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ABSTRACT

THE EFFECT OF A COGNITIVE BEHAVIORAL GROUP
COUNSELING PROGRAM ON THE LEARNED
RESOURCEFULNESS LEVEL AND AUTOMATIC THOUGHT
PATTERNS OF ELEMENTARY SCHOOL STUDENTS

Giiloglu, Berna
Ph. D., Educational Sciences
Supervisor: Prof. Dr. Giil Aydin
February, 2006, 208 pages

The purpose of the present study was to investigate the effect of a cognitive
behavioral group counseling program on the learned resourcefulness level and
automatic thought patterns of fifth grade elementary school students. The study
consists of two phases. In the first phase, Children’s Version of Self-Control
Schedule (C-SCS) and Cognitive Triad Inventory for Children (CTI-C) were
given to 232 fifth grade students in two elementary schools in Ankara. The
differences among the automatic thought patterns (CTI-C) of the students by
gender and learned resourcefulness (C-SCS) were explored using a 2 (gender) X 2
(high-low learned resourcefulness) factorial MANOVA. Results showed that
students who were highly resourceful scored significantly higher in total, negative
view of self, future, and world and positive view of self, future, and world

subscales of CTI-C.
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An experimental design with one training and two control groups (placebo-
attention and no-treatment) and three measurements (pre, post, and follow-up)
were used in the second phase of the study. 45 students (27 males, 18 females)
who had low learned resourcefulness and negative automatic thought patterns
were randomly assigned to the training and two control groups. ‘Cognitive
Behavioral Group Counseling Program’ was implemented to the cognitive
behavioral training group students’ over a period of 15 sessions. The sessions
were held once a week and lasted in 90 minutes. Students in the placebo-attention
control group played non-therapeutic games like lotto, game of name-city-animal-
plant, hanging a man, silent movie, and solved some puzzles. The no-treatment

control group subjects did not receive any training.

Repeated measures analysis of variance was used to analyze the data collected in
the experimental phase of this study. Contrary to the expectations, the results
indicated that ‘Cognitive Behavioral Group Counseling Program’ did not improve
learned resourcefulness levels and increase positive automatic thought patterns of

students

Keywords: Learned Resourcefulness, Automatic Thoughts, Cognitive Behavioral

Group Counseling Program, Elementary School Students.
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BILISSEL DAVRANISCI GRUPLA PSIKOLOJIK DANISMA
PROGRAMININ ILKOGRETIM OKULU OGRENCILERININ
OGRENILMIS GUCLULUK DUZEYLERI VE OTOMATIK
DUSUNCE BiCIMLERI UZERINDEKI ETKISI

Giiloglu, Berna
Doktora, Egitim Bilimleri Boliimii
Tez Yoneticisi: Prof. Dr. Giil Aydin
Subat 2006, 208 sayfa

Bu arastirmanin amaci, biligsel davranis¢i grupla psikolojik danigma programinin
ilkogretim okulu 5. simif 6grencilerinin 6grenilmis giicliiliik diizeyleri ve otomatik
diisiince bicimleri iizerindeki etkisini arastirmaktir. Iki asamadan olusan
arastirmanin birinci asamasinda, Cocuklar Icin Oz Denetim Olgegi (C-ODO) ve
Cocuklar Icin Bilissel Uclii Envanteri (C-BUE) Ankara’daki iki ilkogretim
okulunun 5. smifinda okuyan 232 6grenciye uygulanmistir. Veriler, C-BUE
puanlarina uygulanan 2 (6grenilmis giicliilik diizeyi) X 2 (cinsiyet) faktorli,
coklu varyans analizi ile ¢oziimlenmistir. Bulgular, yiiksek 6grenilmis giicliilitkk
diizeyine sahip 6grencilerin Cocuklar icin Bilissel Uclii Envanteri’nin “kendine,
gelecegine ve diinyaya olumsuz bakis acgisina sahip olmak” ile “kendine,
gelecegine ve diinyaya karsi olumlu bakis acisina sahip olmak™ alt testlerinde ve

testin toplaminda yiiksek puan aldiklarina isaret etmektedir.
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Arastirmanin ikinci agsamasinda On-test, son-test ve izleme testi ile bir deney ve iki
kontrol grubundan (plasebo kontrol ve kontrol) olusan deneysel desen
kullanilmistir. Diisiik 6grenilmis giicliilik diizeyine ve olumsuz otomatik
diisiincelere sahip 45 o6grenci (27 erkek, 18 kiz) bir deney ve iki kontrol
grubundan birine rasgele atanmistir. ‘Biligsel Davramis¢ct Grupla Psikolojik
Danigsma Programi’ deney grubu deneklerine 15 oturum boyunca uygulanmistir.
Oturumlar haftada bir kez yapilmis ve her oturum 90 dakika siirmiistiir. Plasebo
kontrol grubundaki deneklerle her hafta tombala, isim-sehir-hayvan-bitki, adam

asmaca, sessiz sinema gibi oyunlar oynanmis ve yap-boz yapilmistir.

Aragtirmada toplanan verilerin analizinde 3 (gruplar) X 3 (On-test-son-test-izleme
testi) x 2 (cinsiyet) faktorlii, son faktorde tekrar olciimlii seckisiz deney desenine
uygun varyans analizi deseni kullanilmistir. Beklenenin aksine, bulgular, ‘Bilissel
Davranis¢1 Grupla Psikolojik Danisma Programi’nin diisiik 0grenilmis giicliiliik
diizeyine ve olumsuz otomatik diisiince bi¢imine sahip deneklerin Ogrenilmis
giicliiliik diizeylerini ve olumlu otomatik diisiince bi¢imlerini artirmada etkili bir

yontem olmadigini gostermistir.

Anahtar Kelimeler: Ogrenilmis Giicliiliik, Otomatik Diisiince, Bilissel Davranisci
Grupla Psikolojik Danigma Programi, {lkdgretim Okulu Ogrencileri.
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CHAPTER ONE

INTRODUCTION

1.1. Background of the Study

Human’s history has been a history of control. People have gradually developed a
substantial amount of environmental control because they have begun entirely in
the power of their external environment. They have the power to alter a wide
range of significant environmental events. For years, people have sought to
change and control themselves as they have altered and controlled their external

environment (Thoresen & Mahoney, 1974).

Several studies have confirmed that individuals’ psychological and physical
health, behavior and motivation were influenced negatively by ‘lack of control’.
(Gatchel, 1980; Syme, 1989; Thompson, Sobolwe-Shubin, Galbraith,
Schwankovsky, & Cruzen, 1993; Thompson & Spacapan, 1991). Moreover,
Skinner (1995) suggested that ‘loss of control’ is one of the few forms of

psychological trauma.

There are numerous possible reasons for the high value placed on a person’s
capability to control his or her own actions. First, there is little hesitation that
many self-control patterns possess survival value of one form or another. A
second reason for the high value of self-control lies in its association to
socialization processes. In addition to social and survival values, self-control
behaviors seem to be marked by a motivation on their own. The contention has

been that self-control is ‘intrinsically’ rewarding (Thoresen & Mahoney, 1974).



Although the significance of control over one’s actions has been widely
recognized by the literature, the concept of control has been defined narrowly in
terms of the availability of the means to influence an aversive situation or
outcome (Pervin, 1963; Thompson, 1981; Weiss, 1968). Researchers who have
become involved in studies about the concept of self-control approached this
concept from different perspectives and focused their attention on different parts
of self-control process (Fester, 1965; Kelly, 1955; Rothbaum, Weisz, & Snyder,
1982).

Kelly (1955) paid attention to the factors that influence self-control behavior.
According to him, in order to exercise self-control, the individuals must
understand what factors impact their actions and how they can alter those factors
to bring about the changes they desire. This understanding requires that the
individual, in effect, become a sort of personal scientist. In a similar vein,
Thoresen and Mahoney (1974) confirmed that the ability to control one’s own
actions in the absence of immediate external constraints- to delay or forego
gratifications, to tolerate unavoidable pain, to direct oneself- is typically

characterized as a scientist.

Ferster (as cited in Kanfer & Phillips, 1970) distinguishes three forms of self-
control. The most commonly encountered form is employed to performances that
alter the relation between persons’ behavior and their environment so that
ultimately aversive consequences to the person are reduced. A second form of
self-control involves the performance of behaviors that raise persons’ long-range
effectiveness, even when the consequences are long postponed or even
immediately aversive. A third form of self-control involves the revision of the

physical environment rather than of the person’s own behavior.

Skinner (1953) made a crucial distinction between controlled and controlling
response. The controlled response is behavior to be changed. Shifting
environmental variables such as response consequences and environmental cues
provides this change. The act of manipulating environmental variables is the

controlling response. The distinction between the controlling response and the
2



controlled response is tremendously crucial. If one assumes that behaviors may be
modified by their consequences, this applies not only to the controlled behavior
but also to the controlling behaviors. Self-controlling behaviors, like any other
action, must be appropriately rewarded if they are to be maintained (Thoresen &

Mahoney, 1974).

Both Kanfer and Karoly and Kanfer and Gaelick have described self-control
process as one in which a person, in the absence of external control, engages in
behavior (the controlling response) that originally had a lower probability than
that of a more appealing behavior (the controlled response) in such a way that the

controlled response is less probable to arise (as cited in Kanfer & Schefft, 1988).

Rothbaum, Weisz, and Snyder (1982) proposed a two-process model of control.
They argued that people are strongly motivated to maintain a sense of self-control
and there are number of diverse ways to achieve this end. A distinction is made
between exercising control on the environment and controlling one’s reaction to
the environment. Unless control can be achieved by acting directly to change the
environment (primary control), a sense of control can be maintained by other less
direct means (secondary control) such as the use of cognitive strategies to accept
the situation as it is. In the secondary control process, the object of control is the
person themselves, their cognitions, perceptions, interpretations, and the value and
meaning they place on the situation. According to them, primary control and
secondary control are complementary processes and that both of these processes
are adaptive, to different degrees, in different situations. Good adjustment
involves the flexibility to use both primary and secondary control and to be aware

of which one is appropriate.

Research emphasized the importance of the control of internal states in successful
coping as well. Lazarus and Folkman (1984) recommended that the influence of
potentially stressful event on an individual is mediated by a number of factors,
including the initial evaluation of the event (primary appraisal) as either a threat
or a challenge, the individual’s assessment of his or her ability to cope with the

event (secondary appraisal), and the choice and implementation of a coping
3



strategy. In other words, perceived control over internal states may play an
important role in all stages of this model: primary appraisal, secondary appraisal,

and coping.

A high control people who are confident of their ability to limit the emotional and
physical influence of an event are less likely to view a particular situation as
threatening. This confidence allows the people to choose the most appropriate
coping strategy and to execute it confidently and effectively. In contrast, low
control people are more likely to appraise a situation as a threat and less likely to

consider they have the necessary resources to deal with it (Pallat, 2000).

During the past three decades, there has been a remarkable shift in behavioral
psychology from the study of environmental contingencies that control behavior
to the study of the processes by which persons control their own behavior. A
number of self-control models (For example, Bandura, 1977; Kanfer, 1977,
Rosenbaum, 1990) have developed that construe the self-control process as a

cognitive process.

Rosenbaum’s (1983, 1990) conceptualization of learned resourcefulness builds on
the theoretical base for understanding self-regulatory behavior by the writings of

Meichenbaum (1977), Kanfer (1970, 1977) and Bandura (1977).

The term learned resourcefulness, which later appeared as one of the self-control
models in the literature was first used by Meichenbaum (1977) in conjunction
with his ‘stress inoculation training (SIT)’ program. Meichenbaum (1977)
postulated that learned resourcefulness involves certain attitudes that help an
individual cope effectively with external stressors as well as to achieve control
over problematic and stressful life events. In SIT, individuals are instructed in
cognitive and behavioral skills, which enable them to cope effectively with
stressful events. The major components of the SIT are a) self-monitoring of
maladaptive thoughts, images, feelings, and behaviors; b) problem-solving skills;

c) emotion regulation and other self-control skills. Persons who have acquired



these skills develop a sense of ‘learned resourcefulness’, the belief that they can

effectively deal with manageable level of stress.

Following Meichenbaum (1977), Rosenbaum (1983) described learned
resourcefulness as a behavioral repertoire, which is comprised of a set of skills
(mostly cognitive) by which individual self-regulates internal events (emotions,
cognitions, physiological responses, pain) that interfere with the smooth execution

of a desired behavior.

Kanfer (1970, 1977) proposed a three-stage model of self-regulation, involving
self-monitoring, self-evaluation and self-reinforcement. In self-monitoring stage,
persons involve deliberately and carefully attending to their own behavior. The
second stage, termed as self-evaluation, consists of a comparison between the
information obtained from self-monitoring and the person’s standards for that
given behavior. The third stage, which is called self-reinforcement, refers to the
individual’s reactions to the information obtained from self-evaluation process.
Rosenbaum (1990) has designated self-monitoring, self-evaluation, and self-

reinforcement as cognitive processes.

After the revision of self-regulation model, Kanfer (as cited in Kanfer & Schefft,
1988) has further refined the description of self-regulatory processes. An
important distinction was made between two types of self-regulatory processes;
corrective self-regulation and anticipatory self-regulation. In the corrective self-
regulation, persons are in actual contact with their environment and feedback is
obtained directly from the influence of their action on their environment. On the

other hand, in anticipatory self-regulation, persons image or think about an action.

Like Kanfer (1970), Bandura (1978a) introduced a model of self-regulation and
focused on the concepts that motivate this system. According to him, human
behavior exists as a result of the interaction of cognitive, situational and
behavioral factors. The concept of ‘self-efficacy’ that was developed within this
model was described by Bandura (1977) as one of the cognitive structures that

directs behavior.



Bandura (1977) has asserted that all behavioral change is mediated through
changes in self-efficacy. The level and strength of one’s efficacy expectations for
a particular behavior determine whether the behavior will be attempted, how
much persistence will be shown and what the final result will be. However,
expectations alone will not produce desired performance if the component
capabilities are deficient. Here what Bandura calls ‘component capabilities’ might

refer to the behavioral repertoire of the individual (Rosenbaum, 1983).

In a similar vein, Rosenbaum and Ben-Ari Smira (1986) emphasized that persons
may have the necessary skills to cope with certain situational demands, but would
not apply these skills unless they think that they are efficacious in applying these
skills. Indeed, high resourceful subjects would likely to have higher levels of self-
efficacy and be more likely to persist longer in coping (Bandura, 1982, 1984).
Moreover, Rosenbaum and Hadari (1985) reported that persons with a strong
sense of personal efficacy tended to effectively cope with stressful situations
rather than succumb to them. Like component capabilities, self-efficacy
expectations are based in part on the individuals’ basic behavioral repertoire of

learned resourcefulness (Rosenbaum, 1983).

Despite these models have build the construction of Rosenbaum’s (1983) study,
they both focused on the motivational part of the self-regulation process. Learned
resourcefulness focuses on the particular skills that are required in the process of
self-regulation of internal events so that it might be considered as the
complementary part of these models. The concept involves a collection of skills a
person might use to monitor, control and change different unpleasant or
dysfunctional internal events in order to minimize the undesirable impact of these

events on affect and behavior (Rosenbaum, 1983).

Similar to the concept of learned resourcefulness, Block and Block (1980)
developed the concept of ego resiliency for children. Ego resiliency has been
defined as ‘a resourceful adaptation to changing circumstances and environment
contingencies and flexible invocation of the available repertoire of problem

solving strategies’ (Block & Block, 1980, p.48).



Resilient individuals were described as having wide range of interests, a high
aspiration level, assertive, socially poised and skilled, expressive, cheerful, and
not self-defeating, emotionally bland, nor lacking personal meaning in life than

non-resilient individuals (Letsring, Block, & Funder, 2005).

Block and Block (1980) reported a significant association between ego resiliency
and the ability to delay immediate gratification (Mischel, 1974) in children that is
one major component of learned resourcefulness. Children who delayed
gratification tended to be deliberate, intelligent, resourceful, competent, attentive,
reasonable, reserved, cooperative, skillful, able to cope with their stress maturely,
able to plan and think ahead, and generally manifesting an ability to modulate
motivational and emotional impulse. By contrast, children who did not delay
gratification were irritable, victimized by other children and easily offended, sulky
and whiny, restless and fidgety, aggressive, and generally not self-controlled

(Funder, Block, & Block, 1983; Mischel, 1984).

Moreover, research findings showed that students who were unable to delay
gratification were more likely to report lower self-esteem, break school norms, get
lower grades, and lack self-restraint in their use of cigarettes, alcohol, and other
drugs (Wulfert, Block, Santa Ana, Rodriguez, & Colsman, 2002), and more likely
to exhibit externalizing behaviors (aggressive and delinquent) in their school and
at home (Krueger, Caspi, Moffitt, White & Stouthhamer-Loeber, 1996) as
compared to the children who delayed gratification. Additionally, Funder and
Block (1989) found that adolescents who exhibited the most delay of gratification
tended to be responsible, productive, ethically consistent, interested in intellectual

matters, and overly controlled.

It is crucial to note that learned resourcefulness is learned behavior throughout life
in one’s environment (Rosenbaum, 1983, 1990). There are environmental or
situational and individual factors that influence learned resourcefulness
(Rosenbaum, 1990). Automatic thoughts are seen as an important individual

factor in the development of learned resourcefulness (Zausniewski, Chung,

Chang, & Krafcik, 2002).



Frankline (2002) described automatic thoughts as repetitive, automatic self-
statements that people always say to themselves in certain situations. These
statements can be positive or negative. Psychological problems exist when people

consistently have negative automatic thoughts.

Negative thoughts on personal failure or loss were found to be the strongest
predictors of depression, while negative thoughts on social threat were the
strongest predictors of anxiety symptoms, and negative thoughts on hostility or

revenge were the strongest predictors of aggression (Schniering & Rapee, 2004).

Moreover, individuals who have more irrational beliefs were pessimistic (Chang
& Bridewell, 1998), have self-reported depression and low self-esteem
(McLennan, 1987; Burnett, 1995), state anxiety (Malouff, Schutte, & McClelland,
1992), and may suffer from deficits in perceived social support (Hart & Hittner,

1991).

As known, learned resourcefulness does not refer to the complete elimination of
negative emotions, but to the self-regulation of these emotions in order to
minimize their negative effects on behavior (Rosenbaum, 1990). Garber and
Hillsman (as cited in Zausniewski, Chung, Chang, & Krafcik, 2002) believe that if
children failed to build up appropriate cognitive behavioral repertoires in the
course of development and socialization processes, they may develop a sense of
helplessness, poor performance, negative automatic thoughts and depression.
Thus, individuals who are capable of generating positive thoughts automatically
can be considered learned resourceful since generating positive thoughts indicate

that they are capable of regulating their emotions successfully.

It is important to note that automatic thoughts predicted learned resourcefulness in
elementary school children. Various research confirmed that higher learned
resourcefulness was significantly related with fewer irrational beliefs in
undergraduate students (Rosenbaum, 1980a), more positive automatic thoughts in
school aged children (Zausniewski, Chung, Chang, & Krafcik, 2002; Chang,

2004), fewer negative cognitions in African American women (Zausniewski,
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Picot, Roberts, Debanne, & Wykle, 2005), more positive cognitions in women
with diabetes (Zausniewski, Donald, Krafcik, & Chung, 2002), and more personal
beliefs in depressed adults (Chien, 2005).

Since learned resourcefulness can prevent and manage negative thoughts that may
lead to depression, low self-esteem, anxiety, and aggression, it is paramount
importance to have a high level of learned resourcefulness. As mentioned before,
learned resourcefulness is learned through the interaction within family, peers,
and other micro systems like schools. If learned resourcefulness is not achieved
early in life, individuals can be assisted to develop such a behavioral repertoire by
the help of counseling. Cognitive behavioral counseling, in particular, is believed

to be an appropriate strategy in helping children to acquire resourcefulness skills.

Cognitive Behavioral Counseling (CBC) is described as a purposeful attempt to
preserve the demonstrated efficiencies of behavior modification within a less
doctrinaire context and to incorporate the cognitive activities of the client within

the effort to produce therapeutic change (Kendall & Hollon, 1979).

The basic assumption of CBC is that one’s self-statements will result in a
corresponding reorganization of one’s behavior (Ronen, 1997). CBC also
postulates that people contribute to their own psychological problems by the way

they interpret events and situations in their lives (Corey, 2001).

Cognitive Behavioral Counseling (CBC) has been shown as one of the most
powerful and efficient method for inducing change at biological, psychological,
and social problems (Barlow, 2001). Kendall, Ronan, and Epps (1991) noted that
cognitive behavioral interventions for the treatment of childhood and adolescent
problems represent a combination of cognitive, behavioral, emotive, and
developmental strategies. Effective programs incorporate components, such as
rewards, modeling, role-playing, homework, affective instructions, self-
evaluation, and perspective-taking activities. Therefore, it may be asserted that

CBC can be an efficient method to improve the learned resourcefulness and



positive automatic thought patterns of children whose resourcefulness level is low

and having negative automatic thought patterns.

To conclude, Rosenbaum’s (1983, 1990) learned resourcefulness model indicates
that resourcefulness as a learned characteristic helps individuals to cope better
with stress. More specifically, individuals learn problem solving, planning and
several other self-regulatory skills throughout the socialization process. If this the
case one may think that learned resourcefulness may be subjected to variations
depending on the environmental manipulations. Such environmental
manipulations may either naturally occur or may be offered to the people
deliberately through training. In other words, as the term implies, since
resourcefulness is a learned quality, people may be actively taught the self-
regulatory skills and thus the person may enhance the behavioral repertoire that
help them to be more resourceful. Cognitive behavioral counseling may be one of

those ways to educate children to understand how to regulate internal events.

1.2. Purpose of the Study

The present study began with an expectation that cognitive-behavioral group
counseling would help children to improve their learned resourcefulness level
while decreasing the occurrence of negative automatic thoughts. Another
prediction of the study was that there would be a significant relationship between

learned resourcefulness and automatic thoughts.

Thus, the present study was designed in the two consecutive phases aiming at 1)
to conduct a descriptive study to investigate the relationship between learned
resourcefulness and automatic thoughts, b) to assess the effectiveness of cognitive
behavioral group counseling program on improving learned resourcefulness levels
by replacing the negative automatic thoughts of fifth grade elementary school

students with positive ones.
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1.3. Research Questions

1. Are there any significant differences between the mean total scores of the
Cognitive Triad Inventory for Children (CTI-C) and Children’s Version of Self-
Control Schedule (C-SCS) of the subjects in terms of gender?

2. Are there any significant differences among the mean subscales scores of the
Cognitive Triad Inventory for Children (CTI-C) and Children’s Version of Self-
Control Schedule (C-SCS) of the subjects in terms of gender?

3. Are there any significant differences among the training and two control groups
(placebo-attention control group and no-treatment control group) with respect to
mean pre-post and follow-up scores of the total Children’s Version of Self-

Control Schedule (C-SCS)?

4. Are there any significant differences among the training group and two control
groups (placebo-attention control group and no-treatment control group) with
respect to pre-posttest and follow-up positive coping skills’ mean subscale scores

of C-SCS?

5. Are there any significant differences among the training group and two control
groups (placebo-attention control group and no-treatment control group) with
respect to pre-posttest and follow-up negative coping skills’ mean subscale scores

of C-SCS?

6. Are there any significant differences among the training group and two control
groups (placebo-attention control group and no-treatment control group) with
respect to mean pre-posttest and follow-up scores of the total Cognitive Triad

Inventory for Children (CTI-C)?
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7. Are there any significant differences among the training group and two control
groups (placebo-attention control group and no-treatment control group) with
respect to mean pre-posttest and follow-up scores on negative view of self, future
and world’ subscale scores of the Cognitive Triad Inventory for Children (CTI-

O)?

8. Are there any significant differences among the training group and two control
groups (placebo-attention control group and no-treatment control group) with
respect to mean pre-posttest and follow-up scores on positive view of self, future

and world” Cognitive Triad Inventory for Children (CTI-C)?

9. Is there any significant interaction effect between gender and grouping variable

(one training group and two control groups)?

1.4. Definitions of Terms

Learned Resourcefulness: Learned resourcefulness described as acquired
repertoires of behaviors and skills (mostly cognitive) by which an individual self-
regulates internal responses (such as emotions, cognitions or pain) that interfere
with the smooth execution of a desired behavior (Rosenbaum, 1980a, 1983,

1990).

Automatic Thoughts: Automatic thoughts are described as repetitive, automatic
self-statements that people always say to themselves in certain situations. These
statements can be positive or negative. Psychological problems exist when people

consistently have negative automatic thoughts (Frankline, 2002).

Cognitive Behavioral Counseling: Cognitive Behavioral Counseling is described
as a purposeful attempt to preserve the demonstrated efficiencies of behavior
modification within a less doctrinaire context and to incorporate the cognitive
activities of the client within the effort to produce therapeutic change (Kendall &

Hollon, 1979).
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1.5. Significance of the Study

Learned resourcefulness is a cognitive-behavioral repertoire that enables the
individuals to acquire health-promoting behaviors and makes them believe that
these behaviors are important for coping with stresses and for their well-being and

that they are capable of executing them (Rosenbaum, 1983, 1990).

According to Rosenbaum (1983, 1990), learned resourcefulness is acquired
through experience, modeling, and formal or informal instruction throughout life
in one’s environment and encompasses the ability to engage in positive thinking,

to solve problems, and to be confident in one’s ability to deal with adversity.

In fact, highly resourceful people are better equipped to constructively overcome
challenging or threatening situations (Clanton, Rude, & Taylor, 1992), reduced
the crowding stress of high density and enhance positive attitudes toward life with
social support (Sinha, Nayyar, & Sinha, 2002) than low resourcefulness people.
Additionally, Zausniewski (1995) reported that resourcefulness lead to task
accomplishment, positive self-esteem, good health, pride, success, and self-

fulfillment.

Weisenberg, Wolf, Mittwoch, and Mikulincer (1990) revealed that when given the
opportunity, high resourceful persons use some type of self-regulatory processes
compared with low resourceful persons. Learned resourcefulness also found to be

negatively associated with worthlessness, powerlessness and hopelessness in

depressed adults (Zausniewski, 1992).

Like learned resourcefulness, ability to generate positive automatic thoughts have
an impact not only on immediate well-being, but also on future well-being
(Owen-Richard, 1994). Furthermore, in Calvete and Connor-Smith’s study (2005)
the association between automatic thoughts and symptoms of anxiety, depression

and externalizing problems was supported.
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Further, Goodhart (1985) found that individuals who have negative thoughts
about the outcomes of stressful events reported both lower positive well-being
(positive affect, satisfaction, and self-esteem) and greater maladjustment (negative
affect, psychological symptoms) whereas individuals who have positive thoughts
about the outcomes of stressful events reported higher positive well-being, lower
maladjustment. Thus, having positive automatic thoughts appear to be

psychologically beneficial.

Most of the research carried out in the learned resourcefulness and automatic
thoughts provided clear evidence for the importance of having positive automatic
thoughts and high learned resourcefulness, which includes numerous cognitive
and behavioral skills. Therefore, cognitive behavioral group counseling has been

used to help children to teach new cognitive and behavioral skills.

Although counselors cannot prevent the existence of negative events in a person’s
life, they can help him or her to reduce the influence of negative events on their
emotional well being. In other words, if individuals feel competent for exercising
control over their thoughts, emotions, and reactions during negative events, they

may well be in a better position to handle them effectively (Pallant, 2000).

Turkish researchers are usually confined to investigate the relationship between
automatic thoughts and learned resourcefulness separately with respect to several
variables (Akbag, 2000; Bilge and Arslan, 2000; Bilge, Arslan and Dogan, 2000;
Boyraz, 2002; Bozkurt, 1998; Cenkseven, 2004; Dag, 1990; Demir-Akman, 2003;
Demirci, 1998; Ding-Yurtal, 1999; Gozeme, 2002; Kumcagiz, 2000; Marasli;
2003; Mizrahi, 1993; Oztiitiincii, 1996; Sarici, 1999; Siva, 1991; Siiriik, 1994;
Tanrikulu, 2002; Yildiz, 1997) but no study has yet dealt to neither investigate the
relationship between the two nor improve learned resourcefulness and positive
automatic thought patterns of elementary school students and to evaluate the

influence of group counseling.

Teaching learned resourcefulness skills and developing positive automatic thought

patterns is an important counselor intervention for promoting healthy,
14



independent, and productive lifestyles. Nevertheless, there is no empirically based
training program for teaching learned resourcefulness skills and developing
positive automatic thought patterns to elementary school students both in abroad
and in Turkey. Furthermore, most studies investigated the effects of learned
resourcefulness and automatic thoughts in adults and elderly populations, or in
clinical populations. There are only a few studies examining the learned

resourcefulness and automatic thought patterns of children.

The present study aims at filling this gap in the Turkish literature and provides an
initial step for further studies. Because counselors recognize the importance of
being highly resourceful people and having positive automatic thought patterns, it
is expected that such a training program will bridge the gap between research
literature concerning teaching resourcefulness skills and positive automatic
thought patterns and its application to direct-service settings. Moreover, these

kinds of programs serve preventive function of guidance and counseling services.
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CHAPTER TWO

REVIEW OF LITERATURE

In this chapter, both the theory and research literature relevant to the purpose of
this study are presented. In the first section, the nature of learned resourcefulness
concept, the relationship between learned resourcefulness and coping, phases of
self-control model, functions of self-control and determinants of self-control are
introduced. In the second section, the theory of rational-emotive behavioral
counseling as a cognitive behavioral counseling strategy is explained. Examples
of group counseling programs are outlined in third section. Finally, research
findings regarding learned resourcefulness and automatic thought patterns in

Turkey are presented.

2.1. The Nature of Learned Resourcefulness as a Self-Control Model

Learned resourcefulness described as a repertoire of well-learned behaviors and
cognitive skills that persons acquire over many years and use to successfully
execute self-control behaviors and to cope effectively with stressful life events

(Rosenbaum, 1983, 1990).

Rachman (1990) criticized Rosenbaum’s (1983, 1990) definition of
resourcefulness for being too narrow in scope. Rachman (1990) has emphasized
that resourcefulness should be defined as the ability to use one’s personal and
social resources for successfully dealing with problems. In other words,
resourcefulness means a person not only has a set of self-control behaviors but
also the competence to manage his or her social resources in order to enhance his

or her adaptive functioning.
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Learned resourcefulness includes four components: a) the use of cognitions and
self-instructions to cope with emotional and physiological responses, b) grasp of
problem-solving strategies (for instance, planning, problem definition, evaluation
alternatives, and anticipation of consequences), c¢) ability to delay immediate
satisfaction of needs for better future outcomes, and d) the beliefs in one’s ability
to cope effectively with internal processes or stimuli. Moreover, learned
resourcefulness may involve a number of enabling skills, such as ability to self-
monitor internal events, verbal abilities to identify feelings, and the skills to

evaluate self (Rosenbaum, 1980a, 1983, 1990).

Learned resourcefulness in some ways is the antithesis of the learned helplessness.
Both learned helplessness and learned resourcefulness are believed to be triggered
by situations in which well-established responses do not produce an expected
outcome. Stating differently, both occur when a behavior fails to control the
outcome. However, the similarity between these two models ends at this point.
The learned helplessness model holds that subjects learned during exposure to
uncontrollable events that responding is fruitless and that they generalize these
expectancies to controllable situations. The generalization will mainly occur if
subjects attribute their lack of control to internal, stable and global factors.

(Abramson, Seligman, & Teasdale, 1978; Peterson, 1993).

Research (Rosenbaum & Ben-Ari, 1985; Rosenbaum & Jaffe, 1983; Rosenbaum
& Palmon, 1984) has already supported that learned resourcefulness mediates
against learned helplessness. For instance, Rosenbaum and Jaffe (1983)
hypothesized that individuals low in learned resourcefulness may be more likely
to become helpless than individuals high in learned resourcefulness in the face of
an uncontrollable situation in which failure is inevitable. Subjects were exposed to
a helplessness induction phase followed by a phase during which they attempted
to solve anagrams according to their level of resourcefulness. High resourceful
subjects completed more anagrams while many low resourceful subjects gave up.
The researchers conclude that learned resourcefulness is an important determinant

as to whether an individual will develop learned helplessness.
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Rosenbaum and Palmon (1984) examined helplessness and resourcefulness in
coping with epilepsy. Results revealed that in the medium and low categories of
seizure frequency, high resourceful subjects were significantly less depressed and
anxious and coped better with their disability as compared to low resourceful
subjects. However, in the high frequency range of seizures, high resourceful and
low resourceful epileptics equally showed low levels of emotional adjustment.
Regardless of the severity of the epilepsy, high resourceful epileptics maintained a
stronger belief in their control over their health and their seizures than low

resourceful epileptics.

Furthermore, Rosenbaum and Ben-Ari (1985) investigated the role of self-
regulation in the development of learned helplessness. Subjects who were
introductory psychology students were divided into low and high resourceful
groups based on the Self-control Schedule scores. Each group of resourceful
subjects was randomly assigned to one of the following three experimental
conditions according to the type of feedback they received; non-contingent
success, non-contingent failure, and no feedback. Subjects were then presented
with a test task to assess their natural abilities to become good psychotherapists.
Subjects in the success condition received positive feedback on 80% of the trials
and negative feedback on 20% of the trials; subjects in the failure condition
received 80% negative feedback and 20 % positive feedback. Subjects in the no-
feedback condition did not receive any feedback from the experimenter. All
subjects were also asked to check the self-referent statements that best fit their
current thought while they perform the task. High resourceful subjects reported
significantly more positive self-referent statements during success condition and
fewer negative self-referent statements during failure condition than did the low
resourceful subjects. High resourceful subjects were also more rewarding to
themselves for success and having more task-oriented thoughts as compared with

low resourceful subjects.
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As aforementioned research findings suggest both learned resourcefulness and
learned helplessness are related with the concept of control and associated with
some important human conditions like adjustment and ability to perform self-

control behaviors and to cope effectively with stressful life events.

2.2. Learned Resourcefulness and Coping

Individuals are continuously faced with highly demanding and ever-changing
situations that challenge their skills and well-established behavioral repertoires.
These challenges produce intense physiological and emotional consequences that
often have undesirable effects on their physical and psychological well being.
Nevertheless, most people do not succumb absolutely to situational pulls of life
and know how to deal with their behaviors so that they can promote their health.

(Rosenbaum, 1990).

The concept of learned resourcefulness as a ‘basic behavioral repertoire for the
regulation of internal events’ could be viewed as one of the coping resource
available for the individual when faced with a stressful situation (Rosenbaum,

1983, 1990).

Coping was described as constantly changing cognitive and behavioral efforts to
manage specific external and/or internal demand that are appraised as taxing or
exceeding the resources of the person (Lazarus & Folkman, 1980; Lazarus &
Folkman, 1984). In this formulation, coping has two main functions. The
management of the problem that causes the stress is termed as problem-focused
coping and the regulation of emotions or distress is called emotion-focused
coping. People use both forms of coping in virtually every type of stressful
encounter. Problem-focused coping is often directed at defining the problem,
generating alternative solutions, weighting the alternatives in terms of their costs
and benefits, choosing among them and acting. Emotion-focused coping leads to a
change in the way an encounter is constructed without changing the objective
situation, threat is diminished by changing the meaning of the situation (Lazarus

& Folkman, 1984). As this classification shows, the consequence of problem-
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focused coping is a change in external conditions and emotional-focused coping

results in an internal change within the individual (Lazarus, 1993).

Studies consistently report that high resourceful people are better equipped to deal
with challenging or threatening situations more constructively than low
resourceful people. For instance, high resourceful people demonstrate grater
ability to tolerate pain (Rosenbaum, 1980b), cope more effectively with epileptic
seizures (Rosenbaum & Palmon, 1984), have a better ability to cope with
seasickness (Rosenbaum & Rolnick, 1983), and resist the effects of learned

helplessness (Rosenbaum & Jaffe, 1983) than low resourceful people.

Some studies examined the interaction of learned resourcefulness with different
coping styles. Ginter, West and Zarski (1989) have conducted a study to examine
the variations in the coping behaviors of resourceful individuals in two phases of
an examination situation; controllable phase (preparing for an exam) and
uncontrollable phase (waiting for the results). The findings yielded that high
resourceful subjects significantly reduced their problem-focused coping strategies
from exam preparation week to waiting result week whereas low resourceful
subjects showed no changes. Conversely, low resourceful subjects reported
significantly more wishful thinking, distancing, tension reduction, and self-blame
during waiting week. Finally, results showed that high resourceful individuals
reported significantly less stress symptomatology than less resourceful individuals

during both controllable and uncontrollable phases.

Akgiin (2004) examined whether individuals high or low in resourcefulness differ
in their coping strategies in two different stressful academic situations;
controllable outcome is having an examination and uncontrollable outcome is
having an unsatisfactory exam result. The results indicated that high resourceful
students utilized more problem-focused coping, more positive reappraisal, were
more likely to seek social support, and less likely to use escape-avoidance

strategies during the stages of an examination situation.
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People vary widely in how they cognitively approach stressful events. Some
people tend to cognitively seek out threat relevant information (monitoring)
whereas some people cognitively avoids or transforms threat-relevant information

(blunting) (Miller, 1990).

Piamenta (as cited in MacCaughelty, 1997) studied the power of monitoring-
blunting and learned resourcefulness to predict state anxiety in surgical patients.
She divided patients about to undergo inguinal hernia repair either under local or
general anesthesia, into four groups; high resourceful monitors, high resourceful
blunters, low resourceful monitors, and low resourceful blunters. Results showed
that high resourceful blunters were more anxious than high resourceful monitors.
For high resourceful patients, a monitoring coping style was more effective than
blunting but for low resourceful patients, blunting was more effective than

monitoring.

Zlotogorski, Tadmar, Duniec, Rabinowitz, and Diamant (1995) examined the
relationship between learned resourcefulness and informational coping style
(monitoring-blunting). Results demonstrated that an individual with a rich
repertoire of coping skills may benefit more by confronting the stressful situation
than by avoiding it. On the other hand, less resourceful individuals might benefit
more from avoiding any threatening information. Additionally, women who were
high resourceful monitors or low resourceful blunters showed significantly greater

decreases in state anxiety levels than their counterparts.

2.3. Rosenbaum’s Self-Control Model

On the basis of theory of stress and coping (Lazarus & Folkman, 1984) and
Kanfer’s (1977) three-stage model of self-regulation, Rosenbaum (1988, 1990)
proposed that an individual go through several process regulating cognitions

(PRCs) in order to engage in self-control behavior.

Rosenbaum (1990) makes four major assumptions underlying his self-control

model: a) human behavior is characterized by goal direction, b) self-control
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behavior is appropriate when individuals encounter obstacles in the smooth
execution of goal directed behavior, c) self-control behavior is always associated
with certain PRCs, and d) the PRCs and the self-control behavior are influenced

by multiple and interactive factors.

The functions of process regulating cognitions (PRCs) is to regulate the processes
by which individuals determine their behavior, they precede any self-control
behavior. These repertoires incorporate the ability to monitor events, assign
meanings to events, attribute causality to what has happened, and develop
expectancies for the future (Rosenbaum, 1990). PRCs are alike to the cognitive
functions of the self-system in Bandura’s (1978b) social learning theory. The self-
system refers to ‘cognitive structures that provide reference mechanisms and to a
set of sub-functions for the perception, evaluation, and regulation of behavior’

(Bandura, 1978b; p.348).

According to Rosenbaum’s (1988, 1990) model of self-control, in the
representational phase, an individual experiences an emotional or cognitive
reaction to real or imagined changes within himself or herself, or within the
environment. These reactions occur more or less automatically without any
conscious effort. The disruption in on-going behaviors, plans, and well-
established expectations may trigger automatic thoughts regarding one’s self-
worth and one’s basic beliefs, but these thoughts are not attempts to appraise the

situation.

Following the initial automatic reaction to a disruption, in the self-evaluation
phase, the individual evaluates consciously the meaning of his or her initial
automatic reaction to a disruption by using self-monitoring and decides whether
the disruption is important for his or her well-being. In this phase individuals
engage in the primary and secondary appraisal concepts of Lazarus and Folkman

(Rosenbaum, 1988, 1990).

Primary and secondary appraisals together shape the meaning of the event for the

individual. Primary appraisal is the evaluation a person makes about an event.
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Person evaluates whether the event is irrelevant, positive-benign, or stressful. An
irrelevant event is one that has no significant in terms of one’s well-being or one
with no dangerous outcome for the person. A positive-benign event indicates a
positive outcome. Stressful appraisals are characterized by threat, challenge, or
harm-loss. Threat refers to the potential for harm-loss; challenge refers to the
potential for growth, mastery, or gain; and harm-loss refers to injury already done,
as in harm to a friendship, health or self-esteem. Secondary appraisal is the
evaluation a person makes about what to do in the face of the situation (Lazarus &

Folkman, 1984).

During primary appraisal (PRCs), an individual evaluates whether the disruption
is irrelevant, threatening or desirable. If he or she concludes that there is nothing
at stake for his or her in the disruption, initial reactions will be ignored and no
self-control behavior occurs. However, if an individual feels threatened by the
disruption, he or she evaluates whether anything can be done to minimize its
adverse effects and to maximize potential benefits. Lazarus and Folkman labeled

the later PRCs as secondary appraisal (Rosenbaum, 1988, 1990).

During the secondary appraisal stage of the self-evaluation phase, individuals
develop expectations for the future (Rosenbaum, 1988, 1990). Bandura (1977,
1982) has proposed two basic expectations that are important in guiding human
behavior; self-efficacy expectancy and outcome expectancy. Outcome
expectations refer to the beliefs that the desired goal will be obtained if the person
follows a specified course of action. Self-efficacy expectations, on the other hand,
refer to the person’s evaluation that he or she is fully capable of performing the
acts needed to attain the desired goal. Outcome expectations are based on the kind
of explanations the person developed for the cause of his or her current situation.
Individuals who believe that events are caused by their own actions and that these

actions are modifiable are likely to pursue their attempts at self-control.

These expectations are constructed from four main sources of information. First,
the most reliable source of information, performance accomplishments (mastery

experience) is attained after successfully performing the given behavior many
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times. The second source, vicarious experience encompasses the learning that
occurs from observing the performance of other or modeling. The third source,
verbal persuasion involves telling individuals that have the ability to master a
given situation, task or behavior. Such positive reinforcement motivates
individuals to continue with actively or to persevere in difficult or stressful
activities. The forth source, physiological or emotional arousal refers to an
individuals excitement, fear, anxiety, pain, etc. which may be associated with

completing a specific task (Bandura, 1977, 1982, 1997).

Once the person concludes that he or she can do something by himself or herself
to minimize the negative effects of this disruption, he or she may engage in the
action phase of self-regulation. Lazarus and Folkman (1984) labeled this action
phase as coping. The final PRCs involved initiating self-control behavior by
which an individual’s assessment of whether or not he or she has the capacity to
carry out the course of behavior that will lead to successfully minimizing the
effects of the disruption. This PRCs refers to Bandura’s (1977) concept of self-
efficacy. If an individual believes he or she is capable of executing the required

behavior, self-control will ensue, otherwise, it will not (Rosenbaum, 1988, 1990).

Self-efficacy refers to beliefs in one’s capabilities to organize and execute the
courses of action required to manage prospective situations (Bandura, 1977,
1997). Efficacy beliefs influence how people think, feel, motivate themselves and

act (Bandura, 1995).

Consequently, process regulating cognitions (PRCs) plays a central role in learned
resourcefulness model because it regulates the processes by which individual
determine his or her own behavior. Before an individual engages in self-control
behavior constituting learned resourcefulness, he or she has to go through the
following PRC; a) notice a disruption in his or her habitual way of thinking, b)
evaluate this disruption as important for his or her well-being, c) believe that a
specified course of action will lead to a desired outcome, and d) expect that he or
she will be capable of self-change. The last PRC refers to Bandura’s (1977) self-

efficacy expectations (Rosenbaum, 1988, 1990).
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Figure 2.3 demonstrated the schematic representation of the phases of

Rosenbaum’s (1988, 1990) Self-Control Model.

Representational phase

l

Self-evaluation phase

— T

Primary Appraisal Secondary Appraisal
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Outcome Self-efficacy
Expectancies Expectancies

Action phase

Figure 2.3. Schematic representation of the Rosenbaum’s (1988, 1990) Selt-
Control Model (Chang, 2004).

2.4. Functions of Self-Control Behaviors

Self-control refers to the process by which persons consciously decide to take
charge of their own behavior (Rosenbaum, 1993). There are three major functions
of self-control behaviors; redressive, reformative and experiential. (Rosenbaum,

1989, 1990, 1993).
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Redressive self-control involves a set of behaviors by which individuals self-
regulate internal responses, such as emotions, pain, and cognitions that interfere
with the smooth execution of an ongoing behavior. These behaviors are directed
to achieve homeostasis and to resume activities that were disrupted. On the other
hand, reformative self-control involves a set of behaviors that guide individuals
through the process of change. Any change makes a self-initiated inference with
the smooth execution of well-established behaviors and the adoption of new kinds
of behavior. These responses are directed to achieve heterostasis rather than
homeostasis. Reformative self-control requires problem-solving skills, ability to
delay immediate gratification and impulse control (Rosenbaum, 1989, 1990,

1993).

Although an individual’s efforts are directed to resume normal functioning that
has been disrupted in redressive self-control, an individual’s efforts are directed at
disrupting the customary way of functioning and adopting a new behavior in
reformative self-control. Moreover, while the person’s behavior is guided and
reinforced by immediate feedback from the environment in redressive self-
control, the person’s behavior is self-generated and is minimally influenced by
proximal external feedback in reformative self-control. These two kinds of self-
control behaviors can either compete with each other or complement each other

(Rosenbaum, 1989, 1990, 1993).

Rosenbaum (1993) realized that an important aspect of human functioning that is
the ability to grow and develop through positive experiences is missed. It is
obvious that individuals do not only spend their time defending themselves
against the difficulties of life. They also have the capacity to develop their
personality by opening themselves to new and often uncertain experiences.
Therefore, the third function of self-control that was labeled as experiential self-
control involves a set of controlled behaviors that enable the individuals to fully
experience pleasurable activities such as music, art, and sports by overcoming the
inferences of certain cognitive control processes. The aim of this function is to
satisfy motives that are higher on Maslow’s (1970) hierarchy of needs. It is a self-

control behavior since a) individuals consciously decide to expose themselves to
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these experiences, b) the behavior is goal directed, c) to achieve the experiential

goal one requires to overcome certain emotional and cognitive inferences.

2.5. Determinants of Self-Control Behavior

Rosenbaum’s (1990) Self-Control Model suggested that cognitive processes
(PRC) reciprocally interact with situational and physiological determinants of
behavior as well as other personality repertoire. Figure 2.5 represents interactions

among determinants which govern cognitions that foster self-control behavior.
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\ Available skills /
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repertories

I

Process
regulating
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Figure 2.5. Schematic representation of interactions among determinants that
govern cognitions that foster self-control behavior (Rosenbaum, 1990).

27



2.5.1. Situational Factors

Situational factors are the feedback that individuals obtain from their social
context on performance, which can be used to determine further action
(Rosenbaum, 1990). Bandura (1977) has asserted that individuals appraise their
abilities to control their behavior according to the feedback they obtain from the

environment about their performance.

The quality of feedback determines the outcomes of the individuals’ behaviors.
When feedback is negative or non-contingent, individuals may either abandon any
effort to accomplish their original goal, or may look for new and potentially more
rewarding goals. Individuals’ outcome expectations may be developed through
observing other persons’ behaviors in a similar context and the feedback that they
obtain, and disregard their own feedback. Therefore, observing other persons’
performance of certain behaviors under stressful situations may be helpful in

increasing individuals’ self-efficacy expectancies (Rosenbaum, 1990).

Situational factors also determine how much pressure those individuals will be put
on the person at a given time. So many changes may be occurring in the
environment that a person cannot concentrate adequately to react to these changes
and therefore, can not appraise their capabilities for coping with them. Thus, it is
quite likely that excessive situational demands may interfere with one’s cognitions

that are not conducive of self-control behavior (Rosenbaum, 1990).

2.5.2. Physiological Factors

Along with situational factors, physiological factors such as gender, age, race,
pain, high level of arousal, fatigue, and hunger, might be a source of disruption,
might interrupt the smooth execution of well-developed behaviors (Rosenbaum,

1990).

Whether females or males posses higher learned resourcefulness has been a

controversial issue in learned resourcefulness research. While some studies
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showed that females had significantly higher learned resourcefulness than males
(Brewin, Andrews, & Furnham, 1996; Lewinsohn & Alexander, 1990; Panitrat,
2001; Zausniewski, Chung & Krafcik, 2001), some of them revealed no
significant gender differences in learned resourcefulness (Preechawong, 2004;
Zausniewski, Chung, Chang, & Krafcik, 2002). There are no studies reporting that
males have higher learned resourcefulness than females abroad. However, Sarici
(1999) reported that Turkish male university students have higher learned

resourcefulness than female students.

Similar to gender differences, the influence of age on learned resourcefulness was
also equivocal. The findings from a number of studies demonstrated no
relationship between age and learned resourcefulness (Lewinsohn & Alexander,
1990; Panitrat, 2001). However, the study of Intrieri and Rapp (1994) revealed a

significant effect of age on learned resourcefulness among caregivers.

In addition, the influence of race on learned resourcefulness has been studied.
Edwards and Riordan (1994) found that black students had higher learned
resourcefulness than white students. In Zausniewski, Chung and Krafcik’s (2001)
study, results yielded that African Americans were more resourceful than

Caucasians.

2.5.3. Personality Repertoires

Personality repertoires have been defined as ‘constellations of complex skills
which evoked by many situations but also have the quality of providing the basis
for additional learning’ (Staats, 1975, p. 63). A personality repertoire is not a
personality trait, but rather a set of well-learned behaviors, cognitions, and affects
that interact with people’s social and physical environment constantly. It affects
the way a particular individual will respond to his or her social and physical
environment, and at the same time it is modified by the person’s experiences

(Rosenbaum, 1988, 1990).
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The individual’s personality repertoire, which has a unique influence on the
process regulating cognitions (PRC), has an impact on how a person reacts to
disruptive changes in one’s life, how he or she appraises their effects on his or her
well-being, how he or she assesses his or her ability to cope with them, and how
he or she plans to self-control his or her behavior in the light of these changes

(Rosenbaum, 1988, 1990).

Individual differences in other personality variables may account for how
individuals appraise disruptive changes in their life. It refers to the Lazarus and
Folkman’s (1984) primary appraisal (Rosenbaum, 1990). For instance, individuals
with a high sense of coherence usually evaluate stressors in a positive way
because they are generally confidant that their ‘internal and external environments
are predictable and there is a high probability that things will work out as well as
can be expected’ (Antonovsky, 1979, p.123). Similarly, hardy individuals
emphasize the positive aspects of a stressor because they view changes and

disruptions in their life as challenging and desirable (Kobasa, 1979).

Moreover, Rosenbaum (1990) claimed that personality variables might have an
influence on the person’s belief in his or her ability to control the outcome of his
or her behavior. It is labeled as secondary appraisal by Lazarus and Folkman
(1984). Peterson and Seligman (1984) reported a similar construct called
explanatory style that refers to the habitual way people explain causes for bad or
good events predicts depression, achievement, and health. Seligman, Castellon,
Cacciola, Schulman, Lubaorsky, Ollove and Downing, (1988) claimed that people
who posses an optimistic explanatory style see the causes of bad events as
unstable, specific and external and the causes of good events as stable, global, and
internal. Pessimistic explanatory style related to helplessness, inaction and
depression. Hence, individuals who have an optimistic explanation style are more
likely to evaluate noxious disruptions in their life in such a way as to promote

actions and self-control behavior.

There are some studies that examine the relationship among determinants of self-

control model with several variables. For instance, Godin, Cote, Naccache,
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Lambert, and Trottier (2005) investigated the relationship among situational
factors (social support, patient satisfaction with the relationship with their
physician, treatment regimens), personality repertoires (optimism), and
physiological states (means of clinical indicators such as CD4 lymphocyte count
and plasma) and the effects on the process regulating cognitions (expectation of
outcome, attitude, and self-efficacy). The results indicated that participants with a
high perception of social support and those who were satisfied with the
relationship with their doctor had a higher perception of self-efficacy than those
with a low perception of social support and those less satisfied with the
relationship with their physician. Moreover, individuals living with someone had
a better perception of self-efficacy than individuals living alone. Finally,
optimistic individuals and those with a positive perception of social support had
higher scores on attitude compared to the patients with low optimism and poor

perceptions of social support.

2.6. Correlates of Learned Resourcefulness

People may vary in their resourcefulness skills; they can be highly resourceful or
low in resourcefulness. Kennett (1994) reported that people who have high
resourcefulness skills are most likely persist, try hard, and achieve their goals
despite the difficulties they encounter. Similarly, Rosenbaum and Ben-Ari (1985)
found that high resourceful people are most likely respond assertively to
frustration, be spurred into action by difficulties and experiences of failure, have
more task oriented thoughts, attribute success to their own effort and abilities, and

produce more positive self-evaluative statements.

Low resourceful people, on the other hand, are more likely to give up when they
are faced with difficulties, produce more negative self-evaluative statements and
fewer task-oriented thoughts, and attribute success to chance or luck and failure to

lack of personal ability (Rosenbaum & Ben-Ari, 1985).

Learned resourcefulness has been documented to be associated with a number of

human important conditions. Indeed, research findings reported that persons with
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higher learned resourcefulness have more adaptive functioning (Chien, 2005;
Rong, 2000; Zausniewski, 1992), higher self-esteem (Kuehl, 1999; McWhirter,
1997; Preechawong, 2004), deal with life events effectively, feel satisfied with
lives, are less likely to became depressed (Fox, 1986; Huang, Sousa, Tu, &
Hwang, 2005; Lewinsohn & Alexander, 1990), show health-promoting behaviors
in diabetes (Aikens, Wallender, Bell, & Cole, 1992; Zausniewski & Chung,
2001), have better functional health status of systemic lupus erythematousus
(Powel, 2001), more prenatal self-care practices (Chayanin, 2002), and have more
control over bad outcomes (White, Tata, & Burns, 1996) whereas persons with
lower resourcefulness have higher anxiety and loneliness (Hamana, Ronen, &
Feigin, 2000; McWhirter, 1997), exhibit eating disturbances and perceived less
control over their life styles (Kennett & Nisbet, 1998), and have increased risk for

developing psychopathology after experiencing trauma (Hayman, 1998).

Flett, Hewitt, Blankstein, and O’Brien (1991) found that learned resourcefulness
was associated with self-oriented and other-oriented perfectionism but it was not
associated to a significant degree with socially prescribed perfectionism. In
addition, high resourceful individual better deal with anger situations and better
equipped to express their anger in healthier and less destructive ways (Kuehl,

1999).

Research (Akgiin & Ciarrochi, 2003; Rosenbaum & Ben-Ari, 1985; Zimmerman
& Martinez-Pons, 1988) also demonstrated that high achievers were academically
resourceful as well. Zimmerman and Martinez-Pons (1988) posited that high
resourceful people set goals, use effective problem solving strategies, think
positively despite academic demands or challenges, rely on information and
assistance from both social and non-social (e.g. library) sources, keep records,
structure their environment to make learning easier, apply self-consequences (e.g.

rewards, punishments), and review written material.

Additionally, Rosenbaum and Ben-Ari (1985) found that even when people with
high resourcefulness do poorly on a test or assignment, they remain optimistic,

evaluate the possible reasons for the failure, and restructure study goals and
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strategies. In short, they are neither likely to give up, nor succumb to anxiety.
Instead, they look for the way to rectify the problem. Akgiin and Ciarrochi’s
(2003) study found that academic stress had a significant negative effect on low

resourceful students, but had no effect on high resourceful students.

Moreover, Kennett and Keefer (2006) reported that students who were engaging
in academic self-control behaviors believed in their academic ability to succeed,
applied more effort in response to academic setbacks, valued something new in

class more than getting good grades, and actually obtained higher grades.

Learned resourcefulness was also found to be inversely related to some addictive
behaviors. The study of Carey, Carey, Carnrike, and Meisler (1990) reported that
individuals who reported higher levels of alcohol consumption had lower levels of
learned resourcefulness than people reporting light and moderate levels of alcohol
consumption, who in turn, were lower in learned resourcefulness than were
infrequent drinkers and non-drinkers. Interestingly, learned resourcefulness was
only modestly related to smoking status; never smokers demonstrated somewhat
higher learned resourcefulness than ex-smokers and current smokers. However,
ex-smokers and current smokers did not differ in learned resourcefulness. This
finding contrasts with the results reported by Katz and Singh (1986) who found
higher levels of learned resourcefulness among ex-smokers than among current
smokers. Kennett, Morris, and Bangs (in press) also noted that never smokers and
successful quitters were significantly more resourceful than unsuccessful quitters.
Moreover, the study of Panitrat (2001) indicated that an individual was less likely

to be amphetamine users if his or her learned resourcefulness level was high.

It is important to note that an essential component and/or correlate of learned
resourcefulness is assumed as the ability to generate positive automatic thoughts.
Stating differently, regulating negative emotions is believed to be related with the
ability to regulate negative automatic thoughts. Cognitive behavioral counseling is

accepted as an important tool to teach children to regulate their negative emotions.
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2.7. Cognitive Behavioral Counseling (CBC)

Traditionally, counseling has been separated as behavioral counseling and
cognitive counseling. However, during the past three decades, those interested in
behavioral change have developed a more cognitive orientation. Therefore,
Cognitive Behavioral Counseling (CBC) represents one of the most recent
developments in the field of behavior counseling. The early development of
behavior counseling procedures was rooted in classical and operant conditioning
paradigm without much regard to covert and unobservable phenomena (Sharf,

2000).

Mahoney (1974) and Meichenbaum (1977) argued that although the traditional
behavior counseling that relied on operant and classical conditioning offered
useful techniques, the model failed to accurately predict or explain complex
human behavior. In their estimation, simple overt behaviors such as hitting could
be altered successfully with behavior counseling techniques, but to change
broader, more complex behavior patterns like aggression, the techniques of
behavior counseling should be expanded to include underlying cognitions.
Behavior counseling techniques only temporarily changed behavior but failed to
maintain lasting change or teach strategies to address future problem by
completely ignoring cognitions as a vital component of overt behavior. Therefore,
since the behavioral movement has conceded a legitimate place to thinking, even
to the extent of giving cognitive factors a central role in understanding and

treating behavioral problems.

Cognitive Behavioral Counseling (CBC) reflects the importance of both
behavioral approaches and cognitive approaches for understanding and helping
human beings. The cognitive approaches assert that mental processes such as
thoughts, memories, and beliefs determine behavior whereas behavioral
approaches emphasize the role of the environment and its influence on an
individual’s behavior. The resulting consequences of the individual’s actions are
also important as they reinforce further behaviors and discourage others (Hollin,

1990). The purpose of combining these approaches is providing a more
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comprehensive counseling model by increasing the efficacy of each approach

applied separately (Southam-Gerow & Kendall, 2000).

Although the most well known cognitive behavioral approaches are Ellis’
Rational Emotive Behavioral Counseling and Beck’s Cognitive Counseling, many
approaches that were developed since 1960’s, have received the name of cognitive
behavioral approach. Therefore, it is difficult to say that which one represents

cognitive behavioral counseling (Kendall & Kriss, 1983).

Mahoney and Arnkoff (1978) have categorized the cognitive behavioral
approaches into three major divisions; cognitive restructuring therapies, coping
skills therapies, and problem solving therapies. Therapies under the heading of
cognitive restructuring assume that emotional disturbance is the consequence of
maladaptive thoughts. Thus, the aim is to establish more adaptive thought
patterns. On the other hand, coping skills therapies includes more heterogeneous
collection of techniques that focus on the development of a repertoire of skills
designed to assist the client in coping with a variety of stressful situations. The
problem solving therapies may be characterized as a combination of cognitive

restructuring techniques and coping skills training procedures.

Mahoney and Lyddon (1988) reported that there are more than 20 different
approaches that have been labeled ‘cognitive’ or ‘cognitive-behavioral’ until
1985, including self-structural theory, logotherapy, rational emotive behavioral
counseling, cognitive counseling, and problem solving therapies. All forms of
cognitive behavioral approaches share the beliefs that an individual’s thoughts,
perceptions and images mediate emotions and behaviors and that changing

cognitions is an effective strategy for intervention.

Since it is hard to discuss all cognitive behavioral approaches within the scope of
this study, the most prominent cognitive behavioral approach that is called
rational emotive behavioral counseling is featured here. Because cognitive

behavioral group counseling program that is developed for the present study is
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based on the rational emotive behavioral counseling and Beck’s concept of

automatic thoughts.

Ellis (1962) proposed that human psychological process of cognitions, emotions,
and behaviors interact with each other and that change in one will often produce
changes in the other. Despite this interactional view, REBC especially highlights
the strong influence on individuals’ thoughts have upon their emotions. According
to REBC, past and present external events contribute to emotions, but do not
directly cause people to feel good or bad. Internal thoughts, perceptions and
evaluations determine the emotions and behaviors people experience. For that
reason, if individuals alter the thinking patterns about an event, they feel
differently about it and may change the way they react to it (Ellis & Dryden,
1997).

When cognitive factors are considered from the vantage point of REBC’s views of
self, Ellis (1994) has stressed that humans have two major biological tendencies.
Firstly, humans are biologically predisposed to think irrationally or in a way that
fosters the development of psychological disturbance. While their social
environments consistently reinforce the biological tendency for humans to think
irrationally, they ultimately perpetuate their disturbance by continuing to think
irrationally. Nevertheless, Ellis and Dryden (1997) proposed that humans also
possess a second biological tendency to choose to alter their dysfunctional
thinking. According to Ellis (1962), a person’s belief system is comprised of
rational and irrational beliefs and irrational beliefs lead to self-defeating or self-

destructive consequences.

Walen, DiGuiseppe and Wessles (1980) and Walen, DiGuiseppe and Dryden
(1992) have identified specific characteristics that constitute irrational and rational
beliefs. Irrational beliefs are not true, are command, lead to disturbed emotions
such as anger, depression, anxiety, and guilt, and do not help individuals reach
their goals. In addition, irrational beliefs are illogical and unrealistic and often are
based on inaccurate assumptions or inaccurate deductions. On the other hand,

rational beliefs are true, are not absolutistic, result in moderate emotions such as
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sadness, irritation and concern and help individuals reach their goals. The internal
structure of rational beliefs is logically consistent. Rational beliefs are also
consistent with reality and so that can be supported by empirical evidence. In
language, rational beliefs are verbally expressed as desires, hopes, wants, wishes
or preferences, and not demands. Rational beliefs also offer satisfaction in living

and minimize conflict with self, others and the environment.

Similar to Ellis’ viewpoint, a system developed by Beck, concentrates upon the
importance of belief systems in determining behaviors and feelings. The focus of
Beck’s cognitive therapy is on understanding the distorted (and irrational) beliefs
and using techniques to alter dysfunctional and automatically occurring thought
patterns which is the key concept in Beck’s cognitive psychotherapy (Prochaska

& Norcross, 2003).

As mentioned before, Rosenbaum (1990) proposed that situational, physiological
and individual factors influenced learned resourcefulness of individuals.
Automatic thoughts are considered as one of the individual factors for the
development of learned resourcefulness (Zausniewski, Chung, Chang, & Krafcik,

2002).

Frankline (2002) defined automatic thoughts as repetitive, automatic self-
statements that people always say to themselves in certain situations. These
statements can be positive or negative. Psychological problems exist when people

consistently have negative automatic thoughts.

Similarly, Calvete and Cardenoso (2002) described automatic thoughts as
cognitive products that reflect what people say to themselves, expressing thought

and beliefs about oneself, the world and relationship with others.

Several studies showed that negative automatic thoughts was consistently related
to affective distress (Ronan & Kendall, 1997), childhood anxiety disorder and
treatment (Treadwell & Kendall, 1996), internalizing syndrome (Calvete &

Cardenoso, 2002), and depression (Stiless & Gotestam, 1989). Moreover,
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Kendall, Howard and Hays (1989) found that dsyphoric people exhibit
significantly more negative self-talk than normal individuals, overly optimistic

individuals and inpatient psychiatric individuals with other diagnoses.

There are also various research supported that irrational beliefs are associated
with anger (Hong & Deffenbacher, 1986; Zwemer & Deffenbacher, 1984), low
self-esteem (Daly & Burton, 1983), loneliness (Hoglund & Collison, 1989),
negative emotionality (Muran, Kassinove, Ross, & Muran, 1989), anxiety
symptoms (Chang & D’Zurilla, 1996). Besides, Hart and Hittner (1991) found
that individuals who endorsed high level of irrational beliefs would appraise their
interpersonal environment as less supportive than individuals with lower levels of

irrational beliefs.

There are also numerous research that supports individual’s learned
resourcefulness is greatly influenced by his or her automatic thought patterns. For
instance, school aged children with higher learned resourcefulness were found to
have less negative automatic thoughts (Chang, 2004; Zausniewski, Chung, Chang,
& Krafcik, 2002). Moreover, college students who were highly resourceful had
fewer irrational beliefs (Rosenbaum, 1980a). Similarly, research indicated that
positive cognitions influence resourcefulness of African American women.
(Zausniewski, Picot, Roberts, Debanne, & Wykle, 2005). It is also reported that
high resourceful women with diabetes had more positive cognitions (Zausniewski,
Donald, Krafcik, & Chung, 2002), and depressed adults with higher
resourcefulness skills displayed more positive personal beliefs that reflected more

positive views of self, future, and world (Chien, 2005).

In brief, most of the studies carried out regarding automatic thought patterns and
irrational beliefs provided clear evidence for the importance of having a positive
automatic thought patterns and rational beliefs. Therefore, cognitive behavioral
group counseling has been used to help children to explain the importance of
having a positive automatic thoughts patterns or rational beliefs in their life and to

teach the way of changing their thinking patterns. Cognitive behavioral group
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counseling program that was developed for the present study by the researcher is
based on the Ellis’s (1962) Rational Emotive Behavioral Counseling (REBC).

Ellis (1962) devised a simple ABC model to conceptualize human psychological
functioning when he originally developed REBC. According to REBC; cognition,
emotion, and behavior are not viewed as separate psychological processes, but
rather a process that are highly interdependent and interactive (Dryden & Ellis,
2001). In ABC model, A (Activating event) is the existence of an event that
causes an individual to become disturbed. B stands for an individual’s Belief
system or thinking process about that event. C is the emotional and behavioral
consequence or reaction of the individual. A (activating event) does not cause C
(emotional and behavioral consequences). Instead, B largely causes or creates C,

the emotional or behavioral consequence (Ellis, 1962, 1994).

Over the years, RBEC extends the original ABC model in to the ABCDEF model
with the addition of the disputation of beliefs (D), the development of a new and
effective philosophy (E), and a new feeling (F). Disputation (D) is the application
of the scientific method to help people to challenge their irrational beliefs. The
disputation process consists of three components; detecting, debating, and
discriminating. First, individuals learn how to detect their irrational beliefs,
particularly their absolutistic ‘shoulds, oughts and musts’, their ‘awfulizing’ and
their ‘self-downing’. Then, individuals debate their dysfunctional beliefs by
learning how to logically and empirically question them and to vigorously argue
themselves out of and act against believing them. Finally, individuals learn to
discriminate irrational beliefs (self-defeating) from rational beliefs (self-helping).
Through the disputation process, individuals arrive at a new and effective
philosophy (E) which consists of replacing unhealthy thoughts with healthy ones.
Through the disputation and new and effective philosophy processes, individuals
acquire a new set of feelings (F) about an activating event (A) (Ellis, 1994). In the
present study, the training program has taken explanation of these important

points into consideration.

In conclusion, cognitive behavioral group counseling program which was used in

the present study involved the following steps as the literature suggested: a)
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children recognize that their emotional and behavioral problems stem from their
irrational beliefs/automatic thoughts, b) children identify the difference between
rational and irrational thoughts/positive and negative automatic thought patterns,
c) children perceive the value of disputing thinking patterns, d) children recognize
the importance of generating alternative thinking patterns, e) children practice the

ways that they learn to change disturbed consequences for the rest of their life.

2.8. Learned Resourcefulness and Automatic Thoughts in Training Programs

Some researchers (Simons, Lustman, Wetzel, & Murphy, 1985; Jarret, Giles,
Gullion, & Rush, 1991; Burns, Rude, Simons, Bates, & Thase, 1994; Achmon,
1987; Barber and DeRubeis, 2001) investigated whether learned resourcefulness
predict the response to cognitive therapy, cognitive behavioral therapy for people
with different kind of problem. For example, in the study of Simons, Lustman,
Wetzel, and Murphy (1985), thirty-five moderately depressed outpatients were
randomly assigned to 12 weeks cognitive therapy or treatment with
antidepressant, nortriptyline. The findings yielded that high resourceful patients
showed more improvement than low resourceful patients receiving cognitive
therapy. In contrast, low resourceful patients showed more improvement as
compared to high resourceful patients in pharmacotherapy. The researchers
argued that since resourceful individuals possess most of the skills that a cognitive
therapist offers to a client to understand and change his or her feelings and
behaviors, they may be a good candidates for cognitive therapy. Low resourceful
subjects may be better candidates for pharmacotherapy in which they play a more

passive role.

Moreover, Burns, Rude, Simons, Bates, and Thase (1994) investigated how high
and low resourceful depressed patients respond to a cognitive behavioral therapy
(CBT) in a pooled sample of 112 depressed patients, including 53 unipolar major
depression patients participating in a controlled research investigation and 59
affective disorders patients from private practice participating in a naturalistic
research study. Similar to the study of Simons et al. (1985), the results revealed

that patients with high learned resourcefulness at intake improved the most during
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12 weeks of treatment in the combined sample. In addition, high resourceful
subjects who were more severely depressed at intake showed improvement.

If what Simons, Lustman, Wetzel, and Murphy (1985) along with Burns, Rude,
Simons, Bates, and Thase (1994) assert is correct then helping children to become
highly resourceful might promote their future success while participating in
cognitive-behavioral training programs. Obviously, using a cognitive training
program to achieve it appears paradoxical, however, evidence showing the
ineffectiveness of the low resourceful children in cognitive therapies do not seem
all that convincing. It is also important to note that, improvements observed in the
highly resourceful children might have stemmed from some methodological

problems such as ceiling effect in the above cited research.

Furthermore, Jarret, Giles, Gullion, and Rush (1991) treated 37 unipolar, non-
psychotic, outpatients with major depression with cognitive therapy in order to
identify which depressions respond to cognitive therapy. The patients received up
to twenty 50-minutes sessions, twice weekly for a total of 10 weeks. During
treatment, medication status was reviewed weekly and no patient received
psychoactive medication of any type. Inconsistent with the findings of Simons et
al. (1985) and Burns et al. (1994), results showed that SCS scores were not
helpful in determining which depressed outpatients are most likely to respond to

cognitive therapy.

Achmon (1987) studied the differential effects of cognitive-behavioral treatment
on high resourceful and low resourceful individuals. The subjects who were 97
patients suffered from hypertension were randomly assigned to the following
experimental groups; cognitive therapy, biofeedback training, and a placebo-
attention control group. The cognitive therapy consisted of Novaco’s stress
inoculation of anger training programs. The biofeedback treatment consisted of
training subjects in reducing their heart rate. The control group was exposed to
discussions and lectures on hypertension. All subjects attended their respective
treatment groups for one-hour weekly sessions during 17 weeks. Both treatments
were more effective in reducing the patients’ blood pressure than the control

group. Moreover, high resourceful subjects benefited more from cognitive
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behavioral therapy but did worse on the biofeedback than low resourceful subjects

(as cited in Rosenbaum, 1990).

Additionally, Barber and DeRubeis (2001) intended to examine to what degree
various cognitive phenomena (compensatory skills, explanatory style,
dysfunctional attitudes, and learned resourcefulness) change during 12 weeks
cognitive therapy and to assess the covariation of change on these measures with
change in depression. It was found that patients become more skillful in
employing compensatory skills and displayed more optimistic attributional style
for negative events and depression level decreased modestly after 12 weeks of
treatment. However, compensatory skills and attributional style did not correlate

significantly with learned resourcefulness of patients.

Based on the assumption that therapists’ assignment of homework and patients’
compliance with it enhances the efficacy of cognitive therapy, Bryant, Simons and
Thase (1999) conducted a study to examine the factors contributing to homework
compliance. Several patient variables (age, education, number of previous
depressive episodes, depression severity, learned resourcefulness) and a variety of
therapist skills (general, cognitive therapy-specific, homework focused) were
studied to predict homework compliance among 26 patients in a 20 sessions
cognitive therapy protocol for major depression. Results indicated that learned

resourcefulness was unrelated to homework compliance.

Biran (1990) investigated the effectiveness of treatment program of agoraphobia
on the patients who have high or low resourcefulness skills. The patients were
assigned to groups according to the order of their application to the treatment.
There were six to seven patients in each group. Treatment, which was conducted
in 12 weekly sessions of two hours each, consisted of a combination of cognitive
and behavioral strategies. The first two sessions were devoted to provide
information about the nature of agoraphobia and helping patients establish short-
term goals for each week. The next sessions were devoted to cognitive
restructuring and exposure in vivo. Patients were asked to actively imagine

themselves in different fearful situations and to verbalize any ongoing internal
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dialogue at the time. Irrational and defeating self-statements were discussed and
patients were trained to replace them with more rational and positive self-
statements. In vivo behavioral practice sessions involved venturing as a group to
unfamiliar nearby locations where patients could practice approaching different
frightening situations. Each patient chose a relevant task for him or herself and
attempted to accomplish different performance goals. Results yielded that patients
high in resourcefulness were more likely to benefit from the treatment program.
Patients with low learned resourcefulness, on the other hand, may require more

prolonged and extensive training in these skills.

Kennett’s (1994) study was designed to examine the importance of learned
resourcefulness skills to perseverance in an academic self-management program.
38 university students, who were 18-35 years old, volunteered to participate in the
sturdy. They met for two hours, once a week, for 15 sessions in small groups.
Sessions 1 through 7 focused on self-management techniques reported to be most
successful in helping students improve their academic performance. Topics
included self-monitoring, self-analyses and effective problem-solving strategies,
relaxation techniques to counteract anxiety, planning, structuring the environment
to make learning easier, positive thinking and learning from high achievers.
During session 8 through 14, participants discussed their learning and studying
activities and complete the inventories in session 15. The findings yielded that
high resourceful participants benefit more from self-management programs than
low resourceful participants. It was also found that students having low
resourcefulness skills were more likely to dropout of a self-management program.
In fact, of the 26 % of the students who dropped out of the program 90 % of them

had low resourcefulness level.

Kennett and Ackerman (1995) examined the importance of learned
resourcefulness on women losing weight after a five-week self-control program
focusing on a healthier eating life style. Results demonstrated that low and high
resourceful overweight women lost the same amount of weight while they
attended the program, but one month subsequent to program completion, low

resourceful women had begun to put back on the weight they had previously lost
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while the high resourceful women continued to lose weight. It was also found that
less resourceful women were more prone than highly resourceful women to drop
out weight loss program and regain lost weight. They suggested that highly
resourceful women might have more benefits from a short term self-control
program than low resourceful women. Highly resourceful women possess greater
skills that enable them to learn quickly how to engage in dietary plan. On the
other hand, low resourceful women may need a long-term self-control weight loss

program.

Kennett and Stedwill (1996) conducted a study to investigate the effects of
cooperative learning on achievement of university students who were 18-41 years
old. 72 students participated in the study. The effect of learned resourcefulness on
group attendance was also investigated. Subjects were divided into the following
groups; individual learning (group A), cooperative learning in pairs with no
instruction (group B), cooperative learning in pairs with instruction on group
processing (group C), and non-attendees (group D). Results indicated that subjects
who worked independently 56.5 % were low resourceful and 64 % of the subjects
engaged in cooperative learning were high resourceful. Moreover, for subjects

who did not attend the group 10 of the 13 subjects had low resourcefulness.

As seen in the aforementioned studies, research involving teaching
resourcefulness skills are rigorously rare. The only one attempt in this area is
Zausniewski (1997)’s research that taught elders resourcefulness skills.
Zausniewski (1997) examined the effects of teaching resourcefulness skills on
measure of learned resourcefulness, anxiety, depression, adaptive functioning, and
life satisfaction of healthy elders using a quasi-experimental pre-posttest design.
The results indicated that the elders who received the 6-week small group
intervention that taught the skills constituting resourcefulness scored significantly
higher on posttest measures of learned resourcefulness, adaptive functioning and

life satisfaction.

Since one of the most basic concerns of cognitive behavioral approaches is the

nature and organization of automatic thoughts patterns, Furlong and Oei (2002)
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conducted to clarify the role of cognitive change in cognitive behavioral therapy
by examining the relationship between depression and changes to automatic
thoughts and dysfunctional attitudes at different points of therapy. Thirty patients
who suffered from major depression or dysthymia attended the 12 sessions of a
group CBT program. Each session lasted in two hours and held weekly. Measures
for the study were collected at pre-treatment (weekl), post-treatment (week 13)
and approximately fortnightly (weeks 3, 5, 7, 9, and 11) throughout the CBT
program. Results indicated that changes in automatic thoughts occur early in
treatment while the enhancements in dysfunctional attitudes occur later after an

initial worsening.

In summary, there are no studies that have directly investigated whether cognitive
behavioral counseling improves the learned resourcefulness and automatic
thought patterns of individuals. As aforementioned research shows, studies
generally assess whether learned resourcefulness predict the response to cognitive
therapy or cognitive behavioral therapy in clinical populations. There are some
studies that examine the effects of some training programs that were prepared to
acquire the individual resourcefulness skills. The training program used in the
present study also aims at changing the thinking patterns of the children. The
researcher believes that learned resourcefulness level of children will improve and
they will have more positive automatic thoughts by altering negative thinking

patterns to positive ones.

2.9. Relevant Studies in Turkey

Turkish studies regarding learned resourcefulness and automatic thoughts appear
to have a correlational nature. Dag (1990) studied the relationships among locus
of control, learned resourcefulness and psychopathology. 532 university students
participated to the study. He reported significant correlations between external

locus of control, low learned resourcefulness and psychiatric symptoms.

Similarly, Cenkseven (2004) found that people who have a high level of learned

resourcefulness and internal locus of control have better subjective and
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psychological well-being. Demir-Akman (2003) also revealed a significant joint
effect for the locus of control and irrational beliefs of demand for approval and

high expectations in university students.

In addition, Yildiz (1997) examined the difference between the attribution of
success and failure to either internal or external factors with respect to their levels
of learned resourcefulness among male and female university students. 80
students who got the highest grade and 80 students who got the lowest grade
participated to the study. The findings revealed that females with high
resourcefulness attribute their success to ability and failure to chance, whereas
low resourceful females attribute their success to effort and failure to the difficulty
of the task. On the other hand, males who were high in resourcefulness attributed
success to effort and failure to chance while males who were low in
resourcefulness attributed their success to ability and failure to both chance and

the difficulty of the task.

Moreover, Gozene (2002) examined the differences between the hazardous
drinkers and non-hazardous drinkers’ university students on the variables of life
events, locus of control and learned resourcefulness. The subjects included 459
students (213 females and 246 males). Although not statistically significant, the
comparison of the mean scores of the related groups indicated a relationship
between external locus of control, low resourcefulness and hazardous drinking as

a tendency.

Furthermore, Demirci (1998) studied the relationship between a need for
cognition, locus of control and learned resourcefulness of university students. 512
students participated to the study. Results indicated that high need for cognition

was related to internal locus of control and high resourcefulness.

Additionally, Mizrahi (1993) investigated the effects of trait anxiety, health locus
of control orientation, commitment level, pain duration and pain severity on
learned resourcefulness. 88 chronic pain patients participated to the study. The

results showed that patients high in trait anxiety, pain intensity and having
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external orientation had significantly lower learned resourcefulness levels whereas
patients with high commitment level significantly had higher learned

resourcefulness.

Besides, Siva (1991) examined the ways of coping, learned resourcefulness and
depression in infertility. The subjects included 90 married couples. The findings
yielded a negative correlation between the severity of depression and learned

resourcefulness.

Akbag (2000) examined the relationship between coping styles and negative
automatic thoughts and ego states of university students. 1382 students
participated to the study. Results indicated that negative automatic thoughts were
negatively correlated with coping styles of self-confidence, optimism, and seeking
of social support but was positively correlated with helplessness and
submissiveness. Moreover, the level of negative automatic thoughts was
positively correlated with critical parent and adapted child ego states but was

negatively correlated with nurturing parent, adult and free child ego states.

Sarict (1999) investigated the relationship between the level of learned
resourcefulness, ego situation and socio-economic status of university students. A
total of 496 subjects, including 257 males and 239 females participated to the
study. The results showed that as the level of learned resourcefulness increased,
the level of social adaptation, independence and openness increased. The results
also yielded that learned resourcefulness levels of Turkish male university

students were higher that those of the female students.

Boyraz (2002) investigated the level of learned resourcefulness in institutionalized
and non-institutionalized adolescents. 208 adolescents (105 non-institutionalized
and 103 institutionalized) participated to the study. The findings indicated that
adolescents who live with their parents had significantly higher SCS scores than

institutionalized adolescents.
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Like Boyraz’s (2002) study, Tanrikulu (2002) examined the negative automatic
thoughts and the problem solving skills of adolescents who accommodated in the
institutions or living at their home. The subjects included 161 adolescents
accommodated in the institutions and 218 adolescents lived at their homes.
Results showed that adolescents who were accommodating in the institutions had
higher occurrence of negative automatic thoughts as compared to adolescents who

were living at their home.

Marash (2003) examined the difference in high school teachers’ burnout levels
according to some characteristics of teacher such as gender, age, marital status,
having children, educational level, branch, years spending in teaching, the way of
choosing occupation, thinking of leaving the job, being happy with salary or not
and attendance of social activity and learned resourcefulness levels. 390 teachers
(292 females and 98 males) participated to the study. Results showed that
significant interaction effects were found among teachers’ marital status, having
children, education level, branch, the way of choosing occupation and attendance
of social activity and their learned resourcefulness levels by means of their

burnout levels.

Siiriik (1994) investigated the learned resourcefulness level of university students
in terms of gender, study field, class level, recreational activities, academic
achievement self-efficacy, income level efficacy, living conditions. The subjects
were 514 students (214 females and 300 males). Results showed that students
with high-learned resourcefulness had higher academic achievement self-efficacy,
high-income level efficacy, and engaged in more recreational activities. It was
also found that there is no significant difference between male and female

students.

Bozkurt (1998) examined the relationship between automatic thoughts and school
achievements in high school students. A total of 485 students, including 248
females and 237 males participated to the study. The findings yielded a significant

difference between school achievements of students and automatic thoughts.
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Kumcagiz (2000) conducted a study to determine the relationship between
negative automatic thoughts of high school students and their defense mechanism.
The subjects included 386 students. Results indicated that defense mechanism of
turning against object, projection, reversal, turning against self, principilization

had significant association with the negative automatic thoughts.

In another study, Bilge and Arslan (2000) investigated the perceptions of problem
solving skills of university students whose irrational thoughts are different
according to some variables. The subjects included 434 students. The findings
yielded that as the students irrational thoughts decrease, their problem solving
skills increase. However, results revealed that there is no significant difference
between irrational thoughts and gender, age, having a job besides the school, and

losing an academic year.

Bilge, Arslan and Dogan (2002) conducted to a study to compare the women who
applied to the shelter house with the reason of family violence with the women
who are similar age, marital status, educational level and occupational status, in
the point of problem solving skill perception, irrational thoughts, trait anger and
anger expression, hope and self-esteem. The results indicated that there is no
significant difference between women in terms of irrational thoughts, problem

solving skills, hope and self-esteem.

Ding¢-Yurtal (1999) examined the relationship among irrational beliefs and parents
attitudes of university students. 560 students participated to the study. The results
revealed that irrational beliefs of high expectations and helplessness were related
to authoritarian parents attitudes. Likewise, Oztiitiincii (1996) focused on the
relationship among family environment, negative automatic thoughts and
depression of adolescents. The findings demonstrated that adolescents who

perceived higher family cohesion experienced fewer negative thoughts.

Hamamc1’s (2002) study assessed the effectiveness of psychodrama integrated
with cognitive behavioral approach, on cognitive distortions and core beliefs of

undergraduate students. 24 students (12 for the control group and 12 for the
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experimental group) participated to the study. Results revealed a significant
difference in the avoidance of intimacy, unrealistic relationship expectancy and
unrealistic relationship predictions subscales of ‘Interpersonal Cognitive
Distortions Scale’ and dependency, perfectionism and insecurity subscales of

‘Core Beliefs Scale’ in the experimental group.

Simsek-Ucak (2003) examined the effects of film therapy, integrated with
cognitive behavioral approach and technique of role reversal, on dysfunctional
thoughts and optimism of undergraduate students. The subjects included 36
students (18 for the control group and 18 for the experimental group). The
findings yielded that dysfunctional thoughts were significantly decreased and

optimism was significantly increased in the experimental group.

As seen, Turkish studies investigated learned resourcefulness and automatic
thoughts patterns with its possible correlates. The existing literature does not
consist of experimental studies that aim to improve learned resourcefulness level
and positive automatic thought patterns of elementary school students. In short,
Turkish learned resourcefulness and automatic thoughts literature seems to be in
need of designing appropriate training programs to increase learned
resourcefulness levels and positive automatic thought patterns of students.
Certainly, designing the programs alone will not be satisfactory and researchers

should definitely evaluate the effectiveness of these programs.
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CHAPTER THREE

METHOD

This chapter is devoted to the presentation of the methodological procedures. The
first section introduces the overall design of the study. The second section
describes the sample and selection of the participants. The third section presents
the scales utilized in the collection of the data. The results of the exploratory and
confirmatory factor analysis of the instruments are also reported in this section.
The fourth section illustrates training procedure and presents the cognitive
behavioral group counseling program. The fifth section explains the data analysis

procedure. Finally, limitations of the present study are presented.

3.1. Overall Research Design and Selection of the Subjects

The present study was designed to investigate the effect of cognitive-behavior
group counseling program on the fifth grade elementary school students’ learned
resourcefulness level and automatic thought patterns. In addition, a possible
relationship between learned resourcefulness levels of male and female students
and their automatic thoughts was studied. Thus, the present study consists of two

consecutive phases.

First phase of this study is consisted of a descriptive study in which the
relationship between learned resourcefulness and automatic thoughts was
investigated with a sample of 232 elementary school students using a 2 (high-low
learned resourcefulness) X 2 (gender) MANOVA, on the total and the two
subscales scores of the Cognitive Triad Inventory for Children (CTI-C). In these

analyses, subscales scores of CTI-C served as the dependent variables while
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learned resourcefulness levels and gender were the independent ones. The first
phase aims to confirm the relationship between the constructs of learned

resourcefulness and automatic thoughts.

In the first phase, cut off scores were established to identify the subjects who had
low resourcefulness levels. In determining the high and low learned resourceful
groups, the median score of 52.5 was established as the cut off point for the

Children’s Version of Self-Control Schedule (C-SCS) scores.

Second phase of the study is comprised of an experimental 3 X 3 design with one
training group and two control groups (placebo-attention and no treatment) and
three measurements (pre, post, and follow-up) aimed at investigating the
effectiveness of ‘Cognitive Behavioral Group Counseling’ training program

which was developed by the researcher for the present study.

In the second phase of the study, two cut off scores were used as the inclusion
criteria for the training and two control groups. Thus, cut off scores were
established as the median score of 52.5 for the Children’s Version of Self-Control
Schedule (C-SCS) scores and the median score of 33 for the Cognitive Triad
Inventory for Children (CTI-C) scores. Subjects who scored equal and below the
cut off scores of 52.5 on C-SCS and equal or below the cut off score of 33 on
CTI-C were identified as having low learned resourcefulness and negative

automatic thought patterns.

The administration of the scales was carried out by the researcher in both phases
of the study. By administering two questionnaires that measure similar and/or
related constructs, it would be possible to validate the results for each subject and
ensure that the selected subjects responded consistently to the learned
resourcefulness measures. Thus, such an application strategy would control the
errors that may stem from the misunderstanding of the test instruction and test

items and also decrease the number of errors in responses.
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Two hundred and fourty one (133 males, 108 females) fifth grade students in two
elementary schools in Ankara were presented with the Children’s Version of Self-
Control Schedule (C-SCS) and Cognitive Triad Inventory for Children (CTI-C) in
their classrooms. The students completed the inventories independently during a
class hour. All subjects were assured of the confidentiality of their responses.
Nine of the subjects were omitted from the sample because of their exceptionality
(mentally retarded and attention hyperactive deficiency). The scores of the
remaining 232 subjects (127 males, 105 females) ranged from 28 to 82 with a
mean of 53.36, a median of 52.5, and a standard deviation of 11.44 on the
Children’s Version of Self-Control Schedule (C-SCS) and 6 to 48 with a mean of
32.35, a median of 33, and a standard deviation of 7.38 on the Cognitive Triad
Inventory for Children (CTI-C).

Before the application of the training, preliminary analyses were performed using
One-way ANOVA procedures to examine the equivalence of the groups (one
training and two controls) on the dependent measures at pretest [F (2, 42) = 0.18
for C-SCS total scores, F (2, 42) = 0.64 for positive coping skills subscale of C-
SCS, F (2, 42) = 0.29 for negative coping skills subscale of C-SCS, F (2, 42) =
0.22 for CTI-C total scores, F (2, 42) = 0.07 for negative view of self, future,
world subscale of CTI-C, F (2, 42) = 0.71 for positive view of self, future, world
subscale of CTI-C]. These results indicated that there were no significant
differences among the total and subscale scores of C-SCS and CTI-C of the

training, placebo control and no-treatment control groups subjects.

3.2. Participants

Subjects who met the selection criteria were chosen and randomly assigned to
training group and two control (placebo-attention and no-treatment) groups.
Forty-six students out of 232 subjects met the selection criteria. Out of 46, forty-
five students (27 males, 18 females) who volunteered to participate and whose
parents gave consent for participation were assigned to cognitive-behavioral
counseling group (8 males, 7 females), placebo-attention control group (8 males, 7

females), and no-treatment control group (11 males, 4 females). Throughout the
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training procedure, two subjects in the cognitive behavioral counseling group quit
the training because of lack of interest in the program and having some family
problems. The data collected from these subjects were excluded from the
analyses. As aforementioned, training and two control groups were equal on the

dependent measures at pretest.

3.3. Data Collection Instruments

Two questionnaires were used to collect data. An information form was also
applied to the participants in the training and two control groups. Detailed

information about the data collection instruments is presented below.

3.3.1. Information Form

Since the training group had to be divided into two that were simultaneously
carried out in two different schools, an information form (Appendix A) prepared
by the researcher was also administered to the training group and two control
groups to check the homogeneity of the groups with respect to several
characteristics that might serve as confounding variables in the study. The form
consisted of the questions about subject’s parental education level, number of
siblings, importance placed upon education, frequency of help received from
mother, mathematic and science perceived achievement, Turkish and social
science perceived achievement, art and physical education perceived achievement,
number of books at home, number of educational facilities (study table, computer,
internet, newspaper and magazine, and a separate room), and frequency of

computer use.

3.3.2. Children’s Version of the Self-control Schedule (C-SCS)

Children’s Version of the Self-control Schedule (C-SCS) (Appendix B) was used
to assess individual differences in the tendency to employ self-control methods for
the solution of behavioral problems. The original version of C-SCS includes 32

items. Students indicated the degree to which each item described his or her
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behavior on a 6 point scale ranging from 5 (very much like me) to O (not at all like
me). There are items that are reverse coded which include 2, 4, 5, 7, 10, 11, 14,
15, 16, 23, 25, 26, 27, 28 and 29. These items measure the opposite of
resourcefulness. Coding the responses in a reverse manner facilitates splitting the
subjects into ‘low’ resourceful and ‘high’ resourceful categories, using the median
split technique. A high composite score indicates greater resourcefulness. An
acceptable internal consistency was reported as .78 (Rimon, 1980) and .70
(Zausniewski, Chung, Chang & Krafcik, 2002). Moreover, internal consistency
for the original scale in a sample of 88 preadolescent girls aged 9 to 12 was
reported as .73 (Cawley, 2001). Evidence of concurrent validity was established
through significant correlations with the Children’s Social Adjustment Scale
(r=.46) and Children’s Depression Inventory (r = -.36). Ronen (2002) reported
that the C-SCS comprises of three subscales; ability to delay immediate
gratification, coping with physical pain or discomfort, and coping with negative

emotions.

There is a shorter version of the scale measuring learned resourcefulness in
children which consists of the first 17 items of the C-SCS (Rosenabum & Ronen,
1991). The internal consistency of the 17 item version of C-SCS was also
acceptable with Cronbach alpha ranged from .50 to .70 (Rosenbaum & Ronen,
1991; Hamama, Ronen, & Feigin, 2000). Ronen (as cited in Preechawong, 2004)
reported that C-SCS comprises of three subscales; ability to delay immediate
gratification, coping with physical pain or discomfort, and coping with negative
emotions. Then, based on Ronen’s (2002) study, Preechawong, (2004) performed
a confirmatory factor analysis with a three-factor structure to the 17 item C-SCS.
The results indicated that CFA only partially supported the existence of the
theoretical dimensions of learned resourcefulness because all items did not cluster

as expected.

The 32-item version of C-SCS was used in the present study. However, this
version has become a 17 items instrument after explanatory and confirmatory
factor analysis. Thus, the Turkish version of the C-SCS also consists of 17 items

as the short version of Rosenbaum and Ronen (1991) nevertheless the item
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composition within each subscale in the Turkish version appear different from
that of the original 17-item C-SCS. The Turkish version of the 17 items C-SCS is
presented in Appendix C.

3.3.2.1. Translation, Validity and Reliability Studies of C-SCS

C-SCS was originally developed in Hebrew (Rimon, 1980) with respect to Israel
culture. Therefore, it had to be adapted to Turkish culture. The adaptation of C-
SCS to Turkish children which included translation, reliability, and validity
studies were conducted by the researcher in the following steps. First, two experts
who were fluent in English and had at least master degree translated English scale
into the Turkish. Second, Turkish version was back-translated by another two
experts. Third, the translated and back translated versions of the scale were
compared to make sure that the meaning of each item was maintained. Finally, the

researcher has decided to apply the scale after all the items were clear in meaning.

The Turkish version of the scale was administered to 399, 5" and 6" grade
students in two different elementary schools in Ankara. This sample used for the

adaptation of the scale was a different one than the research sample.

Both explanatory and confirmatory factor analysis were conducted for the Turkish
version of the C-SCS and CTI-C. Before the presentation of the findings, a brief
explanation about confirmatory factor analysis measurement models was

presented below:

3.3.2.2. Measurement Models of C-SCS and CTI-C

The measurement model is a confirmatory factor analysis model that specifies the
certain relationships between the observed variables and the latent variables in
terms of reliability and validity. These relationships are described on the basis of
the factor loadings. Factor loadings give information about the extent to which a

specified observed variable is able to measure the hypothesized latent variable and
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they are used as the validity coefficients while a measurement error serves as a

measure of reliability (Schumacker & Lomax, 1996).

The following strategies proceeded in order to determine the correct measurement

model for the items of C-SCS and CTI-C scales;

1. An explanatory factor analysis (EFA) models were separately estimated to
determine the number of factors that the items measure and the factor patterns for

each scale.

2. Using the EFA results as a starting point, a confirmatory factor analysis (CFA)
model was used to determine the optimal model separately for each scale. In order
to make a decision about the optimal model, measures of model fit (Goodness-of-
Fit Index-GFI, Adjusted Goodness-of-Fit Index-AGFI, Comparative Fit Index-
CFlI, Standardized Root Mean Squared Residual-SRMR, and Root-Mean-Square
Error of Approximation-RMSEA) were used in the present study.

3.3.2.2.1. Exploratory Factor Analysis for the C-SCS

An exploratory factor analysis (EFA) was conducted by using principal
component analysis with varimax rotation followed by the Kaiser normalization
procedure and a review of the scree plot in order to determine the factor structures
of C-SCS. The data were obtained from the 399, fifth and sixth grade elementary

school students.

Results of the principal component analysis for the C-SCS revealed 12 factors
with eigenvalues of 3.579, 2.674, 1.591, 1.450, 1.368, 1.279, 1.173, 1.133, 1.095,
1.086, 1.058, and 1.001 respectively. These twelve dimensions explained 57.77 %
of the variance. Theoretically, observed variables were anticipated to load
strongly and neatly on factors that they claim to measure. In the next step,
researcher examined items clustered within each factor in terms of their content.
The results did not seem to be theoretically meaningful. Thus, researcher carried

out principal component analysis with 2 principal factor axes based on the scree
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plot using the SPSS 10.0 package program. Results revealed two meaningful

dimensions with eigenvalues of 2.969, and 2.160 in terms of the item content.

These two factors explained 30.17 % of the variance and their ranges of factor
loadings were for 1) positive coping skills, .647-.500, and 2) negative coping
skills, .646-.435. Fifteen items were dropped from the C-SCS because they did not
load strongly on any factors. A list of the two factors, their factor loadings, and
the content of the items that were grouped under those factors of C-SCS were
presented in Table 3.1. Additionally, Table 3.2 indicates eigenvalues, percentages

and cumulative percentages of the explained variance of the factors of C-SCS.
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Table 3.1. Factor loadings and communalities of the items of C-SCS via principal
component analysis with varimax rotation (This instrument was administered in
Turkish).

Item Items of C-SCS Com F1 F2
No
Positive Coping Skills
21 When I have a lot of things to do, I do them one at a .421  .647 -
time
24 1think before I answer a question. 351 591 -
20 I think before I act. 348  .586 -
31  When I feel sad, I try to think about things that make .327 .571 -
me happy.

32 If something is bothering me, I talk to someone about .332 .570 -
1t.

22 When I have a lot of things to do, I plan what I am .317 .563 -
going to do first.

13 If I know that there’s a good program on tv, I finishmy .307  .523 -
homework, even if I have to miss part of the program.
When I am worried about something, I find someone to

18  talk to about it. 294 517 -
When everyone buys ice-cream and I don’t have any

17  money, I say to myself, ‘It’s nothing. I'll buy ice-cream .274  .500 -
another time.’

Negative Coping Skills

29  It’s hard to keep working when my friends are having .420 - .646
fun.

2 When I get a headache at school, it’s hard for me to .295 - 542
keep on participating in class and forget the pain.

7 After I have seen scary things on tv, it’s hard for me to  .269 - 519
forget them and get rid of the fear.

23 When I know what I want for Christmas, it’s hard for .274 - 514
me to wait until then to get it.

27  If something is too hard for me, I do something else 271 - 513

11 When I have to go to the bathroom and I have to wait .219 - 448

until the end of the class, I am constantly concentrating
on the pressure in my tummy.

26 I think about other things when I do my chores or work .206 - 444
around the house.
14 When I try to climb a rope or a pole, and my hands .205 - 435

start hunting me, I give up and go on to something else.

Table 3.2. Rotation sums of squared loadings of factors of C-SCS

Component Eigenvalue % of Variance Cumulative %
1. Positive coping skills 2.969 17.466 17.466
2. Negative coping skills 2.160 12.707 30.174

In addition to the exploratory factor analysis (EFA), a confirmatory factor analysis

(CFA), with two factors, was carried out to find the correct measurement model.
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3.3.2.2.2. Confirmatory Factor Analysis for the C-SCS.

Based on the results generated from the exploratory factor analysis (EFA), a
confirmatory factor analysis (CFA) was run to examine how well the

measurement model fitted the observed data.

A confirmatory factor analysis (CFA) was estimated in LISREL 8.30 (Joreskog &
Sorbom, 1999) using correlation matrix for each sample. The maximum
likelihood method of estimation was used to generate parameter estimates. Model
fit, which was used to estimate an ‘optimal’ and ‘preferred’” CFA model, was
assessed according to the goodness-of-fit statistics in the present study. A non-
significant 3’ value indicates that the measurement model fits the data well.
However, the 7’ is very sensitive to sample size. As sample size increase
(generally greater than 200), the #* is likely to indicate a significant probability
level, while in contrast, as sample size decreases (generally less than 100), the }(2
has a tendency to indicate a non-significant probability level (Schumacker &
Lomax, 1996). Because no exact guideline exists, Byrne (1989) proposed a y*/df
ratio of less than 2.00 as a conservative indicator of an acceptable fit (as cited in
Peng & Peterson, 1998) whereas Kline (1998) noted that y’/df ratio of less than

3.00 is considered acceptable.

Since the sensitivity of the }(2 statistics is widely known, other alternative fit
indices were used to assess and judge the model fit in this study, including
Goodness-of-Fit Index (GFI), Adjusted Goodness-of-Fit Index (AGFI),
Comparative Fit Index (CFI), Standardized Root Mean Squared Residual
(SRMR), and Root-Mean-Square Error of Approximation (RMSEA) estimates.

Schumacker and Lomax (1996) noted that goodness-of-fit index (GFI), adjusted
goodness-of-fit index (AGFI), and comparative fit index (CFI) with a value closer
to 0.90 indicating a good fit to the data. Hu and Bentler (1995) claimed that root-
mean-square error of approximation (RMSEA) with a value below 0.05 indicates

a very good fit, between 0.05 and 0.08 an acceptable value fit, and a value grater
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than 0.08 indicates a poor fit. For standardized root mean squared residual
(SRMR), the accepted cut off is less than or equal to 0.05 (Hu & Bentler, 1995).

The results of the confirmatory factor analysis (CFA) for the preferred model of
C-SCS with two latent variables yielded the following goodness-of-fit indices: %
(102) = 184.43 p = 0.00, /df = 1.81, GFI = 0.95 AGFI = 0.93, CFI = 0.88,
RMSEA = 0.045, and SRMR = 0.052. The results of the CFA indicated that two
factor model provided a reasonably good fit to the data. Table 3.3 presents the
standardized Lambda-x values, standard errors, t-values, and squared multiple
correlations (Rz) as obtained for each of the observed variables from the
confirmatory factor analysis (CFA). Besides, LISREL estimates of parameters in
measurement model for C-SCS with coefficients to standardized values and t-

values are given in Appendix F respectively.

As can be seen from Table 3.3, all parameter estimates were statistically
significant (p < 0.05). Furthermore, all Lambda-x values, which are the loadings
of each observed variable, ranged from 0.38 to 0.69 and supported the ideas of
using these latent variables to explain the learned resourcefulness level of fifth

and sixth grade students.

The first latent variable represented observed variables related to positive coping
skills. These nine observed variables were significantly and positively loaded on
this latent variable, including C-SCS13 ‘If I know that there’s a good program on
tv, I finish my homework, even if I have to miss part of the program’ (A, = 0.51, p
< 0.05), C-SCS17 ‘When everyone buys ice-cream and I don’t have any money, I
say to myself; It’s nothing. I’ll buy ice-cream another time’ (A, = 0.50, p < 0.05),
C-SCS18 ‘When I am worried about something, I find someone to talk to about it’
(A« = 0.51, p < 0.05), C-SCS20 ‘I think before I act’ (A, = 0.58, p < 0.05), C-
SCS21 ‘When I have a lot of things to do, I do them one at a time’ (A, = 0.69, p <
0.05), C-SCS22 ‘When I have a lot of things to do, I plan what I am going to do
first” (Ax = 0.60, p < 0.05), C-SCS24 ‘I think before I answer a question’ (A =
0.60, p < 0.05), C-SCS31 When I feel sad, I try to think about things that make me
happy (Ax = 0.57, p < 0.05), C-SCS32 ‘If something is bothering me, I talk to
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someone about it (Ax = 0.54, p < 0.05). C-SCS21 accounted for the greatest

variance (R* = 0.47) of the latent variable positive coping skills.

In the second latent variable, the following observed variables were positively and
significantly loaded on the negative coping skills latent variable; C-SCS2 ‘When 1
get a headache at school, it’s hard for me to keep on participating in class and
forget the pain” (A = 0.48, p < 0.05), C-SCS7 ‘After I have seen scary things on
tv, it’s hard for me to forget them and get rid of the fear’ (Ax = 0.46, p < 0.05), C-
SCS11 ‘When I have to go to the bathroom and I have to wait until the end of the
class, I am constantly concentrating on the pressure in my tummy’ (A, = 0.40, p <
0.05), C-SCS14 ‘When I try to climb a rope or a pole, and my hands start hunting
me, I give up and go on to something else’ (A = 0.35, p < 0.05), C-SCS23 “When
I know what I want for Christmas, it’s hard for me to wait until then to get it’(Ay =
0.45, p < 0.05), C-SCS26 ‘I think about other things when I do my chores or work
around the house’ (Ax = 0.38, p < 0.05), C-SCS27 ‘If something is too hard for
me, I do something else’ (Ax = 0.44, p < 0.05), C-SCS29 ‘It’s hard to keep
working when my friends are having fun’ (A, = 0.60, p < 0.05). C-SCS29
accounted for the greatest variance (R* = 0.36) of the latent variable negative

coping skills.

As mentioned before, fifteen items were omitted from the C-SCS. These items are
1, 3,4, 5, 6, 8,9, 10, 12, 15, 19, 25, 26, 28, and 30. Some of the items in the
Turkish version of the scale were coded reversely. These items are 2, 7, 11, 14,

16, 23, 27, and 29.
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Table 3.3. Standardized Lambda-x estimates, standard errors, t-values, and
squared multiple correlations (R?) of the observed variables of C-SCS.

Item Latent and Observed Variables Ax SE t R’
No

Positive coping skills

13 If T know that there’s a good program on tv, I 0.51 0.05 991 0.26
finish my homework, even if I have to miss part of
the program.

17 When everyone buys ice-cream and I don’t have 0.50 0.05  9.61 0.25
any money, I say to myself, ‘It’s nothing. I'll buy
ice-cream another time.’

18 When I am worried about something, I find 0.51 0.05 9.79 0.26
someone to talk to about it.

20 1 think before I act. 0.58 0.05 1147 0.33
21 When I have a lot of things to do, I do them one at  0.69  0.05 14.19 0.47
a time.

22 When I have a lot of things to do, I plan what Tam 0.60 0.05 11.93 0.36
going to do first.

24 1 think before I answer a question. 0.60 0.05 1193 0.36

31 When I feel sad, I try to think about things that 0.57 0.05 11.28 0.33
make me happy.

32 If something is bothering me, I talk to someone 0.54 0.05 10.52 0.29
about it.

Negative coping skills

2 When I get a headache at school, it’s hard for me 0.48 0.06 825 0.23
to keep on participating in class and forget the
pain.

7  After T have seen scary things on tv, it’s hard for 046 0.06 793 0.21
me to forget them and get rid of the fear.

11 When I have to go to the bathroom and I have to 0.40 0.06 6.75 0.16
wait until the end of the class, I am constantly
concentrating on the pressure in my tummy.

14 When I try to climb a rope or a pole, and my hands 0.35 0.06  5.83  0.12
start hunting me, I give up and go on to something
else.

23 When I know what I want for Christmas, it’s hard 0.45 0.06 7.79 0.21
for me to wait until then to get it.

26 1 think about other things when I do my chores or 0.38 0.06 6.53 0.15
work around the house.

27 If something is too hard for me, I do something 0.44 0.06 7.58 0.20

else.

29 1It’s hard to keep working when my friends are 0.60 0.06 10.51 0.36
having fun.

3.3.2.2.3. Additional Validity Evidence for C-SCS

The concurrent validity evidence of Children’s Version of the Self-control

Schedule (C-SCS) was also demonstrated through a low but significant negative
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correlation with the Children’s Depression Inventory in the present study. Pearson
Product Moment Correlation coefficient between the scores of two measures was

-0.21.

3.3.2.3. Internal Consistency of the Turkish Version of C-SCS

Internal consistency of the Turkish version of C-SCS was also assessed by
computing Cronbach alpha coefficient for the total and each subscale. The results
showed that the Cronbach Alpha coefficients of the total scale and the subscales
were .73 for factor 1 (9 items), .60 for factor 2 (8 items), and .66 for total (17

items).

3.3.3. Cognitive Triad Inventory for Children (CTI-C)

Cognitive Triad Inventory for Children (CTI-C) (Appendix D) was used to
measure automatic thoughts that reflected the tendency toward making cognitive
errors in students (Kaslow, Stark, Printz, Livingston & Tsai, 1992). CTI-C
consists of 36 items. These 36 items capture automatic thoughts that reflect the
child’s view of self, the world, and the future that are believed to be associated
with depression. Each subscale includes 12 items. Each item describes a specific
thought about self, the world, or the future. For each item, the children are given
three possible response alternatives (yes, maybe, no) in the original version.
However, in Turkish version, response format of the instrument was altered
because the response format in the original scale was thought to be restrictive for
children. By altering the response format, researchers can determine children’s
automatic thought patterns correctly. Student indicated their thoughts about self,
world, and future on a 4 point scale ranging from 0 (always true) to 3 (anytime
true). Some items are coded reverse both in original and in Turkish versions.
These items are 1, 3, 6, 7, 8, 9, 11, 12, 14, 17, 20, 22, 24, 25, 28, 31, 33, 36.
Higher scores indicate more positive thought patterns. Internal consistency of the
CTI-C in a sample of 132 children in grades 4 through 7 was reported as .83 for
Self subscale, .69 for World subscale, .85 for Future subscale, and .92 for total

(Kaslow et al., 1992). Concurrent validity was demonstrated through significant
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correlations with the Coopersmith Self-esteem Inventory for Children and
Hopelessness Scale for Children. The correlation between the view of the self
subscale and CSEI was acceptable (r = .69). The correlation between the view of
the future subscale and the HSC was also acceptable and negative (r = -.68). The
view of the world subscale was strongly and positively correlated with both the

HSC (r = .60) and CSEI (r = .62).

Zausniewski, Panitrat, and Youngblut (1999) explored the reliability and validity
of the CTI-C in the sample of 122 school-aged children. They found that internal
consistency of the total score was .82. For subscales involving the views of self,
world, and future, the internal consistency ranged from .54 to .76. Confirmatory
factor analysis showed that items included in CTI-C reflected three dimensions of
the self rather than the three components of the cognitive triad. These factors were

labeled as self-esteem, self-confidence, and self-derogation.

3.3.3.1. Translation, Validity and Reliability Studies of CTI-C

Cognitive Triad Inventory for Children (CTI-C) was originally developed in
English with respect to American culture. Therefore, it had to be adapted to
Turkish culture. The adaptation of CTI-C to Turkish children that included
translation, reliability, and validity studies were conducted by the researcher.
First, two experts who were fluent in English and both had master degrees
translated the original English scale into the Turkish. Second, Turkish version was
back-translated by another two experts. Third, the translated and back-translated
versions of the scale were compared to make sure that the meaning of each item
was maintained. Finally, the researcher has decided to apply the scale after all the

items were clear in meaning.
The Turkish version of the instrument was administered to 403, fifth and sixth

grade students in two different elementary schools in Ankara. This sample used

for the adaptation of the scale was a different one than the research sample.
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3.3.3.2. Exploratory Factor Analysis of CTI-C

An exploratory factor analysis (EFA) was conducted by using principal
component analysis with varimax rotation followed by the Kaiser normalization
procedure and a review of the scree plot in order to determine the factor
structures. The data were again obtained from the 403, 5™ and 6™ grade

elementary school students which was also the research sample.

Results of the principal component analysis for the CTI-C revealed 8 factors with
eigenvalues above 1 which were 7.471, 3.026, 1.735, 1.605, 1.337, 1.240, 1.111,
and 1.063 respectively. These eight dimensions explained 51.63 % of the
variance. Theoretically, observed variables were anticipated to load strongly and
plainly on factors that they claim to measure. In the next step, researcher
examined the items clustered within each factor in terms of their factor loadings
and their content. The close inspection of the items showed that items clustered in
factors were not theoretically meaningful. Therefore, the researcher investigated
alternate factor structures based on the evidence obtained from previous studies
that indicated the scale had either 3 or 4 factors. Thus, the researcher did not find
the dimensions as theoretically meaningful and carried out principal component
analysis with 2 principal factor axes based on the scree plot. Results revealed two
meaningful dimensions with eigenvalues of 4.226, and 2.245 in terms of factor

loadings and item content.

These two factors explained the 40.44 % of the variance and the range of the
factor loadings were 1) For negative view of self, future and world, .677-.465, and
2) positive view of self, future and world, .742-.511. Twenty items were dropped
from the CTI-C because none of them loaded strongly enough on any of the
factors. A list of the two factors, their factor loadings, and the content of the items
that were grouped under those factors of CTI-C were presented in Table 3.4.
Moreover, eigenvalues, percentages and cumulative percentages of the explained

variance of the factors of CTI-C are presented in Table 3.5.
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Table 3.4. Factor loadings and communalities of the items of CTI-C via principal
component analysis with varimax rotation (This instrument was administered in
Turkish).

Item Items of CTI-C Com. F1 F2
No
Negative View of Self, Future, and World
29  Ifeel guilty for a lot of things 460  .677 -
34 Iam faced with many difficulties 457  .675 -
23 Bad things happen to me often 446 .664 -

30  No matter what I do, other people make it hard for 424  .650 -
me to get what I need

16 My problems and worries will never go away 423 .641 -

35  Ihave problems with my personality 405 .632 -

21 Ihate myself 412 .615 -

13 Idon’t do anything right 363 555 -

18  The world is a very mean place 234 465 -
Positive View of Self, Future, and World

11 Lots of fun things will happen for me in the future 552 - 742

9 I think that things will be going very well for me a  .490 - .689
few years from now

28  Things will work out okay for me in the future 517 - .685

25  Icando al lot of things well 363 - .589

36  Ithink that I will be happy as I get older 331 - 564

6 I like to think about the good things that will .319 - 558
happen for me in the future

12 The things I do every day are fun. 278 - S11

Table 3.5. Rotation sums of squared loadings of factors of CTI-C.

Component Eigenvalue % of Variance Cumulative %
1. Negative view of self, 4.226 26.415 26.415
future and world
2. Positive view of self, future 2.245 14.029 40.443
and world

In order to verify the existence of the two-factor structure revealed by exploratory

factor analysis (EFA), confirmatory factor analysis (CFA) was performed.

3.3.3.3. Confirmatory Factor Analysis of CTI-C

A confirmatory factor analysis (CFA) was estimated in LISREL 8.30 (Joreskog &
Sorbom, 1999) using correlation matrix for each sample. The results of EFA were
taken as a starting point for a CFA model. The maximum likelihood method of

estimation was used to generate parameter estimates. Model fit, which was used to
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estimate an ‘optimal’ and ‘preferred” CFA model, was assessed according to the

goodness-of-fit statistics in the present study.

Results of the confirmatory factor analysis (CFA) for the preferred model of CTI-
C with two latent variables indicated the following goodness-of-fit indices
revealed generally consistent results with the EFA [ (103) = 243.42 p = 0.00,
2/df = 2.36, GFI = 0.93, AGFI = 0.91, CFI = 0.93, RMSEA = 0.057, and SRMR
= 0.056]. More specifically, with the exception of RMSEA and SRMR fit indices,
other indices met the criteria outlined on pp 58-59. Table 3.6 presents the
standardized Lambda-x values, standard errors, t-values, and squared multiple
correlations (R?) as obtained for each of the observed variables from the
confirmatory factor analysis (CFA). Besides, LISREL estimates of parameters in
measurement model for CTI-C with coefficients to standardized values and t-

values are given in Appendix G respectively.

As can be seen from Table 3.6, all parameter estimates were statistically
significant (p < 0.05). Furthermore, all Lambda-x values, which are the loadings
of each observed variable, ranged from 0.45 to 0.75 and supported the ideas of
using these latent variables to explain the automatic thought patterns of fifth and

sixth grade students.

In the first latent variable, observed variable CTI-C13 ‘I don’t do anything right’
(A = 0.62, p < 0.05), CTI-C16 ‘My problems and worries will never go away (A«
=0.65, p <0.05), CTI-C18 ‘The world is a very mean place’ (A, = 0.47, p < 0.05),
CTI-C21 ‘T hate myself’ (Ax = 0.68, p < 0.05), CTI-C23 ‘Bad things happen to me
often” (Ax = 0.64, p < 0.05), CTI-C 29 ‘I feel guilty for a lot of things’ (A = 0.68,
p < 0.05), CTI-C30 ‘No matter what I do, other people make it hard for me to get
what I need” (Ax = 0.62, p < 0.05), CTI-C34 ‘I am faced with many difficulties’
(Ax = 0.63, p < 0.05), CTI-C35 ‘I have problems with my personality’ (Ax = 0.63,
p < 0.05) were deemed to represent the latent variable named as negative view of

self, future and world. All nine variables were positively and significantly loaded

on this latent variable. Two of these nine variables, CTI-C21 and CTI-C29
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accounted for the greatest variance (R* = 0.46) of the latent variable negative view

of self, future and world.

The second latent variable represented observed variables related to positive view
of self, future and world. Seven observed variables were significantly and
positively loaded on this latent variable, including CTI-C6 ‘I like to think about
the good things that will happen for me in the future’ (Ax = 0.50, p < 0.05), CTI-
C9 ‘I think that things will be going very well for me a few years from now’ (Ax =
0.68, p < 0.05), CTI-C11 ‘Lots of fun things will happen for me in the future’ (A«
= 0.74, p < 0.05), CTI-C12 ‘The things I do every day are fun’, (A = 0.45, p <
0.05), CTI-C25 ‘I can do al lot of things well’(Ax = 0.56, p < 0.05), CTI-C28
‘Things will work out okay for me in the future’ (A = 0.75, p < 0.05), CTI-C36 ‘I
think that I will be happy as I get older’ (Ax = 0.57, p < 0.05). Among these
variables, CTI-C28 accounted for the greatest variance (R2 = 0.56) of the latent

variable positive view of self, future and world.

As mentioned before, twenty items were omitted from the CTI-C. These items are
1,2,3,4,5,7,8, 10, 14, 15, 17, 19, 20, 22, 24, 26, 27, 31, 32, and 33. Some of the
items in the Turkish version of the scale were coded reversely. These items are 9,
11, 12, 25, 28, and 36. The Turkish version of the CTI-C is presented in Appendix
E.
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Table 3.6. Standardized Lambda-x estimates, standard errors, t-values, and
squared multiple correlations (R?) of the observed variables of CTI-C.

Item Latent and Observed Variables Ax SE t R’

No
Negative view of self, future and world

13 Idon’tdo anything right. 0.62 005 1292 0.39

16 My problems and worries will never 0.65 005 1358 042
go away.

18  The world is a very mean place. 0.47  0.05 9.22 0.22

21  Ihate myself. 0.68 005 1439 046

23 Bad things happen to me often. 0.64 005 1340 041

29 Ifeel guilty for a lot of things. 0.68 005 14.38 0.46

30 No matter what I do, other people make 0.62 005 1292 0.38
it hard for me to get what I need.

34 Iam faced with many difficulties. 0.63 005 1329 040

35 TIhave problems with my personality. 0.63 005 13.08 0.39
Positive view of self, future and world

6  Ilike to think about the good things 0.50  0.05 9.80 0.25
that will happen for me in the future.

9  Ithink that things will be going very 0.68 0.05 1429 046
well for me a few years from now.

11 Lots of fun things will happen for 0.74 005 1598 0.55
me in the future.

12 The things I do every day are fun. 045 0.05 8.76  0.20

25 Icando al lot of things well. 056 005 1122 0.31

28  Things will work out okay for me in 0.75 005 1623 0.56
the future.

36 I think that I will be happy as I get older. 0.57 005 1143 0.32

3.3.3.4. Additional Validity Evidence for CTI-C

The concurrent validity evidence of CTI-C was established through a significant
negative correlation with the Hopelessness Scale for Children. Pearson Product

Moment Correlation coefficient between the scores of two measures was -0.66.
3.3.3.5. Internal Consistency of the Turkish Version of CTI-C

Internal consistency of the Turkish version of CTI-C was assessed by computing
Cronbach alpha coefficient for total and each subscale. The results yielded

Cronbach alpha coefficients of .80 for factor 1 (9 items), .75 for factor 2 (7 items),
and .81 for total (16 items).

70



3.4. Training Procedure:

As aforementioned, three groups were established in the second phase of the

study.

Cognitive Behavioral Training Group: ‘Cognitive Behavioral Group Counseling
Program’ which was developed by the researcher was implemented to the
experimental group during fifteen weeks. The group sessions were held one day
per week. Each session lasted in 90 minutes. The subjects were drawn from class

activities by prior arrangement with school principals and teachers.

Before the training began, an intake interview with subjects was conducted
outside the classrooms. During the interview, the researcher explained that the
group, to which they were selected, aimed at teaching some skills through playing
puppets, role playing, storytelling, drawing pictures and so on. The place, duration
of the group and the rules that should be followed in the group were explained.
Subjects were also given an opportunity to discuss any feeling they had about

participating and withdrawing before the onset of the training procedure.

Placebo-attention Control Group: The subjects in this control condition were
taken out of the classrooms to prevent either a positive or a negative effect on
their resourcefulness and automatic thought patterns. Subjects spent the same
amount of time (once a week for 90 minutes) with the researcher as did the

cognitive-behavioral group subjects.
Subjects in the placebo-attention control group played non-therapeutic games like
lotto, game of name-city-animal-plant, hanging a man, silent movie, and solved

some puzzles.

No-treatment Control Group: Subjects in this group only participated in the pre,

post and follow-up treatment assessments. No treatment was provided.
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After the treatment was completed, posttest and follow-up (four months later)
evaluations were made through applying the C-SCS and CTI-C to the subjects in
the cognitive behavioral training group, placebo-attention control group and no-

treatment control group.

3.5. Cognitive Behavior Group Counseling Program

The Cognitive Behavior Group Counseling Program used in the study was
developed by the researcher based on the relevant literature. Theoretically the
program was based upon both Ellis’s ABC model as well as Beck’s automatic
thought concept. In developing the program the researcher followed several steps
to ensure the validity of the program. First, the researcher developed a draft
version of the program. This version was controlled by the researcher and her
advisor by theoretical and language clarity. Next, this version was given to three
judges who work as academicians in the Counseling and Guidance Program of
Department of Educational Sciences at METU. Then, three judges closely
inspected the program and gave feedback about the necessary changes to make for
achieving further clarity. The researcher made the necessary changes and gave the
program back to the judges for providing consensus upon the program. After
having done several additional modifications the final version of the program was

accepted by the judges.

Theoretically, cognitive behavioral counseling share three fundamental
propositions; a) cognitive activity affects behavior, b) cognitive activity may be
monitored and altered, c) desired behavior change may be affected through
cognitive change (Dobson & Dozois, 2001). Therefore, the assumption of
cognitive behavioral counseling is the reorganization of one’s cognitions (Corey,
2001). The cognitive behavioral group counseling program used in this study was

also based on this assumption.

As cognitive behavioral counseling represents a combination of behavioral

strategies and cognitive processes with the goal of achieving behavioral and
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cognitive change (Corey, 2001), the present program included activities to reflect

the same combination.

In the first session, the leader discussed the basic ground rules for the group as
giving them some examples; everyone gets a chance to talk, no hitting or fitting in
the group, doing homework on time, and confidentiality. Later, the leader passed
drawing paper and colored pencils to the group members and encouraged them to
draw their world by asking some questions such as; What is your favorite food?,
What is your favorite animal?, Who is your best friend? and Why?, What do you
do at weekend?, What kind of music do you like?, What is the best movie have
you ever watched? At the end of the activity, she explained them that all the
separate things about them make up the whole of them. Just as the world is

unique, there is only one of them and they were unique (Hobday & Ollier, 1998).

In the second session, the leader passed each member a bag that included some
materials to create a puppet. Each member selected an emotion for expressing it
with their puppet. Once everyone has created his or her puppet, the leader asked
them to write on the back of his or her puppet the event that they experience that

emotion. (Jones, 1998)

In the third session, the leader explained the internal dialogue to the group by
saying ‘When problems happen, like getting into a fight with a friend or getting
punished at home, we all talk to ourselves about what just happened. We think
about it inside our head and since it is inside our head, no one else can hear the
things we say to ourselves. Everyone does this, kids and adults, and it is totally
normal’. Then, she passed two cartoon strips to explain the concept of internal
dialogue. She asked them if they had experienced an event like in cartoon what do

their internal dialogue tell to them. (Seligman, Reivich, Jaycox, & Gillham, 1995).

In the fourth session, the leader introduced Ellis’ (1962) ABC Theory to the group
members by showing some transparencies and provided the treatment rationale;
‘how you feel is not determined by the things that happen to you. Instead, what

you say to yourself when problems arise that makes you feel the way you do.
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When you feel mad, sad of afraid, there is a thought that trigger that feeling’.
Thus, members understand that they can change their feelings and behaviors by
changing their thoughts. Then, she passed the exercise sheet to the group members

and wanted them to fill in the blanks.

In the fifth session, the leader explained to the group members the connection
between our feelings and behaviors and internal dialogue. First, the leader read
two scenarios to the group members and wanted them to role play these scenarios
(Rapee, Spence, Cobham, & Wignall, 2000). Second, the leader distributed an
‘Activating event-internal dialogue-feeling-behavior’ activity sheet to the group
members and asked them to write if they had experienced that kind of an event,
what their internal dialogue told to them, how they felt and what did they do. At
the end of the session, she told to the group members that we have to change our

internal dialogue to change our feelings and behaviors.

In the sixth session, the leader explained to the group members the features of
rational and irrational internal dialogue. First, she passed a “Which one is rational
and Which one is irrational’ activity sheet and asked them to read each internal
dialogue and decide which one is rational and which one is irrational along with
the reason of it (Jerry, 1992). Second, the leader distributed pieces of construction
paper and colored pencils to the members and asked them to draw a picture that
would describe the activating event that they experienced, their internal dialogues

and whether it is rational or irrational.

In the seventh session, the leader explained to the group members that after we
experience a bad event, we hear different voices inside our head. Some of them
are negative and some of them are positive. We have to think positive things more
to stop negative internal dialogues. Then, she passed ‘Play my positive tape’
activity sheet to the group members and asked them to write an activating event
that they experienced and change their negative internal dialogue into a positive

one (Teolis, 2002).
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In the eight session, the leader read a story named ‘Police Kemal and Police
Cemal’ to the group members to show them the importance of not believing the
first thing that comes to our mind (Seligman, Reivich, Jaycox, & Gillham, 1995).
Then, she divided the group members into two separate groups and asked each

group to write a scenario that included a person who looks like Police Cemal.

In the ninth session, the leader read a scenario named as ‘Berk and his mom’. The
purpose of this session was to explain the group members the importance of
probing for the evidence that shows the truth of your internal dialogue in your life.

(Seligman, Reivich, Jaycox, & Gillham, 1995).

In the tenth session, the leader asked the members about their future plan and
mentioned the importance of having a positive internal dialogue for reaching
goals and having a happy and successful life. Then, she divided the group in two
separate groups and gave them an activating event and asked them to write a story
about this event. In one group, the story should include a person who has a
negative internal dialogue about an event whereas, in the other group, the story
should include a person who has a positive internal dialogue about an event. Their
stories should also included how did they feel and act when this event happen?
Through this activity, members observed the effects of internal dialogue on their

feelings and behaviors.

In the eleventh session, the leader read scenarios named as ‘Tunc/Pelin gets 3 in
math’ to the group members and asked them to role play it. After role playing, she
told them that when something bad happens, people immediately think of the
absolutely worst thing. She also instructed to group members to ask themselves
the following questions when something bad happens; What is the worst thing that
could happen?, What is the best thing that could happen?, What is the most likely
thing that will happen? (Seligman, Reivich, Jaycox, & Gillham, 1995). Second,
she passed the “What will happen next?’ activity sheet to the group members. The

sheet included a scenario and questions.
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In the twelfth session, the leader asked the group members what kind of changes
do they experience when they are angry, sad, scared or anxious. After she got
their answers, she told them that today they would learn how to relax. Later, she
put a soft music on the tape and taught a relaxation exercise to them. (Rapee,

Spence, Cobham, & Wignall, 2000).

In the thirteenth session, the group members learn how can they handle the
problems and continue to produce positive internal dialogue in their daily life. The
leader practiced some problems and possible consequences with group members
and be a model to them. For instance, leader may be a student who speaks in front
of the class and one of the group members may be a student who laughs at her.

Then, they change their roles. (Hobday & Ollier, 1998).

In the fourteenth session, the leader divided the group members into two separate
groups in order to review the entire training program. She asked the group
members to write a scenario that included the answer to the question of “why it
happened to me”. On the other hand, she asked the other group to write a scenario
that included the answer to the question of what would happen next (Seligman,

Reivich, Jaycox, & Gillham, 1995).

In the fifteenth session, the leader asked the group members to write a poem or
story or to draw a picture that would explain what did they learn during 14 weeks.
At the end of the session, she thrown a ball to someone in the group and told good
things about him or her. The member, who had a ball, thrown it to other member
in the group and told good things about him or her. This activity continued until

everyone had a ball.

In every session, the group members were assigned homework assignments. The
leader began each session by saying welcome to the group, briefly went over the
ground rules and summarized the previous session. Then, she checked members'
homework and gave one point if they did it. Members, who got five points,

received gifts.
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The detailed Turkish version of the ‘Cognitive Behavioral Group Counseling

Program’ is presented in Appendix H.

3.6. Data Analyses

Exploratory factor analysis, Confirmatory factor analysis, Multivariate Analysis
of Variance, Pearson product moment correlation, One way analysis of variance,
and Repeated measures analysis of variance were used to analyze the data in the

present study.

First, principal component analyses with varimax rotation were run by using SPSS
10.0 for Windows to explore the factor structures of the instruments used in the

study.

Then, confirmatory factor analysis model was used in order to determine the
latent variables and the ’optimal model’ by using LISREL (Linear Structural
Relations Statistics Package Program) 8.30 for Windows.

Pearson product moment correlation was used to establish concurrent validity of
the scales of Children’s Version of Self-Control Schedule (C-SCS) and Cognitive
Triad Inventory for Children (CTI-C).

In the first phase of the study a 2 (high-low learned resourcefulness) X 2 (gender)
factorial Multivariate Analysis of Variance (MANOVA) was employed to the
total and subscale scores of the Cognitive Triad Inventory for Children (CTI-C).

In the second phase of the study, one way analysis of variance was used to
examine the equivalence of the groups at pretest with respect to parent education
level, number of siblings, importance placed upon education, frequency of help
received from mother, mathematic and science perceived achievement, Turkish
and social science perceived achievement, art and physical education perceived

achievement, number of books at home, number of educational facilities (study
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table, computer, internet, newspaper and magazine, and separate room), and

frequency of computer use.

Repeated measures analysis of variance was applied to the total and subscale
scores of Children’s Version of Self-Control Schedule (C-SCS) and Cognitive
Triad Inventory for Children (CTI-C) of the training group and two control
groups’ (placebo-attention and no-treatment) subjects to investigate the
effectiveness of the cognitive behavior group counseling training program on the

learned resourcefulness level of fifth grade students.

The .05 alpha level was accepted as a criterion of statistical significance for all the

statistical procedures performed.

3.7. Limitations of the Study

Several limitations of the present study merit further investigations.

First, in the present study, convenient sampling procedure was used and the data
were collected from two elementary schools for both phases of the study.

Selecting a larger sample have increased the validity of the study.

Second, Children’s Version of Self-Control Schedule (C-SCS) and Cognitive
Triad Inventory for Children (CTI-C) are self-report scales. The limitations of
self-report methods should be kept in mind before interpreting the results of the
present study. Some potential problems would be fakebility and social

desirability.

Third, the sample included only fifth grade elementary school students. Therefore,

the results of the present study could only be generalized to this group of subjects.

Fourth, after principal component analysis and confirmatory analysis, several
items of the scales of C-SCS and CTI-C were excluded which might lead to a

content limitation of the instruments.
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Fifth, the type of training recommended in the present study was based on the
cognitive behavioral group counseling therefore the possible benefits of the other

theoretical approaches might have been neglected.
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CHAPTER FOUR

RESULTS

In this chapter, the results obtained from the statistical analyses are presented. The
first section displays the results of the MANOVA regarding the differences in the
automatic thought patterns as a function of learned resourcefulness and gender. In
the second section, the results of the repeated measures analysis of variance,
which was employed to investigate the effect of cognitive behavioral group
counseling on the automatic thought patterns and learned resourcefulness level of

students, are presented.

4.1. Results Concerning the Differences in the Automatic Thought Patterns

as a Function of Learned Resourcefulness and Gender

For the purpose of investigating the possible differences among the automatic
thought patterns of the participants by gender and learned resourcefulness, a 2
(gender) X 2 ( high-low learned resourceful) factorial multivariate analysis of
variance (MANOVA) was carried out using the total and subscale scores of
Cognitive Triad Inventory for Children (CTI-C). Automatic thought patterns has
two subscales; negative view of self, future and world, and positive view of self,
future and world. The researcher carried out the necessary procedures to ensure

that MANOVA assumptions were not violated before the analysis.

The means and standard deviations of the Cognitive Triad Inventory for Children
(CTI-C) of the male and female subjects with regard to their learned

resourcefulness levels (C-SCS) were presented in Table 4.1.
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Table 4.1. Means and Standard Deviations of the CTI-C Total and Subscale

Scores by Subjects’ Learned Resourcefulness Levels and Gender.

Automatic Thought Learned Gender M SD N
Patterns Resourcefulness
Levels

Low Female 30.384  7.491 52
Learned Male 29453  6.980 64
Resourcefulness Total 29.870  7.197 116

Total Score
High Female 34811 6300 53
Learned Male 34841 7.114 63
Resourcefulness Total 34827 6.726 116
Low Female 16.403  5.369 52
Learned Male 16.062  4.803 64
Resourcefulness Total 16.215 5.045 116

Negative view of self,

future and world High Female 19.528 4.606 53
Learned Male 19.254  5.044 63
Resourcefulness Total 19.379 4.830 116
Low Female 13.980 3.872 52
Learned Male 13.390 3.844 64
Resourcefulness Total 13.655 3.851 116

Positive view of self,

future and world High Female 15.283  3.671 53
Learned Male 15.587 4.191 63
Resourcefulness Total 15448 3948 116

The results of the MANOVA that was applied to the Cognitive Triad Inventory

for Children (CTI-C) scores of female and male subjects yielded a significant

overall main effect of learned resourcefulness [Wilks’ A = .888, F (1,225) =

14.330, p < .001, 772 =.112]. However, the results revealed no significant overall
effect of gender [Wilks’ A = .999, F (1,225) = .125, p > .05, 7]2 =.001] and the

interaction effect of gender by learned resourcefulness [Wilks” A =.997, F (1,225)
=386, p> .05, 17 = .003].

Table 4.2 shows the results of MANOVA that was employed to the Cognitive

Triad Inventory for Children (CTI-C) total and subscale scores of the female and

male subjects having high and low resourcefulness levels.
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Table 4.2 The Results of the Multivariate Analysis of Variance (MANOVA)
Applied to the CTI-C Scores of Female and Male Subjects with regard to Their
Learned Resourcefulness Levels.

Source Dependent Sum of df Mean F 7]2 Observed Sig.
Variable Squares Square Power
Corrected  Total 1450.027 3 483.342 9.897 .115 998 .000
Model Negative 586.065 3 195.355 7.946 .095 990 .000
Positive 199.140 3 66.380 4341 .054 .865 .005
Intercept ~ Total 240927.278 1 240927.278 4933357 .956 1.000 .000
Negative 72939.732 1 72939.732 2966.821 .929 1.000 .000
Positive 48739.335 1 48739.335 3187.551 .933 1.000 .000
Learned Total 1384.136 1 1384.136 28.342 111 1.000 .000
Resource  Negative 573.172 1 573.172 23314 .093 998 .000
Positive 175.906 1 175.906 11.504 .048 922 .001
Gender Total 11.678 1 11.678 239 .001 .078 .625
Negative 5.447 1 5.447 222 .001 .076 .638
Positive 1.174 1 1.174 .077 .000 .059 782
Learned Total 13.282 1 13.282 272 .001 .081 .603
Resource* Negative 6.452E-02 1 6.452E-02 .003 .000 .050 .959
Gender Positive 11.495 1 11.495 752 .003 139 .387
Error Total 11134.693 228 48.836
Negative 5605.413 228 24.585
Positive 3486.240 228 15.291
Total Total 255365.000 232
Negative 79677.000 232
Positive 52812.000 232
Corrected  Total 12584.720 231
Total Negative 6191.478 231
Positive 3685.379 231

Results of MANOVA revealed significant main effects of learned resourcefulness
in total [F (1,231) = 28.342, p < .001, 77 =.111] and subscales of “Negative view
of self, future and world” [F (1,231) = 23.314, p < .001, 77 =.093] and “Positive
view of self, future and world” [F (1,231) = 11.504, p < .005, 17" = .048] scores of

CTI-C respectively.

MANOVA results indicated no significant main effects of gender in total [F
(1,231) = 239, p > .05, 777 =.001] and subscales of “Negative view of self, future
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and world” [F (1,231) = .222, p > .05, 77 =.001] and “Positive view of self, future
and world” [F (1,231) = .077, p > .05, 77 = .000] scores of CTI-C.

The results of MANOVA also showed no interaction effects of learned
resourcefulness and gender in total [F (1,231) = .272, p > .05, 77 =.001] and
subscales of “Negative view of self, future and world” [F (1,231) = .003, p > .05,
17 = .000] and “Positive view of self, future and world” [F (1,231) = .752, p> .05,
17" = .003] scores of CTI-C.

These results indicated that subjects who were highly resourceful scored
significantly higher in total (M = 34.83), “Negative view of self, future and
world” (M = 19.38), and “Positive view of self, future and world” (M = 15.44)
subscales of CTI-C. Stating differently, the results indicated that learned

resourcefulness and patterns of automatics thoughts were related concepts.

4.2. Results Concerning the Effect of the ‘Cognitive Behavioral Group
Counseling Program’ on the Perceived Dimensions of Children’s Version of
Self-Control Schedule (C-SCS).

As aforementioned in the method section, in order to check the homogeneity of
the training and two control groups (placebo-attention and no-treatment) subjects’
with respect to several characteristics, preliminary analyses were performed using
One-way ANOVA procedures to examine the equivalence of the groups on the

dependent measures at pretest.

The results indicated no significant differences among three (one training and two
control) groups’ subjects regarding parental education [F (2,42) = 0.23 for
mothers and F (2,42) = 0.66 for fathers], number of siblings [F (2,42) = 0.18],
importance placed upon education [F (2,42) = 0.73], mathematic and science
perceived achievement [F (2,42) = 0.65], Turkish and social science perceived
achievement [F (2,42) = 0.86], art and physical education perceived achievement
[F (2,42) = 0.66], number of books at home [F (2,42) = 0.79], number of

educational facilities such as study table [F (2,42) = 0.08], computer [F (2,42) =
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0.56], internet [F (2,42) = 0.57], newspaper and magazine [F (2,42) = 0.37],
separate room [F (2,42) = 0.93] and frequency of computer use [F (2,42) = 0.17].
The only significant difference among three groups’ subjects was found regarding

the frequency of help received from mothers [F (2,42) = 0.04].

For the purpose of investigating the effect of the ‘Cognitive Behavioral Group
Counseling Program’, a 3 (pre, post, follow-up) X 3 (groups) X 2 (gender)
factorial repeated measures analysis of variance was employed to the Children’s
Version of Self-Control Schedule (C-SCS) total scores of cognitive behavioral
counseling group, placebo-attention control group and no-treatment control group

subjects.

The results of the repeated measures analysis of variance employed to the training
group and two control groups (placebo-attention and no-treatment) of the total
pre, post, and follow-up measures scores of Children’s Version of Self-Control

Schedule (C-SCS) were displayed in Table 4.3.
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Table 4.3. The Results of the Repeated Measures Analysis of Variance Employed
to the Total Pre, Post, and Follow-up C-SCS Scores of the Training and Two
Control Groups’ Subjects.

Source Sum of df Mean F p 7 Observed
Square Square Power
Between Subjects
Intercept 267567.689 1 267567.689 1396.583 .000 .974 1.000
GROUP
(training and two 236509 2 118.254 617 545 032 145
control groups)
GENDER 11.632 1 11.632 .061 .807 .002 .057
GROUP* 118.843 2 59.421 310 735  .016 .096
GENDER
Error 7088.732 37 191.587
Within Subjects
Time 108.692 2 54.346 895 413  .024 .199
(pre, post,
follow-up)
Group * Time 442.035 4 110.509 1.820 .134  .090 .529
Gender * Time 80.234 2 40.117 661 520 .018 157
Error (Time) 4493.341 74 60.721

Results of the repeated measures analysis of variance employed to the total pre,
post and follow-up measures of the training group and two control groups
(placebo-attention and no-treatment) subjects’ revealed that neither the time main
effect [Wilks” A = .189, F (2,42) = .895, p > .05, 777 = .024] nor group x time
[Wilks” A = .529, F (2,42) = .1.820, p > .05, 7/ = .090], gender x time [Wilks’ A
=557, F (2,42) = .661, p > .05, 77 = .018] interaction effect were significant. In
other words, the results showed that there were no significant differences among
the total C-SCS scores of cognitive behavioral counseling group, placebo-
attention control group and no-treatment control group at pre, post, and follow-up

measures of male and female subjects.

These results revealed that the ‘Cognitive Behavioral Group Counseling Program’
applied to the training group was not demonstrated to be effective in increasing

the learned resourcefulness levels of the subjects.

85



Mean scores of cognitive behavioral counseling group, placebo-attention control
group and no-treatment control group across three different measurements of total

C-SCS scores are shown in Figure 4.1.
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Figure 4.1. Pretest, Posttest and Follow-up Means Total Scores of C-SCS in the
Training and Two Control Groups’ Subjects.

In addition, a 3 (pre, post, follow-up) X 3 (groups) X 2 (gender) factorial repeated
measures analysis of variance was applied to “Positive Coping Skills” subscale
scores of Children’s Version of Self-Control Schedule (C-SCS) in order to
determine the difference among the cognitive behavioral counseling group,
placebo-attention control group and no-treatment control group at pre, post, and

follow-up measures.
Table 4.4 shows the results of the repeated measures analysis of variance applied

to C-SCS subscale scores (Positive Coping Skills) of the training and two control

groups’ subjects at pre, post, and follow-up measures.
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Table 4.4. The Results of the Repeated Measures Analysis of Variance Applied to
the Pre, Post, and Follow-up C-SCS Subscale (Positive Coping Skills) Scores of
the Training and Two Control Groups’ Subjects.

Source Sum of df Mean F p T Observed
Square Square Power
Between Subjects
Intercept 106087.488 1  106087.488  983.198 .000 .964 1.000
GROUP 386.692 2 193.346 1.792 .181  .088 351

(training and two
control groups)

GENDER 13.746 1 13.476 127 723 .003 .064
GROUP* 66.635 2 33.317 309 736 016 .095
GENDER

Error 3992315 34 107.900

Within Subjects

Time 117222 2 58.611 1.841 .166  .047 372
(pre, post,
follow-up)
Group * Time 200.629 4 50.157 1.575 .190  .078 464
Gender * Time 64.689 2 32.345 1.016 367  .027 221
Error (Time) 2355.896 74 31.836

Results of the repeated measures analysis of variance applied to the pre, post and
follow-up measures of the training and two (placebo-attention and no-treatment)
control groups subjects’ revealed no significant main effect in the time [Wilks” A
= .181, F (2,42) = 1.841, p > .05, 777 = .047] and also no interaction effects of
group x time [Wilks” A =.215, F (2,42) = 1.575, p > .05, 77 = .078] and gender x
time [Wilks” A =.369, F (2,42) = 1.016, p > .05, 17 = .027]. In other words, the
results yielded that there were no significant differences in the “Positive Coping
Skills” subscale scores of C-SCS among the training and two control groups

(placebo-attention and no-treatment) at pre, post, and follow-up measures.

These results indicated that the ‘Cognitive Behavioral Group Counseling
Program’ applied to the training group (cognitive behavioral counseling group)

did not improve the positive coping skills of the subjects.
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Mean scores of the training and two control groups (placebo-attention and no-
treatment) across three different measurements of ‘“Positive Coping Skills”

subscale scores of C-SCS are shown in Figure 4.2.
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Figure 4.2. Pretest, Posttest and Follow-up Means of ‘Positive Coping Skills’
Subscale Scores of C-SCS in the Training and Two Control Groups’ Subjects.

A further repeated measures analysis of variance was conducted to evaluate
whether training group and two control groups (placebo-attention and no-
treatment) subjects showed any significant differences in “Negative Coping

Skills” scores of C-SCS at the pre, post, and follow-up measures.
Results of the repeated measures analysis of variance employed to the pre, post,

and follow-up C-SCS ‘Negative Coping Skills’ subscale scores of the training

group and two control groups’ subjects were presented in Table 4.5.
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Table 4.5. The Results of the Repeated Measures Analysis of Variance Applied to
the Pre, Post, and Follow-up C-SCS Subscale (Negative Coping Skills) Scores of
the Training and Two Control Groups’ Subjects.

Source Sum of df Mean F p T Observed
Square Square Power
Between Subjects
Intercept 36778.724 1 36778.724  546.872  .000  .937 1.000
GROUP 115232 2 57.616 857 433 .044 .186

(training and two
control groups)

GENDER .266 1 .266 .004 950  .000 .050
GROUP* 44.322 2 22.161 330 721 018 .099
GENDER

Error 2488.358 37 67.253

Within Subjects

Time 6.626 2 3.313 090 914  .002 .063
(pre, post, follow-
up)
Group * Time 94.761 4 23.690 642 634 034 201
Gender * Time 15.006 2 7.503 203 816 .005 .081
Error (Time) 2730918 74 36.904

Results of the repeated measures analysis of variance conducted to evaluate the
pre, post and follow-up measures of the training and two (placebo-attention and
no-treatment) control groups subjects’ yielded that neither the time main effect
[Wilks’ A =.841, F (2,42) =.090, p > .05, 172 =.002] nor the group x time [Wilks’
A =.564,F (2,42) = .642, p > .05, 772= .034] and gender x time [Wilks’ A = .824,
F (2,42) = 203, p > .05, 172= .005] interaction effects were significant. In other
words, the results indicated that there were no significant differences in the
“Negative Coping Skills” subscale of C-SCS among cognitive behavioral
counseling group, placebo-attention control group and no-treatment control group

at pre, post, and follow-up measures.
These results revealed that the ‘Cognitive Behavioral Group Counseling Program’

applied to the training group (cognitive behavioral counseling group) was not

effective in decreasing the “Negative Coping Skills” scores of the subjects.
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Mean scores of the training and two control groups (placebo-attention and no-
treatment) across three different measurements of “Negative Coping Skills”

subscale scores of C-SCS are shown in Figure 4.3.
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Figure 4.3. Pretest, Posttest and Follow-up Mean of ‘Negative Coping Skills’
Subscale Scores of C-SCS in the Training and Two Control Groups’ Subjects.

4.3. Results Concerning the Effect of the ‘Cognitive Behavioral Group
Counseling Program’ on Perceived Dimensions of Cognitive Triad Inventory

for Children (CTI-C).

In order to investigate the effect of the ‘Cognitive Behavioral Group Counseling
Program’, a 3 (pre, post, follow-up) X 3 (groups) X 2 (gender) factorial repeated
measures analysis of variance was employed to the total Cognitive Triad
Inventory for Children (CTI-C) scores of cognitive behavioral counseling group,

placebo-attention control group and no-treatment control groups subjects.

Table 4.6 shows the results of the repeated measures analysis of variance
employed to the total pre, post, and follow-up CTI-C total scores of the training

and two control groups’ subjects.
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Table 4.6. The Results of the Repeated Measures Analysis of Variance Employed
to the Total Pre, Post, and Follow-up CTI-C Total Scores of the Training and Two
Control Groups’ Subjects.

Source Sum of df Mean F P 172 Observed
Square Square Power
Between Subjects
Intercept 69463.589 1 69463.589 1290.490 .000 972 1.000
GROUP
(training and two 167.898 2 83.949 1560 224 078 310
control groups)
GENDER 19.894 1 19.984 370 547 .010 .091
GROUP* 73.076 2 36.538 679 513 .035 .156
GENDER
Error 1991.611 37 53.827
Within Subjects
Time 737580 2 368.790 18.044 .000 328 1.000
(pre, post, follow-
up)
Group * Time 171.815 4 42.954 2.102 .089 .102 .598
Gender * Time 21.172 2 10.586 518 598 .014 132
Error (Time) 1512414 74 20.438

Results of the repeated measures analysis of variance employed to the total pre,
post and follow-up measures of the training and two (placebo-attention and no-
treatment) control groups subjects’ revealed that although there is a significant
main effects in the time [Wilks’ A = .000, F (2,42) = 18.044, p < .05, 172 =.328],
there is no significant interaction effects of group x time [Wilks’ A = .151, F
(2,42) = 2.102, p > .05, 77 = .102] and gender x time [Wilks” A = .530, F (2,42) =
S18, p > .05, 172 =.014]. In other words, the results showed that there were no
significant differences in the total CTI-C scores among the cognitive behavioral
counseling group, placebo-attention control group and no-treatment control

groups’ subjects at pre, post, and follow-up measures of male and female subjects.
These results revealed that the ‘Cognitive Behavioral Group Counseling Program’

applied to the training group was not proven to be effective in improving positive

automatic thought patterns of subjects.
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Mean scores of the training and two control groups (placebo-attention and no-

treatment) across three different measurements of total scores of CTI-C are shown

in Figure 4.4.
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Figure 4.4. Pretest, Posttest and Follow-up Means Total Scores of CTI-C in the
Training and Two Control Groups’ Subjects.

Moreover, for the purpose of investigating the effect of the ‘Cognitive Behavioral
Group Counseling Program’ on the negative view of self, future, and world
repeated measures analysis of variance was carried out to determine the
differences regarding the ‘Negative View of Self, Future, and World’ subscale
scores of Cognitive Triad Inventory for Children (CTI-C) among the cognitive
behavioral counseling group, placebo-attention control group and no-treatment

control group at the pre, post, and follow-up measures.

The results of the repeated measures analysis of variance applied to the pre, post,
and follow-up CTI-C “Negative View of Self, Future, and World” subscale scores
of the training group and two control groups (placebo-attention and no-treatment)

subjects were shown in Table 4.7
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Table 4.7. The Results of the Repeated Measures Analysis of Variance Applied to
the Pre, Post, and Follow-up CTI-C (Negative View of Self, Future, and World)
Subscale Scores of the Training Group and Two Control Groups’ Subjects.

Source Sum of df Mean F p rf Observed
Square Square Power
Between Subjects
Intercept 19590.752 1 19590.752  833.604 .000 958 1.000
GROUP
(training and two 14624 2 7312 311 735 017 096
control groups)
GENDER 26.110 1 26.110 1.111  .299 .029 177
GROUP*
GENDER 23.976 2 11.988 510 .605 .027 128
Error 869.547 37 23.501
Within Subjects
Time 154.377 2 77.189 6.752 .002 154 .907
(pre, post,
follow-up)
Group * Time 95.094 4 23.774 2.080 .092 101 .593
Gender * Time .170 2 8.487E-02 .007 .993 .000 .051
Error (Time) 845946 74 30.554

Results of the repeated measures analysis of variance employed to the pre, post
and follow-up measures of the training and two (placebo-attention and no-
treatment) control groups subjects’ revealed that despite a significant main effect
in the time [Wilks” A = .008, F (2,42) = 6.752, p < .05, 772= .154], there is no
significant interaction effects of group x time [Wilks’ A =.062, F (2,42) = 2.080,
p > .05, 772= .101] and gender x time [Wilks’ A = .994, F (2,42) = .007, p > .05,
772= .000]. In other words, the results revealed no significant differences among
CTI-C “Negative view of self, future, and world” subscale scores of the cognitive
behavioral counseling group, placebo-attention control group and no-treatment

control group at pre, post, and follow-up measures.

Results revealed that the ‘Cognitive Behavioral Group Counseling Program’
applied to the treatment (cognitive behavioral counseling group) was not proven
to be effective for decreasing negative view of self, future, and world of the

students.
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Mean scores of the training and two control groups (placebo-attention and no-
treatment) across three different measurements of ‘Negative View of Self, Future,

and World’ subscale scores of CTI-C are shown in Figure 4.5.
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Figure 4.5. Pretest, Posttest and Follow-up Means of ‘Negative View of Self,
Future, and World” Subscale Scores of CTI-C in the Training and Two Control
Groups’ Subjects.

Additionally, repeated measures analysis of variance was conducted to evaluate
whether cognitive behavioral counseling group, or placebo-attention control group
or no-treatment control group subjects’ showed any significant differences at the
pre, post, and follow-up measures of on the “Positive View of Self, Future, and

World” subscale scores of CTI-C.

The results of the repeated measures analysis of variance applied to the pre, post,
and follow-up CTI-C “Positive View of Self, Future, and World” subscale scores
of the training group and two control groups (placebo-attention and no-treatment)

subjects were shown in Table 4.8.
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Table 4.8. The Results of the Repeated Measures Analysis of Variance Applied to
the Pre, Post, and Follow-up CTI-C (Positive View of Self, Future, and World)
Subscale Scores of the Training Group and Two Control Groups’ Subjects.

Source Sum of df Mean F p 7 Observed
Square Square Power
Between Subjects
Intercept 16608.354 1 16608.354  634.947 .000 .945 1.000
GROUP
(training and two 24802 2 12.401 474 626 025 122
control groups)
GENDER 12.978 1 12.978 496 486 013 .105
GROUP*
GENDER 35.080 2 17.540 671 518 .035 154
Error 967.811 37 26.157
Within Subjects
Time 286.406 2 143.203 12.032 .000 .245 .994
(pre, post,
follow-up)
Group * Time 52.335 4 13.084 1.099 363 .056 .330
Gender * Time 31.568 2 15.784 1.326 272 .035 278
Error (Time) 880.708 74 11.901

Results of the repeated measures analysis of variance conducted to evaluate to the
pre, post and follow-up measures of the training group and two control groups
(placebo-attention and no-treatment) subjects’ revealed that although there is a
significant time main effect [Wilks’ A = .001, F (2,42) = 12.032, p < .05,
772 =.245], there is no significant interaction effects of group x time [Wilks’ A =
326, F (2,42) = 1.099, p > .05, 77=.056] and gender x time [Wilks’ A= .370, F
(2,42) = 1.326, p > .05, 172=.O35 ]. In other words, the results showed no
significant differences among CTI-C “Positive view of self, future, and world”
subscale scores of the cognitive behavioral counseling group, placebo-attention
control group and no-treatment control group at pre, post, and follow-up

measures.

Results revealed that the ‘Cognitive Behavioral Group Counseling Program’

applied to the treatment (cognitive behavioral counseling group) was not proven
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to be effective for increasing positive view of self, future, and world of the
students.

Mean scores of training and two control groups (placebo-attention and no-
treatment) across three different measurements of ‘Positive View of Self, Future,

and World’ subscale scores of CTI-C are shown in Figure 4.6.
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Figure 4.6. Pretest, Posttest and Follow-up Means ‘Positive View of Self, Future,
and World’ Subscale Scores of CTI-C in the Training and Two Control Groups’
Subjects.

Taken collectively, these results indicated that ‘Cognitive Behavioral Group
Counseling Program’ was not an effective treatment procedure in improving the
learned resourcefulness levels and increasing positive view of self, future, and

world of the students.
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CHAPTER FIVE

DISCUSSION

In this chapter, discussion regarding the results obtained from the statistical
analyses 1s introduced in the same order as the results given. In the first section,
discussion about the differences in the automatic thought patterns measured by
CTI-C of the subjects by learned resourcefulness levels and gender is presented.
Second section involves the discussion of the results related with the effect of the
cognitive behavioral group counseling program. Finally, the implications drawn
from the results of the study and recommendations for the future research and

practice are presented.

5.1. Differences in the Automatic Thought Patterns as a Function of Learned

Resourcefulness and Gender

Results of the present study revealed significant differences in the total scores and
“Negative view of self, future and world” and “Positive view of self, future and
world” subscales scores of the Cognitive Triad Inventory for Children (CTI-C) in
terms of learned resourcefulness levels. These results showed that highly
resourceful children scored significantly higher in both CTI-C total score, and
“Positive view of self, future and world” and lower in “Negative view of self,

future and world” subscales scores of CTI-C.

Nevertheless, the results of this analysis indicated no significant gender difference
in both total scores and “Negative view of self, future and world” and “Positive
view of self, future and world” subscales scores of the Cognitive Triad Inventory

for Children (CTI-C) in terms of learned resourcefulness. Stating differently, the
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results showed that females and males did not score differently in both the total
score and “Positive view of self, future and world” and “Negative view of self,

future and world” subscales scores of CTI-C.

In general, these results indicated that learned resourcefulness and patterns of

automatics thoughts were related concepts.

These results were consistent with one of the four major assumptions underlying
learned resourcefulness that is self-control behavior is always associated with
process regulating cognitions (PRCs). When individuals engage in their PRCs,
they monitor their actions, assign meanings to events, attribute causality to what
has happened, and develop expectancies for the future (Rosenbaum, 1990). Here,

PRCs was represented by automatic thought patterns.

These results also supported the previous research findings that showed the
relationship between learned resourcefulness and automatic thought patterns. To
mention a few, Zausniewski, Chung, Chang, and Krafcik, (2002) indicated that
children with more negative automatic thought patterns were less likely to be
resourceful as compared to children with positive automatic thought patterns.
Additionally, Chang (2004) reported that children’s resourcefulness was
positively and significantly correlated with children’s automatic thought patterns.
Zausniewski, McDonald, Krafcik, and Chung (2002) yielded a significant
relationship between learned resourcefulness and positive cognitions in women
with type II diabetes. Furthermore, Zausniewski et al.”s (2005) study revealed that
positive cognitions impact learned resourcefulness of African American women.
In a study of Rosenbaum (1980a), a significant negative correlation between
learned resourcefulness and irrational beliefs indicated that persons with higher
learned resourcefulness have lower irrational beliefs. Chien’s (2005) study
showed that more positive personal beliefs which reflected more ‘positive views

of self, future and world” were associated with greater resourcefulness.

Overall, the results of the presents study supported the findings of the

aforementioned studies and confirmed that automatic thought patterns were
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significantly related with learned resourcefulness in school aged children. Further

research is needed to generalize these findings into other age groups.

5.2. The Effect of Cognitive Behavioral Group Counseling Program

Learned resourcefulness is a set of well-learned cognitive behavioral self-control
skills and beliefs with which persons able to regulate their internal response to
keep them from interfering with the smooth execution of target behaviors. These
skills are learned from birth and serve as the basis for further learning

(Rosenbaum, 1990).

In the present study, the important and crucial role of learned resourcefulness and
positive automatic thought patterns for improving health-promoting behaviors,
enhancing effective social activities and increasing overall functioning of the
individuals led the researcher to design and evaluate cognitive behavioral

counseling program.

The results of the present study showed no significant differences among
cognitive behavioral counseling group, placebo-attention control group and no-
treatment control groups’ subjects at pre, post and follow-up measures of both
total score and subscale scores of Children’s Version of Self-Control Schedule (C-
SCS). These results indicated that the cognitive behavioral counseling program
has not succeeded in improving the learned resourcefulness levels of elementary

school students at both post and follow-up measures.

The results of the present study also yielded no significant differences among
cognitive behavioral counseling group, placebo-attention control group and no-
treatment control groups’ subjects at pre, post and follow-up measures of both
total score and subscale scores of Cognitive Triad Inventory for Children (CTI-C).
These results pointed out that, contrary to the expectation, cognitive behavioral
counseling program has not accomplished its aim of promoting more positive

automatic thoughts in elementary school students.
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As the findings displayed in graphs in the result chapter shows some
improvements in all scores except the ‘negative coping skills’ subscale score of C-
SCS for the training group subjects at pre, post and follow-up measures, these

improvements have not reached to the statistically significant levels.

As mentioned before, there are no studies that investigate the effects of cognitive
behavioral group counseling on the learned resourcefulness level of individuals.
However, there are some studies that examine the effects of cognitive behavioral
group counseling on the self-control of children who have some behavioral
disorders. The result of the present study was inconsistent with the previous
research findings reporting the effectiveness of cognitive behavioral counseling
on the self-control levels of children who have some behavioral disorders. For
instance, Larkin and Thyer (1999) conducted a study to evaluate the effectiveness
of cognitive behavioral group counseling provided to behaviorally disruptive
elementary school children. Fifty-two referred children were randomly assigned to
receive either immediate treatment group or delayed treatment group (three
months later). The group includes problem-solving strategies, self-instruction,
modeling, role playing, alternative thinking, social skills training and covert
imagery. Subjects also received homework assignments at each session. The
results indicated that immediate treatment group subjects’ self-esteem, perceived
self-control, teacher and teacher aide grades of classroom comportment
significantly improved while children who were assigned to delayed treatment
group did not change. Then, delayed treatment group subjects received the same
program three months later. After delayed treatment group subjects completed the
program, it was found that immediate treatment subjects’ gains had been
maintained and that the delayed treatment group subjects gained improvements
similar to those obtained by the immediate treatment group subjects. Children’s
Perceived Self-Control Scale (CPSCS) was used to measure children’s
perceptions of their self-control. Behavior grades also were submitted by teachers
and teachers’ aides. They rate the student’s behaviors during the previous month

of the study.
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Squires (2001) used cognitive behavioral counseling as a basis for small group in
schools to enhance the students’ levels of self-control. Three groups of six to nine
pupils from fifth to eight grades were formed in two schools. The groups of
students were bullies or victims, anxious or insecure, having low self-esteem or
poor social skills, and withdrawn or acting out. The strategies that were used
during six weeks include monitoring negative and automatic thoughts, identifying
and altering dysfunctional beliefs, role playing, guided discovery, reattribution,
deliberate exaggeration, checking the ultimate meaning of the event, behavioral
rehearsal, modeling, assertiveness training, identifying and accepting feelings.
Results indicated that cognitive behavioral counseling helps students to improve
their level of self-control and classroom behavior. Like Larkin and Thyer’s (1999)
study, Children’s Perceived Self-Control Scale (CPSCS) was used in this study
and teachers’ ratings of classroom behavior were obtained using the Observation

Checklists.

Ronen (1994) investigated the effectiveness of a psycho-educational program for
teaching self-control methods to second and sixth grade students as part of their
regular curricula. The psycho-educational program consisted of two stages during
19 sessions. The teacher’s manual explained the aims of each session, the new
concepts introduced in each, instructions for guiding children’s homework
assignments, suggestions for in-class discussion in each session. The students
received two manuals; the first one includes theoretical material and the second
one includes class and homework assignments. The program was conducted
during two weekly sessions in each class for three months. Session 1 to 12 are
studied during regular classes in school, sessions 13 to 19 are designed as a self-
change process to be conducted at home under teacher supervision. Results
showed an increase in self-control skills among second grade students, but six
grade students did not benefit from the program. The result of the second part of
the study seems consistent with the findings of the present study although the

training procedures used in two studies were different.
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The lack of effectiveness of the “Cognitive Behavioral Group Counseling
Program” utilized in the present study may have stemmed from several reasons
which deserved to be discussed. First, subjects were identified by administrating
the instruments (C-SCS and CTI-C) which were based on self-report. The
limitations of self-report methods such as fakebility, social desirability, response
style and acquiescence are known. If the opinions of teachers and parents were
taken into consideration, the identification of students who have low learned

resourcefulness and negative automatic thought patterns would be more accurate.

In such experimental studies it is believed to be more feasible to wait for a few
weeks to let the students assimilate and internalize what is learned throughout the
training programs. In the present study the posttest measure had to be
administered to the subjects the day after the final session because of the
termination of the school year. Otherwise, students would be in holiday during

three months so that it would be difficult to reach them.

Individuals can acquire the basic skills and behaviors of learned resourcefulness
in a number of ways from the moment of birth. Such ways include interacting
with others and learning from conditions, models, experiences as well as methods
of formal and informal instructions (Rosenbaum, 1990). Based on the findings of
previous studies that reported a relationship between learned resourcefulness and
automatic thought patterns, it can also be said that automatic thought patterns of
individuals are established in early childhood and continue across the life span.
Therefore, changing such stable skills and behaviors and thought patterns by
employing fifteen sessions ‘Cognitive Behavioral Group Counseling Program’
may not be feasible. People may require a prolonged time (more than 4 months as
in the follow up measure) to change their acquired skills and behaviors and

thought patterns.

Another possible explanation of finding no improvement in the learned
resourcefulness level and positive automatic thought patterns of students might be
due to the several weaknesses of the “Cognitive Behavioral Group Counseling

Program” used in the study. The program usually included activities that aim to
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alter students’ negative automatic thought patterns, which is called as an internal
dialogue, to positive ones. However, learned resourcefulness is a cognitive
behavioral repertoire of coping skills by which an individual controls the
potentially disturbing effect that certain internal processes including cognitions,
emotions and sensations may otherwise have on the performance of daily
activities. Although intended the program used in the present study could not

include enough coping skills activities due to the time limitations.

Another reason of the lack of effectiveness of the program may have stemmed
from the didactic nature of the program. Indeed, it might have been off-putting for
the Turkish students to be the recipient of such a didactic program. Besides,
having homework after each session seems strikingly similar to any given course
in terms of the content in their school curriculum might have decreased students’
motivation to change. Perhaps a more enjoyable program with more games might

have yielded better results.

Another limitation that might have impeded the effectiveness of the program
might be the duration of the program. As the program was rather a long one and
continued throughout the entire semester, the attendance of the students to every
session could not be achieved in the present study. At times, students were not
able to attend the school due to frequent periods of illness. Sometimes teachers
did not send the students from the classes because of scheduled examinations or
important lessons. This limitation might also have hindered the improvement of
learned resourcefulness and positive automatic thought patterns of cognitive

behavioral counseling groups’ students.

Moreover, from a cognitive-developmental point of view (Piaget, 1955), children
aged 7 to 12 are considered to be in the concrete operational stage. It is difficult at
this time for children to deal with abstract concepts. Cognitive behavioral
counseling program is based on active participation in learning to look at
irrational thoughts, stopping negative automatic thoughts, looking for alternative
thoughts and behaviors. The process of change advocated in cognitive behavioral

counseling program seem difficult, complicated and require certain advanced
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cognitive skills. Hence it might be more suitable to apply this kind of a program to
older students. Specifically, more pleasurable programs might be more

appropriate for younger ages.

Additionally, students may have some other transient personal problems such as
depression, loneliness, anxiety, low level of self-esteem which influences their
learned resourcefulness level and automatic thought patterns throughout the
program. They might have needed other intervention programs that help them to
deal with these problems. Therefore, it is important to set up the training group

after eliminating these problems.

Rosenbaum (1990) proposed that an individual is able to acquire the behavioral
and cognitive skills of resourcefulness through a number of ways, including
interacting with others in their natural environment and learning from conditions,
models, and experiences. This view is consistent with that of Bronfenbrenner’s
ecological systems theory which focuses on the quality and context of the child’s
environment such as family, school, neighborhood (microsystem), the connection
between child’s teacher and his or her parents (mesosystem), parental
employment, community support services (exosystem) and cultural values,
customs and laws (macrosystem) (as cited in Paquette & Ryan, 2001). Therefore,
it is noteworthy that individuals develop learned resourcefulness skills through

informal learning from the early ages.

The reasons for having low resourcefulness skills and negative automatic thought
patterns might stem from the lack of models in an individual’s environment.
Hence, they may have less opportunity to develop behavioral repertoires through
modeling which is one of the most important forms of informal learning. It may
be the case that parents, teachers and peers might not have been good models for
children and might have failed to support children’s efforts in developing the
targeted skills.

Indeed, Ronen (1997) also posited that children’s development is an outcome of

observing and imitating parents as a role model from their environment. It means
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that children learn the ability of self-control by observing how their parents
control themselves and the parents’ way of behaving. Children’s self-control skills
also build from children being directly trained by their parents using behavioral
modification skills such as reinforcement and punishment. Therefore, the parent-
child interaction is especially important for developing resourcefulness in the

children.

There are studies supporting the theory of learned resourcefulness. Zausniewski,
Chung, Chang, and Krafcik (2002) found that high maternal resourcefulness was a
significant predictor of children’s greater resourcefulness. In addition, Chang
(2004) found that mothers who had greater learned resourcefulness had children
who reported greater learned resourcefulness. Because they are a good model for
their children to develop their resourcefulness skills. All these findings show the

importance of parental modeling that has not been controlled in the present study.

Another uncontrolled issue was the possibility of the occurrence of mental health
problems among parents, particularly the mothers. It is reported that maternal
depression may have a direct and negative effect on children’s learned
resourcefulness (Chang, 2004; Zausniewski, Chung, Chang, and Krafcik, 2002).
Since depressed mothers do not have the ability to interact well with their
children, children may not have enough opportunities to learn self-control and
problem solving skills from their mothers. In fact, depressed mothers may not
even know how to be resourceful and so that could not teach or model such skills

for their children.

Similarly, family functioning is considered as the way that family members fulfill
necessary roles and perform specific tasks that facilitate the family’s life together
and how its members progress through time (Fobair & Zabora, 1995).
Preechawong’s (2004) study revealed that family functioning had a significant

positive impact on learned resourcefulness.

Brewin, Andrews, and Furham (1996) found that father’s reports of approval of

their children were positively related to their children’s levels of learned
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resourcefulness. In the present study these possibly confounding variables have

not been considered.

The findings of the present study might have been influenced by some cultural
issues. ‘Cognitive Behavioral Group Counseling Program’ which was developed
by the researcher consists of various activities that were originally designated for
American and European students. Although they were well-known activities in
the literature, they have neither empirical nor cross-cultural evidence about their

effectiveness.

Furthermore, as aforementioned, irrational beliefs of high expectations and
helplessness were related to authoritarian parental attitude (Ding-Yurtal, 1999).
Since Turkish children usually have authoritarian parents and authoritarian
teachers, it seems hard for them to acquire resourcefulness skills and to have

positive automatic thoughts.

Moreover, the everyday worlds of the children are made up of their school
experiences and their peer related community activities. It is within these contexts
that they develop their resourcefulness skills. Therefore, the more the environment
enhances their learning, the greater the chance that they would develop these

repertoires.

In conclusion, providing culturally relevant cognitive-behavioral group counseling
programs that are strengthened by school and parent involvement seems necessary
for effective training and outcome. Involving teachers and parents in the program
may promote the acquisition of resourcefulness skills and positive automatic
thought patterns and reduce the possible inconsistencies between training
program, school and home. Most important, the training program should consider

cultural diversity and meet the specific needs of Turkish children.
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5.3. Implications

The first phase of the present study is to replicate the previously documented
associations between learned resourcefulness and automatic thoughts. Results
showed that Turkish fifth grade elementary school students who have positive

automatic thoughts were highly resourceful.

It is thought that this information may be worthwhile for the school counselors
who work in guidance and counseling centers of elementary schools. Despite the
results can not be generalized to the other samples, it may be predicted that it will
not be surprise to find a similar result if such studies replicated with different
grade levels in different schools. The result of the present study points out that the
importance of having positive automatic thoughts as well as being resourceful

need to be emphasized within Turkish community.

In fact, although several researchers suggested to use cognitive behavioral
interventions to improve the learned resourcefulness and positive thought patterns
of the individuals, no researcher has yet tried to generate a program which
consists of cognitive behavioral intervention methods for children who are low
resourceful and have negative automatic thought patterns. Therefore, even if the
present study was not successful to improve learned resourcefulness level and
positive automatic thought patterns of children, it may be considered as an initial

step for future attempts provided that inadequacies of the program are prevailed.

On the other hand, it is believed that cognitive behavioral group counseling
program has provided useful information to the students. They know the
importance of having positive automatic thoughts, the impact of their automatic
thoughts on their feelings and behaviors, and how can they alter their negative
automatic thoughts to positive ones. They have an opportunity to use these skills

in one time of their life with the encouragement and support of their environment.
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5.4. Recommendations

The present study was carried out with the fifth grade students and the findings
can only be generalized this age group. That kind of group counseling programs
should be applied to different grade levels in the future studies to achieve a

broader applicability.

For instance, Zausniewski and Martin (1999) examined Erikson’s (1968) eight
developmental stages (trust, autonomy, initiative, industry, identity, intimacy,
generativity, and integrity) as predictors of learned resourcefulness. Identity was
the only developmental variable that contributed significantly to the prediction of
learned resourcefulness. These researchers asserted that the achievement of
identity, which usually develops during adolescence, is essential in acquiring of
resourcefulness skills. Therefore, that kind of programs may be applied to the

adolescents to improve their learned resourcefulness levels.

Results of the present study may contribute to the researchers to understand how
further training programs should be arranged to improve the learned
resourcefulness levels and positive automatic thoughts of the students. Definitely,
more sessions should have been devoted to coping skills training within the
cognitive behavioral group counseling program. Perhaps instead of cognitive
behavioral counseling, coping skills training program or self-control skill training

program may produce better outcomes.

In the present study, only students’ self-report measures were obtained. Further
research should have obtained teachers’ and parents’ reports besides self-reports’
measures in order to select the subjects who have low resourcefulness and

negative automatic thought patterns accurately.

Several studies may impact the students’ learned resourcefulness such as
depression, self-esteem, loneliness, adaptive functioning, anxiety should also be

examined and controlled in the future studies.
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APPENDICES

APPENDIX A

BIiLGIi FORMU

Adi-Soyadu: Tarih:

Sevgili Ogrenciler,

Liitfen asagidaki sorular1 dikkatle okuyunuz ve her bir madde icin cevabinizi
uygun yere yaziniz. Higbir soruyu bos birakmayiniz. Sorulara dogru ve samimi
cevaplar veriniz. Sizden alinan bu bilgiler yalmizca arastirma amaciyla
kullanilacak ve kimliginiz kesinlikle gizli tutulacaktir. Arastirmaya katkida
bulundugunuz icin tesekkiir ederim.

Tesekkiir Ederim.
Berna GULOGLU
Orta Dogu Teknik Universitesi

1. Anne-babanizin egitim diizeyi nedir?

Anneniz Babaniz

Okuma yazma bilmiyor ( )  Okuma yazma bilmiyor ( )
Okur-yazar () Okur-yazar ()

Ilkokul ( ) [lkokul ( )

Ortaokul ( ) Ortaokul ( )

Lise ( ) Lise ( )

Universite () Universite ()

Lisansuisti () Lisansiisti ()

2. Kag kardessiniz? (Kendiniz dahil yaziniz) ..................
3. Aileniz i¢in sizin egitiminiz ne kadar 6nemli?

Cok onemli () Olduk¢aonemli ( ) Azonemli () Onemlidegil ( )
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4. Anneniz derslerinize ne siklikla yardim ediyor?

Hemen her giin ( ) Haftada 1-2kez ( )
Ayda 1-2kez ( ) Hig etmiyor ( )

5. Fen/matematik derslerinde kendinizi ne 6l¢iide basarili hissediyorsunuz?

Oldukg¢a Cok () Cok () Orta ()
Diisiik () Cok diistik ()

6. Tiirkge-Sosyal derslerinde kendinizi ne l¢iide basarili hissediyorsunuz?

Olduk¢a Cok () Cok () Orta ()
Diisiik () Cok diisik ( )

7. Resim/Miizik/Beden Egitimi derslerinde kendinizi ne olgiide basaril
hissediyorsunuz?

Oldukg¢a Cok () Cok () Orta ()
Diisiik () Cok diistik ()

8. Evinizde kag tane kitap bulunmaktadir?

0-10 kitap ( ) 11-25 kitap () 26-100 kitap ( )
101-200 kitap ( ) 200 den fazla ( )

9. Evde asagidaki olanaklardan hangileri var?

Calisma masas1 ()  Bilgisayar ( ) Internet Baglantis1 ()
Gazete veyadergi () AynOda ( )

10. Bilgisayar1 ne siklikta kullaniyorsunuz?

Hemen her giin ( ) Haftada 1-2kez ( )
Ayda 1-2kez ( ) Hi¢ kullanmiyorum ()
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APPENDIX B

COCUKLAR ICiN KENDINI DENETLEME OLCEGI

Yonerge: Elinizdeki ankette 32 ciimle bulunmaktadir. Sizden istenen, her bir
climleyi dikkatle okuyarak, kesinlikle bana benziyor (KB), epeyce bana benziyor
(EB), biraz bana benziyor (BB), ¢ok az bana benziyor (CB), epeyce bana
benzemiyor (EM), ya da kesinlikle bana benzemiyor (KM) seceneklerinden birini
daire icine almanizdir. Okudugunuz ciimlede verilen durum sizin basiniza hig
gelmemis olabilir. Bu durumda, eger basiniza boyle bir olay gelse, ne
diistiniirsiiniiz ve nasil davranirsiniz onu hayal etmenizi istiyorum. Cevaplari
hatirlamaniza yardimci olmas1 amaciyla, her sayfanin basina seceneklerle ilgili
harflerin karsiliklar1 yazilmistir. Bu testte dogru ya da yanlis cevap yoktur. Sizden
sadece ictenlikle ne diisiindiigiiniizii belirtmeniz istenmektedir. Teste verdiginiz
yanitlar kesinlikle gizli tutulacak, arastirmaci disinda kimse tarafindan
goriilmeyecektir.
Tesekkiir Ederim.
Berna GULOGLU
Orta Dogu Teknik Universitesi
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KB- Kesinlikle bana benziyor
EB- Epeyce bana benziyor
BB- Biraz bana benziyor
CB- Cok Az bana benziyor
EM- Epeyce bana benzemiyor
KM- Kesinlikle bana benzemiyor

1. Susamigsam ve icecek bir sey yoksa, icecek bir sey diisiinmemeye calisirim.

KB EB BB CB EM KM

2. Okulda basim agridigi zaman, sinifta derse katilmayr siirdiirmek ve agriyi
unutmak benim icin zor olur.

KB EB BB CB EM KM

3. Herkes oyun oynarken, beni oyuna almak istemezlerse onlarla ilgilenmem ve
baska bir sey yaparim.

KB EB BB CB EM KM

4. Onemli bir sinavda eger bir sorunun cevabini bilmiyorsam, biitiin sorulari
yapamamisim gibi hissederim.

KB EB BB CB EM KM

5. Eger karnim agsa ve yemegi beklemek zorundaysam, karnimi doyuruncaya
kadar sadece yemek diisiinebilirim.

KB EB BB CB EM KM

6. Beden egitimi dersinde kosarak tur atmamiz gerekiyorsa ve kramp girerse,
kramp gecene dek kosmaya devam ederim.

KB EB BB CB EM KM

7. Televizyonda korkung¢ goriintiiler izledikten sonra, o goriintiileri unutmam ve
korkudan kurtulmam zor olur.

KB EB BB CB EM KM

8. Kazanmay1 cok istedigim bir yarismay1 kaybedersem, kendi kendime ‘Onemli
degil, bir dahaki sefere kazanirim’ derim.

KB EB BB CB EM KM
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KB- Kesinlikle bana benziyor
EB- Epeyce bana benziyor
BB- Biraz bana benziyor
CB- Cok Az bana benziyor
EM- Epeyce bana benzemiyor
KM- Kesinlikle bana benzemiyor

9. Eger discideysem ve birka¢ dakika icinde discinin disime dolgu yapacagini
biliyorsam, kendimi rahatlatmaya calisir ve kendi kendime dolgu isleminin sadece
1 dakika siirecegini sdylerim.

KB EB BB CB EM KM

10. Bir grup c¢ocukla oyun oynuyorsam ve kaybedecegimi gordiiysem, onlarla
oynamay1 istemekten vazgecerim.

KB EB BB CB EM KM

11. Tuvalete gitmem gerekiyorsa ve ders sonuna kadar beklemem lazimsa, siirekli
karnimdaki baskiya odaklanirim.

KB EB BB CB EM KM

12. Oyun sirasinda dizime sert bir darbe yersem, oynamaya devam ederim ve
darbeyi unutmaya ¢aligirim.

KB EB BB CB EM KM

13. Eger televizyonda iyi bir program oldugunu biliyorsam, programin bir kismini
kacirmak pahasina da olsa, dnce 6devimi bitiririm.

KB EB BB CB EM KM

14. Bir ipe ya da direge tirmanmaya calistifimda ve ellerim acimaya basladiginda,
vazgecip baska bir sey yapmaya baglarim.

KB EB BB CB EM KM

15. Yapmay1 sevmedigim seyleri bugiin yapabilecek olsam bile, yarina birakma
egilimindeyim.

KB EB BB CB EM KM

16. Soguk bir giinde disarida oyun oynuyorsam, sogugu gérmezden gelip oyuna
odaklanmam zordur.

KB EB BB CB EM KM
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KB- Kesinlikle bana benziyor
EB- Epeyce bana benziyor
BB- Biraz bana benziyor
CB- Cok Az bana benziyor
EM- Epeyce bana benzemiyor
KM- Kesinlikle bana benzemiyor

17. Herkes dondurma alirken, benim param yoksa, kendime ‘Onemli degil, baska
bir zaman dondurma alirim’ derim.

KB EB BB CB EM KM

18. Bir konuda kaygiliysam, bu konuda konusacak birini bulurum.

KB EB BB CB EM KM

19. Heyecanlandigim zaman sakinlesebilirim.

KB EB BB CB EM KM

20. Harekete gegmeden once diisiiniiriim.

KB EB BB CB EM KM

21. Eger yapacak c¢ok isim varsa, hepsini sirayla yaparim.

KB EB BB CB EM KM

22. Eger yapacak c¢ok isim varsa, ilk once hangisini yapacagimi planlarim.

KB EB BB CB EM KM

23. Yeni yilda ne hediye alacagimi biliyorsam, hediyemi alana dek beklemek bana
zor gelir.

KB EB BB CB EM KM

24. Bir soruya cevap vermeden Once diistiniiriim.

KB EB BB CB EM KM

25. Cok hizli ¢calistigim i¢in hata yaparim.

KB EB BB CB EM KM
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KB- Kesinlikle bana benziyor
EB- Epeyce bana benziyor
BB- Biraz bana benziyor
CB- Cok Az bana benziyor
EM- Epeyce bana benzemiyor
KM- Kesinlikle bana benzemiyor

26. Evdeki giindelik isleri yaparken, bagka seyler diisiintiriim.

KB EB BB CB EM KM

27. Eger bir sey bana zor geliyorsa, baska bir sey yaparim.

KB EB BB CB EM KM

28. Sevmedigim bir isi bitirmek benim i¢in zordur.

KB EB BB CB EM KM

29. Arkadaglarim eglenirken, calismaya devam etmek bana zor gelir.

KB EB BB CB EM KM

30. Isim varken birileri beni rahatsiz ederse, onlar1 gormezden gelirim.

KB EB BB CB EM KM

31. Kendimi {izgiin hissettigimde, beni mutlu eden seyleri diisiinmeye ¢alisirim

KB EB BB CB EM KM

32. Bir sey beni huzursuz ettiginde, o konuda biriyle konusurum

KB EB BB CB EM KM
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APPENDIX C

COCUKLAR ICiN KENDINI DENETLEME OLCEGI

Yonerge: Elinizdeki ankette 17 ciimle bulunmaktadir. Sizden istenen, her bir
climleyi dikkatle okuyarak, kesinlikle bana benziyor (KB), epeyce bana benziyor
(EB), biraz bana benziyor (BB), ¢ok az bana benziyor (CB), epeyce bana
benzemiyor (EM), ya da kesinlikle bana benzemiyor (KM) seceneklerinden birini
daire icine almanizdir. Okudugunuz ciimlede verilen durum sizin basiniza hig
gelmemis olabilir. Bu durumda, eger basiniza boyle bir olay gelse, ne
diistiniirsiiniiz ve nasil davranirsiniz onu hayal etmenizi istiyorum. Cevaplari
hatirlamaniza yardimci olmas1 amaciyla, her sayfanin basina seceneklerle ilgili
harflerin karsiliklar1 yazilmistir. Bu testte dogru ya da yanlis cevap yoktur. Sizden
sadece ictenlikle ne diisiindiigiiniizii belirtmeniz istenmektedir. Teste verdiginiz
yanitlar kesinlikle gizli tutulacak, arastirmaci disinda kimse tarafindan
goriilmeyecektir.
Tesekkiir Ederim.
Berna GULOGLU
Orta Dogu Teknik Universitesi
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KB- Kesinlikle bana benziyor
EB- Epeyce bana benziyor
BB- Biraz bana benziyor
CB- Cok Az bana benziyor
EM- Epeyce bana benzemiyor
KM- Kesinlikle bana benzemiyor

1. Okulda basim agridigi zaman, sinifta derse katilmay: siirdiirmek ve agriyi
unutmak benim i¢in zor olur.

KB EB BB CB EM KM

2. Televizyonda korkung¢ goriintiiler izledikten sonra, o goriintiileri unutmam ve
korkudan kurtulmam zor olur.

KB EB BB CB EM KM

3. Tuvalete gitmem gerekiyorsa ve ders sonuna kadar beklemem lazimsa, siirekli
karnimdaki baskiya odaklanirim.

KB EB BB CB EM KM

4. Eger televizyonda iyi bir program oldugunu biliyorsam, programin bir kismini
kacirmak pahasina da olsa, dnce 6devimi bitiririm.

KB EB BB CB EM KM

5. Bir ipe ya da direge tirmanmaya calistigimda ve ellerim acimaya basladiginda,
vazgecip baska bir sey yapmaya baglarim.

KB EB BB CB EM KM

6. Herkes dondurma alirken, benim param yoksa,kendime ‘Onemli degil, baska
bir zaman dondurma alirim’ derim.

KB EB BB CB EM KM

7. Bir konuda kaygiliysam, bu konuda konusacak birini bulurum.

KB EB BB CB EM KM

8. Harekete gegmeden once diisiiniiriim.

KB EB BB CB EM KM
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KB- Kesinlikle bana benziyor
EB- Epeyce bana benziyor
BB- Biraz bana benziyor
CB- Cok Az bana benziyor
EM- Epeyce bana benzemiyor
KM- Kesinlikle bana benzemiyor

9. Eger yapacak ¢ok isim varsa, hepsini sirayla yaparim.

KB EB BB CB EM KM

10. Eger yapacak c¢ok isim varsa, ilk once hangisini yapacagimi planlarim.

KB EB BB CB EM KM

11. Yeni yilda ne hediye alacagimi biliyorsam, hediyemi alana dek beklemek bana
zor gelir.

KB EB BB CB EM KM

12. Bir soruya cevap vermeden Once diistiniiriim.

KB EB BB CB EM KM

13. Evdeki giindelik isleri yaparken, bagka seyler diisiintiriim.

KB EB BB CB EM KM

14. Eger bir sey bana zor geliyorsa, baska bir sey yaparim.

KB EB BB CB EM KM

15. Arkadaslarim eglenirken, ¢calismaya devam etmek bana zor gelir.

KB EB BB CB EM KM

16. Kendimi iizgiin hissettigimde, beni mutlu eden seyleri diisiinmeye c¢aligirim

KB EB BB CB EM KM

17. Bir sey beni huzursuz ettiginde, o konuda biriyle konusurum

KB EB BB CB EM KM
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APPENDIX D

COCUKLAR iCiN BILISSEL UCLU ENVANTERI

Bu form c¢ocuklarin zaman =zaman sahip olduklarn cesitli diisiinceleri
listelemektedir. Bu diisiincelerin her birini dikkatle okuyunuz ve sizin diisiincenizi
dogru yansitan yanitin altindaki paranteze ( X ) isareti koyarak, sizi ne Olciide
tanimladigin1 gosteriniz. Her bir diisiince i¢in sadece bir yanit1 isaretlediginizden
emin olunuz. Bu ifadeleri SU ANDAKI diisiincelerinizi goz oOniine alarak
yanitlaymniz. Cevaplarmmiz kesinlikle gizli tutulacak, aragtirmaci disinda kimse
tarafindan goriilmeyecektir.
Tesekkiir Ederim.
Berna GULOGLU
Orta Dogu Teknik Universitesi

Yanitlama Kodlari:

Her zaman Dogru
Cogunlukla Dogru

Ara Sira Dogru

Higbir Zaman Dogru Degil

Ornek:
1. Hayatta iyi ve kotii seyler vardir.Her zaman Cogunlukla Ara sira Hi¢ Zaman
Dogru Dogru Dogru Dogru Degil
C ) « ) C ) ¢ )

Yukaridaki ornekte; ‘Her zaman Dogru’yu segerseniz, hayatta iyi ve kotii seylerin
olduguna her zaman inaniyorsunuz demektir. ‘Cogunlukla Dogru’yu segerseniz,
hayatta iyi ve kotii seylerin olduguna cogunlukla inamiyorsunuzdur. ‘Ara sira
Dogru’yu secerseniz, hayatta ara sira iyi ara sira da kotii seylerin olduguna
inamyorsunuz demektir. Son olarak, ‘Hi¢cbir Zaman Dogru Degil’ secenegini
isaretlemeniz, hayatta iyi ve kotii seyler olduguna hi¢bir zaman inanmiyorsunuz
anlamina gelir.
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Yonerge: Sizin diisiincenizi en iyi tanimlayan yanitin altindaki paranteze X isareti
koyunuz. Her diisiince icin yalmz bir tane yanit sec¢iniz. SU ANDAKI
diisiincelerinizi goz oniinde bulundurarak ifadeleri cevaplayimiz.

Her zaman Cogunlukla Ara Sira Hi¢gbir zaman
Dogru Dogru Dogru Dogru Degil

o

. Pek cok degisik seyi iyi yaparim. () ( ) C ) ()

2. Okuldaki ¢caligmalar hi¢ de eglenceli () ) « ) C )
degil.

3. Insanlarm ¢ogu arkadas canlist ve () () ) ()
yardimsever.

4. Benim i¢in hi¢bir seyin yolunda () (G (G C )
gitme ihtimali yok.

5. Basarisizim () () ) C )

6. Gelecekte basima gelecek iyi seyleri () () ) C )
diisiinmeyi seviyorum

7. Derslerim fena degil () () ) « )

8. Tanmidigim insanlar ihtiyacim () () (G ()
oldugunda bana yardim ederler.

9. Oniimiizdeki birkag yil icinde benim ( ) () () ()
icin her seyin yolunda gidecegini
diistiniiyorum.

10. Sahip oldugum en iyi arkadashiklarin( ) () () ()
hemen hepsini berbat ettim.

11. Gelecekte benim icin cok eglenceli () () () « )
seyler olacak

12. Her giin yaptigim seyler bana (G (G (G C )
eglenceli gelir.

13. Higbir seyi dogru diiriist () () C ) C )
yapamiyorum.

14. Insanlar beni severler. () () () ()

15. Hayatta olmasini bekleyecegim () ) (G C )
hicbir sey yok
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Her zaman Cogunlukla Ara Sira Hi¢bir zaman

Dogru Dogru Dogru Dogru Degil
16. Sorunlarim ve kaygilarim hicbir () () () C )
zaman sona ermeyecek
17. Tamdigim diger insanlar kadar () () C ) ()
iylyim.
18. Diinya ¢ok acimasiz bir yer. () () C ) ()
19. Benim i¢in her seyin daha iyi () () ) ()
olacagim diisiinmem icin hicbir
neden yok.
20. Hayatimdaki 6nemli insanlar bana () C ) ) C )
kars1 nazik ve yardimseverdirler.
21. Kendimden nefret ediyorum. () () () « )
22. Bir giin sorunlarimi ¢ozecegim. () () ) ()
23. Basima kotii seyler sik sik gelir. () () () C )
24. Bana iyi davranan ve yardimci olan () C ) (G C )
bir arkadasim var.
25. Pek ¢ok seyi iyi yapabilirim. () (G (G C )
26. Gelecegim iizerinde () () C ) ()
diisiinemeyecegim kadar kotii.
27. Ailem bana ne oldugunu umursamaz.( ) ) (G « )
28. Gelecekte benim icin her sey () ( ) (G )
yolunda gidecek.
29. Pek ¢ok sey icin kendimi suglu () () ) « )
hissediyorum.
30. Ne yaparsam yapayim, insanlar () () () C )
ihtiyacim olan seylere ulasmami
zorlastiryorlar.
31. Ben iyi bir insanim. () () C ) ()
32. Yasim ilerliyor ve bekledigim () () () C )
hicbir sey yok
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Her zaman Cogunlukla Ara Sira Hi¢bir zaman
Dogru Dogru Dogru Dogru Degil

33. Kendimi seviyorum. () () ) ()
34. Pek ¢ok zorlukla kars1 karsiyayim. () () ) « )
35. Kisiligimle ilgili sorunlarim var. () () ) « )

36. Yasim ilerledik¢e mutlu olacagimi () C ) (G C )
diistinliyorum.
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APPENDIX E

COCUKLAR iCiN BIiLISSEL UCLU ENVANTERI

Bu form c¢ocuklarin zaman zaman sahip olduklart c¢esitli diisiinceleri
listelemektedir. Bu diisiincelerin her birini dikkatle okuyunuz ve sizin diisiincenizi
dogru yansitan yanitin altindaki paranteze ( X ) isareti koyarak, sizi ne Olgiide
tanimladigim1 gosteriniz. Her bir diisiince i¢in sadece bir yaniti isaretlediginizden
emin olunuz. Bu ifadeleri SU ANDAKI diisiincelerinizi gdz Oniine alarak
yanitlayimiz. Cevaplariniz kesinlikle gizli tutulacak, arastirmaci disinda kimse
tarafindan goriilmeyecektir.
Tesekkiir Ederim.
Berna GULOGLU
Orta Dogu Teknik Universitesi

Yanitlama Kodlari:

Her zaman Dogru
Cogunlukla Dogru

Ara Sira Dogru

Hig¢bir Zaman Dogru Degil

Ornek:
1. Hayatta iyi ve kotii seyler vardir.Her zaman Cogunlukla Ara sira Hi¢ Zaman
Dogru Dogru Dogru Dogru Degil
¢ ) c )y ) )

Yukaridaki ornekte; ‘Her zaman Dogru’yu segerseniz, hayatta iyi ve kotii seylerin
olduguna her zaman inaniyorsunuz demektir. ‘Cogunlukla Dogru’yu secgerseniz,
hayatta iyi ve kotii seylerin olduguna cogunlukla inamiyorsunuzdur. ‘Ara sira
Dogru’yu secgerseniz, hayatta ara sira iyi ara sira da kotii seylerin olduguna
inaniyorsunuz demektir. Son olarak, ‘Hicbir Zaman Dogru Degil’ secenegini
isaretlemeniz, hayatta iyi ve kotii seyler olduguna hicbir zaman inanmiyorsunuz
anlamina gelir.

139



Yonerge: Sizin diisiincenizi en iyi tanimlayan yanitin altindaki paranteze X isareti
koyunuz. Her diisiince icin yalmz bir tane yanit sec¢iniz. SU ANDAKI

diisiincelerinizi goz oniinde bulundurarak ifadeleri cevaplayimiz.

Her zaman Cogunlukla Ara Sira Hi¢gbir zaman

Dogru

1. Gelecekte basima gelecek iyi seyleri (

2. Oniimiizdeki birkag y1l i¢inde benim

diisiinmeyi seviyorum

icin her seyin yolunda gidecegini

diistiniiyorum.

8.

9.

. Gelecekte benim icin ¢ok eglenceli

seyler olacak

. Her giin yaptigim seyler bana

eglenceli gelir.

. Hi¢bir seyi dogru diiriist

yapamiyorum.

. Sorunlarim ve kaygilarim higbir

zaman sona ermeyecek

. Diinya ¢ok acimasiz bir yer.

Kendimden nefret ediyorum.

Basima kotii seyler sik sik gelir.

10. Pek cok seyi iyi yapabilirim.

11

. Gelecekte benim i¢in her sey
yolunda gidecek.

12. Pek cok sey icin kendimi suglu

13.

hissediyorum.

Ne yaparsam yapayim, insanlar
ihtiyacim olan seylere ulasmami
zorlagtirtyorlar.

14. Pek cok zorlukla kars1 karsiyayim.

15.

Kisiligimle ilgili sorunlarim var.

16. Yasim ilerledik¢ce mutlu olacagimi

diistinliyorum.

Dogru Dogru Degil
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APPENDIX F

LISREL ESTIMATES OF PARAMETERS IN THE
MEASUREMENT MODEL FOR CHILDREN’S VERSION OF
THE SELF-CONTROL SCHEDULE (C-SCS) WITH
COEFFICIENTS TO STANDARDIZED VALUES AND T-
VALUES
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F.1A LISREL Estimates of Parameters in the Measurement
Model for C-SCS with Coefficients to Standardized Values
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F.1B LISREL Estimates of Parameters in the Measurement
Model for C-SCS with Coefficients to 7-Values
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APPENDIX G

LISREL ESTIMATES OF PARAMETERS IN THE
MEASUREMENT MODEL FOR COGNITIVE TRIAD
INVENTORY FOR CHILDREN (CTI-C) WITH
COEFFICIENTS TO STANDARDIZED VALUES AND T7-
VALUES
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G.1B LISREL Estimates of Parameters in the Measurement
Model for CTI-C with Coefficients to Standardized Values
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G.1B LISREL Estimates of Parameters in the Measurement
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APPENDIX H

BILiSSEL DAVRANISSAL GRUPLA
DANISMA

Birinci Oturum: Kendimizi Tamyalim

Siire: 90 dakika

Amaclar:

o Uyeleri grup siireci hakkinda bilgilendirmek ve gruba katilmalari icin
desteklemek

¢ Temel grup kurallarin1 ve sinirlarini belirlemek

® Grubun amacini tartigmak ve iiyeleri ilerideki oturumlara hazirlamak

o Upyelerin, grubun; duygulari, diisiinceleri ve davranislari paylagmalari igin
giivenli bir ortam oldugunu anlamalarina yardimci olmak

Hedef Davranmslar:

Bu oturumun sonunda iiyelerin:

¢ Arkadaslariyla benzer ve farkli 6zelliklerinin oldugunu anlamalari,

¢ Biricik olduklarinin farkina varmalar1 beklenmektedir.

Materyaller: Boya kalemleri, ve resim kagidi

Siirec:

1) Lider, once tiyelere ‘Hosgeldiniz’ der, kendini tamitir. Daha sonra 15 hafta

boyunca haftada bir kez 90 dakika birlikte olacaklarini agiklar.

2) Lider, iiyelere grup kurallarim1 Ogretir ve su aciklamayi1 yapar: ‘Her hafta

sizlerle bir araya geldigimizde birlikte oyunlar oynayacagiz ve cesitli etkinlikler

yapacagiz. Birlikte calismak icin uymamiz gereken en Onemli kural hep bir

agizdan konusmamak. Bu nedenle bir arkadasimiz konusurken onu dinleyecegiz
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ve soziini kesmeyecegiz. Grup icinde konusulanlar1 kesinlikle disarida
konusmayacagiz.  Grupta  birbirimize  olumlu  yorumlar  yapacagiz.
Arkadaslarimizdan birisi bir hata yaptiginda, ona kotii séz soyleyip kirici
hareketlerde bulunmayacagiz. Tiim etkinliklere katilacagiz. Verilen o6devleri
zamaninda ve eksiksiz yapacagiz. Belirlenen giin ve saatlerde toplantilara diizenli

olarak ve zamaninda gelecegiz.’

Lider, daha sonra grupta verilecek olan 6devlerle ilgili su aciklamay1 yapar: ‘Her
toplantimizin sonunda o giin konusulan konularla ilgili ev 6devleriniz olacak ve
bir sonraki toplantinin baginda 6devler hakkinda konusacagiz. Programa diizenli
olarak katilan ve Odevlerini eksiksiz ve zamaninda yapan cocuklar her hafta bir
puan alacaklar. Program boyunca 5 puan alanlara siirpriz hediyeler verilecek.
Hediyelerini alanlar topladiklar1 puanlari kullanmis olacaklar. Bu nedenle tekrar

hediye alabilmek icin yine bes puan toplamalar1 gerekecek’

3) Lider, iiyelerden kendilerini tanitmalarini ister. Bu amacla iiyelere ‘isimlerini
kimin koydugunu, isimlerinin anlamini’ sorar. Daha sonra grubun amaclar

tizerinde durur ve iiyeleri kendileri i¢in bir amag belirlemeleri icin tesvik eder.

4) Lider, tyelere ‘Bugiin kendimizi ve gruptaki diger arkadaslarimizi daha iyi
tanimaya calisacagiz’ der ve ortasinda biiyiikk bir diinyanin oldugu calisma
kagitlarim dagitir. Onlardan, sayfanin basmna ------------- ‘nin  Diinyas1 (Orn:
Merve’nin Diinyasi) basligin1 koymalarini ister. Kendisinin daha 6nce hazirlamig
oldugu diinyasim grupla paylasir. Uyelere ‘Hepimizin sevdigimiz insanlardan ve
yapmaktan hoslandigimiz seylerden olusan bir diinyamiz var. Simdi sizlerden
istedigim yapmaktan hoslandiginiz etkinlikleri ve bu etkinlikleri kiminle veya
kimlerle yapmayi sevdiginizi gosteren kendi diinyanizi ¢izmeniz; isterseniz
diinyanin disina yildizlar, ay, giines, gezegenler, i¢ine de deniz, agaclar, hayvanlar
gibi diinyada gordiigiintiz seyleri c¢izebilirsiniz.” der ve kendi diinyalarini
hazirlamalar1 ve boyamalar1 i¢in onlara zaman verir. Lider, iiyelere yapmaktan
hoslandiklar1 her etkinligin etrafina bir ada (kara pargasi) ¢izebileceklerini soyler.
Lider, asagidaki sorular asetattan yansitir ve ‘Bu sorular diinyanizi olustururken

size yol gosterebilir’ der (Hobday & Ollier, 1998).
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¢ En sevdigin yemek hangisi?

¢ En ¢ok hangi hayvani seviyorsun?

¢ En sevdigin masal kahramani hangisi?

¢ Eniyi arkadasin kim? Neden?

e Hafta sonlar1 neler yapiyorsun?

e Televizyonda izlemeyi en sevdigin program?

® Yapmaktan hoslandigin seyler neler?

e Simdiye kadar seyrettigin en giizel film hangisiydi?

e Ne tiir miizik dinlersin? En sevdigin sarki hangisi?
5) Lider, resimlerini tamamladiktan sonra iiyelere kuklalar dagitir ve kuklalar
vasitasiyla kendilerini gruba tamitmalarini ister. Bu sirada iiyeler hakkinda
miimkiin oldugunca cok bilgi edinmeye calisir. Ornegin; iiye futbol oynamayi
sevdigini soyliiyorsa, hangi takimi tuttugunu sorar ve bunu diinyanin igine
yazmasini ister. Bu sayede iiyelere diinyada tek ve 6zel olduklarin1 gosterecek
bilgi edinir. Sonunda iiyelere ‘Hepimizin benzer ve farkli yonleri var. Kimimizin
sevdigi renk, kimimizin sevdigi hayvan, kimimizin sevdigi sarkici birbirine
benziyor. Ama benzer 6zelliklerimiz olmasina ragmen bir biitiin olarak kendimize
baktigimizda hepimiz tekiz. Her bir ayn parcamiz (kara parcasi) bizi biitiin
(diinya) yapar ve diinyanin tek olmas1 gibi bizlerden de sadece bir tane vardir’ der.

Oturum sonunda su sorular tartisilir:

1) Bugiin grupta kendinizle ilgili neler 6grendiniz?

2) Arkadaslarinizla ilgili neler 6grendiniz?

3) Grubu bitirmeden 6nce birine sdylemek istediginiz bir sey var m1?
Ev Odevi: Lider, iiyelere kendilerini iyi yaptiklarmi diisiindiikleri iki etkinligi
(sofray1 kaldirmak, odayr temizlemek, siir yazmak, basketbol oynamak vb.)

yaparken gosteren resim yapmalarini ev 6devi olarak verir.

Ikinci Oturum: Duygular Kuklalarda

Siire: 90 dakika

Amaclar:

e Upyelerin, duygularinin farkina varmalarina ve duygularim adlandirmalarina

yardimct olmak
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¢ Duygularinin, davraniglan iizerindeki etkisini fark etmelerini saglamak

Hedef Davranislar:

Bu oturumun sonunda iiyelerin:

e Yasadiklar1 duygulan fark edebilmeleri,

¢ Duygularini adlandirabilmeleri,

¢ Duygularinin, davraniglan iizerindeki etkisini anlayabilmeleri beklenmektedir.
Materyaller: Iginde yiin, kurdele, kumas, karton, makas, uhu ve boya kalemleri
bulunan torba (her iiye icin), Duygu Kelebegi (EK1) adli ¢calisma kagidi.

Siirec:

1) Lider, bir onceki oturumda verdigi 6devle ilgili olarak her bir liyeye paylasma
firsat1 verir. Cocuklarin yaptiklari 6devleri toplar ve 6devlerini yapan 6grencilere

1 puan verir.

2) Lider, iiyelere ‘Duygularimiz, bizim bir par¢amizdir ve davranislarimiza yon
verirler. Onlar sayesinde kendimizi ve diger insanlari daha iyi anlariz. Bazi
duygular kendimizi iyi hissetmemize ve cevremizdeki insanlara (arkadaslar, aile,
Ogretmenler) iyi davranmamiza neden olur. Ornegin, kendimizi mutlu, sicak,
sevgi dolu, neseli, hissettigimizde ¢evremizdeki insanlara iyi ve kibar davraniriz.
Baz1 duygular ise kotii hissetmemize neden olur. Ornegin kendimizi kizgin, iizgiin
hissettigimizde, cevremizdeki insanlara iyi davranamayabiliriz. Insanlar bircok
farkli duyguyu hissederler. Bu nedenle duygularimizin farkina varmamiz ve

duygularimizin davraniglarimiz iizerindeki etkisini bilmemiz onemlidir’ der.

3) Lider, iiyelere icinde kukla yapmak icin gerekli malzemelerin bulundugu
torbalar1 dagitir ve her iiyeye bir duygu soOyleyerek (kizgin-iizgiin-mutlu-
heyecanli-utanmis-korkmus-yalniz vb.) o duyguyu yiiziinde gosteren bir kukla

hazirlamalarini ister (Jones, 1998).

4) Her iiye kuklasim1 hazirladiktan sonra, lider iiyelere o duyguyu yasamalarina
sebep olan bir olayr, bunun sonucunda nasil davrandiklarimi ve neler
sOylediklerini kuklalarin arkasina yazmalarim1 sdyler. Daha sonra isteyen iiyeler

yazdiklarini paylasirlar.
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Ev Odevi: Lider, iiyelere ‘Duygu Kelebegi’ adli calisma kagidindan alt1 tane daha
dagitir ve bir sonraki oturuma kadar her giin yasadiklar1 bir olay1r ve o olayin

ortaya c¢ikardiglt duyguyu yazmalarini ev 6devi olarak verir.

Uciincii Oturum: Ic-Ses (inanclar)

Siire: 90 dakika

Amaclar:

o Upyelerin i¢-seslerin ne oldugunu ve yasamimizdaki 6nemini anlamalarina
yardimct olmak

Hedef Davranislar:

Bu oturumun sonunda iiyelerin:

e Kendi i¢-seslerinin farkina varmalar1 beklenmektedir.

Materyaller: Karikatiirler. Olay-i¢c-Ses (EK2) adli ¢alisma kagidi

Siirec:

1) Lider, bir 6nceki oturumda verdigi odevi her bir iiyenin paylagsmasini ister.

Uyelerden ddevlerini toplar ve ddevlerini yapan iiyelere 1 puan verir.

2) Lider, iiyelere ‘Bir arkadasinizla kavga ettiginizde, yazilidan zayif aldiginizda,
anneniz odaniz1 diizenlemediginiz i¢in sizi cezalandirdiginda kendi kendinize
icinizden neler soylersiniz? Aklimizdan neler gecer?’ diye sorar ve ¢ocuklarin
cevaplarin1 aldiktan sonra su agiklamayr yapar: ‘Hepimizin kafasinin icinde
stirekli calan hayali bir radyo var ve bu radyo bize yasadiginiz tatsiz olaylarla
(arkadasinizla kavga etmek, yazilidan zayif almak veya evde cezalandirilmak
gibi) ilgili bir seyler soyler. Olay1 degerlendirir. Biz bu radyonun soylediklerinin
bazen farkinda oluruz bazense fark etmeyiz. Kafamizin icinde caldigindan dolay1
da bu radyonun caldiklarimi bizden baska kimse duyamaz. Cocuklarin da,
biiytiklerin de kafasinda c¢alan hayali bir radyo var ve bu ¢ok normal bir durum.
Icimizde calan bu radyoya biz i¢-ses diyoruz. Mesela benim kafamda calan
radyomun adi ‘Berna’nin 1g—sesi FM’ der (Seligman, Reivich, Jaycox, & Gillham,

1995).
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3) Lider, iiyelerin i¢-ses kavramini daha iyi anlamalarini saglamak amaciyla farkl
olaylar1 gosteren iki karikatiirii teker teker dagitir ve iiyelerden karikatiirlerdeki
gibi bir olay yasasalard1 iglerindeki radyonun kendilerine ne sdyleyecegini
karikatiirlerin iizerinde bulunan baloncuklara yazmalarint ister. Daha sonra
yazdiklarin1 grupla paylasirlar. Olay aymi oldugu halde ic-sesler arasindaki
farkliliga dikkat c¢ekilir.

4) Lider, iiyelerden kendi bagslarina gelen bir olayr ve o olay oldugunda
kafalarindaki radyonun sodylediklerini karikatiirlestirmelerini ister.

Ev Odevi: Lider, iiyelere ‘Olay-i¢c-Ses Semas1” adli calisma kagidini dagitir ve bir
sonraki oturuma kadar yasadiklari olaylar1 ve o olayla ilgili i¢ seslerini

yazmalarini ev ddevi olarak verir.

Dérdiincii Oturum: BIS Modelinin tamitilmasi

Siire: 90 dakika

Amaclar:

¢ Uyelere BIS modelini tanitmak,

o Upyelerin duygu, diisiince ve davranislarinin birbirinden bagimsiz olmadigim
anlamalarina yardimci olmak

Hedef Davranmslar:

Bu oturumun sonunda iiyelerin:

e Duygu ve davranmiglarina sebep olan ig¢-seslerini ve bunlarin birbiriyle
baglantili oldugunu fark etmeleri beklenmektedir.

Materyaller: BIS modelini aciklayan asetatlar, Alistirma (EK3), BIS Giinlugi
(EK4)

Siirec:

1) Lider, bir 6nceki oturumda verdigi odevi her bir iiyenin paylagsmasini ister.

Uyelerden 6devlerini toplar ve ddevlerini yapan iiyelere 1 puan verir.

2) Lider, iiyelere Ellis’in BIS modelini tanitmay1 amaglayan su aciklamay1 yapar:
‘Pek ¢ok kisi diisiincelerin, duygularin ve davranislarin birbirinden ayri ve

bagimsiz oldugunu diisiiniir. Giinliik iliskilerimizde sik sik —heyecanlanmak
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istemiyorum ama elimde degil- seklinde sozler duyariz. Boyle bir ifade diisiince,
duygu ve davranislarin birbirinden bagimsiz olarak ortaya ciktifin1 ve birbirine
bagli olmadiklarim1 varsaymaktadir. Ancak gercek bu varsayimin tam tersidir.
Diisiince, duygu ve davranislar birbiriyle iliskilidir.

Diisiinceler, duygular ve davranislar arasindaki iliskiyi Ellis’in BIS modeli ile
sOyle agiklayabiliriz.

B noktasi- Yasamimizda karsilastigimiz tatsiz olaylardir. Bunlara Baslatan
Olay diyoruz. (Orn: Ogretmeninizin 6devinizi zamaninda yapmadigmiz icin sizi
azarlamasi)

S noktasi- sizin bu olaydan sonraki duygunuzu ve davraniginizi gostermektedir.
Bunlara Duygusal ve Davramgsal Sonuclar diyoruz.

(Orn: Boyle bir olaydan sonra dgretmene kizmaniz)

Ne yazik ki, yaygin bir inanis olarak bir ¢ok insan B noktasindaki olayin
dogrudan S noktasindaki duygu ve diisiinceye yol actigina inanir.

Oysa B ve S noktasi arasinda gercekte cok énemli bir sey daha bulunur. B ve S
noktalar1 arasinda I noktasi yani baglatan olaya iliskin inanclarimz ve ig
seslerimiz vardir. Duygularimizi ve davranistmizi asil etkileyen bu ic-seslerdir

(icimizdeki radyodaki i¢-ses).

2) Lider, tiyelerin i¢-seslerin, duygu ve davranislar tizerindeki etkisini hazirladig:
yansilarla aciklar. Boylece iiyelere ig¢-seslerini degistirerek duygu ve

davraniglarin1 degistirebilecekleri anlatilir

3) Lider, EK3 formunu iiyelere dagitarak bosluklar1 doldurmalar1 ister ve
isteyenler paylasirlar. Paylasimlar bittikten sonra lider, su aciklamay1 yapar: ‘Bir
kisinin hayatinda her giin siklikla meydana gelen bu basit orneklerden de
anlagilabilecegi gibi herhangi bir olay cok cesitli ve farkli davranislara yol
acabilir.’

Ev Odevi: Lider, iiyelerin kendi inanclarini ve ic-seslerini anlamalarim saglamak
amaciyla hazirladigi BIS Giinliigii (EK4) adli calisma kagidini dagitir ve
tiyelerden baslarindan gecen bir olay1 ve o olaya iligkin inang¢larin1 ve i¢-seslerini
ve bu seslerin yarattigi duygusal ve davranmigsal sonuclari yazmalarini ev odevi

olarak verir.
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Uyelere B (Baslatan Olay) yazarken miimkiin oldugu kadar agik, net ve
tarafsiz olmalari, Kim, Ne, Ne zaman, Nerede sorularina cevap vermelerini soyler.

I (Inanglarmmiz, i¢-sesimiz) kisminda olaya iliskin inanglarmi ve ig-
seslerini yazmalari, duygularindan bahsetmemelerini belirtir.

S (Duygusal ve davranigsal sonuglar) kisminda ic-seslerinin kendilerinde

yarattigl duygularindan ve davraniglarindan bahsetmelerini soyler.

Besinci Oturum: ic-sesin (Inanclarin), Duygu ve Davramslara

Etkisi

Siire: 90 dakika

Amaclar:

o Uyelerin, ic seslerin duygular iizerindeki etkisini anlayabilmelerini saglamak

e Uyelerin, ic-seslerin davramslar iizerindeki etkisini kavrayabilmelerini
saglamak

Hedef Davranislar:

Bu oturumun sonunda iiyelerin:

o lc-seslerini fark etmeleri ve i¢ seslerinin duygulari iizerindeki etkisini
anlamalar

e Ic-seslerin davranislari iizerindeki etkisini fark etmeleri beklenmektedir.

Materyaller: Olay-ic-ses-Duygu-Davranis Semas1 (EKS5), BIS Giinliigii (EK4)

Siirec:

1) Lider, bir 6nceki oturumda verdigi odevi her bir iiyenin paylagsmasini ister.

Uyelerden odevlerini toplar ve 6devlerini yapan iiyelere 1 puan verir ve 5 puan

toplayana odiillerini dagitir.

2) Lider, iiyelere su aciklamayi yapar: ‘Duygularimiz ve davramislarimiz, bir
olayla ilgili icimizde ¢alan radyodan duydugumuz seslerden kaynaklanir, bir olay
yasadigimizda i¢imizdeki radyodan farkli sesler duyariz ve bu farkli sesler bizde
farkli duygulara ve davramiglara sebep olur.” Daha sonra bu ag¢iklamay1
pekistirmek amaci ile agsagidaki sozii bir kagida yazarak herkesin gorebilecegi bir

yere asar.
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DUYGULARIMIZI VE DAVRANISLARIMIZI DEGISTIRMEK ICIN ONCE
INANCLARIMIZI VE iC-SESLERIMIZi DEGISTIRMELIYiZ

3) Lider, asagidaki iki olayi iiyelere okur. Bu olaylar1 canlandirmalarini ister ve bu
olaylarda yer alan i¢-ses, duygu ve davranislarin neler oldugunu sorar. I¢imizde
calan radyonun soOyledikleri degistigi zaman duygu ve davraniglarimizin da

degistigi belirtilir.

Olayl:

‘Aysun hafta sonunda ailesiyle birlikte sinemaya gider. Film baslamadan hemen
once sinema salonunda sinif arkadaslar1 Nalan’1 goriir. Aysun,Nalan’a el sallayip
seslenir. Nalan onu gérmez ve cevap vermez. Aysun kendi kendine s0yle diisiiniir:
‘Nalan, beni gormezlikten geldi. Benimle konusmak istemiyor herhalde. Beni
sevseydi gormezlikten gelmezdi.” Bu diisiince Aysun’un caninin sikilmasina ve
kendini kotii hissetmesine sebep olur. Filmden zevk almaz. Arkadasinin ona selam
vermemesi onu mutsuz etmistir. Pazartesi giinii onu okulda gordiigiinde yanina

gitmemeye karar verir (Rapee, Spence, Cobham, & Wignall, 2000).

Olay2:

‘Semih hafta sonunda ailesiyle birlikte sinemaya gider. Film baslamadan hemen
once sinema salonunda sinif arkadaslarindan Ali’yi goriir. Semih, Ali’ye el
sallayip seslenir. Ali onu gormez ve yanit vermez. Semih kendi kendine soyle
diigtintir: ‘Ali benim ona seslendigimi duymadi herhalde. Film arasinda onun
yanina gidip merhaba derim’ Bu diisiince Semih’in kendini iyi hissetmesini
saglar. Koltugunda rahat¢a oturup filmi izler. 10 dakika ara oldugunda arkadasinin
yanina gidip merhaba der. Ali, Semih’i gordiigiine sevinir. Ara boyunca sohbet

ederler (Rapee, Spence, Cobham, & Wignall, 2000).

4) Lider, iiyelere 6rnek olaylarin yer aldig1 i¢-ses-Duygu-Davranig Semasi (EK5)
adli c¢alisma kagidim1 dagitarak iiyelerden bu kagitta yazan olaylar baglarina
gelseydi iclerindeki radyonun ne diyecegini, bunun sonucunda ne hissedip, nasil

davranacaklarini yazmalarini ister. Yazma islemi tamamlandiktan sonra isteyenler
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paylagirlar. i¢-sesler arasindaki farkliliklara dikkat cekilerek, iclerindeki sesi farkli
olanlarin duygularinin ve davranislarinin da farkli oldugu vurgulanir.

Ev Odevi: Lider, tiyelere bos bir BIS Giinliigi (EK4) formu vererek bir sonraki
oturuma kadar yasadiklar1 olaylar1 ve bu olaylar ile ilgili i¢-seslerini ve i¢-seslerin

neden oldugu duyguyu ve davranisi yazmalarin1 ev 6devi olarak verir.

Altinc1 Oturum: Olumlu ve Olumsuz i¢-Sesler

Siire: 90 dakika

Amaclar:

¢ Uyelerin, olumlu ve olumsuz i¢-sesleri ayirt edebilmelerini saglamak

Hedef Davranislar:

Bu oturumun sonunda iiyelerin:

¢ Olumlu ve olumsuz i¢-sesleri taniyabilmeleri beklenmektedir

Materyaller: Olumlu ve Olumsuz ic-seslerin 6zelikleri (EK6), Hangisi Olumlu?
Hangisi Olumsuz? (EK7) adli etkinlik kagidi, resim malzemeleri

Siirec:

1) Lider, bir 6nceki oturumda verdigi odevi her bir iiyenin paylagsmasini ister.
Uyelerden 6devlerini toplar ve 6devlerini yapan iiyelere 1 puan verir ve 5 puan

toplayana odiillerini dagitir.

2) Lider, iiyelere ‘Kafamizin i¢inde ¢alan radyodan duydugumuz sesler iki gruba
ayrilir. Bazen radyomuzdan olumlu sesler duyariz. Olumlu seslerin sevdigimiz
sarkilar oldugunu diisiinebiliriz. Bazen de radyomuzdan olumsuz sesler duyariz.
Olumsuz seslerin de sevmedigimiz sarkilar oldugunu diisiinebiliriz.” der ve her
grubun Ozeliklerinin yazili oldugu asetati (EK10) tepegdzden yansitarak anlatir

(Jerry, 1992).

3) Lider, olumlu (sevdigimiz sarkilar) ve olumsuz (sevmedigimiz sarkilar) ic-
seslerin Ozelliklerini anlattiktan sonra ‘Hangisi Olumlu? Hangisi Olumsuz?’
(EK11) adli calisma kagitlarini iiyelere dagitarak, kagitta yazan ig-seslerin olumlu
mu yoksa olumsuz mu oldugunu bosluga yazmalarini ister. Daha sonra cevaplar

tiyelerle tartisilir (Hangisi olumlu? Hangisi olumsuz? ve sebepleri)
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4) Lider, iiyelere resim malzemelerini dagitir ve herkesin yasadigi bir olay1 ve
bunun sonucunda iclerindeki sesin ne soylediginin resimle anlatmalarin1 soyler.
Uyeler resimlerini tamamladiktan sonra iclerinde ¢alan radyodan duyduklari sesin
olumlu mu yoksa olumsuz mu oldugu ve sebepleri tartisilir? Olumsuz ig-sesler
duyanlarinki olumlu i¢-seslere doniistiiriiliir.

Ev Odevi: Lider, iiyelerden bir sonraki oturuma kadar yasadiklari olaylari ve
olaylarla ilgili i¢lerindeki radyodan duyduklar: sesleri ve bu seslerin olumlu mu

yoksa olumsuz mu oldugunu belirtmelerini ev 6devi olarak verir.

Yedinci Oturum: Olumsuz ic-Sesleri Olumlu Ic-Seslere

Doniistiirmek

Siire: 90 dakika

Amaclar:

o Upyelerin olumsuz ic-seslerini olumlu ic-seslere doniistiirmelerinde onlara
yardimc1 olmak

Hedef Davranislar:

Bu oturumun sonunda iiyelerin:

¢ Olumsuz i¢-seslerini olumlu i¢-seslere doniistiirebilmeleri beklenmektedir.
Materyaller: Miizik, Kuklalar, Icimizdeki Radyo (EK8) adli ¢alisma kagidi
Siirec:

1) Lider, bir 6nceki oturumda verdigi odevi her bir iiyenin paylagsmasini ister.
Uyelerden 6devlerini toplar ve 6devlerini yapan iiyelere 1 puan verir ve 5 puan

toplayana odiillerini dagitir.

2) Lider, yumusak bir miizikle iiyelerin rahatlamalarmi saglar. Uyelere,
‘Yasadigimiz tatsiz olaylarla ilgili kafamizdaki hayali radyodan duydugumuz
sOzlerin bazen cok olumlu (sevdiginiz sarki) olurken bazense olumsuz
(sevmediginiz sarki) olduklarmmi biliyoruz. Kafamizin icinde olumsuz seyler
duydugumuzda bu olumsuz sozleri durduracak daha akillica ve yapici seyler
diisiinebiliriz. Ornegin; okullar arasi atletizm turnuvasinda 5. oldugunuz icin
kafanizdaki radyodan ‘Sen iyi bir atlet degilsin’ (sevmediginiz sarki) soziinii

duyuyorsaniz, bu sesin farkina varip durdurun ve daha olumlu (sevdiginiz sarki)
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seyler soyleyin. ‘Eger c¢ok calisirsam iyi bir atlet olabilirim’ diyebilirsiniz.
Ornegin, yine matematik yazilisindan zayif aldiysamiz ve iginizde ‘Matematikte
iyi degilsin’ (sevmediginiz sarki) sesini duyuyorsaniz, bu sesi duyar duymaz,
kendi kendinize olumsuz sesler duymayi birak deyin ve bu seslerin yerine olumlu
bir sey bulun. ‘Eger her giin fazladan 30 dk daha c¢alisir ve yardim alirsam
matematigimi diizeltebilirim ¢iinkii bunu basarabilecek biriyim’ gibi ve bunu

icinizden tekrar edin.

3) Lider, iiyelere ‘I¢cimizdeki Radyo’ (EK8) adli calisma kagidini iiyelere dagitilir
ve yasadiklar tatsiz bir olay1 ve o olayla ilgili i¢lerindeki olumsuz ig-sesleri
(sevmedikleri sarkilar1) olumlu i¢-seslere (sevdikleri sarkilara) doniistiirmelerini
sOyler. Calisma kagitlar1 doldurduktan sonra iiyeler grupla paylasirken iiyelere
giizel ylizli ve cirkin yiizlii kuklalar verilir ve iclerindeki radyodan duyduklari
olumsuz sozleri (sevmedikleri sarki) ¢irkin kuklaya, olumlu sozleri ise (sevdikleri
sarki) giizel kuklaya soyletmesi istenir (Teolis, 2002).
Oturumun sonunda asagidaki sorular iyelerle tartigilir:

1) Icinizdeki radyodan olumsuz sozler duydugunuzda ne hissettiniz?

2) Icinizdeki radyodan olumlu sozler duydugunuzda ne hissettiniz?

3) Icinizdeki radyodan duydugunuz olumsuz sozleri olumluya cevirmekte

zorlandiniz m1? Neden?

Ev Odevi: Lider, bos bir ‘icimizdeki Radyo’ (EK8) ¢alisma kagidindan iiyelere
dagitir ve bir sonraki oturuma kadar yasadiklar1 bir olayr ve olayla ilgili
iclerindeki radyodan duyduklari olumsuz ve olumlu sozleri yazmalarini ev 6devi

olarak verir.

Sekizinci Oturum: Dedektif Olmak

Siire: 90 dakika

Amaclar:

o Uyelerin, olaylarla ilgili iclerinde duyduklar1 olumsuz i¢-seslerin ne derece

dogru oldugunu arastirmalarini saglamak
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Hedef Davranislar:

Bu oturumun sonunda iiyelerin:

¢  Olumsuz i¢-seslerinin dogru mu yanlis mi1 oldugunu ve bunlarla basa ¢ikma
yontemlerini arastirmaya baglamalar1 beklenmektedir.

Materyaller: Polis Cemal ve Polis Kemal adli oykii (EK9), Olay-I¢-Ses-

Duygusal ve davranigsal Sonuclar-ic-sesi destekleyen deliller-I¢-sese karsi deliller

(EK10)

Siirec:

1) Lider, bir 6nceki oturumda verdigi odevi her bir iiyenin paylagsmasini ister.

Uyelerden 6devlerini toplar ve 6devlerini yapan iiyelere 1 puan verir ve 5 puan

toplayana odiillerini dagitir.

2) Lider, iiyelere ‘Bugiin icinizde c¢alan radyodan duydugunuz olumsuz seslerle
(sevmediginiz sarkilar) nasil miicadele edeceginizi ve olaylar1 dogru bir sekilde
degerlendirebilmeniz ic¢in neler yapmaniz gerektigini O0greneceksiniz. Olaylari
dogru degerlendirmeyi 0grenmek, kendimizi daha cok sevmemize, daha mutlu
olmamiza ve cevrenizdeki insanlara daha 1yi davranmamiza yardimci olur’ der ve
Polis Cemal ve Polis Kemal (EK9) adl1 6ykiiyli okur (Seligman, Reivich, Jaycox,
& Gillham, 1995).

Ovkiiyii okuduktan sonra asagidaki sorulari cocuklarla tartisir:

1) Eger sizin de bisikletiniz ¢alinsaydi, hangisi gibi bir polisin bisikletinizi ¢alani
arastirmasini isterdiniz?

2) Sizce bu polislerden hangisi daha iyi bir polis? Neden?

(Eger cevaplart Cemal sucluyu buldu ama Kemal bulamadi olursa onlara Cemal

sucluyu bulmak i¢in ne yapt1? diye sorun.)

Uyelere ‘Cemal, Kemal’in yapmadigi iki onemli seyi yapti. Oncelikle bir
siipheliler listesi hazirladi. Daha sonra da bisikleti calan1 bulmasina yardimci
olacak delilleri aragtirdi. Kemal ise aklina gelen ilk ismi suc¢ladi. Hepimiz zaman
zaman Kemal gibi davraniriz. Basimiza tatsiz bir olay geldiginde, dogru olup
olmadigini aragtirmadan aklimiza ilk gelen seye inaniriz. Polis Cemal gibi olmak
ister misiniz?” der ve iyelerin cevaplarim aldiktan sonra ‘Bir sorunla

karsilastiginiz zaman Oncelikle o sorun ile ilgili bilgi toplaymn. Bu sizin olayla
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ilgili diistincelerinizin dogru olup olmadigin1 anlamaniza yardimci olacaktir.
Unutmayin, bazi1 diisiinceler, sizin kendinizi kotii hissetmenize ve yanlis
davraniglar gostermenize neden olur. Bu nedenle icinizden gecen diisiinceleri
yanlis veya dogru oldugunu anlamak i¢in olay ile ilgili bilgi toplamaniz daha

dogru diisiinmenize ve davranmaniza yardimci olacaktir’ der.

3) Lider, iiyelerden yasadigi bir olayin dogrulugunu arastiran bir kahramanin yer
aldigr bir Oykii yazmalarini ister. Bu kahramanmin yasadigi tatsiz bir olay
sonucunda kafasindaki radyodan duydugu olumsuz seslerin dogrulugunu
arastirmas1 gerekmektedir. Kafasinin icinde calan hayali radyodan duydugu
seslerin dogrulugunu veya yanlisligin1 gosteren delillerde bu dykiide yer almalidir.
Ev Odevi: Lider, iiyelerin kendi yararsiz ic-seslerini fark etmelerini saglayacak
semalar dagitir. Bir sonraki oturuma kadar yasadiklar tatsiz bir olayr ‘Olay-Ic-
Ses-Duygusal ve davranigsal Sonuclar-i¢c-sesi destekleyen deliller-ic-sese karsi

deliller’ (Ek10) yazmalarini ev 6devi olarak verir.

Dokuzuncu Oturum: Olumlu Alternatif i¢-Ses

Siire: 90 dakika

Amaclar:

o Upyelerin olumsuz i¢-seslerini destekleyecek delilleri aramalarina ve alternatif
yararl i¢ sesler iiretmelerine yardimci olmak

Hedef Davranislar:

Bu oturumun sonunda iiyelerin:

e Olumsuz i¢ seslerine alternatif olusturacak olumlu i¢ sesler iiretebilmeleri

beklenmektedir.

Materyaller: Berk ve Annesi adli ske¢ (EK11), BISIY Giinliigii (EK12)

Siirec:

1) Lider, bir onceki oturumda verdigi 6devi her bir iiyenin paylasmasin ister.

Uyelerden odevlerini toplar ve 6devlerini yapan iiyelere 1 puan verir ve 5 puan

toplayana odiillerini dagitir.
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2) Lider, iiyelere ‘Bugiin icimizden kendi kendimize soyleyecegimiz sozlerin
dogru oldugunu kanitlayan delilleri arastirmanin ve yanlis i¢-sesimizin yerine
koyabilecegimiz dogru i¢-sesler bulmanin onemini gorecegiz’ der ve liyelerden
‘Berk ve Annesi’ (EK11) adli skeci canlandirmalarini ister. Daha sonra asagidaki
sorular1 ¢ocuklarla tartisir (Seligman, Reivich, Jaycox, & Gillham, 1995).

a) Berk’in annesinin geziye gitmesine izin vermemesiyle ilgili ilk aciklamasi
neydi?

b) Eger Berk, Polis Kemal gibi davranmaya devam etseydi ne olurdu?

c¢) Berk Polis Cemal gibi davranmaya nasil basladi1?

d) Ik diisiincesinin yanls oldugunu gosteren hangi delilleri buldu?

e) Eger Berk aklina gelen ilk diisiinceyle ilgili delil arastirmasaydi nasil
hissederdi?, ne yapardi?

f) Delilleri inceledikten ve annesinin geziye gitmesine izin vermemesinin diger
sebeplerini diisiindiikten sonra Berk nasil hissetti?

g) Sizce Berk bir dahaki sefere nasil davranir?

3) Lider, iiyeleri iki gruba ayirir ve her gruba Ornek bir olay bulmalarini ve bu
olayla ilgili a) Polis Cemal gibi davranarak iglerindeki radyoda duyduklari
olumsuz seslerin (sevmedigimiz sarki) dogrulugunu arastiran ve b) icindeki
radyoya olumlu sesler (sevdigimiz sarki) soyleten bir kisinin oldugu bir oyun
hazirlamalarmi ister. Uyeler oyunlarimi hazirladiktan sonra grubun o6niinde
canlandirirlar.

Ev Odevi: Lider, iiyelere ‘BISIY Giinliigi® (EK14) adli calisma kagidindan
dagitir. Bu sefer kagitta olumlu ig¢-sesler boliimii de vardir. Lider iiyelere bir
sonraki oturuma kadar yasadiklar tatsiz bir olay sonucunda i¢lerindeki radyodan
duyduklar1 olumsuz seslerin dogrulugunu aragtirmalarini ve olumsuz sesler yerine

iclerindeki radyoya olumlu sesler caldirmalarini ev 6devi olarak verir.
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Onuncu Oturum: Bak Kim Konusuyor!

Siire: 90 dakika

Amaclar:

e Uyelerin, olumsuz ig-seslerin yerine olumlu ic-sesleri koymanin
yasamimizdaki onemini fark etmelerini saglamak.

Hedef davramslar:

Bu oturumun sonunda iiyelerin:

¢  Olumsuz i¢-sesleri, olumlu i¢-seslerle degistirebilmeleri beklenmektedir.
Materyaller: Kalem, Kagit

Siirec:

1) Lider, bir 6nceki oturumda verdigi odevi her bir iiyenin paylagsmasini ister.
Uyelerden 6devlerini toplar ve 6devlerini yapan iiyelere 1 puan verir ve 5 puan
toplayana odiillerini dagitir.

2) Lider iiyelere, ‘Gelecekle ilgili planlariniz ne? Kendiniz i¢in nasil bir hayat
istiyorsunuz? diye sorar ve cevaplarini aldiktan sonra ‘Mutlu ve basarili bir
hayatiniz olmasinda, kendiniz i¢in istediklerinizin gerceklesmesinde olumlu ic-
seslere (sevdiginiz sarki) sahip olmaniz ¢cok onemli. O yiizden bugiin olumsuz ic-
seslerimizi (sevmedigimiz sarki) degistirdigimizde yasamimizda ne gibi
degisiklikler oldugunu gorecegiz.  Ciinkii bu tiir i¢-sesler daha Once de
gordiigimiiz gibi kizginlik, korku, kaygi gibi olumsuz duygularin ve cekingenlik,
okulda basarisizlik, saldirganlik gibi olumsuz davranislarin olugmasinda

etkilidirler’ der ve grubu ikiye boler.

3) Lider, her gruba asagidaki 6rnek olayin yazili oldugu kart1 verir ve ilk gruptaki
tiyelerden Irmak’in icindeki radyodan olumsuz sesler (sevmedigimiz sarki)
duymas1 sonucunda hissettiklerini anlatan bir Oykii yazmalarini, diger gruptaki
tiyelerden de Irmak’in igindeki radyodan olumlu sesler (sevdigimiz sarki)
duymas1 sonucunda hissettiklerini anlatan bir 0ykii yazmalarini ister.

Ornek Olay: Ogretmeni Irmak’tan 23 Nisan toreninde giiniin anlam ve onemini

anlatan bir konusma yapmasini ister.
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4) Oykiiler yazildiktan sonra, once Irmak’in icindeki radyodan olumsuz sesler
duydugunda hissettiklerini ve davraniglarini anlatan grubun yazdig oykii, daha
sonra Irmak’in icindeki radyodan olumlu sesler duydugunda hissettiklerini ve
davraniglarini anlatan grubun yazdigi oykii okunur. Olay ayn1 oldugu halde farkli
i¢c-sese sahip olmanin kisinin yasamini nasil degistirdigi iizerinde durulur.

Ev Odevi: Lider, iiyelere asagidaki 6rnek olay1 verir ve bu olayr yasayan bir
kisinin i¢indeki radyodan olumsuz ve olumlu sesler duydugunda hissettiklerini ve
davraniglarin1 gosteren bir resim yapmalarini ev 6devi olarak ister.

Ornek Olay: Baran, arkadasi Murat’a hafta sonu sinemaya gitmelerini Onerir.
Ancak Murat, hafta sonu yapmasi gereken onemli bir isinin oldugunu soyleyerek

Baran’in teklifini reddeder.

Onbirinci Oturum: Bundan Sonra Ne Olacak?

Siire: 90 dakika

Amaclar:

e Uyelerin olumsuz bir olay baslarina geldigi zaman neler yapabileceklerini
planlamalarina yardim etmek

Hedef Davranislar:

Bu oturumun sonunda iiyelerin:

® Yasadiklar1 tatsiz bir olaydan sonra neler yapacaklarini planlayabilmeleri
beklenmektedir.

Materyaller: ‘Tung / Pelin Matematikten U¢ Aldr’ adli skegler (EK13), ‘Bundan

Sonra Ne Olacak?’ adli ¢alisma kagidi (EK14)

Siirec:

1) Lider, bir 6nceki oturumda verdigi odevi her bir iiyenin paylagsmasini ister.

Uyelerden 6devlerini toplar ve 6devlerini yapan iiyelere 1 puan verir ve 5 puan

toplayana odiillerini dagitir.

2) Lider, tiyelere: ‘Tatsiz bir olay yasayan insanlarin bir kismi, yasadiklart olayin
sebebini diisiiniir (Neden bu olay basima geldi?) ve olayin sebebiyle ilgili
kafalarinin icinde bir¢ok farkli ses duyarlar. Ornegin; sinavda basarisiz olan bir

ogrenci, basarisiz olmasinin sebebiyle ilgili ‘Yeterince ¢alismamistim’ veya ‘Ben
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aptalin tekiyim’ veya ‘Sinav adil degildi’ gibi kafasinin i¢inde bircok farkli ses
duyabilir. Bazi insanlar ise ‘Bundan sonra ne olacak’ diye diisiinerek
olabileceklerle ilgili kafalarinda farkli sesler duymaya baslarlar. Ornegin: Smavda
basarisiz olan Ogrenci ‘Bundan sonra ne olacak’ diye diisiiniir, ‘Hayatim sona
erdi’ derse calismay1 birakir ve basarisiz olur. Fakat ‘Daha cok calisip bir dahaki
sinavdan iyi not alacagim’ derse ve caba gostermeye karar verirse bir an Once
calismaya baglar ve basarilt olur. ‘Bundan sonra ne olacak?’ sorusuna icinizdeki

radyonun verdigi cevap sizin geleceginizi etkileyebilir’ der.

3) Lider, iiyelerden Tung / Pelin Matematik’ten iic Aldi’ (EK13) adli skecleri
canlandirmalarimi  ister (Seligman, Reivich, Jaycox, & Gillham, 1995).
Canlandirma bittikten sonra lider asagidaki sorular tiyelerle tartigilir:

a) Tung, matematikten aldigi 3’1 nasil degerlendirdi?

b) Siz Tun¢’un hayal ettigi kotii seylerin gercek olacagina inaniyor musunuz?

¢) Sizce Pelin mi yoksa Tun¢ mu ders calismay1 birakir?

Lider, iiyelere ‘Insanlar genelde yasadiklari tatsiz olaylari abartabilirler ve bu
olaylardan c¢ok etkilenebilirler. Baska bir deyisle kotii bir olay oldugunda, hemen
olabilecek en kotii seyi diisiinmeye baglarlar. Ancak yasadigimiz tatsiz olaylarla
ilgili kafamizin icinde olumsuz seyler soyleyerek biiylitmemiz kendimizi kederli
hissetmemize ve problemimizi ¢ozmek icin i¢imizde istek duymamamiza neden
olabilir. Tung ve Pelin’in hikayesinde de benzer durumu gézledik. Tung olay1 ¢ok
fazla abartt1 ve ders calismay1 birakti. Pelin ise daha gercek¢i sonuglara ulasti ve
bir dahaki sefer basarili olmak ic¢in bir plan hazirladi. Sizden kotii bir olayi
abarttiginizda ve o olaydan cok olumsuz olarak etkilenmeye basladiginiz zaman
kendinize su sorular1 sormanizi istiyorum’ der.

1) Olabilecek en kotii sonug ne?

2) Olabilecek en iyi sonug ne?

3) En yiiksek olasilikla ortaya ¢ikacak sonug¢ ne?

4) Lider, asagidaki ornek olayin bulundugu ‘Bundan Sonra Ne Olacak?’ (Ek14)
adl ¢alisma kagidim iiyelere dagitir ve sorular1 cevaplamalarini ister. Daha sonra

her madde grupla tartigilir.
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Ornek Olay: En iyi arkadasin Irem, en sevdigi elbisesini dogum giiniinde giymen
icin sana verdi. Eve geldiginde elbiseyi denemek istedin. Elbiseyi annene
gostermek icin mutfaga gittiginde nasil oldugunu anlayamadigin bir sekilde
elbisenin iistiine annenin yapmakta oldugu pastanin ¢ikolatas: siiriildii. O kadar
yikadigin halde lekeyi c¢ikaramadin. Annende iistiine her zaman bir seyler
doktiigiinii soyleyerek sana kizdi. Bu durumu Irem’e soylemeye korkuyorsun.
Sana ¢ok kizacagini biliyorsun.

a) Olabilecek en kotii sonug ne?

[rem sana cok sinirlenecek ve bir daha seninle arkadas olmak istemedigini
sOyleyecek. Bu olay1 siiftaki herkese anlatacak ve artik kimse seninle arkadas
olmak istemeyecek. Dikkatsizligin yiiziinden arkadaslarindan olacaksin.

b) Olabilecek en 1yi sonug ne?

[rem, sana kizgin olmadigini sdyleyebilir.

¢) En yiiksek ihtimalle olacak sonug¢ ne?

Sanirim sana kizacak ve en sevdigi elbisesini bir daha giyemeyecegi i¢in iziilecek
d) Eger en yiiksek ihtimalle olacak olan durum gerceklesirse, bununla basetmek
i¢in ne yaparsin?

Hargliklarindan para biriktirerek Irem’e elbisesinin aynisindan veya benzerinden
alabilirsin.

Ev Odevi: Lider, tiyelere bos bir ‘Bundan Sonra Ne Olacak Formu?’ dagitir ve
Oniimiizdeki bir hafta icinde kendi yasadiklar1 bir olayr ve olasi sonuglarini

yazmalarini ev ddevi olarak verir.

Onikinci Oturum: Gevseme Egzersizi

Siire: 90 dakika

Amaclar:

e Uyelere olumsuz ic-seslerin yarattigi gerginlikle bas etmek icin
kullanabilecekleri bir yontem 6gretmek

Hedef Davranislar:

Bu oturumun sonunda iiyelerin:

® Olumsuz ig-seslerin viicutlarinda yarattigi rahatsizlikla bas edebilmeleri

beklenmektedir.
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Materyaller: Gevseme Yonergesi (EK15), Gevseme Kayit Formu (EK16)

Siirec:

1) Lider, bir 6nceki oturumda verdigi odevi her bir iiyenin paylagsmasini ister.
Uyelerden 6devlerini toplar ve 6devlerini yapan iiyelere 1 puan verir ve 5 puan

toplayana odiillerini dagitir.

2) Lider, iiyelere ‘Kizdigimizda, korktugunuzda, kaygilandiginizda viicudunuzda
neler oluyor? diye sorar. Bu soruya yonelik cevaplart aldiktan sonra ‘Rahatlamak
icin neler yapiyorsunuz?’ sorusunu yoOneltir ve cevaplarini aldiktan sonra su
aciklamay1 yapar: ‘Korku, kizginlik, kaygi gibi viicudumuzu geren duygularimizi
kontrol altina alabilmek icin kullanabileceginiz yollardan biride gevsemedir.
Gevseme sirasinda diisiinceleriniz sakin ve huzurlu hale gelir. Korku, kizginlik,
kaygiya sebep olan konular unutulur. Beden tepkileriniz degisir, kalp atislariniz
yavaslar ve kas gerginliginiz azalir. Bu nedenle bugiin bedenimizdeki kaslari
gevsetme egzersizlerini ve nefes alma egzersizlerini 6grenecegiz. Boylece gergin
oldugumuz zamanlarda gevseyebilecegiz. Gevsemeyi 0grenmek aynen bisiklete
binmeyi dgrenmek gibi bir seydir. Bunun i¢in ¢alismaniz gerekir. Calistikga daha
kolay gevsersiniz’ der ve yonergeyi uygulamaya baslar (Rapee, Spence, Cobham,

& Wignall, 2000).

3) Lider oturumun sonunda gevseme egzersizi ile ilgili olarak cocuklardan
geribildirim alir.

Ev Odevi: Lider, iiyelere ‘Gevseme Kayit Formu’nu (EK16) dagitir ve
ogrendikleri gevseme egzersizlerini her giin yaparak forma not almalarini ev

odevi olarak verir.

Oniiciincii Oturum: Denemek Miikemmellestirir

Siire: 90 dakika

Amaclar:

¢ Olumlu davranig gelistirmek konusunda iiyeleri etkin bir sekilde isin i¢ine

katmak.
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o Upyelere yasadiklan tatsiz olaylarla olumlu bir sekilde basa ¢tkmay1 6greterek
oz-yeterliliklerini arttirmak

Hedef Davranislar:

Bu oturumun sonunda iiyelerin:

e Yasadiklar1 tatsiz olaylarla olumlu bir sekilde bas edebilme becerisi
gelistirmeleri beklenmektedir.

Materyaller: Kukla, kalem, kagit

Siirec:

1) Lider, bir 6nceki oturumda verdigi odevi her bir iiyenin paylagsmasini ister.
Uyelerden 6devlerini toplar ve 6devlerini yapan iiyelere 1 puan verir ve 5 puan

toplayana odiillerini dagitir.

2) Lider, iiyelere ‘Artik i¢inizde calan hayali radyodan duydugunuz olumsuz
sesleri  (sevmediginiz sarkilar1)) olumlu seslere (sevdiginiz  sarkilara)
doniistiirdiigiiniiz zaman kendinizi daha 1y1 hissedeceginizi ve dogru davraniglar
gostereceginizi biliyorsunuz. Fakat giinliik hayatta bu davraniglar1 gostermekte
zorlaniyor olabilirsiniz. Bugiin bu davramiglart nasil  gosterebileceginizi
ogrenecegiz’ der ve ‘Heyecanlanmadan sinif oniinde dersi nasil anlatabilirsiniz?’
veya ‘Hafta sonunda arkadasinizla birlikte sinemaya gitmek i¢in annenizden nasil
izin alabilirsiniz?’ diye sorar. Uyelerin cevaplarini tahtaya yazar. Boylece, iiyelere
yasanan tatsiz olaylarin ¢oziimiinde birden fazla yontem oldugunu gostermeye
calisir. Lider, listeyi olustururken iiyelerle konusarak karsilasabilecekleri olasi
davranislar1 ve bu davranislarla nasil bas edebileceklerini tartisir. Ornegin: Sinifta
dersi anlatirken birisi giildii. Bu gibi durumlarda neler yapilabilecegi tartigilir.
Boylece iiyeler kendilerine nasil davranildiginin 6énemli olmadigini, yasanilan
tatsiz durumla bas etmenin her zaman bir yolu oldugunu 6grenirler (Hobday &

Ollier, 1998).

3) Lider, iiyelerin karsilagabilecegi durumlar1 canlandirarak onlara model olur.
Ornegin: lider ders anlatan 6grenci, iiyelerden biri ise giilen dgrenci olur. Daha
sonra roller degistirilir. Ya da lider hafta sonu arkadasiyla sinemaya gitmek

isteyen cocuk olur, iiyelerden biri ise anne olur. Daha sonra roller degistirilir.
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Ev Odevi: Lider, iiyelerden yasadiklari tatsiz bir olayi ve olaydan sonra
gosterebilecekleri dogru davranislarin listesini yazmalarini ev 6devi olarak verir.

Firsat olursa bu davranislar1 denemelerini ister.

Ondérdiincii Oturum: Ogrendiklerimizi Tekrarlayahm

Siire: 90 dakika

Amaclar:

e Uyelerin bu oturuma kadar 6grendiklerinin unutulmalarim engellemek icin
Ogrenilenlerin tekrar gozden gecirilmesi.

Hedef Davranislar:

Bu oturumda:

e Ogretilen davranislarin kalic1 olmast igin tekrar edilmesi hedeflenmektedir
Siirec:

1) Lider, bir 6nceki oturumda verdigi 6devi her bir iiyenin paylagsmasini ister.
Uyelerden 6devlerini toplar ve 6devlerini yapan iiyelere 1 puan verir ve 5 puan

toplayana odiillerini dagitir.

2) Lider, iiyelere ‘Duygularimiza ve davraniglarimiza kafamizin icinde calan
radyodan duydugumuz sesler sebep olmaktadir. Bu sesler bazen olumlu
(sevdigimiz sarkilar) bazen de olumsuz (sevmedigimiz sarkilar) olabilmektedir.
Olumsuz sesler bize kendimizi kotii hissettirip ¢evremize kotii davranmamiza
sebep olurken, olumlu sesler ise kendimizi iyi hissedip c¢evremize de iyi
davranmamiza sebep olmaktadirlar. Bu sebeple de kafamizin icindeki hayali
radyoda calan olumsuz sesleri olumlularla degistirmek ¢ok onemlidir. ‘diyerek
teknigin tamami hakkinda son kez bilgi verdikten sonra iiyelere ‘Eger icinizdeki
ses ‘Neden bu olay basima geldi?’ sorusuna cevap veriyorsa, Polis Cemal gibi
davranarak duydugunuz sesin dogrulugunu arastirmali ve bunun yerine
kafanizdaki radyodan duyabileceginiz olumlu sesler yaratmalisimz. Eger
icinizdeki ses ‘Bundan sonra ne olacak?’ sorusuna cevap veriyorsa, olayi felakete
doniistiirmeden en iyi, en kotii ve olma olasilig1 en yiiksek sonuglari diisiinmeniz

gerekmektedir’ der
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3) Lider, iiyeleri iki gruba ayirir. Gruplardan birine ‘Neden bu olay oldu?’
sorusuna cevap verecek bir i¢-ses diisiinmelerini ve bu sesin dogrulugunu
arastiran bir kisinin yer aldigi bir oyun hazirlamalarini, séyler. Diger gruba ise
‘Bundan sonra ne olacak’ sorusuna cevap verecek bir i¢- ses diisiinmelerini ve bu
i¢c-sesin yaratabilecegi en iyi, en kotii ve olma olasilig1 en yiiksek sonuclar1 ve
olmas1 en muhtemel sonucla nasil bag edebileceklerini gosteren bir kisiyi iceren
bir oyun hazirlamalarin soyler.

Neden Bu Olay Basima Geldi?

1) Polis Cemal gibi ol: Yorumunu destekleyen deliller neler?
2) Polis Cemal gibi ol: Yorumuna kars1 olan deliller neler?
3) Hissettigin yeni duygu ne?

Bundan Sonra Ne Olacak?

1) Olabilecek en kotii sonug ne?
2) Olabilecek en iyi sonug ne?
3) Olma olasilig1 en yiiksek sonug ne?

4) Olma olasilig1 en yiiksek sonug gerceklesirse, planim ne?

4) Lider, iiyelerden kafalarinin iginde c¢alan hayali radyoya siirekli
caldirabilecekleri kendilerinde olumlu duygu ve davraniglara sebep olacak slogan
olusturmalarini ister (sevdikleri sarki). Herkes kendi sloganini olusturur.

Ev Odevi: Lider, iiyelere baslarina gelen tatsiz bir olay1 yukaridaki dliitlere gore

degerlendirmelerini ev 6devi olarak verir.

Onbesinci Oturum: Giile-Giile Demek

Siire: 90 dakika

Amaclar:

e Uyelerin grup yasantis1 boyunca 6grendiklerini gozden gecirmelerini ve

e Birbirleriyle vedalagsmalarini saglamak

Hedef Davranislar:

Bu oturumun sonunda iiyelerin:

e Kendileriyle ve birbirleriyle ilgili olumlu i¢-seslere, duygulara ve davraniglara

ve sahip olmalar1 beklenmektedir.
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Materyaller: Boya kalemleri, Kagit

Siirec:

1) Lider, bir 6nceki oturumda verdigi odevi her bir iiyenin paylagsmasini ister.
Uyelerden 6devlerini toplar ve 6devlerini yapan iiyelere 1 puan verir ve 5 puan

toplayana son kez odiillerini dagitir.

2) Lider, iiyelerden 14 hafta boyunca neler 6grendiklerini anlatan bir siir, oykii

yazmalarini veya neler 6grendiklerini gosteren bir resim yapmalarini ister.
3) Lider, eline bir top alir ve topu attig1 iiyenin adini1 soyledikten sonra o iiyenin
begendigi bir 6zelligini sdyler ve oyunun bu sekilde devam etmesini ister. Top

tiim tiyelerin eline gecene kadar oyunu devam ettirir.

4) Lider, tiyelere gizlilik ilkesinin grup siireci bittikten sonra da devam edecegini

hatirlattiktan sonra grubu sonlandirir.
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DUYGU KELEBEGI




EK2

OLAY-IC-SES SEMASI

OLAY

IC-SESIN

1)

2)

3)
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EK 3

Asagida gecen olaylar B (Baslatan Olay) sizin basimiza gelseydi I (I¢-ses, inang)
ve S (duygusal ve davranissal sonuclar) kistmlarini nasil doldururdunuz.

Ornek 1

B (Baslatan Olay): Arkadasina ‘Cumartesi giinii beraber basketbol magina gidelim
mi?” diye soruyorsun ve oda sana gelemeyecegini soyliiyor.

L (G-SESIM ) et e

Ornek 2

B (Baslatan Olay): Arkadasindan yapamadigin bir sorunun c¢oziimiinde sana
yardimc1 olmasini istiyorsun. Isinin oldugunu ve sana yardim edemeyecegini
sOyliiyor.

L (IG-SESIN) . oo

Ornek 3

B (Baslatan Olay): Annen seni ‘Zamanini televizyon karsisinda bosuna gecirmeyi
ne zaman birakacaksin. Biraz da ders ¢alis” diye azarliyor.

L (G-SESIN ). ettt e e

Ornek 4

B (Baslatan Olay): En iyi iki arkadasinin kendi aralarinda konustuklarini ve
giiliistiiklerini goriiyorsunuz. Neye giildiiklerini sordugunda ise ‘bos ver, onemli
bir sey degil’ diye cevap veriyorlar

QL1 1)

Ornek 5

B (Baslatan Olay): Sosyal bilgiler dersinde konuyu anlatmak icin ayaga
kalktiginda sinifta bir giiliisme oluyor

L (IGmSESIN ) oot

S (Duygusal ve davranigsal SONUGIAT): ........ccceeviiiiiiiiiiiiiieeieecee e
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EK4

B-I-S GUNLUGU

B
(BASLATAN
OLAY)

I
(IC-SES)

S
(DUYGUSAL VE
DAVRANISSAL

SONUCLAR)

1)

2)

3)
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EKS5

OLAY-iC-SES-DUYGU-DAVRANIS SEMASI

OLAY IC-SES DUYGU DAVRANIS
(NE OLDU?) (ICINDEKI (NE (NE
SES NE HISSETTIN?) YAPTIN?)
DEDI?)

1) Iki giin sonra
matematik yazilin var.

2) Ece yaninda hizla
gecerken sana carpti.

3) Kirtasiyeden aldigin
kalemin parasini1 6demek
icin beklerken, bir
Ogrenci Oniine gecti.

4) Annene zorla
aldirdigin yeni hirkani
sinifta koydugun yerde
bulamadin.

5) Baban s6z verdigi
halde toplantisinin
oldugunu sdyleyerek seni
sinemaya gotiirmedi.

6) Ogretmenin sana soru
sordu ama o sirada dersi
dinlemedigin i¢in cevabi
bilmiyorsun.

7) Oguz, carsida
yanindan geciyor ama
sana selam vermiyor.

8) Ogretmenin
yapmadigin bir sey
yiiziinden sana kizdi.

9) Meral’den Pazar giinii
sana Tiirkce ¢alistirma-
sin1 rica ettin ama isi
oldugunu soyledi. Pazar
giinii onu ¢arsida gordiin.
10) Sosyal Bilgiler
Ogretmenin konuyu
sinifin Oniinde anlatmant
istedi
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EK6

OLUMSUZ iC-SESLER

1) YANLISTIRLAR

2) DOGRULUGU ISPATLANAMAZLAR

3) ZORUNLULUKLARIMIZ VE IHTIYACLARIMIZDIR.
4) COKKUNLUK, BUNALIM, SIDDET GIBI ASIRI
YOGUNLUKTAKI DUYGULARA SEBEP OLUR.

5) HEDEFLERINIZE ULASMANIZI ENGELLER.

OLUMLU iC-SESLER

1) DOGRUDURLAR

2) DOGRULUGU ISPATLANABILIRLER

3) ARZULARIMIZ, ISTEKLERIMIiZ, UMITLERIMIZ VE
TERCIHLERIMIZDIR.

4) PISMANLIK, UZUNTU, SINIRLILIK GIBI ORTA
YOGUNLUKTAKI DUYGULARA SEBEP OLUR.

5) HEDEFLERINIZE ULASMANIZDA YARDIMCIDIR.
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EK7

HANGIiSi OLUMLU? HANGISI OLUMSUZ?

Asagidaki ic-sesleri dikkatle okuyun ve hangisinin olumlu, hangisinin olumsuz ig-

ses oldugunu bog birakilan yere yazin.

1) Kimse benimle oynamak istemiyor.

9) Annem arkadaslarima gitmeme hicbir zaman izin vermiyor. Eger beni

sevse mutlu olmamui isterdi.
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Ig‘IN\DEKI RADY
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EK9

POLIS KEMAL VE POLIS CEMAL

Oykii’ye annesi bakkala gidip iki tane ekmek almasini soyler. Oykii ‘peki
annecigim’ diyerek kirmizi bisikletine biner ve cok sevdigi Mustafa amcasinin
bakkalina gider. Bisikletini bakkalin 6niine park eder ve bakkala girerek iki tane
ekmek almak istedigini soyler. O sirada bakkala arkadasi Tugba gelir ve sohbete
dalarlar. Tugba’nin yiikii oldukga agirdir ve Oykii Tugba’ya esyalarim bisikletiyle
gotiirmelerini Onerir. Boylece biraz daha sohbet edebileceklerdir. Tugba bu fikri
sevincle kabul eder. Ancak bakkaldan ciktiklarinda Oykii bisikletini biraktigi
yerde bulamaz. Acaba koydugum yeri yanlis m1 hatirliyorum diye her yere bakar
ama cok sevdigi bisikletini hicbir yerde bulamaz. Oykii bisikletini kaybetmenin
verdigi tiziintiiyle aglamaya baglar.

Oykii’niin agladigim goren Polis Kemal yanina gelir ve ‘Ne oldu kiiciik
kiz?, neden aglyorsun?’ diye sorar. Oykii: ‘Az 6nce bakkala ekmek almaya
girdim, bisikletimi de buraya koydum ama simdi onu bulamiyorum. Kaybolmus’
der. Polis Kemal: ‘Sen iiziilme. Ben bisikletini kimin ¢aldigini biliyorum. Bu kisi
Nuri olmal1’ diye cevap verir. Oykii: ‘Vay camna. Bisikletimi kimin ¢aldigin1 bu
kadar cabuk nasil anladimiz’ diyerek saskin saskin Polis Kemal’e bakar. Polis
Kemal: ‘Onemli bir sey degil. Aklima ilk onun adi geldi. Bu ¢evrede bisikletini
calabilecek baska kimse yok. Ben simdi bisikletini ondan alir ve sana getiririm’
der ve hizla gozden kaybolur.

Fakat hikayemiz burada bitmez. Saatler gecmesine ragmen Polis Kemal
ortalarda gozikkmemektedir. Oykii ve annesi karakola gidip Polis Kemal’i bularak
bisiklete ne oldugunu sormak isterler. Karakolda onlar1 gozii pek polis memuru
Cemal karsilar. Oykii ve annesi olanlar1 birde Polis Cemal’e anlatirlar. Polis
Cemal: ‘Ben arkadasim Polis Kemal’e katilmiyorum. Biz polisler aklimiza ilk
gelen kisiyi suclamayiz. lyi bir polis, 6ncelikle siipheliler listesi hazirlar ve daha
sonra hirsizi yakalamak icin delilleri arastirir. Ben ipuglarim ve delilleri
arastirdiktan sonra sana bisikletini kimin c¢aldigindan kuskulandigimi sdylerim’

der ve karakoldan ayrilir.
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Ertesi giin Oykii evlerinin bahgesinde oynarken bir ses duyar ve arkasini
doniip baktiginda Polis Cemal’in kendisine dogru gelmekte oldugunu goriir.
Oykii: ‘Bisikletimi ¢alanin kim oldugunu bulabildiniz mi’ diye sorar.

‘Evet, buldum’ der Polis Cemal. ‘Bende ilk 6nce Nuri’den siiphelendim
ama delilleri arastirdiZimda onun o saatlerde Miizik dersinde oldugunu 6grendim.
Bu da bana onun bisikletini ¢almis olamayacagini gosterdi. Listemdeki diger isim
Omer’di ama aragtirinca onun da o saatlerde internet kafe de oldugunu buldum.
Bu durumda bisikletini ¢alan o da olamazdi. Bende listemdeki diger ismi, yani
Suna’y1r kontrol etmeye karar verdim. Arastirmalarim sirasinda ondan
siiphelenmeme sebep olacak bazi deliller bulmustum. Bunlardan biri, bisikletinin
calindigr yerde iizerinde ‘S’ harfi olan bir kolluk bulmamdi. Ama bunun bir kisiyi
suclamak icin yeterli olmadigin1 biliyordum. Bende arastirmalarimi
derinlestirmeye karar verdim. Suna’nin evine gittigimde annesi bana Suna’nin
okulda katildigr yarismada kazandigi bisikletine binmekte oldugunu soyledi.
Annesine bana verdigin fotografi gosterdim ve Suna’nin kazandigi bisikletin ona
benzeyip benzemedigini sordum. O da bana benzedigini soyledi. Ama ben yine de
Suna’nin dogru soyliiyor olabilecegi ihtimalini atlayamazdim. Bu yiizden okula
gittim ve okulda diizenlenen hicbir yarisma olmadigin1 6grendim. Artik bisikleti
calanin Suna oldugundan emindim. Suna’y1r annesinin soyledigi yerde senin
bisikletine binerken buldum’.

Oykii sevingle ‘Cemal amca siz harika bir polissiniz. Polis Kemal’den
daha zekisiniz. Peki bisikletim nerede onu gorebilir miyim?’ diye sorar. Polis
Kemal: ‘Bisikletin su anda karakolda bulunuyor. Annenle birlikte benimle
gelirseniz sana bisikletini teslim ederim’ der ve {icii birlikte karakola dogru yola

cikarlar.
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EK10
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EKI11

BiSiY GUNLUGU

B (BASLATAN OLAY): Burcu’ya babast bu ay alacagmma s6z verdigi
ayakkabilar1 aybasi geldiginde bu ayda almayacagini soyledi

I (IC-SES): Zaten bana verdigi sozleri hicbir zaman tutmuyor.

S (DUYGUSAL VE DAVRANISSAL SONUCLAR): Babaya karsi ofke
duyuyor

I (RDELEME VE TARTISMA)

Ic-Sesi Destekleyen
Deliller

Ic-Sese Kars: Deliller

Y (YENIi DUYGU VE DAVRANIS)
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EK12

BERK VE ANNESI

Berk: Anne, bu hafta sonu okulca Abant’a geziye gidilecek. Ben de gidebilir
miyim?
Annesi: Bilmiyorum Berk. Bu konuyu babanla konugmaliyim. Kimler geliyor?
Basinizda kim olacak? Ucreti ne kadar?
Berk: Mete ve Kaan geliyorlar. Bizim sinifin basinda Giilay 6gretmen olacak.
Ucret yemek dahil 50 milyonmus.
Annesi: Sana ulasabilecegimiz bir telefon olacak mi?
Berk: Giilay O6gretmen ailelerimizin cep telefonundan arayabilecegini soyledi.
Ama bosuna endiseleniyorsun. Ben c¢ocuk degilim. Kendi basimin c¢aresine
bakabilirim. Arkadaslarimin aileleri ¢cok kolay izin vermis. Sen her zaman boyle
yapiyorsun. Benim eglenceli bir seyler yapmami istemiyorsun? (i-Inanglarimiz ve
i¢-seslerimiz)
Annesi: Konusma bicimin begenmedim Berk. Geziye gitmene izin vermiyorum.
Hem hafta sonu Eymir goliine piknige gidecegiz.
Berk: Oh harika. Ne kadar eglenceli. Herkes Abant’ta eglenirken ben ailemle
birlikte Eymir Goli’nde olacagim. Hafta sonunu iple ¢cekiyorum.
Annesi: Berk, kararimi1 verdim. Abant’a gitmiyorsun.

(Berk odasina gider ve kapiy1 sertce vurur.)

Berk’in i¢-sesi sunlar1 sOylemeye baslar: ‘Anneme cok kiziyorum. Bunu hep
yapryor. Arkadaslarimla birlikte eglenceli bir seyler yapmak istedigimde bana izin
vermiyor. Arkadaslarimin 6niinde beni zor duruma diisiiriiyor. Bir dakika ben de
Polis Kemal gibi davramyorum. Polis Cemal aklina ilk gelen diisiinceye
inanmazdi. Delilleri arastirirdi. Hadi bakalim Berk. Annem eglenceli bir seyler
yapmama izin vermez diyorsun. Bu ne kadar dogru? Gecen hafta arkadaslarimla
birlikte Harry Potter filmini izlemeye gitmeme izin verdi (delil). Ne zaman eve
arkadaslarimi cagirmak istesem kabul eder (delil). Sanirnm gezinin iicreti fazla
geldi. Son zamanlarda annem isten ayrildigi icin zor giinler geciriyoruz (diger bir
diisiince segcenegi). Hem ilk defa ailem olmadan bu kadar uzaga gidecegim ve
geceyi orada gecirecegim. Benim i¢in endiseleniyor olmali (diger bir diisiince
secenedi).

S (Duygusal ve davranigsal sonuglari): Hala Abant’a gidemedigim i¢in {izgiiniim
ama arttk annemden nefret etmiyorum. Hayir demesinin hakli sebepleri
olabilecegini diisiinmek beni rahatlatti. Belki Ozan’in bizimle Eymir Golii’ne
gelmesine izin verir.
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EK13

TUNC MATEMATIKTEN 3 ALIR

Gokhan: Merhaba Tung, nasilsin?

Tung¢: Hi¢ sorma. Cok kotiiylim. Az once matematik sinavindan 3 aldigimi
ogrendim.

Gokhan: Cok iyi bir sonu¢ degil ama fena da sayilmaz. Bir dahaki sinavda
diizeltirsin.

Tung: Dalga m1 geciyorsun. Ne demek fena sayilmaz! Matematikten 3 aldim daha
ne olsun. Sen bunun anlamini biliyor musun?

Gokhan: Hayir, ne anlama geliyor?

Tung: Bunun anlami matematikten hi¢bir zaman 5 alamayacagim ve bu da bu sene
takdir alamayacagim demektir. Bu da bana Anadolu lisesine asla giremeyecegimi
gosteriyor.

Gokhan: Sen neden bahsediyorsun. Sadece bir sinavdan 3 aldin. 5 alip notunu
yiikseltmek i¢in hala sansin var. Biz heniiz 5. siniftayiz. Anadolu lisesi sinavlarina
daha ii¢ y1l var.

Tung: Bos versene. Sen anlamazsin. Benim isim bitti.

PELIN MATEMATIKTEN 3 ALIR

Serra: Merhaba Pelin, nasilsin?

Pelin: Hi¢ sorma. Cok kotiiylim. Az Once matematik sinavindan 3 aldigimi
ogrendim.

Serra: Cok 1iyi bir sonu¢ degil ama fena da sayilmaz. Bir dahaki sinavda
diizeltirsin.

Pelin: Dalga m1 gecgiyorsun. Ne demek fena sayllmaz. Matematikten 3 aldim daha
ne olsun. Sen bunun anlamin1 biliyor musun?

Serra: Hayir, ne anlama geliyor?

Pelin: Bunun anlami matematikten hicbir zaman 5 alamayacagim ve bu da bu sene
takdir alamayacagim demektir. Bu da bana Anadolu lisesine asla giremeyecegimi
gosteriyor.

Serra: Sen neden bahsediyorsun. Sadece bir sinavdan 3 aldin. 5 alip notunu
yiikseltmek i¢in hala sansin var. Biz heniiz 5. siniftayiz. Anadolu lisesi sinavlarina
daha ii¢ yil var.

Pelin: Sanirim haklisin. Biraz fazla tepki verdim. Matematikten 3 almak beni ¢ok
tizdii. Sanirim biraz abarttim. Fakat matematikten tekrar 5 almakta hi¢ kolay
olmayacak. Cok calismaliyim. ikinci sinavimiz var iki hafta sonra. Eger bugiinden
itibaren diizenli ¢alisirsam notumu en azindan 4 yapabilirim. Sinifin ¢cogundan iyi
durumdayim. Hala takdir almak i¢in sansim var. Tesekkiirler Serra.
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EK14

BUNDAN SONRA NE OLACAK?

BASLATAN OLAY : ..o

4) Eger en yiiksek ihtimalle olacak olan durum gerceklesirse, bununla basetmek
icin ne yapabilirsin?



EK15

GEVSEME BASAMAKLARI
1) KASLARI GERMEYi VE GEVSETMEYi OGRETMEK

Once sag kolunu 6ne dogru uzat. Kaslarin gergin ve sikilmis durumdayken
bunu hissetmeni istiyorum. Simdi elinde bir tenis topu oldugunu ve bunu iyice
siktigini diistin. Yumrugunu sikabildigin kadar sik. Bu durumda yavas yavas bese
kadar say.... bir...iki...lig...dort...bes... simdi kollarmn bdyle gerginken neler
hissettigini soyle. Kaslarim nasil hissediyorsun? (Uyelerin siki, kati gibi
sozciikleri bulmalar1 saglanir)

Simdi yeniden deneyelim. Yumrugunu sikabildigin kadar sik. Bu durumda
yavas yavas bese kadar say...bir...iki...lic...dort...bes... simdi kolunu ve
parmaklarin1 gevsek birak. Kollarin pelte gibi asagi diigsiin. Boyle gevsemis
durumdayken kolunu nasil hissettigini soyle. (Uyelerin halsiz, gevsek, yumusak
gibi sozciikleri bulmalar1 saglanir)

Kollarii 6ne dogru uzat ve dylece tut. Simdi kollarin1 sandalyeye daya ve
bedenini yukar1 dogru kaldirmaya calis. Kollarin tamamen gerilmis durumda
olmalidir. Simdi derin bir nefes al, yumrugunu sik ve yavas yavas bese kadar
say...bir...iki...li¢...dort...bes... simdi nefesini birak ve kollarim1 gevset. Gozlerini
kapal1 tut. Kollarini pelte gibi yan tarafa birak. Kollarin kiilge gibi gevsek dursun.
Simdi kollarindaki kaslara odaklan. Kaslarinin gevsedigini hisset. Once sag
kolunu gevset. Simdi de sol kolunu gevset. Her iki kolundaki kaslar iyice
gevsesin. Su anda gerginlik hissediyor musun? Kollarinda gerginlik varsa iyice
gevset. Kollarin tamamen gevsemis olmali. Tamamen gevse, iyice gevse, tekrar
tekrar gevse. Iki kolun birden gevsesin. Gevse. (Bir dakika sessiz kalir). Gevse,
Iyice gevse. (Bir dakika daha sessiz kalir). Cok iyi simdi ona kadar sayacagim.
Bes dedigim zaman gozlerini a¢ ve on dedigim zaman otur.
Bir...iki...ui¢...dort...bes. Simdi yavasca gozlerini ag. alti...yedi...sekiz...dokuz...on.
Simdi yavas yavas dogrul ve gerin. Nasil hissediyorsun? Ne kadar gevseyebildin?

2) BEDENIN GERi KALANINI GEVSETMEK

Simdi basindaki ve yiiziindeki kaslara gecelim. Yiiziinii iyice
burusturmaya calis. Gozlerini, dudaklarini hatta dilini iyice sik. Simdi derin bir
nefes al ve bese kadar tut. Bir...iki...ii¢...dort...bes. Simdi nefesini birak ve yiiziinii
gevset. Gozlerini kapali tut. Yiiziindeki kaslar1 gevsetmeye odaklan. Alnina
odaklan ve iyice gevset. Simdi gozlerine odaklan. Gozlerini ve kaglarini iyice
gevset. Agzint ve dudaklarimi gevset. Dudaklarinda hicbir gerginlik kalmasin.
Dilin gevsek oldun. Simdi tiim yiiziiniin ve basinin gevsek oldugunu diisiin.basin
giille gibi agirlasti. Gevse, tekrar tekrar gevse, daha derinden gevse, tiim yiiziinii
gevset. (Bir dakika kadar bu caligmasin siirdiiriir)

Simdi bedeninizin alt tarafin1 germeye ve gevsetmeye bagliyoruz. Yani
sirttmizi, karnimiz ve bacaklarimizi gevsetecegiz. Simdi kendini bir robot gibi
diisiin. Karin kaslarini iceri ¢ek. Giizel. Bacaklarimi yukar kaldir. Bacaklarini ve
ayak parmaklarini iyice ger. Tag gibi sertlestir onlari. Simdi derin bir nefes al ve
bese kadar tut. Bir...iki...li¢...dort...bes. Agzindan nefes ver ve gevse. Karin
kaslarina odaklan. Karin kaslarin1 gevset. Karin kaslarin yumusacik olsun. Iyice
gevse. Simdi sirtina odaklan. Sirt kaslarini gevset. Sirt kaslarin yumusacik olsun.

186



Iyice gevse. Simdi bacaklarma odaklan. Yukaridan asagiya dogru bacaklarim
gevset. Yavas yavas asagl in. Dizlerini gevset. Baldirlarim gevset. Ayak
bileklerini gevset. Ayaklarin1 ve ayak parmaklarim gevset. lyice gevset. Derin
derin gevset. Tiim gerginliklerin bedeninden asagi indigini ve ayak
parmaklarindan c¢ikip gittigini diisiin. Tiim gerginlikler ayak parmaklarindan ¢ikip
gidiyor. Tiim bedenin pelte gibi gevsek. Seni kaldirip bir camasir gibi yavas yavas
salladigimi diisiin. Kollarin ve bacaklarin gémlek kolu gibi cansiz duruyor.
Boynun iyice gevsemis. Basini tutamiyorsun. Basin one diisiiyor. Iyice gevse.
Derin derin gevse. Bedenindeki tiim kaslar gevsesin. Gevse... gevse... gevse...
gevse... (bir dakika gevsetme calismasini siirdiiriir)

Cok iyi. Simdi yavas yavas ona kadar sayacagim. Bes dedigimde gozlerini
acacaksin. On dedigimde yavasca dogrulacaksin. Bir... iki... ii¢... dort... bes. Simdi
yavasca gozlerini ag... alti... yedi... sekiz... dokuz... on. Simdi yavasca dogrul.
Nasil hissediyorsun? Ne kadar gevseyebildin?

3) TUM BEDENI BiR KEREDE GEVSETMEK

Simdi tiim bedeni bir seferde germeye calisalim. Once beni izle. Derin bir
nefes aliyorum... Yiizimii burusturuyorum... Omuzlarimi kaldirtyorum...
Kollarimi sandalyeye dayiryorum... Karnim iceri ¢ekiyorum... Bacaklarimi yukari
kaldirtyorum. Yumruklarim sikili. Ayak parmaklarim gergin. Bese kadar boyle
duruyorum. Bir... iki... ii¢... dort... bes. Sonra nefesimi veriyorum. Bedenimi
gevsetiyorum.

Simdi sen dene. Once bedenini ger. Derin bir nefes al. Yiiziinii burustur.
Omuzlarm yukari kaldir. Kollarin1 sandalyeye bastir. Karnini ger. Bacaklarini
yukari kaldir. Yumruklarini sik. Ayak parmaklarini ger. Tiim bedenini sertlestir.
Bir robot oldugunu diisiin. Bese kadar boyle kal. Bir... iki... ii¢... dort... bes. Simdi
nefesini birak. Tiim bedenini gevset. Tiim bedeninin yumusacik oldugunu diisiin.
Kiilce gibi birak kendini. Yavas yavas nefes al. Tiim dikkatini gevsemeye ver.
Gevse... gevse... Gozlerini kapat. Sadece gevsemeye odaklan. Kafandaki tiim
diisiinceleri temizle. Higbir sey diisiinme.

Nefes ver ve kollarimi gevset. Kollarindaki kaslar1 gevsetmeye odaklan.
Kollarin pelte gibi yanlara diissiin. Kol kaslarimnin iyice gevsedigini hisset. Once
sag kolunun gevsedigini hisset. Sag kolun tas gibi agirlagsin. Simdi sol kolunun
gevsedigini hisset. Tas gibi agirlagsin. Gevse... Hicbir gerginlik kalmasin... Derin
derin gevse... Her iki kolunu gevset... Gevset... gevset... Simdi basindaki ve
yiiziindeki kaslara odaklan. Nefes ver... Yiiziinii gevset... Gozlerini kapali tut...
Yiiziindeki kaslar1 iyice gevset... Almim gevset... Kaslarin1 gevset... Goz
kapaklarinin agirlagtigini hisset... Yanaklarim ve dudaklarimi gevset... Yiiziinde
hicbir gerginlik kalmasin... Dilini gevset... Tim yiiziiniin yumusacik oldugunu
diisiin... Derin derin gevse... Tiim yiiziinii gevset... gevset... gevset...

Simdi bacaklarina odaklan... Bacaklarin tas gibi agirlassin... Yukaridan
asagilya dogru bacaklarimi gevset... Yavas yavas asagiya dogru in... Dizlerini
gevset... Baldirlarim gevset... Ayak bileklerini gevset... Ayak parmaklarini
gevset... Bedenindeki tiim gerginligin ayaklarima dogru kaydigini ve ayak
parmaklarindan disar1 ¢iktigini diisiin... Seni bir ¢amasir gibi tutup kaldirdigimi
diisiin... Bedenin o kadar gevsek ki her tarafin sallaniyor... Basin 6ne diisiiyor...
Derin derin gevse...
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Simdi karin kaslarina odaklan... Derin derin gevse... Karnin pelte gibi
olsun... Hicbir gerginlik kalmasin... Gevse... gevse... Derin derin gevse... Simdi
sirtina odaklan... Sirtin1 gevset... Derin derin gevse... Tiim sirtinin gevsedigini
hisset. Simdi gogsiinii gevset... Tiim gogsiin pelte gibi olsun... Gevse... gevse...
Yavas yavas nefes al... Yavas yavas nefes ver... Derin derin gevse.

Simdi yine basina odaklan. Tepeden tirnaga kadar hamur gib yumusadigini
hisset... Hicbir gerginlik yok... Tiim kaslarin pelte gibi... Kendi kendine ‘gevse...
gevse... gevse’ de... Derin derin gevse... Almim1 gevset... Kaglarin1 gevset... Goz
kapaklarin1 gevser... Gozlerini gevset... Yanaklarini gevset... Dudaklarim gevset...
Boynunu gevset... Kollarin1 gevset... Gogsiinii gevset... Karnimi gevset... Sirtini
gevset... Bacaklarin1 gevset... Tiim kaslarinin yumusacik oldugunu hisset... Derin
derin gevse...

Tim kaslarin1 gevset. Tim gerginliklerin ayak parmaklarindan c¢ikip
gittigini diisiin... Bacaklarindan asagiya dogru in... Dizlerini gevset... Baldirlarini
gevset... Ayak bileklerini gevset... Ayak parmaklarim gevset... lyice gevsedigini
hisset. Derin derin gevse... Cansiz bir kukla gibi oldugunu ve seni kaldirdigimi
diisiin... Kollarin ve bacaklarin sallaniyor... Basin 6ne diisiiyor... Her tarafin tas
gibi agir... Bedeninde higbir gerginlik yok... Derin derin gevse...

Cok iyi. Simdi yavas yavas ona kadar sayacagim. Bes dedigimde gozlerini
ac. On dedigimde yavas yavas dogrulup otur. Bir...iki...li¢...dort...bes. Simdi
yavasca gozlerini ac... alti...yedi...sekiz...dokuz...on. Simdi yavas yavas dogrulup
otur. Kendini germe... Gevsek kalmaya calis... Nasil hissediyorsun? Ne kadar
gevseyebildin?
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681

GEVSEME KAYIT FORMU

Bu kayit formunu her giin doldurun. Yanitinizi daire i¢ine alin.

GUNLER GEVSEME EGZERSIZi KAC DAKIKA | NE KADAR GEVSEYEBILDINiZ?
YAPTINIZ MI? SURDU?

PAZARTESI EVET HAYIR HiC BiRAZ TAMAMEN
SALI EVET HAYIR HiC BiRAZ TAMAMEN
CARSAMBA EVET HAYIR HIC BIRAZ TAMAMEN
PERSEMBE EVET HAYIR HiC BiRAZ TAMAMEN
CUMA EVET HAYIR HIC BIRAZ TAMAMEN
CUMARTESI EVET HAYIR HIC BIRAZ TAMAMEN
PAZAR EVET HAYIR HiC BiRAZ TAMAMEN




APPENDIX 1

TURCE OZET

BILISSEL DAVRANISCI GRUPLA PSIKOLOJIK DANISMA
PROGRAMININ ILKOGRETIM OKULU OGRENCILERININ
OGRENILMIS GUCLULUK DUZEYLERI VE OTOMATIK
DUSUNCE BiICIMLERI UZERINDEKI ETKISI

Ogrenilmis giicliiliik kavrami, bireyin amaca yonelik davramslarin1 engelleyen
diisiince, duygu, ac1 gibi etkenleri denetim altina almasini miimkiin kilan bugiine
dek Ogrenmis oldugu beceriler olarak tanimlanmaktadir (Rosenbaum, 1983,

1990).

Ogrenilmis giicliiliigiin icerdigi davramslar dort ana grupta toplanmaktadir:

a) Duygusal ve fizyolojik tepkilerle basa ¢cikmak igin kisisel yonergelerin ve
bilislerin kullanilmasi,

b) Planlama, problemi tanimlama, secenekleri degerlendirme ve sonuglar1 tahmin
etme gibi problem ¢cozme stratejilerinin uygulanmast,

¢) Hemen doyumu erteleyebilme becerisi,

d) Bireyin ig¢sel olaylarn erteleyebilecegine dair genel bir inanca sahip olmasi

(Rosenbaum, 1980a, 1983, 1990).

Bireyin kendi davranislarini diizenlemesine iliskin olarak daha énce Kanfer (1970,
1977) ve Bandura (1978) tarafindan gelistirilmis iki model bulunmaktadir.
Kanfer’'nin (1970, 1977) etkilesimsel modeline gore, herhangi bir zamanda ortaya

cikan davranig birbiri ile etkilesen ii¢ de§iskenle aciklanmaktadir. Bu degiskenler;
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durumsal (situational), kisinin kendisinin {iirettigi (self-generated) ve biyolojik

degiskenler olarak adlandirilmaktadir.

Kanfer (1970) modelinde, bireyin kendi davraniglarim1 diizenleme siireci ii¢
asamada olugmaktadir: a) icsel olaylarnt kendi kendine izleyebilme (self-
monitoring), b) i¢sel olaylar1 kendi kendine degerlendirme (self-evaluation), c)

kendi davranislarini pekistirme (self-reinforcement).

Bandura’da (1978a), Kanfer gibi, bireyin kendi davraniglarim1 diizenlemesini bir
etkilesim modeli ile aciklamaya calismis ve Kanfer’de oldugu gibi bu sistemi
giidiileyen olgular {izerinde durmustur. Ona gore insan davranis1 bilissel,
durumsal ve davranigsal faktorlerin etkilesimi sonucu ortaya c¢ikmaktadir.
Bandura’nin (1977) bu model i¢in ortaya attigni ozyeterlilik (self-efficacy)
kavrami, davranisi yonlendiren biligsel yapilardan birini olusturmaktadir. Ancak
bireyin bazi yetenekleri yoksa, beklenti tek basina istenen davranisin ortaya
cikmasinda yeterli degildir. Bu yetenek, Rosenbaum’a (1983) gore Ogrenilmis
giicliiliiktiir.

Yukarida sozii edilen bu modeller davraniglart diizenlemenin giidiisel yoOnii
lizerine odaklanmustir. Ogrenilmis giicliilik kavrami ise bu modellerin bir
tamamlayicis1 gibi islev gormekte ve i¢sel olaylarin kendi kendine diizenlenmesi
siirecinde gereken biligsel becerilere agirlik vermektedir. Bir davranisin
ogrenilmis giicliiliik kategorisine dahil edilebilmesi icin a) i¢sel bir olay tarafindan
baslatilmasi, b) icsel olayin hedef davranisin performansi iizerindeki karistirici
etkilerini ortadan kaldirmasi ya da azaltmas1 gerekmektedir. Bu da i¢sel olaylari
kendi kendine izleyebilme, duygular1 adlandiracak sozel beceriler ve kendi
kendine degerlendirme gibi bazi becerilerin bulunmasi gerekmektedir

(Rosenbaum, 1983).

Ogrenilmis giicliiliigiin, belirli yonleriyle ©Ogrenilmis caresizligin anti-tezi
oldugunu savunan Rosenbaum’un (1983, 1990) goriisii baz1 calismalarla
desteklenmistir. Ornegin, Rosenbaum ve Ben-Ari'nin (1985) yaptiklari bir

calismanin bulgular, 6grenilmis giicliiliik diizeyi yiiksek olan deneklerin diigiik
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olanlara oranla anagramlari ¢ozmek i¢in daha fazla ¢aba sarf ettikleri ve daha
fazla anagram cozdiiklerini gostermistir. Deneyin ilk asamasinda ayni Olciide
basarisizlik yasayan deneklerden yiiksek Ogrenilmis giicliiliik diizeyine sahip
olanlarin, ikinci agamada daha fazla caba gostermeleri, bu deneklerin 6grenilmis
caresizlige kars1 daha direncli olduklarina isaret etmektedir. Bu da biiyiik bir
olasilikla Ogrenilmis giicliiliik diizeyi yiliksek olan bireylerin basarisizligin
yarattig1 stresle basa ¢ikabilmek icin gerekli olan biligsel becerilere daha fazla

sahip olmalarindan kaynaklanmaktadir.

Rosenbaum’un Oz Denetim Modeli

Lazarus ve Folkman’in (1984) stres ve basa ¢ikma kuramini ve Kanfer’in (1977)
tic basamakli kendi kendini diizenleme (self-regulation) modelini temel alan
Rosenbaum (1988, 1990), bireyin kendi davraniglarim1 denetleyebilmesi icin
bircok bilissel siirecten (process regulating cognitions) gegmesi gerektigine isaret
etmektedir. ifade etme asamasinda (representational phase), birey kendi icindeki
veya cevresindeki gercek veya hayali degisikliklere karst duygusal ve biligsel
tepkileri deneyimlemektedir. Bu tepkiler biligsel bir caba gerektirmeden az veya
cok otomatik olarak gerceklesmektedir. Kendini degerlendirme asamasinda (self-
evaluation phase), birey aksakliklara (disruptions) karst verdigi ilk otomatik
tepkilerinin anlamini kendi kendini izleyerek bilingli bir sekilde degerlendirmekte
ve bu aksakliklarin kendi iyiligi i¢in 6nemli olup olmadigina karar vermektedir.
Bu siire¢ Lazarus ve Folkman’in (1984) birincil (primary) ve ikincil (secondary)
degerlendirme kavramlarina benzemektedir. Birincil degerlendirme boyunca,
birey, aksakligin istenilen veya istenilmeyen olup olmadigini degerlendirmektedir.
Eger birey aksakligin kendi iyiligi icin bir sikint1 yaratmadigi sonucuna varirsa,
ilk tepkiler dnemsenmemekte ve birey kendi davraniglarin1 denetleyememektedir.
Eger birey aksakliklarin kendi iyiligini tehdit ettigini hissederse, zararl etkilerini
azaltacak ve olast yararlarimi ¢ogaltacak yollar1 degerlendirmektedir. Bu siireg,

ikincil degerlendirme olarak tanimlanmaktadir (Lazarus & Folkman, 1984).

Kendini degerlendirme asamasinin ikincil degerlendirme siirecinde, birey gelecegi

icin bir takim beklentiler olusturur. Bandura (1977, 1982) insan davranisina
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rehberlik eden iki temel beklentiden bahsetmektedir: Kendine yetme beklentisi ve
sonug¢ beklentisi. Sonu¢ beklentisi, eger birey belirlenen davraniglar1 gosterirse
arzulanan hedefe ulasacagina dair inan¢ olarak tanimlanirken, kendine yetme
beklentisi bireyin kendisini arzulanan hedefe ulagsmak i¢in gerekli olan hareketleri
gerceklestirebilecek  yetenekte degerlendirmesi olarak  betimlenmektedir.
Olaylarin  kendi davramiglarindan  kaynaklandigina ve bu davranisin
degistirilebilecegine  inanan insanlar davranislarini  denetleyebilecekleri

girisimlerde bulunmaktadirlar.

Birey, aksakligin olumsuz etkisini azaltmak i¢in yapabilecegi bir seyler oldugu
sonucuna vardiktan sonra hareket asamasina (action phase) gecer. Lazarus ve

Folkman (1984) bu asamay1 basa ¢ikma (coping) olarak adlandirmaktadir.

Oz Denetim Davranislarinin islevleri

Oz denetim davranislarinin baslica ii¢ islevi oldugunu ileri siiriilmektedir; onaric
Ozdenetim (redressive), yenileyici Ozdenetim (reformative) ve deneyimleyici

0zdenetim (experiential) (Rosenbaum, 1989, 1990, 1993).

Onarict 6z denetim, bireyin amaca yoOnelik davraniglarina miidahale eden
duygularini, acilarmmi, bilislerini  denetleyebildigi davranislart icerir. Bu
davraniglar, aksakliklar1 yeniden diizenler ve bireyin dengeye (homeostasis)
ulagmasina yoneliktir. Diger yandan, yenileyici 6z denetim, bireylerdeki degisim
siirecine rehberlik edecek davranmislart icerir. Bu davranislar, dengeden ziyade
dengesizlige (heterostasis) yol acar. Deneyimleyici 6z denetim ise, biligsel
denetim siirecinin sonuglarinin iistesinden gelerek miizik, sanat, spor gibi keyif
verici etkinlikleri deneyimlemeyi saglayan davranislari igerir. Bu islevin amaci,
Maslow’un (1970) ihtiyaglar hiyerarsisinde iist siralarda yer alan giidiileri tatmin

etmektir.
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Oz Denetim Davramisinin Belirleyicileri

Rosenbaum’un (1990) Oz Denetim modeli, bilissel siireclerin durumsal, fiziksel

ve kisisel belirleyicilerle etkilesim halinde oldugunu ileri siirmektedir.

Durumsal etkenler, bireyin sosyal ¢evresinden aldiklar1 geribildirimlerdir. Geri
bildirimin kalitesi, bireyin davranisinin sonucunu belirler. Geribildirim olumsuz
oldugu zaman, bireyler yan hedeflere ulagsmak icin ¢abalamayi birakirlar ya da
yeni hedefler ararlar. Cinsiyet, yas, aci, yorgunluk, aghk gibi aksakliklarin
kaynagi olan fiziksel etkenler hedefe yonelik davranmiglarin yerine getirilmesini
engellerler. Kisilik 6zellikleri bireyin yasamindaki degisikliklere verdigi tepkiyi,
kendi iyiligi iizerindeki etkisini nasil degerlendirecegini, bas edebilme becerilerini
nasil degerlendirecegini ve bu degisiklikler 1s1ginda davramislarin1 denetlemeyi

nasil planlayacagini belirler (Rosenbaum, 1990).

Otomatik Diisiince

Rosenbaum (1990), 6grenilmis giicliiliigiin ¢evresel veya durumsal ve bireysel
etmenlerden etkilendigini sOylemektedir. Otomatik diisiinceler, Ogrenilmis
giicliiliigiin gelisimini etkileyen bireysel etmenlerden biri olarak goriilmektedir

(Zausniewski, Chung, Chang, & Krafcik, 2002).

Otomatik diisiince, bireylerin bir durumda kendilerine soyledikleri otomatik,
tekrar eden ciimleler olarak tanimlanmaktadir. Psikolojik sorunlar, bireyler tutarli
bir sekilde olumsuz diisiincelere sahip olduklarinda ortaya ¢cikmaktadir (Franklin,
2002).

Cesitli  arastirmalar  yiiksek  Ogrenilmis giicliilik diizeyinin, iiniversite
ogrencilerinde daha az akilct olmayan inanglarla (Rosenbaum, 1980a), okul
cocuklarinda daha fazla olumlu diisiincelerle (Zausniewski, Chung, Chang, &
Krafcik, 2002; Chang, 2004), Afrikali Amerikal1 bayanlarda daha az olumsuz
bilislerle (Zausniewski, Picot, Roberts, Debanne, & Wykle, 2005), diabetli
bayanlarda daha fazla olumlu bilislerle (Zausniewski, Donald, Krafcik, & Chung,
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2002) ve depresyonlu yetiskinlerde daha fazla kisisel inanclarla (Chien, 2005)

iliskili oldugunu dogrulamaktadir.

Bilissel Davramisci Psikolojik Danisma

Bilissel davranis¢i psikolojik danisma, insanlara yardim edebilmek i¢in hem
davranigsal yaklagimlarin hem de bilissel yaklasimlarin dnemine isaret etmektedir.
Biligsel yaklagimlar, davraniglarin bireylerin diisiinceleri ve inanglar1 ile
belirlendigini iddia ederken, davranigsal yaklasim ise ¢evrenin bireylerin
davraniglar lizerindeki etkisine 151k tutmaktadir (Hollon, 1990). Bu iki yaklasimi1
birlestirmekteki amag, tek basina uygulanmasina kiyasla daha etkili ve genis

kapsamli1 bir model olusturmaktir (Southam-Gerow & Kendall, 2000).

Literatiirde yer alan biligsel davranisci modeller arasinda kuramsal ve uygulama
diizeyinde bazi1 farkliliklar olmasina ragmen hepsinin paylastifi bazi temel
varsayimlar bulunmaktadir. Bu varsayimlar sunlardir; a) biligsel etkinlik davranisi
etkiler, b) bilissel etkinlik izlenebilir ve degistirilebilir, c) istenen davranigsal

degisim, bilissel degisim yolu ile saglanabilir (Dobson & Dozois, 2001).

Bu calisma cergevesinde biitiin biligsel davranis¢i yaklasimlar tartismak miimkiin
olmadigini icin, en bilinen biligsel davranis¢1 yaklasim olan Akilct Duygusal
Davranisci1 Psikolojik Danisma (ADDPD) tartisilacaktir. Ciinkii bu ¢alisma igin
gelistirilen Biligsel Davranigs¢i Grupla Psikolojik Danigsma Programi, Ellis’in

ADDPD kuramina ve Beck’in otomatik diisiince kavramina dayanmaktadir.

Akilct1 Duygusal Davramis¢t Psikolojik Danisma’nin (ADDPD) temelindeki
yaklasima gore insanin diisiinceler, duygular ve davranislar olmak {izere {i¢
psikolojik yonii bulunmaktadir. Bu ti¢ yon birbiriyle iliskili olarak goriilmekte, bu
ticliiden birinde gerceklesecek olan bir degisikligin digerlerinde de bir degisiklik
olusturacag belirtilmektedir (Ellis, 1962). ADDPD’ye gore bireylerin diisiince
sistemi, akilci inanglar ve akilc1 olmayan inanglardan olusmaktadir ve akilci

olmayan inanglar kendine zarar verici sonuglara yol agmaktadir. Eger bireylerin
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olaylarla ilgili diistinme bicimleri degistirilirse, olaylarla ilgili daha farkli

hissedecekleri ve daha farkl tepki gosterecekleri kabul edilmektedir (Ellis, 1962).

Walen, DiGuiseppe ve Wessles (1980) ile Walen, DiGuiseppe ve Dryden (1992),
akilct olmayan inanglarin ozelliklerini mantikla tutarli olmamalari, deneysel
olarak dogruluklarinin test edilememesi, dogru olmayan varsayimlara dayanmasi,
bu ifadelerin zorunluluklara dayanmasi, ofke, sugluluk, depresyon gibi uygun
olmayan duygularla sonuclanmasi olarak belirtilmektedir. Akilcr inancglar ise

bunlarin tersi 6zelliklere sahip olan inanglar olarak tanimlanmaktadir.

Ellis (1962, 1994) bu goriisii temel alarak gelistirdigi kuramini baslangicta ABC
kurami olarak adlandirmistir. Buna gore A bireyi harekete geciren olay, C bu
olaym duygusal ve davranigsal sonuglari, B ise A yani bireyi harekete geciren
olayla ilgili inanglar, fikirler ve degerlendirmelerdir. ADDPD’ye gore duygusal ve
davranigsal tepkilere yol agan, harekete geciren olay degil, bireylerin inang
sistemidir. Son yillarda bu model gelistirilmis ve ABCDEF kurami olarak yeniden
adlandirilmistir. Bu yeni siflandirmaya gore D, bireylerle akilci olmayan
inanglar1 degistirmek icin yapilan tartismay1 ve ikna ¢abalarin1 gostermektedir. E,
yapilan danismanin etkisi, F’de miidahaleden sonra ortaya cikan yeni duygulardir

(Ellis, 1994).

Sonug olarak, bu aragtirmada kullanilan Biligsel Davranis¢i Grupla Psikolojik
Danigma Programi, su asamalari izlemistir: a) cocuklarin, duygusal ve davranigsal
sorunlarinin diisiince bi¢imlerinden kaynaklandigimi kavramalari, b) ¢ocuklarin,
olumlu ve olumsuz diisiince bi¢gimlerini ayirt edebilmeleri, ¢) ¢cocuklarin, diisiince
bicimlerini tartismanin 6nemini sezmeleri, d) ¢ocuklarin, alternatif diisiinceler
tiretmenin Onemini kavramalari, e) c¢ocuklarin, yasamlarinda karsilagsacaklari

olumsuz sonuglar1 degistirebilecekleri yollar1 denemeleri.

Baz1 arastirmalar (Simons, Lustman, Wetzel, & Murphy, 1985; Jarret, Giles,
Gullion, & Rush, 1991; Burns, Rude, Simons, Bates, & Thase, 1994), 6grenilmis
giicliiliigiin, farkli sorunlar1 olan bireylerin biligsel terapi veya biligsel davranisct

terapiye verdigi cevabi incelemislerdir. Simons, Lustman, Wetzel, and Murphy
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(1985) ve Burns, Rude, Simons, Bates, ve Thase (1994)’in bulgulari, yiiksek
Ogrenilmis giicliiliik diizeyine sahip bireylerin biligsel terapiden ve bilissel
davranis¢r terapiden daha fazla yararlandigini gosterirken Jarret, Giles, Gullion,
and Rush (1991) yiiksek ve diisiik 6grenilmis giicliiliikk diizeyine sahip bireyler
arasinda bir fark bulamamistir. Bu sonuglar bize bilissel davranis¢i terapilerin
disiik oOgrenilmis giicliiliik diizeyine sahip olan bireylerde etkili olmadigi
bulgusunun pek inandirict olmadigim gostermektedir. Yiiksek Ogrenilmis
giicliiliik diizeyine sahip bireylerin daha fazla gelisim gostermesi baz1 metodolojik

problemlerden kaynaklanmis olabilir.

Arastirmanin Amaci

Bu arastirmanin amaci, “Biligsel Davramis¢ci Grupla Psikolojik Danisma
Programi”nin, ilkogretim okulu 5. simif Ogrencilerinin 6grenilmis giicliilik ve

otomatik diisiince yapilarina etkisini incelemektir.

Arastirmada ayrica, Ogrencilerin O0grenilmis giicliiliik diizeyleri ile otomatik
diisiince bi¢imleri arasindaki bir iligski olup olmadigi, varsa bunun cinsiyete bagl

olarak degisip degismedigi de incelenmektedir.

YONTEM

Bu arastirma betimleyici ve deneysel olmak {iizere iki asamadan olusmaktadir.
Aragtirmanin betimleyici boliimiinde Cocuklar I¢in Oz Denetim Olgegi (C-ODO)
ve Cocuklar Igin Biligsel Uglii Envanteri (C-BUE) Ankara’daki iki ilkogretim
okulunda okuyan 133 erkek ve 108 kiz olmak iizere toplam 241 5. smmf
ogrencisine uygulanmistir. Uygulama sirasinda Ogrencilere arastirmanin amact
aciklanmis ve verdikleri bilgilerin kesinlikle gizli tutulacagi belirtilmistir. 9
ogrenci farkli oOziirlere sahip olduklart icin arastirmaya dahil edilmemistir.
Arastirma geriye kalan 127 erkek ve 105 kiz olmak iizere toplam 232 6grenciyle
siirdiiriilmiistiir. Arastirmanin birinci asamasinda C-ODO puanlarinin medyan
degerleri kesme noktasi olarak kabul edilmis ve medyan degeri 52.5 ve altinda

olan ogrencilerin diisiik 6grenilmis giicliiliik diizeyine 52.5’un iizerinde olan
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ogrencilerin ise yiiksek Ogrenilmis giicliilik diizeyine sahip olduklari

varsayilmistir.

Aragtirmanin  deneysel asamasinda ise ogrencilerin C-ODO ve C-BUE
Olceklerinden aldiklar1 puanlarin medyan degerleri arastirmanin bu asamasina
katilmak icin kesme noktas1 olarak kabul edilmistir. C-ODO medyan degeri 52.5
ve alt1 ile C-BUE medyan degeri 33 ve alt1 olan dgrencilerin “Bilissel Davranisci
Grupla Psikolojik Danigma Programina’ katilmak i¢in uygun olduklar1 goriisii
benimsenmistir. Buna gore 46 O6grenci arastirmaya katilim ol¢iitlerine uygun

bulunmustur.

Denekler

Aragtirmaya katilim oOlciitlerini karsilayan 46 ogrenciden, arastirmaya katilmaya
istekli olan ve ailesinin aragtirmaya katilmasina izin verdigi 27 erkek ve 18 kiz
olmak iizere toplam 45 6grenci bir deney ve iki kontrol grubuna esit sayida olmak

izere yerlestirilmistir.

C-ODO ve C-BUE olceklerinin toplam puanlarina ve alt olcek puanlarina
uygulanan Tek Yonlii Vanyans Analizi li¢ gruptaki deneklerin her iki testten
aldiklar1 ortalama puanlari arasinda program baslamadan 6nce bir fark olmadigini

gostermistir.

Veri Toplama Araclar:

Bilgi Formu

Aragtirma iki okulda yiiriitiildiigli i¢in, gruplarin homojenligini kontrol etmek
amaciyla arastirmaci tarafindan gelistirilen Bilgi Formu deney ve iki kontrol
grubundaki Ogrencilere uygulanmis. Bilgi formunda; anne ve babanin egitim
diizeyi, kardes sayisi, e8itime verilen 6nem, annenin ders caligmasina yardim
etme sikligi, fen- matematik, Tiirkce-sosyal ve resim-miizik-beden egitimi

derslerinde kendilerini ne Ol¢iide basarili gordiikleri, evlerindeki kitap sayisi,
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evdeki imkanlar1 (¢calisma masasi, bilgisayar, oriitbag-internet, gazete-dergi, ayri

oda), bilgisayar kullanma siklig1 sorular1 yer almistir.

Cocuklar I¢in Oz Denetim Olgegi (C-ODO)

Bu olcek, davranis sorunlarina ¢oziim bulmak icin uygulanan kendini denetleme
yontemlerindeki bireysel farkliliklar1 degerlendirmek amaciyla kullanilmaktadir
(Rimon, 1980). 32 maddeden olusan oOlcekte, cocuklar her maddenin kendi
davraniglarint ne kadar tamimladigimi 6’li likert tipi bir dereceleme ile
gostermektedir (5 = kesinlikle bana benziyor, 0 = kesinlikle bana benzemiyor).
Olgekte, 2,4,5,7,10, 11, 14, 15, 16, 23, 25, 26, 27, 28 ve 29. maddeler tersine
puanlanmaktadir. Bu puanlama sekli ¢ocuklarin diisiik veya yiiksek 0grenilmis
giicliiliik diizeyine sahip olduklarini belirlemeyi kolaylastirmaktadir. Yiiksek puan

yiiksek ogrenilmis giicliiliigii gostermektedir.

Olgegin bir de ilk 17 maddesinden olusan kisaltilmis versiyonu bulunmaktadir
(Rosenbaum & Ronen, 1991). Olcek arastirmaci tarafindan Tiirkce’ye
uyarlandiktan sonra gerceklestirilen agiklayic1 (exploratory) ve dogrulayici
(confirmatory) faktor analizleri sonucunda 6l¢egin ‘Olumlu basa ¢ikma becerileri’
ve ‘Olumsuz basa c¢ikma becerileri’ olmak iizere iki faktorden olustugu
saptanmistir. Bu ¢alismalar sonucunda 32 maddelik o6lcekteki 15 madde atilarak
Olcek kisaltilmis formundaki gibi 17 maddelik haline doniistiiriilmiistiir. Fakat
Tiirkce uyarlamasindaki maddeler ile Rosenbaum ve Ronen’in (1991)

uyarlamasindaki maddeler birbirinden farklidir.

Cocuklar igin Depresyon Olgegi ile yapilan 6lgiit bagintili gegerligin diisiik
diizeyde olsa da yeterli oldugu goriilmiistiir. Cronbach Alfa giivenirlik katsayisi
ile hesaplanan olcegin ve alt boyutlarinin i¢ tutarliligina iliskin bulgular ise

Olcegin ve alt boyutlarinin giivenirliliginin yeterli olduguna isaret etmektedir.

Cocuklar icin Biligsel U¢lii Envanteri (C-BUE)
Bu ol¢ek, cocuklardaki biligsel hata egilimini yansitan otomatik diisiinceleri
O0lcmek amaciyla kullanilmaktadir (Kaslow, Stark, Printz, Livingston, & Tsai,

1992). Olgek, cocuklarin kendisine, gelecegine ve diinyaya iliskin diisiincelerini
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tanimlayan ii¢ alt boyuttan olusmaktadir. Her boyutta 12 madde bulunmaktadir.
Her madde i¢in ¢ocuklara (evet, belki, hayir) olmak iizere ii¢ secenek verilmistir.
Fakat arastirmaci tarafindan yiiriitiilen Tiirk¢e’ye uyarlama caligmalar1 sirasinda
bu seceneklerin ¢ok sinirlayict oldugu diisiiniilerek ¢ocuklarin otomatik diisiince
bicimlerini daha dogru belirlemek amaciyla cevaplama bicimi degistirilmistir.
Tiirkgce uyarlamasinda ¢ocuklardan kendilerine, geleceklerine ve diinyaya iliskin
diistincelerini 4’lii dereceleme Olgeginde gostermeleri istenmistir (O = her zaman
dogru, 3 = hi¢bir zaman dogru degil). Olgekte, 1,3,6,7,8,9, 11, 12, 14, 17, 20,
22, 24, 25, 28, 31, 33 ve 36. maddeler tersine puanlamaktadir. Yiiksek puan

olumlu diisiince bi¢imini gostermektedir.

Olgek, Tiirkce’ye uyarlandiktan sonra gergeklestirilen agiklayict ve dogrulayici
faktor analizleri sonucunda Ol¢egin ‘Kendine, gelecegine ve diinyaya olumsuz
bakis agis1’’ ve ‘Kendine, gelecegine ve diinyaya olumlu bakis acis1’ olmak iizere
iki faktorden olustugu saptanmistir. Bu c¢alismalar sonucunda 36 maddelik

Olcekteki 20 madde atilarak ol¢cek 16 maddelik haline doniistiiriilmiistiir.

Cocuklar icin Umutsuzluk Olgegi ile yapilan 6lgiit bagmntili gecerligin yeterli
oldugu goriilmiistiir. Cronbach Alfa giivenirlik katsayisi ile hesaplanan 6lcegin ve
alt boyutlarinin i¢ tutarligna iliskin bulgular ise 0l¢egin ve alt boyutlarinin

giivenirliginin yeterli olduguna isaret etmektedir.

Bilissel Davramsci Grupla Psikolojik Danisma Siireci

Bu arastirmada, 6grencilerin 6grenilmis giicliiliikk diizeyini gelistirmek ve olumlu
otomatik diisiince bi¢imine sahip olmalarin1 saglamak amaciyla “Biligsel
Davranisc1 Grupla Psikolojik Danisma Programi” uygulanmistir. Grup oturumlari
haftada bir kez olmak iizere 15 hafta siirmiistiir. Her bir oturum 90 dakikada
gerceklesmistir. Oturumlar boyunca iiyelere i¢-sesin duygu ve davranislarimiz
tizerindeki etkisi Ellis’in Akilc1 Duygusal Davranis¢r Psikolojik Danigma
yontemiyle acgiklanmisg, rol yaptirilarak, resim cizdirilerek, Oykiiler anlatilarak
veya Oykiiler yazdirilarak iiyelerin ig-seslerini degistirdiklerinde duygu ve

diisiincelerinin de nasil degisecegini gormeleri saglanmugtir.
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Plasebo etkisini kontrol etme amach olarak olusturulan kontrol grubundaki
tiyelerle de esit zaman gegirilmis ve bu iiyelerle yap-boz, adam-asmaca, sessiz
sinema, tombala gibi terapotik etki gOstermeyecegi varsayilan oyunlar

oynanmustir. Kontrol grubuna ise hi¢cbir miidahalede bulunulmamistir.
Verilerin Analizi

Verilerin analizi birka¢c asamada gerceklestirilmistir. Ilk asamada, deneklerin C-
BUE olceginin toplam ve alt dlceklerinden aldiklar1 puanlara, 2 (cinsiyet) X 2
(yliiksek-diisiik  Ogrenilmis  giicliililk) faktorli Coklu Varyans Analizi

uygulanmugtir.

Ikinci asamada, katilimcilarin C-ODO’den aldiklari toplam puanlara ve alt
boyutlarindan aldiklar1 puanlara 3 (deney- kontrol gruplar1) X 3 (6n test-son test-
izleme testi) X 2 (cinsiyet) faktorlii, son faktorde tekrar ol¢iimlii seckisiz deney

desenine uygun varyans analizi deseni uygulanmistir.

Uciincii ve son asamada ise, katilimcilarin C-BUE’den aldiklar1 toplam puanlara
ve alt boyutlarindan aldiklar1 puanlara 3 (deney- iki kontrol gruplar1) X 3 (6n test-
son test-izleme testi) X 2 (cinsiyet) faktorlii, son faktorde tekrar olciimlii segkisiz

deney desenine uygun varyans analizi deseni uygulanmustir.
BULGULAR
Otomatik Diisiince Bicimlerinde Ogrenilmis Giicliiliik ve Cinsiyet Farklar

Cocuklar Icin Bilissel Uglii Envanteri (C-BUE)’nin toplam puanina ve alt
testlerinin ortalama puanlarina uygulanan coklu varyans analizi (MANOVA)
bulgulari, gruplar arasinda [Wilks” A = .888, F (1,225) = 14.330, p < .001,
772 =.112] istatistiksel olarak anlamli farklar olduguna isaret ederken, cinsiyet
[Wilks” A =.999, F (1,225) = .125, p > .05, 172 =.001] agisindan ise anlamli bir

fark olmadigini gostermistir.
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Coklu varyans analizi (MANOV A) sonuglari, testin toplam puaninda [F (1,231) =
28.342, p < .001, 77 =.111] ve kendine, gelecegine ve diinyaya olumsuz bakis
acisina sahip olmak [F (1,231) = 23.314, p < .001, 7 =.093] ile kendine,
gelecegine ve diinyaya karst olumlu bakis acgisina sahip olmak [F (1,231) =
11.504, p < .005, 777 = .048] alt boyutlarinda dgrenilmis giicliiliik diizeyi yiiksek ve

diisiik olan ¢ocuklar arasinda anlamli diizeyde farklar oldugunu gostermistir.

C-BUE’ne uygulanan ¢oklu varyans analizi (MANOVA) sonuglari, testin toplam
puaninda [F (1,231) = .239, p > .05, 7# = .001] ve kendine, gelecegine ve diinyaya
olumsuz bakis acisma sahip olmak [F (1,231) = .222, p > .05, 77 =.001], ile
kendine, gelecegine ve diinyaya karst olumlu bakis acisina sahip olmak [F (1,231)
= .077, p > .05, 777=.000] boyutlarinda cinsiyet farki goriilmedigine isaret

etmektedir.

Bulgular, 6grenilmis giicliiliik diizeyi yiiksek olan 6grencilerin testin toplamindan
(M = 34.83), kendine, gelecegine ve diinyaya olumsuz bakis agisina sahip olmak
(M = 19.38) ve kendine, gelecegine ve diinyaya karsi olumlu bakis acisina sahip
olmak (M = 15.44) alt boyutlarindan yiiksek puan aldiklarina isaret etmektedir.

Bilissel Davramsci Grupla Psikolojik Damsma Programimm Ogrenilmis
Giicliiliik Uzerindeki Etkisi

Aragtirmanin deneysel asamasinda, Biligsel Davramisci Grupla Psikolojik
Danisma Programmmin etkililigini arastirmak icin, deneklerin C-ODO’den aldiklari
toplam ve alt testlerden aldiklar1 puanlara, 3 (deney- iki kontrol grubu) X 3 (6n
test-son test-izleme testi) X 2 (cinsiyet) faktorlii, son faktorde tekrar Sl¢iimlii

seckisiz deney desenine uygun varyans analizi uygulanmistir.

Bulgular, deneklerin C-ODO’den aldiklar1 toplam puanlarda 6n-test, son-test ve
izleme testi arasinda, ne gruplar [Wilks’ A = .529, F (2,42) = .1.820, p > .05, i =
.090], ne de cinsiyet agisindan [Wilks’ A =.557, F (2,42) = .661, p > .05, 7=

.018] anlaml bir fark olmadigin1 gostermistir.
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Benzer bicimde, deneklerin C-ODO’nin ‘Olumlu basa cikma becerileri’ alt
boyutunda On-test, son-test ve izleme testi arasinda, gruplar [Wilks’ A = 215, F
(2,42) = 1.575, p > .05, 17 = .078] ve cinsiyet [Wilks’ A = .369, F (2,42) = 1.016,

p > .05, 177 = .027] acisindan anlamli bir fark bulunmamustir.

Diger bir bulgu, deneklerin C-ODO’nin ‘Olumsuz basa ¢ikma becerileri’ alt
boyutunda On-test, son-test ve izleme testi arasinda, hem gruplar [Wilks” A =
564, F (2,42) =.642, p > .05, 772= .034] hem de cinsiyetler bakimindan [Wilks” A
=.824,F (2,42) =.203, p > .05, 172 =.005] anlaml1 bir fark bulunamamustir.

Sonu¢ olarak, Biligsel Davranis¢c1i Grupla Psikolojik Damisma Programinin
ogrenilmis giicliiliik diizeyi diisiik olan deneklerin 6grenilmis giicliiliik diizeylerini

arttirma da etkili olmadig1 goriilmiistiir.

Biligsel Davramisci Grupla Psikolojik Damisma Programinin Otomatik

Diisiince Uzerindeki Etkisi

Aragtirmanin deneysel asamasinin ikinci adiminda, Bilissel Davranis¢t Grupla
Psikolojik Danigma Programinin etkililigini arastirmak icin, deneklerin C-
BUE’den aldiklar1 toplam ve alt testlerden aldiklar1 puanlara, 3 (deney- iki kontrol
grubu) X 3 (On test-son test-izleme testi) X 2 (cinsiyet) faktorlii, son faktorde
tekrar Olctimlii seckisiz deney desenine uygun varyans analizi deseni

kullanilmistir.

Bulgular, deneklerin C-BUE’den aldiklar1 toplam puanlarda on-test, son-test ve
izleme testi arasinda ne gruplar [Wilks” A = .151, F (2,42) = 2.102, p > .05,
772= .102] ne de cinsiyet agisindan [Wilks” A = .530, F (2,42) = .518, p > .05,

772 =.014] anlaml bir fark olmadigina isaret etmistir.

Deneklerin, C-BUE’niin ‘Kendine, gelecegine ve diinyaya olumsuz bakis acis1’ alt
boyutunda On-test, son-test ve izleme testi arasinda, gerek gruplar [Wilks’ A =

062, F (2,42) = 2.080, p > .05, 7]2 =.101] gerekse cinsiyet bakimindan [Wilks’ A
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= 994, F (2,42) = .007, p > .05, 772 = .000] anlamli bir fark olmadigini

gostermistir.

Benzer sekilde, deneklerin, C-BUE niin ‘Kendine, gelecegine ve diinyaya olumlu
bakis acis1’ alt boyutunda On-test, son-test ve izleme testi arasinda, hem gruplar
[Wilks” A =.326, F (2,42) = 1.099, p > .05, 772 =.056] hem de cinsiyet agisindan
[Wilks’ A= .370, F (2,42) = 1.326, p > .05, 772= .035 ] anlamh bir fark olmadigi

saptanmistir.

Sonu¢ olarak, bulgular Bilissel Davranis¢1 Grupla Psikolojik Danisma
Programinin olumsuz otomatik diisiince bicimine sahip olan deneklerin diisiince

bicimlerini olumluya doniistiirmede etkili olmadigin1 gostermistir.

TARTISMA

Otomatik Diisiince Bicimlerinde Ogrenilmis Giicliiliik ve Cinsiyet Farklar

Bulgular, yiiksek ogrenilmis giicliiliik diizeyine sahip cocuklarin, C-BUE’niin
toplamindan ve alt boyutlarindan yiiksek puan aldiklarin1 gostermektedir. Bu
bulgular gecmiste yapilmis olan caligmalarin  bulgulariyla  tutarlilik
gostermektedir. Ornegin, Zausniewski, Chung, Chang, ve Krafcik (2002),
olumsuz diisiince yapisina sahip cocuklarin, olumlu diisiince yapisina sahip
cocuklarla karsilastirildiginda daha diisiik diizeyde Ogrenilmis giigliiliige sahip
olduklarim gostermistir. Yine, Chang (2004) cocuklarin Ogrenilmis giicliilitkk
diizeyinin olumlu ve anlamli bir sekilde otomatik diisiince bi¢imleriyle iliskili
oldugunu rapor etmistir. Zausniewski, McDonald, Krafcik ve Chung (2002) ise
diabet hastas1 bayanlarda 6grenilmis giicliilik diizeyi ve olumlu bilisn (positive
cognitions) arasinda anlaml bir iliski olduguna isaret etmektir. Bir bagka calisma
bulgusu, Afrika kokenli Amerikali kadinlarin 6grenilmis giicliilik diizeyleri ile
olumlu bilis arasinda bir iliski oldugunu gostermistir (Zausniewski, Picot,
Roberts, Debanne ve Wykle, 2005). Rosenbaum (1980a) ise iiniversite
ogrencilerinin akilc1 olmayan inanclan ile 6grenilmis giicliiliik arasinda olumsuz

yonde bir iligki bulmustur. Chien (2005) bireyin kendine, gelecegine ve diinyaya
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karst olumlu bakis acisina sahip olmasini yansitan olumlu kisisel inanglar ile

Ogrenilmis giicliiliik arasinda anlamli bir fark olduguna isaret etmistir.

Tiim bu bulgular, 6grenilmis giicliilik ve otomatik diisiince bi¢iminin birbiriyle

iliskili oldugunu gostermektedir.

Bilissel Davramis¢1 Grupla Psikolojik Damismanin Etkileri

Aragtirmanin bulgular1, katilimcilarin C-ODO’den aldiklar1 toplam puanda,
‘Olumlu basa ¢ikma becerileri’ alt test puaninda ve ‘Olumsuz basa c¢ikma
becerileri’ alt test puaninda gerek gruplar gerekse cinsiyetler arasinda anlamli bir

fark olmadigini gostermistir.

Ayrica, bulgular, deneklerin C-BUE toplam puanlarinda, ‘Kendine, gelecegine ve
diinyaya olumsuz bakis agisi’ alt test puaninda ve ‘Kendine, gelecegine ve
diinyaya olumlu bakis acis1’ alt test puaninda ne gruplar ne de cinsiyetler arasinda

anlamli bir fark olmadigina isaret etmektedir.

Sonu¢ olarak, Biligsel Davranis¢i Grupla Psikolojik Danigma Programinin,
ogrencilerin Ogrenilmis giicliililk diizeylerini arttirmada ve olumsuz otomatik
diisiince bicimine sahip olan deneklerin diisiince big¢imlerini  olumluya
doniistiirmede istatistiksel olarak anlamli diizeyde etkili olmadig1 goriilmiistiir.
Ancak, bulgular istatistiksel olarak anlamli diizeye ulagmamakla birlikte Cocuklar
Icin Oz Denetim Olgegi'nin (C-ODO) ‘olumsuz basa ¢ikma becerileri’ alt boyutu

haricindeki tiim alt test ve toplam puanlarda bir artis oldugunu da gostermektedir.

Ronen (1994), ikinci ve altinci smif ogrencilerine kendi kendini denetleme
becerileri kazandirmak icin 19 hafta boyunca psiko-egitim programi uygulamistir.
Program, ikinci sinif 6grencilerinde etkili olurken, altinct sinif 6grencilerinde ise
etkili olmadig1 goriilmiistiir. Bu bulgunun ilk agamas1 bu arastirmanin bulgulariyla

tutarli degilken, ikinci agamasi ise tutarlilik gostermektedir.

205



Biligsel Davranis¢i Psikolojik Danisma Programinin etkin olmamasinin bir
nedeni, Ogrencilere kendilerini degerlendirmeleri gereken (self-report) oOlcekler
kullanilmis olmasi1 olabilir. Bu Olceklerin sosyal begenilirlik ve sahtecilik
(fakebility) gibi olumsuz yonleri bilinmektedir. Bu nedenle ilerde yapilacak
caligmalarda diisiik 6grenilmis giicliiliik diizeyine ve olumsuz diisiince bi¢imine
sahip Ogrencileri belirlerken ailelerin ve Ogretmenlerin goriislerinin de dikkate

alinmas1 yararli olacaktir.

Diger yandan, bu tiir ¢calismalarda 6grencilerin program boyunca 6grendiklerini
icsellestirebilmeleri i¢cin zamana ihtiyaclarinin oldugu aciktir. Ancak bu
arastirmada donemin sonu geldigi i¢in ve O0grenciler ii¢ aylik bir tatile girecekleri
icin son test, program tamamlandiktan hemen bir giin sonra verilmistir.
Dolayisiyla dgrencilerin danisma siirecinde 6grendiklerinin ic¢sellestirmeleri icin

yeterli zamana sahip olmadiklar diisiiniilebilir.

Biligsel Davranig¢t  Psikolojik  Danisma  Program’inin  simirhiliklarindan
kaynaklanan bazi nedenler de deneklerin 6grenilmis giicliiliik diizeyinde ve
otomatik diisiince bic¢imlerinde bir gelisme goriillmemesini aciklayabilir.
Rosenbaum (1990), 6grenilmis giicliiliiiin ayn1 zamanda bir basa ¢ikma becerisi
oldugunu soOylemektedir. Fakat bu c¢alismada uygulanan programda zaman
yetersizliginden dolayr basa c¢ikma becerilerinin gelistirilmesine yoOnelik
etkinliklere fazla yer verilememistir. Ayrica program, oldukca didaktik bir
yapidadir. Bu yas grubundaki cocuklar i¢in daha eglenceli, oyunlar iceren bir

programin daha etkili olabilecegi ileri siiriilebilir.

Rosenbaum (1990), Ogrenilmis giicliiliigiin erken yaslarda farkli yollardan
ogrenilen bir beceri oldugunu belirtmektedir. Ogrencilerin diisiik 6grenilmis
giicliilik diizeyine sahip olmalarinin nedeni cevrelerinde kendilerine ornek

olacaklar1 yeterli modellerin bulunmamasindan kaynaklanabilir.

Arastirmadan elde edilen bulgular1 etkileyen onemli bir faktoriin de kiiltiirel
farkliliklar oldugu ileri siiriilebilir. Arastirmaci tarafindan gelistirilen Biligsel

Davranig¢r Psikolojik Danigsma Programi Avrupali ve Amerikali ¢ocuklar i¢in

206



gelistirilmis etkinlikler icermektedir. Ger¢gekten de Ding-Yurttal (1999)’1n yaptigi
calisma akilc1 olmayan diisiincelere sahip olma ile otoriter ana-baba tutumlari
arasinda bir iligki oldugunu gostermektedir. Tiirk cocuklariin genellikle otoriter
ana-babalara ve Ogretmenlere sahip olduklar diisiiniildiiglinde bu ¢ocuklar i¢in
yiiksek ogrenilmis giicliilige ve olumlu otomatik diisiincelere sahip olmanin

oldukca zor oldugu sdylenebilir.

llerde yapilacak arastirmalar igin 6nerilebilecek ve benzer calismalarin etkililigini
artirabilecek Oneriler arasinda, bu tarz programlarin biligsel olarak daha gelismis
yas gruplarindaki ¢ocuk ve ergenlere uygulanmasi, programlarin iceriginde basa
cikma becerilerine daha fazla yer verilmesi, biligsel beceriler yerine basa ¢ikma
becerileri veya 0z denetim becerilerinin kazandirilmasina ¢aligilmast,
katilimcilarin belirlenmesinde ailelerin ve 6gretmenlerin de goriislerinin alinmasi

ve onlarinda programa dahil edilmesi sayilabilir.
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