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ABSTRACT

DEVELOPING A PEER HELPING PROGRAM
AND
TESTING ITS EFFECTIVENESS

Aladag, Mine
Ph. D., Educational Sciences
Supervisor: Prof. Dr. Esin Tezer

2005, 290 pages

The main purpose of this three-phase study was to develop a peer helping
program. The purpose of the first phase was to plan a peer helping program with its
goal and content. The purpose of the second phase was to develop a peer helping
training program and to investigate its effectiveness on improving the helping skills
and self-growth of the peer helpers. The purpose of the third phase was to understand

the peer helpers’ and helpees’ evaluations of the peer helping program.

In the first phase of the study, a need assessment study was carried out with a
sample of 316 (168 females, 148 males) students from Faculty of Education of Ege
University. Results indicated that students preferred peer helpers among other
helping agents; they preferred both non-directive helping styles (empathic responses)
and directive helping styles (instrumental responses); they seemed to believe the
helpfulness of the program; they tended to apply to the program; and they wanted the
program to concentrate on their career, academic, and interpersonal relationships

concerns.

In the second phase of the study, in order to investigate the effect of peer

helping training program on improving peer helpers’ helping skills and the self-
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growth, a pre-test post-test control group experimental design study was carried out
with a sample of 31 participants (15 experimental group and 16 control group). The
participants were also administered six-month follow-up test. The data were gathered
by administering five instruments: Communication Skills Evaluation Scale (CSES),
Empathic Skill Scale-B Form (ESS-B), Reflection Skills Evaluation Form (RSEF),
Rosenberg Self-Esteem Scale (RSS) and Self-Acceptance Inventory (SAI). After
testing the equivalence of the pre-test scores of CSES, ESS-B, RSS, and SAI of the
experimental and the control group participants, a series of 2 (experimental-control
groups) X 3 (pre-post-follow up tests) repeated measure of analysis of variance
(ANOVA) was employed to the CSES, ESS-B, RSS, and SAI scores of the
participants. An analysis of covariance (ANCOVA) using pre-test as covariate was
employed to the post-test and follow-up test scores of the RSEF of the participants.
The results indicated that a peer helping training program was more effective on
improving both the empathic and the reflection skills of the experimental group
participants as compared to the control group participants. The results also indicated
that there was a significant increase in the experimental group participants’ self-
esteem scores from the pre-test to the follow-up test and also a significant increase in
the experimental group participants’ self-acceptance scores from the pretest to the

posttest.

In the third phase of the research, a study, mainly based on qualitative data,
was carried out with 15 peer helpers and 33 volunteered students/peer helpees (17
females, 16 males) who received peer helping services. All peer helpees were
administered Peer Helping Service Evaluation Form and 15 peer helpers were also
administered Peer Helping Program Evaluation Form. The analysis of the qualitative
data indicated that most of the above mentioned areas were positively evaluated by

both peer helpers and peer helpees.

Keywords: Peer Helping, Peer Helping Program, Peer Helping Training Program,
Peer Helping Service Delivery, Peer Helper, Peer Helpee
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BiR AKRAN DANISMANLIGI PROGRAMI GELISTIRME
VE
ETKILILIGINI INCELEME

Aladag, Mine
Doktora, Egitim Bilimleri Boliimii
Tez Yoneticisi: Prof. Dr. Esin Tezer

2005, 290 sayfa

Uc asamadan olusan bu calismanin temel amaci, bir akran danismanlig
programi gelistirmektir. Birinci asamanin amaci, amact ve igerigi ile bir akran
damigmanhigi programi planlamaktir. ikinci asamanin amaci, akran danismanlhig
egitim programi gelistirmek ve bu programin akran danigmanlarin yardim
becerilerini ve kisisel gelisimlerini artirmadaki etkililigini arastirmaktir. Ugiincii
asamanin amaci, akran danismanlar ve akran damisanlarin akran danigsmanligi

programi ile ilgili degerlendirmelerini anlamaktir.

Calismanin birinci asamasinda Ege Universitesi, Egitim Fakiiltesi’nden 316
(168 kiz, 148 erkek) 6grenciden olusan bir 6rneklem ile bir ihtiyag taramasi ¢aligmasi
yapilmistir. Bulgular, 6grencilerin diger yardim alabilecekleri kisiler arasinda akran
danismanini  segtiklerini; hem yonlendirici olmayan (empatik tepkiler) hem de
yonlendirici olan yardim bicimlerini (aragsal tepkiler) tercih ettiklerini; programin
yarara inandiklarii; programa basvurma egilimi gosterdiklerini ve programin
onlarin mesleki, akademik ve Kkisileraras1 iliskiler konusundaki sorunlarina

odaklanmasii istediklerini gostermistir.
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Caligmanin ikinci agsamasinda akran danigmanlarin yardim becerileri ve
kisisel gelisimlerini artirmada akran danigsmanligi egitim programinin etkisini
aragtirmak amaciyla 31 katilimcidan (15 deney grubu, 16 kontrol grubu) olusan bir
orneklem ile On-test, son-test kontrol gruplu deneysel desen galigmasi yiiriitiilmiistiir.
Katilimcilara alt1 ay sonra izleme testi de uygulanmustir. Veriler, Iletisim Becerileri
Degerlendirme Olgegi (IBDO), Empatik Beceri Olgegi B Formu (EBO-B), Yansitma
Becerileri Degerlendirme Formu (YBDF), Rosenberg Benlik Saygis1 Olgegi (RBO)
ve Kendini Kabul Envanteri’nin (KKE) uygulanmasiyla elde edilmistir. Deney ve
kontrol grubu katilimcilarinin IBDO, EBO-B, RBO ve KKE 6n-test puanlarmin
esitligi test edildikten sonra, deney ve kontrol grubu katilimcilarmin iBDO, EBO-B,
RBO ve KKE puanlarina 2 (deney-kontrol) X 3 (&n-son-izleme) tekrar olgiimlii
varyans analizi uygulanmistir. Katilimcilarin YBDF son-test ve izleme testi
puanlarina da On-test puanlari ortak degisken (covariate) olarak kullanilarak
covaryans analizi uygulanmistir. Bulgular, akran danismanligi egitim programinin
deney grubu katilimcilariin hem empati hem de yansitma becerilerini artirmada
kontrol grubundaki katilimcilara gore daha etkili oldugunu ortaya koymustur.
Bulgular, deney grubunun benlik saygisi puanlarinda 6n test ve izleme testi arasinda
ve kendini kabul puanlarinda da o6n test ve son test arasinda anlamli bir artis

oldugunu gostermistir.

Calismanin tgiincii asamasinda, 15 akran danigman ve akran danigmanligi
hizmeti alan 33 goniilli 6grenci/akran damisanla (17 kiz, 16 erkek) biiyiik olciide
nitel verilere dayali bir c¢alisma yiiriitiilmiistir. Her akran danigana Akran
Danigmanligi Hizmeti Degerlendirme Formu ve 15 akran damigmanina Akran
Danigmanligi Programi Degerlendirme Formu uygulanmistir. Nitel veriler, yukarida
bahsedilen alanlarin hem akran danigmanlar hem de akran daniganlar tarafindan

olumlu degerlendirildiklerini gdstermistir.
Anahtar Kelimeler: Akran Damismanligi, Akran Danmigmanligi Programi, Akran

Danigsmanligi Egitim Programi, Akran Damigsmanligi Hizmeti, Akran Danigman,

Akran Danisan
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CHAPTER 1

INTRODUCTION

In times of stress people usually talk with a supportive friend. Talking with a
supportive friend, in itself, provides support at an early stage of emotional distress;
thus normalizes the process of seeking help so that the individuals experience the
advantage of enhancing “wellness” before severe, visible, change-resistant problems
arise. Not only in times of stress but also diclosing mutual insecurities and fears help
the friends to discover that they are “normal” and they have nothing to be ashamed
of. Thus, during hours of mutual exchanges of personal, social, and moral concerns,
friends explore themselves and each other more deeply leading to self-growth and
self-enhancement which can be considered as major and natural sources of “helping”

(Turner, 1999).

The professionals in the counseling field explored the benefits of this natural
bond among individuals and became aware of this vast human resources that were
underutilized (Varenhorst, 2002). As it was argued by Brammer and MacDonald
(1999), it is irrational not to utilize the resources of helping talent in the
nonprofessional population since there are many people who have natural capacities
to be helpful with their fortunate life experiences; and if these people receive training
in basic helping skills, they might make an impact on the helpee. There seemed to be
two main assumptions underlying these arguments; individuals have the tendency to
be helpful and basic helping skills can be taught. Mainly based on these assumptions
peer helping has become a professional area in the field of counseling. Although the
practice of peer helping has been widespread with respect to settings and age groups,

it has been a more common practice in formal education institutions.



1.1. The Scope of Peer Helping

The concept of “peer helping” as a generic term simply refers to “peer
helping peer”. In a more comprehensive definition, peer helping is defined as “a
process in which trained, supervised students; that is peer helpers, or peer facilitators;
are selected to help other students with personal and academic issues for the purpose
of clarifying their thoughts and feelings; exploring options, and alternatives; offering
a supportive relationships; and facilitating students in defining their own solutions”

(Myrick, Highland, & Sabella, 1995).

However, as it has been strictly pointed out by the two established
organizations of peer helping, National Peer Helpers Association (NPHA) and Peer
Resources (PR) that, while defining peer helping, or peer counseling, no counseling
in terms of commonly accepted therapeutic definition is implied. Those students
trained as peer helpers to be skilled communicators, are not amateur psychologists or
therapists. Peer helpers do not replace licensed or certified professionals or
practitioners, but often serve as an extension of the services these professionals
provide. In other words, they are neither replacements for professional service
providers, nor the substitutes for clerical staff. They also do not provide counseling,
therapy or treatment. They do not make decisions for others. They may suggest
options or alternatives, identify consequences, or share their experiences, but they do

not give advice or tell others what to do .

Both the NPHA and PR have independently developed standards that help to
identify peer helping and peer helping programs with respect to their planning,
implementation and evaluation procedures. The NPHA which was organized in 1984
in U.S.A is a nonprofit corporation whose mission is to provide leadership and
promote excellence in the field of peer helping for the purpose of research, training,
networking, and dissemination of materials related to the field of peer helping
through publications, conferences, and workshops. Moreover, NPHA offers
certification to individuals, programs, curriculum, and trainers as part of its mission
to equip individuals to help others by promoting standards of excellence in peer

programs including Certification for Professionals in Peer Programs, Certification for



Peer Programs, and Certification for Peer Curriculum. Canadian peer helper
movement, called as Peer Resources (PR), has been in operation as a non-profit
educational corporation since 1975. Its mission is to provide high quality training,
superior educational resources, and practical consultation to persons who wish to
establish or strengthen peer helping, peer support, peer mediation, peer referral, peer
education, peer coaching, and mentor programs in schools, universities,
communities, and corporations. In 1978, the American School Counselor Association
(ASCA) took a positive stand and recommended peer counseling as being a part of
school guidance services; and revised its position statement regularly in 1993, 1999,
and 2002. In the light of these, The Peer Helping Programs started to offer this
opportunity as the natural helping system of peers. This was also called as a
“resurgence of natural support system" by which students get training to more
effectively use the influence they already possess with their peers. With all these
developments, remarkable growths have been observed in the nature and prevalence
of peer helping programs. The professional literature contains a large number of
articles that describe peer helping programs or provide suggestions for implementing

them.

The level of professional peer programs have also been raised by several
important steps including (a) the Ethics and Programmatic Standards were developed
by NPHA and disseminated at conferences and at workshops to guide the profession
(b) professional journals and books published a flurry of articles and publications
devoted to peer helping, (c) the Peer Facilitator Quarterly, which is the offical journal
of NPHA, is issued regularly, (d) intensive training sessions related to peer programs
were started and offered at the annual conference and regional training meetings, ()
35 official state associations have been formed and are dedicated to the
encouragement of peer programs, (¢) the NPHA has published articles in popular
magazines with overwhelmingly positive response from both teens and adults

(Tindall, 1995).

Peer helping takes many different forms which appears in the titles implying
the activities such as: peer tutoring, peer support, peervention or peer facilitation,

peer mediation, peer conflict resolution, peer counseling, peer education, peer



ministry, peer health workers, peer ambassadors, and peer leaders. The respective
school, institution or organization generally chooses the term that best exemplifies
the role of the peer helping within the institution. Peer helping can take place in
everywhere such as schools, universities, colleges, hospitals, clinics, community
centers, unions, businesses, and corporations (Morey & Miller, 1993; Sawyer &
Pinciaro, 1997; Sprinthall & Hall, 1992). Moreover, peer helping can be helpful to
any age groups of children, adolescents, young, and older adults (Bratter & Freeman,
1990; Myrick, Highland, & Sabella, 1995; Morey & Miller, 1993; Sawyer &
Pinciaro, 1997; Sprinthall & Hall, 1992).

Peer helping can be in the form of individual and group formats, and the
topics include tutoring, mentoring, conflict mediation, peer education, and all
activities of an interpersonal human helping or assisting nature (ASCA, 2002).
Moreover, peer helpers are trained and supervised to provide any or all of the skills
including; (a) listening and understanding, (b) friendship and support, (c) decision
making assistance, (d) tutoring and academic help, (e) educational, career, and health
information, (f) role modeling for younger children, (g) mediation and conflict
resolution, (h) problem-solving assistance, and (i) referral to professionals (Peer

Resources, n.d.a).

1.2. Theoretical Framework of Peer Helping

In the peer helping literature, some theoretical approaches have been
proposed in explaining the underlying psychosocial processes of peer helping. For
example, Salzer and his associates (2002; cited in Solomon, 2004) described five
theories that underlie peer delivered services, which include social support,
experiental knowledge, helper-therapy principle, social learning theory, and social
comparison theory. In another study (Barkley, Wilborn, & Towers, 1984) Adlerian
concept of “social interest” was considered in explaining the role of peer counseling
training. In the development of social interest of high school students, since “helping
others” creates a sense of connection and interdependence with other human beings,
that suggest the concept of “social interest”, by helping others, individuals are

helping themselves to develop more meaningful sense of being and living.
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The close examination of all these theoretical explanations of peer helping
seems to suggest a need to a theory-based comprehension of the peer helping on the
one hand, and a decision to choose one or more theoretical explanation which is
appropriate to the purpose of the study, on the other hand. This dual concern
basically emerges from rather scattered explanations concerning the theoretical
approaches proposed for the peer helping relationships. Since the literature review
does not reveal a consistent theoretical base(s) for peer helping relationship, the
researcher of the present study put some efforts in understanding and explaining
these theoretical endeavors. The complex nature of the theoretical explanations stems
from the several underlying psychosocial processes involved in peer helping
relationships. However, if one examines the proposed theoretical bases, it becomes
clear that these explanations are very closely related to the principles of peer helping
in general and/or peer helping training programs. In other words, the phases of the
peer helping in some way or another seem to determine the theoretical approach that
researchers are eager to emphasize. In this respect, some of the theories might well
be used to explain “a need to help” as the bases of the origin of peer helping
movement whereas some others might enlighten the process involved in peer helping
relationships and still others might be helpful to increase the understanding of the
issues tangled in the training process. For example, as it was mentioned before,
“social interest” concept of Adlerian theory or social comparison and social support
theories might well explain the bases of increasing the understanding of the
development of “peer helping peer” approach whereas human relation skill training
approach might provide a ground to facilitate learning and practicing helping skills.
In other words, considering the comprehensive nature of the construct of peer
helping, the choice of theoretical approach largely depends on the purpose of the
study.

In the present research, peer helping was studied starting from the program
development, continued with the examination of the effectiveness of the training
program developed for peer helpers, and completed with the evaluation of the
program. Although several theoretical explanations can be made in each of these
three phases, in the present study, three theoretical approaches have been emphasized

namely, developmental theories, Social Learning Theory of Bandura and Human



Relations Skill Training of Carkhuff derived from Person Centered Approach of Carl
Rogers. However, it should be clearly stated that, these theoretical approaches
neither directly applied nor tested but utilized for providing a base for and clarifying
the purpose of each phase. These approaches are summarized and discussed in

relation to their contribution to the present study in the following paragraphs.

1.2.1. Influence of Developmental Psychology

The main premise behind the peer helping is rooted in the developmental
psychology and the role of peers in the healthy development of individuals. Over the
course of adolescence, young people confront substantial developmental tasks, which

have been comprehensively described by the developmental psychologist.

From the psychosocial development perspective, during infancy and
chilhood, the family is considered especially influential in shaping social experiences
by providing a social network with primary multipurpose support. However, during
adolescence, the developmental tasks of identity, autonomy, and seperation suggest
shifts from family members to peers as prominent members of social network. Thus,
peers become a critical reference group in the emotional-social development of
adolescence (Zanden, 1997). Adolescence, as a period of transition from childhood
to early adulthood (starting from approximately 10-12 years of age and ending in the
ages of 18-22), is characterized by the pursuit of independence and the search for

identity (Santrock, 1997).

Peer acceptance, peer approval and peer conformity are considered to be
crucial and adolescents identify strongly with their generation, believing that some
ideas and experiences cannot be properly understood or appreciated by adults
(Santrock, 1997). Therefore, adolescents tend to talk with their peers about their
problems, listen to each other more readily, and share their anxieties, griefs, and
concerns. A young person may disclose to a friend of the same age before being able
to disclose to an adult, including parents, teachers, and counselors (Myrick & Folk,

1999).



In general, as identified by Gottman and Parker (1987, as cited in Santrock,
1996), adolescents’ friendships serve six main functions including; (1)
Companionship: Friendship provides adolescents with a familiar partner, someone
who is willing to spend time with them and join in collaborative activities, (2)
Stimulation: Friendship provides adolescents with interesting information,
excitement, and amusement, (3) Physical support: Friendship provides time,
resources, and assistance, (4) Ego support: Friendship provides the expectation of
support, encouragement, and feedback that helps adolescents to maintain an
impression of themselves as competent, attractive, and worthwhile individuals, (5)
Social comparison: Friendship provides information about where adolescents stand
vis-a-vis others and whether adolescents are doing okay, (6) Intimacy/affection:
Friendship provides adolescents with a warm, close, trusting relationship with other

individuals, a relationship that involves self-disclosure.

Peers or friendship relationships provide a prolonged supportive environment
for the adolescents that foster the steps toward autonomy (Irwin & Vaughn, 1988 as
cited in Wassef & Mason, 1996). They are expected to establish emotional and
psychological independence from adults while simultaneously focusing on the
struggle of developing and clarifying their identity; a process which corresponds to
Erikson’s fifth stage of psychosocial development. Erikson (1968) suggested that an
optimal feeling of identity is experienced as a sense of well-being. Broadening peer
relationships as an aspect of the environment provide testing grounds for the self-
concept. Sullivan (1953), the most influential theorist about the adolescent
friendships, also contented that there is a dramatic increase in the psychological
importance and intimacy of close friends during adolescence in shaping adolescents’
well-being and development. In terms of well-being, he further argued that all people
have a number of basic social needs, including the need for tenderness (secure
attachment), playful companionship, social acceptance, intimacy and sexual
relations. Whether or not these needs are fulfilled largely determines their emotional
well-being. Moreover, adolescent friends support one another's sense of personal
worth and, developmentally, they become increasingly depend upon each other to

satisfy these needs.



On the other hand, although friends provide opportunities for positive
development, conformity to peer pressure may result in some negative consequences.
Many young people find themselves in social environments where they are exposed
to considerable danger -“high risk” settings (Santrock, 1997). There are some risk
behaviors that are unusually common for this age group, including drinking, illicit
drug use, suicide, and delinquency which are “at-risk” behaviors and typically
interfere with a person’s long-term health, safety, and well-being. Peer pressure is
often cited as a primary factor that contributes to many adolescents’ problems such
as drug abuse, vandalism, skipping school, theft, teenage pregnancy, suicides,

cheating, and disruptive classroom behavior (Zanden, 1997).

In order to provide healthy development of youths, Search Institute has
surveyed over two million youth across the United States and Canada since 1989.
Researchers have learned about the experiences, attitudes, behaviors, and the number
of developmental assets at work for these young people. Studies revealed strong and
consistent relationships between the number of assets present in young people’s lives
and the degree to which they develop in positive and healthful ways. Results showed
that the greater the numbers of developmental assets are experienced by young
people, the more positive and successful their development will be. The fewer the
number of assets present, the greater the possibility that youth will engage in risky
behaviors such as drug use, unsafe sex, and violence. It was concluded that peer
helping offers opportunities for the adolescents to experience these developmental
assets for their more positive and successful development and it is seen as a concrete
and proven strategy that focuses on the heart of asset building both for the external
assets that are the positive experiences young people receive from the world around
them and for the internal assets that reflect their inner strength and confidence

(Search Institute, 2005).

Several other researchers (Black, Foster-Harrison, Tindall, Johnson,
Varenhorst, & Moscato, 2001; Myrick & Folk, 1999) also agreed that peer helping
emphasizes and builds on the positive side of peer pressure and that it equips young
people (as well as others) with basic skills to offer caring, support, and guidance for

themselves and for their peers.



Besides all the benefits of peer helping, it was noticed that young people
often lack information about the best ways of supporting someone in distress and are
usually unaware of services available to young people and how to access them
(Turner, 1999). These limitations have lead counselors to think about how to
improve the effectiveness of the peer helping relationship. The main question was
why not to train students become more effective in helping others. In order to
improve the quality of this process, students are selected, trained and supervized as
peer helpers or peer facilitators to help other students with personal and academic
issues for the purpose of (a) clarifying their thoughts and feelings, (b) exploring
options, and alternatives, (c) offering a supportive relationships, and (d) facilitating

students in defining their own solutions (Myrick, Highland & Sabella, 1995).

As a result, it can be concluded that peer helping is an example of a
prevention and intervention program designed around developmental principles. Peer
helping is also a classic example of deliberate phychological education, because it
purposefully focuses on the psychological and healthy development of youth (Foster-
Harrison, 1995).

Based on all these premises, in the present study, one of the emphases was
put on developmental theories with specific reference to adolescence. There is no
doubt that developmental psychology provides a base to understand the needs, the
tasks, and the dynamics of peer relationships of this particular stage of development.
Almost all the peer helping studies concentrated on this critical developmental stage
where the personal growth and well-being is of importance in later life stages.
Specific to this study which was carried out with the university students who
represented the late adolescent period, the needs and expectations of this particular
group were considered in the light of developmental principles, particularly in the

planning and development of peer helping program.

1.2.2. Influence of Social Learning Theory

Most of the early research on peer helping is framed by behavioral and social

learning principles, wherein modeling and vicarious learning are employed to explain



the peer helping relationship (Beitel, 1997). In other words, much of what occurs
within a peer helping relationship can be explained by the principles of social

learning theory.

Bandura’s theory of social learning stressed the importance of cognitive
factors in learning and performance. The theory states that an individual learns by
either observing the consequences of his/her own behavior or by the consequences of
other people’s behavior. Thus, Bandura put observational learning (also called
“modeling” or “imitation”) as the basis of his theory in explaining the personality
development. According to Bandura, observational learning is governed by the
process of attention, retention, production, and motivation. Attention refers to one’s
ability to selectively observe the actions of a model. The observer is most likely to
selectively attend to, and model, behaviors of people that are most like themselves
and those that they associate with the most. Observed behaviors can only be modeled
if they are retained in memory, a process made possible by the human capability to
symbolize. Production refers to the process of engaging in the observed behavior.
Finally, if engaging in the observed behavior produces valued results and
expectations, the individual is motivated to adopt the behavior and repeat it in the

future (Bandura, 1977).

As it was explained by the researchers (Downe, Altman, & Nysetvold, 1986),
each of these elements of the social learning process has its own special applicability
to the relationship between peer helpers and the fellow students they try to help. The
qualities of distinctiveness, positive affective valence, and functional valence are
frequently present in the behavioral performance of valued peers so that conditions
that facilitate attention to a modeling stimulus are readily provided by a peer-to-peer
relationship. Cognitive coding and organization of behavior may be easier to
interpret when it is shared between persons of the same age, thereby increasing the
likelihood that behavior performed by a peer will be retained so that vicarious
learning can occur. The rehearsal of new behaviors, also important to the retention
process, may often be carried out with less threat of inhibition in the presence of a
trusted peer. A third element of social learning model requires the observer to have

sufficient motor skills to be able to reproduce the remembered behavior at an
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appropriate time. Because the participants in peer-interactive relationships are more
than likely at approximately equivalent levels of social, physical, and cognitive
development, the potential for copying a model of same age will probably be greater
than if the behavior were to be performed by an adult with several more years of
developmental experience and a more advanced repertoire of communicative and
other skillful behaviors. Finally, the desire to attain levels of status displayed by the
peer model and to experience observed reinforces provide inherent in the social
learning process. The relating of one peer to another thus provides all of the elements
present in social learning. Thus, the dynamic effects of the peer helping process can
be largely explained within the cognitive-behavioral framework advanced by social

learning theory.

In the present study, the principles of social learning theory with specific
reference to modeling and imitating were emphasized particularly in the training of
peer helpers to make them aware of their roles as models in their success of being
effective helpers. More specifically, the personal growth workshops were included in
the training program and measures of self-esteem and self-acceptance were taken as
dimensions of self-growth in the experimental phase of the study with the
assumptions that (a) those who have high self-esteem might be a good model for the
helpees and (b) high self-acceptance might lead to higher acceptance of others, both

providing a ground for facilitating imitation and learning.

1.2.3. Influence of Human Relations Skill Training

Much of the theoretical underpinning and development of methods for
training peer counselors in counseling skills comes from the tradition of counseling
psychology, and more specifically from the theory and practice of Carl Rogers
(1951). According to Rogers, all people have an inherent capacity to strive for self-
actualization which can be facilitated by the therapist providing the clients six, what
he calls “necessary and sufficient conditions” for therapeutic personality change.
Three of them were empathy (accurate understanding), unconditional positive regard,
and genuineness (congruence). These conditions facilitate the development of mutual

trust and caring in the therapeutic relationships. These three conditions involving the
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therapist have also become the focus of considerable writing and research since then
and have come to be known as the core conditions for facilitative interpersonal
relationships. Truax and Carkhuff (1967) reviewed the evidence for the recognition
and acceptance of these conditions by a variety of therapist back to Freud. They then
designed a didactic-experiential training program to teach these conditions and a
series of verbal skills to lay persons in establishing interpersonal relationships based
on the proposition that individuals who possess the characteristics of empathic
understanding, overt genuineness, and positive regard for others are capable of
helping others in dealing with interpersonal problems. This approach was later
supported by Carkhuff, Pierce, and Cannon (1980), who assume that helping skills
are, in reality, human skills and need to be taught to as large a number of non-
professionals as possible. Moreover, Carkhuff proposed that potentially all
relationships are helping relationships and helping skills, depending upon the helping
skills the person has, will enable the person to be helpful rather than harmful to the
people with whom the person relates. He also postulated that helping, as a
developmental process, is not only beneficial for the person being helped but also for
the person who uses these skills in becoming healthy human beings and having

healthy human relationships.

The extensive research based on this movement documented the fact that a
variety of helpers, i.e., roommates, psychotherapists, counselors, lay helpers, and
teachers, can be trained in exhibiting a minimum level of three conditions and the
interpersonal skills in many other areas including education and community
relations. The major significance and the major goal of their model has always been
the improvement of society through the improvement of interpersonal relations

(Truax & Carkhuft, 1967).

In conclusion, research suggests that when these facilitative qualities are
possessed by peer helpers and when the training is provided in the communication of
these qualities, peer helping is an effective means of providing support and peer
helpers are able to help to facilitate change over relative short period of time (Pitts,

1996). Therefore, in any peer helper program, not only the peer helping professions

12



but also peer helpers must be operating at high levels of these facilitative conditions

(Tindall & Salmon-White, 1990).

In the present study, these facilitative qualities and conditions were
emphasized in learning and practicing helping skills as they were used in most of the
helping programs. Specifically, a large amount of time was allocated to
understanding of and practicing in the empathic understanding and communication

skills throughout the training program.

1.3. Studies on Peer Helping

As it is summarized in the Review of the Literature Chapter of this study, in
the literature, there are several studies indicating a widespread acceptance of peer
helpers as a supportive agent in a variety of setting and peer helping programs that
offer many advantages. Researchers (Downe, Altmann, & Nysevold, 1986; Rockwell
& Dustin, 1979) indicated these advantages such as an opportunity to increase
accessibility of counseling services for students; an important potential resource
building a bridge between students and professional school counselors; a possibility
for students to obtain help more readily; and an opportunity to reach the largest
number of students. Peer helping programs, when appropiately planned and
implemented, have also the capacity to provide a framework that engages students in
a process of growth; teaches them new ways of dealing with issues and problems;
promotes new structures of thinking (Foster-Harrison, 1995). Moreover, it is a
strategy to increase counseling effectiveness, to increase the visibility of the
counseling program, to increase the amount of counseling within the school, to
facilitate psychological growth within the helper and helpee (Rockwell & Dustin,
1979). Peer helping also enables youth to enhance self-esteem and ability to
communicate and express feelings (Wassef & Mason, 1996), reduce loneliness
(Rasain & Williams, 1999), promote health (Turner, 1999), support academic and
personal achievement, learn action skills to prevent substance abuse (Black &
Tobler, 1998), increase in interpersonal awareness and internal locus of control
(Sprinthall & Hall, 1992), and increase self confidence (Sawyer & Pinciaro, 1997).

Based on all these suggestions and findings, it can be concluded that, in order to
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facilitate and improve the adolescents’ personal growth and well being, a well-

designed and experimentally tested peer helping program is needed.

1.4. The Purpose of the Study

The main purpose of the present study was to develop a peer helping
program. For this purpose a three-phase study was conducted. The purpose of the
first phase was to plan a peer helping program; more specifically, to set up the
rational, the goal, and the content of the program. The purpose of the second phase
was to develop a peer helping training program and to investigate the effectiveness of
this program. In the third phase of the study, the purpose was to evaluate the peer
helping program. In order to examine these purposes, following research questions

were asked in line with the three phases of the study:

1. What are the peer helping needs of the university students?

l.a. What are the students’ preferences of peer helpers among other helping
agents?

1.b. What are the helping styles that the students prefer in receiving help?

l.c. What are the reactions of the students to peer helping program in terms of
their (a) beliefs about its helpfulness, (b) willingness to apply to the program,
and (c) preferences of the areas of topics they ask help?

2. What are the effects of the Peer Helping Training Program on improving (a)

the helping skills and (b) the self-growth of the peer helpers?

2. a. What are the effects of the Peer Helping Training Program on improving the

peer helpers’ communication skills?

2. b. What are the effects of the Peer Helping Training Program on improving the

peer helpers’ empathic skills?

2. c. What are the effects of the Peer Helping Training Program on improving the

peer helpers’ reflection skills?

2. d. What are the effects of the Peer Helping Training Program on improving the

peer helpers’ self-esteem?

2. e. What are the effects of the Peer Helping Training Program on improving the

peer helpers’ self-acceptance?
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3. How do peer helpers and peer helpees evaluate the peer helping program?

3. a. How do peer helpers evaluate the peer helping program with respect to (a)
peer helping training program, (b) trainer’s qualifications, (c¢) their experiences of
becoming a peer helper, and (d) peer helping service delivery?

b. How do peer helpees evaluate the peer helping program with respect to (a)
peer helping service delivery and (b) helping attitudes and behaviors of peer

helpers?

1.5. Definitions of the Terms

Peer Helping: Peer helping is a process in which trained, supervised students; that is
peer helpers, or peer facilitators; are selected to help other students with personal and
academic issues for the purpose of clarifying their thoughts and feelings; exploring
options, and alternatives; offering a supportive relationships; and facilitating students

in defining their own solutions (Myrick, Highland, & Sabella, 1995).

Peer Helping Program: Peer Helping Program is an implemented system for
recruiting, training, and supervising youth to provide a variety of helping services to

peers, schools, agencies, businesses, and communities (Tindall, 1995).

Peer Helper: Peer helpers are nonparaprofessional persons who have learned
interpersonal skills so as to aid peers. Peer helpers may assist or work independently
of professional counselors (Tindall, 1995). Peer helpers are trained and supervised by
professionals, who adhere to ethics and standards endorsed by helping professionals

and National Peer Helpers Association (NPHA).
Peer Helpee: Peer helpee is the one who receives the peer helping (Tindall, 1995).
Peer Helping Professional: The person serves in the following roles; trainer,

supervisor, administrator, facilitator; or any role that involves being in charge of peer

helpers and their project (Tindall, 1995).
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1.6. Significance of the Study

University life plays an important role in the youth development. It is also a
challenging period and includes some developmental tasks that university students
are expected to accomplish such as achieving competence, managing emotions,
becoming autonomous, establishing identity, freeing interpersonal relationships,
clarifying purpose, and developing integrity (Chickering, 1969). When all these
developmental tasks are managed constructively, they promote personal growth and
well-being of the youth. An important concern is that too many young people today
will not reach their full potential because of inadequate support (Santrock, 1996). At
this point, preventive and remedial functions of counseling services need to be
adressed. In terms of preventive functions, counselors in educational settings have
been encouraged to establish comprehensive, developmental programs that serve all
students. They are challenged by these multiple demands to meet social, physical,
and academic needs of students. While they help students deal with daily difficulties
of lives, they also work preventatively to provide students with the life skills they
need to become contributing members of society. Moreover, the necessity of
interested in not only the academic development but also the personal and social
development of students becomes an important issue for the educational institutions
during the times of rapid economic and techological developments and social
changes. All educational institutions need to develop services and programs in order
to meet the interests, skills, and needs of the students because of the development of
the educational philosophy that stress the importance of individual differences and
student centered education (Demir, 1996). Considering the preventive functions of
peer helping, the establishment of peer helping programs in universities may
contribute to development of the healthy young people since most of the population
is psychologically well and the majority of students’ problems relate to issues of
lifestyle. Therefore, it is expected that peer helping program in the present study will
provide a clear example of practice as a primary prevention tool for the University

Counseling Services.

There is a rapid increase in the demand for counseling services in universities.

It has become difficult for counselors to provide all the counseling services
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themselves considering the limited resources available for them. The shortage of
professionally trained personnel available to render such services makes effective
counseling difficult. In spite of increasing demand for counseling, many students
have difficulty in getting help from a counselor. At that point, peers can perform a
unique role as the bridge between students and professional counselor since peers
represent a powerful human resource that can be mobilized and supported through
training and supervision to develop positive and supportive peer relationships. Thus,
if an effective peer helping program could be designed in the present study, a number
of by-products would accrue for the University Counseling Services in terms of (a) to
enhance counseling services’ resources by the unique abilities and skills of peer
helpers, (b) to mobilize student resources and to look for “additional helping hands”
to increase the effectiveness of counseling and guidance services, (c¢) to gain special
insight into needs and problems of the group being served, (d) to establish a bridge

for the gap between professionals and the diverse groups they serve.

As it was mentioned by Jacobs, Masson, and Vass (1975; as cited in Downe,
Altmann, Nysevold, 1986), some counselors are reluctant to implement programs
that used the peer-helper approach. Four explanations were given by counselors for
their reservations: (a) they did not know enough about it, (b) they lacked the time to
train and supervise student counselors, (c) they thought they lacked the skills needed
to train and supervise, (d) they did not have the support for such a program from
teachers and administrators. In the present study, it is expected that the structured
peer helping program developed may be particularly useful for counselors to provide
information and available resources necessary to effectively implement peer helping

programs in their work settings.

Evaluation of the peer helping program is one of the important steps to ensure
its continued survival, improvement, and success. There need to be strong evidence
that programs are safe before they are incorparated into school settings otherwise the
best intentions may result in harm to the student (Lewis & Lewis, 1996). The peer
helping literature clearly states the benefits of the peer helping programs and
provides evidence for clinical and practical significance. Unfortunately, some degree

of research is still essential to establish its efficacy since counselors and educators
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want to know more about the potentially positive and negative aspects of peer
helping. Although the research on evaluating peer helping programs emprically has
been growing, it is still limited. While programs that follow the National Peer
Helpers Association (NPHA) Programmatic Standards and Ethics are more
efficacious, some programs are ineffective due to not following or adhering to the
Programmatic Standards and Ethics (NPHA, 2002). Therefore, the present study is
designed to develop and implement a structured peer helping program based on the
principles and suggestions proposed by the NPHA. Consequently, it is expected that
it will become an efficacious program to provide a more complete picture of peer
helping programs’ advantages and disadvantages from the perspectives of both peer

helpers and peer helpees.

In Turkey, peer helping programs have been implemented in some
universities under the Psychological Counseling Services such as Beykent
University, Bogazi¢i University, and Ko¢ University. Besides, projects have been
conducted in some of the universities such as Ankara, Hacettepe, and Firat about
peer education for the prevention of health related issues. Moreover, peer helping
programs have been also utilized in some private schools such as MEF Schools and
Tevfik Fikret Schools. Indeed, despite its growing popularity and continued
implementation, little research has been conducted about the peer helping programs
in Turkey. There are only two studies specifically designed to assess the effects of
peer education (Karabulut, 2003; Tuna, 2002). Since the studies specifically
concentrated upon peer helping are extremely limited, it can be expected that the

present study will fill a gap and provide an initial step for further studies.

Peer helping is neither a new concept nor an untried practice, but rather it has
been a component of the health, human services, and education systems for a very
long time (Sherman, Sanders & Yearde, 1998). Sachnoff (as cited in Gerrick &
Sabelle, 2002), one of the pioneers of peer helping, mentioned that schools and
communities come to see the need for peer programs like any other program. Thus, it
is hoped that the peer helping program developed in the present study provides a

base to integrate the peer helping model into Turkish schools and universities.
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1.7. Limitations of the Study

Some limitations in this study might affect the interpretation and the

generalization of the findings.

Sampling was one of the limitations of the present study. Only the students
enrolled in the Faculty of Education participated in the study while the other students
of the Faculties of Ege University remained unaddressed. Therefore, the results of
the study can be generalized neither to the other students of Ege University nor to

other university students’ populations.

The second limitation of the study was that, subjects were not randomly
selected and assigned to the experimental and control groups because of following
the standard procedure proposed by NPHA in the screening and selection of peer
helpers. Thus, the sample of the experimental phase of the study represented groups
of students who met the requirements to be selected as peer helpers (see method

section for a detailed explanation).
The third limitation was related to self report nature of the the instruments

used in this study which might lead to some biases including social desirability that

might intervene with the results.
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CHAPTER 11

REVIEW OF THE LITERATURE

In this chapter, a review of relevant literature to this study is presented. The
peer helping is introduced in the first section with respect to its brief historical
framework and its rationale. The second section presents peer helping program with
respect to its recruitment and selection process of peer helpers; training program of
peer helpers; peer helping professional; peer helping service delivery and
supervision; and evaluation of peer helping programs. Third section details the
research on peer helping. The peer helping in Turkey is introduced in the last and the

fourth section.

2.1. Peer Helping

“All relationships are helping relationships. It depends on the helping skills you have”.
(Carkhuff, Pierce & Cannon, 1980)

In the peer helping literature, helping refers to giving assistance to a person
who is in need of psychological assistance. The term “peer helper” refers to “a
person who assumes, either by choice or conscription, the role of a person helping
contemporaries”. In other words, a trainee assumes the role of peer helper after
completing a basic skill training program and provides the assistance; the helpee is

the one who receives the help (Tindall, 1995).

It is important to note that the definition of peer helper excludes professional
counselors but includes all paraprofessionals when they function as interpersonal
peer helpers since the term “peer” denotes a person who shares related experiences,

values, and life-style (ASCA, 2002). Thus, paraprofessional peer helpers are defined
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as “individuals who share the same ethnocultural characteristics, beliefs, and values
as their peers, possess similar educational and life experiences, and live among their
peers in the same communities. Characteristics such as personal warmth, empathy,
and a nonjudgmental interest in helping others tend to be viewed as important for the
development of a nurturing, trusting peer relationship” (Sherman, Sanders, &
Yearde, 1998, p.230). In the literature there are other terms used to identify peer
helpers such as peer counselors, peer facilitators, peer leaders, peer mentors, peer

tutors.

Peer helping, on the other hand, is defined as a process in which trained,
supervised students, that is peer helpers or peer facilitators, are selected to help other
students regarding personal and academic issues for the purpose of (a) clarifying
their thoughts and feelings, (b) exploring options and alternatives, (c) offering a
supportive relationships, and (d) facilitating students in defining their own solutions

(Myrick, Highland, & Sabella, 1995).

The basic premise behind the peer helping is that peers can be taught the
skills necessary to enhance their already established ability to be empathic listener
and they represent a powerful human resource that can be mobilized and supported

through training and supervision (NPHA, 2001).

However, there are arguments regarding the most appropriate term to use for
describing the student-to-student helping process. One of the strongest criticisms
arises from counselors exclaiming that “it took me 2 years of graduate school to learn
how to be a counselor, and now you are saying that kids can learn my job in just a
few training sessions! 7, “the kids (peer helpers) could do more harm than good,
especially when they get in over their heads”, and “what if they are effective then

what will happen to our jobs?” (Myrick, Highland, & Sabella, 1995).

On the other hand, there are some other arguments against these oppositions.
Downe, Altmann, and Nysevold (1986), for example, argued that the actual work
performed is more important than the label attached to the individual trained for

interpersonal helping relationship. They suggested that in order to guard against
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misunderstandings, the rationale and the role of peer counseling programs can be
explained to the administrators, teachers and parents since open lines of
communication with them prevent this kind of problems. Brammer and MacDonald
(1999) also stated that arguments and research around professional/paraprofessional
helping issues could go on endlessly, but effective solutions can be reached only
through the honest staff discussions of their respective strengths, limitations, and
contributions. Myrick and Folk (1999) similarly mentioned that the title of peer
helpers is less significant than what the peers actually do with respect to their roles
and the kinds of training program provide for them. They also added “students were
not really counseling in a professional sense. Rather, they were using communication
and interpersonal skills to assist others to think through various issues, topics, and
concerns. They facilitated others to think about their ideas, feelings, and behaviors.
They were facilitators of personal, social, and academic growth and they did not

infringe on the rights and responsibilities of certified professional counselors” (p.

20).

As a result of all these discussions, the term “peer facilitators” and “peer
helpers” have been interchangeably used instead of peer counselor. Myrick and Folk
(1999) mentioned that the term “peer facilitator” captures what “peer helper” is
expected to do, and has been well accepted by educators, professional counselors and
parents. Besides, this term seemed to stir up less anxiety among adults who are
apprehensive about student abilities and skills needed to assist others in helping
relationships. In addition, it opens the door to developmental activities as well as
focuses on problems or crisis situations. On the other hand, the NPHA decided to
use the term “peer helper” arguing that peer helper does designate the true spirit of
this work, intended to reach out in friendship, rather than to duplicate clinical
practices. At the end of all these arguments, the change of name has had an impact
on the recognition of peer helping by others, including professional disciplines and

outside agencies (Varenhorst, 2002).

In terms of the nature of the service, peer helping has many different forms
and titles including peer tutoring, peer support, peer facilitation, peer mediation, peer

conflict resolution, peer counseling, peer education, peer ministry, peer health
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workers, peer ambassadors, and peer leaders. In the peer helping literature, peer
helping is used as a generic term, or as an umbrella, to include all types of peer
programs (Peer Resources, n.d.b). Some examples of different forms of peer helping
includes peer tutoring for academic support; peer mediation for conflict resolution;
peer counseling for one-to-one helping with social issues; peer education for the
prevention of health related issues such as AIDS, pregnancy, and sexually

transmitted diseases.

Other characteristics of peer helping programs also mentioned in the literature
regarding the age of the peer helpees and settings of the programs. There are several
peer helping programs developed for little kids, teens, young adults, and older adults,
senior citizens (Bratter & Freeman, 1990; Morey & Miller, 1993; Myrick, Highland,
Sabella, 1995; Sawyer & Pinciaro, 1997; Sprinthall & Hall, 1992). Although
elementary and secondary schools are probably the most popular sites for peer
helping, peer helping programs and services are established in universities, colleges,
hospitals, clinics, community centers, unions, businesses and corporations (Morey &

Miller, 1993; Sawyer & Pinciaro, 1997; Sprinthall & Hall, 1992).

In conclusion, although names, responsibilities, and procedures might change
from one group or school to another, the central idea remains the same: students
learn interpersonal and communication skills to help others (Myrick, Highland &

Sabella, 1995).

2.1.1. A Brief Historical Framework of Peer Helping

The modern mutual help or peer helping program originated in 1935 with the
founding of Alcoholics Anonymous. The paraprofessional helper movement has
developed into what is described as a “viable way of helping others” from a modest
beginning at the end of the sixties. It was termed a “revolution” in the mental health
field. Within the helping professions, it has long been known that even without
requisite education and training, lay helpers in hospitals, prisons, retirement centers,

community based organizations, schools, and many other settings, are effective at
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providing support as well as enhancing the environment in which they work (Pitts,

1996).

The growth of human potential movement also paved the way for the
apparent value of paraprofessionals in the field of counseling (Varenhorst, 2002). In
1970s, using laypersons in lieu of professional practitioners was started to be popular
because of the rapid increase in demand for counseling services and the shortage of
professionally trained personnel available to offer such services within the

community among North Americans (Brown, 1974).

Carkhuff (1969, as cited in Pitts, 1996), known as an originator of the peer
helping movement, made a study by using housewives in mental health intervention
and published his findings in his book “The Art of Helping”. He claimed that lay
trainees functioned at levels essentially as high as or higher than those of
professional trainers. Carkhuff also held the philosophy that people of all ages most
often seek advice regarding everyday dilemma from a peer rather than a professional
counselor. He contented that the development of peer helping relationships and the
creation of more effective interactions among individuals was the solution to the

problem of resources.

With the research of Carkhuff (1969 as cited in Pitts, 1996), it was realized
that lay persons can be trained to function at levels related to constructive change
even within the confines of short-term helping relationships. He proposed several
distinctive advantages of lay persons such as (a) establishing peer like relations with
persons needing help, (b) taking an active part in the helpee’s total life situation, (c)
empathizing more effectively with the helpee’s style of life, (d) teaching the helpee,
within his/her own frame of reference, more successful actions, and (e) providing the
helpee with an effective transition to higher levels of functioning within a social
system. Thus, he advocated training paraprofessionals to assist professional
counselors with non-crisis situations (Carkhuff, 1969, as cited in Steinbauer, 1998).
It was suggested that some minimal helping skills could be taught to

paraprofessionals.
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Based on the Carkhuff’s studies, the paraprofessional movement could no
longer be denied. By the mid to late 1970’s, the term paraprofessionals had been
gradually replaced by the term “peer counselor” especially within the educational
system. Counselors at all level of helping professions have also begun to use this
relatively new concept “peer counseling”. The principle of peer counseling has
become accepted as a valuable human resource for school counseling services. Peer
tutors have been employed extensively to facilitate academic performance
throughout the history of education in the Western world. Much of the early research
on peer counseling has focused on the college students who have been used primarily
to assist fellow students as academic tutors (Anderson, 1976, as cited in Downe,
Altmann, & Nysevold, 1986). Growth of peer counseling in the United States was
referred as the “quiet revolution” (Carroll & King, 1985, as cited in Rosenroll &

Dey, 1990).

Peer counseling began to acquire its own identity based on Vriend’s study
(1969, as cited in Varenhorst, 2002) which utilized high school students to work with
low-achieving peers in counseling groups. Peer group counseling conducted in high
schools in 1972. The individual peer counseling was then provided in high schools.
The main purpose of these programs was to provide counseling services to the
students who could not be reached through existing services (Morey, Miller, Rosen,
& Fulton, 1993). Peer counseling in high schools gained popularity among the
growing numbers of people who worked with adolescents (Diver-Stamnes, 1991). In
1978, the American School Counselor Association (ASCA) took a positive stand and
recommended peer counseling as a part of school guidance services (ASCA, 2002).

Peer counseling for seniors also began in 1978 (Bratter & Freeman, 1990).

The ASCA position statement was modified about peer counseling in 1984. It
included a name change from “peer counselors” to “peer facilitators”. The position
statement was supported again in 1990 (Myrick, Highland, & Sabella, 1995).
However, the term “peer helpers” has gained popularity in recent years (Myrick,

Highland, & Sabella, 1995).
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In 1980s, peer helping movement has been directed toward affective
education and the provision of interpersonal helping activities. Although much of the
early research on peer counseling has focused on the college students who have been
used primarily to assist fellow students as academic tutors, recently, peer influence
has been directed toward affective education and the provision of nonacademic,

interpersonal helping activities (Downe, Altmann, & Nysevold, 1986).

The advent of the National Peer Helpers Association (NPHA) in 1987, an
organization in educational institutions, is an indication of widespread acceptance of
peer helping. The NPHA was established in 1984 — a nonprofit corporation whose
mission was and still is to provide leadership and promote excellence in the field of
peer helping for the purpose of research, training, networking, and dissemination of
materials related to the field of peer helping through publications, conferences, and
workshops. The NPHA joins 37 state organizations/points of contact and 14
international affiliates. Varenhorst has been acknowledged as the “mother” of the
peer helper movement and a founding member of the NPHA. Sachnoff has also
highly recognized as one of the “founding fathers” of the peer helper movement and
a pivotal icon within the NPHA. Varenhorst’s role in developing the peer helper
movement started with being a counseling psychologist in two high schools, and then
the acquisition of a grant from the California State Department of Education to seek
alternative approaches for the effectiveness in counseling. She questioned the
students about their needs and wants. She considered and accepted their dependence
on friends and peers for advice. While she knew that peers wanted to talk to each
other, she also heard the message that their peers were not always helpful. Concerned
with the needs of students and adolescents, Varenhorst approached the situation from
a unique viewpoint. She hesitated at first, but then eventually realized, in her words,
that “there was a vast human resource that we were underutilizing. Why not train and
collaborate with students to have them be more effective in helping others? Why not
have them help themselves with professional training and guidance?” Thus,
Varenhorst’s vision began to take shape. It should be noted that her intention was
never to replace human service interventions, but that peer helping should be
considered as an extension of such. She developed the Palo Alto Peer Counseling

Program under a grant from the state of California to develop an exemplary guidance
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program. This Peer Counseling Program exploded all over the country. Today many
programs such as Peer Helpers, Natural Helpers, Peer Mediation, Peer Ministry and

others are based on her original work.

The first annual meeting of NPHA was held at Lindenwood College in St.
Charles, Missouri, in June 1987. More than 350 people, representing more than 35

states of ABD and Canada, attended this conference.

American School Counselor Association’s (ASCA) position statement about
peer helping has been revised regularly in 1993, 1999, and 2002. It is the ASCA’s
position that peer helping programs enhance the effectiveness of the school
counseling program by increasing the outreach of the school counseling programs
and raising student awareness of services. Through proper selection, training and
supervision, peer helping can be a positive force within the school and community.
Well-trained peer helpers can have a positive, supportive effect upon students that no
one else can provide. Students can relate to and accept alternative patterns of
behavior from peers who are struggling with similar feelings and problems. Peer
helpers increase the services of the school counseling program in an outreach
function and are an invaluable part of a comprehensive school. Today, as seen in
position statement, ASCA calls the program name as “peer helping”, so “peer

helper” as well.

Although, the peer helper movement was first developed in the United States
with 35 state organizations, it spreads to many countries including Australia (Peat,
Dalziel & Grant, 2001), Bangladesh (Haider, Ashworth, Kabir & Huttly, 2000),
Canada, (Peer Resources, 2005), China (Chan, 2000), Israel (Erhard, 1999), Suadi
Arabia (Rasain & Williams, 1999), and Turkey (Karabulut, 2003; Tuna, 2002).

Today, everyone in the guidance and counseling field are aware of this
“revolutionary” concept, and many join the ranks of implementing programs, adding
their own expertise, and doing research to support their work starting from
elementary schools through colleges and universities (Varenhorst, 2002). In

assessing the present and future of peer helping, Varenhorst pointed out that it is
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essential for current and future leaders in the peer helping movement to further create
a common vision and identity. Her recommendation to practitioners and leaders is to

further integrate the peer helping model into all schools and universities.

2.1.2. The Rationale of Peer Helping

“Peer Helping = Bridge to PREVENTION”.
(Tindall, 1995).

The rationale of peer helping as mentioned in the peer helping literature can

be summarized as follows:

1. Helping takes place over the life span. Each developmental period and
transitions usually require some form of outside help to make life more effective and
satisfying (Brammer & MacDonald, 1999). Thus, peer helping programs provide
critical opportunities for practice and reflection as a means of supporting

psychosocial development (Foster-Harrison, 1995).

2. Peer counseling formalizes the natural helping tendencies and skills that
are apparent in many students (Rosenroll & Dey, 1990). If these people receive
training in basic helping skills to supplement whatever natural helping attitudes they
had acquired in normal development, they might make an impact on the helpee

(Brammer & MacDonald, 1999).

3. Peer influence may be the strongest single motivational force in a student's
life. Students often communicate their problems to their peers rather than to parents,
administrators or counselors. Peer counselors are perceived as being more personal
and easier to access, physically and emotionally by students (Carl, 1981 as cited in

Rosenroll & Dey, 1990).

4. Contemporary school counseling requires the counselors in all aspects of
students’ growth and development. It is important to allocate time, energy, and
external resources to deal with students’ needs in schools (Foster-Harrison, 1995).

One of the recommended strategies for dealing with the growing needs of students is
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peer helping. Thus, peer helping has been considered as an effective strategy as a
part of comprehensive developmental counseling program (Foster-Harrison, 1995;

Myrick, Highland, & Sabella, 1995).

5. A part from economic reasons, peers reach peers more effectively
(Reissman, 1987, as cited in Pitts, 1996). The development of an effective peer
counseling program can provide a school with a cost-effective vehicle for broadening
the range and variety of helping formats offered in a school counseling service
(Downe, Altman, & Nysetvold, 1986) since peer counselors can handle routine
questions about school, vocational information, and interpersonal relationships.
Moreover, use of paraprofessionals enables professionals’ time to be used to provide
services more in line with their educational background and expertise (Fennell,
1993).

6. The popularity of self-help psychology books, growth centers, parent
education, peer helper groups and voluntary services are ripples on the surface of our
strong desire to serve others and improve ourselves. Once basic survival needs are
satisfied, people search for deeper meanings in their lives through service to others
(Brammer & MacDonald, 1999). Therefore, one of the reasons for the popularity of
peer counseling, according to Glasser (1986, as cited in Pitts, 1996), is that peer
counselor programs satisfy our four basic human psychological needs of belonging

and loving, gaining power, being free, and having fun.

7. Peer helpers also benefit from the specialized human relations training and
the opportunity to help others, which contribute to their own personal growth and
development (Frenza, 1985). As a result of the prestige of being selected and the
satisfaction of personal involvement in the needs of others and being asked to help,
the helper’s status is increased and his or her self-image is strengthened, confidence
in one’s own psychological well-being is increased, positive self-regard is enhanced

(Brammer & MacDonald, 1999).

Based on these rationales several peer helping programs have been developed

and implemented both in schools and in different community agencies.
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2.2. Peer Helping Programs

“It is a journey toward helping others”

(Hill & O’Brien, 1999)

Peer Helping Program is an implemented system for recruiting, training, and
supervising youth to provide a variety of helping services to peers in schools,
agencies, businesses, and communities (Tindall, 1995). A peer counseling program is
also a structured set of activities that involves professional helpers, peer counselors

and a target environment (Rosenroll & Dey, 1990).

There are specific steps that the counselor must make to ensure that the
development of peer program remains organizationally sound as well as
developmentally appropriate. The development, organization, and implementation of
a new program require an extensive amount of time, energy, and commitment.
Tindall (1995) outlined the steps involved in setting up a successful program as

illustrated in Figure 2.1.

As seen in the Figure 2.1 and also outlined in the Programmatic Standards of
the NPHA (2002), the first 12 steps are composed of the Program Start-Up Phase; the
next 5 steps are composed of the Program Implementation Phase; and the last step is
composed of the Program Maintenance Phase of the Peer Helper Program. The
National Peer Helpers Association categorizes the standards under the following
headlines that are essential for any peer program (see the Appendix A for detailed

information).

I. Program Start-Up

a. Planning, b. Commitment, c. Staffing, d. Organizational Structure
II. Program Implementation

a. Screening and Selection, b. Training, c. Service Delivery,

d. Supervision
II1. Program Maintenance

a. Evaluation, b. Public Relations, c. Long-Range Planning.
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STEPS TO A SUCCESSFUL PEER HELPER PROGRAM

Evaluate Program
Establish Advisory Board
Service Delivery /Supervision
Select Peer Helpers

Provide Training

Recruit and Select Trainees

Initiate Public Relations

Select Professional Personnel

Gain Staff Support

Gain Administrative Support

Identify Funding Source(s)

Create a Proposal

Draft a Budget

Structure a Program Design

State Goals

Develop a Philosophy

Learn about Peer Helping

Assess Needs

Figure 2.1. Steps to A Successful Peer Helper Program (Tindall, 1995, p.138)

However, problems can sometimes be encountered with peer helping
programs. Problems in the adequacy of training, supervision, and evaluation, and
also problems related to the definition and limitation of peer counselor role have
been frequently mentioned in the literature (Black & Tobler, 1998; Downe, Altman,
& Nysetvold; 1986; Fennell, 1993; Lewis & Lewis, 1996; Morey, Miller, Rosen &
Fulton, 1993; Myrick & Folk, 1999). According to NPHA, one of the main reasons
of these problems arises from not following or adhering to the Programmatic
Standards and Ethics. Therefore, both the peer professionals and peer helpers need to
review and fully understand the guidelines and be able to implement them in order to

assure the high standards in their services.
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The goals and the training objectives of a peer program should be determined

before implementing it since each program, and subsequently the training approach,

is defined by its goals and objectives, depending on the student populations, the

extent of training, and the nature of the projects (Myrick & Folk, 1999).

According to the NPHA (2002), programmatic goals and objectives should

both be reflective of the rationale and the purpose of the program, and be clear,

realistic, and achievable. Moreover, each goal needs to be stated based on the

behavioral objectives.

Myrick and Folk (1999, p.31) describes four general goals for a peer

facilitator program:

1. To prepare a selected group of students to be peer facilitators who will:

a.

d.

c.

Demonstrate specific interpersonal and communication skills which
can be used to assist others in decision making and problem solving,
Participate in one or more of the four basic helper roles,

Organize and implement a helping project which assist others such as
a prevention education intervention,

Be able to assess their own abilities and progress in helping others,

Know how to make appropriate referrals to responsible adults.

2. To provide an organized structure which enables the students to augment and

enhance the guidance and educational services which are available to all

students,

3. To target at-risk students or targeted students populations who need special

assistance and who would benefit from working with a peer facilitator,

4. To provide an academic and personal growth experience for students who are

preparing to be peer facilitators.
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2.2.1. Recruitment and Selection of Peer Helpers

“It is our belief that in this world there is a place for anyone who wishes to be a helper”
(Brammer & MacDonald, 1999)

The selection of the peer helpers has long been considered as one of the most
important determinant of a peer helping program (Downe, Altmann & Nysevold,

1986; Myrick & Folk, 1999).

According to the NPHA, a clear, systematic, and careful procedure for the
screening and selection of peer helpers should be employed in the peer helping
program. This procedure typically includes the followings:

1. Establishing appropriate criteria as to the characteristics being sought among
prospective peer helpers, including helpfulness, trustworthiness, concern for
others, ability to listen, and potential to serve as a positive role model,

2. Conducting a formal or informal survey in the program setting, in order to
determine which individuals are felt to possess the desired characteristics,

3. Making application to the program, soliciting recommendations from others
in the program setting, and structuring an interview with the program staff

(NPHA, 2002).

As suggested by Myrick and Folk (1999), starting with a small number of
students who are accessible, likeable, and easy to work with may lead to a successful
program. There may be at least six students, or more ranging from 15 to 20
depending on the training methods, or curriculum. Tindall and Salmon-White (1990)

also suggested that the typical size for one leader may be six to twelve participants.

Personal qualities of the prospective peer helpers are very important issue in
the selection process. Tindall and Salmon-White (1990) described five characteristics
that should be looked for in identifying and selecting helpers for peer helper
programs as; (a) caring and sharing, (b) listening, (c) genuineness, (d) liked and
respected by others, and (e) ability to solve conflicts. Myrick and Folk (1999) also
defined some desired characteristics, such as potential leadership, friendly

disposition, positive attitude about self and others, willingness to give time to others,
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being conscientious and enthusiastic and added that although self-confidence and
self-esteem are desirable, they often develop as part of the training program like
many other traits. However, the trainer may prefer to select students who already
have many of the qualities if the program is limited in scope and restricted to brief

training.

In order to determine which individuals are felt to possess the desired
characteristics, counselors may use a combination of the methods depending on the
goals of the training program such as student self-selection (any students who are
interested in the program are allowed to participate in the initial stages of peer
training), faculty nomination of students, student nomination of peers, counselor
selection of peers, and some specified criteria such as participating in a project or one

sport, succeeding academically, etc. (Rockwell & Dustin, 1979).

According to Bratter and Freeman (1990), the success of the peer counseling
program depends on the careful interviewing because this method permits the
interviewers to see and hear the characteristics, which are not revealed in the written
application. Overall, announcements of the program, written application forms and
initial interviews are used in the selection procedures under the supervision of the
program coordinator and/or screening committee (Diver-Stamnes, 1991; Frisz,

1986).

The final selection of peer helpers is one of the professional trainer’s
responsibilities. There are two very important reasons for which the trainer is to
assume this responsibility; (a) public apprehension is reduced concerning possible
peer helpers’ inappropriate behaviors if their selection is made by a responsible
professional, and (b) ultimate responsibility for peer helping rests solely with the
trainer (Tindall, 1995). In this respect, the trainer makes the final decision to retain or

drop a trainee who cannot function effectively.

In conclusion, no single criterion may be adequate for accurate selection in all
situations (Downe, Altmann, & Nysetvold, 1986). Besides, there is not a specific

method for selection of peer helpers that is particularly better than another (Pitts,
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1996). Moreover, the combination of different methods of selecting prospective peer
helpers should be used depending on the goal of the training program (Rockwell &
Dustin, 1979).

2.2.2. Training Program of Peer Helpers

“Peer counselors are taught that peers are more likely to achieve goals they themselves have
initiated, that often “being with” the peer is more beneficial than “doing something” for the peer.”

(Bratter & Freeman, 1990)

The success of peer helpers largely depends upon the skills they developed in
the course of the training programs. Literature (e.g., Ender & Newton, 2000)
suggests that, to be effective, these students must first examine their own personal
strengths and weaknesses, know the problem solving strategies, and learn the specific

helping skills.

The NPHA also suggested that the training program should (a) be reflective
of the nature and the goals of the program, (b) take into account the age, needs and
characteristics of the population to be served, (c) utilize appropriate curricular
resources and training strategies, (d) be consistent with local state, and national

guidelines on ethics and standards.

The length and intensity of training and the number of skill-training sessions
included varied considerably from one program to another related to the actual skills
being taught, the purpose of the program, and the priorities of the program
coordinator (Downe, Altman, & Nysetvold, 1986).

Some of the training programs are more comprehensive than others. A regular
or an elective credit course is the general practice in high schools. Students meet
daily and follow a formalized course under the direction of a teacher or counselor.
Some other programs are less comprehensive and feature different training
approaches. They include the summer course, the teacher-advisor group, the retreat

workshop, the school club, and the project-focused team (Myrick & Folk, 1999).
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The lengths of time of the peer helping training generally change between 10
and 30 hours. Ten weekly sessions for ten weeks or semi-weekly sessions for 5
weeks are the minimum requirements. Peer facilitators are to be trained through a
credit bearing course of 30 hours. High schools and colleges most often employ the
latter method (Steinbauer, 1998). Moreover, the number of peer helpers to be trained
at a time depends upon several factors such as purposes of training program,
availability and qualifications of leaders, facilities such as materials, space,

equipment, and number of participants (Tindall & Salmon-White, 1990).

The peer helping training programs also borrowed elements from the
counseling training models developed by Carkhuff and Truax (1967), Ivey (1971),
Gazda (1971), and Egan (1975). These training approaches are modified and
synthesized into peer helping training programs in order to teach interpersonal

helping skills to nonprofessionals.

According to the Programmatic Standards of the NPHA, the characteristic of
effective peer helping training models includes the following elements although
specific features of training may vary somewhat from one program to another:

1. Role of the peer helping training in the roles of peer helpers,

2. Confidentiality/Liability Issues,

3. Communication Skills; (a) basic principles of verbal and nonverbal
communication, (b) active listening skills (attending, empathizing, etc.), (c)
facilitative responding (questioning, clarifying, etc.).

4. Problem-Solving/Decision-Making Strategies,

5. Additional Issues and Topics; Depending upon the nature and the goals of
particular programs, additional specialized training may be provided in areas
such as (a) basic concepts of human behavior, (b) group facilitation
techniques, (c) peer tutoring strategies, (d) crisis management, (e) conflict
resolution, (f) special needs populations, (g) telephone “hotline”
management, (h) specific problems areas (substance abuse, dropouts, teen
pregnancy, sexually transmitted diseases, family relations, etc.), (i)

knowledge of referral resources, services, and programs.
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There are different kinds of peer helping training programs in terms of
training materials, activities, and related projects (Myrick, Highland & Sabella,
1995). There are also many curriculum guides and information manuals on the
market for professionals who want to start a peer counseling program or in need of
help in continuing an existing one (Diver-Stamnes, 1991). Moreover, excellent new
programs for selecting, training, and involving peer counselors in helping activities
are available for the schools. Some of the examples are Myrick and Folk’s The
Power of Peervention: A Manual for the Trainers of Peer Facilitators (1999);
Tindall’s Peer Programs: An In-depth Look at Peer Helping (1995); Tindall and
Salmon-White’s Peers Helping Peers: Program for the Preadolescent (1990).

Tindall (1995) proposed two phases for training of peer helpers. The first
phase, the basic training, mainly involves (a) teaching core skills (attending,
empathy, summarizing, questioning, genuineness, assertiveness, confrontation,
problem solving, and conflict resolution), (b) introducing code of ethics, and (c)
facilitating personal growth. The second phase, advanced training involves more
specific topics and skills such as group discussion techniques, values clarification
skills, tutoring techniques and skills, wellness/stress management, enhancing self
esteem, drug and alcohol abuse, suicide prevention training, coping with loss, and

referral skills.

Similar content is also introduced in the Peervention Training Program
developed by Myrick and Folk (1999). It is designed for high school students who
are trained as peer helpers. It includes two parts. The first part basically focuses on
basic helping skills whereas the second part focuses on prevention education
covering ten issues of (a) school disorientation, (b) academic failure, (c) depression
and suicide, (d) eating disorders, (e¢) family distress, (f) alcohol and drug abuse, (g)
body assault, (h) sex-related problems, (i) career indecision, and (j) community

unrest.

Overall, the literature regarding training programs for peer helpers suggest
that effective listening and responding skills are the basic parts of all the training

programs together with providing the necessary and sufficient conditions of empathy,
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unconditional positive regard, and genuineness (Pitts, 1996; Tindall, 1995; Truax &
Carkhuff, 1967). Peer helpers are then taught to offer possible options or solutions to
problems (Diver-Stamnes, 1991).

Although counseling skills training is the basic for peer helpers’ training,
psychoeducational programs and workshops are also included as a part of the
training programs to facilitate peer counselors’ function both as an information
source and as a role model (Strokes et. al., 1988). In other words, the peer helpers
must examine their own personal strengths and weaknesses in order to be effective in
helping (Ender & Newton, 2000). Therefore, during training, time must be allocated
to assist them in their own personal growth. Some of this growth takes place as a
result of skills that they have learned whereas other is to be directed by the peer
helping professionals. Thus, the main aim of the personal growth workshops is to
help peer helpers function well. It typically focuses on the change of patterns of
thinking, feeling, and behaving. It also involves some kind of self-assessment,
information-giving, sharing the participant’s progress, and learning new behavior and
goal setting. Moreover, there are some other responsibilities of participants in
personal growth workshops such as self-understanding of their orientation to issues,
their needs to change, and their abilities to transfer these learned behaviors to their

daily living (Tindall, 1995).

The code of ethic is one of the most important modules in the training
programs for the peer helpers. It should be addressed throughout the training
program and later as the peer helpers are delivering their activities (Tindall, 1995).
Mpyrick and Folk (1999) summarized the ethical considerations for peer helper as
follows:

a. Accept that there are some legal and ethical responsibilities, which come with
assuming a peer facilitator role.

b. Work from a theoretical rationale.

c. Present himself/herself as a peer facilitator accurately.

d. Recognize personal limitations.

e. Know when and how to refer cases to professional personnel.
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f. Use knowledge and skills only to enhance the health and positive
development of others.

g. Make every effort to respect the privacy and dignity of each individual.

h. Be accountable for interventions by evaluating process, progress, and
outcomes.

i. Recognize that the agency, school, or institution has policies and procedures,
which influence the nature of peerventions.

j.  Avoid meeting their personal needs.

The NPHA (2002) also emphasize that communication between peer helper
and peer helpee is typically confidential except for the two important situations; (a)
potential threats to the personal safety or well-being of the peer helper, helpee, or
others, and (b) situations or problems beyond the personal experience level or
expertise of the peer helper. Thus, it is an essential component of any peer helping
training program that peer helpers know how to recognize such situations, are aware
of their limitations and responsibilities, and have ready access to professional staff
and appropriate resources. Therefore, referral skills are vital to the success of a peer
helping program. Thus, the limits of the peer helper need to be discussed throughout
the program. Besides, the trainer is also responsible for developing the referral

resources appropriate for the type of peer helping program he/she supervises

2.2.3. Peer Helping Professional

“One of the essential attribute of a peer helping professional is the ability to trust the trained peer
helpers. Although an element of risk always exists, experiences show that peer helpers become
acutely aware of their limits as a result of training but also in the training they earn the competency
and the integrity that will support that trust”.

(Tindall, 1995)

The qualification of the trainer is essential for successful teaching. A trainer
conducting training sessions in a “participatory learning” model exemplifies a
nonauthoritarian figure and thus provides an important role model for trainees as

helpers (Bratter & Freeman, 1990).
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The NPHA suggested that program staff should possess appropriate
background, training, and characteristics to enable them to carry out their
responsibilities in an effective manner. Programmatic Standards of NPHA (2002)

defines the following skills that are essential for them in working with peer helpers:

a. Strong positive rapport with the population from which the peer helpers are
selected,

b. Educational and practical experience that is relevant to the nature and goals
of the program,

c. Understanding of, and commitment to, fundamental principles of peer
helping,

d. Close familiarity with the setting in which the program is implemented,

e. Clear grasp of program needs and goals, and ability to articulate effectively
the nature and purpose of the program to peer helpers, other staff, the
sponsoring agency, and the broader community,

f. Recognition of the importance of serving as a positive role model, both
personally and professionally,

g. Familiarity with different learning styles and teaching strategies, including
both experiential and didactic approaches,

h. Ability to work effectively with groups,

i. Mastery of concepts and skills necessary for effective training and
supervision of peer helpers,

j- Sufficient time and energy in order to be able to carry out programmatic

responsibilities.

ASCA (2002) also defines the Professional School Counselor's role in peer
helping programs. The professional counselor accepts responsibility for determining
the needs of the school population and for implementing a peer helping program
designed to meet those needs. Professional school counselors devise a selection plan
for peer helpers compatible with the population to be served; coordinate an
appropriate training program; schedule adequate time to work with peer helpers on a
weekly basis for continued training, supervision, sharing and personal growth;
construct a support system through positive, honest public relations; and continually

monitor, evaluate, and adjust the program and training to meet the assessed needs of
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the population it serves. The professional school counselor accepts responsibility for
the design, completion, and evaluation of the peer helping program. Results should
be reported to the population served and other interested persons (i.e., school boards,

administrators, etc.).

Some characteristics are also emphasized for effective peer helping
professionals such as intellectual curiosity, physical fitness, pragmatic outlook,
optimism, problem-solving skills, willingness to accept responsibilities,
understanding of helpees and their needs, capacity to motivate, adaptability,
confidence, ability to be a good role model, knowing self, and understanding values.
Moreover, they should be sensitive to personal growth and societal issues; and
should have some enthusiasm and energy, commitment and sense of purpose, caring
and concern for students, open to experiences and flexible, a sense of humor, and a
belief that students can be a helping force within the school (Tindall, 1995; Myrick &
Folk, 1999).

The peer helping professionals also must know, believe, and adhere to a set of
ethics both personally and professionally in order to be competent leaders. Tindall
and Salmon-White (1990) mentioned that personal ethics involve developing a
personal belief system by which one lives while professional ethics involve
understanding and implementing the accepted guidelines emphasized in the

“National Peer Helpers Association Code of Ethics” for peer helping professionals.

However, there are some pitfalls which beginning trainers might try to avoid
as they were described by Myrick and Folk (1999, p. 47), including (a) failing to tie
the program to projects that help all students to learn more effectively and efficiently,
(b) emphasizing counseling theories and skills more than facilitative roles and skills,
(c) using inappropriate and irrelevant training activities, (d) lacking of systematic
training, (e) lacking of helping projects and tendency toward making it a “pop
psychology” course or support group, (f) lacking of project supervision and follow-
up training, (g) failing to teach students how to set limits and how to refer students
with whom they are working, (h) lacking of accountability, (i) failing to look for

ways in which peer facilitators can assist in developmental learning, as well as,
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problem-centered projects, (j) fearing of making mistakes and not taking sensible

risks, (k) becoming too serious and not enjoying the adventure.

According to Tindall (1995), the number of people who are involved in and
feel ownership of the program leads the chances for the success of a peer helping
program. Thus, building a team is essential for the long term of the program. This
team may be composed of an administrator, support staff, and professional staff.
Moreover, continued self-development is a key to effective training for anyone
interested in becoming a trainer. There are some of the effective and legitimate
models such as assertive training, behavior modification, Gestalt workshops,
deliberate psychological education, group counseling for the peer helping
professionals in order to assist themselves in growth as a personal trainer and a

leader.

2.2.4. Peer Helping Service Delivery and Supervision

“Journey goes on toward helping peers”

Peer helping service delivery is the vital step in an effective peer helping
program. American School Counselor Association (ASCA, 2002) defines the peer
helper’s role to provide a variety of useful and helpful services for schools as

follows:

a. One-to-one assistance: Talking with students about personal or school
problems, referring them to community resources or providing
information about the school's counseling program.

b. Group settings: Serving as group leaders, teachers of helping skills to
other students, communication skills trainers, peer helper trainers.

c. Educational functions: Tutoring in academic areas, assisting special
education consultants in working with learning and behaviorally disabled
students.

d. Hospitality: Welcoming and guiding new students and their parents

around the school.
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e. Outreach: Helping the services of the school counseling programs,
serving as listeners or as a resource for populations that may feel
uncomfortable talking with the professional school counselor, reducing
crisis situations by alerting professional school counselors to problems of
a serious nature.

f.  Growth: Increasing the personal growth and becoming more functional at

higher levels, becoming more effective adults.

According to Myrick and Folk (1999), interventions can be organized around
four basic peer facilitator or peer helper roles regardless of school or grade level.
Although there are many things, which trained peer helpers, can do, it might be
helpful to think of peers working in one of four roles. The roles can be single out, or
put together in combination as a helping strategy.

a. Peers as student assistant: This role is less demanding than others because it
is more structured and it usually involves specific tasks of helping counselors,
teachers, administrators in answering the telephone, taking and delivering
messages, operating media equipment, etc.

b. Peers as tutors: A well prepared peer tutor not only has an academic
knowledge and skill but also gives attention to motivation, interest, learning
barriers, and self-esteem.

c. Peers as special friends: This role requires being friendly guides or helpers,
providing timely encouragement through companionship, becoming mentors
to younger students. This does not mean that peers as special friends must
become best friends with students but it means that they can reach out in
caring and friendly ways to help other students enjoy being in a group, a
class, or a school.

d. Peers as small group leaders: They help teachers and counselors provide more
personalized experiences for students. The peer facilitator introduces
discussion topics, gives the group members tasks, and encourages each
member to participate. The peer facilitators might work as co-leaders of a
group. They support each other in their efforts to facilitate the group, looking
for ways to increase high facilitative responses, and to make the group

productive.
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For example, a peervention developed by Myrick and Folk (1999) is a peer
facilitator project or intervention under the supervision of a peer trainer or
coordinator, which focuses on the prevention of a problem. After getting peer
facilitator training, peer facilitators receive additional training including objectives
and the training activities about prevention education, including school
disorientation, academic failure, depression and suicide, eating disorders, family
distress, alcohol and drug abuse, body assault, sex-related problems, career

indecision, and community unrest.

The contract for Code of Ethics for the Peer Helping Program which includes
general ethical principles for peer helpers, and ethical guidelines for the helping
relationship of peer helper and peer helpee should be distributed to all peer helpers
before service delivery. It should be necessary for all peer helpers and coordinator to
agree on the contract and sign it. The main aim is to make peer helpers realize once
more that they have an important and serious responsibilities regarding the roles and

duties of peer helper.

Before the peer helping service delivery begin, Myrick and Folk (1999)
proposed that there should be a selected term or name which best describes the new
program. Tindall (1995) similarly suggested that the title of peer helpers should be
decided upon by the peer group, representing what the peers actually do. Some
trainers start with a generic label -Peer Facilitator Program- and later encourage peer
facilitators to give a name to the group. Such names can give an identity to the
program and may provide a link to a specific objective. Moreover, the logos and
slogans can be used to communicate the program and publicize the availability of
peer helpers in different projects such as ROCS (Reaching Out and Caring Students),
“Catch the Peer Wave” (Myrick & Folk, 1999), etc.

Literature also suggests a variety of settings for peer helping. Most of the peer
counseling is conducted in the peer counseling office, if any, so that an office is to be
readily accessible. Some “formal (on campus) and “informal (off campus)” settings
are also used such as cafeteria, gym hall, on the way to school or campus, etc. (Froh,

Riebe, Terjesen & Jackofsky, 2002; Miller, Fulton, Rosen & Daly, 1989).
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Once peer helpers begin to provide services, they should receive regular,
ongoing supervision from program staff. In addition to regularly scheduled sessions,
staff should be available to provide supplemental supervision and support as needed.
Major goals of supervision include the following:

1. Enable program staff to monitor program-related activities and services,
2. Enhance the effectiveness and personal growth of peer helpers,
3. Encourage peer helpers to share with, learn from, and support each other in

the performance of their helping roles (NPHA, 2002).

The role of the supervisor is critical in capturing and maintaining the
continued involvement of the peer helpers (Bratter & Freeman, 1990). Supervisors
perform multiple roles, and at different times may serve as the administrators who
encourage accountability, the teachers who improve skills and competencies, or the
therapists who facilitate personal and paraprofessional development. The
supervisor’s responsibility is to help paraprofessionals to (a) understand the limits of
their role and responsibility, (b) learn effective ways to work with peers, (c) remain
objective and nonjudgmental, and (d) recognize how their own feelings and

experiences may influence their work (Sherman, Sanders, & Yearde, 1998).

Peer helpers are typically supervised on a one-to-one or group basis (Bratter
& Freeman, 1990; Tindall, 1995). The supervision time may be used to help peer
helpers decide on appropriate referral criteria, and set up action plans, role-play, and

simulate implementation strategies.

2.2.5. Evaluation of Peer Helping Programs

“This invaluable and enriching experience should be both evaluated and documented,
If for no other reason than to help ensure the continuation of peer education
for many years” as well as peer helping.
(Sawyer & Pinciaro, 1997)

Attempts to evaluate peer helping programs are providing evidence of
validation for the success of the concept and building a reputation of respectability

for the approach (Downe, Altman, & Nysetvold, 1986). Moreover, program
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coordinators must show that their programs affect the mission of the institution for
paraprofessional programs to be accountable and visible (Ender & Winston, 1984, as

cited in Fennell, 1993).

Evaluation of the peer helping program is one of the important steps to ensure
its continued survival, improvement, and success. According to NPHA
Programmatic Standards (2002), evaluation is conducted to document program -
related activities and services. It is done to assess the process, impact, outcome, and
cost benefits of the program with reference to its mission, goals, and objectives. The
program should develop and implement a formal evaluation plan. Evaluation data
should be utilized to examine program effectiveness and to determine the needs for
the revision. The evaluation plan may include four components:

1. Process Evaluation: Process evaluation provides a picture of what
happened in connection with the program and its consistency with NPHA
Programmatic Standards. Process evaluation determines the degree to
which the program has been successful in achieving its goals and
objectives aligned with the mission. Process data includes information
such as number of peer helpers and helpees involved; program staffing
and organization; selection procedures; nature and extent of training;
amount and types of services provided; and other program-related
activities.

2. Impact Evaluation: Impact evaluation typically assesses the effect of
program upon both peer helpers and those who have received program
services within a set period of time. Such assessment can be qualitative
(open-ended questionnaires, opinion surveys, etc.) and/or can employ
quantitative indices of program impact.

3. Outcome Evaluation: Outcome evaluation assesses long-term changes in
the peer helper, those they serve, and the community. Examples of
societal benefits are fewer alcohol-related crashes and deaths,
employment, improved leadership skills, and lower health risk

parameters.
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4. Cost Benefits: Costs benefits are the monetary savings related to the
effectiveness of the program (e.g., the cost of the program in providing

services to at-risk students, thus reducing dropout rates.)

In spite of the recent proliferation of peer counseling programs in colleges,
universities and high schools, little evaluative research has been conducted
concerning program effectiveness. In this respect, peer programs have been criticized
in terms of (a) primarily evaluating the programs qualitatively (Steinbauer, 1998), (b)
typically providing anecdotal evidence for the utility and effectiveness of peer helper
programs, usually on the basis of trainer personal experiences (Morey, Miller, Rosen
& Fulton, 1993), (c) failing to evaluate the programs’ impact on students and the
absence of formal and frequent program evaluation because of the lack of clear-cut
measurable program objectives (Ender & Winston, 1984, as cited in Fennell, 1993),
(d) failing to conduct a need assessment before implementation, and (e) using
subjective comments as the main means of evaluation (Downe, Altman, &
Nysetvold, 1986). However, fortunately, the number of studies carried out with more
empirical evaluations have increased (Brenton, 1999; Morey, Miller, Rosen, &

Fulton, 1993; Pitts, 1996; Steinbauer, 1998).

Regarding research on peer helping programs, Black, Tobler, and Sciacca
(1998, p. 91) in their review argued that “professionals may hear that peer programs
are ineffective or results are equivocal, contradictory, or inconclusive. Based on
results of meta-analysis, this is untrue. The reason for the erroneous conclusion
seems to relate to Type Il or —implementation- error. It also increases the probability
of a Type Il error, falsely concluding that the intervention is ineffective when it may
actually have potential if it had been properly designed and implemented”. They also
recommended the use of NPHA Programmatic Standards to reduce the possibility of
Type III errors and the occurrence of Type II errors since programs that follow

NPHA Programmatic Standards seem to be efficacious.

Overall, it can be concluded that all the theoretical articles summarized above
provide detailed information regarding several aspects of peer helping procedures

and programs including planning, development, implementation phases, and service
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delivery systems. In relevant literature, special emphasis are particularly given to the
selection of peer helpers, limitations of helpers’ roles and functions in accordance
with the ethical codes, and provision of adequate training and supervision for these
limited roles. However, in spite of a bulk of theoretical studies explaining the
different features of peer helping, it is quite disappointing to find a limited number of
experimental studies investigating the effectiveness of different features of peer
helping programs. The research presented in the following section mostly includes
the experimental studies investigating the effect of peer helping program on different

features of programs and procedures.

2.3. Research on Peer Helping

In the literature, there are vast amount of research mainly examining the role
of peer tutoring or peer mentoring in students’ academic achievements. In some of
these studies (e.g., Bowman & Bowman, 1990; McLaurin & Harrington, 1977),
although interpersonal skill training is included in peer tutoring/mentoring programs,
they focus much more on academic concerns, which are not considered within the
scope of the present study. The most relevant studies, particularly related to the
second phase of the present study, are summarized in the following paragraphs with
respect to the effects of peer helping programs on the (a) development of empathy,
helping (counseling) skills, and communication skills, (b) personal growth of peer
helpers and/or helpees, and (c) satisfaction and/or evaluation of the peer helpees

regarding these programs.

In an earlier study (Evans & Livneh, 1982), a peer counseling training
program was provided to eight trainees having some disabilities. Training program
included both an experiential group activity and cognitive-proficiency based
counseling skills training. Each component was composed of six sessions. In the
experimental group, participants came together in order to share their own
experiences and knowledge, to develop resources that would be helpful for them in
dealing with disabled peer counselees, and to develop and practice the skills
identified in the group activities. In the cognitive-proficiency group, participants

learned attending, empathic responding, personalizing and personal sharing,
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initiating and problem solving skills. Patterson’s Rehabilitation Counseling Response
Exercise (PRCRE) and Carkhuff and Pierce’s Skill Assessment Items (CPSA) were
used to evaluate the trainees’ counseling skills. PRCRE, which consisted of 37
multiple-choice items, was used to measure the respondents’ basic skills and
attitudes when dealing with different client populations. Respondents’ attitudes were
classified into five major attitudinal classes, namely, evaluative, interpretative,
supportive, probing, and understanding. CPSA consisted of six 5-point Likert type
scale items to measure the respondents’ communication and discrimination level
with respect to effectiveness. The results showed that even within a relatively short
duration counseling training program led to a significant improvement in trainees’
counseling skills. All trainees also increased their responses in the understanding

category.

Corn and Moore (1992) conducted a peer support program both for academic
tutoring and empathic group support in a high school. The students-tutors were
selected from National Honor Society and the references of teachers and the
guidance department. Student-tutors provided tutoring in study halls to students who
in need of help related to math, English, history and chemistry. Peer facilitators were
also selected and trained in listening and communication skills. Peer facilitators and
peer coordinator co-leaded peer support groups to allow students with similar
problems to share and vent their feelings. Six groups met one hour, once a week to
share the topics of death, divorce, self-esteem, family relationships, pregnancy, and
behavioral treatment programs related to alcohol and drug abuse. After each group
meeting, the co-leaders met for 30 to 40 minutes to discuss group progress and
concerns. The results of the study showed that personal development groups
exemplified positive regard in numerous areas. Students developed in decision
making skills and each group member also felt less anxious and less lonely;
developed better self-esteem, better understanding of life experiences; improved
attitude about himself or herself; and enjoyed improved relations with other students.
Tutoring aspect of the program had several positives including improved grades, less
stress, higher self-esteem for both the tutor and the student, community praise, and

improved socialization skills while negative aspects of tutoring were requesting
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tutoring out of study hall, no formal site for the tutoring sessions, and the demand for

after school tutoring creating a strain on the number of available tutors.

Hatcher and Nadeau (1994) carried out a study to examine the teachability of
empathy to high school and college students through a semester-long course in peer
facilitation skills. Participants of the study were divided into three groups. One group
composed of 72 high school students who took a peer facilitation course and the
other two matched-subject groups composed of college students; in which 16
students took a peer facilitation course and 16 students took a course in behavioral
psychology. Peer facilitation course included instruction in the skills of behavioral-
attending, non-judgmental and empathic listening, facilitative feedback and decision-
making, self-observation, and value clarification. Students were administered the
Davis Interpersonal Reactivity Index (IRI) which consisted of four scales measuring
both cognitive and affective components of empathy, namely, Fantasy Scale (FS),
Perspective Taking Scale (PT), Empathic Concern Scale (EC), Personal Distress
Scale (PD), and a Mean Empathy Score (ESUM3). The result of the study indicated
that the college group trained in facilitation (empathic) skills improved significantly
more than did the college group who attended behavioral psychology course.
Moreover, the trained college group improved significantly more on the most
advanced empathy subscales, Perspective Taking (PT), Empathic Concern (EC), and
Mean Empathy Scores (ESUM3), than did the high school group who received the
same training. However, high school group showed a trend on the Fantasy Scale

(FS). There was also no significant sex difference.

Martin (1998) evaluated the effectiveness of Christian-based peer counseling
training curriculum on the personal and skill development changes. The training
group of 47 participants received training, while 37 participants were in the no-
training comparison group. The four self-report measures, namely, Counselor
Training Program Questionnaire (CTPQ), Helping Relationship Inventory (HRI),
Valuegenesis Faith Maturity Measure (VGFMM), the Spiritual Well-Being Scale
(SWBS) were implemented as pre and posttest instruments. CTPQ was used to
subjectively measure perceptions of study participants in changing levels of

counseling knowledge, competence, and confidence, while HPI was used to assess
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changes in helping response preference along with five dimensions, understanding,
probing, interpretive, supportive, and evaluative. The Scales for Assessment of
Interpersonal Functioning; Empathic Understanding, Communication of Respect, and
Facilitative Genuineness, which measure empathy, respect, and genuineness, was
also used as an index of change in peer counselors behavior in videotaped role play
situations. Compared to the no-training group, the training group reported
significantly higher knowledge and competence in Christian-based peer counseling,
and expressed a significantly stronger preference for an understanding response style.
Trained students were also seen as significantly more empathic, genuine, and
respectful by 2 independent raters of the role-play videotapes. Moreover, there was a
significant difference between training and no-training groups on the spiritual well-

being scale.

Brenton (1999) conducted a study to determine the effect of peer helping
training program in increasing the basic counseling skills of the participants. Six
students (5 females and 1 male) participated the training. A test containing items was
given these students prior to the training and again after the training had been
completed. It which focused on four basic counseling skills including listening
ability, empathic responding, empathic listening, and paraphrasing included
situational questioning which required the students give written responses except for
three questions where they choose the best response from three choices. Training
occurred during regular class time, two one-hour sessions per week for six weeks. It
consisted of nine modules, and each was taught through lectures, activities, role
playing, modeling, and worksheets. Analysis of the comparison of the pretest and
posttest responses revealed that the participants demonstrated overall post-training

gains in listening ability, empathic responding, empathic listening, and paraphrasing.
The results of the above mentioned studies seem to provide an empirical

support to the theoretical formulations that empathy skill and helping (basic

counseling skills) skills can be taught through peer helping training programs.
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There are some other studies investigating the effect of peer helping programs
on the development of communication skills. The examples of these studies are

summarized in the following paragraphs.

Diver-Stamnes (1991) conducted a peer counseling program over the course
of three years in an inner-city high school. Among several other variables,
communication skills, counseling skills, and specific behaviors of forthy-four peer
counselors were examined through pretest-posttest experimental design. Peer
counseling was scheduled as an elective class including the following areas;
communication, listening, observation, basic social interaction, and counseling skills.
The training also included such topics as drug and alcohol abuse, family problems,
peer relationships and peer pressure, sex and teen pregnancy, death and dying, strees
management, assertiveness. The program was evaluated indifferent ways such as; (a)
effect of training program by pre-posttest, (b) peer counselors’ evaluation of the
program, (c) evaluation of peer counselors’ logs in terms of the kind of problems
with which they dealt and the frequency of peer counseling requests over one
semester, and (d) evaluation of instructor’s log with respect to the type and frequency
of problems with which she was asked to deal. Analysis of comparisons of pretest
and posttest measures revealed that the changes were significant beyond the .001
level, indicating that the training program improved the peer counselors’ knowledge
of communication and counseling skills, and their specific behaviors utilized in
certain situations. Peer counselors’ evaluations of the program were positive and
enthusiastic. They felt proud of their knowledge, learned new skills and used them,
and they also stated that program helped them with their own problems, and helped
them to be more understanding with their parents and friends. According to the peer
counselors’ logs, the kinds of problems with which they dealt were, as from the high
frequency to the low ones, relationships with peers; depression, stress and isolation;
school, academics or future; gang-related activities or violence; suicide or self-
destructive behaviors; relationships with parents; death and dying. According to the
instructor’s log, the kinds of problems with which she was asked to deal, as from the
high frequency to the low ones, relationships with peers; school, academics or future;

relationships with parents; death and dying; suicide or self-destructive behaviors.
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Robinson and Morrow (1991) developed a peer helping program in a high
school. A total of 18 peer helpers (11 boys and 7 girls) were trained in this program
and a research was conducted to examine the effect of this program on the
communication skills of the peer helpers. However, out of 18, five students
participated the training in the first year, while other 13 students participated the
training in the second year. Two doctoral students in counseling psychology
conducted the training program. The training, which was both didactic and
experiential, stressed personal growth, acceptance of diversity, self-assessment,
microcounseling skills, crisis management, and setting limits. Communication skills
assessed through the use of an instrument consisting of 10 statements reflective of
problems confronting adolescents. The first year students were also asked to evaluate
their experience. The training was evaluated at the end of the first and the second
year. The results yielded significant increases in the communication skills of those
who received training both in the first and second year. First-year students also
reported that the most satisfying components of the training included experiencing
intimacy with others, learning about people, interacting with the doctoral students.
They also reported the most important things they had learned including the
followings; a respect for diversity within the group, importance of listening and
effective questioning rather than giving advice, improved relationship skills, and the

ability to handle troublesome situations.

Steinbauer (1998) conducted a study to examine the effects of a high school
peer counselor training program on the self-appraisal skills and interpersonal skills of
the trained peer leader. The forty-five high school students were selected to be
trained as peer leaders while another 45 with similar characteristics were selected as
non-trained peers. Both groups of students were administered four instruments; the
Self-Appraisal (SA), Facilitative Skills (FS), and Communication Skills (CS)
Inventories, and the Interpersonal Relationships Rating Scale (IR) as pretest, posttest
and follow-up test. SA assessed the individual’s self-perception of attractiveness,
leadership qualities, tolerance of others, concern for others, and trust levels while FS
assessed the interactive qualities of the individual including strong decision making,
goal setting, and facilitative skills. Besides, CS assessed the interpersonal skills of

empathy, trust, listening, content and caring while IR assessed the individual’s
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perception in terms of listening, trust, tolerance, affection, independence, physical
energy, anger, and self-esteem. In this study, SA and FS were used to measure self-
appraisal skills and CS and IR were used to measure interpersonal skills. The training
intervention included 10 one-hour weekly sessions and a five-hour workshop. An
analysis of covariance (ANCOVA) using pretest measures as covariates yielded that
peer leaders demonstrated a higher level of self-appraisal skills than the non-trained
peers. Besides, the peer leaders outperformed the non-trained peers on interpersonal

skills.

Pitts (1996) investigated the effect of peer helping relationships on
interpersonal distress experienced by college students due to interpersonal problems.
The sample of 60 college students were administered the Inventory of Interpersonal
Problems. They were then assigned to immediate peer counseling group, two-weeks
delayed peer counseling group, and waiting list control group. Pre-, post- and follow-
up scores were compared. The results showed that peer counseling was effective in
the overall reduction of interpersonal distress of college students. There was no
significant difference in the reduction of distress associated with interpersonal
problems between the groups of students who attended immediate counseling and

delayed counseling.

Based on the results of all these studies, it can generally be argued that,
similar to empathic skill and helping skills, the increase in communication skills
achieved through peer helping programs led to decrease in the overall relational
difficulties of the peer helpees, which might be the center of their psychosocial

development.

As it was previously discussed, peer helping process not only facilitates the
personal growth of peer helpees but also the peer helpers. This might be the result of
the training, which usually offers personal growth workshops, and the dual gains
experienced in the peer helping process. Following studies are the examples of

demonstrating this positive support provided by peer helping programs.
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Sprinthall and Hall (1992) examined the effect of peer counseling on the
development of some characteristics of middle school students experiencing family
divorce. Students were assigned to one control group (n = 24) and two experimental
groups (n = 28); one for the students from divorced families and one for the students
from a variety of other school settings. Loevinger Sentence Completion Test
(measuring stages of ego development), Rest Defining Issues Test (measuring levels
of principled reasoning) and Nowicki-Strickland Locus of Control Scale were used
as pretest-posttest. Results of the study showed that there are significant gains for
experimental group on the stage of ego development, and an increase in interpersonal
awareness, locus of control toward to the self, and understanding of the complexities

and paradoxes of life.

Moore (1994) conducted a study to determine the effects of being a peer
helper of the Peer Assistance and Leadership (PAL) program on the peer helpers
themselves in terms of their self-esteem, attitude toward substance use and abuse,
career selection, and differences in outcomes for these students who have been
identified as being “at-risk”. A quasi-experimental, posttest only design was
conducted in this study. The instruments, namely, the Coopersmith Self-Esteem
Inventory, the Estes School Attitude Scales, the Prevention Plus III Drug Attitude
Survey, and Holland’s Self-Directed Search, were used to compare both the
treatment and control groups. The results of the study yielded that peer helpers
showed significant improvements in self-esteem. They were also significantly more
likely to select helping professions than those new to the program. However, the

results on the other measurements were not statistically significant.

Switzer and Simmons (1995) investigated the effect of a school-based peer
helper program on increasing helpers’ self-image, commitment to school and
community, altruistic actions, and reducing problem behaviors in school. The
seventh-grade students were assigned to one of the two houses, namely, Helper
House and Control House. All students in Helper House were required to participate
in some type of helping activity such as tutors for younger students, companions and
helpers at a local senior center, etc. A six-item version of the Rosenberg Self-esteem

Scale, Sense of Mastery Scale, Kovacs’ Measuring Depressive Affect Scale, Epstein
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Quality of School Life Scale, Problem Behavior Scale and a scale measuring helping
domains were administered to Helper House (n = 85) and to Control House (n = 86)
participants. The hypothesis that the helper program would produce positive
outcomes for all participants was not supported. However, some gender differences
were reported indicating that the boys showed greater improvements in self-esteem
and lower depressive affect as well as increased in school involvement and declined
in school problem behaviors from preintervention to postintervention. No significant

differences were found for girls in any of the characteristics measured.

Wassef and Mason (1996) carried out a study with two hundred and fifty high
school students who had emotional and behavioral problems. Students participated in
a weekly 50-minute peer support groups led by adult nonmental health professional
volunteers. Those whose emotional distress or behavioral problems were significant
enough to warrant intervention were invited to participate in a weekly small peer
group (8-12 students) led by adult nonmental health professional volunteers. The
students discussed their home and school stressors, their feelings, and different
coping strategies as well as any other matters of importance to them. The Self-
Assessment Questionnaire including three major domains (school, interpersonal, and
internal) was administered to the students at the end of the semester. The results
showed that students reported positive effects regarding the internal and
interpersonal domains although more than half of the students reported improvement
in the school domain. Positive effects were reported in the order of frequency starting
from developing new ways to deal with problems, followed by self-esteem, ability to
support friends, ability to communicate and express feelings, establishing supportive
relationships, and perception of mental health. However, very few students reported

a negative effect of the support groups on any items or domains.

Sawyer and Pinciaro (1997) conducted a study to assess the changes in levels
of self-esteem, personal development, and sexual behavior of college peer educators
as a result of their participation in a peer sexuality education program. 65 peer
educators (54 females and 10 males) from 10 different universities participated in the
study during the course of one academic year. Each university had established and

developed peer education programs for at least three years, and each had offered a
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comprehensive series of peer education programs covering a variety of health-related
issues including sexuality. The Rosenberg Self-esteem Scale, the Personal
Development Inventory, and the Safe Sex Behavior Questionnaire were administered
to the subjects as pre-post and follow up measures. The results yielded no significant
differences in the levels of self-esteem, personal development, and safer sexual
behavior. Although there were increases in positive directions, the changes were not
statistically significant. However, the additional open-ended questions indicated that
peer educators felt more confident in their own abilities and more open toward
others; they perceived increases in self-esteem and engaged in safer sexual

behaviors.

Garcia, Metha, Perfect, and McWhirter (1997) investigate the effect of a
senior peer counseling program on peer helpers’ depressive feelings. A screening
committee of social workers and mental health professionals selected 17 peer
counselors based on the application forms and group interviews. Peer helpers took a
72-hours training program. Then, they started to see their peers on a weekly basis
under the supervision of seniors. The senior counseling program was evaluated by
employing both quantitative and qualitative research methods. The result of pre-post
test comparison indicated that the training program was effective in reducing the
depression level of peer counselors. The qualitative analysis of the interviews
suggested that the major benefits of both the training and the peer counseling
experiences were the increased self-confidence and self-efficacy on the part of the

peer helpers.

Beardsley (1997) conducted a study to determine the effects of peer
counseling program on the self-esteem, grade point averages, absences, and
discipline referrals of a group of 43 at risk high school youths over a three-year
period. Twelfth grade peer counselors and ninth grade peer counselees were enrolled
in peer counseling course with a prescribed curriculum and professional instructors
to facilitate the helping relationship between peers. The Coopersmith Self-Esteem
Inventory (CSEI) was used for pre- and post-testing subjects to determine changes in
self-esteem during the treatment period. The results of the study revealed that

participation in the peer counseling program had limited effect overall on the self-
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esteem of the participants. Although there was no significant difference in the total
self-esteem scores of participants, the subscale, school academic, showed a
significant positive increase. Moreover, results showed that there was a significant
increase in the grade point averages of students following participated in the peer
counseling program while there was a significant decrease in the number of absence
of participants. On the contrary, there was no significant decrease in the number of

discipline referrals.

In one study, Rasain and Williams (1999) developed a peer counseling
program for Arabic adolescents for the purpose of supporting individual pupils,
improving the social environment, and reducing the loneliness. Twelve sessions
training program included active listening skills within a person-centered framework,
together with experiential work on social relationships and particularly the problem
of loneliness. Twenty students were selected as peer counselor. The UCLA
Loneliness Scale, Russell and Cutrona’s Social Provision Scale, a client satisfaction
form, and a peer counselor impact form including self-confidence, self-awareness
and communication skills were administered to participants before, during and after
the programme. Twenty-six peer clients filled in the appraisal questionnaire. Besides,
ten out of 26 peer clients and eight teachers were interviewed to explore their
thoughts, feelings, and expectations about the program. Results showed that a variety
of issues were dealt with including peer relationships, academic problems, making
friends, problems of shyness, isolation, and leisure time activities. Although there
was no change in loneliness, there was significant positive change in two social
provisions; guidance and reliable alliance. In addition, there was a reduction in
problems presented to the school counselor over the period. While teaching staff
were not supported the program, peer clients reported satisfaction with peer
counseling in terms of the significant agreement that they would use the service
again, general positive view of the service, supportive, cheerful and non-threatening
atmosphere of peer helping interviews, positive statements about outcomes such as
feeling good, finding a good friend. As a result of program, peer counselors showed a
positive increase in self-concept. Many peer counselors claimed that they were less

nervous than before, and all peer counselors claimed some positive change on all of
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the personal development parameters measured. They mentioned gains in self-

awareness, becoming a good listener, and an awareness of the needs of others.

Schwartz and Sendor (1999) explored the impact of helping others on the
physical and psychosocial well-being of the provider. Five female lay people as peer
supporters were trained in active listening and non-directive support. They provided
non-directive telephone support to half of the randomized 67 participants. The other
half of the 60 randomized participants received a directive group intervention. Role
performance, adaptability and well-being aspects of quality of life were examined in
the present study. The instruments, namely, the Sickness Impact Profile, the MS
Self-Efficacy, the Multidimensional Health Locus of Control, the Ways of Coping
Checklist, the Arthritis Impact Measurement Scales, were used. A focus group was
also implemented with the peer supporters approximately three years after they had
completed their role. The results of the study revealed that compared to the
participants who received an intervention, the peer supporters reported
approximately 3.9 times the benefit on psychosocial role performance, 3.5 times
benefit on adaptability, and 7.6 times the benefit on well-being. Specifically, these
results associated with enhanced confidence, self-awareness, self-esteem and role
functioning showed pronounced improvement among the peer supporters as
compared to those participants who received a social support intervention. Moreover,
the content analysis organized the focus group discussion into five major themes
which represent the helper’s perception of having changed in the course of the study
including helper role as self-transcendent, improved listening skills, stronger
awareness of the existence of a higher power, increased self-acceptance, and

enhanced self-confidence.

Swen (2000) investigated the effect of a peer helping program of student
helpers with respect to their perceptions of their own personal growth and their
perception of school climate. The interaction effects regarding to gender differences
and achievement levels of students were examined. Sixty high school students were
assigned to experimental (n = 30) and control (n = 30) groups. Experimental group
participants (peer helpers) had previously received peer helper training and

participated in various community service activities. Personal Development
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Inventory (PDI) and Statement About Schools Inventory (SSI) were administered
both groups. PDI included four characteristics of personal development, namely,
leadership, self-confidence, citizenship, and cooperation while SSI included four
main needs, namely, esteem, social, security, and self-actualization needs relating to
school climate to measure the extent to which high school students meet these needs.
The results of the study indicated that there were significant differences between
experimental and control groups in all four characteristics of personal development
including leadership, self-confidence, citizenship, and cooperation. There were also
significant differences in esteem and social needs relating to school climate.
However, there were no significant differences for the variables of security and self-
actualization needs. Moreover, there were significant interactions between grade
point average (GPA) and levels of leadership, cooperation, citizenship, and personal
development. There were also significant interactions between GPA and esteem

needs, between GPA and self-actualization needs.

The findings of these studies support the idea that peer helping programs
have a profound effect on the personal growth of peer helpers. as well as peer

helpees.

There are also some other studies examining the satisfaction and/or
evaluation of the peer helpees regarding these programs. The examples of these

studies are summarized in the following paragraphs.

In one study (Morey, Miller, Fulton, Rosen, & Daly, 1989), four aspects of
high school peer counseling programs were explored: (a) characteristics of students
who met with a peer counselor, (b) types of problems students discussed in their first
meeting, (c) satisfaction with peer counseling, and (d) perceived helpfulness
according to the problem areas discussed. Out of 1274, 893 high school students
(Grades 10-12) were administered a questionnaire which consisted of two parts. The
level of student concern was measured by the first part of questionnaire. Students
who reported that they met with a peer counselor filled the second part of the
questionnaire, measuring the satisfaction. After application and interview process, 14

students were trained as peer counselors and then, supervised throughout the

60



academic year. The main role of the peer counselors is to provide support and
friendship through empathic listening with the concerns of sexuality, family discord,
divorce and values. The Peer Counseling Consumer Satisfaction Questionnaire
(PCCSQ) was administered to measure overall satisfaction. The results indicated
that; (a) an estimated 14% of the student met with a peer counselor, (b) girls (61%)
and sophomores (43%) were the heaviest users of peer counseling services, (c) most
of the students (65%) met with a peer counselor for only one or two sessions,
whereas a few students (10%) met 10 or more times, (d) during the initial meetings,
students frequently talked about specific concerns that were troubling them such as
school-related problems, boyfriend/girlfriend concerns, (e) students perceived peer
counseling most helpful when discussing plans for the future and the school
problems. The other areas of family, drugs, alcohol and adjustment to high school
were found not to be helpful, (f) the self-reported level of general satisfaction was
moderate (M = 3.22; range = 1-5), (g) students who reported satisfaction would meet
with a peer counselor again, and they would recommend peer counseling to a friend.
The results suggested however that although a majority of students reported feelings
of satisfaction with peer counseling (when discussing plans for the future and school
problems), many reported they were not satisfied with the peer counselors’
helpfulness in dealing with specific concerns (such as drug, alcohol problems). Thus,
it was suggested that peer counselors should be trained to provide support and
friendship through empathic listening but not to give advice. The researchers added
that peer counselors should also be trained to provide information and to assist
students in solving problems and making decisions since they also stated that the
traditional training of peer counselors to be empathic and reflective listeners may be
necessary in establishing rapport, but it does not seem to be sufficient in helping boys

to discuss their concerns.

Morey, Miller, Rosen, and Fulton (1993) carried out a study to examine the
correlates of students’ satisfaction with peer counseling. Peer Counseling Consumer
Satisfaction Questionnaire (PCCSQ) and Peer Counseling Helping Style
Questionnaire (PCHSQ) were administered to 159 students (84 females, 75 males)
who had met with a peer counselor during the academic year. PCCSQ, which

includes four 5 point Likert type items, can be range from a low of 4 to a high of 20.
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The results of the study showed that students were only slightly satisfied with peer
counseling services with the mean score of 12.93. Students who were self-referred to
the peer counselor reported greater overall satisfaction with their interaction with the
peer counselor than did the students who were referred by teachers and school
counselors. Moreover, multiple regression analysis indicated that students’
satisfaction was predicted by four variables of PCCSQ including empathy and
understanding, problem identification and problem solving, ability to help with
family relationship problems, and ability to help with relationships at school. There
were also sex differences for three of the predictors. Specifically, females reported
greater satisfaction than their male counterparts regarding the peer counselor’s
helpfulness when discussing both family relationship problems and problems with
relationships at school. Females also wanted more empathy and understanding than
did boys. However, no significant difference was found between male and female
students regarding overall satisfaction. Students’ responses indicated that they
wanted peer counselors to show empathy and understanding, to identify and clarify
problems, to be competent and prepared on time. Based on the results of the study, a
consultative and collaborative model recommended to peer counseling was that peer
counselors would actively and purposefully support the students with empathic

listening while working with them as a co-problem solver.

In another study, researchers (Barnett & Harris, 1984) carried out a two phase
study to examine the college students’ preferences of and evaluations about the
instrumental or empathic responses given by the peer counselors (study 1) or by the
friends (study 2) with respect to the sex composition of the helper-helpee dyad. In the
first study, 128 (64 male and 64 female) psychology students were given two written
(one instrumental and one empathic) responses of two peer counselors. The
instrumental response was to offer specific behaviors, that is, advices or solutions for
solving the problems whereas the empathic response was to provide emotional
supports, that is, reflection of feelings and understanding. Students were asked to rate
each of the two peer counselors responses on a 7-point scale with respect to (a) the
helpfulness of the response, (b) how much better the student feel after hearing the
response, (¢) the competence of the peer counselor, and (d) the extent to which the

peer counselor had provided the kind of responses that the student had expected. In
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the second study, 48 students rated the friend’s responses following the similar
response procedure of the first study. Results of the both study showed that students
preferred instrumental responses to empathic responses. They also evaluated the
instrumental responses more helpful than empathic one. Peer counselors were seen as
competent if they gave instrumental responses. However, students rated peer
counselors more likely to give instrumental responses and friends more likely to give
empathic responses. Overall, females rated peer counselors’ and friends’ responses
as being more helpful than males did. On the other hand, unexpectedly, no
interaction involving type of response and either sex of student or sex of peer

counselor was found.

Froh, Riebe, Terjesen and Jackofsky (2002) conducted a study to examine the
natural peer helper program and its helpfulness, and also how that relates to the bond
component of the therapeutic alliance since the building of the bond is the most
important factor in establishing a trusting relationship between a natural helper and
another student. It is argued that without the feeling of trust and unconditional
acceptance, the natural helper will not be sought after for help and support. The main
objective of natural helper program was to provide a safe haven for other students to
seek help while at the same time actively listening to them and collaboratively
developing adaptive alternatives. The participants of the study consisted of a total
426 high school students, and out of 426, 369 participants were classified as non-
natural helpers, while 57 were classified as natural helpers. Two surveys in Likert
form were used in the study. One survey assessed the natural helpers experience as a
natural helper while the other survey assessed the skills of the natural helpers as
perceived by the non-natural helpers. The items pertaining to the therapeutic bond
from the Working Alliance Inventory (WAI) were modified so that they more
accurately reflected the perspectives of both the non-natural helpers and natural
helpers with respect to natural helpers program. The results of the study revealed that
of the 352 non-natural helpers, 83 of them had sought a natural helper for help.
Students were asked to indicate the type of problems that they sought assistance for
and relationships (friendships, dating, family) were the top three categories
identified, with 73, 71, and 51 percent reporting difficulties respectively. However,

of those who had not sought help from a natural helper, approximately 65 percent of
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them indicated that they were pretty unlikely to seek help from them in the future.
Another result was that females were sought out more often for help and were
generally perceived as more helpful since the 66.7 percent of the natural helpers were
females. Moreover, out of all natural helpers, 45% of them had sought out help from
a natural helper before they became a natural helper, and 79% since they became
natural helpers. The result regarding to the working alliance showed that students
perceived a bond with the natural helpers. The results regarding to perceived
helpfulness of the natural helpers in terms of both relationships factors (i.e., working
alliance, listening skills and sensitivity of natural helpers) and non-relationship
factors (i.e., choice of matched gender, likelihood of seeking help from friends, total
number of problems sought help for) yielded that both the relationship and non-
relationship factors appeared to be good predictors of perceived helpfulness of the
natural helpers. However, follow-up tests indicated that only the relationship factors
were significantly related to perceived helpfulness, and the perceived listening skills

was also most strongly related to perceived helpfulness of the natural helpers.

As it i1s seen from the above-mentioned studies, the satisfaction and/or
evaluation of peer helping programs were yielded some positive results. Moreover, it
was indicated that rather than only empathic responses, peer helpees usually
preferred both empathic responses and instrumental responses of peer helpers.
However, as it was argued, the traditional training of peer counselors to be empathic
and reflective listeners may be necessary in establishing rapport, but it does not seem
to be sufficient in helping, specifically with males, to discuss their concerns.
Therefore, it was suggested that peer helpers should be trained both to provide
support and friendship through empathic listening and to assist peer helpees in
solving problems and making decisions. It was believed that such a helping style
would be consistent with the peer counseling movement (no giving of advice,
empathic listening, and mutual respect between peer helper and peer helpee), while
devoting more attention to clarify concerns and assist peer helpees in developing a

plan to address these concerns.
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2.4. Peer Helping in Turkey

In Turkey, peer helping programs have generally been implemented in
educational settings. A review of internet pages of psychological counseling services
of some universities showed that Beykent University (Peer Counseling Program),
Bogazig¢i University (Peer Guidance Program), and Kog¢ University (Peer Support
Programs including Mentorship and Resident Assistant), have conducted peer
helping programs. Ankara, Hacettepe, and Firat Universities also carry out peer
education projects for the purpose of preventing health related issues such as AIDS,
pregnancy, and sexually transmitted diseases. Moreover, in 2000, Foundation for the
Advancement of Counseling in Education (Yiiksek Ogrenimde Rehberligi Tanitma
ve Rehber Yetistirme Vakfi, [YORET]), arranged a meeting, titled as, “Developing
Peer Support Projects in the Universities” under the scope of the projects aiming at

spreading these services in the universities.

Although the utilization of peer helping was proposed in some of the
documents of the General Directorate of Special Education Guidance and Counseling
Services of the Ministry of National Education, the peer helping programs have not
been provided in the public schools yet. There were only few examples i.e., peer
helping program about dealing with text anxiety, study skills, communication skills,
and the prevention of drug abuse which have been conducted in Guidance and
Research Center of the National Education Directorate in the province of Kirsehir.
However, peer helping programs have been usually put into practice in some private
schools such as MEF Schools (Big-Siblings Peer Program for the elementary schools
and Peer Counseling Program for the secondary schools) and Tevfik Fikret Schools

(Peer Mediation Program).

Similarly, little research has been conducted about the peer helping programs
in Turkey despite its growing popularity and continued implementation. There are
only two studies specifically designed to assess the effects of peer education, which
are not considered within the scope of the present study. One study assessed the peer

training activities of undergraduates related to family planning (Karabulut, 2003), the
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other study investigated the effect of a peer education model for teaching breast self

examination to university women students (Tuna, 2002).
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CHAPTER III

METHOD

This chapter is devoted to the presentation of the methodological procedures
of the present study. The first section describes the setting of the study. The second
section illustrates the overall research design. The third section introduces the sample
of the present study with respect to three separate sub-sample representing three
phases of the study. The fourth section presents the data collection instruments used
in the three phases of the study. The fifth section details the peer helping program
procedure with respect to its rationale and goals; development of the peer helping
training program in terms of its modules/sessions, personal growth workshops,
specific issues/topics, and attendance/participation; peer helping program
coordinator; peer helping service delivery and supervision; and the administrative
permission and support. The sixth and final section presents the data analyses

procedures.

3.1. Setting of the Peer Helping Program

Peer Helping Program is developed and conducted by the researcher at Ege
University, Faculty of Education. The Faculty of Education, as being the latest
established faculty at Ege University in 1998, is located in the campus with 1060
undergraduate students. The mission of the faculty is to equip students with up-to-
date knowledge and practical skills required for teaching and to conduct research
studies in various branches of education. There are three departments in the Faculty
of Education: Computer Education and Instructional Technology, Educational
Sciences, and Elementary Education. All the departments offer undergraduate

programs, three of which are offered by the Department of Educational Sciences in
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Guidance and Counseling, Educational Administration and Planning, and Curriculum
and Instruction; and two of which are under the Department of Elementary Education

including Preschool Education and Classroom Teacher Education.

3.2. Overall Research Design

In the present study, while developing and conducting the Peer Helping
Program three consecutive phases were followed based on the principles and
suggestions proposed by the Programmatic Standards of National Peer Helpers
Association (NPHA) (Appendix A). The phases and their contents outlined by
NPHA were: (1) program planning (need assessment; rationale and goals of the
program; development of training program; administrative permission-support;
program trainer-coordinator), (2) program implementation (screening and selection;
training; service delivery; supervision), (3) program maintenance (evaluation of the

training program and service delivery; long-range planning).

In line with these phases, the present study was designed (a) to plan a peer
helping program, (b) to develop a peer helping training program and to investigate
the effect of this program on the helping skills and the self-growth of the peer
helpers, and (c) to evaluate the peer helping program. Overall research design of the
present study is presented in Figure 3.1. As seen in Figure 3.1, first phase of the
study was devoted to the planning of peer helping program. In this phase, a need
assessment study was carried out with a sample of 316 (168 females, 148 males)
students from Faculty of Education, Ege University in order to develop the rational
and goal of the program. The second phase aimed at investigating the effect of the
peer helping training program on the helping skills and the self-growth of the peer
helpers implemented in the present study. This phase involved a pre-test post-test
control group experimental design study with a sample of 31 participants. The
participants were also administered six-month follow-up test to gain more insight
into the long-term effects of peer helping training program. In the selection and
assignment of subjects to experimental (n = 15) and control groups (n = 16), the
standards of NPHA were followed as they were explained in detail in the “Screening

and Selection of Peer Helpers” sub section. Subjects were administered five
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instruments, three of which aimed at measuring helping skills (Communication Skills
Evaluation Scale-CSES, Empathic Skill Scale-B Form-ESS-B, Reflection Skills
Evaluation Form-RSEF), and two of them (Rosenberg Self-Esteem Scale-RSS and
Self-Acceptance Inventory-SAI) for measuring self-growth of the participants. The
experimental group received a 46 hours-20 weekly training program, while the
waiting list control group received no training during that time. All the participants

received pre-test instruments in November of 2003-2004 academic years.

I. PLANNING OF PEER HELPING PROGRAM
Need Assessment Study

l

II. PEER HELPING TRAINING PROGRAM
PRE -TEST

VAN

Experimental Group (Training) Control Group (Waiting List)

NS

POST-TEST

l

FOLLOW UP - TEST

l

Testing the Effectiveness of the Peer Helping Training Program

l

ITII. EVALUATION OF PEER HELPING PROGRAM

VAN

By Peer Helpers By Peer Helpees

Figure 3.1. Overall Research Design of the Study
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At the end of 20 weekly training sessions, both the experimental and the
control group participants were administered the post-test instruments at the end of
April in the same academic year. Finally, the follow up test instruments were
administered to both groups in October of 2004-2005 academic years. The last phase
of the study is devoted to the evaluation of peer helping program, which mainly
includes peer helping service delivery. Peer helpers provided peer helping service to
those students who volunteered to attend peer helping program in the faculty. Peer
helping service delivery started in May of 2003-2004 academic years. During one
and a half month period, 33 students/peer helpees received peer helping services.
Each peer helpee was administered Peer Helping Service Delivery Evaluation Form
during the termination session aiming at evaluating the peer helping program with
respect to the degree of their satisfaction concerning peer helping service and helping
attitudes and behaviors of their peer helper. In this phase of the study, 15 peer helpers
were also administered Peer Helping Program Evaluation Form which included 14
open-ended questions in order to assess their reactions to peer helping program with
respect to training program, trainer’s qualifications, their experiences of becoming a
peer helper, and peer helping service delivery at the end of peer helping program in

June of 2003-2004 academic years.

3.3. Sample

The sample of the present study was composed of a three separate sub-sample

representing three phases of the study that is previously illustrated in Figure 3.1.

In the need assessment phase of the study, a random stratified sampling
procedure was used. The procedure used in the sampling was as follows: certain
subgroups such as departments, grades and gender, were randomly selected for the
sample in the same proportion, as they existed in the target population. The sample
being selected from these subgroups consisted of 316 students (168 females, 148
males) who were attending different grades of four undergraduate programs of
Faculty of Education at Ege University. The distribution of this sample of students

by departments, grades, and gender is presented in Table 3.1.
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Table 3.1. Sample of the Need Assessment Phase of the Study

Gender
Departments/Programs Grades Female Male Total
I 13 19 32
Guidance and Counseling II 14 16 30
111 8 8 16
Total 35 43 78
I 14 23 37
Computer Education and II 16 22 38
Instructional Technology I 5 25 35
v 3 10 13
Total 38 80 118
I 24 7 31
Classroom Teacher II 20 11 31
Education 11 16 3 19
Total 60 21 81
Preschool Education I 7 - 7
II 28 4 32
Total 35 4 39
Total 168 148 316

In the experimental phase of the study, different screening and selection
techniques were employed both based on the procedures proposed by NPHA and the
suggestions of the literature that effective selection is improved if as many
procedures as feasible are used before final selection is made (Tindall, 1995). Based
on these suggestions, in the present study, some introductory and selection devises
were used as they were presented in detail in the “Screening and Selection of Peer
Helpers” subsection. Thus, the researcher made the final decision of the selection of
peer helpers based on the information gathered from application forms, reference
letters, and the results of semi structured interviews. Besides, students were selected
among sophomores and juniors considering both the maturity level of the students
and the continuation of services that they were expected to provide for the incoming
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students. As a result, out of 47 students (35 sophomores, 12 juniors; 33 females, 14
males) who were volunteered to participate in Peer Helping Program, 31 students (22
sophomores, 9 juniors; 21 females, 10 males) were selected for the experimental
phase of the study. These students were then assigned to experimental (n = 15) and
waiting list control (n = 16) groups with matching pairs of subjects based on the
variables of department, grade, and gender in order to ensure the group equivalence.
The distribution of these students by groups, departments, grades, and gender is
presented in Table 3.2.
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Table 3.2. Participants of the Experimental Phase of the Study

Gender
Groups Departments/ Grades Female Male Total
Programs
II 3 3 6
Guidance and III 1 2 3
Counseling Total 4 5 9
II 4 - 4
Computer Education 111 - - -
Experimental  and Instructional Total 4 - 4
Technology
II - - -
Classroom Teacher 111 1 - 1
Education Total 1 - 1
II - - -
Preschool Education 111 - - 1
Total 1 - 1
Total 10 5 15
II 5 3 8
Guidance and 11T 1 1 2
Counseling Total 6 4 10
II 4 1 5
Computer Education 111 - -
Control and Instructional Total 4 5
Technology
II - - -
Classroom Teacher 111 1 - 1
Education Total 1 - 1
II - - -
Preschool Education  1II - - 1
Total - 1
Total 11 5 16
TOTAL 21 10 31

The evaluation phase of the study included 33 students/peer helpees (17
females, 16 males) who were benefited from the peer helping service provided by 15
peer helpers. The distribution of the students by departments, grades, and gender is
presented in Table 3.3.
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Table 3.3. Sample of the Peer Helping Service of the Evaluation Phase of the Study

Gender
Departments/Programs Grades Female Male Total
II - 3 3
Guidance and Counseling Total - 3 3
I 1 - 1
Computer Education and 1I 4 4 8
Instructional Technology III - 2 2
v - 1 1
Total 5 7 12
I 4 - 4
Classroom Teacher v 1 - 1
Education Total 5 - 5
I 1 - 1
Preshool Education Total 1 - 1
6 6 12
Other Total 6 6 12
Total 17 16 33

3.3.1. Screening and Selection of Peer Helpers

The NPHA standards and the literature (Downe, Altman, & Nysetvold, 1986;
Tindall, 1995; Pitts, 1996; Rockwell & Dustin, 1979) suggested that in the selection
and screening of peer helpers the techniques including self-selection (it refers to
student’s self-nomination to be a peer helper), formal application forms, interviews,
reference letters, and researcher’s final decision were to be considered together. In
accordance with these suggestions, in the present study, the procedures used in the

selection and screenings of the peer helpers were as follows:

First, in order to allow the students to nominate themselves, announcements
were made through posters and classroom presentations describing overall rational

and structure of the program. Initially attracted sophomores and juniors who were
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interested in participating in the peer helping program were asked to read the Peer
Helping Program Presentation Brochure (Appendix B), fill out The Application Form
(Appendix C), and then they were invited to the interview.

Peer Helping Program Presentation Brochure. Before the semi-structured
interview, each applicant was asked to read the Peer Helping Program Presentation
Brochure (Appendix B). This brochure addresses what peer helping is and the
general phases of the program including selection and training of peer helpers; peer

helping service delivery, and supervision of peer helpers.

The Application Form. An application form (Appendix C) was developed to
identify different characteristics of the student. Besides the information regarding
name, age, department, grade level, place of residence, the form also included open-
ended questions such as the reasons of wanting to be a peer helper; perceptions
regarding some personal qualities and strengths for becoming an effective peer
helper; a self-evaluation checklist, that is, a list of features in which each applicant
was asked to rate him/her self on each of the desirable characteristics of an effective
peer helper. Students were also asked to mention the projects, student organizations,

and/or sport activities that they participated in, if any.

Semi-structured Interview. Peer Helping Program Coordinator (researcher)
developed a semi-structured interview for the prospective peer helpers on a one-to-
one basis, which took approximately 30 minutes. The interview was structured in
two stages. At the beginning of the interview, the student was provided with detailed
information regarding the following prerequisites of participating in peer helping
program for the purpose of making an initial contract;

1. Attending to the peer helping program for one year (two semesters)

2. Attending to all peer helper commitments regarding training sessions (2 hours
per week in the evening), and personal growth workshops (one day
workshops at the weekend) in the first semester

3. Attending to peer helping service delivery (3-4 hours per week during school
hours), supervision meetings (1 hour per week during service delivery), and

special projects, if any, in the following semester.
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The student who hesitated to commit him/herself to these prerequisites was
thanked and excluded from the sample. The student who accepted the prerequisites
with full compliance continued to be interviewed during the second stage with
respect to (a) helping relationship dynamics, (b) personality characteristics, and (c)
interpersonal relationships. More specifically, questions were designed to understand
the student’s own perceptions of himself/herself regarding these three main areas of
concern, with the specific emphases on;

a. what s/he understands from helping; his/her motives for helping people;
helping styles or behaviors that s/he considers as helpful; personal qualities as

a helper; other people’s view of him/her as a helper; his/her perceptions of

others as helpers; reactions of people who receive help from him/her.

b. Strengths and soft spots (weaknesses) perceived in him/herself, the values in
life, the balance s/he establishes between social and academic life.
c. Strengths and soft spots in his/her interpersonal relationships, the quality of

his/her interpersonal relationships.

Reference Letters. At the end of the interview, each applicant was given two
envelopes in order to collect the recommendation letters, one from a faculty staff and
one from a community member such as staff of other institutions, leader or director
of any activity. Each envelop contained a Peer Helping Program Presentation
Brochure to introduce the program, a reference letter form (Appendix D) to be filled
out for the applicant, and a checklist which was developed as a parallel form of
previously presented checklist in the Application Form given to prospective peer

helpers.

Coordinator’s final decision. As it was mentioned at the beginning, the last
phase of selection procedure was the coordinator’s final decision. NPHA standards
recommended that these decisions should be predetermined and based on the
objective criteria. In this study, the criteria that the researcher specifically set up and
paid attention to throughout the selection procedures were as follows:

a. The commitment to the requirements of training and service during one
academic year,

b. Positive and altruistic attitudes toward helping people,
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c. Positive attitudes/evaluations toward/about self and others; interpersonal
relationship qualities such as trustworthiness, warmth, caring, understanding,
potential to serve as a positive role model,

d. A balance between academic and social life.

e. Positive recommendation letters both from the faculty and the community

member.

In the fall semester of 2003-2004, a total of 47 students (35 sophomores, 12
juniors; 33 females, 14 males) applied to Peer Helping Program for becoming a peer
helper. Out of 47 students, 31 were selected as a result of the above mentioned
procedure and they were then assigned to experimental group (n = 15) and waiting

list control group (n = 16) with matching.

Although a personal contact was preferable in informing the applicants
regarding the results of selection, time constraints during the period of announcement
prevented the researcher to conduct such individual meetings. Therefore,
announcement was made via a list containing the names of those who were accepted
as the participants of the program. However, a series of short individual interviews
were carried out for those who were not selected for the training program for sharing
their reactions regarding the selection procedure. During these interviews, they were
informed by clarifying the selection process; the reasons lied behind the decision,
and they were communicated until they were assured that the decision had no
relevance with the personal rejection. Two separate group meetings were also
conducted for experimental and control group participants. During the group
meetings, control group participants were informed about the randomization
procedure, and their participation in training program in the following semester. In
the meeting with experimental group participants, it was observed that they were
excited, proud, and eager to participate while having some anxiety regarding what

lies ahead. Therefore, a short intervention was made in dealing with these anxieties.

77



3.4. Data Collection Instruments

In this section, the instruments were presented by following the three phases
of the study. A Need Assessment Questionnaire was developed and used in the first
phase of the study. In the experimental phase, five instruments were administered to
the participants, namely Communication Skills Evaluation Scale (CSES), Empathic
Skill Scale-B Form (ESS-B), Reflection Skills Evaluation Form (RSEF), Rosenberg
Self-Esteem Scale (RSES), and Self-Acceptance Inventory (SAI); and finally, two
Evaluation Forms were used which were devised for peer helpers and peer helpees to

assess Peer Helping Program in the evaluation phase of the study.

3.4.1. Instruments Used in the Need Assessment Phase of the Study

Need Assessment Questionnaire was used in this phase of the study.

3.4.1.1. Need Assessment Questionnaire

Need Assessment Questionnaire (Appendix E) was developed by the
researcher for the purpose of providing a base for the rational, goal, and content of
the peer helping program. The questionnaire consisted of three parts. In the first part,
a list of 8 categories of persons (e.g. friends, parents, helping professionals) was
presented to the respondents. The respondents were asked to rank the order of their
preferences from whom they want to receive help regarding their concerns or
problems. In the second part, 13 types of helping styles (e.g. advising, active
listening, reassuring, sharing and supporting, consoling) were listed and the
respondents were asked to rate the extent to which each of the style that they prefer
in receiving help on a 5 point Likert type scale ranging from “not at all (1) ” to “very
much (5) ”. In the third part of the questionnaire, first, a brief introduction was given
about the peer helping program and then, the respondents were asked to rate three 5-
point Likert type scale items in order to assess their reactions to peer helping
program in terms of their (a) beliefs of its helpfulness, (b) willingness to apply to the
program, and (c) preferences of the areas of topics that they ask for help such as

academic, personal, career, interpersonal areas.
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3.4.2. Instruments Used in the Experimental Phase of the Study

In the experimental phase of the study, two groups of instruments were used;
one for measuring the helping skills and the other for assessing the self-growth of the

participants.

3.4.2.1. Instruments Used to Measure the Helping Skills

Three instruments were used to assess helping skills of the participants:
Communication Skills Evaluation Scale (CSES), Empathic Skill Scale- B Form
(ESS-B), and Reflection Skills Evaluation Form (RSEF).

3.4.2.1.1. Communication Skills Evaluation Scale

Communication Skills Evaluation Scale (CSES) was developed by Korkut
(1996) to measure how individuals evaluate their communication skills (Appendix
F). CSES is a self-report instrument and it consists of 25 statements with a 5-point
Likert scale ranging from “Never (1)” to “Always (5)”. The possible scores that can
be obtained from the scale changed between 25 and 125. Higher scores indicate that
individuals evaluate their communication skills positively. The validity and
reliability studies of the scale were carried out with the sample of 126 high school
students. The results of factor analysis showed that the scale is a unidimensional one.
It was reported that test-retest reliability coefficient was .76 (p< .001) and the
internal consistency coefficient was .80 (p< .001). As for the validity evidence,
Korkut examined the gender differences and reported that females received
significantly higher scores than males as was expected and supported by theoretical

and empirical studies in the literature.

3.4.2.1.2. Empathic Skill Scale- B Form

Empathic-Skill Scale- B Form (ESS-B) was developed by Dokmen (1990)
based on the hierarchical empathy classification (Appendix G). In the scale, six

different psychological problems with 12 possible responses were presented to the
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respondents. Among each of the 12 possible responses, one response is considered
as the “control” item aiming at measuring the attention of the subject. If a
respondent checks out any of these six control sentences presented in each of the
six problems, the whole scale is considered as invalid and omitted. In calculating
the scores, these six control items were excluded and the rest 66 sentences were
scored based on the 10 hierarchical empathy classifications. The respondents are
asked to read each problem and mark four responses that they prefer to give. For
the reliability and validity studies of the scale, ESS-B was administered to 60
freshmen university students and 24 psychologists working in different institutions.
Test-retest reliability coefficient was reported as r = .83 (p<. 001). As for the
validity evidence, the means of the two groups (students and psychologists) were
compared. The obtained value of t-statistic was statistically significant in the favor
of psychologist (t = 8.15, sd = 46, p<. 001). The correlation coefficient between the
Empathic Tendency Scale which measures empathic sensibility and ESS-B Form

was also reported as r = .28 (p<. 05) (Dékmen, 1990).

3.4.2.1.3. Reflection Skills Evaluation Form

Reflection Skills Evaluation Form (RSEF), which was prepared by the
researcher, includes four different situations described by a person (Appendix H).
Participants were asked to write a response to each situation that they believe to be
helpful. These answers, that is, pretest, posttest, and follow-up test scores of the
participants, were then given to seven counseling professionals who were asked to
rate the effectiveness of each written response with respect to their qualities of
reflection of feeling and reflection of content on a scale ranging from “Ineffective
(1)” to “Very effective (7)”. In order to assess rater reliability, the two-way mixed
effect model with single measure and average measure intraclass correlations (ICC)
were used as reliability coefficient. For the first situation, the results yielded that ICC
(3,1) single measure was equal to .57, and ICC (3, 7) average measure was equal to
.90. Therefore, it was decided to use a mean rating of seven counseling professionals
for each subject as an individual rating. Then, a total score was calculated for each
subject by summing up the means of the scores given by the different counseling

professionals for all situations.
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3.4.2.2. Instruments Used to Measure the Self-Growth

Two instruments were used to assess the self-growth of the participants:

Rosenberg Self-Esteem Scale (RSS) and Self-Acceptance Inventory (SAI)

3.4.2.2.1. Rosenberg Self-Esteem Scale

Self Esteem Scale was originally developed by Rosenberg (1965) and
adapted to Turkish culture by Cuhadaroglu (1985) (Appendix I). It is a 10-item
Likert type scale with the response alternatives ranging from 1 = strongly agree to
4 = strongly disagree. The possible scores that can be obtained from the scale
changed between 10 and 40. A higher score indicates higher level of self esteem.
The results obtained from the various samples indicated that test-retest correlations
are in the range of .82 to .88, and Cronbach's alpha for various samples are in the
range of .77 to .88. In the reliability study of Turkish version of the scale,
Cronbach alpha reliability coefficient was reported as .75.

3.4.2.2.2. Self-Acceptance Inventory

Self-Acceptance Inventory (SAI) is a self-report instrument developed by
Kiligg1 (1980) (Appendix J). SAI includes 126 statements that were written based
on 10 criteria described by Kilig¢1. In responding to the inventory, subjects were
first asked to check out one of the alternatives of “yes” or “no” and then rate their
responses on a 4-point Likert scale provided under each of the alternatives. The
alternatives were “I am pleased”, “I have no complain about”, “I have complains
about”, “I am unpleasant”, and “I don’t know myself”’. The scoring of SAI was
made through an answer key sheet, which yielded three sub scores, i.e., “Healthy
Self-Acceptance”, “Distorted Self-Acceptance”, and “Unpleasant with Self”. For
the validity study of the inventory, the pilot form of SAI and State-Trait Anxiety
Scale were administered to 52 university students. The correlation coefficient
between unconditional acceptance and state anxiety was found as -.52, whereas the
correlation coefficient between healthy acceptance and trait anxiety was reported as

-.50. These findings were reported as a sufficient evidence for the validity of SAI.
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SAI was administered to the same group after three weeks for the reliability study

of the inventory. Test-retest correlation coefficient was reported as .91.

3.4.3. Questionnaires Used in the Evaluation Phase of the Study

In the evaluation phase of the study, two questionnaires were used: Peer
Helping Program Evaluation Form-Peer Helpers and Peer Helping Service Delivery

Evaluation Form-Peer Helpees.

3.4.3.1. Peer Helping Program Evaluation Form-Peer Helpers

The Peer Helping Program Evaluation Form was developed by the researcher
to assess the peer helpers’ reactions to peer helping program with respect to training
program, trainer’s qualifications, their experiences of becoming a peer helper, peer
helping service delivery (Appendix K). There were 14 open-ended questions in this
form. Five of them were related with the overall peer helping program. Peer helpers
were asked to write their opinions about the overall process of peer helping program
in relation to (a) the expectations from the program, (b) the most pleasurable and the
most difficult experience in the overall process, (¢) the degree of recommending the
peer helping program to the friends who want to be a peer helper, and (d) additional
comments and suggestions, if any. Three of them were related with the training
program regarding (a) the most and the least helpful parts, (b) the degree of its
effectiveness for preparing them as a peer helper, (c) the adequacy of training period
with respect to numbers of sessions, duration of sessions, and number of personal
growth workshops. One question was related with the trainer in terms of trainer’s
academic and personal qualities. Peer helpers were also asked to write their
experiences of becoming a peer helper in terms of (a) the effects of becoming a peer
helper in their academic, social and personal life, and (b) their feelings about being a
part of peer helpers group. Lastly, three questions were related with the peer helping
service in terms of their (a) thoughts and feelings about peer helping interviews, (b)
beliefs about the most helpful side of peer helping service for the peer helpees, (c)

their suggestions to increase the effectiveness of peer helping services.
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3.4.3.2. Peer Helping Service Delivery Evaluation Form-Peer Helpees

The Peer Helping Service Delivery Evaluation Form (Appendix L) was
developed by the researcher to understand the peer helpees’ evaluations concerning
their satisfaction from peer helping service delivery and the helping attitudes and
behaviors of their peer helper. At the end of the termination session, each peer helper
gave this form in an envelope to his/her peer. This form consists of three parts. In the
first part, some demographic information about peer helpees was obtained including
department, grade, gender, numbers of peer helping interview. In the second part of
the form, four open-ended questions were asked to peer helpees to answer (a) reasons
for applying peer helping service, (b) expectations from the service, (¢) liking and
disliking for the service, (d) additional comments and advices, if any, and one more
question was also related with the announcement of the peer helping program. There
were also 7 questions with 5-point Likert type scale in order to assess peer helpees’
satisfaction from peer helping service in terms of the degree of (a) fulfilling their
expectations, (b) relating with the peer helper, (d) fulfilling their needs, (e) its
helpfulness, (f) its importance, (g) willingness to ask for help again, if needed, and
(h) offering peer helping service to their friends. In the last part of this form, 25
statements were provided to the peer helpees in order to evaluate the work of the peer
helpers with respect to their helping attitudes and behaviors on a 5-point scale,
ranging from “Strongly Disagree (1)” to “Strongly Agree (5)”. A mean score was
calculated for each peer helper by summing up 25 items of each peer helpee. If the
peer helper interviewed more than one helpee, an average score was calculated for
him/her. The possible scores that can be obtained from this part changed between 25
and 125. Higher scores indicate that peer helpers were evaluated positively by peer

helpees in terms of their attitudes and behaviors.

3.5. Peer Helping Program Procedure

This section presents the peer helping program procedure by following the all
phases of the study. The rationale and goals of the peer helping program;
development of the peer helping training program with respect to its

modules/sessions, personal growth workshops, specific issues/topics, and
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attendance/participation; peer helping program coordinator; peer helping service
delivery and supervision; and lastly the administrative permission and support are

presented respectively.

In the development of peer helping program, first, the rational and goals of
the program was established in the light of the literature review and with the supports
obtained from the need assessment study. The peer helping training program was
then developed based on these rational, goals and needs together. The content of the
training program was written by describing the content, activities, and format
included in each session with respect to program modules, personal growth

workshops, and specific issues and topics.

3.5.1. Rationale and Goals of the Peer Helping Program

The Peer Helping Program in the present study was mainly developed to offer
the advantage of utilizing the natural helping system of peers. More specifically,
based on the rational of peer helping suggested in the literature (NPHA, 2001;
Varenhorst, 2002), the goals of Peer Helping Program developed in the present study
were identified as follows:

a. to aid peer helpers to develop helping skills in order to help their peers in
clarifying their thoughts and feelings; exploring options and alternatives;
offering a supportive relationships; and facilitating them in defining their own
solutions on a formal helping function within the university environment.

b. to provide students who are in need of being listened and understood with an
opportunity to talk with the peers that have been trained in helping skills.

c. to promote personal growth and development of both peer helpers and peer

helpees through a peer helping relationship.

3.5.2. Development of the Peer Helping Training Program

Based on the rationale and goal of the program, the content of the peer
helping training program was developed. In the development of the program, two

main considerations were taken into account; (a) the ways of increasing the
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understanding of peer helping relationship and (b) the method of teaching helping
skills. In order to assure these considerations, two main resource books, one is Peer
Programs: An in-depth look at peer helping, planning, implementation, and
administration (Tindall, 1995), and the other one is The Power of Peervention: A
manual for the trainers of peer facilitators (Myrick and Folk, 1999), were
predominantly used when designing, developing, and delivering peer helping
program. In addition to these two source books, in the development of the training
program, the approaches of some acknowledged authorities in the counseling field
were used: Carkhuff, Pierce and Cannon, (1980); Egan (1998); Brammer and
MacDonald (1999); Hill and O’Brien (1999); and Evans, Hearn, Uhleman, and Ivey
(1998). The two doctoral dissertations about peer helping were also reviewed
(Brenton, 1999; Pitts, 1996). Therefore, the content and all the exercises, materials
and forms used in this study were adapted from various above mentioned resources
with some modifications to meet the needs of the program developed for the present

study.

As for increasing the understanding of peer helping relationship, several
attempts were made to prepare the students to assume the roles, responsibilities and
“code of conduct” of peer helpers. For this purpose, during the announcement phase
of the program, a series of written and oral presentations were prepared for not only
explaining the purpose of training program but also the boundaries and
responsibilities of peer helper. In the program, a session was allocated to introduce
and evaluate the Code of Ethics for the Peer Helpers. In planning each session,
structuring was made in accordance with the context of peer helping relationship and
the skills were taught and practiced in such a way to increase the peer helpers’
understandings of assumptions underlying peer helping relationship and “code of

conduct” of peer helpers.

Regarding the method of teaching helping skills, “the single-skills approach”
was used by following the suggestions of Evans, Hearn, Uhleman and Ivey (1998).
With this approach, peer helpers were introduced with one specific skill at a time in
order to master each skill at a higher level. Moreover, the training procedure of the

present study was derived from the assumption postulated by Tindall (1995). It was
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assumed that small isolated segments of a skill is more effective in skill building
outcomes when segments are taught specifically and practiced until they are
mastered. It was also believed that by following this assumption, an increase would
occur in the probability of the skills becoming used, integrated, and implemented
quickly and effectively by the trainee. Based on this assumption, in teaching the
helping skills, the trainer (researcher) followed six essential behaviors, that is, the

skill-building pattern for training modules as proposed by Tindall (1995):

a. Explanation of and need for skill,

b. Modeling of skill to be taught by the trainer,

c. Practicing of skill,

d. Feedback to trainees from the raters,

e. Homework and discussion of experiences of doing and rating, and
f. Preparation for next behavior.

These steps of the skill-building pattern consist of three processes: “tell,” by
the trainer, “show,” by the trainer, and “do,” by the trainees as graphically displayed
in Figure 3.2.

In the training sessions following the explanation and modeling, trainees were
divided into five groups of three trainees each for practicing as one peer helper, one
peer helpee and one observer. While peer helper and peer helpee were practicing the
skill, observer took careful notes and attended to the peer helper’s ability to deliver
particular skill in order to provide feedback to the helper. During the sessions, each
member had the opportunity to experience the roles of peer helper, peer helpee, and
observer and to learn each skill through observing, sharing, and practicing. Handouts,
which summarize guidelines for the particular skill, were also distributed to the peer

helpers in each session (Appendix O).
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and Rating

Explain Next New Behavior

Figure 3.2. Skill-Building Pattern for Training Modules (Tindall, 1995, p.191)

In general, the session format was composed of 5 minutes for warm-up; 15
minutes of explanation of and need for the skill; 15 minutes of modeling by the
trainer; 45 minutes of practicing skill and providing feedback in small-groups; 30
minutes of discussion concerning experiences and homework; 5 minutes of

preparation for the new skill; and the last 5 minutes for termination.

3.5.2.1. Modules and Sessions

The peer helping training program is composed of eight learning modules,
two personal growth workshops, and one specific issue/topic session. The content of
training program is presented in Table 3.4. As seen in Table 3.4, the eight modules
include (1) orientation-getting acquainted; (2) understanding helping and helping
relationships; (3) basic helping skills, (4) integrating basic skills; (5) advanced
helping skills; (6) peer helper code of ethics, the limitations of peer helpers and the
referral process; (7) putting helping skills into action, and; (8) termination and

evaluation.
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Table 3.4. Peer Helping Training Program Outline

Module |Number of | Time

CONTENT Number Sessions (Hour)
ORIENTATION- GETTING ACQUAINTED 1 1 2
UNDERSTANDING HELPING AND
HELPING RELATIONSHIPS 2 2 4
BASIC SKILLS
Attending
Questioning and Encouragement
Paraphrasing 3 5 10
Reflecting Feelings
Summarizing
INTEGRATING BASIC SKILLS 4 2 4
ADVANCED SKILLS
Self-Disclosure and Information Giving 5 2 4
Confrontation
PEER HELPER CODE OF ETHICS
THE LIMITS OF PEER HELPERS 6 1 2
THE REFERRAL PROCESS
PUTTING HELPING SKILLS INTO ACTION |7 2 4
EVALUATION/ TERMINATION 8 2 4
Total 8 17 34
PERSONAL GROWTH WORKSHOPS - 2 10
SPECIFIC ISSUES AND TOPICS
Problem Solving and Decision Making - 1 2

TOTAL 8 20 46

The first module was an orientation session. Trainer made a structuring for
the program. Trainer and peer helpers together established ground group rules. Then,
each peer helper introduced him or her self and shared his/her goals of participating
in the program. The peer helpers were also helped to become acquainted with each
other well enough through exercises to feel comfortable with each other in

expressing themselves and to establish rapports among them.
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The principal goal of two sessions of the second module was to assist peer
helpers in reviewing and extending their views of the helping process. The main
topics of this module were the meaning of helping, characteristics of helpers, the
helping relationships, the facilitative conditions in the helping relationships, and
helping process. Peer helpers were allowed to think about their own view of helping
and express them to the group members in order to examine their motives for helping
people. At the end of this module, the meaning of effective helping/peer helping was
redefined together with the peer helpers. Moreover, toward the end of this module,
the contract for the Peer Helping Program was distributed and read aloud to all peer
helpers (Appendix M). Peer helpers and trainer agreed on the contract and signed it.
After signing the contract, a discussion was made regarding the reactions to signing
the contract. It was observed that signing this kind of an informal contract enabled

the participants to reconsider the importance of their roles as peer helpers.

The basic helping skills were introduced and practiced during the five
sessions of the third module. By following “the single skill approach” explained in
the previous section, the most basic skill of attending, questioning and encouraging,
paraphrasing, reflection of feelings, and summarization were introduced and
practiced separately in each of the five sessions. Peer helpers learned and practiced to
build the ability to listen to and to understand their peers by using each of the skills at

a time.

Two sessions of the fourth module focused on identifying the basic skills and
using them in combination. Underlying rationale of this module was that repeated
practice is necessary to go beyond understanding the skills, to integrate the skills into
one’s repertoire as a helper (Hill & O’Brien, 1999). In this session, role played peer
helping interviews were arranged and various scenarios of peer related concerns
including academic, social and emotional life were portrayed by the role players. The
observers were also given an evaluation rating sheet in order to indicate the degree of
the effectiveness of the peer helper in each of the basic helping skills, if used, and
facilitative conditions that s/he provided on a 5 point scale ranging from “Ineffective

(1)’ to “Very effective (5)” (Appendix P). At the end of each role-play, the peer
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helper was provided with feedbacks and discussion was made regarding the

performance of the peer helper.

The advanced helping skills were introduced and practiced during two
sessions of the fifth module. The most advanced skill of self-disclosure,
confrontation and information giving were introduced and practiced separately in
each of the two sessions. Peer helpers learned and practiced to employ the skill of
self-disclosure by presenting their personal information or experience relevant to the
peer’s situation; the skill of information giving by providing alternative perspectives,
knowledge and other resources relevant to the peer’s need and concern, and the skill
of confrontation by clearly identifying the incongruities and discrepancies in

behavior, thought, feeling of the peer with a supportive challenge.

The peer helper code of ethics, the limitations of peer helper and the referral
process emphasized in the sixth module since an important aspect of a good peer
helping program is the development of and utilization of a local “code of conduct”
and “ethics” for peer helpers. At the beginning of this session, Code of Ethics and a
handout describing limitations and referral procedure (Appendix Q, Appendix R and
Appendix A for the NPHA Code of Ethics for Peer Helpers) were distributed to the
peer helpers. After reading these materials, discussion was made with respect to
specific situations such as suicide, abusement, harassment, etc., by giving special
emphasis to making referrals. Each trainee was then given an opportunity to practice

a specific scenario on a specific ethical issue.

During two sessions of the seventh module, peer helpers had the opportunity
to put all learned peer helping skills into action. The main focus of this module is to
learn how to manage a whole peer helping interview. It included the followings; how
to begin interview (introducing oneself, explaining the structure of the peer helping
process, discussing confidentiality, invitation to talk); how to maintain interview
(helping the peer to explore and understand their thoughts, feelings and actions); how
to end each session (preparing oneself for leaving the interview, planning the next
interview, if any); how to terminate interview (saying goodbye and/or making a

referral). Each peer helper performed a 15 minutes-role played peer helping
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interview. At the end of each role playing, the peer helper was provided with
feedbacks regarding his/her performance. At the end of this module, the contract
prepared for Code of Ethics for the Peer Helping Program (Appendix Q) which
includes general ethical principles for peer helpers and ethical guidelines for the
helping relationship of peer helper and peer helpee was distributed and read aloud to
peer helpers. All the peer helpers and the trainer agreed on the contract and signed it.
Peer helpers reported once more that they had realized the importance of their

responsibilities regarding their roles/duties of being peer helper.

The two sessions of the last module focused on general evaluation and
termination of training program. The love bombarding technique, that is, sharing
positive thoughts, feelings, and good wishes about each other, was implemented as a
closing technique. It was observed that the training group was a cohesive group in
which participants have had motives for remaining in the group and share a feeling
of belongingness. By the completion of eight and last module, peer helpers were

monitored to begin serving as a peer helper for the peer helping service delivery.

As part of the present study, “Peer Helping Training Program-Trainer
Manual” was developed aiming at to create an example of structured peer helping
training program for the university students. For future details on the training

instruction see Appendix N.

3.5.2.2. Personal Growth Workshops

Personal growth workshops were also conducted for the peer helpers as a
crucial part of training program. The rational behind the workshops was that the peer
helpers must first examine their own personal strengths and weaknesses in order to
be effective in helping, and the striving for personal growth would be an ongoing
process for peer helpers to help others (Tindall, 1995). Thus, the purpose of the
personal growth workshops was to help peer helpers to understand themselves more
and to motive them to search for opportunities of self-growth. More specifically, the
workshops focused on strengths and potentials of peer helpers to explore themselves

more through gaining confidence while helping their peers. Therefore, the workshops
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were mainly growth-oriented and focused on the understanding the patterns of
thinking, feeling, and behaving. They were conducted during the two weekends of

March and each took 5 hours.

3.5.2.3. Specific Issues and Topics

The “specific issues and topics” session of the program was developed based
on the results of the need assessment study. The skills to solve problems and to make
decisions were taught as thoroughly as possible like any of other skills taught in the
program. The purpose was to teach peer helpers problem-solving and decision-
making process which in turn, help them to help their peers to make better decisions,
and solve their issues constructively, including analyze a situation, look at several
alternatives with their benefits and costs, and choose the one for which a person get
responsibility. This session also offered a specific reminder about helping process as
follows; “Helping is not solving problems or making decisions for a person. Rather,

it is helping a person make better decisions or solve problems for himself or herself”.

3.5.2.4. Attendance and Participation

Peer helping training group met at one evening in a week between 17:30 and
19:30. The group sessions were held in a seminar room at the faculty. Attendance
was 100% at all training sessions except for one, “putting together activity session”,

where one student was absent due to being injured.

3.5.3. Peer Helping Program Coordinator (Researcher)

All the components and phases of the program were planned, coordinated,
and conducted by Peer Helping Program Coordinator (researcher) who is a
professional counselor. She has graduated from Counseling and Guidance Program,;
has received the master degree and has passed PhD qualifying exam in the
Department of Educational Sciences, Counseling and Guidance Program at Middle
East Technical University (METU). She has had seven years of work experience in

METU Counseling Center as a counselor. She has been working as an instructor at
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the Ege University, Faculty of Education, Department of Educational Sciences,
Guidance and Counseling Program for one year. With these professional
experiences, she had the qualifications reported by NPHA Programmatic Standards
(Appendix A).

3.5.4. Peer Helping Service Delivery

The announcement of the program was made by a generic label “Peer
Helping Program” (Akran Danismanli§i Programi, in Turkish) based on the
recommendation of Myrick and Folk (1999) that a new program should begin with a
selected term or name, which describes it, best. With the initials of the Turkish name
of the program, A and D, a program logo was created as it appeared on all
advertisements, posters, brochures, and other items of the program. Program slogan
was also found together with peer helpers and was used to communicate the purpose

of the program as illustrated in Figure 3.3 (in Turkish).

40!

N

MERHABA ARKADASIM,
BIRISIYLE KONUSMAYA IHTIYACIM MI VAR DiYORSUN?

BIiRI SENIi DINLESIN,BIiRI SENi ANLASIN MI iSTIiYORSUN?

BEN BUNA GONULLUYUM, BURADAYIM, YANINDAYIM....

Figure 3.3. Peer Helping Program Logo and Slogan

Moreover, a “Peer Helping Brochure” was developed by the peer helpers
under the supervision of the program coordinator to introduce the program to their
peers. It addressed the principles of peer helping relationship, the responsibilities of
the peer helper, the nature of peer helping interview, and the way to make
appointments with the peer helpers (Appendix S). One hundred and fifty brochures
were printed and distributed in the faculty. A “Peer Helping Program Board” was

also prepared and hanged up to the corridor of the faculty. All the materials
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mentioned above were sticked on this board including poster, peer helping brochures,
a cardboard covering the photographs of all peer helpers and program coordinator,
and the information for making a contact with each peer helper. Besides, a “Peer
Helping Program Web Page” was prepared to present current information about the

peer helping program from http://egitim.ege.edu.tr/~ad.

In the present study, the format of peer helping program was maintained in
one-to-one basis referred in the literature with different names such as one-to-one
assistance (ASCA, 2002) and peer as special friends (Myrick & Folk, 1999). With
this format, peer helpers began to provide peer helping service to those students who
volunteered to attend peer helping program in the faculty. The program continued
one and a half month; started at the beginning of May and completed at the end of
the spring semester of 2003-2004 academic years. In order to arrange the
appointments with peer helpers, at least two peer helpers were made ready to meet
the peer helpees (students) in a room available at the faculty building between 11:00-
13:00 hours during the week in order to give information about the peer helping
program, if needed, and/or arrange peer helping interviews. Since the faculty did not
able to provide a room as a peer helping office because of limited physical setting,
peer helpers met with peer helpees in variety of setting including classrooms,
dormitories, and/or any quite place at the campus. As part of service delivery, it was
planned to allow each helper providing peer helping service to at least three peer
helpees. However, as it was previously mentioned, time constraints of service
delivery prevented some peer helpers to reach this number. Therefore, only one peer
helper interviewed 4 peers, four peer helpers interviewed 3 peers, seven peer helpers
interviewed 2 peers and three peer helpers interviewed only one peer. At the end of
one and a half month service delivery, 33 students/peer helpees received peer helping
services. During the termination session, each peer helpee was administered Peer
Helping Service Delivery Evaluation Form which was described in detail in
Instrumentation section, aiming at evaluating the degree of their satisfaction

concerning their peer helper and peer helping service.
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3.5.4.1. Supervision of Peer Helpers during Service Delivery

Program coordinator provided ongoing supervision throughout the service
delivery process. Each peer helper met individually with the trainer to answer
questions, to discuss the issues of common concerns, to receive support, to get help
in referring helpees to a professional if necessary, and review procedures for the
upcoming peer interview. Group supervision also provided twice a month to provide

feedback and to make evaluations among peer helpers.

3.5.5. Administrative Permission and Support

Prior to program implementation, administrative permission and support for
the program was obtained from Ege University, Faculty Administration of Education
by explaining the rationale, goals, and the overall research design of the study. In the
present study, gaining permission and support helped the researcher (a) to get
recommendation from faculty academic staff to nominate students for the program
and (b) to regulate the available places in the faculty for both training program for

the peer helpers and service delivery.

3.6. Data Analysis

The data obtained from the study were analyzed in several steps by following

the three phases of the study.

As it was mentioned in the research questions section of this study, the need
assessment phase of the study included three research questions. In understanding the
student preferences of peer helpers among the other helping agents, the mean ranks
assigned to the each group of persons were calculated and then to test the differences
in the ranking of persons, Friedman ANOVA by ranks was performed. As for the
second question of this part, i.e., students’ preferences of helping styles in receiving

help were examined by factor analysis. Finally, the third question of this part, i.e., the
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students’ reactions to the peer helping program were also examined through applying

descriptive statistics.

A diagram of experimental design used in the second phase of the study is as

follows.

The Randomized Pretest-Posttest Control Group Design with Follow-up test,
Using Matched Subjects

Experimental Group O M, X (0] 0

Control Group O M; X O O

The effectiveness of peer helping training program on the helping skills
(communication, empathic, and reflection skills) and the self-growth (self-esteem
and self-acceptance) of peer helpers, as for the experimental phase of the study, was
examined through employing a series of 2 (experimental-control groups) X 3 (pre-
post-follow up tests) repeated measures analysis of variance (ANOVA) by
controlling the basic assumptions for the repeated measures ANOVA in the present
study. Where the pretest comparison between the experimental and the control
groups was found to be significant, an analysis of covariance (ANCOVA) using pre-
test as covariate was employed by controlling the basic assumptions for the

ANCOVA in the present study.

Repeated Measures analysis applies to situations where the same
measurement is made multiple times on each subject or case. To use the repeated
measures analysis-of-variance technique, two types of factors are defined in the
model; between-subjects factors and within-subjects factors. A between-subjects
factor is any factor that divides the sample of subjects or cases into discrete
subgroups while a within-subjects factor is any factor that distinguishes
measurements made on the same subjects or case rather than distinguishing different
subjects or cases. In the analysis of this study, the factor group is a between-subjects
factor, and the factor time is a within-subjects factor. For repeated measures analysis,
the results for testing the effects of both the between-subjects factors and the within-

subjects factors in the model from a multivariate approach and a univariate approach
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are both provided. In this study, the univariate approach was used. The univariate
assumption is that the measurements are sampled from a multivariate normal
distribution, and the variance-covariance matrices are the same across the cells
formed by the between-subjects effects. In checking assumptions, the Mauchly test
of sphericity tests was used. If the sphericity could be assumed, Sphericity Assumed
was used to evaluate the significance of the F test with the original degrees of
freedom. However, if the sphericity could not be assumed, an adjustment value,
called epsilon, was used in order to multiply the numerator and denominator degrees
of freedom in the F test, and then, to evaluate the significance of the F test with the
new degrees of freedom. One of the more commonly used correction formulas, the
Huynh-Feldt Epsilon was used in the present study. Moreover, the significant main
effects and interaction effect were further analyzed by pairwise comparisons using
the Bonferroni adjustment for multiple comparisons (SPSS 7,5 Advanced Statistics,

n.d.).

Lastly, in the evaluation phase of the study, responses of the peer helpers and
the peer helpees to the evaluation forms were reported. The purpose was to present a
holistic picture of the peer helping program through the perceptions of peer helpers
and peer helpees. It also offered researcher as a way to reach and in-depth
understanding of reflections of them to the peer helping program. A qualitative
analysis was carried out based on the answers to open-ended questions asked to both
the peer helpers and the peer helpees through evaluation forms. The responses to the
questions were content analyzed. With content analysis, the qualitative data were
defined and the hidden information in data was revealed (Yildinm & Simsek, 2000).
The data, which were related in content, was grouped under some concepts and
themes and interpreted for the readers. Moreover, quantitative data gathered from

evaluations forms were also examined through applying descriptive statistics.

All the analyses were carried out by using Statistical Package for Social

Sciences (SPSS) programs for Windows 10.0 software.
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CHAPTER 1V

RESULTS

In this chapter, the results of the study are presented by following the three
phases of the present study. The first section includes the results of the need
assessment phase of the study. In the second section, results of the experimental
phase of the study regarding the effect of the peer helping training program on the
helping skills and the self-growth of the peer helpers are presented. The third section
displays the findings of evaluation phase of the study obtained from the evaluation
forms that were given both to the peer helpers and the peer helpees in order to

evaluate peer helping program.

4.1. Results of the Need Assessment Phase of the Study

The results of the need assessment phase of the study are presented based on
the three sub-questions of the first research question regarding the students’ (1) order
of preferences of helping agents, (2) ratings of preferences of helping styles in
receiving help, and (3) reactions to peer helping program in terms of their (a) beliefs
of its helpfulness, (b) willingness to apply to the program, and (c) preferences of the
areas of topics that they ask for help.

4.1.1. Results Regarding the Students’ Order of Preferences of Helping Agents

Students were presented with eight categories of persons (e.g. friends,
parents, peer helper, helping professional) and asked to rank the order of their
preferences of peer helper among other helping agents. In understanding the
students’ preferences of helpers, the nonparametric statistical technique was used

because of the ordinal level of measurement. For this purpose, the mean ranks
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assigned to the each group of persons (parents, same-sex friend, opposite-sex friend,
acquaintance, relatives, academic advisor, peer helper, helping professional, i.e.,
counselor, psychologist, psychiatrist) were calculated. In testing the differences in
the ranking of persons, Friedman ANOVA by ranks was performed. Table 4.1
presents the mean ranks assigned to the eight categories of persons. Low rank

numbers indicate high preference.

Table 4.1. Mean Ranks of Students’ Preferences of Helping Agents

Helping Agents Mean Rank Rank
Parents 2.84 2
Same-Sex Friend 2.33 1
Opposite-Sex Friend 4.73 3
Acquaintance 5.28 4
Relatives 591 7
Academic Advisor 6.02 8
Peer Helper 5.58 5
Helping Professional 5.60 6

(Counselor, Psychologist, Psychiatrist)

* Low rank numbers indicate high preference

As seen in Table 4.1, mean ranks regarding the students’ preferences of
helpers, from the highest preference to the lowest one, were 2.33 for same-sex friend,
2.84 for parents, 4.73 for opposite-sex friend, 5.28 for acquaintance, 5.58 for peer
helper, 5.60 for helping professional, 5.91 for relatives, and 6.02 for academic
advisor. The result of Friedman test was significant, x* (8, N = 316) = 779.22, p =
.000. The Kendall coefficient of concordance of .30 indicated fairly strong
differences among 8 categories. Follow-up pairwise comparisons were conducted
using a Wilcoxon test and controlling the Type I errors across these comparisons at
the .05 level using the LSD procedure in order to evaluate comparisons between the
pairs of the mean ranks of helping agents. The results revealed significant differences

between the pairs of the mean ranks of helping agents as shown in Table 4.2.
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Table 4.2. The Results of the Wilcoxon Follow-Up Tests for Helping Agents

Helping Parent | SS.friend | OS.friend | Acquain | Relative | Advisor |Peer Professi.
Agents Helper

Parent - -3.269%** -8.974** | -11.403%* | -13.504** | -12.919%* | -12.027** | -11.335%*
SS.friend - - -12.586%* | -13.683** | -14.245%* | -13.481** | -13.414** | -12.169%*
OS.friend - - - -3.239%% | -6.170%* | -7.008** | -4.941** | -4.100%**
Acquain. - - - - -4.051%* | -4.347** | -2.075*% -.907
Relative - - - - - -963 -1.815 -1.694
Advisor - - - - - - -3.332%* | 3.121%*
Peer - - - - - - - -413
Helper

Professi. - - - - - - - -

*p <.01, *p <.05

As seen in Table 4.2, there were significant differences between the pairs of

the mean ranks of the helping agents (z scores changed between z = -2.075 and z = -

14.245, p < .01 except for the pairs of mean ranks between acquaintance and helping

professional [z

helper, and helping professional [z = -.963; z = -1.815 and z =

-.907, p > .05]; between relatives and academic advisor, peer

-1.694 p > .05,

respectively]; and between helping professional and peer helper [z = -.413, p > .05] ).
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The box plot of the non-ranked categories of the agents of helper is also

illustrated in Figure 4.1.

—
2
g 10 1
o ane
© 8 1 31
2
=
&
< 6
oG
S
g 4
=i
(o]
ot
& 2
O
e
[a W)
0 T
N= 316 316 316 316 316 316 316 316
4 T Fy B %,
(o) @ 9@ . '5’0) ’e D,
% Q %, %, 9 @ 4 %,
T R Y, e %, %,
3, Y % ‘s & “©
J}o + G Q.. %,
2 28 g,
(g /@o *Poj‘ J}O
(4 09”/
Agents of Helper

Figure 4.1. The Box Plot of Non-Ranked Categories of Agents of Helper

4.1.2. Results Regarding the Students’ Degree of Preferences of Helping Styles
Students were asked to rate each of the 13 types of helping styles (HS) on a
5-point Likert type scale ranging from “not prefer at all (1)” to “prefer very much

(5)”. The means and standard deviations of the 13 types of helping styles are
presented in Table 4.3.
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Table 4.3. Means and Standard Deviations of the Types of Helping Styles

Types of Helping Styles M SD
Advice giving 2.05 1.1
Solution finding 3.86 1.1
Giving suggestion 4.33 0.9
Consoling 1.76 1.1
Comforting 4.02 1.1
Showing different alternatives 4.59 0.6
Interpreting and analyzing 3.98 1.1
Reassuring, sharing and supporting 4.52 0.8
Giving examples from own life 3.36 1.2
Giving examples from others’ life 3.23 1.3
Active listening 4.32 0.9
Nonjudgmental understanding 431 1.1
Seeking alternatives 4.50 0.8

As shown in Table 4.3, mean scores regarding the students’ preferences of
types of helping styles were 2.05 for advice giving, 3.86 for finding solution, 4.33 for
giving suggestion, 1.76 for consoling, 4.02 for comforting, 4.59 for showing different
alternatives, 3.98 for interpreting and analyzing, 4.52 for reassuring, sharing and
supporting, 3.36 for giving examples from own life, 3.23 for giving examples from
others’ life, 4.32 for active listening, 4.31 for nonjudgmental understanding, and 4.50
for seeking alternatives with the standard deviations of 1.1, 1.1, 0.9, 1.1, 1.1, 0.6, 1.1,
0.8,1.2,1.3,0.9, 1.1, and 0.8, respectively.

Ratings for the helping styles of showing different alternatives; reassuring,
sharing and supporting; seeking alternatives with you; giving suggestion; active
listening; nonjudgmental understanding, comforting, finding solution, and
interpreting and analyzing were found to be skewed toward “prefer very much”. For
the helping styles of giving examples from own life and giving examples from

others’ life were bipolar either “prefer very much” or “not prefer at all”’. However,
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ratings for the helping styles of consoling and advice giving were found to be skewed

toward “not prefer at all”.

The box plot of the students’ preferences of the types of helping styles is
illustrated in Figure 4.2.
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Figure 4.2. The Box Plot of the Students’ Preferences of the Types of Helping Styles

4.1.2.1. Factor Analysis of the Types of Helping Styles

In order to examine the factor structures of the 13 types of helping styles in
the sample of the need assessment phase of the study, principal component
analysis with Varimax rotation was conducted by employing an eigenvalue of 1.00
as the criterion. Results of the analysis yielded 4 factors, which explained 55.79 %
of the total variance. The first factor accounted for 26.14 % of the total variance,
the second factor accounted for 11.82% of the total variance while the third and

fourth factors accounted for 9.45 % and 8.38 %, respectively. The composition of
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the factors, the factor loadings and the communalities of the 13 types of helping

styles were presented in Table 4.4.

Table 4.4. The Composition of the Factors, the Factor Loadings and the
Communalities of the 13 Types of Helping Styles

Item No Factor 1 Factor 2 Factor 3  Factor 4 Communalities
12 736 .031 138 -.092 570
8 679 .043 .015 .057 466
13 595 324 .090 -.090 476
11 570 153 207 .020 392
5 546 .149 011 513 583
3 262 725 .038 .020 .596
7 .008 .650 322 .030 528
2 .057 .602 -.130 118 396
6 404 515 243 -.070 493
10 153 .073 858 .067 770
9 186 .075 .848 137 778
4 -.296 -.063 .076 851 735
1 .021 291 .205 509 473

As seen in Table 4.4, first factor included five helping styles, namely,
(1) nonjudgmental understanding, (2) reassuring, sharing and supporting, (3)
seeking alternatives with you, (4) active listening, and (5) comforting. Second
factor consisted of four helping styles, namely, (1) giving suggestion, (2)
interpreting and analyzing, (3) solution finding, and (4) showing different
alternatives. Third factor consisted of two helping styles, namely, (1) giving
examples from own life and (2) giving examples from others’ life. Finally, fourth

factor included two helping styles, namely, (1) consoling and (2) advice giving.
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Considering the item compositions of helping styles within the factors,
factor 1 can be labeled as “non-directive helping style” or “empathic responses”
while factor 2 can be named as “directive helping styles” or “instrumental
responses”. Factor 3 apparently implies “self-disclosure”. Factor 4 consists of
helping styles that can be considered as “non-helpful styles” or “communication

blocks”.

4.1.3. Results Regarding the Students’ Reactions to Peer Helping Program

In this part, first, a brief introduction was given about the peer helping
program and then, the students were asked to rate three 5-point Likert type scale
items in order to assess their reactions to peer helping program in terms of their (a)
beliefs about its helpfulness, (b) willingness to apply to the program, and (c)
preferences of the areas of topics they ask help such as academic, personal, career,
interpersonal areas. Table 4.5 presents the means and standard deviations of the

students’ reactions to peer helping program with respect to each item.

Table 4.5. Means and Standard Deviations of the Students’ Reactions to the Peer

Helping Program

Reactions to Peer Helping Program M SD
Beliefs of its helpfulness 3.51 0.9
Willingness to apply 3.31 0.8
Preference of academic topics 3.73 1.1
Preference of personal topics 3.01 1.3
Preference of career topics 4.11 1.0
Preference of interpersonal relationships topics 3.47 1.3

As shown in Table 4.5, mean scores of the first two items were 3.51 for
beliefs of program’s helpfulness, 3.31 for willingness to apply to the program while
mean scores of the preferences of the areas of topics were 3.73 for the academic

topics, 3.01 for the personal topics, 4.11 for the career topics, and 3.47 for the
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interpersonal relationships topics. Standard deviations of these items were 0.9, 0.8,

1.1, 1.3, 1.0, and 1.3, respectively.

Ratings for students’ beliefs of program’s helpfulness and their willingness to
apply to the program were found to be skewed toward “applying to program”. For
their preferences of the areas of career, academic, and interpersonal relationships
topics were found to be skewed toward “wanting to get help very much”. However,
ratings for their preferences of the areas of personal topics were bipolar (or
symmetrical) either “not wanting to get help at all” or “wanting to get help very

much”.

The box plot of the students’ reactions to the peer helping program is

illustrated in Figure 4.3.
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Figure 4.3. The Box Plot of the Students’ Reactions to the Peer Helping Program
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4.2. Results of the Experimental Phase of the Study

In order to investigate the effect of the peer helping training program on the
helping skills and the self-growth of the peer helpers, a pre-test post-test control
group experimental design study was carried out with a sample of 31 participants (15
experimental group and 16 control group). The participants also administered six-
month follow-up test to gain more insight into the long-term effects of peer helping
training program. In order to analyze the data, a series of 2 (experimental-control
groups) X 3 (pre-post-follow up measurements) repeated measures analysis of
variance (ANOVA) was employed by controlling the basic assumptions of the
repeated measures ANOVA in the present study. Where the pretest comparison
between the experimental and the control groups was found to be significant, an
analysis of covariance (ANCOVA) using pre-test as covariate was also employed by

controlling the basic assumptions of the ANCOVA in the present study.

In this phase of the study, two groups of instruments were used; one for
measuring the helping skills and the other for assessing the self-growth of
participants. The instruments, namely Communication Skills Evaluation Scale
(CSES), Empathic Skill Scale-B Form (ESS-B), Reflection Skills Evaluation Form
(RSEF) were used to measure helping skills of participants. Rosenberg Self-Esteem
Scale (RSS) and Self-Acceptance Inventory (SAI) were also used to measure the
self-growth of the participants.

The results of the experimental phase of the study are presented in three sub-
sections. First, the comparison of the pre-test scores of CSES, ESS-B, RSEF, RSS,
and SAI of the experimental and the control group participants before training is
presented. The second subsection displays the results related to the effect of peer
helping training program on the helping skills of peer helpers. Finally, the results
related to the effect of peer helping training program on the self-growth of peer

helpers are presented in the third subsection.
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4.2.1. Results Related to the Comparison of the Pretest Scores of the

Instruments of the Experimental and the Control Groups

Prior to the assessment of the effectiveness of the peer helping training
program, t-test procedures were performed on the pretest scores of the total
participants of the experimental and the control groups for the purpose of ensuring
the equivalence of the mean scores of CSES, ESS-B, RSEF, RSS, and SAI. The
means and standard deviations of CSES, ESS-B, RSEF, RSS, and SAI along with the

t-test comparisons are presented in Table 4.6.

Table 4.6. Pre-test Scores of CSES, ESS-B, RSEF, RSS, and SAI of the Participants

of the Experimental and the Control Groups

Experimental Group Control Group
Scales M SD M SD t p
CSES 104.1 8.2 107.0 6.1 -1.138 265
ESS-B 164.5 323 147.0 24.5 1.702 946
RSEF 8.4 4.4 5.6 1.3 2.428 .022%*
RSS 32.2 2.8 32.1 33 .068 .099
SAI 171.1 27.4 173.2 26.4 -219 .828

*p<.05

As seen in Table 4.6, experimental and control groups did not differ
significantly on the pretest measures of CSES, ESS-B, RSS, and SAI (t = -1.138,
1.702, .068, and -.219, respectively, p > .05). However, experimental and control
groups differed significantly on the pretest measure of RSEF (t (29) = 2.428, p <
.05). Therefore, an analysis of covariance (ANCOVA) using pre-test measure as
covariate was conducted to assess the differences between experimental and control

groups in terms of their post-test, and follow-up test of RSEF.
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4.2.2. Results Related to the Effect of Peer Helping Training Program on the
Helping SKkills of the Peer Helpers

In order to investigate the effect of the peer helping training program on the
helping skills of peer helpers, the instruments, namely Communication Skills
Evaluation Scale (CSES), Empathic Skill Scale-B Form (ESS-B), Reflection Skills

Evaluation Form (RSEF) were used.

4.2.2.1. Results Regarding Communication Skills

The means, standard deviations of the pre-test, post-test, and follow up test
scores of Communication Skills Evaluation Scale (CSES) for the experimental and

the control groups are presented in Table 4.7.

Table 4.7. Means and Standard Deviations of the Pre-Test, Post-Test, and Follow-Up
Test Scores of CSES for the Experimental and the Control Groups

Groups Test N M SD
Pre-Test 15 104.1 8.2

Experimental =~ Post-Test 15 106.3 8.0
Follow-Up Test 15 108.0 7.9
Pre-Test 16 107.0 6.1

Control Post-Test 16 102.7 11.2
Follow-Up Test 16 106.7 8.9

As can be seen from Table 4.7, the pre-test, post-test, and follow up test mean
scores of CSES for the experimental group were 104.1, 106.3, and 108.0 with the
standard deviations of 8.2, 8.0, and 7.9, respectively. The control group’s pre-test,
post-test, and follow up test mean scores of CSES were 107.0, 102.7, and 106.7 with

the standard deviations of 6.1, 11.2, and 8.9, respectively.

Table 4.8 presents the results of the repeated measures analysis of variance
(ANOVA) on the pre-test, post-test, and follow up test scores of the CSES for the

experimental and the control groups.
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As seen in Table 4.8, there was neither a significant main effect for time (F =
2.133, p > .05), nor a significant main effect for group (F = .067, p > .05). There was
also no significant interaction effect of time X group (F = 2.882, p > .05), indicating
that there was no significant difference between experimental and control groups

across pre-test, post-test and follow-up test scores of CSES.

Table 4.8. The Results of the Repeated Measures ANOVA for Pre-test, Post-test and
Follow Up Test Scores of the CSES for the Experimental and the Control Groups

SOURCE SS df MS F Sig. 7’
Between-Subjects  346614.452 1 346614.452

Group 3.527 1 3.527 067 798 .00
(Exp.-Control)

Error 1533.261 29 52.871

Within-Subjects

Time 127.502 2 63.751 2.133 128 .07
(Pre-Post-Follow)

Time X Group 172.276 2 86.138 2.882  .064 .09
Error 1733.358 58 29.885

The profile plot of pre-test, post-test and follow up test mean scores of CSES

for the experimental and the control groups is illustrated in Figure 4.4.
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Figure 4.4. The Profile Plot of Pre-Test, Post-Test and Follow-up Test Mean Scores

of CSES for the Experimental and the Control Groups

4.2.2.2. Results Regarding Empathic Skills

The means,

standard deviations of the pre-test, post-test, and follow up test

scores of Empathic Skill Scale-B Form (ESS-B) for the experimental and the control

groups are presented in Table 4.9.
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Table 4.9. Means and Standard Deviations of the Pre-Test, Post-Test, and Follow-Up
Test Scores of ESS-B for the Experimental and the Control Groups

Groups Test N M SD
Pre-Test 15 164.5 323

Experimental =~ Post-Test 15 200.7 11.7
Follow-Up Test 15 205.7 9.9

Pre-Test 16 147.0 24.5

Control Post-Test 16 162.1 40.6
Follow-Up Test 16 177.1 37.7

As shown in Table 4.9, the pre-test, post-test, and follow up test mean scores
of ESS-B of the experimental group were 164.5, 200.7, and 205.7 with the standard
deviations of 32.3, 11.7, and 9.9, respectively. The control group’s pre-test, post-test,
and follow up test mean scores of ESS-B were 147.0, 162.1, and 177.1 with the
standard deviations of 24.5, 40.6, 37.7, respectively.

Table 4.10 presents the results of the repeated measures analysis of variance

(ANOVA) on the pre-test, post-test, and follow up test scores of the Empathic Skill
Scale-B Form (ESS-B) for the experimental and the control groups.
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Table 4.10. The Results of the Repeated Measures ANOVA for Pre-test, Post-test
and Follow Up Test Scores of the ESS-B for the Experimental and the Control

Groups

SOURCE SS Df MS F Sig. n’
Between-Subjects  961294.156 1 961294.156

Group 6177.941 1 6177.941 11.011 .002** .28
(Exp.-Control)

Error 16270.597 29 561.055

Within-Subjects

Time 20990.858  1.558  13470.830  25.227 .000** .47
(Pre-Post-Follow)

Time X Group 1741.954 1.558  1117.895 2.093 .145 .07
Error 24130.497  29.000 832.086

*p<.05, **p <.01

In this measurement, the sphericity assumption was not met, W (2) = .620, p <
.01, so the Huynh-Feldt correction was applied. As seen in Table 4.10, the results
yielded both significant main effect for time (F = 25.227, p < .01, 1”|2 = .47), and
significant main effect for group (F = 11.011, p < .01, n° = .26), indicating that there
was a significant difference between experimental and control groups in the pre-test,
post-test and follow-up test scores of ESS-B. However, there was no significant

interaction effect of time X group (F = 2.093, p > .05).

The significant main effects of time were further analyzed by pairwise
comparisons using the Bonferroni adjustment for multiple comparisons. For the
experimental group participants, there was a significant increase in the ESS-B scores
from pretest (M = 164.5, SD = 32.3) to the posttest (M = 200.7, SD = 11.8, p < .01,
nz =.63), and from the pretest (M = 164.5, SD = 32.3) to the follow-up test (M =
205.7, SD =9.9, p < .01, n2 = .66), but there was no difference between the posttest
and the follow-up test. For the control group participants, there was a significant
increase in the ESS-B scores from pretest (M = 147, SD = 24.5) to the follow-up test
M =177.1,SD =377, p < .01, T]2 = .41), and from the posttest (M = 162.1, SD =
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40.6) to the follow-up test (M = 177.1, SD =37.7, p < .01, n* = .33), but there was no

difference between the pretest and posttest.

Although a significant increase was observed for the control group
participants with the length of time, based on the means in Table 4.9, the profile plot
in Figure 4.5, and the effect sizes reported above for both groups, it was evident that
for all time periods, the experimental group participants had higher scores on the
measure of ESS-B than the control group participants. In other words, the results
showed that peer helping training program was effective on improving the empathic
skills of the experimental group participants as compared to the control group

participants.

The profile plot of pre-test, post-test and follow up test mean scores of ESS-B

for the experimental and the control groups is illustrated in Figure 4.5.
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Figure 4.5. The Profile Plot of Pre-Test, Post-Test and Follow Up Test Mean Scores

of ESS-B for the Experimental and the Control Groups
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4.2.2.3. Results Regarding Reflection Skills

The means, standard deviations of the pre-test, post-test, and follow up test
scores of Reflection Skills Evaluation Form (RSEF) for the experimental and the

control groups are presented in Table 4.11.

Table 4.11. Means and Standard Deviations of the Pre-Test, Post-Test, and Follow-

Up Test Scores of RSEF for the Experimental and the Control Groups

Groups Test N M SD
Pre-Test 15 8.4 4.4

Experimental =~ Post-Test 15 20.0 1.5
Follow-Up Test 15 20.3 1.4

Pre-Test 16 5.6 1.3

Control Post-Test 16 9.7 4.8
Follow-Up Test 16 12.0 5.8

As seen in Table 4.11, the pre-test, post-test, and follow up test mean scores
of RSEF for the experimental group were 8.4, 20.0, and 20.3 with the standard
deviations of 4.4, 1.5, and 1.4, respectively. The control group’s pre-test, post-test,
and follow up test mean scores of RSEF were 5.6, 9.7, and 12.0 with the standard
deviations of 1.3,.4.8, and 5.8, respectively.

Since experimental and control groups differed significantly on the pretest
measure of RSEF (t (29) = 2.428, p < .05), an analysis of covariance (ANCOVA)
using pre-test measure as covariate was conducted to assess the differences between
experimental and control groups in terms of their post-test, and follow-up test
measures of RSEF by controlling the basic assumptions for the ANCOVA. Before
conducting ANCOVA, a preliminary analysis evaluating the homogeneity-of-slopes
assumption indicated that the relationship between the covariate and the dependent
variables did not differ significantly as a function of the independent variable, (F

(1,27) = 3.624, MSE = 25.04, p > .05, 1> = .12).
p n
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Table 4.12 presents the results of the analysis of covariance (ANCOVA)
using the pretest as covariate on the post-test and follow up test scores of the RSEF

for the experimental and the control groups.

Table 4.12. The Results of the Repeated Measures ANCOVA for Post-Test and
Follow-Up Test Scores of the RSEF for the Experimental and the Control Groups

Using the Pre-Test as Covariate

SOURCE SS Df MS F Sig. n’
Between-Subjects 2041.959 1 2041.959

Group 999.742 1 999.742 36.498 .00*%* .57
(Exp.-Control)

Error 766.961 28 27.391

Within-Subjects

Time 5.436 1.000 5.436 1.311 .26 .05
(Post-Follow)

Time X Pretest 102 1 102 .025 .88 .00
Time X Group 12.520 1.000 12.520 3.020 .09 .09
Error 116.084 28.000  4.146

*p<.05, **p<.01

In this measurement, the sphericity assumption was not met, W (0) = 1.000, p <
.01, so the Huynh-Feldt correction was applied. As shown in Table 4.12, there was
no significant main effect for time (F = 1.311, p > .05), and no significant interaction
effect of time X group (F = 3.020, p > .05), but there was a significant main effect for
group (F = 36.498, p < .01, n° = .57), indicating that there was a significant

difference between the experimental and the control groups on the scores of RSEF.

Based on the means in Table 4.11, the profile plot in Figure 4.6, and the
effect sizes reported above for the group main effect, it was evident that the
experimental group participants had higher scores on the measure of RSEF than the

control group participants. In other words, peer helping training program was
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effective on improving the helping skills of the experimental group participants as

compared to the control group participants.

The profile plot of pre-test, post-test and follow up test mean scores of RSEF

for the experimental and the control groups is illustrated in Figure 4.6.
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Figure 4.6. The Profile Plot of Pre-Test, Post-Test and Follow Up Test Mean Scores
of RSEF for the Experimental and the Control Groups

4.2.3. Results Related to the Effect of Peer Helping Training Program on the
Self-Growth of the Peer Helpers

In order to investigate the effect of the peer helping training program on the

self-growth of the peer helpers, the instruments, namely, Rosenberg Self-Esteem

Scale (RSS) and Self-Acceptance Inventory (SAI) were used.
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4.2.3.1. Results Regarding Self-Esteem

The means, standard deviations of the pre-test, post-test, and follow up test
scores of Rosenberg Self-Esteem Scale (RSS) for the experimental and the control

groups are presented in Table 4.13.

Table 4.13. Means and Standard Deviations of the Pre-Test, Post-Test, and Follow-

Up Test Scores of RSS for the Experimental and the Control Groups

Groups Test N M SD
Pre-Test 15 322 2.8

Experimental =~ Post-Test 15 33.7 4.3
Follow-Up Test 15 353 4.0

Pre-Test 16 32.1 33

Control Post-Test 16 324 2.9
Follow-Up Test 16 34.1 33

As seen in Table 4.13, the pre-test, post-test, and follow up test mean scores
of RSS of the experimental group were 32.2, 33.7, and 35.3 with the standard
deviations of 2.8, 4.3, and 4.0, respectively. The control group’s pre-test, post-test,
and follow up test mean scores of RSS were 32.1, 32.4, and 34.1 with the standard
deviations of 3.3, 2.9, and 3.3, respectively.

The results of repeated measures of variance for pre-test, post-test and follow
up test scores of the RSS for the experimental and the control groups are presented in

Table 4.14.
As seen in Table 4.14, there was no significant main effect for group (F = .868,

p > .05), and no significant interaction effect of time X group (F = .500, p > .05), but

there was a significant main effect for time (F = 6.895, p < .01, N> =.19).
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Table 4.14. The Results of the Repeated Measures ANOVA for Pre-test, Post-test
and Follow Up Test Scores of the RSS for the Experimental and the Control Groups

SOURCE SS df MS F Sig. n’
Between-Subjects 34371.336 1 34371.336

Group 6.003 1 6.003 .868 359 .03
(Exp.-Control)

Error 200.520 29 6.914

Within-Subjects

Time 105.171 2 52.586 6.895  .002** .19
(Pre-Post-Follow)

Time X Group 7.623 2 3.811 .500 .609 .02
Error 442.356 58 7.627

*p <.05, ** p<.01

The significant main effects of time were further analyzed by pairwise
comparisons using the Bonferroni adjustment for multiple comparisons. For the
experimental group participants, there was a significant increase in the RSS scores
from pretest (M = 32.2, SD = 2.8) to the follow-up test (M = 35.3, SD =4.0, p < .05,
n2 = .44), but there was no difference between pretest and posttest, and posttest and
the follow-up test. For the control group participants, there was no significant

difference on time periods.

In conclusion, based on the means in Table 4.13, the profile plot in Figure
4.7, and the effect size reported above for the experimental group, there was a
significant increase in the experimental group participants’ self-esteem scores from

the pre-test and the follow-up test, which can be attributed to the training.
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The profile plot of pre-test, post-test and follow up test mean scores of RSS for

the experimental and the control groups is illustrated in Figure 4.7.
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Figure 4.7. The Profile Plot of Pre-Test, Post-Test and Follow Up Test Mean Scores
of RSS for the Experimental and the Control Groups

4.2.3.2. Results Regarding Self-Acceptance

Table 4.15 presents means and standard deviations of the pre-test, post-test, and
follow up test scores of Self-Acceptance Inventory (SAI) for the experimental and

the control groups.

As shown in Table 4.15, the pre-test, post-test, and follow up test mean scores
of SAI of the experimental group were 171.1, 193.1, and 191.4 with the standard
deviations of 27.4, 28.9, and 38.5, respectively. The control group’s pre-test, post-
test, and follow up test mean scores of SAI were 173.2, 168.8, and 183.9 with the
standard deviations of 26.4, 29.1, and 32.4, respectively.
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Table 4.15. Means and Standard Deviations of the Pre-Test, Post-Test, and Follow-
Up Test Scores of SAI for the Experimental and the Control Groups

Groups Test n M SD
Pre-Test 15 171.1 274

Experimental =~ Post-Test 15 193.1 28.9
Follow-Up Test 15 191.4 38.5

Pre-Test 16 173.2 26.4

Control Post-Test 16 168.8 29.1
Follow-Up Test 16 183.9 324

Table 4.16 presents the results of the repeated measures analysis of variance
(ANOVA) on the pre-test, post-test, and follow up test scores of the Self-Acceptance

Inventory (SAI) for the experimental and the control groups.

Table 4.16. The Results of the Repeated Measures ANOVA for Pre-test, Post-test
and Follow Up Test Scores of the SAI for the Experimental and the Control Groups

SOURCE SS df MS F Sig. n’
Between-Subjects 1005981.071 1 1005981.071

Group 763.265 1 763.265 1.106  .302 .04
(Exp.-Control)

Error 20011.782 29 690.061

Within-Subjects

Time 3748.171 2 1874.086 5.002 .01** 15
(Pre-Post-Follow)

Time X Group 2786.365 2 1393.182 3.719  .03* 11
Error 21730.108 58 374.657

*p<.05,**p<.01

As seen in Table 4.16, there was a significant main effect for time (F = 5.002,

p < .01, n*=.15), and a significant interaction effect of time X group (F = 3.719, p <

.05, m? = .11), but no significant main effect for group (F = .1.106, p > .05). In other
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words, there was a significant difference between experimental and control groups

across pre-test, post-test and follow-up test scores of SAI.

The significant main effect of time, and the significant interaction effect of
time X group were further analyzed by pairwise comparisons using the Bonferroni
adjustment for multiple comparisons. For the experimental group participants, there
was a significant increase in the SAI scores from pretest (M = 171.1, SD = 27.4) to
the posttest (M = 193.1, SD = 28.9, p < .05, 1]2 = .43), but there was no difference
between the pretest and the follow-up test, and posttest and the follow-up test. For
the control group participants, there was a significant increase in the SAI scores from
posttest (M = 168.8, SD = 29.1) to the follow-up test (M = 183.9, SD =32.4, p <.05,
N’ = .34), but there was no difference between pretest and the posttest, and pretest

and the follow-up test.

Although a significant increase was observed for the control group
participants between posttest to the follow-up test, based on the means in Table 4.15,
the profile plot in Figure 4.8, and the effect sizes reported above for both groups, it
was evident that, the experimental group participants had higher scores on the
measure of SAI than the control group participants. In other words, there was a
significant increase in the experimental group participants’ self-acceptance scores

from the pretest and the posttest, which can be attributed to the training.

The profile plot of pre-test, post-test and follow up test mean scores of SAI

for the experimental and the control groups is illustrated in Figure 4.8.
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Figure 4.8. The Profile Plot of Pre-Test, Post-Test and Follow Up Test Mean Scores
of SAI for the Experimental and the Control Groups

4.3. Results of the Evaluation Phase of the Study

The results of the evaluation phase of the study are presented in two sub-
sections. First, evaluations of the peer helpers about the peer helping program with
respect to (a) peer helping training program, (b) trainer’s qualifications, (c) their
experiences of becoming a peer helper, and (d) peer helping service delivery are
presented. Then, the evaluations of peer helpees about the peer helping program with
respect to (a) peer helping service delivery, and (b) attitudes and behaviors of peer

helpers are presented.
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4.3.1. Results Related to the Evaluations of the Peer Helpers about the Peer
Helping Program

After the completion of the peer helping program, the experimental group
participants, that is, peer helpers were given an evaluation form in order to assess

their reactions to peer helping program.

For this purpose, peer helpers were asked to response 14 open-ended

questions (Appendix K).

Out of 14 questions, five of them were related with overall process of peer
helping program (ql, q7, g8, q13, q14) while three of them were related with peer
helping training program (q3, q4, q5), one related with the trainer (q6), two related
with their experiences of becoming a peer helper (g2, q9), and three related with peer

helping service delivery (q10, q11, q12).

A qualitative analysis of peer helpers’ responses to 14 open-ended questions
on the evaluation form was performed. The responses to the questions were content
analyzed and the themes were identified for the program in relation to (a) the
expectations from the program, (b) the most pleasurable and the most difficult
experience in the overall process, (c) the degree of recommending the peer helping
program to the friends who want to be a peer helper, and (d) additional comments

and suggestions, if any.

Expectations from the peer helping program. Peer helpers’ answers regarding
their expectations from the program were coded based on the four expectations; (1)
career related expectations such as making contribution to the professional
development, (2) personal expectations such as personal growth and development,
(3) interpersonal expectations such as developing effective interpersonal relationship
and communication skills, (4) helping related expectations such as learning to help

people effectively.
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The most pleasurable experience in the overall process. Peer helpers’ answers
regarding the most pleasurable matter in the overall process were coded based on the
three main aspects of the program; (1) personal growth workshops, (2) role played
peer helping interviews and feedbacks/discussions regarding the performance of the

each peer helper, and (3) termination session of the peer helping training program.

The most difficult experience in the overall process. Peer helpers’ answers
regarding the most difficult experience in the overall process were coded based on
the two main aspects of the program; (1) role played peer helping interviews and (2)
usage of and practicing some of the helping skills such as questioning, reflecting

feelings and confrontation.

Recommending the peer helping program to the friends who want to be a
peer helper. All peer helpers recommended the program to everyone who wants to be
a peer helper based on some explanations and advices such as “friends should have
some required characteristics for becoming a peer helper since it was a serious
responsibility”, “it was a special opportunity for personal growth”, “it was an
opportunity to learn helping because after training I told to myself that I help others”,
“it was a necessary program for our society since being listened is a luxury during

these times”.

Additional comments and suggestions about the peer helping program. Peer
helpers’ answers regarding additional comments and advices were coded based on
the three themes; (1) suggestions such as introduction of peer helping program
should continue, everybody should be informed about the program, training for the
new peer helpers should be continued, peer helping services should be continued,
peer helping services should be utilized not only in Faculty of Education but also in
all faculties of the university, (2) comments such as duration of training should be
increased, the grants for the program should be found since the invoice of mobile
phones were increased because of this program, (3) appreciations, such as “thank
you, I feel lucky because of being a part of this program, and special peer group”,
“thanks a lot, becoming a part of this program and utilizing this service to my peers

was a privilege”, “I never forget this program, it has a special and important place in
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my university life”, “The most joyful, helpful, and self-growth oriented experience in

the name of searching the meaning of life and meeting with special persons”.

4.3.1.1. Results Regarding Evaluations of the Peer Helpers about Peer Helping

Training Program

Peer helpers were asked to write their opinions about the peer helping
training program regarding (a) the most and the least helpful parts, (b) the degree of
its effectiveness for preparing them as a peer helper, (c) the adequacy of training
period with respect to numbers of sessions, duration of sessions, and number of

personal growth workshops.

The most helpful parts of the training program. Peer helpers’ answers
regarding the most helpful parts of training program were coded based on the four
main aspects of the training program; (1) personal growth workshops, (2) role played
peer helping interviews and feedbacks/discussions regarding the performance of the
each peer helper, (3) supervision for peer helping interviews, and (4) peer helper

group interaction.

The least helpful parts of training program. Peer helpers’ answers regarding
the least helpful parts of training program were focused on one specific point, that is,
most of them reported that “if they have a chance to start again, they will try to

benefit much more from role played practices and peer helper group interaction”.

The effectiveness of training program for preparing them as a peer helper.
Peer helpers’ answers regarding effectiveness of training program were focused on
one specific aspect of training program, that is, role played peer helping interviews
and feedbacks/discussions regarding the performance of the each peer helper.
Moreover, they reported some comments/inadequacies such as adding some special
topics to training, increasing the number of role played interviews, and personal

growth workshops.
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The adequacy of training period. Peer helpers’ answers regarding the
adequacy of training period were coded on two themes; (1) finding the training
period adequate, (2) advices such as role played peer helping interviews and personal
growth workshops should be increased, new special topics should be added, i.e.,

conflict management.

4.3.1.2. Results Regarding Evaluations of the Peer Helpers about the Trainer

Peer helpers were asked to write their opinions about the trainer in terms of

trainer’s academic and personal qualities.

Trainer’s academic qualities. Peer helpers’ answers regarding the trainer’s
academic qualities were coded based on the three qualities of the trainer; (1) Well-
informed and well equipped, (2) an effective trainer, (3) a good model. However,

some of the peer helpers criticized the trainer for becoming too disciplined.

Trainer’s personal qualities. Peer helpers’ answers regarding the trainer’s
personal qualities were focused on some personal characteristics such as kindness,
sincere, humanistic, joyful, energetic, cheerful, patient, disciplined, tidy, fastidious,
precise, and trustworthy. Besides, many of them reported similar ideas such as “I
wonder how she becomes teacher and friend at the same time without confusing the
two” or “she is not only like a close friend but also a teacher who gives the message
that she has leadership responsibilities”. However, one peer helper criticized the
trainer for becoming too furious while the other one criticized the trainer for losing

objectivity sometimes.

4.3.1.3. Results Regarding Evaluations of the Peer Helpers about Their

Experiences of Becoming Peer Helper
Peer helpers were also asked to write their experiences of becoming a peer

helper in terms of (a) the effects of being a peer helper in their academic, social, and

personal life, and (b) their feelings about being a part of peer helpers group.
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The effects of becoming a peer helper to academic life. Peer helpers’ answers
regarding the effects of becoming a peer helper to their academic life were coded as;
(1) contributions to the professional development for becoming an effective
counselor or teacher, (2) confidence in academic ability, (3) regular attendance to
classes and hard-studying, (4) increase in grades, (5) effective time management, (6)
low test anxiety, (7) awareness of the right for becoming unsuccessful sometimes, (8)
learning not to fear from making mistakes. However, one peer helper reported that

there was no effect.

The effects of becoming a peer helper to social life. Peer helpers’ answers
regarding the effects of becoming a peer helper to their social life were focused on
the following effects; (1) broadening social environment and meeting with new
people, (2) effective communication, (3) positive and sincere relationships, (4)
assertiveness such as feeling comfortable (easy) with social environments, easy to

disclose him/her self.

The effects of becoming a peer helper to personal life. Peer helpers’ answers
regarding the effects of becoming a peer helper to their personal life were focused on
the following effects; (1) self-confidence, (2) knowing him/her self with strengths
and weaknesses, (3) self-esteem, (4) positive and flexible thinking, (5) expressing
feelings easily such as “I- language and saying no”, (6) assertiveness such as being

aware of their rights.

Feelings about being a part of peer helper group. Peer helpers’ answers
regarding their feelings about being a part of peer helper group were focused on the
followings; (1) sense of belonging, (2) lucky, (3) privileged, (4) pride, (4) feeling of
security for having warm-friendly-sincere relationships, (4) feeling of being useful
and productive. One of the peer helper reported that “I feel myself one of a nut in a

huge nut chocolate”.
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4.3.1.4. Results Regarding Evaluations of the Peer Helpers about Peer Helping

Service Delivery

Peer helpers were also asked to write their opinions regarding peer helping
service delivery in terms of their (a) thoughts and feelings about peer helping
interviews, (b) beliefs about the most helpful side of peer helping service for the peer

helpees, (c) their suggestions to increase the effectiveness of peer helping services.

Thoughts and feelings about peer helping interviews. Peer helpers’ answers
regarding thoughts and feelings about peer helping interviews were focused on the
followings; (1) feelings of anxiety before interviews, but feelings of happiness of
being helpful afterwards, (2) feelings of relieves when peers felt and showed that
they were listened and understood, (3) feelings of goodness for sharing peer’s
concerns, (4) being aware of the real meaning of helping someone effectively, (5)

helping peers also helped them to solve their own problems.

Thoughts about the most helpful side of peer helping service for the peer
helpees. Peer helpers’ answers regarding the thoughts about the most helpful side of
peer helping service for the peer helpees were coded based on the two main aspects
of the service; (1) helping styles related sides such as effective and nonjudgmental
listening rather than consoling or passing over lightly; giving information and
showing different alternatives rather than giving advice; reflecting and understanding
rather than interpreting, (2) peer helping relationship related sides such as trusting

relationship and atmosphere.

Suggestions regarding the increase the effectiveness of peer helping services.
Peer helpers’ answers regarding the suggestions to increase the effectiveness of peer
helping services were focused on the followings; (1) effective introduction of the
service, (2) utilization of peer helping services not only in Faculty of Education but
also in all faculties of the university, (3) special peer helping room, (4) new specific
issues and topics for the training program such as university adjustment and conflict

management.
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4.3.2. Results Related to the Evaluations of the Peer Helpees about the Peer
Helping Program

The purpose of this part was to understand peer helpees’ evaluations
concerning their satisfaction from peer helping service delivery and the helping

attitudes and behaviors of their peer helper.

4.3.2.1. Results Regarding Evaluations of the Peer Helpees about Peer Helping

Service Delivery

In the evaluation form, four open-ended questions were asked to peer helpees
to answer (a) reasons for applying peer helping service, (b) expectations from this
service, (¢) liking and disliking aspects of the service, (d) additional comments and
advices, if any. One more question was also related with the announcement of the
peer helping program. A qualitative analysis of peer helpees’ responses to four open-
ended questions was performed. The responses to the questions were content

analyzed, and the themes were defined for each question separately.

Reasons for applying peer helping service delivery. Peer helpees’ answers
regarding the reasons for applying peer helping service were coded as; (1) personal
reasons such as knowing him/her self, and special topics, i.e., university adjustment,
death and loss, test anxiety, (2) social-interpersonal reasons such as friendships,
dating and romantic relationships, more specifically ending of dating relationship,
and loneliness, (3) program related reasons such as talking with a trained peer, or
with an unknown peer, testing the service, believing in program’s helpfulness, and
(4) helping styles related reasons such as wanting to be listened and gaining different

perspectives about concerns.

Expectations from the peer helping service delivery. Peer helpees’ answers
regarding the expectations from the service were coded as; (1) program related
expectations such as sharing with a trained peer, fulfilling the need of curiosity about
the service, (2) helping styles related expectations such as finding solutions to

problems, only wanting to be listened and understood, feeling relieved, talking with a
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trustworthy person, sharing, seeking for different alternatives, not taking any advice

since everybody gives it.

Liking aspects of the peer helping service. Peer helpees’ answers regarding
liking aspects of the service were coded as; (1) program related such as
confidentiality, finding easier to approach a peer for help, being at the same age with
the peer helpers, talking with a trained-peer, (2) helping styles related such being
treated sincerely, being listened, feeling relieved, gaining different perspectives,
being asked effective questions, not being judged, not taking any advice, not being

interrupted while talking, not being passed over lightly.

Disliking aspects of the peer helping service. Peer helpees’ answers regarding
disliking aspects of the service were coded as; (1) program related such as little
numbers of peer interviews, difficulty in approaching a peer helper, exaggerating
confidentiality, physical setting of interviews, (2) helping styles related such as not
finding solutions to problems, not getting any advice, only being listened by the peer
helpers, but also seven peer helpees reported that there was no disliking aspects of

the service.

Additional comments and suggestions about the peer helping service. Peer
helpees’ answers regarding additional comments and advices were coded based on
the three themes; (1) suggestions such as introductions of peer helping program
should continue, everybody should be informed about the program, peer helping
services should be continued, peer helping services should be utilized not only in
Faculty of Education but also in all faculties of the university, (2) comments such as
peer helping interviews should be made out of school time, number of peer helping
interviews should be increased, well-trained peer helpers, (3) appreciations, such as

2 (13

“thank you, it was an important and necessary program”, “it was very helpful, I
recommend it to everyone”, “thanks a lot, if it is possible, I also want to be a peer
helper”. One of the peer helpee reported that “I believe this program will lead to a

decrease in serious explosions gathered by small hassles”.
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Announcements of peer helping program. For this question, peer helpees were
presented with the alternatives of board-poster, friend, brochure, internet, and others
that left blank for filling out. Out of 33, 24 peer helpees reported that they received
information about the program from friends, 5 of them from board-poster, 2 of them
from brochure. Other 2 peer helpees reported that they were informed about the

program by their professors.

In the evaluation form, there were also 7 questions with 5-point Likert type
scale in order to understand the peer helpees’ reactions to peer helping service
delivery in terms of the degree of (a) fulfilling their expectations, (b) relating with
the peer assess peer helpees’ satisfaction from peer helping service delivery in terms
of the degree of (a) fulfilling their expectations, (b) relating with the peer helper, (c)
fulfilling their needs, (d) its helpfulness, (e) its importance, (f) willingness to ask for

help again, if needed, and (g) offering peer helping service to their friends.

Table 4.17 presents the means and standard deviations of the peer helpees’

reactions to the peer helping service delivery with respect to each item.

Table 4.17. Means and Standard Deviations of the Peer Helpees’ Reactions to the

Peer Helping Service Delivery

Reactions to Peer Helping Service Delivery M SD
Fulfilling their expectations 4.0 0.9
Relating with the peer helper 4.6 0.6
Fulfilling their needs 4.0 1.0
Its helpfulness 4.0 0.9
Its importance 4.5 0.9
Willingness to ask for help again, if needed 4.5 0.9
Offering peer helping service to their friends 4.5 0.8

As shown in Table 4.17, mean scores of the items changed between 4.0 and

4.6 with the standard deviations of 0.6 and 1.0. In other words, most of the mean
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scores around 4.0 and higher, indicating that peer helpees evaluated the different

aspects of the peer helping service delivery in favorable ways.

4.3.2.2. Results Regarding Evaluations of the Peer Helpees about Peer Helpers

In the evaluation form, peer helpees were also presented 25 statements and
asked to rate the work of the peer helpers with respect to their helping attitudes and
behaviors on a 5-point scale, ranging from “Strongly Disagree (1)” to “Strongly
Agree (5)”. A mean score was calculated for each peer helper by summing up 25
items of each peer helpee. If the peer helper interviewed more than one helpee, an
average score was calculated for him/her. The possible scores that can be obtained
from this part changed between 25 and 125. Higher scores indicate that peer helpees
evaluated the helping attitudes and behaviors of their peer helpers positively. Table
4.18 presents the mean scores and standard deviations of the each peer helper and the

number of peer helpees with whom each peer helper made interviews.

As seen in Table 4.18, the mean scores of each peer helper changed between
83.0 and 120.5. For all peer helpers, the total mean score was 108.7 with the standard
deviation of 12.4, indicating that overall, the peer helpees evaluated the helping

attitudes and behaviors of their peer helpers almost positively.
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Table 4.18. Mean Scores and Standard Deviations of the Each Peer Helper and the

Number of Peer Helpees Interviewed

Peer Helpers Number of Peer Helpees M SD
Peer Helper 1 3 99.3 18.5
Peer Helper 2 4 120.5 4.8
Peer Helper 3 2 115.5 6.4
Peer Helper 4 3 108.7 11.0
Peer Helper 5 3 109.7 4.7
Peer Helper 6 2 110.5 5.0
Peer Helper 7 2 120.0 1.4
Peer Helper 8 1 95.0 -
Peer Helper 9 1 112.0 -
Peer Helper 10 2 114.0 7.1
Peer Helper 11 1 84.0 -
Peer Helper 12 2 113.0 8.5
Peer Helper 13 3 106.0 8.7
Peer Helper 14 2 83.0 1.4
Peer Helper 15 2 115 4.2

Total 33 108.7 124
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CHAPTER V

DISCUSSION, IMPLICATIONS, AND RECOMMENDATIONS

In this chapter, discussion regarding the results of the present study that were
reported in the previous chapter is presented by following the three phases of the
study. In the first section, discussion related to the results of the need assessment
phase of the study is introduced. The second section includes the discussion related
to the results of the experimental phase of the study regarding the effect of the peer
helping training program on the helping skills and the self-growth of the peer
helpers. The third section involves the discussion related to the results of the
evaluation phase of the study. Finally, the implications drawn from the results of the

study and recommendations for future research are presented.

5.1. Discussion Related to the Need Assessment Phase of the Study

The discussion related to the need assessment phase of the study is presented
based on the three sub-questions of the first research question with respect to the
students’ (1) preferences of peer helper among other helping agents, (2) preferences
of the types of helping styles in receiving help, and (3) reactions to peer helping
program in terms of their (a) beliefs of its helpfulness, (b) willingness to apply to the

program, and (c) preferences of the areas of topics that they ask for help.

5.1.1. Discussion Regarding the Students’ Preferences of Helping Agents

In order to understand the students’ preferences of helping agents, students
were presented with eight categories of persons to rank the order of their preferences

from whom they wanted to receive help about their concerns or problems. The
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results showed that students preferred to talk first with same-sex friends; second with
parents; third with opposite-sex friends; fourth with acquaintances; fifth with peer
helpers; sixth with helping professionals; seventh with relatives; and eight with
academic advisors. The results also indicated significant differences between the
helping agents except between acquaintance and helping professionals; between
helping professional and peer helper; and finally, between relative and academic
advisor, peer helper, and helping professional, respectively. Overall, results showed
that although significantly different from each other, same-sex, parent, and opposite-

sex friend were significantly different from other groups of agents.

These results seemed to indicate a tendency that students’ preferences of
helping agents fell into two categories in terms of the degree of the “closeness” of the
relationship. In other words, students, when they were in need of help, preferred to
talk with the persons whom they believed to be ready and available for helping both
socially and psychologically. Although the main purpose of this question was to
understand the place of peer helpers among other helping agents, these highest three
preferences might give us some cues regarding students’ beliefs in and attitudes
toward helping. In the present study, the students were not asked to provide reasons
of their choice; however, in another qualitative study (Lin, 2002) conducted with
Taiwanese university students for the purpose of describing the students’
perspectives on helping, it was found that the students preferred friends, peers,
family members, and relatives as helpers due to the accessibility and convenience.
Taiwanese students mentioned following themes with respect to their fundamental
beliefs of helping; (a) help-seeking is a sign of weakness and shame, (b) formal help-
seeking is sought only for serious conditions, (c) familiarity with the helper is a key
factor for help-seeking, and (d) informal help is mainstream help and formal help is
the last choice. The result of the present study seemed to suggest the basic themes of
familiarity and availability of peers in help seeking behaviors of the students. In
addition, a short notice can be made that although not the specific purpose of this
study, the similarity between Turkish and Taiwanese samples with respect to the
higher place of family members among helping agents seems to reflect the close
family ties of and/or parental sensitivity toward their children in Eastern cultures

which can be considered in future peer helping studies.
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The natural bond among peers as being the potent forces of peer helping
relationship is also apparent in both developmental psychology literature and the peer
helping literature. As pointed out in the developmental psychology literature, young
people more readily talk with their peers about their problems and share their
anxieties, fears, and concerns before disclosing them to an adult (Santrock, 1996;
Santrock, 1997; Zanden, 1997). The main rationale behind the peer helping which is,
in nature, mainly developmental, also claimed that students often communicate their
problems to their peers rather than to parents, administrators or counselors because
they find it easier to approach to a peer for help. Thus, peer helpers are perceived by
students as being more personal and easier to access, physically and emotionally

(Carl, 1981 as cited in Rosenroll & Dey, 1990; Myrick & Folk, 1999).

The result of the present study concerning the place of peer helpers among
other helping agents indicated that “peer helper” was ranked on the fifth order of
preference which was just before the helping professionals yet with no significant
difference between two. Regarding the higher preferences of peer helper compared to
helping professionals, it can be argued that, although students have no knowledge
about and experiences of peer helping relationship, the word “peer” might attract
them as a more available and preferred person to receive help, thus leading them to
put it in higher order in their preferences. As for the results of non significant
difference between peer helper and helping professionals, further argument can also
be made that, since both peer helper and helping professionals suggest “formal”
helping agents who provide services to those who are in more critical conditions,
they might be considered the same types of helping sources. Overall, these results
might also give us a cue of what students understand from the concept of “helping”
which would further be explained in the following discussions. However, at present,
the similarity in the preferences of peer helper and helping professionals might well
be accepted as an indication of a unique role of peer helper in building a bridge
between the students and the helping professionals (Edelstein & Gonyer, 1993;
Rockwell & Dustin, 1979).
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In general, this result seemed to confirm the purpose of developing a peer
helping program by providing evidence regarding the meaning and function of

effective peer helping.

5.1.2. Discussion Regarding the Students’ Preferences of Helping Styles

In order to examine the students’ preferences of types of helping styles, the
students were asked to rate 13 types of helping styles (HS) on a 5-point Likert type
scale. Examinations of means and standard deviations indicated that helping styles
including, offering different alternatives; reassuring, sharing and supporting; seeking
alternatives; giving suggestion; active listening; nonjudgmental understanding,
comforting, finding solution; and interpreting and analyzing were found to be
skewed toward “prefer very much”. For the helping styles of giving examples from
own life and giving examples from others’ life were bipolar either “prefer very
much” or “not prefer at all”. However, ratings for the helping styles of consoling

and advice giving were found to be skewed toward “not prefer at all”’.

The result of factor analysis of HS yielded four factors. Considering the
item compositions of helping styles within the factors, factor 1 can be labeled as
“non-directive helping style” or “empathic responses” while factor 2 can be
named as “directive helping styles” or “instrumental responses”. Factor 3
apparently implies “self-disclosure”. Factor 4 consists of helping styles that can be

considered as “non-helpful styles” or “communication blocks”.

From the measurement perspective, this factor structure was found to be
very similar to the instruments developed in peer helping literature. For example,
the Peer Counseling Helping Style Questionnaire (PHSQ), developed by Morey
and Miller (1988, as cited in Morey, Miller, Rosen & Fulton, 1993) yielded three
dimensions, namely (a) empathy, (b) problem identification and solutions, and (c)
preparation when meeting with the student. Another instrument, Helping
Relationship Inventory (HRI), which was developed by Jones and Pfeiffer (1973,
as cited in Martin, 1998) has five dimensions, (a) understanding, (b) probing, (c)

interpretive, (d) supportive, and (e) evaluative. Patterson’s Rehabilitation
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Counseling Response Exercise (PRCRE) has five major dimensions: (a)
evaluative, (b) interpretative, (c) supportive, (d) probing, and (e) understanding.
Considering these similarities of dimensions, HS might be a useful instrument in
measuring helping styles of Turkish university students with further evidence

regarding its validity and reliability.

From the theoretical perspective, as it was generally pointed out (Brammer &
MacDonald, 1999; Hill & O’Brien, 1999; Johnson, 1986) that, none of the styles can
be labeled as good or bad, effective or ineffective but in listening and responding,
some of them are more helpful than others in building relationships and helping
people to further explore their feelings and thoughts. Helpful responses are usually
described as facilitating rather than hindering the self-exploration and self-

awareness, which mainly based on empathic listening.

Studies also indicated that peer helpees usually preferred both empathic
responses and instrumental responses of peer helpers (Morey, Miller, Rosen, &
Fulton, 1993), but some of them preferred instrumental responses to empathic
responses (Barnett & Harris, 1984). Moreover, Morey, Miller, Fulton, Rosen, and
Daly (1989) stated that the traditional training of peer counselors to be empathic and
reflective listeners may be necessary in establishing rapport, but it does not seem to
be sufficient in helping, specifically with males, to discuss their concerns. Therefore,
it was suggested that peer helpers should be trained both to provide support and
friendship through empathic listening and to assist peer helpees in solving problems
and making decisions (Barnett & Harris, 1984; Froh, Riebe, Terjesen, & Jackofsky,
2002; Morey, Miller, Fulton, Rosen, & Daly, 1989; Morey, Miller, Rosen, & Fulton,
1993).

In the present study, the results of this part of the need assessment study were
taken as a base in the peer helping training program and peer helping services by
giving special emphases on both non-directive helping styles (empathic responses)
and directive helping styles (instrumental responses). This seemed to be
accomplished by the comments of both peer helpers and peer helpees in the

evaluation phase of the study that will be further discussed in the relevant section.
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5.1.3. Discussion Regarding the Students’ Reactions to Peer Helping Program

In understanding the students’ reactions to peer helping program, after a brief
introduction about the program, the students were asked to rate their reactions to peer
helping program in terms of their (a) beliefs of its helpfulness, (b) willingness to
apply to the program, and (c) preferences of the areas of topics that they ask for help
including academic, personal, career, interpersonal areas. Ratings of students’ beliefs
concerning the helpfulness of the program and their willingness to apply to the
program were found to be skewed toward “applying to program”. Their ratings
concerning the areas of career, academic, and interpersonal relationships topics were
found to be skewed toward “wanting to get help very much”. However, the rating of
the area of personal topics was bipolar either “not wanting to get help at all” or

“wanting to get help very much”.

The results of this part generally indicated that the students seemed to believe
the helpfulness of the program. Results concerning the areas of topics showed that
the students were eager to receive help in career, academic, interpersonal
relationships topics except personal issues. The ambivalence regarding the topic of
personal issues in receiving help might be explained with several reasons such as not
being familiar with the purpose of the program and/or their understandings regarding
asking for help for the personal issues, “hot” or serious topics, which should be
handled by more “professional” persons. Whatever their understanding was, this
result was promising for the purpose of peer helping in the sense that peer helpers
should be trained not to touch to those issues which require professional help but

should learn to be an effective referrals.

In general, this part of the need assessment study, which indicated the
positive reactions of students to peer helping program, also supported the
development of a peer helping program that could be helpful to students. Moreover,
this result provided a base to develop the “specific issues and topics” session of the

training program for the peer helpers in the present study.
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The overall results of the need assessment phase of the study provided a base
to establish the rational and goals of the peer helping program. The peer helping
training program and the delivery of peer helping services were also developed based
on these rational, goals, needs, and expectations. In conclusion, the results of need
assessment study were considered as a base and followed not only in the
development of peer helping program but also throughout the training program for

increasing the effectiveness of both.

5.2. Discussion Related to the Experimental Phase of the Study

The main purpose of the experimental phase of the study was to investigate
the effect of the peer helping training program on the helping skills and the self-
growth of the peer helpers. The discussion related to this phase of the study is
presented in two sub-sections. In the first sub-section, discussion of the results
related to the effect of peer helping training program on the helping skills of peer
helpers is introduced. The second sub-section displays discussion of the results
related to the effect of peer helping training program on the self-growth of peer

helpers.

5.2.1. Discussion Related to the Effect of Peer Helping Training Program on
Helping SKkills of Peer Helpers

In this sub-section, discussions regarding communication skills, empathic

skills, and reflection skills are presented respectively.

5.2.1.1. Discussion Regarding Communication SKkills

The results of the pre-test, post-test, and follow-up test scores of

Communication Skills Evaluation Scale (CSES) indicated that there was neither a

significant main effect for time nor a significant main effect for group, and also no

significant interaction effect of time X group, indicating that there was no significant
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difference between experimental and control groups across pre-test, post-test and

follow-up test scores of CSES.

Contrary to this finding, in the literature, studies (Diver-Stamnes, 1991;
Robinson & Morrow, 1991; Steinbauer, 1998) generally indicated that the peer
helping training program improved the peer helpers’ communication skills. In the
present study, although a slight increase was observed in the mean scores of the
experimental group, the lack of empirical evidence concerning the positive effect of
peer helping training program on communication skills might be attributable to
several reasons, yet the discussion of these reasons would not go beyond
speculations. Instead, the reports of both the peer helpers and their peer helpees in
the evaluation phase of this study might well provide some supports concerning the
effective usage of communication skills. Peer helpees’ reports concerning the
communication skills of the peer helpers such as being listened and relieved; not
being judged; not interrupted while talking, etc. might be accepted as evidence of
effective communication conveyed by the peer helper. Further discussion on this

1ssue was made in detail in the relevant section.

5.2.1.2. Discussion Regarding Empathic Skills

The results of the pre-test, post-test, and follow-up test scores of Empathic Skill
Scale-B Form (ESS-B) indicated that there was a significant main effect for time,
and a significant main effect for group, indicating that there was a significant
difference between experimental and control groups in the pre-test, post-test and
follow-up test scores of ESS-B. However, there was no significant interaction effect
of time X group. In other words, the results showed that peer helping training
program was effective in improving the empathic skills of the experimental group

participants as compared to the control group participants.

This result was supported by some of the experimental studies in the
literature, indicating that peer helping training programs improved both the cognitive
and affective components of empathy (Hatcher & Nadeau, 1994), increased empathic

responding and empathic listening (Brenton, 1999), and that trained peer counselors
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were found to be more empathic by two independent raters who watched the role-
play videotapes (Martin, 1998). Although empirical studies are limited in peer
helping literature examining the effect of training in the development of empathic
understanding, the result of this study seemed to be promising regarding the positive
effect of this training program in the improvement of the empathic skills of the peer

helpers.

5.2.1.3. Discussion Regarding Reflection Skills

Since experimental and control groups differed significantly on the pretest
measure of Reflection Skills Evaluation Form (RSEF), an analysis of covariance
(ANCOVA) using pre-test measure as covariate was conducted to assess the
differences between experimental and control groups in terms of their post-test, and
follow-up test measures of RSEF. The results of the post-test, and follow-up test
scores of RSEF indicated that there was no significant main effect for time and no
significant interaction effect of time X group, but there was a significant main effect
for group, indicating that peer helping training program was effective on improving
the reflection skills of the experimental group participants as compared to the control
group participants. More specifically, pre-, post-, and follow-up test scores of the
peer helpers’ written responses which were rated by the seven counseling
professionals with respect to their qualities of reflection of feeling and reflection of
content were found to be significantly different from the control group; that is, the
experimental group participants used these skills more effectively than the

participants in the control group.

Similar to the findings of empathic skills, this finding was also supported by
the experimental studies in the literature. For example, Evans and Livneh (1982)
found that even within a relatively short period of time peer counseling training
program led to significant improvement in trainees’ counseling skills. Brenton (1999)
also reported significant increase in all basic counseling skills of participants,
including listening ability, empathic responding, empathic listening, and
paraphrasing. In another study, Martin (1998) indicated that the peer counseling

training group reported significantly higher knowledge and competence in peer
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counseling skills as compared to the no-training group. The results of the present
study yielded similar results, indicating that in the training programs, the reflection

skills can be taught and improved.

Overall, it can be concluded that the findings of the present study related to
helping skills of the peer helpers seemed to suggest that these skills can be taught to
non professionals in peer helping programs which could be considered as a promise

for future studies.

5.2.2. Discussion Related to the Effect of Peer Helping Training Program on
Self-Growth of the Peer Helpers

In this sub-section, discussion regarding self-esteem and self-acceptance is

presented respectively.

5.2.2.1. Discussion Regarding Self-Esteem

The results of the pre-test, post-test, and follow up test scores of Rosenberg
Self-esteem Scale (RSS) indicated that there was no significant main effect for group
and no significant interaction effect of time X group, but there was a significant main
effect for time. In other words, the results indicated that the experimental group
participants’ self-esteem scores significantly increased from the pre-test to the

follow-up test.

The literature on self-esteem, particularly the experimental studies aiming at
improving the self-esteem, revealed rather inconsistent findings. For example,
Switzer and Simmons (1995) found that only the boys showed greater improvements
in self-esteem from pre-intervention to post-intervention in a school-based peer
helper program. Similarly, Sawyer and Pinciaro (1997) found no significant
differences in the levels of self-esteem of college peer educators. In another study
(Beardsley, 1997), the results revealed that peer counseling program had limited

effect on the overall self-esteem of participants. On the other hand, in some other
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studies (Corn & Moore, 1992; Moore, 1994) significant improvements were found in

peer helpers’ self-esteem who participated in peer helping programs.

In the present study, the result regarding the significant difference within the
experimental group might indicate the effects of both the peer helping training
program and peer helping service delivery, based on the propositions that the
improvement in helping skills facilitates personal growth (Barkley, Wilborn, &
Towers, 1984; Carkhuff, Pierce, & Cannon, 1980) and peer helping relationship
provides mutual opportunity for self-growth (Frenza, 1985; Turner, 1999). Besides,
the personal growth workshops of training program, which mainly focused on
helping peer helpers to understand themselves more and to motive them to search for
self-growth, might also lead to increase the self-esteem scores of the experimental

group participants.

On the other hand, it can be argued that a non-significant difference between
experimental and control groups might be the result of the position of the control
group, i.e., they knew that they were in the waiting list control group and they would
be participating in the program in the near future. Therefore, although not significant,
but being selected in itself might increase their self-esteem scores of the participants

in the control group.

5.2.2.2. Discussion Regarding Self-Acceptance

The results of the pre-test, post-test, and follow up test scores of Self-
Acceptance Inventory (SAI) indicated that there was a significant main effect for
time and a significant interaction effect of time X group, but no significant main
effect for group. In other words, there was a significant difference between
experimental and control groups across pre-test, post-test and follow-up test scores of
SAI Although a significant increase was observed for the control group participants
from posttest to the follow-up test, it was evident that the experimental group
participants had higher scores on the measures of SAI than the control group

participants. The results indicated a significant improvement in the experimental
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group participants’ self-acceptance scores from the pretest and the posttest, which

can be attributed to the training.

In the literature, some concepts closely related with self-acceptance have
been investigated in the peer helping field. For example, Rasain and Williams (1990)
conducted a peer counseling program for Arabic adolescents and found that peer
counselors’ self-concepts increased after the program. Similarly, Swen (2000) found
significant differences between experimental and control groups in the four
personality characteristics including self-confidence. The results of another study
(Schwartz & Sendor, 1999) revealed that peer supporters showed improvements in
self-confidence and self-awareness as compared to control group. However, Sawyer
and Pinciaro (1997) found no significant differences in the levels of personal
development of college peer educators; but peer educators reported that they felt

more confident in their own abilities.

Similar to the findings of self-esteem, it can be argued that the peer helping
training program, more specifically the personal growth workshops and peer helping
service delivery might lead to increase the self-acceptance scores of the experimental

group participants.

In general, it can be concluded that, although different concepts were used in
measuring self-related characteristics of the peer helpers, both the literature and the
overall results of the present study seemed to suggest one main generalization that
peer helping training programs could provide facilitative conditions for the self-

growth of the peer helpers.
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5.3. Discussion Related to the Evaluation Phase of the Study

Discussion related to the results of the evaluation phase of the study is
presented in two sub-sections. First, the discussion regarding the evaluations of the
peer helpers about the peer helping program is presented. Then, discussion regarding

the evaluations of peer helpees about the peer helping program is introduced.

5.3.1. Discussion Regarding the Evaluations of the Peer Helpers

The evaluations of peer helping program indicated that peer helpers usually
concentrated on the training part of it. The peer helpers’ evaluations are discussed in
relation to their expectations, experiences, recommendations, and comments. Their
evaluations of trainer’s qualifications and their experiences of becoming a peer

helper, and peer helping service delivery are discussed afterwards.

In the evaluation of the training program, peer helpers reported that the
program contributed to their professional development, personal growth and
development, interpersonal development. They also mentioned that the program
helped them to become effective peer helpers. The overall examinations of their
evaluations suggested a tendency that the expectations of peer helpers from the
program seemed to be largely met. This was apparent from some of their comments
on “professional development in relation to becoming an effective counselor or
teacher”, “effective communication and positive interpersonal relationships”, “self-

esteem and self-confidence” themes that they considered as the main effects of

becoming peer helpers.

They also reported four main aspects of the peer helping training program as
the most pleasurable and helpful matters during the process; personal growth
workshops; role played peer helping interviews and feedbacks/discussions regarding
the performance of each peer helper; peer helpers’ interaction; and termination
session of the training program. Almost all peer helpers reported that they would
recommend the program to everyone who wants to be a peer helper with the specific

notice on the responsibilities of becoming a peer helper. On the other hand, the most
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difficult matter in the overall process was mentioned as the role-played peer helping
interviews, which was also evaluated as the most pleasurable experience in the
program. Another difficulty mentioned by the peer helpers was the usage of and
practicing some of the helping skills such as questioning, reflecting feelings, and

confrontation.

Some additional comments and suggestions about the peer helping program
were also made by the peer helpers regarding the continuation and dissemination of
the program; recommendations such as the increased number of personal growth
workshops; addition of new topics such as conflict management, university
adjustment; allocation of funds and grants necessary to provide more effective

services; and some appreciations regarding the training program.

Peer helpers’ evaluations of the trainer were centered on the trainer’s
academic and personal qualities. Peer helpers reported some academic qualities of
the trainer as being a well-informed and well-equipped, an effective trainer, and a
good model. They also reported some personal characteristics of trainer such as
being sincere, humanistic, energetic, patient, disciplined, and trustworthy. Most of
these qualifications mentioned by the peer helpers indicated that the trainer put all

the efforts to carry out the responsibilities of working with peer helpers.

Peer helpers’ responses regarding their experiences of becoming peer helpers
were identified in relation to the effects of becoming a peer helper in their academic,
social, and personal life, and their feelings about being a part of peer helper group.
They reported some benefits of this experience in their academic (e.g., confidence in
academic ability, increase in grades, effective time management, low test anxiety),
social (e.g., broadening social environment, effective communication and positive
interpersonal relationships, assertiveness), and personal (e.g., knowing oneself, self-
confidence, self-esteem, positive and flexible thinking) life. Among these, self-
esteem and knowing oneself were supported in the findings of the experimental
phase of the present study, which yielded increases in the scores of self-esteem and
self-acceptance. It can be concluded that the peer helping training program, as it was

planned, achieved the goal of improving the self-related characteristics of the peer
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helpers as it was proposed in the literature suggesting that the personal growth should
be an inevitable part of training programs (Frenza, 1985; Myrick, Highland &
Sabella, 1995).

Peer helpers’ thoughts and feelings concerning peer helping interviews were
also related with the positive sides of these experiences such as feeling of happiness
of being helpful because of sharing peers’ concerns and relief of being helpful. They
realized that they understood the meaning of helping and that they faced with and
solved their own problems while helping others. All of these feelings and thoughts
are described as the natural experiences in any helping relationships described in the

literature (Brammer & MacDonald, 1999; Hill & O’Brien, 1999).

5.3.2. Discussion Regarding the Evaluations of the Peer Helpees

The qualitative evaluations of peer helpees about peer helping program were

concentrated on peer helping service delivery and their peer helpers.

In understanding the peer helpees’ reactions to peer helping service delivery,
the peer helpees were asked to rate their satisfaction obtained from this service in
terms of the degree of (a) fulfilling their expectations, (b) relating with the peer
helper, (c¢) fulfilling their needs, (d) its helpfulness, (e) its importance, (f) willingness
to ask for help again, if needed, and (g) recommending peer helping service to their

friends.

In the evaluation of the peer helping service delivery, peer helpees were first
asked to report four main reasons for applying this service. including personal (e.g.,
knowing one self, and special topics, i.e., university adjustment, death and loss, test
anxiety), social and interpersonal (e.g., friendships, dating and romantic
relationships, more specifically ending of dating relationship, and loneliness),
program related (e.g., talking with a trained peer or with an unknown peer), and
helping styles related (e.g., wanting to be listened and gaining different perspectives
about concerns). Some of these reasons (e.g., social and interpersonal) were also

mentioned as the preferred topics in the third part of the need assessment phase of the
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present study. In the need assessment study, among the academic, personal, career,
and interpersonal areas, most of the students reported that they wanted to receive
help related with the career, academic, and interpersonal relationships topics. The
analysis of these evaluations seemed to suggest that the program met most of the

needs of the students.

Peer helpees were also reported two main expectations from the peer helping
service, first one was related with the service itself (e.g., sharing with a trained peer
and fulfilling the need of curiosity about the service) and second was related with the
helping styles (e.g., finding solutions to problems, only wanting to be listened and
understood, sharing, seeking for different alternatives, not taking any advice). The
examinations of these expectations also suggested a tendency that these expectations
of peer helpees from the service seemed to be largely met. This was apparent from
some of the different evaluations of peer helpees. For example, their ratings about
their satisfaction from the service such as fulfilling their expectations and needs; its
helpfulness and importance; and their willingness to ask for help again were found to
be skewed toward the positive sides of the ratings, indicating that peer helpees found

the peer helping service effective in terms of meeting their needs and expectations.

Peer helpees also reported two main aspects of the peer helping service as the
most liking aspects; peer helping service it self (e.g., confidentiality, finding easier to
approach a peer for help, being at the same age with the peer helpers, talking with a
trained-peer) and helping styles (e.g., being treated sincerely, being listened, feeling
relieved, gaining different perspectives, being asked effective questions, not being
judged, not taking any advice, not being interrupted while talking, not being passed
over lightly). On the other hand, the most disliking aspects of the service was also
related with the service itself (e.g., little numbers of peer interviews, difficulty in
approaching a peer helper, exaggerating confidentiality, physical setting of
interviews) and helping styles (e.g., not finding solutions to problems, not getting

any advice, only being listened by the peer helpers).

Concerning the evaluations of peer helpers, peer helpees were presented 25

statements and asked to rate the work of the peer helpers with respect to their helping
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attitudes and behaviors. The overall result of this part indicated that the peer helpees
evaluated the attitudes and behaviors of their peer helpers positively. These
evaluations can be considered as supports of the experimental part, indicating the

effectiveness of the program on peer helpers’ helping behaviors and skills.

The overall result of the evaluation phase of the study seemed to support the
basic goals of Peer Helping Program as well as the results of the need assessment and
experimental phases of the present study. The program seemed to accomplish to meet
most of the needs of the students/peer helpees and it was found to be helpful to

develop the helping skills and self-related characteristics of the peer helpers.

In conclusion, both the literature and the overall results of this three-phase
study seemed to suggest that peer helping program and specifically peer helping
service delivery could offer a prolonged supportive environment for the university
students that foster the steps toward positive and healthy youth development which

could be a promise for further studies.

5.4. Implications

In the light of the results of the present study, some implications are presented

by following the three phases of the study.

The need assessment phase of the present study provides valuable
information about different aspects of peer helping needs of Ege University students.
It is believed that the results of the need assessment phase of the study may also
provide worthwhile information for the counselors working in the counseling centers
of the universities who want to implement peer helping programs in their work
settings. However, conducting such a study is not only important in terms of the
results of the present study but also necessary as being the prerequisite of peer
helping program since conducting such a preliminary research enables counselors to
understand the specific needs of the students and develop their programs

accordingly.
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The results of the experimental phase of the present study also showed that
peer helping training program was effective on improving the helping skills and self-
growth of peer helpers. Besides, the result of the evaluation phase of the study
indicated that peer helping program developed in the present study was effective
both in helping peer helpers to develop their helping skills as well as self-esteem and
self-acceptance and providing students who are in need of being listened and
understood with an opportunity to talk with the peers that have been trained in
helping skills. In the light of these results, several counseling implications can be
mentioned for preventive functions of counseling services. In terms of preventive
functions, contemporary counseling programs urge the counselors to facilitate the
growth and development of students in all aspects. However, the counselors have
some difficulties in providing counseling services to all students due to the limited
available resources despite an increasing demand for counseling. From this
perspective, peer helping programs have been proposed as an effective strategy and
considered as a part of comprehensive developmental counseling programs since
peer helpers can handle daily difficulties and routine questions about career,
academic, personal and interpersonal relationships issues (Foster-Harrison, 1995;
Myrick, Highland, & Sabella, 1995). Therefore, peer helping program in the present
study provides a clear example of practice as a primary prevention tool for the
University Counseling Services. The structured peer helping program developed in
the present study also provides a number of by-products for the University
Counseling Services in terms of (a) the enhancement of the counseling services’
resources by the unique abilities and skills of peer helpers, (b) the mobilization of
student resources as an “additional helping hands” to increase counseling and
guidance services, (c) the attainment of special insight into needs and problems of
the group being served, (d) the establishment a bridge for the gap between
professionals and the diverse groups they serve, (e) the enhancement of the

university resources related to the need for such a program.

As pointed out by National Peer Helpers Association (NPHA), peer helping
programs that follow the NPHA Programmatic Standards and Ethics are more
efficacious whereas some programs are ineffective due to not following or adhering

to the Programmatic Standards and Ethics. Therefore, the present study was designed
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to develop and implement a structured peer helping program based on the principles
and suggestions proposed by the Programmatic Standards of NPHA (2002).
Consequently, as it was expected, the peer helping program developed in the present
study became an efficacious program to provide a more complete picture of peer
helping programs’ advantages and disadvantages from the perspectives of peer

helpers and peer helpees.

Finally, in Turkey, the studies specifically concentrated upon peer helping are
extremely limited so that the present study might provide an initial step for further
studies. Moreover, although peer helping programs have been a component of the
education systems for a very long time in some countries, peer helping seems to be a
new concept and peer helping program is an untried practice in Turkey. Thus, it is
hoped that the peer helping program developed in the present study provides a base

to integrate the peer helping model into Turkish schools and universities.

5.5. Recommendations

On the basis of the findings of the present study with respect to the three

phase of the study, the followings can be recommended for future studies.

For the Need Assessment Phase;

1. Although the results of the need assessment phase of the study may
contribute to the counselors’ understandings of students’ peer helping
needs, further need assessment studies are needed to determine the
practicality of a peer helping program in Turkish education system.

2. In terms of assessing the needs of the students, some additional strategies
such as in-dept interviews or focus groups may be used. Adding such
qualitative elements can enrich the need assessment.

3. The students’ perspectives on helping with respect to their beliefs,
desires, motives, values, and explanations can be included in the need
assessment studies. Exploring these issues in detail can provide a better

understanding of students’ perspectives on receiving helping.
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For the Experimental Phase;

l.

As it was appeared in the peer helping literature, in general, qualitative
studies rather than experimental research have been conducted in
examining the effectiveness of peer helping training programs. In this
sense, the results of the experimental phase of the present study could be
promising for future studies in Turkey, providing empirical evidence for
Turkish students.

In developing the peer helping program in the present study, the
Programmatic Standards and Ethics of NPHA was followed. It is
recommended that the professionals should follow all these standards and
ethics in order to ensure the effectiveness and quality of peer helping
program.

Although different selection procedures (e.g., student’s self-nomination,
formal application forms, interviews, reference letters) used in the
selection and screenings of the peer helpers in the present study, some
additional methods can be used for further studies such as sociometry,
friendship and peer helpers networks, individual or small group
interviews, and psychometric assessments (e.g., personality or values
inventories).

Concerning the peer helping training program, the results of the present
study showed that helping skills can be taught to non- professionals in
peer helping programs, which could be a promise for future studies. More
specifically, role-played peer helping interviews and
feedbacks/discussions regarding the performance of the each peer helper
led to improve the helping skills of peer helpers. Thus, further studies
should incorporate more role-played peer helping interviews into the
training programs.

The single skill approach (one specific skill at a time in order to master
each skill at a higher level) and the skill-building pattern for training
modules also seemed to be effective in the present study. Thus, this

approach could be used in further studies.
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In assessing the helping skills, role-played videotapes rated by
independent raters may also be used as a technique to measure the helping
skills of peer helpers.

The results of the present study indicated an increase in the self-esteem
and self-acceptance of the peer helpers. However, to increase the numbers
of personal growth workshops might facilitate the self-related

characteristics of peer helpers.

. As suggested by the peer helpers, the new special issues and topics can be

included in the training program such as conflict management, university
adjustment by considering the needs of the students.
Longitudinal studies should be conducted to provide more insight into the

long-term effects of peer helping program on the peer helpers.

For the Evaluation Phase;

1.

Concerning the peer helping service delivery, peer helpers should be
trained to provide support and friendship through empathic listening and
also to assist peer helpees in problem solving and decision making as
highlighted by the comments of both peer helpers and peer helpees in the
present study.

Since the faculty was not able to provide a room as a peer helping office
because of the limited physical setting, in the present study peer helpers
met with peer helpees in different settings including classrooms,
dormitories, and/or any quite place at the campus. According to the
suggestions of both peer helpers and peer helpees, a special room as a
peer helping office should be provided to enhance the effectiveness of
peer helping service.

In terms of evaluating the peer helping service delivery, in-dept
interviews or focus groups with the peer helpees may be used as an
alternative strategy. Adding such qualitative elements can enrich the
evaluation.

There are no specific valid and reliable questionnaires regarding peer

helping satisfaction and peer helping style in Turkey. For this purpose, the
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helping styles questionnaire and evaluation form used in the present study
could be a base in order to construct reliable and valid instruments.

In the present study, peer helping service delivery was evaluated mainly
based on qualitative data. Thus, experimental design study is needed to
provide more empirical evaluations in order to make generalizations

about the impact of peer helping service delivery on peer helpees.
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APPENDICES

APPENDIX A

PROGRAMMATIC STANDARDS
NATIONAL PEER HELPERS ASSOCIATION

The National Peer Helpers Association believes the following standards are essential

for any quality peer program.

I. PROGRAM START-UP

A. PLANNING

Prior to program implementation, the following issues must be addressed through
careful planning:
1. Rationale: There is a clear and compelling rationale for the development of the
program; frequently, this is accomplished through conducting a formal or informal needs
assessment in the setting in which the program is to be implemented.
2. Purpose: Based on the rationale, the purpose of the program must be conveyed through a
formal mission statement.
3. Goals and Objectives: Programmatic goals and objectives (a) reflect the rationale and
purpose of the program; and (b) are clear, measurable and achievable.
4. Procedures: Programmatic goals are accomplished through procedures and activities that
are laid out in a clear and systematic fashion.
5. Compliance: The program is planned and implemented in a manner consistent with local,
state, and national guidelines for programmatic standards and ethics

(see NPHA Code of Ethics for Peer Helpers and Peer Helping Professionals).

B. COMMITMENT

The program will expect the active commitment and involvement of those who are
directly involved. Commitment is reflected in the following areas:
1. Evidence of a high level of administrative, staff, and community support; in many cases,
this includes the formation of a program advisory committee.

2. Advisory committee members may or may not be directly involved in program
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implementation. They provide a valuable link to the community and give input to program
staff in order to maximize a sense of program ownership. They also sustain the program to
enable it to survive changes in administration and program staff.

3. Sufficient financial and logistical support for effective program implementation

is optimal; such support includes the provision of necessary curricular and training resources.
(Please note that programs can be implemented without a high level of
administrative/staff/community support and with a minimum of financial support. However,

that support would ideally come later.)

C. STAFFING

Program staff should possess the appropriate background, training, and
characteristics to enable them to carry out their responsibilities in an effective and
ethical manner. The following skills are essential for professional staff who work
directly with peer helpers:
1. A positive rapport with the population from which the peer helpers are selected.
2. Continuing educational and practical experience that is relevant to the goals of
the program.
3. Understanding of, and commitment to, the fundamental principles of peer helping, with
emphasis on maintaining peer helpers’ ownership and involvement in the program.
4. Familiarity with the setting in which the program is to be implemented, such as in a
school, community, or faith-based organization.
5. Clear understanding of the program’s needs and goals and an ability to effectively
articulate the nature and purpose of the program to peer helpers, other staff, the sponsoring

agency, and the broader community.

D. ORGANIZATIONAL STRUCTURE
The program should be organized and structured in a logical and consistent
manner that provides clear lines of authority, responsibility, and communication. The

structure also should reflect the nature and purpose of the program.

II. PROGRAM IMPLEMENTATION

A. SCREENING AND SELECTION
The program should employ a clear, systematic, and careful procedure for the
screening and selection of peer helpers. Typically, this procedure includes the following:

1. Establishing appropriate criteria as to the characteristics being sought among
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prospective peer helpers. Among those characteristics are helpfulness, trustworthiness,
concern for others, ability to listen, and potential to serve as a positive role model.

2. Conducting a formal or informal survey in the program setting, in order to determine
which individuals are felt to possess the desired characteristics.

3. Making application to the program, soliciting recommendations from others in the
program setting, and structuring an interview with program staff. The interview should
include samples of the type of skills required of the peer helper, e.g. public presentations,

phone skills, and meeting new people.

Programs may differ as to whether final selection of peer helpers should occur prior
to or after peer-helper training. In either case, the selection process should be guided by the
following criteria:

1. Demonstration of appropriate helping characteristics and skills.

2. Evidence of emotional security/stability.

3. Understanding of the type(s) of services to be provided.

4. Commitment to and availability for the provision of those services.

5. Ability to be reflective of and sensitive to the characteristics of the population to
be served.

6. Demonstration of the ability to follow through over time.

7. Manageability of the size of the group selected, in order to ensure quality

training and supervision.

B. TRAINING

Once peer helpers have been selected, they should be provided with quality training
in the knowledge and skills they will need to be effective as peer helpers. The training
program that is implemented should do the following: (a) be reflective of the nature and
goals of the program, (b) take into account the age, needs and characteristics of the
population to be served, (c) utilize appropriate curricular resources and training strategies,
and (d) be consistent with local, state and national guidelines on ethics and standards. All
training should include demonstration, skill development, practice, and critique. Additional
training is necessary to provide specific services as described in #5 below. Trainees should
commit to participate in all aspects of training and to maximize opportunities for both skill
development and personal growth. Finally, training should be viewed as an ongoing process,

one that is never completed.
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While specific features of training may vary somewhat from program to program,
the following elements are characteristic of effective peer-helping training models:
1. Role of the Peer Helper Training in the peer-helping role includes, but is not be limited to,
the following:
a. Program orientation.
b. Characteristics of the helper (caring, acceptance, genuineness, understanding,
trustworthiness).
c. Self-awareness.
d. Positive role-modeling; e.g., maintaining a healthy lifestyle.
e. Avoidance of temptation to offer advice, propose solutions, or impose values.
f. Positive listening skills.
g. Recognition of limitations.
h. Developing of individual and group trust.
i. Creation of a support system of peer helpers for each other, as well as for helpees.
j- Development of a code of ethics and standards of behavior.
2. Confidentiality/Liability Issues
While communication between peer helpers and helpees are typically confidential, there are
3 important exceptions to this general rule:
a. Stated or implied threats to the personal safety or well being of the peer helper,
helpee, or others.
b. Child abuse, sexual abuse, family dysfunction, psychotic behavior, harm to self
and others, and drug and alcohol abuse.
c. Situations or problems beyond the personal expertise of the peer helper. An
essential component of any peer-helping training program is that peer helpers know
how to recognize such situations, are aware of their limitations and responsibilities,
and have ready access to professional staff and appropriate referral resources.
3. Communication Skills
Effective peer helping requires the use of the following:
a. Basic principles of verbal and nonverbal communication.
b. Active listening skills (attending, empathizing, etc.).
c. Facilitative responding (questioning, clarifying, summarizing, etc.).
d. Skills for communicating in a diverse situation (meeting new students, conversing
with students from different countries and cultures, etc.).

4. Problem-Solving/Decision-Making Strategies
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Effective peer helping often involves the use of steps in formal problem solving (identifying
the problem; brainstorming alternatives; predicting consequences; carrying out action plan;
evaluating results).
5. Additional Issues and Topics
Depending upon the nature and goals of particular programs, additional specialized training
may be provided in areas such as the following:
a. Basic concepts of human behavior. Peer helpers should have some degree of familiarity
with concepts such as the following:
1. The role of motivational and reinforcement factors in behavior.
2. Sociocultural influences and differences.
3. Individual and group dynamics.
b. Group facilitation techniques.
c. Learning styles and teaching strategies.
d. Peer tutoring strategies.
e. Crisis management.
f. Conflict resolution, mediation, and anger management.
g. Special needs populations.
h. Telephone "hotline" management.
i. Specific problem areas (substance abuse, dropouts, depression, suicide, teen pregnancy,
child abuse, sexually transmitted diseases, gangs and cults, family relations, etc.).

j- Knowledge of referral resources, services, and programs.

C. SERVICE DELIVERY

Subsequent to training, peer helpers should be provided with structured opportunities to
engage in a variety of meaningful, productive helping roles within the program setting. The
peer-helping services provided should:

1. Be consistent with and reflective of program goals.

2. Enable peer helpers to apply the knowledge and skills they have acquired during training.
3. Enhance the personal growth and positive development of peer helpers and helpees alike.
4. Recognize and accommodate the need for ongoing opportunities for continued

learning and training.
D. SUPERVISION

Once peer helpers have begun to provide services, it is imperative that they receive regular,

ongoing supervision from program staff. In addition to regularly scheduled sessions, staff
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should be available to provide supplemental supervision and support as needed. Major goals
of supervision include the following:

1. Enable program staff to monitor program-related activities and services.

2. Enhance the effectiveness and personal growth of peer helpers.

3. Encourage peer helpers to share with, learn from, and support each other in the
performance of their helping roles.

4. Establish safeguards to protect peer helpers from too many program responsibilities, role

confusion, or inappropriate assignments.

III. PROGRAM MAINTENANCE

Once the program has been established, program staff should take steps to ensure its
continued sustainment, improvement, success, and expansion or infusion into a system.

These steps include the following:

A. EVALUATION

Evaluation is conducted to document program -related activities and services. It is
done to assess the process, impact, outcome, and cost benefits of the program with reference
to its mission, goals, and objectives. The program should develop and implement a formal
evaluation plan. Evaluation data should be utilized to examine program effectiveness and to
determine whether and how the program needs to be revised. The evaluation plan may
include four components:
1. Process Evaluation: Process evaluation provides a picture of what happened in connection
with the program and its consistency with NPHA Programmatic Standards. Process
evaluation determines the degree to which the program has been
successful in achieving its goals and objectives aligned with the mission. Process data
includes information in such areas as number of peer helpers and helpees involved; program
staffing and organization; selection procedures; nature and extent of training; amount and
types of services provided; and other program-related activities.
2. Impact Evaluation: Impact evaluation typically assesses the effect of program upon both
peer helpers and those who have received program services within a set period of time. Such
assessment can be qualitative (open-ended questionnaires, opinion surveys, etc.) and/or can
employ quantitative indices of program impact. In a school-based program, for example,
impact evaluation might assess effectiveness in such areas as student knowledge, attitudes,
beliefs, and skills or behaviors (e.g., grade point average, absenteeism and dropout rates, or

incidence of disciplinary referrals).
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3. Outcomes: Outcome evaluation assesses long-term changes to the peer helper, those they
serve, and the community. Examples of societal benefits are fewer alcohol-related crashes
and deaths, employment, improved leadership skills, and lower health risk parameters.

4. Cost Benefit: Costs benefits are the monetary savings related to the effectiveness of the
program (e.g., the cost of the program in providing services to at-risk students, thus reducing

dropout rates which will increase A.D.A. funds to the school.)

B. PUBLIC RELATIONS

Program staff should make a concerted, ongoing effort to keep external and internal
supporters and potential program recipients informed about the benefits and
accomplishments of the program. Informative techniques might include brochures,

presentations, newsletters, and media communication.

C. LONG-RANGE PLANNING

Program staff should engage in long-range planning to ensure that the program is sustained
and infused. Key factors to consider in long-range planning include the following:

1. Staffing: The success of the program is dependent on a broad-based ownership. This can
be accomplished by having a planning team, advisory committee, and multiple staff
participation. At least one individual within the program setting should be prepared in
coordination responsibilities in the event of staffing changes.

2. Peer Ownership: The program should maximize the level of ownership and involvement
of peer helpers. When peer helpers feel directly responsible for the success and sustainment
of the program, the program is more likely to be infused.

3. Funding: The program should have a secure and consistent funding base. There need to be
contingency plans to provide for continued operation in the event of reduced or nonexistent

funding.
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NATIONAL PEER HELPERS ASSOCIATION CODE OF ETHICS
FOR PEER HELPING PROFESSIONALS

Professionals who are responsible for implementing peer-helping programs shall be
people of personal and professional integrity. To be ethical, peer professionals must operate
programs in alignment with NPHA Programmatic Standards. NPHA believes the Code of

Ethics for Peer Helping Professionals should contain the following guidelines:

1. A belief that peer helping is an effective way to address the needs and conditions

of people.

2. A commitment to an individual's right to dignity, self-development, and self direction.

3. Program development and implementation which demonstrates:
= A strong positive rapport with peer helpers.
= Personal commitment to the peer-helping program.
= Integrity of acquiring necessary training for specific work with students (e.g.,
tutoring, mediation, etc.).
= Utilization of a training curriculum that is aligned with NPHAProgrammatic

Standards.

4. Selection of trainers and program managers who:
= Model positive behavior.
= Reject the pursuit of personal power or gain at the expense of others.
= Respect copyright and acknowledgment obligations.
=  Adhere to the ethics and legalities of confidential issues (abuse and harm to self and

others).
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NATIONAL PEER HELPERS ASSOCIATION CODE OF ETHICS
FOR PEER HELPERS

A CODE OF ETHICS IS AN AGREEMENT AMONG THOSE WHO COMMIT TO
THE PROGRAM AS TO THE NORMS THAT SHALL GUIDE THEIR BEHAVIOR
DURING THEIR INVOLVEMENT IN THE PROGRAM.

Peer Helpers shall be people of personal integrity. NPHA believes peer helpers will:

1. Embrace the philosophy that peer helping is an effective way to address the needs and

conditions of people.

2. Respect the individual's right to dignity, self-development, and self-direction.

3. Model positive behaviors and life choices (e.g., no substance use/abuse).

4. Embrace the concept of service to others for the good of the community.

5. Maintain confidentiality of information imparted during the course of program

related activities with the exceptions of child abuse, sexual abuse, family dysfunction,

psychotic behavior, harm to self and others, and drug and alcohol abuse.

6. Refrain from tackling situations for which they have no training and preparation

(e.g., peer mediation, tutoring, etc.).

7. Recognize, report, and know techniques to deal with stated or implied threats to

their emotional or physical well being.
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APPENDIX B

AKRAN DANISMANLIGI PROGRAMI TANITIM BROSURU

PEER HELPING PROGRAM PRESENTATION BROCHURE

Akran Danigsmanligi, en basit tanimiyla, yardim etme konusunda egitim alan goniillii

ogrencilerin yardim almak isteyen diger 6grencilere yardim etmesidir.

“Dinlenilmek, anlagilmak, kabul edilmek, paylagmak istedigimizde ilk yaptigimiz
giivenebilecegimiz bir arkadagimiza gitmektir. Kendi yasitimiz olan, benzer yasantilarimizin
oldugu kisilerin bizi daha iyi anlayabilecegini ve yardimc1 olabilecegini diisiiniiriiz.”

“Hepimiz, giinliik iliskilerimizde yardima ihtiyaci olanlara yardimci olmaya ¢alisiriz

ya da ¢evremizdeki insanlarin yardim istegi ile arada sirada karsilasiriz.”

Bu diisiincelerden hareketle; akran danismanligi programi olusturulmaktadir.
Sistemli ve kapsamli bir egitim sonrasinda “akran danisman” olmaya hak kazanan goniillii
ogrenciler, iiniversitedeki bu hizmetten yararlanmak isteyen diger 6grencilere yardim
edeceklerdir. Bu program yardim etme siirecinde kullanilan beceriler konusunda egitim
alarak diger ogrencilere akademik, sosyal, duygusal konularda yardim etmeyi 6grenmek
isteyenler i¢indir.

Bir yil siiresince (iki donem) devam edecek program 4 asamadan olugmaktadir;

I. Aday Akran Danismanlarin Secilmesi
II. Akran Damsmanligi Egitim Program: ve Program sonrasi Akran
Danigmanlarin Belirlenmesi
III. Akran Danismanlarin Akran Danismanligi Hizmetini Sunmasi
IV. Akran Damigmanlara Program Koordinatorii tarafindan Siipervizyon

Verilmesi

| Aday Akran Damismanlarin Secilmesi
Programa katilmaya goniillii Ogrencilerle Ongoriismeler yapilacaktir. Yapilan
degerlendirme sonucu programa segilen 6grenciler “aday akran danisman” olacaklardir.
Akran danisman olmak i¢in goniillii 6grenci Oncelikle yardim etme siirecinin temel

ilkelerine bagli kalmaya s6z vermek zorundadir. Yapilan goriigmelerin kesinlikle gizli
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tutulmas (slipervizyon alinan uzman disinda kimseyle kesinlikle paylasilmamasi) tarafsizlik,
kisilik haklarma saygi, giliven ilkelerine uymasi gerekmektedir. Bu konuda akran
danigmanlarin egitim programi siiresince Ogretilecek diger etik kurallara da kesinlikle

uymasi zorunludur.

II. Akran Danismanhg Egitim Program

Egitim programi bir donemi kapsayacaktir. Toplam 30-40 saatten olusan egitim,
haftada birgiin 2-3 saat olarak 12-15 haftada tamamlanacaktir.

Egitim programi; yardim etme-iletisim becerileri ile ilgili bilgilendirme ve beceri
uygulamalarin1 kapsamaktadir. Bir baska deyisle, yardim isteyen kisiye etkin bir sekilde
yardim edebilme konusunda bilgi ve becerilerin 6gretildigi kapsamli bir atdlye ¢alismasidir.

Egitim programinin tiim oturumlarina devam zorunludur. Ancak ¢ok acil durumlar
icin en fazla 2 oturuma katilmama hakki vardir. Katilinmayan oturumla ilgili daha sonra
yapilan tekrar caligmasina katilmak gerekmektedir. Egitim sonrasinda degerlendirmeler

yapilarak “akran danisman” olmaya hazir 6grenciler belirlenecektir.

I1I. Akran Danismanlarin Akran Danmismanhgi Hizmetini Sunmasi

Akran danmigmanligi hizmeti bir donem siiresince devam edecektir. Bu dénemde
Akran Danigmanlar, akran danigmanligi hizmetinden yararlanmak isteyen ogrencilerle
birebir gdriisme yapacaklardir. Her akran danismanin bir dénem boyunca yardim almak
isteyen 3-5 6grenci ile goriisme yapmasi beklenmektedir. Goriisme sayisi ihtiyaca gore 3-5
goriisme olacaktir. Her bir goriisme yaklasik olarak 30 dakika siirecektir. Gorlismeler i¢in
akran danismanm her hafta kendine uygun 2 saatini ayirmasi gerekmektedir. Akran
danisman kendi smirlar1 digindaki her konuda yardim alan 6grenciyi uzman bir kisiye

yonlendirmek sorumlulugundadir. Kesinlikle goriigmelere kendi devam etmeyecektir.

Iv. Akran Damsmanlara Program Koordinatorii tarafindan Siipervizyon
Verilmesi
Akran danigsmanlar yaptiklar1 goriismeler ile ilgili her hafta uzmanla goériismelerinin
degerlendirmesini yapacaklardir. Akran danismanlar goriismelerle ilgili sormak istedikleri,
varsa yasanan sikintilar, goriismelerin daha etkin sekilde devam etmesi i¢in yapabilecekleri
konusunda uzmandan geri bildirim alacaklardir. Bu ¢alisma her hafta 2 saat diizenli olarak
yapilacaktir. Siipervizyon, hem uzmanla birebir hem de diger akran danismanlarla beraber

grup calismasi olarak yapilacaktir.
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APPENDIX C

AKRAN DANISMANLIGI PROGRAMI BASVURU FORMU
PEER HELPING PROGRAM APPLICATION FORM

Bagvuru Tarihi: / /

Basvuran kisinin

Adi ve soyadi: Cinsiyeti: K E
Yast: Medeni hali: Bekar Evli
Dogum yeri: Dogum tarihi: / /

Bolimii

PDR BOTE

Smif Ogretmenligi Okul Oncesi Ogretmenligi

Sinifi

I I

Bagvuran kisiye ulasilabilecek
Adres: Telefon:
e-posta adresi:

A.Liitfen asagidaki sorulari yanitlayiniz.

» Neden akran danigman olmak istiyorsunuz?

» Neden kendinizin etkili bir akran danigman olacagina inandiginizi kisaca
aciklaymiz.
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» Bu programdan ne kazanmak, ne elde etmek istiyorsunuz?

» Etkili bir akran danigman olmanizi saglayacak Ozelliklerinizi, giiglii
yOnlerinizi belirtiniz.

» Bu programa katkisi olacagimi diigiindiigiiniiz ge¢mis deneyimlerinizi (varsa)
belirtiniz

» Varsa, katildigmiz 6grenci topluluklari, organizasyonlar, sosyal aktiviteler
nelerdir?
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B. Liitfen kendinizi asagidaki 6zelliklerde “Beni Hi¢ Yansitmiyor (1) ile “Beni Tamamen

Yansitiyor (5)” arasinda agik ve samimi olarak degerlendiriniz.

Beni Hi¢ Yansitmiyor Beni Tamamen Yansitiyor
Sorumluluk sahibi @ ® ® @ ®
Igten @ @ ® ® ®
Giivenilir @ ® ® @ ®
Kendine giivenli @ ® ® ® ®
Diiriist ® ® ® ® ®
Yardimsever @ @ ® @ ®
Saygili @ ® ® ® ®
Acik ©) @ ® @ ®
Arkadas canlisi @ ® ® @ ®
Kibar ® ® ® ® ®
Duyarli ©) @) ® @ ®
Uyumlu @ ® ® ® ®
Elestiriye agik @ ® ® @ ®
Sabrli @ ® ® @ ®
Sir saklayan @ ® ® ® ®
Yaratici ® ® ® ® ®
Lider @ ® ® ® ®
Tutarh ® ® ® ® ®
Mizah duygusuna sahip @D ® ® ® ®
Risk almaya hazir @ ® ® @ ®
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APPENDIX D

AKRAN DANISMANLIGI PROGRAMI REFERANS MEKTUBU

) PEER HELPING PROGRAM REFERENCE LETTER
Ogrencinin
Adi ve Soyadi:

Referans veren Kisinin
Adi ve Soyadi:
Tel (gerektiginde ulasabilmek icin):

A. Asagida yer alan ifadeleri referans verdiginiz 6grenciyi ne Olgiide yansittigini
gbzoniinde bulundurarak “Hi¢ Yansitmiyor (1)” ile “Tamamen Yansitiyor (5)” arasinda
degerlendiriniz. Konu ile ilgili yeterli gdzleminizin ve bilginizin olmadigini diisiindiigiiniiz

ifadeler i¢in “Fikrim Yok (FY)” secenegini isaretleyiniz.

Cevresindekilerin duygu ve diislincelerine saygi gosterir. 1 2 3 4 5 | FY
Cevresindekilerin yasadiklaria ilgili ve duyarlidir. 1 2 3 4 5 | FY
Cevresindekilerle olumlu bir iliski igindedir. 1 2 3 4 5 FY
Birgok konuda kendine giivenir. 1 2 3 4 5 | FY
Yeni fikirlere agiktir. 1 2 3 4 5 FY
Digerlerinin iyiligi ve saghgi ile ilgilenir. 1 2 3 4 5 FY
Giivenilir biridir. 1 2 3 4 5 | FY
Cevreden gelen elestirilere agiktir. 1 2 3 4 5 FY
Olaylar karsisinda esnek ve hosgoriiliidiir. 1 2 3 4 5 | FY
Yeni ortamlara ve durumlara uyum saglar 1 2 3 4 5 | FY
Sir saklar 1 2 3 4 5 FY
Sorumluluk sahibidir 1 2 3 4 5 | FY

Ogrenciyi Akran Damigmanlig1 Programina éneririm.  E () H( ) Kararsizim ()

Tarih:

Imza:
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B. Liitfen akran damismanlifi i¢in Onerdiginiz Ogrenciyi asagidaki Ozelliklerde “Hig
Yansitmiyor (1)” ile “Tamamen Yansitiyor (5)” arasinda acik ve samimi olarak

degerlendiriniz.

Hi¢ Yansitmiyor Tamamen Yansitiyor

Sorumluluk sahibi ®
Icten

Giivenilir
Kendine giivenli
Diiriist
Yardimsever
Saygil

Acik

Arkadas canlis1

Duyarh
Uyumlu
Elestiriye acik
Sabirh

Sir saklayan
Yaratici

Lider

Tutarlt

O)
O]
O]
O)
O]
O]
O)
O)
O]
Kibar @
O)
O]
O]
O)
O)
O]
O)
O]
O]

® ®& ®& ®© & & ® ®© ® ® ® 6 & ® 66 66 & 6 ©
®@ ©® @ ® ©® O ® ®© B 6 ® 6 @ O 6 6 © o e
® ® & ® ® 6 6 ® o 6 6 ® 6 6 6 6o 6 6

®©® © @ ® ® 66 ® ® © 6 ® © 6 66 © 0 6 O O

Mizah duygusuna sahip

Risk almaya hazir @ ® ® ® ®
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APPENDIX E

IHTIYAC TARAMASI ANKETI

NEED ASSESSMENT QUESTIONNAIRE

Sevgili Ogrenciler,

Universitemiz 6grencilerinin {iniversite yasaminin bazi yonlerine iligkin
ihtiyaglarimi ve bu ihtiyaglan kargilamak i¢in harekete gecirilebilecek bazi kaynaklari
aragtirmak amaciyla bir calisma planlanmaktadir. Bu c¢alismanin sonuglariin
iiniversitemiz Ogrencilerine sunulacak bazi1 psikolojik hizmetlerin planlanmasi
acisindan biiyiik yarar saglayacagi diisiiniilmektedir. Bu amagla, ti¢ bolimden olugan
bir anket hazirlanmigtir. Sizden istenen her bdliimde yer alan climlelerin karsisindaki
segeneklerden sizi en iyl yansittigina inandiginiz  bir segenegi secerek
isaretlemenizdir. Liitfen her climleyi yanitlamaya 6zen gdsteriniz.

Sizden isminizi yazmaniz istenmemektedir. Sonuglar, yalmz arastirma
amaciyla kullanilacak ve kesinlikle gizli tutulacaktir.

Katkilariniz i¢in simdiden tesekkiir ederim.

Ogr. Gor. Mine Aladag
Ege Universitesi Egitim Fakiiltesi

Rehberlik ve Psikolojik Danigmanlik Programi

1. Cinsiyetiniz:

Kiz Erkek
2. Boliimiiniiz:

PDR BOTE

Smif Ogretmenligi Okul Oncesi Ogretmenligi
3. Smifinmz:

I II III v
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BOLUM I: Bir sikintimiz ya da probleminizle ilgili yardim almak istediginizde genellikle ilk 6nce

kimden yardim istemeyi (almay1) tercih edersiniz? Numaralandirarak (1. — 2. gibi) Siralayimniz...

Ailenizden

Ayni cinsten bir arkadasimizdan

Karsi cinsten bir arkadasinizdan
_ Tamdik birinden
_ Akrabanizdan

Akademik Danismaninizdan

Yardim etme konusunda egitim almis yasitlarinizdan
____Uzmandan (psikolojik danigman, psikolog, psikiyatrist)

LD TS5 PSS (lutfen belirtiniz)

BOLUM II: Yardim istediginiz kisinin size asagidaki yardim bigimleri ile ne derecede

yardim etmesini tercih edeceginizi ilgili cevap araliginda isaretleyiniz.

Hig¢ Tercih Cok Tercih
Etmem Ederim

Ogiit vermesi 1 2 3 4 5
Co6ziim bulmasi 1 2 3 4 5
Oneri getirmesi 1 2 3 4 5
Avutmast 1 2 3 4 5
Rahatlatmasi 1 2 3 4 5
Konmuyla ilgili  farkli  segenekleri 1 2 3 4 5
gostermesi
Konuyla ilgili yorum yapmasi, analiz 1 2 3 4 5
etmesi
Giliven  vermesi, paylasmast  ve 1 2 3 4 5
desteklemesi
Kendinden 6rnek vermesi 1 2 3 4 5
Baskalarinin  yasadiklarindan 6rnekler 1 2 3 4 5
vermesi
Aktif olarak dinlemesi 1 2 3 4 5
Yargilamadan anlamaya ¢aligmasi 1 2 3 4 5
Sizinle birlikte se¢enek aramasi 1 2 3 4 5
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BOLUM III: Liitfen 6nce kutu icinde verilen agiklamay1 okuyunuz ve sonra asagidaki

sorular1 bu aciklamaya gore yanitlayiniz.

“Dinlenilmek, anlagilmak, kabul edilmek, paylasmak istedigimizde ilk yaptigimiz
giivenebilecegimiz bir arkadasimiza gitmektir. Kendi yasitimiz olan, benzer yasantilarimizin oldugu
kisilerin bizi daha iyi anlayabilecegini ve yardime1 olabilecegini diisiiniiriiz.”

Bu disiinceden hareketle Akran Damismanhigi (6grenciden Ogrenciye yardim) Programi
olusturulmaktadir. Akran Danigsmanligi Programi, yardim etme (iletisim ve dinleme becerileri)
konusunda egitim alan géniillii 6grencilerin yardim almak isteyen diger dgrencilere yardim etmesidir.
Sistemli ve kapsamli bir egitim sonrasinda “akran danigman” olmaya hak kazanan goniillii 6grenciler,
iiniversitedeki bu hizmetten yararlanmak isteyen diger Ogrencilere akademik, sosyal, duygusal

konularda gizlilik ilkesine bagl kalarak yardim edeceklerdir.

1. Akran Danigmanligi Programinin size ne derece yardimci olabilecegini

diistiniirstiniiz?
(1) (2) 3) “4) (%)
Hi¢ Yardimci Yardimei Olmaz Kararsizim  Yardimci Olur Cok Yardime1
Olmaz Olur

2. Akran Danigsmanligi Programina ne derece basvurmak istersiniz?

(1 (2) 3) “4) (5
Kesinlikle Basvurmam Kararsizim  Bagvururum Kesinlikle
Bagvurmam Bagvururum

3. Akran Damgma Programi’ndan yardim alsamiz asagidaki konu alanlarinda ne

derece yardim almak isteyeceginizi ilgili cevap araliginda isaretleyiniz.

Yardim Almay1 Yardim Almay1
Hig Istemem Cok Isterim
Akademik konular 1 2 3 4 5
Kisisel konular 1 2 3 4 5
Mesleki konular 1 2 3 4 5
Kisilerarasi Iliskiler 1 2 3 4 5
Diger....ccceovevueeennnen. (belirtiniz) 1 2 3 4 5
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ILETiSiM BECERILERINi DEGERLENDIRME OLCEGI

APPENDIX F

COMMUNICATION SKILLS EVALUATION SCALE

Aciklama: Bu olgcek iletisimle ilgili baz1 6zelliklerinizi dlgmeye yoneliktir. Asagida sunulan
ifadeleri, o ifadelerle ilgili genelde nasil oldugunuzu diisiinerek okuyunuz. liskilerimizdeki
ozelliklerimiz elbette kiminle, hangi kosullarda, ne zaman iliskide bulundugumuza bagl olarak
farkliliklar géstermektedir. O nedenle ifadeleri genelde gosterdiginiz tepkilere gore degerlendiriniz.
Ifadelerin sizin durumunuzu ne derecede yansittigim1 saptayinca bunu ifadelerin yanindaki

stitunlardan birini isaretleyerek belirtiniz.

Higbir
Zaman

Nadiren

Bazen

Sikhikla

Her
Zaman

1.Sorunlarini dinledigim
insanlar benim yanimdan
rahatlayarak ayrilirlar.

2. Diisiincelerimi istedigim
zaman anlasilir bi¢imde ifade
edebilirim.

3. Bagkalarin bir kasit
aramadan dinlerim.

4. Sosyal iliskide bulundugum
insanlar1 olduklar1 gibi kabul
edebilirim.

5. Insanlarm 6nemli ve degerli
olduklarini diigliniiriim.

6. Birisiyle ilgili bir karara
ulagmadan 6nce onunla ilgili
gbzlemlerimi gbzden gegiririm.

7. 1liskide bulundugum kisilerin
anlatmak istediklerini dinlemek
icin onlara zaman ayiririm.

8. Insanlara kars1 sicak bir ilgi
duyarim.

9. Insanlara gerektiginde yardim
etmekten hoglanirim.

10. Olaylara degisik agilardan
bakabilirim.

11. Diislincelerimle yaptiklarim
birbirleriyle tutarhdir.

12. Tligkilerimin daha iyiye
gitmesi i¢in bana diisenleri
yapmaya 6zen gosteririm.

13. Kendime ve bagkalarina
zarar vermeden icimden geldigi
gibi davranabilirim.

14. Arkadaslarimla beraberken
kendimi rahat hissederim.
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15. Yasadigim olaylardaki
coskuyu her halimle bagkalarina
iletebilirim.

16. Iliskilerimin nasil gelistigini
ve nereye gittigini anlamak i¢in
diisiinmeye zaman ayiririm.

17. Karsimdakini dinlerken
anlamadigim bir ayrinti
oldugunda konunun agiga
kavusmasi i¢in sorular sorarim.

18. Benimle 6zel olarak
konusmak isteyen bir arkadagim
oldugunda konuyu ayak iistii
konugmamaya 6zen gosteririm.

19. Birisini anlamaya ¢alisirken
sakin bir ses tonuyla
konusurum.

20. Iligkilerimi zenginlestiren
eglenceli, keyifli bir yanim var.

21. Birisine bir 6neride
bulunurken, onun 6neri vermemi
isteyip istemedigine dikkat
ederim.

22. Birisini dinlerken ne karsilik
verecegimden ¢ok onun ne
demek istedigini anlamaya
caligirim.

23. {letisim kurdugum insanlar
tarafindan anlasildigimi
hissederim.

24. Bir yakinimla sorunum
oldugunda bunu onunla
suglayict olmayan bir dille
konusmak i¢in girisimde
bulunurum.

25. Karsimdakini dinlerken sirf
kendi merakimi gidermek igin
ona 6zel sorular sormaktan
kaginirim.
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APPENDIX G

EMPATI BECERi OLCEGi B-FORMU

EMPATHIC SKILL SCALE B-FORM

Aciklama: Asagida birbirinden farkli, alt1 olay anlatilmaktadir. Bu olaylar1 yasayan kisilere
sizin verebileceginiz sozel tepkiler on iki madde halinde siralanmigtir. Bu on iki ciimleden
sizin karsmizdaki Kkisiye sOylemek icin kullanabileceginiz dort ciimleyi secerek
isaretleyin. Sectiginiz ciimleler igin énem siras1 s6z konusu degildir. Isaretlemeyi ciimlenin

yanindaki rakami daire igine alarak yapabilirsiniz.

1. KiSi (Ev Hamimi)
Yemek, c¢amasir, temizlik, dikis, aligveris, c¢ocuklar..Biitin giin tek basima
kosturuyorum; yine de yetisemiyorum. Kendime ayiracak bes dakikam yok. Kendimi

mutfakla banyo arasina hapsolmus hissediyorum.

(1) Ev iglerine yardim edecek bir yardimci kadin tutmay1 diigiindiin mii?

(2) Biitiin bu isler giinde kag saatini aliyor?

(3) Esin hi¢ yardim ediyor mu?

(4) Anladigim kadariyla ev isleri sana ¢ok agir geliyor.

(5) Ev islerini yapan, diinyada bir tek sen degilsin, bu durumu boyle mesele
yapmak dogru degil.

(6) Haklisin; bu kadar is insan1 gergekten bunaltir.

(7) Bence senin problemin, isleri becerememen degil islerin ¢ok olmasi

(8) Senin yerinde olsam ben de ¢ok bunalirdim

(9) Sanirim bunca is karsisinda kendini caresiz ve yalniz hissediyorsun.

(10) Sana katiliyorum ev isleri gergekten kolaydir.

(11). Annem de (veya bir baska yakininiz) senin gibi siirekli ev igleri yapmaktan

yoruluyor.

(12) Saniim bu kadar ¢ok isi tek basima yapmak zorunda kalmak seni

ofkelendiriyor.

189



2. KIiSi (Bir Arkadasiniz)
Bir miras meselesi yiiziinden babamla amcam kavga ettiler. Aslinda ben ikisini de
severim. Aralarini bulmaya c¢alistim; daha kotii oldu. Babam diin “bir daha o adamla
konusmayacaksin” dedi. Ger¢i miras konusunda babam hakli geliyor ama,
amcamdan da vazgecemem ki. Bunca yil bize ikinci bir baba oldu. Ug kurus i¢in bu

cektigimize deger mi?

(1) Her ailede boyle problemler olabilir; kardes kardesin ne 6ldiigiinii istermis
ne de giildiigiinii...

(2) Cok zor durum, sikilmakta haklisin

(3) Anladigim kadariyla bu kavga seni tizmis.

(4) Senin yerinde olsam bende ¢ok iiziiliirdiim.

(5) Kendini iki sevdigin kisi arasinda kalmig hissediyorsun; bu da seni
caresizlige itiyor.

(6) Iki kardesin problemi anlasarak ¢dzmelerine sevindim.

(7) Bence giivenilir bir hukuk¢u bulup onun hakemligine bagvurmalisiniz.

(8) Iki sevdigin kisi arasinda se¢cim yapmak zorunda kalman seni &fkelendiriyor.

(9) Parayla mutluluk olmaz dostluk her seyden 6nemlidir.

(10) Eger babanin tarafini tutarsan amcana haksizlik ettigini diisiineceksin.

(11) Baban “amcanla konusma” s6ziinii gegici bir 6fke aninda sdylemis olabilir.

(12) Bu kavganin sebebi para degil babanla amcanin ailede istiinlik kurma

istekleri olabilir.

3. KIiSI (Bir Dostunuz)
Son giinlerde canim sikiliyor. Belli bir sebebi yok ama icimin daraldigini
hissediyorum. Canim higbir sey yapmak istemiyor. Ustelik bu sikintimi kimse ile

paylasamryorum.

(1) Sikintinin nedenlerini arastirdin m1?

(2) Senin boyle sikiltyor olmana tiziildiim.

(3) Bence kendini mesgul edecek bir hobi bulmalisin.

(4) Iginde tammlayamadigin bir heyecan hissediyorsun ve kétii bir seyler olacakmis
gibi geliyor.

(5) Bazen ben de senin gibi sebepsiz sikinti hissederim.

(6) Sanirim su siralar kendini yalniz hissediyorsun.
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(7) Herhalde bilincaltindaki bir takim duygular bdyle hissetmene yol agiyordur.

(8) Sebebini bilmedigin yogun bir sikint1 i¢indesin.

(9) Geceleri sikintili rityalar gordiigiin de oluyor mu?

(10) Kendini bdylesine birakman dogru degil.

(11) Diinyada oyle biiyiik dertleri olan insanlar var ki onlar senin bu sikintin1 dertten
saymazIlar.

(12) Son giinlerde istedigini elde etmen beni sevindirdi.

KiSI (Bir Geng)
Basimin yan tarafinda bir tutam sa¢ var, ne yapsam yatiramiyorum. Islatiyorum

olmuyor, bagliyorum olmuyor ne zaman aynaya baksam nesem kaciyor.

(1) Bu 6nemli bir problem degil, kafani takma.

(2) Kafanin dis1 degil, i¢i 6nemlidir; sen kisiligini gelistirmeye calis.

(3) Sagimin yatmamasi seni iiziiyor.

(4) Sagimin dokiilmesi beni tizdii.

(5) Berber ne diyor?

(6) Bagkalarinin yaninda her zaman derli toplu goziikmek istiyorsun.

(7) Her zaman kusursuz bir insan olmak istiyorsun.

(8) Saginla bu kadar ugrasmak zorunda kalmak seni sinirlendiriyor.

(9) Bence bu 6nemli bir sorun degil ama bu isin seni rahatsiz etmesine iiziildim.
(10). Bunu sakin arkadaslarina sdyleme; ¢iinkii seninle dalga gecebilirler, sen de
tziillirsiin.

(11). Kiigiik bir sey i¢in bile olsa, baskalar1 tarafindan elestirilmek seni tiziiyor.

(12). Bence seni asil kizdiran, saginin yatmamasi degil, bu igse ¢ok zaman harciyor

olman.

KiSI (Bir Kiz Arkadasiniz)

Annem gecen hafta dogum giinlimde bana, nefis bir atki hediye etti. Verirken de
“sana Ozel bir sey bulabilmek icin sehrin altini {istiine getirdim” dedi. Diin ne
ogrensem begenirsin? Bagka sehirde oturan ablam var. Annem bana aldiginin
aynisini 3 ay Once ona da almis. Bunu 6grenince perisan oldum. Su anda son derece

kotii hissediyorum kendimi.

(1) Annene nigin bdyle davrandigin1 sordun mu?
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(2) Annen hem sana hem de ablana “6zel” bir hediye alabilir; ¢linkii ikinizi de
seviyordur. Bence olaya bu agidan bakmalisin.

(3) Bence bu konuda bencillik ediyorsun.

(4) Bu olaya iiziilmekte haklisin.

(5) Bu olay karsisinda sanirim kendini aldatilmis hissetmissin.

(6) Galiba ablani biraz kiskantyorsun.

(7) Iki atki tamamen benziyor mu?

(8) Annenin, sana senin sandigin kadar deger verip vermedigini merak ediyorsun.

(9) Senin yerinde olsaydim ben de iizilirdim.

(10) Annenin goziinde 6zel bir yerin olmasina sevinmistin; simdi bu sevincinin

yerini iiziintii aldi.

(11) Annen ablani her zaman bdyle elestirir mi?

(12) Annene oldukga 6fkelisin.

KiSi (Bir Ogrenci)

Son zamanlarda hi¢ ders ¢alisamiyorum. Siirekli kahvedeyim. Kagit oynamak zevk
veriyor. Ama kahveden c¢ikarken, her seferinde derin bir pigsmanlik duyuyorum.
Boyle giderse okulu bitiremiyecegim. Bitiremezsem halim ne olur? Ne is yaparim?

Sonra anama-babama, konuya komsuya ne derim?

(1) Bu durumu ailen 6grenirse herhalde tiziiliirler.

(2) Sinifinizda senin durumunda olan bagka arkadaslarin da var m1?

(3) Hayatta basarili olmanin tek yolu okul bitirmek degildir. Okul bitirmemis nice
basarili insan var.

(4) Iginde bulundugun durum seni gok sikiyor, kaygilanmana yol agtyor.

(5) Calismak istedigin halde ¢alisamiyorsun. Kendi kendine s6z gegiremiyor olman
seni huzursuz ediyor.

(6) Bence rahatlamak icin bir psikologa bagvurmalisin.

(7) Konu komsunun ne diisiineceklerini kafana takma, kendini derslere ver.

(8) Bu problemin beni iizdii.

(9) Hem gelecekte iyi bir yasanti elde edememekten, hem de ana-babani
incitmekten korkuyorsun.

(10) Higbir derse mi ¢alismiyorsun, yoksa bazi derslere mi?

(11) Bence kendine fazla yiikleniyorsun, telasin ve sikintin bu yiizden.

(12) Cok calistigin halde dersleri bagaramaman {iziicii.
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APPENDIX H

YANSITMA BECERILERINI DEGERLENDIRME FORMU

REFLECTION SKILLS EVALUATION FORM
Asagidaki durumlarda Kisilere yardimei olmak icin ne (neler) séylerdiniz?
DURUM I: Ondan ¢ok hoslaniyorum. Birlikte olduk¢a hos vakit gegiriyoruz. Ama ona

duygularimi sdyleyip sdylememe konusunda ¢ok kararsizim. Ya o bana karsi boyle seyler

hissetmiyorsa...

DURUM II: Ne olup bittigini bilmiyorum. Cok calistigim halde iyi notlar alamiyorum.
Herkes kadar ¢ok galistigimi diisiinliyorum ama olmuyor, yapamiyorum. Daha baska ne

yapabilirim onu da bilmiyorum.

DURUM III: Cok ¢abuk sinirlenip etrafimda kim varsa ona bagirmaya basliyorum ve onu

kirtyorum. Sonra ¢ok pisman oluyorum ama is isten gegmis oluyor.

DURUM IV: Bizimkiler izmir’e tasindi. Benim yurttan ¢ikip onlarin yanina eve donmemi
istiyorlar. Onlar1 Ozliiyorum, evde olmak ¢ok rahat olacak ama ben yurttan c¢ikmayi
istemiyorum. Kendi kisiligimi kazanmak i¢in bunu yapmak zorunda hissediyorum kendimi.

Oysa onlar benim onlari istemedigimi, onlardan uzaklagtigim disiiniiyor.
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APPENDIX I

ROSENBERG BENLIK SAYGISI OLCEGIi

ROSENBERG SELF-ESTEEM SCALE

Agciklama: Asagidaki ifadelerin her biri i¢in yaninda yer alan segeneklerden size en uygun

gelen tek bir secenegi isaretleyiniz.

Cok Dogru

Dogru

Yanhs

Cok Yanhs

1. Kendimi en az diger insanlar kadar
degerli buluyorum.

2. Bazi olumlu 6zelliklerim oldugunu
diisiiniiyorum.

3. Genelde kendimi basarisiz bir kisi
olarak gérme egilimindeyim.

4. Ben de diger insanlarin bir¢ogunun
yapabilecegi kadar bir seyler
yapabilirim.

5. Kendimde gurur duyacak fazla bir
sey bulamiyorum.

6. Kendime karsi olumlu bir tutum
icindeyim.

7. Genel olarak kendimden
memnunum.

8. Kendime kars1 daha fazla saygi
duyabilmeyi isterdim.

9. Bazen kesinlikle kendimin bir ise
yaramadigini diisiiniiyorum.

10. Bazen kendimin hi¢ de yeterli bir
insan olmadigimi diisiiniiyorum.
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APPENDIX J

KENDINi KABUL ENVANTERI

SELF-ACCEPTANCE INVENTORY

Ag¢iklama: Bu envanterde bir kimsenin kendisine yonelik tutumunu belirlemeye yarayacak
cesitli ciimleler vardir. Bu ciimlelerde olumlu veya olumsuz gesitli insan 6zellikleri vardir.
Bu ozellikler ya bir duygu, ya bir aliskanlik, ya bir inang, ya da bir tutum olabilir. Siz once
her climlede belirlenen duruma uygun bir kimse iseniz cevabiniz “EVET”, yok eger
belirlenen durumdan farkli bir kimse iseniz cevabiniz “HAYIR” olarak vereceginizi kendi
kendinize kararlagtiriiz. Sonra bdyle oldugunuz veya olmadiginiz i¢in “memnun” ya da
“mutsuz musunuz” veya durumunuzdan “sikayetci” ya da “sikayetci degil” misiniz? buna
karar veriniz. Bdylece her climlede verilen durumlarda kendinize iliskin duygularinizin

yoniinii ve yeginlik derecesini diisiiniiniiz.

Cevaplamaniz1 yaparken cevap kagidinda EVET veya HAYIR sozciikleri altinda yer
alan kendimden “Memnunum” anlamina gelen (M), kendimden “Sikayet¢ci Degilim”
anlaminda (Sd), kendimden “Sikayet¢iyim” anlaminda (S), “Mutsuzum” anlaminda (Ms)
harfleri i¢in ayrilan yerlerden birini karalayiniz. Bazi durumlar olabilir ki o konuda kendinizi
ve kendinize iliskin duygulariniz1 yeterince tantyamamis olabilirsiniz. O zaman “Kendimi

Tamyamiyorum” anlaminda sondaki (K) cevap araligini isaretleyiniz.

Her durum icin bir tek cevap yeri karalanacaktir. Her climleyi dikkatlice okuyup
anladiktan sonra cevap kagidinda eger cevabiniz evet ise altindaki memnunum, sikayetgi
degilim, sikayet¢iyim, mutsuzum anlamina gelecek sekilde M, S$d, §, Ms harflerinin
yerlerinden birini karalaymmiz. Yok eger cevabiniz hayir ise onun altindaki memnunum,
sikayetei degilim, sikayetciyim, mutsuzum anlamina gelecek sekilde M, Sd, S, Ms
harflerinin yerlerinden birini karalayarak kendinize verilen durumla ilgili olarak nasil bir

duygu ile algiladigimizi belirleyiniz.
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EVET

HAYIR

Sd

Sd | S

Ms

1-Basarisizlik karsisinda
cabuk yiliyor ve kendime
giivenimi kaybediyorum.*

2- Kuskusuz zayif yonlerim
var ama giiclii yonlerimle
basarili olabiliyorum.

3- Hayatla bas edebilme
giicline sahip olduguma
inantyorum.

4- Gelecegimden
umutluyum. *

5- Herhangi bir i yaparken
baskalarindan fikir almaya ve
onu aynen uygulamaya dnem
veririm.

6- Bir isi planlarken birgok
kimselere danigirim ama son
karar1 kendim veririm.

7- Segtigim meslek
yeteneklerime uygun gibi
goriinityor ama kendi
kisiligim nedeniyle meslekte
basarisiz olacagimdan
korkuyorum. *

8- Zaman zaman
basarisizliklarim oluyorsa da
bundan dolay1 kendimi
degersiz bulmuyorum.

9- Kendi sansimi1 kendim
yaratabilecegim
inancindayim.*

10- Kendimi ise yaramaz
zavall1 bir kimse olarak
goruyorum.

11- Daima baskalar1
tarafindan korunmaya ve
desteklenmeye ihtiyaci
oluyor.

12- Basarimi gayret ve
yetenegimden ¢ok sansima
bor¢luyum.

13- Hatali oldugum zaman
hatamui kabul etmek bana zor
geliyor.

14- Oldugum gibi davraniyor
ve sonucuna da katlanmanin
geregine inantyorum.

15- Gerektiginde hatalarimi
ve eksik yanlarimi
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aciklamada sakinca gormem.

16- Hata yaptigimi anlayinca
Oziir dilemekten ¢ekinmem.

17- Nedense biitiin aksilikler
beni bulur.

18- Gerektiginde kisinin
kendini degistirebilecegine
inantyorum.

19- Karsilastigim giigliikler
ailemin bana iyi bir egitim
verememis olmasindan ileri
geliyor.

20- Insanlar beni anlamiyor.

21- Sorumluluk almaktan
kaginirim.

22- Kararsiz bir insan
olusumdan dolay1 yasamim
tatsizlagtyor.

23- Derslerimden diisiik not
alisimi genellikle kendi
tembelligimin sonucu olarak
gorilyorum. *

24- Kendimle ilgili
konularda karar vermede
giicliik ¢cekiyorum.

25- Benimle ilgili konularda
yakinlarimin benim yerime
karar vermeleri bana giiven
sagliyor.

26- Yaptigim se¢imlerden ve
islerden dolay1 ¢cogu zaman
pisman olurum.

27- Kendimi giinahlarimdan
dolay1 degersiz buluyorum.

28- Gegmisime bakinca asir1
bir utang ve pigmanlik
duyuyorum.

29- Kendimi yasamaya deger
ve toplum iginde yeri olan bir
kimse olarak goriiyorum.*

30- Yaptiklarimdan dolay1
Allah’in beni
cezalandiracagindan
korkuyorum.

31- Ailemin beni
oldugumdan daha iyi gérmesi
karsisinda onlar1 aldatmig
olmanin {iziintiistinii
duyuyorum.

32- Haksizliklar karsisinda
bile kendimi savunamiyorum.

33- Zor durumlarda
genellikle yalan ve hileye
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basvurmam.

34- Genellikle dedikodu
yapmaktan hoglanmiyorum.

35- Hakkimda asilsiz
dedikodular yapiliyor.

36- Hakkimda gercege
dayanan bazi dedikodular var.

37- Genellikle bagkalarinin
yaninda terler ve bunalirim.*

38- Bir topluluk i¢inde biitiin
gozler bana ¢evrilmiscesine
tedirgin olurum.*

39- Yabancilarla tanismak ve
yeni dostlar edinmekten
hoslanirim.

40- Kendimle ilgili
sorunlarin ¢oziimiinde
gerekirse baskalarinin
yardimini isteyebilirim.

41- Baskalar1 beni
seyrederken is yapamiyorum.

42- Baskalar1 bana
baktiginda yiiriimeyi
sagiririm. *

43- Arkadaglarimin davetini
beklemeden gerektiginde
onlarin grubuna katilirim.

44- Gerektiginde duygu ve
diisiincelerimi
aciklayabilirim.

45- Gerektiginde bildiklerimi
ve gordiiklerimi bagkalarina
anlatabilirim.

46- Genellikle topluluk
i¢inde bulunmaktan
hosglanirim.

47- Girigken bir insan
sayilirim.

48- Bana baktiklarinda
mutlaka bir kusurum oldugu
duygusuna kapilirim.

49- Topluluk i¢inde rahat
konusamiyorum.

50- Genellikle baskalarinin
dikkatini lizerime ¢ekmekten
sikilirim.

51- Yerinde ve hakli bile olsa
yliziime yapilan ovgiilerden
utanirim.

52- Diger insanlar
hakkindaki diisiince ve
kanilarimi1 bagkalariin lafiyla
degistirmem.

53- Olaylar ve insanlar
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hakkindaki yargilarimi kendi
deneyimlerimle olustururum.

54- Bagkalar1 benim deger ve
inanglarima ters diisen bir is
yapman istediklerinde onlar1
red edemem.

55- Oldugum gibi
goriinmekten hoslanmiyorum.

56- Kendi deger ve
inanglarim bagkalarininkine
ters diisse bile onlar1 agikca
ortaya koyar ve savunurum.

57- Bagkalarinin ahlak
degerlerine uygun
davranmayabilirim.

58- Genellikle isteklerim
begenilerim ve degerlerime
uygun bir yasam siirliyorum.

59- Baskalarmin benim
inanglarima ve degerlerime
uygun davranmasint
beklemiyorum.

. 60- Genellikle oldugum gibi
davranirim ve oldugum gibi
goriinmeye caligirim.

61- Gerektiginde hakkimi
ararim.

62- Genellikle kendimden
¢ok baskalarini memnun etme
cabasindayim.

63- Eger duygu ve
diisiincelerimden utanirsam
bunlar1 tam karsit1 olan bir
davranisla gizlerim.

64- Arkadaslarimin bir¢ogu
kadar giizel ve yakigikliyim.*

65- Kendimi oldukga ¢irkin
ve sevimsiz buluyorum.

66- Normal bir beden
yapisina sahibim.

67- Boyum oldukca kisadir.

68- Oldukga siska ve
celimsizim.

69- Gizledigim baz1 fizik
kusurlarim var.*

70- Kulagim iyi igitmiyor.

71- Gozlikk takmak
zorundayim.

72- Oldukga sismanim

73- Saglikli bir insanim.
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74- Glizel olmayan yanlarim
kadar giizel yanlarim da var.

75- Dogustan getirdigim
bedensel bir 6ziiriim var.*

76- Kalitsal bir 6ziliriim var
bu benim ¢ocuklarimda da
goriilebilir. *

77- Kars1 cinsten
arkadaglarimin bana duygusal
yaklagimindan utaniyorum.

78- Kars1 cinsin diuygusal
yaklagimi beni
ofkelendiriyor.*

79- Kizli erkekli bir
toplantida kendimi rahat
hissetmiyorum.*

80- Kendi cinsiyetimden (kiz
ya da erkek olmaktan)
memnunum.

81- Karsi cinsten
arkadaglarimla beraber
olmaktan mutluluk
duyuyorum.

82- Okul yasaminda arkadas
secerken kiz erkek ayirimi
yapmam.*

83- Cinsel diirtiiler kontrol
altina alinmali ama utang
verici sayllmamali.

84- Toplumun onayladig1
durumlarda bile cinsel
iligkileri kirli ve igreng
buluyorum.

85- Karsi cinsten biri(leri)nin
benimle duygusal yakinlik
kurma isteginde oldugu
kanisindayim.*

86- Arkadas saydiklarim beni
arar ve benden hoslanirlar.

87- Arkadaslarim benim
dostluguma giivenirler.

88- Arkadaslarim beni pisirik
ve beceriksiz bulurlar.

89- Arkadaslarim beni
kiiglimsiiyorlar.

90- Arkadaslarim beni
gruplarina isteyerek alirlar.

91- Arkadaslarim ciddi
islerde ve galismalarda
benimle beraber olmak
isterler.

92- Arkadaglarim beni agz1
gevsek ve sir saklamaz
bulurlar.
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93- Hi¢ kimse beni sevmiyor.

94- Arkadaslarim bana
diisman oldular.

95- Ailem beni ¢ok sever.

96- Ogretmenlerin ¢ogu beni
diger arkadaslarim kadar
Onemsemiyorlar.*

97- Cevremdeki insanlar beni
ilgilendiren konularda bile
benim fikrimi almazlar.

98- Ev sahibini rahatsiz
edecegim diisiincesiyle
misafirlige gitmekten
¢ekinirim.

99- Diger insanlar arasinda
bir yerimin olduguna
inantyorum.

100- Diger insanlar1
kendimden uzaklastiracak
kadar ¢evreme koku
sactyorum.*

101- Insanlar beni
ovdiiklerinde igimden bu
kadar degerli olmadigimi
diistintiriim.

102- Arkadaslarim beni
yetenekli fakat algak goniilli
bulurlar.

103- Kolay arkadas
edinebilirim.

104- Psikolojik yonden
normal ve rahat bir insan
sayilirim.

105- Gerektiginde yasamin
kotii yonleriyle yiiz yiize
gelmekten ¢cekinmem.

106- Kendimi diiriist ve
samimi bir insan olarak
goriyorum.

107- istemedigim halde cabuk
kiztyor ve sinirleniyorum.

108- insanlar1 seviyorum ve
omlarla beraberlikten mutlu
oluyorum.

109- Yasamin giizel ve ilging
yanlarini gérerek mutlu
oluyorum.

110- Kendi ¢abamla
yenebilecegim giicliiklerden
dolay1 mutsuz olmam.*

111- Yeni durumlara kolay
uyum yapabiliyor ve yeni
yagantilardan hoglaniyorum.
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112- Alingan bir insan
degilim.

113- Sebatl ve iradeli bir
insanim.

114- Kolay mutlu
olamiyorum genellikle
karamsar bir insanim.

115- Kendimi yasamaya
deger ve toplumda yeri olan
bir kimse olarak goériiyorum.

116- Bagkalari ile
iligkilerimde onlarin duygu ve
diisiincelerini gdzetirim.

117- Anlamli ve amaglarima
uygun bir yagsam siirdiim.

118- Bazen yalnizliktan
hoglanirim

119- Elestiriyi benligime
yoneltilmis bir tehdit olarak
gOririim.

120- Elestirilerden 6nce
rahatsiz olsam bile sonradan
tizerinde durur ve yararlanma
geregi duyarim.

121- Baz1 konularda basarisiz
olabilirim ama verimli ve
basarili oldugum alanlarda
var.

122- Baz1 aligkanlik ve
kusurlarima ragmen gene de
normal ve uyumlu bir
insanim.

123-Uzerime aldi§im gérevi
kusursuz yapmam sarttir.

124- Bazen ters ve ge¢imsiz
bazen ise sicak ve yumusak
olurum.

125- Cirkin ve sevimsiz
yonlerimi iyi ve sevimli
yonlerim kapatiyor.

126- Arkadaslarim bazi kusur
ve noksanlarimi saka konusu
yaparak beni incitiyorlar.
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APPENDIX K

AKRAN DANISMANLIGI PROGRAMINI DEGERLENDIRME FORMU

(Akran Danisman)

PEER HELPING PROGRAM EVALUATION FORM —Peer Helper

1. Akran Damismanhgi Egitim Program beklentilerinizi ne derece karsilad1?

3. Akran Damismanhgi Egitiminin;

En Cok Yararlandiginiz Yonleri
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4. Akran Damismanhgi Egitim Programini sizi akran danisman olarak hazirlama

konusunda ne derece etkili buldunuz?

5. Egitim siiresi (haftalik egitim oturumlari, oturumlarin siiresi, calisma

gruplarinin sayisi ve siiresi) sizce yeterli miydi? Aciklayiniz.

6. Egitimi veren uzman sizce nasildi? Asagidaki alanlarda degerlendiriniz.

Akademik Ozellikleri

7. Tiim siirec icinde ¢cok keyif aldigimiz bir konu ya da ¢calisma oldu mu?

Aciklayimz.



9. Akran Danmisman grubunun icinde yer almak (bir parcasi olmak) size ne
hissettiriyor?

10. Akran damisman olarak akranlarimzla yaptigimiz goriismelerle ile ilgili diisiince

ve duygularimiz nelerdir?

11. Sizden yardim alan akranlariniza, sizce programin hangi yonii daha cok

yardimc1 oldu?

12. Akran damismanhg hizmetlerinin daha etkili bir sekilde yiiriitiilebilmesi icin
neler onerirsiniz?

13. Bu programi akran damisman olmak isteyen baskalarima-arkadaslariniza ne

derece onerirsiniz? Aciklayimz.
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APPENDIX L

AKRAN DANISMANLIGI HiZMETIiNi DEGERLENDIiRME FORMU
(Akran Danisan)

PEER HELPING SERVICE DELIVERY EVALUATION FORM —Peer Helpee

Akran Danigmanligi Programindan yararlanan 6grencilerden birisiniz. Programin
degerlendirme asamasinda kullamilmak iizere asagidaki bazi bilgileri yamitlamaniz, daha
sonra yapilacak calismalara 151k tutmasi agisindan 6nemli goriilmektedir. Sonuglar, yalniz
arastirma amaciyla kullanilacak ve kesinlikle gizli tutulacaktir. Calismanin sonuglari
programin daha etkili bir sekilde yiiriitiilmesine bilgi saglayacagi i¢in igtenlikle vereceginiz
cevaplar bu programlarin gelistirilmesinde biiyiik yarar saglayacaktir.

Katkilariniz i¢in simdiden tesekkiir ederim.

Akran Danismanlig1 Program Koordinatorii
Uzm. Psikolojik Danigman

Mine Aladag

Bolimiiniiz

Sinifiniz
Cinsiyetiniz  : Kiz( ) Erkek ()

Akran Danigmani ile Goriigme Sayist:

BOLUM L
1. Akran Danismanlig1 Programina bagvuru nedeninizi kisaca agiklayimiz.



3. Akran Danmigmanligi Programi beklentilerinizi ne dlglide karsiladi?

Hi¢ Karsilamad: (1) 2) 3) 4 &) Tamamen Karsiladi

4. Akran Danigmanligi Programindan nasil haberdar oldunuz?

Pano-Afis Arkadas Brosiir Internet Diger......cccccu.e..

5. Goriisme aldiginiz akran danismandan duydugunuz memnuniyeti derecelendiriniz.

Hi¢ Memnun Degilim (1) (2) 3) 4 &) Cok Memnunum

6. Akran danmismanlig1 goriismesi ihtiyacinizi ne 6lgiide karsiladi?

Hi¢ Kargilamad: (1) 2) 3) 4 %) Tamamen Karsiladi

7. Akran danigmanlig1 gdriismesi size ne Ol¢iide yardimei oldu?

Hig¢ Yardimc1 Olmadi (1) (2) 3) 4) %) Cok Yardimci Oldu

8. Universitemizde Akran Danismanligi hizmetlerinin olmasi sizce ne derece dnemli ?

Hig Onemli Degil (1) ) 3) 4) ®) Cok Onemli

9. Ihtiyacimz olursa tekrar akran danismandan yardim almay1 ne derece istersiniz?

Hig Istemem () ) 3) 4) 5) Cok Isterim

10. Akran Danismanligi Programini arkadaslariniza ne derece onerirsiniz?

Onermem (1) ) (3) 4) 5) Oneririm

11. Akran Danismanligi Programu ile ilgili
Cok hosuma giden yo6n (yonler)
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BOLUM II: Asagida Akran Danismani ile ilgili her bir ciimlenin karsisinda yer alan “Hig

Katilmiyorum (1)” - “Kesinlikle Katiliyorum (5)” seg¢eneklerinden sizin ig¢in en uygun olan

birini isaretleyiniz. Liitfen bos ciimle birakmamaya dikkat ediniz.

Hic¢ Kesinlikle
Katilmiyorum Katilhlyorum

1 2 3 4 5
1. Bana oldukea ilgili davrandi. 1 2 3 4 5
2. Beni yargilamadan ilgi ve 6zenle dinledi. 1 2 3 4 5
3. Oldukga giivenilir davrandi. 1 2 3 4 5
4. Anlattiklarimla dalga ge¢gmedi. 1 2 3 4 5
5. Bana 06giit ve Onerilerde bulunmadi. 1 2 3 4 5
6. Anlattiklarim konusunda bana saygili, kabul 1 2 3 4 5
edici ve igten davrandi.
7. Anlattiklarimla ilgili kendi duygu, diisiince ve 1 2 3 4 5
yagantilarini paylasti.
8. Ne soyledigimi anladigim gdsteren tepkiler 1 2 3 4 5
verdi.
9. Akran danigman bana bir arkadas gibi davrandi. 1 2 3 4 5
10. Akran danisman ile kendimi rahat hissettim. 1 2 3 4 5
11. Bende bir giin akran danigman olmay1 isterim. 1 2 3 4 5
12. Kendimi daha iyi anlamami sagladi. 1 2 3 4 5
13. Akran danigman anlattiklarimla yakindan 1 2 3 4 5
ilgilendi.
14. Goriisme sayist yardimcr olacak kadar| 1 2 3 4 5
yeterliydi.
15. Kendimle ilgili akran danigman ile konusmak 1 2 3 4 5
cevremdekilere gore daha kolay geldi.
16. Benimle giiven veren, samimi ve igten bir iligki 1 2 3 4 5
kurdu.
17. Agik ve rahat konugmam igin beni tesvik etti 1 2 3 4 5
(cesaretlendirdi).
18. Kendimi daha iyi ve agikg¢a anlatabilmem igin 1 2 3 4 5
sorular sordu.
19. Akran danisman tarafindan anlasildigimi 1 2 3 4 5
hissettim.
20. Yasadiklarimla ilgili duygularimi anladi. 1 2 3 4 5
21. Kendimi ve yasadiklarimi anlamama yardime1r| 1 2 3 4 5
oldu.
22. Ne yapabilecegim konusunda benimle birlikte | 1 2 3 4 5
secenekler aradi.
23. Akran danmigsma goriismesinin yapildig1 ortam| 1 2 3 4 5
uygundu.
24. Yasadiklarimla ilgili farkli bakis agilarim 1 2 3 4 5
gdrmemi sagladi.
25. Goriisme almak i¢in akran danigmana ulagmam 1 2 3 4 5
zor olmadi.
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APPENDIX M

AKRAN DANISMANLIGI PROGRAM SOZLESMESI

THE CONTRACT FOR PEER HELPING PROGRAM

Aday akran danigsman olarak, egitim programi kapsamindaki etik kurallara

uyacagima ve sorumluluklart yerine getirecegime sz veririm. Asagida belirtilenleri ve bu

programda yer aldigim siirece bunlara uyacagimi kabul ederim.

L.

Egitim programiyla ilgili her toplantiya (egitim oturumlari, haftalik geligim
toplantilari, bireysel ve grupla siipervizyon saatleri) eksiksiz katilacagim.

Program siiresince oturumlarda yasadiklarimi, duygu ve diisiincelerimi agik bir
sekilde ifade edecegim; diger aday akran danmigmanlara geribildirim verecegim; ve
program siiresince yapmam gereken ddevleri tamamlayacagim.

Egitim programi sirasinda ve akran yardim iliskisi i¢inde gizlilik ilkesine sonuna
kadar uyacagim.

Bu programdan yardim alan her akranin kisilik haklarina saygi duyacagim.

Bu program kapsaminda yaptigim akran danigmanligi goriismeleri ile ilgili diizenli
siipervizyon alacagim ve siipervizyonda sdylenenleri uygulayacagim.

Programda belirtilen sinirlar digindaki konularda mutlaka hemen program sorumlusu
ile goriisecek, yardim alan akranimi bir uzmana yonlendirecegim. Sinirlarim
kesinlikle asmayacagim.

Akran danisman pozisyonumu asla kendi yararim, kazancim i¢in kullanmayacagim.

Yukarida yazilan ve program siiresince Ogretilecek tiim “ETIK KURALLARA”

kesinlikle uyacagimi, ve bu kurallarla ilgili belirsizlik yasadigim zaman program

koordinatdriinden yardim isteyecegimi kabul ediyorum.

Yukarida yazilanlari tiimilyle kabul ediyorum ve bunlara uymadigim zaman program

disinda tutulacagimi biliyorum.

Aday Akran Danisman Program Koordinatorii-Uzm. Psikolojik Danisman
Tarih: Tarih:
Imza: Imza:
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APPENDIX N

AKRAN DANISMANLIGI EGIiTiM PROGRAMI

PEER HELPING TRAINING PROGRAM
I. MODUL (1 Oturum)

TANISMA - ORYANTASYON
(Orientation — Getting Acquainted)

Amaglar:
e Akran danismanlig1 egitim programini genel yapist ile tanitmak
e Akran damigsman adaylarinin, egitim grubunun amaglarini, kurallarin1 ve
sorumluluklarini anlamalarina yardimci olmak
e Akran damigman adaylarinin birbirleri ile tanigmalarini, birbirleri ile rahat olmalarini
saglamak

Siire: 2 saat
Siireg:
e Yapilandirma
Grup kurallari, grup iiyelerinin sorumluluklari,...
e Akran Damismanhgi Programina Giris
Akran danigma egitimi programinin tanitimi
e Tamsma
1. Egitim grubuna katihm amaclari, beklentileri
Bu konu ile beraber akran danmisman adaylarinin egitim programi sonunda
ulagmak istedikleri amaglar netlestirilir, somut davranigsal amaglara
donistiriliir.

Egitim programi sonunda ben ..........cccoeceveerieneneeeeienene olmak istiyorum.
2. Neden akran yardimci olmak istiyor? Kime yardim etmek istiyor? Neden
yardim etmek istiyor? Bu becerileri 6grenmekle ilgili motivasyonu nedir?
3. Rahathk, giiven ve acikhgin saglanmasina yardimci olacak tamisma
uygulamalar
Ahstirmal: Esleserek tanigsmalari, ve eslerin gruba tanistirilmasi

Alstirma 2: Cansiz bir nesne olsaydim ne olmak isterdim?

Alstirma 3: Her akran danismanin isminin bas harfinden kendine bir
“sifat” takmasi1 ve egitim siiresince bu sifatla anilmasi
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II. MODUL (2 Oturum)

YARDIM ETME ve YARDIM iLiSKiSiNi ANLAMA
(Understanding Helping and Helping Relationships)

Amaglar:

Akran danigman adaylarinin yardim iligkisini anlamalarina yardime1 olmak
Yardimci olan ve olmayan iligkileri ayirt etmelerini saglamak

Etkili yardim edici rollerini ve dzelliklerini anlamalarini saglamak

Etkili yardim etmenin ne oldugunu beraberce yeniden anlamlandirmak

Siire: 4 saat

Siireg:
[ )

Beyin Firtinasi: Adaylar ilk 6nce kagitlara kendi ciimleleri ile “yardim etmek” ve
“yardim etmenin amaglar1” ile ilgili tanimlarini yazarlar. Sonra grup olarak
yazdiklar1 paylasilir, yardim etme, yardim iliskisi, etkili yardim eden ile ilgili temel
temalar, kavramlar olusturulmaya baglanir.

Hayal Kurma Ahstirmasi: Eger ben yardim alan (isteyen) biri olsaydim....
“Gozlerinizi kapatin. Kendinizi yasadiginiz bir sorunla ilgili birinden yardim alirken
hayal edin. Bu kisinin nasil biri olmasini isterdiniz? Kisiyi miimkiin oldugunca
g0ziinlizin 6niinde canlandirmaya calisin. Nasil goriiniiyor? Sizi nasil karsiliyor?
Neler yapiyor? Neler sdyliiyor? Nasil soylityor? Ses tonu, yiiziinilin ifadesi, oturusu
nasil? Yardim etmek i¢in neler soylerdi? Yardim etmek i¢in neler yapardi? gibi
sorularin yanitlarini diislinerek aranizdaki iligkiyi, iletigimi resmedin”.
Uygulama sonunda: Herkes diisiindiikleri ile ilgili kagida notlar alir. Bu notlar
iizerinden konusmaya baglarlar.

1. Herkesin hayal ettikleri ile ilgili ortak ve farkli noktalar neler?

2. Hayal ettiginiz kisinin sizinle benzer ve farkli yanlar1 neler?

“Yardim etme” kavramim yeniden tanimlama, anlamlandirma

Oturum sonunda “yardim etmek, yardim iliskisi, yardim iliskisinin temel kosullari,
yardim etme siireci” gibi basliklar konusulur. Bunlarla ilgili bir metin ¢ikarilir.
Ikinci oturumun sonunda “yardim asamalar1” “yardim becerileri” kisaca
tamitilir”. Her bir becerinin yardim siirecindeki 6nemi, islevi, amaclari
konusulur.

Odev: 1. Arkadas ve tanidiklarmiza yardim almanim onlar i¢in ne anlama geldigini sorun?

Sizin yardimci oldugunuzu diisiindiikleri davranislarinizi belirtmelerini isteyin.

Odev II: a. Arkadaslarinizin sizden yardim istedigi, konusmak istedigi konular neler?

b. Sizin arkadaglarinizdan yardim istediginiz konular neler?
Not: Bu konular uygulamalar sirasinda kullanilacaktir.

#**Bu oturum sonunda “AKRAN DANISMANLIGI PROGRAMI SOZLESMESI”
IMZALANIR ve “yardim becerilerinin 6n degerlendirmesi” yapilr.
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I. MODUL (5 Oturum)

TEMEL BECERILER
(Basic Skills)

YAKINDAN DINLEME
(Attending )

Amaclar:
e Akran danisman adaylarinin yakinda ilgilenme becerisini kazanmalarini saglamak
e Akran damigmanlhig iligkisinde yakindan ilgilenmenin amacini, dnemini ve islevini
farketmelerini saglamak
e Akran damigman adaylarinin kendileri ve diger kisilerin beden dili ile ilgili
farkindaliklarini arttirmak

Siire: 2 saat
Siireg:
e Beceri ile ilgili kisa bir tanitim yapilir.
Becerinin Tanim, Islevi, Kullaninm

e Alstirma: Teke tek konusmada yakindan ilgilenmenin yer aldig1 ve almadig:
yasantilar1 yasama

e Ahstirma: Yakindan ilgilenme
Akran danmigmanlar ticer kisilik gruplara ayrilirlar. Yardim eden-yardim alan ve
gbzlemci segilir.
a. Yardim eden, rahat bir pozisyon alarak uygun yakindan ilgilenme davranislarini
gosterir
b. Yardim alan kisi kendi kisisel yasami ile ilgili olarak hoslandigi ya da
hoslanmadig1 genel bir konu ile ilgili 1-2 dak. konusur.
c. Konusma bittiginde yardim eden sdylenenleri tekrar eder. (¢cok basit ve sikici gibi
goriinse de beceriler kazandirilmaya bagladig1 ilk zamanlarda dinleme davraniginin
geligmesi i¢in firsat yaratir).
d. Uygulama 5-6 defa roller degistirilmeden devam ettirilir.

Gozlemci: 1. Yardim eden kisiyi gozler ve asagidakilerle ilgili not alir
Yakindan ilgilenme davraniglar
Yardim edenin sOylenenleri aynen tekrar etme becerisi
2. Yardim alan kisiyi gozler,
Sozel olmayan davraniglar
Siire¢ sonunda;

1. Yardim eden hangi yakindan ilgilenme davranislarinda kendini daha
rahat hissettigi ve sdylenenleri aynen tekrar etmesi ile ilgili
yasadiklarini paylasir.

2. Yardim alan yardim edenin yakindan ilgilenme davranislar ile ilgili
duygularini paylasir.

3. Yardim eden ve gozlemci yardim alanin sdzel olmayan davraniglart
ile ilgili yorumlarini séylerler ve dogrulugu ile ilgili yardim alandan
geribildirim alirlar.

ODEV 1: Bir hafta siiresince yakindan ilgilenme davranislan ile ilgili kendinizi ve
digerlerini gozleyin. Farkettiginiz noktalar1 not alin.
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SORU SORMA ve TESVIK ETME
(Questioning and Encouragement)

Amaclar:

Akran danigman adaylarinin uygun soru sorma becerisini kazanmalarini saglamak
Akran danigmanligi iliskisinde tesvik etme becerisini kullanmalarini 6gretmek

Siire: 2 saat

Siireg:

Beceri ile ilgili kisa bir tamitim yapilir.
Becerinin Tanimu, islevi, Kullanim

Alistirma: Soru sorma ve tesvik etme

Akran damismanlar iicer kisilik gruplara ayrilirlar. Yardim eden-yardim alan ve
gozlemci segilir.

a. Yardim eden, rahat bir pozisyon alarak uygun yakindan ilgilenme davranislarini
gosterir

b. Yardim alan kisi kendi kisisel yasami ile ilgili olarak hoslandigi ya da
hoslanmadig1 genel bir konu ile ilgili 3-5 dak. konusur.

c. Konusma bittiginde yardim eden agik uglu bir soru sorar.

d. Konugma aralarinda tesvik ediciler kullanir.

e. Uygulama 5-6 defa roller degistirilmeden devam ettirilir. Yardim eden konunun
farkli yonleri ile ilgili agik uglu sorular sorar.

Gozlemci: 1. Yardim eden kisiyi gozler ve asagidakilerle ilgili not alir
Acik ve kapali u¢lu sorular
Tesvik ediciler
Siire¢ sonunda;
1. Yardim eden soru sorma ile ilgili yasadiklarini paylasir.
2. Yardim alan sorularla ilgili yasadiklarini, duygularini paylasir.
Kapanis:
1. Yardim alan, eden ve gozlemci olarak ne yasadiniz? Hangi rolde olmay1
tercih ederdiniz?
2. Tepkileri verirken yasamis olacaginiz kaygi ile nasil basettiniz?
3. Uygulama sirasinda kendiniz ile ilgili neler 6grendiniz? Giicli ve zayif
taraflariniz nelerdi?
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ICERIK YANSITMA
(Paraphrasing)

Amaclar:

Akran danigman adaylarinin igerik yansitma becerisinin amacini, 6nemini ve iglevini
anlamalarini saglamak

Akran danigman adaylarinin karsidakinin sdylediklerinin igerigini dogru ve uygun
bir sekilde yansitabilmelerini saglamak

Siire: 2 saat

Siirec:

Beceri ile ilgili kisa bir tanitim yapilir.
Becerinin Tanmimu, islevi, Kullanim

Ahstirma: Icerik Yansitma
Ik Ahstirma: icerik yansitma ile ilgili yazili bir uygulama yapilir

Daha sonra akran danigsmanlar Ttiger kisilik gruplara ayrilirlar. Yardim eden-yardim
alan ve gozlemci segilir.

a. Yardim alan kisi kendi kigisel yasami ile ilgili olarak hoslandigi ya da
hoslanmadigi genel bir konu ile ilgili 1-2 dak. konusur.

b. Konusma bittiginde bir siire beklenir, sonra yardim eden rahat bir nefes alip, ne
sOyleyecegini diigiindiikten sonra yardim alanin sdyledikleri i¢inde 6nemli ve gerekli
olan boliimi, igerigi birka¢ kelime ya da bir climle ile yansitir.

c. Uygulama 5-6 defa roller degistirilmeden devam eder.

Gozlemei: 1. Yardim eden kisiyi gozler ve asagidakilerle ilgili not alir
Icerik yansitma tepkisi
Siire¢ sonunda;
1. Yardim eden icerik yansitma ile ilgili yasadiklarini paylasir.
2. Yardim alan yardim edenin icerik yansitma tepkisi ile ilgili
duygularini paylasir.
Kapanas:
1. Yardim alan, eden ve gozlemci olarak ne yasadiniz? Hangi rolde olmay1
tercih ederdiniz?
2. Tepkileri verirken yasamis olacaginiz kaygi ile nasil basettiniz?
3. Uygulama sirasinda kendiniz ile ilgili neler 6grendiniz? Giicli ve zayif
taraflariniz nelerdi?
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DUYGU YANSITMA
(Reflecting Feelings)

Amaglar:

Akran danigman adaylarinin duygular1 tanimlamalarini saglamak

Kigileraras1 iletisimde ve yardim iliskisinde duygularin ve duygular1 yansitmanin
amacini, 6nemini ve islevini farketmelerini saglamak

Akran danigman adaylarinin karsidakinin duygularint dogru ve uygun bir sekilde
yansitabilmelerini saglamak

Siire: 3 saat

Siireg:

Beceri ile ilgili kisa bir tanitim yapulir.
Becerinin Tanim, Islevi, Kullaninm

Ahstirma I: Duygular1 tammlama, duygu kelimeleri 6gretme
Gruptaki her akran danigman o an hissettigi duygularla ilgili 3 duygu kelimesi
soyler. Duygu kelimeleri listesi kullanilarak siradan, tipik kelimeler yerine farkli,
¢esitli kullanimlart ile ilgili s6zliiklerinin genisletilmesi amaglanir.
Ahstirma II: Kagitlara hazirlanmig ciimlelerden (hikayelerden) duygulart bulup
¢ikarmalari
Ahstirma III: Akran danismanlar dorder kisilik gruplara ayrilirlar. 3 akran
danigsman yardim eden ve 1 akran danisman yardim alan kisi olur. Her akran
danismana siire¢ icinde yardim alan olma firsati verilir.
a. Yardim edenler, rahat bir pozisyon alarak uygun yakindan ilgilenme davraniglarini
gosterir
b. Yardim alan kisi kendi yasamu ile ilgili olarak bir konu ile ilgili 1-2 dak. konusur.
c. Konugma bittiginde yardim edenler karsidakini duygularim1 anlamaya ¢alisip bu
duygular1 yansitirlar.
d. Yardim alan aldig1 her duygu yansitma tepkisi ile ilgili kisa cevaplar, tepkiler
verir.
e. Tim tyelerin duygu yansitmasi bittikten sonra yardim alan hangi tepkiyi-ya da
tepkileri daha etkili buldugunu nedenlerini agiklayarak anlatir.
d. En etkili tepkiyi veren iiye bunu nasil olusturdugunu anlatir.
d. Uygulama 5-6 defa roller degistirilerek devam ettirilir.
Gozlemci: 1. Yardim eden kisiyi gozler ve asagidakilerle ilgili not alir
Yakindan ilgilenme davraniglar
Duygu yansitma tepkisi ve etkisi
Duygularin dogrulugu
Siire¢ sonunda:
1. Yardim eden duygu yansitma ile ilgili yasadiklarini paylasir.
2. Yardim alan yardim edenin duygu yansitma tepkisi ile ilgili
duygularin1 paylasir. 3. Daha etkili ve etkili olmayan tepkileri
tartisir.
Kapans:
1. Yardim alan, eden ve gozlemci olarak ne yasadiniz? Hangi rolde olmay1
tercih ederdiniz?
2. Tepkileri verirken yasamis olacaginiz kaygi ile nasil basettiniz?
3. Uygulama sirasinda kendiniz ile ilgili neler 6grendiniz? Giicli ve zayif
taraflariniz nelerdi?
4. Ele almakta zorlandiginiz duygular var m1?
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OZETLEME
(Summarizing)

Amaglar:

Akran danmigman adaylarinin 6zetleme becerisinin amacini, onemini ve islevini
anlamalarini saglamak
Sdylenilenleri uygun bir sekilde 6zetlemelerini saglamak

Siire: 2 saat

Siireg:

Beceri ile ilgili kisa bir tanitim yapulir.
Becerinin Tanim, Islevi, Kullaninm

Ahstirma: Ozetleme

Daha sonra akran danigmanlar iicer kisilik gruplara ayrilirlar. Yardim eden-yardim

alan ve gozlemci segilir.

a. Yardim alan kisi kendi kisisel yasami ile ilgili olarak hoslandigi ya da
hoslanmadig1 genel bir konu ile ilgili 1-2 dak. konusur.

b. Konusma bittiginde bir siire beklenir, sonra yardim eden rahat bir nefes alip, ne

sOyleyecegini diisiindiikten sonra yardim alanin sdylediklerini 6zetler

c¢. Uygulama 5-6 defa roller degistirilmeden devam eder.

Gozlemci: 1. Yardim eden kisiyi gozler ve notlar alir
Siire¢ sonunda:
1. Yardim eden 6zetleme ile ilgili yasadiklarini paylasir.
2. Yardim alan yardim edenin &zetleme tepkisi ile ilgili duygularim
paylasir.
Kapanis:
1. Yardim alan, eden ve gozlemci olarak ne yasadiniz? Hangi rolde olmay1
tercih ederdiniz?
2. Tepkileri verirken yasamis olacaginiz kaygi ile nasil basettiniz?
3. Uygulama sirasinda kendiniz ile ilgili neler 6grendiniz? Gii¢li ve zayif
taraflariniz nelerdi?

*Bu oturum ilk bir saati “Duygu Yansitma” oturumu icin kullamilmistir.
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IV. MODUL (2 Oturum)

TEMEL BECERILERI BIRLESTIRME
(Integrating Basic Skills)

Amaglar:
e Akran damigman adaylarinin &grendikleri temel becerileri sistemli ve biitlinciil bir
sekilde kullanmalarini saglamak
e Akran damisman adaylarmin tiim temel becerileri kullanarak 5-10 dakikalik bir
goriisme yapmalarini saglamak.

Siire: 4 saat
Siireg:

Akran damigmanlar ikiser kisilik gruplara ayrilirlar. Yardim eden-yardim alan ve

digerleri gbzlemci olur.

a. Akran danigmanlif1 goriismesi baslatir.

b. Goriisme 5-10 dakika siirer. Siire¢ i¢inde akran danisman tiim temel becerileri
uygun sekilde kullanmaya calisir.

c. Uygulama kii¢iik gruplarla ve tim grupla beraber yapilir.

Gozlemei: Yardim eden ve alan kisileri gézler ve degerlendirme formunu kullanarak
goriigsme ile ilgili notlar alir.

Stireg sonunda; Degerlendirme formu esas almarak gorigme ile ilgili
degerlendirmeler yapilir.

Kapanis:
1. Bu yasantidan kendinizle ilgili bir akran danisman olarak neler
6grendiniz?
2. Hangi becerileri daha ¢ok ya da daha az kullandiniz?
3. Hangi becerileri daha etkili buldunuz? Bunlar etkili yapan nelerdi?
4. Becerilerle ilgili yeterli olanlar ya da gelistirmeniz gerekenler neler?
5. Etkili bir yardim eden olma konusunda yasadiklarini paylasirlar.

Becerileri 6grenme siirecinde etkili-yeterli olup olmadiklarina dair
inanglar1 neler?

***Siire¢ icinde akran danigman adaylarmin etkili bir akran danigman olacaklarina iligkin
inaclarmin disiis gosterdigi ancak pratik yaptik¢a yeniden yeterli hissetmeye basladiklari
gbzlemleniyor.
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Amag:

V. MODUL (2 Oturum)

ILERI DUZEY BECERILER
(Advanced Skills)

KENDINI ACMA ve BILGILENDIRME

(Self-Disclosure and Information Giving)

Akran damisman adaylarmin karsidaki i¢in yardimci olacagini diisiindiikleri
yasantilarini uygun bir sekilde paylagmay1 6gretmek

Kisilerarasi iletisimde ve yardim iligkisinde kendi duygu, diisiince ve yasantilarii
paylagsmanin amacini, 6nemini ve islevini farketmelerini saglamak

Akran danigman adaylarinin karsidaki igin yardimer olacagini diisiindiikleri bilgileri
ya da bilgilere ulagsmak i¢in kaynaklar1 sunmalarin1 6gretmek

Siire: 2 saat

Siireg:
[ ]

Beceri ile ilgili kisa bir tamitim yapilir.
Becerinin Tanim, Islevi, Kullaninm

Akran danismanlar 3-6 kisilik kiigiik gruplara ayrilir. 1 lider, 1 yardim alan ve

digerleri yardim eden roliinde olacak.

a. Yardim alan yasanabilecek ortak bir problem ile ilgili konusmaya baslar (dersler,
arkadas iligkileri gibi)

b. Yardim eden roliindeki kisi temel becerileri kullanarak goriismeyi siirdiiriir.

c. Yardim eden yardim alana yasadigi sikinti konusunda farkindalik kazandirmak
amaciyla kendini agar ya da bilgilendirme de bulunur

d. Uygulama 5-6 defa roller degistiriimeden devam eder.

Gozlemci: 1. Yardim eden kisiyi gézler ve notlar alir

Siire¢ sonunda:
1. Yardim eden kendini agma ile ilgili yagadiklarini paylasir.
2. Yardim alan yardim edenin kendini agma tepkisi ile ilgili duygularim
paylasir.
Kapanis:
1. Yardim alan, eden ve gozlemci olarak ne yasadiniz? Hangi rolde olmayi
tercih ederdiniz?
2. Tepkileri verirken yasamis olacaginiz kaygi ile nasil basettiniz?
3. Uygulama sirasinda kendiniz ile ilgili neler 6grendiniz? Gii¢li ve zayif
taraflariniz nelerdi?
4. Yardim iliskisi ve arkadas iliskisindeki kendini agmay1 karsilastiriniz.
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YUZLESTIRME

(Confrontation)
Amaglar:
e  Akran danisman adaylariin yiizlestirme becerisinin amacini ve islevini anlamalarini
saglamak

e Akran danisman adaylarinin karsidaki ile ilgili fark ettikleri geliskileri uygun bir
dille yiizlestirmelerini 6gretmek

Siire: 2 saat
Siireg:

Alstirma: Kendi kendini yiizlestirme

Baskalarim yiizlestirmeden once kendi {izerinizde denemeniz bu beceriyi yapici bir

sekilde 6grenmenize yardimci olacaktir.

Yonerge: Yasaminizda, yiizlestirildiginizde veya kars1 ¢ikildiginda (meydan

okundugunda) yararlanabileceginiz ve daha dikkatlice incelemeye alacaginiz birkag

alani diisiiniiniiz. Sonra;

a. Kendinizi sorumsuzca (yikicr) yiizlestirdiginiz bir ifadeyi yaziniz.

b. Bundan sonra, kendinizi sorumlulukla (yapici) yiizlestirdiginiz bir ifade yaziniz.

c. Yazdigimz bu iki ifadeyi gruptan sececeginiz bir esle paylagim. ki ifade
arasindaki farklari, etkilerini tartigin.

Ahstirma II: Akran danigmanlar dort kisilik gruplara ayrilirlar. Yardim alan,

gozlemci, lider ve yardim edenler segilir.

a. Yardim alan kisi kendi kisisel yagamu ile ilgili olarak ¢atigma, karigiklik yasadigi
bir konu ile ilgili konugmaya baglar.

b. Yardim eden kisi temel becerileri kullanarak karsidakinin konuyu paylasmasini
saglar. Yardim eden kisi takildiginda digerleri devam eder.

c. Konu ile ilgili bir tutarsizlik, ya da celiski belirdiginde grup lideri siireci
durdurur.

d. Konusma bittiginde bir siire beklenir, sonra yardim eden rahat bir nefes alip, ne
sOyleyecegini diisiiniir. Bunu yaparken “nerede celiski var? Gergek¢i olmayan
bir diigiince ile ilgili mi?” Neyi, nasil soyleyecegini belirledikten sonra dikkat ve
0zenle bunu karsidakine iletir. Bunu tiim yardim eden roliindekiler sirayla yapar.

c. Sonra yardim alan tepkisini belirtir.

Gozlemci: 1. Yardim eden kisiyi gozler ve asagidakilerle ilgili not alir

a. Yakindan ilgilenme davraniglari
b. Yizlestirme tepkisi
c. Tepkiye yardim alanin tepkisi
Siire¢ sonunda;
1. Yardim eden yiizlestirme ile ilgili yasadiklarini paylasir.
2. Yardim alan yardim edenlerin i¢inde hangi tepkiyi neden daha etkili
buldugunu anlatir.

Kapanis:

1. Yardim alan, eden ve gozlemci olarak ne yasadiniz? Hangi rolde olmay1
tercih ederdiniz?

2. Tepkileri verirken yagamis oldugunu duygular nelerdi?

3. Yiizlestirme sirasinda kendiniz ile ilgili neler 6grendiniz? Giiglii ve zay1f
taraflariniz nelerdi?

4. Yiizlestirme yaparken niyetiniz nelerdi? Bunu karsidakine yansitabildiniz
mi?
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VI. MODUL

AKRAN DANISMANLIGI ETIiK iLKE ve KURALLAR
AKRAN DANISMANIN SINIRLARI
UZMANA YONLENDIRME
(Peer Helper Code of Ethics/ The Limits of Peer Helper/ The Referral Process)

Amag:
e Akran danisman adaylarina program ve goriismelerle ilgili temel etik kurallar
ogretmek
e Akran danigman olarak rollerini ve sinirlarini anlamalarimi saglamak
e Gerektiginde akranlarini uzmana nasil yonlendireceklerini 6gretmek
e Yonlendirmenin gerektirdigi konulart 6gretmek

e Yapilan sozlesmeyi yeniden gézden gecirmek

Siire: 2 saat
Siireg:

Akran danigman adaylarina;

AKRAN DANISMANLIGI PROGRAM SOZLESMESI

AKRAN DANISMANLIGI ETIiK ILKE VE KURALLAR

AKRAN DANISMANIN SINIRLARI

AKRANLARI HANGI DURUMLARDA, KIME YONLENDIRECEKLER?

Konularinda hazirlanan metinler dagitilir, 6rnekler iizerinden tartisihr ve
uygulamalar yapilir.
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VII. MODUL (2 Oturum)

TUM BECERILERI BECERILERI BIRLESTIRME VE
AKRAN DANISMANLIGI GORUSMESI UYGULAMASI
(Putting Helping SKkills into Action)

Amaclar:

Akran danisman adaylarmin 6grendikleri tiim becerileri sistemli ve biitiinciil bir
sekilde kullanmalarini saglamak

Akran danigman adaylarmin tiim temel becerileri kullanarak 15 dakikalik bir
gorlisme yapmalarini saglamak.

Akran danigman adaylarmim kendilerini ve digerlerini akran danisman olarak
degerlendirmelerini saglamak

Akran danismanlar1 akran danismanlig1 hizmetine hazirlamak

Siire: 4 saat

Siirec:

Akran danusmanlar arasindan iki kisi secilir. Yardim eden-yardim alan ve digerleri
gbzlemci olur.

a. Akran danigman goriismeyi yapilandirma yaparak baslatir.

b. Goriisme 15 dakika siirer. Siire¢ i¢inde akran danigsman tiim becerileri uygun
sekilde kullanmaya calisir.

c. Siirenin bitmesine 2-3 dakika kala, kalan zamani akranina hatirlatir ve goriismeyi
bitirir.

Gozlemciler: Yardim eden ve alan kisileri gozler ve degerlendirme formunu
kullanarak goriisme ile ilgili notlar alir.

Stireg sonunda; Degerlendirme formu esas almmarak goriisme ile ilgili
degerlendirmeler yapilir.

Kapanis:

1. Bu yasantidan kendinizle ilgili bir akran danisman olarak neler
ogrendiniz?
Hangi becerileri daha ¢ok ya da daha az kullandiniz?
Hangi becerileri daha etkili buldunuz? Bunlarn etkili yapan nelerdi?
Becerilerle ilgili yeterli olanlar ya da gelistirmeniz gerekenler neler?
Etkili bir yardim eden olma konusunda yasadiklarini paylasirlar.
Becerileri 6grenme siirecinde etkili-yeterli olup olmadiklarina dair
inanglar1 neler?

Nk wn

ONEMLIi NOT:

* Bu oturumun sonunda, akran danigmanligi program koordinatdrii tarafindan,

kendisinin ve diger aday akran danigmanlarin degerlendirmeleri sonucunda, hangi

aday akran danigmanlarin “akran danisman” olmaya hak kazandiklar1 belirlenir.
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VIII. MODUL (2 Oturum)

DEGERLENDIRME - SONLANDIRMA
(Evaluation — Termination)

Amaglar:
e Akran danigman adaylarinin akran damigmanligi egitim programini ve kendilerini
degerlendirmelerini saglamak
e Akran damigman adaylarinin diger akran damigman adaylari ile ilgili duygu ve
diisiincelerini paylagmalarina olanak saglamak
e Akran danigmanlar1 akran danigmanligl hizmetine hazirlamak
Akran danigmanlig1 hizmetinin sunulmasi ile ilgili hazirliklar1 yapmak

Siire: 4 saat
Siireg:
e Akran damigsman adaylari akran danmismanligi egitim programini ve kendilerini

degerlendirir.

e “Sevgi bombardimani” teknigi kullanilarak akran danisman adaylarinin diger akran

danigsman adaylar ile ilgili duygu ve diigiincelerini paylasmasi saglanir

e Akran danmismanhigi hizmeti ile ilgili asagidaki basliklarla ilgili hazirliklar
tamamlanir.
Akran Danismanligi Hizmetinin tanitimi (duyuru, panolar, brostir)
Akran Danigmanlig1 goriisme yeri

Gorilisme ve siipervizyon saatleri
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KiSISEL GELiSIM CALISMA GRUPLARI (2 Oturum)
(Personal Growth Workshops)

Amag: Akran akran danmigmanlarin duygu, diisiince, davraniglari ve bunlar arasindaki

etkilesim ile ilgili farkindalik kazanmalarini saglamak

Siire: 10 Saat

Siirec: Asagidaki konu bashklari ile bilgilendirmeler ve cesitli uygulamalar

yapilir.

I. KENDiNi TANIMA

Kendini Kabul, Benlik Saygisi, Kendine Giiven

II. DUYGULARIMIZ

Duygularin Dogas1

Duygularin Cesitliligi ve Yogunlugu

Duygu Olusum Basamaklari

Duygular1 Kontrol etme (Bazi Duygularla Basedebilme)
Duygularmn Sorumlulugunu Alma ve Uygun bir Dille ifade Etme

ITI. DUSUNCELERIMIZ

Olumlu — Olumsuz Diisilinceler

Gergekei-Gergekei Olmayan Diisilinceler

Diisiince Kaliplari

Kendini Gergekleyen Kehanet

Yikici — Yapict “Igsel Konusma”
Olumsuz-Gergeke¢i Olmayan Diisiinceyi Durdurma

Olumsuz -Gergek¢i Olmayan Diisiinceyi Olumlu-Gergekgi Diisiince ile Yer

Degistirme

IV. DAVRANISLARIMIZ

Cekingen, Girisken, Saldirgan Davranislar
fliskilerde Haklarimz

Iliskilerde Simir Koyma

Hayir Diyebilme

Iliskilerde Girisken Davranabilme
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OZEL KONU BASLIKLARI (1 Oturum)

(Special Issues and Topics)

PROBLEM COZME ve KARAR VERME
(Problem Solving and Decision Making)

Amag:
e Akran danisman adaylarina karar verme-problem ¢6zme basamaklarini (siirecini)
ogretmek

e Asamalarla ilgili uygulama yapmalarini saglamak

Siire: 2 saat
Siireg:

Asagidaki konu bashklari ile ilgili bilgilendirme ve cesitli uygulamalar yapihir.

Karar Verme —Problem C6zmenin Tanimi
Karar Verme — Problem Cézmenin Onemi, Ozellikleri ve Etkileyen Faktérler

e Karar Verme-Problem C6zme Basamaklar1 (Stireci)

e Karar Verme-Problem C6zme Becerileri
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APPENDIX O

AKRAN DANISMANLIGI EGIiTiM PROGRAMI MATERYALLERI

PEER HELPING TRAINING PROGRAM HANDOUTS
YARDIM ASAMALARI VE YARDIM BECERILERI

“Yardum etme bir sanattir ve yasanarak ogrenilir”
Carkhuff

ASAMA I - KENDINI KESFETME

yardim edecek sekilde bir iligki kurmaya ¢aligmak

+¢ Akranmizin kendini, paylagmak istedigi konuyu Ozgiirce ortaya koymasina

¢ Akranimizin yardim almak istedigi konular1 anlatmasina, bununla ilgili duygu,

diisiince, davranis ve yasantilarini agiklamasina yardimci olacak sekilde tepkide

bulunmak

0,
°n

¢aligmak
ASAMA 1I - KENDINI ANLAMA

gbrmesine yardimci olmak

ASAMA III: HAREKETE GECME

Akraninizi ve yasantilarini onun diinyasindan, onun penceresinden goérmeye

¢ Akranmizin paylastig1 yasantilarini farkli bakis agilarindan, farkli pencerelerden

¢ Akranmizin olumlu, gii¢lii yonlerini ve kaynaklarini ortaya ¢ikarmaya ¢aligmak

+ Akranimizin neye ihtiyaci oldugunu ve ne istedigini anlamasina yardimci olmak

% Akranmizin isteklerini gergeklestirmek igin yapabilecekleri konusunda karar

almasina ve uygulamasina yardimci ve destek olmak.

YARDIM ILiSKISI i¢gin GEREKLI KOSULLAR
« Karsidakinin biricikligine, degerine ve potansiyeline inanma

oldugunu kabul etme
« Onaylamasaniz da karsinizdakinin se¢imlerine saygi duyma
« Sozel ve sdzel olmayan tepkilerde yargilayici, elestirici, ve alayci olmama
¢ Soyledikleriniz, yaptiklariniz ve hissettikleriniz agisindan tutarli olma

% [letisimde savunucu olmama
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YARDIM BECERILERIi

TEMEL BECERILER

YAKINDAN ILGILENME
Karsidaki kimseye varliginizla orada ve onunla oldugunu gésterme

SORU SORMA ve TESVIK ETME
Karsidakinin yasadiklarini ifade etmesi i¢in uygun sorular sorman
Az diizeyde konusup karsidakini konusmaya tesvik etme

ICERIK YANSITMA
Karsidakinin agik olarak ifade ettiklerinden anladigini ona iletme

DUYGU YANSITMA
Karsidakinin bakis acisindan bakarak onun diinyasini, hissettiklerini anladigini ona
iletme

OZETLEME
Sdylenenleri 6nemli noktalar1 ile yansitma

iLERI DUZEY BECERILER

KENDINI ACMA
Karsidaki i¢in yardimei olacag diigiiniilen yasantilar1 uygun bir sekilde paylagma

YUZLESTIRME
Karsidakinin iletisiminde ¢eliskili ve tutarsiz olan yonleri yapici bir dille ifade etme

BILGI VERME
Karsidaki icin yardime1 olacag diisiiniilen bilgileri ya da

bilgilere ulagmak i¢in gerekli kaynaklar1 sunma
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YAKINDAN iLGILENME

Bir kimseye yardim edebilmek ve Kkisiler arasi etkilesimler kurabilmek belli bir
yogunlukta varligimizin orada olmasini gerektirir. Durusunuz ve hareketleriniz ne kadar
dogalsa, akraninizla o kadar ¢ok ilgilenebilirsiniz.

v' Varhigimzla orada oldugunuzu akraniniza hissettirmektir.

v' Akraniniza yardim i¢in hazir olma ve onunla ¢alismaya istekli olmaktir.

v' Akraninizla destekleyici, giiven veren, samimi ve igten bir iliski kurmanin ilk
adimlaridir.

Fiziksel Dinleme; karsidakini ilgiyle dinlemek ve bu ilgiyi uygun bir goz iliskisi, dogal bir
durus ve rahat tepkilerle gdstermektir.

D-Karsinizdaki kimsenin yiiziine dogrudan bakmak

A-Beden durusunun a¢tk olmasi

G-Gozlerinizle 1yi bir iletigim kurmak

E-Diger kimseye dogru egik pozisyonda olmak

R-Bu pozisyonda rahat olabilmektir.

Fiziksel Dinlemenin islevleri;

1. Sizin etkin bir dinleyici olmaniza yardim eder, bir baska deyisle, fiziksel olarak dinlemek,
psikolojik olarak dinlemenizi kolaylastirir .

2. Akraniniz1 daha agik ve rahat konusmak igin cesaretlendirir.

YAKINDAN iLGILENME
GERIBILDiRIM FORMU
Goz iliskisi

Beden Durusu

Bas ve Yiiz Hareketleri

Sozel Kalite

Diger
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SORU SORMA (KONUSMAYA ACIK DAVET)

Akranimizin kendini ve sorununu kesfetmesine yardimci olmak amaciyla kullanilan
bir beceridir. Soru sormak, bir ¢esit arastirma yapmaktir. Ancak burada sorusturma yapmak
kastedilmemektedir. Akraninizin kendisini daha iyi ve agik¢a anlatabilmesi amaciyla agik
uglu sorular sormaktir.

Soru Sormanin Islevleri;

1. Konusmanin baslamasina yardimci olur. “Bugiin ne hakkinda konugmak istiyorsun?”’

2. Akraninizi konu ile ilgili daha fazla paylasmasi igin cesaretlendirir

3. Akranmizin dikkatini duygulari, diisiinceleri ve davranislari iizerinde odaklastirmasini
saglar.

SORU CESITLERI;

I. Acik Uclu Sorular: En genel anlamiyla “evet” ya da “hayir” ile yanitlanamayacak soru
tiiridiir. Temelde, kisinin belli bir konu ile ilgili duygu, diisiince ve yasantilarin1 konusmaya
davet eder. Bu sorular “NE” “NASIL” ile baslar.

Ornekler: Nasil hissettin? / Neler diisiiniiyorsun? / Ne yaptin?

* “NEDEN” sorusunu dikkatli kullanin, yargilayici olabilir, karsidakini savunmaya
gecirebilir. Onun yerine farkli climleler kullanin
Ornek: (-) Neden smava calismadin?
«/ Calismani bu kadar zorlastiran seyler neler?

I1. Kapali Uglu Sorular: “Evet” - “hayir” ya da bir iki kelime ile cevap verilen sorulardir.
Kisa cevaplara neden oldugundan yardim iligkisini sinirlandirir ve kullanilmaktan
kacinilmalidir. Ornekler: Begendin mi? / Kizdin m1? / Okula gitmeyecek misin?

Onemli Not:
*Ancak genel ve belirsiz bir sekilde sunulmus kavramlari somutlastirmak
amaciyla kullanilabilir.
Or: Arkadaslarimin bana karsi tutumlari hi¢c hosuma gitmiyor./
“Tutumlar? Agiklar misin?”

** Karsmizdakinin soylediklerini kacirmis, anlamakta giicliikk c¢ekiyor olabilirsiniz.
Anlamis izlenimi vermek yerine kagirdiginizi ictenlikle ifade etmek icin kullanilabilir.

I. Galiba soylediklerini kagirdim, bir daha sdyler misin?

II. Ne dedigini tam anlayamadim. Bir daha yavas olarak sdyler misin?

Dikkat! Sorular, sizin merakinizi gidermek i¢in degil, akraninizin yasadiklarini ifade etmesi
icin kullanilir. Yalnizca bilgi biriktirmek amaciyla sorulan sorular ne anlayis kazandirir ne de
her iki tarafa da yarar saglar.

Oneriler
J Sorular kisa ve 6z olmali
+/ Birden fazla soru ayn1 anda sorulmamali
v Odak kiside kalmali
v Kapali uclu sorular sormamaya ¢aligilmali
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TESVIK ETME

Az diizeyde konusup akraninizi konusmaya tesvik etmektir. Akraniniz konusmaya
basladiktan sonra onun konusmasina devam etmesini saglamaktir.

e Anahtar sozciiklerin tekrar1 (akraninizin sdyledikleri icinde 6nemli olanlar)

“rahatsiz” / “biiyiik sinav”
o Tek kelimeli pekistirecler ya da sorular

“sonra” / “evet” / “nasil” / “ve” / “baska”
¢ Kisa ciimleler

“Ornek ver” /
¢ Basit (hmmm,hmmmlar)
o Bas sallamalar

SORU SORMA VE TESViIK ETME
GERI BILDIRIM FORMU

Akran goriismesi sirasinda kullanilan SORULARI siralayiniz.
1.

2.
3.

Kag tane kapah uclu ve acik uclu soru soruldugunu not alin.

Hangi sorularin, neden daha etkili oldugunu not alin.

Hangi sorularin, neden daha etkisiz oldugunu not alin.

Yardim eden Kkisinin genelde soru sorarken yaklasimi nasildi? (fiziksel dinleme)
AKkran goriismesi sirasinda kullamlan TESVIK EDIiCI TEPKILERI siralayimz.
1.

2.
3.
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ICERIK YANSITMA

Akranimizin sdylediklerinin igerik acgisindan agikliga kavusturulmasidir. Anlattiklar
icindeki temel diislincenin, davranisin ya da yasantinin vurgulanmasidir. Benzer ciimlelerle
icerigin daha somut ve acik olarak yansitilmasidir. Bir baska deyisle, akraninizin agik
olarak size ifade ettiklerinden anladiginiz1 ona iletmenizdir. Ancak bu sdylenenlerin papagan
gibi tekrar edilmesi degildir.

Ornek: 1. Sanyorum yasadigim tiim bu sorunlar evde olanlar yiiziinden...

“Yasadigin sorunlarin sebebinin evle ilgili oldugunu diisiiniiyorsun”

II. Yardim becerilerini 6grenmek c¢ok onemli boylece arkadaslarima daha ¢ok
yardimect olabilirim...
“Etkili bir akran yardimci olmak istiyorsun”

Icerik Yansitmann Islevieri;
1. Akranimizi anladigimiz1 ve takip ettiginizi gosterir.
2. Akraninizla aranizda aktif bir etkilesim saglar.
3. Sdylenenleri dogru anlayip anlamadiginizi kontrol etme firsati verir.
4. Akraninizin fikirlerinin daha da belirginlesip ayrismasina yardimci olur.
5. Konusmaya yon verir. Icerikte sdylenenler hakkinda daha ¢ok konusmasini ve
odaklanmasini saglar.
6. Odag1 akranimzin diislincelerinde tutmay1 saglar. Akraninizin yasadiklar ile ilgili kendi
sorumlulugunu almasini saglar.
Ornek: Ise girme ile ilgili karar asamasinda olan akranimz bu durumla ilgili arkadas
ve ailesinin nasil tepki verebilecekleri lizerinde durmaktadir.
(-) Arkadaslarin bunu yapmani istemiyor. (digerlerinin diisiincesine odaklanilmis)
(+) Bunu yaparsan arkadaslarinin nasil tepki verecekleri seni ¢ok diistindiiriiyor.

ONEMLI NOKTALAR

v Akranimzin sdyledikleri igindeki en temel ve énemli diisiinceleri, fikirleri yansitin.

V Icerik yansitma ciimleleriniz kisa, agik ve somut olsun.

J Icerik yansitmay1, sdylenenlerin pesine hemen birden degil, ncesinde bir nefes alip yavas
ve destekleyici bir ses tonu ile yapin.

J Sdylenenlerin anlamm degistirmeyin ya da eklemeler yapmayin

UNUTMAYIN!

“Karsidakinin bir aynaya ihtiyact vardir”

Yargilanmadan sdylediklerini yeniden duyma firsat1 yakalamak akraniniza yardime1 olabilir.
Boylece akraniniz kendini daha rahat ifade etmeye baslar. Kendi duygu, diislince ve
davranislarini yeniden degerlendirme firsati yakalar.

“Herkesin kendine ait bir hikayesi vardir”

Akranimizin anlattiklari ile sizin yasadiklariniz benzer olsa da akraninizin soylediklerini
anladiginizi, bildiginizi diistinmeyin. Hig birsey bilmediginizi farzedin ve miimkiin

oldugunca anlamak i¢in ¢aba sarfedin.
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ICERIK YANSITMA UYGULAMASI*

Kendinizi asagidaki durumlarda yardim eden roliinde hayal edin. Kisinin

soylediklerinden anladiginizi ona yansitin.

DURUM I: Siirekli ders calismay1 erteliyorum. Calismamak igin elimden gelen her seyi
yaptyorum, hatta sevmedigim isleri bile. Eger bu donem derslerden gegemezsem, 1-3’e

takilacagimi da biliyorum.

DURUM II: Cok g¢abuk sinirlenip etrafimda kim varsa bagirmaya basliyorum ve onlari

kirtyorum. Sonra ¢ok pigsman oluyorum ama is isten ge¢mis oluyor.

DURUM III: Cok sismanim, bu nedenle kiz arkadasim yok.

DURUM 1V: En yakin arkadasim gegen hafta sevgilisinden ayrildi. Benden ilgi bekliyor,
ancak benim de yetistirilmesi gereken derslerim var, kosusturup duruyorum. Onun bu

konular1 benden bagka paylastig1 kimse yok, benden ¢ok seyler bekliyor.

*Ayn form “Duygu Yansitma” uygulamasi icin de kullanilmistir.
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OZETLEME

v Akraniniz bir durumla ilgili soylediklerini bitirdikten sonra, sdylenenleri 6nemli
noktalari ile yansitmaktir.

\ Duygularin ve igerigin yansitilmasinin bir arada kullanilmasidir. Ancak, bu tim
goriigmenin ya da goriismenin bir kisminin 6zetlenmesi seklindedir.

Ozetlemenin Islevieri;

1.Akraninizin yasadiklarini organize etmesine yardimci olur.

2.Genelde kisiler anlattiklarini iglerinden geldigi gibi anlattig1 icin 6zetleme, akraninizin
sOylediklerini agik bir sekilde gormesine yardimci olur.

Ozetleme Nerede Kullanihr?
1.Goriismenin sonunda konusmay1 toparlamak,
2. Goriligmenin baginda bir 6nceki goriismeyi hatirlamak,

3.Goriligme siiresince bir konudan digerine gegerken 6zetleme kullanilir.
4. Akranmizin soyledikleri ¢cok uzun veya karisik (soyledikleri baglantisiz farkli konularla
ilgiliyse) ise 6zetleme uygun olabilir.

Ornek:
* Anlattiklarim o6zetlersek, anneni ve sana davraniglarini, tutumlarini ¢ok
diisiiniiyorsun, bu konuda ne yapabilecegini bulmaya c¢alistyorsun.

** Bana biraz karisik geldi simdiye kadar anlattiklarim bir 6zetler misin?........
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DUYGU YANSITMA

v Karsidakinin yagsadiklari ile ilgili duygularini anlamaya galigsmaktir.

v Kargidakinin bakis agisindan bakarak onun diinyasini, hissettiklerini anladiginizi ona
iletmenizdir.

v' ifade edilen duygunun yogunluguna dikkat etmek ve buna gére tepki vermektir.

Duygularin Dogasi

1. Duygular ahlaki (iyi-kotii) degildir.

2. Eger kisi duygularini tamamen dolu dolu yasarsa yeni duygular i¢in hazir olabilir.
3. Celiskili, birden fazla duygu ayni anda yasanabilir.

Duygu Yansitmanin Islevieri;

1. fliskide giiveni ve agik olmay1 saglar.

2. Karsidakinin duygularini daha iyi anlamasini ve kabul etmesini saglar

3. Duygular1 yansitmaniz karsidakinin duygularini daha fazla paylasmasini saglar.

4. Karsidakinin kendini paylagmasi i¢in bir firsat yaratirken ayni zamanda duygularim
farketme, kabul etme ve duygulari ile nasil bas edebilecegini 6grenme firsati verir.

5. Duygularim farkeden kisi yasadiklarin1 daha acik anlayabilir, ne istedigine ve
neler yapabilecegine karar verebilir.

6. Bazen kisiler duygular1 bastirma, inkar, ¢arpitma yoluna girebilir. Duygu yansitma ile
daha yapici ele almay1 6grenebilirler.

Nasil yansitacaksimz?

(duygu) hissediyorsun c¢iinkii (icerik) .

Ornekler: *Uzgiinsiin ciinkii arkadasin seninle konusmuyor.

** Sevingten havalara ugtun ¢iinkii bekledigin telefon nihayet geldi

Kaynaklarimz:
* Akraninizin sézel tepkileri
* Akranimizin sozel olmayan tepkileri (ses tonu, yiiz ifadesi, durusu...)
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KENDINi ACMA

Kendini a¢ma, akran danigmanin akranina yardimci olacagini diisiindiigi yasantilarini
(kendi duygu ve diisiincelerini) uygun bir sekilde ifade etmesidir.

Kendinizi acmamz ile akraniniz;
= Konuyla ilgili duygu, diisiince ve yasantilarini daha iyi anlayabilir.
* Yasadiklar konusunda yalniz olmadigini farkedip rahatlayabilir.
= Yasadigi olaya farkh agilardan bakma firsati yakalayabilir.

*** Ancak akran danigman olarak sizin kendinizi agmanizin, akraninizin kendini
kesfetmesine veya kendini daha iyi anlamasina yardimci olup olmayacagini belirlemeniz

gerekir. Bunu belirlerken;

= “Ben benzer bir durumda neler yasamistim?”’

=  “Ben benzer bir durum yasadigimda neler yapmistim?” Ne yapacagima karar
vermeme ne yardimei olmustu?”’

*  “Yasadiklarim ve dgrendiklerim akranima nasil yardimetr olur?

=  “Bu benim ihtiyacimi mi, yoksa akranimin ihtiyacin1 m1 karsilayacak?” sorularina
cevap vermelisiniz.

UNUTMAYIN,
= Sizin kendinizi agmaniz akranminizi anlattiklarindan uzaklasttrmamaldur.
Bir baska deyisle, Kendini acma, akraniniz icin yapimaldr, sizin i¢in degil.
»  Kendinizi acmanmin zamanlama ¢ok onemlidir. Akraminizla aranizda iliski
gelistikten sonra kullamilmaldr. Ve kendinizi acarken acik, diiriist ve icten
olmalisiniz.

BILGILENDIiRME

Bilgilendirme, akraninizin ihtiyaci ile ilgili bilgileri ya da bilgilere ulagsmak icin
basvurabilecegi kaynaklari ona sunmaktir.

Neden bilgilendirme?
Bu bilgi yardimci olur mu?
Akraniniz bdyle bir bilgi istedi mi?
Ornekler:Bsliimiim konusunda kimden yardim alabilirim?
Hangi topluluklar var?
Eger bu dersten kalirsam ne olur?
(akademik, sosyal, kisisel, mesleki konularla ilgili sorular1 olabilir)

ONEMLI NOKTALAR
* Bilginin uygun olup olmadigina karar verin.
* Bu bilgiyi verme gerekliligini ne dogurdu? Ne motive etti sizi?
= Akranimizin bu bilgiyi istediginden ve ihtiyaci oldugundan emin olun.
» Bilgi verme ders verme seklinde olmamalidir.
Orn: Eger istersen bu konuda bildiklerimi, yasadiklarimi seninle paylagmak isterim.

234



YUZLESTIRME

Yiizlestirme;
= Cezalandiricl bir suglama, yargilama degildir.
= Yetersizliklerin utandirict bir bigimde agiga ¢ikarilmasi degildir.
= Kisinin “kendi iyiligi” icin ona yapilan bir saldir1 degildir.
= Kesinlikle yikici, ¢ok olumsuz ve cezalandirict degildir.
=  Sadece yiizlestirme yapmis olmak i¢in yapilmamahdir.

Yiizlestirme;
¢ Yiizlestirme, empatinin bir par¢asidir. Akraninizin duygu, deneyim ve davranisinin
anlagilmasi temeline dayanarak, akraninizin geliskilerini, tutarsizliklarim giivenli bir
ortamda farketmesini ve bunu degistirmek icin harekete gecmesini cesaretlendirici
bir tepkidir.

« Akranmizin davraniglarini, O6zellikle de hayatindaki celiskileri ve tutarsizliklar
yapici bir sekilde ortaya koymaya davet edicidir.

Yiizlestirmenin Islevieri;

1. Akranimizin kendini kesfetmesini,

2. Akranimizin geligkilerini farketmesini,

3. Akraninizin kendini anlamasini ve eyleme gegmesini,

4. Yasadiklar ile ilgili kendine diisen sorumlulugu almasini (Baskalarii sug¢lamak yerine)
saglar.

Ne Yiizlestirilmeli?
= Celigkiler
Soylenenler (sozel) - Yapilanlar (davranislar)
Ne oldugu - Ne olmak istedigi
Akranimizin kigisel ve sosyal deger yargilar arasindaki geligkiler

Yiizlestirme Tarz1

» Empatiyle, akraniniza onu anladiginizi ve 6nemsediginizi gostermelisiniz.

» Gegici ifadeler kullanmali, kesin ctiimleler kurmamalisiniz.

s Saygi ve Ozen gostermelisiniz.

» Akraninizla giivenli, acik bir iligski kurduktan sonra yiizlestirmeyi kullanmalisiniz.

s o

’0

B3

oo

ORNEK:
Bir taraftan......diger taraftan......Bu ikisini nasil bir araya getiriyorsun?

Ornek: Bir taraftan kendini gelistirmek istedigini sdyliiyorsun, diger yandan bu konuda
heniiz bir adim atmigs degil gibisin.
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APPENDIX P

AKRAN DANISMANLIGI GORUSMESi DERECELENDIRME FORMU

PEER HELPING INTERVIEW EVALUATION RATING SHEET

Tarih:
Akran Danisman: Gozlemci:

Akran danigsman goriismeyi yiiriitiirken onu agagidaki becerilerde dereceleyiniz.

Beceri Kulland1 mi1? Uygun sekilde kulland1 m? Ornek
Yakindan flgilenme E H 1 2 3 4 5
Soru Sorma E H 1 2 3 4 5
Tesvik Etme E H 1 2 3 4 5
Icerik Yansitma E H 1 2 3 4 5
Duygu Yansitma E H 1 2 3 4 5
Ozetleme E H 1 2 3 4 5
Kendini A¢gma E H 1 2 3 4 5
Bilgilendirme E H 1 2 3 4 5
Yiizlestirme E H 1 2 3 4 5
Sessiz Kalma E H 1 2 3 4 5
Destek Olma E H 1 2 3 4 5
Sayginin Iletilmesi E H 1 2 3 4 5
fctenligin Tletilmesi E H 1 2 3 4 5

e Akran damismanin giiclii yanlari (en az 2 )
1.
2.
3.

®  Gelistirmesi gereken alanlar (en az 2)
1.
2.
3.

e  Yorumunuz:
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APPENDIX Q

AKRAN DANISMANLIGI PROGRAMI
AKRAN DANISMANLAR ICIiN ETIK iLKE VE KURALLAR
(The Code of Ethics for Peer Helpers)
Akran Danigmanligt Programi igin hazirlanmis olan etik ilke ve kurallar akran
danigmanlig1 hizmetini veren tiim akran danigmanlar1 kapsamaktadir. Akran danigmanlar,
egitim programi kapsamindaki etik ilke ve kurallara bagh kalacaklarina s6z vermek

zorundadir.

AKRAN DANISMANLARIN benimsemeleri gereken bashca ILKELER;

e Gizlilik: Egitim programi sirasinda ve akran danisma iliskisi i¢inde gizlilik ilkesine
sonuna kadar uyarlar. Akranlarina iligkin her tiirlii bilgiyi koruma sorumlulugu tagirlar.
Akranlan ile yaptiklart goériigmeleri kesinlikle gizli tutarlar. Siipervizyon aldiklari

program koordinatorii-uzman disinda kimseyle kesinlikle paylasmazlar.

¢ Yeterlik: Akran danmismanlar yeterliklerini ve sinirlarini bilirler. Programda belirtilen
smirlar disindaki konularda mutlaka hemen program sorumlusu ile goriigiir, yardim alan

akranlarini bir uzmana yonlendirirler. Sinirlarini kesinlikle agsmazlar.

¢ Diiriistliik ve Giiven: Akran danismanlig1 siirecinde diiriistliigii, dogrulugu, giiveni ve
gercekligi on plana alirlar. Kendilerini tanitirken, egitimlerinden ve akran danigmanligi
niteliklerinden s6z ederken yanlis ve abartili ifadeler kullanmazlar. Akran danisman
pozisyonlarini asla kendi yararlar1 ve kazanglari icin kullanmazlar. Ozellikle akranlari ile

acik, saydam iliskiler kurmay1 amaglarlar.

e Saygi, Duyarlilhik ve Hosgorii: Akran danismanlar akranlarma kars1 duyarh ve kabul
edicidirler. Her akranin degerli ve biricik oldugunu bilirler. Bu programdan yardim alan
her akranin kisilik haklarina ve onurlarina sayg: duyarlar. Akran danismanlar degerlerini
akranlarim etkilemekte asla kullanmaz ve goriismelere degerlerini yansitmazlar.
Akranlarinin  kendi problemlerini ¢6zme giiciine giivenirler, akranlarinin kendi

kararlarin1 kendi verme 6zgiirliigiine icten inanirlar.
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AKRAN DANISMANLIGI iLiSKIiSi:

1.
2.

Akran danismanlig iligkisi ancak akranin goniilligi ile miimkiindiir.

Akran goriismesi sirasinda akran danigman, akranimin kisisel biitiinliigiine saygi
gostererek onun iyiligi ve huzuru i¢in ¢aligmaktan sorumludur.

Akran danisman, akrani ile goriismeye baslamadan Once akranina akran
danigmanlig ile ilgili kendi rol, sorumluluk ve sinirliliklar1 hakkinda bilgi verir.
Akran danisman, kendi sinirlar1 disindaki her konuda yardim alan akranini uygun bir
uzmana yonlendirir. Akran 6nerilen uzmana gitmek istemezse bile, akran danisman
iligkiyi slirdiirmez.

Akran danigsman akrani ile objektif (tarafsiz) olmasini engelleyecek herhangi bir
durum yasadiginda akranini bagka bir akran danigmana ya da uzmana yonlendirir.
Akran danigsman akranlar1 ile yaptig1 her goriismeyi program sorumlusuna bildirmek

ve siipervizyon almak ve siipervizyonda sdylenenleri uygulamak zorundadir.

Yukarida yazilan “Akran Damgmanhig Programi Etik ilke ve Kurallari”na sonuna kadar

uyacagima, sorumluluklart yerine getirecegime, kurallarla ilgili belirsizlik yasadigim zaman

program koordinatdriinden hemen yardim isteyecegime s6z veririm.

Yukarida yazilanlar tiimilyle kabul ediyorum ve bunlara uymadigim zaman program

disinda tutulacagimi biliyorum.

Akran Danisman Program Koordinatorii-Uzm. Psikolojik Danisman

Tarih

Imza

Ogr. Gor. MINE ALADAG

Tarih

Imza
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APPENDIX R

AKRAN DANISMANLIGI PROGRAMI
AKRAN DANISMANIN SINIRLARI

VE
AKRANIN UZMANA YONLENDIRILMESI

L GIZLILIK
Akran danigmanlar, egitim programi sirasinda ve akran damigmanligr iligkisi iginde
gizlilik ilkesine sonuna kadar uyarlar. Akranlarina iliskin her tiirli bilgiyi koruma
sorumlulugu tagirlar. Akranlar1 ile yaptiklar1 goriismeleri kesinlikle gizli tutarlar.
Stipervizyon aldiklart program koordinatorii-uzman disinda kimseyle kesinlikle
paylasmazlar. Ancak, gizliligin bazi sinirliliklar1 vardir. Gizliligin ihlal edilmesi gerektiren
durum oldugunda akraninizi bu durumdan haberdar etmek ve miimkiinse onu da bu siirece
dahil etmek gerekir. Genel olarak gizliligin ihlal edilebilecegi durumlar:
= Akran damigsman olarak siipervizyon altinda akranimnizla goériisme yaptiginizi ona
belirtmeniz gerekir.
= Akranmiz kendine ve baskalarina zarar verme egilimindeyse, akran danisman bu

durumu hemen program koordinatdriine bildirmek zorundadir.

II. AKRANINIZIN UZMANA YONLENDIRILMESI GEREKEN DURUMLAR
Asagida akranlarmizda karsilagabileceginiz durumlar bagliklar halinde verilmistir. Her
durum akraninizin profesyonel yardima ihtiya¢ duydugunun gostergesidir.

e INTIHAR (ilgili diisiinceler, planlar ya da girisimler) (Intiharla ilgili her sey
kesinlikle ciddiye alinmalidir)
e Fiziksel, duygusal ya da cinsel TACIZ, TECAVUZ ya da SIDDETE MARUZ

KALMA,
e CINSELLIK, CINSEL YONELIM,
e ISTENMEYEN GEBELIK, KURTAIJ...
e  MADDE BAGIMLILIGI (Alkol, uyusturucu, hap vb. kullanimi)

e YOGUN KAYGI, KORKULAR VE DIKKATINI TOPLUYAMAMA
Depresif veya duygusuz bir duygu-durum i¢inde olmasi, asir1 hareket veya konusma,
aglama belirtileri, dis goriiniiste (temizlik) asir1 degisiklik olmasi. Olaylar karsisinda
uygun olmayan, asir1 duygusal tepkiler vermesi, ya da hi¢ tepki vermemesi

e CiDDi AKADEMIK PROBLEMLER (asir1 devamsizlik, notlarda asir1 diisiis,...)

e GERCEK DISILIK ve RAHATSIZ EDICi IMGELER
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Gergegi kabul etmede ciddi zorlanmasi, baskalarnin goérmedigi, duymadigi,
hissetmedigi seyleri gormesi, duymasi veya hissetmesi, gercekle bagdasmayan
diisiince ve davramiglarda bulunmasi. Rahatsiz edici konusmalar ve konulardan
bahsetmesi (tutarsiz konusmalar, abartili inanglar, organize olmayan, ugusan
diisiinceler)

e UYKU PROBLEMI (¢ok uyuma, uykusuzluk), SUREKLI AGLAMA, ASIRI

ISTEKSIZLIK
e UNIVERSITEYI BIRAKMA gibi énemli kararlar
e ASIRIKiLO VERME YA DA ALMA, YEME BOZUKLUKLARI...
e GECIRILMIS OLAN PSIKIATRIK PROBLEMLER
e KENDINE VE BASKASINA ZARAR VERME

I1I. AKRANINIZI UZMANA YONLENDIRME

Yukarida bahsedilen durumlar halinde,

Oncelikle akranimizla icten olarak ilgilendiginizi ve onu anladigimizi ona gésterin.

Durum ile ilgili duygu ve diisiincelere odaklanin. Akranimizin yasadigt durumu
anladiginizi ona gosterin. Akraniniz ilk 6nce anlasildigindan emin olsun.

Akraniiza onu neden bir uzmana yonlendirmek istediginizi agik ve anlagilir climlelerle
aciklaym. Onun uzman birinden profesyonel bir yardim almasi konusundaki gerekliligi
vurgulayin. Kendi sinirliliklarinizdan bahsedin.

Akraniniz eger profesyonel yardim alma konusunda goniilsiiz ise onunla profesyonel
yardim alacagi birim ya da uzmanla ilgili bilgilerinizi ve bu konudaki kaygi ve
korkularin1 paylasin. Profesyonel bir uzmanla en azindan bir 6n goriisme alma
konusunda onu cesaretlendirin. Eger 6n goriisme sonrasi istemezse devam etmeme hakki
oldugunu ona belirtin. P.D.R.M. ile ilgili bildiginiz her seyi akraniniz ile paylasin,
boylece bilinmeyenden kaynaklanan korku akranmizin bu kaynagi kullanmasim
engellememis olur. Ornegin, yer, telefon numarasi, calisma saatleri gibi bilgileri dnceden
edinmek yardimci olacaktir. Hatta yardim alacagi birime birlikte gitme ve uzmanla
tanigtirma konusunda ona eslik edebileceginizi sdyleyin.

Pek cok kisi psikolojik danismanlarin, psikologlarin ve psikiyatristlerin sadece “deli”
lerle caligtiklarina inanirlar, bdylece sizin yonlendirmeniz belki problemin ciddiyeti
seklinde yorumlanabilir. Akraninizi, Psikolojik Danisma ve Rehberlik Merkezindeki
uzmanlarin, akademik, sosyal, duygusal alanlarda pek c¢ok konuda karsilagtiklar
sorunlarla bas etmede kisilere yardimci olmaya calistiklar1 konusunda bilgilendirip,
endiselerini gidermeye ¢alisin.

Tiim konustuklariniza ragmen eger akraniniz profesyonel yardim almak istemezse onu
zorlamayin. Ancak onunla goriismeye devam edemeyeceginizi uygun bir dille anlatin.

Gortisme sonrasi hemen program koordinatoriine ulasin.
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APPENDIX S

AKRAN DANISMANLIGI BROSURU
PEER HELPING BROCHURE

AKRAN DANISMANLIGI PROGRAMI

g’

MERHABA ARKADASIM,
BIRISIYLE KONUSMAYA
IHTIYACIM MI VAR DIYORSUN?
BIRI SENI DINLESIN, BIRI SENI ANLASIN MI ISTIYORSUN?
BEN BUNA GONULLUYUM,
BURADAYIM, YANINDAYIM...

0 -
— BEN KIMIM?

Ben Akran Danismanligi Programinda yer alan géndilli bir arkadaginim ve
artik simdi bir AKRAN DANISMANIM... Haftada 1 giin 2 saat toplanilarak 46
saat- 20 haftada tamamlanan kapsamli ve sistemli bir egitim programina
katildim. Egitim programi siiresince kigiler arasi iliskilerde temel yardim etme ve

iletigim becerileri ile ilgili bilgi ve becerileri uygulamalarla 6grendim.
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Yardim etme konusunda profesyonel biri (psikolojik danisman ya da
psikolog) degilim. Fakat kendinle ve yasadiklarinla ilgili konusmak istediginde

anlatacaklarini paylasmaya ve sana destek olmaya hazirim.

0 .
~— ILKELERIM

Akran Danisman olmak igin Akran Danismanligi Programinin temel
ilkelerine ve kurallarina sonuna kadar bagli kalmaya s6z verdim;
e Gizlilik ve Gliven
Akranlarima iliskin her tirli bilgiyi koruma sorumlulugu tasirim.
Yaptigimiz goriismelerde anlattiklarini kesinlikle gizli ftutarim. Siipervizyon
aldigim Program Koordinatérii Uzman Psikolojik Danigman disinda KESINLIKLE
KIMSEYLE PAYLASMAM.
e Saygl
Her akranimin degerli ve biricik olduguna inanirim. Bu programdan yardim

alan her akranimin kisilik haklarina saygi duyarim.

?Q
~ AKRAN DANISMANLIGI GORUSMELERI NASIL OLACAK?

* Her goriisme yaklasik 40-45 dakika siirecek,

* Senin istegine bagli olarak 1 ya da en fazla 5 goriisme yapabilecegiz,

e (Gorigmeleri ikimize uygun olan bir gériisme saati kararlastirip yapacagiz,

e Yaptigimiz gorismelerin daha saglikli ve etkili olmasi igin goriismelerle
ilgili program koordinatori uzman psikolojik danismandan bilgi ve destek
(stipervizyon) alacagim.

e Sana yardimci olamayacagim ya da alanima girmeyen bir konuda yardim
almak istersen, bu konuda sana profesyonel bir sekilde yardimci olacak

bir uzmana yonlendirecegim.
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QQ
~ GORUSMELERIMIZDE SANA NASIL YARDIMCI OLABILIRIM?

e Anlattiklarini gegistirmek yerine,
SENI YARGILAMADAN ILGI VE OZENLE DINLEYEBILIRIM.
e Seni avutmaya ¢alismak yerine,
YASADIKLARINI, DUYGU VE DUSUNCELERINI ANLAMAYA CALISIRIM.
* Ne yapman gerektigini soylemek
yerine, NE YAPABILECEGIN KONUSUNDA SENINLE BIRLIKTE SECENEKLER
ARAYABILIRIM.

?Q
~ BANA NASIL ULASABILIRSIN?

Hafta igi her giin 11:00-13:00 saatleri arasinda Egitim Fakiiltesi, Misafir
Ogretim Elemani Odasi'nda beni bulabilirsin. Akran danigmanhgi gériismesi igin
giin, saat ve yer belirleme konusunda sana yardimci olacagim. Ayni zamanda
Akran Danismanligi Programi ile ilgili bilgi almak istedigin her konuda sorularini

cevaplamaya galisacagim.

Akran Danismanhgi Program Panosundan akran danismanlari tanitan
bilgileri, fotograflari, uygun gériisme giin ve saatlerini gosteren gizelgeyi

gorebilirsin.

Akran  Danigmanligi  Programi  ile  ilgili  glincel  bilgilere

http://egitim.ege.edu.tr/~ad adresinden ulasabilirsin.
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APPENDIX T

TURKCE OZET

BiR AKRAN DANISMANLIGI PROGRAMI GELISTIRME
VE
ETKILILIGINI INCELEME

GIRIS

Insanlar sikintili  zamanlarinda genellikle onlara destek olacak bir
arkadaslariyla konusurlar. Bu konugmalar sikintilarin daha ciddi ve degistirilmesi zor
boyutlara ulasmasini 6nlerken yardim alma siirecini de normallestirir. Ayrica, sadece
sikintili zamanlarda degil, karsilikli giivensizliklerin ve korkularin paylasildig
zamanlarda da arkadaslar yasadiklarmin “normal” oldugunu veya yasadiklarinda
utanilacak bir seyler olmadigin1 kesfederler. Arkadaslarin kisisel, sosyal veya ahlaki
konulardaki karsilikli paylasimlari onlarin kisisel gelisimini saglar. Bu gelisim

yardimin en 6nemli ve dogal bir sonucu olarak diisiiniilebilir (Turner, 1999).

Psikolojik danigsma alanindaki profesyoneller arkadaslar arasindaki bu dogal
bagin yararlarin1 kesfederken aym1 zamanda bu dogal yardim kaynaginin
kullanilmadigimin da farkina varmistir (Varenhorst, 2002). Bir ¢ok bireyin kendi
yasam deneyimleri sonucu yardim etme ile ilgili dogal bir kapasiteye sahip oldugunu
ve bu bireyler temel yardim becerileri ile ilgili egitim alirlarsa yardim edecekleri kisi
iizerinde bir etkilerinin olabilecegini diistinen Brammer ve MacDonald (1999),
bireylerde varolan bu dogal yardim yeteneginin kullanilmamasmin ¢ok gergekei
olmadigin1 vurgulamiglardir. Bu diisiinceler iki temel varsayima isaret etmektedir;
bazi bireyler dogal bir yardim etme yetenegine sahiptir ve temel yardim etme
becerileri onlara o6gretilebilir. Bu varsayimlara dayali olarak akran danigmanligi

psikolojik danigma alaninda kendine profesyonel bir yer edinmistir.

244



Akran damismanligi genel bir terim olarak akranin akrana yardim etmesi
demektir. Daha kapsamli bir tanimla akran danigmanligi, “kisisel ve akademik
konularda diger 6grencilere yardim etmeleri igin segilen Ogrencilerin, yani akran
danigmanlarin, yardim etme konusunda egitim gordiikleri ve egitim sonrasinda
sunduklar1 yardimla ilgili siipervizyon aldiklar1 bir siire¢” olarak tanimlanmaktadir
(Myrick, Highland, & Sabella, 1995). Akran danigmanlig1 farkli bigimlerde (6rnegin,
akran destegi, akran arabuluculugu, akran egitimi, akran lideri gibi), farkl
mekanlarda (6rnegin, okullar, tiniversiteler, hastaneler ve igyerleri gibi) ve farkli yas
gruplarma (6rmegin, ¢ocuklar, ergenler, yetiskinler ve yashlar gibi) yonelik olarak
sunulmaktadir (Bratter ve Freeman, 1990; Myrick, Highland ve Sabella, 1995;
Morey ve Miller, 1993; Sawyer ve Pinciaro, 1997; Sprinthall ve Hall, 1992). Akran
danismanlig1 yoluyla akran danigmanlar akranlarina onlarin diisiince ve duygularini
anlamalarin1 saglama, yasadiklari sorunun c¢oziimiine yonelik alternatifleri aciga
cikarma, onlara destekleyici bir iliski sunma ve onlarin kendi ¢oziimlerini
bulmalarim1  kolaylastirma amaciyla yardime1 olmaya calismaktadir (Myrick,

Highland ve Sabella, 1995).

Ancak Akran Danigmanligi ile ilgili olarak kurulan iki dernek (National Peer
Helpers Association-NPHA ve Peer Resources-PR), akran danigmanligini
tanimlarken akran danigmanligi ile profesyonel anlamda tanimlanan bir psikolojik
danigsmadan s6z edilmedigini 6nemle vurgulamaktadir. Egitim alan 6grencilerin birer
amator terapist ya da psikolojik danigman olmadiklarini, yardim meslekleri ile ilgili
egitim alan ve uzmanlasan profesyonellerin yerini alamayacaklarin1 ama onlarin
sundugu psikolojik yardim hizmetlerinin bir pargasi olabileceklerini belirtmektedir.
Bu hizmetler cercevesinde akran danigmanlarin akranlarina yardimi onlara ne
yapmalar1 gerektigini sdyleme ya da &giit verme degil onlarla birlikte olast
secenekleri ve alternatifleri arama, bunlarin sonuglarini degerlendirme ya da bu

konudaki deneyimlerini paylasma olarak tanimlamaktadir.

Bu baglamda hem NPHA hem de PR bagimsiz olarak akran danigsmanligi ve
akran danigmanligi programlarmin planlanmasi, uygulanmasi ve degerlendirilmesi
siiregleri ile 1ilgili standartlar olusturmustur. Bununla birlikte Amerikan Okul

Psikolojik Danigmanlari Dernegi 1978’de akran danigmanliginin okul psikolojik
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danigsmanlik ve rehberlik servislerinin bir pargasi olmasini 6nermis; bu konuda bir
tanimlama yapmis ve bu tanimi 1993, 1999, 2002 yillarinda yenilemistir. Tiim
bunlarin 1s18inda akran danigmanligi 6nemli bir ilerleme kaydetmistir. Akran
danigmanligr farkli kurumlarda farkli yas gruplarinda uygulamaya sunulsa da
agirhiklt olarak oOrgiin egitim kurumlarinda yayginlagmistir. Literatiirde akran
danigsmanligi ve akran danigsmanligi programlarinin yiiriitiilmesi konularinda g¢ok

fazla sayida makale yer almaktadir.

Akran damigmanhg: ile ilgili literatiire bakildiginda akran danmigmanligim
aciklamak icin belirli bir teorik yaklasimin ele alinmadigi goze carparken akran
danigsmanliginin temelini olusturan psiko-sosyal siirecleri agiklamada bazi teorik
yaklasimlarin onerildigi goriilmektedir. Salzer ve arkadaslari (2002; akt. Solomon,
2004) akran danigmanligi hizmetlerinin temelinde sosyal destek, deneyimsel bilgi,
terapi ilkeleri, sosyal 6grenme ve sosyal karsilastirma olmak iizere bes yaklagimin
yer aldigindan s6z etmektedir. Baska bir g¢alismada da Adler’in sosyal ilgi
kavraminin akran danigsmanligi egitimindeki rolii agciklanmaktadir (Barkley, Wilborn

ve Towers, 1984).

Bu caligmada akran danigmanligi, bir akran danigmanli§i programinin
gelistirilmesi ile baglamig, akran danismanlig1 egitiminin etkililiginin incelenmesi ile
devam etmis ve gelistirilen bu akran danigmanlig1 programinin degerlendirilmesi ile
sonuclanmistir. Her asama farkli bir teorik yaklagimla agiklanabilirken bu ¢alismada
gelisimsel psikoloji, Bandura’nin Sosyal Ogrenme Kurami ve Rogers’m Birey
Merkezli Yaklasimina dayal olarak Carkhuff’un Insan iliskileri Egitimi olmak {izere
iic yaklagim temel alinmistir. Ancak sozii edilen yaklasimlar bu ¢alismada akran
danigsmanligi kapsaminda test edilmemis sadece bu yaklagimlardan yararlanilmig ve

calismaya iligkin katkilar1 gbz oniine alinmigtir.

Calismanin ilgili yaym ve aragtirmalar boliimiinde 6zetlendigi gibi bircok
calismada akran danismanhiginin cesitli kurumlarda destekleyici bir hizmet olusu ve
sagladig1 yararlar agisindan yaygin bir kabul gordiigii ortaya konmaktadir.
Aragtirmacilar akran danigsmanliginin 6grencilerin psikolojik danigsma servislerine

erisimlerini kolaylastirma, psikolojik danigmanlarla 6grenciler arasinda bir koprii
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olusturma ve bu sayede daha c¢ok Ogrenciye ulasabilme gibi yararlar1 oldugunu
belirtmektedir (Downe, Altman ve Nysevold, 1986; Rockwell ve Dustin, 1979).
Bununla birlikte uygun bir sekilde planlanip uygulandiginda akran danigmanligi
programlarinin 6grencilerin gelismelerine firsat yarattigi, problemlerinin iistesinden
gelmek i¢in onlara yeni basetme yollar1 6gretme potansiyeli oldugunu gostermektedir
(Foster-Harrison, 1995). Ayrica akran danismanliginin, genglerin benlik saygilarini
ve iletisim becerilerini artirdigi (Wassef ve Mason, 1996), yalmzliklarin1 azalttig
(Rasain ve Williams, 1999), saglikli olmalarim1 sagladigi (Turner, 1999), akademik
gelisimlerini ve kisisel basarilarini destekledigi (Black ve Tobler, 1998), kisilerarasi
iligkilerde farkindaliklarmi ve i¢ kontrol odaklarini gelistirdigi (Sprinthall ve Hall,
1992) ve kendilerine giivenlerini artirdigi ortaya konmustur. Tiim bu Oneriler ve
bulgulara bagli olarak genclerin kisisel gelisimlerini kolaylastirmak icin 1iyi
yapilandirilmis ve deneysel olarak test edilmis bir akran danigmanligi programina

ihtiya¢ oldugu sonucuna varilabilir.

Bu nedenle bu calismanin temel amaci, bir akran danigsmanligi programi
gelistirmektir. Bu amagla ii¢ asamadan olusan bir c¢aligma yiiriitiilmiistiir. Birinci
asamanin amaci, rasyoneli, amaglar1 ve igerigi ile bir akran danigmanligi programi
planlamaktir. ikinci asamanin amaci, akran danismanlig1 egitim programu gelistirmek
ve bu programin akran danigmanlarin yardim becerilerini ve kigisel gelisimlerini
artirmadaki etkililigini arastirmaktir. Ugiincii asamanin amaci, akran danismanlar ve
akran daniganlarin akran danismanligi programi ile ilgili degerlendirmelerini

anlamaktir.

YONTEM

Akran Danismanli§i Programi, arastirmaci tarafindan Ege Universitesi,
Egitim Fakiiltesinde gelistirilip uygulanmistir. Calismanin her asamast NPHA nin
belirledigi standartlar temel almarak yiiritiilmistir (Ek A). NPHA tarafindan
belirlenen asamalar ve her asamanin icerigi (1) programin planlanmasim (ihtiyag
taramasi, rasyonel ve amaglarin belirlenmesi, egitim programinin gelistirilmesi ve
program icin yoOnetimden destek alinmasi), (2) programin uygulanmasini (akran

danismanlarin segilmesi ve egitilmesi, akran danigmanligi hizmetlerinin sunulmasi ve
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siipervizyon verilmesi) ve (3) programin devamliliginin saglanmasmi (programin
degerlendirilmesi ve uzun siireli bir planlamanin yapilmasi) kapsamaktadir. Bu
asamalara bagli kalarak bu c¢aligmada takip edilen arastirma deseni Sekil 3.1°de

gosterilmistir.

Calismanin birinci asamasinda rasyoneli, amaclar1 ve igerigi ile bir akran
danismanlig1 programi planlanmistir. Bu asamada Ege Universitesi, Egitim Fakiiltesi
Ogrencilerinin akran danigsmanligit programu ile ilgili ihtiya¢larimi, beklentilerini ve
tepkilerini anlamak i¢in bir ihtiyac taramasi ¢aligmasi yapilmistir. Calismanin ikinci
asamasinda akran damismanlarin yardim becerileri ve kisisel gelisimlerini artirmada
akran damigmanhigi egitim programinin etkisi arastirllmistir. Bu asama 31
katiimcidan (15 deney grubu, 16 kontrol grubu) olusan bir orneklem iizerinde
ylriitiilen On-test, son-test kontrol gruplu deneysel desen ¢alismasini icermektedir.
Akran danigmanlig1 egitim programinin uzun siireli etkisi konusunda daha fazla bilgi
edinmek amaciyla katilimcilara alt1 ay sonra bir izleme testi uygulanmistir. Deney
grubu 46 saat-20 haftalik bir egitim alirken kontrol grubu hi¢ egitim almamustir.
Calismanin  liclincii  asamasinda, akran damigsmanhi@ programi ile ilgili
degerlendirmelerini anlamak i¢in tiim akran damigmanlar ve akran danigmanligi
hizmeti alan goniillii 6grenciler/akran danisanlarla biiyiik olciide nitel verilere dayali

bir ¢aligma yiiriitiilmiistiir.

Orneklem

Bu caligmanin 6rneklemi caligmanin {i¢ agsamasinda olusturulan ii¢c ayn alt

orneklemi kapsamaktadir.

Birinci asamanin 6rneklemini 2003-2004 6gretim yilinin bahar doneminde,
Ege Universitesi Egitim Fakiiltesi’nin farkl1 boliim ve programlarina devam etmekte
olan &grenciler arasindan seckisiz katmanli 6rneklem yoOntemiyle se¢ilmis 360
ogrenci (168 kiz, 148 erkek) olusturmustur. Ogrencilerin béliim, simif ve cinsiyete

gore dagilimlar1 Tablo 3.1°de sunulmustur.

Caligmanin deneysel asamasinda akran danigmanlarin segilmesi siirecinde

secimin etkili bir sekilde yapilabilmesi i¢in son se¢im karar1 verilmeden 6nce hem
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literatiiriin hem de NPHA’’nin standartlar1 ve Onerileri temel alinarak farkli secim
teknikleri kullanmilmigtir. Bununla birlikte 6grencilerin olgunluk diizeyi ve akran
danigsmanligi hizmetlerinin devamliliginin saglanmasi géz oniinde bulundurularak
akran damigmanlar ikinci ve {lgiincii sinif 6Zrencileri arasindan segilmistir. Akran
danismanlarin seg¢ilmesi siirecinde ilk olarak program fakiiltede duyurulmustur.
Programa katilmaya goniillii 6grenciler goriismeye davet edilmistir. Gorlismeden
once basvuran her 6grenci Akran Danigmanlig1 Programi Tanitim Brosiiriinii okumus
ve basvuru formunu doldurmustur. Daha sonra Ogrenciler yari-yapilandirilmis
gorliismeye almmustir. Goriisme sonrast 6grencilerin biri fakiilteden digeri fakiilte
disindan olmak {iizere iki farkli kisiden referans mektubu getirmeleri istenmistir. Son
olarak arastirmaci 6nceden belirledigi kriterler dogrultusunda programa bagvuran 47
ogrenci (35 ikinci sif, 12 iglincii siif Ogrencisi, 33 kiz, 14 erkek) arasindan
programin 6n kosullarma uyan 31 6grenciyi (22 ikinci smnif, 9 {igiincii sinif 6grencisi,
21 kiz, 10 erkek) se¢mistir. Gruplarin esitliginin saglanmasi igin segilen 31
o0grenciden 15’1 deney grubuna 16°s1 bekleme listeli kontrol grubuna béliim, sinif ve
cinsiyetlerine gore eslestirilerek atanmistir. Se¢ilen 6grencilerin grup, boliim, sinif ve

cinsiyete gore dagilimlar1 Tablo 3.2’de sunulmustur.

Caligmanin degerlendirme asamasinin 6rneklemini 15 akran danigsman ve
akran danigmanlig1 hizmeti alan 33 goniillii 6grenci/akran danisan (17 kiz, 16 erkek)
olusturmaktadir. Akran danmigsmanli§i hizmetinden yararlanan 6grencilerin boliim,

smif ve cinsiyete gore dagilimlar1 Tablo 3.3°de sunulmustur.

Veri Toplama Araclan

Calismanin her asamasinda farkli veri toplama araglari kullanilmigtir.
Calismanin birinci agsamasinda 6grencilerin akran danigsmanligi program ile ilgili
ihtiyaglarini, beklentilerini ve tepkilerini anlamak amaciyla arastirmaci tarafindan bir
Ihtiyag Taramas1 Anketi gelistirilmistir. Anket iic boliimden olusmaktadir. Birinci
bolimde ogrencilerin bir sikintilar1 ya da problemleri ile ilgili yardim almak
istediklerinde genellikle ilk 6nce kimden yardim almayi tercih ettiklerini onlara
sunulan sekiz kigiden (6rnegin, aile, arkadas, akran danigman, uzman) olusan listeden

siralayarak secmeleri istenmistir. ikinci béliimde &grencilerden onlara sunulan 13
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yardim bi¢iminden her birini ne derecede tercih edeceklerini “Hig tercih etmem (1)”
ile “Cok tercih ederim (5)” arasinda degisen bir Olgek iizerinde isaretlemeleri
istenmistir. Uglinci ve son boliimde ise once Ogrencilere akran danismanlig
programu ile ilgili kisa bir agiklama sunulmus, sonra 6grencilerin programa yonelik
tepkilerini anlamak i¢in programin yararina olan inanglarini, programa ne derece
basvurmak isteyeceklerini ve programdan yardim alsalar hangi konu alanlarinda
yardim almay1 isteyeceklerini 5°1i Likert tipi 0Olgek iizerinde isaretlemeleri

istenmistir.

Calismanin deneysel asamasinda iki grup 6lgek kullanilmistir. Katilimcilarin
yardim becerilerini dlgmek icin Iletisim Becerileri Degerlendirme Olgegi (IBDO),
Empatik Beceri Olgegi B Formu (EBO-B), Yansitma Becerileri Degerlendirme
Formu (YBDF) uygulanmistir. Katilimeilarin kisisel gelisimlerini 6lgmek igin
Rosenberg Benlik Saygisi Olgegi (RBO) ve Kendini Kabul Envanteri (KKE)

uygulanmistir.

Korkut  (1996) tarafindan  bireylerin iletisim  becerilerini  nasil
degerlendirdiklerini anlamak amaci ile gelistirilen Iletisim Becerileri Degerlendirme
Olgegi 25 ifadeden olusmaktadir. Her bir ifade “Higbir zaman (1)” ile “Her zaman
(5)” arasinda derecelendirilmektedir. Olgekten elde edilebilecek en yiiksek puan
125’tir. Puanin yiiksek olusu bireylerin kendi iletisim becerilerini olumlu yonde

degerlendirdikleri anlamina gelmektedir.

Empatik Beceri Olgegi-B Formu asamali empati siniflamasina dayanilarak
Dokmen (1990) tarafindan gelistirilmistir. Formda alti ayr1 problem ve bu
problemlerin her biri icin verilebilecek 12 olasi empatik tepki siralanmigtir. Bu 12
empatik tepkiden bir tanesi kontrol ciimlesi olup denegin dikkatini 6lgmek amacini
tasimaktadir. Testin tiimiinde yer alan 6 kontrol ciimlesinden biri bile isaretlenmis
olsa test iptal edilmektedir. 6 kontrol ciimlesi ¢ikarildiginda kalan 66 climlenin her
biri agamali empati siniflamasindaki 10 basamaktan birisine uygun nitelikte mesaj
tagimaktadir. Kisilerden her bir problemi okumalar1 ve kendilerinin verebilecegi en

uygun 4 tepkiyi isaretlemeleri istenmektedir.
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Dort farkli durumun yer aldigi Yansitma Becerileri Degerlendirme Formu
aragtirmaci tarafindan gelistirilmistir. Katilimcilardan her bir durum i¢in yardime1
olacagmi diisiindiikleri tepkileri yazmalar1 istenmistir. Katilimcilarin 6ntest, sontest
ve izleme testinde doldurduklar1 formlar psikolojik danigmanlik alanindan yedi
uzmana verilmistir. Uzmanlar yazilan her bir tepkinin igerik ve duygu yansitma
acisindan niteligini  “Hi¢ etkili degil (1)’ ile “Cok etkili (7)” arasinda
derecelendirmistir. Uzmanlar arasindaki giivenirlik katsayilari, tek 6lgii i¢in .57 ve
ortalama 6l¢ii icin .90 bulunmustur. Buna bagh olarak her bir katilimcinin formdan
aldig1 toplam puanin hesaplanmasi i¢in yedi uzman tarafindan her bir duruma verilen

degerlerin ortalamasinin alinmasina karar verilmistir.

Rosenberg Benlik Saygisi Olgegi (RBSO), Cuhadaroglu (1985) tarafindan
Tiirkge’ye uyarlanmistir. RBSO 10 maddeden olusmaktadir. Her bir maddeye
verilecek yanitlar “Kesinlikle katilmiyorum (1)” ile “Kesinlikle katiliyorum (5)”
arasinda derecelendirilmistir. Olgekten alinan yiiksek puan yiiksek degerde benlik

saygisina isaret etmektedir.

Kiligg1 (1980) tarafindan gelistirilen Kendini Kabul Envanterinin (KKE) bu
aragtirmada geng yetigkinler i¢in olan formu kullanilmigtir. KKE’de kisilere once
kendini kabul yoniinden kritik sayilan bazi niteliklere sahip olup olmadiklari
“Evet” veya “Hayir” secenekleriyle sorulmaktadir. Kisiler daha sonra belirttikleri
nitelige sahip olup olmama konusundaki duygularimi “Memnunum (M)- Sikayetci
Degilim (Sd)- Sikayetciyim (S)- Mutsuzum (Ms)” secgeneklerinden birini
isaretleyerek belirtmektedirler. Kigi, ayrica, her bir nitelik i¢in o nitelige iligkin
duygularint degerlendirmedeki kararsizligini “Kendimi Tanimiyorum (KT)”
bigiminde yanitlamaktadir. 10 Olgiit lizerine gelistirilen envanter 126 Kkritik
davranigtan olugmaktadir. Kendini-kabul envanterinin puanlamasi i¢in bir “Uyum
Anahtarr” bulunmaktadir. Bu anahtarla “Saglikli kendini-kabul”, “Carpik kendini-
kabul” ve “Kendinden hosnutsuzluk (Kendini Kabullenmeme)” olmak iizere {i¢

farkli puan elde edilmektedir.

Calismanin degerlendirilme asamasinda her akran danisana son goriisme

bitiminde akran damigsmanligi hizmetinden sagladiklar1 doyumu ve akran
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danigsmanlarinin  yardim tutumlann ve davramglan ile ilgili degerlendirmelerini
anlamak amaciyla arastirmaci tarafindan gelistirilen Akran Danigmanlhigt Hizmeti
Degerlendirme Formu uygulanmistir. Ayrica, akran danigsmanligi programinin
sonunda, 15 akran danigmanin akran danismanligi programinin egitim programi,
egitimcinin nitelikleri, akran danigman olarak deneyimleri ve akran danismanligi
hizmeti ile ilgili degerlendirmelerini anlamak amaciyla yine arastirmaci tarafindan
gelistirilen 14 acgik uclu sorunun yer aldigt Akran Danismanligi Programi

Degerlendirme Formu uygulanmistir.

Akran Damismanhgi Programm

Bu calismada Akran Danigmanligi Programi, programin rasyoneli ve
amaglarinin  belirlenmesini; akran danismanligr egitiminin gelistirilmesini ve
sunulmasini; egitim sonrasi sunulan akran danigmanligt hizmetini ve sunulan
hizmetle ilgili siipervizyon verilmesini; akran danismanligi programimin tiim igerigi
ile degerlendirilmesini kapsamaktadir. Akran damismanligi programi temelde
akranlar arasindaki dogal yardim siirecinin etkili bir sekilde kullanilmasi i¢in
planlanmistir. Bu rasyonel 1s18inda akran danigmanligi programu ile (a) {iniversite
Ogrencileri arasindan secilen akran danigmanlarin aldiklar1 egitim sonrasinda
yapilandirilmis bir ortam ic¢inde diger akranlarina yardimeci olmalarimi saglamak, (b)
dinlenilme ve anlagilma ihtiyact olan 0&grencilere bu konuda egitim almis
yasitlarindan yardim alma firsati sunmak ve (c) akran danismanligi iliskileri ile hem
akran danigman hem de akran danigan olan 6grencilerin kisisel gelisimlerini artirmak

amaclanmustir.

Deney grubuna uygulanan 46 saat-20 haftalik Akran Danigsmanligi Egitim
Programi sekiz modiil, iki kigisel gelisim c¢aligma grubu ve bir 6zel konulu
oturumdan olugmaktadir. Modiiller, (1) tanigma ve oryantasyon, (2) yardim etme ve
yardim iligkisini anlama, (3) temel yardim becerileri, (4) temel becerileri birlestirme,
(5) ileri diizey yardim becerileri, (6) akran danismanlig: etik ilke ve kurallari; akran
danigsmanin sinirlar1 ve uzmana yonlendirme siireci, (7) tiim becerileri birlestirme ve
akran damismanhigi goriismesi uygulamasi, (8) degerlendirme ve sonlandirmadan

olusmaktadir. Egitim programinin igerigi, oturum sayisi ve siiresi Tablo 3.4’te
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verilmistir. Egitim program hazirlanirken akran danismanligi programlar1 ve yardim
etme becerileri ile ilgili farkli kaynaklardan yararlanilmigtir (Brammer ve
MacDonald, 1999; Brenton, 1999; Carkhuff, Pierce ve Cannon, 1980; Egan, 1998;
Evans, Hearn, Uhleman, ve Ivey, 1998; Hill ve O’Brien, 1999; Myrick ve Folk,
1999; Pitts, 1996; Tindall, 1995). Egitim programinda her bir yardim becerisinin en
iist diizeyde kullanilmasini saglamak amaciyla her oturum i¢in “tek beceri yaklagimi”
kullanilmigtir (Evans, Hearn, Uhleman ve Ivey, 1998). Ayn1 zamanda her bir beceriyi
O0gretmek icin alt1 agsama, sirasiyla, becerinin tanitimi, becerinin egitimci tarafindan
modellenmesi, beceriyle ilgili katilimcilarin pratik yapmasi, yaptiklar1 pratiklerle
ilgili katilimcilarin geri bildirim almasi, deneyimlerin tartisilmasi, 6dev verilmesi ve

son olarak yeni beceriye hazirlanilmas takip edilmistir (Tindall, 1995).

Bu c¢aligmada akran danigmanligi programinin her asamasi aragtirmaci
tarafindan yiiriitiilmiistiir. Aragtirmacinin aldig1 egitim ve alanla ilgili deneyimleri
NPHA’nmm belirledigi akran danismanli§i program koordinatoriiniin sahip olmasi

gereken Ozelliklere uygun goziikmektedir.

Akran danigmanlig1 egitim programi sonrasinda akran danigman olmaya hak
kazanan Ogrenciler akran danigmanligi hizmetini sunmaya baglamistir. Akran
danigmanligr hizmeti 2003-2004 6gretim yili bahar donemi bir buguk ay siiresince
devam etmistir. Hizmetin fakiiltede tanitilmasi i¢cin Akran Danigsmanligi Programi
logosu, slogani, brosiirii, ilan panosu ve duyurular1 akran damigsmanlar tarafindan
arastirmacinin siipervizyonu dogrultusunda hazirlanmigtir. Bunun yanisira, akran
danigsmanhigi programi ile ilgili giincel bilgilerin yer aldigi bir web sayfasi
hazirlanmistir. Akran danigsmanlar akranlari ile iiniversite kampiisiinde uygun
bulduklar1 mekanlarda goriisme yapmuslardir. Akran danismanligi goriismesinin
bitiminde her akrana degerlendirme formu kapali zarf i¢inde geri alinmak iizere
verilmistir. Akran danigsmanligi hizmeti siliresince her bir akran danisman yaptiklari
akran damismanhigi goriismeleri ile ilgili her hafta diizenli olarak arastirmacidan

siipervizyon almstir.
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Verilerin Analizi

Bu ¢alismanin verileri her bir asama i¢in ayr olarak analiz edilmistir. Birinci
asamada, ihtiya¢ taramasi anketinden toplanan veriler Friedman ANOVA, faktor
analizi ve betimsel istatistik yontemleri ile analiz edilmistir. Calismanin ikinci ve
deneysel asamasinda deney ve kontrol grubu katilimeilarnin IBDO, EBO-B, RBO
ve KKE 0n-test puanlarinin esitligi ve tekrar 6l¢limlii varyans analizi sayiltilar test
edildikten sonra, deney ve kontrol grubu katilimcilarinin IBDO, EBO-B, RBO ve
KKE puanlarma 2 (deney-kontrol) X 3 (6n-son-izleme) tekrar Slgiimlii varyans
analizi uygulanmistir. Katilimcilarin RSEF son-test ve izleme testi puanlarma da 6n-
test puanlar1 ortak degisken (covariate) olarak kullanilarak covaryans analizi
uygulanmistir. Son olarak degerlendirme asamasinda toplanan nitel veriler igerik
analizi ile degerlendirilmis; formda yer alan bazi nicel verilerin analizi igin ise

betimsel istatistik yontemleri kullanilmastir.

BULGULAR

Ihtiya¢ Taramas1 Asamasi ile lgili Bulgular

Ogrencilerin  sikintilar1 ya da problemleri ile ilgili olarak yardim
alabilecekleri kisilere iligskin tercih siralamasi ortalamalar1 Tablo 4.1’de verilmistir.
Tabloda goriildiigii gibi 6grencilerin tercih siralamasi ortalamalari, en yiliksekten
baslayarak, ayni cinsten arkadas, aile, kars1 cinsten arkadas, tanidik, akran danigsman,
uzman, akraba ve akademik danigsmandir. Friedman ANOVA testi sonugclari
siralamalar arasinda anlamli bir fark oldugunu ortaya koymustur (x2 [8, N =316] =
779.22, p = .000). Tercih siralamalar1 arasinda ortaya ¢ikan anlamh farkin kaynagini
test etmek amaciyla eslestirmeli karsilagtirmalar i¢cin Wilcoxon testi kullanilmistir.
Tablo 4.2°de goriildiigii gibi sonuglar sekiz kisinin eslestirmeli ortalama siralamalar
arasinda, tanidik ve uzman (z = -.907, p > .05); akraba ve akademik danigman, akran
danigsman, uzman (sirayla, z = -.963; z = -1.815 ve z = -1.694 p > .05); uzman ve
akran danisman (z = -.413, p > .05) haricinde anlamli farklilik oldugunu ve bu

farkliliklarin z = -2.075 ile z = -14.245 (p < .01) arasinda degistigini gostermistir.
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Ogrencilerin yardim stillerine iliskin soruya verdikleri yanitlarin ortalama ve
standart sapmalar1 Tablo 4.3’te gosterilmistir. Sonuglar 13 yardim bi¢iminden, farkli
alternatifleri gdsterme, giiven verme, paylasma ve destek olma, birlikte segenekleri
arama, Oneri verme, aktif dinleme, yargilamadan anlamaya calisma, rahatlatma,
¢0ziim bulma, yorumlama ve analiz etme yardim big¢imlerinin dagilimlarinin “cok
tercih ederim” secenegine dogru toplandigini gostermektedir. Kendinden ve
digerlerinin yasamindan Ornekler verme ise “cok tercih ederim” ve “hic¢ tercih
etmem” seceneklerinde toplanmaktadir. Ancak avutma ve 6giit verme yardim

bicimleri “hi¢ tercih etmem” segenegine dogru bir egilime isaret etmektedir.

Bu asamada ayrica yardim bigimlerinin faktor yapisini incelemek amaciyla
Temel Bilesenler Faktor Coziimlemesi kullanilmustir. Ik faktor analizinde faktor
sayisina herhangi bir sinirlama getirilmeden elde edilen eigen degerler incelenmis ve
eigen degeri 1’in {lizerinde olan dort faktdr ortaya ¢ikmistir. Bu dort faktor varyansin
% 55.79’unu aciklamaktadir. Bu analiz sonucunda ortaya ¢ikan birinci faktoriin
toplam varyansin % 26.14’iini, ikinci faktoriin % 11.82’sini, {iglincti faktoriin %
9.45’ini ve dordiincii faktoriin ise % 8.38’ini acikladigr gozlenmistir. Temel
bilesenler faktdr c¢oziimlemesi sonucunda elde edilen faktdr yiikleri, ortakliklari
Tablo 4.4’de verilmistir. Tabloda goriildigi gibi ilk faktdr yargilamadan anlama;
gliven verme, paylasma ve destek olma; birlikte segenekleri arama, aktif dinleme;
rahatlatma olmak iizere bes yardim etme bigimini icermektedir. Ikinci faktor oneri
verme; yorumlama ve analiz etme; ¢6ziim bulma; farkl alternatifleri gdsterme olmak
iizere dort yardim bigiminden olusmaktadir. Ugiincii faktdr kendinden ve digerlerinin
yasamindan Ornekler verme olmak iizere iki yardim bi¢imini, dordiincii faktor ise
avutma ve 6giit verme olmak tizere yine iki yardim bi¢imini igermektedir. Her bir
faktordeki yardim bicimlerinin yapist gdz Online alindiginda birinci faktor
“yonlendirici olmayan (empatik tepkiler)” ikinci faktor ise “yonlendirici olan (aragsal
tepkiler)” yardim bigimleri olarak adlandirilmistir. Ugiincii faktor “Kendini agma”

olarak adlandirilirken, dordiincii faktor “iletisim engelleri” olarak adlandirilmistir.

Ugiincii ve son boliimde elde edilen sonuglar Tablo 4.5’te goriildiigii gibi

Ogrencilerin programin yararina inandiklarini; programa bagvurma egilimi
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gosterdiklerini ve programim onlarin mesleki, akademik ve kisilerarasi iliskiler

konusundaki sorunlarina odaklanmasini istediklerini gostermistir.

Deneysel Asama ile Tlgili Bulgular

Calismanin deneysel asamasinda akran danismanlarin yardim becerileri ve
kigisel gelisimlerini arttirmada akran danmismanligi egitim programinin etkisi

arastirillmistir.

Akran Damismanhgi Egitim Programinin Yardim Becerileri Uzerine Etkisi

Akran danigmanligi egitim programimin katilimcilarm yardim becerilerini
artirmadaki  etkisini incelemek amaciyla katilmcilara Iletisim Becerileri
Degerlendirme Olgegi (IBDO), Empatik Beceri Olgegi B Formu (EBO-B), Yansitma

Becerileri Degerlendirme Formu (YBDF) uygulanmaistir.

Tletisim Becerileri

Deney ve kontrol grubu katilimcilarinin iletisim Becerileri Degerlendirme
Olgegi’nin (IBDO) 6ntest, sontest ve izleme testinden aldiklar1 puanlarm ortalama ve
standart sapmalar1 ile bu puanlara uygulanan tekrar Ol¢limlii varyans analizi
sonuclari, sirasiyla Tablo 4.7 ve Tablo 4.8’de gosterilmistir. Sonugclar, iletigim
becerileri agisindan gruplar arasinda anlamli bir fark bulunmadigimi géstermistir (F =

067, p > .05).

Empati Becerisi

Deney ve kontrol grubu katilimcilarinin Empatik Beceri Olgegi B Formu
(EBO-B) ontest, sontest ve izleme testinden aldiklar1 puanlarin ortalama ve standart
sapmalar1 ile bu puanlara uygulanan tekrar Ol¢limlii varyans analizi sonuglari,
sirastyla Tablo 4.9 ve Tablo 4.10°da gosterilmistir. Bulgular, akran danigmanligi

egitim programinin deney grubu katilimcilarinin empati becerilerini artirmada
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kontrol grubundaki katilimcilara gore daha etkili oldugunu ortaya koymustur (F =

11.011, p <.01, n*= .26).

Yansitma Becerileri

Deney ve kontrol grubu katilimcilarinin Yansitma Becerileri Degerlendirme
Formu (YBDF) ontest, sontest ve izleme testinden aldiklar1 puanlarin ortalama ve
standart sapmalar1 Tablo 4.11°de verilmistir. Deney ve kontrol grubu katilimcilarinin
YBDF ontest puanlari arasinda anlamli bir fark bulundugu i¢in, katilimcilarin YBDF
sontest ve izleme testi puanlaria On-test puanlar1 ortak degisken (covariate) olarak
kullanilmig ve uygulanan kovaryans analizi sonuglar1 Tablo 4.12°de gosterilmistir.
Bulgular, akran danigmanligi egitim programimin deney grubu katilimcilarinin
yansitma becerilerini artirmada kontrol grubundaki katilimcilara gére daha etkili

oldugunu ortaya koymustur (F = 36.498, p <.01,n* = .57).

Akran Damismanhg Egitim Programinin Kisisel Gelisim Uzerine Etkisi

Akran danmigmanligi egitim programinin katilimecilarin kisisel gelisimlerini
arttirmada etkisini incelemek amaciyla katilimcilara, Rosenberg Benlik Saygisi

Olgegi (RBO) ve Kendini Kabul Envanteri (KKE) uygulanmistir.
Benlik Saygisi

Deney ve kontrol grubu katilimcilarinin Rosenberg Benlik Saygis1 Olcegi
(RBO) ontest, sontest ve izleme testinden aldiklar1 puanlarin ortalama ve standart
sapmalar1 ile bu puanlara uygulanan tekrar Ol¢limlii varyans analizi sonuglari,
sirastyla Tablo 4.13 ve Tablo 4.14’te gosterilmigtir. Bulgular gruplarin farkl
zamanlardaki Slglimleri arasinda anlaml diizeyde bir fark ortaya koymustur (F =
6.895, p < .01, m* = .19). Zamana bagh olarak ortaya ¢ikan anlamh farkin kaynagim
test etmek amaciyla uygulanan Bonferroni testi sonuglari, deney grubu
katilimcilarinin benlik saygisi puanlarinda 6n test ve izleme testi arasinda anlaml1 bir

artis oldugunu gostermistir.
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Kendini Kabul

Deney ve kontrol grubu katilimcilarinin Kendini Kabul Envanteri (KKE)
Ontest, sontest ve izleme testinden aldiklar1 puanlarin ortalama ve standart sapmalari
ile bu puanlara uygulanan tekrar dl¢iimlii varyans analizi sonuclari, sirasiyla Tablo
4.15 ve Tablo 4.16’da gosterilmistir. Bulgular gruplarin farkli zamanlardaki
dlgiimleri arasinda (F = 5.002, p < .01, n° = .15) anlamli diizeyde bir fark ortaya
koymustur. Sonuglar, ayrica, deney ve kontrol grubu katilimcilarinin dntest, sontest
ve izleme testi KKE puanlarinin ortalamalari arasindaki degisimin farklilagip
farklilasmadigini inceleyen grup x dl¢iim ortak etkisinin (F = 3.719, p < .05, n° =
.11) anlamli oldugunu gostermistir. Ortak etkiye ve zamana bagli olarak ortaya c¢ikan
anlamli farkin kaynagim test etmek amaciyla uygulanan Bonferroni testi sonuglari,
deney grubu katilimecilarinin kendini kabul puanlarinda Ontest ve sontest arasinda

anlamli bir artig oldugunu gostermistir.

Degerlendirme Asamasi ile Tlgili Bulgular

Calismanin degerlendirilme asamasindan elde edilen bulgular iki alt boliimde
sunulmaktadir. ilk olarak 15 akran danigmanin akran danismanligi programinin
egitim programi, egitimcinin nitelikleri, akran danigsman olarak deneyimleri, ve akran
danigsmanlig1 hizmeti ile ilgili degerlendirmeleri daha sonra akran daniganlarin akran
danismanligr hizmetinden sagladiklari doyuma iligkin ve akran danigsmanlarinin

yardim tutumlari ve davranislari ile ilgili degerlendirmeleri sunulmaktadir.

Akran Damsmanhgr Programmin Akran Damsmanlar tarafindan

Degerlendirilmesi ile ilgili Bulgular

Akran damigmanlarin akran damigsmanligi programi ile ilgili dort temel
beklentileri oldugu belirlenmistir. Bunlar mesleki olarak gelisim gosterme, kisisel
gelisim saglama, etkili kisileraras: iliskiler gelistirme ve akranlarina daha etkili

yardim etmeyi 6grenmek istemeleridir.

258



Akran danismanlarin tiim akran danismanlig1 programu siirecinde en ¢ok keyif
aldiklar ¢aligmalar programin {i¢ temel yoniine odaklanmistir. Bunlar kisisel gelisim
calisma gruplari; akran danigmanligi goriismesi uygulamalar1 ve bu uygulamalara
iliskin aldiklar1 geri bildirimler; ve programin sonlandirma oturumudur. Bununla
birlikte akran danigsmanlar tiim siire¢ i¢inde onlara zor gelen g¢alismalar1 akran
danismanlig1 goriismesi uygulamalar1 ve soru sorma, duygu yansitma ve ylizlestirme

gibi baz1 yardim becerilerinin kullanilmasi olarak belirtmislerdir.

Tim akran danigmanlar akran danigsmanligi programimi akran danigman
olmak isteyen herkese onerdiklerini belirtmislerdir. Programla ilgili ek yorum ve
Oneriler boliimiinde de akran danmigmanlar programin devam ettirilmesi, herkesin
programla ilgili bilgilendirilmesi, programimn sadece Egitim Fakiiltesi’nde degil
tiniversitenin diger fakiiltelerinde de uygulamaya konulmasina iliskin Onerilerini,
egitim siliresinin uzatilmasina ve hizmetlerin sunulmasinda mali destek bulunmasina
iligkin yorumlarmi ve son olarak program ve programim kendilerine sagladigi

katkilardan dolayi tesekkiirlerini sunmuslardir.

Akran damigsmanlar akran danigmanhigi egitim programimin en c¢ok
yararlandiklart yonlerini kisisel gelisim ¢alisma gruplar;; akran danismanligi
goriismesi uygulamalart ve bu uygulamalara iligkin aldiklar1 geri bildirimler; akran
danigsmanlhigr goriismeleri ile ilgili aldiklart siipervizyon; ve akran danigmanlar
arasindaki grup etkilesimi olmak iizere dort tema altinda belirtmiglerdir. Egitim
programinin en az yararlandiklar1 yoniinii ise, tekrar egitim alma sanslar1 olsa akran
danigsmanlhigr goriismesi uygulamalarindan ve akran damigsmanlar arasindaki grup

etkilesiminden daha fazla yararlanmak i¢in ¢aba gosterme olarak gostermislerdir.

Akran danigmanlarin hemen hepsi akran danigmanligi egitim programini
onlar1 akran danigsman olarak hazirlama konusunda oldukga etkili bulduklari ve
egitim siiresini yeterli gordiiklerini belirtmistir. Ancak, kisisel gelisim g¢alisma
gruplarmin, akran danismanlig1 goriismesi uygulamalarmin sayisinin arttirilmasimi ve

yeni 6zel konularin eklenmesini 6nermislerdir.
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Akran damismanlar akran damismanligi egitimini veren egitimciyi
(arastirmaci) hem akademik hem de kisilik ozellikleri ile degerlendirmistir.
Egitimcinin akademik &zelliklerini alaninda bilgili ve donamimli; etkili 6gretici; iyi
bir model olmak iizere li¢ tema altinda degerlendirmislerdir. Ancak bazi akran
danismanlar egitimciyi fazla kuralci olmasi yoniinde elestirmistir. Kisilik 6zellikleri
agisindan egitimciyi, samimi, insancil, neseli, enerjik, sabirl, disiplinli, titiz,
glivenilir bulduklarin1  belirtmislerdir. Bununla birlikte akran danigmanlarin
cogunlugu egitimcinin ayni zamanda hem bir 6gretici hem de yakin bir arkadas gibi
davrandigint ve bu iki rolii arasinda iyi bir denge kurmasi ile ilgili benzer
diisiincelerini belirtmistir. Ancak bir akran danigman egitimciyi fazla hirsli bulurken

diger bir akran danigsman bazen objektifligini yitirdigi konusunda elestirmistir.

Akran danigmanlar akran danigman olmanin yasamlarin1 akademik, sosyal ve
kisisel alanlarda nasil etkiledigini degerlendirmistir. Akademik yasamlarinda, etkili
bir psikolojik danisman ya da Ogretmen olmalarina katki sagladigini, akademik
glivenlerinin artigini, derslere daha diizenli katildiklarin1 ve daha sistemli ders
calismaya basladiklarini, notlarmin yiikseldigini, zaman1 daha etkili kullanmaya
basladiklarini, sinav kaygilarinin azaldigini, zaman zaman basarisiz olma hakkina
sahip olduklarmni farkettiklerini ve hata yapmaktan korkmamalar1 gerektigini
ogrendiklerini belirtmislerdir. Sosyal yasamlarinda, sosyal ¢evrelerinin genisledigini,
etkili iletisim kurabildiklerini, yakin ve samimi iliskiler kurduklarini, daha girisken
davranmaya basladiklarin1 belirtmislerdir. Kigisel yasamlarinda ise kendilerine
gilivenlerinin artigini, kendilerini giiglii ve zayif yonleri ile daha iyi tamidiklarini,
kendilerini daha degerli hissettiklerini, daha esnek ve olumlu disiinmeye
basladiklarini, duygularmi daha kolay ifade edebildiklerini ve daha girisken
davranmaya basladiklarin1 ve bu anlamda haklarinin daha ¢ok farkina vardiklarini

vurgulamiglardir.

Akran damismanlarin, akran danigman grubunun bir pargasi olmalan ile ilgili
duygular1 ait olma, sansli ve ayricalikli hissetme, gurur duyma, sicak ve yakin
iligkilerinden dolay1 giivende hissetme, ise yarama ve iiretken olma duygusu

bagliklar1 altinda toplanmistir. Akran danigsmanlardan biri yasadigi duyguyu
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“kocaman findikli bir c¢ikolatanin i¢indeki findiklardan biri gibi hissediyorum

kendimi” olarak ifade etmistir.

Son olarak akran danigsmanlar, akran damigsmanligi hizmeti ile ilgili
degerlendirmelerini belirtmiglerdir. Akran danismanlar, akran danismanligi hizmeti
baslamadan Once yasadiklar1 kaygilar1 ve goriisme sonrasinda akranlarina yardimci
olduklarini gérmenin rahathigint ve mutlulugunu, goriismelerle birlikte akranlarina
gercekten yardim etmenin ne demek oldugunu daha iyi anladiklarin1 ve akranlarina
yardim etmenin kendi sorunlariyla basetmelerinde onlara da yardimci oldugunu ifade

etmislerdir.

Akran danigmanlar, akran danigmanligi goriismelerinin akranlarma yardimet
olmasinda akran danismanligi hizmetinin iki yOniiniin roliinii vurgulamislardir.
Bunlar, yardim etme bigimleri (6rnegin, avutmak ya da gecistirmek yerine etkili ve
yargilamadan dinlemek; 6giit vermek ya da ¢6zmek yerine akranlari ile birlikte farkli
alternatifleri aramak; yorum yapmak yerine yansitmalarda bulunmak ve anlamak) ve

akranlariyla kurduklar giivenilir iliskidir.

Akran danigmanligi hizmetlerinin daha etkili bir sekilde yiiriitiilebilmesi igin
akran danigmanlar, hizmetin daha iyi tanitilmasi, hizmetin sadece Egitim
Fakiiltesi’nde degil tiim iiniversitede sunulmasini, 6zel bir akran danismanligi
odasinin olmasini, ve egitim programinin igine yeni 6zel konu bagliklar1 (6rnegin,

iiniversiteye uyum, catigma ¢ézme gibi) eklenmesini 6nermislerdir.

Akran  Damismanhgr  Programmmin  Akran  Damsanlar  tarafindan

Degerlendirilmesi ile ilgili Bulgular

Akran danisanlar akran danismanlig1 programina basvurma nedenlerini kisisel
(6rnegin, kendini tanima, iiniversiteye uyum, Olim gibi 6zel konular), sosyal
(6rnegin, arkadashk iliskileri, karsi cinsle iliskiler, ayrilik), programa yonelik
(6rnegin, egitimli bir akranlariyla konusmayi istemek) ve yardim tercihlerine yonelik
(6rnegin, dinlenilmeyi istemek, farkli bakis agilarimi gérmek) olmak {izere dort tema

altinda belirtmislerdir. Bununla birlikte, akran danismanlig1 ile ilgili beklentileri de
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programa yonelik (6rnegin, yasadiklarimi egitimli bir akranlariyla paylasmay1
istemek) ve yardim bigimlerine yonelik (6rnegin, dinlenilmeyi istemek,problemlerine
¢Oziim bulmak, rahatlamak, sadece dinlenilmek ve 6giit almamak) olmak iizere iki

tema altinda toplanmustir.

Akran danisanlar akran danmismanligi hizmetinin en ¢ok hoslarmma giden
yoniinii yine benzer iki tema altinda belirtmislerdir; programa yonelik (6rnegin,
egitimli bir akranlariyla konusmak, gizlilik, ayn1 yasta olma) ve yardim bigimlerine
yonelik (6rnegin, samimi davranilmasi, dinlenilmek, farkli bakis acilar1 kazanmak,
yargilanmadan, gegistirilmeden dinlenilmek). Ancak akran danisanlar hizmetin en az
hoslarina giden yoniinii programa yonelik (6rnegin, goriisme sayisinin az olmasi,
goriisme yapilan ortamin uygun olmamasi) ve yardim bigimlerine yonelik (6rnegin,
¢oziim bulamamak, hi¢ Oneri vermedi sadece dinledi) olmak iizere yine benzer
temalarla agiklamiglardir. Bununla birlikte, akran danisanlarin bir¢ogu hoslarina

gitmeyen bir yoniin olmadigini belirtmistir.

Akran danigmanligi hizmetine iliskin ek yorum ve Oneriler boliimiinde ise
akran damiganlar, hizmetin daha iyi tanitilmasi, hizmetlerin devamliliginin
saglanmasi, hizmetlerin tiim {iniversiteye sunulmasi gibi Onerilerini, okul dis1
zamanlarda da akran goriismelerinin yapilmasi, akran goriismelerinin sayisinin
arttirilmasi ve akran danismanlarin daha iyi egitilmesi gibi yorumlarmi ve aldiklari

hizmete iliskin tesekkiirlerini belirtmislerdir.

Akran daniganlar akran danismanligt hizmetinden sirasiyla, arkadaslari,

ilanlar, brosiirler ve 6gretim iiyeleri araciligiyla haberdar olduklarini belirtmislerdir.

Akran danmiganlar akran danigmanligi hizmetinin farkli yonlerine iligkin
(beklentilerini ve ihtiyaclarini karsilama diizeyi, akran danismanlarindan duyduklari
memnuniyet, yardimci olma diizeyi, hizmetlerin 6nem derecesi, tekrar yardim
almaya iliskin isteklilik diizeyleri ve hizmeti diger arkadaslarina ne derece
onerdikleri) tepkilerini 5’li Likert tipi Ol¢ek iizerinde derecelendirmistir. Akran

danigmanligi hizmetinin farkli yonlerine iliskin tepkilerinin ortalama ve standart
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sapmalar1 Tablo 4.17°de gosterilmistir. Tabloda goriildiigli gibi akran danmisanlar

akran danismanlig1 hizmetini farkl yonleri ile oldukca olumlu degerlendirmislerdir.

Akran daniganlar akran danigmanlarinin yardim tutum ve davraniglarina
iliskin degerlendirmelerini 25 ifadeden olusan bir ankette “Kesinlikle katilmiyorum
(1)” ile “Kesinlikle katiliyorum (5)” arasinda derecelendirmistir. Tablo 4.18’de akran
danisanlarin akran danmigsmanlara iliskin degerlendirmelerinin ortalama ve standart
sapmalar1 yer almaktadir. Tabloda goriildiigli gibi akran danisanlar akran

danigmanlarinin yardim tutum ve davraniglarini olumlu olarak degerlendirmislerdir.

TARTISMA

Ihtiyac Taramas1 Asamasi ile Tlgili Tartisma

Calismanin ihtiya¢ taramasi asamasinin birinci bolimiinden elde edilen
bulgular, 6grencilerin yardim almak isteyecekleri kisilerle ilgili tercihlerinin iliskinin
yakinlik derecesine bagl olarak iki kategori altinda toplandigini gostermektedir. Bir
baska deyisle, sonuglar, 6grencilerin yardim almak istediklerinde onlara sosyal ve
psikolojik olarak en uygun ve en hazir olan kisilerle konugmay1 tercih ettiklerine

isaret etmektedir..

Bu bulgu, akranlar arasindaki dogal bagi vurgulayan gelisimsel psikoloji ve
akran damismanhg literatlirii ile desteklenmektedir. Gelisimsel psikoloji
literatiiriinde vurgulandig gibi gengler problemleri ile ilgili konusmak istediklerinde
yetiskenlerden once arkadaglarina gitmektedir (Santrock, 1996; Santrock, 1997,
Zanden, 1997). Akran damismanlig: literatiirii de genclerin problemlerini aileleri,
Ogretmenleri ve uzmanlardan Once akranlarina agtiklarini, yardim i¢in bir akrana
ulagmanin onlar i¢in daha kolay oldugunu ve bunun sonucunda da akran
danigsmanlarin yardim almak icin fiziksel ve duygusal olarak daha yakin ve
ulagilmasi kolay olarak algilandiklarini vurgulamaktadir (Carl, 1981 akt. Rosenroll

ve Dey, 1990; Myrick ve Folk, 1999).
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Bununla birlikte, bu arastirmada 6grenciler akran danismanini bir yardim
uzmanindan hemen 6nce besinci sirada tercih etmistir. Sonuglar, akran danigman ve
uzman arasinda anlamli bir fark ortaya koymamustir. Ogrencilerin akran danigmanlig
ile ilgili olarak 6n bilgi ve deneyimleri olmamasina ragmen akran danigmanini daha
oncelikli tercih etmesinde “akran” kelimesinin ilgilerini ¢ektigi diisiiniilebilir. Akran
danisman ve uzman arasinda anlamli bir farkin bulunmamasi da 6grencilerin her
ikisini de ayni tiir bir yardim kaynagi olarak ve daha profesyonel bir yardim bi¢imi
gibi algiladiklar1 seklinde yorumlanabilir. Bununla birlikte, akran danisman ve
uzman arasindaki tercih benzerligi akran danigmanlarimin uzmanlar ve 6grenciler
arasinda bir koprii rolii iistlenebileceginin isareti olarak kabul edilebilir (Edelstein ve

Gonyer, 1993; Rockwell ve Dustin, 1979).

Ikinci bolimde elde edilen sonuglar, dgrencilerin 13 yardim bicimi veya
stilleri arasindan farkli alternatifleri gosterme; giiven verme, paylasma ve destek
olma; birlikte segenekleri arama, Oneri verme, aktif dinleme, yargilamadan anlamaya
calisma, rahatlatma, ¢6ziim bulma, yorumlama ve analiz etme yardim bigimlerini ¢ok
tercih ettiklerini; avutma ve 0Ogiit verme yardim bic¢imlerini ise hi¢ tercih
etmediklerini gostermistir. Kendinden ve digerlerinin yasamindan &rnekler verme
yardim bigimleri i¢inse 6grenciler hem tercih etme hem de tercih etmeme yoniinde

egilim gostermistir.

Bununla birlikte yapilan faktor analizi sonucunda ortaya ¢ikan dort faktoriin
yapist goz Oniine alindiginda, birinci faktdr “yonlendirici olmayan (empatik
tepkiler)” ikinci faktor ise “yonlendirici olan (aragsal tepkiler)” yardim big¢imlerini
icermektedir. Uciincii faktor “Kendini agma” y1 kapsamakta; dordiincii faktor ise

“iletisim engelleri” olarak goriilmektedir..

Olgme ve degerlendirme acisindan bakildiginda ihtiyag taramasiin bu
boliimiinden elde edilen sonuglar akran danigsmanligi literatiirinde bu konuda
kullanilan O&lgeklerle benzerlik gostermektedir. Empati, problemi tanimlama ve
¢Ozme, 6grenciyle goriisme icin hazir olma olmak iizere iic boyuttan olusan Akran
Danigmanligi Yardim Bigimleri Anketi (Morey ve Miller, 1988, akt. Morey, Miller,

Rosen ve Fulton, 1993) ve anlama, soru sorma, yorumlama, destekleme ve
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degerlendirme gibi bes alt boyuttan olusan Yardim iliskisi Envanteri (Jones ve
Pfeiffer (1973, akt. Martin, 1998) buna 6rnek olarak gosterilebilir. Bu ¢alismada elde
edilen sonuglar ile bahsedilen Slgekler arasindaki benzerlik g6zoniine alindiginda
“Yardim Bigimleri” anketinin yapilacak gegerlik ve giivenirlik ¢aligmalar: ile Tiirk
tiniversite Ogrencilerinin yardim bigimi tercihlerini 6lgmek i¢in yararli bir olgek

olacagi sOylenebilir.

Bu calismada ihtiya¢ taramasi ¢alismasindan elde edilen sonuglarla akran
danigmanlarin egitimi ve akran danigsmanligi hizmetlerinin sunulmasi hem empatik
tepkilerin hem de aragsal tepkilerin kullanilmas1 temel alinarak yapilandirilmistir. Bu
yapilandirmanin ¢aligmanin degerlendirme asamasinda yapilan nitel caligmadan elde
edilen akran damigmanlarin ve akran daniganlarin yorumlarinda da vurgulandigi

goriilmektedir.

Ucgiincii ve son béliimde, dgrencilerin akran danismanligi programina iliskin
tepkileri degerlendirildiginde elde edilen sonuglar, Tablo 4.5’te goriildigi gibi,
Ogrencilerin programin yararina inandiklarini ve programa bagvurmak isteyeceklerini
gostermistir. Bununla birlikte sonuglar, 6grencilerin programin onlarin mesleki,
akademik ve kisilerarasi iligkiler konusundaki sorunlarina odaklanmasini istediklerini
ancak kisisel konulardaki sorunlara odaklanmasini istemediklerini gostermistir. Bu
durum kisisel konularim onlar tarafindan daha ciddi ve ancak bir profesyonelle
konusulmasi gerektigi yoniindeki diisiinceleri seklinde yorumlanabilir. Bununla
birlikte bu sonug¢ akran danigmanliginin amacina bagli olarak akran danigmanlarin
bunun gibi uzman yardimi gerektiren konularla ilgili akranlari ile goriisme
yapmamalar1 ve akranlarimi bir uzmana yonlendirmeleri konusunda egitilmelerinin

Oonemine isaret etmektedir.

Genel olarak, 6grencilerin akran danigmanligi programu ile ilgili olumlu
tepkileri oldugunu gosteren ihtiya¢ taramasi c¢alismasinin sonuglari &grencilere
yonelik bir akran damismanligi program gelistirilmesini desteklemektedir. Bu
asamadan elde edilen sonuglar, akran danigsmanligi programinin rasyonelinin ve
amagclarmin olusturulmasina temel saglamistir. Akran danismanlig1 egitim programi

ve akran danigmanlig1 hizmetleri bu temel esas alinarak yapilandirilmastir.
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Deneysel Asama ile Ilgili Tartisma

Akran Damsmanhg Egitim Programinin Yardim Becerileri Uzerine Etkisi

Bu boliimde, akran damismanligi egitim programinin katilimcilarin iletisim,

empati ve yansitma becerileri iizerine etkisi tartigilmistir.

iletisim Becerileri

Bu calismada iletisim becerileri agisindan gruplar arasinda anlamli bir fark
bulunamamistir (Tablo 4.8). Bu bulgu, akran danigsmanlig1 egitim programinin akran
danigsmanlarm iletisim becerilerini arttirdigini gdsteren arastirma bulgulariyla tutarh
goriinmemektedir (Diver-Stamnes, 1991; Robinson & Morrow, 1991; Steinbauer,
1998). Buna karsilik, arastirmanin nitel degerlendirme asamasinda hem akran
danismanlarin hem de akran danisanlarin iletisim becerilerinin etkili kullanimina

yonelik olumlu goriisleri programin bu yondeki katkisina bir destek olusturmaktadir.

Empati Becerileri

Bu calismanin bulgulari, akran danigmanlig1 egitim programinin deney grubu
katilimeilarinin empati becerilerini artirmada kontrol grubundaki katilimcilara gore
daha etkili oldugunu ortaya koymustur (Tablo 4.10). Bu sonug literatiirde bu konuda
yapilan uygulamali bazi calismalarla desteklenmektedir (Brenton, 1999; Hatcher ve
Nadeau, 1994; Martin, 1998). Bu konuda yapilan deneysel ¢calismalar sinirli olmakla
birlikte bu caligmanin sonuglar1 akran danmigmanligi egitim programinin akran
danigsmanlarin empati becerilerini artirmada etkili oldugu konusunda umut verici

goziikmektedir.

Yansitma Becerileri

Bulgular, akran danigsmanligi egitim programinin deney grubu katilimcilarinin
yansitma becerilerini artirmada kontrol grubundaki katilimcilara gbre daha etkili

oldugunu ortaya koymustur (Tablo 4.12). Empati becerileri ile ilgili bulgularla
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benzer olarak, sonuclar literatiirde bu konuda yapilan uygulamali bazi1 ¢aligmalarla
desteklenmektedir (Brenton, 1999; Evans ve Livneh, 1982; Martin, 1998). Bu
calismanin sonuglar1 da yansitma becerilerinin akran danismanligi egitim

programlari ile dgretilip gelistirilebilecegini gostermektedir.

Genel olarak, yardim becerileri konusunda bu arastirmadan elde edilen
sonuclar, yardim becerilerinin akran damismanlara Ogretilebilecegini gosteren

bulgulara isaret etmistir.

Akran Damismanhgi Egitim Programinin Kisisel Gelisim Uzerine Etkisi

Bu boliimde, akran danigmanligi egitim programinin katilimcilarm benlik

saygilarini ve kendini kabul diizeylerini gelistirmesi tizerine etkisi tartigilmistir.

Benlik Saygisi

Benlik saygisi ile ilgili olarak bu arastirmada elde edilen bulgular deney
grubu katilimcilarinin benlik saygisi puanlarinda 6n test ve izleme testi arasinda
anlamli bir artis oldugunu gostermistir (Tablo 4.14). Literatiirde, 6zellikle benlik
saygisin1  gelistirmeyi amaglayan deneysel arastirma sonuglart pek tutarlilik
gostermemektedir. Bazi caligmalar egitim programina katilan akran danigmanlarin
benlik saygilarinda bir artis bulurken (Cormn ve Moore, 1992; Moore, 1994), bir
calismada anlamli bir farklilik bulunamamstir (Sawyer ve Pinciaro, 1997). Baska bir
caligmada ise sadece erkek katilimcilarin benlik saygilarinda artis gorilmiistiir
(Switzer ve Simmons, 1995). Yardim becerilerinin kisisel gelisimi kolaylastirdigi
(Barkley, Wilborn, ve Towers, 1984; Carkhuff, Pierce, ve Cannon, 1980) ve akran
danigsmanligr iligkisinin kigisel gelisim i¢in karsilikli bir firsat sagladigi yoniindeki
goriisler (Frenza, 1985; Turner, 1999) temel alinarak bu ¢alismada deney grubunun
kendi i¢cinde zamana bagl olarak gosterdigi anlamli farklilik hem akran danigmanligi
egitim programinin hem de akran danismanligi hizmetlerinin bir etkisi olarak
degerlendirilebilir. Deney grubu katilimcilarinin benlik saygilarin1 gelistirmede
egitim programinin akran danigmanlarin kendilerini anlamalarina ve kendilerini

gelistirmelerine odaklanan kisisel gelisim caligma gruplarinin etkisinden soz
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edilebilir. Diger bir taraftan, deney ve kontrol grubu arasinda anlamli bir farkin
bulunamamasinda kontrol grubunun egitim programini daha sonraki donemde almak
iizere bekleyen bir grup olmasi ve bdyle bir gruba secilmis olmanin katilimcilarin

benlik saygilarini artirmasi bir olasilik olarak belirtilebilir.

Kendini Kabul

Bulgular, deney ve kontrol gruplarmin farkli zamanlardaki o&lgtimleri
arasindaki farkin ve grup x Ol¢lim ortak etkisinin anlamli oldugunu gostermistir
(Tablo 4.16). Ydriitilen ¢oklu karsilagtirma analizi sonuglari, kontrol grubu
katilimcilarinin  son test ve izleme testi puanlart arasinda anlamli bir artis
goriilmesine ragmen, deney grubu katilimeilariin kendini kabul puanlarinda 6n test
ve son test arasinda anlamli bir artis oldugunu gostermistir. Bu bulgulara dayanarak,
elde edilen bu artisin egitim programina bagli olarak ortaya c¢iktigi sdylenebilir.
Bulgular, literatiirde kendini kabul ile yakindan ilgili benlik kavrami, kendine giiven,
kisisel farkindalik gibi baz1 kavramlarin gelistirilmesine yonelik yapilan calismalarla
desteklenmektedir (Rasain ve Williams, 1990; Schwartz ve Sendor, 1999; Swen,
2000). Benlik saygisi ile ilgili elde edilen sonuglarla benzer sekilde, deney grubu
katilimcilarinin kendini kabul diizeylerinde bulunan anlamli artig akran danismanligi
programimin, daha spesifik olarak kisisel gelisim calisma gruplarmmin ve akran

danigsmanlig1 hizmetlerinin bir sonucu olarak degerlendirilebilir.

Hem literatiire hem de bu calismadan elde edilen sonuglara baglh olarak bu
aragtirmanin bulgulariin genel olarak bir noktaya isaret ettigi sdylenebilir: Akran
danismanligi egitim programlari akran damigsmanlarin kigisel gelisimi igin

kolaylastirict kosullar saglamaktadir.

Degerlendirme Asamasi ile ilgili Tartisma

Akran Damismanlari Degerlendirmesi ile ilgili Tartisma

Akran danigmanlar akran danigsmanligi egitim programimin onlarin mesleki,

kisisel ve kisilerarasi iligkiler konularindaki gelisimlerine ve onlarin iyi birer akran
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danisman olmalarma katkis1 oldugunu belirtmistir. Bu sonuglarla akran
danigsmanlarin akran danigsmanligi programi ile ilgili beklentilerinin bir ¢ogunun
karsilandig1 sOylenebilir. Bulgular boliimiinde de ayrintili olarak agiklandigi gibi,
aragtirmanin  bu asamasindan elde edilen bulgular, kigisel gelisimin akran
danismanlig1 egitim programlarinin kagimilmaz bir parcasit oldugu (Frenza, 1985;
Mpyrick, Highland ve Sabella, 1995) ve akran danigsmanlarin belirttigi duygu ve
diisiincelerin literatiirde her yardim iliskisi siirecinde dogal olarak yasananlarla
benzerlik gosterdigi (Brammer ve MacDonald, 1999; Hill ve O’Brien, 1999)

yoniindeki tartigmalar1 destekler niteliktedir.

Akran  Damsmanhgi  Programmimm  Akran  Damsanlar  Tarafindan

Degerlendirilmesi ile Tlgili Tartisma

Akran danisanlarin akran damismanli§i programina bagvurma nedenlerinin
(6rnegin, kisisel, sosyal, programa yonelik ve yardim tercihlerine yonelik nedenler)
ihtiyag taramasi c¢alismasinda akran damigmanligi programindan yardim almak
istedikleri konulara iligskin tercihleri ile paralellik gosterdigi goriilmektedir. Nitel
inceleme sonuglari, akran danisanlarin akran danigmanligi programina iliskin
ihtiyaglarimin karsilandigina ve akran danisanlarin akran danigmanligi hizmetlerine
yonelik beklentilerinin (6rnegin, programa yonelik ve yardim big¢imlerine yonelik
beklentileri) géz oniline alindigina isaret etmektedir. Bu sonuglar akran daniganlarin
akran damismanlig1 hizmetinin farkli yonlerine iligkin (beklentilerini ve ihtiyaclarini
karsilama diizeyi, akran damismanlarindan duyduklari memnuniyet, yardimci olma
diizeyi, hizmetlerin 6nem derecesi, tekrar yardim almaya iliskin isteklilik diizeyleri
ve hizmeti diger arkadaslarina ne derece Onerdikleri) yaptiklart olumlu

degerlendirmelerde goriilmektedir.

Genel olarak, degerlendirme asamasindan elde edilen sonuglar bu ¢alismadaki
akran danigmanlig1 programinin temel amaglarinin yaninda ihtiyac taramasi asamasi
ve deneysel asamadan elde edilen sonuglar destekler goziikmektedir. Bu bulgulardan
hareketle, akran damigmanhigi programinin Ggrencilerin/akran  daniganlarin
ihtiyaglarinin birgogunu karsiladigr ve akran danismanlarin yardim becerilerini ve

kisisel gelisimlerini artirmada yararli oldugu sonucuna varilabilir.
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Sonu¢ olarak hem literatiir hem de ii¢ asamadan olusan bu c¢alismanin
sonuglari, akran danigmanligi programimin ve akran danigmanligi hizmetlerinin
iiniversite 0grencilerinin yani genclerin daha saglikli gelismeleri i¢in destekleyici bir

ortam sagladigini gostermistir.

Bu calismadan elde edilen bulgular 1s181nda, ¢calismanin {i¢ asamasina iliskin

sonug ve Oneriler soyle siralanabilir;

Ihtiyag taramasi ¢aligmas1 Ege Universitesi, Egitim Fakiiltesi 6grencilerinin
akran danmigmanligi programina iligkin ihtiyaclar1 konusunda degerli bilgiler
saglamigtir. Bu asamadan elde edilen sonuclarin iiniversitelerin psikolojik danigsma
ve rehberlik merkezlerinde akran danigsmanlig1 programu yiiriitmek isteyen uzmanlara
onemli bilgiler saglayacagina inanilmaktadir. Ancak bu gibi programlar yiirtitmek
isteyen uzmanlarin kendi ¢alisma yerlerinde ilk 6nce bdyle bir ihtiyag caligmasi
yapmalar1 ve bu c¢alismanin sonuglar1 dogrultusunda program gelistirmeleri gerekli
bir 6nkosul olarak goriilmektedir. Bu tarz bir calisma yapilirken bu caligmada
kullanilan tekniklerin yani sira “gdriisme” ve “odak grup” gibi farkli teknikler de

kullanilabilir.

Calismanin hem deneysel hem degerlendirme asamasindan elde edilen
sonuglar akran danigmanligi programinin akran danismanlarin yardim becerileri ve
kisisel gelisimlerini arttirdigin1 ve dolayisiyla sunduklar1 akran danigsmanligi
hizmetleri ile 6grencilerin egitim almis yasitlar1 tarafindan dinlenilme, anlasilma ve
destek alma firsati bulmalarin1 sagladigini ortaya koymustur. Bu sonuglar
iiniversitelerde psikolojik danisma ve rehberlik merkezlerinde yiiriitiilen koruyucu ve
onleyici psikolojik danmigmanlik hizmetleri acisindan 6nem tasimaktadir.
Universitelerde gelistirilecek ve uygulamaya konulacak bu tarz programlar ile
iiniversite psikolojik danismanlik ve rehberlik merkezlerinin bu konudaki
kaynaklarmin  gelistirilmesi, 6grencilerin  psikolojik  danigma  servislerine
erisimlerinin  kolaylagtirilmasi, akran damgmanlar aracilifiyla psikolojik
danigmanlarla 6grenciler arasinda bir koprii olusturulmas1 ve bu sayede daha ¢ok
Ogrenciye ulasabilmesi gibi amaglara ulasilabilir. Bu ¢alismada da vurgulandigi gibi

uygulanacak programlarn  NPHA’nin belirledigi standartlara uygun olarak
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ylriitiilmesi programlarin etkilili§i acisindan oldukca O©nemli goziikmektedir.
Literatiirde akran danigsmanligi konusunda yapilan arastirmalar arasinda deneysel
caligmalar simirh oldugu i¢in, bu konuda yapilacak arastirmalarin hem akran
danigmanligr egitim programinin etkiligi hem de akran danismanligi hizmetlerinin

etkililigini incelemek i¢in deneysel olarak yiiriitiilmesi 6nerilmektedir.
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