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ABSTRACT

THE EFFECT OF PEACE EDUCATION PROGRAM ON CONFLICT
RESOLUTION SKILLS OF 4™ GRADE STUDENTS

OZEL SEN, Dilara
Ph.D., The Department of Educational Sciences, Guidance and Psychological
Counseling
Supervisor: Prof. Dr. Zeynep SUMER

June 2024, 263 pages

This study aimed to adapt and evaluate the impact of UNESCQO's "Learning to Live
Together" peace education program on the conflict resolution skills of 4th grade
students in Sakarya, Tiirkiye, one of the cities that receives a high number of
refugees. An explanatory mixed-method research design was utilized to reach this
aim. A needs analysis was conducted to understand the needs and issues at the
refugee-receiving school. The program, translated and adapted to the Turkish context
by considering the specific needs of the refugee-receiving school, aimed to develop
reconciliation, and conflict resolution skills, thereby contributing to a peaceful school
environment. A 2x3 quasi-experimental method was used to test the effectiveness of
the program on 4™ grade students for the pilot implementation phase involving an
experimental group (n=22) and one control group (n=21), with pre and post-
assessments conducted using the Conflict Resolution Skills Scale, program
evaluation form, observation form, and semi-structured interviews. The results
indicated that the intervention and the control group did not differ significantly
before the implementation of the program. After the implementation, the results



demonstrated a significant difference between pretest and posttest scores of reaching
the reconciliation subscale, resort to violence, and total score with large effect sizes
in the intervention group. In addition, post-assessment observation forms, semi-
structured interviews, and program evaluation forms were employed. These tools
collectively indicated behavioral changes in children, further confirming the
effectiveness of the intervention. The comprehensive analysis of these results
highlights the intervention's significant impact on reducing violence and promoting
reconciliation among children. After the study was completed, a 5-session peace
education program was implemented to the control group. The research underscores
the importance of peace education programs to build a foundation for peaceful
societal interactions, recommending that educators tailor these programs to their

student's specific needs and contexts.

Keywords: Peace education, conflict resolution, refugee-receiving schools, local

students, mixed-method study



0z

BARIS EGITIMI PROGRAMININ DORDUNCU SINIF OGRENCILERININ
CATISMA COZME BECERILERINE ETKISi

OZEL SEN, Dilara
Doktora, Egitim Bilimleri, Rehberlik ve Psikolojik Danigmanlik Boliimii
Tez Yoneticisi: Prof. Dr. Zeynep SUMER

Haziran 2024, 263 sayfa

Bu ¢alisma, yiiksek sayida miilteci alan sehirlerden biri olan Sakarya, Tiirkiye'deki 4.
smif Ogrencilerinin ¢atigma ¢dzme becerileri lizerinde UNESCO'nun "Birlikte
Yasamayr Ogreniyorum" isimli baris egitimi programini uyarlamay:r ve etkisini
degerlendirmeyi amaglamaktadir. Bu amacla aciklayici karma yontem arastirma
tasarimi1 kullanilmistir. Sehirdeki en fazla miilteci alan okuldaki ihtiyaglart ve
sorunlar1 anlamak igin bir ihtiyac analizi yapilmistir. Thtiyag analizi sonrasi sonuglar
g6z oOniinde bulundurularak Tiirkge'ye ¢evrilen ve Tiirkiye baglamina uyarlanan
program, uzlasma ve catigma ¢dzme becerilerini gelistirmeyi, bdylece baris¢il bir
okul ortamina katkida bulunmay1 hedeflemektedir. Programin etkinligini test etmek
icin 2x3 yar1 deneysel yontem kullanilmig ve pilot uygulama asamasi, deney grubu
(n=22) ve kontrol grubu (n=21) olmak iizere iki gruptan olugmaktadir. Catisma
Cozme Becerisi Olgegi, program degerlendirme formu, gozlem formu ve yar
yapilandirilmis goriigmeler kullanilarak program Oncesi ve sonrasi degerlendirmeleri
yapilarak programin etkililigi ol¢iilmiistiir. Sonuglar, programin uygulanmasindan
once deney ve kontrol grubu arasinda anlamli bir fark olmadigini goéstermistir.
Sonuglar, uzlagmaya ulagsma ve siddete bagsvurma alt 6lgekleri ile 6lgegin toplam 6n

test ve son test puanlar1 arasinda biiyiik bir etki biiyiikliigii ile anlamli bir fark
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oldugunu gostermistir. Ayrica, gdzlem formlari, yar1 yapilandirilmig gériismeler ve
program degerlendirme formlart son degerlendirme asamasinda kullanilmistir. Tiim
bu formlar, 6grencilerin ¢atisma ¢6zme becerilerindeki degisiklikleri gostermis ve
miidahalenin etkinligini dogrulamistir. Bu sonuglarin kapsamli analizi, miidahalenin
cocuklar arasinda siddeti azaltma ve uzlagmayi tesvik etme konusunda 6nemli bir
etkisini vurgulamaktadir. Calisma tamamlandiktan sonra, kontrol grubu ile 5
oturumluk bir baris egitimi programi gerceklestirilmistir. Arastirma, barisgil
toplumsal etkilesimler i¢in bir temel olusturmak amaciyla baris egitiminin énemini
vurgulamakta ve egitimcilerin bu programlar1 6grencilerinin 6zel ihtiyaglarina ve

baglamlarina gore uyarlamalarini onermektedir.

Anahtar Kelimeler: Baris egitimi, ¢atisma ¢dzme becerileri, miilteci alan okullar,

yerel 6grenciler, karma yontem
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CHAPTER 1

INTRODUCTION

1.1. Background to the Study

Pioneers in peace education have presented diverse definitions of peace education,
all converging on a shared notion that its primary objective is to foster a culture of
peace (Rosen & Salomon, 2011). In pursuit of this goal, peace education endeavors
to reshape the content, teaching methods, and framework of education to address
diverse forms of violence (Adams, 2000). The overarching aim of peace education
programs is to create a shift in individuals and communities towards a state of
reconciliation, unity, and acceptance. It strives to empower students with conflict
resolution skills, nurturing their capacity to become individuals who embrace
diversity and honor different cultures to mediate long-term peace between different

groups to sustain peacebuilding (Kester, 2008; Wintersteiner, 2015).

Peacebuilding encompasses a multifaceted approach to conflict prevention,
resolution, and the establishment of sustainable peace. This comprehensive,
collaborative, and long-term process of peacebuilding engages diverse stakeholders
to address underlying causes of conflicts and create conditions conducive to enduring
peace and stability in societies affected by or vulnerable to violence or instability.
Peace education aims to teach peacebuilding skills such as conflict resolution,
empathy, and human rights to raise awareness of peace and build a peaceful society
(Baxter, 2005; Jager, 2014). Children are the primary group for peace education to
create a human consciousness of peace (Jager, 2014; Save the Children, 2008). Peace
education programs pave the way for internal change for peaceful values, attitudes,
and skills of children. Several studies conducted at both national and international
levels have found that peace education programs can have a positive impact on

conflict resolution skills among children (Johnson & Johnson, 2006; Johnson &

1



Johnson, 2007; Sagkal et al., 2016). Effective peace education programs are often
tailored to the specific needs and cultural context of the target population. Empirical
findings emphasize the importance of adapting the content and approach of peace
education to suit the unique characteristics and challenges of a particular
environment or community (Bar-Tal, 2002; Tinker, 2016). Thus, the components of
building a peaceful society might be changing to meet these specific needs.
However, every peace education program's ultimate aim is to sustain peace in

society.

Different sources reported a significant surge in conflicts globally in 2020, with the
number of wars rising from 15 to 23 across countries like Brazil, Libya, Syria, and
Yemen, resulting in widespread violent acts and contributing to a refugee crisis
affecting 103 million forcibly displaced individuals (HIICR, 2022; UNHCR, 2023).
Tiirkiye hosts the largest number of refugees with approximately 3.7 million from
Somalia, Afghanistan, Irag, and Syria out of the 35 million refugees worldwide.
There are nearly one million children born as refugees in Tiirkiye between 2018 and
2020 (UNHCR, 2021; UNICEF, 2020). Tiirkiye, as a signatory to international
agreements like CEDAW, the Convention on the Rights of the Child, and the Human
Rights Convention, is obliged to provide education within its borders, hosting about
a million school-age Syrian refugee children, underscoring the educational needs of
this population within Tiirkiye's open-door policy for Syrian refugees, leading to
strain on its school system due to the overwhelming number of school-age refugee
children (Erdem, 2017; Erden, 2017, 2020; Mercan Uzun & Biitiin 2016).

There is a growing body of literature focusing on the psycho-social adaptation
problems of refugee students in Tiirkiye such as cultural adjustment issues, language
barriers, and school adaptation issues, and demonstrated that refugee students might
struggle to integrate into social networks and make friends in a new school (Arabact
et al., 2014; Aydin & Kaya, 2019; Daglioglu et al., 2017; Eres, 2016; Giingor, 2015;
Giingdr & Senel, 2018; Jafari Kuzu et al., 2018; Ozer et al., 2016; Saritas et al.,
2016; Seydi, 2014; Taskin & Erdemli, 2018; Zayimoglu Oztiirk, 2018).
Nevertheless, there is a lack of data regarding peace education in the refugee-

receiving context and the experiences of local students attending refugee-receiving
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schools in Tiirkiye. In light of these challenges faced by refugee students integrating
into Turkish schools, the imperative for fostering peacebuilding skills and conflict
resolution mechanisms within these educational settings becomes increasingly
evident, highlighting the critical need for inclusive strategies to support both refugee

and local students' experiences.

Peace education programs conducted in Tiirkiye aim to reduce violence at individual,
interpersonal, intergroup, and international levels while equipping individuals with
the necessary skills to foster peace (Apaydin & Aksu, 2012; Coskun, 2012; Demir,
2011; Sagkal & Tiirniikli, 2017; Yilmaz, 2018). Studies have shown that peace
education programs conducted in Tiirkiye have a significant effect on reducing
aggressive tendencies and improving social problem-solving abilities (Sagkal &
Tiirniikld, 2017; Yilmaz, 2018). While schools play a crucial role in fostering peace,
with peace education being seen as a symbol of respect, tolerance, and mutual
respect, there are not any empirical findings of peace education programs focusing

on both local and refugee groups in Tiirkiye.

It is essential to consider the specific challenges faced by children as refugees who
are among the most vulnerable groups (Dangmann et al, 2022). Refugee children,
entering foreign schools with no prior exposure to the language or culture, face the
challenge of integration into their new environment. Psycho-social adaptation to a
new setting necessitates possessing cultural proficiency (Ward, 2004). Schools play a
crucial role in fostering cultural competence among refugee children, which in turn
helps them adapt to their new environment (Peterson et al.,2017; Saldana, 2013).
Schools serve as socializing agents by not only teaching basic literacy skills but also
by preserving and transmitting society's cultural values. Schools have a crucial role,
particularly for refugee children and their families, when they settle in a new country
(Peterson et al., 2017). They facilitate the acquisition of language skills and cultural
knowledge of the host society, foster interaction with local individuals, and promote

self-sufficiency.

The psycho-social adaptation of local students with classmates from other cultural

backgrounds is a complex process that has significant importance in educational
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settings which fosters the development of essential abilities such as cultural
awareness, empathy, and global citizenship (Pyykonen, 2012). School components
frequently have a crucial role in facilitating this psycho-social adaptation,
establishing peaceful settings, and offering resources for local and refugee children
to comprehend and value the cultural diversity and foster a more peaceful and
harmonious school environment (Harber & Sakade, 2009; Harris, 2002). The
psycho-social adaptation of refugee students to new schools and unfamiliar
environments presents a unique set of challenges that demand thoughtful
consideration and support. Refugee students often come from different cultural
backgrounds, and adjusting to the norms and expectations of the host country's
educational system and society can be challenging (Oikonomidoy, 2010; Rong &
Preissle, 1998). Moreover, local students may find it tough to adapt to new peers
from diverse cultural backgrounds as they are exposed to unfamiliar cultures (Castles
& Miller, 1998).

Peace education programs have demonstrated profound effects on school settings,
transforming them into environments that prioritize conflict resolution, empathy, and
inclusivity. These programs go beyond the traditional academic curriculum to instill
values of peace and non-violence in students. As a result, schools implementing
peace education observe reduced violence and bullying, as students learn to resolve
conflicts through dialogue and understanding (Harber & Sakade, 2009).
Additionally, peace education programs create a more peaceful and harmonious
atmosphere within the school, where students from various backgrounds feel

accepted and valued.

Bridging the gap between the transformative potential of peace education and the
strategic implementation facilitated by counseling services, the interplay between
educational programs and support services becomes apparent. This is critical in
transitioning from theoretical values to practical application within the educational
setting. As peace education programs lay the foundation for a culture of peace,
empathy, and inclusivity, counseling services operationalize these values, ensuring
that they permeate every aspect of the school environment. The collaboration

between educators and counselors thus becomes a cornerstone for embedding peace
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education deeply within the school environment, making the principles of peace and

non-violence realities for students.

In the realm of education, the pivotal role of schools in fostering peace and
promoting the principles of peace education cannot be overstated, as the effective
implementation of these principles often begins with the facilitation and coordination
of counseling services within schools. In this context, the role of counseling services
emerges as a linchpin, deserving significant emphasis and recognition. Counseling
services do not only possess the expertise to organize and deliver essential peace
education and training, but they also serve as key figures in nurturing the emotional
and psychological development of students. Counseling services play a pivotal role
in facilitating the psycho-social adaptation of different cultures while involving all
relevant parties in the process. Thus, the indispensable role of counseling services in
schools comes to the forefront, acting as the critical bridge between the ideals of

peace education and their tangible realization within educational systems.

The literature has examined the effects of peace education with different components
and the problems of refugee students at refugee-receiving schools in Tiirkiye. There
is a gap in understanding local students' perspectives due to insufficient prior
research. It's crucial not just to gather quantitative data but also to delve deeper into
the results, especially by exploring the diverse viewpoints of different school
components such as local and refugee parents, school counselors, teachers, and
administration. Peace education programs are not currently implemented in Turkish
schools that include both refugee and local students. The current research aims to
adapt UNESCO’s “Learning to Live Together” peace education program and utilize
the program to develop conflict resolution skills for 4" graders in a refugee-receiving
school. Hence, students may utilize the necessary skills for establishing harmonious

classrooms and, ultimately, creating a peaceful school and society.
1.2. Purpose of the Study

This study aimed to adapt UNESCO's "Learning to Live Together" peace education

program for 4™ grade students in a refugee-receiving school. It also seeks to evaluate

5



the impact of peace education training on 4™ grade students by focusing on the
development of conflict resolution skills, which are crucial for creating a peaceful

school environment.
1.3. Research Questions

Main Research Question: What is the impact of the adapted version of UNESCO's
"Learning to Live Together" peace education program, tailored to the needs of fourth
graders in a refugee-receiving school, on their conflict resolution skills, regarding

reaching reconciliation and resort-to-violence?

SubRQ1. What are the identified needs and challenges of local and refugee students
in a Turkish refugee-receiving school from the perspectives of school counselors,
teachers, vice principal, local and refugee students, and parents?

SubRQ2. How do the qualitative and quantitative findings of the “Learning to Live
Together” peace education program converge to provide an enhanced understanding
of its effect on conflict resolution skills of 4th graders at a refugee receiving school

in Tirkiye?
1.4. Significance of the Study

The significance of this study extends far beyond the immediate scope of evaluating
peace education programs in terms of conflict resolution skills. It encompasses
several critical dimensions that hold profound importance within the realms of
creating a harmonious classroom atmosphere and peaceful school environment. This
research contains four steps, including needs analysis, program adaptation, pilot
implementation, and comprehensive investigation of the impact of the “Learning to
Live Together” peace education program on the conflict resolution skills of 4™ grade

students.

The uniqueness of this study lies in its empirical approach to peace education, a field

often critiqued for its lack of empirical grounding. By employing a methodological



framework that incorporates interviews, scales, observation, and evaluation forms,
this research pioneers in substantiating the effectiveness of peace education programs
through rigorous empirical evidence. The comprehensive methodology,
encompassing a needs analysis, program adaptation, pilot implementation, and an in-
depth evaluation of the “Learning to Live Together” peace education program,
evaluates the impact of peace education on conflict resolution skills among 4" grade
students and also bridges the gap between theoretical aspirations and practical
implementations. This empirical emphasis distinguishes the study within the broader
discourse on peace education, addressing a critical gap by providing a framework for
assessing and enhancing the role of peace education in developing conflict resolution
skills.

The primary goal of this study was to analyze and understand the underlying causes
of conflict in the most refugee-receiving primary school in Sakarya, aiming to
empower students to actively engage in fostering a peaceful classroom environment.
The study emphasizes the pivotal role of peace education in enabling students to
mutually support each other in cultivating positive relationships with their peers. By
enhancing cooperation and reducing instances of violence, this program plays a
crucial role in establishing a secure and supportive learning atmosphere. The
program is a crucial instrument in nurturing peaceful interactions among students,
which, in turn, lays the foundation for a broader culture of harmony and
understanding within the school setting. Consequently, students are equipped to
practice empathy and demonstrate solidarity across diverse social groups in a school

environment.

Expanding further, this research underscores the significant impact of cultivating a
culture of peace within the educational milieu, reflecting the influential role the
schools play at both micro (individual) and macro (societal) levels. By integrating
conflict resolution and peacebuilding values into the educational framework, the
study seeks to contribute to the establishment of structural peace within society. This
approach does not only foster individual transformation but also significantly
enhances interpersonal relationships within a larger socio-political context.

Therefore, integrating peace values into education is not just about individual
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learning, it is about sparking a broader change that promotes a more peaceful and

cohesive community.

This research emphasizes the critical importance of integrating refugee students, a
concern that extends from local classrooms to national and international arenas. The
difficulties encountered by refugee students, especially within educational systems,
demand urgent attention. This study highlights the need for educational approaches
that are both inclusive and attuned to the peaceful resolution of conflicts experienced
by both refugee and local student populations. This study illuminates the deep
interdependence between these student groups, underscoring the necessity of
collaborative efforts for creating a peaceful society. Additionally, the study makes
significant contributions to both national and international discourses. Exploring the
vital aspects of refugee students' psycho-social adaptation in the context of peace
education, it provides unique insights into a globally relevant issue. This research
presents findings that could inform and influence policies and practices, potentially
providing useful insights for the host country and other areas with similar challenges.
The approach taken in this study might help extend its impact, potentially making it a
useful reference for promoting peaceful educational settings globally.

The research brings into focus the essential need for cooperation between local and
refugee students. This collaboration is fundamental to the success of creating
harmonious educational settings. The collaboration is not just about coexistence
within the school environment; it is about building bridges of understanding between
diverse communities, contributing significantly to societal harmony. Thus, the study
may act as a reference for spotlighting the critical role played by schools in fostering

a culture of peace and mutual respect.

In addition, this study is distinct in its focus on peace education within a refugee-
receiving context, which is an aspect not commonly explored in Tiirkiye. A critical
step in this study was conducting a needs assessment at the outset to understand the
specific issues and needs of the school environment. The needs assessment was
essential in adapting UNESCO's "Learning to Live Together" peace education

program to effectively address the unique challenges and needs of the students in a
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refugee-receiving school. Furthermore, the study emphasizes the essential role of
students, both local and refugees, in the psycho-social adaptation and peacebuilding
process. Their active participation in peace education is highlighted as a key factor in
resolving conflicts and fostering harmony among diverse communities within
schools. This approach underscores peace education as a collaborative effort, where
both local and refugee students play a vital role in implementation and outcomes.
Thereby, both local and refugee students may contribute to the creation of more

peaceful and harmonious educational environments.

A key objective of the program is to foster understanding and cooperation among
students from diverse backgrounds, facilitating the development of peaceful
solutions and strategies. This aspect is crucial in promoting the harmonious
coexistence of different communities, both within the school setting and in the
broader society. The program aims to create an educational environment where
empathy, mutual respect, and peaceful interaction are the norms. In essence,
UNESCO’s “Learning to Live Together” peace education program is adapted and
implemented to be a transformative force. The program does not only address
immediate educational challenges but also serves as a potential source for long-term
social change. It aims to equip students with the skills and understanding necessary

to build a more peaceful, inclusive, and harmonious society.

1.5. Definition of Terms

A refugee is a person who fears persecution for race, religion, nationality,
membership of a particular group, or political opinion in their country of residence.
Thus, this person is forced to leave their country of residence based on objective
criteria, unable or unwilling to return to it and under the protection of international
law (Convention on Status of Refugees, 1951; UNHCR, 2006).

Tiirkiye is a signatory to the 1951 Refugee Convention and the 1967 Protocol,
maintaining the geographical limitation of the 1951 Convention. This means that
resettlement to a third country remains the most preferred durable solution for

individuals arriving in Tiirkiye due to events occurring outside of Europe. The
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Temporary Protection Regulation, adopted in 2014, is an arrangement that specifies
the rights, obligations, and procedures to people arriving from a conflict, generalized
violence, disasters, or humanitarian crises, including those who cannot benefit from
the protection under the 1951 Convention relating to the Status of Refugees in
Tiirkiye (UNHCR, 2006).

In this study, the term 'refugees’ is used to describe the foreign individuals in
Tirkiye, following the terminology in the international literature, although different

terms exist due to the varied legal definitions and statuses.

Conflict Resolution Skills encompass a range of strategies and techniques designed to
facilitate effective communication, establish common ground among differing
parties, and foster mutual respect which are crucial in achieving peaceful resolutions

in situations of conflict (Carruthers et al., 1996).

Local Students are individuals who hold permanent Turkish citizenship and have

been born and raised in Tiirkiye in the context of this thesis.

Peace Education is a process of encouraging the skills, attitudes, knowledge, and
values of peace, resolving conflicts peacefully, and preventing violence. This process
also changes behavior to prevent and solve conflict and violent situations (Portelli,
2014).

Peace Education Programs are educational processes that aim to strengthen
communities and schools by teaching peacebuilding skills such as empathy, conflict
resolution, and communication which are essential for enhancing mutual respect and
integrity where peaceful interactions prevail, thereby contributing to the creation of

more harmonious communities (Bajaj, 2008).

“Learning to Live Together” Peace Education Program is a school-based program
aimed at promoting peace and fostering intercultural understanding and respect
among individuals and communities that contribute to building a culture of peace and

tolerance worldwide (Sinclair, 2004).
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Refugee-receiving Schools are educational institutions that enroll and provide
educational services to refugee children with local students.
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CHAPTER 2

LITERATURE REVIEW

This chapter provides a thorough examination of peace education and the importance
of school-based programs. To establish a framework, definitions of peace and peace
education are introduced. It then delves into the significance and function of peace
education programs within schools. The psycho-social adaptation of refugee children
is discussed to provide context, followed by an analysis of Tiirkiye’s migration
policies and research related to refugee children in the country. Additionally, the
chapter emphasizes the importance of the role of school counselors through the lens
of peace education. The chapter concludes by summarizing the key findings and

insights gained from the review of the relevant literature.

2.1. Peace and Peace Education

2.1.1. Definitions of Peace and Peace Education

The notion of peace is as ancient as the notion of war. Individuals consistently
endeavor to avert warfare and establish harmony within groups, societies, or tribes to
resolve conflicts (Galtung, 1969; Hicks, 1988; Sommers, 2001). During the 1950s,
peace was defined as the state of being without war and any form of direct personal
violence, including terrorism, assault, and torture (Hicks, 1988). The concept of
peace transformed with Galtung (1969)’s definition of violence. Johan Galtung
(1969), a prominent figure in the field of peace studies and peace education,
categorizes violence into three distinct types to conceptualize peace: direct violence,
structural violence, and cultural violence. Direct violence encompasses both verbal
and physical aggression that causes harm to an individual's physical well-being,
mental state, and emotional resilience. Structural violence refers to the forms of

political, economic, and repressive violence that are upheld by structural systems and
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result in the marginalization of certain groups. Cultural violence, as defined by
Galtung (1996), encompasses the dissemination of violence through the means of
ideology, language, and legislation, which are propagated by the media, universities,
and schools. Galtung's notion of peace shifts the focus from a negative emphasis to a
positive emphasis. Consequently, there exist two categories of peace definitions:
positive peace and negative peace. Negative peace refers to the lack of physical harm
inflicted upon individuals, while positive peace focuses on the absence of systemic
harm or oppression (Sommers, 2001). Hence, the attainment and maintenance of
positive peace can be accomplished through the establishment of social and cultural
frameworks that effectively deter both overt violence and the underlying forms of

violence rooted in societal structures and cultural norms (Galtung, 1969).

Education was employed as a means to bolster nationalism and militarism
throughout the world wars. Following World War |, advocates promoted the concept
of universal education (Sommer, 2001). The idea gained significance following
World War Il with the foundation of the United Nations (UN) (Sommers, 2001).
After the founding of the United Nations Educational, Scientific, and Cultural
Organization (UNESCO), the UN developed a conceptual framework to avert global
wars and foster long-lasting peace. The role of education in fostering nationalism for
war has evolved into a crucial means of achieving peaceful societies through
UNESCO's concept of "education for world citizenship." This transformation is
rooted in a broader understanding of education's potential impact on society. The aim
of education is stated in Article 18 of the 1989 Convention on Children's Rights,

which states that;

The preparation of the child for responsible life in a free society, in the spirit
of understanding, peace, tolerance, equality of sexes, and friendship among
all peoples, ethnic, national and religious groups and persons of indigenous

origin. (p. 5)

Building on this foundation, the aim of education underscores the need for an
educational approach that addresses the root causes of conflict. Hence, it was the
belief of individuals that the measures to safeguard peace needed to be devised
(Galtung, 1969; Hicks, 1988; Sommers, 2001). The emergence of peace education

gained momentum in the aftermath of the two world wars and gained significant
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recognition after the transformation of the aim of education (Galtung, 1969). Thus,
peace education emerged as not only a tool for conflict resolution but also a
fundamental part of the educational rights of children, emphasizing the role of

education in shaping a peaceful and inclusive future.

In line with this, Galtung (1996) elaborates on the methods of implementing peace
education by proposing two categories: direct education and structural education.
These categories reflect his concepts of direct and structural violence, suggesting a
comprehensive approach to peace education that addresses both immediate and
underlying societal issues. Peace education that is direct in nature emphasizes the
role of individuals in promoting peace. Therefore, it is crucial to enable
communication between individuals of all backgrounds to promote direct peace
education. These interactions may unite those who are unfamiliar with each other.
Structural peace education involves the collaboration of international organizations
and policy-makers to foster peace within society. The peace education established by
the UN and UNESCO exemplifies structural peace education since they emphasize
the elements of peace and involve policy-makers within the community (Jager,

2014). UN defines peace education as;

the process of promoting the knowledge, skills, attitudes, and values needed
to bring about behavior changes that will enable children, youth and adults
to prevent conflict and violence, both overt and structural; to resolve conflict
peacefully; and to create the conditions conducive to peace, whether at an
intrapersonal, interpersonal, intergroup, national or international level.
(Fountain, 1999, p. 13).

The UN emphasizes the direct and structural objectives of the peace education
programs by highlighting the social and political circumstances. Structural peace
education builds upon direct peace education by delving into the educational
framework, aiming to comprehend the concept of peace (Inter-Agency Network for
Education in Emergencies (INEE), 2013). Structural peace education encompasses
the development of curriculum and textbooks, and the creation of pilot schools for
peace education as the initial stage in establishing a peaceful environment for
education (Jager, 2014). Table 2.1 provides a concise overview of the structural and

direct peace education programs.
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Table 2. 1. Peace education types (Jager, 2014)

Type Components Implementation Areas
Direct Peace e Encounter e Establishing groups from different
Education e Training backgrounds to encounter

e Inspiration e Creating working groups
Structural e Pilot Projects e Developing projects for peace
Peace e Developing e Implementing pilot projects
Education curriculum for e Integrating peace into the national

peace educational systems

The exploration of peace, from its ancient conceptualization to its modern
educational applications, underscores the dynamic nature of how societies
understand and strive to achieve harmony. The evolution from a focus on the absence
of direct violence to a comprehensive vision that includes combating structural and
cultural violence reveals the complexities of establishing true peace. Education, once
a tool for nationalism and militarism, has transformed into a pivotal mechanism for
fostering peace and understanding across global societies, guided by the principles
set forth by the United Nations and UNESCO. This shift towards "education for
world citizenship" embodies a profound recognition of education's role in addressing
the root causes of conflict and promoting a culture of peace and tolerance. The
introduction of peace education, with its emphasis on direct and structural
approaches, represents a significant step forward in equipping future generations
with the knowledge, skills, and values necessary for peaceful coexistence. The
journey of peace education from historical practices of education aimed at promoting
war to contemporary efforts to instill peace and understanding highlights the
transformative power of education as a force for global change and underscores the

critical importance of peace education in shaping a peaceful, inclusive future for all.
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2.1.2. Peace Education in Practice: Peace Education Programs and Program

Evaluations

Peace education programs must encompass several dimensions such as global, social,
political, moral, and personal aspects (Reardon, 1988) to foster mutual respect,
empathy, and tolerance towards diverse communities by considering direct and
structural peace (Bar-Tal, 2002). There are numerous criticisms and inquiries
regarding the singular definition of each peace education program. According to
Salomon & Cairns (2009):

There are different kinds of peace education, and these programs implicitly
assume that education for human dignity and human rights, democracy, and
nonviolence translates into situational-specific, context-appropriate
behaviors and actions. (p. 107)

Therefore, it is clear that each peace education program can clearly define the
specific type of peace it aims to promote. Jager (2014) outlines four key objectives
for peace education programs. Firstly, conflicts are viewed as opportunities for
growth and positive transformation, emphasizing the development of peaceful and
respectful relationships with others. Secondly, the program seeks to identify and
understand the various dimensions of violence, whether they are individual, social, or
political. Thirdly, there is an emphasis on analyzing the root causes of conflicts at
both individual and social levels to create effective alternative solutions. Lastly, the
program aims to enhance peacebuilding skills among individuals, focusing on the
practical application of these skills in real-world scenarios. This comprehensive
approach underlines the multifaceted nature of peace education, aiming not only at
conflict resolution but also at fostering a deeper understanding and proactive skill

development for lasting peace.

Peace education programs are centered on the ultimate aim of fostering the
development of attitudes and abilities that promote harmonious collaboration among
diverse groups, a goal that is critical in shaping community dynamics. This objective
is deeply intertwined with the concept of considering conflicts as opportunities for

growth and positive change, as outlined by Jager (2014). This includes developing
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peaceful and respectful relationships with others and identifying different aspects of
violence, such as individual, social, and political factors, to gain a comprehensive

understanding of violence.

Simultaneously, these programs focus on analyzing the individual and social causes
of conflicts to develop effective alternatives. This approach is vital for improving
peacebuilding skills and transforming these skills into practical action. Thus, peace
education programs do not merely aim to increase knowledge of various types of
peace and violence but also equip individuals with the necessary skills to peacefully
resolve conflicts. By linking the theoretical understanding of conflict dynamics with
practical peacebuilding skills, these programs play a pivotal role in fostering a more
peaceful and collaborative society.

To create a peaceful society, the peace education programs are not just focused on
conflict resolution, but also on addressing the particular and situation-dependent
concerns related to ongoing disputes. The United Nations, through the Agenda for
Peace (Boutros-Ghali, 1992), emphasizes the importance of peace education
programs, which include the promotion of concepts and structures that foster peace
and respect among people (Sommers, 2001). This comprehensive approach to peace
education encompasses various principles, including peacemaking, peacekeeping,

and peacebuilding.

The significance of the peacebuilding concept in peace education was initially not of
primary importance (Tent, 1982). The perspective began to shift in the late 1990s,
with more evidence of peacebuilding programs emerging (Bush & Saltarelli, 2000;
Tomlinson & Benefield, 2005). Peacebuilding involves the reconstruction of
institutions to ensure peace and address fundamental requirements, such as enacting
legislation, establishing laws, and ensuring security, to advance this objective. The
objective is to incorporate peacebuilding skills into peace education, with a focus on
implementing peace education programs to foster peaceful societies that prioritize

human rights and democracy (Ardizzone, 2002; Sommers, 2001).

Baxter (2005) argued that peace education programs have the potential to bring about

internal transformations in children which is creating a foundation for peace. This
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involves acquiring skills to manage conflict peacefully, thereby facilitating the
establishment of equitable and enduring peace throughout society. By fostering
empathy and minimizing hostilities and disputes, we may empower ourselves to
maintain peace (Harris, 2011). Harris and Morrison (2003) identified three primary
virtues associated with peace education: benevolence, analytical reasoning, and
collaboration which are the essential values indicated by numerous international
organizations, such as the UN and UNESCO, for a continued existence (Ardizzone,
2001). Peace education programs facilitate individuals in contemplating and devising
effective resolutions while taking into account the requirements of society. The
maintenance of sustainable peace is contingent upon the attainment of peace at both

the individual and social levels (Baxter, 2005).

In this context, the structured approach proposed by Galtung (2008) for the
development and implementation of peace education programs becomes particularly
important for the assessment of peace education programs. Galtung (2008) outlined a
series of distinct stages involved in the development and implementation of a peace
education program, namely: (1) analysis, (2) goal formulation, (3) critique, (4)
proposal-making, and (5) action. The first stage, analysis, involves examining current
peace-related issues and developments, focusing on both the changing and constant
aspects of war and conflict, and considering various perspectives on equality and
freedom. The second stage is goal formulation, where objectives are defined beyond
just the absence of direct violence, taking into account historical context and social
movements. The third stage, critique, involves a reassessment of these circumstances
and objectives to create a more practical approach. The fourth stage, proposal-
making, involves asking key questions about the specifics of the program, such as
who, what, when, where, and why. The final stage, action, is about putting the
program into practice, involving real-world activities, and addressing both explicit

and systemic violence.

Nevertheless, assessing the effectiveness of peace education programs continues to
be challenging (Fitzduff & Jean, 2011). Critics of peace education argue that one of
the main issues is the absence of a well-defined theoretical framework and empirical

data about the effectiveness of peacebuilding instruments (Gur' Ze-ev, 2001). The
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evaluation of peace education programs mostly involves the assessment of the tools
used, and the quotations provided reflect subjective opinions based on specific
criteria. Consequently, the peace education programs do not adequately elucidate
their impact on the community, nor do they sufficiently address their influence on
broader institutions such as law and politics. Neve and Brem (2002) indicated
numerous factors contributing to the inadequate assessment of peace education
programs. Primarily, there is a potential deficiency in understanding the significance
of empirical evaluation, as the majority of researchers lack expertise in this area.
Therefore, this situation results in the evaluation remaining unresolved and largely
vacant. Furthermore, the evaluation phase of the peace education programs is
predominantly hindered by insufficient financial resources and time limitations.
Consequently, the evaluation and assessment component of the peace education
programs has not been enhanced. Empirical research is necessary in the field to
assess the effectiveness of programs, recordings, best practices, and contributions
toward the reduction of violence and the promotion of a culture of peace (Harris,
2002; Salomon & Cairns, 2009).

Globally, peace education programs have been implemented in various conflict-
affected regions, with organizations like the Norwegian Refugee Council, UNESCO,
UNICEF, and UNHCR leading these initiatives. These programs, whether focused
on conflict resolution, human rights, or emotional healing, are tailored to the specific
needs of communities and aim to build a foundation for a peaceful future. School-
based programs, in particular, play a pivotal role in shaping the attitudes and skills of
the younger generation toward peace and understanding (Baxter, 2005; Sommers,
2001; Fountain, 1999).

The Norwegian Refugee Council (NRC) is an international organization that
develops peace education programs for various countries. The target audience of the
NRC consists of educators and elementary school children to instruct them on the
various elements of peace. The NRC's peace education programs encompass key
components, including respect, conflict resolution, and safeguarding human rights.
According to the NRC, children can enhance their learning abilities when they are
devoid of fear. Consequently, they place great importance on teacher education and

educate parents about peace education (The Norwegian Refugee Council, 2016).

19



An extensively detailed peace education program was implemented in Northern
Ireland by The Education for Mutual Understanding (EMU) which was introduced
by the Department of Education and integrated into the education curriculum in 1992
(Duffy, 2000). Despite limitations in long-term evaluation, the program remains a
significant part of Irish culture and is highly valued at the national level (Duffy,
2000; Dunn & Morgan, 1999; Smith & Robinson, 1996). Similarly, UNESCO’s
Culture of Peace programs in various countries and UNICEF’s global peace
education programs demonstrate a commitment to fostering a peaceful society
through education, focusing on aspects like communication, problem-solving,
cooperation, children's rights, and conflict resolution skills.

UNHCR’s Peace Education Program in Africa extends beyond the absence of
conflict, emphasizing knowledge, skills, and behaviors that promote peace, as seen in
their implementation in Kenyan schools and other African nations. This
collaboration between UNHCR and UNESCO in 2004 aimed to universally promote
peace education, tailored to each country's specific needs (Baxter, 2001, 2005).

In 1999, the United Nations General Assembly endorsed the Declaration on a
Culture of Peace, aimed at fostering peace-promoting actions in education, the
economy, and social development, with an emphasis on human rights, gender
equality, and democratic participation. Following this, UNESCO launched five
Culture of Peace programs in countries including Russia, Cambodia, and the
Dominican Republic. These programs involved the development of peace education
activities, focusing on encouraging students to take responsibility for promoting

peace and exploring a variety of peace-related topics (Sommers, 2001).

UNICEF is an international organization that shares the same objectives as
UNESCO's Culture of Peace Project and effectively promotes inclusive values on a
global scale. Peace education is an integral component of UNICEF's basic school
curriculum. UNICEF is creating peace education programs that are tailored to the
specific needs of each country, to foster a peaceful society by addressing and
fulfilling these needs (Sommers, 2001). All the programs have a common objective

and focus on enhancing the harmonious school environment to establish a society
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that is peaceful and equitable (Fountain, 1999; Sommers, 2001). While other
programs are implemented beyond school settings, such as youth camps, training
sessions, and seminars for leaders and clubs, UNICEF asserts that school-based
programs are the most efficacious in enhancing peacebuilding abilities within the

community.

The various peace education programs implemented globally by organizations like
the Norwegian Refugee Council, UNESCO, UNICEF, and UNHCR highlight a
shared commitment to fostering peace and understanding in societies affected by
conflict. These programs, with their focus on aspects such as human rights, conflict
resolution, and emotional healing, play a crucial role in building more peaceful
communities. The school-based programs are tailored to address the specific needs of
communities. The wide array of global peace education programs serves as a
testament to the importance of embedding these values and skills in the school
environment. Therefore, peace education programs do not only address the
immediate educational needs but also investigate the development of a more

peaceful, understanding, and collaborative future generation.

In conclusion, while numerous peace education programs by various NGOs have
contributed significantly to the field of peace education, a notable gap remains in the
empirical evidence supporting the effectiveness of these programs. This gap
underscores a critical aspect which is the essential need for empirical results
highlighted in the literature on peace education programs. These peace education
programs, ranging from local to global scales, underscore a collective aspiration
towards cultivating a peaceful society. Yet, the programs toward achieving
measurable and sustainable impacts in peace education necessitate a deeper
commitment to empirical research. The empirical results of the peace education
programs are crucial for validating the efficacy of peace education programs and for
refining their design and implementation to meet the complex demands of diverse
societies. Empirical results of peace education programs can bridge the gap between
the theoretical aspirations of peace education and its contributions to fostering a

more peaceful and harmonious society.
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2.1.3. School-Based Peace Education Programs

Considering the pivotal role that schools play in shaping the experiences of children,
and acknowledging the necessity of cultivating cultures of peace within educational
settings, there is a compelling argument for enhancing both the comprehension and
implementation of peace education in schools. School-based peace education
programs underline the vital role that schools hold in promoting the objectives of
peace, both at the individual (micro) and societal (macro) levels (Brooks & Hajir,
2020).

Raising awareness of the structural violence in schools is essential, and efforts
should be directed towards the integration of peace values, techniques, and concepts
into the educational framework to transform the structural violence in schools. This
aim extends beyond merely focusing on the content of a peace education curriculum,
it involves creating nurturing classroom and school environments where the
fundamental values and principles of peace education, as well as a general culture of
peace, can be developed by students. Cremin and Bevington (2017) indicate that
achieving this transformation requires a commitment to developing and reinforcing a
school environment that resonates with the core values and principles of peace. It
also involves critically examining and addressing the structural and cultural elements
that perpetuate violence within schools. This process includes challenging
institutional policies, traditional forms of discipline and punishment, and entrenched
social norms and biases that may contribute to a hostile educational atmosphere
(Cremin & Bevington, 2017).

Cremin and Bevington (2017) highlight the importance of implementing the three
key dimensions of peace within the school environment; peacekeeping,
peacemaking, and peacebuilding. For peacekeeping, the focus is on ensuring student
safety and eliminating violence in schools without adversely affecting their well-
being or mental health. Peacemaking involves addressing conflicts with child-
centered approaches and moving away from punitive methods towards restorative
practices and peer mediation. Peacebuilding emphasizes the proactive reduction of

learning barriers, addressing collaboration and equity, and fostering a peaceful
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school community. The success of these concepts relies on the commitment of
school components to reflect on their practices and prioritize a culture of peace and

specific values in their schools.

The experiences of children in the classroom are crucial to fostering democratic
structures within schools (Kester, 2008). The behaviors and principles demonstrated
that the classroom contributes significantly to placing the objectives of peace
education in a school setting. Classrooms need to be inclusive and safe spaces that
encourage dialogue, and communication. Furthermore, they should promote
cooperation among students, and enhance their critical thinking and analytical skills,

including conflict resolution skills (Peter, 2018; Reardon, 1988).

Schools are not isolated entities. Acknowledging the contexts in which they function
and the experiences of school components and the broader community is essential to
understanding how it can be effectively implemented in formal schools and how its
impact can be enhanced (Khattab, 2017). A one-size-fits-all approach to the peace
education program is not suitable. Thus, there is not a standard peace education
program that is universally effective. Peace education programs need to be relevant
to the actual experiences of the school components involved in the program
including teachers and students. Adopting a community-based approach to peace
education, while being mindful of the various attitudes, narratives, and influences
that students encounter outside of school, is crucial for the overall success and

sustainability of the peace and peacebuilding process (Novelli et al., 2017).

In this context, Galtung's framework for the development and implementation of
peace education programs, encompassing analysis, goal formulation, critique,
proposal-making, and action, provides a comprehensive model that can be effectively
applied to school-based peace education programs. This structured approach is
particularly relevant in educational settings where the dynamics of conflict and peace
are constantly evolving and where the student body is diverse. Galtung's stages
provide a valuable roadmap for educators looking to implement effective peace
education programs in their schools. While conflicts are the inevitable aspects of

human existence, introducing peace education in schools can serve as an initial step
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toward establishing a harmonious society. Peace education programs seek to modify
individuals' behaviors and attitudes while fostering a deep understanding of human
rights (Baxter, 2005). The objective of peace education is to cultivate a dedicated
human awareness of peace. The peace education programs are tailored to specific
target audiences and situations, striving to proactively avert conflicts before they
arise. In this context, children and school-based programs are identified as primary
targets for peacemaking processes, serving as a preventive force against future
conflicts (Jager, 2014). A study undertaken by Save the Children in 2008 found that
implementing peace education programs tailored to children's age helps foster early
understanding and contemplation of peace. According to Jager (2014), children play
a significant role in promoting peace. By following Galtung’s (1969) structured
approach, educators can ensure that their peace education programs are well-planned,
contextually relevant, and capable of making a meaningful impact in fostering a

more peaceful and harmonious school environment.

There is a growing emphasis on integrating individual-focused peace education
programs with broader social issues in society (Zembylas & Bekerman, 2013). This
approach aims to cultivate students' critical awareness of the various power dynamics
influencing their social, political, and economic environments. Peace education,
overlapping with global citizenship and social justice, encourages students to engage
with local issues affecting society and understand the interconnections between
domestic policies and global events, including conflicts and natural disasters.
Therefore, school-based peace education programs help to enhance students'
understanding of how violence is perpetuated and also help them recognize injustices
and power imbalances at both local and global levels, thereby expanding their focus
from individual concerns to wider societal and international matters (Hajir & Kester,
2020).

Figure 2.1 illustrates the interconnectedness between the classroom, the school
environment, and wider society in fostering peace through education. In the
classroom, the focus is on creating a peaceful environment that promotes cooperative
behavior among students and enhances their conflict-resolution skills. This is the

most immediate and tangible sphere where peace education can take effect.
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- Harmony in the society

Figure 2. 1. Peace education in formal schools, adapted from Brooks & Hajir (2020)

The school-based peace education programs encompass peacekeeping, peacemaking,
and peacebuilding activities. These are broader practices that extend beyond the
classroom and involve the entire school's efforts to create a peaceful atmosphere.
Peacekeeping in this context might involve preventing and addressing bullying or
other forms of conflict, peacemaking could refer to resolving disputes and healing
relationships, while peacebuilding may involve developing long-term strategies to
create a culture of peace within the school. Here, the emphasis is on integrating
peacebuilding and peacemaking values into policy and legislation, which aims at the
systemic changes required for lasting peace. This includes influencing broader social
norms and creating societal harmony through laws and cultural practices that support
peaceful coexistence.

The overlapping areas between these components suggest that efforts in one area can
influence and support peace and harmony in the others. For example, conflict
resolution skills learned in the classroom can contribute to peacekeeping in the
school, which in turn may influence wider societal norms and legislative approaches
to peace. It suggests a comprehensive approach to peace education that operates at
multiple levels, from the individual to the society and emphasizes the role of

education in promoting a peaceful society as a whole.
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The importance of the classroom as the foundational setting for implementing peace
education cannot be overstated. As the primary focus where students interact daily,
classrooms offer unique opportunities to cultivate peace and foster cooperative
behaviors. Classroom-based activities are instrumental in teaching students practical
conflict-resolution skills and promoting understanding and tolerance among diverse
groups. By engaging students in these targeted activities, educators can create a
microcosm of peace that not only influences the school environment but also extends
its impact on the community. This approach ensures that peace education is not
merely theoretical but becomes a lived experience for students. Such experiential
learning is crucial in embedding lasting values of peace and cooperation, making the
classroom a critical arena for initiating change and fostering a harmonious school

atmosphere.

Building on the notion that educational efforts in peace and harmony are
interconnected across societal levels, a school-based pilot project in Croatia aimed to
foster trauma healing, non-violent conflict resolution, and reduction of ethnic bias
among children affected by war (UNICEF, 1997). Through a structured program
delivered over four months, significant improvements were observed in reducing
ethnic bias and post-traumatic stress symptoms among participants. The high
acceptance of the program led to its expansion, underscoring the potential of
educational initiatives to contribute to social healing and peace-building efforts in
post-conflict settings (UNICEF, 1997). This approach exemplifies how targeted
educational interventions can extend their impact beyond the classroom, fostering a

more inclusive and peaceful society.

School-based peace education programs have been introduced in Tiirkiye in recent
years with various projects. The peace education programs undertaken in Tiirkiye
encompass a diverse range of content and breadth. Their primary objective is to
diminish violence at individual, interpersonal, intergroup, and international levels
while equipping individuals with the necessary skills to foster peace in all domains.
In their study, Kabasakal et al. (2016) implemented a peace education program with
a group of 46 ninth-grade students. The aim was to assess the impact of peace

education on reducing violent tendencies and enhancing social problem-solving
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abilities. Kabasakal et al. (2016) found that after a 16-hour session, the peace
education program effectively reduced students' aggressive tendencies and improved

their social problem-solving skills in a statistically significant manner.

In 2016, the International Alert Foundation implemented a peace education program
targeting children aged 9 to 17 in a refugee-receiving context in Tiirkiye. The
primary objective of this program was to enhance the capacity of young Syrians to
withstand and recover from adversity by providing them with a comprehensive
education on peace. Although it was the first study in Tiirkiye that focused on the
refugee-receiving context, the research was carried out in an informal educational
setting rather than a formal one. Evidence suggests that the peace education program
effectively assisted young Syrians in managing the repercussions of trauma.
However, the empirical findings, together with the methodology, including the
measurement scales, participants' characteristics, and the research design, were not

documented.

Tapan (2006) implemented a peace education program targeting a group of 20
students in the 8" grade. The primary objective was to assess the program's impact
on enhancing communication skills, empathy, anger management, and problem-
solving abilities. The program's findings indicate that the peace education program
has a statistically significant impact on the communication skills, empathy, anger
management, and problem-solving abilities of the 8™ graders who participated,
compared to the control group who did not receive the peace education program.

In their study, Sagkal and Tiirniikli (2017) performed a quasi-experimental research
to assess the efficacy of peace education programs on the subjective well-being and
levels of hope of 42 high school students in Tiirkiye. After conducting 16 sessions
with students, it was determined that the peace education program had a statistically
significant impact on improving the subjective well-being of students. Furthermore,
the program significantly reduced adverse effects and enhanced positive

characteristics.

Furthermore, various studies have endeavored to uncover the diverse viewpoints on

peace and peace education in Tiirkiye. An exemplary illustration of teachers'
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viewpoints on peace and peace education may be found in Coskun's (2012) study.
Teachers regarded peace as the embodiment of respect and tolerance. The analysis of
the curriculum revealed the necessity for incorporating peace education elements.
Demir (2011) performed a qualitative study with teachers to explore the necessity of
a peace culture, encompassing justice, equality, democracy, human rights, tolerance,
and solidarity, in addition to the current study. This study demonstrated that
instructors perceive peace as encompassing happiness, respect, and mutual affection.
Peace education is widely recognized as playing a crucial role in mitigating violence,
while institutions also play a significant role in fostering peace inside schools.
Apaydin and Aksu (2012) conducted a study intending to uncover the viewpoints of
instructors regarding peace education in Tiirkiye. Teachers asserted that peace
education fosters tolerance and empathy. In addition, Yilmaz (2018) did a study to
elucidate children's viewpoints on peace education. Research indicates that children
see peace as a distinct and singular concept. Furthermore, children link peace with

feelings of joy and affection within their familial and social interactions.

Peace education programs in Tirkiye aim to reduce violence at individual,
interpersonal, intergroup, and international levels while equipping individuals with
the necessary skills to foster peace. Studies have shown that peace education
programs can significantly reduce aggressive tendencies and improve social
problem-solving abilities (Sagkal & Tiirniiklii, 2016; Tapan, 2006). While schools
play a crucial role in fostering peace, and peace education is seen as a symbol of
respect, tolerance, and mutual affection, there were not any empirical findings of

peace education programs focusing on both local and refugee groups in Tiirkiye.

2.2. Peace Education Programs and Its Contribution to Refugee Children’s

Psycho-Social Adaptation Process

2.2.1. Psycho-Social Adaptation Process to Host Country

In the broader context of the psycho-social adaptation process to host countries,
peace education stands out as an essential instrument for assisting individuals in their

psycho-social adjustment and acculturation. Peace education programs cultivate an
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atmosphere of mutual respect, empathy, and understanding, which is indispensable
for all refugees as they acclimate to unfamiliar cultural environments. This section
aims to explore the diverse experiences of refugees as they undergo the psycho-
social adaptation process in their host countries. It seeks to highlight the
indispensable role of peace education programs during the psycho-social adaptation
process.

The process by which a person or a species adapts to changes in its surroundings or
circumstances to preserve general health and functionality is referred to as adaptation
(Barkow et al., 1992). Adaptation refers to a broad range of strategies and processes
that help people and other creatures survive in their natural habitats or successfully
deal with obstacles in life. The ability of people or groups to conform to the customs,
values, and practices of a specific culture is referred to as adaptation. In cross-
cultural contexts, this can entail adjustments to language, traditions, or social

practices.

Graves (1967) presented a term called psychological acculturation, which includes
an individual having close contact with a cultural situation and affecting both internal
and external cultures due to this interaction. The process of integrating refugees has a
dual effect on the host society, both influencing and impacting it. The psycho-social
adaptation of refugees is significantly influenced by the economic, political, and
social conditions prevailing in the host society. Furthermore, the psycho-social
adaptation process of refugees can be significantly influenced by national policies
and government actions, as they play a crucial role in determining legal rights and
addressing essential needs such as housing, healthcare, and education. The process of
psycho-social adaptation has a direct impact on the host society. Two prominent
institutions play a vital role in the process of integrating refugees. The first category
includes the institutions of the host society, such as the school system and legislative
bodies. The second category pertains to the establishments created by refugee
communities, such as religious or cultural institutions. In order to ensure a successful
psycho-social adaptation process for refugees, it is crucial to incorporate these two
types of institutions, as suggested by Pennix (2005). Hence, it is imperative to view

refugees’ psycho-social adaptation processes as interconnected and inseparable.
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Berry (2006) argued that refugees and asylum-seekers who were involuntarily
displaced from their homes face the greatest challenges in adapting to a new culture,
a process known as acculturation. Hence, individuals may have challenges when
attempting to integrate into a different culture and engage in social interactions. The
acculturation process is considered efficient when it exhibits six key characteristics:
diversity, equality, conformity, money, space, and time. Diversity refers to the
various regional, ethnic, or identity distinctions that exist within a society. When
these disparities arise within society, the integration of equality becomes an inherent
aspect of the endeavor. Equality refers to the absence of disparities in societal norms,
regulations, and legal frameworks. Conformity is influenced by the degree to which
individuals are deeply connected to the social structure. Money encompasses the
financial resources, educational attainment, and per capita GDP of a country. Space
encompasses the physical environments, such as housing and public areas, where
individuals can engage with diverse cultures. Time, on the other hand, pertains to the
extent of involvement and intercultural encounters one has. The six dimensions play
a vital role in the acculturation process as they influence the level of contact among

individuals from different cultures.

When a person belongs to a non-dominant group and does not want to maintain their
cultural heritage within the dominant society, assimilation occurs. Conversely, when
an individual preserves their cultural history without engaging with the prevailing
culture, this approach is referred to as detachment. If daily engagement can be
maintained while preserving a cultural legacy, psycho-social adaptation can be
accomplished. However, marginalization can arise when an individual exhibits
minimal inclination towards preserving their cultural heritage and deliberately avoids
interacting with local communities due to experiences of mistreatment. Successful
acculturation involves the combination of integrating into the larger society while
preserving one's cultural identity and actively participating in relationships and
engagement with the broader community. Furthermore, psycho-social adaptation can
be accomplished by ensuring that non-dominant cultures are prominently represented
within society, and by establishing multicultural institutions that cater to the diverse

requirements of individuals from various cultural backgrounds. Consequently, both
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those who hold power and those who do not are assimilated when psycho-social
adaptation is accomplished.

The effective process of acculturation helps to prevent instances of discrimination,
racism, and xenophobia that can worsen the trauma experienced by refugees (Aydin
et al., 2014; Kira et al., 2010). Previous research unequivocally establishes a direct
correlation between racism and mental health issues (Aydin et al., 2014; Nadal et al.,
2014; Priest et al., 2014). Refugees with ethnic and racial backgrounds that differ
from those of local families face an elevated likelihood of encountering racism and
prejudice (Berry & Sabatier, 2010). The instances of discrimination and racism
encompass Vvarious aspects such as housing, educational opportunities, and
healthcare (Chung et al., 2008). The scarcity of money and the unemployed situation
of migrants might potentially fuel racism and exacerbate underlying trauma (Bemak
& Chung, 2015).

In the context of peace education, the adaptation and acculturation processes are
deeply relevant as they inform how schools can create supportive environments for
students from diverse backgrounds. Peace education aims to guide the psycho-social
adaptation of refugees into host societies, recognizing that this process is influenced
by economic, political, and social conditions as well as national policies and
educational systems. The role of schools is critical in supporting refugees, as they not
only provide education but also contribute to the psycho-social adaptation process by
promoting diversity, equality, and inclusion. Since children undergo the psycho-
social adaptation process at a significantly quicker pace compared to adults (Weise,
2009), school-based peace education programs are essential to create a harmonious

society.

2.2.2. Refugee Children’s Psycho-Social Adaptation Process

In the journey of refugee children's psycho-social adaptation into host societies,
peace education emerges as a pivotal tool for facilitating their adaptation and
acculturation. Peace education programs foster an environment of mutual respect,

empathy, and understanding, crucial for supporting refugee children as they navigate
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new cultural landscapes. They are designed to address the challenges faced by
refugees, promoting principles that are vital for their successful psycho-social
adaptation. Through the cultivation of a supportive school environment, peace
education programs help in the psycho-social adaptation of refugee children. In this
section, the multifaceted experiences of refugee children as they navigate through the
psycho-social adaptation process within their host countries are given to underscore
the critical role that peace education programs play in facilitating the psycho-social

adaptation process.

The migration experience of refugee children can be categorized into three distinct
phases: (1) pre-migration, (2) during migration, and (3) post-migration. Pre-
migration refers to the period prior to the relocation of refugee children from their
countries of origin. Before the migration experience, individuals may have
disruptions in their education, as well as experience parental distress and a sense of
overall uneasiness. Heptinstall et al. (2004) found a notable link between the level of
stress experienced before migration and the stress scores of children after migration.
The second phase encompasses the process of refugee children migrating from their
country of origin to the host country. Children may undergo separation anxiety upon
departing from their parents, family, and acquaintances. The ultimate phase occurs
when the refugee children establish themselves in a foreign nation as refugees.
During this period, children may have increased challenges as they integrate into a
different culture, language, and society. This phase pertains to the phenomenon of
secondary trauma experienced by refugees (Fazel, 2002; Hodes, 2000; Miller, 1999).
Moreover, refugee children experience a dual disruption while adapting (Eisenbruch,
1988). They must adjust to unfavorable circumstances that occur throughout their

ongoing processes of growth, socialization, and emotional development.

Bronfenbrenner's ecological systems theory (1994) is useful for examining the
various aspects during the resettlement process of refugee children. The individual
has an impact on five systems: (1) the microsystem, (2) the mesosystem, (3) the
exosystem, (4) the macrosystem, and (5) the chronosystem. The microsystem
encompasses the immediate social context of an individual, including family

members, school staff, and classmates. The mesosystem encompasses the dynamic
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interplay between many microsystems, such as school assemblies when family
members and teachers have the opportunity to engage with one another. The
exosystem refers to the immediate environment surrounding an individual, whereas
the systems exert an influence on the individual. The macrosystem encompasses the
cultural milieu in which an individual exists, including factors such as the economy,
policies, and cultural values. The chronosystem is the last system that encompasses

all events that transpire throughout an individual's life.

The primary individual characteristics that have the greatest influence include
acculturation stress and mental health factors (Bang, 2012; Dinh et al., 2013; Kim &
Suarez-Orozco, 2015). The studies conducted by Dinh et al. (2013) and Makarova
and Birman (2015) found a positive correlation between acculturation techniques that
address the needs of refugee students and their academic integration. Parental
support and parental involvement are the key elements that affect the psycho-social
adaptation of refugee students at the mesosystem level (Behtoui & Neergaard, 2016;
Santiago et al., 2014). In addition to community networks (Behtoui & Neergaard,
2016), family participation and support play a crucial role for refugee students
(Louie & Davis- Welton, 2016; Taylor & Sidhu, 2012).

At the microsystem level, schools have a beneficial effect on refugee students'
psycho-social adaptation to a new country by providing physical security, learning
social norms and values, and fostering the development of skills (Komarraju et al.,
2010; Zengaro et al., 2016). The resettlement of refugees in a new environment is a
significant aspect that affects their process of psycho-social adaptation. Refugees
primarily reside in areas characterized by high levels of poverty (Kiang & Supple,
2016). Consequently, their access to school and educational resources in their new
surroundings might be restricted. This indicates a problem at the mesosystem level.

Refugee children have experienced several stressors that have a detrimental effect on
their psycho-social adaptation. Risk factors for refugee children include the death of
a close family member, exposure to traumatic events, living in poverty, mother
depression, and cultural isolation (Heptinstall et al., 2004; Hodes, 2000;

Montgomery, 1998; Pynoos et al., 2001). In addition, children are more inclined to
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assume the role of family caretaker due to their ability to rapidly acquire the
language of the host country, and the possibility of losing their parents or adult
caretakers during the migration process (Boyden et al., 2002; Zhou, 2001).
Consequently, refugees may encounter a build-up of stress, making them more
susceptible to developing anxiety, and reducing academic success compared to
individuals who are not refugees (Rutter, 1988).

Psychological stress can significantly affect refugee children’s ability to adapt to
their new environment and establish relationships with their peers (American
Psychological Association, 2017; Berman, 2001; Ellis et al., 2008; Hodes et al.,
2008; Lustig et al., 2004; Nielsen et al., 2008). The internalization of the problem
and higher levels of depression in refugee children are closely linked to factors such
as lack of cultural recognition, language proficiency, personal support from peers
and family members, structural support from nationwide policies, and financial
difficulties (Geltman et al., 2005; Ellis et al., 2008; Heptinstall et al., 2003; Hollins et
al., 2007; Reijneveld et al., 2005). Also, displacement-related risk factors such as
poverty, unemployment, social isolation, and housing difficulties strongly affect the
refugees’ mental health (Goodkind et al., 2013; Miller, 1999).

The process of psycho-social adaptation for children can alter the dynamics within
the family (Bemak & Chung, 2015). Children have a tendency to assimilate and
acquire proficiency in the language of the host country at a quicker pace compared to
their parents or older individuals. Therefore, children could serve as a valuable asset
for facilitating translation and communication between the refugee family and the
local community (Deng & Marlowe, 2013). The process of acculturation in children
may lead them to question or challenge the traditions, values, and rituals of their
parents (Deng & Marlowe, 2013; Renzaho et al., 2011). Due to shifting family
dynamics, refugee children may experience assimilation while adapting to a new
language and customs in an unfamiliar environment (Bemak & Chung, 2017; Deng
& Marlowe, 2013). Refugee children may experience the impact of alterations in
family dynamics and connections, alongside the stressors before and after migration
(Bemak & Chung, 2015; Deng & Marlowe, 2013).
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There is an increasing amount of research that focuses on understanding how refugee
children adapt to their new circumstances (Anderson, 2001; Farwell, 2001; Lie et al.,
2001; Lustig et al., 2004; Maloney, 2000). Social support and a deep understanding
of the cultural background may play a crucial role in safeguarding refugees during
the process of adapting to their new environment. Refugees who are familiar with the
language and religion of the host nation are able to participate in community events,

and engage with local individuals (Hasanovic & Pajevic, 2015; Mels et al., 2010).

The challenges faced by refugees, particularly children, highlight the need for peace
education programs to be sensitive to issues such as discrimination, racism, and
xenophobia experienced by refugees. Schools, through peace education, can offer a
space for healing and growth, allowing refugee children to retain their cultural
identities while engaging with their new communities. This engagement is essential
for both preserving individual cultural heritage and actively participating in the

broader society, which aligns with the goals of peace education.

Peace education also recognizes the importance of understanding the psycho-social
adaptation process for refugee children, as identified by Bronfenbrenner's ecological
systems theory. This theory underscores the complex interplay of family, school, and
wider societal factors that influence the cooperation and academic achievement of
refugee children. By considering these factors, peace education can facilitate a
holistic approach to the psycho-social adaptation of refugee children, promoting not
just academic success but also emotional and social health. In summary, peace
education considers the psycho-social adaptation of refugee children as an
opportunity to enrich the educational environment, promote social justice, and build

peaceful, inclusive communities.

2.3. Refugee Children in Tiirkiye and the Importance of Peace Education

Programs

In light of Tiirkiye's unique and complex position as the most refugee receiving
country worldwide, understanding the situation in Tiirkiye is crucial for

comprehensively addressing the challenges and opportunities in the psycho-social
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adaptation and education of refugees to frame the importance of peace education
programs. This section aims to shed light on the psycho-social adaptation process of
refugees in Tiirkiye, with a special emphasis on the refugee children’s education and
the critical role of peace education programs. Tiirkiye hosts millions from Syria,
Iran, Iraq, Somalia, and beyond. Therefore, Tiirkiye presents a distinct case in

refugee adaptation and education.

The psycho-social adaptation process into the host country, as experienced by
refugees in Tiirkiye, encompasses a range of challenges that extend beyond mere
physical resettlement. The inconsistency observed in schools regarding inclusiveness
and the application of multicultural principles, coupled with prevalent prejudices,
further complicates the adaptation process for refugees. This situation underscores
the urgency and importance of implementing comprehensive peace education

programs.

This section focuses on three main aspects: refugee policies in Tiirkiye, the psycho-
social adaptation process in Tiirkiye and the refugee children’s education within this
context. It aims to explore the multifaceted experiences of refugees in their psycho-
social adaptation process to Tiirkiye, highlighting both the challenges they face and

the potential solutions that peace education programs can offer.

2.3.1. Background of the Immigration Policies in Tiirkiye

There are 729 armed and non-armed conflicts in over 100 countries worldwide
(Raleigh, 2020). Most countries suffer from conflicts inside their borders, which lead
people to leave their countries of origin. In addition to ongoing hostilities and war
zones, the 21st century will witness an increase in the number of individuals seeking
asylum in other nations due to natural disasters, such as floods, earthquakes, and
hurricanes. These disasters are increasing in density and frequency. Furthermore,
socio-economic deprivation, such as lack of food, education, and health, may cause
people to be displaced to international frontiers. Thus, conflicts and natural disasters,
and economic situations bring tremendous challenges for global humanitarian
communities (UNHCR, 2021).
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Over the past decade, the number of people who forcibly left their countries of origin
increased substantially from 40.3 million in 2009 to 70.8 million at the end of 2018
(UNHCR, 2021). Twenty-five people were forced to leave every minute in 2018
worldwide (ITHRC, 2018). In 2022, Tirkiye provided resettlement for a total of 3.6
million Syrian refugees and an additional 370,000 refugees from countries including
Iran, Iraq, and Somalia, according to the UNHCR. Tiirkiye has emerged as the
leading refugee-receiving country worldwide with this number (UNHCR, 2023).

Moreover, the physical location of Tiirkiye also contributes to this outcome.

Refugees are defined and protected by the 1951 United Nations Convention of Status

of Refugees (known as ‘Refugee Convention’) with the refugee definition as to who:

owing to a well-founded fear of being persecuted for reasons of race,
religion, nationality, membership of a particular social group or political
opinion, is outside the country of his nationality and is unable or, owing to
such fear, is unwilling to avail himself of the protection of that country; or
who, not having a nationality and being outside the country of his former
habitual residence, is unable or, owing to such fear, is unwilling to return to
it. (Article 1, p. 6)

As a refugee, individuals are entitled to essential provisions such as shelter,
healthcare, and education, in addition to being protected from being returned to their
place of origin. Tiirkiye is a signatory of the 1951 United Nations Convention on the
Status of Refugees as per the provisions of the Geneva Convention. In 1967, three
additional protocols were appended to this agreement. Tiirkiye adheres to the
geographical restriction outlined in the 1951 agreement, which prohibits those who
relocate outside of Europe and settle in Tiirkiye from obtaining refugee status.
Consequently, the government of Tiirkiye is unable to grant refugee protection to
individuals originating from Syria, Iran, and Iraq. Tiirkiye has been undergoing legal
and institutional modifications to establish an asylum system that meets international
standards and provides assistance. In 2013, Tiirkiye enacted the Law on Foreigners
and International Protection, which served as the country's first legislation on
asylum. This law facilitated the establishment of the Directorate General of
Migration Management (DGMM).

In addition, the Temporary Protection Regulation was implemented in 2014 with the

aim of guaranteeing temporary protection in Tiirkiye and establishing the rights and
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responsibilities of those seeking asylum (UNHCR, 2021). Tiirkiye's approach to
refugees is based on two important legal frameworks: The Law on Foreigners and
International Protection (2013) and the Temporary Protection Regulation (2014). In
this study, those who are forcibly leaving their country of origin refer universally
designated as 'refugees’, irrespective of their country of origin or the boundaries

thereof.

Due to the government's anticipation of an imminent end to the war in Syria
(Erdogan, 2015; Igduygu & Simsek, 2016), the government in Tiirkiye implemented
an open-door policy and extended a warm welcome to Syrian refugees. This was
done with an emphasis on religious solidarity, brotherhood, and the shared cultural
history of the Ottoman Empire (Lazarev & Sharma, 2015; Saracoglu & Belanger,
2019). Due to the legal structure governing refugee status in Tiirkiye, Syrian refugees
are unable to make a definitive choice on permanent settlement in the country. In
addition, the Turkish authorities consistently emphasized the transient nature of
Syrian refugees in Tiirkiye. The aforementioned statements heightened the level of
uncertainty among both Syrian refugees and local residents. Furthermore, Syrian
refugees in Tiirkiye have detrimental psychological and political influences due to

their lack of legal status.

As per the UNHCR (2021) report, the majority of resettled Syrian refugees in
Tiirkiye, specifically 98%, reside in urban areas alongside the local population, while
only a small fraction of 2% dwell in Temporary Accommodation Centers. Therefore,
the majority of refugees reside with the local population, coexist in the same
residential areas, and frequent stores and schools. This circumstance necessitates the
psycho-social adaptation requirements of both refugees and locals. There exists a
substantial organization dedicated to assisting refugees in Tiirkiye. The United
Nations High Commissioner for Refugees (UNHCR) allocated a total of USD 364.8
million for refugee operations in Tiirkiye as of September 2020 (UNHCR, 2021).
Consequently, numerous social adaptation programs were established in Tiirkiye
with the aim of assimilating refugees into societal structures. Nevertheless, these
programs encounter numerous challenges, such as cultural disparities, the lack of an

all-encompassing framework, dissemination of false information, biases held by the
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host country and media, linguistic obstacles, policymakers' limited understanding,
and the prevailing notion that refugees reside in their host countries only temporarily
(Refugee Association, 2020).

2.3.2. Psycho-Social Adaptation of Refugees in Tiirkiye

Due to the implementation of an open-door policy and the assumption that the Syrian
war would be a transitory circumstance, Syrian refugees were unable to get legal
status for their residency in Tiirkiye (International Crisis Group, 2014). Refugees
encounter challenges in securing employment and resettlement due to cultural
disorientation, language barriers, and educational attainment (Sunata & Abdulla,
2020). The attitudes and beliefs of local populations also influence the ability of
refugees to adapt to their new host country (Bourhis et al., 1997; Roblain et al.,
2017). Moreover, the process of refugees integrating to their new environment is also
impacted by the legal policies of the country they have sought shelter in (Badea et
al., 2011; Bourhis et al., 1997; Kirisci, 2014b). The psycho-social adaptation process
of refugees to embrace the culture of the host country and engage in society are
shaped by the perceived expectations and behaviors of the local community (Safak-
Ayvazoglu et al., 2021). These concerns manifest in Tiirkiye for Syrian refugees as
well. Due to the uncertainty surrounding the legal status of Syrian refugees in
Tiirkiye, the majority of refugees had a firm determination to go back to their home
countries and showed little interest in acquiring knowledge about Turkish culture,
language, and social skills (Karipek, 2017). Their psycho-social adaptation in
Tiirkiye was adversely impacted by this hesitation for learning the language and
culture, resulting in increased incongruity between their expectations and the actual
realities (Ward et al., 2001).

In their study, Girgin and Cebeci (2017) investigated how the local population in
Tiirkiye perceives Syrian refugees due to the implementation of the open-door
policy. They asserted that the open-door policy was a fundamental human
entitlement, and urged Tiirkiye to implement it. Nevertheless, the outcome of this
approach manifests in economic, social, and political realms. The prevailing

sentiment among the local population in Tiirkiye was predominantly unfavorable
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towards Syrian refugees who were potentially eligible for Turkish citizenship and
seeking permanent residency in the country. All participants expressed that the
management of the psycho-social adaptation process was inadequate due to low
economic resources and facilities, as well as minimal engagement between the local
population and Syrian refugees. Despite cultural similarities, two societies may fail
to recognize these shared traits due to little interaction.

Syrian refugees are facing growing marginalization and encountering hostile
treatment from local communities in various parts of the world, including countries
in the US and EU, such as Greece (""Europe Does Not See Us as Human': Stranded
Refugees Struggle in Greece", 2018; Koc & Anderson, 2018) and Germany (German
Marshall Fund, 2013). The increase of economic difficulties is attributed to the
presence of Syrian refugees in the United States (Yigit & Tatch, 2017). These
convictions and dispositions also result in animosity within Tirkiye (Kiris¢i, 2014a).
Within a year, the number of refugees residing outside the designated refugee camps
experienced a substantial increase. The host community experienced social, political,
and economic impacts as a result of the rising number of refugees living in cities.

The situation gave rise to difficulties in psycho-social adaptation (Kiris¢i, 2014a).

Safak- Ayvazoglu et al. (2021) stated that local communities’ perception of Syrian
refugees changed from “‘members of the common faith’ to ‘agents causing an
economic burden on the national budget, raising local rents, hurting the labor market,

299

and depressing wages’” (p. 109). The transformation of the local community in
Tiirkiye was brought about by the precarious state of the economy, political and
ideological strife, and prolonged stay in Tiitkiye due to unclear political
developments, resulting in the emergence of several cultural stereotypes. In their
study, Lazarev and Sharma (2015) sought to determine whether a common religious
identity diminishes prejudice and discrimination towards Syrian migrants in Tiirkiye.
The discovery was made that the delicate economic condition in Tiirkiye, along with
the political circumstances, altered the perception of Syrian refugees from being seen

as "our brothers" (Karaveli, 2013) to being seen as "overstaying guests" (Kiris¢i,

2014a).
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According to Erdogan (2015), the local population in Tirkiye is likewise
apprehensive about the increasing costs of renting, unemployment, and economic
rivalry. Moreover, the impoverished state of Syrian refugees became increasingly
apparent in urban areas, as evidenced by the growing population of beggars and
street sellers. These circumstances have had a significant impact on the local
community's perceptions and actions towards Syrian refugees. According to a survey
conducted on public opinion, over 60% of the local population in Tiirkiye perceive

Syrian refugees as a threat to the country's security (Erdogan, 2015).

According to Icduygu and Simsek (2016), the successful psycho-social adaptation of
Syrian refugees in Tiirkiye depended not only on the number of refugees entering the
country, but also on the specific measures implemented by Tiirkiye. Hence, the
resolution lies in not obstructing the entry of Syrian refugees into Tiirkiye, but rather
facilitating their resettlement through enhanced psycho-social adaptation and
procedures. The psycho-social adaptation process of Syrian refugees is marked by
various challenges, including health and housing issues (Kirisci, 2014a; Igduygu &
Simsek, 2016; Yavuz, 2015), educational difficulties (Berti, 2015; Emin, 2016;
fcduygu & Simsek, 2016; Kaya & Kirag, 2016; Yavuz & Mizrak, 2016),
employment obstacles (Girgin & Cebeci, 2017; Kaya, 2016; Orhan & Giindogar,
2015; Ozdemir, 2016; Tasar, 2018), lack of citizenship-related issues (Erdogan,
2015; Kaya & Kirag, 2016), and challenges related to social and cultural adaptation
(Orhan & Giindogar, 2015; Tung, 2015). Given the complex nature of the challenges,
it is imperative to adopt a multi-faceted approach to solutions, involving multiple

organizations.

2.3.3. Refugee Children’s Education in Tiirkiye and The Role of Peace
Education

The number of Syrian refugees in Tiirkiye is around four million, according to
UNHCR (2021). Despite the presence of Syrian refugees in camps, a significant
majority of 92% of the Syrian refugee population has chosen to reside in various
urban locations throughout Tiirkiye, as stated by Erdogan in 2015 (Alba & Foner,
2015; Song, 2011). According to UNICEF (2020), Syrian refugee children make
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about 50% of the total refugee population in Tiirkiye. Also, around 74% of Syrian
refugee children who are not residing in refugee camps lack access to schooling
(UNICEF, 2020). The academic attendance rate in refugee camps was 60 percent,
according to UNHCR (2014). Tiirkiye has enrolled 698,592 refugee children in its
formal education system, but unfortunately, almost 400,000 Syrian refugee children
are unable to access education (UNICEF, 2020). Semerci and Erdogan (2018)
reported that there are almost one million school-aged Syrian refugee children. These
figures indicate that the enrolling of Syrian refugee children in schools is a
challenging matter in Tirkiye. Tirkiye adopted a policy of welcoming Syrian
refugees and established educational opportunities for Syrian children within the
refugee camps (International Crisis Group, 2014). Due to the larger population of
school-aged refugee children compared to other countries, the education system in

Tiirkiye is overwhelmed.

In 2012, the Minister of the Ministry of National Education, Omer Dinger, asked

what kind of education was being given to Syrian children, and he stated that:

We are preparing to train in containers there. They also received that
training in the past years. Courses will be taught in Arabic according to our
curriculum. We do not neglect the education of children there, but we try to
do it in a style that will reinforce families staying in Tiirkiye.

Orada konteymirlarda egitim vermek i¢in hazirliklar yapiyoruz. Gegen
villarda da o egitimi aldilar. Dersler kendi miifredatimiza gére Arapca
verilecek. Orada c¢ocuklarin egitimini ihmal etmemekle birlikte ailelerin
Tiirkiye'de kalmalarini pekistirecek bir tavirdan da uzak bir tislup i¢inde
yapmaya ¢alisiyoruz. (as cited in Seydi, 2014).

This statement exemplifies the government's expeditious decision-making about the
educational process for refugee students. The educational requirements and
challenges of Syrian students were not emphasized until 2013. Conversely, the
devastation in Syria rendered it unfeasible for individuals to return to their
residences. Hence, the process of resettling and adapting Syrian refugees into

Tiirkiye became unavoidable (International Crisis Group, 2014).

Tiirkiye, as a signatory nation to the Convention on the Rights of the Children

(CRC), ensures that every child, regardless of their nationality, has the right to
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receive education. In late 2014, the Turkish government began allocating a portion of
its valuable resources to address the educational difficulties faced by Syrian refugees
(UNHCR, 2006). The objective was to augment the enrollment of Syrian refugee
children in formal education. The Law on Foreigners and International Protection in
2014 ensured that individuals have secured access to education, healthcare, and
work. The Ministry of National Education passed a circular called "Education for
Foreigners™ in order to ensure that refugee children are able to exercise their right to
school (Ministry of National Education, 2014/2015). Conversely, the objective is to
make it easier to incorporate refugees into formal schooling in Tiirkiye (Amnesty

International, 2014).

Two alternatives were available for the education of Syrian refugee children:
Temporary Education Centers (TECs) and Public Schools (PS) (Arar et al., 2018;
Celik & I¢duygu, 2018; MoNE, 2014/2015). In 2014, the Turkish Ministry of
National Education (MoNE) implemented TECs, which provided a certain level of
oversight. However, TECs were excluded from the Ministry's organizational
structure. Initially, they were overseen by DIYANET (Turkish Presidency of
Religious Affairs). TECs were founded in response to the requests from Syrian
families, although they did not meet a specific qualification for education. These
institutions were receiving money from non-governmental organizations (NGOSs).
The schools implemented the Syrian curriculum for the Arabic language, as reported
by Human Rights Watch (2015) and Save the Children (2015). By the end of the
2014-2015 school year, there were a total of 268 Temporary Education Centers
(TECs) both inside and outside the refugee camps, according to UNICEF (2016).
Following these endeavors, over 60% of school-aged Syrian refugee children were
successfully registered in formal education programs in Tiirkiye (UNHCR, 2021).
There were Temporary Education Centers (TECs) available for students from
kindergarten through secondary school. As the war persisted and Syrian refugees
continued to seek safety in Tiirkiye, the Turkish government recognized the necessity
to address the psycho-social adaptation requirements of Syrian refugee children.
TECs were unable to acquire proficiency in the Turkish language and interact with
their peers. Consequently, the responsibilities of TECs were steadily diminished

(Coskun & Emin, 2016a; Topgu et al.,, 2017), and a decision was made to
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permanently shut down all TECs by the end of 2020 (MEB, 2017). Consequently,
TECs were closed in order to facilitate the assimilation of Syrian refugees into the

official education system of Tiirkiye (Eryaman & Evran, 2019).

Another alternative was the PSs, in which Turkish instructors were hired to provide
language education in Turkish to Syrian refugee children who were able to attend
school under the legal provisions established in 2014 (MEB, 2018). Refugees are
eligible to participate in this schooling program without any cost in Tiirkiye. The
Ministry of National Education (MoNE) initiated a pilot program known as the
"accelerated program™ targeting students between the ages of 10 and 12 who have
experienced a loss of three or more years in their schooling. This program is being
implemented in nine provinces in Tiirkiye (Sarmini et al., 2020). The objective was
to expand these schools using financial support from the European Union and the
World Bank to boost the number of refugees enrolled in primary schools (UNICEF,
2020). Nevertheless, the educational system in Tiirkiye follows a curriculum that is
focused on a single culture, leading to the creation of divisions between "us" and
"them" (Ayan, 2016; Cayir, 2014). Thus, the curriculum does not provide support for
minority backgrounds, hindering the promotion of peaceful and multicultural
education in schools and the fostering of a sense of belonging among refugee
children (Celik, 2017). Students enrolled in Turkish schools have the opportunity to
be a part of social inclusion (Kaysili et al., 2019), but they may also encounter
isolation and exclusion (Taskin & Erdemli, 2018). Due to the abrupt closure of
Temporary Education Centers (TECS), a larger number of refugees enrolled in
schools that provided instruction in Turkish, despite having no prior Turkish
language education. As a result, an increased number of challenges arose due to the
students' lack of language and cultural proficiency (Ozel & Erdur-Baker, 2023;
Taskin & Erdemli, 2018).

The Ministry of National Education (MoNE) initiated multiple projects in
collaboration with UNICEF and the European Union (EU) to enhance the
educational standards for Syrian refugee children, aiming to address the challenges
encountered throughout the psycho-social adaptation process. A significant project

known as the Promoting Integration of Syrian Children into the Turkish Education
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System (PICTES) was launched in 2016 by UNICEF and MoNE. This two-year
project aims to provide educational support to refugee children in Tiirkiye. This
project aimed to provide Turkish language courses, teacher training on language
instruction and psychological support, catch-up education services, and course
materials to 23 Turkish provinces with a higher population of Syrian refugees. Thus,
the objective was to establish an enhanced educational setting for refugee children
while providing assistance to the school elements (Akyuz et al., 2018; Sarmini et al.,
2020; Tastan & Celik, 2017). The PICTES project, which concluded in 2018, was
followed by the initiation of the PIKTES project. The purpose of the PIKTES
initiative is to provide academic and psychological support to underprivileged Syrian
refugee children (PIKTES, 2021).

The growing population of Syrian refugee children in Tiirkiye has prompted
numerous research projects to comprehend the current situation at refugee-receiving
schools. According to Coskun and Emin (2016b), the schooling process of refugee
children in Tiirkiye is primarily influenced by two distinct factors: internal dynamics
and external dynamics. The external dynamics include the protracted duration of the
Syrian conflict, the contradictory refugee policy of the European Union towards
Tiirkiye, and the influence of other terrorist groups that incite and support the
warring factions. Internal elements include the process of psycho-social adaptation,
the security of Syrian refugees and the local community, and the social engagement
between refugees and the local population. Therefore, there are various elements that
influence the educational process for refugees in Tiirkiye. Nevertheless, the
challenges in the psycho-social adaptation process for Syrian refugees include the
lack of resources for training Turkish language teachers, insufficient course
materials, limited access to psychological support, and unclear policies regarding
refugee education and resettlement (Coskun & Emin, 2016b).

A qualitative study was undertaken by Aydin and Kaya (2017) to explore the
framework of refugee-receiving schools, using school principals and instructors as
participants. Moreover, they also tackled the educational requirements and
difficulties faced by refugee students. The results revealed that insufficient school

infrastructure, teacher professional development, and curriculum design hinder
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refugees from accessing an education of the same caliber as their counterparts.
Furthermore, Aydin and Kaya (2019) carried out a case study at two primary
refugee-receiving schools in Istanbul. The study revealed that legislation and codes
pertaining to the education of refugee children have positive effects. They have the
opportunity to enroll in schools affiliated with the Ministry of National Education
(MoNE) and get tuition-free education, just as their peers in Tirkiye. The
predominant challenge faced by Syrian refugee children is the language barrier. Due
to their inability to engage in communication with their peers and teachers, achieving
psycho-social adaptation becomes unattainable, leading to a gradual increase in
difficulties during the process of psycho-social adaptation.

Taskin and Erdemli (2018) asserted that teachers in TECs and PSs who are working
at refugee-receiving schools have linguistic limitations, as well as cultural and
disciplinary challenges. Teachers at PSs said that refugee students were unable to
engage in communication with their classmates. Due to little or nonexistent parental
communication, teachers were unable to effectively comprehend and address the
issues encountered within the school. Gencer (2017) additionally documented
language proficiency, teacher training, insufficient instructional resources for

refugee-receiving schools, and unclear regulations concerning refugee education.

Tosten et al. (2017) also reported that teachers encountered communication
difficulties with refugee students. In addition, the school facilities were inadequate
and of low quality due to overcrowded classes and a lack of suitable textbooks for
teaching the Turkish language to refugees. Local parents expressed grievances
regarding the overcrowded classrooms, cleanliness issues, and academic concerns
associated with the presence of refugee students. Local parents also perceived that
Syrian refugee students received greater recognition than their Turkish counterparts
due to the financial assistance provided by the government. The instructors' attitudes
towards refugees were influenced by the uncertainty of the process, since they were
unsure about the imminent return of Syrian refugees to their home countries. Erdem
(2017) identified the same issues of insufficient school infrastructure and inadequate
teacher preparation in the education of Syrian refugee students. While numerous

studies have addressed the challenges and requirements of schools that receive
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refugees, there is a growing demand for research on the enrollment and psycho-
social adaptation processes of refugee students in Tiirkiye (SETA & Theirworld,
2017).

2.4. Importance of Schools and Counseling Services at Peace Education

2.4.1. Roles of Schools at Peace Education

The establishment of diversity forms the fundamental component for fostering
inclusive and multicultural education (Smith & Robinson, 1996; Sue & Sue, 2016),
defining inclusive education as a comprehensive approach that acknowledges and
caters to the diverse needs of all learners (Bothma, et al., 2000; Boyle et al., 2020;
Savolainen et al., 2012; Zagona et al., 2017). This approach aims to enhance
participation in culture and communities, while minimizing exclusion both from
education and within educational settings. All members of the school community,
including teachers, administrators, students, and families, should embrace
multiculturalism to promote an inclusive educational approach, aiming to foster an
inclusive environment inside schools that embraces diversity (Ainscow, 2007).
Therefore, inclusive education can provide a learning atmosphere where all students
can experience a sense of inclusivity and support and the learning atmosphere can

pave the way for a harmonious school environment (Vitello & Mithaug, 1998).

Several international declarations and conventions promote inclusive education,
including the Universal Declaration of Human Rights, Convention on the Rights of
the Child, Salamanca Statement and Framework for Action, International
Convention on the Elimination of All Forms of Discrimination Against Women,
Convention on the Rights of People with Disabilities, and United Nations
Declaration on the Rights of Indigenous Peoples. The primary objective shared by all
these conventions and declarations is to address the requirements of learners from all
backgrounds, foster collaborative support for learners, and devise suitable strategies
within national education systems for students who have diverse needs (Sommers,
2001; UNICEF, 2016). Therefore, schools should modify the available resources to
meet the diverse demands of students in order to support them and reach a peaceful

educational environment.
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In the context of peace education, diversity and multiculturalism are central to
fostering a peaceful educational environment (Baxter, 2005). Peace education aims
to embrace these principles to create welcoming, inclusive school communities that
recognize the diversity of all members. The goals of inclusion within peace
education are to promote equity, remove barriers, and ensure participation, presence,
and achievement for all students, especially those at risk of exclusion (Sommers,
2001).

School-based intervention programs play a pivotal role in understanding the needs of
students, facilitating students’ psycho-social adaptation into diverse cultures, and
fostering positive relationships with their peers (Patel, 2013; Wilkinson, 2002).
Support for school components should be provided at all levels to establish and
sustain peaceful environments. Establishing a nurturing atmosphere with the support
of school components and facilitating mutual recognition between students who have
diverse backgrounds can pave the way for creating a harmonious and peaceful school
environment (Fazel & O'Higgins, 2020; Montgomery, 1998; Rousseau et al., 2005;
UNICEF, 2016).

School culture impacts developing positive relationships between school components
including students and families from diverse backgrounds, creating a welcoming
climate in schools without stigmatization and discrimination and promoting
meaningful relationships between students and families (Birman et al., 2005; Block
et al., 2014; Idsoe et al., 2017; Papazian-Zohrabian et al., 2020; Quinton, 2013).
Research demonstrated that comprehensive educational programs specifically
designed for students with diverse needs have been successful in improving
academic performance and reducing bullying to create peaceful classrooms (Pugh et
al., 2012; Taylor & Sidhu, 2012; Tyrer & Fazel, 2014). In addition, further research
on education with refugee children suggests creating comprehensive school-wide
strategies instead of segregating children based on language abilities to create a
peaceful atmosphere in the school environment (Taylor & Sidhu, 2012; Tyrer &
Fazel, 2014).

Tiirkiye, as a signatory country of international conventions that assure inclusive

education, has implemented legal measures to align with global developments and
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promote inclusive schools by addressing many aspects such as gender equality and
disability (MEB, 2018). Despite extensive research, programs, legislation, and
regulations implemented regarding inclusive education in Tiirkiye, there remains a
lack of consistency in the country's inclusive education policy (Kagnici, 2013). The
discrepancy results in the absence of inclusivity and uniformity in traditional
techniques of excluding students from school (Arslan et al., 2019; Bektas, 2006;
Erkilic & Durak, 2013). This discrepancy has led to educational policies where the
unique cultural perspectives, needs, and experiences of students have been largely
overlooked, resulting in missed opportunities for fostering a more inclusive and

enriching learning environment (Sakiz & Woods, 2014).

The challenges and successes of inclusive education policies and practices at the
global and local levels, including Tirkiye's efforts to align with international
standards, highlight the ongoing journey towards peaceful educational systems.
These systems accommodate the diverse needs of society and actively work towards
the peace education goals of reducing biases, bullying, and discrimination, thus

contributing to the cultivation of peaceful, equitable societies.

As the literature on the education of refugee students in Tiirkiye continues to grow
and offers valuable insights into their potential impact on the peaceful school culture,
the roles of school counselors have emerged as crucial components in addressing the
unique challenges faced by these students (Arabaci et al., 2014; Aydin & Kaya,
2019; Daglioglu et al., 2017; Erdem, 2017; Erden, 2017, 2020; Eres, 2016; Giingor,
2015; Giingor & Senel, 2018; Jafari Kuzu et al., 2018; Kardes & Akman, 2018;
Mercan Uzun & Biitiin, 2016; Ozel & Erdur-Baker, 2023; Ozer et al., 2016; Saritas
et al., 2016; Seydi, 2013; Taskin & Erdemli, 2018; Zayimoglu Oztiirk, 2018). While
teachers often confront difficulties in teaching refugee students through traditional
educational methods and may lack the necessary support (Demir Bagaran, 2020),
school counselors have been increasingly recognized for their vital roles in fostering
the psycho-social adaptation of refugee students. This growing body of research
highlights the importance of understanding how school counselors can contribute to
peace education and peaceful relationships between students from diverse cultures,

offering valuable insights into their potential impact on the peaceful school culture.
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2.4.2. Roles and Responsibilities of Counseling Services at Peace Education

Schools have a vital role in societal transformation (Ainscow, 2005). By ensuring
the participation of every student in the educational process without any exclusions,
schools foster cohesion and unity within the society (Ainscow, 1999). The influence
of global wars, migration, and immigration waves is causing significant changes in
society (UNHCR, 2023). Schools should possess the capability to adjust and
accommodate this alteration in order to fulfill the requirements of the evolving
society. Holcomb-McCoy (2004) argued that the school counselors' multicultural and
inclusive proficiency and aptitude in addressing the evolving requirements of the
school components are vital and demanding matters. Sue and Sue (2016) devised a
model of multicultural competence specifically tailored for school counselors. This
model analyzed the knowledge, awareness, and skills of school counselors. Research
has demonstrated that the school counselors who have multicultural competency and
tailor school programs according to the needs of the school demonstrate an efficacy
in engaging students from various cultural and social backgrounds (Sue & Sue, 2016;
Worthington et al., 2007).

School counselors at schools have various roles and conduct different counseling
programs. However, there are 3 main roles of school counselors called a three-tier
pyramid approach by Clark and Breman (2009). The three-tier pyramid approach for
school counselors consists of large-group guidance, small-group counseling, and
individual counseling (Clark & Breman, 2009). The school counselors' small-group
and individual work, along with large group activities, play a significant role in
suggesting comprehensive school counseling programs that promote harmony in the
school environment (ASCA, 2005; Gysbers & Henderson, 2006; Myrick, 2003).
Nevertheless, small group interventions prove to be more efficient and less time-
consuming for school counselors. They allow counselors to reach multiple students
simultaneously while also enabling them to observe individual changes and address
specific needs, despite the group's smaller size. The formation of small groups can
effectively contribute to the prevention of potential issues and facilitate the
resolution of existing problems. In addition, these groups facilitate the creation of

resources for all participants in a small group (Clark & Breman, 2009). Zins et al.
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(2004) suggested that small groups have the ability to establish a conducive
environment in the classroom for the development of social-emotional learning. The
cultivation of a supportive classroom and school atmosphere fosters the development
of problem-solving abilities and enhances students' inclination to attend school,
hence enhancing their motivation to acquire knowledge (Dodd, 2000; Glasser, 1997;
Kohn, 1996).

In addition to the three-tier program, school counselors play a crucial role in schools
as they possess knowledge about families, students, and teachers. They play a
consultative role in facilitating communication between various school components
in order to enhance collaboration in the school culture (ASCA, 2016). Even school
counselors have a duty to assist students, and they must work along with teachers,
administrators, and parents to ensure that sufficient services are provided. In
addition, school counselors need to be aware of external resources, such as non-
governmental organizations (NGOs) and governmental organizations, that can

enhance the effectiveness of counseling services and facilitate referrals.

The ASCA (2016) and the American Counseling Association (ACA, 2005) issued
declarations regarding the ethical rules that school counselors should adhere to
deliver proficient services to clients from varied backgrounds. Firstly, the ethical
guideline A.4.b. titled "Personal Values" was emphasized by ACA (2005) to address
these concerns. The Ethical Code C.2.a. is titled "Boundaries of Competence™ while
the Ethical Code C.5. is titled "Nondiscrimination” which has an emphasis on
promoting counselors' awareness of their principles to establish suitable boundaries

with clients and implementing non-discriminatory procedures (ACA, 2005).

ASCA (2016) has established ethical criteria for school counselors to define their
roles and responsibilities and assist them in providing academic, emotional, and
social development support for students. The ethical standards emphasized the need
to provide service to all students and families, irrespective of their gender, age,
ethnicity, and race. Hence, school counselors must offer services that are tailored to
the students' needs, devoid of any personal biases or judgments. Therefore, it can be

inferred that school counselors must possess a profound understanding of
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multiculturalism as an essential component of their services. According to ASCA
(2016), school counselors have a collaborative role with teachers in promoting
inclusion. Besides ASCA, The American Psychological Association (APA) (2017)
released the Multicultural Guidelines: An Ecological Approach to Context, Identity,
and Intersectionality to emphasize the importance of diversity and multiculturalism
which elucidates the significance of cultural norms and cultural roles in the lives of
clients, as well as the merit of applying experimental approaches that are sensitive to

cultural diversity.

The Ministry of National Education (MoNE) in Tiirkiye has increased the number of
school counselors to meet student needs, including opening Guidance and Research
Centers (GRC) for children with disabilities. School counselors are responsible for
providing guidance and counseling services, preparing students for vocational life,
addressing emotional problems, and developing individualized education plans in
line with ASCA guidelines (MEB, 2001, 2005). However, the country's counseling
system is influenced by Western models and has limited context-based units, making
it difficult to maintain the inclusion and multicultural process for meeting the needs
of schools in Tiirkiye. Additionally, the dual roles of school counselors, both as
administrators and counselors, create confusion and heavy workloads, making it

essential to implement short-term programs to maintain the curriculum.

The inclusion of multicultural counseling services is essential to creating a peaceful
and harmonious school environment. The multicultural programs provide cultural
awareness and comprehension, mental health assistance, and conflict resolution
abilities. Additionally, they assist students in navigating their cultural identities,
resolving conflicts, and cultivating crucial social skills. School counselors who have
multicultural expertise work in partnership with teachers and parents to customize
educational approaches that cater to the unique requirements of students. They also
act as advocates to guarantee that students have access to the essential resources they
need. In addition, they facilitate community integration, advocate for tolerance and
diversity, and cultivate a hospitable and diverse school atmosphere that is

advantageous for a peaceful school environment and the broader community.

52



From a peace education standpoint, school counselors are pivotal in establishing a
peaceful educational environment that values diversity and multiculturalism. Their
roles extend beyond individual student support to include fostering communication
and collaboration among all school community members. Ethical guidelines set by
the ASCA (2016) and ACA (2006) emphasize the importance of non-discrimination
and multicultural competence, underscoring the counselor's role in promoting an
educational ethos that respects diverse backgrounds and addresses issues of power

and privilege.

In peace education, the counselor's role is to cultivate a school environment where all
students feel supported, which is critical for adapting to societal changes. Counselors
must be equipped with the knowledge and skills to manage the diverse needs of
students, including students from different cultural and ethnic backgrounds. This is
crucial for advancing peace education and ensuring that every student participates
fully in the educational process, fostering peace, cohesion, and unity in the society.
School counselors play a significant role in peace education, helping to create an
educational environment where peace, understanding, and mutual respect are the

foundations of the school culture.

2.5. Summary of the Literature Review

The concept of peace education has evolved in response to historical conflicts, with
its roots dating back to the aftermath of World Wars | and Il (Galtung, 1969).
Initially, education was used to promote nationalism and militarism during the wars,
but after the wars, activists and organizations like the United Nations (UN) and
UNESCO recognized the importance of education in preventing international
conflicts and fostering sustainable peace (Sommers, 2001). These programs aim to
teach children and adults essential peacebuilding skills, including communication,
problem-solving, cooperation, children’s rights, and conflict-resolution skills (Baxter,
2005; Sommers, 2001). Despite the challenges in evaluating the impact of these
programs, they continue to be vital in building peaceful and just societies. In
Tiirkiye, peace education programs have been implemented to reduce violence

tendencies and enhance problem-solving skills among students (Kabasakal et al.,
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2016; Sagkal & Tiirniikld, 2017; Tapan, 2006). However, conflict resolution skills

were not emphasized in the refugee-receiving context in Tiirkiye.

Peace education programs emphasize the importance of creating a learning
environment that fosters understanding, empathy, and respect among students from
diverse backgrounds, including refugees (Galtung, 2008). Peace education programs
in schools play a crucial role in this process, as they are designed to educate about
harmony and peace, enhance positive attributes such as cross-cultural understanding,
and create a peaceful school environment (Cremin & Bevington, 2007). These
programs provide students with the skills necessary to navigate and appreciate the
complexities of diverse societies, promoting harmonious coexistence and mutual
respect (Cremin & Bevington, 2007; Kester, 2008).

The global context involves a growing number of armed and non-armed conflicts,
natural disasters, and socio-economic challenges, which have led to mass
displacement of people and a surge in the number of refugees worldwide (UNHCR,
2023; Raleigh, 2020). Tiirkiye, due to its geographic location and open-door policy
toward Syrian refugees, has become one of the largest refugee-receiving countries
(UNHCR, 2023). Refugees in Tiirkiye face many challenges including legal status,
language acquisition, employment, and cultural adaptation (Badea et al., 2011;
Bourhis et al., 1997; Karipek, 2017; Kiris¢i, 2014b). Education is crucial for the
psycho-social adaptation of refugee children, but many face barriers to access.
Tirkiye has implemented various policies and projects to address the educational
challenges of refugee students, including opening Temporary Education Centers
(TECs) and accepting refugee students to Public Schools (PSs) (Berti, 2015; Emin,
2016; Icduygu & Simsek, 2016; Kaya & Kirag, 2016; Yavuz & Mizrak, 2016).
Multicultural and inclusive education practices are considered essential, and various
laws and regulations have been enacted to promote psycho-social adaptation (Smith
& Robinson, 1996; Sue & Sue, 2016). However, there is a gap between policy and
practice, and further efforts are needed to ensure inclusive education for all students,

including refugees, in Tiirkiye.

Counselors are pivotal in understanding and addressing the unique needs of the
schools (ASCA, 2016; Sue, 2001; Worthington et al., 2007). By integrating
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principles of peace education, counselors can facilitate a supportive, peaceful, and
inclusive atmosphere in schools. This involves addressing the psycho-social needs of
the students in refugee-receiving schools and creating a bridge between local and
refugee students which fosters societal change by creating harmony between
different cultures. Schools, through peace education programs, become microcosms
of a more peaceful, understanding, and inclusive society (Zembylas & Bekerman,
2013). School-based peace education programs go beyond traditional educational
objectives, aiming to instill values and skills that students can carry into their broader
communities (Hajir & Kester, 2020; Novelli et al., 2017). By focusing on peace
education, schools can significantly contribute to building more peaceful and
cohesive societies, particularly in countries like Tiirkiye, where the influx of refugees

presents both challenges and opportunities for societal development.
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CHAPTER 3

METHOD

This section elucidates the methodological framework of the study, which aimed to
adapt and evaluate the effectiveness of UNESCO's "Learning to Live Together"
peace education program for fourth-grade students in a refugee-receiving school.
Employing an explanatory-sequential mixed-method design, the study sought to
integrate qualitative insights into the quantitative findings to create a holistic view of
the peace education program's impact. The research process included program
adaptation, consisting of needs analysis, program modification based on expert
feedback, quasi-experimental testing of the program's effectiveness, and detailed
analysis and interpretation of the results. Through this approach, the study aimed to
adapt and assess the peace education program to meet the unique needs and

challenges identified within the school environment.
3.1. Research Design

The purpose of this research project was to adapt and implement the pilot study of
the UNESCO peace education program called "Learning to Live Together" for 4"
grade students in a refugee-receiving school context. In this particular investigation,
an explanatory-sequential design of mixed-method research was utilized so that the
desired outcome could be achieved.

Cresswell and Plano Clark (2018) stated that mixed-method research can be used
when there is a need to widen the experimental research with qualitative
methodology. The qualitative phase is conducted to provide a more comprehensive
explanation of the initial results, and the term “explanatory” is used to describe how
the qualitative data contribute to understanding the quantitative results. In the context

of an explanatory sequential design (Cresswell & Plano Clark, 2018; Morse, 1991),
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the emphasis is placed on providing qualitative evidence to explain the initial
quantitative phase (see Figure 3.1). A gap exists because previous research has not
adequately explained the local students’ perspective. There is a need to not only
obtain quantitative data but to explain the results in more detail, especially in terms
of detailed perspectives of different school components including local and refugee

parents, school counselors, teachers, and administration.

Quantitativ

Needs Quasi

Analysis Experimenta e and Merging
connected PIreEE) | Pilot Study Qualitative Results and
to and Adaptation of Peae Data Interpretin
explained Education Collection g
and

Figure 3. 1. Research design

The current study adheres to a spiral process of program adaptation (Berg, 2001),
consisting of four primary stages: (1) identifying the research questions, and
conducting a needs analysis to gather information from school components, (2)
adapting the "Learning to Live Together" peace education program based on
feedback from experts, (3) employing a quasi-experimental design to test the
effectiveness of the peace education program, and (4) analyzing and interpreting the
results of the pilot study (see Figure 1). Furthermore, the reflective eclecticism
approach proposed by Posner (2004) was used for the program adaptation process.
Posner (2004) states that different educational settings may require different
practices. Reflective eclecticism guides the development of the peace education
program for the specific school to understand and explain how each component
contributes to the phenomena. Therefore, the main components of the program
adaptation include: (1) needs assessment, (2) program adaptation, (3) program

implementation, and (4) program evaluation (See Figure 3.2).

The quasi-experimental design is used to test the peace education program in terms

of the impact on conflict resolution skills of 4™ grade students after the program
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adaptation. The need analysis is an integral part of the overall design, conducted
prior to gathering quantitative data. Its objective is to gain a comprehensive
understanding of the perspectives and insights of many stakeholders within the
school community, specifically about the needs and challenges faced by local and

refugee students within the school environment.

Conducting interviews with local and refugee students and
parents, school counselors, classroom teachers and administration
a g e to understand the needs and issues of refugee receiving schools

Analysis of the interviews

Translating the selected peace education program into
Turkish

St a g e 2 Getting feedback from academics and field experts on the

program
Finalizing the adaptation process

Implementing the scale to the selected classrooms

Implementing the adapted 13-session peace education
ta ge program

Implementing the scale again and conducting interviews
Conducting a follow-up study and implementing a

Analysis of the qualitative and quantitative data

St 4 Interpreting the data
a ge Implementing necessary modifications based on the

analysis of the data

| Selecting the classrooms for the quasi-experimental design

Figure 3. 2. Research process

Table 3.1 shows that semi-structured interviews were carried out with local and
refugee students, the classroom teacher of the experimental group, local and refugee
students’ parents, and school counselors both before and after the program was
implemented. The peace education program was introduced to the experimental
group over a span of 13-course hours. Following the conclusion of the program with
the experimental group, a compensation program was introduced for the control

group. This program involved a total of 5 hours of instruction on peace education.
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The final stage of the program adaptation and implementation involved conducting a
follow-up assessment. This evaluation aimed to make a conclusive judgment
regarding the program and establish a thorough framework for assessing the quality
of the program created (Ornstein & Hunkins, 1983). The utilization of follow-up

evaluation facilitated the comprehension of the influence and efficacy of the entire

program.
Table 3. 1. Research design of the program implementation
Groups Pretest Treatment  Posttest Follow-up Compensatory
(6 weeks later)
Experimental Teacher “Learning Teacher Instrument
Observation  to Live Observation
Form Together” Form
Instrument Peace Semi-
Semi- Education structured
structured Program Interviews
Interviews (13 Course  Instrument
Hours)
Control Teacher Teacher Instrument Short Peace
Observation Observation Education
Form Form Program (5
Instrument Instrument Course Hours)
Semi-
structured
Interviews

3.2. Context of the Study

There are Syrian refugee children in almost every city in Tirkiye. Nevertheless, there
are variations in the population density of refugee children in different cities. As per
the 2021 report from the Ministry of Interior Directorate General of Migration,
Sakarya ranks 21st among Tiirkiye's cities in terms of receiving the highest number
of refugees. In addition, Sakarya was selected due to its practicality. This study
focused on selecting schools primarily attended by refugee children after choosing
the city that receives refugees. The District Directorate of National Education was
contacted, and the primary school that receives the highest number of refugees was
chosen (see Table 3.2).
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Table 3. 2. Sampling Parameters

Criteria Parameters Data Sources

City Sakarya School counselors, teachers, vice
principal, local and refugee
parents, local and refugee
students

School Most refugees receiving
primary school

The chosen school is part of Sakarya's PIKTES project, which is the European Union
Project on Promoting Integration of Syrian Children into the Turkish Education
System. This initiative is administered by MoNE (Ministry of National Education).
As stated in the literature chapter, PIKTES seeks to promote social cohesion and
enhance educational opportunities for children under temporary protection in
Tiirkiye. PIKTES is currently being implemented in 26 provinces across Tiirkiye,
selected based on the population of school-aged Syrian children who are enrolled in
schools in those areas. The project seeks to fulfill the fundamental educational
requirements of Syrian students, ranging from primary to high school education. The
Ministry of National Education (MoNE) has established "Adaptation Classes" within
the framework of the Project for Increasing the Efficiency of Turkish Education for
Foreign Students (PIKTES). These classes aim to provide instruction in the Turkish
language and enhance the language skills of foreign students, enabling them to
effectively participate in academic courses and communicate with their fellow
students. The project offers numerous benefits to schools, including the provision of
Turkish language instructors for refugee students, interpreters, school counselors,

and even janitorial personnel.
3.3. Participants
3.3.1. Participants of the Needs Analysis

Convenient sampling was used to identify participants who could provide
comprehensive and precise information relevant to each research issue. According to

Patton (1987), case rich-information cases were chosen to gain a comprehensive
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understanding of the phenomenon (p. 51). Patton (1990) identified various
purposeful sampling approaches. The utilization of criterion sampling facilitated the

comprehension of the fundamental principle and structure of the examples.

After selecting the most refugee receiving primary school in Sakarya, the school has
been contacted to conduct a need analysis. The interviews were conducted with the
voluntary participation of school counselors, vice principal, and teachers from fourth
and third grade. Classroom teachers informed the parents of the third and fourth
grade students about the study. Since the training program would be piloted in the
following year, participants from both third and fourth grades were included to study
to understand the needs of the fourth graders and the current situation of third
graders. Table 3.3 displays the interviews conducted with a total of eight students,
consisting of four local students and four refugee students who obtained parental
consent. The duration of the interviews with students varied between approximately
20 minutes and 30 minutes. Students were asked to draw their family and/ or close

friends to familiarize the researcher.

Table 3. 3. Characteristics of local and refugee students participated in needs

analysis
Participants Age Gender Grade Country of Origin

Local Student 1 9 Female 3 Tiirkiye

Local Student 2 10 Female 4 Tiirkiye

Local Student 3 10 Male 4 Tiirkiye

Local Student 4 10 Male 4 Tiirkiye
Refugee Student 1 10 Female 4 Iran
Refugee Student 2 10 Female 4 Afghanistan
Refugee Student 3 12 Male 3 Syria
Refugee Student 4 9 Male 3 Syria

Local and refugee parents were also interviewed to demonstrate a holistic framework
of the current situation (see Table 3.4). Two refugees and two local parents who are
all mothers participated in the study. As can be seen, the highest level of education
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was very low for mothers. At least two infants are in their care, and none of them are
employed. Refugee parents were interviewed with the help of a translator, which was
provided by the PIKTES project. The duration of the interviews with parents varied

between 45 and 90 minutes.

The chosen educational institution, which is a PIKTES Project school, was provided
with a school counselor and Turkish language instructors who instruct third and
fourth graders in Turkish. Interviews were conducted with the instructors and the
counselor, who have personal connections with refugee children, to gain insight into
the school's needs and issues. In order to gain a comprehensive understanding of the
school's requirements, interviews were conducted with the vice principal, one school
counselor assigned by the PIKTES project, one classroom teacher in the fourth
grade, one classroom teacher in the third grade, two Turkish teachers assigned by
PIKTES, and one school counselor assigned by the Ministry of National Education
(MoNE) (see Table 3.5). Interviews with school staff ranged from 50 minutes to 175

minutes.

Table 3. 4. Characteristics of local and refugee parents participated in needs analysis

Participants Age Gender Highest Level Number ot  Country of
of Education Children origin
Refugee Parent1 33 Female  High School 3 Syria
Refugee Parent2 36  Female Secondary 4 Syria
School
Local Parent 1 37 Female Primary School 2 Tiirkiye
Local Parent 2 35 Female  High School 3 Tiirkiye

Table 3. 5. Characteristics of school staff participated in needs analysis

Participants Age Gender Highest Level of Tenure
Education (year)
School Counselor 34 Female Bachelor 8
School Counselor 29 Female Bachelor 5
(PIKTES)

62



Table 3.5. (continued)

4th Grade Turkish 30 Female Bachelor 6
Teacher (PIKTES)

4th Grade 45 Female Bachelor 25
Classroom Teacher
3rd Grade Turkish 30 Female Bachelor 6
Teacher (PIKTES)

3rd Grade 45 Male Bachelor 23

Classroom Teacher

Vice Principal 42 Male Masters 18

3.3.2. Participants of the Pilot Implementation

The experimental and control groups consisted of two fourth-grade classrooms at
most refugee-receiving primary schools in the city center of Sakarya. Fourth graders
were selected as a sample of this study because of their cognitive development. At
approximately nine years of age, children undergo a developmental stage
characterized by the emergence of more sophisticated cognitive processes. Their
cognitive processes become more structured and rational, leading to a more
methodical approach to their planning. This period signifies a significant
advancement in their comprehension and resolution of challenges. At this age,
children are transitioning from concrete operational to early formal operational
stages, as outlined by Piaget's theory of cognitive development. This transition
enables them to start thinking abstractly and consider perspectives beyond their own
immediate experiences. They can grasp the cause-and-effect relationships inherent in
conflict situations and are beginning to understand the moral underpinnings of
actions and reactions. Consequently, fourth graders can more effectively internalize
the principles of peace education, such as empathy, fairness, and justice, and apply
these concepts in both classroom and social settings. This cognitive readiness makes
them particularly receptive to structured learning activities designed to promote
peace, making them ideal candidates for implementing such educational
interventions. (Woolfolk & Kapur, 2019).
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The research centered on three fourth-grade classrooms within the school. Following
the acquisition of demographic data pertaining to the classrooms, two classrooms
comprising male-female students and refugee-local students alike were selected for
the research (see Table 3.6 and Table 3.7).

Table 3. 6. Student characteristics in the experimental group

Participants Age Gender Country of Origin
Local Student 1 9 Female Tiirkiye
Local Student 2 10 Female Tiirkiye
Local Student 3 10 Female Tirkiye
Local Student 4 10 Female Tiirkiye
Local Student 5 10 Female Tiirkiye
Local Student 6 10 Female Tiirkiye
Local Student 7 10 Male Tirkiye
Local Student 8 10 Male Tirkiye
Local Student 9 10 Male Tirkiye
Local Student 10 10 Male Tiirkiye
Local Student 11 10 Male Tiirkiye

Refugee Student 1 12 Female Syria
Refugee Student 2 10 Female Afghanistan
Refugee Student 3 12 Female Syria
Refugee Student 4 9 Female Syria
Refugee Student 5 10 Female Syria
Refugee Student 6 10 Female Syria
Refugee Student 7 10 Male Syria
Refugee Student 8 11 Male Afghanistan
Refugee Student 9 10 Male Syria
Refugee Student 10 10 Male Syria
Refugee Student 11 9 Male Syria
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The experimental group comprises ten male students and twelve female students.
There were eleven of them who were refugees, with five being male and six being
female. There were 5 female and 3 male students from Syria and one female and two

male students from Afghanistan.

Table 3. 7. Student characteristics in the control group

Participants Age Gender Country of Origin
Local Student 1 9 Female Tiirkiye
Local Student 2 9 Female Tiirkiye
Local Student 3 10 Female Tirkiye
Local Student 4 10 Female Tiirkiye
Local Student 5 10 Female Tirkiye
Local Student 6 11 Female Tirkiye
Local Student 7 9 Male Tirkiye
Local Student 8 10 Male Tirkiye
Local Student 9 10 Male Tirkiye
Local Student 10 10 Male Tirkiye
Local Student 11 10 Male Tirkiye
Refugee Student 1 11 Female Syria
Refugee Student 2 11 Female Syria
Refugee Student 3 10 Female Afghanistan
Refugee Student 4 9 Female Afghanistan
Refugee Student 5 10 Female Afghanistan
Refugee Student 6 10 Female Syria
Refugee Student 7 10 Female Syria
Refugee Student 8 11 Male Afghanistan
Refugee Student 9 11 Male Afghanistan
Refugee Student 10 10 Male Afghanistan

65



There were 13 female and 9 male students in the control group. 10 of them were
refugees where 7 of them were female and 3 of them male. There were 4 female

students from Syria, 3 female and 3 male students from Afghanistan.

3.3.3. Participants of the Post Interviews

Following the pilot implementation, semi-structured interviews were carried out with
local and refugee students, parents, the classroom teacher, and the school counselor
of the experimental group. The purpose was to gain a comprehensive understanding
of the program's effectiveness. Since the researcher conducted in-depth interviews
with the school components before the program started, post-interviews aimed to
understand the effect of the program on students rather than discovering the issue in-
depth.

Following the execution of the program, interviews were conducted with students
from the experimental group, including both local and refugee voluntary participants,
to assess the program's impact on the students (see Table 3.8). The duration of the
interviews conducted with three local and three refugee voluntary students varied

between 10 and 15 minutes.

Table 3. 8. Demographics of local and refugee students who participated in post-

interviews
Participants Age Gender Country of Origin

Local Student 1 10 Female Tiirkiye

Local Student 2 10 Female Tiirkiye

Local Student 3 10 Male Tiirkiye
Refugee Student 1 10 Female Syria
Refugee Student 2 10 Female Afghanistan
Refugee Student 3 11 Male Syria
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Following the implementation of the program, interviews were conducted with both
refugee and local parents (see Table 3.9). The presence of a translator was
unnecessary throughout the interview, as the refugee parent possessed proficiency in
Turkish. The study exclusively recruited mothers as participants. Mothers had a
significantly low degree of education. The duration of the interviews varied between

15 and 25 minutes.

Table 3. 9. Demographics of the parents participated in post-interviews

Participants Age Gender Highest Level Numberof Country of
of Education  Children Origin
Refugee Parent1 35 Female High School 4 Syria
Local Parent 1 38 Female Primary 2 Tirkiye
School

Interviews were conducted with the school counselor and the classroom teacher of
the experimental group to gather their insights and observations regarding the
program (see Table 3.10). The duration of the interviews with school components

varied from 25 minutes to 40 minutes.

Table 3. 10. Demographics of the school counselor and the classroom teacher
participated in post-interviews

Participants Age Gender  Highest Level of  Tenure (year)
Education
School Counselor 34 Female Bachelor 8
4th Grade 45 Male Bachelor 23

Classroom Teacher

3.4. Stages of the Study

3.4.1. Needs Assessment and Situation Analysis Phase

The needs assessment approach seeks to identify the essential concerns necessary to
meet the needs (Stufflebeam et al., 1984). Stufflebeam et al. (1984) identified five
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distinct steps in the process of conducting a needs assessment. The steps involved in
the requirements assessment process include preparation, data collection, data
analysis, result reporting, and application of the gained information. These steps
should not occur sequentially as they may happen simultaneously. Nevertheless, it is
crucial to highlight and carry out each step. The objective of the needs assessment
phase of this study is as follows:

1. to explore the strengths and weaknesses of the existing programs conducted
by teachers and school counselors in refugee-receiving schools
2. to explore the issues and needs of the local and refugee parents, students,

school counselors, and teachers at refugee-receiving schools

Situation analysis is crucial for comprehending the study environment of the area, in
addition to the needs assessment phase. Therefore, it is feasible to create a functional
tool tailored to the particular setting (Clarke, 2005; Mathar, 2008). Clarke (2005)
introduced the concept of "situation analysis" as an extension of grounded theory.
This approach incorporates power dynamics, reflexivity, modesty, and the depiction
of contradiction within a research topic. Thus, it is possible for different viewpoints,
including those from marginalized and minority groups, to challenge and disrupt the
dominant influence (Clarke, 2005). Clarke (2005) argues that these many viewpoints
are interconnected and cannot be isolated from one another. The primary inquiry in
research is how these factors manifest and have significant effects within the specific

empirical context being studied.

There are three maps demonstrated by Clarke (2005): maps of situations covering
human and nonhuman elements, social worlds/arenas maps, and maps of personality
(positional maps). Utilizing these different kinds of maps assists the researcher in
evoking new perspectives and straightforwardly understanding the environment.
Situation maps are the basics of situational analysis and are called “social inversion,”
demonstrating the hidden and developing parts of the social structures. According to
Clarke (2005), the features of society are interrelated and embedded. Therefore, there
are human and nonhuman actors in a specific situation, and a thick description can be
given. Researchers should consider both these human and nonhuman parts.

Situational maps ascertain the relation between these factors and stimulate thinking.
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The present study involved conducting semi-structured interviews with school
counselors, school administration, instructors, local and refugee students, as well as
their parents, to get insight into the distinct requirements of the school. Moreover,
this study employed situation maps to reveal the various elements, both human and
nonhuman, that impact the schools in Tiirkiye that receive refugees. In addition, a
detailed and comprehensive description was extracted to gain a deeper understanding

of the intricate nature of schools that receive refugees.
3.4.2. Program Adaptation Phase

The program adaptation phase involves modifying UNESCO’s “Learning to Live
Together” peace education program curriculum for 4™ grades according to the needs
and issues of the refugee-receiving school (Simpson, 1999). In order to ensure the
use of proven methods, the program development would prioritize evidence-based
approaches as suggested by Weist et al. (2016). For this study, the UNESCO’s peace
education program called "Learning to Live Together" was modified, drawing
inspiration from the GTZ Education and Conflict Transformation (Seitz, 2004) and
Sinclair (2001). The "Learning to Live Together" peace education program originally
comprises 28 activities, offering a holistic approach to peace. This program was
executed in post-conflict nations, namely in the Balkan States. Furthermore, it was
also put into practice in nations that receive refugees, such as the United Kingdom
and the United States. Moreover, this approach has been introduced at multiple
educational institutions for diverse purposes, such as mitigating substance misuse,
addressing peer influence towards dangerous conduct, averting the spread of
HIV/AIDS, fostering civic engagement in nations recovering from warfare, and
enhancing societal harmony. Nevertheless, the "Learning to Live Together"
programs implemented across various countries have three primary objectives: (1)
mitigating relational issues to promote community cohesion and harmonious
coexistence, (2) enhancing awareness of the obligations of local, national, and global
citizenship and human rights, and (3) diminishing conflicts among individuals of
diverse ethnic or social backgrounds to alleviate instability within nations. Therefore,
this program was translated and modified to suit the specific requirements of the

school and the developmental traits of the students.
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The program adaptation process referred to UNESCO's peace education program,
"Learning to Live Together," as a reference framework. The contents of the original
"Learning to Live Together" program for fourth graders are shown in Table 3.11.
UNESCO has created and executed peace education programs called "Learning to
Live Together" in many countries. These programs aim to address disputes between
local and refugee students. The curriculum is designed to be continuous, starting
from the first grade. Therefore, the fourth-grade program operates under the premise
that students have already acquired fundamental competencies in peace and peace
education, such as knowledge of human rights, empathy, and listening skills. Due to
the absence of a peace education program in the formal training of Turkish students,
activities and an introduction were implemented to familiarize fourth graders in
Tirkiye with the fundamental elements of peace education. The school utilizes
UNESCO's program as a comprehensive framework to impart fundamental
principles and concepts of peace education. Following the needs study, the program
adaptation process identified important competencies to address the unique needs of
the school (see Table 3.11).

Table 3. 11. Content of “Learning to Live Together” program for 4™ graders

Cluster Areas Goals
1. Definition Peace education e Tolerance
of Peace e Reconciliation

e Anti-violence

2. Democracy and social e Inclusion

Supporting  justice e Authority and power

Peace e Equal education
Human Rights e Knowing and respecting human
education rights

e Identifying children's rights

e Learning to care for and respect

others
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Table 3.11. (continued)

3. Skills for Life Skills Education e Self-awareness
Maintaining e Developing personal skills for
Peace communication
Life Skills Education e Empathy, avoiding prejudice
e Social skills for harmonious and
meaningful coexistence
4. Conflict Education for conflict e Conflict prevention skills

Resolution management and e Conflict resolution skills

transformation

e Mediation
Education for social e Mutual understanding
cohesion and e Welcoming diversity
development
Education for social e Promoting peace, respect,
cohesion and tolerance, and responsibility
development e Promoting ethical values

The first step of the program adaptation process is to define the needs of the selected
refugee-receiving school. Three main elements/ skills emerged as a result of the
needs analysis; unfamiliarity with the other group’s culture, behavioral issues, and
exclusion. The creation of the content considered the linear programming approach
(Uzunboylu & Hiirsen, 2011), with careful attention given to organizing subjects that
require pre-learning and closely related subjects in a sequential order. This ensures
that the content is focused on achieving the goals and presented in a meaningful way

for the student.

Therefore, a 13-session peace education program was created by the researcher. The

program comprised mostly of four components:
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1. Definition of Peace: This section comprises activities designed to facilitate
students’ comprehension of the essence of peace. Moreover, every student
individually defines the concepts of peace and violence and thereafter shares
their definitions with the respective groups. The purpose of this section is to
enhance understanding of the concept of peace and its distinctions from

violence.

2. Supporting Peace: This section comprises activities that facilitate students in
acquiring an understanding of the attributes that foster peace and deter
violence. The purpose of this section is to promote understanding of the
factors that contribute to peace, such as tolerance, diversity, and
multiculturalism, while also discouraging violence by addressing issues like

discrimination and prejudices.

3. Skills for Creating Peace: This section encompasses the activities that impart
essential abilities to students to foster a harmonious atmosphere. The skills
encompass active listening, the use of I-language, and empathy. The purpose
of this section is to obtain essential skills for students to promote peace.

4. Conflict Resolution: This section encompasses conflict resolution activities
aimed at assisting students in peacefully resolving their issues. This section
provides an overview of the program, as it encompasses conflict resolution
activities that incorporate both the components that promote peace and the
essential skills required for achieving peace. The purpose of this section is to
empower students to effectively and harmoniously address their interpersonal

conflicts.

Following the determination of the essential abilities based on the results of the
needs analysis, the activities associated with each skill were thoroughly evaluated. In
order to establish rapport with the group and address their lack of prior knowledge on
the subject of peace, three activities were introduced during the first week: an ice-
breaker game, an exercise to establish group rules, and an activity aimed at defining
the concept of peace. The second activity was derived from the original program.
The training commences with exercises focused on comprehending and empathizing

with others. The activities pertaining to the third (Rewriting the Story), fourth
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(Listening to Each Other), and fifth (Belonging) weeks were also translated from the
original program. The program then proceeded with exercises focused on empathy.

Following a discussion on fundamental peace-building abilities such as empathy and
mutual understanding, conflict resolution activities were carried out. Due to the lack
of cultural appropriateness in the original program, the activity for the sixth week,
which focused on Conflict Resolution, was substituted with a culturally and
developmentally suitable exercise called the "candy game". The activities for the
seventh and eighth weeks, "One Step Further" and "Red Alarm," focused on cultural
recognition and human rights. These activities were translated from the original
program and were supplemented with a culturally relevant activity from another

Turkish resource on peace (Flowers, 2007).

Due to the lack of cultural appropriateness in the activity for week nine (Diversity),
an alternative exercise from a Turkish resource on tolerance (Flowers, 2007) was
utilized. The conflict resolution activity for weeks ten (The Fow, The Goat, and The
Cabbage), eleven (Let’s Negotiate), and twelve (Conflict Resolution) was translated
from the original program. The activity for the last week was written by the
researcher to summarize the program and understand how the program went for

students.

The preliminary version of the program and the evaluation form to assess
fundamental attributes of the preliminary version were shared with five scholars,
including members of the dissertation committee. There are academics from the
Curriculum and Instruction, and Guidance and Psychological Counseling programs
who are experts in working with children. Furthermore, the program and the
reviewer form were shared with one school counselor and one classroom teacher to

obtain the practitioner's perspective.

The form contains inquiries regarding the aims and objectives of the activities, the
suitability of the program for the particular age group, and the relevance of the
program's content in relation to the general purpose of the study. The learning
outcomes were modified, and the activities were adjusted based on the

recommendations provided by the reviewers. Furthermore, the activities were
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deemed highly educational. Consequently, an ice-breaker game was included every
week (see Appendix I).

3.4.3. Program Implementation Phase

The program implementation phase was conducted after completing the program
adaptation. The summary of the implemented program is given at Appendix I. The
pilot implementation of the peace education program lasted for 13 class hours
starting in March 2023 and ending in May 2023. Pilot implementation was
conducted in the classroom of the experimental group. The group was the close
group since the experimental group was one of the 4th grade classrooms in the
school. The researcher is a Somatic Experiencing Practitioner, attended peace
education training and training for Experiential Play Therapy to work with children
up to 14 years old facilitated the group.

The initial implementation commenced with a cohort of 22 students, consisting of 12
female students and 10 male students. One student was absent at the fourth session,
while another student was absent during the sixth session. A total of 20 students
participated in all of the sessions. The students who missed the previous sessions
were briefed on the activities conducted during those sessions by their peers prior to
commencing the new session. Consequently, the researcher reiterated the details of
the missed sessions to the students before the upcoming sessions. Following the
conclusion of the program with the experimental group, a compensation program
was introduced for the control group. This program consisted of 5 hours of peace
education courses. The subsequent study was done 6 weeks after the conclusion of

program implementation.

The 13-session “Learning to Live Together” Peace Education program outline is
provided below. After covering the previous sessions with the class, activities, role-
plays, and group work were held during the sessions. Content and the summary of
the sessions are given below (see Table 3.12).
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Table 3. 12. Overview of the sessions

Week  Activities The Theme of the Session
1 e |Ice-Breaker Defining peace
e Identifying Rules
e What is Peace?
2 e Ice-Breaker Cultural Recognition
e Listening Activity
3 e Ice-Breaker Empathy
e Whom/ What | Can See? Education for Mutual
e Rewriting the Story Understanding
4 e Ice-Breaker Conflict Resolution
e Listening to Each Other Empathy
5 e Ice-Breaker Empathy
e Belonging Activity Inter-group Relations
6 e Ice-Breaker Conflict Resolution
e Candy Game Education for Mutual
e Human Twist Understanding
7 e Ice-Breaker Cultural Recognition
e One Step Further Understanding the “other”
8 e Ice-Breaker Human Rights
e Red Alarm Inter-group Relations
9 e |ce-Breaker Cultural Recognition
e We are a Family Inter-group Relations
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Table 3.12. (continued)

10 e Ice-Breaker Conflict Resolution
e The Fox, Goat and the
Cabbage
11 e Ice-Breaker Conflict Resolution
e Basics of Negotiation Inter-group Relations
e Let’s Negotiate Education for Mutual

Understanding

12 o Ice-Breaker Conflict Resolution
e Conflict Resolution Inter-group Relations
13 o Ice-Breaker

e Termination

3.4.3.1. Overview of the Sessions

Session 1

The aim of this session was to define the group rules and peace. | explained the aim
and the duration of the program at the beginning of the first session. The activity to
meet with the students was conducted. After this ice-breaker activity, group rules
were defined with the participants as a second activity of the session. Everybody
talked about their ideas on group rules. The rules that were decided by the whole
group were written on the board and paper by the researcher. At the end of
constructing the rules, everybody signed the paper to show they all agreed on the
rules. After deciding on the group rules, the third activity for the first week which
included the discussion of peace was conducted. Students were asked if they knew
the definition of peace. They used keywords such as “opposite of the war,
brotherhood, love, respect, friendship, and absence of discussion”. | elucidated that
peace encompasses not only the absence of war but also incorporates other essential
elements that were collectively acknowledged by the students. Additionally, we
discussed the defining attributes of a tranquil classroom. The duration of the session

was 40 minutes.
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Session 2

The aim of the session was to build a link between communication skills and peace.
The second session started with a warm-up activity. | brought a ball to the class. So,
the person who has the ball has a right to speak and talk about how they are and how
their week went. After the warm-up activity, a listening exercise was conducted
which was translated from the UNESCO’s program. Students were divided into pairs
and the activity was explained to them. Students were asked to talk about themselves
including their family, their favorite food, lessons, and play. One student became a
teller and the other one became a listener. They changed their roles in the second
round. After completing the exercise, the discussion questions were used. We talked
about why listening is important for peaceful classrooms. Students were also asked if
it was difficult to listen to everything that the person is talking about. At the end of

the session, the activities were summarized. The session lasted for 40 minutes.

Session 3

The aim of the session was to apply the necessary listening skills for peace. The third
session started with the same ice-breaker game which we played with the ball.
Students indicated that they really liked the game because they can talk about
themselves and how they feel. They also stated that they do not have a chance to talk
about these things normally. After the ice-breaker exercise, we continued with the
“What/ Who I Can See” exercise which was translated from the UNESCO’s
program. The activity was explained to the students. The classroom was divided into
four groups of five or six. The groups chose one person who would guess the object.
The person who can guess the object/ thing right would replace the person who was
guessing. After the exercise, we used the discussion question and talked about the
exercise, how the exercise was for them, and if/ when it was easy to guess the object.
The students indicated that it was easy for them to guess when they spoke the same
language. Students who speak Arabic have a hard time guessing things. After the
discussion, we moved into the third exercise for the session which was translated
from UNESCO’s program called “Retelling the Story”. We selected three volunteers
for the exercise and two of them agreed to go outside of the classroom. The
researcher told the story to the whole class and asked students to take notes about the

story. The one volunteer retold the story to one student who was waiting outside.
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Then, the third volunteer came into the classroom and the second volunteer tried to
retell the story that he just learned from the first volunteer. After the activity, | asked
the students to look at their notes and indicate what they realized about the story.
They indicated that the story changed completely. We specified the parts that were
changed and also discussed whether the volunteers listened to the story carefully.
After the discussion about the story, we discussed things like that in real life when
they do not listen to each other carefully and do not understand what is going on.
Students indicated that they had many discussions during the week because they
misunderstood each other in the first place. We talked about the importance of
communication. We reviewed the whole three activities and ended the session. The

session lasted for 40 minutes.

Session 4

The aim of the session was to build collaboration between students. The fourth
session started with the same ice-breaker exercise in which we played with the ball.
Afterward, we continued with the activity named “Listening to Each Other” from the
UNESCO program. We divided the class into two groups. | indicated that the
students could close their eyes if they wanted. All students closed their eyes and said
that they were comfortable with it. |1 asked them to count from 1 to 10. | also
indicated that one person should talk at a time. They tried 8 times and for the first 4
times, they failed. However, they tried to listen to each other for the fifth time, so
they improved till the eight try. After the last try, students indicated that it was
enough for them to try this exercise. Thus, we finished this exercise and discussed if
they had any difficulties and facilitators during the exercise. We also discussed if it
was easy to collaborate with their eyes closed and if it would be easy for them if their
eyes were open. They all indicated that the exercise was difficult since they closed
their eyes, they couldn’t understand who wanted to talk first. Thus, after the fourth
exercise, they slowed down and tried to hear each other. We also discussed how they
can use this information in their daily lives. Students indicated that they should
carefully listen to each other and wait for others to speak for healthy communication.
Furthermore, they stated that if they can listen to each other in that way, they may

not need their teachers for the negotiation. We tried the exercise two more times with
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their eyes open and discussed the difference. We ended the session by summarizing
the activity. The session lasted for 40 minutes.

Session 5

The aim of the session was to help students to express themselves in a peaceful
classroom environment. The fifth session started with the same ice-breaker exercise.
We continued with the “Belonging” activity from UNESCO’s program. The
classroom was divided into 11 groups of two. They discussed what they like and
what they don't like. The first part of the exercise was similar to the exercise of the
second week. After the discussion, | asked them to write down the similarities, and if
they like similar food or games. After writing down the similarities, we merged the
groups and made groups of four. They shared the similarities that they found in
groups of two and they started to write down their similarities in groups of four.
After writing down the similarities, we discussed the exercise. Students indicated
that it was a little bit hard for them to find similarities with refugee students. They
had a hard time understanding each other and they discovered that they did not like
the same food and they were not doing the same activities. | asked them to talk about
the school. Since they are in the same school and same classroom, they might find
some similarities regarding the lessons, teachers, and the games they play at school.
After this explanation, they came up with many similarities regarding the lessons and
the games they play at school. | explained that cultures might be different and at
home, we may do different things because of these cultural differences. However, we
have similarities as well. They also indicated that it was easy for them to be friends
with others since they knew their similarities. We ended the session by summarizing

all the things we discussed during the session. The session lasted for 40 minutes.

Session 6

The aim of the session was to discover the importance of listening skills and make a
connection with conflict resolution. The sixth session started with the same ice-
breaker exercise. We continued with the “Candy Game”. I put one table in front of
the class and asked for two volunteers. The instructions for the game were explained.
In the first round, one volunteer got all the candies. Afterward, | told them that they

could talk to each other and negotiate. They couldn’t figure out the game. However,
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one student in the classroom understood the game and told his friends that they
needed to leave some candies on the table to get more candies. After they figured out
the game, students got more candies than before. The classroom time was not enough
for all students to play with, so some students volunteered to stay during the break
time as well to play the game. As a last activity, we made a “human twist” as
suggested by one of the practitioners who reviewed the program. | explained the
activity to students and we tried to make a twist. At the end of the session, we
divided the candies for all people and summarized the session. The session lasted for

50 minutes.

Session 7

The aim of the session was to improve empathy. The seventh session started with the
same ice-breaker exercise. Afterward, the “Take One Step Further” activity was
explained to the students which was from a book on human rights. Students were
distributed role cards as it is indicated in Appendix 8. Each student had a new role
during that class hour. | asked them to think about this new person: What is her/ his
name? Where does this person live? Which language does s/he speak? | asked them
to draw a picture that narrates this new child’s life. Afterward, we played the game. I
read some questions and statements. Children who have these things in their ‘new’
lives take one step further. Afterward, we used the discussion questions. Students
stated that certain children always were at the back of the line. Those students stated
that they did not feel good, actually they felt excluded from the game. They were
bored. We discuss how this might have an impact on our lives; We may not have
certain things in their lives and we may feel sad about it. We talked about respect and
empathy as well. We conclude the session by summarizing it. The session lasted for

40 minutes.

Session 8

The aim of the session was to build collaboration in the classroom and cover the
children's rights. The 8" session started with the same ice-breaker exercise.
Afterward, we continued with the exercise called “Red Alert” from the human rights
book for children. I wrote the 11 children’s rights on a separate piece of paper and

divided them into two. | hid one part of all rights inside the classroom during the
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break and asked the students to wait outside. After the break when they came into the
classroom, we did the ice-breaker exercise and | explained the activity to them. The
classroom is divided into 11 groups of two. Everybody had a partner to look for the
other half of the children's rights. After everyone found their divided half, we
discussed the exercise. Students indicated that it was easy when they were separated
and created a strategy. We talked about the importance of acting as a group and
communication. We ended the session by summarizing. The session lasted for 40

minutes.

Session 9

The aim of the session was to improve tolerance for diversity. The 9" session started
with the same ice-breaker exercise. After the exercise, we continued with an activity
called “We Are a Family” from the human rights book for children. I explained the
activity to the children. Everyone drew their current families and their houses. Some
of the refugee children did not want to draw their families. | asked them to start with
their ideal family: What do they want their families to be like? However, after the
explanation, all children attended the activity and drew their families. | told them that
they could introduce their families to the whole classroom in front of the board. At
first, only two students volunteered for the introduction of their families. After the
volunteer students, everyone, including the refugee students who did not want to
draw their families at first, wanted to introduce their families in front of the board.
After the presentations, we discussed different family types that were not mentioned
by the students. The discussion questions were used. Furthermore, we talked about
human rights and the right of living. We also discussed how we can respect others’
rights and their families. We summarized the session. The session lasted for 40

minutes.

Session 10

The aim of the session was to improve conflict resolution skills. The 10" session
started with the same ice-breaker exercise. We continue with the story called “The
Fox, Goat and the Cabbage” which was translated from UNESCO’s program. After
explaining the story to the class, | drew the story on the board. Students tried to guess

and did not let me tell the answer. All of them tried as a group but since they could
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not find the answer, they agreed upon learning the answer from me. After learning
the right answer, we used the discussion questions. Students realized that they only
used one way to solve the problem. They focused on crossing the river so they
couldn’t realize that there were more options. We also discussed how they can use
different ways of thinking in their daily lives with their friends. The session was
terminated by summarizing the session. The session lasted for 40 minutes.

Session 11

The aim of the session was to express the necessary skills for conflict resolution. The
11" session started with the same ice-breaker exercise. | reminded students that there
were only two sessions left for our program. We continued with the “Basics of
Negotiation” activity translated from UNESCO’s program. I explained what
negotiation is and how we can use it in our daily lives. | asked for examples of
negotiation. Students talked about how they tried to negotiate with their friends, but
they failed. Then, we talked about the importance of listening, empathy, and finding
alternative ways. We also discussed how the situations might worsen such as using
bad words, yelling at each other, and using physical violence. After this activity, we
moved on to the “Let’s Negotiate” activity translated from the UNESCO’s program.
| asked everyone to write down the problems that they currently had. Afterward, they
put their problems in a box. One volunteer student got one of the papers and read it
to the whole class. | asked for volunteers to role-play- in the problem situation. They
all volunteered so | picked two students for the first exercise which was about a
problem between two friends. All the students knew about the situation so they
showed me what had happened before. Then, we talked about how we could change
the situation. When one student started to change his words, | asked another
volunteer how she was feeling at that time. She said she was feeling more understood
so she could forgive her friend. We talked about the importance of communication,
empathy, and negotiation. We did one more demonstration. Different volunteers
picked a piece of paper and read it to the whole class. Then | picked 6 students for

the demonstration. We again discussed the related topics.

At the end of the session, students said that there were so many people talking during

the exercises. Since one of our group rules was to listen to each other, they said that
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nobody followed this rule during the session. Thus, they asked for a punishment for
themselves. We discussed the punishments with the class. | asked them to find a
punishment related to the content of the training. One of the students suggested a
writing punishment. So, | asked them to write a paper on what they learned during
the sessions. We terminated the session with the homework. The session lasted for

40 minutes.

Session 12

The aim of the session was to define the components of conflict resolution. The 12"
session started with the same ice-breaker exercise. | reminded the students that the
following session would be our final session. We continued with the “Conflict
Resolution” activity translated from the UNESCO’s program. We talked about the
differences between conflict and problems. Students stated that conflict refers to a
fight but the problems can be solved easily. However, they all agreed that both
concepts were not nice and created problems between friends and family. They
stated this is the main difference between them. We also discussed how the problems
or conflicts worsen: gossip, using bad words, physical violence, and ineffective
communication. After the discussion, the classroom was divided into four groups of
five. They tried to find the differences between a “problem” and a “conflict”. They
came up with basically the same concepts that we discussed in the classroom. We
also talked about how they can use the skills that they have learned during our
session. They brought their homework as well. I collected the homework at the end

of the session. The session lasted for 40 minutes.

Session 13

The aim of the session was to summarize the whole program and discuss the effect of
it. The final session started with the same ice-breaker exercise. | explained to
students that the session would be our last session. They insisted that | play more
games with them. We talked about what they learned during our sessions. They
talked about negotiation, empathy, careful listening, and conflict resolution. We
talked about the meanings of these words. Since they had already written down what
they learned and how they could use the skills as their homework, | did not want

them to write those things again. We also discussed how they can use the skills in
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their classroom. At the beginning of the sessions, we talked about a peaceful
classroom. | reminded them about a peaceful classroom and asked for the necessary
skills to create one. Before the termination, all students expressed their feelings and
long-term goals on peace education skills. The group was terminated by a reminder
of the session on the administration of the questionnaire. The session lasted for 40

minutes.

3.5. Data Collection Instruments

Semi-Structured Interview Protocols. Interview protocols were prepared by the
researcher and the supervisor of the study. The protocols were piloted before
conducting the actual interviews. Therefore, necessary modifications were made to
improve the interview protocols as a result of the feedback from the supervisor and

the dissertation committee.

Semi-Structured Interview Protocols for Needs Analysis. The interview
protocols for needs analysis were to refer to the four areas (1) the current
situation, (2) existing programs, activities, and methods used for increasing
the communication between local and refugee students, (3) strengths and
weaknesses of the existing methods, and (4) suggestions. The interview

protocol for needs analysis has 12 questions.

The needs analysis included questions such as “Can you tell me about the
situations you frequently encounter in your school/classroom and the services

T

you provide?”, “Can you talk about the relationship between local students

and refugee students?”, “Can you talk about what you experienced as a

school counselor/teacher in this process? What are your suggestions?” (see

Appendix C, D).

Semi-Structured Interview Protocols for Post Interviews. The interview
protocol for the program implementation part has 4 questions referring to
differences between local and refugee students before and after the pilot

implementation. The post semi-structured interviews include questions such
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as “Were there differences in the relationships between students before and
after the experimental? If so, can you share your observations?”, “Can you
tell me about the impact of the activities on your class?”. Expert feedback
was obtained for all semi-structured interview protocols and necessary

changes have been made (see Appendix E, K).

Observation form. This form was developed for teachers to understand if the applied
activities have an impact on students’ observable actions. Seven statements regarding
students’ communication skills with their peers and adults were indicated in the
observation form. Expert opinions were obtained for developing observation forms.
The forms were shared with teachers of experimental and control groups’ classroom
teachers before and after the program implementation phase to assess the

effectiveness of the program from classroom teachers’ perspective (see Appendix F).

Conflict Resolution Skills Scale (Giirdogan- Bayir & Giiltekin, 2019). This scale is a
22-item self-report questionnaire used to screen the conflict resolution skills of
primary schoolers. Students respond to each question on a 4-point Likert scale
ranging from 1 (definitely disagree) to 4 (definitely agree). It has two dimensions as
conflict resolution skills and resort to violence. The internal consistency of the scale
ranges from .92 to .81. The overall internal consistency of the scale is .92 (see
Appendix G).

Program Evaluation Form. This form was developed by the researcher for students
who attended the peace education program to get their objective feedback on the
program and the researcher. It consists of 17 questions under three subheadings a)
Evaluation of the Researcher, b) Evaluation of the Training Process, and c)
Evaluation of the Program Results such as “The instructions were clear and
understandable”, “We can listen to each other during the program”, “The program
helped me to develop my relationship with my friends". Students respond to each
question on a 3-point scale with options as 1 (agree), 2 (neither agree nor disagree)
and 3 (disagree). Expert opinions from the supervisor and the dissertation committee
were obtained regarding the form. The program evaluation form was shared with

students at the end of the pilot implementation (see Appendix J).
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3.6. Data Collection Procedures

Before starting the research, the required ethical permissions from the METU Human
Research Ethical Commission and the Ministry of National Education (MoNE) were
sought and granted. Sakarya, one of Tiirkiye's significant refugee-receiving cities,
was chosen by using convenient sampling. The most refugee-receiving school in
Sakarya was chosen for the research. This school was also a PIKTES Project school
which, implemented across various Turkish provinces, aims to support social
cohesion and educational access for these children, offering language training,
academic assistance, and additional resources like teachers, interpreters, and
technological facilities. The school was chosen for its representation of the program's
objectives. Refugee parents were interviewed by a translator provided by the
PIKTES Project. Since refugee students can communicate in Turkish, there was no
need for a translator.

The needs assessment interviews were conducted from the beginning of March 2021
until April 2021 at school. At the beginning of the interviews, participants were
informed about the aim and the flow of the interviews. Informed consent was
obtained from all participants before the interviews. Confidentiality was highlighted.
The parent permission forms were shared and collected before conducting interviews
with students. After analyzing the data collected during the need assessment phase,
the researcher adopted the “Learning to Live Together” program with expert and

practitioner feedback for the validity of the program.

Following program adaptation, the researcher proceeded to apply the program in a
chosen school, assigning one experimental classroom and one control classroom for
a total of 13 class hours. The researcher provided the school counselor and the
classroom teacher of the experimental group with activities, literature, and essential
resources during the implementation period. Assessment tools were administered to
both the experimental and control groups prior to and following the implementation
of the program. The control group received a brief peace education session as a
means of compensating for their participation in the experiment, following the

administration of the post-test (conflict resolution skills scale). The duration of this
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compensation program was five-course hours, encompassing the topics of peace

education, listening skills, diversity emphasis, and conflict resolution definition.

The program’s effectiveness was assessed through semi-structured interviews with
local and refugee students, local and refugee parents, and the classroom teacher of
the experimental group. This assessment identified the program's strengths,
weaknesses, suggestions, and solutions for the weaknesses to improve its
effectiveness. Furthermore, an interview was carried out with the school counselor to

obtain a comprehensive framework.

Table 3. 13. Research questions, participants, and data collection instruments

Data Collection
Instruments

Sub Research
Questions

Main Research
Question

Participants

What is the impact of ~ What are the 4 local students  Semi-structured

the adapted version of  identified needs and 4 refugee interview
UNESCO's "Learning  challenges of local  students protocols for
to Live Together" and refugee students 2 refugee needs analysis
peace education in a Turkish parents

program, tailored to refugee-receiving 2 local parents

the needs of fourth school from the 2 school

graders in a refugee- perspectives of counselors

receiving school, on school counselors, 4 teachers

their conflict
resolution skills,
regarding reaching
reconciliation and
resort-to-violence?

teachers, vice
principal, local and
refugee students,
and parents?

1 vice principal

How do the 22

qualitative and Experimental
quantitative findings Group Students
of the “Learning to (11 local and 11
Live Together” refugee)

peace education 20 Control

Conflict
Resolution
Skills Scale for
4" Graders,
Observation
Forms, Program

program converge Group Students  Evaluation

to provide an (10 local and 10 Form, Semi-
enhanced refugee structured
understanding of its  students) interview
effect on conflict School protocols for
resolution skills of ~ Counselor post-

4th graders at a Classroom implementation
refugee receiving Teacher

school in Tiirkiye?
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3.7. Data Analysis

3.7.1. Qualitative Data Analysis

The data collected from semi-structured interviews with students, teachers, and
school counselors was subjected to content analysis, a systematic and objective
method used to examine emerging patterns (Neuendorf, 2002). Consequently,
predetermined themes and codes were not employed in the qualitative data analysis
procedure, as the primary objective of content analysis is to uncover the data with
unexpected intricacies (Cresswell, 2013).

The transcribed data from the needs analysis and post-interviews were analyzed
using direct content analysis steps. The interviews with various stakeholders,
including school counselors, teachers, the vice principal, local and refugee parents,
and students, were transcribed using a pure-verbatim protocol (Mayring, 2014),
resulting in a comprehensive transcription spanning 78 pages. Initially, the
transcribed data underwent a meticulous examination to extract underlying codes.
These emerging codes were then highlighted, enabling the subsequent identification
and exploration of related themes and sub-themes. The transcribed data underwent a
content analysis process facilitated by two academics specializing in Guidance and
Psychological Counseling, in qualitative research methodologies. Their invaluable
input led to the merging of codes and the finalization of themes, ensuring a
comprehensive analysis. Similar steps were meticulously followed for the post-
interviews. Furthermore, the researcher's field notes and observations, compiled after

the study concluded, were transcribed and integrated into the results section.

3.7.1.1. The Trustworthiness of the Study

The qualitative data were collected at needs analysis and the program
implementation phases of the study. Lincoln and Guba (1985) suggest four ways to
increase the study's trustworthiness to strengthen the research; credibility,
transferability, dependability, and confirmability. Credibility is described as the truth

in the findings of the research. It can be viewed as the validity of qualitative
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research. It can be checked through persistent observation, triangulation, peer
debriefing, negative case analysis, referential adequacy, and member-checking. The
qualitative data were collected at needs analysis and the program implementation
phases of the study. Triangulation was used during the data analysis phase to ensure
the credibility of the data. Reflexive notes and observations were shared in the

method chapter to ensure credibility.

The second way to ensure the study's trustworthiness is transferability, giving
information about the applicability of research findings in other contexts. The most
prevalent way to ensure transferability is to use thick descriptions by giving detailed
information about settings, participants, and situations (Creswell & Miller, 2000;
Lincoln & Guba, 1985). Detailed information about participants, settings, and
quotations was provided in the method and results section to enhance the
transferability of the study.

Dependability is the third attribute. It refers to the stability of data over time and
conditions. To establish dependability, the research employed open-ended questions
and voice recordings during note-taking sessions. This approach not only ensured
accuracy in data collection but also provided a reliable basis for data analysis,
allowing for a verifiable audit trail. By combining these strategies, the study aimed to
provide a consistent and repeatable framework for interpreting the qualitative data,
thereby reinforcing the dependability of the research findings.

Confirmability is the final attribute that ensures the reliability of study findings by
emphasizing their neutrality. Confirmability is employed to establish the validity of
study findings while minimizing the influence of the researcher's personal bias.
Triangulation and reflexivity were employed to ensure confirmability. Throughout
the study, the researcher diligently documented her emotions, thoughts, and
observations in a contemplative notebook. This chapter provides an account of her
reflections. In addition, triangulation was employed to ensure objective handling of
the data during the analytic process. This involved exchanging the data with two

experts in Guidance and Psychological Counseling programs.
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3.7.1.2. The Role of the Researcher

This section elucidated the researcher/ trainer's involvement in the study and
provided an overview of her background. Furthermore, the trainer's experiences
during the research process were mentioned. She participated in numerous projects,
training sessions, and studies focused on refugees and peace education. The trainer
collaborated with underprivileged students in numerous national and international
programs carried out in Istanbul. Consequently, she got the opportunity to observe
the field and get insights into the realities of marginalized communities. The trainer
had extensive training in several areas such as human rights, conflict resolution,
communication skills, and peace education, which were provided by different non-
governmental organizations (NGOs). She devised a peace education program and
implemented it as part of her undergraduate internship at two distinct schools in
Istanbul. Consequently, she got the opportunity to witness the profound impact of
peace education on students. In addition, while she pursued her master's degree, she
specifically chose to focus on the topic of refugees in her thesis, taking into account
the prevailing social conditions of local populations and the refugee population. She
served as a visiting trainer at various institutions to investigate the refugee issue and
enhance her research capabilities. As a result, due to the trainer's growing interest in
refugees and peace education, which had gained worldwide significance, she made
the decision to create a peace education program for schools that receive refugees.
This decision was influenced by her study and analysis in her master's thesis.
Therefore, the trainer contributes to the development of efficient school-based

experimental programs.

The study was conducted in Sakarya, her place of origin. The school components
should engage in collaboration with the trainer to jointly construct the peace
education curriculum. Convenient sampling was employed in this research due to the
trainer's familiarity with the city's culture and existing connections with teachers and
school principals in that location. Consequently, the trainer was readily and
effortlessly accepted by the many components of the school.

The study delves into the intricate dynamics of a school environment grappling with

the challenges of integrating refugee families into the Turkish education system.
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Through a series of semi-structured interviews with teachers, students—both local
and refugee backgrounds—school counselors, parents from diverse backgrounds, and
the vice principal, a distinct eagerness to actively engage in the study was evident
among all participants. This marked enthusiasm played a pivotal role, offering an
authentic and unfiltered insight into the realities within the school. The trainer,
drawing from past encounters where political sensitivities had hindered open
discussions in governmental settings, found that the established rapport through
convenient sampling enabled candid conversations about the school's needs and
challenges. Amidst these discussions, a palpable sense of melancholy and frustration
emerged among counselors, teachers, and parents, particularly among refugee
parents grappling with language barriers and the nuances of the Turkish schooling
system. However, the involvement and trust placed in an experienced classroom
teacher acted as a catalyst, fostering parental participation due to the established trust
in the teacher's support for the study. These observations paint a picture of the
complexities and emotional depths underscoring the efforts to navigate the

integration of refugee families within the school context.

Prior to implementation of the pilot program, Tiirkiye experienced two massive
earthquakes in its eastern region. Hence, migration commenced from the eastern
region of Tiirkiye to other secure regions. Sakarya had a significant influx of internal
migration following the earthquake. The school faced prejudice towards refugee
families due to an influx of students from the eastern part of Tiirkiye, worsened by
strained resources post-earthquakes, sparking criticism towards refugee aid. This
hostility affected the school environment negatively, fostering animosity towards
refugees. Despite this, school activities played a role in resolving student conflicts.
After earthquakes prompted migration to safer areas like Sakarya, a shy student from
Hatay joined the experimental classroom. Initially reserved, she eventually made
friends, participated in activities, and helped others, suggesting that the program

might aid some students in making friends and feeling more connected to the school.

Additionally, the researcher undertook multiple roles within the context of this study,
primarily serving as both a researcher and a trainer, with a slightly greater emphasis

on her role as a researcher. This dual role proved beneficial, as it allowed for a
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deeper immersion into the school environment and facilitated a more nuanced
understanding of the dynamics at play. To maximize the impact of her involvement
and to foster trust and rapport with the students, she spent considerable time at the
school observing student behaviors and taking detailed notes. This consistent
presence not only enabled her to gather rich, contextual data but also helped to build
meaningful relationships with the students.

The prolonged engagement with the school community significantly altered the
trainer's perspective and approach. As she observed and interacted with the students,
she adapted her methods and interactions to better suit their needs and the
educational context. This adaptation process was not just beneficial for the research;
it also contributed to her personal and professional growth. By being physically
present and actively participating in the school environment, the trainer was able to
witness firsthand the transformative potential of the peace education program, both
for the students and herself. This deeper connection with the participants enhanced

the authenticity of the data collected and enriched the overall research experience.

3.7.2. Quantitative Data Analysis

The results of the “Conflict Resolution Skills Scale” conducted before and after the
program implementation were analyzed by using quantitative methods. Before
conducting the analysis, the univariate normalities were examined to decide the
appropriate statistical analysis for the data set (Tabachnick & Fidell, 2014).
Assumptions were examined through SPSS Version 28 (IBM Corp, 2022). Before
the analysis of the assumption, data were screened for missing values. Since there
were a small number of students and the questionnaire was conducted with the
group, there were no missing values. Univariate normalities were examined using Q-
Q Plots, histograms, Skewness and Kurtosis values, Kolmogorov- Smirnov and
Shapiro-Wilk tests. Skewness values ranged between .378 and 1.387, and kurtosis
values ranged between -.114 and .925. These values demonstrated evidence for non-
normal distribution (Brown, 2015). Histograms and Q-Q plots were visually
inspected, and the non-normal distribution was observed (Field, 2018). Non-

parametric tests were conducted since the normality was not ensured.
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Non-parametric tests were employed to assess the effectiveness of the program on
the pre-test, post-test, and follow-up conflict resolution scores of experimental and
control group students (Kraska-Miller, 2014). The Mann-Whitney U Test (for
between-group differences), Friedman’s Test (for within-group differences), and the
Wilcoxon Signed-Rank test (as a post-hoc test) were used. Moreover, for the
responses to teacher-observation and experimental group students’ program
evaluation forms, frequencies and percentages were calculated. The effect size of the
experiment was evaluated by considering the effect size classification of Cohen
(1992) where 0.1 indicated a small, 0.3 indicated a moderate, and 0.5 and above

indicated a large effect size.

3.8. Limitations of the Study

First of all, the study was planned with a convenient sampling approach, which later
posed a limitation. The findings derived from a convenient sample may not
accurately reflect the broader population, undermining the generalizability of the
research outcomes. Furthermore, the unexpected delay in school openings due to an
earthquake necessitated an adjustment in the session schedule. Originally intended to
be held once a week, the sessions were conducted twice weekly to compensate for
the lost time, affecting the program's selection and execution. In addition, it has
impacted the timeframe for follow-up assessments, resulting in only six weeks for

evaluation.

Moreover, the limitation of conducting the needs assessment within a single refugee-
receiving school restricts the study's scope. The issues and requirements could differ
across various refugee-receiving schools in different regions of Tiirkiye.
Consequently, the generalizability of the findings should be approached cautiously,

considering potential regional variations in needs and challenges.

Due to the nature of employing semi-structured interviews in the assessment process,
the study inherently confronts a potential threat from the interviewer effect, as the
data collection process can be influenced by the trainer. To address this limitation,

the semi-structured interviews underwent scrutiny by field experts. Additionally,
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supplementary data such as program evaluation forms, observation records, and
questionnaires were utilized alongside interviews to provide a broader perspective.
However, the involvement of a translator in certain interviews with refugee parents
might have affected communication dynamics and the establishment of rapport

between the parents and the trainer.

Additionally, the school involved in the study was a PIKTES school which was
equipped with additional resources such as translators, extra school counselors, and
teachers. These teachers receive training in empathy and conflict resolution, which
could have influenced the needs analysis part. This presence of enhanced resources
and training might have impacted the results, making them not entirely replicable in

other settings without similar support.

Utilizing existing groups as control and experimental sets instead of random
assignment poses a limitation. Conducting the program in an unfamiliar school
environment may introduce potential outsider effects, impacting relationships with
students, teachers, and the school principal (Brannick & Coghlan, 2007). However,
efforts to mitigate this limitation included clarifying the trainer's role to students and
teachers, as well as spending time with students prior to the program's pilot

implementation while administering questionnaires to minimize the outsider effect.

Additionally, the restricted duration of 40 minutes per session posed challenges,
particularly for activities involving role-playing, as students expressed a desire for
more time to engage in hands-on exercises. Consequently, the limited duration of

implementation restricted the depth of some activities within the study.

Another limitation of the study stems from the dual role of the researcher as both the
trainer and the implementer of the program. This overlapping responsibility meant
that it was challenging to objectively assess the level of attention and engagement
from the students during the sessions. As the researcher was deeply involved and
personally invested in the success of the program, this could have influenced her
relationships with students which eventually have an impact on the results of the

study. This limitation underscores the need for independent assessments in future
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studies to provide a more balanced evaluation of the implementer for the program

implementation.
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CHAPTER 4

RESULTS

The study unfolded across three sequential phases. The initial phase entailed a
comprehensive analysis of the school’s situation and requirements, focusing on its
various components to elucidate inherent needs and challenges. Subsequently, the
second phase involved tailoring UNESCO's "Learning to Live Together" peace
education program to align with the specific requisites identified within the school
environment. Lastly, the third phase encompassed the implementation and testing of
the adapted peace education program within the school, aimed at evaluating its
efficacy in enhancing the conflict resolution skills of local and refugee students. This
section provides a detailed exposition of the outcomes achieved at each stage,
offering a comprehensive and lucid framework for understanding the study's

progression.

4.1. Results of the Situation and Needs Analysis

The initial research question in this study centers on understanding the needs and
challenges within a refugee-receiving school in Tiirkiye concerning the dynamics of
the local-refugee relationship, exploring perspectives from diverse school
components such as school counselors, teachers, administrators, local and refugee
students, and parents. Within this section, a content analysis of interviews conducted
with various school stakeholders, including the vice principal, school counselors,
classroom instructors, as well as local and refugee families, and students, has been
presented. This analysis yielded an overarching theme which is “Cohesiveness”
alongside three primary themes, providing comprehensive insights pertinent to the
study's objectives. The main themes are: (1) Aggravating factors for unity, (2)

Institutional needs and issues, and (3) Facilitative factors for unity.
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Additionally, this section incorporates specific sub-themes, codes and quotations
gleaned from the interviews, contributing to the overall transferability and credibility
of the study's findings.

Environment
Aggravating al Factors
Factors for
Unitv \ Individual
Factors
School Issues
Institutional i
. Training
Cohesiveness Issues and Needs
Needs
Policy Issues
Parent
— Characteristi
Facilitative / cs
Factors for
Unity \ Peaceful
School
Fnvironment

Figure 4. 1. Results of the needs analysis
4.1.1. Aggravating Factors for Unity

Participants were asked regarding the relationship between refugee and local
students, as well as the psycho-social adaptation process of refugee students. They
reported a tumultuous relationship between local and refugee students, as well as
their parents. In addition, the participants emphasized specific elements such as
socioeconomic status, cultural background, and broken families that influence the
process of psycho-social adaptation. Hence, the psycho-social adaptation process of
refugee students is examined by considering both individual and environmental

aspects, which are further categorized into two sub-themes.
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As indicated in Figure 4.2, two sub-themes emerged under the aggravating factors
for unity as follows; (1) Environmental Factors and (2) Individual Factors.
Environmental factors consist of (a) exclusion by local students, (b) academic issues,
and (c) local discourses. Academic issues have one sub-code-named teacher
attitudes and language. Local discourses are exclusion by locals and trust in
refugees. Individual factors cover (a) local students’ issues, (b) refugee students’
behavior, (c) refugee family attitudes, (d) (un)familiarity, (e) socio-economic factors,
(f) issues related to migration, and (g) prejudice. Local students’ issues are broken
families and socio-economic issues. (un)Familiarity includes in-group behavior and
cultural differences. The socioeconomic factors of refugees are financial factors and

broken families.

Individual
Factors

Environmental

Factors

1. Local Students'
Issues

2. Refugee Students'
1. Exclusion by Behavior

Local Students 3. Refugee Family

2. Academic Issues Attitudes
3. Local Discourses 4. (un)Familiarity

5. Socio-economic
Factors of refugees

6. Issues Related to
Migration

7. Prejudice

Figure 4. 2. Sub-themes and codes of aggravating factors for unity

4.1.1.1. Environmental Factors
4.1.1.1.1. Exclusion by Local Students

Exclusion by local students was mentioned by all teachers (n=6), local and refugee
parents (n=3), and local students (n=3). According to Local Student 3, there's a

reluctance among students to have refugee students in their classrooms. Moreover,
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they express a disinterest in playing with them due to language barriers and
unfamiliarity with the rules stating that "I want them to leave this class. They are

bothering us.” (Onlarin swmiftan gitmesini istiyorum. Bizi rahatsiz ediyorlar.)

Local Student 3

In connection to this, parents also brought up the issue of exclusion observed among
local students, noting that divisions between refugee and local students were
apparent within the school environment. Specifically, a local parent highlighted this
exclusion, providing justification by suggesting the reason as “Unsurprisingly, the
kids get to cluster in time. This is just normal when there are foreigners: those kids
who come from foreign lands are alien to us and we are alien to them too.”
“Gruplagmalar oluyor tabii ¢ocuklar arasinda. Bu normal ¢iinkii onlar bir yerden

kalkip gelmisler onlar bize yabanci biz onlara yabanci.” (Local Parent).

Similarly, all six interviewed teachers highlighted instances of exclusion by local
students within the classroom setting. A 4th Grade Classroom teacher specifically
mentioned that refugee children are advised to refrain from speaking Arabic in front
of their peers to prevent being marginalized within the group.

There was this problem about a kid: in a previous class that | taught, 1 had a
student whose family was a well-educated family from lrag, and the kid
himself was very hardworking. He started to attend my classes in the first
grade and continued until the 4th grade. He didn’t know Turkish when he
first arrived, but in time he learned the language. He used to speak Arabic
earlier in his time here, but then he stopped doing that. | have never heard
him speak Arabic since then. He didn’t want his classmates to hear him speak
Arabic - he was kind of ashamed. When | assigned him a task, like,
translating something, he would go and whisper his words to his classmates’
ears. He never wanted to be heard while speaking Arabic.

Bir de soyle bir sey vardi mesela bir tane daha énce mezun ettigim sinifta
benim bir 6grencim vard: aile ¢ok egitimli bir aileydi Irakliydi bunlar ve
¢ocuk c¢ok c¢aliskandi. Basta ilk 1. swimifta geldi 4. simifa kadar benim
swmiftaydi. Hi¢ Tiirkce bilmiyordu ama sonra ¢ok giizel Tiirk¢e 6grendi ve
baslarda Arap¢a konusuyordu ama sonra ben o ¢ocugun hi¢ Arapg¢a
konustugunu duymadim. Arapga konusurken arkadaglarimin duymasindan
utaniyordu. Ben sey yapmasint istiyordum terctimanlik yapmasini istiyordum
baska dgrencilere falan yapmiyordu mesela utaniyordu Arap¢a konusmaktan.
Dislanmaktan korkuyordu herhalde oyle diisiiniiyorum. Tek 6grenciydi o
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zaman. En son gordiigiim swinifta 2 tane daha gelince onlara terciimanlik
falan yapmasini istedigimde gidip kulaklarina soyliiyordu hi¢ asla Arapga
konusulmasini duyulmasini istemiyordu. 4™ Grade Classroom Teacher

4.1.1.1.2. Academic Issues

Within the academic issues code, two sub-codes were identified: teacher attitudes
and language. In discussions with two school counselors, three teachers, and a local
parent, it was noted that teacher attitudes could serve as an aggravating factor
hindering the psycho-social adaptation of refugee students within the school.
Specifically, teachers were observed to potentially exhibit exclusionary behaviors
towards refugee students, which, if imitated by local students, could propagate
externalizing behaviors throughout the school. One teacher succinctly summarized

this concern by commenting that

A student of mine told me the other day that another teacher of his did not
want him in the classroom and that he beat him. He is just a kid, and that
made me really sad. He is one of the top students in my class. In fact, if you
told me to rank my students, I would give him the first place. | asked him the
reason for that other teacher’s attitude, saying maybe he was misbehaving
and that’s why his teacher was reacting. He says I don’t do anything wrong,
but my teacher is constantly reprimanding me. He is always beating me no
matter what. He doesn’t let me explain anything. This kid is being ostracized.
When the other kids in the class see this teacher as a role model, the attitude
is reflected in their behavior too. There is serious polarization in that class.
The children do not play together with foreigners when they go out to the
garden to play. Everyone hangs out with the members of their own group.
The foreign students are labeled as “Arabs,” and they are ostracized and
alienated. The big slice of the pie always goes to the mainstream. They feel
that the foreigners can have their share only if there is some left. This attitude
is reflected in the atmosphere of the whole school. It may leave the classroom
and spread to the whole school.

Bana mesela gecen anlatti bir tanesi benim diger siniftaki ogretmenim hig
istemiyor dedi. Ogretmenim beni hep déviiyor. O cocuk gercekten cok iiziintii
duydum benim sinifimdaki bir numarali ogrenci. Sinifi sirala deseniz bire
koyacagim bir ogrenci. Niye dedim hani yaramazlik yapryorsundur belki o
yiizden 6gretmenin kiziyordur falan diyorum ¢ocuga. Yoo diyor highbir sey de
yapmiyorum ama 6gretmenim bana kiziyor diyor. Hep doviiyor zaten diyor.
Beni hi¢ konusturmuyor diyor. Otekilestiriliyor cocuk. Bu &gretmenin de
boyle rol model gériince Tiirk ¢ocuklara da yansiyor. O swnifta ciddi bir
kutuplasma var. Bahgede oyun oynarken beraber oynamuyorlar kesinlikle.
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Herkes kendi grubuyla takiliyor. Araplar denip onlar étekilestiriliyor ya da
dislaniyor. Pastadaki biiyiik dilimi hep digerleri almak zorunda onlar kalirsa
yesin gibi oluyor. Bu okulun atmosferine de yansiyor. Siniftan ¢ikip okulun
geneline de yayilabiliyor. 3" Grade Classroom Teacher

Teachers (n=4), school counselors (n=2), local parents (n=2), local students (n=2), a
refugee parent (n=1), and the vice principal (n=1) collectively emphasized the
substantial impact of language barriers on the psycho-social adaptation process of
refugee students and creating harmonious school environment. The Vice Principal
articulated that the language barrier poses challenges for refugee parents in obtaining
essential information about school rules and regulations, ultimately resulting in

difficulties for students in adjusting to the school environment.

How am I supposed to explain to the mother’s issues like transportation, the
schedule of the school, lunchtime, and so on? Telling them things like ‘talk to
the teacher’, ‘come to school in proper uniforms,’ or asking kids about how
they come to school and warning them against traffic accidents...We are
trying to arrange all this stuff, but cannot do it as properly as we wish, all
because of the language barrier.

Nasil gelip gideceksin, anneye dert anlat, okul giris ¢ikis saatlerini, beslenme
saati su, teneffiis saati su. Ogretmenle iletisime ge¢c. Okulun kilik kiyafet
diizenine gore gel. Nereden geleceksin? Bak trafik var ¢evreyi biliyor musun.
Bu gibi bilgilendirmelerde bulunmaya c¢alistyoruz ama hep eksik kalyyoruz.
Niye? Dil sorunundan. Vice Principal

The language barrier also impacts the students’ academic success. It was expressed
by the 4" Grade Classroom Teacher as “Assignments are coming undone. You can't
express yourself. You can't reach the parents in any way. These are very big
problems. After a certain point, once the children slowly start learning Turkish,
those problems gradually start to decrease, but in the beginning, they are indeed
very, very significant issues, of course. (Odevler yapilmadan geliyor. Kendini
anlatamiyorsun. Hi¢bir sekilde veliye ulasamiyorsun. Bunlar ¢ok biiyiik bir sorun.
Belli bir seyi gectikten sonra c¢ocuklar artik Tiirk¢eyi yavas yavas ogrenmeye
basladiktan sonra yavas¢a artik o sorunlar biraz azalmaya basliyor ama baslarda

cok ¢ok biiyiik sorun oluyor tabii ki.)” 4" Grade Classroom Teacher
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4.1.1.1.3. Local Discourses

Within the local discourses code, two sub-codes were identified: exclusion by locals
and trust in refugees. Two school counselors, four local students, and three teachers
emphasized instances of exclusionary behavior exhibited by local parents and
children toward refugee students, significantly impacting the psycho-social
adaptation process of the latter. Notably, Local Student 3 highlighted contributing

factors to this negative impact, expressing that

My friends told me about it all when | first joined this class. | felt nervous
when | witnessed their condition anyway. I missed my previous class. | even
cried when | first moved here. | missed my friends a lot.

Arkadaslarim ben sinifa geldigimde her seyi anlattilar. Ben onlar: gériince
zaten biraz tedirgin oldum eski okulumu ozledim hatta buraya ilk
tasindigimda aglamistim arkadaglarimi 6zlemigtim. Local Student 3

Most teachers indicated that parents' behaviors play a pivotal role in the exclusionary
conduct observed among local students. This sentiment was echoed by the school
counselor, who mentioned that “Because they arrived here in large numbers after the
first Syrian war, the locals found it hard to accept them. The parents display
emotional reactions. This is what | have been told by the teachers here and the
administration alike.” (Ilk Suriye savasindan sonra ciddi bir sayida geldikleri icin
insanlar kabullenmekte biraz zorluk yasadilar, tepkisel yaklasiyorlar veliler.
Osretmen arkadaglarimin da idarenin de bana soyledigi bu oldu.) School Counselor

(PIKTES), there are reactive responses of local parents towards refugee students.

The second sub-code, identified as "trust in refugees,” was highlighted by two school
counselors, one vice principal, and two local parents. Regarding the assistance

provided by locals to refugee families, participants mentioned that

We give them a hand, but we experience problems afterwards...We cannot
see the things that we give away. A couple of times, we even saw them sell
what we had given them. When this is the case, the other parents do not want
to help them anymore.

Yardim eli uzatiyoruz baska bir sey c¢ikiwyor... Verdigimiz yardimlar
goremiyoruz, bir kag kere sattiklarina sahit olduk. Durum boyle olunca diger
veliler de yardim etmek istemiyorlar. Local Parent 1

102



4.1.1.2. Individual Factors
4.1.1.2.1. Local Students’ Issues

Local students' challenges encompass broken families and socio-economic issues,
with these sub-codes being identified and discussed unanimously by all four
teachers, three school counselors, one vice principal, and two local parents. There
was a consensus among all teachers regarding the detrimental impact of broken
families and socio-economic challenges faced by local students on the psycho-social
adaptation of refugee students. Elaborating on this, a school counselor stated that

Overall, we may talk about disadvantaged students, whether they be Turks or
foreigners. This is a school that disadvantaged students attend in the first
place. In our surroundings, there are multiple-story buildings, but it is an
earthquake-prone zone. This is an area where locals who have the financial
means leave. The financial situation here is reflected in our everyday life. The
school budget, and the socio-economic level of the people
around...everything results from these circumstances.

Genel anlamda baktigimiz zaman evet biz dezavantajli 6grencilerin, yabanci
Tiirk farketmez, dezavantajli ogrencilerin geldigi bir okul burast en
nihayetinde. Ciinkii etrafimiz ¢ok katli binalardan olusuyor ve burast deprem
bolgesi. Yerli halkin durumu olup buradan ayrildigi bir bolgedeyiz.
Dolayisiyla bu her seyimize yansiyor. Okulun biitcesinden tutun sosyo
ekonomik diizeyden tutun biitiin her seyi bizim bu durum eserini gorebiliriz
sonug olarak. School Counselor (MoNE)

Teachers emphasized that due to the prevalence of divorce among local students'
parents, many are primarily raised by their grandparents, contributing to behavioral
problems like aggression and bullying among these students (n=4). Consequently,
refugee students arriving in this new environment might adopt and internalize these
behaviors as they integrate into the school setting. Additionally, a significant
majority of participants (n=7) noted the low socio-economic status of local students.
Consequently, government-provided financial and social assistance to refugees

generates further unease among local students and families (n=5).
4.1.1.2.2. Refugee Students’ Behavior

A majority of participants (n=13), including teachers (n=4), school counselors (n=2),

the vice principal (n=1), local students (n=4), local parents (n=2), and refugee
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parents (n=2), highlighted various behavioral problems among refugee students.
These issues encompassed bullying (n=5), causing distractions for others or teachers
during class (n=8), arriving late to class (n=3), exhibiting aggressiveness (h=10), and
neglecting homework assignments (n=5). One local student succinctly summarized
the behavioral challenges faced by refugee students and their impact on the psycho-

social adaptation process by stating that:

We offer to play together during recess. We want to get along with them, but
all in vain. They seize the ball, throw it away, and don’t let us play. They use
dirty language with us. We girls want to get on well with them, be friends,
and get to know one another, but they don’t want that. We approach them
and try to speak to them about an issue, but they don’t treat us well.

Sonra teneffiislerde birlikte oynayalim diyoruz onlara anlasmak istiyoruz
ama olmuyor. Onlar topu alworlar oteki taraflara atiyorlar bizi
oynatmiyorlar bize kotii laflar séyliiyorlar. Biz kizlar onlarla anlasmak
istiyoruz hem dost olalim tamsalim diye ama onlar istemiyor. Bir sey oldugu
zaman onlarin yamna gidiyoruz soyliiyoruz ediyoruz ama onlar bize iyi
davranmiyorlar. Local Student 3

Additionally, teachers (n=4) and school counselors (n=2) emphasized the tendency
toward violence within the culture of refugee students present in their schools.
Notably, a significant number of students (n=8) might encounter violence within
their families. The importance of this cultural aspect was underscored by one of the
school counselors, who highlighted its significance regarding family culture in the

following quotation:

Behavioral problems are our biggest issue because socially and culturally,
they have a tendency towards aggression. They experience the same issues
within their own families. Our teachers suffer from this because it is the norm
to train kids with spanks at home and school. These kids have that sort of
cultural background. We, on the other hand, do not have an education system
that promotes beating students. Therefore, it is harder for us to change the
kids” behavior compared to the other Kids.

Davranis problemleri en biiyiik sorunumuz ¢iinkii toplum ve kiiltiirel
ozellikleri bize gore daha gsiddete meyilli. Aile i¢inde de bunu yagiyorlar.
Hatta ogretmenlerimiz bunu yagsiyor ¢iinkii evde hep bir dayakla egitim veya
onlarin egitim sisteminde de dayak var. Bu kiiltiirle gelmis ¢ocuklar. School
Counselor (MoNE).
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One teacher also stated that

Even in their own families, when | call the troubled student's parents and
explain, 'Look, your child is behaving disrespectfully, I'm saying not to do
this," they respond by saying, 'Hit them," for example. The father and mother
tell me to hit their child. I ask, 'How can 1 hit your child?" This means that
this child experiences violence at home. The students are already very afraid
of their fathers. When | mention calling their father to the school, they
immediately become silent and scared, sitting down and starting to cry. This
makes me think they're experiencing violence. That's why the children are
inclined towards violence.

Kendi velilerimden bile duydum, benim sikintili é6grencimin  ailesini
cagirdigimda bakin saygisizlik yapryor diyorum vur ona diyor mesela. Babasi
annesi soyliiyor bunu. Ben senin ¢ocuguna nasil vurayim. Demek ki bu ¢ocuk
ailede siddet goriiyor. Zaten babalarindan ¢ok korkuyor dgrenciler. Babani
cagwricam dedigimde okula hemen sus pus olup korkuyor oturuyor aglamaya
basliyor demek ki siddet goriiyor diye diisiiniiyorum. O yiizden ¢ocuklar
siddete meyilli. 4™ Grade Turkish Teacher

One teacher provided insight into these issues by illustrating a real-life example from

her classroom, stating that:

| often have to deal with the issue of aggression. This is because the students
are victims of war. Most of them may not have experienced the war first-
hand, but I have had students who have. | have had students whose faces |
have seen the traces of war. For example, there was a student of mine whose
face was hit by a piece of a rocket. He was badly hurt. I saw him in Mersin. |
was taken aback then. They had escaped and landed here. There were some
other students whose bodies carried the marks of war. These students have
been exposed to the sounds of guns and bombs. Understandably, they are
prone to aggression, with an aim to defend themselves. When you touch them,
they may think that you're going to hit them, and then some end up hitting
their friends. There are kids who have a tendency towards violence and
fights. This is the most common problem we have here. There is a fight even
in their games. The other day, one of my students got his forehead injured. He
had hit a radiator. We checked the CCTV cameras to see what had happened
and saw that the kids were playing but were actually hitting each other in the
play. I bring up this issue very often, and so does the administration, but
these kids have a tendency to violence, the foreigners in particular.

Genelde siddet sorunuyla c¢ok karsilasiyorum bu ogrenciler biraz savas
magduru olduklart igin ¢ogu belki savasi gormemis evet ama birebir géren
ogrencilerim oldu. Savagin izini yiiziinde gordiigiim d&grencilerim oldu.
Savasta roket parcast yiiziine degen o6grencim vardi mesela yaraliydi.
Mersinde gormiistiim ben onu. Cok sasirmistim kacmislar gitmisler. Oyle
ogrenciler de vardi viicutlarinda savasin izleri olan. Bu ogrenciler top tiifek
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sesleri yani bomba sesleriyle duyan maruz kalan é6grenciler. Dogal olarak
biraz siddete kendini koruma icgiidiisiine ¢ok bagliyor. Sen ona
dokundugunda vuracagini zannedip hemen arkadagina vuran égrenciler var.
Siddete kavgaya meyilli 6grenciler var. Zaten en ¢ok bu tarz sorunlar oluyor.
Oyunlarinda bile kavga var gegen bir égrencimin alnt yarildi. Kalorifere
degmis. Kameradan baktik nasil oldu diye oyun oynuyorlar aslinda oyun olan
bir sey ama oyunda birbirlerine vuruyorlar vurarak oyun oynuyorlar: Bunu
¢ok soyliiyorum ben sinifta idare de soyliiyor ailesi de soyliiyor ama bu ¢ocuk
maalesef siddete meyilli oluyor ozellikle yabanci uyruklu ogrenciler. 31
Grade Classroom Teacher

4.1.1.2.3. Refugee Family Attitudes

Four teachers, two school counselors, and the vice principal highlighted refugee
attitudes as a primary impediment affecting the psycho-social adaptation process of
refugee students in schools. Reflecting this sentiment, one of the teachers conveyed
that:

Especially during the pandemic, we used to tell the kids to line up and then
hand them to their parents one by one, saying here is your kid, there goes
your kid, and so on. We didn’t cast them off. Now I see that the Turkish
families come and pick up their kids, be it an elder brother or the mother or
the father. The kid gets picked up somehow. But the Arabs trust their kids too
much. They have this laissez faire attitude. There are those who pick up their
kids, for sure, but most of them go home on their own, without needing
company. | have observed that this could be due to the sheer number of the
kid’s parents — You know...one cannot be in two places at once.

Biz ozellikle bu pandemi doneminde sirayla ¢ocuklari alip birebir ailelere
teslim ediyorduk, al sen ¢cocugunu sen ¢ocugunu al. Basibos birakmiyorduk.
Simdi bakiyorum yine bizim Tiirk ailelerin mutlaka abisi geliyor, annesi
geliyor, babasi geliyor, bir sekilde c¢ocuk aliniyor. Bakiyorum Arap
ogrencilere, ¢ok ¢ocuklarina giiveniyorlar. Saldim c¢ayira meviam kayira.
Tabii alanlar da var ama genelde ihtiya¢ duymadan kendileri gidiyorlar
evilerine. Cocuk sayist fazla oldugu i¢in belki yetisemedikleri i¢in oyle birsey
de var gozlemledim. 3" Grade Classroom Teacher

Regarding this matter, teachers emphasized the influence of parental behavior on the

academic and social life of refugee students in school. They expressed that:

The families may be inattentive. When we establish a dialogue with a kid, this
is usually what the kid conveys to us. Say...you asked the kid to do something,
but he didn’t do it. When you ask them why he didn’t, he said his parents
hadn’t allowed him to. In fact, the kid is caught in the middle. The teacher
tells him something, but the folks at home say no to that. So, the kid can’t find
a way out. We sometimes have this kind of problem.
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Ailelerin ilgisizlikleri olabiliyor. Cocugun da hani kurdugumuz diyalog
iletisimde yansittigt kadart bu oluyor. Mesela bir sey istiyorsun ¢ocuktan
yapmiyor ya da getiremiyor. Neden diye sordugunda annem ya da babam
olmaz dedi. O izin vermedi yapmad: falan. Cocuk da aslinda arada biraz
arada kaliyor yani. Ogretmen oradan onu séyliiyor evdekiler yok diyor. O da
arada bir stkismis caresiz kaliyor biraz. Oyle problemler olabiliyor. 3" Grade
Turkish Teacher

4.1.1.2.4. (un)Familiarity

(un)Familiarity includes in-group behavior and cultural differences. All refugee
students (n=4), refugee parents (n=2), school counselor (n=1), and teachers (n=3)
indicated that refugee students are socializing with only groups that can speak their
native language. Refugee Student 1 stated that "I have an lIraqi friend who lives
nearby. Because they know Persian too, we speak in Persian. | hang around only
with him.” (Irakl arkadasim var bize yakin oturuyor onlar da Farsg¢a bildikleri i¢in
Fars¢a konusuyoruz. Sadece onunla goriisiiyorum.). Also, Refugee Student 4
indicated that “I play with the Arabs the most because we speak the same language.
We have the same vocabulary. It is easy to communicate” (En ¢ok Araplarla

oynuyorum ¢tinkii ayni dili konusuyoruz, kelimeler ayni. Anlagmamiz kolay oluyor.).

In connection with this observation, it was further clarified that this trend stems from
the specific neighborhood where refugee children reside (n=5). The school counselor
and teachers noted that refugee students often inhabit the same street or live within
the same apartment complexes. The availability of stores, supermarkets, and services
predominantly operated by Arabic or Persian-speaking proprietors contributes to an
environment where refugee students have little necessity to engage with local
Turkish residents. This insularity significantly impacts their process of psycho-social

adaptation.

Regarding cultural differences, noted exclusively by the school counselor (n=1) and
teachers (n=2) affiliated with the PIKTES project, it was highlighted that gaining
insights into the culture of refugee students aids in their psycho-social adaptation.
This understanding enables teachers to comprehend the cultural norms, behavior, and

thought processes of refugee students. The school counselor remarked that:
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Some kids cannot even unfold a document that | hand to them. | have so many
of those kids who come back not having been able to do that. Why does that
happen? Because even the title of a document is different in their home
country. Their cultures are so different.

Bazi ¢ocuklar gésterdigim kagidi bile agamiyor bu sekilde gelenler oluyor,
¢ok oluyor. Neden kaynaklaniyor bu oradaki yazidan yazimn bashgimin yer
bile farkl, kiiltiirleri farkli. School Counselor (PIKTES)

4.1.1.2.5. Socio-economic Factors of Refugees

Refugee parents (n=2), local parents (n=2), and all teachers and vice principal
including school counselors (n=7) mentioned broken families among refugee
children, emphasizing their influence on the psycho-social adaptation process.
Teachers and parents noted the challenges faced by refugee students in aligning with
the financial circumstances of local students. A refugee parent highlighted that local
students receive more pocket money from their families and have the means to wear
different t-shirts daily, posing challenges for refugee parents to meet these standards.

Expanding on this, the school counselor remarked that:

There are kids here who have difficulty meeting even their basic needs. There
are those who go to bed without having eaten anything. Mostly they live in
overcrowded homes. Their financial situation is bad, and their life standards
are quite low.

Temel ihtiyaglara ulasmakta bile sikinti yasayan ¢ocuklarimiz var. Burada
gelip hi¢bir sey yemeden giinii bitiren ¢ocuklar var. Genel olarak kalabalik
evlerdeler. Maddi durumlari, yasam kaliteleri ¢ok sikintili. School Counselor
(PIKTES)

Furthermore, teachers, the vice principal, and school counselors (n=7) emphasized
that refugee students predominantly live in households without their fathers.

Elaborating on this, a school counselor remarked:

There are kids who have lost their fathers in the war. Or the families of some
of them have been broken. Or in some cases, the father is nowhere to be
found. His fate is unknown. There are such broken families. They have no
other option but to turn back to community life, where they have their
relatives like grandparents or uncles as caretakers. This decision is related to
economic reasons and also mothers and fathers that were lost.

108



Savasta babalarint kaybeden ¢ocuklar var. Veya aile par¢alanmis oluyor bu
stiregte. veya hi¢ ulasilamiyor babasina ne oldugu da belli degil. Bu sekilde
parc¢alanmis aileler var. Babaneleri, ananeleri gibi, ya da iste amcalari yani
boyle toplu yasama doniiyorlar mecburen. Ciinkii hep ekonomik arka plani
var hem de kaybedilmis anne babalar var. School Counselor (MoNE)

4.1.1.2.6. Issues Related to Migration

Teachers (n=3), school counselors, and the vice principal (n=3) unanimously
acknowledged that migration-related issues significantly impact refugee students’

psycho-social adaptation. To emphasize this, one teacher commented:

| have had students on whose faces | have seen the traces of war. For
example, there was this student of mine whose face was hit by a piece of a
rocket. He was badly hurt. | saw him in Mersin. They had escaped and landed
here. There were some other students whose bodies carried the marks of war.
These students have been exposed to the sounds of all sorts of guns and
bombs.

Savasin izini yiiziinde gordiigiim ogrencilerim oldu. Savasta roket pargasi
yiiziine degen 6grencim vardi mesela yaraliydi. Mersinde gormiistiim ben
onu. Cok sasirmistim kagmiglar gitmisler. Oyle ogrenciler de vard:
viicutlarinda savagin izleri olan. Bu 6grenciler top tiifek sesleri yani bomba
sesleriyle duyan maruz kalan égrenciler. 3" Grade Turkish Teacher.

In relation to this, this teacher explains the behavioral issues of refugee
students with this code, indicating that “Understandably, they are prone to
aggression, with an aim to defend themselves. When you touch them, they
may think that you're going to hit them, and then some end up hitting their
friends.” (Dogal olarak biraz siddete kendini koruma i¢giidiisiine ¢ok
baghyor. Sen ona dokundugunda vuracagini zannedip hemen arkadasina
vuran égrenciler var.) 3" Grade Turkish Teacher

4.1.1.2.7. Prejudice

The other most frequently mentioned code by teachers (n=3), local parents (n=2),
school counselors, and the vice principal (n=3) is the refugee students’ prejudice
toward learning Turkish culture and language. Expanding on this, a school counselor
commented: “They are biased against Turkish. They say, for example, that they do
not want to learn the language. They don’t even give it a thought.” “Tiirkce
ogrenmeye karsi onyargilart var. Ben o&grenmek istemiyorum diyor mesela. O

konuda kendini kapatmus, direng gosteren ¢ocuklar var.” School Counselor (MoNE).
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Regarding this matter, another teacher conveyed that

I have students who say that they don’t like Tiurkiye and that they are
mistreated here. They say that others don’t want them here. Naturally, these
kids experience this kind of negative feelings.

Benim  Tiirkiye'yi sevmiyorum, bize burada kotii davraniyorlar diyen
ogrencilerim var. Bizi istemiyorlar diyorlar. Ister istemez onlar da bu
duyguyu yasiyorlar. 3 Grade Turkish Teacher

4.1.2. Institutional Issues and Needs

When questioned about the institutional challenges and requirements necessary to
facilitate the psycho-social adaptation of refugee students, participants highlighted
issues pertaining to school and governmental procedures. Additionally, teachers
emphasized the necessity for training sessions. Consequently, these findings are

categorized under three distinct sub-themes.

As indicated in Figure 4.3, three sub-themes emerged under the institutional issues
and needs as follows; (1) Issues Related to School, (2) Training Needs, and (3)
Policy Issues. Issues related to school include (a) teacher workload, (b) classroom
density, and (c) registration. Training needs include (a) whole school training, (b)
woman training, and (c) practical knowledge for teachers. Whole school trainings
consist of training on social rules, lack of knowledge of the educational process, and
family-focused training. Policy issues contain (a) ambiguity in resettlement

processes, (b) difficulties in psychological assessment, and (c) issues related to local

NGOs.
Issues .
Related to Training Policy
School Needs Issues
1. Teacher 1. Whole School 1. Ambiguity in
Workload Trainings Resettlement
Processes
2. Classroom 2. Woman
Density Training 2. Difficulties in
. Psychological
3. Registration 3. Practical N
Knowledge for
Teachers 3. Issues Related

to Local NGOs

Figure 4. 3. Sub-themes and codes of institutional issues and needs
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4.1.2.1. Issues Related to School
4.1.2.1.1. Teacher Workload

All teachers (n=4), along with local parents (n=2), school counselors, and the vice
principal (n=3), concurred on the substantial workload imposed on teachers due to
the education of refugee students. Their consensus centered on the necessity for
continuous teaching of reading and writing throughout the academic year due to
irregular migration. Supporting this, the school counselor conveyed that:

The system we have here...it sucks all the energy in a teacher, right? That’s
for sure. But why is that? Because now it is not as easy as being assigned to a
class at the beginning of the academic year and continuing with that all year
round. There are irregular enrollment cases. Every single day there are
newcomers to Tiirkiye. Let’s say the teacher progressed in the curriculum for
four months, and then one day, he has a new student who doesn’t know a
word of Turkish, and he is expected to teach this kid how to read and write.
This robs the teacher of his energy, indeed. It is not like you assume the
responsibility of a kid in the first grade and move on step by step. They turn
out to be successful anyway, but there are those, for example, who join us in
the third grade, look at how many months have passed already! You may
have a newly enrolled kid in your class at any time. This kind of thing may
decrease one’s energy and motivation because it is so hard to integrate the
kid into the system and start from scratch.

Ctinkii neden bir ogretmenin gercekten enerjisini aliyor mu bu sistem aliyor
gercekten. Neden? Sene basinda alip devam etmek degil. Ara kayitlar var.
Tiirkiye'ye giris hergiin devam ediyor. Ogretmen 4 ay belirli bir yere gelmis.
Ertesi giin hicbir sey bilmeyen Tiirkce tek kelime bilmeyen bir ogrenci
swmifina geliyor ve okuma yazma ogretilmesi bekleniyor. Bu da tabii
ogretmenin enerjisini giictinii yoran seyler aslinda. Sadece 1. sinifta aldik
devam ettik degil. Onlar zaten basarili oluyor. ama mesela 3. sinifa gelmis,
artik kag ay gecti. Mesela yarin bir 6grenci gelip kayit olabiliyor. Dolayisiyla
bunlar da motiveyi enerjiyi diistiren seyler oluyor c¢iinkii onun entegrasyonu
sifirdan baglamasi. School Counselor (MoNE)

The vice principal also highlighted the teacher workload by commenting that

The foreigners join our classes in the middle of the academic year. There is
one month left till the end of the semester, and here we have a new foreign
student who has just arrived. He doesn’t know the language, which leads to
communication problems, behavioral issues, and academic shortcomings...
The teachers are at a loss as to which problem to focus on.
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Donem arasinda geliyor yabancit uyruklular. Hatta donemin bitmesine 1 ay
kaldi simdi, yeni bir égrencimiz geldi. Durum béyle olunca dil bilmiyor,
iletisim sorunu, davranis sorunu, akademik eksiklik... Hangi birine
odaklanacagini sagirryor 6gretmenlerimiz. Vice Principal

Moreover, the 4™ grade classroom teacher also explained the issue with her

experience by stating that:

What teachers here complain about the most is this irregular enroliment.
Normally kids arrive at the beginning of the academic year, right? No
students are added unless something important comes up, like moving houses
or the father’s changing jobs. But now it’s different. For example, I guess two
new students joined the third graders yesterday. Look...it’s so hard. Just
imagine: no Turkish at all, these kids don’t know Turkish or how to read and
write. And school is off in two months! There is constant circulation. And we,
teachers, are continuously trying to teach how to read and write. You are
teaching your point in front of the blackboard to your class, meanwhile, the
newcomer kid is trying to learn how to write, and you go up to him and say,
“Look dear, this is how you write an ‘e’. You'll join the lines just like this.”
We are having sort of combined classes now. We have been doing this since
these refugee students started to arrive. We always try to teach how to read
and write as if these are combined classes. Reading and writing all the time,
even if it is the fourth grade! Take one of my students: he doesn’t know how
to read or write. He has been this way since the first grade. And | am still
trying so hard, trying, but we are stuck in the first group words. Well, he has
recently made progress in writing but still cannot read. His Turkish is very
good, but still, he can’t read.

.....

basinda gelir degil mi. Bir daha da 6grenci ya ¢ok biiyiik elzem bir sey
olmadiktan sonra 6grenci gelmez ya tasinacak ya babasinin is yeri degisecek.
Ama bizde mesela diin bakin 1 tane bana gelmedi ama herhalde iigiincii
swiflara 2 tane ogrenci geldi. Bakin biz sifir Tiirkce hi¢bir Tiirkce yok ve
okuma yazma yok. Ve okulun kapanmasina 2 ay var. Sonradan okulun
kapanmasina 1 hafta kala bile gelebiliyorlar. Siirekli bir sirkiilasyon var ve
biz 4 yil boyunca hep bir okuma yazma ¢alismast i¢indeyiz. Diger ogrenciler
tahtada bir sey anlatirsiniz yazi yazarken hadi gel yavrum iste bu e. Birlestir
sunu yaz bunu yap. Hep birlestirilmis sunif mantigiyla biz ders yapiyoruz. Bu
miilteci ogrenciler geldikten sonra biz hep aymi. Biz birlestirilmis sinif
mantigiyla hep bir okuma yazma ¢alismasi. 4 sinif bile olsa okuma yazma
calismast yapiyoruz ¢iinkii benim su anda bir tane ogrencim 1. siniftan beri o
oyle hi¢ okuma yazmayr bilmiyor. Ve ben her seferinde ugrasiyorum
ugrastyorum hala 1. grup kelimelerdeyiz. Yazabiliyor artik yeni yeni ama
hala okuyamiyor mesela. Tiirkcesi ¢ok iyi ama ¢ok iyi Tiirk¢esi var ama
okuyamiyor. 4™ Grade Classroom Teacher
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4.1.2.1.2. Classroom Density

The issue of classroom density emerged prominently among all teachers (n=4), local
parents (n=2), school counselors, and the vice principal (n=3). Notably, participants
expressed concerns regarding the increasing proportion of refugee students compared
to local students in classrooms, resulting in an imbalance. Reflecting this sentiment,
a local parent provided insight by stating that “A¢ the moment, we have two nursery
classes. There are just a few local kids in both classes — all the others are
foreigners.” (Normalde su an anasiniflarimizda iki tane ana simifimiz var iki
sinifimizda da normal bizden bir ¢cocuk mesela varsa bir tane veya iki tane var. Geri

kalan hepsi yabanci.) Local Parent 2

Participants also highlighted the influence of cohesiveness in exacerbating this issue.
They observed that refugees tend to reside in close-knit communities, often in the
same neighborhoods or buildings, which influences their preference for their children
to attend the same school. Consequently, this tendency contributes to the continuous
rise in the number of refugee students within schools (n=4). Clarifying the growing
presence of refugee children, a local parent provided context by commenting: “Local
parents say, how can I just enroll my kid at this school, for God’s sake? All of them
think this way. They doubt the quality of the education their kids would get there.
They have a point too. Kids who know no Turkish at all at nursery school... When
there are only one or two local kids, the parents often raise this issue. There’s a
problem here, for sure.” (Ben kalkip da ¢ocugumu nasil verebilirim bu okula diyor
verel halk. Hepsi diyor benim ¢ocugum da orada kalacak, ne egitim gorebilir benim
cocugum orada diyor. Oyle diisiiniirsek onlar da hakli. Hichir Tiirkge bilmeyen bir
cocuk ana sinifinda. Icinde bir iki yerel cocuk oldugu zaman veliler onu ¢ok sik dile

getiriyor. O yiizden sikinti yani.) Local Parent 2
4.1.2.1.3. Registration

All teachers (n=4), local parents (n=2), local students (n=2), school counselors and
the vice principal (n=3) emphasized that local students tend to transfer out of the
school due to its acceptance of refugee students. A school counselor elaborated on

this by explaining:
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We are obliged to enroll the students who live in the neighborhood. It’s a
must. The problem is that the number of the foreigners has greatly increased,
and the Turkish students have transferred to places elsewhere. So, they are
coming in, and the Turks are leaving — that’s why the ratios have changed.
It’s just that...sadly, worries have emerged because of the sheer number of
the foreigners.

Mecburen hani yakin bélgede oturan bir ogrenciyi tabii ki biz alacagiz yani.
Bu oramin artmast da bizim kendi Tiirk ogrencilerimizin nakil almasinda da
kaynaklandi. Onlar geliyor evet, ama Tiirklerde nakil gittigi icin oran diistii.
Ne yazik ki hani toplumumuzda ister istemez sayinin yogunlugundan kaynakl
bir tedirginlik olustu. School Counselor (MoNE)

In relation to this, one of the teachers explained the reason in the decrease of local

students’ number as an academic issue by commenting that

I don’t know much about the issue, but I can say that we are losing Turkish
students. The local parents do not want to enroll their kids at this school
anymore. Thinking from their perspective, | can say they have a point. This
year we are getting by, but inevitably next year our performance will fall. It’s
just that we have to deal with the foreigners and with the Turks separately.
Our energy is sort of divided into two. The local parents are concerned about
the profile of the school, no matter how good the teachers are. The local kids
look at the issue from an academic point of view — they don't intend to
marginalize the foreigners. And here we are losing students, for this reason.
The local families do not send their kids to our school.

Cok bilmiyorum ama bir sey soyleyebilirim mesela biz Tiirk ogrenci
kaybediyoruz. Vermiyorlar iyi aileler artik ¢ocuklarint bu okula kaydettirmek
istemiyorlar. Yani simdi digaridan bir gozle baktigim zaman onlara da hak
verebiliyorum ¢iinkii ister istemez bakin hadi bu sene boyle gidiyor ama ben
seneye biliyorum performansimiz diisecek. Ciinkii onlara ayri bir ilgilenmek
durumunda kalryoruz bu sefer Tiirklerle ayrt illa ki enerjimiz potansiyelimiz
ikiye boliinecek. Aileler de ne kadar iyi 6gretmen olursan ol ¢evreye bakiyor
sonugta. Bizim ¢ocuklarimiz belki diglamak adina degil akademik olarak
bakiyorlar olaya. Biz ogrenci kaybediyoruz o yiizden. Artik aileler
vermiyorlar cocuklarini. 3" Grade Classroom Teacher

4.1.2.2. Training Needs

4.1.2.2.1. Whole School Trainings

Certainly, all participants, including teachers, refugee parents, school counselors, and

the vice principal, emphasized the significance of training in their interactions with
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refugee students and families. They highlighted that providing education about social
norms such as traffic rules, navigating banks, or shopping at supermarkets for
refugee families and students enhances their communication with the local
community. Additionally, one local student mentioned that “The Arabs could have
learned how to behave here, together with their families. They could have learned
how to settle here and adapt, and what they could do with their lives here. | think
they would be happier too if they had done that.” (Araplar belki aileleriyle birlikte
toplumda nasil davranacaklarint égrenebilirlerdi. Boyle yavas yavas nasil diizen
kurabileceklerini ne yapabileceklerini 6grenebilirlerdi. Bence dyle onlar da mutlu

olurdu.) Local Student 3

Moreover, refugee parents (n=2) highlighted that they lack knowledge of their
children's educational process. They mentioned challenges in comprehending the
distinct educational systems in Tiirkiye for refugee children compared to the local
curriculum, which creates confusion for them in following and comprehending the

regulations.

We haven’t been informed about whether the kid can pass his classes or fail
them all. Now he is attending the adaptation class, but we don’t know what
will happen next. We haven’t been told if the kids who study in this class will
be considered normal students who attend regular classes. | have concerns
about that.

Swnifta kalir mi, bir iist sinifa gecer mi hi¢bir bilgi verilmedi. Uyum sinifina
gidiyor ama sonrasinda ne olacak bilmiyoruz. Burada okuyanlar normal sinif
okumusg gibi mi oluyor bilgi verilmedi, bundan endigeliyim. Refugee Parent 2

Teachers emphasized the necessity of involving families in the educational process,
noting that the school-based education alone might not suffice for refugee students to
grasp the language and culture (n=7). Consequently, they expressed the importance
of refugee parents learning Turkish, underscoring its role in aiding their children's
development and fostering a more comprehensive psycho-social adaptation process.

This sentiment was echoed by both the teacher and the vice principal.

| want an approach that focuses on a family first. No matter how we treat the
students here, it is useless if the mother does not speak Turkish with the kid at
home. The families should be included in the training too. Learning Turkish
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must be mandatory for families. If these people come to this country, they
need to push their limits to learn the language. They must feel the need to
learn it. The government should take the lead in providing classes in Turkish
to read and understand the language. When the family does not know the
language, the kid cannot speak Turkish at home. He has to establish
communication in Arabic again. Our biggest problem is the lack of
communication. Once we solve the communication problem, all will be fine.
The solution lies with the family as it stems from the family.

Ben ilk once aile odakli olunmasini istiyorum mesela biz ogrencilere ne
vaparsak yapalim bir evde anne Tiirk¢e konusmuyorsa ¢ocukla, ¢ocuk dil
ogrenemiyor. Ilk once aileler de egitime dahil edilmeli. Anne-baba igin
Tiirkgce 6grenmek zorunlu olmali. O iilkeye geldiyse o iilkenin dilini ogrenmek
icin zorlanmall sartlar onu zorlamali ihtiya¢ duymall devlet de bir sekilde
buna on ayak olup Tiirkce okuma anlama yolunda bir gelistirilmesi
saglamasi gerekir. Ailede olmayinca eve gidiyor yine onlarla o sekilde
iletigim kurmak zorunda. En biiyiik sorunumuz iletisim. Iletisimi ¢ozsek her
sey ¢oziiliiyor bu da aile kaynakl odakli olmasi lazim. 4™ Grade Classroom
Teacher

In general, the main issue is the families. It is necessary to educate the
families, not us. We need to educate and guide them in a way. For this, we
must frequently meet with the parents. One setback we had to deal with was
the pandemic. We couldn’t reach the parents during it. Most foreign students
couldn’t join the classes because they didn’t have tablet PCs or mobile
phones.

Genelde aileleri iyi egitmek lazim. Okulda egitim almaktan ziyade, onlara
egitim, onlara yol géstermek lazim. Bunun icin de sik sik velilerle goriismek
lazim. Bizim dezavantajimiz su oldu bir de, pandemi araya girdi ya veliye
ulagamadik. Burada yabanct uyruklularda bile ¢ogu tablet telefon olmadigi
icin derslere katilamadi bizim okulda. Vice Principal

4.1.2.2.2. Woman Training

The significance of women's training was less emphasized by the school

components, specifically highlighted by only two school counselors in response to

the training needs query. Referencing the issue of broken families, where refugee

children often reside with their mothers in the absence of fathers or extended family,

these counselors stressed that mothers bear the sole responsibility for raising their

children. They further noted that these mothers might encounter financial hardships.

Consequently, strengthening the capacities of refugee women was deemed pivotal in

facilitating the psycho-social adaptation process for refugee students. One school

counselor elaborated on this point.
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| can make this additional point: the women here have had traumatic
experiences. Some have lost their spouses, left alone with many children.
There are difficulties that they are going through here. They have to fight
many things at the same time here, and the mother's misery is reflected in the
child. They are trying to make ends meet with daily jobs, and if there are
grown-up kids, they also work. A supportive initiative for these mothers
would be a good idea. One could devise psycho-educational programs for the
women, | mean, foreign women. Well, | have just thought of that, you see,
women experience the biggest problems. Spouses are gone in most cases.
There are fathers whose whereabouts are unknown or those who died, so all
the burden is on the shoulders of the women. Taking these kids here, keeping
them alive here, all of this is on the mother. So, mothers could be provided
with support in some way.

Sunu ekleyebilirim kadinlar ¢ok travmatik seyler yasamis oluyorlar. Eslerini
kaybediyorlar, bir siirii ¢ocukla tek baslarina kaliyorlar. Burada onlarin
yvasadiklari zorluklar var. Bir ¢ok seyle savagmak zorunda kalvyorlar burada
ve annenin ¢aresizligi ¢ocuga da yansiyor. Giindelik islerle evi ¢evirmeye
calisryorlar, biiyiik ¢cocuklar varsa onlar da ¢alisiyor. Annelere yonelik de
belki bir destekleyici bir ¢alisma olabilir. Kadina yonelik yani yabanci
uyruklu kadinlara yonelik belki psikoegitim programlari olabilir. Diistiniince
aklima geldi ciinkii kadinlar gercekten en ¢ok sikintiyr yasayan grup oluyor
clinkii zaten esler kaybedilmis oluyor ¢ogunlukla. Haber alinamayan veya
olen babalar var ve tiim is annelere kalryor. Onlart okula getirme, burada
hayatta tutabilme, bu gorevler anneye kaliyor. Dolayisiyla anneler
giiclendirilebilir. School Counselor (MoNE)

4.1.2.2.3. Practical Knowledge for Teachers

All teachers (n=4), school counselors, and the vice principal (n=3) emphasized the
growing need for practical knowledge. While there are existing theoretical training
programs for schools receiving refugees in Tiirkiye, participants stressed the crucial
importance of learning practical skills and activities that can be directly applied in
real-life interactions with both refugee students and their parents. They highlighted

that this practical application is vital because

There have been some training sessions for teachers with foreign students in
their classes. But it is always different in practice, you see. The activities
offered in training are good, but it is a different business when you actually
go into the classroom and see a student from a totally different culture. Being
able to adapt to these and teach all the rules and stuff to these people and
being able to reach them is...quite a different experience.
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Swtnifinda yabanci uyruklu 6grenci bulunan sinif 6gretmenlerine de zaman
zaman bir siirti egitimler acildi. Ama tabii fiiliyat baska bir sey. oradaki
etkinlikler giizel tamam ama sinifa girdigimiz zaman tamamen farkli bir
kiiltiirden bir veli, ogrenci var. Bunlara uyum saglamak, her seyi kurallar:
anlatip Ggretebilmek, ulasabilmek teoriden ¢ok farkl. 3" Grade Classroom
Teacher

4.1.2.3. Policy Issues
4.1.2.3.1. Ambiguity in Resettlement Process

School counselors (n=2), teachers (n=2), and refugee parents highlighted the
ambiguity in their resettlement process. One refugee parent explained how this
ambiguity has an impact on the children’s psycho-social adaptation process by
commenting that “Although our children are small, they are constantly on edge
because they keep hearing us talk. They keep asking us whether we will be able to
get a residence permit, or if we will be able to go back to Syria or stay here.”
(Cocuklarimiz kii¢iik olmasina ragmen bizden duyduklar: icin siirekli endise
icerisindeler. Bize soruyorlar oturma izni alabilecek miyiz, Suriye’ye donecek miyiz,

burada mi kalacagiz diye.) Refugee Parent 1

Additionally, teachers and school counselors emphasized the impact of uncertainty
on students' academic progress. The uncertainty surrounding their residency status in
Tirkiye diminishes their motivation to learn and study, affecting their academic

performance adversely. A school counselor underscored this by stating that

If the families who have decided to live here can act in accordance with their
decision to settle here rather than thinking ‘well, we can leave at any
moment,’ they will be better able to adapt to life here. But if they come and
go, saying ‘we don’t know if we’ll stay or go,” or ‘We’ll leave anyway, sir,’
then it is just normal to have kids who do not abide by the school rules. Kids
say, ‘IUll leave anyway, so why should I bother to buy books anyway?’ or
‘what if I don’t participate in this activity?’ There were such attitudes. But
those families that decide not to go back home think that they will always be
here and thus they have to assume responsibilities and do what they have to
do. But if they are still undecided, the indecisive attitude of the family is
reflected on the student. The kid says, Sir, I'll leave anyway. They display
behavior like...as if they were nomads... This way of thinking causes them to
behave irresponsibly, to tell you the truth.
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Burda yasamaya artik karar veren ailelerin de her an gidebiliriz
diisiincesinden ¢ikip artik yerlesik diizene gecme kararlar: kesinlesirse zaten
onlar da artik uyum siirecine daha yatkin oluyorlar. Ama gelip kalir miyiz
gider miyiz, biz zaten gidecegiz ogretmenim deyip mesela okul kurallarina
uymayan ¢ocuklar da oluyordu en baslarinda. Aman 6gretmenim ben zaten
gidecegim kitap almasam ne olur. Bu etkinlige girmesem ne olur gibi béyle
davramslar oluyordu. Ama artik bir yere donmemeye karar veren ailelerde,
velisi ve dgrencisi artik evet ben buradayim biitiin stireglere mecburum diyor.
Bu gitmek gelmek konusu oturmadiysa karar aile ag¢isindan o zaman
ogrenciye de yansiyor. Ogretmenim ben zaten gideceSim. Burada béyle
seyyarmis gibi davramiglart oluyor. Bu da tabii o6grencinin daha rahat
davranmasina sebep oluyor ag¢ik¢ast. School Counselor (PIKTES)

4.1.2.3.2. Difficulties in Psychological Assessment

School counselors (n=2) emphasized the challenge concerning psychological
assessments for refugee children. While regulations and financial support exist for
Turkish children to access psychological assessments and aid, the same assistance is
not accessible to refugee children. The language barrier further complicates matters
as teachers and students struggle to comprehend if a child's behavior is due to
shyness or a lack of understanding stemming from language barriers. This issue was
notably emphasized by one school counselor who remarked that:

They cannot do it, but is it because of the language barrier or because they
do not have the capability, it is really hard for us to tell sometimes. When we
refer them to GRC... Well, here is what the government arranges to do: those
who have a handicapped report from rehabilitation centers are eligible to
have free classes, but unfortunately this is not provided for foreigners. We
cannot refer them to rehabilitation centers, those foreign students. This is a
problem in education because those kids cannot benefit from those
institutions. | just wanted to highlight this. They are only entitled to getting
the supportive education that the school itself provides. A teacher, well, a
volunteer teacher can give classes to the kid after classes. The government
pays the teacher for these extra hours but does not pay for the rehabilitation
center services. So that’s a problem, and like I just said, when we refer the
kids to handicapped groups, they may not get the best feedback from those
medical institutions. It’s hard, I mean, really hard... is it because of the
language or a real handicap, one cannot tell sometimes.

Verilen psikolojik testleri yapamiyor ama dilden dolayr mi yapamiyor yoksa
veterliligi mi buna sebep oluyor diye bazen ayrimda zorlaniyoruz. Bunlar
RAM’a  yonlendirdigimizde de devletin séyle bir uygulamasi var
rehabilitasyon merkezlerinde normalde engelli raporu ¢ikmis olanlara
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ticretsiz ders desteginde bulunuyor devlet, ama yabanct uyruklulara
bulunmuyor maalesef. Rehabilitasyon merkezlerine yonlendiremiyoruz
yabanct uyruklu ogrencilerimizi. Bu da egitimin icerisinde bir sikinti ve
problemdir ciinkii o kurumlardan fayda alinamiyor boyle ogrencilerle. Bu
konuyu ifade etmek istedim. Onlara sadece okul icerisinde a¢ilacak destek
egitimden faydalanmasin destekliyor sadecee. Okul i¢erisinden bir 6gretmen
goniillii bir ogretmen ona okul sonrasit ders verebiliyor. Onun ek dersini
odiiyor devlet ama rehabilitasyon merkezini 6demiyor. Dolayisiyla béyle bir
problem oluyor ve dedigim gibi engel gruplarina yonlendirdigimizde saglik
kuruluglarina orada da bazen saghkli doniitler alamayabilir. Cok zor
gercekten bazi noktada ¢ok zor dilden mi yoksa engel durumu arasinda
kaliyor insan. Psychological Counselor (MoNE)

4.1.2.3.3. Issues Related to Local NGOs

The school counselor, vice principal (n=3), and one local parent (n=1) highlighted
the specific advantages offered by local NGOs situated around the school.
Acknowledging the comprehensive nature of psycho-social adaptation needs,
participants recognized that schools may not adequately address every requirement
of refugee students and parents (n=2). They emphasized the significant role of NGOs
in providing specific benefits to refugee families, such as legal counsel for
resettlement (n=3) and social financial support (n=3). This was exemplified by a

school counselor's remark that

There was this foundation called MUDEM, a charity helping refugees. It has
been shut down. We were in close contact with them. We would share
information with them or we would refer families to them when we had
families in need of certain things, say, whether it be on a legal basis, or
social aid, or financial aid. But it has been closed! We need institutions like
this. The local governments do not suffice. Municipalities’ efforts are not
enough. Institutions like those charities must be added because people are
having great difficulties here. A large number of people are trying to live
under one dome. They have difficulty making their ends meet. As ['ve
mentioned before, they lack basic needs. That’s why the government must
adopt a different approach.

MUDEM diye bir dernek vardi burada miiltecilere yardim dernegi, o mesela
kapati/di burada. Biz onlarla iletisim halindeydik. Ailenin belli seylere
ihtiyact varsa hukuki boyutta olsun sosyal yardim anlaminda olsun maddi
yardim anlaminda da olsun biz onlarla paylasirdik ya da oraya
yonlendirirdik. Mesela o kapatildi. Bu gibi yerlerin olmasi gerekiyor. Sadece
kaymakamlik yetmiyor sadece belediye yetmiyor. Bunlara ayrica bu kurumlar
gibi kurumlar eklenmesi gerekiyor. Ciinkii insanlar hakikaten ¢ok zordalar.
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Gergekten ¢ok zordalar ¢ok kalabalik niifuslar bir evin i¢inde yasamaya
calisiyorlar gegim problemleri var. Dedigim gibi ¢ok temel ihtiya¢lart var. O
yiizden devletin daha farkli yaklasimlart olmasi gerekiyor. Psychological
Counselor (MoNE)

4.1.3. Facilitative Factors for Unity

When discussing the elements helping the psycho-social adaptation process for
refugee students, participants highlighted factors associated with parents and the
broader school environment. Consequently, these insights are organized into two

distinct sub-themes for analysis and comprehension.

As indicated in Figure 4.4, two sub-themes emerged under facilitative factors as
follows; (1) Parent Characteristics, and (2) Peaceful School Environment. Parent
characteristics include (a) educated parents, (b) settled families, and (c) involved
parents. Peaceful school environments contain (a) students’ acceptance, and (b)

teachers’ positive approach.

Peaceful

Parent School

Characteri

Environm

stics 1. ent

Educated
Parents

1. Students'
2. Settled Acceptance
Families

2. Teachers'
3. Positive
Involved Approach
Parents

Figure 4. 4. Sub-themes and codes of facilitative factors

4.1.3.1. Parent Characteristics
4.1.3.1.1. Educated Parents

All teachers (n=4), along with school counselors and the vice principal (n=3),
emphasized the pivotal role of well-educated parents in facilitating the psycho-social
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adaptation of refugee students. They emphasized that educated parents contribute
significantly by preparing their children for school (n=7), actively engaging in school
activities (n=5), and supporting homework completion (n=5) due to their familiarity

with educational procedures. The vice principal further elaborated on this by stating:

We have well educated families, as well, among the foreign families. This is
reflected on the kids too, to be honest. They send their kids to school even if
they can only feed them with plain bread, having ironed their clothes even if
they are old and worn out. The student makes a difference at school when this
is the case.

Cok iyi egitim almis ailelerimiz de var yabanci uyruklulardan. Bunlar
cocuklara da yansior agik¢asi. Kuru ekmek bile olsa ¢ocuguna yemek
yedirip okula gonderiyor, iizerindeki eski de olsa temiz oluyor. Ogrenci bu
sekilde okula gelince basarist da fark ediyor. Vice Principal

4.1.3.1.2. Settled Families

Teachers (n=3), along with the school counselor and the vice principal (n=2),
emphasized the significance of settled families as a prominent facilitative factor.
They underscored the benefits, such as improved language proficiency (n=4),
heightened cultural awareness (n=4), and a better understanding of social and legal
rules (n=5), positively impacting the psycho-social adaptation process. Reflecting

this sentiment, one teacher remarked:

| sometimes ask the students how long they have been in Tiirkiye. They say
it’s been five or six years. They have been assimilated in a way. I cannot tell
apart some of my students. | cannot tell them apart from Turks. An Iraqi
student of mine can speak Turkish better than I do, to give an example. You
can never tell that he is a foreigner, neither him nor his family.

Ogrencilere soruyorum, ka¢ yildwr Tiirkiye desiniz diyorum. Buraya geleli 5-6
sene olmugs. Bir sekilde asimile oluyorlar. Ogrencilerimizin bazilarimi ayirt
edemiyorum, Tiirklerden ayiramiyorum. Iraklt bir 6grencim benden daha
giizel Tiirk¢e konusabiliyor mesela. Hi¢hir sekilde ayirt edemezsin ne
kendisini ne ailesini. 3" Grade Turkish Teachers

4.1.3.1.3. Involved Parents

The involvement of parents, highlighted by local parents (n=2), teachers (n=2), and

school counselors (n=2), was perceived as advantageous for the psycho-social
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adaptation process, fostering heightened educational awareness for both students and
parents (n=2). This involvement was seen as valuable in enhancing understanding, as

expressed by participants:

The family of a student of mine who has joined us this year is very attentive.
They have just arrived, you know. Although the parent didn’t know Turkish,
he came in and joined the parent-teacher meeting. He knows that he needs to
attend that. He reaches me through someone who knows Turkish. Well, he
makes an effort. He tries. | can feel that.

Bu sene gelen ogrencimin ailesi ¢ok ilgili. Bakin bu sene daha yeni geldiler.
Hi¢ Tiirk¢e bilmemesine ragmen veli toplantisinda geldi oturdu. Gelmesi
gerektigini biliyor. Tiirkce bilen birisiyle bana telefon ediyor, ugrasiyor, bir
emek harciyor. Onu hissediyorum. 3" Grade Classroom Teacher

In line with this, local parents also pointed out the involved parents by commenting
that

There are some foreigners who arrange to tutor for their children so that they
catch up with their peers, and there are those who take them to the weekend
courses. There are such caring families as well.

Yabancilarda da ¢ocuklarimizla ayni seviyeye gelsin diye 6zel ders aldiranlar
var, haftasonlart derslere birakanlar var. Bu sekilde ilgili aileler de var.
Local Parent 2

4.1.3.2. Peaceful School Environment

4.1.3.2.1. Students’ Acceptance

Two local parents, three teachers, and three local students highlighted that local
students' acceptance of refugee students contributes significantly to fostering a

supportive psycho-social adaptation process. One local student mentioned that

They are children just like me. All of us are children. We may make mistakes,
but we can understand and talk with one another. We continue to play games
after my friend apologizes to me for bad behavior.

Onlar da benim gibi ¢ocuk. Hepimiz ¢ocuguz burada. Bazi hatalar olabilir

ama birbirimizi anlayabiliriz, konugabiliriz. Zaten arkadasim senden oziir
dilerim dedikten sonra oyun oynamaya devam ediyoruz. Local Student 2
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4.1.3.2.2. Teachers’ Positive Approach

The vice principal and two teachers emphasized the advantages of a peaceful school
environment for the psycho-social adaptation process of refugee students. They
highlighted that when teachers exhibit inclusive behaviors towards refugee students,

it fosters a peaceful environment within the school. The vice principal noted that:

Both the teachers and the Turkish parents are always in contact with the
foreigners. All of them think that they are just kids. There aren’t many who
just storm in ranting. | guess now we have a more welcoming atmosphere.

Osretmenler de Tiirk velilerimiz de hep yabancilarla iletisim halinde. Hepsi
onlar daha ¢ocuk diye diistintiyorlar. Cok fazla tepkiyle gelen yok. Sanirim
daha kabullenmis bir ortam var. VVice Principal

In relation to this, one teacher explains the situation by giving an example of her
attitudes toward refugee children in the classroom by commenting that:

| always think of how I can help them out and integrate them into the class.
For instance, when | have a student who is left out of a group, | set a game,
saying “Come on, let Ayse in.” I don’t want them to be left out. When I
nominate students in class, | make sure that I nominate them too. The other
students are very careful about the teacher’s attitude. They are just children,
you know. The model you set influences them forever. | have observed that as
| treat the foreign students this way, the students tend to start to be more
welcoming toward the foreign students.

Her zaman onlara nasi yardim edebilivim, nasil sinifa katabilirim diye
diigiiniiyorum. Disarida kalan bir ogrenci oldugu zaman mesela “Hadi
Ayse’yi de araniza alin” diyerek birlikte oyun kuruyorum. Digsarida kalsinlar
istemiyorum. Sinifta soz verecegim zaman mutlaka onlara da soz vermeye
calistyorum. Diger ogrenciler de ogretmenin davranmiglarina gercekten ¢ok
dikkat ediyorlar. Onlar daha ¢ocuk, nasil rol model olursaniz o sekilde
devam eder. Ben boyle davraninca égrencilerin yabanci 6grencileri daha ¢ok
aralarina aldigini gérdiim. 3" Grade Classroom Teacher

4.2. Building Blocks for Peace Education: Adapted “Learning to Live Together”
Peace Education Program Framework

The peace education program was adapted to align with an in-depth understanding of
the unique needs and issues at the refugee-receiving school. The findings of the

semi-structured interviews of needs analysis were utilized to modify and reconstruct
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the content of the “Learning to Live Together” Peace Education program, ensuring

that it accurately met the unique needs. The analysis thus identified key elements and

skills crucial for adapting UNESCQ’s “Learning to Live Together” peace education

program, aimed at creating a harmonious school and society.

Table 4. 1. Summary of the content of the adapted "Learning to Live Together"
peace education program

Elements (Themes as a Skills
Result of Needs Analysis)

Activities

Introduction Peace Education

Human Rights

Cultural
Unfamiliarity with the other  Recognition
group’s culture

Tolerance /
Education for
Mutual
Understanding

Behavioral Issues Conflict
Resolution
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What is peace and peace

education? (Baris ve Baris
Egitimi Nedir?)

Red Alert (Kirmiz1 Alarm)
We are a Family (Biz Bir
Aileyiz)

We are a Family (Biz Bir
Aileyiz)

One Step Forward (leriye Dogru
Bir Adim At)

Listening Exercise (Dinleme
Egzersizi)

We are a Family (Biz Bir
Aileyiz)

One Step Forward (Ileriye Dogru
Bir Adim At)

Candy Game (Seker Oyunu)
What/ Who Can | See? (Neyi/
Kimi Gorebiliyorum?)

Retelling the Story (Hikayeyi
Yeniden Anlatmak)

Candy Game (Seker Oyunu)
Can’t We Count to Ten
Listening to Each Other
(Birbirimizi Dinleyelim)
The Fox, The Goat and the
Cabbage (Tilki, Kegi ve Kabak)
Principles of Negotiation
(Miizakerenin Temelleri)
Let’s Negotiate (Haydi
Miizakere Edelim)

Conflict Resolution (Catisma
Coziimii)



Table 4.1. (continued)

Empathy

Exclusion Inter-group
Relations

Understanding
the “other”

One Step Forward (Ileriye Dogru
Bir Adim At)

Listening to Each Other
(Birbirimizi Dinleyelim)

Feeling Belongingness (Ait
Hissetme)

What/ Who Can | See? (Neyi/
Kimi Gorebiliyorum?)

Retelling the Story (Hikayeyi
Yeniden Anlatmak)

We are a Family (Biz Bir
Aileyiz)

Red Alert (Kirmiz1 Alarm)
Can’t We Count to Ten
Feeling Belongingness (Ait
Hissetme)

Principles of Negotiation
(Miizakerenin Temelleri)

We are a Family (Biz Bir
Aileyiz)

One Step Forward (leriye Dogru
Bir Adim At)

Feeling Belongingness (Ait
Hissetme)

Listening Exercise (Dinleme
Egzersizi)

Table 4.1 presents a structured overview of the adapted “Learning to Live Together”

peace education program, illustrating its content elements, associated skills, and

corresponding activities. The program components are organized around various

themes identified from the needs analysis. The comparison between the adapted

program and the original program is presented below (see Table 4.2).

Under the theme of (un)familiarity with the other group's culture, the program

focuses on Cultural Recognition and Tolerance/Education for Mutual Understanding.

The skills developed within this segment include fostering cultural recognition and

promoting tolerance through activities like "We are a Family," "One Step Forward,"

and "Listening Exercise.”
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Table 4. 2. Comparison of the original and adapted versions of ‘Learning to Live Together’ peace education program

Original Program

Adapted Program

Main Elements Activities

Main Elements

Activities

Introduction

1. Introduction
2. What Are Our Rules?

Introduction

1. What Are Our Rules?
2. What is Peace?

3. Cross if You

4. Belonging
5. Ball Game- | Know
Similarities and Differences Something Listening 3. Listening
6. Secrets
7. Listening 4. What/ Who Can | See?

Listening

8. Active Listening Rules

Better Communication

5. Retelling the Story

Better Communication

9. What/ Who Can | See?
10. Retelling the Story
11. Twenty Questions

Co-operation

6. Can’t We Count to Ten?
7. Red Alarm (Adapted Version of ‘Group
Writing” focusing on Children Rights)

Handling Emotions

12. Drama- Acting
Emotions
13. Story- 300 Cows

Similarities and
Differences

8. Belonging
9. One Step Further (Adapted Version of
‘Cross if You’)

Perceptions and Empathy

14. What am | Afraid of?
15. Story- The Blind
Men and the Elephant
16. Proverbs

Conflict Resolution

10. Candy Game (Adapted Version of ‘What
Would Happen if?’)

11. Human Knot (Adapted Version of ‘Ball
Game- Tunnel Ball)

12. The Fox, The Goat and the Cabbage

Co-operation

17. Ball Game- Tunnel
Ball

18. Group Writing

19. Can’t We Count to
Ten?

20. Skipping

Similarities and
Differences

13. One Step Further (Adapted Version of
‘Cross if You’)

14. We Are a Family (Additional Activity to
‘Cross if You’)
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Table 4.2. (continued)

Analysis

21. What Would Happen
if? Negotiation

15. Principles of Negotiation
16. Let’s Negotiate

Problem Solving

22. The Fox, the Goat
and the Cabbage
23. Numbers Conflict Resolution

17. Introduction to Conflict Resolution

Negotiation

24. Principles of
Negotiation
25. Let’s Negotiate Conclusion

18. What Have You Learned About Peace?

Meditation

26. Mediators:
Facilitating Negotiation

Conflict Resolution

27. Introduction to
Conflict Resolution

Conclusion

28. What Have You
Learned About Peace?
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In the theme addressing behavioral issues, the program emphasizes conflict
resolution and empathy skills. Through activities such as "Candy Game," "Listening
to Each Other,” and "Principles of Negotiation,” students are taught conflict
resolution techniques and empathy-building exercises. Regarding exclusion theme,
the program targets inter-group relations and understanding the "other." Activities
like "Red Alert,"” "Feeling Belongingness,” and "Listening Exercise” are used to
address issues related to exclusion, aiming to enhance mutual understanding and

promote a sense of belonging among students from diverse backgrounds.

Overall, this adapted peace education program systematically addresses various
aspects identified through the needs analysis, using targeted skills and activities to
foster conflict resolution skills among students from both local and refugee

backgrounds.
4.3. Results of the Quasi-Experimental Study

The aim of the study is to assess the effectiveness of the peace education program on
conflict resolution skills of 4™ graders. Hence, as it is indicated in the second sub-
research question, the peace education program is expected to have a significant
difference on conflict resolution skills scale including its subscales as reaching
reconciliation and resorting to violence of experimental groups. This section presents
the results of the conflict resolution skills scale pertaining to the second research

question that is being examined in this section.

Before conducting the analysis, the univariate normalities were examined to decide
the appropriate statistical analysis for the data set (Tabachnick & Fidell, 2014).
Assumptions were examined through SPSS Version 28 (IBM Corp, 2022). Before
the analysis of the assumption, data were screened for missing values. Since there
were a small number of students and the questionnaire conducted with the group,
there were no missing values. Univariate normalities were examined using Q-Q
Plots, histogram, Skewness and Kurtosis values, Kolmogorov- Smirnov and Shapiro-
Wilk tests. Skewness values ranged between .378 and 1.387, kurtosis values ranged

between -.114 and .925, Kolmogorov-Smirnov values ranged between.217 to .376.

129



These values demonstrated evidence for non-normal distribution (Brown, 2015).
Histograms and Q-Q plots were visually inspected and the non-normal distribution
was observed with them (Field, 2018). Non-parametric tests were conducted since

the normality was not ensured (see Figure 4.5 and Figure 4.6).

Non-parametric tests were employed to assess the effectiveness of the program on
the pre-test, post-test, and follow-up conflict resolution scores of experimental and
control group students (Kraska-Miller, 2014). The Mann-Whitney U test (for
between-group differences), Friedman’s test (for within-group differences), and the

Wilcoxon Signed-Rank test (as a post-hoc test) were used.
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Figure 4. 5. Histogram of normality test

In addition to the assumptions, total and sub-scores (reaching reconciliation and
resort to violence) pretest scores of Conflict Resolution Skills Scale of the
experimental and the control group were compared with the Mann-Whitney U test to
determine whether there is a baseline difference between experimental and control
group. According to the Mann Whitney U test results, total conflict resolution scores
of the intervention (Mdn= 22,50) and the control group (Mdn= 20,40) were not
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significantly different (Uta= 198; Ziota= -.56, p= .58). Considering subscales, there
were no significant differences on reaching reconciliation (U= 203.5; z,= -.42, p=
.68) and resort to violence scores (Un= 210; z,= -.25, p=.80) of intervention and the
control group. These results indicated that the experimental and the control groups
did not differ significantly prior to the implementation of the UNESCO’s “Learning
to Live Together” Peace Education program in terms of the total and sub-scores of
the Conflict Resolution Skills Scale.

Normal Q-Q Plot of total_score

Expected Normal

30 40 50 60 70 80 a0

Observed Value

Figure 4. 6. Q-Q Plot of normality test

4.3.1. Results Regarding Differences Between the Experimental and the Control

Group

The second research question of the study was tested by comparing the posttest
scores of the experimental and control group on total conflict resolution, reaching
reconciliation, and resorting to violence scales. Mann-Whitney U test was utilized
for this comparison (Gravetter & Walnau, 2017). The posttest results including the
subscales were demonstrated below (see Table 4.3).
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Table 4. 3. The results of Mann-Whitney U test for posttest scores

Scale Group N Mean Sum of U VA P
Rank  Ranks
Total Experimental 22 27.98 61550 77.500 -3.597 .001*
Control 20 1438 287.50
Reaching Experimental 22 26.59 585 108 -2.834 .005*

Reconciliation

Control 20 1590 318
Resort to Experimental 22 29.50 649 44 -4.455 .001*
Violence

Control 20 1270 254
*p<.05

It can be concluded that the experimental group was statistically significantly
different than the control group in the total conflict resolution posttest scores
(Ue=77.5, 2,.,=-3.597, p..=.001). Furthermore, the experimental group demonstrated
a statistically significant difference in reaching reconciliation and resort-to-violence
subscale scores than the control group. The experimental group’s scores on reaching
reconciliation were statistically significantly higher than the control group (U.=108,
z,=-2.834, p,=.005). In addition, the experimental group had significantly lower
scores on the resort to violence subscale than the control group (U.=44, z,=-4.455,
p.=.001).

The results showed that the training was effective in the experimental groups’
conflict resolution skills as compared to the control group. The effect size was
calculated for the total score of the conflict resolution skills scale, and it was found
that the training had a large effect size (r=1.45). It can be concluded that the
differentiation in posttest scores demonstrated a significantly large effect on the

conflict resolution skills of students in the experimental group.
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Experimental and control groups’ follow-up test scores on conflict resolution scores
were assessed by conducting another Mann-Whitney U test (see Table 4.4).
Experimental and control groups’ follow-up test scores on total conflict resolution
skills scale score were statistically significantly different (Uwta=47, Ziota=-4.366,
Ptotar=-001). Similarly, the experimental group’s score on reaching reconciliation and
resort-to-violence subscales were statistically significantly different than the control
group on follow-up scores. The experimental group’s scores on reaching
reconciliation were statistically significantly higher than the control group
(Ur=50.50, z,=-4.281, p,=.001). Furthermore, the experimental group had
significantly lower scores on resort to violence subscale than the control group
(Un=38.50, z,=-4.593, pn=.001). The results demonstrated that the significant
difference between experimental and control groups’ conflict resolution skills on

posttest scores carried forward to follow-up tests.

Table 4. 4. The results of Mann-Whitney U test for follow-up scores

Scale Group N Mean Sum of U z P
Rank  Ranks
Total Experimental 22 29.36 646.00 47.000 -4.366 .001*
Control 20 1285 257.00
Reaching Experimental 22 29.20 642.50 50.500 -4.281 .001*
Reconciliation
Control 20 13.03 260.50
Resort to Experimental 22 29.75 654.50 38.500 -4.593 .001*
Violence
Control 20 12.43 248,50
*p<.05

4.3.2. Results Regarding Differences among Pretest, Posttest, and Follow-up

Scores of the Experimental Group

The Friedman’s test which examines the differences for three or more related

conditions for non-normal data sets was conducted to measure the differences of
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pretest, posttest, and follow-up scores of the experimental group (Field, 2018). The
pretest, posttest, and follow-up scores of the experimental group were presented
below (see table 4.5).

Table 4. 5. Comparison of pretest, posttest, and follow-up test scores of the
experimental group

Scale Measures N Mean Sd Mean X? dad  p
Rank
Total Pretest 22 66.05 761 1.2 29.81 2 .001*

Posttest 22 7582 6.06 21
Follow-up 22 78.18 563 2.8

Reaching Pretest 22 4282 6.13 1.1 34.05 2 .001*
Reconciliation

Posttest 22 4814 330 21

Follow-up 22 5045 350 2.8

Resort to Pretest 22 2436 382 11 3769 2 .001*
Violence

Posttest 22 2882 236 23

Follow-up 22 29.22 269 26

*p<.05

As indicated at Table 4.4, results demonstrated a significant difference among
pretest, posttest, and follow-up test total scores [x*(2)=29.81, p=.001], in addition to
reaching reconciliation [x?(2)=34.05, p=.001], and resort to violence [x*(2)=37.69,
p=.001] subscale scores of experimental group. The Wilcoxon Signed-Rank test was
conducted, with a Bonferroni correction applied to prevent Type | error, as a post-
hoc test to understand the differences among pretest, posttest, and follow-up test
scores of the total score, reaching reconciliation, and the resort to violence subscale
scores since they demonstrated significant difference on the Friedman’s test. The p-
value was calculated by dividing .05 to 3 and set as .017 for the post-hoc analysis
(see table 4.6).
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Table 4. 6. The results of Wilcoxon Signed Rank test for the pretest and posttest
scores comparison of experimental group

Scale Pretest N Mean Sum of z p
Posttest Rank Ranks
Total Negative 3 2.33 7 -3.774 .001*
Rank
Positive 18 12.44 224
Rank
Ties 1
Reaching Negative 1 2.50 2.50 -3.832 .001*
Reconciliation Rank
Positive 19 10.92 207.50
Rank
Ties 2
Resort to Negative 0 .00 .00 -3.927 .001*
Violence Rank
Positive 20 10.50 210
Rank
Ties 2
*p<.017

As the results yielded in the table above (see Table 4.6), there was a significant
difference on the total conflict resolution pretest and posttest scores, z=-3.774,
p=.001. The Wilcoxon Signed-Rank test results also demonstrated a significant
difference between pretest and posttest scores of reaching the reconciliation subscale,
z=-3.382, p=.001. Similarly, the pretest and posttest scores of the resort to violence
subscale were significantly different, z=-3.927, p=.001. The experimental groups’
conflict resolution skills in general increased with a large effect size (r=1.61). In
addition, the experimental group demonstrated a statistically significant increase in
both subscales names as reaching reconciliation and resort-to-violence with large
effect sizes, r=1.18, r=1.78, respectively. It can be concluded that the peace
education program has a statistically significant effect on students’ conflict

resolution skills.
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Table 4. 7. The results of Wilcoxon Signed Rank test for the posttest and follow-up
scores comparison of experimental group

Scale Posttest N Mean Sum of z p
Follow- Rank Ranks
up
Total Negativ 4 3.50 14 -3.415 .001*
e Rank
Positive 16 12.25 196
Rank
Ties 2
Reaching Negativ 3 3.00 9 -3.349 .001*
Reconciliation e Rank
Positive 15 10.80 162
Rank
Ties 4
Resort to Negativ 0 .00 .00 -2.041 041
Violence e Rank
Positive 5 3 15
Rank
Ties 17
*p<.017

The differences between posttest and follow-up tests scores were presented at the
table above (see table 4.7). There was a significant difference between posttest, and
follow-up test scores of the conflict resolution skills scale, z=-3.415, p=.001. The test
results also demonstrated a significant difference between posttest and follow-up test
scores of reaching reconciliation subscale, z=-3.349, p=.001. However, no
significant difference was found between posttest and follow up test scores of the
resort to violence subscale, z=-2.041, p=.041. The experimental groups’ conflict
resolution skills in general increased with a large effect size (r=1.15). Also, the
experimental group demonstrated statistically significant increase in reaching

reconciliation subscale with a large effect size, r=1.06.
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The results yielded that students’ conflict resolution skills overall, reaching
reconciliation and resort-to-violence skills were significantly altered from pretest to
posttest scores. It can be concluded that the skills of conflict resolution overall and
reaching reconciliation were maintained over a 6 weeks period. The peace education
training increased students’ conflict resolution skills and helped them to reach

reconciliation with their peers and these skills were maintained after the training.

4.3.3. Results Regarding Differences among Pretest, Posttest, and Follow-up test
Scores of the Control Group

In order to evaluate the differences among pretest, posttest, and follow-up test scores
of the control group, another Friedman test was conducted (see Table 4.8).

The results did not indicate any significant difference among pretest, posttest, and
follow-up test scores for the total conflict resolution skills scale [x*(2)=1.05, p=.590],
reaching reconciliation [x*(2)=.361, p=.835], and resort to violence [x*(2)=2.20,
p=.316] subscales. Since there were non-significant results for all tests, post-hoc test

analysis was not conducted for the control group.

Table 4. 8. Comparison of pretest, posttest, and follow-up test scores of the control

group

Scale Measures N  Mean Sd Mean X? df p
Rank

Total Pretest 20 64.05 990 1.9 105 2 590

Posttest 20 66.00 9.87 22

Follow-up 20 65.30 9.60 1.9

Reaching Pretest 20 4230 6.75 20 361 2 .835

Reconciliation
Posttest 20 4270 728 21

Follow-up 20 4240 6.24 1.9
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Table 4.8. (continued)

Resort to Pretest 20 2435 339 21 220 2 316

Violence
Posttest 20 2410 304 2.2

Follow-up 20 2375 319 138

*p<.05

4.4. Results of the Post-Interviews

The study's research question aims to evaluate the sustainability of conflict resolution
skills among both local and refugee students in the follow-up phase. This section
provides an in-depth analysis of interviews conducted post-program implementation
with local and refugee students, parents from both communities, the experimental
group's classroom teacher, and the school counselor aiming to address the second
sub-research question. It reveals four primary themes: (1) Collaboration, (2) Conflict
Resolution Skills, (3) Future Goals, and (4) Difficulties. The inclusion of quotations

enhances the study's reliability and transferability.

4.4.1. Collaboration

Collaboration was highlighted by five participants, including the classroom teacher,
school counselor, and one parent, along with two students. Their responses indicated
an improvement in the relationship between refugee and local students post the pilot
program. According to the classroom teacher, there was a noticeable shift towards
more collaborative behavior among students within the classroom setting after the

program implementation.

| am really satisfied. In the last lesson, for example, an Arab child forgot to
bring his book. One of the Turkish students informed me and sat next to him
to help him. I think that friendship relations have been strengthened. This is
being reflected in their behavior in the classroom. (This improvement) has
affected their cooperation.
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Ben memnunum gercgekten. Gegen derste de Arap bir ¢ocuk mesela kitabini
unutmusg, Tiirk ogrencilerden biri kendisi séyledi ogretmenim o kitabini
unutmus ona yardim etmek icin yamna gecgebilir miyim dedi. Arkadaslik
iliskileri giiclenme oldugunu diisiintiyorum. Swiftaki davranmiglarina ¢ok
yansimaya basladi. Yardimlasmalarint etkiledi. Classroom Teacher

In addition, the school counselor observed that students from the experimental group
began engaging in games together without any signs of discrimination. Moreover, a
local parent highlighted an example from a student in the classroom, illustrating the

collaborative behavior that emerged post-program implementation, stating:

There is this girl in our class, she is a bit aggressive towards many of her
friends. But even my daughter says ‘She has kind of opened up after we took
lessons from you.

Mesela sinifimizda bir kizcagiz var, o biraz agresiftir bir¢ok arkadasina
karsi, cocugum anne o diyor sanki 6gretmenimizle, sizle ¢calismalar yaptiktan
sonra sanki biraz a¢ildi diyor. O bile fark etti. Local Parent

4.4.2. Conflict Resolution Skills

All participants (n=10) highlighted the conflict resolution skills of students in the
experimental group. The school counselor noted a decrease in the frequency of

consultations regarding conflicts among students from the experimental group.

They used to come to me from time to time, but they haven’t been visiting me
lately. When | asked what had changed they said they didn't have too many
problems. So yes, | can say clearly that. I'm comparing the situation with the
beginning of the year... so they aren’t coming to me with a conflict these
days. I observe that there has been a positive contribution.

Arada bana geliyorlard: yasadiklar: sorunlar: ¢ézmek icin, bu ara gelmediler
mesela, ¢ok fazla sorun yasama durumlart olmadi. Evet ben bunu
soyleyebilirim. Sene basi ile kiyaslyyorum. Bir ¢atismayla gelmedileri. Ben
programin katki sagladigint gozlemliyorum. School Counselor

Students expressed actively using conflict resolution skills in their everyday
interactions, mentioning how negotiation abilities positively impacted their
relationships with peers. Local Students 1 indicated that "We get along, we don't
fight, and we listen to each other. Negotiation helps.” (Mesela anlasiyoruz, kavga

etmiyoruz, birbirimizi dinliyoruz. Miizakerenin faydasi oluyor.) Local Student 1
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4.4.3. Future Goals

All students (n=6) shared their intentions for applying the skills they acquired from
the peace education program in their interactions with friends and family. Refugee

student 2 articulated his perspective on this matter with the following words:

| can use negotiation, for example. If | fight with my friends, we can
negotiate, we can also negotiate with my sisters at home. We can ask each
other why we did this and that, and then we can say, , ‘Let's make up’, that's
how we can talk. I can say, ‘You broke my heart, and I will tell you how I
feel.

Miizakereyi kullanabilirim mesela. Arkadaslarimla kavga edersem miizakere
yvapariz, evde ablamlarla miizakere yapariz. Niye béyle yapryorsun hadi
barisalim derim, konusuruz. Kalbimi kirdin derim duygularimi soylerim.
Refugee Student 2

Similarly, students emphasized their intent to apply listening skills, particularly
among their peers, recognizing empathy's pivotal role in effective communication.
Their plan involves actively listening to one another to minimize conflicts and
misunderstandings within the classroom. Additionally, the school counselor

expressed the intention to expand the program to other classes by stating:

| can say that we have received positive feedback from the students. They
came to me and asked about you. They came from that class and asked if
their teacher would come that day. They told me that they had a lot of fun and
that they loved him very much. | understood then that the work you did in the
classroom was appreciated by the children and that they expect it to continue.
No one came from the parents, but if there had been something they didn’t
like, I'm sure they would have come. Lack of visits doesn’t signal anything
wrong, | mean it doesn't have a negative meaning. Because when something
negative happens, people usually come, and they keep thinking about
negative things and follow them up.

Ogrencilerden olumlu doniit oldu diyebilirim. Bana geldiler sizi sordular. O
swniftan geldiler 6gretmenimiz bugiin de gelecek mi, biz ¢ok eglendik, onu ¢ok
seviyoruz gibi ciimleleri oldu. Buradan da anladim ki sinif igerisinde
vaptiginiz ¢alisma c¢ocuklar tarafindan sevilmis ve devami bekleniyor.
Velilerden gelen olmadi ama hoslarina gitmeyen bir sey olsaydi eminim
gelirlerdi. Bu gelmeyisin bir anlami yok, olumsuz bir anlami yok yani. Ciinkii
olumsuz bir sey oldugunda genelde gelir insanlar. Olumsuz seyler akilda
kalir, pesine diisiiliir. School Counselor
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4.4.4. Difficulties

Three students emphasized the challenges they faced during the program,
unanimously agreeing on the language barrier as a significant issue. To elaborate, the

Refugee Student 3 expressed

I didn't like it because it was difficult to talk... to talk in groups. It was
particularly difficult to talk to some of them. Yes, but I mean | explain it in
Turkish so that he can understand (but he doesn’t get it). He doesn't
understand Arabic, either.

Konusmak, grup¢a konusmak, konusmak zor oldugu icin sevmedim.
Bazilariyla konusmak zor oldu mesela. Evet anlatyyorum, Tiirk¢e anlatiyorum
anlamast i¢in bazi arkadaslarimin. Sonra Arap¢a da ¢eviriyorum. Arap¢a da
anlamiyor. Refugee Student 3

Students also brought up concerns regarding classroom size and activity duration.
The large class sizes limited the active participation of every student in lead roles
during activities. For instance, during the "Retelling the Story" exercise, only a few
students had the opportunity to enact roles outside the classroom, leaving many
volunteers without the chance to participate. Consequently, students expressed a

desire to revisit and replay certain activities to ensure everyone's involvement.

4.5. Results of the Program Evaluation Form

Students from the experimental group were provided with a separate assessment
form to evaluate both the researcher/ trainer and the entire program to address the
second sub-research question. In addition to individual semi-structured interviews,
the evaluation form aimed to facilitate an objective expression of their opinions.
Developed by the researcher, the Program Evaluation Form underwent review and
feedback from experts, including the supervisor and dissertation committee

members.

The form comprised 17 questions categorized into three sections: a) Evaluation of
the Trainer, b) Evaluation of the Training Process, and c) Evaluation of the Program

Results. Responses were gathered on a 3-point scale, ranging from "agree" to
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"disagree." The descriptive outcomes of the students' feedback are outlined in the
presented table (see Table 4.9).

Table 4. 9. Means and standard deviations of the participant’s responses to the
program evaluation form

Total
(n=17)
M SD
Items
Evaluation of the researcher
Had positive communication with us 3.000 .000
Instructions were clear and understandable 3.000 .000
Explained the activities clearly 2950 .213
Encouraged us for active participation 2910 .294
Used time effectively 2910 .294
Lead group effectively 2950 .213
Evaluation of the program process

We could listen each other during the sessions 2.820 .395
The sessions included examples similar to daily life 2950 .213
The sessions were lively and engaging 2910 .294
| could express myself during the training. 2.730 .456

We encouraged and supported each other as a class during the 2.860 .351

sessions

Dilara Teacher was encouraging and supportive 2.860 .351
Evaluation of the program results

Helped me to develop relationship with my friends 3.000 .000

Helped me to learn new things 2950 .213

Provided me useful information that | could use in daily life 2.770  .429

Helped me to deal with the problems with my friends 2.950 .213
effectively
In the future, I would agree to participate in the “Learning to 3.000 .000

Live Together” peace education program again.
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As indicated in the table above, every participant rated the researcher's
communication style positively, describing it as clear, understandable, and effective.
The vast majority of participants evaluated the researcher's explanation of the
activities as lucid and effective in guiding the group. The majority of the participants
concurred that the researcher effectively motivated the students and made efficient
use of the time. In relation to the assessment of the training process, nearly all
participants provided positive ratings for the sessions, describing them as dynamic,
captivating, and enhanced with daily illustrations. The majority of participants
concurred that they were capable of actively listening to and providing support to
one another, while effectively expressing their thoughts and feelings during the
sessions. Furthermore, the majority of the participants concurred that the researcher
exhibited a disposition that was both encouraging and supportive during the
activities. In terms of assessing the training outcomes, all participants expressed that
the program facilitated the enhancement of their interpersonal connections with their
acquaintances. Furthermore, they expressed their willingness to partake in the same
program in the future. The overwhelming majority of participants concurred that the
training facilitated their acquisition of new knowledge. The majority of participants
assessed the course as imparting valuable knowledge for their everyday lives.

4.6. Results of the Observation Forms

Observation forms were filled out by classroom teachers of control and experimental
groups based on their observations before and after the implementation of the
program to examine the second sub-research question. Experimental group consisted
of 22 students and the control group consisted of 20 students. Thus, classroom
teachers filled out the forms for each student. Seven statements regarding students’

communication skills with their peers and adults were indicated in the forms.

As indicated in Table 4.10, experimental group students demonstrated changes in all
seven statements according to the classroom teacher’s observations. Pretest
observations revealed a varied distribution across behavioral dimensions. The "Poor"
category encompassed percentages ranging from 27.3% to 36.4%, with the least

observed trait being "Plays games with their peers during break time" (4.5%).
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Conversely, the "Strong" category highlighted higher percentages, reaching a peak of
50% for "Can communicate verbally with adults.”

Transitioning to the posttest observations, discernible improvements were evident
across multiple behavioral dimensions. Notably, the "Strong" category increased
significantly, showcasing remarkable enhancements, particularly in traits like "Can
communicate verbally with their peers” (77.3%) and "Can communicate verbally
with adults” (72.7%). Conversely, the "Poor" category exhibited notable declines
across most dimensions, signifying substantial progress in observed behaviors. The
results of the experimental group indicated that the students show the most difference
in attending classes regularly, working collaboratively with their peers during the
lessons, respecting the personal space of their peers, and following instructions given
inside the classroom. In addition to that, playing games with their peers during the
break time and communicating verbally with their peers and adults were increased as

well.

On the other hand, the means of the pretest and the posttest results of the control
group demonstrated that the students’ behaviors remained unchanged and even
decreased after the implementation (see Table 4.11). Comparing pretest and posttest
observations within the control group, discernible shifts were observed. While the
"Age Appropriate™ category remained relatively stable, the "Strong" category
exhibited a reduction in several behavioral traits. However, the "Poor" category
displayed fluctuations, with some traits demonstrating increased percentages in the
posttest, albeit at a marginal level. As a result of the observation forms, it can be
stated that the “Learning to Live Together” Peace Education Program helped
students to improve their attendance to the lessons, communication, and

collaborative work. Attends classes regularly.
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Table 4. 10. Frequency and the percentages of the experimental groups’ observation forms answers

Plays
Respects games Can
Works the with their Can communi
Attends Follows the collaboratively personal peers communica cate
classes instructions with their peers space of during te verbally verbally
regularl given in the during the their break with their with
y. classroom. lessons. peers. time. peers. adults
Group Test Options f % f % f % f % f % f % f %
Experimental Pretest Poor 7 3 7 31,8 8 36,4 6 27 1 4, 3 16, 3 13
1, 3 5 6 ,6
8
Age Appropriate 8 3 8 36,4 7 31,8 11 50 13 59 8 36, 7 31
6, 1 4 8
4
Strong 7 3 7 31,8 7 31,8 5 22 8 36 11 50 11 50
1, 7 4
8
No observation 0 0 0 0 0 0 1 4,
5
Posttest Poor 0 0 2 9,1 1 4, 1 4, 0 3 13
5 5 ,6
Age Appropriate 5 2 8 36,4 7 31,8 8 36 8 36 5 22, 3 13
2, 4 4 7 ,6
7
Strong 1 7 14 63,6 13 59,1 13 59 13 59 17 77, 16 72
7 7, 1 , 3 7
3
No observation 0 0 0 0 0 0 0
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Table 4. 11. Frequency and the percentages of the control groups’ observation forms answers

Plays
Respects games Can
Works the with their Can communi
Attends Follows the collaboratively personal peers communica cate
classes instructions with their peers space of during te verbally verbally
regularl given in the during the their break with their with
y. classroom. lessons. peers. time. peers. adults
Group Test Options f % f % f % f % f % f % f %
Control Pretest Poor 5 3 7 35 8 40 2 10 2 10 3 15 1 10
0
Age Appropriate 1 5 8 40 9 45 17 85 18 90 15 7 17 85
0 0
Strong 5 2 5 25 3 15 1 5 0 2 10 1 5
5
No observation 0 0 0 0 0 0 0
Posttest Poor 6 3 7 35 6 30 3 15 1 5 2 10 2 10
0
Age Appropriate 1 5 10 50 13 65 16 80 19 95 18 90 18 90
1 5
Strong 3 1 3 15 1 5 1 5 0 0 0
5
No observation 0 0 0 0 0 0 0
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4.7. Field Notes of the Researcher

Field notes are crucial components of research that serve to enrich the data and
guarantee a comprehensive context for the data analysis process (Creswell, 2013;
Mulhall, 2003; Patton, 2002). It incorporates detailed and comprehensive
descriptions, enhancing the evaluation of the research situation (Jensen & Allen,
1996). Hence, this section presents field notes from the pilot implementation to offer

comprehensive information regarding the research background and methodology.

The objective of this study is to adapt UNESCO's "Learning to Live Together" peace
education program for 4™ grade students in Tiirkiye at a refugee-receiving school
with the purpose of enhancing the conflict resolution skills of 4™ grade students. The
primary school that received the most refugees was selected based on its convenience
to fulfill this objective. A needs and situational analysis were carried out to
comprehensively grasp the requirements and challenges faced by the school that
receives refugees. Once the major features identified through needs analysis were
established, the essential skills to be incorporated into the peace education
curriculum were determined. The experimental implementation of the program was
conducted between March and June 2023, following the acquisition of the required

permissions from the Ministry of National Education (MoNE) in Sakarya.

Sakarya is renowned for its conservative nature inside Tirkiye. In 1999, a massive
earthquake occurred in Sakarya. Consequently, residents of Sakarya relocated to
newly constructed structures that are designed to withstand earthquakes, opting to
reside away from the city center. The primary school in Sakarya that receives the
highest number of refugees is located in the historic city center, which suffered
significant damage in 1999. Residents of Sakarya are reluctant to reside in that
region due to concerns about the seismic activity, which renders the ground unstable.
However, due to the affordable rental prices in comparison to other areas of the city,
individuals with a lower socio-economic standing opt to reside in that particular
district. Additionally, the region experiences a significant influx of refugees due to
the availability of affordable housing options. Refugee participants emphasized the

significance of the city's conservative infrastructure in their choice to establish
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permanent residence in this city. The school that carried out the pilot implementation
included children from both the local community and refugee students from low

socioeconomic backgrounds.

| sought permission from MoNE in January 2023, but due to major earthquakes in
February that affected 12 cities in southeastern Tiirkiye, schools across the country
remained closed after the break and an additional two weeks were added. The
permission for the program was granted in March due to the emergency situation
caused by significant student migration from the southeastern region. Consequently,
the start of the pilot implementation was delayed. Additionally, just before the
program began, one student enrolled in the classroom as a result of this internal

migration.

The school, being part of the PIKTES Project, already possessed knowledge about
refugee migration, aided by a translator facilitating communication with refugee
parents and students. School stakeholders, including parents, teachers, counselors,
and administration, eagerly participated in the study, allocating time for interviews
and providing consistent support throughout. The classroom teacher played a pivotal
role, assisting in gathering consent forms from parents. The high level of trust
between parents and the teacher extended to trust in me, which significantly
contributed to obtaining permissions for the study. Overall, the positive rapport
established between the classroom teacher and parents laid a strong foundation for

the study.

Before commencing the program, students were given the chance to review the
consent forms, which sparked their curiosity and enthusiasm for participating. At the
start, | introduced myself and ensured those struggling with understanding that they
could seek help. Despite no immediate requests, | noticed some students faced
difficulties understanding instructions. To address this, | paired these students with
Turkish-speaking peers, encouraging collaboration for better comprehension.
Additionally, I took the opportunity to learn basic Arabic words from the students,
incorporating them into our interactions during activities. Initially surprising to local

students, this effort gradually normalized, contributing to improved relations
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between local and refugee students over time. This approach seemed to positively

impact their interactions.

During the initial stages of the program, many local students approached me,
expressing concerns about their refugee friends' difficulties participating and
understanding them. | addressed these concerns by highlighting the potential
hurtfulness of such comments to their friends and encouraged empathy by asking
how they would feel in a similar situation. Linking these discussions to the program'’s
activities helped them grasp the relevance of these reflections. Over time, as they
engaged more with these discussions, the complaints decreased, showing a positive
impact of the skills taught during the program.

At the program’s outset, activities emphasizing speaking and language skills were
prominent. However, some students, both local and refugee, hesitated to actively
participate due to language barriers or personal characteristics, such as shyness.
Towards the program's conclusion, these same students requested to revisit speaking-
oriented activities, expressing newfound thoughts to share with their peers. To
enhance engagement, | believe commencing the program with more hands-on
activities that require fewer speaking skills could help students become familiar with

the program and gradually increase their participation.

Throughout the program, the school's positive reception and support toward this
initiative remained steadfast, influencing the program's progression. The initial
enthusiasm and engagement observed among the students further blossomed as the
program evolved. At the start, the students, both local and refugee, encountered
challenges, particularly concerning language barriers and participation hesitancy.
However, as the program advanced, their attitudes noticeably shifted. Students who
initially struggled with active involvement in language-oriented activities expressed
renewed interest towards the program's conclusion, eager to share their thoughts and
participate actively. This transformation illustrates the evolving comfort and
confidence levels that emerged within the class, indicating a positive shift in their

engagement and willingness to participate.
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4.8. Summary of the Results

Before the adaptation of the peace education program, semi-structured interviews
were conducted with school counselors, local and refugee students and parents,
teachers, and the vice principal, leading to the emergence of three main themes.
These themes include aggravating factors for unity, institutional challenges and
needs, and facilitative factors for unity. The aggravating factors for unity encompass
environmental and personal obstacles affecting refugees' psycho-social adaptation,
such as discrimination from local students and teachers, as well as refugees' own
adaptation challenges. Institutional challenges highlight issues like increased teacher
workload and classroom overcrowding, along with the need for targeted training and
policy improvements to support refugees. The facilitative factors for unity emphasize
the importance of positive parental involvement and the creation of a peaceful school
environment. This involves the active participation of educated and settled parents,
alongside the cultivation of an accepting and peaceful school atmosphere for

students.

The peace education program was tailored to the specific needs of a refugee-
receiving school, using insights from semi-structured needs analysis interviews to
refine and enhance UNESCO’s “Learning to Live Together” program for fostering
harmony in both school settings. A 2x3 quasi-experimental method was used for the
pilot program implementation which was conducted with one experimental group
(n=22) and one control group (n=21). Mann-Whitney U Test was employed to
determine whether there was a baseline difference between the experimental and
control groups. The results indicated that the intervention and the control group did
not differ significantly before the implementation of the “Learning to Live Together”
Peace Education program in terms of the total and sub-scores of the Conflict

Resolution Skills Scale.

The "Conflict Resolution Skills Scale™ was administered to both groups at the
beginning and end of the study, with a follow-up assessment conducted after six
weeks. After the pilot implementation, semi-structured interviews were held with

teachers, parents, and students. The results demonstrated a significant difference
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between pretest and posttest scores of reaching the reconciliation subscale, resort to
violence, and total score with a large effect size. There was a significant difference
between the posttest, and follow-up test scores of the conflict resolution skills scale
and the reaching reconciliation sub-scale with a large effect size. However, no
significant difference was found between the posttest and follow up test scores of the

resort to violence subscale.

The program evaluation form was conducted with the experimental group and the
observation forms were filled out by the control and experimental groups’ classroom
teachers following the program implementation. Students in the experimental group
reported improvements in behavior and engagement, while teachers observed
enhanced communication and collaboration, highlighting the program's success in
fostering interpersonal relations. After the study was terminated, a complementary 5-
session peace education program was conducted for the control group. The results
demonstrated that a peace education program is effective in enhancing conflict

resolution skills of 4™ grade students.
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CHAPTER 5

DISCUSSION

The study focused on the adaptation of UNESCO’s “Learning to Live Together” a
peace education program aimed at enhancing conflict resolution skills among 4™
grade students in the refugee-receiving school. The process involved four main
stages: needs and situational analysis, adaptation of UNESCO’s "Learning to Live
Together" peace education program, pilot implementation of the program, and the

program evaluation.

Identifying key skills from the needs analysis guided the adaptation of the program
into Turkish. The pilot implementation included a 13-session peace education
program adapted from UNESCO’s “Learning to Live Together” for the 4™ grade
experimental group at a refugee-receiving school in Sakarya, Tiirkiye. The
evaluation part included various assessment methods, including interviews,
observations, evaluation forms, and a conflict resolution skills scale. After the study
was conducted, 5-session compensation for the peace education program was
conducted with the control group for ethical purposes. Overall, the study findings
indicate that the peace education program is effective in developing conflict
resolution skills among the 4™ grade students at a refugee-receiving school in

Sakarya, Tiirkiye.

In this chapter, the discussion unfolds across four sections. The initial part delves
into the findings of the needs analysis. Following this, the second section
encompasses insights derived from the program's pilot implementation, covering
evaluations, interviews, follow-ups, and observation forms. Finally, the last two parts
incorporate the conclusion, implications drawn from the study, and recommendations

for prospective research endeavors.
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5.1. Discussion of the Needs Analysis Results

This section delves into the analysis of semi-structured interviews involving the vice
principal, school counselors, classroom teachers, teachers of Turkish as a foreign
language, local and refugee parents, and students. The discussion is structured
around three primary themes identified during analysis: 1) Aggravating factors for
unity, 2) Institutional issues and needs, and 3) Facilitative factors for unity. Each
theme is elaborated upon in separate sections to comprehensively explore the

insights gleaned from these interviews.

5.1.1. Discussion of the Aggravating Factors for Unity

The content analysis of the semi-structured interviews highlighted several factors
significantly affecting the psycho-social adaptation of refugee students. Participants
pointed out two primary categories impacting the unity inside the school
environment: a) environmental factors, and b) individual factors. Within the
environmental factors, issues such as exclusion by local students, academic
challenges, and prevalent local discourses were identified as significant challenges.
On the other hand, individual factors encompassed various aspects including local
students' challenges, behavioral issues among refugee students, attitudes within
refugee families, levels of familiarity or unfamiliarity, socio-economic factors,
migration-related psycho-social challenges, and prevailing prejudices in the psycho-
social adaptation process.

The research findings consistently align with the existing literature on refugee’s
psycho-social adaptation, shedding light on concerning realities within refugee-
receiving classrooms. These findings reveal an unwelcoming attitude toward refugee
students, particularly those who are Arabic-speaking or face language challenges
during lectures, resulting in their marginalization within the school environment.
This distressing pattern echoes sentiments identified in prior needs assessment
studies conducted in Tiirkiye (Kaya & Kirag, 2016). One of the recurring concerns
raised by school counselors, parents, and teachers is the profound impact of language

barriers on academic success and the development of peaceful relationships with

153



local peers. The academic performance of refugee students significantly shapes the
attitudes of both teachers and local parents, with participants citing negative or
marginalized attitudes among educators as exclusionary factors. In response to these
challenges, teachers invest classroom hours in working individually with refugee
students to enhance their language skills and help them keep up with the curriculum.
However, this additional workload can be exhausting for teachers, creating an

additional layer of complexity in the psycho-social process.

Moreover, some instances of exclusionary behavior by both local parents and peers
have been negatively impacting the overall psychosocial of refugee students. Local
parents expressed dissatisfaction with the situation, believing that their children in
classrooms with refugee students might struggle to concentrate on subjects compared

to their peers in classrooms without refugee students.

Recognizing the intricate connection between these challenges and the broader
educational policies designed for refugee children is essential. Importantly, teachers'
attitudes have been emphasized as pivotal in creating a welcoming atmosphere in the
classroom and nurturing a harmonious school environment. These findings closely
align with prior needs analysis studies that underscore the significance of teachers'
attitudes and the influence of various school components, including local students
and parents, in creating a peaceful and welcoming school atmosphere (Mercan Uzun
& Biitiin, 2016; Ozel & Erdur- Baker 2023).

The challenges faced by both local and refugee students due to the school's location
in a low socioeconomic status (SES) area have significant implications for peace
education within the school community. The presence of broken families and
economic difficulties in such areas has been identified as contributing factors to
behavioral issues among students. Teachers and the vice principal have recognized
the link between these SES-related struggles and broken family structures, which can
manifest in behavioral problems among both local and refugee students. One
concerning pattern that has emerged is that refugee students tend to internalize and
replicate the behavioral problems exhibited by their local peers. This internalization

negatively impacts their ability to engage in various activities, develop meaningful
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relationships, and contribute to the creation of harmony with their local peers within

the school environment.

Existing research supports these findings by highlighting that refugees often settle in
low SES areas across cities due to economic factors, such as affordable rents and
access to basic needs (Celik & Igduygu, 2018). Additionally, these studies emphasize
the prevalence of behavioral issues in schools where refugee students enroll, which
can be exacerbated by the low educational attainment, financial struggles, and
broken family structures prevalent in the surrounding areas where refugees settle.
The rapid and substantial nature of the migration process further intensifies the

challenges associated with these pre-existing issues (Ozel & Erdur-Baker, 2023).

In the context of peace education, it is essential to address the behavioral issues
observed among refugee students, particularly instances of violence that occur during
peer interactions. Teachers and school counselors have emphasized the trauma and
war-related impact on these students, recognizing that their heightened propensity for
violence often serves as a defense mechanism. These findings align with prior
studies that have consistently highlighted the higher incidence of behavioral
challenges among refugee students within school environments compared to their
local counterparts (Erden, 2020; Mercan Uzun & Biitiin, 2016; Ozel & Erdur-Baker,
2023). The root causes of these issues can often be traced back to the exposure of
refugee students to violent circumstances, such as war and migration-related
violence. Even refugee students who were born and raised in Tiirkiye are exposed to
distressing news from their home countries through social media or family

conversations, which further contributes to their challenges with behavior.

While Tiirkiye has initiated several programs aimed at promoting conflict resolution,
respecting differences, and fostering empathy among diverse groups, there remains a
significant need for more comprehensive and inclusive programs (Erden &
Wolfgang, 2012; Kaya, 2015; Sayed & Ahmed, 2016). Existing programs that focus
on conflict resolution, and cultural differences in schools, provide a valuable
foundation. However, these programs often do not sufficiently address the unique

challenges faced by refugee communities. Furthermore, programs that engage
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students from different cultures that promote intercultural dialogue and
understanding can help bridge gaps between local and refugee communities,
fostering a more inclusive atmosphere. To effectively facilitate the adaptation and
dialogue between local and refugee students within new cultural environments at
schools, it is essential to implement comprehensive programs that incorporate
elements of peace, including communication and conflict resolution skills. These
programs must be culturally sensitive, broadly accessible, and sufficiently funded to
address the diverse needs of a growing and varied population. Although Tiirkiye has
made significant progress in promoting conflict resolution and cultural
understanding, there remains an urgent need for more comprehensive, and inclusive
programs which include different cultures. By fostering cultural engagement, and
ensuring sustainable resources, Tiirkiye can enhance the harmony in refugee-
receiving schools. Such programs are essential for cultivating a harmonious and
inclusive educational environment that meets the diverse needs of all students from

different cultures.

Moreover, the attitudes and behaviors of refugee families play a crucial role in
impacting the academic and social lives of refugee students. Teachers have noted a
lack of attentiveness among refugee families, with many students returning home
unaccompanied regardless of their age. This variation in the education system and
parental involvement from their countries of origin poses a significant challenge to
the psycho-social adaptation process of refugee students within the Turkish
educational framework (Okagaki & Sternberg, 1993; Warner, 1998), as emphasized

by school components.

The interactions among refugee students primarily revolve around their Arabic-
speaking peers, often visiting each other's homes after school due to living in the
same neighborhood. These close-knit relationships, while providing a sense of
familiarity and comfort, also highlight the cultural disparities that exist between
refugee and local students. It becomes more pronounced with varying degrees of
familiarity among refugee students. In the context of peace education, these cultural
disparities underscore the importance of promoting cultural awareness and

understanding among all students. Teachers and local parents have pointed out a bias
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among students against learning the Turkish or Arabic language and culture, which
notably facilitates their psycho-social adaptation and increases discrimination from
their peers. These attitudes appear to be rooted in the uncertainty surrounding
governmental policies toward refugees, a concern previously identified in previous
research studies (Apak, 2022; Kardes & Akman, 2022). The ambiguity and
instability of policies concerning the residency status of refugee and local families in
Tirkiye contribute to the hesitancy of refugee and local students in embracing each

other's culture and language.

In conclusion, the research findings shed light on the formidable challenges faced in
creating peaceful and harmonious classroom environments within refugee-receiving
schools, particularly among 4™ grade students. These challenges, ranging from
language barriers to cultural disparities and behavioral issues, underscore the
pressing need for peace education programs in such settings. The significance of
peace education cannot be overstated, as it emphasizes core values such as empathy,
conflict resolution, and peaceful coexistence. Schools possess the transformative
potential to evolve into inclusive spaces where diversity is not only accepted but
celebrated. Here, students can learn to understand and respect each other's unique

backgrounds while acquiring essential skills to resolve conflicts peacefully.

5.1.2. Discussion of the Institutional Issues and Needs

Under the institutional issues and needs theme, three sub-themes surfaced: school-
related issues, training needs, and policy matters. The challenges within school
facilities, such as teacher workload, classroom overcrowding, and enrollment
concerns, were highlighted. Previous research also echoed similar findings regarding
school-related issues like teacher workload and classroom density (Erden, 2020;
Demir Basaran, 2020; Mercan Uzun & Biitiin, 2016). Of particular note is the
substantial burden shouldered by teachers in response to the inadequate Turkish

language proficiency among refugee students.

Participants observed a significant shift in the school's dynamics, primarily attributed

to the increasing number of refugee students, who, in some cases, now outnumber
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local students in classrooms. This observation was echoed by the vice principal,
teachers, and school counselors. Amid this shift, peace education principles become
crucial, advocating for the psycho-social adaptation of cultural diversity and the
promotion of mutual respect and understanding among students from varied
backgrounds. However, the predominance of interaction within cultural groups
presents challenges in fostering a harmonious school environment aligned with peace
education values. To explain, this ideal faces challenges, primarily due to the natural
tendency of individuals to interact within their cultural groups, leading to segmented
social circles within the school. These prevalent within-group interactions conflict
with the overarching objectives of peace education, aimed at bridging cultural
divides and fostering a harmonious environment. This issue poses a significant
barrier to the successful implementation of peace education programs. To overcome
this, strategies must be developed to encourage intercultural interactions that can lead

to a more integrated school community.

The issue of irregular registration among refugee students, with some enrolling late
in the academic term, exacerbates these challenges. This irregularity in enrollment
patterns requires a flexible and empathetic approach in line with peace education,
ensuring all students receive equal opportunities and support regardless of their
enrollment timing. The trend of Turkish families avoiding enrollment in this school
due to the high number of refugees leads to a demographic shift, further complicating
the situation. The increasing percentage of refugee students and the corresponding
decrease in Turkish students starkly contrast with the school's previous status as a
"preferred school” among educated families before the 1999 earthquake. This
imbalance in student demographics not only poses challenges in creating a
multicultural and inclusive environment, as advocated by peace education, but also

significantly impacts teacher workload.

The need for comprehensive training programs was emphasized by school
counselors, teachers, and the vice principal, particularly focusing on whole-school
training, specific training for women, and practical knowledge for teachers. This
need extends to include social rules training for refugee parents, addressing essential

aspects like understanding traffic rules, and navigating local amenities such as
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supermarkets or banks, which they might not be familiar with in Tiirkiye. A lack of
familiarity with these basics can hinder parents' ability to model appropriate
behaviors for their children. Additionally, the significance of training for refugee
women was underscored due to the prevalence of broken families. Women often find
themselves in the role of sole caregivers in a foreign country, making their support
vital for the overall psycho-social adaptation process of refugee students.

In both national and international literature, studies underscore the distinct migration
experiences of men and women, highlighting differences in motivations before
migration and in the challenges faced upon resettlement, including employment
struggles and exposure to traumatic events like sexual violence (Bastia & Piper,
2019; Qin, 2006; Wedel, 2001). Several programs in Tiirkiye, spearheaded by NGOs
like the Association of Refugees in Tiirkiye (Miilteciler Dernegi), UNFPA Tiirkiye,
AFAD, and AID Doctors Tiirkiye, aim to support refugee women through training
focusing on language proficiency and social activities, such as knitting courses
(Ozgiir Keysan & Sentiirk, 2021; Kutlu, 2015; Tiirk, 2016). However, Ozgiir Keysan
and Sentiirk (2021) assert that these programs do not adequately meet refugee
women's needs. They emphasize the necessity for training that addresses societal job
demands, enabling economic stability and independence. The literature recommends
providing education on legal and health-related rights, vocational training, and
courses fostering connections between local and refugee women to fulfill these needs
(Ozgiir Keysan & Sentiirk, 2021).

The perspective of the school counselors, which primarily emphasizes the need for
training among refugee families, appears to adopt a somewhat one-sided view of the
psycho-social adaptation process, echoing findings from previous research (Ozel &
Erdur-Baker, 2023). This viewpoint, while recognizing the importance of trauma
awareness for refugee students, notably lacks mention of specific training regarding
refugees’ psycho-social adaptation, trauma, or migration. Herein lies an opportunity
to incorporate peace education principles, which advocate for understanding and
addressing the emotional and psychological needs of individuals impacted by trauma

and displacement. Although this perspective is valuable in highlighting the support
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required by refugee families, it may inadvertently neglect the need for more

comprehensive training programs.

The policy issues identified by school counselors, teachers, and refugee parents
highlight significant challenges within the resettlement process, offering a critical
context for the application of peace education principles. The evident ambiguity in
resettlement policies, particularly those of the Ministry of National Education
(MoNE), creates complexities in managing the educational journey of refugee
students. This situation, marked by potential sudden policy shifts, underscores the
need for peace education values like adaptability, understanding, and empathy in

policymaking.

Furthermore, the distinction between regulations for refugee and local students adds
to these complexities, suggesting a need for policies infused with peace education
ideals that promote equity and inclusiveness. In the realm of psychological
assessments, the challenges are amplified as existing rules and financial support
systems are primarily designed for Turkish children, thereby hindering
comprehensive and culturally sensitive assessments for refugee students. This gap
points to the necessity of integrating peace education values, such as respect for
diversity and individual needs, into policy frameworks to ensure all students receive

appropriate support.

5.1.3. Discussion of the Facilitative Factors for Unity

The pivotal role of both parents and the school in facilitating the psycho- social
adaptation of refugee students were highlighted by the identified facilitative factors
within the themes of parent characteristics and a peaceful school environment.
Educated parents and settled families have emerged as crucial elements significantly
aiding students' psycho-social adaptation within the educational setting. Insights
shared by school figures such as teachers, school counselors, and the vice principal
emphasize the considerable influence of educated refugee parents. Their familiarity
with the educational system directly corresponds to enhanced student attendance and

active involvement in educational activities. Educated parents emerged as crucial
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contributors to their children's psycho-social adaptation, being instrumental in
preparing them for school, actively participating in school-related activities, and
supporting homework completion. The anecdotal remarks from the vice principal
underscored the immense impact of well-educated families on students’ commitment
to education, illustrating their dedication even under financial constraints. This
dedication, infused with the values of peace education, can lead to a more holistic
and successful psycho-social adaptation of refugee students, fostering a supportive

and peaceful learning environment for all.

Additionally, the benefits brought by settled families, including heightened language
skills, cultural acumen, and a grasp of societal and legal standards, become evident
during the psycho-social adaptation process. Settled families were also identified as
facilitative, as their extended time within the country allowed for enhanced language
proficiency, cultural assimilation, and familiarity with societal norms. Moreover,
involved parents, regardless of their language barriers, demonstrated a proactive
engagement in their children's educational journey, showcasing their commitment

and eagerness for their children's success.

The national and international literature consistently echoes the significance of
parental and institutional roles in fostering the psycho-social adaptation of refugee
students (Van Tubergen, 2010). Studies worldwide and in Tiirkiye presented similar
results and emphasized the critical impact of educated parents on their children's
educational experience and successful integration into a new educational
environment (Attar et al., 2022; Christenson & Reschly, 2010; Mendenhall et al.,
2017). Additionally, settled parents who feel secure in their new environment are
more likely to engage with the school environments to support their children's
education effectively (Dryden-Peterson, 2011). Similar findings underscore the
invaluable contribution of settled families, whose elevated language proficiency,
cultural familiarity, and adherence to societal norms significantly aid students in
navigating the educational landscape (Atalan Ergin & Akgiil, 2023; Deng &
Marlowe, 2013; McBrien, 2011).

Conversely, local parents, educators, and students emphasized the significant impact

of local students' accepting behavior toward refugee peers. This acceptance,
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alongside teachers' positive outlooks, proves pivotal in cultivating a harmonious
school atmosphere. Teachers' inclusive attitudes are crucial in curtailing
discrimination, aligning with earlier studies highlighting the pivotal role of educators'
inclusivity in diminishing prejudice to create a peaceful school environment (Ekin &
Yetkin, 2021; Ozel & Erdur- Baker, 2023).

Moreover, the observations regarding local students' accepting behavior toward
refugee peers align with national and international research highlighting the
transformative influence of positive peer interactions (Kaysili et al., 2019; Osterman,
2000). However, limited studies in school contexts emphasize the essential role of
accepting attitudes among local students in creating a multicultural, peaceful, and
supportive school environment for refugee populations (Fruja Amthor & Roxas,
2016). Furthermore, the emphasis on teachers' inclusive attitudes resonates with the
national and international research that emphasizes educators' pivotal role in
mitigating discrimination and fostering a welcoming atmosphere within refugee-
receiving schools (Aydin & Kaya, 2017; Block et al., 2014; Celik & Igduygu, 2019;
Gezer, 2019).

These findings highlight the collaborative responsibility of parents and educational
institutions in facilitating the psycho-social adaptation of refugee students, in line
with global research that underscores the importance of parental involvement and
nurturing school environments in fostering a cohesive and harmonious educational
setting. Educated parents and established families notably enhance student
engagement, while a school environment that embraces inclusivity, fueled by
encouraging teacher attitudes and acceptance from local students, remains pivotal in

nurturing a supportive and harmonious educational space for all individuals.

5.2. Discussion of the Findings of Pilot Program Implementation

The study aimed to adapt UNESCQO’s “Learning to Live Together” peace education
program for 4th graders at a refugee-receiving school in Tiirkiye and evaluate the
impact of a peace education program on conflict resolution skills within the Turkish

context, along with employing semi-structured interviews, observation forms, and a
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program evaluation form. In this section, insights are derived from semi-structured
interviews conducted after the pilot program implementation involving various
stakeholders including the school counselor, the experimental group's classroom
teacher, local and refugee students, and parents to understand the effect of the peace
education program In addition, outcomes gleaned from the program evaluation form,
capturing the experimental group students' perspectives through a 5-point Likert
scale, observations recorded by classroom teachers via observation forms, and the
results of the conflict resolution skills scale filled by students from the control and
experimental group were highlighted. Kirkpatrick and Kirkpatrick's (2006) four-level
model, encompassing reaction, learning, behavior, and results was used for the
assessment of the semi-structured interviews after the pilot program implementation

in enhancing knowledge, behavior change, and resultant outcomes.

The study aimed to evaluate the impact of the peace education program on conflict
resolution skills by comparing pretest, posttest, and follow-up scores between the
experimental and control groups. The total score of the conflict resolution skills scale
as well as the reaching reconciliation and resort-to-violence sub-scores of the
experimental group increased after the pilot implementation when compared to the
control group, despite the fact that there was no significant pre-experimental
difference between the experimental and control groups in terms of conflict
resolution skills. The results explained the second sub-research question, confirming
that the peace education program significantly enhances students’ conflict resolution
skills. This improvement was notable in the experimental group post-implementation
compared to the control group, highlighting the program's role in fostering essential
skills for creating a peaceful classroom environment and developing conflict
resolution skills. Six weeks after the pilot implementation, a follow-up assessment
revealed that these differences across groups were still present. The persistence of
these differences across the groups is a testament to the lasting impact of the peace
education program on students' abilities to resolve conflicts constructively. Even
though there are peace education programs studying conflict resolution worldwide
(Van Slyck et al., 2019; Vestal & Jones, 2004), this is the first empirical study in
Tiirkiye demonstrating the effect of peace education on conflict resolution skills at a

refugee-receiving school, and the results might shed light on future studies. This
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study may contribute to creating a more harmonious and collaborative educational
environment, which is essential for the development of a harmonious classroom
environment and the school community by equipping students with conflict

resolution skills.

While the peace education program demonstrated effectiveness in sustaining conflict
resolution skills among the experimental group, as indicated by the follow-up test
scores, the resort-to-violence subscale did not demonstrate a significant difference
from the posttest scores. This subscale, which deals with behaviors such as using
violence for communication and imposing one's views during interactions, did not
show a significant difference from the posttest scores. This suggests that while the
peace education program was partially effective, there is room for further
development, especially in reducing violent tendencies. Feedback from teachers,
school counselors, and the vice principal revealed that students regularly encounter
violent situations both at school and at home. This environment makes it challenging
to maintain non-violent behaviors, highlighting the need for more long-term and
school-based peace education programs that can effectively address and transform
these deeply ingrained behaviors.

The initial focus of the program on fundamental concepts of peace education, such as
empathy, listening, and human rights, was crucial in laying the groundwork for
conflict resolution skills. However, given that this was one of the first peace
education programs for fourth graders in Tiirkiye, more time might be needed to
instill these principles deeply. The program only began to concentrate on conflict
resolution skills in the final three weeks, which may not have been sufficient to
create lasting behavioral change in students who regularly encounter violence. The
results underscore the importance of extending peace education programs to cover a
more extended period, allowing students to thoroughly absorb and practice the
principles of peace, empathy, and non-violent communication. These extended peace
education programs could lead to more substantial and sustained changes in
behavior, particularly in reducing tendencies towards violence. In conclusion, while

the peace education program has made strides in fostering conflict resolution skills, a
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more comprehensive and prolonged approach may be necessary to address the
deeper challenges of violence and aggression in the lives of students.

Teacher observation forms provided a comprehensive initial assessment (pretest) of
the experimental group students' behaviors. Initially, many students exhibited
behaviors deemed 'Poor," particularly in areas such as following instructions,
respecting personal space, and using effective communication skills. However,
following the peace education program, there was a notable improvement in these
areas. The post-program observations revealed a significant increase in the 'Strong'
category across various domains, indicative of enhanced collaboration,
communication, and adherence to classroom rules. These improvements, crucial for
developing conflict resolution skills, were consistent and sustained, as evidenced in
the follow-up assessments. In contrast, the control group displayed relatively stable
behavior patterns throughout the pretest, posttest, and follow-up phases, with fewer
significant changes compared to the experimental group. This difference underscores
the peace education program's effectiveness, particularly in fostering essential skills
for conflict resolution and creating a peaceful classroom environment. The marked
improvements in the experimental group, especially in collaboration and
communication, are integral to developing conflict resolution skills. These skills are
foundational for building a peaceful classroom environment and promoting

harmonious interactions within diverse communities.

The lasting positive behavioral changes observed during the follow-up assessments
further highlight the enduring impact of the peace education program. By instilling
values of respect, empathy, and effective communication, the program contributes
significantly to shaping the behavioral dynamics within the school environment. This
aligns with the broader goal of peace education to cultivate a culture of peace,
understanding, and collaborative problem-solving, essential for a harmonious and

cohesive society.

Following the completion of the program, the qualitative interviews in addition to the
program evaluation form and the implementation of the conflict resolution skills

scale conducted provided valuable insights into the multifaceted impact of
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UNESCO’s "Learning to Live Together" Peace Education Program. The content
analysis of these interviews highlighted several key themes, unveiling not just the
immediate effects but also the lasting implications of the program. Participants,
including the school counselor and classroom teacher, expressed enthusiasm over the
evident improvements in collaboration skills among the experimental group post-
program. They noted a tangible enhancement in students' ability to resolve conflicts
independently, an increase in participation during collective activities, and a decline
in instances where students sought external assistance for peer conflicts. This shift in
behavior not only showcased a marked improvement in conflict resolution abilities
but also reflected the participants' desire for continuity in applying these skills in

their daily lives.

The findings from Kirkpatrick and Kirkpatrick's model (2006) evaluation resonated
with the qualitative interviews, as they unanimously depicted positive feedback
across multiple dimensions. Participants, comprising students, school counselors,
teachers, and parents, consistently highlighted the program'’s effectiveness in not only
enhancing conflict resolution skills but also in promoting collaboration and overall
skill development. The alignment between these qualitative observations and the
structured evaluation through the Kirkpatrick model reinforced the program's

efficacy.

The feedback gathered from parents, the classroom teacher, and the school counselor
attests to noticeable behavioral shifts in the students, evident through collaborative
behaviors within the classroom and harmonious interactions among the experimental
group. These changes serve as compelling examples of behavioral transformation
resulting from the program. Participants' statements further emphasize that students
now adeptly manage conflicts and have witnessed enhanced relations between local
and refugee students. Such comprehensive positive feedback resonates across each
dimension of the program evaluation including reaction, learning, behavior, and

results, signifying tangible outcomes at various levels.

In terms of the reaction aspect of the students’ feedback on the program, most

students expressed that the sessions were dynamic, involving, and relatable to their
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daily experiences. Additionally, all students expressed willingness to participate in
the program again in the future, indicating a positive overall experience. These
outcomes align with the qualitative analysis from the semi-structured interviews,
where participants highlighted the sessions as productive and enjoyable. Concerning
the learning dimension, the majority of students reported that the program enhanced
their learning by equipping them with new skills and enabling them to handle

interpersonal issues more effectively.

Regarding the behavior dimension, the majority of students emphasized the
program's practical value in their daily lives. All students acknowledged that the
peace education program significantly improved their friendships. Additionally, most
participants highlighted their enhanced abilities to listen actively, express
themselves, and support each other during the program sessions. This was further
supported by insights from the qualitative analysis, confirming an observable rise in
collaborative behavior and conflict resolution skills following the program
implementation. The peace education program prompts individuals to draw their own
conclusions about peace and conflict resolution. It doesn't provide a concrete
definition but guides students in formulating their understanding of peace and
encourages them to integrate these essential qualities into their daily routines. This
approach allows for personal interpretation and empowers participants to apply these

principles in their lives autonomously.

According to the program evaluation forms, the training resulted in the development
of practical conflict resolution skills applicable to their daily interactions with peers.
Students also highlighted creating a positive, supportive classroom environment
during sessions, fostering self-expression and mutual support among peers. Their
overall evaluation depicted the sessions as dynamic and fruitful. Therefore, based on
gualitative assessments across response, learning, behavior, and outcomes, the
training program received commendation and was perceived as both adequate and

effective by the participants.

According to research by Brame and Biel (2015) and Demir and Koydemir (2016),
apart from Kirkpatrick and Kirkpatrick’s (2006) model, the leader's traits were
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suggested as influential in program efficacy. In the current study, student feedback
unanimously reflected positively on the researcher's role. Most participants
highlighted the researcher's encouragement for active engagement, supportiveness,
effective time management, and competent group leadership. Furthermore, all
students found the instructions provided by the researcher clear and comprehensible.
These findings align with the identified leadership qualities in literature linked to

augmenting program effectiveness.

The group format of the peace education program leverages significant therapeutic
factors, as highlighted by Yalom and Leszcz (2005) and Dinkmeyer et al. (2015).
Factors like group cohesion, shared problems, mutual assistance, cooperation,
modeling, and feedback, as indicated by these authors, contribute to the program's
effectiveness. Yalom and Leszcz (2005) emphasized universality, cohesiveness,
interpersonal learning, and imitation as pivotal therapeutic factors within groups. The
students' overwhelmingly positive responses regarding group dynamics, support, and
encouragement align with these factors. Their evaluations in the program feedback
further delve into the therapeutic aspects. Considering these insights, the program
evidently succeeded in harnessing the therapeutic potential within the group
dynamic. In a comprehensive evaluation considering various dimensions pertinent to
group dynamics, the students unanimously conveyed their satisfaction with the
"Learning to Live Together" Peace Education Program. Their assessments across
reaction, learning, behavior, results, group leadership, and therapeutic group factors
unequivocally signified that the program was not only adequate but also highly

successful.

The research conducted in the aftermath of the earthquakes in Tiirkiye, especially in
regions highly impacted and burdened with heightened discrimination toward
refugees, showcases the resilience and adaptability of the study's participants (Asa &
Dogan Giilliipinar, 2023). Despite the adverse circumstances and the prevailing
prejudice against refugees, the study still managed to yield positive outcomes. This
resilience might be attributed to the program's emphasis on peace education and
conflict resolution skills, which equipped both local and refugee students with the

tools to navigate and negotiate in challenging environments. Despite the scarcity of
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essential resources following the earthquakes, the findings revealed an improvement
in negotiation skills among the participants. This highlights the efficacy of the peace
education program in fostering adaptive skills crucial for managing conflicts, even in
situations of heightened tension and scarcity. The program's ability to empower
students with conflict resolution skills seemed to mitigate the negative effects of the
challenging atmosphere, demonstrating the program's efficacy and importance even

in adverse conditions.

UNESCO'’s "Learning to Live Together" Peace Education Program within the school
environment has evidently fostered significant behavioral changes in students, as
evidenced by the improved collaboration and conflict resolution abilities observed
post-program. The unanimous positive feedback from various stakeholders including
students, teachers, school counselors, and parents underscores the program's
effectiveness in creating a more harmonious and cooperative classroom atmosphere.
The incorporation of peace education into the curriculum has prompted students to
develop a deeper understanding of peace and conflict resolution, leading them to

apply these principles in their daily interactions.

Furthermore, the program has proven effective in fostering a supportive classroom
environment, encouraging self-expression, mutual support, and active listening
among peers. The sustained positive changes observed in the students' behavior, even
in the follow-up assessments, highlight the lasting impact of the peace education

program on the students' ability to manage conflicts constructively.

In essence, the implementation of the peace education program in this Turkish school
setting has not only enhanced the students’ conflict resolution skills but also
contributed to creating a more peaceful, inclusive, and empathetic school
environment. This reinforces the vital role of peace education in shaping future
generations that are better equipped to resolve conflicts peacefully and to foster a

culture of peace and understanding in their communities.
5.3. Implications for Practice and Policy

This study holds significant implications for educators working with 4™ grade

students in refugee-receiving schools. Notably, the "Learning to Live Together"
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peace education program showecased its effectiveness in cultivating conflict
resolution skills among 4™ grade students. While existing literature has emphasized
the importance of peace education components for enhancing children's conflict
resolution skills and yielding positive outcomes (Harris, 2004; Johnson & Johnson,
2007), research specifically examining the impact of peace education on students in
Tiirkiye has been limited. Therefore, this study fills a crucial gap in the literature by
offering insights for developing conflict resolution skills of students and creating a

collaborative classroom environment.

The pilot implementation of the program has the potential not only to enhance
students' conflict resolution abilities but also to foster a more harmonious and
cohesive school environment. By utilizing this intervention, educators can play a
pivotal role in promoting conflict resolution skills among students, ultimately

contributing to a more peaceful and inclusive school atmosphere.

The current study underscores the importance of adapting the "Learning to Live
Together" peace education program to the Turkish cultural context, which is crucial
for refugee-receiving schools and counselors. This adaptation not only meets societal
needs and current issues, as emphasized in the literature (Burstyn, 2001; Harris,
2004), but also promotes conflict resolution skills, cohesion, and harmony, aligning
with the fundamental principles of peace education globally. Feedback from school
components provides essential insights for customizing the program to the unique
challenges of the Turkish educational system, thereby enhancing the psycho-social
adaptation of refugees and contributing to a peaceful school environment. This effort
reflects the broader objectives of peace education in improving relationship building

and conflict negotiation across diverse cultural settings.

The "Learning to Live Together" peace education program offers valuable tools to
establish and sustain harmony within school settings. School counselors are
positioned to utilize this program to teach conflict resolution skills and instill peace-
oriented values among students, thereby fostering a culture of peace within

educational institutions. This proactive approach aligns with the broader objectives
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of peace education and holds promise for nurturing a more harmonious school

environment.

The findings emphasize the critical need for tailored interventions within educational
settings to address the challenges faced by both refugee and local students.
Implementing programs focused on fostering inter-group relationships, mitigating
language barriers, and providing teacher training to create inclusive environments
can significantly enhance student psycho-social adaptation. The study sheds light on
the impact of governmental policies on refugee students' psycho-social adaptation.
Policymakers can use these findings to create more coherent and supportive policies
regarding peace education, fostering a welcoming environment for students'

successful collaboration.

UNESCO's "Learning to Live Together" peace education program which was
adapted for this study has proven effective in enhancing the conflict resolution skills
of 4™ grade students. The insights gleaned from this program can be applied to
refugee-receiving schools, allowing for customization of activities based on the
specific needs of schools in Tirkiye (Harris, 2004). These promising outcomes
affirm the potential for implementing peace education programs across various
refugee-receiving schools in Tiirkiye, offering valuable tools for school counselors to

develop conflict resolution skills among students.

In essence, the findings from this study advocate for the wider implementation of
peace education programs in refugee-receiving schools in Tiirkiye. Peace education
programs serve as vital tools for educators and school counselors to nurture a culture
of peace, understanding, and mutual respect among students. By committing to the
principles of peace education, schools can create environments where students are
equipped with the skills and attitudes necessary to contribute to a more peaceful and

harmonious society.

This study's findings have significant policy implications for educators and
policymakers in Tiirkiye, particularly in schools that receive refugee students. The

results of the pilot implementation of the "Learning to Live Together" peace
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education program in enhancing conflict resolution skills among 4" grade students
underscore the necessity of incorporating these programs into the educational
framework. Given the limited research on peace education's impact on students in
Tiirkiye, this study fills a vital gap and serves as a guide for developing effective
strategies to improve conflict resolution and foster a collaborative classroom

environment.

Policy recommendations include the integration of peace education into the national
curriculum, specifically tailored to the needs of refugee-receiving schools. This
integration should aim to promote conflict resolution skills, enhance psycho-social
adaptation, and create a more inclusive and harmonious school atmosphere. To
facilitate a cohesive and peaceful educational environment, policies should also
focus on fostering inter-group relationships, reducing language barriers, and
enhancing teacher training on inclusivity and conflict resolution. Such
comprehensive approaches can significantly improve the psycho-social well-being of
both refugee and local students, promoting a more inclusive and supportive

educational setting.

In conclusion, the study advocates for policy changes that support the widespread
adoption of peace education programs in Turkish schools. By doing so, educational
institutions can play a pivotal role in building a culture of peace, understanding, and
mutual respect among students from diverse backgrounds, contributing to the

broader goals of peace education and societal harmony.

5.4. Recommendations

5.4.1. Recommendations for Further Research

While the study yielded promising results, there exist areas for potential
improvement in future research endeavors. Notably, the present study employed a
small student cohort via convenience sampling, potentially impacting the
generalizability of the findings. Furthermore, the limited sample size constrained the

use of more robust parametric statistical analyses. To address these limitations and
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enhance the study's robustness, future research should aim to replicate the study
using larger and more diverse samples. A larger participant pool would strengthen
the statistical power of the analysis, allowing for more reliable and comprehensive
interpretations. This approach would bolster the study's credibility and contribute to

a more nuanced understanding of the program's effectiveness.

While the study offered valuable insights into the efficacy of the "Learning to Live
Together” peace education program in Sakarya, it is important to acknowledge its
regional specificity. As such, there is a pertinent need to extend this investigation to

various other refugee-receiving cities across Tiirkiye.

Different regions may present diverse contextual challenges, needs, and dynamics
concerning refugee psycho-social adaptation and education. Therefore, expanding
the study to encompass multiple cities would provide a more comprehensive
understanding of how the peace education program operates within varying socio-
cultural contexts. In addition, to gain a more comprehensive understanding of the
effectiveness of the "Learning to Live Together" program, further research should be
conducted in various schools that do not benefit from the PIKTES resources. This
would help in determining the program's adaptability and effectiveness across
different educational settings and conditions, providing a clearer view of its impact
on diverse student populations. This broader approach would offer richer insights
into the program's adaptability and effectiveness in addressing the distinct needs and

challenges faced by different communities across the country.

The study focused on evaluating the impact of a peace education program on conflict
resolution skills. Future research could explore additional variables crucial to peace
education skills, such as empathy, and communication skills. Moreover, considering
this study concentrated on 4™ graders, it is crucial to adapt and implement similar
studies across various grade levels in Tiirkiye. Ensuring balanced sample sizes,
encompassing diverse numbers of refugee and local students across multiple grades,
would be pivotal in establishing the program's efficacy across different educational
stages. Adjusting the program's structure by initiating with role-playing exercises

instead of conversational activities might encourage shy students to engage more
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actively from the beginning. Incorporating hands-on activities throughout,
particularly reducing the focus on verbal tasks, could greatly benefit students with
language proficiency concerns, fostering more involvement and participation in the

program.

Due to the earthquake's timing and its impact on obtaining MoNE's ethical approval,
coupled with the program coinciding with the school's closure, a short follow-up
period of six weeks was chosen. To effectively gauge the enduring effects of the
intervention on the outcomes of different school components, longer-term
assessments spanning a year or more would be necessary. Thus, there is a
recommendation for longitudinal studies to be conducted to provide a comprehensive
understanding of the sustained influences and outcomes of the intervention on

different school components including parents and teachers.

5.4.2. Recommendations for Practitioners

Practical suggestions for teachers and school counselors are essential for maximizing
the effectiveness of peace education programs. Given the findings of this study and
the intricate roles that educators play, it is crucial to foster robust relationships with
both teachers and school counselors to enhance the implementation of such
programs. Teachers, through their regular interactions, provide invaluable insights
into the specific situations and dynamics of students on a weekly basis. This
information is critical for trainers to adapt their approaches and interactions with

students, tailoring the program to meet the nuanced needs of the classroom.

Spending time with students during breaks has also proven beneficial, offering
trainers the opportunity to observe and understand interpersonal dynamics and
conflicts among students firsthand. These observations are instrumental in adjusting

program content and delivery to address the actual issues faced by students.

Furthermore, despite the presence of many training programs, microaggressions
towards other cultures persist. These were observed in both local and refugee

discourses towards each other. It is, therefore, imperative for the trainer to be
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someone who can not only recognize these subtle but harmful interactions but also
transform them. The trainer must be knowledgeable about peace and human rights
and act as a facilitator of dialogue between refugee and local students, helping to

bridge cultural and communicational divides.

Moreover, the aim of such programs should not solely be to 'train’ students or parents
but to create a natural environment where both parties can come together and learn
from each other. The needs analysis highlighted a significant issue: the lack of
genuine familiarity between local and refugee communities, who often rely on
stereotypical discourses about each other. Organizing social activities that include
both local and refugee parents and students can foster more authentic interactions

and understanding, paving the way for peaceful coexistence.

The results of this study also highlighted the influential role of parents in shaping
students' attitudes and behaviors. Involving parents in these processes is crucial. By
engaging parents, schools can extend the principles of peace education beyond the
classroom, helping to instill these values within the home and community, thereby
reinforcing the program's objectives.

These practical strategies, focusing on interaction, cultural competence, and inclusive
community-building activities, are vital for creating a peaceful society and enhancing
conflict resolution skills among students. By implementing these approaches,
educators and school counselors can significantly contribute to the development of a

harmonious and inclusive educational environment.
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C. INTERVIEW PROTOCOLS FOR NEEDS ASSESSMENT WITH
TEACHER, ADMINISTRATION, AND SCHOOL COUNSELOR

Ogretmen/ Idareci/ Psikolojik Damisman Gériisme Protokolii

Degerli katilimci, ben Dilara Ozel. Orta Dogu Teknik Universitesi'nde arastirma
gorevlisi olarak c¢alistyorum. Bu ¢alismayr doktora tezim kapsaminda Dog. Dr.
Zeynep Stimer’in danigsmanlhiginda yiiriitmekteyim. Doktora tez ¢alismamda, miilteci
ogrenci sayisumin fazla oldugu okullardaki psikolojik danismanlarin- ogretmenlerin-
idarecilerin okul ortamindaki yasantilari, gozlemleri ve goérlslerini saptamay:
hedeflemekteyim. Bu sayede, psikolojik danismanlarin okullarda uygulayabilecegi
bir wyum programi uyarlamayr amagliyorum.
Bu goriigme ii¢ boliimden olusmaktadir. Bu boliimlerde sizin okulunuzda yasadiginiz
durumlara, gerceklestirdiginiz  ¢alismalara, ihtiyaglariniza ve Onerilerinize
odaklanilacaktir.  Goriismemiz  yaklasik 45 dakika siirecektiv. Goriismenin
¢oziimlemesinin daha giivenilir yapilabilmesi ic¢in ses kaydi alinacaktir. Goriisme
stirecinde verdiginiz bilgiler kesinlikle iiciincii kisilerle paylasimayacaktir. Bu
bilgiler, sadece bilimsel amach, kimliginiz ve okul bilgileri ifsa edilmeden
kullanilacaktir. Ses kaydi almamda bir sakinca var mi? Tesekkiirler.

1. Béliim: Demografik Bilgiler
1. Yas, egitim durumu gibi durumlara deginerek ve ¢alistiginiz okul ile bilgileri de
vererek kendinizden bahsedebilir misiniz? Cevaplamazsa;

® Yasmniz:

e Egitim Durumunuz:

e Kagc yildir okul psikolojik danismani/ 6gretmen/ idareci olarak

calistyorsunuz?

e Kag yildir bulundugunuz okulda calistyorsunuz?

e Okulunuzun bulundugu bélgeyi nasil tanimlarsimz? Il, Tlge, K8y, Kasaba

e (Okulunuzda ortalama ka¢ 6grenci var?/ Girdiginiz siniflarda kag¢ 6grenci var?

e Okulunuzda ortalama kag tane miilteci 6grenci var?/ Girdiginiz siniflarda kag

tane miilteci 6grenci var?

209



2.

Miiltecilerin siiflara dagilimi nasil yapiliyor, belirli bir strateji var m1?
Miiltecilerin uyumu, kiiltiirii, travma vb. konularda herhangi bir egitim
aldimiz m1? (Lisans egitimi, hizmet-i¢i egitimler, bireysel egitimler)

Evet ise; hangi kurumdan, ne kadar siire ile, egitim igerigi.

Boliim: Durum Tespiti

2. Okulda /smifinizda siklikla karsilastiginiz durumlardan ve verdiginiz hizmetlerden

bahsedebilir misiniz?

Bir okul psikolojik danigmani/ 6gretmen/ idareci olarak okuldaki roliiniizii
nasil tanimlarsiniz? En sik yaptiginiz isler nelerdir? (okul yonetimi,
Ogrencilerin, ailelerin, diger 6gretmenlerin beklentileri)

Okul psikolojik danigmani olarak okulunuzda siklikla karsilastiginiz, tekrar
eden durumlar/sorunlar nelerdir? Agiklar misiniz? Bu sorunlar ne zamandan
beri var?

Miilteci 6grencilerden énce okul ortami nasildi? Velilerle iliskilerde bir
degisiklik oldu mu?

Okulunuzdaki miilteci/go¢men 6grencilerin en sik dile getirdikleri/yardim
istedikleri sorunlar nelerdir?

Sizce bu tiir olaylarin gériilme nedeni nedir? Hangi faktorler bu durumu
tetikliyor?

Bu olaylara yonelik uyguladiginiz rehberlik ¢aligmalar1 nelerdir? (bireysel
caligmalar, grupla psikolojik danigma baglaminda yapilan ¢aligmalar)

Sizce miilteci 6grencilerin temel psikososyal ihtiyaglari nelerdir?

3. Yerel 6grencilerin miilteci dgrencilerle iligkisinden bahsedebilir misiniz?

Yerel 6grencilerin sorun ve ihtiyaclarinda, miilteci 6grenciler geldikten sonra
farklilasmalar oldu mu?

Okulunuzdaki miilteci 6grencilerin yerel 6grencilerle iligkileri nasil?

Miilteci ve yerel dgrencilerin sorun ve ihtiyaglarina yonelik rehberlik servisi/
okul olarak neler yapiyorsunuz? (Miilteci statiisiindeki 6grencilere yonelik
caligmalar, yerel 6grencilere yonelik calismalar, ailelere yonelik ¢calismalar,

bu gruplarin uyumu i¢in yapilan ortak ¢aligmalar)
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3. Boliim: Ihtiyaclar ve Oneriler
4. Bu siiregte siz okul psikolojik danigmani/ 6gretmen/ idareci olarak neler
yastyorsunuz, bahsedebilir misiniz? Onerileriniz nelerdir?

e Sorunlarmiz neler?

e Bu sorunlara yonelik uyguladiginiz yontemler nelerdir? Sizce bu ¢dzimler
yeterli oluyor mu? Daha farkli neler yapilabilir?

e Ihtiyaclariniz neler? Kendinizi bu popiilasyonla ¢alismak icin yeterli gériiyor
musunuz?

e Daha yeterli hissetmeniz/ daha etkili hizmet sunabilmeniz i¢in nelere
ithtiyaciniz var? Hangi konularda bilgi almaya ihtiyaciniz oldugunu
diisiiniiyorsunuz?

e Sizin okulunuz gibi miilteci kabul eden okullarda uyum siirecini ve siirecteki
tiim 0grencilerin psikososyal ihtiyag¢larini gidermek i¢in nasil bir yol

izlenmeli?
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D. INTERVIEW PROTOCOL FOR NEEDS ASSESSMENT WITH
STUDENTS

Ogrenci Goriisme Protokolii

Merhaba, ben Dilara. Orta Dogu Teknik Universitesi’'nde arastirma gérevlisi olarak
calistyorum. Bu ¢calismayt doktora tezim kapsaminda, Dog¢. Dr. Zeynep Stimer’in
damigmanliginda yapiyorum. Seninle goriismelerimde okulda neler yapryorsun,
nelere ihtiyacin var onlart 6grenmek istiyorum. Diger arkadagslarinla da goriismeler
yaptiktan sonra isim vermeden 6gretmenlerine ihtiyaglarini sdylemek istiyorum.
Gortigsmemiz yaklasik 45 dakika siirecektir. Soylediklerini kimseyle
paylasmayacagim. Sadece sonrasinda dinleyebilmek ve yaziya dékebilmek igin ses
kaydi almak istiyorum. Bu ses kayitlarint kimseye dinletmeyecegim. Ses kaydi
alabilir miyim?

1. Béliim: Demografik Bilgiler
1. Birlikte bir resim ¢izebilir miyiz? Bu resimde aileni, kardeslerini ¢izip bana anlatir
misin?

® Yasin

e Kardesin var m1? Kag tane?

e Anne- baba hayatta m1? Hayattaysa ¢alisma durumu

e Evde kimlerle yasiyorsun?

e Okula nasil geliyorsun?

2. Boliim: Durum Tespiti
2. Simdi de istersen okuldan bahsedebiliriz. Okulda, sinifinda kimler var, en yakin
arkadasin kim anlatabilir misin? Bunlar1 ¢izmek ister misin?
e Sinifinda miilteci (baska iilkeden gelen) 6grenci var mi1?
e Arkadaslanyla iliskileri nasil?
e Miilteci 6grenciler ile iliskilerin nas1l? (Birlikte oyun oynuyor musunuz?
Okul disinda goriisiiyor musunuz? Birlikte ders ¢alisiyor musunuz?)

e Arkadaslarinla sorun yasiyor musun?
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e Teneffiislerde neler yapiyorsun?
e Sinifi igerisinde ders islerken rahatsiz oldugun/ memnun oldugun seyler

neler?

3. Boliim: Thtiyaclar ve Oneriler
4. Okulda ne olsayd1 arkadaslarinla daha ¢ok eglenirdin, daha mutlu olurdun?
e Arkadaslarinla daha iyi iletisim kurabilmek (geg¢inebilmek) i¢in nelere

ihtiyacin var?

213



E. INTERVIEW PROTOCOL FOR NEEDS ASSESSMENT WITH PARENTS

Aile Goriisme Protokolii

Degerli katilimci, ben Dilara Ozel. Orta Dogu Teknik Universitesi’'nde arastirma
gorevlisi olarak c¢alistyorum. Bu ¢alismayr doktora tezim kapsaminda Dog. Dr.
Zeynep Stimer’in danigsmanliginda yiiriitmekteyim. Doktora tez ¢alismamda, miilteci
ogrenci sayisimn fazla oldugu okullarda ogrenim géren dgrencilerin ailelerinin
gozlemlerini anlamayr hedeflemekteyim. Bu sayede, psikolojik danismanlarin
okullarda uygulayabilecegi bir uyum programi gelistirmeyi amagliyorum.
Bu goriisme ii¢ béliimden olusmaktadr. Bu béliimlerde c¢ocugunuzun okulda
vasadigr durumlara, ihtiyaglarina ve oénerilerinize odaklanilacaktir. Gériismemiz
vaklasik 45 dakika siirecektir. Goriismenin  ¢oziimlemesinin  daha giivenilir
vapilabilmesi igin ses kaydi alinacaktir. Goriisme siirecinde verdiginiz bilgiler
kesinlikle iictincii kisilerle paylasilmayacaktir. Bu bilgiler, sadece bilimsel amacli,
kimliginiz ifsa edilmeden kullanilacaktir. Ses kaydi almamda bir sakinca var mi?
Tesekkiirler.
1.Boliim: Demografik Bilgiler
1. Yas, egitim durumu gibi durumlara deginerek kendinizden bahsedebilir misiniz?
Cevaplamazsa;

e Yasmz:

e Egitim Durumunuz:

o Mesleginiz?

e Kag ¢ocugunuz var?
2.Boliim: Durum Tespiti
1. Okulda /sinifta cocugunuzun siklikla karsilastigi durumlardan bahsedebilir

misiniz?

e Ebeveyn olarak okulunuzda siklikla karsilastiginiz, tekrar eden

durumlar/sorunlar nelerdir? Aciklar misiniz?

e (ocugunuzun en sik dile getirdigi sorun sizce nedir?
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e Sizce bu tiir olaylarin goriilme nedeni nedir? Hangi faktorler bu durumu

tetikliyor?

3. Okuldaki idareci ve 6gretmenler ile iletisiminizden bahsedebilir misiniz? (ne
siklikla okula gidiyorsunuz? Veli toplantilarina katiliyor musunuz? Cocugunuzun
derslerdeki durumunu takip ediyor musunuz?

4. Cocugunuzun yerel/ miilteci 6grencilerle ilisleri nasildir?

e (Cocugunuzun ihtiyaclarinda miilteci 6grenciler okula geldikten sonra
farklilagmalar oldu mu? / Cocugunuzun ihtiyag¢larinda yerel 6grencilerle
iletisim kurmaya basladiktan sonra farklilagsmalar oldu mu?

e (ocugunuzun yasadigi bu sorunlara yonelik okulda yapilan ¢aligmalar
nelerdir?

5. Miiltecilerle/ yerel 6grenciler ve okul kiiltiirii ilgili okul tarafindan size verilen
herhangi bir bilgi/seminer/ egitim oldu mu?

3.Boliim: ihtiyaclar ve Oneriler

6. Bu siiregte siz aile olarak neler yasiyorsunuz, bahsedebilir misiniz? Onerileriniz
nelerdir?

e Sorunlariniz neler?

e Ihtiyaglariniz neler?

e (Cocugunuzun sorunlarini ¢dzebilmek i¢in sizce nelere ihtiyag var?
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F. STUDENT OBSERVATION FORM

Ogrenci Gézlem Formu
Ogrencinin adi:
Gozlemleyen: Tarih:
Gozlemlenen Ogrenci Davramslar
(Liitfen gozlemlediginiz 6grencinin agsagida belirtilen alanlardaki davranislarini diger

ogrencileri géz oniinde bulundurarak cevaplayiniz)

Giicli Yasina Zayif Gozlemlenemedi
(Ortalamant | Uygun (Ortalamanin
n Uzerinde) | (Ortalama) | Altinda)

Yetiskinlerle sozel

iletisim kurabilir.

Akranlariyla sozel
iletisim kurabilir.

Teneffiislerde
akranlariyla oyun

oynar.

Akranlarinin  kisisel

alanlarma saygilidir.

Akranlariyla derslerde
is Dbirligi igerisinde

caligir.

Sinf icerisinde
verilen  yOnergelere

uyar.

Derslere diizenli

katilim gosterir.

Eklemek istedikleriniz:
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G. SAMPLE ITEMS FOR CONFLICT RESOLUTION SKILLS SCALE
DEVELOPED BY GURDOGAN-BAYIR & GULTEKIN (2019)

Catisma Cozme Becerisi Olcegi

Kesinlikle
Kalmiyorum

Katilmiyoru
m

Katiliyoru
m

Kesinlikle
Katiliyoru
m

Yasadigim
sorunlarin
¢Oziilmesi i¢in
herkese esit
davranirim.

Sorun yasadigim
arkadaslarimin
yardima ihtiyaci
oldugunda onlara
yardim ederim

Amaglarima
ulasmak icin
arkadaslarimin
zayif yonlerini
kullanirim.

Yasadigim
sorunlari,
kendimi
arkadasimin
yerine koyarak
¢Ozerim

Yasadigim
sorunlarin
¢Ozlimiinde
yalnizca benim
isteklerim
Onemlidir.
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H. “LEARNING TO LIVE TOGETHER” PEACE EDUCATION PROGRAM
EXPERT FEEDBACK FORM

“Birlikte Yasamay1 Ogreniyorum” Baris Egitimi Program Uzman Gériisii

Formu

1.Genel Amaci ve Kazanimlari Uygun | Uygun Degil | Aciklama

Kazanimlarin program amacina
uygunlugu

Kazanimlarin program katilimcilariin
ihtiyaclarina uygunlugu

Kazanimlarin yas grubuna uygunlugu

Kazanimlarin birbirleriyle tutarlilig

Kazanim ifadelerinin acik ve anlasilirlig

2.Icerik Uygun | Uygun Degil | Agciklama

Igerigin hedeflerle tutarlilig:

Igerikte yer alan aktivitelerin birbirleri ile
tutarliligi
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Icerigin kavramsal gergeve ile tutarlilif

Icerigin yas grubuna uygunlugu

Icerikler i¢in ayrilan siirenin yeterliligi

Icerikteki  bilgilerin  sunus sirasmin
ogrenme ilkelerine uygunlugu

Icerikteki bilgilerin sunus sirasmin yas
grubuna uygunlugu

3.0lcme ve Degerlendirme

Uygun

Uygun Degil

Aciklama

Degerlendirme araglarinin  programin
genel amacina uygunlugu

Degerlendirme araglarinin kullanighiligt

Degerlendirme araglarinin yas grubuna
uygunlugu

Degerlendirme araglarinin  kapsaminin
arastirma amact ile uyumlulugu
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I. “LEARNING TO LIVE TOGETHER” PEACE EDUCATION PROGRAM
SAMPLE SESSIONS

1. Oturum

Planlanan Etkinlikler

1. Isinma Etkinligi

Siire: 10 Dakika
Konu: Ogrenciler ile arastirmacinin tanismasi
Kazanimlar:

e Kendini tanitma oyunlarina etkin katilir.

Kaynak: McCabe, A. (2012). Games and Activities for Exploring Feelings with
Children. Social Work Education, 31(5), 679-680. doi:
10.1080/02615479.2011.650496

Yonerge

1. Ogrencilerden isimlerinin bas harfiyle baslayan ve kendilerini anlatan bir
sifat diistinmeleri istenir.

2. Sirayla herkes ismini sdyledikten sonra bu sifati séyler (Dilara- Deli Dolu
gibi).

2. Grup Kurallarinin Belirlenmesi

Siire: 25 dakika

Kazanimlar

° Simif kurallarinin belirlenmesinde karar alma surecine katilir.
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e Programin amacini soyler.
e  Sinif kurallarinin neden gerekli oldugunu soyler.
e Bariscil smif ortaminin 6zelliklerini listeler.

e  Sinif kurallar ile baris¢1l sinif ortam1 arasindaki iliskiyi agiklar.

Yonerge

1.

Her ortamda (ev, okul, i¢inde yasadigimiz toplum) uyulmas gereken kurallar
oldugunu ve bu kurallarin herkese esit davranmak icin faydali oldugunu
hatirlatin.

Baris¢il bir sinif ortami1 yaratmak icin ne gibi kurallarin gerekli olabilecegini
Ogrencilere sorun.

Onerileri tahtaya yazin.

Kurallar1 olustururken is birliginin 6nemini vurgulayin ve is birligini
gelistirmek icin ne gibi kurallarin gerekli olabilecegini sorun.

Bariseil bir sinif ortaminin tanimini yapin ve agiklayin.

Birlikte Sorgulama ve Degerlendirme

Ornek Sorular

e Bariseil bir sinif ortamai i¢in sizce baska hangi kurallara ihtiyacimiz var?
e Bu kurallar sizce giinliik hayatimizda da kullanabilecegimiz kurallar mi1?
e Bu kurallar daha iyi davranmamiza nasil yardime: olabilir?

e Sizce bu kurallara uymayan kisiler cezalandirilmali m1? Neden?

° Kurallara uymayan kisileri incitmeyecek fakat kurallarin 6nemini de
anlayabilecekleri cezalar neler olabilir?
e  Bu kurallar barig¢il bir siif ortamini saglamak i¢in bize nasil yardime1

olacak?
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Tartisma

e Birlikte olusturulan kurallarin tiim program boyunca gecerli olacagini

Ogrencilere hatirlatin.

e Eger kurallarin ise yaramadigini/yetersiz oldugunu hissederlerse birlikte
yeni kurallar ekleyebileceginizi ya da kurallar1 degistirebileceginizi

belirtin.

3. Barns Nedir? Etkinligi

Siire: 20 dakika

Kazanimlar:
e Barisin sadece savasin zitt1 olmadigini soyler.
e Barigin tanimini yapar.

e Barisin 6nemini ifade eder.

Kaynak: Kurt, G., & Sertel, J. M. (2006). Winpeace: baris egitimi: baris bireyde

baslar. Istanbul: Bogazici Universitesi Yaymevi. 16.

Yonerge

1. Ogrencilere “Baris” kelimesini daha once duyup duymadiklari sorulur.
“Bar1s” kelimesini daha 6nce duyan oOgrencilerden goniillii olanlarin kendi
fikirlerini sinif 6niinde sdylemesi istenir.

2. Ogrencilerin sdyledikleri tahtaya yazilir. Baris Egitimi programu ile ilgili olan
kavramlar yuvarlak i¢ine alinir.

3. Ogrencilere neden bazi kelimelerin yuvarlak icine alindig1 sdylenir. Zaman
kalirsa diger yuvarlak igerisine alinmayan fakat tahtaya yazilan konularin
tizerine de konusulacag: belirtilir.

4. Ogrencilere “uyusmazlik” kelimesinin onlara ne ifade ettii sorulur ve

Oneriler yine tahtaya yazilir.
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5. Ogrencilere baris, uyusmazlhik, miizakere ve baris egitimi kavramlarinin

tanimini yapin.

Birlikte Sorgulama ve Degerlendirme

Ornek Sorular

Uyusmazliklarin nedeni sizce ne olabilir?
Uyusmazliklari nasil ¢ozebiliriz?
Sizce neden barisi saglayan seyleri 6grenmeliyiz?

Sizce bariscil olmak kolay midir?

o B~ w D P

Sinif ortaminiz1 sizce nasil daha barisgil yapabilirsiniz?

5. Oturum

Planlanan Etkinlikler
1.Isinma Etkinligi
Siire: 10 dakika
Yonerge

1. Ogrencilere haftalarinin nasil gectigi, nasil olduklarinin konusulacag
sOylenir. Stinger topu elinde bulunduran kisinin konusma hakkinin oldugu,
konusma bittikten sonra topun diger arkadaslara atilmas gerektigi agiklanir.

2. Top havaya atilarak topu tutan kisinin konugmaya baglayacagi sdylenir.

3. Top havaya atilarak etkinlik baglatilir.

2.Ait Hissetme
Siire: 40 dakika
Kazanimlar:

e Opgrenciler kisisel dzelliklerini ifade eder
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e Kendilerinde ve bagkalarinda var olan olumlu yonleri siralar

Kaynak: UNESCO. (2014). Learning to Live Together Programme for 4th Graders.

Yonerge:

1. Tim ogrenciler rastgele bir sekilde 2’li gruplar halinde eslestirilir. (A-B
seklinde sayarak)

2. Ikili gruplarda eslerin birbirini tanimamas1 nemlidir.

3. Her grup neyi sevip neleri sevmediklerini kendi aralarinda konusurlar.

4. Her gruptan, her ikisinde de benzer olan en az dort 6zelligi yazmalar1 istenir
(bu ozellikler fiziksel 6zellikler olmamalidir)

5. Daha sonra iki grup birlestirilerek dortli gruplar olusturulur ve dortli

gruplardaki herkesin ortak olan en az iki 6zelligini bulmalar1 istenir. Bunlar

hobiler, sevdikleri yemek gibi 6zellikler olabilir.

Birlikte Sorgulama ve Degerlendirme

Ornek Sorular

1. Her ikili grup ortak olan bir 6zellik bulabildi mi?

2. Diger grupla ortak olan hangi 6zellikleri buldunuz?

3. Ikili gruplarda buldugunuz o&zellikleri dértlii gruplarda da bulmak kolay

miydi1?

4. Sizce neden belirli insanlardan hoslaniriz?

5. Benzer 6zelliklere sahip oldugumuz kisilerle arkadas olmak kolay midir?

6. Su an daha fazla kisiyle arkadas olabileceginizi hissediyor musunuz? Neden?
10. Oturum

Planlanan Etkinlikler

1.Isinma Etkinligi

Siire: 10 dakika
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Yonerge

1. Ogrencilere haftalarmin nasil gectigi, nasil olduklarmin konusulacag
sOylenir. Siinger topu elinde bulunduran kisinin konusma hakkinin oldugu,
konusma bittikten sonra topun diger arkadaslara atilmasi gerektigi agiklanir.

2. Top havaya atilarak topu tutan kisinin konugmaya baslayacagi soylenir.

3. Top havaya atilarak etkinlik baslatilir.

2.Tilki, Keci ve Kabak
Siire: 40 Dakika

Kazanimlar:

e Problem ¢6zme becerisini gosterir

e Bir problemi ¢dzmek i¢in alternatif yollar ifade eder

Kaynak: UNESCO. (2014). Learning to Live Together Programme for 4th Graders.

YoOnerge
1. Ogrencilere asagidaki hikayeyi anlatin.
2. Daha sonra 6grencileri 5’li gruplara ayirin.
3. Gruplardan hikayedeki soruna bir ¢6ziim bulmalarini isteyin.
4. Coziimii bulan grubun bir temsilci segerek ¢coziimii tiim gruplara anlatmasini

isteyin.

5. Diger gruplarin farkli bir ¢6ztim bulup bulamadiklarini sorun.

Hikaye: Bir adam markete gider ve bir kabak ile bir kegi satin alir. Eve dénerken bir
tilki yakalar ve onu da eve gotiirmeye karar verir. Eve gitmek icin bir nehri gegmek
zorundadir fakat nehri gegmek i¢in gerekli olan bot sadece onu ve yanindaki bir seyi
alabilecek biiytikliiktedir. Eger keci ve kabag1 birakirsa, kegi kabagi yer. Eger tilki ve

keciyi birakirsa, tilki keciyi yer. Hepsi sag salim eve nasil ulagir?

Birlikte Sorgulama ve Degerlendirme
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Ornek Sorular

1. Coziimii bulmak icin hep birlikte ¢alistiniz mi1?

2. Cozlimii nasil buldunuz? Herkes fikir sundu mu?

3. Bu hikayede ¢6ziimii bulmak i¢in varsayimlar yaptiniz mi?

4. (Cozmek i¢in nehri sadece bir kere gegebileceginizi mi varsaydiniz?
13. Oturum

Planlanan Etkinlikler

1.Isinma Etkinligi
Siire: 10 dakika

Yonerge

1. Ogrencilere haftalarmin nasil gectigi, nasil olduklarinin konusulacag
sOylenir. Siinger topu elinde bulunduran kisinin konusma hakkinin oldugu,
konusma bittikten sonra topun diger arkadaslara atilmasi gerektigi agiklanir.

2. Top havaya atilarak topu tutan kisinin konugmaya baslayacagi soylenir.

3. Top havaya atilarak etkinlik baslatilir.
2. Kapanis
Siire: 40 dakika
Kazanmimlar:
e Opgrenilenleri ifade eder
e Ogrenilen becerilerin giinliik hayatta kullanimin1 ifade eder

Yonerge

1. Tim 6grencilere baris egitimi ile ilgili neler 6grendikleri sorulur.
2. Tim Ogrencilerden Ogrendiklerini kelimeler /kisa climleler ile bir kagida

yazmalart istenir.
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3. Bu kagitlar simifin ortasindaki bir kutuya birakilir. Grup lideri/arastirmact
kutudaki kelimeleri tek tek acarak okur ve 6grencilerle birlikte bu kelimeler
lizerine konusur.

Birlikte Sorgulama ve Degerlendirme

1. Asagidaki tiirde sorular sorarak etkinlik hakkinda bilgi alin:

e Baris egitimi ile ilgili en ¢ok isinize yarayacagin diisiindiigiiniiz beceri
nedir?

e Bu beceriyi giinliik hayatinizda nasil kullanabilirsiniz?
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J. PROGRAM EVALUATION FORM

“Birlikte Yasamayi Ogreniyorum” Baris Egitimi Degerlendirme Formu

Sevgili Ogrenciler,

Asadida “Birlikte Yasamayr Odreniyorum” Baris Editiminin dederlendirilmesine iliskin ifadeler yer almaktadir.
ifadeleri okuyarak size en uygun secenedi carpi ile (X) isaretlemeniz istenmektedir. Egitimin etkililiginin
degerlendirilmesi agisindan sorulara igtenlikle yanit vermeniz ¢ok 6nemlidir. Katiliminiz igin tesekkdirler.

o B
Egitimcinin Degerlendirilmesi g‘ g g‘ g
- s =
G e e
Bizlerle olumlu bir iletisim kurdu.
Konu anlatimi agik ve anlagilird.
Etkinliklerin nasil yapilacagini anlasilir bir bigimde agikladi.
Bizleri egitime aktif olarak katilmamiz igin cesaretlendirdi.
Zamani etkili bir bigimde kullandi.
Sinifi etkili bir bigimde ydnetti.(parmak kaldiranlara s6z verdi, sinif kurallarini takip etti gibi)
o 5 E st
= o N D = =
Egitim Siirecinin Degerlendirilmesi _§ E ,_-% % g _E>’
Egitim boyunca birbirimizi dinleyebildik.
Egitimde verilen 6rnekler glinliik yasantimiza benzer 6rneklerdi.
Etkinlikler canli ve merak uyandiriciydi.
Egitim boyunca kendimi ifade edebildim.
Etkinliklerde sinif olarak birbirimizi cesaretlendirdik ve destekledik.
Dilara Ogretmen cesaretlendirici ve destekleyiciydi.
o 5 £ vos
) N D =
Egitim Sonuglarinin Degerlendirilmesi £ Z| s % = E>’
gL @z g =
~ 5 e =
Egitim arkadagslarimla iliskilerimi gelistirmemde yardimci oldu.
Egitim yeni seyler 6grenmeme yardimci oldu.
Egitim glinlik yasamda kullanabilecegim ise yarar bilgi ve uygulamalar sagladi.
Egitim, arkadaglarimla yasadigim sorunlarla daha etkili bir bigimde basa ¢ikmama yardimci
oldu.
ileride “Birlikte Yasamayi Ogreniyorum” Baris Egitimi'ne yeniden katilmak isterim.
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K. POST INTERVIEW PROTOCOLS

Ogretmen Goriisme Protokolii

Durum Tespiti

1. Sinifinizda siklikla karsilastiginiz durumlardan 6rnek verebilir misiniz?
1. Smifinizda tekrar eden durumlar var mi?
2. Miilteci 6grencilerin en ¢ok yardim istedigi konular nelerdir?
3. Yerel 6grencilerin en fazla yardim istedigi konular nelerdir?
4. Bu karsilastiginiz durumlarda uygulama oncesi ve sonrasi
degisiklikler mevcut mu? Azalan ya da artan sorunlar var m1?
2. Yerel 6grenciler ile miilteci 6grencilerin arasindaki iligkiden bahsedebilir
misiniz?
1. Ogrencilerin arasindaki iliskilerde uygulama dncesi ve sonrast
farkliliklar oldu mu? Olduysa gozlemlerinizi paylasabilir misiniz?
3. Etkinliklerin sinifiniza sagladigi etkilerden bahsedebilir misiniz?

Ogrenci Goriisme Protokolii
Durum Tespiti

En yakin arkadaslarin kimler?
Arkadaslarinla aran nasildir?
Teneffiislerde neler yapiyorsun?
Sinifta oyunlar oynayip etkinlikler yapmistik, hatirliyor musun? Bu
etkinliklerden aklinda kalanlar neler?
1. Hangi etkinlikleri sevdin? Neden?
2. Hangilerini sevmedin? Neden?
Sence bu uyguladigimiz etkinlikleri glinliik hayatinda nasil kullanabilirsin?
6. Bu uyguladigimiz etkinliklerin sence faydalar1 nelerdir?
1. Miilteci 6grenciler ile iligkilerini 1yilestirdi mi?
2. Sorunlarini ¢ozmende sana yardimci oluyor mu?
7. Etkinlikler boyunca sence siif ortami nasildi?
1. Bazilarinda tartistik, bazilarinda oyun oynadik, sence faydali miydi?
2. Etkinlikler boyunca sinif ortami nasildi?
3. Neyin nasil yapilacagi agik miydi (yonergeler)?
4. Her hafta 2 giin birlikte olmak nasild1?
8. Sence bu etkinlikleri nasil yapsak senin i¢in daha faydali olurdu?
9. Etkinliklerin eksik kalan yonleri sence nelerdi?
10. Etkinlikler hakkinda bagka sdylemek istedigin bir sey var mi1?

N e

o
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Psikolojik Damisman Protokolii
Durum Tespiti

1. Okul psikolojik danigsmani olarak okulunuzda siklikla karsilastiginiz, tekrar eden
durumlar/sorunlar nelerdir? Agiklar misiniz? (ilk gériismemizden beri degisen
sorunlar/ durumlar nelerdir?)

2. Sik karsilagilan sorunlarla ilgili bir 6grenci ya da veli size geldi mi? Bahsettikleri
sorunlar nelerdir?

3.0kulunuzdaki miilteci/gé¢cmen 6grencilerin en sik dile getirdikleri/yardim
istedikleri sorunlarda degisiklikler oldu mu?

4. Yerel 6grencilerin miilteci 6grencilerle iliskisinden bahsedebilir misiniz? Bir
degisiklik oldu mu?

Veli Protokolii
1.Boliim: Demografik Bilgiler

1. Yas, egitim durumu gibi durumlara deginerek kendinizden bahsedebilir misiniz?
Cevaplamazsa;

® Yasiniz:

e Egitim Durumunuz:

® Mesleginiz?

e Ka¢ cocugunuz var?

Durum Tespiti

1. Okulda /smifta gocugunuzun siklikla karsilastigi durumlardan bahsedebilir
misiniz?

e Ebeveyn olarak okulunuzda siklikla karsilagtiginiz, tekrar eden
durumlar/sorunlar

nelerdir? Agiklar misiniz?

e Cocugunuzun en sik dile getirdigi sorun sizce nedir?

e Sizce bu tiir olaylarin goriilme nedeni nedir? Hangi faktorler bu durumu
tetikliyor?

3. Okuldaki idareci ve dgretmenler ile iletisiminizden bahsedebilir misiniz? (ne
siklikla okula gidiyorsunuz? Veli toplantilarina katiliyor musunuz? Cocugunuzun
derslerdeki durumunu takip ediyor musunuz?

4. Cocugunuzun yerel/ miilteci 6grencilerle ilisleri nasildir?

® (Cocugunuzun ihtiyaglarinda program uygulandiktan sonra farklilagmalar
oldu mu?
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L. TURKISH SUMMARY/ TURKCE OZET
BARIS EGiTiMi PROGRAMININ DORDUNCU SINIF OGRENCILERININ

CATISMA COZME BECERILERINE ETKISi

1. Giris

Baris egitimi konusunda ncii olan akademisyenler, baris egitiminin temel amacinin
bir barig kiiltiirii gelistirmek oldugunu savunan cesitli baris egitimi tanimlarin
literature kazandirmislardir (Rosen & Salomon, 2011). Bu amag¢ dogrultusunda barig
egitimi, cesitli siddet bigimlerini ele almak icin egitimin igerigini, Ogretim
yontemlerini ve g¢ercevesini yeniden sekillendirmeye calisir (Adams, 2000). Baris
egitimi programlarinin genel amaci, bireyleri ve toplumu, uzlasma, birlik ve kabul
etmeye dogru bir degisime tesvik etmektir. Ogrencilere catisma ¢dzme becerileri
kazandirmay1, onlarin farkli kiiltiirleri benimseyen ve farkli gruplar arasinda uzun
vadeli baris1 siirdiirebilmek igin cesitliligi onurlandiran bireyler haline gelme

kapasitelerini gelistirmeyi amaglar (Kester, 2008; Wintersteiner, 2015).

Baris1 inga etme ¢atisma dnleme, ¢oziim ve siirdiiriilebilir barisin kurulmasi i¢in ¢ok
yonli bir yaklagimi kapsar. Bu kapsamli, isbirlik¢i ve uzun vadeli baris insa siireci,
catigmalarin altinda yatan nedenleri ele almak ve siddete maruz kalan veya buna
karst savunmasiz toplumlarda kalic1 baris1 ingsa etmek ve istikrar saglamak igin
elverisli kosullar yaratmak iizere cesitli paydaslar1 bir araya getirir. Baris egitimi,
baris1 6gretmek ve bariscil bir toplum insa etmek icin ¢atisma ¢oziimii, empati ve
insan haklar1 gibi baris insa becerilerini 6gretmeyi amaclar (Baxter, 2005; Jager,
2014). Cocuklar, barig bilincini olusturmak i¢in barig egitiminin temel grubunu
olusturur (Jager, 2014; Save the Children, 2008). Baris egitimi programlari,
cocuklarin bariscil degerler, tutumlar ve beceriler kazanmasi igin igsel bir degisim
yolunu agar. Hem ulusal hem de uluslararasi diizeylerde yapilan bir¢ok ¢alisma, baris
egitimi programlarinin ¢ocuklar arasinda catisma ¢oziimii becerileri {izerinde olumlu
bir etkiye sahip olabildigini bulmustur (Johnson & Johnson, 2004; Johnson &
Johnson, 2005; Sagkal ve ark., 2006). Etkili baris egitimi programlart genellikle
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hedef popiilasyonun 06zel ihtiyaclarina ve kiiltiirel baglamimna uygun sekilde
diizenlenir. Ampirik bulgular, baris egitiminin igeriginin ve yaklasiminin, belirli bir
ortamin veya toplulugun benzersiz Ozellikleri ve zorluklarina uyacak sekilde
uyarlanmasinin 6nemini vurgular (Bar-Tal, 2002; Tinker, 2016). Dolayisiyla, baris¢il
bir toplum insa etmenin bilesenleri, bu 6zel ihtiyaglar1 karsilamak {izere degisebilir.

Ancak, her barig egitimi programinin nihai amaci, toplumda baris1 stirdiirmektir.

Farkli kaynaklar, 2020 yilinda kiiresel capta catismalarin onemli Ol¢lide arttigini
bildirmekte, Brezilya, Libya, Suriye ve Yemen gibi iilkelerle birlikte savas sayisinin
15'ten 23'e yiikseldigini, bu durumun da yaygin siddet eylemlerine yol actigini ve
103 milyon kisinin zorla yerinden edilerek bir miilteci krizine katkida bulundugunu
ortaya koymaktadir (HIICR, 2022; UNHCR, 2023). Tiirkiye, diinya genelindeki 35
milyon miilteci arasindan yaklagik 3.7 milyonu Somali, Afganistan, Irak ve
Suriye'den olmak iizere en ¢ok miilteciye ev sahipligi yapan tilkedir. Tiirkiye'de 2018
ile 2020 arasinda yaklasik bir milyon ¢ocuk miilteci olarak dogmustur (Diinya
Bankasi, 2021; UNHCR, 2021). CEDAW, Cocuk Haklarina Dair Sézlesme ve Insan
Haklar1 So6zlesmesi gibi uluslararasi anlagsmalarin imzaci tilkesi olarak Tiirkiye,
smirlar igindeki c¢ocuklara egitim saglama yiikiimliiligiine sahiptir. Yaklasik bir
milyon okul ¢agindaki Suriyeli miilteci ¢ocuga ev sahipligi yapan Tiirkiye'nin bu
durumu, Suriyeli miiltecilere yonelik agik kapi politikasi ¢ergevesinde bu niifusun
egitim ihtiyaglarin1 vurgulamakta ve okul cagindaki miilteci ¢ocuk sayisinin fazla
olmast nedeniyle egitim konusunun 6nemini ortaya koymaktadir (Erdem, 2017;

Erden, 2017, 2020; Mercan Uzun & Biitiin 2016).

Tiirkiye'deki miilteci 6grencilerin kiiltlirel uyum sorunlari, dil engelleri ve okula
uyum sorunlar1 gibi psiko-sosyal adaptasyon problemlerine odaklanan ve giderek
bliyliyen bir literatlir bulunmaktadir (Arabaci ve ark., 2014; Aydin & Kaya, 2019;
Daglioglu ve ark., 2017; Eres, 2016; Glingor, 2015; Giingér & Senel, 2018; Jafari
Kuzu ve ark., 2018; Ozer ve ark., 2016; Saritas ve ark., 2016; Seydi, 2014; Taskin &
Erdemli, 2018; Zayimoglu Oztiirk, 2018). Bununla birlikte, miilteci alan okullar
baglaminda baris egitimi ve Tiirkiye'de miilteci alan okullara giden yerel 6grencilerin
deneyimleri hakkinda yeterli veri bulunmamaktadir. Tiirk okullarina entegre olma

stirecindeki miilteci 6grencilerin karsilastigi bu zorluklar goz 6niine alindiginda, bu
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egitim ortamlarinda baris insa becerilerini ve ¢atisma ¢dzme mekanizmalarini tesvik
etme gerekliligi giderek daha belirgin hale gelmekte, miilteci ve yerel dgrencilerin

deneyimlerini desteklemek i¢in bariscil stratejilerin kritik ihtiyacini vurgulamaktadir.

Tiirkiye'de yiiriitiilen baris egitimi odakli aragtirmalar, bireyleri barist tesvik etmek
icin gerekli becerilerle donatirken, bireysel, kisilerarasi, gruplararasi ve uluslararasi
diizeylerde siddeti azaltmayi hedeflemektedir (Apaydin & Aksu, 2012; Coskun,
2012; Demir, 2011; Sagkal & Tiirntikli, 2017; Yilmaz, 2018). Arastirmalar,
Tiirkiye'de gergeklestirilen baris egitimi programlarinin saldirgan egilimleri azaltma
ve sosyal problem ¢dzme yeteneklerini gelistirme konusunda 6nemli bir etkiye sahip
oldugunu gostermistir (Sagkal & Tiirniikli, 2017; Yilmaz, 2018). Okullar baris
tesvik etmede kritik bir rol oynarken, baris egitimi, hosgorii ve karsilikli sayginin bir
simgesi olarak goriilmektedir; ancak, Tiirkiye'de hem yerel hem de miilteci
gruplarina odaklanan baris egitimi programlarina iligkin herhangi bir ampirik bulgu

bulunmamaktadir.

Miilteci olarak ¢ocuklarin karsilastigi 6zel zorluklari géz oniinde bulundurmak, en
savunmasiz gruplar arasinda yer alan bu c¢ocuklar icin hayati 6neme sahiptir
(Dangmann ve ark., 2022). Dil ve kiiltiire dnceden maruz kalmadan yabanci okullara
giren miilteci ¢ocuklar, yeni ortamlarina entegrasyon zorluguyla kars1 karsiyadir.
Yeni bir ortama psiko-sosyal uyum, kiiltiirel yeterlilik sahibi olmayi gerektirir
(Ward, 2004). Okullar, miilteci ¢cocuklar arasinda kiiltiirel yetkinligi tesvik etmede
onemli bir rol oynar;, bu da onlarin yeni ortamlarma uyumlarini kolaylastirir
(Peterson ve ark., 2017; Saldana, 2013). Okullar, sadece temel okuryazarlik
becerileri dgreterek degil, ayn1 zamanda toplumun kiiltiirel degerlerini koruyarak ve
aktararak sosyallesme ajanlar1 olarak hizmet eder. Yeni bir iilkeye yerlesen miilteci
cocuklar ve aileleri i¢in okullarin 6zellikle 6nemli bir rolii vardir (Peterson ve ark.,
2017). Okullar, ev sahibi toplumun dil becerilerini ve kiiltiirel bilgisini edinmeyi,

yerel bireylerle etkilesim kurmay1 ve 6z yeterliligi tesvik etmeyi kolaylagtirir.

Yerel 6grencilerin farkli kiiltiirlerden gelen smif arkadaslariyla psiko-sosyal uyum
saglama siireci, kiiltiirel farkindalik, empati ve kiiresel vatandaglik gibi temel

yeteneklerin gelistirilmesini tesvik eden egitim ortamlarinda 6énemli bir 6neme sahip,
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karmagik bir siiregtir (Pyykonen, 2012). Okul bilesenleri, bu psiko-sosyal uyumu
kolaylastirmada, barig¢il ortamlar olusturmada ve yerel ile miilteci ¢ocuklarin
kiltiirel ¢esitliligi anlamalarmi  ve degerlendirmelerini saglayacak kaynaklar
sunmada siklikla hayati bir rol oynar (Harber ve Sakade, 2009; Harris, 2002).
Miilteci 6grencilerin yeni okullara ve alisilmadik ortamlara olan psiko-sosyal uyumu,
dikkatli diistiniilmesi ve desteklenmesi gereken bir durumdur. Miilteci 6grenciler
genellikle goc ettikleri iilkeden farkli kiiltiirel degerlere sahip olur ve ev sahibi
iilkenin egitim sistemi ve toplumunun normlarina ve beklentilerine uyum saglamak
onlar i¢in zorlayict olabilir (Oikonomidoy, 2010; Rong & Preissle, 1998). Ayrica,
yerel Ogrenciler, alisik olmadiklari kiiltiirlere maruz kaldikga, farkli kiiltiirlerden

gelen yeni akranlarina uyum saglamakta zorlanabilirler (Castles & Miller, 1998).

Barig egitimi programlari, okul ortamlarini ¢atisma ¢ozliimil, empati ve kapsayiciligi
onceliklendiren ortamlara doniistirmeyi amaclayan programlardir. Bu programlar,
geleneksel akademik miifredatin 6tesine gecerek dgrencilere baris ve siddet karsitligi
degerlerini asilar. Sonug¢ olarak, baris egitimi uygulayan okullarda, o6grenciler
catismalar1 diyalog ve anlayis yoluyla ¢ozmeyi o6grendikce, siddet ve zorbalik
vakalarinda azalma gozlemlenmektedir (Harber & Sakade, 2009). Ayrica, baris
egitimi programlari, farkli kiiltiirel degerlere sahip Ogrencilerin kabul edildigi ve
deger verildigi bir okul insa ederek daha bariscil ve uyumlu bir smif atmosferi

yaratir.

Barig egitimi programlari barig, empati ve kapsayicilik kiiltiiriiniin temelini atarken,
okullardaki psikolojik danigmanlik hizmetleri bu degerleri isler hale getirmek i¢in
devreye girer ve bu degerlerin okul ortaminin her yoniine niifuz etmesini saglar.
Dolayisiyla egitimciler ve okul psikolojik danigsmanlari arasindaki is birligi, baris
egitimini okul ortamina derinlemesine yerlestirmenin temel tas1 haline gelir ve barig

ile siddet karsitliginin ilkelerini 6grenciler i¢in gercekler haline getirir.

Egitim alaninda, okullarin baris1 tesvik etme ve baris egitimi ilkelerini tanitma
konusundaki merkezi rolii abartilamaz, c¢ilinkii bu ilkelerin etkili uygulanmasi
genellikle okullar igindeki danismanlik hizmetlerinin = kolaylagtirilmas1  ve

koordinasyonu ile baglar. Bu baglamda, okul psikolojik danismanlik hizmetlerinin
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rolii, 6onemli bir vurgu ve taninma kazanacak sekilde bir baglanti noktasi olarak
ortaya ¢ikar. Okul psikolojik danigmanlik hizmetleri, farkli kiiltiirlerin psiko-sosyal
uyumunu kolaylastirma ve siirece tiim ilgili taraflar1 dahil etme konusunda merkezi
bir rol oynamaktadir. Boylece, okullardaki psikolojik danigsmanlik hizmetlerinin
vazgecilmez rolii 6ne ¢ikmakta ve barig egitimi amaclar ile egitim sistemi arasinda

kritik bir koprii gorevi gormektedir.

Tirkiye'deki miilteci kabul eden okullarda, baris egitiminin farkli bilesenleri (catisma
¢Oziimii gibi) ve miilteci 6grencilerin sorunlari iizerine bir¢ok aragtirma bulunmakla
birlikte yerel 6grencilerin perspektiflerini anlama ve miilteci alan okullarda barig
egitimi programlarmin etkililigini 6l¢gme konusunda yeterli aragtirma yoktur. Yerel
ve miilteci veliler ve 6grenciler, okul danigsmanlari, 6gretmenler ve idare gibi farkl
okul bilesenlerinin ¢esitli goriislerini kesfetmek, miilteci alan okullarin durumunu
biitiinsel olarak anlama ve analiz etme konusunda Onemlidir. Barig egitimi
programlari, su anda hem miilteci hem de yerel 6grencileri igeren Tiirk okullarinda
uygulanmamaktadir. Bu arastirma, UNESCO’nun “Birlikte Yasamay1 Ogreniyorum”
barig egitimi programini uyarlamayi ve programi miilteci alan bir ilkokuldaki 4. sinif
Ogrencilerinin ¢atisma ¢dzme becerileri lizerindeki etkisini 6lgmeyi amaglamaktadir.
Boylece, Ogrenciler bariscil bir sinif, nihayetinde bariscil bir okul ve toplum

yaratmak i¢in gerekli becerileri kullanabilirler.

1.2. Arastirmanin Amaci

Bu caligma, miilteci kabul eden bir ilkokuldaki 4. sinif 6grencileri igcin UNESCO'nun
"Birlikte Yasamay1 Ogreniyorum" baris egitimi programini uyarlamay: amaglamistir.
Ayrica, bariscil bir okul ortam1 yaratmak i¢in kritik olan ¢atigma ¢6zme becerilerinin
gelisimine odaklanarak, dordiincii sinif 6grencileri lizerinde baris egitiminin etkisini

degerlendirmeyi hedeflemektedir.

1.3. Arastirma Sorulari

Ana Arastirma Sorusu: Miilteci kabul eden bir ilkokuldaki dordiincii smif
Ogrencilerinin ihtiyaglarina goére uyarlanmis UNESCO'mun "Birlikte Yasamayi
Ogreniyorum" baris egitimi programinin &grencilerin uzlasmaya varma ve siddete

basvurma acisindan ¢atisma ¢ozme becerileri lizerindeki etkisi nedir?
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Alt Soru 1. Tirkiye'deki miilteci kabul eden bir ilkokulda, okul psikolojik
danigsmanlari, 6gretmenler, miidiir yardimcisi, yerel ve miilteci 6grenciler ile
velilerin perspektiflerinden, yerel ve miilteci Ogrencilerin tanimlanan

ihtiyaclar ve karsilagtiklar1 zorluklar nelerdir?

Alt Soru 2. "Birlikte Yasamay1 Ogreniyorum" baris egitimi programinin nitel
ve nicel bulgulan, Tiirkiye'de miilteci kabul eden bir ilkokuldaki 4. smif
Ogrencilerinin  c¢atisma ¢0zme becerileri iizerindeki etkisini nasil

acgiklamaktadir?

2. Yontem

2.1. Arastirma Deseni

Bu aragtirmanin amaci, miilteci kabul eden bir ilkokulda 4. sif 6grencileri igin
UNESCO'nun "Birlikte Yasamayr Ogreniyorum" adli baris egitimi programini
uyarlamak ve pilot uygulamasini gerceklestirerek barig egitiminin etkililigini
Olgmektir. Bu arastirma amaci kapsaminda, aciklayici-sirali bir karma yontem

arastirma tasarimi kullanilmustir.

Cresswell ve Plano Clark (2018) karma ydntem arastirmasinin, deneysel aragtirmanin
nitel metodoloji ile genisletilmesi gerektiginde kullanilabilecegini belirtmistir. Nitel
asama, baslangigta toplanan verilerin daha kapsamli bir agiklamasini saglamak
amaciyla yiiriitiilir ve "agiklayic1" terimi, nitel verilerin nicel sonuglari anlamaya
nasil katkida bulundugunu tanimlamak i¢in kullanilir. Aciklayic1 sirali tasarim
baglaminda (Cresswell & Plano Clark, 2018; Morse, 1991) vurgu, baslangi¢ nicel
asamasini agiklamak i¢in nitel kanitlar saglama iizerine yerlestirilir. Bu arastirmanin
amaci sadece nicel veriler elde etmek degil, sonuglar1 6zellikle yerel ve miilteci
veliler ile Ogrenciler, okul danismanlari, 6gretmenler ve idare dahil olmak iizere
farkl1 okul bilesenlerinin detayli perspektifleri agisindan daha detayli bir sekilde

acgiklamaktir.

Bu caligma dort ana agamadan olusan bir spiral siirece (Berg, 2001) baghdir: (1)

arastirma sorularin1 belirleme ve okul bilesenlerinden bilgi toplamak i¢in bir ihtiyag
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analizi yapma, (2) ihtiya¢ analizi bulgular1 ve uzmanlardan gelen geri bildirimlere
dayanarak "Birlikte Yasamay1 Ogreniyorum" baris egitimi programini uyarlama, (3)
barig egitimi programiin etkililigini test etmek icin yar1 deneysel bir tasarim
kullanarak pilot uygulamay1 gerceklestirme ve (4) pilot calismanin sonuglarini analiz
etme ve yorumlama. Ayrica, program uyarlama siireci i¢in Posner (2004) tarafindan
Onerilen yansitict segicilik yaklagimi kullanilmistir. Posner (2004), farkli egitim
ortamlarinin farkli uygulamalar gerektirebilecegini belirtmektedir. Yansitici segicilik,
her bilesenin olgulara nasil katkida bulundugunu anlamak ve agiklamak icin belirli
bir okul i¢in barig egitimi programinin gelisimini yonlendirmistir. Bu nedenle,
program uyarlamanin ana bilesenleri sunlardir: (1) ihtiyag degerlendirmesi, (2)
program adaptasyonu, (3) pilot program uygulamasi ve (4) pilot programin

degerlendirilmesi.

Yar1 deneysel tasarim, program adaptasyonundan sonra, programin 4. smif
Ogrencilerinin ¢atisma ¢ozme becerileri iizerindeki etkisini test etmek igin
kullanilmistir. Thtiyac analizi, nicel veriler toplanmadan dnce yapilan genel tasarimin
ayrilmaz bir pargasidir. Ihtiya¢ analizinin amaci, okul icindeki bircok bilesenin
perspektiflerini ve iggoriilerini kapsamli bir sekilde anlamak, 6zellikle okul ortami
icinde yerel ve miilteci 6grencilerin karsilastigi ihtiyacglar ve zorluklar hakkinda bilgi

edinmektir.

Programin pilot uygulanmasindan 6nce ve sonra, O0grenciler, deneysel grup smif
O0gretmeni, yerel ve miilteci 6grencilerin velileri ve okul danigmanlart ile yari
yapilandirilmig goriismeler yapilmistir. Barig egitimi programi, deney grubuna 13
ders saati siliresince uygulanmistir. Deney grubuyla pilot uygulamanin sona
ermesinin ardindan, kontrol grubu ic¢in barig egitimi iceren 5 haftalik bir telafi
programi uygulanmistir. Program adaptasyonu ve uygulamasinin son asamasi, bir
takip degerlendirmesi yapmay1 icermektedir. Alt1 hafta sonra gergeklestirilen takip
degerlendirmesinin amaci, tim programin etkisinin kaliciliginin anlasilmasi igin

gerceklestirilmistir.
2.2. Arastirma Baglam

Tiirkiye'nin hemen hemen her sehrinde Suriyeli miilteci ¢ocuklar bulunmaktadir.

Ancak, farkli sehirler arasinda miilteci ¢ocuklarin niifus yogunlugunda degisiklikler
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mevcuttur. Icisleri Bakanligi Go¢ Idaresi Genel Miidiirliigii'niin 2021 raporuna gore
Sakarya, en ¢ok miilteci alan sehirler arasinda Tiirkiye'de 21. sirada yer almaktadir.
Bu calisma, miilteci alan bir sehir secildikten sonra Oncelikle miilteci ¢ocuklar
tarafindan tercih edilen okullar1 segmeye odaklanmistir. Bu amacgla Sakarya ili
ulagilabilirligi nedeniyle secildikten sonra, il Milli Egitim Miidiirliigii ile iletisime

gecilerek, sehirdeki en fazla miilteci alan ilkokul seg¢ilmistir.

Secilen okul, Suriyeli Cocuklarin Tiirk Egitim Sistemine Entegrasyonunun
Desteklenmesi Projesi’nin (PIKTES) bir parcasidir. PIKTES, Tiirkiye'de gecici
koruma altindaki ¢ocuklar i¢in sosyal uyumu tesvik etmeyi ve egitim firsatlarini
artirmaylr amaglamaktadir ve Milli Egitim Bakanligt (MEB) tarafindan
yonetilmektedir. PIKTES, okullara kayith olan okul ¢agindaki Suriyeli gocuklarmn
niifusuna dayanarak Tiirkiye genelinde 26 ilde uygulanmaktadir. Proje, ilkokuldan
liseye kadar Suriyeli Ogrencilerin temel egitim ihtiyaclarin1  karsilamay1
hedeflemektedir. MEB, PIKTES kapsaminda "Uyum Smiflar1" kurmustur. Bu
siiflarin amaci, Tiirkge dil egitimi vermek ve yabanci 6grencilerin dil becerilerini
gelistirmek, boylece onlarin akademik olarak derslere etkin bir sekilde katilmalarini
ve arkadaslariyla iletisim kurmalarini saglamaktir. Proje, miilteci 6grencilere yonelik
Tiirkce dil 6gretmenleri, terclimanlar, okul danismanlar1 ve hatta hizmetli personeli

saglama gibi okullara bir¢ok fayda sunmaktadir.

2.3. Program Asamalari

Ihtiya¢ analizi asamasi, okulun temel ihtiyaclarin1 belirlemeyi ve okul
bilesenlerinden bilgi toplamay1 hedeflemistir. Bu asamada hazirlik, veri toplama, veri
analizi, sonu¢ raporlama ve elde edilen bilgilerin uygulanmasi adimlar1 yer
almaktadir. Durum analizi, okulun ortamini anlamak i¢in ihtiya¢ degerlendirme

asamasinin yani sira onemlidir.

Program adaptasyon asamasi, UNESCO'nun "Birlikte Yasamay1 Ogreniyorum" baris
egitimi programinin 4. siniflar igin olan modiiliinii, miilteci kabul eden ilkokulun
ihtiyaclarma gore wuyarlamayr hedeflemistir. Bu siire¢, okulun ihtiyaglar

belirlendikten sonra programin belirli bir okula uygun hale getirilmesini saglamistir.
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Tiirkgeye ¢evrilen program, akademisyen ve dgretmenlerle paylagilarak geri bildirim

alinmis ve son haline getirilmistir.

Program pilot uygulama asamasi, programin uyarlanmasinin tamamlanmasinin
ardindan gergeklestirilmistir. Uyarlanan program 13 ders saatinde deney grubuna
uygulanmistir. “Catisma Cdzme Becerisi Olgegi” program uygulamasi oncesi ve
sonrasinda hem deney hem de kontrol grubu ile paylasilarak programin catisma
¢ozme becerileri {izerindeki etkisi Ol¢iilmiistiir. Bu asama sonrasinda, programin
etkilerini ve o6grencilerin program hakkindaki diisiincelerini degerlendirmek igin
deney grubundaki 6grenci, 6gretmen, okul psikolojik danigmani, yerel ve miilteci
aileler ile yar1 yapilandirilmis goriismeler gerceklestirilmistir. Bunun yaninda, deney
grubu Ogrencileri ile program degerlendirme formu paylasilarak program hakkinda
geri bildirim alimmistir. Deney ve kontrol grubu siniflarindaki 6gretmenler ile
gbzlem formu paylasilarak, 6grencilerin gézlemlenebilen davraniglar: arasindaki fark
belirlenmistir.

2.4. Katihmcilar

2.4.1. Thtiyac Analizi Katihmeilar

Smif Ogretmenleri, 3. ve 4. smf Ogrencilerinin velilerini calisma hakkinda
bilgilendirmistir. Egitim programi bir sonraki yil pilot olarak uygulandig: icin, 4.
siif 6grencilerinin ihtiyaglarini ve 3. sinif 6grencilerinin mevcut durumunu anlamak
icin hem 3. hem de 4. smiflardan 6gretmenler, 6grenciler ve veliler ¢alismaya dahil
edilmistir. Ebeveynlerinden izin alinan dort yerel ve dort miilteci Ogrenciyle
goriisiilmiistiir. Ogrencilerle yapilan goriismeler yaklasik 20 dakika ile 30 dakika

arasinda stirmiigtir.

Biitlinciil bir cergeve ortaya koymak igin yerel ve miilteci ebeveynlerle de
goriigiilmiistiir. Iki miilteci ve iki yerel ebeveyn anne calismaya katilmustir.
Goriildigi tizere, annelerin egitim seviyesi diisliktiir. Bakmakla yiikiimli olduklar
en az iki ¢ocuklar1 vardir ve hicbiri ¢alismamaktadir. Miilteci ebeveynlerle bir
cevirmen yardimiyla goriigmeler yapilmistir. Ebeveynlerle yapilan goriismeler 45 ile

90 dakika arasinda stirmiistiir.
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Secilen okul PIKTES Proje okulu oldugu igin 3. ve 4. siiflara Tiirkce Ogreten
Tiirkgce 6gretmenleri ve ayr1 bir okul psikolojik danigmani okula proje tarafindan
saglanmistir. Ogretmenler ve okul psikolojik danismanmin miilteci gocuklarla
caligmalar1 oldugu i¢in bu ¢alismaya dahil edilmis ve miilteci ¢ocuklar1 anlamak i¢in
onlarla da yar1 yapilandirilmis goriismeler yapilmistir. Okul personeli ile yapilan

goriismelerde 50 dakikadan 175 dakika arasindadir.

2.4.2. Pilot Uygulama Katihhmcilari

Deney ve kontrol gruplari, Sakarya il merkezindeki en ¢ok miilteci kabul eden
ilkokulun iki dordiincii sinif subesinden olusmaktadir. Dordiincii sinif 6grencileri
biligsel gelisimleri nedeniyle bu calismanin 6rneklemi olarak secilmistir. Calisma
icin secilen en ¢ok miilteci alan okulda {i¢ tane dordiincii smnif bulunmaktadir.
Smiflarin demografik o6zelliklerine iligkin bilgiler alindiktan sonra, calisma igin

benzer miilteci-yerel ve kiz-erkek 6grencilere sahip iki sinif secilmistir.

Deney grubunda 12 kiz ve 10 erkek Ogrenci bulunmaktadir. Bunlarin 11'i miilteci
olup 6's1 kiz, 5'i erkektir. Suriye'den gelen 5 kiz ve 3 erkek 0grenci ile Afganistan'dan
gelen bir kiz ve iki erkek 6grenci bulunmaktadir. Kontrol grubunda 13 kiz ve 9 erkek
ogrenci bulunmaktadir. Bunlarin 10'u miilteci olup 7'si kiz, 3'ii erkektir. Suriye'den 4

kiz 6grenci, Afganistan'dan 3 kiz ve 3 erkek 6grenci vardir.
2.4.3. Uygulama Sonrasi Goriisme Katihmcilar:

Pilot uygulamanin ardindan, programin etkililigini biitiinciil bir bakis acisiyla
anlamak i¢in deney grubunun smif 6gretmeni ve psikolojik danigmaninin yani sira
deney grubundaki yerel ve miilteci Ogrenciler ve velilerle yar1 yapilandirilmis
goriismeler yapilmistir. Arastirmaci program baglamadan once okul bilesenleriyle
derinlemesine goriismeler gerceklestirdigi icin  son goriismelerde konuyu
derinlemesine kesfetmekten ziyade programin 6grenciler lizerindeki etkisini anlamak

amaclanmustir.

Deney grubundan yerel ve miilteci goniillii 6grencilerle programin Ogrenciler

tizerindeki etkilerini anlamak i¢in programin uygulanmasindan sonra gorlismeler
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gerceklestirilmistir. Ug yerel ve {i¢ miilteci goniillii 6grenci ile yapilan goriismeler 10

dakika ile 15 dakika arasinda degismistir.

Programin uygulanmasindan sonra miilteci ve yerel ebeveynlerle de goriismeler
gerceklestirilmistir. Miilteci ebeveyn Tiirkce konusabildigi icin goriisme igin
terciiman yardimina gerek duyulmamistir. Sadece anneler ¢alismaya katilmay1 kabul

etmistir. Gorlisme stiresi 15 dakika ile 25 dakika arasinda degismistir.

Okul psikolojik danigman1 ve deney grubunun sinif 6gretmeni ile programa iliskin
bakis acilarmi ve gozlemlerini 6grenmek amactyla goriismeler yapilmistir. Okul

personeli ile yapilan goriismeler 25 dakika ile 40 dakika arasinda degismistir.

2.5. Veri Toplama Araclari

Yart Yapilandirilmis Goriisme Protokolleri. Calismanin tiim asamalarinda yari
yapilandirilmis  goriismeler  gergeklestirilmistir.  Gorlisme  protokolleri, asil
goriismeler yapilmadan 6nce hazirlanmis ve pilot olarak uygulanmistir. Bu nedenle,
tez danigmani ve tez izleme komitesinin geri bildirimleri sonucunda goriisme
protokollerini gelistirmek igin gerekli degisiklikler yapilmistir. Goriigme protokolleri
(1) mevcut durum, (2) yerel ve miilteci 6grenciler arasindaki iletisimi artirmak igin
kullanilan mevcut programlar, faaliyetler ve yontemler, (3) mevcut yontemlerin
giiclii ve zayif yonleri ve (4) oneriler olmak iizere dort alana atifta bulunmustur.
Ihtiyag analizi igin gdriisme protokoliinde 12 soru, program uygulama boliimii i¢in

goriisme protokoliinde ise 4 soru bulunmaktadir.

Ihtiya¢ analizinde "Okulunuzda/simifimzda siklikla karsilastiginiz durumlardan ve
verdiginiz hizmetlerden bahseder misiniz?", "Yerel 6grenciler ile miilteci 6grenciler
arasindaki iliskiden bahseder misiniz?", "Bu siire¢te bir okul danismani/6gretmeni
olarak yasadiklarmizdan bahseder misiniz? Onerileriniz nelerdir?". Yari
yapilandirilmis miilakat sonrasi sorular ise "Miidahale Oncesi ve sonrasinda

ogrenciler arasindaki iliskilerde farkliliklar var miydi? Varsa gozlemlerinizi paylasir
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misiniz?", "Etkinliklerin smifiniz iizerindeki etkisinden bahseder misiniz?" gibi
sorular yer almaktadir. Tiim yar1 yapilandirilmis goriisme protokolleri i¢in uzman

geri bildirimi alinmis ve gerekli degisiklikler yapilmistir (bkz. Ek C, D, E, K).

Gozlem formu. Bu form, uygulanan etkinliklerin, 6grencilerin gdzlemlenebilir
eylemleri iizerinde bir etkisi olup olmadigini 6gretmenlerin degerlendirmeleri igin
gelistirilmistir. Gozlem formunda Ogrencilerin akranlari ve yetiskinlerle iletisim
becerilerine iliskin yedi ifade belirtilmistir. Gozlem formlarinin gelistirilmesi igin
uzman gorisleri alinmistir. Formlar, programin uygulama asamasindan once ve

sonra, deney ve kontrol gruplarinin sinif 6gretmenleri ile paylasilmistir (bkz. Ek F).

Catisma Cézme Becerileri Olgegi (Giirdogan- Bayir ve Giiltekin, 2019). Bu 6lgek,
ilkokul 0Ogrencilerinin ¢atisma ¢ozme becerilerini taramak i¢in kullanilan, 22
maddelik bir &z bildirim anketidir. Ogrenciler her bir soruya 1 (kesinlikle
katilmiyorum) ile 4 (kesinlikle katiliyorum) arasinda degisen 4'lii Likert dlgegine
gore yanit vermektedir. Olgegin i¢ tutarlihg .92 ile .81 arasinda degismektedir.
Olgegin genel i¢ tutarliligr .92'dir (bkz. Ek G).

Program Degerlendirme Formu. Bu form, baris egitimi programina katilan
Ogrencilerin programa ve arastirmaciya iligkin objektif geri bildirimlerini almak
amaciyla gelistirilmigtir. "YoOnergeler agik ve anlasilirdi”, "Program sirasinda
birbirimizi dinleyebildik”, "Program arkadaslarimla iliskimi gelistirmeme yardimci
oldu" gibi a) Arastirmacinin  Degerlendirilmesi, b) Egitim  Siirecinin
Degerlendirilmesi ve ¢) Program Sonuglarinin Degerlendirilmesi olmak {izere ii¢ alt
baslik altinda, 17 sorudan olusmaktadir. Forma iliskin uzman goriisleri alinmstir.
Pilot uygulama sonunda program degerlendirme formu o6grencilerle paylasilmistir

(bkz. Ek J).

2.6. Veri Toplama Siireci

Uzmanlara damgilarak, ogrenciler, okul psikolojik danigsmanlari, veliler, siif

Ogretmenleri ve idareciler i¢in ayri1 goriisme protokolleri hazirlanmigtir. Ayrica
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uzmanlardan goriis alinarak gozlem formlar1 hazirlanmistir. Pilot goriismelere
baslamadan énce ODTU Insan Arastirmalar1 Etik Komisyonundan ve Milli Egitim
Bakanligi'ndan (MEB) gerekli izinler alinmistir. Arastirmaci, veri toplama siireci
hakkinda ayrintilt bilgi toplamak ve sonuglar1 objektif olarak analiz etmek i¢in 6z-

yansitma (self-reflexivity) notlart tutmustur.

Ihtiyag degerlendirme asamasinda toplanan nitel verilerin analizi yapildiktan sonra,
egitim programi uzmanlardan, alanda calisan 6gretmen ve psikolojik danigsmandan
gelen geri bildirimlerle uyarlanmistir. Program uyarlandiktan sonra bir 4. simifta
uygulanmis ve diger 4. smf kontrol grubu olarak secilmistir. Okul psikolojik
danigmanlari, 6gretmenler, okul yonetimi, yerel ve miilteci veliler ve Ogrencilerle
sonu¢ goriismeleri yapilmistir. Programin uygulanmasindan 6 hafta sonra izleme
goriismeleri yapilmis ve Olgek formlar1 dgrencilerle tekrar paylasilmistir. Kontrol

grubu ile 5 haftalik telafi ¢aligmasi yapilmustir.

2.7. Veri Analizi

2.7.1. Nitel Verilerin Analizi

Ogrenciler, 6gretmenler ve okul psikolojik danismanlartyla yapilan gézlem formlari
ve yari1 yapilandirilmis goriismeler, verilerden ortaya ¢ikan oriintiileri kesfetmek i¢in
sistematik ve nesnel bir yol olan icerik analizi kullanilarak analiz edilmistir
(Neuendorf, 2002). Ihtiya¢ analizi ve son goriismelerin desifre edilen verilerinin
analizinde dogrudan igerik analizi adimlar1 dikkate alinmistir. Desifre edilen veriler
iki akademisyenle paylasilmis ve analistlerden gelen geri bildirimlere bagli olarak

analize son hali verilmistir.
2.7.2. Nicel Verilerin Analizi

Programin uygulanmasindan once ve sonra gergeklestirilen "Catisma Cozme
Becerileri Olgegi" sonuglar1 nicel yontemler kullanilarak analiz edilmistir. Analizden

Once, veri seti icin uygun istatistiksel analizi belirlemek amaciyla tek degiskenli
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normallikler incelenmistir (Tabachnick & Fidell, 2014). Varsayimlar SPSS Versiyon
28 (IBM Corp, 2022) araciligiyla incelenmistir. Varsayim analizi oncesinde, veriler
eksik degerler acgisindan taranmustir. Ogrenci sayisinin az olmasi ve anketin grup ile
yapilmis olmasi nedeniyle eksik deger bulunmamistir. Tek degiskenli normallikler
Q-Q Grafikleri, histogramlar, Carpiklik ve Basiklik degerleri, Kolmogorov-Smirnov
ve Shapiro-Wilk testleri kullanilarak incelenmistir. Carpiklik degerleri .378 ile 1.387
arasinda ve basiklik degerleri -.114 ile .925 arasinda degismistir. Bu degerler, normal
olmayan dagilim igin kanit gostermistir (Brown, 2015). Histogramlar ve Q-Q
grafikleri gorsel olarak incelenmis ve normal olmayan dagilim goézlemlenmistir

(Field, 2018). Normallik saglanamadigi i¢in parametrik olmayan testler yapilmistir.

Parametrik olmayan testler, deney ve kontrol grubu 6grencilerinin 6n test, son test ve
takip catisma ¢ozme puanlar iizerindeki programin etkinligini degerlendirmek icin
kullanilmigtir  (Kraska-Miller, 2014). Mann-Whitney U Testi (gruplar arasi
farkliliklar igin), Friedman Testi (grup ici farkliliklar icin) ve Wilcoxon Isaretli
Siralar Testi (post-hoc test olarak) kullanilmigtir. Ayrica, 6gretmen gézlemi ve deney
grubu Ogrencilerinin program degerlendirme formlarina verilen yanitlar igin
frekanslar ve yiizdeler hesaplanmistir. Deneyin etki biiyiikliigii, Cohen'in (1992) etki
bliytikligl smiflandirmasi dikkate alinarak degerlendirilmistir; burada 0.1 kiigiik, 0.3

orta ve 0.5 ve iizeri biiyiik etki biiyiikliigiinti gostermektedir.

2.8. Arastirmanin Giivenilirligi

Lincolnd ve Guba (1985), arastirmay1 giiclendirmek i¢in ¢alismanin giivenilirligini
artirmak i¢in dort yol 6nermektedir. Bunlar; inandiricilik, aktarilabilirlik, glivenilirlik
ve teyit edilebilirlik. Inandiricilik, arastirma bulgularindaki gerceklik olarak
tanimlanmaktadir. Kalic1 gozlem, ticgenleme, akran sorgulama, referans yeterliligi ve
iiye kontrolii yoluyla kontrol edilebilir. Bu ¢alismada verilerin inandiriciligin

saglamak i¢in ticgenleme yontemi kullanilmistir.
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Aktarilabilirligi saglamanin en yaygin yolu, ortamlar, katilimcilar ve durumlar
hakkinda ayrintili bilgi vererek arastirmayr ayrintili bir sekilde betimlemektir
(Creswell ve Miller, 2000; Lincoln ve Guba, 1985). Bu ¢alismada katilimcilar ve
uygulama ortami goriismelerden alintilar verilerek detayli olarak agiklanmis ve

aktarilabilirlik saglanmistir.

Giivenilirlik tUgiincii 6zelliktir. Verilerin zaman ve kosullar iizerindeki istikrarini
ifade eder. Giivenilirligi saglamak i¢in, arastirmada not alma oturumlarinda agik uglu
sorular ve ses kayitlar1 kullanilmistir. Bu yaklasim, veri toplamada dogrulugu
saglamanin yani sira, verilerin analizinde dogrulanabilir bir denetim izi sunarak
giivenilir bir temel saglamistir. Bu stratejileri birlestirerek, calisma nitel verileri
yorumlamak igin tutarli ve tekrarlanabilir bir gergeve saglamayr amaglamis ve

bdylece arastirma bulgularinin giivenilirligini giiclendirmistir.

Calismanin giivenirligini saglamak i¢in iiglincli yol arastirma bulgularinin
tarafsizligini tanimlayan teyit edilebilirliktir. Dogrulanabilirlik, arastirmacinin
onyargisini dikkate almadan arastirma bulgularindan elde edilen sonuglar1 géstermek
i¢cin kullanilir. Dogrulanabilirligi saglamak i¢in liggenleme ve yansima (reflexivity)
kullanilmistir. Arastirmaci, ¢alisma sirasinda duygu, diisiince ve gozlemlerini
yansitict bir gilinliige kaydederek yansimalart hakkinda bilgi vermistir. Ayrica,

verileri objektif olarak ele almak i¢in {iggenleme kullanilmistir.

3.Bulgular

Bu program uyarlama siirecinin bir parcgasi olarak, okul psikolojik danismanlari,
yerel ve miilteci Ogrenciler ve veliler, 6gretmenler ve miidiir yardimcisi ile yari
yapilandirilmig goriismeler yapilmistir. Nitel analiz sonucunda {i¢ ana tema ortaya
cikmigtir: (1) Birlik Olmayr Zorlagtiran Faktorler, (2) Kurumsal Sorunlar ve

Ihtiyaglar ve (3) Birlik Olmay1 Kolaylastiric1 Faktorler.
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Birlik olmay1 zorlastiran faktorler olarak adlandirilan ilk tema, miiltecilerin
adaptasyonunu engelleyen faktorleri ifade etmektedir. Bu tema ¢evresel faktorler ve
bireysel faktorler olarak iki ayr1 kod ile tanimlanmistir. Cevresel faktorler, yerel
ogrencilerin, 6gretmenlerin ve ebeveynlerin dnyargilarini ve ayrimci davranislarini
icermektedir. Bireysel faktorler ise uyum sorunlari, davraniglar, sosyoekonomik

durum, yerel kiiltiire asinalik ve miilteci 6grencilerin 6n yargilarini icermektedir.

Kurumsal sorunlar ve ihtiyaglar olarak adlandirilan ikinci temanin {i¢ alt temasi
bulunmaktadir: okul sorunlari, egitim ihtiyaglar1 ve politika sorunlari. Okul sorunlari
arasinda 6gretmen is yiiki, sinif yogunlugu (artan miilteci sayis1) ve okullarda yerel
Ogrencilerin diisiik kayit diizeyi yer almaktadir. Egitim ihtiyaglari, biitiinciil okul
egitimini, kadin egitimini ve 6gretmenler igin pratik bilgileri igermektedir. Politika
sorunlar1, yeniden yerlestirme siirecindeki belirsizligi, psikolojik degerlendirmedeki

zorluklar1 ve yerel STK'larla ilgili sorunlar1 kapsamaktadir.

Birlik olmay1 kolaylastiric1 faktorler olarak adlandirilan {igiincii ve son temanin
ebeveyn o6zellikleri ve barisgil okul ortami olmak tizere iki alt temasi bulunmaktadir.
Ebeveyn o6zellikleri arasinda egitimli ebeveynler, yerlesik aileler ve ilgili ebeveynler
yer almaktadir. Barig¢il okul ortamlari ise 6grencilerin kabulii ve 6gretmenlerin
olumlu yaklastmim icermektedir. Ihtiya¢ analizi sonucunda baris egitimi

programlarinda bagvurulmasi gereken temel unsurlar ve beceriler belirlenmistir.

3.2. Uygulama Sonrasi Yapilan Yar1 Yapilandirilmis Goriisme Sonuclar:

Bu boliimde, programin uygulanmasindan sonra yerel ve miilteci 6grenciler, yerel ve
miilteci veliler, deney grubunun smif 6gretmeni ve okul psikolojik danigmani ile
yapilan goriismelerin icerik analizi sunulmaktadir. (1) Isbirligi, (2) Catisma C6zme
Becerileri, (3) Gelecek Hedefleri ve (4) Zorluklar olmak {izere dort ana tema ortaya
cikmistir. Bu boliimde ¢aligmanin aktarilabilirligi ve giivenilirligi i¢in alintilara yer

verilmistir.
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3.1.1. isbirligi

Isbirligi sinif 6gretmeni, okul danigmani, bir veli ve iki dgrenci (n=5) tarafindan dile
getirilmistir. Katilimeilara pilot program uygulamasindan sonra miilteci ve yerel
ogrenciler arasindaki iliski soruldugunda, program basladigindan beri 6grenciler
arasindaki iligkinin gelistigini belirtmislerdir. Simif 6gretmeninin de belirttigi gibi,

ogrenciler ders saatlerinde sinifta isbirlik¢i davraniglar sergilemeye baslamistir.

"Ben memnunum gercekten. Gegen derste de Arap bir cocuk mesela kitabini
unutmus, Tiirk 6grencilerden biri kendisi sdyledi 6gretmenim o kitabini unutmus ona
yardim etmek icin yanina gecebilir miyim dedi. Arkadashik iliskilerinde giiglenme
oldugunu disiiniyorum. Siniftaki davranislarina ¢ok yansimaya baglad.

Yardimlagmalarim etkiledi." Simif Ogretmeni

Bununla baglantili olarak, okul psikolojik danismani da deney grubundaki
Ogrencilerin higbir ayrim gozetmeksizin birlikte oyun oynamaya basladiklarini
belirtmistir. Ayrica, yerel bir veli de siniftaki bir 6grenciden 6rnek vererek isbirligi
konusunda su yorumda bulunmustur: "Mesela bizim sinifta bir kiz var, birgok
arkadagina kars1 biraz agresif, hatta kizim diyor ki sanki sizinle ders yaptiktan sonra

bu kizcagiz bile biraz agildi." (Yerel Veli)

3.1.2. Catisma Cozme Becerileri

Deney grubundaki 6grencilerin catisma ¢ézme becerileri tiim katilimcilar tarafindan
dile getirilmistir (n=10). Okul psikolojik danigsmani, deney grubundaki 6grencilerin

yasadiklar1 catigmalar i¢in okul psikolojik danismanina daha az danigsmaya

basladiklarini belirtmistir.
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"Arada bana geliyorlardi bu ara gelmediler mesela, simdi ne fark var diyince, ¢ok
fazla sorun yasama durumlar1 olmadi. Yani evet ben bunu sOyleyebilirim. Sene
basiyla kiyasliyorum... bir c¢atigmayla gelmediler. Ben katki oldugunu

gozlemliyorum."

Bununla baglantili olarak, Ogrenciler c¢atisma ¢6zme becerilerini  giinliikk
yasamlarinda da kullandiklarini belirtmislerdir. Ogrenciler miizakere becerilerinin
akranlariyla iligkilerinde kendilerine yardimci oldugunu "Mesela anlasiyoruz kavga

etmiyoruz birbirimizi dinliyoruz. Miizakerenin faydasi oluyor." (Yerel Ogrenci 1)

3.1.3. Gelecek Hedefleri

Ogrenciler (n=6) baris egitimi programma iliskin gelecek hedeflerinin altini
cizmistir. Tim Ogrenciler, program sirasinda Ogrendikleri ¢esitli becerileri
arkadaglar1 ve aileleriyle birlikte kullanmay1 planladiklarini belirtmistir. Buna
katkida bulunan bir faktor olarak, bir miilteci 6grenci "Miizakereyi kullanabilirim
mesela. Arkadaglarimla kavga edersem iste miizakere ederiz, evde ablalarimla
miizakere ederiz. Niye boyle yapiyorsun, gel barisalim, dyle konusuyoruz. Kalbimi

kirdm diyorum, sana duygularimi anlatacagim." (Miilteci Ogrenci 2)

Benzer sekilde, Ogrenciler de Ozellikle akranlariyla dinleme becerilerini
kullanabileceklerini belirtmislerdir. Birbirlerini anlamanin ve empati kurmanin
iletisimde 6nemli bir rolii oldugunu bdylece, birbirlerini aktif bir sekilde dinleyerek
smif icindeki c¢atigmalar1 ve yanlis anlamalar1 azaltmayr planladiklarini

belirtmislerdir.

Okul psikolojik danigmani ayrica programi diger siniflar icin de uygulamak
istediklerini belirtmistir. "Ogrencilerden olumlu déniis oldu diyebilirim. Bana
geldiler sizi sordular. O siniftan geldiler 6gretmenimiz bugiin de gelecek mi, biz ¢ok

eglendik, onu ¢ok seviyoruz gibi ciimleleri oldu. Buradan da anladim ki sinif i¢ginde
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yaptiginiz ¢alisma g¢ocuklar tarafindan sevilmis ve devami bekleniyor. Velilerden
gelen olmadi ama hoslarina gitmeyen bir sey olsaydi eminim gelirlerdi. Bu
gelmeyisin bir anlami yok, olumsuz bir anlami yok yani. Ciinkii olumsuz bir sey

oldugunda genelde gelir insanlar, olumsuz seyler akilda kalir, pesine diisiiliir."

3.1.4. Zorluklar

Ug &grenci programin uygulanmasi sirasinda yasadiklar1 zorluklari vurgulamistir.
Tim 6grenciler dil engeli konusunda hem fikir olduklarini belirtmistir. "Sevmedim
clinkii konusmak, grupca konusmak, konugsmak zordu. Mesela bazilariyla konusmak
zordu. Evet ama anlatiyorum, yeri geldiginde Tiirkce de anlatiyorum anlayabilsin

diye. Arapca da anlamryor." (Miilteci Ogrenci 3)

Ogrenciler ayrica smif mevcudundan ve etkinlikler icin ayrilan siireden de
bahsetmiglerdir. Sinif kalabalik oldugu i¢in bazi etkinliklerde herkes basrolde yer
alamamstir. Ornegin "Hikayeyi Yeniden Anlatmak" etkinliginde sadece ii¢ dgrenci
disar1 ¢ikmis ve her goniillii 6grenci disar1 ¢ikma ve bu rolii listlenme sansi
bulamamistir. Bu nedenle Ogrenciler bazi etkinliklerin yeniden oynanmasinin

kendileri i¢in iyi olacagini belirtmislerdir.

3.3. Uygulama Sonrasi Nicel Verilerin Sonuclar

3.3.1. Kontrol Grubu ve Deney Grubunun Sonuglari

Deney ve kontrol gruplarmm Catisma Cozme Becerisi Olgeginin toplam ve alt
Olgeklerinden elde edilen son test puanlarinin karsilagtirmasi igin Mann-Whitney U

testi kullanilmustir.

Deney grubunun c¢atisma ¢ozme becerileri son testinde kontrol grubundan

istatistiksel olarak anlamli sekilde farkli oldugu bulunmustur (Utotal=77.5, ztotal=-
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3.597, ptotal=.001). Ayrica, deney grubu uzlagsmaya varma ve siddete bagvurma alt
Olceklerinde kontrol grubuna gore istatistiksel olarak anlamli bir farklilik
gostermistir. Deney grubunun uzlagsmaya varma puanlari kontrol grubundan
istatistiksel olarak anlamli derecede yiiksektir (Urr=108, zrr=-2.834, prr=.005).
Ayrica, deney grubunun siddete basvurma alt dlgeginden aldigr puanlar kontrol

grubuna kiyasla anlamli derecede diistiktiir (Urv=44, zrv=-4.455, prv=.001).

Sonuglar, egitimin deney grubunun catisma ¢ozme becerilerinde kontrol grubuna
kiyasla etkili oldugunu gdstermistir. Catisma ¢6zme becerileri anketinin toplam
puani i¢in etki biiylikliigii hesaplanmis ve egitimin biiyiik bir etki biiyiikliigiine sahip

oldugu bulunmustur (r=1.45).

Catisma Coziimii Olgegi'nin izleme testi puanlarinin karsilastirilmasi icin Mann-
Whitney U testi yapilmistir. Sonuglar, deney grubunun ¢atigma ¢dzme becerilerinde
kontrol grubundan istatistiksel olarak anlamli sekilde farkli oldugunu goéstermistir
(Utotal=47, ztotal=-4.366, ptotal=.001). Benzer sekilde, deney grubu uzlagmaya
varma ve siddete bagvurma alt 6l¢eklerinde kontrol grubuna gore istatistiksel olarak
anlamli farklilik gostermistir. Deney grubunun uzlagsmaya varma puanlar1 kontrol
grubundan istatistiksel olarak anlamli derecede daha yiiksektir (Urr=50.50, zrr=-
4.281, prr=.001). Ayrica, deney grubunun siddete basvurma alt Slgeginden aldigi
puanlar kontrol grubuna gore anlamli derecede diisliktiir (Urv=38.50, zrv=-4.593,
prv=.001). Sonuclar, deney ve kontrol gruplarmin sontest puanlarindaki ¢atigma
c¢ozme becerileri arasindaki anlamli farkin izleme testlerine de tasindigini

gostermistir.

3.3.2. Deney Grubunun On Test, Son Test ve Izleme Puanlar1 Arasindaki

Farklara Iliskin Sonuclar

Normal olmayan veri setleri icin {i¢ veya daha fazla iligkili kosul i¢in farkliliklar:
inceleyen Friedman Testi, deney grubunun 6n test, son test ve izleme puanlarinin

farkliliklarini 6lgmek i¢in yapilmistir (Field, 2018).
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Bulgular, deney grubunun o6n test, son test ve izleme testi toplam puanlari
[x2(2)=29.81, p=.001] ile uzlasmaya varma [x2(2)=34.05, p=.001] ve siddete
basvurma [x2(2)=37.69, p=.001] alt Slgekleri arasinda anlamli bir fark oldugunu
gostermistir. Friedman testinde anlamli farklilik gosterdikleri i¢in toplam puan,
uzlagsmaya varma ve siddete bagvurma alt dlgeklerinin Ontest, sontest ve izleme testi
puanlar arasindaki farklar1 anlamak icin post-hoc testi olarak Tip I hatayr 6nlemek
icin Bonferonni diizeltmesi uygulanarak Wilcoxon Isaretli Siralar testi yapilmistir. P-
degeri .05'in 3'e boliinmesiyle hesaplanmis ve post-hoc analizi i¢in .017 olarak
belirlenmistir Bulgular, catisma ¢6zme becerileri 6lgeginin ontest ve sontest puanlari
arasinda anlamli bir fark oldugunu gostermistir, z=-3.774, p=.001. Wilcoxon Isaretli
Siralar testi sonuclari da uzlasma alt dlgegine ulasma On test ve son test puanlari
arasinda anlaml bir fark oldugunu gostermistir, z=-3.382, p=.001. Benzer sekilde,
siddete basvurma alt 6l¢eginin Ontest ve sontest puanlar1 arasinda da anlamli bir fark
vardir, z=-3.927, p=.001. Deney gruplarinin ¢atigma ¢dzme becerileri genel olarak
biiyiik bir etki biyiikligiyle (r=1.61) artmistir. Ayrica, deney grubu uzlasmaya
varma ve siddete basvurma olarak adlandirilan her iki alt 6l¢ekte de sirasiyla r=1.18,
r=1.78 gibi bilylk etki biiytlikliikleriyle istatistiksel olarak anlamli bir artig

gostermistir.

Deney grubunun catisma ¢dzme becerileri dlgeginin sontest ve izleme testi puanlari
arasinda da anlaml bir fark vardir, z=-3.415, p=.001. Test sonuclar1 ayn1 zamanda
uzlagmaya varma alt dlgeginin sontest ve izleme testi puanlari arasinda da anlamli bir
fark oldugunu gostermistir, z=-3.349, p=.001. Ancak, siddete basvurma alt 6l¢eginin
sontest ve izleme testi puanlari arasinda anlaml bir fark bulunmamistir, z=-2.041,
p=.041. Deney gruplarinin catisma ¢dzme becerileri genel olarak biiylik bir etki
blyiikliglyle (r=1.15) artmistir. Ayrica, deney grubu uzlagsmaya varma alt 6lgeginde
r=1.06 gibi biiyiik bir etki biiyiikliigii ile istatistiksel olarak anlamli bir artig

gostermistir.
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Sonuglar, 6grencilerin ¢atisma ¢dzme becerilerinin genel olarak, uzlasmaya varma ve
siddete bagvurmama becerilerinin 6n testten son teste anlamh bir sekilde degistigini
ortaya koymustur. Genel ¢atisma ¢6zme ve uzlasmaya varma becerilerinin 6 haftalik
siire boyunca korundugu sonucuna varilabilir. Barig egitimi, 6grencilerin catigma
cozme becerilerini artirmis ve egitim sonrasinda da akranlartyla uzlagmaya

varmalarina yardimei olmustur.

3.3.3. Program Degerlendirme Formu ve Gozlem Formu Sonuclari

Katilimcilarin tamami program degerlendirme formunda arastirmacinin iletisimini
olumlu, ac¢ik ve anlagilir olarak belirtmislerdir. Neredeyse tiim katilimeilar
arastirmacinin etkinliklerle ilgili agiklamalarini net ve grubu yonetmede etkili olarak
degerlendirmistir. Katilimeilarin ¢ogu, arastirmacinin egitmenleri cesaretlendirdigi
ve zamani etkin kullandigt konusunda hemfikirdir. Egitim siirecinin
degerlendirilmesiyle ilgili olarak, neredeyse tiim katilimcilar oturumlart canl, ilgi
cekici ve giinliik 6rneklerle zenginlestirilmis olarak degerlendirmistir. Katilimcilarin
cogu, oturumlar sirasinda birbirlerini dinleyebildikleri, cesaretlendirebildikleri ve
kendilerini ifade edebildikleri konusunda hemfikirdir. Buna ek olarak, katilimcilarin
cogu arastirmacinin etkinlikler sirasinda cesaretlendirici ve destekleyici oldugu
konusunda hemfikirdir. Egitim sonuglarinin degerlendirilmesiyle ilgili olarak, tiim
katilimcilar programin arkadaslariyla iliskilerini gelistirmelerine yardimer oldugunu
ve gelecekte ayni programa tekrar katilmayr istediklerini belirtmislerdir.
Katilimcilarin neredeyse tamami, egitimin yeni seyler Ogrenmelerine yardimei
oldugu konusunda hemfikirdir. Katilimcilarin ¢gogunlugu egitimi giinliik yasam i¢in

faydali bilgiler sagladig1 seklinde degerlendirmistir.

Sinif 6gretmenleri tarafindan doldurulan gozlem formunda, deney grubu 6grencileri,
siif 6gretmeninin gozlemlerine gore yedi ifadenin tliimiinde degisim gdstermistir.
Deney grubunun Ontest ve sontest sonuc¢larinin ortalamasi, 6grencilerin en g¢ok

derslere diizenli olarak katilma, derslerde akranlariyla isbirligi i¢inde caligsma,
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akranlarmin kisisel alanlarina saygi gosterme ve sinif i¢inde verilen yonergelere
uyma konusunda farklilik gosterdiklerini ortaya koymustur. Buna ek olarak,
teneffiislerde akranlariyla oyun oynama, akranlari ve yetiskinlerle sozel iletisim
kurma becerilerinde de artis goriilmiistiir. Ote yandan, kontrol grubunun 6n test ve
son test sonuclarinin ortalamalari, 6grencilerin davranislarinin uygulama sonrasinda
degismedigini gostermistir. Gozlem formlart sonucunda "Birlikte Yasamayi
Ogrenmek" Baris Egitimi Programi'nin 6grencilerin derslere katilimin, iletisimini ve

isbirlik¢i caligmalarini gelistirdigi sdylenebilir.

4. Tartisma

Bu calisma, barig egitimi programinin Ogrencilerin ¢atisma ¢dzme becerileri
tizerindeki etkisini incelemek {izere tasarlanmistir. Calisma dort asamadan
olugsmaktadir: 1) ihtiya¢ analizi, 2) baris egitimi programinin uyarlanmasi, 3) pilot
uygulama ve 4) programin degerlendirilmesi. Ihtiya¢ analizinde ortaya ¢ikan temel
beceriler belirlendikten sonra, temel beceriler ve unsurlar g6z 6niinde bulundurularak
program Tiirk¢eye uyarlanmistir. Pilot uygulama 13 ders saatinde gerceklestirilmis
ve programin etkinligi yar1 yapilandirilmig goriismeler, gézlem formlari, program
degerlendirme formu ve c¢atigma ¢O6zme becerileri Olgegi  araciligiyla
degerlendirilmistir. Calismanin sonuglari, barig egitimi programinin dgrencilerin

catisma ¢6zme becerilerini gelistirmede etkili oldugunu ortaya koymustur.

Ihtiya¢ analizi gériismelerinin analizi, miilteci dgrencilerin psiko-sosyal uyumunu
etkileyen anahtar faktorleri ortaya koymustur. Cevresel faktorler arasinda yerel
ogrenciler tarafindan diglanma, akademik zorluklar ve yerel sdylemler gibi 6nemli
zorluklar belirlenmistir. Bireysel faktorler ise yerel 6grencilerin zorluklari, miilteci
Ogrencilerin davranis sorunlari, miilteci ailelerin tutumlari, tamidiklik seviyeleri,

sosyo-ekonomik faktorler ve gocle ilgili psiko-sosyal zorluklari igermektedir.

Bu bulgular, mevcut literatiirle uyumlu olarak, miilteci uyum siirecindeki davranis
sorunlarin1 ve dil engellerini 6nemli sorunlar olarak ortaya koymaktadir (Kaya ve
Kirag, 2016). Ogretmenlerin miilteci 6grencilerin dil becerilerini desteklemek igin
bireysel olarak c¢aligmalari, ek is yiikiinii ve uyum siirecindeki karmagiklig

vurgulamaktadir. Yerel ebeveynler ve akranlar tarafindan sergilenen dislayici
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davraniglar, miilteci Ogrencileri etkilemekte, destekleyici egitim politikalart ve
Ogretmen tutumlarinin uyumlu bir okul ortami yaratmada gerekliligini ortaya

koymaktadir (Mercan Uzun ve Biitiin, 2016; Ozel ve Erdur-Baker 2023).

Kurumsal sorunlar ve ihtiyaglar temasi altinda {i¢ alt tema belirlenmistir: okulla ilgili
sorunlar, egitim ihtiyaglari ve politika meseleleri. Ogretmenlerin is yiikii, smif
kalabalikligi ve kayit sorunlari gibi zorluklar bu tema altinda 6ne g¢ikmaktadir.
Miilteci Ogrencilerin artan sayisi, okul dinamiklerini énemli 6l¢iide degistirmis ve
barig egitimi ilkelerinin karsilikli saygi ve anlayisi tesvik etmesi gerektigini

vurgulamistir (Demir Basaran, 2020; Erden, 2020; Mercan Uzun ve Biitiin, 2016).

Bireylerin kendi kiiltiirel gruplart icinde etkilesimde bulunma egilimi, uyumlu bir
okul ortami1 yaratmada zorluklar1 ortaya ¢ikarmaktadir. Miilteci 6grencilerin diizensiz
olarak bir okul doneminin igerisinde farkli zamanlarda okula kayitlari, esit firsatlar
saglamak i¢in esnek bir yaklagim gerektirmektedir. Bu durum da 6gretmenlerin her
yeni kayit olan 6grenci igin ayr1 caba sarf etmesine neden olmaktadir. Ogretmenlerin
kendi miifredat gerekliliklerinin yaninda kayit olan 6grencilere yonelik is yiiki, yerel
ebeveynler tarafindan da vurgulanmistir. Ayrica, okul personeli i¢in kapsamli egitim
programlari, kadinlara yonelik 6zel egitimler ve Ogretmenler ile ebeveynler igin

pratik bilginin verilmesinin gerekli oldugu ortaya ¢ikmistir (Van Tubergen, 2010).

Miilteci 6grencilerin psiko-sosyal uyumuna ebeveynler ve okula katilimlari dnemli
ol¢iide katki saglamaktadir. Egitimli ve yerlesik aileler, ¢ocuklarinin egitimine aktif
olarak katilarak bu silirece biiyiik destek vermektedir. Bu katilim, ogrenci

devamliligin1 ve okul etkinliklerine katilim1 artirmaktadir.

Ulusal ve uluslararast literatiir, miilteci 6grencilerin uyumunu desteklemede ebeveyn
ve kurumsal destegin kritik roliinii vurgulamaktadir (Attar ve ark., 2022; Christenson
ve Reschly, 2010; Dryden-Peterson, 2011; Mendenhall ve ark., 2017). Yerel
ogrencilerin kabul edici davraniglar1 ve 6gretmenlerin kapsayici tutumlari, uyumlu
bir okul atmosferi yaratmada temel unsurlardir. Olumlu akran etkilesimleri ve
Ogretmen tutumlari, ayrimciligi azaltmada ve miilteci dgrencileri kabul eden bir
ortam olusturmakta déniistiiriicii bir rol oynamaktadir (Ekin ve Yetkin, 2021; Ozel ve

Erdur-Baker, 2023).

254



Calismanin daha sonraki asamalarinda, UNESCO’nun “Birlikte Yasamay1
Ogreniyorum” baris egitimi programi, ihtiyag analizi sonuglari gdz oniinde
bulundurularak 4. siniflar i¢in uyarlanmis ve ‘Catisma Cozme Becerileri Olgegi’
uygulanarak programin Ogrencilerin c¢atigma ¢6zme becerileri ilizerindeki etkisi
degerlendirilmistir. Yapilan analizler, programin &grencilerin ¢atigma ¢ozme
becerilerini 6nemli Slgiide gelistirdigini ve alti hafta sonrasinda da kalici etkiler
gosterdigini ortaya koymustur. Calisma, daha derin davranigsal sorunlari, 6zellikle
siddet egilimlerini ele almak i¢in uzun siireli baris egitimi programlarina ihtiyag

duyuldugunu vurgulamaktadir.

Nitel goriismeler ve program degerlendirme formlari, cesitli paydaslardan olumlu
geri bildirimler ortaya koyarak, programin isbirligi ve catisma ¢dzme becerilerini
artirmadaki etkililigini pekistirmistir. Baris egitimi programi, dgrencilerin barigin
Onemini anlamalarimi tegvik etmis, empati, dinleme ve insan haklar1 gibi temel

degerlerin ¢atismalar1 ¢gdzmede dnemini vurgulamistir.

Calismanin bulgulari, barig egitimi programlarinin ¢atisma ¢dzme becerilerini
gelistirmede ve uyumlu bir okul ortami yaratmada Onemini vurgulamaktadir.
“Birlikte Yasamayr Ogreniyorum” barts egitimi programmnin Tiirkiye kiiltiirel
baglamina uyarlanmasi, miilteci kabul eden okullar i¢in kritik bir dneme sahiptir. Bu
uyarlama, toplumsal ihtiyaglar1 karsilayarak, uyumu ve uyumlu ortami tesvik

etmektedir.

Arastirmanin bulgularina dayali olarak politika yapicilara Oneriler, baris egitiminin
ulusal miifredata entegrasyonunu, grup iliskilerine odaklanmayir ve Ogretmen
egitimini artirmayr igermektedir. Bu miidahaleler, hem miilteci hem de yerel
Ogrencilerin ¢atigma ¢dzme becerilerini 6nemli 6lciide iyilestirerek, daha bariscil ve

destekleyici bir egitim ortami yaratabilir.

Gelecek arastirmalar, daha biiylik ve gesitli 6rneklemlr icermeli ve gesitli bolgelere
yayllmalidir. Bu, baris egitimi programlarinin etkinligini kapsamli bir sekilde

anlamak i¢in gereklidir. Uzun siireli etkileri degerlendirmek i¢in boylamsal
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caligmalar oOnerilmektedir. Empati ve iletisim becerileri gibi ek degiskenleri
kesfetmek ve programin yapisin1 daha fazla uygulamali etkinlikler icerecek sekilde
giincellemek Onemli goriilmektedir. Dil yeterliligi sorunlarini ele almak, &grenci

katilimini ve programda aktif katilimu artirabilir.

Ogretmenler ve okul danmismanlar, dgrencilerle giiglii iliskiler kurmali, mikro
saldirilar1  tantyip ele almali ve ebeveynleri barig egitimi programlarina dahil
etmelidir. Yerel ve miilteci topluluklari igeren sosyal aktiviteler diizenlemek, gercek
etkilesimleri ve anlayisi tesvik edebilir. Etkin stratejiler, etkilesim, kiiltiirel yeterlilik
ve kapsayici topluluk olusturma faaliyetlerine odaklanilmalidir. Bu yaklasimlari
uygulayarak, egitimciler ve okul damigsmanlari, uyumlu ve kapsayici bir egitim

ortaminin gelisimine 6nemli 6l¢iide katkida bulunabilir.
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