L

View metadata, citation and similar papers at core.ac.uk brought to you byf/\‘: CORE

B4
Kuram ve Uygulamada Egitim Bilimleri ¢ Educational Sciences: Theory & Practice o 14(4) o 1263-1284
©2014 Egitim Danismanligi ve Arastirmalari Iletisim Hizmetleri Tic. Ltd. Sti.

www.edam.com.tr/kuyeb
DOI: 10.12738/estp.2014.4.2050

Tukenmislik, Akademik Bagar ve 0z Diizenleme
Arasindaki lligkilerin Analizi

Erding DURU® Sibel DURU’

Pamukkale Universitesi Pamukkale Universitesi

Murat BALKIS®

Pamukkale Universitesi

0z

Bu calismanin amaci; tikenmislik, akademik basari ve 6z dizenleme arasindaki iliskileri yapisal iki model
tzerinden incelemektir. Birinci modelde; duygusal tikenmisligin, duyarsizlasmanin ve akademik basarinin di-
slik akademik yeterlikle iliskisi, ikinci modelde ise modele 6z dizenleme eklenerek degiskenlerin birbirleriyle
iliskisi test edilecektir. Arastirmaya, Pamukkale Universite'nin farkli bolimlerinden, yaslari 18 ile 24 arasinda
degisen 383 lniversite 8grencisi katilmistir. Arastirmada veri toplamak amaciyla Maslach Tiikenmislik Olcegi
Ogrenci Versiyonu, 0z Diizenleme Olcegi ve Kisisel Bilgi Formu kullanilmistir. Sonuclar akademik basarinin
tikenmislikle olumsuz, 6z dizenlemeyle olumlu yonde iliskili oldugunu géstermektedir. Analiz sonuclarina
gore, duyarsizlasma duygusal tikenmislik-akademik basari ve duygusal tikenmislik-disiik akademik yeterlik
iliskisinde tam; akademik basari ise duyarsizlasma-diusiik akademik yeterlik iliskisinde kismi aracilik rolleri
Ustlenmektedir. Analiz sonugclari ayrica, 6z dizenlemenin tikenmislik-akademik basari iliskisinde hem dog-
rudan hem dolayli rolleri oldugunu géstermektedir. Sonuclara gére, 6z diizenleme duyarsizlasma-duygusal
tikenmislik iliskisinde tam, azalmis akademik yeterlik-akademik basari arasindaki iliskide ise kismi aracilik
rolleri Ustlenmektedir. Bulgular alan yaziniyla iliskisi ¢ercevesinde tartisilmis, arastirmaci ve uygulamacilara
oneriler sunulmustur.
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Glintimiiz insani, sanayi devrimi ile baglayan ve  nucu olarak; toplumun bireylerden, bireylerin de
gegen ylzyilin son geyreginde hiz kazanarak her  toplumdan beklenti ve talepleri artmis ve farklilag-
alana yayilan teknolojik gelismelerin toplumsal ve ~ mustir. Cagdas yasam bireye bir yandan biiyiime,
ruhsal diizeyde etkilerinin gozlendigi bir ortam-  degisme, gelisme icin yeni firsatlar sunarken diger
da yasamaktadir (Tolan, 1981). Bilginin dolagimi  yandan ondan degisen ve gesitlenen rollerine bagh
ve teknolojik gelismelerin toplumsal, ekonomik,  olarak ¢evresine uyum saglamasini beklemektedir.
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olarak kisisel, ailevi, sosyal ve ekonomik pek ¢ok
seyle bas etmek zorunda kalan insan, gittik¢e zor-
lanmakta; kendisini giigsiiz, yorgun, basarisiz ve
titkenmis hissetmektedir. Kendilerini titkenmis his-
seden insanlarin sayisindaki bu arti bilim adamla-
rinun ilgisini gekmekte, tilkenmislik olgusu giinden
gline artan bir ilgi ile aragtirmalara konu olmaya
devam etmektedir.

Titkenmislik kavramy, ilk olarak goniilli saglik ¢a-
lisanlar1 arasinda yorgunluk, hayal kiriklig: ve isi
birakmayla karakterize edilen bir durumu tanim-
lamak i¢in Freudenberger tarafindan kullanilmigtir
(Kagmaz, 2005). Daha sonra Maslach ve Jackson
(1981) tarafindan; duygusal titkenme, duyarsizlag-
ma ve diisiik kisisel yeterlik olmak tizere ti¢ boyutlu
bir yap1 olarak kavramlagtirilan titkenmislik olgu-
su, ilk olarak bir meslekle iliskisi baglaminda ve
isle ilgili bir olgu olarak distniilmiistiir. Duygusal
titkenme bireyin duygusal olarak kendisini yogun,
yorgun, yiklenmis ve titkenmis hissetmesidir. Du-
yarsizlasma kisinin hizmet verdigi kisilere karsi,
duygudan yoksun bigimde tutum ve davraniglar
sergilemesidir. {letisimde esit iki insan iliskisi yeri-
ne, hizmet verilen kisilere aldiris etmeme ve olum-
suz tepkilerde bulunma, bu bireylerde siklikla go6-
riilen davranig bigimleridir (Kagmaz, 2005). Kigisel
basart eksikligi ya da diisiik kisisel yeterlik ise kisinin
kendisini sorunlarla bas etmede basarisiz, yetersiz
ve gligsliz gormesidir. Dolayisiyla duygusal olarak
tiikenen, hizmet verdigi insanlara ve kendine y6ne-
lik olumsuz bir tutum igine giren, isin gerektirdigi
davraniglar1 sergileyemeyen ve gevresel taleplerle
bas etmede zorlanan bireylerde kisisel yeterlik duy-
gularinin azalmasi beklenebilir.

Tiikenmislik-Akademik Basar1 {liskisi

Titkenmislik bir meslegi icra etme ve isle ilgili bir
olgu olarak goriilmesine ragmen, son yillarda aras-
tirmacilar tikenmigligin O6grenciler arasinda da
olduk¢a yaygin olduguna dikkat ¢ekmektedirler
(Balogun, Pellegrini, Miller ve Katz, 1999; Cush-
man ve West, 2006; Etzion ve Zvi, 2004; Hu ve
Schaufeli, 2009; Jacobs ve Dodd, 2003; Jia, Rowlin-
son, Kvan, Lingard ve Yip, 2009; Salmela-Aro, Tol-
vanen ve Erik-Nuirmi, 2009; Santen, Holt, Kemp ve
Hemphill, 2010; Schaufeli, Schaufeli ve Salanova,
2007; Salanova, Gonzales-Roma ve Bakker, 2002;
Schorn ve Buchwald, 2007; Yang, 2004). Schaufeli,
Martinez ve arkadaglar1 (2002) 6grencinin yagadigi
titkenmisligi; okul galigmalarina yénelik hissedilen
yilginhk (duygusal tikenmislik), ilgisizlik (duyar-
sizlagma) ve hissedilen akademik yetersizlik (diigiik
akademik yeterlik) olarak kavramlagtirmaktadirlar.
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Yang (2004), 6grencilerin yasamis olduklar: tii-
kenmisligin, hizmet alaninda galisan yetigkinlerin
yagadiklar: titkkenmislige benzer gostergelere sahip
oldugunu rapor etmektedir.

Alan yazininda siklikla vurgulandig1 gibi, tiiken-
miglik sadece kisiler arasi siireclerde etkili olan
bir degisken izlenimi vermemekte, ayn: zamanda
akademik yasamla ilgili olarak 6grencileri olumsuz
yonde etkileyen bir degisken olarak da gortilmek-
tedir. Ogrenciler arasinda yasanilan titkenmiglik;
devamsizliga, okul galigmalarini tamamlamaya yo-
nelik diisiik motivasyona ve okulu birakmaya yol
acabilmektedir (Meier ve Schmeck, 1985; Ramist,
1981den akt., Yang, 2004, s. 287). Okulu birakma
egilimine ek olarak, 6grenciler arasinda yasanilan
titkenmislik ve okul ¢aligmalarina yonelik istek-
sizlik, Ogrencilerin akademik bagar1 ve perfor-
manslarini da olumsuz yonde etkileyebilmektedir.
Nitekim, 6grenciler arasinda yasanilan titkenmis-
lik diizeyi ile akademik bagar1 arasindaki iligkiyi
inceleyen ¢aligmalar, titkenmigliginin 6grencilerin
akademik basarilar1 tizerinde olumsuz bir etkisi ol-
dugunu rapor etmektedir (Caballero, Cecilia, Abel-
lo, ve Palacio, 2007; Garden, 1991; Jacobs ve Dodd,
2003; McCarthy, Pretty ve Catano, 1990; Schaufeli,
Martinez ve ark., 2002; Yang, 2004). Aragtirmalar
ayrica, tilkenmigligin; etkisiz ders ¢aligma strateji-
leri, notla ilgili kaygilar (Boudreau, Santen, Hemp-
hill ve Dobson, 2004), etkisiz akademik ugraslar
(Duran, Extremera, Rey, Ferndndez-Berrocal ve
Montalbén, 2006; Salmela-Aro ve ark., 2009; Ulu-
dag ve Yaratan, 2009; Zhang, Gan ve Cham, 2007)
ve algilanan ¢aligma yiikii (Jacobs ve Dodd, 2003;
Yang ve Farn, 2004) ile iligkili oldugunu gostermek-
tedir. Yukaridaki ¢aligmalarin 15181 altinda, tiiken-
misligin olumsuz ve istenilmeyen sonuglarimnn, ti-
kenmislik yasayan 6grenciler i¢in akademik yasami
karmagik ve kontrol edilmesi gii¢ bir hale getirdigi,
ayn1 zamanda grencilerin yagam kalitesini olum-
suz yonde etkiledigi sdylenebilir.

Yukaridaki titkenmislik-akademik bagari iliskisine
yonelik verilen arastirma bulgularina ek olarak Fre-
udenberger (1974) titkenmisligi; enerji, gii¢ ve kay-
naklar arasindaki agir1 taleplerden dolay: kisinin
basarisiz olmasi, yipranmasi ve tiikkenmesi olarak
nitelendirmektedir (akt., Giindiiz, 2005). Edelwich
ve Brodsky (1980) tikenmisligin, hayal kiriklig: ile
sonuglanan yiiksek beklentiler, enerjide azalma-
nin yol agtigi durgunluk, kisisel beklentilerinden
vazgegmenin yol agtig1 engellenmislik duygusu ve
kisinin yaptig1 ise yonelik ilgisizligi ve duyarsizligi
seklinde kendine gosteren kayitsizlik (apati) olmak
tizere dort asamali bir siiregte ortaya ¢iktigini be-
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lirtmektedirler. Edelwich ve Brodsky (1980) ile
Freudenberger’in (1974) titkenmislikle ilgili ku-
ramsal agiklamalar1 6grenciler arasinda yaygin ola-
rak goriilen titkenmislik olgusunu anlamada kav-
ramsal bir erceve olarak kullanilabilir. Universite-
ye uyum siirecinde, 6grencilerin tiniversite ve aka-
demik gevreden beklentilerinin yaninda, akademik
gevrenin de 6grencilerden bazi beklentileri oldugu
yargust ileri siiriilebilir. Universiteye yiiksek beklen-
ti, enerji ve umutla gelen 6grenciler bu beklentileri
karsilayabilecek bir gevreyle karsilasmazlarsa hayal
karikligr ve engellenmislik yasayabilirler. Benzer bir
hayal kiriklig1 ve engellenmislik, akademik ¢evre-
nin 6grencilerden beklentileriyle iligkili olarak da
yasanabilir. Eger 6grenciler kendilerinden yeni rol-
leri ve ytikiimliliikleri ile ilgili akademik beklenti-
leri karsilayabilecek ve bu taleplerle bas edebilecek
yeterli giigleri, kaynaklar1 ve enerjileri olmadigini
fark ederlerse hayal kiriklig1 yasayabilir, akademik
stireglere katilmada daha az istekli olabilir, geri ge-
kilme davranislar1 gosterebilirler. Dolayisiyla aka-
demik ytikiimliiliiklerin ve beklentilerin kargilan-
masinda ilgisizlik, kayitsizlik ve enerjisizlik 6gren-
cilerin performanslarini ve akademik bagarilarini
olumsuz etkileyebilir. Diigen akademik performans
ve basarilarina bagli olarak ogrenciler kendile-
rini daha az yeterli, daha az basarili ve daha fazla
gligsiiz algilayabilirler. Bu ¢aliymada da benzer bir
akal yuirtitmeyle, 6grencilerin duygusal titkenmislik
diizeylerinin, duyarsizlasma diizeylerini artiracagi
dolayisiyla akademik basarilarini diigiirecegi, dii-
sen akademik basarilarina bagli olarak 6grencilerin
kendilerini daha az bagarili ve daha az yeterli algila-
yacaklar1 beklentisinden hareket edilmistir.

Oz Diizenleme-Tiikenmiglik liskisi

Oz diizenleme Bandura (1977) tarafindan, “bireyin
kendi duygu, diisiince ve davraniglarini gozleyip,
kendi ol¢iitleriyle kargilagtirarak yargida bulunmas:
ve davranislarini bu élgiitlere uygun hale getirmesi
olarak tanimlanmaktadir” (akt., Senemoglu, 2013,
s. 235). Banduraya benzer sekilde, Boekaerts, Pint-
rich ve Zeidner (2000) tarafindan 6z diizenleme,
kisisel amaglara ulasmak igin bireyin duygularin,
dusiincelerini ve davranislarini dontistimsel olarak
planlamas ve uyarlamasi olarak tanimlanmaktadur.
Her iki tanimda vurgulanan ortak ozellik; bireyin
duygularini, disiincelerini ve davraniglarini du-
rumlarla ve kosullarla bas edebilecek sekilde yone-
tebilmesi, bir diger ifadeyle kontrol edebilmesidir.

Bandura (1977), “Bireyin performans standartlar:
ulagilabileceginden ¢ok yiiksekse, bunun birey igin

mutsuzluk kaynag: olabilecegi” degerlendirme-

sini yapmaktadir (akt., Senemoglu, 2013, s. 235).
Banduranin 6z diizenleme ile ilgili kuramsal agik-
lamalarina benzer sekilde, alan yazina bakildiginda
titkenmisligin de ytiksek kisisel beklentiler, diisiik
kontrol diizeyi ve diisiik motivasyonla pozitif yon-
de iliskili oldugu gériilmektedir. Ornegin, Tiimkaya
(1996), titkenmisligin bireyin gergek disi beklen-
tileri ile gergek beklentiler arasindaki uyumsuzlu-
gun fazla olmasi sonucunda, Edelwich ve Brodsky
(1980) ise titkenmisligin bireyin yiiksek beklenti-
lerinin hayal kiriklig1 ile sonu¢lanmasi sonucunda
gelistigini belirtmektedirler. Bireyin kisisel potan-
siyeliyle tutarsiz olarak, amaglarini ulagilamayacak
kadar ytiksek olarak belirlemesi onu hayal kirikli-
gina ugratabilir. Bireyin, kendi degerlendirmesi so-
nucunda performans standartlarina ulasamadigini
gormesi, giderek kendini giigsiiz ve degersiz hisset-
mesine neden olabilir. Ornegin, ilgili alan yazina
bakildiginda tiikenmisligin kisisel yeterlik alt boyu-
tuyla duygularini diizenleme arasinda olumlu, duy-
gusal tiikenmiglik ve duyarsizlasma boyutlarinin
ise duygusal diizenleme ile olumsuz yonde iligkili
oldugu goriilmektedir (Brackett, Palomera, Mosja,
Reyes ve Salovey, 2010; Celik, Tabak, Pasa Uysal,
Sigr1ve Turung, 2010; Lee, 2010). Bir diger ifadeyle,
duygusal 6z diizenleme diizeyi arttikga kisisel ye-
terlik diizeyi artmakta, tersi durumda, duygusal 6z
diizenleme diizeyi azaldik¢a duygusal tiikenmislik
ve duyarsizlasma diizeyi artmaktadir. Yukaridaki
agiklamalar 15181nda, yitksek 6z diizenleme bece-
rilerine sahip 6grencilerin, kendi kisisel beklen-
tilerini durumsal ve sosyal taleplere gore yeniden
diizenleme yoluna giderek i¢inde bulunduklari du-
rumun olumsuz etkisinden kurtulabilecekleri yar-
gist ileri siiriilebilir. Ilgili alan yazin incelendiginde,
6z diizenleme becerileri yiiksek olan bireylerin, 6z
diizenleme becerileri diisiik olanlara gore is ve okul
bagarilarinin yiiksek ve genel olarak ruh saghklari-
nin daha iyi oldugu goriilmektedir (Baumeister ve
Vohs, 2007). Davranis, duygu ve diisiincelerini 6n-
celik ve gereksinimlerine bagl olarak etkili bir se-
kilde diizenleyebilen 6z diizenleme diizeyi yiiksek
bireyler, kendi yeteneklerine yonelik daha gergekgi
bir algiya sahip olduklarindan iyi bir performans
i¢in gerekli olan standartlarin ve olgiitlerin gogu
kez farkindadirlar. Buna karsin distik 6z dizen-
leme becerilerine sahip 6grenciler beklentilerini,
sosyal ve durumsal talepler dogrultusunda yeniden
yapilandirmadiklarinda, yasanilan gigliikler ve
engellemeler karsisinda hayal kirikligina ugraya-
bilir, akademik stireclere katilmada daha az istekli
olabilir, geri gekilme davranislar1 gosterebilirler. Bu
yasantilar da 6grencilerin akademik ¢aligmalarina
yonelik ilgilerini olumsuz etkileyerek duyarsizlas-
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malarina ve akademik performanslarindaki diisiisle
birlikte kendilerini giigsiiz ve yetersiz hissetmeleri-
ne yol acabilir.

Oz Diizenleme-Akademik Basari iligkisi

Alan yazinda yer alan bircok ¢aligmada, egitimin
hemen hemen her kademesinde, 6z diizenleme
stratejilerini  kullanmanin akademik basar1 ile
olumlu yonde iliskili oldugu rapor edilmektedir
(Bembenutty ve Zimmerman, 2003; Cantwell,
1998; Eom ve Reiser, 2000; Nota, Soresi ve Zimmer-
man, 2004; Pintrich ve De Groot, 1990; Trainin ve
Swanson, 2005; Uredi ve Uredi, 2005). Benzer sekil-
de, Pitrinch ve Garcia (1994) davranislarini diizen-
leyebilen 6grencilerin, davranislarini etkili sekilde
diizenleyemeyen ogrencilere gore akademik basa-
rilarmnin daha yiiksek oldugunu belirtmektedirler.
Eom ve Reiser (2000) yaptiklar: aragtirmada, daha
yiiksek diizeyde 6z diizenleme becerilerini kullanan
ogrencilerin, daha diisiik diizeyde 6z diizenleme
becerilerini kullanan 6grencilere gore bilgisayar
tabanli dersleri daha iyi 6grendiklerini bulmuglar-
dir. Uredi ve Uredi (2005) yaptiklari ¢aligmanin
sonucunda, 6z diizenleme stratejilerinin ve moti-
vasyonel inanglarin birlikte matematik basarisini
ongorebildigini rapor etmektedirler. Cantwelln
(1998) ¢aligmass, yiiksek 6z diizenleme becerileriy-
le akademik bagar1 arasinda olumlu yonde iligkili
oldugunu gostermektedir. Nota ve arkadaglarinin
(2004) yaptiklari bir diger ¢aligmada, 6z diizenleme
stratejilerinin akademik basariy1 6ngérdiigii bulun-
mustur. Son olarak, Bembenutty ve Zimmerman
(2003) 6z duzenleme ile akademik basari arasinda
nedensel bir iligki oldugunu vurgulamaktadirlar.
Yukaridaki ¢aligmalar bir biitiin olarak degerlendi-
rildiginde, yiiksek 6z diizenleme becerilerine sahip
ve kendi 6grenme davranislarini kontrol edip kar-
silagtiklar1 durumlara gore yeniden diizenleyebilen
ogrencilerin, akademik basarilarinin da bundan
olumlu etkilenecegi degerlendirmesi yapilabilir.

Yukaridaki arastirma bulgularindan da anlagilacag:
gibi, tilkenmisligin duygusal titkenmislik, duyarsiz-
lasma ve dusiik kisisel yeterlik seklinde asamali bir
stiregle ortaya ¢ikiyor olmasi ve 6gretmen adaylar:
arasinda yaygin olarak goriilen tiikkenmislik olgu-
sunun kigisel degiskenler arasinda yer alan; kisisel
beklentiler, kisisel kontrol diizeyi, duygularini di-
zenleme ve motivasyon gibi 6z diizenleme beceri-
sinin bilesenleri ile iligkili olmasi, titkenmislik-aka-
demik basari iligkisinde 6z diizenleme becerilerinin
dogrudan ya da dolayli ne gibi rollerinin olabilecegi
sorusunu akla getirmektedir. Bu soruya verilecek
yanut, gorgiil ¢aligmalar 1s181inda, okul ortaminda

JF 1266

ogrencilerin tilkenmislik diizeylerini azaltmaya,
dolayisiyla akademik yeterlik diizeylerini ve aka-
demik basarilarini artirmaya yonelik diizenlenecek
miidahale programlar1 i¢in 6nemli bir temel teskil
edebilir.

Aragtirmanin Amaci

Bu galiymanin amacy; duygusal tiikenmislik, du-
yarsizlagma, diisiik akademik yeterlik ve akademik
bagar1 arasindaki iligkilerin yapisal iki modelle test
edilmesidir. Alan yazinda konuyla ilgili daha 6nce
yeterli sayida aragtirmanin yapilmamis olmasi ve
titkenmislik, akademik basar1 ve 6z diizenleme
arasindaki iliskilerin yapisal modelle ilk defa bu
galigmayla arastiriliyor olmasi galigmanin 6nemi-
ni artirmaktadir. Birinci modelde duygusal titken-
misligin, duyarsizlasmanin ve akademik bagarinin
digiik akademik yeterlikle iliskisi, ikinci modelde
ise modele 6z diizenleme eklenerek degiskenlerin
birbirleriyle iligkisi test edilecektir. Yapisal model-
lerde 6ngoriilen iligkiler Sekil 1 ve 2'de yer almakta
ve yapisal modellerdeki olasi beklentiler agagida te-
mellendirilmektedir.

Birinci modelle iliskili olarak, Freudenberger (1974)
ve Edelwich ve Brodskynin (1980) vurguladig
gibi, eger titkenmislik birbirleriyle iliskili stireclerin
sonucu olarak ortaya ¢ikiyorsa, once duygusal tii-
kenmislik sonra duyarsizlasma ve kayitsizlik en so-
nunda da diisiik akademik yeterligin ortaya ¢ikacagi
degerlendirmesi yapilabilir. Dolaysiyla duygusal
titkenmisligin  duyarsizlasmayi, duyarsizlagmanin
da disiik akademik yeterligi 6ngormesi beklenebilir.
Ikinci olarak, duygusal titkenmigligin bir fonksiyonu
olarak artan duyarsizlasma nedeniyle birey kendin-
de yeterli basa ¢ikma kaynaklarmin ve enerjinin ol-
madigini diigiiniiyorsa, akademik siireglerle daha az
ilgilenecegi i¢in akademik basarisi diigebilir ve aka-
demik anlamda kendini yetersiz algilayabilir. Bir di-
ger ifadeyle, yiiksek duygusal tilkenmislik diizeyinin
dogrudan degil, duyarsizlasma araciligiyla akademik
bagar1 ve diisiik akademik yeterlik diizeyini 6ngo-
recegi degerlendirmesi yapilabilir. Ugiincii olarak,
duyarsizlasma diizeyi akademik siireglere ilgiyi ve
katilimu azaltiyorsa, azalan ilgi ve katilimin bir fonk-
siyonu olarak bireyin akademik bagarisinin diigecegi,
diigen akademik basari diizeyinin ise bireyin kendini
yetersiz olarak algilamasina zemin olusturabilece-
i degerlendirmesi yapilabilir. Bir diger anlatimla,
akademik basarinin duyarsizlagma-disiik akademik
yeterlik iligkisine aracilik etmesi beklenebilir.

Ikinci modelle iliskili olarak, birey yeni durumlarla
bas edebilecek gii¢, kaynak, motivasyon ve enerji-



DURU, DURU, BALKIS / Tikenmislik, Akademik Basari ve Oz Diizenleme Arasindaki iliskilerin...

Sekil 1

Duygusal Tiikenmislik, Duyarsizlasma, Diisiik Akademik Yeterlik ve Akademik Basar Arasindaki Iligkiler

den yoksun oldugunu diisiiniiyorsa, yiiksek duygu-
sal tiikenmiglikten dolay: duyarsizlagip akademik
bagarisini diigiiriiyorsa ve diisen akademik basari-
sina bagli olarak kendini daha az yeterli algiliyorsa;
bireye yeni durumla bag edebilecek sekilde 6z dii-
zenleme becerileri kazandirilarak duyarsizlasma-
nin akademik bagar1 ve diisiik akademik yeterlik
diizeyi iizerine etkisi azaltilarak bireyin daha az
duyarsiz olmasi, dolayisiyla daha yiiksek akademik
bagari elde etmesi ve kendini daha yiiksek diizeyde
yeterli gormesi saglanabilir.

Sekil 2

Sonug olarak yukaridaki agiklamalar 1s181nda, bu
calismada, asagida sunulan hipotezler test edile-
cektir. Birinci modelle iliskili olarak; 1) Ogrencilerin
duygusal tilkenmislik diizeyi, duyarsizlagma diizey-
lerini 6ngérecek, 2) Ogrencilerin duygusal titken-
mislik diizeyi, duyarsizlagma diizeyleri araciligiyla
akademik bagarilarini ve diisitk akademik yeterlik
diizeylerini dngérecek, 3) Ogrencilerin duyarsizlas-
ma diizeyi akademik bagarilarini ve diisiik akade-
mik yeterlik diizeylerini éngérecek, 4) Ogrencilerin
duyarsizlagma diizeyi, akademik bagar1 araciligiyla

Tiikenmislik Akademik Basar: Iliskisinde Oz Diizenleme Becerilerinin Aracilik Rolii
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diisiik akademik yeterlik diizeylerini 6ngorecektir.
Ikinci modelle iliskili olarak; 5) Ogrencilerin 6z dii-
zenleme becerileri; duygusal titkenmislik, duyarsiz-
lasma, akademik bagari ve diigiik akademik yeterlik
arasindaki iliskiye aracilik edecektir.

Yontem
Arastirma Modeli

Bu ¢aligma, tarama modelinde betimsel bir ¢alismadir.
Nicel verilere dayali olarak var olan durum betimlen-
mekte ve buna bagli olarak titkenmislik, 6z diizenle-
me ve akademik basar1 degiskenlerinin birbirleriyle
ne diizeyde iliskili oldugu ve bu iligkilerin énerilen
kavramsal modellerde ne 6l¢iide dogrulandig: Yapisal
Esitlik Modeli analizleri tizerinden incelenmektedir.

Calisma Grubu

Aragtirmaya  Pamukkale  Universitesi ~Egitim
Fakiiltesinde farkli bolimlerde 6grenim goren yas-
lar1 18 ile 24 (X= 21.05, ss =1.55) arasinda degisen
232’si kiz ve 1511 erkek olmak tizere 383 6grenci
katilmigtir. Galigmaya Sinif Ogretmenliginden 53,
Okuldncesi Ogretmenliginden 57, Fen ve Teknoloji
Bilgisi Ogretmenliginden 72, Sosyal Bilgiler Ogret-
menliginden 48, Resim I3 Ogretmenliginden 30,
Miizik Ogretmenliginden 20, Ingilizce Ogretmen-
ligi 40 ve Rehberlik ve Psikolojik Danismanlik Ana
Bilim dalinda 6grenim géren 63 6grenci katilmistir.
Arastirmaya katilan 6grenciler segkisiz yontemle
belirlenmistir.

Veri Toplama Araglar1

Aragtirmada veri toplamak amaciyla, Maslach Tii-
kenmislik Olgegi Ogrenci Versiyonu, Oz Diizenle-
me Olgegi ve Kisisel Bilgi Formu kullanilmugtir.

Maslach Tiikenmislik Olgegi (Ogrenci Versiyo-
nu): Schaufeli, Martinez ve arkadaslar1 (2002) ta-
rafindan, 6grencilerin tilkenmislik diizeylerini be-
lirlemek amaciyla gelistirilen Maslach Tiitkenmislik
Olgegi (6grenci versiyonu), 15 maddelik 71i Likert
tipi bir 6lgektir. Olgek duygusal titkenmislik (Emoti-
onal Exhaustion), duyarsizlasma (Cynicism) ve dii-
siik akademik yeterlik (Reduced Academic Efficacy)
olmak iizere iig alt boyuttan olugmaktadir. Olgekten
yitksek puan almak, daha yiiksek tiikenmisligin
gostergesi olarak kabul edilmektedir. Aragtirmacilar
6lcegin i¢ tutarhk katsayisini, duygusal tiikenmislik
boyutu igin a= .80, duyarsizlasma boyutu i¢in a= .86
ve akademik yeterlik boyutu i¢in a= .67 olarak rapor
etmiglerdir (Schaufeli, Martinez ve ark., 2002).
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Olgek, Balkis, Duru, Bulus ve Duru (2011) tara-
findan Tiirkgeye uyarlanmistir. Olgegin i¢ tutarlik
katsayis1 duygusal tiikenmislik boyutu i¢in a= .83,
duyarsizlagsma boyutu i¢in a= .81, diisitk akademik
yeterlik boyutu igin a= .70 ve tiim olgek igin a=
.83 bulunmugstur. Ol¢egin yap1 gegerligi icin fak-
tor analizi yapilmistir. Olgegin faktdr yapisina ilis-
kin analizler, 6lgegin toplam varyansin %31,08’ini
agiklayan 4.662 6zdegerli 1. faktor (duygusal tii-
kenmislik 5 madde), toplam varyansin %14,7’sini
agiklayan 2.219 6zdegerli II. faktor (duyarsizlagma
4 madde) ve toplam varyansin %9,42’sini agiklayan
1.41 6zdegerli II1. faktor (diigiik akademik yeterlik
6 madde) olmak tizere ii¢ faktorden olustugunu
ve her ti¢ faktériin toplam varyansmn % 55,30'unu
agikladigini gostermistir. Bu analizler sonucunda,
Maslach Tiikenmislik Olgeginin ogrencilerin tii-
kenmislik diizeyini belirlemede, gegerli ve giivenilir
bir 6l¢gme araci olarak kullanilabilecegi rapor edil-
mektedir (Balkis ve ark., 2011). Maslach Tiiken-
mislik Olceginde (Ogrenci versiyonu) alt 6lgekler
puanlanmaktadir. Alt élgeklerin puanlanmas: ilgili
alt olgege verilen yanitlarin toplanmas: seklinde
gergeklesmektedir. Duygusal tiikenmislik ve du-
yarsizlagma alt Slgeklerinde verilen yanitlar oldu-
gu gibi puanlanirken, diisiik akademik yeterlik alt
olgeginde ise maddeler tersten hesaplanarak puan-
lanir. Olgekten alinan puan arttik¢a titkkenmislikte
artmaktadir.

Oz Diizenleme Olgegi: Tuckman (2002) tarafindan
ogrencilerin 6z diizenleme diizeylerini belirlemek
amaciyla gelistirilen Oz Diizenleme Olgegi, 9 mad-
delik Likert tipi bir 6lgektir. Olgegin i tutarlik kat-
sayisini a= .88 olarak rapor edilmistir (Tuckman,
2002). Olgek, Duru, Balkis, Bulug ve Duru (2009)
tarafindan Tiirkgeye uyarlanmustir. Olgegin ig tu-
tarlik katsayisi a= .73 bulunmustur. Olcegin yap1
gegerliligini test etmek igin faktor analizi yapilmus,
analizler sonucunda, maddelerin faktér yiiklerinin
%36,6’s1n1 olusturan 2.9 6zdegerli bir faktor tize-
rinde toplandigi goriilmiistiir. Bu analizler sonu-
cunda Oz Diizenleme Olgeginin dgrencilerin 6z
diizenleme diizeyenlerini belirlemede, gegerli ve
guvenirli bir 6lgme araci olarak kullanilabilecegi
rapor edilmektedir (Duru ve ark., 2009). Olgekten
alian puan arttik¢a 6z diizenleme beceri diizeyi de
artmaktadir.

Kisisel Bilgi Formu: Katilimcilarin demografik
ozelliklerine iligkin bilgiler, gelistirilen “Bilgi For-
mu” ile toplanmustir. Bilgi formunda, 6grencilerin
cinsiyeti, yas1, 6grenim gordigi sinif diizeyi ve ra-
por edilmis akademik basarilarini belirlemeye ilis-
kin sorular bulunmaktadr.
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Eaelgg?k;nlere Ait Betimleyici Istatistikler ve Korelasyon Katsayilar: (N=384)
Ortalama SD 1 2 3 4 5

1. Duygusal Tiitkenmislik 17.70 6.96 56404 2830 3621 173
2. Duyarsizlasma 13.45 6.09 4250 -.500%** -.250%*
3. Diisitk Akademik Yeterlik 15.17 5.30 - -.4464** -.286**
4.0z-Diizenleme 24.88 3.87 36174
5.Akademik Bagar1 2.46 .40

**p <.01,***p <.001
Verilerin Toplanmasi ve Analizi Bulgular

Calisma grubunu olusturan o6gretmen adaylari-
na, bilgi formuyla birlikte Maslach Tiikenmislik
Olgeginin 8grenci versiyonu grup halinde smnif or-
taminda uygulanmustir. Uygulama yaklasik olarak
15-20 dakika stirmiistiir. Verilerin analizinde SPSS
15 programi ve AMOS 7.0 programi kullanilmustir
(Arbuckle, 2006). Degiskenler arasindaki iliskile-
rin belirlenmesinde Pearson Momentler Carpimi
Korelasyon Katsayisindan, titkenmislik, 6z diizen-
leme ve akademik basar1 degiskenleri arasindaki
dogrudan ve dolayl iligkileri yapisal esitlik modeli
gergevesinde AMOS 7.0 programi kullanilarak test
edilmistir. Arastirmada anlamlilk diizeyi en az
0.05 olarak alinmug, diger anlamlilik diizeyleri de
(0.01 ve 0.001) ayrica gosterilmistir. Model uygun-
lugunun degerlendirilmesinde Ki-Kare istatistigi
(X2),{X? /s.d.}, RMSEA (Yaklagim hatasinin Kok
Ortalama Karesi - Root Mean-Square Error of
Approximation) ve SRMR (Standardize Ortalama
Hatalariin Karekokii- Standardized Root Mean
Square Residual) benzerlik oran1 ve GFI (Uyum lyi-
ligi Indeksi - Goodness Fit Index), CFI (Karsilagtir-
mali Uyum lyiligi Indeksi - Comparative Fit Index),
TLI (Tucker Lewis Indeksi- Tucker Lewis Index)
NFI (Normlagmis Uyum Jyiligi Indeksi -Normed
Fit Index) ve RFI (Géreceli Uyum lyiligi Indeksi -
Relative Fit Index) indekslerinden yararlanilmistir.
X? /s.d oraninin 3’ten kiigiik deger almasi uyumun
kabul edilebilir diizeyde oldugunu, RMSEA ve
SRMR igin ise 0.05% esit veya daha kiigiik degerin
miltkemmel bir uyuma, 0.08 ve altindaki degerle-
rin kabul edilebilir bir uyuma karsilik gelmektedir.
GFI, CFI, TLI, NFI ve RFI ise 0 ile 1 araliginda de-
gisen degerler alir. 0.95 ve tizeri mitkemmel uyuma,
0.90 ve 0.94 arasi degerler de kabul edilebilir uyuma
karsilik gelir (Kline, 2005). Bu ¢alisma kapsaminda
olusturulan modelin uygunlugu yukarida verilen
uyum indeksleri gergevesinde degerlendirilmistir.

Korelasyon Analizleri

Analiz sonuglari, 6grenci titkenmisliginin tiim bo-
yutlarinn birbirleri ile olumlu yénde ve 6z diizen-
leme ve akademik basari ile olumsuz yonde iliskili
oldugunu gostermektedir. Analiz sonuglar ayrica,
6z diizenleme ile akademik bagar1 arasinda olumlu
yonde bir iliski oldugunu dogrulamaktadir. Analiz
bulgular1 Tablo 1de sunulmustur.

Yapisal Esitlik Modeli (YEM)

Kuramsal olarak gelistirilen birinci modeli test et-
mek igin AMOS 7 programui kullanilarak YEM ana-
lizi yapilmistir. Yapisal esitlik modeli ¢ergevesinde
yapilan analizler modeli destekler niteliktedir (X
2(2, N = 384) =1.604, p > .448. (X */df =.802). GFI
=1, AGFI = .99, RMSEA = .00 (00; 095), SRMR =
.017, CFI = .1, TLI = .1, IFI = .1, NFI = .99. Analiz
sonuglari, duygusal tiikenmisligin duyarsizlasmay1
dogrudan (= .56, p < .001), diisiik akademik ye-
terligi (B= .38, p < .001) ve akademik basartyr (B
= -22, p <.001) duyarsizlagma araciligryla dolaylt
olarak 6ngordiigiinii gostermistir. Duyarsizlagma
duygusal tikenmislik, diisiik akademik yeterlik ve
akademik basari iliskisinde tam aracilik roli iisten-
mistir. Analiz sonuglar1 ayrica, duyarsizlasmanin
diisiik akademik yeterligi hem dogrudan (B= .38, p
<.001) hem de akademik basar1 (B=-.19, p <.001)
aracihigryla dolayli olarak 6ngordigiinii gostermis-
tir. Diger bir ifadeyle akademik basar1 duyarsizlas-
ma ve diigitk akademik yeterlik iligkisinde kismi
aracilik rolii Gistlenmektedir. Analizler son olarak,
duyarsizlagmanin akademik basarryr (B= -.22, p <
.001) dogrudan 6ngérdiigiinii gostermistir. Duygu-
sal tikenmiglik duyarsizlasmadaki toplam varyan-
sin %32%sini, duygusal tiikenmislik ve duyarsizlag-
ma birlikte akademik basaridaki toplam varyansin
%6’s1n1 ve duygusal tilkenmislik, duyarsizlasma ve
akademik bagar1 birlikte diigiik akademik yeter-
likteki toplam varyansin %22’sini agikladig goril-
mektedir (Sekil 3).

1269 qh



KURAM VE UYGULAMADA EGITIM BILIMLERI

*p <001, **p <. 01, NS =p >.05
Sekil 3
Ogrencilerde Tiikenmislik Dongiisii

Ogrencilerin 6z diizenleme becerileri, duygusal iliskiye aracilik edecektir seklinde ifade edilen ikin-
tiikenmislikleri, duyarsizlasmalari, akademik ba-  ci modeli test etmek igin yapilan yapisal esitlik mo-
sarilar1 ve diigiik akademik yeterlikleri arasindaki  deli analizleri modeli destekler niteliktedir (X *(3,

“4p <001, ¥p < . 01, NS =p > .05

Sekil 4

Oz Diizenleme Becerilerinin Aracilik Rolii
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N = 384) = 3.062 ve p > .382 (X ¥/df = 1.021). GFI =
1, AGFI = .98, RMSEA = .007 (000; 087), SRMR =
.007, CFI =.1, TLI =.1, IFI = .1, NFI = .99.

Analiz sonuglari, duygusal titkenmisligin 6z diizenle-
meyi dogrudan (= -.36, p < .001) duyarsizlagmayu ise
hem dogrudan (B= .44, p < .001) hem de 6z diizen-
leme becerileri (B= -.34, p < .001) araciligiyla dolayl
olarak 6ngordugiini gostermektedir. Diger bir ifa-
deyle, 6z diizenleme becerileri duygusal tikenmislik
ve duyarsizlagma iligkisinde kismi aracilik rolii Gistlen-
mektedir. Yapisal esitlik modeli gergevesinde yapilan
analizler, duygusal titkenmisligin akademik bagar1 ve
diisiik akademik yeterligi dogrudan 6ngérmedigini,
akademik basariy1 6z diizenleme becerileri araciligryla
(B= 36, p <.001), diisiik akademik yeterligi ise duyar-
sizlagma (B= .26, p < .001) ve 6z diizenleme becerileri
(B=-27, p < .001) aracihgiyla dolayli olarak 6ngore-
bildigini gdstermektedir. Oz diizenleme becerileri
duygusal titkenmislik, akademik bagari ve diisiik aka-
demik yeterlik iliskisinde tam aracilik rolii tistlenirken
duyarsizlasma ise duygusal tikenmislik ve diisiik
akademik yeterlik iliskisinde tam aracilik rolii iistlen-
mistir. Analizler ayrica, 6z diizenleme becerilerinin
duyarsizlagma (B=-.34, p <.001) ve akademik basary:
(B= .36, p <.001) dogrudan, diisiik akademik yeterligi
ise hem dogrudan (B= -.27, p < .001) hem de duyar-
sizlagma (P= .26, p < .001) ve akademik basar araci-
Iigiyla (B= -.12, p < .01) dolayh olarak 6ngordugini
gostermektedir. Diger bir ifadeyle, duyarsizlasma ve
akademik basar, 6z diizenleme-diisiik akademik ye-
terlik iligkisinde kismi aracilik rolii iistlenmistir. Ana-
lizler son olarak, akademik bagar1 (B=-.12, p <.01) ve
duyarsizlagmanin (B= .26, p < .001) diisiik akademik
yeterligi dogrudan o6ngorebildigini gostermektedir.
Duygusal titkenmislik 6z diizenleme becerilerindeki
toplam varyansin %13’iinii, duygusal titkenmislik ve
6z diizenleme becerileri birlikte duyarsizlasmadaki
toplam varyansin %42’sini, duygusal titkkenmislik, 6z
diizenleme becerileri ve duyarsizlasma birlikte akade-
mik bagaridaki toplam varyansin %13’tind, biitiin de-
giskenler birlikte diisiik akademik yeterlikteki toplam
varyansin %2611 agikladig goriilmektedir (Sekil 4).

Tartisma

Bu ¢aligmanin amaci, 6gretmen adaylar1 tizerinde
duygusal tikenmislik, duyarsizlagma, disiik aka-
demik yeterlik ve akademik basar1 arasindaki ilig-
kilerin yapisal iki modelle test etmektir. Sonuglar
degiskenler arasindaki iliskilerin beklenen yénde
oldugunu gostermektedir. Birinci modelle iligkili
olarak analizler, daha yiiksek duygusal titkenmislik
diizeyinin, daha yiiksek duyarsizlasma diizeyiyle
iligkili oldugunu dogrulamugtir. Benzer sekilde,

analiz sonuglarina gore, daha yiiksek duyarsizlasma
diizeyi sadece daha diisiik akademik bagar1 ve daha
diisiik akademik yeterlik diizeyini dogrudan 6n-
gormemekte, ayn1 zamanda duygusal tikenmislik-
akademik bagar1 ve duygusal tiikenmislik-diisiik
akademik yeterlik iliskisinde tam aracilik rolii de
tistlenmektedir. Bir diger ifadeyle, duygusal titken-
mislik dogrudan degil, dolayli olarak duyarsizlas-
ma lizerinden akademik basar1 ve diigiik akademik
yeterlik diizeyini 6ngérmektedir. fkinci modelle
iligkili olarak analizler, 6z diizenleme becerilerinin
duygusal titkenmislik, duyarsizlagma, akademik ba-
sar1 ve diigiik akademik yeterlik arasindaki iligkilere
aracilik ettigini gostermektedir. Bir diger anlatimla,
duygusal tikenmislik dolayli olarak 6z diizenleme
becerileri tizerinden akademik basar1 ve diisiik aka-
demik yeterligi ongoérmektedir. Bu bulgulara gére,
6z diizenleme becerilerinin titkenmislik-akademik
bagsari iliskisinde hem dogrudan hem dolayl rolleri
oldugu soylenebilir.

Arastirmanin ilk hipoteziyle tutarli olarak, analiz-
ler, daha yiiksek duygusal titkenmislik diizeyinin
daha yiiksek duyarsizlasma diizeyiyle iligkili oldu-
gunu gostermektedir. Sonuglara gore, daha yiiksek
diizeyde duygusal tikenmislik rapor eden 6grenci-
ler ayni zamanda daha yiiksek diizeyde duyarsiz-
lagma/ilgisizlik/kayitsizlik rapor etmektedirler. Bu
bulgu alan yazindaki daha 6nceki aragtirma bulgu-
lar1 ve kuramsal agiklamalarla tutarlilik gostermek-
tedir (Balkis ve ark., 2011; Edelwich ve Brodsky,
1980; Freudenberger, 1974). Duygusal titkenmislik,
kisinin akademik gorevlerini ve yiikiimliliiklerini
karsilamada kendini yogun, yorgun, ytiiklenmis ve
titkenmis hissetmesidir (Kagmaz, 2005). Dolayisty-
la, kisinin kendisinden ve akademik ¢evrenin on-
dan beklentileriyle basa ¢ikmada yeterli kaynaklar:
ve enerjisi olmadigini diisiinen bireyin, akademik
siireglere kayitsiz ve ilgisiz kalarak geri ¢ekilme dav-
raniglari gostermesi beklenebilir.

Arastirmanin ikinci hipotezi, 6grencilerin duy-
gusal tiikenmislik diizeylerinin, duyarsizlasma
araciligiyla akademik basar1 ve akademik yeterlik
diizeylerini 6ngorecegi seklindeydi. Analizler bek-
lentilerle tutarli olarak, duygusal tiikenmisligin
duyarsizlagma iizerinden dolayl olarak akademik
bagar1 ve diisiik akademik yeterligi 6ngordigiini
gostermektedir. Bu bulgu alan yazindaki Edelwich
ve Brodsky (1980) ile Freudenberger’in (1974) tii-
kenmigslikle iligkili kuramsal agiklamalariyla tutar-
Lidir. Bu kuramsal agiklamalara gore, eger 6gren-
ciler kendilerinden yeni rolleri ve yiikiimliiliikleri
ile ilgili akademik beklentileri kargilayabilecek ve
bu taleplerle bas edebilecek yeterli gii¢, kaynak ve
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enerjileri olmadigini fark ederlerse hayal kiriklig:
yasayabilir, akademik siire¢lere katilmada daha az
istekli ya da kayitsiz olabilir, geri gekilme davranig-
lar1 gosterebilirler. Dolayistyla akademik yiikiimlii-
liklerin ve beklentilerin karsilanmasinda ilgisizlik,
kayitsizlik ve enerjisizlik 6grencilerin performans-
larmni ve akademik bagarilarint olumsuz etkileye-
bilir. Diigen akademik performans ve basarilarina
bagli olarak 6grenciler kendilerini daha az yeterli,
daha az bagarili ve daha fazla giigsiiz algiliyor olabi-
lirler. Arastirma bulgusu ayrica, daha 6nceki titken-
mislik-akademik basari iligkisiyle ilgili galigmalarin
bulgulariyla da tutarlilik gostermektedir (Caballero
ve ark., 2007; Garden, 1991; Jacobs ve Dodd, 2003;
McCarthy ve ark., 1990; Schaufeli, Martinez ve ark.,
2002; Yang, 2004). Bununla beraber alan yazinin-
da titkenmislik ve akademik basar1 arasinda iligkiyi
gosteren yukaridaki ¢alismalardan farkli olarak, bu
¢alismada elde edilen bulgulara gore, duygusal tii-
kenmislikten ziyade, tiikenmisligin bilesenlerinden
olan duyarsizlasma ve ilgisizligin akademik basar1
ve akademik yeterlik algis1 tizerinde daha etkili bir
degisken oldugunu gostermesi agisindan 6nemlidir.

Arastirmanin tiglincti hipotezi, 6grencilerin du-
yarsizlasma diizeylerinin akademik basarilar1 ve
diisiik akademik yeterlik diizeylerini 6ngorecegi
seklindeydi. Hipotez olusturulurken o6grencilerin
duyarsizlagma diizeyinin duygusal tiikenmislik-
akademik basar1 ve duygusal titkenmislik-diisiik
akademik yeterlik iligkisinde aracilik rolii varsa,
dogrudan roliiniin de olmas: beklenir diisiincesin-
den hareket edilmistir. Beklentimizle tutarli olarak
analizler, daha yiiksek duyarsizlasma diizeyinin
daha disiik akademik basar1 ve daha disiik aka-
demik yeterlik dizeyiyle iligkili oldugunu goster-
mektedir. Schaufeli, Martinez ve arkadaslar1 (2002),
duyarsizlig1 6grencilerin okul galigmalarina, gorev
ve yukiimliliiklerine yonelik ilgisizligi ve kayitsiz-
lig1 seklinde tanimlamaktadirlar. Alan yazinindaki
daha onceki galismalar titkenmisligin etkisiz alis-
ma stratejileri (Boudreau ve ark., 2004) ve etkisiz
akademik ugraslarla (Duran ve ark., 2006; Salmela-
Aro ve ark., 2009; Uludag ve Yaratan, 2010; Zhang
ve ark,, 2007) iliskili oldugunu gostermektedir.
Dolayisiyla, okul galigmalarina kars: ilgisiz ve ka-
yitsiz kalan bireylerin motivasyonlarimn da diistik
olacagi, bunun dogal bir sonucu olarak daha diisiik
akademik basar1 rapor edecekleri degerlendirmesi
yapilabilir. Benzer sekilde akademik siireglerle ilgili
karsilastig1 problemlerle basa ¢tkmada kendini ye-
tersiz algilayan ve diisiik akademik basariya sahip
bireylerin kendilerini daha az yeterli, daha az baga-
rili ve daha fazla giigsiiz gérmesi beklenebilir.
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Aragtirmanimn dordiincii hipotezi, yiiksek duyarsiz-
lagma diizeyinin akademik basari araciligiyla disik
akademik yeterlik diizeyini 6ngorecegi seklindeydi.
Analizler, beklentilerle tutarli olarak akademik bagari-
nin, duyarsizlasma-disiik akademik yeterlik iliskisine
kismi olarak aracilik ettigini gostermektedir. Bir diger
ifadeyle, yiiksek duyarsizlasma diizeyi, diisiik kisisel
yeterlik diizeyini sadece dogrudan ongérmemekte
ayni zamanda akademik bagari tizerinden dolayh ola-
rak da 6ngormektedir. Bu bulgu 6grencilerin sadece
duyarsizlagma yasadigi igin degil, ayn1 zamanda dii-
siik akademik basarilar1 nedeniyle de diisiik akademik
yeterlik algisina sahip olabileceklerini gostermektedir.
Banduranin (1986) vurguladigr gibi, yeterlik algila-
rinin bir dereceye kadar bireyin eylemleri tizerinden
olustugu ve bireyin biligsel yiiklemeleriyle iliskili oldu-
gu diisiiniildiigiinde bu bulgu anlamh gériinmektedir.
Akademik ¢alismalara kayitsizlik ve ilgisizlik nedeniy-
le akademik galismalar1 iizerinden yeterlik ihtiyacini
doyuramayan bir bireyin, disiik akademik bagart
tizerinden de bu ihtiyacini doyuramamasi durumun-
da kendini daha yiiksek diizeyde yetersiz, basarisiz ve
gligsiiz algilamasi beklenebilir.

Aragtirmanin son hipotezi 6grencilerin 6z diizenleme
becerilerinin; duygusal titkenmislik, duyarsizlasma,
akademik bagar1 ve diigiik akademik yeterlik arasin-
daki iliskiye aracihk edecegi seklindeydi. Aragtirma
bulgusu, alan yazinindaki daha 6nce yapilan aras-
tirma bulgulariyla ayni gizgidedir (Brackett ve ark.,
2010; Celik ve ark., 2010; Lee, 2010). Analiz sonuglar:
6z diizenleme becerilerinin hem duygusal titkenmisli-
gin duyarsizlasma ve akademik basari tizerine dolayls;
hem de duyarsizlasma, diisiik akademik yeterlik ve
akademik bagar1 tizerine dogrudan etkisinin oldu-
gunu gostermektedir. Bir diger ifadeyle, daha yiik-
sek 6z diizenleme becerileri duygusal titkenmisligin
duyarsizlagma, akademik basar1 ve diisiik yeterlik
diizeyi tizerine olumsuz etkisini azaltmakta kalma-
makta, ayn1 zamanda duyarsizlagma, akademik basar1
ve diisiik yeterlik diizeyini dogrudan etkilemektedir.
Bu bulgu titkenmislik, akademik basar ve akademik
yeterlik iliskisinde 6z diizenleme becerilerinin anah-
tar rolii oldugunu gostermesi agisindan 6nemlidir.
Baumeister ve Vohs (2007) 6z diizenleme becerisinin,
bireyin davraniglarindaki esnekligi artirarak bireyin
eylemlerinin durumsal ve sosyal taleplere uyumunu
kolaylagtirdigini  belirtmektedirler. Benzer sekilde
Carver (2004), yiiksek 6z diizenleme becerilerine
sahip bireylerin, i¢inde bulundugu kosullar1 ve énce-
liklerini degistirmek yerine, amaglarina ulagmak i¢in
kendi davranis ve tepkilerini kontrol ederek yonettik-
lerinin altini ¢izmektedir. Baumeister ve Vohs (2007),
6z diizenleme becerileri yiiksek bireylerin, 6z diizen-
leme becerileri diisiik olanlara gore is ve okul basari-
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larmnin yiiksek ve genel olarak ruh saghklarinin daha
iyi oldugunu vurgulamaktadir. Yukaridaki aragtirma
bulgular1 1s1inda, 6z diizenleme becerileri yiiksek
bireylerin; duygularimni, diisiincelerini, davranislarini
ve zamanlarim daha etkili yonetecekleri, giiglerinin
ve kaynaklarini daha etkili kullanacaklar1 igin daha
az duygusal olarak tiikenecekleri, akademik yiikiim-
liiliiklere daha az kayitsiz ve ilgisiz kalacaklari, dola-
yisiyla akademik basarilarinin daha ytiksek olacag ve
kendilerini daha yeterli algilayacaklar: diistintilebilir.

Aragtirmanin alan yazin agisindan iki 6nemli bulgu-
sundan s6z edilebilir. Birincisi analiz sonuglar: titken-
mislik, akademik bagar1 ve diisiik akademik yeterlik
arasindaki iliskide tiikenmigligin bilesenlerinden olan
duygusal tiikenmiglikten ziyade, duyarsizlasma ve
ilgisizligin daha onemli degisken oldugunu goster-
mesidir. Edelwich ve Brodsky (1980) titkkenmisligin;
duygusal tikkenme, duyarsizlasma ve diisiik kisisel
yeterlik olmak tizere agamali bir siiregle ortaya ¢iktig1,
Freudenberger’in (1974) titkenmisligin enerji, gii¢ ve
kaynaklar arasindaki agir1 taleplerden kaynaklandi-
giyla ilgili kuramsal agiklamalar1 dikkate alindiginda,
duygusal olarak titkenmislik yasayan bireylerin neden
akademik stireclere kayitsiz ve ilgisiz kaldiklari, neden
daha diisiik akademik basari rapor ettikleri ve neden
kendilerini yetersiz, basarisiz ve giigsiiz olarak algi-
ladiklar1 daha iyi anlagilmaktadir. Bir diger ifadeyle,
eger ogrenciler kendilerinden yeni rolleri ve yiikiim-
liiliikleri ile ilgili akademik beklentileri karsilayabile-
cek ve bu taleplerle bag edebilecek yeterli giicleri, kay-
naklar1 ve enerjileri olmadigini fark ederlerse duygu-
sal tilkenmiglik yasayabilir, akademik siireglere katil-
mada daha az istekli olabilir, geri gekilme davranislar:
gosterebilirler. Dolayisiyla akademik ytikiimliiliiklerin
ve beklentilerin karsilanmasinda ilgisizlik, kayitsizhik
ve enerjisizlik 6grencilerin performanslarini ve aka-
demik bagarilarini olumsuz etkileyebilir. Diisen aka-
demik performanslarina ve basarilarina bagh olarak
6grenciler kendilerini daha az yeterli, daha az basarili
ve daha fazla giigsiiz algilayabilirler. Burada dikkat
edilmesi gereken nokta, duygusal titkenmisligin dii-
siik akademik performans ve diisiik akademik yeterlik
agisindan bir uyar isareti olarak degerlendirilebilece-
gidir. Ciinkii analiz sonuglari duygusal tiikenmisligin
dogrudan degil, duyarsizlasmalilgisizlik {izerinden
akademik basar1 ve akademik yeterligi etkiledigi sek-
lindedir. Dolayisiyla yiiksek duygusal titkenmislik ya-
sayan ogrencilerin gevrenin talepleriyle basa gtkmada
enerjilerinin, gliglerinin ve kaynaklarinin yetersizligi
nedeniyle akademik siireglere duyarsiz/ilgisiz kalabi-
lecekleri, bunun dogal bir sonucu olarak akademik
basarilarinin diisebilecegi ve kendilerini daha yetersiz
ve basarisiz algilayabilecekleri beklenebilir. fkinci ola-
rak analiz sonuglar1 ayrica, 6z diizenleme becerileri-

nin titkenmislik, akademik basari ve diisiik kisisel ye-
terlik iligkisinde 6nemli bir diger degisken oldugunu
gostermektedir. Bir diger anlatimla, daha yiiksek 6z
diizenleme becerileri duygusal tiikenmisligin duyar-
sizlasma, akademik bagari ve diisiik kisisel yeterlik dii-
zeyi lizerine olumsuz etkisini azaltmakla kalmamak-
ta, ayn1 zamanda duyarsizlasma, akademik bagar1 ve
diisiik yeterlik diizeyini dogrudan etkilemektedir. Bu
bulgu 6grencilere 6z diizenleme becerileri kazandira-
cak programlara gereksinim oldugunu gostermekte-
dir. Bu programlar yoluyla 6grencilere kazandirilacak
beceriler, daha az duygusal titkkenmislik hissetmeleri-
ne, akademik siireglere daha ilgili ve duyarl olmala-
rina, dolayisiyla daha yiiksek akademik performans
gostermelerine ve kendilerini daha yeterli ve basarili
algilamalarina olanak saglayabilir.

Bu ¢aligma yiiksekogretim personeline, akademisyen-
lere, akademik danigmanlara ve psikolojik danigman-
lara bazi 6nemli bulgular sunmaktadir. Gelisimsel ve
onleyici rehberlik anlayisi cergevesinde diistinildii-
giinde, titkenmislik ve akademik performans agisin-
dan dezavantajli durumda olan 6grenciler akademik
ortamda yardim ve destege ihtiyag duyabilirler. Jacobs
ve Dodd’un (2003) belirtigi gibi, “psikolojik danis-
manlar ve akademik danigmanlarin, tikenmislikten
yakinan bir 6grenci ile kargilastiklarinda, bu 6grenci-
nin duygusal titkenmislige ek olarak duyarsizlasma ve
yetersizlik duygular1 da yastyor olabilecegini fark et-
meleri 6nemlidir” (s. 301). Akademik personel ve aka-
demik danigmanlar, 6grencileri akademik basarilari-
na bagli olarak kendilerini bagarisiz ve yetersiz hisset-
meden 6nce, duygusal tikkenmisligin diisiik akademik
performans ve diisiik akademik yeterlik agisindan bir
uyart isareti oldugunu fark edip psikolojik danigman-
larla isbirligi yaparak bu 6grencilerle yakin ve destek-
leyici iliskiler gelistirirlerse onlara yardimer olabilirler.

Arastirmanin sonuglar1 smirhiliklar1 gergevesinde
diigiintilmelidir. Bu galiyma korelasyon ve SEM
analizleri tizerine temellendirilmistir. Dolayisiyla
bulgular yorumlanirken bu noktalar dikkate alin-
malidir. Ikincisi farkli aragtirma desenleri (nitel
veya deneysel caligmalar) titkenmislik, akademik
bagar1 ve 6z diizenleme arasindaki iligkilerin ortaya
cikarilmasina katki saglayabilir. Ugiinciisii, bu ga-
ligma kesitsel bir galigmadir. Arastirma degiskenleri
arasindaki iligkilerin zamana bagl olarak degisip
degismedigini anlamak icin boylamsal ¢alisma-
lar yapilabilir. Dérdiinciist, bu ¢aligma 6gretmen
adaylar1 iizerinde yapilmugtir. Farkli iniversitelerde
ve farkli kademelerde yapilacak bagka aragtirmalar,
ilgili degiskenler arasinda benzer oriintiilerin olup
olmadigini anlama amacimiza hizmet edebilir
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Abstract

This study examined the relationships among burnout, academic achievement, and self-regulation with two
structural models. The participants were 383 undergraduates with different majors in a university in the western
part of Turkey. The results showed that academic achievement was negatively associated with three dimensions
of burnout and was positively associated with self-regulation. The results also confirmed that cynicism fully
mediated the effect of emotional exhaustion on academic achievement and reduced academic efficacy; aca-
demic achievement partially mediated the effect of cynicism on reduced academic efficacy. In addition, analysis
revealed that self-regulation partially mediated the effect of emotional exhaustion on cynicism and fully medi-
ated reduced academic efficacy and academic achievement. These findings suggest that self-regulation skills
had mediating role relationship between burnout and academic achievement. Implications of these findings are
discussed in detail.
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Beginning with the industrial revolution and greatly
accelerating in the last quarter of the twentieth
century, widespread technological innovations have
very strongly impacted people’s lifestyles (Tolan,
1981). As a result of technological developments and
the increased circulation of knowledge on communal,
economic, social and cultural life, the expectations
and demands of an individuals community and
individuals’ expectations of their communities

have both varied and increased dramatically. While
modern life offers opportunities to grow, change, and
develop, on the other hand, individuals are expected
to adapt to their environment based on changing and
varying roles. Therefore, because of both increasing
expectations and demands, individuals often feel
weak, tired, unsuccessful, and burned out, and so a
growing number of people with burnout problems
have become subjects of research.
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The concept of burnout was first used by
Freudenberger to define healthcare professionals’
experience of intense tiredness and frustration
that caused them to quit the profession
(Kagmaz, 2005). Later, Maslach and Jackson
(1981) conceptualized burnout as
exhaustion, depersonalization, and poor personal
accomplishment in a three-dimensional structure,
initially considered only a work-related concept.
The emotional exhaustion dimension is described
as feelings of busyness, tiredness, exhaustion, and
overload. The depersonalization dimension refers
to negative, rigid, and/or unemotional attitudes
and behaviors of a person against others in the
interaction (Giindiiz, 2005; Ka¢maz, 2005). The
third dimension, poor personal accomplishment
or low personal efficacy, relates to negative personal
evaluation of oneself as unsuccessful, insufficient,
and powerless when dealing with problems.

emotional

Burnout-Academic Achievement

Although in recent years, burnout has been
conceptualized to result from professional exertion
and to be a work-related phenomenon, research
reveals it to be very common among college
students (Balogun, Pellegrini, Miller, & Katz,
1999; Cushman & West, 2006; Hu & Schaufeli,
2009; Jacobs & Dodd, 2003; Jia, Rowlinson, Kvan,
Lingard, & Yip, 2009; Salmela-Aro, Tolvanen, Erik-
Nuirmi, 2009; Santen, Holt, Kemp, & Hemphill,
2010; Schaufeli & Salanova, 2007; Schaufeli,
Salanova, Gonzales-Roma, & Bakker, 2002;
Schorn & Buchwald, 2007; Yang, 2004). Students’
burnout is defined as “feeling exhausted because
of study demands (exhaustion), having a cynical
and detached attitude towards one’s schoolwork
(cynicism), and feeling incompetent as a student
(reduced efficacy also known reduced academic
efficacy)” by Schaufeli, Martinez, Marqués-Pinto,
Salanova, and Bakker (2002, p. 465). Yang (2004)
emphasized that manifestations of burnout are
similar to that experienced by service professionals.
As seen in the studies cited, burnout is not only a
variable affecting interpersonal processes but also
a variable that negatively affects students during
their academic life. The students’ burnout may
lead to absence from classes, poor motivation
for completing coursework, and dropping out
of school (Meier & Shmeck, 1985; Ramist, 1981
as cited in Yang, 2004, p. 287). In consequence,
the burnout experienced among students and
their unwillingness to complete schoolwork may
negatively affect their academic performance

and achievement. Indeed, the research on the
relationship between the students’ burnout level
and their academic performance has reported
that the students’ burnout has a negative effect on
academic achievement (Caballero, Cecilia, Abello,
& Palacio, 2007; Etzion & Zvi, 2004; Garden, 1991;
Jacobs & Dodd, 2003; McCarthy, Pretty, & Catano,
1990; Schaufeli, Martinez et al., 2002; Yang, 2004).
The studies show that burnout also correlates with
ineffective study strategies, worries about scores,
(Boudreau, Santen, Hemphill, & Dobson, 2004),
ineffective academic struggles (Duran, Extremera,
Rey, Fernandez-Berrocal, & Montalban, 2006;
Salmela-Aro et al, 2009; Uludag & Yaratan,
2010; Zhang, Gan, & Cham, 2007), and perceived
workload (Jacobs & Dodd, 2003; Yang & Farn,
2004). In light of this background, the negative and
unwanted consequences of burnout clearly lead
to an academic life that is complex and difficult
to control, meanwhile negatively affecting the
students’ quality of life.

Relationship between Burnout and Self-

Regulation

“Self-regulation is defined as the exercise of
influence over one’s own motivation, thought
processes, emotional and patterns of
behavior” by Bandura (1977, as cited in Senemoglu,
2013, p. 235). Similarly to Bandura; Boekaerts,
Pintrich, and Zeidner (2000) define self-regulation
as individuals’ aims that regulate their emotions,
thoughts, and behaviors in order to reach those
aims. A common feature emphasized in both
definitions is that individuals can manage and
control their emotions, thoughts, and behaviors
in order to deal with difficult situations and

states

conditions.

Bandura (1986) suggested that individual
performance standards that are set too high
might be a source of unhappiness. Similarly in
the literature, burnout relates positively to high
personal expectations, low control level, and low
motivation. For example, Tiimkaya (1996) indicated
that burnout happens due to high discrepancy
between an individual’s unrealistic and realistic
expectations. Besides, Edelwich and Brodsky (1980)
state that burnout happens when an individuals
high expectations result in disappointment. Aims
that are too high and inconsistent with personal
potential can be disappointing. If after evaluating
himself, an individual realizes that he has not
reached his performance standards, he may feel
himself to be powerless and worthless. For example,
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numerous research studies have revealed that the
personal accomplishment dimension of burnout
positively relates to emotional regulation, while
the emotional exhaustion and depersonalization
dimensions of burnout negatively relate to
emotional regulation (Brackett, Palomera, Mosja,
Reyes, & Salovey, 2010; Celik, Tabak, Pasa Uysal,
Sigr1, & Turunc, 2010). In other words, as the
level of emotional self-regulation increases, the
level of personal sufficiency increases. But, as the
level of emotional self-regulation decreases, the
level of emotional burnout and depersonalization
increases. In other words, students with high
self-regulation skills are able to recover from the
negative effects and demands of a given situation by
regulating their personal expectations according to
situational and social demands. A literature review
demonstrates that individuals with high self-
regulation skills are more successful at school or
at work and have better psychological health when
compared to those who have low self-regulation
skills (Baumeister & Vohs, 2007). Individuals
who can regulate their behaviors, emotions, and
thoughts according to their priorities and needs,
and thus have a high level of self-regulation, are
mostly aware of their own standards and measures.
They can gauge good performance in a realistic way.
In contrast, individuals with low self-regulation
levels are not able to restructure their expectations
according to real social and situational demands,
and therefore, they may be disappointed when
faced with difficulties and obstructions. They may
become less hopeful, or they may lose interest,
exhibiting withdrawal from academic processes.
These experiences may negatively affect students’
interest in academic studies and thus lead to
cynicism; they might feel weak and insufficient
because of low academic performance.

The Relationship Between Self-Regulation and
Academic Performance

Numerous research studies have reported that
using self-regulation strategies at almost all
stages of education positively affects academic
performance (Bembenutty & Zimmerman, 2003;
Cantwell, 1998; Eom & Reiser, 2000; Nota, Soresi,
& Zimmerman, 2004; Pintrich & De Groot, 1990;
Trainin & Swanson, 2005; Uredi & Uredi, 2005).
Similarly, Pitrinch and Garcia (1994) indicated
that students who could regulate their behaviors
were more successful than those who could not
do so effectively. In their study, Eom and Reiser
(2000) reported that students who had higher level
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of self-regulation skills were better at computer-
based courses than students who had lower
levels. Uredi and Uredi (2005) reported that self-
regulation strategies and motivational beliefs could
predict success in mathematics. Cantwell (1998)
found that high self-regulation skills correlated
positively with academic success; conversely, low
self-regulation skills correlated with low academic
success. A study by Nota et al. (2004) found that
self-regulation predicted academic success. Lastly,
Bembenutty and Zimmerman (2003) emphasized
a causal relationship between self-regulation and
academic achievement. All these studies lead to
the conclusion that if the students who have high
self-regulation skills can control their learning
behaviors and if they can re-regulate these
behaviors according to different learning situations,
their academic performances are affected positively.

As indicated above, burnout happens in gradual
steps: emotional burnout, cynicism, and then
low personal accomplishment. In addition,
student burnout relates to the components of self-
regulation skills, such as personal expectations,
personal control level, and regulation of emotions,
thoughts, and motivational behaviors. So now, we
can ask: What are the direct and indirect roles of
self-regulation in relation to burnout and academic
achievement? The answer may serve as a basis for
intervention programs to reduce students’ burnout
levels and improve their academic efficacy and
academic achievement within the school setting.

Purpose of the Study

By creating two theoretical structural equation
models (SEMs), this study tested the relationship
among emotional exhaustion, cynicism, reduced
academic efficacy, self-regulation, and academic
achievement. Additionally, a further benefit
is the use of the structural equation model to
investigate relationships among burnout, academic
achievement, and self-regulation. In the first model,
the relationship among emotional exhaustion,
cynicism, academic success, and reduced academic
efficacy was tested; in the second model, the
relationship among these variables was tested by
adding self-regulation. Predicted relationships of
the structural models are shown in Figures 1 and 2.

In the first model, as Freudenberger (1974) and
Edelwich and Brodsky (1980) emphasized, if
burnout occurs as a result of an inter-relatedness
among emotional exhaustion, cynicism, and reduced
academic efficacy, it can be concluded that, first,
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Figure 1

The Relationships among Emotional Exhaustion, Cynicism, Reduced Academic Efficacy, and Academic Achievement

emotional exhaustion, then cynicism, and last, reduced
academic efficacy appear. In other words, emotional
exhaustion predicts cynicism, and subsequently
cynicism predicts reduced academic efficacy. Second,
if individuals think they do not have enough resources
and energy for the struggle because of increasing
cynicism as a function of emotional exhaustion, they
will be less interested in academic processes; therefore
they might feel themselves insufficient in academic
life, and their academic achievement might decline.
In other words, a high level of emotional exhaustion

Figure 2

does not directly predict academic achievement
and reduced academic efficacy; however, it predicts
these variables as a means of mediation of cynicism.
Third, if the cynicism level reduces interest and
attendance to academic processes, the individuals
academic achievement also decreases. Therefore,
reduced academic success causes the individual to
feel insufficient. In other words, academic success is
expected to mediate the relationship between reduced
academic efficacy and cynicism.

The Mediating Role of Self-Regulation in relation to Burnout and Academic Achievement



EDUCATIONAL SCIENCES: THEORY & PRACTICE

In the second model, if individuals feel lacking in
power, resources, motivation, and energy to deal
with new situations, their academic achievement
declines due to emotional exhaustion. They consider
themselves less capable, depending on decreasing
academic performance. Individuals can be helped
to develop self-regulation skills, and thus, not only
deal with new situations more effectively but also
reduce the effect of cynicism on academic success and
academic efficacy, and attain higher levels of academic
success and feelings of sufficiency.

Therefore, the following hypotheses were tested. In
the first model: 1) Students’ emotional exhaustion
levels would predict their cynicism levels, 2)
students’ emotional exhaustion levels would predict
their academic achievement and reduced academic
efficacy levels by mediation of their cynicism levels;
3) students’ cynicism levels would predict their
academic achievement and reduced academic
efficacy levels; and 4) students’ cynicism levels
would predict their low academic efficacy levels
by mediation of their academic achievement. In
the second model: 5) students’ self-regulation skills
would mediate the relationships among emotional
exhaustion, cynicism, academic achievement, and
reduced academic efficacy.

Method
Participants

The sample included 383 undergraduate students
(60.6% women, 39.4% men; age 18 to 24 years
(M = 21.05, SD = 1.55) from a university in the
western part of Turkey. Participants included 9.6%
freshmen, 42.6% sophomores, 24.8% juniors, and
23% seniors.

Measures

The Maslach Burnout Inventory-Student Survey
(MBSS), the Self-regulation Scale (SRS), and
a demographics sheet including
personal information, such as gender and age, were
used to gather the data.

information

Maslach Burnout Inventory-Student Survey
(MBI-SS): The scale, designed to measure burnout
levels of students, contains 15 items that evaluate
the dimensions of Emotional Exhaustion (5 items),
Cynicism (4 items), and Academic Efficacy (6
items). Students specify their agreement on each
item, scored on a 7-point Likert response scale
from 1 (never) to 7 (always). High scores on
Exhaustion and Cynicism dimensions and low
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perception of Academic Efficacy are indexes of
burnout (Schaufeli, Martinez et al., 2002). The
reported adequate internal consistencies (a) for
each measure of this study were as follows: .80 for
emotional exhaustion, .86 for cynicism, and .67 for
academic efficacy. Balkis, Duru, Bulus, and Duru
(2011) examined psychometric characteristics of
MBI-SS for a Turkish population. They reported
that the total percentage variance explained by the
three-factor solution was 55.3% with emotional
exhaustion, cynicism, and reduced academic
efficacy accounting for 31.08%, 14.79%, and 9.42%
of variance, respectively. The internal consistency
coefficient alpha was .83 for emotional exhaustion,
.80 for cynicism, .70 for academic efficacy, and .83
for the total scale in the Turkish sample.

Self-Regulation Scale (SRS): The SRS is a nine-
item, self-report self-regulation
(Tuckman, 2002). Participants indicate the extent
to which they believe statements such as “I create
and reach my goals” The statements are rated on
a 4-point Likert scale, with response options of
“never; “sometimes,” “frequently,’ and “always.
Tuckman (2002) reported the measure’s adequate
internal consistency with a coefficient alpha of
.88. Duru, Balkis, Bulus, and Duru (2009) also
examined psychometric characteristics of SRS for
a Turkish population. Duru et al. (2009) reported
that the SRS had one factor accounting for 36.60%
of the variance (eigenvalue = 2.90). Alpha was .73
for this population.

measure  of

Academic Achievement: GPA represented the
academic achievement that the students had
achieved by the semester prior to completing the
questionnaire.

Data Analyses

The proposed theoretical models (Figures 1 and
2) were tested via observed variable path analysis
using maximum likelihood parameter estimation
with AMOS 7.0 (Arbuckle, 2006).

Results

Relationships among Students’ Burnout, Self-
Regulation, and Academic Achievement

Descriptive statistics and bivariate zero-order
correlations were conducted between the variables.
The results from correlation analyses showed
statistically ~ significant  correlations  between
burnout scores, self-regulation scores, and reported
academic achievement. All dimensions of student
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Table 1
Descriptive Statistics and Correlation Analyses

M SD 1 2 3 4 5
1. Emotional Exhaustion 17.70 6.96 564 283*** —.362%%* —.173**
2. Cynicism 13.45 6.09 4254 —.500*** =250
3. Reduced Academic Efficacy 15.17 5.30 —.446**% —.286"**
4. Self-Regulation 24.88 3.87 36144
5. Academic Achievement 2.46 40

p <.01,***p <.001

burnout (emotional exhaustion, cynicism, and
reduced efficacy) positively
correlated with each other and were negatively
correlated with reported academic achievement
and self-regulation (Table 1).

academic were

Structural Equation Model (SEM)

To test the adequacy of model 1, SEM was employed
using  AMOS.7 (Arbuckle, 2006; Kline, 2005).
The results indicate that the model was accepted
as adequate: X ?(1, N = 383) = 1 and p > .321.
Furthermore, the X * ratio was below the suggested 2:1
ratio (X %/df = 1). GFI = 1, AGFI = .99, RMSEA = .00
(005 135), SRMR =.012, CFI = 1, TLI = 1, IFI = 1, NFI
=.99 (Kline, 2005). The result of the path analysis is
presented in Figure 3. The results show that emotional
exhaustion directly predicts cynicism (f= .56, p <
.001). In other words, students with a high level of
emotional exhaustion are more likely to be cynical.

Figure 3
Burnout Cycle for Students

The emotional exhaustion predicted academic
achievement indirectly through cynicism (f = -.22,
P <.001). Bias-corrected confidence intervals further
supported a significant indirect effect of emotional
exhaustion on academic achievement via cynicism
(Standardized indirect effect = —.126, p < .01, 95% CI:
—.203 to —. 049). Furthermore, emotional exhaustion
predicted reduced academic efficacy by mediation of
cynicism (p =.38, p <.001). Bias-corrected confidence
intervals further supported a significant indirect
effect of emotional exhaustion on reduced academic
efficacy via cynicism (Standardized indirect effect =
.246, p <.001, 95% CI: .184 to .307). Cynicism directly
predicted academic achievement ( = —.22, p <.001),
directly predicted reduced academic efficacy (3 =.38, p
<.001), and by mediation of academic achievement (8
=-.19, p <.001). Bias-corrected confidence intervals
further supported a significant indirect effect of
cynicism on reduced academic efficacy via academic
achievement (Standardized indirect effect = .043, p <
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.001, 95% CI: .013 to .085). Academic achievement
partially mediated relationships between cynicism
and reduced academic efficacy. Emotional exhaustion
accounted for 32% of the variance in cynicism.
Emotional exhaustion and cynicism accounted for 6%
of the variance in academic achievement. Collectively,
emotional exhaustion, cynicism, and academic
achievement accounted for 22% of the variance in
reduced academic efficacy.

The Mediation Role of Self-Regulation

To test the mediation role of self-regulation (Model
2), SEM was employed using AMOS.7 software
(Arbuckle, 2006). The results indicated that the model
was adequate: X 2(3, N = 384) = 3.062 and p > .382.
Furthermore, the X ? ratio was below the suggested 2:1
ratio (X #/df = 1.021). GFI = 1, AGFI = .98, RMSEA
=.007 (000; 087), SRMR = .022, CFI = 1, TLI = 1, IFI
=1, NFI = .99. Analysis revealed that self-regulation
mediated relationships between emotional exhaustion,
cynicism, reduced academic efficacy, and academic
achievement. The result showed that emotional
exhaustion directly predicted cynicism (f = 44, p <
.001), and by mediation of self-regulation (B = -.34,
p <.001), it also directly predicted self-regulation (8
= —.34, p < .001). Bias-corrected confidence intervals
further supported a significant indirect effect of

Figure 4
The Mediation Role of Self-Regulation
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emotional exhaustion on cynicism via self-regulation
(Standardized indirect effect = .123, p < .001, 95%
CI: .085 to .176). Self-regulation partially mediated
the relationships between emotional exhaustion and
cynicism. Emotional exhaustion predicted reduced
academic efficacy by mediation of self-regulation (p =
—.27, p <.001) and by mediation of cynicism (f = .26,
p < .001). Bias-corrected confidence intervals further
supported a significant indirect effect of emotional
exhaustion on reduced academic efficacy via self-
regulation and cynicism (Standardized indirect
effect = .261, p < .001, 95% CI: .201 to .324). The self-
regulation and cynicism constructs fully mediated
the relationships between emotional exhaustion and
reduced academic efficacy. Emotional exhaustion
predicted academic achievement by mediation of
self-regulation (B = .36, p < .001). Bias-corrected
confidence intervals further supported a significant
indirect effect of emotional exhaustion on academic
achievement via self-regulation (Standardized indirect
effect= —.131, p <.001, 95% CI: —.184 to —.089). Self-
regulation fully mediated the relationship between
emotional exhaustion and academic achievement.
Cynicism predicted reduced academic efficacy (p =
.26, p < .001). Self-regulation also predicted reduced
academic efficacy directly (B = .27, p < .001), by
mediation of cynicism (B = .26, p < .001), and by
mediation of academic achievement (= -.12,p <.01).
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Bias-corrected confidence intervals further supported
a significant indirect effect of self-regulation on
reduced academic efficacy via academic achievement
and cynicism (Standardized indirect effect = —.133,
p <.001, 95% CI: —.183 to —.084). Finally, academic
achievement predicted reduced academic efficacy
(B = —.12, p < .01). Emotional exhaustion accounted
for 13% of the variance in self-regulation. Emotional
exhaustion and self-regulation accounted for 42%
the variance in cynicism. Collectively, emotional
exhaustion, cynicism, self-regulation, and academic
achievement accounted for 26% of the variance in
reduced academic efficacy. Emotional exhaustion,
cynicism, and self-regulation accounted for 13% of
the variance in academic achievement.

Discussion

This study proposed to test the relationship
among emotional exhaustion, cynicism, reduced
academic efficacy, self-regulation, and academic
achievement by using two structural models.
In the first model, the analysis confirmed that
higher emotional exhaustion levels related to
higher cynicism levels. Similarly, higher cynicism
levels not only directly estimated lower academic
achievement and reduced academic efficacy but
also played a mediating role between emotional
exhaustion-academic achievement and emotional
exhaustion-reduced academic efficacy. In the
second model, the analyses demonstrated that
self-regulation skills mediated the relationships
between emotional exhaustion, cynicism, academic
achievement, and reduced academic efficacy. In
light of these findings, self-regulation skills played
both a direct and indirect role in the relationship
between burnout and academic achievement.

The study results supported H1, confirming that higher
emotional exhaustion related to higher cynicism level.
This finding suggested that the students reporting
higher emotional exhaustion also reported higher
cynicism. This also confirmed previous research
findings and theoretical explanations (Edelwich &
Brodsky, 1980; Freudenberger, 1974). Emotional
exhaustion refers to feeling busy, tired, overloaded, and
burned out to the detriment of academic duties and
responsibilities (Kagmaz, 2005). Thus, individuals who
consider themselves as lacking in resources and energy
mightbe expected to manifest withdrawal, indifference,
and apathy toward academic responsibilities.

The study results also supported H2, which affirmed
that the students’ emotional exhaustion levels would
predict their academic achievement and academic

efficacy levels through the mediation of cynicism. The
analyses show that emotional exhaustion predicted
academic achievement and reduced academic
efficacy through the mediation of cynicism. These
findings confirmed the theoretical explanations on
burnout as characterized by Edelwich and Brodsky
(1980) and Freudenberger (1974). According to these
writers, if the students realize that they do not have
enough power, resources, and energy to deal with
academic expectations stemming from new roles
and responsibilities, they may become frustrated,
indifferent, or less wishful when participating in
academic processes, and therefore, withdraw from
them. Thus, indifference, apathy, and exhaustion
might negatively affect students’ performance and
academic success in meeting academic responsibilities
and expectations. Based on decreasing academic
performance and success, students may feel less
capable, less successful, and more tired. These findings
confirmed the results of previous studies that reported
burnout related negatively to academic achievement
(Caballero et al., 2007; Garden, 1991; Jacobs & Dodd,
2003; McCarthy et al., 1990; Schaufeli, Martinez et al.,
2002; Yang, 2004). In addition, the present study also
revealed that cynicism and apathy, as components of
burnout, were more effective indicators of academic
achievement and academic efficacy than emotional
exhaustion.

The third hypothesis of our study was that students’
cynicism levels would predict their academic
achievement and reduced academic efficacy. The
hypothesis was deduced based on the idea that
if the students’ cynicism level has a mediating
role relationship between emotional exhaustion-
academic achievement and emotional exhaustion-
reduced academic efficacy, the role might be direct.
In line with this expectation, our analysis showed that
higher cynicism levels related with lower academic
achievement and reduced academic efficacy levels.
Schaufeli, Martinez et al. (2002) defined cynicism as
students’ indifference and apathy towards schoolwork,
duties, and responsibilities. Previous studies have
shown that burnout was related to inefficient study
strategies (Boudreau et al, 2004) and inefficient
academic studies (Duran et al., 2006; Salmela-Aro et
al., 2009; Uludag & Yaratan, 2010; Zhang et al., 2007).
Thus, indifferent individuals who display apathy
toward schoolwork will likely have lower motivation
and thus will report low academic achievement.
Similarly, individuals who feel insufficient in dealing
with academic-processes problems and who have low
academic achievement may be expected to consider
themselves as less capable, less successful, and more

powerless.
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The fourth hypothesis was that cynicism levels would
predict reduced academic efficacy by mediation of
academic achievement. In line with this expectation,
the analyses confirmed that academic achievement
partly mediated the relationship between cynicism
and reduced academic efficacy. This finding suggests
that students might have the perception of reduced
academic efficacy due not only to their cynical attitude
but also to low academic achievement. As Bandura
(1986) emphasized, this finding makes sense when we
consider that efficacy perception relates to individuals’
cognitive attributions, to some extent, and is caused
by their actions. Because of apathy and indifference
toward academic studies, individuals who cannot
meet their efficacy need through academic studies
might be expected to feel insufficient, unsuccessful,
and weak at higher levels when they also cannot meet
this need because of low academic achievement.

The last hypothesis of our study was that students’
self-regulation skills would mediate the relationships
between emotional exhaustion, cynicism, academic
achievement, and reduced academic efficacy. Our
research finding aligned with previous findings
(Brackett et al, 2010; Carver, 2004; Celik et al.,
2010; Duru et al, 2009; Lee, 2010), showing that
self-regulation mediated the relationships between
emotional exhaustion, cynicism, reduced academic
efficacy, and academic achievement. This finding
is very important in that it demonstrates the key
role of self-regulation skills in the relationships
between academic achievement, academic efficacy,
and burnout. Baumeister and Vohs (2007) indicated
that self-regulation skill eases the adaptation of
individual actions to conditional and social demands
by increasing the action’s flexibility. In light of these
findings, we conclude that individuals with high self-
regulation skills can manage their emotions, thoughts,
behaviors, and time more effectively, and use their
power and resources more successfully. At the same
time, they have less emotional exhaustion, and show
less indifference and apathy toward their academic
responsibilities. Therefore, they have greater academic
achievement and feel more capable.

Implications, Limitations, and Directions for
Future Research

This study made two important findings in
terms of theory. First, as components of burnout,
indifference and apathy (cynicism), rather than
emotional exhaustion, are more important variables
in the relationships between burnout, academic
achievement, and reduced academic efficacy.
According to Edelwich and Brosky (1980) burnout
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is caused progressively, by emotional exhaustion,
indifference, and low personal accomplishment.
When these theoretical explanations are considered,
why emotionally exhausted individuals exhibit
indifference and apathy, why they report lower
academic achievement, and why they feel insufficient,
unsuccessful, and weak are better understood. The
key point is that emotional exhaustion is a warning
signal for low academic performance and low
academic sufficiency. Analysis results show that
emotional exhaustion affects academic achievement
and academic efficacy not directly, but through the
mediation of cynicism. Thus, students with emotional
exhaustion may be expected to display apathy and
indifference to academic processes; as a result, their
academic achievement might decline, and they might
feel even more insufficient and unsuccessful due to
a lack of energy, power, and resources while dealing
with environmental demands.

The study findings have some important implications
for higher education personnel including faculty,
advisers, and mental health counselors. In the
framework of developmental and preventive guidance,
clearly, some students might have higher levels of
burnout and lower levels of academic performance;
thus, they might need help and support in the academic
setting. Jacobs and Dodd (2003) pointed out, “When
counselors or advisors are faced with a student who
appears to be suffering from burnout, it is important
to recognize that the student may be experiencing
feelings of depersonalization and reduced sense of
accomplishment, in addition to emotional exhaustion”
(p. 301). Before students feel less successful and less
capable based on lower academic success, academic
staff and advisers might recognize this warning
signal, assume an active role, and implement some
caring strategies, such as building close, supportive
relationships in the school setting and collaborating
with counseling professionals.

Finally, the study should be considered in light of its
limitations. The findings and predictions are based on
SEM analyses and should be interpreted accordingly.
Another limitation relates to the research design: It
was cross-sectional. Qualitative research, such as in-
depth interviews or a case study, might be helpful
in better understanding the relationships between
burnout, self-regulation, and academic achievement.
In addition, using longitudinal methods, future
research could offer other important insights about
students with high levels of emotional exhaustion,
cynicism, and reduced academic efficacy.
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