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ABSTRACT

Keywords:

Study engagement plays a crucial role for students’ negative and positive academic outcomes which is
related to various factors. This study investigated the associations among university students’ study
engagement, school burnout, resilience, and self-regulation, as well as temporal changes and directional
relationships between these variables. The sample comprised 362 undergraduate students (M = 21.93,
SD = 2.58). Significant correlations were observed among all constructs at both Time 1 and Time 2.
Findings from the cross-lagged panel analysis indicated a decrease in study engagement over time, with
earlier engagement predicting subsequent increases in school burnout. School burnout also showed an
upward trend and exerted a negative influence on later study engagement. Furthermore, self-regulation
was found to increase across the two time points but demonstrated a negative association with resilience.
In turn, resilience declined over time, while positively predicting self-regulation and negatively
predicting study engagement. The implications of these findings are discussed with reference to the
existing literature, along with recommendations for future research and educational practice.

Cross-lagged panel model, Resilience, School burnout, Self-regulation, Study engagement

Universite 6grencilerinde ¢alisma bagliligi: Boylamsal bir calisma

0z

Anahtar
Sozciikler:

Caligma bagliligi, 6grencilerin hem olumlu hem de olumsuz akademik sonuglarinda kritik bir rol
oynamakta olup gesitli faktorlerle iliskilidir. Bu galisma, tiniversite 6grencilerinin ¢aligma baghligi, okul
tilkenmisligi, psikolojik dayaniklilik ve 6z-diizenleme diizeyleri arasindaki iliskileri, zaman igerisindeki
degisimlerini ve bu degiskenler arasindaki karsilikli etkilesimleri incelemektedir. Arastirmanin
katilimcilarini, yas ortalamasi 21,93 (SS = 2,58) olan 362 iiniversite 6grencisi olusturmustur. Zaman 1
ve Zaman 2 olgiimlerinde tiim degiskenler arasinda anlamli korelasyonlar bulunmustur. Capraz zaman
gecikmeli panel desen analizi, ¢alisma bagliliginin zaman i¢inde azaldigint ve dgrencilerin baghlik
diizeylerinin daha sonraki okul tikenmisligini etkiledigini ortaya koymustur. Ayrica, okul
tilkenmisliginin zamanla arttig1 ve caligma bagliigini olumsuz etkiledigi belirlenmistir. Analiz, 6z-
diizenlemenin zamanla arttigini ancak psikolojik dayaniklilik izerinde olumsuz bir etkisinin oldugunu,
ote yandan psikolojik dayaniklihgin zaman i¢inde azaldigimni fakat 6z-diizenlemeyi olumlu, ¢aligma
baglihigini ise olumsuz yonde etkiledigini gostermistir. Bulgular ilgili alanyazin ¢ergevesinde tartigilmig
ve gelecekteki aragtirmalar ile uygulamalara yonelik 6neriler sunulmustur.

Calisma baghligi, Capraz zaman gecikmeli panel desen, Okul tiikenmisligi, Oz-diizenleme, Yilmaziik
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INTRODUCTION

Students’ academic development is substantially shaped by the educational opportunities and support
services offered within the school environment, as well as the quality of their interpersonal relationships
with both peers and teachers. One of the important concepts in examining educational experiences is
study engagement, which encompasses students' feelings, thoughts, and behaviors related to academic
life. A growing body of literature conceptualizes study engagement as a study-related mental state that
encompasses energy (vigor), involvement (dedication), and deep concentration (absorption) in academic
tasks (Salmela-Aro & Read, 2017; Salmela-Aro & Upadyaya, 2012).

Study engagement includes the active participation of students in tasks or activities and the intensity of
their involvement (Fredricks et al., 2004). Beyond academic connections, study engagement also
encompasses a feeling of connectedness and identification with the school environment (Libbey, 2004).
Highly engaged students exhibit intrinsic motivation-based behaviors such as dedicating time and effort
to learning, attending classes regularly, and engaging in learning-related tasks (Siu et al., 2014).
Moreover, intrinsic motivation influences both academic achievement and engagement (Law et al.,
2012; Lee et al., 2010). This interaction can persist throughout a student's academic journey (Zyngier,
2008). Research suggests that sustained study engagement contributes to positive educational
trajectories, particularly in terms of academic achievement (Sirin & Rogers Sirin, 2004) and adjustment
(Chai et al., 2022).

This study aims to examine students' study engagement throughout a semester and how it is affected by,
and in turn affects, specific variables. Additionally, the research seeks to understand the mechanisms
underlying study engagement and offers practical suggestions for enhancing engagement and related
factors.

Conceptual Background

The study of engagement has been a longstanding focus within educational and psychological research
(Newmann, 1991). While early studies explored engagement through its cognitive, emotional, and
behavioral dimensions (Appleton et al., 2006; Fredricks et al., 2004), more recent research approaches
engagement within a comprehensive conceptual framework. This modern perspective, rooted in a
person-centered approach, includes dimensions such as energy directed toward academic processes,
dedication and absorption to academic tasks, and absorption in the tasks (Salmela-Aro & Upadyaya
2012).

Vigor is classified as a state of mind encompassing the work process, characterized by diligence and the
ability to make high-energy decisions (Salmela-Aro & Read, 2017). Dedication relates to the
meaningfulness and significance attributed to work, reflecting the cognitive component of study
engagement (Upadyaya & Salmela-Aro, 2015). Absorption refers to a deep state of concentration in
which individuals become fully immersed in a task, often losing awareness of time and their
surroundings. The presence of each individual component enhances study engagement, while the
simultaneous presence of all three denotes a consistent and purposeful involvement

Study engagement is a key predictor of critical academic outcomes such as early school leaving,
graduation (e.g., high school graduation), and career transitions (Collie et al., 2025; Finn, 2006; Fraysier
& Reschly, 2025). While study engagement supports positive academic and psychological outcomes,
research indicates that negative attitudes towards school and low study engagement are associated with
negative academic outcomes. Burnout, often considered as the opposite of engagement (Schaufeli et al.,
2002), also emerges as an important concept in preventing negative educational outcomes and
supporting positive academic behaviors.

Exposure to stressful conditions in academic and everyday life contexts may contribute to the

25

LR E R A= RIeE U ISIaE| 2026, Volume 15, Issue T www.turje.org


http://www.turje.org/

GUCLU & OGULMUS; Study engagement in university students: A longitudinal study

development of burnout among students. School burnout is conceptualized as a school-related condition
characterized by exhaustion resulting from academic demands, cynicism toward school-related tasks
and responsibilities, and a persistent sense of inadequacy in meeting academic expectations (Salmela-
Aro et al., 2009). Burnout can occur due to the inconsistency between a student’s expectations for their
success and the expectations of peers and teachers (Fan & Hui, 2025; Ryan, 2001), as well as the pressure
from excessive school demands (Yang & Farn, 2005). Symptoms of school burnout include difficulties
with social skills, low academic achievement, and an increased risk of dropping out (Yang & Farn,
2005). Factors such as difficult choices, academic anxiety, and school-related stress can manifest as
emotional fatigue, even in high-achieving students. Negative attitudes toward school may undermine
students’ sense of belonging, thereby heightening their vulnerability to school burnout. Higher
education, in particular, is a critical period for young people (Salmela-Aro & Read, 2017). University
students, who are close to completing their education, face unique stressors as they transition to working
life. This phase can bring anxiety, including economic, relational, and professional concerns. During
this time, intense worries about employment and academic performance can overwhelm students,
making them more prone to academic burnout (Jagodics & Szabd, 2022; Shankland et al., 2018).
Resilience, as a personal resource, has the potential to buffer against the detrimental consequences of
school burnout.

People face and cope with difficult choices and experiences throughout their lives. Resilience refers to
an individual’s ability to effectively cope with and adapt to stressful or adverse conditions that may
hinder developmental processes (Masten, 2014). Resilience is considered the capacity to become more
adaptable after facing difficult experiences. In the context of university students, these experiences often
include academic pressure, identity development challenges, uncertainty about future career paths, and
the need to balance personal and academic responsibilities. Such challenges typically arise during their
educational journeys, particularly in higher education. In the school context, resilience is considered as
a coping process describing how students handle difficulties, threats, and failures related to academic
tasks (Skinner & Wellborn, 1994). Some students effectively meet school expectations and adapt to
challenging situations by leveraging their available resources. These adaptive skills influence students'
engagement with school and education. Engagement serves as a powerful resource for students to cope
with school-related difficulties by enhancing their motivation (Martin & Marsh, 2009). Highly engaged
students are less affected by academic stressors and employ more constructive coping strategies, such
as help-seeking. Such resilience may play a pivotal role in fostering students’ persistence and sustaining
their commitment to academic pursuits (Bagdzitnien¢ et al., 2025).

The school context is regarded as an encouraging and protective environment for young people (Man et
al., 2024). Nevertheless, university students are often confronted with a range of concurrent stressors—
including rigorous academic demands, personal and interpersonal challenges, financial strain, student
debt, and heavy course loads (Linden et al., 2023). These stressors can lead to psychological distress
and diminished academic performance. Consequently, these challenges impact students' ability to
continue their education and achieve academic success.

In academic settings, self-regulation facilitates students’ capacity to strategically plan and allocate the
resources necessary for successful learning. Self-regulation refers to an individual’s ability to plan, carry
out, and persist in behaviors that align with their personal goals (Brown et al., 1999) Conceptually, self-
regulation entails a proactive learning process whereby individuals define goals and exert control over
their cognitive processes, emotional engagement, and behavioral efforts (Pintrich, 2000). Poor self-
regulation skills may undermine students’ academic performance by reducing their sense of self-efficacy
and contributing to unsuccessful learning outcomes (Fernandez-Rio et al., 2017; Shareefa et al., 2025).
These negative outcomes can lead to more severe consequences, such as burnout. High self-regulation
in academic contexts is linked not only to motivation and goal-directed behavior, but also to enhanced
resilience through school support systems and reduced risk of school burnout. Furthermore, in
examining the cognitive dimension of study engagement, self-regulation skills and effective learning
strategies are considered essential components (Alam & Mohanty, 2024).
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Emerging adulthood, which typically includes the university years, is characterized by rapid changes in
identity formation, autonomy, goal setting, and the ability to manage academic and personal stressors
(Arnett, 2000; Arnett, 2022). Because these developmental tasks require sustained motivation, effective
self-regulatory capacity, and adaptive coping skills, study engagement, school burnout, resilience, and
self-regulation become particularly dynamic during this stage. Engagement may fluctuate as students
confront increasing academic demands and growing expectations for independent learning, while
insufficient coping resources can lead to heightened burnout across the semester (Salmela-Aro & Read,
2017). At the same time, resilience and self-regulation serve as key protective mechanisms that help
emerging adults maintain persistence, manage stress, and adapt to academic challenges (Masten, 2014;
Pintrich, 2000). Longitudinal evidence further suggests that self-regulation and engagement influence
one another over time, underscoring the developmental interdependence of motivational and self-
regulatory processes in this period (Heikkinen et al., 2025). Therefore, examining the reciprocal
relationships among engagement, burnout, resilience, and self-regulation within the developmental
context of emerging adulthood offers a theoretically grounded framework for understanding fluctuations
in students’ academic adjustment.

Given the temporally sensitive nature of these processes, examining how academic and psychological
factors change and interact over time provides meaningful insight into students’ developmental
trajectories. Longitudinal approaches are uniquely suited to capturing both intra-individual change and
reciprocal influences among variables, enabling researchers to understand not only whether a variable
changes, but how and why these changes unfold across critical academic periods (Hamaker et al., 2015;
Wang et al., 2015). Designing the study with two time points across a single academic term is
theoretically appropriate, as it reflects a period in which students commonly experience shifts in
motivation, stress, and engagement—from the initial enthusiasm at the beginning of the term to
heightened demands and potential strain toward its end.

The Current Study

According to available data, the percentage of higher education graduates in Turkey is lower than
expected when compared to OECD (Organization for Economic Co-operation and Development) and
other partner countries (OECD 2017). Turkey's early dropout rate from education is highest (27.5 % of
young men and 25.8 % of young women) among the candidate countries (Eurostat, 2020). These
statistics provide insight into students' school engagement rates. Although many factors contribute to
school dropouts, such as personal, economic, and familial issues, the impact of school burnout should
not be overlooked. School burnout can lead to dropout (Salmela-Aro & Upadyaya, 2012), with the
dropout rate for students experiencing school burnout reported to be four times higher (Bask & Salmela-
Aro, 2013). Student engagement emerges as a critical issue for early intervention to prevent factors that
negatively affect academic and career development, such as school dropout, semester suspension, or
continuous absenteeism. Therefore, enhancing students' interest and engagement in school and academic
studies is crucial. Conversely, school burnouts have numerous negative consequences. While study
engagement supports students' well-being and learning processes, school burnout has been associated
with dropout and depression (Salmela-Aro, 2017; Zhang et al., 2025). Increasing students' engagement
in school and work is critical to supporting both their career development and psychological well-being.

Resilience, encompassing dimensions such as social and academic competence, problem-solving ability,
autonomy, and goal-directedness, is another factor that influences the experience of school burnout
(Simonsen et al., 2025). Students who effectively use their personal and academic resources show higher
resilience, experience less school burnout and maintain sustained engagement in school-related and
work-related activities. The use of resources, students' self-regulation skills, and their effective use of
cognitive processes affect their engagement and academic success. Examining these variables is
important for strengthening engagement and reducing risk factors such as school burnout, low academic
skills, and school absenteeism.

In selecting the variables of burnout, resilience, and self-regulation, the present study draws on
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theoretical models that conceptualize study engagement as a dynamic process shaped by both academic
demands and students’ personal resources. Within the demands—resources framework (Bakker et al.,
2014; Salmela-Aro & Upadyaya, 2014), school burnout represents a core risk factor that undermines
engagement by reflecting the emotional cost of sustained academic pressure. In contrast, resilience and
self-regulation function as protective personal resources that help students maintain motivation, manage
challenges, and persist in academic goals (Heikkinen et al., 2025; Masten et al., 2025). These variables
were therefore not chosen for descriptive purposes, but because theory and empirical evidence
consistently highlight them as mechanisms through which engagement fluctuates across a semester.
Considering these complementary roles, examining how these risk and protective factors jointly predict
changes in study engagement aligns with contemporary developmental and motivational models and
provides a comprehensive view of students’ academic adjustment over time.

This study explores the roles of school burnout, resilience, and self-regulation as key factors that may
impact university students’ study engagement. Specifically, it investigates the changes in students' study
engagement, resilience, self-regulation skills, and school burnout over a four-month period, as well as
the relationships between these variables. Guided by the demands—resources framework (Bakker et al.,
2014) and developmental perspectives on emerging adulthood (Arnett, 2022), the present study focused
on study engagement as the central construct and examined how it develops and interacts with burnout,
resilience, and self-regulation across a semester. Given evidence that university students often
experience decreasing motivation and increasing strain toward the end of an academic term (Salmela-
Aro & Read, 2017; Widlund et al., 2021), we first hypothesized that study engagement would decline
from Time 1 to Time 2. Consistent with the demands—resources model, we further expected that higher
engagement at Time 1 would protect against later burnout, whereas higher burnout would undermine
subsequent engagement (Salmela-Aro & Upadyaya, 2014). Because resilience is conceptualized as a
promotive personal resource that supports persistence and sustained effort, we hypothesized that
resilience at Time 1 would positively predict engagement at Time 2 (Liu, 2024). Similarly, given the
role of self-regulation in sustaining goal-directed academic behavior, we anticipated that self-regulation
at Time 1 would positively predict later engagement (De La Fuente et al., 2020). Finally, considering
theoretical models suggesting reciprocal processes among personal resources and motivational
outcomes, we also examined whether engagement at Time 1 would predict changes in resilience and
self-regulation over time. Taking together, these hypotheses place study engagement at the core of the
longitudinal model and clarify how both risk factors (e.g., burnout) and personal resources (e.g.,
resilience, self-regulation) contribute to its development across an academic semester.

METHODS
Participants and Procedures

The study employed a convenience sampling method to recruit participants. A total of 540 students
(Mage = 21.99 years; 85.9% female) completed the survey at T1 (February—March 2021). Four months
after the initial data collection, the same participant group was recontacted for the second wave (T2,
May—June 2021), and the longitudinal analysis was conducted with 362 students (Mage = 21.92; 91%
female). The data were obtained through an online survey administered in 2021, necessitated by the
pandemic and the shift to online education. All questionnaires were prepared using Google Forms, and
the survey link was distributed to participants during their online courses at both time points. Ethical
approval was obtained from the Ankara University Ethics Committee (Approval Code: 2021/3-38), and
informed consent was collected from all participants.

The selection of February—March for T1 and May-June for T2 was theoretically grounded. Prior
research shows that study engagement tends to be higher at the beginning of the semester and decreases
toward the end as academic workload and exam pressure intensify, whereas burnout increases during
this same period (Salmela-Aro & Read, 2017). Capturing these two key transition points therefore
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provides a meaningful opportunity to observe within-semester change in engagement, burnout,
resilience, and self-regulation. In addition, methodological work on longitudinal modeling highlights
that the spacing of measurement occasions must align with the expected temporal dynamics of the
psychological processes under study, as overly long intervals can obscure reciprocal effects and lead to
incorrect inferences (Hamaker et al., 2015). For these reasons, a two-wave design within a single
semester was deemed methodologically appropriate for the aims of the study.

Measures
Personal Information Form

In order to gather data regarding the participants' age, department and grade, approximate number of
books at home, high school grade (100 scale) and information about the education level of the parents,
a personal information form was used.

Study Engagement

Study engagement was assessed using the short version of the Utrecht Work Engagement Scale—
Student Form (UWES-SF), originally developed by Schaufeli et al. (2002) and later adapted into a 9-
item form encompassing three dimensions—vigor, dedication, and absorption—by Schaufeli and
Bakker (2004). The items were answered on a 5-point Likert-type scale, ranging from never (1) to
always (5). UWES-SF has shown adequate psychometric properties with Turkish students (Capri et al.,
2017). Cronbach’s alpha coefficients demonstrated strong internal reliability across both time points:
9latTland.92at T2.

School Burnout

School burnout was assessed using the School Burnout Inventory (SBI), developed by Salmela-Aro et
al. (2009). The inventory consists of 9 items and three dimensions (Exhaustion, cynicism and sense of
inadequacy). Participants responded to the items using a five-point Likert scale, with response options
ranging from 1 (strongly disagree) to 5 (strongly agree). Cam and Ogiilmiis (2017) have provided
evidence for the inventory’s reliability and validity with Turkish students. The Cronbach alpha internal
consistency coefficients for this study were 0.87 at T1 and 0.89 for T2.

Resilience

The Resilience Scale for Adults (Friborg et al., 2003) served as the instrument to assess individual
resilience in this study. The Resilience Scale for Adults includes 33 items distributed across six
dimensions: perception of self, perception of future, structured style, social competence, family
cohesion, and social resources. The Turkish adaptation of the scale was conducted by Basim and Cetin
(2011). Items were rated using a 5-point semantic differential scale, with each item anchored by two
opposing descriptors at either end of the continuum. The Cronbach alpha internal consistency scores for
this study were 0.88 at T1 and 0.89 for T2.

Self-Regulation

To measure self-regulation, the Self-Regulation Questionnaire (Brown et al., 1999) was utilized.
Adapted to Turkish by Aydin et al. (2013), the scale includes 51 items and measures self-regulation
through three dimensions: self-monitoring, self-evaluation, and self-reinforcement. Items were rated on
a six-point Likert scale, with response options ranging from 1 (strongly disagree) to 6 (strongly agree).
The Cronbach alpha internal consistency scores for this study were 0.90 at T1 and 0.91 for T2.
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Data Analysis

First, the preliminary analyses were conducted using SPSS 25To explore the initial associations among
the key variables, descriptive statistics and bivariate correlation analyses were performed for each time.
Second, the relationships among school burnout, resilience, self-regulation and study engagement were
examined using a cross-lagged analysis (Hamaker et al., 2015) with Mplus 8.0. In line with standard
CLPM specifications, all variables measured at the same time point were allowed to covary rather than
being linked through directional within-time paths. Because concurrent measurements do not provide
temporal precedence, imposing directional effects among T1 or T2 variables would incorrectly imply a
causal ordering that cannot be justified. Allowing covariances at each wave therefore offers an
appropriate representation of their simultaneous associations while preserving the temporal
interpretation of the cross-lagged paths (Little, 2013; Kline, 2016). The analyses were conducted using
Maximum Likelihood Robust (MLR) estimation to account for non-normality in the data. As the data
were collected via an online survey, there were no missing data.

Model fit was evaluated using multiple fit indices, in line with established recommendations (Kline,
2016). According to Hu and Bentler (1999), values greater than .90 for the Tucker-Lewis Index (TLI)
and the Comparative Fit Index (CFI) indicate acceptable fit, while values of .95 or higher reflect a good
fit. For the Root Mean Square Error of Approximation (RMSEA), values below .08 suggest acceptable
fit, and values below .05 are indicative of a good fit.

RESULTS
Descriptive Statistics and Correlations among the Variables
The data analysis is completed in two steps. In the initial stage of the analysis, the study variables were

examined using descriptive statistics (means and standard deviations) and Pearson correlation
coefficients, the results of which are presented in Table 1.

Table 1.

Descriptive Statistics and Correlations (Pearson Coefficients) between Examined Variables

Variable n M SD  Skewness Kurtosis 1 2 3 4 5 6 7 8
1. Study Engagement T1  54026.14 7.30 .18 -.43 -

2. Study Engagement T2 36623.73 7.28 .30 -12 67

3. School Burnout T1 54023.27 7.48 .27 -.33 -44%* -40**

4. School Burnout T2 36626.46 8.04 .15 -41 -38** -52** G5**

5.Self-Regulation T1 540181.38 19.32 -.20 .28 BL** [ 34** A7x* - 35**

6. Self-Regulation T2 366 178.69 20.25 -.44 -.08 ABF* AQF* _JTH* _ ALR* GO**

7. Resilience T1 540123.63 16.89 -.32 -.26 A2%* 35** _AQF* _ 36** G4** 50**

8. Resilience T2 366 121.59 16.74 -.37 =146 A40** A46%* -43** - 46** 49** 64** 78** -

T1=Time 1; T2 =Time 2; **p <.01**p < .01, *p <.05

The results indicated significant correlations between all variables at both Time 1 and Time 2. The
correlations were positive and moderate for study engagement (r = .67), school burnout (r = .65), and
self-regulation (r = .69) between T1 and T2. The correlation for resilience between T1 and T2 was
positive and high (r = .78). Study engagement was positively related to self-regulation and resilience at
both times and negatively related to school burnout at both times. Similarly, school burnout exhibited
negative relationships with the other variables at both times. Pearson correlation coefficients are
categorized as weak between .00 and .30, moderate between .40 and .70, and strong between .70 and
1.00 (Dancey and Reidy 2007).
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Crossed-Lagged Analysis

Following the examination of descriptive statistics and bivariate correlations, the longitudinal
associations among self-regulation, resilience, school burnout, and study engagement were tested
through a cross-lagged path model. The model represented in Fig 1 which includes significant
standardized path coefficients and excludes non-significant paths.

Figure 1.
Cross-Lagged Association Between Study Engagement, School Burnout, Self-Regulation and Resilience at Time 1
(T1) and Time 2 (T2)

Tl 12
Study » Study
Engagement 1 — p=-19 Engagement 2
B=25%* = - 35%+
School B=54%% " School
Burnout 1 Burnout 2

Bz -.15%

Self B=53%* Self
Regulation 1 — Regulation 2

B=_27%+

Resilience 1 f=-30%* » Resilience 2

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

The full model includes autoregressive and cross-lagged paths demonstrated an acceptable fit (¥2 =
6.059, df = 6, y2/df = 1.059; RMSEA = 0.00; TLI = 1.00; CFI = 1.00). Although the fit indices indicated
an excellent level of model fit (3> = 6.059, df = 6, ¥*/df = 1.059, RMSEA = .00, TLI = 1.00, CFI = 1.00),
such near-perfect values should be interpreted with caution in the context of two-wave cross-lagged
models. Methodological research shows that CLPMs with only two time points and relatively simple
structures tend to produce artificially high fit indices because of their limited degrees of freedom (Marsh
et al., 2004). In the present study, the large sample size, the short interval between T1 and T2, and the
increased homogeneity associated with pandemic-related online education may have further contributed
to the exceptionally high global fit. Therefore, while these indices confirm that the model adequately
represents the data, they should not be interpreted as evidence of a perfect developmental structure, but
rather as a function of the model’s parsimony and the measurement conditions under which the data
were collected. All the autoregressive paths from T1 to T2 have found significant. The significant
autoregressive coefficients were for study engagement (f = -.19**, p <.001), for school burnout is (B =
.54, p <.001), for self-regulation is ( = .53, p < .001) and for resilience is ( = -.39, p < .001). The
results show a low autoregression for study engagement and a medium autoregression for school
burnout, self-regulation, and resilience.

The cross lagged paths from study engagement T1 to school burnout T2 were significant and positive
(B = .25, p<.001), from school burnout T1 to study engagement T2 was significant and negative (f = -
.35, p <.001). The paths from self-regulation T1 to resilience T2 were significant and negative (B = -
.27, p <.001). Lastly the paths from resilience T1 to study engagement T2 was significant and negative
(B =-.15, p <.001) and to self-regulation T2 was significant and positive (p = .25, p <.001).

31

LR E R A= RIeE U ISIaE| 2026, Volume 15, Issue T www.turje.org


http://www.turje.org/

GUCLU & OGULMUS; Study engagement in university students: A longitudinal study

Although some variables showed positive correlations at the bivariate level, several cross-lagged
coefficients were negative when examined within the full structural model. This pattern is not
uncommon in cross-lagged panel analyses, as the cross-lagged estimates reflect the unique predictive
effect of each variable after controlling for autoregressive stability and the simultaneous influence of
other predictors. When strong autoregressive paths are present—as in the current study—the remaining
variance available for cross-lagged prediction is reduced, which may lead to changes in the direction or
magnitude of the coefficients. In addition, the inclusion of multiple correlated predictors can produce
suppression effects, whereby controlling for shared variance alters the sign of a regression coefficient.
Prior methodological work has noted that such discrepancies between bivariate correlations and cross-
lagged estimates do not indicate a model misfit but rather reflect the multivariate and temporal structure
of CLPMs (Hamaker et al., 2015).

DISCUSSION

The present study employed a two-wave cross-lagged panel design to examine the temporal associations
among study engagement, school burnout, self-regulation, and resilience during emerging adulthood.
While this approach allows for the examination of directional relationships over time, it is important to
acknowledge that a two-wave CLPM does not permit strong causal inferences. With only two
measurement occasions, stable between-person differences cannot be fully disentangled from within-
person change processes. Accordingly, the cross-lagged findings should be interpreted as indicative of
temporal ordering and directional tendencies rather than definitive causal effects (Hamaker et al., 2015).
Future studies using multi-wave longitudinal designs and random-intercept models may provide a more
refined understanding of these developmental dynamics.

Consistent with Hypothesis 1, study engagement showed a decline across the semester, reflecting
developmental and contextual patterns documented in recent longitudinal research (Heikkinen et al.,
2025; Salmela-Aro & Read, 2017). From a developmental perspective, the university years correspond
to emerging adulthood, a period characterized by increasing academic responsibility, future-oriented
concerns, and heightened performance expectations, which may make students particularly sensitive to
fluctuations in motivational resources (Arnett, 2022). As academic demands accumulate across the
semester, sustaining engagement requires continuous cognitive and emotional investment, which may
become increasingly difficult over time. Recent longitudinal evidence indicates that such cumulative
demands are associated with normative declines in academic engagement and parallel increases in
strain-related outcomes, including burnout and emotional exhaustion (Madigan et al., 2024). Within this
context, the observed decrease in study engagement may reflect a situational and developmentally
normative response to escalating academic demands, rather than an indicator of individual inadequacy.

Regarding Hypothesis 2, the cross-lagged effects between engagement and burnout highlighted a
reciprocal process. The finding that initial engagement predicted subsequent burnout may indicate that
students who begin the semester with high energy and strong academic investment may later encounter
resource depletion, particularly under heavy workload or high-performance expectations. This
interpretation aligns with motivational and resource-based models suggesting that sustained effort
without adequate recovery increases vulnerability to burnout (Wang et al., 2015). Conversely, the
negative effect of burnout on later engagement supports well-established evidence that emotional
exhaustion, cynicism, and feelings of inadequacy undermine students’ academic motivation and
persistence (Salmela-Aro & Upadyaya, 2014). This bidirectional pattern suggests a self-reinforcing
cycle in which it declines in engagement and increases in burnout accumulate over time.

In relation to Hypothesis 3, self-regulation exhibited moderate stability over time, consistent with
evidence suggesting that self-regulatory behaviors develop gradually and remain relatively stable across
short measurement intervals (Billen et al., 2023). However, the negative cross-lagged effect of self-
regulation on resilience diverges from prior studies reporting positive associations between these
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constructs (Artuch-Garde et al., 2017). One plausible explanation is that under conditions of sustained
academic strain, self-regulation may entail substantial cognitive and emotional costs. When students are
required to continuously plan, monitor, and control their learning behaviors in response to heightened
demands, self-regulatory effort may function more as a compensatory process than as a protective
resource. Recent evidence indicates that prolonged exposure to academic stressors, particularly in
contexts characterized by limited structural and social support, can intensify psychological load and
challenge students’ adaptive coping capacities (Linden et al., 2023). Within the context of remote
learning during the pandemic, students may have been compelled to intensify their self-regulatory
efforts to manage academic responsibilities in the absence of structured learning environments and
immediate feedback, such that high levels of self-regulation temporarily supported academic
functioning while simultaneously straining resilience over time.

Turning to Hypothesis 4, resilience demonstrated the expected temporal stability over time (Kimhi et
al., 2017) and positively predicted later self-regulation, consistent with theoretical perspectives
suggesting that resilient individuals are better equipped to regulate emotions, mobilize coping resources,
and maintain goal-directed behavior in the face of challenges (De la Fuente et al., 2014; Gardner et al.,
2008). Unexpectedly, however, resilience negatively predicted subsequent study engagement. Rather
than indicating maladaptive functioning, this finding may reflect an adaptive and context-sensitive
regulation of effort. As academic demands intensify toward the end of the semester, students commonly
experience heightened stress, uncertainty, and motivational fatigue (White, 2020). Under such
conditions, resilient students may strategically reallocate their resources by prioritizing emotional
balance, recovery, and longer-term adjustment over sustained academic investment. From this
perspective, resilience may facilitate flexible adaptation to academic demands, even when such
adaptation is accompanied by temporarily lower levels of observable engagement.

Overall, the findings highlight the dynamic interplay of risk (burnout) and protective (resilience, self-
regulation) processes shaping changes in study engagement during emerging adulthood. Rather than
functioning as static traits, these processes appear sensitive to contextual conditions such as academic
workload and learning environments. This underscores the importance of intervention approaches that
support students across the academic cycle, particularly during periods when engagement naturally
declines and vulnerability to burnout increases.

Limitations and Future Directions

This study acknowledges several limitations. First, the research was conducted using a two-wave design,
which may not adequately reflect the long-term trajectories and reciprocal effects among the variables.
Future research employing extended longitudinal designs could provide a more in-depth understanding
of these relationships. Second, the sample consisted predominantly of female participants, which may
restrict the generalizability of the findings to more gender-balanced populations. Future studies should
investigate these variables in more gender-homogeneous samples. Finally, self-reporting may introduce
response bias, affecting the data with deviations.

The findings of the present study offer several practical implications for higher education institutions
seeking to support students’ academic engagement and well-being during emerging adulthood. First,
given the normative decline in study engagement across the semester, universities may benefit from
implementing periodic monitoring systems—particularly during mid- to late-semester periods—to
identify students who may be at increased risk of declining engagement or burnout. Early identification
may enable timely academic guidance and psychological support before difficulties intensify.

Second, intervention programs aimed at enhancing study engagement should place emphasis not only
on increasing motivation and effort, but also on promoting sustainable study practices. The reciprocal
relationship between engagement and burnout highlights the importance of helping students balance
academic investment with adequate recovery, rather than encouraging persistent high effort without
regard to emotional and cognitive costs. Such approaches are consistent with evidence showing that
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engagement-focused intervention programs are associated with positive educational outcomes,
including improved attendance, reduced dropout risk, and sustained participation in educational
activities (Sinclair et al., 2005).

Third, the findings related to self-regulation suggest that training programs should move beyond a sole
focus on planning, monitoring, and goal-setting skills. While self-regulation is essential for academic
success, excessive reliance on effortful control under high academic demands may strain students’
adaptive resources. Accordingly, self-regulation interventions may be most effective when combined
with components that foster flexibility, emotional regulation, and opportunities for rest and recovery.

Finally, the results concerning resilience indicate that resilience does not necessarily manifest as
continuous high academic engagement. Support services should therefore recognize adaptive
fluctuations in students’ academic involvement and encourage flexible adjustment of engagement levels
in response to contextual demands. Counseling services, academic advising, and faculty mentoring can
play a key role in helping students interpret temporary declines in engagement as manageable and
reversible, rather than as indicators of individual failure.

CONCLUSIONS

The findings of this study offer valuable insights into the experiences of Turkish university students,
while also highlighting the global relevance and widespread nature of the issue. Students' positive
orientation towards academic factors declines during the semester, leading to negative outcomes such
as school burnout. School burnout has become an increasingly prevalent issue in educational settings,
with numerous studies identifying a growing trend among students. Prior research indicates that risk
factors—such as school dropout and absenteeism—are inversely associated with student study
engagement (Li & Xue, 2023; Szab¢ et al., 2025). Thus, enhancing student engagement is crucial for
early intervention and prevention of factors that negatively affect academic and vocational life, such as
school dropout, taking breaks, and continuous absenteeism. Therefore, increasing students' engagement
in school and work is critical to supporting both their career development and psychological well-being.
Study engagement is also influenced by resilience, a construction that includes goal orientation,
autonomy, problem-solving ability, and competence in both academic and social domains (Waxman et
al., 2003). Students who effectively use their personal and academic resources show higher resilience,
experience less school burnout, and exhibit higher engagement in school. Examining these variables is
essential for strengthening study engagement and reducing risk factors such as school burnout, low
academic skills, and school absenteeism.

This study contributes to the field of educational psychology by offering empirical insights into the
dynamic interplay among key psychological constructs during the period of emerging adulthood. The
findings emphasize the interconnected nature of study engagement, school burnout, self-regulation, and
resilience, illuminating how changes in one area may precipitate shifts in others over time. Notably, the
significant cross-lagged paths indicate a complex interplay where factors like burnout and resilience not
only persist but also reciprocally influence each other, shaping students' academic experiences. For
example, the positive effect of early school burnout on later study engagement underscores potential
cumulative risks that may hinder long-term academic commitment, while the resilience to self-
regulation path suggests possible protective effects. These results highlight the enduring role of social-
emotional factors in student development, supporting a holistic approach within educational psychology.

34

LR E R A= RIeE U ISIaE| 2026, Volume 15, Issue T www.turje.org


http://www.turje.org/

GUCLU & OGULMUS; Study engagement in university students: A longitudinal study

REFERENCES

Alam, A., & Mohanty, A. (2024). Framework of Self-Regulated Cognitive Engagement (FSRCE) for sustainable
pedagogy: a model that integrates SRL and cognitive engagement for holistic development of students.
Cogent Education, 11(1), 2363157. https://doi.org/10.1080/2331186X.2024.2363157

Appleton, J. J., Christenson, S. L., Kim, D., & Reschly, A. L. (2006). Measuring cognitive and psychological
engagement: Validation of the student engagement instrument. Journal of School Psychology, 44(5), 427-
445. https://doi.org/10.1016/j.jsp.2006.04.002

Artuch-Garde, R., Gonzalez-Torres, M. D. C., De la Fuente, J., Vera, M. M., Fernandez-Cabezas, M., & Lopez-
Garcia, M. (2017). Relationship between resilience and self-regulation: A study of Spanish youth at risk of
social exclusion. Frontiers in Psychology, 8(612), 1-11. doi:10.3389/fpsyg.2017.00612

Aydin, S., Keskin, M. O., & Yel, M. (2013). Oz-diizenleme dl¢eginin Tiirk¢e uyarlamasi: Gegerlik ve giivenirlik
caligmasi [Turkish adaptation of the self-regulation questionnaire: A study on validity and reliability].
Turkish Journal of Education, 3(1), 24-33. doi: 10.19128/turje.181073

Bagdzifiniené, D., Zukauskaité, |., Bulotaité, L., & Sargautyté, R. (2025). Study and personal resources of
university students’ academic resilience and the relationship with positive psychological outcomes.
Frontiers in Psychology, 16, 1517359. https://doi.org/10.3389/fpsyg.2025.1517359

Bakker, A. B., Demerouti, E., & Sanz-Vergel, A. I. (2014). Burnout and work engagement: The JD-R approach.
Annual Review of Organizational Psychology and Organizational Behavior, 1(2014), 389-411.
https://doi.org/10.1146/annurev-orgpsych-031413-091235

Basim, H. N., & Cetin, F. (2011). The reliability and validity of the Resilience Scale for Adults-Turkish Version.
Turkish Journal of Psychiatry, 22(2), 104-114. https://pubmed.ncbi.nlm.nih.gov/21638232/

Bask, M., & Salmela-Aro, K. (2013). Burned out to drop out: Exploring the relationship between school burnout
and school dropout. European Journal of Psychology of Education, 28(2), 511-528. doi:
https://doi.org/10.1007/s10212-012-0126-5.

Brown, J. M., Miller, W. R., & Lawendowski, L. A. (1999). The self-regulation questionnaire. In L. VandeCreek
& T. L. Jackson (Eds.), Innovations in clinical practice: A source book (pp. 281-289). Professional
Resource Press/Professional Resource Exchange.

Chai, D.S., Chae, C., & Lee, J. (2022). International students’ psychological capital in Japan: Moderated mediation
of adjustment and engagement. Journal of Student Affairs Research and Practice, 59(1), 101-115.
https://doi.org/10.1080/19496591.2021.1943417

Collie, R. J., Martin, A. J., Le, A., & Flesken, A. (2025). The process and prediction of school completion: A six-
year  longitudinal  examination.  Contemporary  Educational  Psychology, 81, 102367.
https://doi.org/10.1016/j.cedpsych.2025.102367

Cam. Z., & Ogiilmiis, S. (2017). Okul tiikenmislik envanteri’nin Tiirk¢eye uyarlanmasi ve psikometrik nitelikleri
[adaptation into Turkish and psychometric properties of school burnout inventory]. Bitlis Eren Universitesi
Sosyal Bilimler Enstitiisii Dergisi, 6(2), 14-29. https://dergipark.org.tr/tr/pub/bitlissos/issue/32431/341646

Capri, B., Giindiiz, B., & Akbay, S. E. (2017). Utrecht work engagement scale-student forms' (UWES-SF)
adaptation to Turkish, validity and reliability studies, and the mediator role of work engagement between
academic procrastination and academic responsibility. Educational Sciences: Theory and Practice, 17(2),
411-435. doi: 10.12738/estp.2017.2.0518

Dancey, C. P., & Reidy, J. (2007). Statistics without maths for psychology (4™ ed.). Pearson/Prentice Hall.

De la Fuente, J., Lahortiga-Ramos, F., Laspra-Solis, C., Maestro-Martin, C., Alustiza, I., Auba, E., et al. (2020).
A structural equation model of achievement emotions, coping strategies, and engagement—burnout in
undergraduate students: A possible underlying mechanism in facets of perfectionism. International Journal
of Environmental Research and Public Health, 17(6), 2106. https://doi.org/10.3390/ijerph17062106

De la Fuente, J., Zapata, L., Vera, M. M., Gonzalez-Torres, M. C., & Artuch, R. (2014). Bullying, personal self-
regulation, resilience, coping strategies and engagement-burnout: Implications for an intervention with
university students. In P. Triggs (Ed.), Handbook on bullying: Prevalence, psychological impacts, and
intervention strategies (pp. 91-107). Nova Science Publishers.

Eurostat. (2020, July 8). Early leavers from education and training.  Eurostat.
https://ec.europa.eu/eurostat/statistics-explained/index.php?title=Enlargement_countries_-
_education_statistics&oldid=600824+#Early _leavers_from_education_and_training

Fan, X., & Hui, A. N. N. (2025). Academic Burnout and Parent—Child Discrepancies in Educational Expectations
Among Chinese Adolescents: A Moderated Mediation Model. Behavioral Sciences, 15(7), 876.
https://doi.org/10.3390/bs15070876

Fernandez-Rio, J., Cecchini, J. A., Méndez-Gimenez, A., Mendez-Alonso, D., & Prieto, J. A. (2017). Self-
regulation, cooperative learning, and academic self-efficacy: Interactions to prevent school failure.
Frontiers in Psychology, 8(22), 1-10. https://doi.org/10.3389/fpsyg.2017.00022

35

LR E R A= RIeE U ISIaE| 2026, Volume 15, Issue T www.turje.org


http://www.turje.org/
https://doi.org/10.1016/j.jsp.2006.04.002
https://doi.org/10.3389/fpsyg.2017.00612
https://doi.org/10.19128/turje.181073
https://doi.org/10.3389/fpsyg.2025.1517359
https://doi.org/10.1146/annurev-orgpsych-031413-091235
https://pubmed.ncbi.nlm.nih.gov/21638232/
https://doi.org/10.1007/s10212-012-0126-5.
https://doi.org/10.1080/19496591.2021.1943417
https://dergipark.org.tr/tr/pub/bitlissos/issue/32431/341646
chrome-extension://efaidnbmnnnibpcajpcglclefindmkaj/https:/files.eric.ed.gov/fulltext/EJ1147496.pdf
https://ec.europa.eu/eurostat/statistics-explained/index.php?title=Enlargement_countries_-_education_statistics&oldid=600824#Early_leavers_from_education_and_training
https://ec.europa.eu/eurostat/statistics-explained/index.php?title=Enlargement_countries_-_education_statistics&oldid=600824#Early_leavers_from_education_and_training
https://doi.org/10.3389/fpsyg.2017.00022

GUCLU & OGULMUS; Study engagement in university students: A longitudinal study

Finn, J. D. (2006). The adult lives of at-risk students: The roles of attainment and engagement in high school. U.S.
Department of Education.

Fraysier, K., & Reschly, A. L. (2022). The role of high school student engagement in postsecondary enrollment.
Psychology in the Schools, 59(11), 2183-2207. https://doi.org/10.1002/pits.22754

Fredricks, J. A., Blumenfeld, P. C., & Paris, A. H. (2004). School engagement: Potential of the concept, state of
the evidence. Review of Educational Research, 74(1), 59-109. https://doi.org/10.3102/00346543074001059

Friborg, O., Hjemdal, O., Rosenvinge, J. H., & Martinussen, M. (2003). A new rating scale for adult resilience:
what are the central protective resources behind healthy adjustment? International Journal of Methods in
Psychiatric Research, 12(2), 65-76. doi: 10.1002/mpr.143

Gardner, T. W., Dishion, T. J., & Connell, A. M. (2008). Adolescent self-regulation as resilience: Resistance to
antisocial behavior within the deviant peer context. Journal of Abnormal Child Psychology, 36(2), 273-
284, https://doi.org/10.1007/s10802-007-9176-6

Hamaker, E. L., Kuiper, R. M., and Grasman, R. P. (2015). A critique of the cross-lagged panel model.
Psychological Methods, 20(1), 102-116. https://doi.org/10.1037/a0038889

Heikkinen, S., Saqr, M., Malmberg, J., & Tedre, M. (2025). A longitudinal study of interplay between student
engagement and self-regulation. International Journal of Educational Technology in Higher Education,
22(1), 21. https://doi.org/10.1186/s41239-025-00523-3

Hu, L. T., & Bentler, P. M. (1999). Cutoff criteria for fit indexes in covariance structure analysis: Conventional
criteria versus new alternatives. Structural Equation Modeling: A Multidisciplinary Journal, 6(1), 1-55.
doi: 10.1080/10705519909540118

Jagodics, B., & Szabo, E. (2022). Student burnout in higher education: A demand-resource model approach.
Trends in Psychology, 1-20. https://doi.org/10.1007/s43076-021-00137-4

Kimhi, S., Eshel, Y., Leykin, D., & Lahad, M. (2017). Individual, community, and national resilience in peace
time and in the face of terror: A longitudinal study. Journal of Loss and Trauma, 22(8), 698-713.
https://doi.org/10.1080/15325024.2017.1391943

Kline, R. B. (2016). Principles and practice of structural equation modelling (4" ed). Guilford Press.

Law, W., Elliot, A. J.,, &Murayama, K. (2012). Perceived competence moderates the relation between
performance-approach and performance-avoidance goals. Journal of Educational Psychology, 104(3), 806-
819. https://doi.org/10.1037/a0027179

Lee, J. Q., Mclnerney, D. M., Liem, G. A. D., & Ortiga, Y. P. (2010). The relationship between future goals and
achievement goal orientations: An intrinsic—extrinsic motivation perspective. Contemporary Educational
Psychology, 35(4), 264-279. https://doi.org/10.1016/j.cedpsych.2010.04.004

Li, J., & Xue, E. (2023). Dynamic interaction between student learning behaviour and learning environment: Meta-
analysis of student engagement and its influencing factors. Behavioral Sciences, 13(1), 59.
https://doi.org/10.3390/bs13010059

Libbey, H. P. (2004). Measuring student relationships to school: Attachment, bonding, connectedness, and
engagement. The Journal of School Health, 74(7), 274. https://doi.org/10.1111/j.1746-
1561.2004.th08284.x

Linden, B., Stuart, H., & Ecclestone, A. (2023). Trends in post-secondary student stress: a pan-Canadian study.
The Canadian Journal of Psychiatry, 68(7), 521-530. https://doi.org/10.1177/07067437221111365

Little, T. D. (2013). Longitudinal structural equation modeling. Guilford Press.

Liu, Y. (2024). The relationship between resilience, interactive distance, and college students’ online mathematics
learning engagement: A longitudinal study. Psychology Research and Behavior Management, (17), 1129-
1138. https://doi.org/10.2147/PRBM.S449871

Madigan, D. J., Kim, L. E., & Glandorf, H. L. (2024). Interventions to reduce burnout in students: A systematic
review and meta-analysis. European Journal of Psychology of Education, 39(2), 931-957.
https://doi.org/10.1007/s10212-023-00731-3

Mann, M. J., Kristjansson, A. L., Smith, M. L., Lilly, C. L., Thrisdottir, I. E., & Havlicak, A. (2024). Beyond
school climate: conceptualizing the School as a Protective Factor approach. Journal of School Health,
94(11), 1095-1104. https://doi.org/10.3389/fpsyg.2022.825588

Marsh, H. W., Hau, K. T., & Wen, Z. (2004). In search of golden rules: Comment on hypothesis-testing approaches
to setting cutoff values for fit indexes and dangers in overgeneralizing Hu & Bentler’s (1999) findings.
Structural Equation Modeling, 11(3), 320-341. https://doi.org/10.1207/s15328007sem1103 2

Masten, A. S. (2014). Global perspectives on resilience in children and youth. Child Development, 85(1), 6-20.
https://doi.org/10.1111/cdev.12205.

Masten, A. S., Nelson, K. M., & Gillespie, S. (2022). Resilience and student engagement: Promotive and protective
processes in schools. In J. A. Fredricks, A. L. Reschly, & S. L. Christenson (Eds.), Handbook of research
on student engagement (2" ed., pp. 239-255). Springer.

36

LR E R A= RIeE U ISIaE| 2026, Volume 15, Issue T www.turje.org


http://www.turje.org/
https://doi.org/10.3102/00346543074001059
https://doi.org/10.1002/mpr.143
https://doi.org/10.1007/s10802-007-9176-6
https://doi.org/10.1037/a0038889
https://doi.org/10.1186/s41239-025-00523-3
https://doi.org/10.1080/10705519909540118
https://doi.org/10.1007/s43076-021-00137-4
https://doi.org/10.1080/15325024.2017.1391943
https://doi.org/10.1037/a0027179
https://doi.org/10.1016/j.cedpsych.2010.04.004
https://doi.org/10.3390/bs13010059
https://doi.org/10.1111/j.1746-1561.2004.tb08284.x
https://doi.org/10.1111/j.1746-1561.2004.tb08284.x
https://doi.org/10.1177/07067437221111365
https://doi.org/10.3389/fpsyg.2022.825588
https://doi.org/10.1111/cdev.12205

GUCLU & OGULMUS; Study engagement in university students: A longitudinal study

Newmann, F. (1991). Student engagement in academic work: Expanding the perspective on secondary school
effectiveness. In J. R. Bliss & W. A. Firestone (Eds.), Rethinking effective schools: Research and practice
(pp. 58-76). Prentice Hall.

OECD. (2017). Education at a Glance. OECD Publishing

Pintrich, P. R. (2000). The role of goal orientation in self-regulated learning. In M. Boekaerts, P. R. Pintrich, &
M. Zeidner (Eds.), Handbook of self-regulation (pp. 451-502). Academic Press.

Ryan, A. M. (2001). The peer group as a context for the development of young adolescent motivation and
achievement. Child Development, 72(4), 1135-1150. https://doi.org/10.1111/1467-8624.00338

Salmela-Aro, K. (2017). Dark and bright sides of thriving—school burnout and engagement in the Finnish context.
European Journal of Developmental Psychology, 14(3), 337-349.
https://doi.org/10.1080/17405629.2016.1207517.

Salmela-Aro, K., & Read, S. (2017). Study engagement and burnout profiles among Finnish higher education
students. Burnout Research, 7: 21-28. https://doi.org/10.1016/j.burn.2017.11.001

Salmela-Aro, K., & Upadyaya, K. (2012). The schoolwork engagement inventory: Energy, dedication and
absorption  (EDA). European  Journal of  Psychological  Assessment, 28, 60-67.
https://doi.org/10.1027/1015-5759/a000091

Salmela-Aro, K., & Upadyaya, K. (2014). School burnout and engagement in the context of demands—resources
model. British Journal of Educational Psychology, 84(1), 137-151. https://doi.org/10.1111/bjep.12018.

Salmela-Aro, K., Kiuru, N., Leskinen, E., & Nurmi, J.-E. (2009). School burnout inventory (SBI). European
Journal of Psychological Assessment, 25, 48-57. https://doi.org/10.1027/1015-5759.25.1.48

Salmela-Aro, K., Tolvanen, A., & Nurmi, J. E. (2009). Achievement strategies during university studies predict
early career burnout and engagement. Journal of Vocational Behavior, 75(2), 162-172.
https://doi.org/10.1016/j.jvb.2009.03.009.

Schaufeli, W. B., & Bakker, A. B. (2004). Job demands, job resources, and their relationship with burnout and
engagement: A multi-sample study. Journal of Organizational Behavior, 25(3), 293-315.
https://doi.org/10.1002/job.248

Schaufeli, W. B., Martinez, I. M., Pinto, A. M., Salanova, M., & Bakker, A. B. (2002). Burnout and engagement
in university students: A cross-national study. Journal of Cross-Cultural Psychology, 33(5), 464-481.
https://doi.org/10.1002/10.1177/0022022102033005003

Schaufeli, W. B., Salanova, M., Gonzalez-Roma, V., & Bakker, A. B. (2002). The measurement of engagement
and burnout: A two sample confirmatory factor analytic approach. Journal of Happiness Studies: An
Interdisciplinary Forum on Subjective Well-Being, 3(1), 71-92. https://doi.org/1023/A:1015630930326

Shankland, R., Kotsou, I., Vallet, F., Bouteyre, E., Dantzer, C., & Leys, C. (2019). Burnout in university students:
The mediating role of sense of coherence on the relationship between daily hassles and burnout. Higher
Education, 78(1), 91-113. https://doi.org/10.1007/s10734-018-0332-4

Shareefa, M., Moosa, V., Saeed, K., Hassan, V., & Kashif, M. (2025). Impact of students’ self-regulation and
mindfulness on academic self-efficacy; the mediation effect of mental well-being. Cogent Education, 12(1),
2498183. https://doi.org/10.1080/2331186X.2025.2498183

Simonsen, J., Karrasch, M., Laine, M., & Fagerlund, A. (2025). Protective factors against school burnout
symptoms in Finnish adolescents. Nordic Psychology, 77(1), 3-25.
https://doi.org/10.1080/19012276.2023.2244678

Sinclair, M. F., Christenson, S. L., & Thurlow, M. L. (2005). Promoting school completion of urban secondary
youth with emotional or behavioral disabilities. Exceptional Children, 71(4), 465-482.
https://doi.org/10.1177/001440290507100405

Siu, O. L., Bakker, A. B., & Jiang, X. (2014). Psychological capital among university students: Relationships with
study engagement and intrinsic motivation. Journal of Happiness Studies, 15(4), 979-994.
https://doi.org/10.1007/s10902-013-9459-2

Skinner, E. A., & Wellborn, J. G. (1994). Coping during childhood and adolescence: A motivational perspective.
In D. L. Featherman, R. M. Lerner, & M. Perlmutter (Eds.), Life-span development and behavior (pp. 91—
133). Lawrence Erlbaum Associates.

Szabd, L., Zsolnai, A., & Fehérvari, A. (2024). The relationship between student engagement and dropout risk in
early adolescence. International Journal of Educational Research Open, 6, 100328.
https://doi.org/10.1016/j.ijedro.2024.100328

Sirin, S. R., & Rogers Sirin, L. (2004). Exploring school engagement of middle-class African American
adolescents. Youth & Society, 35(3), 323-340. https://doi.org/10.1177/0044118X03255006.

Upadyaya, K., & Salmela-Aro, K. (2015). Cross-lagged associations between study and work engagement
dimensions during young adulthood. The Journal of Positive Psychology, 10(4), 346-358.
https://doi.org/10.1080/17439760.2014.983958

37

LR E R A= RIeE U ISIaE| 2026, Volume 15, Issue T www.turje.org


http://www.turje.org/
https://doi.org/10.1111/1467-8624.00338
https://doi.org/10.1080/17405629.2016.1207517
https://doi.org/10.1016/j.burn.2017.11.001
https://doi.org/10.1027/1015-5759/a000091
https://doi.org/10.1111/bjep.12018
https://doi.org/10.1027/1015-5759.25.1.48
https://doi.org/10.1016/j.jvb.2009.03.009
https://doi.org/10.1002/job.248
https://doi.org/10.1002/10.1177/0022022102033005003
https://doi.org/1023/A:1015630930326
https://doi.org/10.1007/s10734-018-0332-4
https://doi.org/10.1080/2331186X.2025.2498183
https://doi.org/10.1177/001440290507100405
https://doi.org/10.1007/s10902-013-9459-2
https://doi.org/10.1016/j.ijedro.2024.100328
https://doi.org/10.1177/0044118X03255006
https://doi.org/10.1080/17439760.2014.983958

GUCLU & OGULMUS; Study engagement in university students: A longitudinal study

Wang, M. T., Chow, A., Hofkens, T., & Salmela-Aro, K. (2015). The trajectories of student emotional engagement
and school burnout with academic and psychological development: Findings from Finnish adolescents.
Learning and Instruction, 36, 57-65. https://doi.org/10.1016/j.learninstruc.2014.11.004

Waxman, H. C, Gray, J. P, & Padron, Y. N. (2003). Review of Research on Educational Resilience. UC Berkeley:
Center for Research on Education, Diversity and Excellence. Accessed July 08, 2024.
https://escholarship.org/uc/item/7x695885

Widlund, A., Tuominen, H., & Korhonen, J. (2021). Development of school engagement and burnout across lower
and upper secondary education: Trajectory profiles and educational outcomes. Contemporary Educational
Psychology, 66, 101997. https://doi.org/10.1016/j.cedpsych.2021.101997

Yang, H. J., & Farn, C. K. (2005). An investigation the factors affecting MIS student burnout in technical-

vocational college. Computers in Human Behavior, 21(6), 917-932.
https://doi.org/10.1016/j.chb.2004.03.001.

Zhang, J., Meng, J., & Wen, X. (2025). The relationship between stress and academic burnout in college students:

evidence from longitudinal data on indirect effects. Frontiers in Psychology, 16, 1517920.
https://doi.org/10.3389/fpsyg.2025.1517920

Zyngier, D. (2008). (Re)conceptualising student engagement: Doing education not doing time. Teaching and
Teacher Education, 24(7), 1765-1776. https://doi.org/10.1016/j.tate.2007.09.004

38
LR E R A= RIeE U ISIaE| 2026, Volume 15, Issue T www.turje.org


http://www.turje.org/
https://doi.org/10.1016/j.learninstruc.2014.11.004
https://escholarship.org/uc/item/7x695885
https://doi.org/10.1016/j.cedpsych.2021.101997
https://doi.org/10.1016/j.chb.2004.03.001
https://doi.org/10.1016/j.tate.2007.09.004

GUCLU ve OGULMUS; Universite ogrencilerinde ¢alisma baghhigi: Boylamsal bir ¢calisma

TURKCE GENISLETILMIS OZET

Bu caligma, tiniversite 6grencilerinin akademik yasantilarina yonelik duygusal, bilissel ve davranissal
bagliliklarini ifade eden calisma baghiliginin (study engagement) zaman icerisindeki degisimini ve bu
degisimin okul tikkenmisligi, yilmazlik ve 6z-diizenleme becerileriyle iligkisini boylamsal bir desenle
incelemektedir. Ogrencilerin derslere, okula ve akademik sorumluluklara olan baghliklar1 hem
akademik basarilari hem de psikolojik iyi oluslar1 agisindan oOnemli bir gosterge olarak
degerlendirilmektedir (Salmela-Aro & Read, 2017). Bununla birlikte, tiniversite yillari boyunca artan
akademik yiik, gelecege iliskin belirsizlikler ve gesitli cevresel stresorler, ¢alisma bagliliginda azalmaya;
tilkenmislik, devamsizlik ve hatta okul terki gibi olumsuz sonuglara yol agabilmektedir (Schaufeli vd.,
2002). Bu nedenle, galisma bagliliginin kisa bir donem igerisinde nasil degistiginin ve hangi bireysel ve
akademik siireglerle iliskili oldugunun anlagilmasi, ogrencilerin akademik ve ruhsal iyi olusunu
desteklemek ag¢isindan 6nem tagimaktadir.

Calismada ele alinan degiskenler; okul tikkenmisligi, yilmazlik ve 6z-diizenleme becerileridir. Okul
tikenmisligi, 6grencilerin akademik talepler nedeniyle yasadigi duygusal yorgunluk, duyarsizlasma ve
yetersizlik duygulariyla tanimlanan, okul temelli bir tiikenmislik bigimidir (Salmela-Aro vd., 2009).
Yilmazlik, bireylerin gelisimlerini tehdit eden giiglikler ve olumsuzluklar karsisinda uyum
saglayabilme ve toparlanabilme kapasitesini ifade etmektedir (Masten, 2014). Oz-diizenleme ise
6grencinin kendi 6grenme siirecini planlama, izleme ve degerlendirme becerisini i¢eren, hedefe yonelik
ve bilingli bir siirectir (Pintrich, 2000). Ozellikle geng yetiskinlik doneminde, 6grencilerin akademik
yasama iliskin tutumlar1 ve bu tiir bireysel basa ¢ikma kaynaklari, uzun vadeli akademik ve mesleki
gelisim acisindan belirleyici bir rol oynamaktadir. Bu baglamda, aragtirma tiniversite 6grencilerinin
calisma bagliligini siirdiirebilmeleri i¢in hangi bireysel faktorlerin risk ve hangilerinin koruyucu rol
oynadigini ortaya koymay1 amaglamaktadir.

Aragtirma kapsaminda, 2021 yilimin Subat-Mart aylarinda (Zaman 1) ve Mayis—Haziran aylarinda
(Zaman 2) olmak iizere iki 6l¢iim dalgasinda veri toplanmugtir. Tk asamada 540, ikinci asamada ise 362
dgrencinin verilerine ulasilmistir (X = 21,92; %91 kadn). Veriler ¢evrim i¢i anket yoluyla toplanmis ve
calisma bagliligi, okul tiikkenmisligi, yilmazlik ve 6z-diizenleme diizeyleri, Tiirkge uyarlama ¢alismalari
yapilmis gecerli ve giivenilir 6lgme araglariyla degerlendirilmistir (Capri vd., 2017; Cam ve Ogiilmis,
2017; Basim ve Cetin, 2011; Aydin vd., 2013). Degiskenler arasindaki iliskileri incelemek igin 6nce
betimsel istatistikler ve Pearson korelasyonlari hesaplanmis, ardindan ¢apraz zaman gecikmeli panel
modeli (cross-lagged panel model; CLPM) kullanilarak zamanlar arasi nedensel yonelimler test
edilmistir (Hamaker vd., 2015). Kurulan model iyi diizeyde uyum indeksleri vermistir (y2/df = 1,059;
RMSEA = ,00; CFI = 1,00; TLI = 1,00).

Bulgular, 6grencilerin ¢alisgma bagliliginda dénem boyunca belirgin bir azalma oldugunu ortaya
koymustur. Dénem basinda akademik igeriklere yonelik enerji, adanmighik ve yogunlagsmanin daha
yiiksek oldugu, donem sonunda ise bu olumlu duygu, diisiince ve davraniglarin zayifladigr goriilmistiir.
Bu sonug, alanyazinda ¢alisma bagliliginin dénem ilerledik¢e azaldigini gésteren bulgularla uyumludur
(Salmela-Aro & Read, 2017). Ayrica, ¢alisma bagliligi ile okul tilkenmisligi arasinda ¢ift yonlii bir iliski
saptanmistir. Dénem basinda yiiksek ¢alisma bagliligi sergileyen dgrencilerin donem sonunda daha
yiiksek diizeyde okul tilkenmisligi yasadigi; buna karsilik, yiiksek okul tiikkenmisliginin de sonraki
donemde ¢alisma bagliligim1 olumsuz yonde yordadigi bulunmustur. Bu karsilikli etki, 6grencilerin
yiiksek motivasyon ve yiiksek beklentilerle basladiklari donemin, yogun akademik talepler karsisinda
zaman iginde tiikenmislige doniisebilecegine ve tilkenmisligin de baglilig1 giderek asindirabilecegine
isaret etmektedir (Salmela-Aro & Upadyaya, 2014).

Oz-diizenleme ve yilmazlik degiskenleri, iki zaman noktasi arasinda orta diizeyde bir kararlilik
gostermistir. Capraz gecikmeli sonuglar, 6z-diizenlemenin sonraki donemde yilmazligi olumsuz yonde
yordadigini ortaya koymustur. Bu beklenmedik bulgu, verilerin COVID-19 pandemisi doneminde,
cevrim igi egitim kosullarinda toplanmis olmasiyla iliskilendirilebilir. Ogrencilerin yiiz yiize etkilesim
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ve sosyal destekten gorece yoksun oldugu bu dénemde, akademik sorumluluklar siirdiirmek i¢in yogun
0z-diizenleme cabasina ihtiyag duymalari, psikolojik kaynaklar tizerinde ek bir yiik olusturmus ve
yilmazlik algilarmi zayiflatmis olabilir (White, 2020). Buna karsilik yilmazlik, zaman iginde gorece
sabit bir yap1 sergilemis; sonraki dénemde 6z-diizenlemeyi olumlu, ¢alisma bagliligini ise olumsuz
yonde yordadigi bulunmustur. Yilmazligin ¢alisma baglihigini olumsuz yonde etkilemesi, 6zellikle
dénem sonuna yaklasildik¢a 6grencilerin akademik igeriklere yonelik olumlu duygularinda ve igsel
motivasyonlarinda yasanan diisiislerle iliskili olabilir; bu durumda 6grenciler, baglilig1 siirdiirmek
yerine oncelikle duygusal dengeyi ve basa ¢ikma siireglerini korumaya odaklaniyor olabilirler.

Elde edilen bulgular, tiniversite 6grencilerinin akademik siire¢lerinde karsilastiklart zorluklarla nasil
basa ciktiklarin1 ve bu siireglerin zaman iginde birbirini nasil etkiledigini anlamak agisindan 6nemli
katkilar sunmaktadir. Calisma bagliliginin desteklenmesi, okul tikenmisliginin azaltilmasi ve 6z-
diizenleme becerilerinin giiglendirilmesi, 6grencilerin akademik basar1 ve psikolojik iyi oluslarimni
artirabilecek temel miidahale alanlari olarak 6ne ¢ikmaktadir. Ayni zamanda yilmazlik ve 6z-diizenleme
gibi bireysel kaynaklarin kisa zaman araliklarindaki degisimini anlamak, yiiksekégretim kurumlarinin,
Ogrencilerin donem bas1 ve dénem sonu yasantilarini dikkate alan, gelisimsel agidan duyarli destek
programlar1 tasarlamasina katki saglayabilir. Sonu¢ olarak bu calisma, ¢alisma bagliligi, okul
tikenmisligi, 6z-diizenleme ve yilmazlik arasindaki dinamik iliskileri boylamsal bir bakis agisiyla
ortaya koyarak, geng yetigkinlik donemindeki akademik deneyimlerin daha biitiinctil bir bi¢imde
anlasilmasina 6énemli bir katki sunmaktadir.
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