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ABSTRACT
In the present study, we examined self-regulatory skills, namely, effortful control and executive
function, in Turkish preschoolers (N = 186) and their mediating roles in the associations between
parenting and children’s socio-emotional competence. We also investigated the roles of family
socioeconomic status (SES) and maternal psychological well-being in these concurrent
associations. Mothers’ reports were used for maternal depressive symptoms, parenting behaviors,
and children’s effortful control. Individual assessment was utilized for executive function and
socio-emotional competence was assessed via multiple methods (mother report, teacher report,
and individual assessments). Structural equation modeling results showed that higher depressive
symptoms and SES were significantly associated with responsiveness and power-assertiveness.
The pathway extending from maternal depressive symptoms to children’s effortful control was
mediated by maternal power-assertiveness. Higher SES was also related to children’s better
executive function skills, and there was a marginally significant positive path from SES to
children’s effortful control through maternal power-assertiveness. However, none of the indirect
pathways from SES and depressive symptoms to children’s socio-emotional competence through
self-regulation and parenting was significant. Similarly, executive function and effortful control
did not mediate the relationship between parenting constructs and socio-emotional competence.
The results indicated that moderate levels of depressive feelings experienced by mothers and
socio-economic disadvantage presented a risk factor for self-regulation in young children through
different mechanisms. These findings suggested that it is important to take precautions against
adverse effects of socio-economic hardship and even relatively low levels of maternal depression.
Keywords: self-regulation, socio-emotional development, parenting, maternal depression, Turkish

children, SES, culture
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OZET
Bu caligma, Tiirkiye’deki ¢ocuklarda yonetici islevler ve ketleyici kontrol ad1 verilen 6z-
diizenleme becerilerini ve bu becerilerin ebeveynlik davraniglar: ve gocugun sosyo-duygusal
yetkinligi arasindaki araci roliinii incelemistir. Bununla birlikte, ailenin sosyo-ekonomik diizeyi
(SED) ve annenin psikolojik esenliginin bu iliskiler tizerindeki etkileri de arastirilmistir.
Aragtirma, Turkiye’de yasayan 3-5 yas aras1 186 ¢ocuk, aileleri ve 6gretmenleriyle yapilmistir.
Yapisal esitlik modellemesi sonuglari, annenin depresif duygu durumunun ve SED’in olumlu
(sicaklik, agiklayici akil yiiriitme)ve olumsuz (cezalandirma, itaat bekleme) ebeveynlik
davraniglariyla anlaml diizeyde iliskili oldugunu géstermistir. Annenin depresif duygu durumu,
olumsuz ebeveynlik davranislar1 araciligiyla cocuklarin ketleyici kontrol becerilerini anlamli
sekilde yordamistir. Bunun yaninda, SED’in ¢ocuklarin yonetici islevler becerileri ile olumlu
yonde iligkili oldugu bulunmustur. SED’den ¢ocuklarin ketleyici kontrol becerilerine giden yolda
olumsuz ebeveynlik davranislarinin araci rolii ise sinirda anlamlilik diizeyindedir. Bulgular, SED
ve annenin depresif duygu durumundan ¢ocuklarin sosyo-duygusal yetkinligine uzanan yolda
ebeveynlik davraniglari ve 6z-diizenleme becerilerinin araci roliiniin anlamli olmadigini
gostermistir. Benzer sekilde, yonetici islevler ve ketleyici kontrol becerilerinin ebeveynlik
davraniglar1 araciligiyla sosyo-duygusal yetkinlik ile olan dolayli iligkileri de anlamli sonuglar
vermemistir. Arastirmanin bulgulari, ¢ocuklarin 6z-diizenleme becerileri lizerinde ebeveynin
psikolojik esenliginin ve sosyoekonomik baglamin farkli mekanizmalar araciligiyla etkili

oldugunu gostermesi bakimindan 6nemli implikasyonlar ortaya koymaktadir.

Anahtar Kelimeler: Oz-diizenleme, sosyo-duygusal yetkinlik, ebeveynlik, annenin depresif

duygu durumu, Tiirkiyeli cocuklar, SED, kiiltiir

Vii



TABLE OF CONTENTS

STATEMENT OF AUTHORSHIP ... i
ACKNOWLEDGMENTS ...t e s neesneeene e iv
ABSTRACT ettt E et h e e ane e vi
OZET oottt vii
LIST OF TABLES ...ttt n e e ne e ne e ne e X
LIST OF FIGURES. ...ttt ettt e s ne e e ne e Xi
(O =T o] (- SRS PS 1
INTRODUGTION ...ttt ettt b e b e e b e sae e e b e e s be e s nreenneeenns 1
(O =T o] (- SOOI 3
LITERATURE REVIEW ...ttt 3
2.1 Self-Regulation and Socio-Emotional COMPELENCE...........cocveviiiiieee e 3
2.2 Depressive Symptoms and SOCIO-ECONOMIC StatUS...........cccvevviiiiiieie e 7
O T o) (=] g TSRS RSPOSOPRRI 11
PRESENT STUDY ..ottt e e e be e te e eenns 11
O T T o) (-] SRS TPPOSTOPSPI 13
IMETHOD ...ttt ettt h ettt e e b et et e e she e et e e e be e e nneenbeeanbeennne s 13
N L (o[ o U £ SRR PRPPOSOPSPI 13
4.2 IMIBASUIES. ...tttk bbbt h et s ekt e st b et e e stk e et e Rt e bt e bt e e e b e e b e nre s 13
4.2.1 DEPIreSSIVE SYMPIOMIS. ....cuiiuiiiieiieiiesieieste sttt sttt ettt bt be st e e e et e nbesbesbesbe bt e s e e ennns 15
4.2.2 RESPONSIVENESS. ... ccueeuteteitesteeteeteeseesteste st be bbbt se e st e e et e b e st e e b e e bt e b e e seese et et e nbesbesbe e bt ene e e ennns 15
4.2.3 POWET-ASSEITIVENESS. ....vitiitiitieiietiesie ettt sttt ettt bbbttt e bbb e bt e bt e s e e e e 15

viii



.24 EXCCUTIVE TUNCIION. ... ettt e e e e e e e e e et e e e e e e e e et e eeeeeeeeaanees 15

4.2.5 EFFOrTfUl CONTIOL. .. ..o e 16
4.2.6 SOCI0O-eMOtIONAl COMPELENCE ......cvieieiieeie ettt e sae e nreas 17
4.2.6.1 SOCIAl COMPELENCE ... .c.viiieeie ettt et et e e e e e e sraesteaneesneenaeaneenreas 17
4.2.6.2 EMOLIONAI COMPELENCE ....vecvievieie ettt sttt e et ba e te e esraeteaneesneeaeeneenreas 18
4.3 PIOCEUUIE......eeeeeieitet ettt bbb et b bttt bbb bbbttt nn e 19
4.4 SAtiStICAl METNOUS ......c.oiviici e 20
O T o) (] TSR SUOSPRSTI 22
RE S U LT S .ttt ettt h e e h bt e b e e et e e b e e e a bt e b e e e b e e nbe e e n b e e b e e e n e e nnr e nns 22
5.1 Measurement MOTEIS ..........cuiiiiiiiiee et 22
5.2 Structural EQUation IMOEN .........cc.ooiiiiieiece et 26
O T o) (= G IS SRR OPOSPRRTI 29
DISCUSSION ...ttt sttt sttt e b et et e she e et e e s be e e e e e nneeanreennee s 29
RETEIEINCES ... bbbttt bbb 37
N o] 0T g0 D TSSO 53
F N o] 0T a0 D = TSSO 57
N o] 0T a0 3 TSSO 61
N o] 0T a0 3 TSSO SP S 65
APPENTIX Bttt bbbttt bbb 68
N o] 1= 1o | T USSP PP PRORRPN 70
N o] 1=] 1o | G USRS PP PRPRORRRN 72



LIST OF TABLES

Table 1. Descriptive Statistics for All Study Variables

Table 2. Correlations among All Study Measures .....

Table 3. Standardized factor loadings for all measurement models..........................ocoeeail



LIST OF FIGURES

Figure 1. Standardized estimates in predicting socio-emotional competence

Xi



Chapter 1: Introduction 1

Chapter 1
INTRODUCTION

Learning to effectively regulate one’s own behavior pursuant to social standards is
important for children’s adjustment in the early years, as they step into the social field of
preschool and confront the complex demands of relationships with others (von Suchodoletz,
Trommsdorff, & Heikamp, 2011). A number of researchers in the literature have suggested that
self-regulation has a pivotal role in socio-emotional adjustment (e.g., Eisenberg et al., 2001) and
have posited relations of self-regulation to social experience, especially maternal socialization
practices. Many studies have found significant relations of parenting behaviors to children’s
regulatory skills and socio-emotional outcomes (e.g., Eisenberg et al., 2001; Karreman, van Tuijl,
van Aken, & Dekovi¢, 2006; Spinrad et al., 2012). Similar to the majority of research conducted
in different subfields of psychology, studies investigating the development of regulation and
socio-emotional skills in non-Western samples are scarce. It is, however, believed that
development is culture bound, and parents’ naive theories of child development and socialization
goals may diverge in different cultures (Garcia Coll, Akerman, & Cicchetti, 2000; Harkness,
Super, & Van Tijen, 2000; Trommsdorff, 2009).

The sample of the current study was from a unique culture. Turkey is located in the
halfway of Hofstede’s individualism dimension (37" out of 93), closer to collectivistic cultures
compared to individualistic ones (Hofstede, Hofstede & Minkov, 2010). However, individualistic
patterns were likely to be observed in parenting practices of families with especially high socio-
economic status (see Sen, Yavuz-Miiren, & Yagmurlu, 2014). Hence, the relations of
socialization context and child rearing to children’s developmental outcomes in Turkish culture
are sometimes similar (Yagmurlu & Altan, 2010) to those obtained from Western individualistic

sample, and sometimes they show relatively different patterns (Baydar et al., 2014; Yagmurlu,
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Sanson, & Koymen, 2005). In the present study, we investigated the role of children’s self-
regulatory skills, namely, effortful control and executive function, in the links between parenting
and socio-emotional competence in Turkish children and explored how socioeconomic context
and maternal psychological well-being (i.e., depressive symptoms) were associated with
parenting, children’s self-regulatory skills, and socio-emotional competence in Turkish

preschoolers.
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Chapter 2

LITERATURE REVIEW
2.1 Self-Regulation and Socio-Emotional Competence
Social skills are intertwined with emotional development. Many components of emotional
competency work together to allow children to mobilize personal and environmental resources in
social interactions. Studies have suggested that children who are good at understanding emotions
on others’ faces and recognizing the emotions elicited in common social situations are more
socially competent and responsive to peers and demonstrate more emphatic and prosocial
behavior compared to children with poor emotion understanding skills (Denham et al., 2003;
Izard et al., 2001). This close link between social and emotional skills has led developmentalists
to consider these two domains together under the name of socio-emotional development (Krasnor
& Denham, 2009). Socio-emotional competence in children is important not only for healthy
interactions with peers and adults but also for functioning in other domains, such as school
achievement and self-confidence, and in many contexts of life (Mendez, McDermott, &
Fantuzzo, 2002; Pahl & Barrett, 2007).

In the process of developing social and emotional competence, a key skill that needs to be
attained appears to be self-regulation, which refers to the ability to modulate attentional and
emotional responses and related behaviors in socially appropriate and adaptive ways (Blair &
Diamond, 2008; Raffaelli, Crockett, & Shen, 2005). Children with better self-regulation display
lower levels of externalizing and internalizing behaviors and higher social competence (e.g.,
Hofer, Eisenberg, & Reiser, 2010).

Self-regulatory capacity involves diverse control mechanisms that allow an individual to
manage attention, emotion, cognition, and behavior in an adaptive way to engage in goal directed

actions (Blair & Diamond, 2008; Calkins & Howse, 2004). Some researchers emphasize the
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temperamental basis of regulation (Rothbart & Bates, 2006; Spinrad et al., 2012) and study
effortful control (the ability to voluntarily focus attention, shift attention, and inhibit or initiate
behaviors as needed) as a chief regulatory aspect of temperament. Others (Miyake et al., 2000;
Ponitz, McClelland, Matthews, & Morrison, 2009) focus on the cognitive mechanisms of
regulation mostly known as executive functions, a complex and interrelated set of cognitive
processes that includes the maintenance and manipulation of relevant information, inhibition of
dominant responses, and mental set shifting. Effortful control and executive function share
important features in terms of attentional processes and inhibitory control and both are integrative
frameworks for investigating self-regulation (Liew, 2012; Zhou, Chen, & Main, 2012).
Inhibitory control is one of the central self-regulatory processes of both effortful control
(e.g. Eisenberg, Smith, Sadovsky, & Spinrad, 2004) and executive function (e.g. Davidson,
Amso, Cruess Anderson, & Diamond, 2006; Miyake et al., 2000) in children. Molecular genetic
research revealed that similar genetic links, such as the dopamine D4 receptor gene, contribute to
effortful control processes (e.g. Fan, Fossella, Sommer, & Posner, 2003) as well as performance
during executive function tests requiring inhibition (e.g., Barnes, Dean, Nandam, O’Connell, &
Bellgrove, 2011). Hence, at a finer-grained level, processes of effortful control may have similar
features with executive function of inhibition. This similarity has also been reflected in the
measurement of self-regulatory skills in the literature. Some researchers have used similar
measures of inhibition (e.g.Stroop-like tasks) to assess effortful control (e.g. Lengua, Honorado,
& Bush, 2007), and others have used them to measure executive function (Carlson, 2005).
Studies on effortful control and executive function have mostly focused on different contexts.
Effortful control research has centered more on emotion-laden contexts, including emotion-
related regulation of behavior and social competence (e.g., Eisenberg, Liew, & Pidada, 2004). On

the other hand, executive function research has focused more on emotion-neutral contexts,
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comprising cognitive outcomes and academic adjustment (e.g., Fuhs, Nesbitt, Farran, & Dong,
2014). Stemming from different traditions of research, these important dimensions of self-
regulation have rarely been investigated together. However, a few researchers have used an
integrative framework and examined whether both aspects of self-regulation are important for
enhancing early child development. For example, Blair and Razza (2007) reported that there was
some overlap in the prediction of early academic skills from measures of both effortful control
and executive functions. But despite this partial overlap, there were subtle differences and
unshared elements between effortful control and executive functions, and they were also uniquely
related to mathematics and literacy skills in preschool children. Thus, examining both aspects of
self-regulation as complementary rather than incompatible may facilitate research exploring the
role of self-regulation in child development (Liew, 2012).

Self-regulation mechanisms reflect the function of the anterior cingulate gyrus (Mirsky,
1996; Posner & Rothbart, 1998), which shows pronounced plasticity from 3 to 11 years of age
(Davidson, Jackson, & Kalin, 2000). This plasticity suggests that in addition to biological factors,
early environment also has an influence on the brain regions involved in self-regulation. Features
of the rearing context and parental disciplinary behaviors are among the environmental
characteristics commonly examined in relation to the development of self-regulation skills in
early childhood (see Dennis, 2006; Karreman et al., 2006).

Maternal responsiveness, which involves a sensitive, warm, and accepting orientation to
child signals (Darling & Steinberg, 1993), has been linked with better self-regulatory abilities
such as effortful control (Spinrad et al., 2012), executive functions (Bernier, Carlson, & Whipple,
2010), and effective coping with negative emotions (Dennis, 2006). A positive mutual orientation
between the mother and child is believed to influence how open the child is to parental

socialization efforts and how much he or she wants to internalize parents’ standards for
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appropriate behavior (Grusec & Goodnow, 1994; Kochanska & Thompson, 1997). Thus, active
guidance and support provided by responsive parents may facilitate the development of self-
regulation in young children who do not yet have the full competency to independently modulate
their attention, emotion, and behavior (Kochanska, Murray, & Harlan, 2000). Studies have shown
that mothers’ inductive discipline, sensitivity, and warmth predicted higher effortful control in
children and in turn social competence, committed compliance, and lower levels of conduct
behaviors (Choe, Olson, & Sameroff, 2013; Spinrad et al., 2012).

Parental power-assertiveness, characterized by anger, harshness, criticism, and intrusive
control (Karreman et al., 2006), appears to increase the risk for low self-regulation and for social
difficulties in children (Chang, Schwartz, Dodge, & McBride-Chang, 2003; Kochanska et al.,
2000). These parenting practices may influence the early development of executive functions
such as the ability to hold things in mind, inhibit impulse-driven responses, and plan and engage
in goal-directed actions (Hughes & Ensor, 2009). The inverse relation between power-assertive
parenting and self-regulatory skills may have implications for difficulties in children’s socio-
emotional adjustment. Chang et al. (2003) reported that harsh parenting was associated with
poorer emotion regulation and in turn higher levels of aggressive behaviors in children. Eisenberg
et al. (2001) also showed that mothers’ negative emotional expressivity predicted parent- and
teacher-reported externalizing problems (e.g., aggressive, delinquent behaviors) and social
competence uniquely through regulation. When parents convey their standards of conduct in a
threatening or punitive way, this is believed to increase feelings of overarousal or anger in the
child, and the focus of the encounter moves away from the content of the parents’ message
(Grusec & Goodnow, 1994; Hoffman, 1982). This shift decreases the possibility that the child
attends to appropriate parental behaviors that help in the modulation of thoughts, emotions, or

behaviors. Although many studies have supported the expected adverse effects of harsh parenting
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on children’s regulatory abilities, most of them have focused on a single aspect of self-regulation,
such as regulation of emotion or inhibitory control.

Besides their indirect relations through self-regulatory skills, parenting behaviors may
also directly support or deter children’s socio-emotional adjustment. Positive, accepting
relationship with mothers may enhance children’s capacity for forming and preserving positive
relationships with others (e.g. Steelman, Assela, Swank, Smith, & Landry, 2002). Children may
learn and practice social and emotional skills by modeling the parents’ behavior, and by eliciting
and reinforcing social behaviors of parents. Through this experience, children may learn
strategies to interact with peers and resolving conflicts. For instance, Sprinrad et al. (2007) found
that 18-month-old toddlers with supportive parents were less likely to exhibit externalizing
behaviors. In another study, harsh parenting has been found to predict preschoolers’ aggressive
behaviors directly, in addition to its indirect prediction of aggression via emotion regulation
(Chang et al., 2003).

2.2 Depressive Symptoms and Socio-Economic Status

Contextual stress impairs families’ ability to endure difficulties. Several models (e.g., Abidin,
1992; Conger et al., 1992) in developmental psychology have delineated how stress in the family
might undermine relationship quality and family members’ functional capacity over time,
resulting in poorer parenting skills and suboptimal child development. Two factors that have a
central role in these models are SES and the psychological well-being of the parents, particularly
the mother. The family stress model (Conger et al., 1992) suggests that families with low
financial capital and low human capital (knowledge, skills, and abilities embodied in people) are
likely to experience high levels of stress in many domains of life. This stress may result in
burdened coping resources and may aggravate the problems of parents, harsh parenting and

increase difficulties in child adjustment.
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Extensive research have documented the role of socio-economic disadvantage and
maternal depression in child development, and revealed various pathways through which SES
and depressive symptoms may be related to behavioral and socio-emotional outcomes of children
in early years. These relations may be direct and mediated (see Bradley & Crown, 2002; Lovejoy,
Graczyk, O’Hare, & Neuman, 2000). Socio-economic circumstances and depression may be
associated with child outcomes directly through their physiological repercussions or indirectly
through patterns of parenting behaviors.

Families who come from disadvantaged socioeconomic backgrounds may be exposed
more to threatening, destabilizing life events and environmental stressors such as poor working
conditions, low wages, and family conflict (Ackerman, Brown, & lzard, 2004; McLoyd, 1998).
Hence, socio-economic risks may lead to heightened stress in families (Conger et al., 1992).
Constant exposure to stress may result in sustained demands on neuroendocrine systems that
influence how children respond to stress and regulate their behaviors and emotions. This may
directly deteriorate children’s self-regulatory competence, and also may relate to undesirable
emotional expressions and behavioral problems (Akbuchi, Williams, & Adair, 1991; Evans &
Kim, 2013).

SES has also been linked to child adjustment through parenting behaviors. The adversities
and stress that families exposed to in disadvantaged socio-economic circumstances have been
related to a sense of helplessness and hostility of parents (Gallo & Matthews, 1999) and to the
use of physical punishment and disruptions in responsive parenting (Lengua et al., 2013; Mistry,
Vandewater, Huston, & McLoyd, 2002). In turn, these disruptions in parenting have been
associated with poorer outcomes throughout childhood, such as lower self-control, academic
success, and social competence at school (Brody & Flor, 1998; McLeod & Shanahan, 1993).

Lengua et al. (2013) found that mothers in low-income families displayed little scaffolding to
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their 3-year-old children during play, which in turn predicted poor executive control at the age of
5. The opposite pattern has also been reported: Parents with higher education and more economic
resources had a heightened sense of efficacy and were less vulnerable to stressors, which in turn
was related to increases in their capacity to provide child-oriented parenting (Evans &
Kantrowitz, 2002; Hoff, Laursen, & Tardif, 2002).

Maternal depression is another risk factor that has been related to a range of adverse child
outcomes. There are many possible pathways by which maternal depressive symptoms have been
associated with child adjustment including genetic, neurobiological (e.g., dysregulated stress
regulation systems), and social (e.g., parenting) pathways. Depressed mothers tend to exhibit
greater levels of negative emotions, have more maladaptive cognitions and attributions, and tend
to be more self-focused compared to nondepressed mothers (Goodman, 2007). Thus, having a
mother with depression can be considered as a life stressor for children in early years. Prolonged
exposure to stressful environment may result in persistent disruptions of children’s stress
response systems. Such a recurring physiological reaction can influence brain development,
interfere with young children’s regulatory capacity, and increase the risk of emotional problems
(Center on the Developing Child at Harvard University, 2009).

Besides its direct relation with child outcomes, maternal depression may be associated
with child adjustment through social pathways such as parenting behaviors. Mothers who
experience depressed affect express negative emotions toward their children more often, tend to
be more critical and rejecting (Goodman & Brumley, 1990; Lovejoy et al., 2000), display less
warmth and sensitivity, and use power-assertive disciplinary behaviors (Campbell et al., 2004;
Conger et al., 1992). It is noteworthy that not only severe levels of depression but also subclinical
or even mild levels of depression have significant adverse relations with child-rearing behaviors

(Bettes, 1988; Gerdes et al., 2007). Experiencing depressive feelings may deteriorate mothers’
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child rearing; which then may increase negative arousal in young children, and may hinder the
development of child outcomes such as emotion regulation (Maughan, Cicchetti, Toth, &
Rogosch, 2007), executive functions (Hughes, Roman, Hart, & Ensor, 2013), and effortful
control (Choe et al., 2013). Intervention studies have also revealed that families living in high-
risk circumstances (e.g., those with maternal mental health problems) benefitted from training to
enhance parenting skills and that these improvements were reflected in children’s positive
behavioral outcomes (Chazan-Cohen et al., 2007; Webster- Stratton & Hammond, 1997).

The literature has indicated age-related differences in self-regulatory skills and socio-
emotional adjustment of children during preschool years (e.g. Dennis, Brotman, Keng-Yen
Huang, & Gouley, 2007; Garon, Bryson, & Smith, 2008). Moreover, differences among boys and
girls were also documented in terms of socio-emotional competence and self-regulation (e.g.
Matthews, Ponitz, & Morrison, 2009; Schmidt, Demulder, & Denham, 2002) .Therefore, when
investigating the relations between effortful control, executive function and socio-emotional
skills, children’s age and gender should be considered.

Research on child adjustment has been complicated by findings reporting different
mechanisms from economic resources and the mental health of parents to children’s well-being.
Theories that have aimed to explain the impact of stress on family functioning and child
development have paid special attention to SES and mostly emphasized the influence of SES on
child adjustment through the psychological well-being of parents. However, extensions and
variations of the original family stress theories are possible in different cultures (e.g., Behnke et
al., 2008), and SES and depression may have unique influences on child outcomes (e.g., Nievar,
Moske, Johnson, & Chen, 2014). Exploring the associations of SES and parental psychological
wellbeing with child rearing and child outcomes in understudied societies would be helpful in

elucidating these patterns.
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Chapter 3

PRESENT STUDY
As summarized previously, numerous studies have reported significant relations between self-
regulation and social development in early childhood. However, few of them have examined
whether self-regulatory skills play a role in the pathways that extend from SES and maternal
psychological well-being to parenting behaviors and children’s socio-emotional competence
together, and even fewer have explored these relations in non-Western societies. The few studies
conducted with non-U.S. samples (e.g., samples from China, Indonesia, Turkey) have mostly
focused on one aspect of self-regulation, like effortful control or emotion regulation as a mediator
in the links between parenting and behavioral problems (e.g., Eisenberg et al., 2004; Orta,
Corapci, Yagmurlu, & Aksan, 2013; Zhou, Eisenberg, Wang, & Reiser, 2004). In the present
cross-sectional study, we conceptualized self-regulation as a comprehensive construct and
investigated the role of preschoolers’ effortful control and executive function on the pathway
from family stressors to socio-emotional competence in an understudied society.

The same parenting behaviors may have relatively different influences on children’s
development in different cultural groups depending on the meaning of those parenting practices
and their normativeness (Lansford et al., 2005).Turkey is placed halfway between individualistic
and collectivistic cultures (37th out of 93 countries), closer to collectivistic cultures (Hofstede et
al., 2010). Hence, collectivistic norms (valuing obedience, gratefulness, and economic
contributions to family) are highly valued in the Turkish population, but some individualistic
elements (autonomy, self-reliance) also exist (Kagitcibasi, 2000). Individualistic tendencies may
become prominent in parenting practices depending on SES and rural-urban differences of
Turkish families (Sen et al., 2014). For instance, Yagmurlu, Citlak, Dost, and Leyendecker

(2009) reported that low SES Turkish families highlighted the importance of obedience in child
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socialization goals, while high SES Turkish families were likely to endorse autonomy and self-
enhancement in their children. The average SES of the current study’s sample was moderate to
high (as documented in the results section). Thus, the parenting patterns of the present study’s
sample were expected to be similar to those presented from Western, individualistic cultures.
Similarly, researchers examining the development of self-regulation in Turkish children have
mostly indicated similar relations to what have been found in Western societies (e.g., Orta et al.,
2013; Yagmurlu & Altan, 2010). Hence, in the present study, we formed our hypotheses in light
of conceptualizing and findings in the literature based mainly on research conducted in Western
contexts. We hypothesized that self-regulatory constructs, effortful control, and executive
function would play mediating roles in the links between parenting behaviors and socio-
emotional competence. Specifically, maternal responsiveness was hypothesized to predict higher
levels of effortful control and executive function and, in turn, higher socio-emotional competence
in children. In contrast, maternal power-assertiveness was expected to be associated with lower
effortful control and executive function. Then, self-regulatory constructs were predicted to be
positively associated with socio-emotional competence. We also proposed that two exogenous
factors--maternal depressive symptoms and SES-- would be associated with children’s effortful
control and executive function and socio-emotional competence through mothers’ responsive and

power-assertive behaviors.
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Chapter 4
METHOD

4.1 Participants

The participants in the study were 186 preschool-age Turkish children (91 girls), their
mothers, and teachers in the child care center or kindergarten (see Table 1 for descriptive
statistics). The data were drawn from five big cities located in western and northwestern Turkey.
A total of 97% of the children came from intact families. The mothers’ education was diverse:
14% of mothers had graduated from only primary school, 7% had graduated from only secondary
school, 20.4% had graduated from only high school, 46.2 % had a university degree and 12.4%
had a graduate degree. Among the fathers, one was illiterate, 14% had a primary school diploma,
8% had graduated from only secondary school, 25.3% had graduated from only high school,
39.8% had a university degree and %10 had a graduate degree. The average total monthly
household income of the sample was ranging from 4.001 TL ($1500) to 7.000 TL ($2600). The
economic status of the population in Turkey is modest, with a per capita GDP of $10.526 in 2013
(compared to about $51.703 in the US), and with severe income inequalities (Gini coefficient =
40) (Turkey Ministry of Development International Economic Indicators, 2013). Therefore, the
average income level of the sample was relatively moderate to high with 24.2% of families had a
total monthly household income below 2.000 TL (740$), %19.4 had 2001 ($740) TL - 4000 TL
($1.480), %23.7 had 4.000 TL ($1.480), - 7.000 TL ($2.600), and %32.8 had monthly income
above 7.000 TL ($2.600). Overall, the demographic information indicated that the sample came
from diverse socioeconomic backgrounds (low, middle, and high).
4.2 Measures

The mothers completed a background information form and a set of questionnaires that

measured their depressive symptoms, parenting behaviors, and children’s effortful control.
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Table 1.

Descriptive statistics for all study variables (N = 186)

14

Variable M SD Min Max

Child’s age (in months) 51.09 7.78 37.00 66.00
SES

Education of mother 3.36 1.21 1 5.00

Education of father 3.23 1.22 0 5.00

Family income 3.72 1.62 1.00 6.00
Depressive symptoms 6.56 5.79 0 25.00
Responsiveness

Warmth 4.70 .35 3.50 5.00

Inductive reasoning 4.46 45 3.00 4.90
Power assertiveness

Obedience demanding 2.69 .84 1.00 4.79

Punishment 1.72 42 1.00 2.90
Effortful control

Attention focusing 4.56 1.13 2.00 7.00

Attention shifting 3.36 1.19 1.00 6.00

Inhibitory control 5.17 .90 3.00 7.00
Executive function

Executive function I 7.49 4.16 0 12.00

Executive function 11 5.81 3.98 0 12.00
Socio-emotional competence

Social competence (Parent reported) 2.76 .50 1.50 3.88

Social competence (Teacher reported)  2.94 54 1.47 4.00

Emotional competence 33.47 10.55 4.00 48.00

“p<.001; Tp<.01; "p<.05.
Individual assessment was used to measure children’s executive function, and socio-emotional
competence was measured via multiple methods (mothers’ report, teachers’ report, and individual

assessments).
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4.2.1 Depressive Symptoms. Mothers’ depressive symptoms were assessed using the
Beck Depression Inventory (Beck, Ward, Mendelson, Mock, & Erbaugh, 1961). The scale
includes 21 items that are rated on a 4-point Likert scale. Studies (Hisli, 1989; Sahin, Sahin, &
Heppner, 1993) with young adults indicated that the Turkish version of the Beck Depression
Inventory is a reliable and valid instrument for measuring depressive symptoms (a =.80). Internal
consistency of the Beck Depression Inventory was .85 in the current study.

4.2.2 Responsiveness. Maternal responsiveness was measured using the Warmth (nine
items; e.g., “I often hug or hold my child for no particular reason”) and Inductive Reasoning (12
items; e.g., “I try to explain to my child why certain things are necessary’) subscales of the
Child-Rearing Questionnaire (Paterson & Sanson, 1999; Yagmurlu & Sanson, 2009). The
questionnaire used a 5-point Likert scale and had high internal consistency (.83 for Warmth, .85
for Inductive Reasoning).

4.2.3 Power Assertiveness. Maternal power-assertiveness was assessed using the
Punishment (nine items; e.g., “I slap or hit my child to control his/her behavior”) and Obedience-
Demanding Behavior (six items; e.g., “I expect my child to do what he/she is told to do, without
stopping to argue about it”) subscales of the Child-Rearing Questionnaire (Paterson & Sanson,
1999; Yagmurlu & Sanson, 2009). Internal consistency scores for the two subscales were .80 and
.74, respectively.

4.2.4 Executive function. To assess children’s executive function, we used the Peg
Tapping Task (Diamond & Taylor, 1996), which is a widely used measure (e.g., Orta et al., 2013;
Razza & Blair, 2009). It required the child to hold a new rule in mind, detect the conflict between
dominant and subdominant responses, and inhibit the natural dominant response. The task had
two parts and allowed for the computation of two scores: Executive Function | and Executive

Function I1.
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In the task, a wooden peg was presented and the child was instructed to tap twice right
after the experimenter tapped once (Rule 1) and to tap once after the experimenter tapped twice
(Rule 2). Practice trials were introduced until the child showed correct understanding of the rules;
then he or she was administered a series of 12 test trials (Executive Function I). Next a new rule
(Rule 3) was presented: not to tap after the experimenter tapped three times. After passing the
practice trials the child was again administered a series of 12 test trials (Executive Function II).
The addition of this new rule required holding three rules in mind, which heightened the
complexity of the task. Higher scores in the more complex rule system of Executive Function Il
reflected greater capacity of executive skills (see Zelazo, Craik, & Booth, 2004, for a description
of maximum rule complexity that children can master). Each correct tapping response was scored
as 1 point, resulting in a maximum possible score of 12 for Executive Function I and 1l
separately. The correlation between Executive Function I and Il was high (r = .84, p<.01).

4.2.5 Effortful Control. To assess children’s effortful control, we asked mothers to rate
on a 7-point Likert scale the items on the Attention Focusing, Attention Shifting, and Inhibitory
Control subscales of the Turkish form (Batum & Yagmurlu, 2007) of the Children’s Behavior
Questionnaire (Rothbart, Ahadi, & Hershey, 1994; Rothbart, Ahadi, Hershey, & Fisher, 2001).
The Attention Focusing subscale measured the child’s tendency to maintain attentional focus on
task-related issues (four items; e.g., “When practicing an activity, has a hard time keeping her/his
mind on it”), Attention Shifting assessed the child’s ability to shift attention between tasks (three
items; e.g., “Is hard to get his/her attention when s/he is concentrating on something”), and
Inhibitory Control measured the ability to plan and suppress inappropriate responses under
instructions or in unusual circumstances (10 items; e.g., “Has a hard time in following
instructions”). The total score for each subscale was computed by averaging the items. Internal

consistency values were .61 for Attention Focusing, .54 for Attention Shifting, and .77 for
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Inhibitory Control. Although internal consistency of attention shifting subscale was quite low, it
was significantly correlated with attention focusing (r = .31, p<.01).and inhibitory control (r =
.21, p<.01). Therefore, it was included in effortful control scale in the present analysis.

4.2.6 Socio-Emotional Competence. The socio-emotional competence of children was
assessed comprehensively with mother and teacher reports of social competence and with
individual tasks measuring emotional competence.

4.2.6.1 Social competence. Two scales were used to measure the social competence of
children during peer play and during everyday interactions with peers and parents/teachers. The
scales were completed by both mothers and teachers. Each scale included eight items rated on a
4-point Likert scale. To assess socially competent behavior during peer play, we used the Play
Interaction subscale (e.g., “Shares toys with others”) of the Penn Interactive Peer Play Scale
(Fantuzzo, Mendez, & Tighe, 1998). The Turkish version of the scale (Ozturk, 2011) was shown
to be a reliable and valid tool (Etel & Yagmurlu, 2014). Scores for each item were averaged to
obtain the Play Interaction score (for mother reports, o = .75; for teacher reports, a =.82). To
assess social competency during general peer and teacher/parent interactions, we used the Social
Competence subscale of the Social Competence and Behavior Evaluation Scale (LaFreniere &
Dumas, 1996). The Turkish version of this scale is also reliable and valid (Corapci, Aksan,
Arslan-Yalcin, & Yagmurlu, 2010; Etel & Yagmurlu, 2014). The Social Competence subscale
score was calculated by averaging each item separately for mother and teacher reports (for
mother reports, a = .75; for teacher reports, o =.83).

The Play Interaction and Social Competence subscale scores were highly and positively
correlated (for mother reports, r =.67, p < .001; for teacher reports, r = .78, p <.001) and were

averaged separately for mother and teacher reports to compute the total social competence score.
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4.2.6.2 Emotional competence. Children’s ability to label emotions and to understand situation-
based emotions are two highly interrelated but distinct constructs of emotion knowledge.
Emotion labeling develops in the early years as the first level of emotion understanding, and
situation-based emotion understanding develops later as a more complex form of emotion
knowledge (Bassett, Denham, Mincic, & Graling, 2012). Therefore, focusing on both emotion
labeling and situational emotional knowledge is necessary for a comprehensive assessment of
emotional competence.

In this study, we used the Affect Knowledge Test (Denham, 1986) to measure children’s
emotional competence. The Affect Knowledge Test assessed emotion knowledge by using
puppets with four different pictures of emotion faces that illustrated happy, sad, angry, and afraid
expressions. The task was composed of two subtests: emotion labeling and situation-based
emotion knowledge.

For the emotion labeling subtest, four different pictures of emotion faces that illustrated
happy, sad, angry, and afraid expressions were used. The experimenter laid out the four emotion
faces so that they were facing the child in one straight row. First, the experimenter pointed to
each emotion face and asked the child, “How does he/she feel?”” and requested that the child
identify emotion faces by naming them (verbally). Second, the experimenter said, “Show me the
[fill in emotion] face,” and asked the child to identify the emotion face by pointing to it
(nonverbally). This procedure was repeated for all emotion faces. Next a training session took
place to ensure that the child was able to identify each of the faces correctly.

The situation-based emotion knowledge subtest measured children’s identification of
emotions unequivocally appropriate to certain situations (stereotypical). For situations, eight
vignettes were enacted by using puppets. In stereotypical situations, the puppet depicted the

same emotion most people would typically feel (e.g., happiness when receiving ice cream).
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After each vignette, the child was asked to identify the puppet’s emotion both verbally and
nonverbally (by placing an emotion face on the puppet that depicted the puppet’s feeling in
the situation).

The pilot testing showed that there were noticeable differences in the way the second
subtest was given, as the administration relied on the acting ability of the experimenters. To
reduce possible experimenter effects in this subtest, we prepared video clips that showed a female
graduate student enacting the vignettes by using puppets in the stereotypical situations. Each
child was presented with the video recordings of the puppet scenarios.

In both subtests, the child received 2 points for a correct verbal response, 2 points for a
correct nonverbal response, and 1 point for verbally or nonverbally identifying the same valence
as the correct response (e.g., “smiling” for happy; see Denham, 1986; Denham et al., 2012, for
task details). So, the maximum score was 16 for the emotion labeling subtest and 32 for the
situation-based emotion knowledge subtest. Scores for each item from these two subtests were
summed to compose a total emotional competence score (a = .74 for the present study).

4.3 Procedure

The Affect Knowledge Test (Denham, 1986) was translated into Turkish for the present
study by a group of bilingual researchers from the lab conducting this research. These scales were
first tested in a small pilot sample (N = 5). All the other measures were already available and
previously used with Turkish mothers or children.

The data were collected after getting the approval of the University Ethics Committee and
written informed consents of the parents and the directors of the childcare centers/kindergartens.
For the children who did not attend to a preschool (n = 17), the social competence scales were
completed by an adult who knew the child well (e.g., grandparent, nanny). The children were

visited in their preschools or homes for individual assessments. During the visit, the child was
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first given the Peg Tapping Task and then the Affect Knowledge Task by a female experimenter
in a separate and quiet room with no one else present (lasted about 30-35 minutes). At the end of
the session, each child was given incentives (a t-shirt and a coloring book) regardless of his/her
performance.

4.4 Statistical methods

For descriptive purposes, we first explored the relations of child’s age and sex to major
study variables. ANOVA analyses were conducted to examine the associations of child’s sex
with the study variables and correlations were computed to investigate the relations of age to the
study variables. Then, to address our research questions, we used structural equation modeling
(SEM) to simultaneously examine the relations among the study variables and to test the
hypothesized mediational model. First, we tested the measurement models to explore whether the
manifest variables related to latent constructs in the ways predicted, and then we tested the full
structural model to investigate the hypotheses.

SEM was performed using Mplus 6.12 (Muthén & Muthén, 1998-2011). We tested the
meditational role of executive function and effortful control in the relations between parenting
and children’s socio-emotional competence. Also, the pathways from SES and maternal
depressive symptoms to children’s socio-emotional competence via responsiveness, power-
assertiveness and children’s executive function and effortful control were examined. Finally, the
relations from depressive symptoms and SES to effortful control and executive function through
parenting constructs were tested. The model also included the direct paths from SES, depressive
symptoms to effortful control and executive functions; and the paths from responsiveness and
power assertiveness to socio-emotional competence.

We utilized maximum likelihood estimation for parameters. The model was composed of

eight latent constructs with two control variables and 15 observed variables. The indicators of
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SES were mother’s education, father’s education, and family income. Maternal report of
depressive symptoms was the indicator for depressive symptoms. Responsiveness was indicated
by mother-reported warmth and inductive reasoning; power assertiveness was indicated by
mother-reported punishment and obedience-demanding behavior. Mother ratings of attention
focusing, attention shifting and inhibitory control were the indicators of effortful control.
Executive functions were indicated by individually assessed executive functions I and Il tasks.
Teacher- and mother-reported social competence and individual assessment of emotional
competence were used as the indicators of the socio-emotional competence construct. Mother’s
report of child’s age and sex were the indicators for age and sex. Finally, we composed a testing
cooperation latent variable which was indicated by executive function I, executive function Il and
emotional competence. Test taking behaviors of children (e.g., task focus, fatigue and
cooperation) may influence children’s performance and the proper interpretation of observed
scores from the assessment (Heionen, Aro, Ahonen, & Poikkeus, 2011; Meyer et al., 2001). Thus,
for the indicators which were assessed using behavioral tests (executive function I, executive
function Il and emotional competence), we thought that cooperation of the child during these
tests may be one of the factors that may account for the covariance among these three indicators,
and we explicitly modeled a testing cooperation variable.

In order to determine the goodness of fit, Comparative Fit Index (CFI), Root Mean Square
Error (RMSEA) and standardized root mean square residual (SRMR) were used. Hu and Bentler
(1999) suggested that values close to .06 for RMSEA with 90% confidence intervals (Cls) within
0 to .10 indicate close approximate fit. Also, they reported that values greater than .95 for CFI

and SRMR of 0.09 or lower represent good fit.
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Chapter 5
RESULTS

ANOVA results indicated that there were significant sex differences in all indicators of
socio-emotional competence (mother reported social competence, teacher reported social
competence and emotional competence) and inhibitory control. Girls, compared to boys, had
higher scores for mother’s report of social competence (F(1, 185) = 15.51, p < .01); teacher’s
report of social competence (F(1, 185) = 16.96, p <.01), and emotional competence test (F(1,
185) = 6.12, p < .05). Also, girls had higher levels inhibitory control abilities than boys (F(1,
185) = 14.14, p < .01). In zero-order correlations, children’s age was significantly correlated to
all constructs except inductive reasoning, attention shifting, inhibitory control and mother
reported social competence (see Table 2 for correlations).

5.1 Measurement Models

As the first step in our analyses, we constructed and tested measurement models of
children’s socio-emotional competence, children’s self-regulation- effortful control and executive
function-, parenting —responsiveness and power assertiveness-, SES and testing cooperation.

In the first model, measurement model of the socio-emotional competence which was
indicated by teacher- and mother-reported social competence and individual assessment of
emotional competence was tested. Results from the measurement model revealed good fit to the
data (y*(3, N = 186) = 39.12, p <.001, CFI = 1.00, RMSEA = .00, (90% CI = .00- .00), SRMR =
.00) and all the model-estimated loadings were significant in a positive direction. (see Table 3 for
standardized factor loadings of all structural models). Second, the original measurement model
for self-regulation, effortful control with its three indicators (attention focusing, attention shifting

and inhibitory control) and executive function with its two indicators (executive function I and I1)
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Table 2.

Correlations among all study measures (N = 186)
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Variables Age SES 1 2 3 4 5 6 7 8 9 10 11 12 13
Age -
SES -35"" -
1. Depressive Symptoms 15" -327 -
2. Warmth -.16" 25" -23" -
3.Inductive Reasoning -.02 257 =29 64T -
4.0bedience Demanding 18" =25 28 -.15" -12 -
5.Punishment 217 -15T 43Tt 31t 4™ 50 -
6.Attention Focusing -18°  -24™ -30™ 13 13 S317 -24™ -
7.Attention Shifting -.01 13 -.29™" .08 .08 =237 .25 317 -
8.Inhibitory Control .06 .18 -32" 20" 24 -11 =347 427 238" -
9.Executive Function | 50 15" -.07 .02 A1 -.06 .00 .02 03 .26™ -
10. Executive Function Il 457 22" -.13 .05 15" -.01 -.01 .05 10 307 .84 -
11.Social Competence (Parent) 12 .07 -36™ 31 .39 -.04 =247 29" 08 47 ATT 26T -
12.Social Competence (Teacher) 18" 13 -.18™ A1 19" -.01 -117 A1 -05 17" 267 28" 35 -
13.Emotional Competence 37" 15" =22 A1 22" -.10 -17 15" A3 .30 60" 55T 217 24

*kk

p<.001;, “p<.01;p<

.05.
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Table 3.
Standardized factor loadings for all measurement models (N = 186)
Measurement Models Variables Standardized Factor
Loadings
Socio-emotional Social competence (Parent reported) 55"
Competence
Social competence (Teacher reported) 637
Emotional competence 38"
Self-Regulation Effortful Control
Attention Focusing 78"
Attention Shifting 407
Inhibitory Control 537
Executive Function
Executive Function | 87
Executive Function I 95"
Inhibitory Control 28"
Parenting Responsiveness
Warmth 917
Inductive Reasoning 71

Power Assertiveness

Obedience Demanding 517
Punishment 99"
SES Mother’s Education 78"
Father’s Education 81
Family Income 74
Cooperation Executive Function | 967
Executive Function I 87
Emotional Competence 637

™p <.001; “p<.01; "p <.05.
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fit the data adequately (y*(5, N = 186) = 17.39, p < .04, CFl = .96, RMSEA = .03, (90% CI = .06-
.17), SRMR = .06) . However, the modification indices suggested that loading inhibitory control
indicator on executive function latent construct could improve model fit. This path concurs with
the theory, since research have suggested inhibitory control as one of the core constructs of
executive function (e.g. Davidson et al., 2006 ; Diamond, 2013; Miyake et al., 2000). Thus, we
loaded inhibitory control manifest variable also on executive function. The final revised
measurement model revealed good fit (y*(3, N = 186) = 4.91, p > .05, CFl = .99, RMSEA = .06,
(90% CI =.00- .14), SRMR = .02). The difference in chi-square between two models was
significant (Ay?(2) = 12.48, p <.005), suggesting that the final revised model for self-regulatory
constructs had a significantly better fit compared to original one. All manifest variables were
significantly and positively related with their corresponding latent factors. However, the
association between effortful control and executive function was not significant (r = .06, p = .54).
In the third model, the measurement of parenting constructs, responsiveness and power
assertiveness, were tested. Responsiveness was indicated by mother-reported warmth and
inductive reasoning; power assertiveness was indicated by mother-reported punishment and
obedience-demanding behavior. The model fit the data fairly well (%3, N = 186) = 4.91, p > .05,
CFI =1.00, RMSEA = .00, (90% CI =.00- .00), SRMR =.03). Model-estimated loadings of
responsiveness and power assertiveness were significant in a positive direction, and there was a
significant negative relation between two parenting constructs (r =-.34, p <.01). Next, the
measurement model for SES which was indicated by mother’s education, father’s education, and
family income revealed good fit to the data (y%(0, N = 186) = .00, p = .00, CFI = 1.00, RMSEA =
.00, (90% CI =.00- .00), SRMR = .00) and all the model-estimated loadings were significant and
positive. Finally, we tested measurement model of testing cooperation which was indicated by

executive function I, executive function Il and emotional competence. The model fit the data well
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(x*(0, N = 186) = .00, p = .00, CFI = 1.00, RMSEA = .00, (90% CI =.00- .00), SRMR =.00). All
manifest variables loaded significantly to testing cooperation latent variable in a positive way.
5.2 Structural Equation Model

As tests of measurement models suggested that the manifest variables related to latent
constructs in the ways we predicted, we then tested the structural model in which SES and
depressive symptoms were hypothesized to predict responsiveness and power assertiveness, in
turn executive function and effortful control, and then socio-emotional competence. Additionally,
we included age and sex as control variables on effortful control, executive function and socio-
emotional competence.

The results of the SEM test of the estimated model are depicted in Figure 1, which
includes standardized estimates of parameters. Overall, the model showed adequate fit to the data
(x%(107, N = 186) = 166.46, p < .01, CFl = .95, RMSEA = .055, (90% CI = .04- .7), SRMR =
.06). All of the hypothesized parameter estimates in the structural model were significant except
the estimates of the pathways from responsiveness and power-assertiveness to executive function,
from power-assertiveness to socio-emotional competence, from responsiveness to effortful
control, and from depressive symptoms to effortful control and executive function. Children’s
age was significantly related to executive function (# = .53, p =.00) and socio-emotional
competence (5 = .24, p =.009). Also, there were significant associations between children’s sex
and effortful control (5 = -.27, p = .002), and sex and socio-emotional competence (f =-.28, p =
.002). On both effortful control and socio-emotional competence measures, girls had higher
scores compared to boys.

The results showed that higher depressive symptoms were associated with lower levels of
responsiveness and higher levels of power-assertiveness. The paths from depressive symptoms to

effortful control and executive function were not significant. However, the test of mediation
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revealed that depressive symptoms significantly related to effortful control through power-
assertiveness (5 = -.03, p =.005). Higher SES was related to higher levels of responsiveness and
lower levels of power-assertiveness. Also, there was a significant, positive relation between SES
and children’s executive function. Although the direct path from SES to effortful control was not
significant, the indirect path from SES to effortful control through power-assertiveness was
marginally significant (5 = .10, p = .058). Among the relations between parenting and self-
regulatory constructs, only the association between power-assertiveness and effortful control was
significant and negative. Finally, higher levels of effortful control and executive function were
related to higher levels of socio-emotional competence.

None of the indirect pathways from SES and depressive symptoms to children’s socio-
emotional competence through effortful control, executive function, and the parenting constructs
was significant. Similarly, executive function and effortful control did not mediate the relation
between parenting constructs and socio-emotional competence. However, responsiveness was

directly and positively related to socio-emotional competence
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variable path.  p<.001, p<.01, p<.05.
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Chapter 6
DISCUSSION

In this study, we examined self-regulatory skills, namely effortful control and executive
function, in Turkish preschool-age children and their mediating roles in the associations of
parenting behaviors with children’s socio-emotional competence. We also investigated the roles
of socioeconomic context and maternal depression in these relations. We explored the
associations of SES and depressive symptoms with children’s self-regulation, and also tested if
supportive and unsupportive parenting behaviors mediated the associations of these exogenous
factors with children’s self-regulation and socio-emotional competence. Self-regulation has
received great deal of attention from researchers and has been identified as a key ability required
for efficient cognitive and social functioning in different age groups (Kochanska et al., 2000;
Raffaelli et al., 2005). However, to our knowledge, a limited number of studies has examined the
role of self-regulation in the relations between multiple contextual stressors, parenting behaviors,
and developmental outcomes in children, and even fewer conducted with non-Western samples.

The same parenting practices may have different meanings in different cultural groups;
and the way parenting behaviors are perceived by children may change their relative impacts on
child outcomes (Lansford et al., 2005; Yagmurlu et al., 2005). This recognition that culture and
child development are related necessitates testing the developmental models in non-Western
populations as well as the Western populations (Garcia Coll et al., 2000). To understand the
functional mechanisms (cultural contextualism) in a non-western culture (Kagitcibasi, 2000;
Szapocznik & Kurtines, 1993), we, in this study, examined the associations between major self-
regulatory and socio-emotional competencies in young children, parenting, and rearing context in

Turkey. While this study is not a cross-cultural one and therefore does not allow making
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comparisons between Western and non-Western samples in terms of the patterns examined, it
contributes to the literature by presenting results from an understudied sample.

The present study investigated an integrative framework of self-regulation encompassing
effortful control and executive function perspectives. Inhibitory control was included as a
component of both aspects of self-regulation. Previous research has suggested inhibitory control
is one of the central components of both children’s effortful control (e.g. Eisenberg, Smith et al.,
2004) and executive function (e.g. Davidson et al., 2006; Miyake et al., 2000). Similar measures
of inhibition (e.g. Stroop-like tasks) were used to measure effortful control (e.g. Lengua et al.,
2007) and executive function (Carlson, 2005) in several studies. In the current study, the
Children’s Behavior Questionnaire (CBQ) was used to assess inhibitory control. Although CBQ
was not explicitly designed as an assessment of executive function, the inhibitory control
construct of effortful control assessed by the CBQ has been found to be significantly related to
executive function in previous research (see Best, Miller, & Jones, 2009). Similarly, Cuevas,
Hubble and Bell (2012) found significant positive associations between a parental-reported
assessment developed to measure children’s executive function (The Behavior Rating Inventory
of Executive Function - Preschool Version; BRIEF-P) and inhibitory control measured by CBQ.

In the present study, even after children’s age and gender were controlled, both effortful
control and executive function were related to socio-emotional competence. These results are
important because they indicated that the temperamentally based aspect and the more cognitively
loaded aspect of self-regulation are both needed for maintaining social and emotional adjustment
in preschool years. Mother reports for effortful control and behavioral measures for the most part
of executive function were used in the present study. These different methods of measurement
might also contribute to unique prediction of socio-emotional competence. The association

between effortful control and executive function was not significant, suggesting that these two
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aspects of self-regulation do not tap exactly the same processes. However, inhibitory control was
both related to executive function and effortful control, thus there might be also some overlap
between two aspects of self-regulation. These findings were parallel to the results of some earlier
studies. For example, Blair and Razza (2007) reported that effortful control and executive
function explained unique variance in math and literacy ability although there was overlap
between them in predicting these academic outcomes.

Among the relations of self-regulatory constructs with parenting behaviors, only
children’s power-assertive parenting was significantly related with effortful control.
Responsiveness was not associated with any of self-regulatory dimensions. This result was
parallel to the findings of a meta-analysis study (Karreman et al., 2006) which showed that
negative parental control (i.e. power-assertive limit-setting activities and coercive behaviors)
were significantly and adversely related with children’s self-regulation, while responsiveness,
consisting of behaviors such as positive affect, sensitivity and warmth, was not significantly
associated with self-regulation. It is important to note that, on parenting variables, there was little
variability in measure scores. This was particularly true for responsiveness measures. Due to
limited range of scores obtained for responsiveness (M = 4.70, SD = .35 for warmth; M = 4.46,
SD = .45 for inductive reasoning), relations between responsive parenting and self-regulation
may be less likely to appear.

Contrary to our expectations, effortful control and executive function did not mediate the
links from parenting to socio-emotional competence. However, there was a direct positive
association between responsiveness and socio-emotional adjustment. This result was similar to
previous findings showing that mothers’ responsiveness to their children was directly associated
with social competence, including friendliness and empathic involvement with peers (Denham,

Mitchell-Copeland, Strandberg, Auerbach, & Blair, 1997). When mothers display positive
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reactions to their children’s negative emotions, children have models for sympathetically
responding to others’ distress. Moreover, mothers who provide clear explanations in response to
inappropriate behaviors may also promote their children’s prosocial reactions to others’ emotions
and behaviors (Denham et al., 1997). Hence, responsive parenting might be directly related to
positive social interactions and emotional well-being among preschoolers.

We also obtained evidence for the links of SES and depressive symptoms with parenting
and child outcomes. The findings indicated that mothers’ with higher depressive symptoms were
more likely to display power assertion and less likely to display responsiveness in child rearing.
There were no direct associations between mothers’ depressive feelings and self-regulation.
However, depressive symptoms were linked to lower levels of effortful control through power-
assertive parenting. Individuals who suffer from depression are likely to engage in dysfunctional
conflict resolution, prolonged processing of negative aspects of presented information, and
maladaptive regulation of negative affect; also they are likely to experience persistent anger.
Hence, they may react events with anger outbursts and exhibit exaggerated sense of frustration
even in minor events. Mothers who experience such symptoms may show hostility, rejection of
the child and may display power assertive discipline strategies. In prior research, when the child
resisted her control attempts, mothers experiencing heightened depressed mood mostly failed to
achieve mutually agreed compromise and effective parenting (Campbell, Pierce, March, &
Ewing, 1991; Fendrich et al., 1990). Hence, mothers with depressive feelings may lack the skills
to provide proper regulation modelling and training for their children through parenting, which
then, may adversely influence regulatory capacity of children (Goodman & Gotlib, 1999).

Our analyses also indicated that family SES played an important role in parenting. As
family SES increased, children were more likely to receive responsiveness from their mothers,

and were less likely to be disciplined with a power assertive approach. Also, there was a direct
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positive association between SES and executive function. Children in disadvantaged socio-
economic conditions are likely to experience the chronic, physical and psychosocial stressors
(Evans & Kim, 2013). These stressors may influence functions of prefrontal cortex (the key brain
area involved in executive function) and executive functions through their impact on stress
response systems.

The findings also demonstrated that there was a marginally significant mediated relation
between SES and effortful control through power-assertive parenting. These results might
suggest that although SES may influence preschoolers’ self-regulatory skills directly, there was a
trend that alternative factors such as power-assertive parenting may be influential on the pathway
from SES to self-regulation. For example, lower parental education and income may limit
children’s opportunities to engage in structured, goal-directed activities within and outside the
home (Bradley & Crown, 2002). Moreover, poor socio-economic conditions may reduce the
likelihood that parents would provide an enriching and stimulating environment (e.g. provision of
stimulating learning materials, telling stories), set high developmental goals for their children,
and engage in competency promoting activities. This may result in fewer opportunities for the
child to practice effortful control skills (Brody, Flor, & Gibson 1999). However, further support
is needed to clarify these mechanisms from socio-economic circumstances to self-regulation.

Our study indicated that none of the hypothesized indirect links from SES or depressive
symptoms to socio-emotional adjustment of preschoolers were significant. The pathway from
SES to socio-emotional competence was not mediated by parenting and self-regulatory
constructs. Similarly, depressive symptoms were not associated with socio-emotional
competence through parenting and self-regulation. These findings may suggest that for the
associations of SES and maternal depressive feelings, different mechanisms rather than through

parenting and child’s self-regulation may occur for Turkish preschoolers.
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The findings presented here must be interpreted with the knowledge that this study had a
cross-sectional design, and hence, causal conclusions are not warranted. We used the terms
‘predictors’ and ‘outcome’ in the statistical sense; and following from this, some of the findings
were at times discussed in terms of one factor having an influence/role on another. Although
developmental theory and previous findings suggest that it is plausible that the direction of
influence is more from SES and psychological well-being to parenting and child outcomes, it
would be more possible to delineate these intricate relationships with carefully designed,
longitudinal studies. An additional limitation of our study might be the use of maternal self
reports to assess parenting behaviors. Observations for parenting could be used to augment self-
report assessments in future studies.

A particular strength of our study was the use of multiple and multi-informant methods to
assess central aspects of self-regulation (attention, inhibitory control, executive functions) and
socio-emotional development (social competency in different settings and affect knowledge)
comprehensively. The two parenting dimensions examined in this research were formed from
child-rearing behaviors shown to be important aspects of parenting in the Turkish family
(Kagitcibasi, 2000; Yagmurlu & Altan, 2010). The variable ‘maternal responsiveness’ did not
only tap mother’s affectionate and warm behaviors but also providing explanations to the child,
reasoning. ‘Maternal power assertion’ included obedience-demanding behavior of the mother in
addition to different forms of punishment, as the expectation for unquestioning obedience is
shown to be a common form of power-assertive parenting in the Turkish culture (Kagitcibasi,
1982). SES was indicated not only by economic welfare but also educational levels of both
parents. And as the indicator of maternal psychological well-being, we used self-reports of
depressive feelings which could have significant implications for adequate parenting of young

children.
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Taken together, it appears that the behavioral and cognitive aspects of self-regulation have
commonalities but they do not entirely overlap; and even when investigated together, each self-
regulation skill is individually associated with socio-emotional competence. Moreover, the study
suggested that parenting practices might exert their influence on child development differently:
responsiveness had a more pronounced role on children’s socio-emotional competence compared
to power-assertion, whereas power-assertiveness was the only parenting dimension that was
associated with children’s self-regulation. The findings only partially supported the results of
earlier research driven by theories that focus on stress in developmental contexts (Abidin, 1992;
Conger et al. 1992). There was evidence for the relation of contextual factors to children’s self-
regulation through power assertive parenting; however, there were not significant relations
between SES and depressive symptoms and children’s socio-emotional competence through
parenting and self-regulation.

The sample of the study was a non-clinical one, and the mothers reported experiencing
mild levels of depressed affect. Nevertheless, even the variance within this restricted range was a
significant predictor of the parenting and child variables in our model, providing support to
previous research revealing that even subclinical/mild levels of maternal depression had
significant effects on parenting (Gerdes et al., 2007) and child adjustment (Laurent et al., 2012).
These findings have policy implications. Intervention studies designed to decrease parental
depression and parenting quality (e.g. Feinberg, Kan, & Goslin, 2009) indicated that mothers
with depression, including the ones who experienced mild forms of it, benefited from parent
training programs. Parenting behaviors of mothers improved in quality, they became more
engaged and attentive, and self-regulatory capacity of their children improved significantly,
compared to a control sample. Our findings also suggested that self-regulation of Turkish

children could benefit from interventions that target depressed affect of mothers.
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Investigating two contextual factors, SES and maternal depression, together in our model allowed
us to evaluate their individual predictive values over children’s developmental outcomes. Our
findings from an understudied sample partially supported and extended the existing literature by
indicating particular divergent mechanisms of maternal psychological and family socio-economic
factors that may disrupt or promote preschoolers’ self-regulatory skills and also by indicating the
roles of different aspects of self regulation and parenting in enhancing in socio-emotional

adjustment in earyl childhood years.
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Appendix A
ANNE ANKET KiTAPCIGI
Genel Bilgiler:
Anketi doldurdugunuz tarih: Giin Ay Yil

(Cocugunuz herhangi bir yuvaya devam ediyorsa):

Kurumun adi: Siuf:

Calismaya Katilan Cocuk ile ilgili Sorular:

1. Cocugun ad1 ve soyadi:

2. Cocugun dogum tarihi: Giin Ay Yil

3. Cocugun cinsiyeti (liitfen isaretleyiniz): Erkek[]  Kiz[]

4. Cocuk disarida anaokuluna/okul 6ncesi kuruma devam ediyor mu? Evet[] Hayir[]

5. Cocugun ilk kez anaokuluna/krese basladigi tarih: Ay

Y1l

6. Cocukta tanis1 konulmus herhangi bir gelisimsel sorun var m1? (6rnek: otizm, Down

53

7. Bu ¢alismada yer alan ¢ocugunuz disinda evde sizinle birlikte yasayan baska bir

cocugunuz/cocuklarmiz var mi?

L1 Hayir
L1 Evet, (Liitfen agsagidaki tabloyu doldurunuz)

Cocugunuzun Adi Cinsiyeti Dogum Y1li
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Cocugun Saglig1 ve Gelisimi ile Ilgili Sorular:

10. Cocugunuzun gegirdigi 6nemli bir kaza, ameliyat veya ciddi bir hastalik var mi1?

Lutfen belirtiniz:

11. Cocugunuzun bilinen énemli bir kronik (devamli) saglik sorunu (6rnek: kalca ¢ikigi, astim,
kalp, seker, romatoid artrit, depresyon) ve/veya siirekli kullanmasi gereken ilaglar var m1?

Latfen belirtiniz:

12. Asagida yer alan durumlar kronik (devamli) ve ileri derecede ¢cocugunuzda varsa liitfen
yanina isaret koyunuz:

Kekeleme problemi (Simdi veya gecmiste)

Konusma gecikmesi (simdi veya ge¢miste)

Altini 1slatma (siirekli olarak ¢ig-kaka tutamama)

Norolojik sorun (epilepsi vb.)

Bagisiklik sistemi hastaligi

Ciddi engel (gorme, isitme, ortopedik vb engel.)

13. Cocugunuzun son 6 aydir siirekli olarak kullandig1 bir cihaz veya alet var mi1? (6rnek: gozliik,
atel, koltuk degnegi vb.)

Litfen belirtiniz:

14. Cocugunuzun evde bakicis1 var m1? Evet[] Hayir[]]

14.a. Evet ise; haftada kag saatini onunla gegiriyor?

15. Evde konusulan dil nedir?

15.a. Bakicinin ¢ocugunuzla konustugu dil nedir?
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16. Cocugunuzun evde siirekli beraber yasadigi tiim yetiskinleri (anne, baba, nine, dede, teyze,

amca vb.) liitfen siralayiniz:

Cocukla olan yakinligl/ akrabalik iligkisi Yas (yaklasik olarak)
1
2
3
4
5
Anne ile ilgili bilgiler
1. Annenin dogum tarihi: Giin Ay Yil

2. Annenin egitimi

Okuma yazma bilmiyor 0 | Liseden terk 5
Ilkokuldan terk veya okuma-yazma biliyor 1 | Lise mezunu 6
Ilkokul mezunu 2 | Yiiksek okul mezunu (2 yillik) 7
Ortaokuldan terk 3 | Universiteden terk 8
Ortaokul mezunu 4 | Universite mezunu (4 yillik) 9
Uzmanlik derecesi var (yiiksek lisans, doktora veya tipta uzmanlik gibi) 10

3. Anne su anda calistyor mu? (uygun olan segenegin altindaki rakami daire i¢ine aliniz)

Evet Evet Hayir
(Tam zamanli, haftada 40 saat) | (Yari-zamanli, haftada 20-25 saat ) (Calismiyor)
1 2 3

4. Annenin su anki medeni hali (uygun olan secenegin altindaki rakami daire igine aliniz)

Evli Bosanmis veya dul

Ayr yasiyor

Yeniden evlenmis

1 2

3

4
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Baba ile ilgili bilgiler

5. Babanin dogum tarihi: Giin Ay Yil

6. Babanin egitimi

Okuma yazma bilmiyor 0 | Liseden terk 5
Ilkokuldan terk veya okuma-yazma biliyor 1 | Lise mezunu 6
Ilkokul mezunu 2 | Yiksekokul mezunu (2 yillik) 7
Ortaokuldan terk 3 | Universiteden terk 8
Ortaokul mezunu 4 | Universite mezunu (4 yillik) 9
Uzmanlik derecesi var (yiiksek lisans, doktora veya tipta uzmanlik gibi) 10

7. Baba su anda calisiyor mu? (uygun olan segenegin altindaki rakami daire igine aliniz)

Evet Evet Hayir
(Tam zamanli, haftada 40 saat) | (Yari-zamanli, haftada 20-25 saat ) (Caligsmryor)
1 2 3

8. Babanin su anki medeni hali (uygun olan segenegin altindaki rakami daire i¢ine aliniz)

Evli Bosanmis veya dul

Ayr1 yastyor

Yeniden evlenmis

1 2

3

4

9. Hane halkinin toplam geliri (evde siirekli yagayan tiim bireylerin toplam kazanci):

Ayda 630 TL’nin altinda

Ayda 630 — 1000TL

Ayda 1001 —2000 TL

Ayda 2001 — 4000 TL

Ayda 4001 — 7000 TL

Ayda 7001 — 12000 TL

N o o~ WOW|IDN|PE

Ayda 12000 TL nin iizerinde
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Appendix B

SOSYAL BECERI OLCEGI

Boliim A

Asagida, cocuklarin serbest oyun zamaninda yasitlarina gosterdikleri baz1 davraniglar yer
almaktadir. Liitfen her bir ifadeyi dikkatlice okuyunuz ve s6z konusu davranisi (bu
caliymada yer alan) cocugunuzun son 6 ay icerisinde ne siklikla yaptigini isaretleyiniz.
Sorulari cevaplarken ¢ocugunuzun s6z konusu davranist “oyun zamaninda” ne kadar
yaptigini diistiniintiz. Eger ¢ocuk anlatilan davranisi hi¢cbir zaman yapmiyorsa 1’i; bazen
yapiyorsa 2’yi; sik sik yapiyorsa 3’{i; her zaman yapiyorsa 4’ isaretleyiniz.

Higbir Bazen Sik sik Her
Zaman Zzaman
1. Diger ¢ocuklara oyun sirasinda yardimci olur. 1 2 3 4
2. Oyun zamaninda kavga veya tartisma baslatir. 1 2 3 4
3. Oyun zamaninda digerleri tarafindan diglanir. 1 2 3 4
4. Oyunda sirasint beklemeyi reddeder. 1 2 3 4
5. Oyun oynayan ¢ocuklarin ¢evresinde dolanir,
: - 1 2 3 4
aralarina girmeye tereddiit eder.
6. Oyuncaklarin1 paylasir. 1 2 3 4
7. Oyun zamaninda i¢e kapanir. 1 2 3 4
8. Oyun zamaninda amagsizca ¢evrede dolanir. 1 2 3 4
9. Diger ¢ocuklarin oyunla ilgili fikirlerini reddeder. 1 2 3 4
10. Oyun zamaninda diger ¢cocuklar tarafindan
.. . 1 2 3 4
gormezden gelinir/yok sayilir.
11. Oyun sirasinda gereksiz yere gevezelik eder,
1 2 3 4
konusur.
12. Oyun sirasinda arkadagslar1 arasinda ¢ikan
1 2 3 4
anlagmazliklan yatistirmaya calisir.
13. Oyun zamaninda baskalarinin esyalarina zarar verir. 1 2 3 4
14. Oyun sirasinda bagkalartyla farkli goriiste oldugunu
. 1 2 3 4
kavga etmeden ifade eder.
15. Oyuna ¢agrildiginda katilmayi reddeder.
1 2 3 4




Appendices 58
Hiebir Bazen Sik sik Her
Zaman Zzaman
16. Oyuna girebilmek i¢in bagkasinin yardimina ihtiyag 1 5 3 4
duyar.
17. Oyun sirasinda baskalarina s6zlii olarak satasir. 1 2 3 4
18. Oyun sirasinda aglar, mizmizlanir, huysuzluk eder. 1 2 3 4
19. Digerlerini oyuna katilmalar1 i¢in ¢agirir, onlari
. 1 2 3 4
tesvik eder.
20. Oyun sirasinda bagkalarinin elindekileri (esya ya da
1 2 3 4
oyuncak) zorla alir.
21. Oyun sirasinda birilerinin cani yandiginda veya 1 5 3 4
tiziildiiklerinde onlari teselli eder.
22. Oyun kurallarini anlayip takip etmede zorlanir. 1 2 3 4
23. Herhangi bir oyuna baslayabilmek i¢in bir
LS . N 1 2 3 4
yetiskinin yonlendirmesine ihtiya¢ duyar.
24. Bagkalarinin oyununu bozar. 1 2 3 4
25. Oyun zamaninda mutsuz goriiniir. 1 2 3 4
26. Oyun zamaninda saldirgandir. 1 2 3 4
27. Oyun sirasinda olumlu duygular gosterir (6rn: giiler,
1 2 3 4
kahkaha atar).
28. Oyun kurma konusunda yaraticidir. 1 2 3 4
29. Oyunu ve arkadaslarin1 yonetmek ister. 1 2 3 4
30. Arkadaslartyla oynarken bir etkinlikten bagka bir
etkinlige ge¢cmesi gerektiginde uyumsuz davranip 1 2 3 4

diizeni bozar.
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Boliim B

Asagida, ¢ocuklarin genel olarak gosterdikleri bazi duygu ve davranislar yer almaktadir.

Liitfen her bir ifadeyi dikkatlice okuyunuz ve s6z konusu duyguyu veya davranisi (bu

calismada yer alan) cocugunuzun son 6 ay icerisinde “genel olarak” ne siklikla yaptigini

isaretleyiniz. Eger ¢ocugunuz anlatilan davranigi hi¢cbir zaman yapmiyorsa 1°i; bazen
yapiyorsa 2’yi; sik s1k yapiyorsa 3’ii; her zaman yapiyorsa 4’1 isaretleyiniz.
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Hicbir Bazen Sik sik Her
Zaman Zaman
31. Yiiz ifadesinden duygularini anlamak zordur. 1 2 3 4
32. Zorda olan bir ¢cocugu teselli eder ya da ona yardimci 1 5 3 4
olur.
33. Kolaylikla hayal kirikligina ugrayip sinirlenir. 1 2 3 4
34. Faaliyeti kesintiye ugradiginda kizar. (6rnegin; yemek
zamani elindeki oyunu vb. birakmasi gerektiginde 1 2 3 4
kizginlik gosterir.)
35. Huysuzdur, ¢abuk kizip 6fkelenir. 1 2 3 4
36. Giindelik islerde yardim eder (6rnegin; sofra
1 2 3 4

kurulurken, ev toplanirken yardime1 olur.)
37. Cekingen ve tirkektir; yeni ortamlardan ve
durumlardan kacinir (6rnegin; yeni biriyle tanistiginda, 1 2 3 4
yeni bir oyun dgrenilirken vb.).
38. Genel olarak iizgiin, mutsuz ya da depresiftir. 1 2 3 4
39. Yagsitlan arasinda ¢ekingendir ya da yasitlariyla

R 1 2 3 4
olmaktan huzursuz goriiniir.
40. En ufak bir seyde bagirir ya da ¢i1glik atar. 1 2 3 4
41. Hareketsizdir, oynayan ¢ocuklar1 uzaktan seyreder. 1 2 3 4
42. Anlagmazliklara ¢6ziim yollar arar. 1 2 3 4
43. Yasitlarindan ayri, kendi bagina kalir. 1 2 3 4
44. Diger cocuklarin goriislerine 6nem verir. 1 2 3 4
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Hiebir Bazen | Sik sik Her
Zaman Zzaman
45. Diger ¢ocuklara vurur, onlari 1sirir ya da tekmeler. 1 2 3 4
46. Yasitlariyla yaptigi faaliyetlerde veya oyunlarda
A 1 2 3 4

onlarla is birligi yapar.
47. Diger ¢ocuklarla anlasmazlik yasar. 1 2 3 4
48. Genel olarak halsiz ve yorgun goriiniir. 1 2 3 4
49. Oyuncaklara iyi bakar, oyuncaklarin kiymetini bilir. 1 2 3 4
50. Yasitlaryla faaliyetlere katilmay1 reddeder ya da

. 1 2 3 4
faaliyet sirasinda konusmaz.
51. Kendinden kiigiik cocuklara kars1 dikkatlidir. 1 2 3 4
52. Yasitlari arasinda fark edilmez, siliktir. 1 2 3 4
53. Diger ¢ocuklar1 istemedikleri seyleri yapmaya zorlar. 1 2 3 4
54.Annesine kizdig1 zaman ona vurur ya da ¢evresindeki 1 5 3 4
esyalara zarar verir.
55. Genel olarak endiseli goriiniir. 1 2 3 4
56. Makul agiklamalar yapildiginda, sdyleneni kabul eder. 1 2 3 4
57. Annesinin sOylediklerine kars1 ¢ikar. 1 2 3 4
58. Cezalandirildiginda (6rnegin; herhangi bir seyden 1 5 3 4

yoksun birakildiginda) baskaldirir, kars1 koyar.
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Appendix C

COCUK DAVRANISLARI ANKETI

Bu ankette ¢ocuklarin davranislar ile ilgili ¢esitli ifadeler yer almaktadir. Ankette yer alan
sorularin dogru ya da yanlis cevaplar yoktur. Cocuklar, bu ifadelerde s6zii gegen davraniglar
bakimindan birbirlerinden farklilik gésterebilmektedir. Bizim amacimiz bu farkliliklar1 daha
1yl anlamaktir.

Liitfen son 6 ay1 gz onilinde bulundurarak, ¢ocugunuzun asagida tarif edilen durumlar
karsisinda nasil davrandigini en iyi gosteren sikki isaretleyiniz.

Ne
Tamamen (Oldukc¢a Biraz |dogru | Biraz |Olduk¢a [Tamamen
yanhs yanhs yanhs | Ne dogru | dogru dogru
yanhs

1. Oyuncak top}ama gibi igler bitene 1 ) 3 4 5 6 7
kadar onunla ugragmaya devam eder.
2. Dokundugu nesnelerin piirtizlii ya da
plriizsiiz oldugunun hemen farkina 1 2 3 4 5 6 7
vartr.
3."G"eneII|kIe b.|r' ffaallyete aceleyle, 1 ) 3 4 5 6 7
diisiinmeden girisir.
4. Agn hissetmek canini ¢ok sikar. 1 2 3 4 5 6 7
5. Annesi veya babasi yeni bir kiyafet
glyic.hgln.de Veyaj dis goriiniisiinde bir 1 5 3 4 5 6 7
degisiklik oldugunda bunun farkina
varir.
6. Baskalar1 konusurken bazen sozlerini

1 2 3 4 5 6 7
keser.
7. Bir seye konsantre olmusken

1 2 3 4 5 6 7
dikkatini ¢ekmek zordur.
8. Ne istedigine cabucak karar verir ve 1 5 3 4 5 6 7
yapmaya koyulur.
9. Bir faaliyete aklin1 vermekte
zorlanir.

1 2 3 4 5 6 7
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Ne
Tamamen [Oldukea |Biraz |dogru | Biraz |Olduk¢a [Tamamen
yanhs [yanhs |yanhs | Ne dogru | dogru dogru
yanhs
10. Ustii 1slandiginda veya iisiidiigiinde 1 5 3 4 5 6 7
oldukga rahatsiz olur.
11. Bir sey yapmaya karar vermeden
yey yapmay 1 2 3 | 4 5 6 7
once genellikle durup diisiinir.
12. Oldukga algak seslerin bile farkina 1 2 3 4 5 6 7
varir.
13. Baska bir sey yapmasi
sOylendiginde yapmakta oldugu isi 1 2 3 4 5 6 7
birakmakta ¢ok zorlanir.
14. Etrafta ilgisini dagitan sesler oldugunda
. . 1 2 3 4 5 6 7
bir faaliyete konsantre olmakta zorlanir.
15. Ba%en resimli bir kitaba gomdiliir ve 1 ) 3 4 5 6 7
uzun stire bakar/okur.
16. Disar1 ¢ikmaya hevesliyken, bazen
heyecan ve telasla iistiine uygun 1 2 3 4 5 6 7
kiyafetleri (6rn: palto) giymeden firlar.
17. Yemege gelirken oyununu kolayca 1 5 3 4 5 6 7
birakir.
1 8; .O.tur.ma (?dasmdakl yeni esyalar1 ve 1 5 3 4 5 6 7
degisiklikleri hemen fark eder.
19 Durup v(?u‘su‘nmeden aklina ilk geleni 1 5 3 4 5 6 7
sOyleme egilimi vardir.
20. C'an.lnl acitabilecegi yerlerde 1 5 3 4 5 6 7
temkinli davranir.
21. Onunla konustugumda bazen beni
duymuyor gibi goriiniir. 1 2 3 4 5 6 7
22. Hig bir isi tamamlamadan birinden
digerine geger.
1 2 3 4 5 6 7
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Ne
Tamamen (Oldukc¢a Biraz |dogru | Biraz |Olduk¢a [Tamamen
yanhs yanhs pyanhs | Ne dogru | dogru dogru
yanhs
23. Anne ve babasinin yiiz ifadelerini 1 5 3 4 5 6 7
hizlica fark eder.
24. Kiiciik bir kesik veya c¢iiriik keyfini 1 5 3 4 5 6 7
oldukea kagirir.
25. Pargalarin st iiste konmasini veya
eklenmesini gerektiren ugrasilara (lego 1 2 3 4 3) 6 7
gibi) kendini verir ve uzun siire ¢alisir.
26. Istedigi bir seyi (6r: oyuncak) hemen
s _ seyt( o ) 1 2 3 4 5 6 7

elde etmek ister.
27. Hikaye dinlerken ilgisi kolayca dagilir. 1 2 3 4 5 6 7
28. Nesnelerdeki ufak lekeleri, kirleri bile

1 2 3 4 5 6 7
fark eder.
29. Bir faaliyetten digerine kolaylikla 1 5 3 4 5 6 7
geger.
30. Cok parlak 151k veya renklerden 1 5 3 4 5 6 7
rahatsiz olur.
31. Yeni bir fa_a_h)_/etl deneyen en son 1 ) 3 4 5 6 7
cocuklardan biridir.
32. Istendiginde, yapmakta oldugu isi

1 2 3 4 5 6 7
kolaylikla birakabilir.
33. Yemek, sigara veya parfiim gibi

1 2 4 7
kokular1 genellikle fark eder. 3 > 6
34. 1lging bir oyuncakla oynarken
cevresiyle ilgilenmez. 1 2 3 4 5 6 7
35. Soylendiginde sesini algaltabilir. 1 2 3 4 5 6 7
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Ne
Tamamen (Oldukc¢a |Biraz |dogru | Biraz |Olduk¢a [Tamamen
yanhs yanhs |yanhs | Ne dogru | dogru dogru
yanhs

36. Yiinli giysiler, kiyafetlerdeki
etiketler gibi pliriizlii/sert maddelerin 1 2 3 4 5 6 7
cildine degmesinden rahatsizlik duyar.
37. Hareketlerini kontrol etmesi
gereken oyunlarda (deve-ciice vb) 1 2 3 4 5 6 7
lyidir.
38. Talimatlar takip etmekte zorlanir. 1 2 3 4 5 6 7
39. Yeni bir faaliyete baglamadan 6nce

- 1 2 3 4 5 6 7
beklemesi sdylendiginde bekleyebilir.
40. Azicik cani yansa bile hemen aglar. 1 2 3 4 5 6 7
41. Bir sey i¢in sirada beklemekte 1 ) 3 4 5 6 7
zorlanir.
42. Yerinde kipirdamadan oturmast
sOylendiginde, bunu yapmakta giicliik 1 2 3 4 5 6 7
¢eker (Orn: sinemada, sinifta).
43. Tehlikeli O'ldl'lgu sOylenen yerlere 1 5 3 4 5 6 7
yavas ve temkinli yaklasir.
44. Dikkatli olmas1 gereken yerlerde
(6rn: karsidan karsiya gecerken) 1 2 3 4 5 6 7
temkinli degildir.
45. VHaylr' dendiginde yapr‘njdkta 1 ) 3 4 5 6 7
oldugu seyi kolayca birakabilir.
46. Cok yiiksek ve cizirtili seslerden 1 5 3 4 5 6 7
rahatsiz olur.
47. Bir seyi yapmamasi gerektigi
sOylendiginde, genellikle icinden gelen 1 2 3 4 5 6 7
diirtiye kars1 koyabilir.
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ANNE COCUK YETISTIRME ANKETI
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Simdi okuyacaginiz climleler ¢cocuk yetistirmeye ait baz1 davraniglar1 anlatmaktadir. Bu
arastirmada yer alan cocugunuza ydnelik olarak bu davranislari ne siklikla gosterdiginizi

diisiiniintiz. Her bir ifadeyi “hi¢bir zaman”, “cok seyrek”, “bazen”, “cogu zaman”
veya “her zaman” seceneklerinden birisini kullanarak isaretleyiniz. Sorularin dogru
veya yanlis bir cevabi yoktur. Amacimiz, yalnizca annelerin ¢ocuk yetistirme

konusundaki davraniglarini 6grenmektir.

Hicbir Cok | Bazen| Cogu Her
Zaman | Seyrek Zaman | Zaman
1. Cocugumun kendisine sdyleneni 1 2 3 4 5
aciklamasiz yapmasini beklerim.
2. Cocugumun daha iyi davranmasini 1 2 3 4 5
saglamak i¢in ona tokat atarim.
3. Cocugum korkmus ya da tiziintiili 1 2 3 4 5
oldugu zaman, onu rahatlatir ve ona
anlayish davranirim.
4. Ondan istedigim bir seyi, cocugumun 1 2 3 4 5
oyalanmadan hemen yapmasini beklerim.
5.Cocugumdan bir sey istedigimde, onun 1 2 3 4 5
isteklerine ya da itirazlarina aldirmam.
6. Cocuguma sevgimi, onu kucaklayarak, 1 2 3 4 5
operek ve sarilarak ifade ederim.
7. Cocugumun, anne ve babasina 1 2 3 4 5
sorgusuz itaat etmesini beklerim.
8. Cocugumun davranigini kontrol etmek 1 2 3 4 5
i¢cin ona tokat atar veya vururum.
9. Belirli bir neden olmaksizin, 1 2 3 4 5
cocugumu kucaklar veya sarilirim.
10. Cocuguma, davraniglarinin 1 2 3 4
sonuclarini agiklarim (6rnegin; birisine 5
vurursa onun cani acir veya sicak
tencereye dokunursa eli yanar gibi)
11. Cocugum, yanlis davrandiginda ona 1 2 3 4 5
bagiririm.
12. Cocuguma baz1 seylerin neden 1 2 3 4 5)

gerekli oldugunu agiklamaya g¢alisirim.
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13. Cocuguma, onun beni ne kadar mutlu
ettigini sOylerim.

14. Cocugum yanlis davrandiginda fazla
aciklama yapmadan, onu yanimdan
uzaklastiririm.

15. Cocugumun, kendisine sdyleneni
tartigmasiz yapmasini isterim.

16. Cocugumla, giinliik konugmalar
sirasinda insanlarin nasil hissettigi
hakkinda konusuruz.

17. Cocugumla benim, sicak ve ¢ok
yakin oldugumuz anlar vardir.

18. Yanlis davrandig1 zaman ¢ocuguma,
sevdigi bir seyi yasaklarim (Televizyon
seyretmek ya da arkadaslariyla oynamak

gibi).

19. Cocugumu dinlemek ve onunla bir
seyler yapmaktan zevk alirim.

20. Cocuguma, kurallara neden uymasi
gerektigini aciklarim.

21. Canmu sikti1 zaman, kendimi
cocugumdan uzaklastiririm.

22. Cocugumun canint stkan/mutlu eden
olaylar oldugunda hislerini benimle
paylagsmasini isterim, onunla bu konuda
konusurum.

23. Cok kotii davrandiginda, ¢ocuguma
fiziksel ceza veririm; Ornek, tokat atarim.

24. Cocuguma, neden cezalandirildigini
veya kisitlandigini agiklarim.

25. Cocugumu kucaklamay1 ve 6pmeyi
severim.

26. Cocugumun davranigini diizeltmek
icin ona fiziksel ceza veririm (6rnegin:
sarsarim, vururum, ¢imdik atarim).

27. Cocuguma, kurallarin nedenini
acgiklarim.
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28. Cocugum mutlu oldugunda da, 1 2 3
endiseli oldugunda da kendimi ona yakin

hissederim.

29. Cocugum itaatkar davranmadigi 1 2 3

zaman, ona tokat atarim.

30. Cocugum yanlis davrandigi zaman, 1 2 3
onunla mantikl bir sekilde konusur ve
olayin lizerinden gecerim.

31. Cocugumla sakalasir ve oyun 1 2 3
oynarim.
32. Cocugum itiraz etse bile, dniine 1 2 3

koydugum yemegi sonuna kadar
yemesini saglarim.

33. Cocugum birini tizdiigii zaman bu 1 2 3
olayin nedenleri ve sonuclar1 hakkinda
konusuruz.

Liitfen tiim sorular1 yanitladiginizdan emin olunuz.




Appendices

68

Appendix E

ANNE DUYGU DURUM OLCEGI

Asagida kisilerin ruh durumlarini ifade ederken kullandiklar1 bazi climleler verilmistir. Her
madde, bir ¢esit ruh durumunu anlatmaktadir. Her maddede o durumun derecesini belirleyen
4 secenek vardir. Liitfen bu segenekleri dikkatle okuyunuz. Son bir hafta i¢indeki (su an dahil)
kendi ruh durumunuzu g6z 6niinde bulundurarak, size en uygun olan ifadeyi isaretleyiniz.

1.

a) Kendimi lizgiin hissetmiyorum.

b) Kendimi {lizgiin hissediyorum.

¢) Her zaman i¢in iizgiiniim ve kendimi bu duygudan
kurtaramiyorum.

d) Oylesine iizgiin ve mutsuzum ki dayanamiyorum.

2.

a) Gelecekten umutsuz degilim.

b) Gelecek konusunda umutsuzum.

c) Gelecekten bekledicim higbir sey yok.

d) Benim i¢in gelecek olmadig1 gibi bu durum

diizelmeyecek.

3.

a) Kendimi basarisiz gérmiiyorum.

b) Herkesten daha fazla basarisizliklarim oldu sayilir.

c¢) Geriye doniip baktigimda, pek ¢ok basarisizliklarimin
oldugunu gériiyorum.

d) Kendimi bir insan olarak tiimiiyle basarisiz
gOruyorum.

4.

a) Her seyden eskisi kadar zevk alabiliyorum.

b) Her seyden eskisi kadar zevk alamiyorum.

c¢) Artk hicbir seyden gercek bir zevk alamiyorum.

d) Beni doyuran hicbir sey yok. Her sey cok can sikici.

5.

a) Kendimi suc¢lu hissetmiyorum.

b) Arada bir kendimi suglu hissettigim oluyor.
c¢) Kendimi ¢cogunlukla suclu hissediyorum.
d) Kendimi her an igin suglu hissediyorum.

6.

a) Cezalandiriliyormusum gibi duygular i¢inde
degilim.

b) Sanki, bazi seyler icin cezalandirilabilirmigim
gibi duygular i¢indeyim.

¢) Cezalandirilacakmisim gibi duygular
yastyorum.

d) Bazi seyler i¢in cezalandiriliyorum.

7.

a) Kendimi hayal kirikligina ugratmadim.
b) Kendimi hayal kirikligina ugrattim.

¢) Kendimden hi¢ hoslanmiyorum.

d) Kendimden nefret ediyorum.

8.

a) Kendimi diger insanlardan daha kotii
durumda gérmiiyorum.

b) Kendimi zayifliklarim ve hatalarim igin
elestiriyorum.

¢) Kendimi hatalarim i¢in her zaman
sucluyorum.

d) Her kétii olayda kendimi su¢luyorum.

9.

a) Kendimi 6ldiirmek gibi diisiincelerim yok.

b) Bazen, kendimi 6ldiirmeyi diislinliyorum ama
boyle bir seyi yapamam.

¢) Kendimi 6ldiirebilmeyi ¢ok isterdim.

d) Eger firsatin1 bulursam kendimi 6ldiirtiriim.

10.

a) Herkesten daha fazla agladigimi1 sanmiyorum.
b) Eskisine gore simdilerde daha ¢ok agliyorum.
¢) Simdilerde her an agliyorum.

d) Eskiden aglayabilirdim. simdilerde istesem de

aglayamiyorum.
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11.

a) Eskisine gore daha sinirli veya tedirgin sayilmam.
b) Her zamankinden biraz daha fazla tedirginim.

¢) Cogu zaman sinirli ve tedirginim.

d) Simdilerde her an i¢in tedirgin ve sinirliyim.

12.

a) Diger insanlara kars1 ilgimi kaybetmedim.

b) Eskisine gore insanlarla daha az ilgiliyim.

c¢) Diger insanlara kars1 ilgimin ¢ogunu kaybettim.
d) Diger insanlara kars1 hig ilgim kalmadi.

13.

a) Eskisi gibi rahat ve kolay kararlar verebiliyorum.

b) Eskisine kiyasla, simdilerde karar vermeyi daha ¢ok
erteliyorum.

c) Eskisine gore, karar vermekte oldukca giicliik
cekiyorum.

d) Artik hi¢ karar veremiyorum.

14,

a) Eskisinden daha koétii bir dis goriinlistim oldugunu
sanmiyorum.

b) Sanki yaslanmis ve cekiciligimi kaybetmisim gibi
diistinliyor ve liziiliiyorum.

c¢) Dis goriiniisiimde artik degistirilmesi miimkiin
olmayan ve beni ¢irkinlestiren degisiklikler
oldugunu hissediyorum.

d) Cok cirkin oldugumu diisiiniiyorum.

15.

a) Eskisi kadar 1yi ¢alisabiliyorum.

b) Bir ige baglayabilmek i¢in eskisine gore daha fazla
caba harciyorum.

c) Ne is olursa olsun, yapabilmek i¢in kendimi ¢ok
zorluyorum.

d) Hig ¢alisamiyorum.

16.

a) Eskisi kadar rahat ve kolay uyuyabiliyorum.

b) Simdilerde eskisi kadar kolay ve rahat
uyuyamiyorum.

c) Eskisine gore 1 veya 2 saat erken uyaniyor ve tekrar
uyumakta giicliik ¢ekiyorum.

d) Eskisine gore cok erken uyaniyor ve tekrar
uyuyamiyorum.

17.

a) Eskisine gore daha ¢cabuk yoruldugumu
sanmiyorum.

b) Eskisinden daha ¢abuk ve kolay yoruluyorum.
¢) Simdilerde neredeyse her seyden kolay ve
¢abuk yoruluyorum.

d) Artik hicbir sey yapamayacak kadar
yoruluyorum.

18.

a) Istahim eskisinden pek farkl1 degil.
b) Istahim eskisi kadar iyi dexil.

¢) Simdilerde Istahim epey kétii.

d) Artik hig Istahim yok.

19.

a) Son zamanlarda pek kilo kaybettigimi
sanmiyorum.

b) Son zamanlarda istemedigim halde iki buguk
kilodan fazla kaybettim.

¢) Son zamanlarda bes kilodan fazla kaybettim.
d) Son zamanlarda yedi buguk kilodan fazla
kaybettim.

20.

a) Sagligim beni pek endiselendirmiyor.

b) Son zamanlarda agr1, s1z1, mide bozuklugu,
kabizlik gibi sikintilarim var.

¢) Agri, s1z1 gibi bu sikintilarim beni epey
endiselendirdigi i¢in baska seyleri diisiinmek zor
geliyor.

d) Bu tiir sikintilar beni dylesine
endiselendiriyor ki, artik bagka seyleri
diistinemiyorum.

21.

a) Son zamanlarda cinsel yasantimda dikkatimi
ceken bir sey yok.

b) Eskisine gore cinsel konularla daha az
ilgileniyorum.

¢) Simdilerde cinsellikle pek ilgili degilim.

d) Hig cinsel istek duymuyorum.
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Appendix F

YONETICIi iSLEVLER DEGERLENDIiRMELERI

2. Ritim Tutma
Arastirmaci: “Simdi baska bir oyuna gecelim. Bu kalemleri tiklatarak bir ritim oyunu

oynayacagiz. Oncelikle bu kalemlerden hangisini istersin?”

“Simdi eger masaya bdyle bir kere tiklatirsam (tiklatir ve bitirince kalemi havada
tutar), senin iki kere tiklatmani istiyorum (Cocugun dogru yapmasini saglar). Aferin, aynen

boyle” (Tebessiim).

“Eger bdyle iki kere tiklatirsam (iki defa tiklatir), senin sadece bir kere tiklatmani

istiyorum (Cocugun dogru yapmasini saglar). Aferin, aynen boyle” (Tebessiim).

Iki kez tek ve ¢ift tiklatma alistirmasi yaparlar. Arastirmaci, cocugun dogru
yapmasina yardimci olur, ona ne kadar iyi oldugu konusunda olumlu geribildirim verir,
heyecan gosterir: “Harika! Sen bu oyunu nasil oynayacagini biliyorsun. Haydi, simdi

ger¢ekten oynayalim.”

Bir iki Iki Bir Iki Bir

Aragtirmaci: “Benimle ¢ok giizel oynuyorsun hadi biraz daha oynayalim. Unutma
ben bir kere tiklatinca sen iki kere, ben iki kere tiklatinca sen bir kere tiklatiyorsun.”

Iki Bir Bir Iki Bir Iki

Arastirmaci: “Aferin... Hadi biraz daha zorlastiralim bu oyunu. Bakalim daha zor bir
ritmi oynayabilecek misin? Simdi, eger boyle bir kere tiklatirsam (tiklatir), senin sadece iki
kere tiklatmani istiyorum (Cocugun dogru yapmasini saglar), iki kere tiklatirsam (tiklatir)
senin bir defa tiklatmani istiyorum (Cocugun dogru yapmasini saglar), ama 3 kere tiklatirsam

yaparlar). “Aferin, sen bu oyunu 6grenmissin”.
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Bir iki U¢ Iki Bir Ug

Aragtirmaci: “Benimle ¢ok giizel oynuyorsun hadi biraz daha oynayalim. Unutma
ben bir kere tiklatinca sen iki kere, ben iki kere tiklatinca sen bir kere tiklatiyorsun, ben ii¢

kere tiklatinca, sen hig tiklatmiyorsun.”

Uc Iki Bir iki Bir Ug

Aragtirmaci: “Aferin ¢ok giizel oynadin benimle.”

NOT: Cocuk eger “Ka¢ tane vurdun hatirlamadim/anlamadim™ derse “Olabilir, devam

edelim” diyoruz; eger “Kural1 hi¢ hatirlamiyorum” derse kurali hatirlatiyoruz.
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Appendix G

DUYGU BILGIiSi TESTi

Gerekli Malzemeler: Duygu bilgisi videolar:; Dort yiiz ifadesi; 2 cocuk sekli (Ali/Ayse)

Dort farkli duygunun (mutlu, iizgiin, kizgin, korkmus) oldugu testte, dncelikli olarak her bir
duygu i¢in ¢ocugun bilgisi incelenir, sonrasinda da 6gretme boliimii yapilir.

IFADE EDICi DUYGU

Simdi, bu oyunda sana farkh yiizler gosterecegim. Ve bu yiizlerle ilgili sorular
soracagim.

[Yiiz kartlari, mutlu-iizgiin-kizgin-kerkmus olacak bi¢gimde yan yana dizilir.]

Bak, burada 4 tane kart var. Peki simdi bana soyler misin bu nasil hissediyor?

[Kartlar1 sirastyla gostererek ¢ocuga nasil ifade ettigini sdyletin. Dogru cevap igin 2 puan,
ayn1 degerdeki yanlis duyguya 1 puan, karsit degerdeki duyguya ise 0 puan verin. Ayrica
muhakkak ¢ocugun cevabini asagida yer alan ilgili boliime yazin.]

MUTLU UZGUN KIZGIN KORKMUS

[Eger cocuk duygu yerine davranis sdylerse (6rnegin, kizgin icin bagiriyor derse) PEKI
NASIL HISSEDIYOR? diye tekrar sorulur.]

ALICI DUYGU
Hadi simdi kartlar karistiriyoruz.

[Kartlar rastgele karigtirip tekrar dizin.]

Peki, simdi bana “mutlu” surati géster bakalim. [Cevabi1 puanlandirin.]
Peki, simdi bana “iizgiin” surati goster bakalim. [Cevab1 puanlandirin. ]
Peki, simdi bana “kizgin” surat1 goster bakalim. [Cevab1 puanlandirin.]
Peki, simdi bana “korkmus” surat1 goster bakalim. [Cevabi puanlandirin. ]

[Dogru cevap i¢in 2 puan, ayn1 degerdeki yanlis duyguya 1 puan, karsit degerdeki duyguya
ise 0 puan verilir.]

| MUTLU | UZGUN | KIZGIN | KORKMUS |
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OGRETME BOLUMU

Burada 4 tane farkh yiiz var ve her biri farkh bir duyguyu gosteriyor. Bak bu yiiz nasil
hissediyor?

[Suratlardaki her duygu, yiiz ve seslendirme ile canlandirilir. Mesela, mutlu ifadesinde
suratta giilme hakimken, korkmus ifadesinde korku ifadesine hizli nefes aligverisler eslik
eder.]

[Kartlar1 sirayla gosterip ¢ocugun nasil hissettigini cevaplamasini beklenir. Dogru
cevaplamazsa, diizeltilir. Mesela, ¢cocuk mutlu ifadesi i¢in iizgiin diyebilir. Bu ifade mutlu
hissediyor diye diizeltilir. Ya da ¢ocuk giiliiyor diyebilir. Peki nasil hissediyor diyerek tekrar
sorulur.]

[Eger cocuk tiim duygular ilk seferde dogru adlandirirsa, direk teste gecirilir. Ancak
duygulardan birini bile adlandiramazsa, dogru sdylemedigi duygu sdylenir, dort kart
tamamlanir. Ornegin, mutlu-iizgiin-kizgin-korkmus siralamasinda iizgiin kart1 igin
“aglamakli” derse, “peki nasil hissediyor, bana duygunun adini sdyler misin?”’ diye sorulur.
Eger “mutsuz vb.” Gibi bir cevap verirse, “bu yiiz lizgiin hissediyor” deyip, kizgin ve
ardindan korkmus kartina gegilir. Dort kart tamamlandiginda, 2. tekrara gecilir. Eger 2.
tekrarda hepsini dogru soylerse direk teste gegilir. Eger burada da hata yaparsa, 3. tekrara
gecilir. 3. tekrar son turdur. Burada hata olursa tekrar devam edilmez, direk teste gegilir.
Amag, 3. tekrar sonunda her seyi 6grenmesidir.]

Simdi sana bilgisayardan baz: hikayeler izletecegim. Bu hikayelerle ilgili sorular
soracagim. Hadi izleyelim.

[Dort yiiz ifadesini bilgisayarin 6niine mutlu-lizglin-kizgin-korkmus yan yana olacak sekilde
dizilir. Cocugun cinsiyetine gore kullanilacak Ali ya da Ayse karakterini ise gocugun
gormeyecegi sekilde bilgisayarin yanina yerlestirilir.]

[Kiz ¢ocuk i¢in Ayse hikayesi, erkek ¢ocuk i¢gin ise Ali hikayesini agilir.]

[Toplamda 8 hikaye vardir. Her hikayeden sonra sorulacak sorular sirasiyla su sekilde
olmalidir:]

Bak, AYSE/ALI simdi burada. Bu hikayede AYSE/ALI nasil hissediyor, soyle bakalim?
[Eger gosterirse] Simdi bir de soyle bakalim, duyayim.

Peki, AYSE/ALI’ye bir yiiz ver bakalim. (Anlamazsa, Ayse bu hikayede nasil hissediyor,
Ayse’ye bir yiiz ver bakalim?)

[Burada dizilen dort yiiz ifadesinden bir tanesini gostermesi beklenir.]
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Ifade edici: “Nasil hissediyor? Séyle bakalim.” Alici: “Bana surat1 goster bakalim.”
Mutlu Uzgiin Kizgin Korkmus Mutlu Uzgiin Kizgin Korkmus

Ogretme: “Burada 4 tane farkli yiiz var ve her biri farkli bir duyguyu gosteriyor.” diyerek yiizleri ifade eden duygular beden dili, yiiz ifadesi ve tonlama

kullanarak ¢ocuga 6gretilir (mutlu, tizgiin, kizgin, korkmus).
Ogretme yapildi m1?

1. MUTLU:

AYSE/ALI: “ Merhaba! Ben Ayse /Ali. Bu benim erkek/ki1z kardesim.
Aaa! Bana dondurma verdi. Mmmm.. (MUTLU)

Sozel cevap:

Sectigi yliz: Mutlu: Uzgiin: Kizgm:
Korkmus:
2. UZGUN:

AYSE/ALI: “Eve gidiyoruz.”
KARDES: “Seni yere diisiirecegim!!”
AYSE/ALI: Ahh!! Acidi!!Ahh!! (MUTSUZ)
Sozel cevap:

Sectigi yliz: Mutlu: Uzgiin: Kizgm:
Korkmus:
3. KIZGIN:

AYSE/ALI: “Bu kuleyi az dnce yaptim. Onu gergekten ok begendim. Giizel
gOriin miilyor mu?”

KARDES: “Hayir! Bence igreng. Onu yikacagim! ( yikilma sesi)”
AYSE/ALI: (KIZGIN)

Sozel cevap:
Sectigi yliz: Mutlu:
Korkmus:

Uzgiin: Kizgin:

5. MUTLU
AYSE/ALI:” Annem geliyor. Beni hayvanat bahgesine gétiirecek. Hadi
AYSE/ALI hayvanlar1 gormeye gidelim. Filleri severim. Hadi
gidiyoruz. (MUTLU)

Sozel cevap:

Sectigi yliz: Mutlu: Uzgiin: Kizgin:
Korkmus:
6. UZGUN

AYSE/ALI: “ Bisiklete binecegim. Bisikletim nerede? Birisini almus!
Yok! Birisi onu ¢almis!” (UZGUN)

Sozel cevap:
Sectigi yliz: Mutlu:
Korkmus:

Uzgiin: Kizgin:

7. KORKMUS:
AYSE/ALI Yalnizdirlar.
AYSE/ALI: “Buras1 gergekten ¢ok karanlik. Etrafta kimse yok.
(korkulu nefes alma)

Sozel cevap:
Sectigi yiiz: Mutlu:
Korkmus:

Uzgiin: Kizgmn:
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4. KORKMUS 8. KIZGIN
AYSE/ALI: “SSsssss!! AYSE/ALI uyuyor.” AYSE/ALI: “Lahanay1 (Ispanak olarak degistirilebilir) hi¢ sevmem”
AYSE/ALI: “ Ooo riiya goriiyorum. Beni bir kaplan kovaliyor!!!!! Aaa | Anne: “Yemek zorundasin, o kadar!”
hayir!!” (KORKMUS) AYSE/ALI: ! Hayir yaa! Hayir! (MAD-inatgilik yaparak kizmak)
Sozel cevap: Sozel cevap:
Sectigi yiiz: Mutlu: Uzgiin: Kizgmn: Sectigi yiiz: Mutlu: Uzgiin: Kizgn:
Korkmus: Korkmus:
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