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Research Article

The aim of this study is to conduct a needs analysis to determine the awareness and
requirements of early childhood education stakeholders regarding social-emotional
well-being and the emotion coaching approach. Within this analysis, the case study
model, one of the qualitative research methods, was employed. The research was
conducted during the 2022-2023 academic year in public and private early childhood
education institutions across 12 different regions classified in the statistical regional
classification of the Ministry of Development (2013). The study involved 21 preschool
teachers, 27 school principals/administrative staff, 26 auxiliary staff, and 19 parents of
preschool-aged children. As for the data collection tools, a "Volunteer Stakeholder
Identification Form" was used to select participants for focus group discussions, and a
"Semi-Structured Focus Group Interview Form" was utilized. The data obtained through
these tools were analyzed using the content analysis method. The findings revealed that
participants struggled to define the emotion coaching approach and the sub-dimensions
of social-emotional well-being. Participants stated that they lacked sufficient knowledge
and practical skills regarding these concepts. Additionally, the results indicated a need
to enhance awareness of the impact of emotion coaching and social-emotional well-
being on individuals' daily lives and social relationships.
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Bu ¢alismanin amaci, erken ¢ocukluk egitimi paydaslarinin sosyal duygusal iyi olus ve
duygu koglugu yaklagimina iliskin farkindaliklarini belirlemeye yonelik bir ihtiyag¢ analizi
gerceklestirmektir. Bu analiz kapsaminda nitel arastirma ydntemlerinden durum
galismasi modeli kullaniimistir. Arastirma, 2022-2023 egitim-6gretim yilinda Kalkinma
Bakanhgi’'nin (2013) istatistiki bolge siniflandirmasinda yer alan 12 farkh bélgedeki resmf
ve 6zel okul 6ncesi egitim kurumlarinda gorev yapan 21 okul éncesi 6gretmeni, 27 okul
mudurd/idari personel, 26 yardimci personel ve 19 okul 6ncesi ¢aginda gocugu bulunan
veli katilmistir. Arastirmada veri toplama araci olarak, odak grup goriismelerine katilimci
belirlemek amaciyla “Gonilli Paydas Belirleme Formu” ve “Yari Yapilandiriimig Odak
Grup Gorusme Formu” olmak Uzere iki veri toplama araci kullanilmistir. Toplanan veriler
icerik analizi yontemiyle ¢ozimlenmistir. Yapilan inceleme sonucunda, katilimcilarin
duygu koglugu yaklasimi ve sosyal duygusal iyi olusun alt boyutlarini tanimlamakta
zorlandiklari belirlenmistir. Katihmcilar, bu kavramlara dair yeterli bilgiye ve uygulama
becerisine sahip olmadiklarini ifade etmislerdir. Ayrica duygu koglugu ile sosyal duygusal
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Arastirma Makalesi iyi olusun bireylerin glnlik yasami ve sosyal iliskileri Uzerindeki etkisine dair
farkindaliklarinin gelistirilmesine ihtiyag duyuldugu sonucuna ulagiimigstir.

Introduction

Early childhood is a critical stage in an individual's developmental process, and the experiences
acquired during this period, the relationships established with the surrounding environment, and the
education received are among the key factors that directly influence future life (Senemoglu, 2004). It is
well established that the developmental rate of children is at its peak during this stage, and the
foundations of personality are laid. Therefore, the environmental factors and interaction patterns to
which children are exposed in their care and education processes leave long-term imprints on their
development (Kuru, 2020). Given that social-emotional, cognitive, psychomotor, and language
development are most intense during this period, it is crucial for adults to provide conscious guidance to
help children recognize their individual talents and interests. To ensure that children acquire desirable
behaviors and maintain their social-emotional well-being, all stakeholders in their environment must
adopt a consistent approach. In this regard, it is emphasized that sustainable and collaborative models
should be adopted in educational settings to support children's development (Ekinci-Vural, 2006; Erol,
2016; Keklik, 2008; Korkmaz, 2020).

It has been observed that environmental factors and relationships among stakeholders play a decisive
role in the development of children's sense of security (G6zcl-Binbir & Ertiirk-Kara, 2020). Strengthening
these relationships has positive effects on children's social-emotional development (Martin & Dowson,
2009). Social relationships are essential for individuals to develop self-confidence, social skills, and
empathy. Individuals who can establish positive social relationships in early childhood are more effective
in utilizing these skills in later stages of life. In this context, holistic approaches that ensure stakeholders
adopt a common attitude in educational processes gain importance. The "whole-school approach,"”
emphasized by the European Commission (2015), stands out as a model designed to meet this need. This
model aims to enhance children's learning, behavior, and well-being processes by transforming the school
community into a strategic and collaborative structure (Hamilton & Redmond, 2010; Rogers, 2000; Ross
& Leathwood, 2013).

In recent years, various projects based on the whole-school approach have been implemented. For
instance, while examining health-promoting programs in European schools, Jensen and Simovska (2002)
highlighted initiatives grounded in this model. Similarly, the European Commission (2015) has undertaken
initiatives based on this model to prevent early school leaving. Likewise, projects developed by the Hong
Kong Ministry of Education to improve reading performance have also adopted the whole-school
approach (The Curriculum Development Council, 2014). Such studies underscore the necessity of
collaboration among all stakeholders within and outside the school in the educational process.
Additionally, research conducted in seven different countries with the support of the World Health
Organization (WHO) has demonstrated that implementations based on the whole-school approach have
health-promoting effects in schools (Jensen & Simovska, 2002). Although studies on this model in Turkey
are relatively limited, research focusing on cyberbullying (Altundag, 2018) and psychological resilience
(Aydogan & Eryigit-Madzwamuse, 2020) has incorporated the whole-school approach. Both national and
international literature indicate that stakeholder collaboration within schools is a key factor in enhancing
the effectiveness of this model. Such holistic approaches adopted in educational settings contribute to
students' success both academically and in social-emotional domains.

The emotion coaching approach, developed by John Gottman, is defined as a communication model
aimed at supporting social-emotional skills (Gus et al., 2017). This approach seeks to help children
understand and regulate their emotions, with a particular focus on managing intense emotional
experiences. The literature contains findings indicating that emotion coaching supports children's well-
being in home and school environments (Gus et al., 2017; Havighurst et al., 2013; Kesmez, 2023; Loop &
Roskam, 2016; Nevruzoglu, 2023; Wu et al., 2019). In recent years, there has been an increase in projects
based on the whole-school approach that incorporate emotion coaching practices in education. Rose et
al. (2016) emphasize that this approach strengthens interactions between educators and students and
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supports positive behavioral changes. The integration of emotion coaching into educational programs is
considered a factor that enhances students' academic and social adaptation.

In this context, increasing the awareness of early childhood stakeholders regarding social-emotional
well-being and emotion coaching is of significant importance. As awareness in this area develops, it is
anticipated that training programs designed for stakeholders will yield positive contributions. The
foundation of emotion coaching consists of developing a relational approach with individuals and
implementing strategies for emotion regulation (Gilbert, 2013). Studies have shown that emotion
coaching practices strengthen student-teacher relationships, support classroom management skills, and
improve students' self-regulation and emotion management abilities (Gus et al., 2017; Kesen, 2023;
Kesmez, 2023; Nevruzoglu, 2023). Research on emotion coaching in early childhood in Turkey remains
limited (Kesen, 2023; Kesmez, 2023; Kuru, 2023; Kuru et al., 2021; Nevruzoglu, 2023).

Within the framework of the whole-school approach, the adoption of the emotion coaching model by
educators, school staff, and parents is essential for integrating this approach into school culture. Projects
such as those conducted by Stoke (2016), Somerset (2017), and Kingsbury (2018), as well as the
"Attachment Aware Schools Programme" led by the University of Oxford's Faculty of Education, are
among the initiatives that have systematically incorporated emotion coaching into educational
environments. Research conducted within these projects has revealed the positive effects of emotion
coaching on student well-being, emotion regulation skills, and academic achievement (Digby et al., 2017;
Dingwall & Sebba, 2018; Gus, 2018; Rose et al., 2016). However, these studies have not directly focused
on the preschool education period. Given the goals set for the development of the education system, it is
necessary to increase studies supporting children's social-emotional well-being in early childhood. The
absence of a preschool-focused study in the literature that integrates emotion coaching and social-
emotional well-being within the whole-school approach highlights the significance of future research in
this area.

The aim of this study is to conduct a needs analysis to determine the awareness of early childhood
education stakeholders regarding social-emotional well-being and emotion coaching. Considering that
early childhood is a critical phase in individual development, identifying stakeholders' awareness levels in
this context is of great importance for guiding future programs and training initiatives. This study seeks to
comprehensively examine early childhood education stakeholders' knowledge levels concerning social-
emotional development processes, their perspectives on current practices, and the areas that require
further development. Accordingly, the research questions guiding this study are as follows:

1. To what extent are early childhood education stakeholders aware of the emotion coaching
approach?

2. To what extent are early childhood education stakeholders aware of social-emotional well-being?

3. To what extent are early childhood education stakeholders aware of emotion regulation?

4. To what extent are early childhood education stakeholders aware of psychological resilience?

5. To what extent are early childhood education stakeholders aware of self-regulation?

6. To what extent are early childhood education stakeholders aware of social-emotional adaptation?

Method
Research Design

This study aims to examine the awareness of early childhood education stakeholders regarding social-
emotional well-being and emotion coaching approaches. The research was conducted using an embedded
multiple case study design within the framework of qualitative methods. Qualitative research seeks to
deeply analyze the experiences, perceptions, and behaviors of individuals, groups, or communities. To
achieve this, data were collected through techniques such as open-ended interviews, focus groups,
observations, and document analyses, and the obtained data were interpreted using thematic or content
analysis methods (Yildirrm & Simsek, 2013). Case study methodology comprehensively describes and
analyzes the real-life contextual experiences of a particular phenomenon or social unit, addressing how
the subject manifests under different conditions in a holistic manner (Ekiz, 2003). The multiple case study

1168



Erpak Yildiz & Kuru— Cukurova Universitesi Egitim Fakiiltesi Dergisi, 54(3), 2025, 1166-1215

design enables comparisons across various examples of the research topic, while the embedded multiple
case study approach allows for a detailed examination of each case by breaking it down into
subcomponents (Creswell, 2017; Yildirm & Simsek, 2013). This methodological framework aims to
comprehensively reveal awareness regarding the subdimensions of social-emotional well-being, including
self-regulation, emotion regulation, social-emotional adaptation, psychological resilience, and emotion
coaching approaches.

Study Group

This study was conducted as part of the TUBITAK-1001 funded project titled "A Kindergarten Model
Proposal to Support Sustainable Social-Emotional Well-Being in Early Childhood." The study group
consisted of stakeholders who responded to a nationwide call in Turkey during the spring semester of the
2022-2023 academic year.

Participants were selected through purposive sampling. In accordance with the regional classification
of the Ministry of Development (2013), as adopted by the Turkish Statistical Institute (TURKSTAT), a total
of 93 individuals were included in the study. These comprised 21 preschool teachers, 27 school principals,
26 auxiliary staff members, and 19 parents, selected from 12 statistical regions across Turkey (Ankara,
Istanbul, Sanliurfa, Van, Tunceli, Mus, Nevsehir, Karabiik, Antalya, izmir, Balikesir, Denizli, Mersin, Sivas,
Erzurum, Konya, Kayseri, Bolu, Ordu, 1gdir, Erzincan, and Trabzon). Initially, the target sample included 96
individuals—two participants from each stakeholder group in each region. However, due to losses and
systemic disruptions following the earthquake on February 6, 2023, the final number of participants
reached was 93.

Participants were selected among individuals who had not received prior training on emotion coaching
or on components of socio-emotional well-being, such as emotion regulation, self-regulation, socio-
emotional adaptation, and psychological resilience. Participation in the focus group discussions was
voluntary. Participants were informed about the research process, and ethical approvals were obtained.
In accordance with confidentiality principles, all participants were assigned specific codes to ensure
anonymity.

School Principals

A total of 27 school principals from 16 different cities participated in the study. Their ages ranged from
27 to 50, and their professional experience varied from 3 to 27 years, with an average of 13.5 years.
Regarding educational background, 48.1% (n= 13) held a master’s degree, 48.1% (n= 13) held a bachelor’s
degree, and 3.7% (n= 1) held a doctoral degree. In terms of institution type, 63% (n= 17) worked in private
institutions, while 37% (n= 10) were employed in public institutions. Additionally, 66.7% (n= 18) of the
principals had children.

Preschool Teachers

Twenty-one preschool teachers from 13 different cities took part in the study. Participants’ ages
ranged from 23 to 47, with professional experience spanning from 1 to 20 years; the average was 7.5
years. In terms of educational qualifications, 81% (n= 17) held a bachelor's degree, 14.3% (n=3) held a
master's degree, and 4.8% (n= 1) held an associate degree. Concerning the type of institution, 52.4% (n=
11) worked in private institutions, while 47.6% (n= 10) were employed in public institutions. Additionally,
47.6% (n= 10) of the teachers had children.

Auxiliary Staff

A total of 26 auxiliary staff members from 11 cities participated in the study. Their ages ranged from
26 to 53, with professional experience varying between 1 and 18 years; the average experience was 7
years. Educational backgrounds were as follows: 51.9% (n= 13) held a high school diploma, 22.2% (n=6)
had completed middle school, 18.5% (n=5) completed primary school and 3.7% (n= 1) held an associate
degree. A majority of 74.1% (n= 20) worked in public institutions, while 25.9% (n= 6) were employed in
private institutions. Furthermore, 88.9% (n= 23) of the auxiliary staff were parents.
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Parents

Nineteen parents from 14 cities participated in the study. Their ages ranged from 27 to 42. Regarding
educational attainment, 42.1% (n= 8) held a bachelor's degree, 36.8% (n=7) held a master's degree, 10.5%
(n=2) held a doctoral degree, and 5.3% (n= 1) had completed high school. Based on the type of schools
their children attended, 52.6% (n= 10) were from private schools, and 47.4% (n= 9) from public schools.
The children’s ages ranged between 2 and 6 years.

Data Collection Tools

In this study, the Volunteer Stakeholder Identification Form and the Semi-Structured Focus Group
Interview Form were used as data collection tools. These forms were developed by five experts in early
childhood education and one expert in measurement and evaluation, prepared based on a literature
review, and revised in accordance with expert opinions.

Volunteer Stakeholder Identification Form: This form was designed to determine the participation
details of stakeholders (preschool teachers, school principals, auxiliary staff, and parents) in focus group
interviews. It includes demographic information about the participants (city, age, educational
background, and parental status) as well as their previous training in social-emotional well-being and
emotion coaching. Additionally, specific criteria are incorporated, such as seniority and school type for
teachers and school principals, as well as children's age information for parents.

Semi-Structured Focus Group Interview Form: This form was developed to identify training modules
related to emotion coaching and the dimensions of social-emotional well-being. It aims to assess
participants' awareness of key concepts such as emotion coaching, emotion regulation, self-regulation,
psychological resilience, and social-emotional adaptation. The form consists of two sections, structured
to determine participants’ needs and their preferred learning methods regarding these topics.

Data Analysis

The data collected in this study were analyzed using the content analysis method. Content analysis is
a widely used approach in social sciences that focuses on identifying the meanings and relationships of
words and concepts related to specific themes based on predefined rules (Bengtsson, 2016). In the
analysis process, participants' perceptions and knowledge levels regarding emotion coaching, emotion
regulation, self-regulation, psychological resilience, and social-emotional adaptation were evaluated.

To ensure data reliability, independent analyses were conducted by two researchers, and coding
categories were compared. The reliability coefficient was determined as 95.74%, indicating a high level of
reliability.

Validity and Reliability

Unlike quantitative research, qualitative studies focus on consistency rather than generalizability.
Validity concerns the accuracy, meaningfulness, and applicability of research findings, while reliability
refers to whether the study produces similar results under the same conditions with different participants
(Kog, 2016). In qualitative research, it is essential to record interviews in video, audio, or written form to
ensure reliability. Additionally, detailed transcription of the entire process is an effective way to enhance
the study’s credibility (Karabacak, 2022). In this study, all interviews were video and audio recorded and
later transcribed into text.

While preparing interview questions, conducting content analyses, and interpreting results, 12 field
experts were consulted. To ensure consistency and verifiability, expert opinions were sought at every
stage, and necessary adjustments were made based on discussions of the findings.

Content Validity Ratio (CVR) is a measure used to determine whether an item should be included in
the assessment tool. Lawshe (1975) defined CVR using the following formula: The Content Validity Index
(CV1) is calculated as the proportion of items with significant CVR values. If the CVI is equal to or greater

1170



Erpak Yildiz & Kuru— Cukurova Universitesi Egitim Fakiiltesi Dergisi, 54(3), 2025, 1166-1215
than the CVR, content validity is achieved. Based on these analyses, the study was deemed to have
sufficient validity and reliability.

For the emotion regulation dimension,sevennine items were removed, while 7 items were eliminated
from the psychological resilience sub-dimension, nine items from the self-regulation sub-dimension, 8
items from the social-emotional adaptation sub-dimension, and 10 items from the emotion coaching sub-
dimension due to their Content Validity Ratio (CVR) values falling below 0.667. After the removal of these
items, Content Validity Index (CVI) calculations were performed, and it was found that the CVI values for
all sub-dimensions exceeded 0.667. This result confirms that content validity was achieved.

Findings
Findings based on the data obtained in this section are presented below.
1. Findings on Emotion Coaching
Table 1 presents the identified codes and sub-codes related to the definition of emotion coaching.

Table 1
Findings on the definition of emotion coaching
Stakeholder

Code Sub-Code f
Group
Supporting others in managing emotions  Guidance process
Being a supportive figure in
emotion management 1
Ways to cope with negative
emotions
School No prior knowledge 5
Principal
Recognizing emotions 3
Managing emotions 2
Expressing emotions 1
Accepting emotions 1
Supporting others in managing emotions Guidance process
Being a supportive figure 5
Teacher Providing options
Managing emotions
Recognizing emotions
No prior knowledge
Supporting others in managing emotions Providing guidance
5
Parent Guidance process
Managing emotions 4
No prior knowledge 1
No prior knowledge 5
. Managing emotions 2
Auxiliary Recognizing emotions 1
Staff gnizing
Expressing emotions 1
Life Coach 1
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As seen in Table 1, the analysis of participants’ definitions of emotion coaching revealed six codes and
two sub-codes. Additionally, five school principals, one teacher, one parent, and six auxiliary staff

members stated that they had no prior knowledge of emotion coaching.

Regarding supporting others in managing their emotions, T8 shared the following perspective: "My
guess is that emotion coaching is about helping children who struggle to express their emotions, guiding

them to articulate themselves better. That’s how | perceive its purpose.”

In the overall distribution, the most frequently cited code by participants was supporting others in
managing their emotions. This was followed by managing emotions, recognizing emotions, expressing

emotions, accepting emotions, and guiding emotions, respectively.

Table 2 presents findings on participants’ behaviors related to prioritizing emotions in communication

with others.

Table 2

Findings on Prioritizing Emotions in Relationships

Stakeholder

Code Sub-Code f
Group
Prioritizing emotions in Acting politely/tolerantly
communication with others Acting based on emotions/Valuing
emotions 5
Creating an environment that helps
relaxation
Valuing others' emotions 4
Allowing the expression of emotions 1
School Principal  Trying to understand others 2
Listening to others 2
Recognizing emotions in response to 1
events and situations
Providing a sense of security 1
Making others realize their emotions 1
are understood
Supporting problem-solving 1
Allowing the expression of emotions 5
Recognizing emotions in response to )
events and situations
Prioritizing emotions in 5
communication with others
Teacher Making others realize their emotions 5
are understood
Valuing others' emotions 1
Trying to understand others 1
Providing a sense of security 1
Supporting problem-solving 1
Prioritizing emotions in
communication with others 3
Allowing the expression of emotions 3
Parent Valuing others' emotions 2
Recognizing emotions in response to 1
events and situations
Trying to understand others 1
Accepting all emotions 1
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Listening to others 1

Finding it important

Sometimes failing to give necessary
importance

Expressing emotions through behavior 1

Auxiliary Staff 1

Based on participants' statements regarding prioritizing emotions in relationships, 13 codes and three
sub-codes were identified (See Table 2). The analysis revealed that school principals were represented by
nine codes, teachers by eight, parents by seven, and auxiliary staff by three.

T18 described this approach as follows: "Before starting the day, | form a circle with my students. | ask
them how they feel at the beginning of the day and allow them to express their emotions. | adopt this
method to enhance children’s emotional awareness and communication skills."

Looking at the overall distribution, the most frequently repeated code among participants was
prioritizing emotions in communication with others. This was followed by providing opportunities for
emotional expression, considering others' emotions, and emotional awareness. Less frequently
mentioned codes included accepting all emotions, finding emotions significant, and lack of emotional
expression.

Table 3 presents a detailed analysis of participants' perspectives on considering others' emotions.

Table 3
Findings on Perspectives Regarding Considering Others' Emotional States
Stakeholder Group Code Sub-Code

Understanding one's own emotions
Valuing others' emotions
School Principal Understanding others' emotions
Being sensitive/involved
Respecting/accepting others' emotions
Understanding others' emotions
Valuing others' emotions
Teacher Accepting one's own emotions
Understanding one's own emotions
Respecting/accepting others' emotions
Acknowledging the importance of emotions
Valuing others' emotions
Being sensitive/involved
Trying to provide support
Auxiliary Staff Emotional approach
Understanding others' emotions
Valuing others' emotions

Parent

R P NNWWUWOR PR NWRRRRR[=-
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Nine codes were identified from participants' statements regarding their views on considering others'
emotional states (See Table 3). The analysis revealed five codes each for school principals, teachers, and
auxiliary staff, while parents were represented by two codes.

Regarding being sensitive and attentive, AS4 stated: "I try to be sensitive. Whether it’s towards
children, colleagues, or teachers, | make an effort to be considerate of their emotions. Especially when it
comes to children, we usually support them in their activities."

In the overall distribution of codes, the most frequently expressed concept was giving importance to
others' emotions. This was followed by understanding others' emotions, being sensitive and attentive,
caring, understanding one’s own emotions, emotional approach, trying to provide support, and
respecting/accepting others' emotions. The least mentioned code was accepting one’s own emotions.

2. Findings on Emotion Regulation

Table 4 provides an overview of the codes and sub-codes associated with the definition of emotion
regulation.

Table 4

Definition of Emotion Regulation
Stakeholder Code Sub-Code
Group

Appropriately reflecting/expressing
emotional state

Being aware of emotional state Own emotions, Others’
School Princinal emotions
chool Principa Controlling emotional reactions Anger management

Coping with negative emotions
Adapting to changes in emotional state

Showing empathy
Being aware of emotional state Own emotions, Others’
emotions
Controlling emotional reactions Staying calm
Appropriately reflecting/expressing
Teacher .
emotional state
Adapting to changes in emotional state
Coping with negative emotions
Labeling emotions
Appropriately reflecting/expressing
emotional state
Controlling emotional reactions Staying calm
Parent
Being aware of emotional state Own emotions, Others’
emotions
Coping with negative emotions
Controlling emotional reactions Anger management

- Self-awareness
Auxiliary Staff . . )
Appropriately reflecting/expressing

emotional state

When analyzing participants' definitions of emotion regulation (See Table 4), eight codes and three
sub-codes were identified. Examining these codes by occupational groups, it was observed that school
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principals and teachers highlighted six codes, parents emphasized four codes, and auxiliary staff focused
on three codes.

One of the principals (SP10) expressed their view on emotion regulation as follows: "I have never heard
of the concept of emotion regulation before, so | never felt the need to research it. However, as far as |
understand, it seems to be related to people giving appropriate reactions to events."

Looking at the overall distribution, the most commonly cited concept was appropriately expressing
one's emotional state, followed by controlling emotional reactions, being aware of one's emotional state,
coping with negative emotions, adapting to emotional changes, labeling emotions, demonstrating
empathy, and self-awareness.

Table 5 presents findings related to participants' approaches to negative emotional responses.

Table 5
Approaches to Negative Emotional Reactions

Stakeholder Code Sub-Code f
Group

Giving rational responses to emotions Reflecting emotions, Being 5
decisive, Staying calm
Accepting emotions Understanding emotions 3

Redirecting attention from the negative 2
emotion to another situation

School Principal Allowing the expression of emotions

Changing/preventing the situation
causing the negative emotion

Increasing positive emotions
Demonstrating empathetic behavior

= N

Sharing emotions

P N =

Giving rational responses to emotions Reflecting emotions, Being
decisive, Staying calm
Accepting emotions Understanding emotions

N

Redirecting attention from the negative 2
emotion to another situation

Demonstrating empathetic behavior 2
Increasing positive emotions

Seeking support in response to 1
emotional distress

Teacher

Allowing the expression of emotions
Deprivation of a favored activity 1

0o

Giving rational responses to emotions Reflecting emotions, Being
decisive, Staying calm

Redirecting attention from the negative 5

emotion to another situation

Accepting emotions Understanding emotions

Parent Changing/preventing the situation

causing the negative emotion

Staying unresponsive Waiting for them to calm 2
down

Seeking support in response to 1

emotional distress
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Increasing positive emotions
Demonstrating empathetic behavior
Sharing emotions

Allowing the expression of emotions

D e N

Giving rational responses to emotions Reflecting emotions, Being
decisive, Staying calm
Auxiliary Staff Sharing emotions
Changing/preventing the situation
causing the negative emotion

N

The analysis of participants' approaches to negative emotional responses revealed 11 codes and five
sub-codes (See Table 5). When examining the distribution of these codes across participant groups, it was
found that eight codes were prominent among school principals and teachers, ten codes among parents,
and three codes among auxiliary staff.

One parent (P4) described the effectiveness of redirecting attention as follows: "When you offer an
alternative that they enjoy, they can shift their attention and forget what made them angry or upset. It’s
actually a way of diverting their focus, but it works."

Examining the overall distribution, the most frequently used strategy was giving rational responses to
emotions. This was followed by redirecting attention, accepting emotions, changing or eliminating the
source of negative emotions, demonstrating empathy, providing opportunities for emotional expression,
increasing positive emotions, sharing emotions, seeking emotional support, remaining unresponsive, and
withholding a preferred activity as a form of regulation.

3. Findings on Self-Regulation

The analysis of participants' views on self-regulation revealed two main themes: the definition of self-
regulation and the importance of self-regulation.

Table 6 presents the codes and sub-codes related to the definition of self-regulation.

Table 6
Findings on the Definition of Self-Regulation
Stakeholder

Code Sub-Code f
Group
Behavioral regulation Making appropriate decisions, 7
Controlling behavior, Self-
control
School Emotional regulation Regulating emotions 5
Principal Thought regulation Mental sequencing 4
Don't know 1
Self-discipline 1
Planning the day 1
Managing the learning process Maintaining learning 10
independently, Taking
responsibility, Making
appropriate decisions,
Achieving goals
Teacher Problem-solving Solving problems 5
independently, Being solution-
oriented
Self-monitoring Self-regulation 3
Behavioral regulation Internalizing behavior 3
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Self-discipline

Don't know

Self-awareness
Recognizing/expressing emotions
Emotional regulation

Managing the learning process Prioritizing tasks

Emotional regulation Regulating internal emotions
Behavioral regulation Giving appropriate reactions
Self-awareness

Don't know

Organizing personal space

Establishing daily routines

Emotional regulation

Haven't heard of it

Planning Creating personal order
Being organized

Self-awareness

Self-confidence

Behavioral regulation

Parent

Auxiliary Staff
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When analyzing participants' definitions of self-regulation (See Table 6), 16 codes and 17 sub-codes
were identified. Additionally, one school principal and one teacher, two parents, and three auxiliary staff
members stated that they had never heard of the concept of self-regulation or did not know its definition.

One parent (P7) defined self-regulation as follows: "I see it as an individual's ability to discover their
inner values and apply them in daily life. For example, after playing with toys, a child should be able to put
them away and regulate their own behavior."

When examining the overall distribution, the most frequently cited codes were behavior regulation
and managing the learning process. These were followed by emotion regulation, problem-solving, thought
regulation, and self-awareness. Less frequently mentioned codes included self-control, self-discipline,
planning, being organized, recognizing and expressing emotions, establishing daily routines, daily
planning, organizing personal space, self-reflection, and developing self-confidence.

Table 7 presents findings related to the importance of self-regulation.

Table 7
Findings on the Importance of Self-Regulation
Stakeholder

Code Sub-Code f
Group
Positive social relationships Adapting to society 5
Self-awareness 2
School Principal BeirTg a? role model for the child 2
Achieving success 1
Increasing happiness 1
Managing the learning process 1
Positive social relationships Positive peer 11
communication, Adapting
to social life
Teacher Influencing others' lives Avoiding harming others 3
Avoiding negative consequences 1
Solving problems independently 1
Being a good individual 1

1177



Erpak Yildiz & Kuru— Cukurova Universitesi Egitim Fakiiltesi Dergisi, 54(3), 2025, 1166-1215

Achieving success 1
Self-confidence 1
Managing the learning process Taking responsibility, 9

Planning tasks, Setting
boundaries, Knowing
what they want

Positive social relationships Positive communication
Parent skills

(52}

Organizing life Leading an orderly life
Giving appropriate responses

Achieving success

Being a role model for the child

Adhering to social norms Being a proper individual
Being organized and neat

Giving appropriate responses

Being a role model for the child

Auxiliary Staff

R R R BR RN

When analyzing participants' views on the importance of self-regulation (See Table 7), 15 codes and
11 sub-codes were identified. Among the participant groups, teachers expressed the broadest range of
views with seven different codes, while school principals and parents mentioned six codes each, and
auxiliary staff referred to four codes.

One parent (P12) shared their thoughts on this topic: "The foundation of building healthy relationships
lies in our ability to control our emotions and behaviors. Maintaining this balance makes a significant
difference in an individual’s social life."

In the overall analysis, the most frequently cited code among participants was positive social
relationships. This was followed by managing the learning process, being a role model for children,
organizing life, adhering to social norms, achieving success, influencing others' lives, giving appropriate
responses, self-awareness, being organized, being a good individual, avoiding negative consequences,
developing self-confidence, and solving problems independently.

4. Findings on Psychological Resilience

The analysis of participants' views on psychological resilience revealed three main themes: the
definition of psychological resilience, coping with challenges or obstacles, and approaches toward others'
challenges or obstacles.

Table 8 presents findings related to the definition of psychological resilience.

Table 8
Definition of Psychological Resilience
Stakeholder Code Sub-Code f
Group
Ability to cope with problems/challenges Response patterns 6
Ability to recover from problems/challenges  Self-healing 2
Adapting to the required conditions of the 2
environment
School Principal  Sense of security Feeling safe, Trusting 2
others

Ability to control emotions
Awareness of emotions
Self-awareness

State of well-being

N

1178



Erpak Yildiz & Kuru— Cukurova Universitesi Egitim Fakiiltesi Dergisi, 54(3), 2025, 1166-1215

Ability to cope with problems/challenges Response patterns 2
State of well-being Feeling happy 2
Teacher Ability to control emotions Anger management 2
Awareness of emotions Own emotions, Others' 1
emotions
Ability to cope with problems/challenges Response patterns 4
Ability to control emotions and behaviors Anger management 3
Parent Adapting to the required conditions of the Coping with new 2
environment situations/events
State of well-being Feeling happy, Being 1
successful
Awareness of emotional state 1
Ability to control emotions 5
Auxiliary Staff Ability to cope with problems/challenges Staying calm 4
State of well-being 1
Ability to recover from problems/challenges 1

When analyzing participants' definitions of psychological resilience (See Table 8), 10 codes and 11 sub-
codes were identified.

One parent (P7) shared their perspective on psychological resilience: "Psychological resilience reminds
me of the capacity to cope with emotions. | see it as a concept that reflects how individuals handle different

and challenging situations."

In the overall analysis, the most frequently cited concept was the ability to cope with challenges or
obstacles. Additionally, emotional control, well-being, and adapting to environmental conditions were

identified as fundamental aspects of psychological resilience.

Table 9 presents findings related to the coping strategies participants use when facing challenges or

obstacles.

Table 9

Coping with Problems or Challenges

Stakeholder
Group

Code

Sub-Code

School Principal

Allowing time for a solution
Adopting a solution-oriented
perspective

Distancing from the problem
Identifying/understanding the
problem/challenge

Seeking support

Staying calm
Dealing with the
problem/challenge
Breathing exercises

Friend

Teacher

Distancing from the problem

Seeking support

Accepting the problem
Adopting a solution-oriented
perspective
Identifying/understanding the
problem/challenge
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Adopting a solution-oriented Researching, generating, 11

perspective and applying solutions

Identifying/understanding the Finding the cause of the 5

Parent prob!em/challenge problem .

Seeking support Expert, Friend 4

Distancing from the problem Avoiding communication, 3
Concealing emotions and
thoughts

Adopting a solution-oriented Generating solutions 4

perspective

Distancing from the problem Avoiding communication, 4

Breathing exercises,

Engaging in activities

(dancing, singing, etc.)
Establishing communication Defending oneself, 4

Talking to the person

involved in the issue

Auxiliary Staff

Seeking support Expert, Experienced 3
person, Friend

Staying calm 3

Identifying/understanding the 1

problem/challenge

When analyzing participants' coping strategies for challenges or obstacles (See Table 9), eight main
codes and 17 sub-codes were identified. Examining these strategies by participant groups, it was found
that school principals mentioned five different coping strategies.

One school principal (SP9) explained the importance of taking time to process challenges as follows:
"Sometimes, problems that seem overwhelming in the moment don’t seem as big after a few hours or
days. It’s important not to rush into decisions, to pause, reflect, and take a deep breath."

One participant (AS27) described distancing from the problem as an effective method for them: "/
usually sing, dance, and spend fun moments with children to leave negativity behind. This helps me relax
and minimizes the times when | feel bad."

In the overall analysis, the most frequently mentioned coping strategy was having a solution-focused
mindset. This was followed by distancing oneself from the problem, seeking support, and
defining/understanding the issue.

Table 10 presents findings related to participants' approaches toward challenges or obstacles faced by
others.

Table 10
Approaches to Others' Problems/Challenges
Stakeholder

Code Sub-Code f
Group
Providing support Offering solutions/options, 5
Referring to an expert
Establishing communication Listening, Discussing the issue
School Principal  Allowing them to find their own Supporting the teacher facing the 1
solutions problem
Providing an opportunity to express 1

emotions and thoughts
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Providing support Helping understand the 5
problem/challenge, Offering
solutions/options

Allowing them to find their own Building belief that they can 2
solutions overcome the issue, Encouraging
the child to find a solution
Teacher - .
Providing an opportunity to express 1
emotions and thoughts
Providing supportive education Parental Education 1
Listening 1
Providing reassurance 1
Being a role model 1
Providing support Helping understand the 9
problem/challenge, Offering
solutions/options, Referring to an
expert
Allowing time for a solution 2
Parent .
Calming down 2
Allowing them to find their own Supporting the child facing the 1
solutions problem
Providing an opportunity to express 1
emotions and thoughts
Providing support Offering solutions/options 9
Establishing communication Listening 7
Auxiliary Staff Discussing the issue
Providing reassurance Making them feel supported 4
Seeking support From school principals 2

When analyzing participants' approaches toward challenges or obstacles faced by others (See Table
10), 10 main codes and 12 sub-codes were identified. Examining these approaches across participant
groups, four key strategies emerged among school principals.

One parent (P2) described the impact of helping a child calm down as follows: "First, I tell them to calm
down. I say, ‘Think about it—if you want, stay in your room alone and decide for yourself.’ Since my child
enjoys being alone, this helps. Later, they come to me and say, ‘Yes, you were right; | can solve this in
another way,” and they create their own solution."

One staff member (AS4) highlighted the importance of supporting others as follows: "I always want
my friend to feel that I’m there for them. If the problem is too big, we look for someone who can help, and
we try to find a solution together."

In the overall analysis, the most frequently cited approach was providing support to others.
Additionally, communicating, building trust, and allowing individuals to find their own solutions were
commonly adopted strategies.

5. Findings on Social-Emotional Adaptation

Table 11 presents findings related to participants' definitions of social-emotional adaptation.
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Table 11

Definition of Social-Emotional Adaptation

Stakeholder

Code Sub-Code f
Group
Communication/Relationship Peer communication, 4
Building Communication with adults
Adapting to different environments Sense of belonging 3
Exhibiting prosocial behavior Cooperation 2
s Interaction between social and 2
School Principal .
emotional structures
Displaying confident behavior Self-expression, Intrinsic 2
motivation
Emotion regulation 1
Secure attachment 1
Following rules Following classroom rules, 2
Following social rules
Playing games Establishing games, 2
Participating in games
Adapting to different environments 2
Teacher Displaying confident behavior Self-expression 1
Self-awareness 1
Communication/Relationship Peer communication 1
Building
Don’t know
Emotion Regulation 1
Adapting to different environments Sense of belonging, Living in 7
different environments,
Adapting to the
environment
Parent Communication/Relationship Peer communication, 4
Building Communication with adults
Displaying confident behavior Self-expression, Expressing 2
emotions
Exhibiting prosocial behavior Sharing 1
Communication/Relationship Peer communication, 3
Building Talkativeness
Auxiliary Staff Being adaptable 1
Displaying confident behavior Assertiveness 1
Exhibiting prosocial behavior 1

When analyzing participants' definitions of social-emotional adaptation (See Table 11), 11 different
codes were identified.

One teacher (T8) explained the connection between emotion regulation and social relationships:
"Emotional skills form the foundation of social relationships. Children who can regulate their emotions
develop stronger friendships, adapt more easily to classroom rules, and display fewer problematic

behaviors."

When examining the overall distribution, social-emotional adaptation was most frequently defined
using the concepts of adapting to different environments and communication/relationship building. These

were followed by displaying self-confident behavior and demonstrating prosocial behavior.
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Table 12 presents findings related to challenges encountered in the social-emotional adaptation
process.

Table 12
Issues Encountered in Social-Emotional Adaptation

Stakeholder

Code Sub-Code f
Group
Individual differences Perception styles, Displaying 2
different reactions
Issues related to children Cryin 2
School Principal ying
Language problems
Issues related to teachers Lack of experience 1
Issues related to parents 1
No issues 7
. Issues related to children Reluctance to attend school, 2
Auxiliary Staff .
Crying
Issues related to parents Lack of communication 1

When analyzing the challenges participants faced in the social-emotional adaptation process (See
Table 12), five main codes and seven sub-codes were identified regarding the sources of these issues.
Responses from school principals and auxiliary staff indicated that among school principals, the most
frequently mentioned challenges were individual differences (variations in perception and reactions) and
child-related issues (crying and language difficulties).

One school principal (SP10) discussed challenges with parents' expectations: "A parent sending their
child to school for the first time does not have the same expectations as a parent who has already sent
multiple children to school. Being a parent is something they learn over time. However, first-time parents
often have very high expectations, which can make the adaptation process more difficult for both teachers
and children. Children develop an unconscious perception by listening to their parents talk about school at
home. Parents, often without realizing it, shape their child’s perspective on school."

The most frequently emphasized challenge was children’s adaptation problems. This was followed by
issues related to parents, individual differences among children, and challenges involving teachers.

Table 13 presents findings related to methods used by participants to support social-emotional
adaptation.
Table 13
Practices to Support Social-Emotional Adaptation
Stakeholder

Code Sub-Code f
Group
Collaborating with others Collaborating with parents, 6
School Principal Collaborating with teachers
Conducting individual studies Individual work with the child, 4
Individual work with the family
Collaborating with parents 3
Establishing/adhering to 3
classroom rules
Teacher Developing empathy skills 2
Playing together 1
Providing a sense of security 1
Supporting decision-making 3
Parent Encouraging emotional expression 3
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Being in different environments 2
Allowing freedom 1
Supporting socialization Spending time with peers 1
Encouraging independent 1
decision-making

Spending ti ith the child

Auxiliary Staff pen . ing time wi . ecn
Creating a safe environment 1

When analyzing participants' practices to support social-emotional adaptation (See Table 13), 15 codes
and five sub-codes were identified. Among the participant groups, parents reported the most strategies
(six codes), followed by teachers (five codes), while school principals and auxiliary staff each contributed

two codes to the process.

One staff member (AS5) highlighted the importance of fostering a sense of security: "A child's first day
at school is incredibly important. Welcoming them at the door, smiling, guiding them, showing them their
classrooms, introducing them to their peers—all of these steps are crucial in helping children feel safe."

The most commonly used strategy to support social-emotional adaptation was working collaboratively
with children. Additionally, granting children autonomy, encouraging emotional expression, developing

empathy skills, and creating a secure environment were frequently mentioned methods.

Table 14 presents findings related to participants' practices for addressing social-emotional adaptation

challenges.

Table 14

Practices for Addressing Social-Emotional Adaptation Issues

Stakeholder

Code Sub-Code f
Group
Implementing an adaptation week 2
School Principal Collaborating with teachers 1
Collaborating with parents 1
Collaborating with parents 2
Establishing contact Hugging/Touching, 2
Standing beside the
child
Teacher Adhering to classroom rules 2
Understanding the child's emotions Supporting emotional 1
expression
Collaborating with the guidance unit 1
Being a role model 1
Being in different environments 1
Parent
Being consistent Being firm about 1
following rules
Understanding the child's emotions Supporting emotional 2
expression
Establishing contact Standing beside the 2
child, Understanding
Auxiliary Staff emotions
Helping the child feel better 1
Adopting a solution-oriented approach Positive attitude 1
Being consistent Being firm about 1
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Spending time together Playing games 1

When analyzing participants' approaches to solving social-emotional adaptation challenges (See Table
14), 13 main codes and seven sub-codes were identified. Among the participant groups, auxiliary staff
provided the most solution strategies (six codes), followed by teachers (five codes), while school principals
and parents each contributed three codes.

One staff member (AS26) shared their experience in helping children cope with emotions: "l work in
the cafeteria, and during meal times, | pay attention to children’s emotions. They often say they miss their
mothers and start crying. | try to support them by saying, 'l miss my mom too, but I'll see her when | go
home in the evening.' This helps them feel understood and comforted."

The most frequently mentioned solution strategy was establishing physical contact with children.
Additionally, understanding children's emotions, collaborating with parents, and developing positive,
supportive approaches were also commonly emphasized by participants.

Discussion and Conclusion

In this study, which aimed to examine the awareness of early childhood education stakeholders
regarding social-emotional well-being and emotion coaching approaches, a multiple case study design
was employed as one of the qualitative research methods. The research was conducted with 93 preschool
teachers, school principals, auxiliary staff, and parents working in different regions of Turkey. Within the
scope of a TUBITAK-1001-funded project, participants’ awareness of the sub-dimensions of emotion
coaching and social-emotional well-being was explored through open-ended interviews, focus groups,
and document analysis and evaluated using thematic analysis. Based on the findings, the following
conclusions were drawn.

Findings on the Emotion Coaching Approach: The results of the study indicate that participants lacked
sufficient knowledge about the concept of emotion coaching and had limited practical experience in this
area. While some participants stated that they had heard the term emotion coaching for the first time
during the study, others described it as "providing emotional support to others" or "helping with emotion
regulation". However, these definitions overlook the fact that emotion coaching is not just about
supporting others but also about recognizing and managing one's own emotions, making it a
comprehensive and holistic process (Gottman & Declaire, 2020; Rose et al., 2021). In this regard, emotion
coaching should be understood as an integrated model that includes various stages such as recognizing,
interpreting, and expressing emotions.

A general trend among participants revealed that emotion coaching was not systematically
implemented in classroom interactions, and teachers did not adopt a structured approach in this regard.
Main et al. (2017) highlighted the positive effects of emotion coaching on interpersonal relationships,
while Gus et al. (2017) emphasized that teachers' adoption of these practices strengthens student-teacher
relationships and enhances the sense of security in the learning environment. However, the findings
suggest that, although teachers possess theoretical knowledge about emotion coaching, they struggle to
effectively integrate it into classroom practices.

When examining participants' conceptual understanding of emotion coaching, it was observed that
they possessed fundamental skills such as understanding, accepting, and managing emotions but did not
approach these skills holistically within the framework of emotion coaching. These results align with Kloes’
(2015) study, which found that teachers trained in emotion coaching established more empathetic and
emotionally responsive interactions with their students.

In this context, raising awareness among education stakeholders about emotion coaching and
incorporating these skills into educational processes will enhance the emotional awareness of teachers
and school principals, enabling them to adopt a more supportive approach in classroom environments
(Gottman & Declaire, 2020).
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Findings on Emotion Regulation: The research findings indicate that participants did not fully grasp
the concept of emotion regulation and applied this skill in a limited capacity. Participants often defined
emotion regulation as "controlling emotions" or "expressing emotions appropriately”, but they
overlooked critical dimensions such as awareness, acceptance, and strategic management (Harrington,
Trevino, Lopez & Giuliani, 2020). In particular, it was observed that participants lacked awareness of
strategies for coping with negative emotions, highlighting the need for further development in this area.

The data revealed that emotion regulation is not merely an individual skill but plays a crucial role in
social and educational environments. Research by Grams and Jurowetzki (2015), Ulutas and Macun
(2016), and Duca et al. (2023) emphasizes that emotion regulation significantly influences children's
emotional development, academic success, and social adaptation. However, the current study found that
participants did not fully comprehend these aspects of emotion regulation.

According to the research findings, emotion regulation is not solely about controlling emotions; it also
involves recognizing, accepting, and developing strategies for positive emotional guidance (England-
Mason & Gonzalez, 2020; Trawick-Smith, 2013). However, assessments of the participants suggest that
teachers and school principals had limited knowledge of strategies that support emotion regulation skills.
Studies by Goleman and Declaire (2020) highlight the importance of adults serving as role models for
children in emotion regulation, and the findings of this study further emphasize the need for raising
awareness among teachers and parents on this subject.

In conclusion, this study reveals that education stakeholders did not fully understand emotion
regulation and experienced difficulties in its application. Participants generally perceived emotion
regulation as a simple control mechanism, failing to grasp its multidimensional nature. Differences in
perspectives among teachers, school principals, and parents further complicated the development of a
consistent emotion regulation practice in educational settings. This hinders the full utilization of
opportunities that could support students' emotional development and results in a lack of a holistic
approach in educational processes.

Findings on Self-Regulation: The findings indicate that participants lacked sufficient knowledge and
awareness of self-regulation. As defined by Savina (2021), self-regulation refers to an individual's ability
to manage attention, emotions, and behaviors in line with internal goals and external demands. Although
this skill is critical for academic and social success (McClelland et al., 2010), it was found to be
underemphasized in educational environments.

Participants most frequently described self-regulation in terms of "behavior regulation" and
"managing the learning process". Additionally, they referred to "emotion regulation," "problem-solving,"
and "self-awareness" to a lesser extent. However, these descriptions did not fully capture the
developmental and multidimensional nature of self-regulation. Among school principals, "behavior
regulation" was the most prominent concept, whereas teachers focused more on "managing the learning
process". In contrast, Kopp’s (1982) research emphasizes that self-regulation develops through a complex
process starting in infancy and includes subcomponents such as cognitive control, emotional regulation,
and social adaptation.

Regarding the importance of self-regulation in education, participants primarily viewed it in terms of
forming positive social relationships and managing learning processes. However, Diamond (2013)
highlighted that self-regulation includes cognitive regulation components, particularly executive functions
(working memory, inhibitory control, and cognitive flexibility), which were not sufficiently understood by
participants. Similarly, Kochanska et al. (2001) demonstrated that self-regulation is directly related to an
individual's ability to internalize social norms, yet this connection was not fully recognized by participants.

The overall findings of the study indicate that self-regulation skills were perceived differently by
teachers and school principals, and there was insufficient systematic effort to develop these skills in
educational environments. It is particularly important to emphasize cognitive and behavioral regulation
dimensions more explicitly in educational processes. The neurobiological foundations of self-regulation
and its relationship with child development, as discussed by Thompson (1994) and, Blair and Ursache
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(2011), were also not well understood by participants. This lack of knowledge hinders the establishment
of a consistent self-regulation practice in educational settings.

Findings on Psychological Resilience: The findings of the study indicate that participants faced
challenges in understanding and applying the concept of psychological resilience in daily life. Psychological
resilience is a multidimensional concept that refers to individuals' ability to cope with difficulties, adapt
to unexpected situations, and recover from adverse life events. However, participants primarily defined
psychological resilience as "the ability to deal with problems" or "controlling emotions", which does not
fully capture the broad scope of the concept (Frydenberg et al., 2020; Selguk, 2023). This interpretation
contradicts the broader perspective of Luthar et al. (2000), who define psychological resilience as "the
process of positive adaptation despite significant adversity."

When analyzing participants' approaches to psychological resilience, the most frequently mentioned
code was "developing a solution-oriented perspective". This was followed by "distancing oneself from the
problem," "seeking support," and "identifying/understanding the problem." These findings align with
D'Zurilla and Nezu (2010) and Maydeu-Olivares and D'Zurilla (1995), who emphasize the importance of
maintaining a positive problem-solving approach. However, participants lacked the ability to deeply
analyze problems and establish specific strategies, revealing a gap in their problem-solving processes. This
finding supports Masten’s (2001) concept of "ordinary magic," which highlights the fundamental adaptive
systems that foster resilience in everyday life but are not fully understood by participants.

Another key finding was that participants generally preferred to offer support when witnessing others
experiencing difficulties. This approach aligns with Ungar’s (2008) emphasis on the social dimension of
psychological resilience. However, it was found that participants lacked specific strategies to effectively
provide support, indicating a limited understanding of the social aspects of resilience.

From an educational perspective, the study highlights the critical importance of fostering psychological
resilience in educational environments (Gardner & Stephens-Pisecco, 2019). However, the findings
revealed that teachers and school principals lacked systematic approaches to support psychological
resilience. As Masten and Obradovi¢ (2006) emphasize, resilience is a developmental process that should
be nurtured from an early age. Nevertheless, participants lacked sufficient knowledge on how to guide
this process effectively.

Participants primarily perceived psychological resilience as an individual trait, overlooking its
ecological dimensions and the importance of social support mechanisms (Ungar, 2011). This narrow
perspective prevented them from recognizing that psychological resilience is not merely an individual
capacity but also a product of interactions with one's environment and society.

The findings suggest that participants had a limited understanding of psychological resilience and
lacked effective strategies for its application. This restricts individuals' ability to cope with challenges and
hinders efforts to enhance resilience at a societal level. Therefore, developing structures that support
psychological resilience in educational environments and raising awareness of its broader dimensions are
necessary.

Findings on Social-Emotional Adaptation: The study findings indicate that participants had insufficient
knowledge and awareness regarding social-emotional adaptation. Social-emotional adaptation is a
multidimensional concept that involves effectively regulating emotions and behaviors in social
environments, establishing healthy and positive social relationships, and adapting to new settings (Dennis
& Kelemen, 2009; Oliveria et al., 2023). This skill plays a critical role in an individual's overall psychological
well-being and social integration (Raver, 2002; Bierman & Erath, 2006). However, participants often
provided superficial definitions of social-emotional adaptation, failing to grasp its comprehensive
structure.

Participants generally limited their understanding of social-emotional adaptation to aspects such as
"communicating," "adapting to new environments," and "displaying self-confident behavior." While
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school principals and teachers provided more precise definitions than other stakeholders, their
descriptions still failed to fully reflect the holistic nature of social-emotional adaptation.

The study also identified key challenges related to social-emotional adaptation, particularly difficulties
experienced by children and parents. The most frequently mentioned issues were "crying," "struggling to
adapt to school," and "language barriers." These problems are directly related to teachers' classroom
management skills, parents' ability to respond to their children's emotional needs, and the level of parent-
teacher collaboration (Bronfenbrenner & Morris, 2006; Hamre & Pianta, 2005).

Participants suggested solutions such as collaborating with parents, establishing emotional
connections with children, and increasing communication with families. However, it was found that these
strategies were not effectively implemented in practice. Research indicates that structured intervention
programs such as Social-Emotional Learning (SEL) programs significantly enhance social-emotional
adaptation skills (Durlak et al., 2011). This finding underscores the need to develop systematic programs
to support social-emotional adaptation in early childhood education.

Data obtained from focus group discussions indicate that participants had insufficient knowledge of
emotion coaching and the sub-dimensions of social-emotional well-being, including emotion regulation,
self-regulation, psychological resilience, and social-emotional adaptation. This knowledge gap contributes
to teachers’ failure to adequately incorporate social-emotional development into their classroom
practices (Jennings & Greenberg, 2009). Given that early acquisition of social-emotional skills is critical for
individuals’ lifelong social relationships and emotional health (Elias & Weissberg, 2000), addressing these
gaps is essential.

The study’s findings suggest that the importance of social-emotional adaptation in preschool
education has not been fully recognized, and there is a lack of a systematic approach in this area. Jensen
and Simovska (2002) proposed the "whole-school approach," which provides a comprehensive framework
for integrating emotion coaching into the education system. Enhancing educators' knowledge and skills
in this area is essential to supporting students’ social-emotional development (Zins et al., 2004). There is
a growing need to place greater emphasis on social-emotional adaptation in education and develop
comprehensive training programs to address this issue.

Based on the findings and results obtained from this study, the following recommendations are
proposed:

e Dissemination of Emotion Coaching Training: A substantial proportion of participants reported
being unfamiliar with the concept of emotion coaching and provided only limited or partial
definitions. This gap impedes the effective management of emotions in teacher—student
interactions. Accordingly, it is recommended that structured, in-service training programs
grounded in emotion coaching be developed for all stakeholders in early childhood education.
Such programs should cover the skills of recognizing, labeling, accepting, and expressing
emotions.

e Strengthening Emotional Communication: The findings indicate that children are not adequately
guided in identifying and expressing their emotions. Encouraging stakeholders to engage in more
emotion-focused conversations with children in daily life, to use a wider range of emotional
expressions, and to provide appropriate scaffolding will enhance children’s emotional awareness.
It is therefore advised that teachers and parents integrate the emotion coaching approach into
their everyday interactions.

e Systematic Training in Social-Emotional Skills: Participants demonstrated only a limited or
superficial grasp of fundamental skills such as emotion regulation, self-regulation, psychological
resilience, and social-emotional adaptation. Consequently, comprehensive training curricula that
address all dimensions of socio-emotional well-being should be developed and offered to every
stakeholder. These trainings must include not only conceptual knowledge but also practical,
application-oriented strategies.
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e Teachers' Activity Planning: It was found that teachers do not consistently adopt a systematic
approach when planning and implementing socio-emotional learning activities. Therefore,
teachers should be encouraged to design and regularly conduct developmentally appropriate
activities that support students’ emotional states within the classroom. Demonstrating these
practices through model sessions in teacher preparation courses would be particularly effective.

e Enhancing School-Family Collaboration: The research revealed that parents lack sufficiently
effective strategies for supporting their children’s socio-emotional adaptation. To address this,
parents should be better informed about socio-emotional development, and a more functional,
collaborative communication network between school and family should be established. Parent
education sessions and guidance services should be structured to reinforce this process.

e Social-Emotional Learning (SEL) Programs: The absence of structured intervention programs for
supporting socio-emotional adaptation hinders the consistency of practices in educational
settings. It is recommended that Social-Emotional Learning (SEL) programs be developed and
integrated into the preschool curriculum. These programs should provide teachers with concrete
examples of implementation and systematically support students’ socio-emotional skill
development.

e Limitations of the Study and Suggestions for Future Research: The present study’s findings are
based on a limited sample and participants’ self-reported data. Future research should employ
larger and more diverse samples to corroborate quantitative data, conduct applied intervention
studies, and perform long-term impact analyses.
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Tiirkge Siirimiui

Giris

Erken cocukluk donemi, bireyin gelisim slrecinde kritik bir asamadir ve bu dénemde edinilen
deneyimler, cocugun gevresiyle kurdugu iliskiler ve aldigi egitim, gelecekteki yagamini dogrudan etkileyen
unsurlar arasinda yer almaktadir (Senemoglu, 2004). Bu dénemde ¢ocuklarin gelisim hizinin en yiksek
oldugu ve kisilik temellerinin atildigi bilinmektedir. Dolayisiyla, cocuklarin bakim ve egitim siureglerinde
maruz kaldiklari cevresel faktorler ve etkilesim bicimleri, onlarin gelisiminde uzun vadeli izler
birakmaktadir (Kuru, 2020). Sosyal-duygusal, bilissel, psikomotor ve dil gelisiminin en yogun yasandigi bu
dénemde, ¢ocuklarin bireysel yeteneklerini ve ilgi alanlarini fark edebilmesi igin yetiskinlerin bilingli bir
rehberlik sunmasi 6nemlidir. Cocugun istendik davranislari kazanmasi ve sosyal-duygusal iyi olusunu
sirdirebilmesi icin, cevresindeki tiim paydaslarin tutarh bir yaklasim sergilemesi gerekmektedir. Bu
dogrultuda, ¢ocugun gelisimini desteklemek amaciyla egitim ortamlarinda strdirilebilir ve isbirlikgi
modellerin benimsenmesi gerektigi vurgulanmaktadir (Ekinci-Vural, 2006; Erol, 2016; Keklik, 2008;
Korkmaz, 2020).

Cocuklarin giiven duygularinin gelisiminde, cevresel faktérler ve paydaslar arasindaki iliskilerin
belirleyici oldugu goérulmektedir (Gozci-Binbir & Ertirk-Kara, 2020). Bu iliskilerin giclendirilmesi,
¢ocuklarin sosyal-duygusal gelisimi Gzerinde olumlu etkiler yaratmaktadir (Martin & Dowson, 2009).
Sosyal iliskiler, bireyin kendine giivenini, sosyal becerilerini ve empati yetenegini gelistirmesi agisindan
onemlidir. Erken ¢ocukluk déneminde olumlu sosyal iliskiler kurabilen bireyler, ilerleyen yaslarda da bu
yetilerini daha etkili bir sekilde kullanabilmektedir. Bu baglamda, egitim siireclerinde paydaslarin ortak
tutum benimsemesini saglayan butlincil yaklasimlar 6nem kazanmaktadir. Avrupa Komisyonu'nun (2015)
vurguladig "tim okul yaklasimi" bu ihtiyaci karsilamaya yonelik bir model olarak 6ne ¢ikmaktadir. Bu
model, okul toplulugunu stratejik ve isbirlik¢i bir yapiya kavusturarak ¢ocuklarin 6grenme, davranis ve
refah sireglerini iyilestirmeyi amaglamaktadir (Hamilton & Redmond, 2010; Rogers, 2000; Ross &
Leathwood, 2013).

Son yillarda, tiim okul yaklasimina dayali gesitli projelerin yiriitildiigi gériilmektedir. Ornegin, Jensen
ve Simovska (2002), Avrupa'da okullarda sagligi tesvik eden programlari incelerken, Avrupa Komisyonu
(2015) erken okul terkini 6nleme konusunda bu modeli temel alan girisimlerde bulunmustur. Benzer
sekilde, Hong Kong Egitim Bakanligi tarafindan okuma performansini artirmaya yonelik olarak gelistirilen
projelerde de tim okul yaklasimi benimsenmistir (The Curriculum Development Council, 2014). Bu tlr
¢alismalar, egitim sirecinde okul igi ve digindaki tlim paydaslarin is birligi icinde hareket etmesinin
gerekliligini ortaya koymaktadir. Ayrica, Diinya Saghk Orgiiti’niin (WHO) destegiyle yedi farkli tilkede
ylratilen arastirmalar, tim okul yaklasimina dayali uygulamalarin okullarda saghgi tesvik edici etkiler
yarattigini gostermektedir (Jensen & Simovska, 2002). Tiirkiye’de ise daha sinirli olmakla birlikte, sanal
zorbalik (Altundag, 2018) ve psikolojik saglamlik (Aydogan & Eryigit-Madzwamuse, 2020) konularinda tim
okul yaklasimini merkeze alan galismalar gerceklestirilmistir. Ulusal ve uluslararasi literatir, bu modelin
etkililigini artirmada okul paydaslarinin is birliginin kilit bir faktér oldugunu ortaya koymaktadir. Egitim
ortamlarinda benimsenen bu tir bitlncil yaklasimlar, 6grencilerin hem akademik hem de sosyal-
duygusal alanlarda daha basarili olmalarina katki saglamaktadir.

Duygu koglugu yaklasimi, John Gottman tarafindan gelistirilen ve sosyal-duygusal becerileri
desteklemeyi amacglayan bir iletisim modeli olarak tanimlanmaktadir (Gus vd., 2017). Bu yaklasim,
cocuklarin duygularini anlamalarina ve diizenlemelerine yardimci olmayi hedeflemekte, 6zellikle yogun
duygusal deneyimlerin yonetilmesine odaklanmaktadir. Alanyazinda, duygu koglugunun ev ve okul
ortamlarinda ¢ocuklarin iyi olusunu destekledigine dair bulgular yer almaktadir (Gus vd., 2017; Havighurst
vd., 2013; Kesmez, 2023; Loop & Roskam, 2016; Nevruzoglu, 2023; Wu vd., 2019). Egitimde duygu koglugu
uygulamalarina yonelik son yillarda tiim okul yaklasimina dayal projelerin arttigi da gérilmektedir. Rose
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ve digerleri (2016), bu yaklasimin egitimciler ve 6grenciler arasindaki etkilesimi giiclendirdigini ve olumlu
davranis degisikliklerini destekledigini vurgulamaktadir. Egitim programlarina duygu koglugunun
entegrasyonu, Ogrencilerin akademik ve sosyal wuyumlarini destekleyen bir faktor olarak
degerlendirilmektedir.

Bu baglamda, erken cocukluk dénemi paydaslarinin sosyal-duygusal iyi olus ile duygu koglugu
konusundaki farkindaliklarinin artirilmasi énem arz etmektedir. Bu farkindahgin gelismesiyle birlikte,
paydaslara yonelik egitimlerin de bu alanlarda olumlu katkilar saglayacagi 6ngorulmektedir. Duygu
koglugunun temelini, kisilerle iliskisel bir yaklagim gelistirme ve duygulari ydnetme stratejileri
olusturmaktadir (Gilbert, 2013). Yapilan galismalar, duygu koglugu uygulamalarinin 6grenci-6gretmen
iliskilerini giglendirdigini, sinif yonetimi becerilerini destekledigini ve 6grencilerin 6z diizenleme, duygu
yonetimi gibi becerilerini gelistirdigini gostermektedir (Gus vd., 2017; Kesen, 2023; Kesmez, 2023;
Nevruzoglu, 2023). Tiirkiye'de erken ¢ocukluk doneminde duygu koglugu konusunda yapilan ¢alismalarin
sinirli oldugu goérilmektedir (Kesen, 2023; Kesmez, 2023; Kuru, 2023; Kuru vd., 2021; Nevruzoglu, 2023).

Tim okul yaklasimi gercevesinde, egitimciler, okul ¢alisanlari ve ebeveynlerin duygu koglugu modelini
benimsemeleri, bu yaklasimin okul kiiltiriine entegre edilmesi agisindan 6nem tasimaktadir. Stoke (2016),
Somerset (2017) ve Kingsbury (2018) gibi projeler ile Oxford Universitesi Egitim Fakiltesi tarafindan
yuratalen "Duyarli Okullar Programi” (Attachment Aware Schools Programme) duygu koglugunu egitim
ortamlarinda sistematik hale getiren calismalardan bazilaridir. Bu projelerde yapilan arastirmalar, duygu
koglugu uygulamalarinin 6grenci refahi, duygu diizenleme becerileri ve akademik basari tizerindeki olumlu
etkilerini ortaya koymaktadir (Digby vd., 2017; Dingwall & Sebba, 2018; Gus, 2018; Rose vd., 2016). Ancak,
bu calismalarin okul 6ncesi egitim donemine dogrudan odaklanmadigi gérilmektedir. Egitim sisteminin
gelisimine yonelik belirlenen hedefler dogrultusunda, erken gocukluk déneminde cocuklarin sosyal-
duygusal iyi oluslarini destekleyici ¢alismalarin artirilmasi gerekmektedir. Literatiirde duygu koglugu ve
sosyal-duygusal iyi olusu bir araya getiren, tiim okul yaklasimina dayali okul éncesi odakli bir ¢alismanin
bulunmamasi, bu alanda yapilacak arastirmalarin énemini artirmaktadir. Bu g¢alismanin amaci, erken
cocukluk egitimi paydaslarinin sosyal-duygusal iyi olus ve duygu koclugu farkindaliklarini belirlemeye
yonelik bir ihtiyag analizi yapmaktir. Erken ¢ocukluk déneminin bireyin gelisiminde kritik bir evre oldugu
gbz 6nune alindiginda, bu baglamda paydaslarin farkindalik dizeylerinin belirlenmesi, ileride uygulanacak
program ve egitimlerin yonlendirilmesi agisindan biyik énem tasimaktadir. Bu ¢alisma, erken gocukluk
egitimi paydaslarinin sosyal-duygusal gelisim sireglerine dair bilgi duzeylerini, mevcut uygulamalar
hakkinda gorislerini ve gelistirilmesi gereken alanlari kapsamli bir sekilde ele almayi hedeflemektedir. Bu
dogrultuda arastirmaya yon veren sorular sunlardir:

1. Erken cocukluk egitimi paydaslarinin duygu koglugu yaklasimi konusunda farkindaliklari
nelerdir?

2. Erken gocukluk egitimi paydaslarinin sosyal duygusal iyi olus konusunda farkindaliklari

nelerdir?

Erken ¢ocukluk egitimi paydaslarinin duygu diizenleme konusunda farkindaliklari nelerdir?

Erken gocukluk egitimi paydaslarinin psikolojik saglamlik konusunda farkindaliklari nelerdir?

Erken ¢cocukluk egitimi paydaslarinin 6z diizenleme konusunda farkindaliklari nedir?

o v s w

Erken c¢ocukluk egitimi paydaslarinin sosyal-duygusal uyum konusunda farkindaliklari
nelerdir?
Yontem

Arastirma Modeli

Bu calisma, erken cocukluk egitimi paydaslarinin sosyal duygusal iyi olus ve duygu koglugu
yaklasimlarina iliskin farkindaliklarini incelemeyi amaglamaktadir. Arastirma, nitel ydntemler ¢ergevesinde
ic ice gecmis coklu durum calismasi deseni kullanilarak gergeklestirilmistir. Nitel arastirma, bireylerin,
gruplarin ya da topluluklarin deneyim, algl ve davranislarini derinlemesine analiz etmeyi hedefler. Bu
amagla, acik uclu goriismeler, odak gruplari, gozlemler ve dokiman analizleri gibi tekniklerle veri
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toplanmakta ve elde edilen veriler tematik veya icerik analizi yontemleriyle yorumlanmaktadir (Yildirim ve
Simsek, 2013). Durum c¢alismasi, belirli bir olgunun ya da sosyal birimin gergek yasam baglamindaki
deneyimlerini kapsamli bir sekilde betimleyip analiz ederek, konunun farkli durumlar altinda nasil tezahir
ettigini bUtlncul bicimde ele alir (Ekiz, 2003). Coklu durum galismasi deseni ise; arastirilan konunun gesitli
ornekleri Gizerinden karsilastirma yapma imkani sunar; i¢ ice gegmis ¢oklu durum galismasi yaklasimi, her
bir durumun kendi iginde alt bilesenlere ayrilarak detayli incelenmesine olanak tanir (Creswell, 2017;
Yildirm & Simsek, 2013). Bu metodolojik gerceve, sosyal duygusal iyi olusun alt boyutlari olan 6z
dizenleme, duygu diizenleme, sosyal duygusal uyum, psikolojik saglamlik ve duygu koglugu yaklagimlarina
iliskin farkindaliklari kapsamli bir bicimde ortaya koymayi hedeflemektedir.

Calisma Grubu

Bu calisma, TUBITAK-1001 destekli "Erken Cocuklukta Sirdiiriilebilir Sosyal Duygusal lyi Olusu
Desteklemek igin Bir Anaokulu Modeli Onerisi" adli proje kapsaminda yiriitiilmistiir. Calisma grubunu,
2022-2023 bahar doneminde Tirkiye genelinde yapilan c¢agriya yanit vererek katilan paydaslar
olusturmustur.

Katilimcilar, amagl 6rnekleme ydntemi ile belirlenmis; Tiirkiye istatistik Kurumu’nun (TUIK) Kalkinma
Bakanligi (2013) siniflamasina gére 12 istatistiki bélgeden (Ankara, istanbul, Sanliurfa, Van, Tunceli, Mus,
Nevsehir, Karabiik, Antalya, izmir, Balikesir, Denizli, Mersin, Sivas, Erzurum, Konya, Kayseri, Bolu, Ordu,
Igdir, Erzincan ve Trabzon) secilen 21 okul 6ncesi 6gretmeni, 27 okul yoneticisi/idarecisi, 26 destek
personeli ve 19 veli calismaya dahil edilmistir. Baslangicta her bolgeden her paydas grubundan ikiser kisi
olmak lzere toplam 96 kisilik bir 6rneklem hedeflenmisse de 6 Subat 2023 tarihli deprem sonrasi yasanan
kayiplar ve sistemsel aksakliklar nedeniyle toplamda 93 katilimciya ulasiimistir.

Katilimcilar, sosyal-duygusal iyi olusun bilesenleri (duygu diizenleme, 6z diizenleme, sosyal-duygusal
uyum ve psikolojik saglamlik) ile duygu koglugu konusunda daha 6nce herhangi bir egitim almamis bireyler
arasindan secilmistir. Odak grup goriismelerine katilim igin génullulik esas alinmis, katilimcilar sireg
hakkinda bilgilendirilmis ve etik izinler alinmustir. Gizlilik ilkesi geregi tim katilimcilara 6zel kodlar atanarak
anonimlik saglanmistir.

Okul Yéneticileri

Calismaya 16 sehirden 27 okul yoneticisi katilmistir. Katiimcilarin yaslari 27-50 arasinda, mesleki
deneyimleriise 3-27 yil arasinda degismekte olup, ortalama deneyim siiresi 13.5 yildir. Egitim diizeylerine
gore; %48.1'i (n=13) yluksek lisans, %48.1’i (n=13) lisans, %3.7’si (n= 1) doktora mezunudur. Kurum tiriine
gore dagilim incelendiginde; %63’U (n= 17) 6zel kurumlarda, %37’si (n= 10) resmi kurumlarda goérev
yapmaktadir. Katilimcilarin %66.7’sinin (n= 18) ¢ocugu bulunmaktadir.

Okul Oncesi Ogretmenleri

Calismaya 13 sehirden 21 6gretmen katilmistir. Katihmcilarin yas araligi 23—-47, mesleki deneyimleri 1—
20 yil arasinda degismekte olup, ortalama deneyim siiresi 7.5 yildir. Ogretmenlerin %81’i (n= 17) lisans,
%14.3’U (n= 3) yiksek lisans, %4.8’i (n= 1) 6n lisans mezunudur. Kurum tird agisindan; %52.4’G (n= 11)
ozel, %47.6’s1 (n= 10) resmi kurumlarda galismaktadir. Katilimcilarin %47.6’si (n= 10) ¢cocuk sahibidir.

Destek Personeli

Calismaya 11 sehirden 26 destek personeli katilim saglamistir. Yaslari 26-53 arasinda, mesleki
deneyimleri ise 1-18 yil arasinda degismektedir; ortalama deneyim siiresi yedi yildir. Egitim diizeylerine
gore; %51.9'u (n= 13) lise, %22.2’si (n= 6) ortaokul, %18.5'i (n= 5) ilkokul, %3.7’si (n= 1) 6n lisans
mezunudur. Katilimcilarin %74.1'i (n= 20) resmi, %25.9’u (n= 6) 6zel kurumlardandir. Cocuk sahibi
olanlarin orani %88.9’dur (n=23).

Veliler
Calismaya 14 sehirden 19 veli katilmistir. Katiimcilarin yaslari 27-42 arasinda degismektedir. Egitim
diizeylerine gore; %42.1'i (n= 8) lisans, %36.8'i (n=7) yiksek lisans, %10.5’i (n= 2) doktora, %5.3’l( (n=1)
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lise mezunudur. Cocuklarinin egitim aldig1 okul tirlerine gére; %52.6s1 (n= 10) 6zel, %47.4°l (n=9) resmi
okul 6grencisidir. Cocuklarinin yas aralig ise 2—6’dr.

Veri Toplama Araglar

Bu calismada veri toplamak amaciyla Gonilli Paydas Belirleme Formu ve Yari Yapilandirilmis Odak
Grup Goriisme Formu kullanilmistir. Formlar, bes okul oncesi egitim alan uzmani ve bir 6lgme
degerlendirme uzmani tarafindan gelistirilmis, ilgili literatlir taranarak hazirlanmis ve uzman gérusleri
dogrultusunda yenilenmistir.

Goniillii Paydas Belirleme Formu: Katihmcilarin (okul 6ncesi 6gretmenleri, yoneticiler, diger personel
ve veliler) odak grup goriusmelerine katihm bilgilerini belirlemek amaciyla olusturulmustur. Form,
katilimcilarin demografik bilgileri (il, yas, egitim durumu, ¢cocuk sahibi olma durumu) ile sosyal duygusal iyi
olus ve duygu koglugu egitim gecmislerini icermektedir. Ayrica, 6gretmenler ve yoneticiler icin kidem
durumu ve gorev yaptiklari okul tard, veliler icin gocuklarinin yas bilgisi gibi kriterler de yer almaktadir.

Yari Yapilandiriimis Odak Grup Gériisme Formu: Duygu koglugu ve sosyal duygusal iyi olusun
boyutlarina yonelik egitim modillerinin belirlenmesi amaciyla hazirlanmistir. Form, katiimcilarin duygu
koglugu, duygu diizenleme, 6z diizenleme, psikolojik saglamlik ve sosyal-duygusal uyum konularindaki
farkindaliklarini 6lgmeyi hedeflemektedir. iki béliimden olusan sorular, katilimcilarin bu konulara dair
ihtiyaclarini ve tercih ettikleri 6grenme yontemlerini belirlemeye yonelik yapilandiriimistir.

Veri Analizi

Calisma kapsaminda toplanan veriler “icerik analizi” yéntemiyle incelenmistir. icerik analizi, sosyal
bilimlerde yaygin olarak kullanilan bir yontem olup; belirli kurallara dayal temalar olusturarak belirli
konulara iliskin kelime ve kavramlarin anlamlarini ve iliskilerini belirlemeye odaklanir (Bengtsson, 2016).
Analiz surecinde katihmcilarin duygu koglugu, duygu diizenleme, 6z diizenleme, psikolojik saglamlik ve
sosyal duygusal uyum konularina yonelik algilari ve bilgi diizeyleri degerlendirilmistir.

Verilerin anlami ve iliskileri yorumlanmis, paydaslarin verdigi yanitlar dogrultusunda kodlar
belirlenmis, benzer kodlar ayni tema altinda gruplandinimis, farkli kodlar icin yeni temalar
olusturulmustur. icerik analizi siirecine ek olarak “betimsel analiz yéntemi” de kullanilarak dogrudan
alintilarla bulgular desteklenmistir.

Verilerin  givenilirligini  saglamak amaciyla, iki arastirmaci tarafindan bagimsiz analizler
gerceklestirilmis ve kodlama ile kategoriler karsilastirilmistir. Yapilan hesaplamalar sonucunda givenilirlik
katsayisi %95.74 olarak belirlenmistir.

Gegerlik ve Giivenirlik

Nitel arastirmalar, nicel arastirmalardan farkli olarak genellemeye degil, tutarliiga odaklanir. Gegerlik,
arastirmacinin ulastigr sonuglarin dogrulugu, anlamhligi ve kullanilabilirligi ile ilgiliyken; glvenirlik,
arastirmanin ayni kosullarda farkl katilimcilarla benzer sonuglar Uretip lretmedigini ifade eder (Kog,
2016). Nitel calismalarda her gorlismenin gorintili, sesli veya yazili olarak kaydedilmesi énemlidir.
Surecin ayrintih sekilde yaziya dokilmesi de galismanin glivenirligini artirmanin etkili yollarindan biridir
(Karabacak, 2022). Bu baglamda, arastirmada tiim goriismeler géruntili ve sesli olarak kaydedilmis ve
ardindan yazili metne dénustirialmistir.

Gorusme sorulari hazirlanirken, igerik analizleri yapilirken ve bulgular yorumlanirken 12 alan
uzmanindan goris alinmistir. Uzman goruslerinden elde edilen veriler igin Kapsam Gegerlik Orani (KGO)
ve Kapsam Gegerlik indeksi (KGi) hesaplanmistir. Duygu diizenleme boyutu icin dokuz madde, psikolojik
saglamlik alt boyutu icin yedi madde, 6z diizenleme alt boyutu icin dokuz madde, sosyal duygusal uyum
alt boyutu icin sekiz madde ve duygu koglugu alt boyutu icin 10 madde KGO degeri 0.667’den diistik oldugu
icin ¢ikarilmistir. Maddeler gikarildiktan sonra KGi élgiimleri hesaplanmis ve tiim alt boyutlar igin 0.667’nin
izerinde oldugu gorilmistir. Bu sonug, kapsam gecerliginin saglandigini gbstermektedir.
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Bulgular
Bu bélimde, elde edilen veriler dogrultusunda, bulgular asagida sunulmustur.
1. Duygu Kogluguna iliskin Bulgular

Tablo 1’da duygu koglugunun tanimina iliskin belirlenen kodlar ve alt kodlar sunulmaktadir.

Tablo 1
Duygu Koglugu Tanimina iliskin Bulgular
Z?Zﬂ‘f Kod Alt Kod f
Baskalarina duygularini yénetme Rehberlik etme stireci
konusunda destek verme .
Duygulari yonetme konusunda
destek veren kisi 11
Olumsuz duygularla bas etme
N yollari
Yonetidh  ilgi sahibi Degil 5
Duygulari fark etme 3
Duygularini yénetebilme 2
Duygulari ifade etme 1
Duygulari kabul etme 1
Baskalarina duygularini yénetme Rehberlik etme siireci
konusunda destek verme Destek olacak bir kisi 5
Bgretmen Secenekler Sunma
Duygularini yénetebilme
Duygulari fark etme 1
Bilgi Sahibi Degil 1
Baskalarina duygularini yonetme Yonlendirme
konusunda destek verme . L 5
Veli Rehberlik etme siireci
Duygularini yonetebilme 4
Bilgi Sahibi Degil 1
Bilgi Sahibi Degil 5
Duygularini ydonetebilme 2
Diger
personel Duygulari fark etme 1
Duygulari ifade etme 1
Yasam Kogu 1

Tablo 1'de gorildugia gibi, katihmcilarin duygu kogluguna iliskin tanimlamalarinin incelenmesi
sonucunda alti kod ve iki alt kod tespit edilmistir. Bununla birlikte, yoneticilerde bes, 6gretmenlerde ve
velilerde birer, diger personelde ise alti katimci duygu koclugu hakkinda 6n bilgisi olmadigini belirtmistir.

Baskalarina duygularini yonetme konusunda destek verme ile ilgili olarak V8, goriisiini su sekilde ifade
etmistir: “Yani duygularini dogru yerde ve dogru sekilde ifade edemeyenler igin yonlendirebilecek bir kogluk
diye diisiinliyorum. Hani o sekilde ¢agrisim oluyor bende ve ¢ocuklar zaten belli bir yasta duygularini
mesela ézellikle kendi kizimdan 6rnek vereyim, bazi durumlarda ¢ok farkl sekilde abartili sekilde ifade
edebiliyor. Yani hi¢ tepki vermemesi gereken yerlerde ¢ok asabi tepkileri olabiliyor. Hani bunlari ¢ocuklarda
yénlendirme amagli olabilir. Bilmiyorum.”

Genel dagilima bakildiginda, katilimcilar tarafindan en sik tekrar edilen kod baskalarina duygularini
yonetme konusunda destek verme olmustur. Bunu sirasiyla duygularini yonetebilme, duygulari fark etme,
duygulari ifade etme, duygulari kabul etme ve duygulara rehberlik etme kodlari takip etmistir.
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Tablo 2’de katilimcilarin baskalariyla iletisimde duygulari 6n plana alma davraniglarina iliskin bulgular
sunulmaktadir.

Tablo 2
iliskilerde Duygulari On Plana Alma Davranisina iliskin Bulgular
Paydas Grubu Kod Alt Kod f
Baskalari ile iletisimde duygulari 6n Nezaketli/hosgoruli davranma 5
plana alma Duygulara goére hareket
etme/Duygulara 6nem verme
Rahatlamalarina yardimci
olacak ortam olusturma
Baskalarinin yasadigi duygulari 4
onemseme
. Duygularin ifadesine imkan tanima 1
Yonetici
Baskalarini anlamaya galisma 2
Baskalarini dinleme 2
Olaylar ve durumlar karsisinda kisilerin 1
yasadigi duygulari fark edebilme
Guven verme 1
Baskalarina duygularini anladigini fark 1
ettirme
C6zim bulmaya destek verme 1
Duygularin ifadesine imkan tanima
Olaylar ve durumlar karsisinda kisilerin )
yasadigi duygulari fark edebilme
Baskalari ile iletisimde duygulari 6n )
plana alma
o Baskalarina duygularini anladigini fark
Ogretmen . 2
ettirme
Baskalarinin yasadigi duygulari 1
6nemseme
Baskalarini anlamaya ¢alisma
Glven verme
Cozim bulmaya destek verme
Baskalari ile iletisimde duygulari 6n
plan alma 3
Duygularin ifadesine imkan tanima 3
Baskalarinin yasadigi duygulari 5
Veli Onemseme
Olaylar ve durumlar karsisinda kisilerin 1
yasadigi duygulari fark edebilme
Bagkalarini anlamaya ¢alisma 1
Tim duygulari kabul etme 1
Baskalarini dinleme 1
Onemli Buluyor 3
- Gereken 6nemi bazen gosterememe 1
Diger personel .
Hissettigi duygulari davranis olarak 1

gosterme
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Katilimcilarin iligkilerde duygulari 6n plana alma davraniglarina iliskin ifadeleri dogrultusunda 13 kod
ve (¢ alt kod tespit edilmistir (Bkz. Tablo 2). Analiz sonucunda, yoneticiler dokuz, 6gretmenler sekiz, veliler
yedi ve diger personel ise li¢ kod ile temsil edilmistir.

018, bu durumu soyle ifade etmistir: “Giine baslamadan 6nce 6§rencilerimle bir cember olustururum.
Onlara giiniin baslangicinda nasil hissettiklerini sorar, duygularini ifade etmelerine imkdn tanirim.
Cocuklarin duygusal farkindaliklarini ve iletisim becerilerini gelistirmek icin bu yéntemi benimsiyorum.”

Genel tabloya bakildiginda, katihmcilar arasinda en sik tekrar eden kodun, baskalariyla iletisimde
duygulari 6n plana alma oldugu gorilmektedir. Bunu, duygularin ifadesine imkan tanima, baskalarinin
duygularini 6nemseme ve duygusal farkindalk kodlari takip etmektedir. Daha az tekrar eden kodlar
arasinda ise tum duygulari kabul etme, 6nemli bulma ve duygusal ifadenin eksikligi yer almaktadir.

Tablo 3’te ise katilimcilarin, baskalarinin duygularini énemseme konusundaki degerlendirmeleri
detaylandiriimistir.

Tablo 3
Baskalarinin Duygu Durumlarini Onemseme Konusundaki Gériislerine iliskin Bulgular
Paydas Grubu Kod
Kendi duygularini anlama
Baskalarinin duygularina 6nem verme
Yonetici Bagkalarinin duygularini anlama
Duyarli/ilgili olma
Baska insanlarin duygularina saygi duyma /kabul etme
Baskalarinin duygularini anlama

Baskalarinin duygularina 6nem verme
Ogretmen Kendi duygularini kabul etme
Kendi duygularini anlama
Baska insanlarin duygularina saygi duyma /kabul etme
Onemsiyorum

Veli .
Baskalarinin duygularina 6nem verme

Duyarli/ilgili olma
Destek olmaya ¢alisma
Diger personel  Duygusal yaklasma
Baskalarinin duygularini anlama
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Baskalarinin duygularina 6nem verme

Katihmcilarin baskalarinin duygu durumlarini Gnemseme konusundaki goriislerine iliskin ifadelerinden
dokuz kod tespit edilmistir (Bkz. Tablo 3). Yonetici, 6gretmen ve diger personelde beser, velilerde ise iki
kod ortaya ¢cikmistir. Katiimcilarin kodlarina ayri ayri bakildiginda; yéneticilerdeki her bir kodun birer kez
tekrar ettigi, 6n plana ¢ikan herhangi bir kodun olmadigi gérilmdistir.

Duyarl/ilgili olma ile ilgili olarak DP4 g6ristinG; “Duyarli olurum yine ben. Duygulari konusunda gerek
cocuklarin olsun, gerek arkadaslarin olsun, gerek 6gretmenlerin olsun, duyarli davranmaya calisirim.
Ozellikle cocuklar konusunda, onu yaptiklari etkinliklerde falan destekleriz genelde.” seklinde dile
getirmistir.

Kodlarla ilgili genel duruma bakildiginda; baskalarinin duygularina 6nem verme kodunun en ¢ok ifade
edilen kod oldugu, bu kodu sirasiyla baskalarinin duygularini anlama, duyarli-ilgili olma, 6nemseme, kendi
duygularini anlama, duygusal yaklasma, destek olmaya calisma /baska insanlarin duygularina saygi
duyma-kabul etme kodlarinin izledigi en az ifade edilen kodun ise kendi duygularini kabul etme oldugu
belirlenmistir.
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2. Duygu Diizenlemeye iliskin Bulgular

Tablo 4’te duygu diizenlemenin tanimina iligskin kodlar ve alt kodlar sunulmustur:
Tablo 4
Duygu Diizenlemenin Tanimi

Paydas Grubu Kod Alt Kod f
Duygu durumunu uygun sekilde 7
yansitma/ifade etme
Duygu durumunun farkinda olma Kendi duygulari 4

Baskalarinin duygulari

Yonetici Duygusal tepkileri kontrol etme Ofke kontrolii

Olumsuz duygularla basa ¢tkma
Duygu durumundaki degisikliklere
uyum saglama

Empati Kurma 1
Duygu durumunun farkinda olma Kendi duygularn
Baskalarinin duygulari
Duygusal tepkileri kontrol etme Sakin kalabilme 3
Duygu durumunu uygun sekilde 2
Ogretmen yansitma/ifade etme
Duygu durumundaki degisikliklere 1

uyum saglama
Olumsuz duygularla basa ¢tkma
Duygularin adlandiriimasi

Duygu durumunu uygun sekilde
yansitma/ifade etme
Duygusal tepkileri kontrol etme Sakin kalabilme 4
Veli
Duygu durumunun farkinda olma Kendi duygularn 3
Bagkalarinin duygular
Olumsuz duygularla basa ¢tkma

Duygusal tepkileri kontrol etme Ofke kontrolii
Kendini tanima

[N SN Y

Diger Personel .
Duygu durumunu uygun sekilde

yansitma/ifade etme

Katihmcilarin duygu diizenleme ile ilgili tanimlamalari analiz edildiginde (Bkz. Tablo 4), sekiz kod ve (¢
alt kod belirlenmistir. Bu kodlar meslek gruplarina gore incelendiginde, yoneticiler ve 6gretmenlerde alti,
velilerde dort, diger personelde ise li¢ kodun 6n plana ¢iktigI gérilmistir.

Yoneticilerden biri (Y10), duygu diizenlemeye iliskin gorlisini su sekilde dile getirmistir: “Duygu
diizenleme kavramini daha énce duymadim, bu yiizden arastirma geredi de hissetmedim. Ancak anladigim
kadariyla insanlarin olaylara uygun tepkiler vermesiyle ilgili bir kavram olabilir.”

Genel dagilm incelendiginde, duygu durumunu uygun sekilde yansitma/ifade etme kodunun
katilimcilar arasinda en yaygin kullanilan kavram oldugu, ardindan sirasiyla duygusal tepkileri kontrol
etme, duygu durumunun farkinda olma, olumsuz duygularla basa c¢ikma, duygu durumundaki
degisikliklere uyum saglama, duygularin adlandiriimasi, empati kurma ve kendini tanima kodlarinin geldigi
belirlenmistir.

Tablo 5’te katilimcilarin olumsuz duygusal tepkilere yonelik yaklasimlarina iliskin bulgular yer
almaktadir.
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Tablo 5

Olumsuz Duygusal Tepkiye Yaklasim

Paydas Grubu

Kod

Alt Kod

Yonetici

Yaganan duyguya akilci tepkiler verme

Duyguyu kabul etme

Dikkatini olumsuz duyguya neden olan
durumdan bagka bir duruma
yonlendirme

Duygularin ifadesine imkan tanima
Olumsuz duyguya neden olan durumu
degistirme/engelleme

Olumlu duygularini artirma

Empatik davranis sergileme

Duygulari paylasma

Duyguyu yansitma
Kararl olma
Sakin kalma

Duyguyu anlama

=N

Ogretmen

Yagsanan duyguya akilci tepkiler verme

Duyguyu kabul etme

Dikkatini olumsuz duyguya neden olan
durumdan baska bir duruma
yonlendirme

Empatik davranis sergileme
Olumlu duygularini artirma
Duygusal durum karsisinda destek
arama

Duygularin ifadesine imkan tanima
Sevilen seyden mahrum birakma

Duyguyu yansitma
Kararl olma
Sakin kalma

Duyguyu anlama

I

Veli

Yasanan duyguya akilci tepkiler verme

Dikkatini olumsuz duyguya neden olan
durumdan baska bir duruma
yonlendirme

Duyguyu kabul etme

Olumsuz duyguya neden olan durumu
degistirme/engelleme

Tepkisiz kalma

Duygusal durum karsisinda destek
arama

Duyguyu yansitma
Kararli olma
Sakin kalma

Duyguyu anlama

Sakinlesmesini bekleme

Olumlu duygularini artirma
Empatik davranis sergileme
Duygulari paylasma

Duygularin ifadesine imkan tanima

Diger Personel

Yasanan duygulara akilci tepkiler verme

Duygulari paylasma
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Olumsuz duyguya neden olan durumu 1
degistirme/engelleme

Katilimcilarin olumsuz duygusal tepkilere yonelik yaklagimlarinin analizi sonucunda 11 kod ve bes alt
kod tespit edilmistir (Bkz. Tablo 5). Bu kodlarin katimci gruplarina gore dagilimi incelendiginde,
yoneticiler ve 6gretmenlerde sekizer, velilerde on, diger personelde ise g kodun 6ne ¢iktigi belirlenmistir.

Velilerden biri (V4), dikkati baska bir noktaya yonlendirmenin etkisini soyle aciklamistir:
"Hosuna giden baska bir seyi alternatif olarak sundugunuzda 6fkelendigi veya agladigi konuyu unutup
ilgisini yénlendirebiliyor. Aslinda bu biraz dikkatini baska yéne cekmek gibi ama ise yariyor."

Genel dagihm incelendiginde, en ¢ok kullanilan stratejinin yasanan duyguya akilci tepkiler verme
oldugu gorilmektedir. Bunu sirasiyla dikkati baska bir noktaya yonlendirme, duyguyu kabul etme, olumsuz
duygunun kaynagini degistirme veya engelleme, empatik davranis sergileme, duygularin ifade edilmesine
firsat tanima, olumlu duygulari artirma, duygular paylasma, duygusal destek arama, tepkisiz kalma ve
sevilen bir seyden mahrum birakma takip etmistir.

3. Oz Diizenlemeye iliskin Bulgular

Katihmcilarin 6z dizenlemeye iliskin gorislerinden elde edilen verilerin analizleri sonucunda 6z
diizenlemenin tanimi ve 6z diizenlemenin 6nemi olmak Uzere 2 tema ortaya ¢ikariimistir.

Tablo 6’da 6z diizenlemenin tanimina iliskin kodlar ve alt kodlar sunulmustur.

Tablo 6
Oz Diizenlemenin Tanimina iliskin Bulgular
Paydas Grubu Kod Alt Kodlar f
Davranis diizenleme Uygun karar verme 7
Davranis kontroli
Kendini kontrol etme
. Duygu diizenleme Duygulari reglile etme 5
Yonetici . . I
Distince diizenleme Zihinde yapilan siralama 4
Bilmiyorum 1
Oz disiplin 1
Gini planlama 1
Ogrenme siirecini yénetme Tek basina stirdlirebilme 10
Sorumluluk alma
Uygun karar alma
Hedefe ulagabilme
Coziim Uretme Sorunlari kendi basina 5
¢6zme
- C6zim odakh olma
Ogretmen Oz denetim Kendini diizenleme 3
Davranis diizenleme Davranisl i¢sellestirme 3
0Oz disiplin 2
Bilmiyorum 1
Kendinin farkina varma 1
Duygulari tanima/ifade etme 1
Duygu diizenleme 1
Ogrenme siirecini yénetme Onceliklerini siralama 4
Duygu diizenleme i¢ diinyasini diizenleme 3
Veli Davranis diizenleme Uygun tepkiler verebilme 3
Kendini tanima 2
Bilmiyorum 2
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Kendi alanini diizenleme
Giinluk rutinler
Duygu diizenleme

Duymadim
Planlama

Dizenli olmak
Kendini tanima
Ozgiiven

Davranis diizenleme

Diger personel

Kendi diizenini olusturmak
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Katilimcilarin 6z dizenleme kavramina iliskin tanimlamalari analiz edildiginde (Bkz. Tablo 6), 16 kod ve
17 alt kod belirlenmistir. Bununla birlikte, yoneticiler ve 6gretmenlerden birer kisi, velilerden iki kisi, diger
personelden ise Ug kisi 6z dizenleme kavramini daha énce duymadigini ya da tanimini bilmedigini ifade

etmigtir.

Velilerden biri (V7), 6z dizenlemeyi soyle tanimlamistir: "Bireyin kendi i¢sel degerlerini kesfetmesi ve
bunlari giinliik yasantisinda kullanabilmesi olarak diisiiniiyorum. Ornedin, cocuk oyun oynadiktan sonra

oyuncaklarini toplamasi, kendi davranislarini kontrol edebilmesi gibi durumlar buna dahil olabilir."

Genel dagilim incelendiginde, katilimcilar tarafindan en sik tekrar edilen kodlarin davranis diizenleme
ve 0grenme siirecini ydonetme oldugu gorilmektedir. Bunlari duygu diizenleme, ¢6ziim lretme, disiince
dizenleme ve kendini tanima izlemektedir. Daha dusiik siklikla dile getirilen diger kodlar ise 6z denetim,
6z disiplin, planlama, diizenli olma, duygulari tanima ve ifade etme, giinlik rutinler olusturma, giini

planlama, kendi alanini diizenleme, kendinin farkina varma ve 6zgliven gelistirme olarak siralanmistir.

Tablo 7’de 6z diizenlemenin 6nemine iliskin bulgular sunulmustur:

Tablo 7
Oz Diizenlemenin Onemine iliskin Bulgular
Paydas Grubu Kod Alt Kod f
Olumlu sosyal iliski Topluma uyum saglama 5
Kendini tanima 2
Yénetici Cocuga rol model olma 2
Basarili olma 1
Mutlulugu artirma 1
Ogrenme siirecini yénetme 1
Olumlu sosyal iligki Olumlu akran iletisimi 11
Toplumsal yasama uyum
Baskasinin hayatini etkileme Baskasina zarar vermeme 3
Ogretmen Olumsuz sonuglardan kaginma 1
Sorunlarini kendi ¢ozebilme 1
iyi birey olma 1
Basarili olma 1
Ozgiiven 1
Ogrenme siirecini ydnetme Sorumluluk alma 9
isleri planlama
Sinir koyma
Ne istedigini bilme
Veli Olumlu sosyal iliski Olumlu iletisim becerisi 5
Hayatini diizene koyma Diizenli yasam siirme 4
Uygun tepkiler verme 2
Basarili olma 1
Cocuga rol model olma 1
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Sosyal normlara uyma
Duzenli, tertipli olma
Uygun tepkiler verme
Cocuga rol model olma

Diger Personel

Diizgiin birey olma

4
1
1

1

Katihmcilarin 6z diizenlemenin énemine iliskin gérisleri analiz edildiginde (Bkz. Tablo 7), 15 kod ve 11
alt kodun ortaya ciktigl belirlenmistir. Bu cercevede, 6gretmenler yedi farkli kod ile en genis yelpazeye

sahipken, yoneticiler ve veliler altisar, diger personel ise dort kod belirtmistir.

Velilerden biri (V12), bu konudaki diistincesini su sekilde ifade etmistir: "Saglikli iliskiler kurmanin
temelinde duygularimizi ve davranislarimizi kontrol edebilmek yatiyor. Bunu dengede tutabilmek, bireyin

sosyal yasaminda biiyiik bir fark yaratiyor."

Genel analiz yapildiginda, katimcilar arasinda en yaygin ifade edilen kodun olumlu sosyal iliski oldugu
gorulmektedir. Bunu 6grenme siirecini ydonetme, ¢cocuga rol model olma, hayatini diizene koyma, sosyal
normlara uyma, basarili olma, bagkasinin hayatini etkileme, uygun tepkiler verme, kendini tanima,
dizenli-tertipli olma, iyi birey olma, olumsuz sonuglardan kaginma, 6zgliven gelistirme ve sorunlarini kendi

basina ¢o6zebilme kodlari takip etmistir.

4. Psikolojik Saglamhiga iliskin Bulgular

Tablo 8'de psikolojik saglamhgin tanimina iliskin bulgular sunulmustur:

Tablo 8
Psikolojik Saglamlik Tanimi

Paydas Grubu Kod Alt Kod f
Sorun/engel durumu ile bas etme becerisi Tepki bigimleri 6
Sorun/engel durumunda toparlanabilme Kendini iyilestirebilme 2
Ortamin gerektirdigi kosullara uyum 2
saglama
. Glven duygusu Kendini glivende hissetme
Yonetici " Ba§kalar?na glivenme
Duygu kontroli saglayabilme 1
Duygularin farkinda olma 1
Kendini tanima 1
iyi olma hali 1
Sorun/engel durumu ile bas etme becerisi Tepki bigimleri 2
iyi olma hali Mutlu olma 2
Ogretmen Duygu kontrolii saglayabilme Ofke kontrolii 2
Duygularin farkinda olma Kendi duygulari 1
Baskalarinin duygulari
Sorun/engel durumu ile bas etme becerisi Tepki bicimleri 4
Duygu ve davranislarini kontrol edebilme Ofke kontrolii 3
Ortamin gerektirdigi kosullara uyum Yeni durum/olaylarla basa 2
Veli saglama ¢ikabilme
iyi olma hali Mutlu olma 1
Basarili olma
Duygu durumunun farkinda olma 1
Duygu kontrolil saglayabilme 5
- Sorun/engel durumu ile bas etme becerisi Sakin kalabilme 4
Diger Personel . .
lyi olma hali 1
Sorun/engel durumunda toparlanabilme 1
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Katihmcilarin psikolojik saglamliga iliskin tanimlamalari incelendiginde (Bkz. Tablo 8), 10 kod ve 11 alt
kodun ortaya ¢iktigi belirlenmistir.

Bir veli (V7), psikolojik saglamlik kavramina dair gorisini su sekilde ifade etmistir: “Psikolojik
saglamlik, yasanilan duygularla bas edebilme kapasitesini ¢agristiriyor. Farkli ve zorlayici durumlarla
karsilasildiginda, bunlarla nasil basa ¢ikildigini gésteren bir kavram olarak diisiiniiyorum."

Genel degerlendirme yapildiginda, katilimcilar arasinda en yaygin ifade edilen kodun sorun veya engel
durumuyla bas etme becerisi oldugu goriilmistir. Bunun yani sira, duygularini kontrol edebilme, iyi olma
hali ve gevresel kosullara uyum saglama gibi kavramlar da psikolojik saglamlikla iligkilendirilen temel
unsurlar arasinda yer almistir.

Tablo 9’da ise katilimcilarin sorunlar veya engeller karsisinda kullandiklari bas etme stratejilerine dair
bulgular sunulmustur.

Tablo 9
Sorun veya Engelle Bas Etme
Paydas Grubu Kod Alt Kod f
Cozum icin kendine zaman tanima Sakin kalma 5
Cozum odakh bakis agisina sahip olma Sorun/engel durumu ile
Yonetici miicadele etme
Sorundan uzaklagma Nefes egzersizi 2
Sorun/engeli tanimlama/anlama 1
Destek alma Arkadas 1
Sorundan uzaklagsma Aktivite (kitap okuma, 6
mizik dinleme...)
Olumlu diisiinme
. Destek alma Uzman 2
Ogretmen T
Deneyimli kisi
Sorunu kabul etme 2
Cozim odakli bakis acisina sahip olma Cozlim yollari arastirma 1
Sorun/engeli tanimlama/anlama 1
Cozim odakli bakis acisina sahip olma Cozlim yollari arastirma 11
Cozlim yollari Gretme
Cozum yollari uygulama
Sorun/engeli tanimlama/anlama Sorunun nedenini bulma 5
Veli Destek alma Uzman 4
Arkadas
Sorundan uzaklagsma iletisim kurmama 3
Duygu ve dislincelerini
gizleme
Cozim odakli bakis acisina sahip olma Cozlim yollari Gretme 4
Sorundan uzaklasma iletisim kurmama 4
Nefes egzersizi
Aktivite (Dans etme, sarki
soyleme...)
.. iletisim kurma Kendini savunma 4
Diger Personel .
Sorun yasanilan kisiyle
konusma
Destek alma Uzman 3
Deneyimli kisi
Arkadas
Sakin kalma 3
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Sorun/engeli tanimlama/anlama 1

Katiimcilarin sorun veya engellerle bas etme stratejileri incelendiginde (Bkz. Tablo 9), sekiz temel kod
ve 17 alt kodun belirlendigi gortlmistiir

Bir yonetici (Y9), bu sliregte zaman tanimanin énemini su sekilde agiklamistir: "Bazen olay aninda
biiyiik gériinen sorunlar, birkag¢ saat veya birkag giin gectikten sonra aslinda o kadar da biiyiik olmadigini
gGsteriyor. Acele karar vermemek, biraz durup diisiinmek ve nefes almak gerekiyor."

Bir katilimci (DP27), sorundan uzaklasmanin kendisi igin etkili bir yontem oldugunu su sekilde ifade
etmistir: “Genellikle sarki s6éylerim, dans ederim ve ¢ocuklarla eglenceli vakit gegirerek olumsuzluklari
geride birakirim. Bu beni rahatlatiyor ve kéti hissettigim zamanlari minimuma indiriyor."

Genel degerlendirme yapildiginda, en sik dile getirilen bas etme stratejisinin ¢6ziim odakli bakis agisina
sahip olma oldugu gorilmektedir. Bunu, sirasiyla sorundan uzaklasma, destek alma ve sorunu
tanimlama/anlama takip etmektedir.

Tablo 10’da ise katilimcilarin, baskalarinin karsilastigi sorun veya engellere yonelik yaklasimlarina dair
bulgular sunulmustur.

Tablo 10
Baskalarinin Karsilastigi Sorun/Engel Durumuna Yaklasim
Paydas Grubu Kod Alt Kod f
Destek olma Coziim/secenek sunma 5
Uzmana yonlendirme
iletisim kurma Dinleme 3
. Sorun hakkinda konusma
Yonetici C - LA Ly
Kendi ¢éziimlerini bulmasina imkan Sorunla karsilayan 6gretmene 1
verme
Duygu ve distincelerini ifade 1
etmesine imkan verme
Destek olma Sorun/engeli anlamasini saglama 5
Coziim/secenek sunma
Kendi ¢dziimlerini bulmasina imkan Sorunu/engeli asabilecegi inanci 2
verme olusturma
Cocugu ¢ozlim bulmasi icin
o cesaretlendirme
Ogretmen Duygu ve distincelerini ifade 1
etmesine imkan verme
Destekleyici egitim verme Veli egitimi 1
Dinleme 1
Guven verme 1
Model olma 1
Destek olma Sorun/engeli anlamasini saglama 9
Coziim/segenek sunma
Uzmana yonlendirme
Cozlm igin zaman tanima 2
Sakinlestirme 2
Veli Kendi ¢6ziimlerini bulmasina imkan Sorunla karsilayan ¢ocuga 1
verme
Duygu ve disincelerini ifade 1
etmesine imkan verme
- Destek olma Coziim/segenek sunma 9
Diger Personel s .
lletisim kurma Dinleme 7
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Sorun hakkinda konusma
Yaninda oldugunu hissettirme 4
Yéneticiler 2

Glven verme
Destek alma

Katihmcilarin baskalarinin karsilastigl sorun veya engeller karsisindaki yaklasimlarini ifade eden
gorusleri incelendiginde (Bkz. Tablo 10), 10 temel kod ve 12 alt kodun ortaya ciktigi belirlenmistir.

Bir veli (V2), sakinlestirme siirecinin etkisini su sekilde anlatmistir: "Once bir sakinlesmesini
séyliiyorum, ‘Bir diisiin, istersen odanda yalniz kal ve kendi basina karar ver’ diyorum. Yalniz kalmayi seven
bir cocuk oldugu igin bu ona iyi geliyor. Sonrasinda gelip 'Evet, hakliymissin, bunu baska sekilde ¢6zebilirim’
diyerek kendi ¢6ziimiinii iiretebiliyor."

Bir katihmci (DP4), destek olmanin onemini su sozlerle dile getirmistir: "Arkadasimin yaninda
oldugumu hissettirmek isterim. Eger sorun bliylikse, yardim alabilecegimiz birini birlikte arariz ve ¢éziim
iretmeye calisiriz."

Genel degerlendirme yapildiginda, en sik tercih edilen yaklasimin baskalarina destek olma oldugu
gorulmuistir. Bunun yani sira, iletisim kurma, gliven verme ve bireyin kendi ¢6zimiinii bulmasina firsat
tanima gibi stratejilerin de yaygin olarak benimsendigi belirlenmistir.

5. Sosyal Duygusal Uyuma iligkin Bulgular

Tablo 11’de katilimcilarin sosyal duygusal uyumuna tanimina iliskin bulgular sunulmustur:

Tablo 11
Sosyal Duygusal Uyumun Tanimi
Paydas Grubu Kod Alt Kod
iletisim/iliski kurma Akran iletisimi
Yetiskin iletisimi
Farkli ortama uyum saglama Ait hissetme
Prososyal Davranis Sergileme is birligi
Yénetici Sosyal .ya.pl ile duygusal yapinin
etkilesimi
Ozgiivenli davranis sergileme Kendini ifade etme
i¢sel motivasyon
Duygu yonetimi
Glvenli baglanma
Kurallara Uyma Sinif Kurallarina Uyma
Toplumsal kurallara uyma
Oyun Oynama Oyun kurma
Oyuna katilma
Farkl ortama uyum saglama
Ogretmen Ozgiivenli davranis sergileme Kendini ifade etme
Oz farkindalik
iletisim/iliski kurma Akranlarla iletisim
Bilmiyorum
Duygu yonetimi
Farkli ortama uyum saglama Ait hissetme
Farkli ortamda yasayabilme
Veli Ortama uyumlu tepki verme

iletisim/iliski kurma
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Ozgiivenli davranis sergileme Kendini ifade etme 2
Duygularini ifade etme

Prososyal Davranis Sergileme Paylasma 1
iletisim/iliski kurma Akran iletisimi
Konuskanlik
Diger Personel Uyumlu olma 1
Ozgiivenli davranis sergileme Atilgan olma 1
Prososyal davranis sergileme 1

Katiimcilarin sosyal duygusal uyuma iliskin tanimlari incelendiginde (Bkz. Tablo 11), 11 farkli kod
belirlenmistir.

Bir baska 6gretmen (08), duygu ydnetimi ve sosyal iliskiler arasindaki baglantiyi su sekilde agiklamistir:
"Sosyal iliskilerin temelinde duygusal beceriler yatiyor. Duygularini yénetebilen ¢ocuklar, arkadaslik
iliskilerinde daha basarili oluyor, sinif icindeki kurallara daha kolay uyum sagliyor ve daha az problemli
davranis sergiliyorlar."

Genel dagihm incelendiginde, sosyal duygusal uyumun en ¢ok farkli ortama uyum saglama ve
iletisim/iliski kurma kavramlariyla tanimlandigi gérilmektedir. Bunu 6zgiivenli davranis sergileme ve
prososyal davranis sergileme takip etmistir.

Tablo 12’de ise katilimcilarin sosyal duygusal uyum siirecinde karsilastiklari sorunlara iliskin bulgular
yer almaktadir.

Tablo 12
Sosyal Duygusal Uyum ile ilgili Karsilasilan Sorunlar
Paydas Grubu Kod Alt Kod
Bireysel farkhliklar Algilama bigimleri 2
Farkli tepkiler verme
Cocuklarla ilgili yasanilan sorunlar Aglama 2
Yonetici Dil problemleri
Ogretmen ile ilgili yasanilan Deneyimin az olmasi 1
sorunlar
Veliler ile ilgili sorunlar 1
Sorun yok 7
Diger personel Cocuklar ile ilgili yasanilan sorunlar Olfula gelmek istememe 2
Adlama
Veliler ile ilgili sorunlar iletisimsizlik 1

Katilimcilarin sosyal duygusal uyum silirecinde karsilastiklari sorunlara iliskin kod ve alt kodlar
incelendiginde (Bkz. Tablo 12), sorunlarin kaynagina yonelik 5 ana kod ve 7 alt kod belirlenmistir.
Gruplarina gore analiz yapildiginda, en fazla kod belirten grubun veliler oldugu tespit edilmistir (6 kod).
Bunu 6gretmenler (5 kod) takip ederken, yoneticiler ve diger personel grubu siirece 2’ser kod ile katkida
bulunmustur.

Velilerle yasanan sorunlara deginen bir vyonetici (Y10), su gorisi dile getirmistir:
"Okula yeni baslayan bir ¢ocugun velisi ile daha énce birden fazla ¢ocugu okula géndermis bir velinin
beklentileri ayni olmuyor. Veli olmayi da zamanla 6greniyorlar. Ancak ilk kez veli olanlar genellikle biiyiik
beklentiler icinde oluyor ve bu durum hem égretmenleri hem de ¢ocuklarin uyum siirecini zorlastirabiliyor.
Cocuklar, evde ebeveynlerinin okulla ilgili konusmalarini dinleyerek farkinda olmadan bir algi
gelistiriyorlar. Veliler, farkinda olmadan ¢ocuklarinin okula bakis agisini sekillendiriyor."
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Genel dagilim incelendiginde, en ¢ok vurgulanan sorunun cocuklarla ilgili uyum problemleri oldugu
gorilmektedir. Bunu sirasiyla velilerle ilgili sorunlar, bireysel farkliliklar ve 6gretmenlerle ilgili yasanan
problemler takip etmistir.

Tablo 13’te ise katiimcilarin sosyal duygusal uyumu desteklemek amaciyla uyguladiklari yontemlere
iliskin bulgular yer almaktadir.

Tablo 13
Sosyal Duygusal Uyumu Desteklemeye Yénelik Uygulamalar
Paydas Grubu Kod Alt Kod
is birligi yapmak Veliile is birligi yapmak 6
Ogretmen ile is birligi yapmak
Bireysel ¢alismalar yapmak Cocukla bireysel galisma 4
Aile ile bireysel ¢calisma

Yonetici

Veli ile ig birligi yapmak

Sinif kurallari olusturma/uyma
Ogretmen Empati becerisi kazandirma

Birlikte oyun oynama

Glivende hissettirme

Secim yapmayi desteklemek

Duygularini ifade etmesini

desteklemek
Veli Farkh ortamlarda bulunmak
Ozgiir birakmak
Sosyallesmesini desteklemek Akranlariyla vakit gecirme
Karar almasini desteklemek
Cocukla birlikte vakit gegirmek
Gliven ortami saglamak

W Wik P, NWW

Diger Personel

[ U N = N

Katihmcilarin sosyal duygusal uyumu desteklemeye yonelik uygulamalari incelendiginde (Bkz. Tablo
13), 15 kod ve bes alt kodun belirlendigi gorilmustar.

Bir personel (DP5), gliven ortami olusturmanin énemini su sekilde agiklamistir: “Cocuklarin ilk giin
okuldaki deneyimleri ¢ok énemlidir. Kapida karsilamak, giiler yiizlii olmak, onlara rehberlik etmek,
siniflarini géstermek, arkadaslariyla tanistirmak... Bunlar, cocuklarin kendilerini gtivende hissetmeleri icin
cok énemli adimlar."”

Genel degerlendirme yapildiginda, sosyal duygusal uyumu desteklemek icin en yaygin kullanilan
stratejinin ¢ocuklarla is birligi icinde olmak oldugu gorilmektedir. Bunun yaninda, ¢ocuklara 6zgirliik
tanimak, duygu ifadelerini desteklemek, empati becerilerini gelistirmek ve gliven ortami saglamak da sik
kullanilan yontemler arasinda yer almistir.

Tablo 14’te katilimcilarin sosyal duygusal uyum sorunlarini ¢ézmeye yonelik uygulamalarina iliskin
bulgular yer almaktadir.

Tablo 14
Sosyal Duygusal Uyum Sorunlarinin C6ziimiine Yénelik Uygulamalar
Paydas Grubu Kod Alt Kod f
Uyum haftasinin uygulanmasi 2
Yonetici Ogretmenlerle is birligi yapmak 1
Veliile is birligi yapmak 1
Veliile is birligi yapmak 2
- Temas kurma Sarilma/Dokunma 2
Ogretmen
Yaninda durma
Sinif kurallarina uyma 2
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Cocugun duygularini anlama Duygularini ifade 1
etme
Rehberlik birimi ile ig birligi yapmak 1
Rol model olmak 1
Farkli ortamlarda bulunmak 1
Veli Kararli olma Kurallara uyma 1
konusunda kararl
olma
Cocugun duygularini anlama Duygularini ifade 2
etme
Temas kurma Yaninda durma 2
Duygularini anlama
. iyi hissettirmeye calisma 1
Diger Personel Coziim odakl yaklasma Olumlu yaklasma 1
Kararli olma Kurallara uyma 1
konusunda kararli
olma
Birlikte vakit gecirmek Oyun oynamak 1

Katilimcilarin sosyal duygusal uyum sorunlarini gézmeye yonelik yaklagimlarini igeren kod ve alt kodlar
incelendiginde (Bkz. Tablo 14), 13 ana kod ve yedi alt kod belirlenmistir.

Bir personel (DP26), cocuklarin duygularini anlama siirecinde yasadigi deneyimi su sekilde paylasmistir:
"Yemekhane béliimiinde ¢calisiyorum ve yemek sirasinda ¢ocuklarin duygulariyla ilgileniyorum. Genellikle
annelerini 6zlediklerini séyliiyorlar ve agliyorlar. Onlara 'Ben de annemi 6zledim ama aksam eve gidince
gorecedim' diyerek duygularini anlamaya ve destek olmaya ¢alistyorum.”

Genel olarak, en ¢ok dile getirilen ¢6zim yaklagiminin temas kurma oldugu goriilmektedir. Bunun yani
sira gocugun duygularini anlama, veli ile is birligi yapma ve olumlu, destekleyici yaklasimlar gelistirme gibi
stratejiler de katimcilar tarafindan siklikla belirtilmistir.

Tartisma ve Sonug

Duygu Koglugu Yaklasimina iliskin Bulgular: Arastirmanin sonuclari, katilimcilarin duygu koglugu
kavramini yeterince tanimadiklarini ve bu konuda uygulama deneyimlerinin sinirh oldugunu
gostermektedir. Katilimcilarin bir kismi, duygu koglugu terimini ilk kez duyduklarini belirtirken, bazilari ise
bu kavrami "baskalarina duygusal destek saglama" veya "duygularini yénetmede yardimci olma" seklinde
actklamistir. Ancak bu tanimlamalar, duygu koglugunun bireyin yalnizca baskalarina destek olmasini degil,
ayni zamanda kendi duygularini fark etmesini ve ydnetmesini de iceren genis kapsaml bir siire¢ oldugunu
gbz ardi etmektedir (Gottman & Declaire, 2020; Rose vd., 2021). Bu baglamda, duygu koglugu; duygulari
fark etme, anlamlandirma ve ifade etme gibi cesitli asamalar iceren butincil bir model olarak
degerlendirilmelidir.

Katilimcilar arasindaki genel egilim, duygu koglugunun sinif igi etkilesimlerde yeterince kullanilmadigini
ve 6gretmenlerin bu konuda sistematik bir yaklasim benimsemediklerini ortaya koymaktadir. Main ve
digerleri (2017) duygu koglugunun kisiler arasi iliskilerde olumlu etkilere sahip oldugunu belirtirken, Gus
ve digerleri (2017) 6gretmenlerin bu uygulamalari benimsemelerinin, 6grenci-6gretmen iliskilerini
giclendirdigini ve 6grenme ortaminda gliven duygusunu artirdigini vurgulamaktadir. Ancak arastirma
bulgulari, 6gretmenlerin duygu ko¢lugu hakkinda teorik bilgiye sahip olsalar da bu bilgileri sinif ici pratige
tam anlamiyla yansitamadiklarini géstermektedir.

Katilimcilarin duygu koglugu konusundaki kavramsal bilgi diizeyleri incelendiginde, onlarin duygulari
anlama, kabul etme ve ydonetme gibi temel becerilere sahip olduklari ancak bu becerileri duygu koglugu
cercevesinde bitiincil bir yaklasimla ele almadiklari gérilmustir. Bu sonuglar, Kloes’in (2015) ¢alismasiyla
paralellik géstermekte olup, duygu koglugu egitimi alan 6gretmenlerin, 6grencileriyle daha empatik ve
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duygu temelli bir iletisim kurduklarini ortaya koymaktadir. Bu dogrultuda, egitim paydaslarinin duygu
koglugu konusunda bilinglendirilmesi ve bu becerilerin egitim siireglerine dahil edilmesi, 6gretmenlerin ve
yoneticilerin duygusal farkindaliklarini artirarak sinif ortamlarinda daha destekleyici bir yaklagim
benimsemelerine katki saglayacaktir (Gottman & Declaire, 2020).

Duygu Diizenlemeye iliskin Bulgular: Arastirma bulgulari, katilimcilarin duygu diizenleme kavramini
tam anlamiyla kavrayamadiklarini ve bu beceriyi sinirli 6lgiide uygulayabildiklerini ortaya koymaktadir.
Katilimcilar, duygu diizenlemeyi ¢ogunlukla "duygularini kontrol etme" veya "uygun sekilde ifade etme"
olarak tanimlamis, ancak bu surecte farkindalik, kabul ve stratejik yonetim gibi énemli boyutlari gz ardi
etmislerdir (Harrington vd., 2020). Ozellikle olumsuz duygularla basa c¢ikma stratejilerinin farkinda
olunmadigi ve bu becerilerin gelistirilmesi gerektigi gorilmektedir.

Elde edilen veriler, duygu diizenlemenin yalnizca bireysel bir beceri degil, ayni zamanda sosyal ve
egitim ortamlarinda kritik bir rol oynadigini géstermektedir. Grams ve Jurowetzki (2015), Ulutas ve Macun
(2016) ile Duca ve digerlerinin (2023) ¢alismalari, duygu didzenlemenin g¢ocuklarin duygusal gelisimi,
akademik basarilari ve sosyal uyumlari (izerinde 6nemli bir etkiye sahip oldugunu vurgulamaktadir. Ancak
bu arastirmada, katihmcilarin duygu diizenlemenin bu boyutlarini yeterince kavrayamadiklar
belirlenmistir.

Arastirma sonuglarina gore, duygu diizenleme siireci yalnizca duygulari kontrol etmekle sinirli degildir.
Bireylerin duygularini tanimasi, kabullenmesi ve olumlu yonlendirme stratejileri gelistirmesi de bu sirecin
onemli bilesenlerindendir (England-Mason & Gonzalez, 2020; Trawick-Smith, 2013). Ancak katilimcilar
arasinda vyapilan degerlendirmeler, 6gretmenlerin ve yoneticilerin duygu dizenleme becerilerini
destekleyici stratejilere iliskin sinirli bilgiye sahip olduklarini ortaya koymaktadir. Goleman ve Declaire’in
(2020) galismalari, yetiskinlerin gocuklara duygu dizenleme konusunda rol model olmalarinin 6nemini
vurgularken, bu arastirmanin bulgulari da 6gretmenlerin ve ebeveynlerin bu konuda bilinglendirilmesi
gerektigini ortaya koymaktadir.

Sonu¢ olarak, bu arastirma, egitim paydaslarinin duygu dizenleme kavramini vyeterince
anlamadiklarini ve uygulamada eksiklikler yasadiklarini ortaya koymaktadir. Katilimcilarin duygu
diizenlemeyi genellikle basit bir kontrol mekanizmasi olarak algiladiklari, siirecin ¢ok boyutlu yapisini tam
olarak kavrayamadiklari belirlenmistir. Ozellikle 6gretmen, yénetici ve veliler arasindaki farkli bakis agilari,
egitim ortamlarinda tutarh bir duygu diizenleme pratiginin olusturulmasini zorlastirmaktadir. Bu durum,
ogrencilerin duygusal gelisimini destekleyebilecek dnemli firsatlarin degerlendirilmesini engellemekte ve
egitim sireclerinde butincil bir yaklasimin eksik kalmasina neden olmaktadir.

Oz-diizenlemeye iliskin Bulgular: Arastirma bulgulari, katiimcilarin 6z-diizenleme kavramina dair
yeterli bilgiye ve farkindaliga sahip olmadiklarini gdstermektedir. Savina’nin (2021) tanimladig tizere, 6z-
diizenleme, bireyin dikkat, duygu ve davranislarini i¢csel hedefler ve dis cevresel talepler dogrultusunda
yonetme becerisidir. Akademik ve sosyal basari agisindan kritik bir rol oynayan bu beceri (McCelland ve
digerleri, 2010), egitim ortamlarinda yeterince vurgulanmamaktadir.

Katihmcilarin 6z-diizenlemeyi tanimlarken en ¢ok "davranis diizenleme" ve "6grenme siirecini
yonetme" ifadelerini kullandiklari gériilmastlr. Bunun yaninda, "duygu diizenleme", "¢6ziim retme" ve
"kendini tanima" gibi boyutlar da belirli 6lglide vurgulanmistir. Ancak bu tanimlamalar, 6z-diizenlemenin
gelisimsel siirecini ve ¢ok yoénlii yapisini tam olarak yansitmamaktadir. Ozellikle yéneticiler arasinda
"davranis diizenleme" kavrami 6ne ¢ikarken, 6gretmenler "6grenme sirecini yénetme" kavramina daha
fazla odaklanmistir. Oysa Kopp’un (1982) calismasi, 6z-dizenleme siirecinin bebeklikten itibaren gelisen
karmasik bir yapiya sahip oldugunu ve bilissel kontrol, duygusal diizenleme ve sosyal uyum gibi alt

bilesenleri kapsadigini ortaya koymaktadir.

Oz-diizenlemenin egitimdeki dnemi degerlendirildiginde, katilimcilarin bu beceriyi olumlu sosyal
iliskiler kurma ve 6grenme sireglerini yonetme agisindan ele aldiklari anlasilmaktadir. Diamond (2013)
tarafindan vurgulanan bilissel diizenleme bilesenleri, 6zellikle yonetici islevler (¢alisma bellegi, engelleyici
kontrol ve bilissel esneklik) konusunda katilimcilar arasinda eksik bilgi oldugu belirlenmistir. Benzer
sekilde, Kochanska ve digerlerinin (2001) c¢alismalari, 6z-diizenlemenin bireyin sosyal normlari
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icsellestirmesiyle dogrudan iliskili oldugunu ortaya koyarken, bu baglantinin katihmcilar tarafindan
yeterince kavranmadigi gorilmustur.

Arastirmanin genel bulgulari, 6z-diizenleme becerilerinin 6gretmen ve yodneticiler arasinda farkli
sekillerde algilandigini ve egitim ortamlarinda bu becerilerin sistemli bir sekilde gelistirilmesine yonelik
yeterli gabanin bulunmadigini géstermektedir. Ozellikle bilissel ve davranissal diizenleme boyutlarinin
egitim siireclerinde daha fazla vurgulanmasi gerekmektedir. Thompson (1994), Blair ve Ursache (2011)
tarafindan vurgulanan 6z-diizenlemenin norobiyolojik temelleri ve gocuk gelisimiyle iliskisi, katilimcilar
tarafindan yeterince anlagilmamis olup, bu eksiklik, egitim streglerinde tutarli bir 6z-diizenleme pratiginin
olusturulmasini zorlagtirmaktadir.

Psikolojik Saglamliga Yonelik Bulgular: Arastirmadan elde edilen bulgular, katiimcilarin psikolojik
saglamlk kavramini anlama ve ginlik yasamda uygulama konusunda eksiklikler yasadiklarini
gostermektedir. Psikolojik saglamlik, bireylerin zorluklarla basa ¢ikma, beklenmedik durumlara uyum
saglama ve olumsuz yasam olaylarindan sonra toparlanma kapasitesini ifade eden ¢ok boyutlu bir
kavramdir. Ancak katilimcilar psikolojik saglamligi genellikle "sorunlarla bas etme becerisi" ve "duygulari
kontrol etme" seklinde tanimlamis, bu da kavramin genis kapsamli yapisini tam olarak yansitmamistir
(Frydenberg vd., 2020; Selguk, 2023). Bu durum, Luthar ve digerlerinin (2000) psikolojik saglamhigi "énemli
zorluk kosullarina ragmen olumlu uyum saglama siireci" olarak tanimlayan daha genis perspektifiyle de
celismektedir.

Katihmcilarin psikolojik saglamlikla ilgili yaklasimlari incelendiginde, en sik tekrar edilen kod "¢6zim
odakli bakis acisi gelistirme" olmustur. Bunu "sorundan uzaklasma", "destek alma" ve "sorunu
tanimlama/anlama" kodlari izlemistir. Bu bulgular, D'Zurilla ve Nezu (2010) ile Maydeu-Olivares ve
D'Zurilla’nin (1995) vurguladigi, problem g¢ézmede olumlu bir bakis agisina sahip olmanin énemini
desteklemektedir. Ancak, katilimcilarin sorunlari derinlemesine analiz etme ve belirli stratejiler belirleme
konularinda eksiklik yasadiklari gézlemlenmistir. Bu durum, Masten’in (2001) "siradan sihir" olarak
tanimladigi, psikolojik saglamligin giinlik yasamda desteklenmesini saglayan temel uyum sistemlerinin
tam olarak anlasilamadigini ortaya koymaktadir.

Arastirmanin bir diger bulgusu, katilimcilarin baskalarinin yasadigi zorluklar karsisinda genellikle
"destek olma" egiliminde olduklarini géstermektedir. Bu yaklasim, Ungar’in (2008) psikolojik saglamligin
sosyal boyutuna yaptigl vurguyla uyumlu bulunmustur. Ancak katilimcilarin bu destegi nasil etkili bir
sekilde saglayacaklarina dair belirli stratejilere sahip olmadiklari belirlenmistir. Bu durum, psikolojik
saglamligin sosyal yoniiniin yeterince anlasilmadigini géstermektedir.

Egitim baglaminda degerlendirildiginde, psikolojik saglamligin egitim ortamlarinda desteklenmesinin
kritik 6Gneme sahip oldugu anlasiimistir (Gardner & Stephens-Pisecco, 2019). Ancak arastirma bulgulari,
ogretmenlerin ve yoneticilerin psikolojik saglamhg desteklemeye yoénelik sistematik yaklasimlar
konusundaki bilgi eksikliklerini ortaya koymustur. Masten ve Obradovi¢’'in (2006) vurguladigi gibi,
psikolojik saglamlik gelisimsel bir siirectir ve erken vyaslardan itibaren desteklenmelidir. Ancak
katilimcilarin bu siireci nasil yonlendirecekleri konusunda yeterli bilgiye sahip olmadiklari belirlenmistir.

Katihmcilarin psikolojik saglamligi bireysel bir 6zellik olarak algiladiklari, ancak psikolojik saglamhgin
ekolojik boyutunu ve toplumsal destek mekanizmalarinin 6nemini gbéz ardi ettikleri gdzlemlenmistir
(Ungar, 2011). Bu eksiklik, psikolojik saglamligin yalnizca bireysel bir yetenek degil, bireyin cevresi ve
toplumla etkilesiminin bir sonucu oldugu gercegini kagirmalarina neden olmaktadir.

Sonug olarak, arastirma bulgulari, katihmcilarin psikolojik saglamlik kavramini sinirli bir ¢cercevede ele
aldiklarini ve uygulama konusunda yeterli stratejiye sahip olmadiklarini gostermektedir. Bu durum,
bireylerin zorluklarla basa ¢ikma kapasitelerini sinirlamakta ve toplumsal diizeyde psikolojik saglamligi
gelistirmeyi zorlastirmaktadir. Egitim ortamlarinda psikolojik saglamhgi destekleyici yapilarin gelistirilmesi
ve bireylerin bu konudaki farkindaliklarinin artirilmasi gerekliligi ortaya ¢ikmaktadir.

Sosyal-Duygusal Uyum ile ilgili Bulgular: Arastirma bulgulari, katiimcilarin sosyal-duygusal uyum
konusundaki bilgi diizeylerinin ve farkindaliklarinin yeterli olmadigini géstermektedir. Sosyal-duygusal
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uyum, bireylerin sosyal ortamlarda duygularini ve davranislarini etkili bir sekilde diizenleyebilme, saglkli
ve olumlu sosyal iligkiler kurma ve yeni gevrelere uyum saglama becerilerini igeren ¢ok boyutlu bir
kavramdir (Dennis & Kelemen, 2009; Oliveria vd., 2023). Bu beceri, bireyin genel psikolojik iyi olusu ve
sosyal entegrasyonu Uzerinde kritik bir role sahiptir (Bierman & Erath, 2006; Raver, 2002). Ancak
calismada, katilimcilarin bu kavrami tanimlarken genellikle yiizeysel ifadeler kullandiklari ve kavramin
kapsamli yapisini tam anlamiyla kavrayamadiklari gérilmustar.

Katilimcilar, sosyal-duygusal uyumu genellikle "iletisim kurma", "yeni ortamlara uyum saglama" ve
"&zgiivenli davranis sergileme" gibi boyutlarla sinirlandirmislardir. Ozellikle yéneticiler ve 6gretmenler,
diger paydagslara kiyasla sosyal-duygusal uyumu daha iyi tanimlamis olmalarina ragmen, bu tanimlamalar
sosyal-duygusal uyumun butiincil dogasini tam anlamiyla yansitmamistir. Arastirmada, sosyal-duygusal
uyumun eksikligiyle iliskili temel sorunlar olarak cocuklar ve velilerle yasanan zorluklar éne ¢ikmistir.
Ozellikle "aglama", "okula uyum saglamakta zorlanma" ve "dil engelleri" gibi problemlerin sikca dile
getirildigi tespit edilmistir. Bu sorunlar, 6gretmenlerin sinif ydnetimi becerileri, ebeveynlerin ¢ocuklarinin
duygusal gereksinimlerine yanit verme yeterlilikleri ve ebeveyn-6gretmen is birliginin dizeyiyle dogrudan
iliskilidir (Bronfenbrenner & Morris, 2006; Hamre & Pianta, 2005).

Katilimcilar, sosyal-duygusal uyumla ilgili yasanan problemlerin ¢dzimii igin is birligi yapma, ¢ocuklarla
duygusal bag kurma ve velilerle daha fazla iletisime ge¢me gibi 6nerilerde bulunmuslardir. Ancak,
uygulama slreglerinde bu stratejilerin yeterli sekilde hayata gegirilemedigi belirlenmistir. Arastirmalar,
ozellikle 6gretmenlerin sosyal-duygusal 6grenme (SEL) programlari gibi yapilandiriimis midahale
programlarina katihminin sosyal-duygusal uyum becerilerini gelistirdigini gdstermektedir (Durlak vd.,
2011). Bu bulgu, erken ¢ocukluk egitiminde sosyal-duygusal uyumu destekleyecek sistematik programlarin
gelistirilmesi gerekliligini ortaya koymaktadir.

Odak grup gorismelerinde elde edilen veriler, duygu koglugu yaklasimi ve sosyal-duygusal iyi olusun
alt boyutlari (duygu diizenleme, 6z diizenleme, psikolojik saglamlik ve sosyal-duygusal uyum) hakkinda
katimcilarin bilgi dizeylerinin yetersiz oldugunu gostermektedir. Bu durum, 6gretmenlerin sinif ici
uygulamalarinda sosyal-duygusal gelisime yeterince yer vermemelerine neden olmaktadir (Jennings &
Greenberg, 2009). Sosyal-duygusal becerilerin erken yaslarda kazandirilmasi, bireylerin yasam boyu
sirdirecekleri sosyal iliskileri ve duygusal sagliklari agisindan kritik bir role sahiptir (Elias & Weissberg,
2000).

Arastirmanin  sonuglari, okul o6ncesi egitimde sosyal-duygusal uyumun ©6neminin yeterince
anlasilamadigini ve sistematik bir yaklagimin eksik oldugunu gostermektedir. Jensen ve Simovska (2002)
tarafindan 6nerilen "tim okul yaklasimi", duygu koglugunun egitim sistemine entegrasyonu igin énemli
bir cerceve sunmaktadir. Egitimcilerin bu konudaki bilgi ve becerilerini gelistirmek, 6grencilerin sosyal-
duygusal becerilerini desteklemek agisindan biyik 6nem tasimaktadir (Zins vd., 2004). Egitim slireclerinde
sosyal-duygusal uyumun daha fazla 6nemsenmesi ve bu konuda kapsamli egitim programlarinin
gelistiriimesi gerekliligi 6ne ¢ikmaktadir.

Bu arastirmada elde edilen bulgu ve sonuglar dogrultusunda asagidaki éneriler sunulmaktadir:

e Duygu Koglugu Egitiminin Yayginlastirilmasi: Katilimcilarin énemli bir bolimi duygu koglugu
kavramina yabanci olduklarini belirtmis, kavrami sinirh ve eksik tanimlamiglardir. Bu durum,
O0gretmen-0grenci etkilesiminde duygularin dogru yonetilmesini engellemektedir. Bu nedenle,
erken cocukluk egitiminde gorev yapan tim paydaslara yonelik, duygu koglugu temelli
yaptlandirilmis hizmet ici egitim programlarinin gelistiriimesi 6nerilmektedir. Bu egitimler;
duygulari tanima, adlandirma, kabul etme ve ifade etme becerilerini kapsamalidir.

e Duygu iletisimini Glglendirme: Arastirma bulgulari, cocuklarin duygularini tanimlama ve ifade
etme konusunda yeterince yonlendirilmediklerini gdstermektedir. Paydaslarin giinlik yasamda
cocuklarla duygu temelli sohbetlere daha fazla yer vermeleri, nadir duygu ifadelerini kullanmalari
ve cocuklara rehberlik etmeleri, cocuklarin duygusal farkindaliklarini artiracaktir. Bu dogrultuda,
ogretmenlerin ve velilerin duygu koglugu yaklasimini ginlik etkilesimlerine entegre etmeleri
onerilmektedir.
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e Sosyal-Duygusal Becerilere Yonelik Sistematik Egitimler: Duygu dizenleme, 6z dizenleme,
psikolojik saglamlik ve sosyal-duygusal uyum gibi temel becerilerin, katilimcilar tarafindan ya sinirh
ya da ylzeysel olarak kavrandigi gorulmustir. Bu nedenle, sosyal-duygusal iyi olusun alt
boyutlarini iceren butincil egitim igeriklerinin olusturulmasi ve tim paydaslara sunulmasi
gerekmektedir. Egitimlerde sadece kavramsal bilgi degil, uygulamaya donik stratejiler de yer
almalidir.

e Sinif Duzeyinde Sosyal-Duygusal Etkinliklerin Planlanmasi: Ogretmenlerin sosyal-duygusal
o6grenme etkinlikleri planlama ve uygulama konusunda sistematik bir yaklasim benimsemedikleri
anlasilmaktadir. Bu dogrultuda, 6gretmenlerin sinif ortaminda 6grencilerin duygu durumlarini
destekleyecek, gelisimsel diizeylerine uygun etkinlikler planlamalari ve bu etkinlikleri dizenli
olarak uygulamalari 6nerilmektedir. Bu etkinliklerin 6gretmen egitimlerinde o&rneklenerek
gosterilmesi etkili olacaktir.

e  Okul ve Aile is Birliginin Giiglendirilmesi: Arastirma, velilerin sosyal-duygusal uyum siireglerinde
yeterince etkili stratejilere sahip olmadigini ortaya koymustur. Bu nedenle, ailelerin bu konularda
bilgilendirilmesi, okul ve aile arasinda daha islevsel ve is birligine dayal bir iletisim agi kurulmasi
onerilmektedir. Aile egitimleri ve rehberlik calismalari, bu siireci destekleyici nitelikte olmahdir.

e Sosyal-Duygusal Ogrenme Programlari: Sosyal-duygusal uyumun desteklenmesine yénelik
yapilandirimis midahale programlarinin eksikligi, egitim ortamlarinda tutarli uygulamalarin
olusmasini engellemektedir. Bu kapsamda, okul 6ncesi mifredata entegre edilecek Sosyal-
Duygusal Ogrenme (SEL) programlarinin gelistirilmesi ve uygulanmasi 6nerilmektedir. Bu
programlar, 6gretmenlere somut uygulama ornekleri sunmali ve 6grencilerin sosyal-duygusal
becerilerini sistematik bicimde desteklemelidir.

e Arastirmanin Sinirliliklari ve Gelecek Calismalara Yonelik Oneriler: Bu arastirmanin bulgulari, sinirli
bir 6rneklemle ve katilimcilarin 6znel beyanlarina dayali olarak elde edilmistir. Gelecekte yapilacak
arastirmalarda daha genis ve c¢esitlendirilmis orneklemlerle nicel verilerin desteklenmesi,
uygulamali midahale calismalarinin yiritilmesi ve uzun vadeli etki analizlerinin yapilmasi
onerilmektedir.

Yazar Katki Orani
Yazarlar, calismaya esit oranda katki sunmuslardir.
Etik Beyan

Bu arastirmanin planlanmasi, verilerin toplanmasi, analizi ve raporlanmasi sirasinda “Yiksekogretim
Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesi'nde yer alan etik ilke ve kurallara uyulmustur.
Bilimsel Arastirma ve Yayin Etigi ‘'ne aykiri herhangi bir uygulama yapilmamis ve arastirmaya katilan tim
bireysel katihmcilardan bilgilendirilmis onam alinmistir.

Catisma Beyani

Yazarlar ¢alisma kapsaminda herhangi bir kurum veya kisi ile ¢ikar ¢atismasi bulunmadigini beyan
etmektedirler.
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