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Abstract: This study aims to examine naturally occurring conversations among children during mealtimes in
preschool settings without adult guidance and to describe the content characteristics of these conversations.
The study was conducted within a qualitative research approach and focused on children’s peer interactions
during daily routines. The study group consisted of 88 children attending six preschool settings. During the
research process, audio recordings were collected at three separate mealtimes in each school, yielding data
from a total of 18 mealtimes. Digital audio recorders were used during data collection, and brief observation
notes were taken to support the recordings. The recordings obtained during the data collection process were
transcribed and analyzed using inductive thematic analysis. The analysis revealed that children’s conversations
during mealtimes were organized under eight themes: Fiction and Media Narratives, Identity and Belonging,
Emotional Expression, Adult Norms and References, Social Negotiation, Planning and Anticipation, Everyday
Narratives, and Humor. The findings indicate that mealtimes are not merely care routines for children; rather,
they provide a multilayered social context in which identity and belonging are constructed, emotions are
expressed, humor is produced, planning and negotiation occur, and norms associated with the adult world are
reinterpreted within children’s interactions. In this respect, the study highlights the pedagogical potential of
everyday routines in early childhood education.
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Oz: Bu arastirmanin amaci, okul oncesi egitim kurumlarinda gocuklarin beslenme saatleri sirasinda yetiskin
yonlendirmesi olmaksizin ortaya ¢ikan dogal konusmalarini incelemek ve bu konusmalarin igeriklerini
betimlemektir. Arastirma, nitel arastirma yaklasimi kapsaminda yiiriitiilmiis ve ¢ocuklarin giinliik rutinler
sirasinda sergiledikleri akran etkilesimlerine odaklanmistir. Calisma grubunu, alti farkli okul 6ncesi egitim
kurumunda 6grenim goren toplam 88 ¢ocuk olusturmaktadir. Arastirma siirecinde her okulda ti¢ ayr1 beslenme
saatinde ses kaydi alinmis ve toplam 18 beslenme saatine iliskin veri elde edilmistir. Veri toplama siirecinde
dijital ses kayit cihazlart kullanilmis; ses kayitlarint desteklemek amaciyla kisa gozlem notlart da alinmustir.
Elde edilen kayitlar yaziya aktarilmis ve veriler tiimevarimsal tematik analiz yontemiyle ¢oziimlenmistir.
Analiz sonucunda ¢ocuklarmm beslenme saatlerindeki konusmalarinin sekiz tema altinda toplandig
belirlenmistir. Bu temalar; Kurgu ve Medya Kaynakli Anlatilar, Kimlik ve Aidiyet, Duygusal ifade, Yetiskin
Norm ve Referanslari, Sosyal Miizakere, Planlama ve Ongérﬁ, Giindelik Anlatilar ve Mizah olarak
belirlenmistir. Bulgular, beslenme saatlerinin ¢ocuklar i¢in yalnizca bir bakim rutini olmadigini; kimlik ve
aidiyetin kuruldugu, duygularin ifade edildigi, mizahin iiretildigi, planlama ve miizakerenin gerceklestigi ve
yetiskin diinyasina ait normlarin ¢ocuk etkilesimleri i¢cinde yeniden anlamlandirildigi ¢cok katmanli bir sosyal
baglam sundugunu gostermektedir. Bu yoniiyle ¢alisma, okul dncesi egitimde giinliik rutinlerin pedagojik
potansiyeline dikkat ¢cekmektedir.

Anahtar Kelimeler: Okul 6ncesi egitim, beslenme saatleri, okul 6ncesi egitim ortamlari, ¢ocuk konusmalart,
giinliik rutinler.
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Structured Abstract

Preschools offer multidimensional learning environments where children participate not only in
structured activities but also in daily routines such as eating, self-care, and peer interaction (Willemsen et al.,
2023). Within these routines, mealtimes stand out as periods when children experience relatively limited adult
guidance, interact more freely with their peers, and naturally express their daily experiences (Wiggins et al.,
2024; Willemsen et al., 2023). The literature indicates that mealtimes are considered “pedagogical meals” in
some cultural contexts, during which table manners, hygiene practices, and social values can be transmitted
(Sepp & Hoijer, 2016; Willemsen et al., 2023). Daily routines are activities that occur naturally and are repeated
in a particular order (McWilliam, 2010), and they are regarded as meaningful contexts in which children
develop a sense of predictability and security while learning occurs in functional ways (Hughes-Scholes &
Gavidia-Payne, 2016; McNamara & Humphry, 2008; Spagnola & Fiese, 2007). Educators can integrate
learning into daily life by embedding instruction within the natural flow of routines; this approach has also
been shown to be effective for children with special needs (Macy & Bricker, 2007; Rahn et al., 2019).
Mealtimes may function as a “hybrid space” between everyday conversational styles at home and the more
academic language of school, providing opportunities for children to narrate events, explain ideas, elaborate
on experiences, and encounter new vocabulary within natural interaction (Barnes et al., 2020; Beals, 1997;
Snow & Beals, 2006). In addition, research suggests that children do not passively accept norms during these
routines; rather, they test and reinterpret them through playfulness, negotiation, and rule-bending (Albon &
Hellman, 2019; Alcock, 2007; Willemsen et al., 2023).

The aim of this study was to examine naturally occurring conversations among children during
mealtimes in preschool settings without adult guidance and to describe the thematic patterns underlying these
conversations. Accordingly, the study sought to identify the subject areas and meaning patterns reflected in
children’s mealtime discourse.

This study employed a qualitative research approach and was conducted as a descriptive study
(Creswell, 2013; Sandelowski, 2000). The study group consisted of 88 children from six preschool institutions.
Forty participants were girls (45.5%) and forty-eight were boys (54.5%). Fifty-nine children attended
preschools (67.0%), while twenty-nine attended preschool classes within primary schools (33.0%). In terms of
age distribution, 51 children were between 60—66 months old (58.0%) and 37 were between 67—72 months old
(42.0%). During the data collection process, recordings were obtained using digital voice recorders, and brief
observation notes were taken to support the recordings. Recordings were conducted during three separate
mealtimes in each school, resulting in data from a total of 18 mealtimes. Each recording lasted approximately
20-35 minutes. Although the researchers were present in the setting, they did not interact with the children,
and teachers did not direct the conversations beyond routine practices. The audio recordings were transcribed,
and the data were analyzed using inductive thematic analysis (Braun & Clarke, 2006). No predetermined
themes or theoretical categories were used; instead, codes and themes were derived directly from the data
through open coding. Some statements were interpreted under more than one theme based on their different
analytical functions. In accordance with ethical principles, children were anonymized using codes C1-C88. To
enhance credibility, one researcher conducted the initial coding, and a portion of the dataset was independently
recoded by the second researcher. Inter-coder agreement was 82%, and disagreements were resolved through
discussion until consensus was reached (Braun & Clarke, 2006; Creswell, 2013).

The analysis revealed that children’s natural conversations during mealtimes were organized under
eight overarching themes: (1) Fiction and Media Narratives, (2) Identity and Belonging, (3) Emotional
Expression, (4) Adult Norms and References, (5) Social Negotiation, (6) Planning and Anticipation, (7)
Everyday Narratives, and (8) Humor. The findings indicate that children construct narratives by blending
imagination with digital media content, collectively expanding these stories while negotiating the boundaries
between reality and fiction. A sense of identity and belonging emerges through the language of “we,” shared
preferences, objects, and references to physical characteristics, through which children also negotiate visibility
and social positioning. Emotions such as fear, courage, and affection are openly expressed and co-regulated
within peer interaction. Children frequently draw on adult-derived norms and references—including rules,
warnings, and moral expressions—to organize peer relations, transferring elements of the adult world into
mealtime conversations. Through negotiation patterns, children manage disagreement, sharing, joint decision-
making, and boundary setting through dialogue, while also engaging in planning and future-oriented talk about
upcoming activities and intentions. Everyday narratives function as a space where children share experiences,
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produce social evaluations, and construct normative distinctions. Humor and language play transform
mealtimes from a routine practice into a shared social space characterized by laughter, bonding, and the
stretching of social norms.

The results of the study demonstrate that mealtimes are not merely care-and-feeding routines; rather,
they constitute multilayered social interaction contexts in which identity and belonging are negotiated,
emotions are expressed, humor is produced, planning and negotiation occur, and adult norms are reinterpreted
through children’s interactions. In this respect, mealtimes emerge as pedagogically rich learning contexts where
children’s social, emotional, linguistic, and cognitive competencies naturally become visible. From a practical
perspective, the findings suggest emphasizing the pedagogical potential of mealtimes within early childhood
programs, encouraging teachers to observe children’s natural conversations without disrupting peer interaction,
and considering these interactions as valuable sources of information for understanding developmental
processes. Teacher education and in-service training programs may benefit from incorporating the pedagogical
significance of peer interaction within daily routines and approaches grounded in non-intervention-based
observation. Future research may further explore natural mealtime conversations across diverse age groups,
socio-cultural contexts, and institutional settings.

Keywords: Early childhood education, mealtimes, preschool settings, children’s talk, daily routines.
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Résumé Structuré

Introduction: Les établissements préscolaires offrent des environnements d’apprentissage
multidimensionnels ou les enfants participent non seulement a des activités structurées, mais ¢galement a des
routines quotidiennes telles que les repas, les soins personnels et les interactions avec leurs pairs (Willemsen
et al., 2023). Parmi ces routines, les repas se distinguent comme des moments ou les enfants bénéficient d’une
guidance adulte relativement limitée, interagissent plus librement avec leurs pairs et expriment spontanément
leurs expériences quotidiennes (Wiggins et al., 2024 ; Willemsen et al., 2023). La littérature montre que, dans
certains contextes culturels, les repas sont considérés comme des « repas pédagogiques » au cours desquels les
maniéres de table, les pratiques d’hygiéne et les valeurs sociales peuvent étre transmises (Sepp & Hoéijer, 2016
; Willemsen et al., 2023). Les routines quotidiennes, définies comme des activités naturelles et répétées dans
un ordre particulier (McWilliam, 2010), constituent des contextes significatifs ou les enfants développent un
sentiment de prévisibilité et de sécurité, tout en apprenant de maniére fonctionnelle (Hughes-Scholes &
Gavidia-Payne, 2016 ; McNamara & Humphry, 2008 ; Spagnola & Fiese, 2007). Les éducateurs peuvent
intégrer I’apprentissage dans la vie quotidienne en insérant 1’enseignement dans le flux naturel des routines ;
cette approche s’est également révélée efficace pour les enfants ayant des besoins spécifiques (Macy & Bricker,
2007 ; Rahn et al., 2019). Les repas peuvent fonctionner comme un « espace hybride » entre les styles
conversationnels familiaux et le langage plus académique de 1’école, offrant aux enfants des occasions de
raconter des événements, d’expliquer des idées, d’élaborer des expériences et d’acquérir un nouveau
vocabulaire dans une interaction naturelle (Barnes et al., 2020 ; Beals, 1997 ; Snow & Beals, 2006). De plus,
les recherches suggérent que les enfants ne se contentent pas d’accepter passivement les normes au cours de
ces routines ; ils les testent et les réinterprétent par le jeu, la négociation et le contournement des régles (Albon
& Hellman, 2019 ; Alcock, 2007 ; Willemsen et al., 2023).

Objectif: L’objectif de cette étude était d’examiner les conversations spontanées entre enfants pendant
les repas en milieu préscolaire, en I’absence de guidance adulte, et de décrire les schémas thématiques sous-
jacents a ces échanges. L’étude visait ainsi a identifier les domaines thématiques et les structures de sens
reflétées dans le discours des enfants lors des repas.

Méthodologie: Cette recherche a adopté une approche qualitative et a été menée comme une étude
descriptive (Creswell, 2013 ; Sandelowski, 2000). Le groupe d’étude comprenait 88 enfants issus de six
institutions préscolaires : 40 filles (45,5 %) et 48 garcons (54,5 %). Cinquante-neuf enfants fréquentaient des
écoles maternelles (67,0 %), tandis que 29 étaient inscrits dans des classes préscolaires au sein d’écoles
primaires (33,0 %). Concernant la répartition par age, 51 enfants avaient entre 60 et 66 mois (58,0 %) et 37
entre 67 et 72 mois (42,0 %). Les données ont été recueillies a I’aide d’enregistreurs numériques et complétées
par des notes d’observation. Trois repas ont été enregistrés dans chaque école, soit un total de 18 repas, chaque
enregistrement durant environ 20 a 35 minutes. Les chercheurs étaient présents mais n’intervenaient pas, et les
enseignants ne dirigeaient pas les conversations au-dela des pratiques routinicres. Les enregistrements ont été
transcrits et analysés par une analyse thématique inductive (Braun & Clarke, 2006). Aucun théme prédéfini n’a
été utilisé ; les codes et themes ont émergé directement des données par codage ouvert. Certaines déclarations
ont été interprétées sous plusieurs thémes en raison de leurs fonctions analytiques variées. Conformément aux
principes éthiques, les enfants ont été anonymisés par des codes C1-C88. Pour renforcer la crédibilité, un
chercheur a effectué le codage initial et une partie du corpus a été recodée indépendamment par un second

www.turkishstudies.net/language



294 Asli Balc1 — Zeynep Nur Aydin Kilig

chercheur. L’accord intercodeurs était de 82 %, les divergences ayant été résolues par discussion jusqu’a
consensus (Braun & Clarke, 2006 ; Creswell, 2013).

Résultats: L’analyse a révélé que les conversations naturelles des enfants pendant les repas
s’organisaient autour de huit thémes principaux : (1) récits fictifs et médiatiques, (2) identité et appartenance,
(3) expression émotionnelle, (4) normes et références adultes, (5) négociation sociale, (6) planification et
anticipation, (7) récits quotidiens, et (8) humour. Les résultats montrent que les enfants construisent des récits
en mélant imagination et contenus médiatiques numeériques, en €largissant collectivement ces histoires tout en
négociant les frontieres entre réalité et fiction. Un sentiment d’identité et d’appartenance émerge a travers le
langage du « nous », les préférences partagées, les objets et les références aux caractéristiques physiques, par
lesquels les enfants négocient également visibilité et positionnement social. Les émotions telles que la peur, le
courage et |’affection sont exprimées ouvertement et co-régulées dans l’interaction entre pairs. Les enfants
mobilisent fréquemment des normes et références issues du monde adulte—régles, avertissements, expressions
morales—pour organiser leurs relations, transférant des éléments du monde adulte dans leurs conversations.
Par des schémas de négociation, ils gérent désaccords, partage, décisions collectives et délimitation des
frontiéres, tout en engageant des discussions prospectives sur les activités a venir. Les récits quotidiens servent
d’espace ou les enfants partagent des expériences, produisent des évaluations sociales et construisent des
distinctions normatives. L’humour et le jeu linguistique transforment les repas en un espace social partagé
marqué par le rire, la complicité et I’assouplissement des normes sociales.

Conclusion: Les résultats démontrent que les repas ne sont pas de simples routines de soins et
d’alimentation ; ils constituent des contextes d’interaction sociale complexes ou 1’identité et ’appartenance
sont négociées, les émotions exprimées, I’humour produit, la planification et la négociation réalisées, et les
normes adultes réinterprétées par les enfants. Les repas apparaissent ainsi comme des contextes d’apprentissage
riches sur le plan pédagogique, ou les compétences sociales, émotionnelles, linguistiques et cognitives des
enfants se manifestent naturellement. Sur le plan pratique, les résultats suggerent de mettre en valeur le
potentiel pédagogique des repas dans les programmes de la petite enfance, d’encourager les enseignants a
observer les conversations naturelles des enfants sans perturber les interactions entre pairs, et de considérer ces
échanges comme des sources précieuses pour comprendre les processus développementaux. La formation
initiale et continue des enseignants pourrait bénéficier de 1’intégration de la signification pédagogique des
interactions entre pairs dans les routines quotidiennes et des approches fondées sur I’observation non
interventionniste. Des recherches futures pourraient explorer davantage les conversations naturelles lors des
repas a travers différents groupes d’age, contextes socioculturels et environnements institutionnels.

Mots-clés: Education de la petite enfance, repas, milieu préscolaire, discours des enfants, routines
quotidiennes

Strukturierte Zusammenfassung

Einleitung: Vorschulen bieten multidimensionale Lernumgebungen, in denen Kinder nicht nur an
strukturierten Aktivititen teilnehmen, sondern auch an tiglichen Routinen wie Essen, Selbstpflege und
Interaktion mit Gleichaltrigen (Willemsen et al., 2023). Unter diesen Routinen stechen die Mahlzeiten hervor,
da Kinder hier vergleichsweise wenig Anleitung durch Erwachsene erhalten, freier mit ihren Gleichaltrigen
interagieren und ihre Alltagserfahrungen spontan ausdriicken (Wiggins et al., 2024; Willemsen et al., 2023).
Die Literatur zeigt, dass Mabhlzeiten in bestimmten kulturellen Kontexten als ,,pddagogische Mahlzeiten*
betrachtet werden, in denen Tischmanieren, Hygienepraxen und soziale Werte vermittelt werden kdnnen (Sepp
& Hoijer, 2016; Willemsen et al., 2023). Tagliche Routinen sind natiirliche, sich wiederholende Aktivitéten in
einer bestimmten Reihenfolge (McWilliam, 2010) und gelten als bedeutungsvolle Kontexte, in denen Kinder
ein Gefiihl von Vorhersagbarkeit und Sicherheit entwickeln, wiahrend Lernen auf funktionale Weise stattfindet
(Hughes-Scholes & Gavidia-Payne, 2016; McNamara & Humphry, 2008; Spagnola & Fiese, 2007).
Péadagog*innen konnen Lernen in den Alltag integrieren, indem sie Instruktionen in den natiirlichen Ablauf der
Routinen einbetten; dieser Ansatz hat sich auch fiir Kinder mit besonderen Bediirfnissen als wirksam erwiesen
(Macy & Bricker, 2007; Rahn et al., 2019). Mahlzeiten konnen als ,,hybrider Raum* zwischen alltdglichen
Gespriachsstilen zu Hause und der akademischeren Sprache der Schule fungieren und Kindern Gelegenheiten
bieten, Ereignisse zu erzdhlen, Ideen zu erkldren, Erfahrungen auszufiihren und neues Vokabular in natiirlicher
Interaktion zu erwerben (Barnes et al., 2020; Beals, 1997; Snow & Beals, 2006). Dariiber hinaus legen Studien
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nahe, dass Kinder Normen wihrend dieser Routinen nicht passiv akzeptieren, sondern sie durch Spiel,
Verhandlung und Regelabweichung erproben und neu interpretieren (Albon & Hellman, 2019; Alcock, 2007;
Willemsen et al., 2023).

Zielsetzung: Das Ziel dieser Studie war es, die natiirlich auftretenden Gesprache unter Kindern
wiahrend der Mahlzeiten in Vorschuleinrichtungen ohne Anleitung durch Erwachsene zu untersuchen und die
zugrunde liegenden thematischen Muster dieser Gespriche zu beschreiben. Entsprechend sollte die Studie die
Themenbereiche und Bedeutungsstrukturen identifizieren, die sich im Diskurs der Kinder wahrend der
Mabhlzeiten widerspiegeln.

Methodik: Die Studie folgte einem qualitativen Forschungsansatz und wurde als deskriptive
Untersuchung durchgefiihrt (Creswell, 2013; Sandelowski, 2000). Die Stichprobe bestand aus 88 Kindern aus
sechs Vorschuleinrichtungen: 40 Médchen (45,5 %) und 48 Jungen (54,5 %). 59 Kinder besuchten
Kindergirten (67,0 %), wihrend 29 Vorschulklassen innerhalb von Grundschulen besuchten (33,0 %).
Hinsichtlich der Altersverteilung waren 51 Kinder zwischen 60—66 Monaten alt (58,0 %) und 37 zwischen 67—
72 Monaten (42,0 %). Die Datenerhebung erfolgte mittels digitaler Audiorekorder, ergénzt durch kurze
Beobachtungsnotizen. In jeder Einrichtung wurden drei Mahlzeiten aufgezeichnet, insgesamt 18 Mahlzeiten,
mit einer Dauer von jeweils 20-35 Minuten. Die Forschenden waren anwesend, interagierten jedoch nicht mit
den Kindern, und die Lehrkrifte lenkten die Gespriche nicht {iber die Routine hinaus. Die Tonaufnahmen
wurden transkribiert und mittels induktiver thematischer Analyse ausgewertet (Braun & Clarke, 2006). Es
wurden keine vorab festgelegten Themen oder theoretischen Kategorien verwendet; Codes und Themen
wurden direkt aus den Daten durch offenes Kodieren abgeleitet. Einige Aussagen wurden aufgrund ihrer
unterschiedlichen analytischen Funktionen mehreren Themen zugeordnet. Gemaf ethischen Prinzipien wurden
die Kinder durch Codes C1-C88 anonymisiert. Zur Erhhung der Glaubwiirdigkeit fiihrte ein Forscher das
erste Kodieren durch, ein Teil des Datensatzes wurde unabhingig von einem zweiten Forscher erneut kodiert.
Die Ubereinstimmung zwischen den Kodierenden betrug 82 %, und Meinungsverschiedenheiten wurden durch
Diskussion bis zur Konsensfindung geldst (Braun & Clarke, 2006; Creswell, 2013).

Ergebnisse: Die Analyse ergab, dass die natiirlichen Gespréiche der Kinder wihrend der Mahlzeiten
unter acht tibergeordneten Themen organisiert waren: (1) Fiktionale und mediale Erzdhlungen, (2) Identitét
und Zugehorigkeit, (3) Emotionale Ausdrucksformen, (4) Normen und Referenzen von Erwachsenen, (5)
Soziale Verhandlung, (6) Planung und Antizipation, (7) Alltdgliche Erzdhlungen und (8) Humor. Die
Ergebnisse zeigen, dass Kinder Erzdhlungen konstruieren, indem sie Fantasie mit digitalen Medieninhalten
verbinden, diese Geschichten gemeinsam erweitern und dabei die Grenzen zwischen Realitdt und Fiktion
aushandeln. Ein Gefiihl von Identitdt und Zugehdorigkeit entsteht durch die Sprache des ,,Wir“, gemeinsame
Vorlieben, Objekte und Verweise auf korperliche Merkmale, wodurch Kinder auch Sichtbarkeit und soziale
Positionierung verhandeln. Emotionen wie Angst, Mut und Zuneigung werden offen ausgedriickt und im Peer-
Kontext ko-reguliert. Kinder greifen hdufig auf von Erwachsenen abgeleitete Normen und Referenzen
zuriick—einschlieBlich Regeln, Warnungen und moralischer Ausdriicke—um ihre Beziehungen zu
organisieren und Elemente der Erwachsenenwelt in die Mabhlzeitengespriche zu iibertragen. Durch
Verhandlungsmuster ~ bewiltigen Kinder Meinungsverschiedenheiten, Teilen, gemeinsame
Entscheidungsfindung und Grenzziehung, wihrend sie auch iiber zukiinftige Aktivititen und Absichten
sprechen. Alltdgliche Erzdhlungen dienen als Raum, in dem Kinder Erfahrungen teilen, soziale Bewertungen
vornehmen und normative Unterscheidungen konstruieren. Humor und Sprachspiel verwandeln Mahlzeiten
von einer Routinepraxis in einen geteilten sozialen Raum, der durch Lachen, Bindung und die Dehnung sozialer
Normen gekennzeichnet ist.

Schlussfolgerung: Die Ergebnisse =zeigen, dass Mahlzeiten nicht bloBe Pflege- und
Erndhrungsroutinen sind, sondern komplexe soziale Interaktionskontexte darstellen, in denen Identitdt und
Zugehorigkeit ausgehandelt, Emotionen ausgedriickt, Humor erzeugt, Planung und Verhandlung stattfinden
und Normen von Erwachsenen durch Kinder neu interpretiert werden. Mahlzeiten erweisen sich somit als
padagogisch reichhaltige Lernkontexte, in denen die sozialen, emotionalen, sprachlichen und kognitiven
Kompetenzen der Kinder auf natiirliche Weise sichtbar werden. Praktisch gesehen legen die Ergebnisse nahe,
das padagogische Potenzial von Mahlzeiten in friihkindlichen Programmen zu betonen, Lehrkrifte zu
ermutigen, die natiirlichen Gespriache der Kinder ohne Unterbrechung der Peer-Interaktion zu beobachten und
diese Interaktionen als wertvolle Informationsquellen fiir das Verstindnis von Entwicklungsprozessen zu
betrachten. Die Lehrerbildung und Fortbildungsprogramme kdnnten davon profitieren, die paddagogische
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Bedeutung der Peer-Interaktion innerhalb téglicher Routinen sowie Ansétze der nicht-interventionistischen
Beobachtung zu integrieren. Zukiinftige Forschung konnte natiirliche Mahlzeitengespréche iiber verschiedene
Altersgruppen, soziokulturelle Kontexte und institutionelle Rahmenbedingungen hinweg weiter untersuchen.

Schliisselworter: Frithkindliche Bildung, Mahlzeiten, Vorschuleinrichtungen, Kindergespriche,
tigliche Routinen

Resumen Estructurado

Introduccién: Las instituciones de educacion preescolar ofrecen entornos de aprendizaje
multidimensionales en los que los nifios participan no solo en actividades estructuradas, sino también en rutinas
cotidianas como comer, el cuidado personal y la interaccion con sus pares (Willemsen et al., 2023). Entre estas
rutinas, los momentos de comida destacan como periodos en los que los nifos reciben una guia adulta
relativamente limitada, interactian con mayor libertad con sus compaifieros y expresan de manera espontanea
sus experiencias diarias (Wiggins et al., 2024; Willemsen et al., 2023). La literatura sefiala que, en algunos
contextos culturales, las comidas se consideran “comidas pedagogicas”, durante las cuales se transmiten
modales de mesa, practicas de higiene y valores sociales (Sepp & Hoéijer, 2016; Willemsen et al., 2023). Las
rutinas diarias, definidas como actividades naturales que se repiten en un orden especifico (McWilliam, 2010),
constituyen contextos significativos en los que los nifios desarrollan un sentido de previsibilidad y seguridad,
mientras el aprendizaje ocurre de manera funcional (Hughes-Scholes & Gavidia-Payne, 2016; McNamara &
Humphry, 2008; Spagnola & Fiese, 2007). Los educadores pueden integrar el aprendizaje en la vida cotidiana
al incorporar la instruccion en el flujo natural de las rutinas; este enfoque también ha demostrado ser eficaz
para nifios con necesidades especiales (Macy & Bricker, 2007; Rahn et al., 2019). Las comidas pueden
funcionar como un “espacio hibrido” entre los estilos conversacionales familiares y el lenguaje mas académico
de la escuela, ofreciendo oportunidades para que los nifios narren eventos, expliquen ideas, elaboren
experiencias y adquieran nuevo vocabulario en una interaccion natural (Barnes et al., 2020; Beals, 1997; Snow
& Beals, 2006). Ademas, las investigaciones sugieren que los niflos no aceptan pasivamente las normas durante
estas rutinas; mas bien, las ponen a prueba y las reinterpretan mediante el juego, la negociacion y la transgresion
de reglas (Albon & Hellman, 2019; Alcock, 2007; Willemsen et al., 2023).

Objetivo: El proposito de este estudio fue examinar las conversaciones espontaneas entre niflos
durante las comidas en entornos preescolares sin guia adulta y describir los patrones tematicos subyacentes a
dichas conversaciones. En consecuencia, se busco identificar las areas tematicas y las estructuras de significado
reflejadas en el discurso infantil durante las comidas.

Metodologia: El estudio adopté un enfoque cualitativo y se llevd a cabo como una investigacion
descriptiva (Creswell, 2013; Sandelowski, 2000). El grupo de estudio estuvo compuesto por 88 nifios de seis
instituciones preescolares: 40 nifias (45,5 %) y 48 nifios (54,5 %). Cincuenta y nueve asistian a jardines de
infancia (67,0 %), mientras que 29 estaban inscritos en clases preescolares dentro de escuelas primarias (33,0
%). En cuanto a la distribucion por edad, 51 niflos tenian entre 60—66 meses (58,0 %) y 37 entre 67—72 meses
(42,0 %). La recoleccion de datos se realizo mediante grabadoras digitales de voz, complementadas con notas
breves de observacion. Se registraron tres comidas en cada institucion, para un total de 18 comidas, con una
duracion aproximada de 20-35 minutos cada una. Los investigadores estuvieron presentes pero no
interactuaron con los nifios, y los docentes no intervinieron en las conversaciones mas alla de las practicas
rutinarias. Las grabaciones fueron transcritas y los datos analizados mediante analisis tematico inductivo
(Braun & Clarke, 2006). No se utilizaron temas o categorias teoricas predeterminadas; los codigos y temas se
derivaron directamente de los datos mediante codificacion abierta. Algunas declaraciones fueron interpretadas
bajo mas de un tema debido a sus diferentes funciones analiticas. Conforme a los principios éticos, los nifios
fueron anonimizados con cddigos C1-C88. Para aumentar la credibilidad, un investigador realizo la
codificacion inicial y una parte del corpus fue recodificada de manera independiente por un segundo
investigador. El acuerdo intercodificadores fue del 82 %, resolviéndose las discrepancias mediante discusion
hasta alcanzar consenso (Braun & Clarke, 2006; Creswell, 2013).

Resultados: El analisis reveld que las conversaciones naturales de los niflos durante las comidas se
organizaron en torno a ocho temas principales: (1) Narrativas ficticias y mediaticas, (2) Identidad y pertenencia,
(3) Expresion emocional, (4) Normas y referencias adultas, (5) Negociacion social, (6) Planificacion y
anticipacion, (7) Narrativas cotidianas y (8) Humor. Los hallazgos indican que los nifios construyen narrativas
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mezclando imaginacion con contenidos de medios digitales, expandiendo colectivamente estas historias
mientras negocian los limites entre realidad y ficcion. Un sentido de identidad y pertenencia emerge a través
del lenguaje del “nosotros”, las preferencias compartidas, los objetos y las referencias a caracteristicas fisicas,
mediante las cuales los niflos negocian también visibilidad y posicionamiento social. Emociones como miedo,
valentia y afecto se expresan abiertamente y se co-regulan en la interaccion entre pares. Los niflos recurren con
frecuencia a normas y referencias derivadas de los adultos—incluyendo reglas, advertencias y expresiones
morales—para organizar las relaciones entre pares, transfiriendo elementos del mundo adulto a las
conversaciones durante las comidas. A través de patrones de negociacion, los nifios gestionan desacuerdos, el
compartir, la toma de decisiones conjunta y la delimitacion de fronteras, al tiempo que participan en
conversaciones orientadas al futuro sobre actividades e intenciones proximas. Las narrativas cotidianas
funcionan como un espacio donde los nifios comparten experiencias, producen evaluaciones sociales y
construyen distinciones normativas. EI humor y el juego lingiiistico transforman las comidas de una practica
rutinaria en un espacio social compartido caracterizado por la risa, la union y la flexibilizacién de las normas
sociales.

Conclusion: Los resultados del estudio demuestran que las comidas no son meras rutinas de cuidado
y alimentacion; constituyen contextos de interaccidon social complejos en los que se negocian identidad y
pertenencia, se expresan emociones, se produce humor, se planifica y negocia, y las normas adultas son
reinterpretadas por los niflos. En este sentido, las comidas emergen como contextos de aprendizaje
pedagodgicamente ricos, donde las competencias sociales, emocionales, lingiiisticas y cognitivas de los nifios
se hacen visibles de manera natural. Desde una perspectiva practica, los hallazgos sugieren enfatizar el
potencial pedagogico de las comidas en los programas de educacion infantil, animar a los docentes a observar
las conversaciones naturales de los niflos sin interrumpir la interaccion entre pares y considerar estas
interacciones como fuentes valiosas de informacion para comprender los procesos de desarrollo. La formacion
inicial y continua de los docentes podria beneficiarse de la incorporacion de la importancia pedagdgica de la
interaccion entre pares en las rutinas diarias y de enfoques basados en la observaciéon no intervencionista.
Investigaciones futuras podrian explorar més a fondo las conversaciones naturales durante las comidas en
diversos grupos de edad, contextos socioculturales y entornos institucionales.

Palabras clave: Educacion infantil, comidas, entornos preescolares, discurso infantil, rutinas
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BT : FRIBEVMITRMIE 4T 12 105, I LEAMUS SEMANES, 55 HE W)
THES, g, QREBEAFAEES) (Willemsen %8, 2023) . 7EXEHEHES S, SH&ENEIGH
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2595 (Wiggins %%, 2024 ; Willemsen %%, 2023) , SCHRFEH, TERLESBIS ST, dPEHEM N HE
PR, RG] DR B AL DA IR A EW (Sepp & Hoijer, 2016 ; Willemsen
%, 2023) o HEBATESZBHARKAEFREE T ELRES (McWilliam, 2010) , #IAAZH
B, JLEAE AR B ] PR A 22 4, TR LI REPE G 7 s0EAT %4 >]  (Hughes-Scholes
& Gavidia-Payne, 2016 ; McNamara & Humphry, 2008 ; Spagnola & Fiese, 2007) , Z(HE 3 rl LLEid K #1
SEON HE TSRO 2 ST RN S . X — 7V A IE I X R R T B JLE A 2L (Macy &  Bricker,
2007 ; Rahn %, 2019) , #EERAI O] 68 BN EE H 50 1E RS L 228 B B 22K S &5 2 Al IR &
Z2[a]”, NJLERMEIHREM. BB A, §RAER LA H AR B A E A L2 (Barmes %
, 2020 ; Beals, 1997 ; Snow & Beals, 2006) . I4b, #F502RH], JLEAEX BT H SR IR
IV, T2 IE U W p AL TR A I SRR F A B S (Albon & Hellman, 2019 ; Alcock, 2007
; Willemsen 2%, 2023) .

EER : AWEEELS R PRI EAE B LEENERN RN S AR E, FEd
X BN T i R R . 7T B IR ) LR R A T e il ) S AT AN 2 SR

FHik AW ARMETT R, BN 5T (Creswell, 2013 ; Sandelowski, 2000
) o BFFEXT B NKBEASFIEI B B Y884 JLE, HF404 &tz (455%) , 488 NBEH (
54.5%) . 594 JLEREET4)LE (67.0%) , 294 8LiE T/NFMHR K 2ERTHE (33.0%) o TEARRY A
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i, 5144 )L N60-661H (58.0%) , 374 N6T-T210H (42.0%) , HafelctE i F5 b F 8 v =%
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FEEEN PR AT RIE ISR . JLE A H (5 R INE S 2 18— &S A fERE
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RepE. RWDLEHE, R, SiEETRE, JLEEE, HEEITES,

CrpykrypupoBanHoe Pe3ome

Beenenue: J[omKonbHbIE yUPEKACHHS IPEIOCTABISIIOT MHOTOMEPHbIE 00pa30BaTeNbHbIE CPE/IBL, I1e
JIETH Y4YacTBYIOT HE TOJBKO B CTPYKTYPHPOBAHHBIX 3aHSTHUSIX, HO M B TIOBCEJHEBHBIX PYTHHAX, TAKUX KaK
npuéM THIHY, YXOA 3a co00i U B3aumojeiicTeue co ceepctHukamu (Willemsen u ap., 2023). Cpeau 3THX
PYTHH NpU€MBI MHIIM BBLACIAIOTCS KaK IMEPUOAbI, KOTrJa JETH MOJYy4YaroT OTHOCHUTEJIbHO OIpaHHYE€HHOE
PYKOBOJICTBO B3pOCIIBIX, 00JIee CBOOOTHO B3aMMOICHCTBYIOT CO CBEPCTHHUKAMH U CIIOHTAHHO BBIPAXKAIOT CBOM
noBceIHeBHBIN ombIT (Wiggins u ap., 2024; Willemsen u zip., 2023). JIuteparypa yka3bIBaeT, 4TO B HEKOTOPBIX
KyJIbTypHBIX KOHTEKCTaxX NPHEMBI NHIIM PAacCMaTPHBAIOTCA KaK «IEJarormdeckue Tpamesbh», BO BpPeMs
KOTOPBIX MOTYT IIepelaBaThCsl NMPaBUIIA TTOBEJCHUS 3a CTOJOM, TMTMEHWYECKHE NMPAKTHKH M COLMalIbHbIE
nerHoctd (Sepp & Hoijer, 2016; Willemsen u ap., 2023). [loBcegHeBHBIE PYTHHBI — 3TO €CTECTBEHHBIE,
MOBTOPSIIOIIHECS B onpeaenéHHoM nopsiake neiicteust (McWilliam, 2010), KoTopble CUUTAIOTCS 3HAYMMBIMH
KOHTEKCTaMH, T'Zle JAETH Pa3BUBAIOT YYBCTBO IPEACKA3yeMOCTH M 0€30MacHOCTH, a 00ydeHHE IPOUCXOIUT
¢ysknnonansHbEIM 00pazoMm (Hughes-Scholes & Gavidia-Payne, 2016; McNamara & Humphry, 2008;
Spagnola & Fiese, 2007). Ilegarorm MOTyT MHTErpHpoBaTh OOy4YEHHE B IOBCEIHEBHYIO XXH3Hb, BKIFOUAs
WHCTPYKIIMH B €CTECTBEHHBIM TOTOK PYTHH; 3TOT MOIXOA Taloke MoKa3anl 3((eKTUBHOCTh UII AeTel ¢
ocobpMu  motpebHocTsIMH (Macy & Bricker, 2007; Rahn wu gp., 2019). Ilpuémsl nmmm MoryT
(YHKIHOHMPOBATh KaK «TMOPUIHOE MPOCTPAHCTBO» MEXIY IOMALIHUMH Pa3rOBOPHBIMU CTHIISIMH U 0OoJiee
aKaJIEMMYECKUM SI3bIKOM IIKOJIbI, IPEIOCTABIISISI JETIM BO3MOXHOCTh PacCKa3blBaTh COOBITHS, OOBSICHATDH
W/IeH, Pa3BUBATh ONBIT M OCBaWBaTh HOBYIO JIEKCHKY B €CTECTBEHHOM B3amMmoxercTsuu (Barnes u ap., 2020;
Beals, 1997; Snow & Beals, 2006). Kpome Toro, mcciemoBaHus NOKa3bIBAIOT, YTO JETH HE MACCHBHO
NPUHAMAIOT HOPMBI B XOJIE 9THX PYTHH; HAalpOTHB, OHU IPOBEPSIOT U NEPEOCMBICIMBAIOT MX YEpe3 UIpy,
neperoBops! ¥ HapymeHue mpaemwi (Albon & Hellman, 2019; Alcock, 2007; Willemsen u np., 2023).
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Heab ucciaenoanus: Llenbro JaHHOTO HCClIEeNOBaHUS OBUIO M3YyUYEHHE €CTECTBEHHBIX Pa3rOBOPOB
MEXKAy AETBMU BO BpeMsl NMPUEMOB NHINM B JOMIKOIBHBIX YUPEKICHHAX 0€3 PYKOBOICTBA B3POCIBIX H
OIMCaHNE TEMATHYECKHUX MATTEPHOB, JEXKAIINX B OCHOBE 3THX pa3roBopoB. COOTBETCTBEHHO, HCCIICIOBAHHUE
CTPEMIJIOCH BBISIBUTH TEMAaTHUYECKUE OOJIACTH M CMBICIOBBIE CTPYKTYPHBI, OTpaXEHHbBIE B IUCKYpCE JIETEH BO
BpEMS Tpames.

MeTtonojorus: VccrnenoBanre OBUIO BEIIONHEHO B paMKaX KadeCTBEHHOTO ITOAXO0Ja W IPOBENEHO
kak onucarensHoe (Creswell, 2013; Sandelowski, 2000). B Beioopky Bonutu 88 nereil U3 MIECTH TOUIKOIBHBIX
yupexaenuii: 40 nesouek (45,5 %) u 48 manpunkoB (54,5 %). 59 nereit mocemanu nerckue caasl (67,0 %), a
29 — JOMIKOJIBHBIC KITACCHI MPH HadaNbHBIX mKkoaax (33,0 %). [1o Bo3pacTHOMY pacmipenenenuto: 51 pe6éHok
obu1 B Bo3pacte 60—66 mecsues (58,0 %), 37 — 67-72 mecsaues (42,0 %). B mpouecce coopa maHHBIX
UCIIOJIb30BANINCH IIU(POBBIE TUKTO(OHBI, a TAK)KE KpaTKUe HaOJIIoAaTeIbHbIE 3anuch. B kax ot mkoie 0bu10
MPOBEJICHO TpPU 3alMCH NPUEMOB MHUIIH, Bcero 18, MpoaomKUTENbHOCThIO 20-35 MUHYT Kaxaas.
HccnenoBaTenu mprUCyTCTBOBAJH, HO HE B3aMMOJICHCTBOBANIN C JIETHMH, a IEAArOry He HAIPaBILLIN Oecembl
CBEpX PYTHHHBIX IPAKTUK. AyAH03aIiCH OBLTH TPAHCKPHOUPOBAHEI, a JaHHBIE MPOAHATTN3UPOBAHBI METOIOM
HHIYKTHBHOTO TeMaTmdeckoro aHammsa (Braun & Clarke, 2006). Temsl 1 KaTeropuu He 3aaBalluCh 3apaHee;
KOJBI M TEMBI OBUIM BBIBEACHHI HEMOCPEICTBCHHO W3 IAHHBIX IOCPEICTBOM OTKPBHITOTO KOTUPOBAHUS.
HexkoTtopsie BrIcka3bpIBaHHUS OBLTA HHTEPIIPETHPOBAHEI B paMKaX 0oJiee 4eM OHOH TEMBI B 3aBUCUMOCTH OT HX
AHATUTHYCCKNX (YHKIUA. B COOTBETCTBHMHU ¢ 3TUYECKUMH NPHUHIUIAMU NIETH OBUIH aHOHHMH3HUPOBAHBI C
noMomeio koxoB C1-C88. [Ing mnoBbIIeHHs HAAEKHOCTH OAMH HCCIEAOBaTeNlb IPOBENT INEpPBUYHOE
KOIMpOBaHHE, YacTh JaHHBIX ObUIa HE3aBUCHMO IIEPEKOJUPOBaHA BTOPHIM  HCCIIEHOBATENIEM.
CoriacoBaHHOCTh KOJUPOBIIMKOB cocTaBmia 82 %, pa3Horiacusi ObUIM pa3pelieHbl MyTEM 00CYKISHHUS 10
JocTikeHust koncerncyca (Braun & Clarke, 2006; Creswell, 2013).

Pe3yabTaThl: AHanu3 MOKa3ajl, YTO CCTECTBEHHBIC Pa3rOBOPHI ACTEH BO BpeMsi MPHUEMOB IHIIU
OpraHM30BaHbl BOKPYT BOCBMH OCHOBHBIX TeM: (1) BBIMBIIUICHHBIE W MEAWHHbIC HappaTtuBbl, (2)
WICHTUYHOCTh U MPHUHAIJICKHOCTB, (3) SMOIMOHANFHOE BRIpaXKEHHE, (4) HOPMBI U CCBUIKH Ha B3POCIEIX, (5)
COIMAJIbHBIE MIEPErOBOPBI, (6) MUIAHUPOBAHUE U MTPEABOCXHIICHHUE, (7) MOBCEHEBHbIC HAPPATUBHI U (8) FOMOP.
Pe3ynbTaThl CBHICTENBCTBYIOT, YTO JIETH KOHCTPYHPYIOT HAPPATHUBBI, COUETask BOOOpaXKeHUE C HUBPOBBIM
MEIUaKOHTEHTOM, KOJUICKTHBHO PACIIMPSS 3TH UCTOPHU MU OJHOBPEMEHHO COTTIACOBBIBASI TPAHUIBI MEKITY
PEaNbHOCTBIO M BBIMBICTIOM. UyBCTBO MICHTHYHOCTH M MPUHAUICKHOCTH MPOSBIISETCS Yepe3 SI3bIK «MbI»,
00IIIMe TPEAMOYTCHHUS, MPSIMETHI M CCHUIKHM Ha (DU3MYESCKHE XapPaKTEPUCTUKH, TOCPESICTBOM KOTOPBIX IETH
TAKXKe COIJIACOBBIBAIOT BUAMMOCTD M COI[MAIbHOE MO3UIIMOHUPOBAHUE. IMOIINH, TAKHE KaK CTPax, CMEJIOCTh
U TPHUBSI3aHHOCTh, OTKPBHITO BBIPAXKAIOTCS W COBMECTHO PETYJMPYIOTCS B paMKaxX B3aHMOACHUCTBHS CO
cBepcTHHKaMHU. J[eTH 4acTo oOpamarTces K HOpMaM M CChLJIKaM, 3aMMCTBOBAHHBIM U3 B3POCIOTO0 MHUpa —
MpaBUjaM, MOPEAYNPEKICHUSIM KM MOPAJIbHBIM BBIPAKCHUSAM — Ui OpPraHU3al[Md OTHOIICHHHA CO
CBEPCTHUKAMH, MIEPEHOCS 3JIEMEHTHI B3POCIOr0 MUpa B Pa3roBOPHI 3a CTOJIOM. Uepe3 MOJeNu MeperoBopoB
JICTH YIPABIISIOT HECOTIACHEM, JICIE)KOM, COBMECTHBIM MPUHATHEM PELICHHN M YCTAHOBJICHHEM TPAHHUII, a
TaKke 00CYXKIAr0T Oyayiiue IeUCTBUs W HamepeHus.. [loBCeHEBHbIC HAPPATHUBBI (PYHKIIMOHUPYIOT KaK
MPOCTPAHCTBO, IJIE IETU JIENIATCS ONBITOM, (POPMHUPYIOT COIUANBHBIE OLEHKH U KOHCTPYUPYIOT HOPMATHBHbIC
paznmuuust. FOMOp M sA3bIKOBasi Urpa MPEBPAIIAIOT MPUEMBI MHIIA U3 PYTUHHOW NPAKTHKH B COBMECTHOE
COIMAIIBHOE TPOCTPAHCTBO, XAPAKTEPU3YIOMIEECS] CMEXOM, CIUIOUYEHHOCTHIO M PACIIMPEHUEM COIHMATBHBIX
HOPM.

3akirouenue: Pe3ynbpTaThl MCCIEIOBAHUS IMOKA3bIBAIOT, YTO MPUEMBI NMUIIM — 3TO HE MPOCTO
PYTHHBI yX0/1a ¥ KOPMJICHUS; OHU MPEJICTABIAIOT COO0NH MHOTOCTIOHHBIE KOHTEKCTHI COITHAIBHON HHTEPAKIIHH,
TJ€ COIJIACOBBIBAIOTCA HWACHTUYHOCTh W TMPHUHAIEKHOCTh, BBIPAXKAIOTCS SMOIMUHU, CO3AAETCS IOMOD,
OCYIIIECTBIIICTCS TUIAHMPOBAHUE W MEPErOBOPBI, & HOPMBI B3POCIBIX MEPEOCMBICIMBAIOTCS ACTbMHU. Takum
06pa30M, HpI/IéMBI MU BBICTYNAIOT KaK MEAarortd4€CKu HACBIICHHBIC KOHTEKCTHI O6y‘IeHI/I$I, rac
COLMANIbHBIC, YMOLMOHANBHBIC, SI3BIKOBBIC M KOTHUTHBHBIC KOMIICTCHIIMU IETEH €CTECTBEHHBIM 00pa3oM
CTaHOBATCA BUANMBIMH. C TIPAKTHYSCKOW TOYKU 3pEHHS pe3ylbTaThl MPEANONAaraloT akIeHT Ha
MEeIarormIeckoM TMOTCHIUANEe NPUEMOB IMUINM B MPOTPaMMax PaHHEro JIETCTBA, MOOIIPEHUE IIearoroB
HAOJIO/IaTh 32 CCTECTBCHHBIMH PAa3rOBOpaMH AeTeil 0e3 HapyIIeHHs B3aUMOJCHCTBUS CO CBEPCTHHKAMH H
paccMaTpuBaTh ITH B3aUMOJICHWCTBUS KaK IICHHBIC MCTOYHHKH WH(QOPMALIWU I IMOHHUMAaHUS IPOIECCOB
pa3BuTHsa. [loATOTOBKAa W TIOBBINICHHE KBATH(UKAIIMK IIEaroroB MOTYT BBIMTPaTh OT BKIIOYCHUS
HC}IaFOFH‘-IeCKOﬁ 3HAYNMOCTHU BSaI/IMO}IeI\/’ICTBI/IH MEXITY CBEPCTHUKAMH B MTOBCCIHEBHBIC PYTUHBI U TTOAXO/IbI,
OCHOBaHHBIC Ha HaONOJeHWW Oe3 BMemaTenbcTBa. B Oyaylnem wHccielnoBaHUST MOTYT OoJiee TOApOOHO
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W3yYNTh E€CTECTBEHHBIC pAa3TOBOPHI BO BpeMs NPHEMOB THIIM B Pa3HBIX BO3PACTHBIX TpYyMIAX,
COOUOKYJIbTYPHBIX KOHTEKCTaX U HHCTUTYUOHAJIBHBIX YCIOBUAX.

KnroueBble c10Ba: 10MIKOIbHOE 00pa30BaHKE, MPUEMBI MUY, JOMIKOIBHBIC YIPEKACHHS, IETCKAs
peub, HIOBCETHEBHBIC PYTHHBI.

TR AR

uiaa: Trufle faeer agamamdt R ardiarvl UeH &Rd €, 98! 9 dad Rfed Tfafatert
H €t T, afew UivH, STe-SUTe TR TgUIfedT & |1y STaeid syt ofe fe-rmitstt # off 4mT 3d €
(Willemsen 3Tfe;, 2023) | 3 fe=aiaft & HieH &1 90 faRy U § Agayuf €, wife 59 gRM o= &
3UeTHd B I AR Hear €, 3 319= it & Wy 31t Tad=rar ¥ aIdeid ®3d § SR 301
2% 3HG! P WIS T Y Fad FHRA § (Wiggins 3MTS, 2024; Willemsen 3T(S, 2023) | e ¥ Ual
A1 & fb $o ARplad Gaul # WisH BI “Qeifores His /T &1 &, S SR HivH RIvER,
TS TUTY SR WIS Fed SO 5T S 9 § (Sepp & Haijer, 2016; Willemsen 31, 2023) | &
fereraf urepfae U A 1 arelt 3R U FifEd o H B QIgRTE S areht wfafaferat 81 § (McWilliam, 2010),
forg Trefes T AT ST €, et s gafghaar 3R JRET Bt HTaHT fasRid FRd § SR WRe=1 srafers
SNEAR Eﬁ?ﬂ % (Hughes-Scholes & Gavidia-Payne, 2016; McNamara & Humphry, 2008; Spagnola & Fiese,
2007) | e e Y S Sfia & Tl d o= Jobd ©, e &1 feTaat & urepfaes uarg & gfaferd
W; g TP favy W\?ﬁaﬁﬁﬁ'ﬁ%m ﬂ-ﬁmn?ﬂm:g’geﬂ% (Macy & Bricker, 2007; Rahn
3fe, 2019) 1 HISH & HY TR B! STadid e 3R e ot 31f¥es Qe Ui & §g T “THiRd
R & U H w1 HR ghdl &, o st & gersil &1 auiq w7, faemi &) wwgm, sryal & fawga
A 3R U STadid H U Xsarach I uRRId g &1 3/awR a8 (Barnes 3MT(S, 2020; Beals, 1997;
Snow & Beals, 2006) | 39 3ifafed, Ty T UdT geidl ¢ f 5= 37 feq=afaft & SRM AFcs| &l fAfspa
U Y WHR el HRa; 9feh 9 I W, ardf 3R ot o) diea & e ¥ Rad 3R JH: IReAtad

A % (Albon & Hellman, 2019; Alcock, 2007; Willemsen 3 a, 2023) |

IERY: T Y BT I5¥Y URpdl ATdIeRy # =l & d1d HISH & JHI WIHIdD U 4 §H
T ST BT L HAT YT, SgT I AN SufRyd o1, 3R 3 aratamdi & siafifea fawama
Yo BT quiH BRAT UT| LT 3 T P Ui Gaieh Yarg o uRaferd fawg aaf 3R orf Tarait o
Ugd ®3- &1 9a fo|

Tgfa: T8 g N SHTHUT DB R MR o7 iR 38 quireres siem & &0 o
TTeT fobdT 7T (Creswell, 2013; Sandelowski, 2000) | (€T FHg H B Uikl ARIHI b 88 S WA
q: 40 TASIHAT (45.5%) 3R 48 TSP (54.5%) | 59 T U T Ugd & (67.0%), Safdh 29 Urufiies fagrear
1 NG A a3l F (33.0%) | 3 fATRU & 4R, 51 T 60-66 TS (58.0%) 3R 37 T 67-72 TgH
(42.0%) & ¥| 32T TUE UlshaT & SR fefreat arag Repier o1 SuaT fovar T iR Repifen &) gredq
3 & fo I sradie Aicy fore U ude faemed & OF e wa ReiE fhu e, $d 18 HieH
TG, TS Rpitat AT 20-35 e a% 9alt | Mudmal Iurd J dfcs o=l & 1Y STadid ol o1,
3R Rrers fe=eraf § W arafardt o1 e T8 #ra 31 offfsar Repife o1 fereiaron fasar mar 3R Ser
T fIZAT0T DR FASTe fARATT (Braun & Clarke, 2006) §RT fpa 711 18 gdufRa fawa ar dgifae
AT FUTNT T Bt 7TS; P 3R vy e o7 T G HIFST gR1 AT 0| & Bl DY 37! i
oz YfiieTsl & YR W THh ¥ e fawdl & siavia aamentid fear man| Afas Rigial &
YR, Sl B C1-C88 DTS R THATH fooa T | fay=-adl g™ & foe, U RMedhd! 5 URMNS SIS
B 3R ST e & U O HY g Ml gRT Wl ¥ A : i fovar w1 st & o ggafa
82% Y, 3R 3rTgHA Tl & Ao ¥ A B 718 (Braun & Clarke, 2006; Creswell, 2013)|

TROTTH: fIeyor & uelT =re fob a2l bl TTHTTAep STl HISH o T 313 U fawai & Sfatid
e oft: (1) Beur SR WS B, (2) g R e, (3) HiaTHD Sl (4) TURP HHGS
3R T, (5) T ardt, (6) TSI 3R YA, (7) SR HUm, iR (8) B | feeps 9d1d € & 5=
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Byl B fSfree Hifear Al & Ay s HUTE SHId &, WHeS FU A 51 B! Pl fIdR dd
& 3R IRAfIH T 3R FHeuT & od B W1 TR aTaf B g | “GH” B TN, e T, a4 3R RIS
faRiwarait & JqH & ATer A ugE SR Heo B1 HIa I gl &, Fordeh gRT 5= 22l 3R ArH1foTep
fRUfY TR 1t araf v § 1 1, W1 SR g SR HTGHTE G TR TR ad 1 ST § IR TguTa! aradid &
T5-FARd I § | S SRR T - e AIG S| 3R HaHl— o, Iamafal iR At siftreafaaal—
H1 ITANT TEUTST Taieh Bl AU TR & I R &, TP g1 & dcdl Bl Yo ararardl &
RIFTART &d ¢ | ardf Ue & AT ¥, 9= SIgafd, I &A1, Tgad fHofg-FRuRor ok dmeff o
RITYAT BT e B &, T 81 SATH Tifafdrdt 3R 33161 & §R H Hidw-34@ sIiid § Ia7 81d &
2 HUN T U1 RIH T € ST =) SIIHT I HRA &, AHINIS Yl HRd & AR AFS WG
FIA § | ST TR HTNT BT W HISH $I T feaad! 3nar & ieh i ®H § 96d odl 5, o
foRar g4t s SR TR AFdE! &1 fawR 8

s sreq & afvoms <wifd & f HioH Faa SaHTd 3R 9oy &t femermf 781 8; sfes e

qrTfores 3fa:fahar g 8§, STeT Uga SR ey R ardf gidt ¢, HTaTd odd &1 Il 8, 81
I BT 8, TS 3R a1 gl 8, 3R 9% HHCS Sedl gRT JH: ARSATIT T 9T § | 39 TR, HioH
QNeffrs U T T RiemrHey & 9 H SURAT 8, el S Bt qrHIfords, HIa-Ted, HTNTS 3R I
&S WIHTIA® U ¥ Udhe gl & | STagIRG RS0 ¥, fswy gama 3d € fr uRfie srearaw
HRIHH H HIoH BT Q&0 &md IR SR a1 ST, el o1 Uidiied fonar ST fos 3 S=if &1 WrHTias
I BT Sfacic] BHX foT1 TgUISt fa:foan ) anfera b, iR 371 sia:foranatt &) fawrareas ufsanait
D1 I & oI Gegar Gam |id A1 e | R Rigm 3R Ga1-5-ufRieor Hrisa geure! sid:fosar
1 QeifOres Te &1 ¢ feTaal & i wa 3iR IR-gway sneTid sracie e¥HIoN &I o= I
UG 8 Tohd §1 Hiasy & ity fafte smy wwgl, amnfiies-aipfas el ok JRirTd afdwg o
WTIFAS IS araremdl &1 3R SHfH Saw0 &R T g |

Pras: RIS STearawdT e, 1o, Hpe ardiarur, s &1 sraeid, e [l

Yapilandirilmis Ozet

Okul o6ncesi egitim kurumlari, ¢cocuklarin yalnizca yapilandirilmig etkinliklere degil; beslenme, 6z
bakim ve akran etkilesimi gibi giinliik rutinlere de katildiklar1 ¢ok boyutlu 6grenme ortamlaridir (Willemsen
vd., 2023). Bu rutinler arasinda beslenme saatleri, yetiskin yonlendirmesinin gérece sinirlt oldugu, ¢ocuklarin
akranlartyla daha serbest bicimde etkilesim kurabildikleri ve giinliik deneyimlerini dogal olarak
paylasabildikleri zaman dilimleri olarak 6ne ¢ikmaktadir (Wiggins vd., 2024; Willemsen vd., 2023). Bazi
kdiltiirel baglamlarda “pedagojik 6gilinler” olarak degerlendirilen beslenme saatlerinde sofra kurallari, hijyen
uygulamalar1 ve toplumsal degerler aktarilabilmektedir (Sepp ve Hoijer, 2016; Willemsen vd., 2023). Giinliik
rutinler, giiniin dogal akisi i¢inde belirli zamanlarda tekrarlanan etkinliklerdir (McWilliam, 2010). Bu rutinler,
cocuklarin Ongoriilebilirlik ve giliven duygusu gelistirdikleri ve yeni becerileri giinliikk yasam iginde
ogrendikleri anlamli baglamlar sunmaktadir (Hughes-Scholes ve Gavidia-Payne, 2016; McNamara ve
Humphry, 2008; Spagnola ve Fiese, 2007). Egitimciler, 6gretimi rutinlerin dogal akigina yerlestirerek giinlik
yasami dogal bir 6grenme firsatina donistiirebilirler; bu yaklagimin 6zel gereksinimli ¢ocuklar agisindan da
etkili oldugu belirlenmistir (Macy ve Bricker, 2007; Rahn vd., 2019). Beslenme saatleri, ev ortamindaki
giindelik konusmalar ile okulda kullanilan daha akademik dil arasinda kdprii kuran melez alanlar olarak islev
gorebilir. Bu siiregte cocuklar olaylar1 anlatma, diigiincelerini agiklama, deneyimlerini ayrintilandirma ve yeni
sozciiklerle karsilasma firsati bulmaktadirlar (Barnes vd., 2020; Beals, 1997; Snow ve Beals, 2006).
Aragtirmalar ayrica ¢cocuklarin rutinlerdeki normlar edilgen bigimde kabul etmediklerini; oyun, miizakere ve
kurallar1 esnetme yoluyla sinadiklarini ve yeniden anlamlandirdiklarmi gostermektedir (Albon ve Hellman,
2019; Alcock, 2007; Willemsen vd., 2023).

Bu arastirmanin amaci, okul oncesi egitim kurumlarinda ¢ocuklarin beslenme saatleri sirasinda
yetigkin yonlendirmesi olmaksizin ortaya ¢ikan dogal konusmalarinit incelemek ve bu konusmalarin altinda
yatan tematik oriintiileri betimlemektir. Bu dogrultuda ¢ocuklarin beslenme saatlerindeki konusmalarinda yer
alan konu alanlarinin ve anlam oriintiilerinin belirlenmesi amaglanmustir.
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Arastirma, nitel aragtirma yaklagimi kapsaminda betimsel bir ¢alisma olarak yiiriitiilmiistiir (Creswell,
2013; Sandelowski, 2000). Calisma grubunu alti okul oncesi egitim kurumuna devam eden 88 cocuk
olusturmusgtur. Katilimcilarin 40’1 kiz (%45,5), 48’1 erkektir (%54,5). Cocuklarin 59’u bagimsiz anaokullarina
(%67,0), 29’u ise ilkokullar biinyesindeki anasiniflarina (%33,0) devam etmektedir. Yas dagilimi
incelendiginde ¢ocuklarin 51’inin 60—66 aylik (%58,0), 37’sinin ise 67—72 aylik (%42,0) oldugu belirlenmistir.
Veri toplama stirecinde dijital ses kayit cihazlart kullanilmis ve kayitlar1 desteklemek amaciyla kisa gozlem
notlart alinmistir. Her okulda ii¢ ayr1 beslenme saatinde kayit yapilmis ve toplam 18 beslenme saatine iliskin
veri elde edilmistir. Her bir kayit yaklasik 20-35 dakika slirmiistiir. Arastirmacilar ortamda bulunmalarina
karsin gocuklarla etkilesim kurmamis; 6gretmenler de rutin uygulamalar disinda konusmalara y6n vermemistir.
Ses kayitlart yaziya aktarilmig ve veriler tiimevarimsal tematik analiz yoluyla ¢éziimlenmistir (Braun ve
Clarke, 2006). Analiz siirecinde 6nceden belirlenmis temalar veya kuramsal kategoriler kullanilmamais; kodlar
ve temalar agik kodlama yoluyla dogrudan verilerden olusturulmustur. Bazi ifadeler, farkli analitik islevleri
dogrultusunda birden fazla tema kapsaminda degerlendirilmistir. Etik ilkeler dogrultusunda cocuklarin
kimlikleri gizlenmis ve C1-C88 arasindaki kodlarla belirtilmistir. inandiriciligi artirmak amaciyla ilk kodlama
aragtirmacilardan biri tarafindan gergeklestirilmis, veri setinin bir boliimii ise ikinci arastirmaci tarafindan
bagimsiz bicimde yeniden kodlanmistir. Kodlayicilar arasi uyum orani %82 olarak belirlenmis; goriis
ayriliklart uzlasmaya varilincaya kadar tartisilarak giderilmistir (Braun ve Clarke, 2006; Creswell, 2013).

Analiz sonucunda ¢ocuklarin beslenme saatlerinde ortaya ¢ikan dogal konusmalarinin sekiz ana tema
altinda toplandigi belirlenmistir: (1) Kurgu ve Medya Kaynakli Anlatilar, (2) Kimlik ve Aidiyet, (3) Duygusal
Ifade, (4) Yetiskin Norm ve Referanslari, (5) Sosyal Miizakere, (6) Planlama ve Ongérii, (7) Giindelik Anlatilar
ve (8) Mizah. Bulgular, ¢ocuklarin hayal giicii ile dijital medya igeriklerini bir araya getirerek anlatilar
olusturduklarmni, bu anlatilar1 birlikte genislettiklerini ve gergeklik ile kurgu arasindaki sinirlari miizakere
ettiklerini gostermektedir. Kimlik ve aidiyet duygusu; “biz” dili, ortak tercihler, nesneler ve fiziksel 6zelliklere
iligkin ifadeler iizerinden sekillenmekte, cocuklar bu yolla sosyal goriiniirliiklerini ve grup igindeki konumlarini
da miizakere etmektedirler. Korku, cesaret ve sevgi gibi duygular akran etkilesimi icerisinde agikca ifade
edilmekte ve birlikte diizenlenmektedir. Cocuklar, akran iligkilerini diizenlemek amaciyla kurallar, uyarilar ve
ahlaki ifadeler gibi yetiskin diinyasindan aktarilan norm ve referanslara siklikla bagvurmakta; yetiskin
diinyasina ait unsurlar1 beslenme saatlerindeki konugmalarina tagimaktadirlar. Miizakere oriintiileri araciligiyla
anlagmazliklari, paylagmayi, birlikte karar almay1 ve smir koymay1 konusarak yonetmekte; ayni zamanda
yaklasan etkinlikler ve niyetler hakkinda planlama ve gelecege yonelik konusmalar gerceklestirmektedirler.
Giindelik anlatilar, ¢ocuklarin deneyimlerini paylastiklari, sosyal degerlendirmeler yaptiklari ve normatif
ayrimlar olusturduklari bir alan islevi géormektedir. Mizah ve dil oyunlari ise beslenme saatlerini siradan bir
rutinden ¢ikararak giilme, yakinlik kurma ve sosyal normlar1 esnetme ile bicimlenen ortak bir sosyal alana
doniistiirmektedir.

Arastirmanin sonuglari, beslenme saatlerinin yalnizca bakim ve beslenme rutinlerinden olugsmadigint;
kimlik ve aidiyetin miizakere edildigi, duygularin ifade edildigi, mizahin iiretildigi, planlama ve uzlagsmanin
gerceklestigi ve yetiskin normlarinin ¢ocuklarin etkilesimleri aracilifiyla yeniden yorumlandigi ¢ok katmanl
sosyal etkilesim baglamlari olusturdugunu gostermektedir. Bu yoniiyle beslenme saatleri, ¢ocuklarin sosyal,
duygusal, dilsel ve biligsel yeterliklerinin dogal bigimde goriiniir héle geldigi pedagojik agidan zengin 6grenme
baglamlar1 olarak 6ne ¢ikmaktadir. Uygulamaya doniik olarak bulgular, okul dncesi egitim programlarinda
beslenme saatlerinin pedagojik potansiyelinin vurgulanmasini, 6gretmenlerin akran etkilesimini bozmadan
¢ocuklarin dogal konugmalarint gézlemlemelerini ve bu etkilesimleri gelisimsel siiregleri anlamaya yonelik
degerli bilgi kaynaklar1 olarak degerlendirmelerini 6nermektedir. Ogretmen yetistirme ve hizmet igi egitim
programlarinda giinliik rutinler igerisindeki akran etkilesimlerinin pedagojik 6nemine ve miidahalesiz gozleme
dayali yaklasimlara yer verilmesi yararl olabilir. Gelecekte yapilacak aragtirmalarda dogal beslenme saati
konusmalar1 farkli yas gruplari, sosyokiiltiirel baglamlar ve kurumsal ortamlar agisindan daha ayrintili bicimde
incelenebilir.

Anahtar Kelimeler: Okul oncesi egitim, beslenme saatleri, okul 6ncesi egitim ortamlari, gocuk
konugmalari, giinliik rutinler.
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What Do Children Talk About? An Examination of Naturally Occurring Discourse During
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Introduction

Learning in early childhood is shaped not only by planned activities but also by the social
interactions and experiences that children construct within their daily routines. Preschool education
institutions stand out as environments where children spend a significant portion of their day and
learn not only to play but also to engage in nutrition, self-care, and social interaction (Willemsen et
al., 2023). The daily routines within these institutions provide unique social contexts in which
children come together intensively with individuals outside their families for the first time,
internalize social norms through experience, and construct peer culture (Wiggins et al., 2024;
Willemsen et al., 2023). In particular, recurring daily routines, such as mealtimes, emerge as
important periods that support children’s participation in social life and enable natural learning.

Daily routines are recurring activities, such as dressing and mealtimes, that take place at
specific times within the natural flow of the day (McWilliam, 2010). These routines are considered
fundamental frameworks that structure children’s everyday life experiences. In the context of early
childhood education, routines refer to sequential steps within a single activity or to patterns
embedded within recurring sequences of activities throughout the day (McNamara & Humphry,
2008).

Daily routines are not merely caregiving times but also meaningful contexts in which
children acquire new skills, reinforce existing ones, and engage in functional learning. The repetitive
and predictable nature of routines allows children to experience the consequences of their behaviors
and provides a secure environment that supports learning (Hughes-Scholes & Gavidia-Payne, 2016).
In this context, educators can transform routines into natural learning opportunities that support
educational goals without interrupting the daily flow (Macy & Bricker, 2007; Rahn et al., 2019).

The importance of routines in child development lies in the predictability and structure they
provide. Daily routines create a positive emotional climate that supports children’s development by
fostering a sense of organization and belonging (McNamara & Humphry, 2008; Spagnola & Fiese,
2007). Through this structure, children are better able to make sense of their environment and feel
more secure in their daily lives. Moreover, because children’s learning is not limited to structured
educational activities, daily routines such as breakfast, play, and cleaning are considered fundamental
contexts for learning (Boavida et al., 2014).

Daily routines also serve important functions in the development of children’s social skills
and independence. During daily routines, children not only develop self-care skills such as eating
and dressing but also develop their peer relationships by interacting with one another, learning from
one another, and inviting one another to participate in activities (Hwang et al., 2013; McNamara &
Humphry, 2008). In addition, daily routines provide implicit learning opportunities and create an
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effective instructional environment, particularly for children with special needs. By embedding
instruction within the natural flow of routines, educators can integrate instructional goals into daily
life and make children’s learning processes more meaningful (Macy & Bricker, 2007; Rahn et al.,
2019). Regular routines also support children’s ability to follow directions, wait their turn, and adapt
to classroom expectations, thereby facilitating school transition and being associated with long-term
academic success (Spagnola & Fiese, 2007).

Finally, daily routines also affect children’s physical health and overall well-being. In
particular, outdoor routines increase children’s physical activity levels, support their motor
development, and positively influence their mood by providing the freedom of movement afforded
by being outdoors (Kiviranta et al., 2024). In this respect, daily routines are considered not merely
as tools for time management but as pedagogical resources that holistically support children’s social,
emotional, cognitive, and physical development (Kiviranta et al., 2024; Pereira et al., 2025).

Mealtimes in Early Childhood Education and Their Importance

While traditional educational approaches have largely focused on structured activities, recent
research has revealed that mealtimes embedded within daily routines provide highly rich learning
contexts for children's linguistic, cognitive, and social development (Snow & Beals, 2006). In early
childhood education settings, mealtimes are regarded not only as periods during which children meet
their physical needs but also as unique social environments where they engage in intensive
interactions with peers, experience social norms, and construct their meaning systems (Wiggins et
al., 2024; Willemsen et al., 2023).

Mealtimes also play an important role in children's socialization processes. In certain cultural
contexts, mealtimes are conceptualized as "pedagogical meals" and are used as a means of learning
through which table manners, hygiene rules, and social values are conveyed (Sepp & Hoijer, 2016;
Willemsen et al., 2023). During this process, teachers guide children in adapting to social norms by
reiterating expectations and instructions. In contrast, children naturally experience fundamental
social skills such as waiting their turn, expressing gratitude, and sharing (Willemsen et al., 2023).

The perspective on mealtimes in early childhood education has evolved from an
understanding that focuses solely on meeting a biological need to one that considers these periods as
a pedagogical platform where children construct peer community culture (Alcock, 2007; Pereira et
al., 2025). Children can transform these routines, during which they are physically bound to the table,
from tedious obligations into enjoyable and meaningful social activities by playing with the rules
and using humor and creativity (Alcock, 2007). In this process, mealtimes provide an interactional
space in which children do not passively accept social norms but rather test, reinterpret, and make
sense of these norms together with their peers.

Mealtimes are also considered important learning environments where children actively
teach and model one another. By observing their peers' behavior during the routine, children gain
confidence in participating and send social invitations to one another through verbal or nonverbal
cues. In this process, children may coach their peers by reminding them of the routine's rules or
demonstrating how an action should be performed; at times, they may even assume guidance roles
typically associated with the teacher (McNamara & Humphry, 2008).

Peer interactions during mealtimes provide dynamic social practices for children. Rather than
passively accepting the rules embedded in routines, children test and reinterpret these norms through
playfulness, negotiation, or rule-bending (Albon & Hellman, 2019; Willemsen et al., 2023).

Mealtimes are also defined as "hybrid spaces" that serve as a bridge between informal
conversational forms in the home environment and more academic discourse patterns in school
(Barnes et al., 2020). In this context, children both produce everyday, spontaneous, and peer-oriented
discourse and participate in a learning environment that develops their discursive skills. These natural
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interactions that emerge among peers during mealtimes function both as a meaning-making space in
which children construct their own social worlds and as a developmental context in which linguistic
and social learning takes place (Wiggins et al., 2024; Zadunaisky-Ehrlich & Blum-Kulka, 2010).

Naturally occurring conversations within daily routines support children's language use in
longer, more connected, and more meaningful ways (Barnes et al., 2020). Mealtime conversations,
in particular, provide children with opportunities to explain and elaborate on events and encounter
diverse vocabulary in a natural interaction (Barnes et al., 2020; Beals, 1997; Snow & Beals, 20006).
Research indicates that such interactions directly support children's verbal expression and that these
gains are associated with reading skills in the primary school years (Barnes et al., 2020; Snow &
Beals, 2006; Spagnola & Fiese, 2007). In addition, during these interactions, children have the
opportunity to demonstrate their social and cognitive skills by talking not only about objects but also
about their own feelings, thoughts, and desires, as well as the inner worlds of others (O'Neill et al.,
2009). Moreover, children sustain wordplay, imitations, and conversational styles initiated by their
peers by observing them, and they develop new ideas based on one another's expressions during
interaction. Such interactions enable children to construct their own peer culture without adult
guidance and to develop a strong sense of belonging (Alcock, 2007). In this context, mealtimes
emerge as significant social practices in which children actively manage social interactions,
collaboratively shape social rules, and create a shared world of meaning (O'Neill et al., 2009;
Zadunaisky-Ehrlich & Blum-Kulka, 2010).

Mealtimes provide a rich communicative environment in which children in early childhood
experiment with both the formal and functional aspects of language. During these periods, children
explore the structural features of language through word and sound play, such as producing rhyming
words, creating nonsensical chants, and playing with names; at the same time, they generate
humorous discourse that challenges adults' notions of logical reality by developing creative narratives
related to the body and the senses (Alcock, 2007; O'Neill et al., 2009). Mealtimes also include
interactions that involve narration and metalinguistic reflection, allowing children to recount past
experiences, provide explanations, and discuss language rules (Spagnola & Fiese, 2007). In addition,
through examples of "subversive humor" that may be considered contrary to social etiquette, children
test adult authority and social norms, thereby creating an enjoyable and bonding interactional space
with their peers (Alcock, 2007; Willemsen et al., 2023). In light of these findings, mealtimes can be
understood as a significant communicative context in which children use language not only for
communication but also as a tool for identity exploration, social bonding, and negotiating boundaries.

From an educational perspective, observing the discourse produced by children during daily
routines such as mealtimes provides an important pedagogical opportunity to reveal how children
relate to their peers, the extent to which they demonstrate sensitivity to the phonological features of
language, and how they use language to make sense of the world (Alcock, 2007; Jennings et al.,
2012). Such studies contribute significantly to the literature by demonstrating that daily routines
should not be regarded merely as caregiving periods, but rather as fundamental learning contexts in
which children structure their learning through everyday experiences (Boavida et al., 2014;
McWilliam, 2010). In this regard, the analysis of naturally occurring child discourse within routines
offers a holistic perspective on children's cognitive, social, and linguistic competencies and provides
a strong foundation for the development of more qualified, child-centered educational strategies
(Kiviranta et al., 2024; Rahn et al., 2019).

Numerous studies have emphasized that mealtimes in early childhood education constitute
an important interactional context for children's social and linguistic development (Barnes et al.,
2020; Snow & Beals, 2006; Willemsen et al., 2023). These studies indicate that mealtime routines
provide natural communicative environments that support children's language use and create
important opportunities for social interaction. However, a substantial portion of the existing literature
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focuses on interactions occurring under teacher guidance or on the pedagogical functions of mealtime
routines (Kultti, 2014; Sepp et al., 2006; Willemsen et al., 2023). Studies examining the content
characteristics of naturally occurring conversations that children establish with their peers without
adult guidance remain quite limited (Alcock, 2007; O'Neill et al., 2009; Zadunaisky-Ehrlich & Blum-
Kulka, 2010). In particular, there is a notable gap in the literature regarding the thematic orientations
of peer conversations during mealtimes, how children construct meaning during these interactions,
and how they negotiate their social relationships. Therefore, examining the content and meaning
patterns of naturally occurring child conversations during mealtimes may contribute to a better
understanding of the social and linguistic functions of daily routines in early childhood.

This study aims to examine the naturally occurring conversations of children during
mealtimes in early childhood education settings, without adult guidance. Mealtimes are considered
interactional contexts in which children can engage more freely with their peers and express their
everyday experiences naturally. In this regard, the conversations produced by children during
mealtimes were analyzed and grouped into themes, with topics and meaning domains addressed
within each theme. Accordingly, the study sought to answer the following research questions:

e Under which themes can the naturally occurring conversations of children during mealtimes
in early childhood education settings, without adult guidance, be categorized?

e Which topics and content domains are prominent in children’s naturally occurring
conversations during mealtimes?

Method
Research Design

This study was designed within the qualitative research approach and conducted as a
descriptive study (Creswell, 2013; Sandelowski, 2000). Qualitative research aims to examine
phenomena and events in their natural settings holistically and descriptively, focusing on
participants’ perspectives (Yildirim & Simsek, 2016). According to Creswell (2013), such studies
focus on describing experiences, interactions, and discourses that emerge in natural settings as they
are. In this regard, the study examined the naturally occurring conversations of children during
mealtimes in early childhood education settings without adult guidance; no comparison or
experimental intervention was included.

Participants

The study participants were 88 children enrolled in public kindergartens and preschool
classrooms affiliated with primary schools in the central districts of Erzurum. The study was
conducted in six schools; in each, children were observed during three separate mealtimes, and the
conversations that emerged during these periods were recorded on audio. In selecting the schools
where the study would be conducted, both criterion and convenience sampling, which are purposive
sampling methods, were used (Creswell, 2013; Yildirim & Simsek, 2016). As a criterion, institutions
were preferred that implemented simultaneous mealtimes for all classes at the school level and had
a common dining hall rather than classrooms. This criterion was determined to examine
environments where children could be present in the same setting with peers from different classes
and where naturally occurring conversations during mealtimes could be observed within a richer
interactional context. Public kindergartens and preschool classrooms affiliated with primary schools
that met these criteria and were accessible to the researchers were included in the study through
convenience sampling. When the children's demographic characteristics were examined, 40 were
girls (45.5%) and 48 were boys (54.5%). Of the participants, 59 attended kindergartens (67.0%),
while 29 attended preschool classrooms within primary schools (33.0%). In terms of age distribution,
51 children were between 60—66 months (58.0%), and 37 were between 67—72 months (42.0%).
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Regarding mothers’ educational levels, 15 were primary school graduates (17.0%), 18 were middle
school graduates (20.5%), 32 were high school graduates (36.4%), and 23 were university graduates
(26.1%). Fathers’ educational levels were distributed as follows: 9 primary school graduates (10.2%),
17 middle school graduates (19.3%), 27 high school graduates (30.7%), and 35 university graduates
(39.8%)).

Data Collection Tools

In this study, digital audio recorders were used as the data collection tool. To record naturally
occurring conversations among children during mealtimes, the audio recorders were placed at
specific points in the dining hall where conversations could be clearly captured. Depending on the
size of the setting, the number of children, and the noise level, more than one audio recorder was
used simultaneously when necessary. The devices used were digital recorders capable of capturing
ambient conversations with high sound quality. In addition, brief observation notes on children’s
conversations were taken during data collection.

Data Collection

Ethical approval for this research was granted by the Rector’s Office of Atatiirk University,
the Chair of the Ethics Committee for Social and Human Sciences, and the Ethics Committee of the
Department of Educational Sciences, pursuant to Decision No. 12 adopted at the meeting held on
January 22, 2026, under No. 02.

The study's data were collected through audio recordings made during children's mealtimes
in early childhood education settings. The data collection process was carried out in public
kindergartens and preschool classrooms affiliated with primary schools; observations were
conducted across six schools, with recordings obtained during three separate mealtimes at each
school. In this way, it was aimed to reduce the effects of single-time-point situations and to capture
children's naturally occurring conversations across different days. In this context, a total of 18
mealtime recordings were obtained in the study. The data were collected using a non-participant,
naturalistic observation approach that examines interactions within children's daily routines in their
natural context. Audio recorders were placed at appropriate locations in the dining hall to capture
conversations clearly without disrupting the natural flow of mealtime. Considering the size of the
setting, the number of children, and the noise level, more than one audio recorder was used
simultaneously in some sessions. Each recording lasted approximately 20—35 minutes.

To support the audio recordings, six pre-service teachers were also included in the data
collection process. The pre-service teachers positioned themselves at different points in the dining
hall during mealtimes, took brief notes regarding children's conversations, and contributed
particularly to identifying expressions that were not clearly audible in the audio recordings. These
pre-service teachers were senior students enrolled in an early childhood education program and were
already present in the schools where the data collection process was conducted as part of their
teaching practicum; therefore, they were familiar with the children. This situation allowed children
to continue their daily routines naturally without feeling unfamiliar during the research process.
During data collection, although the researcher was present in the setting, no interaction with the
children occurred; likewise, teachers did not provide any guidance or intervention beyond routine
practices during mealtimes. Through this approach, it was aimed to preserve the natural and
spontaneous nature of the conversations that emerged during children's interactions with their peers.

Observations were conducted during mealtimes within the schools' daily routines. Therefore,
the presence and number of children participating in the sessions varied depending on daily
attendance. Following the data collection process, audio recordings and observation notes were
evaluated together, and the data were integrated and transferred to the analysis process. Prior to data
collection, written informed consent was obtained from parents regarding the recording of children's
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voices. The collected audio recordings were used solely for research purposes, and all data were
handled in accordance with the principles of confidentiality and anonymity.

Data Analysis

The audio recordings obtained within the scope of the study were transcribed, and the data
were analyzed through thematic analysis. Thematic analysis is a flexible analytical approach that
systematically identifies recurring patterns of meaning within qualitative data and organizes them
into themes (Braun & Clarke, 2006). In this study, thematic analysis was conducted using an
inductive approach; no predetermined themes or theoretical categories were used during the analysis
process. Initially, the transcribed data were read repeatedly to identify meaningful units, which were
then coded using open coding. Subsequently, content-sharing codes were grouped into themes, which
were organized to reflect the inherent structure of the data. This process aimed to describe the content
characteristics and dominant themes of children's conversations during mealtimes. During the
analysis, some child utterances were addressed under different themes within the framework of
different analytical functions. This situation was not due to data repetition but rather to the
reinterpretation of utterances within multiple contexts of meaning. In line with ethical principles, all
children were anonymized and represented throughout the text with codes ranging from C1 to C88.
Deriving themes directly from the data in qualitative research ensures that the meanings of
participants' discourses are preserved as faithfully as possible (Creswell, 2013; Yildirim & Simsek,
2016).

Validity and Reliability

To ensure the validity and reliability of this study, various strategies were implemented
during the analysis. First, the audio recordings were transcribed, and the texts were repeatedly read
and initially coded by one researcher in accordance with the thematic analysis procedures proposed
by Braun and Clarke (2006). A portion of the dataset was then independently recoded by the second
researcher, who had expertise in early childhood education. The coding decisions of the two
researchers were compared, and inter-coder agreement was calculated using the formula proposed
by Miles and Huberman (1994) [Agreement / (Agreement + Disagreement)]. The inter-coder
agreement rate was 82%. Disagreements were subsequently reviewed by the two researchers and
resolved through discussion until consensus was reached.

In addition, the data were examined multiple times, code—theme relationships were reviewed,
and the extent to which the themes represented the data was assessed. This iterative analytical process
enhances the credibility of qualitative findings (Creswell, 2013). Furthermore, direct quotations from
the data were included under each theme to support the interpretation of the findings (Creswell, 2013;
Yildirim & Simsek, 2016).

Findings

Analysis of the study's data revealed that children's discourses during mealtimes exhibited
patterns in content, function, and interactional forms. These patterns were grouped under eight
themes: Fiction and Media Narratives, Identity and Belonging, Emotional Expression, Adult Norms
and References, Social Negotiation, Planning and Anticipation, Everyday Narratives, and Humor.
Figure 1 presents the themes and their corresponding subthemes.
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The theme of Fiction and Media Narratives encompasses the narratives that children produce
during mealtimes through imagination, media content, and peer interaction. Within this theme, the
subtheme of fear scenarios was particularly prominent. Under this subtheme, it was observed that
children constructed fear-laden stories by combining imaginary elements with images they
encountered through digital media. These narratives were generally shaped around figures and
settings associated with threat, such as monsters, clowns, and toilets, and these elements were linked

to digital tools such as videos, phones, and cartoons.

Fear scenarios were generally sustained by expanding a story initiated by one child through
the contributions of others. This indicates that the narrative was constructed collectively within the
group rather than individually. For example, C57 combined an imaginary narrative related to the
underground with media content and expressed it as follows: “There is a treasure well underground.
There is gold. However, there is a monster there, and it kills people. A human head came out of the
toilet and ate people, in a video.” This discourse demonstrates that children combine fear-themed
content with their imagination and share it with their peers. It was observed that children directly
expressed feelings of fear and expanded the narrative collaboratively by sharing these emotions with
their peers. In addition, it was found that fear scenarios were not limited to digital content but could
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also occur in children’s everyday lives. In conversations developed in the context of an amusement
park, the figure of the clown emerged as a prominent element of fear. C3’s warning, “Do not ever go
to the amusement park, there is a clown there,” indicates that fear scenarios were transformed into a
form of warning directed at other children. C20’s response to this statement, “If we go to the
amusement park, will the clown get angry and eat us?” reveals that the narrative became a shared
fear scenario within the group. C68’s statement, “I was very scared when [ went to the amusement
park,” shows that personal experiences also supported these narratives.

Another prominent subtheme within this theme is the negotiation of reality and fiction. Under
this subtheme, it was observed that children questioned, accepted, or rejected the reality of imaginary
or media-based narratives expressed by their peers. The validity of these narratives was negotiated
within the group through questions and objections. For example, C24’s response to C45’s fear
narrative with the question “How do you know?” indicates that the narrative was being questioned.
C45’s reply, “I know, it exists near our park,” reveals that an imaginary narrative was legitimized by
placing it within real-life locations.

In contrast, C4’s statement, “I do not believe it, it is not real,” reflects a critical stance toward
the narrative. C13’s remark, “There is also Spider-Man in our park,” demonstrates that media
characters were incorporated into the narrative by being transferred into real-life contexts. These
reciprocal discourses show that children do not passively accept narratives involving imagination
and fiction but rather discuss and evaluate them through peer interaction.

Under the subtheme of digital content transmission, it was determined that children shared
scenes from videos and cartoons they had watched with one another and reproduced this content not
only through verbal narration but also through sound imitation and bodily enactments. It was
observed that digital content was brought into the conversational context not only at the narrative
level but also in a performative manner. For example, C7’s statement, “They punch in the videos,”
accompanied by making punching sounds, demonstrates that the viewed content was directly
incorporated into the interaction during mealtime. Similarly, it was found that children talked about
physical characteristics and preferences through cartoon characters. Digital content functioned as a
factor that initiated and sustained social interaction among children. C73’s narration of a video to
C21 and C21’s request, “Send it to my mother’s phone,” indicate that digital content became a shared
experience that children wanted to exchange. In addition, role assignments based on popular
characters such as Wednesday and Elsa reveal that children incorporated digital characters into their
identity constructions and play narratives. These findings demonstrate that children actively produce
fiction- and media-based narratives during mealtimes and create a shared narrative space by
exchanging digital content around emotions such as fear, curiosity, and enjoyment.

Theme 2. Identity and Belonging

The theme of Identity and Belonging reflects the social identities, belonging relationships,
and comparison practices that children construct with their peers during mealtimes. Within this
theme, it was observed that children’s ways of establishing similarities, emphasizing differences, and
positioning themselves in relation to their peers were prominent.

The subtheme of bonding through objects indicates that children develop a sense of
belonging through personal belongings. Objects such as water bottles and lunch boxes were
compared in terms of color and size, and the emphasis on “being the same” was frequently expressed.
C43’s statement, “Our lunch boxes are the same,” and C44’s response, “Yes, both of ours are blue,”
demonstrate that this shared similarity was mutually acknowledged. Similarly, statements such as
“Our water bottles are the same size” reveal that bonds established through objects were widespread
within the group.
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Under the subtheme of physical characteristics, children described and compared themselves
and their peers based on features such as eye color and physical appearance. These physical
descriptions generally used positive, aesthetic language. The comparison of C21’s eyes to “glass”
and “Oltu stone” indicates that children used metaphorical expressions. Differences were listed
through statements such as “My eyes are green,” “mine are dark blue,” and “mine are black.” At the
same time, C9’s remark, “We are all both beautiful and handsome,” presented an inclusive emphasis
on social identity.

The subtheme of preferences constituted an important domain through which children
expressed themselves. Preferences related to colors, food, clothing, cartoon characters, and sports
figures were explicitly articulated. Statements such as “I like the color blue very much” and “I like
the color yellow very much” were used as a means of establishing commonality. In sharing food
preferences, expressions such as “I like it with potatoes” and “I like both cheese and potatoes very
much” were notable. Responses such as “You can take some of mine if you want,” given to children
who expressed dislike for a particular food, indicate that preferences were associated with sharing
behavior. Statements such as “I like Elsa” and “Icardi scored a very nice goal” reveal that cultural
references were also embedded within the language of preferences.

Under the subtheme of group and belonging language, children used the “we” discourse to
define themselves as belonging to a group. In conversations centered on sports teams, the question
“Which team do you support?” emerged as an attempt to determine group affiliation. Responses such
as “I support Galatasaray” and “I support Besiktag” indicate that children positioned themselves
within different groups. In addition, the repetition of the statement “We are Turkish” demonstrates
that a shared sense of belonging was constructed through national identity.

Within the subtheme of social comparison, children compared themselves with their peers
based on the objects, foods, and experiences they possessed. Expressions such as “mine,” “more,”
and “the most” were used to emphasize quantity and superiority. Statements such as “There is
watermelon in my bottle” and “Our car is also a Bugatti” show that comparisons sometimes evolved
into exaggerated narratives. Expressions such as “Mine was much, much the most” and “I collected
them all by myself,” referring to candies gathered during a holiday, indicate that comparisons were
sustained through justification.

The subtheme of challenge was characterized by children’s efforts to defend their claims and
prove themselves to their peers. The statement “I will finish first” suggests that mealtime could turn
into a competitive exchange. In conversations about candies collected during holidays and
experiences of driving cars, children supported their claims of superiority with justifications. C86’s
statements, “I drove my father’s big car” and “Drifting is like a baby’s game for me,” and C57’s
response demonstrate that the challenge was sustained reciprocally. Discussions such as “Who will
be the champion?” based on sports teams also provided a typical example of this subtheme.

These findings indicate that children use mealtimes as an intensive interactional context in
which they construct their social identities, express their sense of belonging, and position themselves
by comparing themselves with their peers.

Theme 3. Emotional Expression

The theme of Emotional Expression reveals how children express emotions such as fear,
courage, and affection during mealtimes and how they share these emotions with their peers.

Under the subtheme of sharing fear, children openly expressed their fears and created a
shared emotional space by circulating those feelings within the group. Expressions of fear were
mostly articulated through specific places and figures. For example, C31’s statement, “I get very
scared when the electricity goes out,” reflects the direct sharing of a personal fear experience.
Similarly, C12’s statement, “There was a man in the toilet, he cut off his head, I was very scared,”
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and C34’s remark, “Do not accept the camera, it will come out of the phone and kill us,” indicate
that fear circulated within the group through imagined or observed experiences.

Under the subtheme of display of courage, children positioned themselves as strong through
claims of resisting fear, endurance, and competence. C63’s statement, “If you get scared, do not
watch it. I sometimes watch it,” presents exposure to fear-inducing content as a sign of courage.
C38’s statement, “I can drink 100 of these,” reflects an exaggerated emphasis on endurance. Unusual
experiences were also incorporated into narratives of courage. C86’s statements, “I drove my father’s
big car” and “I drifted,” were met with questioning responses from C57, and the claim was reinforced
with the explanation, “My father taught me.” Reciprocal expressions based on everyday objects, such
as “You cannot open my bottle” — “I can,” also demonstrate that claims of courage and strength were
sustained through challenge.

Under the subtheme of expressing affection, children expressed positive feelings toward their
peers through direct verbalizations. C69’s statement to C62, “I love you very much,” is an example
of explicitly expressed affection. Reciprocal expressions such as “You are very beautiful” — “You
are very beautiful too” reflect the sharing of positive emotions. At times, expressions of affection
also emerged as a means of maintaining relationships.

These findings indicate that children use mealtimes as an important socio-emotional context
in which they openly express emotions such as fear, courage, and affection, and share and negotiate
them within peer interactions.

Theme 4. Adult Norms and References

The theme of Adult Norms and References reveals how children use discourses about family
members, teachers, and the adult world during mealtimes and how they make sense of their own
behavior through these discourses.

Under the subtheme of parental references, children conveyed their possessions, knowledge,
and experiences by referring to their mothers, fathers, and other family members. C17’s statement,
“My brother bought me a new jersey,” and C39’s remark, “My father bought me one too,” indicate
that parents occupy a central role in narratives of ownership. Similarly, expressions such as C86’s
“My father taught me” and C16’s “My father said so” reveal that the source of knowledge is
presented as adults. Parental references were also observed in planning processes. C1’s statement,
“Let us ask our fathers for permission and come,” and C39’s suggestion, “Come with your father,”
show that children associate social activities with adult approval and guidance. Additionally,
statements such as C71’s “We will go with my father, mother, and sibling” and C14’s “My father
took us there last weekend” demonstrate that experiences are interpreted within a family context.

Under the subtheme of rules and warnings, children defined appropriate and inappropriate
behaviors through teacher responses, safety concerns, and classroom order, and they warned their
peers accordingly. C80’s warning to C33, “Eat a little, otherwise our teacher might get angry,” shows
that the teacher’s reaction is used as a regulatory mechanism. Statements such as C43’s “If we run,
we might fall” and C5’s “Our knees might bleed” indicate that safety-related warnings are shared
among peers. It was also observed that rules were reinforced through comparisons between classes.
In response to C21’s statement, “The children in the other class are very naughty,” C18’s “We are
not like them,” and C53’s “We do not upset our teacher” demonstrate that adherence to rules is
associated with a positive group identity. The sharing of responsibility was also included within this
subtheme. C6, who was the class leader, said, “Friends, give me your trash,” and C58’s statement,
“Let me pick it up right away,” for a piece of trash on the floor, indicate that the children internalized
classroom order. Furthermore, C38’s statement, “Teacher, C65 spoke rudely,” and C65’s response,
“I was joking,” show that behavioral boundaries are negotiated through reference to the teacher.
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Within the subtheme of moral concepts, children articulated distinctions between right and
wrong through expressions derived from adult discourse. C4’s statement, “Bad people watch those
videos; I do not watch them,” reflects a moral evaluation of media content. In the context of
mealtimes, the concept of “waste” emerged prominently. C51’°s warning to C27, “If you do not finish
it, it will be a waste,” and C27’s question, “What is waste?” followed by C51’s explanation, “Waste
is a very bad thing,” demonstrate that moral concepts are transmitted among peers in an instructive
manner. C18’s support of this view with “Yes, waste is very bad” and C27’s suggestion, “If I cannot
finish it, I will eat it at home,” show that the moral principle is addressed together with a solution.

Under the subtheme of social and political discourse, children reproduced statements they
heard from adults and the media in their own words. C12’s statement, “America is helping Israel,”
and C66’s “They want to take over Turkey as well,” indicate that discourses related to social events
are incorporated into mealtime conversations. C44’s statement, “We are Turkish,” is a brief yet
strong expression of belonging in this context. C54’s question, “Aren’t you sad for the Palestinians
today?”” shows that emotional evaluations accompany these discourses. Additionally, C12’s warning,
“Do not drink cola,” demonstrates that a politically informed belief is transferred into everyday eating
behavior.

Under the subtheme of parental authority, children positioned adults as protective,
instructive, and guiding figures. In response to C25’s statement, “A cabinet almost fell on me,” C33’s
reply, “My mother saved me,” indicates that parental intervention is decisive in dangerous situations.
Adults were also prominent in the transmission of knowledge. When C49 read statements such as
“Vitamin milk” and “It says calcium” on a package, C39’s question, “Where did you learn that?”
and C19’s “Did your mother teach you?”” were noteworthy. C49’s response, “My grandfather taught
me,” indicates that knowledge is attributed to an adult source, while C19’s statement, “Wow, C49 is
very cool,” shows that this knowledge gains social value.

These findings indicate that children use mealtimes as an interactional context in which they
reproduce the rules, values, and discourses of the adult world and position family members and
teachers as regulatory, instructive, and reassuring elements of social life.

Theme 5. Social Negotiation

The findings under the theme of Social Negotiation indicate that children use mealtimes as
an intensive interactional context in which they negotiate social relationships, make conflicts visible,
and develop ways to reach agreement. In this process, children regulate social situations such as
exclusion, sharing, decision-making, and boundary-setting through verbal interaction. Under the
subtheme of conflict and reconciliation, tensions emerged particularly around expectations of
closeness and spending time together. C72’s complaint to C9, “You are not sitting with me,” was
alleviated by C9’s response, “I am not upset,” followed by the suggestion, “You can come
tomorrow,” and reconciliation was transformed into a shared decision through C72’s proposal, “Then
let us sit together, the three of us.” This process demonstrates that children openly express their
emotional tensions and generate solutions to maintain relationships.

Sharing and helping behaviors emerged as strategies that prevent conflict and strengthen
social bonds. C88’s statement to C41, “You can take some of my cake if you want,” and C33’s
expression, “You can eat some of mine if you like,” indicate that voluntary sharing is presented as a
natural solution. C46’s statement, “I need to go home and get my toys,” and C6’s response, “C46, |
can give you my toys,” show that sharing emerges voluntarily.

Under the subtheme of joint decision-making and problem-solving, children negotiated
tensions through conversation and developed common solutions. When C77 took food from a peer
without asking for permission, the decision, “Tomorrow you can eat what they bring,” demonstrates
that agreement is shaped through mutual expectations.
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The subtheme of boundary-setting reveals that children act as agents in social interaction by
expressing their own preferences. Statements such as C33’s “I do not want to eat anymore, [ am not
hungry,” and C41’s “I do not like this” show that boundary-setting based on individual preferences
is expressed explicitly. C59’s reasoned refusal of a disliked food, together with the teacher’s
acceptance of the request, indicates that boundaries were negotiated and recognized within social
interaction.

Taken together, these findings demonstrate that children use mealtimes not merely as a daily
routine but also as a dynamic interactional context in which they regulate social relationships,
manage emotional tensions, and develop ways to reach agreement. In this process, children both
express their own needs and emotions and actively demonstrate their social skills for living with
peers.

Theme 6. Planning and Anticipation

The theme of Planning and Anticipation reveals how children structure their future-oriented
thinking during mealtimes and how they use planning and anticipation skills within peer interaction.

Under the subtheme of future-oriented planning, children expressed their plans and
expectations for activities in the near future. The conversation initiated by C71’s statement, “We will
go on a picnic this weekend because the weather is nice,” continued with C39’s “We will also go
with my father, mother, and sibling,” and C71’s “We will also go as a family,” indicating that plans
were structured within a family context. C35’s statement, “We become very crowded at picnics,”
reflects an anticipation of a future situation. C14’s remark, “My father took us there last weekend,”
shows that past experiences are used to make sense of plans.

The subtheme of planning joint activities demonstrates that children organize activities they
will do together by talking about them and shaping plans through mutual negotiation. C57’s
statement, “We can do it together,” was followed by C86’s suggestion, “In my grandfather’s field in
the village,” and C57’s response, “Okay, then we can go there,” indicating that both the place and
the activity were determined collaboratively. In digital contexts, C2’s invitation, “Let us meet in
PUBG tonight,” and C83’s response show that joint activities are also structured in virtual
environments. The discussion of C55’s suggestion, “Let us make a paper phone,” and its possible
consequences, such as “Would our father get angry?” demonstrates that children anticipate outcomes
while making plans. In conversations about toy days and home visits, it was also observed that mutual
conditions were determined and plans were revised accordingly.

Under the subtheme of probability and prediction, children made inferences about situations
that had not yet occurred and negotiated uncertainties using expressions such as “I think,” “maybe,”
and “I wonder.” In response to C18’s question, “Who do you think will be the champion?” C15’s
answer, “Galatasaray will be,” and C63’s “I think it will be Fenerbahg¢e” indicate that different
possibilities were defended with justifications. Regarding an upcoming trip, around C40’s question,
“I wonder where our teacher will take us,” C42’s “I think we will go somewhere like a museum,”
C71’s “Maybe it will be a big place,” and C75’s “Maybe there will be bones” show that assumptions
were constructed collaboratively. Statements such as C8’s “We will explore there,” C42’s “We will
play games,” and C29’s “I think we will eat cotton candy” indicate that predictions were supported
by imagination. Similarly, C48’s statement, “My mother might get angry,” demonstrates that
anticipations regarding adult reactions were also incorporated into these conversations.

These findings indicate that children use mealtimes as a cognitively rich interactional context
in which they plan for the future, generate possible scenarios, and evaluate time, place, and outcomes
during peer interaction.
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Theme 7. Everyday Narratives

The theme of Everyday Narratives demonstrates that children convey events occurring
within and outside the classroom during mealtimes, interpret them collectively, and make social
inferences based on shared information.

Under the subtheme of talking about others, children shared events related to individuals
outside their immediate context by elaborating on them. The narrative initiated by C64's statement,
"A girl in the other class got hurt," was completed by C47's "She was crying," and C22's "She fell,
her knee was bleeding." C70's question, "Was it bleeding a lot?" and C22's response indicate that the
event was reconstructed among peers. C15's question, "Did her mother come?" and C9's explanation,
"Her mother came, they left by car," show that adult intervention was incorporated into the narrative.
Expressions such as "They probably took her to the hospital" indicate that inferences about the event's
outcome were generated.

The subtheme of event narration emerged from conversations in which children conveyed
experienced or observed situations in a sequential, descriptive manner. The elaboration of the
narrative "A girl in the other class got hurt" with statements such as "She was crying," "Her knee was
bleeding,” and "Her mother came" indicates that events were narrated within a cause-and-effect
framework. Personal experiences were also incorporated into these narratives. C85's statement, "My
arm was also broken," was related to C49's observation, "The teacher's arm was broken," and C3's
remark, "Of course it hurts," provided an empathetic evaluation. In addition, expressions such as
"What is this smell?", "It is probably coming from the toilet," and "There was chocolate inside my
cake" show that small, spontaneous situations could also become narrative topics.

Under the subtheme of social evaluation, children distinguished right from wrong by
comparing behaviors and positioning themselves within positive social norms. In response to C21's
statement, "The children in the other class are very naughty," C22's reply, "They always run around
and upset their teacher," created a negative group characterization. In contrast, C18's "We are not
like them" and C53's "We do not upset our teacher" distinguished their own group in a positive light.
Statements such as "If we run, we might fall," "Our knees might bleed," and "It would hurt us"
indicate that safety-related justifications supported these evaluations. Teacher behaviors were also
included in this evaluative process. In response to C65's question, "Would they open it?", C37's
answer, "Our teacher loves us," indicates that the children interpreted the teacher's attitude positively.

These findings indicate that children use mealtimes not only to share their individual
experiences but also to collectively make sense of events in their social environment, share
observations, and evaluate social norms.

Theme 8. Humor

The theme of humor demonstrates that children produce humor during mealtimes by using
language in creative, flexible, and playful ways, and that they sustain social interaction through this
humor.

Under the subtheme of wordplay, children generated humor by playing with word meanings
through metaphors, intentional misunderstandings, and semantic shifts. Expressions such as “Your
brain is a tomato,” “Your brain is a peach,” and “Your head is parsley” led to laughter through the
metaphorical use of food names. C48’s statement, “Keloglan is bald,” and C23’s response, “Then
are we called the boys with hair?” show that the logical structure of words was questioned through
humor. C52’s statement, “Orange and mandarin are siblings,” when interpreted literally by C50, led
to a brief misunderstanding, which was later clarified. C33’s repeated use of the word “Hello”
indicates that foreign language knowledge was also turned into a humorous element. The use of
expressions such as “I was joking” following these exchanges reveals that humor is socially
regulated.
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The subtheme of sound play emerged through interactions in which children deliberately
altered their manner of speaking and turned sound itself into a source of humor. In a game initiated
by C83’s suggestion, “Let us talk with water in our mouths,” the attempts by C32, C60, and C44 to
speak with water in their mouths produced distorted sounds and led to laughter. These examples
indicate that children use language not only to convey meaning but also as an entertaining tool
through sound and rhythm.

The subtheme of joking and shared laughter was characterized by children transforming
everyday conversations into jokes and laughing together around these jokes. C10’s statement, “Let
us take off our shoes, it will get 55k likes,” and the responses of C60 and C19 show that humor was
quickly shared within the group. The continuation of C60’s statement, “Babies are handsome,” with
responses such as “The baby has no hair” and “My father also has no hair,” indicates that humor was
sustained by linking it to personal experiences. Following C79’s warning, “Put my milk aside,” C87,
C74, and C2 shared their experiences of spilling, turning the conversation into a moment of shared
laughter. These examples demonstrate the bonding and relieving functions of humor within the
group.

The subtheme of action-based humor emerged when children deliberately reversed everyday
behaviors to make situations amusing. C80’s statement, “I am eating the bread upside down,” and
C67’s response show that an ordinary eating behavior was transformed into a humorous experience.
C80’s deliberate continuation of this behavior indicates that children stretch norms through bodily
actions and turn daily routines into playful experiences.

These findings indicate that children use mealtimes not merely as a time for conversation but
as a rich interactional context in which they produce humor through language, sound, and bodily
expression, create moments of shared laughter, and strengthen their social bonds.

Discussion and Conclusion

The findings obtained under the theme of Fiction and Media Narratives reveal that mealtimes
function not merely as a physical routine for children, but as a hybrid social space in which
imagination, digital media content, and peer interaction are intertwined. This result is consistent with
studies indicating that children transform daily routines into meaning-making contexts in which they
produce peer culture (Barnes et al., 2020; Willemsen et al., 2023). In this respect, mealtimes become
a kind of "transitional space" where children collectively process and reconstruct content derived
from both the adult world and digital media (Corsaro & Everitt, 2023; Marsh, 2014).

Narratives shaped around monsters, frightening videos, and scenes of violence demonstrate
that children do not passively consume such content; rather, they actively reorganize it in line with
their own curiosities, concerns, and interests (Alcock, 2007). Indeed, the reframing of fear-related
themes within peer culture both provides children with a sense of control and strengthens group
solidarity (Corsaro & Everitt, 2023). Fear scenarios that emerge during mealtimes also function as a
means of emotional regulation for children. Narratives constructed around monsters and frightening
videos enable fear to be shared and reinterpreted within social interaction, rather than remaining an
individual emotion (Fiese et al., 2006). The literature indicates that fear-related narratives reduce
emotional intensity and enhance children's sense of control (Harris, 2000; Muris & Field, 2010).
Such narratives also support children's decontextualized language skills by allowing them to move
beyond the "here and now" and engage in discussions about fictional and hypothetical worlds (Snow
& Beals, 2006). The frequent intertwining of fear scenarios with humor and exaggeration further
strengthens the sense of group cohesion and makes the social bonding function of fear more visible
(Alcock, 2007; Harris, 2000).

Another notable point in this process is that children actively negotiate the boundaries
between reality and fiction during their narratives. Expressions such as "It is not real" or "It was in a
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video" indicate that children question the source of information and evaluate the validity of narratives
within peer interaction. This suggests that children are using Theory of Mind skills to test others'
knowledge and beliefs (O'Neill et al., 2009). As emphasized by Wellman and Woolley (1990), the
negotiation of the distinction between reality and imagination within social interaction is an
important indicator of cognitive development. The discussion of boundaries between digital media
and real life further demonstrates that children critically evaluate shared information and assess it
collectively with their peers. This finding aligns with studies showing that children in the digital age
can question media content and discuss its relationship to reality from an early age (Livingstone et
al., 2018).

The frequent mention of digital content and popular culture figures during mealtimes
indicates that these figures serve as common reference points within peer groups. Cartoon characters
and familiar media figures function as powerful tools for initiating and sustaining communication
among children (O'Neill et al., 2009). According to Marsh (2014), such figures serve as shared
cultural capital among children and facilitate the establishment of social closeness. In this context,
mealtimes become a space for sharing in which children not only consume digital content but also
transmit it to one another and negotiate group membership through these exchanges. Within these
narratives, it can be argued that membership categorization devices operate implicitly, making
children's positions within peer groups visible (Corsaro & Everitt, 2023; Zadunaisky-Ehrlich &
Blum-Kulka, 2010).

Finally, the discourses of power and heroism that emerge alongside fear scenarios can be
interpreted as ways in which children make their social agency visible. Narratives involving drifting,
performing bicycle kicks, or referencing superheroes reflect children's efforts to reinforce their
positions within peer groups by identifying with powerful and competent figures (Alcock, 2007;
Pereira et al., 2025). The literature suggests that superhero narratives constitute an important source
through which children reframe concepts such as threat, power, and control (Dyson, 1997;
Wohlwend, 2011).

The findings under the theme of Identity and Belonging indicate that mealtimes constitute
an important interactional context in which children actively construct and negotiate social identity.
Object-based expressions of similarity, such as "Our water bottles are the same" or "Our lunch boxes
are the same," reveal that children make their needs for belonging and acceptance within peer groups
visible through language. These discourses demonstrate that children structure social relationships
through concrete objects rather than abstract concepts and use material culture to establish social
bonds (Goodwin, 2006; Kyratzis, 2004). The literature associates such expressions of similarity with
children's efforts to establish common ground with their peers and emphasizes that this process plays
a central role in developing group cohesion (O'Neill et al., 2009; Willemsen et al., 2023).

The mutual descriptions that children construct during mealtimes through physical
characteristics, preferences, and likes provide important insights into how the social world is
interpreted. These exchanges, based on eye color, physical appearance, favorite colors, or foods,
indicate that children continuously reconstruct their relational positions by categorizing both
themselves and their peers. According to Goodwin (2006), children negotiate their place within the
group by forming social categories through their bodies, appearances, and preferences. In this
process, distinctions such as "we" and "they" are constructed through language, and children make
group boundaries and hierarchies visible by using membership categorization devices (Zadunaisky-
Ehrlich & Blum-Kulka, 2010). Expressions such as "We are Turkish" or "We are not like them"
demonstrate that collective identity in early childhood is constructed through symbolic boundaries
and oppositions and indicate that identity is shaped as an interactional process rather than a fixed
attribute (Barrett, 2013; Billig, 1995).
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The findings also reveal that children negotiate visibility, status, and power relations within
peer groups through discourses of social comparison and challenge. Expressions such as "Mine is
bigger" or "Mine is more" can be interpreted as linguistic indicators of children's efforts to generate
social value by positioning themselves in relation to others (Pellegrini, 2009; Thorne, 2024). The
intensification of such discourses during mealtimes, when adult guidance is limited, indicates that
children can more freely display their social agency and regulate relationships through language
(Alcock, 2007; Willemsen et al., 2023). As Thorne (2024) emphasizes, these challenge-oriented
discourses often function not to create direct conflict but to produce recognition and social visibility
within the group.

Overall, the findings under this theme indicate that mealtimes are not merely routine periods
during which children spend time together, but rather transformative social practices in which
belonging is constructed, social positions are tested, and peer culture is actively produced. These
practices demonstrate that children experience identity not as a fixed attribute but as a process that
is continuously reconstructed through interaction (Corsaro & Everitt, 2023; Goodwin, 2006). This
finding suggests that, for educators, daily routines such as mealtimes provide important pedagogical
insights into children's levels of social integration, power dynamics, and developmental progress
(Jennings et al., 2012; Pereira et al., 2025).

The findings under the theme of Emotional Expression indicate that mealtimes constitute an
important social context in which children openly express emotions such as fear and affection and
have them collectively regulated through peer interaction. Expressions such as "I was very scared"
or "there is a clown" demonstrate that fear is transformed from an individual experience into a shared
and socially constructed narrative within the group. Verbalizing emotions in this manner can be
considered a process of emotional socialization that enables children to regulate their emotional
experiences within a social context (Denham et al., 2003; Saarni, 1999). Such exchanges align with
children's efforts to make fear visible, gain control over it, and establish a shared emotional ground
with their peers (O'Neill et al., 2009; Snow & Beals, 2006; Willemsen et al., 2023).

Alongside fear narratives that emerge during mealtimes, discourses emphasizing courage
and strength are also noteworthy. Statements such as "I am not afraid" or "I can drink 100 of these"
reflect children's desire to resist fear, demonstrate endurance, and position themselves as strong
within the peer group. The literature conceptualizes such performances of courage as strategic
identity presentations that allow children to display competence rather than vulnerability in social
settings (Goffman, 2023). The emergence of these discourses within everyday routines such as
mealtimes indicates that children use these contexts not only as spaces for sharing emotions but also
as interactional arenas in which they test themselves, challenge others, and make their social agency
visible (Alcock, 2007; Wiggins et al., 2024).

The findings under the theme of Adult Norms and References reveal that mealtimes function
as a hybrid social space in which family- and adult-related discourses are re-circulated within peer
interactions. Parental references such as "My mother put it in" or "My father bought it" indicate that
children position adults as primary sources of knowledge, decision-making, and authority. This
suggests that mealtimes provide a context in which home and school experiences intersect. Indeed,
Barnes et al. (2020), in their study conducted in Head Start classrooms, demonstrated that mealtime
interactions constitute a hybrid structure in which managerial, social, and academic discourses are
intertwined and in which home and school practices circulate simultaneously.

It is also noteworthy that children use adult rules and warnings as regulatory tools within
peer interactions during mealtimes. Expressions such as "The teacher will get angry” or "Do not
drink it" indicate that children not only recall adult authority but also strategically mobilize it to guide
peer relationships. Similarly, moral expressions such as "Waste is bad" or "That is not right" indicate
that children use values learned from adults as criteria for evaluating behavior. However, this process
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does not involve the passive repetition of adult discourse; rather, it reflects interpretive reproduction,
in which children discuss and reinterpret these discourses within the peer group (Alcock, 2007).

The findings further indicate that mealtime conversations provide a strong context for the
production of explanatory discourse. Beals (1993) demonstrated that during family meals, children
systematically produce discourse involving cause—and—effect relationships, explanations of
intentions, and descriptions, and that through these conversations, they move from everyday events
to more abstract moral concepts. Similarly, Snow and Beals (2006) emphasize that mealtime
interactions offer regular opportunities for children to construct narratives, provide explanations, and
develop thinking that extends beyond the "here and now." In this respect, mealtimes can be
considered a discursive space in which children not only share their experiences but also interpret
and justify them.

Overall, the findings under this theme indicate that references to adult authority occupy a
central place in children's narratives; however, this authority does not function as a fixed,
unidirectional source of power in peer interactions. Rather, it serves as a flexible and strategic
reference point used to produce legitimacy (Zadunaisky-Ehrlich & Blum-Kulka, 2010). In this
context, mealtimes can be understood as a transformative learning environment in which children
not only internalize social and moral norms but also discuss, interpret, and reproduce these norms
within peer culture (Snow & Beals, 2006; Willemsen et al., 2023). The review findings of Willemsen
et al. (2023) similarly demonstrate that mealtime interactions provide a critical context for the
transmission of social norms, participation, and the learning of daily routines in early childhood.

The findings under the theme of Social Negotiation indicate that mealtimes constitute
important interactional contexts in which social negotiation, relationship repair, and agreement
production naturally emerge for children. Expressions such as "You are not sitting with me" or "I am
not upset" demonstrate that children directly articulate tensions within relationships and develop
discourses aimed at explaining, alleviating, and sustaining these relationships. This suggests that
children do not merely experience social relationships but actively regulate them through language.
Ethnomethodological and conversation analysis studies examining mealtime interactions emphasize
that practices of repair and agreement production that emerge in such contexts function as typical
mechanisms that restore interactional balance (van der Heijden & Wiggins, 2025).

The establishment of cooperation through sharing and helping discourses during mealtimes
is also noteworthy. Offers such as "You can take some of mine if you want" indicate that a sense of
togetherness is constructed through language within the peer group (Alcock, 2007; McNamara &
Humphry, 2008). This finding aligns with ethnographic studies that conceptualize mealtime as a
cultural practice, demonstrating that norms, roles, and belonging are produced within everyday
interactions in snack and meal contexts (Sieber Egger et al., 2021). Similarly, expressions such as
"You can come tomorrow" or "Let us sit together, the three of us" indicate that children regulate
conflicts not through unilateral solutions but through negotiation and are capable of producing shared
decisions. The fact that children display social agency and self-regulation skills even when adult
intervention is limited highlights that mealtimes provide significant opportunities for social learning.
Children's engagement in joint decision-making and problem-solving further demonstrates that these
contexts are conducive to the sharing of responsibility and mutual regulation in peer interaction
(Pereira et al., 2025; Willemsen et al., 2023). Studies examining mealtime interactions through video
data reveal that children engage in multiactivity alongside eating, making practices such as inviting,
including/excluding, and cooperating visible during these processes (Wiggins et al., 2024).

The findings also indicate that discourses of boundary-setting and resistance occupy an
important place during mealtimes. Expressions such as "I do not want it" or "I do not like it"
demonstrate that children can clearly express their preferences and their bodily and emotional
autonomy. In the literature, such boundary-setting practices are interpreted as children's efforts to
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balance institutional time with subjective time (Hjelt et al., 2024). Recent studies further show that
these forms of resistance in mealtime contexts are not limited to individual preferences but constitute
interactional practices organized within social order and relational dynamics (Wiggins et al., 2024).
In this respect, mealtimes provide a "dual opportunity space" in which children do not passively
accept rules but discuss, justify, and reproduce social norms through peer interaction (Zadunaisky-
Ehrlich & Blum-Kulka, 2010). Studies examining classroom mealtime conversations similarly
demonstrate that social and personal discourses coexist with regulatory expressions, creating a
natural ground for negotiations of conflict and agreement (Barnes et al., 2020).

Overall, the findings under this theme indicate that mealtimes provide a rich social learning
context in which children develop skills related to managing conflict, producing agreement, and
recognizing both their own boundaries and those of others. In this respect, mealtimes should be
regarded not merely as caregiving routines but as transformative interactional moments in which
children's social competencies become visible, and peer culture is actively constructed (Alcock,
2007; Hjelt et al., 2024; Kultti, 2014).

The findings under the theme of Planning and Anticipation indicate that mealtimes provide
a cognitively and socially rich interactional context in which planning and future-oriented thinking
naturally emerge for children. Conversations structured through temporal markers such as
"tomorrow," "the weekend," and "later" demonstrate that children not only share their everyday
expectations but also construct the concept of time within peer interaction. Such discourse indicates
that children engage in decontextualized talk by moving beyond the "here and now," which
constitutes an important indicator of cognitive development (Barnes et al., 2020; Beals, 1997; Snow
& Beals, 2006).

Future-oriented conversations during mealtimes reveal that children express not only their
individual plans but also their collective projections regarding shared activities. Expressions such as
"We will go on a picnic" or "There will be a trip" demonstrate that children construct a shared
imagination of the future with their peers and reinforce group belonging in the process. The literature
associates such future-oriented narratives with children's efforts to establish common ground and
strengthen social bonds (O'Neill et al., 2009). In this respect, future planning can be conceptualized
as a "dual opportunity space" in which children display their social agency and actively construct
peer culture (Alcock, 2007; Zadunaisky-Ehrlich & Blum-Kulka, 2010).

The findings further indicate that children demonstrate skills in thinking under uncertainty
and using hypothetical language through discourses involving probability and anticipation.
Expressions such as "Maybe we will go to the museum" suggest that children begin to think in terms
of possible scenarios rather than a single future. The use of probability language directs children
toward explanatory and justificatory discourse, contributing to the understanding of time not merely
as a chronological sequence but as a process constructed within social interaction (Pereira et al.,
2025; Snow & Beals, 2006). Such discourse can be considered early indicators of planning and
anticipation skills that will be essential in children's later academic and social lives.

Overall, these findings demonstrate that future-oriented conversations emerging during
mealtimes provide pedagogically rich moments in which children's cognitive, linguistic, and social
competencies become visible in an integrated manner. Empirical studies conducted in natural
interactional contexts indicate that such everyday routines provide powerful settings for the
development of narrative construction, temporal organization, and joint planning skills (Barnes et
al., 2020; Dickinson & Porche, 2011). In this respect, mealtimes should be regarded not merely as
caregiving routines but as transformative learning contexts in which children make sense of time,
probability, and collective action within peer interaction (Alcock, 2007; Pereira et al., 2025; Snow
& Beals, 2006).
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The findings under the theme of Everyday Narratives indicate that mealtimes provide an
important context for sharing that extends beyond classroom interactions and brings a broader social
world into conversation. Discourses structured through expressions such as "a child in the other
class" or "the other class" reveal that children incorporate individuals and groups outside their
immediate classroom into their narratives and collaboratively make sense of their social environment.
This suggests that children position their peers not only as communicative partners but also as sources
of knowledge and interpretive interlocutors (O'Neill et al., 2009).

Event narratives shared during mealtimes demonstrate that children convey observed or
experienced situations within cause—and—effect relationships and reconstruct past experiences
through decontextualized talk. Narratives that progress through expressions such as "She fell," "She
got hurt," or "She was crying" indicate that events are structured in a sequential, descriptive, and
explanatory manner. The literature emphasizes that such narratives emerging during mealtimes
support children's abilities to elaborate, detail, and collaboratively sustain narratives (Beals, 1997;
Barnes et al., 2020; Snow & Beals, 20006).

It is also noteworthy that these narratives serve functions of social evaluation and normative
meaning-making. Expressions such as "They are naughty" and "We are not like them" indicate that
children do not merely describe events but also compare behaviors and negotiate group norms and
moral boundaries through these narratives. Such discourse enables children to position themselves
within a positive group identity and to construct distinctions between "we" and "they" through
language. The literature demonstrates that such narratives are important tools for social and moral
meaning-making and that children develop normative evaluations within interaction (Alcock, 2007;
Aukrust & Snow, 1998; Willemsen et al., 2023; Zadunaisky-Ehrlich & Blum-Kulka, 2010).

The findings under the theme of humor indicate that mealtimes constitute an important social
interactional context in which children engage in intensive humor and language play. Wordplay such
as "Your brain is a tomato," along with sound- and body-based humor, demonstrates that children
transform daily routines by using language and the body to generate absurd and playful meanings.
Such discourse indicates that children use language not only to convey information or communicate,
but also to have fun together, relax, and establish social bonds (Alcock, 2007).

Moments of joking and shared laughter that emerge during mealtimes create a shared ground
among peers and strengthen social closeness. The literature emphasizes that shared laughter plays an
important role in establishing relationships among children, maintaining group cohesion, and
sustaining interaction (O'Neill et al., 2009). In this context, humor can be considered a social resource
through which children co-construct meaning with their peers and transform everyday interactions
into enjoyable experiences. The prominence of humor during mealtimes, where adult supervision is
relatively limited, allows children to test social boundaries through play and actively construct peer
culture. In this respect, humor functions as a strategic interactional tool through which children
stretch norms, play with roles, and make their social agency visible (Alcock, 2007; Willemsen et al.,
2023). These findings demonstrate that humor in early childhood contexts is not limited to
entertainment but also plays a central role in establishing social bonds, reinforcing a sense of
belonging, and fostering linguistic creativity (Pereira et al., 2025).

The results of this study reveal that mealtimes in early childhood are not merely routines
related to care and nutrition but constitute a multi-layered interactional context in which children
actively display their social, emotional, linguistic, and cognitive competencies. The discourses that
children produce during this time around themes such as fear, humor, belonging, power, planning,
and moral evaluation demonstrate how peer culture is constructed within everyday interactions. The
findings indicate that children do not passively experience social relationships but actively negotiate,
reorganize, and make sense of them through language. In this respect, mealtimes should be
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considered not merely as routine activities but as important social contexts in which children's social,
emotional, and cognitive meaning-making processes become naturally visible.

However, the study has several limitations. First, the research was conducted in public
kindergartens and preschool classrooms affiliated with primary schools in Erzurum; therefore, the
generalizability of the findings to other sociocultural contexts is limited. In addition, the study
focused solely on naturally occurring conversations during mealtimes, and children's interactions
were examined within this specific routine context. Interactions in other contexts, such as playtime,
free activities, or outdoor activities, may differ in content and function. Furthermore, the data were
primarily analyzed based on children's verbal discourse, with nonverbal communication, such as
gestures, facial expressions, and body language, excluded. Additionally, the data collection process
relied on audio recordings and observation notes, and some conversations may have been
incompletely recorded due to environmental noise or simultaneous speech. Therefore, it is important
to interpret the study's findings in light of these limitations.

Based on the findings of this study, the following recommendations are proposed:

e Mealtimes in early childhood education settings should be considered not merely as
caregiving routines but as pedagogically rich learning contexts that make children’s social,
emotional, linguistic, and cognitive interactions visible.

e Teachers need to allow space for children’s natural conversations during mealtimes, to
observe peer interactions without interrupting them, and to evaluate these interactions as a
source of data for understanding developmental processes.

e Early childhood education programs should emphasize that daily routines (such as
mealtimes, transitions, and free activities) provide learning opportunities that support
children’s identity construction, social negotiation, and emotional regulation skills.

e [t is recommended that teacher education and in-service training programs include the
pedagogical significance of peer interactions that emerge during daily routines, as well as
observation approaches that do not intervene in these interactions.

e Future research is recommended to examine naturally occurring conversations during
mealtimes comparatively across different age groups, socio-cultural contexts, and
institutional arrangements.
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Cocuklar Ne Konusuyor? Okul Oncesi Egitim Kurumlarinda Beslenme Saatlerinde Ortaya
y g ! y
Cikan Dogal Konusmalarin Incelenmesi

Giris

Erken ¢ocukluk doneminde 6grenme yalmzca planlanmis egitim etkinlikleriyle degil, ayni
zamanda cocuklarin gilinliik rutinleri igerisinde kurduklari sosyal etkilesimler ve edindikleri
deneyimlerle de sekillenmektedir. Okul 6ncesi egitim kurumlari, cocuklarin giinlerinin 6énemli bir
boliimiinii gecirdikleri; yalnizca oyun oynamayi degil, aym1 zamanda beslenmeyi, 6z bakim
becerilerini ve sosyal etkilesimi de 6grendikleri temel yasam alanlaridir (Willemsen vd., 2023). Bu
kurumlarda yer alan giinliik rutinler, cocuklarin aile disindaki bireylerle ilk kez yogun bigimde bir
araya geldikleri, toplumsal normlar1 deneyimleyerek igsellestirdikleri ve akran kiiltiirlini
yapilandirdiklar1 6zgiin sosyal baglamlar sunmaktadir (Wiggins vd., 2024; Willemsen vd., 2023).
Ozellikle beslenme saatleri gibi tekrar eden giinliik rutinler, ¢ocuklarin sosyal yasama katilimini

destekleyen ve Ogrenmenin dogal bicimde gerceklestigi onemli zaman dilimleri olarak one
cikmaktadir.

Gilinlik rutinler, giyinme ve beslenme gibi giiniin dogal akisi iginde belirli zamanlarda
tekrarlanan etkinliklerdir (McWilliam, 2010). Okul dncesi egitim baglaminda rutinler, tek bir etkinlik
icerisindeki sirali adimlar ya da giin boyunca tekrarlanan etkinlik dizilerinde yerlesik hale gelmis
ortintiileri ifade etmektedir (McNamara ve Humphry, 2008). Bu ydniiyle giinliik rutinler, ¢ocuklarin
giinliik yasam deneyimlerini yapilandiran temel ¢ergeveler olarak degerlendirilmektedir.

Giinlik rutinler, yalmzca bakim zamanlar1 olarak degil; ¢ocuklarin yeni beceriler
kazandiklari, mevcut becerilerini pekistirdikleri ve 6grenmenin islevsel bigimde gergeklestigi
anlamli baglamlar olarak ele alinmaktadir. Rutinlerin tekrarlayici ve dngoriilebilir yapisi, ¢ocuklarin
davraniglarinin sonuglarini deneyimlemelerine olanak tanimakta ve 6grenmeyi destekleyen giivenli
bir ortam sunmaktadir (Hughes-Scholes ve Gavidia-Payne, 2016). Bu baglamda egitimciler, giinliik
akist kesintiye ugratmadan rutinleri egitim amaglarimi destekleyen dogal Ogrenme firsatlarina
dondstiirebilirler (Macy ve Bricker, 2007; Rahn vd., 2019).

Rutinlerin ¢ocuk gelisimindeki 6nemi, sunduklar1 6ngoriilebilirlik ve yapi ile dogrudan
iligkilidir. Giinliik rutinler, ¢ocuklara diizen ve aidiyet duygusu kazandirarak gelisimlerini
destekleyen olumlu bir duygusal iklim olusturmaktadir (McNamara ve Humphry, 2008; Spagnola ve
Fiese, 2007). Bu yap1 sayesinde ¢ocuklar ¢evrelerini daha iyi anlamlandirabilmekte ve giinliik yasam
icinde kendilerini daha giivende hissetmektedir. Ayrica c¢ocuklarin Ggrenmeleri yalnizca
yapilandirilmis egitim etkinlikleriyle sinirli olmadigindan, kahvalti, oyun ve temizlik gibi giinliik
rutinler de 6grenmenin gerceklestigi temel baglamlar arasinda yer almaktadir (Boavida vd., 2014).

Giinliik rutinler, cocuklarin sosyal becerilerinin ve bagimsizliklarinin gelisimi agisindan da
onemli iglevler listlenmektedir. Rutinler sirasinda ¢ocuklar, yemek yeme ve giyinme gibi 6z bakim
becerilerini gelistirmenin yani sira akranlariyla etkilesim kurarak, birbirlerini 6rnek alarak ve
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etkinliklere davet ederek akran iliskilerini de gelistirmektedirler (Hwang vd., 2013; McNamara ve
Humphry, 2008). Bunun yani sira giinliik rutinler, 6zellikle 6zel gereksinimli gocuklar icin ortiik
dgrenme firsatlar1 sunmakta ve etkili bir 6gretim ortami olusturmaktadir. Ogretimin rutinlerin dogal
akis1 igerisine yerlestirilmesi, egitim hedeflerinin giinlilk yasamla biitiinlestirilmesini saglayarak
cocuklarin 6grenme siireglerini daha anlamli hale getirmektedir (Macy ve Bricker, 2007; Rahn vd.,
2019). Diizenli rutinler ayn1 zamanda ¢ocuklarin yonergeleri takip etme, sirasin1 bekleme ve sinif
kurallarina uyum saglama becerilerini destekleyerek okula gegislerini kolaylastirmakta ve uzun
donemli akademik basariyla iliskilendirilmektedir (Spagnola ve Fiese, 2007).

Son olarak giinliik rutinler, cocuklarin fiziksel saglig1 ve genel iyi oluslar1 lizerinde de etkili
olmaktadir. Ozellikle agik havada gerceklestirilen rutinler, ¢ocuklarin fiziksel aktivite diizeylerini
artirmakta, motor gelisimlerini desteklemekte ve acik havada bulunmanin sagladigi hareket
Ozgiirligii sayesinde ruh hallerini olumlu yonde etkilemektedir (Kiviranta vd., 2024). Bu yoniiyle
giinliik rutinler, yalnizca zaman yonetimini saglayan uygulamalar degil; ¢ocuklarin sosyal, duygusal,
biligsel ve fiziksel gelisimlerini biitiinciil bigimde destekleyen onemli pedagojik kaynaklar olarak
degerlendirilmektedir (Kiviranta vd., 2024; Pereira vd., 2025).

Okul Oncesi Egitimde Beslenme Saatleri ve Onemi

Geleneksel egitim yaklasimlar1 ¢cogunlukla yapilandirilmis etkinliklere odaklanirken, son
yillarda yapilan arastirmalar giinliik rutinler i¢inde yer alan beslenme saatlerinin ¢ocuklarin dil,
biligssel ve sosyal gelisimleri agisindan son derece zengin dgrenme baglamlari sundugunu ortaya
koymaktadir (Snow ve Beals, 2006). Okul dncesi egitim kurumlarinda beslenme saatleri, cocuklarin
yalnizca fiziksel gereksinimlerini karsiladiklar1 zaman dilimleri degil; ayn1 zamanda akranlartyla
yogun etkilesim kurduklari, sosyal normlar1 deneyimledikleri ve anlam diinyalarini1 yapilandirdiklar
0zgiin sosyal ortamlar olarak degerlendirilmektedir (Wiggins vd., 2024; Willemsen vd., 2023).

Beslenme saatleri ayni zamanda cocuklarin sosyallesme siireclerinde 6nemli bir rol
iistlenmektedir. Baz1 kiiltlirel baglamlarda bu zaman dilimleri "pedagojik 6gilinler" (pedagogical
meals) olarak ele alinmakta; sofra adabi, hijyen kurallar1 ve toplumsal degerlerin kazandirildig: bir
Ogrenme araci olarak kullanilmaktadir (Sepp ve Hoijer, 2016; Willemsen vd., 2023). Bu siiregte
ogretmenler beklenti ve yonergeleri yineleyerek ¢cocuklarin sosyal normlara uyum saglamalarina
rehberlik ederken, ¢ocuklar da sira bekleme, tesekkiir etme ve paylasma gibi temel sosyal becerileri
giinliik yasamin dogal akisi i¢inde deneyimlemektedirler (Willemsen vd., 2023).

Okul oncesi egitimde beslenme saatlerine yonelik bakis agisi, yalmzca biyolojik bir
gereksinimin karsilandig1 zaman dilimleri anlayisindan uzaklasarak, bu siirecleri ¢ocuklarin akran
toplulugu kiiltliriinii olusturduklar1 pedagojik bir platform olarak ele alan bir yaklasima dogru
evrilmistir (Alcock, 2007; Pereira vd., 2025). Cocuklar, fiziksel olarak masaya bagli olduklari bu
rutinleri kurallarla oynayarak, mizahi ve yaraticilig1 kullanarak siradan bir zorunluluktan eglenceli
ve anlamli sosyal etkinliklere doniistiirebilmektedirler (Alcock, 2007). Bu siirecte beslenme saatleri,
cocuklarin sosyal normlar1 pasif bicimde kabul ettikleri degil; bu normlar test ettikleri, yeniden
yorumladiklari ve akranlariyla birlikte anlamlandirdiklari bir etkilesim alan1 sunmaktadir.

Beslenme saatleri, ¢ocuklarin birbirlerinden 6grendikleri ve birbirlerine model olduklart
onemli 6grenme ortamlari olarak da degerlendirilmektedir. Cocuklar, akranlarinin rutin igerisindeki
davraniglarii gozlemleyerek rutine katilim konusunda cesaret kazanmakta ve birbirlerine sozel ya
da sozel olmayan ipuclariyla sosyal davetlerde bulunmaktadirlar. Bu siiregte ¢ocuklar, rutinin
kurallarimi hatirlatarak ya da bir davramisin nasil yapilacagim gostererek akranlarina rehberlik
edebilmekte; zaman zaman 6gretmene 6zgii rehberlik rollerini de tistlenebilmektedirler (McNamara
ve Humphry, 2008).

Beslenme saatlerinde gergeklesen akran etkilesimleri, cocuklara zengin sosyal deneyimler
sunmaktadir. Cocuklar, rutinlerde yer alan kurallar1 pasif bi¢imde kabul etmek yerine; oyun,
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miizakere ve kurallart esnetme gibi yollarla bu normlar1 simamakta ve yeniden
anlamlandirmaktadirlar (Albon ve Hellman, 2019; Willemsen vd., 2023).

Beslenme saatleri, ev ortamindaki giindelik konusma bigimleri ile okulda kullanilan daha
akademik dil arasinda koprii kuran "hibrit alanlar" olarak da tanimlanmaktadir (Barnes vd., 2020).
Bu baglamda cocuklar bir yandan giindelik, kendiliginden gelisen ve akran odakli konugmalar
gergeklestirirken, diger yandan iletisim becerilerini gelistirdikleri bir 6grenme ortaminda yer
almaktadirlar. Beslenme saatlerinde akranlar arasinda ortaya ¢ikan bu dogal etkilesimler, ¢ocuklarin
kendi sosyal diinyalarini olusturduklar1 bir anlamlandirma alani olmasinin yani sira, dilsel ve sosyal
o0grenmenin gerceklestigi onemli bir gelisim baglami olarak da islev gormektedir (Wiggins vd., 2024;
Zadunaisky-Ehrlich ve Blum-Kulka, 2010).

Gilinliik rutinler igerisinde ortaya ¢ikan dogal konusmalar, ¢ocuklarin dili daha uzun,
baglantili ve anlamli bigimde kullanmalarm desteklemektedir (Barnes vd., 2020). Ozellikle
beslenme saatlerindeki konusmalar, cocuklara olaylar1 agiklama, ayrintilandirma ve farkli
sozciiklerle dogal etkilesim icerisinde karsilagsma firsati sunmaktadir (Barnes vd., 2020; Beals, 1997;
Snow ve Beals, 2006). Arastirmalar, bu tiir etkilesimlerin gocuklarin sozel ifade becerilerini
dogrudan destekledigini ve bu kazanimlarin ilkokul yillarindaki okuma becerileriyle iligkili oldugunu
gostermektedir (Barnes vd., 2020; Snow ve Beals, 2006; Spagnola ve Fiese, 2007). Bunun yaninda
cocuklar, yalnizca nesneler hakkinda degil; kendi duygu, diisiince ve istekleri ile baskalarinin i¢
diinyalarina iligskin konular iizerine de konusarak sosyal ve biligsel becerilerini ortaya koyma firsati
bulmaktadirlar (O'Neill vd., 2009). Ayrica ¢ocuklar, akranlarmin baglattigi kelime oyunlarini,
taklitleri ve konusma bi¢imlerini siirdiirmekte; birbirlerinin ifadelerinden hareketle yeni fikirler
gelistirmektedirler. Bu etkilesimler, ¢ocuklarin yetigkin ydnlendirmesi olmaksizin kendi akran
kiiltiirlerini olusturmalarina ve giicli bir aidiyet duygusu gelistirmelerine olanak tanimaktadir
(Alcock, 2007). Bu yoniiyle beslenme saatleri, cocuklarin sosyal etkilesimlerini yonettikleri, sosyal
kurallar1 birlikte sekillendirdikleri ve ortak bir anlam diinyas1 olusturduklari 6nemli sosyal
uygulamalar olarak dne ¢ikmaktadir (O'Neill vd., 2009; Zadunaisky-Ehrlich ve Blum-Kulka, 2010).

Beslenme saatleri, okul oncesi ¢ocuklara dili hem yapisal 6zellikleri hem de iletisimsel
islevleriyle kullanabilecekleri zengin bir etkilesim ortami sunmaktadir. Bu siirecte cocuklar; uyakli
sozciikler liretme, anlamsiz tekerlemeler olusturma ve isimlerle oynama gibi kelime ve ses oyunlari
yoluyla dilin yapisal 6zelliklerini kesfetmekte, ayn1 zamanda beden ve duyulara iliskin yaratici
anlatilar gelistirerek yetiskinlerin mantiksal gerceklik anlayisim1 zorlayan mizahi konugmalar
uretmektedirler (Alcock, 2007; O'Neill vd., 2009). Beslenme saatleri ayrica gocuklarin ge¢cmis
deneyimlerini anlatmalarina, agiklamalar yapmalarina ve dilin kurallar1 {izerine diisiinmelerine
olanak saglayan etkilesimleri de icermektedir (Spagnola ve Fiese, 2007). Bunun yaninda ¢ocuklar,
toplumsal gorgii kurallarina aykiri sayilabilecek "yikict mizah" 6rnekleri araciligiyla yetigkin
otoritesini ve toplumsal normlar1 sinamakta; bdylece akranlariyla eglenceli ve bag kurmaya dayal
bir etkilesim ortami olusturmaktadirlar (Alcock, 2007; Willemsen vd., 2023). Bu bulgular, beslenme
saatlerinin ¢ocuklarin dili yalnizca iletisim kurmak i¢in degil; kimliklerini kesfetmek, sosyal baglar
gelistirmek ve sosyal sinirlart miizakere etmek amaciyla da kullandiklart 6nemli bir iletisim baglami
oldugunu gostermektedir.

Egitimciler acisindan c¢ocuklarin beslenme saatleri gibi gilinliik rutinler sirasinda
gergeklestirdikleri konugmalarin gézlemlenmesi, ¢ocuklarin akranlariyla nasil iliski kurduklarini,
dilin ses 6zelliklerine ne dl¢iide duyarlilik gosterdiklerini ve dili diinyay1 anlamlandirmak i¢in nasil
kullandiklarini ortaya koyan dnemli bir pedagojik firsat sunmaktadir (Alcock, 2007; Jennings vd.,
2012). Bu tiir calismalar, giinliik rutinlerin yalnizca bakim amagh zaman dilimleri olarak
degerlendirilmemesi gerektigini; aksine ¢ocuklarin giinliik deneyimleri araciligiyla 6grenmelerini
yapilandirdiklar1 temel 6grenme baglamlar1 oldugunu gostermesi bakimmdan alanyazina 6nemli
katkilar saglamaktadir (Boavida vd., 2014; McWilliam, 2010). Bu dogrultuda rutinler igerisinde
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ortaya c¢ikan dogal g¢ocuk konusmalarmin incelenmesi, ¢ocuklarin bilissel, sosyal ve dilsel
yeterliklerine biitiinciil bir bakis sunmakta ve daha nitelikli, cocuk merkezli egitim uygulamalarinin
gelistirilmesi i¢in gii¢lii bir temel olusturmaktadir (Kiviranta vd., 2024; Rahn vd., 2019).

Okul 6ncesi egitimde beslenme saatlerinin ¢cocuklarin sosyal ve dil gelisimi agisindan 6nemli
bir etkilesim baglami oldugu birgok aragtirmada vurgulanmistir (Barnes vd., 2020; Snow ve Beals,
2006; Willemsen vd., 2023). Bu c¢aligmalar, beslenme saatlerinin ¢ocuklarin dili dogal bigimde
kullanmalarini destekledigini ve sosyal etkilesim icin 6dnemli firsatlar sundugunu gostermektedir.
Bununla birlikte mevcut arastirmalarin 6nemli bir boliimi, 6gretmen rehberliginde gerceklesen
etkilesimlere ya da beslenme saatlerinin pedagojik islevlerine odaklanmaktadir (Kultti, 2014; Sepp
vd., 2006; Willemsen vd., 2023). Buna karsin ¢ocuklarin yetiskin yonlendirmesi olmaksizin
akranlartyla gerceklestirdikleri dogal konusmalarin icerik 6zelliklerini inceleyen ¢alismalar oldukca
sinirhidir (Alcock, 2007; O'Neill vd., 2009; Zadunaisky-Ehrlich ve Blum-Kulka, 2010). Ozellikle
beslenme saatlerinde gergeklesen akran konugmalarinin hangi temalar etrafinda sekillendigi,
cocuklarin bu etkilesimler sirasinda anlami nasil olusturduklar1 ve sosyal iliskilerini nasil miizakere
ettiklerine iligkin alanyazinda 6nemli bir bogluk bulunmaktadir. Bu nedenle beslenme saatlerinde
ortaya ¢ikan dogal cocuk konusmalarinin igerik ve anlam Oriintiilerinin incelenmesi, erken ¢ocukluk
doneminde giinliik rutinlerin sosyal ve dilsel islevlerinin daha iyi anlasilmasina katki saglayacaktir.

Bu aragtirmanin amaci, okul oncesi egitim kurumlarinda ¢ocuklarin beslenme saatleri
sirasinda yetigkin yonlendirmesi olmaksizin gergeklestirdikleri dogal konusmalari incelemektir. Bu
calismada beslenme saatleri, ¢ocuklarin akranlariyla daha serbest etkilesim kurabildikleri ve
giindelik deneyimlerini dogal bicimde ifade edebildikleri etkilesim baglamlari olarak ele alinmistir.
Bu dogrultuda ¢ocuklarin beslenme saatlerinde gergeklestirdikleri konugmalar tematik olarak analiz
edilmis; bu konugmalarin hangi temalar altinda toplandig: ile her tema kapsaminda 6ne ¢ikan konu
ve anlam alanlar1 belirlenmistir. Bu ama¢ dogrultusunda asagidaki aragtirma sorularina yanit
aranmigtir:

e  Okul 6ncesi egitim kurumlarinda beslenme saatlerinde, yetiskin yonlendirmesi olmaksizin
gerceklesen dogal cocuk konusmalar1 hangi temalar altinda toplanmaktadir?

e (Cocuklarin beslenme saatlerinde gerceklestirdikleri dogal konusmalarda 6ne ¢ikan konu ve
igerik alanlar1 nelerdir?

Yontem
Arastirma Deseni

Bu aragtirma, nitel arastirma yaklasimi kapsaminda betimsel bir c¢alisma olarak
desenlenmigtir (Creswell, 2013; Sandelowski, 2000). Nitel arastirmalar, olgu ve olaylar
katilimcilarin bakis agisin1 merkeze alarak dogal ortamlarinda biitlinciil ve betimleyici bi¢cimde
incelemeyi amaglamaktadir (Yildirim ve Simsek, 2016). Creswell'e (2013) gore bu tiir aragtirmalar,
dogal ortamlarda ortaya ¢ikan deneyim, etkilesim ve konusmalart oldugu bigimiyle betimlemeye
odaklanmaktadir. Bu dogrultuda arastirmada, okul dncesi egitim kurumlarinda ¢ocuklarin beslenme
saatlerinde yetiskin yonlendirmesi olmaksizin gerceklestirdikleri dogal konugmalar incelenmis;
herhangi bir karsilastirmaya ya da deneysel miidahaleye yer verilmemistir.

Katihmcilar

Aragtirmanin katilimcilarini Erzurum il merkezindeki resmi anaokullan ile ilkokullar
biinyesinde bulunan anasiniflarinda 6grenim goren toplam 88 ¢ocuk olusturmaktadir. Arastirma alti
farkli okulda yiiriitiilmis; her okulda li¢ ayr1 beslenme saatinde ¢ocuklar gdzlemlenmis ve bu siirecte
gerceklesen konusmalar ses kaydina alinmistir.
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Arastirmanin ylrttiilecegi okullarin belirlenmesinde amacgli 6rnekleme yontemlerinden
Olciit 6rnekleme ve kolay ulagilabilir durum 6rneklemesi birlikte kullanilmistir (Creswell, 2013;
Yildirim ve Simsek, 2016). Olgiit olarak, beslenme saatlerinin okul diizeyinde tiim smiflar igin es
zamanl gergeklestirildigi ve siniflar yerine ortak yemekhane kullanilan kurumlar tercih edilmistir.
Bu 06lgiit, farkli siniflardaki ¢ocuklarin ayni ortamda bulunabildigi ve beslenme saatlerinde ortaya
cikan dogal konusmalarin daha zengin bir etkilesim baglaminda goézlemlenebildigi ortamlar
inceleyebilmek amaciyla belirlenmistir. Belirlenen 6lgiitleri karsilayan ve arastirmacilarin
erisebildigi resmi anaokullar1 ile ilkokullar biinyesindeki anasiniflar1 arastirmaya kolay ulasilabilir
durum 6rneklemesi yoluyla dahil edilmistir.

Katilimcilarin demografik 6zellikleri incelendiginde ¢ocuklarin 40'min kiz (%45,5), 48'inin
erkek (%54,5) oldugu goriilmektedir. Katilimcilarin 59'u anaokuluna (%67,0), 29'u ise ilkokullar
biinyesindeki anasiniflarina (%33,0) devam etmektedir. Cocuklarin 51'i 60-66 ay (%58,0), 37'si ise
67-72 ay (%42,0) yas araligindadir. Annelerin egitim durumuna bakildiginda 15'inin ilkokul
(%17,0), 18'inin ortaokul (%20,5), 32'sinin lise (%36,4) ve 23'iiniin {iniversite mezunu (%26,1)
oldugu belirlenmistir. Babalarin egitim durumlar incelendiginde 9’unun ilkokul (%10,2), 17’sinin
ortaokul (%19,3), 27 sinin lise (%30,7) ve 35’inin tiniversite mezunu (%39,8) oldugu belirlenmistir.

Veri Toplama Araclari

Arastirmada veri toplama araci olarak dijital ses kayit cihazlar1 kullanilmistir. Cocuklarin
beslenme saatlerinde gergeklestirdikleri dogal konusmalar1 kaydedebilmek amaciyla ses kayit
cihazlari, yemekhanede konusmalarin net bicimde kaydedilebilecegi uygun noktalara
yerlestirilmistir. Ortamin biiyiikliigii, cocuk sayis1 ve giiriiltii diizeyi dikkate alinarak gerekli
durumlarda ayni anda birden fazla ses kayit cihazi kullanilmistir. Kullanilan cihazlar, ortam
konusmalarini yiiksek ses kalitesiyle kaydedebilen dijital kayit cihazlaridir. Ayrica veri toplama
stirecinde ¢ocuklarin konugmalarina iliskin kisa gdzlem notlar1 da alinmistir.

Verilerin Toplanmasi

Arastirma icin Atatiirk Univeristesi Rektorliigii, Sosyal ve Beseri Bilimler Etik Kurul
Baskanligi, Egitim Bilimleri Birim Etik Kurulu’nun 22.01.2026 tarih ve 02 nolu toplantisinda alinan
12 nolu kararla etik onay alinmustir.

Arastirma verileri, okul dncesi egitim kurumlarinda ¢ocuklarin beslenme saatleri sirasinda
alman ses kayitlar1 yoluyla toplanmistir. Veri toplama siireci resmi anaokullar ile ilkokullar
biinyesindeki anasiniflarinda yiiriitiilmis; alt1 farkli okulun her birinde {i¢ ayr1 beslenme saatinde
kayit alinmigtir. Boylece tek bir zamana 6zgii durumlarin etkisinin azaltilmasi ve ¢ocuklarin farkli
giinlerde gerceklestirdikleri dogal konusmalarin kaydedilmesi amaclanmistir. Bu kapsamda
arastirmada toplam 18 beslenme saati kaydi elde edilmistir.

Veriler, ¢ocuklarin giinliik rutinleri icerisinde gergeklesen etkilesimleri dogal baglaminda
incelemeyi esas alan katilimci olmayan dogal gézlem yaklagimiyla toplanmistir. Ses kayit cihazlari,
beslenme siirecinin dogal akisini bozmayacak bicimde konusmalarin net olarak kaydedilebilecegi
uygun noktalara yerlestirilmistir. Ortamin 6zellikleri, cocuk sayis1 ve giiriiltii diizeyi dikkate alinarak
bazi oturumlarda birden fazla ses kayit cihazi es zamanli olarak kullanilmistir. Her bir kayit yaklasik
20-35 dakika siirmiistiir.

Ses kayitlarimi desteklemek amaciyla veri toplama siirecine alt1 6gretmen aday1 da dahil
edilmistir. Okul dncesi 6gretmenligi programinin son sinifinda 6grenim goren bu 6gretmen adaylari,
Ogretmenlik uygulamasi kapsaminda zaten aragtirmanin yiiritiildiigi okullarda bulunduklarindan
cocuklar tarafindan taninmaktaydilar. Ogretmen adaylar1 beslenme saatlerinde yemekhanenin farkli
noktalarinda bulunarak ¢ocuklarin konusmalarina iligkin kisa gdzlem notlar1 almis ve 6zellikle ses
kayitlarinda net olarak anlasilamayan ifadelerin belirlenmesine katki saglamislardir. Cocuklarin
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kendilerine yabanci olmayan kisilerle ayni ortamda bulunmalari, arastirma siirecinde giinliik
rutinlerini dogal bi¢gimde siirdiirmelerini kolaylagtirmistir.

Veri toplama siirecinde arastirmaci ortamda bulunmakla birlikte ¢ocuklarla herhangi bir
etkilesim kurmamis; 6gretmenler de beslenme saatlerinde rutin uygulamalar diginda herhangi bir
yonlendirme veya miidahalede bulunmamistir. Boylece ¢ocuklarin akranlariyla gergeklestirdikleri
konusmalarin dogal ve kendiliginden gelisen yapisinin korunmasi amaglanmustir.

Gozlemler okullarin giinliik programinda yer alan beslenme saatleri sirasinda
gercgeklestirilmistir. Bu nedenle oturumlara katilan ¢cocuk sayis1 giinliik devam durumuna bagli olarak
degisiklik gostermistir. Veri toplama siireci tamamlandiktan sonra ses kayitlart ve goézlem notlar
birlikte degerlendirilmis, veriler biitiinlestirilerek analiz siirecine aktarilmigtir. Veri toplama
oncesinde ¢ocuklarin seslerinin kaydedilebilmesi i¢in velilerden yazili goniillii onam alinmis; elde
edilen tiim kayitlar yalnizca arastirma amaciyla kullanilmis ve gizlilik ile anonimlik ilkelerine uygun
bigimde saklanmustir.

Verilerin Analizi

Arastirma kapsaminda elde edilen ses kayitlar1 yaziya aktarilmis ve veriler tematik analiz
yontemiyle ¢oziimlenmistir. Tematik analiz, nitel veriler igerisinde tekrar eden anlam Griintiilerini
sistematik bicimde belirleyerek bunlar1 temalar altinda diizenlemeyi amaglayan esnek bir analiz
yaklagimidir (Braun ve Clarke, 2006). Bu arastirmada analiz siireci tiimevarimsal bir yaklagimla
yiiriitiilmiig; 6nceden belirlenmis herhangi bir tema ya da kuramsal kategori kullanilmamustir.

[k asamada yaziya aktarilan veriler tekrar tekrar okunarak anlamli birimler belirlenmis ve
acik kodlama yoluyla kodlanmigtir. Daha sonra igerik bakimindan benzerlik gosteren kodlar bir araya
getirilerek temalar olusturulmus ve bu temalar verinin kendi yapisim yansitacak bigimde
diizenlenmistir. Bu siiregte amag, ¢ocuklarin beslenme saatlerinde gergeklestirdikleri konusmalarin
igerik 6zelliklerini ve 6ne ¢ikan temalarini betimlemektir.

Analiz sirasinda bazi ¢ocuk ifadeleri farkli analitik iglevleri nedeniyle birden fazla tema
kapsaminda degerlendirilmistir. Bu durum veri tekrarindan degil, aym ifadenin farkli anlam
baglamlarinda yeniden yorumlanmasindan kaynaklanmaktadir. Etik ilkeler dogrultusunda tiim
cocuklar anonimlestirilmis ve metin boyunca C1-C88 kodlartyla temsil edilmistir. Nitel
arastirmalarda temalarin dogrudan veriden tiiretilmesi, katilimcilarin konusmalarindaki anlamin
miimkiin oldugunca korunmasina katki saglamaktadir (Creswell, 2013; Yildirim ve Simsek, 2016).

Gegerlik ve Giivenirlik

Arastirmanin gegerlik ve giivenirligini artirmak amaciyla analiz siirecinde ¢esitli stratejiler
uygulanmistir. Oncelikle ses kayitlar1 yaziya aktarilmis, metinler arastirmacilardan biri tarafindan
tekrar tekrar okunmus ve Braun ve Clarke’in (2006) onerdigi tematik analiz dogrultusunda ilk
kodlama yapilmistir. Ardindan veri setinin bir boliimii, okul 6ncesi egitimi alaninda uzman olan
ikinci arastirmaci tarafindan bagimsiz bicimde yeniden kodlanmustir. iki arastirmacinm
gerceklestirdigi kodlamalar karsilastirilmis ve kodlayicilar arasi uyum, Miles ve Huberman’in (1994)
onerdigi Gortlis Birligi / (Goris Birligi + Gorlis Ayriligl) formiilii kullanilarak hesaplanmustir.
Hesaplama sonucunda kodlayicilar arasi uyum orani %82 olarak belirlenmistir. Farklilik gosteren
kodlamalar iki aragtirmaci tarafindan yeniden goézden gegirilmis ve tartisilarak uzlasmaya varilmistir.

Bunun yani sira analiz siirecinde veriler birgok kez incelenmis, kod-tema iligkileri siirekli
gbzden gecirilmis ve temalarin veriyi temsil etme diizeyi degerlendirilmistir. Nitel arastirmalarda bu
tir yinelemeli analiz siiregleri bulgularin inandiriciligini artirmaktadir (Creswell, 2013). Ayrica
bulgularin yorumlanmasimi desteklemek amaciyla her tema altinda dogrudan katilimci ifadelerine
yer verilmistir (Creswell, 2013; Yildirim ve Simsek, 2016).
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Bulgular

Aragtirma verilerinin analizi sonucunda ¢ocuklarin beslenme saatlerinde gergeklestirdikleri
konusmalarin igerik, islev ve etkilesim bicimleri bakimindan belirli Oriintiiler sergiledigi
belirlenmistir. Bu ériintiiler Kurgu ve Medya Kaynakli Anlatilar, Kimlik ve Aidiyet, Duygusal ifade,
Yetiskin Norm ve Referanslar1, Sosyal Miizakere, Planlama ve Ongérii, Giindelik Anlatilar ve Mizah
olmak {izere sekiz tema altinda toplanmigtir.

Kurgu ve Medya \ ) ,
Kaynakli Anlatilar Kimlik ve Aidiyet

Nesneler aracilipiyla
L bag kurma

Fiziksel dzellikler
N S

\Korku senaryolar

. Begeniler \
Gergek—kurgu /’

miizakeresi

Grup ve aidiyet dili’\)

Dijital igerik aktarimi

—
Sosyal karsllasnrmy

=

Meydan okuma

A Korku paylagimi

Y . Y
R

K_Kalima oyunlary

/ Ses oyunlan
o _/

Sakalasma-ortak
giillme

@rekete dayali mizah

Cesaret gdsterisi

D

BESLENME
SE— SAATI
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Ebeveyn referanslari

/ - -
k“ka]ﬂ'l h'1kk|nda \ ™ Kurallar ve uyarllar
konusma Giindelik Yetiskin Norm ve
Referansla
-\\ Anlatilar cteransiart Ahlaki kavram]ar
Olay anlatimi
\ _/ /
/ ( Tnp]umealfnva:'ll
Sosyal degerlendirme &
ylemlel
N S
Ebeveyn ntDI‘llESl)
Gelecege yonelik Kiisliik ve barisma |
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- D N Paylasma-yardimlagma)
Ortak etkinlik aylagma-yardimlasma)
planlama Planlama ] Sosyal Miizakere =
Bni Birlikte karar alma-Y
T T e sorun gézme
Olasihik ve tahmin J "
" y R
Sinir koyma Y

Sekil 1. Tematik Harita
Tema 1. Kurgu ve Medya Kaynakh Anlatilar

Kurgu ve Medya Kaynakli Anlatilar temasi, cocuklarin beslenme saatlerinde hayal
giiclerinden, medya igeriklerinden ve akran etkilesimlerinden yararlanarak olusturduklar1 anlatilart
kapsamaktadir. Bu tema iginde &zellikle korku senaryolari alt temasinin 6ne ¢iktigi goriilmiistiir.
Cocuklarin hayali unsurlarla dijital medyada karsilastiklar1 goriintiileri bir araya getirerek korku
icerikli dykiiler olusturduklari belirlenmistir. Bu anlatilar cogunlukla canavar, palyaco ve tuvalet gibi
tehdit cagrisimi tastyan kisi, varlik ve mekanlar etrafinda sekillenmis; s6z konusu unsurlar video,
telefon ve ¢izgi film gibi dijital medya araglartyla iliskilendirilmistir.

Korku senaryolar1 genellikle bir cocugun baglattigi anlatinin diger ¢ocuklarin eklemeleriyle
genisletilmesi yoluyla siirdiiriilmiistiir. Bu durum, anlatilarin bireysel olmaktan ¢ikarak grup iginde

www.turkishstudies.net/language



330 Asli Balc1 — Zeynep Nur Aydin Kilig

ortaklasa olusturuldugunu gostermektedir. Ornegin C57, yer altina iliskin hayali bir anlatiy1 medya
icerigiyle birlestirerek soyle ifade etmistir: “Yer altinda hazine kuyusu var. Altin var. Ama orada
canavar var ve insanlar1 6ldiiriiyor. Tuvaletten insan kafasi ¢ikip insanlar1 yemisti, bir videoda.” Bu
ifade, cocuklarin korku icerikli unsurlar1 hayal giicleriyle birlestirerek akranlariyla paylastiklarini
gostermektedir. Cocuklarin korkularim1 dogrudan dile getirdikleri ve bu duygular akranlariyla
paylasarak anlatiy1 birlikte geniglettikleri goriilmiistiir.

Korku senaryolarinin yalnizca dijital iceriklerle sinirli kalmadigi, cocuklarin giindelik
yasamlarina iliskin mekanlara da tasindigi belirlenmistir. Lunapark iizerine gelisen konusmalarda
palyaco figiirii belirgin bir korku unsuru olarak ortaya ¢ikmistir. C3’iin “Sakin lunaparka gitmeyin,
orada palyaco var” bicimindeki uyarisi, korku senaryosunun diger ¢ocuklara yoneltilen bir ikaza
doniistiigiinii géstermektedir. C20°nin bu ifadeye “Lunaparka gidersek palyago sinirlenir, bizi yer
mi?” sorusuyla karsilik vermesi, anlatinin grup iginde paylasilan ortak bir korku senaryosuna
donistiigiini ortaya koymaktadir. C68’in “Ben lunaparka gidince ¢ok korktum” ifadesi ise bu
anlatilarin ¢ocuklarin kisisel deneyimleriyle de desteklendigini gostermektedir.

Bu tema kapsaminda 6ne ¢ikan bir diger alt tema gercek ile kurgunun miizakere edilmesidir.
Cocuklarin akranlarn tarafindan anlatilan hayall ya da medya kaynakli olaylarin gercekligini
sorguladiklari, kabul ettikleri veya reddettikleri goriilmiistiir. Anlatilarin gercek olup olmadig,
cocuklarin yonelttigi sorular ve itirazlar aracihigiyla grup icinde tartisilmistir. Ornegin C24’{in,
C45’in korku anlatisina “Nereden biliyorsun?” sorusuyla karsilik vermesi, anlatinin dogrulugunun
sorgulandigin1 gostermektedir. C45’in “Biliyorum, bizim parkin orada var” yaniti ise hayali bir
anlatinin gergek bir mekanla iliskilendirilerek inandirict hale getirilmeye calisildigini ortaya
koymaktadir.

Buna karsilik C4’iin “Ben inanmiyorum, gergek degil” ifadesi, anlatiya yonelik elestirel bir
tutumu yansitmaktadir. C13’tin “Bizim parkta da Oriimcek Adam var” sozii ise medya
karakterlerinin gercek yasam baglamina taginarak anlatiya dahil edildigini gostermektedir. Bu
karsilikl1 konugmalar, gocuklarin hayal ve kurgu i¢eren anlatilari pasif bigimde kabul etmediklerini;
bu anlatilar1 akran etkilesimi i¢inde tartistiklarini ve degerlendirdiklerini ortaya koymaktadir.

Dijital igerik aktarimi alt temasi kapsaminda cocuklarin izledikleri video ve c¢izgi film
sahnelerini birbirlerine anlattiklari, bu igerikleri yalnizca sozlii olarak degil, ses taklitleri ve bedensel
canlandirmalar yoluyla da yeniden firettikleri belirlenmistir. Dijital iceriklerin konusma ortamina
yalnizca anlati diizeyinde degil, canlandirmaya dayali bir bigimde de tagindig1 gériilmiistiir. Ornegin
C7°nin “Videolarda yumruk atiyorlar” derken yumruk sesi ¢ikarmasi, izledigi igerigi dogrudan
beslenme saatindeki etkilesime aktardigin1 gostermektedir.

Benzer bicimde ¢ocuklarin ¢izgi film karakterleri lizerinden fiziksel 6zellikler ve begeniler
hakkinda konustuklar1 goriilmiistiir. Dijital icerikler, ¢ocuklar arasindaki sosyal etkilesimi baglatan
ve siirdiiren bir unsur olarak islev gérmiistiir. C73’{in izledigi bir videoyu C21’e anlatmasi ve C21’in
“Annemin telefonuna gonder” demesi, dijital igerigin ¢ocuklar arasinda paylasilmak istenen ortak
bir deneyime doniistiigiinii gostermektedir. Ayrica Wednesday ve Elsa gibi popiiler karakterler
iizerinden yapilan rol paylagimlari, ¢ocuklarin dijital karakterleri kimlik olugturma siireglerine ve
oyun kurgularina dahil ettiklerini ortaya koymaktadir.

Bu bulgular, ¢ocuklarin beslenme saatlerinde kurgu ve medya kaynakli anlatilar1 etkin
bigimde olusturduklarini; dijital igerikleri korku, merak ve eglence gibi duygular etrafinda paylasarak
ortak bir anlat1 alan1 meydana getirdiklerini gostermektedir.

Tema 2. Kimlik ve Aidiyet

Kimlik ve Aidiyet temasi, cocuklarin beslenme saatlerinde akranlartyla kurduklart sosyal
kimlikleri, aidiyet iliskilerini ve karsilagtirma bi¢imlerini kapsamaktadir. Bu tema altinda ¢ocuklarin
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benzerlikler kurduklari, farkliliklar1 vurguladiklari ve kendilerini akranlari karsisinda belirli
bigimlerde konumlandirdiklar1 goriilmuistiir.

Nesneler aracilifiyla bag kurma alt temasi, ¢cocuklarin kisisel esyalar1 lizerinden aidiyet
gelistirdiklerini gdstermektedir. Suluk ve beslenme kutusu gibi nesneler renk ve boyut agisindan
karsilastirilmisg, “ayni olma” vurgusu siklikla dile getirilmistir. C43’iin “Bizim beslenme kutularimiz
ayn1” ifadesine C44’lin “Evet, ikimizinki de mavi” bigiminde karsilik vermesi, cocuklar arasindaki
bu benzerligin karsilikli olarak onaylandigini gostermektedir. Benzer bigimde “Bizim suluklarimiz
ayni boyda” gibi ifadeler, nesneler iizerinden kurulan baglarin grup icinde yaygin oldugunu ortaya
koymaktadir.

Fiziksel 6zellikler alt temas1 kapsaminda ¢ocuklarin gz rengi ve dis goriiniis gibi 6zellikler
iizerinden kendilerini ve akranlarin1 tanimladiklar1 ve karsilagtirdiklart goriilmiistiir. Bu
betimlemelerde ¢ogunlukla olumlu ve estetik bir dil kullanilmistir. C21’in gézlerinin “cam” ve “Oltu
tagi”na benzetilmesi, cocuklarin mecazli ifadelerden yararlandiklarin1 gostermektedir. “Benim
gbziim yesil”, “Benimki koyu mavi” ve “Benimki siyah” gibi ifadelerle farkliliklar siralanirken,
C9’un “Hepimiz hem giizel hem de yakisikliy1z” s6zii kapsayici bir kimlik anlayigini yansitmaktadir.

Begeniler alt temasi, cocuklarin kendilerini ifade ettikleri 6nemli alanlardan biri olmustur.
Renkler, yiyecekler, giysiler, ¢izgi film karakterleri ve sporculara iligkin tercihler agik bigimde dile
getirilmistir. “Ben mavi rengi ¢ok severim” ve “Ben sar1 rengi ¢cok severim” gibi ifadeler ortaklik
kurmanin bir yolu olarak kullanilmigtir. Yiyeceklere iliskin konusmalarda “Ben patatesli seviyorum”
ve “Ben peyniri de patatesi de ¢ok seviyorum” gibi ifadeler 6ne ¢ikmustir. Bir yiyecegi sevmedigini
belirten ¢ocuklara “Istersen benimkinden alabilirsin” seklinde karsilik verilmesi, begenilerin
paylagsma davranisiyla da iliskilendigini gostermektedir. “Ben Elsa’y1 seviyorum” ve “Icardi ¢ok
giizel gol att1” gibi ifadeler ise popiiler kiiltiir ve sporla ilgili unsurlarin ¢ocuklarin begeni
konusmalarinda yer aldigini ortaya koymaktadir.

Grup ve aidiyet dili alt temasinda ¢ocuklarin bir gruba bagliliklarini ifade ederken “biz” dilini
kullandiklar1 goriilmiistiir. Spor takimlari tizerinden gerceklesen konugmalarda “Sen hangi
takimlisin?” sorusu, grup aidiyetini belirlemeye yonelik bir girisim olarak One c¢ikmistir. “Ben
Galatasarayliyim” ve “Ben Besiktagliyim” gibi yanitlar, ¢ocuklarin kendilerini farkli gruplar i¢inde
konumlandirdiklarini ortaya koymaktadir. Bunun yani sira “Biz Tiirkiiz” ifadesinin tekrarlanmasi,
ulusal kimlik {izerinden ortak bir aidiyet duygusu olusturuldugunu gostermektedir.

Sosyal karsilastirma alt temas1 kapsaminda ¢ocuklar, sahip olduklar1 nesneler, yiyecekler ve
yasadiklari deneyimler iizerinden kendilerini akranlariyla karsilastirmiglardir. “Benimki”, “daha
cok” ve “en ¢ok” gibi ifadelerle nicelik ve iistliinlilk vurgusu yapilmigtir. “Benim sulugumda karpuz
var” ve “Bizim araba da Bugatti” gibi ifadeler, karsilastirmalarin zaman zaman abartili anlatilara
donistiigiini gostermektedir. Bayramda toplanan sekerlere iliskin “Benimki ¢ok ¢ok en coktu” ve
“Ben tek bagima topladim” gibi ifadeler ise iistiinliik iddialarinin gerekgelendirilerek siirdiiriildiigiinii
ortaya koymaktadir.

Meydan okuma alt temasi, ¢ocuklarin iddialarin1 savunma ve kendilerini akranlarina
kanitlama ¢abalariyla belirginlesmistir. “En 6nce ben bitirecegim” ifadesi, beslenme siirecinin
rekabet¢i bir konusmaya doniisebildigini gostermektedir. Bayramda toplanan sekerler ve araba
kullanma deneyimleri iizerine yapilan konusmalarda c¢ocuklar, {istlinliik iddialarimi ¢esitli
acgiklamalarla desteklemigtir. C86’nin “Babamin kocaman arabasini siirdiim” ve “Drift atmak bana
bebek oyuncagi” ifadelerine C57’nin karsilik vermesi, meydan okumanin karsilikli bigimde
strdiiriildiigiinii  gostermektedir. Spor takimlar {izerinden yapilan “Sampiyon kim olacak?”
tartigmalar1 da bu alt temanin tipik drneklerinden biridir.
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Bu bulgular, ¢cocuklarin beslenme saatlerini sosyal kimliklerini olusturduklari, aidiyetlerini
ifade ettikleri ve kendilerini akranlartyla karsilagtirarak konumlandirdiklar: yogun bir etkilesim alani
olarak kullandiklarini géstermektedir.

Tema 3. Duygusal ifade

Duygusal ifade temasi, ¢ocuklarin beslenme saatlerinde korku, cesaret ve sevgi gibi
duygular nasil ifade ettiklerini ve bu duygulari akranlariyla nasil paylastiklarini ortaya koymaktadir.

Korku paylagimi alt temas1 kapsaminda cocuklar korkularini acik¢a dile getirmis ve bu
duygular1 grup icinde paylasarak ortak bir duygu alani olusturmuslardir. Korku ¢ogunlukla belirli
mekanlar ve figiirler {izerinden ifade edilmistir. Ornegin C31’in “Ben elektrikler gittiginde cok
korkuyorum” sézi, kisisel bir korku deneyiminin dogrudan paylasilmasini yansitmaktadir. Benzer
bicimde C12’nin “Tuvalette bir adam wvardi, kafasini kopardi, ben ¢ok korktum” ve C34’iin
“Kameray1 kabul etmeyin, telefondan c¢ikar, bizi 6ldiiriir” ifadeleri, izlenen ya da hayal edilen
deneyimler tizerinden korkunun grup iginde dolagima girdigini géstermektedir.

Cesaret gosterisi alt temasinda cocuklar, korkuya karsi koyma, dayaniklilik ve beceri
iddialar1 iizerinden kendilerini giicli bigimde konumlandirmiglardir. C63’tin “Korkarsiniz,
izlemeyin; ben arada izliyorum” ifadesi, korku uyandiran igerikleri izlemeyi bir cesaret gostergesi
olarak sundugunu gostermektedir. C38’in “Ben bundan 100 tane icerim” sozii ise abartili bir
dayaniklilik vurgusunu yansitmaktadir. Olagan disi deneyimler de cesaret anlatilarina dahil
edilmistir. C86’nin “Babamin kocaman arabasini siirdiim” ve “Drift attim” ifadeleri C57 tarafindan
sorgulanmig, C86 ise “Babam &gretti” diyerek iddiasini pekistirmistir. “Sulugumu acamazsin” ve
“Acarim” gibi gilindelik nesneler iizerinden yiiriitiilen karsilikli konusmalar da gii¢ iddialarinin
meydan okumayla siirdiriildiigiinii ortaya koymaktadir.

Sevgi ifadesi alt temasi kapsaminda cocuklar, akranlarina yonelik olumlu duygularim
dogrudan sozlii ifadelerle dile getirmislerdir. C69’un (C62’ye “Seni ¢ok seviyorum” demesi, sevginin
acikea ifade edildigi bir 6rnektir. “Cok giizelsin” ve “Sen de ¢ok giizelsin” gibi karsilikli ifadeler de
olumlu duygularin paylasildigini gdstermektedir. Sevgi ifadelerinin zaman zaman iliskileri
stirdlirmenin bir araci olarak da kullanildig1 gériilmistiir.

Bu bulgular, ¢cocuklarin beslenme saatlerini korku, cesaret ve sevgi gibi duygularini agikca
ifade ettikleri, bu duygular1 akranlariyla paylastiklar1 ve birlikte anlamlandirdiklar1 6nemli bir sosyal-
duygusal baglam olarak kullandiklarini gostermektedir.

Tema 4. Yetiskin Norm ve Referanslari

Yetigkin Norm ve Referanslar1 temasi, ¢ocuklarin beslenme saatlerinde aile iiyelerine,
Ogretmenlere ve yetiskin diinyasina iliskin ifadeleri nasil kullandiklarini ve kendi davraniglarini bu
ifadeler iizerinden nasil anlamlandirdiklarini ortaya koymaktadir.

Ebeveyn referanslar alt temas1 kapsaminda ¢ocuklar sahip olduklar1 nesneleri, bilgileri ve
deneyimleri anne, baba ve diger aile iiyelerine atifta bulunarak aktarmislardir. C17°nin “Abim bana
yeni forma almis” ve C39’un “Babam da bana almist1” ifadeleri, sahip olunan nesnelere iligkin
anlatilarda aile iiyelerinin merkezi bir konumda bulundugunu gostermektedir. Benzer bigimde
C86’nin “Babam 0Ogretti” ve C16’nin “Babam &yle sOyledi” sozleri, bilginin kaynagi olarak
yetiskinlerin gosterildigini ortaya koymaktadir. Ebeveyn referanslarina planlama konusmalarinda da
rastlanmistir. C1’in “Babamizdan izin alip gelelim” ve C39’un “Babanla beraber gel” ifadeleri,
cocuklarin sosyal etkinlikleri yetigskinlerin onay1 ve rehberligiyle iligkilendirdiklerini; C71’in
“Babam, annem ve kardesimle gidecegiz” ve C14’iin “Babam bizi gecen hafta sonu gotiirmiistii”
sOzleri ise deneyimlerin aile baglaminda anlamlandirildigim gostermektedir.

Kurallar ve uyarlar alt temasinda g¢ocuklar, uygun ve uygun olmayan davramslart
Ogretmenin tepkileri, glivenlik ve simif diizeni {izerinden tanimlamis ve akranlarini bu dogrultuda
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uyarmislardir. C80’in C33’e “Biraz ye, yoksa 6gretmenimiz kizabilir” demesi, 6gretmenin verecegi
tepkinin davranisi diizenleyen bir unsur olarak kullanildigini gostermektedir. C43’lin “Kosarsak
diisebiliriz” ve C5’in “Dizimiz kanar” ifadeleri, giivenli davraniglara iliskin uyarilarin akranlar
arasinda paylasildigini ortaya koymaktadir. Kurallarin siniflar arasi karsilagtirmalar yoluyla da
pekistirildigi goriilmiistiir. C21’in “Diger siniftakiler ok yaramazmig” ifadesine C18’in “Biz onlar
gibi degiliz” ve C53’iin “Ogretmenimizi {izmilyoruz” seklinde karsilik vermesi, kurallara uymanin
olumlu bir grup kimligiyle iliskilendirildigini géstermektedir. Sorumluluk paylasimi da bu alt tema
kapsaminda ele alinmigtir. Sinif bagkani olan C6’nin “Arkadaslar, ¢oplerinizi bana verin” demesi ve
C58’in yere diisen ¢op igin “Alayim hemencecik” ifadesini kullanmasi, ¢ocuklarin sinif diizenine
iliskin sorumluluklari igsellestirdiklerine; C38’in “Ogretmenim, C65 terbiyesiz konustu” ifadesine
C65’in “Saka yaptim” seklinde karsilik vermesi ise davramig sinirlarinin 6gretmen referansi
iizerinden miizakere edildigine isaret etmektedir.

Ahlaki kavramlar alt temasi kapsaminda ¢ocuklar, dogru ve yanlis davraniglar
yetigkinlerden edindikleri ifadeler araciligiyla dile getirmislerdir. C4’iin “Kétiiler izliyor o videolari,
ben izlemem” s6zii, medya igeriklerine yonelik ahlaki bir degerlendirmeyi yansitmaktadir. Beslenme
baglaminda ise “israf” kavrami belirgin bigimde 6ne ¢ikmistir. C51’in C27’ye “Bitirmezsen israf
olur” demesi ve C27’nin “Israf ne ki?” sorusuna “Israf ¢ok kotii bir sey” seklinde yanit vermesi,
ahlaki bir kavramin akranlar arasinda dgretici bigimde aktarildigini gostermektedir. C18’in “Evet,
israf ¢ok kot diyerek bu diislinceyi desteklemesi ve C27°nin “Bitmezse evde yerim” ¢ézimiinii
onermesi, ahlaki ilkenin somut bir ¢6zlimle birlikte ele alindigini ortaya koymaktadir.

Toplumsal ve siyasal sdylemler alt temasinda c¢ocuklarin yetigkinlerden ve medyadan
duyduklar ifadeleri kendi sozleriyle yeniden iirettikleri goriilmiistiir. C12’nin “Amerika Israil’e
yardim ediyor” ve C66’nin “Tiirkiye’yi de ele gecirmek istiyor” sozleri, toplumsal olaylara iligkin
konusmalarin beslenme saatlerine tasindigini gostermektedir. C44’iin “Biz Tiirkiiz” ifadesi, bu
konusma iginde aidiyeti belirten kisa ancak gii¢lii bir vurgu olarak ortaya ¢ikmistir. C54°lin “Bugiin
Filistinlilere {liziilmiiyor musun?” sorusu, bu konugsmalara duygusal degerlendirmelerin de eslik
ettigini gostermektedir. C12’nin “Sakin kola igmeyin” uyarisi ise siyasal igerikli bir inanigin glindelik
beslenme davranisina aktarildigini ortaya koymaktadir.

Ebeveyn otoritesi alt temasit kapsaminda g¢ocuklar, yetiskinleri koruyucu, Ogretici ve
yonlendirici kisiler olarak konumlandirmislardir. C25’in “Ustiime dolap diisecekti” anlatisina
C33’in “Beni annem kurtardi” bigiminde karsilik vermesi, tehlikeli durumlarda ebeveyn
miidahalesinin belirleyici oldugunu gdstermektedir. Bilginin aktarilmasinda da yetiskinlerin 6ne
ciktig1 goriilmiistiir. C49’un ambalaj {izerindeki “Vitaminli siit” ve “Kalsiyum yaziyor” ifadelerini
okumast {izerine (C39’un “Nereden 6grendin?” ve C19’un “Annen mi 6gretti?” sorularini yoneltmesi
dikkat cekmektedir. C49’un “Dedem 0Ogretti” yaniti, bilginin yetiskin bir kaynaga dayandirildigini;
C19’un “Vay, C49 cok havali” szl ise bu bilginin akranlar arasinda sosyal deger kazandigim
gostermektedir.

Bu bulgular, ¢ocuklarin beslenme saatlerini yetigkin diinyasina ait kurallari, degerleri ve
konusmalar1 yeniden iirettikleri; aile liyelerini ve 6gretmenleri sosyal yasami diizenleyen, bilgi veren
ve giiven saglayan kisiler olarak konumlandirdiklart bir etkilesim alan1 olarak kullandiklarini ortaya
koymaktadir.

Tema 5. Sosyal Miizakere

Sosyal Miizakere temasi1 kapsaminda elde edilen bulgular, ¢ocuklarin beslenme saatlerini
sosyal iliskileri miizakere ettikleri, ¢atismalar1 goriiniir héle getirdikleri ve uzlasma yollarn
gelistirdikleri yogun bir etkilesim alani olarak kullandiklarmi gdstermektedir. Cocuklar bu siiregte
dislanma, paylagma, karar alma ve sinir koyma gibi sosyal durumlar sozli etkilesim yoluyla
diizenlemislerdir.
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Kiisliik ve barigsma oriintiileri 6zellikle yakinlik ve birlikte zaman gegirme beklentileri
tizerinden ortaya ¢ikmustir. C72’nin ¢C9’a “Benimle oturmuyorsun” bigimindeki sitemi, C9’un
“Kiismedim” yaniti ve ardindan “Yarin sen gelirsin” Onerisiyle yatistirilmig; C72’nin “O zaman
iiclimiiz oturalim” teklifiyle barisma ortak bir karara doniistiiriilmiistiir. Bu siireg, cocuklarin
duygusal gerilimlerini agik¢a dile getirdiklerini ve iligkilerini silirdirmek amaciyla ¢6ziim
iirettiklerini ortaya koymaktadir.

Paylasma ve yardimlasma davraniglari, ¢atigmalar1 onleyen ve sosyal baglar1 giiclendiren
stratejiler olarak one c¢ikmustir. C88’in C41’e “Istersen benim kekimden alabilirsin” ve C33’iin
“Istersen benimkilerden sen de yiyebilirsin” demesi, goniillii paylasmanin dogal bir ¢ziim olarak
sunuldugunu; C46’nin “Eve gidip oyuncaklarimi1 almam gerekiyor” soziine C6’nin “C46, ben sana
oyuncaklarimi verebilirim” bigiminde karsilik vermesi de paylasmanin kendiliginden ortaya ¢iktigini
gostermektedir.

Birlikte karar alma ve sorun ¢dzme alt temas1 kapsaminda ¢ocuklar, yasanan gerilimleri
konusarak miizakere etmis ve ortak ¢oziimler gelistirmislerdir. C77 nin bir arkadasina ait yiyecegi
izin almadan almasinin ardindan “Yarmn da sen onun getirdiklerini yersin” bi¢iminde bir karara
varilmasi, uzlagsmanin karsilikli beklentiler tizerinden kurulduguna isaret etmektedir.

Sinir koyma alt temast ise cocuklarin kendi tercihlerini dile getirerek sosyal etkilesimde etkin
bir 6zne olduklarin1 géstermektedir. C33’in “Artik yemek istemiyorum, acikmadim” ve C41’in “Ben
bunu sevmiyorum” ifadeleri, bireysel tercihlere dayali sinirlarin agik bigimde dile getirildigini ortaya
koymaktadir. C59’un sevmedigi bir yiyecegi gerekcesini aciklayarak reddetmesi ve 6gretmenin bu
istegi kabul etmesi, sinirlarin sosyal etkilesim i¢inde miizakere edilerek tanindigini gostermektedir.

Bu bulgular birlikte degerlendirildiginde ¢ocuklarin beslenme saatlerini yalnizca giinliik bir
rutin olarak degil, sosyal iliskileri diizenledikleri, duygusal gerilimleri yonettikleri ve uzlagsma yollar
gelistirdikleri dinamik bir etkilesim alani olarak kullandiklar1 goriilmektedir. Cocuklar bu siirecte
hem kendi ihtiya¢ ve duygularini ifade etmekte hem de akranlariyla birlikte yasamaya iligkin sosyal
becerilerini etkin bicimde sergilemektedirler.

Tema 6. Planlama ve Ongorii

Planlama ve Ongorii temasi, gocuklarin beslenme saatlerinde gelecege yénelik diisiincelerini
nasil yapilandirdiklarint ve planlama ile Ongorii becerilerini akran etkilesimi iginde nasil
kullandiklarini ortaya koymaktadir.

Gelecege yonelik planlama alt temas1 kapsaminda ¢ocuklar, yakin gelecekte gerceklesmesini
bekledikleri etkinliklere iligkin planlarin1 ve beklentilerini dile getirmislerdir. C71’in “Hava giizel
oldugu i¢in hafta sonu piknige gidecegiz” ifadesiyle baglayan konusma, C39’un “Biz de babam,
annem ve kardesimle gidecegiz” ve C71’in “Biz de ailecek gidecegiz” sozleriyle siirmiis; planlarin
aile baglaminda olusturuldugu goriilmiistiir. C35’in “Piknikte ¢ok kalabalik oluyoruz” ifadesi
gelecekteki bir duruma iligkin 6ngoriiyli yansitmaktadir. C14’iin “Babam bizi gegen hafta sonu
gbtiirmistii” sozl ise gegmis deneyimlerin gelecege yonelik planlar1 anlamlandirmak amaciyla
kullanildigini gostermektedir.

Ortak etkinlik planlama alt temasi, ¢ocuklarin birlikte yapacaklari etkinlikleri konusarak
diizenlediklerini ve planlarim1 karsilikli miizakere yoluyla sekillendirdiklerini gdstermektedir.
C57’nin “Beraber yapariz” ifadesine C86’nin “Dedemin koydeki tarlasinda” onerisiyle karsilik
vermesi ve C57’nin “Olur, o zaman oraya gideriz” demesi, mekanin ve etkinligin birlikte
belirlendigini ortaya koymaktadir. Dijital ortamdaki planlamalarda C2’nin “Aksam PUBG’de
bulusalim” ¢agris1 ve C83’iin buna verdigi yanit, ortak etkinliklerin sanal ortamlarda da planlandigim
gostermektedir. C55’in “Kéagittan telefon yapalim” Onerisinin “Babamiz kizar m1?” gibi olasi
sonuglar iizerinden tartigilmasi, g¢ocuklarin plan yaparken sonuglari da o6ngdrdiiklerini ortaya
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koymaktadir. Oyuncak giinleri ve ev ziyaretlerine iliskin konusmalarda da karsilikli kosullarin
belirlendigi ve planlarin buna gore yeniden diizenlendigi goriilmiistiir.

Olasilik ve tahmin alt temasi kapsaminda ¢ocuklar heniiz ger¢eklesmemis durumlara iligkin
cikarimlarda bulunmus ve belirsizlikleri “bence”, “belki” ve “acaba” gibi ifadeler araciligiyla
miizakere etmislerdir. C18’in “Sampiyon kim olacak sizce?” sorusuna C15’in “Galatasaray olur” ve
C63’in “Bence Fenerbahge olacak” yanitimi vermesi, farkli olasiliklarin  savunuldugunu
gostermektedir. Yaklagsan bir geziye iliskin C40’m “Acaba 6gretmenimiz bizi nereye gotiirecek?”
sorusu etrafinda C42’nin “Bence miize gibi bir yere gidecegiz”, C71’in “Belki biiyiik bir yer olur”
ve C75’in “Kemikler vardir belki” ifadelerini kullanmasi, varsayimlarin birlikte olusturuldugunu
ortaya koymaktadir. C8’in “Orayi inceleriz”, C42’nin “Oyunlar oynariz” ve C29’un “Pamuk seker
yeriz bence” sozleri ise tahminlerin hayal giiciiyle desteklendigini gostermektedir. C48’in “Annem
kizabilir” ifadesi de yetiskinlerin verebilecegi tepkilere iliskin Ongdriilerin konusmalara dahil
edildigini ortaya koymaktadir.

Bu bulgular, ¢cocuklarin beslenme saatlerini gelecege iliskin planlar yaptiklari, olasi durumlar
iirettikleri ve zaman, mekan ve sonuglar1 akranlariyla birlikte degerlendirdikleri bilissel agidan
zengin bir etkilesim alani olarak kullandiklarini géstermektedir.

Tema 7. Giindelik Anlatilar

Giindelik Anlatilar temasi, g¢ocuklarin beslenme saatlerinde smif ig¢inde ve disinda
gerceklesen olaylart aktardiklarini, bu olaylar1 birlikte yorumladiklarini ve paylasilan bilgiler
iizerinden sosyal ¢ikarimlarda bulunduklarini gostermektedir.

Baskalar1 hakkinda konugma alt temasi kapsaminda ¢ocuklar, bulunduklar1 ortamin disindaki
kisilerle ilgili olaylar1 ayrintilandirarak paylasmiglardir. C64’tin “Yan simiftaki bir kiz yaralanmist1”
ifadesiyle baslayan anlati, C47°nin “Agliyordu” ve C22’nin “Diismiis, dizi kantyordu” so6zleriyle
tamamlanmistir. C70’in “Cok mu kaniyordu?” sorusu ve C22’nin buna verdigi yanit, olayin akranlar
arasinda yeniden kuruldugunu gostermektedir. C15’in “Annesi geldi mi?” sorusu ve C9’un “Annesi
geldi, arabayla gittiler” agiklamasi, yetiskin miidahalesinin de anlatiya dahil edildigini ortaya
koymaktadir. “Hastaneye gotiirmiislerdir belki” gibi ifadeler ise ¢ocuklarin olayin olast sonuglar
hakkinda ¢ikarimda bulunduklarina isaret etmektedir.

Olay anlatimi alt temasi, ¢ocuklarin yasadiklar1 veya gozlemledikleri durumlar1 sirali ve
betimleyici bigimde aktardiklari konusmalarda ortaya ¢ikmistir. “Yan siniftaki bir kiz yaralanmigt1”
anlatisinin “Agliyordu”, “Dizi kaniyordu” ve “Annesi geldi” gibi ifadelerle ayrintilandirilmasi,
olaylarin neden-sonug iliskisi i¢inde anlatildigin1 gostermektedir. Kisisel deneyimler de bu anlatilara
dahil edilmistir. C85’in “Benim de kolum kirilmist’” sozii, C49’un “Ogretmenin kolu kirildr”
gbzlemiyle iliskilendirilmis; C3’iin “Acir tabii” yorumu ise empatik bir degerlendirme sunmustur.
Bunun yani sira “Bu koku ne?”, “Tuvaletten geliyor galiba” ve “Kekimin i¢inden ¢ikolata ¢ikt1” gibi
ifadeler, kiigiik ve anlik durumlarin da konusma konusu olabildigini géstermektedir.

Sosyal degerlendirme alt temas1 kapsaminda ¢ocuklar, davranislart karsilastirarak dogru ve
yanlis ayrimi1 yapmis ve kendilerini olumlu sosyal normlar i¢inde konumlandirmiglardir. C21’in
“Diger siiftakiler ¢ok yaramazlarmis” soziine C22°nin “Hep kosup Ogretmenlerini iiziiyorlar”
bigiminde karsilik vermesi, diger sinifa iligkin olumsuz bir grup tanimi olusturmustur. Buna karsilik
C18’in “Biz onlar gibi degiliz” ve C53’iin “Ogretmenimizi iizmiiyoruz” ifadeleri, cocuklarin kendi
gruplarimi olumlu bigimde farklilagtirdiklarini géstermektedir. “Kosarsak diiseriz”, “Dizimiz kanar”
ve “Canimiz acir” gibi ifadeler, bu degerlendirmelerin giivenlige iliskin gerekcelerle desteklendigini
gostermektedir. Ogretmenin davranislar: da bu degerlendirme siirecine dahil edilmistir. C65’in “Acar
mi1 ki?” sorusuna ¢37°nin “Ogretmenimiz bizi seviyor” bigiminde yamit vermesi, dgretmenin
tutumunun ¢ocuklar tarafindan olumlu bicimde yorumlandigini ortaya koymaktadir.
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Bu bulgular, ¢ocuklarin beslenme saatlerini yalnizca kisisel deneyimlerini paylastiklar1 bir
zaman dilimi olarak degil; sosyal c¢evrelerinde gerceklesen olaylari birlikte anlamlandirdiklari,
gozlemlerini aktardiklari ve sosyal normlara iliskin degerlendirmeler yaptiklar: bir etkilesim alani
olarak kullandiklarini géstermektedir.

Tema 8. Mizah

Mizah temasi, ¢ocuklarin beslenme saatlerinde dili yaratici, esnek ve oyunbaz bigimde
kullanarak mizah iirettiklerini ve bu yolla sosyal etkilesimi siirdiirdiiklerini gostermektedir.

Kelime oyunlar1 alt temasi kapsaminda g¢ocuklar, sozciiklerin anlamlariyla oynayarak,
benzetmelerden, bilingli yanlis anlamalardan ve anlam kaydirmalarindan yararlanarak mizah
iretmislerdir. “Senin beynin domates”, “Senin beynin seftali” ve “Senin kafan maydanoz” gibi
ifadeler, yiyecek adlarinin mecazli bicimde kullanilmasiyla giiliismelere neden olmustur. C48’in
“Keloglan kel” soziine C23’in “Bizim adimiz sagli oglan mi?” bigiminde kargilik vermesi,
sozciiklerin mantiksal yapisinin mizah yoluyla sorgulandigini gostermektedir. C52’nin “Portakal ve
mandalina kardesler” ifadesinin 50 tarafindan ger¢ek anlamiyla yorumlanmasi kisa siireli bir yanlis
anlagilmaya, ardindan da agiklamaya yol a¢mugtir. C33’lin “Hello” sozciigiinii tekrar tekrar
kullanmasi, yabanci dil bilgisinin de mizahi bir unsura doniistiiriildiigiinii gostermektedir. Bu
konusmalarin ardindan “Saka yaptim” ifadelerinin kullanilmasi ise mizahin ¢ocuklar tarafindan
sosyal olarak diizenlendigini ortaya koymaktadir.

Ses oyunlar1 alt temasi, ¢ocuklarin konusma bigimlerini bilingli olarak degistirerek sesi bir
mizah kaynagina doniistiirdiikleri etkilesimleri kapsamaktadir. C83’iin “Agzimizda su varken
konusalim” 6nerisiyle baslayan oyunda, 32, C60 ve C44 agizlarinda su varken konusmaya calismas;
ortaya c¢ikan bozuk sesler giilismelere yol agmistir. Bu 6rnekler, ¢ocuklarin dili yalnizca anlam
aktarmak amaciyla degil, ses ve ritim araciligiyla eglenmek i¢in de kullandiklarina isaret etmektedir.

Sakalasma ve ortak giilme alt temasi, cocuklarin giindelik konusmalar1 sakaya
doniistirmeleri ve bu sakalar etrafinda Dbirlikte giilmeleriyle belirginlesmistir. C10’un
“Ayakkabilarimizi ¢ikaralim, 55 bin begeni gelir” s6ziine C60 ve C19’un verdikleri tepkiler, sakanin
grup icinde hizla paylasildigini gostermektedir. C60’m “Bebekler yakisikli” ifadesinin “Bebegin
saclari yok” ve “Benim babamin da saglar1 yok™ sozleriyle siirdiiriilmesi, mizahin kisisel
deneyimlerle iligkilendirilerek devam ettirildigini ortaya koymaktadir. C79’un “Siitiimii kenara koy”
uyarisinin ardindan C87, C74 ve C2’nin siit dokme deneyimlerini anlatmalari, konusmanin ortak bir
giilme anina doniismesini saglamistir. Bu o6rnekler, mizahin grup i¢inde bag kurma ve rahatlama
islevi tasidiginmi gostermektedir.

Harekete dayali mizah alt temasi, ¢ocuklarin giindelik davraniglari bilingli bigimde tersine
cevirerek durumu eglenceli hale getirdikleri 6rneklerde ortaya ¢ikmistir. C80’in “Ekmegi ters
yiyorum” ifadesi ve C67’nin buna verdigi karsilik, siradan bir yeme davranigmin mizahi bir
deneyime doniistiiriildiigiinii gostermektedir. C80’in bu davranist bilingli olarak siirdiirmesi,
cocuklarin bedensel hareketler yoluyla normlar1 esnettiklerini ve giinliik rutinleri oyunlastirdiklarin
ortaya koymaktadir.

Bu bulgular, ¢cocuklarin beslenme saatlerini yalnizca konugma zamani olarak degil; dil, ses
ve beden yoluyla mizah {rettikleri, ortak giilme anlar1 olusturduklar1 ve sosyal baglari
giiclendirdikleri zengin bir etkilesim ortami olarak kullandiklarin1 gostermektedir.

Tartiyma ve Sonu¢

Kurgu ve Medya Kaynakli Anlatilar temasi altinda elde edilen bulgular, beslenme saatlerinin
cocuklar agisindan yalnizca fiziksel bir rutin olmadigini; hayal giicii, dijital medya igerikleri ve akran
etkilesiminin i¢ ice gegtigi hibrit bir sosyal alan olarak islev gordiigiinii ortaya koymaktadir. Bu
sonug, c¢ocuklarm giinliik rutinleri akran kdltiiriinii drettikleri anlamlandirma alanlarina
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doniistiirdiiklerini gosteren calismalarla ortiismektedir (Barnes vd., 2020; Willemsen vd., 2023). Bu
yOniiyle beslenme saatleri, cocuklarin hem yetiskin diinyasindan hem de dijital medyadan edindikleri
icerikleri birlikte ele aldiklar1 ve yeniden yapilandirdiklar: bir tiir “gecis alan1”na doniismektedir
(Corsaro ve Everitt, 2023; Marsh, 2014).

Canavarlar, korkutucu videolar ve siddet sahneleri etrafinda sekillenen anlatilar, gocuklarin
bu igerikleri pasif bicimde tiiketmediklerini; aksine kendi meraklari, kaygilar1 ve ilgi alanlar
dogrultusunda yeniden diizenlediklerini gostermektedir (Alcock, 2007). Korkuya iliskin temalarin
akran kiiltiirii iginde yeniden cercevelenmesi, cocuklara bir yandan kontrol duygusu kazandirirken
diger yandan grup i¢i dayanmismay1 giiclendirmektedir (Corsaro ve Everitt, 2023). Beslenme
saatlerinde ortaya ¢ikan korku senaryolari, ¢ocuklar agisindan duygulart diizenlemenin bir yolu
olarak da islev gdrmektedir. Canavarlar ve korkutucu videolar etrafinda olusturulan anlatilar,
korkunun bireysel bir duygu olarak kalmasi yerine sosyal etkilesim iginde paylagilmasina ve yeniden
yorumlanmasina olanak tanimaktadir (Fiese vd., 2006). Alanyazinda korku igerikli anlatilarin
duygusal yogunlugu azalttig1 ve gocuklarin kontrol duygusunu giiclendirdigi belirtilmektedir (Harris,
2000; Muris ve Field, 2010). Bu tiir anlatilar, ¢ocuklarin “simdi ve burada’nin disina ¢ikarak
kurgusal ve varsayimsal diinyalar iizerine konugmalarini sagladigindan baglamdan bagimsiz dil
becerilerini de desteklemektedir (Snow ve Beals, 2006). Korku senaryolarinin mizah ve abartiyla
sikca i¢ ice gegmesi ise grup biitiinliigiinii gliclendirmekte ve korkunun sosyal bag kurma islevini
daha goriiniir hale getirmektedir (Alcock, 2007; Harris, 2000).

Bu siirecte dikkat ¢eken bir diger nokta, cocuklarin anlatilar1 sirasinda gercek ile kurgu
arasindaki sinirlari etkin bigimde miizakere etmeleridir. “Gergek degil” ya da “Videoda vardi” gibi
ifadeler, ¢ocuklarin bilginin kaynagini sorguladiklarini ve anlatilarin gegerliligini akran etkilesimi
icinde degerlendirdiklerini géstermektedir. Bu durum, ¢ocuklarin baskalarinin bilgi ve inanglarini
sinarken zihin kurami becerilerinden yararlandiklarina isaret etmektedir (O’Neill vd., 2009).
Wellman ve Woolley’nin (1990) vurguladigr gibi, gergeklik ile hayal arasindaki ayrimin sosyal
etkilesim iginde tartisilmasi biligsel gelisimin dnemli gdstergelerinden biridir. Dijital medya ile
gercek yasam arasindaki sinirlarin konusulmasi da ¢ocuklarin paylasilan bilgileri elestirel bi¢cimde
degerlendirdiklerini ve akranlariyla birlikte sorguladiklarini gostermektedir. Bu bulgu, dijital ¢cagda
yetigen cocuklarin medya igeriklerini kii¢iik yaslardan itibaren sorgulayabildiklerini ve bu igeriklerin
gerceklikle iligkisini tartigsabildiklerini gdsteren caligmalarla ortiismektedir (Livingstone vd., 2018).

Beslenme saatlerinde dijital iceriklerden ve popiiler kiiltiir figiirlerinden sik¢a s6z edilmesi,
bu unsurlarin akran gruplar i¢inde ortak bagvuru noktalar1 olarak kullanildigimi géstermektedir.
Cizgi film karakterleri ve taninmis medya figiirleri, cocuklar arasindaki iletigimi baslatan ve siirdiiren
giiclii araglar olarak islev gormektedir (O’Neill vd., 2009). Marsh’a (2014) gore bu tiir figiirler,
cocuklar arasinda paylasilan bir kiiltiirel sermaye olusturmakta ve sosyal yakinligin kurulmasini
kolaylastirmaktadir. Bu baglamda beslenme saatleri, ¢ocuklarin dijital igerikleri yalnizca
tilketmedikleri; ayn1 zamanda birbirlerine aktardiklar1 ve bu paylagimlar yoluyla grup tiyeligini
miizakere ettikleri bir paylasim alanina doniismektedir. Bu anlatilarda {iyelik kategorilestirme
araclarmin ortiik bigimde isledigi ve ¢ocuklarin akran grubu ic¢indeki konumlarimi goriiniir hale
getirdigi sdylenebilir (Corsaro ve Everitt, 2023; Zadunaisky-Ehrlich ve Blum-Kulka, 2010).

Korku senaryolariyla birlikte ortaya ¢ikan giic ve kahramanlik ifadeleri de ¢ocuklarin sosyal
etkinliklerini goriiniir kilma yollar olarak degerlendirilebilir. Drift yapma, rovesata ¢gekme ya da
siiper kahramanlara gonderme yapma gibi anlatilar, ¢ocuklarin giiglii ve becerikli figiirlerle
Ozdesleserek akran grubu i¢indeki konumlarini pekistirme ¢abalarini yansitmaktadir (Alcock, 2007;
Pereira vd., 2025). Alanyazinda siiper kahraman anlatilarinin ¢ocuklarin tehdit, gii¢c ve kontrol gibi
kavramlar1 yeniden gercevelemelerinde dnemli bir kaynak oldugu belirtilmektedir (Dyson, 1997;
Wohlwend, 2011).
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Kimlik ve Aidiyet temas: altinda elde edilen bulgular, beslenme saatlerinin ¢ocuklarin sosyal
kimliklerini etkin bigimde olusturduklar1 ve miizakere ettikleri 6nemli bir etkilesim baglami
oldugunu gostermektedir. “Bizim suluklarimiz ayn1” ya da “Bizim beslenme kutularimiz ayni” gibi
nesneler iizerinden kurulan benzerlik ifadeleri, ¢ocuklarin akran grubu icindeki aidiyet ve kabul
gorme gereksinimlerini dil aracihigiyla goriiniir kildiklarimi ortaya koymaktadir. Bu ifadeler,
cocuklarin sosyal iliskilerini soyut kavramlar yerine somut nesneler lizerinden yapilandirdiklarini ve
maddi kiiltiirii sosyal bag kurmak amaciyla kullandiklarini gostermektedir (Goodwin, 2006;
Kyratzis, 2004). Alanyazinda bu tiir benzerlik ifadeleri, ¢ocuklarin akranlariyla ortak bir zemin
olusturma ¢abalariyla iliskilendirilmekte ve bu siirecin grup biitlinliigiiniin gelisiminde merkezi bir
rol oynadig1 vurgulanmaktadir (O’Neill vd., 2009; Willemsen vd., 2023).

Cocuklarin beslenme saatlerinde fiziksel oOzellikler, tercihler ve begeniler iizerinden
birbirlerine iligkin olusturduklari karsilikli betimlemeler, sosyal diinyanin nasil anlamlandirildigina
dair 6nemli ipuglar1 sunmaktadir. Goz rengi, dig goriiniis, sevilen renkler ya da yiyecekler iizerinden
gerceklesen bu konusmalar, ¢ocuklarin hem kendilerini hem de akranlarini siniflandirarak iligkisel
konumlarini siirekli bi¢imde yeniden olusturduklarini gostermektedir. Goodwin’e (2006) gore
cocuklar bedenleri, goriinimleri ve tercihleri iizerinden sosyal kategoriler olusturmakta ve grup
icindeki yerlerini bu kategoriler araciligiyla miizakere etmektedirler. Bu siiregte “biz” ve “onlar” gibi
ayrimlar dil yoluyla kurulmakta; cocuklar {iyelik kategorilestirme araglarimi kullanarak grup
stnirlarini ve hiyerarsileri goriiniir hale getirmektedirler (Zadunaisky-Ehrlich ve Blum-Kulka, 2010).
“Biz Tirkiiz” ya da “Biz onlar gibi degiliz” gibi ifadeler, erken cocukluk déneminde kolektif
kimligin sembolik sinirlar ve karsitliklar {izerinden olusturuldugunu goéstermekte; kimligin sabit bir
ozellikten ziyade etkilesim iginde sekillenen bir siire¢ olduguna isaret etmektedir (Barrett, 2013;
Billig, 1995).

Bulgular ayrica ¢ocuklarin sosyal karsilastirma ve meydan okuma i¢eren konusmalar yoluyla
akran grubu i¢indeki goriiniirliik, statii ve gii¢ iliskilerini miizakere ettiklerini gdstermektedir.
“Benimki daha biiyiik” ya da “Benimki daha ¢ok” gibi ifadeler, gocuklarin kendilerini bagkalariyla
karsilagtirarak sosyal deger olusturma gabalarmin dilsel gdostergeleri olarak yorumlanabilir
(Pellegrini, 2009; Thorne, 2024). Yetiskin yonlendirmesinin daha sinirli oldugu beslenme saatlerinde
bu tir ifadelerin yogunlagsmasi, gocuklarin sosyal etkinliklerini daha serbest bi¢cimde ortaya
koyabildiklerini ve iliskilerini dil araciligiyla diizenleyebildiklerini géstermektedir (Alcock, 2007;
Willemsen vd., 2023). Thorne’un (2024) vurguladigi gibi, meydan okumaya dayali bu tiir
konusmalar ¢ogu zaman dogrudan ¢atisma iliretmekten ¢ok grup iginde taninma ve sosyal goriiniirlik
elde etme islevi gormektedir.

Genel olarak bu tema altinda elde edilen bulgular, beslenme saatlerinin ¢ocuklarin yalnizca
birlikte zaman gegirdikleri rutin zaman dilimleri olmadigini; aidiyetin kuruldugu, sosyal konumlarin
sinandigr ve akran kiiltiiriiniin etkin bi¢imde tretildigi doniistiiriicii sosyal pratikler oldugunu
gostermektedir. Bu pratikler, ¢cocuklarin kimligi sabit bir 6zellik olarak degil, etkilesim yoluyla
stirekli yeniden olusturulan bir siire¢ olarak deneyimlediklerini ortaya koymaktadir (Corsaro ve
Everitt, 2023; Goodwin, 2006). Bu bulgu, egitimciler agisindan beslenme saatleri gibi giinliik
rutinlerin ¢ocuklarin sosyal biitiinlesme diizeyleri, gii¢ iliskileri ve gelisimsel ilerlemeleri hakkinda
onemli pedagojik ipuclart sundugunu gostermektedir (Jennings vd., 2012; Pereira vd., 2025).

Duygusal ifade temasi altinda elde edilen bulgular, beslenme saatlerinin ¢ocuklarin korku ve
sevgi gibi duygularimi agik¢a dile getirdikleri ve bu duygularin akran etkilesimi i¢inde ortaklaga
diizenlendigi 6nemli bir sosyal baglam oldugunu gostermektedir. “Cok korktum” ya da “Orada
palyaco var” gibi ifadeler, korkunun bireysel bir deneyim olmaktan ¢ikarak grup i¢inde paylasilan
ve sosyal olarak olusturulan bir anlatiya doniistiiglinii ortaya koymaktadir. Duygularin bu sekilde
s0ze dokiilmesi, ¢ocuklarin duygusal deneyimlerini sosyal bir baglam i¢inde diizenlemelerine olanak
tantyan bir duygu sosyallesmesi siireci olarak degerlendirilebilir (Denham vd., 2003; Saarni, 1999).
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Bu tiir konusmalar, ¢ocuklarin korkuyu goriiniir hale getirme, {izerinde kontrol kurma ve akranlarryla
ortak bir duygusal zemin olusturma g¢abalariyla ortiismektedir (O’Neill vd., 2009; Snow ve Beals,
2006; Willemsen vd., 2023).

Beslenme saatlerinde ortaya ¢ikan korku anlatilarinin yani sira cesaret ve giicli vurgulayan
ifadeler de dikkat ¢ekmektedir. “Ben korkmuyorum” ya da “Ben bundan 100 tane i¢erim” gibi
ifadeler, ¢ocuklarin korkuya direnme, dayaniklilik gésterme ve akran grubu i¢inde kendilerini giiclii
konumlandirma isteklerini yansitmaktadir. Alanyazinda bu tiir cesaret gosterileri, cocuklarin sosyal
ortamlarda kirilganlik yerine yeterliklerini sergilemelerine olanak taniyan stratejik kimlik sunumlari
olarak ele alinmaktadir (Goffman, 2023). Bu ifadelerin beslenme saatleri gibi giinliik rutinler iginde
ortaya ¢ikmasi, ¢ocuklarin bu ortamlar1 yalnizca duygularini paylasmak icin degil; ayn1 zamanda
kendilerini sinadiklari, baskalarina meydan okuduklar1 ve sosyal etkinliklerini goriiniir kildiklar:
etkilesim alanlar1 olarak kullandiklarin1 géstermektedir (Alcock, 2007; Wiggins vd., 2024).

Yetigkin Norm ve Referanslari temasi altinda elde edilen bulgular, beslenme saatlerinin
aileye ve yetiskin diinyasina iligkin konusmalarin akran etkilesimi i¢inde yeniden dolasima girdigi
hibrit bir sosyal alan oldugunu ortaya koymaktadir. “Annem koydu” ya da “Babam aldi” gibi
ebeveyn referanslari, ¢ocuklarin yetiskinleri bilgi, karar verme ve otoritenin temel kaynagi olarak
konumlandirdiklarin1 géstermektedir. Bu durum, beslenme saatlerinin ev ve okul deneyimlerinin
kesistigi bir baglam sunduguna isaret etmektedir. Nitekim Barnes vd. (2020), Head Start siniflarinda
yiiriittiikleri ¢aligmada beslenme etkilesimlerinin yonetsel, sosyal ve akademik konusmalarin i¢ ice
gectigi; ev ve okul uygulamalarinin ayni anda dolagima girdigi hibrit bir yapi olusturdugunu
gostermistir.

Cocuklarin beslenme saatlerinde yetiskinlere ait kurallart ve uyarilar1 akran etkilesimini
diizenlemek amaciyla kullanmalar1 da dikkat gekicidir. “Ogretmen kizar” ya da “Onu igme” gibi
ifadeler, cocuklarin yetiskin otoritesini yalnizca hatirlamakla kalmadiklarini, akran iliskilerini
yénlendirmek icin stratejik bigimde kullandiklarini gostermektedir. Benzer bigimde “Israf kétiidiir”
ya da “Bu dogru degil” gibi ahlaki ifadeler, cocuklarin yetiskinlerden &grendikleri degerleri
davraniglart degerlendirmede bir 6lgiit olarak kullandiklarini ortaya koymaktadir. Ancak bu siireg
yetigkin konugmalarinin pasif bicimde tekrarlanmasi anlamina gelmemekte; ¢ocuklarin bu ifadeleri
akran grubu i¢inde tartistiklar1 ve yeniden yorumladiklari yorumlayici bir yeniden iiretim siirecine
isaret etmektedir (Alcock, 2007).

Bulgular ayrica beslenme saatlerindeki konusmalarin agiklayict anlatimlarin {iretilmesi
acgisindan giiglii bir baglam sundugunu gdstermektedir. Beals (1993), aile yemekleri sirasinda
cocuklarin neden-sonug iligkileri, niyet a¢iklamalar1 ve betimlemeler i¢eren konusmalari sistematik
bicimde tirettiklerini ve bu konusmalar araciligiyla giindelik olaylardan daha soyut ahlaki kavramlara
yoneldiklerini ortaya koymustur. Benzer bigimde Snow ve Beals (2006), beslenme etkilesimlerinin
¢ocuklara anlati olusturma, agiklama yapma ve “simdi ve burada”nin &tesine gecen diisiinme
bigimleri gelistirme konusunda diizenli firsatlar sundugunu vurgulamaktadir. Bu yoniiyle beslenme
saatleri, cocuklarin yalnizca deneyimlerini paylastiklar1 degil; bu deneyimleri yorumladiklar1 ve
gerekcelendirdikleri bir konugma alani olarak degerlendirilebilir.

Genel olarak bu tema altinda elde edilen bulgular, yetiskin otoritesine yapilan gondermelerin
cocuklarin anlatilarinda merkezi bir yer tuttugunu; ancak bu otoritenin akran etkilesiminde sabit ve
tek yonlii bir giic kaynagi olarak islemedigini gostermektedir. Aksine yetiskin otoritesi, ¢ocuklarin
ifadelerine mesruiyet kazandirmak amaciyla kullandiklari esnek ve stratejik bir bagvuru noktasi islevi
gormektedir (Zadunaisky-Ehrlich ve Blum-Kulka, 2010). Bu baglamda beslenme saatleri, cocuklarin
sosyal ve ahlaki normlar1 yalnizca igsellestirmedikleri; ayn1 zamanda bu normlar1 akran kiiltiirii
icinde tartigtiklari, yorumladiklari ve yeniden iirettikleri doniistiiriicii bir 6grenme ortami olarak
degerlendirilebilir (Snow ve Beals, 2006; Willemsen vd., 2023). Willemsen vd.’nin (2023) derleme
bulgular1 da beslenme etkilesimlerinin erken ¢ocukluk déneminde sosyal normlarin aktarilmasi,
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katilimin desteklenmesi ve giinliik rutinlerin 6grenilmesi agisindan kritik bir baglam sundugunu
gostermektedir.

Sosyal Miizakere temasi altinda elde edilen bulgular, beslenme saatlerinin ¢ocuklar
acisindan sosyal miizakerenin, iliskileri onarmanin ve uzlagma tiretmenin dogal bicimde ortaya
ciktigi onemli etkilesim baglamlari oldugunu gostermektedir. “Benimle oturmuyorsun” ya da
“Kiismedim” gibi ifadeler, ¢ocuklarin iligkilerde yasanan gerilimleri dogrudan dile getirdiklerini; bu
iligkileri agiklamaya, yatistirmaya ve siirdiirmeye yonelik konusmalar gelistirdiklerini ortaya
koymaktadir. Bu durum, ¢ocuklarin sosyal iliskileri yalnizca yasamadiklarini, ayni zamanda dil
araciligryla etkin bigimde diizenlediklerini gostermektedir. Beslenme etkilesimlerini inceleyen
etnometodolojik ve konusma analizi ¢caligmalarinda da bu tiir ortamlarda ortaya ¢ikan onarim ve
uzlasma pratiklerinin etkilesimsel dengeyi yeniden saglayan tipik mekanizmalar oldugu
belirtilmektedir (van der Heijden ve Wiggins, 2025).

Beslenme saatlerinde paylagsma ve yardimlagma ifadeleri yoluyla is birliginin kurulmasi da
dikkat cekicidir. “Istersen benimkinden alabilirsin” gibi 6neriler, akran grubu iginde birliktelik
duygusunun dil araciligiyla olusturuldugunu gostermektedir (Alcock, 2007; McNamara ve
Humphry, 2008). Bu bulgu, beslenme saatlerini kiiltiirel bir pratik olarak ele alan ve atistirma ile
yemek baglamlarinda normlarin, rollerin ve aidiyetin giinliik etkilesimler i¢inde iiretildigini gosteren
etnografik calismalarla ortiismektedir (Sieber Egger vd., 2021). Benzer sekilde “Yarin sen gelirsin”
ya da “O zaman li¢limiiz oturalim” gibi ifadeler, ¢ocuklarin ¢atigmalari tek tarafli ¢oziimlerle degil
miizakere yoluyla diizenlediklerini ve ortak kararlar iiretebildiklerini gostermektedir. Yetiskin
miidahalesinin sinirlt oldugu durumlarda dahi ¢cocuklarin sosyal etkinlik ve 6z diizenleme becerileri
sergilemeleri, beslenme saatlerinin sosyal 6grenme agisindan 6nemli firsatlar sundugunu ortaya
koymaktadir. Cocuklarin birlikte karar alma ve sorun ¢dzme siireglerine katilmalari, bu ortamlarin
akran etkilesiminde sorumluluk paylasimi ve karsilikli diizenleme agisindan elverisli oldugunu da
gostermektedir (Pereira vd., 2025; Willemsen vd., 2023). Beslenme etkilesimlerini video verileriyle
inceleyen calismalar, cocuklarin yemek yemenin yaninda ayni anda farkl etkinliklere katildiklarini;
davet etme, dahil etme, dislama ve is birligi gibi uygulamalarin bu siiregte goriiniir hale geldigini
ortaya koymaktadir (Wiggins vd., 2024).

Bulgular, sinir koyma ve direng ifadelerinin de beslenme saatlerinde 6nemli bir yer tuttugunu
gostermektedir. “Istemiyorum” ya da “Sevmiyorum” gibi ifadeler, ¢ocuklarm tercihlerini ve
bedensel-duygusal ozerkliklerini acik bi¢imde dile getirebildiklerini ortaya koymaktadir.
Alanyazinda bu tiir stnir koyma uygulamalari, ¢gocuklarin kurumsal zaman ile 6znel zaman arasinda
denge kurma gabalar1 olarak yorumlanmaktadir (Hjelt vd., 2024). Giincel ¢alismalar, beslenme
baglamindaki bu direng bi¢imlerinin yalnizca bireysel tercihlerle sinirli olmadigini; sosyal diizen ve
iligkisel dinamikler icinde orgiitlenen etkilesim uygulamalar1 oldugunu da gostermektedir (Wiggins
vd., 2024). Bu acidan beslenme saatleri, ¢ocuklarin kurallar1 pasif bigimde kabul etmedikleri; sosyal
normlar1 akran etkilesimi icinde tartistiklari, gerekcelendirdikleri ve yeniden iirettikleri “ikili bir
firsat alam1” sunmaktadir (Zadunaisky-Ehrlich ve Blum-Kulka, 2010). Smif i¢i beslenme
konugmalarini inceleyen ¢alismalar da sosyal ve kisisel konusmalarin diizenleyici ifadelerle bir arada
bulundugunu ve bunun ¢atigma ile uzlasmanin miizakere edilmesi i¢in dogal bir zemin olusturdugunu
gostermektedir (Barnes vd., 2020).

Genel olarak bu tema altinda elde edilen bulgular, beslenme saatlerinin g¢ocuklarin
catismalar1 yonetme, uzlagsma liretme ve hem kendi smirlarin1 hem de bagkalarinin sinirlarini tanima
becerilerini gelistirdikleri zengin bir sosyal 6grenme baglami sundugunu gostermektedir. Bu yoniiyle
beslenme saatleri yalnizca bakim rutinleri olarak degil, ¢ocuklarin sosyal yeterliklerinin gériiniir hale
geldigi ve akran kiiltiiriniin etkin bi¢imde olusturuldugu dondstiiriicli etkilesim anlart olarak ele
almmalidir (Alcock, 2007; Hjelt vd., 2024; Kultti, 2014).
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Planlama ve Ongorii temas: altinda elde edilen bulgular, beslenme saatlerinin ¢ocuklarda
planlama ve gelecege yonelik diisinmenin dogal bigimde ortaya c¢iktig1 biligssel ve sosyal agidan
zengin bir etkilesim baglami sundugunu gostermektedir. “Yarin”, “hafta sonu” ve “sonra” gibi zaman
belirtegleriyle  yapilandirilan  konusmalar, c¢ocuklarin  yalmizca giindelik  beklentilerini
paylagmadiklarini; zaman kavramini akran etkilesimi icinde olusturduklarini da ortaya koymaktadir.
Bu tiir konugmalar, ¢ocuklarin “simdi ve burada”nin disina ¢ikarak baglamdan bagimsiz konusmaya
yoneldiklerini gostermekte ve biligsel gelisimin onemli gostergelerinden birini olusturmaktadir
(Barnes vd., 2020; Beals, 1997; Snow ve Beals, 2006).

Beslenme saatlerindeki gelecege yonelik konusmalar, gocuklarin yalnizca bireysel planlarini
degil, birlikte gerceklestirecekleri etkinliklere iliskin ortak tasarilarini da dile getirdiklerini
gostermektedir. “Piknige gidecegiz” ya da “Gezi olacak™ gibi ifadeler, cocuklarin akranlariyla ortak
bir gelecek tasarimi olusturduklarini ve bu siirecte grup aidiyetini giiclendirdiklerini ortaya
koymaktadir. Alanyazinda gelecege yonelik bu tiir anlatilar, cocuklarin ortak bir zemin olusturma ve
sosyal baglarin1 giiclendirme cabalariyla iligkilendirilmektedir (O’Neill vd., 2009). Bu agidan
gelecege yonelik planlama, ¢ocuklarin sosyal etkinliklerini ortaya koyduklar1 ve akran kiiltiirtinii
etkin bi¢cimde olusturduklart “ikili bir firsat alan1” olarak kavramsallastirilabilir (Alcock, 2007;
Zadunaisky-Ehrlich ve Blum-Kulka, 2010).

Bulgular ayrica olasilik ve 6ngorii iceren konusmalar yoluyla ¢cocuklarin belirsizlik altinda
diistinme ve varsaymmsal dil kullanma becerileri sergilediklerini gostermektedir. “Belki miizeye
gideriz” gibi ifadeler, ¢cocuklarin tek bir gelecek yerine farkli olasi senaryolar iizerinde diisiinmeye
basladiklarina isaret etmektedir. Olasilik bildiren dilin kullanilmasi, ¢ocuklar1 agiklama wve
gerekcelendirmeye dayali konusmalara yoneltmekte; zamanin yalnizca kronolojik bir sira degil,
sosyal etkilesim i¢inde olusturulan bir siire¢ olarak anlagilmasina katki saglamaktadir (Pereira vd.,
2025; Snow ve Beals, 2006). Bu tiir konusmalar, cocuklarin ilerleyen yillardaki akademik ve sosyal
yasamlarinda gereksinim duyacaklar1 planlama ve ongorii becerilerinin erken gostergeleri olarak
degerlendirilebilir.

Genel olarak bu bulgular, beslenme saatlerinde ortaya ¢ikan gelecege yonelik konusmalarin
cocuklarin bilissel, dilsel ve sosyal yeterliklerinin biitiinlesik bigimde goriiniir oldugu pedagojik
agidan zengin anlar sundugunu gostermektedir. Dogal etkilesim baglamlarinda yiiriitiilen ¢aligmalar,
bu tiir glinlik rutinlerin anlati olusturma, zamani diizenleme ve ortak plan yapma becerilerinin
gelismesi agisindan giicli ortamlar olusturdugunu ortaya koymaktadir (Barnes vd., 2020; Dickinson
ve Porche, 2011). Bu yoniiyle beslenme saatleri yalnizca bakim rutinleri olarak degil; ¢ocuklarin
zaman, olasilik ve ortak eylemi akran etkilesimi i¢inde anlamlandirdiklari donistiiriicii 6grenme
baglamlar1 olarak degerlendirilmelidir (Alcock, 2007; Pereira vd., 2025; Snow ve Beals, 2006).

Giindelik Anlatilar temas1 altinda elde edilen bulgular, beslenme saatlerinin simf igi
etkilesimlerin Gtesine gecen ve daha genis sosyal diinyay1 konugmaya tasiyan 6nemli bir paylasim
baglami sundugunu gostermektedir. “Yan simiftaki bir ¢cocuk” ya da “diger simif” gibi ifadeler
etrafinda sekillenen konusmalar, ¢ocuklarin kendi siniflarinin disindaki kisi ve gruplari anlatilarina
dahil ettiklerini ve sosyal ¢evrelerini birlikte anlamlandirdiklarini ortaya koymaktadir. Bu durum,
cocuklarin akranlarini yalnizca iletisim kurduklar kisiler olarak degil, ayn1 zamanda bilgi kaynagi
ve birlikte yorum yapan kisiler olarak konumlandirdiklarini gostermektedir (O’Neill vd., 2009).

Beslenme saatlerinde paylasilan olay anlatilari, gocuklarin gozlemledikleri ya da yasadiklari
durumlar1 neden-sonug iligkileri i¢inde aktardiklarin1 ve ge¢mis deneyimleri baglamdan bagimsiz
konusma yoluyla yeniden olusturduklarim1 géstermektedir. “Diisti”, “Yaralandi” ve “Agliyordu”
gibi ifadelerle ilerleyen anlatilar, olaylarm sirali, betimleyici ve agiklayici bicimde yapilandirildigini
ortaya koymaktadir. Alanyazinda beslenme saatlerinde ortaya ¢ikan bu tiir anlatilarin, gocuklarin
olaylar1 ayrmtilandirma, betimleme ve anlatiyr birlikte stlirdiirme becerilerini destekledigi
vurgulanmaktadir (Barnes vd., 2020; Beals, 1997; Snow ve Beals, 20006).
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Bu anlatilarin sosyal degerlendirme ve normatif anlam olusturma islevleri tasimasi da dikkat
cekicidir. “Yaramazlar” ve “Biz onlar gibi degiliz” gibi ifadeler, ¢ocuklarin yalmzca olaylan
betimlemediklerini; davranislari karsilastirdiklarini ve bu anlatilar yoluyla grup normlarini ve ahlaki
sinirlart miizakere ettiklerini gdstermektedir. Bu tiir konugmalar, ¢ocuklarin kendilerini olumlu bir
grup kimligi i¢cinde konumlandirmalarina ve “biz” ile “onlar” ayrimin dil yoluyla olusturmalarina
olanak tanimaktadir. Alanyazinda bu tiir anlatilarin sosyal ve ahlaki anlam olusturmanin énemli
araclart oldugu ve ¢ocuklarin normatif degerlendirmelerini etkilesim icinde gelistirdikleri
belirtilmektedir (Alcock, 2007; Aukrust ve Snow, 1998; Willemsen vd., 2023; Zadunaisky-Ehrlich
ve Blum-Kulka, 2010).

Mizah temasi altinda elde edilen bulgular, beslenme saatlerinin ¢ocuklarin yogun bicimde
mizah ve dil oyunlar irettikleri 6nemli bir sosyal etkilesim baglami oldugunu goéstermektedir.
“Senin beynin domates” gibi kelime oyunlariin yani sira ses ve beden iizerinden iiretilen mizah,
cocuklarim dil ve bedeni kullanarak giinliikk rutinlere alisilmadik ve oyunbaz anlamlar
kazandirdiklariniortaya koymaktadir. Bu tiir konusmalar, ¢ocuklarin dili yalnizca bilgi aktarmak ya
da iletisim kurmak icin degil; birlikte eglenmek, rahatlamak ve sosyal baglar kurmak amaciyla da
kullandiklarini géstermektedir (Alcock, 2007).

Beslenme saatlerinde ortaya ¢ikan sakalasma ve ortak giilme anlari, akranlar arasinda ortak
bir zemin olusturmakta ve sosyal yakinlig1 giiclendirmektedir. Alanyazinda ortak giilmenin ¢cocuklar
arasindaki iligkilerin kurulmasinda, grup biitiinligiiniin siirdiiriilmesinde ve etkilesimin devam
ettirilmesinde 6nemli bir rol oynadigi vurgulanmaktadir (O’Neill vd., 2009). Bu baglamda mizah,
cocuklarin akranlartyla birlikte anlam olusturduklar1 ve giindelik etkilesimleri keyifli deneyimlere
donistiirdiikleri sosyal bir kaynak olarak degerlendirilebilir. Yetigkin denetiminin gorece sinirlt
oldugu beslenme saatlerinde mizahin 6ne ¢ikmasi, ¢ocuklarin sosyal smirlari oyun yoluyla
sinamalarina ve akran kiiltliriinii etkin bi¢imde olusturmalarina olanak tanimaktadir. Bu yoniiyle
mizah, ¢ocuklarin normlar esnettikleri, rollerle oynadiklari ve sosyal etkinliklerini goriiniir kildiklar
stratejik bir etkilesim araci islevi gérmektedir (Alcock, 2007; Willemsen vd., 2023). Bu bulgular,
erken ¢ocukluk baglaminda mizahin yalnizca eglenmeyle sinirli olmadigini; sosyal bag kurma,
aidiyet duygusunu giiclendirme ve dilsel yaraticilig1 destekleme agisindan merkezi bir rol oynadigini
gostermektedir (Pereira vd., 2025).

Bu aragtirmanin sonuglari, erken ¢ocukluk doneminde beslenme saatlerinin yalnizca bakim
ve beslenmeyle ilgili rutinler olmadigint; cocuklarin sosyal, duygusal, dilsel ve bilissel yeterliklerini
etkin bigimde ortaya koyduklari ¢ok katmanli bir etkilesim baglami sundugunu gostermektedir.
Cocuklarin korku, mizah, aidiyet, gii¢, planlama ve ahlaki degerlendirme gibi temalar etrafinda
gerceklestirdikleri konugmalar, akran kiiltiiriiniin giindelik etkilesimler i¢cinde nasil olusturuldugunu
ortaya koymaktadir. Bulgular, ¢ocuklarin sosyal iligkileri pasif bicimde yasamadiklarini; bu iligkileri
dil araciligiyla etkin bigimde miizakere ettiklerini, yeniden diizenlediklerini ve anlamlandirdiklarini
gostermektedir. Bu yoniiyle beslenme saatleri, yalnizca rutin etkinlikler olarak degil; ¢ocuklarin
sosyal, duygusal ve biligsel anlam olusturma siireclerinin dogal bi¢imde goriiniir hale geldigi 6nemli
sosyal baglamlar olarak degerlendirilmelidir.

Arastirmanin bazi siirliliklart bulunmaktadir. Tlk olarak calisma, Erzurum ilindeki resmi
anaokullar1 ve ilkokullar biinyesindeki anasimiflarinda yiiriitiilmiistiir. Bu nedenle bulgularin farkl
sosyokiiltiirel baglamlara genellenebilirligi sinirlidir. Ayrica ¢alisma yalnizca beslenme saatlerinde
dogal bicimde ortaya ¢ikan konusmalara odaklanmis ve ¢ocuklarin etkilesimleri bu belirli rutin
baglaminda incelenmistir. Oyun zamani, serbest etkinlikler ya da ag¢ik hava etkinlikleri gibi farkl
baglamlarda gerceklesen etkilesimler igerik ve islev bakimindan farklilik gosterebilir. Bunun
yaninda veriler agirlikli olarak ¢ocuklarin sdzel ifadeleri lizerinden analiz edilmis; jestler, mimikler
ve beden dili gibi s6zel olmayan iletisim unsurlar1 inceleme kapsamina alinmamistir. Veri toplama
stirecinin ses kayitlar1 ve gézlem notlarina dayanmasi nedeniyle ¢evresel giiriiltii ya da es zamanh
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konusmalar sonucunda bazi ifadeler eksik kaydedilmis olabilir. Bu nedenle aragtirmanin bulgularinin
s0z konusu smirliliklar dikkate alinarak yorumlanmasi gerekmektedir.

Arastirmadan elde edilen bulgular dogrultusunda su 6nerilerde bulunulabilir:

e Okul 6ncesi egitim kurumlarinda beslenme saatleri yalnizca bakim rutinleri olarak degil,
cocuklarin sosyal, duygusal, dilsel ve biligsel etkilesimlerini goriiniir kilan pedagojik agidan
zengin 0grenme baglamlar1 olarak degerlendirilmelidir.

e Ogretmenler, beslenme saatlerinde ¢ocuklarin dogal konusmalarina alan agmali, akran
etkilesimlerini kesintiye ugratmadan gozlemlemeli ve bu etkilesimlerden c¢ocuklarin
gelisimsel siireclerini anlamaya yonelik bir veri kaynagi olarak yararlanmalidir.

e Okul oncesi egitim programlarinda, beslenme saatleri, gegisler ve serbest etkinlikler gibi
giinliik rutinlerin ¢ocuklarm kimlik olusturma, sosyal miizakere ve duygu diizenleme
becerilerini destekleyen 6grenme firsatlart sundugu vurgulanmalidir.

e Ogretmen yetistirme ve hizmet ici egitim programlarinda, giinliik rutinler sirasinda ortaya
¢ikan akran etkilesimlerinin pedagojik 6nemi ile bu etkilesimlere miidahale etmeden gozlem
yapmaya yonelik yaklagimlara yer verilmelidir.

e Gelecekte yapilacak arastirmalarda beslenme saatlerinde dogal bigimde ortaya cikan
konusmalarin farkli yas gruplari, sosyokiiltiirel baglamlar ve kurumsal diizenlemeler
agisindan karsilastirmali olarak incelenmesi dnerilmektedir.
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ETIK BEYANLAR

Arastirma ve Yayin Etigi
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Yazar Katkisi
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Bu makalenin yayimlanmasina iligkin herhangi bir ¢ikar ¢atismasi bulunmadigini beyan
ederiz.

Finansal Destek
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Yapay Zeka Kullanim Beyam
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