coping. The results of Wilcoxon test showed a
significant reduction between pre and post test scores of experimental group in
perceived stress scores and the frequency of socially related life events. No difference
was found for CASES and SCOPE.

At the end of the study, the findings were discussed and recommendations

were presented.

Keywords: perceived stress, stress management, self-efficacy, coping style.
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0z

STRES YONETIMI EGITIM PROGRAMININ UNIVERSITE OGRENCILERININ
ALGILADIKLARI STRES, KENDINE YETERLILIK VE BASACIKMA STIiLLERI

UZERINDEKI ETKISI

Oriicii Celik Miige
Doktora, Egitim Bilimleri
Tez Yoneticisi: Prof. Dr. Ayhan Demir

2005, 143 sayfa

Bu calismanin amaci, Stres YoOnetimi Egitim Programinin {iniversite hazirlik
siifi 6grencilerinin algilanan stres, kendine yeterlilik ve basa ¢ikma stilleri lizerindeki
etkisini incelemektir.

Bu calismada, Stres Yonetimi Egitim Programinin etkisini incelemek i¢in 6n-
test ve son-test kontrol grubu deneysel arastirma deseni kullanilmistir.

Ana calismaya baslamadan &nce ii¢ dlgegin, Algilanan Stres Olgegi (ASO-10),
Universiteye Uyumda Kendine Yeterlilik Olgegi (ULUKYO) ve Ogrenci Basa Cikma
Olgegi (OBCO), gegerlilik ve giivenirlik galismalar1 141 dgrencinin katildig1 bir pilot
calisma ile yapilmistir.

Ana calismaya 366 6grenci (154 kiz, 212 erkek) katilmistir. Bunlardan onaltist
goniillii olarak deneysel c¢aligmaya katilmistir. Seckisiz yontemle 8 Ogrenci Stres
Yonetimi Egitim Programina 8 Ogrenci ise kontrol grubuna atanmistir. Kontrol

grubundaki 6grencilere herhangi bir islem yapilmamustir.
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Stres Yonetimi Egitim Programi haftada bir 90 dakikalik oturumlar halinde alt1
hafta siirmiistiir. Program ana hatlariyla stresin tanimini, etkili ve etkisiz basa ¢ikma
yontemlerinin neler oldugunu, duygu ve diisiincelerimizin davraniglarimizi nasil
etkiledigini, gevseme egzersizlerini, problem ¢6zme ve girigkenlik becerilerini
icermektedir.

Tim grupta ANOVA sonuclarma gore kiz &grencilerin algiladiklar: stres
diizeyleri, sosyal igerikli yasam olaylar1 sikligi ve duygusal odakli basa ¢ikma
yontemini kullanma siklig1 agisindan farklilik gosterdikleri bulunmustur. Deney grubu
ve kontrol grubunun arastirmanin basinda ve sonunda farklilik gosterip
gostermediklerine Mann-Withney U testi ile bakilmistir. Stres Yonetimi Egitim
Programinin 6grencilerin algilanan stres, kendine yeterlilik ve basa ¢ikabilme stilleri
tizerindeki etkisini degerlendirebilmek i¢in Wilcoxon testi kullanilmastir.

Wilcoxon testi analizinden elde edilen sonuglar, deney grubuna katilan
Ogrencilerin algiladiklar stres diizeylerinin ve sosyal igerikli yasam olaylar1 sikliginin
On ve son test puanlari karsilastirildiginda anlamli diizeyde diistiigiinii gdstermistir.

Calismanin  sonunda elde edilen bulgular tartisilmis ve Onerilerde

bulunulmustur.

Anahtar kelimeler: Algilanan stres, stres yonetimi, kendine yeterlilik, basa ¢ikabilme

viii



X

TO MY FAMILY



ACKNOWLEDGEMENTS

I am indept to Prof. Dr. Ayhan Demir for his valuable supervision, kind
interest and suggestions in the development of each stage of this study. I would like
to express my appreciations and thanks to the members of the examining
committee, Prof. Dr. Esin Tezer, Prof. Dr. Meral Cileli, Prof. Dr. Hiirol Fisiloglu

and Prof. Dr. Thsan Dag for their significant contributions.

I would like to thank to the members of TUBA (Turkish Academy of
Sciences) who made it possible for me to be a visiting scholar in the Ohio State

University.

I would like to extend my appreciation to Prof. Dr. Feza Korkusuz and all

my colleagues for their tolerance, understanding and support throughout this study.

I also want to thank to my husband Burak Oriicii who provided enormous
support during my education and my son Mete Oriicii who was the stress reliever

and source of joy after hours of hard work.



TABLE OF CONTENTS

PLAGIARISM ..ttt e e e e e nnnne e iv
ABSTRACT ettt sttt et neere s Y
OZ ottt vii
DEDICATION ettt et e e e e e snae e IX
ACKNOWLEDGEMENTS ..ottt X
TABLE OF CONTENTS. ..ottt ettt Xi
LIST OF TABLES ..ottt e Xiv
CHAPTER
1. INTRODUCTION ...ttt e e e s 1
1.1. Background to the StUdY..........ccceviieiieiieiicie e 1
1.2. Statement of the problem...........cco i 6
1.3. Statement of the SUbProblemS...........ccooiiiii e, 6
1.4, Definition of the terMS.......ccvviiii e 7
1.5. Significance of the StUAY..........ccceeveiiiieiie e 7
2. REVIEW OF LITERATURE ..ottt 9
2.1. The definition Of StrESS.......cciiiiie e 9
2.1.1. The Environmental Stress Perspective ..........cccocvvevvreninninennnn, 10
2.1.2. Biological Model Perspective .........cccocveveiiervenecieneene e 12
2.2. Stress and Self-effiCacy .......ccccocvvieiiiii i 14
2.3. Stress and COPING ...ooveiieiiiiieie et e 18
2.3.1. Cognitive APPraisal ........cccooeiieiiiiiniese e 18
2.3.2. COPING STrAtEOIES ...ocvveveeiiieierie st 19
2.4, Stress Management .......cveviiiieriiee e 25
2.5. Studies related with Stress and Coping in TUIKEY .......ccccceveveeieeieenenne. 30
3. METHOD .ottt naa e 35
3.1 PATICIPANTS ...euviieiieiieie ettt 35
3.2, INSTIUMENTS .. 35
3.2.1. Life Events Inventory for University Students (LEIU) ............... 35

Xi



3.2.2. The College Adjustment Self-efficacy Scale (CASES) .............. 36

3.2.3. The Perceived Stress Scale 10-item version (PSS-10)................. 36
3.2.4. Student Coping Instrument (SCOPE) ........ccccovviviininnieieneen 38
3.2.5. DemographiC SNEEL .......ccooviiiiiiii e 38

3.2.6. The Translation Studies of the College Adjustment Self-
efficacy Scale, Perceived Stress and Student Coping
INSEIUMENT ..o s 38
3.3. Reliability and Validity Studies of the Turkish version of the scales ....39

3.3.1. Factor Analysis of Life Events Inventory for University

STUABNES ..ot 39
3.3.2. College Adjustment Self-efficacy Scale (CASES) .......cccccceuenee. 41
3.3.3. Reliability and Validity Study of Perceived Stress Scale 10
item Version (PSS-10) ...covoieiieicee e 42
3.3.4. Factor Analysis of Student Coping Inventory (SCOPE)............. 43
3.4. Confirmatory Factor ANAIYSIS .......ccooveiiiiiiiee e 45
3.4.1. Confirmatory Factor Analysis for College Adjustment Self-
efficacy SCale ......ccoccveiiei e 45
3.4.2. Confirmatory Factor Analysis for Perceived Stress Scale .......... 46
3.4.3. Confirmatory Factor Analysis for Student Coping Inventory .....46
TR T (0100 T L1 - USRS 47
3.5.1. The Stress Management Training Program ............cccceevevvenene. 48
3.6. ANalysis OF DAta .......cccocvviiiiiiiic e 52
3.7. Limitations of the StUdy ..o 52
RESULTS .ottt e e e e 53
4.1. Descriptive Statistics of the Main Study...........ccccceveniiiiiniiiceen, 53
4.2. Descriptive Statistics for the Total Sample of the Study .....................53
4.3. Correlation Matrix of the Study Variables ...........cccccceeviveiievciicieene 54
4.4. Descriptive Statistics for Gender ..........ccccvevieiieiienieie e 56
4.5. Descriptive Statistics of The Pretest Scores of Experimental and
(00011 £0] I €1 o111 1S F USRS 57
4.6. The Difference Between Pre-teSt SCOIeS..........ovvvierierereneseniseseeneans 59

Xii



4.7. Descriptive Statistics of The Posttest Scores of Experimental and

(000 )1 70] I €1 (010 1T OSSR 61
4.8. The Difference Between POsSt-TeSt SCOIES........cccvvvrriererieenienesie e 62
4.9. The Effectiveness of Stress Management Training Program ................. 64

4.9.1. The Effectiveness of Stress Management Training on Life

4.9.2. The Effectiveness of Stress Management Training on College
Adjustment Self-efficacy ... 64

4.9.3. The Effectiveness of Stress Management Training on Perceived

4.9.4. The Effectiveness of Stress Management Training on Student
(0] o] | 1o PPN o 5
5. DISCUSSION, IMPLICATION, RECOMMENDATION and

CONCLUSION L.t e e e e e e 66
5.1. Discussion Of the FINAINGS........cccooriiiiiiiinie e 66
5.2, IMPHCAIION ..o 71
5.3. RECOMMENUALIONS ....oovviviiiiiiiiiesiiseee e 73
5.4, CONCIUSION ..ot 74
REFERENCES ...t 75
APPENDICES
A. INSTRUCTIONS and QUESTIONNAIRES OF THE STUDY .......... 93
B. PATH DIAGRAMS OF THE QUESTIONNAIRES .......cccccccvvvivinnnn 99
C. INFORMATION ABOUT STRESS MANAGEMENT TRAINING
GROUP PROGRAM ..ottt 108
HOMEWORK ASSIGNMENTS OF RELAXATION TRAINING ..121
E. TURKISH SUMMARY ..ottt 124
CURRICULUM VITAE ..o ittt 142

Xiii



TABLE
Table 1.

Table 2.

Table 3.
Table 4.

Table 5.
Table 6.
Table 7.
Table 8.
Table 9.
Table 10.
Table 11.
Table 12.

Table 13.

Table 14.

LIST OF TABLES

Factor Loadings, Communalities and Chronbach Alpha
Reliabilities of Life Events Inventory for University Students .......... 39
Factor Loadings, Communalities and Chronbach Alpha
Reliabilities of College Adjustment Self-efficacy Scale .................... 41
Factor Loadings and Communalities of Perceived Stress Scale ......... 43
Factor Loadings, Communalities and Chronbach Alpha

Reliabilities of Student Coping Instrument ..........cccccceveeieieeivenene. 44
Fit Values of Three-Factor Model ...........cccoviiiiiiininiies 45
Fit Values of One-Factor Model ..........ccoveeiiiiiiiiiieeesee e 46
Fit Values of Two-Factor Model .........cccccveeriiiiiiieieseee e 47
Descriptive Statistics of The Variables of The Study...........cccccccvenen. 54
Correlation Matrix of The Study Variables ...........ccccccevviieiicinennnnn, 55
The Mean and Standart Deviation for Gender Variable...................... 56
The ANOVA Results for Gender Variable ...........cccooevveieiieiiniinnnnn, 57
Descriptive Statistics About Pre-Test Scores of The Variables of

The Study for The Experimental and Control Group...........ccccceevvene. 58
The Mean Ranks of The Experimental and Control Group Subjects

on The Pre Test Scores of The Study Variables...........ccccccevvevieinnnnns 60
Descriptive Statistics About Post Test Scores of The Variables of

The Study for The Experimental and Control Group...........ccecevvenens 61

Table 15. The Mean Ranks of The Experimental and Control Group Subjects

on The Post Test Scores of The Study Variables...........ccccooeiiinnnn. 63

Xiv



CHAPTER |

INTRODUCTION

1.1. Background to the Study

The transition from high school to university is a notably stressful period for
many students. The majority of students who are about to enter university appear to
approach this transition in their lives with feelings of joy and anticipation. They
expect university life to offer them significant opportunities for personal, social and
intellectual growth. Although many of these expectations are certainly realized, the
positive affective tone that characterizes their pre-university expectations is often
replaced by feelings that are more negative after the student enters to university. As
with other major life events, it is also accompanied by multiple and significant
changes and is by nature a stressful experience (Baker, 2004; Vlisides, Eddy, &
Mozie, 1994).

First year students must learn not only to adjust to the new demands of adult
independence, but they must also cope with an environment that is very different
from the one they had experienced in their high school years (Abouserie, 1994).
Individuals often move away from home for the first time during this period and cut
off from family and friends who have provided significant social support in their
lives. They must also perform many of the tasks, such as managing their finances or
doing laundry, that were formerly performed by their parents (Rice, 1992). From a
life-event stress perspective, embarking on a university career presents a unique and
significant challenge that lead to stress and adjustment difficulties (Sarason,

Johnson, & Siegel, 1978).

The life-event stress perspective was criticized for its assumption that any
change is stressful, irrespective of whether it is regarded by the person as being
positive or negative, or controllable or uncontrollable (Sarason, Johnson, & Siegel,

1978). Consequently, contemporary stress research emphasizes the importance of
1



psychological appraisal of potential stressful event, suggesting that the stress is not
built-in to the life change, but depends to a large extent on the way that the person
who experiences it perceives such changes (Lazarus & Folkman, 1984). Stress may
be defined as the reaction of individuals to events that they perceive as endangering
to their physical or psychological well being and which they are unsure that they are

equipped to handle (Yoongs et al., 1999).

In the field of education, a moderate degree of stress is thought to be
constructive, even to promote creativity. Two contributions of the construct of
stress to psychosocial models of adaptation were identified as its ability to combine
environmental and personal factors with the development of mental illness through
the construct of vulnerability to stress, and the notion of goodness of fit namely that
psychosocial adaptation is in part of a match between the demands of a situation
and the capacities of an individual. However, for the majority, excessive stress

results in impaired behavior and ineffective learning (Aldwin, 2000, p.13).

Therefore, assessment of stress levels in college students is a topic widely
examined by the researchers. For example, Towbes and Cohen (1996) created the
College Chronic Life Stress Survey in which they focused on the frequency of
chronic stress in the lives of college students. Similar studies have examined
sources of stress between undergraduate (Ross, Niebling, & Heckert, 1999) and
graduate students (Rocha-Singh, 1994). Cahir and Morris (1991) found that college
students may experience stress based on the occurrence of several variables,
including; demands on time, perceived lack of support from faculty, financial
pressure, competition, fear of failure and parental or interpersonal conflicts. As
stress is present and continues, a student may become less confident in his/her
abilities or fearful of his or her circumstances, thereby increasing the risk for

suicidal behaviors.

Excessive stress in students often leads to problems such as academic
failure, unemployment, health problems, underachievement and non-completion of
course and suicidal behaviors (Millings-Monk & Mahmood, 1999). A stress

vulnerability model was proposed suggesting that a person with emotional/social
2



alienation, cognitive distortions and underdeveloped adaptive ability when placed in
a stressful situation would be more susceptible to suicidal ideation than someone
with adequate coping and cognitive flexibility (Hirsh & Ellis, 1996). Most of the
mental health problems identified are anxiety or depression. Not only are the human
costs great, but also financial costs of these two problems are high (Hirsh & Ellis,

1996).

Population in a developmental transition is thought to be especially
vulnerable to the occurrence and effects of stressful processes. There are at least
four major developmental tasks that confront late adolescent college students: (a)
achieving emotional independence from family, (b) choosing and preparing for a
career (c) preparing for relationship commitment and family life, and (d) developing

an ethical system (Cohen & Matthews, 1987).

In accordance with Cohen and Matthews (1987), Ainslie and Shafer (1997)
in their study, identified five sources of individual differences in vulnerability to
stress among children and adolescents (a) developmental factors, (b) gender-related
factors, (c) the proximal nature of daily as opposed to major stressful events, (d)
stress and symptoms in the lives of significant others, (e) individual differences in
self-perceptions of competence and the importance of different domains of

functioning.

During the transition to college, students commonly question their
relationships, direction in life and self-worth. Tremendous inner turmoil may result
from questions about identity and can sometimes lead to a personal crisis (Henton,
Lamke, Murphy, & Haynes, 1980). Personal or emotional problems may be
manifested as global psychological distress, somatic distress, anxiety, low self-
esteem or depression (Grace, 1997). Depression is the primary observed psychiatric
disorder among college students (Hudd, Dumlao, Erdmann-Sager, Murray, Phan,
Soukas, & Yokozuka, 2000; Sherer, 1985). College students, regardless of year in
school, often deal with pressures related to finding a job or a potential life partner

(Dixon, Heppner, & Anderson, 1991).



In the context of stressful life transitions, general beliefs of efficacy may
serve as a personal resource or vulnerability factor (Bandura, 1995). People with a
high sense of perceived efficacy trust their own capabilities to master different types
of environmental demands. They tend to interpret demands and problems more as
challenges than as threats or subjectively uncontrollable events. High perceived
efficacy enables individuals to face stressful demands with confidence, feel
motivated by physiological arousal, and judge positive events as caused by effort

and negative events as due primarily to external circumstances (Bandura, 1995).

A generalized belief in one’s efficacy serves as a resource factor that should
buffer against distressing experiences fostering positive “eustress” perceptions
instead. In contrast, individuals who are characterized by low perceived efficacy are
prone to self-doubts, anxiety arousal, threat appraisals of events and perceptions of
coping deficiencies when confronted with difficult situations and demands.
Although self-efficacy is conceived of as a trait, it is changeable, especially in
response to critical life events by young adults whose self-efficacy is not yet as

elaborated and stabilized as in older persons (Bandura, 1995).

Besides the efficacy beliefs, the style of coping elicited by stressful events is
also closely related to adaptation. Positive coping, characterized by an approach-
oriented style and problem-focused efforts, is related to fewer emotional and
behavioral disorders and also predicts positively to academic and personal/
emotional adjustment; negative coping, including an avoiding style and emotion-
focused coping, is related to higher levels of dysfunctional problems (Compas,
1987; Tao & Dong, 2000). Presumably, these copings are at least moderately stable
across diverse stressful situations, and so, in the long term, they affect adaptational

outcomes (Folkman, Lazarus, Gruen, & DeLongis, 1986).

Coping refers to the person's cognitive and behavioral efforts to manage
(reduce, minimize, master or tolerate) the internal and external demands of the
person-environment transaction that is appraised as taxing or exceeding the person's
resources. There are three key features of this definition. It is process-oriented,

contextual and no prior assumption can be made as what constitutes good or bad
4



coping (Folkman, Lazarus, Gruen, & DeLongis, 1986). Lazarus and Folkman's
(1984) model of coping posits that there are individual differences that mediate the
appraisal process which also affects the coping strategies which in turn influences
the adaptational outcomes. The adaptational outcome, which can be university

adjustment, is the result of the coping effectiveness of the individuals.

Coping skills interventions are intended to provide participants with tools
and skills to solve not only current problems but future ones as well (Brown, 1983).
Since stress is an ever-present phenomenon of modern life, coping with stress has
been shown to be an effective way to reduce health care costs. With increasing
emphasis on prevention, stress reduction has been found to improve quality of life
and adaptation to chronic illness, as well as to decrease dependence and overall use

of health care systems (Smith, 1989; Stetson, 1997).

Most stress-management programs are based on multi-modal, cognitive-
behavioral therapy. An example of an offered cognitive-behavioral model for
adolescents stress and coping has five major components: environmental stressors
(daily hassles and major life events), environmental moderators (support systems),
personal factors (age, cognitive appraisal, etc.), stress outcomes (physical and
psychological outcomes), and behavioral outcomes (drug abuse, pregnancy, etc.)
(Auerbach, 1989). In general, stress management programs can incorporate three
types of interventions. The client can be taught (a) skills that reduce or modify
exposure to stressors (b) skills that reduce excessive physiological functioning,
and/or (c) skills that will facilitate expression of the stress response in a healthy

manner (Kantor & Schomer, 1997).

Stress management education with a psycho-educational approach is
important for college students because of increased stress due to academic demands
and an increased number of developmental challenges inherent in college life. An
educational oriented framework was found to be helpful in integrating and
interrelating information pertaining to stress management and was readily
understood by college students. For example, Walker and Frazier (1993) conducted

an experimental study and subjects in the treatment group was found to increase
5



their knowledge of stress and coping, attitude of self-efficacy in coping and self-

reported frequency of coping behaviors.

The cognitive-behavioral model has been seen as being appropriate as it
focuses on teaching skills and giving information and has been shown to be
effective when used individually and with groups (Brown & Cochrane, 1999). In
the literature, there are examples of stress management programs lasting from six to

eight weeks (Deckro et al., 2002; Walker & Frazier, 1993).

Based on these findings, as the college years are thought to be the most
stressful period in one's life; a cognitive-behavioral stress management program
with an educationally oriented framework can be helpful for the students during that

period and also for their future.

Thus, the aim of this study is to assess the effects of stress management
training program on perceived stress, self-efficacy and coping styles of first year

university students in Middle East Technical University (METU)).

1.2. Statement of the problem

What is the effect of stress management training program on perceived

stress, self-efficacy, and coping styles of university students?

1.3. Statement of the subproblems

1) Is there any effect of stress management training program on experimental
group’s life events scores compared to control group?

2) Is there any effect of stress management training program on experimental
group’s self-efficacy scores compared to control group?

3) Is there any effect of stress management training program on experimental
group’s perceived stress levels compared to control group?

4) Is there any effect of stress management training program on experimental

group’s coping styles compared to control group?
6



1.4. Definition of the terms

Stress: The relationship between the person and environment that is appraised by

the person as taxing or exceeding his or her resources and as endangering well-

being (Lazarus & Folkman, 1984, p.19).

Coping: The person's cognitive and behavioral efforts to manage (reduce,
minimize, master or tolerate) the internal and external demands of the person -
environment transaction that is appraised as taxing or exceeding the person's

resources (Lazarus & Folkman, 1984, p.141).

Self-efficacy: The belief in one’s capabilities to organize and execute courses of

action required to produce given attainments (Chemers et. al., 2001).

1.5. Significance of the study

As being the counselor, working at psychological counseling and guidance
center, it is the observation of the researcher that students apply to the center for
their psychological, academic, social and vocational problems. Among these
students, Preparatory School students constitute a great percentage of the applicants.
Therefore, a counseling unit was opened at the Preparatory School in METU for
this group where they can easily and quickly are served. Especially, the students
coming from different cities, have the most adjustment problems and their stress

levels increase.

Stress management program increases the awareness of the students. They
may become aware of how they are feeling, how they perform academically and
socially. After that, with the help of group training, they may learn how they can
solve their problems. They may understand how their way of thinking affects their
behaviors and feelings. Also, in a group setting, they will see that they are not the
only person having these problems or troubles. They might in a way form a new

social support group for themselves.



A growing body of literature states that college years may be the most
stressful in one's life. At the beginning of a new education life, if students develop,
or improve their coping skills, the coming years may not be so troublesome for
them. As the stress levels of the students decrease with the help of stress
management program, their academic life will be much better. They may invest
much more energy in their studies, as they may know how to deal with stress related

problems after the group.

With this study, development of a stress management program might be
helpful for the colleagues working with university students in various counseling
centers. They can use stress management program with their students. This study

might give way to other related stress studies.

Another significance of this study is the introduction of three new scales;
College Adjustment Self-efficacy Scale, Perceived Stress Scale and Student Coping
Instrument to Turkish Literature. Especially for coping instrument, recent research
emphasizes the importance of the usage of domain specific instruments and SCOPE
is a domain specific instrument developed from a well-known instrument COPE for
university students. Measuring perception of stress becomes more important than
the occurrence of stressful events in people’s life in contemporary stress research
and Perceived Stress Scale helps researcher to collect data about people’s
perceptions. Also, as stated before, in the context of stressful life transitions, general
beliefs of efficacy may serve as a personal resource or vulnerability factor
(Bandura, 1995). Efficacy beliefs affect every phase of personal change-such as the
motivation and perseverance needed to succeed. College Adjustment Self-efficacy
scale is a new domain specific scale adopted to measure the belief in skills

necessary to complete one’s university career.



CHAPTER II

REVIEW OF LITERATURE

The transition from high school to college or university life itself produces
many changes in an individual. Some of these include changes in residence, social
relationships, additional financial burden, and career choices. All such changes
involve demands on an individual for new behavioral and internal responses,
including a new conception of the self and the place of the self in the physical and
social world. Because of these demands, for adaptation to occur, some aspects of

life changes are classified as stressful (Garg, 1992).

Time constraints, financial strain, academic workload, and interpersonal
difficulties with faculty, peers, and significant others contribute to stress for college
students. Evidence from past research shows that stress experienced by college
students relates to outcomes such as anxiety, eating problems, depression and

attrition (Ball & Lee, 2000; Nonis, Hudson, Logan, & Ford, 1998).

Stress has long been a major focus among researchers interested in
environmental and psychosocial influences on health. The term “stress” is in such
common usage that, at first glance its meaning seems straightforward in little need
of definition. However, the way in which the term “stress” has been used in the

literature has not been consistent.

2.1. The definition of Stress

Numerous definitions have been provided, varying in the extent to which
they emphasize stressful events, responses, or individual appraisals of situations as
the central characteristic of stress. Two broad distinctions can be made in the
definition of stress. The environmental stress perspective focuses on the assessment
of environmental events or experiences. Secondly, the biological model perspective
focuses on activation of specific physiological systems that have been repeatedly
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shown to be modulated by both psychologically and physically demanding

conditions (Lazarus, 1993).

2.1.1. The Environmental Stress Perspective

Most evidence on the role of stressors in human disease has derived from
interest in stressful life events. Historically, stress has been viewed as a noxious
external stimuli impinging upon the organism. For millennia, it has been common
knowledge that people could die from stressful events of lifestyles. External sources
of stress may be either physical or sociocultural. Physical stressors include both
trauma, which threatens immediate bodily harm (such as speeding cars, tornadoes
or fire) and aversive environmental conditions, which may have subtler but
nonetheless harmful effects, such as pollutants, noise and the like (Cohen, Kessler,

& Gordon, 1997).

The structure of social roles may also provide opportunities for stress.
Pearlin (1989) identified four types of chronic role strain. Role strain can consist of
overload, as in having too much to do. Interpersonal conflict with roles (arguments
with spouse, child, or co-worker) may be a role strain, as in interrole conflict. Role
captivity (such as being unable to quit an onerous job due to financial obligations)
may be particularly problematic, as is role restructuring (e.g., a daughter who
becomes a caretaker for her parents). There are also ambient strains, like living in
poor neighborhoods, and strains may arise from informal or elective roles
(arguments with friends or fellow members of an organization). Not all role exits or
restructuring may be stressful. Exits from roles that are very stressful may be very

positive.

While psychologists often see events such as job loss or divorce as occurring
randomly or perhaps arising from an individual’s psychological problems,
sociologists are more likely to see the sources of life events as embedded in the
social structure. Pearlin (1989) has argued that stress arises as a function of the

distribution of social resources, as well as an individual’s status and roles. A lack of
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social resources either increases the probability of a stressful life event or enhances

its stressfulness once it occurs.

Interest in the role of life events in illness began with the work of Meyer in
1930s. Meyer advocated that physicians fill out a life chart as part of their medical
examination of ill patients. Meyer believed that the life events elicited in this way
could be shown to have etiologic importance for a variety of physical illnesses. An
important advance in this area of research came in 1957 when Hawkins and his
collaborates developed the Schedule of Recent Experiences in an effort to

systematize Meyer’s life chart (Cohen, Kessler, & Gordon, 1997).

A great many researchers used this instrument over the next decade to
document associations between stressful life events and heart disease, skin disease,
and many others. In a subsequent modification of the Schedule of Recent
Experiences, Social Readjustment Rating Scale, each event was assigned a
standardized weight based on judges’ ratings of the degree of difficulty required to
adjust to the event. These weights were called “life change units”. The summing of
life change units associated with reported events allowed for a summary measure of

environmental stressors (Holmes & Rahe, 1967).

Beginning in the 1970s, a new generation of stressful life event researchers
began to challenge many of basic assumptions involved in the construction and
scoring of the Social Readjustment Rating Scale. A subjective element was
introduced into the Social Readjustment Rating Scale by having individuals
estimate the stressfulness of their own experiences This would give a way to
generate measures that are more sensitive indicators of event stressfulness than
judges’ ratings. The evaluation of how stressful an event might be is likely to be a

good predictor of the actual effect of that event (Sarason, Johnson, & Siegel, 1978).

New concerns were also raised during this period that existing life event
scales might not include an adequate and representative sample of the major events
that occur in people’s lives. A minimum of a one-year reference period was found

appropriate. It is long enough to obtain a reasonable estimate of variations in
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exposure to recent life events and short enough to avoid the substantial decline in
the ability of respondents to call events that appears to occur beyond the 1-year time
frame. A more general recommendation, however, is that the appropriate time frame
will necessarily depend on the nature of the outcome and the inherent causal lag of

events for that outcome (Cohen, Kessler, & Gordan, 1997).

There are also critical differences between checklist and personal interview
measures of life changes. The life change —readjustment paradigm assumes that
positive as well as negative changes are related to the experience of emotional
stress; interview methods, however, consistent with their focus on the most
emotionally arousing stressors, are designed to elicit reports of negative events

(Cohen, Kessler, & Gordan, 1997, p.39).

2.1.2. Biological Model Perspective

Stress represents a deviation from some norm or steady state. Bernard
initially described the principle of homeostasis and its mechanisms were later
elaborated further by Cannon (1939). He explains the body’s stress reaction in
terms of the “fight or flight” response. In the fight or flight response a person
experiences some set of stimuli from the world around him which automatically set
of a series of complex physiological changes that prepare the body to fight or flee.
A person quickly assesses the nature of the stimuli and acts to fight or flee if
necessary. Even if no action is taken, the body remains in a state of maintained
arousal for a period of time following the time it experiences the stimuli that set off
the reaction in the first place. Over time, homeostasis is achieved. Homeostasis is
the tendency of the body to return to the pre-stress physiological status (including
breathing, heart-rate, etc.).

Later, in 1950s Selye described stress in terms of the General Adaptation
Syndrome. According to Selye, organisms facing a stressor will immediately enter
into an alarm state where a series of complex physiological changes take place,
including such things as increased heart rate and breathing among myriad other

symptoms. The second stage of the adaptation syndrome is resistance. During
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resistance the organism remains aroused while the body works to defend against
and adapt to the stimuli. Should the stressors continue unabated for an extended
period of time, an organism will enter a third stage of the adaptation syndrome,
called exhaustion. In the exhaustion phase, an organism suffers serious
diminishment of resources and begins to experience a variety of impairments or
effects of long term stress such as heart disease, hypertension (high blood pressure),
and so on. If stress is left unchecked, the exhaustion phase is eventually followed by

death of the organism (Selye, 1956).

The short-term impact of acute stress events and the potentially lethal effects
of chronic stress was understood by Selye's pioneering work in stress research.
Selye also contributed three important terms to the study of stress: eustress,
neustress, and distress. According to Selye, when human beings experience stress, it
is distress, the negative impact of stress. But Selye also argued that not all stress is
bad. He introduced the idea of eustress (or euphoric stress) to describe the elation
and other positive effects people feel under moderate stress and the notion of
neustress (or neutral stress) to describe stress that had neither a positive nor

negative impact on humans (Rubenzer, 1988, Sime, 1997).

According to Lazarus (1993), whatever words are used to describe the stress
process, four concepts must always be considered: First, a causal external or
internal agent, which Hooke called a load and others called stress or a stressor,
second, an evaluation (by a mind or a physiological system) that distinguishes what
is threatening or noxious from what is benign; third, coping processes used by the
mind (or body) to deal with stressful demands, and forth, a complex patterns of

effects on mind and body, often referred to as the stress reaction.

As mentioned before, late adolescence in general and the transition from
high school to university in particular, is a notably stressful time for many students.
Considering the confusion that often accompanies the search for adult identity,
certain types of events are more likely than others to be appraised as being stressful.

These include events that are typically regarded as being negative, involve areas of
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life that are central to the person’s identity, are unpredictable and uncontrollable. In
their study, Lafrenier and Ledgerwood (1997) examined the impact of three factors
thought to influence stress and adjustment to university life: place of residence of
the student, gender and perceived social support from family. While entering
university is usually seen as a positive event, it represents a transition that is likely
to involve several stressful features. Compared to more structured environment of
high school, university is likely to involve more ambiguous expectations and
demands on students. A significant effect of gender on perceived stress; with
females showing higher overall levels of stress than males was found in this study.
When three-way interaction (place of residence x gender x perceived social support
from family) was considered, it was significant. When perceived family support
was high, participants tended to be fairly uniform in their adjustment to university,

across both genders and either place of residence.

2.2. Stress and Self-efficacy

According to cognitive relational stress theory (Lazarus, 1991; Lazarus &
Folkman, 1984), people’s psychological adaptation to new circumstances may be
either facilitated or impeded depending on contextual factors. These factors include
personal resources or vulnerabilities on the one hand and environmental resources
or constraints on the other. In encounters with stressors, resources, vulnerabilities,
and constraints influence stress appraisals, coping strategies and subjective well-
being. Strong resources and weak constraints foster adaptive coping strategies that
mediate better psychological and physical well-being than weak resources and

severe constraints.

Personal experiments shape coping skills development and provide the
client with further occasions to reconsider his or her expectations and beliefs as well
as strengthen feelings of self-efficacy (Bandura, 1982; Bandura & Adams, 1977).
The extent to which interindividual differences in stress appraisal, emotional states,
and health can be predicted by general beliefs in personal efficacy. Self —efficacy is
conceived of not as a domain-specific or situation specific cognition but as a trait

like general sense of confidence in one’s own capabilities to master different types
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of environmental demands. Self-efficacy is a contextual-related judgment of
personal ability to organize and execute a course of action to attain designated
levels of performance. Whereas self-concept is a more general self-assessment that

includes other self-reactions (Bandura, 1986; Bandura, 1990).

Perceived self-efficacy has been shown to be an important determinant of
health promoting behavior. There are two levels at which a sense of personal
efficacy plays an influential role in human health. At the more basic level, people’s
beliefs in their capability to cope with the stressors in their lives activate biological
systems that mediate health and disease. The second level is concerned with the
exercise of direct control over the modifiable behavioral aspects of health. It is not
stressful life conditions but the perceived inability to manage them that produces the

detrimental biological effects (Bandura, 1995).

Bandura (1977) specifies four information sources that people use in
forming their sense of personal efficacy. The most important source is performance
experience. Successes build a sense of self-efficacy; failures weaken it. Repeated
early failures especially may have the most adverse effect if they cannot be
discounted due to lack of effort or unfavorable circumstances. Failures are less
detrimental if people have already developed a strong sense of efficacy through
early frequent successes. Successes achieved in the face of adversities are
particularly beneficial. A strong sense of efficacy acquired in one area of
functioning may be transferred to other areas, thus creating a general sense of
personal efficacy, vicarious experience, verbal persuasion and physical and

emotional reactions.

Forming beliefs of personal efficacy is a complex process of self-appraisal,
which entails selecting, weighting, and integrating information from multiple
sources. Culture may play its influential role in this appraisal process. Culture may
affect not only the type of information provided by the various sources, but also
which information is selected and how it is weighed and integrated in people’s self-
efficacy judgments. Strong self-efficacy beliefs lead to greater persistence in the

face of difficulties, reduce fear of failure (Bandura, 1995). A strong sense of
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personal efficacy seems to reduce the likelihood of negative appraisals of stressful
life demands, and, as a consequence, it provides protection against emotional

distress and health impairments (Trockel, Barnes, & Egget, 2000).

Bandura (1993) has posited that perceived self-efficacy encompasses more
than beliefs that effort determines performance. Judgments of one’s knowledge,
skills, strategies, and stress management also enter into the formation of efficacy
beliefs. Efficacy beliefs have also been studied in relation to students’ persistence
and academic success in pursuing a major in college. The overall findings of cross-
sectional, longitudinal and experimental studies are quite consistent in showing that
beliefs in personal efficacy enhance effort and persistence in academic activities.
Because perceived self-efficacy fosters engagement in learning activities that
promote the development of educational competencies, such beliefs affect level of

achievement as well as motivation (Bandura, 1995; Pajares, 1996).

Both outcome expectancies and efficacy beliefs play influential roles in
adoption of health behaviors in elimination of detrimental habits, and in the
maintenance of change. In adopting a desired behavior, individuals first form an
intention and then attempt to execute the action. Perceived self-efficacy represents
the belief that one has the capability to change risky health behaviors by personal
action (Strecher, DeVellis, Becker, & Rosenstock, 1986). Efficacy beliefs affect the
intention to change risk behavior, the amount of effort expended to attain this goal
and persistence to continue striving in spite of barriers and setbacks that may
undermine motivation. Perceived self-efficacy has become a widely applied
theoretical construct in models of addition and relapse. These theories assume that
success in coping with high-risk situations depends partly on people’s beliefs that
they operate as active agents of their own actions and that they possess the

necessary skills to reinstate control should a slip occur (Bandura, 1995).

Controllability is a key organizing principle regarding the nature of stress
effect. It is not stressful life conditions per se but the perceived inability to manage
them that produces the detrimental effects (Bandura, 1992b). Exposure to stressors

without perceived efficacy to control them activates autonomic, catecholamine and
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endogenous opioid systems. Most human stress is activated in the course of learning
how to exercise control over environmental demands and while developing and
expanding competencies. Stress activated in the process of acquiring coping
efficacy may have very different physiological effects than stress experienced in

aversive situations with no prospect of ever gaining any self-protective efficacy.

Efficacy beliefs affect every phase of personal change- whether people
consider changing their health habits; whether they enlist the motivation and
perseverance needed to succeed and how well they maintain the habit changes they
have achieved. To build a sense of efficacy, people must develop skills on how to
influence their own motivation and behavior. Preventive efforts are especially
important because many of the patterns of behavior that can seriously compromise
health typically begin in early adolescence. It is easier to prevent detrimental health
habits than to try to change them after they have become deeply entrenched as part
of a life-style (Jarusalem & Mittag, 1997).

Effective programs to promote healthy life-styles must address the social
nature of health behavior and equip youth with the means to exercise control over
habits that jeopardize their health. This requires a multifaceted sociocognitive
approach to the common determinants of interconnected health habits rather than

piecemeal targeting of a specific behavior.

Self-efficacy theory has proposed that all forms of psychotherapy and
behavioral change operate through a common mechanism: the alteration of the
individual’s expectations of personal mastery and success. According to Bandura
(1977) expectations of self-efficacy are the most powerful determinants of
behavioral change because self-efficacy expectancies determine the initial decision
to perform a behavior, the effort expended and persistence in the face of adversity.

(Sherer et al., 1982).

The contribution of self-efficacy to educational achievement is based both
on the increased use of specific cognitive activities and strategies and on the

positive impact of efficacy beliefs on the broader, more general classes of
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metacognitive skills and coping abilities. Self-efficacy acts on a broader level
through the more effective use of metacognitive strategies, which involve planning
and self-regulation-skills that become increasingly important as an individual
progresses through educational levels to environments that are less ordered and
constrained (e.g., college or university life). Self-efficacy has an impact on affect
through its effects on attention and construal of environmental demands, by the
choice of actions taken and through its effect on the ability to control and manage

negative or potentially negative emotions (Chemers, Hu, & Garcia, 2001).

2.3. Stress and Coping

2.3.1. Cognitive Appraisal

Primary cognitive appraisal is an evaluation of a situation as to its meaning
for personal well-being. Three kinds of primary appraisals can be distinguished (1)
irrelevant, (2) benign-positive, and (3) stressful. When an encounter with the
environment carries no implication for a person’s well-being, it falls within the
category of irrelevant. Benign-positive appraisals occur if the outcome of an
encounter is construed as positive that is if it preserves or enhances well-being or
promises to do. Stress appraisals include harm/loss, threat and challenge. In
harm/loss, some damage to the person has already been sustained, as in an
incapacitating injury or illness, recognition of some damage to self-or social esteem,
or loss of a loved or valued one. The most damaging life events are those in which

central and extensive commitments are lost (Lazarus & Folkman, 1984).

Threat concerns harms and losses that have not yet taken place but are
anticipated. Even when a harm/loss occurred, it is always fused with threat because
every loss is also pregnant with negative implications for future. The third kind of
stress appraisal, challenge, has much in common with threat in that it too calls for
the mobilization of coping efforts. The main difference is that challenge appraisals
focus on the potential for gain or growth inherent in an encounter and they are

characterized by pleasurable emotions such as eagerness, excitement and
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exhilaration, whereas threat centers on the potential harms and is characterized by

negative emotions such as fear, anxiety and anger (Lazarus & Folkman, 1984).

Coping effectiveness is considered as the extent to which a stressful
situation is altered or negatively toned emotions are managed. In a study, the
researchers examined the person-related variable of values and goals, the cognitive
stress appraisals of threat and challenge, coping effectiveness as a measure of
secondary appraisal, perceived health as an adaptational outcome within a current
stressful situation. The situation was participation in a cross-cultural learning
experience in which an individual traveled alone to a host country outside of the
U.S. Respondents appraised a typical study abroad experience as a challenge rather
than a threat. The coping styles used most often were the optimistic, confrontive,
supportive and self-reliant styles. A majority of respondents reported that their
general health was very good to excellent before traveling. During and after the
experience, participants also reported general health to be very good to excellent

(Ryan & Twibell, 2000).

In current adjustment models, an individual’s appraisal of life events has
been included as an important determinant in the stress-illness process. Cognitive
appraisal is a key mediator in transactional models of stress. Need for information,
familiarity and need to accept may be more indicative of secondary appraisal
processes. Cognitive appraisals of life events were more important determinants of
responses to stressors than were the frequency of life events and the types of coping
behavior being used. It was the individual’s perception of the life event and not the

event itself that had important implications (Gall & Evans, 1988).

2.3.2. Coping Strategies

Coping strategies are thought to consist of both cognitions and behaviors
that are directed at managing a problem and its attendant negative emotions. In a
transactional scheme, stressors arise because of a perceived shortfall of resources
needed to deal with a problem, once the resources have been developed, the
situation is no longer perceived as stressful-unless, of course, the situation somehow
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becomes altered and the routines are no longer adequate (Livneh & Livneh, 1996;

Printz, Shermis, & Webb, 1999).

College students confront many challenges in pursuit of their educational
goals. When such experiences are perceived as negative, they can have an adverse
effect on students’ motivation and performance. Moreover, if prolonged and
perceived unmanageable, these experiences have been shown to elicit helplessness,
and stress. The resources available to cope with stress and the manner in which
individuals actually cope may be important factors influencing patterns of growth
and development as opposed to the onset of a host of psychological and somatic

problems (Compas, 1987; Compas et al., 1987).

Traditional approaches to coping had emphasized traits or styles-that are
stable properties of personality. Coping, as defined by Lazarus and Folkman (1984),
is a process that consists of “constantly changing cognitive and behavioral efforts to
manage specific external and /or internal demands that are appraised as taxing or
exceeding the resources of the person” (p.141). According to Lazarus and Folkman,
types of coping can be grouped into two categories, emotion-focused and problem-
focused. Emotion —focused coping entails efforts to regulate emotional distress,
including avoidance, while problem-focused forms of coping direct attention
towards the problem and look for ways for solving it. The type of coping chosen
depends partly on an individual’s appraisal of the situation’s amenability to change.
When a person believes the situation cannot be altered, emotion-focused coping is
most likely to be utilized, while a problem-solving strategy is the probable choice if
the situation is viewed as changeable (Folkman & Lazarus, 1985). An individual’s
response to a given event can be a critical component in determining the impact the

event will have (Edwards & Holden, 2001; Endler & Parker, 1990).

Billings and Moos (1984) subdivided problem-focused coping into
“information-seeking” coping which involved trying to find out more about the
situation and obtaining guidance from social network members and “problem-
solving” coping which involved taking specific actions to deal with a situation.

Emotional focused coping was also subdivided into “affective regulation” coping,
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which involved controlling stress related emotions by suppressing impulsive acts
and improving morale by thinking positive thoughts or becoming involved in other
socially accepted activities and “emotional discharge” coping, which involved
discharging unpleasant emotions verbally and behaviorally to reduce tension in less

socially acceptable ways.

Coping is a major factor in the relation between stressful events and
adaptation outcomes such as depression, psychological symptoms and somatic
illness. There are three key features of this definition. It is process oriented,
contextual, and we make no priori assumption about what constitutes good or bad
coping. A critical difference between the trait-oriented and the process oriented
approaches is the significance given to the psychological and environmental context
in which coping takes place. In the trait-oriented approach, it is assumed that coping
is primarily a property of the person and variations in the stressful situation are of
little importance. In contrast, the context is critical in the process-oriented approach
because coping is assessed as a response to the psychological and environmental

demands of specific stressful encounters (Aldwin, 2000).

An intraindividual approach to the problem in which each person’s coping
processes were examined across a variety of stressful encounters (Folkman et al.,
1986). The immediate outcome of an encounter refers to the person’s judgment of
the extent to which the encounter was resolved successfully. The primary purpose
of this study is to examine the functional relations between cognitive appraisal and
coping processes and their short-term outcomes within stressful encounters. In
changeable encounters, subjects used coping strategies that kept them focused on
the situation: they confronted, did planful problem solving, accepted responsibility,
and selectively attended to the positive aspects of the encounter. In contrast, when
subjects appraised encounters as having to be accepted, they turned to distancing
and escape-avoidance, which are forms of coping that allow the person not to focus
on the troubling situation. Questions about causality are especially important for
deciding how to intervene in maladaptive appraisal-coping-encounter outcome

sequences (Folkman et al., 1986).
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The essence of stress, coping and adaptation is change. Therefore, unless
change is focused, it would be hard to learn how people come to manage stressful
events and conditions. To be concerned with change is to be concerned with process
as opposed to structure. Structure refers to stable factors such as personality traits or
static features of the environment. The research to be reported is designed to elicit
information about two stress-related sets of processes: emotion and coping,
including the use of social support. The setting is a naturalistic stress situation-a
college midterm examination, has three distinct stages. An anticipatory stage when
the student must prepare for the exam under ambiguous conditions, a waiting and an
outcome stage. Little attention is given to how anxiety or other emotions might
increase and decrease throughout the examination or to the coping processes or to
the changes in the environment that might mediate these changes. Individual
differences in coping stability-variability may be an important factor in coping
effectiveness, and in short- and long-term adaptational outcomes in stressful

encounters (Folkman & Lazarus, 1985).

In one study, Carver, Scheier and Weintaub (1989) examined the
relationship between coping style and situational coping in a sample of college
students. Results indicated that compared to their typical stress response, a
difference between students’ routine and situational ways of coping emerged.
However, there were meaningful correlations found between subscales on the
dispositional and situational COPE scale, indicating a degree of consistency

between college students’ coping style and their situation-specific way of coping.

In their study Carver and Scheier (1994) focused on the three phases
associated with college examination: anticipation, waiting, and outcome. Results
indicated that coping with an academic stressor differed from one stage to another;

however, dispositional coping did predict comparable situational coping.

In another study (Struthers, Perry, & Menec, 2000) the capacity of an
academic specific measure of college students’ coping style to predict students’
academic motivation and performance was examined. A positive relationship

between motivation and course grade was expected. Results confirmed that the
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relationship between college students’ stress and course grade is qualified by their
academic coping style and motivation. Greater academic stress is associated with
greater problem-focused coping and emotion-focused coping. This study extends
previous research by demonstrating that academic specific coping styles
significantly predict college students’ management of stress at college. In addition,
this research indicates that coping and motivation are related processes and should

be considered within the same model.

A number of recent studies emphasized the need to investigate in more
depth the role of major personality variables to successful psychosocial adjustment
and general well-being. The personality variables/vulnerability factors, which have
been of research interest recently including shyness, negative and positive affect
and extraversion and neuroticism. It is suggested that negative and positive
affectivity might play a very significant role in the psychosocial adjustment of

students to university life (Mattlin, Wethinghton, & Kessler, 1990).

Moreover, achievement motivation is another personality variable, which
although appearing relevant to overall psychosocial and academic adjustment to
university has not been studied adequately. Recent research with students appears to
suggest that coping strategies and styles as expressed in specific stressful situations
are related both to overall adjustment and to health outcomes (Halamandaris &

Power, 1999).

Early studies of stress considered life events and other external causes of a
stress response. Later, Lazarus (1993) offered an alternative conceptualization.
Variables such as hardiness, a sense of coherence and self-efficacy were identified
and investigated. Coping responses were initially conceptualized as traits, that they
reflect stable ways in which individuals are ‘good copers’ or ‘poor copers’. Later
approaches identified coping transactions, which are ongoing sequences of events in
which available coping resources and responses influence the individual’s appraisal
of the stressor, coping response and subsequent appraisal (Folkman, 1984).
Situational characteristics, particularly the controllability of the stressor, evoke

differential coping responses.
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Further research to assess the correlation of these self-reported frequencies
with actual coping responses and more important with outcomes in problem solving
is clearly needed. Although it will be useful in future research to consider control as
a situation specific variable, it will also be necessary to distinguish between control
over cause and control over outcome. Unfortunately, stress and coping researchers
frequently fail to ask the person being studied this question: What was (is) your goal
in selecting or in avoiding a coping response? This type of fine-grained analysis is

needed (Altmaier, 1995).

Leong, Bonz, and Zachar (1997) in their study tested the hypothesis that
students’ differential coping styles could impact their adjustment to college. The
results indicated that academic adjustment and personal/emotional adjustment were
related to coping strategies, while social adjustment and attachment/goal
commitment were not related to coping strategies. Having the predictive ability to
identify students with potential adjustment problems could help counselors more

effectively serve a larger number of students.

Compas (1995) stated that using a range of coping strategies with diverse
stress situations during adolescence period would provide a basis for tomorrow’s
adults to gain effective coping strategies. Mahan and Shaughnessy (1999) also
suggested that counseling services might provide stress management training

programs, attendance of which should be mandatory for new students at university.

In another study (Lee & Larson, 1996) examined which coping strategies for
dealing with examination stress contributed to lower rates of emotional and physical
problems among Korean adolescents. Secondly, gender differences in Korean
adolescents’ coping strategies were analyzed. Thirdly, they evaluated the
effectiveness of coping with examination stress and finally, they examined whether
the effectiveness of Korean adolescents’ coping with examination stress varied

according to the severity of their additional life event stress.
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The results of the study showed that Korean adolescents who experience life
event stress in addition to their examination stress reported more psychological and
physical symptoms. No gender difference was observed in the use of information-
seeking coping to deal with both examination and no examination stress; however,
difference was found in the frequency of emotional-discharge coping. The
effectiveness of different coping strategies for Korean adolescents appeared to be
similar to patterns found in research with Western adolescents dealing with stress.
Problem solving and information seeking coping were related to less depression,
whereas emotional-discharge coping was related to more physical symptoms (Lee

& Larson, 1996).

2.4. Stress management

College students clearly experience stresses and could benefit from
strategies to reduce it. If university personnel are to effectively promote the
adjustment of students to an academic environment, they need to be aware of the
type of stressors that are most common to college students and the effects of those
stressors on outcomes such as academic performance and health (Nonis, Hudson,

Logan, & Ford, 1998).

Given the changes and demands of college life, many students seek to
improve their ability to manage stress effectively. Counseling centers typically offer
programs designed to facilitate stress awareness and promote effective strategies of
stress management. Stevens and Pfost (1984) outlines eight components of stress
management that can be incorporated into individual or group format, stress
information, relaxation training, cognitive restructuring, problem solving, time
management, nutritional counseling and exercise planning. Assessment involves
measuring overall stress and identifying indicators and sources of stress. Students
are often unaware of the subtle manifestations of stress and underestimate the
impact of stress on their physical and psychological well-being. Knowledge of the
dimensions of the stress response can heighten awareness of stress as it is

experienced and information about the long-term effects of excessive stress can
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motivate students to acquire more effective stress management skills (Stevens &

Pfost, 1984).

These preventive approaches usually involve an attempt to teach a variety of
stress management techniques so that students can learn to manage stress before it
builds to a crisis and causes psychological or physiological problems. The literature
describes a number of different preventive approaches to stress management for
college students. As with most preventive mental health programs, it is difficult to
ascertain the effectiveness of these efforts. Most of the studies available are
descriptive in nature with little controlled research demonstrating effectiveness

(McWhirter, Okey, Roth, & Herlache, 1989).

Archer (1986) describes a stress management course and an evaluative
research study. The course was held two hours per week, for 15 weeks, with an hour
of lecture and an hour of small group discussion. The primary instructor or guest
lecturers (nutritionist, physical education instructor, and graduate students) gave the
lectures; graduate students in counseling or psychology led the small group
discussions. Students in the stress management class had significant greater mean
gain scores than the control class in four of the behavior rating areas; regular
relaxation, situational relaxation, aerobic exercise, and positive self-statements.
Students proclaimed loudly that time management section was misplaced (it was at
the end of the course). By the time it was covered in class, they were under so much
academic pressure that changes in time management approaches did not seem

possible for many of them (Archer, 1986)

Stress management programs are being widely offered on college campuses
today. These programs are partly based on the premise that maladaptive perceptions
and reactions to stressful events can be changed. The effectiveness of stress
management techniques has been reported for laboratory and clinical setting.
Applied programs such as those widespread in the college setting have rarely been
evaluated. Whether stress management groups effectively reduce stress on a long-
term basis remains an unanswered question. Three separate groups run during a

semester meeting once for 2 hours per week, for 3 weeks. The same stress counselor
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conducted all three-stress management groups; the format of the Stress management
programs involves a mixture of lecture, group discussion, activities, and training in
several relaxation techniques. Lecture topics include defining stress and its relation
to change and illness, universal guidelines for managing stress, rational thinking,
time management, and the mind/body as a whole. The group stress-counseling
program was not shown to be effective than passage of time in increasing an
individual’s ability to cope with stress (Nicholson, Belcastro & Duncan, 1989;

Morse &Walker, 1994).

Contrary to the popular belief that time-management behavior directly
influences stress and stress-related outcomes such as performance, problem-solving
ability, psychological and physiological health, empirical evidence suggests that it
is linked instead through the perception of control over time (Macan, 1994). Only if
time management behaviors provide a person with the perception that he or she has
control over time will stress reduction or changes in stress-related outcomes result.
While no study has directly tested the influence of perceived control over time as a
coping strategy on outcomes such as physiological and psychological health,
several studies have found coping strategies to positively influence physiological
and psychological health outcomes. Students should be made aware that they
couldn’t possibly manage their time until they have the knowledge and the
experience of being in control of their time (Nonis, Hudson, Logan & Ford, 1998).
Student counseling centers should emphasize the importance of both the perception

of, and behavior relating to, time management when advising students.

A person who fails to cope with harmful stimuli might suffer from mental
and physical exhaustion and certain diseases. Psychological stress is now
recognized to be one of the important risk factors for upper respiratory tract
infection (Reid, Mackinnoh, & Drummond, 2001). The incidence of colds and flue
has been linked to dissatisfaction with life, a high degree of life change events, a
decrease in desirable daily events and an increase in undesirable daily events. Reid,
Mackinnoh and Drummond (2001) conducted a study to determine whether stress
management techniques would decrease symptoms of upper respiratory tract

infections (URTI) in university students during the examination period, a time
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traditionally regarded as highly stressful. An eight-session treatment including
stress awareness training, time management strategies, relaxation and guided
imagery were given to experimental group and control group had no treatment. The
results showed that the number of days with symptoms of URTI decreased in

treated subjects during the examination period.

Even though coping can reduce stress, not all coping is successful, as
success depends on the strategy used. For convenience, stress management
programs may be categorized into five basic formats: progressive muscle relaxation,
meditation, biofeedback, cognitive-behavioral skills training, and a combination of
techniques. Cognitive-behavioral skill training helps a person to modify the
appraisal processes that determine whether a specific stimulus is harmful and to
develop behavioral skills for managing the stressor. A combination of these
techniques may be applied during stress management interventions to achieve more

effective reduction (Goldman & Wong, 1997; Gregson & Looker, 1994).

Another study examined the effects of a stress management program for
college students of social work on their perception of mental stress and stress-
coping strategies. Cognitive-behavioral therapy may change the cognitive appraisal
that a stimulus is harmful. Participants in a stress management program may
perceive their life events to be less stressful. No effect of gender was found, but
limited number of males were attended the study. Cognitive skills may help highly
anxious persons restructure their thinking patterns such that an event is perceived to
be less harmful. The present program focused more on relaxation training than on
modification of cognitive skills. Future studies of stress management interventions
should measure emotional changes at pre- and post program (Hirokawa, Yagi, &

Miyata, 2002).

The stimulus complex confronting the individual has rarely been
conceptualized in terms of the nature of the coping demands it poses for that
individual, and intervention strategies have often been formulated to match those
demands. Problem and emotional focused coping mechanism are both useful under

the appropriate circumstances in facilitating adjustment to stressors associated with
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disease and health care (Humphrey et al., 1998; D’zurilla & Sheedy, 1991). There is
general agreement that several types of intervention techniques (notably
informational, modeling, cognitive-behavioral) have utility in promoting adaptation/
recovery and/or minimizing negative outcomes. However, this conclusion is
generally tempered by the admonition that these findings must be interpreted
cautiously because of inadequate or insufficient use of control groups and /or
confounding of treatment components in many studies, which prohibited isolation

of essential components responsible for treatment effect.

In contrast to psychotherapy research, in stress management research the
theoretical relevance of an intervention is closely tied to the nature of the particular
stressor around which the intervention is oriented. It is likely that problem-focused
coping and interventions geared at stimulating such coping processes will be most
effective with stressors perceived as possibly being ameliorated by action. Mixed-
focused intervention worked best. In sum, there is a need for studies that evaluate
the efficacy of interventions selected on the basis of their likely impact on the
coping skills and processes necessary to deal with stressors confronted by patients

(Boutet, 1994).

Time and timing of intervention in relation to the onset of the stressor have
received little attention from researchers. Few studies have evaluated the effects of
interventions delivered after exposure to the stressor. The effectiveness of stress
management interventions is determined by the extent to which they teach those
coping skills and strategies that address the primary demands on coping resources

posed by the stressor complex confronting the individual (Auerbach, 1989)

It is hypothesized that college students who attended a 6-week Relaxation
response and Cognitive Behavioral Treatment intervention will demonstrate
reductions in psychological distress, anxiety and the perception of stress. In addition
the students would increase health-promoting behaviors, compared to those in a

waitlist control group. Findings support the hypothesis (Deckro et al., 2002).
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Problem solving skills include the ability to search for information, analyze
situations for the purpose of identifying the problem in order to generate alternative
course of action, weigh alternative courses of action with respect to desired or
anticipated outcomes and select and implement an appropriate plan of action

(MacNair & Elliot, 1992).

In their study, MacNair and Elliot (1992) examined the relation between
self-perceived problem solving ability, cognitive appraisals of stressful events and
coping strategies. According to transactional perspective, coping should be
determined situationally and in congruence with the person-situation transaction.
They predicted that the appraisal and coping process would be influenced by one’s
problem-solving self-perception. The results showed that self-perceived effective
problem-solving persons saw less threat, perceived more personal coping resources,
and used more problem-focused coping and less-emotion-focused coping strategies

than those perceiving their problem-solving skills as ineffective.

One aim of Cognitive Behavioral Treatment is to help individuals
restructure their thoughts, which in turn should improve the way the person feels
about a particular stressful situation (Hockemeyer & Smyth, 2002). Another aim of
preventive and remedial psychological interventions is to increase the participants’
personal awareness. When a presenting issue is stress related, it is important that
students gain increased awareness of their personal responses to the stressful

situation (Palmer & Dryden, 1994).

Selye’s (1976) contributions made acute awareness of physiological changes
that accompany stressful events. Because of these physiological reactions, it is
important that mental health professionals help clients understand physical changes
that may occur during stressful events. Therapists can explain the fight or flight
response and the physiology of stress, including descriptions of sympathetic and
parasympathetic nervous systems and hormonal changes that occur during a stress

response (Romano, 2001).
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2.5. Studies related with Stress and Coping in Turkey

In Turkey, stress and various psychological variables were investigated in
different studies. The number of these studies was especially increased after the
occurrence of specific events. For example, after the Marmara earthquake disaster
in 1999 many studies were conducted related with post —traumatic stress, such as
Gokler (2001) studied the predictor variables of post-traumatic symptoms in
children and adolescents. Coruhlu (2001) investigated the ways of coping with
stress of primary school teachers who live in the earthquake area. Giines (2001)
examined the gender difference in distress levels, coping strategies, stress related

growth and factors associated with psychological distress and perceived growth.

Another group of studies were about stress levels and coping strategies of
caregivers, mostly mothers with disabled children either physically or mentally.
Duygun (2001) compared the stress symptoms, coping styles and perceived social
support effect on the burn out level of mentally handicapped and healthy children’s
mothers. Tekinalp (2001) studied the effects of a coping skills training program on
the coping skills, hopelessness and stress levels of mothers of children with autism.
Also, Dogan (2001) evaluated the parents of hearing-impaired children in terms of

some psychological variables.

The other group of study was about job stress and burn-out (Dervisoglu,
2000) and various psychological variables of different group of subjects such as

nurses (Egrigozlii, 2002; Giindiiz, 2000) army aviation and policemen (Eren, 2001).

Coping studies, which were mostly conducted with university students, were
about different variables. For example, Dag (1990) investigated the relationship
among locus of control, coping strategies and psychopathology. For university
students’ low but significant correlations were found between external locus of
control and being symptomatic and between low learned resourcefulness and being
symptomatic. In this study, locus of control and learned resourcefulness were also

found as the significant predictors of being symptomatic. Other variables were
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perceived control (Palanci, 2000; Ogul, 2000), and social support (Isikli, 1998).
Kaymakg¢ioglu (2001) examined the effects of perceived stress, perceived social
support, locus of control belief, negative mood regulation expectancies and coping
styles on depression and anxiety. Perceived stress was measured by life events
scale. Negative mood regulation expectancies were found to be the best predictor of

depression and anxiety symptoms.

There were also studies about coping skills. Tugrul (1994) compared 18-24
years old children of alcoholic fathers with children of non-alcoholic fathers on the
dimensions of ways of coping, self-esteem and adjustment. The results showed that
the self-esteem and adjustment levels of children of alcoholics were lower than the
children of non-alcoholic fathers and they use helpless approach and seeking refuge
in fate as ways of coping. Sahin (1999) investigated the coping strategies of the
senior students in terms of their departments, genders and levels of income.
Students’ coping strategies differed in terms of their departments, as fine art
students use self-confident and optimistic coping strategy and students in natural

sciences use obeying and helplessness approach more.

In another study, coping strategies of Baskent University students on
different variables were examined (Dogan, 1999). The results of the study showed
that there was no difference among students who receive scholarship and who do
not and also no difference were observed between first, second year and prep school
students. Implication of the study stated that university counseling centers should
provide individual or group counseling programs for stress management and

effectiveness studies should also be carried out.

Tuna (2003) studied the differences in the effects of different coping
strategies on different dimensions of university adjustment of first year students in
Turkey and in the United States. Three instruments; Student Adaptation to College
Questionnaire, Brief COPE and Demographic Sheet were used for the data
gathering and equivalence studies were carried out. The results showed that there
were cross-cultural differences in the effects of behavioral disengagement on social

adjustment, goal commitment/institutional attachment and overall adjustment.
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Differences were also found for the effects of religion and positive reframing on
personal/emotional and overall adjustment. Finally, the effect of active coping was
found to be significantly different on academic adjustment of first- year students

from Turkey and the U.S.

Durmus and Tezer (2001) conducted a study to investigate the relationship
between the sense of humor and different coping strategies and the difference
between male and female university students’ different coping strategies as a
function of sense of humor. The results indicated that students with a high sense of
humor seemed to prefer more optimistic and self-confident styles than those with a
low sense of humor. The results concerning gender difference also revealed that
females seemed to prefer helpless coping styles and males tended to use optimistic
coping styles. Results revealed no significant sense of humor-gender interaction

effect.

Akbag (2000) examined the relationship between coping styles and negative
automatic thoughts and ego states of university students. Survey method was used
in this research (N = 1382). The results indicated that the level of negative
automatic thoughts was positively correlated with “critical parent” and “adopted
child” ego state scores but was negatively correlated with “nurturing parent”,
“adult” and “free child” ego state scores. Students who were in adult ego state were
found to have highest scores from the self-confident style. Students in adapted child

ego state mostly preferred helpless and submissive styles.

Alkan (2004) examined the role of secondary appraisal of the event,
cognitive appraisal of the situation, emotions experienced and coping styles used
after a real life stressful event that university students experienced. The results of
the study revealed that problem focused coping was predicted by positive emotions
and cognitive appraisal of emotion. Emotion focused coping was predicted by
negative emotions, stress level and secondary appraisal. The results also showed
that cognitive appraisal of emotion was a moderator variable between positive

emotions and problem focused coping.
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In addition to these studies, Yondem (2002) conducted a validity study for
the scale originally named as Ways of Coping Checklist (Siva, 1991), which is
widely administered in the world. In this study, some problems and concerns related
to the subscales, the statement and coding of the items were determined. The goal of
the study was to emphasize the importance of the selection of an appropriate scale
for stress studies. Also, Tiirkiim (2002) established a study for the development of a
5 point Likert scale of “Coping with stress based on Folkman and Lazarus model”.
Data were collected from 498 undergraduate students. The results of reliability and
validity analyses showed that there were three factors explaining 41.7 % of total
variance of the scale, which was composed of 23 items. The internal consistency

coefficient for the scale was found .78.

Finally, a special issue of Turkish Psychological Bulletin was published
about “Stress” in 2004.
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CHAPTER 11

METHOD

In this chapter, the participants, the instruments, information about the
translation, reliability and validity studies of the scales, analysis of data and the

procedure were presented.

3.1. Participants

Three hundred and sixty six of students were in the main study (154
females, 212 males). Among them, sixteen students (9 females and 7 males) from
the Middle East Technical University English Preparatory School voluntarily
participated in the experimental study. A pre-post test experimental control group
design was used in the study and students were randomly assigned to either
experimental (n = 8; 5 females and 3 males) or control group (n = 8; 4 females and
4 males). The age of students varied from 18 to 22 with mean age of 19.62
(SD =1.36).

3.2. Instruments

Four instruments, namely, Life Events Inventory for University Students,
College Adjustment Self-efficacy Scale, Perceived Stress Scale, Student Coping

Instrument, Demographic Sheet were also used in the present study.

3.2.1. Life Events Inventory for University Students (LEIU)

The inventory measures the frequency of specific hassles and life events
experienced by students (e.g. not being able to adjust school, being alone, not being
able to study enough). This inventory was originally developed by Oral (1999) as a

49-item 5 point Likert scale ranging from “l1 = never” to “5 = always”. Higher
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scores indicate higher frequencies of the life events experienced by individuals.
Later, Ding (2001) by adding additional items conducted factor analysis and found
two factor solutions as factors being “achievement related life events” and “socially
related life events”. Ding excluded some items due to their factor loadings and 47
items were used in the calculation of LEIU total score. Two factors explained %
27.44 of the variance. The internal consistency of the inventory was .90 and for the
achievement and social related life events were .88 and .86 respectively (Ding,

2001) (see Appendix A, p.95 for sample questions).

3.2.2. The College Adjustment Self-efficacy Scale (CASES)

The College Adjustment Self-efficacy Scale measures the degree of
confidence in the basic skills necessary to complete one’s college career (Hirose,
Wada & Watanabe, 1999). Students were asked to “indicate the extent to which
they would be confident in their ability to complete the given tasks successfully.”
Responses were obtained on a 5 point Likert scale ranging from “strongly
confident” (4) to a “not confident at all” (0). The sum of 21 item scores was used as
the College Adjustment Self-efficacy score. Originally, three main factors were
extracted as judgmental ability based on objective information, self-controlled
persistence of activity, and self-adjustment in human relations (Hirose, Wada &
Watanabe, 1999). Hirose, Wada and Watanabe (1999) found internal consistency as
.88 for the whole scale and .81, .82 and .75 for the three factors respectively. The
correlation between College Adjustment Self-efficacy Scale and Rosenberg Self-
esteem Scale was found .54. This indicated that self-efficacy is related, to a certain
extent, to a general sense of self-worth (Hirose, Wada & Watanabe, 1999) (see

Appendix A, p.96).

3.2.3. The Perceived Stress Scale-10 item version (PSS-10)

The Perceived Stress Scale-10 item version (PSS-10), (Cohen, Kamarck, &
Mermelstein, 1983) measures an individual’s appraisal of his or her life as stressful.
Item examples include, “how often have you felt nervous or stressed?”, “how often

have you felt confident about your ability to handle your personal problems?”
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Respondents rated how often they experience these feelings in the last month on a 5
point Likert scale ranging from 0 = never to 4 = very often. PSS-10 scores were
obtained by reversing the scores on the four positive items; items were 4, 5, 7, and 8
(Item 4: In the last month, how often have you felt confident about your ability to
handle your personal problems?, Item 5: In the last month, how often have you felt
that things were going your way?, Item 7: In the last month, how often have you
been able to control irritations in your life? And Item 8: In the last month, how
often have you felt that you were on top of things?). Total scores ranged from 0 to
40, with higher scores indicating greater overall distress. In the literature,
researchers found internal consistencies changed between .75 and .86 (Cohen et al.,

1983) (see Appendix A, p.97).

3.2.4. Student Coping Instrument (SCOPE)

Student Coping Instrument (Struthers, Perry, & Menec, 2000) consisted of
30 items assessing various thoughts, actions, and strategies associated with routine
coping following poor academic performances were used to measure students’
coping style. The items were administered to students using the following
instruction, “When I do poorly on an important test at university, typically...”. Then
students responded to items such as: “I think about how I might best handle the
problem, I buy a study guide”. Responses to items are scored on a 10-point Likert
scale ranging from (1) “extremely uncharacteristic” to (10) “extremely

characteristic”.

Originally, two factors were mainly emerged as a result of factor analysis
(Struthers, Perry & Menec, 2000). The first factor was labeled as problem focused
coping consisted of 15 items and four subscales; general active coping, academic
planning, active study coping, and efficacy. The second factor was labeled as
emotional focused coping consisted of 15 items and four subscales, emotional
venting, general emotional support, denial, and academic disengagement. The
reliability of Student Coping Instrument was within acceptable limits, overall r =
.80, for Problem Focused Coping r = .80, for Emotional Focused Coping r = .70.

(see Appendix A, p.98).
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Among these instruments Perceived Stress Scale, Student Coping
Instrument, and College Adjustment Self-efficacy Scale have not been adapted to
Turkish culture. For this purpose, reliability and validity studies were conducted
and translation studies were carried out before the main study, and the results were

presented in the following section.

3.2.5. Demographic Sheet

Demographic Sheet was developed for the purpose of gathering information
related to gender, age and place of residence (classified as living in dormitories,
living with parents, living alone, living with friends, relatives and other options).
These information were used for the purpose of sample description (see Appendix

A, p.94).

3.2.6. The Translation Studies of the College Adjustment Self-efficacy Scale,

Perceived Stress Scale, and Student Coping Instrument

The translation of the scales into Turkish was done with a qualitative
method (that is a translation and control of the questionnaire with a different group
of translators after inquiry) (Savasir, 1994). Three psychologists and two
psychological counselors who had at least master degree and knew both languages
well translated scales into Turkish independently. Later, an English language
teacher selected the best translation among those five translations and also the
authors compared the similarities and differences between the translations.
Selection of items was also made based on the appropriateness of the language for

the group of subjects.

A bilingual speaker of English language then back translated the Turkish
version of the items to the original language. Additionally, a Turkish language
teacher evaluated the final form and her suggestions were incorporated into the

translation. Consequently, professionals working with university students also
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reviewed the Turkish version of the scales. The results of reliability and validity

studies were presented below.

3.3. Reliability and Validity Studies of the Turkish Version of The Scales

For the reliability and validity studies, convenience sampling (Shaughnessy
& Zechmeister, 1997) was used. Subjects were 141 Middle East Technical
University preparatory school students between the ages of 16-29 (mean age = 19,
SD = 1.46), 45 of them were female and 96 of them were male from various

departments.

3.3.1. Life Events Inventory for University Students (LEIU)

Factor analysis was performed in order to see the factor structure of Life
Events Inventory for University Students. An initial principle component analysis
revealed 15 factors with Eigen-values over 1. These factors totally explained 61.82
% of variance.

Ding (2001) obtained two factors as “achievement related life events” and
“socially related life events”. Therefore, two-factor solution was applied and same

factors were found in this study. The results were presented in Table 1.

Table 1. Factor Loadings, Communalities and Chronbach Alpha Reliabilities of

Life Events Inventory for University Students

Item no Factor I Factor 11 Communalities
Eigen value=10.35 Eigen value=2.86
o=.89 o=.84

39 .67 49
19 .62 40

9 .59 42
18 .58 41
50 58 35
22 55 42
26 53 33
40 .52 .30
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Table 1 continued

27
48
17
49

7

3

8
45
13
46
24
51
38
11
29
31
43
37
14
53
28
34

1
44
47
52
25
33
20

6
54
30
32
36

4
23
16

5

.50
.50
49
A48
A48
45
42
39
39
38
38
37
32
31
31
.30
29
29
.26

74
.68
.68
.56
.54
51
.50
47
40
.39
.37
.35
.34
.34
31
28
25
25
25

29
43
24
34
24
.23
32
.16
29
.16
A8
.16
18
A1
A1
17
13
13
A1
57
49
46
31
29
29
29
32
17
21
15
24
15
23
15
.14
.10
.10
A1
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The first factor explained 14.17 % and the second factor explained 11.40 %
of the variance, with two factors totally explaining 25.57 % of the variance. The
first factor included 27 items with factor loadings ranging from .26 to .67. The
second factor contained 19 items with factor loadings ranging from .25 to .74. The
items with loadings under .25 were excluded (items 2, 10, 12, 15, 21, 35, 41, 42).
The alpha coefficient for the total inventory was .91. Alpha coefficients for the

social and achievement related life events were .89 and .84 respectively.

3.3.2. College Adjustment Self-efficacy Scale (CASES)

For College Adjustment Self-efficacy Scale, factor analysis with a principle
component analysis and varimax rotation was performed in this study. The results

were presented in Table 2.

Table 2. Factor Loadings, Communalities and Chronbach Alpha Reliabilities of
College Self-efficacy Scale

Item  Factor I Factor 11 Factor 111 Communalities o
no Eigen value =5.76 Eigen value =230 Eigen value = 1.53

1 .63 .63 81
2 .68 .50

3 .63 49

4 .55 .36

5 49 .36

6 .39 25

7 .58 .39

8 .64 49 78
9 .58 .39

10 .61 .39

11 .59 36

12 47 23
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Table 2 continued

13 T2 54
14 .50 35
15 48 25 .63
16 32 14
17 .64 46
18 55 32
19 46 25
20 .34 A2
21 41 23

As seen in Table 2, three factors were extracted in this study. Factor |
labeled as “Judgmental ability based on objective information” (items 1-7), factor II
labeled as ““Self-controlled persistence of activities” (items 8-14) and factor III as
“Self-adjustment in human relations” (items 15-21). Factor loadings of the factor I
was changing between .68 (item 2) and .39 (item 6). For factor II it was between .72
(item 13) and .47 (item 12). For factor III, it was between .64 (item 17) and .32
(item16). Three factors accounted for 15.77 %, 12.11 % and 9.54 % respectively
and in total, factors accounted for 37.42 % of the variance. The internal consistency
of CASES was found as o = .84 for the total and .81, .78 and .63 for the factors

respectively.

For the validity study, the correlation with self-esteem was examined. The
correlation between Rosenberg self-esteem and College Adjustment Self-efficacy

Scale was found as .35. (p< 0.01).

3.3.3. Reliability and validity study of Perceived Stress Scale 10 item version

In this study, the Cronbach alpha coefficient for the Turkish version of PSS-
10 was found as .84 and PSS-10 correlated .71 (p< 0.01) with the General Health
Questionnaire. Factor loading of the items were changing between .54 (Item 5: In

the last month, how often have you felt that things were going your way?) and .77
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(Item 10: In the last month, how often have you felt difficulties were piling up so
high that you could not overcome them?). In general, the data indicated that the
PSS-10 provides a reliable and valid measure of perceived stress for a Turkish
sample. Principle component analysis revealed single factor and the factor

explained 37.18 % of the variance.

Table 3. Factor Loadings and Communalities of Perceived Stress Scale

Item no Factor Loading Communality
1 .67 .50
2 .62 40
3 73 .53
4 .55 32
5 .54 47
6 .59 42
7 72 .53
8 .65 45
9 .67 45
10 7 .65

3.3.4. Student Coping Instrument (SCOPE)

For SCOPE, first of all, item-total correlation was conducted, and items
were having correlations smaller than .15 were excluded from analysis. These items
were 9, 10, 19, 21, 22, 27, 28, 29, and 30. Then, the reliability of Scope was found
within acceptable limits, overall o = .79 and for PFC o =. 75 and for EFC a. = . 83.

Secondly, factor analysis was performed in order to see the factor structure
of SCOPE. An initial principal component analysis revealed “six” factors with
eigen-values over 1. These factors totally explained 66.75 % of variance. Then, in
parallel with the original scale, two-factor solution was applied and two factors

were obtained. The results were presented in Table 4.
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Table 4. Factor Loadings, Communalities and Chronbach Alpha Reliabilities of
Student Coping Instrument

Item No Factor I Factor 11 Communalities o

Eigen value =5.02  Eigen value =3.24

1 .60 .36 75
2 55 .30
3 .68 47
4 38 .16
5 .56 33
6 37 17
7 .59 .39
8 .53 38
11 28 14
12 26 .16
13 26 15
14 27 13 .83
15 .30 A1
16 .64 42
17 95 91
18 .95 .90
20 25 A5
23 .64 42
24 .60 37
25 .62 .39
26 33 A1

Factor I labeled as “emotional focused coping” consisted of 9 items (Item
13,16,17,18, 20, 23, 24, 25, 26) and factor II labeled as “problem-focused coping”
consisted of 12 items (Item 1, 2, 3,4, 5, 6, 7, 8, 12, 14, 15). The factor loadings for
the first factor were changing between .95 (item 17 and 18) and .26 (item 13). For
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the second factor, factor loadings were changing between .68 (item 3) and .26 (item
12).

The first and the second factors accounted for 18.77 % and 12.86 % of the
variance respectively. In total, two factors accounted for 31.64 % of the variable
variance. For the validity study, the correlation of emotional focused coping and
problem-focused coping with General Health Questionnaire was examined. The
correlation between emotional focused coping and General Health Questionnaire
was -.21 (p < 0.05) and the correlation between problem-focused coping and

General Health Questionnaire was .24 (p <0.01).

3.4. Confirmatory Factor Analysis

The LISREL 8.30 program was used to perform confirmatory factor analysis
for College Adjustment Self-efficacy Scale, Perceived Stress Scale and Student
Coping Instrument. The fit of the models was evaluated using multiple criteria: the
goodness of fit index (GFI), the adjusted goodness of fit index (AGFI), the root
mean square error of approximation (RMSEA), root mean square residuals (RMR)
and comparative fit index (CFI). The following criteria were used to indicate
goodness of fit: GFI, AGFI and CFI greater than .85 and RMR and RMSEA greater
than .05 and y2/df ratio of less than 2.00 was proposed as a conservative indicator

of an acceptable fit (Joreskog & S6rbom, 1999b).

3.4.1. Confirmatory Factor Analysis for College Adjustment Self-efficacy Scale
As the scale originally consisted of three factor and three factors were also

extracted in the explanatory factor analysis, three-factor model was evaluated for

College Adjustment Self-efficacy Scale. Fit values of the three-factor model were

presented in Table 5.
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Table 5. Fit Values of Three-Factor Model

Model Chi- df RMSEA RMR GFI AGFI CFI
square
Three-factor  258.82 182 0.05 0.07 0.85 0.81 0.91

As shown in the Table 5, three-factor model was found to be significant
based on the chi square statistical significance test. Factors were composed of 7
items and factor [ was “judgmental ability based on objective information”, factor II
was labeled as “self-controlled persistence of activities” and factor III was “self-
adjustment in human relations”. Path diagram, standardized solution and t-values

were presented in the Appendix B (p.99).

3.4.2. Confirmatory Factor Analysis for Perceived Stress Scale

One factor model (one factor to account for all items) was evaluated for

Perceived Stress Scale. Fit values of the one factor model were presented in Table

6.

Table 6. Fit Values of One Factor Model

Model Chi- df RMSEA  RMR GFI AGFI CFI
square
One-factor 62.61 32 0.08 0.06 0.92 0.86 0.93

As shown in the table, one factor model was found to be significant based
on the chi square statistical significance test. Path diagram, standardized solution

and t-values were presented in the Appendix B (p.102).

3.4.3. Confirmatory Factor Analysis for Student Coping Inventory

As the scale originally consisted of two factor and two factors were also

extracted in the explanatory factor analysis, two-factor model was evaluated for
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Student Coping Inventory. Confirmatory factor analysis was conducted for the 21
item Turkish version of the scale. The analysis could not be conducted for 30-item
original version because of small sample size (N = 141). Fit values of the two-factor
model were presented in Table 7.

Table 7. Fit Values of Two-Factor Model

Model Chi- df RMSEA RMR GFI AGFI CFI
square
Two-factor 605.48 181 0.08 0.08 0.86 0.82 0.86

As shown in the Table, two-factor model was found to be significant based
on the chi square statistical significance test. First factor was labeled as “emotion
focused coping” consisted of 9 items and factor II was “problem focused coping”
consisted of 12 items. Path diagram, standardized solution and t-values were

presented in the Appendix B (p.105).

Under the light of the explanatory and confirmatory factor analysis of the

present study, all three scales were found highly reliable and valid instruments.

3.5. Procedure

As a first step, permissions were obtained from the authors of the three
scales in order to use them for doing research. After that, reliability and validity
studies of three scales, Perceived Stress Scale (PSS), College Adjustment Self-
efficacy Scale (CASES) and Student Coping Instrument (SCOPE) were carried out.
Later, the director of Preparatory School arranged the volunteered classes and the
day of scale administrations. The researcher herself went to each class and gave
some information about the purpose of the research. Then she distributed all
instruments and at that time teachers were also in the classroom. Data were
collected from 141 students from eight classes. Within 25 minutes participants

completed the instruments.

A year after the reliability and validity studies, main study was conducted in

May 2004. Scales were distributed to 366 students to understand the preparatory
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school students’ stress sources, perceived stress levels, self-efficacy and coping
styles. Among them, 16 students were volunteered and they were randomly

assigned to control and experimental group.

3.5.1. The Stress Management Training Program

The purpose of this study was to investigate the effects of Stress
Management Training Program on perceived stress, self-efficacy and coping styles
of preparatory school METU students. Based on the Stress Management Training
Programs used in the literature (Decro et al., 2002; Kantor & Schomer, 1997,
Nicholson, Belcastro, & Duncan, 1989; Walker & Frazier, 1993) a program was
developed. Stress Management Training Program depends on cognitive-behavioral
approach. It was a six-session program with 90-minute sessions every week. Each
90-minute training session consisted of the following: lecture, demonstration of new
material, group discussion of weekly practice. The emphasis was on teaching a
variety of cognitive-behavioral skills that each student could integrate into his or her

life on a regular basis. They were encouraged to practice skills outside the sessions.

Session One

First, group members introduce themselves to each other. The researcher
provided information about the program content, and time-schedule of the program.
All participants have filled group attendance contract (see appendix C, p.108) before
they came to the first session. In the first session, group members were asked to state

their goals/reasons for attending this group and their expectations from the group.

Later, power point presentation was shown to the participants. Before the
presentation, each participant was asked to give their own definitions of stress and
how they feel and in which part of the body they notice the tension. Power point
presentations included an outline of the presentation, definition of stress, stress
reactions, physiological reactions to stress which can be noticed, and which cannot
be noticed, immediate/useful and chronic/ damaging stress reactions, physiological
reactions that take place, information gathering for managing stress (see appendix C

for the slides, p.110). Handouts were provided to the students. At the end of the
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session, they were asked to write their ways of coping in stressful situations as a

homework assignment.

Session Two

First of all, homework assignments were checked and they were appreciated
for completing their assignments. If any of the group members did not complete
their homework, they were asked to do the assignment verbally. Then, their ways of
coping were discussed in terms of their effectiveness; either they were found as
effective or ineffective. After the distinction was made between effective and
ineffective ways of coping, the role of nutrition and exercise in stress management
was presented with power point. Then, relaxation technique as an effective way of
managing stress was brought in. The researcher explained the physiology of stress,
the fight or flight response that was mentioned in the previous session including
descriptions of sympathetic and parasympathetic nervous systems and hormonal

changes that occur during a stress response.

Then, progressive relaxation technique was taught to participants. At the end
of the session homework sheet was given to the participants that they can practice
this skill at home or where available. It was also emphasized that the more they
practice the more they would see the benefit of this technique (See appendix D for

the progressive relaxation homework assignment, Ost, 1987; p.121).

Session Three

At the beginning of the session, participants were asked how many times
they have the chance to practice relaxation technique and how they felt. One or two
group members stated that they did not have any time to practice. The importance of
completion of homework assignment was reemphasized. This session was about
cognitive restructuring. The slide show began with the presentation of some pictures
as examples of perception, what we see is what we perceive (the things we see
changes according to what we take as figure or ground, the famous vase example

(see appendix C for slides, p.114).

49



Beginning with a visual perception example, how thoughts affect reactions
were explained and the importance of appraisal was mentioned. Contemporary stress
research emphasizes the importance of psychological appraisal of potential stressful
event, suggesting that the stress is not built-in to the life change, but depends to a
large extent on the way that the person who experiences them, perceives such

changes (Lazarus & Folkman, 1984).

After that, the concept of irrational beliefs was presented to the participants
and examples were provided (Sahin, 1994, p.117-126). During that time,
participants were asked whether they had noticed similar beliefs or other things they

say to themselves.

Automatic thought client form was distributed to participants at the end of
the session with the photocopy of faulty thoughts list. They were asked to fill in the
forms until the next session. Also a list of 20 questions was given to participants

about how to defeat their faulty thoughts (see appendix D, p.123).

Session Four

First of all, participants were asked whether they had filled in the automatic
thought client form and what they noticed about themselves. They mentioned about
their increased awareness and how the thought list resembled them but only one of
them thought about it and gave an example of an event how she noticed herself
thinking negatively and then how she changed her perspective. Again the
importance of homework assignments was emphasized, and then time management
was presented. They were asked whether they have difficulty in managing their
time, and the problems they face with. They all said that they do not have enough
time to do the things that they want. Then a list of activity hours per week was given
to them. With that list they noticed that they would still have extra hours even after
spending time for leisure activities. They were also given weekly schedule form on
which they can first identify then list their priorities, avoiding too much detail in
their schedule. Some basic rules for making an effective study schedule were also

mentioned.
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Session Five

This session was about problem solving in which information and
techniques were provided to help tackle the practical problems. The researcher
translated a self-help workbook. The workbook has been adapted (with the author’s
permission) from a larger book called “Overcoming Depression: A five areas
approach” by Williams (2001).

First of all, each participant was asked to define what he or she sees as a
problem. In a way, they formed a list of problems. The main aim of this session is
not to eliminate problems in our life, rather how to tackle them one by one, not with
all of them at the same time. Again, emphasis was made on the appraisal part of the
difficulties that individuals face with in their life. Then, seven steps of problem
solving were presented with examples to participants. Handouts were also
distributed.

The first step is to identify and clearly define the problem as precisely as
possible. Second step is brainstorming. It is important to step back from the
problem and see the possible solutions. The more the solutions generated, the more
likely it is that a good one will emerge. The third step is to write down and assess
how effective and practical each potential solution was. Then as forth step is to
choose one of the solutions. Next step is planning the steps needed to carry out.
There were some questions that had to be asked about the planned solution, such as
“is the planned solution realistic, practical, and achievable?” The sixth step is
carrying out the plan and finally reviewing the outcome (see appendix C, p. 116).

These steps were presented on a case example and then, participants
were asked whether they would like to share one of their problems. But, because of
time limitation only one example could be discussed in details during the session.
At the end of the session sheets about the definitions of seven steps of problem
solving were given to participants. Therefore, they could write down their problems
and if they would face any difficulty in any step that could be discussed in the next
session.

Session Six

The final session was about assertiveness training. Before beginning with

the definition of assertiveness, participants were asked about their problem solving

trails. The participants brought nothing as a problem. Then, participants were asked
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about their daily experiences where they wish they could be more assertive. Later,
assertiveness was defined as being able to stand for them; making sure their
opinions and feelings are considered and not letting other people always get their
way.

Assertion as a skill that can be learnt was emphasized. Where assertion
comes from was discussed. The elements and effects of passive, aggressive and
assertive behaviors were defined. The rules of assertion and techniques that could be
used for being assertive were presented. Among these techniques, broken record is
rehearsing what is wanted to be said by repeating over and over again. Saying no,
and scripting; planning out in advance in their mind or on paper exactly what they
want to say in a structured way were two other techniques. These were also
presented with case examples and handouts were distributed including the definition
of terms and exercise sheet. In this session, participants found out about the
difference between passive, aggressive and assertive behavior, learned about the
rules of assertion and how they could put it into practice (see appendix C, p.119).

At the end of the session, the group was informed to meet 15 days later to
fill in the questionnaires for post-test measurement.

3.6. Analysis of Data

In this study, non-parametric methods were used to analyze the data. A
Mann-Whitney U Test was employed in order to compare the treatment group and
the control group in terms of their pre and post test scores. Also, a Wilcoxon Test
was conducted to examine the difference between the pre- and post-test scores of
the subjects in the treatment and the control group. All the analyses were carried out
by using Statistical Package for Social Sciences (SPSS) programs for Windows 9.0

software.

3.7. Limitations of the Study

There are some limitations in this study that may affect the interpretation
and generalization of the study. First, the sample of this study was limited to METU
preparatory school students. This might endanger the generalization of the findings.
Secondly, follow-up studies could not be carried out because the students in both
experimental and control group could not be reached out.
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CHAPTER IV

RESULTS

In this chapter, findings of this study were presented. First of all, descriptive
statistics of the main study and intercorrelation of study variables were presented.
Then, analysis of variance for gender and Mann Whitney U test results was
presented respectively. Later, descriptive statistics of the variables of the study,
control group and experimental group were given. Finally, to display the
effectiveness of stress management training program, the results of Wilcoxon tests

were presented.

4.1. Descriptive Statistics of the Main Study

Three hundred and sixty six students were in the main study. One hundred
and fifty four of them were females and two hundred and twelve of them were
males. Among 366, sixteen students from the Preparatory school were voluntarily
participated in the experimental part of the study and they were randomly assigned
to either control or experimental group. Nine them were females and seven of them
were males. The age of students varied between 18 and 22 with mean age of 19.62
(SD =1.36). Four of them would be studying at the faculty of arts and science, six of
them would be the faculty of education student and six of them would be the faculty
of engineering student. Four of them were staying with their families and twelve of

them were staying at dormitories.

4.2. Descriptive Statistics for the total sample of the study

Means and standard deviations of the variables’ scores of Life Events
Inventory for University Students, College Adjustment Self-efficacy Scale,

Perceived Stress Scale and Student Coping Inventory were presented in Table 8.
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Table 8. Descriptive Statistics of The Variables of The Study

Variables N Mean SD
LEIU Socially related life events 364 54.66 14.45
Achievement related life events 363 4334 11.30
CASES  Total score 364 62.82 11.20
Self-controlled persistence of activities 364 20.00 495
Judgmental ability based on objective info 366 22.44 5.08
Self-adjustment in human relations 366 20.36 5.10
PSS Perceived stress 364 18.34 6.77
SCOPE  Problem Focused Coping 365 48.89 17.77
Emotion Focused Coping 364 79.30 19.07

As shown in the Table 8, for 366 students, the mean for socially related life
events sub-score of Life Events Inventory was 54.66 with the standard deviation of
14.45. The mean for achievement related life events sub-score was 43.34 with

standard deviation of 11.30.

For the “College Adjustment Self-efficacy Scale”, the mean for the total
score was 62.82 with the standard deviation of 11.20. For “self-controlled
persistence of activities”, the mean of the score was 20 with the standard deviation
of 4.95. For “judgmental ability based on objective information”, the mean was
22.44 with the standard deviation of 5.08. For “self-adjustment in human relations”,

the mean was 20.36 with the standard deviation of 5.10.

The mean of the Perceived Stress Scores was 18.34 with the standard
deviation of 6.77.

For SCOPE, the mean for problem-focused coping was 48.89 with the
standard deviation of 17.77 and the mean for the emotion-focused coping was 79.30

with the standard deviation of 19.07.

4.3 Correlation Matrix of the Study Variables
In order to examine the relationship between variables used in the study
Pearson Correlation Coefficient was computed. The intercorrelation of variables

was presented in Table 9.
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Table 9. Correlation Matrix of The Study Variables

PSS LEIU LEIU CASES CASES CASES CASES SCOPE SCOPE
Social Achievement total Self-controllec Judgmental Self- Emotion problem
Related life  Related life ability adjustment
events events
PSS
LEIU
Social Related life 56%*
events
LEIU .
Achievement AT7** 60**
Related life events
CASES total -.30%* -.33%* -24%%*
CASES
Self-controlled S 27F* - 27** -26%* T16%*
CASES
Judgmental ability - 12% -20%* -.04 S56%* 27F*
CASES
Self-adjustment - 13%* - 15%* -.06 J16%* 31F* 36%*
SCOPE
Emotion 9% 30%* 4% 2% .05 -.02 21%*
SCOPE
Problem - 29%* - 18%* -21%* A41* 37H* 14* D20 %* 20 %*

** p<.0l *p<.05
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As can be seen from the Table 9, Life Events Inventory for university
students subscales (social and achievement related life events) have significant
correlations with each other. Moreover, these subscales have significant correlations
with other study variables except for the achievement related life events, which do
not have significant correlation with College Adjustment Self-efficacy Scale’s
judgmental ability and self-adjustment subscales. College Adjustment Self-efficacy
Scale’s subscales have significant correlations with each other. For the Self-
controlled and Judgmental ability subscales, they do not have significant
correlations with Student Coping Instrument’s emotion focused coping subscale.
Perceived Stress Scale has significant correlation with all other study variables. For

the Student Coping Instrument, the subscales have significant correlation with each

other and other study variables.

4.4. Descriptive Statistics for Gender

One-way Analysis of Variance (ANOVA) was conducted to investigate

whether life events, self-efficacy, perceived stress and coping styles of the students

vary as a function of gender. The results were presented in Table 10 and 11.

Table 10. The Results for Gender Variable

Variables of the study/Gender

N Mean SD

LEIU  Socially related life events M 203 50.42 13.41
F 145 56.10 14.27

Achievement related life events M 207 43.58 11.19

F 144 4297 11.15

CASES Total score M 212 62.40 10.93
F 152 62.04 12.14

Self-controlled persistence of activities M 211 20.14  4.85

F 152 20.01 5.84

Judgmental ability based on objective info M 211 2231 477

F 153 22.58 542

Self-adjustment in human relations M 211 20.32 541

F 154 2042 4.66

PSS Perceived Stress Scale M 202 17.55 6.58
F 148 1931 645

SCOPE Problem Focused Coping M 210 79.38 19.13
F 150 79.60 18.03
Emotion Focused Coping M 208 4450 17.24

F 150 5526  16.39

56



Table 11. Sources of Variance: The Gender of The Students (1,346)

Variables of the study/Gender

SS MS F Sig.

LEIU  Socially related life events 2723.94 272394 14.33 .00
Achievement related life events 31.84 31.84 .25 .61

CASES Total score 11.15 11.15 .08 a7
Self-controlled persis. of activities 1.32 .32 .04 .82
Judgmental ability 6.41 6.41 25 .61
Self-adjustment in human relations 91 91 .03 .85

PSS Perceived Stress Scale 262.01 262.01 6.14 .01
SCOPE Problem Focused Coping 4.27 427 .01 91
Emotion Focused Coping 10084.58 10084.58 35.33 .00

In terms of social related life events subscale of Life Events Inventory for
university students, a significant gender difference was found F (1,346) = 14.33; p<.
01. Females (M = 56.10) reported the frequency of socially related life events more
than males (M =50.42). For Perceived Stress, F (1,346) = 6.14, p <. 01, females
reported higher perceived stress scores (M = 19.31) compared to males (M =
17.55). For Student Coping Instrument’s emotion focused coping, F (1,346) =35.33,
p <. 01; females (M = 55.26) used emotion focused coping more than male students

(M = 44.50). No significant gender difference was found for the other variables.

In the below section, descriptive statistics of the experimental and control

group were presented.

4.5. Descriptive statistics of the pretest scores of experimental and control

groups

Means and standard deviations of the variables of the study were displayed

for the experimental and control group’s pretest scores in Table 12.
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Table 12. Descriptive Statistics About Pretest Scores of The Variables of The
Study for The Experimental and Control Group

Variables of the study Experiment Control
(n=28) (n=28)
Mean SD Mean SD
LEIU  Socially related life events 64.37 15.27 58.62 9.66
Achievement related life events 53.87 12.56 49.75 10.68
CASES Total score 51.62 10.92 54.62 16.93
Self-controlled persistence of activities 1475 5.62 1625 7.08
Judgmental ability based on objective info  17.37 5.82 19.62 6.34
Self-adjustment in human relations 19.50 4.40 18.75 4.71
PSS Perceived Stress Scale 22.25 3.65 21.70 8.89
SCOPE Problem Focused Coping 50.62 8.60 44.37 15.84
Emotion Focused Coping 65.87 25.68 55.87 16.95

The mean of the socially related life events, life factor I score was 64.37
with the standard deviation of 15.27 for the pre-test measures of the experimental
group. For the control group, the mean was 58.62 with the standard deviation of
9.66. For the achievement related life events, the mean was 53.87 with the standard
deviation of 12.56 for the experimental group. For the control group, the mean was

49.75 with the standard deviation of 10.68.

For the College Adjustment Self-efficacy scale, the mean for the total score
was 51.62 with the standard deviation of 10.92 for the experimental group and for
the control group; the mean was 54.62 with the standard deviation of 16.93. For
self-controlled persistence of activities, the mean of the score was 14.75 with the
standard deviation of 5.62 for the experimental group. For the control group, the
mean was 16.25 with the standard deviation of 7.08. For judgmental ability based
on objective information, the mean was 17.37 with the standard deviation of 5.82.
For the control group, the mean was 19.62 with the standard deviation of 6.34. For
self-adjustment in human relations, the mean was 19.50 with the standard deviation

of 4.40 for the experimental group. For the control group, the mean was 18.75 with
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the standard deviation of 4.71.
The mean of the perceived stress scores was 22.25 with the standard
deviation of 3.65. For the control group, the mean was 21.70 with the standard

deviation of 8.89.

For student coping inventory’s problem focused coping, the mean was 50.62
with the standard deviation of 8.60 for the experimental group and for the control
group, the mean was 44.37 with the standard deviation of 15.84. For the emotional
focused coping, the mean was 65.87 with the standard deviation of 25.68. For the

control group, the mean was 55.87 with the standard deviation of 16.95.

4.6. The difference between pre-test scores

In order to evaluate the question of whether there was a difference between
the scores of the experimental and the control group before and after the treatment,
Mann-Whitney U test was conducted. The mean ranks of the experimental and

control group on pre-test scores were presented in Table 13.
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Table 13. The Mean Ranks of The Experimental and Control Group Subjects On
The Pretest Scores of The Study Variables.

Group N Mean Rank  z p
Socially related life Control 8 7.25 -1.05 .32
events Experimental 8 9.75

Total 16
Achievement related life Control 8 7.44 -.89 .38
events Experimental 8 9.56

Total 16
CASES Control 8 8.94 -.36 72
total score Experimental 8 8.06

Total 16
CASES Control 8 9.06 -47 .64
Self-controlled Experimental 8 7.94
Persistence of activities  Total 16
CASES Judgmental Control 8 9.19 -.58 57
Ability based on Experimental 8 7.81
objective information Total 16
CASES self-adjustment  Control 8 8.13 -31 .79
in human relations Experimental 8 8.88

Total 16
PSS Control 8 8.69 -.15 .87

Experimental 8 8.31

Total 16
SCOPE Control 8 6.94 -1.31 .19
Problem focused coping Experimental 8 10.06

Total 16
SCOPE Control 8 7.63 -73 .50
Emotion focused coping Experimental 8 9.38

Total 16
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As Table 13 showed that the results of the Mann-Whitney U test performed
for pre test scores were non-significant for all the test scores. For socially related
life events, z = -1.05, p = .32, for achievement related life events, z = -.89, p = .38,
for CASES total, z = -.36, p = .72, for self-controlled persistence of activities,
z = -47, p = .64, for judgmental ability based on objective information, z = -.58,
p = .57, for self-adjustment in human relations, z = -.31, p = .79, for perceived
stress, z = -.15, p = .87, for student coping instrument’s problem focused coping

factor, z=-1.31, p = .19 and for emotion focused coping, z =-.73, p = .50.

4.7. Descriptive statistics of the posttest scores of experimental and control

groups.

Means and standard deviations of the variables of the study were displayed

for the experimental and control group’s post test scores in Table 14.

Table 14. Descriptive Statistics About Post Test Scores of The Variables of The

Study for The Experimental and Control Group

Variables of the study Experiment Control
(n=28) (n=28)

Mean SD Mean SD

LEIU  Socially related life events 57.25 12.89 5825 13.37
Achievement related life events 48.37 1296 49.87 9.52
CASES Total score 54.62 630 53.37 14.49
Self-controlled persistence of activities 16.62 434 17.12 6.87
Judgmental ability based on objective info 1825 4.68 19.25 6.20
Self-adjustment in human relations 1875 471 17.00 4.84
PSS Perceived Stress Scale 17.75 533 22.00 8.05
SCOPE  Problem Focused Coping 5212 7.25 49.50 11.72
Emotion Focused Coping 76.50 17.15 65.12 18.53

The mean of the socially related life events score was 57.25 with the
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standard deviation of 12.89 for the experimental group. For the control group, the
mean was 58.25 with the standard deviation of 13.37. For the achievement related
life events, the mean was 48.37 with the standard deviation of 12.96 for the
experimental group. For the control group, the mean was 49.87 with the standard

deviation of 9.52.

For the College Adjustment Self-efficacy scale, the mean for the total score
was 54.62 with the standard deviation of 6.30 for experimental group and for the
control group; the mean was 53.37 with the standard deviation of 14.49. For self-
controlled persistence of activities, the mean of the score was 16.62 with the
standard deviation of 4.34 for the experimental group. For the control group, the
mean was 17.12 with the standard deviation of 6.87. For judgmental ability based
on objective information, the mean was 18.25 with the standard deviation of 4.68
for the experimental group. For the control group, the mean was 19.25 with the
standard deviation of 6.20. For self-adjustment in human relations, the mean was
18.75 with the standard deviation of 4.71. For the control group, the mean was

17.00 with the standard deviation of 4.84.

The mean of the perceived stress scores was 17.75 with the standard
deviation of 5.33 for the experimental group. For the control group, the mean was

22.00 with the standard deviation of 8.05.

For student coping inventory’s problem focused coping, the mean was 52.12
with the standard deviation of 7.25 for the experimental group. For the control
group; the mean was 49.50 with the standard deviation of 11.72. For the emotional
focused coping, the mean was 76.50 with the standard deviation of 16.95. For the

control group, the mean was 65.12 with the standard deviation of 18.53.

4.8. The difference between post-test scores

The mean ranks of the experimental and control group on post-test scores

were presented in Table 15.
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Table 15. The Mean Ranks of The Experimental and Control Group Subjects On
The Post Test Scores of The Study Variables.

Group N Mean Rank  z p
Socially related life Control 8 9.63 -.94 38
events Experimental 8 7.38

Total 16
Achievement related life Control 8 9.13 -.52 .64
events Experimental 8 7.88

Total 16
CASES Control 8 7.69 -.68 .50
Total score Experimental 8 9.31

Total 16
CASES Control 8 8.38 -.10 95
Self-controlled Experimental 8 8.63
Persistence of activities  Total 16
CASES Judgmental Control 8 8.31 -.15 .87
Ability based on Experimental 8 8.69
objective information Total 16
CASES self-adjustment ~ Control 8 7.06 -1.21 23
in human relations Experimental 8 9.94

Total 16
PSS Control 8 10.06 -1.31 19

Experimental 8 6.94

Total 16
SCOPE Control 8 8.06 -.36 72
Problem focused coping Experimental 8 8.94

Total 16
SCOPE Control 8 7.13 -1.15 .27
Emotion focused coping Experimental 8 9.88

Total 16
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As Table 15 shows, the results of the Mann-Whitney U test performed for
posttest scores of the study variables were non-significant for all the test scores. For
socially related life events, z = -.94, p = .38, for achievement related life events,
z =-.52, p = .64, for CASES total, z = -.68, p = .50, for self-controlled persistence
of activities, z=-.10, p = .95, for judgmental ability based on objective information,
z = -.15, p = .87, for self-adjustment in human relations, z = -1.21, p = .23, for
perceived stress, z = -1.31, p = .19, for student coping instrument’s problem focused

coping factor, z = -.36, p = .72 and for emotion focused coping z=-1.15, p=.27.
4.9. The effectiveness of Stress Management Training Program

In order to evaluate the effectiveness of stress management training
program, nonparametric procedure, two-related samples Wilcoxon tests were used
as the distributional assumptions associated with parametric test could not be met
and also the sample size was too small to apply parametric procedures. The
Wilcoxon tests evaluated the differences between paired scores, either repeated or

matched. This study was a repeated-measure design with an intervention.

4.9.1. The effectiveness of Stress Management Training on Life Events

For social related life events, a significant difference was found for the
experimental group z =-1.97, p = .05 on their pre and posttest scores. No difference
was found for the control group z = -.42, p = .67. For achievement related life
events, no difference was found for the experimental group z = -1.54, p =. 12 and

the control group z=-.35, p=.72.

4.9.2. The effectiveness of Stress Management Training on College Adjustment
Self-efficacy

For college adjustment self-efficacy scale, for the total score, no difference
was found [experimental z = -.95, p = .34 and control z = -.42, p = .67]. For self-
controlled persistence of activities, no difference was found for the experimental

group z = -1.45, p = .15 and the control group z = -.64, p = .52 on their pre and
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posttest scores. No difference was found for the experimental group z = -1.09,
p =. 27 and the control group z = -.00, p = 1.00 on their pre and posttest scores for
judgmental ability based on objective information. Also, no difference was found
for the experimental group z =-.51, p = .61 and the control group z =-1.21, p =. 22

on their pre and posttest scores for self-adjustment in human relations.

4.9.3. The effectiveness of Stress management Training on Perceived Stress

For the perceived stress scale a significant difference was found for the
experimental group z =-2.52, p = .01 on their pre and posttest scores, no difference

was found for the control group z =-.07, p = .94.

4.9.4. The effectiveness of Stress Management Training on Student Coping

For student coping scale, for problem focused coping, no difference was
found for both the experimental group z = -1.33, p = .18 and the control z = -1.61,
p = .11 on their pre and posttest scores. For emotional focused coping, no difference
was found for the experimental group z = -.08, p = .93 and the control z = -1.26,

p = .20 and on their pre and posttest scores.

As a result of the evaluation of the effectiveness of stress management
training program, the training was mostly effective on the socially related life
events and perceived stress levels of the students. A reduction was observed in the

reported frequency of socially related life events and perceived levels of stress.
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CHAPTER V

DISCUSSION, IMPLICATION, RECOMMENDATION AND CONCLUSION

This chapter consists of discussion, and the implication of the present
research. Conclusion and recommendations for future research will also be

presented.

5.1. Discussion of the findings

The main purpose of this study was to investigate the effect of stress
management training program on different variables of first year Middle East
Technical University students. These variables were perceived stress, self-efficacy

and coping styles of the students.

A pre-post test experimental control group design was used. A six-session
group program was applied to the experimental group and no treatment was given
to control group and two-related samples Wilcoxon test was used to analyze data.
The result of the analysis showed a significant difference between the posttest
scores of the experimental and control groups for the students’ perceived stress
levels, and frequency of socially related life events that they reported. This means
that the subjects in the experimental group who took the six week treatment have an
improvement on these variables compared to the control group. In other words, the
Stress Management Training Program made a reduction on perceived stress levels

and frequency of socially related life events in the experimental group.

The findings of the study showed a significant change/decrease on perceived
stress scores of the experimental group. This study used cognitive style perspective
(Folkman & Lazarus, 1985) and the effect of Stress Management Training Program

was mostly observed on the experimental group’s perceived stress levels. Especially
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session three, which was related to how thoughts affect behaviors, emotions and
also information about the effects of negative automatic thoughts (for example;
black or white thinking, all or non thinking, catastophing) might have an impact on
the modification that the students made on their perceptions. The things that are
done to deal with external demands or stressors are intricately linked to the ways
that they are appraised or perceived. The most obvious case is that where the event
is perceived as controllable, behaviors will be directed for controlling it. The
session that problem-solving skills were thought might also be useful for increasing

the perception of controllability of the events.

Similar to the above findings, Caballo and Cardena (1997) conducted a
study to assess perceived levels of stress experienced by college students, to detect
the primary sources of perceived stress, to find out the activities students routinely
participate in to reduce stress and finally to find out how effectively these preferred
activities reduce perceived stress. Results showed that the main stressors that these
students experience had to do with academic life such as many responsibilities, time
and money management difficulties, concerns over grades. Students of this survey
use social activities, watching television, and leisure activities more than other
methods of managing stress and these activities was not found to effective in
managing stress. Women reported higher level of stress although at the same time

they did not report higher scores on the hassles scale.

In parallel with the Caballo and Cardena (1997) related to gender difference
in the present study (N = 366), females were found to perceive stress more, had a
higher score from life events inventory for socially related life events and used
emotional focused coping more than male students. Similarly, Newcomb, Huba and
Bentler (1986) found that females tended to perceive stressful events more
extremely, either positively or negatively, than did males. It was concluded that
gender influences the appraisal process of stressful events in ways that are
consistent with the differing socialization patterns of males and females. Mirowsky
and Ross (1995) in their study also found that women self-reported more
psychological distress as measured by perceived stress, current anxiety and a

number of everyday problems than men.

67



The gender difference could also be seen even at younger ages. In a study of
children aged 8 through 12, Ryan (1989) discovered that even at this young age,
girls named significantly more social support and emotional coping behaviors,
whereas boys named significantly more physical exercise activities as potential
coping strategies. Copeland and Hess (1995) found that young male and female
adolescence significantly differed in their reported choices of coping strategies as
measured by Adolescent Coping Orientation for Problem Experiences. Females
reported using coping strategies including proactive orientation, catharsis, positive
imagery, and self-reliance more often than did males. Based on their self-report,
males were more likely to use avoiding problems, physical diversions and passive

diversions.

Another finding of the present study was related to Life Events Inventory for
University Students, the scores of the experimental group showed a significant
decrease in their reported frequency of social life events after the Stress
Management Training Program. This might be as a result of perception change,
such as to perceive social life events as less threatening and more controllable after
the skills they were taught in the group such as assertiveness training. Researchers
tend to argue that controllability, predictability, threat and loss are common
stressors. In fact, it is often the case that the distinction between presence and
absence of stress rests on the perception of threat. Events that are stressful seen as
threat while those that are not stressful are seen as challenges. The central aspect in
the whole process is seen as control. Events that are threatening or involve loss also
tend to remove our ability to control. Events that are unpredictable are difficult to

control (Cassidy, 1999, p.65).

In his study, Matud (2004) examined gender differences in stress and
coping in a sample of 2816 people (1566 women and 1250 men) between 18 and 65
years old, with different sociodemographic characteristics. The results of
MANCOVA, after adjusting for sociodemographic variables, indicated that the
women scored higher than the men in chronic stress and minor daily stressors.

Although there was no difference in the number of life events experienced in the
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previous two years, the women rated their life events as more negative and less
controllable than the men. Furthermore, gender difference was found in 14 of the 31
items listed, with women listing family and health-related events more frequently
than the men, whereas the men listed finance and work-related events. The women
scored significantly higher than the men on the emotional and avoidance coping
styles and lower on rational and detachment coping. Although the effect sizes were
low, the results of this study suggest that women suffer more stress than men and

their coping style is more emotion-focused than that of men.

However, any significant change could not be observed for the achievement
related life events in the present study. The students in the group were not confident
about their levels of English. They mostly mentioned difficulties of learning
English. They were stating that although they were studying hard they were not
getting the grades that they wanted. The Stress Management Program did not
include a session related to English study skills or something related to learning a
foreign language. Therefore, a future study should include a session about language

learning skills.

Various types of stress management programs were used in the literature. As
an example, Tallant, Rose and Tolman (1989) evaluated the effectiveness of a stress
management treatment based upon transactional stress. Treatment components
included teaching the cognitive behavioral skills of relaxation, cognitive
restructuring and assertiveness within a structured small-group setting. Thirty two
symptomatic volunteers were assigned to either a treatment or a wait list condition.
Treatment consisted of eight two-hour weekly group session. On all measures of
stress (Profile of Mood State, SCL-90-R, Daily Hassles Scale, Physiological and
Behavioral Stress Inventory and Social Support Questionnaire) the treatment

subjects evidenced significant pre to posttest reduction.

In a different study, a multidimensional stress management model was used
for a preventive program for college students. The model was presented in a course
format and included sessions in 3 general stress management areas - physical,

cognitive and lifestyle. 86 undergraduates were either participated to stress
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management course, career choice and career decision making course. Results
indicated that students in the stress management class had significantly greater
mean gain scores than students in the control classes in 4 of the behavior rating
areas - regular relaxation, situational relaxation, aerobic exercise, and positive self-

statement (Archer, 1986).

In the present study, no difference was observed for coping styles of the
experimental group after the Stress Management Training Program. In the first
session of the group, three things that lead to stress were mentioned. “You were
expected to do something”, “The situation was ambiguous, unpredictable”, “The
result, what you would get was important”. The possibility for mastery and gain is

hard to identify. Also most of the students in the experimental group complained

that although they study hard they cannot succeed.

Folkman, Lazarus, Gruen and DeLongis (1986) stated that the type of
coping varied depending on what at stake (primary appraisal) and what the coping
options were (secondary appraisal). Planful problem solving was used more in
encounters that people appraised as capable of being changed for the better.
Problem focused coping is aimed at problem solving or doing something to alter the
source of the stress. Emotional focused coping is aimed at reducing or managing the
emotional distress that is associated with the situation. Especially in academic
situations, it might not be surprising to see a preference of either problem or

emotion focused coping. This might be a reason for not observing any change in the

group.

Ptacek, Smith and Dodge (1994) proposed that gender differences in coping
strategies could arise from early socialization that promotes stereotypes of women
as emotional, supportive and dependent, compared to men who portrayed as
independent, instrumental and rational. Differences in women and men’s perception
of control, influence and power over life may be another aspect responsible for
gender variations in stress coping. Greenglass (1995) argued that stress research has
focused primarily on men. The current conceptualization of stress is based almost

entirely on the normative perspectives of men, and existing measures of stress have
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been criticized as male oriented, which may undermine their usefulness for

assessing stress in women’s lives (Iwasaki, MacKay & Mactavish, 2005).

Also, the Stress Management Training Program did not make any change in
the experimental groups’ self-efficacy. There might be a need for further
exploration of what other variables may be associated with self-efficacy in
university population. Understanding how other variables relate to self-efficacy may
help in developing more effective interventions to assist students with improving
their performance and persistence in higher education. A study can be planned to
compare high and low efficacious students and this might provide data for the

development of interventions.

There is also a possibility that there might really be no difference for the
students in their perceptions of self-efficacy for this group. Because most of them
knew that they were among the best students in their high schools and selected
students can come to Turkey’s one of the best universities. And the Stress
Management Training Program could not create a difference for the students in their

perceptions of self-efficacy.

5.2. Implication

In any given situation, which appears to have a number of potential sources
of stress, only some of the people in that situation will actually experience stress.
Ultimately stressors are defined by their meaning and emotional significance in the
phonemic world of the individual (Olpin, 1997). Individual differences in response
to stress can be categorized into two research literatures, which often overlap. These
are research studies, which focus on personality and those, which focus on cognitive
styles. The most important distinction is that personality perspectives tend to
assume that the individual difference traits or characteristics are relatively stable
over time and across situations, and at their most extreme assume that these traits
are genetically inherited. The cognitive style perspective focuses on the patterns of

thought that individuals engage in, patterns which could be relatively stable, but
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which are clearly the product of learning and which are open to change and

modification (Cassidy, 1999).

This study used cognitive style perspective and the effect of Stress
Management Training Program was mostly observed on the experimental group’s
perceived stress levels. Based on the current findings, training programs could be
designed to increase awareness of the appraisal process and teach more efficacious,
active strategies of coping with problems that are appraised as manageable. Support
for a program of this type comes from MacNair and Elliot (1992), who found that
the perception of the efficacy of one’s problem solving skills relates to the type of
coping strategy chosen. Individuals who believe they are effective problem solvers
are more likely to use problem-oriented strategies while self-perceived ineffective

problem solvers tend to choose emotion-oriented strategies.

Failure of treatment to produce significant gains on the outcome measures
may be due to a variety of reasons. A hypothesis stated in the stress management
literature is that short-term training may not have provided sufficient time for
students to effectively learn and integrate stress management skills. An alternative
was offered as a longer stress management course in which students could be
provided with more thorough strategies for dealing with the many types of stressors
that they experience. For example, integrating more strategies that are salient for
young adults during this developmental period, such as strategies for coping with
physical concerns (eating disorders, sleep disturbances, weight gain and loss) and
with interpersonal and existential issues (loneliness and intimacy) may improve the

efficacy of stress management course.

Besides the above stated hypothesis, a short-term structured group treatment
for stress has a number of advantages. Students need not commit themselves to a
lengthy process, and the structured nature of intervention makes the training of
leaders a simpler, more replicable process. The set of skills taught in Stress
Management Training Program are broadly applicable, flexible and presumably

generalizable to a great number of problems facing the students to whom counselors
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address their helping efforts. And because treatment is provided in groups, service

is cost effective relative to individual treatment.

5.3. Recommendations

There is a need for studies that evaluate the efficacy of interventions
selected on the basis of their likely impact on the coping skills and processes
necessary to deal with stressors confronted by students (Auerbach, 1989). Learning
to cope with academic stress will provide students with life-long skills in stress
management that they may employ as they enter the work world. A future study
should include a Stress Management Training Program with a session about study
skills. In this study, there was not an attempt to identify the relative efficacy of the
different components of the training program; a future attempt might be useful to
identify the effective components. One approach to identifying the relative potency
of the elements in multi-component training programs is the dismantling strategy, in
which different group of subjects are exposed to different program elements or

combination of elements (Smith, 1989).

Future studies should also attempt to control for stress-producing variables,
such as the approach of finals, or stress reducing variables, such as participation in
aerobics outside the stress management training group. Future studies should
examine the effects of a stress management education program on different

populations.

Although stress management programs are being widely offered on college
campuses for decades in United States, it is not that common in Turkey. Having a
collaborative relationship with other counseling centers in Turkey will provide data
to evaluate the effectiveness of Stress management training program and if needed
changes can be made to improve the content of the program. Generalizability of the
results is not possible due to the convenience sample and small study size and future

studies could be conducted with a larger sample size.
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Further research might study the stress reduction patterns of students for
whom stress is not a concern. How and why are some students able to maintain
lower stress levels? What strategies do they use for reducing stress? Are the
stressors they experience unique in some way, or are they simply avoiding issues
that create stress for other students? Research, which is targeted at understanding
the practices and attitudes of these students, may provide valuable information that
may be used to help students who are more susceptible to stress. Finally, stress may
be institution specific. The perceived level of expectations regarding student

performance is high in METU.

Also a difference was observed between the perceived stress scores of the
Turkish student (M = 18.34, N = 366) and the participants of the Cohen’s study
(1994) (M = 14.2, N = 645) in which the adaptation study of PSS-10 was carried

out. This might give way to cross-cultural studies.

5.4. Conclusion

This study was conducted in order to investigate the effectiveness of a stress
management group on different variables of first year university students. These
variables, which were perceived stress, self-efficacy and coping styles, were
selected as a result of observations that the researcher made for being a counselor at
a university medical center. The effect of the stress management group was
significantly observed on perceived stress and no difference was observed for other
variables. This study was unique in the adaptation and the use of new instruments.
Both explanatory and confirmatory factor analysis were conducted, therefore the
factor structure of the scales were double-checked. The study was also unique in the
application of a group program. Like many other studies, results were specific to the
sample that was used in this study. Although this study had certain limitations, it is

a contribution to the literature, which will give way to other related studies.
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APPENDICES

APPENDIX A

INSTRUCTIONS and QUESTIONNAIRES OF THE STUDY

YONERGE

Sevgili Ogrenciler,

Bu calismada, 6grencilerinin {iniversite yagamina uyumlariyla ilgili oldugu
diisiiniilen baz1 faktorler aragtirilmaktadir.

Sizden istenilen, Ol¢eklerde bulunan maddeleri ilk akliniza gelen ve size
uygun olan segenegi isaretleyerek yanitlamanizdir. Vereceginiz icten yanitlar
arastirmanin amacina hizmet edecektir. Olgeklerle ilgili genel bilgi almak ya da
bireysel olarak sonucunu 0grenmek isteyenler bana ulasabilirler. Katkilariniz i¢in

simdiden tesekkiirler.
Uzm. Psk. Miige Celik Oriicii

ODTU Saglik ve Rehberlik Merkezi
Telefon: 210 49 28
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DEMOGRAFIK BiLGi FORMU

1- Ogrenci Numaraniz: ..................ccoeueieeininnn...

2- Cinsiyetiniz : ( )K ( )E

3- Yasiniz U

4- Boliimiiniiz e

5- Yasadiginiz yer : () Ailenizle ( ) ODTU Yurdunda

() Evde yalniz ( ) Evde arkadaslarla
() Akraba yani ( ) Diger

6- Devam ettiginiz kur : () Beginner () Elementary
() Intermediate ( ) Upper

7- Hazirhiktaki yilmiz

8- Yaklasik olarak su anki not ortalamaniz : ..............

9- Yasaminiz boyunca en uzun yasadiginiz yer: () Biiyiiksehir () Sehir
( ) Kasaba ()
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Universite Ogrencileri Icin Yasam Olaylar1 Envanteri *

Asagida giinliik yasantinizda size sikint1 verebilecek bazi olaylar ve sorunlar

belirtilmistir. Her maddeyi dikkatlice okuyarak, son bir ay igerisinde ne kadar

siklikla boyle bir olay ya da sorunla karsilastiginizi maddelerin karsilarinda bulunan
seceneklerden uygun olani igaretleyerek belirtiniz.

Bu sorunu ne sikhikla yasadimiz?
Hi¢ Nadiren Arasira Siksik Her
zaman

©
)
©
®

1) Derslerin agirlig1 ve yogunlugu ®

13) Sorumluluklarimi yerine getirememek

14) Reddedilme korkusu

15) Calistigim isle ilgili sorunlar

16) Is goriismeleri ile ilgili kaygilar

2) Barmma ile ilgili sorunlar 0] @ ® @ ®
3) Ulasim sorunu @ @ ©) @ ®
4) Zamanin sikigiklig O] @ ® @ ®
5) ;‘;11311;; \;Talr)abamla aramizdaki 0 ® ) @ ®
6) Gelecekle ilgili kaygilar 0] @ ® @ ®
7) Arkadas iligkilerinde yasanan sorunlar @ @ ® ©) ®
8) Sevdigim insanlardan ayr1 olmak 0] @ ©) ©) ®
9) Cevresel kosullardan (giiriiltii, havalar, @) @) ©) @ ®
kirlilik v.s)

10) Okula uyum saglayamamak @® @ ® @ ®
11) Maddi problemler 0] @ ® @ ®
12) Uykusuzluk 0] @ ® ©) ®

0] @ ® O] ®

0) @ ® @ ®

0) @ ® @ ®

O] @ ® @ ®

0) @ ® @ ®

17) Yayin organlarindaki kotii haberlerle
iliskili kaygilar

* Olgegin tamtimi amaciyla bazi 6rnek maddeler verilmistir. Olgegin tamamina
ulasabilmek i¢in arastirmaciyla iletisim saglanabilir.
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UUKYO *

Asagida bulunan her bir climlede ifade edilen durum i¢in becerinize olan
giiven derecenizi degerlendirmeniz istenmektedir. Liitfen size uygun olan

secenege carpi isareti koyunuz.

Kendime Kendime
hi¢ cok
giivenmem giivenirim

1) Gerekli oldugunda iyi yargilama yapabilirim.

©)
® &

2) Mantikl diisiinebilirim.

6) Baskalarinin ne s6ylemek istedigini anlayabilirim.

7) Olaylara genis bir bakis agisiyla bakabilirim.

8) Bir ig benim i¢in zor olsa bile bitirebilirim.

9) Iyi olmadigim bir seyin iistesinden gelebilirim.

13) isimi tamamlayincaya kadar azimle devam edebilirim.

15) ilk kez tanistigim insanlarla kisa siirede samimi olabilirim.

16) Yeni ortamlara gore kendimi ayarlayabilirim.

© © © © 6 0 & © © O~
i © 0 0 B 0 0 6 0
OO 0 00 0 O 0 © 6
@ 0 0 00 0 0 0

®

17) Bir sey yapmak i¢in bagkalartyla isbirligi yapabilirim.

* Qlgegin tanittimi1 amaciyla bazi érnek maddeler verilmistir. Olgegin tamamina
ulagabilmek i¢in arastirmaciyla iletisim saglanabilir.
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ASO-10 *

Bu 6lcek gecen son ay icindeki duygu ve diisiinceleriniz hakkinda sorular
icermektedir. Sizden her bir soruda, tarif edilen duygu veya diisiinceyi ne kadar
siklikla yasadiginizi belirtmeniz istenmektedir. Baz1 sorular birbirine ¢ok benzer
goziikse de aralarinda birtakim farkliliklar bulunmaktadir bu yiizden her bir soruya
ayr1 ayri diisiinerek yanit vermeniz istenmektedir. Bu amacla her soruyu hizli bir
sekilde diislinerek yanitlamaniz uygun olacaktir. Tarif edilen duygu veya diislinceyi
gecen ay boyunca kag kere hissettiginizi saymak yerine, verilen alternatiflerden size

en uygun gelen secenegi isaretlemeniz istenmektedir.

Size uygun olan secenege carpi isareti koyunuz.

Hi¢ Neredeyse Bazen Olduk¢a Cok
hi¢ sik sik

1) Gegen ay icinde, hangi siklikla
l.?ek!'enmedlk .bl.r olaydan dolay1 kendinizi o 0 ® ) @
lizgiin hissettiniz?

4) Gegen ay icinde, hangi siklikla kisisel

problemlerinizi ele alma beceriniz o o ® ) @
konusunda kendinize giivendiginizi

hissettiniz?

5) Gegen ay icinde, hangi siklikla islerin o 0 ® ) @

istediginiz yonde gittigini hissettiniz?

9) Gegen ay icinde, hangi siklikla
kontroliiniizlin disinda gerceklesen © @ @ €) O,
olaylardan dolay1 kizginlik hissettiniz?

10) Gegen ay 1@11}de, hangi 51k11k1aw ‘ o o ® ) @
zorluklarin, iistesinden gelemeyeceginiz
boyutlara ulastigini hissettiniz?

* QOlgegin tanitimi amaciyla baz1 6rnek maddeler verilmistir. Olgegin tamamina
ulasabilmek icin arastirmaciyla iletisim saglanabilir.
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OBCO *

Bu oOlgekte ¢esitli davranis ve diisiince bigimlerini igeren ifadeler
bulunmaktadir. Sizden bir an i¢in iiniversitede bir sinavda basarisiz oldugunuzu
hayal ederek bu ifadeleri yanitlamaniz istenmektedir. Liitfen her bir soruyu
yamitlarken “Universitede bir smavda basarisiz olursam, genelde .... > ciimlesini

aklinizda tutunuz ve uygun olan secenege carpi isareti koyunuz.

Bu ifade Bu ifade
kesinlikle beni kesinlikle beni
anlatmiyor anlatiyor
T T
1) Problemi en iyi nasil ele alabilecegimi DO @6 6 O ©

diistintirim.

2) Adim adim ne yapmam gerekiyorsa onu Do 06
yaparim.

3) Bu durumun ortaya ¢ikmasinin nedenini /
(O ONE)
nedenlerini diisiiniirim.

4) Cabalarimi o durum igin bir seyler
yapmaya yogunlastiririm.

5) Sorunu ortadan kaldirmak i¢in ek
girisimlerde bulunurum.

©
®
©)
®
G)
®
Q
®
©
©

6) Bir ders calisma rehberi (yardimcei kitap)

ONONONONONONG ©)
satin alirim.
7) Calisma rehberimi kullanirim. DB @6 6 060
8) Ne hissettigimi anlatirim. DQO®@®BG 6 OB O
9) Bunun olduguna inanmay1 reddederim ONONONONONONG) ©)
10) Duygularimi disa vururum. D@B®®6 6 0O® 0
11) Kendimi koétii hisseder ve duygularimi DOO®B6 6 O ©
disa vururum.
12) Kendimi kétii hisseder ve bunun gercekten DO ®G6 6 @ ©

de farkinda olurum.

* Qlgegin tanitimi1 amaciyla bazi drnek maddeler verilmistir. Olgegin tamamina
ulasabilmek i¢in arastirmaciyla iletisim saglanabilir.
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APPENDIX B

PATH DIAGRAMS OF THE QUESTIONNAIRES
College Adjustment Self-efficacy (CASES) — Estimates

.70

= |

0.56

0.23
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College Adjustment Self-efficacy (CASES) — Standardized Solution

.70

.55
.65

0.24
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College Adjustment Self-efficacy (CASES) — t-Values
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Percieved Stress Scale (PSS) — Estimates

-0.0743

0.50—+  pssl
0.60—=  pss2
-49 = pss3
- 91— pss4
0.57—1  pss5
0.59—=1  pss6
86— pss7
8
. 81— pss8
0.61—=  pss9
0.36—= pssl0
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Percieved Stress Scale (PSS) — Standardized Solution

-0.D824

0.50—+  pssl
0.60 -  pssd
-49—==  pss3
-91 = pss4
0.57 —== pssS
0.59—+  pss6
.90 —= pss7
9
82— pss8
0.61—+  pss9
0.36—=  pssl0

1.00
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Percieved Stress Scale (PSS) — t-Values

7.10 ™™

pssl

7.52 ™™

pss2
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pssS

pss6
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06 .25

pss10
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Student Coping Instrument (SCOPE) — Estimates

2mot

105




Student Coping Instrument (SCOPE) — Standardized Solution
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Student Coping Instrument (SCOPE) — t-Values
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APPENDIX C

INFORMATION ABOUT STRESS MANAGEMENT TRAINING GROUP
PROGRAM

STRES YONETIM GRUBU KATILIM KONTRATI

Bu katilim kontrat 6 oturumluk Stres Yonetim Grubu i¢in diizenlenmistir.
Bu grupta hedeflenen amaglar gruba katilanlarin;

e Stres ve gerginlikten dolay1 yasadiklar1 fiziksel gerginliklerinde azalma
saglamasi.

e Belirli stresi yonetme stratejilerini 0grenerek, bu konuda kendilerine
giivenlerinin artirmasi.

e Konsantrasyon ve  zihinsel etkinliklerini  arttirarak  akademik
performanslarinda yiikselmesidir.

Bu amagclara ulasilirken grupta belli kurallar izlenecektir.

Grup Kkurallar:
1. Grup oturumlarinin siiresi bir buguk saat olacaktir.
2. Grup tiyelerin katilimlar1 oraninda gruptan faydalanacaklardir. Bir grup {liyesinin
bir oturuma gelmemesinin yapilacak etkinlikleri olumsuz yonde etkilemesi s6z
konusudur. Bu yiizden her grup iiyesi gruba siirekli katilim konusunda diger grup
tiyelerine karsida sorumluluk sahibidir. Her oturuma siirekli katilim ve oturumlara
zamaninda gelinmesi 6nemlidir.
3. Grupta sigara i¢ilmeyecek, cep telefonlar1 kapali tutulmasina ve dikkat dagitict
unsurlarin olmamasina 6zen gosterilecektir.
4. Grup etkinliklerin pekismesi agisindan sizlere bu grupta ev 6devleri verilecektir.
Ev 6devleri kisinin farkindaligini artirmada, yasanan sikintry1 tanimlamada faydali
olacagindan ev ddevleri yerine getirilmesi zorunludur.

5. Gizlilik ilkesine uyulmasi gereklidir.
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6. Grup tiyelerinin bir birine saygi duymast ve diger iiyelerin gelisimi i¢in ¢aba
gostermesi 6nemlidir.

Bu kontrat Stres Yonetimi Grubuna amagclarin1 benimseyerek katildiginizi
ve grubun bir T{yesi olarak yukaridaki kurallara uymay:r kabul ettiginizi
gostermektedir.

Yukaridaki kurallari okudum ve bu kuralara uyacagim.

Ad Soyadi imza
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ORNEK ANLATIM SLAYTLARI

STRESI YONETMEK
STRES
~ +TANIMI ~ BILINGLI YASAMAK
' L U GOSTER|LEN TEPK”_ER f L « Bilgilenmek (Tanimak/ Anlamak)
st — « Beceri Geligtirmek
< . <
* NEDENLERI * Eyleme Gegmek
« YONETIMI « Degerlendirmek
TNAa STRESI YONETMEK
STRESI YONETMEK AMACIYLA BiLGILENMEK
BILGILENMEK Bedenimin aligkanliklar
o~ Evrensel Bilgiler o~ (Bana 6zgii bedensel tepkilerim)
i Bedenimin yapisi/ isleyisi i Zihnimin aligkanliklar/ Tiim 6grendiklerim
<J <J (Kendime, digerlerine, diinyaya iliskin

Zihnimin yapist isleyisi
Bana Ozgii Olanlar

Aliskanliklarimin ne oldugu/nasil sonuglara yol

agtig1

semalarim)

Davranigsal aligkanliklarim
(Basagikma mekanizmalarim)

* Anlatim1 gosteren ornek slaytlar verilmistir.
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STRES
Tanimi
! I i . STRESE YOL ACAN 3 KOSUL
Canli sistemlerin (organizmalarin) varliklarini (biyo-
psiko-sosyal) stirdiirmelerine (tekrar dengeye Sizden birseyler beklenmektedir.
donmelerine) yonelik olarak isleyen, kendilerine doga
/| tarafindan “verilmis olan” otomatik/anlik/tiim sistemi ) Duruma belirsizlik hakimdir.
k harekete geciren fizyolojik bir tepki L S . o — lidi

A Farkedilmesi \....: onug sizin i¢in onemlidir.
S Biyolojik (zihnimizin devreye girmedigi), psikolojik S

(zihnimizin devreye girdigi) ve sosyal dengemiz

degistiginde/bozuldugunda
STRESLE BASETME YONTEMLERI Ll
Etkili yontemler

Etkisiz yontemler (Daha ¢ok strese yol agarlar)

Bedene yonelik olanlar Bedene yonelik olanlar

[lag/alkol/sigara bagimlilig: Fizik egzersiz
) Kotii beslenme 7o) Nefes egzersizleri

B Duygulara yonelik olanlar B Derinlemesine gevseme

Q Psikolojik savunma mekanizmalarinin agiriligy q Meditasyon

Bilissel ¢arpitmalar Dogru beslenme

Davramslara yonelik olanlar Duygulara yiinelik olanlar

RS ik Hayata deneyimci yaklagim

el Stresli durumlari “miicadele olanagi”gibi gérmek

Duvgular pavlasma

* Anlatimi1 gosteren 6rnek slaytlar verilmistir.
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Davranislara yonelik olanlar
Zamani iyi kullanma

Sosyal destek sistemlerini kullanma
Etkili problem ¢6zme becerileri

Bilgi toplayarak durumu tahmin
edilebilir hale getirmek

Stres ve Beslenme Ahskanhklarimiz

Kendiliklerinden strese yol acanlar
Kafein, Cay, Cola, Kakao
Yoksunluklari/Fazlahklar:

* Kaygi/Huzursuzluk

* Depresyon/Karamsarlik

* Uykusuzluk

* Kardiyovaskiiler zayiflik

* Mide rahatsizligi

* Kas zayifligi

OLUMSUZ DUSUNCELERIN
SORGULANMASI

Bu diisiince i¢in ne gibi kanitlar var?

Bu durum i¢in baska bir bakis agisi, baska bir
aciklama bigimi olabilir mi?

Acaba bir baskasi bu durumda nasil
dustinebilir?

Yargilariniz nasil hissettiginize mi yoksa

gercek hayatta ne yaptiginiza mi
dayaniyor?

Kendinize ulasamayacaginiz kadar yiiksek
standartlar mi1 belirliyorsunuz?

15 SORUDA STRES YONETIMI
Neredeyim?

Neler oluyor? Bedenimde neler oluyor? Neler hissediyorum?
Kimlerleyim?

Neler diisiiniiyorum?Olayi nasil yorumluyorum?

Bu olayla ilgili kurallarim neler?

Olay hangi agidan stresli: Beklentiler mi, belirsizlik mi, olayt
yorumlayisim mi?

Ne yapiyorum?
Durumu mu degistiriyorum?

Durumla ilgili yasadigim duygular iizerine mi takildim?
Yasadigim sikinti azaliyor mu?

Boyle davranmak bana neye malolacak?

Bu bedeli 6demeyi istiyor muyum?

* Anlatimi1 gosteren 6rnek slaytlar verilmistir.




OLUMSUZ DUSUNCELERIN SORGULANMASI
(Devam...)

Gergekleri unutup, gergekei olmayan ya da
ender rastlanan durumlari mi ¢ok
abartiyorsunuz?

Ya Hep Ya Hig tarzinda mi1 diistiniiyorsunuz?

Kontroliintizde ya da sorumlulugunuzda olan
seyleri ok mu abartiyorsunuz?

Eger diistindiigiiniiz gibi olrsa ne olur?

Acaba olayin olma olasiligini m1
abartiyorsunuz?

Sorunla basetme becerilerinizi mi
azimsiyorsunuz?

DUSUNCE HATALARI

Ya Hep Ya Hig seklinde diigiinmek: Durumu bir
devamlilik seklinde gormek yerine iki ayri kategori
haline getirmek

Asir1 Genelleme:Durumun ¢ok dtesinde olumsuz bir
sonuca atlamak

Olumsuzluklar Biiyiitme: Olayi/durumu bir biitiin
olarak degerlendirmek yerine tek bir olumsuz duruma
takilip kalmak

Olumluyu Gegersiz Kilmak: Olumlu olaylar1 dikkate
almamak-onlar1 yok saymak

Hemen bir sonuca varmak

a)Karsidaki Kisinin zihnini okumak: Diger
olasiliklar dikkate almadan, baskalarmin aklindan
gegenleri bildigine inanmak

b)Hatali falcilik yapmak

Asin biiyiitme ya da asin Kiiciiltme:Baz1
olaylarm 6nemini gereksiz bir bigimde
abartmak, digerlerini 6nemsiz kilmak

Duygusal mantik yiiriitme: Duygulardan
hareket ederek gergegi tanimlamak
“Me’li, Ma’li” seklinde diisiinme: Kisinin
kendisi ve diger insanlarin nasil davranmasi
gerektigi konusundaki kati kurallari, sabit
fikirleri

Etiketleme

Kisisellestirme: Kisinin herhangi bir olaydan
sorumlu olmasa bile, bu olaymn nedeni
kendisiymis gibi algilamasi.

GIiRISKENLiK NEDiR?

Giriskenlik, kendinizi gosterebilmeniz,
duygu ve diistincelerinizin dikkate
alindigindan emin olmaniz ve baskalarinin
herzaman 6niiniize gegmelerine izin
vermemeniz anlamia gelmektedir

* Anlatim1 gosteren ornek slaytlar verilmistir.
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DUSUNCELERIMIZ DUSUNCELERIMIZ BIZIM ICIN
DUYGU VE ONEMLIDIR.
DAVRANISLARIMIZI

NASIL ETKILIYOR? o A
"DUSUNCE ALISKANLIKLARIMIZ
HAYATIMIZI CENNET DE
YAPABILIR CEHENNEM DE".

* Anlatimi gosteren 6rnek slaytlar verilmistir.
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DIS DUNYA (OLAY)=> BILISSEL
Stresle basetmede unutulmamasi gereken SISTEM > ANLAM VERME >
noktalardan birisi de stresin olusmasinda DUYGUSAL SONUC = DAVRANIS >
kisinin karsilastigi olaylarla ilgili BIYOFIZYOLOJIK TEPKT

yorumlamalarinin ve degerlendirmelerinin
etkili oldugudur.

Bireyin olaylari anlamlandirisi ve yénlendirisi
stresi azaltmada veya ¢ogaltmada temel

faktardir.
Yasadigimiz stres olaylara verdigimiz anlamlarla — e 20ERL.
iliskilidir. IET HERSEY BeNDE
Olaylar karsisinda gosterilen olumsuz tutumlar, . BUSLYP BENTE

Kendimize sdyledigimiz olumsuz sozler, o olay
sirasinda hissettigimiz gerginligi arttirir.
Yaptigimiz bu olumsuz igerikli konugsmalar, zaman
gegtikge otomatiklesir ve olumsuz igerikler
gozard edilir.

Bu yiizden stres diizeyimizi azaltmak igin bu
olumsuz diisiincelerin, i¢ konugmalarin farkina
varmak onemlidir.

* Anlatim1 gosteren ornek slaytlar verilmistir.
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PROBLEM COZME BECERILERI

Bu boliimde problemlerimizi nasil ele alacagimiza dair pratik bir problem ¢6zme
yaklagimini deneme ve 6grenme imkani olacaktir.

1. Adim: Problemlerim nelerdir?

[k olarak, yasadigimz farkli durumlari, iliskilerinizi ve karsilastiginiz problemleri

diistiniin.

Durum, iliski ve yasanan problemler.
| R ile olan iligkimde giigliikler (tartismalar) yasiyorum.  Evet Hayir
(Buraya kisinin ismini yazin)
2- Ailemden destek géremiyorum, onlarla ger¢ekten
konusamiyorum. Evet Hayir

3- Arkadaslarimdan destek goremiyorum, onlarla gercekten

konusamiyorum. Evet Hayir
4- Etrafimda gercekten konusabilecegim kimse yok. Evet Hayir
5- Para konusunda sikint1 yasiyorum. Evet Hayir
6- Yasadigim yerden hoslanmiyorum. Evet Hayir
7- Ev/Oda arkadaslarimla sorun yasiyorum. Evet Hayir
8- Calismalarimdan hoslanmiyorum. Evet Hayir
R D0 o GO ) (a¢ik bir sekilde belirtiniz).

Bu yaklagimdaki kilit nokta, kisileri altiist eden, yasanan olaylarin kendileri
degil, fakat kisilerin bu olaylar hakkinda nasil diisiindiikleridir. [(Bizi etkileyen
olaylardan ¢ok olaylara yiikledigimiz anlamlar (appraisal)]. Fakat, bu yasanan
problemlerin g6z ardi edilmesi anlamma gelmemektedir. Esas amag, problem
¢Oozme yaklagimi ile yasanan problemlerin iistesinden gelmeye ¢alismaktir. Cilinkii
problemler hayatimizdan eksik olmayacaktir. Problemin ¢oziimiine yardimci
olmayacak olumsuz ve asir1 ugtaki diisiinceleri degistirmeye c¢alismak onemlidir.
Problemlere adim adim yaklasarak, onlar1 ¢c6zmeye baslayabiliriz. Ciinkii herseyle

bir anda ilgilenmek olanaksizdir. Problemleri etkili bir bicimde ele alabilmek ig¢in,
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ilk basta en 6nemli problemi belirlemek yararlidir. Bu su an i¢in diger problemleri

bir kenara birakmaniz anlamina gelmektedir.

Simdi su sorular1 ele alalim:

S- 11k olarak sadece tek bir problemi ¢6zmeyi planlamanin avantajlar1 ne olabilir?

S- Her seyi ayn1 anda degistirmeye ¢aligmanin olas1 tehlikeleri nelerdir?

2. Adim: Problem Cézme Asamalari

Problem ¢6zme asamalari:

Her problemi sirayla ele almak

Problemi agik bir bigimde tanimlamak

Biiylik ve basa ¢ikmasi zor gibi goziiken problemleri, ¢6ziimii kolay olabilecek
kii¢iik pargalara bolmek

Probleme adim adim yaklagmak

3. Adim: Olasi her ¢oziimiin etkinligini degerlendirmek

Oneriler Avantajlar Dezavantajlari

Problemi tamamen | Kisa siire i¢in ise yarayabilir |Bu anlamli  bir ¢6ziim
yok saymak saglamaz. Eger bu dersten
gegmek  istiyorsam, bu
problemi bir sekilde

halletmem gerekecek.

Baskasinin projesini | Kisa siire i¢in ise yarayabilir |Bu ahlaki (etik) degil ve
kopyalamak yanlis. Bunu yapamam.
Basim derde girebilir ve
dersten atilabilirim. Bu ¢ok

sacma olur.

4. Adim: Coziimlerden birini secmek

Yapilan se¢im asagidaki iki kriteri karsiliyorsa uygun bir ¢éziim olabilir.

a) Bu secenegin bana yardimi olur mu? Evet Hayir

b) Basarilabilir mi?/gerceklestirilebilir mi? Evet Hayir
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5. Adim: Coziim icin yapilmasi gerekenleri planlamak
Planlanan ¢oziim:
1) Nasil oldugumu anlamamda ve kendimi degistirmemde
faydal1 olacak m1? Evet Hayir

2) Bu isler ¢ok agik bir bi¢imde tanimlanmis m1? Bu isleri tamamladigimi nasil

anlayabilecegim ? Evet Hayir
3) Bu isler gercekei mi? Pratik ve basarilabilir mi? Evet Hayir
4) Ne zaman ve ne yapacagimi agikca ortada m1? Evet Hayir
5) Bu secimde kolayca engellenebilecek bir sey var mi1? Evet Hayir

6. Adim: Uygulamaya ge¢cmek

7. Adim: Sonug¢larin degerlendirilmesi
e Segilen ¢6ziim basarili oldu mu? Evet Hayir
e Proje sonunda tamamlanacak mi1? Evet Hayir

e Bu ¢6zlim yolunun dezavantajlart var miyd1? Evet Hayir
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GIRISKENLIiK BECERILERI
1. Boliim
Giriskenlik nedir?

Girigkenlik, kendinizi gosterebilmeniz, duygu ve diislincelerinizin dikkate
alindigindan emin olmaniz ve baskalarinin her zaman oniinlize ge¢melerine izin
vermemeniz anlamina gelmektedir. Bu saldirganlikla ayni anlama gelmemektedir.
Kaba olmadan ya da gii¢ kullanmadan da girisken olabilirsiniz. Ne beklediginizi
acikca belirterek ve haklarimzin dikkate alinmasi konusunda israrli olarak bunu
yapabilirsiniz.

Girigkenlik 6grenilebilecek bir beceridir. Kisilerin kendilerinin farkinda
olacaklar1 ve kendilerine giivenlerini arttirabilecekleri bir iletisim ve davranis
bicimidir/yoludur.

Hepimiz, yasamimizda baz1 zamanlar, kendimize ne kadar giivenirsek giivenelim,
karsilastigimiz gesitli durumlari ele almakta zorlanmisizdir. Bunlara 6rnek olarak:

e Universitede bir hocayla konusmak

e Daha dnce bizden alinmis olan bir seyi geri istemek

e Zorlu ev/oda arkadaglariyla bas etmek

e Duygularimiz1 arkadas, aile ya da sevgiliye anlatmay1 verebiliriz.

Yasamimizda karsilasti§imiz bu tiir durumlarda siklikla ya kendimizi
kaybederiz, ya hig bir sey sdylemeyiz ya da vazgegeriz. Boyle olunca da, kendimizi
mutsuz, 6tkeli ve kontrol elimizde degilmis gibi hissederiz ve problemde ¢6ziimsiiz
kalir. Kisilerin bu girisken olmayan ya da dfkeli davranma egilimleri eger kisiler

kendilerini kotii hissediyorlarsa daha da biiyiik bir problem haline gelmektedir.

Giriskenlik nereden gelmektedir?
Bizler biiyiime siirecimizde, davranislarimizi basimiza gelenlerin

sonuglarina gore ayarlamayi &greniyoruz. Ornegin, kendimize dgretmenlerimizi,
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anne-babalarimizi, arkadaglarimizi model aliyoruz. Yazili ve gorsel basindan
etkileniyoruz. Eger, bu siiregte kendimize giivenimiz Ornegin, aile igindeki
elestirilerden, okuldaki arkadaslarin tutumlarindan olumsuz etkilenirse, yetiskin
yasantimizda bu tiir benzeri durumlarla karsilastigimizda pasif yada saldirgan bir

tavir sergileme egiliminde oluyoruz.

Giriskenligin yararlan
Girigkenlik, kendinize ve digerlerine yonelik diiriist ve yardimi olan bir
tutumdur. Girigkenlikte, ne istediginizi
e Dogrudan ve agik olarak
e Uygun bir bi¢cimde, kendi diisiince ve haklariniza giivenerek/saygi duyarak ve
baskalarinin da ayni1 seyi yapmalarini bekleyerek
e Kaygilanmadan, giiven i¢inde belirtmenizdir.
Siz girisken davranarak,
e Bagkalarinin haklarini ihlal etmiyorsunuz.
e Insanlarin sizin ne istediginizi bilmelerini beklemiyorsunuz.

e Kaygidan donup kalmadan, giicliiklerden kaginmiyorsunuz.

Sonug ise, artmis bir kendine giiven ve karsidaki kislerden goriilen saygi oluyor.

2. Boliim
Giriskenlik ¢cabalarimizin gozden geg¢irilmesi

Birinci boliimde giriskenligin, kendinizi gosterebilmeniz, duygu ve
diistincelerinizin dikkate alindigindan emin olmaniz ve bagkalarinin her zaman
Oniinlize gecmelerine izin vermemeniz anlamina geldigini Ogrendiniz. Bu

saldirganliktan oldukca farkli bir davranis bi¢imidir.
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APPENDIX D

HOMEWORK ASSIGMENTS OF RELAXATION TRAINING

Gevseme Egzersizleri Odev Formu

Odev 1

-Omuz ve Kol kaslarmiz: Kollarmizi 6ne dogru uzatabildiginiz kadar uzatin,
ellerinizi yumruk yapin. Gerginligi hissedin ve gevseyin. Tamamen gevsemeden
bir sonraki harekete gecmeyin.

-Kollarimiz: dirseklerinizden biikerek bileklerinizle omuzlariniza degmeye ¢aligin.
Gerginligi hissedin ve gevseyin. Tamamen gevsemeden bir sonraki harekete
gegmeyin.

-Kollarinizi parmaklarinizin ucu ilerideki bir noktaya degecekmis gibi diiz olarak
one dogru uzatin. Gerginligi hissedin ve gevseyin. Tamamen gevsemeden bir
sonraki harekete ge¢meyin.

-Omuz kaslariniz. Omuzlarinizi boynunuza dogru yiikseltip ellerinizi yataginiza
bastirin. Gerginligi hissedin ve gevseyin. Tamamen gevsemeden bir sonraki
harekete ge¢meyin.

-Boyun kaslariniz. Yattiginiz yerde basinizi yavasca geriye dogru itin. Ceneniz
tavant gostersin. Gerginligi hissedin ve gevseyin. Tamamen gevsemeden bir

sonraki harekete gecmeyin.
Odev 2

-Alin kaslariniz. Kaslarinizi yavasca yukar1 dogru kaldirin. Gerginligi hissedin ve

gevseyin. Tamamen gevsemeden bir sonraki harekete gegmeyin.
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-Kas kaslarmiz. Kaslarimizi yavas yavas catmaya baslaym. iki kasiniz arasindaki
gerginligi hissedin ve gevseyin. Tamamen gevsemeden bir sonraki harekete
gecmeyin.

-Goziinliziin etrafindaki kaslar. Gozlerinizi sikica kapamaya g¢alisin. Gerginligi
hissedin ve gevseyin. Tamamen gevsemeden bir sonraki harekete gegmeyin.

-Cene kaslarimiz. Dislerinizi yavasca birbirine bastirarak sikin. Gerginligi hissedin
ve gevseyin. Tamamen gevsemeden bir sonraki harekete gegmeyin.

-Dil ve girtlak kaslariniz. Dilinizin ucunu yavas yavas bogaziniza dogru geriye
itmeye baglayin. Bogazinizdaki ve dilinizdeki gerilimi hissedin ve gevseyin.
Tamamen gevsemeden bir sonraki harekete gegmeyin.

-Dudak kaslariniz. Dudaklarinizi yavasga birbirine degdirip bastirmaya baslayin.
Gerginligi hissedin ve gevseyin. Tamamen gevsemeden bir sonraki harekete

gegmeyin.
Odev 3

-Gogiis kaslariniz. Derin bir nefes alin ve nefesinizi miimkiin oldugu kadar uzun
siire tutmaya c¢alisin. Gogsiintizdeki gerginligi hissedin ve gevseyin. Tamamen
gevsemeden bir sonraki harekete gecmeyin.

-Karin kaslariniz. Karninizi sanki bir darbe almaya hazirlanmis gibi yavasca igine
cekin. Gerginligi hissedin ve gevseyin. Tamamen gevsemeden bir sonraki harekete
gecmeyin.

-Kalca kaslariniz. Kalganizdaki kaslar1 igine c¢ekerek adeta kalgalarinizi
kiiciiltmeye calisin. Gerginligi hissedin ve gevseyin. Tamamen gevsemeden bir
sonraki harekete gecmeyin.

-Bacak kaslarmiz. Ayaklarinizi miimkiin oldugu kadar 6ne dogru uzatarak ayak
parmaklarinizi ice dogru biikmeye calisin Gerginligi hissedin ve gevseyin.

Tamamen gevsemeden bir sonraki harekete gegmeyin (Ost,1987).
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OLUMSUZ DUSUNCELERINIZE MEYDAN OKUMANIZA YARDIMCI
OLABILECEK 20 SORU

—

Diisiince ile gercegi birbirine mi karistirtyorum?

Acele sonuglara m1 vartyorum?

Sadece benim bakis agimin m1 dogru oldugunu varsayiyorum?
Boyle diistinmek beni nasil etkiliyor?

Bu diisiincenin avantaj ve dezavantajlar1 nelerdir?

Cevabi olmayan sorular m1 soruyorum?

Ya hep ya hi¢ seklinde mi diisiiniiyorum?

Cok abartili kelimeler mi kullaniyorum?

> 2o kWD

Genelleme hatas1 m1 yaptyorum?

—_
=)

. Sadece zayif taraflarima m1 odaklantyorum?

—_—
—_—

. Benim hatam olmayan bir durumdan dolay1 kendimi mi su¢luyorum?

—
[\

. Her seyi ¢ok kisisel olarak m1 degerlendiriyorum?

—_
(98]

. Miikemmel olmaya m1 ¢alistyorum?

—_
~

. Cifte standart m1 uyguluyorum?

—_
9]

. Sadece olumsuzlara m1 odaklantyorum?

—
)

. Felaket senaryolar1 m1 yaziyorum?

—_
~

. Olaylarin 6nemini abartryor muyum?

—_
(o¢]

. Durumu ve olaylar1 kabul etmek ve basa c¢ikmaya g¢alismak yerine sadece
sOyleniyor muyum?
19. Durumumu degistirmek i¢in elimden bir sey gelmeyecegine mi inaniyorum?

20. Deneyip gormek yerine falcilik m1 yapiyorum?

Hazirlayan: Dog. Dr. Hakan Tiirk¢apar
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APPENDIX E

TURKISH SUMMARY

TURKCE OZET

STRES YONETIMI EGITIMI PROGRAMININ UNIVERSITE
OGRENCILERININ ALGILADIKLARI STRES, KENDINE YETERLILIK VE
BASA CIKMA STILLERI UZERINDEKI ETKIiSi

Lise hayatindan {iniversite yasantisina gecisin, pek ¢ok Ogrenci i¢in stresli
bir siire¢ oldugu gdzlenmektedir. Universiteye yeni baslayan dgrenciler, sadece
yetiskin olmanin, bagimsizliginin getirdigi yeni taleplere uyum saglamanin yam
sira, lise yillarindan alismis olduklari ortamdan farkli bir ortamla da basa ¢ikmay1
ogrenmek durumundadirlar (Abouserie, 1994). Ogrencilerin biiyiik cogunlugu, bu
siiregte ilk kez evlerinden ayrildiklarindan, yasamlarinda onlara sosyal destek
olusturan aile ve arkadaslariyla da olan baglar1 zayiflamaktadir. Daha once aileleri
tarafindan yapilan temizlik, ¢amasir ve para idaresi gibi gorevleri kendi baslarina
yapmak durumunda kalmaktadirlar (Rice, 1992). Yasam olaylar stresi yaklagimina
gbre, Universitede egitim almak bashh basina stres ve uyum giicliiklerine yol

acabilmektedir.

Yasam olaylar stresi yaklasimi, kisinin olaylar1 olumlu ya da olumsuz,
kontrol edilebilir ya da edilemez boyutlarinda degerlendirmesini gbz Oniine
almadan her degisim/degisiklik strese yol agar varsayimi elestirilmektedir (Sarason,
Johnson & Siegel, 1978). Bu sebeple, giliniimiiz stres arastirmalarinda stres
potansiyeli olan olaylarin psikolojik olarak degerlendirilmesinin  &nemi
vurgulanmaktadir. Bu da stresin daha ¢ok degisikligi yasayan kisinin durumu nasil

degerlendirdigiyle baglantili oldugunu gostermektedir (Lazarus & Folkman, 1984).
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Ogrenciler arasinda bazi faktdrlerin stresi tetikledigi ve bu faktodrlerin kisilik
yapist gibi ig, ¢evresel faktorler gibi dis kaynakli olabildikleri tespit edilmistir.
Ogrencilerin yasadiklar1 agir stres akademik basarisizliga, saglik problemlerine, ve
hatta intihar davranisi gostermelerine sebep oldugu one siiriilmektedir (Millings,
Monk & Mahmood, 1999). Strese yatkinlik modeline gore, duygusal/ sosyal
yabancilasma yasayan, biligsel carpitmalar1 olan ve uyum becerileri gelismemis bir
kisi, stresli bir durumla karsilastiginda, biligsel esnekligi ve yeterli basa ¢ikabilme
becerisi olan bir kisiye gore daha fazla intihar diisiincesine yatkinlik gostermektedir

(Hirsh & Ellis, 1996).

Strese neden olabilecek yasam gegislerinde, kisinin kendine olan yeterlilik
inanc1 koruyucu bir faktdr olabilmektedir (Bandura, 1995). Kendilerine yeterlilik
inanct fazla olan kisiler, farkli tiirdeki c¢evresel talepleri karsilama becerileri
konusunda kendilerine giivenirler. Bu tiir kisiler talepleri ve problemleri tehdit ya da
kontrol edilemez durumlar olarak degil, birer miicadele firsati olarak gortirler.
Yiiksek yeterlilik algis1 bireylerin stresli durumlara gilivenle yaklagsmalarini saglar,
fiziksel uyarilmiglik durumlarindan motive olurlar ve olumlu olaylarin kendi
cabalar1 sonucunda oldugunu, olumsuzlarin ise ¢evresel durumlardan

kaynaklandigini diisiiniirler (Bandura, 1995).

Yeterlilik algisi, kigisel degisimin her asamasini etkilemektedir- (saglik
aligkanliklarimin degisimi, daha basarili olabilmek ve bunu siirdiirebilmek igin
yapmay1 sectikleri ve yapilan degisikliklerin siirekliliginin saglanmasini gibi)
(Bandura,1990). Kisiler, yeterlilik algilarin1 gelistirebilmek i¢in motivasyonlarini

arttiracak ve davraniglarini degistirebilecek beceriler edinmelidirler.

Basa c¢ikma, kisinin, birey ¢evre etkilesimin de ortaya ¢ikan igsel ya da
digsal taleplerin kendi kaynaklarimi asip asmadigini degerlendirmesi sonucunda
ortaya koydugu biligsel ve davranigsal ¢abalardir. Bu tanimlamada ii¢ temel nokta
vardir. Basa ¢ikabilme, siire¢ yonelimlidir, baglamsaldir ve dnceden neyin iyi ya da
kotii bir basa ¢ikma oldugu tahminini yapmak miimkiin degildir (Folkman, Lazarus,

Gruen & DeLongis, 1986). Lazarus ve Folkman’in (1984) basa ¢ikma modeline
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gore bireysel farkliliklar, degerlendirme siirecini, dolayisiyla basa c¢ikma
stratejilerini ve uyuma yonelik sonuclart etkilemektedir. Bu uyumsal sonuglar,

tiniversiteye uyum olabilir ve bu da bireylerin basa ¢ikma etkinliklerinin sonucudur.

Basa ¢ikabilme becerileri miidahaleleri, katilimcilarin sadece varolan
problemlerini degil gelecekte de karsilasabileceklerini ¢cozmelerine yardimci olacak
becerileri gelistirmeyi amaglamaktadir (Brown, 1983). Basa ¢ikmanin iki temel iyi
bilinen islevi vardir: stresin yol agtigi duygular1 diizenlemek (duygu-odakli basa
¢itkma) ve huzursuzluga yol agan sorunlu kisi-¢cevre iliskilerini degistirmek

(problem-odakli basa ¢ikma) (Folkman, Lazarus, Gruen & DeLongis, 1986).

Stres, modern hayatta siirekli varolan bir olgu oldugundan, stres yonetiminin
saglik harcamalarini azaltmada etkin bir yol oldugu belirlenmistir. Onleme
caligsmalarina artarak yapilan vurgu ile stresi azaltmanin yasam kalitesini arttirdigi,
kronik hastaliklara uyumu kolaylastirdigi ve bunlarin yaninda saglik sisteminin
kullantmin1 ve ona olan bagimlilig1 azalttig fark edilmistir (Stetson, 1997; Smith,

1989).

Stres yOnetimi programlarinin pek ¢ogu ¢oklu model bilissel davranigsal
terapiye dayanmaktadir ve bilissel davranigsal modelin bireysel ya da grupla
kullannminda beceri O6gretmede, bilgi vermede etkin bir yaklasim oldugu
goriilmistiir (Brown & Cochrane, 1999). Literatiirde, alt1 ya da sekiz oturum olarak
uygulanan stres yonetimi programlar1 bulunmaktadir ve bunlarin 6grencilerin stres

diizeylerini diisiirmede etkili olduklar1 saptanmistir.

Bu sebeple, tiniversite yillarinin akademik taleplerin ve {iniversite hayatinin
getirdigi gelisimsel siireclerin artmasindan dolay1 stresin yliksek oldugu bir donem
oldugu, biligsel ve davranigsal yonelimli bir stres yonetimi programinin bu dénemde

Ogrencilere yardimci olabilecegi diistiniilmiistiir.

Bu ¢aligmanin amaci, stres yonetimi egitim programinin Orta Dogu Teknik
tiniversitesi hazirlik 6grencilerinin algiladiklar1 stres, kendine yeterlilik ve basa

¢ikma stilleri tizerindeki etkisini degerlendirmektir. Stres yonetimi egitim programi
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ile 6grencilerin farkindaliginin arttirilmasi planlanmaktadir. Ogrenciler, akademik
ve sosyal olarak nasil performans gdsterdiklerinin farkina vararak, grup ortaminda
tek problem yasayan kisinin kendileri olmadigin1 6grenip, eksik olan becerilerini
gelistirme firsatin1 elde edeceklerdir. Ayrica gelistirilen program, diger iiniversite
danmigsma merkezlerince kullanilabileceginden sadece Orta Dogu Teknik Universitesi
ogrencilerine degil, diger iiniversite dgrencilerine fayda saglayabilecektir. Bu da
farkli stres calismalarinin Oniinii agacaktir. Son olarak, bu ii¢ degisken daha once bir
arada calisilmamistir ve ayrica, bu calisma ile iic Olcek Tiirkge literatiire

kazandirilmigtir.

Yontem

Orneklem

Orta Dogu Teknik Universitesi Hazirlik Boliimiinden yiiz kirk bir dgrenci
ana uygulamadan once gergeklestirilen gecerlilik giivenilirlik caligmasinda yer
almistir. Gegerlilik ve giivenilirlik ¢alismasi tamamlanan 6l¢ekler 366 6grenciye
uygulanmistir. Bu ii¢ yliz altmis alt1 6grenci arasindan 9 kadin, 7 erkek toplam 16
Ogrenci goniilli olarak deneysel uygulamaya katilmiglardir. Bu 6grenciler segkisiz
yontem ile deneysel ve kontrol grubuna atanmislardir. Bu 6grencilerin yaslar1 18-22
arasinda degismektedir ve ortalama 19.62 (SS = 1.36) dir. Bu 6grencilerden 12’si

yurtta dort 6grenci ailesi ile kalmaktadir.

Kullanilan Ol¢me Araclar
Demografik Anket
Cinsiyet, yas, yasanilan yer, Ingilizce bilgi diizeyleri, anne ve babalarm

egitim diizeyi gibi bilgiler bu anket ile 6grencilerden toplanmuistir.

Universite Ogrencileri icin Yasam Olaylar1 Anketi (UOYOA; Life Events
Inventory for University Students)

Bu anketin orijinali 1999 yilinda Oral tarafindan Ogrenciler tarafindan
yasanan belirli engeller ve yasam olaylarinin sikligin1 6lgmek tizere 49 maddelik
5’11 Likert tip (1 = Hig bir zaman, 5 = Her zaman) olarak hazirlanmistir. Daha sonra

Ding (2001) ek maddeler ekleyerek 6lgegi faktor analize sokmus ve “Basar1 temelli
127



yasam olaylar1” ve “Sosyal temelli yasam olaylar1” olarak iki faktor yapisi elde
etmistir. Toplamda iki faktdr varyansin % 27.44’iinii agiklamaktadir. UOYOA
toplam puani maddelerin toplanmasiyla elde edilmektedir. Olgegin i¢ tutarlilik
katsayist .90, basar1 ve sosyal olaylar alt faktorleri i¢in sirasiyla .88 ve .86 olarak

bulunmustur.

Universiteye Uyumda Kendine Yeterlilik Ol¢egi (UUKYO, Colege Adjustment
Self-efficacy Scale)

Bu 6lgek 21 maddeyle kisinin {iniversite kariyerini tamamlamasi i¢in gerekli
beceriler konusunda kendine olan giiveninin diizeyini 6lgmektedir. Ogrencilerden
her bir ciimlede ifade edilen durum i¢in becerilerine olan giiven derecelerini
degerlendirmeleri istenmektedir. Cevaplandirma O (hi¢ glivenmem) ile 4 (cok
giivenirim) arasinda 5°1i degerlendirme 6l¢egi iizerinde yapilmaktadir. 21 maddeden
elde edilen toplam puan iiniversiteye uyumda kendine yeterlilik puani olarak
kullanilmaktadir. Objektif bilgiye dayali karar verme becerisi, aktivitenin kisisel
cabayla siirdiiriilmesi, ve insan iligkilerine uyum olmak iizere ii¢ temel faktor yapisi
bulunmaktadir; I¢ tutarhlik katsayis1 tiim olgek igin .88 olup faktorler icinde
sirastyla, 81, .82 ve .75 olarak bulunmustur. Gegerlilik ¢aligmasi i¢in Rosenberg

Kendine Giiven Olgegi ile olan korelasyon .54 olarak bulunmustur.

Algilanan Stres Olcegi (ASO-10)

Cohen, Kamarck ve Mermelstein (1983) tarafindan gelistirilen algilanan
stres Ol¢eginin 10’lu versiyonu, bireyin yasamini ne kadar stresli algiladigini
olgmeyi amacglamaktadir. Ornek olarak, “Gegen ay icinde, kendinizi ne siklikla
gergin ya da stresli hissettiniz?” gibi sorular sorulmaktadir. Degerlendirme 5’li
degerlendirme dlgeginde 0 = hig, 4 = c¢ok sik olarak yapilmaktadir. ASO-10’un
toplam puani 4, 5, 7, 8 nolu olumlu maddelerin ters ¢evrilmesiyle elde edilmektedir.
(Ornegin, Madde 4: Gegen ay icinde hangi siklikla kisisel problemlerinizi ele alma
beceriniz konusunda kendinize gilivendiginizi hissettiniz?). Toplam puan 0 ile 40
arasinda degismektedir ve yiiksek puan yiiksek bir huzursuzlugu gostermektedir.

Genel literatiirde i¢ tutarlilik .75 ile .86 arasinda bulunmustur.
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Ogrenci Basa Cikma Olcegi (OBO; Student Coping Instrument)

Ogrenci Basa Cikma Olgegi (Struthers, Perry & Menec, 2000) temel olarak
Carver’in Basa Cikma Stratejileri (COPE) adli 06lgegine dayanmaktadir. 30
maddelik bu 0Olgek, oOgrencilerin iiniversitede basarisizlik yasadiklarinda
uyguladiklar1 bazi diisiince ve davranig bigimlerini 6lgmek i¢in gelistirilmistir.
Ogrencilerin maddeleri, “ Universitede bir smavda basarisiz olursam, genelde....”
Yonergesini akillarinda tutarak cevaplamalari istenmektedir.Cevaplar 10°lu Likert
tip degerlendirme 6l¢egi lizerinden 1 = Bu ifade kesinlikle beni anlatmiyor, 10 = Bu
ifade kesinlikle beni anlatiyor, verilmektedir. Bu oOlcekte iki faktor yapisi
bulunmustur, Faktor 1, problem odakli basa ¢ikma, 15 maddeden olugmaktadir, 4
alt 6lgegi vardir, bunlar, genel aktif basa ¢ikma, akademik planlama, aktif ¢calisma
ve yeterliliktir. Faktor 2 ise duygusal odakli basa ¢ikmadir ve o da 15 madde ve 4
alt Olcekten olusmaktadir; duygusal bosalma, genel duygusal destek, inkar ve
akademik ortamdan uzaklasma alt &lceklerdir. Olgegin giivenilirligi, .80 alt

Olceklerin ise sirasiyla .80 ve .70 olarak bulunmustur.

Olgeklerin ¢eviri calismalart aym anda ceviri-tekrar ¢eviri islemiyle
yiiriitiilmiistiir. Ingiliz diline hakim olan ii¢ psikolog ve iki psikolojik danigman
toplam 5 wuzman Olgekleri Tiirkge’ye ¢evirmislerdir. Daha sonra Ingiliz
Edebiyatindan mezun bir kisi bu bes ceviri arasindan en uygun olaninin
belirlemistir. Maddelerin se¢imi arastirmada kullanilacak 6rneklemin dil yapisina
uygun olacak bigimde gerceklestirilmistir. Orijinal maddeleri en iyi temsil eden
ceviri secildikten sonra Ingilizce ana dili olan ve Tiirkge’yi bilen bir uzman &lgegi
tekrar Ingiliz diline ¢evirmistir. Buna ek olarak, Tiirk Dili Edebiyat: mezunu bir kisi
Tiirkce Olceklerin  anlagilirhgint  degerlendirmistir.  Son olarak, iiniversite

ogrencileriyle ¢alisan profesyonellerde dlgekleri gozden gegirmislerdir.
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Olgeklerin Gegerlilik Giivenilirlik Cahsmalar: ve Faktor Analizleri

Universite Ogrencileri icin Yasam Olaylar1 Anketinin Faktor Analizi

Temel Bilesenler Analizi kullanilarak  6lgegin  faktér  yapisina
bakilmistir.Faktor analizinde en kiiciik Eigen degeri 1.00 olarak tanimlanmis ve
toplam 15 faktor ortaya ¢ikmistir. Bu 15 faktor varyansin % 61.82’sini agiklamistir.
Ding (2001) ¢aligmasinda iki faktor buldugundan, iki faktor ¢oziimii uygulanmis ve
aym faktorler elde edilmistir. Ilk faktdr varyansm % 14.17’sini, ikincisi ise %
25.57’sini aciklamaktadir. Ilk faktdr i¢in 26 madde elde edilmis ve madde yiikleri
de .32 ile .67 arasinda degisiklik gostermistir. ikinci faktérde 20 madde bulunmus
ve madde yiikleri .31 ile .69 arasinda degismistir. Madde yiikleri .30 un altinda olan
maddeler disarida birakilmistir (madde 2, 10, 12, 15, 21, 35, 41, 42).

I¢ tutarhilik katsayis1 tiim 6lgek icin .91, sosyal ve basar ile ilgili yasam

olaylarinda sirasiyla .89 ve .84 bulunmustur.

Universiteye Uyumda Kendine Yeterlilik Olcegi

Temel Bilesenler Analizi ve Varimax dondiiriilmiis faktor ¢oziimlemesi
kullanilarak ii¢ faktor elde edilmistir. Faktor I ‘“Aktivitenin kisisel c¢abayla
stirdiiriilmesi” (madde 8-14), madde yiikleri .47 ila .72 arasinda, faktor I “objektif
bilgiye dayal1 karar verme becerisi” (madde 1-7) madde yiikleri .39-.69 arasinda, ve
factor III “insan iligkilerine uyum” (madde 15-21) madde ytikleri .32-.64 arasinda
bulunmugstur. Faktorler toplu olarak varyansin % 37.43’lnii, sirastyla, %15.77,
% 12.11 ve % 9.54’iinii aciklamaktadir. I¢ tutarlik katsayisi ise tiim dlgek icin .84,
faktor I icin .78, faktor II igin .81, faktdr III i¢in ise .63 olarak bulunmustur.

Rosenberg kendine giiven 6l¢egi ve liniversiteye uyumda kendine yeterlilik

Olcegi arasindaki korelasyon.35 (p< 0.01) olarak bulunmustur.

Algilanan Stres Olceginin Gegerlilik Giivenilirlik Cahsmasi
Algilanan Stres Olgeginin Tiirkce Versiyonu icin i¢ tutarlilik katsayis1 .84
olarak bulunmustur. Genel Saglik anketi ile aralarinda .71°lik bir iliski oldugu

goriilmiistiir. Madde yiikleri .54 ile .77 arasinda degiskenlik gdstermistir. Genel
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olarak bulgular Algilanan Stres Olgeginin Tiirk drneklemi icin gegerli ve giivenilir

bir 6l¢ek oldugunu gostermektedir.

Ogrenci Basa Cikma Olcegi Faktor Analizi

Faktor analizinden once ilk adim olarak, giivenilirlik analizi yapildi. Madde
toplam korelasyonuna gore, .15’ten kiigiik korelasyonu olan maddeler analizden
¢ikarildi. Bunlar 9, 10, 19, 21, 22, 27, 28, 29, 30 numaral1 maddelerdir. Daha sonra
yapilan giivenilirlik analizine gore tiim 6l¢ek i¢in .79, Problem odakli basa ¢ikma

icin .75 ve Duygu odakl1 basa ¢ikma i¢in .85 bulunmustur.

Ikinci olarak, temel bilesenler analizi Eigen degeri 1 olan alt1 faktdr
tanimlanmistir. Bunlar varyansin % 66.75’ini agiklamistir. Sonra orijinal dlgekle
paralel olarak, iki faktor ¢oziimlemesi uygulanmistir ve iki faktor elde
edilmistir.Birinci faktor “duygusal odakli basa ¢itkma” 9 maddeden (madde 11, 14,
15, 16, 17, 18, 19, 20, 21), ikinci “problem odakli basa ¢ikma” 12 maddeden
(madde 1,2, 3,4, 5,6,7,8,9, 10,12, 13) olusmustur. i1k faktdriin madde yiikleri .34

ile .82, ikinci faktoriin ise .35 ile .71 arasinda degismektedir.

Birinci ve ikinci faktorler sirasiyla varyansin % 23.92 ve % 15.43 ‘inii
aciklamaktadir. Toplamda ise varyansin % 39.35’1 agiklanmistir. Genel Saglik
Anketi ile Duygu odakli basa ¢ikma faktorii ile .20, problem odakli basa ¢ikma

faktorii ile -.32 korelasyon bulunmustur.

Dogrulayic1 Faktor Analizi

LISREL 8.30 programi kullanilarak dogrulayici faktor analizi yapilmustir.
Bu analizin sonucunda Olceklerin Tiirkge versiyonlarinin orjinal versiyonlariyla
ayn1 faktdr yapilarim gosterdikleri bulunmustur. Algilanan Stres Olgegi tek faktor
modeline, Universiteye Uyumda Kendine Yeterlilik Olgegi ii¢ faktér modeline ve
Ogrenci Basa Cikma Olgegide iki faktdr modeline uymaktadir. Ekte faktor

modellerinin tablolar1 goriilebilir.

131



Islem
Olgeklerin gegerlilik giivenilirlik ¢alismasi ve faktdr analizleri yapildiktan

sonra deneysel ¢aligmaya gecilmeden dnce, Orta Dogu Teknik Universitesi Yabanci
Diller Yiiksek Okulu ‘2002-2003” akademik yili ikinci donemi O6grencilerine
Yiiksek Okul midiiriiniin izniyle olg¢ekler pilot uygulama olarak 141 &grenciye
dagitilmas.

Daha sonra uygulamaya katilacak 6grencileri belirlemek amaciyla 2003-
2004 akademik yili birinci doneminde Olgekler 366 hazirlik okulu 6grencisine

uygulanmistir. Bu 6grencilerden 16’s1 deneysel uygulamaya katilmiglardir.

Stres Yonetimi Grup Programm

Bu c¢aligmada Stres Yonetimi Grup Programi, Orta Dogu Teknik
Universitesi Hazirlik Boliimii 6grencilerinin algiladiklar: stres, kendine yeterlilik ve
basa ¢ikma stilleri {izerindeki etkisini arastirmak ic¢in kullanilmustir. Stres Y onetimi
Grup Program literatiirde stres arastirmalarinda kullanilan programlardan ve Tiirk
Psikologlar Derneginden alinan stres yonetimi egitim programina dayanarak

gelistirilmistir.

Program biligsel-davranigsal terapi tekniklerinden olusmaktadir. Alt1 hafta
stireli programda grup iiyeleri haftada bir giin 90 dakikalik siireler halinde bir araya
gelmislerdir. Her 90 dakika, seminer, yeni malzeme sunumu, haftalik uygulamalarin
grup tarafindan tartisilmasini igermektedir. Burada yapilan vurgu, her bilissel-
davranigsal beceriyi grup Tlyelerinin giindelik yasamlarinda uygulamaya
gecirmeleridir. Grup oturumlar1 disinda da iiyelerden uygulamalari denemeleri

istenmektedir.

Birinci Oturum

Grubun basinda ilk olarak grup tyeleri ve grup yoneticisi bir birleriyle
tanigmiglar. Yonetici grubun igerigi ve siire¢ hakkinda bilgilendirme yapmustir.
Fakat, bu calismada grup oturumlarinin smavlarla c¢akismasi sebebiyle bazen
uygulama zamanlarinda degisiklikler olmustur. Simav haftalarinda ertelenen

oturumlar bir sonraki hafta yapilmistir. Grup tyeleri ilk oturuma gelmeden once
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Grup Katilim Kontratini doldurmuslardir. Ilk oturumda ayrica grup iiyeleri boyle bir

gruba katilis amaglarini ve gruptan beklentilerini de paylagmislardir.

Her bir iiyeden stresin tanimini yapmalari ve bu yasadiklarimi viicutlarinin
nerelerinde hissettiklerini belirtmeleri istenmistir. Daha sonra, slayt sunusu
yapilmistir. Slayt sunumun taslagiyla baslayip, stresin tanimini, stres tepkilerinin
neler oldugunu, fark edilebilen ve edilemeyen fizyolojik tepkilerin neler oldugunu,
anlik-yararl, kronik-zararli stres tepkilerini, olusan fizyolojik degisikliklerle ilgili
bilgileri icermektedir (Slaytlara ekler kismindan bakilabilir). Slaytlarin ¢iktilar:
ogrencilere dagitilmigtir. Oturumun sonunda 6grencilerden ev ddevi olarak stresli

durumlarda kullandiklar1 basa ¢ikma yollarin1 yazarak getirmeleri istenilmistir.

ikinci Oturum

[lk olarak ilk haftadan verilen 6devlere hakkinda konusulmus, odev
yapanlara tesekkiir edilip, 6devi yapamayanlarin sebepleri degerlendirilmistir. Daha
sonra, basa c¢ikma yontemleri etkinliklerine gore degerlendirilmistir. Grup
tiyelerinden etkili ve etkisiz olduklarim1 diisiindiikleri yontemleri belirtmeleri
istenilmistir. Etkili ve etkisiz yOntemler arasindaki farklardan belirlenmesinden
sonra, stres yonetiminde beslenmenin ve fiziksel uygulama yapmanin 6nemleri
aciklanmistir. Daha sonra, gevseme egzersizlerine giris yapildi, savas ya da kag
tepkisi iizerinde durulmustur. Birinci oturumda agiklanan stresin fizyolojisi,

sempatik ve parasempatik sinir sistemi bilgileri gézden gegirilmistir.

Gevseme egzersizlerinin ilk asamasi yaptirilmistir. Oturumun sonunda
gevseme egzersizlerinin ev Odevi kagidi dagitilmis ve nasil uygulayacaklar
anlatilmistir. Egzersizin sik¢a tekrarlanmasinin faydalari anlatilmistir (Eklerde 6dev

kagidinin format1 goriilebilir).

Uciincii Oturum

Oturumun basinda grup iiyelerine gevseme egzersizlerini ne kadar tekrar
edebildikleri sorulmustur. Degerlendirme yapildiktan sonra biligsel yeniden
yapilandirmaya gecilmistir. Slayt gosterimine bir ka¢ algi resmi Ornegi ile

baslanmig, gordiiklerimiz algiladiklarimizdir, sekil olarak ya da zemin olarak ne
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algilaniyorsa gordiiklerimiz ona gore degismektedir agiklamasiyla vazo resmi

gosterilmistir.

Gorsel algilama ornekleriyle baslanarak, diisiinceler verilen tepkileri nasil
etkiliyora ge¢ilmis ve bizi etkileyen olaylardan ¢ok olaylara yiikledigimiz anlamlar
oldugu vurgusu yapilmistir. Giincel stres arastirmalarinda da stresin olaylarin i¢ginde
kendiliginden varolmadigi, kisinin olaylar1 degerlendirmesine gore olayin stres

yaratip yaratmamasinin degistigi belirtilmistir.

Daha sonra irrasyonel diisiinceler kavrami Orneklerle grup iiyelerine
anlatilmig ve Ornekler verilirken iiyelere benzerlerini yasayip yasamadiklar
sorulmustur. Otomatik diisiince formlar1 ve diisiince hatalar1 listesi fotokopileri
tiyelere dagitilmistir. Bu diisiincelerle miicadele etmek icin kullanilabilecek 20

sorununda listesi verilmistir.

Dordiincii Oturum

Oturumun baslangicinda ilk olarak iiyelere gegen hafta verilen olumsuz
otomatik diisiince formlarin1 doldurup doldurmadiklari, diisiince hatalar1 listesini
okuyunca neler hissettikleri sorulmustur. Hemen hepsi farkindaliklarinda bir artis
oldugunu, listedeki diisiincelerin kendi diisiincelerine benzerlik gosterdigini
belirtmislerdir. Fakat bir kisi diislincesindeki olumsuzlugu fark ederek yaptig1 bakis
acist degisikliginden Ornek vermistir. Yeniden ev Odevinin Oneminin vurgusu
yapilarak, zaman kullaniminin anlatimina gecilmistir. Uyelere zaman kullanimiyla
ilgili sikintt yasayip yasamadiklari ve yasiyorlarsa bunlarin neler oldugu
sorulmustur. Hemen herkes yapmak istedikleri seyleri yapmaya zamanlarinin
yetmediginden sikayet etmislerdir. Bunun {izerine bir haftada kag saat oldugu ve bu
saatlerde neler yapilabileceginin listesi gosterilmistir. Bu listede bos zaman
aktivitelerine zaman ayirdiktan sonra bile kendilerine zaman kalabilecegi
gosterilmistir. Daha sonra zaman kullanim cizelgesi dagitilmis ve oOncelikleri
belirledikten sonra bunun doldurulabilecegi soylenmistir. Etkili ders c¢alisma

teknikleri hakkinda bilgi verilerek oturuma son verilmistir.
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Besinci Oturum

Bu oturumda problem ¢6zme becerileri ele alimmistir. Williams (2001)
tarafindan hazirlanmis “Depresyonu Yenebilmek: Bes Alana Yonelik Yaklagim”
kendine yardim el kitabinin problem ¢6zme becerileri terciime edilerek stres

yonetimi grup programinda kullanilmigtir.

Ik &nce iiyelere neyi bir problem olarak gérdiikleri ve tanimladiklari
sorularak bir anlamda problem listeleri olusturulmustur. Bu oturumun amacinin
hayatimizda varolan problemleri bir anda ortadan kaldirmak degil, onlar1 tek tek ele
alarak sirasityla ¢ozmeye calismak ve yasam boyu sorunlarla karsilastigimizda
onlarla etkili bir bigimde bas edebilmek i¢in beceri gelistirmek oldugu belirtilmistir.
Daha sonra orneklerle yedi asamali problem ¢6zme yaklasimi tanitilmis ve iiyelere

konuyla ilgili fotokopiler verilmistir.

[lk adim, agik ve tam olarak problemi belirlemek ve tanimlamaktir. ikinci
basamagi beyin firtinas1 olusturmaktadir. Buradaki amag¢ problem i¢in miimkiin
oldugunca ¢ok ¢oziim iiretmektir. Ugiincii basamakta her ¢dziim yolunu yazarak
uygulanabilirligini ve etkinligini degerlendirmektir. Dérdiincii basamak bu ¢6ziim
yollarindan birini secerek uygulamaya geg¢irmek i¢in gerekli asamalar1 planlamak
ve secilen bu ¢6ziim yolunun gercek¢i ve basarilabilir olup olmadigim
degerlendirmektir. Altinci basamak harekete gecmek ve son olarak ta sonuglari

degerlendirmektir.

Bu basamaklar grup tiiyelerine bir 6rnek iizerinden aktarilmis ve daha sonra
tiyelere paylasmak istedikleri bir problemleri olup olmadigi sorulmustur. Zaman
kisitliligindan dolay1 tek bir iiyenin 6rnegi lizerinden gidilmistir. Oturum sonunda
problem ¢dzmenin yedi basamagini tanimlayan fotokopiler dagitilmistir. Uyelerden
bir sonraki oturuma yasadiklar1 bir problemi yazip getirebilecekleri sdylenerek

oturum sona ermistir.

Altinci oturum
Son oturum giriskenlik becerilerine ayrilmistir. Giriskenlik becerileri,

giriskenlik tanimi nedir diye sorulmadan once liyelere problem ¢d6zme konusunda
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gecen hafta yasadiklari sorulmustur. Grup tiyeleri uygulama ile ilgili bir problem
yasamadiklarini belirtmiglerdir. Daha sonra tiyelere giinliik yasantilarinda nerelerde,
hangi konularda daha girisken olmak istedikleri sorulmustur. Giriskenligin, kendi
hakkin1 savunmak, kendi i¢in durabilmek oldugu, diisiincelerinin ve duygularinin

anlasilabildiginden emin olmak oldugu sdylenmistir.

Girigkenligin 6grenilebilecek bir beceri oldugu vurgulanmis ve pasif,
saldirgan ve girisken davranig tanimlar1 yapilmistir. Girigken olmanin bazi kurallar
oldugu, kirik plak, “Hayir” diyebilmek ve senaryo yazmak gibi teknikleri
kullanarak becerilerinin gelistirilebilecegi belirtilmistir. Daha sonra 6rnek iizerinden
giriskenlik becerileri ve teknikleri ele alinmis, egzersiz kagitlar1 dagitilmistir. Grup
sonunda grubun degerlendirmesi yapilmis ve 15 giin sonra son test dl¢limlerinin

yapilmasi i¢in toplanilmaya karar verilmistir.

Bulgular

Ug yiiz altmisalti 6grenci arasindan 16 kisi goniillii olarak stres yonetimi
grup programina katilmak istediler. Bunlar seckisiz yontemle deney ve kontrol
gruplaria ayrildilar. Bu 6grencilerden 9’u kadin, 7’si ise erkektir. Yaslar1 18 ila 22
arasinda degismektedir ve yas ortalamalar1 19.62°dir. Dort 6grenci ailesi ile 12

Ogrenci ise yurtlarda kalmaktadir.

Ug yiiz altmis alti 6grencinin iiniversite dgrencileri icin yasam olaylar
Olceginin sosyal olaylar alt faktoriinden elde ettigi ortalama puan 54.66, standart
sapma ise 14.45°tir. Basar alt faktorii i¢in ise ortalama puan 43.34, standart sapma

11.30 bulunmustur.

Universiteye uyum olgeginde toplam puanin ortalamasi 62.82, standart
sapma 11.20 bulunmustur. Faktor 1 icin “Aktivitenin kisisel cabayla siirdiiriilmesi”
ortalama puan 20, (SS = 4.95), faktér 2 “objektif bilgiye dayali karar verme
becerisi” i¢in ortalama puan 22.44, (SS = 5.08), faktor 3 “insan iligkilerine uyum”

icin 20.36, (SS = 5.10) olarak bulunmustur.
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Algilanan stres dl¢egi igin ortalama puan 18.34, standart sapma 6.77, olarak
elde edilmistir. Ogrenci basa ¢ikma 6lceginin ilk faktdrii olan problem odakli basa
¢tkma icin ortalama 48.89, standart sapma 17.77, ikinci faktor olan duygusal odakli
basa ¢ikma i¢in 79.30, standart sapma 19.07 olarak bulunmustur.

Tek yonlii varyans analizi ile cinsiyete gore liniversite dgrencilerinin yasam
olaylari, algilanan stres, kendine yeterlilik ve basa ¢ikma stilleri bagimh
degiskenlerinde farklilik gosterip gostermediklerine bakilmistir. Analiz sonuglarina
cinsiyetin sosyal icerikli olaylara F(1,346) = 14.33; p<. 01, algilanan strese
F (1,346) = 6.14, p <. 01 ve Ogrenci Basa Cikma Olgeginin ikinci faktdrii olan
duygusal odakli basacikmada F(1,346) =35.33, p <. 01 farklihk gosterdigi
bulunmustur. Kiz 6grenciler erkek 6grencilere gore bu Olceklerden daha yiiksek

puanlar elde etmislerdir.

Deneysel Calisma

Deney Grubu Verileri

Deneysel calismada deney grubu 6grencilerin Universite 6grencileri igin
yasam olaylar1 Ol¢eginin sosyal olaylar alt faktoriinden ©6n test Ol¢limlerinde
ortalama olarak elde ettigi puan 64.37, standart sapma ise 15.27°dir. Son test
Olclimleri ise 57.25 ve standart sapma i¢in 12.89 olarak bulunmustur. Basar1 alt
faktorii i¢in ise On test Olglimlerinde ortalama puan 53.87 standart sapma 12.56
olarak bulunmustur. Son test 6l¢limlerinde ise ortalama 48.37, standart sapma 12.96

olarak bulunmustur.

Universiteye uyum odlgeginde 6n test toplam puanin ortalamasi 51.62
standart sapma 10.92 bulunmustur. Son test i¢in ise ortalama 54.62 ve standart
sapma 6.30 olarak degismektedir. Faktor I on test i¢cin “ Aktivitenin kisisel ¢cabayla
siirdliriilmesi” ortalama puan 14.75 standart sapma 5.62, son test i¢in ortalama
16.62 ve standart sapma 4.34 olarak bulunmustur. Faktor II “objektif bilgiye dayali
karar verme becerisi” i¢in ortalama puan 17.37, standart sapma 5.82, son test

puanlar1 ise 19.25, standart sapma 4.68’dir. Faktor III  insan iligkilerine uyum” i¢in
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On test ortalamasi 19.50, standart sapma 4.40 olarak, post test olarak ortalama

18.75, standart sapma 1.48 bulunmustur.

Algilanan stres 6lgegi icin On test ortalama puan 22.25, standart sapma 3.65,

son test ortalamasi 17.75, standart sapma ise 5.33 bulunmustur.

Ogrenci basa ¢ikma &lgeginin ilk faktdrii olan problem odakli basa ¢ikma
icin On test ortalama 50.62, standart sapma 8.60, post test i¢in 52.12 ve standart
sapma 7.25, ikinci faktor olan duygusal odakli basa ¢ikma icin 6n test 65.87, SS =

25.68, son test ortalamasi 76.50 ve standart sapma 17.15 olarak bulunmustur.

Kontrol Grubu Verileri

Deneysel c¢alismada kontrol grubu 6grencilerin iiniversite 0grencileri i¢in
yasam olaylar1 Olgeginin sosyal olaylar alt faktoriinden 6n test Olciimlerinde
ortalama olarak elde ettigi puan 58.62, standart sapma ise 9.66°dir. Son test
Olciimleri ise 58.25 ve standart sapma 13.37 olarak bulunmustur. Basar1 alt faktorii
icin ise On test Ol¢limlerinde ortalama puan 43.34, standart sapma 11.30
bulunmustur. Son test Ol¢iimlerinde ise ortalama 49.87, standart sapma 9.52

bulunmustur.

Universiteye uyum odlgeginde 6n test toplam puanin ortalamasi 54.62
standart sapma 16.93 bulunmustur. Son test icin ise ortalama 53.37 ve standart
sapma 14.49 olarak degismektedir. Faktor I on test i¢cin “Aktivitenin kisisel ¢abayla
stirdiiriilmesi” ortalama puan 16.25 ve standart sapma 7.08, son test i¢in ortalama
17.12 ve standart sapma 6.87 olarak bulunmustur. Faktor II “objektif bilgiye dayali
karar verme becerisi” i¢in ortalama puan 19.62 ve standart sapma 6.34, son test
puanlari ise 19.25, standart sapma 6.20’dir. Faktor III “ insan iligkilerine uyum” i¢in
On test ortalamasi 18.75, standart sapma 4.71 olarak, post test olarak ortalama

17.00, standart sapma 4.84 bulunmustur.
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Algilanan stres dlgegi icin On test ortalama puan 21.70, standart sapma 8.89,

son test ortalamasi 22.00, standart sapma ise 8.05 bulunmustur.

Ogrenci basa ¢ikma 6lceginin ilk faktdrii olan problem odakli basa ¢ikma
icin On test ortalama 44.37, SS = 15.84, post test i¢in 49.50 ve standart sapma
11.72, ikinci faktér olan duygusal odakli basa ¢ikma i¢in 6n test 55.87, standart

sapma 16.95, son test ortalamas1 65.12 ve standart sapma 18.53 olarak bulunmustur.

Kontrol ve Deney grubunun ontest- sontest farkliliklarimin incelenmesi
Kontrol ve deney gruplarinin uygulama oncesinde ve sonrasinda farklilik
gosterip gostermediklerini incelemek i¢in Mann Whitney U testi yapilmig ve Ontest

ve sontest sonuglarinda anlamli bir fark bulunmamustir.

Stres Yonetimi Grup Programimin Etkinliginin Degerlendirilmesi

Etkinlik degerlendirmesi i¢in Orneklem sayilar1 parametrik yontem
kullanilmasi i¢in yeterli olmadigindan parametrik olmayan yontemden iki baglantil
orneklem Wilcoxon testi kullanildi. Wilcoxon testi eslestirilmig, tekrarlanmig
puanlarin farklarinin degerlendirilmesinde kullanilmaktadir. Bu analiz sonucunda
sosyal alanla ilgili yasam olaylarinda [z = -1.97, p = 0.05] ve algilanan stres
diizeylerinde [z = -2.52, p = 0.01] on test son test Ol¢iim sonuglarinda deney

grubunda anlamli bir fark bulunmustur.

Tartisma

Bu ¢alismanin temel amaci, stres yonetimi egitim programinin Orta Dogu
Teknik Universitesi Hazirlik boliimii dgrencilerinin bazi degiskenleri iizerindeki
etkisini incelemektir. Bu degiskenler, algilanan stres, kendine yeterlilik ve

Ogrencilerin basa ¢ikma stilleridir.

Arastirmada 6n test son test deneysel kontrol grup deseni kullanilmistir. Alt1
oturumluk grup programi deneysel gruba uygulanirken, kontrol grubuna bir

uygulama yapilmamigtir ve verilerin analizinde iki grubun son test 6l¢iimlerinde
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algiladiklar stres diizeyleri ve sosyal alandaki yasam olaylarin sikliginda anlaml
bir fark bulunmustur. Alt1 haftalik egitim almis deney grubunun kontrol grubuna
kiyasla bu alanlarda gelisme gosterdigi goriilmiistiir. Diger bir deyisle, stres
yonetimi egitim programi deney grubundaki Ogrencilerin algiladiklar1 stresin

diizeyini ve sosyal igerikli yasam olaylarinin sikligin1 azaltmistir.

Yasamin her alaninda potansiyel stres kaynaklari mevcuttur fakat, bu
alanlara maruz kalan bazilar stres yasarlar. Stresorlerin anlami ve duygusal degeri
bireylerin tanimlamalarina gore degismektedir. Stres karsisinda goriilen bireysel
farkliliklar, stres literatiiriinde Ortlisen iki aragtirma kategorisine ayrilmistir. Bu
arastirma gruplarindan bir tanesi kisilige, bir digeri de bilissel stillere odaklanmistir.
Bunlar arasindaki en 6nemli ayrim, kisilik bakis acisinin bireyin 6zelliklerinin ya da
karakterinin zaman ve durumlar karsisinda goreceli olarak degismez oldugunu ve en
asirt ucta bunlarin genetik olarak gectigini varsaymasidir. Biligsel stil yaklagimu ise,
bireylerin belirli diisiince oOriintiilerinin oldugunu ve bunlarin 6grenme sonucu

olustuklari i¢in degisime agik olduklarini vurgulamaktadir (Cassidy, 1999, p.87).

Bu ¢alismada biligsel stil yaklasimina dayanarak gergeklestirilmistir ve yeni
o0grenmeler sonucu degisimin olabilecegi beklenmistir. Bu degisim stres yonetimi
egitim programi ile 6zellikle deney grubunun algiladiklar stres diizeyindeki diisiisle
gbzlenmistir. Deney grubunun algiladiklar: stresin son test dl¢limlerinde anlamli
bir diisiis gdzlenmistir. Ozellikle iigiincii oturumun icerigi olan diisiincelerimiz,
duygu ve davranmiglarimizi nasil etkiliyor kismi ve olumsuz otomatik diisiinceler
konusunda verilen bilgilerin deney grubundaki 6grencilerin algilarinda degisiklige
yol actig1 diisiiniilmektedir. Digardan gelen taleplerle ya da stresorlerle bas etmek
icin kullanilan yontemler stresorlerin algilanmasint  ve degerlendirilmesini
etkilemektedir. Bu en acik olarak, bir olaymm kontrol edilebilir olarak
degerlendirildiginde, kontrol etmeye yonelik davranislarin devreye girmesinde
goriilebilir. Problem ¢6zme becerilerinin ele alindigi oturum da olaylarin

degerlendirilmesinde, algilanmasinda etkili olmus olabilir.

Ug yiiz altmis alt1 8grencinin verilerine bakildiginda kiz 6grencilerin erkek

Ogrencilere gore algiladiklar1 stres diizeylerinin yiiksek oldugu, sosyal alanla ilgili
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yasam olaylarini daha fazla yasadiklar1 ve duygusal odakli basa ¢ikmay1 daha fazla
kullandiklar1 goriilmiistiir. Literatiirde bu farkliligin cinsiyetle, kadin ve erkeklerin
farkli sosyallesme Oriintiilerinin olmasiyla ilgili agciklamalar bulunmaktadir (Caballo

& Cardena, 1997; Huba & Bentler, 1986).

Arastirmacilar, stresorlerin hepsinin olmasa da c¢ogunun kontrol, tehdit,
kayip ve tahmin edilebilirlikle baglantili oldugunu diistinmektedirler. Bunun
yaninda, stresin varolup olmamasi tehdit algisinin olup olmamasiyla ilgilidir.
Durumun kontrol edilebilir olmasi durumun degerlendirilmesinde ¢ok Snemlidir.
Bu calismada stres yonetimi egitim programina katilan 6grencilerin sosyal alanla
ilgili belirttikleri yasam olaylarinin sikliginda bir azalma bulunmustur. Bunda
Ogrencilerin sosyal alanla ilgili yasam olaylarin1 daha az tehdit edici ve daha kontrol
edilebilir olarak algilamalart etkili olmus olabilir. Girigkenlik becerileriyle ilgili
oturum buna katkida bulunmus olabilir. Deney grubundaki &grencilerin bagariyla
ilgili yagsam olaylariin sikliginda bir azalma goriilmemesinde stres yonetimi egitim
programinin iceriginde Ingilizce ¢alisma becerilerine ydnelik bir boliimiin olmamasi

etken olusturabilir.

Bu ¢alismada ayrica 6grencilerin basa ¢ikma stilleri ve kendine yeterlilikleri
de degerlendirilmistir fakat kontrol grubunda oldugu gibi deney grubunun 6n test
son test sonuglarinda bir farklilik gézlenmemistir. Bunun sebebi 6grencilerin bu
konu ile ilgili edindikleri becerileri kisa siirede hayata gegirememis olmalar
olabilir. Ayrica belki stres yonetimi egitim programinin i¢ine kendine yeterliligi

arttirabilecek daha farkli uygulamalar arastirilip konulabilir.

Bununla birlikte, kisa siireli grup programinin pek ¢ok avantaji vardir.
Ogrenciler uzun siireli programlara katilimda zorluk cekmektedirler ve katilim
diismektedir. Ayrica, egitim programinin yapilandirilmis olmasi egitim alacak ve
uygulayacak kisiler icin kolayli saglamaktadir. Programin icerigi de esnek ve
uygulanabilir oldugundan psikolojik danismanlar tarafindan ¢ok c¢esitli problem
alanlarinda kullanilabilir. Bireysel goriismeler yaninda grup g¢aligmalart maliyet

acgisindan ¢ok daha ekonomik olmaktadir.
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