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Introduction

Academic procrastination has been one of the major problems among students from different levels
of education; specifically among college students (Balkis, 2006; Burka & Yuen, 1983; Ozer, Sackes, &
Tuckman, 2013; Rice, Richardson, & Clark, 2012) and the underlying reasons for academic
procrastination have attracted the attention of many researchers from all over the world. Broadly,
academic procrastination is the postponement of school-based tasks as preparation for an exam,
delivery of a term paper or contribution to schoolwork (Solomon & Rothblum, 1984). Numerous studies
have examined the types of academic procrastination, personality traits, and their relationship with
academic procrastination (Cao, 2012; Kagan, Cakir, Ilhan, & Kandemir, 2010; Karatas, 2015). There have
also been empirical studies in which academic procrastination was used as a predictor to explain self-
efficacy, self-regulation, and academic motivation (Cavusoglu & Karatas, 2015; Hannok, 2011; Hen &
Goroshit, 2014; Kandemir, 2014; Uzun-Ozer, 2010). However, there is an unaddressed gap in research
dealing with how cognitive skills such as problem solving skill affect academic procrastination.

There are many factors affecting academic procrastination. Among them, one of the most important
factors is academic motivation (Kaya & Kaya, 2014), which is also reiterated through previous studies
across the literature (e.g., Carden, Bryan, & Moss, 2004; Senécal et al., 1995; Wolters, 2003). The
general inference is that students who have low levels of academic motivation tend to delay their daily
academic tasks more, compared to students with higher levels of academic motivation (Balkis, 2006; Vij
& Lomash, 2014). This means that lack of academic motivation might increase the possibility of
academic procrastination.

In a study, Bosato (2001) examined the relationship among time perspective, academic motivation,
and academic procrastination on 305 college students. She concluded that there was a significant
positive relationship between low motivation and academic procrastination. In addition, she found that
there was a significant negative relationship between intrinsic motivation and academic procrastination.
As intrinsic motivation decreases, people tend to procrastinate more. Moreover, Cerino (2014) reported
that amotivation had a greater influence on academic procrastination than self-efficacy. In another
study, Hassan and Sultan (2011) concluded that amotivation was one of the main reasons why students
tended to procrastinate and were unable to complete their work in time. Furthermore, Brownlow and
Reasinger (2000) found that extrinsic motivation has weaker relationship with academic procrastination,
which meant that intrinsically motivated students showed more tendencies to avoid academic
procrastination. Overall, previous studies demonstrate the association between academic motivation
and academic procrastination. However, what we do not exactly know is how academic motivation
affects academic procrastination, especially in higher education settings, where students are more
willing to study and avoid postponement behaviors.

Problem solving is a cognitive skill, which we assume to have a key role in academic procrastination.
It is a complex skill necessary for a student’s academic and daily life (Pimta, Tayruakham, &
Nuangchalerm, 2009). When a student lacks problem solving skill, it might become a burden for
him/her, as efficient problem solving requires an individual to think differently and flexibly (Jonassen,
2004) and the lack of problem solving skill might result in academic procrastination (Rozental &
Carlbring, 2014).

Inadequate problem solving skill is a factor affecting academic procrastination (Knaus, 1985). This
stems from the fact that problem solving is a process of self-directed behavior, in which certain logical
and sequential steps are followed consecutively to solve a particular problem (Kalayci, 2001). Problem
solving skill requires the application of different thinking processes. Defining the existence and difficulty
level of a problem, evaluating the facts about the difficulty, proposing solutions and choosing the most
appropriate solution are among these processes (Karatas, 2011). Inadequacy in problem solving skill
may lead to academic procrastination in the sense that an individual with the low problem solving skill
might adopt a strategy for the avoidance of failure and protection from self-harm (Duru & Balkis, 2014).
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Positive beliefs about the self-facilitate the activation of problem solving process and hinder
procrastination (Fernie, McKenzie, Nikcevic, Caselli, & Spada, 2016), because poor problem solving skill
increases the tendency to procrastinate (Sadeghi, Hajloo, & Emami, 2011). In fact, one of the most
important things in problem solving is how individuals perceive themselves (Alci, 2007). Since an
individual with low problem solving skill has a difficulty in producing alternative solutions to a problem
through causal thinking and establishing a cause and effect relationship, problem solving skill is crucial
while approaching encountered problems in daily life (Heppner, Witty, & Dixon, 2004). Consequently,
problems and challenges in people’s lives with low problem solving skill may remain unaddressed and
procrastination can become an inevitable consequence. However, in the studies conducted on academic
procrastination, the effect of problem solving skill has not been adequately examined. There is a scarcity
of studies on the relationship between problem solving skill and academic procrastination.

There are many underlying factors for academic procrastination. As previous research suggests,
problem solving skill and academic motivation are among those that might have significant effects on
academic procrastination (Abu & Saral, 2016; Fernie et al., 2016; Ward, Sousa, & Nolen-Hoeksema,
2002). However, considering their direct effect on academic procrastination, we wonder if a mediating
effect could exist, either through problem solving or through academic motivation. It is difficult to
decide which one comes first because we have very limited literature regarding this area of research.
Our argument for the mediation effect starts with the fact that every individual has different
preferences and styles to approach a problem. Moreover, the style of problem solving evolves before
the development of academic motivation. Thus, in terms of temporal precedence, problem solving
comes first.

Other justification of the mediating role of academic motivation on the relationship between
problem solving skill and academic procrastination is that people have similar behaviors toward
procrastination based on their perception of problem solving and academic motivation. For example,
Lyubomirsky and Nolen-Hoeksema (1993) report that students with low problem solving skill had more
tendencies to procrastinate and the same students showed lower levels of motivation to take action. It
is clear that the research on this context is scarce.

There are relatively few or no studies conducted on the interrelationships among these three
constructs. Therefore, the purpose of this study is to test a hypothesized model we outlined by
examining the association between academic procrastination, academic motivation, and problem
solving skill in college students. Our study is expected to produce insight that sheds light on the complex
relationship among the aforementioned constructs and to contribute to the field by showing and
suggesting a different perspective about the problem of academic procrastination in higher education.
In this context, the following research questions were sought throughout the study:

1. Does the problem solving skill have any effect on academic procrastination?
2. Does amotivation have any effect on academic procrastination?

3. Does the problem solving skill have any effect on academic amotivation?

4. Does the problem solving skill have any effect on academic motivation?
5

Is there any indirect effect of the problem solving skill on academic procrastination through
amotivation?

Theoretical Framework

Academic procrastination: Broadly speaking, procrastination is the postponement of a particular
activity because of various excuses (Burka & Yuen, 2008; Ozer et al., 2013). The term procrastination has
recently been associated with self-regulation and it is regarded as a failure in engaging in activities to
achieve goals (Corkin, Yu, & Lindt, 2011; Wolters, 2003). Based on this assumption, academic
procrastination is the reflection of this behavior in academic life in a manner of delaying the preparation
for the exams, completion of assignments or delivery of projects (Schouwenburg, 2004; Solomon &
Rothblum, 1984).
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There are many reasons why people procrastinate for their academic tasks. The features of a task;
personal characteristics and attitudes (e.g. fear of failure); individual differences (e.g. low self-esteem,
low self-efficacy belief) and psychological states (e.g. depression or anxiety) can cause a student to
procrastinate his/her academic duties (Hannok, 2011; Rabin, Fogel, & Nutter-Upham, 2011; Schraw,
Wadkins, & Olafson, 2007). Many studies support the argument that academic procrastination results in
academic failure, absenteeism, school dropout, and inability to self-regulate (Burka & Yuen, 1983;
Kanus, 1998; Muis & Franco, 2009; Tice & Baumeister, 1997). In short, these negative outcomes of
academic procrastination have taken researchers’ attention to reveal the underlying reasons for this
situation.

Academic motivation: Generally, academic motivation is the production of energy required for
academic work (Cavusoglu & Karatas, 2015) and it is closely associated with the factors affecting
individuals about attending the school and achieving good grades (Gustavon, 2016; Moen & Doyle,
1978). Academic motivation can be explained within the framework of Deci and Ryan’s (1985) Self-
Determination Theory, which categorizes motivation into three: amotivation, intrinsic motivation, and
extrinsic motivation. Amotivation occurs when the individuals have no expectations about a reward.
Rather, they fail to perceive the associations between their behaviors and the outcomes they achieve
(Deci & Ryan, 1985; Vallerand et al., 1992). Intrinsic motivation occurs when behaviors are performed
for pleasure or for the purpose of entertainment. Intrinsically motivated people feel a certain kind of
pleasure or satisfaction when they show participation (Deci & Ryan, 1985; Vallerand, et al., 1992).

The literature about intrinsic motivation suggests that there are three types of intrinsic motivation:
Intrinsic motivation—to know, intrinsic motivation-to accomplish, intrinsic motivation- to experience
stimulation. Intrinsic motivation—to know refers to the type of motivation and satisfaction about
learning a new material. Intrinsic motivation-to accomplish is motivation and enjoyment about achieving
something. Intrinsic motivation- to experience stimulation is about having the motivation and desire to
both mental and physical sensory stimulations (Fairchild, Horst, Finney, & Barron, 2005). On the other
hand, extrinsic motivation is the emergence of behaviors with an aim to achieve a goal or to receive a
reward. Extrinsically motivated individuals regulate their behavior with the expectation of a reward
rather than the benefits of the behavior for their own sake (Deci, 1975). The literature about extrinsic
motivation indicates the existence of three types of extrinsic motivation: external regulation, introjected
regulation, and identification (ID). External regulation refers to the motivation having its source from an
external person who shows an encouraging or restrictive approach about a particular activity.
Introjected regulation specifies the type of motivation that is originated from feelings of guilt and regret
because of not accomplishing a task. Identification is a kind of motivation that is based upon the feeling
that doing a certain activity will bring benefits to the person in the future (Vallerand & Bissonnette,
1992). The different types of academic motivation provide a comprehensive venue for researchers to
study.

Problem solving skill: Problem solving is one of the most crucial skills a person should have and apply
to various fields in his/her daily life (Kaya, lzgiol, & Kesan, 2014). Individuals often prefer to solve
problems by referring back to their previously gained experience and knowledge even if they do not
know the exact steps to follow (Toluk & Olkun, 2001). Problem solving process starts with the
identification of the problem. This step is so important in the sense that people who do not notice the
problems will most probably fail to find and apply certain strategies to cope with them, which might
result in the loss of motivation and track of what and why they are doing a particular thing (Cankoy &
Darbaz, 2010). Students’ previous knowledge, the mental processes they use, and their perceptions of
what problem solving is also play an important role in problem solving process (Alci, Erden, & Baykal,
2010).

Another important aspect of problem solving process is the style an individual chooses to approach
issues. The literature addresses six main styles of problem solving; namely, impulsive style, reflective
style, problem solving confidence, avoidant style, monitoring and planning skill. In the impulsive style,
the individual approaches a particular problem in a hasty way and s/he fails to consider different points
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as well as overlooking some important parts. This style may result in making mistakes in the problem
solving process. The reflective style is about making an effort to understand the underlying factors when
an individual confronts a problem. Problem solving confidence ... The avoidant style measures whether
the individual in the problem solving process collects detailed information, doubts to tackle the problem
to avoid failure or thinks what is eligible for the solution. Monitoring style enables the individual adopt a
more reasonable approach to think and evaluate a situation by having a multidimensional perspective.
Planning skill is about considering the solution of a particular problem with a step-by-step approach
(Bahtiyar & Can, 2016; Colakoglu, Colakoglu, Senel, Gulsen, & Ozer, 2015). Overall, problem solving, as a
cognitive skill and process, differs in terms of style people embrace.

Consistent with the purpose of this study, we proposed a hypothesized model to explain the
relationship among academic procrastination, academic motivation, and problem solving. In Figure 1,
we illustrated that problem solving and academic motivation are directly related to academic
procrastination. In addition, we hypothesized that the relationship between problem solving and
academic procrastination is mediated by academic motivation.

Problem Solving

Figure 1. The hypothesized model of the relationships.

Method
Research Design

In this explanatory correlational research design, we tested our proposed model by examining the
association between problem solving skill, academic motivation, and procrastination in college students.
Our primary purpose is to test to see if the direct and indirect effects of problem solving skill.

Participants

Our participants included 509 college students who enrolled in an extensive English language
program at one of the public universities in Turkey in 2016-2017 academic year. There were 189 female
and 320 male participants. The majority of the students were between the ages of 17-19 (n=349). Of the
509 participants, 66 students graduated from science high schools (top-performing schools), 342
students graduated from Anatolian high schools, 26 students graduated from private high schools, nine
students graduated from vocational high schools, nine students graduated from technical high schools,
and 57 students graduated from other types of high schools.

Data Collection Tools

We relied on data sources through three measures: 1) Tuckman procrastination scale, 2) academic
motivation scale, and 3) problem solving skill inventory. All the measures in the study are appropriate
for the use in college students in Turkish higher education context.

Tuckman Procrastination Scale: Procrastination scale developed by Tuckman (1991) formed the
basis to measure academic procrastination in this study. The original scale is in English, and produces a
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single factor structure with 16 items. Higher scores in this scale mean that the individual procrastinates
more. The scale was translated into Turkish by Ozer, Sackes, and Tuckman (2013). The researchers
demonstrated that the Turkish version of the scale has 14 items that scaled in four-point Likert type
response, which vary from (1) strongly disagree to (4) strongly agree. It had four reversal items. They
also confirmed one-factor solution. Since there were not mixed findings on the dimensionality of the
scale, we searched for one-factor solution. However, we found that one correlated residuals made the
fit indices better. Details on psychometric features of the scale are given in the following section. In the
translation study, Cronbach’s alpha was reported from the first sample and the second sample as .90
and .85, respectively. For our study, we calculated a composite reliability coefficient, p, (Raykov, 1997;
2004) since it is derived from factor model using unstandardized factor loadings and residual
correlations and is a better alternative than Cronbach’s alpha (Brown, 2015). For problem solving skill, p
was .73.

Academic Motivation Scale: We used the Turkish version of academic motivation scale originally
translated by Vallerand et al. (1992) into English and adapted into Turkish by Karatas and Erden (2012).
The original scale has 28 items divided to three main types of motivation and subdivided into a total of
seven subscales: 1) Amotivation (AM); intrinsic motivation (IM) as 2) intrinsic motivation to know (IM-K),
3) intrinsic motivation to accomplish (IM-A), 4) intrinsic motivation to experience stimulation (IM-ES);
external motivation (EM) as 5) external regulation (ER); 6) introjected regulation (IR); and 7)
identification (ID). The measurement scale is from (1) not at all to (4) moderately and to (7) exactly.

There are mixed results on the dimensionality of this scale and varying suggestions on how to use
the Turkish form. In the context of higher education, Karatas and Erden (2012) suggested using the scale
either with its seven subscales or with its three main factors by constructing composites as observed
variables. Karaguven (2012) recommended both one-factor and three-factor solutions. In middle school
settings, Yurt and Bozer (2015) validated the seven-factor structure of the scale with uncorrelated latent
variables. Other than studies using Turkish samples, numerous international studies suggested three,
five, or seven-factor solutions of the scale (e.g., Cokley, 2000). The competing results from the previous
studies made us examine the dimensionality of the academic motivation scale again to reveal its best
internal structure. We fitted five different confirmatory factor analysis (CFA) models before testing the
measurement model. We concluded with a three correlated latent factor model with seven correlated
residuals. AM included four items; IM includes three indicators (each has four items); and EM has three
indicators (each has four items). Past studies reported Cronbach’s alpha as reliability coefficient. With
three-factor solutions, the coefficients varied from .62 to .91. p was calculated as .85 for amotivation;
.80 for intrinsic motivation; .63 for extrinsic motivation.

Problem Solving Skill Inventory: In this study, perceptions of problem solving in college students
were measured through a translated version of Heppner and Petersen (1982). Sahin, Sahin, and
Heppner (1993) provided cultural equivalence and psychometric properties of Turkish version of the
inventory. The original scale has 32 items and shows unidimensional structure with three underlying
factors, 1) problem-solving confidence, 2) approach-avoidance style, and 3) personal control. The
responses vary between (1) strongly agree to (6) strongly disagree. There are 15 reversal items in the
inventory. Because we preferred to keep the original scale as it is, we did not change the order of the
measurement scales. High scores of problem solving can be interpreted as the perception of low
problem solving ability.

The Turkish version of the inventory behaved differently and revealed a six-factor solution; 1)
impulsive style (nine items), 2) reflective style (five items), 3) problem-solving confidence (six items), 4)
avoidant style (four items), 5) monitoring (three items), and 6) planning skill (four items), with totally 31
items. The researchers concluded that the six-factor structure is idiosyncratic to Turkish culture, which
did not change the construct but provide support for the theoretical foundation of problem solving skill.
The previous use of the inventory in Turkish samples also replicated a six-factor unidimensional
structure using 32 items (e.g., Caglayan, Tasgin, & Yildiz, 2008). For the purpose of this study, four
different CFA models, before testing the measurement model, were fitted. We confirmed the similar
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structure with one comprehensive latent factor with six indicators and two correlated residuals.
Estimates of reliability coefficient, Cronbach’s alpha, in the original translation study ranged from .69 to
.88; and for the total inventory was .88.

Data Collection

Using convenience sampling technique (Creswell, 2012), we collected data at one time. The paper
survey was administered to the students and took six weeks to complete.

Data Analysis

Based on the previous research and theoretical framework we outlined, we tested the model using
SEM approach since both direct and indirect effects are worth investigating. Our approach included a
two-step modelling for SEM, which starts with testing measurement model, then, continues with fitting
a structural model (Anderson & Gerbing, 1988). First, we fitted a set of CFA models and evaluated them
according to the fit and modification indices. Then, using an acceptable measurement model, we
compared the fit indices of a set of structural models. Model fit evaluation criteria suggested by Hu and
Bentler (1999) was used (Tucker-Lewis Index, TLI > .95; Comparative Fit Index, CFl > .95; Standardized
Root Mean Square Residual, SRMR < .08; Root Mean Square Error Approximation, RMSEA < .06). We
allowed some residuals to correlate within and across variables due to the possibility of the method
effect in particular items. Both theoretical and statistical considerations were taken into account with
each decision we have made.

Following the recommendation provided by Green (2015) on the use of SEM in higher education
research, the data were screened for assumptions in SEM and missing data. No problems were found
related to multicollinearity, multivariate normality, directionality, disturbances, and measurement
assumptions (Kline, 2015). The fully incomplete observations were removed from the data set (n=21).
Since missing data ratio was low (1.00%) in our sample, we used mean substitution for nine cases. For
SEM analysis, the latent variables were scaled in that the first factor loading from each indicator was
fixed at 1.00. We treated Likert scale items as continuous items and used robust maximum likelihood
(MLR) procedure to estimate the parameters in the model by using Mplus 6.12 (Muthén & Muthén,
1998-2012). To test indirect effects, we used Mplus’s default, Sobel’s standard errors.

Findings

Table 1 presents the correlation coefficients between the latent variables and corresponding
standard deviations. The correlations among five latent variables ranged from -.12 to .83, which were
relatively adequate and indication of acceptable discriminant validity.

Table 1.
Correlations and Standard Errors among the Latent Variables.
1 2 3 4
1.Problem solving
2.Amotivation .21 (.05)
3.Intrinsic -.45(.05) -.54(.05)
4.Extrinsic -29(.07) -.50(.07) .83(.05)
5.Academic Procrastination .39(.06)  .25(.05) -.24 (.06) -.12 (.07)

Note. Numbers in the parenthesis are standard errors. + indicates statistically non-significant relationship. All other estimates are
statistically significant at p<.001. Correlation coefficients were produced through a five-factor CFA model, so the estimates might
be different from the ones in the actual tested structural model.

After our reliability and validity analysis, we tested our hypothesized structural model, which
included 5 latent variables, 10 correlated residuals, totally seven paths, two of which were not
statistically significant, as shown in Figure 2. The fit indices provided adequate fit (TLI = .91, CFl = .92,
SRMR = .06, RMSEA = .04, x° (385) = 778.44, p = .00). All coefficients in the model were reported as
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standardized coefficients. Across the latent variables, the lowest factor loading was .37 (item 2 in
academic procrastination) and the highest factor loading was .89 (reflective style in problem solving),
which provided convergent validity evidence that was considered to be sufficient. After fitting the
structural model, minor changes in the factor loadings and correlation coefficients in the measurement
model were observed.
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Figure 2. The tested model of the relationships.

14

Note. Dashed lines represent statistically non-significant associations; those estimates are not included in the figure, but used in
the formation of the model. Statistically significant associations are shown with solid lines at p<.01. R2 (explained variance) for
academic procrastination is 20.00%.

Our tested model provided five statistically significant direct effects. First, amotivation and problem
solving skill were statistically significant predictors of academic procrastination. To interpret the results,
we began by the direct effect of problem solving on academic procrastination.

The Effect of Problem Solving Skill on Academic Procrastination

The results indicated that problem solving skill had an important effect on academic procrastination,
controlling for academic motivation (B = .33, S.E. = .07, p < .01). Higher scores in problem solving meant
that students perceive themselves to be less competent in problem solving. This translated our result
into the inference that as students got higher scores in problem solving, they procrastinated more. In
other words, less competent problem-solvers tended to procrastinate, when their academic motivation
was held constant.

856



Nihal YURTSEVEN, Selcuk DOGAN — Pegem Egitim ve Ogretim Dergisi, 9(3), 2019, 849-876

The Effect of Amotivation on Academic Procrastination

Second, the only statistically significant relationship in academic motivation towards academic
procrastination belonged to amotivation. It had a moderately high effect on academic procrastination,
controlling for other motivational factors and problem solving skill (=.20, S.E.=.06, p<.01). As students
became more reluctant to complete a task, they would start procrastinating it. The effects from intrinsic
motivation and extrinsic motivation to academic procrastination were not statistically significant (p <
.05)

The Effect of Problem Solving Skill on Amotivation

Third, our tested model indicated that problem solving skill had positive direct effect on amotivation
(B=.21, S.E.=.05, p<.01), meaning that lack of motivation was increased by the perception of having
lower level of problem solving skill.

The Effect of Problem Solving Skill on Academic Motivation

Fourth, problem solving skill had negative direct effects on intrinsic and extrinsic motivation (f=-.45,
S.E.=.05, p<.01 and (B=-.26, S.E.=.07, p<.01, respectively). These negative estimations implied that better
problem-solvers had higher motivation. Comparison-wise inference demonstrated that problem solving
skill had a stronger association with intrinsic motivation. We had both negative and positive results in
the association between problem solving skill and academic motivation. Yet, this would not contradict
our interpretation since higher scores in problem solving meant less competent problem solvers.

The Indirect Effect of Problem Solving Skill on Academic Procrastination through Amotivation

Lastly, the fifth, we examined the indirect effect of problem solving skill on academic procrastination
through academic motivation. Table 2 provides specific indirect effect of each motivational factor as
well as total effects and total indirect effects of problem solving on academic procrastination. First, the
indirect effect of problem solving skill as mediated by amotivation on academic procrastination was
statistically significant, and made a moderate contribution (f=.04, S.E.=.02, p<.01). This indicated that,
despite less in amount, unfavorable perception of problem solving in students also contributed
indirectly to academic procrastination, as students felt the absence of driving force to start or continue
an activity or a task. Second, the other indirect effects through intrinsic and extrinsic motivation did not
yield statistically significant results, which demonstrated that we did not have suppression effect (i.e.,
statistical in-significance in both direct and indirect effects), inconsistent mediation in our structural
model (e.g., Kline, 2015). Overall, we found a considerable amount of total effect (both direct and
indirect) of problem solving skill on academic procrastination, (B=.391, S.E.=.05, p<.01).

Table 2.

Standardized Total Indirect and Total Effects with the Respective Standard Errors.

From Mediator To Specific indirect (S.E.)

Specific effects

Problem solving Amotivation Procrastination .04 (.02)*
Intrinsic Procrastination .06(.07)
Extrinsic Procrastination -.05(.04)

Total effects

From To Indirect Total (S.E.) Total (S.E.)

Problem solving Procrastination .06 (.04) .39 (.06)*

Note: * shows statistically significant effects at p<.01. S.E.: Standard errors
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Discussion, Conclusion and Implications

This study tested a hypothesized model and explored the association among academic
procrastination, academic motivation, and problem solving skill. Our main focus was to test the direct
effect of problem solving skill on academic procrastination and provide evidence for the mediating role
of academic motivation on this association. The results supported that problem solving skill had a
significant effect (both direct and indirect) on academic procrastination, which made a substantial
contribution to the novelty of the study. We provided evidence that academic procrastination was a
function of problem solving skill and amotivation, rather than driven by intrinsic or extrinsic motivation.

The Effect of Problem Solving Skill on Academic Procrastination

Many studies in the literature support the result that problem solving skill was a statistically
significant predictor of academic procrastination. One of the major features of academic procrastinators
is to avoid focusing on the cause of a problem (Alexander & Onwuegbuzie, 2007). This is described as
‘avoidance style’ by D’Zurilla and Nezu (2010), meaning that people with inadequate problem solving
skills tend to avoid problems rather than confronting them immediately, which leads to the
postponement of the problem as much as possible. Even when their academic motivation was held
constant, the current study demonstrated that students having low problem solving skills tended to
procrastinate. Across the literature, less has been documented about the association between problem
solving skill and academic procrastination. Thus, we provided an insight on the potential effect of
problem solving skill. We believe that motivation is not the sole factor that influences college students
who tend to procrastinate. We also recommended a starting point to examine academic procrastination
in the context of higher-order skills. Previous studies have less focus on the cognitive factors that affect
academic procrastination in higher education settings. Our study indicates that there might be a direct
and positive relationship, which deserves further attention. Future studies should look for more
explanations of this relationship and try to find what ways problem solving contributes and explains
academic procrastination among college students.

The Effect of Amotivation on Academic Procrastination

The results of the study indicated that the more the students were reluctant to complete a task, the
more they started procrastination, all other motivation and problem solving factors being equal. As
mentioned previously, amotivation is the absence of intention to take action, which makes it difficult for
the individuals to make a balanced consideration of their behaviors and their consequences (Deci &
Ryan, 2000; Pelletier, Tuson, Green-Demers, Noels, & Beaton, 1998). In this kind of a situation, it
becomes impossible for the amotivated individuals to foresee the future, which actually accelerates the
procrastinating behavior (Steel, 2007). Similar studies have been found in the literature that shows
resembling results. For instance, Lee (2005) found that high levels of procrastination in Korean college
students were associated with amotivation. Moreover, Cavusoglu and Karatas (2015) revealed that
when Turkish college students’ psychological needs held constant, a positive association between
amotivation and academic procrastination emerged. Interestingly, intrinsic and extrinsic motivation did
not produce a statistically significant effect on academic procrastination. This might be a future direction
for researchers to examine the effect of motivation on academic procrastination. Instead of focusing on
other motivation types, amotivation has more capacity to explain students’ procrastination behavior. A
more comprehensive instrument that only measures amotivation might help to provide differing
perspective to our results. In addition, we controlled for problem solving skills of college students.
Future studies should expand on our results and take into consideration other cognitively important and
highly related skills to provide a more comprehensive picture for academic procrastination.

The Effect of Problem Solving Skill on Amotivation and Academic Motivation

The results of the study revealed that lack of motivation was increased by the perception of having
lower level of problem solving skill. Motivation is an important factor for problem solving skill to develop
(Pretz, Naples, & Sternberg, 2003). When people are amotivated, the activity or the duties lose their
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meaning (Ryan & Deci, 2000). According to Spada and his colleagues (2006), problem solving behavior is
activated by the positive beliefs and motivation. In such a case, it is less probable for the individuals to
procrastinate the required duties.

The results of the study also revealed that better problem-solvers had higher motivation and
problem solving skill had a stronger association with intrinsic motivation. Individuals lacking the intrinsic
motivation are less likely to seek solutions to problems (Pretz et al., 2003). Although extrinsically
motivated individuals can also be motivated to solve problems with the expectation of a reward, this
situation does not lead to as fruitful results as in the intrinsically motivated individuals’ case (Collins &
Amabile, 1999). This result can be supported with the fact that intrinsic motivation raises students’ risk-
taking and challenging habits (Deci & Ryan, 1985). There are a considerable number of studies providing
similar results with what we have found on the relationship between problem solving skill and academic
motivation in college students (Cassidy & Giles, 2012; Nair & Alkiyumi, 2011). We concluded that
problem solving skill and academic motivation, in their nature, are related and the examination of their
combined effect might be valuable to those who examine procrastination in higher education.

The Indirect Effect of Problem Solving Skill on Academic Procrastination through Amotivation

Another important insight we gained from our results was that through amotivation, problem solving
skill had an indirect effect on academic procrastination. This meant that lack of motivation was
increased by the perception of having lower level of problem solving skill, which ultimately leads to
procrastination in college students. Zimmerman and Campillo (2003) argue that effective problem
solvers need high levels of motivation to accomplish a task. The result of the study supported this view
in a way because students’ reluctance to complete a task brings about academic procrastination.
According to Ward et al. (2002), low levels of motivation become an important obstacle in the process
of producing solutions to a problem and accomplishing duties. There are similar studies in the literature
echoing our result (Cao, 2012; Cavusoglu & Karatas, 2015; Cerino, 2014; Senécal, Koestner, & Vallerand,
1995). For instance, Cavusoglu and Karatas (2015) found that amotivation was an important motivation
type that had a predictive power on academic procrastination. In addition, we found that students
lacking the driving force to start or continue an activity had an unfavourable perception of problem
solving. Amotivated individuals frequently experience the feelings of incompetence, which later results
in academic procrastination and conflict in organizing school duties (Senécal, Julien, & Guay, 2003).
Overall, we believe that the indirect effect of a higher order skill on academic procrastination through a
motivational factor is important to study, considering the significant association of problem solving skill
and amotivation our study produced. The extent of this effect was relatively low for our sample. We
encourage future studies to examine the same effect in different samples to provide a consensus or an
opposition. As there is a paucity of studies in this field, more studies are necessary to test and/or
support our argument.

This study examined the connection between academic procrastination, academic motivation, and
problem solving skill. The focal point was to develop a research base by testing the direct effect of
problem solving on academic procrastination and to provide evidence on the mediating role of academic
motivation. The results indicate that problem solving skill has an important effect on academic
procrastination.

Another important conclusion we drew was that students’ reluctance to complete a task increased
the possibility of procrastination, when all other motivation and problem solving factors were held
equal. More importantly, the lower the level of problem solving skill was, the higher the level of lack of
motivation reached. Actually, problem solving skill also had an indirect effect on academic
procrastination through amotivation, which meant that the perception of having lower level of problem
solving skill increased the lack of motivation and it ultimately lead to procrastination in college students.
Therefore, it is crucial that the associations between procrastination and problem solving and other
cognitive skills be examined in a more detailed way in future studies.
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The data we collected were cross-sectional, which implied that we could not claim causal inferences
between the constructs we used. Our purpose was to specify the strength and direction of the
relationship in the hypothesized model. We omitted two-way associations, and based the creation of
our model on theoretical foundations, logic, and previous studies. In addition, our data might be
considered to have a nested structure that required using multilevel SEM for unbiased standard errors.
However, because we did not select our sample from a broad population and there was only one
language program in the university, there was no need to control for the nested aspect of the data.
Lastly, the language school was a stressful environment that required hard working and effort to learn
another language, which would be a medium of instruction in the undergraduate school. Students’
motivation that was measured in this study might be different from the actual motivation they had since
they felt the fear of failure that made them tend to procrastinate. Keeping this in mind is important
while evaluating our results.
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Tiirkce Suiriim

Giris

Akademik erteleme, farkli egitim kademelerinden 6grenciler 6zellikle de Universite 6grencilerinde
gorilen en biyik sorunlardan biri olmustur (Balkis, 2006; Burka & Yuen, 1983; Ozer, Sackes, & Tuckman,
2013; Rice, Richardson, & Clark, 2012) ve akademik ertelemenin altinda yatan nedenler, tim diinyada
pek c¢ok arastirmacinin dikkatini ¢ekmistir. Genel olarak ifade etmek gerekirse, akademik erteleme,
sinava hazirlik, donem 6devi teslimi ya da okul ddevlerine katki olarak tanimlanabilecek okul temelli
gorevlerin ertelenmesidir (Solomon & Rothblum, 1984). Cok sayida ¢alisma akademik erteleme tirlerini,
kisilik 6zelliklerini ve akademik erteleme ile iligkilerini incelemistir (Cao, 2012; Kagan, Cakir, Ilhan, &
Kandemir, 2010; Karatas, 2015). Ayrica, akademik ertelemenin 6z-yeterlik, 6z-dizenleme ve akademik
motivasyonunun yordayicisi olarak kullanildigi deneysel calismalar da mevcuttur (Cavusoglu & Karatas,
2015; Hannok, 2011; Hen & Goroshit, 2014; Kandemir, 2014; Uzun-Ozer, 2010). Bununla birlikte,
problem ¢6zme becerisi gibi bilissel becerilerin akademik ertelemeyi nasil etkiledigiyle ilgili
arastirmalarda belirgin bir bosluk bulunmaktadir.

Akademik ertelemeyi etkileyen bircok faktor vardir. Bunlar arasinda en 6nemli faktorlerden biri
literatiirde daha dnce yapilmis cesitli arastirmalarda (Orn. Carden, Bryan, & Moss, 2004; Senécal et al.,
1995; Wolters, 2003) yinelenen akademik motivasyondur (Kaya & Kaya, 2014). Genel c¢ikarim, dusik
akademik motivasyon seviyesine sahip 0Ogrencilerin, yiiksek akademik motivasyon seviyesine sahip
ogrencilere kiyasla ginlik akademik gorevlerini daha fazla geciktirme egiliminde olmalarndir (Balkis,
2006; Vij & Lomash, 2014). Bu ¢ikarim, akademik motivasyon eksikliginin akademik erteleme olasiligini
arttirabilecegi anlamina gelir.

Bir arastirmada, Bosato (2001) 305 Universite 6grencisinde zaman perspektifi, akademik motivasyon
ve akademik erteleme arasindaki iligkiyi incelemistir. Arastirmada, diisik motivasyon ve akademik
erteleme arasinda anlamli bir pozitif iliski oldugu sonucuna varilmistir. Ayrica, icsel motivasyon ile
akademik erteleme arasinda anlamli bir negatif iliski bulundugu ve i¢sel motivasyon azaldikga, insanlarin
daha fazla erteleme egiliminde oldugu ortaya cikmistir. Bunlara ek olarak, Cerino (2014) akademik
motivasyonun, akademik erteleme lzerinde 6z-yeterlikten daha buyik bir etkisi oldugunu bildirmistir.
Bir baska arastirmada, Hassan ve Sultan (2011) motivasyonsuzlugun 6grencilerin erteleme egilimlerinde
olmalarinin ve islerini zamaninda bitirememelerinin temel nedenlerinden biri oldugu sonucuna varmistir.
Son olarak, Brownlow ve Reasinger (2000), dissal motivasyonun akademik erteleme ile daha zayif bir
iliskiye sahip oldugunu; bunun, i¢sel motivasyona sahip 6grencilerin akademik ertelemeden kaginmak
icin daha fazla egilim gosterdikleri anlamina geldigini ortaya koymustur. Genel olarak bakildiginda,
onceki calismalar akademik motivasyon ile akademik erteleme arasindaki iliskiyi gostermektedir.
Bununla birlikte, tam olarak bilmedigimiz nokta, 6zellikle 6grencilerin ders calismadan kaginma ve
erteleme davranislarini géstermeye daha meyilli olduklari Universite ortaminda, akademik motivasyonun
akademik ertelemeyi nasil etkiledigidir.

Akademik ertelemede kilit bir roli oldugu varsayilan bilissel becerilerden biri problem ¢6zme
becerisidir. Problem ¢dzme, ayni zamanda bir 6grencinin akademik ve glinliik yasami igin gerekli olan
karmasik bir beceridir (Pimta, Tayruakham, & Nuangchalerm, 2009). Bir 6grenci problem c¢dzme
becerisine sahip olmadigl zaman, bu onun igin bir yik olabilir, ciinkl etkili problem ¢6zme bireyin farkh
ve esnek distinmesini gerektirir (Jonassen, 2004) ve problem ¢bzme becerisinin eksikligi akademik
ertelemeyle sonuglanabilir (Rozental & Carlbring, 2014).

Yetersiz problem ¢ézme becerisi, akademik ertelemeyi etkileyen bir faktérdir (Knaus, 1985). Bu,
problem ¢ézmenin, belirli bir problemi ¢ézmek igin belirli mantiksal ve sirali adimlarin ardisik olarak takip
edildigi, kendine yoénelik bir davranis siireci oldugu gerceginden kaynaklanmaktadir (Kalayci, 2001).

861



Nihal YURTSEVEN, Selcuk DOGAN — Pegem Egitim ve Ogretim Dergisi, 9(3), 2019, 849-876

Problem ¢6zme becerisi, farkli diisinme siireglerinin uygulanmasini gerektirir. Bir problemin varligini ve
zorluk derecesini tanimlamak, zorluk hakkindaki gercekleri degerlendirmek, ¢6ziimler énermek ve en
uygun ¢6zimi segmek bu siiregler arasindadir (Karatas, 2011). Problem ¢6zme becerisindeki yetersizlik,
problem ¢ézme becerisi disiik olan bir kisinin basarisizliktan kaginma ve kendine zarar vermekten
kacinma stratejisi benimsemesi bakimindan akademik ertelemeye yol agabilir (Duru & Balkis, 2014).

Bireyin kendine dair olumlu inanglari, problem ¢6zme sirecinin aktivasyonunu kolaylastirir ve
ertelemeyi engeller (Fernie, McKenzie, Nikcevic, Caselli, & Spada, 2016), ¢inki zayif problem ¢ézme
becerisi, erteleme egilimini artirir (Sadeghi, Hajloo, & Emami, 2011). Aslinda, problem ¢6zmedeki en
o6nemli noktalardan biri, bireylerin kendilerini nasil algiladiklaridir (Alci, 2007). Problem ¢6zme becerisi
diisik olan bir birey, nedensel diisinmede ve sebep-sonug iligkisi kurarak bir probleme alternatif
¢Ozlimler Uretmekte zorlandigi igin, glinlik hayatta karsilasilan sorunlara yaklasirken problem ¢6zme
becerisi cok 6nemlidir (Heppner, Witty, & Dixon, 2004). Sonug olarak, problem ¢6zme becerisi diisik
olan insanlarin yasamlarindaki problemler ve zorluklar bilinmeden kalabilir ve erteleme kaginilmaz bir
sonug¢ haline gelebilir. Ancak, akademik erteleme (zerine yapilan arastirmalarda, problem c¢dézme
becerisinin etkisi yeterince incelenmemistir. Problem ¢ézme becerisi ve akademik erteleme arasindaki
iliski konusunda simdiye kadar yapilmis ¢ok az ¢alisma bulunmaktadir.

Akademik ertelemenin altinda yatan bircok neden vardir. Onceki arastirmalarin énerdigi gibi,
problem ¢ézme becerisi ve akademik motivasyon, akademik erteleme lizerinde 6nemli etkileri olabilecek
nedenler arasinda gosterilmektedir (Abu & Saral, 2016; Fernie et al., 2016; Ward, Sousa, & Nolen-
Hoeksema, 2002). Bununla birlikte, bu iki degiskenin akademik erteleme lzerindeki dogrudan etkisi g6z
oninde bulunduruldugunda, problem ¢ézme ya da akademik motivasyonun dolayli yol ya da arag olarak,
akademik ertelemeye herhangi bir etkisi olup olmadigi merak konusudur. Bu arastirma alaniyla ilgili
literattir ¢ok sinirl oldugundan, hangisinin 6nce gelecegine karar vermek zordur. Araci/dolayli etki
konusunda ortaya atilan argliman, her bireyin bir soruna yaklagsmak icin farkl tercihleri ve stilleri oldugu
gercegiyle baslamaktadir. Ayrica, problem ¢6zme stili, akademik motivasyonun gelismesinden 6nce
gelismektedir. Bu ylizden, zamansal oncelik acisindan, problem ¢6zme 6nce gelmektedir.

Akademik motivasyonun, problem ¢6zme becerisi ile akademik erteleme arasindaki iliskideki araci
rolinin diger bir gerekgesi, insanlarin problem ¢6zme algisi ve akademik motivasyona dayali olarak
erteleme konusunda benzer davranislara sahip olmasidir. Ornegin, Lyubomirsky ve Nolen-Hoeksema
(1993) problem ¢6zme becerisi diistik olan 6grencilerin erteleme konusunda daha fazla egilime sahip
olduklarini ve ayni 6grencilerin harekete gegmek icin daha az motivasyon gosterdiklerini belirtmektedir.
Bu baglamdaki arastirmalarin yetersiz oldugu agiktir. Ayrica, bu Ug¢ yapi arasindaki karsilikl iligkilerle ilgili
yapilan arastirmalar gérece ¢ok azdir. Bu nedenle, bu arastirmanin amaci, lniversite 6grencilerinde
akademik erteleme, akademik motivasyon ve problem ¢dzme becerisi arasindaki iliskileri inceleyerek
gecmis arastirmalar ve kuramsal bilgilere dayanarak olusturulan bir modeli test etmektir. Arastirmanin,
yukarida belirtilen yapilar arasindaki karmasik iliskiye 1sik tutmasi, Universite 6gretiminde akademik
erteleme sorunu konusunda farkl bir bakis agisi gostermesi ve bu vyollarla alana katki saglamasi
ongorilmektedir. Bu ¢cercevede arastirma boyunca asagidaki arastirma sorularina yanit aranmistir:

1. Problem ¢6zme becerisinin akademik erteleme tzerinde herhangi bir etkisi var midir?

2. Motivasyonun akademik erteleme lzerinde herhangi bir etkisi var midir?

3. Problem ¢6zme becerisinin motivasyonsuzluk tizerinde herhangi bir etkisi var midir?

4. Problem ¢dzme becerisinin akademik motivasyon lzerinde herhangi bir etkisi var midir?
5

Problem ¢6zme becerisinin motivasyonsuzluk araciligiyla akademik erteleme (zerindeki dolayh
herhangi bir etkisi var midir?
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Kuramsal Cergeve

Akademik erteleme: Genel olarak ifade etmek gerekirse, erteleme, gesitli mazeretler nedeniyle belirli
bir faaliyetin ertelenmesidir (Burka & Yuen, 2008; Ozer et al., 2013). Erteleme kavrami son zamanlarda
6z-dizenleme ile iliskilendirilmis ve hedeflere ulasmak icin faaliyetlerde bulunmadaki basarisizlik olarak
gorilmustdr (Corkin, Yu, & Lindt, 2011; Wolters, 2003). Bu varsayima dayanarak, akademik ertelemenin,
erteleme davranisinin sinavlara hazirlanma, 6devleri tamamlama ya da projelerin teslimini geciktirme
seklinde akademik hayata yansimasi oldugu soylenebilir (Schouwenburg, 2004; Solomon & Rothblum,
1984).

insanlarin akademik gérevleri ertelemelerinin bircok nedeni vardir. Bir gérevin 6zellikleri; kisisel
ozellikler ve tutumlar (6rnegin; basarisizlik korkusu); bireysel farkhliklar (6rnegin; dislik 6zgliven, distk
oz-yeterlik inanci) ve psikolojik durumlar (6rnegin; depresyon ya da endise), bir 6grencinin akademik
gorevlerini ertelemesine neden olabilir (Hannok, 2011; Rabin, Fogel, & Nutter-Upham, 2011; Schraw,
Wadkins, & Olafson, 2007). Birgok arastirma, akademik ertelemenin, akademik basarisizlik, devamsizlik,
okulu terk etme ve 6z-diizenleme yetersizligi ile sonuglandigi argimanini desteklemektedir (Burka &
Yuen, 1983; Kanus, 1998; Muis & Franco, 2009; Tice & Baumeister, 1997). Kisacasl, akademik
ertelemenin dogurdugu bu olumsuz sonuglar, bu durumun altinda yatan nedenleri ortaya ¢ikarma
konusuna arastirmacilarin dikkatini gekmistir.

Akademik motivasyon: Genel olarak akademik motivasyon, akademik calisma icin gerekli olan
enerjinin Gretimidir (Cavusoglu & Karatas, 2015) ve bireyleri okula gitme ve iyi notlar alma konusunda
etkileyen faktorlerle yakindan iliskilidir (Gustavon, 2016; Moen & Doyle, 1978). Akademik motivasyon,
Deci ve Ryan’in (1985), motivasyonu (1) motivasyonsuzluk, (2) icsel motivasyon ve (3) dissal motivasyon
seklinde lige ayiran Oz-Belirleme Kurami gercevesinde agiklanabilir. Motivasyonsuzluk, bireylerin bir 6diil
beklentilerinin olmadigi durumlarda ortaya ¢ikar. Dahasi, motivasyonsuz bireyler davranislari ve elde
ettikleri sonuglar arasindaki iliskileri algilamakta basarisiz olurlar (Deci & Ryan, 1985; Vallerand et al.,
1992). i¢sel motivasyon, davranislar zevk ya da eglence amaciyla gergeklestirildiginde ortaya cikar. icsel
olarak motive olan insanlar katilim gosterdiklerinde belli bir zevk ya da tatmin hissederler (Deci & Ryan,
1985; Vallerand et al., 1992).

icsel motivasyonla ilgili literatiir, Ui¢ tiir igsel motivasyon oldugunu ortaya koymaktadir: Bilmek icin
icsel motivasyon, basarmak igin i¢gsel motivasyon, uyarilma deneyimi igin i¢sel motivasyon. Bilmek igin
icsel motivasyon, yeni bir materyali 6§renme konusundaki motivasyon ve memnuniyeti ifade eder.
Basarmak icin igsel motivasyon, bir seyi basarma konusundaki motivasyon ve zevktir. Uyarilma deneyimi
icin icsel motivasyon, hem zihinsel hem de fiziksel anlamada duyusal uyaranlara karsi motivasyon ve
istek duymakla ilgilidir (Fairchild, Horst, Finney, & Barron, 2005).

Ote yandan, dissal motivasyon bir hedefe ulasmak veya bir 6diil almak icin davranislarin ortaya
cikmasidir. Dissal olarak motive olan bireyler, davranislarini, kendi yararlarindan ziyade, bir odil
beklentisiyle diizenler (Deci, 1975). Dissal motivasyonla ilgili literatlr, Ug tir dissal motivasyonun
oldugunu gostermektedir: dissal diizenleme, ice yansitma ve tanimlama (ID). Dissal dizenleme,
kaynagini, belirli bir faaliyetle ilgili olarak cesaretlendirici veya kisitlayici bir yaklagim gosteren dissal
kisilerden alan motivasyon anlamina gelir. ice yansitma, bir gérev yerine getirilmedigi icin sucluluk ve
pismanlik duygularindan kaynaklanan motivasyon tiiri olarak agiklanir. Tanimlama, belirli bir faaliyette
bulunmanin gelecekte kisiye fayda saglayacagi hissine dayanan bir motivasyon tiridir (Vallerand &
Bissonnette, 1992). Farkli akademik motivasyon tirleri, arastirmacilarin ¢alismasi icin kapsamli bir
gergeve sunar.

Problem ¢ézme becerisi: Problem ¢dzme, bir kisinin glinlik yasaminda sahip olmasi ve cesitli
alanlarda uygulayabilmesi gereken en énemli becerilerden biridir (Kaya, izgiol, & Kesan, 2014). Bireyler
genellikle, izleyecekleri adimlari tam olarak bilmeseler bile, daha énce edindikleri deneyim ve bilgilere
geri donerek problemleri ¢cozmeyi tercih ederler (Toluk & Olkun, 2001). Problem ¢ézme sireci problemin
tanimlanmasi ile baslar. Bu adim o kadar énemlidir ki, sorunlari fark etmeyen insanlar, onlarla basa
cikacak bazi stratejileri bulmakta ve uygulamakta basarisiz olacaklardir. Bu durum, motivasyonun ve
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neyin nicin yapildiginin izinin kaybiyla sonuglanabilir (Cankdy & Darbaz, 2010). Ogrencilerin énceki
bilgileri, kullandiklari zihinsel siiregler ve problem ¢6zme konusundaki algilari da problem ¢6zme
strecinde 6nemli bir rol oynamaktadir (Alci, Erden, & Baykal, 2010).

Problem ¢6zme sirecinin bir diger onemli yoni de, bireyin sorunlara yaklasmak icin sectigi stildir.
Literatlr alti ana problem ¢6zme stili tanimlamaktadir; dirtisel stil, yansitici stil, problem ¢ézme giiveni,
kaginici stil, izleme ve planhlik. Dirtisel stilde, birey belli bir probleme aceleci bir bicimde yaklasir ve bazi
onemli kisimlari gbzden kagirmanin yani sira farkli noktalari géz 6niinde bulundurmada basarisiz olur. Bu
stil, problem ¢6zme siirecinde hatalara neden olabilir. Yansitici stil, bir bireyin herhangi bir problemle
karsilastiginda altta yatan faktorleri anlama c¢abasiyla ilgilidir. Problem ¢dzme gliveni, problem ¢ézme
surecindeki bireyin ayrintil bilgi toplayip toplamadigini ya da problemi ¢6zerken hatadan kaginmak igin
¢6ziim konusunda neyin uygun oldugunu secmede siipheye diisiip diismedigini dlger. izleme stili, cok
boyutlu bir perspektifle, bireyin bir durumu dislinmek ve degerlendirmek icin makul bir yaklasim
benimsemesini saglar. Planhlik, adim adim bir yaklasimla belirli bir sorunun ¢ézimini ele almakla
ilgilidir (Bahtiyar & Can, 2016; Colakoglu, Colakoglu, Senel, Giilsen, & Ozer, 2015). Genel olarak, problem
¢6zme, bilissel bir beceri ve siireg olarak, bireylerin benimsedigi tGslup agisindan farklilik gésterir.

Bu arastirmanin amacina uygun olarak, akademik erteleme, akademik motivasyon ve problem ¢dzme
arasindaki iliskiyi agiklamak igin kuramsal altyapi ve gegmis arastirmalar géz 6niinde bulundurularak bir
kavramsal model 6nerilmistir. Sekil 1'de problem ¢6zme ve akademik motivasyonun akademik erteleme
ile dogrudan ilgili oldugu gosterilmektedir. Ayrica, akademik motivasyonun problem ¢6zme ve akademik
erteleme iliskisine aracilik ettigi varsayiimaktadir.

Akademik

Motivasyon

Akademik
Erteleme

Problem Cézme

Sekil 1. Kavramsal model.

Yontem
Arastirma Modeli

Bu aciklayici iliskisel tarama arastirma modelinde, liniversite 6grencilerinde problem ¢ézme becerisi,
akademik motivasyon ve akademik erteleme arasindaki iliskiler incelenerek, kavramsal model test
edilmistir. Clnkld bu arastirmanin oncelikli amaci, problem ¢ézme becerisinin dogrudan ve dolayh
etkilerinin olup olmadigini test etmektir.

Bu kisimda, arastirmada hangi modelin kullanildigi ve bu modelin nigin tercih edildigi belirtilmelidir.
Ayrica, modelin ne oldugu ilgili literatlr destegiyle aciklanmaldir. Arastirmanin deseni de bu kisimda
ayrintili olarak agiklanmaktadir.

Katilimcailar

Arastirmanin katiimcilarini, 2016-2017 akademik yilinda Turkiye’de bir devlet liniversitesinin hazirlik
programina kayitli 509 Universite 6grencisi olusturmaktadir. Katihmcilarin 189’u kadin, 320’si erkektir.
Ogrencilerin biiyiik bir cogunlugu 17-19 yaslari arasindadir (n=349). 509 katiimcinin, 66’si Fen lisesi,
342’si Anadolu lisesi, 26’si Ozel lise, 9’u Meslek lisesi, 9’u Teknik lise, 57’si diger lise tiirlerinden
mezundur.
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Veri Toplama Araglari

Arastirmada; 1) Tuckman Erteleme Olgegi, 2) Akademik Motivasyon Olcegi ve 3) Problem Cézme
Becerisi Envanteri olmak U(izere Ug¢ aracgla veri toplanmistir. Arastirmada kullanilan veri toplama
araglarinin hepsi Turk yiksek 6gretimi baglaminda Universitesi 6grencileri icin uygundur.

Tuckman Erteleme Olgedi: Tuckman (1991) tarafindan gelistirilen erteleme &lgegi, bu arastirmada
akademik ertelemenin &lgiilmesi igin temel olusturmustur. Olgegin orijinali ingilizcedir ve 16 maddelik
tek bir faktér yapisindan olusmaktadir. Olcekten alinan yiiksek puanlar, bireyin daha fazla erteledigi
anlamina gelmektedir. Olcek, Ozer, Sackes ve Tuckman (2013) tarafindan Tiirkceye cevrilmistir.
Arastirmacilar, 6lgegin Tiurkce formunu, (1) kesinlikle katilmiyorum (4) kesinlikle katiliyorum, seklinde
dértli Likert tipi 14 maddeden olusan bir dlgek oldugunu belirtmislerdir. Olcekte dért tane ters madde
bulunmaktadir. Ayrica dlcegin tek faktérli yapisi dogrulanmistir. Olcegin boyutlari baglaminda karisik
bulgular bulunmadigindan, tek faktorli yapi takip edilmistir. Bununla birlikte, bu ¢alisma kapsaminda
yapilan faktor analizinde, hatalarin korelasyonu eklenerek daha iyi bir model elde edilebilecegi tespit
edilmistir. Olcegin psikometrik &zelliklerine iliskin detaylar bir sonraki bélimde verilmistir. Ceviri
¢alismasinda, Cronbach alfa, ilk 6rneklemden .90 ve ikinci 6rneklemden sirasiyla .85 olarak bildirilmistir.
Mevcut arastirma kapsaminda, standartlastirilmamis faktor yikleri ve hata korelasyonlari kullanarak
faktér modelinden tiretildigi ve Cronbach alfadan daha iyi bir alternatif oldugu icin rho, p, (Raykov,
1997; 2004), bilesik giivenilirlik katsayisi hesaplanmistir (Brown, 2015). Problem ¢6zme becerisi igin
p=.73 seklindedir.

Akademik Motivasyon Olgedi: Arastirmada orijinal olarak Vallerand ve digerleri (1992) tarafindan
ingilizceye, Karatas ve Erden (2012) tarafindan da Tiirkceye cevrilen akademik motivasyon 6lgegi
kullanilmistir. Orijinal 6lcek 28 maddedir ve su yedi alt boyuttan olusmaktadir: 1) Motivasyonsuzluk (M),
icsel motivasyonda (iM) 2) bilmek icin igsel motivasyon (iM-BB), 3) basarmak icin icsel motivasyon (iM-
BA), 4) uyarilma deneyimi icin i¢csel motivasyon (iM-U), dissal motivasyonda (DM) 5) dissal diizenleme
(DM-D), 6) ice yansitma (DM-i) ve tanimlama (DM-T). Olcege verilen yanitlar 1 (kesinlikle katiimiyorum)
ile 7 (kesinlikle katiliyorum) arasinda degisiklik gdstermektedir. Olcegin boyutlarina iliskin karisik
sonuglar ve Tiirkge formunun nasil kullanilacagina dair cesitli 6neriler bulunmaktadir. Yiksekdgretim
baglaminda, Karatas ve Erden (2012) 6lgegin yedi alt boyutuyla ya da Ug temel faktoriiyle gozlemlenen
degiskenler olarak kompozitler (toplam puan) olusturarak kullaniimasini énermistir. Karagiven (2012),
hem tek faktorli hem de (g faktorla yapinin kullanilmasini tavsiye etmistir. Ortaokul baglaminda, Yurt ve
Bozer (2015) olcegin yedi faktorli yapisini iliskisiz gizil degiskenlerle dogrulamistir. Tark 6rneklemi
disinda 6rneklem kullanilan arastirmalarda, ¢ok sayida uluslararasi arastirmada (6rnegin, Cokley, 2000)
oOlgegin Ug, bes veya yedi faktorll yapilari 6nerilmistir.

Onceki arastirmalardan elde edilen farkli bulgulardan dolayi, akademik motivasyon &lgeginin en iyi i¢
yapisini ortaya ¢ikarmak icin boyutlarinin tekrar incelenmesi geregi duyulmustur. Olcegin modelini test
etmeden o6nce bes farkli dogrulayici faktor analizi (DFA) modeli olusturulmustur. Bunun sonucunda, Ug
ana faktorin birbiriyle iliskili oldugu ve yedi adet hata korelasyonunun belirlenmesinin dogru olduguna
karar verilmistir. Gegmis arastirmalar Chronbach alfa katsayisini .62 ve .91 arasinda degisen degerlerle
rapor etmislerdir. Bu ¢calismada hesaplanan p degerleri; motivasyonsuzluk igin .85, i¢sel motivasyon igin
.80 ve digsal motivasyon igin .63"tlr.

Problem (6zme Becerileri Envanteri: Bu arastirmada, Universite 6grencilerinin problem ¢6zme
algilari Heppner ve Petersen’in (1982) 6lgeginin, Turkceye cevrilmis bir versiyonuyla olcilmustir. Sahin,
Sahin ve Heppner (1993), envanterin Tirkge versiyonu icin kiltirel esdegerlik ve psikometrik ozellikler
calismasi yapmistir. Orijinal 6lgek, 32 maddeden olusmakta ve 1) problem ¢ézme gliveni, 2) yaklasma-
kacinma stili ve 3) kisisel kontrol alt boyutlariyla, tek boyutlu bir yapi sergilemektedir. Yanitlar (1)
kesinlikle katiliyorum ile (6) kesinlikle katilmiyorum arasinda degismektedir. Envanterde 15 adet ters
madde bulunmaktadir. Arastirmacilar, orijinal 6lgegi oldugu gibi tutmay tercih ettiklerinden, dlgekteki
maddelerin sirasi degistirilmemistir. Olcekten alinan yiiksek problem ¢dzme puanlari, diisiik problem
¢6zme yeteneginin algisi seklinde yorumlanmaktadir. Envanterin Tirkce versiyonu farkli bir 6zellik
gostererek, alti faktorli, toplamda 31 maddelik bir yapi sergilemistir: 1) dirtlsel stil (dokuz madde), 2)
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yansitici stil (bes madde), 3) problem ¢dzme gilveni (alti madde), 4) kaginici stil (dort madde), 5) izleme
(Gg madde) ve 6) planhlik (dort madde).

Arastirmacilar, alti faktorla yapinin, Tark kiltiriine 6zgi, yapiyi degistirmeyen ancak problem ¢ézme
becerisinin kuramsal temeli icin destek saglayan bir yapida oldugu sonucuna varmistir. Envanterin Tirk
orneklerinde daha once kullaniimasi, 32 maddeli alti faktorli tek boyutlu bir yapiyr tekrarlamistir
(6rnegin; Caglayan, Tasgin, & Yildiz, 2008). Bu arastirmanin amaci dogrultusunda, kavramsal modeli test
etmeden o6nce dort farkli DFA modeli kullanilmistir. Diger c¢alismalara paralel olacak sekilde, bu
¢alismada da iki hata korelasyonu olan, tek yapi altinda toplanan alti faktérli yapi ortaya ¢ikmistir.
Orijinal geviri ¢alismasinda Cronbach alfa gilivenirlik katsayisi degerleri .69 ile .88 arasinda degismis,
envanterin tamami icin Cronbach alfa degeri .88 olarak hesaplanmistir.

Verilerin Toplanmasi

Orneklem seciminde uygun érnekleme ydntemi kullaniimis (Creswell, 2012) ve veriler tek seferde
toplanilmistir. Veri toplama islemi toplamda alti hafta stirmustir.

Verilerin Analizi

Onceki arastirma ve teorik cerceveye dayanarak, hem dogrudan hem de dolayli etkiler arastirilmaya
deger oldugundan, YEM yaklasimi kullanilarak kavramsal model test edilmistir. Analiz yaklasimi, 6l¢iim
modeliyle baslayan, ardindan yapisal bir modelin uyumuyla devam eden, iki asamali bir modelleme
icermektedir (Anderson & Gerbing, 1988). Oncelikle, bir dizi DFA modeli, uygunluk ve degisiklik
gostergelerine gore denenmistir. Sonra, kabul edilebilir bir 6lcim modeli kullanarak, bir dizi yapisal
modelin uyum gostergeleri karsilastiriimistir. Hu ve Bentler (1999) tarafindan onerilen model uyum
degerlendirmesi (Tucker-Lewis Index, TLI > .95; Comparative Fit Index, CFl > .95; Standardized Root
Mean Square Residual, SRMR < .08; Root Mean Square Error Approximation, RMSEA < .06) kullaniimstir.
Bazi maddelerde yontem etkisinden dolay hatalarin iliskili olabilecegi durumundan, bazi maddelerin
hatalari arasinda korelasyon kurulmasina izin verilmistir. Tim kararlarin verilmesinde hem kuramsal hem
de istatistiksel yaklasimlar gbz 6niinde bulundurulmustur.

Analizler sirasinda, Green’in (2015) yiksekdgretimde YEM kullanimi konusundaki onerileri dikkate
alinmistir. Veriler, YEM varsayimlari ve eksik veriler icin taranmistir. Cok kutupluluk, cok degiskenli
normallik, yoénllalik, hatalar (disturbances) ve o6l¢lim varsayimlari ile ilgili herhangi bir problem
bulunmamistir (Kline, 2015). Bir bireyde ortaya ¢ikan tamamen eksik veriler, veri setinden gikarilmistir (n
= 21). Ornekte eksik veri orani disiik (% 1.00) oldugundan, dokuz yanit igin ortalama degerler
kullanilarak, eksik verilerin yerine yeni degerler atanmistir. YEM analizi icin gizil degiskenler, her bir
degiskenden ilk faktér yikinin 1'de sabitlenecegi sekilde 6lgeklendirilmistir. Likert olgegi 6gelerine
surekli maddeler olarak bakilmis ve Mplus 6.12 (Muthén & Muthén, 1998; 2012) kullanilarak modeldeki
parametreleri tahmin etmek icin gicli maksimum olasilik (MLR) prosedirt kullaniimistir (Muthén &
Muthén, 1998-2012). Dolayh etkileri test etmek icin, Mplus’in varsayilan, Sobel’in standart hatalari
kullantimistir.

Bulgular

Tablo 1, gizil degiskenler ve onlara karsilik gelen standart sapmalar arasindaki korelasyon katsayilarini
gostermektedir. Bes gizil degisken arasindaki korelasyonlar -.12 ile .83 arasinda degismistir ve elde
edilen bu degerler, goérece yeterli ve kabul edilebilir ayirt edici gegerligin géstergesidir.

Guvenirlik ve gecerlik analizinden sonra, Sekil 2'de gorildigi gibi ikisi istatistiksel olarak anlamli
olmayan bes gizil degisken, 10 iliskili hata, toplam yedi yol olmak lizere bes gizil degisken igeren yapisal
model test edilmistir. Uyum indeksleri yeterli diizeyde uyum oldugunu géstermektedir (TLI = .91, CFIl =
.92, SRMR = .06, RMSEA = .04, )(2 (385) = 778.44, p <.001). Modeldeki tiim katsayilar standart katsayilar
olarak rapor edilmistir. Gizil degiskenler arasinda en duslk faktér yiki .37 (akademik ertelemede 2.
madde) ve en yuksek faktor yiki, yeterli oldugu dastiniilen yakinsama kaniti saglayan .89'dur (problem
c¢6zmede yansitici stil). Yapisal modelin yerlestirilmesinden sonra, faktor yiklerinde kiiglik degisiklikler ve
olgiim modelinde korelasyon katsayilari gézlemlenmistir.
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Tablo 1.
Gizil Degiskenler Arasindaki Korelasyon Katsayilari ve Standart Hata Dederleri.
1 2 3 4
1.Problem ¢6zme
2.Motivasyonsuzluk .21 (.05)
3.i¢sel -.45(.05) -.54(.05)
4.Digsal -29(.07) -.50(.07) .83(.05)
5.Akademik Erteleme .39(.06)  .25(.05) -.24 (.06) -.12 (.07)

Not. Parantez igindeki sayilar standart hatalardir. “istatistiksel olarak anlamli olmayan bir iliski oldugunu géstermektedir. Diger tiim
degerler p <.001 duzeyinde istatistiksel olarak anlamhdir. Koreldsyon katsayilari bes faktorlii bir DFA modelinde tretildigi igin,
degerler gergek test edilen yapisal modeldeki degerlerden farkh olabilir.

Motivasyonsuzluk ] Digsal

\.
~
"y

hd

\
3
.

®

Problem . Akademik
Cézme Erteleme

=
B

12

Sekil 2. Yapisal model.

Not. Kesik gizgiler istatistiksel olarak anlamli olmayan iliskileri temsil etmekte olup, bu degerler sekle dahil edilmemis, fakat
modelin olugturulmasinda kullanilmigtir. p </01 diizeyinde istatistiksel olarak anlamli iligkiler, diiz gizgilerle gosterilmistir. Akademik
erteleme igin R2 (agiklanan varyans) % 20.00'dir.

Test edilen model, istatistiksel olarak anlamli bes dogrudan etki oldugunu goéstermektedir. Oncelikle,
motivasyon ve problem ¢bzme becerisinin, akademik ertelemenin istatistiksel olarak 6nemli bir
yordayicisi oldugunu ortaya koymustur. Sonuglari yorumlamaya problem ¢ézmenin akademik erteleme
Gizerindeki dogrudan etkisiyle baslanmistir.

Problem Cézme Becerisinin Akademik Erteleme Uzerindeki Etkisi

Sonuglar, akademik motivasyon kontrol altina alindiginda, problem ¢6zme becerisinin akademik
erteleme (izerinde 6nemli bir etkisi oldugunu gostermektedir (B = .33, S.E. = .07, p <.01). Problem
¢6zmeden alinan yiiksek puanlar, 6grencilerin kendilerini problem ¢ézmede daha az yetkin olarak
algiladiklari anlamina gelir. Bu durum, sonuglarimizi, 6grencilerin problem ¢é6zmede daha yiiksek puanlar
aldikca daha fazla erteledikleri ¢ikarimina cevirmistir. Baska bir deyisle, daha az yetkin problem
¢cOziculer, akademik motivasyonlari sabit tutuldugu durumlarda erteleme egilimindedir.
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Motivasyonun Akademik Erteleme Uzerindeki Etkisi

ikincisi, akademik motivasyonda akademik erteleme yéniinde istatistiksel olarak anlamli olan tek
iliski motivasyonsuzluga aittir. Diger motivasyonel faktérler ve problem ¢6zme becerisi kontrol altina
alindiginda, motivasyonsuzluk, akademik erteleme tzerinde oldukga yliksek bir etkiye sahiptir (B = .20,
S.E. =. 06, p <.01). Ogrenciler bir gdrevi tamamlamak icin daha isteksiz hale geldikce, onu ertelemeye
baslamislardir. igcsel motivasyon ve dissal motivasyonun akademik ertelemeye etkisinin istatistiksel
olarak anlamli olmadigi ortaya ¢ikmistir (p < .05).

Problem Cézme Becerisinin Motivasyonsuzluk Uzerindeki Etkisi

Ugiinciisii, test edilen model, problem ¢ézme becerisinin motivasyon izerinde dogrudan olumlu bir
etkisi oldugunu ortaya koymustur (B = .21, S.E. = .05, p <.01) ve bu durum, disik problem ¢ézme
becerisi algisinin, motivasyon eksikligi artirdigi anlamina gelmektedir.

Problem Cézme Becerisinin Akademik Motivasyon Uzerindeki Etkisi

Dordiincu olarak, problem ¢ézme becerisi, i¢gsel ve dissal motivasyon tzerinde dogrudan olumsuz
etkiye sahiptir (sirasiyla B = -. 45, S.E. =.05, p <.01 ve (B = -. 26, S.E. = .07, p <.01) Bu olumsuz tahminler,
daha iyi problem ¢6zenlerin daha yiksek motivasyona sahip olduklarina isaret etmektedir. Karsilastirmali
cikarimlar, problem ¢6zme becerisinin igsel motivasyonla daha glgli bir iliskiye sahip oldugunu
gostermektedir. Problem ¢6zme becerisi ile akademik motivasyon arasindaki iliskide hem olumsuz hem
de olumlu sonuglar elde edilmistir. Fakat problem ¢dzme konusundaki yuksek puanlar daha az yetkin
problem ¢6zuciler anlamina geldiginden, bu durum, yapilan yorumlari yanhs yénlendirmeyecektir.

Problem Cézme Becerisinin Motivasyonsuzluk Araciligiyla Akademik Erteleme Uzerindeki Dolayh Etkisi

Son olarak, problem ¢ozme becerisinin akademik erteleme Gzerindeki dolayli etkisi akademik
motivasyon Uzerinden incelenmistir. Tablo 2, her bir motivasyonel faktériin toplam dolayh etkisini ve
problem ¢dézme siirecinin akademik erteleme Uzerindeki toplam dolayli etkisini géstermektedir. ilk
olarak, problem ¢6zme becerisinin motivasyonsuzluk araciligiyla akademik erteleme Gzerindeki dolayli
etkisi istatistiksel olarak anlamlidir ve bu durum, olumlu bir katki yapmistir (B = .04, S.E. =. 02, p <.01).
Bu, daha az miktarda olmasina ragmen, 6grencilerin problem ¢6zme konusundaki olumsuz algilarinin da,
ogrencilerin bir etkinlik ya da goreve baslatmak ya da devam ettirmek igin itici glic olmadigini hissettigi
icin akademik ertelemeye dolayl olarak katkida bulundugunu gostermistir. ikincisi, i¢sel ve dissal
motivasyon kanaliyla olan dolayli etkiler istatistiksel olarak anlamh sonuglar vermemistir ve durum
yapisal modelimizde bastirma etkisinin olmadigini (yani hem dogrudan hem de dolayl etkilerde
istatistiksel olarak anlamh olmadigini) kanitlamaktadir (Kline, 2015). Genel olarak, problem ¢6zme
becerisinin akademik erteleme Uzerinde kayda deger miktarda toplam etkisi oldugu (hem dogrudan hem
de dolayh) sonucuna varilmistir (B =.39, S.E. =. 05, p <.01).

Tablo 2.

ilgili Standart Hatalarla Standartlastirilmis Toplam Dolayli ve Toplam Etkiler.

-den Aracl -e, -a Dolayh etki degerleri (S.E.)

Ozel etkiler

Problem ¢6zme Motivasyonsuzluk Erteleme .04 (.02)*
igsel Erteleme .06(.07)
Dissal Erteleme -.05(.04)

Toplam etkiler

-den -e, -a Dolayh Toplam (S.H.) Toplam (S.H.)

Problem ¢6zme Erteleme .06 (.04) .39 (.06)*

Not: * p<.01. dlizeyinde anlamli etkiler oldugunu gostermektedir. S.H.: Standart hata
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Tartisma, Sonug ve Oneriler

Bu arastirmada, kavramsal bir model test edilmis ve akademik erteleme, akademik motivasyon ve
problem ¢ézme becerisi arasindaki iligkiler incelenmistir. Calismanin temel odak noktasi, problem ¢ézme
becerisinin akademik erteleme Gzerindeki dogrudan etkisini test etmek ve akademik motivasyonun bu
iliskideki araci roline kanit saglamaktir. Sonuglar, problem ¢6zme becerisinin akademik erteleme
Gizerinde (hem dogrudan hem de dolayli) 6nemli bir etkiye sahip oldugunu ve ¢alismanin yenilikgiligine
onemli katkilarda bulundugunu desteklemektedir. Akademik erteleme sirecinin, i¢sel veya dissal
motivasyon tarafindan yonetilen bir siire¢ olmaktan ¢ok, problem ¢ézme becerisi ve motivasyonunun bir
islevi olduguna dair kanitlar elde edilmistir.

Problem Cézme Becerisinin Akademik Erteleme Uzerindeki Etkisi

Literatiirdeki birgok arastirma, problem ¢ézme becerisinin akademik erteleme igin istatistiksel olarak
anlamli bir yordayici oldugu sonucunu desteklemektedir. Akademik ertelemenin temel 6zelliklerinden
biri, sorunun nedenine odaklanmaktan kaginmaktir (Alexander & Onwuegbuzie, 2007). Bu, D’'Zurilla ve
Nezu (2010) tarafindan “kaginici stil” olarak tanimlanmaktadir. Diger bir deyisle, bu durum problem
¢6zme becerisi yetersiz olan kisilerin, problemle derhal yizlesmekten ¢ok, problemin kabuliini miimkin
oldugunca erteleme egiliminde olduklari anlamina gelir. Mevcut arastirma, akademik motivasyonlari
sabit kalsa bile, problem ¢6zme becerisi disik olan 6grencilerin erteleme egiliminde oldugunu
gostermektedir. Literatiirde, problem ¢6zme becerisi ve akademik erteleme arasindaki iliski hakkinda az
bilgiye rastlanmaktadir. Bu ylizden mevcut arastirma, problem ¢dzme becerisinin potansiyel etkisine dair
bir ic gorla saglamaktadir. Ek olarak motivasyonun, erteleme egiliminde olan Universite 6grencilerini
etkileyen tek faktor olmadigini gostermektedir. Ayrica mevcut arastirma, akademik ertelemeyi st diizey
beceriler baglaminda inceleme agisindan bir baslangic noktasi sunmaktadir. Daha 6nce yapilmis
arastirmalarda, Universite ortaminda akademik ertelemeyi etkileyen bilissel faktorlere daha az
odaklaniimistir. Mevcut arastirma, problem ¢ézme becerisi ve akademik erteleme arasinda dikkate
deger, dogrudan ve olumlu bir iliski olabilecegini gostermektedir. Gelecekte vyapilacak olan
arastirmalarda, bu iliskinin agiklanmasi ve problem ¢6zme becerisinin lniversite 6grencilerindeki
akademik ertelemeyi ne sekilde etkiledigi konusunda daha fazla ¢alisma yapilmasi 6nerilebilir.

Motivasyonun Akademik Erteleme Uzerindeki Etkisi

Arastirma bulgulari, diger tim motivasyon ve problem ¢6zme faktorleri esit oldugunda, 6grencilerin
bir gérevi tamamlamak icin ne kadar isteksizse, o kadar ertelemeye davranisi gosterdiklerini ortaya
koymustur. Daha 6nce de belirtildigi gibi, motivasyon eylemde bulunma niyetinin olmamasidir ve bu
durum, bireylerin davranislarini ve sonuglarini dengeli bir sekilde degerlendirmelerini zorlastirir (Deci &
Ryan, 2000; Pelletier, Tuson, Green-Demers, Noels, & Beaton, 1998). Bu tir bir durumda, isteksiz
bireylerin gelecegi dngdrmeleri imkansiz hale gelir ve bu da erteleme davranisini hizlandirir (Steel, 2007).
Literatiirde benzer sonuglara ulasilmis arastirmalar bulunmaktadir. Ornegin, Lee (2005), arastirmanin
sonunda Koreli Universite 06grencilerinde yliksek oranda erteleme davranisinda bulunmanin
motivasyonsuzlukla iliskili oldugunu ortaya koymustur. Diger taraftan, Cavusoglu ve Karatas (2015), Tirk
Gniversite ogrencilerinin psikolojik ihtiyaglari sabit tutuldugunda, motivasyonsuzluk ve akademik
erteleme arasinda pozitif bir iliski bulundugu sonucuna ulasmistir. ilging bir sekilde, icsel ve dissal
motivasyon akademik erteleme Uzerinde istatistiksel olarak anlamli bir etki yaratmamistir. Bu, gelecekte
arastirmacilarin motivasyonun akademik erteleme lzerindeki etkisini inceleyecekleri bir konu olabilir.
Diger motivasyon tirlerine odaklanmak yerine, motivasyonsuzluk, 6égrencilerin erteleme davraniglarini
actklamak icin daha fazla kapasiteye sahiptir. Yalnizca motivasyonsuzlugu 6lcen daha kapsamli bir arac,
sonugclarimiza farkl bakis acilari kazandirmaya yardimci olabilir. Ayrica, tniversite 6grencilerinin problem
¢6zme becerileri de kontrol edilmistir. Gelecekteki arastirmalar, mevcut arastirma sonuglarini
genisleterek, akademik erteleme konusunda daha kapsamli bir tablo saglamak icin diger bilissel olarak
onemli ve ilgili becerilerin etkisini inceleyebilir.
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Problem Cézme Becerisinin Motivasyonsuzluk ve Akademik Motivasyon Uzerindeki Etkisi

Arastirma bulgulari, disik duzeyde problem ¢6zme becerisine sahip olma algisinin motivasyon
eksikliginin arttigini ortaya koymustur. Motivasyon, problem ¢ézme becerisinin gelismesi icin dnemli bir
faktordiir (Pretz, Naples, & Sternberg, 2003). insanlar motivasyonsuz olduklarinda, faaliyet ya da
gorevler anlamini yitirir (Ryan & Deci, 2000). Spada ve digerlerine (2006) gore, problem ¢ézme davranisi
olumlu inan¢g ve motivasyonla harekete gecer. Boyle bir durumda, bireylerin gerekli gorevleri
ertelemeleri daha az olasidir.

Arastirma bulgulari ayni zamanda problem ¢dzme becerisi daha iyi olanlarin, daha yiiksek
motivasyona sahip oldugunu ve problem ¢6zme becerisinin igsel motivasyonla daha giicli bir iliskiye
sahip oldugunu ortaya koymustur. igsel motivasyondan yoksun bireylerin sorunlara ¢éziim bulma
olasiligl daha disuktir (Pretz et al., 2003). Her ne kadar dissal motivasyona sahip bireyler bir odl
beklentisiyle problemleri ¢ozmek icin de motive edilebilir olsalar da, bu durum kendinden motive olmus
bireylerin durumunda oldugu gibi verimli sonuglar vermemektedir (Collins & Amabile, 1999). Bu bulgu,
icsel motivasyonun o6grencilerin risk alma ve miicadele etme aliskanlklarini artirmasi gercgegiyle
desteklenebilir (Deci & Ryan, 1985).

Universite dgrencilerinde problem ¢dzme becerisi ve akademik motivasyon arasindaki iliskiye dair
mevcut arastirmada elde edilen bulgularla benzer bulgulara sahip ¢ok sayida ¢alisma bulunmaktadir
(Cassidy & Giles, 2012; Nair ve Alkiyumi, 2011). Mevcut arastirmada, problem ¢dzme becerisi ve
akademik motivasyonun dogasi geregi iliskili oldugu ve bunlarin birlesik etkisinin incelenmesinin
ylksekogretimdeki ertelemeyi inceleyen kisiler icin degerli olabilecegi sonucuna ulasiimistir.

Problem Cézme Becerisinin Motivasyonsuzluk Araciligiyla Akademik Erteleme Uzerindeki Dolayh Etkisi

Elde edilen bulgulardan ulasilan bir diger 6nemli fikir, problem ¢6zme becerisinin motivasyonsuzluk
aracihgiyla, akademik erteleme Uzerinde dolayli bir etkiye sahip oldugudur. Bu, en sonunda Universite
Ogrencilerinde ertelemeye yol agan motivasyon eksikliginin, dusik problem ¢ézme becerisi algisi ile
artmasi anlamina gelmektedir. Zimmerman ve Campillo (2003), etkili problem ¢6zenlerin bir gorevi
basarmak icin yiuksek motivasyon seviyelerine ihtiya¢ duyduklarini savunmaktadir. Mevcut arastirma
bulgulari, bu gorist bir sekilde desteklemistir; clinkli 6grencilerin bir gorevi yerine getirmedeki
isteksizligi akademik ertelemeyi beraberinde getirmektedir. Ward ve digerlerine (2002) gore, disilk
motivasyon seviyesi bir soruna ¢éziim Uretme ve gorevleri yerine getirme siirecinde énemli bir engel
teskil etmektedir. Literatlirde mevcut arastirma bulgularini yansitan benzer arastirmalar bulunmaktadir
(Cao, 2012; Cerino, 2014; Cavusoglu & Karatas, 2015; Senécal, Koestner, & Vallerand, 1995). Ornegin,
Cavusoglu ve Karatas (2015), motivasyonun akademik erteleme lzerinde yordayici glici olan 6nemli bir
motivasyon tlrd oldugu sonucuna varmistir. Ek olarak, bir aktiviteye baslamak veya devam etmek icin
itici glici olmayan 6grencilerin, problem ¢ézmede olumsuz bir algiya sahip oldugu ortaya ¢ikmistir.
Motivasyonsuz bireyler siklikla, akademik erteleme ve okul goérevlerini diizenlemede c¢atismayla
sonuglanan yetersizlik duygusu yasarlar (Senécal, Julien, & Guay, 2003). Sonug olarak, (st dizey bir
becerinin, motivasyonel bir faktér araciligiyla akademik erteleme (zerindeki dolayli etkisinin, yani
problem ¢6zme becerisi ile motivasyonsuzluk arasindaki anlamli iliskinin 6énemli bir konu oldugu
soylenebilir. Bu etkinin kapsami, mevcut arastirma oOrneklemi Uzerinde gorece disuktli. Mevcut
arastirma bulgulariyla bir uzlasma ya da zithk olup olmadigini belirlemek igin, gelecekteki arastirmalarda,
ayni etkinin farkh orneklemler lizerinde incelenmesi énemlidir. Bu alandaki arastirmalarin yetersizligi
nedeniyle, mevcut arastirmanin argiimanini test etmek ve/veya onaylamak i¢in daha fazla arastirmaya
ihtiyac bulunmaktadir.

Bu arastirmada akademik erteleme, akademik motivasyon ve problem ¢6zme becerisi arasindaki
iliskiler incelenmistir. Arastirmanin odak noktasi, problem ¢dzmenin akademik erteleme Uzerindeki
dogrudan etkisini test ederek bir arastirma temeli gelistirmek ve akademik motivasyonun araci roli
Gizerine bir bakis agisi saglamaktir. Sonuglar, problem ¢dzme becerisinin akademik erteleme {zerinde
onemli bir etkisi oldugunu gostermistir.
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Arastirmadan elde edilen bir diger 6nemli sonug, Ogrencilerin bir gorevi yerine getirmedeki
isteksizliginin, diger tUm motivasyon ve problem ¢6zme faktorleri sabit tutuldugunda, erteleme
olasihgini artirmasidir. Daha da dnemlisi, problem ¢6zme becerisi seviyesi distiikge, motivasyon eksikligi
daha yuksek seviyelere ulasmistir. Aslinda, problem ¢ézme becerisinin motivasyonsuzluk araciligiyla da
akademik erteleme (zerinde dolayh bir etkisi bulunmaktadir. Bu, disik problem ¢6zme becerisi
algisinin, motivasyon eksikligini arttirdigi ve sonug olarak tniversite 6grencilerinde ertelemeye yol actigi
anlamina gelmektedir. Bu nedenle, gelecekte erteleme ve problem ¢6zme ile diger bilissel beceriler
arasindaki iliskilerin daha ayrintili bir sekilde incelenmesi cok 6nemlidir.

Bu arastirma kapsaminda toplanan veriler, kesitseldir ve bu, kullanilan yapilar arasinda nedensel
¢ikarimlar iddia edilemeyecegi anlamina gelmektedir. Amag, varsayimsal modeldeki iliskinin guclini ve
yonini belirlemektir. Modele temel olan kuramsal altyapi ve gegmiste yapilmis arastirmalar géz dniinde
bulundurularak, iki yonli iliskiler modelden cikarilmistir. Ayrica, yansiz standart hata elde etmek icin,
toplanan verilerde ¢ok dizeyli YEM kullanilmasi gerektigi distnilebilir. Ancak, 6rneklem genis bir
evrenden segilmedigi ve Universitede yalnizca bir hazirlik programi oldugu icin, verilerin ig ice (nested)
yonini kontrol etme geregi duyulmamistir. Son olarak, hazirlik okulu, lisans programinda bir egitim
araci olacak baska bir dili 6grenmek icin cok ¢alismayi ve ¢aba sarf etmeyi gerektiren stresli bir ortamdi.
Ogrencilerin bu ¢alismada 6élgiilen motivasyonlari, onlari ertelemeye iten basarisizlik korkusundan dolay!
yasadiklari gercek motivasyondan farkh olabilir. Arastirma bulgulari degerlendirirken bu durumun goz
onlinde bulundurulmasi 6nemlidir.
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