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ABSTRACT 

 

 

THE MEDIATING ROLE OF ACADEMIC RESILIENCE IN THE 

RELATIONSHIP BETWEEN SELF-COMPASSION AND ACADEMIC 

MOTIVATION AMONG UNIVERSITY STUDENTS 

 

 

BÜLBÜL, Feyzanur 

M.A., The Department of Educational Sciences, Guidance and Psychological 

Counseling 

Supervisor: Prof. Dr. Ayhan DEMİR 

 

 

September 2025, 109 pages 

 

 

The present correlational study aimed to investigate the mediating role of academic 

resilience between self-compassion and academic motivation among Turkish college 

students. The sample consisted of 490 university students (78.5% female, 22.4% 

male) who volunteered to participate in the study. The participants were selected 

through convenience sampling method. Data were collected in paper-and-pencil 

format from different faculties, using the demographic information form, the Self-

Compassion Scale Short Form, the Academic Resilience Scale, and the Academic 

Motivation Scale. Before the main analyses, the validity and reliability of the scales 

and all necessary assumptions were checked. The hypothesized model was analyzed 

using Hayes Process Macro v4.3 (model 4). First, the bivariate correlation results 

indicated significant relationships for all variables in the study. Besides, the result of 

independent sample t-test indicated a statistically significant difference between male 

and female participants in terms of academic motivation and academic resilience. 

The main findings showed that academic resilience partially mediated the 
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relationship between self-compassion and academic motivation among college 

students. The discussion was stated based on the findings of the study. Finally, the 

implications of the study and recommendations for future research were expressed. 

 

Keywords: academic resilience, academic motivation, self-compassion, university 

students.  
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ÖZ 

 

 

ÜNİVERSİTE ÖĞRENCİLERİNDE ÖZ-ŞEFKAT VE AKADEMİK 

MOTİVASYON ARASINDAKİ İLİŞKİDE AKADEMİK YILMAZLIĞIN ARACI 

ROLÜ 

 

 

BÜLBÜL, Feyzanur 

Yüksek Lisans, Eğitim Bilimleri, Rehberlik ve Psikolojik Danışmanlık Bölümü 

Tez Yöneticisi: Prof. Dr. Ayhan DEMİR 

 

 

Eylül 2025, 109 sayfa 

 

 

Bu korelasyonel çalışmada, Türk üniversite öğrencileri örnekleminde öz-şefkat ve 

akademik motivasyon arasındaki ilişkide akademik yılmazlığın aracılık rolünü 

araştırmayı amaçlanmıştır. Örneklem, çalışmaya gönüllü olarak katılan 490 

üniversite öğrencisinden (kadın %78,5, erkek %22,4) oluşmuştur. Katılımcılar, kolay 

erişilebilir örnekleme yöntemi ile seçilmiştir. Veriler, demografik bilgi formu, Öz-

Şefkat Ölçeği Kısa Formu, Akademik Yılmazlık Ölçeği ve Akademik Motivasyon 

Ölçeği kullanılarak farklı fakültelerdeki öğrencilerden kağıt-kalem formatında 

toplanmıştır. Ana analizlerden önce, ölçeklerin geçerliliği ve güvenilirliği ile gerekli 

tüm varsayımlar kontrol edilmiştir. Varsayılan model, Hayes Process Macro v4.3 

(model 4) kullanılarak analiz edilmiştir. İlk olarak, iki değişkenli korelasyon 

sonuçları, çalışmadaki tüm değişkenler arasında anlamlı ilişkiler olduğunu 

göstermiştir. Ayrıca, bağımsız örneklem t-testi sonucu, akademik motivasyon ve 

akademik yılmazlık açısından erkek ve kadın katılımcılar arasında istatistiksel olarak 

anlamlı bir fark olduğunu göstermiştir. Ana bulgular ise, akademik yılmazlığın 

üniversite öğrencileri arasında öz-şefkat ve akademik motivasyon arasındaki ilişkiyi 
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kısmen aracılık ettiğini göstermiştir. Tartışma, çalışmanın bulgularına dayalı olarak 

sunulmuştur. Son olarak, çalışmanın sonuçları ve ilerideki çalışmalar için önerilere 

yer verilmiştir. 

 

Anahtar Kelimeler: akademik yılmazlık, akademik motivasyon, öz-şefkat, 

üniversite öğrencileri.  
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CHAPTER 1 

 

 

INTRODUCTION 

 

 

1.1. Background to the Study 

 

The transition to university can present significant challenges for young adults, 

particularly in the context of a rapidly evolving economic, cultural, social and 

political environment. The majority of the students relocate to another city, away 

from their social or parental support, and often face economic difficulties. In addition 

to external factors, it has a very favorable context for students to develop academic 

stress. Despite the common view, in their book, Skinner and Wellborn (1997) stated 

that individuals not only face major life events such as serious illness or parental 

divorce but also they generally have to face everyday stressors. Therefore, problems 

encountered in daily life, particularly during this period of change and adaptation, 

play a significant role in an individual's life. 

 

A large area of everyday problems for students can be the problems encountered at 

schools. Considering the education system in Türkiye, examinations can be at the 

center of student’s academic lives. So, it is very common to see students dedicate a 

huge period of their lives to get great results. To be more specific, students are 

expected to meet the demands of academic work, including the pressure to earn high 

grades through continuous examinations. Studies show that this situation is becoming 

increasingly intensified among Turkish high school seniors preparing for university 

entrance exams (Yıldırım et al., 2007). Beside examinations, students must navigate 

the challenges of competition, handle setbacks and difficulties, manage potential 

self-doubt and uncertainty, and cultivate psychological and behavioral skills to 

successfully deal with the fluctuations of everyday academic life (Martin, 2009). 

Beyond the pursuit of academic qualifications, students often hope to utilize this 
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period of their lives to develop their social skills. Especially for university students, it 

is a process in which they encounter cultural differences and yet are expected to 

integrate socially and also have individual economic control. It is not surprising that 

adapting to and sustaining this period of many changes in every aspect is quite 

challenging for some students.  

 

Individuals encounter a variety of academic experiences and situations, both positive 

and negative, to which they must adjust, and react in different ways. Researches 

showed that there are differences in how they demonstrate their ability to overcome 

these challenging situations. (Trigueros et al., 2020). Accordingly, Coleman and 

Hagell (2007) emphasized that despite adversity or challenges, some students can 

cope well with their academic lives. Research has also shown that those who possess 

a few positive qualities are able to cope effectively with unpleasant situations (Duan, 

2016). As a matter of fact, in Cognitive Transaction Model of Stress is in line with 

these arguments as in this model stress is not an objective reality, it is perception of 

the stimuli and one’s response to it (Lazarus & Folkman,1987). To illustrate, stress is 

a concept that emerges between personal characteristics and situational factors, 

which depends on the individual appraisal. As in this dynamic state academic 

stressors are not the absolute truths, it is a product of more transactional situations. In 

this regard, it is worth draw attention to the differences individuals exhibit in 

response to stressors. 

 

In this sense, academic resilience is becoming a concept that can be accepted as a 

positive quality and can explain differences between individuals in response to stress. 

According to the American Psychological Association (APA), resilience is the 

process and result of effectively adjusting to tough or challenging life circumstances, 

particularly via behavioral, emotional, and mental flexibility and adaptability to 

pressures from both the inside and the outside. This definition pointed out the 

capacity to rebound from challenging circumstances. While there has been 

considerable study on resilience in terms of broader life events such as having an 

ethnic minority group background, exposure to poor parenting, or poverty (Luthar & 

Cicchetti, 2000; Masten, 2001), academic context as an external factor received 

much less attention. And also Martin and Marsh (2006), emphasized that although 
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there are studies on resilience, relatively few studies are on academic resilience and 

the majority of the studies focus on disadvantaged groups and extreme 

overachievers. On the other hand, the same study drew attention to the more holistic 

nature of academic resilience, arguing that it is a concept that concerns all students. 

Therefore, in this study, resilience is discussed by focusing on the concept of 

academic resilience. 

 

In academic setting, academic resilience refers the maintenance of academic 

performance and motivation of students against stress sources both personal and 

environmental. In other words, academically resilient students are those who are 

motivated to succeed and perform in stressful events and situations in conditions that 

are actually considered to be risk factors for them (Wang et al.,1994). Robinson 

(2000), believes that resilience is not an innate trait and likens it to an elastic rope 

formed by the interplay within the individual and the environment. Especially in our 

country, the intensity of exams and the concerns for their career of students in 

emerging adulthood come to the fore. From this point of view, students are in an 

extremely stressful environment before, during and after exams. In a study on 

anxiety and academic resilience, it was reported that the less academically resilient 

group also had more anxiety (Martin & Marsh, 2006). A few studies on anxiety have 

suggested that it is rooted to fear of failure (Covington, 1992; Jia et al.,2023; Martin 

& Marsh, 2003).  

 

Fear of failure is characterized by negative appraisals and anxious or avoidant 

cognitive, emotional, or behavioral motives that arise in situations of potential failure 

(Gustafsson et al., 2017). Fear of failure may be associated with concepts such as 

learned helplessness in students and can cause students to feel anxiety in competitive 

contexts, especially when their performance is evaluated. For these students, school 

can feel like an ordeal and they are likely to withdraw from school, making it 

difficult for them to demonstrate academic resilience. Conversely, self-compassion 

can provide another way to cope with the negative consequences of anxiety that arise 

in connection with failure. Self-compassion which is the form of compassion that 

people directed to themselves, encompasses circumstances like the individual’s 

inadequacies or failures as well as upsetting incidents that oneself cannot control 
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(Neff et al., 2005). Self-compassion has been suggested by the literature to be related 

to many psychological concepts. In the educational context, as it is mentioned before, 

academic stress is inevitable. The literature suggests that self-compassion could 

lower the unfavorable effects of academic stress on academic performance and 

emotional well-being (Neff et al., 2005). Furthermore, one of the most prominent of 

these studies concluded that self-compassion contributes to individuals' motivation 

(Breines & Chen, 2012; Kotera et al,2021).  

 

In this direction, by cultivating self-compassion, students could sustain their 

academic motivation by developing a kind and accepting approach to themselves, 

which means enabling them to face academic setbacks with warmth and empathy 

(Neff, et al., 2005). Academic motivation is one of the crucial concept to be 

researched in the field of education. Academic motivation generally refers to 

students' attitudes towards academic tasks, their approach to learning processes and 

the energy required to complete these tasks (Vallerand et al., 1992).  Many studies 

have shown that students' academic motivation plays a reciprocal role in their 

academic performance and achievement (Green et al., 2006). Although the views on 

the roots of academic motivation vary, Self-Determination Theory (Ryan & Deci, 

2000b) provides background information in many studies. Self-Determination 

Theory, which explains motivation as energy, direction, continuity and equifinality, 

approaches the concept of motivation by presenting different types of motivation that 

offer identifiable outcomes in the areas of learning, personal experience and well-

being (Deci & Ryan, 1985). Studies indicate that academic motivation is related  

with higher academic achievement, positive self-concept, lower academic anxiety 

and academic procrastination (Clark et al., 2014; Amrai et al., 2011; Gottfried, 1982; 

Cerino, 2014). Taken together it is reasonable to investigate students' academic 

motivation and understanding the concepts related to it is crucial for the continuity of 

academic motivation and can be a functional guide for identifying students at risk as 

well as developing educational policies and effective methods in the academic 

context.  

 

This study focuses on the role of academic motivation in the academic life of 

students, focusing on how some students cope with setbacks and maintain motivation 
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despite the negative situations they face in their academic life. At this point, it is 

necessary to draw attention to the difference, as Coleman and Hagell (2007) pointed 

out that some students cope with stressors and some students are less effective in 

coping, so this difference can be questioned in terms of factors that are related to 

academic motivation. One thing that can be said in this regard is that, as many 

studies have presented, self-compassion nurtures resilience of individuals and 

facilitates coping with setbacks. Thus, studies have shown that students with higher 

levels of self-compassion generally have lower levels of academic stress and anxiety, 

that is thought to increase their resilience and motivation to learn (Zhang et al.,2016; 

Perez-Aranda et al.,2021; Neff et al, 2005). In demanding academic settings, where 

the fear of failing can seriously impair motivation, this protective impact of self-

compassion is especially noticeable. By holding a kind approach toward oneself may 

lessens the detrimental effects of academic stress and challenges, may develop 

resilient perspective to maintain the academic motivation. In this dynamic, the 

concept of academic resilience can stand out as a buffer against academic stressors 

and unpleasant life events. 

 

1.2. Purpose of the Study 

 

The purpose of this study is to examine the extent to which academic resilience 

mediates the relationship between self-compassion and academic motivation of 

Turkish university students. 

 

1.3. Research Questions 

 

The research question of this study focuses on exploring the relationship between 

self-compassion, academic resilience, and academic motivation among Turkish 

university students. The research question of this is: “Is the relationship between self-

compassion and academic motivation in university students mediated by their 

academic resilience”. In a study, it is stated that self-compassion positively 

influences academic resilience among university students, leading to greater ability 

to bounce back from academic obstacles and challenges. (Neff et al, 2005, Zhang et 

al., 2016). Thus, understanding the relationships between self-compassion, academic 
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resilience, and academic motivation is crucial for designing effective interventions 

and support systems to promote student’s mental health and educational outcomes. 

 

H1: Self-compassion significantly predicts academic resilience (Path a). 

H2: Academic resilience significantly predicts academic motivation. (Path b) 

H3: Self-compassion significantly predicts academic motivation. (Path c) 

H4: Academic resilience mediates the relationship between self-compassion and 

academic motivation. (Path c’) 

 

 
Figure 1.1. Hypothesized Model 

 

1.4. Significance of the Study 

 

The transition from high school to college is a crucial transition process for the 

individual as it means adapting to a new way of living in many aspects. In a way, this 

stage, which can be considered as a developmental progression from adolescence to 

adulthood, can also refer to academic period that plays an important role in many 

educational systems. Especially in Turkey, many students are unable to keep up with 

these challenges or feel inadequate or drop out after entering university. The 

university dropout rate in Turkey is quite high as it is one of the nations with the 

lowest rates of higher education participation, at 30% (Aypay et al., 2012). 

Moreover, student access is not the only problem. Graduation rates, which evaluate 

student accomplishment, paint a bleak image of Turkey as well. Eaton and Bean 

(1995) highlighted the significance of individual student traits in persistence or 
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dropout decisions using attitude-behavior theory. Their proposed model 

encompassed psychological processes (e.g., self-efficacy, coping process, 

attributions), environmental interactions once in college (social and academic, 

bureaucratic, and external interactions), and student admission characteristics (e.g., 

motivation, normative beliefs, personality). Taken together, it appears that there are 

many factors related to student retention and dropout that influence students' 

experiences once they enter university and their decisions to leave or continue in this 

environment (Kuh et al., 2006). It is argued that maintaining academic motivation for 

individuals who lack motivation in many ways can prevent dropping out or an 

unproductive academic life (Hardre & Reeve, 2002; Vallerand et al.,1997). The logic 

behind it, is that traits that a person has, like motivation is a strong tool that can be 

used in the face of challenging academic problems. Resilience and self-compassion 

also gives a better and strong self-image to students, that provides a belief to their 

ability and get over the attrition. So it is necessary to test these theoretical 

perspectives, in order to get a more holistic point of view for school dropouts. The 

study is considered to contribute to the literature as it addresses the psychological 

processes and features of students among the previously listed components. 

Therefore, examining academic motivation can make a significant contribution not 

only to the future careers of university students but also to their mental health. 

 

As discussed before, anxiety and stress one of the main facts that students have to 

handle (Yang et al.,2025) One of the things that is commonly known about resilience 

is its effect on anxiety (Hayat et. al., 2021; Jia et. al.,2023). However, according to 

related studies, resilience goes beyond just reducing anxiety and is a healthy coping 

tool (Martin, 2013). In alignment with this, academic resilience refers to the capacity 

to sustain motivation for academic work therefore resilience can be an effective tool 

for individuals to achieve and maintain the responsibilities that are required in 

college.  In addition, studies show that individuals who have a serious fear of failure 

are very likely to exhibit avoidant behaviors such as procrastination in order to 

escape from that possible failure. Fear of failure is a potent psychological driver that 

can increase anxiety and it is quite expected that this cycle will result in poor 

academic performance (Begum, 2023). On the other hand, higher resilience 

indirectly led to a greater tolerance for academic failure by lowering the negative 
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evaluation (Kim & Choi, 2020).  Having a deeper understanding of academic 

resilience is important in creating strategies and effective interventions that can build 

resilience to reduce negative evaluations. An important topic that requires more 

research is highlighted by the relationship among academic resilience, stress, and 

fear of failure. The conclusions of this study are thought to have an initiating effect 

by deepening the current understanding of school guidance services in increasing 

students' tolerance for academic failure and guiding students to be more 

academically resilient.  

 

While feelings of inadequacy are among the top reasons why individuals seek 

counseling services, students who do not seek psychological help may increasingly 

lost in crowded classrooms and move away from school (Vogel, et al., 2006). This 

may cause students to have problems in both their social and academic lives or to 

neglect their psychological processes. At this point, self-compassion becomes a 

critical concept as the contribution to individuals' well-being, which has been 

demonstrated by meta-analysis studies (Zessin et al., 2015). By encouraging a more 

positive self-image and lowering the stigma attached to seeking mental health 

treatment, teaching self-compassion techniques can help combat negative emotions. 

Self-compassion is also included as an element worthy of research in educational 

settings, with studies suggests; self-compassion might be an essential tool in coping 

with academic stress. Self-compassion is supposed to reveal healthy structure in 

emotion regulation (Zhang et al., 2016). This is crucial in educational settings as 

students' academic achievement can have a significant effect on their sense of self-

worth. In a similar direction, Patzak et al. (2017) examined how self-compassion acts 

as a resiliency feature against the imposter phenomenon, arguing that cultivating 

self-compassion can help students, especially those who are dealing with anxiety or 

shame, feel less inadequate and be more satisfied with their lives. The possible 

results of this study can be important for prioritizing self-compassion training 

programs, universities can offer to students with the abilities they can adopt to 

become more resilient and have a healthy academic experience. 

 

Considering the existing literature, one of the contributions of this study to the 

literature is that academic resilience has mostly been examined in terms of small 
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ethnic groups or particular challenging life events (Jin et al., 2022; Klutsey et 

al.,2025; Yavuz & Kutlu, 2016). Examining academic resilience in terms of 

disadvantaged groups and experiences is very important to reveal risk and protective 

factors. However, the daily stressors in today's world should not be ignored, so it is 

also important to examine how these stressors shape students who act resilient in the 

presence of these stressors. On the other hand, although academic resilience by its 

very nature is considered to be aimed at students from disadvantaged backgrounds, 

developing resilience strategies will benefit all students. Therefore, the scope of the 

study was kept wider due to the structure of academic stress covering all student 

groups. 

 

In addition, the academic field has generally been investigated from the perspective 

of self-esteem (Arshad et. al., 2015; Di Giunta et al., 2013; Lane, et al., 2004). 

However, self-esteem has a more different structure than self-compassion because it 

includes the element of comparison (Neff & Vonk, 2008). Examining self-

compassion from an academic perspective can be considered as one of the 

importance of this study. 

 

As for practical applications, current study can be a guide for school counselors and 

educational stakeholders. There are many practical applications of self-compassion 

in the literature. These practice guidelines can be further integrated into education 

and can also be informative about ways to increase students' motivation. Therefore, 

current study aims to investigate the association between self-compassion and 

academic motivation of Turkish university students can be explained by academic 

resilience. 

 

1.5. Definitions of Terms 

 

Academic Resilience: Academic resilience is explained as the capability of 

individuals to achieve academic success despite facing challenging circumstances 

and stressors within an educational setting (Stoffel & Cain, 2018). It involves 

cognitive-affective and behavioral responses to adversity in academics, indicating an 
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increased likelihood of success in educational pursuits despite obstacles (Cassidy, 

2016).  

Academic Motivation: It is described as a driving force that propels individuals 

towards educational goals and enhances their learning experiences (Rafii et al., 

2019). Academic motivation is considered a crucial psychological structure that aids 

learners in actively participating in educational activities to achieve academic 

success (Hajii Vosoogh et al., 2022).  

 

Self-compassion: The definition of self-compassion refers to the individual being 

open to himself/herself instead of ignoring one’s own suffering, trying to heal oneself 

with politeness, that is, not approaching oneself in a judgmental way (Neff, 2003a). 

Neff (2003b), identified three components of self-compassion. Self-kindness 

involves being kind to oneself instead of judgmental. Secondly common humanity, 

means accepting one's own experience not independently but as part of being human. 

Lastly, mindfulness, that refers keeping one's painful cognitions at the level of 

consciousness.  
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CHAPTER 2 

 

 

LITERATURE REVIEW 

 

 

This section presents a review of relevant research to establish the theoretical 

framework of the current study. The main concepts of the study are introduced, the 

theoretical context is addressed, and a summary of previous empirical studies is 

provided.  

 

2.1. Motivation 

 

The term motivation originates from the Latin word “movere” meaning to move or to 

be moved. In general terms, it is understood as the energy that activates the organism 

to take action towards a specific goal. From a deeper perspective, definitions can 

differ to a certain extent. Weiner (1990), by comparing the educational and industrial 

fields, stated that motivation in the industrial sense is people's use of what they 

know, while in the educational field, he emphasized the initiating effect of the goal 

on individuals' learning. Motivation is also considered the main reason for 

individuals' tendencies and choices to act (Wolters, 2003). Additionally, motivation 

defined as a process that enables an individual to initiate and sustain the activities 

that he/she carries out for a specific goal (Pintrich & Schunk,1996). Ryan and Deci 

(2000a) explain motivation as the structure that manages intentions, activations, and 

energies in line with human needs and desires. The common points that emerge from 

these definitions can be summarized as the energy human beings expend in pursuit of 

a specific goal and their ability to sustain this energy. As a conclusion, motivation is 

a process with goal-oriented elements. The process part, points to a structure that 

changes and continues with the experiences of the individual rather than being a final 

product.  Second, the inclusion of a goal indicates that motivation has a specific 

direction. 
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2.1.1. Theoretical Approaches to Motivation 

 

The concept of motivation, like many terms in the literature, can be found in 

different theories in different ways. Understanding the theories that explain the 

concept of motivation from different perspectives can be functional in order to have a 

deeper understanding of motivation. 

 

In behavioral approach, the individual shapes his/her behavior according to the 

stimuli coming from his/her environment. An individual's behavior is seen as the 

result of an external stimulus and it is claimed to have an effect on the individual's 

behavior through reinforcement or punishment. Stimuli that increase the probability 

or frequency of the desired behavior are defined as reinforcers, while stimuli that 

cause the undesired behavior to disappear or decrease are defined as punishment. 

Even though it is criticized in the literature for ignoring internal processes and the 

possibility of developing dependence on external motivational tools, it can be seen 

that this model, which we can see examples of in educational processes, is still used 

to increase student motivation. 

 

From the perspective of the cognitive approach, motivation is a concept related to the 

internal processes of the individual, in contrast to behavioral approaches. 

Accordingly, human beings, who are already active and curious, go through a series 

of thinking processes as determinants of behavior (Woolfolk, 1998). Accordingly, it 

is suggested that the individual accommodates his/her cognitive structures according 

to the new stimuli in their environment, moreover, behavior is initiated and 

controlled by plans, goals, schemas, and attributions. As a conclusion, motivation is 

the individual's effort towards a more complex development (Oxford & Shearin, 

1994).  

 

Motivation is also frequently encountered in social cognitive approaches. In social 

cognitive theories, motivation is roughly defined as an inner state which stimulates, 

directs, and maintains action focused on achieving goals (Bryan et al., 2011). 

Furthermore, educational psychologists have generally offered different perspectives 

by relating motivation to learning, one of which is emphasized by Bandura (Bandura, 
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2001). Accordingly, individuals' beliefs that they will achieve a goal constitute a part 

of their motivation, and being in social interaction and observation can improve 

individuals' motivation levels (Bandura, 2001) To elaborate, the individual is in a 

reciprocal triadic relationship; personal characteristics, behavioral factors and 

environmental elements play an important role for the individual.  In addition, 

expectancy and value theory also has a social cognitive perspective; it deals with an 

individual's expectation of achieving a goal and the value of that particular goal. It 

assumes that the amount of attempt an people will show is directly proportional to 

the reward value (Tollefson, 2000).  In this sense, if the individual does not find the 

reward of doing the work valuable, then he or she will not make the effort. 

 

In humanistic approaches, the initiatory growth tendencies of individuals constitute 

the core structure. Accordingly, people have an innate desire for development and 

possess positive potential in this regard.  The concept of motivation, which 

emphasizes intrinsic resources, states that individuals are driven by the desire for 

“self-actualization”, which is the tendency to maximize the potential inherent in 

human nature. (Maslow, 1968). Furthermore, according to Rogers (1951), the 

“organism's tendency to grow” addresses the fact that people tend to use their 

potential when appropriate conditions are created and are open to developing in a 

positive direction. In addition, according to Ryan and Deci (2000a), the need for 

“self-determination” stands out as a key term in explaining motivation. Accordingly, 

people show healthy and functional development when their basic psychological 

needs were satisfied, and they become motivated to fulfill these needs.  

 

2.1.2. Academic Motivation and Self-Determination Theory (SDT) 

 

Academic motivation is defined in the literature as an individual's desire and effort to 

initiate and sustain academic activities (Vallerand, et al., 1992). To understand in 

greater depth, Pintrich (2003) attempted to explain the concept of motivation by 

addressing the question of how and why some students complete the stages of 

learning and development but other students have difficulty in being compatible with 

school and developing knowledge. This fundamental questioning also implies that 

some students pursue their goals with greater determination and persistence. 
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According to Self-Determination Theory, a critical factor in the effects of pursuing 

goals is the extent to which people satisfy their basic psychological needs (Deci & 

Ryan,2000b). As individuals satisfy their basic psychological needs, they exert more 

effort in the face of challenges, ultimately actualizing their self-improvement 

tendencies. Conditions that support these needs are fosters enhanced persistence and 

performance as well as motivation (Ryan & Moller, 2017). 

 

Within the framework of SDT, the three basic psychological needs are competence, 

relatedness and autonomy. The need for competence indicates individuals' 

engagement with optimal challenges, success, and mastery experiences. According to 

Ryan and Deci (2000), as individuals satisfy their need for competence, they adapt 

more easily to new challenges in changing contexts. Therefore, it can be interpreted 

that, striving to meet competency tendencies facilitates individuals to use their 

adaptive capacities and helps coordinate the development of those capacities. 

 

Individuals also seek to connect with the world and to sense of integration and 

closeness which refers to need for relatedness. According to SDT, when the need for 

relatedness is met, the individual feels part of a larger social society and experiences 

a sense of connectedness. Situations where the need for relatedness is not met can 

lead to feelings of social alienation and exclusion in the individual, which may 

ultimately result in a decrease in the individual's motivation (Deci & Ryan, 2000a). 

In other words, isolation can become a situation that negatively affects individuals' 

ability to pursue their goals and maintain their motivation.  

 

According to SDT, individuals exhibit self-organizational tendencies. In this regard, 

human autonomy is about experiencing willingness and taking self-regulatory 

actions. In other words, the individual's actions, thoughts, and feelings are consistent 

with the individual and with each other and are authentic. Situations such as pressure 

and conflict can arise when the basic need for autonomy is not met, meaning a 

feeling of pushed unwanted experiences In addition, Deci and Ryan (2000) 

emphasize that awareness is important for individuals' healthy, integrated 

functioning; when awareness is impeded, individuals are less capable of engage self-

regulation for their actions. To sustain motivation, individuals must engage in self-
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endorsed action tendencies accompanied by awareness. Additionally, the mentioned 

need for autonomy has a structure that resembles a criterion used in explaining the 

types of motivation in Self-Determination Theory. 

 

From the perspective of Self-Determination Theory, individuals may have different 

reasons for achieving something, so a multidimensional approach to motivation is 

functional. In SDT, motivation is often treated as a dichotomy that discusses levels of 

autonomy.  Accordingly, performing a task only for the task itself or by the 

individual's own will is called intrinsic motivation (Ryan & Deci, 2000). This kind of 

motivation is the one with the highest autonomy, as the individual is motivated here 

because doing the task brings interest, pleasure or curiosity to the individual. The 

other end of this spectrum is called extrinsic motivation, which is usually controlled 

by external factors and therefore autonomy is lower than intrinsic motivation.  

 

Extrinsic motivation is divided into four subcategories according to the extent to 

which these extrinsic factors are internalized or self-regulated. In external regulation, 

which has the least autonomy value, external rewards or punishments have a high 

priority (Ryan&Deci,2000). In this type of motivation, the individual is not the 

source of behavior and acts without own agency. Another level is introjected 

regulation, where the behavior is not autonomously chosen by the individual, even 

though it is internal. That is, the individual continues the behavior because in return 

he or she escapes anxiety or conditionally gains self-esteem. This can be summarized 

as intrinsic reward or intrinsic punishment that is incompatible with the individual's 

self. In identified regulation, the individual assigns a personal value to the behavior, 

which means that the behavior is internalized as a result of a conscious evaluation 

and the motivation for the behavior comes from personal importance. Finally, the 

most autonomous part of external motivation is integrated regulation. Here behavior 

is more integrated and consistent with personal values and the individual's identity, 

but still the task itself is not the main motivation, so it is considered as extrinsic 

motivation. In contrast, amotivation refers to a lack of self-determination, a lack of 

will to act. In other words, it means not being motivated by any source such as 

meaning, value or reward. While it is important to have a deep understanding of the 
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different types of motivation, individuals do not always fit systematically into these 

distinct types of motivation. 

 

When evaluating different kind of motivation, Deci and Ryan (2000) emphasize that 

extrinsic motivation does not always occur solely due to external causes; some types 

of extrinsic motivation also represent active and agentic states. In other words, even 

if students are extrinsically motivated, the external goal can be embraced by the 

individual themselves with a sense of will. They also underscore that educators 

should not always rely on intrinsic motivation in learning processes. 

 

Motivation is recognized in the literature as one of the most vital factors in human 

learning, and therefore it is one of the main subjects in the literature of education 

(Lepper et al., 2005; Ryan & Deci, 2009; Schunk, 2000). In the literature, academic 

motivation has been found to be related with many educational outcomes, such as 

curiosity, learning, and student’s engagement (Vallerand et al., 1992; Vecchione et 

al., 2014). Supporting these findings, Komorraju (2009) suggested that academic 

motivation is positively associated with being intellectually curious, and learning 

enjoyment. In addition, self-beliefs also appear to have a strong relationship with 

academic motivation as an outcome of the study conducted at the K-12 level (Jansen 

et al., 2022). Beside, in the literature, motivation has been studied separately as 

intrinsic and extrinsic, and intrinsic motivation has been investigated extensively 

comparing to total academic motivation (Fuertes et al., 2020). For instance, intrinsic 

motivation has been suggested in the literature to be associated to cognitive strategy 

and self-regulation. Accordingly, intrinsically motivated students have a tendecy to 

use more cognitive strategies e.g. paraphasing or planning and self-regulation 

(Pintrich & DeGroot, 1990). Academic performance also is positively correlated with 

intrinsic motivation, especially students are tending to use a deep learning approach, 

according to research by Kusurkar, et al. (2013). 

 

Although there are studies investigating solely intrinsic motivation and it’s various 

educational factors like academic performance, achievement and subjective well-

being, there are also another consensus that intrinsic and extrinsic motivation work 

better mutually to increase their impact capacity together. A meta-analysis sought to 
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examine the impact of extrinsic motivators on intrinsic motivation and concluded 

that extrinsic motivators enhance rather than undermine intrinsic motivation and that 

there is even a dynamic relationship between the two (Cameron & Pierce, 1994). 

Similarly, an experimental study suggests that extrinsic rewards and intrinsic 

motivation enhance overall motivation and have mutual reinforcing powers 

(Hendijani et al., 2016).  In addition, Cerasoli et al. (2014) suggested that extrinsic 

motivation strengthens rather than threatens the link between intrinsic motivation and 

academic performance. These studies indicated that intrinsic or extrinsic motivation 

has a synergetic structure on students' general motivation levels. 

 

Motivation is also one of the quite main constructs in the university student age. 

Since, university is a context in which students become more independent for the 

first time after twelve years of compulsory education. This context, which is less 

framed than previous learning environments, is more demanding on the individual. 

During compulsory education students have the opportunity to feel more unique. 

However, due to many factors, such as the fact that university classes are more 

crowded, the instructor does not know all the students, workloads etc., they actually 

start to take part in a larger society. So in this sense, self-motivation becomes a much 

more crucial factor. For this reason, the following section will focus on research 

conducted at the higher education level. 

 

Lavasani et al. (2011), in an experimental study with undergraduate students, 

investigated the effects of self-regulated learning strategies training on academic 

motivation and self-efficacy and found that self-regulated learning strategies were 

effective on academic motivation. Chang (2022), according to the findings of his 

study with 482 university students studying in foreign language education, stated that 

students who showed academic resilience were more motivated academically. 

Trigueros et al. (2020) found that academic motivation negatively predicted burnout 

and positively predicted academic performance with the participation of 3354 

university students. Brouse et al. (2010), in a study carried out with 856 university 

students, found that academic motivation differs according to gender; that is, female 

students have higher academic motivation. In addition, it was revealed that academic 

motivation decreases according to the years spent at university. Karaman and Watson 



 

18 

(2017) examined academic achievement motivation with academic stress, life 

satisfaction and locus of control constructs. In a sample of 307 university students, 

academic stress and life satisfaction significantly predicted achievement motivation. 

 

In Turkish literature, Yurtseven and Doğan (2019) conducted a study on students' 

academic procrastination, academic motivation and problem solving skills with 509 

university students and found that lack of motivation correlated with problem solving 

skill, which ultimately leads to procrastination in college students. Çelik (2021) 

examined psychological needs, academic motivation and various variables in her 

doctoral dissertation and reported that academic motivation mediated the effect of 

autonomy, competence and relatedness needs on well-being, and in addition, 

academic motivation and well-being had a positive relationship. In Akyürek's (2020) 

study, the relationship between academic self-efficacy and academic motivation was 

tested with the participation of 489 students. The results were reported that if 

academic self-efficacy increases, academic motivation will also increase. In addition, 

Koç (2018) revealed a significant relationship between academic motivation and life 

satisfaction in a sample of 461 students studying at the Faculty of Sport Sciences. 

 

2.2. Self-Compassion   

 

Compassion is defined as witnessing another person's suffering with sensitivity and a 

desire to help (Goetz et al., 2010). In this sense, self-compassion can be said to be an 

inward-oriented form of this form. In other words, self-compassion refers to a kind 

and healthy approach to oneself in the face of challenging experiences (Neff, 2003b). 

Self-compassion is not tied to the root of the pain, regardless of whether the source 

of difficult experiences is external life problems or internal factors. (Neff & Germer, 

2017).  

 

When self-compassion is conceptualized, Neff (2003a) articulated a 

multidimensional construct, suggesting that these components indicate self-

compassionate perspectives in experiencing suffering or failures.  Accordingly, self-

compassion has 3 main dimensions; self-kindness, common humanity, mindfulness. 

Self-kindness refers to the softening of the situation towards oneself, a kinder attitude 
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and empathic support instead of a critical and rigid attitude (Neff, 2003a). Common 

humanity is the awareness of others may have similar experiences, and that pain and 

shortcomings are part of human nature, rather than perceiving suffering in an isolated 

manner (Neff, 2023). Finally, there is mindfulness, which represents a balanced 

mental approach to painful feelings and thoughts. This component is both a 

prerequisite for the realization of the other components and fundamental to the self-

compassionate perspective. This is because the individual needs enough mental space 

to evaluate feelings and thoughts in a healthy way before they try adopt perspectives 

such as self-kindness or common humanity (Neff, 2016).  

 

Regarding to self-compassion as a whole, it has structures that can be separated from 

each other in terms of how individuals emotionally respond to suffering (self-

kindness or self-critical), how they cognitively perceive challenging experiences 

(common humanity or isolating) and how much attention they pay to painful 

experiences (mindfulness or over-identification), but which mutually influence each 

other (Neff,2023). In addition, despite the usage of the terms challenging, suffering 

or failure in definitions, self-compassion can occur in both negative and neutral 

situations. Therefore, it is suggested that self-compassion may also relate to less 

negative situations and may not be characterized solely by experiencing difficult or 

challenging contexts (Leary et al., 2007; Neff, 2003a).  

 

Before further discussion, there are few considerations that needs to be clarified, in 

terms of self-compassion and other concepts in the literature. First, self-compassion 

and self-esteem appear to be similar concepts in the literature. Although, the high 

correlation between Neff's (2003a) Self-Compassion Scale and Rosenberg's (1965) 

Self-Esteem Scale and the two concepts are important predictors of happiness, 

optimism and positive affect, some distinctions have been suggested between them 

(Neff & Vonk, 2009). That is, the different purposes and sources of the emergence of 

self-compassion and self-esteem were found through the different relationships of the 

two concepts on other variables. For instance, self-compassion has shown to be a 

more negative predictor of social comparison and self-rumination, while self-esteem 

evaluated by superiority/inferiority placements of individual (Neff, 2011). In other 

words, self-compassion is not a construct created by comparing oneself with others, 
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but rather reflects the safe environment created by accepting these imperfections. 

Another mixed up concept is that self-compassion can be understood as self-

centered, since the individual's attitude towards oneself is kind and understanding. 

However, having a self-compassionate perspective means recognizing that everyone 

experiences similar difficulties and this can lead to feeling more connected to others 

in the experience of the world.  This acceptance and attitude can spark a desire to be 

empathetic to others' difficult times rather than being isolated (Neff, 2003b). In 

addition, self-compassion can often bring to mind concepts of self-pity or 

vulnerability, but the emphasis on the individual's suffering is to see it as part of 

being human. So, instead of feeling sorry for oneself by magnifying one's own pain, 

remembering that others may also have problems gives the individual a greater 

perspective. In contrast to being vulnerable, there are empirical studies that argue 

that self-compassion indicates resilience in many ways (Edwards et al., 2019; Neff, 

2023; Skinta et al, 2019).  

 

2.2.1. Research on Self-Compassion   

 

In the literature, a few studies support the positive effects of self-compassion and 

overall well-being (Allen et al., 2011; Hall et al., 2013; Zessin et al., 2015). For 

example, Neff et al. (2007) concluded that self-compassion is related to many 

concepts such as happiness, optimism, positive affect, interest and exploration. In 

addition, self-compassion was also found to be associated with less anxiety, 

perceived stress and rumination, depressive symptomatology (Chu et al., 2018; 

Fauvel et al., 2023; Lopez et al., 2018; Imtiaz & Kanal; 2016). Similarly, in the 

experimental study by Shapira and Mongrain (2010), participants were separated into 

three groups, the first group received self-compassion intervention, the second group 

received optimism exercises, and the last group received no exercise. As a result of 

the measurements made four times at intervals, it was found that although optimism 

showed lower depressive symptoms in the measurements made up to three weeks, in 

the last measurement, which was made after 6 months, the group that showed the 

least depressive symptoms was the group that was initially given self-compassion 

exercises. Additionally, people who develop self-compassion will be more 

psychologically resilient to life's obstacles such as everyday stressful situations and 
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adjusting challenging events such as, losing loved ones, and being divorced or 

splitting up (Chau et al., 2022; Zhang & Chen, 2017).  In support of this, Leary et al. 

(2007) used negative event reporting, fictional scenarios that include failures, 

feedback and self-compassion manipulators in a series of studies with varying 

numbers of participants. The results showed that individuals with higher self-

compassion had less negative feelings towards themselves and their self-evaluations 

were based on their own performance. In terms of these studies, researches assumed 

that self-compassion may be strong predictor of psychological health (Gilbert & 

Proctor, 2006). 

 

As it is understood, in the literature, self-compassion is related to positive outcomes 

and is associated with factors that will benefit the individual more functional ways, 

so it is important that self-compassion has a structure that can be developed later. 

Due to the fact that self-compassion is a skill that could developed later, various 

interventions have been demonstrated through experimental studies. Examples 

include Compassion Focus Therapy (CFT; Gilbert, 2014) and Mindful Self-

Compassion (MSC; Germer & Neff, 2013). In a meta-analysis study investigating 

Mindfulness-Based Cognitive Therapy, Compassion-Focused Therapy and 

Acceptance and Commitment Therapy, a research design was designed as 

interventions related to self-compassion. Results with 22 randomized controlled 

trials, indicated positive impact on self-compassion and decrease in depression 

levels. In addition, Ferrari et al. (2019) measured the effectiveness of interventions 

with 27 controlled trials in their meta-analysis, and found that self-compassion 

interventions successfully increased individuals' self-compassion levels, and 

increased mindfulness, positive affect and life satisfaction. On the other hand, 

significant decreases were observed in rumination, self-criticism, anxiety and 

depression (Ferrari et al., 2019).  

 

2.2.2. The Role of Self-Compassion in Education 

 

There are studies on the reflections of self-compassion in the field of education, one 

of which is academic burnout. Accordingly, it has been concluded that students who 

show higher self-compassion are unlikely to encounter academic burnout (Woo, 
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2013). In a study where participants were in their final year of university and were 

interested in the transition from school to work, it was found that although self-

compassion did not regulate academic demand and burnout, the relationship between 

academic burnout and depression differed according to levels of self-compassion. To 

put it differently, the progression from academic burnout to depression was not 

significant among individuals with high levels of self-compassion, whereas it was 

significant among individuals with lower levels. This study concludes that self-

compassionate individuals may feel burnout due to academic demands, but this may 

not lead to depression (Lee & Lee, 2022). In the literature, there are other studies that 

indicate the negative relationship between self-compassion and academic burnout in 

college students (Bisht & Sethi, 2025; Farisandy, 2023; Kandemir, 2023). Lee et al. 

(2020) suggested that students sometimes experience academic stress and, in the 

scenario where they do not develop adequate coping strategies, this can lead to 

academic burnout. In support of this, the literature suggests that self-compassion acts 

as a buffer in the relationship between academic stress and negative emotional 

response. Another finding also showed that as the self-compassion level of 

individuals increase, the effect of their uncertainty intolerance on academic burnout 

decreases (Qiang et al. 2024). 

 

Additionally, as stated earlier, self-compassion is important factor in terms of distress 

and academic stress. A study of 306 university students examining students' self-

compassion distress and well-being suggests that higher self-compassion is 

associated with lower distress and points to the mediating role of self-compassion 

between stress and depression (Fong & Loi, 2016).  

 

In the context of university students, although the first transition to university is a 

very exciting process in terms of bringing many important new opportunities, it is 

also a period in which they can be vulnerable to many psychological problems. In the 

literature, studies conducted with first-year university students support this, and in 

most of them, psychological stress, decreases in well-being, and psychosocial 

adjustment problems come to the fore (Bruffaerts et al., 2018; Fook & Sidhu, 2015; 

McGhie, 2017). Therefore, psychological support becomes inevitable (Arnett et al., 

2014; Conley et al., 2013). According to the literature, self-compassion plays an 
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important role in the transition to university. In a study with first-year university 

students, it was found that there was a negative relationship between self-compassion 

and perceived stress, that is, the higher the level of self-compassion, the lower the 

level of perceived stress (Wayment et al., 2016). In another study which aimed 

investigating, stress, self-compassion and well-beings of first-year college students, 

data were collected at three different intervals in one academic year and it was 

reported that anxiety levels increased from the summer before university to the 

spring semester. In addition, because it predicted all other variables in the study (e.g., 

lower anxiety, more school connection, more resilience), the main finding was that 

self-compassion was the strongest and most consistent predictor of healthy transition 

to college and a suitable candidate for possible interventions. (Kroshus et al., 2021). 

Supporting of this, Naidoo and Oosthuizen (2024), also indicated self-compassion as 

a crucial to strength mental health of first-year students according to their qualitative 

study. As mentioned earlier, transitions and challenges within the university also 

suggest resilience as well as self-compassion (Neff, 2023). This relationship also 

supported by the longitudinal study suggests that if stress and self-compassion 

increasing together, it develops much more resilience. In the literature, self-

compassion also linked with motivation, for instance, results of an experimental 

study include four experiment conditions, are pointed out that having an accepting 

approach toward personal weaknesses or failures, can make people motivated to get 

improvement about themselves (Breines & Chen, 2012). 

  

2.3. Resilience 

 

In line with its Latin origin, the word resilience is rendered as the act of bouncing 

back and returning to the starting point after a certain situation. Although the concept 

of resilience is an old one, it attracted considerable attention towards the end of the 

1980s and has been tried to be explained with different definitions. One of these is 

defined by Masten (2001) as the process of positive adaptation after serious threats or 

difficulties. In one of the prominent studies in resilience, Garmezy (1991) focused on 

the developmental characteristics of children exposed to adverse conditions such as 

poverty and emphasized the capacity of an individual to develop psychologically and 

socially healthy despite adverse conditions, even if these factors are not completely 
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avoided. Other definitions similarly emphasize resilience as the process by which 

individuals demonstrate coping skills against destructive, stressful or challenging 

situations (Masten, 2014; Richardson et al., 1990; Rutter, 1987). The concepts of 

“resilient” and “resiliency” are used in the literature to define resilience as a 

characteristic of individuals. These concepts refer to traits that successfully adapt, 

show resistance and flexibility under different conditions (Bonanno, 2004; Pisapia & 

Westfall, 1994). In addition, Luthar et al. (2003) argued that resilience is an 

interaction between the individual and the environment and suggested that resilience 

in different domains should referred with circumscribed terms in order to 

specification. Accordingly, the current study will address academic resilience as a 

limited reflection of resilience in the field of education. 

 

2.3.1. Academic Resilience 

 

Resilience is used in the field of education as the success, motivation and 

performance of individuals in school despite previous failure experiences, conditions 

and stressful events (Alva, 1991; Howard & Johnson, 2000). In other words, it can be 

defined as a student's capacity to overcome situations that may threaten his/her 

educational development (Martin, 2013). Students who show academic resilience can 

show coping skills against factors such as stress, pressure and failure that they may 

face in their educational life (Martin & Marsh, 2008). In the literature on academic 

resilience, there are a number of risk factors. As mentioned before, academic 

pressure, poverty, past failures, living in urban areas are called risk factors, while 

factors that reduce the impact of these risk factors are called protective factors 

(Martin & Marsh, 2006; Morales, 2010). Being economically disadvantaged is one of 

the most significant risk factors, as it can bring other risk factors with it (Nores 

&Barnett, 2014; Bradley & Corwyn, 2002). On the other hand, there are also internal 

and external factors that contribute to students' resilience, known as protective 

factors. On the other hand, there are also internal and external factors that contribute 

to students' resilience, known as protective factors. Some of these external protective 

factors include perceived social support from family and friends, high parental 

expectations (as long as they are positive), teacher support, school attachment and a 

positive classroom environment (Benard, 2004; Gonzalez & Padilla, 1997; Morales, 
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2008). Individual-level protective factors, on the other hand, have been identified in 

the literature as goal orientation, positive self-concept, problem-solving skills, 

empathic understanding, sense of responsibility, hope for the future (Alva, 1991; 

Gizir & Aydın, 2009; Zimmerman, 2002). In addition, Martin & Marsh (2006) argue 

that an individual's self-efficacy, control, planning, persistence, and low anxiety 

strongly predict academic resilience of students. In addition, it is also suggested that 

academic resilience should be considered as a concept for all students, as poor 

performance, difficulty or challenge is something that all students can experience, as 

well as ethnic minority groups or students who have experienced serious negative 

life events. Therefore, the role of academic resilience in education becomes more 

important (Martin &Marsh, 2006). 

 

2.3.2. The Role of Academic Resilience in Education 

 

The impact of academic resilience on students' educational lives has been supported 

by numerous studies in the literature. To begin with, it has been found that students 

who demonstrate academic resilience also show positive development in their 

academic performance. The study, conducted with 402 students, revealed that 

academic resilience predicts three educational outcomes, which were noted as 

enjoyment of school, class participation, and overall self-esteem (Martin & Marsh, 

2006). Moreover, Fallon (2010) found a positive relationship between schools' 

academic affirmation and academic resilience in his study conducted with low 

socioeconomic status students living in rural areas. Supporting this, another study 

conducted with 789 university students revealed that resilience positively predicts 

academic performance (Kotze, 2013). The potential beneficial effect of academic 

resilience on students' academic performance has been supported by other studies 

(Cai & Meng, 2025; Tanji et al., 2021). 

 

In addition, it is emphasized that academically resilient students have stronger 

sources of motivation in the face of obstacles and exhibit behavioral engagement in 

this regard. For example, it has been concluded that they demonstrate high levels of 

effort, determination, and attention in the classroom environment (Martin, 2002). In 

support of this, in the literature, academic resilience is positively related to academic 



 

26 

motivation. In addition, it has been noted that academic resilience and motivation 

positively predict academic engagement. This means that academically resilient 

students are more likely to exhibit adaptive behaviors such as positive attitudes and 

determination in the face of academic challenges (Amoadu et al., 2025; Sun & Liu, 

2023). According to Morales (2008), academically resilient students have 

demonstrated the protective factors they use to succeed early in their university 

careers. They have also demonstrated the ability to adapt the protective factors they 

possess to the new challenges they encounter, and in this case, it is highly likely that 

they will maintain their motivation in their future academic lives. Lastly, students' 

goals regarding their academic experiences are often described in the literature as 

mastery and performance goal orientations. In short, mastery goal orientation is the 

student's awareness of goals related to learning or completing a task according to 

their own standards. On the other hand, performance goal-oriented students set 

standards for themselves relative to others, and their goal orientations are often based 

on comparisons with others. In a study examining students' mastery and performance 

goal orientations in relation to academic resilience, a positive relationship between 

mastery-oriented goal orientation and academic resilience was suggested (Jowkar, 

2014). To elaborate, mastery-oriented students are internally motivated when 

pursuing a goal and tend to perceive negative challenges as opportunities for learning 

or growth. Therefore, these students demonstrate greater academic resilience and are 

able to maintain their motivation in the face of challenges. 

 

Furthermore, dropping out of school is important at both the individual and societal 

levels. Academic resilience has often been studied in terms of dropping out of school 

or school burnout. In this sense, academic resilience can serve as a buffer, allowing 

students to perceive difficulties as temporary or improvable situations. In a study 

conducted with 714 secondary school students, it was stated that academic resilience 

negatively affects school burnout, meaning that students with high academic 

resilience skills may experience less academic burnout (Oyoo et al., 2018). Another 

study conducted with 576 secondary students in a different culture reached the same 

conclusion, revealing a negative relationship between academic resilience and school 

burnout (Romano et al., 2021). Additionally, a study conducted with a sample of 

university medical students emphasized that academically resilient students are less 
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susceptible to school burnout (Taheri et al., 2017). In Turkish literature, a study 

conducted with 418 high school students suggested that academic resilience may be 

effective in helping students cope with school burnout (Gundogan, 2022). Students 

may encounter many difficulties at school or outside of school, but whether these 

difficulties lead to school dropout or burnout may also depend on characteristics such 

as students' problem-solving skills and their ability to perceive negative situations as 

temporary. In his qualitative study, Morales (2008) suggested that academically 

resilient students use metacognitive strategies and remain stick-to-itiveness when 

faced with environmental risk factors or challenges. 

 

In general, the emotional regulation patterns and well-being of academically resilient 

students are also noteworthy. Rutter (1990) defines resilience as a positive pole in 

people's responses to stress and difficulties, while Masten et al. (1990) define 

resilience as successful adaptation to difficult situations. As can be understood from 

the definitions, in order for an individual to develop a healthy response to stressful 

situations, it may first require emotional regulation related to stress (Fullerton et al., 

2021). Tugade and Fredrickson (2011) have stated that positive emotions and 

appraisal of difficulties play a crucial role in resilience. In other words, they reported 

that students who demonstrate high resilience experience higher positive emotions 

than those who demonstrate lower resilience. Additionally, it was concluded that 

students who demonstrate resilience are not blind to negative situations; rather, they 

are aware of negativity but ultimately experience more positive emotions. Another 

study mentions that after experiencing positive emotions, individuals who are 

academically resilient actually find these emotions accessible to them. This makes it 

easier for them to use positive emotions in the future, and it is even mentioned that 

this can become automatic (Fredrickson, 2001). Another point worth mentioning is 

that the relationship between stress and resilience is moderated by the ability to use 

cognitive-emotional regulation. To explain in more detail, resilient individuals are 

able to change their appraisals of stressors in stressful situations, for example by 

using attention control, which leads to more adaptive changes in emotions, thereby 

increasing resilience (Janicki & Cohen, 2011). According to literature, academic 

resilience indirectly mediates the relationship between using cognitive reappraisal 

and perceived stress through resilience (Thomas & Zolkoski, 2020). In addition, 
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there are studies which stated the relationship between academic resilience and well-

being of students (Cassidy et al., 2023). Furthermore, this situation can influence the 

individual's interpersonal relationships. According to studies, high academic 

resilience indicates better interpersonal relationships in terms of both teacher-student 

relationships and peer relationships (Hwang & Shin, 2018). A study conducted with 

784 ethnically diverse students revealed that friendships play a mediating role 

between resilience and various skills, while teacher-student relationships play a 

mediating role between academic resilience and achievement (Frisby et al., 2020; 

Liew et al., 2018). 

 

Moreover, it is worth mentioning studies in the literature that argue that academic 

resilience is a structure that promotes greater equality among students. According to 

this view, students from disadvantaged groups or underserved communities have a 

high potential to fill the gap in academic opportunities that exists among students 

who face relatively fewer difficulties. Educational equity can be defined as the 

opportunities students have to reach their academic potential regardless of their 

economic status, race, origin, or other personal circumstances that may act as 

barriers. Masten (2001), supports this idea in his writings on academic resilience, 

arguing that resilience is not an extraordinary phenomenon but rather a common part 

of the human adaptation process. He maintains that academic resilience can be 

developed through healthy schools and policies, thereby facilitating adaptation and 

preventing individuals from being placed at a disadvantage. According to the results 

of interviews conducted as part of a qualitative study investigating ways to support 

high-risk students both personally and on campus, resilience was identified as a 

factor influencing students' determination to obtain a diploma. In addition, it 

emphasizes that institutions also have a responsibility to address the barriers faced by 

disadvantaged students (Avery & Daly, 2010). 

 

2.4. Summary of the Literature Review 

Academic motivation, as a prominent concept in the field of education, and has been 

extensively researched alongside many factors and theories. Self-Determination 

Theory is one of these.  
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According to Self-Determination Theory, pursuing goals is related to the satisfaction 

of individuals' innate psychological needs; competence, relatedness and autonomy. 

Studies support this proposition; the need for autonomy expresses self-regulation 

processes, and studies have noted the positive effects of self-regulation learning 

strategies on academic motivation (Lavasani et al., 2011).  

Beside, according to Deci and Ryan (2000), when the need of competence is met, 

individuals are better at adapting to new challenges. This sense of mastery provides 

individuals with experiences of being competent and capable when faced with 

difficulties.  This is also consistent with studies that addressed the strong relationship 

between academic resilience and academic motivation, since academic resilience is 

explained in the literature as adapting to new situations, persisting despite obstacles, 

and being flexible (Martin & Marsh, 2006; Morales, 2008). Supporting studies 

suggest that academically resilient students maintain higher levels of persistence in 

the face of difficulties by developing adaptive skills (Martin, 2002). Given the 

evidences of previous studies, it is logical to expect that academic motivation plays 

an important role in students' persistence and success, and it is likely that this role is 

related to resiliency skills, which focuses on the concept of perseverance (Cassidy, 

2016; Ryan & Deci, 2000a.) 

In addition, meeting the need for relatedness actually refers to the individual's sense 

of belonging and connection to a larger community. If this need is not met, the 

individual's pursuit of goals may be negatively affected. At this point, it is likely that 

students with high academic motivation will feel a stronger sense of connection to 

humanity by satisfying their need for relatedness (Deci & Ryan, 2000).  

In the literature, self-compassion is accepted as one of the theories that exist within 

the understanding of common humanity (Neff, 2003). According to the self-

compassion perspective, an individual's experiences are not only unique to that 

person but also represent a shared experience of humanity as a whole. Beyond the 

perspective of shared humanity, the other prominent features of self-compassion in 

the literature are self-kindness and mindfulness. These perspectives may provide the 

individual with a safer and more secure environment. According to supporting 
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literature, studies show that compassionate individuals experience less anxiety and 

less perceived stress (Chu et al., 2018; Lopez et al., 2018). Experimental studies also 

show that the group who received self-compassion exercises showed the least 

depressive symptoms in measurements taken six months later (Shapira & Mongrain, 

2010). Considering previous studies, it can be concluded that individuals who 

develop self-compassion are more resilient in the face of difficulties and adapt more 

easily to changing stressful situations (Zhang & Chen, 2017). 

According to educational studies on academic resilience, students who demonstrate 

academic resilience can cope better with situations that could lead to stress or 

negative emotional consequences. (Tugade & Fredrickson, 2011). As indicated in a 

study, students who showed resilience in the face of a stressful situation reported 

higher positive emotions such as happiness and interest, alongside anxiety 

(Fredrickson, 2001). In addition, according to a study investigating factors that 

predict academic resilience, the factors of competence, control, coordination, 

composure (low anxiety), and commitment (persistence) have been termed the 5C 

model. To elaborate, one of the study's findings concluded that self-regulation is a 

key concept for academic resilience by increasing students' planning and persistence 

(Martin & Marsh, 2006). As a result, as students develop skills such as self-

regulation, they will feel a greater sense of control over their own abilities or 

achievements. Research often notes that self-regulation learning strategies address 

motivational processes, which makes sense because this may allow individuals to 

satisfy their competence needs for motivation (Zimmerman, 2013).  

Taken together, the suggestions in the relevant literature indicate that resilience has 

become an important tool not only for disadvantaged groups but also for students 

facing increasingly difficult conditions today (Martin, 2013). Self-compassion, on 

the other hand, can stands out as a perspective that individuals can adopt in response 

to the difficulties they encounter. Since studies on self-compassion often suggest that 

it benefits individuals in situations such as self-doubt, fear of failure, and anxiety, it 

is likely that increasing individuals' self-compassion values will also develop their 

resilience skills (Patzak et al., 2017). In this sense, developing the aforementioned 

skills can address simple psychological needs that must be satisfied for higher 
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academic motivation, such as feeling capable in the face of challenges, feeling 

connected to a larger community, and satisfying one's self-regulation tendencies 

(Deci & Ryan, 2000). 
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CHAPTER 3 

 

 

METHOD 

 

 

In this section, the design of the study, participants, data collection instruments, data 

collection processes, definition of variables, data analysis and limitations will be 

presented. 

 

3.1. Research Design  

 

This study adopts a quantitative correlational research design. In correlational 

research, unlike experimental research, the relationship between continuous variables 

is examined without any intervention (Fraenkel et al., 2012). To test the hypotheses, 

this study utilized simple mediation analysis based on mediation model. The 

mediation model is a statistical method that investigate how the antecedent variable 

(X) effects the consequent variable (Y) through the mediator variable (M) (Hayes, 

2018). In the current study, it was aimed to investigate academic resilience as a 

mediator variable related to the relationship between self-compassion as a predictor 

variable and academic motivation as an outcome variable. 

 

3.2. Participants 

 

The target population of this study consists of university students studying in Turkey. 

Since it was not feasible to reach the target population, the accessible population was 

undergraduate students studying at different universities in Istanbul, who were 

reachable to participate in the study in the data collection period. Additionally, 

Turkish university students between the ages of 18-29 constitute the inclusion 

criteria for this study. 
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The sample of the study included, 505 university students recruited by convenience 

sampling method. Five of them were excluded because they exceeded the age 

criterion. Seven participants were excluded because they did not respond to one or 

more scales at all and three excluded because they did not respond to any item in the 

demographic information form. As a result, the data generated by 490 university 

students studying at public or private universities in Istanbul were found suitable for 

further analysis. Demographic information of the participants is given in Table 3.1. 

 

Table 3.1. Demographics of the Participants 

  N % M SD 

Gender 

Female 375 78.5%   

Male 110 22.4%   

Not stated 3 0.6%   

Other 2 0.4%   

Age  490  21.62 1.69 

GPA    3.06  

Grade 

1st  123 25.1%   

2nd  160 32.7%   

3rd 113 23.1%   

4th  94 19.2%   

Socio-

economic 

level 

Lower 5 1.0%   

Upper Lower 25 5.1%   

Lower Middle 298 60.8%   

Upper Middle                                        155 31.6%   

Upper 7 1.4%   

Institution 

Type 

Private  298 60.82%   

Public 192 39.18%   

Faculty 

Faculty of Education 260 53.06%   

Faculty of Health Sciences 70 16.12%   

Faculty of Architecture 52 10.61%   

Faculty of Economics and 

Administrative Sciences  
44 8.98% 
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Table 3.1. (continued) 

Mother 

Education 

Level 

Primary School 135 27.6%   

Middle School 88 18%   

High school 150 30.6%   

University 100 20.4%   

Other 17 3.4%   

Father 

Educationa

l Level 

Primary School 85 17.3%   

Middle School 83 16.9%   

High school 164 33.5%   

University 141 28.8%   

Other 17 3.5%   

 

Out of 490 participants, 375 were female (78.5%), 110 were male (22.4%), 3 did not 

specify their gender (0.6%), and 2 stated their gender as other (0.04%). In the data 

collected from university students studying at different grade levels, 123 of them 

were in the 1st grade (25.1%), 160 are in the 2nd grade (32.7%), 113 were in the 3rd 

grade (23.1%) and 94 are in the senior year (19.2%). Participants' ages ranged 

between 18 and 28 (M = 21.62, SD = 1.69). Students' current grade point average 

was found to be 3.06 (M = 3.06). 

 

The education level of the mother’s (n = 150, 30.6%) and father’s (n = 164, 33.55%) 

of most participants was high school. In addition, 298 (60.8%) participants reported 

that their socio-economic status as lower-middle, 155 (31.6%) were upper-middle, 

and 25 (5.1%) were upper- lower.  

 

3.3. Data Collection Instruments 

 

Four instruments were used in this study: Demographic Form, Self-Compassion 

Scale Short Form (SCS-SF), Academic Resilience Scale (ARS), and Academic 

Motivation Scale (AMS). 
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3.3.1. Demographic Information Form  

 

The Demographic Information Form (see Appendix B), which is created by the 

researcher, includes information about the participants' age, gender, current grade, 

current grade point average, socio-economic status, educational level of their parents, 

department, and university name. 

 

3.3.2. The Academic Motivation Scale (AMS) 

 

The Academic Motivation Scale was first developed by Vallerand (1992) to measure 

students' motivation in the academic field. The scale consists of 28 items and three 

factors; intrinsic motivation, extrinsic motivation and amotivation. In the scale, 

students are asked to rate on a 7-point Likert scale (1 = “does not correspond at all” 

to 7= “corresponds exactly”). The total score obtained from each sub-dimension in 

the evaluation means the academic motivation level of the individual in that sub-

dimension (Karataş & Erden, 2011).  The highest score that can be obtained from the 

scale is 196 and the lowest score is 28. Total motivation values have been calculated 

by excluding the total test score of the items on the amotivation subscale, as 

suggested by studies in the literature (Karagüven, 2012). 

 

The scale was adapted into Turkish by Karataş and Erden (2012). The Turkish 

version also has 28 items and three factors. As in the original scale, four items are 

related to amotivation while 12 items each are related to intrinsic and extrinsic 

motivation. In the scale expressing the participants' reasons for attending university, 

sample items in the amotivation sub-dimension can be exemplified as “I honestly 

don't know, I think I am wasting my time at school”, sample items in the extrinsic-

motivation factor as “to have a more prestigious job in the future” and sample items 

in the intrinsic-motivation factor as “for the satisfaction I feel while improving 

myself in my studies” (See Appendix E) 

 

According to the Cronbach Alpha calculation for the reliability values of the scale, 

the internal consistency coefficient was found to be 0.97. In the sub-dimensions of the 

scale, alpha coefficients were found to be between .78 and .87 (Karataş & Erden, 2011). 
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3.3.3. The Self-Compassion Scale Short Form (SCS-SF)  

 

The Self-Compassion Scale was developed by Kristen Neff (2003b) to measure the 

self-compassion levels of individuals. In order to make the scale more practical for 

both the researcher and the participants, Raes et al. (2011) developed a short form of 

the scale. The Self-Compassion Scale Short Form was rated on 5-point Likert scale, 

i.e. "almost never" and "almost always", includes a total of 12 items and 6 subscales; 

self-kindness (e.g., "I give myself the attention and sensitivity I need when I am 

going through a difficult situation."), self-judgmental (e.g., "When I am in pain, I can 

be cold-hearted towards myself"), common humanity (e.g., "I try to see my failures 

as part of the human condition"), isolation (e.g., "When I feel down, I tend to feel 

that most other people are happier than me"), mindfulness (e.g., "When I feel low, I 

try to approach my feelings with curiosity and openness"), and finally over-

identification (e.g., "When I feel down, I tend to obsess and fix everything that is 

wrong"). Of the six subscales, self-judgmental, isolation and over-identification were 

reverse coded and added to the total (Raes et. al., 2011). Self-Compassion Scale 

Short Form scores showed good internal reliability (Cronbach's α =.86). 

 

Adaptation studies of the self-compassion scale short version into Turkish have been 

conducted by few researchers. Yıldırım & Sarı (2018) presented the adaptation of the 

Short Form of the Self-Compassion Scale into Turkish by conducting a study on 

middle school and high school students. In the current study, the short form 

developed by Barutçu-Yıldırım et al, (2023) was used to minimize potential threats 

to internal validity associated with participant fatigue due to the overall length of the 

instruments.  Adaptation version has 12 items, the items rated from 1 to 5 which is 

“almost never” to “almost always”. Higher scores show higher level of self-

compassion of the participants. The highest score that can be obtained from the scale 

is 12 and the lowest score is 60 (See Appendix C). 

 

The test-retest reliability coefficient of the short form of the SCS, which was 

examined in a sample of university students, was found to be .88. (Barutçu-Yıldırım, 

et al., 2023).  
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3.3.4. Academic Resilience Scale (ARS)  

 

The Academic Resilience Scale (ARS) was first developed by Cassidy (2016) to 

measure students' resilience against the difficulties they face in their academic lives. 

The 30-item scale includes perseverance, reflecting and adaptive help-seeking, 

negative affect and emotional response sub-scales. The scale was formed within the 

framework of the responses of the students to the items expressing their reactions to 

a given instruction. Therefore, the scale is formed in 5-Likert, 1 indicates “strongly 

disagree” and 5 indicates “strongly agree” based on the reactions of the participants. 

Higher scores indicate higher academic resilience levels of the participants. The 

highest score that can be obtained from scale is 150 and the lowest is 30. The 

reliability coefficient of the scale was found to be .90.  

 

The adaptation of the Academic Resilience Scale to Turkish culture was developed 

by Aliyev et al. (2021). The Turkish version also has 30 items. The sample items in 

the perseverance subscale are “I would do my best not to think about negative 

things”, in the reflection-adaptive help-seeking “I would try different ways to work” 

and in the negative affect-emotional reaction subscale “I would start to think that my 

chances of getting the job I want are low”. As a result of the study, a three-factor 

structure of the scale was found, but it was stated that the item “I would try not to 

panic” in the original form should be included in the reflection and adaptive help 

seeking factor (See Appendix D). The test-retest reliability coefficient of the scale 

was calculated between .79 and .86. The reliability coefficient calculated for the total 

scores between the original and adapted versions of the scale was .88, indicating that 

language equivalence was achieved. 

 

3.4. Data Collection Process 

 

All instruments used in the study and the necessary procedures to be carried out were 

submitted to the METU Human Subjects Ethics Committee for approval (See 

Appendix A). Upon receiving approval, the data collection schedule was created by 

the researcher and permissions were obtained from accessible instructors for 

distributing the data collection tools within their courses. A brief overview of the 
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study was explained, informed consent forms were distributed, voluntary 

participation and confidentiality were also verbally emphasized. Subsequently, the 

questionnaire forms were administered to the participants who volunteered. The data 

were collected in a face-to-face setting and all participants were reminded not to 

influence each other's responses and to answer the items honestly. The same 

procedures were followed throughout the entire data collection process and the 

process was completed by the same researcher to ensure that all procedures for each 

participants were equal. 

 

3.5. Description of the Variables   

 

Self-Compassion Level is a degree of a person’s kind and understanding approach 

toward himself/herself (Neff,2003b) which is assessed by the total scores obtained 

from Turkish Version of Self-Compassion Scale Short Form (SCS-SF) (Barutçu- 

Yıldırım et al.,2023).  

 

Academic Motivation briefly refers to the energy required for academic work and 

the source of this energy. It is measured by the total scores obtained from the 

extrinsic and intrinsic motivation sub-scales obtained from the Academic Motivation 

Scale. (Karataş & Erden, 2012).  

 

Academic Resilience refers to student’s ability to cope with failures, setbacks or 

challenges and maintain motivation and performance. Academic resilience of the 

participant’s assessed by the total scores obtained from Academic Resilience Scale 

which is adapted by Aliyev et al., (2021).  

 

3.6. Data Analyses  

 

First, while the data were transferred to the digital form by the researcher, total of 15 

participants were removed by the researcher due to the forms left completely blank 

and not meeting the age criteria. Before the analysis process started, the data 

screened whether any mistaken or missing data exist caused by transferring. 

Afterward, multivariate and univariate outlier analyses were conducted. In the data 
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analysis process, firstly, descriptive analysis, frequency distributions of demographic 

information of the participants, mean and standard deviation were carried out with 

SPSS 28.0 (IBM Corp, 2021). The reliability of the instruments was ensured by 

calculating Cronbach's alpha coefficient. 

 

Assumptions for multivariate analysis (normality, linearity, multicollinearity, and 

homoscedasticity) were assessed to measure the suitability of the data for further 

analysis. To test the differences between the gender groups, independent sample t-

test was utilized. In the next stage, SPSS Process Macro v4.3 (Model 4) developed 

by Hayes (2018) was employed to test the mediating relationship between the 

hypothesized variables of the study. This macro uses a bootstrapping method to 

estimate the indirect effects. In this study, 5,000 bootstrap samples used to estimate 

effects. If the %95 confidence intervals (CI) did not include the zero, mediation 

effect was considered significant.  

 

3.7. Limitations of the Study   

 

The study has several limitations. First of all, the instruments used in the study are 

based on self-report, which may be a disadvantage for the accuracy of the responses. 

Although confidentiality emphasized in the data collection process, social 

desirability may have been an issue for some participants. For example, some of the 

participants might have given socially desirable answers about the questions of 

academic motivation they had. And also, the data collected two weeks after the 

midterms, this situation may be an issue regarding their perspectives in terms of 

motivation.  

 

In addition, the fact that the data was collected using the convenience sampling 

method may reduce the representativeness and generalizability of the study. In 

parallel, the fact that the data was collected only from universities in Istanbul and 

that the instructors the researcher was able to reach often teach at private universities 

should be taken into account when drawing conclusions about the results of the 

study. Furthermore, since the majority of participants in the study were women, the 

representativeness of the results in terms of gender should also be considered. 
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Lastly, all scales used in the study were calculated based on total scores. Although 

studies have shown that scales can be calculated based on total scores, this requires 

consideration, as it may lead to all scale items being given the same weight, in other 

words, factor loadings being considered equal (Aliyev et al., 2021; Barutçu-Yıldırım 

et al., 2023; Karagüven, 2012; Karataş & Erden, 2011). So, the results of the data 

collection tools that was used in this study, provided information about the total self-

compassion, academic resilience and academic motivation levels of participants.  
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CHAPTER 4 

 

 

RESULTS 

 

 

In this chapter, the results of the preliminary and primary analyses are presented. To 

obtain valid and reliable results, the necessary assumptions were checked before 

proceeding to primary analysis. Therefore, first, data were checked for missing 

values, univariate outliers and multivariate outliers. The assumptions required for the 

analysis (multicollinearity, independence of errors, normality, linearity and 

homoscedasticity) were then checked. Then, the descriptive statistics of the data and 

the relationships between the variables are presented. Independent sample t-test was 

used for measure the differences between genders. Finally, mediation analyses were 

utilized using SPSS Process Macro v4.3.  

 

4.1. Preliminary Analyses 

 

The data collected using the pencil-and-paper method were transferred to SPSS 

version 26 (IBM Corp., 2018) by the researcher. Of the 505 forms administered in 

total, five participants were excluded due to age criteria and 10 participants who left 

one or more of the scales completely blank were excluded from the data. Preliminary 

analyses were conducted with 490 participants.  

 

Afterward, z-scores, were calculated for detecting univariate outliers, Cook's distance 

and Mahalonobis Distance were calculated to detect multivariate outliers. According 

to the z-score test, three data that did not fall between -3.00 and +3.00 were deleted 

which was identified as outlier (Tabachnick & Fidell, 2013). Three data with p < 

.001 according to the calculated Mahalonobis Distance were excluded from the study 

according to the multivariate outlier suggestions (Hair et al., 2019). Finally, since 
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there were no data with a Cook Distance value higher than 1, further analysis 

continued with 484 data (Cook & Weisberg, 1982). 

 

4.1.1. Assumptions  

 

4.1.1.1. Multicollinearity 

 

The existence of possible strong relationships between the variables of the study 

implies multicollinearity. In this study, multicollinearity was tested by calculating 

tolerance and variance inflation factors (VIF). Accordingly, tolerance less than .10 

and variance inflation factors greater than 5 indicate a serious multicollinearity 

problem (Belsley et al., 1980). In this study, the tolerance and VIF values were found 

to be .97 and 1.03, indicating the absence of multicollinearity. 

 

4.1.1.2. Normality 

 

Histogram and P-P plot, which present the distribution of standardized residuals, 

were used to determine normality. As seen in Figure 4.1, residuals are almost 

normally distributed in Histogram.   

 

 

Figure 4.1. Histogram for Normality of Residuals 
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In addition, the P-P plot in Figure 4.2. reveals a normal distribution since the points 

are close to the line.  

 

 
Figure 4.2. P-P Plot of Residuals 

 

Finally, skewness and kurtosis values that were between -3 and +3, supporting a 

normal distribution (Kline, 2016). As indicated in Table 4.1, the kurtosis and 

skewness values do not violate the normal distribution. 

 

Table 4.1. Skewness and Kurtosis Values of the Variables 

Variable   Skewness S.E Kurtosis S.E. 

Self- compassion -.15 .11 -.44 .22 

Academic resilience -.17 .11 -.06 .22 

Academic motivation -.56 .11 -.04 .22 

 

4.1.1.3. Independence of Error 

 

Durbin-Watson test was performed to test the independence of the errors. A Durbin-

Watson value between 1.5 and 2.5 implies that the errors are independent (Neter et 

al., 1996). In this study, it was calculated as 2.02 and it was seen that the assumption 

of independence of errors was not violated. 
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4.1.1.4. Linearity 

 

To test the linearity assumption, partial regression plots were considered. Figure 4.3. 

and Figure 4.4. show that there is no curvilinear pattern and the linearity assumption 

is confirmed. 

 

 

Figure 4.3. Partial Residual Plot 

 

 

Figure 4.4. Partial Residual Plot 

 

4.1.1.5. Homoscedasticity 

 

The assumption of homoscedasticity implies that the variance of error terms should 

be the same for all observations (Tabachnick & Fidell,2013). Homoscedasticity can 

be tested by examining the residual plots. As can be seen in Figure 4.5., the residuals 

are not located in a specific region and no systematic distribution is observed. There 

is no clear pattern of heterogeneous distribution, which indicates that there is no 

violation of homoscedasticity in this study. 
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4.1.2. Descriptive Statistics  

 

The descriptive statistics of the participants regarding the study variables are shown 

in Table 4.2. Accordingly, the participants' academic motivation scores ranged 

between 28 and 168 (M = 119.8, SD = 26.46), academic resilience scores ranged 

between 66 and 145 (M = 107.9, SD = 13.08), and finally self-compassion values 

ranged between 12 and 58 (M = 37.63, SD = 8.92). 

 

Before further analysis, independent sample t-tests were used to determine whether 

there were gender differences. According to the results, self-compassion levels of 

female and male participants did not show a significant difference t(479) = .223, p > 

.05. However, academic motivation and academic resilience showed a significant 

difference between female and male participants, academic motivation t(479) = 5.45 , p 

< .05, Cohen’s d= 57, indicating moderate effect, and academic resilience t(479) = 2.34 

, p < .05, Cohen’s d = 0.27, indicating small-moderate effect according to Cohen 

(1988). In this case, it was decided to add the gender variable to the research model 

as a control variable in order to obtain more accurate results in the further analysis of 

the study. 

 

 

Figure 4.5. Scatterplot for Homoscedasticity 

 

Table 4.2. Descriptive Statistics of Study Variables 

Variable   N min max M SD 

Self- compassion 484 12 58 37.63 8.92 
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Table 4.2. (continued) 

Academic resilience 484 66 145 107.9 13.08 

Academic motivation 484 28 168 119.8 26.46 

 

4.1.3. Bivariate Correlations Between Study Variables 

 

The bivariate relationship between the variables of the study was calculated using 

Pearson Correlation. Result indicated that   academic resilience weakly correlated 

with self-compassion (r = .18, p < .01) and moderately correlated with academic 

motivation (r = .5, p < .01) according to values indicated by Cohen (1988). Self-

compassion was weakly correlated with academic motivation (r = .18, p < .01). 

Bivariate correlations were showed in Table 4.3.  

 

Table 4.3. Pearson Correlation Coefficients for Study Variables 

Variable   M SD 1 2 3 

1.Self- compassion 37.63 8.92 1   

2.Academic resilience 107.9 13.08 .181** 1  

3.Academic motivation 119.8 26.46 .176** .500** 1 

*p < .01 (two-tailed); N=484 

 

4.2. Primary Analyses 

 

In order to test the hypotheses of the study, Hayes Process Macro for SPSS (v4.3) 

was used, and Model 4 was selected for the mediating variable analysis. The 

assumptions required for this analysis were previously tested. Figure 4.6. shows the 

mediating role of academic resilience between self-compassion and academic 

motivation, controlling for the gender variable. 

 

4.2.1. Indirect, Direct, and Total Effects in Mediation Analyses 

 

The study assessed the mediating role of academic resilience on the relationship 

between self-compassion and academic motivation. The results showed that self-
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compassion significantly predicted academic resilience (β = .18, SE = .066, p < 

.001). Also, academic resilience significantly predicted academic motivation (β = 

.46, SE = .079, p < .001).  

 

Furthermore, the findings of the study suggest that academic resilience partially 

mediates the relationship between self-compassion and academic motivation. This is 

because the confidence intervals calculated for the indirect effect did not include zero 

(β = .08, SE = .022, CI [.043, .128]). For all paths investigated, the critical point was 

accepted as a p value at .001; however, to accept the same critical point for the path 

in which the direct effect was investigated would be to consider the direct effect as 

insignificant and to express full mediation. Consequently, the direct effect is 

significant at the critical point of .05, and this effect is also confirmed by the 

confidence intervals (β = .08, SE = .115, CI [.037, .491]). As a result, academic 

resilience partially mediated the relationship between self-compassion and academic 

motivation. Additionally, the model was statistically significant, explaining 29% of 

the variance in academic motivation. Table 4.4. showed the result of the mediation 

analysis. 

 

 

Figure 4.6. Mediation Analyses Diagram (Model 4) 

Note: The coefficients displayed are standardized values, c = total effect, c’=direct 

effect. 

Table 4.4. The Mediation Analyses Results 
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Path B β SE LLCI ULCI 

Self-Compassion → 

Academic Resilience 
.2642 .1802** .0655 .135 .393 

Academic Resilience → 

Academic Motivation 
.9883 .4688** .0791 .793 1.103 

Self-Compassion → 

Academic Motivation 

(Direct Effect) 

.2642 .0891* .1157 .037 .491 

Self-Compassion → 

Academic Motivation 

(Indirect Effect via 

Academic Resilience 

.2505 .0845* .0221 .043 .128 

Note: * p < .05, ** p < .001 

 

4.2.2. Hypothesis Testing 

 

According to the results of the study, all four hypotheses are supported. 

 

H1 is supported. Self-compassion significantly predicted academic resilience.   

(Path a) 

H2 is supported. Academic resilience significantly predicted academic motivation. 

(Path b) 

H3 is supported. Self-compassion significantly predicted academic motivation.   

(Path c) 

H4 is supported. Academic resilience partially mediated the relationship between 

self-compassion and academic motivation. (Path c’) 

 

4.3. Summary of the Results  

 

The intention of the study was to investigate the mediating role of self-compassion in 

the relationship between academic resilience and academic motivation. Accordingly, 

self-compassion significantly predicted academic resilience, while academic 

perseverance significantly predicted academic motivation. Additionally, a direct 

relationship between self-compassion and academic motivation was found to be 

significant. Consequently, it was concluded that academic resilience partially 

mediated the relationship between self-compassion and academic motivation in the 
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sample of Turkish university students. In other words, higher self-compassion values 

contribute to higher academic motivation through higher academic resilience. These 

findings support the hypotheses proposed in this study. 
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CHAPTER 5 

 

 

DISCUSSION 

 

 

The aims of this final chapter is to clarify the findings of the current study, to discuss 

findings based on the theoretical framework, to convey the implications of the 

existing literature and to explain the correspondence of the results of this study, to 

discuss possible applications in the field of education, and to provide suggestions for 

future researches. 

 

5.1. Discussion of the Findings 

 

This study attempts to shed light on concepts such as resilience, self-compassion and 

motivation to continue their education in this context, taking into account the 

challenges faced by students. Therefore, the study focused on the mediating role of 

academic resilience in the association between self-compassion and academic 

motivation. In order to reveal the mediating role of academic resilience, simple 

mediation analysis was conducted. 

 

The result of the mediation analysis indicated significant relationship between 

independent, mediator and outcome variables of the study which means all 

hypotheses are supported. Namely, academic resilience partially mediates the 

association between self-compassion and academic motivation. In other words, the 

association from self-compassion to academic motivation is partly channeled via 

academic resilience. This finding suggests that higher self-compassion leads to 

higher academic resilience, which in turn leads to higher academic motivation. The 

features of self-compassionate perspective can be summarized as offering a more 

balanced perspective in the face of failures and setbacks (Neff, 2003a). In this sense, 

self-compassion may provide emotionally secure base to individual to be more 
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resilient in the face of academic failure, setbacks or challenging life events. 

Individuals who are more academically resilient are more likely to have ability to 

handle a variety of challenging situations since they can be able to adapt to and cope 

with fluctuations.  Since resilient people can overcome various problems by 

employing their own strategies and techniques, they may maintain their academic 

motivation without the loss of a positive view toward learning and school (Zhang, 

2022). On the other hand, maintaining motivation, according to Self-Determination 

Theory, refers to the individual satisfying their own basic psychological needs. From 

this perspective, self-compassionate individuals evaluate themselves by accepting 

their imperfections rather than comparing themselves to others. With this 

characteristic, self-compassion indicates self-regulation rather than evaluation based 

on an external criterion. This may also resemble control and coordination; related 

factors of academic resilience, which are also included in the 5C model proposed for 

academic resilience (Martin & Marsh, 2006). In this sense, individuals can become 

capable of meeting their autonomy needs, which will lead to their motivation. In 

addition, as individuals gain more control over their own skills and achievements, 

they can feel more competent in their own actions and satisfy their need for 

competence (Zimmerman, 2013). 

 

Secondly, it was concluded that there is a direct effect of self-compassion on 

academic motivation of university students, which means that some of the academic 

motivation of the participants associated through self-compassion without the effect 

of academic resilience. The result of increased self-compassion was associated with 

increased academic motivation supported by the few studies in literature (Kotera et 

al., 2022). Neff (2003a) also indicated that self-compassion may a source of 

motivation when people should adopt an action for themselves. Apart from total 

motivation, a study conducted with adults found significant relationships between 

self-compassion and intrinsic motivation, a sub-dimension of academic motivation 

(Künye & Aydıntan, 2020). Neff et al. (2005) also suggested that among students 

with low grades, students with high self-compassion were more competent than 

others in maintaining their intrinsic motivation. When the studies on self-compassion 

and motivation in the literature are examined, significant relationships between self-

compassion and academic motivation are found (Kotera et. al., 2022). In addition, 



 

52 

self-compassion is frequently associated with intrinsic motivation (Aydıntan & 

Künye, 2020; Neff et. al., 2005) and self-improvement motivation (Breines & Chen, 

2012). Furthermore, according to Neff et al. (2007), self-compassion is associated 

with higher social connectedness, this finding that may indicate the need for 

relatedness and social connectedness that individuals must fulfill for their motivation 

(Deci & Ryan, 2000).  

 

However, while self-compassion directly predicts academic motivation, this effect is 

further enhanced through academic resilience. To our knowledge, this finding is also 

significant because these three variables have not been studied together in the 

literature before. This may be due to the fact that students with academic resilience 

have a higher resistance to losing motivation due to their persistence. 

 

Bivariate analyses also showed that in the sample of university students, self-

compassion significantly predicted academic resilience which is in line with existing 

literature (Egan et al., 2021; Kotera et al., 2022; Ramdhanyanti & Dewi, 2024). 

Contrary to this finding, Shahidi et al. (2023) found no significant relationship in 

their study. When the studies in the literature are compared in terms of this result, it 

is seen that they are consistent even though they do not directly include the same 

variables (Ramdhanyanti & Dewi, 2023). Egan et al., (2021) and Kotera et al., 

(2022) suggest that self-compassion and resilience are significantly associated, and 

this finding is consistent considering that academic resilience is also a type of 

resilience. However, Shahidi et al. (2023) did not find a significant relationship 

between self-compassion and academic resilience, but this may be due to the fact that 

they only used the academic resilience inventory prepared for nursing students. In 

order to conceptualize this result of the study, it may be necessary to verbally explain 

the relationships between these constructs. First of all, examining the dimensions of 

self-compassion, can give an idea about how individuals may follow a path in the 

face of failures or setbacks. Accordingly, self-compassion refers to being kind to 

oneself in the face of mistakes and failures instead of being critical (Neff & Dahm, 

2015). In addition, it is the perception that negative experiences are not unique to the 

individual, but rather shared by common humanity and a naturally occurring part of 

being human. At this point, individuals with higher self-compassion may tend to be 
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more resilient due to this construct of self-compassion. According to Neff (2011), 

self-compassionate individuals do not evaluate themselves based on external criteria 

of success or failure, but on understanding, which indicates that individuals' 

emotional reactions may be milder. This, in turn, can mean that self-compassionate 

individuals are unlikely to exhibit distressing emotional reactions in the face of 

adversity and less likely to show responses such as catastrophizing, which is another 

possible explanation of this relationship. In support of this, Neff et al., (2007) also 

showed in another study that high self-compassion is associated with decreased self-

criticism, rumination and anxiety. There are other possible explanations in the 

literature that support the above position (Leary et al., 2007). 

 

Another finding of the current study was that academic resilience predicted academic 

motivation. This result is consistent with the existing knowledge. (Abdolrezapour, et 

al., 2023; Melaku et al., 2025; Shengyao, et. al., 2024). Previous studies also suggest 

that academic resilience is significantly positively related to academic motivation. 

Shengyao et al., (2024) suggested that the relationship between academic resilience 

and academic motivation is important and found that they are significantly related. In 

another study addressing resilience in general, in the context of online education 

after Covid-19, resilience and academic motivation were found to be significantly 

associated (Abdolrezapour et al., 2023). According to another study that underlined 

the critical roles of academic motivation and academic resilience on academic 

achievement, it was also concluded that the two constructs have a significant 

relationship with each other (Melaku et al., 2025). The underlying point in the 

relationship between academic resilience and academic motivation is that academic 

resilience can be considered as an equipment that individuals can use on behalf of 

their capacity to cope with difficulties. In other words, academic resilience is the set 

of skills that students are able to demonstrate in stressful and unpleasant situations, 

such as maintaining emotional control, continuing to strive for goal achievement 

(Cassidy, 2015; Martin & Marsh, 2006). When academic resilience is considered as a 

contributor together with factors such as perseverance, adaptability and positive 

affect, it can be said that it makes motivation more resistant to breakdown.  

Therefore, students who have more of this capacity are more likely to maintain their 

academic motivation. In the literature, there are studies that point to this situation; in 
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addition, the mutually reinforcing nature of academic resilience and academic 

motivation is also explained (Skinner, 2023). Furthermore, it is stated that academic 

resilience does not necessarily have to be proactive, however when combined with 

motivation, students reach a more satisfying educational experience with more 

determination and enthusiasm towards their goals (Amoadu, 2025). Also, this 

particular situation could be a possible interpretation for the result that academic 

resilience predicts academic motivation more than self-compassion. 

 

Lastly, according to the results of the independent sample t-test applied to test 

possible gender differences in the data group, academic resilience and academic 

motivation differ significantly according to gender. On the other hand, self-

compassion did not differ significantly by gender. The significant relationship 

between gender and academic motivation and its sub-scales are supported by studies 

in both international and Turkish literature (Ratella et al., 2007; Filiz & Demirhan, 

2018; Yurt & Bozer, 2015). In addition, there are conflicting findings on the 

relationship between gender and academic resilience. Although significant gender 

differences have been reported by some studies, some studies have not found 

significant gender differences (Abubakar et al., 2021; Wasonga, 2002). A possible 

reason for this may be that there are studies that state that academic resilience varies 

significantly according to the country in which the individual lives (Elnaem, 2024). 

 

5.2. Implications for theory/practice/policy 

 

From a practical perspective, the findings of the study highlighted the importance of 

several aspects.  

 

The impact of school dropout can be quite large in both academic and social 

dimensions. Various studies have shown that students who lack of academic 

motivation are more likely to drop out of school (Buizza,2024; Fan & Wolters, 2014; 

Passeggia et al., 2023).  When the studies conducted in Turkey are examined, most 

of them targeted high school and middle school level, however similar results are 

found (Eranıl, 2023; Güngör, 2022; Zorbaz, 2018). In this sense, it would not be 

wrong to say that academic motivation contributes to important factors such as 
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sustaining students' educational experiences. Investigating these constructs that may 

be related to student motivation provides a base for both the educational policies and 

future researches to prevent school drop-outs. Examining these constructs that may 

be related to student motivation provides a basis for both educational policies and 

future research to prevent school dropouts. This study provides a basic foundation to 

provide insight into the concepts that academic motivation is related to and how it 

can be improved. 

 

Another implication is that the variables of the study have applicable practices. This 

means that these are concepts that can be developed rather than being solely a trait, 

and in this sense, they offer applications to various stakeholders. These practices can 

be used to improve students' academic experiences or as a method of intervention in 

challenging situations. As the findings showed that students who compassionate 

toward themselves are more likely to be academically resilient which in turn may 

increase their academic motivation. At this point, it would be functional to take a 

look at the intervention programs developed in the literature. Neff and Germer 

(2013) presented a self-compassion-based mindfulness program offering an 8-week 

intervention program.  In addition, a program called CORE, which was designed to 

improve student resilience based on stress coping strategies, resulted in significant 

improvements in anxiety and self-compassion (Herrero et al., 2025). In addition to 

their practical contributions, these applications can also be a starting point for further 

experimental or longitudinal studies.  

 

In conclusion, the findings of this study may encourage teachers, educators and 

especially school counselors to increase students' academic motivation through self-

compassion or resilience-based tools. For instance, sources or material can be 

transferred to the students to raise their awareness about self-compassion, academic 

resilience or academic motivation. From this perspective, interventions or activities 

within the school may provide an advantage in terms of motivation. In addition, the 

students themselves can also benefit from the findings of the research. According to 

the results of the study, being more understanding and kind to oneself in response to 

failures or challenging situations can also make the individual more resilient, and in 

this case it can become easier to maintain motivation. In other words, students who 



 

56 

are not satisfied with their academic motivation can try themselves following the 

path suggested by the findings of this study. 

 

5.3. Recommendations for Further Research 

 

From a general point of view, although the findings of the current study contribute to 

the literature, there are some limitations that should be considered by future studies.  

 

First, this study employed a cross-sectional design, which means that participants 

were asked to complete the three scales in only one point at a time. All three 

variables subject to the study have characteristics that may change over time. In 

addition to this, especially during the data collection period, there were major 

protests at universities, so it was considered that the variables could vary not only 

over time but also depending on the political and social contexts. So, conducting 

longitudinal studies in the future is important in terms of whether the results of the 

current study will change in different time and conditions. 

 

Moreover, the data of this study were generated through self-report scales. Studies 

based on self-report measures have some limitations due to their non-experimental 

nature. Conducting an experimental study is likely to yield more accurate responses, 

as the scores individuals receive for the variables in question will be evaluated under 

experimental control rather than based on subjective responses. For instance, there 

may be a tendency towards social favoritism or misleading self-perception. 

Therefore, it is important to conduct future qualitative studies. In addition, this study, 

which adopted a correlational study design, does not indicate any causality, so 

experimental studies with interventions would yield more reliable results. 

 

In addition, administering the scales to the participants in the same order also has the 

potential to cause order effect. The order effect is the situation where responses on a 

previous scale can influence responses on the next scale, which can create a 

disadvantage regarding the authenticity of responses given on the scale. So, it would 

be more accurate to administer the scales in a random order in the further studies.  

Another potential issue is that the current study was conducted only with Turkish 

university students living in Istanbul. Also, due to the researcher's accessibility to 
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male participants, the study’s sample was predominantly composed of female 

participants. Therefore, further studies may increase the generalizability of the study 

by conducting their studies with a larger sample and more gender balanced data 

group. In addition, the fact that the variables of the study vary significantly 

depending on gender, further studies may explore the psychosocial or cultural factors 

contributing to the gender differences found in this study. Also future research with 

different samples may provide a clearer understanding of how gender affects 

academic motivation/self-compassion/academic resilience. 

 

Additionally, all scales were analyzed by calculating a single total score. In future 

studies, more comprehensive results can be obtained by investigating the 

components of these scales separately, for instance, academic motivation can be 

analyzed separately as intrinsic and extrinsic motivation in addition to total 

motivation. 
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B. DEMOGRAPHIC INFORMATION FORM 

 

DEMOGRAFİK BİLGİ FORMU 

 

Değerli Katılımcı,  

Bu çalışmada amaç, üniversite öğrencilerinin akademik motivasyonları, akademik 

yılmazlıkları ve öz şefkat durumları hakkında bilgi edinmektir. Aşağıda size ve 

ailenize yönelik bilgilere yönelik olarak oluşturulmuş sorular bulunmaktadır. Ankete 

vereceğiniz tüm cevaplarınız gizli kalacak olup herhangi bir kimlik belirtilmesi 

istenmeyecektir. Tüm soruların yanıtlanması yaklaşık 15-20 dakikanızı 

alabilmektedir. Soruların herhangi bir doğru/yanlış cevabı olmamakla birlikte, sizden 

sizi tam olarak yansıtacak biçimde herhangi bir soruyu boş bırakmadan, tüm soruları 

içtenlikle doldurmanız beklenmektedir. 

 

Zaman ve ilginiz için şimdiden teşekkür ederiz.  

1. Cinsiyetiniz? 

Kadın  ( )          Erkek ( ) Belirtmek istemiyorum ( ) Diğer ( )  

 

2. Doğum yılınız: …. 

 

3. Öğrenim gördüğünüz lisans eğitim kademesi:  

 

1.sınıf ( ) 2.sınıf ( ) 3.sınıf ( ) 4.sınıf ( )  

 

4. Öğrenim görmekte olduğunuz üniversite:  

5. Fakülteniz ve Bölümünüz:   

6. Güncel not ortalamanız (GPA,GANO):   

7. Sosyo-ekonomik durumunuzu nasıl algılamaktasınız? 

Çok Düşük ( )   Düşük ( )   Düşük Orta ( )       Yüksek ( )      

Çok yüksek ( )  

 

8. Annenizin eğitim durumu nedir?  

Okuma yazma bilmiyor (__) İlkokul mezunu (__)  Ortaokul mezunu (_)  

  

Lise mezunu (__) Üniversite mezunu (__) Yüksek lisans veya doktora (__) 
 

9. Babanızın eğitim durumu nedir? 

Okuma yazma bilmiyor (__) İlkokul mezunu (__) Ortaokul mezunu (__)     

Lise mezunu (__)  Üniversite mezunu (__) Yüksek lisans veya doktora (__)   
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C. SAMPLE ITEMS OF THE SELF-COMPASSION SCALE SHORT FORM 

 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 

Lütfen cevaplamadan önce her ifadeyi dikkatlice 

okuyunuz.  

Belirtilen davranışları ne sıklıkla yaptığınızı 

yan tarafta verilen derecelendirme ölçeğine 

göre maddelerin sonunda bulunan kutucuğa 

yazınız. N
er

ed
ey

se
 H

iç
b

ir
 

Z
a

m
a

n
 

N
a
d

ir
en

 

B
a
ze

n
 

S
ık

 S
ık

 

N
er

ed
ey

se
 H

er
 z

a
m

a
n

 

(1) Benim için önemli olan bir şeyde başarısız 
olduğumda, yetersizlik hissiyle tükenirim. 

1 2 3 4 5 

(2) Kişiliğimin sevmediğim yönlerine karşı anlayışlı 
ve sabırlı olmaya çalışırım. 

1 2 3 4 5 

(3) Acı veren bir şey olduğunda, duruma dengeli 
bir açıdan bakmaya çalışırım. 

1 2 3 4 5 

(4) Kendimi kötü hissettiğimde, diğer insanların 
çoğunun muhtemelen benden daha mutlu 
olduğunu düşünme eğilimde olurum. 

1 2 3 4 5 

(5) Başarısızlıklarımı insan olmanın bir parçası 
olarak görmeye çalışırım. 

1 2 3 4 5 
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D. SAMPLE ITEMS OF THE ACADEMIC RESILIENCE SCALE 

 

 

Ölçeği aşağıdaki hikâyeyi okuduktan sonra doldurunuz.  
Bu kısa hikâye, akademik zorlukları ve mücadeleyi temsil 

etmek üzere oluşturulmuştur.  
 

“Son yaptığınız ödevlerden birinin sonucu açıklanmış ve geçerli not 

alamamışsınız. Siz, ailenizi hayal kırıklığına uğratmamak ve 

belirlediğiniz hedeflere ulaşmak için derslerinizde elinizden geleni 

yapmanıza rağmen diğer iki ödevinizden aldığınız notlar da 

beklediğinizden düşük gelmişti. Hocanız ödevle ilgili 'anlama eksikliği' 

ve 'zayıf yazım ve ifade becerisine sahip olduğunuz' yorumunu yaparak 

oldukça eleştirel bir geri bildirim vermiştir. Ancak aynı zamanda 

kendinizi nasıl geliştireceğinizle ilgili tavsiyelerini de belirtmiştir. 

Diğer iki ödevinizi okuyan hocalarınız da buna benzer yorumlar 

yapmışlardır''. 

B
a
n

a
 H

iç
 U
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(1)  Hocanın geribildirimini kabul etmezdim.  1 2 3 4 5 

(2) Bu geribildirimleri daha etkili çalışmak için kullanırdım. 1 2 3 4 5 

(3) Çalışmaktan vazgeçerdim. 1 2 3 4 5 

(4) Bu durumu kendimi motive etmek için kullanırdım 1 2 3 4 5 

(5) Kariyer planlarımı değiştirirdim 1 2 3 4 5 
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E. SAMPLE ITEMS OF THE ACADEMIC MOTIVATION SCALE  

 
 
 

Aşağıda öğrencilerin üniversiteye gitme 

gerekçelerini açıklayan bazı 

ifadelere yer verilmiştir. Bu ifadelerin sizin 

durumunuzu/davranışlarınızı ne kadar 

yansıttığını yandaki sütunda işaretleyerek 

belirtiniz. 

 

Aşağıdaki ölçeği kullanarak, her bir 

maddenin üniversiteye gitme gerekçelerinize 

ne derece uyduğunu belirtiniz 

H
iç

 U
y

m
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y
o

r
 

B
ir

a
z 

U
y

u
y
o

r
 

O
rt

a
 D

er
ec

ed
e 

U
y

u
y

o
r 

Ç
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y
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(1) Gelecekte yalnız lise diplomasıyla yüksek 
ücretli bir iş bulamayacağım için 

1 2 3 4 5 6 7 

(2) Yeni şeyler öğrenmenin bana verdiği 
mutluluk ve tatmin duygusu için 

1 2 3 4 5 6 7 

(3) Üniversite eğitiminin, seçtiğim meslekte 
kendimi daha iyi yetiştirmeme yardımcı 
olacağını düşündüğüm için 

1 2 3 4 5 6 7 

(4) Kendi düşüncelerimi başkaları ile paylaşırken 
hissettiğim yoğun ve güzel duygular için 

1 2 3 4 5 6 7 

(5) Dürüst olmak gerekirse bilmiyorum; okulda 
gerçekten boşa zaman harcadığımı 
hissediyorum. 

1 2 3 4 5 6 7 
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F. TURKISH SUMMARY / TÜRKÇE ÖZET 

 

 

1. GİRİŞ 

 

Üniversiteye geçiş, özellikle de hızla değişen ekonomik, kültürel, sosyal ve siyasi 

ortam bağlamında, genç yetişkinler için önemli zorluklar ortaya çıkarabilmektedir. 

Öğrencilerin büyük çoğunluğu, sosyal veya ebeveyn desteğinden uzakta başka bir 

şehre taşınmakta ve genellikle ekonomik zorluklarla karşılaşmaktadır, tüm bu 

faktörler öğrencilerin akademik stres geliştirmeleri için elverişli bir bağlama sahiptir. 

Yaygın görüşün aksine, Skinner ve Wellborn (1997) kitaplarında bireylerin sadece 

ciddi hastalık veya ebeveyn boşanması gibi büyük yaşam olaylarıyla değil, aynı 

zamanda günlük stres etkenleriyle de yüzleşmek zorunda olduklarını belirtmiştir. 

Öğrenciler için gündelik sorunların geniş bir alanı okullarda karşılaşılan sorunlar 

olabilir. Sınavlar Türk eğitim sisteminde önemli bir rol oynadığından, öğrencilerin 

hayatlarının büyük bir bölümünü iyi sonuçlar almaya adadıklarını görmek oldukça 

olasıdır. Ayrıca öğrenciler, rekabet, aksilikler ve zorluklarla başa çıkmalı, kendinden 

şüphe ve belirsizlik gibi olası durumları yönetmeli ve günlük akademik hayatın 

duygusal dalgalanmalarıyla başarılı bir şekilde başa çıkmak için psikolojik ve 

davranışsal beceriler geliştirmelidir (Martin, 2009). Bunun yanında bireyler, 

karşılaştıkları olumsuz deneyim ve durumlara bir şekilde tepki verirler ve bu 

durumların üstesinden gelme becerilerini gösterme biçimlerinde bireye özgü 

farklılıklar oluşabilmektedir. (Trigueros vd., 2020). Bu doğrultuda Coleman ve 

Hagell (2007), yaşanan olumsuzluklara veya zorluklara rağmen bazı öğrencilerin 

akademik güçlüklerle iyi bir şekilde başa çıkabildiğine dikkat çekmiştir. Araştırmalar 

ayrıca, birkaç olumlu niteliğe sahip olmanın, bahsedilen olumsuz durumlarla etkili 

bir şekilde başa çıkma konusunda fayda sağladığı yönündedir (Duan, 2016).  

 

Bu doğrultuda, koruyucu faktörlerin var olup olmadığı sorusu gündeme gelmiş ve 

yılmazlık olumlu bir nitelik olarak kabul gören bir kavram haline gelmiştir. 

Amerikan Psikoloji Derneği'ne (APA,2018) göre yılmazlık, özellikle davranışsal, 
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duygusal ve zihinsel esneklik, bireyin içsel süreçlerinden kaynaklanan veya 

çevresinden gelen baskılara, zorlayıcı yaşam koşullarına etkili bir şekilde uyum 

sağlama sürecidir. Bu tanım, zorlu koşullardan toparlanma kapasitesine işaret 

etmektedir. Etnik köken olarak azınlık gruplarda yer almak, kötü ebeveynliğe maruz 

kalmak veya yoksulluk gibi, birey için risk faktörü olarak sayılabilecek yaşam 

olaylarına, yılmazlık kavramı bakımından önemli ölçüde odaklanılmış olmasına 

rağmen (Luthar ve Cicchetti, 2000; Masten, 2001), çevresel bir faktör olarak 

akademik yaşamda karşılaşılabilecek güçlükler çok daha az ilgi görmüştür. Öte 

yandan, aynı çalışmada akademik yılmazlığın bütüncül doğasına dikkat çekmişler ve 

akademik yılmazlığın tüm öğrencileri ilgilendiren bir kavram olduğunu 

savunmuşlardır. Tanımlamak gerekirse, akademik olarak dayanıklı öğrenciler, 

aslında kendileri için risk faktörü olarak kabul edilen stresli olay ve durumlarda 

başarılı olmak ve performans göstermek için motive olan öğrencilerdir (Wang 

vd.,1994). Akademik olarak daha az dirençli olan grubun daha fazla kaygıya sahip 

olduğu bildirilmiştir ve kaygı üzerine yapılan birkaç çalışma, kaygının başarısızlık 

korkusundan kaynaklanabileceğini öne sürmüştür (Covington, 1992; Martin ve 

Marsh, 2003,2006; Jia vd., 2023). Başarısızlık korkusu, potansiyel başarısızlık 

durumlarında ortaya çıkan olumsuz değerlendirmeler ve endişeli veya kaçıngan 

bilişsel, duygusal veya davranışsal güdülerle karakterize edilir (Gustafsson vd., 

2017). Başarısızlık korkusu, öğrencilerde öğrenilmiş çaresizlik gibi kavramlarla 

ilişkilendirilebilir ve öğrencilerin rekabetçi bağlamlarda, özellikle de performansları 

değerlendirildiğinde kaygı hissetmelerine neden olabilir. Bu öğrenciler için okul bir 

çile gibi gelebilir ve okuldan çekilmeleri muhtemeldir, bu durum da akademik 

yılmazlık göstermelerini zorlaştırır.  

 

İnsanların kendilerine yönelttikleri şefkat biçimi olan öz-şefkat, bireyin 

yetersizlikleri ya da başarısızlıkları gibi durumların yanı sıra kontrol edemediği 

üzücü olaylar karşısında bireyin kendisine olan yaklaşımının şefkatli ve anlayışlı 

olmasını kapsar (Neff vd., 2005). Öz-şefkat, bireyin kendisiyle kurduğu ilişkiyi 

anlamak adına üç bileşenden oluşan bir yapı olarak ifade edilir, ilk olarak öz-

nezaket; bireyin kendisine karşı eleştirel olmak yerine aslında diğer insanlara 

gösterebileceği anlayışı kendisine göstermesidir (Neff, 2003). Ortak insanlık, kişinin 

deneyimlerinin birçok insan tarafından paylaşıldığını ve bu deneyimlerin insan 
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olmaya özgü deneyimler olabileceği yönündeki bakış açısına işaret eder. Son olarak, 

bilinçli farkındalık aşırı özdeşleşmenin aksine kişinin deneyimini içinde bulunduğu 

anda tutan dengeli bir farkındalığı içerir (Neff ve McGehee, 2010). Öz-şefkatin 

alanyazında birçok psikolojik kavramla ilişkili olduğu öne sürülmektedir. Eğitim 

bağlamında, daha önce de belirtildiği gibi, akademik stres kaçınılmazdır. Literatür, 

öz-şefkatin akademik stresin akademik performans ve duygusal iyi oluş üzerindeki 

olumsuz etkilerini azaltabileceğini öne sürmektedir (Neff, 2005). Ayrıca, bu 

çalışmaların en önemlilerinden biri öz-şefkatin bireylerin motivasyonunda rol 

oynadığıdır (Breines and Chen, 2012; Kotera vd., 2021). Bu doğrultuda, öz-şefkati 

geliştirerek öğrenciler kendilerine karşı nazik ve kabul edici bir yaklaşım 

geliştirebilir, bu da akademik güçlüklerle daha yapıcı yüzleşmelerini 

sağlayabilmektedir (Neff, vd., 2005).  

 

Diğer yandan, birçok çalışma öğrencilerin akademik motivasyonlarının akademik 

performans ve başarılarında karşılıklı bir rol oynadığını göstermiştir (Green vd., 

2006). Akademik motivasyon genel olarak öğrencilerin akademik görevlere yönelik 

tutumlarını, öğrenme süreçlerine yaklaşımlarını ve bu görevleri tamamlamak için 

gereken enerjiyi ifade eder (Vallerand vd., 1992). Akademik motivasyonun 

kökenlerine ilişkin görüşler çeşitlilik gösterse de, Öz-Belirleme Kuramı (Deci ve 

Ryan, 2000) birçok çalışmada teorik çerçeve sağlamaktadır. Bunlardan biri, 

davranışın bir zevk veya eğlence kaynağı olduğu içsel motivasyon, diğeri ise bir 

hedefe ulaşmak için veya dışarıdan pekiştirildiği için yapılan davranışları ifade eden 

dışsal motivasyondur. Üçüncü bir tür ise bireylerin davranışlarında içsel ya da dışsal 

bir beklentilerinin olmadığı motivasyonsuzluktur (Deci ve Ryan, 2000). 

Araştırmalar, akademik motivasyonun daha yüksek akademik başarı, olumlu benlik 

kavramı, daha düşük akademik kaygı ve akademik erteleme ile ilişkili olduğunu 

göstermektedir (Clark vd., 2014; Amrai vd., 2011; Gottfried, 1982; Cerino, 2014). 

Bu anlamda, öğrencilerin akademik motivasyonlarının araştırılması ve buna ilişkin 

kavramların anlaşılması, akademik motivasyonun sürekliliği açısından büyük önem 

taşımakta ve risk altındaki öğrencilerin belirlenmesinin yanı sıra akademik bağlamda 

eğitim politikalarının ve etkili yöntemlerin geliştirilmesi için işlevsel bir rehber 

olabilmektedir.  
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1.1. Araştırmanın Amacı ve Sorusu 

 

Bu çalışmanın amacı, Türk üniversite öğrencileri örnekleminde öz-şefkat ile 

akademik motivasyon arasındaki ilişkiye akademik yılmazlığın ne ölçüde aracılık 

ettiğini araştırmaktır. Araştırma sorusu ise “Üniversite öğrencilerinde öz-şefkat ve 

akademik motivasyon arasındaki ilişkiye akademik yılmazlıkları aracılık etmekte 

midir?”. 

 

1.2. Araştırmanın Önemi 

 

Liseden üniversiteye geçiş, birçok açıdan yeni bir yaşam biçimine uyum sağlama 

anlamına geldiğinden birey için önemli bir geçiş sürecidir. Gelişimsel açıdan 

bakıldığında ergenlikten beliren yetişkinliğe geçiş aşaması olan bu evre, aynı 

zamanda birçok eğitim sisteminde önemli rol oynayan akademik bir dönemi de 

kapsamaktadır. Özellikle Türkiye'de pek çok öğrenci üniversiteye girdikten sonra bu 

zorluklara ayak uyduramamakta veya kendini yetersiz hissetmekte ya da okulu 

bırakmaktadır. Yükseköğretime katılım oranının %30 ile en düşük olduğu ülkelerden 

biri olan Türkiye'de üniversite terk oranı oldukça yüksektir (Aypay vd, 2012). 

Öğrenci başarısını değerlendiren mezuniyet oranları da Türkiye'ye dair iç karartıcı 

bir tablo çizmektedir. Birçok yönden motivasyon eksikliği yaşayan bireyler için 

akademik motivasyonun sürdürülmesinin okulu bırakmayı veya verimsiz bir 

akademik hayatı önleyebileceği savunulmaktadır. Bunun arkasındaki mantık, kişinin 

sahip olduğu motivasyon gibi özelliklerin zorlu akademik sorunlar karşısında 

kullanılabilecek güçlü bir araç olmasıdır. Dolayısıyla, okulu terk eden öğrencilere 

yönelik daha bütüncül bir bakış açısı elde etmek için bu teorik perspektiflerin test 

edilmesi gerekmektedir. Bu çalışmanın, daha önce listelenen bileşenler arasında 

öğrencilerin psikolojik süreçlerini ve özelliklerini ele alması nedeniyle alanyazına 

katkı sağlayacağı düşünülmektedir. Dolayısıyla akademik motivasyonun 

incelenmesi, üniversite öğrencilerinin sadece gelecekteki kariyerlerine değil, aynı 

zamanda ruh sağlıklarına da önemli bir katkı sağlayabilir. Psikolojik dayanıklılık 

(resilience), psikolojik stres ve zorluklardan kurtulma, esnek olma ve kişinin 

duygularının dengeli istikrarını sürdürme kapasitesidir. Dayanıklılık hakkında yaygın 

olarak bilinen şeylerden biri kaygı üzerindeki etkisidir (Hayat vd., 2021; Jia 



 

96 

vd.,2023). Ancak, ilgili çalışmalara göre, yılmazlık sadece kaygıyı azaltmanın 

ötesine geçmekte ve sağlıklı bir başa çıkma aracı olmaktadır (Martin, 2013). Bununla 

uyumlu olarak, akademik yılmazlık, akademik çalışma için motivasyonu sürdürme 

kapasitesini ifade eder, bu nedenle yılmazlık, bireylerin üniversitede gerekli olan 

sorumlulukları yerine getirmeleri ve sürdürmeleri için etkili bir araç olabilir.  Bunun 

arkasındaki nokta, akademik olarak daha dayanıklı olan öğrencilerin daha az 

başarısızlık korkusu ve daha az kaygı yaşamalarıdır ki bu da ruh sağlıkları için 

olumlu bir faktördür. Buna ek olarak, araştırmalar ciddi bir başarısızlık korkusu 

yaşayan bireylerin, bu olası başarısızlıktan kaçmak için erteleme gibi kaçınmacı 

davranışlar sergileme olasılıklarının çok yüksek olduğunu göstermektedir. 

Başarısızlık korkusu, kaygıyı şiddetlendirebilecek güçlü bir psikolojik itici güçtür ve 

bu döngünün düşük akademik performansla sonuçlanması oldukça beklenen bir 

durumdur (Begum, 2023). Öte yandan, daha yüksek yılmazlık, olumsuz 

değerlendirmeyi azaltarak dolaylı olarak akademik başarısızlığa karşı daha fazla 

tolerans gösterilmesine yol açmıştır (Kim ve Choi, 2020).  Akademik yılmazlık 

hakkında daha derin bir anlayışa sahip olmak, olumsuz değerlendirmeleri azaltmak 

için dayanıklılık oluşturabilecek stratejiler ve etkili müdahaleler oluşturmak 

açısından önemlidir. Bu çalışmanın sonuçlarının, öğrencilerin akademik başarısızlığa 

karşı toleransını artırmada ve öğrencileri akademik olarak daha dayanıklı olmaya 

yönlendirmede okul rehberlik hizmetlerinin mevcut anlayışını derinleştirerek 

başlatıcı bir etkiye sahip olacağı düşünülmektedir.  

 

Yetersizlik duyguları bireylerin danışmanlık hizmeti alma nedenleri arasında ilk 

sıralarda yer alırken, psikolojik yardım almayan öğrenciler giderek kalabalık 

sınıflarda kaybolmakta ve okuldan uzaklaşmaktadır. Bu durum öğrencilerin hem 

sosyal hem de akademik hayatlarında sorunlar yaşamalarına ya da psikolojik 

süreçlerini ihmal etmelerine neden olabiliyor. Bu noktada öz-şefkat kritik bir kavram 

haline geliyor çünkü öz-şefkatin bireylerin iyi oluşuna katkısı meta-analiz 

çalışmalarıyla ortaya konmuş durumda (Zessin vd., 2015). Bu çalışmanın olası 

sonuçları, öz-şefkat eğitim programlarına öncelik verilmesi açısından önemli olabilir, 

üniversiteler öğrencilere daha dayanıklı olmaları ve sağlıklı bir akademik deneyim 

yaşamaları için ihtiyaç duydukları becerileri kazandırabilir.  
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Pratik uygulamalara gelince, bu çalışma okul psikolojik danışmanları ve eğitim 

paydaşları için bir rehber olabilir. Literatürde öz-şefkatin birçok pratik uygulaması 

bulunmaktadır. Bu uygulama yöntemleri eğitime daha fazla entegre edilebilir ve 

öğrencilerin motivasyonunu artırmanın yolları hakkında bilgilendirici olabileceği 

düşünülmektedir.  

 

2. YÖNTEM 

 

2.1. Araştırmanın Deseni 

 

Bu çalışmada, değişkenler arasındaki ilişkilerin ortaya konması amaçlanan, ilişkisel 

araştırma yöntemi kullanılmıştır. Nicel araştırma yöntemlerinden biri olarak ilişkisel 

araştırma, birden fazla değişken arasındaki ilişkileri ortaya koymayı amaçlar 

(Fraenkel vd., 2012). 

 

2.2. Katılımcılar 

 

Çalışmada, 18-29 yaş aralığında olma ve üniversite öğrencisi olma kriterleri, 

çalışmaya dâhil edilme kriteri olarak belirlenmiştir. Çalışmanın örneklemi, kolayda 

örnekleme yöntemi ile seçilen 505 üniversite öğrencisinden oluşmaktadır. Verilerin 

dijital ortama aktarılma sürecinde 15 katılımcının verisi çeşitli sebeplerden dolayı 

çalışmadan çıkarılmıştır Sonuç olarak, İstanbul'daki devlet veya özel üniversitelerde 

okuyan 490 üniversite öğrencisinin oluşturduğu veriler, daha ileri analizler için 

uygun bulunmuştur. 

 

490 katılımcının 375'i kadın (%78,5), 110'u erkektir (%22,4). Farklı sınıf 

düzeylerinde öğrenim gören üniversite öğrencilerinden toplanan verilerin 123'ü 1. 

sınıfta (%25,1), 160'ı 2. sınıfta (%32,7), 113'ü 3. sınıfta (%23,1) ve 94'ü son sınıfta 

(%19,2) öğrenim görmektedir. Katılımcıların yaşları 18 ile 28 arasında 

değişmektedir (M = 21,62, SD = 1,69). Öğrencilerin mevcut not ortalaması 3,06 (M = 

3,06) olarak bulunmuştur. 

 

Katılımcıların çoğunun annesinin (n = 150, %30,6) ve babasının (n = 164, %33,55) 

eğitim düzeyi lise iken, çalışmaya katılan öğrencilerin 298'i kendilerini alt-orta 
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(%60,8), 155'i üst-orta (%31,6) ve 25'i üst-alt (%5,1) sosyo-ekonomik statüde 

algılamaktadır. 

 

2.3. Veri Toplama Araçları 

 

Bu çalışmada toplam 4 araç kullanılmıştır: Demografik Form, Öz-Şefkat Ölçeği Kısa 

Formu, Akademik Yılmazlık Ölçeği (AKÖ) ve Akademik Motivasyon Ölçeği 

(AMÖ). 

 

2.3.1. Demografik Bilgi Formu 

 

Araştırmanın veri setini oluşturan katılımcıların demografik bilgilerini elde etmek 

için demografik bilgi formu geliştirilmiştir (Ek B). Araştırmacı tarafından 

oluşturulan Demografik Bilgi Formu, katılımcıların yaşı, cinsiyeti, mevcut sınıfı, not 

ortalaması, üniversite ve bölümleri, sosyo-ekonomik durumu ve ebeveynlerinin 

eğitim düzeyi hakkında bilgiler içermektedir.  

 

2.3.2. Öz- Şefkat Ölçeği Kısa Form (SCS-SF) 

 

Öz-şefkat Ölçeği, bireylerin öz-şefkat düzeylerini ölçmek amacıyla Kristen Neff 

(2003b) tarafından geliştirilmiştir. Ölçeği hem araştırmacılar hem de katılımcılar için 

daha pratik hale getirmek amacıyla Raes vd. (2011) ölçeğin 12 maddeden oluşan kısa 

versiyonunu geliştirmiştir. Öz-Şefkat Ölçeği Kısa Formu, 5 puanlık Likert formunda, 

yani “neredeyse hiç” ve “neredeyse her zaman” olarak derecelendirilmiş ve altı alt 

ölçek içermektedir; öz-nezaket, öz-yargılama, ortak insanlık, izolasyon, farkındalık 

ve son olarak aşırı özdeşleşme. Altı alt ölçekten, kendini yargılama, izolasyon ve 

aşırı özdeşleşme ters kodlanarak toplama eklenmiştir (Raes et al., 2011). Öz-şefkat 

Ölçeği Kısa Formu, Raes vd. (2011)’e göre iyi bir iç tutarlılık göstermiştir 

(Cronbach's α =.86). 

 

Öz-şefkat ölçeğinin kısa versiyonunun Türkçeye uyarlanması birkaç araştırmacı 

tarafından yapılmıştır. Yıldırım ve Sarı (2018), ortaokul ve lise öğrencileri 

örnekleminde Öz-Şefkat Ölçeği Kısa Formunun Türkçeye uyarlanmış versiyonunu 
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sunmuştur. Bu çalışmada, Barutçu-Yıldırım vd. (2023) tarafından geliştirilen kısa 

form kullanılmıştır. Uyarlama versiyonu 12 maddeden oluşmaktadır ve maddeler 

“neredeyse hiç” ile “neredeyse her zaman” arasında 1 ila 5 arasında 

derecelendirilmiştir. Daha yüksek puanlar, katılımcıların öz-şefkat düzeyinin daha 

yüksek olduğunu göstermektedir. Ölçekten alınabilecek en yüksek puan 12, en düşük 

puan ise 60'tır (Ek C). Üniversite öğrencilerinden oluşan bir örneklemde incelenen 

Öz Şefkat Ölçeği Kısa Formunun test-tekrar test güvenilirlik katsayısı 0,88 olarak 

bulunmuştur (Barutçu-Yıldırım vd., 2023). 

 

2.3.3. Akademik Yılmazlık Ölçeği (ARS) 

 

Akademik Yılmazlık Ölçeği (ARS), ilk olarak Cassidy (2016) tarafından geliştirilmiş 

ve öğrencilerin akademik yaşamlarında karşılaştıkları zorluklara karşı yılmazlıklarını 

ölçmek amacıyla oluşturulmuştur. 30 maddelik ölçek, sebat, yansıtıcı, olumsuz 

duygu, duygusal tepki ve uyumsal yardım arama alt ölçeklerini içermektedir. Ölçekte 

1, “kesinlikle katılmıyorum” anlamına gelirken, 5 “kesinlikle katılıyorum” anlamına 

gelmektedir. Ölçekten alınabilecek en yüksek puan 150, en düşük puan ise 30'dur. 

Ölçekten alınan daha yüksek puanlar daha yüksek akademik yılmazlık seviyelerini 

ifade etmektedir. Ölçeğinin güvenilirlik katsayısı 0,90 olarak bulunmuştur (Cassidy, 

2016). 

 

Akademik Yılmazlık Ölçeğinin Türk diline uyarlama çalışmaları Aliyev vd. (2021) 

tarafından geliştirilmiştir. 30 madde bulunan ölçek, sebat, olumsuz duygulanım ve 

adaptif yardım arama faktörlerinden oluşmaktadır. Ölçeğin test-tekrar test 

güvenilirlik katsayısı 0,79 ile 0,87 arasında hesaplanmıştır. Ölçeğin orijinal ve 

uyarlanmış versiyonları arasındaki toplam puanlar için hesaplanan güvenilirlik 

katsayısı 0,88 olarak bulunmuş olup, dil eşdeğerliğinin sağlandığını göstermiştir. 

 

2.3.4. Akademik Motivasyon Ölçeği (AMS) 

 

Akademik Motivasyon Ölçeği, ilk olarak Vallerand (1992) tarafından geliştirilmiştir. 

Ölçek, öğrencilerin akademik alandaki motivasyonlarını ölçmeyi amaçlamaktadır. 28 

maddeden oluşmaktadır ve içsel motivasyon, dışsal motivasyon ve motivasyonsuzluk 
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olmak üzere üç alt ölçeğe sahiptir. Ölçekte katılımcılardan “hiç uymuyor” ile “tam 

olarak uyuyor” arasında 1 ve 7 arasında puanlama yapmaları istenmektedir. 

Değerlendirmede her bir alt boyuttan elde edilen toplam puan, bireyin o alt boyuttaki 

akademik motivasyon düzeyini ifade etmektedir (Karataş ve Erden, 2011).  Ölçekten 

alınabilecek en yüksek puan 196, en düşük puan ise 28'dir.  

 

Ölçek Karataş ve Erden (2012) tarafından Türkçeye uyarlanmıştır. Türkçe 

versiyonda da 28 madde ve 3 faktör bulunmaktadır. Orijinal ölçekte olduğu gibi 4 

madde motivasyonsuzlukla ilgiliyken, 12'şer madde içsel ve dışsal motivasyonla 

ilgilidir. Ölçeğin güvenirlik değerleri için yapılan Cronbach Alpha hesaplamasına 

göre iç tutarlılık katsayısı 0.97 olarak bulunmuştur (Karataş ve Erden, 2011).  

 

2.4. Verilerin Toplanması  

 

Çalışmada kullanılan tüm veri toplama araçları ve gerçekleştirilmesi gereken gerekli 

prosedürler, onay için ODTÜ İnsan Araştırmaları Etik Kurulu'na sunulmuştur. Onay 

alındıktan sonra, veri toplama programı araştırmacı tarafından oluşturulmuş ve 

erişilebilir öğretim üyelerinden dersleri süresinde veri toplamak için izin alınmıştır. 

Araştırmacı, önceden belirlenen derslerde kendini tanıtmış ve çalışmaya ilişkin kısa 

bir özet sunmuş, bilgilendirilmiş onam formunu dağıtmıştır. Çalışmaya katılımın 

gönüllü olduğu ve gizlilik sözlü olarak da vurgulanmıştır. Ardından, gönüllü olan 

katılımcılara anket formları dağıtılarak, tüm katılımcılara birbirlerinin yanıtlarını 

etkilenmemeleri ve sorulara samimi yanıtlarını vermeleri hatırlatılmıştır. Veri 

toplama sürecinin tamamında aynı prosedürler izlenmiş ve her katılımcı için tüm 

prosedürlerin eşit olmasını sağlamak amacıyla süreç aynı araştırmacı tarafından 

tamamlanmıştır. 

 

2.5. Verilerin Analizi 

 

İlk olarak, veriler araştırmacı tarafından dijital forma aktarılırken, daha önce 

bahsedilen 15 katılımcı araştırmacı tarafından çıkarılmıştır. Veri analiz sürecinde, ilk 

olarak, aykırı değerler saptanmış sonrasında SPSS 28.0 (IBM Corp, 2021) ile 

betimleyici analiz, katılımcıların demografik bilgilerinin frekans dağılımları, 
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ortalama ve standart sapma hesaplanmıştır. Cronbach'ın alfa katsayısı hesaplanarak 

araçların güvenilirliği sağlanmıştır. 

 

İleri analizler için test edilmesi gereken varsayımlar (normallik, doğrusallık, çoklu 

bağlantı ve eşvaryanslılık) değerlendirilerek verilerin daha ileri analizler için 

uygunluğu ölçülmüştür. Cinsiyet grupları arasındaki farkları test etmek için bağımsız 

örneklem t-testi kullanılmıştır. Bir sonraki aşamada, Hayes (2018) tarafından 

geliştirilen SPSS Process Macro v4.3 (Model 4) kullanılarak çalışmanın hipotez 

değişkenleri arasındaki aracılık ilişkisi test edilmiştir. Dolaylı etkileri tahmin etmek 

için 5.000 bootstrap örneği kullanılmıştır. %95 güven aralığı (CI) sıfırı içermiyorsa, 

aracılık etkisi anlamlı kabul edilmiştir. 

 

2.6. Sınırlılıklar 

 

Çalışmanın çeşitli sınırlılıkları bulunmaktadır. Öncelikle, çalışmada kullanılan veri 

toplama araçları katılımcıların kendi beyanlarına dayalıdır ve bu da yanıtların 

doğruluğu açısından bir dezavantaj olabilir. Veri toplama sürecinde gizlilik 

vurgulanmış olsa da, örneğin, bazı katılımcılar akademik motivasyonları hakkında 

sosyal olarak istendik cevaplar vermiş olabilirler. Ayrıca, veriler ara sınav 

döneminden iki hafta sonra toplanmış olması katılımcıların akademik 

motivasyonlarını değerlendirilmesinde göz önünde bulundurulması gereken bir 

durum olabilmektedir. 

 

Ayrıca, verilerin kolayda örnekleme yöntemi kullanılarak toplanmış olması, 

çalışmanın temsil gücünü ve genelleme özelliğini azaltabilir. Buna paralel olarak, 

verilerin sadece İstanbul'daki üniversitelerden toplanmış olması ve araştırmacının 

ulaşabildiği öğretim görevlilerinin çoğunlukla özel üniversitelerde ders vermesi, 

çalışmanın sonuçları hakkında sonuca varılırken dikkate alınması gereken bir 

etkendir. Ayrıca, çalışmaya katılanların çoğunluğunun kadın olması nedeniyle, 

sonuçların cinsiyet açısından temsil gücü de dikkate alınmalıdır. 

 

Son olarak, çalışmada kullanılan tüm ölçekler toplam puanlara göre hesaplanmıştır. 

Çalışmalar, ölçeklerin toplam puanlara göre hesaplanabileceğini gösterse de, bu 
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durum tüm ölçek maddelerine aynı ağırlık verilmesi, başka bir deyişle faktör 

yüklerinin eşit kabul edilmesi sonucunu doğurabileceğinden dikkatle 

değerlendirilmelidir (Aliyev vd., 2021; Barutçu-Yıldırım vd., 2023; Karagüven, 

2012; Karataş ve Erden, 2011). Dolayısıyla, bu çalışmada kullanılan veri toplama 

araçlarının sonuçları, katılımcıların toplam öz-şefkat, akademik yılmazlık ve 

akademik motivasyon düzeyleri hakkında bilgi sağlamıştır. 

 

3. BULGULAR 

 

3.1. Betimleyici İstatistik Bulguları 

 

Katılımcıların çalışma değişkenlerine ilişkin tanımlayıcı istatistikler Tablo 4.2'de 

gösterilmektedir.  

 

Daha ileri analizlere geçmeden önce, cinsiyetler arasında fark olup olmadığını 

belirlemek için bağımsız örnek t-testleri kullanılmıştır. Sonuçlara göre, kadın ve 

erkek katılımcıların öz-şefkat değerleri arasında anlamlı bir fark görülmemişken 

t(479) = .223, p > .05., akademik motivasyon t(479) = 5,45, p < 0,05 ve akademik 

yılmazlık t(479) = 2,34, p < 0,05 değerleri kadın ve erkek katılımcılar arasında 

önemli bir fark göstermiştir. Bu durumda, çalışmanın daha ileri analizlerinde daha 

doğru sonuçlar elde etmek için cinsiyet değişkeninin kontrol değişkeni olarak 

araştırma modeline eklenmesine karar verilmiştir. 

 

Tablo 4.2. Değişkenler için Betimleyici İstatistikler 

Değişkenler   N min maks M SD 

Öz-şefkat 484 12 58 37.63 8.92 

Akademik yılmazlık  484 66 145 107.9 13.08 

Akademik motivasyon 484 28 168 119.8 26.46 

 

3.2. Değişkenler Arası Korelasyonel Bulgular  

 

Çalışmanın değişkenleri arasındaki korelasyonlar Pearson Korelasyonu kullanılarak 

hesaplanmıştır. Sonuçlar, akademik yılmazlığın öz-şefkatle zayıf (r = .18, p < .01) ve 



 

103 

akademik motivasyonla orta derecede bir korelasyon (r = .5, p < .01) gösterdiğini 

ortaya koymuştur (Cohen, 1988). Öz-şefkat, akademik motivasyon ile zayıf bir 

korelasyon göstermiştir (r = .18, p < .01).  

 

3.3. Aracılık Analizi Bulguları 

 

Çalışmanın hipotezlerini test etmek için SPSS için Hayes Process Macro (v4.3) 

kullanılmış ve aracı değişken analizi için model 4 seçilmiştir. Bu analiz için gerekli 

varsayımlar önceden test edilmiştir. Sonuçlar, öz-şefkatin akademik yılmazlığı 

önemli ölçüde yordadığını göstermektedir (β = .18, SE = .066, p < .001). Ayrıca, 

akademik yılmazlık akademik motivasyonu önemli ölçüde yordadığını (β = .46, SE = 

.079, p < .001). Ayrıca, çalışmanın bulguları, akademik yılmazlığın öz-şefkat ve 

akademik motivasyon arasındaki ilişkiyi kısmen aracılık ettiğini göstermektedir. 

Bunun nedeni, dolaylı etki için hesaplanan güven aralıklarının sıfırı içermemesidir (β 

= .08, SE = .022, CI [.043, .128]). İncelenen tüm yollar için kritik nokta .001 olarak 

kabul edilmiş; ancak, doğrudan etkinin incelendiği yol için aynı kritik noktayı kabul 

etmek, doğrudan etkiyi anlamsız olarak kabul ederek ve tam aracılık anlamına 

gelmektedir. Sonuç olarak, doğrudan etki .05 kritik noktasında anlamlıdır ve bu etki 

güven aralıkları tarafından da doğrulanmaktadır (β = .08, SE = .115, CI [.037, .491]). 

Sonuç olarak, akademik yılmazlık, öz-şefkat ve akademik motivasyon arasındaki 

ilişkiye kısmen aracılık etmiştir. Tablo 4.4. aracılık analizinin sonucunu 

göstermektedir. 

 

Tablo 4.4. Aracılık Analizi Bulguları 

Path B β SE LLCI ULCI 

Self-Compassion → 

Academic Resilience 
.2642 .1802** .0655 .135 .393 

Academic Resilience → 

Academic Motivation 
.9883 .4688** .0791 .793 1.103 

Self-Compassion → 

Academic Motivation 

(Direct Effect) 

.2642 .0891* .1157 .037 .491 

Self-Compassion → 

Academic Motivation 

(Indirect Effect via 

Academic Resilience 

.2505 .0845* .0221 .043 .128 

Note: * p < .05, ** p < .001 
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4. TARTIŞMA 

 

4.1. Üniversite Öğrencileri Arasında Öz-Şefkat ve Akademik Motivasyon 

Arasındaki İlişkide Akademik Yılmazlığın Aracı Rolü  

 

Çalışmada, akademik motivasyon ile öz-şefkat arasındaki ilişkideki akademik 

yılmazlığın aracı rolünün araştırılması amaçlanmıştır. Çalışmadaki değişkenlerin, 

yani öz-şefkatin akademik motivasyonla, öz-şefkatin akademik yılmazlıkla ve 

akademik yılmazlığın akademik motivasyonla anlamlı bir şekilde ilişkili olacağı 

hipotez edilmiştir.  

 

İlk olarak, veri grubundaki olası cinsiyet farklılıklarını test etmek için uygulanan 

bağımsız örneklem t-testi sonuçlarına göre, akademik yılmazlık ve akademik 

motivasyon cinsiyete göre önemli ölçüde farklılık göstermektedir. Öte yandan, öz-

şefkat cinsiyete göre önemli ölçüde farklılık göstermemiştir. Cinsiyet ile akademik 

motivasyon ve alt ölçekleri arasındaki önemli ilişki hem uluslararası hem de Türk 

alanyazındaki çalışmalarla desteklenmektedir (Guay vd, 2007; Filiz ve Demirhan, 

2018; Yurt ve Bozer, 2015). Ayrıca, cinsiyet ile akademik yılmazlık arasındaki ilişki 

konusunda çelişkili bulgular bulunmaktadır. Bazı çalışmalarda cinsiyetler arasında 

önemli farklılıklar bildirilmiş olsa da, bazı çalışmalarda cinsiyetler arasında önemli 

farklılıklar bulunmamıştır (Abubakar vd., 2021; Bakir, 2024; Wasonga, 2002). 

Bunun olası bir nedeni, akademik yılmazlığın bireyin yaşadığı kültüre göre önemli 

ölçüde farklılık gösterdiğini belirten çalışmaların olması olabilir (Elnaem, 2024). 

 

Ayrıca, hesaplanan korelasyonlara göre, üniversite öğrencilerinde akademik 

yılmazlığın öz-şefkatle anlamlı bir korelasyon gösterdiğini, ancak akademik 

yılmazlık ile akademik motivasyon arasındaki pozitif korelasyonun daha güçlü 

olduğunu ortaya konmuştur. Yani, akademik olarak yılmaz bireyler aynı zamanda 

daha yüksek akademik motivasyona da sahip olabilirler. Regresyon temelli aracılık 

analizi dikkate alındığında, bu bulgunun çalışmanın korelasyonel bulguları ile paralel 

olduğu sonucuna varılmıştır. Buna göre, öz-şefkat üniversite öğrencilerinde 

akademik yılmazlığı yordamaktadır, bu da mevcut alanyazınla uyumludur (Egan vd, 

2021; Kotera vd., 2022; Ramdhanyanti ve Dewi, 2023). Bu bulgunun aksine, 
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Delshad vd.. (2023) çalışmalarında anlamlı bir ilişki bulamamışlardır. Mevcut 

çalışmanın bir başka bulgusu, akademik yılmazlığın akademik motivasyonu 

öngördüğüydü. Bu sonuç, mevcut bilgilerle tutarlıdır (Abdolrezapour, vd., 2023; 

Melaku vd., 2025; Shengyao, vd., 2024). Ayrıca, öz-şefkat üniversite öğrencilerinde 

akademik motivasyonu öngörmektedir. Alanyazındaki öz-şefkat ve motivasyon 

üzerine yapılan çalışmalar incelendiğinde, öz-şefkat ile akademik motivasyon 

arasında anlamlı ilişkiler bulunmuştur (Kotera vd., 2022). Ayrıca, öz-şefkat sıklıkla 

içsel motivasyon (Künye ve Aydıntan, 2020; Neff vd., 2005) ve kendini geliştirme 

motivasyonu (Breines ve Chen, 2012) ile ilişkilendirilmektedir. 

 

Üniversite öğrencilerinin akademik motivasyonuna katkıda bulunan faktörleri 

anlamak için basit bir aracılık analizi yapılmıştır. Mevcut çalışmanın sonucu, 

çalışmanın bağımsız, aracı ve sonuç değişkenleri arasında anlamlı bir ilişki olduğunu 

göstermiştir, bu da tüm hipotezlerin desteklendiği anlamına gelmektedir. Yani, 

akademik yılmazlık, öz-şefkat ile akademik motivasyon arasındaki ilişkiyi kısmen 

aracılık etmektedir. Başka bir deyişle, öz-şefkat ile akademik motivasyon arasındaki 

ilişki kısmen akademik yılmazlık aracılığıyla kurulmaktadır. 

 

Artan öz-şefkatin artan motivasyonla sonuçlandığı, alanyazındaki birkaç çalışma 

tarafından desteklenmektedir (Kotera vd., 2022). Toplam motivasyonun yanı sıra, 

yetişkinlerle yapılan bir çalışmada, öz-şefkat ile akademik motivasyonun bir alt 

boyutu olan içsel motivasyon arasında anlamlı ilişkiler bulunmuştur (Künye ve 

Aydıntan, 2020). Neff vd., (2005) ayrıca, düşük not alan öğrenciler arasında öz-

şefkat düzeyi yüksek olanların içsel motivasyonlarını sürdürme konusunda 

diğerlerinden daha yetkin olduklarını öne sürmüştür. 

 

Çalışmanın dolaylı etki bulgularına gelince, anlamlı dolaylı etki, akademik 

yılmazlığın öz-şefkat ile akademik motivasyon arasındaki ilişkiyi aracılık ettiğini 

göstermektedir. Bu bulgu, daha yüksek öz-şefkatin daha yüksek akademik  

yılmazlığa yol açtığını, bunun da daha yüksek akademik motivasyona yol açtığını 

göstermektedir. Yukarıda bahsedilen öz-şefkat özellikleri, başarısızlıklar ve 

aksilikler karşısında daha dengeli bir bakış açısı sunmak olarak özetlenebilir (Neff, 

2003a). Yılmazlık gösteren kişiler, kendi strateji ve tekniklerini kullanarak çeşitli 
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sorunların üstesinden gelebilirler, bu nedenle öğrenme ve okula karşı olumlu bakış 

açısını kaybetmeden akademik motivasyonlarını sürdürebilirler (Zhang, 2022).  

 

4.2. Araştırmanın Çıkarımları 

 

Pratik açıdan bakıldığında, çalışmanın bulguları birkaç hususun önemini 

vurgulamıştır.  

 

Çeşitli çalışmalar, akademik motivasyonu eksik olan öğrencilerin okuldan ayrılma 

olasılığının daha yüksek olduğunu göstermiştir (Buizza, 2024; Fan & Wolters, 2014; 

Passeggia vd., 2023).  Türkiye'de yapılan çalışmalar incelendiğinde, çoğunun lise ve 

ortaokul düzeyini hedeflediği görülmekle birlikte, benzer sonuçlar elde edilmiştir 

(Eranıl, 2023; Güngör ve Sarı, 2022; Zorbaz, 2018). Öğrenci motivasyonu ile ilişkili 

olabilecek bu kavramları incelemek, okul terkini önlemek için hem eğitim 

politikaları hem de gelecekteki araştırmalar için bir temel sağlar. Bu çalışma, 

akademik motivasyonun ilişkili olduğu kavramlar ve nasıl geliştirilebileceği 

konusunda fikir vermek için bir temel sağlar. Diğer yandan, çalışmanın 

değişkenlerinin uygulanabilir uygulamaları olduğudur. Yani değişkenlerin, yalnızca 

bir özellik olmaktan ziyade geliştirilebilecek kavramlar olduğu anlamına gelir ve bu 

anlamda çeşitli paydaşlara uygulamalar sunar. Neff ve Germer (2013), 8 haftalık bir 

müdahale programı sunan öz-şefkat temelli bir farkındalık programı sunmuştur.  

Ayrıca, stresle başa çıkma stratejilerine dayalı olarak öğrencilerin dayanıklılığını 

artırmak için tasarlanan CORE adlı program, kaygı ve öz-şefkatte önemli iyileşmeler 

sağlamıştır (Herrero vd., 2025). Pratik katkılarının yanı sıra, bu uygulamalar daha 

ileri deneysel veya uzun süreli çalışmalar için bir başlangıç noktası da olabilir.  

 

Sonuç olarak, bu çalışmanın bulguları öğretmenleri, eğitimcileri ve özellikle okul 

danışmanlarını, öğrencilerin akademik motivasyonunu öz-şefkat veya dayanıklılık 

temelli araçlar aracılığıyla artırmaya teşvik edebilir. Örneğin, öğrencilerin öz-şefkat, 

akademik yılmazlık veya akademik motivasyon konusunda farkındalıklarını artırmak 

için kaynaklar veya materyaller öğrencilere aktarılabilir. Bu açıdan, okul içindeki 

müdahaleler veya etkinlikler motivasyon açısından bir avantaj sağlayabilir. Ayrıca, 

öğrenciler de bu çalışmanın bulgularından faydalanabilirler. 
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4.3. Gelecek Araştırmalar için Öneriler  

 

Mevcut çalışmanın bulguları alanyazına katkı sağlasa da, bu çalışmadan gelecekteki 

çalışmaların dikkate alması gereken bazı sınırlamalar bulunmaktadır.  

 

İlk olarak, bu çalışma kesitsel bir tasarım kullanmıştır, yani katılımcılardan üç ölçeği 

tek seferde tamamlamaları istenmiştir. Çalışmaya konu olan üç değişken de zamanla 

değişebilecek özelliklere sahip olduğu göz önünde bulundurulduğunda mevcut 

çalışmanın sonuçlarının farklı zaman ve koşullarda değişip değişmeyeceğini anlamak 

için gelecekte yapılabilecek boylamsal çalışmalar önemlidir.  

 

Ayrıca, bu çalışmanın verileri katılımcıların öz bildirim ölçümlerine dayanmaktadır, 

bu çalışmalar, deneysel olmayan yapıları nedeniyle bazı sınırlamalara sahiptir. Bu 

nedenle, gelecekte nitel çalışmaların yapılması önemlidir. Ayrıca, korelasyonel bir 

çalışma tasarımı benimseyen bu çalışma, herhangi bir nedensellik göstermez, bu 

nedenle müdahalelerin olduğu deneysel çalışmalar daha güvenilir sonuçlar 

verecektir.  

 

Bir başka potansiyel sorun ise, mevcut çalışmanın sadece İstanbul'da yaşayan Türk 

üniversite öğrencileriyle gerçekleştirilmiş olmasıdır. Ayrıca, araştırmacının erkek 

katılımcılara erişiminin kısıtlı olması nedeniyle, çalışmanın örneklemi ağırlıklı 

olarak kadın katılımcılardan oluşmuştur. Bu nedenle, daha geniş bir örneklem ve 

demografik açıdan daha dengeli bir veri grubu ile gerçekleştirilecek çalışmalar, 

çalışmanın genellendirebilirliğini artırabilir. 

 

Son olarak, bu çalışmada Akademik Yılmazlık Ölçeği (ARS), Akademik Motivasyon 

Ölçeği (AMS) ve Öz-Şefkat Ölçeği Kısa Formu (SCS-SF) kullanılmıştır. Bununla 

birlikte, katılımcıların ilgili değişkene yönelik değerlerini ölçmek için geliştirilmiş 

başka ölçekler de bulunmaktadır. Gelecekteki çalışmalarda kullanılacak diğer 

ölçekler, bu çalışmanın sonuçlarına katkı sunmak için işlevsel olabilir. Ek olarak, 

tüm ölçekler tek bir toplam puan hesaplanarak analiz edilmiştir. Gelecekteki 

çalışmalarda, bu ölçeklerdeki faktörleri ayrı ayrı inceleyerek daha kapsamlı sonuçlar 
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elde edilebilir; örneğin, akademik motivasyon, toplam motivasyonun yanı sıra içsel 

ve dışsal motivasyon olarak ayrı ayrı analiz edilebilir. 
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