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ABSTRACT

THE MEDIATING ROLE OF ACADEMIC RESILIENCE IN THE
RELATIONSHIP BETWEEN SELF-COMPASSION AND ACADEMIC
MOTIVATION AMONG UNIVERSITY STUDENTS

BULBUL, Feyzanur
M.A., The Department of Educational Sciences, Guidance and Psychological
Counseling
Supervisor: Prof. Dr. Ayhan DEMIR

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

iv



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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UNIVERSITE OGRENCILERINDE OZ-SEFKAT VE AKADEMIK
MOTIVASYON ARASINDAKI ILISKIDE AKADEMIK YILMAZLIGIN ARACI
ROLU

BULBUL, Feyzanur
Yiiksek Lisans, Egitim Bilimleri, Rehberlik ve Psikolojik Danigmanlik Bolimii
Tez Yoneticisi: Prof. Dr. Ayhan DEMIR

Eyliil 2025, 109 sayfa

Bu korelasyonel ¢alismada, Tiirk tiniversite 6grencileri 6rnekleminde 6z-sefkat ve
akademik motivasyon arasindaki iliskide akademik yilmazlhigin aracilik roliinii
arastirmayr amaclanmistir. Orneklem, calismaya goniillii olarak katilan 490
tiniversite 6grencisinden (kadin %78,5, erkek %22,4) olugsmustur. Katilimcilar, kolay
erisilebilir 6rnekleme yontemi ile secilmistir. Veriler, demografik bilgi formu, Oz-
Sefkat Olgegi Kisa Formu, Akademik Yilmazlik Olgegi ve Akademik Motivasyon
Olgegi kullamlarak farkli fakiiltelerdeki ogrencilerden kagit-kalem formatinda
toplanmistir. Ana analizlerden once, dlgeklerin gegerliligi ve giivenilirligi ile gerekli
tiim varsayimlar kontrol edilmistir. Varsayilan model, Hayes Process Macro v4.3
(model 4) kullanilarak analiz edilmistir. ilk olarak, iki degiskenli korelasyon
sonuglar, calismadaki tiim degiskenler arasinda anlamli iliskiler oldugunu
gostermistir. Ayrica, bagimsiz 6rneklem t-testi sonucu, akademik motivasyon ve
akademik yilmazlik agisindan erkek ve kadin katilimcilar arasinda istatistiksel olarak
anlaml bir fark oldugunu gostermistir. Ana bulgular ise, akademik yilmazligin

tiniversite 6grencileri arasinda 6z-sefkat ve akademik motivasyon arasindaki iliskiyi
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kismen aracilik ettigini gostermistir. Tartigma, calismanin bulgularina dayali olarak
sunulmustur. Son olarak, ¢alismanin sonuclar1 ve ilerideki ¢aligmalar i¢in Onerilere

yer verilmistir.

Anahtar Kelimeler: akademik yilmazlik, akademik motivasyon, 6z-sefkat,

tiniversite 6grencileri.
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To those who see themselves as shaped by life’s uncontrollable turns, bearing a quiet
solitude and a sense of being quietly different from the world around them.
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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 Tiirkiye, 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 (Yildirim 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 ¢”)

Academic Resilience

Self-Compassion Academic Motivation

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



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



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
iIs 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

17



(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 Dogan (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. Celik (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 Akyiirek'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,
Kog (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,

21



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

23



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 & Aydin, 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
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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 (JowkKar,
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

30



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 () 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
Female 375 78.5%
Gender Male 110  22.4%
Not stated 3 0.6%
Other 2 0.4%
Age 490 21.62 1.69
GPA 3.06
1t 123 25.1%
2nd 160  32.7%
Grade
3 113 23.1%
4t 94  19.2%
Lower 5 1.0%
Upper Lower 25 5.1%
Socio- _
economic Lower Middle 298 60.8%
level Upper Middle 155 31.6%
Upper 7 1.4%
Institution  Frivate 298 60.82%
Type Public 192 39.18%
Faculty of Education 260  53.06%
Faculty of Health Sciences 70 16.12%
Faculty

Faculty of Architecture 52 10.61%

Faculty of Economics and

0
Administrative Sciences 44 8.98%
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Table 3.1. (continued)

Primary School 135 27.6%
Middle School 88 18%
Mother
Education ~ High school 150 30.6%
Level o
University 100 20.4%
Other 17 3.4%
Primary School 85 17.3%
Middle School 83 16.9%
Father
Educationa High school 164 33.5%
| Level o
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 (Karatas & 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 (Karagiiven, 2012).

The scale was adapted into Turkish by Karatas 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 (Karatas & 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., "l give myself the attention and sensitivity | need when | am
going through a difficult situation."), self-judgmental (e.g., "When | am in pain, | can
be cold-hearted towards myself"), common humanity (e.g., "l try to see my failures
as part of the human condition™), isolation (e.g., "When | feel down, | tend to feel
that most other people are happier than me"), mindfulness (e.g., "When | feel low, |
try to approach my feelings with curiosity and openness”), and finally over-
identification (e.g., "When | feel down, | 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 o =.86).

Adaptation studies of the self-compassion scale short version into Turkish have been
conducted by few researchers. Yildirim & Sari (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 Barutgu-Yildirim 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. (Barutgu-Yildirim,
etal., 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) (Barutgu-
Yildirim 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. (Karatas & 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.

39



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; Barut¢u-Yildirim
et al., 2023; Karagiiven, 2012; Karatas & 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 & Weisherg, 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.
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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.

Normal P-P Plot of Regression Standardized Residual
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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 VValues of the Variables

Variable Skewness SE Kurtosis S.E.
Self- compassion -15 11 -44 22
Academic resilience -17 11 -.06 22
Academic motivation -.96 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.
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Figure 4.3. Partial Residual Plot
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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 tur9) = .223, p >
.05. However, academic motivation and academic resilience showed a significant
difference between female and male participants, academic motivation tuze9)=5.45, p
<.05, Cohen’s d= 57, indicating moderate effect, and academic resilience tu79) = 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.
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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 37.63 892
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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 37.63 892 1

2.Academic resilience 1079 13.08 .1817 1
3.Academic motivation 119.8 2646 1767 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 (f = .18, SE = .066, p <
.001). Also, academic resilience significantly predicted academic motivation (f =
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
(6 =.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 (# = .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.
JprT— Control Variable | .______
Gender
Academic Resilience
/" (M)
a=.180 b =.469
Self-Compassion =173 Academic Motivation

(X) ¢=.089 (Y)

Figure 4.6. Mediation Analyses Diagram (Model 4)

Note: The coefficients displayed are standardized values, ¢ = total effect, ¢’=direct
effect.

Table 4.4. The Mediation Analyses Results
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Path B B SE LLCI ULCI

*k

Self-Compassion — 2642 1802 0655 135 393
Academic Resilience

Academic Resilience — -

Academic Motivation 9883 14688 0791 793 1.103

Self-Compassion —
Academic Motivation 2642 .0891" 1157 .037 491
(Direct Effect)

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.

H: is supported. Self-compassion significantly predicted academic resilience.

(Path a)

H> is supported. Academic resilience significantly predicted academic motivation.
(Path b)

Hz is supported. Self-compassion significantly predicted academic motivation.

(Path c)

Ha is supported. Academic resilience partially mediated the relationship between

self-compassion and academic motivation. (Path ¢”)

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
(Kiinye & Aydintan, 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,
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self-compassion is frequently associated with intrinsic motivation (Aydintan &
Kiinye, 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 (EInaem, 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 (Eranil, 2023; Giingér, 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
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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

DEMOGRAFIK BiLGIi FORMU

Degerli Katilimci,

Bu calismada amag, iiniversite 0grencilerinin akademik motivasyonlari, akademik
yilmazliklar1 ve 6z sefkat durumlar1 hakkinda bilgi edinmektir. Asagida size ve
ailenize yonelik bilgilere yonelik olarak olusturulmus sorular bulunmaktadir. Ankete
vereceginiz tiim cevaplarmiz gizli kalacak olup herhangi bir kimlik belirtilmesi
istenmeyecektir. Tim sorularin  yanitlanmasi  yaklasik  15-20  dakikanizi
alabilmektedir. Sorularin herhangi bir dogru/yanlis cevab1 olmamakla birlikte, sizden
sizi tam olarak yansitacak bigimde herhangi bir soruyu bos birakmadan, tiim sorulari
ictenlikle doldurmaniz beklenmektedir.

Zaman ve ilginiz icin simdiden tesekkiir ederiz.
1. Cinsiyetiniz?

Kadm () Erkek () Belirtmek istemiyorum ()  Diger ()
2. Dogum yilhmz: ....

3. Ogrenim gordiigiiniiz lisans egitim kademesi:

L.simf () 2.smif () 3.smf () 4.smif ()

.

Ogrenim gormekte oldugunuz iiniversite:
Fakiilteniz ve Boliimiiniiz:

Giincel not ortalamaniz (GPA,GANO):

N o g &

Sosyo-ekonomik durumunuzu nasil algilamaktasiniz?

Cok Diistik () Diisiik () Diisiik Orta () Yiiksek ()
Cok yiiksek ()

8. Annenizin egitim durumu nedir?
Okuma yazma bilmiyor (_) ilkokul mezunu (_) Ortaokul mezunu ()

Lise mezunu (_) Universite mezunu (_) Yiiksek lisans veya doktora (_)

9. Babamzin egitim durumu nedir?
Okuma yazma bilmiyor (_) Ilkokul mezunu (_) Ortaokul mezunu (_)

Lise mezunu (_) Universite mezunu (_) Yiiksek lisans veya doktora (_)
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C. SAMPLE ITEMS OF THE SELF-COMPASSION SCALE SHORT FORM

Liitfen cevaplamadan once her ifadeyi dikkatlice

g

okuyunuz. = =

2 <

= N

o g - c —

Belirtilen davramislar: ne siklikla yaptiginiz E é o § ;5) L

. 3 L1d - e @ -

yan tarafta verilen derecelendirme ol¢cegine 3 I © | < @

.. . - = Nl = o0 n Q

gore maddelerin sonunda bulunan kutucuga g 2
L

yaziniz. z o

[<B)

z

(1) Benim igin dnemli olan bir seyde basarisiz
oldugumda, yetersizlik hissiyle tikenirim.

[
N
w
H
(8,

(2) Kisiligimin sevmedigim yonlerine karsi anlayish
ve sabirl olmaya ¢alisirim.

(3) Aci veren bir sey oldugunda, duruma dengeli
bir agidan bakmaya calisirim.

(4) Kendimi kotu hissettigimde, diger insanlarin
¢ogunun muhtemelen benden daha mutlu 1 2 3 4 5
oldugunu distinme egilimde olurum.

(5) Basarisizliklarimi insan olmanin bir parcasi
olarak gormeye caligirim.
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D. SAMPLE ITEMS OF THE ACADEMIC RESILIENCE SCALE

Olcegi asagidaki hikdyeyi okuduktan sonra doldurunuz.
Bu kisa hikaye, akademik zorluklar1 ve miicadeleyi temsil
etmek iizere olusturulmustur.

“Son yaptigimiz 6devlerden birinin sonucu agiklanmis ve gegerli not
alamamigsiniz.  Siz, ailenizi hayal kirikligina ugratmamak ve
belirlediginiz hedeflere ulagmak icin derslerinizde elinizden geleni
yapmaniza ragmen diger iki Odevinizden aldiginiz notlar da
beklediginizden diisiik gelmisti. Hocaniz 6devle ilgili 'anlama eksikligi'
ve 'zayif yazim ve ifade becerisine sahip oldugunuz' yorumunu yaparak
oldukca elestirel bir geri bildirim vermistir. Ancak ayni zamanda
kendinizi nasil gelistireceginizle ilgili tavsiyelerini de belirtmistir.
Diger iki 6devinizi okuyan hocalariiz da buna benzer yorumlar
yapmiglardir".

Bana Hi¢ Uygun Degil

Bana Cok Az Uygun

Orta Diizeyde Uygun

Bana Biiyiik Olciide Uygun

Bana Tamamen Uygun

(1) Hocanin geribildirimini kabul etmezdim.

(2) Bu geribildirimleri daha etkili galismak igin kullanirdim.

(3) Calismaktan vazgecerdim.

(4) Bu durumu kendimi motive etmek i¢in kullanirdim

(5) Kariyer planlarimi degistirirdim

(e =

NINNNN

W wwww

NN}

viitniynniunnn
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E. SAMPLE ITEMS OF THE ACADEMIC MOTIVATION SCALE

Asagida 0grencilerin liniversiteye gitme
gerekgelerini aciklayan bazi

ifadelere yer verilmistir. Bu ifadelerin sizin 2

durumunuzu/davranislarinizi ne kadar S S =) s S

yansittigint yandaki siitunda isaretleyerek g % S 2, 3

belirtiniz. Z 0N | 8 2 2
£ £ |8 S | £

Asagidaki ol¢egi kullanarak, her bir g

maddenin iiniversiteye gitme gerekgcelerinize

ne derece uydugunu belirtiniz

(1) Gelecekte yalniz lise diplomasiyla ylksek 1 4 2

Ucretli bir is bulamayacagim igin

(2) Yeni seyler 6grenmenin bana verdigi 1 4 2

mutluluk ve tatmin duygusu igin

(3) Universite egitiminin, sectigim meslekte

kendimi daha iyi yetistirmeme yardimci 1 4 7

olacagini diigindigum igin

(4) Kendi duslincelerimi bagkalari ile paylasirken 1 a 2

hissettigim yogun ve glizel duygular igin

(5) Durust olmak gerekirse bilmiyorum; okulda

gercekten bosa zaman harcadigimi 1 4 7

hissediyorum.
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F. TURKISH SUMMARY / TURKCE OZET

1. GIRIS

Universiteye gecis, ozellikle de hizla degisen ekonomik, kiiltiirel, sosyal ve siyasi
ortam baglaminda, geng yetigkinler icin 6nemli zorluklar ortaya cikarabilmektedir.
Ogrencilerin bilyiik ¢ogunlugu, sosyal veya ebeveyn desteginden uzakta baska bir
sehre taginmakta ve genellikle ekonomik zorluklarla kargilasmaktadir, tim bu
faktorler 6grencilerin akademik stres gelistirmeleri i¢in elverisli bir baglama sahiptir.
Yaygin goriisiin aksine, Skinner ve Wellborn (1997) kitaplarinda bireylerin sadece
ciddi hastalik veya ebeveyn bosanmasi gibi biiyilk yasam olaylariyla degil, aym
zamanda giinliik stres etkenleriyle de yilizlesmek zorunda olduklarini belirtmistir.
Ogrenciler icin giindelik sorunlarin genis bir alani1 okullarda karsilasilan sorunlar
olabilir. Sinavlar Tiirk egitim sisteminde 6nemli bir rol oynadigindan, 6grencilerin
hayatlarmin biiyiik bir boliimiinii iyi sonuglar almaya adadiklarin1 gérmek oldukca
olasidir. Ayrica 6grenciler, rekabet, aksilikler ve zorluklarla basa ¢ikmali, kendinden
siiphe ve belirsizlik gibi olast durumlar1 yonetmeli ve giinliik akademik hayatin
duygusal dalgalanmalariyla basarili bir sekilde basa ¢ikmak i¢in psikolojik ve
davranigsal beceriler gelistirmelidir (Martin, 2009). Bunun yaninda bireyler,
karsilastiklar1 olumsuz deneyim ve durumlara bir sekilde tepki verirler ve bu
durumlarin {stesinden gelme becerilerini gosterme bicimlerinde bireye 06zgii
farkliliklar olusabilmektedir. (Trigueros vd., 2020). Bu dogrultuda Coleman ve
Hagell (2007), yasanan olumsuzluklara veya zorluklara ragmen bazi dgrencilerin
akademik giicliiklerle iyi bir sekilde basa ¢ikabildigine dikkat cekmistir. Arastirmalar
ayrica, birka¢ olumlu nitelige sahip olmanin, bahsedilen olumsuz durumlarla etkili

bir sekilde basa ¢ikma konusunda fayda sagladigi yoniindedir (Duan, 2016).

Bu dogrultuda, koruyucu faktorlerin var olup olmadigi sorusu giindeme gelmis ve
yilmazlik olumlu bir nitelik olarak kabul goren bir kavram haline gelmistir.

Amerikan Psikoloji Dernegi'ne (APA,2018) gore yilmazlik, 6zellikle davranigsal,
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duygusal ve zihinsel esneklik, bireyin igsel siireglerinden kaynaklanan veya
cevresinden gelen baskilara, zorlayict yasam kosullarina etkili bir sekilde uyum
saglama siirecidir. Bu tanim, zorlu kosullardan toparlanma kapasitesine isaret
etmektedir. Etnik koken olarak azinlik gruplarda yer almak, kotii ebeveynlige maruz
kalmak veya yoksulluk gibi, birey i¢in risk faktorii olarak sayilabilecek yasam
olaylarina, yilmazlik kavrami bakimindan o6nemli Slgiide odaklanilmis olmasina
ragmen (Luthar ve Cicchetti, 2000; Masten, 2001), g¢evresel bir faktor olarak
akademik yasamda karsilasilabilecek giicliikler ¢cok daha az ilgi gormiistiir. Ote
yandan, ayni ¢alismada akademik yilmazligin biitiinciil dogasina dikkat ¢ekmisler ve
akademik yilmazligim tiim O&grencileri ilgilendiren bir kavram oldugunu
savunmuglardir. Tamimlamak gerekirse, akademik olarak dayanikli Ogrenciler,
aslinda kendileri i¢in risk faktorii olarak kabul edilen stresli olay ve durumlarda
basarili olmak ve performans gostermek icin motive olan o6grencilerdir (Wang
vd.,1994). Akademik olarak daha az direngli olan grubun daha fazla kaygiya sahip
oldugu bildirilmistir ve kaygi iizerine yapilan birka¢ ¢alisma, kayginin basarisizlik
korkusundan kaynaklanabilecegini one siirmiistiir (Covington, 1992; Martin ve
Marsh, 2003,2006; Jia vd., 2023). Basarisizlik korkusu, potansiyel basarisizlik
durumlarinda ortaya c¢ikan olumsuz degerlendirmeler ve endiseli veya kagingan
biligsel, duygusal veya davranmigsal giidiilerle karakterize edilir (Gustafsson vd.,
2017). Basarisizlik korkusu, Ogrencilerde 6grenilmis caresizlik gibi kavramlarla
iliskilendirilebilir ve 6grencilerin rekabetci baglamlarda, 6zellikle de performanslari
degerlendirildiginde kaygi hissetmelerine neden olabilir. Bu 6grenciler i¢in okul bir
cile gibi gelebilir ve okuldan ¢ekilmeleri muhtemeldir, bu durum da akademik

yilmazlik géstermelerini zorlastirir.

Insanlarin  kendilerine yonelttikleri sefkat bi¢imi olan 6z-sefkat, bireyin
yetersizlikleri ya da basarisizliklart gibi durumlarin yani sira kontrol edemedigi
tiziicii olaylar karsisinda bireyin kendisine olan yaklasiminin sefkatli ve anlayish
olmasmi kapsar (Neff vd., 2005). Oz-sefkat, bireyin kendisiyle kurdugu iliskiyi
anlamak admna {i¢ bilesenden olusan bir yapi olarak ifade edilir, ilk olarak 6z-
nezaket; bireyin kendisine karsi elestirel olmak yerine aslinda diger insanlara
gosterebilecegi anlayisi kendisine gostermesidir (Neff, 2003). Ortak insanlik, kisinin

deneyimlerinin birgok insan tarafindan paylasildigint ve bu deneyimlerin insan
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olmaya 6zgii deneyimler olabilecegi yoniindeki bakis agisina isaret eder. Son olarak,
bilin¢li farkindalik asir1 6zdeslesmenin aksine kisinin deneyimini i¢inde bulundugu
anda tutan dengeli bir farkindalig1 igerir (Neff ve McGehee, 2010). Oz-sefkatin
alanyazinda bir¢cok psikolojik kavramla iliskili oldugu one siiriilmektedir. Egitim
baglaminda, daha once de belirtildigi gibi, akademik stres kaginilmazdir. Literatiir,
0z-sefkatin akademik stresin akademik performans ve duygusal iyi olus iizerindeki
olumsuz etkilerini azaltabilecegini 6ne siirmektedir (Neff, 2005). Ayrica, bu
caligmalarin en Onemlilerinden biri 0z-sefkatin bireylerin motivasyonunda rol
oynadigidir (Breines and Chen, 2012; Kotera vd., 2021). Bu dogrultuda, 6z-sefkati
gelistirerek O6grenciler kendilerine karsit nazik ve kabul edici bir yaklagim
gelistirebilir, bu da akademik gigliiklerle daha yapici yiizlesmelerini
saglayabilmektedir (Neff, vd., 2005).

Diger yandan, bir¢ok ¢alisma 6grencilerin akademik motivasyonlarinin akademik
performans ve basarilarinda karsilikli bir rol oynadigimi gostermistir (Green vd.,
2006). Akademik motivasyon genel olarak dgrencilerin akademik goérevlere yonelik
tutumlarini, 6grenme siireglerine yaklasimlarini ve bu gorevleri tamamlamak i¢in
gereken enerjiyi ifade eder (Vallerand vd., 1992). Akademik motivasyonun
kokenlerine iliskin goriisler cesitlilik gosterse de, Oz-Belirleme Kurami (Deci ve
Ryan, 2000) bir¢ok c¢alismada teorik ¢erceve saglamaktadir. Bunlardan biri,
davranigin bir zevk veya eglence kaynagi oldugu igsel motivasyon, digeri ise bir
hedefe ulagsmak i¢in veya disaridan pekistirildigi i¢cin yapilan davraniglar: ifade eden
digsal motivasyondur. Ugiincii bir tiir ise bireylerin davramslarinda igsel ya da dissal
bir beklentilerinin olmadigi motivasyonsuzluktur (Deci ve Ryan, 2000).
Arastirmalar, akademik motivasyonun daha yiiksek akademik basari, olumlu benlik
kavrami, daha diisiik akademik kaygi ve akademik erteleme ile iliskili oldugunu
gostermektedir (Clark vd., 2014; Amrai vd., 2011; Gottfried, 1982; Cerino, 2014).
Bu anlamda, 6grencilerin akademik motivasyonlarin arastirilmasi ve buna iligkin
kavramlarin anlasilmasi, akademik motivasyonun siirekliligi acisindan biiyiilk 6nem
tagimakta ve risk altindaki 6grencilerin belirlenmesinin yani sira akademik baglamda
egitim politikalarinin ve etkili yontemlerin gelistirilmesi i¢in islevsel bir rehber

olabilmektedir.
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1.1. Arastirmanin Amaci ve Sorusu

Bu calismanin amaci, Tiirk tiniversite Ogrencileri Ornekleminde 06z-sefkat ile
akademik motivasyon arasindaki iliskiye akademik yilmazligin ne 6lgiide aracilik
ettigini arastirmaktir. Arastirma sorusu ise “Universite dgrencilerinde 6z-sefkat ve
akademik motivasyon arasindaki iliskiye akademik yilmazliklar1 aracilik etmekte

midir?”.

1.2. Arastirmanin Onemi

Liseden {iniversiteye ge¢is, bircok agidan yeni bir yasam bi¢imine uyum saglama
anlamma geldiginden birey i¢cin Onemli bir gecis siirecidir. Gelisimsel agidan
bakildiginda ergenlikten beliren yetiskinlige gecis asamast olan bu evre, ayni
zamanda birgok egitim sisteminde O6nemli rol oynayan akademik bir donemi de
kapsamaktadir. Ozellikle Tiirkiye'de pek ¢ok 6grenci iiniversiteye girdikten sonra bu
zorluklara ayak uyduramamakta veya kendini yetersiz hissetmekte ya da okulu
birakmaktadir. Yiiksekogretime katilim oraninin %30 ile en diislik oldugu iilkelerden
biri olan Tirkiye'de {iiniversite terk orani oldukca yiiksektir (Aypay vd, 2012).
Ogrenci basarisini degerlendiren mezuniyet oranlar1 da Tiirkiye'ye dair i¢ karartict
bir tablo ¢izmektedir. Bircok yonden motivasyon eksikligi yasayan bireyler igin
akademik motivasyonun siirdiiriilmesinin okulu birakmay1 veya verimsiz bir
akademik hayat1 6nleyebilecegi savunulmaktadir. Bunun arkasindaki mantik, kisinin
sahip oldugu motivasyon gibi Ozelliklerin zorlu akademik sorunlar karsisinda
kullanilabilecek gii¢lii bir ara¢ olmasidir. Dolayisiyla, okulu terk eden dgrencilere
yonelik daha biitlinciil bir bakis acis1 elde etmek igin bu teorik perspektiflerin test
edilmesi gerekmektedir. Bu calismanin, daha once listelenen bilesenler arasinda
ogrencilerin psikolojik siireclerini ve ozelliklerini ele almasi nedeniyle alanyazina
katki  saglayacagi dislinlilmektedir. Dolayisiyla akademik motivasyonun
incelenmesi, liniversite 0grencilerinin sadece gelecekteki kariyerlerine degil, ayni
zamanda ruh sagliklarina da 6nemli bir katki saglayabilir. Psikolojik dayaniklilik
(resilience), psikolojik stres ve zorluklardan kurtulma, esnek olma ve Kkisinin
duygularinin dengeli istikrarini stirdiirme kapasitesidir. Dayaniklilik hakkinda yaygin
olarak bilinen seylerden biri kaygi iizerindeki etkisidir (Hayat vd., 2021; Jia
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vd.,2023). Ancak, ilgili calismalara gore, yilmazlik sadece kaygiy1r azaltmanin
Otesine gecmekte ve saglikli bir basa ¢ikma araci olmaktadir (Martin, 2013). Bununla
uyumlu olarak, akademik yilmazlik, akademik ¢alisma i¢in motivasyonu siirdiirme
kapasitesini ifade eder, bu nedenle yilmazlik, bireylerin {iniversitede gerekli olan
sorumluluklart yerine getirmeleri ve siirdiirmeleri i¢in etkili bir ara¢ olabilir. Bunun
arkasindaki nokta, akademik olarak daha dayanikli olan Ogrencilerin daha az
basarisizlik korkusu ve daha az kaygi yasamalaridir ki bu da ruh sagliklar1 icin
olumlu bir faktordiir. Buna ek olarak, arastirmalar ciddi bir basarisizlik korkusu
yasayan bireylerin, bu olasi basarisizliktan kagmak ic¢in erteleme gibi kaginmaci
davraniglar sergileme olasiliklarinin  ¢ok yiiksek oldugunu gdstermektedir.
Basarisizlik korkusu, kaygiy1 siddetlendirebilecek giiglii bir psikolojik itici giictiir ve
bu dongiiniin diisiik akademik performansla sonuc¢lanmasi oldukc¢a beklenen bir
durumdur (Begum, 2023). Ote yandan, daha yiiksek yilmazlik, olumsuz
degerlendirmeyi azaltarak dolayli olarak akademik basarisizliga karsi daha fazla
tolerans gosterilmesine yol agmustir (Kim ve Choi, 2020). Akademik yilmazlik
hakkinda daha derin bir anlayisa sahip olmak, olumsuz degerlendirmeleri azaltmak
icin dayaniklilik olusturabilecek stratejiler ve etkili miidahaleler olusturmak
acisindan onemlidir. Bu ¢alismanin sonuglarinin, 6grencilerin akademik basarisizliga
kars1 toleransini artirmada ve Ogrencileri akademik olarak daha dayanikli olmaya
yonlendirmede okul rehberlik hizmetlerinin mevcut anlayigini derinlestirerek

bagslatici bir etkiye sahip olacag: diisiiniilmektedir.

Yetersizlik duygular1 bireylerin danismanlik hizmeti alma nedenleri arasinda ilk
siralarda yer alirken, psikolojik yardim almayan ogrenciler giderek kalabalik
simiflarda kaybolmakta ve okuldan uzaklagsmaktadir. Bu durum o6grencilerin hem
sosyal hem de akademik hayatlarinda sorunlar yasamalarina ya da psikolojik
stireglerini ihmal etmelerine neden olabiliyor. Bu noktada 6z-sefkat kritik bir kavram
haline geliyor ¢iinkii Oz-sefkatin bireylerin iyi olusuna katkist meta-analiz
calismalariyla ortaya konmus durumda (Zessin vd., 2015). Bu c¢alismanin olasi
sonuglari, 6z-sefkat egitim programlarina dncelik verilmesi acisindan 6nemli olabilir,
tiniversiteler 6grencilere daha dayanikli olmalar1 ve saglikli bir akademik deneyim

yasamalar1 i¢in ihtiya¢ duyduklari becerileri kazandirabilir.
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Pratik uygulamalara gelince, bu ¢alisma okul psikolojik danigmanlari ve egitim
paydaslari i¢in bir rehber olabilir. Literatiirde 6z-sefkatin bircok pratik uygulamasi
bulunmaktadir. Bu uygulama yontemleri egitime daha fazla entegre edilebilir ve
Ogrencilerin motivasyonunu artirmanin yollar1 hakkinda bilgilendirici olabilecegi

distiniilmektedir.
2. YONTEM
2.1. Arastirmanin Deseni

Bu ¢alismada, degiskenler arasindaki iligkilerin ortaya konmasi amaglanan, iligkisel
arastirma yontemi kullanilmistir. Nicel aragtirma yontemlerinden biri olarak iliskisel

arastirma, birden fazla degisken arasindaki iligkileri ortaya koymayir amaglar

(Fraenkel vd., 2012).
2.2. Katihmcilar

Calismada, 18-29 yas araliginda olma ve tniversite Ggrencisi olma Kkriterleri,
caligmaya dahil edilme kriteri olarak belirlenmistir. Calismanin 6rneklemi, kolayda
ornekleme yontemi ile secilen 505 tiniversite 6grencisinden olusmaktadir. Verilerin
dijital ortama aktarilma siirecinde 15 katilimcinin verisi ¢esitli sebeplerden dolay1
calismadan cikarilmistir Sonug olarak, Istanbul'daki devlet veya ozel iiniversitelerde
okuyan 490 {iniversite Ogrencisinin olusturdugu veriler, daha ileri analizler i¢in

uygun bulunmustur.

490 katilmcmin 375'i kadin (%78,5), 110'u erkektir (%22,4). Farkli smif
diizeylerinde 6grenim goren iiniversite 0grencilerinden toplanan verilerin 123 1.
siifta (%25,1), 1601 2. smifta (%32,7), 113" 3. smifta (%23,1) ve 941 son sinifta
(%19,2) ogrenim gormektedir. Katilimcilarin - yaglari 18 ile 28 arasinda
degismektedir (M = 21,62, SD = 1,69). Ogrencilerin mevcut not ortalamasi 3,06 (M =
3,06) olarak bulunmustur.

Katilimeilarin ¢ogunun annesinin (n = 150, %30,6) ve babasinin (n = 164, %33,55)

egitim diizeyi lise iken, calismaya katilan Ogrencilerin 298'1 kendilerini alt-orta
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(%60,8), 155" ist-orta (%31,6) ve 25' ist-alt (%5,1) sosyo-ekonomik statiide

algilamaktadir.

2.3. Veri Toplama Araclari

Bu calismada toplam 4 ara¢ kullamilmistir: Demografik Form, Oz-Sefkat Olgegi Kisa
Formu, Akademik Yilmazlik Olcegi (AKO) ve Akademik Motivasyon Olgegi
(AMO).

2.3.1. Demografik Bilgi Formu

Aragtirmanin veri setini olusturan katilimcilarin demografik bilgilerini elde etmek
icin demografik bilgi formu gelistirilmistir (Ek B). Arastirmaci tarafindan
olusturulan Demografik Bilgi Formu, katilimcilarin yasi, cinsiyeti, mevcut sinifi, not
ortalamasi, tniversite ve boliimleri, sosyo-ekonomik durumu ve ebeveynlerinin

egitim diizeyi hakkinda bilgiler igermektedir.

2.3.2. Oz- Sefkat Olcegi Kisa Form (SCS-SF)

Oz-sefkat Olgegi, bireylerin 6z-sefkat diizeylerini dlgmek amaciyla Kristen Neff
(2003b) tarafindan gelistirilmistir. Olcegi hem arastirmacilar hem de katilimcilar igin
daha pratik hale getirmek amaciyla Raes vd. (2011) 6l¢egin 12 maddeden olusan kisa
versiyonunu gelistirmistir. Oz-Sefkat Olcegi Kisa Formu, 5 puanlik Likert formunda,
yani “neredeyse hi¢” ve “neredeyse her zaman” olarak derecelendirilmis ve alt1 alt
Olgek icermektedir; 6z-nezaket, 6z-yargilama, ortak insanlik, izolasyon, farkindalik
ve son olarak asir1 6zdeslesme. Alti alt 6l¢ekten, kendini yargilama, izolasyon ve
asir1 6zdeslesme ters kodlanarak toplama eklenmistir (Raes et al., 2011). Oz-sefkat
Olgegi Kisa Formu, Raes vd. (2011)’e gore iyi bir i¢ tutarlilik gostermistir
(Cronbach's o =.86).

Oz-sefkat Slceginin kisa versiyonunun Tiirkgeye uyarlanmasi birkag arastirmaci
tarafindan yapilmistir. Yildirnm ve Sar1 (2018), ortaokul ve lise Ogrencileri

ornekleminde Oz-Sefkat Olgegi Kisa Formunun Tiirkgeye uyarlanmis versiyonunu
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sunmustur. Bu calismada, Barut¢u-Yildirnm vd. (2023) tarafindan gelistirilen kisa
form kullanilmistir. Uyarlama versiyonu 12 maddeden olugmaktadir ve maddeler
“neredeyse hi¢” ile “neredeyse her zaman” arasinda 1 ila 5 arasinda
derecelendirilmistir. Daha yiiksek puanlar, katilimcilarin 6z-sefkat diizeyinin daha
yiiksek oldugunu gostermektedir. Olgekten alinabilecek en yiiksek puan 12, en diisiik
puan ise 60'tir (EK C). Universite dgrencilerinden olusan bir rneklemde incelenen
Oz Sefkat Olgegi Kisa Formunun test-tekrar test giivenilirlik katsayis1 0,88 olarak
bulunmustur (Barutgu-Y1ldirim vd., 2023).

2.3.3. Akademik Yilmazlik Olcegi (ARS)

Akademik Yilmazlik Olcegi (ARS), ilk olarak Cassidy (2016) tarafindan gelistirilmis
ve 6grencilerin akademik yasamlarinda karsilastiklar: zorluklara karst yilmazliklarini
O6lcmek amaciyla olusturulmustur. 30 maddelik 6lgek, sebat, yansitici, olumsuz
duygu, duygusal tepki ve uyumsal yardim arama alt dlgeklerini igermektedir. Olgekte
1, “kesinlikle katilmiyorum” anlamina gelirken, 5 “kesinlikle katiliyorum” anlamina
gelmektedir. Olgekten alinabilecek en yiiksek puan 150, en diisiik puan ise 30'dur.
Olgekten alman daha yiiksek puanlar daha yiiksek akademik yilmazlik seviyelerini
ifade etmektedir. Olgeginin giivenilirlik katsayis1 0,90 olarak bulunmustur (Cassidy,
2016).

Akademik Yilmazlik Olgeginin Tiirk diline uyarlama calismalar1 Aliyev vd. (2021)
tarafindan gelistirilmistir. 30 madde bulunan 6lcek, sebat, olumsuz duygulanim ve
adaptif yardim arama faktorlerinden olusmaktadir. Olgegin test-tekrar test
giivenilirlik katsayis1 0,79 ile 0,87 arasinda hesaplanmistir. Olgegin orijinal ve
uyarlanmis versiyonlari arasindaki toplam puanlar i¢in hesaplanan giivenilirlik

katsayis1 0,88 olarak bulunmus olup, dil esdegerliginin saglandigin1 géstermistir.

2.3.4. Akademik Motivasyon Ol¢egi (AMS)

Akademik Motivasyon Olgegi, ilk olarak Vallerand (1992) tarafindan gelistirilmistir.
Olgek, dgrencilerin akademik alandaki motivasyonlarini lgmeyi amaclamaktadir. 28

maddeden olusmaktadir ve igsel motivasyon, digsal motivasyon ve motivasyonsuzluk
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olmak {izere ii¢ alt dlgege sahiptir. Olgekte katilimcilardan “hi¢ uymuyor” ile “tam
olarak uyuyor” arasinda 1 ve 7 arasinda puanlama yapmalar1 istenmektedir.
Degerlendirmede her bir alt boyuttan elde edilen toplam puan, bireyin o alt boyuttaki
akademik motivasyon diizeyini ifade etmektedir (Karatas ve Erden, 2011). Olcekten
aliabilecek en yliksek puan 196, en diisiik puan ise 28'dir.

Olgek Karatas ve Erden (2012) tarafindan Tiirkceye uyarlanmustir. Tiirkce
versiyonda da 28 madde ve 3 faktor bulunmaktadir. Orijinal 6lgekte oldugu gibi 4
madde motivasyonsuzlukla ilgiliyken, 12'ser madde igsel ve digsal motivasyonla
ilgilidir. Olgegin giivenirlik degerleri igin yapilan Cronbach Alpha hesaplamasina
gore i¢ tutarlilik katsayist 0.97 olarak bulunmustur (Karatas ve Erden, 2011).

2.4. Verilerin Toplanmasi

Calismada kullanilan tiim veri toplama aracglar1 ve gerceklestirilmesi gereken gerekli
prosediirler, onay icin ODTU Insan Arastirmalar1 Etik Kurulu'na sunulmustur. Onay
alindiktan sonra, veri toplama programi arastirmaci tarafindan olusturulmus ve
erigilebilir 6gretim iiyelerinden dersleri siiresinde veri toplamak i¢in izin alinmistir.
Arastirmaci, 6nceden belirlenen derslerde kendini tanitmis ve calismaya iliskin kisa
bir 6zet sunmus, bilgilendirilmis onam formunu dagitmistir. Calismaya katilimin
goniilli oldugu ve gizlilik s6zlii olarak da vurgulanmistir. Ardindan, goniillii olan
katilimcilara anket formlar1 dagitilarak, tiim katilimcilara birbirlerinin yanitlarim
etkilenmemeleri ve sorulara samimi yanitlarint vermeleri hatirlatilmistir. Veri
toplama siirecinin tamaminda ayni prosediirler izlenmis ve her katilimci i¢in tiim
prosediirlerin esit olmasini saglamak amaciyla siire¢ ayni arastirmaci tarafindan

tamamlanmastir.

2.5. Verilerin Analizi

Ilk olarak, veriler arastirmaci tarafindan dijital forma aktarilirken, daha o6nce
bahsedilen 15 katilimc arastirmaci tarafindan ¢ikarilmistir. Veri analiz siirecinde, ilk
olarak, aykir1 degerler saptanmis sonrasinda SPSS 28.0 (IBM Corp, 2021) ile

betimleyici analiz, katilimcilarin demografik bilgilerinin frekans dagilimlari,

100



ortalama ve standart sapma hesaplanmistir. Cronbach'in alfa katsayis1 hesaplanarak

araclarin giivenilirligi saglanmigtir.

Ileri analizler igin test edilmesi gereken varsayimlar (normallik, dogrusallik, ¢oklu
baglant1 ve esvaryanslilik) degerlendirilerek verilerin daha ileri analizler icin
uygunlugu Sl¢iilmiistiir. Cinsiyet gruplari arasindaki farklari test etmek i¢in bagimsiz
orneklem t-testi kullanilmistir. Bir sonraki asamada, Hayes (2018) tarafindan
gelistirilen SPSS Process Macro v4.3 (Model 4) kullanilarak ¢alismanin hipotez
degiskenleri arasindaki aracilik iliskisi test edilmistir. Dolayli etkileri tahmin etmek
icin 5.000 bootstrap 6rnegi kullanilmistir. %95 giiven araligi (CI) sifirt igermiyorsa,

aracilik etkisi anlamli kabul edilmistir.

2.6. Smirhhklar

Calismanin gesitli sirliliklar: bulunmaktadir. Oncelikle, ¢alismada kullanilan veri
toplama araglar1 katilimcilarin kendi beyanlarina dayalidir ve bu da yanitlarin
dogrulugu agisindan bir dezavantaj olabilir. Veri toplama siirecinde gizlilik
vurgulanmis olsa da, drnegin, bazi1 katilimcilar akademik motivasyonlar1 hakkinda
sosyal olarak istendik cevaplar vermis olabilirler. Ayrica, veriler ara simnav
doneminden iki hafta sonra toplanmig olmasi katilimcilarin  akademik
motivasyonlarin1 degerlendirilmesinde g6z Oniinde bulundurulmasi gereken bir

durum olabilmektedir.

Ayrica, verilerin kolayda Ornekleme yontemi kullanilarak toplanmis olmasi,
caligmanin temsil giiciinii ve genelleme 6zelligini azaltabilir. Buna paralel olarak,
verilerin sadece Istanbul'daki iiniversitelerden toplanmis olmasi ve arastirmacinin
ulagabildigi 6gretim gorevlilerinin ¢ogunlukla 6zel iiniversitelerde ders vermesi,
calismanin sonuglart hakkinda sonuca varilirken dikkate alinmasi gereken bir
etkendir. Ayrica, calismaya katilanlarin ¢ogunlugunun kadin olmasi nedeniyle,

sonuglarin cinsiyet acisindan temsil giicii de dikkate alinmalidir.

Son olarak, calismada kullanilan tiim 6l¢ekler toplam puanlara gore hesaplanmistir.

Calismalar, olgeklerin toplam puanlara gore hesaplanabilecegini gosterse de, bu
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durum tiim Olgek maddelerine ayni agirlik verilmesi, baska bir deyisle faktor
yiklerinin  esit kabul edilmesi sonucunu dogurabileceginden dikkatle
degerlendirilmelidir (Aliyev vd., 2021; Barutgu-Yildirnm vd., 2023; Karagiiven,
2012; Karatas ve Erden, 2011). Dolayisiyla, bu ¢alismada kullanilan veri toplama
araclarinin sonuglari, katilimcilarin toplam 6z-sefkat, akademik yilmazhik ve

akademik motivasyon diizeyleri hakkinda bilgi saglamistir.

3. BULGULAR
3.1. Betimleyici Istatistik Bulgular

Katilimcilarin ¢aligma degiskenlerine iliskin tanimlayici istatistikler Tablo 4.2'de

gosterilmektedir.

Daha ileri analizlere gegmeden Once, cinsiyetler arasinda fark olup olmadigini
belirlemek i¢in bagimsiz ornek t-testleri kullanilmistir. Sonuglara gore, kadin ve
erkek katilimcilarin 6z-sefkat degerleri arasinda anlamli bir fark goriilmemisken
t(479) = .223, p > .05., akademik motivasyon t(479) = 5,45, p < 0,05 ve akademik
yilmazlik t(479) = 2,34, p < 0,05 degerleri kadin ve erkek katilimcilar arasinda
onemli bir fark gostermistir. Bu durumda, ¢alismanin daha ileri analizlerinde daha
dogru sonuglar elde etmek icin cinsiyet degiskeninin kontrol degiskeni olarak

arastirma modeline eklenmesine karar verilmistir.

Tablo 4.2. Degiskenler i¢in Betimleyici istatistikler

Degiskenler N min maks M SD

Oz-sefkat 484 12 58 37.63 8.92
Akademik yilmazlik 484 66 145 107.9 13.08
Akademik motivasyon 484 28 168 119.8 26.46

3.2. Degiskenler Arasi Korelasyonel Bulgular

Calismanin degiskenleri arasindaki korelasyonlar Pearson Korelasyonu kullanilarak

hesaplanmistir. Sonuglar, akademik yilmazhigin 6z-sefkatle zayif (r = .18, p <.01) ve

102



akademik motivasyonla orta derecede bir korelasyon (r = .5, p < .01) gosterdigini
ortaya koymustur (Cohen, 1988). Oz-sefkat, akademik motivasyon ile zayif bir
korelasyon gostermistir (r = .18, p <.01).

3.3. Aracilik Analizi Bulgular

Calismanin hipotezlerini test etmek icin SPSS i¢in Hayes Process Macro (v4.3)
kullanilmis ve araci degisken analizi i¢in model 4 secilmistir. Bu analiz i¢in gerekli
varsayimlar onceden test edilmistir. Sonuglar, 6z-sefkatin akademik yilmazlig
onemli Olgiide yordadigimi gostermektedir (f = .18, SE = .066, p < .001). Ayrica,
akademik yilmazlik akademik motivasyonu 6nemli 6lgtide yordadigim (5 = .46, SE =
079, p < .001). Ayrica, ¢alismanin bulgulari, akademik yilmazhgin 6z-sefkat ve
akademik motivasyon arasindaki iliskiyi kismen aracilik ettigini gostermektedir.
Bunun nedeni, dolayl: etki i¢in hesaplanan giiven araliklarinin sifir1 igermemesidir (£
= .08, SE = .022, CI [.043, .128]). incelenen tiim yollar icin kritik nokta .001 olarak
kabul edilmis; ancak, dogrudan etkinin incelendigi yol i¢in ayn1 kritik noktay1 kabul
etmek, dogrudan etkiyi anlamsiz olarak kabul ederek ve tam aracilik anlamina
gelmektedir. Sonug olarak, dogrudan etki .05 kritik noktasinda anlamlidir ve bu etki
giiven araliklari tarafindan da dogrulanmaktadir (f = .08, SE = .115, CI [.037, .491]).
Sonug olarak, akademik yilmazlik, 6z-sefkat ve akademik motivasyon arasindaki
iliskiye kismen aracilik etmistir. Tablo 4.4. aracilik analizinin sonucunu

gostermektedir.

Tablo 4.4. Aracilik Analizi Bulgulari

Path B B SE LLCI ULCI

Self-Compassion — 2642 1802% 0655 135 393
Academic Resilience

Academic Resilience — 0883 4688 0791 793 1.103
Academic Motivation

Self-Compassion —
Academic Motivation .2642 .0891" 1157 .037 491
(Direct Effect)

Self-Compassion —
Academic Motivation
(Indirect Effect via
Academic Resilience

.2505 .0845" 0221 .043 128

Note: * p < .05, ** p <.001
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4. TARTISMA

4.1. Universite Ogrencileri Arasinda Oz-Sefkat ve Akademik Motivasyon

Arasindaki Iliskide Akademik Yilmazhgin Araci Rolii

Calismada, akademik motivasyon ile Oz-sefkat arasindaki iliskideki akademik
yilmazligin araci roliiniin arastirilmasi amaglanmistir. Calismadaki degiskenlerin,
yani 0Oz-sefkatin akademik motivasyonla, 6z-sefkatin akademik yilmazlikla ve
akademik yilmazligin akademik motivasyonla anlamli bir sekilde iliskili olacagi

hipotez edilmistir.

Ik olarak, veri grubundaki olasi cinsiyet farkliliklarmi test etmek icin uygulanan
bagimsiz Orneklem t-testi sonuglarina gore, akademik yilmazlik ve akademik
motivasyon cinsiyete gore 6nemli dl¢iide farklilik gostermektedir. Ote yandan, 6z-
sefkat cinsiyete gore onemli dlclide farklilik gdstermemistir. Cinsiyet ile akademik
motivasyon ve alt dlgekleri arasindaki onemli iligki hem uluslararast hem de Tiirk
alanyazindaki calismalarla desteklenmektedir (Guay vd, 2007; Filiz ve Demirhan,
2018; Yurt ve Bozer, 2015). Ayrica, cinsiyet ile akademik yilmazlik arasindaki iligki
konusunda celiskili bulgular bulunmaktadir. Bazi ¢alismalarda cinsiyetler arasinda
onemli farkliliklar bildirilmis olsa da, bazi ¢alismalarda cinsiyetler arasinda 6nemli
farkliliklar bulunmamistir (Abubakar vd., 2021; Bakir, 2024; Wasonga, 2002).
Bunun olas1 bir nedeni, akademik yilmazligin bireyin yasadig: kiiltiire gére 6nemli

ol¢iide farklilik gosterdigini belirten ¢aligmalarin olmasi olabilir (Elnaem, 2024).

Ayrica, hesaplanan korelasyonlara gore, {iniversite Ogrencilerinde akademik
yilmazligin 6z-sefkatle anlamli bir korelasyon gosterdigini, ancak akademik
yilmazlik ile akademik motivasyon arasindaki pozitif korelasyonun daha giiglii
oldugunu ortaya konmustur. Yani, akademik olarak yilmaz bireyler ayn1 zamanda
daha yiiksek akademik motivasyona da sahip olabilirler. Regresyon temelli aracilik
analizi dikkate alindiginda, bu bulgunun ¢alismanin korelasyonel bulgulari ile paralel
oldugu sonucuna varilmistir. Buna gore, Oz-sefkat iiniversite Ogrencilerinde
akademik yilmazlig1 yordamaktadir, bu da mevcut alanyazinla uyumludur (Egan vd,
2021; Kotera vd., 2022; Ramdhanyanti ve Dewi, 2023). Bu bulgunun aksine,
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Delshad vd.. (2023) calismalarinda anlamli bir iliski bulamamislardir. Mevcut
calismanin bir baska bulgusu, akademik yilmazligin akademik motivasyonu
ongordigiiydii. Bu sonug, mevcut bilgilerle tutarlidir (Abdolrezapour, vd., 2023;
Melaku vd., 2025; Shengyao, vd., 2024). Ayrica, 6z-sefkat tiniversite 6grencilerinde
akademik motivasyonu oOngormektedir. Alanyazindaki 6z-sefkat ve motivasyon
lizerine yapilan calismalar incelendiginde, 0z-sefkat ile akademik motivasyon
arasinda anlaml iliskiler bulunmustur (Kotera vd., 2022). Ayrica, 6z-sefkat siklikla
igsel motivasyon (Kiinye ve Aydintan, 2020; Neff vd., 2005) ve kendini gelistirme
motivasyonu (Breines ve Chen, 2012) ile iliskilendirilmektedir.

Universite 6grencilerinin akademik motivasyonuna katkida bulunan faktérleri
anlamak i¢in basit bir aracilik analizi yapilmistir. Mevcut caligmanin sonucu,
calismanin bagimsiz, araci ve sonug degiskenleri arasinda anlamli bir iligki oldugunu
gostermistir, bu da tiim hipotezlerin desteklendigi anlamina gelmektedir. Yani,
akademik yilmazlik, 6z-sefkat ile akademik motivasyon arasindaki iligskiyi kismen
aracilik etmektedir. Baska bir deyisle, 6z-sefkat ile akademik motivasyon arasindaki

iliski kismen akademik yilmazlik araciliiyla kurulmaktadir.

Artan 0z-sefkatin artan motivasyonla sonuglandigi, alanyazindaki birka¢ ¢alisma
tarafindan desteklenmektedir (Kotera vd., 2022). Toplam motivasyonun yani sira,
yetigkinlerle yapilan bir calismada, 6z-sefkat ile akademik motivasyonun bir alt
boyutu olan igsel motivasyon arasinda anlamli iliskiler bulunmustur (Kiinye ve
Aydintan, 2020). Neff vd., (2005) ayrica, diisiik not alan 6grenciler arasinda 6z-
sefkat diizeyi yiiksek olanlarin igsel motivasyonlarmi siirdiirme konusunda

digerlerinden daha yetkin olduklarini 6ne siirmistiir.

Calismanin dolayli etki bulgularina gelince, anlamli dolayli etki, akademik
yilmazhigin 6z-sefkat ile akademik motivasyon arasindaki iligkiyi aracilik ettigini
gostermektedir. Bu bulgu, daha yiliksek 0z-sefkatin daha yiiksek akademik
yilmazliga yol actifini, bunun da daha yiiksek akademik motivasyona yol actigini
gostermektedir. Yukarida bahsedilen 0z-sefkat oOzellikleri, basarisizliklar ve
aksilikler karsisinda daha dengeli bir bakis agisi sunmak olarak 6zetlenebilir (Neff,

2003a). Yilmazlik gosteren kisiler, kendi strateji ve tekniklerini kullanarak cesitli
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sorunlarin {istesinden gelebilirler, bu nedenle 6grenme ve okula karsit olumlu bakis

acisini kaybetmeden akademik motivasyonlarini siirdiirebilirler (Zhang, 2022).

4.2. Arastirmanin Cikarimlari

Pratik acidan bakildiginda, c¢alismanin bulgular1 birka¢ hususun Onemini

vurgulamustir.

Cesitli calismalar, akademik motivasyonu eksik olan 6grencilerin okuldan ayrilma
olasiligmin daha yiiksek oldugunu gostermistir (Buizza, 2024; Fan & Wolters, 2014;
Passeggia vd., 2023). Tiirkiye'de yapilan ¢alismalar incelendiginde, ¢ogunun lise ve
ortaokul diizeyini hedefledigi goriilmekle birlikte, benzer sonuglar elde edilmistir
(Eranil, 2023; Giingdr ve Sar1, 2022; Zorbaz, 2018). Ogrenci motivasyonu ile iliskili
olabilecek bu kavramlari incelemek, okul terkini Onlemek i¢in hem egitim
politikalar1 hem de gelecekteki arastirmalar icin bir temel saglar. Bu calisma,
akademik motivasyonun iligkili oldugu kavramlar ve nasil gelistirilebilecegi
konusunda fikir vermek igin Dbir temel saglar. Diger yandan, ¢alismanin
degiskenlerinin uygulanabilir uygulamalar1 oldugudur. Yani degiskenlerin, yalnizca
bir 6zellik olmaktan ziyade gelistirilebilecek kavramlar oldugu anlamina gelir ve bu
anlamda cesitli paydaglara uygulamalar sunar. Neff ve Germer (2013), 8 haftalik bir
miidahale programi sunan 6z-sefkat temelli bir farkindalik programi sunmustur.
Ayrica, stresle basa ¢ikma stratejilerine dayali olarak 6grencilerin dayanikliligini
artirmak i¢in tasarlanan CORE adli program, kaygi ve 6z-sefkatte 6nemli iyilesmeler
saglamistir (Herrero vd., 2025). Pratik katkilarmin yani sira, bu uygulamalar daha

ileri deneysel veya uzun siireli ¢calismalar i¢in bir baglangi¢ noktasi da olabilir.

Sonug olarak, bu caligmanin bulgular1 6gretmenleri, egitimcileri ve 6zellikle okul
danismanlarini, 6grencilerin akademik motivasyonunu 6z-sefkat veya dayaniklilik
temelli araglar araciligiyla artirmaya tesvik edebilir. Ornegin, 6grencilerin 6z-sefkat,
akademik yilmazlik veya akademik motivasyon konusunda farkindaliklarini artirmak
icin kaynaklar veya materyaller 6grencilere aktarilabilir. Bu agidan, okul i¢indeki
midahaleler veya etkinlikler motivasyon agisindan bir avantaj saglayabilir. Ayrica,

ogrenciler de bu ¢aligmanin bulgularindan faydalanabilirler.
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4.3. Gelecek Arastirmalar icin Oneriler

Mevcut ¢alismanin bulgular1 alanyazina katki saglasa da, bu ¢alismadan gelecekteki

caligmalarin dikkate almas1 gereken bazi sinirlamalar bulunmaktadir.

[lk olarak, bu ¢alisma kesitsel bir tasarim kullanmustir, yani katilimcilardan ii¢ dlcegi
tek seferde tamamlamalar1 istenmistir. Calismaya konu olan {i¢ degisken de zamanla
degisebilecek oOzelliklere sahip oldugu gbéz Oniinde bulunduruldugunda mevcut
¢alismanin sonuglariin farkli zaman ve kosullarda degisip degismeyecegini anlamak

icin gelecekte yapilabilecek boylamsal ¢alismalar 6nemlidir.

Ayrica, bu caligmanin verileri katilimcilarin 6z bildirim 6l¢timlerine dayanmaktadir,
bu caligmalar, deneysel olmayan yapilari nedeniyle bazi sinirlamalara sahiptir. Bu
nedenle, gelecekte nitel ¢alismalarin yapilmasi 6nemlidir. Ayrica, korelasyonel bir
calisma tasarimi benimseyen bu calisma, herhangi bir nedensellik gdstermez, bu
nedenle miidahalelerin oldugu deneysel c¢aligmalar daha gilivenilir sonuglar

verecektir.

Bir baska potansiyel sorun ise, mevcut calismanin sadece Istanbul'da yasayan Tiirk
tiniversite Ogrencileriyle gergeklestirilmis olmasidir. Ayrica, arastirmacinin erkek
katilimcilara erisiminin kisith olmasi nedeniyle, calismanin o6rneklemi agirlikli
olarak kadin katilimcilardan olusmustur. Bu nedenle, daha genis bir 6rneklem ve
demografik acidan daha dengeli bir veri grubu ile gerceklestirilecek calismalar,

calismanin genellendirebilirligini artirabilir.

Son olarak, bu calismada Akademik Yilmazlik Olgegi (ARS), Akademik Motivasyon
Olgegi (AMS) ve Oz-Sefkat Olgegi Kisa Formu (SCS-SF) kullanilmistir. Bununla
birlikte, katilimcilarin ilgili degiskene yonelik degerlerini 6l¢mek igin gelistirilmis
baska oOlcekler de bulunmaktadir. Gelecekteki c¢aligmalarda kullanilacak diger
Olcekler, bu ¢alismanin sonuclarina katki sunmak igin islevsel olabilir. Ek olarak,
tim Olgekler tek bir toplam puan hesaplanarak analiz edilmistir. Gelecekteki

caligmalarda, bu 6l¢eklerdeki faktorleri ayr1 ayri inceleyerek daha kapsamli sonuglar
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elde edilebilir; 6rnegin, akademik motivasyon, toplam motivasyonun yani sira igsel

ve digsal motivasyon olarak ayr1 ayr1 analiz edilebilir.
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