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ABSTRACT

THE EFFECT OF PEER HELPING TRAINING PROGRAM
ON PEER HELPERS’ PERSONAL AND SOCIAL COMPETENCY

Taskin, Dilanur
M.S., Department of Educational Sciences

Supervisor  : Assoc. Prof. Dr. Zeynep Hatipoglu Stimer

May 2019, 167 pages

The present study aimed to investigate the effect of a peer helping training program
on peer helpers’ personal and social competency. The study, which employed a
matching-only pretest-posttest control group quasi experimental design, was
implemented in a public middle school in Eskisehir. Non-parametric statistical tests
were used to analyze the quantitative data, the results of which revealed that,
subsequent to the implementation of the peer helping training program, the
aggressiveness post-test scores of the experimental group (n=16) were significantly
lower than those of the waiting list control group (n=21). In addition, the
aggressiveness post-test scores of the waiting list control group were significantly
different from their pre-test scores. Finally, the problem-solving post-test scores of
the experimental group were significantly higher than their pre-test scores. Hence, it
can be deduced that the peer helping training program improved the experimental
group participants’ problem-solving skills, while preventing the negative escalation
in their aggressive behaviors. Moreover, the findings of the qualitative data analysis
indicated that students in the training group improved their conflict resolution skills,
communication skills, and prosocial behaviors. The training group participants also

stated that they were satisfied with the training program and recommended their
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friends to participate in the peer helping training program. These findings have been
discussed in terms of the related literature, the implications of the program for school
counseling services have been outlined and finally recommendations have been made

for future studies.

Keywords: Peer helping, peer mediation, conflict resolution, empathy, self-esteem.



0z

AKRAN YARDIMCILIGI EGITIM PROGRAMININ AKRAN YARDIMCILARIN
KiSISEL VE SOSYAL YETERLIKLERINE ETKISi

Taskin, Dilanur
Yiiksek Lisans, Egitim Bilimleri Bolimi

Tez Danigmani : Dog. Dr. Zeynep Hatipoglu Stimer

Mayis 2019, 167 sayfa

Bu c¢alisma, akran yardimciligi egitim programinin akran yardimcilarin kisisel ve
sosyal yeterliklerine etkisini incelemeyi amaglamistir. Eslestirilmis 6n-test son-test
kontrol gruplu yar1 deneysel tasarimi kullanan ¢alisma, Eskischir ilindeki bir devlet
ortaokulunda uygulanmistir. Nicel verileri analiz etmek i¢in parametrik olmayan
istatistiksel testler kullanilmistir; Sonuglari, akran yardimciligi egitim programinin
uygulanmasinin ardindan deney grubunun (n=16) saldirganlik son-test puanlarinin
bekleme listesi kontrol grubundakilerden (n=21) anlamli derecede diisiik oldugunu
ortaya koymustur. Ayrica, bekleme listesi kontrol grubu saldirganlik son-test
puanlart 6n-test puanlarindan anlamli derecede farklidir. Son olarak, deney grubu
problem ¢6zme son-test puanlar1 6n-test puanlarindan anlamli derecede yiiksektir. Bu
nedenle, akran yardimciligi egitim programinin deney grubu katilimcilarinin problem
¢ozme becerilerini gelistirirken, saldirgan davranislarindaki olumsuz artis1 6nledigi
sonucuna varilabilir. Ayrica, nitel veri analizinin bulgulari, egitim grubundaki
ogrencilerin ¢atisma ¢dzme becerilerini, iletisim becerilerini ve olumlu sosyal
davraniglarin1 gelistirdiklerini gostermistir. Egitim grubu katilimeilart ayrica egitim
programindan memnun olduklarin1 belirtmis ve arkadaslarina akran yardimcilig

egitim programina katilmalarini tavsiye etmislerdir. Bu bulgular ilgili alanyazin
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acisindan tartisilmis, okul rehberlik servisleri i¢in programin etkileri belirtilmis ve

son olarak gelecekteki galismalar i¢in onerilerde bulunulmustur.

Anahtar Kelimeler: Akran yardimciligi, akran arabuluculugu, catisma ¢oziimii,

empati, benlik saygisi.
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CHAPTER 1

INTRODUCTION

1.1. Background to the Study

Children are supported and educated by their family from the very beginning of their
life. However, later in life, other children have greater influence on the development
of a child. Especially, peers become more effective with the onset of puberty and
throughout the adolescence years (Myrick, 1997). Aladag (2005) and Tindall (1995)
have stressed that peers are usually the most effective agents in shaping one’s
behaviors. Tindall (1995) has also stated that they may grasp their peers’ problems
more easily, create a more trustworthy impression in the eyes of their peers, and be
more approachable when their peers encounter a struggle. Thus, young people may

become more eager to receive help from their peers.

Previous studies indicated that aggressive actions (Vasquez-Neuttall & Kalesnik,
1987) and interpersonal problems of individuals (Kulaksizoglu, 2011) emerge
especially at middle school years. Uz-Bas (2009) also found that school counselors
reported behavioral problems as the most important problems in primary and
secondary schools. Hence, school counselors need to address these problems in their
schools by using preventive and remedial strategies of the comprehensive
developmental counseling models. Peer helping is one of the strategies of these
programs. According to the ASCA (2015), peer helpers support the counseling
process at school and provide expansion of services, so peer helping is an

indispensable part of the comprehensive school counseling program.

Peer helping programs provide school counselors with the opportunity to handle
certain problems related to low academic grades, the feeling of loneliness, drug
addiction, conflict, and bullying at schools by reaching all students and helping them

1



to acquire basic skills. Myrick, Highland, and Sabella (1995) defined peer helping
implementation as a process in which peer helpers, who are not professional at
mental health services, are taught the basic communication and helping skills via a
specific training program and receive supervision after the training. There are various
forms of peer helping programs based on students’ concerns and undertaken roles,
namely peer tutoring, peer education, peer counseling, peer mentoring, special friend,

peer leader, and peer mediation (Beitel, 1997).

There are several reasons for implementing the peer helping programs in schools.
Firstly, peers are of utmost importance since they can create an environment in
which other students feel a sense of closeness and have a chance to handle their
concerns and to express their emotions. A study conducted with more than 5,000
young people among thirteen nations revealed that if the young people encountered a
problem situation, they would initially choose to receive help from their friends;
subsequently, they would prefer one of their parents, and lastly their teachers
(Gibson-Cline, 1996). Furthermore, pupils may prefer to mention their concerns to
their peers, who also have some common experiences and viewpoints, rather than
mentioning them to an adult (Topping, 1996). They can express their personal and
shameful experiences to their peers (Klein, Sondag, & Drolet, 1994). Thus, students
have a greater influence on their peers’ lives — either formally or informally (Sharp,
2001). Furthermore, Boxford (2006) claimed that school, after the family, is the most
crucial agent in which individuals can socialize with their peers. Schools have a
crucial impact on the development of children and adolescence by educating and
preparing them for adult life (Ogiilmiis, 2006). At schools, students also have the
opportunity to acquire certain skills that shape their personalities besides their

academic performance (Smith et al., 2002).

Nevertheless, some problem behaviors like violence at schools have increased
substantially as it was pointed out in some studies (Akiiziim & Oral, 2015; Ogﬁlmﬁs,
2006). Bullying among pupils has also been found prevalent across various school
environments (Oliver & Candappa, 2003; Salmivalli, 2002; Smith et al., 2008;

2



Tindall, 1995). Moreover, gang problems, aggression, and provocative action, along
with violence and bullying are widespread problems at schools (Tindall, 1995).
These incidents may create negative impressions about the school environments and
deteriorate the learning processes in schools. Besides, high rates of bullying and
violence incidents in schools prevent teachers from delivering effective instruction
and students from learning efficiently (Cowie & Smith, 2010). Furthermore, Tiirk
(2018) stressed that both physical and psychological development of students may be
negatively affected by destructive or violent actions at schools. Thus, aggressive and
violent behaviors in schools are striking issues that need to be dealt with attentively

and effectively.

In a study conducted by Smith et al. (2002), it was reported that students have
difficulty in dealing with and handling disputes constructively if they do not receive
education about the conflict resolution process. Students are probably believed to be
creating problem situations in the eyes of their family, instructors, friends, school
administration, and community in general if they are always inclined to display
aggressive actions in order to solve their disputes. Thus, students need to learn how
to solve their conflicts constructively (Leimdorfer, 1995). In other words, they
should learn to find win-win solutions that satisfy both parties of a dispute
(Schrumpf, Crawford, & Bodine, 1997). Peer mediation, which is a type of peer
helping program, may provide a win-win solution for disputing parties. According to
Johnson and Johnson (2006), there are two main reasons for implementing a peer
mediation program at schools. Firstly, it provides a trustful school environment; and
secondly, students have an opportunity to acquire some fundamental life skills that

they can benefit from both in school and in their daily lives.

As stated by Cowie and Jennifer (2008), peer mediators can be trained on helping
strategies and support their peers who have both emotional and social disturbances.
Moreover, student interaction is of utmost importance since individuals want to be
comforted when felt unhappy, listened to with empathy, and respected; they also

would like to share their feelings (Sharp & Cowie, 1998). Since they are social

3



entities, human beings need to be accepted, need to express their thoughts and
feelings to others, they need to listen and help others, and to solve their interpersonal
problems effectively. To do so, they are supposed to develop the essential social
skills (Yelpaze & Ozkamali, 2015). Additionally, Johnson and Johnson (2006)
mentioned that pupils who lack interpersonal, conflict resolution, and negotiation
skills probably engage in destructive acts. This view also has its roots in a study
which states that one should focus on and question students’ social skills if rates of
violent events in schools increase enormously (Gillespie & Chick, 2001). Besides,
students might suffer from psychological problems, delinquency, and substance use
if they cannot improve their social and interpersonal communication skills (Tindall,
1995). The arguments given above prove that especially primary and secondary
school years are the foundations of social development. As an indispensable part of
social development, pupils can enhance their skills of empathy and communication,
their strategies to handle anger, and their problem-solving skills if they gain conflict
resolution skills (Lane-Garon, 2000). One of the ways to reach these goals is to

implement peer helping programs at schools.

School is also essential for pupils as it is a place where they can develop their coping
strategies and social skills. Thus, they can take responsibility for their own behaviors
by handling disputes on their own (Smith et al., 2002). Peer helping programs can be
applied to provide more supportive and cooperative school environment in which
students take responsibility for their own behaviors. While dealing with interpersonal
conflicts, students are expected to take responsibility both for themselves and others
(Sharp & Cowie, 1998).

Furthermore, empathy is considered to be one of the most crucial components of and
requirements for cognitive and social development (Attili, 1990). Empathic
understanding improves the interaction among people and provides people with more
close relationships. People feel more important when they are understood and
empathized with (Dokmen, 1995). Thus, empathy is required to develop self-esteem
and positive psychological well-being and to construct healthy relationship with

4



others (Yiiksel, 2015). Prosocial behaviors are also greatly affected by empathy
(Eisenberg & Fabes, 1990) and required for developing helping skills. Strayer (1980)
argued that children and adults who have empathic understanding are more prone to
develop helping skills. It was also stated that the person who shows empathy as a

communication skill can become a model for others in time (Hopkins, 2004).

Thus far, empirical findings have indicated that peer helping programs are effective
in various aspects. To begin with its effect on peer helpers, the results of a meta-
analysis study revealed that this program provided peer helpers themselves with the
opportunity to acquire conflict resolution and mediation skills (Johnson & Johnson,
2001Db). Chittooran and Hoenig (2005) also stated that peer mediators can direct their
own lives and resolve their disputes constructively. Related studies in Turkey also
revealed that peer mediation programs improved peer mediators’ self-esteem (Cetin,
Tiirntiklii, & Turan, 2014; Kagmaz, 2011; Tirnikld, 2011), self-confidence
(Kagmaz, 2011; Tirniikli, 2011), empathy skills (Ttrniikli, 2011; Tirniikla et al.,
2009a), conflict resolution skills (Kagmaz, 2011; Tastan & Oner, 2008; Tiirniikli,
2011; Tiirk & Tiirniikli, 2016a), communication skills, relationship with their peers
(Cetin et al., 2014; Kagmaz, 2011; Tirnikld, 2011), social skills (Yildiz, 2017),
constructive problem-solving (Cetin et al., 2014; Koruklu & Yilmaz, 2010; Sezen &
Bedel, 2015), and anger management skills (Sezen & Bedel, 2015). On the other
hand, it significantly decreased peer mediators’ level of aggression (Tirk &
Turntikli, 2016a), destructive behaviors (Koruklu & Yilmaz, 2010), and
interpersonal conflicts (Kagmaz, 2011; Tiirntikli, 2011).

If peer helpers acquire necessary conflict resolution and empathy skills and increase
their self-esteem via peer helping training programs, the school environment and
other students would probably take advantage of this program as well. There are
several empirical studies that support this claim. In terms of the effects of peer
helping programs on other students (peer helpee) and school environment,
Varenhorst (1992) concluded that peer helping programs can be effective for

increasing academic standards, for preventing stress, suicide attempts, loneliness and
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some health related problems such as AIDS, teen pregnancy, addiction, and eating
disorder, and for solving problems caused by cultural bias. According to the survey
conducted by Thompson and Smith (2011), peer helping was found among the most
widespread techniques used to prevent bullying at schools in the United Kingdom. In
addition, Stacey (1996) expressed that peer mediation led to a significant decline in
the frequency of aggressive acts. Further studies reached similar results revealing
that school-based prevention programs, including peer mediation, have great
influence on aggressive behaviors (Wilson, Lipsey, & Derzon, 2003; Wilson &
Lipsey, 2007). Moreover, peer mediation programs improve the school climate,
diminish rates of disposal from the school, discipline incidents, and violence.
Additionally, peer mediation equips pupils with mediation skills, which assist them
to resolve their disputes with their families, siblings, and peers. It constructs the
pupil’s social identity by developing their communication skills, interpersonal skills,
and self-esteem (Sandy & Boardman, 2000). According to Johnson and Johnson

(2001a), mediation skills further promote the society and the world in general.

In summary, as an age appropriate strategy, peer helping programs need to be
implemented in secondary schools to support social skill development, problem-
solving, conflict resolution skills, empathy and self-esteem of peer helpers. It can be
claimed that implementing peer helping programs would prevent violence, bullying,
conflicts, and aggression at school. Since peers have a great influence on one’s life,
they can be role models for their friends as well. Thus, as a starting point, peer
helping training programs can support peer helpers’ personal and social competency
such as conflict resolution and empathy, which in turn can increase their self-esteem

in order to serve as a model for their peers in conflict situations.

1.2. Purpose of the Study

The main purpose of the current study was to examine the effectiveness of the peer
helping training program on middle school peer helpers’ conflict resolution skills

(i.e., aggressiveness and problem-solving), empathy, and self-esteem.



1.3. Research Questions and Sub-Questions

This study aimed to test the effectiveness of the peer helping training program on the

competency levels of conflict resolution skills (aggressiveness and problem-solving

scores), empathy, and self-esteem of peer helpers selected from among 6" and 7"

graders in one of the secondary schools in Mahmudiye-Eskisehir. Accordingly, both

quantitative and qualitative research questions can be stated respectively as follows:

1. What is the effect of a peer helping training program on peer helpers’ conflict
resolution skills (aggressiveness scores and problem-solving skills), empathy,
and self-esteem scores?

1.1. Is there a significant difference between the pre-test scores of the experimental
group and those of the waiting list control group on the Scale for Identification of
Conflict Resolution Behavior including the Aggressiveness and Problem-Solving
Subscales, the Empathy Scale for Children and Adolescents, and Rosenberg Self-
Esteem Scale?

1.2. Is there a significant difference between post-test scores of the experimental
group and those of the waiting list control group on the Scale for Identification of
Conflict Resolution Behavior including the Aggressiveness and Problem-Solving
Subscales, the Empathy Scale for Children and Adolescents, and Rosenberg Self-
Esteem Scale?

1.3. Is there a significant difference between the pre-test and post-test scores of the
experimental group (trained peer helpers) on the Scale for Identification of
Conflict Resolution Behavior including the Aggressiveness and Problem-Solving
Subscales, the Empathy Scale for Children and Adolescents, and Rosenberg Self-
Esteem Scale?

1.4. Is there a significant difference between the pre-test and post-test scores of the
waiting list control group members on the Scale for Identification of Conflict
Resolution Behavior including the Aggressiveness and Problem-Solving
Subscales, the Empathy Scale for Children and Adolescents, and Rosenberg Self-
Esteem Scale?

2. How do the participants in the experimental/training group (i.e., peer helpers)
assess the peer helping training program on the evaluation form?
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1.4. Hypotheses

Based on the quantitative research questions of the study, the hypotheses can be

stated as follows:

1.

The aggressiveness, problem-solving, empathy, and self-esteem pre-test scores
of both the experimental and waiting list control groups will not show a
significant difference before the implementation of the peer helping training
program.

The problem-solving, empathy, and self-esteem post-test scores of the
participants in the experimental group will be significantly higher than those of
the participants in the waiting list control group, whereas the aggressiveness
post-test scores of the experimental group will be significantly lower than those
of the participants in the waiting list control group after the implementation of
the peer helping training program.

The problem-solving, empathy, and self-esteem post-test scores of the
experimental group will be significantly higher than their pre-test scores,
whereas the aggressiveness post-test scores of the experimental group will be
significantly lower than their pre-test scores after the implementation of the peer
helping training program.

The aggressiveness, problem-solving, empathy, and self-esteem post-test scores
of the waiting list control group will not be significantly different from their
pre-test scores after the implementation of the peer helping training program.

1.5. Significance of the Study

Secondary school students do not prefer to mention the bullying they encounter to

their family or teachers (Whitney & Smith, 1993). However, peers can be regarded

as a source of help and support for subjective wellbeing, and students may have the

inclination to choose to talk with a friend when they have problems (Schwartz &

Sendor, 1999; Sharp, 2001) since they are almost in the same age range (Baginsky,

2004). In these regards, peers might have a great influence in the lives of their friends

especially in terms of disclosing and solving their problems during adolescence.



Thus, the peer helping program emerges as an effective strategy to shape individuals’

lives.

Previous studies revealed that peer helping programs are effective for other students
(peer helpees), the school climate, counseling service, and peer helpers. To begin
with its effects on other students in schools, peers may help peer helpees to get rid of
their feelings of loneliness and anxiety, to develop their personality, and to deal
effectively with problems of puberty (Widdicombe & Wooffitt, 1995). Peer helping
can provide peer helpees with personal growth (Dearden, 1998). In addition, bullying
may not be a problem if the student has close friends (Salmivalli et al., 1996) and
those who need assistance or protection can be supported by means of peer helping
(Sharp & Cowie, 1998). Thus, peer helping intervention may provide students who
feel social isolation in schools with support. Related with these gains, peer led
approaches are of utmost importance since students who have difficulty in
socializing, those who are excluded or new to their school, and those who not
attending school for a long time can socialize and adapt to the environment more
easily via the peer support systems (Sharp, 2001). In short, it can be concluded that
peer helping programs support children who have social problems. Additionally, peer
helping programs may improve students’ interpersonal skills such as listening and
empathy in order to help them resolve their conflicts constructively (Baginsky, 2004;
Sharp & Cowie, 1998). Thus, peer helping is influential for the development of
interaction among students and is required for experiencing conflict resolution skills

in vivo at schools.

Furthermore, peer mediation is a type of peer helping and conflict resolution
education program. It may help students to perceive problems as something normal
and as a way to learn and grow. It can be considered more influential than
punishment in developing positive behaviors, and it can improve skills to handle
one’s own problems effectively (Schrumpf et al., 1997). It also provides students
with possible solutions to a problem or conflict; they decide on an action plan among

these alternatives. Moreover, students have the opportunity to become involved in
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disciplinary processes at school and may feel more responsible for the decisions and
agreements made throughout this process. As a result, it is expected that students
develop higher responsibility for their own actions and consequences (Schellenberg,
Parks-Savage, & Rehfuss, 2007). They also improve self-discipline, locus of control,
self-regulation, self-efficacy, and self-management (Thompson, 1996). In short, it
can be stated that peer mediation implementation strengthens individuals since they
have the chance to take decisions themselves about the situations that shape their
lives (Maxwell, 1989).

With regards to its effect on the school environment, in the long run, if peer helping
program is sustained and becomes a part of the school policy, it provides a school
culture in which the control mechanism is shifted from a teacher-oriented structure to
a student-oriented perspective. Moreover, rather than devoting a great amount of
time to dealing with disruptive students in classrooms, teachers need to focus on their
curriculum (Amsler & Sadella, 1987). By means of peer helping programs, teachers
can allocate most of their time to instruction rather than disruptive actions in class
(Hart & Gunty, 1997; Johnson & Johnson, 2001a), and the referral rates of problem
situations to teachers may decrease (Schrumpf et al., 1997; Sellman, 2002).
Furthermore, educators might be more satisfied with their own roles, and the
academic success of the students might increase, whereas the rates of conflicts in
classroom environments might decrease. Although it is not investigated in this study,

peer helping programs may improve students’ academic success in the long run
(Bandura, 1986).

Moreover, since the rates of violence, bullying, and conflicts are currently increasing
in school settings, peer helping programs are needed to reduce violent actions during
break or lunchtime in schools and to contribute to the positive atmosphere of the
school climate (Burrell, Zirbel, & Allen, 2003; Lane-Garon & Richardson, 2003;
Welsh, 2000). It also decreases rates of bullying incidences (Lines, 2005; Palladino,
Nocentini, & Menesini, 2012), aggression, vandalism, absenteeism, and dropout rates
within schools (Bowman & Myrick, 1987; Myrick & Folk, 1999; Schrumpf et al.,
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1997). Besides, some behaviors of students, like dismissal from school and
expulsion, decrease (Bell, et al., 2000). The most influential technique to diminish
bullying rates at schools was defined to be a program which includes the
involvement of peers and in which the whole school is informed about the general
rules of the implementation (Lee, Kim, & Kim, 2015). Additionally, peer helping
programs make the school district safer (Hart & Gunty, 1997) and more beneficial
(Cowie & Smith, 2010), and support understanding among students, teachers, and

others in the school culture (Schrumpf et al., 1997).

In general, there is an increasing demand for violence prevention programs at schools
to handle aggression, bullying, and other destructive behaviors; while improving
fundamental life skills such as empathy, self-esteem, and self-regulation. These
might require great time and energy for school counseling services. Furthermore,
regarding preventive strategies, modern counseling programs expect that school
counselors should improve students’ personal, social, and academic
growth/development. However, since there is a great demand for counseling and the
resources are limited, school counselors might experience difficulty themselves in
meeting students’ needs. Thus, they might need the support of the administration,
teachers, parents, and other students. Since peers prefer to receive help from their
friends and peer helpers can provide support for daily problems, school counselors
might choose peer helping programs as a preventive strategy in secondary school
level (Foster-Harrison, 1995). Uysal and Nazli (2010) also suggested that peer
helping should be perceived as a requirement at schools since the number of school
counselors cannot meet the needs of both students and schools. After receiving
effective training and supervision, peers might provide their friends with support as
helping agents and construct a powerful connection between other students and
school counselors (Aladag, 2005; Downe, Altmann, & Nysetvold, 1986). Hence,

peer helping intervention has developed and drawn more attention recently.

In terms of the effect of peer helping training programs on peer helpers, studies in the

available literature have revealed that peer helpers benefit from the advantages of
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training programs, namely by improving their communication (Tastan, 2004) and
interpersonal skills (Nazli, 2003), developing some skills such as leadership,
becoming acquainted with oneself and others, developing self-efficacy, and
enhancing academic performance and positive attitudes toward school (Bowman,
1986; Myrick, 1997). They are also found to attach importance to and enjoy the
program (Bowman & Myrick, 1987). Peer mediation programs are also revealed to
improve peer mediators’ responsible actions, make them feel socially useful, and
increase their social skills, and willingness to help (Smith & Sharp, 1994).
Furthermore, peer mediators defined the school as a more reliable and advantageous
place and significantly used several methods to resolve disputes (Cassinerio & Lane-
Garon, 2006). Additionally, peer helpers state their satisfaction with the program
(Tastan, 2004), improve their level of self-confidence and prosocial behaviors, and
start to consider others more (Cowie & Smith, 2010). Furthermore, conflict
resolution and peer mediation improve peer mediators’ empathy, communication,
anger management skills, interaction with peers, self-esteem, self-efficacy, and a
perspective which is against violence (Tirniiklii & Cetin, 2015). Peer mediation is
stated as one of the programs through which individuals can develop their conflict
resolution skills and levels of self-efficacy can be enhanced (Klepp, Halper, & Perry,
1986). In general, peer mediators can learn how to provide help to others and how to
resolve conflicts with a win-win solution, and develop their empathy, self-regulation,
and self-esteem. Therefore, as supportive resources and effective role models, they
can help their friends resolve their conflicts constructively and can model conflict
resolution skills and empathetic attitudes as well.

In the present study, the effect of the peer helping training program on peer helpers
in a secondary school were tested empirically. In this respect, researchers or school
counselors can take precautions against the challenges met during the training
process, benefit from the recommendations and methods found effective in the
current study to plan and implement their own studies and modify their training
program in future research. Thus, it is assumed that the peer helping training program

used in the study will provide support for the implementation of peer helping models
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in Turkish schools. As part of the comprehensive counseling model, peer helping
programs might support school counselors and students, and might work as a
preventive strategy to equip students receiving peer helping training with some

fundamental life skills.

1.6. Definition of Terms

Peer Helping: Peer helping is defined as interpersonal helping behaviors provided
by nonprofessionals who assumed a helping role with others (Tindall, 1995). It
begins with the training of the peer helpers or the peer facilitators, followed by
provision of supervision. Peer helpers support other students in academic and social
areas in order to help them clarify their opinions and feelings, to find possible
solutions, to provide a supportive environment, and to find alternatives (Myrick et
al., 1995).

Peer Helping Program: Peer Helping Program is an implementation to choose,
educate, and supervise the peer helpers so as to make them competent in supporting
peers (Tindall, 1995). In the present study, peer mediation was selected as an
appropriate type of peer helping program to train and supervise peer helpers in
helping skills and problem-solving steps. The peer helping training program used in
this study was developed by Uysal and Nazli (2010) to train peer helpers for their
roles as special friends and special assistants at middle schools. In the present study,
it was aimed to train peer helpers in their roles, communication skills, basic helping
skills, advanced helping skills, ethical principles and boundaries of peer helpers

(referral process), problem-solving steps, and effective studying techniques.

Peer Helper: Peer helpers are regarded as non-paraprofessionals who are trained in
communication skills. They may help professional counselors or may provide

services independently (Tindall, 1995).

Peer Helpee: Peer helpee can be defined as the person who receives support from
peer helpers (Tindall, 1995).
13



Peer Helping Professional: These individuals assume roles during the
implementation in order to educate, supervise, and assist peer helpers and manage
the program (Tindall, 1995).

Conflict Resolution: Conflict resolution is defined as a process through which
disputes can be converted into mutual agreements. One of the aims of the Peer
Helping Program is to equip pupils with the essential skills to resolve their problems

without behaving aggressively (Jones, 2004).

Aggressiveness: Aggressiveness is a way of conflict resolution behaviors and
explained as an inclination or behavior through which people prefer violent actions
and assault to solve disputes rather than trying to talk about and resolve conflicts
(Uysal, 2006).

Problem Solving: Problem solving is a method of conflict resolution and is defined
as the method by which disputing parties cooperatively resolve their conflicts

without blaming or harming each other (Uysal, 2006).

Empathy: Empathy can be defined as an affective responsiveness to emotional state

of another person and as affective perspective-taking (Feshbach, 1987).

Self-Esteem: Self-esteem is defined as a person's feeling of self-worth (Rosenberg,
1965).
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CHAPTER 2

LITERATURE REVIEW

In this chapter, development of the term “peer helping”, theoretical foundations of
the peer helping programs, distinct types of peer helping programs, peer mediation
program and its connection with conflict resolution education programs, the results
of the previous studies investigating the effectiveness of peer helping programs for
school environment, other students, and peer helpers, the effectiveness of peer
mediation programs in Turkey, and summary of the literature review are presented.
In addition, the details of the peer mediation program are also presented since it was
decided to implement peer mediation as a type of peer helping programs in the

current study.

2.1. Development of the Term “Peer Helping”

The founding of Alcoholic Anonymous in 1935 was become the first model of peer
helping program. Throughout the end of the 1960s, paraprofessional helping
movement developed and was called as a “revolution” in the mental health service.
In many organizations (i.e., prisons, schools, hospitals etc.), even though not
receiving training, lay helpers started to support their working environments within

the helping professions (Pitts, 1996).

At the end of the 1970s, nonprofessional helping movement has developed especially
in the field of education as peer counseling in groups for the students with low
academic achievement. In every settings of helping professions, counselors have
started to use this recent term “peer counselor” instead of the term paraprofessional.
Also, peer counseling has started to be regarded as a crucial resource for school

counseling services. Most of the previous research related to the peer counseling
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investigated the effect of peer tutoring especially on academic performance of the

college students (Downe et al., 1986).

Later in 1980s, peer helping movement changed its direction toward more affective
and interpersonal issues rather than academic problems (Downe et al., 1986).
Furthermore, in 1978, the American School Counselor Association (ASCA)
recommended that peer counseling should be implemented as part of the school
counseling services (ASCA, 2015). In 1984, the ASCA position statement used the
concept of peer facilitators instead of peer counselors (Myrick et al., 1995). Myrick
(1997) also stated that the term peer facilitator has been used since it exactly
describes the limited roles of peers in the helping process. Subsequently, National
Peer Helper Association (NPHA), an organization established in 1984, accepted the
term peer helping in 1987 as an appropriate term since it reflects the exact meaning

of this implementation (as cited in Aladag, 2005).

Additionally, Sharp and Cowie (1998) stated that the terms like peer helpers and peer
facilitators were preferred rather than peer counseling which may mean more clinical
practices. Also, instead of using the term peer counseling, the term peer support has
also started to be used in order to prevent any possible dilemma about the
professional counseling process and involved befriending and peer mentoring.
Myrick and Folk (1999) also recommended the usage of the term peer helping
program as suitable concept.

The ASCA position statements related to the peer helping were regularly reviewed in
1984, 1993, 1999, 2002, 2008, and 2015. In the last revision of the ASCA position
statement (2015), “peer support programs” or “peer helper” were used and it was
also presented that peer support programs improve the effectiveness of the school
counseling services by expanding students’ awareness of counseling process. Nazli
(2016) also mentioned that although there exists various names such as peer tutors,

helping hands, peer supporters, peer counselors, peer facilitators, and peer educators
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in the literature, the terms “peer helping” and “peer facilitator” are the most

preferred.

Moreover, for Tobias and Myrick (1999), nonprofessional helping movement has
started as an implementation prevalent in high schools and universities, and later it
emerged in primary education settings. According to Cartwright (2005), peer
mentoring has emerged in Canada and in the USA during the 1970s, whereas the
peer counseling and peer mediation models in Europe have been applied in the mid-
1980s mostly for educational aims. It was also mentioned that in order to support
emotional, social, and academic development of children; to give them opportunity
for self-actualization; to develop empathy and problem-solving ability instead of
referring problems directly to educators, peer support systems might have been
preferred in schools. Cartwright (1996 as cited in Cartwright, 2005) also said that to
prevent bullying and provide stress-management, peer support programs are
implemented in schools. In addition, Tindall (1995) stated that peer helping programs
can be applied in elementary, middle, and high schools and in higher education.
These programs have also started to be effective for specific populations such as

elderly, disabled, hospital patients, prisoners, veterans, parents, and business people.

All in all, school counselors need supports of teachers and other students as the
number of students has been increasing at schools. Thus, peer helping emerged as
one of the developmental counseling models which aim to reach all the students at
school and teach them some fundamental life skills. Peer helpers are students who
take part in the peer helping program to provide supervised assistance to other
students in schools (Myrick, 1997).

2.2. Theoretical Framework

After reviewing the related literature about peer helping, it was realized that peer
helping programs are not based on a specific theory; however, some theories are used
to explain peer helping program regarding the purpose of the study in different
research. In general, these theoretical approaches can be used to explain the reasons,
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principles, and psychosocial process of peer helping and might be associated with
peer helping relationship or with peer helping training programs. Additionally, the
aim of taking a particular approach as theoretical explanation in the studies is not to
test its effectiveness, but to discuss its contributions. Thus, in any research related to
the peer helping, theoretical approaches are decided regarding the aim of that specific
study (Aladag & Tezer, 2007).

Aladag (2005) stated that peer helping interventions need theory-based explanations,
and one or more theory can be selected to lay the foundation of these programs.
However, it is somewhat difficult to attribute the peer helping program to just one
single theory. In the relevant literature, some theories have been presented as
explanation of peer helping programs regarding the types and aims of these
programs. In this regard, in order to explain the development and foundations of peer
helping programs, the most preferred theoretical aspects can be mentioned as
follows: firstly, according to Aladag and Tezer (2007), and some other researchers
(Aladag, 2005; Frost, 2012; Kolan, 1999) peer helping programs can be based on
developmental theories; secondly, social learning theory is another theoretical
framework used to clarify the roots and aims of the peer helping programs (Aladag,
2005; Cardoza, 2013; Noaks & Noaks, 2009; Poortvliet & Darnon, 2014); lastly, in
some studies (Cardoza, 2013; Kolan, 1999), social interdependence theory was

presented as theoretical perspective especially related to the peer mediation program.

2.2.1. Developmental Theories

Peer helping program is mostly dependent on developmental theories, firstly Piaget’s
stage theory about children’s cognitive development. According to Piaget (1983)
children realize that they need schemas and categories to grasp the environment and
the world around them. Through their experiences, they might need to accommodate
new information into new thoughts and opinions. Berger (1994) also claimed that if
individuals’ former way of responding no longer works, they construct new cognitive

structures to handle novel and troublesome situations. While teaching students new
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behaviors such as conflict resolution skills, they also experience cognitive

restructuring in classrooms.

With the onset of adolescence, close friends become highly important for
adolescents’ psychological development and their well-being. Friendship also meets
some social needs in a person’s life such as secure attachment, intimacy, and social
acceptance. Satisfying these needs is required to support individual’s emotional well-
being. Also, friendship improves peers’ personal-worth and they need each other
more to fulfill these basic needs throughout the developmental process (Sullivian,
1953). Furthermore, Myrick and Folk (1999) stated that before mentioning their
problems to their families, teachers, or school counselors, adolescents first choose to
disclose their feelings and concerns to their peers. They believe that their peers
understand them since they share similar experiences, so they listen to each other

more willingly and model each other’s behaviors.

According to Aladag (2005), developmental psychology and the roles of peers in an
individual’s life construct the roots of the peer helping. Especially, in order to
explain the needs for and effects of peer interaction during adolescence,
developmental psychology might have been needed. Particularly, regarding the five
stages of psychosocial development, Erikson (1968) concluded that friendship is an
important factor through the process of identity development and the feeling of
identity provides a sense of well-being. Also, it was stated that the more peer
relationships broaden, the more opportunity to test the self-concept. Furthermore, in
every phrase of life, peers impact individuals’ personal, emotional, and social
development. Adolescents believe that adults have difficulty in understanding or
appreciating some of their thoughts and concerns, so they mostly affected by their
peers. Getting approval from and belonging to peer groups are of utmost importance
(Santrock, 1997). Tate (2001) also stated that during adolescence, peers affect the

development of students’ problem-solving skills.
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By means of peer helping program which educates peers about -certain
communication skills, it is aimed to make this natural helping relationship occur
among friends more effectively (Myrick et al., 1995). In some studies, it was
concluded that peer helping is effective and improve students’ friendship skills
(Cetin et al., 2014; Kagmaz, 2011; Myrick & Folk, 1999; Tirntkli, 2011; Uysal &
Nazli, 2010). It was also pointed out that if they could not improve these abilities, the
rates of offensive actions, addiction, and psychological disorders might increase
(Tate, 2001). In conclusion, peer helping programs can be described as preventive
and developmental programs, as an example of psychological education, which help
individuals to undergo healthy developmental processes and improve the role of

peers in their lives (Foster-Harrison, 1995).

2.2.2. Social Learning Theory

In Bandura’s Social Learning Theory, cognitive factors throughout the process of
learning and performing are important. He stressed the importance of observational
learning as the corner stone of one’s personality development. Individuals probably
model behaviors of those who are more alike them (Bandura, 1977). It is also easier
to model a behavior performed by peers who undergo similar or close social,
physical, and cognitive development rather than copying the behaviors of an adult
(Downe et al., 1986). Moreover, Aladag (2005) assumed that students with high self-
esteem may become a better model for their peers and those with high self-
acceptance might accept others and give them opportunity for modeling.
Additionally, Noaks and Noaks (2009) stated that peer helping interventions can be
helpful for modeling desired behaviors and in return decrease delinquency among
pupils. They claimed that social learning theory also shaped the peer mediation with
its perspective that modeling the expected behaviors can decrease the likelihood of

delinquent actions.

In that perspective, Bandura (1986) also pointed out that people construct their

identity by monitoring others’ behaviors and feelings and by modeling them rather

than just by imitating. According to Cardoza (2013), especially the roots of peer
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mediation training program are based on social learning theory. With the
implementation of this program, pupils may acquire the essential skills to resolve
conflicts by observing peer mediators, modeling them, and applying the skills when
needed. In short, it can be said that learning through observing constitutes the basis

of the peer mediation process.

Maxwell (1989) also stressed the importance of social learning theory which
supports the idea that students can learn some skills, resolve their own disputes, and
develop their relationships without the help of adults by means of conflict resolution,
mediation, and mentoring methods. Besides, it was emphasized that peer mediation
program is based on social relationship and cognitive process to resolve conflicts
successfully. It is perceived as a social-cognitive process. Thus, it is also supported
that students perceive their peers as friends rather than seeing them as opponents if
the peer mediation program helps the disputing parties to manage their conflicts
(Johnson & Johnson, 2006). Also, Bandura (1986) stressed the importance of
cognitive development, which is also regarded as a part of peer mediation education
(Cardoza, 2013). It aims students to acquire problem-solving and mediation skills to
resolve disputes as parts of the cognitive improvement. To conclude, students can
acquire conflict resolution and problem-solving skills through observational learning

which is defined as an essential theoretical explanation of the peer mediation.

2.2.3. Social Interdependence Theory

It is believed that peer mediation has been forthrightly shaped through the social
interdependence theory (Johnson & Johnson, 2001a), which stresses the point of
view that conflict is a natural phenomenon in a person’s life and the resolution
process can be affected by the feature of social interdependence. As a result, if
disputing parties try to decide on a satisfying agreement cooperatively and find
effective solutions for the benefit of both parties; conflicts are managed
constructively and their relationships improve. On the other hand, in a competitive

environment, students cannot reach a constructive and useful resolution (Deutsch,
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1973; Johnson & Johnson, 2001a). Thus, cooperation is found essential for

constructive peer mediation (Deutsch, 1973).

Deutsch (1973) also mentioned that conflict is an inevitable fact during one’s life, so
the aim should be to resolve it constructively rather than avoiding all conflict
situations. Conflict resolution process can be also affected by one’s selection of
competitive or cooperative manner. If people resolve conflict in a constructive
manner, they would probably decide on mutually satisfying agreement and rapport
among them would be enhanced. They reach the solution through constructing
empathy, discussing an agreement, and deciding satisfying steps for both parties.
Thus, it supports democratic view, caring, and improvement. To implement an
effective conflict resolution process, disputing parties need to follow four steps;
constructing a safe and confidential rapport among disputing parties, deciding to use
efficient problem-solving strategies, reaching a mutual agreement by undergoing a
group process, and acquiring the essential knowledge about the problems. Also,
Deutsch (1973) stated that during the conflict resolution education, pupils should
implement the learned skills. Learning about just theoretical part of conflict
resolution is not sufficient, it is also fundamental to practice the skills. Furthermore,
the social-cultural context in which students live is of utmost importance and should
be paid attention during the implementation of these skills. They also need to get
feedback about their usage of skills. Thus, after receiving the required training and
supervision, and while providing the learned skills, implementing peer mediation

program in a cooperative school setting would probably enhance its effectiveness.

2.3. Distinct Types of Peer Helping Programs

Peer helping programs can be classified into two categories based on their aims: first,
it may contain emotional support (befriending, mediation / conflict resolution, and
counseling-based approaches); and second, it may include education and information
giving (peer tutoring, peer education, and mentoring) (Cowie & Wallace, 2000).
Correspondingly, Aladag (2005) stated that peer helping is an umbrella term that
contains all types of peer implementations such as peer tutoring for academic
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development; peer mediation for conflict resolution; peer counseling for one-to-one
helping; and peer education for informing others about health-related issues such as
AIDS, addiction or pregnancy. Likewise, Tayli (2006) stated that special friends,
peer leaders, resident counseling, and orientation as the other types of peer helping.
Peer tutoring can be defined as a program in which students are educated to help
their peers with low academic achievement or learning disability. Peer counseling is
defined as one to one counseling through which students suffering from some
problems prefer to share their problems with their peers. Resident counseling aims to
provide students who live in dormitories information about the conditions there and
to help them construct required relationships. Peer leaders are needed to help school
counselors to carry out some projects at school while special friends are trained to
support and help those who feel alone and excluded to develop their friendship skills
(Tayl1, 2007, as cited in Nazli, 2016). Sharp (2001) defined the term befriending as a
process in which those who feel isolated are included in groups in the playground.
For instance, one school constructed a technique named as friendship bus-stop which
peer befrienders help those sitting lonely under the bus-stop sign to participate in
groups. Circle of friends is another technique used to improve social involvement in

peer groups (Newton, Taylor, & Wilson, 1996).

Peer educators give educational information to and plan support programs for
students mostly on college campuses (Brack, Millard, & Shah, 2008). In a study
conducted by Badura et al. (2000), the results showed that after the implementation
of peer education training, peer educators acquired more leadership skills, relevant
information to educate their peers, and information about some health behaviors.
Another study found that peer education training improved students’ self-confidence
and their self-expression (Backett-Milburn, & Wilson, 2000).

Furthermore, peer mentoring can be defined as a program in which older students
support new comers about required information, general school policy and
procedures (Tayli, 2007, as cited in Nazli, 2016). According to Cartwright (2005),
peer mentoring can be provided in two ways at schools; buddy system through which
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trained older students are matched with new students to inform them about school,
and another type requires constructing rapport, resolving conflicts by listening one or
two mentees. These two mostly overlap. James, Smith, & Radford (2014) stated that
peer mentoring in general aims to support mentees who need help in some points
such as private or interpersonal issues and school adaptation. Karcher (2009) defined
the cross-age mentoring as a developmental approach through which high school
pupils assist their younger friends as mentors by providing guidance or social support
and both have the chance to meet their developmental needs. In a study conducted by
Karcher (2005), it was found that cross age peer mentoring helped the mentees to
develop a positive inclination toward their peers or schools and their interpersonal
skills. Cross-age peer mentoring was also found effective for mentors’ academic
improvements and self-esteem (Karcher et al., 2010). Moreover, Karcher (2009)
claimed that the rate of students who are supposed to benefit from the developmental
guidance program may be doubled if students themselves served in the guidance
lessons to help their peers grasp some topics; thus he saw cross-age peer mentoring
as a part of comprehensive developmental guidance program in his study. Peer
mentoring model was found crucial and effective since it helps the school counselors
allocate their time, energy, and resources in order to deal not only with those at risk
but also with those in need of academic or social guidance. In a study carried out by
Thompson and Smith (2011) to evaluate anti-bullying techniques, students stated that
problems were solved out by peer mentors and they helped the victims who were
involved in bullying. It was also found that mentors had the chance to improve their
interpersonal skills, problem-solving abilities, their level of self-confidence, and

resiliency.

2.3.1. Peer Mediation

Peer mediation can be defined as a process through which a neutral third-party tries
to help their peers who have a problem or conflict to reach peaceful and mutually
agreeing solutions (Cohen, 1995; Daunic et al., 2000). Smith et al. (2002) also
explained the peer mediation as a program in which peer mediators help their peers
to find their own solutions and to solve their disputes by following preset steps. Peer
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mediation is also defined as a process through which students try to solve their
disputes in a helpful manner by empowering themselves in interpersonal and

psychological aspects (Tiirniikli, 2006).

Cardoza (2013) pointed out that peer mediation programs based on empirical
evidence first emerged during the 1960s in the form of Teaching Students to Be
Peacemakers Program. That program which is based on the social interdependence
theory, aims to educate pupils about the concept of conflict, mediation process, and
resolving conflicts. Thus, pupils have served as mediators in their classes and schools
in general. Johnson and Johnson (2006) also explained that as a preliminary
mediation program, an implementation to educate pupils about resolving disputes
emerged during the 1960s. Additionally, they stated that peer mediation program was
implemented in San Francisco, Chicago, and New York City at the beginnings of the
1980s, whereas Canada applied this program in 1987. Moreover, Cigainero (2009)
stated that peer mediation programs initially emerged over the 1980s and 1990s to
diminish the rates of violence in schools. Through this program, students were
trained to serve as mediators when their friends dispute. Also, it aims to equip
students with conflict resolution skill, problem-solving ability, reasoning, and
critical-thinking skills.

Peer mediation is especially proper and age appropriate to implement in secondary
schools (Cowie & Wallace, 2000) since secondary school students turn to their peers
for getting social and emotional support rather than their families or instructors.
Furthermore, they use common language and better understand each other’s point of
view while resolving conflict situations. Guanci (2002) also pointed out that peer
mediation programs need to be applied when two or more students have difficulty in
managing their conflicts on their own. Peer mediation should be a voluntary process.
Peer mediators help their peers decide on a mutual agreement by giving them
opportunity to implement effective conflict resolution and mediation skills. Students
learn to show respect, understand and admit others’ perspectives. This

implementation supports relationships, critical thinking and conflict resolution skills
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among students. Based on these, educators and school administration can deal with
their basic roles, instruction, rather than handling disputes among pupils. In a study,
Cowie and Smith (2010) claimed that peer mediation programs supported students’
psychological development and increased school safety to prevent bullying in

schools.

Schrumpf, Crawford, and Bodine (2007) claimed that peer mediation is the first and
most prevalent type of conflict resolution education program; together they construct
the bases of preventive programs at schools. Moreover, it was also expressed by
Daunic et al. (2000) that some methods are required and crucial to support school
discipline process because of the substantial rates of destructive student actions.
They also stated that peer mediation assists students to acquire certain skills, thus
students can manage their own conflicts by using interpersonal skills and respecting
the diversities. Furthermore, peer mediators try to support conflicting students to
decide on a peaceful solution without blaming or putting pressure on them. Even
though peer mediators start the mediation process, those who are in conflict lead the
process, decide on alternative solutions, and evaluate the steps taken. To support this
view, it can be also presented that conflict resolution programs reach their aims if all
parties grasp the process, follow the same procedure, and engage in the resolution of
disputes (Jones, 2004). Additionally, it was stressed that all the disputing parties
should admit involving in the negotiation process and decide on the confidentiality of
the issues (Bickmore, 2002).

In relation to the purpose of this study, Cardoza (2013) also stated, after reviewing
the literate, that implementation of the peer mediation helps to encourage pupils to
take more responsibility, enhance their self-esteem and support their problem-solving
abilities. In addition, the idea that conflicts are inevitable parts of our lives, but that
they should not turn into violence which is undesirable can be taught to the students.
Disputing parties also develop respect to themselves more and schools start to be
more secure places by students. Above all, pupils improve their communication and

cooperation skills. Lastly, depending on the decline in the suspension and expulsion

26



incidents at schools, the rates of participation in lectures increase. On the other hand,
it was presented also that peer mediation is not suitable if one of those who involve
in negotiation has a serious emotional disturbance, they use violence, and they could
not take advantage from a mediation process before. Moreover, Tiirk and Tiirniikli
(2016b) mentioned that peer mediation program gives opportunity to disputing
parties to express their emotions and wishes and to decide on a mutual and peaceful
solution. Students can manage their conflicts and disputes without using violence.
Indeed, it improves students’ social and emotional development if they express
themselves without violent actions, resolve their conflicts constructively, and manage

interpersonal problems without the support of adults.

Peer mediation programs can be implemented in two distinct formats; a cadre
approach which requires deciding a certain student group to take the training, and
student body approach (school-based peer mediation program) which requires
educating all the students at school. The latter requires the supports of all the staff
members, so it might create a challenging situation during the implementation
periods. It was also stated that it would be probably compulsive to implement this
program if school staffs in general do not support the program (Cremin, 2002).
Another reason for failures of the school-based approaches is about the class-based
training which requires teachers to spend enough time for instruction about the peer
mediation as well as their curriculum. Furthermore, economic constraints may create
a problem while implementing the program all over the school. In contrast, some
studies stressed the importance of cadre approach regarding the whole school
approach if it is effectively planned and applied (Schrumpf et al., 1997). Thus, in the

present study the cadre approach was implemented as a peer mediation strategy.

Before implementation of training program, several methods can be applied to design
the mediator group (to select peer mediators). Firstly, students may volunteer to
become a peer mediator. Secondly, they may be recommended by their friends,
instructors, or administrators or may be selected by their classmates. Most of the peer

mediators are chosen by the school staff (educators and administrators) among those
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students who have the necessary social and cognitive skills required to provide

successful mediation process (Smith et al., 2002).

Additionally, peer mediators should possess some characteristics such as the skills of
rational evaluation, leadership, and social competence (Smith et al., 2002). The peer
mediators should help disputants to find their way rather than offering them direct
solutions and judging. Selected group should consist of students who are popular
among their friends but not getting the highest exam scores or do not always have
perfect behaviors. In addition, listening skill, reflecting thoughts and feelings,
interpreting body language, and questioning are the skills required to become a peer
mediator (Sharp, 2001). Cowie and Wallace (2000) also stated that peer mediators
are expected to work as a team and to provide problem-solving strategies to other
students who are quarreling by introducing them with a win-win solution. They
should not blame anyone and be fair to both sides by introducing some ground rules
to disputing parties like as listening to each other, not judging or interrupting the
other while expressing their emotions about the event. Later, disputing parties decide

on a plan and the time to follow-up through a step-by-step approach.

Furthermore, in order to assist disputants to resolve their conflicts, the peer mediators
should perform their roles as the followings; observing the conflict resolution
process, protecting the privacy, being objective and considerate, and constructing
empathy. Also, they need to take almost 20 hours of education including the topics of
mediation, cooperation, problem solving, and social skills. Since it requires great
efforts and time for students to involve in the education and negotiation process, the
permissions from families need to be taken at the beginning. Furthermore, peer
mediators should regularly participate in sessions. If they do not attend the session,
they should feel responsible to complete the homework of that session. It is also
stated that the researchers think peer mediators as a source to become effective role
models for other students. On the other hand, peer mediators should refer the issues
to competent persons if the issues exceed their limits. For example, these problems

which are not proper to apply peer mediation may be related with abusive actions,
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vandalism, self-destructive or criminal behaviors, and other offenses (Cardoza,
2013). Additionally, Barkley, Wilborn, and Towers (1984) stated that “social
interest”, the term developed by Adler, could clarify the peer helper roles. While
constructing social interest among high school students, peer helpers also enhance
their well-being because helping other people provides connection and

interdependence with others.

During implementation process of a peer mediation program, a confidential and calm
place should be preferred before starting the negotiation process. If not, disputing
parties may have difficulty in focusing on the matter and feel ashamed. Later, peer
mediator states that disputing parties together should decide on a mutual plan to
resolve their situations and that they should show respect each other. During the
negotiation process, some ground rules need to be constructed (Wandberg, 2001 as
cited in Cardoza, 2013). According to some other researchers, in the first place, peer
mediators introduce the program and mention the general rules. Then, they collect
information about the issue by giving opportunity to the disputing parties to express
their story. After summarizing the conflict situation, peer mediators remind the
brainstorming rules and then support disputing parties for brainstorming about
potential solutions which need to be written. It is crucial that peer mediators should
not give suggestions but help disputants to find a mutually satisfying resolution.
After evaluating the possible solutions, one or more ways to resolve the problem are
decided and written on a form. Lastly, those who dispute agree upon the action plan
and sign the form before starting implementation (Davidson & Wood, 2004). For
some researchers, seating arrangements during negotiation are crucial and there are
different models; round table, distance model, and the living room setup. Round table
is required to create more equitable atmosphere. Distance model puts the mediators
between disputing parties and is essential for them to feel safe. The living room setup
provides a comfortable environment since the participants sit closer to each other.
However, this model should not be preferred if disputing parties feel insecure (Beer
& Stieff, 1997).

29



2.3.1.1. The relationship between peer mediation and conflict resolution education

programs

Literature review indicated that there are bulk of studies which examined the
effectiveness of peer mediation and conflict resolution education programs together.
Daunic et al. (2000) also stated that these programs are frequently implemented to
handle and resolve interpersonal conflicts, and peer mediation was accepted as the
most common conflict resolution program in schools. Additionally, peer mediation
was defined as a type of conflict resolution education programs, aiming to improve
students’ mediation skills (Tiirk, 2018). Furthermore, there are other types of conflict
resolution education programs including different formats: direct instruction about
skills, peer mediation, or embedded curriculum (Garrard & Lipsey, 2007). Regarding
the emergence of these programs, it can be mentioned that researchers who were
experts about the topic of conflict management, supporters of nonviolence, anti-
nuclear war activists, and parts of the legal profession have pioneered the

development of these programs (Johnson & Johnson, 2001a).

During the conflict resolution education (CRE), students are taught the concept of
conflict, its reasons, power dynamics, and various reactions caused by difference in
cultural structure. These programs aim to transform schools into more reliable
environments and to diminish the rates of violence, bullying, racism, dismissal, and
absenteeism in schools (Jones, 2004). Additionally, it was stated by Cardoza (2013)
that CRE is of utmost importance to provide students efficient atmosphere to learn.
By applying these programs, pupils would express their emotions and thoughts in
classes without hesitation and educators would try to enhance charity and
cooperation among their pupils. CRE programs also support the student-oriented
discipline rather than authoritarian discipline systems. Peer mediation also gives
pupils opportunity to experience effective communication and to control their
behaviors. All in all, pupils need to develop the skills of self-discipline, self-control,
and self-regulation rather than being directed or controlled by the extrinsic rewards
and penalties. Additionally, a study conducted with college students showed that
social skills of the students have developed through a program based on peer
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mediation and conflict resolution (Ergiil, 2008). In a meta-analysis study, Garrard
and Lipsey (2007) concluded that conflict resolution programs, if implemented
effectively, had a moderate effect on the antisocial actions. Conflict resolution and
peer mediation programs also improve students’ self-regulation (Maxwell, 1989),
self-esteem (Tirniikld, 2011), and communication skills (Kagmaz, 2011), while
decreasing the level of aggression (Jones, 2004) in schools. Furthermore, Lane-
Garon et al. (2012) stressed the importance of conflict resolution education as a way

to introduce and equip students with social-emotional skills.

Furthermore, Cardoza (2013) mentioned that, before starting to implement the CRE
in schools, it is essential and fundamental to grasp the principles and philosophy
behind it. Firstly, cultural tenderness is required for peer mediation and conflict
resolution programs to be effective and useful. In order to achieve cultural
sensitivity, individuals should realize that people grow up in different ethos and are
affected by their own culture. Bickmore (2002) also stated that the skills taught
during the peer mediation training are relevant to and appropriate for all cultures.
Additionally, peer mediators need to be selected among diverse groups for the peer
mediation programs to be successful. If peer mediators have distinct characteristics,
they can be assigned to handle various issues related to the diverse needs of others.
This implementation is not just for meeting the needs of certain student groups. Also,
it helps to grasp and resolve the problems of all students in schools. All in all, groups
may consist of students who have distinct level of academic achievement, different
social background, and gender; also, by means of this structure, the program would

probably become more influential and beneficial.

Secondly, skills aimed to be taught to peer helpers/mediators should be well planned
and structured. Program implementers should decide on what kind of program they
would implement, which objectives the training program would have, and which
target group would be selected. After deciding the program type, they should
organize the structure/content of the training program and should explain these to

students before beginning the training (Tayli, 2010). For instance, it was pointed out
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by some researchers (Lupton-Smith & Carruthers, 1996; Townley, 1994) that
conflict resolution and peer mediation programs should involve topics which help to
improve students’ empathy skills, and they should enable them to practice and role
play these skills actively. Developing these skills might help students to acquire
conflict resolution skills more easily, by this means; they can also improve their

empathy skills.

Additionally, Johnson and Johnson (2001a) stated that searching the background of
conflict is of utmost importance since it impacted the developmental process of CRE
and Peer Mediation Program. According to Hayhurst (2000), the concept of conflict
is grouped into five categories: intrapersonal (one’s inner conflicts), interpersonal
(conflicts among two parties), intergroup (conflicts among two groups), international
(conflicts among one or more nationalities), and societal (conflicts about a society
itself). Before grasping and acquiring conflict resolution skills, people should admit
that conflicts are essential part of their lifelong learning. Students in the middle
schools can feel satisfied with their lives, also feel qualified, and develop friendship
skills if they learn and perform effective conflict resolution skills. Also, adolescents
can make reliable friends, decide about some crucial issues related to their lives,
determine their purpose in life, and realize their responsibilities with the help of
conflict resolution strategies and peer mediation program (Sandy & Boardman,
2000).

Furthermore, conflict is perceived as an inevitable part of individual’s life (Uline,
Tschannen-Moran, & Perez, 2003). The concept of conflict can be explained as a
situation in which one person’s attitudes toward achieving his/her goals compete
with or inhibit another person’s attitudes toward achieving his/her goals (Deutsch,
1973). For personal and relational development, conflict is essential (Johnson &
Johnson, 2006). People may face a conflict situation when their aims contradict with
others’ aims. Since it is regarded as an essential part of everyday life, conflict is
mostly not perceived as disruptive. Thus, people should improve their skills to

handle conflicts (Nathan, 1998). Additionally, the concept of conflict should not be
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confused with violent actions. Conflict is a kind of dispute and might be caused by
misunderstanding of another person’s perspectives or attitudes. If this controversy is
not successfully resolved, conflict may turn into violence. Vandalism, bullying,
indignity, misinterpretation, racism, sexism, and lacking friendship skills are among
the prevalent types of conflict (Rue, 2001). In order to decrease the rates of
aggression in schools, the most effective method is determined as handling and
resolving conflicts before they convert into aggressive actions through educating
pupils about mediation skills (Guanci, 2002). Wolowiec (1994) stated that most of
the students prefer violent actions in order to handle conflicts rather than determining
constructive solutions and do not feel disturbed about the aggression. According to
Johnson and Johnson (2006), if teachers and pupils get more informed about the
nature of conflict, they may acquire more essential skills to handle their disputes
constructively. Bickmore (2002) explained this situation by stating that even though
interpersonal problems are inherent and inevitable in a school environment, they
might be turn into deterioration and injury, and damage administrative, learning, and

instructional time and effort if they are not resolved constructively.

2.4. Empirical Studies Regarding the Effectiveness of Peer Helping Programs

In this part, initially effectiveness of the peer helping programs regarding school
environment, peer helpers, and other students was mentioned. Subsequently,
effectiveness of the peer helping programs in Turkey was presented.

2.4.1. Effectiveness of Peer Helping Programs for School Environment, Peer
Helpees, and Peer Helpers

Close inspection of the literature regarding the effectiveness of peer helping
programs revealed that previous studies used various types of peer helping programs
(especially peer mediation) for various purposes and entitled them differently rather

than peer helping (peer support) at different grade levels by using various methods.
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In a longitudinal study conducted to evaluate the effectiveness of the peer mediation
program at secondary schools, 323 students were recruited from two secondary
schools; one of which implemented the mediation program, whereas the other did
not. Also, 17 teachers were selected as participants. Self-reports, peers, and teachers
were used as sources of data. Data were collected from experimental group (students
at school with mediation) and control group (students at school with no mediation) in
two periods. The results showed that the students at the school with peer mediation
program showed higher pro-victim attitudes rather than those at the schools without
mediation. It was observed that conflict among students-teachers and the rate of
fights decreased in the school applying the peer mediation program. Students’
relationship with their friends and their friends’ opinions about them were also
improved. The six months follow-up study indicated that attitudes toward the victims
and school climate improved in the school implementing mediation. In contrast,
undesirable roles of the bully’s followers ascended, whereas expected roles of the
victim’s defenders decreased in the school with no mediation (Us6, Villanueva, &

Adrian, 2016).

In order to investigate the effects of peer mediation on the rates of school violence
and undesirable behaviors, an experimental study was conducted in three secondary
schools with 750 pupils from the same school district. Tardiness, absenteeism,
truancy, severe issues (such as physical touch or substance usage which need
suspension) or trivial issues (such as language, hand gestures, spitting, and
intimidations without physical touch), and infractions were among these undesirable
behaviors. Through the reports and the surveys implemented to the teachers (30
teachers from school one, 15 teachers from school two, and 26 teachers from school
three; 71 in total), both quantitative and qualitative data were collected before and
after the program implementation. The findings revealed that all the six disruptive
actions have lessened after applying the peer mediation program as a result of the
evaluation of all three schools in combination. The results showed a significant
decline in undesirable actions. Additionally, after comparing the study findings with

the State data, it was found that there was a significant decrease in the rates of severe
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issues, trivial issues, and infractions; whereas there was no significant improvement
in the rates of absenteeism, truancy, and tardiness incidents. Lastly, it was found that
no significant relationship exists between a decline in these six negative behaviors
and a decline in violence incidence after implementing the peer mediation program.
In conclusion, the researcher claimed that violence rates and unacceptable actions
might be decreased after implementing the peer mediation program in the secondary
schools (Cigainero, 2009).

In another research conducted with the elementary school students by Lane-Garon
(1998), the impacts of peer mediation program and practice on mediators’ cognitive
and affective perspective taking were investigated after providing them peer
mediation education during one academic year. The researcher determined 62
students as mediators and 50 students as non-mediators. The study group consists of
55 boys and 57 girls, selected from among 4™ through 8" graders. For evaluating the
variables of perspective taking and empathy, the data were collected before and 6
months after the training. The results showed that after peer mediation training was
provided to the peer mediators, all groups (mediators and non-mediators; males and
females) got significantly higher scores in cognitive perspective taking. Thus, there
was not any significant change between the peer mediators’ cognitive perspective
taking pre-test and post-test scores. The mean affective perspectives taking scores of
both groups (mediators and non-mediators) acquired before and after the training
were found similar. In general, it was concluded that both groups had an opportunity

to develop their perspective taking through the peer mediation.

A study (Bell et al., 2000) involving 6™ through 8" graders to become peer mediators
after getting 6 weeks conflict resolution training demonstrated that 30 peer mediators
applied the steps of peer mediation they have learnt during the training to solve
problems among their peers. Further, researchers evaluated the mediation skills
retention tests during the pre-test, post-test or follow up periods. It was found that out
of 34 conflict situations, 32 (94%) cases were mediated successfully by the peer

mediators. Also, according to the school-wide measures, it was observed that the
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percentages of immoral behavior, disruptive conduct, and total suspension declined
from the previous year during the year peer mediation training was applied. It was
also found that peer mediators needed significantly lower rate of office referrals

rather than those in control group.

Moreover, Salmivalli (1999) differentiated participant roles (victims, bully, assistant,
reinforcer, outsider, defender, and no clear role) among children and adolescents
from 6™ (n = 573) and 8" (n = 316) graders and concluded that peer helping
intervention assists peer helpers to be mediators and to develop listening, counseling,

and helping skills.

Lane-Garon, Yergat, and Kralowec (2012) investigated the effectiveness of Positive
Behavior Intervention Support (PBIS) and Conflict Resolution Education (CRE) on
the improvement of school security. In an elementary school, students from the 4™,
5" and 6™ grades received the conflict resolution education to become peer
mediators. Also, 54 students were determined as sample, 27 of these students were
decided as mediators and took 2 days of peer mediation education. PBIS aims to
develop expected and acceptable behaviors through modeling. Based on the results
of this study, the researchers concluded that PBIS resulted in regular attendance,
positive school climate and decrease in the disturbing actions reported both by the
students themselves and the teachers. Also, CRE reached the same results and
provided more productive learning environment. Consequently, the results revealed
that peer mediators’ awareness about the opinions and feelings of others after getting
the training were found significantly different from those before getting the training.
Also, the pre-test subscale scores of those who were educated as mediators and those
who were grouped as non-mediators were not found significantly different from each
other. In comparison to the general population, the scores of the peer mediators
demonstrated statistically significant difference in both scales after getting the
education; meaning that peer mediators became more prone to care and pay attention
to the viewpoints of others rather than the general population after the training

education. This study generally concluded that CRE improved pupils’ conflict
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resolution skills in positive aspects and helped peer mediators to consider others’

feelings and opinions significantly compared to those who are not mediators.

Furthermore, a study carried out in an elementary school was aim to investigate
whether peer mediation decreases the rates of violence at school. The Peace Pal
Program was implemented to 3" through 5t graders and to 825 students in total for
three years. Study findings revealed that suspension rates of the school significantly
diminished. There were positive significant changes in the knowledge levels of
mediators about leadership ability, positive manner, and some other characteristics
(i.e., collaboration, benevolence, being considerate, compassion) concerning
negotiation, conflict resolution, and conflict. It was also observed that these benefits
were sustained over 3 months follow up study. Besides, the school climate improved
and the students took the responsibility of their actions. The participants and the peer
mediators stated that they found the peer mediation program precious and all the
negotiation sessions (n = 34) reached its aims. After carrying out the Peace Pal
education, the results revealed that the knowledge about disputes, conflict resolution,
and negotiation showed 43 % increment from pre-tests to post-tests and 42% from
pre-test to follow up test. Overall, the results showed that the program was effective
for mediators and school environment (Schellenberg et al., 2007).

Another study using survey method was conducted in 51 secondary schools in U.K.
and investigated both the teachers’ and students’ perceptions and practices (n =
3213) about the peer support programs. The results showed that peer counseling
decreases the level of stress and the rates of reporting bullying. In addition, 82 % of
the students evaluated the program as helpful or very helpful and the program created
socio-emotional care climate (Naylor & Cowie, 1999). Also, the multiple baseline
research design was carried out to search for the effectiveness of conflict resolution
program on primary school playground aggression. After peer mediators (5th graders)
received the training, mediation process was introduced in three schools. As a result,
it was found that the program worked as an effective strategy to decrease the rates of

the aggressive behaviors in schools which suffer from high level of aggression. Also,
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follow-up results showed that the impacts of the program endured for one year
(Cunningham et al., 1998).

In another study conducted in a kindergarten, it was aimed to educate pupils aged
between 2 and 6 about the conflict resolution skills and in the aspects of social,
psychological, and cognitive development. Sandy and Boardman (2000) developed
and investigated a program called Peaceful Kids Early Childhood Education Social-
Emotional curriculum, as a conflict resolution program. After training the pupils and
their families about the conflict resolution skills with the help of the teachers; the
analyses of the data collected from 18 classrooms between the years of 1997 and
1999 demonstrated that aggression levels significantly diminished, conflict resolution
skills, collaborative actions, and social skills of the training group significantly
developed, as opposed to the group trained without the support of their families and
those group who took no training. Although this study was carried out in a
kindergarten, the results approved the effectiveness of the conflict resolution

programs.

In a study conducted by Frost (2012), the impacts of the bullying prevention, peer
mediation, and conflict resolution programs on suspension rates in secondary schools
were investigated in Kansas State in the USA. This study focused on several
implementation types for bullying prevention rather than just one implementation
and aimed to inquire the following research questions: which program for handling
violence is implemented in secondary schools in Kansas State; what kind of
relationship exists between bullying prevention programs and the rates of violence
including suspensions in schools; whether a relationship exist between the ratio of
counselor-pupil and violence including suspensions; whether there exist relationships
between the duration of the training period and distinct implementation ways of the
programs, and violence rates (school suspension); and lastly, whether there exist
relationships between bullying prevention programs and counselor-pupil rates, the
duration of the training, and distinct implementation ways. The researcher

implemented two methods to collect data about independent (program types, school
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size, counselor-pupil ratio, duration of the training, and implementation methods)
and dependent variables (suspension rates). Among the 231 schools, 129 schools
admitted participating in this study, but only 122 schools completely answered all the
surveys including questions about type of prevention program they use and how they
implement. The data about school suspension rates during the years of 2008-2011,
was reached through Kansas State Department of Education. About the first research
question, it was found that the most widespread program (49%) were the bully
prevention program, whereas 39 % of the schools were implementing no program
(n=47). On the other hand, peer mediation was applied by only five schools and
conflict resolution program was used in 10 schools. Also, it was reached that the
suspension rates in those schools carrying out bully prevention program were not
significantly different from those of schools in which no program was implemented,
for each of the three academic years. However, it was concluded that the schools in
which counselor-pupil ratio was less than 1:500 experienced lower level of
suspensions than those in which this ratio was more than 1:500 during each academic
year. The duration of the training (none, fewer than 10 lessons, and 10 or more
lessons) and the implementation methods (none, counselors and staff, and only
counselors) did not significantly impact the suspension rates for each academic year
separately. Finally, there was no interaction effect of program types (bullying
prevention program versus no program) compared to school size, counselor-pupil

ratio, duration of the training, and implementation methods, separately.

Another study collected data through three distinct phases. In 2002, focus groups
from two schools were used to measure pre-and-post intervention results; two groups
were selected in each school with six students in each group. In 2006, a questionnaire
was applied to teachers (n = 17) from four schools to learn their opinions and
feelings toward the program. Later, in 2007 students answered a checklist in three
schools. According to the results of this study conducted in primary school settings,
teachers reported that playground communications were supported, and school
climate changed positively through the Playground Peacemaker program based on

peer mediation. The intervention increased students’ self-confidence and improved
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their locus of control. Also, the time allocated to conflict resolution decreased,
whereas the time allocated for other school relevant implementations increased
(Noaks & Noaks, 2009).

In a study conducted by Baginsky (2004), seven primary and seven secondary
schools implementing the peer-support programs were selected as sample. At the
beginning of the study, a questionnaire was applied in these 14 schools. Those who
answered the previous questionnaire were interviewed in-depth by the researcher
nearly one year later. The aims of this research were to investigate these schools’
reasons for implementing the peer support programs, to evaluate the usefulness of
these implementations, and to determine their advantages for pupils and for school in
general. It was found that two of the primary schools demonstrated the program as a
way to increase students’ self-esteem, whereas two other stressed its importance for
improving their problem-solving ability. Also, the benefits of the peer support
services for the students at the primary schools were presented as follows; it always
provides an opportunity for children suffering a problem to be listened and ground
rules for the implementation of helping process; it supports pupils’ self-government
and conflict-resolution skills; students take the responsibility of their actions in
discipline process; they work better as a team; they had chance to mention their
problems and get support; and it provides support for students’ challenges without
judging them. Additionally, some common points were determined through
analyzing the interview results of the secondary schools; three of the participants
stated that some of their students would prefer to mention their concerns to their
peers and peer supporters in their program acquired some benefits such as empathy,
skill acquisition, self-growth, and being a part of support system. In the second place,
the benefits of the peer support programs for schools were presented; five primary
schools pointed out that they would create a positive school environment by
increasing respect among students and improving students’ behaviors. Further, they
stated that it encourages resolving problems, supports the development of citizenship
identity, and decreases the rates of bullying. Lastly, seven secondary schools

mentioned the programs’ benefits for school as follows; it makes the school more
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supportive and responsible place, it diminishes alienation, supports those who felt
disturbed, creates a belief that bullying can be handled, and problems can be resolved

at the beginning.

In a study with repeated measure design, peer helpers were selected from among five
high schools. Training group consisted of 13 students aged between 12-14 years.
After comparing the results of the pre-tests, post-tests, and the 3 months follow-up
tests it was concluded that the skill for helping suicidal peers was found significantly
different in post-test than the pre-test scores and did not change during three months.
Also, attitudes toward and knowledge about suicide prevention significantly
improved after training and were maintained over three months. As a result, it was
concluded that peer helpers were found supportive for suicide preventions in schools
with the help of additional peer gatekeeper training (Stuart, Haelstromm, & Waalen,
2003).

In order to investigate the effects of peer mediation in a suburban public-school
district including pupils from different ethnicity, a descriptive study was carried out.
The researcher did not apply any standardized instrument, rather a survey was
developed, and structured interviews were carried out. Among 21 schools, it was
observed that only 13 high schools have been conducting operational peer mediation
program. During the nine weeks, there were observed 120 students suffered from
conflict situations. Only 111 of them decided on a mutual agreement and were
surveyed. The findings from this study demonstrated that 93 % of the mediations
were resolved through a written agreement, which shows a success; the rates of
incidents resolved with a written agreement were found higher for those referred by
administration than those referred by security; 83 % of these 111 successful
mediation endured during following 5 or 7 days; 73 % of these 111 students found
the mediation process useful for them; 67 % of the 89 disputants thought mediation
was valuable for others; 88 % of the students found the agreements fair for both
parties. Additionally, the researcher categorized the students’ answers about the

types of their disputes into four categories; quarrel, verbal conflicts, gossips, and
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property. It was also found that 89 % of the students who suffered from conflict
situations stated the resolution after 5 or 7 days and 82 % of the disputants stated
they would prefer to receive help from mediators later. There was no significant
interaction between the duration of the successful mediations and the types of
disputes. Also, there was no significant relationship between the endurance of
successful mediations and separately between the grade level, age, gender, culture,
attendance, grade point average, receiving special education, disputants’
acquaintance, relationship among them before the mediation, and their previous
utilization of the program. After evaluating the interviews conducted with 24
randomly selected disputants, competence about mediation process, skill to control
the process, treating fairly to both sides, and allocating equivalent time for listening
to them were determined as factors that impact the success of the mediation (Kolan,
1999).

Boulton (2014) carried out a study to examine the high school students’ opinions and
evaluations about the peer counseling programs. From each of the two schools
implementing the peer counseling program to handle bullying during almost two
years; 5 girls and 5 boys (aged between 12-16 years) were chosen among 7™ through
11" graders on a random basis. Peer counselors were educated on counseling skills.
In the study, actual sample consisting of 99 participants (49 girls and 50 boys) was
interviewed. After the content analysis of the students’ responses, it was found that
40.4% of the students stated the aims of the peer counseling service as to handle
bullying in their school; 23.2% of the students defined the peer counseling program
as counseling by peers; 18.2% of the students stated helpers as someone to talk, and
12.1% of the participants pointed out that it provides help. Also, 6.1% of the students
were not sure about the programs’ aims. Additionally, it was noticed that students
preferred to receive help in a situation of continuous bullying rather than as a result
of a single event. The most common type of incidences for which participants were
inclined to receive help from peer counselors and that took place only once was
about the physical bullying. Furthermore, participants stated other common issues

respectively as follows; being hit or kicked, left out, and called nasty names.
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A study conducted by Thompson (1996) searched the effectiveness of the peer
mediation program on school climate or safety, students’ responsible behavior, self-
esteem, interpersonal skills, and on the rates of referrals to administration. In the
study, 25 middle school students were selected as participants and took education
about the roles of peer mediators, disputes, interpersonal skills, listening, and the
procedures to solve conflicts. After the training, peer mediators were supervised
during the program implementation and this provided a continuous evaluation
process. According to the results, peer mediation program decreased the rates of
fights and complaints to the teachers; whereas it enhanced self-esteem, problem-
solving skills, and positive school climate. Furthermore, results demonstrated that
suspension rates diminished almost 18.5% during the first year and almost 50%
during the first and second years; 90% of the incidents were handled during the first
and second years; and 92% of the educators found peer mediation program effective

and helpful for school environment.

Another study conducted in two elementary schools investigated the impacts of peer
mediation training on social competence, resiliency, and self-esteem levels of the
students selected from the 3rd through 5™ grades. This mixed-method design study
carried out surveys with pupils, focus group interviews with educators, and meetings
with administrators to collect both quantitative and qualitative data. The sample of
this study involved 2 administrators, 12 educators, and 108 pupils; 24 of these
students were assigned as mediators and formed the groups of School-A mediators,
School-A non-mediators, and School-B non-mediators. Time is constructed into two
periods as pre-test and post-test; whereas grade levels are decided as 3 4™ and 5"
graders. The findings of this study demonstrated that the mean self-esteem score (by
time and grade) significantly decreased from pre-test to post-test, whereas the mean
resiliency, social competence (by time and grade), and conflict resolution (by time,
treatment, and grade) scores significantly increased from pre-test to post-test. It was
also claimed that those who took peer mediation training begin the process by
making lower improvements, but later their conflict resolution skills greatly

developed than the nonmediators. Consequently, there was a significant time effect
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within groups and effects of all the interactions related with time were significant.
On the other hand, no significant difference was found between groups. In short, the
quantitative findings demonstrated that the scores of resiliency, social competence,
and conflict resolution have improved. The qualitative findings revealed that peer
mediators developed their conflict resolution skills and social competence after the
training. Moreover, school staff said that they believe in peer mediation program, the
training diminished the rates and intensity of disputes, and the program supported the
mediators. As a result of their experience as mediators, peer mediators developed
their academic vocabulary; started to dispute less; and they also believed that they
affected their school climate and the conflict rates in the playground decreased. They
learnt to assist their friends to resolve problems without using violence. In addition,
teachers stated in post-interviews that “the playground appeared more positive”
(Cardoza, 2013, p. 111). In general, researcher found peer mediation education as a
crucial way to support pupils’ problem-solving and empathy skills without an adult
help.

2.4.2. Effectiveness of Peer Helping Programs in Turkey

In an experimental study conducted by Yildiz (2017), the effectiveness of peer
mediation on high school students’ social skills was tested. After implementing pre-
test to the study group (n = 72), volunteer students formed experimental group (n =
35) and tried to resolve their conflicts with the help of peer mediators trained by the
researcher before. Results indicated that peer mediation program have a significant

effect on experimental group participants’ social skills.

Yelpaze and Ozkamali (2015) investigated the effectiveness of the social skill
training program via peer guidance on aggression levels of secondary school students
(6™ 7™ and 8™ graders). The researchers carried out a quasi-experimental design
using experimental group with pre- and post-tests. In that study, 11 eighth grade peer
helpers were selected and trained via social skills program for 8 weeks, and then they

implemented the program to 56 students who constituted the experimental group. It
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was found that the social skill program via peer guidance significantly decreased the

rate of the aggression among secondary school students.

Furthermore, Sezen and Bedel (2015) carried out a quasi-experimental study to
investigate the effectiveness of negotiation and mediation training on adolescents’
problem-solving skills and aggression levels. Experimental group consisted of 14
boys who took the training, whereas control group included 14 boys, and their
average age was 17. The results showed that negotiation and mediation training
significantly increased problem-solving abilities, insistent-persevering orientation,
and anger management skills of the experimental group. However, it has no

significant effect on trait anger scores of the experimental group.

In a mixed method study, Koruklu and Yilmaz (2010) investigated the impacts of
conflict resolution and mediation training on 6 years old children’s problem-solving
skills. In the study, quantitative data were collected through a scale (interpersonal
problem-solving scale) applied to the teachers; researchers evaluated each student’s
behaviors in class through observation. Qualitative data were reached through video
recordings. After educating children in the experimental group (n = 11), it was found
that the training has significant effect on problem-solving skills of children rather
than the control group (n = 15). In addition, their destructive actions diminished,

whereas constructive behaviors improved after the training.

Tiirniikli et al. (2009a) conducted a quasi-experimental study in order to determine
whether conflict resolution and peer mediation training programs effect elementary
school students’ empathy skills. The study sample consisted of 585 students from
three elementary schools among 4™ and 5" graders (aged between 10-11 years),
including experimental (n = 336) and control (n = 249) groups. In the study, school-
wide reception of the program was applied and teachers were educated before
training the students in their schools. Findings indicated that there was a significant

difference between the pre- and post-test empathy scores of experimental group.
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Also, post-test empathy scores of the boys in the experimental and control groups

were found significantly different, whereas no such difference for girls was observed.

Tilrntkli et al. (2010a) also searched for the effectiveness of CRPM training on
elementary school students’ aggression levels in another similar quasi-experimental
study. The study sample included 10-11-year-old primary school students from three
elementary schools and consisted of the experimental (n=347) and control groups
(n=328). The student-body approach has been carried out in these schools. After
analyzing the data reached through the Aggression Scale, the findings indicated that
students’ aggression scale scores decreased after the training. Additionally, the
researchers stated that boys took advantage from the training more than girls. Also, it
was concluded that since CRPM training decreases the rates of aggression among
students and provides more constructive environment in classrooms and school, it

might enhance academic success and create safer school climate.

Similarly, in another pretest-posttest quasi-experimental study carried out by
Tlrntkli et al. (2010b), 591 students (aged between 10 and 11) from three
elementary schools were selected as sample in order to test the effectiveness of
CRPM training program. The whole-school-based study (student-body approach) has
been implemented in these schools. The experimental (n=326) and control groups
(n=265) answered a self-report questionnaire named as the Conflict Resolution
Strategies Scale including four subscales as constructive, smoothing, forcing, and
avoidance. The results indicated that through the CRPM training, students
significantly developed their constructive conflict resolution strategies and decreased
their forcing and avoidance strategies. On the other hand, there were found no
significant differences regarding the smoothing strategy. In the study, boys improved
their constructive conflict resolution strategy whereas their forcing strategy reduced
after the training. However, CRPM training did not have a significant effect on girls’

Scores.
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In a longitudinal study carried out by GoOgebakan-Yildiz (2016), for three years
period at a secondary school, it was aimed to search the effects of a conflict
resolution and peer mediation (CRPM) training program. In this case study, for three
years, 194 students (from 20 classes) in total took the peer CRPM training. Also,
regular meetings were planned with the teachers, administrators, students, and their
parents at the school. During the implementation phase, 154 conflicts have been tried
to be resolved. After analyzing the forms filled by mediators, the most common
reasons for conflicts were specified such as game quarrels, misconstruction, making
gossips, and envying. Additionally, it was determined that 96.6 % of the conflicts (n
=144) were managed, whereas 10 conflicts could not. Document analyses also
showed that 46% of the conflicts emerged among boys, and most of the conflicts
were resolved by girl mediators (60%). In conclusion, the researcher claimed that
CRPM training programs have an effect on conflict resolution process in middle

schools.

Moreover, Tirk and Tirniiklii (2016b) conducted a study in a high school to evaluate
the peer mediation process considering the perspectives of disputing students by
using semi-structured interviews. After training, the peer mediators helped the pupils
who had problems with their friends to find a constructive solution. Later, the
researchers interviewed the disputing parties (n = 41) who involved in mediation
process at least once. According to their evaluations, peer helpees reported that they
were satisfied with the mediation and developed their relationships with their friends
by resolving conflicts constructively. The researchers concluded that peer mediation

is an effective way to resolve disputes among pupils peacefully.

In the light of a meta-analysis study carried out by Tiirk (2018), the impact of
conflict resolution education, peace education, and peer mediation on pupils’ conflict
resolution skills were investigated. The researcher analyzed 23 experimental and
quasi-experimental studies carried out in primary education institutions, high
schools, and universities in Turkey. It was found that the general effect size was

calculated as 1.256 and showed quite large effect of conflict resolution, peace
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education, and peer mediation training on pupils’ conflict resolution ability.
Secondly, the effect sizes of peace education, conflict resolution, and peer mediation
trainings were not found significantly different from each other. Thirdly, the results
showed that the effect sizes of the studies carried out at different educational levels
(primary schools, high schools or universities) were not significantly different.
Lastly, it was found that applying the programs either with a selected group or with

all class did not significantly impact the effect sizes.

Furthermore, Eryillmaz (2015) conducted a mixed design study to examine the
effectiveness of peer helping program on subjective well-being of university
students. Three groups (intervention recipients, peer helpers, and control group) were
constructed and there were 30 members in each group. The quantitative results
showed that the peer helping program improved subjective well-being of the
intervention recipients. There was a significant increase in positive affect and life
satisfaction and a significant decrease in negative affect from pre-test to post-test and
post-test to follow-up test. Regarding the qualitative findings, peer helpers stated that
the program was beneficial for the experimental group, improved their interpersonal
relationships, level of competence and awareness, and provided them happiness.
Likewise, experimental group participants mentioned that peer helping improved
their relationships, self-regulation skills, increased their awareness, happiness,

strength, and optimism.

Aladag (2005) carried out a study with university students in order to develop,
implement, and evaluate a peer helping program. An experimental design with a pre-
test post-test control group was performed with 31 students (training group consists
of 15 students and control group from 16 students). Training lasted 46 hours and 20
week for the experimental group. To evaluate the long-term impact of the training
program, a follow-up test was implemented six months later. Then, during the
implementation process, 33 students took support from the peer helpers. Findings
demonstrated that communication skills of both groups did not significantly changed

throughout the pre, post, and follow-up tests. On the other hand, experimental group
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participants developed their empathy level after taking the training as compared to
the waiting list control group. Also, they took higher scores on measure about
reflection skills than the control group. According to the results related to the self-
growth, self-esteem scores of the experimental group significantly increased from
pre-test to follow-up test, whereas their self-acceptance scores significantly increased
from pre-test to post-test period. In general, peer helping implementation met the

needs of the peer helpers and developed their helping skills.

Tiirk and Turniikli (2016a) carried out an experimental study to explore whether the
peer mediation training had impact on conflict resolution, empathy, and aggression
levels of high school students. The study sample included 57 students selected from
among the 9™ graders at two high schools in Denizli. The participants were assigned
into experimental (n = 27) and control (n = 30) groups. The findings of this study
demonstrated that conflict resolution skills of the experimental group participants
who took training significantly increased and their aggression levels significantly
decreased; lastly no significant differences between the experimental and control

groups regarding their pre- and post-test empathy scores were found.

In an experimental study conducted by Tastan and Oner (2008), 10 students among
6" graders were chosen as training group. The aim of the peer mediation training
program was to inform students about the concept of mediation, teach mediation
skills, and help peer mediators accurately applying the mediation process. After
receiving the training, peer mediators served as mediators in conflict situations at
school and implemented mediation process. Data were collected through video
recordings about conflict resolution processes, observation form which includes
researcher’s evaluations about the video recordings, two evaluation forms which
were answered by the peer mediators and helpees, and lastly interviews with peer
mediators and helpees. Results demonstrated that peer mediators applied mediation
skills and process in appropriate ways, and resolved disputes among their peers. In

short, peer mediation training program was found useful and effective.
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For investigating the effectiveness of a peer mediation program according to the
perspectives of peer mediators in a high school, Cetin et al., (2014) conducted a
study by using semi-structured interviews. Peer mediation program has been applied
in a school for six years. The researchers selected the study group participants (n =
50) among those who served as mediators. The interviews results indicated that the
participants enjoyed, felt happy and excited as they were recommended by their
friends as the mediators of their classes. They also stated that they felt more
competent, responsible, and stronger, and improved their self-reliance and problem-
solving skills. Other findings related to positive impacts of being selected as
mediators were stated as follows: personal development, feeling good, improvement
in interpersonal relationships, and being grown-up. On the other hand, some
challenging situations were presented such as feeling desperate and jealous, trying

not to dispute, difficulty in lessons, and trying to be neutral.

Tarniikli (2011) investigated the perceptions of peer mediators related to the
implementation of conflict resolution and peer mediation (CRPM) program. Firstly,
CRPM training was applied to 830 high school students from 28 classes. After the
training, 12 pupils were recommended by their friends to serve as mediators in each
class. Then, the researcher conducted semi-structured interviews with those who
served as mediators and resolved a number of disputes and collected data about the
peer mediators’ (n = 45) experiences throughout the mediation process. The study
findings showed that students adopted and tried to apply mediation implementation.
Also, mediation experiences helped peer mediators to improve their self-esteem, self-
confidence, relations with their friends, conflict resolution and empathy skills.
Furthermore, the rates of conflicts and quarrels decreased, and peer mediators
benefited from these skills outside of the school as well. However, some peer
mediators stated that they had difficulty when conflicting students humiliated other

students and behaved resistant.

Similarly, in another study, evaluations of peer mediators in two elementary schools

regarding their mediation experiences were investigated by Ka¢cmaz (2011). Data
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were collected from the peer mediators (n = 60, 30 fourth graders and 30 fifth
graders) by using semi-structured interviews. After analyzing the qualitative data, the
following results were reached: peer mediators expressed their satisfaction with the
mediation process as they had chance to help their peers to resolve conflicts, serving
as mediators developed their self-esteem, self-confidence, conflict resolution, and
communication skills, and they also started to understand their peers and sources of
the conflicts more easily. Also, the mediation process decreased the rates of
interpersonal conflicts, while supporting their relationships with their friends.
Additionally, peer mediators benefited from the life skills outside the school.
However, it was stated that a few peer mediators felt desperate when conflicting
students were resistant, humiliate, and misunderstand each other throughout the
process. In conclusion, the researcher claimed that conflict resolution and peer
mediation education support pupils’ conflict resolution skills, empathy, self-
expression skills, and understanding. By improving their fundamental life skills,

these programs were expected to support personal growth and learning environment.

Uysal and Nazl1 (2010) carried out a study in a secondary school. They educated peer
helpers for the roles of special friends and special assistants. After getting 30 hours
training, 20 peer helpers started to provide services to their peers (n = 370) at the
school. In this mixed methods design study, results showed that the peer helping
implementation supported the developmental counseling program at school, and
students evaluated the program as effective, peer helpers as trustful, respectful, and
accessible. Lastly, although the quantitative findings did not reveal a significant
result for the effectiveness of the program, qualitative findings indicated that peer
helpers developed their skills of empathy and listening, self-confidence, had more
friends, had an opportunity to know themselves better, and they were satisfied with

their roles in the peer helping program.
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2.5. Summary of the Literature Review

Literature review related to the development, history, types, and effectiveness of the
peer helping programs indicated that the rates of violence, conflicts, fights, and
aggression level in schools decrease; while peer helping interventions create more
positive school climate. Moreover, peer helpees develop interpersonal relationships,
conflict resolution skills, and self-regulation skills, and become more responsible
about consequences of their behaviors. Furthermore, peer helpers improve their
empathy, self-esteem, social competence, resiliency, and conflict resolution skills.
Peer support appears to be useful for both peer helpers and those who need help; the
program supports the peer helpers’ feeling of social usefulness, self-growth, and self-
esteem, and it provides others a caring rapport. In addition, it creates a positive
school climate and a bridge between peer helpers and those who need support
(Cowie & Sharp, 1996). It seems that peers are in a crucial position regarding social
and psychological development of adolescents, particularly when they are trained,
they can serve as role models, a neutral third party to resolve their problems.
Furthermore, the review of the literature demonstrated that in Turkey there have been
increasing number of studies examining the effectiveness of various peer helping

programs in recent years.
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CHAPTER 3

METHODOLOGY

This chapter includes the methodology part of the present study. Firstly, research
design is presented. Secondly, characteristics and the selection procedures of the
participants are mentioned. Later, information about the training program and the
instruments are explained. Lastly, data collection procedures, steps in the program
implementation, descriptions of the variables, data analysis procedures, and

limitations of the current study are presented.

3.1. Research Design

The present study was conducted at one of the secondary schools in Mahmudiye-
Eskigehir in the 2017-2018 academic year. The study aimed to implement the peer
helping training program and examine its effectiveness on the competency of peer
helpers’ conflict resolution skills, empathy, and self-esteem. In order to measure the
effectiveness of the program, a matching-only pretest-posttest control group quasi
experimental design was used. Matching criteria were age, grade level, and gender of
the participants.

In this study, both quantitative and qualitative data were collected. Quantitative data
were obtained through administering three instruments to experimental and control
group participants as pre- and post-tests; namely, the Scale for Identification of
Conflict Resolution Behavior, the Empathy Scale for Children and Adolescents-
Turkish Form, and Rosenberg Self-Esteem Scale. In order to triangulate quantitative
findings and receive feedback from the experimental group participants regarding the
training program, Peer Helping Training Program Evaluation Form-Peer Helpers,
which was developed by the researcher, was used. Figure 1.1 below shows the
overall research design of the study.
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PEER HELPING TRAINING PROGRAM
PRE -TESTS

/ \

Experimental Group Waiting List Control Group
(Training) (No Training)
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POST-TESTS

Testing the Effectiveness of the Peer Helping Training Program

Evaluation of the Peer Helping Training Program

|

By Peer Helpers

Figure 1.1 Research design of the study

Initially, the Human Subjects Ethics Committee of the University approved the study
(See Appendix K). Furthermore, required consent from the Ministry of Education
was obtained. Before selecting the participants and implementing the program, the
researcher obtained permission from the school administration, the candidate peer

helpers and their parents as well.

During the implementation of the program, the experimental group received a 27-
hours - 18-week training (Uysal & Nazli, 2010), whereas the waiting list control
group did not receive any training. Two groups received pre-test instruments (the
Scale for Identification of Conflict Resolution Behavior, the Empathy Scale for
Children and Adolescents-Turkish Form, & Rosenberg Self-Esteem Scale) in
December of 2017-2018 academic year. After implementing an 18-week training
program, both experimental and waiting list control groups were given the post-tests
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at the beginning of May in the same academic year. Mann-Whitney U Test and
Wilcoxon Signed Rank Test were used to analyze between-group and within-group
comparisons on conflict resolution skills, empathy, and self-esteem. Moreover,
content analysis was carried out to analyze the comments of the experimental group

members about the program evaluation.

3.2. Participants and Sampling

The target population of the study consisted of the secondary school students in
Mahmudiye, Eskisehir in 2017-2018 academic year. In Mahmudiye, there were 4
secondary schools and the total number of students in these schools were 490 in the
2017-2018 academic year. The accessible population of the study was selected as
Mahmudiye Secondary School students in which the number of students were 258 in
2017-2018 academic year. There was only one school counselor, and the researcher

was the counselor of that school.

There are diverse methods to select the peer helpers before implementing the training
program (Bowman, 1986; Koruklu, 2006). Sociogram, teacher opinions, and
interviews were used to select the peer helpers in the present study. In addition,
Cowie and Wallace (2000) suggested some criteria required to become a peer helper;
effective communication skills, active listening, and a problem-solving stance. All in
all, having basic listening, empathy, conflict resolution skills, and willingness to help
are of utmost importance to develop helping skills. These criteria were considered

while selecting the peer helpers in the present study.

Moreover, it can be stated that both convenient and purposive sampling procedures
were used in the study. First of all, Mahmudiye Secondary School was chosen due to
its convenience to the researcher who works there as a school counselor. Secondly,
purposive sampling method found appropriate since there are some important criteria
mentioned above while selecting peer helpers. For instance, peer helpers need to

have empathic understanding at a certain level.
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Before implementing the training, firstly, the researcher made a presentation about
the peer helping program to the class teachers in the selected secondary school.
During the presentation student selection criteria for becoming a peer helper were
also mentioned. Then, the Teacher Suggestion Form (See Appendix A) was given to
18 teachers who attended to the presentation, and they were asked to write the names
of the three students on this form by considering the criteria to become a peer helper.
Secondly, a sociogram presented in Appendix B (Tindall, 1995) was implemented to
the 6™ and 7" grade students. There were 83 students as 6™ graders and 59 students
as 7™ graders. This study did not include the 5" and 8" graders since the 5™ graders
were just new to the school, while 8™ graders were trying to get prepared for and
cope with the nationwide high school entrance exam. After obtaining all the teachers’
opinions and implementing sociogram to all students, the researcher selected the
sample among the candidate peer helpers suggested by the students and teachers;
consequently 48 students were determined as candidate peer helpers among 142
students. Then, the researcher met firstly with these students and later with their
families one by one; two of the students did not accept to participate in the study, and
four of the parents did not allow their children to take part in the study. In total, six
students were excluded, and 42 students (14 girls and 8 boys among 6" graders; 10
girls and 10 boys among 7™ graders) were decided as study sample after meeting

with them individually.

After selecting the participants, permissions from their parents were obtained by
meeting with them one by one. They were invited to the school both by calling and
sending an invitation letter. Parent invitation letter and consent form are presented in
Appendix C and Appendix D respectively. After getting permission from the parents;
the participant students were assigned to experimental (n = 21) and control (n = 21)
groups through matching according to their age, grade, and gender. Both
experimental and waiting list control groups consisted of 12 girls and 9 boys before
the implementation of peer helper program. Both experimental and waiting list
control group participants signed the informed consent form (See Appendix E)

before applying pre-tests. Nevertheless, during the training process, four of the peer
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helpers withdrawn from the study; one of the students left after the 6" session
because the time of the training overlapped with some other courses and the
participant got anxious about his lessons and exams; another student wanted to quit
the training after the 3 session since the training took place at the end of the day;
and two of the students left at the end of the training period without expressing any
reasons. All the students who left the study were boys; two of them were from 6"
grade, whereas the other two were 7" graders. In addition, the researcher decided to
omit data about one of the students because of high absenteeism rate of this student.
Eventually, the final experimental group consisted of 16 students at the end of the
training. Waiting list control group participants did not take any training, just

responded to pre- and post-tests.

3.3. Data Collection Instruments

In the current study, the Scale for Identification of Conflict Resolution Behavior
(Koruklu, 1998), the Empathy Scale for Children and Adolescents-Turkish Form
(Giirtunca, 2013), Rosenberg Self-Esteem Scale (Cuhadaroglu, 1986), and Peer
Helping Training Program Evaluation Form-Peer Helpers developed by the

researcher (See Appendix I) were used to collect data.

3.3.1. The Scale for Identification of Conflict Resolution Behaviors

This scale (See Appendix F) was developed by Koruklu (1998) to measure students’
attitudes toward conflict situations and consists of two subscales (aggressiveness and
problem solving). In the scale, odd-numbered (i.e., 1., 3., 5., etc.) items measure
aggressiveness whereas even-numbered (i.e., 2., 4., 6., etc.) items measure problem
solving behaviors. The total measure includes 24 items with 5-point Likert type
scale, ranging from “Strongly Disagree” to “Strongly Agree”. The maximum and
minimum scores that can be obtained from each subscale range between 60 and 12.
Higher scores obtained from the problem-solving subscale indicate higher level of
conflict resolution skills; whereas the higher scores obtained from the aggressiveness

subscale contradicts with the acquisition of conflict resolution skill. Psychometric
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properties of the instrument were evaluated in a study conducted by Koruklu (1998).
For checking content validity, Koruklu consulted to the experts in Ankara University
and conducted factor analysis for construct validity. Koruklu also evaluated the
reliability of the scale with 6™, 7", and 8" graders. The results showed that test-retest
reliability is r = .64 for aggressiveness subscale and r = .66 for problem-solving
subscale. Cronbach alpha correlation coefficient computed to estimate internal
consistency of the measure was found .85 for aggressiveness and .83 for problem-

solving subscales.

3.3.2. The Empathy Scale for Children and Adolescents — Turkish Form

The Empathy Scale for Children and Adolescents was developed by Bryant in 1982
to measure the level of empathy of 1* through 7" graders and translated into Turkish
by Yilmaz (2003). The original scale was firstly constructed by Mehrabian and
Epstein (1972) as empathy scale for adults. Later, Bryant (1982) adapted the scale for
children and adolescents, including 22 items. In this study, the Empathy Scale for
Children and Adolescents-Turkish Form (See Appendix G) was used. It consists of
21 items. Second item was omitted in the Turkish version of the scale because its
discrimination index (coefficient) score was found below .20 (Giirtunca, 2013). For
each item, “yes-no” type of response alternatives are coded as 1 and 0. In the scale,
10 items (i.e., 2, 8, 9, 14, 15, 16, 17, 19, 20 and 21) are reverse coded. The maximum
score is “21” and the minimum score is “0”. Higher scores mean higher level of
empathy for both children and adolescents. In order to determine the reliability of the
scale, Kuder Richarson value was found .70, and test-retest correlation coefficient
was .76. Regarding its validity evidence, the association between an Index of
Empathy for Children and Adolescents, and the KA-SI Empathic Tendency Scale
were computed. The correlation coefficient between KASI Empathic Tendency
Scale-Child Form and An Index of Empathy for Children and Adolescents was found
.60, while the correlation between KASI Empathic Tendency Scale-Adolescence
Form and An Index of Empathy for Children and Adolescents was found .64.
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3.3.3. Rosenberg Self-Esteem Scale

This instrument (See Appendix H) was developed by Rosenberg (1965) to measure
the level of adolescents’ self-esteem and adapted into Turkish by Cuhadaroglu
(1986). It includes 10 items on a 4-point Likert type scale ranging from 4 (strongly
agree) to 1 (strongly disagree). One can obtain scores between 10 and 40 points;
higher scores mean higher level of self-esteem. There are reverse items (3, 5, 8, 9,
and 10) in the scale. These items are reversely coded. For this scale, test-retest
correlations are in the range of .82 to .88, and Cronbach's alphas are between the
values of .77 to .88. In the reliability study of Turkish version of the scale, Cronbach

alpha reliability coefficient was found as .75.

3.3.4. Peer Helping Training Program Evaluation Form-Peer Helpers

This instrument (See Appendix 1) was developed by the researcher in order to obtain
experimental/training group participants’ opinions about the training program and
receive feedback from them to increase its effectiveness. This form contains 5 open-

ended questions.

3.4. Training Program

In this section, the training program was introduced; firstly, the process which
researcher decided the peer helping training program were mentioned; secondly,
training procedure was summarized; and lastly, summary of each session was

presented.

3.4.1. Selection of the Training Program

In the present study, the Peer Helping Training Program developed by Uysal and
Nazli (2010) was selected as the training program. Because, the Peer Helping
Training Program has been frequently emphasized in Turkish literature, tested
empirically among secondary school students, and found appropriate for their
cognitive and psychosocial developmental level. In the original study, Uysal and

Nazli implemented the program as part of the comprehensive developmental
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counseling program at school in Balikesir/Karesi Secondary School, and tested its
effectiveness on helpees and peer helpers. In the study, 20 peer helpers were selected
and trained to serve as special friends and special assistants in the school. Both the
quantitative and qualitative methods were used to collect data. The Peer Helping
Training Program originally was composed of two phases (10 sessions in each phase
and each session lasted 90 minutes) and contains 20 sessions - 30 hours training in
total. The first phase of the training program contains topics and activities related to
communication, helping, and basic helping skills; whereas the second phase includes
the topics and activities about advanced helping skills. Summary of the original

structure of the training program (Uysal & Nazli, 2010) is presented below.

First phase of the training:
1. Meeting/introduction, structuring, ethical principles and roles of peer helpers
2. Communication (importance of components of communication, individual
differences, respect, being unique, confidence, body-language, empathy, I-
language, and communication blockers)
3. Basic helping skills (active listening, questioning, probing, reflection of
feelings and meanings, and summarizing)

4. Role-playing by using basic helping skills

Second phase of the training:
1. Summary of the basic helping skills
2. Advanced helping skills (self-disclosure, information giving, confrontation,
emphasizing the helpees’ strengths, and focusing)
Role-playing by using both basic and advanced helping skills
Roles and boundaries of peer helpers (referral process)
Problem solving steps

Effective study techniques

N o g~ w

Evaluation and termination
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After getting permission from the second author of the program, it was selected as
the training program of this study. In current study, some parts of the program were
modified, some sessions were not included, and some sessions were combined
throughout the implementation of the program. For the revision of the program,

necessary permission was also obtained from the program developer.

Precisely, in the original program, 5" session includes the topics of “I-language” and
“communication blockers”. However, in the present study “empathy” and “I-
language” were emphasized in that session, and “communication blockers” and
“helping skills” were mentioned in the 6™ session. In the revised program, 9" and
10" sessions were combined as 10™ session. The 11" and 12" sessions were also
combined as the 11" session, and the 15™ and 16" sessions were rearranged as the
14™ session. Lastly, “the skill of focusing” planned to be mentioned at the 14
session in the original program but it was omitted in the present study; instead the
peer helpers decided the name and logo of the group, and they worked to design
posters and brochures to inform other students about the program. Hence, the final

program includes two phases, 18 sessions and 27 hours training.

3.4.2. Training Procedure

The modified Peer Helping Training Program which includes two phases, 18
sessions and 27 hours training was implemented once a week to the experimental
group participants of the current study. Each session lasted approximately 90
minutes. In each session, 10 minutes recess time was provided to the participants.
The training program was implemented by the school counselor (researcher of this
study) under the supervision of the thesis supervisor.

The methods used in the training program were; instruction (via PowerPoint
presentations), large and small group discussions, role-playing, brain storming,
question-answer techniques, and in-session activities/exercises and assignments. At
the beginning of each session, the previous session was summarized, and the
researcher gave feedback to peer helpers about homework assignments. Moreover,
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students who missed some sessions were informed individually about the goals,
activities and assignments of the sessions later by the researcher. The highest
absenteeism rate (n = 8; 40%) was observed during the 6™ session, which was held in
the last week of the first semester. In general, the reasons for participants’
nonattendance in several sessions can be stated as follows; familial issues, health
related problems, forgetting the session time, unwillingness to stay at the school at

the end of the day, not being in the school in that day, and going home afternoon.

Furthermore, since excluding control group from a potentially beneficial experience
may pose an ethical question, at the end of the experimental group training, the
waiting list control group participants received similar but shorter form of training by

the school counselor at the end of the 2017-2018 academic year.

3.4.3. Summary of the Sessions
3.4.3.1. Session 1

The goals of the first session are:

1. To inform peer helpers about the peer helping program, its importance, the
selection process of the candidate peer helpers, and the roles of the peer
helpers.

2. To ask peer helpers about their expectations from the training.

3. To inform peer helpers about the ethical principles and responsibilities of
peer helping program; to decide on the group rules and to stress the

importance of attendance in sessions.

First session started with an activity to introduce the group members with each other.
Except one student who could not attend because of health related problem, all the
group members were participated in the first session. Next, the term of peer helping,
the roles and responsibilities of peer helpers, the reason to apply peer helping
program at schools, the selection process of the candidate peer helpers in the school,

and the content of the training program were discussed through a PowerPoint
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presentation including these topics, some visuals, question-answer technique, and
large group discussion. The brochure about the peer helping training program was

handed out, subsequently.

During the second part of the session, the participants were asked to write about why
they want to become peer helper and what they expect. Later, they shared their

opinions and expectations about the program in large group.

Afterward, group norms were decided. The participation contract of the peer helping
training program was also given to the candidate peer helpers and its importance was
discussed. It was also stressed that attendance to the sessions is of utmost
importance. After the students were informed about the homework (observing the
problems in their environment), their questions were answered. The researcher also
asked the group members about their opinions, feelings, willingness, and suggestions
for the session.

3.4.3.2. Session 2

The goals of the second session are:
1. To inform students about types of peer helping program, the roles and
responsibilities of peer helpers in these programs.
2. To inform students about ethical principles and responsibilities of peer
helpers.
3. To inform students about the factors that affect interpersonal relationships

such as respect, confidence, and individual differences.

Based on these goals, topics discussed in this session were the types of peer helping
programs (i.e., peer tutoring, peer mediation, peer mentoring), examples about these
programs, peer mediation program which was planned to be used in the present
study, the ethical principles of peer helping program and the responsibilities of peer

helpers, factors that may affect interpersonal relationships, and the characteristics of
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the person they would like to receive help. A PowerPoint presentation was prepared

about these topics.

After summarizing the first session, an ice-breaker activity was performed. They
were asked to find a word which starts with the first letter of their names and shared
it with group members. Subsequently, the homework about the question “which
problems do you observe frequently in your environment” was discussed. Most of
the students stated problems related with friendship skills and communication. Large
group discussion was used as a method to discuss how peer helpers can be effective

to solve these common problems.

Afterward, participants were asked to think about the characteristics of the person
whom they want to receive help. They wrote their answers during the activity and
then shared with the entire group. The most important characteristics were discussed
as being confidential, trustworthy, honest, respectful, patient, and helpful. They also
stated that the quality of voice tone, establishing eye contact, listening effectively,
and sharing similar problems with the helpee are required during a helping
relationship. One of the goals of the second session could not be reached because of
time restriction; the activity named “Everybody is Different” was not carried out
since the first ice-breaker activity lasted longer than it was planned. However,
participants were assigned to think about the characteristics that make them unique

until the next week.

3.4.3.3. Session 3

The goals of the third session are:
1. To inform peer helpers about the term of communication, definition and its
components.
2. To explain the differences between verbal and nonverbal communication.
3. To explain the factors that affect communication.

4. To explain the communication skills and their importance.
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After emphasizing the importance of individual differences and uniqueness by
carrying out the activity of “Everybody is Different” and discussing homework
question, the participants were asked how they define the term communication,

principles and reasons of communication.

Later, the students were matched into groups to role play a dialogue. During this
activity, the group members seemed to be willing to participate in group discussion
and shared their opinions with each other in general. Not all groups could practice
their role play because of the time restriction, so this may have affected their
willingness to participate in later discussions. After one group displayed their
dialogue, components of communication, communication examples observed in a
school environment, its aims and requirements, the terms of verbal-nonverbal
communication, their components and importance were presented. After talking
about verbal and nonverbal communication, the same group displayed the same
scenario first verbally and then nonverbally; and the importance of nonverbal

communication was discussed.

Then, an activity was performed to emphasize the importance of eye-contact. Paired
students tried to communicate only through their eyes while playing music at the
background. The session was over after asking the question “how can we show

people that we are listening to them?”

3.4.3.4. Session 4

The session was planned to reach the following goals:
1. To inform peer helpers about the importance of body language,
2. To inform peer helpers about the importance of active listening.

3. To inform peer helpers about the importance of empathy.

Based on these goals, the topics included in the presentation were comfort zone,
body language and their importance, active listening, empathy, three steps of
constructing empathy, its effects on communication, and examples about empathy.
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At the beginning of the session, the group talked about homework assignment;
students mentioned body language, gesture, mimic, eye contact, questioning,
empathy, probing, and reflecting meaning as effective factors while listening to
somebody. Later, to introduce the concept of comfort zone and stress its importance,
the activity named “My Comfort Zone” was applied; students who know each other
least were chosen and said to stay 6 meters away from each other. Then, they stopped

their friends walking toward them when they felt uncomfortable.

Afterward, the story about the little red riding hood was read and the significance of
empathy was discussed. Moreover, an activity was introduced to the students about
the three steps of constructing empathy. Firstly, students were divided into five
groups, four students in each. Then, they were given worksheets about the three steps
of constructing empathy and asked to think about situations which they observe in
their environments (at school, home, or in street) and need empathic understanding.
After small group discussions, groups shared the situations and empathy sentences
with the large group. During the session, students were encouraged to participate in
the activities and discussions. At the end of the session, students were asked about

their opinions related to the sessions and topics.

3.4.3.5. Session 5

This session was planned to achieve the following goal:
1. To inform peer helpers about the concept of | language, its components.

2. To explain the differences between I language and you language.

A PowerPoint presentation was used with an interactive approach in order to give
information about the concept of I-language, its components, and importance of
using it, the concept of you-language, difference between I-language versus you-
language, and examples about these concepts. Exercises including case examples
were used during the session to teach the topics effectively.
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Firstly, participants were asked to give examples of empathy sentences to repeat the
last week’s topic. Almost all students provided appropriate examples related to
empathy. Subsequently, the term I-language was explained and differentiated from
you-language by presenting related examples. After providing the participants case
worksheets and a handout including the formula (components) of I-language, they
were expected to use I- and you-language for some cases during the presentation.
Afterward, the participants were given an exercise/form on which there were three
cases and were individually expected to write appropriate sentence by using | and
you-language for these situations. Then, participants shared their examples with the
entire group. After discussing these examples, at the end of the session, they were
assigned two homework; one for practicing | and you-languages, and the other for

writing an event related to using I-language in their daily life.

3.4.3.6. Session 6

This session was planned to reach the following goals:
1. To inform peer helpers about communication blockers.

2. To inform peer helpers about helping skills and their importance.

The topics included in the PowerPoint presentation were communication blockers,
examples related to them, the concept of helping, helping relationship, basic helping
skills, and their importance.

After talking about the assignments, students were asked to think about a question
“Ali is waiting in line at canteen and someone moved to his front without getting
permission, what might be the Ali’s reactions?”. By means of this brainstorming
activity, it was aimed to get their attention to the topic of communication blockers.
The participants were informed about 17 communication blockers by giving
examples. Later, they were given cards on which the name of one communication
blocker was written. Throughout the presentation, several case examples were shared
with the group and they were asked in turn to give an example about that
communication blocker written on their cards related to these events.
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Afterward, the questions such as “Why these responses affect communication
negatively?”, “What do you feel if one behaves in these ways?”, and “How do you
respond to that person?” were discussed. After giving homework aiming to produce
examples about various communication blockers, the researcher presented the basic
helping skills. “What is helping?”, “What are the aims and significance of helping?”,
“How to establish a helping relationship?”, and “What are the basic helping skills?”

were the questions discussed toward the end of the session.

3.4.3.7. Session 7

The goals of the seventh session are:
1. To inform participants about active listening skills, the role of body language
in effective listening.
2. To inform peer helpers about questioning skill and its importance.

3. To inform peer helpers about probing skill.

Throughout the session, the topics including active listening, importance of body
language for active listening, questioning skill, open versus closed ended questions,

and probing skill were covered.

After summarizing the sixth session and mentioning the assignment about the
communication blockers, students were paired with a partner to whom a note was
given, including the directions such as do not establish eye contact, engage in
something else, and look at your watch or other things while listening. Later,

participants were asked about what they felt, whether their partner listened to them.

Furthermore, the topic of active listening and an example dialogue were presented.
Afterward, questioning skill and the types of questions were mentioned. Students
were expected to alter closed-ended questions into open-ended questions. Then, they
were given an exercise about questioning skill and motivated to express their

opinions.
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After talking about probing skill, students were grouped into triads. Before role-
playing activity, students were reminded about the group norms, especially
confidentiality. Later, one student was assigned as helper, another as helpee, and the
last one as observer. After the role-playing was over, feelings of the helpers and
helpees were asked, and the feedback of the observers were given. At the end of the

session, students were reminded to use these skills in their daily relationships.

3.4.3.8. Session 8

This session was organized to achieve the goals below:
1. To inform peer helpers about the triangle of feelings, thoughts, and
behaviors.
2. To inform peer helpers about emotions and to stress its importance.
3. To explain peer helpers regarding the differences between positive and
negative feelings,
4. To demonstrate peer helpers how to realize and express their and others’

emotions.

Based on these goals, the topics discussed throughout the session were the concepts
of feeling, thought, behavior, relationships among them, examples of feeling words,
negative or positive feeling words, importance of emotions, reflecting them,
expressing one’s own emotion, and lastly the triangle of feeling, thought, and

behavior.

After summarizing the last week, students were asked to define the concept of
emotion and say all the feeling words that came to their minds in order to make a list.
They found 42 feeling words and their list were compared to “the list of emotions” in
the original program. Later, by discussing the questions when and under which
circumstances people feel these emotions, the feeling words were labeled as positive
and negative.
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Afterward, the presentation was made regarding basic emotions and the activity
named “Feeling Dice” was carried out to help participants realize and express their
emotions. It was reminded that listening and confidentiality are of utmost
importance. After throwing the feeling dice, they were expected to share an event
related to the emotion on the surface of the dice. The students were encouraged to
share their feelings throughout the activity. Subsequently, the concepts of thoughts
and behavior were discussed and differentiated, and the relationships among three
concepts were explained by giving examples. The participants were also given
brochures about the concepts of feeling, thoughts, and behaviors; introducing
relationship between them and including some examples. The researcher also
stressed the importance of developing alternative thoughts when individuals face
with negative thoughts and feelings. Subsequently, some examples were given to

explain the thought-behavior-feeling circle.

At the end of the session, students were asked about their opinions and feelings
related to the sessions. Lastly, the participants were assigned an exercise to examine
the relationships among thought, feeling, and behavior, and find out alternative

thoughts for several cases.

3.4.3.9. Session 9

These are the goals expected to reach in this session:
1. To inform peer helpers about the skill of reflecting meaning.
2. To inform peer helpers about the skill of reflecting feelings.

3. To inform peer helpers about the skill of summarizing.

A PowerPoint presentation was prepared related to the skills of reflecting meaning,
reflecting feelings, and summarizing. At the beginning of the session, the researcher
summarized the eighth session, talked about homework, and distributed the list of
feeling words made by the group members last week. Later, the presentation was
made about the definitions, functions, and importance of reflection skills along with
examples. After that, participants were given an exercise to practice the skills of
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questioning, reflection of feelings, and meanings. First case was discussed together;
questioning and reflecting skills were demonstrated. Later, students were encouraged

by the researcher to find examples for each skill.

Afterward, the researcher continued to present the topics including the skill of
summarizing, its functions and importance by giving examples. To practice the skills
learned throughout the last two sessions, two students were selected among the
volunteers. The volunteer students decided a problem situation (job preference) to
role play and were motivated to concentrate on their roles as helpee and helper. Other
students were instructed to observe the helper’s skills and evaluate their
effectiveness. When the role-playing activity was over, the helper and the helpee
were asked to express their feelings and criticize themselves. Other students also

stated their opinions about the performance of the helper.

At the end of the session, students were paired with their group mates to write a
scenario about helping relationships, which include the usage of the basic helping
skills until the next session. It was emphasized that every member should write a
different scenario in which they would take role as helpers in their own problem

situations.

3.4.3.10. Session 10

The session was designed to achieve the following goals:
1. To help peer helpers to practice basic helping skills through role-playing.
2. To help peer helpers to identify the differences among various helping skills.

Throughout the session, the participants practiced their own scenarios, evaluated
their listening and responding skills including their non-verbal behaviors (e.g., body
language, eye contact, tone of voice, etc.). They also expressed their feelings and
thoughts about being peer helper.
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This session started with the summary of the previous session. Later, instructions for
the activity were reminded to students; while the helper and the helpee were
practicing their scenarios, others would observe them according to the criteria on the
observation form and instructed to take notes related to the effectiveness of helping
skills. During the activity, students were motivated to concentrate on their roles and

listen to their friends effectively.

All the pairs role played their scenarios. In the scenarios, the most common
presenting problems of the helpees’ were friendship issues, noncompliance to school
rules, family pressure, academic success, time management, career choices, and high
school entrance exam. The group members mostly established eye contact, reflected
the helpees’ feelings, used probing and questioning skills effectively. While
evaluating the helpers, most students made thoughtful comments without criticizing
their group members negatively. The researcher also gave feedback to the helpers
about their skills. Lastly, the participants evaluated the session and the activity.

3.4.3.11. Session 11

The first session of the second phase of the training program aimed the following
goals:

1. To help the peer helpers to summarize and practice the basic helping skills.

2. To inform peer helpers about the advanced helping skills.

Based on these goals, the skills thought to participants throughout the session were
self-disclosure and information giving, their importance and functions. In addition,
the Johari Window was presented to teach participants regarding the role of self-

disclosure in relations.

Firstly, students were expected to summarize and give examples about the first phase
of the training. In general, the basic helping skills were summarized by defining and
giving examples. Later, the researcher asked the students to define the term of self-
disclosure and explain its function in the relations. After brainstorming, the
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researcher defined the term, stressed its importance, and talked about the criteria
(timing, duration, depth, and quantity) for using self- disclosure as a helping skill. It
was also stated that this skill may help peer helpers construct a trustful relationship
and increase helpees’ self-disclosure. Then, the Johari Window was mentioned to
define the concepts of open, blind, hidden, and unknown areas. The participants
exemplified these concepts and discussed the importance and functions of this

model. A handout about the Johari Window was also distributed to the participants.

Afterward, the question of “Why some individuals hesitate to disclose about
themselves?” was discussed. The factors that may affect the level of self-disclosure
were mentioned as fear of being close to somebody, fear of being rejected and losing

the significant person, and feelings of shame and guilt.

Through the end of the session, the researcher presented the topic of information
giving when somebody demands information about academic, social, personal, and
vocational issues. It was stated that peer helpers should give reliable and accurate
information when requested and needed by the client. At the end of the session,
participants were assigned to design a brochure and a poster to inform other students
in the school about the peer helping program until the next week.

3.4.3.12. Session 12

The session was designed to reach the following goals:
1. To inform peer helpers about the confrontation skill, its functions and
importance.

2. To help peer helpers to use confrontation skill effectively.

In this session, information about the definition of the confrontation skill, its
importance, functions, and examples were presented. Firstly, the students were asked
to summarize the last week. Then, three students presented the posters they prepared
about the peer helping program. The posters and brochures were evaluated by
obtaining the opinions of all group members. Subsequently, the researcher asked
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participants to brainstorm the definition of confrontation skill. After this
brainstorming activity, the confrontation skill, its functions, and importance were
defined. The researcher also gave examples about how to use this skill, the situations
in which this skill should be used, and the factors that affect confrontation (quality of

the relationship and helpee’s readiness for challenging).

After the presentation, the researcher explained the subsequent role play activity. In
that activity, volunteer group members were expected to take the roles of peer helper
or helpee, and the student who acted as a helpee was asked to pick one of the cases
among the four case examples. The peer helpers were asked to notice the
inconsistencies and use confrontation skill. At the end of the activity, group members
expressed their feelings and thoughts. Later, participants were asked whether they

experienced inconsistent situations in their lives and used confrontation skills.

At the end of the session, after informing about the contents and examples of posters
or brochures, participants were reminded that a group name, logo, and posters would

be discussed next week.

3.4.3.13. Session 13

The goals of this session are:
1. To inform peer helpers about the use of strength-based approach,
emphasizing peer helpee’s strengths, and its importance.
2. To decide on a group name and logo, and the content of posters and

brochures about peer helping program.

In this session, the topics covered by the PowerPoint presentation were about the use
of strength-based approach, emphasizing peer helpees’ strengths, its importance,

functions, and examples about this skill.

In the beginning of the session, the advanced helping skills were summarized. Later,
participants shared their posters and brochures with the group members and gave
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feedback to each other about their posters. Also, some visuals about posters and
brochures used in the previous studies were demonstrated as examples, and group

members decided to work on their posters and brochures in the last sessions.

After talking about the ways to announce the peer helping program, the skill of
emphasizing peer helpees’ strengths, its functions, and importance were defined by
giving examples. It was discussed that this skill may help people to realize their
power to solve their own problems. Using this skill may energize and motivate the
people to struggle with their problems. Later, the participants were assigned to think
about their strengths and positive features by giving them a form. Before the activity,
some examples about positive features were given and they were also encouraged
during the activity. After writing their strengths on the form, the students who know
each other well were matched. Firstly, they were encouraged to share their own
features and later, they expressed their opinions about each other’s positive
characteristics. After small group discussions ended, they shared their feelings and
opinions in large groups; the questions “whether you shared any common feature

with your partner”, “what you felt while your mate was expressing your strengths”,

“whether you learned new features about yourself” were discussed.

Through the end of the session, the researcher summarized the advanced helping
skills and paired up students in order to prepare various scenarios about helping
relationships in which both basic and advanced helping skills would be practiced for
the next week. Later, the brainstorming technique was used to decide on alternative
group names and logos. The participants voted for the alternative group names, and it
was decided to use the name of “Legend Peer Helpers”. Then, the researcher showed
some visuals that can be used while designing group logo. During this process, foods

and drinks were provided to motivate students.
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3.4.3.14. Session 14

The session included the following goals:
1. To help peer helpers to practice the advanced helping skills through role-
playing.
2. To help the peer helpers to identify similarities and differences among

various helping skills.

To reach the session goals, the participants practiced their scenarios and evaluated
each other’s performance. After summarizing the last session, participants were
motivated to concentrate on their roles as helper or helpee and to take notes about the
skills used by the helpers while observing. During the role play activity, group
members were encouraged when they got excited. The scenarios were mostly about
the issues related to family pressure, friendship, academic success, and occupational
preferences. After each scenario, group members expressed their feelings, and the
helpees and observers evaluated the performance of the helper. It was observed that
the candidate peer helpers mostly established eye contact; used voice of tone and
body language effectively; reflected feelings and thoughts; used other skills such as
probing, questioning, and information giving. On the other hand, only a few students
used the skills of self-disclosure and confrontation, and the strengths of helpees were
hardly emphasized. The skill of summarizing was not practiced probably because the
scenarios were brief. Participant also criticized each other without harming and made

realistic comments.

One group could not practice their scenarios because of the time restriction; it was
postponed to next week session. Generally, participants seemed prepared for this
assignment and made a great effort to use the helping skills. Later, students were
asked to express their opinions and feelings about the activity. They stated that the
role-playing activity provided them with the opportunity to grasp and practice the
helping skills. The participants also said that they made sense of the helping skills

especially after practicing them in their own scenarios. Lastly, the symbols and
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colors were decided for the group logo; participants selected the emblem designed by

one of the group members.

3.4.3.15. Session 15

The following goals are planned to be reached:
1. To inform peer helpers about the ethical principles and rules.
2. To explain the referral process.

In the first place, the last session was evaluated; the skill of summarizing,
communication blockers, and helping skills were reviewed. Later, the group who
could not practice their scenarios displayed their scenarios as helper and helpee.
They received feedback from the other members. After, the researcher reminded the
students about the contract which was signed at the first session, and the group
members were asked to evaluate themselves according to the rules on this contract.
Then, the first part of the form including the Ethical Principles and Rules of the Peer
Helping (i.e., confidentiality, competence, honesty and trust, respect, sensitivity and
tolerance) was handed out to the members. All the principles and rules were
discussed one by one, and the students were informed about the significance and the

limitations of confidentiality.

Afterward, the distinct roles of peer helpers and their role (as peer mediators) in this
school were mentioned again. Later, the limitations of their roles, helping
relationship, and the problem situations that they were expected to deal with were
discussed. Information about the referral process and its steps were provided as well.
In order to help the students to grasp the ethical principles in depth, they were asked

to find out which ethical principles violated in some cases presented in a PowerPoint.
Through the end, the second part of the form about the Peer Helping Relationship
was handed out and examined together. Before the peer helper candidates signed the

form, importance of compliance with the ethical principles was emphasized again.
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Lastly, the researcher presented the last version of the group logo (See Appendix J)

drawn by a peer helper last week.

3.4.3.16. Session 16

The goals of this session are:
1. To inform peer helpers about the concepts of problem, conflict, conflict
resolution, and peer mediation.

2. To inform peer helpers about the problem-solving steps.

After summarizing the last week, in order to increase the curiosity of the group
members about the new topic, the session was started with an activity called
“Deadlock”. In that activity, seven members were asked to hold each other’s hands
randomly and tried to solve the deadlock without leaving their hands. Subsequently,

the group members were asked to make a guess about the purpose of this activity.

Afterward, the researcher read aloud a problem situation (i.e., an imaginary plane
crash in the Equator) and wanted them to say all the solutions that came into their
minds without laughing or criticizing. After brainstorming activity, the answers (e.g.,
distillation, finding the way by looking at the mosses, making ship by using the parts

of airplane) were written on a board and evaluated together.

Later, the concepts of problem and conflict were defined, and the steps to solve
problems were mentioned by giving examples. It was also emphasized that
individuals may face problems related to themselves or their relationships; thus,
rather than ignoring them or disputing with others, problems need to be solved.
Afterward, an exercise about a problem situation was applied by giving the students
extra time to solve the problem according to the problem-solving steps. Then their

solution strategies were examined.

Subsequently, the researcher asked the students to imagine a conflict situation they
had faced before and make a prediction about what would happen if a mediator was
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involved in that conflict management/problem-solving process. Subsequently, the
concept of peer mediation, and the characteristics of peer mediators were presented.
Then, a worksheet was assigned to the group members so that they could think and
solve a problem situation until the next week. After asking the feelings and opinions
of the students about the sessions, they were reminded to bring the posters and

brochures which they designed before.

3.4.3.17. Session 17

This session aims to achieve the following goals:
1. To inform peer helpers about effective studying techniques.
2. To encourage the peer helpers to prepare posters and brochures to introduce

the peer helping program at the school.

In the beginning of the session, the summary of the last week session was made, and
the homework was examined. Then, the students were asked about their study
program. The topics including effective study techniques and preparing a study
program were discussed subsequently. The importance of goal setting, preparing a
study program, effective time management, listening and taking notes during the
lessons, daily repeating; being prepared for lessons, and some obstacles that may
prevent studying were also discussed through the session. Later, some examples for
preparing study programs were presented, and the students were assigned to prepare

their own study programs until the next week.

After the presentation, the participants were divided into four groups. They were
assigned to prepare posters or brochures which give information about the peer
helping program, ethical principles, characteristics of the peer helpers, some issues
that a peer helper can help, and the contact information. The topics were divided
according to the preference of the groups, and while the groups were preparing their
posters, the required materials, foods, drinks, and music were provided to motivate

them.
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3.4.3.18. Session 18

The last session was designed to focus on the following goals:
1. To ask the peer helpers to evaluate themselves and the training program.
2. To ask the peer helpers to share their opinions and feelings about other group
members.
3. To explain the importance of the ethical principles and the rules during the
peer helping program implementation.

4. To review the posters and brochures about the peer helping program.

In the last session, the topics including the summary of the training program; the
problem situations that peer helpers can deal with; importance of ethical principles;
marketing the program; deciding the time for supervision; and peer helpers’ feelings
and opinions regarding the program, and the termination of the group process were

discussed.

In the first place, the previous session was summarized, and the researcher examined
the study programs prepared by the group members. Later, the topics in the training
program and the helping skills were reviewed briefly. Afterward, the services that
can be provided by the peer helpers at school and their roles were discussed. It was
decided to prepare a notice board in every classroom and a board at the school
entrance including visuals, group name, the logo, and a brochure that provides
information about the program and introduce the peer helpers to other students.
Subsequently, the time and the location of the supervision sessions were decided as
half an hour at lunch time in every Friday at the school counselor’s office. It was also
mentioned once again that the peer helpers are welcome to consult the school

counselor whenever they needed.

Subsequently, via the activity named “Love Bombardment”, all the members were
instructed to express their positive feelings and thoughts about each other so that they
could hear about their positive characteristics from their friends by sitting on a chair
in the middle of the class. After this activity, the participants expressed their feelings
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and thoughts about the termination process. A few students stated that they were
feeling sad and some reflected that they were worried about being a peer helper and

practicing it.

Through the end of the session, the importance of ethical principles and rules of
being peer helper were reemphasized. Later, the researcher gave the badges with the
group logo and the certificates to peer helpers. Additionally, “thank you letters” to
the parents of the peer helpers were handed out. During this period; foods, drinks,
and music were provided, and photographs of group members with their caps and

certificates were taken.

3.5. Data Collection Procedure

Prior to the data collection process, the program implementer contacted to the
researchers who developed or adapted the instruments except peer helping training
evaluation form-peer helpers and then, their permissions were obtained to implement
the questionnaires. After assigning the participants into experimental/training and
waiting list control groups, pre-tests (i.e., the Scale for Identification of Conflict
Resolution Behavior, the Empathy Scale for Children and Adolescents-Turkish
Form, and Rosenberg Self-Esteem Scale) were applied. Before implementing the
pre-tests, it was emphasized that the answers of the students would be kept
confidential; however, they had to write their names on the forms to pair their pre-

and post-test results.

After peer helping training program was over, post tests were applied to both
experimental group and waiting list control group participants. Meanwhile, Peer
Helping Training Program Evaluation Form-Peer Helper was also used to collect

qualitative data from the experimental group participants.
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3.6. Description of VVariables

The independent variable of the study is the condition of participating in peer helping
training program (i.e., training versus waiting list control group). The dependent

variables are aggressiveness, problem solving, empathy, and self-esteem scores.

Aggressiveness: The total score of the Aggressiveness Subscale in the Scale of
Identification of Conflict Resolution Behaviors. The score ranges between 12 and 60.

Problem-Solving: The total score of the Problem-Solving Subscale in the Scale of

Identification of Conflict Resolution Behaviors. The score ranges between 12 and 60.

Empathy: The total score obtained from the Empathy Scale for Children and

Adolescents-Turkish Form. The score ranges between 0 and 21.

Self-Esteem: The total score of Rosenberg Self-Esteem Scale. The score ranges
between 10 and 40.

3.7. Data Analysis

In order to examine the effectiveness of the peer helping training program on
aggressiveness, problem-solving, empathy, and self-esteem scores of the peer
helpers, non-parametric statistical tests including Mann-Whitney U Test for between
group comparisons and Wilcoxon Signed-Rank Test for within group comparisons
were implemented. In order to examine the differences between experimental and
waiting list control group participants’ aggressiveness, problem-solving, empathy,
and self-esteem scores, 8 separate Mann-Whitney U Tests were employed.
Furthermore, in order to explore the differences between pre- and post-test
aggressiveness, problem-solving, empathy, and self-esteem scores of the
experimental and waiting list control group participants, 8 separate Wilcoxon Signed
Rank Test were conducted. Moreover, to assess the qualitative data provided by the

training group participants through the evaluation forms and to examine the effects
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of peer helping training program on peer helpers’ personal and social competency
qualitatively, content analysis was used. Alpha level was accepted as .05 while
interpreting all statistical procedures. Version 23.0 of IBM Statistical Package for the
Social Sciences (SPSS) Statistics for Windows (2015) was used in the statistical
analyses of the quantitative data.

3.8. Limitations of the Study

Some limitations emerged during the implementation of the peer helping training
program. Firstly, since this study was conducted in one of the schools in
Mahmudiye-Eskisehir and participants were selected only among the 6" and 7"
graders in that school, these conditions prevent the generalization of the results to
other secondary school settings. Secondly, selected participants were not assigned to
groups randomly which may also threaten the internal validity of the study. Before
assigning participants into groups, to prevent the effect of the subject characteristics,
it was planned to match the subjects according to their age, gender, and grade level.
However, other subject characteristics might have been an obstacle while comparing

the results of experimental and waiting list control groups.

Thirdly, self-report format of the instruments and the lack of anonymity during the
evaluation process might lead to social desirability bias (favorable feedback about
the skill acquisition) in the peer helpers’ program evaluation forms. Although the
students were told that their answers would be kept confidential, they had to write
their names on the pre-tests, post-tests, and the evaluation form. This was preferred
to pair pre-tests with post-tests and qualitative findings with quantitative results if
needed.

Another limitation was related to dropout or withdrawal of some of the participants
from the training program. Several problems emerged during the implementation
phase of the peer helping training program since it lasted 18 weeks starting in
December 2017 and ending in May 2018. Therefore, mortality became a problem.
From beginning to the end of the training period, withdrawal rate was 19.05%
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(almost 20%), and all the students who left the program were boys. Some unplanned
events might have affected the training group participants’ dropout. For instance,
during the second semester, the schedules of some extracurricular courses (e.g.,
supportive academic courses, art, and sport activities) have been changed and
overlapped with the time of peer helping training. It became so difficult to arrange
appropriate time/day for every student to participate in the training; thus, some had to
give up the program. Additionally, some students left the program as they were

concerned about studying for their exams and about their overall academic success.

Moreover, absenteeism was another limitation during the implementation of the
program. Some of the students lived far from the school district and needed
transportation to their home after the sessions. Some students mentioned that the
sessions were long, and they suffered from concentration problems as the training
took place after school period. In addition to the above situations inferred from the
peer helpers’ behaviors or their answers on the evaluation forms such as the factors
affecting peer helpers’ willingness, the reasons for not attending the all sessions can
be stated as follows; familial issues, health related problems, forgetting the day and
time of the session, not coming to school in the training day, and sometimes school
administrators cancelled some classes and sent students to their home as their
teachers were absent. All in all, high absenteeism rate created challenges through the

implementation period and might have been affected by the above factors.
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CHAPTER 4

RESULTS

Data analysis results regarding each research questions are presented in this chapter.
Initially, the quantitative results are presented, including subsections related to the
between and within group comparisons of experimental/training and waiting list
control groups according to conflict resolution skill, empathy, and self-esteem scores,
respectively. The statistical results of each hypothesis testing are addressed in four
subsections. Subsequently, qualitative results are presented. And the last section

includes the summary of the results.

4.1. Quantitative Analyses

The quantitative analyses are reported under the categories of preliminary analyses,
the results related to the conflict resolution scale scores, the results related to the

empathy scale scores, and lastly the results related to the self-esteem scale scores.

4.1.1. Preliminary Analyses

In the first place, parametric assumptions were tested to run parametric statistical
analyses. As some of the assumptions were not met and the number of members in
each group was lower than 30; non-parametric statistical analyses were employed in
order to compare the differences between and within the scores of training and

waiting list control groups regarding the dependent variables.
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4.1.1.1. Results related to the comparisons of the pre-tests scores of the training

and waiting list control groups

A Mann-Whitney U test was run to examine if there is a significant difference
between the training and waiting list control groups according to the pre-test scores
of the Aggressiveness Subscale. It was found that the aggressiveness subscale scores
of the training group (mean rank = 17.88) were not significantly different from those
of the waiting list control group (mean rank = 15.13), U = 106.00, p > .05, as it can

be seen in Table 4.1 below.

In order to investigate the equivalency of the training and waiting list control group
pre-test scores of the Problem-Solving Subscale, a Mann-Whitney U test was
employed. As shown in Table 4.1, the results revealed that there was no statistically
significant difference between the training group (mean rank = 14.81) and the
waiting list control group (mean rank = 18.19) according to the participants’

problem-solving subscale scores, U = 101.00, p = .307.

A Mann-Whitney U test was employed to examine whether there is a significant
difference between the training and waiting list control groups according to the pre-
test scores of the Empathy Scale for Children and Adolescence-Turkish Form.
According to the test results presented in Table 4.1, the empathy scale scores of the
training group (mean rank = 15.66) were not significantly different from those of the

waiting list control group (mean rank = 17.34), U = 114.50, p = .607.

Lastly, the pre-test scores of Rosenberg Self-Esteem Scale for both groups were
compared by using a Mann-Whitney U test. As it can be seen in Table 4.1 below, the
results showed that there was no statistically significant difference between the
training group (mean rank = 15.41) and the waiting list control group (mean rank =
17.59) according to their self-esteem scale scores, U = 110.50, p = .507. Regarding
these results, it can be stated that two groups were equal in terms of aggressiveness,
problem solving, empathy, and self-esteem scores before the implementation of the
peer helping training program.
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Table 4.1

The Mean Ranks of the Experimental and Waiting List Control Groups for Pre-test

Scores
Mann-Whitney
U Test
Mean  Sum of
Groups N Rank Rank U z p
Total Score of  Experimental 16 17.88 286 106 -.83 41
Aggressiveness
Subscale Waiting List
Control 16 15.13 242
Total Score of  Experimental 16 14.81 237 101 -1.02 31
Problem
Solving Waiting List
Subscale Control 16 18.19 291

Total Score of  Experimental 16 15.66 25050 11450 -51 .61
Empathy Scale

Waiting List

Control 16 17.34 277.50

Total Score of  Experimental 16 1541 246.50 11050 -66 .51
Self-Esteem
Scale Waiting List

Control 16 17.59 281.50

4.1.2. Results Related to the Conflict Resolution Scale Scores

As the scale for identification of conflict resolution behaviors includes two subscales,
the results of this section are presented in two subsections, namely results related to
the aggressiveness subscale scores and results related to the problem-solving

subscale scores.
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4.1.2.1. Results related to the aggressiveness subscale scores

In order to investigate the hypothesis of “the aggressiveness post-test scores of the
experimental group will be significantly lower than those of the participants in the
waiting list control group after the implementation of the peer helping training
program”, a Mann-Whitney U test was used. According to the results presented in
Table 4.2, the distributions of the post-test scores of the training and waiting list
control groups were not similar. The aggressiveness post-test scores of the training
group (mean rank = 13.19) was found significantly different from those of the
waiting list control group (mean rank = 19.81) after the training, U = 75.00, p = .045,

r = .13, small effect.

Table 4.2
The Mean Ranks of the Experimental and Waiting List Control Groups for Post-test

Aggressiveness Scores

Mann-Whitney

U Test
Mean  Sum of
Groups N Rank Rank u z p

Total Score of Experimental 16 13.19 211 75 -2.01 .045*
Aggressiveness
Subscale Waiting List

Control 16 19.81 317

Note. p < .05

The hypothesis of “the aggressiveness post-test scores of the experimental group will
be significantly lower than their pre-test scores after the implementation of the peer
helping training program” was examined by using Wilcoxon Signed-Rank Test. The
results presented in Table 4.3 indicated that there were no significant differences
between the pre-test (Mdn =5.50) and post-test (Mdn = 9.50) aggressiveness scores
of the experimental group, Z = -.882, p = .378.
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Table 4.3

The Results of Wilcoxon Signed Rank Test of Pre-test Post-test Aggressiveness

Scores of the Experimental Group

Wilcoxon Signed

Ranks Test
Mean Sum of
N Rank Ranks z p
-Ranks 7 9.50 66.50 -.88 .38
Total Score of
Aggressiveness + Ranks 7 5.50 38.50

Posttest-
Pretest Ties 2

Total 16

Regarding to the hypothesis that “there will be no significant difference between the
aggressiveness pre- and post-test scores of the waiting list control group”, Wilcoxon
Signed-Rank Test was run. According to the results in Table 4.4, there was a
significant median change in the post-test scores of the waiting list control group
(Mdn =5.13) compared to their pre-test scores (Mdn = 9.05), Z=-2.253, p =.024, r =

.39, moderate effect.

Table 4.4

The Results of Wilcoxon Signed Rank Test of Pre-test Post-test Aggressiveness

Scores of the Waiting List Control Group

Wilcoxon Signed

Ranks Test
Mean Sum of
N Rank Ranks z p
-Ranks 4 5.13 20.50 -2.25 .02*
Total Score of
Aggressiveness + Ranks 11 9.05 99.50

Posttest-
Pretest Ties 1

Total 16

Note. p < .05
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4.1.2.2. Results related to the problem-solving subscale scores

Non-parametric statistical tests were also conducted in order to compare the
participants’ problem solving skills in each group before and after the training. By
using a Mann-Whitney U Test, it was found that there was no significant difference
between the training and waiting list control groups in the problem-solving post-test
scores. As it was presented in Table 4.5, the results indicated that the problem
solving skill mean rank scores of the training group (mean rank = 17.09) were not
significantly different from those of the waiting list control group (mean rank =
15.91) after the training, U = 118.50, p = .719.

Table 4.5
The Mean Ranks of the Experimental and Waiting List Control Groups for Post-test

Problem-Solving Scores

Mann-Whitney

U Test
Mean  Sum of
Groups N Rank Rank U z p

Total Score of Experimental 16 17.09 27350 11850 -36 .72
Problem

Solving Waiting List

Subscale Control 16 1591 254.50

In order to investigate the hypothesis that problem-solving post-test scores of the
experimental group will be significantly higher than their pre-test scores, a Wilcoxon
Signed-Rank Test was carried out. In Table 4.6, the results indicated that the problem
solving post-test scores of the training group (Mdn = 8.50) was significantly different
from their pre-test scores (Mdn = 7.92), Z = -2.448, p = .014, r = .43, moderate
effect.
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Table 4.6
The Results of Wilcoxon Signed Rank Test of Pre-test Post-test Problem-Solving

Scores of the Experimental Group

Wilcoxon Signed

Ranks Test
Mean Sum of
N Rank Ranks y4 P

-Ranks 2 8.50 17 -2.45 .01*
Total Score of
Problem + Ranks 13 7.92 103
Solving
Posttest- Ties 1
Pretest

Total 16

Note. p < .05

Later, for the hypothesis of “there will be no significant difference between the
problem-solving pre-test and post-test scores of the waiting list control group, a
Wilcoxon Signed-Rank Test was implemented. The analysis showed in Table 4.7
that the problem solving post-test scores of the waiting list control group participants
(Mdn = 6.80) were not significantly different from their pre-test scores (Mdn = 6.29),
Z=-393,p=.694.

Table 4.7
The Results of Wilcoxon Signed Rank Test of Pre-test Post-test Problem-Solving
Scores of the Waiting List Control Group

Wilcoxon Signed

Ranks Test
Mean Sum of
N Rank Ranks z p
-Ranks 5 6.80 34 -.39 .69
Total Score of
Problem + Ranks 7 6.29 44
Solving
Posttest- Ties 4
Pretest Total 16
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4.1.3. Results Related to the Empathy Scale Scores

Regarding the hypothesis that the empathy post-test scores of the participants in the
training group will be significantly higher than those of the participants in the
waiting list control group after the implementation of the peer helping training
program, a Mann-Whitney U Test was conducted. The results showed in Table 4.8
that the distribution of the empathy post-test scores of two groups were similar, and
the empathy scale scores of the waiting list control group (mean rank = 16.44) were
not significantly different from those of the experimental group (mean rank = 16.56)
after the training, U = 127.00, p = .970.

Table 4.8
The Mean Ranks of the Experimental and Waiting List Control Groups for Post-test
Empathy Scores

Mann-Whitney

U Test
Mean  Sum of
Groups N Rank Rank Uu z p
Total Score of Experimental 16 16.56 265 12 -04 97
Empathy Scale 7
Waiting List
Control 16 16.44 263

In order to test the hypothesis that the empathy post-test scores of the experimental
group will be significantly higher than their pre-test scores, a Wilcoxon Signed-Rank
Test was run. According to the analysis presented in Table 4.9, the empathy post-test
scores of the training group participants (Mdn = 6.88) were not significantly different
from their pre-test scores (Mdn = 4.58), Z = .00, p = 1.00.
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Table 4.9

The Results of Wilcoxon Signed Rank Test of Pre-test Post-test Empathy Scores of
the Experimental Group

Wilcoxon Signed

Ranks Test
Mean Sum of
N Rank Ranks z p
Total Score -Ranks 4 6.88 27.50 .00 1.00
of
Empathy + Ranks 6 4.58 27.50
Posttest-
Pretest Ties 6

Total 16

Subsequently, to analyze the hypothesis that there will be no significant difference
between the empathy pre- and post-test scores of the waiting list control group, a
Wilcoxon Signed-Rank Test was conducted. The analysis indicated that the pre-test
scores of the waiting list control group (Mdn = 5.00) were not significantly different
from their post-test scores (Mdn = 7.20), Z = -.270, p = .788, as it was presented in
Table 4.10.

Table 4.10

The Results of Wilcoxon Signed Rank Test of Pre-test Post-test Empathy Scores of
the Waiting List Control Group

Wilcoxon Signed

Ranks Test
Mean Sum of
N Rank Ranks z p
-Ranks 5 7.20 36 =27 .79
Total Score
of +Ranks 6 5.00 30
Empathy
Posttest- Ties 5
Pretest
Total 16
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4.1.4. Results Related to the Self-Esteem Scale Scores

A Mann-Whitney U Test was implemented to test the hypothesis of “the self-esteem
post-test scores of the participants in the experimental group will be significantly
higher than those of the participants in the waiting list control group after the
implementation of peer helping training program”. The analysis indicated that the
self-esteem scale scores of the waiting list control group (mean rank = 17.13) were
not significantly different from those of the training group (mean rank = 15.88), U =
118.00, p =.705 as it can be seen in Table 4.11.

Table 4.11
The Mean Ranks of the Experimental and Waiting List Control Groups for Post-test

Self-Esteem Scores

Mann-Whitney

U Test
Mean Sum of
Groups N Rank Rank U z p
Total Score Experimental 16 15.88 254 118 -38 .71
of
Self-Esteem  Waiting List
Scale Control 16 17.13 274

In order to analyze the hypothesis of “the self-esteem post-test scores of the
experimental group will be significantly higher than their pre-test scores”, a
Wilcoxon Signed-Rank Test was used. According to Table 4.12, the results showed
that the self-esteem post-test scores of the training group (Mdn = 7.63) was not
significantly different from their pre-test scores (Mdn =6.72), Z =-1.061, p = .2809.
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Table 4.12
The Results of Wilcoxon Signed Rank Test of Pre-test Post-test Self-Esteem Scores of

the Experimental Group

Wilcoxon Signed

Ranks Test
Mean Sum of

N Rank Ranks z p
Total Score - Ranks 4 7.63 30.50 -1.06 .29
of
Self-Esteem + Ranks 9 6.72 60.50
Posttest-
Pretest Ties 3

Total 16

Finally, by using a Wilcoxon Signed-Rank Test, the hypothesis of “there will be no
significant difference between the self-esteem pre- and post-test scores of the waiting
list control group” was tested. According to the results presented in Table 4.13, it
was found that the self-esteem post-test scores of the waiting list control group (Mdn
= 6.00) were not significantly different from their pre-test scores (Mdn = 9.50), Z = -
284, p=.777.

Table 4.13
The Results of Wilcoxon Signed Rank Test of Pre-test Post-test Self-Esteem Scores of
the Waiting List Control Group

Wilcoxon Signed

Ranks Test
Mean Sum of
N Rank Ranks z p
-Ranks 8 6.00 48 -.28 .78
Total Score
of + Ranks 6 9.50 57
Self-Esteem
Posttest- Ties 2
Pretest

Total 16
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4.2. Qualitative Results / Peer Helpers’ Program Evaluation

After the implementation of the training program, the experimental group
participants (n=16) responded to the Peer Helping Training Program Evaluation
Form-Peer Helpers that includes five open-ended questions. Their answers were

content analyzed and grouped into 3 main themes and 9 subthemes.

4.2.1. Peer Helpers’ Competency

This main theme was grouped into two subthemes, namely topics about which peer
helpers believe to be helpful and peer helpers’ knowledge about their roles, skills,

and responsibilities.

4.2.1.1. Topics about which peer helpers believe to be helpful

Academic support, support for conflict resolution, support for solving personal
problems, and emotional support were the subthemes compounded under this main

theme. These categories can be presented as follows:

4.2.1.1.1. Academic support

Firstly, peer helping training program aimed to give information about effective
studying techniques and 25 % (n = 4) of the students stated that they can support
their peers in academic matters.

It may be about quarrels among friends, lessons (or lectures), problems

related to teachers or family. Peer Helper-2 (female, 6th grader)

I think I can help about course related problems. Peer Helper-15 (male, 7th

grader)

4.2.1.1.2. Support for conflict resolution (mediation)

Secondly, after informing peer helpers about the basic and advanced helping skills;
they were instructed about the concepts of conflict, conflict resolution, and peer

mediation throughout the training. More than half of the peer helpers reported that
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they developed their conflict resolution skills (62.5%; n = 10) so that they can
support their friends when they fight or have disputes.
Separating and reconciling when others are fighting. Peer Helper-3 (male,
6th grader)
| want to be helpful for them without forcing them, to reconcile those
quarreled, and to make sad peoples happy / satisfied. Peer Helper-6 (female,
6th grader)
If they dispute with their friends, I would try to help them to reconcile. That is
to say, | will struggle to remove resentments. Peer Helper-7 (female, 6th
grader)
| think that I can support those who have problems with their friends. Peer

Helper-14 (female, 7th grader)

4.2.1.1.3. Support for solving personal problems

Thirdly, peer helpers were instructed about the concepts of problem and problem
solving steps during the training process. On the peer helping evaluation form, 37.5%
(n = 6) of the students reported that they can help others to solve their problems
related to daily life.
| believe that I can support them to solve their problems and distresses. Peer
Helper-5 (male, 6th grader)
| can help them to solve their problems faced at school or home. Peer Helper-
12 (female, 7th grader)

4.2.1.1.4. Emotional support

Lastly, during the training process of the peer helpers, the importance of being aware
of feelings and expressing them were discussed through topics including the
importance of empathy; basic feeling words; positive and negative feelings; realizing
and expressing one’s own emotion and others’; and relationship among feelings,

thoughts, and behaviors. On the basis of the qualitative data, it can be expressed that
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peer helpers became more sensitive to others’ feelings and 31.25% (n = 5) they could
support their friends emotionally.
If someone argues with his/her friend or feels isolated, | can help as long as
the issue is not beyond my competency. Peer Helper-4 (female, 6th grader)
I can motivate someone who got low grade in the exam. Peer Helper-9
(female, 7th grader)
In the cases of debates, some school related issues such as feeling isolated or

again problems emerged in the school. Peer Helper-11 (female, 7th grader)

4.2.1.2. Peer helpers’ knowledge about their roles, skills, and responsibilities

On the evaluation forms, two students mentioned necessity of “clients’ willingness”
during the helping process:
| want to be helpful for them without forcing them. Peer Helper-6 (female,
6th grader)
I think that I can support as much as possible if they are willing to mention
their situations difficult to tell any others. Peer Helper-14 (female, 7th

grader)

Moreover, 31.25% (five) of the students stressed the importance of “referral
process” as it was mentioned in the 15" session:
If I hear about a challenging or vital situation, | would refer it to the school
counselor. Peer Helper-1 (female, 6th grader)
I think that I can help to my peers about every issue that they want to disclose
to me, but of course I could not engage in topics exceeding my skills. Peer
Helper-8 (female, 6th grader)

I can help without exceeding my border. Peer Helper-12 (female, 7th grader)

Furthermore, four of the peer helpers stated that they developed their “helping skills”
(emphasizing the strengths of peer helpees and informing):
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If there had been no training process, we could not have used most of the
skills and been sure about giving reliable information. Peer Helper-11
(female, 7th grader)

I think that I have learned new skills to take the role as a peer helper and, |
also achieved to become more kind and polite. Peer Helper-14 (female, 7th

grader)

Lastly, during the first phase of the training, the concept of helping and helping
relationship; the aims and the importance of helping; and each helping skills by
stating their importance were discussed. On the grounds of the qualitative data, it can
be asserted that 93.75% (n = 15) of the peer helpers are satisfied with their roles and
want to serve as peer helpers for the benefits of others/their peers. This may support
development of peer helpers’ prosocial behaviors:

It is wonderful as it would help us in the future, we would assist people. Peer

Helper-10 (female, 7th grader)

I recommend it since we have been learning to be helpful for people and our

friends through this training, which is a good thing. Peer Helper-6 (female,

6th grader)

Yes, | recommend it since we have learned crucial information here. And

after the training is over, we would assist our friends and these would make

us happy. Peer Helper-7 (female, 6th grader)

| recommend it because others can also benefit from what we have learned. If

they learn, they become aware of the helping process. They may help others

more with this awareness. Peer Helper-9 (female, 7th grader)

4.2.2. Benefits of the Training Program

This main theme was composed of two subthemes, namely development of peer

helpers’ interpersonal relationships and their personal competency.
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4.2.2.1. Development of peer helpers’ interpersonal relationships
4.2.2.1.1. Friendship skills

Firstly, the training program supported some of the peer helpers to develop their
friendship skills; 37.50% (n = 6) of the students stated that they had chance to
improve their relationship with their friends.
In the training, there were others who | did not get acquainted, we met and
became friends. | have learned a lot of things. Peer Helper-1 (female, 6th
grader)
This training has provided some benefits such as realizing positive sides of
the events, getting along with my peers, and increasing my friendship skills.

Peer Helper-2 (female, 6th grader)

4.2.2.1.2. Conflict resolution skills

Three of the participants in the training group mentioned that they have learned novel
ways to solve their own conflicts:
In my opinion, peer helping program is of utmost importance. The topics that
| have learned during the training are coming to my mind in any place or
during a conflict. They work while | interact with my friends or in any place,
so | would like to thank to the program implementer. Peer Helper-1 (female,
6th grader)
| tried to use the skills that | have learned in this training while talking with
my friends. Previously, | was probably rude. Nowadays, we are quarreling
less as | have been using the skills. And we hurt each other less. Peer Helper-
12 (female, 7th grader)

4.2.2.1.3. Communication skills

During the training process, the concept of communication; its components;
communication skills and their importance; difference between verbal and nonverbal
communication; factors that affect communication; communication blockers; the

importance of body language, active listening, and empathy were discussed by
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carrying out some instructive activities. Based on the qualitative data, more than half
of the training group participants 56.25% (n = 9) reported that they had the chance to
improve their communication skills.
These topics and activities assisted me excessively. It helped me to
understand my friends, my environment, and my family better. Peer Helper-7
(female, 6th grader)
We are learning to develop empathy, not to hurt people (using I-language).
Peer Helper-12 (female, 7th grader)
Anymore, | get along with people better. I communicate better with them.

Peer Helper-16 (male, 7th grader)

4.2.2.2. Personal competency of peer helpers
4.2.2.2.1. Personal satisfaction

The peer helpers reported that they enjoyed during the training process, liked the
topics and activities. While evaluating the training process; 87.5% (n = 14) of the
peer helpers stated that they benefited from the program, enjoyed the training, felt
helpful and important.
| enjoyed the peer helping program and liked the topics. Peer Helper-16
(male, 7th grader)
Each topics and activities are of utmost importance. We took the training for
18 weeks and it helped us and our environment. Participating in this training

is very good / advantageous for me. Peer Helper-6 (female, 6th grader)

4.2.2.2.2. Personal gains

This subtheme is about peer helpers’ personal gains from the training program,
which also includes the development of the peer helpers’ self-regulation skills
(responsibility, time management, and making plans). On the evaluation forms,
31.25% (n=5) of the students stated that they had some personal gains and their

appreciation to take part in the peer helping training program.
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I recommend this program to my peers because we help not only other people
but also ourselves. We are also learning to live in the community. Peer
Helper-12 (female, 7th grader)

Not wasting our times; learning how to behave in various situations (through
activities); learning to be organized and planned; knowing our

responsibilities. Peer Helper-15 (male, 7th grader)

4.2.3. Peer Helpers’ Evaluation of the Training Program

Under this main theme, peer helpers’ statements related to their opinions about the
instructional methods and the content of the training, their feelings during the
training program, their recommendations to become a peer helper, the challenges
faced during the implementation and their suggestions to improve the program were

presented respectively.

4.2.3.1. Opinions about the instructional methods of the training program

Four of the peer (25%) helpers stated their opinions about some instructional
methods used in sessions:
At the beginning, | thought that I would have difficulty in understanding the
topics when 1 first heard about their names and | could not grasp some of
them. However, | comprehended them after preparing scenarios with my
friends. Peer Helper-8 (female, 6th grader)
We learnt about important topics and performed crucial activities. We
engaged in both the lessons and the activities; it was pleasurable and |

enjoyed. Peer Helper-5 (male, 6th grader)

4.2.3.2. Opinions about the content of the training program

Firstly, 31.25% (n = 5) of the peer helpers interpreted the content and the clarity of
the training program:
We carried out pleasurable activities. The topics were clear, so there was

nothing left to understand. Peer Helper-9 (female, 7th grader)
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There was not any unrelated topic. All the topics were essential and

satisfactory to be a peer helper. Peer Helper-11 (female, 7th grader)

Secondly, after investigating the qualitative data results, it was also observed from
the 13 quotations that 50% (n = 8) of the peer helpers found the training program
“informative”.
I have learned a lot of things and | remember the things that | have learned
before. Peer Helper-3 (male, 6th grader)
It helped me to understand my friends, my family, and my surroundings. | got
more information. | grasped the topics that | knew less about. Peer Helper-7

(female, 6th grader)

Thirdly, after examining the qualitative data, 15 quotations were constructed and it
was pointed out that 56.25% (n = 9) of the students thought the training program was
“useful and crucial”. Furthermore, one of the students stated that people sometimes
need support while solving their problems; in relation to this, one student stated that
being supported by or getting help from one’s peer is of utmost importance. Two of
the students also found the peer helping training program effective and necessary to
share one’s problems or distresses. Some of the participants also stated that:

It would be a useful project for our school. Our relationships with our friends

would progress. Peer Helper-4 (female, 6th grader)

There are countless advantages of this program. We may be offended or our

friends may be offended. However, the important thing is to make peace.

Peer Helper-6 (female, 6th grader)

I recommend it because it is so good to share your problems with someone

else. Peer Helper-5 (male, 6th grader)

4.2.3.3. Emotions felt during the training

On the evaluation forms, 31.25% (n = 5) of the peer helpers expressed that they
found the training “pleasant”, “exciting”, and “enjoyable”.
It was enjoyable, exciting, and pleasant. Peer Helper-3 (male, 6th grader)
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Some of the topics were very pleasurable. The activities helped us to feel
better. Peer Helper-4 (female, 6th grader)

The activities that we engaged in were so enjoyable. Peer Helper-9 (female,
7th grader)

On the other hand, after evaluating the training program, it was also recognized that
37.5% (n = 6) of the students mentioned their feelings such as being “embarrassed”
and “bored”, during the training process:
I was ashamed when | first participated in this training because there were
people | did not know. And | am still a little bit ashamed. Peer Helper-1
(female, 6th grader)
During the first sessions, | was bored since | had known the first topics.
Later, the topics changed, and I enjoyed learning about the topics that I did
not know. Peer Helper-12 (female, 7th grader)
First weeks were boring for me. However, | enjoyed during other parts of the
training since we were both learning and carrying out activities, thus this

course was entertaining. Peer Helper-14 (female, 7th grader)

4.2.3.4. Challenges that peer helpers faced through the training process and their

suggestions
4.2.3.4.1. Challenges

Peer helpers wrote about challenges they faced and struggles during the sessions on
the Peer Helping Training Program Evaluation Forms. These challenges and their
frequencies can be presented as follows: overlap with other courses (n = 3),
forgetting previously learned topics (n = 1), difficulty in studying for the exams (n =
2), problems with the time schedule of the training (n = 3), problems with the
duration of the training (n = 2), problems with the location of the training (n = 1),

and concentration problem (n = 1).
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Two of the peer helpers stated that they had difficulty while studying for their exams:
| had some difficulties when studying for exams or attending other courses
(activities). Peer Helper-11 (female, 7th grader)

Going home late during the exam weeks caused distress. Peer Helper-12

(female, 7th grader)

Three of the peer helpers also stated their problems related to the time schedule of
the training as follows:
We could not concentrate much more because the training was at the end of
the day. Peer Helper-15 (male, 7th grader)
It was a bit dull since the training took place after school. Peer Helper-9

(female, 7th grader)

Problems with the duration of the training program were stated as follows by two
peer helpers:

Time was a bit long. Peer Helper-12 (female, 7th grader)

Time was not sufficient for everyone to participate in the activities. Peer

Helper-15 (male, 7th grader)

4.2.3.4.2. Suggestions

In this study two of the peer helpers presented their suggestions about the time
schedule, location, and content of the training:
If it had taken place at weekends, we would have become more energetic and
we might have done more lessons. Peer Helper-9 (female, 7th grader)
There might have been more effective seating arrangement or a room for
effective listening. Peer Helper-13 (male, 7th grader)
Topics and activities were enough and clear. However, in my opinion, there

might have been a few more activities. Peer Helper-13 (male, 7th grader)
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4.2.3.5. Peer helpers’ recommendation to their friends about being a peer helper

All the students (n=16) stated that they would recommend the peer helping training
program to their peers, except one student saying that:
| say yes because we are learning some things. On the other hand, I say no as
| was embarrassed, hesitated, and could not state my opinions. Peer Helper-1

(female, 6th grader)

Other students (n = 15) directly stated that they would recommend their friends to
become peer helpers:
Yes, | recommend it because in the future we would not be here, so new peer
helpers are needed to help our friends to solve their problems. Peer Helper-4
(female, 6th grader)
I recommend it since we can live in a world in which there is no trouble if
everyone takes this training. Peer Helper-15 (male, 7th grader)
I recommend it because others may learn to get along with their friends

better. Peer Helper-16 (male, 7th grader)

4.3. Summary of the Quantitative and Qualitative Findings

In summary, the quantitative results of this study can be presented as follows: firstly,
pre-test scores of the training group were not significantly different from the waiting
list control group pre-test scores regarding aggressiveness, problem-solving,
empathy, and self-esteem; secondly, aggressiveness post-test scores of the training
group were found significantly different from post-test scores of the waiting list
control group and there was a significant difference between aggressiveness pre- and
post-test scores of waiting list control group; thirdly, the peer helping training
program have a significant effect on the problem solving scores of the training group
compared to the waiting list control group when participants’ pre- and post-test
scores were compared; fourthly, empathy scores of the participants in training group

compared to those in the waiting list control group did not change significantly after
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the peer helping training program; lastly, there was no significant differences on the

pre- and post-test self-esteem scores of both training and waiting list control groups.

Based on the qualitative findings, more than half of the training group participants
reported that they can resolve conflicts among disputing parties, and they had chance
to improve their communication skills and prosocial behaviors by means of the
training program. Additionally, peer helpers were satisfied with their participation to
the program. The training program was also found informative and useful by the half
of the peer helpers. Lastly, all the participants in the training group stated that they

would recommend becoming a peer helper to their friends.
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CHAPTER 5

DISCUSSION

In this chapter, initially the study findings are discussed and subsequently, the
implications reached from the results of the study and recommendations for future

research are mentioned.

5.1. Discussions of the Research Findings

The aim of the present study was to examine the effect of peer helping training
program on the conflict resolution skills (i.e., aggressiveness and problem-solving
skills), empathy, and self-esteem of the middle school peer helpers in Mahmudiye-
Eskisehir. The discussion on the findings are presented in two sub-sections,

discussions of the quantitative findings and discussions of the qualitative findings.

5.1.1. Discussions of the Quantitative Findings

In this part, the findings are discussed in three sub-sections, including the discussions
of the results related to the impacts of the training program on peer helpers’ conflict

resolution skills, empathy, and self-esteem respectively.

5.1.1.1. Discussions regarding conflict resolution skills

As the conflict resolution skills of the participants were measured via two subscales —
aggressiveness and problem-solving — results regarding the effects of the peer
helping training program on peer helpers’ aggressiveness and problem-solving skills

are discussed concomitantly.
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Firstly, pre-test comparisons of aggressiveness revealed that there were no significant
differences between training and waiting list control groups before implementing the
training. In other words, prior to the training, two groups were equivalent in terms of
their aggressiveness scores. On the other hand, aggressiveness post-test scores of the
training group were found significantly different from those of the waiting list
control group. That is, compared to the waiting list control group participants’ post-
test aggressiveness scores, experimental group participants’ aggressiveness scores
decreased after attending the peer training program. Nevertheless, the aggressiveness
post-test scores of the training group were not significantly different from their pre-
test scores, while the aggressiveness post-test scores of the waiting list control group
were significantly different from their pre-test scores. Despite being insignificant, the
mean aggressiveness scores of the training group slightly decreased. In contrast, the
aggressiveness post-test scores of the waiting list control group significantly
increased compared to their pre-test scores; higher aggressiveness contradicts with
the acquisition of conflict resolution skills.

Thus, it can be concluded that the peer helping training program helped the training
group participants to cope with their aggressiveness. This means that at least it
prevented the peer helpers from exhibiting aggressive behaviors (or diminished its
likelihood) in contrast to the waiting list control group members, who experienced an
increase in their scores of aggressiveness. In short, this finding can support the view
that the peer helping training program might be preventing the negative escalation in
aggressiveness for middle school peer helpers; however, it does not provide robust
empirical evidence to suggest that the training program is effective in dealing with
middle school peer helpers’ aggressiveness. This finding might be explained by the
reason that the training program did not include topics or activities related to the
anger management skills. For instance, in one study, the training program aimed to
teach the anger management skills and the results indicated that the aggression scale

scores of the trained students significantly decreased (Tiirniikli et al., 2010a).
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The findings of only one previous study (Sezen & Bedel, 2015) are in line with those
of the current study, indicating that peer mediation training did not have any
significant effect on aggressiveness levels of the training group. However, some of
the experimental studies in the related literature provided contradictory findings
demonstrating that peer helping training programs are effective in decreasing
aggressive behaviors of the training group participants (Bickmore, 2002; Jones,
2004; Stacey, 1996; Tiirk & Tiirniiklii, 2016a). Furthermore, in their study, Yelpaze
and Ozkamali (2015) mentioned that teaching social skills via peer guidance

significantly reduced the level of aggression among middle school pupils.

Secondly, the quantitative findings of the study regarding problem solving skills of
the participants indicated that before the implementation of the training program,
there were no significant differences observed between training and waiting list
control groups. Similarly, no significant difference was observed after the training
when the post-test problem solving scores of the experimental and waiting list
control group were compared. Likewise, no significant difference between pre- and
post-test scores of the waiting list control group was observed. On the other hand,
post-test scores of the experimental group were found significantly different from
their pre-test scores. In other words, even though between group comparisons did not
provide empirical evidence regarding the effect of training program on problem
solving skills of the participants, within group comparisons revealed that training
group participants’ problem-solving skills were improved. This might be related to
the content and flow of the sessions in which problem solving skills were taught to
the experimental group participants. The timing of teaching this skill to the
participants, which was almost at the end of the training, might have had an influence

on their retention and competency level that reflected in their responses.

Similar to the findings of the current study, it was also supported by the experimental
studies in the related literature that peer helping programs improved problem-solving
skills (Cardoza, 2013; Koruklu & Yilmaz, 2010; Sezen & Bedel; 2015; Thompson,
1996; Thompson & Smith, 2011). After evaluating 14 peer support programs in her
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research, Baginsky (2004) pointed out that peer support programs helped to improve

problem-solving skills.

In conclusion, based on the quantitative findings acquired from the aggressiveness
and problem-solving subscales, it can be speculated that the peer helping training
program improves the conflict resolution skills of peer helpers. Additionally, the
qualitative data analysis results support this finding. In the evaluation forms, peer
helpers reported that they could support their friends to resolve their conflicts. These
consistent findings might display the effective usage of conflict resolution skills by

peer helpers subsequent to the provision of the training.

There are some supportive findings related to the acquisition of conflict resolution
skills, which indicated that peer mediators increased their conflict resolution skills
after receiving the training (Bell et al., 2000; Cardoza, 2013; Cassinerio & Lane-
Garon, 2006; Johnson & Johnson, 2001b; Klepp et al., 1986; Thompson, 1996;
Tirniikli et al., 2010b; Tirk & Tiirntkli, 2016a). Moreover, in her meta-analysis
study, Tiirk (2017) concluded that peer mediation, peace education, and conflict
resolution education significantly improved students’ conflict resolution skills. Kolan
(1999) also found that through peer mediation, students reached successful
agreements and solved their conflicts effectively. Similarly, in a study conducted by
Tastan and Oner (2008), it was found that peer mediators implemented the mediation

process accurately and resolved conflicts among friends.

5.1.1.2. Discussions regarding empathy skills

The results revealed that there were no significant differences between the training
and waiting list control groups regarding the pre-test empathy scores as well as the
post-test scores. Besides, there were no significant differences between pre- and post-
test scores of the waiting list control group as well as between pre- and post-test
scores of the training group. These findings indicated that peer helping training

program had no significant effect on the participants’ empathy skills.
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As opposed to these findings, earlier studies (Aladag, 2005; Cardoza, 2013;
Cassinerio & Lane-Garon, 2006; Sharp & Cowie, 1998; Tiirniikli et al., 2009a)
showed that peer helping training programs significantly improved peer helpers’
empathy skills. For example, Tirniikli and Cetin (2015) stated that peer mediators
improved their empathy skills. Furthermore, after evaluating the results of fourteen
peer support programs, Baginsky (2004) stated that peer support improved empathy.
Regarding some qualitative research studies (Tiirniiklii, 2011), peer mediators have
been found to advance their empathy skills. In contrast, in another study conducted
by Uysal and Nazli (2010), there were no significant differences between pre- and
post-test empathy scores of the peer helpers; however, in the evaluation phase, peer
helpers reported that their empathy skills developed. The findings of the recent study
have yielded similar results, indicating that peer mediation training did not
significantly increase the empathic tendency of the experimental group (Tirk &
Tirniikld, 2016a).

Based on the quantitative results in the present study, the mean empathy score of the
training group slightly increased; however, this could not be supported with
empirical evidence. This finding might be accounted for based on some reasons even
though discussing these might be somewhat speculative. Firstly, candidate peer
helpers were chosen among the students who had already had empathic attitudes,
thus they were recommended by their friends and teachers; hence, this situation
might have caused only a slight difference (increase) between the pre- and post-test
empathy scores. Secondly, in some other lessons in the middle school curriculum,
students had been taught communication skills, I-language, and empathy; thus, this
might have prevented the observance of significant differences both in the training

and waiting list control groups according to these variables.

On the other hand, in the evaluation forms of this study, 93.75 % of the training
group participants reported that they wanted to help others. Thus, this might show
their empathic attitudes. In support of this view, Eisenberg and Fabes (1990)
mentioned that acquiring empathy substantially affected the prosocial behavior,
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which is also important for the development of helping skills. In short, whereas the
peer helping training did not significantly contribute to the empathy levels of the
training group participants, the qualitative findings supported that the training might

have improved their prosocial behaviors highly related to empathy skill.

5.1.1.3. Discussions regarding self-esteem scores

Based on the pre-test self-esteem scores, there were no significant differences
between the training and waiting list control groups; nor were there any significant
differences between these groups with respect to the post-test scores. In addition,
there were no significant differences found between pre- and post-test scores of both
the training and waiting list control groups. Thus, it can be concluded that the peer
helping training program had no significant effect on the participants’ self-esteem

Scores.

As opposed to these results, some studies in the literature (Aladag, 2005; Cowie &
Sharp, 1996; Cowie & Smith, 2011; Smith & Sharp, 1994; Thompsons, 1996;
Tirniikliic & Cetin, 2015) indicated that peer helping training programs developed
peer helpers’ self-esteem. After evaluating 14 peer support programs in her research,
Baginsky (2004) concluded that peer support helped to improve self-esteem. Based
on the results of qualitative studies (Cetin et al., 2014; Kagmaz, 2011; Tirnikld,
2011), peer mediators’ self-esteem increased. On the other hand, one study
investigating the effects of the peer mediation training found a significant decrease
between the pre- and post-test self-esteem scores of the training group. Yet, based on
the qualitative findings of the mentioned study, the author (Cardoza, 2013) claimed
that peer helpers seemed to have enhanced their self-esteem, unlike non-mediators.

In the current study, neither the quantitative nor the qualitative findings revealed
improvement in the self-esteem levels of the training group participants. Based on
the quantitative results, the mean self-esteem score of the training group has slightly
increased; however, it was not sufficient to obtain significant results. If a follow-up
test had been applied to the training group after serving as peer helpers, their self-

113



esteem scores might have significantly increased. In this study, since the training
lasted 18 weeks almost until the end of the academic year, the peer helpers did not
provide peer helping service. As it was mentioned in one of the studies, the quality of
education, ongoing supervision, and the peer helpers’ service implementation with
the support of other students and staff help peer helpers to acquire higher self-esteem
(Cardoza, 2013). Additionally, Silcock and Stacey (1997) pointed out that a
cooperative school culture is required to help trained peer mediators to acquire self-
esteem and self-control. Thus, practicing the peer helping skills in a cooperative

school culture might facilitate self-esteem improvement of peer helpers.

5.1.2. Discussions of the Qualitative Findings Regarding the Evaluations of the

Peer Helpers

In the evaluation forms, the training group participants reported that the training
program improved their prosocial behaviors, conflict resolution skills, and
communication skills. Similar findings were highlighted in the studies encountered
and examined in the related literature. For example, Lane-Garon et al. (2005)
reported that the peer helper program improved altruistic helping behaviors of the
middle school students participating in the study. Furthermore, peer helping
programs supported students’ prosocial behaviors (Cowie & Smith, 2010; Kagmaz,
2011; Smith & Sharp, 1994) and conflict resolution skills (Cardoza, 2013; Hopkins,
2005; Kagmaz, 2011; Lane-Garon, Yergat, & Kralowec, 2012; Schellenberg et al.,
2007; Sharp & Cowie, 1998; Tiirniikli, 2011). Besides, in one longitudinal study,
qualitative results revealed that a conflict resolution and peer mediation training
program was effective for the resolution of conflicts among middle school students
(Gogebakan-Yildiz, 2016). Additionally, in some studies, it was reported that peer
helpers’ / mediators’ communication skills had developed (Cardoza, 2013; Dearden,
1998; Eryilmaz, 2015; Kagmaz, 2011; Nazli, 2003; Sharp & Cowie, 1998; Tastan,
2004; Thompson & Smith, 2011; Tiirniikli & Cetin, 2015). In one previous study,
carried out by Uysal and Nazli (2010), the qualitative findings also showed that the
peer helpers had improved their listening and communication skills. In another study,
communication skill was found crucial for the improvement of prosocial behaviors
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and conflict management skills, and it was concluded that students’ communication
skills could be enhanced by conflict resolution education (Cardoza, 2013). On the
other hand, in Aladag’s study (2005), no significant change in the communication
skills over pre, post, and follow-up test periods of both the training and control
groups was found. Nonetheless, evaluation forms of the peer helpers indicated

improvement in their communication skills.

In the current study, the training group members reported that they were highly
satisfied with their participation in the program. Likewise, in some other studies, it
was concluded that the training group became satisfied with the program (Cowie &
Smith, 2010; Tastan, 2004; Uysal & Nazli, 2010). Furthermore, in the present study,
the training program was also evaluated as informative and useful by half of the peer
helpers. Similarly, in some other studies, the peer supporters reported that the
program was helpful (Naylor & Cowie, 1999) and useful (Cardoza, 2013; Cowie &
Olafsson, 2000). Lastly, all the participants in the training group stated that they
would recommend their friends to become peer helpers. A similar finding was

reported in another study conducted with university students (Aladag, 2005).

As mentioned in previous studies (e.g., Cetin et al., 2014; Kagmaz, 2011; Nazli,
2003; Smith & Sharp, 1994; Tirniikli, 2011; Uysal & Nazli, 2010), in the present
study, some of the training group participants expressed that they made more friends,
developed their relationships with their friends after the training, and the training
helped them to develop their self-regulation skills. Additionally, in the evaluation
forms, the peer helpers expressed that they enjoyed the training program. In some
other studies, peer helpers also stated that they were happy about the process
(Bowman & Myrick, 1987; Cetin et al., 2014; Eryilmaz, 2015; Kagmaz, 2011). In
contrast, the peer helpers mentioned some challenges they experienced during the
training. These were mentioned as follows: the overlap with other courses, forgetting
earlier topics, problems with concentration, difficulty in preparing for their exams,

problems with the time schedule, duration, and the location of the training.
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5.2. Implications for Practice and Research

In the current study, empirical evidence supported that the peer helping training
program significantly improved experimental group participants’ problem-solving
skills, provided only a slight decrease in mean aggressiveness of the training group,
and prevented negative escalation in their aggressiveness. Additionally, the
qualitative findings showed that the peer helpers enhanced their conflict resolution
skills, prosocial behaviors, and communication skills. Thus, it might be reasonable to
suggest that the peer helping training program can be implemented in middle school

settings in order to equip peer helpers especially with problem-solving skills.

Previously, Downe et al. (1986) claimed that through the peer helping programs,
students can reach the counseling services more easily. Since it helps to construct a
relationship between psychological counselors and students, more students can be
assisted. It is also believed that implementing peer mediation program at schools is
crucial for the development of a positive school culture and for helping students to
acquire the essential life skills. In addition, Tirniikli et al. (2009b) mentioned that a
peer mediation program should be implemented at schools to resolve conflicts among
students since it provides a socialization and peace-negotiation culture. Thus, even
though the current study was carried out in a middle school by using convenient
sampling and found significant results related to the problem-solving via non-
parametric statistical tests, this program can be included into the school guidance and
psychological counseling plans also as one of the preventive activities of counseling

services.

Moreover, the peer helping program is an alternative source of help to resolve and
decrease interpersonal problems at schools. Peers are perceived as helping resources,
so peer helping programs might assist school counselors when there is a high demand
for counseling service in schools. By providing effective training and supervision,
peer helpers might recognize and meet the needs of more students. In this study, peer
helpers also stated that “they want to help others” (prosocial behaviors) and believe
in their ability to “resolve conflicts among their peers”. Thus, peer helpers can serve
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as helping agents to resolve conflicts in schools and might support school counselors
since they stated their willingness to help. The current study has indicated that a peer
helping training program is promising for the field of school counseling, yet the
training program needs modifications. Hence, the new modified peer helping
program can be applied as a violence prevention strategy in the Violence Action Plan
of the Ministry of National Education (MoNE).

5.3. Recommendations for Future Research

Cremin (2002) claimed that if the peer mediation program includes all students in a
school (student-body approach), it will become more influential and economic than
the cadre approach, in which a group of students were chosen to be educated on
mediation skills. Since it strengthens the conflict resolution strategies of all students
across the school (Tirniiklii et al., 2010b), school-based peer mediation program is
also suggested by some researchers. Bickmore (2002) concluded that all of the pupils
took the advantage of and utilized the school-wide peer mediation approach.
Accordingly, for future research, it is also recommended that all students in a school
might be included into or at least informed more about the conflict resolution

education and peer mediation programs.

Since the candidate peer helpers were chosen according to some criteria to become a
peer helper and they already had certain skills (friendship skills, empathy, conflict
resolution skills, and leadership) in this study, the likelihood of finding a significant
difference between pre- and post-test scores of these skills might have been difficult
as it was stated in another study (Uysal & Nazli, 2010). In support of this view,
Baginsky (2004, p. 6) stressed that instead of choosing among “obviously good and
successful children”, the program implementer might give chance to other children to
become volunteers as peer helpers. According to Thompsons (1996), all the students
(role models and at-risk students) should be involved in a peer helping program (the
ratio of at-risk students were decided as 1/3). Thus, the selection procedure before

implementing a peer mediation program needs to be reorganized and should not only
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be dependent on the precondition that students should possess certain skills; future

research should be conducted to test the effectiveness of such programs.

In addition, a training program and activities should be well planned and include the
topics that are more related to the skills required to implement the type of program
decided upon. For example, in this study, the educator could have mentioned conflict
resolution skills more in depth and could have added further practices or exercises to
educate the training group as qualified peer mediators. Moreover, the aggressiveness
scores of the peer helpers could have decreased further if more anger management
strategies and activities had been included into the training program. When it comes
to the general topics to be included in the training program, Cowie and Wallace
(2000) mentioned that some communication skills, such as attending, listening,
responding, waiting in silence, and questioning, should certainly be included into the
training program. Besides, as it was stated by Tayli (2010), it would be better to plan
the training program after deciding which program type (i.e., peer tutoring, special

friendship, peer counseling or peer leadership) is to be used.

Some of the peer helpers made some comments and suggestions for revising the
training program and implementation. Their recommendations were related to the
content, location, and the time schedule of the training. As it was emphasized in the
evaluation forms by one of the peer helpers (Peer Helper-13, male), the training
should involve more role-playing exercises. In addition, the same participant stated
that the training environment is very crucial for effective listening. In another study,
the peer helpers stressed the importance of role-playing, defined role-playing
interviews as one of the most effective components of the training, and suggested
more of such exercises since they thought conducting role-playing exercises prepared
them for their peer helping roles (Aladag, 2005). Thus, the training program,
exercises, and the training environment should be well planned before the
implementation. Furthermore, the training environment could be selected as an
appropriate place for “circle time” (Sellman, 2002, p. 8). In another research, it was

also emphasized that peer helping training would be more effective if students sat on
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a circle of chairs during lecture or activities (Mosley, 1996 as cited in Selman, 2002).
Thus, in future research, seating arrangement needs to be well organized to increase
social interactions among group members during the training period. Moreover, the
training was found to be very long by some of the peer helpers; thus, it might be
recommended that training time and duration could be planned according to the
students’ needs or opinions. For example, it might be planned more than once in a
week in future research (it could possibly be planned with the support of the school

staff also).

Additionally, since the assumptions required to carry out parametric statistical tests
were not met and the number of members in each group was under 30, the researcher
had to use non-parametric statistical tests for data analysis; this situation might have
affected the power of the results of the present study. Thus, future research is

recommended to include larger samples to overcome this potential limitation.

Because of the time restriction, a follow-up test was not thought as applicable in this
research; however, in future research it is recommended to apply follow-up tests to
measure long-term effects of the program. Follow-up tests might also be required to
evaluate the effects of the peer helpers’ service delivery (implementation phase).
Thus, better and significant findings could be reached if longitudinal studies are
carried out to investigate the effects of both training and program implementations.
For example, unlike the findings of the current study, in some qualitative research
(e.g., Cetin et al., 2014; Kagmaz, 2011; Tirniikli, 2011) in which peer helpers
provided service delivery, it was found that peer helpers significantly improved their
self-esteem. Thus, it can be claimed that not just receiving training but also serving
as peer helpers might support higher self-esteem. It can be also stated that future
research might be well planned to examine the impacts of peer mediation program
for two or three years since it requires time to really adopt and successfully

implement these programs at schools.
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Furthermore, in this study, only boys (n = 4) left the training program since they
found the program so demanding. However, gender effect was not examined, so
future research might investigate the possible gender impact. Also, based on the
qualitative findings related to the development of prosocial behaviors, it is
recommended that future research should collect and analyze data about prosocial
behaviors by using quantitative instruments. Besides, in future research, the
principals and teachers might be interviewed or given an evaluation form to collect
more data about the peer helpers’ behavioral improvements after the training. This

might prevent limitations for instrumentation as well.

Moreover, the sample in the current study was small since it was selected from
among a small number of students and only from one school. In order to have a
larger sample, future research might include more than one school and different
school districts if the number of students is not sufficient. Also, this study might be
replicated in another school district to explore the possible impacts of distinct school
populations. By this means, results of future research might be generalized to broader

settings.

In addition, if peer mediation programs are clearly designated, research studies can
be reliably replicated. If not, it might become very difficult to replicate since there
are various peer helping program types (Kolan, 1999). Furthermore, developing a
structured and standardized training model might decrease the effects of the
researchers on the success of the program. In order to evaluate this, the same
program might be implemented by different researchers or in different districts.
Thus, it might be concluded that standardized training programs for distinct types of
peer helping programs and for different grade levels need to be developed in Turkey.
Regarding the general results of this study, it can be also stated that peer helping
program might be implemented and evaluated at different settings across Turkey and

at various educational levels (especially in primary education level).
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APPENDICES

A. The Teacher Suggestion Form / Ogretmen Oneri Formu

2017-2018 Egitim Ogretim yilinda, Rehberlik ve Psikolojik Danismanlik Servisi
tarafindan okulumuzda uygulanmasi planlanan Akran Yardimciligi Programinda
gorev alabilecegini diisiindiigliniiz Ogrenci isimlerini paylasmanizi 6nemle rica
ederiz.

Akran yardimcist Ogrenciler, okulumuzda arkadas iliskilerini gelistirme ve
siirdiirme konusunda sorun yasayan, catisma ¢dzme becerileri ve sosyal beceri
(empati kurma) yoniinden yetersiz olan dgrencilere destek olmak amaciyla egitim
alacagi icin, Onerdiginiz Ogrencilerin dinleme ve bagkalarinm1 anlayabilme gibi
becerilere yatkin olmasi gerekmektedir. Akademik basari 6nemli bir kosul degildir.
Bunlara ek olarak, 6grencilerin se¢iminde géz 6niinde bulundurulmasi gereken diger
faktorler asagida yer almaktadir (Myrick, 1997):

=

Kendilerine, baskalarina ve okula karsi olumlu tutuma sahip olan 6grenciler,

2. Kolayca arkadas olabilen, duyarli, baskalarina yardimci olmaktan hogslanan
ogrenciler,

3. Kendini ifade becerisi yliksek olan ve arkadaglari tarafindan saygi duyulan
ogrenciler,

4. Sorumluluk almaya istekli 6grenciler,

5. Gruba ve grup calismalarina katilmaya goniillii olan 6grenciler,

6. Liderlik potansiyeli olan 6grenciler.

S.N. Ogrencinin Adi-Soyadi: Sinifi:

N| =

Not: Onerdiginiz 6grenci isimlerinin yer aldig bu formu 24.11.2017 tarihine kadar
Rehberlik Servisine iletmeniz gerekmektedir. Desteginiz i¢in tesekkiir ederiz.

Formu Dolduran Ogretmenin
Adi - Soyadi: Tarih:
Imza:

Dilanur TASKIN CIFTCI
Okul Psikolojik Damismani
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B. Sociometric Test / Sosyometrik Test

Sevgili Ogrenciler,

Asagida yer alan sorulara vereceginiz yanitlar okulumuzda baslatilacak olan akran
yardimcilig1 projesinde yer alacak goniillii akran yardimcilarin segilmesinde etkili

olacaktir. Paylastiginiz isimler gizli tutulacaktir. Yardimlarimz i¢in tesekkiirler.

Dilanur TASKIN CIFTCI

Okul Psikolojik Danismani

l. Bir sorun yasadiginizda konusmak isteyeceginiz, giivendiginiz, size yardim
edecegine inandiginiz ve anlattiklarimiz1 gizli tutacagini diigiindtigiiniiz sinif

arkadaslarinizdan 3 kisinin ismini asagidaki 1, 2 ve 3 rakamlarinin

karsisindaki bos yerlere oncelik sirasina gore yaziniz.
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C. Parent Invitation Letter / Veli Bilgilendirme Mektubu

Ogrencilerimizin kendi sorunlarin1 ¢ozebilen, haklarini savunan ve baska
insanlarin haklarina saygi gosteren, ilgi ve yeteneklerinin farkinda bireyler olarak
kendi ayaklar1 iizerinde durmalari olduk¢a Onemlidir. Aile ve okul ortaminin
giivenilir ve Ogretici olmasi; Ogrencilerimizin sosyal, duygusal ve akademik
gelisiminde en 6nemli etkenlerdir.

Okul ortaminda, O68renci ve O6gretmen arasindaki iletisim kadar &grencilerin
birbirleri ile iletisimi de olduk¢a dnemlidir. Cilinkii arkadaslar bireylerin yasamindaki
en etkili yardim ve destek kaynaklarindan birini olusturmaktadir. Ogrenciler
arasindaki igbirligi okul iklimini de olumlu yonde etkilemekte, 6grenciler arasinda
siddet iceren davranmiglari azaltmakta, olumlu davranislart ve akademik basariy1
arttirmaktadir. “Akran Yardimciligi Programi” da bu amaglara hizmet eden
gelisimsel bir yaklagimdir.

Peki, Nedir Akran Yardimcihi@1?

“Goniillii bir grup ogrencinin belirli bir plan c¢ergevesinde segilerek, bir on
egitimden gecirildikten sonra okul psikolojik danigsmaninin gézetimi altinda diger
ogrencilere akademik ve sosyal alanlarda destek vermesidir”.

Okulumuzda 2017-2018 egitim yili igerisinde, Rehberlik ve Psikolojik
Danismanlik Birimi tarafindan, okul idaresi, Ogretmenlerimiz ve siz degerli
velilerimiz  igbirliginde  “Akran  Yardimciligi” programimin  uygulanmasi
amaclanmaktadir. Bu uygulama (Akran Arabuluculugu) ve akran yardimecilar
araciligl ile 6grencilerin yasadiklari sorunlarla basa g¢ikmalar1 i¢in kendi ¢oziim
yollarim1 iiretmeleri, iletisim ve c¢atisma ¢0zme becerilerini gelistirilmeleri
hedeflenmektedir.

Ogrencimiz, ..............ccocoeiuiinn. de/da “Akran Yardimcis1” olabilecek
ogrencilerden birisi olarak seg¢ilmistir ve yapilan goriisme sonrasinda programa
katilma konusunda goniillii olmustur. Akran Yardimcilifi uygulamasi, programin
simirliliklart ve egitim siireci hakkinda daha detayli bilgi edinmek, sorularimzi
yoneltmek ve yiiz yiize goriismek i¢in sizi okulumuza davet ediyorum,

Goriisme Tarihi: .....................
Goriisme Saati: .....................
Yer: Mahmudiye Ortaokulu / Rehberlik Birimi
Dilanur TASKIN CIFTCI
Okul Psikolojik Damismani
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D. Parent Consent Form / Veli izin Formu

cdod
Sayin Velimiz,

Bu ¢alisma ODTU Egitim Bilimleri Béliimii Rehberlik ve Psikolojik Danismanlik Yiiksek
Lisans Programi 6grencisi ve Mahmudiye Ortaokulu Psikolojik Danismani Dilanur Taskin Ciftgi
tarafindan Dog. Dr. Zeynep Hatipoglu Siimer danigmanliginda yiiriitiilen bir tez ¢aligmasidir.
2017-2018 egitim ogretim yili igerisinde yiiriitiilecek olan bu g¢aligmanin amaci; Akran
Yardimcilig1 Programinin akran yardimei 6grencilerin ¢atisma ¢6zme becerileri, empati ve benlik
saygisi diizeylerine etkisini incelemektir. Bu program sayesinde; akran yardimcilarmn iletisim ve
yardim etme becerilerinin gelisecegi, okulda Ogrenciler arasi anlagmazliklarin ¢oziimiinde
arabuluculuk saglanacagi ve arkadaslik iligkilerinin olumlu yonde gelisecegi 6ngoriilmektedir.

Bu dogrultuda aday akran yardimcilar belirlenirken, oOncelikli olarak 6 ve 7. smif
Ogrencilerine anket uygulanacak ve Ogrencilerin derslerine giren Ogretmenlerin goriisleri
almacaktir. Daha sonra programa katilacak akran yardimcilar okul psikolojik danigmani
tarafindan yapilacak birebir goriigmeler sonrasinda, 6grencilerin goniillii katilimlari esas alinarak
belirlenecektir. Akran yardimciligi egitim programi ders digindaki saatlerde verilecek olup,
toplamda 27 saat ve 18 hafta siirecek sekilde planlanmigtir. Egitimin igeriginde; iletisim, beden
dili, dinleme, empati, iletisim engelleri, temel yardim becerileri, ileri diizey yardim becerileri,
problem ¢ozme basamaklar1 ve verimli ders caligma teknikleri gibi konular yer almaktadir.
Egitim siirecinin, Aralik ay1 ikinci haftasinda baslamasi ve Mayis ay1 basinda sona ermesi
planlanmaktadir.

Sizin de bilginiz dahilinde 6grencimiz egitim programina katilacak ve program oncesi ve
sonrasinda becerilere yonelik 3 ankete yanit vermesi gerekecektir. Ogrencimizin verdigi tiim
cevaplar gizli tutulacak ve sadece bilimsel amaglar i¢in kullanilacaktir. Bu formu imzaladiktan
sonra, Ogrencimiz de siz de uygulamadan istediginiz zaman ayrilma hakkina sahipsiniz.
Arastirma bulgular isteginiz dahilinde, sene sonunda, okul rehberlik birimi tarafindan tarafiniza
bildirilebilir.

Tesekkiir ederiz.

Dilanur Taskin Ciftci
Psikolojik Danisman ve Rehber Ogretmen
Mahmudiye Ortaokulu / Eskisehir

Velisi bulundugum ..........c.cooooiiiiint. isimli, ......... numarali 6grencinin Rehberlik
ve DPsikolojik Damigsmanlik boliimii tarafindan planlanan ve okul idaresi-veli-6gretmen
isbirliginde yiiriitillecek olan “Akran Yardimcilig1i” programina; Akran Yardimci olarak
katilmasinda higbir sakinca yoktur. Akran Yardimciligi programi, dgrencilere verilecek egitim,
uygulamanin avantajlar1 ve smirliliklar1 hakkinda gerekli bilgilendirme, okul psikolojik
danigmani Dilanur Taskin Cift¢i araciligiyla, ................ tarihinde tarafima yapilmustir.
Ogrencimin istemedigi takdirde uygulamadan ayrilabilecegi konusunda bilgilendirildim.
Caligmada edinilen bilgilerin bilimsel amaglar ¢ergevesinde kullanilmasina izin veriyorum.

Velinin Adi-Soyada: imza:

Iletisim Bilgileri (Telefon & Adres):
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E. Informed Consent Form / Bilgilendirilmis Onam Formu

Bu c¢alisma ODTU Egitim Bilimleri Boliimii Rehberlik ve Psikolojik
Danismanlik Yiiksek Lisans Programi 6grencisi ve Mahmudiye Ortaokulu Psikolojik
Danismani Dilanur Taskin Cift¢i tarafindan Dog¢. Dr. Zeynep Hatipoglu Siimer
danismanliginda yiiriitiilen bir tez ¢alismasidir. Caligmanin amaci akran arabuluculuk
programini Mahmudiye Ortaokulunda uygulamak ve programin akran yardimcilarin
catisma ¢dzme becerileri, empati ve benlik saygisi diizeyleri tlizerindeki etkililigini
incelemektir.

Akran yardimcilarin Aralik 2017 ve Mayis 2018 tarihleri arasinda, 27 saat ve 18
hafta siirecek egitim almas1 planlanmaktadir. Akran yardimci 6grencilerin se¢ilmesi
ve egitime katilma siirecinde goniilliilik esas alinmaktadir. Akran yardimei
ogrencilerden bilgi toplama siirecinde 4 farkli 6lgek kullanilacaktir. Bunlardan ii¢
tanesi On-test ve son-test olarak uygulanacaktir. Katilimcilarin verecegi cevaplar
kesinlikle gizli kalacak, sadece arastirmaci tarafindan degerlendirilecektir. Ayrica
edinilen bilgiler sadece bilimsel amaclar ¢ergevesinde kullanilacaktir.

Anketler katilimcilar1 rahatsiz edecek sorular icermemektedir. Fakat katilim
siirecinde rahatsiz oldugunuz takdirde, sorulari cevaplandirmama ve egitimden
ayrilma hakkina sahipsiniz. Boyle bir durumda caligmay1 yiiriiten okul psikolojik
danigmanina anketi tamamlayamadiginizi ve egitime devam etmek istemediginizi
sOylemeniz yeterli olacaktir.

Egitim siirecini tamamladiktan ve anketler uygulandiktan sonra, okul psikolojik
danigmani sizi ¢aligmanin sonucglar1 hakkinda bilgilendirecektir. Caligmaya
katilimimiz ve degerli katkiniz igin tesekkiirler. Calisma hakkinda detayli bilgi icin
Mahmudiye Ortaokulu Psikolojik Danmismani, Dilanur Taskin Ciftgi ile iletisime
gecebilirsiniz. (Mahmudiye Ortaokulu Rehberlik Servisi; e-mail:
dilanurtkn@gmail.com).

Bu ¢alismaya tamamen kendi istegimle katilyyorum ve ¢alismay: istedigim zaman
birakma hakkim oldugunu biliyorum. Calismaya sundugum bilgilerin bilimsel
amaclar icin kullanilmasina izin veriyorum. (Liitfen, bu formu doldurduktan ve
imzaladiktan sonra okul psikolojik danismanina iletiniz).

Ogrencinin Adi-Soyadi Tarih Imza
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F. The Scale for Identification of Conflict Resolution Behaviors / Catisma Cézme

Davramislarim Belirleme Olcegi

Degerli ogrenciler asagida Kisilerin arkadas iliskilerinde yasadigi bir takim
durumlar ifade edilmistir. Her ifadeyi dikkatlice okuyun, sonra da genel olarak bu tiir
durumlarda nasil davrandiginizi diisiiniin ve ifadelerin sag tarafindaki sayilar
arasinda sizi en iyi tanimlayani segerek tizerine (X) isareti koyun. Dogru ya da yanlis
cevap yoktur. Genel olarak, se¢enekleri diisiinerek size uygun olani isaretleyiniz.

Katildiginiz icin tesekkiir ederim.

Hi¢ Uygun Biraz Oldukga Cok

.. Uygun
Degil Uygun Uygun Uygun

1. Cok 6nem verdigim ve gizli tuttugum bir konuda arkadasim gelisigiizel konusursa
onunla kavga ederim.
2. Simufta iki ¢gocugun bir top basinda tartigtiklarini gérsem gidip onlarin yaptiginin
yanlis oldugunu sdylerim.
5. Arkadagim okulda benim hakkimda yalan yanlis dedikodu yapsa bende onun
hakkinda dedikodu yaparim.
6. Sevdigim kisi baska bir arkadasimin yaninda bana aptal dese onunla yalniz
kaldigimda ni¢in bdyle konustugunu sorar ve ¢ok iiziildiigiimii s6ylerim.

11. Ogretmen sinif ici ¢alismalarda bana gérev verse ve bunu baska birisi de istedigi
icin 6gretmene benim istemedigimi sdyleyerek gorevi alsa o arkadasimla bir daha
konugmam.
12. Sevdigim kisi benim bazi hareketlerimden rahatsiz oldugunu sdylerse onunla
bunlarin neler oldugunu konusurum.
17. Bir grubun okul ¢ikisinda bizim smifin esyalarina zarar verdigini gérsem sinif
arkadaglarimi alarak onlarla kavga ederim.
18. Smif arkadasim ailesi ile olan tartismadan dolay1 derslerinde geri kalsa o

arkadasimin ailesiyle konusmasi i¢in yardimct olurum.
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G. The Empathy Scale for Children and Adolescents-Turkish Form / Cocuklar ve
Ergenler icin Empati Olcegi-Tiirkce Form

Asagida yer alan her ifadeyi dikkatlice okuyun, ifadelerin sag tarafindaki evet-
hayir kisimlarindan size en uygun olani secerek iizerine (X) isareti koyun. Dogru ya
da yanlis cevap yoktur. Genel olarak, secenekleri diisiinerek size uygun olani
isaretleyiniz.

Katildiginiz icin tesekkiir ederim.

Evet Hayir

1. Oynayacak arkadas bulamayan bir kiz ¢ocugu gérmek beni iizer.

2. Mutluluktan aglayan erkekler aptaldir.

4. Aglayan bir erkek cocugu gordiigiimde ben de aglamakli olurum.

5. Bir kiz ¢ocugunun incindigini gérmek beni iizer.

7. Bazen televizyon seyrederken aglarim.

9. Birinin neden iizgiin oldugunu anlamak benim i¢in zordur.

10. Yaralanmis bir hayvan gormek beni tizer.

16. Simf arkadaslarimin siirekli O6gretmenin yardimina ihtiyact varmis gibi
davranmasi beni deli eder.

19. Insanlarin acikli bir film seyrettiklerinde ya da acikli bir kitap okuduklarinda

aglamalariin komik oldugunu diisiiniiyorum.

145



H. Rosenberg Self-Esteem Scale / Rosenberg Benlik Saygis1 Olcegi

Asagidaki ifadelerin her biri i¢in yaninda yer alan segeneklerden size en uygun
gelen tek bir secenegi isaretleyiniz. Dogru ya da yanlis cevap yoktur. Genel olarak,
secenekleri diisiinerek size uygun olani isaretleyiniz.

Katildigiiz i¢in tesekkiir ederim.

Cok Dogru Dogru Yanlis Cok Yanlis

1. Kendimi en az diger insanlar kadar degerli buluyorum.

3. Genelde kendimi basarisiz bir kisi olarak gérme egilimindeyim.
6. Kendime kars1 olumlu bir tutum i¢indeyim.

7. Genel olarak kendimden memnunum.

9. Bazen kesinlikle kendimin bir ise yaramadigini diistiniiyorum.
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I. Peer Helping Program Evaluation Form-Peer Helpers / Akran Yardimcihig

Program Degerlendirme Formu-Akran Yardimeilar

Akran Yardimciligi Egitim Programi’nin siz  katilimcilar tarafindan
degerlendirilmesi, programin igerik, siirec ve etkililigi acgisindan daha sonraki
uygulamalarda yol gosterici olacaktir. Asagida yer alan agik uglu sorulari, egitim
grubundaki yasantilarimizi diisiinerek yanitlaymniz.  Sorulara vereceginiz igten
yanitlar i¢in simdiden tesekkiir ederim.

Dilanur TASKIN CIFTCI
Okul Psikolojik Danismani

1. Akran yardimciligi egitiminde anlatilan konular ve yapilan uygulamalarla
ilgili diislinceleriniz nelerdir?

4. Aldigmiz egitimi diisiindiigiiniizde, akran yardimcisi olarak okuldaki diger
ogrencilere hangi konularda destek olabileceginizi diisiiniiyorsunuz?



J. Group Logo
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L. Turkish Summary / Tiirkce Ozet

Akran Yardimciligi Egitim Programinin

Akran Yardimcilarin Kisisel ve Sosyal Yeterliklerine Etkisi

1.1. Giris

Aile ozellikle yasamin ilk yillarinda, bireyin gelisimi ve desteklenmesi agisindan
olduk¢a biiyiik bir 6nem ve etkiye sahiptir. Ancak, ilerleyen siireglerde birey,
cogunlukla arkadaslarindan etkilenmeye baslar. Ozellikle, ergenlik ddnemiyle
birlikte akranlar, bireyin hayatin1 daha ¢ok etkilemektedir (Myrick, 1997). Ayrica
akranlar birbirlerinin problemlerini daha kolay kavrayabilir, akranlarinin goziinde
daha giivenilir bir izlenim yaratabilir ve akranlar1 bir sorunla karsilagtiklarinda daha
ulagilabilir olabilirler (Tindall, 1995). Bu nedenle, geng bireyler akranlarindan destek

alma konusunda daha isteklidirler.

Onceki calismalar, saldirgan davranislarm (Vasquez-Neuttall & Kalesnik, 1987) ve
kigileraras1 problemlerin (Kulaksizoglu, 2011) o6zellikle ortaokul yillarinda ortaya
ciktigini gostermistir. Ayrica, okul psikolojik danigsmanlari, davranis problemlerinin
ilkokul ve ortaokullardaki en 6nemli sorun oldugunu belirtmislerdir (Uz-Bas, 2009).
Bu sebeple, okullarda gorevli psikolojik danismanlarin, kapsamli gelisimsel rehberlik
programinin Onleyici ve iyilestirici stratejilerini kullanarak, okullardaki bu tiir
sorunlar1 ¢ozmeleri gerekmektedir. Bu stratejilerden biri akran yardimciligidir. Biitlin
ogrencilere ulasilmasin1 ve bazi temel yasam becerilerinin kazandirilmasini
amagclayan akran yardimcilig1 programlari, okul psikolojik danigsmanlarina, okuldaki
bazi problemlerle basa ¢ikma firsati sunmaktadir. Myrick, Highland ve Sabella
(1995), akran yardimciligi uygulamalarini, profesyonel olmayan akran
yardimcilarinin, belirli bir e8itim programi araciligiyla, temel iletisim ve yardim
becerileri hakkinda egitim aldig1 ve egitim sonrasi siipervizyon hizmeti saglanan bir

siire¢ olarak tanimlamaktadir.
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Okullarda akran yardimcilig1 programlarinin uygulanmasinin ¢esitli sebepleri vardir.
[k olarak, akranlar bireyin yasaminda bilyiik 6nem tasimaktadir; ¢iinkii diger
ogrencilerin yakinlik hissettigi ve kaygilarimi ele alma ve duygularini ifade etme

sans1 bulabilecekleri bir ortam yaratabilirler (Topping, 1996).

Ayrica, Boxford (2006), aileden sonra en énemli etkenin, bireye sosyallesme firsati
saglayan, okullar oldugunu iddia etmistir. Ogrencilerin, okulda akademik
gelisimlerinin yam sira, kisiliklerini sekillendiren bazi becerileri edinme firsatina
sahip oldugu bilinmektedir (Smith v.d., 2002). Buna ragmen, bazi arastirmalarda
belirtildigi gibi, okullarda siddet oran1 6nemli dlglide artmis (Akiiziim & Oral, 2015)
ve zorbalik davranislarinin yayginlastigi sonucuna ulagilmistir (Salmivalli, 2002). Bu
tiir olaylar, okullar hakkinda olumsuz izlenimler yaratabilmekte ve 6grenme siirecini
olumsuz etkileyebilmektedir. Bu nedenle, okullardaki siddet, dikkatle ve etkili bir

sekilde ele alinmasi gereken ¢arpici bir konudur.

Ogrenciler, anlasmazliklarmi ¢ozmek igin daima saldirgan davranislara yoneliyorsa,
yapici ¢atisma ¢ozme becerilerini 6grenmeye ihtiyaglarr vardir (Leimdorfer, 1995).
Akran yardimciligi programlarinin bir tiirii olan akran arabuluculugu, ¢atisan taraflar
icin bir kazan-kazan ¢o6ziimii saglayabilir. Johnson ve Johnson’a gore (2006),
okullarda akran arabuluculugu programinin uygulanmasimin iki sebebi vardir.
Birincisi, giivenilir bir okul ortami saglamasi; ikincisi ise, 6grencilerin hem okulda
hem de giinliik yasamlarinda yararlanabilecekleri temel yasam becerileri

kazanmasina firsat tanimasidir.

Ayrica, akran yardimciligl egitimi aracilifiyla, akran yardimcilar gerekli gatisma
¢6zme ve empati becerilerini gelistirir ve benlik saygilarini arttirirlarsa, programin
okul ortamina ve diger 6grencilere de faydali olacag diisiiniilmektedir. Bu goriisii
destekleyen ¢esitli deneysel caligmalar vardir. Akran arabuluculuk programlarinin
okul iklimini iyilestirdigi, okuldan atilma oranlarini, disiplin olaylarin1 ve siddeti

azaltmada etkili oldugu disiiniilmektedir. Ayrica, 6grencilerin iletisim becerilerini ve
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benlik saygilarini gelistirerek, sosyal kimlik olusumunu desteklemektedir (Sandy &
Boardman, 2000).

Ozetle, akran yardimcilarin sosyal beceri gelisimini, problem ¢dzme, gatisma ¢dzme
becerilerini, empati ve benlik saygilarini desteklemek igin, yas diizeyine de uygun bir
strateji olarak, akran yardimciligi programlarinin ortaokullarda uygulanmasina
ihtiya¢ vardir. Bu programlarin uygulanmasinin, okullarda siddet, zorbalik, ¢atisma
ve saldirganlig1 Onleyebilecegi varsayilmaktadir. Ayrica akranlar, bireyin yasaminda
onemli bir etkiye sahip olduklarindan, arkadaglari i¢in etkili birer rol model
olabilirler. Bu sebeple, akran yardimciligi egitim programi, akran yardimcilarini
catisma ¢dzme ve empati gibi temel yasam becerileriyle donatabilir ve bu sayede
akran yardimcilar, catisma durumlarinda akranlarina model teskil edebilecek sekilde

benlik saygilarini arttirabilirler.

1.2. Arastirmanin Amaci

Bu c¢alismanin temel amaci, akran yardimciligi egitim programinin, ortaokullarda
akran yardimcilarinin ¢atisma ¢dzme becerileri (saldirganlik ve problem ¢ozme),
empati ve benlik saygilari tizerindeki etkililigini incelemektir. Arastirmada asagidaki
sorulara yanit aranmistir:

1. Akran yardimciligi egitim programinin akran yardimcilarinin catisma ¢ézme
becerileri (saldirganlik puanlart ve problem ¢dzme becerileri), empati ve benlik
saygist puanlari iizerindeki etkisi nedir?

2. Deney grubu katilimcilart akran yardimciligi egitim programi degerlendirme

formunda programi nasil degerlendirmislerdir?

1.3. Arastirmanin Hipotezleri

Calismanin nicel arastirma sorularina gore hipotezler su sekilde siralanabilir:
1. Akran yardimciligi egitim programi uygulanmadan once, deney ve bekleme
listesi kontrol gruplarinin saldirganlik, problem ¢6zme, empati ve benlik saygisi

On-test puanlar arasinda anlamli diizeyde bir farklilik yoktur.
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2. Akran yardimciligi egitimi uygulandiktan sonra, deney grubunun problem
¢Ozme, empati ve benlik saygisi son-test puanlar1 kontrol grubu katilimcilarinin
son-test puanlarindan anlamli oranda yiiksek; deney grubunun saldirganlik son-
test puanlar1 kontrol grubu katilimcilarinin son-test puanlarindan anlamli oranda
distiktir.

3. Akran yardimcilifi egitim programi uygulandiktan sonra, deney grubunun
problem ¢ézme, empati ve benlik saygisi son-test puanlari, on-test puanlarindan
anlamli oranda yiiksek, saldirganlik son-test puanlari ise On-test puanlarindan
anlaml oranda distiktiir.

4. Akran yardimcilig1 egitim programi uygulandiktan sonra, bekleme listesi kontrol
grubunun saldirganlik, problem ¢ézme, empati ve benlik saygisi son-test

puanlari, on-test puanlarindan anlamli diizeyde farkli degildir.

1.4. Arastirmanin Onemi

Onceki calismalar, akran yardimciligi programlarmin diger dgrenciler, okul iklimi,
okul rehberlik ve psikolojik danigma hizmetleri ve akran yardimcilar agisindan etkili
oldugunu ortaya koymustur. Okuldaki diger oOgrencilere etkileri agisindan
degerlendirilecek olursa, akran yardimcilarinin, yalmzlik ve kaygi hislerinden
kurtulmaya, kisilik gelisimine ve zorluklarla bas edebilmeye yardimci olacagi
belirtilmistir (Widdicombe & Wooffitt, 1995). Bu dogrultuda, akran yardimcilig
programlari, Ogrencilerin sosyal gelisimlerini destekledigi icin Onem teskil

etmektedir.

Akran yardimciligi programlarinin okul iklimine etkisi incelendiginde, program uzun
vadede siirdiiriiliir ve okul politikasinin bir pargasi haline getirilirse, 6gretmen odakl
bir kontrol mekanizmasindan ziyade 6grenci odakli bir bakis acisinin etkili olacagi
diistiniilmektedir. Ayrica, akran yardimeilig1 programi sayesinde, 6gretmenlerin ders
islemeye daha ¢ok zaman ayirabilecekleri (Hart & Gunty, 1997) ve dgretmenlere
yapilan sikdyet oranlarinin azalacagi disiiniilmektedir (Sellman, 2002). Bu

kapsamda, akran yardimciligi programlari, okul ortamini daha giivenli (Hart &
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Gunty, 1997) bir yapiya doniistiirebilir; 6grenci ve 0gretmen arasindaki iletigimi
destekleyebilir (Schrumpf, Crawford, & Bodine, 1997).

Ayrica, kapsamli gelisimsel rehberlik programlar1 araciligiyla, okul psikolojik
danmismanlarinin, 6grencilerin kisisel, sosyal ve akademik gelisimlerini desteklemesi
amaclanmaktadir. Ancak, okullarda psikolojik danisma faaliyetlerine duyulan ihtiyag
arttigindan ve kaynaklarin sinirli olmasi sebebiyle, okul psikolojik danismanlar
ogrencilerin ihtiyaglarini tek baslarina karsilama noktasinda zorlanabilmekte ve okul
idaresinin, Ogretmenlerin, ailelerin veya diger Ogrencilerin destegine ihtiyag
duyabilmektedirler. Bu dogrultuda, okul psikolojik damismanlari, 6zellikle ortaokul
diizeyinde, Onleyici bir strateji olan akran yardimcilifi programini tercih edebilir
(Foster-Harrison, 1995). Ciinkii akran yardimcilar, okul psikolojik danigsmani ve
diger Ogrenciler arasinda gii¢lii bir bag ve iletisim sunmasi agisindan 6nemlidir

(Aladag, 2005).

Akran yardimciligi egitim programinin, akran yardimcilar tizerindeki -etkisini
degerlendirecek olursak, mevcut ¢alismalar akran yardimcilarin egitim programindan
faydalandiklarini, iletisim (Tastan, 2004) ve kisilerarasi becerilerinin (Nazli, 2003)
yani sira 6z-yeterlilik gibi becerilerinin de gelistigini, akademik basarilarinin arttigini
ve okula kars1 olumlu bir tutum gelistirdiklerini gostermistir (Myrick, 1997). Akran
arabuluculuk programlari, aynt zamanda akran arabulucularin sorumluluk
duygularini gelistirebilir, sosyal agidan faydali hissetmelerini saglayabilir ve yardim

etme isteklerini arttirabilir (Smith & Sharp, 1994).

Mevcut calismada, bir ortaokulda yiiriitillen akran yardimciligi egitim programinin,
akran yardimcilar lizerindeki etkisi deneysel olarak test edilmistir. Bu baglamda,
arastirmacilar veya okul psikolojik danismanlari, egitim siirecinde karsilasilan
zorluklara karst oOnlem alabilir, kendi c¢alismalarim1 planlarken ve uygulama
stirecinde, bu ¢alismada etkili bulunan yontem ve Onerilerden faydalanabilirler.
Ozetle, kapsamli gelisimsel rehberlik modelinin bir pargasi olarak, akran yardimeilig

programlari, okul psikolojik danigsmanlarin1 ve 68rencileri destekleyebilir ve egitim
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alan o6grencileri temel yasam becerileri ile donatmay1 amaglayan 6nleyici bir strateji

olarak etkili olabilir.

2. YONTEM

2.1. Arastirmanin Deseni

Akran yardimciligr egitim programinin etkililigini 6lgmek i¢in, eslestirilmis on-test
son-test kontrol gruplu yar1 deneysel desen kullanilmistir. Bu ¢alismada hem nicel
hem de nitel veri toplanmustir. Nicel veriler, 3 farkli 6l¢egin deney ve bekleme listesi
kontrol grubu katilimcilarina On-test ve son-test olarak uygulanmasiyla elde
edilmistir. Nicel bulgular desteklemek ve deney grubu katilimcilarindan egitim
programi1 hakkinda geri bildirim almak i¢in, arastirmaci tarafindan gelistirilen Akran
Yardimciligt  Egitim  Programi  Degerlendirme Formu-Akran  Yardimcilar

kullanilmaistir.

2.2. Orneklem

Aragtirmanin hedef evrenini, 2017-2018 egitim ogretim yilinda Mahmudiye-
Eskisehir’de bulunan ortaokul 6grencileri olusturmaktadir. Arastirmanin ulasilabilir
evreni ise, toplam 6grenci sayist 258 olan Mahmudiye Ortaokulu dgrencileri olarak
belirlenmistir. Mevcut ¢alismada, aday akran yardimcilarini se¢cmek amaciyla
sosyometrik test, 6gretmen goriisleri ve miilakat yontemleri kullanilmistir. Ayrica
aday akran yardimcilar bazi kriterlere gore segilmistir. Ogrencilerle yapilan
miilakatlar sonucunda belirlenen 42 6grenci ¢alismanin drneklemini olusturmustur.
Ogrencilerin ailelerinden gerekli izinler alindiktan sonra, katilimer dgrenciler, bazi
kriterlere (yas, smif diizeyi ve cinsiyet) gore deney ve kontrol gruplarina atanmaistir.
Egitim programi uygulanmadan 6nce, hem deney grubu hem de bekleme listesi
kontrol grubu, 12 kiz ve 9 erkek ogrenci olmak iizere toplam 21 Ggrenciden
olusturulmustur. Fakat egitim siirecinde programdan ayrilanlar nedeniyle, deney

grubu 16 6grenci ile egitimi tamamlamistir.
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2.3. Veri Toplama Araclari

Bu arastirmada, bilgi toplamak amaciyla, Catisma Cozme Davranislart Belirleme
Olgegi (Koruklu, 1998), Cocuklar ve Ergenler icin Empati Olgegi-Tiirkge Form
(Giirtunca, 2013), Rosenberg Benlik Saygist Olgegi (Cuhadaroglu, 1986) ve
arastirmacit  tarafindan  gelistirilen, Akran Yardimciligt Egitim Programi

Degerlendirme Formu-Akran Yardimcilar kullanilmistir.

2.3.1. Catisma Cozme Davramslarim Belirleme Ol¢egi (CCDBO)

Bu 6lcek, Koruklu (1998) tarafindan, Ogrencilerin ¢atisma durumlan karsisindaki
tutumlarin1 6lgmek amaciyla gelistirilmistir ve 2 alt Olgekten (saldirganlik ve
problem ¢dzme) olusmaktadir. CCDBO, toplamda 24 maddeden olusan, besli Likert
tipi bir Olgektir. Koruklu (1998) tarafindan yiiriitillen bir ¢alismada, Olgegin
psikometrik 6zellikleri 6, 7 ve 8. siniflardan elde edilen verilere gore test edilmistir.
Koruklu, kapsam gecerliliginin kontrolii icin Ankara Universitesi uzmanlarina
danigmistir ve yap1 gecerliligi igin ise faktor analizi yiiriitmiistiir. Bulgular, test tekrar
test glivenilirliginin saldirganlik alt boyutu i¢in r = .64 ve problem ¢6zme alt boyutu
i¢in r = .66 oldugunu gdstermistir. CCDBO’niin i¢ tutarliligini tahmin etmek igin
hesaplanan Cronbach Alpha korelasyon katsayisi, saldirganlik alt boyutu i¢in .85 ve
problem ¢ézme alt boyutu i¢in .83 olarak bulunmustur (bknz EK-F).

2.3.2. Cocuklar ve Ergenler icin Empati Olcegi (CEEO) — Tiirk¢e Form

Orijinal olgek ilk olarak Mehrabian ve Epstein (1972) tarafindan yetigkinler icin
empati Olgegi olarak olusturulmustur. Daha sonra, Bryant (1982) dlgegi, 22 madde
halinde, ¢ocuk ve ergenler icin uyarlamistir. Bu ¢alismada, 21 maddeden olusan,
Cocuklar ve Ergenler i¢cin Empati Olgegi-Tiirkce Formu kullanilmustir. Olgegin
Tiirkge formunda yer alan 2 numarali madde, ayirt edicilik katsayisi .20 degerinden
kiiciik oldugu igin dlgekten ¢ikarilmustir (Giirtunca, 2013). Olgegin giivenilirligini
belirleyen Kuder Richarson degeri .70 olarak ve test tekrar test korelasyon katsayist
.76 olarak bulunmustur. Olgegin gecerlilik ¢alismasi i¢cin Cocuklar ve Ergenler icin

Empati Olgegi ile KA-SI Cocuk ve Ergenler i¢in Empatik Egilim Olgegi arasindaki
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iliski hesaplanmugtir. KA-SI Empatik Egilim Olgegi-Cocuk Form ile CEEO
arasindaki korelasyon katsayisi .60 olarak ve KA-SI Empatik Egilim Olgegi-Ergen
Form ile CEEO arasindaki korelasyon ise .64 olarak bulunmustur (bknz EK-G).

2.3.3. Rosenberg Benlik Saygis1 Olcegi

Bu olgek (bknz EK-H), Rosenberg (1965) tarafindan ergenlerin benlik saygisi
diizeyini Olgmek amaciyla gelistirilmistir ve Cuhadaroglu (1986) tarafindan
Tiirkiye’de ergenlerle kullanilmak {izere uyarlanmistir. Dortlii Likert tipi 6lgek 10
maddeden olusmaktadir. Olgegin test tekrar test korelasyon degerleri .82 ve .88
araligindadir ve Cronbach Alpha .77 ve .88 degerleri arasindadir. Tiirk¢e Olgegin
giivenilirlilik caligmasinda, Cronbach Alpha gilivenilirlik katsayist .75 olarak

bulunmustur.

2.3.4. Akran Yardimcihgr Egitim Programm Degerlendirme Formu-Akran

Yardimcilar

Egitim grubu katilimcilarinin, egitim programi hakkindaki goriislerini almak ve
programin etkililigini arttirmak icin katilimcilardan geri bildirim almak amaciyla

arastirmaci tarafindan gelistirilmistir. Bu form, 5 agik u¢lu sorudan olugsmaktadir

(bknz EK-I).

2.4. Egitim Program

2.4.1. Egitim Programinin Se¢imi

Mevcut calismada, Uysal ve Nazli (2010) tarafindan gelistirilen Akran Yardimcilig
Egitim Programinin kullanilmasina karar verilmistir. Ciinkii bu egitim programinin,
ortaokul o6grencileri tizerindeki etkililigi deneysel olarak test edilmis ve program,
Ogrencilerin biligsel ve psikolojik gelisim diizeylerine uygun bulunmustur.
Caligmanin orijinalinde, programin akran yardimcilar ve diger 6grenciler iizerindeki
etkililigi test edilmistir. Orijinal egitim programi 2 bolimden olusmaktadir ve
toplamda 20 oturum-30 saat egitim uygulamasini icermektedir. Egitimin ilk boliimii,

etik ilke ve sorumluluklar, iletisim, yardim etme ve temel yardim becerileri ile ilgili
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konular1 ve etkinlikleri igerir; ikinci boliimde ise ileri diizey yardim becerileri, akran
yardimcilarin sorumluluklari, sinirhiliklar, yonlendirme siireci ve problem ¢dzme
basamaklari ile ilgili konular ve etkinlikler yer almaktadir. Bu programi kullanmak
ve revize edebilmek i¢in gerekli izinler, ikinci yazarla irtibata gegilerek alinmistir.
Sonug olarak, egitim programi yine iki boliimden olusacak sekilde, 18 oturum-27

saat olarak revize edilmistir.

2.4.2. Egitim Programm Uygulama Siireci

Bu calismada, egitim programi, egitim grubu katilimcilarina haftada bir giin seklinde
uygulanmigtir. Egitim, arastirmaci tarafindan, tez damismam gdzetiminde
gergeklestirilmistir. Her oturumun baslangicinda bir 6nceki oturum ozetlenmis ve
aragtirmaci, akran yardimcilara 6devleri hakkinda geribildirim vermistir. Ayrica, bazi
oturumlara katilamayan Ogrenciler, arastirmaci tarafindan oturumlarin amaci,
etkinlikler ve 6devler hakkinda bireysel olarak bilgilendirilmistir. Genel olarak,
egitim grubu katilimcilarinin oturumlara katilmama sebepleri su sekilde siralanabilir;
ailevi durumlar, saglik sorunlari, oturum zamaninin unutulmasi, giin sonunda okulda
kalmay1 istememe, &grencilerin o giin okulda olmamasi veya 6gleden sonra okula
gelmemesi. Ayrica, kontrol grubunu egitimden mahrum birakmak etik bir sorun
yaratacagindan, 2017-2018 egitim yilinin sonunda bekleme listesi kontrol grubu

katilimcilar da benzer, fakat daha kisa bir egitim almistir.

2.5. Veri Toplama Siireci

Calismanin baslangicinda, ODTU Insan Arastirmalar1 Etik Kurulu’ndan arastirmanin
yiiriitiilebilmesi i¢in gerekli izin alinmistir (bknz EK-K). Ayrica yetkili yazarlarla
irtibata gecilerek, bu arastirmada kullanilan o6lg¢eklerin izinleri de alimustir.
Katilimcilart deney ve bekleme listesi kontrol gruplar seklinde atadiktan sonra, 6n-
testler uygulanmustir. On-testler uygulanmadan 6nce, katilimeilarin yanitlarinin gizli
tutulacagi vurgulanmistir; ancak on-test ve son-test sonuglariin eslestirilebilmesi
icin Olgeklere isimlerini yazmalar1 istenmistir. Akran yardimciligi egitim programi

sona erdikten sonra, hem deney hem de bekleme listesi kontrol grubuna son-testler
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uygulanmistir. Bu arada, deney grubu katilimcilarindan nitel veri toplamak amaciyla,

Akran Yardimeiligr Egitim Programi Degerlendirme Formu kullanilmistir.

2.6. Veri Analizi

Akran yardimciligi egitim programinin, akran yardimcilarin saldirganlik diizeyleri,
problem ¢6zme, empati becerileri ve benlik saygilar1 {izerindeki etkililigini
incelemek amaciyla, gruplar arasi karsilagtirmalar igin Mann-Whitney U Testi ve
grup ici karsilastirmalar i¢in Wilcoxon Isaretli Sira Testi gibi parametrik olmayan
testler uygulanmistir. Ayrica, egitim grubu katilmecilarinin - degerlendirme
formlarinda sundugu nitel verileri degerlendirmek ve egitim programinin akran
yardimcilarin kisisel ve sosyal gelisimlerine etkilerini nitel olarak incelemek igin

icerik analizi yiiriitiilmiistiir.

2.7. Calismanin Simirhihiklar:

Akran yardimcilig egitim programinin uygulanmasi sirasinda bazi sinirliliklar ortaya
cikmistir. Oncelikle, bu calisma Mahmudiye-Eskisehir’deki okullardan birinde
yuriitiildigi ve katilimcilar sadece o okuldaki 6 ve 7. smif 6grencileri arasindan
secildigi icin, bu kosullar sonuglarin diger ortaokullara genellestirilmesini
engellemektedir. ikincisi, aday akran yardimcilar gruplara rastgele atanmadigindan,
bu durum arastirmanin i¢ gecerliligini tehdit etmektedir. Ugiinciisii, olgeklerin
kendini degerlendirmeye dayali olmasi ve akran yardimcilarin degerlendirme
formlarin1 yanitlarken isim bilgilerinin alinmasi, sosyal begenirlik agisindan yanl

yanit vermelerine yol agmis olabilir.

Diger bir sinirlilik, bazi katilimcilarin egitim programindan ayrilmasi ile iligkilidir.
Akran yardimcilig1 egitim programi, 18 haftalik bir uygulama oldugu i¢in, bu siiregte
cesitli sorunlar ortaya ¢ikmistir. Dolayisiyla, egitim siirecinin sonunda programdan
ayrilan Ogrencilerin oran1 % 19.05 olmustur. Ayrica planlanmamis bazi olaylar,
egitim grubu katilimcilarinin programdan ayrilmasim etkilemis olabilir. Ornegin,

ikinci yariyil ders dis1 bazi kurslarin (destekleme yetistirme kurslari, sanat ve spor
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aktiviteleri) haftalik programlar1 degistigi i¢in akran yardimciligi egitimi uygulama
saatleri ile cakismistir. Egitim grubu i¢in, tiim Ogrencilere uyan zamanin/giiniin
belirlenmesi olduk¢a zor olmustur. Bu nedenle bazi 6grenciler programdan ayrilmak
zorunda kalmistir. Bunun yani sira, 6grencilerin bazilar1 sinavlara hazirlik siireci ve
genel akademik basarilar1 hakkinda duyduklar1 endise nedeniyle programdan
ayrilmistir.  Son olarak, devamsizlik, egitim programi uygulama siirecinde

karsilagilan bir diger sinirliliktir.

3. BULGULAR

[lk olarak, parametrik istatistik analizlerini yiiriitmek igin parametrik varsayimlar test
edilmistir. Baz1 varsayimlar karsilanmadigindan ve hem deney hem de bekleme
listesi kontrol grubundaki katilimci sayilart 30’un altinda oldugundan, parametrik

olmayan analizler kullanilmistir.

Saldirganlik, problem ¢dzme, empati ve benlik saygisi dlgeklerinden elde edilen On-
test puanlarina gore, egitim ve bekleme listesi kontrol gruplar1 arasinda istatistiksel
olarak anlamli bir fark olmadigi goriilmiistiir. Bu sonuglarla ilgili olarak, akran
yardimciligi egitim programi uygulanmadan once, her iki grubun saldirganlik,
problem ¢6zme, empati ve benlik saygisi puanlari agisindan esdeger oldugu

sOylenebilir.

Ayrica, egitim grubu saldirganlik son-test puanlarinin bekleme listesi kontrol grubu
son-test puanlarindan anlamli derecede farkli oldugu sonucuna ulagilmistir. Egitim
grubu saldirganlik 6n Vve son-test puanlari arasinda ise anlamli bir fark
bulunamamuistir. Bunun yani sira, bekleme listesi kontrol grubu saldirganlik son-test
puanlari, on-test puanlariyla kiyaslandiginda, anlamli oranda medyan degisikligi

gorilmiistiir.

Problem ¢6zme alt dlcegi degerlendirildiginde, egitim grubu son-test puanlarinin
bekleme listesi kontrol grubu son-test puanlarindan anlamli 6lgiide farkli olmadig
bulunmustur. Ayrica, egitim grubu son-test puanlarinin 6n-test puanlarindan anlaml
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derecede farkli oldugu sonucuna ulasilmistir. Bekleme listesi kontrol grubunun son-

test puanlar1 ve on-test puanlari arasinda ise anlamli bir farklilik gdzlemlenmemistir.

Bu sonuglara ek olarak, egitim sonrasi gruplarin empati 6lgeginden aldiklart puan
dagilimlarinin benzer oldugu goriilmiistiir. Ayrica hem egitim grubu hem de bekleme
listesi kontrol grubu katilimecilarinin empati son-test puanlari ile On-test puanlar
arasinda anlamli bir farklilik bulunamamustir. Ayrica, egitim sonrasi bekleme listesi
kontrol grubu ve egitim grubunun benlik saygisi 6lgeginden aldig1 puanlar arasinda
anlamli derecede bir farklilik bulunamamistir. Dahasi, egitim grubunun benlik
saygist son-test puanlarinin  On-test puanlarindan anlamli oranda farklilik
gostermedigi ve bekleme listesi kontrol grubunun benlik saygis1 son-test puanlarinin

On-test puanlarindan anlamli derecede farkli olmadigi sonuglarina ulasilmistir.

Ote yandan, egitim grubu katilmcilarmin, akran yardimciligi egitim programi
degerlendirme formlarinda verdikleri yanitlarin igerik analizinin ardindan, nitel
bulgular 3 ana tema ve 9 alt tema altinda siiflandirilmistir. Bu temalar su sekilde
sunulabilir:
1. Akran yardimcilarin yeterlilikleri

Akran yardimcilarin yardimer olabileceklerini diisiindiikleri konular

Akran yardimcilarin  rolleri, becerileri  ve sorumluluklart hakkindaki

farkindaliklar
2. Egitim programinin faydalari

Kisilerarasi iliskilerin gelisimi

Kisisel yeterlik
3. Akran yardimcilarinin egitim programi hakkindaki degerlendirmeleri

Egitim programinin 6gretim yontemleri hakkindaki goriisler

Egitim programinin icerigi hakkindaki goriisler

Egitim siirecinde hissettikleri duygular

Egitim siirecinde karsilastiklar1 zorluklar ve onerileri

Arkadaslarina akran yardimcisi olmay1 6nerme oranlari
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Ozetle, bu calismanin nicel sonuglarma gore, egitim grubu saldirganlik son-test
puanlari ve bekleme listesi kontrol grubu saldirganlik son-test puanlart arasinda
anlamli oranda bir farklilik gozlemlenmistir. Ayrica, bekleme listesi kontrol
grubunun saldirganlik son-test puanlari, 6n-test puanlarindan anlamli 6l¢iide farkl
bulunmustur. Ote yandan, akran yardimciligi egitim programinin, egitim grubunun
problem ¢6zme becerileri {izerinde anlamli diizeyde etkili oldugu sonucuna
ulagilmigtir. Nitel bulgulara goére, egitim grubu katilimcilar, tartisan taraflar
arasindaki c¢atigsmalar1 ¢ozebileceklerini, iletisim becerilerini ve olumlu sosyal
davraniglarin1 gelistirme firsati bulduklarini belirtmistir. Ayrica, akran yardimcilar
programa katildiklari igin memnun olduklarini ifade etmistir. Bunun yani sira, egitim
programi, akran yardimcilarin yarisi tarafindan bilgilendirici ve faydali bulunmustur.
Son olarak, egitim grubundaki tiim katilimcilar arkadaslarina akran yardimcisi

olmay1 dnereceklerini belirtmistir.

4. TARTISMA

4.1. Arastirma Bulgularinin Tartisilmasi

Mevcut calismada, katilimcilarin ¢atigma ¢6zme becerileri, saldirganlik ve problem
¢ozme alt dlgekleriyle degerlendirildigi i¢in, akran yardimcilig1 egitim programinin,
akran yardimcilarin saldirganlik ve problem ¢6zme becerilerine etkisine iligkin nicel
sonuglar birlikte ele alinmustir. Ilk olarak, saldirganlik 6n-test puanlarmin
karsilastirmasi, egitim ve bekleme listesi kontrol gruplari arasinda anlamli bir fark
olmadigin1 gostermistir (Hipotez 1). Ote yandan, egitim grubu saldirganlik son-test
puanlari, bekleme listesi kontrol grubu son-test puanlarindan anlamli derecede farkli
bulunmustur (Hipotez 2). Ancak, egitim grubu saldirganlik son-test puanlari, 6n-test
puanlarindan anlamli diizeyde farkli bulunmamistir (Hipotez 3). Bekleme listesi
kontrol grubu saldirganlik son-test puanlari ise, on-test puanlarindan anlamli diizeyde
farklidir (Hipotez 4). Sonug¢ olarak, bu c¢alisma saglam istatistiksel dayanaklar
Sunamamasina ragmen, akran yardimeciligl egitim programinin, akran yardimcilarin
saldirgan davraniglarin1 engelledigi (veya olasiligini azaltti§i) sodylenebilir. Bu
sonuclarla iliskili olarak, alanyazindaki bazi aragtirmalar, arabuluculuk egitiminin
ofke puanlari tizerinde anlaml diizeyde bir etkisinin olmadigini1 géstermistir (Sezen
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& Bedel, 2015). Ote yandan, baz1 deneysel calismalar, akran yardimcilif1 egitim
programinin, egitim grubu katilimcilarinin saldirgan davranislarini azaltmada etkili

oldugunu gosteren bazi bulgulara ulasmigtir (Tiirk & Tiirniikli, 2016a).

Problem c¢6zme becerilerine gore nicel bulgular degerlendirildiginde, egitim
programini uygulamadan once, egitim ve bekleme listesi kontrol gruplari arasinda
anlamli bir fark bulunamamistir (Hipotez 1). Egitim sonrasi, egitim ve bekleme
listesi kontrol grubunun problem ¢6zme son-test puanlar1 karsilastirildiginda anlaml
oranda bir farkliliga ulagilamamistir (Hipotez 2). Ayrica, bekleme listesi kontrol
grubu On-test ve son-test puanlari arasinda anlamli bir fark yoktur (Hipotez 4), ancak
egitim grubu son-test puanlari, On-test puanlarindan anlamli derecede farkli
bulunmustur (Hipotez 3). Bu durum, egitim grubu katilimcilarina, problem ¢6zme
becerilerinin 6gretildigi oturumlarin igerigi ve akisi ile ilgili olabilir. Bu becerinin
(6zellikle egitimin sonuna dogru) katilimeilara 6gretilmesi, cevaplarinin kaliciligini
etkilemis olabilir. Alanyazindaki birka¢ ¢alisma, akran yardimciligi egitim
programlarinin, O6grencilerin problem c¢ozme becerileri ilizerinde etkili oldugu

sonucuna ulagsmistir (Koruklu & Yilmaz, 2010; Thompson & Smith, 2011).

Sonug olarak, saldirganlik ve problem ¢ozme alt 6l¢eklerinden elde edilen nicel
bulgulara gore, akran yardimciligi egitim programinin, akran yardimcilarin ¢atisma
¢ozme becerilerini destekledigi sdylenebilir. Ayrica, nitel bulgular da bu sonucu
destekler niteliktedir. Degerlendirme formlarinda, akran yardimcilar, arkadaslarina

catisma ¢ozme konusunda destek olabileceklerini belirtmislerdir.

Aragtirma bulgulari, empati 6n-test ve son-test puanlari agisindan, egitim ve bekleme
listesi kontrol gruplari arasinda anlamli bir farklilik olmadigin1 géstermistir (Hipotez
1 ve Hipotez 2). Ayrica, bekleme listesi kontrol grubunun 6n-test ve son-test puanlari
arasinda (Hipotez 4) ve egitim grubunun On-test ve son-test puanlari arasinda
(Hipotez 3) anlamli olgiide bir farklilik yoktur. Bu bulgular, akran yardimcilig
egitim programinin, akran yardimcilarin empati becerileri iizerinde anlaml diizeyde

bir etkisinin olmadigini géstermektedir. Bu bulgularin aksine, daha 6nceki galigmalar
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(Aladag, 2005; Sharp & Cowie, 1998), akran yardimcilig1 egitim programinin akran
yardimcilarin empati becerilerini anlamli 6lgiide gelistirdigini gostermistir. Ote
yandan, Uysal ve Nazli (2010) tarafindan yapilan bir baska caligmada, akran
yardimcilarin empati On-test ve son-test puanlari arasinda anlamhi bir fark
bulunamamigtir.  Arastirmanin nicel sonuglarina gore, deneysel kanitlarla
desteklenmemesine ragmen, egitim grubunun ortalama empati puanlart bir miktar
artmistir. Tartismak biraz spekiilatif olsa bile, bu bulgu bazi nedenlerle agiklanabilir.
Birincisi, aday akran yardimcilar, arkadaslarimin ve ogretmenlerinin Onerileriyle,
empatik egilime sahip olan Ogrenciler arasindan se¢ilmistir; bu durum egitim
grubunun empati on-test ve son-test puanlari arasinda yalnizca kiigiik bir fark (artis)
yaratmus olabilir. Ikincisi, ortaokul miifredatindaki diger bazi1 derslerde, dgrencilere
iletisim becerileri, ben-dili ve empati gibi konularda dersler verilmektedir. Bu
nedenle, bu degiskenler agisindan, egitim ve bekleme listesi kontrol gruplari arasinda

anlaml farkliliklar g6zlemlenememis olabilir.

Benlik saygis1 6n-test ve son-test puanlarina gore, egitim ve bekleme listesi kontrol
gruplar1 arasinda anlamli bir fark yoktur (Hipotez 1 ve Hipotez 2). Ayrica, hem
egitim hem de kontrol gruplarinin 6n-test ve son-test puanlari arasinda anlamli bir
fark bulunamamistir (Hipotez 3 ve Hipotez 4). Dolayisiyla, akran yardimciligi egitim
programinin, katilimcilarin benlik saygisi puanlart {izerinde ©6nemli bir etkisi
olmadig1 sonucuna varilabilir. Bu sonuglarin aksine, alanyazinda bazi arastirmalar
(Aladag, 2005), akran yardimciligi egitim programinin akran yardimcilarin benlik
saygisini  gelistirdigini gostermistir. Ote yandan, akran arabuluculuk egitiminin
etkililigini inceleyen bir arastirmada, egitim grubu katilimcilarin benlik saygisi 6n-
test ve son-test puanlari arasinda anlamli oranda bir azalma oldugu bulunmustur
(Cardoza, 2013). Nicel sonuglara goére, egitim grubunun ortalama benlik saygisi
puanlari bir miktar artmistir; ancak, bu durum bilimsel bulgular sunmak i¢in yeterli
goriilmemektedir. Buna karsin, eger egitim grubu katilimcilarina, akran yardimcilar
olarak gorev yaptiktan sonra bir izleme testi uygulanmis olsaydi, benlik saygisi

puanlart anlamli Ol¢iide artabilirdi. Ancak, mevcut calismada, egitim 18 hafta
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boyunca ve neredeyse akademik yilin sonuna kadar siirdiigii i¢in, akran yardimcilar

akran yardimcilig1 hizmetini sunamamastir.

Egitim grubu katilimcilari, degerlendirme formlarinda akran yardimcilifi egitim
programinin, olumlu sosyal davranislarini, ¢atisma ¢ézme becerilerini ve iletisim
becerilerini gelistirdigini belirtmistir. Bu dogrultuda, alanyazindaki caligmalar
incelendiginde, benzer bulgulara ulasilmistir. Ornegin, akran yardimciligl
programlarinin 6grencilerin olumlu sosyal davranislarini (Smith & Sharp, 1994) ve
catisma ¢ozme becerilerini (Cardoza, 2013) gelistirdigi sonuglarina ulagilmistir.
Ayrica, birka¢ arastirmanin sonuglari, akran yardimcilarin iletisim becerilerini

gelistirdiklerini gostermistir (Eryilmaz, 2015; Tastan, 2004).

4.2. Arastirma ve Uygulamaya Yonelik Dogurgular

Mevcut ¢alismada, deneysel kanitlar, akran yardimciligi egitim programinin deney
grubunun problem ¢6zme becerilerini anlamli Slgiide gelistirdigini, egitim grubu
katilimcilarinin ortalama saldirganlik puanlarinin gérece azaldigini ve saldirganlik
puanlarindaki yiikselisin 6nlendigini ortaya koymustur. Ayrica, nitel bulgular, akran
yardimcilarin ¢atisma ¢6zme becerilerini, olumlu sosyal davraniglarini ve iletisim
becerilerini gelistirdiklerini gdstermistir. Bu nedenle, akran yardimcilara o6zellikle
problem ¢dzme becerilerini kazandirmak i¢in, akran yardimciligt egitim programinin

ortaokullarda uygulanabilecegini 6nermek makul olabilir.

Ayrica, akran yardimciligi programi, okullarda Ogrenciler arasindaki catismalar
¢dzmek ve azaltmak igin alternatif bir yardim kaynagidir. Ozellikle, okullarda
psikolojik danmigma hizmetlerine duyulan ihtiyag arttiginda, akran yardimcilig
programlart okul psikolojik danigmanlarina yardimci olabilir. Gerekli egitim ve
siipervizyonun saglanmasiyla, akran yardimcilar daha fazla 6grencinin ihtiyaglarini
fark edebilir ve karsilayabilirler. Bu calismada, akran yardimcilar, “baskalarina
yardim etmek istediklerini” (olumlu sosyal davranig) ve “akranlari arasindaki
catigmalar1 ¢6zme” becerilerine inandiklarini da belirtmislerdir. Bu nedenle, akran
yardimcilar goniillii olduklart takdirde, okullarda ¢atisma ¢dziimii sirasinda 6nemli
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birer destek kaynagi olarak gorev alabilir ve okul psikolojik danigmanin
destekleyebilirler. Mevcut calisma, akran yardimciligi egitim programinin okul
psikolojik danigsma siireci agisindan {imit verici oldugunu, ancak egitim programinda
degisiklik yapilmasi gerektigini gostermistir. Sonug olarak, revize edilmis giincel bir
akran yardimeciligl programi, Milli Egitim Bakanligi (MEB) Siddet Eylem Plani’nda

belirtilen siddeti 6nleme stratejilerinden biri olarak uygulanabilir.

4.3. Gelecekteki Arastirmalar i¢cin Oneriler

Aday akran yardimcilari, bazi kriterlere gore secildiklerinden ve zaten belli
becerilere sahip olduklarindan, bu becerilere ait 6n-test ve son-test puanlari arasinda
anlamli bir fark bulma olasiligi azalmig olabilir. Bu dogrultuda, akran yardimciligi
programini uygulamadan o©nce, akran yardimcilarin se¢im siirecinin yeniden

diizenlemesi Onerilmektedir.

Ikinci olarak, egitim programi ve etkinliklerin iyi planlanmasi ve kararlastirilan
program tiiriinii uygulamak i¢in gereken becerilerle ilgili konularin programa dahil
edilmesi gerekmektedir. Ornegin, egitim programina, dfke kontrolii yontemleri ve bu
konu hakkinda daha fazla etkinlik dahil edilmis olsaydi, akran yardimcilarinin

saldirganlik puanlari biraz daha azalabilirdi.

Ayrica, parametrik istatistik testlerini gerceklestirmek icin gereken varsayimlar
karsilanmadigindan ve her gruptaki iiye sayisi 30’un altinda oldugundan, arastirmaci
veri analizi i¢in parametrik olmayan testler kullanmak zorunda kalmistir. Bu durum,
calismanin sonuglarmin giiclinii etkilemis olabilir. Bu nedenle, gelecekteki
aragtirmalarin, daha biiylik bir 6rneklem kullanmasi 6nerilmektedir. Son olarak, bu
caligmada, donem sonu olmasi nedeniyle, izleme testi uygulamasi arasgtirmaya dahil
edilmemistir; ancak, gelecekteki arastirmalarda programin uzun vadeli etkilerini

degerlendirmek amaciyla, izleme testi uygulanmasi 6nerilmektedir.
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