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Article history Adolescence represents a critical developmental phase
Received 9 January 2026 characterized by escalating academic demands and
Revised 11 February 2026  increasingly salient peer relationships, both of which play a
Accepted 29 March 2026 central role in shaping students’ achievement-related

emotional experiences. Although academic resilience and
friendship satisfaction are well-established protective
resources, prior research has predominantly examined these
constructs in isolation, leaving their joint configurations and
emotional consequences underexplored, particularly within
resource-constrained and culturally contextualized
educational settings. Adopting a person-centered approach,
this study identified latent profiles of school-aged
adolescents based on combined patterns of academic
resilience and friendship satisfaction and examined profile
differences in positive and negative achievement emotions.
Data were collected from 582 randomly selected adolescents
in Kupang City, Indonesia, using validated measures of
academic resilience, friendship satisfaction, and achievement
emotions. Latent profile analysis followed by multivariate
analysis of variance revealed four distinct profiles with
meaningful emotional differentiation. Adolescents in the
buffered resilience profile exhibited the most adaptive
emotional patterns, characterized by high positive emotions
(enjoyment, hope & pride) and low negative emotions (anger,
anxiety, shame, hopeless & boredom) in learning and
classroom contexts. In contrast, adolescents in the
relationally constrained profile reported low positive
emotions alongside elevated negative emotions in both
contexts. Notably, high friendship satisfaction alone, as
observed in the relationally compensated profile, was
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insufficient to offset low academic resilience. These findings
extend the Theoretical Resilience and Relational Load
Linkage framework by highlighting the synergistic role of
individual adaptive capacities and relational resources in
shaping adolescents’ achievement emotions, offering
actionable implications for school-based interventions and
educational policy.
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Introduction

Adolescence is a critical developmental period characterized by heightened academic
demands and intensified peer interactions, both of which provide meaningful contexts for
understanding students’ emotional experiences in school. At this stage, adolescents are
required not only to meet increasingly complex academic expectations but also to navigate
relational challenges that demand adequate adaptive capacities [1]-[2]. Difficulties in
managing these intertwined academic and social demands are frequently associated with
heightened academic stress, emotional dysregulation, and disengagement from learning [3],
[4]. Such conditions underscore the urgency of identifying protective resources that enable
adolescents to maintain adaptive academic and emotional functioning at school [5],[6].
Consequently, understanding how school-aged adolescents regulate their academic
functioning and emotions under concurrent academic and social pressures is essential for
elucidating the underlying internal mechanisms.

Academic resilience and friendship satisfaction are key psychological constructs that
support students’ academic success by shaping their emotional experiences. Academic
resilience is strongly influenced by the quality of social relationships that provide emotional
support and promote adaptive coping [7]-[9], while friendship satisfaction has been
consistently associated with stronger coping capacities, more effective emotional regulation,
and greater psychological resilience [10]-[12]. Previous studies demonstrate an
interconnection between academic resilience and friendship satisfaction [10], [13]-[15].
However, how academic resilience and friendship satisfaction jointly shape distinct patterns
of academic emotions among school learners remain underexplored, especially in resource-
limited and culturally embedded educational contexts.

The existing literature has broadly examined academic resilience and friendship

satisfaction in isolation or relied on variable-centered approaches that implicitly assume
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homogeneous relationships across students when predicting academic emotions [10], [16]-
[20]. Such perspectives tend to overlook the possibility that adolescents may display
qualitatively distinct combinations of academic resilience and friendship satisfaction, each
carrying different implications for their emotional experiences in achievement contexts.
Drawing on the theoretical premises of the Theory of Resilience and Relational Load (TRRL),
academic resilience and friendship satisfaction can be understood as interdependent
resources that operate in tandem [7], [21], with their combined configurations reflecting
meaningful heterogeneity in students’ adaptive functioning. From this perspective, examining
the internal mechanisms underlying these combined patterns is essential for clarifying how
different constellations of academic resilience and friendship satisfaction are associated with
variations in students’ emotional functioning and school performance.

The present study adopts a person-centered approach using latent profile analysis
(LPA) to identify distinct student profiles characterized by unique constellations of academic
resilience and friendship satisfaction. Consistent with the theoretical premises of the TRRL,
academic emotions are examined as outcomes of these academic resilience-friendship
satisfaction profiles. Thereby offering a theory-driven account of how configurations of
personal and relational resources operate within adolescents’ academic lives in culturally
embedded, Eastern-oriented contexts where social norms may emphasize community and
social support [22],[23]. By capturing meaningful heterogeneity in adaptive functioning that is
typically obscured by variable-centered methods, this approach offers a parsimonious yet
informative framework for identifying subgroups of students who may benefit from

differentiated and targeted educational support.

Literature Review
A. Person-centered approaches to academic resilience-friendship satisfaction

The TRRL provides a coherent explanation for why some relational systems, such as
friendships, remain resilient or even thrive under repeated stress, whereas others deteriorate
when demands exceed available resources [8]. Within this framework, adaptive functioning is
understood as a dynamic balance between individuals’ coping capacities and the relational
demands embedded in their social environments, with peer relationships playing a central role
in regulating relational load [21]. In school contexts, this balance is reflected in how students
manage academic demands through the interplay of personal and relational resources [24]-
[25]. Consequently, academic resilience and friendship satisfaction represent key,
interdependent constructs through which coping capacity and relational load are configured
within students’ academic lives.

Academic resilience and friendship satisfaction function as interdependent psychosocial

resources that jointly support students’ capacity to sustain effective academic functioning
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under demanding conditions. Academic resilience refers to the ability to cope effectively with
academic challenges and recover from failure [26]-[28], whereas friendship satisfaction refers
to students’ evaluations of the quality and fulfillment of their friendships and functions as an
essential relational resource [29]-[30]. Empirical evidence consistently shows that high-
quality friendships strengthen coping resources and resilience, particularly during
adolescence and key educational transitions [10], [13], [31].

From a person-centered perspective, learners are expected to differ not only in the level of
each resource butalso in their configurations of academic resilience and friendship satisfaction
[32],[33]. Prior research indicates that stable and supportive peer relationships buffer
academic difficulties and promote adaptive adjustment, whereas limited friendship support
may constrain resilience processes [14], [34]. Accordingly, theoretically meaningful profiles
may be anticipated, including learners with high academic resilience and high friendship
satisfaction, representing an optimal adaptive configuration [35]-[37]. Further, learners with
moderate or asymmetric configurations (e.g., high resilience but low friendship satisfaction, or
vice versa) reflect potential compensatory processes. Finally, learners with low levels on both
dimensions may experience heightened vulnerability due to limited coping capacity and
elevated relational load [38].

B. Academic Resilience and Friendship Satisfaction in Relation to Achievement

Emotions

Achievement emotions refer to emotions that arise in relation to achievement activities
and contexts and are shaped by students’ appraisals of control and value [39]. Further,
achievement emotions are commonly classified into positive (enjoyment, hope, and pride) and
negative (anger, anxiety, shame, hopelessness, and boredom) emotions. Empirical research
consistently shows that positive achievement emotions are associated with higher engagement,
effective self-regulation, and academic persistence, whereas negative emotions tend to impair
attention, motivation, and learning processes [40],[41]. Developmental evidence further
indicates a decline in positive emotions and an increase in negative emotions—particularly
anxiety, boredom, and hopelessness—as students progress into secondary education,
reflecting rising academic demands and evaluative pressure [42],[43].

Academic resilience and friendship satisfaction jointly serve as foundational mechanisms
for students’ emotional adjustment in school. Resilient students are more likely to experience
hope and enjoyment, and less likely to feel anxiety or hopelessness when facing academic
difficulties [44]-[47]. Teacher emotional support and a positive learning environment have
been shown to enhance both resilience and emotional balance, with resilient learners
demonstrating greater engagement and satisfaction [48],[49]. Moreover, psychological

resilience not only protects against negative emotions but can also amplify positive ones, acting
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as a mediating mechanism between emotional well-being and achievement [50]. In parallel, a
large body of evidence indicates that positive peer relationships are associated with greater
emotional engagement, school connectedness, and well-being [20], [51]. Friendship
satisfaction functions not only as an indicator of social belonging but also as an emotional
buffer that mitigates stress and negative academic emotions. Students who perceive strong
peer support report lower anxiety and boredom, and greater enjoyment and pride in learning
activities [52],[53]. Conversely, social exclusion, rejection, or peer conflict can intensify
negative emotions, undermining both motivation and resilience [54],[55].

C. Present Study

Grounded in the TRRL, the present study adopts a person-centered approach using LPA to
capture heterogeneity in students’ adaptive resources. This approach enables the
identification of distinct student profiles characterized by different configurations of academic
resilience and friendship satisfaction, thereby capturing naturally occurring patterns of
psychological and relational resources. Such profiles provide a theoretically grounded basis for
examining how combinations of individual and social factors relate to students’ academic
emotions across learning and classroom-related contexts. The objectiveness of the present
study is:

1. Identify latent profiles of school learners based on academic resilience and friendship

satisfaction, and

2. Examine differences across these profiles in positive and negative aspects of
achievement emotions.

By integrating resilience and relational resources into a single analytic model, this study
extends current understanding of academic adjustment related to emotions in a school context
with Eastern culture. The following hypotheses were formulated:

1. Distinct latent profiles reflecting heterogeneous configurations of academic resilience

and friendship satisfaction will be identified among school learners (Hypothesis 1).

2. Learners characterized by high academic resilience and high friendship satisfaction
will report higher positive and lower negative emotions than learners in other profiles
(Hypothesis 2).

3. Learners characterized by low academic resilience and low friendship satisfaction will
exhibit the least adaptive emotional pattern, marked by lower positive and higher
negative emotions (Hypothesis 3).

4. Profile differences will be more pronounced for positive emotions than for negative

emotions across learning and classroom-related contexts (Hypothesis 4).

456 P-ISSN 2962-5777 @ E-ISSN 2962-1763



JPES Vol. 5, No. 02, August 2026, pp. 452-469

Material and Methods
A. Research Design

This study employed a quantitative cross-sectional design. Formal permission was
obtained from the relevant local authorities and participating schools prior to data collection.
Data were collected using self-administered, paper-based questionnaires consisting of three
sections: informed consent, demographic information, and scale items. The questionnaires
were administered in classroom settings under the supervision of the research team.
Participants were assured of confidentiality and anonymity, and they were informed that their
responses would be used exclusively for research purposes to minimize potential response
bias. The study protocol received ethical approval from the Research Ethics Committee of the
Faculty of Public Health, Universitas Nusa Cendana.
B. Population and Sample

The study population comprised students in Kupang City, Indonesia. Random sampling
was employed, and a total of 582 students voluntarily participated. The distribution of male
and female participants was approximately balanced, with no single age group or grade level
accounting for more than 50% of the sample. The participants predominantly represented
students from public schools, while private school students accounted for approximately 20%
of the total respondents. Detailed demographic characteristics of the participants are
presented in Table 1.

Table 1. Descriptive data of participants

Characteristics N =582 Percentage (%)
Gender Male 254 43.6
Female 328 56.4
15 81 13.9
16 243 41.8
Age (Year) 17 216 37.1
18 42 7.2
First year 223 38.3
Class level Second year 213 36.6
Third year 146 251
School Public 459 78.9
Private 123 21.1

C. Measures
All constructs were measured using standardized self-report instruments previously
validated for use in the Indonesian school context. Reliability and construct validity were
assessed before the primary analysis.
1. Friendship Satisfaction
Friendship satisfaction was assessed using the Friendship Satisfaction Subscale from
the Multidimensional Life Satisfaction Scale (MLSS) [30], comprising 4 items that assess

the perceived quality and emotional closeness of peer relationships. Responses were rated
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ona 5-pointscale (1 = strongly disagree to 5 = strongly agree). Higher scores reflect greater

satisfaction with friendships and peer interactions.

2. Academic Resilience

Academic resilience was measured using the Academic Resilience Scale (ARS-8)
developed by Apriliana & Suranata, (2025a), comprising 8 items that assess students’
capacity to persist and recover from academic challenges. Each item was rated on a 5-point

Likert scale (1 = strongly disagree to 5 = strongly agree). Higher total scores indicate

stronger academic resilience. This scale has demonstrated satisfactory internal

consistency and factorial validity among Indonesian adolescents.

3. Achievement Emotions

Achievement emotions were measured using the short version of the Academic

Emotions Questionnaire (AEQ) [56], which captures both positive emotions (enjoyment,

hope, pride) and negative emotions (anger, anxiety, shame, hopelessness, boredom) in

learning, class, and test contexts. In this study, only emotion-related learning and
classroom context items were used, comprising 16 of the original 24 items. This scale was
rated on a 5-point Likert scale (1 = strongly disagree to 5 = strongly agree). Subscale scores
were computed (positive and negative) to reflect the valence and intensity of emotions
associated with class and learning.

D. Data Analysis

Data were analyzed using RStudio with the tidyLPA and Mclust Packages [57]. This
approach was employed to identify the optimal number of latent subgroups based on patterns
of academic resilience and friendship satisfaction. Model fit was evaluated using a combination
of statistical criteria: the Akaike Information Criterion (AIC), Bayesian Information Criterion
(BIC), and entropy values. The best-fitting model was selected based on lower AIC/BIC values
and higher entropy (= 0.80) [58]-[59].

Following the identification of the optimal profile solution, multivariate analysis of
variance (MANOVA) and post hoc comparisons (Tukey HSD) were performed. The Tukey HSD
test demonstrates greater capability in detecting statistically significant differences than
alternative post hoc tests [60]. All statistical analyses adopted a significance level of p < .05.
Before analysis, data were screened for missing values, outliers, and normality to ensure
validity and reliability of the results [61].

Results

LPA was conducted to identify distinct subgroups of school learner based on their
patterns of academic resilience and friendship satisfaction. A series of competing models
specifying 1 to 6 latent classes was estimated and systematically compared using established

model fit indices (see Table 2).
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Table 2. Model fit indices for latent profile solutions

Criteria Model 1Class 2Classes 3Classes 4 Classes 5Classes 6 Classes
AIC 3396 2428 2367 2331 2315 2316
BIC 3413 2459 2411 2387 2384 2399
Entropy 1 0.985 0.945 0.962 0.750 0.615

Note: AIC (Akaike Information Criterion), BIC (Bayesian Information Criterion)

Model fit improved with the successive addition of latent classes, as indicated by a
consistent decrease in AIC and BIC values from the one-class through the five-class solutions.
Although the five-class model showed a marginal improvement in fit, the solution was
accompanied by a notable reduction in entropy (<.80), suggesting diminished classification
accuracy. In contrast, the four-class model provided a better balance between model fit and
classification quality, yielding lower AIC and BIC values and an acceptable entropy level,
indicative of high precision in profile assignment. Descriptive statistics for the four-class
solution based on the mean levels of academic resilience and friendship satisfaction are
presented in Table 3 and described below.

Table 3. Profile characteristics

Profile N Academicresilience Friendship satisfaction
Buffered resilience 455 4.086 (0.035) 4.393 (0.041)
Relationally compensated 10 2.307 (0.442) 3.805 (0.396)
Emerging adaptation 26 3.549 (0.178) 2.506 (0.314)
Relationally constrained 91 1.874 (0.054) 1.608 (0.083)

Note: Data displayed in Mean (SE)

The four latent profiles were characterized based on distinct patterns of academic
resilience and friendship satisfaction. The profile characterized by high levels of both academic
resilience and friendship satisfaction was named the buffered resilience profile. In contrast, the
profile marked by low levels of both variables was named the relationally constrained profile.
The following profile, characterized by low academic resilience and high friendship
satisfaction, was named the relationally compensated profile. The following final profile,
reflecting moderate levels of both academic resilience and friendship satisfaction, was named
the emerging adaptation profile. Regarding distribution, the buffered resilience profile
accounted for the largest proportion of the sample, whereas the relationally compensated
profile accounted for the smallest.

Descriptive statistics and bivariate correlation analyses were conducted to provide an
overview of the parameter variables in LPA. Table 4 summarizes the descriptive statistics of
students’ emotions related to classroom and learning activities. Subsequently, Pearson
correlation coefficients were examined to identify the direction and strength of associations

among the studied variables.

Latent Profile of Academic Resilience and Friendship Satisfaction in Relation to ... (Apriliana) 459



JPES Vol. 5, No. 02, August 2026, pp. 452-469

Table 4. Descriptive statistics and correlation of variables

Variables Mean SD 1 2 3 Skew Kurt
1. Positive class-related 3.698 1.011 - -1.002 0.263
emotions
2. Negative class- 2.558 0.960 -0.282** - 0.421 -0.293
related emotions
3. Positive learning- 3.661 1.068 0.749** -0.209** - -0.821 -0.288
related emotions
4. Negative learning- 2.733 0.956 -0.242%* 0.694** -0.197** 0.216  -0.502

related emotions

Note: SD (Standard Deviation), Skew (Skewness), Kurt (Kurtosis)

Overall, students reported relatively high levels of positive emotions related to both
classroom participation and learning activities, whereas negative emotions were moderate.
Positive class-related emotions were strongly and positively correlated with positive learning-
related emotions. In contrast, correlations between negative class-related emotions and
negative learning-related emotions were of moderate magnitude. As expected, positive and
negative emotions were significantly and inversely correlated; however, the strength of these
associations was weak [62]. Additionally, skewness and kurtosis values for all variables were
within acceptable thresholds, indicating no substantial departures from normality and
supporting the appropriateness of the data for subsequent latent profile analysis [63].

To examine whether the identified academic resilience and friendship satisfaction
profiles differed significantly in terms of achievement emotions, pairwise comparisons were
conducted across positive and negative class-related and learning-related emotions. Overall
group differences were first tested using multivariate analyses, followed by post hoc Tukey
HSD tests to identify specific between-profile contrasts. Effect sizes were estimated using

Cohen’s d to assess the magnitude of profile differences (see Table 5).

Table 5. Pairwise comparisons of latent profiles across achievement emotions

Mean Std. .
Profile Difference  Error Sig:
Positive class-related emotions (F = 357.323**, d = 2.72)
Buffered Resilience
vs. Relationally Compensated 1.332  0.192 0.000**
vs. Emerging Adaptation 0.676 0.121 0.000**
vs. Relationally Constrained 2.223  0.069 0.000**
Relationally Compensated
vs. Emerging Adaptation -0.656  0.223  0.018*
vs. Relationally Constrained 0.891 0.199 0.000**
Emerging Adaptation
vs. Relationally Constrained 1.547 0.133 0.000**
Negative class-related emotions (F = 10.134**, d = 0.46)
Buffered Resilience
vs. Relationally Compensated -0.622  0.300 0.163
vs. Emerging Adaptation -0.034 0.189 0.998
vs. Relationally Constrained -0.562  0.107 0.000**

Relationally Compensated
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Mean Std. .
Profile Difference  Error Sig.
vs. Emerging Adaptation 0.588 0.349 0.334
vs. Relationally Constrained 0.060 0.313 0.997
Emerging Adaptation
vs. Relationally Constrained -0.527  0.209 0.057
Positive learning-related emotions (F = 232.994**, d = 2.21)
Buffered Resilience
vs. Relationally Compensated 1.542  0.230 0.000**
vs. Emerging Adaptation 0.440 0.145 0.014*
vs. Relationally Constrained 2.145 0.083 0.000**
Relationally Compensated
vs. Emerging Adaptation -1.102  0.268  0.000**
vs. Relationally Constrained 0.603  0.240 0.059
Emerging Adaptation
vs. Relationally Constrained 1.705 0.160 0.000**
Negative learning-related emotions (F = 7.523**, d = 0.40)
Buffered Resilience
vs. Relationally Compensated -0.739  0.301 0.068
vs. Emerging Adaptation -0.221  0.190 0.649
vs. Relationally Constrained -0.447 0.108 0.000**
Relationally Compensated
vs. Emerging Adaptation 0.518 0.350 0.450
vs. Relationally Constrained 0.292  0.313 0.788
Emerging Adaptation
vs. Relationally Constrained -0.226  0.209 0.701

Note: p <.05%; p <.01**; Post hoc comparisons were conducted using t-tukey HSD tests.

Significant between-profile differences emerged for positive class-related and positive
learning-related emotions, with very large effect sizes. Pairwise comparisons indicated that
students in the buffered resilience profile reported significantly higher levels of positive
emotions than those in all other profiles, particularly compared with the relationally
constrained profile. In contrast, students in the relationally compensated and emerging
adaptation profiles did not differ significantly from other profiles in negative learning-related
or negative class-related emotions. Notably, the relationally compensated profile also showed
no significant differences from the relationally constrained profile in positive learning-related
emotions. It is underscoring the pivotal role of academic resilience in shaping positive
emotional experiences in academic contexts [64]-[66].

A visual representation was used to illustrate differences in discrete achievement
emotions across the four groups of academic resilience and friendship satisfaction profiles in
both class- and learning-related contexts (see Fig. 1). As shown in Fig. 1, a clear and consistent
emotional gradient emerged across profiles. Students in the group buffered resilience profile
displayed the most adaptive pattern, characterized by high levels of enjoyment, hope, and
pride, alongside low levels of negative emotions across both contexts. In contrast, the
relationally constrained profile exhibited the least adaptive configuration, with elevated

anxiety, shame, hopelessness, and boredom, particularly in learning-related situations.

Latent Profile of Academic Resilience and Friendship Satisfaction in Relation to ... (Apriliana) 461



JPES Vol. 5, No. 02, August 2026, pp. 452-469

ENJOYMENT 4.00
HOPE 4.11
PRIDE 4.13

ANGER  2.40

ANXIETY 252 3.00 2.74
SHAME 225 2.92 2.59
HOPELESS  2.38 2.81 2.80
BOREDOM 2,78 2.50 2.87 3.09
Buffered resilience (CRE) # Relationally compensated (CRE) Emerging adaptation (CRE)
Relationally constrained (CRE) H Buffered resilience (LRE) M Relationally compensated (LRE)

B Emerging adaptation (LRE) Relationally constrained (LRE)

Fig. 1. Mean levels of class-related (CRE) and learning-related (LRE) achievement emotions

across latent profiles

The two intermediate profiles showed mixed emotional patterns. The relationally
compensated profile displayed moderate levels of positive emotions alongside comparatively
higher levels of negative emotions across both class-related and learning-related contexts.
Meanwhile, the emerging adaptation profile occupied a middle position with more balanced
emotional experiences. Overall, Figure 1 illustrates systematic differences in achievement
emotion patterns across the four latent profiles, with distinct configurations observed for

positive and negative emotions in both class-related and learning-related contexts.

Discussion

Interpreted through the Transactional Resilience-Relational Load (TRRL) framework,
the identified profiles reflect qualitatively distinct configurations of individual adaptive
capacity and relational resources that shape adolescents’ emotional experiences in school
contexts. The observed profile patterns are consistent with the TRRL, which conceptualizes
resilience as a dynamic process shaped by the interaction between individual adaptive
capacities and relational resources [7], [21].

The ideal profile is reflected in the “buffered resilience” profile, characterized by high
levels of academic resilience and friendship satisfaction. From the TRRL perspective, this
configuration indicates an effectively buffered relational load, in which supportive peer
relationships attenuate academic and contextual stressors and facilitate sustained adaptation
[8]. From a control-value theory perspective, the emotional advantages observed among
students in the buffered resilience profile can be understood as the outcome of jointly

enhanced perceptions of control and task value. Academic resilience is likely to enhance
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perceived control through persistence, adaptive coping, and self-regulatory competence [67]-
[69], whereas friendship satisfaction reinforces perceived task value by offering emotional
security, encouragement, and social affirmation [11], [70]. Collectively, these individual and
relational resources appear to operate synergistically to foster positive emotional experiences
in learning contexts, underscoring that optimal achievement emotions are most likely to
emerge when personal resilience and supportive peer relationships co-occur rather than
function independently.

In contrast, the relationally constrained profile represents a particularly vulnerable
subgroup characterized by concurrent low academic resilience and low friendship satisfaction,
reflecting unbuffered relational load and relational disconnection that have been associated
with constrained coping capacity, emotional dysregulation, and elevated developmental risk
[7], [71]. Students in this profile appear to lack both the internal adaptive resources required
to manage academic challenges and the peer-based relational support that could otherwise
provide emotional reassurance or compensatory assistance. Consistent with this configuration,
students in the relationally constrained profile reported markedly lower levels of positive
achievement emotions, underscoring the emotional costs of simultaneously absent personal
and interpersonal resources. The pronounced emotional gradient between the buffered
resilience and relationally constrained profiles further suggests that positive achievement
emotions are particularly sensitive to the synergistic interplay of academic resilience and
social support rather than to either resource in isolation.

The remaining two profiles provide additional, nuanced insight into students’
psychosocial adaptation patterns in school contexts, namely the emerging adaptation and
relationally compensated profiles. The emerging adaptation profile, characterized by moderate
levels of both academic resilience and friendship satisfaction, appears to reflect a transitional
or developmental configuration. Consistent with Masten (2014) conceptualization of resilience
as a dynamic and evolving process, students in this profile may be in the early stages of
consolidating adaptive resources that have not yet translated into consistently optimal
achievement emotions. The relationally compensated profile provides empirical support for
compensatory processes proposed in relational resilience models, whereby supportive peer
relationships may attenuate, but not fully counterbalance, the emotional consequences of
limited individual adaptive capacity [73]-[74]. Although these two profiles demonstrate
distinct and theoretically meaningful patterns of psychosocial adaptation, their overall
emotional functioning appears less optimal than that observed in the buffered resilience profile,
yet more adaptive than the relationally constrained profile, highlighting a graded continuum of

adaptation shaped by the interplay of individual and relational resources.
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A more fine-grained comparison of achievement emotions further differentiates the
emerging adaptation and relationally compensated profiles. Overall, students in the emerging
adaptation profile demonstrated relatively more favorable emotional functioning, particularly
with respect to positive achievement emotions, which exhibited a pattern approaching the
optimal configuration observed in the buffered resilience profile. The relative stability of
negative achievement emotions across profiles suggests that such emotions may be more
strongly influenced by situational academic demands than by stable psychosocial
configurations alone. In contrast, the relationally compensated profile displayed an emotional
pattern that closely resembled the relationally constrained profile, despite higher levels of
friendship satisfaction. This finding suggests that while supportive peer relationships may
alleviate emotional distress and foster a sense of belonging [15], [52], they are insufficient to
fully substitute for the individual adaptive capacities required to manage academic demands
effectively. Taken together, these results indicate that social support alone is unlikely to
generate optimal positive achievement emotions in the absence of strong academic resilience,
reinforcing the central role of individual adaptive resources in sustaining emotionally adaptive
learning experiences [75]-[76].

From a theoretical perspective, the present findings extend existing resilience and
achievement emotion frameworks by demonstrating the value of a person-centered approach
in capturing heterogeneity in adolescents’ psychosocial adaptation. By identifying distinct
latent profiles based on the joint configuration of academic resilience and friendship
satisfaction, this study advances the TRRL by providing empirical evidence that resilience-
related outcomes are shaped by the synergistic interplay between individual adaptive
capacities and relational resources, rather than by either dimension in isolation. The
differentiated emotional patterns observed across profiles further refine control-value theory
by illustrating that positive achievement emotions are most robust when perceptions of
control (supported by academic resilience) and task value (reinforced by supportive peer
relationships) co-occur. Importantly, the emergence of intermediate profiles—such as
emerging adaptation and relationally compensated highlights resilience as a dynamic and
developmental process, underscoring that relational resources may compensate for, but
cannot fully replace, individual adaptive capacities in generating optimal emotional
experiences.

From a practical standpoint, these findings carry important implications for school-
based interventions and educational policy. Efforts to promote students’ emotional well-being
and academic engagement should move beyond single-focus approaches and instead adopt
integrated strategies that simultaneously strengthen academic resilience (e.g., self-regulation,

adaptive coping, persistence) and cultivate supportive peer relationships. While relationally

464 P-ISSN 2962-5777 @ E-ISSN 2962-1763



JPES Vol. 5, No. 02, August 2026, pp. 452-469

oriented programs may reduce emotional vulnerability among students with low resilience,
the limited emotional benefits observed in the relationally compensated profile suggest that
such initiatives should be complemented by targeted supports to enhance individual adaptive
skills. Moreover, the identification of the emerging adaptation profile underscores the
importance of early, developmentally sensitive interventions to consolidate nascent adaptive
resources before maladaptive emotional patterns become entrenched. Collectively, these
implications emphasize the need for multi-level, profile-informed interventions that are
responsive to students’ distinct psychosocial configurations, thereby fostering more adaptive

emotional experiences and sustained engagement in learning contexts.

Conclusion

This study provides a nuanced understanding of adolescents’ psychosocial adaptation
by identifying distinct latent profiles based on the joint configuration of academic resilience
and friendship satisfaction, and by demonstrating how these profiles are differentially
associated with achievement emotions in school contexts. Overall, these findings emphasize
that adaptive emotional functioning in learning environments is most likely to occur when
individual adaptive capacities and relational supports co-occur, rather than operate
independently. By integrating person-centered profiling with established theoretical
frameworks, this study contributes to a more refined understanding of the mechanisms linking
resilience, peer relationships, and achievement emotions among school-aged adolescents. The
results underscore the importance of profile-informed, multi-component interventions that
simultaneously promote academic resilience and supportive peer relationships to foster

emotionally adaptive and sustainable learning experiences.

Limitation and Suggestions

Several limitations should be acknowledged. First, the cross-sectional design precludes
causal inferences regarding the directionality of relationships among academic resilience,
friendship satisfaction, and achievement emotions. Longitudinal designs or person-centered
growth modeling approaches would be valuable for examining developmental transitions
between profiles over time. Second, the relatively small size of the relationally compensated
profile warrants cautious interpretation and replication in larger and more diverse samples.
Future research could also extend this work by incorporating additional contextual variables,
such as teacher support, instructional quality, and school climate, to examine how broader
ecological systems interact with individual-relational profiles to shape emotional and

academic outcomes.
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