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ABSTRACT

THE EFFECT OF A SELF-ESTEEM ENRICHMENT PROGRAM ON
THE SELF-ESTEEM LEVEL OF ELEMENTARY SCHOOL
STUDENTS

Giiloglu, Berna
M. 8., Department of Educational Sciences
Supervisor: Prof. Dr. Giil Aydin

July 1999, 87 pages

The purpose of the present study was to investigate the effect of a self-esteem
enrichment program on the self-esteem level of fifth grade elementary school
children. o

The sample of the study consisted of 185 fifth grade level students from
Tegmen Kalmaz Elementary School in Ankara. Coopersmith Self-Esteem
Inventory (CSEI) was used to determine the subjects who received the self-

esteem enrichment program.

An experimental design with no-treatment control group and self-esteem
enrichment group and three measurements (pre-post-follow-up) were used in
order to investigate the effectiveness of ‘Self-esteem Enrichment Program’
which was developed by Morganett (1994) and adapted to the Turkish culture

by the researcher.
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Thirty subjects (16 males, 14 females), who were identified as having low self-
esteem, were randomly assigned to self-esteem enrichment group (8 males, 7
females) and no-treatment control group (8 males, 7 females). ‘Self-esteem
Enrichment Program’ was introduced to self-esteem enrichment group subjects'
over a period of 8 sessions. The sessions were held once a week and lasted

between 60 and 75 minutes.

Repeated Measures Analysis of Variance was used to analyze the data collected
in the experimental phase of the study. Contrary to expectation, the results
indicated that ‘Self-esteem Enrichment Program’ was not an effective
intervention method to improve self-esteem of children who were identified as

having low self-esteem.

Keywords: Self-esteem, Self-esteem Enrichment Program, Elementary School
Students.
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0z

BENLIK SAYGISI GELiSTIRME PROGRAMININ iLKOGRETIM
OKULU OGRENCILERININ BENLIK SAYGISI DUZEYLERINE
ETKIiSIi

Gtiloglu, Berna
Yiiksek Lisans, Egitim Bilimleri Boliimii
Tez Yoneticisi: Prof. Dr. Giil Aydin

Temmuz 1999, 87 sayfa

Bu ¢aligmanin amaci, benlik saygis1 gelistirme programimin ilk$gretim okulu 5.
Sinif 6grencilerinin benlik saygisi diizeyleri tlizerindeki etkisini aragtirmaktir.

Caliymanm Srneklem grubunu, Ankara ilindeki Tegmen Kalmaz ilkogretim
Okulu'nun 5. smfinda okuyan 185 6grenci olusturmustur. Benlik saygisi
gelistirme grubuna alinacak 6grencilerin belirlenmesi amaciyla Coopersmith

Benlik Saygist Envanteri kullamlmigtir,

Calismada, Morganett (1994) tarafindan gelistirilen ve aragtirmaci tarafindan
Turk kiiltiirline uyarlamasi yapilan ‘Benlik Saygisi Gelistirme Programinin’
etkinliini aragtirmak {izere Ontest-sontest-izleme testi ve deney ve kontrol
gruplarindan olugan deneysel desen kullamilmugtir,



Calismanin 6rneklemini olusturan 185 &grenci arasindan segilen 30 (16 erkek,
14 kiz) diisiik benlik saygisina sahip denek benlik saygis1 geligtirme ve kontrol
gruplarindan birine rastgele atanmustir. ‘Benlik Saygis1 Geligtirme Programi’
benlik saygis1 geligtirme grubu deneklerine 8 oturum boyunca uygulanmigtir.
Oturumlar haftada bir kez yapilmis ve her oturum 60-75 dakika arasinda

stirmiigtiir.

Arastirmada toplanan verilerin analizinde 2 (deney-kontrol) x 3 (6ntest-sontest-
izleme testi) x 2 (cinsiyet) faktorlii, son faktorde tekrar 6lglimlii seckisiz deney
desenine uygun varyans analizi deseni kullamlmmgtir. Beklenenin tersine,
bulgular, ‘Benlik Saygis1 Gelistirme Programinin’ diisiik benlik saygisina sahip
deneklerin benlik saygis1 diizeylerini arttirmada etkili bir yontem olmadigim

gOstermigtir.

Anahtar Kelimeler: Benlik Saygisi, Benlik Saygisi Gelistirme Programu,
[k6gretim Okulu Ogrencileri.
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CHAPTER 1

INTRODUCTION

1.1. Background of the Study

Self-esteem has been shown to be a significant personality variable in
determining human behavior. A high self-esteem is something that everyone
wants and definitely needs. People want a well-established self-esteem because
it increases their chance of finding happiness in life and, makes possible to
cope with life’s disappointment and challenges. People also need self-esteem
because nothing seems more important to psychological well being. The level
of self-esteem affects virtually everything one thinks, says, and does. It affects
how the person sees the world and his/her place in it. It affects how others in
the world see and treat him/her. It affects the choices he/she makes about life,
ability to both give and receive love and, ability to take action to change things
that need to be changed (Sanford & Donovan, 1984).

Self-esteem is generally defined as evaluative beliefs about one’s self. Many of
the basic ideas an individual has about oneself were acquired from two main
sources: how others treated him and what they told him about himself. All the
various beliefs and images that go into people’s self-concepts have one
common feature: none was with them at birth. Everyone are born with concrete
physical characteristics and undiscovered capacities. No one is born knowing
he is a girl or a boy, nor does anyone come into world already thinking he is
stupid or smart, lovable or unlovable. In early infancy, nonverbal

communication play the most crucial role; depending on how much affection,



food, touching, and physical warmth are received, they, as infants, obtain
general impressions about whether they are loved and worthy. Then, with the
development of language capacity, they begin to translate these general
impressions into specific words within their minds and what others told them
about themselves start to have as much impact on their developing self-
concepts (Sanford & Donovan, 1984). As Rosenberg (1965) puts it people, as
social animals, are deeply influenced by the attitudes of others toward the self.

Each of these images and beliefs has bearing on people’s self-esteem.

The notion that self-esteem is determined partly by others’ view of us or the
way we think the others view us is generally accepted by many personality
theorists (Horney, 1970; Rogers, 1951; Sullivan, 1953). For instance, Sullivan
(1953) defined self-system as an individual’s frame of reference. Moreover, a
basic assumption in Horney’s (1970) theory was the wish of the individual to
value himself/herself and to be valued by others. This resulted in the
possibilities of developing a positive self-esteem or experiencing self-

alienation.

Erikson (1968) identified self-esteem as a function of identity development that
results from successfully addressing the tasks associated with each of the
developmental stages of life. Thus, one’s sense of developing, growing, and
confronting life’s tasks leads to feelings of worth. To him, healthy personality
actively masters his/her environments, shows a certain unity of personality and,

is able to perceive the world and himself/herself correctly.

Additionally, Rogers (1951) believed that when the individual interacts with
significant others in his/her environment, he/she begins to develop a concept of
self that is largely based on the evaluation of others. That means, the individual
evaluates himself/herself in terms of what others think, not in terms of how
he/she feels. Rogers (1959) also proposed that the experience of being accepted
by a significant other is the most critical contributor to self-acceptance and

thus, self-esteem development. To him, esteem is dependent upon the



unconditional positive regard received from significant others (cited in Street &
Isaacs, 1998).

Maslow’s (1970) work in the area of self-esteem was centered on the notion of
self-actualization. His assumption for self-actualization was that the
biologically determined inner nature of human consists of basic needs,
emotions, and capacities that are either neutral or positively good. Human
behavior is motivated primarily by the individual’s seeking to fulfil a series of
needs. To him, each person has basic needs, which are arranged from the most
basic to the highest as follows:

1) Physiological needs, ie. hunger, thirst, and sex

2) Safety and security needs, ie. security, protection, law, and order

3) Need for love and belonging, ie. family, friends, and lover

4) Esteem needs, ie. self-respect and self-esteem

5) Need for self-actualization, ie. for becoming what one has the potential to

become.

The basic needs take priority and have to be fulfilled before higher needs
become salient. Consequently, the establishment of self-esteem is a

precondition for self-actualization.

Self-esteem is influenced by the individual’s concerns about how others react
to him/her and, how the individual comes to see himself/herself that the way
others see him/her. The work of Coopersmith (1967) showed three major
sources of feedback for children which affects their self-esteem: parents,
teachers, and peers. Before Coopersmith, Mead (1934) mentioned that
significant others in the individual’s life have a determining influence on self-
esteem. Observing the actions and attitudes of parents and significant others, an
individual gradually adopts them and internalizes them as one’s own.
According to Bem (1978), children learn that their observable behaviors are
labeled by parents, and the perception of these labels becomes a source of self-

perception (cited in Pierce & Wardle, 1993).



Since school is a place where a great number of interactions take place, it has a
crucial role in enhancing both academic and non-academic self-esteem.
McGuire and McGuire (1982) reported that as children grow relating with the
authority figures, the child’s self-definition shifts from a relationship with
parents to a relationship with teachers when he starts to school (cited in Pigkin,
1996). The ability of a teacher to enhance student self-esteem is a function of
beliefs about themselves and their students (Purkey, 1970).

As they grow older, their relationships with parents’ changes toward more
mutuality and, unqualified obedience shifts to voluntary compliance or
negotiation at about age 12 (Youniss & Smollar, 1985; cited in Lackovic-
Girgin & Dekovic, 1990). Therefore, it is reasonable to assume that parental
influence is started to decrease because of an increase in cognitive abilities and
a great differentiation of social roles at that age period. Some of those roles
initiate new interactions such as peer relations, which become increasingly
more significant. Peers share same values and attitudes as well as greater
intimacy. Thus, the impact of peers’ evaluation on adolescents’ self-esteem

increases.

Researchers and theorists working in this field agree that the importance of
self-esteem can not be underemphasized. Clemens and Bean (1981) found that
children with high self-esteem act positively, assume responsibility, tolerate
frustration well, feel able to influence their environments, and are proud of
their deeds (cited in Wiggins & Wiggins, 1992). It is also believed that high
self-esteem children have confidence in their judgments. They are able to
express and defend ideas they believe in, even when faced with opposition
from others. When confronted with obstacles, they draw on positive feelings
from the past to help them get through difficult times. In addition, they tend to
appraise their abilities and limitations realistically and are able to separate
weaknesses in one area from the successes in others (Rosenberg, 1965). They
attend their abilities, strengths, and good qualities (Baumeister & Tice, 1985).
Further, research findings indicated that high levels of self-esteem were
positively associated with better adjustment (Williams & Cole, 1969; cited in



Gurney, 1987a), more independent and less defensive behavior (Rosenberg,
1965), less deviant behavior (Fitts, 1972; cited in Gurney, 1987a), greater
social effectiveness (Shrauger & Rosenberg, 1970), and greater acceptance of
other people (Suinn & Greiger, 1965; cited in Gurney, 1987a).

On the other hand, children with low self-esteem are easily led by others, easily
frustrated, often blame others for their shortcomings and avoid difficult
situations (Clemens & Bean, 1981; cited in Wiggins & Wiggins, 1992).
Children with a negative self-worth, experience feelings of inadequacy and
incompetence and they fear rejection (Opensaw, 1978; cited in Kostelnik,
Stein, Whiren, & Soderman, 1988). They also are less likely to be objective
about their capacities (Kostelnik et al., 1988). They focus on their deficiencies,
weaknesses, and negative qualities (Baumeister & Tice, 1985). Such children
have little hope of influencing others. Consequently, they hesitate to express
their opinions, lack independence, and tend to feel isolated or alone
(Coopersmith, 1967).

On the basis of the evidence indicating the importance of having a positive
self-esteem, researchers have developed some enrichment programs to promote

the level of self-esteem of individuals.

Various research, which investigated the effects of several self-esteem
enrichment programs on self-esteem, revealed positive and promising results.
Branden (1987) who has conducted a long-term study in the area of self-
esteem, proposed to help children gain more positive self-esteem include
developing self-awareness (of feelings, thoughts, abilities, desires, needs), self-
acceptance (not disowning the self), and self-expression (using assertion

appropriately) (cited in Morganett, 1994).

In a study, Hairston and Cooper (1973) tried to raise the self-esteem of nine to
eleven year old inner city pupils by using film making and cultural experiences
to improve the ability to communicate and evaluate ideas. The experimental

group pupils improved relationships, showed better self-expression, increased



class attendance, and exhibited positive changes in established behavior
patterns. However, no significant difference was found between experimental

and control groups (cited in Gurney, 1987a).

Landry and Pardew (1973) applied a self-esteem enhancement program to four-
year-old middle class pre-schoolers. The experimental group -children
experienced 33 sessions during 11 weeks. The results showed significant
improvements in the self-esteem scores of the experimental group children as

compared to those of the control group (cited in Gurney, 1987a).

In addition, Altman and Firnesz (1973) attempted to enhance self-esteem of
fourth grade children by making use of role play in a counseling program. The
students’ self-esteem was assessed by both a verbal self-report measure and by
rating the behaviors, which were considered as the indicators of self-esteem.
The experimental group pupils met for 45 minutes per week over ten weeks.
The results showed a significant difference for behavioral self-esteem but not

for verbal self-esteem (cited in Gurney, 1987a).

Ammerman (1975) also tried to enhance fourth grade children’s self-esteem by
means of a five self-portrait photography project. Like Altman and Firnesz’s
study, the experimental group pupils increased their behavioral self-esteem but
no improvement was observed in the verbal self-esteem (cited in Gurney,
1987a). These findings have important implications for the design of the
present study and show the importance of taking both verbal and behavioral

measures if possible.

In another study, Parker (1974) used behavioral management procedures to
raise self-esteem of elementary school children. Two experimental groups were
consisted of children with learning and behavior problems and two control
groups were formed from children awaiting placement. Over an eight-week
period, the experimental groups were given daily credit cards for three
appropriate classroom behaviors. Result showed a significant main effect for

total self-esteem and school related self-esteem (cited in Gurney, 1987b).



Hauserman et al. (1976) investigated the effect of reinforcing positive self-
statements following an experience of success on children’s level of self-
esteem. During a forty-day treatment period, the experimental group subjects
were asked to note a successful experience in class and to make a positive self-
referent comment on it, whereupon they receive social reinforcement from the
teacher. Results yielded a significantly improved self-esteem for experimental

group subjects (cited in Gurney, 1987b).

Some social theorists argued that the socialization process guides men and
women in different directions with regard to self-esteem (Rosenberg &
Simmons, 1977; cited in Pigkin, 1996). These divergences arise as a
consequence of the different patterns of social interaction and interpersonal
experience that éharacterize men and women from their earliest years and
throughout their lives. They assume that females would have a lower self-
esteem than males because of the expectation of society. In Wylie’s (1979)
review of the research, females are typically described as warm and sensitive,
socially skilled, and inclined toward interpersonal and artistic interests. Males
are described as competent and logical, possessing self-confidence, and
dominant. Although it is agreed that both sexes possess favorable qualities,

males are regarded more favorably than females by both sexes.

However, in spite of a few reports of higher self-esteem for males (Alpert-
Gillis & Connell, 1989; Chubb, Fertman, & Ross, 1997), the majority of
studies did not find reliable differences in self-esteem between males and
females (Wylie, 1979; Growe, 1980).

To conclude, self-esteem influences the social, emotional, cognitive, and
academic life of an individual. It is a prerequisite for healthy personality and
plays an important role on being an efficient and participating member of the
society. Moreover, to participate effectively in the society brings personal
success and happiness. Thus, it is important to enhance the level of self-esteem

to help people to adjust and function better in society.



1.2. Purpose of the Study

The purpose of the present study is to examine the effects of self-esteem
enrichment program on the self-esteem levels of fifth grade elementary school
children.

The research questions can be summarized as follows:

1) Is there any significant difference between experimental and control groups
with respect to posttest and follow-up scores on self-esteem measure?
2) Is there any significant interaction effect between sex and grouping variable

(experimental and control groups)?

1.3. Significance of the Study

A favorable self-esteem is obviously essential for personal happiness and
effective functioning, both in child and in the adult. Persons who seck
psychological and psychiatric help frequently acknowledge that they suffer
from feeling of inadequacy and unworthiness. They see themselves as helpless
and inferior, incapable of improving their situations and lacking their inner

resources to reduce anxiety aroused by everyday events (Coopersmith, 1967).

On the other hand, Branden (1987) asserted that a high self-esteem allows one
to express more creativity, achieve more ambitions, and more likely find
nourishing relationships (cited in Street & Isaacs, 1998). A child, who feels
good about himself/herself, may cope better with the problems he/she
encounters, so that he/she never develops into major difficulties for him/her
(Pope, Mchale, & Craighead, 1988). In addition, children with high self-esteem
are not only satisfied with who they are, but also like and respect themselves
(Glenn & Smith, 1998). Thus, we can say that self-esteem is an important
aspect of a child’s overall functioning since it serves as the foundation for

his/her perceptions of life experiences.



Most of the studies carried out in the self-esteem field provided clear evidence
for the importance of having a healthy self-esteem. Therefore, group
counseling has been used with growing frequency to help children to teach new
skills and behaviors to improve children’s thoughts and feelings about
themselves. Research in this area is usually directed toward improving the self-
esteem of children (Phillips, 1984; Shechtman, 1993). However, Turkish
researchers are usually confined to investigate the relationship between self-
esteem and several variables (e.g. Gligray, 1989; Ozoglu, 1988; Karagolli,
1995; Giir, 1996; Duru, 1995; Torucu, 1990) but no study has yet dealt to
improve self-esteem of elementary school students and to evaluate the
influence of group counseling. Only a few studies investigated the influence of
group counseling on self-esteem for high school students (Ozkan, 1994;
Durmus, 1994).

Moreover, the work of Beane (1986) revealed that middle school children
rarely identified school counselors as significant others in their decisions about
self-esteem. Although school counselors may have a direct influence on the
students with whom they interact, their impact is generally more indirect,

channeled through consultation with teachers and administrators.

Enhancing self-esteem is a process that takes considerable time, patience,
perseverance and care. Enhancing healthy self-esteem means helping children
love themselves (Berne, 1985; cited in Glenn & Smith, 1998). Nevertheless,
there is no empirically based self-esteem enrichment program for elementary
school students in Turkey. Therefore, the present study aims at filling this gap
in the Turkish literature and provide an initial step for further studies.
Additionally, since many counselors recognize the importance of improving
their client’s self-esteem, it is expected that such a program will bridge the gap
between research literature concerning self-esteem enrichment and its

application to direct-service settings.



Definition of Terms

Self-esteem: Self-esteem is a construct, which refers to an individual’s

perception of his personal worth (Battle, Jarratt, Smit, & Precht, 1988).

Self-esteem enrichment program: It is a planned and systematic teaching to
engage individuals in cooperative learning activities in order to increase their

sense of self-worth and confidence (Morganett, 1994).
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CHAPTER 2

REVIEW OF LITERATURE

In this chapter, the research literature relevant to the purpose of this study is
presented. As there is not a commonly accepted definition of the self-esteem,
the first section provides the different definitions of self-esteem concept that
are offered by many researchers. Second section presents the characteristics of
individuals, who have high or low self-esteem. Factors influencing self-esteem
and gender differences are presented in the third and fourth sections. Examples
of self-esteem enrichment programs are presented in the fifth section. Finally,

self-esteem research findings in Turkey are presented.

2.1. Definitions of the Self-esteem Concept

The concept of self-esteem have attracted the attention of many researchers and
different definitions have been put forward by them. Some of these definitions

are similar to each other whereas some others are different and contrasting,.

Several terms such as self-love, self-respect, and self-worth are used
synonymously with the term self-esteem. Hansford and Hattie (1982), after
reviewing 143 studies, identified 15 different self-terms. These terms were:
self-concept, self-esteem, self-concept of ability, self-acceptance, self-
perception, ideal-self, self-assurance, self-sentiment, self-attitude, self-
confidence, self-regard, sclf-actualization, identity development, self-
expectation, and self. Many of these terms, especially self-esteem and self-

concept, overlap with each other and are used interchangeably.

11



In fact, self-esteem and self-concept are different and it is important to
distinguish the differences between them. Self-concept can be considered as
the picture one holds of oneself about his/her skills, abilities, and
characteristics, which he/she derives from personal experiences. Self-concept
is an idea, a cognition of oneself which does not involve any attitudinal or
emotional judgments of what one sees. Self-esteem involves how individuals
judge and evaluate the different aspects of their self-concept, that is, does the
individual like or dislike, approve or disapprove of the things he/she sees in
himself/herself (Kendall, 1984). In other words, self-esteem can be
conceptualized as a component of the overall self-concept (McCandles, 1970).

Despite the efforts to distinguish self-esteem and self-concept terms, there are
still discussions over the definition of the terms. However, for Beane and Lipka
(1986), self-concept is descriptive, and self-esteem is the evaluative dimension
of self-perceptions (cited in Pigkin, 1996).

In an early definition, James (1950) viewed self-esteem as a ratio of a person’s
perceived success in a certain domain to the importance the person attaches to
success in that domain. According to Cooley (1902; cited in Wells & Marwell,
1976) and Mead (1934), self-esteem is the person’s perceptions of how
significant others react to him/her.

Coopersmith (1967) defined self-esteem as follows: “...the evaluation, which
the individual makes and customarily maintains with regard to himself/herself.
It expresses an attitude of approval or disapproval, and indicates the extent to
which the individual believes himself/herself to be capable, significant,
successful, and worthy. In short, self-esteem is a personal judgment of
worthiness that is expressed in the attitudes that the individual holds toward
himself/herself.” (pp. 4-5)

For Baumeister and Tice (1985), like Coopersmith, self-esteem means “a

global evaluation of the self, and it is typically measured by the degree to
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which the person endorses various evaluation statements about the self” (p.
450).

Moreover, Baron and Byrne (1991) defined self-esteem in a similar way to
Coopersmith. To them, self-esteem can be defined as “an individual’s attitude
about him/her, involving self-evaluation along a positive-negative dimension”

(cited in Hong, Bianca, Bianca, & Bollington, 1993, p. 95).

To Harter (1990), self-esteem means “how much a person likes, accepts, and
respects himself/herself overall as a person” (cited in Chubb et al., 1997, p.
114).

One of the frequently cited definitions of self-esteem is offered by Rosenberg
(1965) who states “self-esteem is a positive or negative attitude towards a

particular object, namely, the self” (p. 30).

White’s (1959, 1963) definition is similar to that of Rosenberg. To him, self-
esteem is “a kind of self-respect, having its basis in the person’s sense of

competence or efficacy” (cited in Wells & Marwell, 1976, p. 62).

A broad definition of self-esteem has been put forward by Deaux and
Wrightsman (1988) as “the evaluation of oneself in either a positive or negative
way” (cited in Pigkin, 1996, p. 42).

Brandon (1969) defined self-esteem as “a standard by which a person judges
himself/herself, an estimate, a feeling, and an emotion. This self-evaluation is
the single, most significant key to behavior which affects the thinking
processes, emotions, desires, values, and goals” (cited in Diaz, 1984, p. 575).
He added that in order to understand a person psychologically, it is vital to
understand the nature and degree of self-esteem.
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To Kaplan (1995), a proper definition of self-esteem includes “our views and
feelings about our own values as competent, responsible, successful individuals
in the world” (p. 343).

California State Department of Education (1990) defined self-esteem as
“appreciating one’s own worth and importance and having the character to be
accountable for oneself and to act responsibly towards others™ (cited in Scott,

Murray, Mertens, & Dustin, 1996, p. 286).

In brief, self-esteem is generally regarded as the evaluation that persons make
about themselves which expresses a self-judgment of approval, disapproval,
and personal worth (Baumeister & Tice, 1985; Rosenberg, 1965)

2.2. The Indicators of Positive and Negative Self-esteem

Self-esteem is one of the personality variables that influence the different
aspects of an individual’s life and so has been viewed as requisites for healthy
personal development. Most practitioners view positive self-esteem as a central
factor in good social-emotional adjustment (Pope et al., 1988). Personality
theorists, such as Horney (1970) and Rogers (1951), have regarded the
attainment of positive self-esteem as extremely important. Wylie’s (1979)
review of self-esteem literature suggested that a favorable attitude toward

oneself was central to healthy functioning.

Whether an individual’s self-esteem is high or low has a tremendous impact on
his/her ability to derive joy and satisfaction from life. The level of self-esteem
affects how an individual feels about himself/herself, how one anticipates that
others will respond to him/her, and what one thinks one can accomplish
(Gecas, 1971; cited in Kostelnik et al., 1988).

An individual with high self-esteem respects oneself, considers oneself worthy,

recognizes own limitations and expects to grow and improve. Low self-esteem
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individuals, on the other hand, implies self-rejection, self-dissatisfaction, self-

contempt (Rosenberg, 1965).

Additionally, Semuels (1977) stated that an individual, who has high self-
esteem, feels competent and has a sense of belonging. If one’s self-esteem is
low, the individual believes that he/she is incapable, insignificant, unsuccessful,
and unworthy (cited in Pigkin, 1996).

Rosenberg (1965) also found that the individuals with low self-esteem lacked
confidence and tended to avoid society. They could not easily initiate
conversation and always had a feeling of isolation, so experience a fundamental
feeling of loneliness. On the contrary, the individual with a high self-esteem

takes a prominent role in his/her social environment.

Burns (1981) stated that high self-esteem individuals like and value themselves
highly and feel competent in dealing with the world in which they interact.
Those with low self-esteem are seen as disliking and devaluing themselves, as
not being competent and not being able to cope effectively with their
environment (cited in Pigkin, 1996). Individuals with low self-esteem also
doubt the accuracy and efficiency of their beliefs and behaviors. They are
characterized by a lack of confidence in their own attitudes and behaviors. A
negative self-esteem tends to be correlated with feelings of worthlessness and
inferiority as well as a low capacity for social adjustment and a low level of

adaptation to life changes or demands (Nir & Neumann, 1995).

A positive self-esteem is considered to be a healthy view of the self. A person,
who has a positive self-esteem, evaluates oneself in a positive way and feels
good about ones own strengths. A self-confident person often works hard at
improving weak areas. In contrast, someone with a low self-esteem frequently
exhibits an artificially positive self-attitude to the world that he is an adequate
person. Indeed, he/she essentially finds little to be proud of in himself/herself
(Pope et. al., 1988).
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Low self-esteem has been found to be correlated with low life satisfaction
(Hong et al., 1993), loneliness (Haines, Scalise, & Ginter, 1993), anxiety (Dorr,
Pozner, & Stephens, 1985), and depression (Tennen, Herzberger, & Nelson,
1987, Battle, 1987) whereas high self-esteem has been correlated with
academic success (Morrison, 1973), social skills (Riggio, Throckmorton, &
Depaola, 1990), body shape satisfaction (Abell & Richards, 1996), internal
locus of control and positive sense of self-attractiveness (Griffore, Kallen,
Popovic, & Powell, 1990; cited in Chubb et al., 1997). Furthermore, children
with high level of self-esteem engage in fewer negative health behaviors such
as substance use and express less intention to do so in the future (Dielman,
Leech, & Horvath, 1984). It is also believed that high self-esteem persons have
greater confidence in their ability to succeed in a challenging situation. Failures
to perform well will not be regarded as the evidence of a lack of ability
(Preussner & Hellhammer, 1999).

To conclude, children who can see who they are and like what they see have
high self-esteem and tend to be better students and better individuals
(Cranfield, 1990; cited in Glenn & Smith, 1998).

2.3. Factors Influencing Self-esteem

The view that an individual’s self-evaluation develops in response to the
evaluation of others has long been a cardinal concept in self-psychology
(James, 1950; Mead, 1934). More recently, psychologists have studied parent-
child relationship, student-teacher relationship and peer relationship to

determine how these primary ties affect self-esteem of both sexes

Coopersmith (1967) suggests four major factors that contribute to the
development of self-esteem: 1) the value that the child perceives others have
toward the self, 2) the child’s experience with success, 3) the child’s individual
definition of success or failure, 4) the child’s style of dealing with negative
feedback or criticism. The central role of parents in each of the factors is

obvious.
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Several studies have shown the crucial role of the parents in the development of
self-esteem, separately for both boys and girls. Children acknowledge their
parent’s authority and adapt their behavior and their self-evaluation according
to parental approval or disapproval (Lackovic-Girgin & Dekovic, 1990). With a
large sample of adolescents, Rosenberg (1965) found that parental attention and
concern was significantly and positively related to self-esteem. The study of
Saavedra (1977) also indicated the positive relationships between parental
warmth and self-esteem, whereas a negative relationship was found between

self-esteem and parental control (cited in Growe, 1980).

Nevertheless, parental behavior appears to have differential effects on boys’
and girls’ self-esteem. The study of Growe (1980) showed that maternal control
was negatively related to girls’ self-esteem. However, protective behavior by
both parents was negatively related to boys’ self-esteem. Greater support and
milder punishment from mothers enhance the self-esteem of children of both
sexes. A further study also revealed that high self-esteem was associated with
more intimacy, lower levels of control and punitiveness in the relationship with
both mothers and fathers for adolescent girls (Lackovic-Grgin, Dekovic, &
Opacic, 1994). In addition, Felson and Zielinski (1989) found that parents had
a greater affect on the self-esteem of girls than of boys. Fathers’ punishment
and fathers’ affection, but not mothers’ punishment and mothers’ affection
affected the self-esteem of girls. Gecas and Schwalbe (1986) reported that
while boys’ self-esteem tended to be related to the perceptions of parental
control vs autonomy, girls were more affected by the perceptions of parental
support. Paternal rather than maternal behaviors were more strongly associated

with adolescent self-esteem.

How children feel about themselves represents a crucial component in child
growth and development. Since children spend most of their growing years in
school, self-esteem has been the subject of a great amount of research that
indicates its importance in the school setting as well. Students with high self-

esteem appeared more receptive to the educational process and responded in
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more positive directions toward the teacher, work and the school (Purkey,
1970).

Beane and Lipka (1987) stated that teacher’s expectations are eventually
adopted by the students and incorporated into their concept of self which they
will then act out (cited in Braucht & Weime, 1992). The study of Davidson and
Lang also (1960) revealed that even at the primary level, pupils were well able
to evaluate their teachers’ feelings towards them. If those pupils perceived the
teacher as one, who presented a favorable response to them, they had more
positive self-concepts and higher academic achievement (cited in Pigkin,
1996). Nelson (1984) also found that amount of teacher involvement and
support, the degree to which teachers stressed the order and organization and
innovation were positively associated with the overall self-esteem levels of
students.

Stipek (1984) posited that children enter school expecting to be successful and
feeling good about them and are not particularly concerned about achievement
outcomes. Over time, however, they learn to care about grades and come to
have negative beliefs about the likelihood of experiencing success. These
changes are attributed to external evaluation for achievement (cited in Scott et
al., 1996).

While successful management of peer relationship has long been recognized as
a crucial developmental task (Erikson, 1968), the strong relationship between
peer relation and self-esteem has recently been raised. Self-evaluation is the
inner experience of the self-esteem that is provided by peers. Duck (1983)
proposed that friendship requires a reasonable level of self-esteem, an
understanding of cooperation, ability to use and comprehend nonverbal
behavior, recognition of the activities that suit a particular level and style of
relationships, trust, intimacy, self-disclosure, and an ability to reciprocate
(cited in Grunebaum & Solomon, 1987). One of the important things that the
friends provide is a sense of acceptance, of worth, and of 'esteemability’. They

increase one's self-esteem by attending to what one does, listening, asking one's
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advice, and generally acting in ways that indicate they value one's opinions and
feelings. The ability to engage successfully in peer relations validates one’s
sense of personal growth (Grunebaum & Solomon, 1987).

Research result indicated that positive relationships with peers have been
associated with enhanced seclf-esteem and rejection by peers has been
associated with low self-esteem (cited in Zimmerman, Copeland, Shope, &
Dielman, 1997). As Duck (1983) noted, because they choose one, they choose
to spend time with one rather than someone else, one feels special, chosen and

valued (cited in Grunebaum & Solomon, 1987).

2.4. Gender Differences in Self-esteem

Self-esteem is an essential factor if maximal growth and development occur.
Many studies have focused on gender differences in self-esteem since the mid-
1960's. Children continually gather and integrate the information, gender related
and otherwise, received from their environment about their gender is assimilated
into their self-esteem. Therefore, as children come into contact with negative or
positive portrayals of their gender, these depictions may affect their self-image
and hence their self-esteem (Ochman, 1996).

Eagly (1987) contended that from birth, males and females were assigned to
different roles to play in the society (cited in Josephs, Markus, & Tafarodi,
1992). For males, evaluating the self positively and feeling good about one's
self should derive, in part, from fulfilling the goals ascribed to their gender;
being independent, autonomous, separate, and better than others. For females,
feeling good about one's self or believing one's self-worth should derive, at
least in part, from being sensitive to , attuned to, connected to, and generally
interdependent with others. In other words, high self-esteem males are
concerned with getting ahead of others and high self-esteem females are
concerned with connecting with others (Josephs et al., 1992).
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O'Brien (1991) found that males scored higher on global self-esteem,
competence, self-control, personal power, body appearance, and body
functioning whereas females scored higher on lovability, likability, moral self-

approval, and defensiveness.

Whether males or females possess higher self-esteem has been a controversial
research area. Some studies showed that males had significantly higher self-
esteem than females (Nielson & Metha, 1994; Harper & Marshall, 1991) while
some of them found that females had higher self-esteem than males (Lackovic-
Girgin & Dekovic, 1990). On the other hand, many studies failed to obtain a
significant gender difference in self-esteem (Growe, 1980; Bosacki, Innerd, &
Towson, 1997; Wylie, 1979).

Since one of the purposes of the present study is to investigate gender
differences in self-esteem, previous Turkish studies have also been reviewed.
When these studies were examined, majority of them revealed no significant
differences between self-esteem levels of Turkish male and female students
(Giigray, 1989; Karagolli, 1995; Durmus, 1994; Ozkan, 1994; Aricak, 1995;
Giir, 1996; Duru, 1995). The only exception was the study of Ozoglu (1988)
which reported that boys had significantly higher self-esteem than girls did.

In summary, even though the majority of studies did not support a relationship
between gender and self-esteem both in Turkey and in the world, other studies
reported a significant difference between gender and self-esteem in favor of
either boys or girls. Thus, the question of gender differences in self-esteem

literature still remains unanswered.
2.5. Self-esteem Enrichment Programs

Behaviorally oriented programs for raising self-esteem of children were
conducted by many researchers. For instance, Phillips (1984) examined the
effects of increasing the frequency of positive self-referent statements on the

self-esteem levels of low-income children. Thirty children were selected from
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third, fourth, fifth grades in low income schools and were assigned to
experimental, control and inventory groups. The experimental group students
received praise from teachers after the utterance of any positive self-statements
about themselves such as ‘I am happy about this’, ‘I feel that I did well today’,
and ‘I am proud of myself’. The teacher made comments such as ‘I would be
happy also if I were you’, ‘Yes, you did do well’, “You are right to be proud of
yourself® referring to the statements made by the students. The control group
students received no praise upon emission of positive self-statements. Rather,
teachers only tallied the number of positive self-statements that they made and,
respond to them, as they would do to any children in the class. The inventory
group students’ behavior was not observed and was not involved in the praise
part of the study. The results showed that the use of praise was effective in
significantly increasing the number of positive self-referent statements. Results
also yielded that behavior modification, using praise, was successful in raising
the self-esteem. Self-esteem scores obtained by the experimental group students
were significantly higher than those obtained by the control group and the
inventory group. These results added support to the conclusions of Marston
(1968) and Hannum et. al. (1974) that individuals with high self-esteem were
more likely to verbalize more statements of self-praise than individuals with
low self-esteem (cited in Phillips, 1984).

In addition, the effectiveness of raising the frequency of positive self-referent
verbal statements (PSRVS) upon both overt and reported self-esteem in
maladjusted children was investigated by Gurney (1987c). The research, which
was based on a two-group design (experimental and control), was planned as an
(Baseline), B (Treatment), C (Treatment), D (Treatment), and Al (Return to
baseline) design for both groups. In the baseline phase, the experimenter’s
reaction to all subjects’ responses was neutral and non-reinforcing. In the
treatment phase, the experimenter reinforced all PSRVS on a contingent basis
in an attempt to increase their frequency. Praise and adult modeling, together
with prompts, were used in Phase B; praise, sequence and peer modeling in
Phase C; and smarties were added in Phase D. The treatment procedure also

provided reinforcement to the control group but on a non-contingent basis. It
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was reported that the treatment package created a highly significant difference
in frequency level of PSRVS and overt self-esteem between experimental and
control groups but failed to detect significant differences in other variables,

including self-report of global and specific self-esteem.

Shechtman (1993) examined the effect of group psychotherapy on self-esteem
and close friendship among troubled elementary school children. The study
included 52 experimental students (in six small therapy groups) and 52 control
students matched by age, gender and similarity of problems. The treatment (20
sessions) was consisted of mostly unstructured, incorporating both ‘here-and-
now’ and ‘then-and-there’ behavioral interactions. It comprised of three stages:
initiation of treatment, working stage and termination of treatment. In the initial
phase, special emphasis was placed on ‘breaking the ice’ (eg. group members
presented self-perceptions in symbolic form, by means of drawing), at
constructing a ‘language’ of feelings (using the ‘Feeling Wheel’ game which
directs children to talk about a chosen feeling) and at developing
communication skills (eg. using ‘I messages’ encouraging constructive
feedback). At the working stage, emphasis was on self-disclosure, expression
of feelings, feedback exchange, individual and group conflict resolution,
interpersonal skills and self-awareness. In the closing stage of treatment,
personal and group gains were summarized through sharing and positive
feedback. Termination also focused on preparing the group for separation,
dealing with feelings of loneliness and loss. Results indicated that group
psychotherapy had a significant positive effect both on sense of intimacy in a

close friendship and on self-esteem.

The study of Warren, McLellarn, and Ponzoha (1988) compared the
effectiveness of rational-emotive therapy (RET) and general cognitive behavior
therapy (CBT) in the treatment of low self-esteem and related emotional
disturbances. Thirty-three subjects were randomly assigned to RET, CBT and
waiting list control (WLC) group. In RET group, Ellis’s irrational beliefs such
as having to do with perfectionism, need for approval and blame of self and

others, the logical flaws and practical disadvantages of shoulds and self-
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downing were discussed. Clients were encouraged to improve traits and
performances for practical advantages (eg. better interpersonal relations), but
were strongly discouraged from rating oneself as a good or bad person by using
a variety of diagrams and illustrations. Clients were given writing, reading and
behavioral homework assignments including readings on the cognitive therapy
of emotional disturbance and shame-attacking (eg. asking an irrelevant question
in class), risk-taking (eg. speaking up in class) and rational proselytizing
(teaching clients self-acceptance) exercises. On the other hand, the following
techniques were used in CBT group to help clients decrease the occurrence of
low self-esteem periods: controlling antecedents and consequences, thought
stopping and covert assertion for self-critical thoughts, asset lists, 3x5 cards
with positive self-statements read three times a day, relaxation training,
assertiveness training, positive success imagery and target behavior change
contracts. WLC group did not receive an intervention procedure. Results
showed that on the self-esteem measures, where the CBT group changed
significantly more than the RET group, no significant difference was observed
between RET and CBT groups at the six mount follow-up.

Pattym (1993) designed a study to examine the effectiveness of a self-esteem
enhancement program designed for children who were in the kindergarten or
first grade. The model was based on the principles of ‘I am lovable, capable
and worthwhile’. Various techniques were used in fourteen sessions such as
bibliotherapy, puppetry, visualization, art projects, behavior rehearsal, imagery
and positive self-programming to help them internalize these principles and
enhance self-esteem. Results demonstrated that students, parent and teaéher all
perceived a statistically significant increase in the level of self-esteem of
experimental subjects after participation in the self-esteem enhancement
program when compared to control subjects in both post-test and follow-up

measurcs.

In addition, Stacey and Rust (1985) evaluated the effectiveness of the
Developing Understanding of Self and Others (DUSO-1, revised) program on
self-esteem of second grade students. The DUSO-1 (revised) made extensive
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use of listening, discussion, and drama to focus on feelings, communication and
problem solving. Activities included stories, guided fantasies, puppetry, role-
playing, feeling clarification activities, career awareness activities, music, art,
and curriculum suggestions. Results demonstrated that the DUSO-1 (revised)
program had a significant impact on the general, academic and parental self-

esteem.

Glenn and Smith (1998) have introduced a self-esteem building activities for
children and adolescents with communication disorders but did not report any
finding. These activities are consisted of five phases; identify strengths, use
support groups, focus on the positive, set goals and objectives and problem
solving. In the first phase, students list important life events, hopes and dreams;
guest speakers, who have communication disorders, are invited to discuss their
personal éxperiences of learning to cope with disorder; each student design a
comic strip about something that needs to be improved about himself/herself
(eg. learning to talk in front of the class without stuttering); students divide
their life into halves and draw for each division a picture that represents a
highlighted event; and finally students recollect at least one success they had
for the entire day.

In the second phase, each student decorates a shoe box and cut a slit in the top
and then he/she writes a compliment on a slip of paper for everyone in group
and puts it in the individuals box; each student gives a situation to act out and
the rest determine the situation and what type of emotion is being displayed;
the student sits in a circle and shares with the group that something he/she did
and how he/she felt about it and something he/she did that make somebody else

happy.

In the third phase, each student draws and cuts leaves from colored paper and
writes one of his positive characteristics on each leaf; students cut out pictures
from magazines that describe their likes and dislikes; each student discusses
which important life events were positive and which were negative and

explains how he/she had control over some of them; each student is asked to
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make a statement, that starts out ‘I am proud that I........ > about how he/she is

_improving communication with people.

In the fourth phase, the student picks a habit to increase or decrease and
observes for a week when, why, with whom and how often it occurs. Then,
he/she sets a realistic goal for a month and determines how it will be rewarded;
and the student is instructed to think what his/her life will be in the next 15

years and develop plans to accomplish with communication.

At the final phase, each student designs a book about a problem that happened
as a child (eg. older kids made fun of the way he/she talked). The story ends
with a resolution to the problem; each student discusses some problems that
have been encountered because of his communication disorder. Then the
groups decide on the six steps in solving problems (recognize the problem, own
the problem, break the problem into smaller parts, gather information,
formulate trial solutions, act now). Next, they review the types of
communication (information giving, directive or sometimes argumentative,
exploratory and self-disclosing). Each student then role-plays the situations
where there is some type of conflict (active listening, identifying one’s

position, exploration of alternative solutions).

Ochman's (1996) study was investigated the potential effects of storybook
characters' on children's self-esteem. The 12 stories were specifically written
for this study. These stories consisted of a child meeting a magic dragon and
going on 10 magic adventures. In half of the treatment conditions, the child was
a girl and in the other half, a boy. The stories depicted many nongender-role-
stereotyped traits, behaviors and activities. The attributes, skills, and emotions
that the main character exhibited varied from story to story. The stories were
read by either a female or a male actor and recorded onto color videotapes. At
the end of the stories a girl or a boy, depending upon the condition, sang a short
song about how capable girls or boys are. Results demonstrated that characters

in storybooks could positively affect same-sex children's self-esteem.
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In a similar vein, Hiner (1991) examined the effects of therapeutic metaphors
on children’s self-esteem in classroom setting. While teachers in treatment
classes read one metaphor three times a week for four consecutive weeks,
teachers in control classes read educational material that was not therapeutic in
nature. The themes in the metaphors all addressed one or more sources of self-
esteem identified by Coopersmith (1967). It was concluded that therapeutic
metaphors had a statistically significant effect on the self-esteem of fourth
grade students.

Adams (1989) explored the effects of personalized and semi-personalized
music on the self-esteem of second grade students. The researcher composed
five songs with lyrical content designed to communicate unconditional positive
regard. In the first experimental group, self-esteem-building songs included the
child's first name throughout the lyrical content. In the second experimental
group, first names were substituted with pronouns such as you, yours, boy or
girl. Results yielded a significant increase in general self-esteem level of
subjects in both experimental groups when compared with control group
subjects’. However, neither personalized nor semi-personalized music had a

significant effect on any of the other subscale measures of self-esteem.

Houser (1989) evaluated the effects of two group counseling programs on the
self-esteem, creative thinking and problem-solving skills of gifted tenth and
eleventh grade students. The counseling groups were a leader-structured
approach (LSA) and group-structured approach (GSA). Two group leaders
provided direct group structure for the LSA treatment whereas two other group
leaders used a non-directive approach in the GSA treatment and allowed group
structure to come mainly from group members. The findings showed that there
was no statistical significance in favor of the treatment groups over the control
group, nor was there any difference between two treatment groups on all

criterion measures.

In another study, Mackeen and Herman (1974) investigated the influence of

group counseling on the levels of self-esteem in three groups of adult females.
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The group counseling programs for the three groups were similar in purpose
but differed in terms of the total time that the participants were involved. The
purposes of these treatment programs were; to facilitate self-exploration, to
promote improved self-understanding, to improve decision-making and goal
setting skills, to develop a mutual support system to provide a basis for
continued growth of each individual to his goal, to enhance the ability to
become more effective in the home and in the community through achievement
of the goals. Results showed that a significant difference among levels of

treatment groups on self-esteem was observed.

In summary, the treatment programs seem to be taking verbal and behavioral
self-esteem measures to enhance self-esteem level of students. Also, the trend
for improving self-esteem level of students seems to be implementing the

treatment programs to all classes by the teachers, not by the counselors.

2.6. Self-esteem Studies in Turkey

Turkish research regarding self-esteem appears to have a correlational nature.
Giigray (1989) examined the factors that influence the self-esteem development
of 9-10-11 years old children who stay with their parents or in institutions.
Also, she investigated the effects of personal characteristics, such as sex, age,
number of sisters and brothers; birth order and variables related to institution
and the perceptions of children about parental and substituting parental
attitudes on self-esteem levels of children. The findings revealed that living in
an institution has affected the child’s self-esteem in a negative way. It was
found that personal characteristics and some variables related with the
institutions, such as duration of living in the institution, visitors, reason for
coming to institution, number of sisters and brothers in the institution had no
significant impact on self-esteem. Moreover, it was observed that children, who
live in institution, have perceived the substituting parent as ‘authoritative’ or

‘indifferent’ more than have the children living with parents.
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Washington (1989) also examined locus of control and self-esteem of children
who need protection and lived in an institution. Results indicated that children,
who need protection, displayed more external locus of control and low level of

self-esteem as compared to the children who live with their parents.

Karagollii (1995) investigated the differences between the levels of school
success and levels of self-esteem in elementary school students who had taken
nursery school education and who had not. Results showed significant self-
esteem and success levels differences in favor of the nursery education group

for both girls and boys.

Ozoglu (1988) examined the effects of mothers education level, employment
status, child’s sexuality and the birth sequence on the self-esteem levels of the
children. The findings indicated that the difference between children who have
working mothers and children whose mothers are housewife; and the children
who has different birth order and the children whose mothers are in different
education level, were non-significant. However, a significant sex difference

was found in favor of boys.

Duru (1995) investigated the relationship between self-esteem and perceived
parents’ attitudes of elementary school students. Results yielded a positive
relationship between perception of democratic attitude of parents and high self-
esteem of the students. On the other hand, no significant relationship was found
between self-esteem and independent variables such as gender, birth order,
attendance to kindergarten, students’ feelings of closeness to their parents,
parents’ educational level, mothers work background and academic

achievement.

Torucu (1990) examined the effects of socioeconomic status and parents’
attitudes on self-esteem of 13-14 ages of adolescents. Results revealed that
while there was a significant relationship between fathers’ attitudes and self-
esteem, there was no significant relationship between mothers’ attitudes and

self-esteem. Democratic father attitudes create high level of self-esteem.
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Furthermore, unlike Duru’s study, significant relationships between self-esteem
and birth order, being a working or not working mother, parent’s’ educational

level, parents’ trust to children and parents’ interests were found.

The relationship among test anxiety, self-esteem and academic achievement in
eleventh grade students and whether these relationships change as a function of
gender was investigated by Cankaya (1997). Results yielded that students with

low self-esteem were more test-anxious than the students with high self-esteem.

Giir (1996) examined the depression-self-esteem relationship for adolescents.
Results showed that there was a negative and moderately high correlation
between the level of depression and the level of self-esteem of adolescents. The
results also indicated that there was only a main effect for age group on self-
esteem scores but there were no main effects for sex variable and no interaction
effect for those variables. The subjects in the 13-14 and 19-20 ages groups
compared with the 16-17 age’s group have significantly higher self-esteem

SCOres.

Inang, Giigray, and Akbas (1994) assessed the relationship between high school
students’ self-image, self-esteem, and their school indifference and the results
revealed no significant relationships among self-image, self-esteem, and school

indifference.

A few experimental studies that assess the effectiveness of the different self-
esteem enrichment programs have begun to appear in Turkish literature since
mid 1990’s.

Durmus (1994) investigated the effectiveness of group counseling on the self-
esteem level of students in terms of sex, grade and success level. 54 voluntary
students were classified into three experimental and control groups in terms of
sex, grade and success level. The prinéiples and techniques of Rogers’ client-
centered therapy were used through 12 sessions. Three personal characteristics

or attitudes of the counselor formed a central part of the group counseling
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relationship, which were genuineness, unconditional positive regard and
accurate empathy. Reflection of feeling and content, asking a question and
confrontation techniques were used in sessions while applying the exercises of
‘You-I’, ‘Identity’, ‘Expressing yourself’, ‘Trust walking’, ‘Peak delight
experience’, ‘Death experience’, ‘I have a secret’, ‘Bombarding love’. Result
revealed that group counseling increased the self-esteem levels of students.
However, the positive affect of group counseling was clearer for lycee 2

students and for the students who had high academic success.

Ozkan (1994) examined the influence of the individual aspect of self-esteem
and self-acceptance on guided and client-centered group counseling. Ten
students, who had low self-esteem and self-acceptance, were taken into guided
group counseling and other ten to client-centered group counseling. Results
indicated an improvement in self-esteem and self-acceptance for both guided
and client-centered group counseling conditions. However, client-centered

counseling was more effective than the guided counseling group.

As seen, Turkish studies usually investigate self-esteem and its possible
correlates, however, experimental studies appear to be rather limited. The
existing literature consists of a few experimental studies that aim to improve
the self-esteem level of high school students. In short, Turkish self-esteem
literature seems to be in need of designing appropriate programs to enhance
self-esteem levels of children. Certainly, designing the programs alone will not
be satisfactory and researchers should definitely evaluate the effectiveness of

these programs.
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CHAPTER 3

METHOD

This chapter is devoted to the presentation of the population and selection of
the subjects, data collection instrument, training procedure, training material,
self-esteem enrichment program, data analysis procedure and limitations of the

study.

3.1. Population and Selection of the Subjects

The population of this study included all fifth grades of the elementary school
students in Ankara.

The sample of the present study included 192 (94 females, 98 males) fifth
grade students in Tegmen Kalmaz Elementary School in Ankara. All subjects
completed the Coopersmith Self-esteem Inventory (CSEI) with the help of the
instructions given by the researcher to the whole class. The students completed
the inventory independently in approximately 20 minutes. All subjects were
assured of the confidentiality of their responses. Seven of them were omitted
from the sample because of the missing items in the inventories or, having

difficulty to respond the inventory.

The scores of the remaining 185 (90 females, 95 males) subjects ranged from
17 to 52 with a mean of 39.48, a median of 41 and a standard deviation of 6.95
on the CSEL
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The median score of 41was accepted as the cut off point to identify the low
self-esteem subjects. Students, who scored below the median score of 41, were

considered as having low self-esteem.

30 subjects (16 males, 14 females), who met the selection criterion of
receiving a score below 41 on the CSEI, were randomly selected and assigned
to self-esteem enrichment group (7 females, 8 males) and no-treatment control

group (7 females, 8 males).

Before the treatment procedure began, a preliminary analysis was performed to
examine the equivalence of the groups at the pretest (t (1, 29) = .851; p=.514).
This result indicated that there was no significant difference among self-esteem

scores of two groups’ subjects.

3.2. Data Collection Instrument

3.2.1. Coopersmith Self-esteem Inventory (CSEI)

The Coopersmith Self-esteem Inventory (Appendix A) was used to assess the
students’ self-esteem level in the present study. CSEI is prepared for 8-10 years
old children and includes 58 items. The items intend to measure children’s
attitudes toward themselves (I am pretty sure of myself), peers (I am popular
with kids of my own age), parents (my parents usually consider my feelings),
school (I am proud of my school work), and interpersonal relations (Most
people are better liked than I am) along with their own perceptions about
themselves. Children were asked to indicate their responses in choosing one of
the alternatives of ‘like me’ or ‘unlike me’. Five psychologists sorted the items
into two groups; that indicative of high self-esteem and that indicative of low
self-esteem. Items that point out the high self-esteem receive a 1 point while
items that indicate low self-esteem receive a score of 0. The possible highest
score, which a person can receive on the scale, is 57 points. Higher scores

indicate having high level of self-esteem.
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3.2.1.1. Reliability Evidence of the Coopersmith Self-esteem Inventory

Since the instrument was developed with respect to American society, it had to
be adapted to Turkish society. For these reasons, Gligray (1993) carried out the
reliability and validity evidence for CSEI for Turkish children. Because of this
purpose, first of all, three judges, who had a master degree in the area of
psychology and were good in English, examined the Turkish form which was
adapted by Onur (1980). Items were separately examined in terms of their
clarity and alternative statements were offered. Offered alternative statements
were given to 9-10-11 years old children at different times individually to
check whether or not they understood the items. Then, necessary changes were
made and the fiftieth item was omitted from the Turkish version due to the lack

of agreement among the judges.

It was reported that test-retest reliability coefficient of the scale estimated by
Pearson Product Moment Correlation was 0.70 (p<0.05) at two weeks intervals.
The internal reliability evidence for different sex and age groups estimated by
KR-21. KR-21 revealed a coefficient of 0.83 (p<0.05) for all age groups. For
girls, KR-21 was 0.82 and for boys was 0.83.

In addition, to assess the internal consistency of CSEI, the researcher
calculated the Cronbach alpha coefficient. For this purpose, the CSEI was
administered to 440 randomly selected fifth grade elementary school students
in different regions in Ankara. The result showed that the alpha coefficient was
0.84. This result indicated that the instrument had satisfactory evidence of

internal consistency.
3.2.1.2. Validity Evidence of the Coopersmith Self-esteem Inventory
The validity evidence of SEI with similar scales was obtained by using Piers-

Harris Self-Concept Scale as a criterion and Pearson Product Moment

Correlation coefficient between the scores of the two measures was 0.72
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(Gtigray, 1993). In addition to the concurrent validity of the instrument
obtained by Giigray (1993), the CSEI has been a widely used instrument by the
Turkish researchers (Giir, 1996; Karagsllii, 1995; Ozoglu, 1988). The findings
of these studies provided further evidence of the validity of the CSEI.

3.3. Training Procedure

Self-esteem enrichment group: ‘Self-esteem enrichment program’ was
introduced to subjects during eight weeks. The group sessions were held one
day per week. Each session lasted between 60 and 75 minutes. The subjects
were drawn from class activities by prior arrangement with school principal.

School counselor’s room was used for the sessions.

No-treatment control group: Subjects in this group only participated in the pre-

post and follow up assessments. No treatment was provided.

After the treatment was completed and three months later, post and follow-up
evaluations were made through applying the CSEI to the subjects in self-

esteem enrichment group and no-treatment control group.

3.4. Training Material

In the present study, ‘self-esteem enrichment program’, which was developed
by Morganett (1994) and adapted to Turkish culture by the researcher, was

used as the treatment material.

‘A Feeling Faces Chart’, which was used through whole self-esteem
enrichment program to give children practice expressing their feelings, was
adapted to Turkish by using Acar’s (1989) classification of feelings in terms of
their intensity. Then, this chart was presented to 68 fifth grade students in
Tegmen Kalmaz Elementary School to check that they understood the given
feelings. After that, some of the feeling words in the Feeling Faces Chart were
omitted, as the subjects did not know the meaning of it.
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The story named ‘Lady and Toraman’, which was adapted to Turkish by the
researcher was used in the second session of the program as part of the training
material. For the purpose of obtaining evidence for its’ face validity, a Turkish
teacher checked the write-up of the story and the recommended changes were

made.

3.5. Self-esteem Enrichment Program

First Session: Getting Started

Materials: Construction paper (cut into name-tag-size pieces), Safety Pins,

Feeling Faces Chart (in Appendix).

o The leader said welcome to everyone in the group and explained the
purpose of the group and some of the topics that they would discuss. Then, she
passed out the pencils and pieces of construction paper while giving an
instruction to group members to write their names and pinned the tags on
(members could use pre-made name, if desired). Later on, she shared her name,
her hobbies, and likes in order to be a model to children for choosing
something to speak for them. After each child shared this information, the
leader discussed the basic ground rules for the group as giving them some
examples: everyone gets a change to talk, no hitting or fitting in the group, and
confidentiality. At the end, she asked the members input to help them develop
‘ownership’ and listed all the ground rules on a place where everyone can see

during every session.

Working Time: The leader distributed a copy of the Feeling Faces Chart to
everyone. She explained to members that ‘feelings are a special part of us that
help us understand other people and ourselves: some feelings make us feel
warm and fuzzy, affectionate, joyful, and happy. On the contrary, other
feelings make us feel cold and prickly, fearful, sad, or angry. Feelings are not
good or bad, and it is important to recognize and be able to share our feelings
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as part of who we are’. Then, she let children picked out a few feelings from
the chart and shared the events that caused them to feel that way. After each
child had shared a feeling, the leader asked others if they have ever felt that
way. She encouraged those who feel the same way to address one another
directly and say: ‘I connect with you...” ‘I felt that way when...happened’. This
helps children be better able to identify their feelings and the situations when
they are likely to arise.

Process Time: The group members discussed the following questions:

1) What did they learn about themselves in the group today?

2) How did they feel that time about coming to the group?

3) Do they have anything they want to say to anyone else before the group
ends?

4) What feelings do they think they might have before they meet again that
they could come back and tell the others about?

At the end of the session, the leader thanked the children for coming to group

and reminded them of the meeting time for the next session.
Second Session: Feely Feelings

Materials: Feelings Faces Chart, A Story named Lady and Toraman' (in
Appendix).

o The leader said to welcome the children to group and briefly went over the
ground rules, asked if there were any the children would like to change or
added, reviewed the confidentiality. Then, she made sure the children know
one another’s name and continue to use nametags because they still did not
know each other by name yet. Before starting the second session, she asked
group members had they any special feelings since the last session that they

remembered and would be willing to share, and reinforced their sharing.
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Working Time: The leader told the children that she had a story to read them
about knowing who really are and after reading it, she helped them respond to
the following questions:

1) What do you think Toraman felt like when he has called with names and
rejected by people in the neighborhood? Have you ever felt this way?

2) What did Toraman do about getting the positive feelings he needed and
recognition for who he was inside? How could you do something like that?

3) Can you change other people’s feelings and thoughts?

4) Can you change your own feelings and thoughts?

5) After Toraman asked Lady to pay attention to his feelings and his true self,
she watched and listed to him to know how he was feeling. Who could you
watch and listen to so you could let them know you understand?

6) What kind of feelings and recognition are important in friendship?

7) How do you feel when you share your feelings with your friends?

Process Time: The group discussed the following questions:

1) What do they think is important about sharing feelings?

2) Did they connect with anyone in group today? If so, did they tell that person
how they feel?

3) How do they feel about sharing their feelings with others?

4) What would they be willing to do before the next session to share their

feelings or to have their feelings understood better?

At the end of the session, the leader thanked to children for coming to group

and reminded them of the meeting for the next session.

Third Session: Pictures of Me

Materials: Feeling Faces Chart, Scissors, Glue, Large Sheet of Construction
Paper, Colored Pencil, Assorted Magazines (especially those with pictures of
children performing various activities: doing school activities, playing guitar,
singing a song, being involved in sports, helping with household task, reading a

book, and so on)
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o The leader said welcome to group members and briefly went over the
ground rules. Later on, she asked the children what feelings they noticed
having since they were together last time. Then, she let them all have a chance
to share and when she needed, and referred to the Feeling Faces Chart. Then,
the group discussed the following questions:

1) Which of their feelings do they like best?

2) Which of their feelings do they dislike and want to end?

3) What could they do to have more positive feelings?

4) What could they do to have fewer negative feelings?

Working Time: The leader placed the magazines in the middle of the group
and passed out the scissors, glue, and sheets of construction paper. She wanted
the children to find pictures representing what they can do, what they hope to
do better, or what they can not yet do but would like to do. They cut out the
pictures in different shapes (circle, square, rectangle) and glue on their papers.
When the children have finished, they sit down again in their group circle to

share the pictures they have chosen to represent themselves.

Process Time: The group members discussed the following questions:
1) What did they learn from ‘picturing’ themselves?

2) What do they like best about themselves?

3) What do they want to work on to improve or change?

4) What did they notice about others’ pictures?

5) How are they alike?

6) How are they different?

The leader thanked the children for coming to group and reminded them of the

meeting time for the next session.
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Fourth Session: Changing and Growing

Materials: Cards and magazines indicated that trees of different maturity,
flowers just opening or fading, growing or dying leaves, animals in different

maturity, and people as they are baby, child, adolescence, and adult.

o The leader said to welcome to the group and briefly went over the ground
rules. Before starting the session, she asked the group members whether they
had any particular feelings since the last session that they would like to share.

Working Time: The leader explained the children the changes in nature as it
grows while showing the cards and pictures. She stressed that everything has
its own life span and that everything changes. Also, she told them that people
(we) too grow and change over lifetimes but we have more ‘input’ or ways of
making things go the way we want them to. For example, “we do not have a lot
of control about what our bodies look like when we are 15 years old because
we are still growing and our genes are telling our bodies what they are
supposed to be shaped like. But, we do have quite a bit to say about how our
bodies look when we are 50 years old because we can choose to eat healthy
things during our life, exercise regularly, and not smoke or drink alcohol. Other
things about life we have less control over, like other people’s behavior, getting
a new teacher, having to go to a new school, or parents divorcing”.

Then the group members discussed the following questions:

1) What things about themselves are changing and growing?

2) What can they change? How can they do that?

3) What things they can not change in their life? How can they deal with that?
4) What can they do when they get upset over other people’s behaviors?

5) What can they do when they get angry, hurt, or sad about things they can
not change?

6) Do they connect with anyone in group that day? If so, did they tell that

person how they feel?



Process Time: The group members discussed the following questions:

1) What was it like for them to hear what other kids think about?

2) What was it like to feel a part of the group?

3) How are they feeling about learning things in group so far?

4) What might happen before the next session that they could change or do
something about?

5) What might happen before the next session that they could not do anything
about?

6) How might they feel about this?

The leader thanked the children for coming to group and before saying good-

bye, reminded them of the meeting time for the next session.

Fifth Session: I Can !

Materials: Drawing Papers, Colored Pencils

e The leader said welcome to them and briefly went over the ground rules.
After that, she asked them if they had any more thoughts or feelings since the
last session, on how things grow and change and what can and can not change.
She also asked whether they have experienced any changes in their own lives

since the last session?

Working Time: The leader passed out the art materials and ask the children to
draw two things they do that they are proud of and, explained that they would
be sharing their drawings with the rest of the group. She let them sit a place
that they can draw comfortably. While they were drawing, she circulated and
gave individual praise and encouragement. So, she let them know she
appreciated their drawings and their willingness to share. After they finished to
draw, she called them back to the group circle and asked who would like to
share first. She let each child have a turn making an affirming statement- for

example, ‘I like to write a letter’.
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Process Time: The group members discussed the following questions:

1) What was it like to share their pictures of their talents?

2) What was it like to hear about other kids’ talents?

3) How do they feel about themselves after talking about their talents?

4) What talents would they like to work on and improve?

5) What person in their life would they be willing to share these pictures with
and tell their good feelings about their talents?

The leader thanked the children for coming to group and before saying good-

bye, reminded them of the meeting time for the next session.

Sixth Session: What Do I Value?

Note: Before beginning this session, the leader prepared a large sheet of papers
for each child separately, including herself. She made three columns on her
own sheet: A Little Important, Moderately Important, and Very Important and,
listed under these three headings some of the things she valued such as driving
a car, flowers, books, responsibility, parents, friendships, being honest, giving

time to help others, and having fun with friends.

Materials: A Large Sheet of Paper for Each Child, Pen-Pencil

o The leader said welcome to the children to group and briefly went over the
ground rules. Then, she asked them whether they shared their drawings from
the last session with anyone. If so, she asked about how they felt about talking

about their talents and successes.

Working Time: The purpose of this session was to introduce the idea that
people all have values or things they believe. The leader said to group that
‘Some of our values are a little important, some are moderately important, and
some are very important’. Firstly, She showed the group members her
previously completed values chart, and then encouraged them to make values

chart for themselves. She told them that they would have the chance to share
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with everyone when they finish. After that, they brought their completed values
charts back to the circle and share what they think is a little important,
moderately important, and very important. The leader pointed out that ‘we all
value different things. Some of the things are going to be like what our friends
value, and some of the things are going to be different’. She stressed that ‘it is
OK to be different, even if our friends do not like what we value’. Finally, she
asked them what could they do if one of their friends says something negative
about what they value:

1) What can they say or do to defend their values?

2) When should they look at their values and make some changes?

Process Time: The group members discussed the following questions:

1) How can they show their friends that they respect what they value?

2) What can they do if other people do not like what they value?

3) What kind of situations can they think of where people may try to get they
to do things that are against their values?

4) How do they know if something is not good for them and needs to be
changed?

5) Would they be willing to notice before the next session what they value and
how they feel about it?

The leader thanked the children for coming to group. Before saying good-bye,
she reminded them of the meeting time of the next session and mentioned that
there would be only two more sessions before the group is over.

Seventh Session: Appreciating Friends

Materials: A Play Telephone

e The leader said welcome to the group and briefly went over the ground
rules. She asked them whether group members have anything that they want to

say about the last session, on what they value in their lives.
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Working Time: The leader used the following questions to help children
explore what they like about having friends. She used her linking/connecting
skills after questions; for example, ‘Who else likes the same things as...” and
‘Who can connect with what...has said?’

1) What would life be like if they had no friends at all?

2) How do they feel when their friends go away on vacation or are not around
for they to play with in the summer?

3) What do they miss most when a friend moves away?

4) How important is it to have at least one good friend?

5) What do they think are their best friendship skills?

6) Would they rather have a lot of friends they knew just a little or a few
friends they knew very well?

7) What are they willing to give up to keep a friend?

8) When their friends get in an argument, what do they do?

9) When they and a friend get in an argument, what do they do?

10) Would they like it if their friend called them up and told they just why it is
that he/she likes having them for a friend?

At the second phase, the leader told the group members that the play telephone
would have given to them a chance to practice saying what they value about
their friends. She told them that they would have a turn to call a friend and told
that person what they value about the friendship. If the leader appears
necessary he/she can be a model to the group by saying: “Hello, I am... I was
thinking about our friendship, and I just wanted to tell you that its means a lot
to me to have you as a friend because you always care about what I do, even
when you do not think it is a good idea. I appreciated that”. She let each child,

who wanted to use the phone, make a call to a friend.

Process Time: The group members discussed the following questions:

1) What was it like for them to share nice things about their friendship with
their friend? How did they feel?

2) How do they think their friend would feel hearing those things?

3) What did they like about telling these things to their friend?
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4) What did not they like?

5) What do they think will happen if they share positive things about their
friends with them?

6) How important do they think it is to do this?

7) Would they be willing to really tell their friend how they feel about
him/her?

The leader reminded the children that the next session would be the last and
that they would be saying good-bye to each other then. She told that they
would discuss any special ideas they might have for the last session to help
them remember the group and, thanked them for coming to the group and

reminded the meeting time for the next session.

Eight Session: Saying Good-bye

Materials: A Hand-held Mirror

o The leader said welcome to the children to the group and briefly went over
the ground rules and explained that the confidentiality continues even after the
group is over. Later on, she asked if the children have anything they want to
bring up from the last session, on what they value in their friends. She gave

them a chance to tell what happened if they actually spoke with a friend.

Working Time: The leader reviewed what children learned during the other
sessions by asking the following questions:

1) What did they learn from the story of Lady and Toraman about our need to
be positive to one another?

2) What did they learn from ‘picturing’ themselves and their achievements?

3) What things about they are changing and growing?

4) Do they think everyone has special talents or gifts? What are theirs?

5) What did they learn about having values and standing up for them?

6) What is important to them about having friends?



Moreover, she asked the following types of general questions as well:

1) What was the best thing that they learned from being a group member?

2) What topic did they think helped them most?

3) What do they like about themselves now that they did not before they came
to the group?

At the second phase, the leader showed the group members the mirror and told
them that they have the opportunity to make a statement of appreciation to
themselves by being a model by this type of a statement: ‘what I appreciate
most about myself is that...” Each child have a chance to fill in the same
sentence stem and after everyone had a turn, the leader thanked them for
participating?

Process Time: The group members discussed the following questions:

1) What was it like for them to tell themselves in the mirror that they
appreciated something about themselves?

2) What did they learn from doing this activity?

3) Would they be willing to practice telling the other members one thing they
appreciate about themselves each day?

4) What do they think would happen if they told someone else that they
appreciate him/her?

The leader let the children know again that she valued their hard work and

celebrated the way they have chosen.

The Turkish form of the 'Self-esteem Enrichment Program' is in the Appendix
B.
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3.6. Data Analysis

Repeated measures analysis of variance were employed to the CSEI scores of
experimental and control groups’ subjects to investigate the effectiveness of the

self-esteem enrichment program on the level of self-esteem of children.

The analysis was carried out by using the SPSS for Windows 8.00 package.
The .05 alpha level was accepted as a criterion of statistical significance for all
the statistical procedures.

3.7. Limitations of the Study

Several limitations of the present study merit further investigations.

First, in the present study, data could not be collected from a large sample

which had been required for selecting more reliable subjects.

Second, self-esteem score was collected by using a self-report scale. The
limitations of self-report methods should be kept in mind before interpreting
the results of this study. Some potential problems would be fakebility and
social desirability.

Third, the sample included only fifth grade level elementary school students.
Therefore, the results of this study could only be generalized to this group of

subjects.

Fourth, self-esteem enrichment program was limited to eight sessions.
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CHAPTER 4

RESULTS

Results of repeated measures analysis of variance, which were carried out to
investigate the effect of the self-esteem enrichment program on the level of
self-esteem of fifth grade elementary school students, are presented in this
chapter.

4.1. The means and standard deviations of self-esteem scores of pre, post

and follow-up measures of treatment and control groups' subjects.

Table 4.1: Descriptive statistics of self-esteem scores for both groups

MEASURES GROUPS SEX N MEAN SD
Experimental . Male 8 29.00 3.34

Female 7 30.29 2.69

PRETEST Total 15 29.60 3.02
Control Male 8 30.37 1.77

Female 7 29.14 3.63

Total 15 29.80 2.76

Experimental Male 8 26.63 5.83

Female 7 34.86 4.30

POSTTEST Total 15 30.47 6.56
Control Male 8 35.25 6.63

Female 7 33.86 7.73

Total 15 34.60 6.94

Experimental Male 8 29.63 6.52

Female 7 34.14 5.61

FOLLOW-UP Total 15 31.73 6.34
Control Male 8 36.00 8.86

Female 7 34.57 9.54

Total 15 35.33 8.88
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The means and standard deviations of the self-esteem scores of self-esteem
enrichment group and no-treatment control group for pre, post and follow-up
measures for both sexes were presented in Table 4.1. The table shows

unexpected score changes in Coopersmith Self-esteem Inventory (CSEI).

Repeated measures analysis of variance was carried out to determine the
differences between the self-esteem enrichment group and no-treatment control
group in the pre, post and follow-up measurements of CSEI. The results of

repeated measures analysis of variance are presented in the following section.

4.2. Results Concerning the Effect of the Self-esteem Enrichment Program
on the Self-esteem Level of the Treatment and Control Groups’ Subjects.

For the purpose of investigating the effect of the self-esteem enrichment
program, repeated measures analysis of variance was employed to the
treatment and control group subjects’ self-esteem scores. The result was

presented in Table 4.2.

Table 4.2: The Average Table Concerning The Results Of The Repeated
Measures Analysis Of Variance Employed To The Pre, Post And Follow-Up
CSEI Scores Of The Treatment And Control Groups’ Subjects.

SOURCE SS DF MS F P
GROUP 44.579 1 44.58 1.88 182
SEX 20.667 1 20.67 87 359
GROUP * SEX 67.868 1 67.87 2.86 .103

The results of the repeated measure analysis of variance employed to the pre,
post and follow up scores of the treatment and control groups subjects revealed
that neither the group (F (1, 29) = 1.88, p > 0.05) and sex (F (1, 29) = .87,p >
0.05) main effects, nor the group x sex (F (1, 29) = 2.86, p > 0.05) interaction

effect were significant. In other words, the results showed that there were no

48



significant differences between CSEI scores of the self-esteem enrichment

group and no-treatment control group at pre, post and follow-up measures.

This result indicated that the “Self-esteem Enrichment Program™ applied to the

treatment (self-esteem enrichment) group was not proven to be effective.

4.3. Interpretation of the Results Concerning the Effect of the Self-esteem
Enrichment Program on the Self-esteem Level of the Students

The results showed no significant difference between self-esteem enrichment
and no-treatment control groups' subjects at pre, post, and follow-up measures.
This result indicated that 'Self-esteem Enrichment Program' was not an
effective intervention method for improving the self-esteem level of subjects

who had low self-esteem.

This result was consistent with the previous research findings that failed to
show the effect of self-esteem enrichment program on the self-esteem levels of
students. For instance, Ryan (1989) compared the effectiveness of interactive
technology and counselor-led groups for enhancing social skills, self-esteem
and locus of control for sixth grade students. It was found that students in both
treatment groups did not demonstrate significant changes when compared to

the control groups on any of the dependent variables.

The results of the present study was also similar with that of Hadley (1988)
who developed a 12 weeks affective education program appropriate for second
grade students to improve their self-esteem and reading ability. Although
results showed an increase in reading scores, no significant increase was

observed at the self-esteem scores.

Moreover, the finding of Demsey's (1989) study revealed that the children's
self-reported self-esteem within the treatment groups was not significantly
different from that of the comparison groups.
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On the other hand, the results of this study was not consistent with the
majority of the previous studies reporting the effectiveness of self-esteem
enrichment programs on self-esteem levels of children, adolescents and
adults. For instance, Cant and Spackman (1985) examined the effectiveness
of group counseling on the self-esteem and reading performance and a
significant difference was observed within two groups at the end of the
treatment.

In a similar vein, Lawrence (1985) investigated the effects of therapeutic
treatments on the self-esteem and reading skills. Like Cant and Spackman's
(1985) study, results showed that therapeutic treatments produced higher

gains in self-esteem than non-therapeutic treatments.

Furthermore, Fong-Toy's (1986) study concluded that group counseling
enhanced the self-esteem levels of children in the divorced treatment groups
and improved the observed-behavioral self-esteem levels of children in the

intact treatment groups.

Some researchers argued that increasing assertiveness levels might help to
enhance the self-esteem levels of individuals. For example; the study of
Stake and Pearlman (1980) focused on the effects of assertiveness training
on self-esteem of women and the findings suggested that assertiveness

training is a viable technique for improving self-esteem levels of women.

Indeed, the same may be the case for children and they may be helped more
effectively via increasing their assertiveness. Helping children to be more
assertive may help them to gain more self-confidence; consequently their

levels of self-esteem may improve.

During the implementation process of the present study, the subjects in the
treatment group made rather positive statements about the group experience
despite the results did not confirm their positive evaluations. In the training

procedure the self-esteem enrichment group subjects were asked to share
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their feelings related to activities at the end of the each session. The
statements of the majority of the subjects indicated an increase in their self-
awareness (eg. I did not know what I liked or disliked, I did not think of my
abilities before), awareness of others (eg. I recognized my friends better, I
learnt what my friends liked and disliked) and self-expression (eg. I learnt
the way to share our feelings, I learnt that people did not feel bad when they

share their feelings).

The inefficiency of the training procedure used in the present study may
have stemmed from several reasons, which deserve to be discussed. First,
the posttest measure had to be given to the subjects at the end of the final
session because the researcher had to go to work in another city to be a
school counselor. Therefore, the subjects of the training group did not have
a long enough period to internalize what they have been taught.
Consequently, subjects may not have any opportunity to emit the behaviors
taught and thus, receive enough positive reinforcement from the social
environment that would otherwise reflect itself in increasing their self-

esteem.

Another possible cause of finding no improvement in students' self-esteem
level might be the several weaknesses of the 'Self-esteem Enrichment
Program'. The program includes activities that only aim to enhance self-
awareness and change the attitudes of students toward themselves. However,
research demonstrated that parents, school, and peers also have significant
effects on self-esteem. Indeed the program used in the present study did not
include some other activities that aim to enhance self-esteem of students in

their interaction with parents, school, and peers.

Further, the regular attendance of the subjects to every session could not be
provided in this study because some of the subjects were not able to attend the
classes due to frequent periods of illnesses. This limitation might have also
hindered the improvement of the self-esteem level of treatment groups’

subjects.
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To conclude, the result regarding the non-significant effect of the self-esteem
enrichment program used in the present study can be explained in two ways.
First; peers, teachers and parents might not have the chance to observe the
changes in the verbal and behavioral self-esteem level of experimental group

subjects, therefore were not able to provide positive feedback to them.

Second; peer, teacher and parent acceptance may be affected by the social
norms of the society. There may be some stereotyping about the behaviors and
attitudes of the children among these groups. Thus, even when children
appeared to have more positive self-esteem and reflect their self-attitudes
through their actions, their behaviors might have been misinterpreted as
impoliteness, rebellion, forcefulness or aggression and they might have

received negative feedback from their peers, teachers and parents.
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CHAPTERSS

CONCLUSION, IMPLICATIONS AND
RECOMMENDATIONS

In the final chapter, conclusions of the study, implications for practice and
recommendations for both counseling practice and future research are

presented.

5.1. Conclusions

School counselors are self-esteem advocates as they believe that people with a
strong positive sense of self-worth and competence are better able to make
positive and life-enhancing decisions both in school and in outside world
(Kaplan, 1995). In addition, self-esteem is essential for gaining confidence and
coping skills that are needed to achieve meaningful goals. Low self-esteem and
negative attitudes toward the educational process may result in the student
misinterpreting his/her importance in society (Bibby, 1988). There is also
strong evidence about the relationship between self-esteem and academic
achievement. Helping young people learn how to make good decisions and
supporting their efforts to solve real personal problems and to build personal
competence in educational, personal and social areas are crucial to increase
their self-esteem. Counselors can address these issues with intervention
methods that affect real-world behaviors.
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As a counselor, the important and crucial role of self-esteem in educational,
social and emotional life of the students led the researcher to design and

evaluate the self-esteem enrichment program used in the present study.

However, contrary to the expectation, the result of the experimental study
demonstrated that the ‘Self-esteem Enrichment Program’ was not an effective
intervention method for improving self-esteem level of subjects who have low

self-esteem.

There might be several factors that affect the result of the present study. One
possible explanation is related with the training program. As mentioned
previously, the self-esteem enrichment program was borrowed from abroad
(Morganett, 1994). This program was originally designed for North American
students. Although it is a well-known program in the literature, it has neither
empirical nor cross-cultural evidence about its’ effectiveness. The result of the
present study suggests that Morganett’s (1994) program does not properly
work for increasing the self-esteem of Turkish children. The content and the
structured nature of the program somewhat resemble the course contents of the
Turkish school curricula. Although the researcher has tried to reduce the
strongly didactic nature of the program by using some cultural metaphors as it
can be seen in Lady and Toraman’s story, the basic structure of the program

has remained.

If this is the case, it may be off-putting for the Turkish students to be the
recipients of such a didactic program, which seems strikingly similar to any
given course in terms of the content in their school curriculum that many
students complain about. Further, the individualistic values such as autonomy,
having one’s own ideas and values and the like are strongly emphasized in the
program. Such ideas may not coincide with the values and concerns of the

children of a basically collectivistic culture like Turkey.

Future researchers who will develop self-esteem enrichment programs should

take these shortcomings into consideration and should base the training
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programs on the assessed needs of the Turkish children. The program should
also address the cultural issues that work against the advancement of high self-
esteem in Turkish children. The result of the present study confirms that, as a
rule of thumb, such programs should not be borrowed from the other cultures
unless they have strong cross-cultural evidence regarding their effectiveness.
Even in such a situation, a program should need some modifications to meet
the needs of the diverse cultures, even subcultures.

Several other factors that work against the efficiency of the present training
program may also be cited. The training program used in the study is
established to improve only the subjects’ attitudes toward himself/herself.
However, the instrument (CSEI) used in this study intended to measure the
attitudes toward themselves, peers, parents, school and interpersonal relations

along with self-report methods.

Furthermore, the length of the training program should be extended. It would
be better to use longer periods to help the students to explore the significant
changes in their thoughts, feelings and behaviors toward themselves and others.
Also, the training program might include more activities to help them to create

significant changes in their attitudes toward school, parents and peers.

In the present study, subjects were identified only by administering an
instrument (CSEI) which was based on self-report. The limitations of self-
report methods such as fakebility, social desirability, response style and
acquiescence are known. If the opinions of teachers and parents taken into
consideration, the identification of low self-esteem students will be more
realistic. Morganett (1994) defined good candidates for this training program
as: students lacking self-confidence, reluctant to take risks, low motivation to
continue tasks or to socialize, lack of positive friendship behaviors, insecurity,
low frustration tolerance and few friends at school and home. However,
whether the subjects in this program carried out these personal characteristics
or not were not known, as these features were not measured in the present

study.
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Moreover, the intake interview was not done with the students who were
selected for receiving self-esteem enrichment program before starting the first
session. Some of them might have been involuntary to participate in the

training program.

Along with the changes in the program and selection criteria, the followings

seems to be necessary to enhance the efficacy of training program:

e Obtaining student, parent and teacher agreement on identifying low self-
esteem subjects

e Involving parents and teachers within the training program as reinforcing
agents

¢ Doing an intake interview with the subjects before the training program.

As mentioned in the second chapter, home and school are considered very
important in the development of self-esteem. Parental behaviors that indicate
positive evaluation toward their child such as support, participation and interest
seem to be positively related to self-esteem. In addition, the school experience
appears to be a significant determinant of a student’s self-esteem. Literature
suggests that teacher support and encouragement of student autonomy are

associated with higher student self-esteem (Scott et al., 1996).

In conclusion, providing culturally relevant self-esteem enrichment programs
that are strengthened by school and parent involvement seems necessary for
effective training and outcome. Involving teachers and parents in the program
may promote the acquisition of positive self-esteem and reduce the possible
inconsistencies between training situation, school and home. Most important,
the training program should consider the cultural diversity and meet the
specific needs of the children of a given culture.
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5.2, Implications and Recommendations for Practice and Research

Several additional implications for counseling to design self-esteem enrichment

programs may be addressed and recommendations can also be made.

This study was carried out with the middle socioeconomic status (SES)
children in Ankara and the group was homogenous as compared to the students
in many other parts of Turkey. Therefore, this study needs to replicated with
diverse groups from different regions and SES to assess the possible effects of
SES and other cultural factors.

Also, the present study was carried out with the fifth grade level school
children and the findings can only be generalized this age group. The training
program should be applied to different grade levels in the future studies to
achieve a broader applicability.

Several factors that may influence children’s self-esteem, such as anxiety and

social skills should also be examined in the future studies.

The present study was carried out with the subjects who had low self-esteem. It
will be an important task for the future researchers to investigate the
effectiveness of self-esteem enrichment program on the students’ self-esteem

levels who have moderately developed self-esteem.
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APPENDIX A

CSEI

Sevgili Ogrenciler,

Asagida bazi climleler goreceksiniz. Bu ciimlelerin bazilarim
kendinize uygun bulacak, bazilarini ise bulmayacaksiniz.

Kendinize uygun buldugunuz ciimleleri yanindaki ‘Bana Uygun’
kutucuguna (X) isareti koyarak belirtin. Kendinize uygun
bulmadifimz ctimleleri ise yanindaki ‘Bama Uygun Degil’
kutucuguna (X) isareti koyarak belirtin.

Verdiginiz cevaplarin dogru veya yanliy olmasi s6z konusu
degildir. Onemli olan verdiginiz cevabin sizin gercek duygu ve
diisiincelerinize uygun olmasidir. Bu uygulamadan elde edilecek
sonuglar kesinlikle gizli tutulacaktir.

Saygilarimla
Berna Giiloglu

Cinsiyeti: K E

Bana
Bana Uygun
Uygun Degil

Hayal kurmakla ¢ok vakit geciririm

Kendime oldukca giivenirim

Sik sik bir baskasinin yerinde olmak isterim

Cana yakin bir cocugum

el Rl bl [ 2l b

Annem-babamla birlikte ¢ok iyi vakit
geciririz

S

Hicbir seyi kendime dert etmem

N

Sinifin 6niinde konugmak bana ¢ok zor
gelir

8. Keske biraz daha kiiciik olsaydim

9. Elimde olsayd: kendimde pek ¢ok seyi
degistirirdim

10. Karar verirken fazla zorluk cekmem

11. Birgok kisi benimle olmaktan hoglanir

12. Evde kolayca iiziiliir, bozulurum

13. Her zaman dogru olan seyi yaparim

14. Okuldaki ¢alismalarimdan gurur duyarim

15. Ne yapmam gerektiini her zaman bir
bagkasinin séylemesi gerekir
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Bana
Uygun

Bana

Uygun
Degil

16. Yeni bir seye alismak ¢cok zamamim alir

17. Yaptifim seylerden sik sik pismanhk
duyarnim

18. Aym yasta oldugum arkadaglar arasinda
sevilirim

19. Annem-babam ¢ogu kez duygularimi
dikkate alirlar

20. Hicbir zaman mutsuz degilim

21. Elimden gelenin en iyisini yaparim

22. Fikrimden ¢abuk vazgecerim

23. Genellikle kendi bagimin ¢aresine
bakabilirim

24. Genellikle mutluyum

25. Kendimden kiigiik ¢ocuklarla oynamay:
tercih ederim

26. Annem-babam benden ¢ok sey beklerler

27. Tamdigim herkesten hoslaninm

28. Smifta derse kaldirilmaktan hoslanirrm

29. Kendimi iyi tamirnm

30. Kendimi oldugum gibi ortaya koymam

31. Hayatimda her sey ¢cok karmakarnigiktir

32. Arkadaslarim genellikle benim fikirlerime
uyarlar

33. Evde kimse benimle fazla ilgilenmez

34. Hicbir zaman azar isitmem

35. Okulda istedigim kadar basarili degilim

36. Kararli bir insanim

37. Kiz olanlar (a) y1, erkek olanlar (b) yi
igaretlesin
a) Aslinda kiz olmaktan hoglanmiyorum
b) Aslinda erkek olmaktan hoslanmiyorum

38. Kendimi sevmiyorum

39. Baskalariyla birlikte olmaktan hoglanmam

40. Cogu kez evi terk etmeyi diisiiniiriim

41. Higbir zaman utangag¢ degilim

42, Okulda kendimi sik sik huzursuz
hissederim

43. Copgu kez kendimden utanirim

44, Bagkalarim kendimden daha giizel
bulurum

45. Soylenecek bir s6ziim varsa genellikle
soylerim

46. Arkadaslarim bana sik sik satasir

47. Annem-babam beni anlarlar
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Bana
Uygun

Bana

Uygun
Degil

48. Her zaman dogruyu s6ylerim

49. Ogretmenim bana yeterince bagarili
olmadigimi hissettirir

50. Basarisizim

51. Azarlandifim zaman ¢abuk iiziiliirtim

52. Cogu kimse benden daha ¢ok sevilir

53. Cogu zaman annemle babamin benden gok
sey beklediklerini hissederim

54. Bagkalariyla kolaylikla konugabilirim

55. Okulda sik sik cesaretim kirilir

56. Genellikle olup bitenlere aldirmam

57. Bana giivenilmez
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APPENDIX B

BENLIK SAYGISI GELIiSTIRME PROGRAMI

Birinci Oturum: Basglangi¢

Amaglar: 1) Grup deneyiminin anlamimi ¢ocuklara tanitmak (gocuklar1 grup
siireci konusunda bilgilendirmek ve katilmaya hazirlamak ),

2) Temel kuralar belirlemek ve gizlilik konusunu tartigmak,

3) Grubun amacimi tartismak ve ¢ocuklari ilerdeki oturumlara hazirlamak,

4) Grubun; duygularim, diiglincelerini ve davramiglarimi paylagmalar igin
giivenli bir ortam oldugunu ¢ocuklarin anlamasina yardime: olmak,

5) Duygularin bizim bir pargamiz oldugunu belirtmek ve g¢ocuklarin
duygularim rabatga agiklamalarim saglayacak ¢alismalar yapmak.

Hedef Davramglar: Bu oturumun sonunda 63rencilerin su davramglan
gostermeleri beklenmektedir:

1) Duygularinin, kendilerinin bir pargasi oldugunu fark etmeleri,

2) Duygularini rahatga ifade edebilmeleri.

Materyaller: Yaka Karti, Toplu Igne, Duygu Yiizleri $emas1

Siire¢: - Tamigma,

- Grubun amag ve kurallarinin agiklanmasi,

- Yaka kartkarina isimlerin yazilip, yakalara takilmasi,

- Duygu Yiizleri Semasinin dagitilmas: ve g¢ocuklarin, semadan paylagsmak
istedikleri duygulan segmesi,

- Grupta yasananlarla ilgili bazi sorularin tartisilmasi.

e Lider, grup iiyelerine 'Hoggeldiniz' der ve grubun amaglar {izerinde durur,
grupta tartigabilecekleri konular hakkinda 6rnekler verir. Sonra, yaka kartlarim
ve kalemleri ¢ocuklara dagitarak 'isimlerini kartlara yazmalarin1 ve yakalarina
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takmalarini' sdyler. Cocuklar isterlerse baglangigta takma isim kullanabilirler.
Daha sonra, lider; ismini, hobilerini, sevdigi seyleri paylasarak cocuklarin
grupta konugabilecekleri konular1 se¢gmelerine yardime: olur. Her gocuk bu
bilgileri paylagtiktan sonra bazi ornekler vererek gruptaki temel kurallan
tartigir: 'herkesin konugma hakkina sahip olmasi, grupta kavga ve tartigma
olmayacag, gizlilik vb'. En sonunda, iyelere eklemek istedikleri bir kural olup
olmadigini sorar ve listeyi herkesin gorebilecegi bir yere tiim oturumlarda asar.

Gelisme: Lider, Duygu Yiizleri Semasii herkese dagitir ve gocuklara:
'Duygularimiz bizim bir pargamizdir. Onlar sayesinde kendimizi ve diger
insanlar1 daha iyi anlayabiliriz. Baz1 duygular bize kendimizi sicak, sevgi dolu,
sevecen, mutlu, neseli hissettirirken; bazilar1 ise soguk, korku dolu, aci iginde,
iizgin, kizgin hissettirebilir. Iyi veya kotii, dogru ya da yanhs duygu yoktur.
Onemli olan duygularimizin farkinda olabilmemizdir. Bazen aym insana karg:
birbirine zit olan duygularda besleyebiliriz' der. Sonra, gocuklardan semadan
birkag duygu segip, o duygulan hissetmelerine sebep olan olaylar
paylagmalarini ister. Cocuklar paylagirken lider, dier tiyelere aym sekilde
hisseden olup olmadifim sorar ve 'Sana  katihyorum......,
"Bende......... oldugunda aym: sekilde hissetmigtim' diyerek g¢ocuklarin
paylagmalarini destekler. Boylece ¢ocuklar kendi duygularim ve durumlarin:
daha iyi tanimlayabilirler.

Sonug: Oturum sonunda su sorular: tartigir:

1) Bugiin grupta kendinizle ilgili neler 6grendiniz?

2) Simdi kendinizi gruba gelme konusunda nasil hissediyorsunuz?

3) Grubu bitirmeden 6nce birine s6ylemek istediginiz bir gey var m?

4) Tekrar bulugsmadan once geri geldiginizde bize soyleyeceginiz hangi
duygulara sahip olacagimz diisiiniiyorsunuz?

Lider, ¢ocuklara gruba geldikleri igin tesekkiir eder ve giile-giile demeden
once bir sonraki oturumu hatirlatir.
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Ikinci Oturum: Hissedilen Duygular

Amaglar: 1) Bir onceki oturumda neler oldugunu tekrar gozden gegirmek ve
¢ocuklara sorularim tartisma firsat1 vermek,

2) Duygulan paylagsmanin; kendimizi anlamamizin ve saglikli, uzun siireli
iligkiler kurabilmemizin 6nemli bir pargas: oldugunu gocuklarin anlamasina
yardimci olmak.

Hedef Davramlar: Bu oturumun sonunda &grencilerin su davramglar
g6stermeleri beklenmektedir:

1) Duygular1 paylagmanin 6nemini anlamalari,

2) Kendileri hakkinda yeni geyler 6grenmeleri,

3) Kendilerini ve duygularim1 tanimanin sosyal iligkilerindeki 6nemini fark

etmeleri.

Materyaller: Duygu Yiizleri Semast, 'Lady ve Toraman' adli Sykii

Siireg: - I. Oturumun kisa bir 6zeti ve 6grencilerin bir 6nceki oturumdan sonra
hissettikleri yeni duygular: paylagmalarina firsat verilmesi,

- 'Lady ve Toraman' adli §ykiiniin okunmasi,

- Oykiiyle ve grupta yasadiklanyla ilgili sorularin tartigiimasi.

e Lider, cocuklara gruba Hoggeldiniz' der ve kisaca temel kurallar1 tekrar
eder, ¢ocuklara degistirmek veya eklemek istedikleri kurallar olup olmadiZim
sorar ve gizlilik kuralina tekrar deginir. Sonra, lider ¢ocuklarin birbirinin
ismini 6grenip 6grenmedigini kontrol eder ve eger gocuklar birbirinin ismini
heniiz 6frenemediyse yaka kartlarinin takilmasna devam edilir. Ikinci
oturuma baglamadan Once, lider, son oturumdan beri hatirladiklar1 ve
paylasmak istedikleri 6zel bir duygu olup olmadifim1 sorar ve onlarin

katilimin1 destekler.
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Gelisme: Lider, c¢ocuklara kim oldugumuzu bilmemizle ilgili bir dykii
okuyacagimi séyler ve Sykii bittikten sonra su sorulart cevaplandirmalarina
yardimci olur:

1) Toraman, Burak'in arkadaglar1 tarafindan reddedildiginde sizce kendini
nasil hissetmistir? Siz daha 6nce bdyle hissettiniz mi?

2) Toraman, olumlu duygular almak ve i¢inin taminmasi igin neler yapt1? Siz
buna benzer bir seyi nasil yapardimz?

3) Diger insanlarin duygu ve diisiincelerini degistirebilir misiniz?

4) Kendi duygu ve diigiincelerinizi degistirebilir misiniz?

5) Toraman, Lady'e duygularina ve kisiligine dikkat etmesini s6ylediginde;
Lady Toraman'in nasil hissettifini anlamak igin onu izledi ve dinledi. Sizi
anlamak igin kim izliyor ve dinliyor?

6) Arkadaglikta ne tiir duygular 6nemlidir?

7) Duygulanmiza  arkadaglarmizla  paylagtigimzda  kendinizi  nasil

hissedersiniz?

Sonug: Oturum sonunda gu sorular tartigilir:

1) Duygulan paylagmakla ilgili nelerin 6nemli oldugunu diistiniiyorsunuz?

2) Bugiin grupta kimseyle konustunuz mu? Eger konustuysaniz, bu insana
3) Duygularimz digerleriyle paylagsmakla ilgili nasil hissediyorsunuz?

4) Gelecek oturuma baglamadan 6nce, duygularmzi paylasmak veya
duygularinizin daha iyi anlagilabilmesi i¢in ne yapmak istersiniz?

Lider, ¢ocuklara gruba geldikleri i¢in tesekkiir eder ve giile-glile demeden
dnce bir sonraki oturumu hatirlatir.

Uciincii Oturum: Benim Resimlerim

Amaglar: 1) Cocuklara kim olduklariyla ilgili diiglincelerini paylasma sansi
verilir-neleri bagarabiliyorlar, neleri bagarmak istiyorlar,

2) Cocuklarn, insanlarin giiglii ve zayif yanlarimn farkhi oldugunu ve bu
farkliliklarin normal oldugunu anlamalarina yardime: olmak.
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Hedef Davranislar: Bu oturumun sonunda &6grencilerin su davramglar
gOstermeleri beklenmektedir:
1) Basarili olduklar1 ve basarili olamadiklar1 y6nlerini farketmeleri,

2) Her insanin farkli yetenekleri oldugunu gérmeleri.

Materyaller: Duygu Yiizleri Semasi, gesitli dergilerden kesilmis gocuklari
farkl etkinlikleri gergeklestirirken gosteren resimler (disarida oynarken, spor
yaparken, ev halkina yardim ederken, 6dev yaparken vb.)

Siire¢: - II. Oturumun kisa bir 6zeti ve duygularla ilgili baz1 sorularin
tartigilmast,

- Cocuklar ¢esitli etkinlikleri yaparken gésteren resimlerden yapabildikleri,
daha iyi yapmay: umduklari, heniiz yapmadiklar1 fakat yapmay: istedikleri
etkinliklerin 6grenciler tarafindan secilmesi,

- Grupta yasananlarla ilgili sorularin tartigilmast.

e Lider, grup liyelerine 'Hosgeldiniz' der, kisaca temel kurallar1 ve gizlilik
ilkesini tekrarlar. Sonra, son oturumdan beri hangi duygulara sahip olduklarimi
sorar. Hepsine paylagmalar1 i¢in sans verir, gerekli gériirse Duygu Yiizleri
Semasina geri doner. Daha sonra, grupta gu sorular tartigilir:

1) En ¢ok hangi duygularinizi seviyorsunuz?

2) Hangi duygularimizi sevmiyorsunuz ve degistirmek istiyorsunuz?

3) Daha olumlu duygulara sahip olmak i¢in ne yapabilirsiniz?

4) Daha az olumsuz duygulara sahip olmak i¢in ne yapabilirsiniz?

Gelisme: Lider, resimleri grubun ortasina koyar ve makas, zamk ve kagitlari
¢ocuklara dagitir. Cocuklardan; yapabildikleri, daha iyi yapabilmeyi
umduklari, heniiz yapamadiklar1 fakat yapmayi istedikleri etkinlikleri gosteren
resimleri bulmalarimi ister. Cocuklar, bulduklar1 resimler farkli sekillerde
(yuvarlak, kare, dikdortgen) keserler ve kagitlarina yapistirirlar. Herkes
bitirdikten sonra, sectikleri kendilerini gésteren resimleri diger iiyelerle

paylagirlar.
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Sonug: Oturum sonunda su sorular tartigilir:

1) Kendinizi resimlendirmeden ne 6grendiniz?

2) Kendinizle ilgili en ¢ok neyi seviyorsunuz?

3) Degistirmek veya ilerletmek i¢in hangi ozelliginizin lizerinde ¢aligmak
istiyorsunuz?

4) Diger arkadaglarimzin resimlerinde ne fark ettiniz?

5) Bizler nasil ayniy1z?

6) Bizler nasil farkliy1z?

Lider, ¢ocuklara gruba geldikleri i¢in tesekkiir eder ve giile-giile demeden
once bir sonraki oturumu hatirlatir.

Dérdiincii Oturum: Degiymek ve Biiyiimek

Amagclar: 1) Cocuklara, hayattaki her geyin degistigini gostermek,

2) Hayatimizdaki degisikliklerin bazilar1 iizerinde daha fazla kontroliimiiziin,
bazilarinin iizerinde ise daha az kontroliimiiziin oldugu fikrini olusturmak,

3) Degisebilen ve degisemeyen seylerin tanimlanmasinda ¢ocuklara yardimei
olmak.

Hedef Davramglar: Bu oturumun sonunda Ogrencilerin su davramglan
gostermeleri beklenmektedir:

1) Hayattaki herseyin degistigini gérmeleri,

2) Hayattaki kontrol edebilecekleri ve kontrol edemeyecekleri degisiklikleri
ayirt edebilmeleri,

3) Degisebilen ve degigemeyen seyleri tanimlayabilmeleri,

4) Degistiremeyecekleri seylerle baga gikabilmeleri.

Materyaller: Farkli olgunlukta aZaglari, agan ve solan resimleri, biiyliyen ve
len yapraklari, farkli olgunluktaki hayvanlar1 ve insanlar1 gsteren resimler.
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Siireg: - III. Oturumun kisa bir 6zeti ve bir 6nceki haftadan beri paylagmak
istediklerinin olup olmadiginin sorulmasi,

- Hayattaki hergeyin degistiginin ve gelistiinin resimlerle anlatilmasi,

- Hayatimizdaki degismeler ve grupta yasananlarla ilgili sorularin tartigilmasi.

e Lider, iiyelere 'Hoggeldiniz' der, kisaca temel kurallar ve gizlilik ilkesini
tekrarlar. Oturuma baglamadan 6nce, gecen haftadan beri paylagmak istedikleri
ozel bir duyguya sahip olup olmadiklarim sorar. Paylasimi yiireklendirir ve
burasimn duygularimizdan paylagmak igin giivenli bir ortam oldugunu

tekrarlar.

Gelisme: Lider, ¢ocuklara her seyin kendi yasam slirecine sahip oldugunu,
gelistigini ve degistigini; farkli olgunlukta agaclarin, yeni agmis ve kurumus
ciceklerin, bilyiiyen ve 8lmiis yapraklarin oldugu resimler gostererek agiklar.
Lider, ¢ocuklara: 'yagadifimiz siirece bizlerde bityiir ve degisiriz fakat bizler
bu degisikliklerin bazilarim kendi istedigimiz gibi yonlendirebiliriz. Ornegin,
15 yagindayken viicudumuzun goriintisiiyle ilgili fazla kontrole sahip degilizdir
¢linkii biiyliyoruzdur ve genlerimiz viicudumuzu sekillendirmektedir. Fakat 50
yasina geldigimizde, efer yasamimiz boyunca saghkli beslenmis, diizenli
olarak egzersiz yapmig, alkol almamig ve sigara igmemigsek viicudumuza baz
seyleri soyleyebiliriz. Yasamimizda az kontrole sahip oldugumuz diger
seylerde; diger insanlarin davramslari, yeni bir 6gretmenin gelmesi, yeni okula
gitmek, anne ve babamizin ayrilmas: vb.' der.

Daha sonra grup iiyeleri su sorulan tartigir:

1) Kendinizde neler degisiyor ve gelisiyor?

2) Neleri degistirebilirsiniz? Bunu nasil yaparsiniz?

3) Yagamimizda neleri degistiremezsiniz? Bununla nasil bag edersiniz?

4) Diger insanlarin davraniglarindan dolay tiztildiigtintizde ne yaparsiniz?

5) Degistiremeyeceginiz seylerden dolayr kizdigimzda, liziildiifiiniizde veya
incindiginizde ne yaparsiniz?

6) Grupta bugiin biriyle konugtunuz mu? Eger konustuysamz, nasil
hissettiginizi sdyleyin.



Sonug: Oturum sonunda su sorular tartigilir:

1) Sizin hakkinizda diger gocuklarin ne hissettigini duymak neye benziyor?

2) Grubun bir pargas: oldugunuzu hissetmek neye benziyor?

3) Grupta bir seyler 6grenmekle ilgili nasil hissediyorsunuz?

4) Gelecek oturumdan 8nce bir seyleri degistirmek i¢in ne yapabilirsiniz?

5) Gelecek oturumdan once higbir sekilde degistiremeyeceginiz sey ne
olabilir?

6) Bununla ilgili nasil hissediyorsunuz?

Lider, ¢ocuklara gruba geldikleri i¢in tegekkiir eder ve giile-glile demeden
once bir sonraki oturumu hatirlatr.

Beginci Oturum: Yapabilirim

Amagclar: 1) Her insamin ozel yeteneklere, kendisinin ve diger insanlarin
iyiliginde kullanabilecekleri 6zelliklere sahip oldugu fikrini agilamak,
2) Ustesinden gelebilecegi duygular tanimasina yardimei olmak,

3) Ogrencileri, yeteneklerini diger iiyelerle paylagmalari i¢in desteklemek.

Hedef Davramglar: Bu oturumun sonunda ogrencilerin su davramslan
gostermeleri beklenmektedir:

1) Her insanin, kendisinin ve diger insanlarin iyiliginde kullanabilecegi
ozelliklerinin oldugunu gérmeleri,

2) Kendi yeteneklerini farketmeleri.

Materyaller: Boya Kalemleri, Kagit

Siireg: - [V. Oturumun kisa bir dzeti ve bir 6nceki haftayla ilgili bazi sorularin
tartigilmasi,

- Resim malzemelerinin dagitilmas1 ve &grencilerin en ¢ok takdir ettikleri iki
6zelliklerini ¢izmeleri,

- Grupta yasananlarla ilgili baz1 sorularin tartigilmasi.
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e Lider, liyelere 'Hosgeldiniz' der, kisaca temel kurallar1 ve gizlilik ilkesini
tekrarlar. Bundan sonra, lider; gegen haftadan beri hayatlarinda degisme ve
gelisme olup olmadifim  ve  neleri  degistirebilecekleri  ve
degistiremeyecekleriyle ilgili diistincelerinin ve duygularinin ne oldugunu

sorar.

Geligme: Lider, resim malzemelerini ¢ocuklara dagitir ve kendilerinde takdir
ettikleri iki 6zelliklerini ¢izmelerini ister ve gizimlerini grupla paylagacaklarini
agiklar. Eger rahat hissedeceklerse yere oturabileceklerini s6yler. Cocuklar
resimlerini yaparken, lider dolasarak onlara destekleyici sozler soyler;
¢ocuklarin takdir edildiklerini bilmeye ihtiyaglar1 vardir. Cocuklar ¢izimlerini
bittirdikten sonra, lider; onlan grup dairesine ¢agirir ve ilk 6nce kimin resmini
paylagsmak istedigini sorar. Cocuklar, resimlerini agiklayici climleler kurarlar
Ornegin; 'Sagimi tarama bigimimi seviyorum', Mektup yazma bigimimi
seviyorum'. Lider, ¢ocuklar1 sadece basarilarindan dolay: degil ¢abalarindan

dolay: dver.

Sonug: Oturum sonunda su sorular tartigilir:

1) Yeteneklerinizle ilgili resimlerinizi paylagsmak neye benziyor?

2) Diger ¢ocuklarin yeteneklerini isitmek neye benziyor?

3) Yeteneklerinizden konugtuktan sonra kendinizi nasil hissettiniz?

4) Hangi yeteneklerinizin iizerinde durmak ve gelistirmek istiyorsunuz?

5) Yagaminizda hangi insanla bu resimlerinizi paylagmak ve yeteneklerinizle
ilgili olumlu duygularimz1 paylasmak istersiniz?

Lider, gocuklara gruba geldikleri i¢in tesekkiir eder ve giile-giile demeden
Once bir sonraki oturumu hatirlatir.

Altinc1 Oturum: Degerlerim
Amaglar: 1) Cocuklarin degerlerini tanimalarina yardimci olmak ve onlari

degerlerini bagka insanlarla paylasmalari konusunda desteklemek,
2) Hangi degerlerin kendilerini biricik yaptigim fark etmelerini saglamak,



3) Cocuklarn, diger iiyelerin farkli degerlerini tamimalarim desteklemek,

4) Onemli oldugunu disiindiigiimiiz seylerin sadece sevdigimiz insanlar
tarafindan verilmeyecegi; bunlarin bizim bir pargamiz oldugu fikrini
olusturmak.

Hedef Davramglar: Bu oturumun sonunda Ogrencilerin su davranislan
gostermeleri beklenmektedir:
1) Kendilerinin ve diger tiyelerin degerlerini tanimalari,

2) Kendilerininkine benzeyen ve benzemeyen degerleri ayirt edebilmeleri,

Not: Oturuma baglamadan 6nce, lider kendini de igerecek sekilde her gocuk
icin ayr1 ayn kagitlar hazirlar. Kagidi i béliime ayirir: Az 6nemli, Onemli,
Cok 6nemli ve degerlerinden bazilarm bu ii¢ baghik altina listeler 6rnegin;
araba kullanmak, ¢igekler, sorumluluk, aile, arkadaslik, diirtist olmak, diger
insanlara yardimci olmak igin zaman ayirmak, arkadaglarryla hos vakit

gecirmek
Materyaller: Biiyiik bir kagit, Kalem, Toplu igne

Siireg: - V. oturumun kisa bir 6zeti ve son oturumla ilgili baza sorularin
tartigilmast,

- Ogrencilerin az 6nemli, 6nemli ve ¢ok 6nemli bliimlerinden olugan kendi
degerler semalarin1 hazirlamalar,

- Degerlere sahip olmakla ve grupta yasananlarla ilgili sorularin tartigiimas:.

e Lider, liyelerine 'Hosgeldiniz' der, kisaca temel kurallar1 ve gizlilik ilkesini
tekrarlar. Sonra; ¢ocuklara, son oturumdan beri resimlerini kimseyle paylasip
paylagsmadiklarim ve eger paylagmiglarsa, yeteneklerinden ve basarilarindan

konugurken nasil hissettiklerini sorar.

Geligme: Lider, gruba: 'Hepimizin degerleri ve inandig seylerin oldugunu, bu
degerlerin bazilarinin az énemli, bazilarinin 6nemli, bazilarinin ise gok Snemli
oldugunu' s6yler. Daha sonra, lider daha 6nceden hazirladig: kendi degerler
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Hedef Davramglar: Bu oturumun sonunda o6grencilerin su davramglan
gostermeleri beklenmektedir:

1) Arkadaglara sahip olmanin 6nemini fark etmeleri,

2) Arkadaglarina onlarla ilgili neler hissettiklerini rahatga sdyleyebilmeleri.

Materyaller: Oyuncak Telefon

Siire¢: - VI. Oturumun kisa bir 6zeti ve son oturumla ilgili 6grencilerin
paylagmak istedikleri,

- Arkadaglara sahip olmanin 6nemiyle ilgili bazi sorularin tartisiimasi,

- Cocuklarin oyuncak telefonla arkadaglarina onlar hakkinda neler
hissettiklerini séylemeleri,

- Grupta yagananlarla ilgili baz1 sorularin tartigiimasi.

e Lider, tiyelere 'Hosgeldiniz' der, kisaca temel kurallar1 ve gizlilik ilkesini
tekrarlar. Son oturumla ilgili grup iiyelerinin sylemek istedigi bir sey olup
olmadigin sorar.

Gelisme: Lider, ¢ocuklarin arkadaglara sahip olmamn neyini sevdiklerini
aciklamalarina yardimei olmak igin agagidaki sorular sorar. Baglayici climleler
kullanarak ortak noktalar bulmaya c¢alisir 6rnegin; '......... 'min sevdiklerini
bagka kim seviyor?, '......... 'nin sylediklerine bagka katilan var m1?'.

1) Eger arkadaglarimz olmazsa hayat neye benzer?

2) Arkadagimz seyahate gittiginde veya yazin oynamak i¢in etrafimzda
olmadiginda nasil hissedersiniz?

3) Arkadasiniz bagka bir yere tagindiginda en gok neyi dzlersiniz?

4) En azindan bir tane en iyi arkadaga sahip olmanin neyi 6nemli?

5) En iyi arkadaginizin becerileriyle ilgili ne diistiniiyorsunuz?

6) Cok az tamdifimz ¢ok arkadasimzin olmasim mu, ¢ok iyi tamdifimz az
arkadasinizin olmasini mu istersiniz?

7) Arkadaginizi kaybetmemek igin neden vazgegebilirsiniz?

8) Arkadaglarimiz tartigmaya basladifinda ne yaparsiniz?

9) Siz ve arkadagimiz tartiymaya basladifinizda ne yaparsimz?
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10) Arkadaglarimizin sizi ¢agirip, size sizin arkadaglifimizi neden sevdigini

sOylemesini ister misiniz?

Bu oturumun ikinci agamasinda; lider, grup iiyelerine oyuncak telefonun
arkadaglarma onlarla ilgili neler hissettiklerini séyleme aligtirmasi yapr
sansim1  verecegini sOyler. Cocuklardan, telefon edecekleri arkadag!
dénmelerini ve onlara arkadagliklar1 hakkindaki degerlerini s6ylemeler’
Gerekli goriirse, gruba sOyle diyerek Ornek olabilir: 'Mer ...

Ben.............. Bizim arkadagh@imizi diigliniyorum. Sana sad adagim
olmanin benim i¢in ¢ok fazla anlami oldugunu s6ylemek is’ ¢linkii sen
iyi bir fikir olmadigim diistinsende daima benim yaptik’ 1gileniyorsun.

Bunu takdir ediyorum'. Telefonu kullanmak isteye ¢ocuga arkadagim

aramast i¢in izin verir.

Sonug: Oturum sonunda su sorular tartigib-

1) Sizin i¢in arkadaglarimzla ilgili hos - | seri paylagmak neye benziyor? Nasil
hissettiniz?

2) Arkadaginizin bunu igitmesi * .sil hissettirdi?

3) Bunlar arkadagimiza s6yl- cken nasil hissediyorsunuz?

4) Neyi sevmediniz?

5) Eger dostlarimizls, ilgili olumlu duygu ve duslincelerinizi onlarla
paylagirsaniz, ne olacagim diislinliyorsunuz?

6) Bunun olmasinin nasil 6nemli oldugunu diisiinliyorsunuz?

7) Gergekten arkadagimza onunla ilgili ne hissettiginizi sdylemek istiyor

musunuz?

Lider, gelecek oturumun son oldugunu hatirlatir ve birbirlerine giile-giile
diyeceklerini s6yler. Son oturumda grubu hatirlamalarina yardimei olacak &zel
fikirleri tartigacaklarini sdyler, gruba geldikleri igin tesekkiir eder ve giile-gtile
demeden 6nce bir sonraki oturumu hatirlatir.
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Sekizinei Oturum: Giile-Giile Demek

Amaglar: 1) Grup deneyimi boyunca 6grendiklerini gozden gegirme firsati
vermek,

2) Cocuklarin kendileriyle ilgili olumlu duygularim &diillendirmek,

3) Birbirlerine saglikli bir sekilde giile-giile demenin yollarim gostermek.
Lider, giile-giile demenin yeni bir iligkinin baglangici olduguna isaret eder.

Hedef Davramslar: Bu oturumun sonunda o6grencilerin su davramiglan
gOstermeleri beklenmektedir:

1) Kendileriyle ilgili olumlu duygularini sdyleyebilmeleri,

2) Birbirlerine saglikli bir gekilde giile-giile diyebilmeleri.

Materyaller: El Aynasi

Siire¢: - VII. Oturumun kisa bir 6zeti ve arkadaslarina karg: hissettikleriyle
ilgili yeni paylagimlar,

- Ogrencilerin grup siireci boyunca neler 6grendiklerinin bazi sorularla gézden
gecirilmesi,

- Oprencilerin bir aynaya bakarak kendileriyle ilgili takdir ettikleri bir
Ozelliklerini sGylemeleri,

- Grupta yasananlarla ilgili bazi sorularin tartisiimasi.

e Lider, iiyelere 'Hoggeldiniz' der, kisaca temel kurallarin isttinden geger ve
gizlilik ilkesinin grup bittikten sonrada devam edecegini soyler. Daha sonra,
bir 6nceki haftadan arkadaglarina kars:i hissettikleriyle ilgili getirmek
istedikleri bir sey olup olmadifini sorar. Eger arkadaglarina kars: hissettikleri
olumlu duygularim sdyledilerse, neler oldugunu paylagma firsat1 verir.
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Gelisme: Lider, baz1 sorular sorarak iiyelerin grup siireci boyunca neler
Ogrendiklerini gbzden gegirir:

1) Lady ve Toraman'in Oykiistinden birbirimize karsi olumlu davranma
ihtiyacimizla ilgili ne 5grendiniz? |

2) Kendinizi ve bagarilarimz1 resmetmekten ne dgrendiniz?

3) Sizde neler degisiyor ve gelisiyor?

4) Herkesin 6zel yetenekleri oldugunu diigtiniiyor musunuz? Sizinkiler neler?
5) Degerlere sahip olmaktan neler 6grendiniz?

6) Sizin i¢in arkadaglara sahip olmamin neyi 6nemli?

Ayrica bazi genel sorular sorar:

1) Grup iiyesi olmaktan 6grendigin en iyi sey ne?

2) Sana en ¢ok yardimei oldugunu diistindiigiin konu ne?

3) Gruba gelmeden 6nce bilmedigin, kendinle ilgili sevdigin ne?

Bu oturumun ikinci agamasinda, lider grup tliyelerine kendileriyle ilgili bir
seyler Ofrenme ¢abalarindan ve duygu ve diislincelerini bagkalariyla
paylagmalarindan duydugu memnuniyeti belirtir. Onlara: 'Bagkalan tarafindan
takdir edilmenin 6nemli oldufunu fakat asil énemlisinin kendi kendimizi
takdir etmek oldugunu' séyler. Grup iiyelerine el aynas1 gosterir ve kendilerini
takdir eden ciimleler kurmalar i¢in firsatlar1 oldugunu ve sdyle bir ciimleyi
'Kendimle ilgili en takdir eftigim............... ' tamamlayarak bunu
gerceklestirebileceklerini agiklar. Her ¢ocuk bu ciimle yapistm tamamlama
sansina sahiptir ve herkes bitirdikten sonra lider katilimlan igin tesekkiir eder.

Sonug¢: Oturum sonunda su sorular tartigilir:

1) Sizin igin kendinizle ilgili takdir ettiiniz bir seyleri aynaya sdylemek neye
benziyordu?

2) Bu etkinligi yapmaktan ne 6grendiniz?

3) Her giin kendinizle ilgili takdir ettiiniz bir seyi sGyleme aligtirmasi

yapmak ister misiniz?
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4) Eger birine onunla ilgili takdir ettifiniz bir seyi sdylerseniz ne olacagim

diigtinliyorsunuz?

Lider, ¢ocuklara onlarin ¢aligmalarina ne kadar deger verdigini sdyler ve
sectikleri yolu kutlayip, o yolda basarili olacaklarina inandifim belirtir.

84



LADY VE TORAMAN

Bay ve Bayan Uygur’un kiigiik oglu Burak’in Lady ve Toraman adinda iki
kopegi varmig. Lady yumusacik, parlak tiiyleri ve kivrik kuyruguyla ¢ok giizel
bir kopekmis. Bu kopek o kadar glizelmis ki Burak ve ailesi kdpekleriyle
dolagmaya ¢iktiklarinda, Lady’i gorenler onlar1 durdurup cinsini sorarlarmig.
Herkes sahane bir k6pek oldugunu ve onun tipki bir kraligeye benzedigini
soyler; onu bir siire severlermig. Burak’in arkadaglani da Lady’le oynamaya

bayilir ve Lady disar1 giktifinda hemen onun etrafina toplamrlarms.

Toraman ise 6zel bir kopek degilmis. Seyrek ve kisa tiiyleri, sirtinda kamburu
ve topal bacadiyla insanlarin ilgisini ¢ekmiyormus. Biitiin bunlar olurken o
boynu biikiik bir sekilde afir agir arkalarindan ylirlir, lizglin ve keyifsiz
goriiniirmiig. Hi¢ kimse onun igin gok giizel, harika veya akilli demedigi gibi,
onun yiiriiyligiiyle ilgili sakalar yaparlarmig. Oysa Toraman’m diger
kopeklerden farkh yiirlimesinin sebebi daha kiigiik bir yavruyken ayaginin
kirilmig olmasiymig. Bu ylizden de Toraman egilerek ve ayagim siiriikleyerek

Bir giin yine Burak ve ailesiyle yaptiklar ytirliylisten dondiikten sonra, Lady ve
Toraman, birbiriyle dost olan iki képegin yaptig1 gibi konusmaya baglamislar.
Toraman, Lady’e demis ki: ‘Sen benim diinyadaki en iyi dostumsun ve beni
¢ok sevdigini biliyorum. Fakat Burak ve ailesiyle yliriiylise ¢iktifimiz zaman,
insanlar sana giizel s6zler sGyleyip, benim g¢elimsiz halimle ilgili sakalar
yapinca ¢ok kiziyorum, aglamak ve ayakkabilarim ¢ignemek istiyorum.
Onlara: ‘Hey ben de buradaymm, beni de fark edin. Benim muhtesem bir
burnum var.” demek istiyorum; fakat yapamiyorum. Sadece orada &ylece
duruyor ve kendi kendime agliyorum. Benim yamimda olur ve duygularimi
dikkate alir misin? Dostlarmin beni oldugum gibi kabul ettikleri bilmeye
ihtiyacim var. Giizel veya ¢irkin olmam 6nemli degil.’
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Lady, Burak’in arkadaglarmin ve komgsularimin satagmalarindan dolay:
Toraman’in kendini berbat, yalmz ve 6fkeli hissettiginin farkinda degilmis.
‘Oh Toraman. Cok iizgiiniim. Sana iyi bir dost olamadim. Senin arkadagligina
sadik kalamadim. Ciinkii senin ihtiyaglarim unuttum. Insanlarin beni
Svmelerinden hoglantyorum fakat senin sahip oldugun ozellikleri insanlarin
gormesine ihtiyacin oldugunu fark edemedim, bunlar gézle goriinemeseler bile.
Herkesin, dig goriiniigtiniin farkli olmasinin, i¢inde giizellik olmadig1 anlamina
gelmedigini bilmesini istiyorum. Sen, benim sahip oldugum en sevgi dolu,
sadik ve diiriist arkadagsin. Bundan sonra duygularina karsi daha dikkatli
olmaya ¢aligacagim’ demis.

Ertesi giin Burak, Lady ve Toraman’i da alip parka oynamaya gitmis. Lady
yollarda ziplayip oynayarak caka satarken, Toraman ise bacagim ¢ekerek fakat
kalbinde dostluk duygulariyla Lady’nin arkasindan yiirtiyormus. Komsular1 ve
arkadaglann yine Lady’nin muhtesem bir kopek oldugunu sdylemeye
baglamiglar. Lady, giizellidiyle ilgili konusulmaya baglandigim biliyormus.
Bagim geriye atmig, yiiksege ziplayip, uzun tiiylerini ugusturmus. Bu haliyle
¢ollerin krali¢esine benziyormus. Lady arkasimi dontip Toraman’ gordiigiinde,
onun kendisini terk edilmis ve girkin hissettigini anlamig. Ona dogru kosmus
ve képek dilinde kulagma soyle fisildamig: ‘Toraman, kendini unutulmus ve
takdir edilmemis hissediyorsun ¢linkii bu insanlar senin i¢inin ne kadar giizel
oldugunu bilmiyorlar. Ben biliyorum ve sahip oldugun biitiin 6zellikleri takdir

ediyorum.’

Toraman baz insanlarin kendi goriintigiiyle ilgili  dugtlincelerini
degistiremeyecegini fakat Lady’nin arkadaghfmndan gurur duydugunu
hissetmis. Ihtiyaglarimi ona sdyleyebilmenin ve gergek duygularimi onunla
paylagabilmenin mutluludunu yagiyormus. Lady, onun diigiincelerini dinliyor
ve ona kendisini 6zel hissettirmeye calisiyormus. Toraman, kendisinin ve
Lady’nin 6zel bir dostlugu oldugunu artik anlamas.
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ORTA

COK

MUTLULUK

Sevingli

Mutlu

Canh

Enerji dolu

Ayaklarn yerden kesilmek

Muhtesem

Harika

Mutluluktan ugmak
Diinyalar onun olmak
Kendinden gecmek

Incinmis
Keyifsiz
Aglamakh
Dertlenmig
Durgun

Umitsiz
Uzgiin
Kederli
Cam sikkin
Terkedilmis
Onemsiz

Reddedilmis

KIZGINLIK

Duyarsiz
Huysuz
Hir¢in
Kiiskiin
Dikkafal

Nefret dolu
igrenmis

Sinirli

Diigmanca
Baginp ¢agirmak

Ofkeli

Hiddetli

Kiiplere binmek
Ates piiskiirmek
Saldirgan
Tepesinin tas: atmig

KORKU

Endiseli
Huzursuz
Tedirgin
Gergin
Kaygih
Korunmasiz

Korkmug
Urkek
Tehlikede
Dona kalmak

o0
0

Panik icinde
Sok olmak
Dehsete diigmek
Solugu kesilmek
Buz kesilmek

ETIM KURULU

ASYON MERKEZi

TC YOKSEKOGR
DOXDOMANT,



