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ABSTRACT
This study examined the effects of maternal intreisess and detachment on children’s
cognitive outcomes when children were three and years old. It also examined how
maternal warmth moderated this relationship. & yweoposed that intrusive parenting would
negatively influence children’s cognitive developrhbecause it interrupted children’s
exploratory behaviors, disrupted the synchrony betwthe mother and the child and coerced
the child to fulfill parental demands instead ofsaung his or her own goals. The data were
collected by qualitative (videotaped parent-chilteractions) and quantitative methods
(cognitive tests) from the participants (N=123}le¢ Study of Early Childhood
Developmental Ecologies in Turkey (ECDET). The hssimdicated that (i) the effects of
intrusiveness on cognitive outcomes were nonlin@athere were interactive effects of
intrusiveness with maternal warmth. When warmth kigh, high levels of intrusiveness
affected children’s inhibitory scores and math ssadversely; (iii) maternal detachment
negatively influenced children’s receptive languagd inhibitory control scores; (iv) there
were interactive effects of detachment with matewsamth. When warmth was high, high
levels of detachment affected working memory scackg&rsely. This study suggested that
unlike commonly found by previous research thetpasemotional climate might not buffer
the negative effects of intrusive and detachedrisrg on children’s cognitive outcomes.
Instead, they might exacerbate their negative tffec

Keywords: Maternal intrusiveness, detachment, wiayetgnitive development



OZET
Bu ¢alsma, annenin mudahale eden ve ilgisiz dagtannin gocgun ug¢ ve dort ygarindaki
biligsel gelgimine etkilerini argtirmaktadir. Ayrica sicakdin bu iliskiyi nasil etkiledgini
incelemektedir. Midahaleci anne davstamnin cocgun bilissel gelgimini olumsuz
etkileyecgi one surtulmektedir ciinkl bu davrglar cocigun kssif niteligi tasiyan
davranglarini engellemekte, anne ve ¢ocuk arasindaki semkrbozmakta ve ¢cogu
ebeveynin isteklerini yerine getirmeye zorlayip diemedeflerinden alikoymaktadir.
Calismanin verileri Turkiye Erken Cocukluk Ggin Ekolojileri (TECGE) arstirmasinin
katihmcilarindan (N= 123) niteliksel (anne-cocukilesim gozlemleri) ve niceliksel (bysel
gelisim testleri) yontemlerle toplangtir. Calsma bulgularina goére; (i) midahaleci
davranglarin bilissel gelsim tzerindeki etkileri dgrusal deildir; (i) mudahaleci
davranglarin sicaklikla etkilgim iliskisi vardir. Sicaklik yiksekken, yiksek midahaleci
davranglar cocigun kisitlayici kontrol ve matematik becerilerinumisuz etkilemektedir; (i)
ilgisizlik cocugun alici dil ve kisitlayici kontrol skorlarini ol etkilemektedir; (iv)
ilgisizli gin sicaklikla etkilgim iliskisi vardir. Sicaklik yuksekken, yuksek ilgisizifocusun
isleyen bellek skorlarini olumsuz etkilemektedir. @lisma, daha 6nceki bulgularin aksine,
sicak duygusal ortamin ¢cgaumudahaleci ve ilgisiz ebeveygil olumsuz etkilerinden
korumayabilecgini gostermgtir. Aksine sicak duygusal ortamlar bu davgéamnn olumsuz

etkilerini arttirabilir.

Anahtar Kelimeler: Mudahaleci davranilgisizlik, sicaklik, bilssel gelgim
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Chapter 1: Introduction 1

Chapter 1

INTRODUCTION

This thesis examines the influence of differentlswf maternal control during play
on children’s cognitive development. Specificaltyfocuses on the effects of intrusive
control, responsiveness, and detachment when ehilalte three years old on their cognitive
outcomes at three and four years of age. It alam@ees how maternal warmth moderates
this relationship.

It relies on the theories of attachment, synchregeplogical systems and coercion in
the process of investigating the association batvieusiveness and cognitive outcomes.
Because it examines the effects of responsivenessith and detachment alongside
intrusiveness on cognitive outcomes, it focusetherparent-child interaction on cognition.
As a result, it examines the effects of parentectelationship on the development of
cognition beyond the direct stimulation of cogratidevelopment by parents via teaching,
providing novel experiences, and providing matsribht support learning. This study is
based on data from Turkey. Interaction with parentsely to be the most important factor
accounting for children’s cognitive developmentidgrearly childhood in societies where
preschool enrollment is low and family is the seftwhere the child spends most of his/her
time. Majority of the children started school lateTurkey and they do not get a chance to
attend preschool. According to the Ministry of Matkl Education of Turkey, the enroliment
rates of children in preschool were 16 percentrdu006-2007 academic years. It was below
the world average and close to the lowest rat&ulmSaharan Africa (12 percent). This rate
reached to 26 percent for the 3-5 age group ameB&nt for the 4-5 age group in 2009-2010
academic year but compared to the European Unamatds, where 85 percent of the
children have the opportunity to go to preschdwse numbers were still very low (UNICEF

Turkey, n.d.).
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The study Early Childhood Developmental EcologreSurkey (ECDET), based on
data gathered from a nationally representative &aofdl 052 children and their families
when children were three and four years old, recetiat even at age four, the proportion of
children who are benefiting from preschool educati@s below 5 percent (Baydar, Klntay,
Goksen, Ygmurlu & Cemalcilar, 2010). Therefore, it is appliap to focus on family
interactions in studying early childhood developinarthis context.

There is a considerable body of research that enesithe effects of parental control
on children’s emotional, behavioral and cognitivecomes. Intrusive control is consistently
identified in this research as having negativeat$fen child development. However, there are
multiple terms that are used to refer to intrusesm Negative control, harsh control,
directiveness and restrictiveness, excessive dodivmineering and over-control are some of
the concepts that are used to define intrusivefisisin, Burgess, Dwyer & Hastings, 2003;
Grolnick, Price, Beiswenger & Sauck, 2007; Scaréan&ohr-Preston, Mirabile, Robinson &
Callahan, 2008; Landry, Smith & Swank, 2006; Ndi&&tright, 2004; Donovan, Leavitt &
Walsh, 2000). This thesis aims to unify these cpteander one name and to operationally
define intrusiveness. It specifies an approachdasure maternal behaviors using

observational data.

1.1 Theories that link maternal behaviors to cognite development

According to Bronfenbrenner’s ecological systeneotly (1986), child development
was influenced by several environmental systems.cHild was in direct contact with the
microsystem which included the child’'s immediateissmment; family, peers, school and
neighborhood. Among these, family was the contéxne the child spent most of his/her
time in early years. Bronfenbrenner proposed thairder for children to develop
emotionally, socially and intellectually, they neddo participate in complex reciprocal

activities for an extended period of time with same who cared for the child and with
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whom the child developed a secure emotional attachnThis kind of a reciprocal
interaction would enhance the child’s responsivenesis/her environment and would
support his/her development via facilitating exptan and manipulation (Bronfenbrenner,
1986).

Attachment theory also proposed a link betweergttadity of mother-child
interaction and child’s cognitive development. Aating to this theory, the attachment
system aimed to regulate infant’s behaviors to tammproximity to the caregiver and to
explore the environment (Bretherton, 1985). The twetions of the attachment system;
attachment function and exploration function supgbeach other. When attachment function
was activated —when the child perceived threatckhlel sought contact with the caregiver
and deactivated the exploratory system. In contvastn there was no threat, the child felt
comfort and used the attachment figure as a séase from which to explore the
environment; thus, the exploration function wasvatéd (O’'Connor & McCartney, 2007).
Exploration was important for cognitive developmbatause it provided the child the
motivation for environmental mastery. Environmemtelstery required the child to attend to
activities, engage in them and persist even whaflesfged. It involved solving problems,
interacting with people and objects in the envirenmThis was how the child developed and
practiced his/her cognitive skills. Empirical eunde suggested that those children who
explored and persisted in their engagement witbatbjat 6 months had higher cognitive
scores at 14 months (Banerjee & Tamis-LeMonda, 007

Attachment theory posited that the motivation fegpleration would be highest in
securely attached children who could confidently om the availability of their attachment
figures when needed. During home observationswonih found that mothers of securely
attached children were more sensitive and respertsitheir infants’ cues compared to

mothers of insecurely attached children (Ainswoi®i/9). On the other hand, mothers of
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insecurely attached children (insecure/avoidasgéare/ambivalent and insecure/anxious)
were insensitive, intrusive and interfering, showess warmth and support, more disapproval
and they were less cognitively stimulating (de Bu& van 1Jzendoorn, 1993; O’Connor &
McCartney, 2007; Cassidy & Berlin, 1994). As a tesasecurely attached children who
were concerned about the availability of their garers, refrained from engaging in
exploratory moves and constantly shifted theirraitbe to their mothers (Jacobsen, Edelstein
& Hofmann, 1994).

Thus, securely attached children were expectedve Buperior cognitive skills
compared to insecurely attached children. O’Coramal McCartney (2007) found that
children, who had unorganized, anomalous attachtogheir caregivers, displayed low
levels of task engagement, low-level communica#ind attention skills. Similarly,
insecure/ambivalent children displayed lower les@hmunication skills and less sustained
attention than securely attached children. Theseomes were associated with lower levels
of cognitive skills. In another study examining timks between the quality of mother-child
interaction, Jacobsen et al. (1994) demonstrat&dstturely attached children performed
better on Piagetian tasks designed to assess teacr@ formal operational reasoning as well
as in deductive reasoning tasks in middle childhomtpared to insecurely attached children.
Moss and St-Laurent (2001) supported the same usinds by showing that secure children
outperformed their insecure peers on communicatawk engagement and mastery
motivation. Spieker, Nelson, Petras, Jolly, andBedt (2003) also found that attachment
security predicted better cognitive outcomes. Sechildren scored higher in Bayley Mental
Development Index at 36 months compared to insechildren. Language skills were also
influenced by attachment security (Spieker et2lQ3). Belsky and Fearon (2002) showed

that securely attached children had better languag®rehension skills at 3 years of age.
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In addition to the quality of their attachmentatenship, the dyadic nature of the
interaction between the mother and the child waseted to influence children’s cognitive
development. In synchronous interactions, the miathd the child were in a dynamic,
mutually regulated action (Harrist & Waugh, 200M)e experience of synchronous
interactions helped the child develop importanliskor his/her cognitive development via
mutual engagement with the mother, contingency,raaigprocal verbal exchanges. They
facilitated child’s adaptation to the environmentidearning processes.

During infancy, there were three components of dyagnchrony (Harrist & Waugh,
2002). The first one was mutual attention. It nefdrto the mother and the infant tracking
each other and engaging in joint attention. Thesgecomponent was matching activity level
and it was about how the mother and the infantdioated their movements, facial
expressions and vocalizations. The third compownastcontingency, and it referred to the
occurrence of one event to be dependent on andthesrwas important for infant’s
adaptation to the environment and for infant’s wettion. When the contingencies were
violated consistently, the environment became uliptable for the infant. The infant became
passive as a result of lack of control over theremwnent and this negatively affected infant’s
learning. These three components of dyadic synghietped the infant experience
multisensory processing, experience of effectancesacure attachment.

In synchronous interactions the mother’s actiomsgatd the infant were
complementary, that is what the infant perceivelh wne of his/her senses goes together with
the information coming from another sense. It cal#b refer to the unity of affective, motor
and sensory processes. This not only elicited digtgble environment for the infant, but also
provided a stepping stone for the understandinetelf (Harrist & Waugh, 2002). The
experience of effectance referred to the experieheecomplishing what the infant had

aimed for. In dyadic synchrony, the mother did inégrfere with the infant’s actions and the
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infant was more likely to complete self-initiatectigity as opposed to non-synchronous
dyads. This provided the infant the opportunitgée the consequences of his/her own
behavior, helped develop confidence and motivatorurther action. Furthermore, mothers
who were sensitive to their infant’s cues and resjed to them appropriately had children
who were securely attached. On the other hand,ermothho engaged in non-synchronous
behaviors such as intrusion, over-stimulation adnsistent behaviors had children who
were insecurely attached (Isabella & Belsky, 19Fhese behaviors had adverse implications
for cognitive development as previously positedttachment literature (Jacobsen et al.,
1994; Moss & St-Laurent, 2001; Belsky & Fearon, 208pieker et al., 2003; O’Connor &
McCartney, 2007).

During toddlerhood, the child was more active iteractions than in infancy and the
toddler’s willingness to participate also deterndirtiee course of interaction. However, the
mother was still responsible for establishing aradntaining synchrony. The mother
provided the child increased information and statioh during the second and third year of
life. Synchrony during this period referred to thatual affiliation of the mother and child
during task involvement and verbal interactionsr(isa& Waugh, 2002). Sustained joint
attention and reciprocal verbal exchanges imprdkedahild’s communication skills by
facilitating the processing of new information (lday, Smith, Miller-Loncar,& Swank, 1997)
. Lindsey, Cremeens, Colwell and Caldera (2009)atestnated that children from highly
synchronous dyads performed better in verbal congm&on and expressive vocabulary.
Synchrony also led to child compliance (Harrist &wgh, 2002). In toddlerhood children
learned to practice their skills while at the sanmme they learned to comply with parental
requests. When the mother acted in synchrony Wwélchild, for instance when the mother’s
request was about the child’s current activity,¢héd was likely to comply (Harrist &

Waugh, 2002).
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During early childhood, the implications of synchowois interactions for cognitive
development was said to be less clear (Harrist &§la2002). They argued that by the age
of five, parenting lost its importance for cognéidevelopment since there were plenty of
other factors influencing child development suclatsndance to preschool. However, as
previously argued, preschool attendance was vevyriolurkey and family was the context
where children spent most of their time. For tleigson, it was important to study maternal
behaviors in relation to children’s cognitive desmhent. When the behaviors of the mother
and the child were contingent upon one anothethayt were negatively toned, they were
called coercive exchanges. According to the coarttieory, upon facing a conflict with the
mother over the goals, the child acted aversivelyarental request (Patterson, 1982). If the
negative behavior of the child impeded further titjo@ of the request, the child’s
oppositional behavior was reinforced. In the long the child became less cooperative and
the mother got less attentive to the child. Whendhild no longer received positive
reinforcement for appropriate behaviors, the cfalted developmental challenges such as
behavioral problems, social adjustment and aggreg8iatterson, 1982).

The effects of coercive interactions on a childsavioral development were well
researched. However, research showing the effécisencive interactions on maternal
behavior and child cognitive development were lagkiCoercive exchanges could be
triggered by the over-controlling or overindulggatrental behaviors and intrusion (Harrist &
Waugh, 2002). They stated that, overly intrusivieasors of the mother led to the constant
disruption of the synchronous dyadic interactionthiis kind of interaction where the mother
coerced the child to act in accordance with heuestg, the child might respond negatively.
However, when maternal intrusiveness persisted;tiiid gave up and became passive. The
child no longer interacted with the environmentisilack of exploration led to lack of

problem solving and eventually to lack of learn{(Bgnerjee & Tamis-LeMonda, 2007).
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When same interactions repeatedly occurred aciosgisns, they emerged as stable patterns
(Lewis, 2002). Therefore, the passivity of the dhginforced maternal intrusion and this
might lead to more intrusive control in the future.

The synthesis of these four (ecological systenigclatent, synchrony and coercion)
theoretical approaches indicated that childrengmnadove development was facilitated when
they explored their environments in a supportivé positive parental environment
(Bronfenbrenner, 1986; Jacobsen et al., 1994).&begironments were provided to children
by parents who acted in synchrony with them. Whethers attended to their children’s
activity, engaged mutually and established reciglrgerbal exchanges with them, children
were better adapted to their environments and t&aining processes were facilitated
(Harrist & Waugh, 2002).

On the other hand, in intrusive mother-child intéi@ns, the dyad was constantly
drawn to controlling episodes. In these interacjonother interrupted the ongoing activity of
the child without taking the child’s need for exfation into account (Egeland, Pianta, &
O’Brien, 1993). The mother controlled the activatyen when the child was engaged in it by
himself/herself. Such controlling episodes prevertbe child from experiencing complete
action cycles. As a result, the child was not ablsee the consequences of his/her own
actions and his/her cognitive development was commed (Harrist & Waugh, 2002).

Apart from parenting behaviors, environmental fex®uch as economic status,
maternal education levels, and poverty could aftadt development through influencing
resources available to parents or through parebihgviors. These were the environmental
constraints in which the mother-child dyad wasat#d and they strongly affected the dyadic

interaction.
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1.2 Conceptual Framework

Maternal
warmth

Maternal
behaviors

Child cognitive
development

Family
characteristics

Figure 1.1Conceptual Framewao



Chapter 2: Literature Review 10

Chapter 2

LITERATURE REVIEW
2.1 The influence of maternal behaviors on cogniteroutcomes

Maternal behaviors were expected to be associatadchild cognitive development
as explained by, attachment, synchrony, coercioneaological theories. This association
was hypothesized to be moderated by maternal wasmith was also directly related to
child cognitive outcomes. Additionally, family claateristics such as economic status and
maternal education were expected to indirectlyuigriice cognitive development through their
effects on maternal behaviors. These family charestics had independent effects on child
cognitive outcomes.

In this section, first, the definitions of materiahaviors and their association with
child cognitive development were addressed. Thebkaviors are intrusive control,
responsiveness and detachment. These behaviorsiatareutually exclusive, different
degrees of each behavior might be used in combmafior instance, a mother might be high
in intrusiveness and low in responsiveness and:betant.

Next, the links between the maternal interactigtesaind warmth and family

characteristics were examined respectively.

2.1.1 Intrusive control
In intrusive control mother interrupted the ongoawgivity of the child, or stopped
what the child was saying without taking the ctsldeed for exploration into consideration.
Interference could be physical (grabbing a toyzteifrom the child, closing the child’s
mouth with hand, stopping the child’s efforts white child was engaging in an activity,
pushing the child aside while the child was doiamething or looking at something) or
verbal (controlling the child’s actions with repedtand unnecessary commands) (Egeland et

al., 1993). When mother intruded, she startedrectihe whole activity. In the directive
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pattern, the mother prevented the child from enggam any activity. She controlled the play
and did not allow the child to influence the foaugace of play. There were certain
behaviors that the mother wanted to elicit fromc¢higd so she did not offer an opportunity to
the child to lead the activity. Rather she gaveaicommands (“Paint this picture blue”) or
controlled the child’s activity nonverbally (takagoy away from child) even though the child
was willing to work on his/her own (Landry, Smitiller-Loncar,& Swank, 1997). In the
most extreme case of intrusiveness, the motherdookol of the problem that the child was
focused on and solved it for the child (Culp, Hufilagt, Culp, & Starost, 2000). There was

no opportunity in the interaction for the childexplore or lead since the mother did too much
for the child.

Intrusive control had negative consequences fddi@n’s math and language learning
because it hindered children’s exploration andriofged joint attention and reciprocal verbal
exchanges between the mother and the child. Whehnearsointerfered with their children’s
games instead of providing options, reasoning ara$tipning them about their strategic
moves, they hindered the children’s explorativeawatrs and their ability to formulate
problem solving skills during math learning (Asdedndry, Swank, Smith & Steelman,
2003). Similarly, when the mother deflected childteention from language learning to her
own attentional focus with intrusive behaviors |dlsilanguage learning was negatively
influenced (Landry et al., 1997). In addition, tfeld became less motivated to learn new

concepts since the child did not take an active imlearning.

Assel et al. (2003) investigated the influence atemal directiveness on children’s
visual-spatial skills and executive processes acBaand 6 years and math skills at 8 years of
age. Visual spatial skills are used when a chilegented mathematical information in
his/her mind, for instance when counting objectedttive processes involved forming

independent goals and self-regulation and cognitexebility to achieve those goals. Games
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such as completing puzzles or constructing bloeksiired the child to develop independent
goals and regulate his/her actions step by stepheeve those goals. As a result, Assel et al.
(2003) found that greater maternal directivenegsyatars of age predicted lower levels of
visual-spatial skills and executive function ateéays and there was an indirect effect of
maternal directiveness on children’s math abilttg gears.

Language abilities which were strong predictorsudisequent academic outcomes
were also negatively affected by intrusive parantMurray and Hornbaker (1997) found that
there was a significant negative correlation betwagserved maternal intrusiveness at 12
months and children’s receptive language scor24 atonths. Studying the parenting
behaviors of teenage mothers, Keown, Woodward &ld 2001) found that the association
between being a teenage mother and child languaigeraes was best explained by the
mediation of maternal behaviors such as intrusorerol, verbal stimulation and
involvement. Intrusive control had a negative asgmmn with the child’s language
comprehension and expression when children weee tyears old and was independent of the
effects of other maternal characteristics (Keowal €22001).

Similar conclusions were reached when children igeeyears old. Connell and
Prinz (2002) confirmed the association of high le\a# intrusive control with decreases in
receptive communication skills of children whenytheere five years old. In addition, Hubbs-
Tait, Culp, Culp and Miller (2002) found that insiue control explained unique variance in
child’s Peabody Picture Vocabulary Test score an€dthy verbal and perceptual scores in
kindergarten.

The negative effects of intrusive control were alsmonstrated in an experimental
study with third graders and their mothers (Grdni@urland, DeCourcey & Jacob, 2002). In
that study, mother-child dyads were assigned tkwagether on writing a poem (verbal) or

giving directions on a map (nonverbal) tasks urdeditions either of high or low pressure
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to succeed. In high pressure condition, the motvers told they had to ensure that their
children performed well on a task in which the dhilould later be tested for her/his
performance. In the low pressure condition, thehrest were told that their role was to help
their children learn but that their child was ngpected to perform at a particular level. Also
the children completed a questionnaire assesseaigghrent’s level of autonomy support and
controlling behaviors. After the dyads worked tdgeton the tasks, the children were asked
to complete similar tasks by themselves (map onpdéhe results showed that children’s
performance was affected by maternal control. Thdse were exposed to high levels of
control while learning performed poorly in writigpoem task when they were alone than the
children whose mothers were autonomy supportives@hesults supported the view that
when mothers interfered with their children’s thimkand doing (e.qg., playing and did not let
children explore on their own, their children coulat assimilate the new information. As a
result, they cannot apply this information to ndvepomena when it occurred outside the
context in which they received the information oraly (Grolnick et al., 2002).

On the other hand, it is necessary to distinguasiemtal control from parental
structure to avoid the confusion about its likdigets. Parental structure is an essential
component of parenting since the parent is resptnfr organizing, facilitating and
scaffolding the child’s actions, establishing rudesl guidelines, and providing a supportive
interaction. (Grolnick & Pomerantz, 2009). Parestalicture not only provides the child with
feedback about his/her actions but also informglmemof the consequences of those actions.
Therefore, it provides the child a predictable emwvinent where he/she can adapt easily. On
the other hand, parental control involves intrugdichgmineering and pressuring the child,
coercing the child to fulfill parental demands waith taking into account the child’'s

perspective (Grolnick & Pomerantz, 2009).
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2.1.2 Responsiveness

Maternal responsiveness was defined as the adyaifithe mother to the child by
acknowledging the child’s accomplishments and d¢outions to the task he/she was engaged
in (Tamis LeMonda, Bornstein, & Baumwell, 2001).eTimother allowed the child to lead the
play and engaged in the play in synchrony withdhi&l’'s lead. When mother engaged in
verbal interaction with the child, she supportetidt further engagement with the ongoing
activity. This behavior offered the child a greattlof opportunity to explore and lead.
Responsive behaviors included describing the agtiwithe child, encouraging child’s
engagement during play and praising (“Good jobThét’s right.” or “Yes.”); asking
guestions about an object or an activity (“Whahis shape like?”, “What color is this?”,
“Which one is larger?”), encouraging child’s play fromoting exploratory behavior when
the child was disengaged (“What can we do now? Winaxt?” or “Look here.”) (Tamis
LeMonda et al., 2001).

Maternal responsiveness supported children’s civgnitevelopment through three
different pathways. First, maintaining child’s fecof attention facilitated child’s processing
of new information (Landry et al., 2000). For insta, in the case of linguistic development,
joint attention between the mother and the chitdifated the child’s understanding of the
linguistic symbols and their correct referents.@el; a responsive mother supported the
child’s persistence and exploration by encouragingising and elaboration on child’s
efforts. Children who persisted in engaging wité tijects and exploring the environment
expanded their knowledge and developed new skillménipulating those (Banerjee &
Tamis-LeMonda, 2007). Third, a mother who engagegalay in synchrony with the child’s
lead provided the child some degree of controhengame and this might increase the child’'s

motivation to engage in the interaction. Havingaative role in the interaction was more
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likely to facilitate the child’s learning and dewping complex skills than being a passive
observer (Landry et al., 1997).

There were several studies that indicated theipesffects of responsive parenting
on children’s language development. Tamis-LeMortdd €001) assessed longitudinally
whether maternal responsiveness predicted chilgli@tiievement of language milestones
such as the expression of first imitations, firstr@s, achieving fifty words in expressive
language, engaging in combinatorial speech anttifiin® in using the language to talk about
the past. They found that maternal responsivertesiuad 13 months predicted all five
milestones independently from children’s own atié@. Tamis-LeMonda et al. (2001) also
found that there are different types of maternspomsiveness that affected children’s
linguistic development in different developmentatipds. After the first 6 months when
children became mobile, mothers’ responsivenessrims of their support for children’s
exploratory moves, affirmations of their actionsl &ollowing their foci of attention to label
objects were especially relevant. By the end at fyear, the children’s vocalizations became
more advanced. Thus, mothers’ repetitions of cailty vocalizations and expanding their
words into complete sentences or stories werefteetiwe responsiveness strategies.
Maternal responsiveness was found to be positastpciated with children’s receptive and
expressive language skills in various other studMsrray & Hornbaker, 1997; Steelman,
Assel, Swank, Smith & Landry, 2002; Beckwith & Raay 1996; Pungello, Iruka, Dotterer,
Mills-Koonce & Reznick, 2009) done with one to tlrgear old children.

Maternal responsiveness also predicted generaitoggabilities. Maternal teaching,
which involved sensitively responding to child’slgj vocalizations, or play, at 6 months was
found to predict cognitive performance assessefldyyey Mental Development Inventory at
6 and 14 months of age (Banerjee & Tamis-LeMon@8y2 Aside from the direct effect of

maternal responsiveness on children’s cognitiveeiigament, it had indirect effects on
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cognitive development through influencing childiepersistence. Maternal teaching, which
was measured in terms of maternal responsivenes®stering cognitive development, at 6
months was related to persistence which then a&ffieciild cognitive outcomes at both 6 and
14 months. In another study, mothers’ high sengrtouring play at 20 months predicted
children’s 1Q scores at 5 years of age (Kelly, Mset, Barnard, Hammond & Booth, 1996).

Consistency in maternal responsiveness througlaslyt ehildhood was a stronger
predictor of advanced cognitive development tha@omsistent maternal responsiveness
(Landry, Smith, Swank, Assel & Vellet, 2001). Thatgldren whose mothers showed high
levels of responsiveness only during infancy haevel growth rates compared to those
whose mothers were consistently responsive in ayfamd toddlerhood. Those who
experienced consistent responsiveness had highdés eggnitive development as assessed by
Stanford Binet Test than those who received respeparenting only during infancy or at
preschool years (Smith, Landry & Swank, 2006). Hesveit was still better to receive
inconsistent responsiveness than no responsivefesse children whose mothers displayed
low levels of responsiveness fared the worst.

Murray and Hornbaker (1997) found that there whmnanegative correlation between
directive and facilitative behaviors of mothersthat study a mother who was high on
directiveness controlled all of child’s behavigolysically intervened and persisted till she
got the desired response from the child; and ditetore mother followed the child’s focus of
attention, engaged in child’s activity by commegtand asking questions and elaborating on
child’s play. Thus, these patterns of behavior vaia to what were defined as intrusiveness
and responsiveness, respectively, in this studg.l®Ww correlation showed that intrusiveness
and responsiveness were distinct dimensions amdhiashould be assessed separately. A
mother who was not responsive was not necessatilysive; instead, she might be

detached/disengaged. Furthermore, the mothers beultconsistently responsive.
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2.1.3 Detachment

In detached/disengaged parenting, the mother igntwechild both behaviorally and
emotionally. She was uninterested in the childivées, she did not make eye contact with
the child and she did not respond to child’s attesm gain her attention (Pungello et al.,
2009). She was detached from the child’s needteddsthe mother was self-directed,
following her own agenda. She might be engaged imnmelated activity. There was a lack of
joint attention between the mother and the child.

Detachment was one of the two types of non-synghba&sides intrusiveness that
influenced cognitive development negatively (Romnss Slade & Lynch, 1987). In situations
where the mother was detached from the child artifoactivity -when there was a lack of
joint attention between the mother and the chtlike,synchronous interaction was disrupted.
When the mother missed the child’s signals, cuesnat respond to child vocalizations or
follow the focus of child’s attention, the childeevtually became passive and was at risk of
developing poor cognitive skills.

Maternal detachment was found to be detrimentgkteeral cognitive development of
children. Mother-child and father-child interactsowere observed during a free play situation
and children’s cognitive scores were assessed deygean the characteristics of parent-child
interactions at 24 and 36 months (Tamis-LeMondi@n8on, Cabrera and Lamb, 2004). It
was demonstrated that maternal detachment precheigative child outcomes more strongly
than paternal detachment. Mothers’ detachment 2#&timsavas predictive of low Bayley
Mental Development Index (MDI) scores at 36 mon8imilarly, fathers’ detachment at 24
months predicted children’s MDI scores at 36 monithgnother study, Chang, Park, Singh
and Sung (2009) studied how parental involvememhtead Start parenting programs
influenced parenting behaviors such as cognitivewation, supportiveness, detachment and

intrusiveness and children’s mental abilities whbkildren are 14, 24 and 36 months. Child
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cognitive development was measured with Bayley kllebevelopment Index. The analyses
showed that detachment was negatively associatbdBalyley scores of children at 36
months.

Studies involving the parenting behaviors of depeel mothers supported the claim
that detachment/disengagement was detrimentalitdreh’s language development.
Vocabulary knowledge which was a strong predictdanguage skills and general cognitive
abilities in later childhood and adolescence wés@mced by the quantity and quality of the
verbal interactions between mother and the childtdtlocher, Haight, Bryk, Seltzer, and
Lyons (1991) found that there was a positive asdgioei between the amount of mother’s
speech and child’s vocabulary acquisition at 16 tm&nThis effect was independent of the
child’s dispositional characteristics. On the othand, highly depressed mothers had children
with delayed vocabulary development at 24 monthbr{ght & Tamis-LeMonda, 2002). This
was due to the fact that depressed mothers didrogtde joint attention. They were less
sensitive, less engaged, less affectionate and ngpdecompared to mothers with who scored
low on depression scale. In addition, maternal eiegion led to decreases in mutual
communication, reciprocity and enjoyment during neotchild interactions. Given the
importance of maternal interaction with the chitd €hild’s vocabulary and cognitive
development, such deficiencies resulted in rediemohing opportunities for the child
(Albright & Tamis-LeMonda, 2002).

Another study showed that withdrawn depressed m®thbo were less active and
less contingent spent an estimated 80 perceneofttme disengaged from their children
(Jones, Field, Davalos, Malphurs, Carraway, Schankd<uhn, 1997). Children of
withdrawn mothers scored lower on Bayley Mentall&campared to the children of
intrusive mothers. These children were less ortetaevards the mother, made less eye

contact and engaged in physical activity less. dutbors speculated that these differences
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might be due either to the fact that withdrawn neathwere more severely depressed at 1 year
than comparison mothers or that the children ohaviawn mothers received less stimulation
during early interactions. If there was a low lepkkarly stimulation, language development

and general cognitive development of these chiléreunld be adversely affected.

2.1.4 Warmth

Maternal warmth involved the mother demonstratiogtentment in interacting with
the child. During the mother-child interaction, inet made eye contact with the child, used a
warm tone of voice, and terms of endearment. Stsephgisically affectionate and touched,
cuddled the child in a warm manner and she oftafedrto the child. (Pungello et al., 2009).
These maternal behaviors that reflected warmth hadieect influence on children’s
cognitive outcomes and they might interact witheotimaternal behaviors such as
intrusiveness, responsiveness and detachment diciomg child cognitive outcomes. The
direct effects of warmth on child outcomes andriwalerating effects are discussed
respectively below.

There were three routes of influence through wkiehmth affected children’s
cognitive outcomes (Estrada, Arsenip, Hess & Hodllgwi987). First, in interactions where
there was a high level of warmth, mothers involtrelchild in tasks in an engaging way by
showing their interest. This interaction increae®lflow of information between the mother
and the child. Thus, the child had a better grdspeotask. Second, a warm interaction might
first enhance children’s social competence and wi#nincreased social abilities children
could become competent partners in their interastigith their mothers eliciting further
interaction. When children communicated effectivaty easily with their mothers, they
cooperated and got assistance from their mothenst abe tasks. Third, warmth between the
mother and the child fostered a secure relationglike securely attached children, children

in highly warm relationships were motivated to expltheir environments and persisted even
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in case of challenges. Mothers’ warm availabilitgtivated the child to engage in new tasks;
thus expanded their experiences. As a resultf #lese three routes provided the child with a
foundation for effective learning.

The positive effects of maternal warmth on childsdanguage development were
demonstrated by various studies. Kelly et al. (3966nd that mother’s positive affect
(defined as positive facial and vocal displays)&months was significantly and positively
correlated with children’s receptive language ss@te3 years. Similarly, Hann, Osofsky and
Culp (1996) found that 13 and 20 months positivecifwere significantly related to
children’s language scores assessed by PPVT abaths: These results were supported for
toddler’s language development as well. Pianta {1 88und that maternal positive affect and
warmth were associated positively with four yeat children’s performance on a test
assessing age appropriate knowledge of conceplsdHTait et al. (2002) demonstrated that
emotional support (defined as displays of posiéiffect, giving positive feedback and
hugging) explained unique variance in children’soatand perceptual scores at five years of
age.

Similary, general cognitive abilities were preddttey maternal warmth. Kirsh, Crnic
and Greenberg (1995) found that maternal warmtivatyears was significantly correlated
with child cognitive status at five years. This tdyution was significant even after ruling out
the effects of the strongest predictors (materdatation and cognitive status at two years
assessed by Bayley MDI) of cognitive outcomes daflobn. Estrada et al. (1987) examined
the relation between affective mother-child intéiats at 4 years and children’s cognitive
competence 5 (school readiness), 6 (IQ), and I@E@chievement) years. They found that
warmth at 4 years predicted all of the cognitivecomes. The associations were significant

even after controlling the effects of maternal 16 &ES on children’s cognitive outcomes.
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The moderation of warmth on the link between nratkelbehaviors and child outcomes
was well documented for the effects of maternatr@don children’s behavioral outcomes
especially in cultures where group loyalty and hamgnwas valued. Since both strong ties and
obedience to parents were desirable and adaptivese cultures, maternal control was often
accompanied by warmth (Pomerantz & Wang, 2009)sThuwvas possible that the negative
effects of maternal control on child behavioralamumes were buffered by maternal warmth.

Ispa et al. (2004) found that intrusive parentingmmonths was not associated with
child negativity in African American families, if abernal warmth was high. In line with this
finding, Zaslow et al. (2006) demonstrated thatticdrand warmth had a positive correlation
for their African American sample and control araidh treatment were not correlated.
Another study by Spieker, Larson, Lewis, Keller &itthrist (1999) found that the
correlations between maternal negative controldmid disruptive problem scores were
consistently lower for black children than whiteldren. They also found that black mothers
carried out negative control in combination withteraal warmth (it was measured in terms
of depression/anxiety symptoms; therefore, as tdakarmth, high irritability). Similar
results were found in a study examining the effe€{sarental control on the externalizing
behaviors of three year old children in Turkishteré (Ak¢inar, 2009). When high levels of
behavioral and psychological control were displayéth high levels of maternal warmth, a
decrease was found in children’s externalizing b&a. Thus, when employed together with
warmth, maternal control had less detrimental éfféar children’s behavioral outcomes than
when employed without warmth. The studies that emaththe interaction effects of maternal
warmth and maternal control on children’s cognitileelopment were in line with the
aforementioned findings for children’s behavioratammes. However, there were not many
studies conducted to analyze this interaction effacognitive outcomes. Hubbs-Tait et al.

(2002) demonstrated that children who receiveddhst amount of emotional support in
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addition to the highest level of intrusive confpeirformed the worst in terms of perceptual
abilities. Pungello et al. (2009) found that negaintrusive parenting was not related to
expressive language skills for African Americanldt@n when used in combination with
maternal warmth. And Zaslow et al. (2006) demomstr#hat control was positively
correlated with warmth and also with child readaafpievement. The interaction of positive
parenting with punishment on receptive vocabulaag Yvound with three year old Turkish
children (Yilmaz, 2012). However, according to tslisdy, positive parenting did not act as a
protective factor against high levels of punishnfenteceptive vocabulary. Positive

parenting was only beneficial for receptive vocabyif punishment was low.

2.1.5 Family Characteristics

Family characteristics such as maternal educatnmheconomic status of the family
predicted child cognitive development through thesources the parents provided to the child
and through their effects on maternal behaviorsatda/ the child. The theoretical bases for
the effects of family characteristics; investmemtd®l and family stress model, with
supporting empirical evidence were addressed r&éspbc

According to the investment model, economic stang maternal education influence
children’s cognitive outcomes through their effemtsthe resources available to families
(Guo & Harris, 2000). Low income was associatedhwisufficient nutrition, low quality
neighborhoods and schools, few opportunities totréegh quality health and social services
such as parks and child-related activities (BroBksm & Duncan, 1997). Resourceful and
educated parents could provide their children witimulating materials and educational
experiences such as books, toys, computers arid tognuseums by investing money in
them (Gershoff, Aber, Raver & Lennon, 2007). Thesestments fostered children’s
cognitive development in terms of general cognitibdities, language development and

school readiness.
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In terms of general cognitive abilities Landryakt(1997) found that SES predicted
children’s cognitive scores at 18 months even whereffects of SES on maternal behaviors
were controlled. Tamis-LeMonda et al. (2004) denrasd that, mothers’ education levels
predicted children’s two and three year old Baysntal Development Index (MDI) scores.

Language scores of the children of highly educatetihigh income families were
positively influenced. Stipek and Ryan (1997) destmted that preschoolers whose families
were economically better-off families performedtbetn word-recognition and verbal
fluency tasks than those whose families were ecacaliy disadvantaged. Pungello et al.
(2009) compared the expressive language skillsitdren from low and high SES families
and showed that the increase in expressive langladgebetween 18 and 36 months were
less for children in low SES families. This effeeis significant even after controlling for
parenting factors that were associated with SES.

There is empirical evidence supporting the effettmaternal education and economic
status on children’s school readiness too. PaBeak, Griffin, Ripple, and Peay (1999)
assessed the effects of maternal education orrehiglschool readiness outcomes when they
were three and four years old. They found thatcenl whose mothers had higher educational
levels scored higher on language skills, numeaaal sensory concept development than
children of less educated mothers. Connell andzR8602) found that there was a positive
correlation between maternal education level andddigarten children’s school readiness
which included auditory and visual discriminatitemguage and basic mathematical skills. In
addition, Kiernan and Huerta (2008) stated thdtlolin from economically disadvantaged
families performed worse on Bracken Basic Conc8ptde, which assessed school readiness
skills, than children who came from economicallyaataged families.

Family characteristics also influenced child’s mibige outcomes through their effects

on parenting behaviors. Bronfenbrenner (1986) pgedan his ecological systems theory that
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distal macro level factors exerted their influencechildren’s development through their
influences on proximal micro level factors at hommeaddition, according to the family stress
model developed by Conger, Reuter and Conger (28@®xstress associated with low
income, job loss and poverty influenced parentattalehealth and relationships between
parents. These in turn influenced parenting behlsyieading to less warmth and
responsiveness, more intrusiveness and inconssaeeanting, and eventually the cognitive
outcomes of their children (Conger et al., 200®itd&l and Stright (2004) found that highly
educated mothers used more praise and effectaegies during problem-solving
interactions with their children, they were lessediive in their instructions, they were more
autonomy supportive and they supported childreativ@ engagement more than less
educated mothers.

Empirical evidence supported that maternal behavizediated the link between
family characteristics and children’s general ctigaiabilities and language development.
Beckwith and Rodning (1996) found that mothers flagher SES were more responsive
during play with their children and showed moreipes affect than the mothers from low
SES. These in turn predicted children’s Bayley MeBrevelopment Index scores at two
years, language outcomes at three years and praolemg at five years. Raviv, Kessenich
and Morrison (2004) found that the effects of maaéeducation and economic status on
children’s verbal comprehension abilities and BeacBasic concepts knowledge at 36
months decreased, when maternal sensitivity wasdatitthe model. Similarly, Kiernan and
Huerta (2008) found that more than half of theltetBect of income on children’s cognitive
performance at three years of age was mediateatanpng behaviors. Maternal sensitivity
also mediated the relationship between psychososia{low income and education) and
children’s Bayley Mental Development Index score83Gmonths (Lemelin, Tarabulsy &

Provost, 2006). On the other hand, Lugo-Gil and iSdreMonda (2008) found total
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mediation. They stated that parental behaviordlyatzediated the relationship between

income and children’s cognitive outcomes at 14a@d 36 months as assessed by Bayley

Mental Development Index.

2.2 Hypotheses

Based on the theoretical background and empirgdeace provided above, the

following hypotheses are proposed:

1.

Intrusive control is expected to have a negatifi@@mce on child cognitive
outcomes because it may interrupt children’s exgtly behaviors, disrupt the
synchrony between the mother and the child andtleadhild to fulfill

parental demands instead of pursuing his or hergvats.

Maternal responsiveness is expected to have aymosifluence on child
cognitive outcomes because it facilitates the ¢hipslocessing of new
information by reducing the cognitive load demanbgdttentional shifts, it
supports the child’s persistence and explorati@hitimcreases the child’s
engagement by modeling maternal engagement.

Mother’s detachment during mother-child interacti®expected to have a
negative influence on child cognitive outcomes lbseahe child receives less
stimulation since the mother misses the child’aalg, does not respond to
child vocalizations or follow the focus of childédtention.

Maternal warmth is expected to have positive inflzeeon children’s cognitive
outcomes because it helps to increase the flowfofmation between the
mother and the child, it fosters a secure relahgnand encourages the child
to explore the environment and through enhancinlg’stsocial competence it

increases child’s cooperation during the tasks.
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5. Maternal warmth is expected to act as a prote¢tgtr when there is
intrusive control because behaviors that constittgemth are expected to
moderate the negative effects of intrusive corasothey may increase the
child’s motivation to persist in engaging in théiaty.

6. Maternal warmth is expected to act as a protedtigmr when there is
maternal detachment during mother-child interacttren if the mother is
detached during most of the interaction, the pasiéiffect, warm tone of
voice, terms of endearment the mother uses whers shieracting with the
child may increase child’s motivation to continae Bctivity.

7. Maternal warmth is expected to increase the pe@sitiftuence of maternal
responsiveness on cognitive outcomes because whehrsny with child’s
engagement during play is coupled with positiveettfit will further increase
the child’s motivation to explore and persist euethe presence of challenges.

8. Maternal education and family income are expeatdtate positive influences
on child cognitive outcomes because they are assacwith sufficient
nutrition, stimulating educational materials angenences, and opportunities
to reach high quality social and health servicémylare also expected to have
indirect positive effects through their influenae maternal behaviors towards
the child because they may increase mother’s manthphysical well being.
These in turn facilitate responsive and warm maidsahaviors as well as less

intrusion and detachment towards the child.
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Chapter 3

METHOD

3.1 Participants

The Study of Early Childhood Developmental Ecodsgn Turkey (ECDET) is a five
year longitudinal study conducted to examine ctidstelopment from early childhood to
school age and to identify the ecological factbed tnfluence this developmental trajectory.
Participants constituted a nationally represenéagample of 1,052 children and their primary
caregivers when the children were 36-47 monthsTdiey were selected with stratified
cluster sampling from 24 communities in Turkey. Badsample of ECDET where mother-
child interactions were videotaped constitutedsiple of this thesis (N = 123). Participants
of this subsample were randomly selected from 4apetitan areas of Turkeystanbul,
Izmir, Ankara and Adana. Children were 36-47 mowltdsvhen maternal behaviors are
assessed from observational data and 48-59 moldhehen cognitive outcomes were
measured.
3.2 Procedure

The data were collected by interviewers of ECDHIowvere trained by a team of
researchers prior to data collection in the fiéhterviewers visited the participants in their
homes at prearranged times by the mothers. Quaditdata consisted of mother-child
interactions during semi-structured play and quatitie data comprised of cognitive tests
administered to the children. Home visits took agpnately two hours and both the mothers
and the children received gifts for their parti¢ipa (Baydar, Cemalcilar, Gé&n, Kintay &

Yagmurlu, 2008).
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3.3 Measures

3.3.1 Observational Measures

Mother-child interaction data were collected duranfj0 minute semi-structured
observation. With the aim of observing the dyad'srgday interactions, the mother and the
child were provided with three pictures of lego stoactions that they were asked to work on
together. Structured and semi-structured obsemsitihere the mother-child dyad is
requested to play with toys together are commosgduor observing mother-child
interactions. Parent-Child Interaction System (PAREY) developed by Deater-Deckard,
Pylas and Petrill (1997) and Young Family Interaiesi Coding System (YFICS) developed
by Paley, Cox and Kanoy (2001) involves a structuask where the mother and the child
play with a given toy. The mothers’ and childreb&haviors are coded in order to assess the
family interaction quality. Another commonly uslkeehavioral observation system is Dyadic
Parent-Child Interaction System (DPICS) (RobinsoByberg, 1981). It assesses the parent-
child interaction quality by coding 23 parentindhbeiors (ranging from commands to
physically negative behaviors) and 8 child behav{oanging from cry/whine/yell to positive
affect). The Turkish version of DPICS was adaptgthie ECDET team (Baydar, Ak¢inar &
Arslan, 2007) to code 10-minute semi-structureeotdped interactions collected as a part of
ECDET project.

For cultural reasons some new parenting measunesageled and some parenting and
child measures were removed from the Turkish adaptaf DPICS (Arslan, 2009). The new
parenting behaviors were physical and emotionakhignoring child’s negative behavior
andmaking a concession in response to the child’sthegbehavior. On the other hand,
compliance and noncompliance child behavior measamel no opportunity for compliance and
time out parenting measures were removed becaug&eiunothers gave so many commands in

a minute that it was not possible for coders tant@hildren’s compliance or noncompliance.
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The maternal behaviors coded in the DPICS proteeoé classified into three control
and one warmth composite categories by Akcinardp@ad these composites were
conceptually associated with the maternal behaassessed in this thesis. The first
composite behavior, behavioral control, was comgaddour behaviors coded by the
DPICS: direct and indirect commands, grandma’ssr(pesitive or negative command that
indicates a positive consequence for the child @atiur if the child complies) and warnings.
The second composite behavior, physical contra @nposed of three behaviors coded by
the DPICS: physically negative behaviors, threats ghysical intrusion. Psychological
control was composed of negative talk, emotionaddts and parental ignore. Finally,
parental warmth was composed of five behaviors @¢dyethe DPICS: physically positive
behaviors, positive affect, labeled and unlabelaisp, and acknowledgements.

In the observational protocol used for this thetksis,mothers were given the following
instruction:

“We want to observe you and (name of child) whibel yare playing together. For this, we will
give you some lego pieces. These can be fittedltegand taken apart. Look, here is a
construction made with these legos. | want (namehidl) to build the shape shown by this
picture using these legos. Naturally, | ask yohetp (name of child)” (Baydar, Cemalcilar,
Goksen, Kintay & Y@amurlu, 2008).

When the mother and the child completed the candigpon depicted in the first
picture, they moved on to a second and a third @ominutes. If they completed all three
tasks before the time was up, they proceeded éopligey with the lego blocks. The
interviewer thanked the dyad after the completibaazh construction.

In order to code maternal behaviors observedeasdlvideotaped interactions, 12
segments of 10 seconds were randomly selecteddemtm video. Next, the maternal

behaviors when interacting with the child —intresiess, responsiveness, detachment, and
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maternal warmth- were rated using an observer isgwa rating scale ranging from 0 to 2 for
each segment. Intrusiveness refers to interruptiagohngoing activity of the child (verbally or
physically), or stopping what the child is sayingheut taking the child’s need for
exploration into consideration. Responsivenesssdtebeing available to the child without
interrupting the child, being in synchrony with ttiald’s lead during the interaction and
supporting child’s further engagement. Detachmefars to being uninvolved in child’s
activity and needs, following her own agenda awcd#ifeg joint attention between the mother
and the child. Warmth refers to demonstrating dlig playing with the child, making eye
contact, using a warm tone of voice and terms dearment. Further information about the
coding procedure, operational definitions of matkbehaviors, examples for each level of
maternal behaviors and a sample coding sheet av&pd in the coding manual in Apendix
A.

A second rater coded 25% (360 segments from 3®matydselected videos) of the
videotapes independently to establish inter-rakalvility. Since the measurement scale was
ordinal, a non-parametric correlation analyses ezaslucted. Kappa coefficients were .80 for

intrusiveness, .86 for responsiveness, .82 forcthet@nt and .81 for warmth.

3.3.2 Outcome Measures
To measure children’s cognitive skills, CORSI Bdd@pping Task (3 years),
TIFALDI Receptive Language Test (3 and 4 years)ynhar Games, Sentence Repetition

Test and Inhibitory Control Task were used.

3.3.2.1 CORSI Block Tapping Task

Corsi Block Tapping Task measures children’s vispatial working memory
capacity (Corsi, 1972). The original test considtsine wooden blocks attached to a wooden
board. During the test, the experimenter taps emihoden blocks and requires the

participant to repeat the same sequence immediafiellyshe/he completes that sequence.
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This procedure is carried out until the particip@ninable to repeat the sequence correctly
The Turkish version of the test was adapted by Bgydintay, Goken, Ya&murlu and
Cemalcilar (2008) and it was simplified for 3-ye#d children. There were five blocks
instead of nine. In addition, the protocol was nfiedias a game. In this game, the wooden
board was presented as a garden and the blockgvesented as rocks. A toy monkey sat on
these rocks to rest in a sequence determined bgxiperimenter. The child was asked to
reproduce the same sequence as did the experinsertteat the monkey could get a banana.
There were 5 levels of the game and the game g thfficult in each consecutive level. At
each level 3 different sequences were presenttgk tchild. If the child did not get full points
in any of these three sequences in a level, thegeas terminate&coring ranged from 0 to

2. The patrticipant got “0” if she/he did both tlegjsence and position incorrectly; she/he got
“1” if she/he did the position correct and the samee incorrect; and got “2” if she/he did both
the sequence and position correct (Baydar et@D8R Convergent validity of Corsi-TR was
calculated based on its correlation with similaaswes. There was a significant correlation
between Corsi-TR and the mother’s forward digitrsfzesk scorer(= .22, p< .05, backward
digit span scorer (= .26, p< .05 and total digit span task score=(.27, p< .05. (Baydar et

al., 2008).

3.3.2.2 TIFALDI Receptive Vocabulary Test

TIFALDI-R measures children’s receptive vocabullampwledge from 3 years
through 6 years of age and it is developed by BenirfR000). It consists of 83 items
including two practice questions. The child is ectpd to choose the correct representation of
a given word among four pictures. There are niem# in the baseline level, 18 items in age
three level, 15 items in age four level, 24 itemage five level and 15 items in age six level.
The test ends when the child answer&’2/Bthe questions at an age level incorrectly. Item

Response Theory (IRT) was applied to the 81 teststfor the scoring of TIFALDI-R
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(Baydar, 2009). IRT was used in order to compgrabbre the pattern of responses of the
children even though children did not receive thme set of items of the test. Based on their
performance during the test, the children may hmaen administered different sets of items
and varying numbers of itemBT allows the scoring of these responses regasdiethe
number of items or difficulty of items received &gch respondent child. As a result, two
scores for each child were calculated: latent scanel age standardized latent ability scores.
Convergent validity of TIFALDI-R was calculated ledson its correlations with similar
measures. There was a significant correlation batwedFALDI-R and age standardized
Corsi Block Tapping Task = .36, p<.05), mother's ACEP Vocabulary Test s¢ore .39,

p<.05), mother’s education € .31, p<.05) and father’s education=.27, p<.05).

3.3.2.3 Number Games

The original number games test measures the chigdlnreimerical and mathematical
concept development (Dowker, 2008). The currerdystised an adaptation of the original
test when the children were four years old. The ECDIumber Games test consisted of five
different tasks. In the first task, the child’s fac@ency in counting was assessed. The child
was asked to count five and twelve beans respégtivethe second task, the child’s
understanding of order-irrelevancy was measurethigntask, first the experimenter asked
the child to count the beans and then asked th& tchguess what would be the outcome if
they counted in the reverse order. In the thirld,tHge children’s understanding of cardinal
word principle was assessed. In this task, thelehils asked to give the experimenter a
number of beans and the child’s answer was assbased on his/her counting or giving the
requested number of beans. Giving the correct nuoifidgeans demonstrated that the child
had an abstract mental representation of counitintpe fourth and fifth tasks, the child’s
basic addition and subtraction abilities were messvespectively. First, the child was shown

a set of five beans and then the experimenter addedanore bean and asked the child to tell
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how many beans there were after addition. Thisrepsated up to eight beans. In the
subtraction task, the experimenter subtracted eae ht a time from the cluster and asked the
child how many beans were left after each subtvactiumber games included 10 questions.
The first two counting accuracy questions wereeg@s correct (1 points) or incorrect (O
points). The remaining eight questions were rated d-point scale. The child got 1 point for
indicating “wrong answer by counting”, 2 points farrong answer without counting”, 3

points for “correct answer by counting” and 4 psifdr “correct answer without counting”.
Abstract mental representation of counting resuhdagher points than counting. The

internal reliability score for this test was .9sefe was a significant correlation between
Number Games and age standardized Tifaldi scoregl8, p< .01), inhibitory controt£

49, p< .01) and Sentence Repetition Test$2, p< .01).

3.3.2.4 Sentence Repetition Test

The Sentence Repetition Test measures childreresngar knowledge. It was
developed by Kog, Taylan and Bekman (2002) to erantine grammar knowledge of low
SES children. The assumption underlying the suitglnf the test to measure grammatical
knowledge is that the speakers who have interrhlize structure of a language will be able
to repeat a sentence word by word. The test causist 2 warm up questions and 18 test
guestions that took into account specific gramnaap@tterns in Turkish. In this protocol, the
experimenter read the child sentences with inongasiifficulty in semantics and asked
him/her to repeat them. In order to control for toafounding effect of short term memory
capacity, the number of words in each sentence Wwep short. The sentences were
comprised of 3 to 6 words. There was 1 three-werdesce, 4 four-word sentences, 9 five-
word sentences and 4 six-word sentences. The nidstdewvhen the child could not get any
points for three consecutive questions. The scowag done based on the child’s correct

repetition of the sentence. If the child did ngheat the sentence, she/he got 0 points and if
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the child repeated the sentence correctly, shedhé goint. The correlations of the sentence

scores to the total score changed between .4574nd .

3.3.2.5 Inhibitory Control (Head-and-Toes Task)

Head-to-Toes Task, developed by McClelland (200¥®asures children’s behavioral
regulation. It requires the application of thredated skills which are inhibitory control,
attention and working memory. In this task, the eskpenter asked the child to do the
opposite of what she said. When the experimensdruated the child to touch his head (or
toes), the child was supposed to do the opposddarch his toes (or head). First, 4 warming
up exercises were done with the child so that tin&l ainderstood the protocol correctly.
Later, the experimenter started the testing sessitina total of 10 items in random order.
Scoring ranged from 0 to 2 points depending orhdmtation level of the child. The child got
0 points if she/he incorrectly responded, got Inpéor self-correct (the child hesitated and
stopped while moving towards the incorrect respas@ corrected herself/himself), and 2
points for a correct response without hesitatidre hternal reliability of this task for ECDET

sample was .95.

3.3.2.6 Family Characteristics

Economic status of the family is measured using fiedicators of economic
wellbeing: the material possessions of the fangfyorted by the mother, monthly
expenditures of each person in the family repooiethe mother, the economic value of the
house based on the actual or estimated monthlyaedtthe quality of the physical conditions
of the house assessed by the interviewer. The @lapeissessions are categorized into two
based on their economic value. The first level pss®ns included basic durable goods such
as a refrigerator, TV, or a washing machine. Tloesé level possessions included those
items that indicated economic well being such aedit card, computer, car or a dishwasher.

The criteria for determining the physical condisasf the house were the existence of 10
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square yards of space for each individual, theihghof the interior, and safety of the
building. In addition to these, monthly expenditpex person was measured by taking the
minimum wage into consideration.

A family was considered as having low economicust@tthe family satisfied the
following four conditions: owned at most the twotbé basic material possession, owned
none of the second level material possession thet imdicative of economic well being,
monthly expenditures per person was below appraeiyd60 TL and the physical
environment had at least 2 of the unfavorable dmm. A family was considered as having
middle economic status if the family satisfied tbkkowing three conditions: owned at most
the three of the second level material possessinosthly expenditures per person was
between 160 TL and 320 TL and the physical enviremnhad at most one of the unfavorable
conditions. A family was considered as having leghnomic status if the family satisfied the
following three conditions: owned all of the secdedel materials, monthly expenditures per
person were above 320 TL and the physical environim&d none of the unfavorable
conditions.

Maternal education was measured as the numberao$ w¢ completed schooling.

3.4 Variable Transformations

All of the observational maternal behaviors wetepgared to be used as interval level
measures. The preliminary analyses showed thaisiwgness and responsiveness were very
highly and negatively correlated#£ -.84,p <.01). This revealed a conceptual problem.
Intrusiveness and responsiveness were not diffemntepts; rather they were different ends
of the same dimension in this sample. Since they weerlapping, responsiveness was

dropped from further analyses.

The exploratory analyses showed that intrusiveaadsvarmth had non-linear

associations with the dependent variables. Lows$eskintrusiveness were well tolerated by
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the children. They did not appear to have adverssexjuences for children’s cognitive
development. However, high levels of intrusiveneege detrimental to the indicated
cognitive skills. On the other hand, maternal warmas generally high among the mothers.
Low levels of warmth constituted a risk for childie cognitive development. For these
reasons, intrusiveness and warmth were categant@dwo levels, as low and high, and used
as ordinal level measures in the analyses. Farameness, the cutoff point was selected as
the third quartile where intrusiveness showed asnodirop in cognitive scores. For warmth,
the cutoff point was between the first and secamattijes where mothers with low levels of

warmth constituted a different category from mothéh high levels of warmth.

Responsiveness was operationalized as a disimeindion from intrusiveness.
However, the correlation between intrusivenessraggdonsiveness was too strong. Therefore,
responsiveness was dropped from further analyses.

Detachment had a skewness of 2.39. Most of théene®scored low on detachment.

The skewness was reduced by recording the toprsodte5) to the nearest boundary.
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Chapter 4

RESULTS

The findings are presented in five sections. Faescriptive statistics for the full
ECDET sample and the observational sample aremqeskdn the second section, exploratory
analyses of maternal behaviors: nonlinear assoomtnd transformations are presented. In
the third section, the associations between mdtbataviors, child cognitive outcomes and
family characteristics are presented. In the fogedttion, regression analyses of additive and
interaction effects of maternal behaviors on clitds cognitive outcomes are presented. In
the last section, mediation analyses are presented.

4.1 Descriptive statistics for the full and the obervational ECDET sample

The characteristics of the study sample are predentTable 4.1. The age of the
children ranged between 36 and 49 months (M= 4558; 3.64) and mothers’ age ranged
between 18 and 49 years (M= 29.54, SD= 5.67). Fsmtyen percent of the children were
males. Fifty-eight percent of the mothers were gaaels of elementary school or less (five
years or less) and 42% had more than elementaopkdigree (five years and more). The
majority of the mothers (79%) spent most of theed in urban areas.

Comparison of the full ECDET sample with the obséinnal sample showed that the
two samples were largely similar. However, thereensdso differences between the samples
in terms of economic status and the area whermtitber spent most of her life (urban or
rural). The mothers who were in the observationaige were economically better off (M=
0.4, SD= 1.1) compared to mothers in the full ECBfample (M= -0.1, SD= 0.9) and more
mothers in the observational sample had spent aidkeir lives in urban areas compared to
the full ECDET sample. These differences were e€eléd the selection of the observational

sample. The subsample of 123 participants wastsel®éom the four metropolitan areas in
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Turkey. Therefore, higher economic status and urbsitlence were more common in the
observational sample than the full ECDET sample.

Table 4. 1 Characteristics and comparison of tHEEfQDET and the observational sample in
percentages, means and standard deviations

Full ECDET Sample  Observational Sample

Characteristics (N=1052) (N=123)
Child's age (in months)
41.5 41.6
(3.7) (3.6)
Mother's age (in years) 30.1 29.5
(5.7) (5.7)
Mother's education level
Not completed elementary school (%) 15.6% A%
Graduated from elementary school (%) 53.2% 6.3 40
Not completed high school (%) 11.2% 15.4 %
Graduated from high school (%) 14.4% 19.5 %
Graduated from college or higher (%) 5.2% 3 %.
Economic status * -0.1 0.4
(0.9) (1.1)

Note. The results of the chi-square and t-testenalieated as * ip < .05.

Means are presented for mother’s and child’s agd@neconomic status on top and below

are the standard deviations in parentheses.

4.2 Exploratory analyses of maternal behaviors: Ndimear associations and

transformations

The results of the preliminary exploratory analysleswed that intrusiveness had a

nonlinear association with the dependent variaMésen intrusiveness was divided into

guartiles, it was found that low, medium-low, anddium-high levels of maternal

intrusiveness did not differentiate between cogaiscores; however, high level of

intrusiveness was associated with a sudden drepares (See Table 4.2). This effect was not

seen in regression analysis when intrusivenessanalyzed as an interval level measure.

Therefore, intrusiveness was categorized into swvelk, as low and high intrusiveness. The
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cutoff point was selected as the third quartile rghatrusiveness showed a sudden drop in
cognitive scores.

Table 4. 2 Means of children’s cognitive outcomasféur levels of intrusiveness (Standard
deviations for cognitive outcomes are given beloywarantheses)

Number Sentence Inhibitory

Means Tifaldi Games Repetition  Control Corsi

Low intrusiveness 14 35.98 10.96 11.85 .16
Medium-low intrusiveness .10 38.96 12.14 12.52 -.68
Medium-high intrusiveness .15 35.17 10.41 10.07 -.34
High intrusiveness .04 24.22 8.04 8.46 -1.64
Total A1 33.61 10.40 10.73 -.63
(.97) (26.70) (6.98) (7.74) (3.52)

Warmth also had nonlinear associations with theeddent variables. The exploratory
analyses showed that when divided into quartitesas low levels of warmth that constituted
a risk for cognitive scores, not high levels (Sagd 4.3). And since this effect was not visible
in regression analysis with the small sample sizélable for the current study, warmth was
categorized into two levels. Cutoff point was st#dan the middle of first and second
guartiles so that mothers who scored low in waroatfistituted a different category from
mothers who scored high in warmth.

Table 4. 3 Means of children’s cognitive outcomasféur levels of warmth

Number Sentence Inhibitory

Means Tifaldi Games  Repetition Control Corsi
Low warmth -.15 31.77 8.31 10.34 -.90
Medium-low warmth .19 33.46 11.85 10.85 -.07
Medium-high warmth 19 35.37 10.30 12.70 -1.05

High warmth .20 34.13 11.11 9.66 -.62
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4.3 Bivariate analyses

In this section, the associations between matéxetadviors and other observational
parenting measures (composite parenting measugatad from DPICS); the associations
between maternal behaviors and child cognitive @utes; and the associations of family

characteristics with maternal behaviors and cogmibutcomes are presented.

4.3.1 Bivariate associations between maternal behiavs and other observational
parenting measures
Because intrusiveness and warmth variables weegaacal (for their non-linear
associations with the dependent variables), tlesio@ation were examined with Chi square
test (Table 4.4). Results showed that the assoniégtween intrusiveness and warmth was ns
(¢’ (1, 123) = 2.59n9).

Table 4. 4 Chi Square to examine the associatibmess intrusiveness and warmth (N= 123)

Intrusiveness Warmth Y

Low Warmth High Warmth

Low 27 69 2.59
(69.2%) (82.1%)

High 12 15
(30.8%) (17.9%)

The association between intrusiveness and detachar@hbetween warmth and
detachment were examined via F tests. Intrusivesedsletachment were not significantly
associated (F (1,121) = .1/%) (Table 4.5). Maternal behaviors that were degddinom
child’s need and that were nonresponsive towardd ictitiations (e.g., questions, comments)
were conceptually different from maternal behavibeg involved interrupting child’s
initiations. In this sense, intrusiveness includagésponse component but it was an

overbearing and controlling response to a childisoa.
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Table 4. 5 Mean differences in detachment by intaress

Intrusiveness

Low High F df
Detachment 0.09 0.10 0.13 1
(0.13) (0.11)

Note: Standard deviations are reported in pareathes

On the other hand, the association between warnttdatachment was significant (F
(1,121) = 33.45, p < .01) (Table 4.6). Those matheno showed low levels of warmth were
more detached (M= .17, SD=.16) than those motlhbsshowed high levels of warmth (M=
.05, SD=.08). The mothers who were disengaged &odhnonresponsive to their children’s
initiations tended to show limited warm affect beir children. These mothers were probably
engaged in or attending to an unrelated activitgftect, and absorbed in their own emotional
state.

Table 4. 6 Mean differences in detachment by warmth

Warmth
Low High F df
Detachment 0.17 0.05 33.45 1
(0.16) (0.08)

Note: Standard deviations are reported in pareathes
Next, the associations between maternal behaviors angagita parenting measures
calculated from Dyadic Parent-Child Interaction @gdSystem (DPICS) by Akcinar (2009)
are presented.
The associations between intrusivenedsahavioral, physical and
psychological control were presented in Table @dhtrary to expectations,
intrusiveness was not associated with behavionareb(F (1,121) = .92ns). There
were significant associations between intrusivemaesispsychological (F (1,121) =
4.40,p <.05) and physical control composites (F (1,1214:95,p <.01). Those

mothers who showed high levels of intrusivenessvaéso psychologically and
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physically controlling. This was expected sinceusiveness had both physical and
psychological elements in it such as taking a bkoci# child’s hand (physical) and
telling the child that his father will scold himrfdoing something (psychological).
Similar to warmth for this sample, warmth (DPICS)samnot associated with
intrusiveness either (F (1,121) =2.613).

Table 4. 7 Mean differences in composite DPICS qtarg measures by intrusiveness

Intrusiveness

Low High F df

Behavioral control 14.27 15.39 0.92 1
(5.32) (5.53)

Physical control 1.26 2.12 14.95** 1
(1.02) (1.05)

Psychological control 2.66 3.32 4.40* 1
(1.39) (1.70)

Warmth (DPICS) 5.11 4.17
(2.46) (3.35) 2.63 1

Note: Standard deviations are reported in pareathép < .05 *p< .01

Just as intrusiveness and detachment were notiatexbas measured in the current
study, detachment was not associated with anyeotdimtrol composites either (Table 4.8). It
is once more demonstrated that maternal contrlsive control was distinct from
detachment.

Table 4. 7 Correlations between detachment and ositgpDPICS parenting measures

Behavioral Physical Psychological Warmth
control control control (DPICS)
Detachment -.08 14 .16 -.22

Warmth and warmth composite (DPICS) were concepelsimilarly but there were
differences in the measurement strategies. Thé ¢éwearmth was measured based on coder

impression whereas warmth composite (DPICS) wasuned with behavior count. Despite
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this measurement difference, they were signifigaassociated (F (1,121) = 28.76x.01).

The associations between warmth and behaviordl,(21{) = 8.07p <.01) and physical

control composites (F (1,121) = 14.305.01) were also significant. Interestingly, those
mothers who were high in warmth were also highdhdyioral control. This meant that while
mothers were giving commands to their childrenaadhing them about the consequences of
their actions, they were not withholding warmth l§lea4.9).

Table 4. 8 Mean differences in composite DPICSmarg measures by warmth

Warmth
Low High F df
Behavioral control 12.56 15.43 8.07** 1
(5.53) (5.05)
Physical control 1.97 1.21 14.39** 1
(1.112) (0.99)
Psychological control 3.02 2.70 1.28 1
(1.56) (1.43)
Warmth (DPICS) 3.18 5.71
(2.03) (2.59) 28.76** 1

Note: Standard deviations are reported in pareathép < .05 **p < .01

4.3.2 Associations between child cognitive outcomasd maternal behaviors

The correlations between children’s cognitive ouates are presented in Table 4.10.
Two of the cognitive outcomes measured linguidtitiss Tifaldi measured children’s
receptive vocabulary knowledge and Sentence Repetdst measured children’s grammar
knowledge. Number Games test were used to mealideeti’'s numerical and mathematical
concept development. Inhibitory control was measingHead and Toes Task and children’s
visuo-spatial working memory capacity was meastbre@orsi Block Tapping Task. All of
these cognitive outcomes were positively correlatéd strength of the association between
Corsi and the other four outcomes were smaller thamssociation among number games,

sentence repetition, inhibitory control and Tifalldihibitory control was found to be highly
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correlated with linguistic skills measured by Tafefr = .51,p < .01) and Sentence Repetition
(r =.56,p <.01); and math skills measured by Number Games§2,p < .01). Inhibition
requires the child to keep in mind a rule that $etthe correct response while inhibiting a
prepotent response and it requires a good attegfian. These are also necessary skills for
math, while doing calculations and problem solviag well as language learning. As
expected, tests that measure language skills didald Sentence Repetition, were highly
correlated( = .56,p < .01).

Table 4. 9 Correlations between child cognitivecoates

Variables M SD 1 2 3 4 5
1. Tifaldi A1 .97 -
2. Number Games 33.6126.70 49** -

3. Sentence Repetition 10.406.98 56** H1x* -
4. Inhibitory Control 10.73 7.74 S1** .62** 56** -

5. Corsi -63  3.92 34** 32%* .38** .36%* -
Note. **p < .01.

Contrary to the expectations, the results of thesks for assessing the associations of
warmth (high levels of maternal positive affecte@pntact, and using terms of endearment)
with cognitive outcomes showed that warmth wassigtificantly associated with any of the
outcomes. Intrusiveness was related only to Nur@aenes scores (F (1,110) = 5.4% .05).
Those children whose mothers scored high in intargss, tended to score low in numerical

and mathematical concept development test (TaflB) 4.
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Table 4. 10 Mean differences in cognitive outcotmgmtrusiveness

Intrusiveness

Low High F df

Tifaldi 0.14 0.01 0.37 1
(1.05) (0.66)

Number Games 36.77 23.13 5.42* 1
(26.53) (24.98)

Sentence Repetition 10.99 8.42 2.75 1
(7.07) (6.39)

Inhibitory Control 11.48 8.19 3.71 1
(7.55) (7.98)

Corsi -0.37 -1.56 2.42 1
(3.39) (3.88)

Note: Standard deviations are reported in pareathép < .05

Detachment was negatively associated with Tifsddres and inhibitory control
(Table 4.12). Children’s receptive language scarakinhibition abilities were low, when
their mothers were ignoring them both emotionatig &ehaviorally.

Table 4. 11 Correlations between detachment and cbgnitive outcomes

Number Sentence Inhibitory
Tifaldi Games Repetition Control Corsi
Detachment =27 -.18 -.17 -.21* -.09

Note. *p< .05 * p<.01.

4.3.3 Bivariate analyses of family characteristicaith maternal behaviors and

cognitive outcomes

Maternal education and economic status of the fam@re highly and positively

correlated( = .62,p <.01). Mothers facing economic hardship were etqzeto have high
levels of intrusiveness, less responsiveness anahtivdowards their children (Beckwith &
Rodning, 1996; Raviv, Kessenich, & Morrison, 200@)is association was not significant for
intrusiveness (F (1,116) = 2.565), detachmentr(= -.11,ns) and warmth (F (1,116) = 3.01,

ns). Other studies also indicated that high mateedalcation was related to low intrusiveness
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and high responsiveness and warmth towards chiltheitzel & Stright, 2004). The results
of the current analyses corroborated these findiogsitrusiveness and warmth. Highly
educated mothers displayed less intrusion (F (3,£5L01,p <.05) and more warmth (F
(1,121) = 4.61, p <.05) towards their children thess educated mothers (Tables 4.13 and
4.14). Detachment was not correlated with matezdatation either (= -.15,ns).

Table 4. 12 Mean differences in maternal educdipmtrusiveness

Intrusiveness

Low High F df
Maternal education 7.31 5.52 5.01* 1
(3.90) (2.74)

Note: Standard deviations are reported in pareathég < .05

Table 4. 13 Mean differences in maternal educaspwarmth

Warmth
Low High F df
Maternal education 5.87 7.40 4.61* 1
(2.84) (4.01)

Note: Standard deviations are reported in pareathés < .05

The correlations between family characteristics @mttiren’s cognitive outcomes
were presented in Table 4.15. Economic status anberis education were positively and
moderately correlated with each of the cognitivecomes. Children of economically better
off and highly educated mothers scored highernguage, mathematics and working
memory tests than the children of less wealthylassl educated mothers.

Table 4. 15 Correlations between family charadiesgeconomic status and mother’s
education) and children’s cognitive outcomes

Number Sentence Inhibitory
Tifaldi Games Repetition Control Corsi
Economic status .38** 33** 30%* 25%* 26%*
Mother's education A1x* .30** 23%* 25%* 31

Note. ** p < .01.



Chapter 4: Results a7

4.4 Direct and interaction effects of maternal behaors on children’s cognitive outcomes

Regression analyses were conducted to estimatelthtve effects of maternal
behaviors, the interaction of intrusiveness andawenhent with maternal warmth and the
effects of family characteristics on children’s ndgiye outcomes. Intrusiveness and warmth
were coded as dummy variables and low levels df bare taken as reference categories as
explained above.

The regression analyses were composed of threelsndléhe first model, the family
characteristics -maternal education and econoratastwere entered to the regression
analyses and their effects on children’s cognitivecomes were analyzed. In the second
model, maternal behaviors -intrusiveness, detachraad warmth- were entered to the
regression analysis. Thus the effects of materalahiors on cognitive outcomes were
estimated while controlling for family characteigst In the third model, the interaction
effects were tested. It was expected that the tsffefdntrusiveness and detachment on
children’s cognitive outcomes would vary dependingnaternal warmth. Therefore, the
interaction of intrusiveness and warmth and theradtion of detachment and warmth were

added to the models one by one to estimate thfeictefon children’s cognitive outcomes.

4.4.1 Analyses of receptive vocabulary

In the first model, economic status and motheriscation were entered into
regression to predict children’s receptive languagke Tifaldi scores. Mother’s education
predicted Tifaldi scores. The children of highlyuedted mothers scored better in Tifaldi than
the children of less educated mothgrs(.30,p <.01).

Next, maternal behaviors were entered into thersgoegression model controlling
for family characteristics. Mother’s education renea a significant predictorp (= .28,p <
.01). Maternal intrusiveness did not have an eféecthildren’s Tifaldi scores. However,

detachment predicted Tifaldi scores. When mothengwgnoring their children’s comments,
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guestions and needs, their children’s receptivguage scores were negatively affected ¢
.24,p <.01). This was true independent of mothers’ etloigdevel and economic status. On
the other hand, maternal warmth did not prediddeciin’s Tifaldi scores.

In the third model, the interaction of intrusives@sd warmth and the interaction of
detachment and warmth on Tifaldi scores were teJtee effects of intrusiveness and
detachment on Tifaldi scores did not vary with wdrn©Overall, the model explained 26%
variance in children’s Tifaldi scores. The reswoltshis analysis are presented in Table 4.16.

Table 4. 14 Direct and indirect effects of familyacacteristics and maternal behaviors on
children’s Tifaldi scores

Model 1 Model 2 Model 3
Variable B SEB B SEB B B SEB B

Economic status .19 .10 .20 .18 .10 .19 .18 .10
Mother’'s education .08** .03 30 .07 .03 .28 07** .03 .28
High intrusiveness .09 .20 .04 25 .33 A
Detachment -1.86** .75 -.24 -1.84** .75 -.24
High warmth -.06 21 -.03 .01 24 0
Interaction of intrusiveness
and warmth -.25 42 -.09
Interaction of detachment -1.01 1.60 -07
and warmth
R2 .20 .25 .26
F Change in R? 13.37* 2.49 .36

Note.B = Unstandardized coefficierft,= Standardized coefficient. 15 < .01.

4.4.2 Analyses of mathematical ability
The analysis plan for predicting mathematical &pith Number Games scores was
similar to the analysis plan for predicting Tifaktiores. Children’s math scores did not vary
with economic status and maternal education.
Among maternal behaviors, only high intrusivenasslicted math scorep € -.18,p

<.05). Children whose mothers were highly intrudiael lower development of numerical
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and mathematical concepts than children of lesasive mothers. The results of these
analyses are provided in Table 4.17.

Table 4. 15 Direct and indirect effects of familyacacteristics and maternal behaviors on
children’s Number Games scores

Model 1 Model 2 Model 3

Variable B SEB B B SEB B B SE B B
Economic status 551 285 .22 5.20 2.81 .20 5.43* 752 21
Mother's education 1.37 .82 .19 1.06 .82 14 1.01 .80 14
High intrusiveness -11.69* 5.85 -.18 5.73 9.21 .09
Detachment -39.38 22.79 -.18 -.36.59 22.30 -17
High warmth -6.89 6.10 -12 .76 6.75 .01
Interaction of intrusiveness and
warmth -28.07* 11.64 -.35
R2 13 .18 .23
F Change in R2 7.86** 2.27 5.81*

Note. B = Unstandardized coefficiefitz Standardized coefficient.pf< .05 ** p < .01.

The interaction analyses of intrusiveness and waommtNumber Games scores
showed that the effects of intrusiveness variett wititernal warmth(=-.35,p <.05). When
the level of warmth was low, high maternal intrusthd not negatively influence children’s
math scores. However, when warmth was high, higél lef intrusion was negatively
associated with children’s math scores. This wabgnly because at low levels of warmth,
intrusiveness was the only interaction betweemtb#her and the child so the child was not
affected negatively. But when there was alreadyamwrelationship between the mother and
the child, mothers’ increasingly intrusive behasiarere disrupting child’s efforts to
accomplish his/her goals during play and this mighte affected his/her math abilities
adversely. The variability of the effects of intreness with maternal warmth on children’s

mathematical ability is depicted in Figure 4.1.



Chapter 4: Results 50

80
70 L

60 \

50

40 e===®

-
-
-
--

—&— high warmth
--¢--|low warmth

30

20

10

Number Games Scores
e

low high
Intrusiveness

Figure 4. 1 Interaction effects of maternal intvesiess and warmth predicting
Number Games scores

4.4.3 Analyses of grammar knowledge scores

The analysis plan for predicting grammar knowledgé Sentence Repetition scores
has a similar stepwise procedure as in predictifeddi and Number Games scores. When
family characteristics were entered in the firgiression model predicting Sentence Repetition
scores, economic status was found to predict ild€&m whose mothers were economically
better off had better grammatical knowledge comgb#wechildren whose mothers were at an
economic disadvantagp € .23,p < .05). However, children’s Sentence Repetiticoras did
not vary with maternal education.

Maternal behaviors were added into the seconassgmn model controlling for
family characteristics. In this model economicssato longer predicted Sentence Repetition
scores. In addition, none of the maternal behawvien® significant predictors of Sentence
Repetition scores. Neither intrusive behaviorshefmothers, nor their emotional and
behavioral disengagement nor their positive affect any effects on children’s level of

grammar knowledge. The results of these analysegravided in Table 4.18.
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The interaction analyses of intrusiveness andctietant with warmth on Sentence
Repetition scores did not improve the model. Theot$ of intrusiveness and detachment did
not vary with maternal warmth. Therefore, resuftthe interaction analyses are not provided in
Table 4.18.

Table 4. 16 Direct and indirect effects of familyacacteristics and maternal
behaviors on children’s Sentence Repetition scores

Model 1 Model 2

Variable B SEB B SE B B
Economic status 1.54* .76 .23 1.46 .76 22
Mother's education 21 22 A1 15 22 .08
High intrusiveness -1.85 1.58 -11
Detachment -7.25 5.76 -.13
High warmth .23 1.61 .01
R? 10 13
F Change in R? 5.66** 1.26

Note. B = Unstandardized coefficiefitz Standardized coefficient.pr< .05
** p<.01.

4.4.4 Analyses of inhibitory control
A similar stepwise procedure for predicting inhibjt control scores were used as in
predicting other cognitive outcomes. The familyraleéeristics, economic status and mother’s
education did not predict children’s inhibitory ¢l scores. Among the maternal behaviors
only detachment predicted inhibitory control scajes -.27,p <.01). Perhaps when mothers
were not responsive to their children’s behaviorg &r ignoring them emotionally, children
did not receive enough guidance to learn to inhii@ir dominant responses. The results of

these analyses are presented in Table 4.19.
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Table 4. 17 Direct and indirect effects of familyacacteristics and maternal behaviors on

children’s Inhibitory Control scores

Model 1 Model 2 Model 3

Variable B SEB B SEB B B SEB B
Economic status 1.20 .85 .16 1.14 .83 .15 1.20 .81.16
Mother's education .33 25 .16 .26 .24 12 .24 24 11
High intrusiveness -2.81 1.73 -.15 1.98 2.73 A1
Detachment -16.64**  6.28 =27 -16.13** 6.17 =27
High warmth -3.32 1.76 -.20 -1.26 1.95 -.07
Interaction of intrusiveness and
warmth -7.71* 3.45 -.33
R2 .08 A2 .15
F Change in R2 4.67** 3.22* 5.01*

Note.B = Unstandardized coefficierfi,= Standardized coefficientp < .05 ** p < .01.

Interaction analyses of intrusiveness and warmtmbibitory control scores showed

that the effects of intrusiveness varied with maaéwarmth g = -.33,p <.05). When warmth

was low, high levels of intrusiveness were not Hafrior children’s inhibitory control scores

but when warmth was high, high levels of intruseesninfluenced children’s inhibitory

scores adversely. The variability of the effectintfusiveness with maternal warmth on

children’s inhibitory control scores is depictedrigure 4.2. There was no interaction

between detachment and warmth while predictingoidriy control. Overall the model

explained 15% variance in explaining inhibitory tohscores.
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Figure 4. 2 Interaction effects of maternal intvesiess and warmth predicting
Inhibitory control scores.
4.4.5 Analyses of working memory

A similar stepwise procedure for predicting visyoa$al working memory scores with
Corsi Block Tapping Task were used as in prediatitigr cognitive outcomes. Among the
family characteristics mother’s education signifittp predicted Corsi scorep € .24,p <
.05). The children of highly educated mothers sgdrigher in Corsi than children of less
educated mothers. However, economic status didignoificantly predict Corsi scores.

When maternal behaviors were included in the sooodel, the effect of maternal
education remained significarft € .23,p < .05). However, none of the maternal behaviors
predicted Corsi. This could be because Corsi i®asure of cognitive skills that may have a
strong physiological basis (Jonides, Smith, Koepyeh & Minoshima, 1993; Scherf,
Sweeney & Luna, 2006) and it could be less affebtethaternal behaviors than the rest of
the child outcomes measuring linguistic abilitiegth abilities and inhibitory control. The

results of the analyses are presented in Table 4.20
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Table 4.18 Direct and indirect effects of familyacacteristics and maternal behaviors on
children’s Corsi scores

Model 1 Model 2 Model 3

Variable B SEB B B SE B B B SE B B
Economic status .35 .37 .10 .34 .38 .10 .29 37 .0¢
Mother's education .23* A1 24 .22* A1 .23 .26* A1 27
High intrusiveness -.50 .78 -.06 -.43 .76 -.05
Detachment -2.88 2.79 -.10 2.41 3.35 .09
High warmth -48 T7 -.06 -48 .75 -.06
Interaction of detachment and
warmth -15.51** 5.76 -.30
R2 .10 A1 A7
F Changein Rz  6.56** 48 7.25%*

Note. B = Unstandardized coefficiefitz Standardized coefficient.pf< .05 ** p < .01.

In the third model, the interaction analyses ofusiveness and detachment with
warmth on Corsi scores were conducted. The interacf intrusiveness and warmth was not
significant ¢ = .14,n9). The effects of intrusiveness did not vary actbsslevels of warmth.
On the other hand, the effects of detachment vaviddwarmth ¢ = -.30,p <.01). When
warmth was low, high levels of detachment did nakena difference in children’s Corsi
scores. However, when warmth was high, high lesktietachment were negatively
associated with Corsi scores. This could be becahse the mothers were warm towards
their children but were not engaged in the chilthaativity, they might have been distracting
the child. The combination of these two materndlav&rs might have acted like a kind of
intrusion. Although the mother was not interestethe child’s activity and did not follow the
child’s activity, she was perhaps talking to himi/lmea warm tone, using terms of endearment
or acting physically affectionate. These in turalddbe stopping the child from completing
his/her activity. The overall model explained 17#4ariance in children’s Corsi scores. The
variability of the effects of detachment with mai@rwarmth on children’s working memory

scores is depicted in Figure 4.3.
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Figure 4. 3 Interaction effects of maternal intvesiess and warmth predicting

Corsi scores.

4.5 Mediation Analyses

Mothers’ education and economic status were exgdotbave indirect effects on
children’s cognitive outcomes through their inflaeron maternal behaviors. However,
mediation analyses could not be conducted becaurseaf the models fulfilled the 4

necessary steps of establishing mediation (Bardrkamny, 1986). Family characteristics
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influenced children’s cognitive outcomes direcifney did not influence children’s cognitive

outcomes through their effects on maternal behavior
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Chapter 5

DISCUSSION
5.1 The aim of the study and summary of results

The main purpose of this study was to investigagernfluence of maternal
intrusiveness when children were three years olthem cognitive development at three and
four years of age, prospectively. In addition ttvisiveness, it examined the influence of
other maternal behaviors such as responsivenessesachment on cognitive development
and how warmth moderated these associations. Tpertation of the effects of intrusiveness
on children’s cognitive development was based erthiories of ecological systems,
attachment, coercion and synchrony.

According to these theoretical approaches, thelshdognitive development was
facilitated when the child engaged in reciprocaivaty with someone who cared for the child
and explored his/her environment in security (Beoiirenner, 1986; Jacobsen et al., 1994).
In such synchronous interactions, the child watebadapted to environment and his/her
learning processes were facilitated. On the otaadhwhen the mother was intrusive and
interrupted the child’s activity without taking tielild’s need for exploration into account
(Egeland et al., 1993), the mother prevented tlld fdom experiencing the consequences of
his/her own actions. Thus, the child’s cognitiveelepment was compromised (Harrist &
Waugh, 2002). Family characteristics such as ecanstatus and maternal education were
also expected to influence maternal behaviors ard cognitive outcomes.

The associations between family characteristicsmaatérnal behaviors showed that
intrusiveness and warmth was associated with msteducation; highly educated mothers
displayed less intrusion and more warmth thandessated mothers. These results were in
line with previous research demonstrating that mateeducation influenced parenting

behaviors. Mothers who were highly educated usec p@aise and effective strategies
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during problem solving with their children and thegre less directive than less educated
mothers (Neitzel & Stright, 2004). On the otherdhamone of the variables were associated
with economic status. This was contrary to Conget.e€s (2000) family stress model which
stated that stress associated with low income amdrpy influenced parental mental health
and these in turn led to less warmth and moresitemess. This might be because the
maternal behaviors examined in this study weremsieduring a 10-minute interaction with
the child. In this limited context, the mothers htigot display the stress associated with low
income, poverty or unemployment.

The associations between the maternal behavioweshthat intrusiveness and
responsiveness were highly and negatively corml&@entrary to previous research, which
suggested that directive and facilitative behavadniothers should be assessed separately
due to their low negative correlation (Murray & Hbaker, 1997), intrusiveness and
responsiveness as measured in this study weragtioictl concepts. Rather they were the
opposite ends of the same dimension. Those mateehaliors which were examples of
responsiveness were also nonintrusive behaviorghioreason, responsiveness was dropped
from further analyses.

It was expected that intrusiveness would influecmgnitive outcomes adversely since
it interrupted children’s exploratory behaviorssripted the synchrony between the mother
and the child and coerced the child to fulfill ntatd demands instead of pursuing his or her
own goals. And this influence was expected to bedr; the increase in intrusiveness would
result in a linear decrease in cognitive scoresit@oy to expectations, the effects of
intrusiveness on cognitive outcomes were not linkaalyses revealed that low levels of
intrusiveness were not associated with cognitiveesc It was the high levels of intrusiveness
that were associated with low scores. This findiag be related to the behaviors that defined

low and high levels of intrusiveness. Low levelsrdfusive behaviors mainly consisted of
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verbal intrusions such as commanding the childotsamething or correcting the child after
the child finished his activity. On the other hahayh levels of intrusive behaviors mainly
consisted of physical intrusions, such as takibgpak or picture from the child, controlling
the child by holding the child’s arm or physicaieatpts to get the child’s attention when
he/she was disengaged. It may be physical intrumidnghly frequent use of verbal intrusion
that influenced cognitive development negativelyleslow or moderate levels of verbal
intrusions were not detrimental. However, thisriptetation requires further analysis because
of the small number of individuals that constitueatth cell in intrusiveness by warmth
grouping. There are 27 mothers in low intrusivey i@armth; 69 mothers in low intrusive
high warmth; 12 mothers in high intrusive low walnaind 15 mothers in high intrusive high
warmth categories.

Intrusiveness and warmth did not have direct effect children’s cognitive
development; rather, the negative effect of intreisess was only detected when it was
coupled with high warmth. When intrusion was thedaminant interaction between the
mother and the child (in context of low warmth)ditl not adversely influence cognitive
development. The significant interaction effectnarmth and intrusiveness on math skills
and inhibitory control shows that when there wagam relationship, mothers’ highly
intrusive behaviors were detrimental to the chilcbgnitive development. These results
contradict the previous findings by Hubbs-Taita¢t(2002) who found that children receiving
the least amount of emotional support in additmthe highest level of intrusive control
performed the worst in terms of perceptual abgit@nd Pungello et al. (2009) who found that
negative intrusive parenting was not related taesgive language skills when used in
combination with maternal warmth for African Amercchildren. On the other hand, Aunola
and Nurmi (2004) who researched the effects of lpslpgical control (guilt inducing

behaviors of the mother) on children’s academicea@ment found that psychological
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control had a negative influence on children’s nskifis only when it was coupled with high
levels of affection. Two of the possible explanasidhey suggest for this finding are also
applicable for the current study. The first onéhat, highly controlling and highly warm
mothers are smothering their children. Their ovariog presence in the mother-child
interactions leads to an enmeshment of the motiethee child. The child becomes unable to
act autonomously; thus, his/her cognitive develapmsecompromised. The second possible
explanation is that mismatching behaviors and emnstgive an inconsistent message to the
child about the approval of the mother. While thatlmer seems to encourage child’s
exploration with a positively affectionate statiee snterrupts the child’s attempts at the same
time. This kind of inconsistencies may leave thidédcdnxious and divert his/her attention
from learning to his/her mother’s unanticipateddasbrs (Aunola & Nurmi, 2004).

The interaction effect of detachment and warmtleagnitive outcomes of children
was only applicable to visuo-spatial working memsecgres and again contrary to
expectations, warmth did not buffer the negatiflience of detachment on children’s
cognitive development. When warmth is low, highelewof detachment do not predict low
Corsi scores. It is possible that, although themot a warm and attentive relationship, at least
the child is autonomous and can pursue his/herintegrests during the mother-child
interaction. There is no one to interrupt the chilttivity. However, when warmth is high
and detachment is also high, children’s visuo-gpatorking memory scores are influenced
negatively. This can be because the child expegeadigh level of emotional expression as
distracting when he/she is engaged in a task anchtither’'s approach is not supportive of
the child’s activity. The mother is warm at timdser own choosing without considering

whether the child is focused on something elseobr n
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5.2. Contributions

This study unifies the disparate vocabulary thgreeto intrusiveness and
operationally defines it. It sets forth a new cadmethod and associated materials to endure
replicability, by exemplifying high and low levetd observed intrusiveness and other
maternal behaviors.

This study shows how early parenting may influectuédren’s cognitive outcomes
beyond direct stimulation of cognitive developmésgsides engaging the child in cognitively
stimulating, novel activities or directly teachitige child, parents can influence children’s
cognitive development through everyday interactwith their children. How maternal
behaviors may influence cognitive development [gl@xed by theories of ecological
systems, attachment, synchrony and coercion didgimning of this thesis. In addition to
those, the results of the analyses based on timplegut forward a new way of looking at the
effects of mother-child interactions on childrentgnitive development.

There are no studies conducted in Turkey that exesrihe effects of observed
maternal behaviors on children’s cognitive outconising a nationally representative
sample from Turkey, this study contributes to ooowledge of the maternal factors that
influence children’s cognitive development in Turke

Instead of just looking at the influence of diffetg@arenting styles on children’s
cognitive outcomes, this study focuses on parerafg combination of behaviors and
investigates how the effects of maternal behawarsognitive outcomes change with the
overall emotional climate. This approach captuiierént dimensions of parenting and rates
each mother on intrusiveness, detachment and walméveals that unlike commonly found
in previous research both for behavioral and cognibutcomes; the positive emotional
climate does not buffer the negative effects alusive and detached parenting. On the

contrary, it may exacerbate their negative effects.
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5.3. Limitations

There are number of limitations of this study. Eiedthough there are main effects of
detachment and interaction effects of intrusiverm@gswarmth and detachment and warmth
on cognitive outcomes of children, the effect siaessmall. The maternal behaviors
measured by this study do not explain much variamchildren’s cognitive development. It
is perhaps necessary to measure mother’'s cogristehulating behaviors during mother-
child interactions. In terms of verbal exchangemsjay be necessary to examine maternal
language (whether or not the mother uses a vandadamplex language) used during these
mother-child interactions. For instance asking tjaas to the child instead of telling or
commanding the child are facilitative of his/hegndive development as they provide
opportunities for learning (Taylor, Donovan, Mil&d_eavitt, 2009). The regression analyses
controlling for HOME language stimulation and agadestimulation measures at three years
of age did not alter the significant influence cdternal behaviors or their interactions on
children’s cognitive development. This result supgthe further need to include cognitively
stimulating maternal behaviors in addition to thatennal behaviors measured in this study
for explaining more variance in cognitive developme

Second limitation is about the conceptualizatiomaternal responsiveness. Bivariate
analyses show that responsiveness is not concezaiavell. It is the opposite of
intrusiveness so it is dropped from further anady3dis results in the measurement of
children’s cognitive outcomes based on two matedoeakhviors and maternal warmth.

Another limitation concerns generalization of fings based on a semi-structured
observational task. A lego construction task resgithe child to formulate strategies to
achieve a goal and engage in problem solving aesktBkills are closely related to children’s
cognitive development (Assel et. al., 2003). Howgewbserving the mother-child interaction

during a semi-structured task like this is liketyi¢ad the mother to act in a controlling and
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directive way towards the child. During the instrans about the observational protocol
interviewer tells the mother that the child is negd to build blocks as shown in the pictures.
She is also told that she can help the child aen thteractions are going to be videotaped.
These instructions may preoccupy the mother alb@uaim of the task. She may think it is
important that the child finishes the tasks in tifibus, she may intrude in the child’s activity
more than she naturally would.

In addition to this, it is also possible that thyads are placed in a high interaction
constraint by a lego construction task. Those mstiwo do not often play with their
children may not know how to interact during a stuwed task. Therefore, they may have
overreacted and behave in a more intrusive and waammer. On the other hand, those
mothers who knew how to interact with their childrgere more flexible and they did fine.
For these reasons, it is necessary to study ingnsss with a number of different tasks to see
whether the behaviors can be generalized.

5.4. Future studies

Future studies on the effects of intrusivenesslholdren’s cognitive development may
focus on distinguishing different types of intrusieontrol. Verbal and physical control may
have different effects on children’s cognitive depenent.

Longitudinal analyses are necessary to see howsing maternal behaviors change
over time because it is possible that intrusiver@nlecreases as the child gets older or
parents use different types of intrusive contradifferent ages (i.e., more physical control in
early ages than verbal control).

Future studies may also take children’s behavitis account while coding
observational mother-child interactions. By thisywiais possible to see the interactional
patterns that the dyads engage in and also howmaateehaviors are influenced by

children’s previous behaviors.
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APPENDIX

Anne-Cocuk Etkilesimi Sirasinda Anne Davrans Ozellikleri Kodlama Yo6nergesi
Prosedur:

Anne-cocuk etkilgimi sirasinda anne davrarizelliklerini kodlamak i¢in anne ve ¢ogun
birlikte lego yaptiklari 10 dakikalik (bazi videol®0 dakikadan daha kisa veya daha uzun
olabilir) videolar kullaniimaktadir.

Kodlamaya bglamadan 6nce her videoda kag tane 10 saniyelikdilduzu hesaplanir (10
dakikalik bir videoda 60 tane 10 saniyelik dilinrk@n, 12.30 dakikalik bir videoda 75 tane
10 saniyelik dilim vardir). Bu hesap géz 6niindeupdurularak her video icin rastgele'12
say! belirlenir. Daha sonra bu sayilarin denk gefth saniyelik dilimler hesaplanir (Orgie,
3. dilim 00.20—00.30 saniyeleri arasina ve 18nd#.50—3.00 saniyeleri arasina denk
gelmektedir).

Her 10 saniyelik dilim icerisinde bir veya birdeazfa (en fazla alti) anne davrarkodlanir.
Kodlama:

Anne-gocuk etkilgmlerinin icerisindeki anne davragari 6zellikleri ve duzeylerine gore
kodlanir. Etkilgim, anne veya ¢co@un digerine yonelik sdzel veya fiziksel bir davrgmm ve
digerinin bunu takiben verg tepkiyi icerir.

Anne davranglari kodlanirken anne-gcocuk etkiimi g6z 6ntiinde bulundurulmalidir. Bu
sebeple, kodlanmasa da, ¢gen davrarglari da dikkate alinir. Annenin davraraizelligi ve
bu davrargin diizeyi cocgun o anki davragina gore dgisebilir. Ornesin, annenin ¢cocuk
pasif birsekilde otururken cogta verdgi bir komut, diguk dizey mudahale, glik dizey
duyarli davrary olarak kodlanirken, cogun aktif birsekilde oyuna katilgn durumlarda
yuksek duzey mudahale olarak kodlanir. Bege&ilde, cocgun ilgisi dgzildiginda ¢cocgu
oyuna katmak icin “Aa bak burada ne guzel bir geanms!” seklinde bir tgvik duyarlilik
olarak kodlanir.

Etkilesim icerisindeki anne davragn) oyun veya durum hakkinda nétr bir yorum, dokunma
itme veya sarilma gibi fiziksel bir temas veya kndk, takdir, ilgisizlik ifade eden bir s6z ve
hareket olabilir. Anne davrapicocuysun yaptgl veya soyledii bir seye tepki olabilecg gibi
cocuktan baimsiz bir ifade veya hareket de olabilir.

Farkli davrary birimlerini birbirinden ayirmak igin sira alma kalr uygulanir. Buna gore
annenin bir batlnlik gosteren her sozel (cimlslen,) ifade eden kelimeler, tinlemler vb.)
veya fiziksel ifadesi bir davranbirimi olarak kodlanir. Eer sozel veya fiziksel bir ifade
karsi taraf tepki vermeden tekrarlaniyorsa bu tek birdng birimini gosterir. Bir davrasi
bir stire (bu 1-2 saniyelik uzun bir duraksama déalegi gibi yarim saniyelik kisa bir
duraksama da olabilir) i¢cin duraksayip daha soereath ediyorsa, duraksamadan sonraki
davrang yeni bir davrary birimi olarak kodlanir. 10 saniyelik dilimde anmefik s6zel veya

! yapilan analizlere gére videolardaki bitiin dilimlkodlamadan elde edilen sonuclar ve rastgeldraiaci 2
dilimi kodlamadan elde edilen sonugclar arasindiaiiyiiksektir (r = .94). Bu nedenle buitin video peri
rastgele secilmil2 dilim kodlanmaktadir.
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fiziksel ifadesi birinci davrag) son ifade de son davramlarak kodlanir. Annenin
davranglari 4 ayri 6zellik boyutunda kodlanir. Bunlar;

Mudahale
Duyarhlik
Ilgisizlik
Sicaklik

A WNBE

Bu davranglarin her biri detayli bigekilde érneklenerek takip eden bdlimlerde anlagtimi
Annenin her bir davragidzelliginin diizeyi ise gagidakisekilde belirlenir;

0 Hic (davrang 6zelligini gozlemlemediinizi gosterir).
1 Dusuk diizeyde gozlendi.
2 Yuksek duzeyde g6zlendi.

Bir zaman diliminde sadece bir anne daweada birden ¢ok anne davranda goruilebilir.
Ornegin, bir anne yiiksek diizeyde miidahale eden ve Oyihideeduyarli davragta
bulunabilecgi gibi, disik dizeyde miudahale eden ve yuksek diizeyde dinyadavrang da
sergileyebilir.

Belirtilen davrang 6zelliklerine uymayan durumlar konusddurumlari gésterir ve eksik veri
olarak kodlanir. Eksik veri olarak kodlanan durumia bu durumlara verilecek rakamlar
asagidaki gibidir:

9 Anketor konguyor, oyunu anlatiyor veya yonerge veriyor.

8 Anne belirtilen davranozelliklerine uymayan bigekilde konguyor veya hareket
ediyor.

7 Kamera anne ve ¢c@eaucekmiyor.

Konu dsI durumlarla kagilasildiginda butiin kutucuklar duruma uygun olarak belirlenm
rakamla doldurulur. ger herhangi bir 10 saniyelik dilimdeki buttin daugadzellikleri konu
digi olarak kodlanngsa, o zaman o dilim yerine rastgele segily@ni bir dilim

kodlanmalidir. Sonugta her video icin eksik vemaksizin toplam 12 tane 10 saniyelik dilim
bulunmahdir.

Kodlamay! baslatirken belirtilen dilimin zaman arali gina kesin olarak uyulmaldir.
Ornezin, 00.20-00.30 dilimi kodlanirken suire tam ola@@k20’ye girildigi anda bglatiimali
ve 00.30’a girildgi anda durdurulmalidir. Sadece yarim kalan vesaalaayan ctumleler icin
bir dnceki veya bir sonraki dilimde bir saniyeyicggemek keuluyla kodlama yapilabilir.

Anne-Cocuk Etkilesimi Sirasinda Anne Davrans Ozellikleri
1. Mdidahale eden

Tanim



Appendix 75

Mudahale eden anne, c@un argtirma ve kefetme ihtiyacini géz ardi ederek, cgom sire
giden faaliyetini devralir veya ani desistirir. Bu mtdahale fiziksel (oyungaveya lego
parcasini coctun elinden almak, cogun gzini eliyle kapatmak, ¢cocuk bir aktiviteyle
ugrasirken cocgun cabasini/tgbbusuni kisitlamak/durdurmak, ¢cocuk bir aktiveparken
veya birseye bakarken ¢cogu kenara itmek) veya sozel (¢c@cun hareketlerini tekrarlanan ve
gereksiz komutlarla kontrol etmek) olabilir.

Mudahale dilik dizeyde oldgunda anne ¢co@un aktivitesini gocgun ihtiyaci olmadii
halde yonlendirir fakat cog@a aktiviteyi kendi bgina tamamlamasi icin ve aktivitenin
sonugclarini gérmesi icin de firsat verir.

Mudahale airi oldugunda, anne bitin aktiviteyi yonetmeyalaave ¢cocgun aktiviteye
katiimina engel olur. Oyunun kontroli annedediawee cocuktan belli davratar
bekledgini fiziksel ya da sozel olarak ifade etmektediu Y8izden anne, cogun oyunda
oncu olmasina, oyunun oglaa veya temposuna etki etmesine izin vermez. Biyyeuine,
cocuk kendi bgina calsma cabasi gosterse bile anne araliksiz komut \erghavi parcayi
buraya koy, daha ileri, yanina, koy hadi”) veyaedd@mayansekillerde (cocuk bir legoya
uzandginda yanls diye legoyu almasina engel olmak) ¢gen aktivitesini kontrol eder.
Mudahalenin engri oldugu durumda, anne ¢ogun Uzerinde ¢ajtigl problemin kontrolini
devralir ve problemi ¢cocuk igin ¢ozer. Anne ¢ocgik icok fazlasey yaptgindan, etkilgimde
cocuzun oyunusekillendirmesi veya oyuna katkida bulunmasi icigbim firsat yoktur.

Ornekler
DusUk duzey (1) olarak kodlanan mudahale;

Cocuzun yonergeye ihtiyacl olmaglihalde cocga ne yapmasi gereftyle ilgili komut
vermek (Ornek: Simdi sariyi tak.” demek).

Cocuk legoyu taktiktan songakartip, dgistirmek/ “diizeltmek”.

Cocuzun yonergeye ihtiyaci olmaglihalde ¢ocgun eline dgru legoyu verip ¢cocga takmasi
gereken yeri gostermek.

Cocuza karta, legolara bakmak igin hi¢c zaman vermemidg arkaya legolari coga
vermek.

Cocuzun legoyu takmasi igin yeterli bir sire beklemegardim ederek kendi takmak.

Cocuk resimdekinden farkh bir lego takmaya gatinda cocgun kendi hatasini gérmesine
firsat tanimadan veya bir gerekce gostererekgengel olmak (Ornek: “Bence onu
cikartalim, bu buyudk parcay! koyalim, ¢unki Uzekok yapacgz. Buyuk kule yapagaz.”
demek).

Cocuk belirli bir istekte bulundiunda ¢ocgu i1srarla bgka bir aktiviteye yoneltmeye
calismak.

Yuksek duzey (2) olarak kodlanan mudahale;
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Cocuzun elinden legoyu, lego resmini almak.

Cocuk bir legoya uzanginda yanls diye legoyu almasina engel olmak (Ornek: Gocu
elini tutarak legoyu almasini engellemek, elingkadego tutgturmak, dikkatini kendi
elindeki legoya cekmek “Bak, sarisini, sarisincaksin.” demek).

Cocuk elinde bir legoyla takmayi beklerken ¢gaibaka bir lego verip elindekini
birakmasina neden olmak veya elindeki legoyu ¢c@uiitmak.

Cocuk legolari yapmaya caliken araliksiz komut vermek (Ornek: “Yanina getatha
yanatir, koy oraya, oraya @, yanina.” demek).

Cocugun yaptgina olumsuz komnymayla kagi ¢citkmak (Ornek: “Oyle dgl, boyle

yapacaksin.”, “Hayir, olmadi.”, “Dur, orayagk’, “Cekil, birak onu.”, “Cikart hemen.”
demek).

Cocuk legoyu takarken fiziksel olarak kap dizeltmek.
Cocuza komut verdikten sonra yapmasi igin higc zaman egimkendi yapmak.
Cocuzun elini/kolunu eliyle tutarak kontrol etmek.

Cocuk olumsuz davranginda, oyundan uzakiaginda ¢cocgun davrargini durdurmak veya
¢cocusu oyuna geri dondurmek igin igin ¢agun kolunu, bacani ¢ekitirmek.

Cocuzun duygu durumunu olumsuz yonde etkileyerek aldwibirakmasina neden olmak
(Ornek: “Seninki cok cirkin oluyor.”, “Bunu yapmaas sana kisiyorum, gidiyorum.”
demek).

Beraber oynuyorlarnaigibi konusurken, cocuk icin legolari yapmak (Ornek: “Evgmndi
kirmiziy1 yapiyoruz.” derken kirmizi legoyu kendiskmak ve ¢ocga “Bastir/Koy.” demek).

Dikkat edilmesi gerekenler

Cocuk birsey yapmadan bekliyorsa ve anrgi‘legoyusuraya tak”seklinde dgrudan komut
veriyorsa, midahale eden davsamidizeyi aagidakiler g6z 6ntine alinarak kodlanir;

« Eger anne coqga komutu uygulamasi, oyuna devam etmesi icin firsemniyorsa bu
durum yuksek diizey midahale etme/araya girme olardlanir.

* [Eger anne cocga firsat taniyor fakat cocuk bu firsati kullanmsao zaman bu diik
duzey mudahale etme olarak kodlanir.

2. Duyarh

2 Firsat vermeme: Komutu verdikten sonra g@cuygulama icin yeterli zamani vermemekiir.
Ornekler:
Komutu ¢ocuk cevap veremeden tekrarlamak veyalyiekiomut vermek.

Komutu verdikten sonra ¢ogu hi¢ beklemeden kendisi uygulamak.
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Tanim

Duyarh anne ¢ocgun faaliyetine engel olmadan ve aralarindaki egkite hikmetmeden
cocyzun yaninda bulunur. Anne oyunu yonetmesi icin gadain verir ve ¢ocgun
rehberlginde oyuna dahil olur. Cocukla s6zel etkilede bulundgunda, ¢cocgun sire giden
faaliyetini destekler. Bu tip bir etkgem argtirma/kgfetme ve yonetme konusunda ¢gau
firsat sglar. Duyarli davrargiar arasinda aktiviteyi coga anlatmak, oyun sirasinda ¢gan
katihmini tgvik etmek ve ¢ocgia 6vgude bulunmak (“Aferin!”, “Glzel gidiyorsun."Evet,
dogru.”); bir obje veya aktiviteyle ilgili soru sormgkBu sekil neye benziyor?”, “Bu ne
renk?”, “En blyuk parca hangisi?”), caeun ilgisi daildiginda argtirmay tevik edici
davranglari desteklemek §imdi ne yapalim? Sirada ne var?” veya “Bak buraslaarms.”)
sayllabilir.

Ornekler
Duysuk duzey (1) olarak kodlanan duyarlilik;

Oyuna yeni bglarken ¢ocgun ilgisini cekmek ve dikkatini toplamak igin oyugén vermek
(Ornek: Tabani koyup, ilk legoyu yegtemek).

Yeni bir oyuna bglarken ¢ocgun ilgisi dazildiginda cocgu oneriler ve tgviklerle oyuna
katmaya cafmak (Ornek: Cocuk ilgisiz bigekilde dururken “Aa bak burada ne vagh€ok
guzel bir ev varmt”, “Gemiyi gérdin mu? Kocaman bir gemi vagifiidiyerek oyuna dahil
etmeye cabmak).

Cocuk “yapamam/yapamiyorum” dgitide cocgu tesvik etmek (Ornek: “Yaparsin sen,
beraber ne guzel yapiyorduk daha 6nce.” demek).

Cocusun sordgu sorulara, cogiun ifadelerine/yorumlarina cevap vermek (Ornek:oc
“Bu yesil” dediginde “Evet, yail” demek, cocuk “Nereye takagan?” diye sordgunda
“Buraya” diye gostermek)

Cocusun oyun davetine kk&a bir 6neri veya komutla cevap vermek (Ornek: Gd@nne,
simdi sen tak.” diyip anneye oyunda bir rol veidide “Sen tak.” demek).

Belirsiz bir nedenden dolayi ¢cogaiolumlu cevap vermek, cogu takdir etmek (Ornek:
Cocuk birsey yapmadii halde “Aferin.” demek).Cocukla ileiimi kesmeden yan yana oturup
farkli legolarla oynamak, coga model olmak.

Yuksek dizey (2) olarak kodlanan duyarllik;

En az 4 saniye boyunca ¢@cun legoyu yapmasina izin vermek, ¢galkargmadan
beklemek.

% Cocuun sorusuna cevap vermek, cevap olumlu da olumawtsé diiiik diizey duyarli davranolarak
kodlanir.

Buna kasilik, cocusun aktiviteyle ilgili s6zel bir ifadesine/yorumurarilen olumlu cevap diik diizey duyarli
davrans olarak kodlanirken, olumsuz cevapsiki diizey midahale eden vesidki diizey duyarl davragolarak
kodlanmalidir (Ornek: Cocuk “Aa, yatak yaptim bed&dginde I 1h, yatak dgil ki 0.” demek).
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Cocupa yaptgl aktiviteyi tanimlayan, anlatan yorumlarda bulukn@rnek: “Evetgsimdi bir
gemi yaptin!” demek).

Cocuga yaptgl aktiviteyle ilgili soru sormak (Ornek: “Taktin mBitirdin mi? Oldu mu? Onu
nereye takacaksir§tmdi ne yapiyorsun? Hangisini alaga?” diye sormak).Cogiun kendi
basina yaptgl bir aktiviteyi onaylamak, takdir etmek (Ornek:v&, aferin!”, “Hi hi”, “Guizel
gidiyorsun.”, “Peki, tamam.” demek)

Cocusu harekete gegcirici ifadelerde bulunmak (Ornek: Nijisonra?”, “Hadi sen tak, sen
yapms ol.” demek).

Cocuk sikildginda, ger oyuna yeniden dikkatini veremezse, gaguistedgi bir sekilde
oynamasi icin tevik etmek (Ornek: “Sen ne yapmak istiyorsun? Haui gap.” demek).

Oyunun yonetimini cogia birakmak (Ornek: Cogun oyunda yap# desisiklikleri kabul
etmek).

Cocugun oyuna davetine cevap vermek (Ornek: Cocuk “Aginedli sen tak.” diyip anneye
oyunda bir rol verdiinde bu rolt kabul etmek).

Dikkat edilmesi gerekenler

So6z ve davragiuyumlu olmadginda davrarga gore kodlama yapilmalidir.

* Anne “Hadi sen yap.” derken eline siradaki legolyp kendi takiyorsa bu yiuksek
dizey miudahale olarak kodlanmalidir.

Duyarh davrany 6zelligi miidahale eden davrariizelliginin zitti degildir. Her iki 6zellik bir
arada bulunabilir.

DusUk duzey duyarli (1) ve diik diizey mudahale eden (1) olarak kodlanan daeaal
ornekler:

» Cocuk birsey yapmadan duruyor, oyundan kopwve ilgisizken, “Alsunlari tak.”,
“Bastir ama hadi sen de, kugctukleri koy sen de.édigmut vermek,

» Cocuk karta gore yanlyere taktginda diizeltmeyi soru sorarak yapmak veya gacu
karti gostererek yardimci olmak (Ornek: "Oraya Birbak bakayim.”, "Oldu mu
sence?" diye sormak).

» Sadece oyuna klarken ¢cocgun dikkatini oyuna ¢cekmek icin yonlendirmede
bulunmak (Ornek: "Bak en alta bunu koy. Bunun aymigapacaksin, k&a birsey
yapmayacaksin." demek).

« Cocuga gevresini ardgirma imkani sglayan komut vermek (Ornek: “Bana buyik
maviyi verir misin?”, ‘Simdi kulaklarini/bacasini/catisini tak.” demek).

» Cocuk legolar takarken gir taraftan bir parca eklemek.

“*Cocuk annenin komutlarini takip ederek aktiviteynmliyorsa ve anne bunun sonunda onay veriyoirtakd
ediyorsa, o zaman bu takdirgdix diizey duyarli davragpiolarak kodlanir. (Ornek: Takmasi icin legolariark
arkaya cocpa verdikten sonra “Aferin.” demek).
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DusUk duzey duyarli (1) ve yiksek diizey midahale €dgnlarak kodlanan davratara
ornekler:

« Cocugun oyuna katihmini engellemek ve bunun igin geeekermek (Ornek: “O
desil!” diyerek cocuyzun legoyu takmasina engel olurken “Onu sonra yapacBak
buraya gelince onu takaga.” diye aciklama yapmak).

« Cocugun oyunla ilgili sorusuna cevap verirken cocuk igioblemi ¢cozmek (Ornek:
Cocuk “Anne, bunu nereye takagean?” diye sordgunda takac& yeri sdyleyip
legoyu kendi takmak).

» Cocua surekli komut vererek oyunu yonetmek ve gaciCok gilizel yapiyorsun.”
demek.

Yuksek diizey duyarli (2) ve gliik diizey midahale eden (1) olarak kodlanan dayleaai
ornekler:

» Cocuya yaptgl aktiviteyle ilgili tesvik edici yorumlarda bulurken ayni anda komut

vermek (Ornek: “Aferin, cok guizel gidiyorsun, colizg! bir ev yaptin. Hadimdi de
Catisini tak.” demek).

3. 1llgisiz
Tanim

Ilgisiz anne ¢ocgu hem duygusal hem de davrgral agidan goz ardi eder. Cgan
aktivitesine kagi ilgisizdir, cocukla g6z konfa kurmaz ve ¢ocgun ilgi cekme cabalarina
cevap vermez. B&a bir aktiviteyle ilgileniyor olabilir.

Ornekler

DusUk duzey (1) olarak kodlanan ilgisizlik;
Cocuzun sordgu sorulara cevap vermemek.
Yuksek dizey (2) olarak kodlanan ilgisizlik;

Cocukla ilgisiz birsekilde bgka aktiviteyle ilgilenmek, bgasiyla kongmak (Ornek:
Anketorle veya odadaki bla biriyle kongmak, cocukla ilgilenmeyip kardke ilgilenmek).

Cocuk glarken, kendi bana legolari yapmaya devam etmek.

Dikkat edilmesi gerekenler

Ilgisizlik disiik diizeyde (1) oldtu zaman, dier kategoriler (yiiksek diizey duyarlilk
disinda) 0, 1 veya 2 dizeylerinde olabilirler.

Dusuk duzey ilgisiz (1) ve diilk dizey midahale eden (1) olarak kodlanan dagleaal
ornekler:
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» Cocuun ilgi cekme cabasina/sorularina cevap vermemgékergeye ihtiyaci
olmadgl halde ¢cocga neyi nereye takmasi geredi soylemek.

DusUk duzey ilgisiz (1) ve yuksek dizey miudahale g@¢mlarak kodlanan davragara
ornekler:

» Legolarla ilgili cocigun tekrar eden sorularina cevap vermemek vegocistedgini
takmasina engel olmak.

* Vicut diliyle bagka bir yonelmek, ¢cogta bakmamak ve oyunun kontrolinu eline alip
legolari takmak.

» Cocuk karta bakarken legoyu yapmak.

Dusuk duzey ilgisiz (1) ve dilk duzey duyarh (1) olarak kodlanan davséara 6rnekler:

Vucut diliyle bgka bir yone yonelmek, coga bakmamak ama “Aferin” demek.
4. Sicakhk

Tanim

Sicaklik gosteren anne cocukla oynarken keyifgatdibelli eder. Anne-cocuk etkieni
sirasinda, cocukla g6z kogt&kurar, yumgak/sicak bir ses tonu ve sevgi sézctkleri kullanir.
Fiziksel olarak seveceg@fkatlidir. Cocigu kucaklar ve ¢cogia gulimser.

Ornekler

DusUk duzey (1) olarak kodlanan sicaklik;

Yumusak bir ses tonuyla kosmak.

Cocukla gbz konta kurmak.

Yuksek dizey (2) olarak kodlanan sicaklik;

Cocugun sirtini sivazlamak, eamak; cocgu 6pmek; cocga sariimak.

Cocukla sicak bir ses tonuyla kagantken ayni zamanda sevgi sozcukleri kullanmak (Krne
“Bebegim, askim, hayatim, tathm, X@m” demek).

Cocuza gulimsemek.
Cocuzu alkslamak.

Dikkat edilmesi gerekenler

» Sevgi sOzcukleri olumsuz bir tonlamayla soyleniposscaklik olarak kodlanamaz.
Burada 6nemli olan ifade edilen duygudur.
» Aktivite sirasinda korgma ve g6z temasi yoksa sicaklik O olarak kodlardmali
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Ornek Kodlama Kgdi
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