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ABSTRACT

Within the scope of this study, a psychoeducation program based on multicultural
competencies and Berry's acculturation model was developed to improve the
adjustment process of international students. In this study, an explanatory
sequential design was used. The study group consisted of 34 international
students who volunteered for the study. The quantitative results of the study
indicated that the Culture-Based Adjustment Program significantly affected the
personal and social adjustment of international students. However, it did not
significantly affect the adjustment to the university environment, emotional
adjustment, dating relationships, and academic adjustment. The qualitative
analysis yielded five major categories: (a) expectations, (b) contributions, (c)
evaluation of the program, (d) leader, and (e) suggestions. The findings of this
study highlight the importance of psychoeducation programs in the adjustment
process of international students.

Keywords: adjustment to university, international students, multiculturalism,
mixed design, psychoeducation.

Globalization in the world shows its impact on the field of education. Worldwide,
the number of students going to other countries for higher education is increasing
yearly. The number of international students increased from 2.1 million in 2000
to more than 6 million in 2019 (UNESCO, 2021). The contribution of
international students in economic, cultural, academic, and other fields to the
countries they visit and countries' policies to attract international students are
effective in this increase (Marifio et al., 2017). Turkey has been considered an
appealing option by Central Asian countries because of its strong historical,
cultural, ethnic, and linguistic bonds with these countries and also for students
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from Turkic Republics due to the higher education scholarships (Bektas, 2008), a
similar increase is observed in the number of international students in Turkey. For
example, while the number of international students studying at higher education
level in Turkey was 48,183 in the 2013-2014 academic year, this number
increased to 223,952 in 2020-2021. With this increase, the interest of international
students in the total number of students in Turkey increased from 85% to 2.7%
(Turkish Council of Higher Education [YOK], 2021).

As a result of the increase in the number of international students, the
problems experienced by students during the adjustment process have started to
appear more frequently in the literature such as academic difficulties (Huang,
2006; Huang et al., 2023; Kuo, 2011; Wuetal., 2015, Zhou et al., 2011), economic
difficulties (Sherry et al., 2010; Yusof et al., 2017), emotional difficulties as
feeling lonely (Gebhard, 2012; Sherry et al, 2010), being subjected to
discrimination (Lee, 2015; Poyrazli & Grahame, 2007; Smith & Khawaja, 2011),
being negatively affected by cultural differences (McLachlan & Justice, 2009; Wu
et al., 2015; Yeh & Inose, 2003) and experiencing language problems (Giiglii,
1996; Lee, 2017). Considering that the purpose of international students coming
to another country is to study, it can be said that adapting to the university and
new academic environment plays a critical role in the overall adjustment process.
Baker and Sirky (1984) state that adjustment to university is multidimensional
and includes academic, social, and emotional adjustment, in addition to
institutional attachment. Therefore, international students' success in the
adjustment process is seen as necessary to overcome the problems they
experience.

Acculturation also plays an important role during the adjustment process. In
its most widely used form, acculturation is defined as 'a state of change that occurs
in one or both cultures as a result of continuous and direct interaction between
groups from different cultures' (Sam & Berry, 2010). The acculturation process is
mainly defined by a culture-learning approach (Ward, 1996) and a stress-coping
framework (Berry, 1997). In Berry’s (1997) acculturation framework,
acculturative experience is defined as a major life event characterized by stress,
and it demands a cognitive appraisal of a situation and requires coping strategies.
During this process, many factors, such as demographic variables, pre-
acculturation experience, migration motivation, expectations, cultural distance,
personality, length of time, acculturation strategies, social support, and
discrimination, significantly affect adaptation.

Although international students sometimes develop their solution strategies
to cope with the problems they face, they often need external support. Support
options for students include orientation activities at universities, psycho-
education programs, and peer support programs. Psychoeducational programs are
often the most effective method to facilitate the adjustment process and increase
the overall well-being of international students, as they are usually long-term and
include different components of the adjustment process (Penman et al., 2021).
Studies indicate that psychoeducation programs developed for international
students increase social interaction, improve students' language proficiency,
increase their level of hope, and facilitate adjustment to the university
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environment (Chalungsooth & Faris, 2009; Xiong et al., 2022). As mentioned by
Bektas (2008), to work effectively with international students, counselors need to
be aware of international students on their campuses, know what international
students may be experiencing, and have multicultural counseling skills to work
with international students (p. 271) actively. Therefore, during the development
of the psychoeducation program in the present study, these multicultural
competencies were also integrated into the program.

In the current study, an eight-session psychoeducation program (Culture-
based adjustment program) based on Berry's acculturation model was developed.
In the program, the adjustment process of international students is discussed in
detail with its sub-dimensions. As a result of the literature review, it was seen that
there are very few similar studies, especially in Turkey. In addition, it was
observed that there were no intervention studies in Turkey on some sub-
dimensions of adjustment (dating relationship, emotional, academic, and social
adjustment), and the number of studies on other sub-dimensions (adjustment to
the university environment and personal adjustment) was limited. In addition, it
was observed that psychoeducation programs are used sparingly, even though
they are the most effective method among services for international students.
Also, a program prepared within the scope of multicultural perspectives for
international students was not found in Turkish literature. For this reason, it is
thought that the current study has a unique value as it is one the first studies based
on Berry’s model with a multicultural counseling competencies perspective. As it
is known, internationalization has become an important criterion for universities
in recent years. This enables universities to attract more international students. As
such, psychological counseling units in universities have more work to do in the
context of services provided to international students. It is predicted that the
culture-based adaptation program developed in this study will help psychological
counselors meet this need in higher education. In summary, the current study aims
to measure the effect of the culture-based adjustment program (CBAP) on
international students' adjustment to university and to examine the views of the
students participating in the program.

METHOD
Research Model

In this study, "explanatory sequential design" was used, one of the mixed
research designs in which qualitative and quantitative data are used together. In
the explanatory sequential design, quantitative data are collected from the
participants in the first stage, followed by qualitative data. In the final stage,
quantitative and qualitative data are integrated and interpreted (Creswell, 2003).
Since the data collected in two phases within the scope of the explanatory
sequential research design were analyzed in depth, it was deemed appropriate to
use this design.

In the first stage of the study, the program's effectiveness was measured using
the randomized model with a pretest-posttest control group. This design includes
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independent process groups (experimental, placebo, control groups) and repeated
measures (pretest, posttest, follow-up test) (Fraenkel & Wallen, 1996). After the
quantitative data were collected, the opinions of the students who participated in
the CBAP were taken in the next stage of the research. Students' opinions were
obtained through focus group interviews, and qualitative data were obtained. In
the last stage, the quantitative and qualitative data were integrated and interpreted.

Participants

The study group from which the quantitative data were obtained consisted of
34 international students studying at two state universities in the western region
of Turkey in the 2021-2022 academic year who volunteered for the study. Eleven
of these students, six females and five males, were randomly assigned to the
experimental group; eleven students, five females, and six males, were randomly
assigned to the placebo group; and twelve students, eight females and four males,
were randomly assigned to the control group. After the implementation started,
some students left, and the process was completed with 27 students: seven from
the experimental group, eight from the placebo group, and twelve from the control
group (Table 1). Some criteria were determined before selecting the students in
the study group. Accordingly, international students were required to have
recently started their education in Turkey and speak Turkish comprehensibly.

Table 1: Demographic Information of Participants (V= 27)

il:::ic Group Age G::d Degree ‘T{zif!en;omh n Nationality
1 Experimental 30 M PhD 3" month Iraq

2 Experimental 28 F  Masters 2" month Iran

3 Experimental 23 F  Undergraduate 3™ month Syria

4 Experimental 19 F  Undergraduate 3™ month Morocco

5 Experimental 23 M Undergraduate 3™ month Syria

6 Experimental 30 M PhD 3" month Kazakhstan
7 Experimental 22 F  Undergraduate 3™ month Kazakhstan
8 Placebo 19 M Undergraduate 3™ month Iran

9 Placebo 19 F  Undergraduate 3™ month Jordan

10 Placebo 21 M  Masters 2" month Syria

11 Placebo 22 F  Undergraduate 3™ month Lebanon

12 Placebo 24 M Masters 3" month Iraq

13 Placebo 18 M  Undergraduate 3™ month Syria

14 Placebo 30 F PhD 3" month Iran

15 Placebo 21 F  Masters 3" month Pakistan

16 Control 21 F  Undergraduate 3™ month Palestine
17 Control 23 F  Masters 3" month Morocco
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18 Control 24 M PhD 2" month Liberia

19 Control 18 M Undergraduate 2" month Syria

20 Control 19 F  Undergraduate 3™ month Iraq

21 Control 23 M Masters 3" month Lebanon

22 Control 21 F  Masters 3" month Uganda

23 Control 19 F  Undergraduate 3™ month Italy

24 Control 22 F  Masters 3" month Tunisia

25 Control 20 M Undergraduate 3™ month Lebanon

26 Control 21 F  Undergraduate 3 month Iran

27 Control 19 F  Undergraduate 2" month Afghanistan

The qualitative data of the study were collected through a focus group
interview. The focus group interview was conducted with five students, three
females and two males, who participated in the CBAP, and their views on the
program were obtained.

Measures

Two measures were used to collect the data. "University Life Scale' was used
for quantitative data, and a focus group interview form was used for qualitative
data.

University Life Scale (ULS)

The scale developed by Aladag et al. (2003) consists of six sub-dimensions.
As aresult of the factor analysis conducted for the scale, it was concluded that six
factors explained 40.6% of the total variance. The reliability of the scale was
determined with the Cronbach’s alpha coefficient. As a result of the analysis, it
was concluded that the internal consistency coefficients of the subscales were
between .63 and .80. The internal consistency coefficient for the whole scale was
calculated as .91 (Aladag et al., 2003).

Focus Group Interview Form

A semi-structured interview form consisting of five questions (e.g., “What
are your opinions about the content of the program?”’) was prepared by the
researchers to determine the views of international students participating in the
CBAP. Care was taken to ensure the questions were open-ended and
understandable, and probes were included in case the participants did not
understand. For the prepared questions, an expert whose field is program
development and who has experience in qualitative research was consulted, and
the form was finalized by making changes within the framework of the feedback.

Intervention
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The experimental process was conducted in the university's classrooms in the
fall semester of the 2021-2022 academic year. No intervention was made to the
control group, and eight sessions each were conducted with the experimental and
comparison (placebo) groups. Before the intervention students in the control
group were informed that they were on the waiting list and could participate in
the program prepared after the sessions of the experimental and comparison
groups ended. Before the interventions started to organize the groups and inform
the participants about the process, the researcher conducted preliminary
interviews with the students in three groups. The interventions conducted in two
groups were completed in four weeks, two sessions per week.

Culture-based Adjustment Program (CBAP)

The experimental group was administered the CBAP. The eight-session
psychoeducation program, based on Berry's (1997) acculturation model, was
developed to facilitate international students' adjustment to university.

Self-recognition Focused Interaction Group (SRFIG)

The program was developed by the researchers as an eight-session program
and administered to the placebo group. The program was used to help
international students get to know themselves better and increase their awareness.
Details related to interventions and design of the study are presented in Appendix
A.

Data Collection

In the process of collecting the quantitative data of the study, pretest,
posttest, and follow-up tests were applied to the students in the experimental,
placebo, and control groups. After obtaining Institutional Review Board and
Ethics Committee approval, the written consent of the students was obtained
through the Informed Consent Form. Before the experimental process, students
were also pre-interviewed and then administered a pre-test. The interventions
conducted in the two groups were completed in four weeks, and the sessions lasted
one hour on average. There is approximately one month between the pre-test and
the post-test. For both the duration and the frequency of the sessions, COVID-19
restrictions that were effective at the time of the implementation (November-
December 2021) were considered.

In the pre-test, the University Life Scale (ULS) was administered to the
students, and then the implementation process was started. CBAP was applied to
the experimental group, and SRFIG was applied to the comparison group for eight
sessions. After the application was terminated, the ULS was reapplied to the
students in all three groups, and post-test measurements were obtained. For the
follow-up test, the students were contacted again three months later, and the ULS
was completed for the last time.
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Groups provide natural settings that people feel they are not alone and there
is hope in life (Corey & Corey, 2006) and facilitates social support and social
skills rehearsal (Harel, Shechtman, & Cutrona, 2011). Since feeling not alone,
hope, increased social support are factors that are naturally related to university
adjustment and might be experienced in group services, in the present study, it
was intended to obtain participants’ opinions specifically on CBAP which was
developed based on a theoretical background. Therefore, qualitative data were
collected from five students in the experimental group only who agreed to
participate in the focus group interview. Verbal consent from the students was
obtained before starting the focus group interview. The interview was conducted
at the faculty where the application was conducted and lasted approximately 40
minutes.

Data Analysis

The quantitative and qualitative data of the study were analyzed separately,
and the results obtained from analyses were integrated into the interpretation.

Quantitative Data

First, within the scope of quantitative analysis, the effect of the CBAP on
the dependent variable of the study, international students’ adjustment to
university, was examined. There were three groups in the study: experimental,
comparison, and control. In the analysis of the data, repeated measures analysis
of variance was used to determine whether there was a significant difference
within and between groups in terms of international students’ level of adjustment
to university and whether there was a significant time and group effect. Before
proceeding with this analysis, three assumptions (independence of observations,
normality, and homogeneity of variances) required for repeated measures analysis
of variance were checked (Leech et al., 2008). After all three assumptions were
met, the analysis was conducted, and the results were reported. Finally, the SPSS
Statistics 23.0 package program was used to analyze the data.

Qualitative Data

Before analyzing the qualitative data of the study, the first researcher
transcribed the focus group interview. Then, content analysis was started, and the
steps of content analysis (Yildirim & Simsek, 2006) were carried out respectively:
First of all, the data in the transcribed interview were coded. The researchers
entered all the codings into a coding sheet. The researchers discussed their coding
through the coding sheet. Subsequently, the coding framework was terminated,
and the calculated agreement was 80%. This level of agreement indicated
adequate reliability (Miles & Huberman, 1994). Next, themes were reached from
these codes, and data were organized. In the last step, the findings were interpreted
and reported.

Reliability and Validity Precautions
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The researchers took several measures to ensure the validity and reliability
of qualitative data. To ensure internal validity (credibility), expert opinion was
consulted while creating the focus group interview form. Adjustments were made
to the form in line with the expert's suggestions. Immediately after the focus group
interview, the results were summarized to the participants, and their confirmation
was obtained. Thus, measures were taken to ensure that the results represent
reality. To ensure external validity (transferability), information about the data
collection process (sample, setting, process, etc.) was described in detail. In
addition, while reporting qualitative data, details and a sufficient number of direct
quotations were included. To ensure internal reliability (consistency), the
researchers recorded the focus group interview and adopted a consistent approach
in the data analysis process. For external reliability (confirmability), the data
collection tools and documents used in the research were kept by the first author
(Yildirnm & Simsek, 2006). First author is also an international student who
completed a multicultural counseling course before leading the group.

RESULTS
Quantitative Results

The statistics regarding the scores of the international students in the
experimental, placebo, and control groups obtained from the pre-test, post-test,
and follow-up measurements are given below.

Table 2: Descriptive Statistics for ULS

Pre Post Follow-up

Sub- Group n X SD n SD n X SD
scale

Adjust  Experime
mentto  ntal

i

7 56.74 853 7 5828 10.96 7 6275 8.13

the

univers Placebo 8 59.29 752 8 53.30 10.72 8 56.74 6.93
ity 1 1

environ  Control 12 56.23 9.25 5 54.07 10.89 5 51.83 8.97
ment

Experime

. 7 43.29 9.50 7 4743 6.78 7  48.58 5.15
Emotio  ntal

nal Placebo 8§ 4042 989 8 4025 620 8 4231 7.8
adjust
ment Control 12 4094 “;'7 ; 40.73 6.26 ; 4264 701

Person  Experime

7 37.25 441 7  35.63 5.79 7  37.79 3.10
al ntal
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Pre Post Follow-up
Sub- Group n X SD n X SD n X SD
scale
adjust 5} cebo 8 3593 407 8 3532 445 8 3313 2.03
ment
Control 12 4037 795 ; 37.00 5.26 ; 2908 697
Experime 3001 736 7 3686 460 7 3990  5.03
. ntal
Dating

relation  Placebo 8 32.36 586 8  33.69 4.97 8 3421 3.33
ships
Control 12 35.57 5.83 5 34.08 5.07 5 31.04 3.51

Experime 10.6

Acade ol 7 3429 o 7 3343 955 7 3625 5.1

mic Placebo 8§ 3238 725 8 3375 537 8 3276 7.9

adjust

ment Control 12 3274 849 ; 33.86 7.17 ; 33.00  7.87
E;};erlme 7 3014 380 7 29.86 654 7 31.02 468

Social

adjust Placebo 8 31.00 5.29 8 25.86 5.22 8 30.00 5.58
ment
Control 12 32.66 5.58 ) 31.08 5.42 5 25.17 4.71

To test the sub-problems of the study, repeated measures analysis of variance
was performed to determine whether there was a significant difference between
and within groups in terms of adjustment level scores, as well as whether the time
and group common effect were significant.

Table 3: ANOVA Results for Adjustment Scores

Source of

Variation 85 df MS F P ny’
Adjustment ~ Time 72.825 2 36.413 488 .617  .020
to the Group 364.352 2 182.176  1.658 212 .121
university Time*Group 323.457 4 80.864 1.083 376 .083
environment  Error 3584.950 48 74.686

Time 113.167 1.380 81.977 1.384 258 .055
Emotional Group 419.373 2 209.687 1.950 .164 .140
adjustment Time*Group 55.179 2.761 19.986 337 782 .027

Error 1962.347 33.131 59.229

Time 263.808 2 131.904 5462 .007 .185
Personal Group 51.031 2 25.516 .592 .S561.047
adjustment Time*Group 408.247 4 102.062 4.226 .005 .260

Error 1159.219 48 24.150
Dating Time 497 2 248 .012 988 .001
relationships G_roup 290.003 2 145.001 3.773 .038 .239

Time*Group 182.103 4 45526 2267 .076 .159
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Source of

Variation S8 df MS F P "y’

Error 964.106 48 20.086

Time 9.920 2 4.960 .160 852 .007
Academic Group 38.295 2 19.147 .160 853  .013
adjustment Time*Group 36.564 4 9.141 295 880 .024

Error 1485.241 48 30.943

Time 101.924 2 50.962 2204 121 .084
Social Group 21.369 2 10.685 292 750 024
adjustment Time*Group 335.445 4 83.861 3.627 012 232

Error 1109.726 48 23.119

As seen in Table 3, the time group interaction effect was statistically
significant for personal (F[4,48]=4.23, p <.05) and social adjustment (F[4,48]=
3.63, p < .05). At the same time, it was not significant for adjustment to the
university environment (F[4,48] = 1.08, p >.05), emotional adjustment
(F12.76,33.13] = .34, p >.05), dating relationships (F[4,48] = 2.27, p >.05) and
academic adjustment (£4,48] = .295, p > .05). These findings show that the
CBAP program was effective in increasing the personal and social adjustment
sub-dimension score of the experimental group, but not in increasing the other
sub-dimensions of adjustment to the university environment, emotional
adjustment, dating relationships, and academic adjustment.

Qualitative Results

As a result of the content analysis of the focus group interview conducted
with international students participating in the CBAP program, the participants'
opinions (n = 5) were grouped under five themes: Expectations, contributions,
evaluation of the program, leader, and suggestions.

Expectations

International students stated that they expected the program's content to be
more limited before participating in the CBAP, but the program was more
comprehensive than their expectations. One of the participants (P1) expressed her
views: 'l thought that everything is only about university life, but after
participating in the program, I realized that not everything is about university life,
but maybe about life in Turkey.” After participating in the program, international
students stated that their expectations were met. In this regard, one participant
(P3) stated: "My expectations were that it would be good. And also, I mean, I
came to adapt, so I was able to do that.”

Contributions

Participants stated that the CBAP contributed to them emotionally in the
form of 'not feeling alone' and 'feeling happy.' One of the participants (P5)
described the program's contribution to not feeling lonely as follows: “Everyone
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has troubles, we shared them, and when my troubles were shared, and others'
troubles were shared, as I said, everyone supported each other ... there was no
loneliness, it eased a little bit, yes, I have bad moments, but I am not alone.”

The most emphasized issue by the participants on the contribution of the
CBAP was socialization. According to the participant statements, the program
contributed to 'making friends,' not being afraid to talk,' and 'strengthening social
relations.' One of the participants (P3) said, “Before, for example, I could not talk
to people at school because [ was a foreigner. That's why it was useful for me after
I joined. Not being afraid to speak, or if someone misunderstands, for example, I
should not be upset when someone misunderstands me because it is a normal
thing”.

According to the participants’ views, another contribution of the CBAP was
raising their awareness. Participant 4 described the program's contribution to
awareness as follows: “Before, I thought that I could not adapt. When I went over
this, [ actually think that I have adapted. I realized that I mean, no, I really adapted.
Of course, this was good for me”.

Evaluation of the Program

Under this theme, participants commented on the duration of the program,
the number of participants, and the sessions. Regarding the program duration,
participants agreed that the sessions were too short. One participant (P3)
expressed her views: “An hour and a half would have been better because when
we were sitting and talking, time was passing quickly. Well, we couldn't talk as
much as we wanted, for example, I think it could have been longer”. Similarly,
participants stated that the number of sessions should be more. One participant
(P2) stated the following: “Eight sessions were enough according to the program,
but I wish it were longer.” Regarding the number of participants, the participants
stated that there should be more students. Participant 1 stated: “Sometimes few
friends attended. There was absenteeism... If there were more people
participating, it would be bigger and would be more fun, and it would be a better
experience”.

The content of the CBAP 'activities' and 'materials used' were the issues
mentioned by the participants. Participants found the activities (introductory
activity, love bombing) and the topics (learning cultures, etc.) emphasized in the
program effective and instructive. Regarding the impact of the content, one
participant (P1) said, “It was both effective and more attractive to manage in the
group. So, I think these things were good”. Regarding the materials used, the
participants stated that the materials made the sessions more attractive and that
they understood the topics discussed in the session more easily, thanks to the
materials. One participant (P1) said, “I think the material paper was not very
useful, but puzzles, board, video, of course, these are very, very effective, and
sometimes we, uh, separate groups are very useful'.
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Group Leader

According to all participants, the personal characteristics of the leader had a
positive impact on the process. The views of one of the participants (P2) are as
follows: “For example, if she thinks there is a misunderstanding, she explains, she
explains a lot to people.” Regarding the demographic characteristics of the leader,
it was stated that being a foreigner had a positive effect on the group. One
participant (P4) expressed the effect of the leader being a foreigner on the group:
“I think it is really nice because she is a foreigner and she has experienced what
we have experienced, so you feel it. I mean, we have all become a group, so it is
not just an ordinary group; we are experiencing the same things”.

Participants' Suggestions

In the suggestions, the participants stated that the session duration and the
number of sessions should be more. Participant 4, who suggested this subject,
expressed her views as follows: “I think the sessions could be closer to one and a
half hours or two hours; I think it would be more comfortable and explainable,
and at the same time, I think the sessions could be more.”

In the suggestions made about using technology in the program, it was
emphasized that technology and materials should be used more. One participant
(P3) suggested: “It would have been better if we used the smart board more
because once is not enough; for example, I would like to have it again.”

DISCUSSION

According to the study results, CBAP was effective in increasing the adjustment
of international students to social and personal adjustment; however, it could have
been more effective in terms of other sub-dimensions. The data obtained from the
analysis did not provide information about significance of the relationship
between adjust to university environment and the CBAP At the same time, in the
focus group interview, international students did not express any opinion about
adjustment to the university environment. When the literature is examined, it is
seen that the general adjustment processes of international students to the
university are frequently addressed, but the number of studies directly examining
their adjustment to the university environment is quite low. It is seen that different
results are reached in these studies: Abe et al. (1998) obtained similar results to
the current study, while Law and Liu (2021) and Kalebag1 (2021) concluded that
international students' adjustment to university increased as a result of the
program they implemented.

There are various reasons why the intervention program implemented in the
current study did not significantly affect the level of adjustment of international
students to the university environment. First and foremost, the COVID-19
pandemic continued to be effective worldwide in November-December 2021,
when the intervention was implemented. The pandemic, which started in 2019
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and lasted over two years, negatively affected life worldwide (World Health
Organization [WHO], 2022). One of the areas where the pandemic has caused
difficulties in human life is education. Within the measures taken during the
pandemic, schools were closed in Turkey, as in many other countries, and online
education was emphasized (Cigek et al., 2020). Although the restrictions were
relaxed during the implementation of the current study, students did not fully
return to the school environment, and education continued in a mixed manner. For
this reason, students continued to stay away from the university environment,
albeit partially. Therefore, it can be argued that the time spent by the international
students participating in the study in the university environment and their
opportunities were limited. In this case, even though they participated in the
intervention program, the problems experienced by the students may have made
their adjustment to the university environment difficult.

The data obtained from the analysis did not also provide information about
significance of the relationship between emotional adjustment and the CBAP.
Although the program did not significantly affect emotional adjustment, it
provided some positive changes in the emotional field, as mentioned in the
qualitative findings. The students reported feeling happier, and their loneliness
decreased at the end of the program. In the few studies conducted to increase the
emotional adjustment of international students, different results were found.
While Tavakoli et al. (2009) found an increase in students' emotional adjustment,
Law and Liu (2021) found no change in the level of emotional adjustment of
international students due to the intervention.

Emotional adjustment is challenging for many students. Especially for
international students who feel intensely lonely due to the change in their social
environment, which makes their emotional adjustment more difficult. According
to Hyun et al. (2007), two out of every five international students experience
serious emotional problems. This is because international students have to deal
with many stressors. In addition to the developmental tasks (being autonomous,
establishing intimacy) required by their life stage, being a foreigner, being away
from family and loved ones, facing discrimination, academic expectations, and
many other factors can negatively affect the emotional state of international
students (Mori, 2000). Therefore, the difficult emotional adjustment process of
international students may require a longer time than other types of adjustment.
Law and Liu (2021), who reached similar conclusions to this study, stated that
international students' emotional adjustment requires more effort and may take
longer due to these factors. It is thought that this situation reduces the effect of the
CBAP on emotional adjustment. On the other hand, the literature emphasizes that
international students experience intense loneliness (Neto, 2021). For this reason,
the finding that students' feelings of loneliness decreased in the qualitative data of
this study is important.

According to the study's findings, the CBAP significantly increased the
personal adjustment of the international students in the experimental group. In
addition, the qualitative findings of the study showed positive changes in the
personal adjustment process of the students. The students who participated in the
CBAP stated that they started to know themselves more and gained awareness at
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the end of the program. In the literature, it was observed that the few other studies
aiming to increase the emotional adjustment of international students did not yield
effective results (Abe et al., 1998; Elemo & Tiirkiim, 2019; Law & Liu, 2021).
From this point of view, the finding that the program implemented in the current
study increased the personal adjustment of international students gains more
importance. The adjustment process of international students takes place in
different areas that affect each other. Personal adjustment has a facilitating role
for other types of adjustment (Sakurai et al., 2010). If personal adjustment is not
achieved, in concrete terms, in cases where the student feels inadequate and does
not value themselves, other types of adjustment may also be negatively affected.
Rogers (1961) states that among the types of adjustment, personal adjustment
forms the basis of the others. For this reason, it is key for the international student
to have a positive mood and to realize personal adjustment for the whole
adjustment process to be healthy. In this respect, it can be said that the contribution
of the CBAP to personal adjustment facilitates the general adjustment process of
international students participating in the program in Turkey.

The data obtained from the analysis did not provide information about
significance of the relationship between dating relationship and the CBAP.. In
addition, international students did not express any opinion about their romantic
relationships in the focus group interview. When the literature on the subject was
examined, no study included an intervention program for international students'
romantic relationship status. Unlike their peers, international students establish
emotional intimacy in a foreign country (Delevi & Bugay, 2010). As such, many
international students need help to fulfill their need for close relationships. Those
in a relationship mostly choose a partner from their own culture or have a long-
distance relationship with their partner in their home country (Amelia, 2020).
Therefore, there is a need to support international students in close relationships.
Although the CBAP is not effective on the level of dating relationships, the
current study will likely lead the research to be conducted on this issue.

According to another finding, the data obtained from the analysis did not also
provide information about significance of the relationship between academic
adjustment and the CBAP. In addition, international students did not express any
opinion about academic adjustment in the focus group interviews. Studies on
academic adjustment have yielded similar (Abe et al., 1998; Quintrell &
Westwood, 1994) and different (Law & Liu, 2021; Westwood & Barker, 1990)
results. The fact that the CBAP does not affect the academic adjustment of
international students is based on various reasons. First, the students who
participated in the program were selected among those who had just started their
education in Turkey. In the literature, it is mentioned that there are many academic
difficulties for international students in their first year. Many factors, such as
differences in the education system and training between countries, cultural
differences, and the inability to speak the language fluently, can hinder the
academic adjustment of international students (Bastien et al., 2018). Secondly, the
implementation phase of the study was carried out during the Covid-19 period.
The pandemic had an impact on the program as well as the general education
process. Namely, the session duration of the program was shortened (reduced to
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one hour instead of 90 minutes) due to pandemic restrictions. It can be argued that
this also limited the content of the program.

According to the last finding of the study, the CBAP significantly increased
the social adjustment of international students. In addition, the qualitative findings
of the study support that there were positive changes in the social adjustment level
of the students. The students in the experimental group stated that their social
relations strengthened, and they made more friends at the end of the program. It
was observed that intervention programs were developed mostly on social
adjustment among the sub-dimensions in the adjustment process of international
students. While some of the studies involving intervention were found to be
effective in increasing the social adjustment of international students, as in the
current study (Abe et al., 1998; Sakurai et al., 2010), other studies found that
intervention was not effective (Kanekar et al., 2010; Law & Liu, 2021; Smith &
Khawaja, 2014; Xie & Wong, 2020).

Although the primary purpose of international students is education, their
social cohesion plays a key role in the positive progress of their abroad experience.
Failure to achieve social cohesion can lead to various problems for students. In
support of this, previous research has shown that international students who do
not achieve social cohesion experience alienation (Klomegah, 20006),
marginalization (Brown, 2009), loneliness (Sawir et al., 2008), and helplessness
(Klomegah, 2006). On the contrary, strong social cohesion and friendship result
in higher self-esteem, life satisfaction, and adjustment (Zhou et al., 2008). From
this point of view, the contribution of the CBAP to the social cohesion of
international students has a positive impact on students' lives in different areas. In
addition, there are no studies on improving the social cohesion of international
students in Turkey. For this reason, the current study will shed light on the studies
conducted in Turkey.

In conclusion, it was found that the Culture-based Adaptation Program
significantly affected personal and social adaptation, which are sub-dimensions
of adaptation to university. While working with international students, it is seen
that including cultural adaptation dimensions in university adjustment programs
has positive effects on adjustment. Moreover, a psychoeducation program was
also an effective tool for adjustment interventions. In the current study, the group
leader was also an international student who completed a multicultural counseling
course before leading the group. This eased the development of group dynamics,
which might be considered for the implementation of further programs.

Limitations of the Study

Some limitations should be taken into consideration when interpreting the
results of the current study. The program implemented in the study was limited in
duration (average of 60-minute sessions) due to the restrictions caused by the
COVID-19 pandemic. This is undoubtedly thought to limit the content of the
program. Another limitation in the research is that interviews were conducted only
with participants in the experimental group. Not conducting interviews with
participants in the other groups could be evaluated as a limitation of the present
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study.. Finally, it is worth noting that the collection of quantitative data for this
study was undertaken by the first author. While this approach was adopted to
provide language support, it is acknowledged that it may introduce a limitation to
the research. In future investigations, it is advisable to assign the data collection
process to independent individuals.

Contributions and Suggestions

In line with the suggestions of the students who participated in the program,
it is recommended that practitioners who want to use the CBAP should increase
the session duration. In addition, the program can be enriched, especially based
on sub-dimensions such as adjustment to the university environment, dating
relationships, and academic adjustment, where the program does not have a
significant effect.. It has been observed that there are no studies in Turkey that
include interventions to increase the emotional, academic, and social adjustment
of international students, and the number of studies that include interventions in
other dimensions is limited. For these reasons, it is considered necessary to
conduct further in-depth studies on the sub-dimensions to increase international
students' adjustment to university. Lastly, the effect of the CBAP was examined
using one scale in the current study. Considering the rich content of the program,
it is recommended to measure the program's effect on other variables (hope,
loneliness, well-being, etc.) using different scales.
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