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ABSTRACT

Mindfulness is increasingly recognized in education as an evidence-based approach to
strengthening teachers’ self-regulatory functioning and overall well-being. This quasi-
experimental study examined the effects of an 8-week mindfulness-based intervention
(MBI) on perceived mindfulness, self-compassion, and achievement goal orientations
among prospective teachers. Participants were assigned to an intervention or control
group, and the measurement instruments were administered at pretest and posttest.
The ANCOVA tests showed significant gains in mindfulness and self-compassion for
the MBI group relative to the control group, alongside increases in mastery-approach
goal orientation. In contrast, the intervention had no considerable effects on mastery-
avoidance or performance-avoidance goals, and was associated with a decrease in
performance-approach goals. Taken together, the findings suggest that integrating
MBIs into teacher-education programs may strengthen personal resources and
motivational orientations. Future randomized trials with larger samples and follow-up
are needed to test durability and mechanisms of the intervention effect. By integrating
perspectives on self-compassion and achievement motivation, this study extends prior
mindfulness research in teacher education, advancing the understanding of how
mindfulness-based approaches may enhance adaptive personal and motivational
capacities among prospective teachers.
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Introduction

Over the past few years, there has been a growing awareness in the field of education that teachers
should receive holistic support. This perspective emphasizes that teaching is not only a mechanical
process but also requires an approach that incorporates both personal and professional dimensions.
In this context, mindfulness-based approaches have attracted attention in the field of teacher
education by providing strategies that support both professional competence and personal well-
being (Carroll et al., 2022; Emerson et al., 2017; Roeser et al., 2013). Prospective teachers constitute a
particularly meaningful group for examining mindfulness-based approaches, as the pre-service
period is a formative stage in which personal awareness, emotional regulation, and motivational
orientations begin to take shape (Jennings & Greenberg, 2009; Roeser et al., 2012). Developing these
capacities early can contribute to greater well-being and professional adaptability once individuals
enter the teaching profession. Within the context of Tiirkiye, empirical work on mindfulness and
related constructs among prospective teachers remains limited (Aslan-Gordesli & Ornek, 2022;
Demirci Seyrek et al.,, 2025; Glirpmar & Ikiz, 2022), and teacher education programs have only
recently begun to integrate well-being and self-regulation components (Aslan-Gordesli, 2022).
Addressing this population, therefore, helps fill a gap in both the national and international
literature on mindfulness.

Mindfulness-based approaches have been consistently found to have an impact on the emotional
balance, psychological resilience, and pedagogical competence of teachers and prospective teachers
(Flook et al., 2013; Jennings et al., 2011; Meiklejohn et al., 2012). There is evidence suggesting that
these strategies contribute to the development of self-awareness and the enhancement of self-
compassion, thereby supporting prospective teachers in achieving emotional balance (Hwang et al.,
2019; Neff & Germer, 2013). Supporting emotional resilience and self-compassion contributes not
only to an individual's overall well-being but also to their approach to the learning process (Jennings
et al.,, 2013). In this regard, achievement goal orientation is highlighted as a key construct that
influences individuals’ learning orientations, affecting their motivation levels, academic goals, and
professional attitudes (Dweck & Leggett, 1988; Midgley et al., 2001). Considering these variables
together points to the necessity of educational programs that support both the emotional and
professional development of prospective teachers (Jennings & Greenberg, 2009). However,
programs aimed at equipping prospective teachers for the stressful aspects of the teaching
profession are limited (Roeser et al., 2012). Insufficient utilization of professional development tools
designed to enhance teachers' well-being may lead to burnout and a negative attitude toward the
profession (Jennings & Greenberg, 2009). Recent advancements in educational psychology
emphasize the need for a deeper understanding of mindfulness, which remains a largely unexplored
area, particularly in terms of its impact on the psychological well-being of prospective teachers
(Nataraj & Reddy, 2022).

From a self-regulatory perspective, mindfulness, self-compassion, and achievement goal
orientations can be understood as interrelated components of adaptive motivation and well-being.
Mindfulness involves sustained attention to present-moment experience with openness and non-
judgment, fostering awareness of one’s thoughts and emotions without over-identification (Brown
& Ryan, 2003; Kabat-Zinn, 1994). This receptive awareness provides a foundation for self-
compassion, which entails responding to personal difficulties with kindness and a balanced
recognition of shared human experience rather than excessive self-criticism (Neff, 2003a). Together,
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mindfulness and self-compassion promote the conditions of emotional stability and psychological

flexibility that support mastery-approach motivation and reduce performance-avoidance tendencies
(Howell & Buro, 2011; Mosewich et al., 2019). In this view, mindfulness facilitates the awareness
necessary for self-compassionate responses, while self-compassion transforms that awareness into a
supportive motivational stance. Consequently, individuals who cultivate these qualities may pursue
learning goals with greater intrinsic motivation, persistence, and well-being, aligning mindfulness-
based skills with adaptive goal orientations in teacher education contexts.

Mindfulness

In a general sense, mindfulness is conceptualized as intentionally directing one's attention to the
present moment and accepting all experiences with an open, non-judgmental attitude (Kabat-Zinn,
1994). This concept fosters cognitive processes by allowing individuals to observe their thoughts
objectively, contributes to emotional regulation by enhancing resilience, and strengthens
psychological well-being through improved stress management (Guendelman et al., 2017; Holzel et
al., 2011; Zhang & Fathi, 2024). According to Bishop et al. (2004), mindfulness comprises two
fundamental elements: present-moment awareness and non-judgmental acceptance of cognitive
patterns and emotional states. In this regard, it may provide educators to develop awareness toward
their mental processes, affective states, and somatic sensations, which also having reflections in the
classroom climate (Jennings & Greenberg, 2009).

The Role of Mindfulness in Education

In recent years, there has been a growing emphasis on the impact of mindfulness in helping
educators navigate professional difficulties and strengthen their emotional resilience (Beuchel et al.,
2022; de Carvalho et al., 2021; Roeser et al., 2022; Taylor et al., 2021). The principles of mindfulness
outlined by Kabat-Zinn (1994) can help educators harmonize teaching and learning dynamics by
directing their attention to the moment, listening to students without judgment, and making more
mindful teaching decisions. These principles are awareness of the present moment, a non-
judgmental attitude, and acceptance. Mindfulness focuses on critical areas such as stress
management, attention enhancement, and patience cultivation (Bishop et al., 2004; Flook et al., 2013;
Lutz et al., 2008), which may support educators in addressing the issues they face in their
professional settings. Teachers may apply mindfulness-based strategies to promote cognitive and
emotional equilibrium, alleviating classroom stress, and establish a calm and positive harmony with
students (Emerson et al., 2017; Jennings et al., 2017; Taylor et al., 2022). Recent research has
emphasized mindfulness as one of the primary predictors of the psychological health of future
educators (Birchinall et al., 2019; Hue & Lau, 2015; Kyte, 2016; Lomas et al., 2017). For instance,
Birchinall et al. (2019) demonstrated that prospective teachers with high levels of mindfulness cope
with stress more effectively and are more resistant to burnout. Hue and Lau (2015) argued that
mindfulness-based approaches should be integrated into the education system to support the
emotional well-being of teachers. In addition, Kyte (2016) noted that mindfulness training enhances
the professional self-efficacy of prospective teachers, enabling them to be more effective in classroom
management. Additionally, recent studies have indicated a positive link between teacher
mindfulness and the student-teacher relationship (Becker et al., 2017; Wang, 2023). Considering
increasing interest in mindfulness and its prospective advantages on diverse populations, it is
crucial to comprehensively assess the effectiveness of MBI on teachers. These evaluations may offer
valuable insights into their impact on various psychological outcomes, including well-being,
emotional regulation, and professional performance, particularly in populations such as prospective
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teachers who may benefit from enhanced psychological support, thereby improving their
professional effectiveness. However, such studies have been limited.

Systematic reviews conducted on college students showed that MBIs provide a significant decrease
in depression, anxiety, and stress levels, and are associated with an increase in emotional regulation,
self-compassion, and overall quality of life (Alrashdi et al., 2023; Grossman et al., 2004; Hofmann et
al., 2010; Khoury et al., 2013, 2015; Zuo et al., 2023). The contributions of such programs in areas such
as self-awareness, regulating emotional responses, and protection from burnout, especially for
individuals in training for high-stress occupations, such as teaching, are frequently emphasized in
the literature (Khoury et al., 2015; Zhang et al., 2021).

In fact, the applied studies on the effectiveness of the Mindfulness-Based Stress Reduction (MBSR)
programs for teacher and prospective teacher populations have yielded both reduction of negative
psychological symptoms and positive effects in professional competence areas such as classroom
management, empathy skills, and teaching motivation (Hwang et al., 2017; Zhang et al., 2021). In
addition, studies have shown that the short-term effects of mindfulness-based programs applied in
different settings (i.e., face-to-face and virtual) include sustainable contributions to psychological
well-being and professional readiness (Alrashdi et al., 2023; Hofmann et al., 2010).

In Tiirkiye, research on mindfulness within educational contexts has expanded significantly over
the past decade. For in-service teachers, studies indicate that mindfulness in teaching is related to
lower burnout, partly through enhanced classroom management self-efficacy (Aslan-Gordesli,
2022). Similarly, recent evidence indicates that mindful teaching is associated with positive teacher
characteristics via prosocial behaviors (Aslan-Gordesli & Ornek, 2022). Methodologically, the
Turkish adaptation of the Mindfulness in Teaching Scale provides a validated tool for examining
these constructs in local settings (Aslan-Gordesli, et al., 2019). Among prospective teachers, mindful
attention is associated with greater cognitive flexibility and fewer mental health symptoms
(Giirpmnar & Ikiz, 2022). Recent work highlights psychological flexibility as a mechanism connecting
mindfulness and compassion-related processes among Turkish teachers (Demirci Seyrek, 2025).
Taken together, the Turkish literature on mindfulness in education is expanding but remains
emergent within teacher education, highlighting the need for more systematic inquiry and program-
level integration.

Considering the heightened anxiety and stress faced by teachers (Corthorn et al., 2024; Doan et al.,
2023; Janssen et al., 2024; Kush et al., 2022), mindfulness practices could offer benefits in enhancing
their well-being and professional effectiveness. Roeser et al. (2012) examined if mindfulness training
serves as an essential support system in the professional development processes of educators. Their
findings indicated that teachers participating in mindfulness-based training experienced alleviation
of symptoms of professional burnout, managed stress in a healthier manner, and demonstrated
greater success in classroom behavior management. The significance of such practices in education
lies in their ability to empower teachers to become more resilient when confronting professional
challenges and to work in a positive emotional climate. Consequently, mindfulness-based practices
are notable as a holistic tool that enhances both emotional and professional resilience of teachers.
These practices could also help prospective teachers cope more effectively with the professional
challenges they will encounter in the future.
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The Relationship Between Mindfulness and Self-Compassion

The concepts of mindfulness and self-compassion are widely accepted as two important aspects that
have a positive impact on the psychological well-being of individuals. Neff (2003a) defines self-
compassion as a process that allows an individual to provide empathy, acceptance, and internal
support to themselves. This conceptualization has three basic components that are essential for
individuals to be understanding toward themselves: self-compassion, a sense of common humanity,
and mindful awareness.

Self-compassion is a skill intrinsically linked to mindfulness, supporting individuals in relating to
the present moment in a non-judgmental manner. While mindfulness encourages individuals to
adopt an open and accepting attitude toward present experiences, self-compassion deepens this
process by enabling them to develop an open and supportive attitude toward themselves in the face
of difficulties (Germer & Neff, 2013; Neff, 2003a; Neff & Dahm, 2015). Previous research has
demonstrated that mindfulness provides a foundation for the development of self-compassion and
that both concepts are more effective in supporting psychological well-being when applied
concurrently (Bluth & Blanton, 2014; Hofmann et al., 2010). In this context, mindfulness-based
practices serve as a mechanism for developing self-compassion, as individuals learn to approach
their internal experiences non-judgmentally, consequently cultivating a more compassionate and
tolerant attitude toward themselves (Neff, 2003a). Several meta-analyses have demonstrated that
mindfulness practices significantly increase self-compassion levels, which in turn exert indirect
effects on emotion regulation, stress coping, and psychological resilience (Bluth & Eisenlohr-Moul,
2017; Khoury et al., 2013; Zuo et al., 2023). In studies conducted specifically on university students
and prospective teachers, it has been found that increased self-compassion plays a mediating role in
both academic and emotional functioning (Alrashdi et al., 2023; Hwang et al., 2017).

Teachers often face stress, time management challenges, and professional uncertainty, all of which
can undermine their emotional resilience, especially in the early years of their careers. A few meta-
analyses have shown that when teachers are exposed to such occupational stressors, their risk of
experiencing burnout, anxiety, and psychological distress increases significantly (Zarate et al., 2019;
Zhang et al., 2021). This can negatively affect both teachers” perception of professional competence
and the quality of classroom interactions. The development of self-compassion skills during their
training can play an important role in sustaining their professional motivation and enabling them
to navigate difficulties in a more adaptive manner. Numerous studies have also shown that self-
compassion not only enhances emotional resilience but also supports the professional growth of
prospective teachers, developing a more positive self-concept and facilitating their overall
development (Beaumont et al., 2016; Bluth & Blanton, 2014; Neff & Germer, 2013). In conclusion,
mindfulness enhances individuals' ability to accept their internal experiences, while self-compassion
fosters a kinder and more empathetic self-approach, collectively strengthening the emotional well-
being and professional resilience of prospective teachers.

Notably, recent experimental and meta-analytic studies have consistently supported this reciprocal
relationship between mindfulness and self-compassion (Neff & Germer, 2013; Schutte & Malouff,
2025; Wasson et al., 2020). In support of this link, Schutte and Malouff’s (2025) recent meta-analysis
demonstrated a moderate-to-strong positive association between mindfulness and self-compassion
across 41 independent samples. Likewise, Neff and Germer’s (2013) randomized controlled trial
demonstrated that participation in the Mindful Self-Compassion (MSC) program resulted in
significant increases in both mindfulness and self-compassion levels. In addition, Wasson et al.’s
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(2020) meta-analysis revealed that MBIs are effective in increasing self-compassion among
healthcare professionals. Taken together, these findings suggest that mindfulness and self-
compassion are mutually reinforcing constructs that, when cultivated, can significantly enhance the
psychological well-being and professional resilience of prospective teachers.

Similarly, Wasson et al.’s (2020) meta-analysis revealed that MBIs are effective in increasing self-
compassion in healthcare professionals. When considered together, these two constructs
substantially enhance the psychological well-being and professional resilience of prospective
teachers. Indeed, recent experimental and meta-analytic studies have consistently supported this
reciprocal association between mindfulness and self-compassion.

The relationship between mindfulness and self-compassion also forms a crucial foundation for the
professional development of prospective teachers. Studies have shown that the development of
these two skills together has positive effects on teachers’ coping with stress, self-efficacy, prevention
of burnout, and classroom management (Jennings et al., 2017; Neff & Germer, 2013; Roeser et al.,
2012). Especially in professions where emotional labor is intense, such as teaching, developing an
open, accepting, and supportive attitude toward one’s inner experiences plays a protective role in
terms of both psychological resilience and professional functioning. Indeed, MBIs are effective in
increasing both the self-compassion levels of prospective teachers and the quality of classroom
interactions (Emerson et al., 2017; Jennings & Greenberg, 2009). Therefore, approaches that address
mindfulness and self-compassion in teacher education make an important contribution to
strengthening the professional identities of prospective teachers.

The Relationship Between Mindfulness and Achievement Goal Orientations

One of the basic approaches that affects individuals' motivation in learning processes and goal
setting is the achievement goal orientation theory. This theory is based on the self-determination
theory (Deci & Ryan, 1985), which was developed to explain the motivational patterns of individuals
as they pursue their goals. Self-determination theory seeks to understand whether individuals'
behaviors are driven more by intrinsic motivation or external pressures, and it accepts the
individual's perception of control as a crucial variable in the learning process. Dweck (1986) and
Ames & Archer (1988) addressed achievement goal orientations in two basic dimensions: mastery-
oriented and performance-oriented. While learning goal orientation reflects an intrinsic motivation
to acquire knowledge and develop competence, individuals endorsing this orientation typically tend
to view mistakes and difficulties as opportunities for improvement. (Ames, 1992; Dweck, 1986;
Dweck & Leggett, 1988; VandeWalle, 1997). On the other hand, in performance goal orientation,
individuals focus more on the evaluations of others about them and external rewards. For this
reason, fear of making mistakes and anxiety about failure are more common in these individuals
(Ames & Archer, 1988).

Recent work suggests that mindfulness-based practices may shape motivational profiles relevant to
achievement goal orientations (Kappes et al., 2023; Lee, 2020). However, evidence on the
motivational effects of mindfulness-based interventions remains inconsistent across studies. While
several studies report increases in mastery-approach goals and intrinsic motivation, others have
found negligible effects on avoidance-oriented goals, suggesting that mindfulness may not exert
uniform effects across all dimensions of achievement motivation (Donald et al., 2020; Howell & Buro,
2011). Nevertheless, these studies suggest that mindfulness practices can help individuals pursue
mastery-oriented goals and strengthen intrinsic motivation over extrinsic forms. Specifically, the 2x2
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achievement goal orientation model developed by Elliot and McGregor (2001) provides a
comprehensive framework for understanding how individuals set goals in academic and
professional contexts. The structure comprises two central dimensions: the content of the goal, which
distinguishes between mastery-oriented and performance-oriented goals, and the orientation of the
goal, defined by approach-driven or avoidance-driven motivation. Mastery-approach goals reflect
individuals’ intrinsic motivation to increase their competence and knowledge. Mastery-avoidance
goals express efforts to maintain the current level of competence.

On the other hand, performance-approach goals focus on the individual’s desire to surpass others.
However, performance-avoidance goals encompass strategies aimed at minimizing the fear of
appearing unsuccessful (Elliot & Harackiewicz, 1996; Elliot & McGregor, 2001). In the literature, it
has been demonstrated that a mastery-approach orientation is positively related to academic self-
regulation, the effective use of learning strategies, and academic achievement (Diseth, 2011; Pintrich,
2000). In contrast, a performance-avoidance orientation is associated with the use of superficial
learning strategies, low self-perception, and increased test anxiety (Bartels & Magun-Jackson, 2009;
Senko et al., 2011). In this context, supporting mastery-based and approach-oriented goals,
particularly in terms of the professional development of prospective teachers, has the potential to
enhance their pedagogical competence and teaching motivation in the long term.

Mindfulness practices can be an effective strategy for developing a mastery-oriented approach.
Mindfulness enables individuals to engage with their experiences in a non-judgmental and
constructive manner in times of failure or difficulty. This allows individuals to develop a positive
perspective toward learning by reducing performance pressure. Non-judgmental awareness and
acceptance help individuals focus on the learning process rather than external rewards, thereby
supporting intrinsic motivation and the adoption of mastery-oriented achievement goals (Dweck,
1986; Lee, 2020; Sercekman et al., 2024; Si et al., 2024).

Mindfulness has been linked to students' motivational orientations in academic settings. Within the
framework of the 2x2 achievement goal model (Elliot & McGregor, 2001), individuals with higher
levels of trait mindfulness are more likely to adopt mastery-approach goals, which emphasize
learning for its intrinsic value, personal growth, and the development of competence. Rather than
striving for external validation, these individuals prioritize self-improvement and active
involvement with educational content (Greeson et al., 2014). This orientation is frequently linked to
greater academic engagement, self-determined motivation, and persistence in the face of academic
challenges (Donald et al., 2020; Kuroda et al., 2022). Recent empirical findings further suggest that
mindfulness contributes to motivational outcomes, reinforcing its relevance in supporting adaptive
learning behaviors and outcomes.

Mastery-approach. Conceptual and empirical work has linked mindfulness to motivational processes
relevant to achievement goal orientations—including attentional self-regulation, acceptance, and
reduced reactivity (Bishop et al., 2004; Shapiro et al., 2006). For example, Mrazek et al. (2013) have
shown that mindfulness training improves students’ self-regulation and academic functioning. One
prominent area of focus is the mastery-approach orientation, which emphasizes learning, personal
growth, and the development of competence. Roeser et al. (2013) pointed out that prospective
teachers who participated in mindfulness training were more likely to adopt mastery-oriented goals.
This orientation enabled them to engage in the learning process with greater intrinsic motivation
and a deeper sense of meaning. These individuals also demonstrated stronger commitment and
were more inclined to interpret academic challenges or critical feedback as opportunities for
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development rather than threats to their competence.

According to the theory of achievement goal orientations proposed by Ames and Archer (1988),
individuals' attitudes toward the learning process are directly related to the type of motivation they
have. In this context, mindfulness supports individuals' intrinsic motivation, increases interest in
the learning process, and makes success a means of intrinsic satisfaction. This approach reduces
individuals' stress and anxiety levels, directing them toward long-term development-oriented goals
(Ames & Archer, 1988).

Mastery-avoidance. In contrast to mastery-approach orientations, which emphasize personal growth
and competence enhancement, mastery-avoidance orientations reflect individuals” concerns about
failing to achieve personal standards or fully mastering a task (Elliot & McGregor, 2001). Recent
literature has explored how mindfulness training interacts with these orientations (Howell & Buro,
2011; Neff et al., 2005; Roeser et al., 2013). Individuals characterized by mastery-avoidance
orientations typically perceive learning contexts through the views of potential inadequacy,
experiencing heightened anxiety over making mistakes or falling short of their own expectations
(Van Yperen et al., 2015). MBIs, by fostering present-moment awareness and acceptance of negative
emotions, appear to buffer against these maladaptive patterns (Howell & Buro, 2011). Specifically,
mindfulness training shifts attention away from excessive self-critical evaluations toward non-
judgmental engagement with the learning process, thereby reducing stress and anxiety associated
with mastery-avoidance goals (Brown et al., 2007; Neff et al., 2005).

Performance-approach. Performance-approach orientations emphasize demonstrating competence
relative to others and achieving externally defined standards (Elliot & Murayama, 2008). While these
orientations often yield positive academic outcomes such as enhanced effort and achievement, they
can simultaneously increase anxiety due to their inherently competitive nature and social evaluative
pressure (Senko et al., 2011). Recent studies indicate mindfulness training positively interacts with
performance-approach orientations by improving emotional regulation, consequently reducing
performance-related anxiety and promoting sustained engagement in challenging academic
contexts (Brown & Ryan, 2003; Shapiro et al., 2006). Mindfulness practices may also help individuals
maintain a balanced perspective regarding their self-worth independent of immediate performance
feedback, thus facilitating resilience in response to academic stressors (Howell & Buro, 2011; Roeser
et al., 2013). In this respect, supporting prospective teachers with mindfulness-based approaches
enables them to maintain their professional competence in a more balanced manner, thereby
mitigating the impact of external evaluations. It contributes to the development of a more resilient
and sensitive attitude toward the performance pressures they will encounter in future teaching
environments.

Performance-avoidance. Performance-avoidance orientations involve striving to avoid appearing
incompetent relative to peers, driven largely by concerns about negative evaluations and potential
failure (Elliot & McGregor, 2001). This orientation is consistently linked to maladaptive academic
outcomes, including anxiety, decreased persistence, and intrinsic motivation (Senko et al., 2011).
Recent studies suggest that mindfulness training may help mitigate the negative consequences
associated with performance-avoidance orientations by fostering emotional regulation, reducing the
tear of failure, and supporting an adaptive reaction to criticism (Howell & Buro, 2011; Shapiro et al.,
2006). Through enhanced present-moment awareness, individuals may become less preoccupied
with potential negative evaluations, thereby decreasing avoidance behaviors and improving their
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ability to cope effectively with performance-related stressors (Brown & Ryan, 2003; Roeser et al.,

2013). In this context, supporting prospective teachers with mindfulness-based approaches may not
only enhance their academic success and psychological well-being but also strengthen their capacity
to cope with the stress factors they will encounter in the future classroom environment and their
pedagogical flexibility.

In recent years, a growing number of MBIs have been implemented in teacher education programs
to promote emotional and psychological well-being by enhancing skills such as emotion regulation,
stress management, and resilience (Beuchel et al., 2022; Corthorn et al., 2024; Farb et al., 2010; Janssen
et al., 2024; Jennings et al., 2013; Zenner et al., 2014). These interventions have shown promising
effects on reducing stress and improving teachers” emotional functioning (Sperling et al., 2023).
However, much of the existing research has primarily focused on immediate emotional processes,
overlooking dispositional psychological traits such as trait mindfulness, perceived self-compassion,
and achievement goal orientations, factors that play a crucial role in long-term well-being and
professional competence (Brown & Ryan, 2003; Ferrari et al.,, 2019). Trait mindfulness has been
associated not only with improved emotional regulation and self-awareness but also with the
adoption of adaptive achievement goal orientations, such as mastery-approach goals, which support
intrinsic motivation and persistence (Donald et al., 2020; Howell & Buro, 2011). Likewise, self-
compassion contributes to greater resilience and psychological health across diverse populations
(Ferrari et al., 2019). On the other hand, studies conducted with prospective teachers remain limited,
and the effects of MBIs on these variables have not been sufficiently examined.

In response to this gap, the present study aims to examine the impact of an MBI on prospective
teachers’ levels of perceived mindfulness, self-compassion, and achievement goal orientations. By
doing so, we aim to expand the current understanding of how mindfulness-based practices can
impact critical competencies that support both personal growth and professional preparedness in
future educators.

Method

Design and Participants

In this quasi-experimental study, a non-equivalent control group pretest—posttest design was
employed. Using nonprobability convenience sampling, prospective teachers from a public
university in Tiirkiye were recruited. An announcement for the 8-week online mindfulness-based
program was published on the university website, and 46 applications were received. Random
assignment was not feasible due to fairness considerations, as all applicants had already expressed
their intention to receive the intervention. Therefore, groups were formed according to the order of
applications to ensure fair access. To facilitate effective implementation, participation in the
intervention group was limited to 21 individuals who received the program. At the same time, the
remaining 25 participants comprised the control group and completed only the measurement
instruments. Before the intervention, both groups completed pretest questionnaires assessing trait
mindfulness, self-compassion, and achievement goal orientations. Ethics approval for this study was
obtained from the Human Research Ethics Committee of Zonguldak Biilent Ecevit University
(March 28, 2023; No. 143).

Measurement Instruments

Three measurement instruments were administered to both the intervention and control groups at
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two time points to assess changes in perceived trait mindfulness, achievement goal orientations, and
self-compassion levels.

The Mindful Attention Awareness Scale (MAAS). The MAAS (Brown & Ryan, 2003) is a 15-item self-
report scale that measures trait mindfulness. Responses are rated on a six-point Likert scale, ranging
from 1 (almost always) to 6 (almost never). The items are framed as negative statements, reflecting
the concept of mindlessness (e.g., “I find myself doing things without paying attention”). Thus,
lower scores indicate a higher level of trait mindfulness.

The MAAS (Brown & Ryan, 2003) was used in this study because it assesses dispositional present-
moment attention, a core mechanism targeted by MBI. The scale is sensitive to changes following
such programs and provides a brief and practical format suitable for pre—post experimental designs.
The Turkish adaptation by Ozyesil et al. (2011) demonstrated satisfactory reliability and construct
validity in Turkish samples. The Cronbach’s alpha coefficient of internal consistency and the
correlation of test-retest stability for the Turkish version of the scale were 0.80 and 0.8, respectively
(Ozyesil et.al, 2011).

The 2 x 2 Achievement Goal Orientations Scale (AGOS). Achievement goal orientations were measured
in line with the 2x2 achievement goal model proposed by Elliot and McGregor (2001). We used the
Turkish 2x2 Achievement Goal Orientations Scale developed by Akin (2006) to operationalize
mastery- and performance-based approach and avoidance goals. The instrument comprises 26 items
on a five-point Likert scale with four subdimensions: mastery-approach (8 items), mastery-
avoidance (5 items), performance-approach (7 items), and performance-avoidance (6 items). Each
dimension score is calculated by summing the scores of the corresponding items. Higher scores
indicate a stronger orientation toward that achievement goal. In the original Turkish validation,
Cronbach’s alpha coefficients were 0.92, 0.97, 0.97, and 0.95 for the respective subscales (Akin, 2006).
This instrument provides a comprehensive framework for examining motivation within the
achievement goal theory and allows for distinguishing adaptive (e.g., mastery—approach) from less
adaptive (e.g., performance-avoidance) tendencies.

The Self-Compassion Scale (SCS). The SCS is a five-point Likert scale (1 = almost never to 5 = almost
always) designed to assess self-compassion using 26 self-report items (Neff, 2003b). The scale
consists of six subscales: self-kindness, self-judgment, common humanity, isolation, mindfulness,
and over-identification. The total self-compassion score is obtained by summing the mean score for
each of the six subscales, then summing the mean scores of the subscales. Higher total scores indicate
a high level of self-compassion. The subscale scores are used as measures of six dimensions (Neff et.
al, 2019). Self-compassion represents a key psychological mechanism cultivated through MBIs and
is conceptually linked to reduced self-criticism and enhanced emotional regulation. The Turkish
version of the SCS has 24 items, as two items were removed due to unsatisfactory item statistics
(Deniz et al., 2008). The Cronbach’s alpha and test-retest stability coefficients of the Turkish version
of the SCS were 0.89 and 0.83, respectively.

Intervention Procedure

The mindfulness-based intervention was implemented by the first researcher, who had over seven
years of experience in MBSR and had undergone specialized training and supervision in the field.
The researcher’s instructional methods were assessed based on the Mindfulness-Based Intervention
Teaching and Learning Criteria (Crane et al., 2013). The intervention was implemented between May
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4 and June 22, 2023, concluding with the final session. During the program, participants engaged in

a series of mindfulness practices designed to deepen their understanding and practice of
mindfulness. Additionally, an orientation session was held two days prior to the first session of the
intervention, which included greetings and introductions to the participants. The program was
delivered online via Zoom.

The mindfulness program consisted of eight sessions designed to help participants enhance their
mindful awareness and integrate these skills into their daily lives. Each session lasted approximately
3 hours, except for the sixth, which was the silent retreat session. In the first session, participants
were provided with an overview of the mindfulness practices, including grounding meditation,
body scan, and mindful eating, aimed at cultivating present-moment awareness and encouraging
daily practice. The second session elaborated on mindful breathing, sitting meditation, and a five-
phase breath meditation, supported by mindfulness-based movement practices to enhance somatic
awareness and integrate mindfulness into daily practices. The third session incorporated
mindfulness into yoga, facilitating the shift from cognitive processes to bodily awareness. It included
grounding meditation, mindfulness-based movement, body awareness practice, and group
discussion. The fourth session focused on self-compassion, incorporating self-compassion-oriented
grounding meditation and trauma-sensitive movements to enhance emotional well-being. In the
fifth session, participants explored strategies for handling difficult emotional states with
compassion, facilitated by self-compassion-based meditation, grounding meditation, and trauma-
sensitive movements. The sixth session focused on enhancing awareness of stress responses
through body scan, mindful movement, and sitting meditation. Within the same session, a brief
segment reviewed stress-management techniques and emphasized the experiential understanding
of stress. Following the sixth session, a 6-hour silent retreat included a structured sequence of
practices, body scan, sitting meditation, walking meditation, mindful movement, and mindful
eating, designed to deepen mindfulness and integrate self-compassion. The seventh session
prompted participants to reflect on the silent retreat and internalize their practice, introducing the
concept of neuroplasticity to highlight how mindfulness can influence brain plasticity. Finally, the
eighth session emphasized the importance of maintaining practices beyond the program, reflecting
on the entire mindfulness experience, and introducing concepts such as wisdom for embedding
mindfulness in everyday life. The participants were encouraged to continue applying mindfulness
as a transformative way of life, reinforcing that mindfulness is not just a skill learned over 8 weeks
but an ongoing practice that extends beyond the program into everyday life. One week after the last
session of the program, the participants were administered the same measurement instruments to
obtain the posttest measures.

All participants completed both the pretest and posttest measures and attended every session of the
program, resulting in full participation with no attrition or missing data. Although home practice
time was not formally monitored, participants were reminded at the end of each session to engage
in self-directed practice during the week. They were encouraged at the beginning of the next session
to reflect on and share their experiences.

Data Analysis

To evaluate the effectiveness of the 8-week MBI on trait mindfulness, self-compassion, and the four
types of achievement goal orientation (mastery-approach, mastery-avoidance, performance-
approach, performance-avoidance), analysis of covariance (ANCOVA) was conducted on the
adjusted posttest scores of each outcome variable, using the pretest scores as covariates. Prior to
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conducting the analyses, relevant assumptions of ANCOVA were examined, including normality,
homogeneity of variances, homogeneity of regression slopes, and linearity between the covariate
and dependent variables. The Shapiro-Wilk tests indicated that all outcome variables were
approximately normally distributed (p > .05), except performance-avoidance (W = 0.96, p = .008).
However, the QQ plot and histogram for the performance-avoidance scores did not show extreme
deviations from normality. Furthermore, the skewness and kurtosis coefficients of this outcome’s
scores were 1.08 and 1.41, respectively, both within acceptable ranges of normality (Tabachnick &
Fidell, 2013). Levene's tests for equality of variances revealed no significant differences in the group
variances for all outcome variables (p > .05). Visual inspections of the scatterplots of pretest and
posttest scores indicated linear relationships for all outcome variables. Homogeneity of regression
slopes was assessed by testing the interaction effects between the pretest scores and the grouping
variable. The interaction terms were not significant in any of the ANCOVA models (p > .05). In the
final models, the parameters were estimated after removing the interaction terms. The partial eta-
squared values were reported as an effect size index and interpreted according to Cohen’s (1988)
guidelines: small (< 0.06), medium (< 0.14), and large (= 0.14). The JAMOVI software was used for
all statistical analyses (The Jamovi Project, 2025).

Results

Mindfulness: The descriptive statistics showed that the intervention group (M =37.2, SD =11.5) had
lower posttest scores of perceived mindlessness than the control group (M = 44.8, SD = 11.0),
meaning that the intervention group had higher perceived mindfulness. The results indicated that
the pretest scores were significant predictors of the posttest scores (F (1, 39) = 33.1, p < .001),
suggesting that the participants” initial beliefs about their mindfulness predicted their subsequent
perceived mindfulness level. After adjusting for the pretest scores, the effect of intervention
remained significant, F (1, 39) = 17.2, p < .001, with a large effect size; n% = .31, reflecting that the
intervention accounted for approximately 31% of the variance in the posttest scores beyond the
influence of participants” initial mindfulness levels. The adjusted means indicated that the
intervention group (M_adj = 35.5, SE = 1.85) had lower scores than the control group (M_adj = 46.5,
SE = 1.85). These results suggest that the 8-week mindfulness intervention program had a positive
and significant effect on participants' perceived mindfulness levels.

Self-compassion: The intervention group (M =73.4, SD =10.8) had higher posttest scores of perceived
self-compassion than the control group (M = 63.6, SD = 13.1). The pretest scores were significantly
related to the posttest scores, F (1, 39) =4.39, p = .04, suggesting that the initial self-compassion views
of the participants had an impact on their subsequent self-compassion levels. The difference between
the posttest scores was still found significant after controlling for the pretest differences between the
groups, F (1, 39) =10.09, p =.003, with a large effect size; % = .21, indicating that approximately 21%
of the variance in posttest scores was attributable to the intervention after controlling for
participants’ initial self-compassion levels. The adjusted mean of the intervention group (M_adj =
74.3, SE =2.55) was higher than that of the control group (M_adj=62.7, SE =2.55). Thus, we conclude
that the 8-week mindfulness intervention program had a strong positive effect on perceived self-
compassion.

Mastery-approach: The intervention group (M =4.36, SD =0.28) achieved higher posttest scores on the
mastery-approach goal orientation than the control group (M = 3.71, SD = 0.51). The results
highlighted that the pretest score was a significant predictor of the posttest score, F (1, 39) =20.3, p <
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.001, suggesting that the participants’ mastery approach goal orientation predicted their subsequent

mastery-approach goal orientation. The effect of intervention on the posttest scores was still
significant after controlling for the pretest differences between the groups, F(1, 39) = 18.0, p < .001
with a large effect size; % = .31, indicating that approximately 31% of the variance in the posttest
scores was explained by the intervention beyond the influence of participants’ initial mastery-
approach goal orientation levels. Based on the adjusted means, the intervention group (M_adj=4.27,
SE = 0.08) had higher scores than the control group (M_adj = 3.80, SE = 0.08). These results suggest
that the 8-week mindfulness intervention program had a strong positive effect on mastery-approach
goal orientation.

Mastery-avoidance: The intervention group (M =2.97, SD = 0.73) had slightly higher post-test scores
on the mastery-avoidance goal orientation than the control group (M =2.85, SD = 0.64). The results
indicated that the pretest scores were significantly related to the posttest scores, F (1, 39) =17.77, p <
.001, suggesting that the participants’” initial mastery-avoidance goal orientation predicted their
subsequent mastery-avoidance goal orientation. However, the effect of the intervention on the
posttest scores was not significant, F (1, 39) = 0.02, p = .885, n% = 0.001. The adjusted means of the
intervention group (M_adj = 2.90, SE = 0.13) and the control group (M_adj = 2.92, SE = 0.13) were
similar to one another. These results suggest that the 8-week mindfulness intervention program did
not affect mastery-avoidance goal orientation levels after adjusting for pretest differences.

Performance-approach: The descriptive statistics revealed that the treatment group (M =2.14, SD =
0.84) achieved lower posttest scores for performance-approach goal orientation compared to the
control group (M =2.31, SD =0.78). The pretest score was a significant predictor of the posttest score,
F (1, 39) = 49.45, p < .001. After adjusting for the pretest scores, the effect of intervention on the
posttest scores was still significant, F (1, 39) = 5.34, p = .026 with a moderate effect size; n% = .12,
indicating that the intervention accounted for approximately 12% of the variance in the posttest
scores beyond the influence of participants’ initial performance-approach goal orientation levels.
The adjusted mean of the treatment group (M_adj=2.03, SE =0.12) was lower than that of the control
group (M_adj =2.42, SE = 0.12). These results suggest that performance-approach goal orientation
diminished after the intervention.

Performance-avoidance: The intervention group (M = 2.13, SD = 0.84) had lower posttest scores of
performance-avoidance goal orientation than the control group (M = 2.32, SD = 0.65). The
participants” initial performance-avoidance goal orientation predicted their subsequent
performance-avoidance goal orientation, F (1, 39) = 20.78, p < .001. However, the effect of the
intervention on the posttest scores was not significant, F (1, 39) =2.37, p=.132, % =.057. The adjusted
means of the intervention group (M_adj = 2.08, SE = 0.13) and the control group (M_adj=2.37, SE =
0.13) were similar. Therefore, we conclude that the 8-week mindfulness intervention program did
not have an impact on performance-avoidance goal orientation.

Additionally, we examined the potential gender effect on the pretest and posttest scores of all
outcome variables. The independent groups t-tests were conducted for most outcomes, while the
Welch test was used for the pretest scores of mastery-approach goal orientation due to the violation
of the homogeneity of variances assumption. All tests produced nonsignificant results at the .05
significance level. Thus, we conclude that the pretest and posttest scores did not differ by gender.
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Discussion

The purpose of this study was to examine the effects of the 8-week MBI on prospective teachers’ trait
mindfulness, self-compassion, and achievement goal orientations. The findings yielded three main
results. First, the mindfulness program appeared to be an effective intervention in nurturing
mindfulness, self-compassion, and mastery-approach goal orientation. Second, the performance-
approach goal orientation level diminished after the intervention. Third, MBI did not substantially
impact mastery-avoidance and performance-avoidance goal orientations.

The results of the current study confirmed our initial hypothesis, revealing that the 8-week MBI had
a significantly positive effect on the levels of trait mindfulness among prospective teachers. This
finding is consistent with previous studies, which have reported that MBIs can lead to measurable
increases in dispositional mindfulness over time (Brown & Ryan, 2003; Carmody & Baer, 2008; Liu
etal., 2024a). Furthermore, a growing number of recent empirical studies focusing on undergraduate
populations have confirmed that MBIs significantly enhance trait mindfulness, offering further
support for the present findings (Alrashdi et al., 2023; Josefsson et al., 2014; Kuroda et al., 2022; Liu
et al., 2024b; Zuo et al., 2023). The increase in trait mindfulness observed in this study suggests that
regular mindfulness practice may support the development of sustained present-moment awareness
and attentional control, which are essential components of psychological functioning in educational
contexts (Brown & Ryan, 2003). Notably, Liu et al. (2024b) demonstrated similar outcomes among
university nursing students, highlighting that an 8-week MBI significantly improved trait
mindfulness levels even up to six months after the intervention. These findings collectively
underscore the efficacy of MBIs in promoting enduring changes in mindfulness traits among
university populations, including prospective teachers.

In contrast to our findings, Leggett (2010) reported no significant change in mindfulness after a
three-session intervention, suggesting that the brief duration may have offered insufficient
exposure. Similarly, several recent studies have also reported negligible or short-lived
improvements in mindfulness following brief or low-dose interventions (Alrashdi et al., 2023; Si et
al.,, 2024; Sperling et al., 2023; Taylor et al., 2021), suggesting that duration and sustained practice are
critical for measurable gains. Likewise, Gockel et al. (2013) found no post-test gains on the MAAS;
an increase emerged only at follow-up on the Freiburg Mindfulness Inventory (FMI), alongside
improvements in self-efficacy. This pattern likely reflects the modest, course-embedded dose and
irregular home practice, as well as elevated anxiety during the early practicum phase. It may also
stem from differences between measures—the MAAS, which taps attentional monitoring (Brown &
Ryan, 2003), and the FMI, which captures attitudinal facets such as acceptance and nonjudgment
(Walach et al., 2006) —which can delay or mute observable changes in mindfulness.

The second hypothesis that the 8-week mindfulness intervention had a positive effect on perceived
self-compassion was supported by the findings of the present study. As Kabat-Zinn (1993) suggests,
the goal of mindfulness is to confront and embrace present-moment reality, encompassing physical
and psychological distress and pain. Additionally, this implies that improving mindfulness may
facilitate the cultivation of self-compassion, as mindfulness practice promotes acceptance of one's
thoughts and emotions. Neff & Dahm (2015) stated that mindfulness and self-compassion are
interrelated and reinforcing concepts. While mindfulness cultivates present-moment awareness and
encourages individuals to acknowledge emotional experiences without judgment, it simultaneously
supports the development of self-compassion by fostering a kinder and more accepting attitude
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toward one’s own complex thoughts and emotions. Consistent with the present findings, recent

meta-analytic and experimental evidence demonstrates that MBISs reliably enhance self-compassion
across educational, clinical, and community contexts (Evans et al., 2018; Felton et al., 2015; Newsome
et al., 2012; Schutte & Malouff, 2025; Shapiro et al., 2007). Such improvements appear to be a central
mechanism through which MBIs foster emotional balance and adaptive coping, reflecting an
increased capacity for nonjudgmental awareness and self-kindness.

The findings of this study suggest that MBIs may facilitate a meaningful shift in participants’
achievement goal orientations by encouraging greater endorsement of mastery-approach goals,
which reflect a self-determined focus on learning, personal growth, and the intrinsic value of
developing competence. Students who adopt mastery goals are more likely to use a range of
strategies to monitor and regulate their cognition (Pintrich, 2000). Attention and self-regulation skills
play a crucial role in the development of metacognitive processes. At this point, mindfulness
practices increase individuals' cognitive awareness by allowing them to focus on their immediate
experiences with an open and non-judgmental attitude, enabling them to notice and manage their
thoughts and emotions more consciously (Bishop et al.,, 2004; Holzel et al., 2011). Therefore,
individuals with high levels of mindfulness are likely to exhibit more adaptive and strategic
behaviors in the process of achieving their academic goals. In this way, mindfulness may help
individuals regulate their cognitive processes more effectively, thereby enhancing the use of
learning strategies and fostering academic engagement commonly associated with mastery-oriented
students. As described by Dweck and Leggett (1988), students who adopt a mastery goal orientation
tend to interpret their academic successes and failures in more adaptive ways, such as attributing
failure to effort rather than to fixed ability. For instance, a prospective teacher with a mastery goal
orientation may mindfully reflect on student feedback without defensiveness, using it as an
opportunity for professional growth and skill development. This enables them to adapt their
approach and refine their cognitive strategies as they encounter challenges. Despite experiencing
failure, mindfulness enables the student to confront the setback with a non-judgmental perspective,
perceiving it as an opportunity for growth rather than a personal defeat. By maintaining focus and
reflection, individuals may evaluate the failures, modify their techniques, and persist in refining
their approach. This resilience, cultivated via mindfulness, enables individuals to remain dedicated
to their mastery objective and ultimately enhance their performance over time. These findings can
be interpreted through the lens of Self-Determination Theory (Deci & Ryan, 2000), which posits that
mindfulness supports the fulfillment of basic psychological needs for autonomy, competence, and
relatedness —needs that underlie intrinsic motivation and sustained goal engagement.

While specific studies directly linking MBIs to significant improvements in mastery-approach goal
orientation are limited, existing research suggests a positive relationship between mindfulness and
achievement-oriented goals. In line with the findings of this study, Howell and Buro (2011) found
that students who maintain a present-focused and receptive state of consciousness are more inclined
to embrace a mastery-approach goal orientation. Lesniak (2020) also observed a significant and
positive correlation between mindfulness and mastery-approach goals. This conclusion may be
attributed to participants in the mindfulness condition demonstrating a higher level of mastery
motivation, enhanced by the nonjudgmental awareness fostered by mindfulness techniques in
learning. Wolters (1998) found that college students' adoption of mastery goals was positively
associated with the regulation of intrinsic motivation, such as self-efficacy, interests, and values.
However, mastery-approach goals were negatively related to the use of external regulation
strategies, such as using rewards to regulate effort and motivation. Regulation of intrinsic
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motivation also plays a crucial role in mindfulness practice, as it enables one to be more attentive
and open to one’s internal processes and emotions. This can help individuals understand their self-
efficacy and natural interests. External regulation strategies can conflict with mindfulness, as
mindfulness encourages one to explore motivation based on internal experiences rather than
external rewards and validation. Thus, mindfulness practice can guide one to explore one's own
intrinsic motivation and self-worth, rather than relying on external rewards. From the perspective
of Achievement Goal Theory (Elliot & McGregor, 2001), the observed increase in mastery-approach
orientations suggests that mindfulness may facilitate more self-determined forms of motivation by
reducing performance-contingent concerns and promoting adaptive goal regulation.

Our findings suggested that participants’” performance-approach goal orientation became less
prominent following the 8-week mindfulness intervention. This shift aligns with evidence
suggesting that mindfulness primarily supports adaptive goal regulation by fostering intrinsic,
mastery-oriented motivations rather than externally driven, competitive aims. For instance, Kappes
et al. (2023) demonstrated that mindfulness enhances autonomous goal regulation processes, which
often reduce emphasis on performance-approach motives. Additionally, Kuroda et al. (2022) found
that increases in trait mindfulness predicted decreases in externally validated goals, including
performance-approach orientations. These findings suggest that MBIs may facilitate a transition
away from achievement strategies centered on social comparison toward more internally regulated,
growth-focused motivations. As individuals engage in mindfulness practices, they cultivate a non-
judgmental awareness of their thoughts and behaviors, which can decrease the emphasis on external
validation and comparison with others (Kabat-Zinn, 1990). In turn, this shift encourages students to
focus on intrinsic goals, such as personal growth and mastery, rather than performance-driven goals
aimed at surpassing others. This process is supported by research showing that mindfulness can
lead to a greater orientation toward mastery goals and intrinsic motivation (Lesniak, 2020).
Therefore, it is reasonable to conclude that the mindfulness intervention in this study facilitated a
shift away from a performance-approach goal orientation to a mastery-approach orientation.

The findings of our study indicate that an 8-week MBI yielded no statistically significant change in
mastery-avoidance or performance-avoidance goals. This result is consistent with existing
theoretical frameworks regarding the mechanisms of mindfulness. Mindfulness is conceptualized
as a combination of attentional control, as well as curiosity, openness, and acceptance orientations
toward experience (Bishop et al., 2004). The Intention-Attention-Attitude (I-A-A) model, developed
by Shapiro and colleagues, proposes that these components enhance self-regulation, action aligned
with personal values, and flexible responses through "reperceiving," thereby fostering an approach-
goal orientation (Shapiro et al., 2006). Avoidance-oriented goals (mastery-avoidance and
performance-avoidance) are, on the other hand, associated with higher anxiety and lower self-
efficacy profiles, characterized by sensitivity to evaluation, fear of failure, and rumination (Elliot &
McGregor, 2001; Senko et al., 2011). This psychological profile may make it difficult for short-term,
generalized MBIs to induce rapid and direct restructuring of such avoidance goals. The inherent
nature of avoidance goals, which involves resisting or attempting to control internal experiences,
may conflict with the fundamental principles of mindfulness: acceptance and non-judgment. MBIs
may produce qualitative changes in attitudes toward avoidance goals (e.g., reduced reactivity to fear
of failure) while being less effective at altering the goals themselves; this suggests a shift in appraisal
rather than a quantitative reduction in the endorsement of avoidance-goal orientations. Conversely,
the same intervention may more readily activate approach-goal orientations through mechanisms
such as acceptance and self-compassion. The comparatively greater improvements observed in
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approach-oriented outcomes in this study are consistent with this theoretical account. Nevertheless,

these patterns may not generalize uniformly across cultural contexts, as cultural norms surrounding
self-compassion, achievement, and failure are likely to moderate how MBIs influence approach- and
avoidance-related motivations (Heine et al., 1999; Neff et al., 2008).

The lack of significant change in avoidance-oriented goals may also be related to the duration and
intensity of our intervention. Mindfulness-based interventions typically produce gradual changes
through sustained practice and repeated exposure to mindfulness principles, which lead to cognitive
restructuring over time. It is therefore plausible that a longer or more intensive mindfulness practice
might be required to influence the deeper motivational and affective mechanisms underlying
avoidance goals. Moreover, avoidance-oriented tendencies often reflect persistent cognitive and
emotional patterns, such as fear of failure or sensitivity to negative evaluation, which the standard
components of our intervention may not fully address. Integrating elements that explicitly target
these mechanisms—such as cognitive restructuring, value-based goal clarification, or graded
exposure exercises inspired by cognitive behavioral therapy and acceptance and commitment
therapy—may impact the effectiveness of mindfulness approaches in modifying avoidance
dimensions.

The present findings carry meaningful implications for teacher education policy and curriculum
development. Integrating mindfulness-based components into prospective teacher training can
enhance emotional regulation, self-awareness, and reflective practice —competencies increasingly
recognized as essential for effective teaching and professional resilience (Darling-Hammond &
Hyler, 2020; OECD, 2025). Embedding structured MBIs within teacher preparation curricula may
thus contribute to cultivating emotionally balanced and self-regulated educators who can sustain
well-being and instructional quality in demanding educational contexts. Such integration aligns
with contemporary policy and research directions emphasizing teacher well-being, professional
growth, and socio-emotional competence as central dimensions of quality education (Greenberg et
al., 2016; Jennings et al., 2019; UNESCO & International Task Force on Teachers for Education 2030,
2024).

Limitations and Future Directions

This study has several limitations that should be considered when interpreting the findings,
particularly regarding the generalizability of the results. The first limitation concerns the scope of its
sampling. Due to constraints in participant access, a non-probability convenience sampling method
was employed. The total sample consisted of only 46 participants. Although the small sample size
was intentionally kept limited to maintain the integrity of the intervention process, it restricts the
generalizability of the findings. It may have affected the robustness of the statistical analyses. Also,
the individuals who expressed interest in participating were likely particularly inclined toward
mindfulness. Such a tendency may have introduced self-selection bias, thereby limiting the
generalizability of the findings. Furthermore, group allocation was not determined through random
assignment, which may have further constrained the external validity of the results. Future studies
employing randomized controlled designs are recommended to strengthen causal inferences and
enhance generalizability.

In this study, we intentionally excluded an intervention for the control group to isolate the effects of
the mindfulness program relative to participants who did not engage in any structured activity.
However, the absence of an active control condition limits the ability to determine whether the
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observed effects were specific to mindfulness practice or reflected general effects of participating in
a structured program, such as increased social interaction or expectations of improvement. Future
studies could address this limitation by including an active control group engaging in alternative
interventions. For instance, Falsafi (2016) compared an 8-week MBI with a yoga-only
intervention and found that self-compassion increased exclusively in the mindfulness group.
Likewise, Modrego-Alarcon et al. (2021) demonstrated that a mindfulness-based program yielded
greater reductions in stress and more substantial gains in self-compassion than a relaxation-based
active control. Collectively, these findings highlight the importance of incorporating active
comparison groups (e.g., yoga, relaxation) in future MBI research to isolate mindfulness-specific
mechanisms more precisely.

This study was conducted with prospective teachers. Therefore, the findings may not be directly
generalizable to other educational populations. Future research could extend this work to practicing
teachers and even educational administrators to explore potential differences across professional
contexts. Moreover, as the intervention was delivered online, the variability in participants’ physical
environments during mindfulness practice may have influenced the outcomes. Replicating the
intervention in a face-to-face setting would help determine whether delivery mode affects the
outcomes. Additionally, it is crucial to assess the sustainability of the observed benefits of MBIs on
perceived mindfulness and self-compassion. Longitudinal follow-up studies are necessary to
determine whether the positive impacts achieved in the intervention group are sustained over time.

Conclusions

The present study examined the effects of an 8-week MBI on mindfulness, perceived self-
compassion, and achievement goal orientations among prospective teachers. Two key findings
emerged. First, participation in the MBI was associated with increased levels of mindfulness, self-
compassion, and mastery-approach orientation. Second, the intervention did not influence
avoidance goals and was accompanied by a decrease in performance-approach goals. Taken
together, mindfulness-based programs serve as a potentially useful approach for supporting
personal and motivational resources in teacher education. However, further research is needed to
confirm the robustness and generalizability of these effects.
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OZET

MAKALE BILGISi

Bilingli farkindalik, 6gretmenlerin 6z-diizenleme becerilerini ve genel iyi oluslarmni
gliclendirmeye yonelik kanita dayali bir yaklasim olarak egitim alaninda giderek daha
fazla kabul gérmektedir. Bu yar1 deneysel arastirmada, sekiz haftalik bilingli farkindalik
temelli miidahalenin, 6gretmen adaylarinin algilanan bilingli farkindalik, 6z-sefkat ve
basar1 hedef yonelimleri iizerindeki etkileri incelenmistir. Katilimcilar deney ve kontrol
gruplarma atanmis; veri toplama araglari on test ve son test asamalarinda
uygulanmistir. ANCOVA analizleri, deney grubunun kontrol grubuna kiyasla bilingli
farkindalik ve 0Oz-sefkat diizeylerinde anlaml artislar ile ustalik-yaklasma hedef
yoneliminde yiikselme gosterdigini ortaya koymustur. Buna karsilik, miidahalenin
ustalik-kaginma ve performans-kaginma hedefleri iizerinde anlamh bir etkisi
bulunmamis, performans-yaklasma hedeflerinde ise diisiisle iliskilendirilmistir.
Bulgular, bilingli farkindalik temelli miidahalelerin 6gretmen egitimi programlarina
entegre edilmesinin kisisel kaynaklar1 ve motivasyonel yonelimleri giiclendirme
potansiyeline sahip oldugunu gostermektedir. Miidahalenin kalicithgimni ve etki
mekanizmalarimi degerlendirebilmek i¢in daha genis 6rneklemlerle ve izlem Slgtimleri
iceren randomize ¢alismalara ihtiya¢ duyulmaktadir. Bu calisma, 6z-sefkat ve basari
motivasyonu perspektiflerini biitiinlestirerek 6gretmen egitiminde bilingli farkindalik
temelli yaklagimlar {izerine yapilan arastirmalara katki sunmakta ve bu yaklasimlarin
Ogretmen adaylarmin  kisisel uyum ile motivasyon becerilerini nasil
giiclendirebilecegine dair anlayis1 derinlestirmektedir.
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Giris

Son yillarda egitim alaninda Ogretmenlerin biitiinciil olarak desteklenmesi gerektigine iliskin
farkindalik giderek artmaktadir. Bu bakis agis1, 6gretmenligin yalnizca teknik bir etkinlikten ibaret
olmadigini, kisisel ve mesleki boyutlar1 biitiinlestiren kapsamli bir yaklagim gerektirdigini
vurgulamaktadir. Bu baglamda, bilingli farkindalik temelli yaklasimlar mesleki yeterlikleri ve kisisel
iyi olusu destekleyen stratejiler sunarak 6gretmen egitimi alaninda rol oynamaktadir (Carroll ve
digerleri, 2022; Emerson ve digerleri, 2017; Roeser ve digerleri, 2013). Bilingli farkindalik temelli
yaklagimlarin incelenmesi bakimindan 6gretmen adaylari, 6nemli bir arastirma grubu olarak
goriilmektedir; ¢iinkii hizmet 6ncesi donem, kisisel farkindalik, duygu diizenleme ve motivasyonel
yonelimlerin bicimlenmeye bagladigy kritik bir gelisimsel donem olarak kabul edilmektedir
(Greenberg, 2009; Roeser ve digerleri, 2012). Bu yeterliklerin erken donemde gelistirilmesi,
bireylerin 6gretmenlik meslegine adim attiklarinda daha yiiksek diizeyde iyi olus ve mesleki uyum
yetkinligi sergilemelerine katki saglayabilmektedir. Tiirkiye baglaminda, 6gretmen adaylarn
ornekleminde bilingli farkindalik ve iliskili kavramlara yonelik ampirik arastirmalarin simirli oldugu
goriilmektedir (Aslan-Gordesli ve Ornek, 2022; Demirci Seyrek ve digerleri, 2025; Giirpmar ve Ikiz,
2022). Ayrica, 0gretmen egitimi programlarinda iyi olus ve 6z-diizenleme bilesenlerinin yer almasi,
ancak son yillarda énem kazanmaya baslamistir (Aslan-Gordesli, 2022). Bu gruba odaklanmak,
ulusal ve uluslararasi bilingli farkindalik literatiiriinde var olan bir boslugun giderilmesine katki
saglayacaktir.

Bilingli farkindalik temelli yaklagimlarin, 6gretmenlerin ve 6gretmen adaylarinin duygusal denge,
psikolojik dayaniklilik ve pedagojik yeterlik diizeyleri tizerinde etkili oldugu 6nceki arastirmalarda
ortaya konmustur (Flook ve digerleri, 2013; Jennings ve digerleri, 2011; Meiklejohn ve digerleri,
2012). Ayrica, bu stratejilerin 6z farkindaligin gelisimini ve 6z-sefkatin giiclenmesini destekledigini,
dolayisiyla 6gretmen adaylarimin duygusal dengeyi korumalarina katki sagladigmi gosteren
kanitlar bulunmaktadir (Hwang ve digerleri, 2019; Neff ve Germer, 2013). Duygusal dayaniklilik ve
0z-sefkatin desteklenmesi, yalnizca iyi olusa degil, ayn1 zamanda bireyin 6grenme siirecine yonelik
tutum ve yaklasimina da katki saglamaktadir (Jennings ve digerleri, 2013). Bu baglamda, basar:
hedef yonelimi; bireylerin 6grenmeye iliskin egilimlerini, motivasyon diizeylerini, akademik
amaglarin1 ve mesleki tutumlarini etkileyen temel bir yap1 olarak 6ne ¢ikmaktadir (Dweck ve
Leggett, 1988, Midgley ve digerleri, 2001). Bu degiskenlerin birlikte ele alinmasi, O0gretmen
adaylarinin duygusal ve mesleki gelisimlerini destekleyen egitim programlarimin gerekliligine isaret
etmektedir (Jennings ve Greenberg, 2009). Ancak, 6gretmen adaylarini dgretmenlik mesleginin
stresli yonleriyle basa ¢ikma konusunda donatmay1 amaglayan programlarin sayis: sinirlidir (Roeser
ve digerleri, 2012). Ogretmenlerin iyi olusunu desteklemeye yonelik mesleki gelisim araglarinin
yetersiz diizeyde kullanim, tiikenmislik riskini artirmakta ve meslege yonelik olumsuz tutumlarin
gelisimine zemin hazirlamaktadir (Jennings ve Greenberg, 2009). Egitim psikolojisi alanindaki son
gelismeler, Ozellikle 6gretmen adaylarinin psikolojik iyi olusu {izerindeki etkisi hala yeterince
aydinlatilamamigs bir alan olarak goriilen bilingli farkindaligin daha derinlemesine anlasilmasi
geregini vurgulamaktadir (Nataraj ve Reddy, 2022).

Oz-diizenleme kuramu cercevesinde, bilingli farkindalik, 6z-sefkat ve basar1 hedef yonelimleri;
uyarlanabilir motivasyon ile psikolojik iyi olusun birbiriyle iligkili bilesenleri olarak
degerlendirilmektedir. Bilingli farkindalik, bireyin diisiince ve duygulariyla asir1 6zdeslesmeden,
aciklik ve yargisizlikla simdiki an deneyimine siirekli dikkat yoneltmesini ve bu yolla farkindalik
gelistirmesini icermektedir (Brown ve Ryan, 2003; Kabat-Zinn, 1994). Bu alic1 farkindalik, 6z-sefkatin
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gelisimi icin bir temel olusturmaktadir. Oz-sefkat, bireyin zorluklar karsisinda asir1 6z elestiriye
yonelmek yerine, kendine nezaketle yaklasmasini ve ortak insanlik halini denge ile kabul etmesini
icermektedir (Neff, 2003a). Bilingli farkindalik ve 6z-sefkat, duygusal dengeyi ve psikolojik esnekligi
giiclendirerek 6grenmeye yonelik yaklasimi desteklemekte ve performanstan kaginma egilimlerini
azaltmaktadir (Howell ve Buro, 2011; Mosewich ve digerleri, 2019). Bu yaklasima gore, bilingli
farkindalik 6z-sefkat iceren tepkiler icin gerekli olan farkindalig1 gelistirirken, 0z-sefkat bu
farkindaligr destekleyici bir motivasyon egilimine doniistiirmektedir. Sonug olarak, bu nitelikleri
gelistiren bireyler, daha yiiksek diizeyde ig¢sel motivasyon, kararlilik ve iyi olusla 0grenme
hedeflerini stirdiirmekte; 6gretmen egitimi baglaminda ise farkindalik temelli becerilerini uyumlu
hedef yonelimleriyle biitiinlestirmektedir.

Bilingli Farkindalik

Genel olarak, bilingli farkindalik; bireyin dikkatini bilingli olarak simdiki ana yoneltmesi ve
yasantilarin acgik, yargisiz bir tutumla kabul etmesi olarak kavramsallastirilmaktadir (Kabat-Zinn,
1994). Bu kavram, bireylerin diisiincelerini nesnel olarak gézlemlemelerine olanak taniyarak bilissel
stirecleri desteklemekte, dayaniklihg1 artirarak duygu diizenlemeye katki saglamakta ve stres
yOnetimini iyilestirerek psikolojik iyi olusu gliglendirmektedir (Guendelman ve digerleri, 2017;
Holzel ve digerleri, 2011; Zhang ve Fathi, 2024). Bishop ve digerlerine (2004) gore, bilingli farkindalik
iki temel bilesenden olugsmaktadir: simdiki ana yonelik farkindalik ve bilissel kaliplar ile duygusal
durumlarin yargisizca kabulii. Bu iki bilesen, egitimcilerin zihinsel siirecleri, duyussal durumlari ve
bedensel duyumlarina yonelik farkindalik gelistirmelerine olanak tanimakta ve bu farkindalik sinif
iklimine de olumlu yansimaktadir (Jennings ve Greenberg, 2009).

Egitimde Bilingli Farkindaligin Rolii

Son yillarda, egitimcilerin mesleki zorluklarla basa ¢ikma ve duygusal dayanikliliklarin
gliclendirme stireglerinde bilingli farkindaligin etkisine yonelik ilgi artmaktadir (Beuchel ve
digerleri, 2022; de Carvalho ve digerleri, 2021; Roeser ve digerleri, 2022; Taylor ve digerleri, 2021).
Kabat-Zinn’in (1994) ortaya koydugu bilingli farkindalik ilkeleri, egitimcilerin dikkatlerini simdiki
ana yoneltmelerine, 6grencileri yargilamadan dinlemelerine ve daha bilingli 6gretim kararlari
almalarma olanak taniyarak 6gretme ve 6grenme siiregleri arasindaki uyumun giiclendirilmesine
katki saglamaktadir. Bu ilkeler; simdiki ana yonelik farkindalik, yargisizlik ve kabulden
olusmaktadir. Bilingli farkindalik, stres yonetimi, dikkat ve sabir gelistirme gibi temel siireglere
odaklanmakta (Bishop ve digerleri, 2004; Flook ve digerleri, 2013; Lutz ve digerleri, 2008) ve bu
yoniiyle egitimcilerin mesleki ortamlarda karsilastiklar1 sorunlarla basa ¢kmalarim
desteklemektedir. Ogretmenler, bilissel ve duygusal dengeyi korumak, sinif ici stresi azaltmak ve
ogrencilerle sakin, olumlu bir etkilesim kurmak amaciyla bilingli farkindalik temelli stratejiler
uygulayabilirler (Emerson ve digerleri, 2017; Jennings ve digerleri, 2017; Taylor ve digerleri, 2022).
Son arastirmalar, bilingli farkindaligin, gelecegin egitimcilerinin psikolojik iyi olusunun 6nemli
yordayicilarindan biri oldugunu gostermektedir (Birchinall ve digerleri, 2019; Hue ve Lau, 2015;
Kyte, 2016, Lomas ve digerleri, 2017). Ornegin, Birchinall ve digerleri (2019), bilingli farkindalik
diizeyi yiiksek olan ogretmen adaylarmin stresle daha iyi basa g¢iktiklarini ve titkenmislige karsi
daha direncgli olduklarim1 ortaya koymustur. Hue ve Lau (2015), 6gretmenlerin duygusal iyi
oluslarini desteklemek amaciyla bilingli farkindalik temelli yaklasimlarin egitim sistemine
sistematik olarak dahil edilmesi gerektigini one siirmiistiir. Buna paralel olarak, Kyte (2016), bilingli
farkindalik egitiminin 6gretmen adaylarinin mesleki 6z yeterliliklerini gii¢lendirdigini ve smif
yonetiminde daha etkili olmalarini sagladigini belirtmistir. Ayrica, son arastirmalar 6gretmenlerin
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bilingli farkindalik diizeyleri ile 6gretmen-ogrenci iliskisi arasinda olumlu bir iliski oldugunu
gostermektedir (Becker ve digerleri, 2017; Wang, 2023). Bilingli farkindaliga yonelik artan ilgi ve
farkl gruplar tizerindeki olasi yararlar1 géz oniinde bulunduruldugunda, bilingli farkindalik temelli
uygulamalarin Ogretmenler tiizerindeki etkilerinin kapsamli degerlendirilmesi biiyiik 6nem
tasimaktadir. Bu tiir degerlendirmeler, 6zellikle psikolojik destegin giiclendirilmesinin yararl
olabilecegi 6gretmen adaylar1 gibi gruplarda, bilingli farkindalik temelli uygulamalarin iyi olus,
duygu diizenleme ve mesleki performans tizerindeki etkilerine dair 6nemli bilgiler sunarak mesleki
etkililigin artmasina katki saglayabilir. Ancak, bu alandaki arastirmalarin sayis: oldukga smirlidir.

Universite dgrencileri iizerinde yiiriitiilen sistematik tarama arastirmalari, bilingli farkindalik
temelli uygulamalarin depresyon, anksiyete ve stres diizeylerini anlaml diizeyde azalttigini; duygu
diizenleme, Oz-sefkat ve genel yasam kalitesiyle de olumlu yonde iligkili oldugunu ortaya
koymustur (Alrashdi ve digerleri, 2023; Grossman ve digerleri, 2004; Hofmann ve digerleri, 2010;
Khoury ve digerleri, 2013, 2015; Zuo ve digerleri, 2023). Ozellikle ogretmenlik gibi stres diizeyi
yliksek mesleklere hazirlanan bireylerde, 6z farkindalik, duygusal tepkilerini yonetebilme ve
tiikenmislikten korunma becerileri gibi alanlarda bu tiir programlarin énemli katkilar sagladig:
literatiirde sik¢a vurgulanmaktadir (Khoury ve digerleri, 2015; Zhang ve digerleri, 2021).

Bilingli Farkindalik Temelli Stres Azaltma programinin Ogretmenler ve Ogretmen adaylar
tizerindeki etkililigini inceleyen uygulamali arastirmalar, olumsuz psikolojik belirtilerin
azalmasinin yani sira siif yonetimi, empati becerileri ve 6gretim motivasyonu gibi mesleki yeterlik
alanlarinda da olumlu etkiler yarattigini gostermistir (Hwang ve digerleri, 2017; Zhang ve digerleri,
2021). Ayrica, farklh ortamlarda (6rnegin yiiz yiize veya ¢evrimigi) uygulanan bilingli farkindalik
temelli programlarin kisa vadeli etkilerinin, psikolojik iyi olus ve mesleki hazirbulunusluk agisindan
surdiiriilebilir katkilar sundugunu ortaya koyan arastirmalar bulunmaktadir (Alrashdi ve digerleri,
2023; Hofmann ve digerleri, 2010).

Son on yilda, Tiirkiye’de egitim baglaminda yiiriitiilen bilingli farkindalik arastirmalarinda belirgin
bir artis gozlenmektedir. Ogretmenlerle yapilan calismalar, dgretimde bilingli farkindaligin
tikenmisligi azalttigim1 ve bu iliskinin kismen smif yonetimi 06z yeterligindeki artisla
aciklanabildigini gostermektedir (Aslan-Gordesli, 2022). Benzer sekilde, giincel bulgular, bilingli
farkindalik temelli 6gretimin, 6gretmenlerin prososyal davranislarini giiglendirerek olumlu kisisel
ozelliklerini destekledigini ortaya koymaktadir (Aslan-Gérdesli ve Ornek, 2022). Metodolojik
acidan, Ogretimde Bilingli Farkindalik Olgegi'nin Tiirkce uyarlamasi, bu yapilarm Tiirkiye
baglaminda incelenmesi i¢in gegerli bir 6l¢gme aracit sunmaktadir (Aslan-Gordesli ve digerleri, 2019).
C)gretmen adaylar1 arasimnda bilingli farkindaligin daha yiiksek biligsel esneklik ve daha diisiik
diizeyde psikolojik belirtilerle iliskili oldugu belirtilirken (Giirpinar ve Ikiz, 2022), diger bir
aragtirma, Tiirk 6gretmenler arasinda psikolojik esnekligin, bilingli farkindalik ve sefkatle iligkili
siiregleri birbirine baglayan bir mekanizma oldugunu gostermektedir (Demirci Seyrek, 2025). Ttiim
bu bulgular degerlendirildiginde, egitimde bilingli farkindalik tizerine Tiirkge literatiiriin giderek
genisledigi, ancak 0gretmen egitimi alaninda heniiz yeterince derinlesmedigi goriilmektedir. Bu
durum, konunun sistematik olarak incelenmesine ve program diizeyinde entegrasyonuna duyulan
ihtiyac1 vurgulamaktadir.

Ogretmenlerin kargilastig1 artan kaygi ve stres goz oniinde bulunduruldugunda (Corthorn ve
digerleri, 2024; Doan ve digerleri, 2023; Janssen ve digerleri, 2024; Kush ve digerleri, 2022), bilingli
tarkindalik uygulamalarinin 6gretmenlerin iyi oluslarini ve mesleki etkinliklerini artirmada énemli
katkilar saglayabilecegi belirtilmektedir. Roeser ve digerleri (2012), bilingli farkindalik egitiminin
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egitimcilerin mesleki gelisim siireclerinde temel bir destek sistemi islevi goriip gormedigini

incelemistir. Arastirmanin bulgulari, bilingli farkindalik temelli egitime katilan O6gretmenlerin
mesleki tiikenmislik belirtilerinde azalma yasadigini, stresi daha saglikli yonettiklerini ve sinif igi
davranis yonetiminde daha basarili olduklarini gostermektedir. Bu tiir uygulamalar, 6gretmenlerin
mesleki zorluklar karsisinda daha direngli hale gelmelerine ve olumlu bir duygusal iklimde
calismalarma katki saglamaktadir. Dolayisiyla bilingli farkindalik temelli yaklagimlar,
ogretmenlerin hem duygusal hem de mesleki dayanikliliklarini giiglendiren bir destek araci olarak
one ¢ikmakta ve ayni zamanda 6gretmen adaylarinin gelecekte karsilasacaklar1 mesleki zorluklarla
daha etkili diizeyde basa ¢ikmalarima yardimci olabilecek bir potansiyel tasimaktadir.

Bilincli Farkindalik ve Oz—§eﬂcut Arasmndaki Iliski

Bilingli farkindalik ve 6z-sefkat kavramlari, bireylerin psikolojik sagliklar: tizerinde olumlu etkiler
yaratan iki temel unsur olarak kabul edilmektedir. Neff (2003a), 6z-sefkati bireyin kendine empati,
kabul ve igsel destek gostermesini igeren bir siire¢ olarak tanimlamaktadir. Bu kavramsallastirma,
bireylerin kendilerine kars1 daha anlayish olabilmeleri i¢in gerekli ii¢ temel bilesene dayanmaktadir:
0z-sefkat, ortak insanlik hali ve bilingli farkindalik.

Oz-sefkat, bilingli farkindalikla yakindan iligkili bir beceridir ve bireyin icinde bulundugu ana
yargisizca yaklasmasini desteklemektedir. Bilingli farkindalik, bireyi mevcut deneyimlerini agik bir
tutumla kabullenmeye tesvik ederken; 6z-sefkat, kisinin zorluklar karsisinda kendine kars1 daha
anlayisli, destekleyici ve kabul edici bir tutum benimsemesini saglayarak bu siireci
derinlestirmektedir (Germer ve Neff, 2013; Neff, 2003a; Neff ve Dahm, 2015). Onceki arastirmalar,
bilingli farkindaligin 6z-sefkatin gelisimi icin bir temel olusturdugunu ve her iki kavramin birlikte
uygulandiginda psikolojik iyi olusu desteklemede daha etkili oldugunu ortaya koymaktadir (Bluth
ve Blanton, 2014, Hofmann ve digerleri, 2010). Bu baglamda, bilingli farkindalik temelli
uygulamalarin, bireylerin i¢sel deneyimlerine yargisizca yaklasmay: 6grenmelerini ve sonug olarak
kendilerine kars1i daha sefkatli ve hosgoriilii bir tutum gelistirmelerini saglayarak o0z-sefkati
destekleyen bir mekanizma islevi gordiigii kabul edilmektedir (Neff, 2003a).

Meta-analiz bulgulari, bilingli farkindalik uygulamalarinin 6z-sefkat diizeylerini anlaml diizeyde
artirdigini ve bunun dolayl olarak duygu diizenleme, stresle basa ¢ikma ve psikolojik dayaniklilik
tizerinde olumlu etkiler yarattigimi gostermektedir (Bluth ve Eisenlohr-Moul, 2017; Khoury ve
digerleri, 2013; Zuo ve digerleri, 2023). Ozellikle iiniversite 6grencileri ve 6gretmen adaylariyla
ylriitiilen arastirmalarda, artan 6z-sefkatin hem akademik hem de duygusal isleyiste arac1 bir rol
uistlendigi saptanmistir (Alrashdi ve digerleri, 2023; Hwang ve digerleri, 2017).

C)gretmenler siklikla stres, zaman yonetimi giigliikleri ve mesleki belirsizliklerle karsilagsmakta; tiim
bu etmenler, 6zellikle meslegin ilk yillarinda, duygusal dayamklilig1 zayiflatabilmektedir. Meta-
analiz bulgulari, 6gretmenlerin bu tiir mesleki stres kaynaklarina maruz kaldiklarinda tiikenmislik,
kayg1 ve psikolojik sikint1 yasama risklerinin arttigini gostermektedir (Zarate ve digerleri, 2019;
Zhang ve digerleri, 2021). Bu durum, mesleki yeterlik algisin1 ve smif igi etkilesimlerin niteligini
olumsuz etkileyebilmektedir. Egitim siirecinde 0z-gsefkat becerilerinin gelistirilmesi, mesleki
motivasyonun stirdiiriilmesinde ve zorluklarla daha uyumlu olarak basa ¢ikilmasinda 6nleyici bir
rol oynayabilmektedir. Nitekim arastirmalar, 6z-sefkatin yalnizca duygusal dayaniklilig1 artirmakla
kalmayip 6gretmen adaylarinin mesleki gelisimini destekledigini, daha olumlu bir benlik algisinin
olusumuna katkida bulundugunu ve biitiinciil gelisimi destekledigini ortaya koymaktadir
(Beaumont ve digerleri, 2016; Bluth ve Blanton, 2014; Neff ve Germer, 2013). Sonug olarak, bilingli
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farkindalik bireylerin i¢sel deneyimlerini yargilamadan kabul etme kapasitesini giiglendirmektedir.
Oz-sefkat ise, daha nazik ve empatik bir kendine yonelik tutumu desteklemektedir. Bu iki kavram
birlikte degerlendirildiginde, 6gretmen adaylarinin psikolojik iyi olusu ve mesleki dayaniklilig
gliclenmektedir.

Son yillarda gergeklestirilen deneysel ve meta-analitik aragtirmalar, bilingli farkindalik ile 6z-sefkat
arasinda pozitif iligskiye isaret etmektedir (Neff ve Germer, 2013; Schutte ve Malouff, 2025; Wasson
ve digerleri, 2020). Bu dogrultuda, Schutte ve Malouff (2025) meta-analiz ¢alismasinda, 41 bagimsiz
orneklemden elde edilen bulgulara dayanarak, bilingli farkindalik ve 6z-sefkat arasinda orta ila
giiclii diizeyde pozitif bir iliski bulundugunu ortaya koymustur. Benzer olarak, Neff ve Germer’in
(2013) randomize kontrollii calismasinda, Bilincli Farkindalik Temelli Oz-sefkat programina
katilimin bilingli farkindalik ve 6z-sefkat diizeylerinde anlaml artislar sagladig1 belirlenmistir.
Ayrica, Wasson ve digerleri (2020) meta-analiz ¢alismasinda, bilingli farkindaliga dayali
uygulamalarin saglik profesyonellerinin 6z-sefkat diizeyini artirmada etkili oldugunu gostermistir.
Bu bulgular bir arada degerlendirildiginde, bilingli farkindalik ile 6z-sefkatin birbirini tamamlayan
yapilar oldugu anlasilmaktadir. Her iki becerinin gelistirilmesinin, 6gretmen adaylarmin psikolojik
iyi olusu ve mesleki dayaniklili1 tizerinde olumlu etkiler yaratabilecegi diistintilmektedir.

Bu etkilesim, Ogretmen adaylarmin mesleki gelisimleri agisindan da temel bir dayanak
olusturmaktadir. Arastirmalar, bilingli farkindalik ve 0z-sefkatin birlikte gelistirilmesinin
Ogretmenlerin stresle basa ¢ikma, 0z-yeterlik, tiikenmisligi énleme ve sif yonetimi becerileri
tizerinde olumlu etkiler yarattigini1 gostermektedir (Jennings ve digerleri, 2017; Neff ve Germer,
2013; Roeser ve digerleri, 2012). Ozellikle duygusal emegin yiiksek oldugu ogretmenlik gibi
mesleklerde, bireyin kendi ig¢sel deneyimlerine kars1 agik, kabullenici ve destekleyici bir tutum
benimsemesinin psikolojik dayaniklilik ve mesleki islevsellik agisindan Onleyici bir rolii vardir.
Bilingli farkindalik temelli miidahalelerin, 6gretmen adaylarmin 6z-sefkat diizeylerini ve smif igi
etkilesimlerinin niteligini artirmada etkili oldugu ortaya konmustur (Emerson ve digerleri, 2017;
Jennings ve Greenberg, 2009). Bu dogrultuda, 6gretmen egitiminde bilingli farkindalik, 6z-sefkat ve
basar1 hedef yonelimi kavramlarini temel alan yaklasimlar, 6gretmen adaylarmin mesleki
kimliklerinin gii¢lendirilmesine katkida bulunmaktadir.

Bilingli Farkindalik ile Bagar1 Hedef Yonelimleri Arasindaki Tliski

Bireylerin 6grenme siireglerinde ve hedef belirleme yontemlerinde motivasyonlarini etkileyen temel
yaklagimlardan biri Basar1 Hedef Yonelimi Kurami'dir (Elliot ve McGregor, 2001). Bu kuram,
bireylerin hedeflerine ulasma siirecindeki motivasyonel Oriintiileri aciklamak amaciyla
gelistirilen 6z-belirleme kuramina dayanmaktadir (Deci ve Ryan, 1985). Oz-belirleme kurami,
bireylerin davraniglarin1 yonlendiren siireglerin igsel motivasyonla ya da digsal diizenlemelerle nasil
yapilandigini agiklayan ve kontrol algisini belirleyen bir degisken olarak gormektedir. Dweck (1986)
ile Ames ve Archer (1988), basar1 hedef yonelimlerini iki temel boyutta ele almaktadir: ustalik
yonelimi ve performans yonelimi. Ustalik yonelimi, bilgi edinme ve yetkinlik gelistirme
konusundaki i¢sel motivasyonu yansitmakta; bu yonelimi benimseyen bireyler hatalar1 ve zorluklar:
ogrenme firsatlar1 olarak gorme egiliminde bulunmaktadir (Ames, 1992; Dweck, 1986; Dweck ve
Leggett, 1988; VandeWalle, 1997). Buna karsilik, performans yonelimine sahip bireyler, baskalarinin
kendileri hakkindaki degerlendirmelerine ve digsal ddiillere daha fazla odaklanmakta; bu nedenle
hata yapma korkusu ve basarisizlik kaygisi bu bireylerde daha yaygin olarak goriilmektedir (Ames
ve Archer, 1988).
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Son yillarda yapilan c¢alismalar, bilingli farkindalik temelli uygulamalarin basar1 hedef

yonelimleriyle iliskili motivasyonel profilleri sekillendirebilecegini one siirmektedir (Kappes ve
digerleri, 2023; Lee, 2020). Ancak, bu miidahalelerin motivasyonel etkilerine iliskin bulgular
calismalar arasinda tutarsizlik gostermektedir. Bazi arastirmalarda, ustalik-yaklasma hedeflerinde
ve igsel motivasyonda artis goriiliirken; bazilarinda kaginma yonelimli hedeflerde anlamh
degisimlere rastlanmamistir. Bu durum, bilingli farkindaligin basar1 motivasyonunun tiim
boyutlarinda tek tip etki gostermeyebilecegini diisiindiirmektedir (Donald ve digerleri, 2020;
Howell ve Buro, 2011). Bununla birlikte, genel olarak bulgular, bilingli farkindalik temelli
uygulamalarin bireylerin ustalik yonelimli hedefleri siirdiirmelerine ve igsel motivasyon bigimlerini
gliclendirmelerine yardimc olabilecegini gostermektedir. Elliot ve McGregor (2001) tarafindan
gelistirilen 2x2 bagar1 hedef yonelimi modeli, bireylerin akademik ve mesleki baglamlarda nasil
hedef belirlediklerini anlamak i¢in kapsamli bir kuramsal gergeve sunmaktadir. Bu model iki temel
boyut icermektedir: hedefin igerigi (ustalik yonelimli ve performans yonelimli hedefler) ve hedefin
yonelimi (yaklasma yonelimli veya kaginma yonelimli motivasyon). Ustalik-yaklasma hedefleri,
bireylerin yeterliliklerini ve bilgilerini artirmaya yonelik igsel motivasyonlarini yansitmaktadir.
Ustalik-kaginma hedefleri, mevcut yeterlilik diizeyini koruma c¢abalarmi ifade etmektedir.
Performans-yaklasim hedefleri, bireyin bagkalarindan onde olma arzusuna odaklanmakta;
performans-kaginma hedefleri ise basarisiz goriinme korkusunu en aza indirmeyi amaglayan
stratejileri kapsamaktadir (Elliot ve Harackiewicz, 1996; Elliot ve McGregor, 2001). Alanyazinda,
ustalik-yaklasma yoneliminin akademik 6z-diizenleme, etkili 6grenme stratejilerinin kullanimi ve
akademik basariyla pozitif iliskili oldugu ortaya konmustur (Diseth, 2011; Pintrich, 2000). Buna
karsilik, performans-kaginma yoneliminin yiizeysel 6grenme stratejileri, diisiik 6z-alg1 ve artan
smav kaygisiyla iligkili oldugu bulunmustur (Bartels ve Magun-Jackson, 2009; Senko ve digerleri,
2011). Bu kapsamda, 6zellikle 6gretmen adaylarinin mesleki gelisimi agisindan ustalik ve yaklasma
yonelimli hedeflerin desteklenmesi, uzun vadede pedagojik yeterlik ve 6gretim motivasyonunun
artirilmasina katki saglayabilecek bir yaklagim olarak degerlendirilmektedir.

Bilingli farkindalik uygulamalari, ustalik yonelimli bir yaklagimin gelisimini destekleyen etkili bir
yontem olarak goriilmektedir. Bilingli farkindalik, bireylerin basarisizlik ya da zorluk yasadiklar
durumlarda deneyimleriyle yargilayici olmayan ve yapici bir sekilde etkilesim kurmalarina olanak
tanimaktadir. Bu tutum, performans baskisini azaltarak bireylerin 6grenme stirecine yonelik daha
olumlu bir bakis acis1 gelistirmelerine yardimc olmaktadir. Yargilayici olmayan farkindalik ve
kabul, bireylerin digsal ddiiller yerine 6grenme siirecine odaklanmalarini desteklemekte; boylece
igsel motivasyonu ve ustalik yonelimli basar1 hedeflerinin benimsenmesini gii¢lendirmektedir
(Dweck, 1986; Lee, 2020; Sercekman ve digerleri, 2024; Si ve digerleri, 2024).

Bilingli farkindalik, oOgrencilerin akademik ortamlardaki motivasyonel yonelimleriyle
iliskilendirilmektedir. 2x2 basar1 hedef yonelimi modeli (Elliot ve McGregor, 2001) gercevesinde,
daha yiiksek diizeyde bilingli farkindaliga sahip bireylerin, igsel degerleri, kisisel gelisimi ve
yetkinliklerini artirmaya yonelik ustalik-yaklasma hedeflerini benimseme olasiliklarinin daha
yliksek oldugu belirtilmektedir. Bu bireyler, digsal onay arayisina girmek yerine kisisel gelisimlerine
odaklanmakta ve 6grenme siirecine etkin katihm gostermektedir (Greeson ve digerleri, 2014). Bu
yonelim, genellikle daha yiiksek diizeyde akademik katilim, motivasyon ve akademik zorluklar
karsisinda sebatla iliskilendirilmektedir (Donald ve digerleri, 2020; Kuroda ve digerleri, 2022).
Arastirmalar, bilingli farkindaligin motivasyonel siireclerini giiclendirerek bireylerin islevsel
ogrenme davranislarini ve sonuglarini destekledigini gostermektedir.

Ustalik-Yaklagsma Yonelimi. Arastirmalar, bilingli farkindaligin basar1 hedef yonelimleriyle iligkili
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motivasyonel siireclerle baglantili oldugunu ortaya koymaktadir. Bu siiregler arasinda dikkatin 6z-
diizenlenmesi, kabul ve azalmis tepkisellik yer almaktadir (Bishop ve digerleri, 2004; Shapiro ve
digerleri, 2006). Ornegin, Mrazek ve digerleri (2013), bilingli farkindalik egitiminin grencilerin 6z-
diizenleme becerilerini ve akademik islevselliklerini gelistirdigini gostermistir. Bu baglamda, 6ne
cikan temel alanlardan biri 6grenmeyi, bireysel gelisimi ve yeterlik kazanimini vurgulayan ustalik-
yaklagsma yonelimidir. Roeser ve digerleri (2013), bilingli farkindalik temelli bir egitime katilan
ogretmen adaylariin ustalik-yaklasma hedeflerini benimseme olasiliginin daha yiiksek oldugunu
belirtmistir. Bu yonelim, bireylerin 6grenme stirecine daha giiclii bir icsel motivasyon ve derinlesmis
bir anlam duygusu ile katilmalarini saglamaktadir. Bu bireyler, 6grenme siirecine daha giiclii bir
baglilik gostermekte ve akademik zorluklar ile elestirel geribildirimleri, yeterliklerine yonelik bir
tehditten ziyade gelisim firsatlar1 olarak degerlendirmeye daha yatkin gortinmektedirler.

Ames ve Archer'in (1988) basar1 hedef yonelimleri kuramimna gore, bireylerin 6grenme siirecine
yonelik tutumlari, sahip olduklar1 motivasyon tiiriiyle dogrudan iliskilidir. Bu gergevede, bilingli
farkindalik, bireylerin igsel motivasyonunu giiclendirmekte, 6grenme siirecine yonelik ilgiyi
artirmakta ve bagariy1 igsel bir tatmin kaynagina doniistiirmektedir. Boylece bireyler, stres ve kaygi
diizeylerini azaltarak uzun vadeli, gelisim odakl1 hedeflere yonelme egilimi gostermektedir (Ames
ve Archer, 1988).

Ustalik-Kaginma Yonelimi. Bireysel gelisim ve yeterlik kazanimini vurgulayan ustalik-yaklasma
yonelimlerinin aksine, ustalik-kaginma yonelimi, bireylerin kendi belirledikleri standartlara
ulagsamama ya da bir gorevi tam olarak yerine getirememe konusundaki kaygilarmi yansitmaktadir
(Elliot ve McGregor, 2001). Literatiirde, bilingli farkindalik egitimi ile bu yonelim arasindaki iliskiyi
ele alan ¢alismalar bulunmaktadir (Howell ve Buro, 2011; Neff ve digerleri, 2005; Roeser ve digerleri,
2013). Ustalik-kaginma yOnelimi baskin olan bireyler, 6grenme durumlarini ¢ogu zaman olasi
yetersizlikler agisindan degerlendirir ve hata yapma ya da kendi beklentilerini karsilayamama
endisesiyle daha yogun bir kaygi yasarlar (Van Yperen ve digerleri, 2015). Bilingli farkindalik temelli
miidahalelerin, anlik farkindaligi artirarak ve olumsuz duygularin kabuliinii tesvik ederek bu
islevsiz bilissel kaliplara kars: bir tampon islevi gordiigii one stirtilmektedir (Howell ve Buro, 2011).
Bilingli farkindalik egitimi, dikkati asir1 6zelestirel degerlendirmelerden uzaklastirarak bireylerin
O0grenme silirecine yargisiz ve esnek olarak katilimini desteklemekte; boylece ustalik-kaginma
hedefleriyle iligkili stres ve kaygiy1 azaltmaktadir (Brown ve digerleri, 2007; Neff ve digerleri, 2005).

Performans-Yaklasma Yonelimi. Performans-yaklasma yonelimi, bireylerin baskalarina kiyasla
yeterliklerini gostermeye ve digsal Olclitlerle tanimlanan standartlara ulasmaya odaklandigini ifade
etmektedir (Elliot ve Murayama, 2008). Bu yonelim, artan ¢aba ve basar1 gibi olumlu akademik
ciktilarlailigskilendirilmekte; ancak rekabetci dogasi ve sosyal degerlendirme baskisi nedeniyle kaygt
diizeyini de artirabilmektedir (Senko ve digerleri, 2011). Literatiirde, bilingli farkindalik egitiminin
duygu diizenlemeyi giiclendirerek performans-yaklasma yonelimiyle olumlu bir etkilesim
gosterdigi; bu sayede performansla iligkili kaygiy1 azaltti$i ve zorlu akademik baglamlarda
surdiiriilebilir katilimi destekledigi goriilmektedir (Brown ve Ryan, 2003; Shapiro ve digerleri, 2006).
Ayrica bilingli farkindalik uygulamalari, bireylerin anlik performans geribildirimlerinden bagimsiz
olarak 6z-degerleriyle ilgili daha dengeli bir bakis agis1 siirdiirmelerine yardimci olmakta; boylece
akademik stres kaynaklar1 karsisinda dayaniklilig: artirmaktadir (Howell ve Buro, 2011; Roeser ve
digerleri, 2013). Bu dogrultuda, 6gretmen adaylarinin bilingli farkindalik temelli yaklagimlarla
desteklenmesi, mesleki yeterliklerini dissal degerlendirmelere karsi daha dengeli siirdiirmelerine
olanak saglamakta ve gelecekteki Ogretmenlik ortamlarinda karsilasabilecekleri performans
baskilarina karsi daha direngli ve farkindalikli bir tutum gelistirmelerine katki saglamaktadir.
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Performans-Kaginma Yonelimi. Performans-kaginma yonelimi, bireylerin ¢ogunlukla olumsuz

degerlendirmeler ve potansiyel basarisizlikla ilgili kaygilar tarafindan yonlendirildigi; akranlarina
gore yetersiz gorlinmekten kaginma egilimini yansitmaktadir (Elliot ve McGregor, 2001). Bu
yonelim, genellikle artan kaygi, azalan sebat ve zayiflayan i¢sel motivasyon gibi islevsiz akademik
sonuglarla iligkilendirilmektedir (Senko ve digerleri, 2011). Literatiirde, bilingli farkindalik
egitiminin, duygu diizenlemeyi tesvik ederek, basarisizlik korkusunu azaltarak ve elestirilere karsi
daha uyumlu tepkileri destekleyerek performans-kaginma yonelimiyle iliskili olumsuz sonuglar:
hafifletebilecegi one stiriilmektedir (Howell ve Buro, 2011; Shapiro ve digerleri, 2006). Gelismis anlik
farkindalik sayesinde, bireyler potansiyel olumsuz degerlendirmelere daha az odaklanmakta;
boylece kaginma davraniglari azalmakta ve performansla iligkili stres faktorleriyle daha iyi basa
cikabilmektedir (Brown ve Ryan, 2003; Roeser ve digerleri, 2013). Bu dogrultuda, 6gretmen
adaylarmin bilingli farkindalik temelli yaklasimlarla desteklenmesi, onlarin akademik basarilarini
ve psikolojik iyi oluslarim1 artirmanin yaninda, gelecekteki Ogretmenlik ortamlarinda
karsilasabilecekleri performans baskilarina karsi daha esnek ve direngli olmalarma katk:
saglamaktadir.

Son yillarda 6gretmen egitimi programlarinda, 6gretmenlerin duygusal ve psikolojik iyi oluslarini
desteklemek, ayrica duygu diizenleme, stres yonetimi ve dayaniklilik becerilerini gelistirmek
amaciyla bilingli farkindalik temelli miidahalelere giderek daha fazla yer verilmektedir (Beuchel ve
digerleri, 2022; Corthorn ve digerleri, 2024; Farb ve digerleri, 2010; Janssen ve digerleri, 2024;
Jennings ve digerleri, 2013; Zenner ve digerleri, 2014). Bu miidahalelerin stres diizeyini azalttig1 ve
ogretmenlerin duygusal islevselligini gii¢lendirdigine iliskin 6nemli bulgular vardir (Sperling ve
digerleri, 2023). Ancak mevcut calismalarin onemli bir boliimii anlik duygusal stireglere
odaklanmakta; uzun vadeli iyi olus ve mesleki yeterlik agisindan belirleyici olan egilimsel bilingli
farkindalik, algilanan 6z-sefkat ve basari hedef yonelimleri gibi egilimsel psikolojik 6zellikleri
¢ogunlukla goz ardi1 etmektedir (Brown ve Ryan, 2003; Ferrari ve digerleri, 2019). Bilingli farkindalik,
yalnizca gelismis duygu diizenleme ve Oz-farkindalikla degil, i¢sel motivasyonu ve sebati
destekleyen ustalik-yaklasma yoneliminin benimsenmesiyle de iliskilendirilmistir (Donald ve
digerleri, 2020; Howell ve Buro, 2011). Oz-sefkat de benzer sekilde, farkli 6rneklemlerde yliksek
dayaniklilik ve psikolojik iyi olugla baglantilh bulunmustur (Ferrari ve digerleri, 2019). Buna karsilik,
ogretmen adaylar1 {izerinde ytiriitiilen ¢alismalar sinirli kalmakta ve bilingli farkindalik temelli
miidahalelerin bu degiskenler iizerindeki etkileri yeterince incelenmemistir.

Bu calisma, bilingli farkindalik temelli bir miidahalenin, 6gretmen adaylarmm algilanan bilingli
farkindalik, 6z-sefkat ve basar1 hedef yonelimleri iizerindeki etkilerini incelemeyi amaglamaktadir.
Boylece, bilingli farkindalik temelli uygulamalarin gelecegin 6gretmenlerinde hem kisisel gelisimi
hem de mesleki hazirlig1 destekleyen bu temel yetkinlikleri nasil etkileyebilecegine iligkin mevcut
bilgi birikimini genisletmeyi hedeflemektedir.

Yontem

Arastirma Deseni ve Katilimcilar

Bu arastirma, yari deneysel desen kapsaminda, kontrol gruplu on test-son test model ile
yuriitilmistir. Uygun ornekleme yontemiyle, Tiirkiye’deki bir devlet iiniversitesinde 6grenim
goren Ogretmen adaylar1 ¢alismaya dahil edilmistir. Sekiz haftalik ¢evrimici bilingli farkindalik
temelli miidahale programi, {iniversitenin web sayfasi araciligiyla duyurulmus ve toplam 46
bagvuru almmistir. Katilimcilarin tamami goniillii olarak programa katilmak istedigini
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belirttiginden, rastgele atama yapilmasi uygun goriilmemistir. Bu nedenle, katiimcilarin bagvuru
sirasina gore gruplar olusturulmus; programin etkili yiiriitiilebilmesi i¢in deney grubu 21 kisiyle
smirlandirilmis, kalan 25 kisi ise kontrol grubunu olusturmustur. Kontrol grubundaki katilimcilar
herhangi bir miidahaleye dahil olmamus, yalnizca 6lgme araglarmi doldurmustur. Uygulama
oncesinde her iki gruptaki katilimcilara, bilingli farkindalik, 6z-sefkat ve basar1 hedef yonelimleri
diizeylerini belirlemeye yonelik 6n testler uygulanmistir. Bu calisma igin etik onay, Zonguldak
Biilent Ecevit Universitesi Insan Arastirmalar1 Etik Kurulu'ndan alinmistir (28 Mart 2023; No. 143).

Veri Toplama Araclar

Deney ve kontrol gruplarina, bilingli farkindalik, basar1i hedef yonelimleri ve 0z-sefkat
diizeylerindeki degisimi degerlendirmek amaciyla iki farkli 6l¢tim zamaninda {i¢ veri toplama araci
uygulanmistir.

Bilingli Farkindalik Olgegi (BIFO). Bilingli Farkindalik Olgegi (BIFO; Brown ve Ryan, 2003), egilimsel
bilingli farkindalik diizeyini 6l¢mek amaciyla gelistirilmis, 15 maddelik bir 6z-bildirim aracidir.
Katilimcilar, her bir maddeyi 1 (neredeyse her zaman) ile 6 (neredeyse hicbir zaman) arasinda
degisen 6'l1 Likert tipi bir olgek tizerinde derecelendirmistir. Maddeler, biling dis1 otomatik isleyis
(mindlessness) kavramini yansitan olumsuz ifadeler biciminde hazirlanmistir (6rnegin, “Yaptigim
seyin farkinda olmaksizin otomatige baglanmis gibi yapryorum.”). Bu nedenle, 6lgekten elde edilen
diistik puanlar daha yiiksek diizeyde egilimsel bilingli farkindaliga isaret etmektedir.

Bu calismada BIFO (Brown ve Ryan, 2003) kullanilmustir; ¢tinkii 6lgek, bilingli farkindalik temelli
uygulamalarin hedefledigi temel mekanizma olan egilimsel anlik farkindalig1 6l¢gmekte, ayrica bu
tiir programlar sonrasinda ortaya ¢ikan degisimlere duyarli olmasi ve 6n test—son test desenlerine
uygun, kisa ve pratik bir format sunmasi nedeniyle tercih edilmistir. Ozyesil ve digerleri (2011)
tarafindan Tiirkceye uyarlanan 6lgegin, Tiirk 6rneklemlerinde yeterli diizeyde giivenirlik ve yap1
gecerligine sahip oldugu goriilmiistiir. Olgegin Tiirkce formu igin Cronbach alfa i¢ tutarlilik
katsay1s1 .80 ve test—tekrar test korelasyonu .81 olarak rapor edilmistir (Ozyesil ve digerleri, 2011).

2 x 2 Basart Hedef Yonelimleri Olcegi. Basari hedef yonelimleri, Elliot ve McGregor'un (2001)
gelistirdigi 2 x 2 basar1 hedef modeline dayali olarak Olgiilmiistiir. Ustalik ve performans temelli
yaklasim ile kaginma hedeflerini islevsellestirmek amaciyla, Akin (2006) tarafindan gelistirilen
Tiirkge 2 x 2 Basar1 Hedef Yonelimleri C)lgegi kullanilmustir. Olgek, ustalik-yaklasma (8 madde),
ustalik-kaginma (5 madde), performans-yaklasma (7 madde) ve performans-kaginma (6 madde)
olmak tizere dort alt boyuttan olusan, 51i Likert tipinde toplam 26 maddelik bir 6lgektir. Her bir alt
boyut puany, ilgili maddelerin puanlarinin toplanmasiyla elde edilmistir; yiiksek puanlar, bireyin o
hedef yonelimine daha giiclii egilim gosterdigini ifade eder. Akin'in (2006) orijinal gegerlik ve
giivenirlik calismasinda Cronbach alfa katsayilari sirasiyla .92, .97, .97 ve .95 olarak rapor edilmistir.
Bu 0Olgek, basar1 hedef yonelimleri kurami gergevesinde bireylerin motivasyonel yonelimlerini
degerlendirmek icin kapsamli bir yap1 sunmakta ve uyarlanabilir (6rnegin, ustalik-yaklagsma)
yonelimlerin daha az uyarlanabilir (6rnegin, performans-kaginma) yonelimlerden ayirt edilmesine
olanak saglamaktadir.

Oz-Sefkat  Olgegi (0SO). Olgek, bireylerin 6z-sefkat diizeylerini degerlendirmek amaciyla
gelistirilmis, 26 maddeden olusan 5li Likert tipinde bir 6z-bildirim aracidir (1 = neredeyse hig, 5 =
neredeyse her zaman; Neff, 2003b). Olgek alt1 alt boyuttan olugsmaktadir: 6z-sefkat, 6z-yargilama,
ortak insanlik, izolasyon, farkindalik ve asir1 6zdeslesme. Toplam 6z-sefkat puany, her alt boyutun
ortalama puanlarmin birlestirilmesiyle hesaplanir; yiiksek puanlar, daha yiiksek diizeyde 6z-sefkat
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egilimini gostermektedir. Alt boyut puanlars, ilgili alt boyutlarin ayr Olgiitleri olarak kullanilabilir

(Neff ve digerleri, 2019). Oz-sefkat, bilingli farkindalik temelli miidahaleler araciligiyla gelistirilen
temel bir psikolojik mekanizma olup, kavramsal olarak azalmis 0z-elestiri ve gelismis duygu
diizenleme becerileriyle iligkilidir. Olgegin Tiirkce formu, iki maddenin ¢ikarilmasiyla 24 maddeden
olugsmaktadir (Deniz ve digerleri, 2008). Tiirkge formun Cronbach alfa ve test-tekrar test giivenirlik
katsayilar1 sirasiyla .89 ve .83 olarak rapor edilmistir.

Miidahale Siireci

Bilingli farkindalik temelli miidahale, alanda yedi y1l1 agskin deneyimi bulunan ve kapsamli egitim
ile slipervizyon siirecini tamamlamis olan birinci arastirmaci tarafindan yiiriitiilmiistiir.
Aragtirmacinin bilingli farkindalik temelli programlardaki egitim ge¢misi ve uygulayia yeterligi,
Bilingli Farkindalik Temelli Uygulama Ogretme ve Ogrenme Olgiitleri (Crane ve digerleri, 2013) esas
alinarak degerlendirilmistir. Program 4 May1s—22 Haziran 2023 tarihleri arasinda ytiriitiilmiis ve
sekiz oturum sonunda tamamlanmistir. Program siiresince katilimcilar, farkindalik becerilerini
derinlestirmeye ve giinliik yasantilarina dahil etmeye yonelik cesitli uygulamalara katilmistir.
Programin baglamasindan iki giin 6nce, katilimcilarin siirece hazirlanmasini ve programa uyumunu
kolaylastirmak amaciyla bir tanitim ve oryantasyon oturumu gergeklestirilmistir. Tiim oturumlar
¢evrimigi ortamda, Zoom platformu {izerinden yapilmistir.

Bilingli farkindalik programi, katihimcilarin farkindalik becerilerini gelistirmelerini ve bu becerileri
giinliik yagsamlarina yerlestirmelerini desteklemeyi amaclayan sekiz oturumdan olusmustur. Altinc
oturum disindaki tiim oturumlar yaklasik ii¢ saat stirmiistiir. Ik oturumda katilimeilar, koklenme
meditasyonu, beden taramasi ve farkindalikli yeme uygulamalariyla tanisarak farkindalik
kavramina genel bir giris yapmislardir. Bu uygulamalar, anda kalma becerisini giliglendirmeyi ve
farkindalik pratigini giindelik yasama tagimay1 hedeflemistir. Ikinci oturumda farkindalikli nefes
alma, oturma meditasyonu ve bes asamali nefes meditasyonu {izerinde durulmus; bedensel
farkindaligi artirmak amaciyla farkindalik temelli hareket uygulamalari eklenmistir. Uciincii
oturumda ise farkindaligin yogaya dahil edilmesiyle bilissel siireglerden bedensel farkindaliga gecis
desteklenmistir. Bu oturumda koklenme meditasyonu, farkindalik temelli hareketler, beden
farkindalig1 egzersizleri ve grup paylasimlari yer almistir. Dordiincii oturumda 6z-sefkat temasi
iizerine odaklanilmis, 6z-sefkat temelli koklenme meditasyonu ve duygusal iyilik halini destekleyen
travmaya duyarli hareketler bir araya getirilmistir. Besinci oturumda katihmcilar, zorlayic
duygusal durumlarla basa cikarken oOz-sefkat gelistirmeye yonelik meditasyon ve hareket
uygulamalariyla desteklenmistir. Altinct oturum, beden taramasi, farkindalik temelli hareket ve
oturma meditasyonu araciligryla stres tepkilerinin farkina varmaya odaklanmistir. Ayni oturumda
stres yonetimi teknikleri gozden gegcirilmis ve stresin deneyimsel olarak anlasilmasi tizerinde
durulmustur. Bu oturumun ardindan, farkindalif1 derinlestirmek amaciyla alti saatlik sessizlik
inzivasi gergeklestirilmistir. Inziva programi, beden taramasi, oturma ve yiiriime meditasyonlari,
bilingli hareket ve farkindalikli yeme uygulamalarini icermistir. Yedinci oturumda, sessizlik inzivasi
deneyimi {izerine yansitma yapilmis; katilimcilarin farkindalik uygulamalarini icsellestirmelerine
destek olunmustur. Bu oturumda ayrica noroplastisite kavrami tanitilmis ve farkindalik
uygulamalariin beyin iizerindeki etkilerine dikkat cekilmistir. Sekizinci ve son oturumda,
farkindalik uygulamalarmin program sonrasinda da stirdiiriilmesinin 6nemi vurgulanmis, edinilen
deneyimlere biitlinciil olarak odaklanilmis ve farkindaligi yasamin dogal akisina yerlestirmeye
iliskin bilgelik kavrami tartisilmistir. Katilimeilar, farkindaligy yalnmizca sekiz haftalik bir 6grenme
siireci degil, yasam boyu siirdiiriilebilir bir farkindalik bi¢imi olarak uygulamaya devam etmeleri
yoniinde desteklenmistir. Son oturumdan bir hafta sonra, miidahalenin etkilerini degerlendirmek
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amaciyla katilimcilara 6n testte kullanilan 6l¢gme araglar1 son test olarak yeniden uygulanmaistir.

Tiim katiimcilar hem 6n test hem de son test uygulamalarmi tamamlamis ve programimn tiim
oturumlarina eksiksiz katilmistir. Boylece herhangi bir katilimci kayb1 ya da veri eksikligi
yasanmamistir. Evde yapilan uygulamalar resmi olarak izlenmemekle birlikte, her oturumun
sonunda katilmcilara hafta boyunca bireysel pratiklerini siirdiirmeleri hatirlatilmis; bir sonraki
oturumun basinda ise bu deneyimlerini gozden gecirip paylasmalar tegvik edilmistir.

Veri Analizi

Sekiz haftalik bilingli farkindalik temelli programin bilingli farkindalik, 6z-sefkat ve dort tiir basar:
hedef yonelimi (ustalik-yaklagsma, ustalik-kaginma, performans-yaklasma, performans-kaginma)
tizerindeki etkisini incelemek amaciyla, her bir bagimli degiskenin diizeltilmis son test puanlar
tizerinde kovaryans analizi (ANCOVA) uygulanmistir. Analizlerde 6n test puanlari kontrol
degiskeni olarak modele dahil edilmistir.

Analiz Oncesinde, normallik, varyanslarin homojenligi, regresyon egimlerinin homojenligi ve
kontrol degiskeni ile bagimlh degisken arasindaki dogrusallik varsaymmlar1 kontrol edilmistir.
Shapiro-Wilk testleri, performans-kaginma (W =0.96, p = .008) disindaki tiim bagimh degiskenlerin
yaklasik normal dagilim gosterdigini (p > .05) ortaya koymustur. Bununla birlikte, performans-
kaginma puanlarina iliskin QQ grafigi ve histogram, normallikten belirgin bir sapma
gostermemistir. Bu degiskenin carpiklik ve basiklik katsayilar1 sirasiyla 1,08 ve 1,41 olup, her ikisi
de kabul edilebilir aralikta yer almaktadir (Tabachnick ve Fidell, 2013).

Levene testi, tiim bagimli degiskenler i¢in grup varyanslari arasinda anlamli bir fark bulunmadigin
gostermistir (p >.05). On test ve son test puanlarmin sagilim grafikleri, degiskenler arasinda dogrusal
iliskiler oldugunu gostermistir. Regresyon egimlerinin homojenligi, 6n test puanlar ile grup
degiskeni arasindaki etkilesimlerin test edilmesiyle degerlendirilmis; etkilesim terimlerinin
hi¢birinin anlamli olmadig1 goriilmiistiir (p > .05). Nihai modellerde, bu etkilesim terimleri
cikarildiktan sonra parametre tahminleri yeniden hesaplanmistir.

Kismi eta kare (n?%) degerleri etki biiyiikliigii Olgiitii olarak raporlanmis ve Cohen’in (1988)
yonergelerine gore kiiglik (<.06), orta (<.14) ve biiyiik (= .14) etki diizeyleri seklinde yorumlanmuistir.
Tim istatistiksel analizler JAMOVI yaziimi (The Jamovi Project, 2025) kullanilarak
gerceklestirilmistir.

Bulgular

Bilingli Farkindalik: Betimsel istatistikler, deney grubunun (M = 37.2, SD = 11.5) kontrol grubuna (M
= 44.8, SD = 11.0) kiyasla son testte daha diisiik bilingli farkindalik puanlarina sahip oldugunu
gostermistir. Bu bulgu, Olgekte diisiik puanlarin daha yiiksek bilingli farkindalik diizeyini temsil
etmesi nedeniyle, deney grubunun algilanan bilingli farkindalik diizeyinin kontrol grubuna gore
daha yiiksek oldugunu gostermektedir. ANCOVA sonuglari, 6n test puanlarinin son test puanlarmi
anlamli diizeyde yordadigini ortaya koymustur, F(1, 39) = 33.1, p <.001. Bu durum, katilimcilarin
baslangi¢ asamasindaki bilingli farkindalik diizeylerinin, program sonundaki bilingli farkindalik
algilar1 iizerinde etkili oldugunu gostermektedir. On test puanlarmin etkisi kontrol edildikten sonra,
miidahalenin etkisi anlamli kalmis, F(1, 39) = 17.2, p < .001, ve etkinin biiyiik diizeyde oldugu
gorilmistiir (% = .31). Buna gore, miidahale programi, baslangictaki bilingli farkindalik
diizeylerinin Gtesinde, son test puanlarindaki varyansin yaklasik %31’ini agiklamaktadir.
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Diizeltilmis ortalamalar, deney grubunun (M_adj = 35.5, SE = 1.85) kontrol grubuna (M_adj = 46.5,

SE =1.85) gore daha diisiik puanlara sahip oldugunu gostermistir. Bu sonug, sekiz haftalik bilingli
farkindalik temelli programin katilimcilarin algilanan bilingli farkindalik diizeyini anlamli diizeyde
artirdigini gostermektedir.

Oz-Sefkat: Betimsel istatistikler, deney grubunun (M = 73.4, SD = 10.8) kontrol grubuna (M = 63.6, SD
= 13.1) kiyasla son testte daha yiiksek &z-sefkat puanlarina sahip oldugunu gostermistir. On test
puanlari son test puanlariyla anlamli diizeyde iliskili bulunmustur, F(1, 39) =4.39, p = .04; bu sonug,
katilimcilarin  baslangictaki 0z-setkat diizeylerinin program sonundaki 06z-sefkat algilarim
etkiledigini gostermektedir. Gruplar arasindaki 6n test farklari kontrol edildikten sonra,
miidahalenin etkisi anlamli kalmistir, F(1, 39) = 10.09, p = .003, ve etkinin biiyiik diizeyde oldugu
gortilmiistiir (n% = .21). Bu bulgu, katilimcilarin baslangi¢ diizeyleri kontrol edildiginde, son test
puanlarindaki varyansin yaklasik %21’inin miidahaleye atfedilebilecegini gostermektedir.
Diizeltilmis ortalamalar, deney grubunun (M_adj = 74.3, SE = 2.55) kontrol grubuna (M_adj = 62.7,
SE =2.55) gore daha yiiksek puanlara sahip oldugunu ortaya koymustur. Bu sonuglar, sekiz haftalik
bilingli farkindalik programinin algilanan 6z-sefkat diizeyi iizerinde anlamli ve giiclii bir olumlu
etkiye sahip oldugunu gostermektedir.

Ustalik—Yaklasma Hedef Yonelimi: Betimsel istatistikler, deney grubunun (M = 4.36, SD = 0.28) kontrol
grubuna (M = 3.71, SD = 0.51) kiyasla son testte daha yiiksek ustalik-yaklasma hedef y6nelimi
puanlarina sahip oldugunu gostermistir. On test puanlari son test puanlarini anlamli diizeyde
yordayarak, F(1, 39) = 20.3, p < .001, katihmailarin baslangictaki ustalik-yaklasma egilimlerinin
program sonundaki yonelimlerini etkiledigini ortaya koymustur. Gruplar arasindaki on test
farkliliklar1 kontrol edildikten sonra da, miidahalenin etkisi anlamli kalmistir, F(1, 39) =18.0, p <.001,
ve etkinin biiyiik diizeyde oldugu goriilmiistiir (% = .31). Bu bulgu, baslangictaki ustalik—yaklasma
diizeylerinin 6tesinde, son test puanlarindaki varyansin yaklasik %31’inin miidahale tarafindan
acgiklandigini gostermektedir. Diizeltilmis ortalamalara gore deney grubunun (M_adj = 4.27, SE =
0.08) puanlar1 kontrol grubundan (M_adj = 3.80, SE = 0.08) daha yiiksek bulunmustur. Bu sonuglar,
8 haftalik farkindalik temelli miidahale programinin ustalik-yaklasma hedef yonelimi {izerinde
olumlu ve giiclii bir etki olusturdugunu gostermektedir.

Ustalik—Kaginma Hedef Yonelimi: Betimsel istatistikler, deney grubunun (M = 2.97, SD = 0.73) kontrol
grubuna (M = 2.85, SD = 0.64) gore son testte daha yiiksek ustalik-ka¢inma hedef yonelimi
puanlarina sahip oldugunu gostermistir. On test puanlari son test puanlariyla anlamli diizeyde
iligkili bulunmustur, F(1, 39) =17.77, p <.001; bu sonug, katilimcilarin baslangictaki ustalik—-ka¢inma
egilimlerinin program sonundaki yonelimlerini etkiledigini gostermektedir. Buna karsilik,
miidahalenin etkisi istatistiksel olarak anlamli bulunmamistir, F(1, 39) = 0.02, p = .885, 1% = .001.
Diizeltilmis ortalamalar, deney grubunun (M_adj = 2.90, SE = 0.13) ve kontrol grubunun (M_adj =
2.92, SE = 0.13) benzer diizeylerde oldugunu gostermistir. Bu bulgular, 6n test farkliliklar1 kontrol
edildikten sonra sekiz haftalik bilingli farkindalik temelli programin ustalik-kaginma hedef
yonelimi tizerinde anlamli bir etki yaratmadigin1 gostermektedir.

Performans—Yaklasma Hedef YoOnelimi: Betimsel istatistikler, deney grubunun (M = 2.14, SD =
0.84) kontrol grubuna (M =2.31, SD = 0.78) gore son testte daha diisiik performans—yaklagsma hedef
yonelimi puanlarina sahip oldugunu gostermistir. On test puanlari son test puanlarini anlaml
diizeyde yordayarak, F(1, 39) = 49.45, p < .001, katilimcilarin baslangictaki performans—yaklagsma
diizeylerinin program sonundaki yonelimlerini etkiledigini ortaya koymustur. On test puanlari
kontrol edildikten sonra da miidahalenin etkisi anlamh kalmistir, F(1, 39) = 5.34, p = .026, ve orta
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diizeyde bir etki bilyiikligii bulunmustur (5% = .12). Bu bulgu, miidahalenin, baslangictaki
performans—yaklagsma diizeylerinin 6tesinde, son test puanlarindaki varyansin yaklasik %12’sini
acikladigini  gostermektedir. Diizeltilmis ortalamalar, deney grubunun (M_adj = 2.03, SE =
0.12) kontrol grubuna gore (M_adj = 2.42, SE = 0.12) anlaml diizeyde daha diisiik puanlara sahip
oldugunu ortaya koymustur. Bu sonuglar, sekiz haftalik bilingli farkindalik programinin
ardindan performans—yaklasma hedef yonelimi diizeylerinde azalma goriildiigiinii gostermektedir.

Performans—Kaginma Hedef Yonelimi: Betimsel istatistikler, deney grubunun (M = 2.13, SD = 0.84)
kontrol grubuna (M = 2.32, SD = 0.65) gore son testte daha diisiik performans-kaginma hedef
yonelimi puanlarina sahip oldugunu gostermistir. Katilimcilarin baglangictaki performans—kaginma
diizeyleri, program sonundaki diizeyleri anlaml diizeyde yordayarak, F(1, 39) = 20.78, p <.001, 6n
test ve son test puanlarn arasinda giiglii bir iligki oldugunu ortaya koymustur. Buna karsilik,
miidahalenin etkisi anlamhi bulunmamistir, F(1, 39) = 2.37, p = .132, n?% = .057. Diizeltilmis
ortalamalar, deney grubunun (M_adj=2.08, SE =0.13) ve kontrol grubunun (M_adj=2.37, SE=0.13)
birbirine yakin diizeylerde oldugunu gostermistir. Bu bulgular, sekiz haftalik bilingli farkindalik
programinin performans-kaginma hedef yonelimi {izerinde anlamli bir etki yaratmadigim
gostermektedir.

ANCOVA analizlerine ek olarak, tiim sonug degiskenlerinin 6n test ve son test puanlar tizerindeki
olasi cinsiyet etkisi incelenmistir. Degiskenlerin biiytiik bir kismi i¢in bagimsiz 6rneklemler t testleri
uygulanmus, ancak varyanslarin homojenligi varsayiminin ihlali nedeniyle ustalik—yaklagma hedef
yonelimi 6n test puanlari igcin Welch testi kullanilmigtir. Tiim test sonuglari, .05 anlamlilik diizeyinde
istatistiksel olarak anlamli bulunmamistir. Bulgular, on test ve son test puanlarinin cinsiyete gore
anlamli bir farklilik gostermedigini ortaya koymaktadir.

Tartisma

Bu arastirmada, sekiz haftalik bilingli farkindalik programinin 6gretmen adaylarmin bilingli
farkindalik, 6z-sefkat ve basar1 hedef yonelimleri tizerindeki etkileri incelenmistir. Bulgular, tig
temel egilimi ortaya koymaktadir. Oncelikle, programin katilimcilarin bilingli farkindalik, 6z-sefkat
ve ustalik—-yaklasma yonelimlerinde istatistiksel olarak anlamli artiglar sagladigi goriilmiistiir.
Ayrica, program sonrasinda performans—yaklasma yonelimi diizeylerinde belirgin bir azalma
ortaya cikmustir. Son olarak, bilingli farkindalik programinin ustalik-kaginma ve performans—
ka¢inma yonelimleri tizerinde anlamli bir etkisi bulunmamuistir.

Mevcut ¢alismanin sonuglari, sekiz haftalik bilingli farkindalik programiin 6gretmen adaylarinin
bilingli farkindalik diizeyleri tizerinde anlamli ve olumlu bir etki yarattigini ortaya koyarak ilk
hipotezi dogrulamistir. Bu bulgu, bilingli farkindalik temelli programlarin zaman iginde egilimsel
bilingli farkindalikta 6lgiilebilir artislar sagladigin belirten dnceki ¢alismalarla tutarlidir (Brown ve
Ryan, 2003; Carmody ve Baer, 2008; Liu ve digerleri, 2024a). Ayrica, iiniversite dgrencileriyle
ylriitiilen giincel deneysel arastirmalar da bu sonucu desteklemekte; bilingli farkindalik temelli
programlarin bilingli farkindalik diizeylerini anlamli diizeyde artirdigini gostermektedir (Alrashdi
ve digerleri, 2023; Josefsson ve digerleri, 2014; Kuroda ve digerleri, 2022; Liu ve digerleri, 2024b; Zuo
ve digerleri, 2023). Bu arastirmada gozlenen artis, diizenli bilingli farkindalik uygulamalarinin,
egitim ortamlarinda psikolojik isleyisin iki temel bileseni olan anlik farkindalik ve dikkat denetimi
siireglerini giiclendirdigini gostermektedir (Brown ve Ryan, 2003). Benzer olarak, Liu ve digerleri
(2024b) hemsirelik Ogrencileriyle yiiriittiikleri arastirmada, sekiz haftalik bilingli farkindalik
programinin etkilerinin miidahaleden alti ay sonra dahi siirdiiglinii ve katilimcilarin bilingli
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farkindalik diizeylerinde anlamli iyilesmelerin devam ettigini ortaya koymustur. Bu sonuglar,

bilingli farkindalik temelli programlarin yalnizca kisa vadeli bir farkindalik artis1 saglamadigini,
ayni zamanda Ogretmen adaylar1 da dahil olmak {izere tiiniversite Ogrencilerinde bilingli
farkindalikta kalic1 ve derinlesen bir doniistimii destekledigini gostermektedir.

Mevcut bulgularin aksine, Leggett (2010), ii¢ oturumluk kisa siireli bir bilingli farkindalik
programinin ardindan bilingli farkindalik diizeylerinde anlamli bir degisim gozlemlememistir; bu
durum, kisa siireli miidahalelerin katilimcilara yeterli diizeyde deneyim kazandirmamais
olabilecegini diisiindiirmektedir. Benzer sekilde, son yillarda yapilan bazi aragtirmalar da kisa stireli
ya da diistik yogunluklu bilingli farkindalik uygulamalarinin ardindan bilingli farkindalikta ya ¢ok
smurli ya da kisa omiirlii gelismeler oldugunu gostermistir (Alrashdi ve digerleri, 2023; Si ve
digerleri, 2024; Sperling ve digerleri, 2023; Taylor ve digerleri, 2021). Bu bulgular, program siiresi ve
uygulamanin siireklili§inin gozle goriiliir kazanimlar elde edebilmek icin 6nemli oldugunu
gostermektedir. Benzer sekilde, Gockel ve digerleri (2013), Bilingli Farkindalik Olgegi'nde (BIFO)
son testte herhangi bir artis saptamamus; ancak takip olgtimlerinde, Freiburg Bilingli Farkindalik
Envanteri (FBFO) puanlarinda ve Oz-yeterlik diizeylerinde anlamli bir artis belirlemislerdir. Bu
oriintli, miidahalenin kisa siiresi, evde yapilan uygulamalarin diizensizligi ve Ogretmenlik
uygulamasinin erken dénemine 6zgii yiiksek kaygi diizeyleriyle agiklanabilir. Ayrica, kullanilan
6lcme araclarmin kavramsal farkliliklar1 da bu duruma katkida bulunmus olabilir: BIFO, daha cok
dikkatin izlenmesi boyutuna odaklamirken (Brown ve Ryan, 2003), FBFO kabullenme ve
yargilamama gibi tutumsal bilesenleri degerlendirir (Walach ve digerleri, 2006). Bu nedenle, bilingli
farkindaliktaki degisimlerin baz1 ¢alismalarda gecikmeli ya da daha zayif olarak ortaya ¢ikmasi
olasidir.

Sekiz haftalik bilingli farkindalik programinin algilanan 6z-sefkat tizerindeki olumlu etkisine iliskin
ikinci hipotez, bu ¢alismanin bulgulariyla desteklenmistir. Kabat-Zinn'in (1993) belirttigi gibi,
bilingli farkindalik yaklagiminin 6zj, fiziksel ya da psikolojik sikint1 ve ac1 dahil olmak tizere mevcut
anin gergekligiyle ylizlesmek ve onu kabullenmektir. Bu yaklasim, kisinin diisiince ve duygularini
bastirmak yerine fark etmesini ve kabul etmesini tesvik ettigi icin, bilingli farkindalik
uygulamalarimin 6z-sefkat gelisimini kolaylastirabilecegi one siiriilmektedir. Neff ve Dahm (2015),
bilingli farkindalik ile 6z-sefkatin birbirini tamamlayan ve karsilikli olarak giiglendiren iki kavram
oldugunu vurgulamistir. Bilingli farkindalik, bireyin mevcut ana odaklanmasini ve duygusal
deneyimlerini yargilamadan kabul etmesini desteklerken, bu siire¢ ayni zamanda kisinin kendi
zorlayicr diigtince ve duygularma karsi daha nazik, anlayish ve kabullenici bir tutum
benimsemesine olanak tanir. Mevcut bulgularla tutarh olarak, son donem meta-analitik ve deneysel
arastirmalar, bilingli farkindalik programlarinin egitim, klinik ve toplumsal baglamlarda 6z-sefkati
anlamli diizeyde artirdigin1 gostermektedir (Evans ve digerleri, 2018; Felton ve digerleri, 2015;
Newsome ve digerleri, 2012; Schutte ve Malouff, 2025; Shapiro ve digerleri, 2007). Bu tiir gelismeler,
bilingli farkindalik programlarmin duygusal dengeyi ve uyumlu basa c¢ikma becerilerini
desteklerken, bilingli farkindalik ve 6z-sefkat kapasitesinde meydana gelen artislar1 yansitan temel
bir psikolojik mekanizmaya isaret etmektedir.

Mevcut aragstirmanin bulgulari, bilingli farkindalik programlarmin, katiimcilarin 6grenme, kisisel
gelisim ve yeterlik ediniminin igsel degerine kendi istekleriyle odaklanmalarini destekleyerek,
ustalik—yaklasma hedef yoneliminin benimsenmesini tesvik etmekte oldugunu gostermektedir.
Baska bir ifadeyle, bilingli farkindalik uygulamalari, 6grencilerin digsal degerlendirme ya da rekabet
yerine 0grenme siirecinin kendisine odaklanmalarinmi kolaylastirmakta ve bu yolla basar1 hedef
yonelimlerinde anlaml bir degisimi desteklemektedir. Ustalik hedeflerini benimseyen 6grenciler,
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biligsel siireglerini izlemek ve diizenlemek icin gesitli stratejiler kullanma egiliminde bulunmaktadir
(Pintrich, 2000). Dikkat ve 6z-diizenleme becerileri, bu tiir tistbiligsel siireglerin gelisiminde temel
bir rol oynamakta ve 6grenme siirecinin kalitesini belirlemektedir. Bu noktada, bilingli farkindalik
uygulamalari, bireylerin anlik deneyimlerine agik ve yargilayicit olmayan bir tavirla yonelmelerini
saglamakta, biligsel farkindaliklarini artirmakta ve diisiince ile duygularini1 daha bilingli olarak fark
etmelerine ve yonetmelerine yardimc1 olmaktadir (Bishop ve digerleri, 2004; Holzel ve digerleri,
2011). Dolayisiyla, yiiksek bilingli farkindalik diizeyine sahip bireylerin, akademik hedeflerine
ulasma siirecinde daha uyumlu, stratejik ve 0z-yonelimli davraruslar sergilemeleri olasi
goriinmektedir. Bu bakimdan, bilingli farkindalik, bireylerin bilissel siireglerini daha etkili
diizenlemelerine katkida bulunmakta, 0grenme stratejilerinin kullanimin1 giiglendirmekte ve
boylece genellikle ustalik yonelimli 6grencilerle iliskilendirilen akademik katilimi artirmaktadr.
Dweck ve Leggett'in (1988) de belirttigi tizere, ustalik hedef yonelimini benimseyen 6grenciler,
basar1 ve basarisizliklarin1 daha uyumlu bigcimlerde yorumlama egiliminde bulunmaktadir; 6rnegin,
basarisizliklarini sabit bir yetenegin degil, yetersiz ¢cabanin sonucu olarak degerlendirmektedir. Bu
perspektif, 6z-diizenleme siireglerinin siirdiiriilmesine katkida bulunmakta ve bireylerin 6grenme
siirecine daha etkin olarak katilmalarini saglamaktadir. Ornegin, ustalik hedef yonelimine sahip bir
ogretmen adayi, savunmac tepkilere kapilmadan 6grenci geri bildirimlerini degerlendirmekte ve
bunu mesleki gelisim igin bir firsat olarak kullanabilmektedir. Boylelikle, karsilastig1 giicliikler
karsisinda yaklasimini uyarlamakta, biligsel stratejilerini gelistirmekte ve Ogrenme siirecini
derinlestirmektedir. Bilingli farkindalik da bu siireci desteklemekte; bireyin basarisizlikla
yargilamadan yiizlesmesini ve durumu kisisel bir yetersizlikten ziyade gelisim firsati olarak
gormesini mimkiin kilmaktadir. Bu farkindalikhh durus, kisinin odagmi korumasma, siireci
degerlendirmesine ve stratejilerini bilingli olarak yenilemesine olanak tanimaktadir. Bu yolla
gelistirilen psikolojik dayaniklilik, bireylerin ustalik hedeflerine bagh kalmalarini ve zaman iginde
performanslarini artirmalarii miimkiin kilmaktadir. Bu bulgular, Oz-Belirleme Kurami (Deci ve
Ryan, 2000) cercevesinde degerlendirilebilmektedir. Bu kurama gore, bilingli farkindalik
uygulamalari, bireylerin 6zerklik, yeterlik ve iliski kurma gibi temel psikolojik ihtiyaglarmin
karsilanmasini desteklemekte; bu ihtiyaglarin karsilanmasi ise i¢gsel motivasyonun ve siirdiirtilebilir
hedef katiliminin temelini olusturmaktadar.

Bilingli farkindalik programlarini dogrudan ustalik-yaklasma hedef yonelimindeki gelismelerle
iliskilendiren g¢alismalar sinirli olmakla birlikte, mevcut arastirmalar farkindalik ile basar1 hedef
yonelimleri arasinda pozitif bir iliski oldugunu ortaya koymaktadir. Bu ¢alismanin bulgulariyla
tutarli olarak, Howell ve Buro (2011), simdiki ana odaklanan ve agik bir farkindalik durumu
sirdiiren Ogrencilerin ustalik-yaklasma hedeflerini benimsemeye daha yatkin olduklarmi
gostermistir. Benzer sekilde, Lesniak (2020) da farkindalik ile ustalik—yaklasma hedefleri arasinda
pozitif ve anlamli bir iligski saptamistir. Bu sonuglar, bilingli farkindalik temelli uygulamalara katilan
bireylerin, 6grenme siirecinde yargisiz farkindalik gelistirmeleriyle birlikte daha yiiksek diizeyde
ustalik motivasyonu sergilemelerine baglanabilir. Wolters (1998), tiniversite 6grencilerinin ustalik
hedeflerini benimsemelerinin, 6z-yeterlik, kisisel ilgi alanlar1 ve degerler gibi i¢sel motivasyonun
diizenlenmesiyle pozitif iligkili oldugunu; buna karsilik, cabay1 ve motivasyonu stirdiirmek icin
digsal 6diiller kullanmanin bu yonelimle negatif iligkili oldugunu belirtmistir. Igsel motivasyonun
diizenlenmesi, bilingli farkindalik uygulamalarinin da merkezinde yer almaktadir. Bilingli
farkindalik, bireyin kendi igsel siireglerine ve duygularma kars1 daha agik ve dikkatli bir tutum
gelistirmesini saglamaktadir. Bu durum, bireylerin 6z-yeterliklerini ve ilgi alanlarim1 daha iyi
tanimalarina yardimci olabilmektedir. Buna karsilik, digsal diizenleme stratejileri, bilingli
farkindalik ilkeleriyle gelisebilmektedir; ¢iinkii farkindalik, bireyi motivasyonunu digsal 6diil ya da
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onaylara degil, i¢csel deneyimlerine dayali olarak kesfetmeye tesvik etmektedir. Dolayisiyla, bilingli

farkindalik uygulamalar1 bireyin motivasyonunu digsal pekistireclerden armndirarak kendi igsel
degerleri ve Ozyeterlik algis1 dogrultusunda yeniden yapilandirmasima katkida bulunmaktadir.
Basar1 Hedef Yonelimi Kurami perspektifinden degerlendirildiginde, ustalik—yaklasma
yonelimlerinde gozlemlenen bu artis, farkindaligin performansa dayali kaygilar1 azaltarak ve
uyarlanabilir hedef diizenlemesini tesvik ederek, o0z-belirleyici motivasyon bicimlerini
gliclendirdigini gostermektedir.

Sekiz haftalik bilingli farkindalik programi sonrasinda, katihmcilarin performans—yaklasma hedef
yonelimi diizeylerinde belirgin bir azalma gozlenmistir. Bu egilim, Basar1 Hedef Yonelimi Kurami
cercevesinde, farkindaligin digsal ve rekabetci hedefler yerine igsel, ustalik yonelimli motivasyonlar:
tesvik ederek uyarlanabilir hedef diizenlemesini destekledigini one siiren Onceki kanitlarla
tutarhdir. Kappes ve digerleri (2023), bilingli farkindaligin 6zerk hedef diizenleme siireclerini
gliclendirdigini ve bunun da performans-yaklasma temelli motivasyonlara yo&nelik vurguyu
azalttigini gostermistir. Benzer sekilde, Kuroda ve digerleri (2022), bilingli farkindalik diizeyindeki
artiglarin, performans—yaklasma yonelimleri de dahil olmak iizere bagkalarinin onayna dayali
hedeflerde azalmalarla iligskili oldugunu ortaya koymustur. Bu oOriintii, bilingli farkindalik
programlarinin, bireylerin sosyal karsilastirmaya dayali bagari stratejilerinden, daha igsel
diizenlenmis ve gelisim odakli motivasyonlara yonelmelerini kolaylastirdigini diistindiirmektedir.
Bilingli farkindalik uygulamalarina katilan bireyler, diisiince ve davraniglarini yargilamadan fark
etme becerisi gelistirmekte; bu da dissal onay arayisin1 ve baskalariyla karsilastirma egilimini
azaltmaktadir (Kabat-Zinn, 1990). Bu siireg, Ogrencileri bagkalarmin oniine ge¢meye dayali
performans yonelimli amaglar yerine kisisel gelisim ve ustalik edinimi gibi igsel amaglara
yonelmeye tesvik etmektedir. Nitekim, Lesniak (2020), bilingli farkindaligin ustalik hedeflerine ve
icsel motivasyona yonelimi giiclendirdigini gostermistir. Sonug olarak, bilingli farkindalik
programlarinin, performans yonelimli hedeflerden wustalik yonelimli hedeflere gegisi
kolaylastirarak, bireylerin daha ozerk ve igsel olarak diizenlenmis motivasyon bigimlerini
benimsemelerine katkida bulundugu soylenebilir.

Sekiz haftalik bilingli farkindalik programi, katihmcilarin ustalik-kaginma veya performans-
kaginma yoOnelimlerinde istatistiksel olarak anlamli bir degisim ortaya ¢ikarmamuistir. Bu bulgu,
farkindalik mekanizmalarmni agiklayan mevcut kuramsal cergevelerle uyumludur. Bilingli
farkindalik, dikkat kontrolii ile birlikte merak, agiklik ve deneyimlere yonelik kabullenici bir
yonelimin bilesimi olarak kavramsallastirilmaktadir (Bishop ve digerleri, 2004). Shapiro ve
digerlerinin gelistirdigi Niyet-Dikkat-Tutum (N-D-T) modeli, bu bilesenlerin 06z-diizenleme
kapasitesini, kisisel degerlerle uyumlu eylemleri ve “yeniden algilama” yoluyla daha esnek tepkileri
gliclendirdigini; dolayisiyla yaklasma yonelimli hedefleri destekledigini 6ne siirmektedir (Shapiro
ve digerleri, 2006). Buna karsilik, kaginma yonelimli hedefler (6rnegin ustalik-ka¢inma veya
performans—kaginma), genellikle degerlendirmeye duyarllik, basarisizlik korkusu ve tekrarlayic
diistinme gibi bilissel-duyussal ortintiilerle iliskili olup, daha yiiksek kaygi ve daha diisiik 0z-
yeterlik diizeyleriyle karakterize edilmektedir (Elliot ve McGregor, 2001; Senko ve digerleri, 2011).
Bu psikolojik profil, kisa siireli ve genellestirilmis bilingli farkindalik uygulamalarinin, kaginma
yonelimlerini dogrudan ve hizli doniistiirmesini gticlestirebilir. Kaginma hedeflerinin dogasinda
yer alan i¢sel deneyimlere direng ya da duygular1 kontrol etme egilimi, bilingli farkindaligin temel
ilkeleri olan kabul ve yargisizlik tutumlariyla gelismektedir. Bu nedenle, bilingli farkindalik
programlari hedeflerin kendisini doniistiirmede smirli etki gosterebilir; ancak basarisizlik
korkusuna verilen tepkilerde azalma gibi niteliksel degisimler iiretebilir. Bu durum, kaginma hedef
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yonelimlerinin niceliksel olarak azalmasindan ziyade, bireyin bu hedefleri degerlendirme biciminde
bir degisime isaret etmektedir. Buna karsilik, ayn1 miidahale kabul ve 6z-sefkat gibi mekanizmalar
araciligiyla yaklagsma yonelimli hedefleri daha kolay etkinlestirebilmektedir. Bu ¢alismada yaklasma
yonelimli sonuglarda gozlenen gorece daha giiglii iyilesmeler, bu kuramsal agiklamayla tutarhidir.
Bununla birlikte, 6z-setkat, basar1 ve basarisizlikla ilgili kiiltiirel normlar, bilingli farkindalik
programlarinin yaklasma ve kaginma yonelimli motivasyonlar: etkileme bigimlerini degistirebilir.
Bu nedenle, s6z konusu Oriintiilerin farkl kiiltiirel baglamlara dogrudan genellenemeyecegi gtz
oniinde bulundurulmalidir (Heine ve digerleri, 1999; Neff ve digerleri, 2008).

Kaginma yonelimli hedeflerde anlamli bir degisimin gozlenmemesi, miidahalenin siiresi ve
yogunlugu ile iligkili olabilir. Bilingli farkindalik temelli miidahaleler, genellikle siirekli uygulama
ve bilingli farkindalik ilkelerine devamli maruz kalma yoluyla kademeli degisim siirecleri
olusturmakta; bu da zaman iginde bilissel yeniden yapilandirmanin gelismesine olanak
tanimaktadir. Bu nedenle, kaginma hedeflerinin altinda yatan daha derin motivasyonel ve duyussal
mekanizmalar etkileyebilmek i¢in, daha uzun siireli ya da daha yogun bir bilingli farkindalik
uygulamasi gerekebilir. Ayrica, kaginma egilimleri genellikle basarisizlik korkusu ya da olumsuz
degerlendirilme hassasiyeti gibi kalic1 diisiince ve duygu kaliplarini yansitmaktadir. Bu tiir kaliplar,
mevcut arastirmada yiiriitiilen programin temel bilesenleriyle tam olarak hedeflenmemis olabilir.
Bu tiir mekanizmalar1 dogrudan hedefleyen bilesenlerin programa entegre edilmesi, bilingli
farkindalik temelli miidahalelerin kaginma yo6nelimlerindeki doniisiimii destekleme kapasitesini
artirabilir. Bu bilesenlere bilissel davranisci terapi ile kabul ve kararlilik terapisi yaklasimlarindan
uyarlanmis bilissel yeniden yapilandirma, deger temelli hedef belirleme ve kademeli maruz
birakma egzersizleri 6rnek gosterilebilir.

Mevcut bulgular, 6gretmen egitimi politikalar1 ve miifredat gelistirme alanlar1 agisindan 6nemli
sonuglar ortaya koymaktadir. Bilingli farkindalik bilesenlerinin, 6gretmen adaylarmin yetistirilme
stireclerine entegre edilmesi; duygu diizenleme, 6z-farkindalik ve yansitic1 diistinme becerilerinin
gelisimini destekleyebilir. Bu yetkinlikler, giiniimiizde etkili 6gretim ve mesleki dayaniklilik igin
temel onkosullar arasinda goriilmektedir (Darling-Hammond ve Hyler, 2020; OECD, 2025). Bilingli
farkindalik temelli egitimlerin, Ogretmen yetistirme miifredatina yapilandirilmis bicimde
yerlestirilmesi; zorlu egitim ortamlarinda refahini siirdiirebilen, 6z-diizenleme becerileri gelismis ve
duygusal agidan dengeli 6gretmenlerin yetistirilmesine katki saglayabilir. Bu tiir bir biitiinlestirme,
ogretmen refahi, mesleki gelisim ve sosyo-duygusal yetkinlikleri, kaliteli egitimin temel boyutlar
olarak vurgulayan giincel politika ve arastirma yonelimleriyle ortiismektedir (Greenberg ve
digerleri, 2016; Jennings ve digerleri, 2019; UNESCO and Education International Task Force on
Teachers 2030, 2024).

Sinirliliklar ve Gelecek Calismalar i¢in Oneriler

Bu calisma, Ozellikle sonuglarin genellenebilirligi agisindan dikkate alinmasi gereken bazi
sinirhliklar icermektedir. Ik simirhilik, 6rneklemin kapsami ve temsil giiciiyle iliskilidir.
Katilimcilara erisimde yasanan simirliliklar nedeniyle uygun 6rnekleme yontemi tercih edilmis ve
calisma 46 katilimcidan olusan bir orneklem f{izerinde yiiriitiilmiistiir. Miidahale siirecinin
biitiinliigiinii korumak amaciyla 6rneklem boyutu bilingli olarak sinirh tutulmus olsa da, bu durum
bulgularin genellenebilirligini smirlamis ve istatistiksel analizlerin giiciinii zayiflatmis olabilir.
Ayrica, calismaya katilmaya goniillii olan bireylerin bilingli farkindaliga ve kisisel gelisime daha
yatkin olma olasili1, se¢im yanhiligina neden olmus olabilir. Bu durum, sonuglarin daha genis
O0gretmen aday1 popiilasyonuna genellenmesini sinirlamaktadir. Buna ek olarak, gruplar rastgele
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atama yoluyla belirlenmemistir; bu da sonuglarin dis gegerliligini daha da kisitlamis olabilir.

Nedensel iligkilerin daha dogru sinanabilmesi ve bulgularin genellenebilirliginin artirilabilmesi icin,
gelecek arastirmalarda rastgele kontrollii deneysel desenlerin kullanilmas: 6nerilmektedir.

Bu calismada, bilingli farkindalik programinin etkilerini yapilandirilmis bir etkinlige katilmayan
bireylerle karsilastirmali olarak inceleyebilmek amaciyla, kontrol grubuna kasith olarak herhangi
bir miidahale uygulanmamistir. Ancak, aktif bir kontrol kosulunun bulunmamasi, gozlemlenen
etkilerin gercekten bilingli farkindalik uygulamalarina 6zgii mii yoksa artan sosyal etkilesim,
beklenti etkisi ya da yapilandirilmis bir programa katihmin genel yararlar1 gibi faktorlerden mi
kaynaklandigini ayirt etmeyi giiclestirmektedir. Gelecekteki arastirmalarin, bu smirlilif1 gidermek
amaciyla alternatif miidahaleleri igeren aktif kontrol gruplarmni desene dahil etmesi 6nerilmektedir.
Ornegin, Falsafi (2016) sekiz haftalik bir bilingli farkindalik programini yalnizca yoga temelli bir
miidahaleyle karsilastirmis ve 6z-sefkat diizeyindeki artisin yalnizca bilingli farkindalik grubunda
gerceklestigini bulmustur. Benzer sekilde, Modrego-Alarcon ve digerleri (2021), bilingli farkindalik
temelli bir programin, gevseme temelli aktif kontrol kosuluna gore stres diizeylerinde daha belirgin
azalmalar ve 6z-sefkatte daha giiclii kazanimlar sagladigini ortaya koymustur. Dolayisiyla, bilingli
farkindaliga 6zgii etki mekanizmalarmin daha agik ortaya konulabilmesi igin, gelecekteki
arastirmalara, yoga, gevseme ya da benzeri alternatif miidahaleleri iceren aktif karsilastirma
gruplarmin dahil edilmesi 6nem tasimaktadir.

Bu ¢alisma 6gretmen adaylariyla yiirtitiilmiistiir; bu nedenle bulgularin diger egitim kademelerine
dogrudan genellenmesi sinirli olabilir. Gelecekteki aragtirmalarin, mesleki baglamlar arasindaki
olas1 farkliliklar1 incelemek amaciyla bu ¢alismay: aktif 6gretmenler ya da egitim yoneticileri gibi
farkli orneklemlere genisletmesi yararli olacaktir. Ayrica, miidahalenin cevrimici ortamda
uygulanmis olmasi, katilimecilarin bilingli farkindalik uygulamalar: sirasinda icinde bulunduklari
fiziksel kosullarin gesitliliginin sonuglar {izerinde etkili olma olasiligini diisiindiirmektedir.
Miidahalenin yiiz yilize olarak uygulanmasi, uygulama baglaminin etkilerini daha saghkl
degerlendirmeye katki saglayabilir. Son olarak, bilingli farkindalik programlarinin farkindalik ve
0z-gefkat tiizerindeki olumlu etkilerinin stirdiiriilebilirligini incelemek ©nem tasimaktadir.
Miidahale grubunda gozlemlenen kazanimlarin zaman iginde korunup korunmadigini belirlemek
amaciyla boylamsal ¢alismalarin yiiriitiilmesi onerilmektedir.

Sonug¢

Bu calisma, sekiz haftalik bir bilingli farkindalik programinin, ogretmen adaylarmin bilingli
farkindalik, 6z-sefkat ve basar1 hedef yonelimleri {izerindeki etkilerini incelemistir. Bulgular,
programa katilimin bilingli farkindalik, 6z-sefkat ve ustalik-yaklasma yonelimi diizeylerinde artisla
iligkili oldugunu; buna karsilik performans-yaklasma yonelimi diizeylerinde azalma oldugunu
gostermistir. Kaginma yonelimli hedeflerde ise anlamli bir degisim saptanmamuistir. Bu bulgular bir
arada degerlendirildiginde, bilingli farkindalik temelli programlarin 6gretmen egitiminde kisisel ve
motivasyonel kaynaklar1 giiclendirmeye yonelik etkili bir yaklagim olabilecegini gostermektedir.
Bununla birlikte, bu etkilerin genellenebilirligini sinamak i¢in yeni arastirmalara ihtiyag¢ vardir.
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Etik Kurul Onay:: Zonguldak Biilent Ecevit Universitesi Insan Arastirmalar1 Etik Komisyonunun 07.04.2023
tarihli ve 143 protokol sayili toplantisinda goriisiilmiis olup etik agidan uygun olduguna karar verilmistir.

Aragtirmacilarin Katki Oranu: Birinci yazar: Ozet, giris, yontem, verilerin toplanmasi, tartisma ve sonug. Ikinci
yazar: Yontem, veri analizi, bulgular, tartisma ve sonug.

Catisma Beyani: Yazarlar potansiyel bir ¢ikar catismasi olmadigini beyan ederler.
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