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Research Article

Given the salience of personal and environmental-related factors in young people’s
motivation during COVID-19, this study investigated if positive future expectations,
social-emotional learning (SEL) skills, and perceived social support were related to
university students’ intrinsic and extrinsic academic motivation and amotivation as well
as if their academic motivations differed according to gender. Using a convenient
sampling method, 805 university students (54% female) participated in the study in the
spring semester of 2020-2021, during COVID-19 lockdowns. The results of multiple
linear regression showed positive relations of positive future expectations and SEL skills
with intrinsic and extrinsic academic motivations and negative relations
with amotivation levels of university students. In addition, the results indicated a
significant positive relationship between perceived social support
and extrinsic motivation, yetno significant relation between intrinsic motivation
and amotivation levels. Moreover, female students' intrinsic and extrinsic motivation
levels were higher and their amotivation levels were lower than those of male students,
with low effect sizes. The findings pointed to theoretical, research, and practical
implications, which could be interpreted in a cultural context during COVID-19.
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Arastirma Makalesi

COVID-19 sirecinde kisisel ve gevresel faktorlerin genglerin motivasyonlari Gzerindeki
rolleri g6z 6ntinde bulundurularak, bu ¢alismada olumlu gelecek beklentileri, sosyal-
duygusal dgrenme (SDO) becerileri ve algilanan sosyal destegin iniversite grencilerinin
icsel ve digsal akademik motivasyonu ve motivasyonsuzlugu ile iliskili olup olmadigi ve
akademik motivasyonlarinin cinsiyete gore fark gosterip gostermedigi arastiriimistir.
Calismaya, 2020-2021 akademik yilinin bahar déneminde COVID-19 karantinalari
sirasinda, uygun érnekleme yontemi ile ulasilan 805 Universite 6grencisi (%54'U kadin)
katilmistir. Coklu dogrusal regresyon analizinin sonuglari, olumlu gelecek beklentileri ve
SDO becerilerinin Universite égrencilerinin igsel ve digsal akademik motivasyonlari ile
pozitif, motivasyonsuzluk dizeyleri ile negatif yonde iliskiye sahip oldugunu
gostermistir. Ayrica sonuglar, algilanan sosyal destegin dissal motivasyon ile pozitif
yonde anlamli bir iliskiye sahip oldugunu ancak i¢gsel motivasyon ve motivasyonsuzluk
ile anlamli bir iliskisinin olmadigini gostermistir. Son olarak, dusik etki blyukIGgu
oranlari ile kadin 6grencilerin igsel ve digsal motivasyon diizeyleri erkek 6grencilerden
daha yiiksek, motivasyonsuzluk diizeyleri ise daha disik bulunmustur. Bulgular, COVID-
19 sirasinda kiiltiirel baglamda yorumlanabilecek teorik, arastirma ve uygulamaya dair
¢ikarimlara isaret etmektedir.

*This study was based on the first author’s master thesis.
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Introduction

Motivation is defined as the driving force that drives individuals to take action towards their goals
(Ryan & Deci, 2000a). In education, academic motivation is related to learning behavior, fulfillment of
academic responsibilities, and active participation in class, thus contributing to student engagement in
school (Wentzel & Wigfield, 2009). Academic motivation is crucial for students' interest in learning and
school activities (Ryan & Deci, 2000b), otherwise students' lack of motivation has a negative impact on
their school life (Grunschel et al., 2016).

Self-determination theory, which forms the theoretical basis of this study, divides motivation into two
domains: autonomous and controlled (Deci et al., 1991; Deci & Ryan, 2008). When a behavior is self-
determined, the regulatory process at work is choice and the perceived locus of causality is internal
(Schultz & Ryan, 2015). When a behavior is controlled or caused by a challenging situation, the regulatory
process involves adaptation (Deci et al., 1991). In this case, an interpersonal or internal pressure causes
the individual to engage in a controlled behavior, which means that the locus of causality is external (Deci
& Ryan, 2012). Accordingly, motivation based on different reasons and goals underlying behavior is
classified as intrinsic motivation, extrinsic motivation, and amotivation (Deci & Ryan, 2008). Intrinsic
motivation refers to students who perform an activity with pleasure and because of the satisfaction they
derive from the activity itself. Extrinsic motivation refers to students who perform an activity because of
an external control mechanism and/or to achieve a goal. Amotivation, on the other hand, emphasizes the
absence of any motivating factors that would lead a student to perform an activity (Ryan & Deci, 2000a).

Self-determination theory emphasizes that individuals have some universal psychological needs.
These needs are divided into three: Competence, Autonomy, and Relatedness (Deci & Ryan, 1985).
Individuals' need for autonomy refers to having a say in their own actions; the need for competence refers
to feeling competent after their actions in interaction with their environment; and the need for
relatedness refers to being connected to their social environment (Deci et al., 1991; Deci & Ryan, 1987;
Ryan & Deci, 2017). Satisfying people's basic psychological needs increases their well-being and enhances
the quality of the relationship and the satisfaction they derive from the relationship (Patrick et al., 2007).
In this direction, Ryan and Deci (2017) found in their study that meeting students' basic psychological
needs in the school environment also increases their academic motivation.

Research has shown that motivation is related to students’ fulfillment of academic responsibilities
(Wentzel & Wigfield, 2009), school attendance (Rump et al., 2017), and academic achievement (Bailey &
Phillips, 2016). Therefore, the critical importance of motivational factors in preventing school dropout and
reducing risky behaviors in students is highlighted (Lee et al., 2019). It has been reported that students'
high intrinsic motivation towards academic activities increases school attendance and reduce the risk of
dropping out (Rump et al.,, 2017), while a lack of motivation is considered a risk factor for students'
declining interest in class (Pintrich, 2003).

In particular, the COVID-19 pandemic has brought about a great change in students' learning
experiences by shifting learning and teaching processes to online platforms around the world (Huang &
Wang, 2023), but it has also brought many risk factors, such as a decrease in young people's academic
motivation (Glinaydin, 2022). It is noteworthy that the COVID-19 pandemic has brought many risk factors
for young people's academic motivation. In Tirkiye, distance education was offered to more than four
million higher education students on March 23, 2020, when the pandemic was declared (Council of Higher
Education [CoHE], 2021a). However, the effectiveness of distance education is controversial as it can
cause various problems in the delivery of learning activities for college students (Bao, 2020), inequalities
in access to the Internet and many technical problems in the Covid-19 process (Savas, 2021), as well as
low student motivation (Munir et al., 2021). In addition, the fact that students had to stay at home due to
the closure of schools caused them to have negative experiences with their families from time to time,
which led them to feel disconnected from school (Killian, 2020), resulting in a decrease in students'
engagement in school (Celik, 2020). Similarly, in another study conducted with college students, it was
also found that students' distance from the school campus led to a decrease in their social experiences,
which negatively affected their academic self-concept (Wolniak & Burman, 2022). In this direction,
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motivation has been reported to play an important role in students' online learning behaviors
(Malinauskus & Pozerience, 2020). In another study, it was found that students' increasing anxiety about
the future in this process negatively affected their motivation, which was the basis for their studies in line
with their future goals (Ali et al., 2022). Therefore, this study aims to investigate the variables that predict
academic motivation (intrinsic and extrinsic) and amotivation of college students during the Covid-19
pandemic process, which can provide insightful results for more efficient design of educational and
training processes in times of crisis.

Positive Future Expectation

The concept of future expectation refers to individuals' cognitive maps that encompass their thoughts,
concerns and interests about the future and form the basis of their future orientation (Nurmi, 1991).
Students' optimistic perspectives and positive future expectations contribute to their academic
achievement by maintaining their motivation to fulfill these expectations (Fong Lam et al., 2015).
Therefore, young people's positive future expectations (PFE) play an important role in developing their
motivation to learn (Nursi, 2019) and help regulate their behavior in line with their expectations (Yowell,
2000). A previous study has shown that positive expectations increase students' motivation and
achievement, while negative expectations decrease their motivation and lead to lower achievement
(Hammoudi, 2019). Similarly, it has been reported that when students' motivation increases, their positive
expectations for the future also increase (e.g., Aydin & islek, 2021).

It has been reported that young adults suffer from more negative effects of COVID-19 (Evans et al.,
2021), including loneliness, friendships, and mental health problems, as well as uncertainty about the
future and a lack of decent job opportunities (Kawohl & Nordt, 2020). According to a study conducted in
Tirkiye among young people, 81% of respondents expressed that their psychological state was poor and
that their expectations for the future were negatively affected by the pandemic (Community Volunteers
Foundation [TOG], 2020). Accordingly, this study investigated the relationship between university
students' PFE and academic motivation during the Covid-19 pandemic based on these findings.

Social-Emotional Learning Skills

Social-emotional learning (SEL), which combines behaviors, cognitions, and emotions, is the ability to
recognize and manage emotions, deal effectively with problems, and build positive relationships. The
Collaborative for Academic, Social, and Emotional Learning (CASEL, 2020) proposed a five-dimensional
model of SEL: (1) self-awareness (e.g., awareness of one’s own strengths and limitations), (2) self-
management (e.g., managing emotions, thoughts, and behaviors), (3) social awareness (e.g., awareness
of others’ feelings, needs, and social cues), (4) relationship skills (e.g., building and maintaining effective
relationships with others), and (5) responsible decision-making (e.g., making responsible and ethical
choices). A study by Zins et al. (2007) concluded that the use of SEL skills can enable students to enjoy
school life, increase motivation, and cultivate a supportive learning environment. They promote school
engagement, motivation, and academic success for students in the classroom, school environment, family
life, and social life (Elias & Moceri, 2012; Greenberg et al., 2003; Taylor et al., 2017).

To cope with emotional, social, financial, and academic challenges, students need a set of specific SEL
skills (Walton & Murano, 2020). They may even be critical to the effective management of distance
education (CASEL, 2020; Hadar et al., 2020). A previous study revealed that students' social problem-
solving skills positively influenced their academic learning outcomes and motivation by facilitating their
adaptation to challenging life events (Glinaydin, 2022). This background prompted the current study to
examine the relationship between SEL skills and academic motivation among university students during
Covid-19.

Perceived Social Support

The concept of perceived social support (PSS) refers to the belief of individuals that parents, friends,
and other significant people in their lives provide them with psychosocial and general support (Zimet et
al., 1988). It can be regarded as a subjective measure that depends on individuals' characteristics and
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expectations (Connell & D'Augelli, 1990). There is evidence that PSS from friends, family, and significant
others such as teachers and administrators improves academic resilience (Wilks & Spivey, 2010), student
interest in learning (Bempechat & Shernoff, 2012), and students' motivation (Fatima et al., 2018; Hang et
al., 2017). Similar findings were found in some pandemic-era studies. A research study conducted during
the pandemic period found that students who did not receive adequate support from their families as
well as had difficulty accessing online courses experienced learning loss (Amorim & Junior, 2020). As a
result of these studies, it was observed that understanding adequate social support from friends and
family played a significant role in increasing students' academic interest and motivation (Christ & Gray,
2022; Klootwijk et al., 2021). Although PSS is crucial to academic development, social isolation may have
resulted in a reduction in the diversity of individuals' sources of social support. Furthermore, university
students who are at a developmental stage of separation from their families staying with their families
due to curfews may encounter various problems with their families and may not be able to establish
satisfactory relationships with them as a result. It is possible that students who grow up in both
individualist and collectivist cultures may experience different difficulties in relation to PSS, even if both
individualism and collectivism are present in the Turkish culture (Kagitgibasi, 2005). Hence, this study aims
to examine PSS's role in academic motivation in the Covid-19 process.

The Role of Gender

Although studies show that academic motivation differs by gender (e.g., Akbash et al., 2017), the
results are also controversial. Several studies have shown that female students have higher intrinsic
motivation (Brouse et al., 2010) and extrinsic motivation than male students. Conversely, some studies
have shown that male students have higher levels of intrinsic and extrinsic motivation than female
students. To support young people's academic motivation, it is therefore crucial to examine whether
there are differences in motivation by gender during the pandemic process as outlined in this study.

Method

Using a correlational research design, this study examined the relationships between PFE, SEL and PSS
and university students' levels of academic motivation (intrinsic, extrinsic and amotivation) and whether
academic motivation differs by gender.

The Sample

In this study, the participants included 805 students (54% female) from public and private universities
from different regions of Tirkiye, after 48 participants who gave incomplete answers to some items,
coded the same options, or used rhythmic coding in all items, and 21 outliers were removed to ensure
the normality assumption. Participants were recruited using convenient sampling from all years of study,
including 13% first-year students, 24% second-year students, 25% third-year students, 35% fourth-year
students, and 3% students in their upper years from engineering (43.5%), education (19.5%), health
sciences (15.2%), arts and sciences (5.5%), business and administration (3.9%), law (2.9%), physical
education (1.4%), and other (6.6%).

Data Collection Tools

Demographic Information Form: This form includes questions about the participants’ demographic
characteristics such as age, gender, major, grade level.

Academic Motivation Scale: The scale (Vallerand et al., 1989, 1992) is used to measure the academic
motivation of university students on the basis of self-determination theory. The scale consists of 28 items
that are answered on a seven-point Likert scale (1: strongly disagree, 7: strongly agree). The scale consists
of three main subscales: intrinsic motivation, which consists of three subscales: intrinsic motivation to
know, to achieve and to stimulate; extrinsic motivation, which consists of three subscales: external
regulation, introjected regulation and identified regulation; and amotivation. The scale includes the
question “Why do you go to school?” and accompanying questions following the statement “Because...".
The participant is asked to read these statements and mark the appropriate answer. Scores range from
four to 28, with higher scores representing higher values in each dimension. The internal consistency

67



Ayhan & Karacan Ozdemir — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 53(1), 2024, 64-86

coefficient of the scale was reported as .80 and the test-retest correlation as .75 (Vallerand et al., 1992).
The Turkish adaptation of the scale (Unal-Karagiiven, 2012) confirmed three main dimensions. In terms
of criterion validity, the intrinsic and extrinsic motivation subscales were positively related to
environmental support, while the amotivation subscale showed a positive correlation with test anxiety
(Unal-Karaguven, 2012). In this study, the internal reliability coefficients of the scale were .93 for intrinsic
motivation, .81 for extrinsic motivation, .85 for amotivation and finally .87 for the whole scale.

Positive Future Expectation Scale: This scale (imamoglu, 2001) is used to measure the degree of
positivity of individuals' expectations of their personal future. This scale consists of five one-dimensional
Likert-type items with five or seven points (1 = strongly disagree; 5 or 7 = strongly agree). The sample item
is: “I am optimistic that | will achieve what | want to do in the future.” There is one reverse item. Higher
scores mean higher positive expectations for the future. The Cronbach's alpha value of the scale was
reported as .85 (imamoglu, 2001) and .92 (imamoglu, 2005). In this study, the internal consistency value
of the scale was found to be .91.

Social-Emotional Learning Scale — Young Adult Form: The scale (Karacan- Ozdemir & Buyukgolpan,
2021) is used to measure the social-emotional learning skill levels of young adults. The scale is a 20-item
five-point Likert scale (1: never, 5: always) consisting of five dimensions: self-awareness, academic self-
regulation, social awareness, relationship skills, and responsible decision making. The sample item is “I
am aware of my strengths” Higher scores reflect a higher level of social-emotional learning. In terms of
criterion validity, the scale showed a positive correlation with the Warwick-Edinburgh Mental Well-Being
Scale. The Cronbach's alpha coefficient was reported as .77 for self-awareness, .73 for academic self-
regulation, .74 for relationship skills, .65 for social awareness, .71 for responsible decision making, and
.86 for the total scale (Karacan-Ozdemir & Buyukgolpan, 2021). The Cronbach alpha coefficients were .85
for self-awareness, .72 for relationship skills, .77 for academic self-regulation, .55 for social awareness,
.68 for responsible decision making, and .91 for the total scale.

Multidimensional Scale of Perceived Social Support-Revised Form: The scale (Zimet et al., 1988) is
used to measure the degree of perceived social support of individuals. The scale consists of 12 seven-
point Likert-type items (1: Absolutely no; 7: Definitely yes). The scale consists of three sub-dimensions:
perceived social support from family, friends and significant others. The sample item is: “My family (e.g.,
my mother, my father, my spouse, my children, my siblings) really tries to help me.” Scores on the scale
range from 12 to 84, with higher scores indicating higher perceived social support. The reliability
coefficient of Cronbach’s alpha was reported to be between .84 and .92 (Zimet et al., 1988). The Turkish
adaptation of the scale (Eker & Arkar, 1995; Eker et al., 2001) confirmed the three-dimensional structure.
For criterion validity, negative and significant correlations were found with the U.C.L.A. Loneliness Scale,
the Beck Hopelessness Scale and the Symptom Checklist (Eker et al., 2001; Eskin, 1993). Reliability
coefficients were reported as .85 for family, .88 for friends, .92 for the significant others subscales and .89
for the total scale. In this study, the internal consistency values were between .72 and .90.

Procedure and Data Analysis

An ethics committee approval dated 04.01.2021, numbered "E-35853172-300-00001521971" from
Hacettepe University was obtained prior to data collection. Subsequently, the link to the online survey
with informed consent was shared with potential participants via email and WhatsApp groups. Volunteer
students participated in the study. It took approximately 10 minutes to complete the survey. Data
collection was conducted online between April 1 and May 30, 2021.

A multiple linear regression analysis was used to analyse the data. This method explains the extent to
which a set of independent variables (predictors) in conjunction with the dependent variable (predicted)
predicts the dependent variable (Blyukoztlrk, 2017). In addition, an independent samples t-test was used
to determine whether the academic motivation of university students differs according to gender.
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Results

Descriptive Statistics and Bivariate Correlations

Table 1

Bivariate Correlations among Study Variables

Study

Variables M SD Skewness  Kurtosis 1 2 3 4 5 6
17.9

1. PFE 7 4.49 -.599 .011 1 .504™ .280™" .319™ 186" -422"
78.5

2. SEL skills 9 10.15 -.182 .027 1 .382 .308  .223"  -.273"
60.0

3. PSS 3 15.82 -.386 -.525 1 180" 2277 -.107

4. Intrinsic 58.6

motivation 3 15.31 -.437 -.300 1 633 -.329"

5. Extrinsic 62.1

motivation 6 11.73 -.405 -.053 1 -.238"
10.4

6. Amotivation 4 6.26 919 -.027 1

Note: PFE= Positive future expectations; SEL skills= Social emotional learning skills, PSS= Perceived social support **p < .01,
*
p<.05

According to the zero-order correlations between the study variables, intrinsic and extrinsic
motivation were positively associated with PFE (r= .32, r= .19, respectively; p< .01 for both), SEL skills
(r=.31, r=.22, respectively; p< .01 for both), and PSS (r=.18, r=.23, respectively; p< .01 for both).
Amotivation was negatively associated with PFE (r=-.42, p<.01), SEL skills (r=-.27, p< .01), and PSS (r= -
.11, p< .01). PFE had positive associations with SEL skills (r= .50, p< .01) and PSS (r=.28, p< .01). The
relationships between SEL and PSS (r= .38, p<.01) were also positive as shown in Table 1.

Table 2

The Results Multiple Linear Regression Analysis
Study Variables B SE a B t P

Lower Upper

Intrinsic Motivation
PFE .305 .055 .198 412 214 5.59 .000
SEL skills .453 .100  .256 .649 .180 4.523 .000
PSS .050 .035 -.018 .118 .051 1.435 152

F(3,801) =40.98, p <.000, R?=0.13
Extrinsic Motivation

PFE .087 .043  .003 172 .080 2.021 .044
SEL skills .236 .079 .081 .392 123 2.991 .003
PSS 117 .027 .063 171 .158 4.27 .000
F (3,801) = 22.60, p < .000, R? = 0.08

Amotivation

PFE -.672 .065 -799 -.544 -.385 -10.4 .000
SEL skills -.285 119 -519 -.052 -.093 -2.40 .017
PSS .042 .041 -.039 .123 .036 1.026 .305

F (3,801) = 60.06, p < .000, R? = 0.18

Note: Cls are at the 95% confidence level.
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The results of multiple regression analysis (See Table 2) showed that PFE (6= 214; p< .05) and SEL skills
(6=.180; p< .05) had significant and positive relationships with university students’ intrinsic motivation,
but PSS scores (6= .051; p> .05) did not have a statistically significant result. On the other hand, PFE (8=
.080; p< .05), SEL skills (6= .123; p< .05), and PSS (8= .158; p< .05) were positively related to students'
extrinsic motivations. Finally, PFE (6= -.385; p< .05) and SEL skills (6= -.093; p< .05) had a significant
negative relationship with amotivation scores, while PSS (8= .036; p> .05) did not have a statistically
significant relationship. Overall, the model explained 13%, 8%, and 18% of variance of intrinsic and
extrinsic motivation and amotivation, respectively.

Table 3
The Results of Independent Samples t-Test

Dimensions of

Academic Gender n X SS df t p n2

Motivation

Intrinsic Female 440 61.83 14.95 803 6.72 .000 .053

motivation Male 365 54.78 14.87

Extrinsic Female 440 64.62 11.07 803 6.713 .000 .053

Motivation Male 365 59.2 11.83

Amotivation Female 440 9.327 5.83 803 -5.6 .000 .038
Male 365 11.786 6.49

The independent samples t-test results (See Table 3), showed that there were significant differences
between students' intrinsic motivation (t(803) = 6.672, p< .001), extrinsic motivation (t(803) = 6.713, p<
.001) and amotivation (t(803) = -.5.601, p< .001) according to gender. Accordingly, female students had
higher levels of intrinsic and extrinsic motivation and lower levels of amotivation than male students.
However, the effect size of the difference in the academic motivation sub-dimensions of female and male
students was low (Cohen, 1988).

Discussion & Conclusion

The findings showed that students' positive future expectations were positively related to their
intrinsic and extrinsic motivation levels, and negatively related to their amotivation levels. Consistent with
these findings, the literature has shown that students' expectations of achieving their goals contribute to
their intrinsic motivation, autonomous behavior regulation, and thus higher performance (Simons et al.,
2004). In this direction, previous results have shown a positive relationship between university students'
future expectations and their intrinsic motivation (e.g., Aydin & islek, 2021). Furthermore, when students
believe their academic studies will benefit their future, they are extrinsically motivated to achieve their
goals (Deci & Ryan, 2012; Phalet et al., 2004), which somewhat justifies the present results. Similarly,
previous studies have shown that students’ low expectations for the future increase their level
of amotivation and decrease their interest in school and lessons (Aydin & islek, 2021), while high
expectations for the future and having a positive outlook towards the future decrease their level of
amotivation (Akbasl et al., 2017; Ali et al., 2022). Consequently, the current findings suggest that positive
future expectations play a positive role in supporting young people's intrinsic and extrinsic motivation and
reducing their amotivation during the Covid-19, which entails various disadvantages, challenges, and risks.

Second, the results showed that students' SEL skills were positively associated with their intrinsic and
extrinsic motivation and negatively associated with their amotivation level. In support of the current
findings, relevant literature has emphasised that students with high SEL skills strive to achieve their goals
(Zins et al., 2004) and this contributes to their academic success (Denham & Brown, 2010; Norris, 2003).
Previous studies have also shown positive academic outcomes of SEL skills such as school adjustment,
successful academic performance (e.g., Esen-Aygiin, 2017; Zins et al., 2007), and active participation in
learning processes (CASEL, 2012). Similarly, previous studies have shown positive relationships between
some specific SEL skills such as relationship building (e.g., Demirdag, 2021), self-regulation (e.g., Kickert
et al., 2019), and problem solving (e.g., GlUinaydin, 2022; Munir et al., 2021) and academic motivation.
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Furthermore, research has shown that students with high SEL skills have higher extrinsic motivation (Turki,
2017) and lower levels of amotivation (Payton et al., 2000). Considering that the pandemic required the
use of a variety of SEL skills to effectively manage this process (Walton & Murano, 2020), the current
findings demonstrated the role of SEL skills in promoting both intrinsic and extrinsic motivation and
reducing amotivation during the pandemic.

Third, the results showed that perceived social support was not related to the intrinsic motivation and
amotivation levels of university students, but was positively related to extrinsic motivations. In contrast
to these findings, the literature has indicated that the supportive relationship students have with their
social environment is essential to their motivation (Bempechat & Shernoff, 2012; Christ & Gray, 2022;
Klootwijk et al., 2021) and contributes to the internalisation of their motivation through the development
of their autonomy and competence (Fatima et al., 2018). However, there are also similar findings that
show no relationship between perceived social support and intrinsic motivation (Costa-Lobo et al., 2017).
There may therefore be several explanations for the current results. First, there may be many other
factors besides perceived social support that influence students’ intrinsic motivation. For example,
students may have had less social interaction with their environment due to their developmental
characteristics and needs during the pandemic (Wolniak & Burman, 2022), may have had issues with
personal boundaries with their families, and may not have established satisfying relationships, which may
not have positively impacted their intrinsic motivation. However, their perception of higher social support
from their parents could contribute to their extrinsic motivation.

Furthermore, considering that Turkiye has a mixture of individualistic and collectivistic cultures
(Kagitcibasi, 2005), perceived social support might be more important for the academic motivation,
especially extrinsic motivation, of students who grew up in a collectivistic culture. For students who grew
up in an individualistic culture, perceived social support may not have an impact on their academic
motivation. Also, the fact that the participants in this study studied at both public and private universities
suggests that their socioeconomic levels may differ. Accordingly, students attending public universities
and living with their families in Tiirkiye were reported to perceive the distance learning process as less
efficient than students attending private universities and living with their families (Savas, 2021).
Considering that most of the participants in this study came from public universities, it can be assumed
that the social support perceived during the Covid-19 process plays a greater role in students’ extrinsic
motivation. Considering that motivation is related to the expected instrumental value of a behavior, it is
also discussed that external factors and social contexts have a strong influence on students' extrinsic
motivation (Vansteenkiste et al., 2010). Similar to these results, the previous study also suggests that
students' extrinsic motivation was significantly predicted by PSS (Song et al., 2015). To summarize, these
results may suggest that although there are many different intrinsic processes that can influence intrinsic
motivation and amotivation, perceived social support is crucial for extrinsic motivation, which enables
university students to be more committed to their studies during Covid-19.

Finally, the findings showed that the intrinsic and extrinsic motivation of female students was higher
and their amotivation was lower than that of male students. Previous studies have shown that the intrinsic
(Brouse et al., 2010) and extrinsic motivation (Akbasl et al., 2017) of female students is higher and their
amotivation is lower (Karabiyik, 2020) than male students, which is consistent with the current results.
Although some studies have emphasized that female students had more difficulty focusing on distance
learning during the Covid-19 process than male students (Savas, 2021), the current results can be
explained by the fact that female students set their own internal goals and control their own learning
(Pintrich, 2000). In the cultural context, it has been emphasized that it can be a motivating factor for
female students to see their participation in academic activities as a way to achieve their goals in future
life (Akbash et al., 2017). On the other hand, learning environments in which the needs for autonomy,
competence and relationship building are met have a strong and positive effect on students' motivation
(Ryan & Deci, 2000b). In this sense, it can be assumed that in the online learning processes carried out
due to the Covid-19 pandemic, there is a possibility that these basic psychological needs of male students
in particular were not met, which may have affected their level of amotivation.
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When interpreting the current results, some limitations of the study must be taken into account.
Firstly, the data was collected during the period when curfews were in place and classes were only held
remotely due to Covid-19 measures. Therefore, while the findings can contribute to the understanding of
the predictors of academic motivation under these conditions, their generalizability to other conditions is
limited. For this reason, it would be useful to examine the academic motivation of students during the
period of the so-called new normal and the hybrid educational process and, in this context, to address
possible differences, if any, according to the pandemic process. Secondly, the study involved students
continuing their education at public and private universities. Although some studies have shown that
there is no difference between the two groups in terms of satisfaction with distance learning during the
Covid-19 process (Karadag & Yiicel, 2020), the socioeconomic status of students at private universities
and the opportunities provided to them at the schools may differ from those of students at public
universities (Savas, 2021), which should be taken into account when interpreting the results. Finally, the
use of self-report may impose some limitations in terms of reporting bias and social desirability of
participants.

Despite these limitations, the study has important implications for theory, research and practice. First,
the study contributed to self-determination theory by revealing the individual (SEL skills and positive
future expectations) and environmental (perceived social support) predictors of college students’ intrinsic
and extrinsic motivation and amotivation during Covid-19 study, suggesting in some ways that the role of
individual variables in academic motivation is more significant than perceived social support. This study
contributed to the theory that emphasizes intrinsic and autonomous processes (Ryan & Deci, 2000a),
pointing to the positive role of SEL skills with positive future expectations, which have social, emotional,
and cognitive aspects, on individuals’ intrinsic motivation and thus self-determination. In terms of
implications for the study, although perceived social support during the Covid-19 period is not related to
intrinsic motivation and amotivation, its positive correlation with extrinsic motivation is significant within
the framework of self-determination theory. Therefore, the relationships between intrinsic and extrinsic
motivation as well as amotivation and perceived social support from parents, friends and significant
others can be further investigated in the future. In addition, future research could examine the effects of
the five dimensions of the SEL model on three dimensions of academic motivation through experimental
and longitudinal studies. Finally, the practical results showed the importance of developing positive future
expectations and SEL skills to support young adults’ academic motivation and reduce amotivation during
COVID-19. At this point, hope-centered interventions can be implemented in college counseling centers.
Considering that SEL skills develop gradually at different developmental stages (Dusenbury & Weissberg,
2017), SEL interventions can be developed and implemented in college counseling centers and SEL skills
can be included in college curricula as mentioned in the literature (e.g., Elias & Moceri, 2012; Greenberg
et al., 2003). In summary, this study provides theoretical, research, and practical implications for fostering
college students’ academic motivation in times of crisis and highlights the critical importance of individual
strengths such as positive future expectations and SEL skills that can be supported by well-established
programs and interventions in higher education.
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Tiirkge Siirimui

Giris

Motivasyon, bireylerin ulasmayi hedefledikleri amaca yonelik harekete ge¢melerini saglayan bir gii¢
olarak tanimlanmaktadir (Ryan & Deci, 2000a). Akademik motivasyon ise egitim siirecinde 6grencilerin
o6grenme davranislari gostermesi, akademik gorevleri yerine getirmesi, sinifta aktif olmasi ve dolayisiyla
okula baghlk géstermesi gibi degiskenlerle iliskilidir (Wentzel & Wigfield, 2009). Ogrencilerin 6grenme ve
okula iliskin faaliyetlere ilgi duymasi adina akademik motivasyon oldukg¢a énemli bir faktor olarak 6ne
¢ikarken (Ryan & Deci, 2000b), 6grencilerin bu motivasyondan yoksun olmasi egitim hayatinda olumsuz
durumlara neden olmaktadir (Grunschel vd., 2016).

Bu calismanin kuramsal temellerini olusturan, Oz Belirleme Kurami, insan davraniglarinin altinda yatan
motivasyonu, 6zerk ve kontrolli olarak iki agidan ele almaktadir (Deci vd., 1991; Deci & Ryan, 2008). Bu
baglamda, eger bir davranis bireyin kendisi tarafindan belirleniyorsa diizenleyici siire¢ bir secimi icerir ve
algilanan nedensellik odagi i¢seldir (Schultz & Ryan, 2015). Ancak davranis kontrol edildiginde ya da
zorlayici bir durum nedeniyle ortaya c¢iktiginda dizenleyici siire¢ uyumu igerir (Deci vd., 1991). Bu
durumda bazi kisilerarasi ya da i¢sel baskilar bireyin kontrollii davranislar sergilemesine neden olur. Bu da
nedensellik odaginin digsal oldugu anlamina gelir (Deci & Ryan, 2012). Bu dogrultuda, davranislarin altinda
yatan farkli nedenler ve amaglara gore motivasyon; igsel motivasyon, digsal motivasyon ve
motivasyonsuzluk (Deci & Ryan, 2008) olarak siniflandiriimaktadir. i¢sel motivasyon, bir aktivitenin zevk
alarak yerine getirilmesini ve bu faaliyetin kendisinden saglanacak doyum igin gerceklestirilmesini ifade
eder. Digsal motivasyon, bir faaliyetin dissal bir kontrol mekanizmasi araciligiyla ve/veya elde edilecek
sonug i¢in yapilmasi anlamina gelir. Motivasyonsuzluk ise bir aktiviteyi yapmaya tesvik edecek herhangi
bir motive edicinin yokluguna vurgu yapar (Ryan & Deci, 2000a).

Oz Belirleme kuraminda bireylerin evrensel bazi psikolojik ihtiyaglar oldugu vurgulanir. Bu ihtiyaglar
yetkinlik, 6zerklik ve iliskililik olmak tizere lige ayrilir (Deci & Ryan, 1985). Bireylerin 6zerklik ihtiyaci onlarin
kendi eylemleri lzerinde sb6z sahibi olmalarini; yetkinlik ihtiyaci sergiledikleri eylemlerden sonra
cevreleriyle kurduklari etkilesimde vyeterlilik duygusunu hissetmelerini; iliskililik ihtiyaci ise sosyal
cevreleriyle baglantili olma hallerini ifade eder (Deci vd., 1991; Deci & Ryan, 1987; Ryan & Deci, 2017).
Bireylerin temel psikolojik ihtiyaglarinin karsilanmasi onlarin iyi olus diizeylerini ylikselterek iliski kalitesini
ve iliskiden aldiklari doyumu arttirir (Patrick vd., 2007). Bu dogrultuda Ryan ve Deci (2017) yaptiklari
¢alismada 6grencilerin okul ortaminda temel psikolojik ihtiyaglarinin karsilanmasinin onlarin akademik
motivasyon diizeylerini de arttiracagini ifade etmektedirler.

Arastirmalar, motivasyonun 6grencilerin akademik sorumluluklarini yerine getirmeleri (Wentzel &
Wigfield, 2009), okula devamliliklarini siirdirmeleri (Rump vd., 2017) ve akademik basarilari (Bailey &
Phillips, 2016) ile iliskili oldugunu gostermistir. Dolayisiyla, okul terkinin 6nlenmesinde ve 6grencilerdeki
riskli davranislarin azaltilmasinda motivasyon faktorlerinin kritik Gnemi vurgulanmaktadir (Lee vd., 2019).
Ozellikle, dgrencilerin akademik calismalara ydnelik ic motivasyonlarinin olmasinin okula devamhliklarini
artirdig ve okulu birakma risklerini azalttigi (Rump vd., 2017), motivasyonsuzluklarinin ise derslere olan
ilgilerinin azalmasinda bir risk faktori oldugu belirtilmektedir (Pintrich, 2003).

Ozellikle COVID-19 pandemi dénemi, tim diinyada dgrenme ve 6gretme siireclerini cevrimigi
platformlara tasiyarak 6grencilerin 6grenme deneyimlerinde biyik 6l¢iide degisime neden olmus (Huang
ve Wang, 2023) ve ayni zamanda genglerin akademik motivasyonlarinda bir diistse yol agmistir (Ginaydin,
2022). Turkiye'de pandeminin ilan edildigi 23 Mart 2020 tarihinden itibaren 4 milyondan fazla tiniversite
dgrencisine uzaktan egitim saglanmistir (Yiksekdgretim Kurulu [YOK], 2021a). Bununla birlikte, {iniversite
ogrencileri icin 6grenme faaliyetlerinin yiritilmesinde gesitli sorunlara (Bao, 2020), internete erisimde
esitsizliklere ve bu siregte bircok teknik soruna (Savas, 2021) ayni zamanda da 6grencilerde disiik
motivasyona (Munir vd., 2021) neden olan bu uygulamalarin etkililigi tartismalidir. Ayrica, okullarin
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kapanmasiyla birlikte 6grencilerin evde kalmak zorunda kalmalari, zaman zaman aileleriyle olumsuz
deneyimler yasamalarina neden olmus, bu da okuldan kopuk hissetmelerine (Killian, 2020) ve dolayisiyla
Ogrencilerin okula olan baghliklarinin azalmasina yol agmistir (Celik, 2020). Benzer sekilde Universite
ogrencileriyle yapilan baska bir calismada da 6grencilerin okul kampislerinden uzaklasmalarinin sosyal
deneyimlerinde bir azalmaya neden oldugu ve bu durumun da akademik benlik algilarini olumsuz
etkiledigi ifade edilmektedir (Wolniak ve Burman, 2022). Bu dogrultuda, 6grencilerin pandemi
doénemindeki uzaktan egitim siurecinde 06grenmeye yonelik olumlu davranislar sergilemesinde
motivasyonlarinin dnemli bir rol oynadigi bildirilmistir (Malinauskus ve Pozerience, 2020). Dolayisiyla bu
¢alisma, kriz zamanlarinda egitim ve 6gretim siireglerinin daha verimli hale getirilmesi icin ufuk agici
sonuglar saglayabilecek COVID-19 pandemi slirecinde Universite 6grencilerinin akademik motivasyonlarini
(icsel ve dissal) ve motivasyonsuzluklarini yordayan degiskenleri incelemeyi amaglamistir.

Olumlu Gelecek Beklentisi

Gelecek beklentisi, bireylerin gelecekle ilgili disincelerini, kaygilarini ve ilgilerini iceren, geleceK
yonelimlerine temel olusturan bilissel haritalar ifade etmektedir (Nurmi, 1991). Ogrencilerin gelecege
yonelik olumlu ve iyimser dislincelere ve beklentilere sahip olmalari, motivasyonlarini canl tutarak
akademik basarilarinin artmasina katki saglamaktadir (Fong Lam vd., 2015). Dolayisiyla, genglerin olumlu
gelecek beklentileri (OGB) 6grenme motivasyonlarinin gelismesinde 6nemli bir rol oynamakta (Nursi,
2019) ve davranislarini beklentileri dogrultusunda diizenlenmelerine katkida bulunmaktadir (Yowell,
2000). Yapilan bir arastirma, olumlu beklentilerin 6grencilerin motivasyonunu ve basarisini artirirken,
olumsuz beklentilerin motivasyonlarini dislirdiigliini ve basarilarinin azalmasina neden oldugunu
gostermistir (Hammoudi, 2019). Benzer sekilde, 6grencilerin motivasyonlari arttikga gelecege yonelik
olumlu beklentilerinin de yiiksek oldugu gérilmistiir (e.g., Aydin & islek, 2021).

Geng yetiskinlerin, yalnizlik, arkadasliklar ve ruh sagligi sorunlarinin yani sira gelecegin belirsizligi ve iyi
is firsatlarinin eksikligi de dahil olmak lizere COVID-19'un olumsuz etkilerinden daha fazla etkilendigi
belirtiimektedir (Evans vd., 2021; Kawohl & Nordt, 2020). Tirkiye’de genclerle yapilan bir arastirmada,
katilimcilarin %81’i psikolojik durumlarinin iyi olmadigini ve gelecege yonelik beklentilerinin de pandemi
siirecinden olumsuz etkilendigini belirtmislerdir (Toplum Goénullaleri Vakfi [TOG], 2020). Nitekim yapilan
baska bir arastirmada da bu siirecte 6grencilerin gelecege yonelik kaygilarinin artmasinin gelecek hedefleri
dogrultusundaki galismalarina temel olusturan motivasyonlarini da olumsuz etkiledigi ifade edilmistir (Ali
vd., 2022). Dolayisiyla, bu sonuglar géz 6niinde bulundurularak, bu calismada Covid-19 salgini siirecinde
Universite 6grencilerinin OGB ve akademik motivasyonlari arasindaki iligkiler arastiriimistir.

Sosyal Duygusal Ogrenme Becerileri

Davranislar, bilisler ve duygularin bir birlesimi olan sosyal-duygusal 6grenme (SDO), duygulari tanima
ve yonetme, sorunlarla etkili bir sekilde basa ¢ikma ve baskalariyla olumlu iliskiler gelistirme becerisini
ifade eder (CASEL, 2003). Akademik, Sosyal ve Duygusal Ogrenme icin isbirligi (CASEL, 2020) bes boyutlu
bir SDO modeli dnermistir: (1) 6z farkindalik (8rn. kisinin kendi giiglii ydnlerinin ve sinirhliklarinin farkinda
olmasi), (2) 6z yonetim (6rn. duygu, disince ve davranislarin yonetilmesi), (3) sosyal farkindalk (6rn,
baskalarinin duygularinin, ihtiyaglarinin ve sosyal ipuglarinin farkinda olma), (4) iliski becerileri (6rn.
baskalariyla etkili iliskiler kurma ve siirdiirme) ve (5) sorumlu karar verme (6rn. sorumlu ve etik segimler
yapma). Zins ve arkadaslari (2007) SDO becerilerinin kullaniminin égrencilerin okul yasamindan keyif
almalarinin 6nlni agtigini, motivasyon dizeylerini artirdigini ve destekleyici bir 6grenme ortami
olusturdugunu belirtmektedir. Bu beceriler, okula baglilig, motivasyonu ve akademik basariyi tesvik
ederek 6grencilerin sinifta, okul ortaminda, aile yasaminda ve sosyal hayatta basarili olmalari icin kritik
oneme sahiptir (Elias & Moceri, 2012) (6r. Greenberg vd., 2003; Taylor vd., 2017).

COVID-19 siireciyle ilgili olarak ilgili alanyazinda, 6grencilerin duygusal, sosyal, finansal ve akademik
zorluklarla basa gikmak icin bir dizi 6zel SDO becerisine ihtiyag duyduklar vurgulanmistir (Walton &
Murano, 2020). Bu becerileriler uzaktan egitim sirecini etkili bir sekilde yonetmek icin de kritik
goriunmektedir (CASEL, 2020; Hadar vd., 2020). Bu noktada yapilan bir calismada 6grencilerin sosyal
problem ¢6zme becerilerinin yiksek olmasinin zorlu yasam olaylarina uyum saglamalarini kolaylastirarak
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akademik 6grenme sonuglarini ve motivasyonlarini olumlu yonde etkiledigi belirlenmistir (Gunaydin,
2022). Bu arka plana dayanarak, mevcut ¢alismada COVID-19 salgini sirasinda Universite 6grencilerinin
SDO becerileri ile akademik motivasyonlari arasindaki iligkiler incelenmistir.

Algilanan Sosyal Destek

Algilanan sosyal destek (ASS), bireylerin ebeveynlerinin, arkadaslarinin ve hayatlarindaki diger 6nemli
kisilerin ihtiyaclari icin ne Olglide psikososyal ve genel destek sagladiklarina dair inanglar olarak
tanimlanmakta (Zimet vd., 1988) ve bu alginin bireysel 6zelliklere ve beklentilere gére degisebilen 6znel
bir degerlendirmeyi igerdigi belirtiimektedir (Connell & D'Augelli, 1990). Arastirmalar; aile, arkadaslar,
O6gretmenler ve yoneticiler gibi 5nemli kisilerden algilanan destegin akademik dayaniklihigi (Wilks & Spivey,
2010), 6grenmeye olan ilgiyi (Bempechat & Shernoff, 2012) ve 6grencilerin motivasyonunu artirdigini
gostermistir (Fatima vd., 2018; Hang vd., 2017). Bu durum pandemi doéneminde vyapilan bazi
arastirmalarda da benzer sekilde gérilmistiir. Bu arastirmalarda 6grencilerin bu slrecte arkadaslarindan
ve ailelerinden yeterli sosyal destegi almalarinin akademik ilgilerini ve motivasyonlarini artirmada énemli
bir rol oynadigi tespit edilmistir (Christ & Gray, 2022; Klootwijk vd, 2021). Fakat ASS'nin akademik gelisim
lzerindeki 6nemine ragmen, pandemi siireci, alinan diger 6nlemlerin yani sira sosyal izolasyon nedeniyle
bireylerin sosyal destek kaynaklarinin gesitliliginde de bir azalmaya neden olmus olabilir. Ote yandan,
gelisim gorevleri agisindan aileden ayrisma sirecini deneyimleyen universite 6grencilerinin sokaga ¢ikma
yasaklari nedeniyle aileleriyle problemler yasayabilecegi ve tatmin edici iliskiler kuramayabilecegi
soylenebilir. Turkiye'nin bireyci ve topluluk¢u karma bir kiltlre sahip olduguna dair vurgular géz 6niinde
bulunduruldugunda (Kagitcibasi, 2005), karma bir kiltirde yetisen Ogrencilerin pandemi siirecinde
algiladiklari sosyal destek agisindan da bireysel farkliliklari olabilecektir. Nitekim pandemi déneminde
yapilan bir ¢calismada da ailelerinden yeterli destegi alamayan ve internet lzerinden sunulan derslere
erismekte zorlanan 6grencilerin 6grenme kaybi yasadiklari vurgulanmistir (Amorim ve Junior, 2020). Bu
nedenle, bu ¢alismada COVID-19 siirecinde ASS'nin akademik motivasyon lzerindeki roliniin incelenmesi
onemli olacaktir.

Cinsiyetin Rolii

Akademik motivasyonun cinsiyete gore farkhlastigini ortaya koyan (6rn., Akbash vd., 2017) fakat ayni
zamanda tartismali sonuclara da isaret eden bircok calisma bulunmaktadir. Ornegin, bazi ¢alismalar kadin
ogrencilerin igsel (Brouse vd., 2010) ve dissal motivasyonlarinin (Akbash vd., 2017) erkek 6grencilerden
daha yiiksek oldugunu gosterirken, bazi ¢alismalar erkek 6grencilerin i¢csel ve digsal motivasyonlarinin
kadin 6grencilerden daha yuksek oldugunu gostermistir (Karatas & Erden, 2012). Bu nedenle, bu
¢alismada amaglandigl gibi, pandemi sirecinde cinsiyete gére akademik motivasyonda bir fark olup
olmadiginin incelenmesi, genclerin akademik motivasyonunu destekleyecek miidahalelerin tasarlanmasi
acisindan 6nemli goriilmektedir.

Yoéntem
Arastirmanin Modeli

iliskisel arastirma deseni kullanilarak yapilan bu ¢alismada 0GB, SDO becerileri ve ASS'nin Universite
ogrencilerinin akademik motivasyon diizeyleri (i¢sel, digsal ve motivasyonsuzluk) ile iliskileri ve akademik
motivasyon diizeylerinin cinsiyete gére farkhlasip farklilasmadigi incelenmistir.

Katilimcilar

Bu ¢alismaya Tirkiye'nin farkli bolgelerindeki devlet ve vakif tiniversitelerinden 805 (%55'i kadin) lisans
6grencisi dahil edilmis olup ardindan bazi maddelere eksik cevap veren, tim maddelerde ayni segenekleri
kodlayan veya ritmik kodlama yapan 48 katilimci ve normallik varsayiminin saglanmasi icin 21 aykiri deger
veri setinden c¢ikarilmistir. Uygun 6rnekleme yéntemi ile lisans egitiminin tim dizeylerinden (%13 birinci
sinif, %24 ikinci sinif, %25 Gglinch sinif, %35 dordinci sinif ve %3 besinci sinif ve Gzeri) katiimcilar
arastirmada yer almistir. Ayrica, katilimcilar Mihendislik (%43.5), Egitim (%19.5), Saghk Bilimleri (%15.2),
Fen-Edebiyat (%5.5), iktisadi ve idari Bilimler (%3.9), Hukuk (%2.9), Spor (%1.4) ve diger (%6.6) olmak
Uzere cesitli fakiltelere devam etmektedirler.
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Veri Toplama Araglan

Kisisel Bilgi Formu: Bu formda katimcilarin yas, cinsiyet, bolim, sinif diizeyi gibi demografik
ozelliklerine iliskin sorular yer almaktadir.

Akademik Motivasyon Olgcedi (AMO): Olgek, Oz-Belirleme Kuramina dayali olarak universite
ogrencilerinin akademik motivasyonlarini 6lgmek amaciyla gelistirilmistir (Vallerand vd., 1989, 1992).
Olgek, yedili Likert tipi (1: kesinlikle katilmiyorum, 7: kesinlikle katiliyorum) yanitlanan 28 maddeden
olusmaktadir. Olgek i¢sel motivasyon (bilmeye yénelik, basarmaya yoénelik ve uyarilmayla yénelik igsel
motivasyon), digsal motivasyon (dissal dizenleme, ice yansitiimis diizenleme ve Ozdeslesme) ve
motivasyonsuzluk olmak tzere {i¢ ana boyuttan olusmaktadir. Form, “Neden okula gidiyorsunuz?” sorusu
ve “Clnkd...” seklinde devam eden maddelerden olusur. Katiimcidan bu ifadeleri okumasi ve kendisine
uygun olan cevabl isaretlemesi istenmektedir. Alt 6lceklerden alinabilecek puanlar dért ile 28 arasinda
olup, yiiksek puanlar ilgili boyutta yiiksek sonuglara isaret etmektedir. Olgegin i¢ tutarlilik katsayisi .80,
test-tekrar test korelasyonu ise .75 olarak rapor edilmistir (Vallerand vd., 1992). Olgegin Tirrkceye
uyarlama calismalari kapsaminda (Unal-Karagiiven, 2012) ii¢ temel boyutu dogrulanmistir. Ol¢iit gecerliligi
calismalari, igsel ve digsal motivasyon alt dlgeklerinin gevresel destek ile motivasyonsuzluk alt 6lgeginin
ise sinav kaygisi ile pozitif korelasyona sahip oldugunu géstermistir (Unal-Karaguven, 2012). Bu ¢alismada
olgegin i¢ glivenirlik katsayilari igsel motivasyon igin .93, digsal motivasyon igin .81, motivasyonsuzluk igin
.85 ve son olarak 6lgegin tamami igin .87 olarak elde edilmistir.

Olumlu Gelecek Beklentisi Olgedi (OGBO): Bu 6lcek bireylerin kisisel geleceklerine iliskin beklentilerinin
olumluluk derecesini lgmek icin kullaniimaktadir (imamoglu, 2001). Olgek bes veya yedili Likert tipi (1 =
kesinlikle katilmiyorum; 5 veya 7 = tamamen katiliyorum) kullanima uygun olarak tek boyutlu bes
maddeden olusmaktadir. Olgegin bir 6rnek maddesi "Gelecekte yapmak istediklerimi basarma konusunda
iyimserim" seklindedir. Olcekten alinan yiiksek puanlar, daha yiiksek olumlu gelecek beklentilerini
gostermektedir. Bir tane ters puanlanan madde bulunmaktadir. Olgegin Cronbach alfa degeri .85
(imamoglu, 2001) ve .92 (imamoglu, 2005) olarak rapor edilmistir. Bu calismada 6lgegin i¢ tutarhlik degeri
.91 olarak bulunmustur.

Sosyal Duygusal Ogrenme Olgedi-Geng Yetiskin Formu (SDOO-GF): Olgek genc yetiskinlerin sosyal-
duygusal 6grenme beceri diizeylerini 6lgmek icin kullanilmaktadir (Karacan- Ozdemir & Biyiikgolpan,
2021). Bu olgek, 6z farkindalik, akademik 6z yonetim, sorumlu karar verme, iliski kurma becerisi ve sosyal
farkindalik olmak tizere bes boyuttan olusan 20 maddelik begsli Likert tipi bir 6lgektir (1: Higbir zaman, 5:
Her zaman). Ornegin bir maddesi "Giiglii yénlerimin farkindayim" ifadesini icermektedir. Yiiksek puanlar
daha yiiksek diizeyde sosyal-duygusal dégrenmeyi yansitmaktadir. Olgiit gegerliligi incelemeleri dlgegin
Warwick-Edinburgh Mental iyi Olus Olcegi ile pozitif bir iliskiye sahip oldugunu gdstermistir. Cronbach
Alpha katsayilari, 6z farkindalik i¢in .77, iliski kurma becerileri icin .74, sorumlu karar verme icgin .71,
akademik 6z diizenleme icin .73, sosyal farkindalik icin .65 ve Olgegin tamami icin .86 olarak rapor
edilmistir (Karacan-Ozdemir ve Biiyiikgolpan, 2021). Bu calismada ise Cronbach Alpha katsayilari, 6z
farkindalk igin .85, iliski kurma becerileri igcin .72, sorumlu karar verme igin .68, akademik 6z diizenleme
icin .77, sosyal farkindalik icin .55 ve 6l¢cegin tamami igin .91 olarak elde edilmistir.

Cok Boyutlu Algilanan Sosyal Destek Olgedi-Gézden Gegirilmis Formu (CBASDO): Bu 6lgek bireylerin
algiladiklari sosyal destek diizeylerini degerlendirmek icin kullanilmaktadir 6lgek (Zimet vd., 1988). Olcek,
yedili Likert tipi (1: Kesinlikle hayir, 7: Kesinlikle evet) 12 maddeden olusmaktadir. Olcek, aileden,
arkadaslardan ve o©nemli digerlerinden algilanan sosyal destegi degerlendiren (¢ alt boyuttan
olusmaktadir. Ornek maddelerinden biri "Ailem (6rn. annem, babam, esim, cocuklarim, kardeslerim) bana
gercekten yardim etmeye calisir." seklindedir. Olgekten alinan puanlar 12 ile 84 arasinda degismekte olup,
alinan yiiksek puanlar algilanan sosyal destegin daha yiiksek oldugunu géstermektedir. Olgegin Cronbach
Alfa giivenirlik katsayisi .84 ile .92 arasinda bildirilmistir (Zimet vd., 1988). Olcegin Tiirkge uyarlamasi (Eker
& Arkar, 1995; Eker vd., 2001) ti¢ boyutlu yapiyi dogrulamistir. Olgiit gecerliligi icin dlgegin U.C.L.A Yalnizlik
Olgegi, Beck Umutsuzluk Olcegi ve Belirti Tarama Listesi ile negatif ve anlamli iliskileri bulunmustur (Eker
ve ark., 2001; Eskin, 1993). Yapilan bu ¢alismada ise glivenirlik katsayilari aile icin .85, arkadaslar icin .88,
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onemli diger kisiler alt 6lgekleri igin .92 ve toplam 6lgek igin .89 olarak bildirilmistir. Yine bu ¢alismada i¢
tutarlilik degerleri .72 ile .90 arasinda degigmektedir.

Yontem ve Veri Analizi

Veri toplama siirecine gecilmeden 6nce, Hacettepe Universitesi'nden 04.01.2021 tarih ve “E-
35853172-300-00001521971” sayih etik kurul onayr alinmistir. Ardindan, bilgilendirilmis onam igeren
cevrimici anket baglantisi e-posta ve WhatsApp 06grenci gruplan araciligiyla potansiyel katihmcilarla
paylasiimistir. Calismaya gonulli 6grenciler katilmis olup Slgek setini yanitlamalari yaklagik 10 dakika
surmistlr. Veri toplama islemi 2021 yilinda 1 Nisan- 30 Mayis tarihleri arasinda cevrimici olarak
gerceklestirilmistir.

Toplanan verilerin analizinde ¢oklu dogrusal regresyon analizi kullanilmigtir. Bu yontem, bagimsiz
degiskenlerin bagimli degiskenle arasindaki iliskileri inceleyerek bagiml degiskeni ne 6lgiide yordadigini
actklamaktadir (Blyukoztirk, 2017). Ayrica, Gniversite 6grencilerinin akademik motivasyon diizeylerinin
cinsiyete gore farklilik gosterip gostermedigini belirlemek amaciyla da bagimsiz érneklemler t-testi
kullantimustir.

Bulgular
Tanimlayici istatistikler ve Degiskenler Arasindaki iliskiler

Tablo 1
Bagimli ve Bagimsiz Dediskenler Arasindaki Korelasyon Tablosu

Olgekler ve Alt

M SD Skewness Kurtosis 1 2 3 4 5
Boyutlari
1.Olumlu Gelecek 1797 449 -.599 o011 1 04 2800 319186 oo
Beklentisi

78.59  10.15 -.182 027 1 382  .308 223" -273"
2. SDO Becerileri ' ' ) ' ' ) * '
3. Algilanan Sosyal - o 03 g5 _3g6 -525 1 180 227 g
Destek
4. igsel Motivasyon 58.63  15.31 -.437 -.300 1 633 -.329
> Dissal 6216 1173  -.405 -.053 1 -238"
Motivasyon
6. 10.44  6.256 919 -.027

Motivasyonsuzluk

Not: **p <.01, *p < .05

Tablo 1'de sunulan ¢alisma degiskenleri arasindaki iliskiler incelendiginde, i¢sel ve digsal motivasyonun
OGB ile (sirastyla r=".32, r=".19; her ikisi icin de p< .01), SDO becerileri ile (sirasiyla r= .31, r= .22; her ikisi
icin de p< .01) ve ASS ile (sirasiyla r=.18, r=.23; her ikisi igin de p< .01) ile olumlu yénde iliskilere sahip
oldugu goriilmektedir. Motivasyonsuzluk puanlarinin ise OGB ile (r=-.42, p< .01), SDO becerileri ile (r= -
.27, p<.01) ve ASS ile (r=-.11, p< .01) ile negatif iliskiye sahip oldugu gériilmektedir. OGB puanlari ile SDO
becerileri (r=".50, p< .01) ve ASS puanlari (r= .28, p< .01) arasinda ve SDO becerileri ile ASS (r=.38, p<.01)
arasindaki olumlu yonde iliskiler oldugu gorilmektedir.
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Tablo 2
Coklu Dogrusal Regresyon Analizi Sonuglari
" B SE cl B T p

Degisken Alt Ust
icsel Motivasyon
Olumlu Gelecek 305 055 198 412 214 5.59 .000
Beklentisi
SDO Becerileri 453 .100 .256 .649 .180 4523 .000
Algilanan Sosyal Destek .050 .035 -.018  .118 .051 1.435 .152

F(3,801) =40.98, p <.000, R?=0.13
Digsal Motivasyon
Olumlu Gelecek

L. .087 .043 .003 172 .080 2.021 .044
Beklentisi
SDO Becerileri .236 .079 .081  .392 123 2.991 .003
Algilanan Sosyal Destek 117 .027 .063 171 .158 4.27 .000

F (3,801) = 22.60, p < .000, R? = 0.08

Motivasyonsuzluk
Olumlu Gelecek -
Beklentisi 672 .065 -799 -544 -.385 -10.4 .000
SDO Becerileri 285_ 119 -519 -.052 -.093 -2.40 .017
Algilanan Sosyal Destek .042 .041 -.039 .123 .036 1.026 .305

F (3,801) = 60.06, p < .000, R? = 0.18

Not: Cl degerleri %95 giiven diizeyindedir.

Tablo 2’de gorildiigu tzere, coklu regresyon analizi sonuglari Giniversite 6grencilerinin OGB (8= .214;
p<.05) ve SDO becerilerinin (8= .180; p< .05) i¢sel motivasyon diizeyleriile anlamli ve pozitif iliskilere sahip
oldugunu, ancak ASS puanlarinin (8= .051; p> .05) istatistiksel olarak anlaml bir sonuca sahip olmadigini
gostermistir. Ote yandan, OGB (8= .080; p< .05), SDO becerileri (8= .123; p< .05) ve ASS (8= .158; p< .05)
dgrencilerin dissal motivasyonlari ile pozitif ydnde iliskilidir. Son olarak, OGB (8= -.385; p< .05) ve SDO
becerileri (8= -.093; p< .05) motivasyonsuzluk puanlari ile anlamli derecede negatif iliskiye sahipken, ASS
(8=.036; p> .05) istatistiksel olarak anlamli bir iliskiye sahip degildir. Genel olarak, bu model i¢sel ve dissal
motivasyon ve motivasyonsuzluk varyansinin sirasiyla %13, %8 ve %18'ini aciklamistir.

Tablo 3
Bagimsiz Orneklemler icin T testi Sonuglari
Alt Boyutlar Cinsiyet n X SS df t p n?
. Kadin 440 61.83 14.951 803 6.72 .000 .053
Igsel motivasyon
Erkek 365 54.78 14.872
b | . Kadin 440 64.62 11.066 803 6.713  .000 .053
'ssal motivasyon ek 365 59.2 11.831
. Kadin 440 9.327 5.832 803 -5.6 .000 .038
Motivasyonsuzluk
Erkek 365 11.786 6.49

Tablo 3’te verilen bagimsiz 6rneklem t-testi sonuglari, tGniversite 6grencilerinin icsel motivasyonlari
(t(803) = .6.672, p<.001), dissal motivasyonlari (t(803) = 6.713, p< .001) ve motivasyonsuzluklari (¢(803) =
-.5.601, p< .001) arasinda cinsiyete gore anlamh fark oldugunu gostermektedir. Buna gore, kadin
ogrencilerin igsel ve dissal motivasyon dizeyleri erkek 6grencilere gére daha yiliksek, motivasyonsuzluk
diizeyleri ise daha dislktlr. Ancak kadin ve erkek 6grencilerin akademik motivasyon alt boyutlarindaki
farkin etki buytkluginin diisik oldugu (Cohen, 1988) gorilmektedir.
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Tartisma ve Sonug

Arastirma sonuglarina gore bulgular, ilk olarak, Covid-19 siirecinde 6grencilerin olumlu gelecek
beklentilerinin igsel ve digsal motivasyonlariyla olumlu, motivasyonsuzluk diizeyleriyle ise olumsuz yonde
bir iliskiye sahip oldugunu gostermistir. Bu bulgularla tutarli olarak, ilgili alanyazin 6grencilerin hedeflerine
ulasma yonundeki beklentilerinin igsel motivasyonlarina, davranislarini 6zerk bir sekilde diizenlemelerine
ve dolayisiyla daha yiiksek akademik performans gostermelerine katkida bulunduguna isaret etmektedir
(Simons vd., 2004). Bu dogrultuda, 6nceki bulgular da benzer sekilde {iniversite 6grencilerinin gelecek
beklentileri ile icsel motivasyonlari arasinda olumlu iliskiler oldugunu géstermistir (6rn., Aydin & islek,
2021). Buna ek olarak, 6grencilerin akademik ¢alismalarini gelecekleri agisindan 6nemli gérdiklerinde kisa
ve uzun vadedeki hedeflerine ulasmak igin digsal olarak motive olduklari belirtiimektedir (Deci ve Ryan,
2012; Phalet vd., 2004), ki bu da bu arastirmanin bulgularini destekler niteliktedir. Benzer sekilde, dnceki
calismalar 6grencilerin gelecege yonelik beklentileri dislik oldugunda motivasyonsuzluk dizeylerinin
arttigini, derslere ve okula olan ilgilerinin azaldigini (Aydin ve islek, 2021), gelecekten beklentileri yiiksek
oldugunda ve gelecege olumlu baktiklarinda ise motivasyonsuzluk diizeylerinin azaldigini géstermistir
(Akbash vd., 2017; Ali vd., 2022). Dolayisiyla, bu arastirmadan elde edilen bulgular, genglerin gelecegi igin
cesitli dezavantajlari, zorluklari ve riskleri beraberinde getiren COVID-19 siirecinde olumlu gelecek
beklentilerinin genglerin igsel ve digssal motivasyonlarini desteklemede ve motivasyonsuzluklarini
azaltmada olumlu bir rol oynadigini gostermektedir.

Bulgular, ikinci olarak, tiniversite 6grencilerinin SDO becerilerinin igsel ve dissal motivasyonlariyla
olumlu, motivasyonsuzluk dizeyleriyle ise olumsuz bir iliski icinde oldugunu gostermistir. Bu bulgular
destekler sekilde, ilgili alanyazinda yiiksek SDO becerilerine sahip 6grencilerin hedeflerine ulasmak icin
¢aba gosterdiklerine (Zins vd., 2004) ve bunun akademik basarilarina katkida bulunduguna isaret
edilmektedir (Denham & Brown, 2010; Norris, 2003). Yapilan bazi calismalar da SDO becerilerinin okula
uyum, basarili akademik performans (6rn. Esen-Aygiin, 2017; Zins vd., 2007) ve 6grenme slireglerine aktif
katilm (CASEL, 2012) gibi olumlu akademik sonuglari oldugunu gostermektedir. Benzer sekilde yapilan
diger calismalar da iliski kurma (6rn., Demirdag, 2021), 6z diizenleme (6rn., Kickert vd., 2019) ve problem
¢6zme (6rn., Munir vd., 2021; Giinaydin, 2022) gibi bazi spesifik SDO becerileri ile akademik motivasyon
arasinda olumlu iliskiler oldugunu goéstermektedir. Ayrica yapilan arastirmalar, yiiksek SDO becerilerine
sahip Ogrencilerin daha yuksek dissal motivasyona (Turki, 2017) ve daha disik motivasyonsuzluk
seviyelerine sahip oldugunu gostermektedir (Payton vd., 2000). COVID-19 pandemisinin, bu strregle etkili
bir sekilde basa ¢ikmak icin gesitli SDO becerilerinin kullaniimasini gerektirdigine dair vurgular (Walton &
Murano, 2020) gbz dniinde bulunduruldugunda, mevcut sonuglar, SDO becerilerinin pandemi sirasinda
ogrencilerin hem igsel hem de dissal motivasyonlarini artirmadaki ve ayni zamanda motivasyonsuzluk
diizeylerini azaltmadaki rollinli ortaya koymaktadir.

Bu arastirmanin bulgulari Gglincl olarak, algilanan sosyal destegin (iniversite 6grencilerinin igsel
motivasyon ve motivasyonsuzluk diizeyleriyle iliskili olmadigini, ancak dissal motivasyon diizeyleri ile
pozitif yonde iliskili oldugunu gostermistir. Bu bulgularin aksine, ilgili alanyazin 6grencilerin sosyal
cevreleriyle kurduklari destekleyici iliskilerin motivasyonlari igin gerekli olduguna (Bempechat & Shernoff,
2012; Christ & Gray, 2022; Klootwijk vd., 2021) ve bunun o&zerklik ve yeterliliklerini gelistirerek
motivasyonlarini i¢gsellestirmelerine katkida bulunduguna (Fatima vd., 2018) isaret etmektedir. Bununla
birlikte, bu arastirmanin sonuglarina benzer sekilde, algilanan sosyal destek ile lniversite 6grencilerinin
icsel motivasyonu arasinda bir iliski olmadigini gésteren bulgular da bulunmaktadir (6rn., Costa-Lobo vd.,
2017). Dolayisiyla, bu arastirmadan elde edilen sonuglar birka¢ baglamda aciklanabilir. ilk olarak,
ogrencilerin igsel motivasyonu Uzerinde algilanan sosyal destek disinda birgok karistirici faktorin etkisi s6z
konusu olabilir. Ornegin, gelisimsel dzellikleri ve ihtiyaclari g6z éniinde bulunduruldugunda {niversite
ogrencileri pandemi sirecindeki sokaga ¢ikma yasaklari sirasinda gevreleriyle daha az sosyal etkilesim
kurmus (Wolniak & Burman, 2022), aileleriyle kisisel sinirlar konusunda sorunlar yasamis ve tatmin edici
iliskiler kuramamis olabilirler ve bu da i¢csel motivasyonlari izerinde herhangi bir iyilestirici etkiye neden
olmamis olabilir. Buna ek olarak, Tirkiye'nin bireyci ve toplulukcu 6zellikler gésteren karma bir kiiltire
sahip oldugu (Kagitgibasi, 2005) goz 6ninde bulunduruldugunda, bu arastirmanin sonugclarini destekler
sekilde, toplulukgu bir kiltirle yetisen Ogrencilerin akademik motivasyonlari 6zellikle de dissal
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motivasyonlari Uzerinde, algilanan sosyal destek daha dnemli bir role sahip olmus olabilir. Bu agidan
bakildiginda bireyci kiltiir 6zellikleri tasiyan bir gevrede yetisen 6grencilerin algiladiklari sosyal destegin
akademik motivasyonlari Uzerinde herhangi bir etkisinin olmamasi muhtemeldir. Benzer sekilde, bu
calismanin katilimcilarinin hem devlet hem de 6zel (iniversitelerde 6grenim goren 6grencilerden olusmasi,
sosyoekonomik diizeylerinin farkli olabilecegini ve dolayisiyla algiladiklari sosyal destek mekanizmalarinda
bir farklilasma meydana getirebilecegi ve bunun da bu arastirmanin bulgularina yansimis olabilecegi
disinilmektedir. Bu baglamda, baska bir arastirma, Turkiye'de devlet universitesine giden ve ailesiyle
birlikte yasayan 0Ogrencilerin pandemide uzaktan egitim sirecini, 6zel Universiteye giden ve ailesiyle
birlikte yasayan 6grencilere gére daha verimsiz bulduklarini rapor etmektedir (Savas, 2021). Bu ¢alismanin
katilimcilarinin gogunun devlet liniversitelerinden oldugu dusiinuldiglinde, COVID-19 sirecinde algilanan
sosyal destegin 6grencilerin dissal motivasyonlarinda daha biyik bir role sahip olmasi olasidir. Ayrica, yine
bu arastirmanin sonuglarini destekler sekilde, motivasyonun davranisin beklenen aragsal degeriyle iliskili
oldugu gbz o6nldnde bulunduruldugunda, dis faktérlerin ve sosyal baglamlarin 6grencilerin dissal
motivasyonu Uzerinde gigli bir etkiye sahip oldugu da ifade edilmektedir (Vansteenkiste vd., 2010).
Benzer sekilde, daha 6nce yapilan bir calisma da 6grencilerin digsal motivasyonlarinin algilanan sosyal
destek tarafindan anlamli bir sekilde yordandigini géstermistir (Song vd., 2015). Ozetle, bu sonuglar, i¢sel
motivasyon ve motivasyonsuzluk Gizerinde etkili olabilecek birgok farkli i¢sel siire¢ olsa da, algilanan sosyal
destegin Universite 6grencilerinin COVID-19 déneminde akademik galismalara daha fazla katilmalarini
saglayacak dissal motivasyonlari icin cok 6nemli oldugunu gosterebilir.

Son olarak, bulgular kadin 6grencilerin icsel ve dissal motivasyon dizeylerinin daha yilksek,
motivasyonsuzluk diizeylerinin ise erkek &grencilerden daha diisiik oldugunu géstermistir. Onceki
¢alismalarda da kadin 6grencilerin igsel (Brouse vd., 2010) ve digssal motivasyonlarinin (Akbash vd., 2017)
erkek 6grencilere goére daha yiksek, motivasyonsuzluk dizeylerinin ise daha diisik oldugu (Karabiyik,
2020) belirtilmistir. Bazi ¢alismalarda Covid-19 siirecinde kadin 6grencilerin erkeklere gére uzaktan
egitime odaklanmakta daha fazla glglik cektigi vurgulansa da (Savas, 2021), mevcut sonugclar kadin
ogrencilerin igsellestirilmis hedefler belirledikleri ve bu dogrultuda 6grenme siireclerini kendilerinin
yonettiklerine isaret etmektedir (Pintrich, 2000). Kiltiirel baglamda bakildiginda, kadin 6grencilerin
akademik calismalari gelecek hedeflerine ulasmanin bir yolu olarak gérmelerinin onlar icin motive edici
bir unsur olabilecegi vurgulanmaktadir (Akbash vd., 2017). Ote yandan, 6zerklik, yeterlilik ve iligkililik
ihtiyaclarinin karsilandigi 6§renme ortamlarinin 6grencilerin motivasyonu Uzerinde giicli ve olumlu bir
etkiye sahip oldugu da ifade edilmektedir (Ryan & Deci, 2000b). Bu anlamda, COVID-19 pandemisi
nedeniyle yiritllen gevrimici 6grenme sireglerinde, 6zellikle erkek 6grencilerin belirtilen bu temel
psikolojik ihtiyaclarinin karsilanmamis olma olasiliginin motivasyonsuzluk diizeylerine etki etmis
olabilecegi diistinilebilir.

Bu arastirmanin bulgulari yorumlanirken bazi sinirliliklarin gz éniinde bulundurulmasi énerilir. ilk
olarak, bu arastirmanin verileri sokaga ¢ikma yasaklarinin uygulandigi ve COVID-19 6nlemleri nedeniyle
egitimin uzaktan devam ettigi dénemde toplanmistir. Dolayisiyla bulgular, bu kosullar altinda akademik
motivasyonun yordayicilarini anlamaya bir girdi saglayabilirken, diger kosullara genellenebilirligi agisindan
sinirhdir. Bu nedenle, yeni normal ve hibrit egitim sireci olarak adlandirilan dénemde 6grencilerin
akademik motivasyonlarinin incelenmesi ve bu baglamda pandemi siirecine gore varsa olasi farkhliklarinin
ele alinmasi anlamli olacaktir. ikinci olarak, calismaya devlet ve vakif tiniversitelerinde egitimlerine devam
eden lniversite 6grencileri katilmistir. Her ne kadar bazi calismalar COVID-19 siirecinde uzaktan egitimden
memnuniyet agisindan iki grup arasinda fark olmadigini gosterse de (Karadag ve Yicel, 2020), 6zel
tiniversitelerdeki 6grencilerin sosyo-ekonomik durumlari ve okullarda kendilerine saglanan imkanlarin
devlet Universitelerindeki 6grencilerden farkli olabilecegi (Savas, 2021) géz 6ninde bulundurularak
sonuglar yorumlanmalidir. Son olarak yapilan galismada 6z bildirim 6lglimlerinin kullaniimis olmasi,
katilimcilar tarafindan raporlama yanlihgl ve sosyal begenilirlik agisindan bazi kisithliklara neden olmus
olabilir.

Bu sinirhliklara ragmen, bu c¢alismanin kuram, arastirma ve uygulama icin 6nemli sonuglari
bulunmaktadir. ilk olarak, yapilan calisma COVID-19 siirecinde Universite 6grencilerinin icsel ve dissal
motivasyonlarinin ve motivasyonsuzluklarinin bireysel (SDO becerileri ve olumlu gelecek beklentisi) ve
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cevresel (algilanan sosyal destek) yordayicilarini ortaya koyarak Oz Belirleme Kuramina katkida bulunmus,
bir bakima akademik motivasyon lizerinde bireysel degiskenlerin rolliniin algilanan sosyal destekten daha
fazla 6n plana ¢iktigini ima etmistir. Ozellikle bu calisma, sosyal, duygusal ve bilissel ydnleri olan SDO
becerilerinin ve olumlu gelecek beklentilerinin bireylerin i¢sel motivasyonu ve dolayisiyla ozerkligi
Gzerindeki olumlu roliine isaret ederek i¢csel ve 6zerk siireclere vurgu yapan bu kurama (Ryan & Deci,
2000a) katki saglamistir. Arastirmadan elde edilen g¢ikarimlar géz 6niinde bulunduruldugunda, algilanan
sosyal destegin i¢sel motivasyon ve motivasyonsuzluk ile iliskili olmamasina ragmen, digsal motivasyon ile
pozitif yénde bir iliskiye sahip olmasi, COVID-19 déneminde Oz Belirleme Kurami agisindan da anlaml
gorinmektedir. Dolayisiyla, i¢sel ve digsal motivasyon ve motivasyonsuzluk ile ebeveynler, arkadaslar ve
onemli diger kisilerden algilanan sosyal destek arasindaki iliskiler gelecekte ayrintili olarak arastirlabilir.
Buna ek olarak, gelecekte vyapilacak arastirmalarda SDO modelinin bes boyutunun akademik
motivasyonun Ug¢ boyutu Gzerindeki etkileri deneysel ve boylamsal ¢alismalarla incelenebilir. Son olarak,
uygulamaya yonelik sonuglar, COVID-19 gibi kriz donemlerinde geng vyetiskinlerin akademik
motivasyonlarini desteklemek ve motivasyonsuzlugunu azaltmak igin olumlu gelecek beklentileri ve SDO
becerilerini gelistirmenin 6nemine isaret etmistir. Bu noktada, Universitelerin psikolojik danisma
merkezlerinde umut temelli midahaleler uygulanabilir. Ayrica, SDO becerilerinin farkli gelisim
asamalarinda kademeli olarak gelistigi (Dusenbury & Weissberg, 2017) gz oninde bulundurularak
tniversite psikolojik danisma merkezlerinde SDO becerilerini desteklemeye yénelik psikoegitim
programlari uygulanabilir ve SDO becerileri ilgili alanyazinda da belirtildigi gibi yiiksekégretim miifredatina
dahil edilebilir (6r. Elias & Moceri, 2012; Greenberg vd., 2003). Ozetle, bu arastirma, yiiksekégretimde
kokli programlar ve miidahalelerle desteklenebilecek olumlu gelecek beklentileri ve SDO becerileri gibi
bireysel faktorlerin kritik dnemini vurgulayarak, kriz dénemlerinde (iniversite 6grencilerinin akademik
motivasyonunu desteklemek igin teorik, arastirma ve uygulamaya yonelik ¢ikarimlar saglamistir.

Yazar Katki Orani

Bu calisma ikinci yazarin danismanliginda birinci yazarin mastir tezinden Uretilmistir. Calismanin
makaleye dénusturilmesinde birinci yazar %70, ikinci yazar %30 oraninda katki sunmuslardir.

Etik Beyan

“Yiksekogretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesinde’ yer alan tim kurallara
uyulmus ve ydnergenin ikinci bolimiinde yer alan “Bilimsel Arastirma ve Yayin Etigine Aykiri Eylemlerden”
higbiri gerceklestirilmemistir.

Catisma Beyani

Yazarlar ¢alisma kapsaminda herhangi bir kurum veya kisi ile ¢ikar ¢atismasi bulunmadigini beyan
etmektedirler.
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