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ABSTRACT

The primary aim of this study was to develop a reliable and valid tool for
evaluating students' academic buoyancy. After the exploratory factor
analysis, a structure comprising 26 items and five factors was formed. These
factors were identified as commitment, composure, confidence, coordination,
and control, collectively explaining 60.20% of the overall variance. CFA was
performed, and the fit index values were found as follows: x2=815.113,
df=286, (x2/ df =2.85), RMSEA=.07, CFI=.88, GFI=.85, IFI=.88. It was concluded
that all values obtained from CFA analysis are sufficient to verify the
structure. It was also supposed that the 26 items-five factor structure was
confirmed as a model. Related to the validity and reliability studies of the
scale, the convergent and discriminant validity were checked. Each factor
demonstrated Cronbach's alpha coefficients ranging from .90 to .71. After
examining all the results, it was found out that the scale is valid and reliable
for measuring students' academic buoyancy.
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Academic Buoyancy: A Scale Development and Validation Study

Introduction

Understanding the dynamics of the learning process is fundamental in crafting effective strategies
within the framework of teaching and learning. This comprehension enables educators to tailor their
approaches, accommodating diverse student needs and fostering an environment conducive to
boosting academic development. Among the multitude of factors influencing a student's
educational journey, “academic buoyancy” emerges as a pivotal element significantly shaping their
responses to the challenges inherent in the academic sphere. Martin and Marsh (2008) defined
academic buoyancy as a student's ability to overcome routine educational challenges and obstacles.
This dynamic quality proves to be more than a mere response mechanism; it significantly influences
how students engage with and respond to the multifaceted aspects of their academic experiences
(Martin & Marsh,2003).

The implications of academic buoyancy extend beyond adaptability; it emerges as a key predictor
of academic success. Barnett's (2012) research reinforces this notion, revealing a compelling
correlation between elevated levels of academic buoyancy and superior academic performance. It
becomes evident that fostering academic buoyancy can have a profound impact on student
outcomes, underlining its importance as a focal point in educational planning and pedagogical
strategies. In the face of adversity, academic buoyancy emerges as a powerful motivational force. It
acts as a catalyst that propels students to not only navigate challenges but to confront them with
resilience and perseverance. The challenges inherent in the academic journey become growth
opportunities, and academic buoyancy serves as the driving force behind students' ability to
transform setbacks into stepping stones toward success (Martin & Marsh, 2003). The complexity of
academic buoyancy is encapsulated in the 5Cs framework —confidence, coordination, commitment,
composure, and control—identified by Martin et al. (2010). These interrelated components
collectively contribute to a student's ability to maintain resilience in the face of adversity. For
instance, confidence may instill self-belief, coordination may enhance effective learning strategies,
commitment may foster dedication to academic pursuits, composure may promote emotional
stability, and control may empower students to manage their academic challenges with a sense of
mastery (Smith, 2020).

Academic buoyancy emerges not only as a psychological construct but as a dynamic force shaping
the educational landscape. Recognizing its multifaceted nature, encompassing predictive elements,
motivational influences, and a framework of essential components, underscores the imperative role
of academic buoyancy in educational planning and its potential to elevate students' learning
experiences (Martin, 2008). After meticulously examining the literature on "academic buoyancy," it
can be noted that there is a conspicuous scarcity of scales dedicated to this pivotal concept (Martin,
2006; 2018; Panjwani & Agqil, 2020; Verrier et al., 2018). This observation is particularly noteworthy,
as it underscores a critical gap in the existing measurement tools, with a dearth of instruments that
specifically target the nuanced dimensions of academic buoyancy. Within the context of Turkish
literature, our comprehensive review revealed an absence of scales singularly focused on academic
buoyancy. Motivated by the imperative need to address this research gap, the development of a
comprehensive Academic Buoyancy Scale specifically suited to the unique educational dynamics
within the Turkish context is initiated. Considering the unique traits of the Turkish education system
and the student population, our study aims to introduce a fresh perspective to the discussion on
academic buoyancy. The lack of a locally tailored scale prompted the creation of a dependable tool
adept at accurately capturing the complexities of academic buoyancy. Considering this, the primary
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aim of our current investigation is twofold: firstly, to introduce a pioneering assessment tool finely
tuned for the evaluation of academic buoyancy, and secondly, to lay the groundwork for a valid and
dependable instrument that can be employed for assessing the academic buoyancy levels of tertiary-
level students in the Turkish educational context. Through this study, we seek not only to fill a
critical gap in literature but also to provide educators, researchers, and policymakers with a valuable
instrument for understanding and enhancing the academic buoyancy of students.

What is Academic Buoyancy?

In the realm of physics, buoyancy is defined as an upward force acting on an object submerged in a
fluid, influencing whether the object ascends, descends, or remains stationary within the fluid
(Young & Freedman, 2012). In the context of education, this concept is known as 'academic
buoyancy,' as elucidated by Martin and Marsh (2008), denoting a student's ability to resiliently
navigate everyday challenges and obstacles encountered in their educational journey and
characterized academic buoyancy as the aptitude of students to effectively deal with the routine
adversities and stressors experienced in school (Martin et al., 2010). Martin and Marsh (2009)
introduced the concept of academic buoyancy as a means of examining students' constructive and
positive responses to various challenges encountered during their academic pursuits, such as high-
stakes exams or disappointing grades. Based on this, academic buoyancy is the emphasis on
leveraging one's strengths and adopting a proactive approach when confronted with setbacks or
difficulties (Martin & Marsh, 2003; 2008; Putwain et al., 2012; Smith, 2020).

Within academic research, there remains a notable gap concerning the nuanced responses of
students to classroom expectations and the array of challenges they encounter (Martin, 2006; 2002;
2008; 2012). Central to this discourse is the concept of academic buoyancy, acknowledged as a
dynamic and adaptable framework with both positive and negative associations across scholarly
investigations (Barnett, 2012; Martin & Marsh, 2003; 2009; 2010; Putwain et al., 2012; Strickland,
2015). When students engage with the rigors of demanding academic programs, they navigate a
spectrum of emotions intricately linked to their capacity to confront and attain their academic
aspirations (Putwain & Daly, 2013; Smith, 2020). While some students seem to effortlessly traverse
their coursework, others encounter hurdles in their academic journey when faced with substantial
academic adversity. This dichotomy sheds light on the distinction between students who adeptly
manage academic challenges and those who grapple with them. Those who thrive in scholastic
environments are often identified as academically buoyant, indicative of their adeptness in handling
the multifaceted challenges and stresses inherent in everyday school life (Martin & Marsh, 2009;
Martin et al., 2010; Martin, 2012). Their resilience, characterized by the capacity to rebound from
setbacks and confront academic hurdles with determination, positions them as exemplars of
academic buoyancy. This resilience may not merely manifest in their ability to navigate difficulties;
it may be a testament to their adaptability, perseverance, and ability to thrive amidst academic
pressures. Understanding the dynamics of academic buoyancy among students not only unveils
their varied responses to challenges but also underscores the pivotal role resilience plays in shaping
academic trajectories (Barnett, 2012; Martin, 2013; Putwain et al., 2012).

The term 'academic buoyancy' encapsulates a pivotal attribute in empowering students to effectively
navigate and surmount the challenges inherent in academic pursuits (Martin & Marsh, 2009;
Putwain et al., 2012). This concept extends its influence across various positive educational
outcomes, fostering a spectrum of advantageous traits and skills that significantly impact students'
academic journey. First and foremost, academic buoyancy exhibits strong correlations with

300



Academic Buoyancy: A Scale Development and Validation Study

increased school engagement, suggesting that students possessing this trait are more likely to
actively participate in their learning environment (Martin, 2012). Furthermore, its association with
enhanced academic self-efficacy signifies that students with higher levels of academic buoyancy
tend to have greater confidence in their ability to master academic tasks and challenges (Martin et
al.,, 2010). This, in turn, contributes to improved planning skills as students at navigating academic
obstacles are more likely to approach their studies with effective strategies in place. Moreover, the
positive impact of academic buoyancy extends to fostering greater persistence among students.
Those with this attribute are more inclined to persevere in the face of setbacks, demonstrating
resilience and determination in their academic pursuits (Putwain & Daly, 2013). Additionally, the
association with better self-control implies that students with higher levels of academic buoyancy
exhibit greater discipline in managing their academic responsibilities. Notably, academic buoyancy
may also serve as a protective factor against high levels of test and academic-related anxiety.
Students possessing this trait are more likely to approach examinations and academic challenges
with a sense of confidence and resilience, mitigating the negative impact of anxiety on their
performance (Martin& Marsh, 2003; Martin, 2012; Putwain & Daly, 2013). Recognizing the profound
influence of academic buoyancy on diverse aspects of the educational journey, it has been
underscored as a trait that educators should actively foster (Collie et al.,2017; Martin, 2002,
Strickland, 2015). Acknowledging its role as a contributor to positive educational outcomes,
educators are encouraged to incorporate strategies and interventions aimed at nurturing and
developing academic buoyancy among students, thereby empowering them to successfully navigate
and triumph over the academic hurdles they encounter (Collie et al., 2017; Martin & Marsh, 2009;
Smith, 2020; Strickland, 2015).

The 5Cs: Confidence, Coordination, Commitment, Composure, Control

Confidence, synonymous with self-belief, denotes students' assurance in their capacity to grasp
academic concepts, tackle challenges, and excel to the best of their abilities. Those with robust self-
belief often exhibit superior academic performance, approaching demanding tasks with assurance,
fostering a positive outlook, diligently applying themselves, and deriving enjoyment from their
school experience (Martin, 2008; Smith, 2020).

Coordination encompasses planning and organizing tasks (Martin, 2008). Planning involves how
students manage assignments, homework, or studies, while monitoring relates to their ability to
track their progress during these activities. In this context, coordination extends to setting short-
term and long-term goals or plans for their academic journey. Students who effectively plan and
monitor their schoolwork tend to feel in control of their tasks, persevere through challenging
assignments, and make efficient use of their time and abilities (Martin, 2008; Smith, 2020).

Control, or uncertain control, emerges when students perceive a lack of power within their academic
realms, feeling a sense of powerlessness. This uncertainty regarding academic progress may hinder
their ability to navigate setbacks (Martin& Marsh, 2010; Smith, 2020). Specifically, control
encapsulates students' perception of influence over their academic outcomes. Uncertainty regarding
control might lead students to believe they possess little capacity to avert failure, repeat past failures,
or attain success. Conversely, students with a firm sense of control believe in their ability to impact
academic outcomes. They acknowledge that through dedicated effort and quality work, they can
circumvent failure and achieve success. Research by Martin (2008) and Collie et al. (2015) indicated
that prior academic buoyancy forecasts future buoyancy and accomplishments, mediated by the
perception of control. Control denotes students' views on their drive and capacity to succeed or
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avoid failure, while an ambiguous sense of control reflects a lack of confidence in steering toward
success or avoiding failure (Patrick et al., 1993).

Commitment measures the extent to which students attempt to solve or understand challenging
problems, even when faced with difficulties. It comes into play when students encounter obstacles,
make mistakes, or tackle complex tasks. Persistence is a key characteristic of committed students, as
they are more likely to achieve their goals, exhibit determination to succeed, and excel in problem-
solving (Martin& Marsh, 2010; Smith, 2020). Given the demanding nature of schoolwork, students
must demonstrate commitment to overcome obstacles. Commitment distinguishes students who
persevere and excel academically from those who become trapped in academic difficulties. It
encourages learners to approach challenging situations with innovative and effective solutions
(Martin, 2002; Smith, 2020).

In the context of the '5Cs,' composure refers to academic anxiety, which encompasses feelings of
nervousness and worry within the academic context (Martin, 2008; Collie et al., 2017). Academic
anxiety typically consists of two components: cognitive, often termed as 'worry," and emotional,
characterized by feelings of nervousness or unease, which may include physiological symptoms.
Nervousness is the uncomfortable and unpleasant feeling students experience when contemplating
or engaging in coursework, tasks, or exams. Their fear of inadequate performance in coursework,
assignments, or tests is a primary concern. Anxiety can hinder concentration, attention, information
retention, and the production of high-quality work. Test anxiety is the most common form of anxiety
students face in education (Cassady &Johnson, 2002; Martin, 2010; Putwain & Daly, 2013).
Composure can positively impact academic achievement (Cassady & Johnson, 2002). Composed
students are better equipped to manage their anxieties and are more likely to rebound from
academic setbacks (Martin, 2002; Martin et. al, 2010).

At its core, academic buoyancy draws from the interlinked attributes of the 5Cs: Confidence,
Coordination, Control, Commitment, and Composure. These facets interweave to create a complex
framework, shaping students' resilience and adeptness as they navigate the multifaceted journey of
education.

Existing Scales for Assessing Academic Buoyancy

The first academic buoyancy scale consisting of four items, was developed by Martin and Marsh
(2008) by adapting items from the Motivation and Engagement Wheel (Martin, 2006). This scale aims
to assess students' ability to effectively cope with challenges encountered in their academic lives. It
is a unidimensional scale comprising the following four items: (i) I am good at dealing with setbacks
at school, (ii) I don't let study stress get on top of me, (iii) I think I am good at dealing with
schoolwork pressures, (iv) I don't let a bad mark affect my confidence. The sample consisted of 598
Australian students aged 8 to 10 years. Data collection was conducted during both the mid-school
year and end-of-year periods. The Cronbach's alpha coefficient for the total scale was calculated to
be 0.82, indicating high internal consistency. Previous studies employing this scale have
demonstrated a robust factor structure, normal distribution, and significant predictive ability for
various academic outcomes among high school students (Marsh & Martin, 2008). Next, Verrier et al.
(2018) prepared a Teachers’ Academic Buoyancy Scale and investigated the scale on students and
school personnel, taking 100 students and 50 teachers as a sample. These were recognized as facing
few acute adversities (major illness, attendance issues, behavioral difficulty, or special educational
needs). The four items from the ABS (Martin& Marsh, 2008) reworded to refer to the student in the
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third person (e.g., "The student doesn't let a bad mark affect their confidence"). Another scale related
to academic buoyancy was developed in India by Panjwani and Agqil (2020) for high school students.
The scale has 27 items covering seven dimensions. The reliability and validity of the scale were
checked and found consistent with exploratory factor analysis. There are seven sub-dimensions of
the scale as follows: coordination, clarity, composure, academic climate, confidence, commitment,
and self-control.

The previous studies outlined in the literature review provide insights into the development and
application of Academic Buoyancy Scales. Martin and Marsh (2008) introduced a concise four-item
scale focused on assessing students' ability to effectively navigate academic challenges. Verrier et al.
(2018) extended this concept by adapting the scale to evaluate teachers' academic buoyancy and its
impact on students and school personnel. Panjwani and Agqil (2020) contributed further by
developing a comprehensive scale with 27 items covering multiple dimensions of academic
buoyancy specifically tailored for high school students in India. However, despite these significant
contributions, there remains a notable gap in the literature regarding the exploration of academic
buoyancy within the Turkish context. This gap presents a compelling rationale for the continuation
of this study. By developing a scale tailored to the Turkish educational landscape, it is aimed at
contributing to the understanding of how students in Turkey perceive and navigate academic
challenges.

Method

The primary objective of this study was to develop a scale and subsequently conduct analyses to
establish its validity and reliability. This research, therefore, is categorized as a scale development
study. The study started upon the approval of Yeditepe University Human and Social Sciences
Ethics Board Committee Decision Number 19/21 dated 28.06. 2021. Below, detailed information
regarding the study group and the procedural steps undertaken in crafting the scale is provided.

A multi-stage research process was conducted to establish a measurement tool for academic
buoyancy. To guide this multi-stage study, the scale development procedures outlined by DeVellis
(2016, p.78) were adopted as follows:

1. Determine Clearly What It Is You Want to Measure

2. Generate an Item Pool

3. Determine the Format for Measurement

4. Have Initial Item Pool Reviewed by Experts

5. Consider Inclusion of Validation Items

6. Evaluate the Items

7. Optimize Scale Length.
Scale Development
Step 1. Determine Clearly What It Is You Want to Measure

Once the study topic, which is academic buoyancy, was chosen, an initial meeting was convened to
discuss the foundational constructs of academic buoyancy. This stage is critical in establishing the
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theoretical basis for designing any questionnaire. Subsequently, the researchers conducted a
comprehensive and analytical review of the extensive literature on academic buoyancy, drawing
from various sources. The examination of the literature revealed that there are limited measurement
tools available for assessing academic buoyancy (Martin, 2006; Panjwani & Aqil, 2020; Verrier et
al.,2018). Furthermore, no academic buoyancy scales in Turkish were identified. Therefore, the
researchers aimed to develop a reliable and valid academic buoyancy scale.

Step 2. Generate an Item Pool

After conducting a review of the academic buoyancy literature, the process of item construction was
initiated. Initially, undergraduate students were tasked with writing paragraphs about the academic
challenges they encountered and how they cope with them. Based on these student papers and prior
literature research on academic buoyancy, hypothetical sub-dimensions were generated. The
researchers engaged in extensive discussions regarding the final structures and decided to align with
the definition of Martin and Marsh. The initial list of items was developed by focusing on five key
attributes of academic buoyancy: confidence, coordination, control, commitment, and composure,
as outlined by Martin and Marsh (2009). A comprehensive pool of 120 items was constructed based
on these constructs. Subsequently, a series of researcher meetings was conducted to eliminate
redundant and overlapping items, following the guidelines of DeVellis (2016). As a result of these
meetings, a total of 84 items were retained to assess various aspects of academic buoyancy.

Step 3. Determine the Format for Measurement

In this study, a Likert-scale response format was selected, as it is a widely employed item format
designed for evaluating opinions, beliefs, and attitudes, as outlined by DeVellis (2016). When
employing a Likert scale, each item is presented as a sentence, accompanied by response categories
that indicate different levels of agreement or acceptance with the statement. The available response
options are outlined as follows: 1 = Strongly disagree, 2 = Disagree, 3 = Neither agree nor disagree, 4
= Agree, and 5 = Strongly agree.

Step 4. Have Initial Item Pool Reviewed by Experts

Following the creation of a preliminary scale consisting of 84 items, experts in the field were invited
to review them. Initially, specialists with expertise in specific domains were identified, contacted,
and personally invited to participate in the expert review. Specifically, individuals recognized as
experts in Educational Sciences and English Language Teaching from various universities were
approached to provide their insights and feedback regarding the suitability of the statements. The
draft version of the scale was emailed to the expert panel of researchers.

Step 5. Consider Inclusion of Validation Items

The draft scale incorporates 18 items that are scored in reverse to mitigate the risk of participants
consistently selecting one side of the scale and to mitigate potential adverse effects of acquiescence
bias, as recommended by DeVellis (2016). Additionally, the scale includes multiple statements per
construct to assess the same dimensions.

Step 6. Evaluate the Items

The initial draft of the scale was digitized and made accessible through an electronic portal. Before
administering the scale, the research team personally contacted the faculty administration to
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coordinate suitable days and hours for data collection. Following this arrangement, each student
received a web link to access the scale. A total of 974 tertiary-level students participated in the
survey. Comrey and Lee (1992) recommend sample sizes for scale development, categorizing them
as poor (100), fair (200), good (300), very good (500), and excellent (1,000). In this context, the study's
sample size is considered excellent. Before proceeding with the survey, participants were required
to read and sign a consent form. To ensure the validity of students' responses, strict measures were
taken to maintain anonymity and confidentiality. After data collection, the data was prepared for
analysis. For instance, negatively worded items were reverse-scored before conducting data
analysis. The process of developing the scale involved both exploratory and confirmatory factor
analyses. When a study incorporates both exploration and confirmation and possesses a sufficient
sample size, it is recommended to conduct separate analyses on divided datasets (Fokkema & Greiff,
2017; Henson & Roberts, 2006; Worthington & Whittaker, 2006). Consequently, the data from the
study were split into two sets, one for exploratory factor analysis (EFA) and another for confirmatory
factor analysis (CFA). EFA was utilized to evaluate individual item performance and to establish the
final constructs within the scale. Following the determination of the number of factors in the scale,
CFA was then utilized to validate the scale and its respective constructs. Correlation coefficients
were examined to determine the relationship between ABS dimensions. The findings indicate a
noteworthy interconnectedness among the dimensions of academic buoyancy.

Step 7. Optimize Scale Length

The scale's length must be appropriate and understandable for the audience. Consequently, items
exhibiting low factor loadings, substantial cross-loadings, limited conceptual consistency, and
minimal contribution to internal consistency were removed, in line with the recommendations of
Worthington and Whittaker (2006). To enhance reliability, items with low factor loadings and below-
average correlations with the remaining items were excluded. The final version of the Academic
Buoyancy Scale (ABS) comprises 26 items, organized into five subscales: 'Commitment, Composure,
Confidence, Coordination, and Control (Martin et al., 2010).

Study Group

Data was obtained during the Spring semester of the 2020-2021 academic year from a cohort of 974
undergraduate students. The demographics section of the survey gathered data on gender and age.
The initial stage involved the exploration of the instrument through EFA and utilized responses
from 540 undergraduate students. Subsequently, the Confirmatory Factor Analysis (CFA) stage
included 374 participants (see Table 1).

Table 1
Distribution of the Participants in the Study by Gender and Age
Variables Categories f %
Gender Female 534 54.8
Male 440 45.2
Age 18-20 848 87.2
21-25 113 11.6
Data Analysis

To establish the ABS, the initial steps involved conducting EFA and CFA using IBM Statistical
Package for the Social Sciences 22 and AMOS 24. Beyond EFA and CFA, the validation and
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confirmation of the factor structure included additional analyses such as assessments for convergent
and discriminant construct validity and checking the correlations between the dimensions of ABS.

Findings

In this section, EFA and CFA results of the developed scale, followed by reliability analyses are
presented, respectively.

Findings on Content Validity

To assess the content validity of the instrument, a panel of experts was tasked with reviewing each
statement and providing feedback based on the following criteria: Mark '0' for an unacceptable item,
Mark '1' for an item that may or may not be approved, and Mark 2' for an acceptable item. The
feedback provided by these field experts was meticulously examined, leading to necessary revisions
of the items. Subsequently, the preliminary scale was submitted to two specialists proficient in the
Turkish language, who assessed the items for proper grammatical structure and wording. The
insights provided by these Turkish language experts were thoroughly analyzed, resulting in
essential semantic and structural adjustments. The final version of the scale comprised 80 items,
employing a five-point Likert-type response format.

Findings on Construct Validity
Exploratory Factor Analysis

To assess the dimensionality of the academic buoyancy construct, EFA with principal components
analysis was conducted on the initial set of 80 measurement items. As recommended by Field (2009),
inter-item correlations were examined, and Varimax with Kaiser Normalization was chosen for
rotation. The analysis was repeated multiple times until a clear factor solution was achieved. After
each iteration, items with low factor loadings (<0.40) and high cross-loadings (>0.40) were removed
following the guidelines of Hair et al. (2013). When an item loads under two distinct factors or
exhibits a difference of less than 0.1 between factor loadings, it should be excluded from the scale,
in line with Tezbasaran's (1996) recommendation. Additionally, items with low correlations within
the same factor were omitted, as suggested by prior research indicating that items within a scale
should ideally have correlations above 0.30 to measure the same phenomenon. The literature also
emphasizes the importance of high item-total correlations (>0.30), inter-item correlations (0.30 to
0.70), and factor loadings (>0.40) for maintaining construct validity (Taber, 2018). Consequently,
some items were eliminated. Following these considerations, a subsequent EFA was conducted on
the remaining 30 items. After careful theoretical review, four items were further removed due to
cross-loadings and low-factor loadings. The final analysis yielded a clear five-factor model
consisting of 26 items, with all items exhibiting factor loadings greater than 0.50. The suitability of
the data for factor analysis was assessed using the Kaiser-Meyer-Olkin (KMO) measure and
Bartlett's Test of Sphericity. A KMO value exceeding the cutoff of 0.5 and a statistically significant
Bartlett spherical value (p < 0.001) are indicative of adequate data for factor analysis. In this study,
the KMO value was 0.91, exceeding the threshold, and the Bartlett spherical value was highly
significant at 6291.831. All extraction values for the 26-item scale were above 0.3, and all diagonal
values in the anti-image correlation matrix exceeded 0.5. The analysis ultimately revealed a five-
factor structure. Additionally, item-total correlation coefficients for the scale ranged from 0.39 to
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0.74, as presented in Table 2.

Table 2
Exploratory Factor Analysis for ABS
Item-total-
Commitment Composure Confidence Coordination Control Extraction correlation
ABS54 73 .62 .65
ABS49 .69 61 .65
ABS53 .68 .60 .62
ABS59 .67 49 .56
ABS57 .67 .60 .65
ABS63 .64 53 60
ABS26 .60 51 58
ABS69 .79 .64 .67
ABS72 .80 .65 .69
ABS73 .75 .60 .62
ABS66 .70 52 .54
ABS70 .67 .58 .63
ABS65 .65 .58 .61
ABS2 .79 .69 .67
ABS1 74 .67 .67
ABS6 .68 63 .68
ABS9 .64 .56 .57
ABS12 .59 .50 .57
ABS25 78 74 74
ABS23 77 .69 .67
ABS30 74 .69 .70
ABS28 .69 .59 .63
ABS38 .85 72 .61
ABS44 .80 .63 51
ABS37 .64 48 48
ABS34 51 54 .39
Eigenvalue 3.84 3.59 3.05 2.96 2.21
TVE 14.79 13.81 11.74 11.38 8.48
CPV 14.79 28.60 40.34 51.73 60.21
CrOAIIE;Zh’S 85 84 83 85 71
Total
Cronbach’s 90
Alpha

TVE: Total Variance Explained CPV: Cumulative Percent Variance, KMO=.909; Barlett's test=6291.831, p<.001

Based on the analysis results, each dimension of the instrument explains a portion of the total
variance as follows: the commitment dimension accounts for 14.79% of the total variance, composure
explains 13.81% of the total variance, coordination covers 11.38% of the total variance, confidence
contributes to 11.74% of the total variance, and control explains 8.48% of the total variance. In total,
with five dimensions, the scale explains 60.20% of the total variance (see Table 2). After the factor
rotation, the scale's first dimension comprises seven items (26, 49, 53, 54, 57, 59, 63), the second
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dimension includes six items (65, 66, 69, 70, 72, 73), the third dimension consists of five items (1, 2,
6, 9, 12), the fourth dimension is composed of four items (23, 25, 28, 30), and the fifth dimension is
represented by four items (34, 37, 38, 44). As a result of this study, the ABS was established,
consisting of five dimensions and a total of 26 items (see Table 2 and Appendix A). The scree plot,
depicted in Figure 1, illustrates the number of factors based on their eigenvalues. As indicated in the
tigure, a five-factor structure was identified, with eigenvalues equal to or exceeding 1.

Figure 1
Scree Plot

Eigenvalue
N

123 4 5 6 7 8 9 10111213 14 15 16 17 18 19 20 21 22 23 24 25 26

Component Number

The dimensions were named during the item generation process, aligning with the 5Cs of academic
buoyancy (Martin & Marsh, 2009). The factor loadings of the items in the first component ranged
from .60 to .73, those in the second component ranged from .65 to .80, those in the third component
ranged from .59 to .79, those in the fourth component ranged from .69 to .78, and those in the fifth
component ranged from .64 to .85 (see Table 2).

Structural Model Validation

Confirmatory factor analysis is a theory-testing model where researchers develop hypotheses before
conducting the study (Joreskog & Sorbom, 1993). In this study, IBM SPSS 22 and AMOS 24 were
utilized for CFA to assess the fit of the factor structure obtained from the EFA results (Kline, 2015).
Before conducting CFA, it is important to address any data issues, such as outliers, skewed values,
or missing data. Maximum likelihood approaches assume that data follow a normal distribution.
The analysis resulted in a critical value of 33,406 for the multivariate normality test, which checks if
all possible combinations of scores from all variables adhere to a normal distribution (Cokluk et al.,
2014). A score less than 10 is considered excellent, and values up to 20 are generally acceptable
(Giirbtiz, 2019). The data set was also examined for multivariate outliers, which occur when
associations between more than two variables deviate from the expected range. Mahalanobis
distance, a statistical technique, was used for this purpose (Kline, 2015; Tabachnick & Fidell, 2013).
After identifying and removing outliers, the critical value for the multivariate normality test was
found to be 19,922. Following data cleansing, an initial CFA was conducted, confirming a total of 26
items and 5 sub-dimensions (see Figure 2).
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Figure 2
Standardized Path Coefficients of Academic Buoyancy Scale
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The model fit results after three separate modifications were X2 =815.113, df=286, (X¥ df=2.85),
RMSEA=.07, CFI=.88, GFI=.85, IFI=.88. Furthermore, all path coefficients for all items were
discovered to be statistically significant (p<.001). It turned out that the model was a good fit for the
data (Biytikoztiirk et al., 2019; Cokluk et al., 2014; Kline, 2015; Meydan & Sesen, 2011; Schumacker
& Lomax, 2010; Simsek, 2007).

Determining the Relationship Between ABS Dimensions

Table 3
Correlation Coefficients for Determining the Relationship Between ABS Dimensions
Commitment Composure Confidence Coordination Control
Commitment 1
Composure 594" 1
Confidence 751" .568™ 1
Coordination .602™ 481" 579** 1
Control .303™ 2727 239" .588™ 1

** Correlation is significant at the 0.01 level (2-tailed).
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Table 3 displays correlations between different dimensions of academic buoyancy: Commitment (1),
Composure (2), Confidence (3), Coordination (4), and Control (5). Commitment shows strong
positive correlations with composure (r = 0.594, p < 0.01), confidence (r = 0.751, p < 0.01), and
coordination (r = 0.602, p < 0.01). Composure demonstrates strong positive correlations with
confidence (r = 0.568, p < 0.01) and coordination (r = 0.481, p < 0.01). Confidence exhibits positive
correlations with coordination (r = 0.579, p < 0.01), and coordination also shows a strong positive
correlation with control (r=0.588, p <0.01). These correlations suggest an interconnectedness among
the dimensions of academic buoyancy.

Convergent and Discriminant Validity

In this research, the evaluation of construct validity encompassed two key dimensions: (1) assessing
convergent validity and (2) discriminant validity, following the guidelines outlined by Yurdugiil
and Sirakaya (2013). Specifically, the examination of convergent validity in this study involved the
utilization of three distinct measures. First, it was ensured that factor loadings exceeded .50, with
values ranging from .51 to .85, meeting this criterion (Hair et al., 2010). Secondly, the average
variance extracted (AVE) was calculated and found to be close to or above .50, which is considered
acceptable in accordance with the general guideline. Finally, composite reliability (CR) was
calculated to check convergent validity.

Table 4
Results for the Internal Consistency and Convergent Validity of the Academic Buoyancy Scale

Items Factor Load CR AVE

Commitment ABS54 73 .85 45
ABS49 .69
ABS53 .68
ABS59 .67
ABS57 .67
ABS63 .64
ABS26 .60

Composure ABS69 79 .87 53
ABS72 .80
ABS73 .75
ABS66 .70
ABS70 .67
ABS65 .65

Confidence ABS2 .79 .82 A48
ABS1 74
ABS6 .68
ABS9 .64
ABS12 .59

Coordination ABS25 .78 .83 .56
ABS23 77
ABS30 74
ABS28 .69

Control ABS38 .79 .80 51
ABS44 .80
ABS37 .75
ABS34 .70

CR: Composite Reliability, AVE: Average Variance Extracted
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As depicted in Table 4, the CR values ranged from .80 to .87, meeting the suggested threshold of
exceeding .70, thereby affirming the convergent validity of the measures.

Table 4 presents the AVE values corresponding to each construct. Typically, a threshold of 0.5 for
AVE signifies robust convergent validity. However, if AVE falls slightly below 0.4 but the composite
reliability surpasses 0.6, it is considered acceptable for affirming convergent validity of the construct
(Fornell & Larcker, 1981). Based on this criterion, it can be inferred that convergent validity has been
successfully established for all constructs in this study.

Findings on Reliability

To assess internal consistency, Cronbach's alpha values were computed for both the ABS and its five
subscales. The Cronbach's alpha for the ABS was found to be 0.90, indicating that the ABSis a highly
reliable scale. In terms of the subscales, the first dimension, labeled 'commitment,' had Cronbach’s
alpha of 0.85, while the second dimension, 'composure,' had a Cronbach's alpha of 0.84. The third
dimension, 'confidence,' had Cronbach’s alpha of 0.83, and the fourth dimension, 'coordination," had
a Cronbach's alpha of 0.85. Lastly, the fifth dimension, 'control,' had Cronbach’s alpha of 0.71. All
these alpha values exceeded the acceptable threshold of 0.70, as suggested by Nunally (1978).
Furthermore, when examined for additivity using Tukey's additivity test, the scale was found not to
be additive (p = 0.003).

Table 5
Cronbach’s Alpha for the Academic Buoyancy Scale and Its Sub-dimensions
Cronbach’s Alpha  Internal Consistency Scale and Sub-dimensions Int?rnal
Consistency
o209 Excellent Academic Buoyancy a =.90 Excellent
0.7<0.9 Good Commitment a= .85 Good
0.6<0.7 Acceptable Composure o= .84 Good
0.5<0.6 Poor Confidence a= .83 Good
a<0.5 Unacceptable Coordination a= .85 Good
Control o= .71 Good

(Streiner, 2003)
Interpretation of Academic Buoyancy Scale Scores

The Academic Buoyancy Scale is composed of 26 items and employs a 5-point Likert-type grading
scale [1=I completely disagree, 2= I disagree, 3= Neither agree nor disagree, 4= I agree, and 5= 1
completely agree]. The scale comprises five proposed dimensions, as shown in Table 5 below. After
factor rotation, the first dimension, commitment, consists of seven items (26, 49, 53, 54, 57, 59, 63);
the second dimension, composure, consists of six items (65, 66, 69, 70, 72, 73); the third dimension,
confidence, consists of five items (1, 2, 6, 9, 12); the fourth dimension, coordination, consists of four
items (23, 25, 28, 30); and the fifth dimension, control, consists of four items (34, 37, 38, 44). The ABS
was developed as a result of this study, and it encompasses five components and 26 elements (see
Table 6, Appendix A). Therefore, the potential scores for each dimension fall within the following
ranges: 7 to 35 for commitment, 6 to 39 for composure, 5 to 25 for confidence, 4 to 20 for coordination,
and 4 to 20 for control.
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Table 6
The Dimensions and Items of ABS
Dimensions Number of items Items
Commitment 7 26,49,53,54,57,59,63
Composure 6 65,66,69,70,72,73
Confidence 5 1,2,6,9,12
Coordination 4 23,25,28,30
Control 4 34,37,38,44
Discussion

Academic buoyancy, as evidenced by substantial impacts on learners (Datu & Yang, 2016; Martin et
al., 2010; Martin & Marsh, 2009; Strickland, 2015) holds undeniable significance in the educational
landscape. However, despite its acknowledged importance, a noteworthy gap exists in academic
literature—a lack of a standardized measurement tool specifically tailored to assess this
phenomenon comprehensively. Recognizing this scholarly absence, our current investigation
unfolds with a dual purpose: firstly, to pioneer an assessment tool meticulously designed for the
nuanced evaluation of academic buoyancy, and secondly, to establish the foundation for a valid and
reliable instrument capable of effectively measuring the levels of academic buoyancy among
undergraduate students within the context of Turkish education.

The Academic Buoyancy Scale comprises 26 scale items organized into a five-factor structure. In its
developmental phase, an initial pilot study was undertaken, followed by multiple iterations of EFA
to identify and address any problematic items. This iterative process resulted in the refinement of
the scale, ultimately yielding a final five-factor structure with 26 items. The determination of the
number of factors was guided by the scree plot, Kaiser's eigenvalues, and parallel analysis.
Subsequently, the validation of this refined five-factor structure involved a sample of 974 students.
The ABS encompasses five distinct dimensions: commitment (7 items), composure (6 items),
confidence (5 items), coordination (4 items), and control (4 items). To assess the reliability of each
factor, Cronbach alpha coefficients were computed, yielding values of .85, .84, .83, .85, and .71,
respectively. All these values surpassed the recommended .70 threshold, indicating acceptable
internal consistency (Nunally, 1978). This robust validation process enhances the credibility of the
ABS as a comprehensive and reliable instrument for evaluating academic buoyancy across multiple
dimensions. The correlations imply that there is a robust interconnectedness among the different
dimensions of academic buoyancy, which encompass commitment, composure, control, confidence,
and coordination. Nevertheless, acknowledging specific limitations, such as the exclusive focus on
a single university as the study group is crucial. To enhance the generalizability and external validity
(Merriam & Tisdell, 2015) of these results, future research could broaden its scope by encompassing
multiple universities across diverse regions in Tiirkiye. Additionally, as the study group of this
primarily concentrated on university students, subsequent investigations might consider including
other student groups to ensure a more comprehensive understanding of academic buoyancy across
varied disciplines and educational contexts.

The study findings indicate that the scores derived from the developed ABS encompasses five
distinct dimensions: commitment (7 items), composure (6 items), confidence (5 items), coordination
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(4 items), and control (4 items). To assess the reliability of each factor, Cronbach alpha coefficients
were computed, yielding values of .85, .84, .83, .85, and .71, respectively. All these values surpassed
the recommended .70 threshold, indicating acceptable internal consistency (Nunally, 1978). This
robust validation process enhances the credibility of the ABS as a comprehensive and reliable
instrument for evaluating academic buoyancy across multiple dimensions. The correlations imply
that there is a robust interconnectedness among the different dimensions of academic buoyancy,
which encompass commitment, composure, control, confidence, and coordination. Nevertheless,
acknowledging specific limitations, such as the exclusive focus on a single university as the study
group is crucial. To enhance the generalizability and external validity (Merriam & Tisdell, 2015) of
these results, future research could broaden its scope by encompassing multiple universities across
diverse regions in Turkiye. Additionally, as the study group of this primarily concentrated on
English language learners, subsequent investigations might consider including other student groups
to ensure a more comprehensive understanding of academic buoyancy across varied disciplines and
educational contexts. The scale offers both validity and reliability in assessing students' academic
buoyancy within an academic setting. This study holds substantial implications for researchers
exploring the concept of academic buoyancy in higher education. Researchers may have a multitude
of potential ways to explore using the ABS as a research tool. One promising area of study involves
investigating the predictors of academic success by examining the relationship between students'
academic buoyancy as measured by the ABS and outcomes such as grades, test scores, and
graduation rates. Additionally, researchers can conduct intervention studies to evaluate the
effectiveness of programs aimed at enhancing students' academic buoyancy, tracking changes in
ABS scores pre- and post-intervention. Comparative analyses across demographic groups, including
gender, ethnicity, socioeconomic status, and academic ability, can provide insights into potential
disparities in academic buoyancy levels and inform targeted interventions for marginalized student
populations. Furthermore, researchers can explore the association between academic buoyancy and
mental health outcomes, such as stress, anxiety, and depression, as well as investigate the role of
teacher practices, classroom environment, cultural factors, and contextual influences in fostering
buoyancy among students. Finally, longitudinal studies can examine the long-term impact of
academic buoyancy on students' educational and career trajectories, shedding light on its role in
shaping post-secondary education enrollment, employment outcomes, and overall life satisfaction.

The Academic Buoyancy Scale presents itself as a valuable resource with multifaceted applications
within high school guidance services. While its primary function involves assessing students' levels
of academic buoyancy, its utility extends far beyond mere measurement. One significant application
lies in its potential to serve as a predictive tool for students' suitability for tertiary education
programs. By focusing students' buoyancy and ability to navigate academic challenges, the ABS can
offer insights into their readiness for the rigors of higher education, aiding in informed decision-
making processes regarding college or university placements. Moreover, the ABS holds promise as
a tool for evaluating the effectiveness of intervention programs designed to enhance students'
academic buoyancy. Through pre- and post-testing utilizing the ABS, educators and counselors can
quantitatively measure the impact of interventions aimed at bolstering students' buoyancy and
coping mechanisms. This data-driven approach allows for a comprehensive understanding of the
efficacy of various support strategies, enabling educators to tailor interventions to individual
student needs effectively. Additionally, it facilitates evidence-based decision-making, guiding the
refinement and optimization of intervention programs to better meet students' academic and
emotional needs. Furthermore, the ABS serves as a dynamic instrument that actively contributes to
shaping educational strategies. By identifying areas of strength and areas needing improvement in
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students' academic buoyancy, educators can tailor their guidance and support to foster a more
resilient academic mindset among students. This proactive approach not only enhances students'
ability to overcome academic challenges but also cultivates a culture of resilience and self-efficacy
within the school community.

The strong interrelation among the dimensions of ABS suggests that they are not independent of
each other but rather work together synergistically to foster academic buoyancy. For example, a
student who is committed to their academic goals may also exhibit high levels of confidence and
composure when encountering academic difficulties. Similarly, someone who feels in control of their
academic environment may demonstrate effective coordination skills in managing their workload
and study strategies. Understanding the interconnectedness among these dimensions can inform
educators and practitioners about the multifaceted nature of academic buoyancy and guide
interventions aimed at enhancing students' buoyancy and well-being in educational settings. By
addressing these dimensions holistically, educators can empower students to navigate academic
challenges more effectively and thrive in their academic pursuits. Importantly, the versatility of ABS
extends across different courses and disciplines, making it applicable in various educational settings.
Regardless of the subject matter, the ABS can provide valuable insights into students' buoyancy and
coping mechanisms, allowing educators to tailor support strategies accordingly.
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Giris

Ogrenme siirecinin dinamiklerini anlamak, 6gretim ve 6grenme gercevesinde etkili stratejiler
olusturmada temel bir 6neme sahiptir. Bu anlayis, egitimcilerin yaklasimlarmi kisisellestirerek
cesitli 6grenci ihtiyaglarini karsilamalarina ve onlarin akademik gelisimine katk: saglayan bir ortam
olusturmalarma olanak tanir. Ogrencinin egitim yolculugunu etkileyen birgok faktdr arasinda,
akademik engelleri yonetme becerisi 6grencinin akademik alanin igsel zorluklarina verdigi yanitlar:
onemli Olgiide sekillendiren belirleyici bir unsur olarak ortaya cikar. Martin ve Marsh (2008),
akademik engelleri yonetme becerisini, bir 6grencinin rutin ve gilinliik akademik zorluk ve
engellerini asma yetenegi olarak tanimlamigslardir. Bu dinamik 6zellik, sadece tepki veren bir
mekanizma olmaktan ¢ok, 6grencilerin akademik deneyimlerinin cesitli yonleriyle etkilesime girme
ve nasil tepki verdiklerini derinlemesine sekillendirir (Martin ve Marsh, 2003).

Akademik engelleri yonetme becerisi, sadece uygulanabilir olmaktan daha fazlasini ifade eder ve
akademik basarmin 6nemli bir belirleyicisi olarak ortaya ¢ikar. Barnett (2012)"in aragtirmasi yiiksek
diizeyde akademik engelleri yonetme becerisi ile tistiin akademik performans arasinda etkileyici bir
iliski oldugunu ortaya koyar. Akademik engelleri yonetme becerisinin, 6grencilerin beceri ve
kazanimlar tizerinde derin bir etkiye sahip olabilecegi acikca ortaya ¢itkmaktadir, bu da onu egitim-
ogretimin planlamas: ve kullanilacak pedagojik stratejilerde Snemli bir odak noktas: haline
getirmektedir. Zorluklar karsisinda, akademik engelleri yonetme becerisi gliglii bir motivasyonel
gli¢ olarak ortaya ¢ikmaktadir. Akademik engelleri yonetme becerisi 6grencileri sadece zorluklar:
asmaya degil, onlarla kars1 karsiya gelmeye ve bunlar1 direng ve azimle karsilamaya iter. Bu sayede,
akademik yolculuktaki zorluklar, onlar1 gelistiren deneyim ve 6grenme firsatlar1 haline gelir ve bu
zorluklar1 aslinda 6grencilerin basariya uzanan firsat basamaklarina doniistiirmelerini saglayan bir
itici gii¢ olarak da hizmet eder (Martin ve Marsh, 2003). Akademik engelleri yonetme becerisi,
Martin ve digerleri (2010) tarafindan belirlenen 6zgiiven, koordinasyon, baglhlik, sogukkanlilik ve
kontrol gibi bes bilesenli cercevede 6zetlenmistir. Bu iligkili bilesenler birlikte, 6grencilerin zorluklar
kargisinda direnglerini koruma yetenegini saglar. Ornegin, ozgiiven, oOgrencilere kendi
yeteneklerine glivenmeyi saglayabilir; koordinasyon ise etkili 6grenme stratejilerini gelistirmelerine
yardima olabilir. Baglilik, 6grencilerin akademik hedeflerine kararlilikla baglh kalmasini tesvik
edebilirken, sogukkanlilik duygusal dengeyi korumalarina ve kontrol ise akademik zorluklar:
ustalikla ¢gozmelerine olanak taniyabilir (Smith, 2020).

Akademik engelleri yonetme becerisi, yalnizca bir psikolojik yap1 olarak degil, egitim ortamini
sekillendiren dinamik bir gii¢ olarak ortaya ¢ikar. Bu ¢ok yonlii niteligi anlamak, akademik engelleri
yonetme becerisinin egitim planlamasindaki dnemli roliinii ve 6grencilerin 6grenme deneyimlerini
gelistirme potansiyelini vurgular. Bu potansiyel, becerinin igerdigi ongoriilebilir unsurlar,
motivasyonel etkileri ve temel bilesenleri kapsayan bir ¢erceve icinde degerlendirilmelidir (Martin,
2008). Akademik engelleri yonetme becerisi tizerine yapilan calismalar incelediginde onemli bir
eksiklik goze carpmaktadir (Martin, 2006; 2018; Panjwani ve Aqil, 2020; Verrier ve digerleri, 2018).
Bu gbzlem, mevcut 6lgme araglarinda kritik bir bosluk olan akademik engelleri yonetme becerisini
Ol¢meyi hedefleyen araglarin eksikligini vurgulamaktadir. Yapilan literatiir taramasi1 akademik
engelleri yonetme becerisi iizerine odaklanan 6lgeklerin eksikligini ortaya ¢ikarmistir. Bu arastirma
boslugunu ele alma motivasyonuyla harekete gegcilerek, Tiirkiye'nin egitim dinamiklerine 6zgii
kapsamli bir Akademik Engelleri Yonetme Becerisi Olgegi (AEYBO) gelistirme siireci baglatilmistir.
Tiirk egitim sisteminin ve 6grenci popiilasyonunun 6zgiin 6zelliklerini goz oniinde bulundurarak,
calisma akademik engelleri yonetme becerisi konusunda tartismalara yeni bir bakis agis1 sunmay1
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hedeflemektedir. Yerel olarak uyarlanmis bir Olgegin eksikligi, akademik engelleri yonetme
becerisinin alt boyutlarimi dogru bir sekilde cerceveleyen giivenilir bir ara¢ olusturma gerekliligini
beraberinde getirmistir. Bu nedenle, mevcut arastirmamizin temel amaci iki yonliidiir: ilk olarak,
akademik engelleri yonetme becerisini degerlendirmek igin oncii bir 6lgiim aract sunmak; ikinci
olarak, Tiirkiye'deki 6grencilerin akademik engelleri yonetme becerisi seviyelerini degerlendirmek
icin kullanilabilecek gegerli ve giivenilir bir aracin temelini olusturmaktir. Bu ¢alisma araciligiyla,
sadece literatiirdeki Onemli bir boslugu doldurmakla kalmayip ayni zamanda egitimciler,
aragtirmacilar ve egitim politikalarini olusturan yetkililer icin 6grencilerin akademik engelleri
yOnetme becerisini anlama ve bu beceriyi gelistirme konusunda kullanilabilir bir ara¢ sunulmasi
amaglanmaktadir.

Akademik Engelleri Yonetme Becerisi Nedir?

Fizik alaninda kaldirma kuvveti bir nesnenin bir siv1 iginde batmasi veya yiikselmesini, ya da
yerinde kalmasmi etkileyen yukari yonlii bir kuvvettir (Young ve Freedman, 2012). Egitim
baglaminda, bu kavram Martin ve Marsh (2008) tarafindan agiklanan akademik engelleri yonetme
becerisi olarak bilinir ve 6grencilerin egitim yolculuklarinda karsilastiklar giinliik zorluklar1 esnek
bir sekilde agsma yetenegini ifade eder. Akademik engelleri yonetme becerisi, 6grencilerin okulda
deneyimledikleri rutin zorluklar ve stres faktorleriyle etkili bir sekilde basa ¢cikma yetenegi olarak
da tamimlanir (Martin ve digerleri, 2010). Martin ve Marsh (2009), akademik engelleri yonetme
becerisini, 6grencilerin yiiksek riskli sinavlar veya hayal kirikli§1 yaratan notlar gibi akademik
ugraslar sirasinda kargilastiklar: gesitli zorluklara yapic ve pozitif yanitlar vermelerini incelemek
i¢in bir arag olarak tanitmislardir. Buna gore, akademik engelleri yonetme becerisi, 6grencilerin
gii¢lii yanlarmi kullanmaya ve zorluklar karsisinda geri ¢ekilmeler yerine proaktif bir yaklasim
benimsemeye odaklanir (Martin ve Marsh 2003; 2008; Putwain ve digerleri, 2012; Smith, 2020).

Akademik arastirmalarda, 6grencilerin sinif i¢i ve okul yasamu ile ilgili beklentilerine ve bu iklimde
kargilastiklar1 gesitli zorluklara karsi gosterdikleri tepkilerle ilgili dikkate deger bir bosluk
bulunmaktadir (Martin, 2002; 2006; 2008; 2012). Bu sdylemde merkezi bir konumda olan kavram,
akademik engelleri yonetme becerisi olarak adlandirilmakta ve bilimsel arastirmalarda hem olumlu
hem de olumsuz baglantilarla dinamik ve uyarlanabilir bir ¢erceve olarak kabul edilmektedir
(Barnett, 2012; Martin ve Marsh, 2003; 2009; 2010; Putwain ve digerleri, 2012; Strickland, 2015).
Ogrenciler akademik programlarin zorluklariyla karsilagtiklarinda, akademik hedeflerine ulasma
kapasiteleriyle baglantili genis bir duygusal yelpazede hareket ederler (Putwain ve Daly, 2013;
Smith, 2020). Bazi Ogrenciler ders calismay1r zahmetsizce basarirken, digerleri akademik
yolculuklarinda engellerle kargilagirlar. Bu ayrim, akademik =zorluklar1 basariyla yoneten
ogrencilerle bunlarla miicadele edenler arasindaki farki gozler oniine serer. Akademik ortamlarda
basarili olanlar genellikle akademik engelleri ustalikla yonetenler olarak tanimlanir ve giinliik okul
yasamindaki ¢ok yonlii zorluklarla ve streslerle basa ¢ikma becerilerini gosterirler (Martin ve Marsh,
2009; Martin ve digerleri, 2010; Martin, 2012). Basarisizliklardan ders ¢ikarma ve kararlilikla
akademik engellerle yiizlesme kapasitesi olarak karakterize edilen dayanikliliklari, onlar1 akademik
engelleri yonetme becerisi gosteren Ornekler olarak konumlandirir. Bu dayaniklilik, sadece
zorluklar1 asma yeteneklerinde degil, ayn1 zamanda uyum saglama, azim gosterme ve akademik
baskilar arasinda basarili olma yeteneklerinde de kendini gosterebilir. Ogrenciler arasindaki
akademik engelleri yonetme becerisinin dinamiklerini anlamak, onlarin zorluklara karsi farkl
yanitlarini agiga ¢ikarmanin yani sira dayanikliligin akademik hayatlarin sekillendirmedeki 6nemli
roliinii de vurgular (Barnett, 2012; Martin, 2013; Putwain ve digerleri, 2012).
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Akademik engelleri yonetme becerisi kavrami, 6grencilerin akademik hayatlarmin i¢cinde bulunan
zorluklari etkili bir sekilde agsmalarini ve bu zorluklarla basa ¢ikmalarini saglayan 6nemli bir 6zellik
olarak Ozetlenebilir (Martin ve Marsh, 2009; Putwain ve digerleri, 2012). Bu kavram, egitim ve
ogretimin ¢iktilar1 tizerinde etkili olan, 6grencilerin akademik yolculuklarmni 6nemli Olciide
etkileyen bir dizi avantajli 6zellik ve beceriyi desteklemektedir. En 6nemlisi de akademik engelleri
yonetme becerisi, 6grencinin 6grenme siireglerine dahil olmasi ile giiclii bir sekilde iligkilidir. Bu da
bu beceriye sahip 0grencilerin 6grenme ortamlarinda aktif olarak yer almalar1 olasiligini artirir
(Martin, 2012). Ayrica, bu becerinin yiiksek akademik Oz-yeterlikle iliskilendirilmesi, yiiksek
diizeyde akademik engelleri yonetme becerisine sahip 6grencilerin akademik gorevleri ve zorluklari
asma konusunda daha biiyiik bir 6zgiivene sahip oldugunu gosterir (Martin ve digerleri, 2010). Bu
da akademik engelleri ustalikla asabilen Ogrencilerin ¢alismalarina etkili stratejilerle yaklasma
olasihigmi artirir. Akademik engelleri yonetme becerisinin bir diger olumlu etkisi, 6grenciler
arasinda daha giiclii bir baghligin gelisimini tegsvik etmeye de uzanir. Bu 6zellige sahip olanlar,
engellerle karsilastiklarinda direnmeye daha meyillidir, akademik ¢abalarinda direng ve kararlilik
gosterirler (Putwain ve Daly, 2013). Ayrica, daha iyi 6z-denetimle olan iligkisi, daha yiiksek diizeyde
akademik engelleri yonetme becerisine sahip 6grencilerin akademik sorumluluklarin1 yonetmede
daha biiyiik bir disiplin gdsterdigini ima eder. Onemli olarak, akademik engelleri ydnetme becerisi,
yiiksek diizeyde test ve akademik yasantiya iliskin kaygiya kars1 koruyucu bir faktor olarak da islev
gorebilir. Bu 6zellige sahip 6grenciler, sinavlara ve akademik zorluklara giiven ve direngle yaklasma
egilimindedir, bu da kayginin performanslari {izerindeki olumsuz etkisini azaltir (Martin ve Marsh,
2003; Martin, 2012; Putwain ve Daly, 2013). Akademik engelleri yonetme becerisinin egitim
yolculugunun cesitli yonlerindeki etkisini taniyanlar, bu 6zelligin egitimciler tarafindan aktif olarak
tesvik edilmesi gereken bir 6zellik olarak vurgulanmasini saglamislardir (Collie ve digerleri, 2017;
Martin, 2002; Strickland, 2015).

Akademik Engelleri Yonetmesi Becerisinin 5 Bileseni: Ozgiiven, Koordinasyon, Baglilik,
Sogukkanlilik, Kontrol

Ozgﬁven, kendine inanmak ile esanlamli olarak, 6grencilerin akademik kavramlari anlama,
zorluklari asma ve yeteneklerini en iyi sekilde kullanarak basar: elde etme konusundaki giivenlerini
ifade eder. Giiclii bir 6zgiivene sahip olanlar genellikle iyi akademik performans gosterir, zorlu
gorevlere gilivenle yaklasirlar, olumlu bir bakis agis1 gelistirirler ve bunu kendilerine 6zenle
uygularlar ve okul deneyimlerinden keyif alirlar (Martin, 2008; Smith, 2020).

Koordinasyon ise gorevleri planlama ve organize etme becerisini kapsar (Martin, 2008). Planlama,
ogrencilerin proje, ev 6devi veya dersle ilgili diger ¢calismalarini nasil yonettigiyle ilgilidir. Takip ise
bu aktiviteler sirasinda ilerlemelerini izleme yetenekleriyle alakalidir. Bu baglamda, koordinasyon,
ogrencilerin akademik yasamlar: igin kisa ve uzun vadeli hedefler veya planlar belirlemelerini de
igerir. Gorevlerini etkili bir sekilde planlayan ve izleyen 6grenciler, gorevlerinin kontroliinii saglam
hissederler, zorlu 6devlerin iistesinden gelirler ve zamanlarimi ve yeteneklerini verimli bir sekilde
kullanirlar (Martin, 2008; Smith, 2020).

Kontrol, ya da belirsiz kontrol, 6grencilerin akademik alanlarindaki giigstizliik hissini, giigstizliik
duygusunu hissettikleri zaman ortaya ¢ikar. Akademik ilerleme konusundaki bu belirsizlik,
Ogrencilerin basarisizliklar1 agsma yeteneklerini engelleyebilir (Martin ve Marsh, 2010; Smith, 2020).
Kontrol, 6zellikle 6grencilerin akademik ¢iktilar {izerinde etkin olabilme algilarin1 kapsar. Kontrol
konusundaki belirsizlik, Ogrencilerin basarisizli§i Onleme kapasitelerinin az olduguna
inanmalarina, ge¢mis basarisizliklar: tekrar etmelerine veya basari elde etmelerine engel olabilir.
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Buna karsilik, siki bir kontrol hissi olan Ogrenciler, akademik sonuglar1 etkileyebileceklerine
inanirlar. Basarisizlig1 asmak ve basar1 elde etmek igin ¢aba ve kaliteli calismanin farkinda olarak,
basarisizliktan kaginabilirler ve basariya ulasabilirler. Martin'in (2008) ve Collie ve digerlerinin
(2015) aragtirmalari, onceki akademik engelleri yonetme becerisinin, gelecekteki akademik engelleri
yonetme becerisi ve basarilarini, kontrol algis1 araciigiyla ongordiigiinii gostermistir. Kontrol,
ogrencilerin basariya ulasma veya basarisizliktan kaginma konusundaki kararlilik ve kapasitelerine
dair goriislerini ifade ederken, belirsiz bir kontrol hissi, basariya yonelme veya basarisizliktan
kaginma konusunda giivensizligi yansitir (Patrick ve digerleri, 1993).

Baglilik, 6grencilerin zorluklarla karsilastiklarinda veya karmagik gorevlerle ugrastiklarinda, bu
sorunlar1 ¢ozmeye veya anlamaya ne kadar ¢abaladiklarini agiklar. Engellerle karsilastiklarinda,
hata yapmalar1 durumunda veya karmasik gorevleri ¢ozmeye calistiklarinda devreye girer. Baglilik
gosteren Ogrencilerin dayanikliligi énemli bir 6zellik olup, hedeflerine ulasma olasiliklar1 daha
yliksektir, basariya ulasma kararliliklar: sergilerler ve problem ¢6zme konusunda tistiin performans
gosterirler (Martin ve Marsh, 2010; Smith, 2020). Okul ¢alismalarinin talepkar dogas1 goz oniine
alindiginda, 6grencilerin engelleri asmak icin baglilik ve sebat gostermeleri gerekmektedir. Baglilik,
ogrencileri akademik zorluklarla basa ¢ikmaya ve basariya ulasmaya tegvik ettigi bir bilesen oldugu
sOylenebilir. Bu o6zellik, 6grencileri akademik olarak sikintiya diisenlerden ayirir ve onlar1 zorlu
durumlar yenilikgi ve etkili ¢oziimlerle ele almaya tesvik eder (Martin, 2002; Smith, 2020)

Akademik engelleri yonetmesi becerisinin bilesenleri kapsaminda, sogukkanlilik diisiik akademik
kaygtyi ifade eder, bu da akademik baglamda hissedilen endise ve kaygi duygularimni icerir (Martin,
2008; Collie ve digerleri, 2017). Akademik kaygi genellikle iki bilesenden olusur: bilissel olarak
adlandirilan 'endise’ ve duygusal olarak sinirlilik veya huzursuzluk hissi olarak karakterize edilen
tizyolojik belirtileri igerebilen duygu durumu olan ‘gerginlik’. Gerginlik, 6grencilerin ders ¢alisma,
sorumluluk alma veya sinavlari diisiinmeleri veya bu aktivitelerle ilgilenmeleri durumunda
yasadiklari rahatsiz edici ve hog olmayan bir duygudur. Ders ¢alismada, 6devlerde veya smavlarda
yetersiz performans korkusu, temel bir endise kaynagidir. Kaygi, konsantrasyonu, dikkati, bilgiyi
hatirlama yetenegini ve yiiksek kaliteli calisma tiretimini engelleyebilir. Sinav kaygisi, 6grencilerin
egitimde karsilastig1 en yaygin kayg tiirtidiir (Cassady ve Johnson, 2002; Martin, 2010; Putwain ve
Daly, 2013). Sogukkanlilik, akademik basariya olumlu bir etki yapabilir (Cassady ve Johnson, 2002).
Sakin kalabilen Ogrenciler, kaygilarini yonetme konusunda daha donanimlidir ve akademik
basarisizliklardan daha kolay toparlanabilirler (Martin, 2002; Martin ve digerleri, 2010).

Akademik engelleri yonetme becerisi, 6ziinde birbirine bagh bes ozellikten beslenir: 6zgiiven,
koordinasyon, kontrol, baghlik ve sogukkanlilik. Bu yonler, 6grencilerin egitimin ¢ok yonlii
yolculugunu ustalikla siirdiiriirken kazandiklar1 direng¢ ve yetkinligi sekillendiren bir gerceve
olusturur.

Akademik Engelleri Yonetme Becerisi Olgekleri

[k akademik engelleri yonetme becerisi dlgegi, Martin ve Marsh (2008) tarafindan Motivasyon ve
Okul Katiimi Olgeginden (Martin, 2006) alinan maddeleri uyarlayarak dért madde igeren bir
bicimde gelistirilmistir. Bu 6lgek, 6grencilerin akademik hayatlarindaki zorluklarla etkili bir sekilde
basa ¢ikma yeteneklerini degerlendirmeyi amagclar. Martin ve Marsh tarafindan gelistirilen bu 6lgek,
asagidaki dort maddeyi igerir: (i) Okuldaki basarisizliklarla basa ¢ikmada iyiyim, (ii) Calisma
stresinin iistesinden gelmeme izin vermiyorum, (iii) Okuldaki sorumluluklarimla basa ¢ikmada iyi
oldugumu diisiiniiyorum, (iv) Kotii bir notun benim 6zgiivenimi etkilemesine izin vermiyorum.
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Arastirmanin 6rneklemini, 8 ila 10 yaslar1 arasindaki 598 Avustralyali 6grenci olusturmaktadir. Veri
toplama islemi hem okul y1l1 ortast hem de yil sonu donemlerinde gergeklestirilmistir. Toplam 6lgek
icin Cronbach alfa katsayis1 0.82 olarak hesaplanmistir ve yiiksek i¢ tutarlilii gostermektedir. Bu
olcegi kullanan 6nceki ¢aligmalar, giiglii bir faktor yapisi, normal dagilim ve lise 6grencileri arasinda
cesitli akademik sonuglar i¢in 6nemli 6ngorii yetenegi gostermistir (Martin ve Marsh, 2008). Daha
sonra, Verrier ve digerleri (2018) tarafindan 6gretmenlerin akademik engelleri yonetme becerisi
olcegini hazirlanmis ve 6lgegi 100 6grenci ve 50 6gretmenden olusan bir grup 6rneklem alinarak
incelenmistir. Orneklem grubu ciddi bir zorlukla karst karsiya olduklari (hastalik, devamsizlik
sorunlari, davranis zorluklar1 veya ozel egitim ihtiyaglari) seklinde tanimlanmistir. Akademik
Engelleri Yonetme Becerisi Olgeginden alinan (Martin ve Marsh, 2008) dért madde, iigiincii sahis
olarak 6grenciye atifta bulunacak sekilde yeniden diizenlenmistir (6rnegin, "Ogrenci kétii bir notun
onlarm 6zgiivenini etkilemesine izin vermez"). Akademik engelleri yonetme becerisi ile ilgili bagka
bir 6l¢cek Hindistan'da Panjwani ve Aqil (2020) tarafindan lise 6grencileri igin gelistirilmistir. Olgek,
yedi boyutu kapsayan 27 madde icermektedir. Olgegin giivenilirligi ve gegerliligi, agimlayict faktor
analiziyle uyumlu bulunmustur. Olgegin yedi alt boyutu sunlardir: koordinasyon, agiklik,
sogukkanlilik, akademik iklim, 6zgiiven, baglhlik ve 6z kontrol.

Onceki calismalar, Akademik Engelleri Yonetme Becerisi Olgeklerinin gelistirilmesi ve
uygulanmasmna iligkin i¢goriiler sunar. Martin ve Marsh (2008), 6grencilerin akademik zorluklar:
etkili bir sekilde yonetme yeteneklerini degerlendirmeye odaklanan 6z dort maddelik bir 6lgek
gelistirmistir. Verrier ve digerleri (2018), bu kavrami genisleterek olgegi 6gretmenlerin akademik
engelleri yonetme becerisini degerlendirmek ve Ogrenciler ile okul personeli tizerindeki etkisini
ol¢mek i¢in uyarlamistir. Panjwani ve Agqil (2020) ise Hindistan'daki lise 6grencileri i¢in 6zel olarak
tasarlanmis cok boyutlu bir akademik engelleri yonetme becerisi 6lcegi gelistirerek daha fazla katki
saglamistir. Ancak, bu onemli katkilara ragmen, Tiirkiye baglaminda literatiir incelendiginde
akademik engelleri yonetme becerisinin incelenmesinde belirgin bir bosluk bulunmaktadir. Bu
bosluk, ¢alismanin baglatilmasi i¢in giiglii bir gerekge sunmustur. Bu ¢alisma Tiirk egitim 6gretim
ortamina uygun bir Olgek gelistirilerek, Tiirkiye'deki Ogrencilerin akademik engelleri nasil
algiladiklarini ve bunlari nasil yonettiklerini anlamaya katkida bulunmay1 amaglamaktadir.

Yontem

Bu ¢alismanin temel amaci bir 6lgek gelistirmek ve ardindan gegerlilik ve giivenilirligini belirlemek
i¢in analizler yapmaktir. Bu nedenle, bu arastirma 6lgek gelistirme ¢alismasi olarak kategorize edilir.
Calisma Yeditepe Universitesi Beseri ve Sosyal Bilimler Etik Kurulu Komisyonundan alinan
28.06.2021 tarihli 19/21 nolu karar ile baslatilmistir. Asagida, ¢alisma grubu ve 6lgegi olusturmak
icin yapilan adimlarla ilgili detayl bilgiler verilmistir.

Akademik engelleri yonetme becerisi igin bir 6l¢iim araci olusturmak i¢in ¢ok asamali bir arastirma
siireci ylriitiilmistiir. Bu ¢ok asamali ¢calismay1 yonlendirmek igin, DeVellis (2016, s.78) tarafindan
belirtilen 6lgek gelistirme prosediirleri su sekilde uygulanmistir:

1. Ne Olgmek 1stediginizi Net Bir Sekilde Belirleyin

2. Bir Madde Havuzu Olusturun
3. Olciim Formatin Belirleyin
4

flk Madde Havuzunu Uzmanlar Tarafindan inceletin
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5. Gegerlik Maddelerini Diisiiniin
6. Maddeleri Degerlendirin
7. Olgek Uzunlugunu Optimize Edin

Ol¢ek Gelistirme Siireci
Adim 1. Olgiim Konusunun Belirlenmesi

Akademik engelleri yonetme becerisi arastirma konusu olarak segildikten sonra, bu beceriyi
olusturan temel yapilar tartismak icin bir toplanti diizenlenmistir. Daha sonra, arastirmacilarca
gesitli kaynaklardan yararlanilarak akademik engelleri yonetme becerisi lizerine kapsaml ve
analitik bir literatiir taramasi yapilmigtir. Literatiir taramasi, akademik engelleri yonetme becerisini
degerlendirmek igin sinirl sayida Ol¢iim aract bulundugunu ortaya koymustur (Martin, 2006;
Panjwani ve Aqil, 2020; Verrier ve digerleri, 2018). Ayrica, Tiirkge olarak gelistirilmis akademik
engelleri yonetme becerisi Olgegi bulunmadigy da tespit edilmistir. Bu nedenle, arastirmacilar
glivenilir ve gegerli bir akademik engelleri yonetme becerisi 6lgegi gelistirmeyi hedeflemislerdir.

Adwm 2. Bir Madde Havuzu Olusturma

Akademik engelleri yonetme becerisi literatiiriiniin incelenmesinin ardindan, bir madde havuzu
olusturma siireci baglatilmistir. Ilk olarak, lisans diizeyindeki ogrencilerden akademik olarak
karsilastiklar1 zorluklar hakkinda paragraflar yazmalar1 istenmis ve onlar da bu zorluklarla nasil
basa ¢iktiklarimi anlatmislardir. Bu 6grenci ¢alismalari ve akademik engelleri yonetme becerisi
lizerine Onceki literatiir arastirmalarina dayanarak, varsayimsal alt boyutlar olusturulmustur.
Arastirmacilar, 6lgegin olasi alt boyut ve yapisi hakkinda kapsamli incelemeler yapmis ve son olarak
Martin ve Marsh'm tanimiyla uyum saglamaya karar vermislerdir. ik madde listesi, Martin ve
Marsh (2009) tarafindan belirtilen bes ana oOzellige odaklanarak olusturulmustur: 6zgiiven,
koordinasyon, kontrol, baghlik ve sogukkanlilik. Bu yapilar temel alinarak 120 maddeden olusan
bir madde havuzu olusturulmustur. Daha sonra, aragstirmacilar bir araya gelerek gereksiz, anlamsiz
ve miikerrer maddelerin elenmesi igin DeVellis'in (2016) Olgek gelistirme basamaklarim
kullanmiglardir. Bu degerlendirmeler sonucunda, akademik engelleri yonetme becerisinin gesitli
yonlerini degerlendirmek igin toplam 84 aday madde segilmistir.

Adim 3. Olgiim Formatim Belirleme

Bu ¢alismada, DeVellis'in (2016) belirttigi gibi, goriisleri, inanglar1 ve tutumlar1 degerlendirmek igin
yaygn olan Likert tipi bir yanit formati secilmigtir. Likert 6lgegi kullanilirken, her bir madde bir
ciimle olarak sunulur ve katilimcilarin ifade edilen durumlarla farkh diizeylerde kabul seviyelerini
gosteren yanit kategorileri ile birlikte verilir. Kullanilabilir yanit secenekleri asagidaki gibidir: 1 =
Kesinlikle katilmiyorum, 2 = Katilmiyorum, 3 = Ne katiliyorum ne de katilmiyorum, 4 = Katiliyorum
ve 5 = Kesinlikle katiliyorum.

Adim 4. Tlk Madde Havuzunun Uzmanlar Tarafindan Incelenmesi

84 maddeden olusan bir 6n 6lgek olusturulmasinin ardindan, belirli alanlarda uzmanliga sahip
kisiler belirlenerek onlarla iletisime gecilmis ve inceleme siireglerine dahil olmalari i¢in davet
edilmistir. Ozellikle, cesitli iiniversitelerden Egitim Bilimleri ve 1ngilizce C)gretimi alanlarinda
calisan uzmanlardan, maddelerdeki ifadelerin uygunlugu hakkinda goriis ve geri bildirimleri
istenmistir. Olgegin taslak versiyonu uzman aragtirmacilara e-posta ile génderilmistir.
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Adim 5. Gegerlilik Maddelerinin Belirlenmesi

Taslak Olgek, katilimcilarin siirekli olarak 6lgegin bir tarafin1 se¢gmesi riskini azaltmak ve DeVellis'in
(2016) onerdigi gibi yanliligin olas1 olumsuz etkilerini azaltmak igin ters puanlanan 18 maddeyi
icermektedir. Ayrica, 6lgegin ayni boyutlarina birden fazla benzer nitelikli madde eklenmistir.

Adim 6. Maddelerin Degerlendirilmesi

Olgegin ilk taslag1 dijitallestirilerek bir elektronik portal araciligiyla erisime agilmustir. Olgegi
uygulamadan 6nce, arastirma ekibi okul yonetimiyle iletisime gegerek veri toplama i¢in uygun giin
ve saatler koordine edilmis ve bu diizenleme sonrasinda, her bir 6grenciye 6lgege erisim igin bir web
baglantis1 saglanmistir. Toplamda, 974 {iniversite 6grencisi 6lgek gelistirme ¢alismasina katilmistir.
Comrey ve Lee (1992), dlgek gelistirme i¢in 6rneklem biiyiikliiklerini kotii (100), orta (200), iyi (300),
¢ok iyi (500) ve mitkemmel (1.000) olarak kategorize etmektedir. Bu baglamda, ¢calismanin 6rneklem
biiytikliigii miikemmel olarak kabul edilir. Calismaya baslamadan once katihmcilarin bir onam
formunu okuyup onaylamalar1 gerekmektedir. Katilimcilarin yanitlarmin gegerliligini saglamak
i¢in gizlilik ve anonimlik konusunda titiz onlemler alinmistir. Veri toplama isleminden sonra, veriler
analiz igin hazirlanmigtir. Ornegin, negatif maddeler veri analizi 6ncesinde ters puanlanmistir.
Olgegin gelistirilme siireci hem agimlayici hem de dogrulayici faktdr analizlerini igermektedir. Bir
calisma agimlayic1 ve dogrulama analizleri icerdiginde ve yeterli bir 6rneklem biiyiikliigiine sahip
oldugunda, bu analizlerin boliinmiis veri kiimeleri tizerinde gergeklestirilmesi 6nerilir (Fokkema ve
Greiff, 2017; Henson ve Roberts, 2006; Worthington ve Whittaker, 2006). Bu nedenle, pilot
calismadan elde edilen veriler iki sete ayrilmis, biri agimlayici faktor analizi (AFA) igin digeri
dogrulayic faktor analizi (DFA) igin kullanilmistir. AFA, her bir madde giiciinii degerlendirmek ve
Olcekteki son yapilar1 belirlemek igin kullanmilmistir. Olgegin faktor sayisimin belirlenmesinin
ardindan, DFA kullanilarak olcegin ve ilgili yapilarin dogrulanmasi saglanmistir. Akademik
Engelleri Yonetmesi Becerisi Olgegi boyutlari arasindaki iliskiyi belirlemek igin korelasyon
katsayilar1 incelenmistir. Bulgular, akademik engelleri yonetme becerisinin boyutlar1 arasinda
dikkate deger bir baglant1 oldugunu gostermektedir.

Adum 7. Olgegin Uzunlugunun Optimize Edilmesi

Olgegin uzunlugu segilen hedef kitle igin uygun ve anlagilir olmahdir. Bu nedenle, faktor
yliklemeleri diisiik olan, 6nemli ¢apraz yiiklemeleri olan, kavramsal tutarliligi smirli olan ve ig
tutarlilifa az katki saglayan maddeler, Worthington ve Whittaker'in (2006) onerileri dogrultusunda
gikarilmistir. Giivenilirligi artirmak igin, diisiik faktor yiiklemelerine sahip ve geriye kalan
maddelerle ortalamanin altinda korelasyon gosteren maddeler aday Olgekten c¢ikarilmistir.
Akademik Engelleri Yonetme Becerisi adli 6lgegin son versiyonu, bes alt boyutta diizenlenmis 26
madde icermektedir (Martin ve digerleri, 2010).

Calisma Grubu

Calisma grubu, 2020-2021 akademik yilinin bahar doneminde 6grenim goren 974 {iniversite
ogrencisinden olusmaktadir. Anketin demografik bilgiler boliimii, cinsiyet ve yas gibi bilgileri
icermektedir. Ilk asamada, 540 lisans 6grencisinin yanitlarini iceren veri ile AFA gerceklestirilmistir.
Ardindan, DFA asamasinda 374 katilimci yer almistir (Tablo 1).

Tablo 1
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Calismadaki Katilimcilarin Cinsiyet ve Yasa Gore Dagilimi

Degiskenler Kategoriler f Yo
Cinsiyet Kadin 534 54.8
Erkek 440 45.2
Yas 18-20 848 87.2
21-25 113 11.6

Veri Analizi

AEYBO'yii gelistirmek igin ilk adimlar, IBM SPSS 22 ve AMOS 24 programlari ile AFA ve DFA
gerceklestirmeyi icermektedir. AFA ve DFA'nin Otesinde, faktdr yapisinin dogrulanmasi ve
onaylanmasi igin, yakinsak ve ayirt edici gecerlilik degerlendirmeleri gibi ek analizler yapilmis ve
olcek boyutlar1 arasindaki korelasyonlar hesaplanmustir.

Bulgular
Bu bolimde, gelistirilen Olgegin AFA ve DFA sonuglan ile sirasiyla giivenilirlik analizleri
sunulmaktadir.
Kapsam Gegerligi

Olgegin kapsam gegerliligini degerlendirmek igin bir uzman ekibe, her maddeyi gozden gecirme ve
bazi kriterlere dayanarak geri bildirim verme gorevi verilmistir. Kabul edilemez bir madde icin '0’,
kabul edilebilir veya kabul edilemez bir madde i¢in '1', ve Kabul edilebilir bir madde igin 2' olarak
isaretlemeleri istenmistir. Uzmanlar tarafindan saglanan geri bildirimler titizlikle incelenerek,
maddelerde gerekli diizeltmeler yapilmistir. Daha sonra, aday 6lgek, Tiirk dilinde uzman iki kisiye
sunulmus ve bu kisiler maddeleri uygun dilbilgisi yapisi ve kelime se¢imi agisindan
degerlendirmistir. Bu uzmanlar tarafindan saglanan goriisler de detayl bir sekilde analiz edilerek,
onemli anlamsal ve yapisal degisiklikler yapilmistir. Olgegin taslak versiyonu, besli Likert tipinde
80 maddeden olusmaktadir.

Akademik Engelleri Yonetme Becerisinin Yap1 Gegerliligi Bulgular
Agimlayict Faktor Analizi

Akademik engelleri yonetme becerisi yapisinin boyutlarin1 degerlendirmek icin baglangictaki 80
O0l¢me maddesi {izerinde temel bilesenler analizi ile AFA yapilmistir. Field (2009) tarafindan
onerildigi gibi, madde aras1 korelasyonlar incelenmis ve rotasyon igin Varimax ile Kaiser
Normalizasyonu segilmistir.

Faktor analizi birkag kez tekrarlanmis ve net bir faktor ¢oztimtii elde edilene kadar devam etmistir.
Her iterasyondan sonra, diisiik faktor yiiklemelerine (<0.40) sahip olan ve yiiksek capraz
yliklemelere (>0.40) sahip olan maddeler, Hair ve digerleri (2013) yonergeleri dogrultusunda
Olcekten cikarilmistir. Bir madde iki farkli faktor altinda yiiklendiyse veya faktor yiiklemeleri
arasinda 0.1'den az bir fark gosteriyorsa, Tezbasaran'in (1996) onerisi dogrultusunda Olgekten
¢ikarilmalidir. Ayrica, bir dlgegin icindeki maddelerin ideal olarak ayni olguyu 6lgmek i¢in 0.30'un
iizerinde korelasyonlara sahip olmasi gerektigi dnceki arastirmalar tarafindan belirtildiginden aym
faktor igindeki diisiik korelasyonlara sahip maddeler ¢ikarilmistir. Literatiir ayrica yap:
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gecerliliginin korunmas: igin yiiksek madde-toplam korelasyonlar1 (>0.30), madde aras:
korelasyonlar (0.30 ila 0.70) ve faktor yiiklemeleri (>0.40) onemini vurgular (Taber, 2018). Bu
Olciitlerin disinda kalan maddeler de elenmistir. Bunu takiben, kalan 30 madde tizerinde ikinci bir
AFA gergeklestirilmistir. Yapilan incelemeler sonrasinda, ¢apraz yiiklemeler ve diisiik faktor
yiiklemeleri nedeniyle 6lgekten dort madde daha gikarilmistir. Yapilan son analiz neticesinde 26
maddeyi kapsayan, tiim maddelerin faktor yiiklemeleri 0.50nin iizerinde olan bes faktorlii bir yap:
ortaya ¢ikmistir. Verilerin faktor analizi i¢in uygunlugu, Kaiser-Meyer-Olkin (KMO) 0lgiisii ve
Bartlett Kiiresellik Testi kullanilarak degerlendirilmistir. KMO degerinin 0.5'in {izerinde olmasi ve
Bartlett kiiresellik degerinin (p < 0.001) istatistiksel olarak anlamli olmasi, faktor analizi igin yeterli
veriler oldugunu gostermektedir.

Tablo 2
AEYBO I¢in Agimlayict Faktor Analizi
Madde-
Baghlik Sogukkanlilik Ozgiiven Koordinasyon Kontrol Cikarim  toplam-
korelasyon

ABS54 73 .62 .65
ABS49 .69 61 .65
ABS53 .68 .60 .62
ABS59 .67 49 .56
ABS57 .67 .60 .65
ABS63 .64 .53 .60
ABS26 .60 51 .58
ABS69 .79 .64 .67
ABS72 .80 .65 .69
ABS73 .75 .60 .62
ABS66 .70 .52 .54
ABS70 .67 .58 .63
ABS65 .65 .58 .61
ABS2 79 .69 .67
ABS1 74 .67 .67
ABS6 .68 .63 .68
ABS9 .64 .56 57
ABS12 .59 .50 57
ABS25 78 74 74
ABS23 77 .69 .67
ABS30 74 .69 70
ABS28 .69 .59 .63
ABS38 .85 72 61
ABS44 .80 63 51
ABS37 .64 48 48
ABS34 51 54 .39

Ozdeger 3.84 3.59 3.05 2.96 221

TVE 14.79 13.81 11.74 11.38 8.48

CPV 14.79 28.60 40.34 51.73 60.21

Cronbach Alfa .85 .84 .83 .85 71
Toplam 90
Cronbach Alfa ]

ABS: Akademik Engelleri Yonetme Becerisi, TVE: Agiklanan Toplam Varyans, CPV: Kiimiilatif Varyans Orani,
KMO = .909; Barlett testi = 6291.831, p <.001

Bu c¢alismada, KMO degeri 0,91 ve Bartlett kiiresellik degeri 6291.831 olarak Olgiilmiis olup bu
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sonuglar verilerin faktor analizi i¢in uygun oldugunu gostermistir. 26 maddelik 6lgekte tiim ¢ikarim
degerleri 0.3'lin ve ters imaj korelasyon matrisinde tiim ¢apraz degerler 0.5'in {izerindedir. Analiz
sonucunda bes faktorlii bir yap1 elde edilmistir. Olgegin madde-toplam korelasyon katsayilari ise
0,39 ile 0,74 arasinda degismekte olup ve bu degerler Tablo 2'de sunulmustur.

Analiz sonuglarina gore, 6lgegin her boyutu toplam varyansin bir kismini su sekilde agiklar: baglilik
boyutu toplam varyansin %14,79'unu, sogukkanlilik %13,81'ini, koordinasyon %11,38'ini, 6zgiiven
%11,74tni1 ve kontrol %8,48'ini aciklar. Toplamda, bes boyutlu 6lgek %60,20'lik bir toplam varyansi
aciklar (Tablo 2). Faktor rotasyonundan sonra, 6lgegin birinci boyutu yedi (26, 49, 53, 54, 57, 59, 63),
ikinci boyutu alt1 (65, 66, 69, 70, 72, 73), tiglincii boyutu bes (1, 2, 6, 9, 12), dordiincii boyutu dort (23,
25, 28, 30) ve besinci boyutu dért maddeden (34, 37, 38, 44) olusmaktadir. Bu ¢alismanin sonucunda,
bes boyutlu ve toplamda 26 maddeden olusan AEYBO olusturulmustur (Tablo 2) Sekil 1'de
gosterilen yamag cizelgesi, faktorlerin sayisini kendi 6zdegerlerine gore gostermektedir. Sekilde
belirtildigi gibi, 6zdegerleri 1'e esit veya daha biiyiik olan bes faktorlii bir yap: tanimlanmaistir.

Sekil 1
Yamag Grafigi

3

Ozdeger

23456 768 8 1011121314151617 181920212223 M4 25 2%

Faktor Sayisi

Boyutlar, madde havuzu olusturma siirecinde belirlenen akademik engelleri yonetme becerisinin
bilesenleri ile uyumlu olarak adlandirilmistir (Martin ve Marsh, 2009). Maddelerin faktor ytiikleri
birinci alt boyutta.60 ile .73, ikinci alt boyutta .65 ile .80, tiglincii alt boyutta .59 ile .79, dordiincii alt
boyutta.69 ile .78 ve besinci alt boyutta .64 ile .85 arasinda degismektedir (Tablo 2).

Yapisal Model Dogrulamasi

Dogrulayici faktor analizi, arastirmacilarin ¢alismaya baslamadan once hipotezler gelistirdigi bir
teori testi modelidir (Joreskog ve Sorbom, 1993). Bu ¢alismada, AFA sonuglarindan elde edilen
faktor yapismin uygunlugunu degerlendirmek igin IBM SPSS 22 ve AMOS 24 istatistik paketleri
kullanild: (Kline, 2015). DFA'y1 gerceklestirmeden 6nce, aykir: degerler, carpik degerler veya eksik
veri gibi herhangi bir veri sorununun ele alinmas: 6nemlidir. Maksimum olabilirlik yaklasimlari,
verilerin normal bir dagilimi izledigini varsayar. Yapilan analizde, tiim degiskenlerden olas1 tiim
puan kombinasyonlarinin normal bir dagilima uyup uymadigini kontrol etmek i¢in yapilan ¢ok
degiskenli normalite testi 33,406 gibi kritik bir deger vermistir (Cokluk ve digerleri, 2014). 10'dan az
bir puan miikemmel olarak kabul edilirken, degerler genellikle 20'ye kadar kabul edilebilirdir
(Giirbtiz, 2019). Veri seti ayn1 zamanda iki veya daha fazla degisken arasindaki iligkilerin beklenen
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araliktan sapmast durumunda ortaya c¢ikan c¢ok degiskenli aykiri degerler acisindan da
incelenmistir. Bu amagla bir istatistiksel teknik olan Mahalanobis uzakhig:r kullanilmistir (Kline,
2015; Tabachnick ve Fidell, 2013). Aykir1 degerlerin tespit edilip c¢ikarilmasinin ardindan, ¢ok
degiskenli normalite testi igin kritik deger 19,922 olarak bulunmustur. Veri temizleme isleminden
sonra, DFA analizi yapilmis ve toplamda 26 madde ve 5 alt boyut dogrulanmustir (Sekil 2).

Sekil 2
AEYBO I¢in Standard Yol Katsayilart
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Model uyum sonuglari, ii¢ ayr1 degisiklikten sonra X2 = 815.113, df = 286, (X?/ df = 2.85), RMSEA =
.07, CFI = .88, GFI = .85, IFI = .88 olarak bulunmustur. Ayrica, tiim maddeler i¢in tiim yol
katsayilarinin istatistiksel olarak anlamli oldugu ortaya ¢ikmstir (p <.001). Modelin verilere uygun
oldugu dogrulanmistir (Biytikoztiirk ve digerleri, 2019; Cokluk ve digerleri, 2014; Kline, 2015;
Meydan ve Sesen, 2011; Schumacker ve Lomax, 2010; Simsek, 2007).

AEYBO Alt Boyutlar: Arasindaki Iliski
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Tablo 3
AEYBO Alt Boyutlarim Belirlemek Icin Korelasyon Katsayilar:
Baglilik Sogukkanlilik Ozgiiven Koordinasyon Kontrol
Baglilik 1
Sogukkanlilik .594** 1
Ozgiiven 7517 568 1
Koordinasyon .602%* A481%* 579%* 1
Kontrol .303** 272% 239** 588** 1

** Korelasyon 0.01 seviyesinde anlamlidir (2 yonlii).

Tablo 3, akademik engelleri yonetme becerisinin farkli boyutlar1 arasindaki korelasyonlar:
gostermektedir: Baglilik (1), Sogukkanhlik (2), Ozgﬁven (3), Koordinasyon (4) ve Kontrol (5).
Baglilik, sogukkanlilikla (r = 0.594, p < 0.01), 6zgiivenle (r = 0.751, p < 0.01) ve koordinasyonla (r =
0.602, p < 0.01) giiglii pozitif korelasyonlar gostermektedir. Sogukkanlilik, 6zgtivenle (r = 0.568, p <
0.01) ve koordinasyonla (r = 0.481, p < 0.01) giiglii pozitif korelasyonlar sergilemektedir. Ozgiiven,
koordinasyonla (r = 0.579, p <0.01) pozitif korelasyonlar gosterirken, koordinasyon da kontrolle (r =
0.588, p < 0.01) giiglii pozitif bir korelasyon sergilemektedir. Bu korelasyonlar, akademik engelleri
yOnetme becerisinin boyutlar1 arasinda birbirine bagliligin oldugunu gostermektedir.

Yakinsak ve Ayirt Edici Gegerlik

Calismada yap1 gegerliliginin degerlendirilmesi Yurdugiil ve Sirakaya'nin (2013) belirttigi
yonergeleri izleyerek iki ana boyutta gerceklestirilmistir: (1) yakinsak gegerliligin degerlendirilmesi
ve (2) ayirt edici gegerlik. Ozellikle, bu calismada yakinsak gegerliligin incelenmesi {i¢ farkl olgiit
kullanilarak gerceklestirilmistir. [k olarak, Hair ve digerleri (2010) tarafindan belirtildigi {izere,
faktor yiiklerinin .50'den fazla oldugu ve degerlerin .51 ile .85 arasinda oldugu goriilmiistiir. Ikinci
olarak, Ortalama Agiklanan Varyans (AVE) hesaplanmis ve .50 civarinda veya tizerinde oldugu
bulunmustur. Bu degerler genel kilavuzlara gore kabul edilebilir bir seviyededir. Son olarak,
yakinsak gecerliligi kontrol etmek icin bilesik giivenilirlik (CR) hesaplanmistir. Tablo 4'te
gosterildigi gibi, CR degerleri .80 ile .87 arasinda degismekte olup, dnerilen .70'in iizerindeki esigi
kargilayarak Olctimlerin yakinsak gegerliligini dogrulamigtir.
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Tablo 4
AEYBO'niin Tutarlihg: ve Ayirt Edici Gecerligine Yonelik Sonuclar
Maddeler Faktor Yiikii CR AVE

Baglihik ABS54 73 .85 45
ABS49 .69
ABS53 .68
ABS59 .67
ABS57 .67
ABS63 .64
ABS26 .60

Sogukkanlilik ABS69 .79 .87 .53
ABS72 .80
ABS73 .75
ABS66 .70
ABS70 .67
ABS65 .65

Ozgiiven ABS2 79 82 A48
ABS1 74
ABS6 .68
ABS9 .64
ABS12 .59

Koordinasyon ABS25 78 .83 .56
ABS23 77
ABS30 74
ABS28 .69

Kontrol ABS38 79 .80 51
ABS44 .80
ABS37 .75
ABS34 .70

CR: Bilesik Giivenilirlik (Composite Reliability), AVE: Ortalama Aciklanan Varyans (Average Variance
Extracted)

Tablo 4, her yapiya karsilik gelen AVE degerlerini sunmaktadir. Genellikle, AVE i¢in 0.5 esigi giiglii
yakinsak gegerliligi temsil eder. Ancak, AVE 0.4'lin biraz altinda olsa bile bilesik giivenilirlik 0.6'y1
asityorsa, yaplya ait yakinsak gecerliligi dogrulamak igin kabul edilebilir olarak degerlendirilir
(Fornell ve Larcker, 1981). Bu kriterlere dayanarak, bu ¢alismada tiim yapilar igin yakinsak
gecerliligin basarili bir sekilde saglandig: ¢ikarilabilir.

Olgegin Giivenilirligine Iliskin Bulgular

Olgegin i¢ tutarliligini degerlendirmek igin Cronbach alfa degerleri hem AEYBO hem de bes alt
boyutu i¢in hesaplanmustir. AEYBO icin Cronbach alfa degeri 0.90 olarak bulunmus olup bu da
AEYBO'niin oldukga giivenilir bir 6lgek oldugunu gostermektedir. Alt boyutlar agisindan, ‘baglilik’
olarak adlandirilan ilk boyutun Cronbach alfa degeri 0.86, 'sogukkanlilik' olarak adlandirilan ikinci
boyutun alfa degeri 0.84 olarak belirlenmistir. Ugiincii boyut olan '8zgiiven' i¢in Cronbach alfa
degeri 0.84, dordiincii boyut olan 'koordinasyon' i¢in alfa degeri 0.85 olarak dl¢tilmiistiir. Son olarak,
'kontrol' olarak adlandirilan beginci boyutun Cronbach alfa degeri 0.71 olarak hesaplanmistir. Ttim
bu alfa degerleri, Nunally (1978) tarafindan onerilen kabul edilebilir 0.70 esik degerini asmaktadir.
Ayrica, Tukey'in toplanabilirlik testi kullanilarak yapilan incelemede, 6lgegin toplanabilir olmadig:
bulunmustur (p = 0.003).
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Tablo 5
Olgek ve Altboyutlar Icin Cronbach Alfa
Cronbach Alfa I¢ Tutarlilik Olgek ve Altboyutlar I¢ Tutarlilik
a20.9 Miikemmel AEYB a=.90 Miikemmel
0.7<0.9 Iyi Baglhlik a=.85 Iyi
0.6 <0.7 Kabul Edilebilir Sogukkanlilik a= .84 1yi
0.5<0.6 Zayif Ozgiiven o= .83 Iyi
a<0.5 Kabul Edilemez Koordinasyon a= .85 Iyi
Kontrol a=.71 1yi
(Streiner, 2003)

Akademik Engelleri Yonetme Becerisi Olcegi Puanlarinin Yorumlanmast

AEYBO, 26 maddeden olusur ve 5 puanlik Likert tipi bir derecelendirme &lgegi kullanir [1=
Kesinlikle katilmiyorum, 2= Katilmiyorum, 3= Ne katiliyor ne katilmiyorum, 4= Katiliyorum ve 5=
Kesinlikle katiliyorum]. Olgek, asagida Tablo 5'te gosterildigi gibi bes dnerilen boyuttan olusur.
Faktor rotasyonu sonrasinda, ilk boyut olan baghlik yedi (26, 49, 53, 54, 57, 59, 63); ikinci boyut olan
sogukkanlilik alt1 (65, 66, 69, 70, 72, 73); ti¢lincii boyut olan giiven bes (1, 2, 6, 9, 12); dordiincii boyut
olan koordinasyon dort (23, 25, 28, 30); ve besinci boyut olan kontrol dort (34, 37, 38, 44) maddeden
olusmaktadir. AEYBO bu calismanin bir sonucu olarak gelistirilmis olup bes bileseni ve 26 maddeyi
kapsar (Tablo 6). Her boyut icin potansiyel puanlar asagidaki araliklardadir: baghlik igin 7 ile 35
arasi, sogukkanlilik i¢in 6 ile 39 arasi, ozgliven igin 5 ile 25 arasi, koordinasyon igin 4 ile 20 aras1 ve
kontrol i¢in 4 ile 20 aras.

Tablo 6
AEYBO niin Alt Boyutlar: ve Maddeleri
Alt Boyutlar Madde Sayis1 Maddeler

Baglhilik 7 26, 49, 53, 54, 57, 59, 63
Sogukkanlilik 6 65, 66, 69, 70, 72, 73
Ozgiiven 5 1,2,6,9, 12
Koordinasyon 4 23, 25,28, 30
Kontrol 4 34,37,38,44

Tartisma

Akademik engelleri yonetme becerisi, 6grenciler tizerindeki onemli etkileriyle (Datu ve Yang, 2016;
Martin ve digerleri, 2010; Martin ve Marsh, 2009; Strickland, 2015) egitim alaninda bir 6neme
sahiptir. Ancak, kabul edilen bu ©Oneme ragmen, akademik literatiirde belirgin bir bosluk
bulunmaktadir. Ozellikle bu olguyu kapsamli bir sekilde degerlendirmek igin &zel olarak
tasarlanmis, standartlagtirilmis bir 6lgtim aracinin eksikligi dikkat gekicidir. Bu bilimsel boslugun
tarkinda olarak, mevcut arastirmamiz ¢ift amach olarak baglamistir: birincisi, akademik engelleri
yOnetme becerisinin alt boyutlarinin degerlendirilmesi igin titizlikle tasarlanmis bir 6l¢gme araci
olusturmak ve ikincisi, Tiirkiye baglaminda 6grencilerin akademik engelleri yonetme becerisi
diizeylerini etkili bir sekilde &lcebilen gecerli ve giivenilir bir arac icin temeli olusturmak. AEYBO
26 maddeyi igeren ve bes faktor yapisina sahip bir olgektir. Gelistirme asamasinda, baslangigta bir
pilot calisma yapilmis, ardindan herhangi bir sorunlu maddeyi belirlemek ve ele almak igin
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tekrarlayan AFA yapilmistir. Bu tekrarlayan siireg, Ol¢egin rafine edilmesine ve sonunda 26
maddeye sahip bir bes faktor yapisina ulasilmasimi saglamistir. Faktor sayisinin belirlenmesinde,
yamag grafigi, Kaiser'in 6zdegerleri ve paralel analizler kullanilmistir. Daha sonra, 974 kisilik bir
calisma grubu ile bes faktdr yapisinin dogrulanmasi galismasina baglanmistir. AEYBO, yedi madde
ile temsil edilen baghlik, alti madde ile temsil edilen sogukkanlilik, bes madde ile temsil edilen
ozgiiven, dort madde ile temsil edilen koordinasyon ve dort madde ile temsil edilen kontrol olmak
tizere bes farkli boyutta diizenlenmistir. Her faktoriin giivenilirligini degerlendirmek icin Cronbach
alfa katsayilar1 hesaplanmis ve sirasiyla .85, .84, .83, .85 ve .71 degerlerini elde edilmistir. Bu degerler,
onerilen .70 esigini astig1 icin kabul edilebilir i¢ tutarlilifi gostermektedir (Nunally, 1978). Bu
dogrulama siireci, AEYBO'niin akademik engelleri yonetme becerisini ¢ok boyutlu bir sekilde
degerlendirmek icin kapsamli ve giivenilir bir arag olarak giivenilirligini artirmistir. Korelasyonlar,
baglilik, sogukkanlilik, kontrol, giiven ve koordinasyonu iceren akademik engelleri yonetme
becerisinin farkli boyutlar1 arasinda giiglii bir baglant1 oldugunu gostermektedir. Bununla birlikte,
¢alisma grubunun yalnizca tek bir iiniversiteye odaklanmasi gibi belirli sinirlamalarin farkinda
olmak son derece onemlidir. Bu sonuglarin genellenebilirlik ve dis gegerlilik (Merriam ve Tisdell,
2015) agisindan iyilestirilmesi igin, gelecek arastirmalar Tiirkiye'nin cesitli bolgelerindeki ¢oklu
iiniversite ve okullar1 kapsayacak sekilde genisletilebilir. Ayrica, bu ¢alismanin ¢alisma grubunun
temel olarak yiiksek ogretim 6grencilerinden olusmasi goz oniinde bulunduruldugunda, sonraki
aragtirmalarm farkli disiplinler ve egitim baglamlar1 arasinda akademik engelleri yonetme
becerisinin daha kapsamli bir sekilde anlamak icin diger 6grenci gruplarmi da icermesi onem arz
etmektedir.

Bu calismanin bulgulari, gelistirilen AEYBO’den elde edilen puanlarin 6grencilerin akademik
engelliliklerini bir akademik ortamda degerlendirmede gecerlilik ve gilivenilirlik sundugunu
gostermektedir. Bu calisma, yiiksekogretimde akademik engelleri yonetme becerisi kavramini
arastiran arastirmacilar i¢cin 6nemli sonuclar icermektedir. Arastirmacilar, AEYB@’yﬁ bir aragtirma
araci olarak kullanarak pek ¢ok degisik arastirma yapabilirler. Ornegin, 8grencilerin akademik
basarisiin belirleyicilerini arastirmak igin AEYBO ile 6lciilen ogrenci akademik engelleri yonetme
becerisi ile notlar, sinav puanlar1 ve mezuniyet oranlar1 gibi sonuglar arasindaki iligki incelenebilir.
Ayrica, arastirmacilar 6grencilerin akademik engelleri yonetme becerilerini gelistirmeyi hedefleyen
programlarin etkinligini degerlendirmek i¢in miidahale ¢alismalar1 yapabilirler ve miidahale 6ncesi
ve sonrast AEYBO puanlarinda degisiklikleri takip edebilirler. Cinsiyet, etnik koken,
sosyoekonomik durum ve akademik yetenek gibi demografik gruplar arasinda karsilastirmali
analizler, akademik engelleri yonetme becerileri diizeylerinde olasi farkliliklar: ortaya koyabilir ve
ogrenci gruplari i¢in hedeflenmis miidahalelere yol gosterebilir. Bunun yani sira, arastirmacilar
akademik engelleri yonetme becerileri ile stres, kaygi ve depresyon gibi zihinsel saglik sonuclari
arasindaki iligskiyi kesfedebilir ve 6grenciler arasinda akademik engelleri yonetme becerilerini tesvik
etmede Ogretmen uygulamalarinin, simif ortaminin, kiiltiirel faktorlerin ve baglamsal etkilerin
roliinii de inceleyebilirler. Son olarak, boylamsal calismalar, akademik engelleri yonetme becerisinin
ogrencilerin egitim ve kariyer yolculuklar1 iizerindeki uzun vadeli etkisini inceleyebilir ve bu
becerilerin {iniversiteye kayit, is bagvurusu sonuclar1 ve genel yasam memnuniyetini
sekillendirmedeki roliinti anlamakta kullanilabilir.

AEYBO lise rehberlik hizmetlerinde ¢ok yonlii uygulamalara sahip dnemli bir kaynak olarak
karsimiza gikiyor. Temel fonksiyonu 6grencilerin akademik engelleri yonetme becerileri seviyelerini
degerlendirmek olsa da kullanim alani sadece Slgiimle sinirh degildir. Onemli bir uygulama olarak,
Ogrencilerin iiniversite programlar1 i¢in uygunlugunu Ongormesinde kullanilabilmesidir.
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Ogrencilerin akademik engelleri yonetme becerilerine odaklanarak, AEYBO &grencilerin yiiksek
ogrenimin zorluklarina hazir olup olmadiklarina dair iggoriiller sunabilir ve {iniversite
yerlestirmeleri konusunda bilingli karar siireglerine yardima olabilir. Ayrica, AEYBO, dgrencilerin
akademik engelleri yonetme becerilerini artirmay1 amaclayan miidahale programlarinin etkililigini
degerlendirmek icin bir arag olarak kullanilabilir. On-test son-test ile yapilan miidahalelerin etkisini
nicel olarak olcerek, egitimciler ve psikolojik danismanlar, 6grencilerin akademik engelleri yonetme
becerileri ve bas etme mekanizmalarini giliclendirmeyi amacglayan miidahalelerin etkisini
olgebilirler. Bu veri odakli yaklasim, egitimcilerin gesitli destek stratejilerinin etkinligini kapsamh
bir sekilde anlamalarina ve miidahaleleri 6grenci ihtiyaglarina gore etkili bir sekilde uyarlamalarina
olanak tanir. Ayrica, kanita dayali karar verme siireglerini kolaylastirir ve miidahale programlarmi
ogrencilerin akademik ve duygusal ihtiyaclarim1 daha iyi karsilamak {izere optimize etmek igin
rehberlik eder. AEYBO, egitim stratejilerini sekillendirmede aktif bir arag olarak islev gorebilir.
AEYBO, 6grencilerin akademik engelleri yonetme becerileri giiglii ve gelistirilmesi gereken alanlari
tanimlayarak, egitimciler 6grencilere daha dayamikli bir akademik zihniyet gelistirmek igin
rehberlik ve desteklerini kisisellestirebilirler. Bu proaktif yaklasim, 6grencilerin akademik zorluklar
asma yeteneklerini artirmakla kalmaz, aynm: zamanda okul toplulugunda dayanikliik ve 06z-
yeterlilik kiiltiirii olusturmaya katki saglar.

AEYBO boyutlar1 arasindaki giiglii iliski, bunlarin birbirinden bagimsiz olmadigini, aksine
akademik engelleri yonetme becerilerini tesvik etmek igin sinerjik bir sekilde birlikte galistiklarmi
gostermektedir. Ornegin, akademik hedeflerine bagl olan bir dgrenci, akademik zorluklarla
kargilastiginda yiiksek diizeyde ozgiiven ve sogukkanlilik sergileyebilir. Benzer sekilde, akademik
ortaminin kontroliinii elinde hisseden biri, ¢calisma yiikiinii ve ¢alisma stratejilerini etkili bir sekilde
yonetmek icin koordinasyon becerileri gosterebilir. Bu boyutlar arasindaki baglantinin anlasilmasi,
egitimcileri ve uygulamacilar1 akademik engelleri yonetme becerilerinin ¢ok yonlii dogasi hakkinda
bilgilendirebilir ve egitim ortamlarinda Ogrencilerin akademik engelleri yonetme becerileri ve
refahini artirmay1 amaclayan miidahaleleri yonlendirebilir. Bu boyutlar biitiinciil olarak ele alarak,
egitimciler 6grencilere akademik zorluklar1 daha etkili bir sekilde asmalar1 ve akademik ¢abalarinda
basarili olmalar1 igin gii¢ verebilirler. AEYBO'niin esnek yapisi, onu farkl dersler ve disiplinlerde
de gecerli olmasimi saglayacak, gesitli egitim ortamlarinda kullanilabilir kilacaktir. Konu ne olursa
olsun, AEYBO &grencilerin akademik engelleri yonetme becerileri hakkinda degerli icgoriiler
saglayarak egitimcilerin destek stratejilerini buna gore uyarlamalarina olanak taniyacaktir.

Etik Kurul Onay1: Yeditepe Universitesi Beseri ve Sosyal Bilimler Etik Kurulu Komisyonu 28.06.2021 tarihli
19/21 nolu karar.

Arastirmacilarin Katkr Orani: Birinci yazar tezin yazari, ikinci yazar ise tez danismanidir. Makale tezden
ortak ¢alisma sonucu olusturulmustur.

Catisma Beyani: Yazarlar potansiyel bir ¢ikar catismasi olmadigini beyan ederler.
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Appendix A
Academic Buoyancy Scale (ABS)
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1. Iplan my path to achieve my goal in the ......... course.
2. WhenI don't understand a topic/concept in the ......... course, I review
it until I understand.
3. Even if the learning process for ......... takes a long time, I see the
necessary patience in myself.
4. When given a difficult task related to ......... , I cannot be determined
to finish it.
5. When failing exams in ......... , I quit studying.
6. When encountering a problem in the ......... course, I try different

methods.

7. When faced with any academic difficulty, I give up studying for the
......... course.

8. Iworry about learning ..........

9. Idon't get nervous during ......... exams.

10. I get anxious about the difficulty of questions in ......... exams.

11. I forget what I know during ......... exams.

12. When I worry about ......... , my attention drifts.

13. When I have difficulty completing a task related to the ......... course, |
Worry.

14. I can fulfill the expected tasks in the ......... course.

15. I can complete my tasks alone in the ......... course.

16. Ibelieve I will be successful in the ......... course.

17. I can cope with academic problems encountered in the ......... course.

18. I can use my knowledge of the ......... course in activities.

19. Istruggle to create a study plan for the ......... course.

20. Ifind it difficult to assess whether I have achieved my goals in the
......... course.

21. Thave difficulty determining how to study a topicin the .........

course.

22. Istruggle to determine how to start studying for the ......... course.

23. Success in the ......... course is within my control.

24. When failing/passing exams in ......... , I look for the reason in myself.

25. When failing exams in ......... , I think I didn't exert enough effort.

26. When failing in the ......... course, I think I didn't allocate enough time
to study.

Academic Buoyancy Scale Application Guidelines

Dear Practitioner/ Researcher,

You can fill in the blank space with the name of the course you want to use the scale for. The Academic
Buoyancy Scale uses a 5-point Likert-type scoring. Items 4, 5, 7, 8,9,10,11,12 19, and 22 in the scale are reverse-
coded items. Participants select one of the following responses for each item:

1 = Strongly Disagree (1 point)

2 = Disagree (2 points)
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3 = Neither Agree nor Disagree (3 points)
4 = Agree (4 points)

5 = Strongly Agree (5 points)

Add up the scores for each dimension.

Commitment: There are a total of seven items (Items 1-7). The total score of these items will reflect the
participant's performance in the commitment dimension. A total score between 7 and 35 is expected.
Composure: There are a total of six items (Items 8-13). The total score of these items will reflect the
participant's performance in the resilience dimension. A total score between 6 and 39 is expected.
Confidence: There are a total of five items (Items 14-18). The total score of these items will reflect the
participant's performance in the self-confidence dimension. A total score between 5 and 25 is expected.
Coordination: There are a total of four items (Items 19-22). The total score of these items will reflect
the participant's performance in the coordination dimension. A total score between 4 and 20 is
expected.

Control: There are a total of four items (Items 23-26). The total score of these items will reflect the
participant's performance in the control dimension. A total score between 4 and 20 is expected.

Interpreting Scores: The obtained scores should be interpreted based on the specified score range for each
dimension. Higher scores indicate stronger aspects of the participant in that dimension, whereas lower scores
may indicate weaker aspects.

Akademik Engelleri Yonetme Becerisi Olgegi (AEYBO)

) § g g § v £
% B 3| § 5| 2
el 22 5] €L
2 £ E| 8| 2 g =
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] ]
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1o dersinde amacima ulasmak i¢in izleyecegim yolu
planlarim.
20, dersinde bir konuyu/kavrami anlayamadigim zamanlarda
anlayana kadar onu gézden gegiririm
3 Ogrenme siireci uzun zaman alacak bile olsa gerekli sabr1

kendimde goriiyorum.

4o ile ilgili zor bir gorev verildiginde onu bitirmek igin azimli
olamam.

50 it sinavlarda basarisiz olunca galigmay1 birakirim.

6. e dersinde bir sorunla karsilastigim zaman farkli yontemler
denerim.

7. Herhangi bir akademik zorluk ile karsilastigimda ............ dersine
calismaktan vazgecerim.

8 i Ogrenme siirecinde endigelenirim.

9. iiiin. sinavlarinda heyecanlanmam.

10. ...l sinavlarinda sorularin zorlugu beni endiselendirir.

11 ... sinavlarinda bildiklerimi unutuyorum.

120, dersinde kaygilandigim zaman dikkatim dagilir.

13. s dersi ile ilgili bir gorevi yerine getirmekte zorluk ¢ekince
endigelenirim.

14............ dersinde benden beklenen gorevleri yerine getirebilirim.
15. .. dersinde gorevlerimi tek basima tamamlayabilirim.

16. ...l dersinde basarili olacagima inantyorum.
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| VA dersinde karsilastigim akademik sorunlarla basa
cikabilirim.

18. . dersinde yapilan etkinliklerde ............ dersi ile ilgili
bilgimi kullanabilirim.

19. ool dersi igin bir ¢alisma plani olugturmakta zorlanirim

20 i, dersinde belirledigim amaclara ulasip ulasmadigimi
kontrol etmekte giigliitk cekerim.

21 ol dersinde bir konuyu nasil calismam gerektigini
belirlemede giicliik cekerim.

220 dersine ¢alismaya nasil baslayacagimi belirlemede sorun
yasarim.

23 e, dersinde basarili olmak benim kontroliimdedir.

24, o sinavlarinda basarisiz /bagarili olunca nedenini kendimde
ararim.

25, i, smavlarinda basarisiz olunca yeterli caba gostermedigimi
distniirim.

26, i, dersinde basarisiz olunca ¢alismak icin yeterli zaman

ayirmadigimi diistiniiriim.

Akademik Engelleri Yonetme Becerisi Olcegi Uygulama Yonergesi

Degerli Uygulayici,

Olgegi hangi ders icin kullanmak isterseniz bosluk birakilan yere o dersin adini yazip 6lgegi kullanima hazir
hale getirebilirsiniz. Akademik Engelleri Yonetme Becerisi Olgeginde 5 puanlik bir Likert tipi puanlama
kullanir. Glgekte 4,5,7,89,10,11,12, 19, ve 22. maddeler ters kodlu maddelerdir. Olgekteki her bir madde i¢in
katiimcilar asagidaki yanitlardan bir se¢im yaparlar:

1 = Kesinlikle Katilmiyorum (1 puan)

2 = Katilmiyorum (2 puan)

3 = Ne Katiliyorum Ne Katilmiyorum (3 puan)

4 = Katiliyorum (4 puan)

5 = Kesinlikle katiliyorum (5 puan)

Her bir boyut icin, ilgili maddelerin puanlarini toplayn.

e Baglilik: Toplamda yedi madde bulunmaktadir (1-7. maddeler). Bu maddelerin toplam puans,
katilimcinin baglilik boyutundaki performansini yansitacaktir. Toplam puanin 7 ile 35 arasinda olmasi
beklenir.

¢ Sogukkanlilik: Toplamda alt1 madde bulunmaktadir (8-13. maddeler). Bu maddelerin toplam puan,
katilimecinin sogukkanlilik boyutundaki performansini yansitacaktir. Toplam puanin 6 ile 39 arasinda
olmasi beklenir.

. C)zgﬁven: Toplamda bes madde bulunmaktadir (14-18. maddeler). Bu maddelerin toplam puani,
katiimecinin 6zgiiven boyutundaki performansini yansitacaktir. Toplam puanin 5 ile 25 arasinda
olmasi beklenir.

¢ Koordinasyon: Toplamda dort madde bulunmaktadir (19-22. maddeler). Bu maddelerin toplam
puani, katilimcinin koordinasyon boyutundaki performansini yansitacaktir. Toplam puanin 4 ile 20
arasinda olmasi beklenir.

¢ Kontrol: Toplamda dort madde bulunmaktadir (23-26. maddeler). Bu maddelerin toplam puani,
katilimcinin kontrol boyutundaki performansini yansitacaktir. Toplam puanin 4 ile 20 arasinda olmasi
beklenir.

Puanlari yorumlama: Olgekten toplam bir puan elde edilemez. Alt boyutlar igin elde edilen puanlar, her bir
boyut icin belirtilen puan araligina gore yorumlanmalidir. Daha yiiksek puanlar, katiimcinin o boyuttaki
gliclii yanlarini gosterirken, daha diisiik puanlar ise zayif yanlarini gosterebilir.
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