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ABSTRACT

Today, approximately 2 million Turkish citizens live in Germany, and similar to many
minority populations, Turkish immigrant children are academically less successful at
school when compared to their German counterparts. School problems that Turkish
immigrant children have at early ages are also precursors of some problems they face in
adolescence (e.g., conduct disorders) and adulthood (e.g., adjustment problems,
unemployment). Nevertheless, no studies have developmentally investigated the factors
that influence school performance of Turkish immigrant children in Germany. In this
study, German and Turkish immigrant samples were compared on children’s early
cognitive skills, mothers’ parenting behaviors and the quality of home environment, and
parenting variables were investigated as possible predictors of children’s cognitive
development. The participants in the study were 65 German and 52 Turkish preschool
children, and their mothers who were matched in terms of education level (i.e., 10-to-12
years of schooling). Children were mainly recruited from childcare centers serving low-
SES communities. Four different cognitive skills (memory, strategies, categorization and
body-related vocabulary skills) that are thought to be related to early school performance
were measured by a test. The test provided scores for the four domains individually and
also gave a composite score indicating the child’s overall cognitive performance.
Parenting variables were measured by a self-report scale and time diary. MANOV As and
structural equation modeling analyses, respectively, revealed that cognitive scores of
German children were significantly higher than those of Turkish immigrant children and

predictors of these skills were different for the two groups. Provision of literacy
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experiences at home and children’s solitary play significantly predicted cognitive
performance of German children. For the Turkish sample, high levels of maternal
responsivity and home literacy environment were significant predictors of children’s
cognitive scores. However, a comparison of parenting variables revealed that Turkish
mothers displayed responsivity and home literacy experiences considerably less than
German mothers. Taken together, these findings implied that Turkish immigrant children
are disadvantaged in terms of early cognitive development and this is partly due to the fact
that they receive low environmental stimulation. The results point out the importance of
focusing on the home environment and parenting practices in developing programs that
aim to improve Turkish immigrant children’s early cognitive skills. Such programs may

also facilitate the school success of these children in the long run.

Keywords: Parenting, Cognitive Skills, Turkish Immigrants



OZET
Glinlimiizde, yaklasik 2 milyon kadar Tiirk vatandast Almanya’da yasamaktadir. Diger
bir¢ok azinlik gruba benzer olarak, Tiirk go¢cmen ¢ocuklar da Alman akranlarina oranla
akademik acidan daha basarisizdir. Tiirk gogmen ¢ocuklarin erken yaslardaki bu okul
sorunlari, ergenlikte (6rn: davranis bozukluklari) ve yetiskinlik doneminde karsilasilan
bazi 6nemli sorunlarin da (6rn: uyum sorunlari, igsizlik) tetikleyicisidir. Bu ragmen,
arastirmacilar, Almanya’daki Tiirk gd¢men ¢ocuklarin okul performansini etkileyen
faktorleri gelisimsel olarak incelememistir. Bu calismada, Alman ve Tiirk gocmen gruplar,
cocuklarin biligsel becerilerinin diizeyi, annelerin ebeveynlik davranislar1 ve ev ortaminin
nitelikleri acisindan karsilastirilmis, ve ebeveynlik degiskenlerinin ¢ocuklarin biligsel
becerilerini ne diizeyde yordadig: arastirilmistir. Calismanin katilimcilari 65 Alman ve 52
Tiirk gogmen anaokulu ¢ocugu ve onlarin egitim diizeyi (toplam 10-12 y1l okullagsma)
acisindan eslestirilmis anneleridir. Cocuklara, diisiik sosyoekonomik diizeydeki cevrelere
hizmet veren anaokullart araciligiyla ulasilmistir. Erken dénem okul performansi ile
iliskili oldugu diisiiniilen dort farkl biligsel beceri (hafiza, stratejiler, kategorilestirme ve
viicut ile baglantil1 kelime bilgisi) bir gelisim testi ile dlciilmiistiir. Bu test, her bir bilissel
alan i¢in ayn bir puan vermekte ve cocugun test genelindeki biligsel performansini ifade
eden bir de toplam puan sunmaktadir. Ebeveynlik degiskenleri, annelere doldurtulan bir
Olcek ve giinliik ile olciilmiistir. MANOVA ve yapisal esitlik modeli analizleri, sirasiyla,
Alman cocuklarin Tiirk gdcmen ¢ocuklara oranla biligsel islerde daha iyi performans
gosterdigini ve bilissel performansi yordayan degiskenlerin iki grup i¢in farklilagtigini

gostermistir. Alman ¢ocuklarin bilissel performansini anlamli sekilde yordayan
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degiskenler, cocuga evde saglanan okuma-yazma deneyimi ile cocuklarin yalniz oyun
oynama siiresidir. Tiirk orneklem i¢in ise, yiiksek diizeydeki anne duyarlilig1 ve evdeki
okuma-yazma ortami ¢ocuklarin biligsel performansini anlamli sekilde yordamistir. Oysa
ki, gruplar ebeveynlik davraniglari acisindan karsilastirildiginda, Tiirk annelerin Alman
annelere gore daha diisiik duyarlilik gosterdigi ve ¢ocuklarina daha az okuma-yazma
deneyimi sagladigl bulunmustur. Tiim bu bulgular, Tiirk gogmen cocuklarin erken dénem
biligsel becerilerin gelisimi a¢isindan dezavantajli oldugunu ve bu durumun, kismen,
alinan ¢cevresel uyarimin azligindan kaynaklandigimi gostermektedir. Bulgular, Tiirk
gdecmen cocuklarin biligsel becerilerini arttirmay1 hedefleyen programlarin ev ortami ve
ebeveynlik davraniglar iizerine yogunlagmasi gerektigine isaret etmektedir. Boyle

programlar uzun vadede Tiirk go¢cmen ¢ocuklarin okul basarisini da artirabilmektedir.

Anahtar Sozciikler: Ebeveynlik Davranislan, Biligsel Beceriler, Tiirk Go¢menler
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Chapter 1: Introduction

Chapter 1

INTRODUCTION

1.1 General

Recently, there has been a growing recognition that successful participation in
educational institutions is a key factor for integration of Turkish immigrants in Germany.
Turkish immigrants constitute about a quarter of children who attend preschool or
elementary school in many German cities. Nevertheless immigrant children are usually
academically less successful compared to the overall population (Leyendecker, Citlak,
Schélmerich, & Yagmurlu, 2004). In this respect, exploring the causes of low school
performance of Turkish immigrant children is of special importance. We need to elucidate
the factors which lead to these outcomes, specifically those that are important for
cognitive and academic skills in order to prevent school problems that immigrant children

faced.

1.2 Scope and Purpose of Research

It is no doubt that early cognitive development is one of the most important
predictors of later school achievement. Research studies that examine the contexts that are
conducive to development of cognitive skills attribute an influential role to children’s

early proximal environment, in particular to parenting. It has been widely reported that
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early maternal responsivity especially in terms of verbal stimulation, involvement with the
child, positive parenting practices such as use of praise, and literacy environment at home
predict young school-age children’s cognitive development (Estrada, William, Roberts, &
Holloway, 1987; Hart & Risley, 1992; Hoff, 2003; Landry & Smith, 2001; Laosa, 1982,
1984; Pierce & Garrett, 1996; Rogoff, 2003; Sénécal & LeFevre, 2002; Slobin, 1972;
Snow, 1991, 1993; Tamis-LeMonda, Bornstein, Baumwell, & Damast, 1996; Whitehurst et
al., 1994).

On the other hand, it is known that culture shapes systematic parenting practices.
While there are cross-cultural universals (Segall, Dasen, Berry, & Poortinga, 1999),
several studies reveal culture-related variances in parenting behaviors (Bornstein, Tal, &
Tamis Le-Monda, 1991; Pomerleau, Malcuit, & Sabatier, 1991). However, the effect of
culture on parenting usually diminishes and sometimes disappears when socioeconomic
status of families is taken into account (Bornstein et al., 1991; Fogel, Toda, & Kawai,
1989). In this sense, it would be valuable to investigate cross-cultural differences with
groups that are comparable in terms of socioeconomic background. This would expand
our understanding of the role of culture and socioeconomic status (SES) in the relations
between parenting and cognitive development in young children.

Although there are a few studies which comparatively examined parenting
predictors of cognitive development in Turkish immigrant and Dutch children (Leseman
& Boom, 1999; Willemsen & Vijver, 1997), to my knowledge, there is no such study that
has been conducted with Turkish immigrants in Germany. Also, most of the previous

findings (Leseman & Boom, 1999; Tuijl & Leseman, 2004) do not provide information on
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aspects of cognitive development that specifically contribute to school achievement (e.g.,
attention, memory, executive strategies). In accordance, the primary aim of the present
study was to investigate similarities and differences in cognitive skills of Turkish
immigrant children and German children living in Germany. Another goal of the present
study was to explore similarities and differences in parenting predictors of cognitive skills
of children in these two cultural groups. Examining these relationships was seen as
especially important to gain an insight into the processes influencing immigrant children’s
school performance.

In this thesis, the following chapter reviews theoretical approaches to cognitive
development, the literature on parenting and sociocultural context, and summarize
empirical studies on their relationships. In chapter 3 (The present Study), the aims and
hypotheses of the present study are presented in the light of previous findings reviewed. In
Chapter 4 (Method), characteristics of participants in the study and measures used to
assess the predictor and outcome variables are given. Chapter 5 (Results) provides a
detailed report of the results of statistical analyses. More peripheral information
concerning the measures and findings is presented in Appendices. The final chapter
(Discussion) interprets the findings of the present study and discusses them in relation to
the literature. It also discusses limitations of the study and suggests directions for future

research.
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Chapter 2

LITERATURE REVIEW

2.1 Cognitive Development

Cognitive development refers to “how the processes or faculties by which
knowledge is acquired and manipulated change over time.” (Bjorklund, 1989, p.3). It is
acknowledged that little in the way to complex cognitive processes is built into our brains.
Rather, our ability for complex thought develops gradually over childhood (Bjorklund,
1989). In this sense, it is essential for researchers to understand the course and causes of
cognitive development.

We see that the field that examines the course of cognitive development was first
dominated by a biological-genetic-maturational perspective. Foundations of this approach
to cognitive development come from the studies of Gesell (1880-1961). Within this
perspective, it is assumed that development is characteristic of human species which has
its basis in biology. In this respect, the course of cognitive development is relatively
predictable across all individuals. This view is well represented in the Central Processor
Model of Intelligence which constitutes the basis of Jean Piaget’s (1967) well-known and
widely accepted theory of cognitive development. According to this model, intelligence is
a central process that shows consistency, generalizibility and transfer over different

conditions.
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In line with this view, Piaget (1967) examined children’s intellectual development
as a way of how mental representations change over time and proposed that children’s
thinking transformed in stages as children revise their concepts of physical phenomena
and mathematical ideas. According to Piaget (1967), there are sequential stages in
cognitive development and children’s understanding of the world across different
situations is limited to the stage they are in at the time. Another important assumption of
this theory is that these stages represent universal processes, meaning that all individuals
in the world go through these same stages in the same order and no important cultural
variation is expected in this sequence. Although strict characterizations, unevenness and
universality of Piagetian stages were challenged later on by several studies (Cole, Sharp,
& Lave, 1976; Dasen, 1977; Rogoff, 1981), it is worth to mention these stages here briefly
before elaborating on the critics because Piaget’s theory still constitutes the basis of many
cognitive studies and tasks used today.

Piaget (1967) describes four stages of cognitive development from birth to
adulthood. The first stage is called the sensorimotor period and lasts from birth to two
years of age. At this stage, infants’ achievements consist largely of coordinating their
sensory perceptions and simple motor behaviors. As they move through the six substages
of this period (reflex schemas, primary circular reactions, secondary circular reactions,
coordination of secondary circular reactions, tertiary circular reactions and beginning of
symbolic representation), infants come to recognize the existence of a world outside of
themselves and begin to interact with it in deliberate ways. The second stage which is

from two to six years of age is called the pre-operational period. At this stage, young
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children can represent reality to themselves through the use of symbols, including mental
images, words, and gestures. Objects and events do no longer have to be present to be
thought about, but children often fail to distinguish their point of view from that of other
person, become easily captured by surface appearances, and are often confused about
causal relations. The third stage is called the concrete operational period and it takes place
between the age of six and twelve. This stage is described as the time when children
become more capable of mental operations, internalized actions that fit into logical
system. Within this stage, operational thinking allows children to mentally combine,
separate, order, and transform objects and actions. The last Piagetian stage of cognitive
development is the formal operational period which is achieved between twelve and
nineteen years of age. In this stage, the developing adolescent acquires the ability to think
systematically about all logical relations within a problem and begins to display a keen
interest in abstract ideas (Cole & Cole, 1996).

As mentioned before, the Piagetian theory constitutes the basis of the cognitive
development literature even today and provides an in-depth understanding of children’s
development of cognitive skills. However, his theory which represents the Central Process
Model was challenged by findings that people coming from different cultural communities
perform differently on Piagetian tasks. For example, while European and U.S. children
were found to reach the concrete operational stage at about age seven (Goodnow, 1962 as
cited in Rogoff, 2003; Kiminyo, 1977), people from non-European/American communities
displayed concrete operational thinking at an age much later than seven (Greenfield, 1966;

Kelly, 1977; Stevenson, Parker, Wilkinson, Bonnevaux, & Gonzalez, 1978). In addition,
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researchers have found that schooling has a great impact on cognitive test performance
(Cole et al., 1976; Greenfield, 1974; Lave, 1977). It is that, people from traditional
societies who did not have school experience were found to be incapable of reaching the
formal operational stage (Ashton, 1975; Goodnow, 1962 as cited in Rogoff, 2003).
However, these people performed well enough when the tasks were structured with
familiar concepts such as kin relationships (Greenfield & Childs, 1977). These findings
clearly showed that familiarity with the concepts is necessary in order to perform well in
the Piagetian cognitive tasks. What is more, many cross-cultural studies showed that
children who performed poorly on cognitive tasks in test situations showed impressive
thinking in their everyday lives (Rogoff & Lave, 1984; Serpell, 1977). Therefore, Piaget’s
assumptions that development necessarily follows a certain sequence of stages and the
developmental stages manifest themselves similarly in different situations (tasks) have
been refuted.

However, these findings are in line with the sociocultural perspective which claims
that cognitive processes do not operate irrespective of circumstances. According to the
sociocultural approach (e.g., Context Specific Learning Model), cognition represents
adaptation to specific environmental requirements; therefore, all learning is context
dependent. In this regard, generalizibility of an ability acquired in a specific context to
other environments, as Piaget suggested, cannot be taken for granted (Rogoff, 2003).

The sociocultural perspective mainly derives from the propositions of Vygotsky
(1978) who argued that behavior is adapted to fit the context and the context is structured

to support the behavior. According to Vygotsky (1978), the development of higher forms
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of cognition originates in interaction with more skilled people who facilitate child’s
learning through the use of language and non-verbal teaching strategies. Children develop
cognitive skills as they participate in sociocultural activities. Thus, this perspective
recognizes traditional tasks such as weaving, tailoring, and oral mathematical calculations
learnt in everyday task-oriented interactions as valuable specific learning experiences that
are no different than school learning. Based on findings of cross-cultural research, the
sociocultural perspective puts forward that familiarity plays a crucial role in person’s
cognitive test performance and “Western” schooling as a cultural institution is the main
source of this familiarity. In this sense, the Context Specific Learning Model of
Sociocultural Development Theory (Cole et al., 1976; Greenfield, 1974; Lave, 1977)
refutes the idea that general cognitive processes can be examined through tasks such as
tests of Piagetian reasoning, classification, logic, and memory.

To sum up, the sociocultural approach is compatible with the findings of cross-
cultural studies which indicate that not everyone goes through the same stages and that test
performance shifts greatly with familiarity. In addition to compatibility with cross-cultural
findings, the sociocultural approach is valuable in terms of underlining the role of cultural
values attached to intelligence and maturity in the development of cognitive skills. Besides
these strengths, the sociocultural approach also brings an integrated view to human
development. Within this framework, cognitive, social, motivational, physical, emotional,
and other processes are regarded as aspects of sociocultural activity rather than separate,
free-standing capabilities or “faculties”, as has been previously acknowledged in

psychology (Rogoff, 2003).
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Although there is no doubt that the sociocultural approach contributed to a better
understanding of development of cognitive skills by revealing the interactive nature of
learning process, relativist claims inherent in the Context Specific Learning Model has
been subjected to criticisms (Kagicibasi, 1996; Schweder, 1990). Kagicibasi (1996) states
that if the context specific learning model is seen to define all learning, then, there will be
no shared attributes, no common standards and no possibility of comparison. Kagi¢ibasi
(1996) criticizes the relativist approach in the sense that the relativist view cannot deal
with the problem of a child who cannot perform cognitive tasks necessary for school
context but, for example, is skilled in filling spools for weaving. According to the
relativist point of view, weaving is just another context for learning and schooling is not
superior to any other context (Greenfield & Lave, 1982). However, this kind of total
relativism is problematic because with mass schooling today, not only children of
modern/urban societies but also children of traditional/rural societies are evaluated on the
basis of universal cognitive standards of achievement. This brings disadvantages for
children raised in traditional contexts. In this respect, it might be useful to be precautious
about a totally relativist view, in order to protect children of rural/traditional background
from the disadvantaged position they may face in schooling contexts of the urban setting.
Examining how differently children of traditional/rural and modern/urban societies
perform in cognitive tests of “West” may provide a valuable insight that can help correct

the disadvantaged position of the former group.



Chapter 2: Literature Review

2.2 Cultural Definitions of Intelligence and Cognitive Test Performance

Research on the relations between cognition and culture has recognized that people
from varying cultural backgrounds have different approaches to cognitive tasks,
depending on the ways that maturity and intelligence are conceived in their communities.
According to Goodnow (1976), differences among cultural communities in performance
on cognitive tasks are due to varying interpretations of what the problem is and different
values defining “proper” methods of solution.

For example, the appropriateness of treating a cognitive task as a self-contained
intellectual puzzle independent of the social context varies across communities (Rogoff,
2003). Mostly, in traditional communities, people look for the cues in the social context
for solution of an intellectual task. Similarly, speed of problem solving is evaluated either
favorably or negatively. Ugandan villagers associated intelligence with adjectives such as
slow, careful, and active, whereas Westernized groups associated intelligence with the
word speed (Wober, 1972 as cited in Rogoff, 2003).

Some groups such as Mexican Americans and Africans define children’s
intelligence in terms of both capability in specific situations and social responsibility
(Irvine, 1970 as cited in Rogoff, 2003; Serpell, 1977). For example, Mexican American
ideas of intelligence are reflected in the term educado, which has a broader meaning than
the English word educated. Educado refers to attaining through orientation by the family,
a sense of moral and personal responsibility and respect for dignity of others that serves as

the foundation for all learning (Rogoff, 2003). Similarly, findings of research
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(Nsemenang, 1993) from Africa indicate that definitions of intelligence include
descriptions of social abilities in these communities. This is in conflict with popular
conceptions of intelligence held by the European Americans who regard technical
intelligence as distinct from social and emotional skills (Rogoff, 2003). This
incompatibility between African and Euro-American conceptualization of intelligence is
assumed to exist between most traditional societies and their Westernized counterparts.
Conceptions of intelligence in Turkey are in line with these findings. Kagicibasi
(1996) analyzes the etymology of the word "uslu" in the Turkish language which is used
particularly as a characteristic of children, meaning a combination of good mannered,
obedient, quiet, not naughty, and not boisterous. The etymology of the word reveals that it is
made of the root "us" and the suffix "lu", referring to belonging, meaning "with us" or

m

"having us"'. The "us" root, in turn, means "reason". Thus, apparently the word "uslu",
meaning "rational" originally, has shifted in meaning in its everyday use in child rearing.
Kagigibagsi (1996) claims that restrained, quiet, obedient, and good-mannered behavior was
associated with being reasonable and rational to start out with, and therefore, the term for the
latter characteristic ("uslu") was used to refer to the former characteristic also. In time,
however, the more concrete behavioral meaning appears to have gained prominence and the
original meaning (rational) disappeared (Kagitcibasi, 1996). This etymologic analysis reveals
that social or interpersonal skills are thought to reflect cognitive competence and hence,
included in its description.

To conclude, what is valued as an intelligent act in traditional communities may

contrast with Western conceptualization of intelligence. While the former puts an emphasis
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on social sensitivity and responsibility, the latter describes intelligence as, for example,
competency in abstract reasoning. This may arise as an important problem when both groups
are evaluated on the basis of the same system, which is generally the Western one today. In
this respect, when intelligence tests are utilized to evaluate cognitive performance of
individuals from traditional and modernized communities, it is necessary to recognize that
groups may approach to the problems differently, depending on the ways that intelligence is

conceived in their own communities.

2.3  Disadvantage

As it is indicated in the previous section, conceptualization of intelligence in
traditional cultures may not be concordant with what is measured by intelligence tests which
are prepared according to definitions of intelligence in Western societies. In this sense, any
study which aims to compare the test performance of groups of traditional and western
background should take into account the varying conceptualizations of competence across
cultures. In fact, what is of similar importance might be the implications of these differences
in definitions of intelligence for consequent differences in child-rearing values and practices.

As Goodnow (1980) indicated, each community’s goals and endpoints of
development and the methods of facilitating development come out of their own value
judgements. Consistent with this, it is claimed that the valued characteristics of the child in a
community will determine the socialization processes used in that community (Kagit¢ibasi,

1996; Super & Harkness, 1986). This claim is evidenced in a study (Harkness & Super,
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1992) which investigated the relations between differing parental conceptions of cognitive
competence, their expressions in the organization of daily settings and child-rearing practices,
and children’s developmental outcomes. In Kokwet (Africa) where the definition of
intelligence stresses social responsibility, customary child-rearing practices let 5-year-old
children to take care of infants, 3-year-old boys to drive cows from the garden, and 8-year-
old girls to cook dinner for the family. Children of similar ages from Cambridge, UK cannot
perform these tasks. However, children from Kokwet do poorly in simple cognitive tasks
such as retelling a story, while children from Cambridge have no difficulty with these tasks.
Consistent with these findings, Kagit¢ibasi (1996) claims that cognitive competence in
culturally valued domains gets promoted, whereas development in other domains tends to lag
behind.

Of course, conceptualizations of competence and child-rearing orientations that are
linked to these conceptualizations vary in sociocultural groups because they are functional in
their own context, the context in which they have been generated. However, social structural
changes such as immigration to technological societies from less developed countries, rural-
urban mobility, and shifts in economic activities might change these functional relationships
between culturally valued patterns in child rearing and subsequent child outcomes
(Kagiteibasi, 1996). Through social structural changes, new cognitive skills and
competencies may become necessary.

Problems are likely to arise when there is a mismatch between culturally valued
patterns and new requirements brought by changes in the lifestyle. There might especially be

misfits between cultural conceptions of competence of the minority group and those of
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school culture in the host societies. For example, the work of Nunes (1993) revealed that
while American-born parents valued autonomy, Mexican parents in the United States
believed that if their children are quiet and obedient, then they would succeed in school.
Parental beliefs about the importance of conformity, however, were found to be negatively
linked to children’s school performance in western contexts (Okagaki & Sternberg, 1993).
This brief example suggests that the mismatch between child-rearing values of ethnic
minority populations and requirements of modern school setting may cause a disadvantage
for minority children.

Since school performance is considered to be one of the most important
developmental outcomes for children of both ethnic minority population and host society
(Kagiteibasi, 1996), it is essential to figure out which contextual features foster and which
others hinder school-related cognitive development. This way, proactive solutions can be
formulated for children who come from disadvantaged backgrounds. Among all factors
affecting child outcomes, parenting emerges as the most influential one (Belsky, 1981;
Landry & Smith, 2001; Tamis-LeMonda, Bornstein, Baumwell, & Damast, 1996). In this
respect, parenting (see Section 2.4) and its implications for children’s development will be

discussed in the following sections (see Sections 2.5 and 2.6).

2.4  Parenting

Across several past decades, parenting has become the focus of studies which have

investigated the predictors of social and cognitive development in children. However, a
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review of the studies in the literature shows that it is rather difficult to conceptualize
parenting. Despite this difficulty, it has been posited that there are some dimensions along
which parenting can be examined: these are responsiveness, sensitivity, affection,
acceptance, directiveness, permissiveness, and punitiveness (Schaffer, 2003).

In fact most studies, especially those which investigate social outcomes, examine
general parenting styles that arise from combinations of some dimensions. The most
extensively researched categorization of parenting styles comes from the work of Diana
Baumrind (1973) who proposed two dimensions, warmth/responsiveness and control,
along which three basic types of parenting styles are placed: authoritarian, authoritative
and permissive. Later, rejecting/neglectful parenting was added by Maccoby (1984) as a
fourth parenting style.

Authoritarian parenting is marked by assertion of parental power; authoritarian
parents rarely solicit the child’s opinion and rarely praise their achievement, they tend to
be directive and expect their orders to be obeyed without explanation. Authoritative
parenting describes parents’ relatively high levels of both warmth and achievement
demands; these parents exercise firm control in a non-punitive manner; they encourage
verbal interaction, communicate standards of conduct in a clear manner but do not use
excessive restriction. Permissive parenting refers to the style characterized by love and
affection but also by the exercise of limited control only. Rejecting-neglecting parents are
neither responsive nor controlling to their child; these parents do not monitor children’s
activities, they provide little structure for the child which might help them understand the

world better (Darling & Steinberg, 1993)
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Although conceptualizing parenting in terms of general styles is useful to
understand the framework through which characteristics of parents can be studied;
researchers prefer to keep the distinction between parenting style and parenting practices,
especially for the examination of the relations between parenting and children’s cognitive
outcomes. Inductive reasoning (e.g., providing explanations), warmth (e.g., nurturance,
affection, support), and power assertion (e.g., punishment, restriction, obedience-
demanding behavior) are some of the widely examined parenting behaviors in relation to
child outcomes (Boratav, 2003). These parenting behaviors are observed in varying
degrees in each parenting style (e.g., inductive reasoning is a significant component of
authoritative parenting). However, while ‘parenting style’ refers to the quality, ‘parenting
behavior’ refers to the content and frequency of practices (Stevenson-Hinde, 1998). In
relation to that, Darling and Steinberg (1993) proposed a contextual model of parenting
which explains the factors that influence both parenting styles and parenting practices
while maintaining the distinction between the two attributes of parenting. Darling and
Steinberg (1993) define parenting style as a constellation of attitudes toward the child that,
taken together, creates an emotional climate in which parenting behaviors are expressed.
According to Darling and Steinberg (1993), both parenting styles and practices result in
part from the goal and values parents hold. However, each of these parenting attributes
influences the child’s development through different processes. Parenting practices have a
direct effect on the development of specific child behaviors (e.g., academic performance)
and characteristics (e.g., self-esteem). According to this view, parenting practices are the

mechanisms through which parents directly facilitate the attributes they want their
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children to have. In contrast, the primary processes through which parenting style
influences child development are indirect. Parenting style moderates the effect of
parenting practices by influencing the nature of the parent-child interaction and the child’s
personality, especially his/her openness to parental influence (Stevenson-Hinde, 1998).
To sum up, among the two attributes of parenting, parenting behavior emerges as
the element of parenting which has direct influence on child outcomes. In this regard,
while recognizing the importance of the role played by parenting style as the determinant
of home emotional climate and the nature of general parent-child interaction, it seems to
be more informative to focus on parenting practices as we investigate parental influences

on children’s development, particularly their development of cognitive abilities.

2.5  Parenting and Sociocultural Context

Parenting, by definition, takes place in the family system which is constructed by
the broader sociocultural context. Thus, before explaining how parenting is related to child
cognitive outcomes and elaborating on the links between traditional child rearing and
school performance, it is necessary to describe how family systems are shaped by the
socioeconomic cultural context.

When we examine the literature on culture and parenting, we see that culture has
been predominantly investigated within the “individualism-collectivism” framework. This
framework has been found to be useful as a culture-level explanation for observed cultural

differences in social behavior (Triandis, 1988). However, with regard to the influence of
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culture on family process and functioning, research mostly focus on dependence-
independence dimension of the culture (Kagitcibasi, 1996; Markus & Kitayama, 1991;
Rothbaum, Pott, Azuma, Miyake, & Weisz, 2002; Triandis, 1997).

In sociocultural contexts where dependence characterizes the intergenerational
relationships within family, child socialization primarily emphasizes compliance and
obedience. However, in cultures where familial relationships are based on independence,
child rearing stresses autonomy and self-reliance. The sociocultural orientations of
independence and interdependence are related to specific environmental contexts with
particular models of family. These family models are described in detail by Kagitcibasi

(1996) and presented in the following sections (see Sections 2.5.1, 2.5.2).

2.5.1 Family Model of Interdependence

Kagitcibagt (1996) explains the typical model of interdependence as prevalent in
rural, agrarian, traditional societies with closely knit human/family relations where
material and psychological intergenerational interdependence is crucial for survival. The
prototype for the interdependent family typically entails “functionally extended family”
structures even though many households may be nuclear. The family functions as if it
were extended in carrying out such tasks as home production of goods, child care and so
on. The familial responsibilities are executed with the help of kin (other families). This is

often made possible by the close proximity of kin from different generations. Given the
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low affluence level and agricultural lifestyle of this family model, such shared work is
highly adaptive for survival. Thus, the family is interdependent with kin.

In relation to parent-child interdependencies, economic/utilitarian and
psychological/emotional values of children for parents can be distinguished (Kagitcibasi,
2002, Tromsdorf & Nauck, 2005). Economic/utilitarian value refers to children’s value for
parents in terms of providing material benefit by working with family or helping
household work when young, and providing old age security for parents when grown up.
On the other hand, psychological/emotional value of the child refers to the worth
attributed to children for the love, joy, pride, and companionship they bring.

In the interdependent family type, the interdependence between generations is
particularly notable. In these contexts, wide-scale old-age pensions and social security
systems are usually absent and adult offsprings are the main source of “old-age-security”
for the elderly. In fact, the interdependent family system indicates both material
dependencies and emotional dependencies between generations. Kagit¢ibasi (1996) states
that the distinction between material and emotional dependencies is important because,
they are differently affected by the social change and modifications in the life style.
Although material interdependencies across generations decrease with increased affluence
(e.g., urbanization, education, etc.) emotional interdependencies do not change with
socioeconomic development in the cultures of relatedness.

Child rearing in interdependent family systems entails an obedience/dependence
orientation, characterized by control rather than autonomy. Although it is claimed that the

family model of interdependence is characterized by more permissive parenting in early
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childhood (Delagado-Gaiton & Trueba, 1991; Khounani, 2000; Leyendecker &
Schélmerich, 2006) this is not an indication of autonomy orientation in parenting at
younger ages. Rather, it is a parenting strategy which functions to let young children enjoy
flexibility of family environment before responsibilities for the community become
necessary at older ages. In this sense, although permissiveness tendency is evident in
parenting in family model of interdependence, it will be erroneous to think of an
autonomy orientation as predominant in these contexts. On the contrary, obedience/control
oriented parent-child interaction and socialization are prevalent in this context for family
survival, because an obedient child is more likely to become a loyal adult offspring who
continues to maintain close relationships with the parents, uphold family needs and invest
in elderly parents who lack old-age pension or any kind of social security (Kagitcibasi,
1996). On the other hand, “independent” children would be more likely to look after their
own individual interests, rather than taking care of parents in their older ages. So,

independence training is not adaptive in interdependent family model.

2.5.2 Family Model of Independence

The typical model of independence comes from Western, industrial,

urban/suburban, middle-class society with a culture of separateness (individualism). The

family model of independence entails separateness of both the family from other families

and of its members from one another (Kagitcibasi, 1996). This model is distinguished by
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separateness of generations and the emotional and material investments channeled toward
the child rather than to the older generation. The unit is the individuated nucleated family.

In this context, having children entails economic costs, not assets. Especially with
mass education (LeVine & White, 1986), total time spent in school increases, children’s
utilitarian contribution to the family diminishes, and schooling expenses become
considerable for parents. Accordingly, in the absence of children’s economic value, their
psychological value becomes more important. This brings an emphasis to the needs of the
child in the independent family model (Woodhead, 1991), as opposed to a parent-family
centered orientation that is prevalent in the family model of interdependence.

Socialization values and family interactions promote the development of an
independent, separated self with clearly defined boundaries. There is less control in child
rearing; it entails a relatively permissive parenting compared with the authoritarian
parenting of the model of interdependence. This is because independence and self-reliance
are valued in a socio-cultural economic context where intergenerational material
dependencies are minimal. Due to affluence of the society which brings old-age security
for its members, children’s material contribution to their elderly parents is not required
(Kagitgibasi, 1996). Therefore, development of individual autonomy is valued in family
model of independence (Kagit¢ibasi, 1996). In line with the high value put on autonomy,
the family model of independence also values related concepts like self-reliance, self-
sufficiency, privacy, individual achievement, and freedom.

To sum up, when these two sociocultural contexts are compared in terms of their

child-rearing orientations, the main difference appears to be the shift from a parent/family-
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centered outlook to a child-centered one. In the family model of interdependence,
children, like other family members, are expected to carry responsibilities for the family
survival (Kagitcibasi, 1996). Therefore, their economic/utilitarian value becomes
important. However, in the family model of independence observed in urbanized modern
societies, the psychological value of children comes to the fore. This brings an emphasis
on the needs of the child in this family model and creates a more conducive environment
to child development in modern society.

Beyond these two sociocultural orientations leading to the family model of
interdependence and independence, Kagit¢ibasi (1996) puts forward a third family model
called the model of emotional interdependence. It is stated that this third family model
emerges with ongoing socio-structural changes in the traditional interdependent family
system and the families living in more developed/urban areas of collectivist countries
constitute its prototype (Kagitcibasi, 1996). Since most of the Turkish immigrant groups
become urbanized with immigration to Europe, it can be thought that it is the
emotional/interdependence model which best represents the familial patterns for these
groups in Germany.

Nevertheless, it is also known that some aspects of family processes such as child-
rearing practices are highly resistant to change and changes in these domains take a lot of
time to be seen (Kagitcibasi, 1996). The support for this argument comes from studies
(Kagitcibasi, 1982, 1988; Kagitcibasi, Sunar, & Bekman, 2001) which are conducted with
rural background low-SES Turkish mothers who migrated to urban areas (i.e., Istanbul) in

Turkey. In these studies, it was found that most mothers continued to value interdependent
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orientations such as “obeying parents” as the most desired characteristic of their children
after immigration while very few of them desired an independent and self-reliant child. In
conclusion, research findings suggest that socio-structural changes brought by
urbanization do not lead to immediate changes in parenting orientations of Turkish
mothers with a rural background. Although internal and external immigration may have
different implications for the changes in family systems, it might be expected that the
impact of external immigration on parenting orientations of rural, low-SES Turkish
families show similar patterns to the effect of internal immigration, since the shift in both

immigration types is from rural to urban.

2.6  Turkish Immigrants in Germany

Detailed sociological analyses and history of Turkish immigration to Germany are
given by Abadan-Unat (2002) who is a Turkish sociologist well-known with her studies
on Turkish external immigration to Europe. According to the reports of Abadan-Unat
(2002), immigration of the Turks to Germany has begun from the second half of 1950s as
a labor migration. Following the devastation of the Second World War, West Germany
invited both qualified and non-qualified workers from Southern Italy, Spain, Greece and
Turkey to re-build its economy. In the beginning, Turkish workers were invited to
Germany to improve their occupational skills and these initiatives were mainly taken by
persons such as businessmen from Istanbul who had a German wife or some Turkish

private entrepreneurs who were settled in Germany. Therefore, the migration was very
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limited in the beginning. However, from 1960s on, the number of Turkish workers in
Germany greatly increased due to the growing need of Germany for labor. While the
number of Turkish workers gone to Germany was 2.700 in 1960, this number has
increased to 27.500 in 1963. These workers were mainly non-qualified and mostly from
rural areas of Turkey (Abadan-Unat, 2002).

Initially, it was planned that Turkish workers would stay in Germany for one year
and they would go back to Turkey at the end of this period. In this respect, they were not
allowed to take their families with themselves. The German term “Gastarbeiten” (guest
workers) were used for Turkish workers in those years. However, at the end of the one-
year period, both employers and workers wanted to lengthen the duration of workers’ stay
(Abadan-Unat, 2002). This has led changes in the future plans of workers: they postponed
their return to Turkey till retirement and they began to bring in their families to Germany.
Due to the laws allowing family reunions and high birth rate among Turkish population,
the number of Turkish immigrants in Germany sharply increased. According to the reports
of the Federal Statistics Institute - Center for Research on Turkey (2006), number of
Turkish citizens in Germany was 1.877.661 by the year 2003 and 4.9 % of this
population was under the age of six.

Despite the large number of Turkish immigrants living in Germany, studies
conducted on this population are very limited. Because the Turkish population in
Germany is very young (26.5 % was under age of 18 by the year 2003) (Federal Statistics
Institute - Center for Research on Turkey, 2006), the problems regarding education has

been indicated to be of key importance. Abadan-Unat (2002) points to the low educational
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attainment of Turkish immigrants and reports that only a small portion of children of
foreign workers complete Hauptschule (eight-year elementary school). It is also reported
that within the first years following family reunions in the 1980s, 60% of Turkish
immigrant children in Germany had dropped out of these elementary schools and only
18% of the Turkish youth within the age of 15-21 could get the chance to graduate from a
school giving an occupational education. Findings coming from other European countries
such as the Netherlands (Boogaard, Damhuis, Glopper, & Bergh, 1990 as cited in
Leseman & Boom, 1999) also show that immigrant children display low success at school.
In this respect, it is of special importance to reveal the reasons leading to low school
achievement of immigrant children.

There are several factors which act as a barrier to the success of Turkish immigrant
children at host society schools. Among all, problems regarding language, difficulty in
adapting to a new environment, differences in school systems and perceived
discrimination appear to be the most important ones. Mostly, these problems require
solutions at the societal level. However, as ecological systems theory (Bronfenbrenner,
1979) emphasized, the influence of macro level factors such as government’s education
policies on children’s development is largely mediated by micro level processes such as
family functioning. In this respect, understanding the influence of home proximal
processes reflected in parents’ socialization values and child-rearing practices on children
might have several implications for the solution of school problems of Turkish immigrant
children. Home environment which lacks cognitive stimulation that is necessary for child

development such as inadequacy in providing literacy experiences at home before school
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started might be the very reason why Turkish immigrant children in general fail in school.
Additionally, some cultural orientations learnt at home might be inconsistent with the
requirements of school context and these inconsistencies may further worsen the situation
for immigrant children.

For an in-depth understanding of how home proximal environment in immigrant
families influences Turkish children’s school performance, it is necessary to elucidate the
general relationships between parenting and development of cognitive skills. In this
respect, the following section (see Section 2.7) elaborates the link between parenting

practices and children’s school-related cognitive skills.

2.7  Parenting and School-related Cognitive Skills

It is widely assumed that parenting plays an influential role in children’s
development (Wertsch, 1980). In line with this assumption, studies which have
investigated the relationship between parenting and cognitive skills have consistently
shown that development of cognitive skills is highly influenced by the quality of
interactions the child has with caregivers (Estrada, William, Roberts, & Holloway, 1987;
Landry & Smith, 2001; Pierce & Garrett, 1996; Tamis-LeMonda, Bornstein, Baumwell, &
Damast, 1996; Winjronks,1998).

Studies mostly refer to the importance of involvement with the child and positive
parenting practices evidenced by a child-centered and autonomy-promoting orientation in

mother-child interaction. For example, the National Institute of Child Health and Human
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Development (2005) found that maternal cognitive stimulation involving attempts to
enhance child’s perceptual, cognitive, and linguistic skills and sensitivity of care (e.g.,
non-distress, non-intrusive positive regard, supportive presence of the mother and respect
for autonomy of the child) emerge as the strongest predictors of attention and memory
performance of children in the first grade. Other studies (Estrada et al., 1987) also revealed
that parenting which comprises attentive, warm, verbally stimulating and non-restrictive
child rearing fosters early mental abilities (e.g., competency in vocabulary and
mathematics concepts.). According to Estrada et al. (1987), this kind of positive parenting
supports the child’s exploratory tendencies and the child’s willingness to approach and
persist in tasks further contributes to his/her cognitive performance. Tamis-LeMonda et al.
(1996) argue that positive parenting practices facilitate the development of cognitive skills
through guiding child’s learning initiatives and supporting his/her efficacy, motivation,
and sense of security.

In sum, past literature indicates the importance of parental responsivity on
children’s development. However, when cognitive skills are the child outcomes which are
investigated in relation to parenting, parental responsivity in the form of verbal interaction
appears to be the most critical dimension of optimal parenting (Tamis-LeMonda et al.,
1996). Verbal responsiveness has been generally described as mothers’ prompt,
contingent, and appropriate verbal replies to changes in children’s verbal and exploratory
behaviors (Bornstein & Tamis-LeMonda, 1989). Most of the studies point to the positive
association between parental verbal responsiveness and children’s language development

(Hoff, 2003; Laosa, 1982, 1984; Slobin, 1972; Snow, 1991, 1993). The influence of
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parental responsivity on children’s language development is of special importance because
language skills are found to be the most important predictors of better school performance
(Martini, 1995, 1996; Martini & Mistry, 1993). Studies which investigate the role of
parenting in language skills (Snow,1991, 1993) found that extensive adult-child verbal
interaction involving reasoning, asking and answering questions, story telling, book
reading, and discussion of ongoing events is positively related to children’s development
of oral language skills and literacy. These findings also imply the importance of "culture
of literacy" (involving familiarity with printed media, world knowledge, vocabulary, etc.) at
home for children’s school-related cognitive performance.

In relation to the role of parental responsivity in child cognitive outcomes, frequency
of parent-child dyadic play interactions have been claimed to be a good indicator for
responsive parenting. Several studies have found parent-child dyadic play to be positively
associated with the development of young children’s cognitive skills such as memory,
problem solving, early number concepts, generalization skills, classification abilities, and
language (MacDonald, & Parke, 1984; NICHD, 1999; Tamis-LeMonda, Bornstein, &
Baumwell, 2001; Tamis-LeMonda, Shannon, Cabrera, & Lamb, 2004). It is claimed that, as
opposed to parent-child engagements in other settings such as during teaching tasks or clean-
up, parent-child dyadic play engagements tend to elicit positive behaviors such as sensitivity,
respect for the child and cognitive stimulation which are known to be facilitating child
cognitive outcomes (Tamis-LeMonda, Shannon, Cabrera, & Lamb, 2004).

To conclude, the literature points to the positive relationship between some specific

parenting practices and children’s cognitive development. Among these parenting practices,
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parental verbal responsivity, involvement with the child, use of praise and reinforcement,
promotion of autonomy development, provision of literacy experience at home before school
and parent-child dyadic play interaction emerge as the most important positive predictors of

children’s cognitive outcomes.

2.7.1 Sociocultural Context, Parenting and School-related Cognitive Skills

As it is explained in detail earlier in this thesis (see Section 2.5), family
functioning and parental socialization values vary greatly across independent
(individualist) and interdependent (collectivist) cultures. Because parents’ values influence
their practices, children’s daily experiences and abilities, it is of key importance to
elucidate the relations between sociocultural context and parental socialization. Examining
these links may help us to understand how children from different sociocultural contexts
develop cognitive skills.

Among various aspects of parenting, parental verbal responsivity emerges as one
of the most important predictors of children’s development, especially in terms of
cognitive outcomes (Snow, 1991,1993; Tamis-LeMonda et al., 1996). Nevertheless, it is
found that provision of verbal responsiveness to the child varies across cultures (Laosa,
1982, 1984). In relation to this, it is revealed that minority parents are less likely to engage
in verbal interactions with their children than host families. Laosa (1982) showed that
Hispanic mothers typically use less verbal interaction with their young children; they used

less praise and less inquiring (e.g., the mother asks the child a question) but more modeling,
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directives and negative physical control than Anglo-mothers in U.S.A. The researcher
(Laosa, 1984) suggested that these differences in parenting explain the lower performance of
Hispanic toddlers of 2 V2 years of age in verbal ability, memory, logical classification and
reasoning ability compared to Anglo toddlers. Similarly, Slaughter (1988) reported that Black
children displayed a lower language-based cognitive performance than White children in
U.S.A. and explained this on the basis of lack of decontextualized communication and play
with young children in Black families.

Consistent with these findings, examining mealtime conversations, Martini (1995)
found that Caucasian American parents teach their children to participate in school-like
conversations by guiding them to discuss novel information, to construct stories by
explaining when, why, how and who, to connect events and to discuss the important points of
the story. It has been suggested that in middle-class families, participation in school-like
discourse begins by the time children begin to talk. Rogoff et al. (1993) found that middle-
class mothers in U.S.A. provided language lessons to their 12-to-24 months old children by
labeling objects, requesting labels, giving running commentary on events and playing
language games often involving test questions that requested information the mothers already
knew (such as “Where are the baby’s eyes?) and it has been revealed that children who had
more exposure to this kind of middle-class ways of talking and to books do better on
preschool tests (Martini & Mistry, 1993).

The findings also indicate that literacy environment at home is a strong predictor of
children’s cognitive performance and mostly parents from middle-class, modernized

sociocultural contexts provides literacy experience to their children at early ages. In line with
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this, Rogoff (2003) relates better school performance of American middle-class children to
existence of “culture of literacy” at home. In middle-class families in the United States,
young children begin to develop literacy skills by the help of older family members reading
with them, the presence of reading materials and routines emphasizing reading such as adults
reading in children’s presence. Picture books made of durable materials are offered to
middle-class babies, and bedtime stories are part of their daily routine. Sénéchal and Le Fevre
(2002) found that middle-class Canadian parents start reading storybooks to their children
when they are 9 months old, and, on average, their young children have 61 to 80 children’s
books at home. Indeed, it has been found that early book reading correlates with later school
language and reading performance (Whitehurst, Arnold, Epstein, Angell, Smith, & Fischel,
1994). Rogoff (2003) states that children with experience of books and literate stories
develop a sense of how text should be organized (such as how short and long sentences
should alternate and what sentences with subordinate clauses sound like) and therefore easily
develop the ability to produce coherent discourse.

Similarly, parent-child dyadic play, which is claimed to be an important indicator of
parental responsivity, shows variation across cultures. Although children’s play seems to be a
universal practice existing in all cultures, the type and occurrence of play changes from
culture to culture. It has been found that parents in modernized “Western” societies are more
likely to engage in dyadic play interaction with their children than rural background, low-
SES, traditional groups (Goncii, Mistry, & Mosier, 2000). The studies conducted in Anglo-
American and European societies found that middle-class parents regard their participation in

dyadic play as important for preschoolers’ cognitive and language development and some see
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their involvement as preparing toddlers for school (Farren, 1982; Farver, 1999; Harkness &
Super, 1992). For example, Vandermass-Peeler (2002) showed that in the United States,
parents use various types of scaffolding during play, including teaching the child,
commenting on play and making suggestions. In this sociocultural context, parents often use
play as tool to teach “conceptual knowledge” to children (e.g., “this is how the doctor takes
your blood pressure.”). Therefore, adults in middle-class western communities often engage
with children as peer and become playmates with children.

However, adult-child play interaction is not common in some cultures. The duration
of play activity is less in traditional, interdependent societies where children are expected to
provide utilitarian benefit to the family like helping in housework. In these communities,
children’s play is not regarded as an activity to be encouraged or joined by parents. Instead,
the child is expected to play with other children or other family members but not the mother
or the father (Mistry, 1993; Rogoff & Mosier, 1993; Serpell, 1993). In their extensive study
conducted in twelve cultural groups, Whiting and Edwards (1988) revealed that middle-class
U.S. mothers were most likely to interact with children in a friendly, playful or
conversational way as equals. In traditional communities such as Samoan (Ochs, 1986) and
Kaluli (Schieffelin, 1986), mothers maintained an authority role, stressing training or
custodial care. In such communities, children’s conversational role may be to speak when
spoken to, reply to informational questions, or simply carry out directions (Blount, 1972;
Harkness & Super, 1977; Heath, 1983).

As the review of literature has indicated (see Section 2.6), parenting that is optimal

for development of school-related cognitive skills mainly includes provision of cognitive
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stimulation to the child at home which is especially indicated by parental verbal responsivity,
reading to the child or other family routines emphasizing literacy. Nevertheless, cross-
cultural studies reveal that these parenting practices which are found to be positively linked
with children’s school-related cognitive outcomes are more likely to occur in middle-class,
modernized, western societies with independence orientations rather than in less developed,

traditional, interdependent sociocultural contexts.

2.7.2 Turkish Immigrant’s Parenting Practices and Development of Cognitive

Skills

As mentioned earlier in this thesis (see Section 2.6), studies about Turkish
immigrant families are very limited. Yet, it is known that Turkish immigrants in Germany
are mostly from low-SES, rural areas of Turkey (Abadan-Unat, 2002). In this respect,
parenting practices of Turkish immigrant groups might be regarded as mainly representing
traditional, low-SES, and rural/agrarian child-rearing patterns in Turkey. This section
presents information about these traditional parenting behaviors and parent-child
interaction forms to shed light to the patterns of relationships in Turkish immigrant
families.

Similar to the findings coming from other non-western, interdependent
sociocultural contexts (see Section 2.7.1), studies conducted in Turkey point to low levels
of environmental stimulation in low-income rural areas. In these contexts, stimulating
materials such as toys and books are few in number, and logical verbal reasoning and

communication are used rarely to support the child’s intellectual growth and language. In
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an early anthropological study in a Turkish village, Helling (1966) showed that parents
used demonstration, imitation and motor learning rather than verbal explanation and
reasoning as a teaching style (as cited in Kagitcibagi, 1989). Kagitcibasi (1989) relates this
to the limited vocabulary and verbal competence of the parents in the poor setting, with
low level of formal education. Absence of a conscious ‘child-centered’ and ‘child
development-directed’ effort to ‘teach’ young children is also responsible for the lack of
verbal reasoning with the child, and this attitude has its roots in the view that children are
uneducable until school age.

Consistent with these findings, a few studies conducted with Turkish immigrants in
the Netherlands also indicated the prevalence of a child-rearing environment that is not
conducive to child cognitive development in immigrants as compared to host families
(Leseman & Boom, 1999; Willemsen & Vijver, 1997). In a study which examined the
effects of mother-child literacy and problem-solving interactions on 3-4-year-olds
children’s cognitive development in a sample of Dutch, Surinamese and Turkish
immigrant families all living in the Netherlands, Leseman and Boom (1999) revealed that
children in these cultural groups displayed varying levels of cognitive competencies. It is
found that Turkish children performed lower than Dutch middle- and low-socioeconomic
status and Surinamese children in productive and receptive vocabulary, and semantic-
taxonomic and logo-mathematical concept knowledge. Leseman and Boom (1999) suggest
that these differences in children’s cognitive performances are related to differences in the
quality and quantity of parent-child interactions. It was found that quality and quantity of

mother-child interactions during literacy and problem solving tasks were lower in Turkish
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immigrant families as compared to both middle and low-SES Dutch families. An analysis
of the instruction quality during joint book reading revealed that Turkish parents displayed
comparatively high proportion of low-distancing utterances (e.g., lower levels of
explanations and evaluations regarding the topic) and Dutch parents used high level
narrative extensions (e.g., asking topic extending questions such as “what did the boy do
then?”) and story evaluations. The results of this study (Leseman & Boom, 1999) also
showed that there were differences in social-emotional quality of mother-child interactions
during book reading and problem solving. Middle-socioeconomic status Dutch parents
displayed the highest levels of supportive presence, respect for the child’s autonomy,
effective structuring and limit setting, and confidence in success of the ongoing interaction
while Turkish families obtained the lowest scores in these aspects of socio-emotional
quality of the mother-child interaction during joint book reading and problem solving.
While lack of development-fostering parenting practices in Turkish immigrant
groups (e.g., paucity of verbal explanation during mother-child interaction) can be
attributed to the low educational status of the parents, some of the problems in parenting
mainly stem from values prominent in the family model of interdependence. As it is
explained earlier in this thesis (see Section 2.5.1), the attribute that is valued is the child’s
dependence rather than independence within the context of family interdependence. What
is expected from the child is not autonomous action or decision making but obedience to
the parent (Kagit¢ibasi, 1996). This obedience seeking parental orientation might be the
reason why Turkish immigrant parents are usually found (Leseman & Boom, 1999) to be

very low in supportive presence and respect for autonomy during joint book reading and
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problem solving, as opposed to Dutch mothers who are likely to be coming from the
family model of independence.

Another related and widely observed pattern in traditional Turkish parenting is the
use of power assertion as a disciplining method. Physical punishment has been shown to
be quite prevalent in the traditional Turkish family set-up (Kagit¢ibasi, 1989). Similar
findings have been indicated for Turkish immigrants living in Europe as well. Akcapar
(2002) reported that Turkish immigrant women in Brussels mostly use power assertion as
a disciplining method and beat up their children to assure the desired behaviors. Interviews
with Turkish immigrant mothers in Belgium revealed that inductive reasoning with child
to make the child aware of the consequences of his actions was rarely used by these
mothers. Akcapar (2002) suggests that this is mainly because mothers do not see
themselves as competent enough to explain things and children are mostly seen as
uneducable at early ages.

Although power-assertive, strict disciplining of the child is prevalent in Turkey,
this parenting pattern does not exclude the existence of emotional closeness between
parent and the child. In relation to that, Kagit¢cibasi (1970) claims that typical Turkish
family is in fact warm in emotional atmosphere and do not differ from families in
individualist cultures (e.g., America) in terms of affection.

Besides the use of corporal punishment, most of the Turkish immigrant mothers
report that they do not play and spend quality time with their children (Akcapar, 2002).
Reports of most mothers implied that they do not know about the needs of a growing

child, they are not aware of the fact that playing with children, listening and talking to the
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child are beneficial for their children’s development. These mothers reported that they lack
self-confidence to provide academic lessons to their children and help them with their
homework. These reports of immigrant mothers are consistent with the findings coming
from Turkey (Kagitcibasi, 1982, 1986) and represent child-rearing practices used by low-
SES, rural background Turkish families. As it is mentioned in the earlier sections where
the family model of interdependence is explained (see Section 2.5.1), these negative
parenting practices are mostly linked to the traditional values regarding children and child
discipline in these contexts. Especially family/parent-centered outlook prominent in the
family model of interdependence seems to be leading to less involvement with children
and less emphasis put on child’s needs in traditional Turkish family (Kagit¢cibasi, 1996).
To sum up, home environment of Turkish immigrant families is mostly not optimal
to child development and most of the parenting practices used by these groups are
negatively related to the development of children’s school-related cognitive abilities.
However, it should be noted that the parenting patterns found in Turkey are not unique to
Turkish culture. Most of these patterns are common to all traditional collectivistic
“cultures of relatedness” (Kagitcibagsi, 2006) in which the family model of interdependence
in pertinent. Another related point that should be kept in mind while examining child-
rearing practices of Turkish immigrants is the need to disentangle the effects of culture
from the effects of socioeconomic background, both of which may determine the lifestyle
and, in accordance parenting practices (Kagit¢cibasi, 1989). In this regard, the problems of

child development observed in Turkish immigrant families might be related to lower
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socio-economic development of the society rather than the cultural variation in child-

rearing practices.

2.8 Gender Differences in Early Cognitive Skills

As the literature reviewed throughout this chapter has indicated, parenting
practices are important predictors of children’s early cognitive skills and cultural groups
may display differences in these parenting practices. Although these culturally-based
parental practices and their link to cognitive development are of primary interest, gender
differences in cognitive skills are also examined in the present study. Hence, this section
reviews the literature on gender-based differences and reveals findings for the similarities
and differences in cognitive skills of boys and girls.

When the literature on early cognitive skills is reviewed, it is recognized that
researchers have not examined or predicted gender differences in cognitive skills such as
memory or classification and generally have not looked for them. And studies which
analyzed gender differences mostly reported no significant differences in young girls’ and
boys’ memory skills (Bjorklund, 2000). Similarly, there are no established gender
differences in young children’s classification skills (Osborne & Calhoun, 1998; Smiley &
Brown, 1979).

On the other hand, when gender differences in language acquisition and verbal
skills are considered, it is seen that there is an extensive literature on this topic. Despite the

persistent belief that girls are better than boys at language and language-related skills,
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previous studies have revealed mixed results. Some studies (Bornstein & Haynes, 1998;
Clarke-Stewart, 1973 as cited in Bjorklund, 2000) have found that girls display higher
rates of language acquisition, while other studies (McCarthy, 1954 as cited in Bjorklund,
2000) have failed to observe any significant gender differences, and some (Morisset,
Barnard, & Booth, 1995) found a difference favoring girls for spontaneous speech but not
on standardized tests. Studies which report a gender difference suggest that differences
between girls and boys emerge at very early ages. Lewis and Freedle (1973, as cited in
Bjorklund, 2000) reported greater vocalization for infant girls than boys. For example, 3-
month-old girls were found to vocalize more than boys in response to their mother’s
invitation to talk.

When gender differences in language acquisition is investigated in relation to
mothers’ talk to their sons and daughters, Leaper, Anderson and Sanders (1998) reported
moderate gender differences, with mothers talking more and using more supportive speech
with their daughters than with their sons. Similarly, Reese, Haden and Fivush (1996)
found that parents used a more elaborative conversation style with their daughters than
with their sons when prompting them to remember past events. Based on these findings,
gender differences in language favoring girls might be attributed to different ways in
which girls and boys are spoken to.

There are, however, some studies which failed to establish a link between
socialization and gender differences in early language skills. Haden, Haine and Fivush
(1997) reported that girls between 40 and 70 months of age produced longer and more

structured narratives than boys of the same age did; however, there were no differences in
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how parents used narratives with their sons and daughters. This finding indicated that girls
are more advanced in their language production than boys but socialization explanation
cannot adequately account for these gender differences.

In sum, the literature suggests no conclusive answer to the question of gender
differences in language acquisition. While some of the studies reported no significant
gender differences in verbal skills, most of them revealed significant differences favoring
girls despite they have small effect sizes. The issue becomes more complicated when
questions about where these gender differences in language stem from are asked. The
findings are again inconclusive but it is likely that the nature of parental speech used
toward boys and girls, and physiological differences both play a role in reported gender
differences in language (Bjorklund, 2000).

In the present study, young children’s ability to use strategies during play with
puzzle-type toys, their memory, categorization and body-related vocabulary skills were
measured. Literature suggests no gender differences in these cognitive skills, but there are
studies which report differences in young girls” and boys’ language skills. Although
children’s language skills are not directly measured in this study, children’s performance
in body-related vocabulary tasks are linked to their verbal skills. In this sense, examining
the literature on gender differences in early language development may contribute us to
better interpret the differences of boys and girls in cognitive skills that this study focused

on.
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Chapter 3

THE PRESENT STUDY

Previous chapter (Chapter 2) provides recent findings for the relations between
parenting practices and young children’s cognitive skills (Bornstein & Tamis-LeMonda,
1989; Estrada et al., 1987; Laosa, 1982, 1984; National Institute of Child Health and
Human Development, 2005; Slobin, 1972; Snow, 1991, 1993; Tamis-LeMonda et al.,
1996). Chapter 1 also presents findings about the link between SES, culture and parenting
(Goncii et al., 2000; Farren, 1982; Farver, 1999; Harkness & Super, 1992; Mistry, 1993;
Rogoff & Mosier, 1993; Serpell, 1993) and gives a summary of the studies which have
investigated parenting and child cognitive outcomes in Turkish immigrant and other
cultural groups, mainly those in Europe (Leseman & Boom, 1999; Tuijl & Leseman,
2004).

While a limited number of studies (Leseman & Boom, 1999; Tuijl & Leseman,
2004; Willemsen and Vijver, 1997) have been conducted with Turkish immigrants in
Europe (e.g., in the Netherlands), to my knowledge, there is no cross-cultural study which
comparatively investigated the parenting patterns and children’s cognitive skills in Turkish
immigrant and German families. In this respect, this study aims to unravel the differences
between Turkish immigrant and German groups in terms of parenting practices and

children’s cognitive skills.
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The literature indicates that factors influencing children’s school-related cognitive
skills lies in home proximal processes which are mainly reflected in parenting practices
(e.g., responsivity, involvement, structuring of children’s daily activities such as provision
of literacy and dyadic play experiences, using verbal disciplining strategies). Although
parenting dimensions which act as predictors of child cognitive outcomes are similar
across cultures, parenting practices of different cultural groups may lie in different ends of
these dimensions: while parents in some cultures display a specific parenting practice very
frequently, parents in other cultures may tend to use it less. Therefore, depending on
culture, school-related cognitive skills of children may either be facilitated or inhibited. In
this respect, this study also aims to investigate the effects of parenting practices on
children’s early cognitive skills in the two cultural groups to understand some aspects of
the mechanisms leading to low school performance for Turkish immigrant children.
Therefore, the relations between parenting practices and children’s cognitive abilities are

also of particular importance for this study.

3.1 Proposed Associations between Family Predictors

Previous studies have shown that positive and negative aspects of parenting can be
differentiated from each other and these aspects are mostly negatively related to each
other. In this respect, positive parenting practices such as provision of praise to the child,
and involvement with child’s school activities are expected to be negatively associated

with negative parenting practices such as corporal punishment and inconsistent discipline.
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Level of parental structuring on children’s daily routines such as parent’s control over
timing of tv watching or sleep for children is also considered to be a positive aspect of
parenting. Therefore, parental time management is expected to be positively associated
with parental involvement.

Given the established relations between parenting practices and children’s daily
interactions, it was expected that parents who reported to be more involved with their
children would engage in more parent-child dyadic interaction with their children.
Mothers’ involvement with the child was also expected to be positively related to total
time of family interaction during the day, and negatively associated with children’s daily
activities which consist less interaction with the parents such as tv watching.

With regard to the relationship between negative parenting practices and children’s
daily experiences, it was expected that mothers who used more corporal punishment and
inconsistent discipline to their children would provide positive daily experiences less such
as reading to the child. Children of those mothers who showed more negative parenting
were also expected to have less opportunity to engage in dyadic interaction with the

mother and more likely to engage in non-interaction activities such as tv watching.

3.2 Prediction of Cognitive Competence from Family Factors

As it is described in earlier sections (see Sections 2.7 and 2.8), child-centered

parenting practices have, in general, been found to facilitate children’s cognitive skills. It
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was also found that cognitive stimulation at home such as provision of literacy experience
to the child is a strong predictor of child cognitive outcomes.

In this respect, child-centered approach of parents which is indicated in parents’
involvement with the child such as provision of parent-child dyadic play interaction, use
of positive parenting practices such as prasing child and providing care and affection, and
provision of literate experiences at home such as reading to the child were expected to
predict children’s cognitive skills positively. On the other hand, power-assertive parenting
as an indication of use of less verbal-inductive reasoning with the child was expected to
predict children’s cognitive skills negatively. Based on research findings reviewed in the
earlier chapter (see Chapter 2), these relationships between parenting factors and
children’s cognitive skills were expected to be similar in both Turkish and German

samples.

3.3 Comparison of German and Turkish Samples

Turkish and German mothers were expected to show different patterns of
parenting, mainly as a result of a parent-centered orientation prominent in the family
model of interdependence as opposed to child-centered family functioning in the family
model of independence. In relation to this, it was posited that Turkish mothers would show
lower levels of involvement with child and higher levels of power-assertive disciplining
including corporal punishment than the German groups. On the other hand, it was

expected that German mothers would provide higher levels of cognitive stimulation to the
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child at home such as reading to the child or parent-child dyadic interaction. The two
cultural groups were also expected to differ in ‘time management’ dimension of parenting.
Observations in Germany (Leyendecker & Scholmerich, 2006) showed that German
mothers usually have more control over children’s daily schedule than Turkish mothers.

The two cultural groups were also expected to differ in multiparty daily
interactions. As a result of close familial ties prevalent in the family model of
interdependence, and in part due to higher number of children in Turkish immigrant
families, Turkish immigrant children were expected to spend longer times in family
interaction and play more with the sibling. Similarly, Turkish immigrant children were
expected to spend less time in solitary play than German children since they were more
likely to have others such as relatives, grandparents or siblings around than German
children. However, the two cultural groups were not expected to differ in use of positive
parenting behaviors. Literature indicates the existence of warmth in traditional Turkish
family although it is restrictive in terms of expecting children to be obedient (Kagit¢ibasi,
1970, 1996). Similarly, due to the child-centered parenting orientation, German mothers
were also expected to show high levels of acceptance and affection to their young
children.

As it is mentioned in the beginning of this section, parenting patterns of Turkish
immigrant families were expected to be less cognitively stimulating than German families.
Therefore, children in these two cultural groups were expected to differ in terms of their
cognitive skills. In relation to this, it was posited that performance of Turkish immigrant

children in cognitive tasks would be lower than German children.
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3.4 Comparison of Girls and Boys

Literature reviewed in earlier chapters shows that research on gender differences in
cognitive skills such as memory and categorization revealed no significant differences
between girls and boys. But, research on language abilities usually reports an advantage in
favor of girls. Hence, it was expected that girls would score higher on body-related

vocabulary section, as this section measures children’s body-related vocabulary.

3.5 Summary

This chapter draws on the previously reviewed findings to establish the aims and
predictions of the present study. Hypotheses are posited for the total sample, as well as the
German and Turkish samples separately. Measures used to assess predictor and outcome
variables and techniques used to analyze the proposed hypotheses are described in the

following chapters (Chapters 4 and 5).
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Chapter 4

METHOD

4.1 Overview of Chapter

This chapter presents information on the design and methodology of the study. First, it
gives a description of characteristics of the participants. Next, the materials (i.e., scales and
tests) used to measure children’s cognitive skills and parenting variables are described. The
last section includes details of the procedure, preparation of Turkish versions of the measures,

recruitment of participants and the assessment phase.

4.2 Descriptive Characteristics of Participants

The original sample comprised of 81 Turkish immigrant and 84 German preschool
children and their mothers living in lower socioeconomic suburbs of Bochum and Herne in
Ruhr region of Germany. As Turkish immigrants are known to be one of the lowest-educated
and lowest-income earner groups in Germany (Abdan-Unat, 2002), German children were
also recruited from lower socioeconomic backgrounds in order to make the groups
comparable. Despite that, German children in the original sample were found to be coming
from more advantageous circumstances than children in the Turkish group, as evident in

significant differences in mothers’ years of schooling, #(165) = -5.589, p < .001. This
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difference between Turkish immigrant and German groups in terms of mother’s education
made it impossible to compare the groups reliably, as mother’s years of schooling has
consistently been found to be the most important predictor of parenting practices (Gottfried,
Fleming & Gorrfried; 2000), and in turn, child cognitive outcomes ( Linver, Brooks-Gunn &
Kohen, 2002; Smith, Brooks-Gunn, & Klebanov, 1997). In order to overcome the problem of
incomparability, Turkish and German samples were matched in terms of amount of
schooling. As the largest number of mothers in Turkish (n = 52, 64%) and German (n = 65,
75%) groups received 10 to 12 years of schooling, data from children of mothers who have
education less than 10 years and more than 12 years were excluded. Therefore, the final
sample included 52 Turkish immigrant and 65 German children.

1) Turkish sample: Both parents of children in this group came from a Turkish background.
In the Turkish sample, 21 mothers (40.49%) were born in Germany and 31 (59.6 %) were
born in Turkey. Among Turkey-born mothers, 16 mothers (51.6 %) migrated to Germany at
an age younger than 10, 13 mothers (41.9 %) came to Germany at ages between 10 and 20,
and only 2 of them (6.5 %) arrived in German at an age older than 20. For fathers, 11 of them
(22 %) were born in Germany, 38 (76 %) in Turkey and one father (2 %) was born in a place
other than Germany and Turkey. Among Turkey-born fathers, 9 fathers (24.3 %) were
younger than 10 at the age of immigration, 10 fathers (24.3 %) were at an age between 10 and
20 when they migrated, and 18 fathers (51.4%) came to Germany at an age older than 20.

2) German sample: Children in this group came from a German background. Children were
included in the German sample only if both mother and grandmother of the child were born

in Germany. Therefore, all mothers in the German sample were born in Germany. Among
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fathers, 60 (96.7 %) were born in Germany and 2 fathers (3.3 %) were born in a place other
than Germany.

A mean age of the total sample was 45.89 months (SD = 4.07), the youngest being
36.60 months old and oldest 57 months old. The German group included 30 girls (M = 46.02,
SD =3.96) and 35 boys (M = 46.11, SD = 3.49); and the Turkish sample included 25 girls (M
=45.28, SD = 4.66) and 27 boys (M = 46.03, SD = 4.47). These children were assessed for
their cognitive skills, more specifically for their memory, strategies, categorization and body-
related vocabulary skills as described below.

Questionnaire data were obtained from mothers of 117 children. In terms of family
composition, 53 % of children were first born and 47% were later born children; 85.5%
came from intact families, 3.4% of mothers were married but not living with their husbands,
4.3 % were single, 6 % were divorced and 0.9 % were widowed. Descriptive statistics for
demographic data for the German and Turkish samples are presented in Table 4.1. Although
the two cultural groups were matched in terms of mother’s years of schooling, it was found
that German fathers had higher levels of education than those in the Turkish group, as
evident in significant differences in fathers’ years of schooling #105) =-1.73, p < .01. (see
Table 4.1). Descriptive statistics further showed that German mothers were significantly

older than the Turkish mothers, #(115) = -3.39, p < .05.
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Table 4.1

Descriptive Statistics for Demographic Data

German (n = 65) Turkish (n = 52)
Variable M SD Min Max Skew M SD Min Max Skew
Age of child (months) 46.07 3.69 39.7 554 0.38 45.67 4.54 36.6 57.0 0.16

Number of Children in Family 1.69 0.77 1.0 4.0 0.76 221 085 1.0 4.0 0.60
*Age of mother (years) 3323 546 220 46.0 0.09 30.06 442 22.0 43.0 0.45
*Mother’s years of schooling  10.39 0.78 10.0 12.0 0.70 1049 0.75 10.0 12.0 091

*Father’s years of schooling 10.73 121 9.0 13.0 047 10.06 2.69 5.0 16.0 0.25

4.3 Materials

Two types of instruments were used for the evaluation of predictors and outcome
measures in this study. These were a parenting questionnaire and time budget inventory
which were completed by the child’s mother, and a standardized development test that was
individually administered for the assessment of children’s cognitive skills. The development
test provides separate scores for four different cognitive skills, namely memory, ability to use
strategies, categorization and body-related vocabulary, and also gives a composite score
representing child’s overall performance in the test. The parent measures and the
developmental test are described in the following sections and a copy of the parent measures

are given in the Appendices.
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4.3.1 Parent Measures

The mother of the child was interviewed to fill in a background information form and
a questionnaire assessing parenting practices and mothers were also requested to fill out an
inventory which assesses structuring of children’s daily activities. The questionnaires and the

inventory completed by the mother are described below.

4.3.1.1 Background Information Form

The background information form (see Appendix A) provided information about the
child (e.g., date of birth, sex, presence of siblings, birth order, previous and present child care
type and hours) and parents’ background (e.g., age, country of birth, ethnicity, age of
immigration, reason for immigration, education, type of professional training, average work
hours, marital status, religion). Education of mother and father was rated according to the
highest level achieved (1 represented ‘No educational degree completed’ and 8 represented
‘Completed high school’). Parents’ total number of years in school was also asked.

In the background information form, there was also a special section which aimed to
examine the level of literacy experiences provided to child at home. In this section, there
were 5 items which were rated on a scale. These items asked about mother’s own and
husbands’ reading habits with items such as “How often do you read?”, “How often does
your partner read?”, “How often is the library card used if the family has one?”. “How often

does someone read to the child?”” and “How many picture-books does the child have?” were
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also asked. These items revealed high internal consistency with a Cronbach’s alpha of .71.
The total score obtained in this section were used as the indicator of home literacy

environment.

4.3.1.2 Parenting Practices

To measure parenting behaviors, mothers completed a modified version of the
Alabama Parenting Questionnaire (APQ; Shelton, Frick & Wooton, 1996) which is originally
a 42-item parent report questionnaire where the parent indicates the frequency of each
behavior on a 5-point scale, where 1 describes “Never” and 5 indicates “Always”.

The original APQ gives information about the five dimensions of parenting behavior:
parental monitoring and supervision (e.g., “You get so busy that you forget where your child
is and what he/she is doing”), inconsistent punishment (e.g., “The punishment you give your
child depends on your mood”), corporal punishment (e.g., “You spank your child with your
hand”), positive parenting (e.g., “You praise your child when she does something well”),
involvement (e.g., “You ask your child about his/her day at school”) and other discipline
practices that involve planned ignoring, time-out, contingent reward and taking privileges
away.

Dadds, Maujen and Fraser (2003) provided psychometric analysis of this measure
with an Australian sample of 802 4- to 9-year-old children and their parents. Correlations
between the subscales were computed to examine the test of convergent and divergent

validities of the constructs. Generally, the negative subscales (inconsistent discipline, poor
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monitoring/supervision, and corporal punishment) significantly negatively correlated at a
significant level with subscales of involvement and positive parenting. Test-retest reliability
across a two-week period was high with r = .84 for monitoring/supervision, r =.88 for
inconsistent discipline, » =.90 for corporal punishment, r = .85 for positive parenting, and

r = .87 for involvement.

All subscales of the questionnaire have also been found to have an acceptable internal
consistency with Cronbach’s alpha of .59 for parental monitoring/supervision, 73 for
inconsistent discipline, .55 for corporal punishment, 77 for positive parenting techniques, and
.75 for parental involvement (Dadds et al., 2003). Internal consistency scores obtained for the
German version of the questionnaire were even higher. For a German parents sample of 180
elementary school children, Reichle and Franiek (2006) reports Cronbach’s alpha of .69 for
poor monitoring/ supervision, .78 for inconsistent discipline, .67 for corporal punishment, 82
for positive parenting, and .77 for involvement.

Since the original APQ was developed to measure parenting practices for children at
ages between 6 and 13, some of the items in the questionnaire (e.g., “Your child is out with
friends you do not know”, “Your child stays out in the evening past the time he/she is
supposed to be home”) was not applicable for preschoolers. Therefore, these non-applicable
items were excluded in this study. The item “You hit your child with a belt, switch, or other
object when he/she has done something wrong” was also excluded from the scale as it could
irritate mothers and negatively affect their approach to the questionnaire. Besides these
attritions, three new items have been added to the questionnaire in order to measure ‘time

management’ dimension of parenting. Observations in Germany point to the differences
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between Turkish immigrant and German groups in terms of parents’ control of child’s daily
activity schedule. Therefore, examining this aspect of parenting would provide useful
information on Turkish and German parents’ behaviors. With an aim to measure ‘time
management’ 3 more items were added to the scale: “Is the sleep time of your child fixed?”,
“Is there a time schedule for tv watching for your child?”, “Are the meal times fixed in your
family?”. The final version of the APQ as used in this study consisted of 32 items (see
Appendix B). In the present study, the internal consistency scores for Involvement, Positive
parenting, Inconsistent discipline, Corporal punishment, Other discipline practices and Time
management were .56, .63, .64, .58, and .47, respectively for the total sample (see Appendix
C for alpha coefficients for the Turkish and German samples separately). The poor
monitoring/supervision subscale consisted of only two items after attrition of those that were
not applicable for preschoolers. Hence, internal consistency score for the subscale was found

to be very low (Cronbach’s o = .01). Therefore, this subscale was not used in this study.

4.3.1.3 Structuring of Child’s Daily Activities

To assess daily activities and social experiences of the child, mothers completed the
Time Budget Inventory (TBI; Leyendecker, Lamb, Scholmerich, & Fracasso, 1995) for a
weekday and a weekend day (see Appendix D). TBI forms were given to the mothers after
the interview for the other parent measures was completed, and the mothers were instructed

by the researcher about how to fill out the inventory. Detailed written instructions were also
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given together with the forms to ensure that the inventory was completed correctly (see
Appendix E).

In the TBI forms, mothers were asked to reconstruct the 24 hour of both a weekday
and a weekend day in as much detail as possible. For practical purposes, pictorial
illustrations of most frequent daily activities such as eating, sleeping, playing and taking a
bath were given in the forms, but mothers were also expected to report all other activities that
the child did during the day. In addition to the report of daily activities, mothers also reported
the presence of other people in the same room with the child and whether the TV/DVD was
on during the child’s activities.

Through completion of the TBI forms, information about the activities child
participated in as a part of his/her daily routine, the time length the child engaged in these
various activities throughout the day, how these activities were structured and with whom the
child interacted was obtained. Mothers’ report of activities were coded as ‘1’ representing
eating, ‘2’ waking up/getting up, ‘3’ sitting in the car, ‘4’ play by herself/himself, ‘5’
dressing/getting dressed, ‘6’ playing/interacting with someone else, ‘7’ watching TV/DVD,
‘8’ asleep, ‘9’ bathroom activities, ‘10’ taking a bath, ‘11’ helping adults, ‘12’ on a walk
outside, ‘13’ eat and watch Tv/Dvd, *14° play and watch TV, ‘15’ someone reads book to the
child, ‘16’ riding a bicycle, ‘17’ in kindergarten, ‘18’ recreational activity with an adult, ‘19’
relaxing and ‘20 going to parents’ bed or cuddling. With the use of TBI, child’s daily
experiences could be evaluated in terms of the degree to which cognitively stimulating
activities such as ‘an adult reading to the child’ or ‘parent-child dyadic play interaction’

existed in the child’s daily routines.
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4.4.1 Child Measures

The cognitive skills subtest of a standardized test battery was used to measure
children’s memory, strategies, categorization and body-related vocabulary skills. This

measure is described below.

4.4.1.1 Children’s Cognitive Skills

Entwicklungtest 6-6 (ET 6-6; Petermann, Stein, & Macha, 2004) was used in this
study to measure children’s cognitive skills. The ET 6-6 is a standardized test battery
prepared for children under 6 years of age to assess their motor, cognitive, social, emotional,
and language development. The standardization study for the battery was done by Petermann
and Stein (2000) with a total of 950 children from cities of Bremen, Dortmund and Rostock
in Germany.

On the basis of the test rating and child’s chronological age, ET 6-6 gives a
developmental quotient for each subtest and a developmental profile could be drawn for each
subject. A score is also provided for each subsection of subtests (gross motor/fine motor
skills scores for motor development subtest, memory/ strategies/ categorization/ body-related
vocabulary scores for cognitive development subtest, expressive/ receptive language skills
scores for language development subtest).

In this study, the cognitive subtest of ET 6-6 was used which consisted of four

subsections: memory, strategies, categorization and body-related vocabulary. These
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subsections consisted of several tasks which were acted out with toys and several different
materials (e.g., pictures, paper-pencil, and boxes). Children’s performance in each task was
scored as ‘1’ or ‘0’ depending on whether the child completed the task successfully or not.
Together with tasks administered to the child, in the strategies subsection, two mother report
items were also used to assess child’s skills (see Section 4.4.1.3). A detailed description of

the tasks of each subsection is given below.

4.4.1.2 Memory

This subsection measures children’s audio recognition, visual recognition and
recall abilities by administration of three separate tasks. For visual recognition, the child was
first presented by the pictures of a banana, an airplane and a cat. Then, the researcher picked
up these pictures from the desk and presented a set of six pictures that include a bicycle,
cookie, horse and the previously shown banana, airplane and cat. The presentation of these
pictures was such that a new picture was followed by a previously shown picture. Then, the
child was asked to point to the pictures that she/he saw initially. If the child recognized all of
the three pictures presented previously, his/her performance was scored as ‘1’. Recognition of
one or two items were scored as ‘0’.

In the audio recognition, five little boxes were used, two of which produce the same
voice while others produce different voices when shaken by hand. First, the researcher shook
four different-voice producing boxes one by one and put them down in front of the child

while keeping one of the same-voice-producing boxes still on the desk. Shaking order of the

57



Chapter 4: Method

boxes was such that there were two different-voice producing boxes between the two same-
voice producing boxes. After shaking each of the four boxes was completed, the researcher
picked up the same-voice-producing box that was kept still aside and shook it once, and
asked the child which one of the four boxes produced the voice similar to that one. If child
could find the same-voice-producing box among the four boxes ordered in the desk, the
child’s performance was scored as ‘1’ representing successful completion of the task.

In the visual recall task, the child was first presented with the pictures of a car, a dog
and a carrot. The child was requested to name the objects in the pictures to make sure that
she/he knows their names correctly. Then, the researcher took these pictures away and waited
for 5 seconds, and asked the child to name the three pictures that were previously presented
to her/him. In this task, recall of one or two items were again considered to be a failure and
scored as ‘0’. Only the performance of those children who recalled all three pictures were

scored as ‘1°.

4.4.1.3 Strategies

This section consists of a total of eleven tasks, nine of which were performance tasks
administered to the child during the test and two of which were questions asked to the mother
regarding the child’s ability on specific topics. Scoring was again such as ‘1’ or ‘0’ based on
children’s succussful completion of the task or failure.

The first task requested the child to build a tower by using blocks after the researcher

had shown how to do it once. Similarly, in the second and third tasks, the child was expected
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to form a pyramid and a stair with the blocks. Only after the child completed the task same as
the way that researcher did, he/she received ‘1°.

For the latter two tasks; 3-piece and 6-piece three dimensional puzzles were used
which constitute a turtle’s back when completed correctly. The same procedure was followed
for these tasks as well: the researcher made the puzzle first while the child was watching and
then, broke it apart and requested the child to do it by herself/himself. To be scored as ‘1°,
child again had to fully complete the task. For instance, positioning four out of six puzzle
pieces correctly were scored as ‘0’.

The other two tasks measured the child’s ability to understand visual perspective. In
the first perspective task, the researcher presented a picture of a cow upside down and asked
the children whether it was upright or upside down. In the second perspective task, a half-
blue half-red ball was used. Researcher first showed the ball to the child and made sure that
child understood that there were two halves of the ball with different colors. After that, the
researcher put the ball on the desk such that the whole red half was on the child’s side and the
whole blue half was on researcher’s own side, and asked the child which color the researcher
saw. If the child said that the researcher sees the blue part, his/her performance was scored as
‘1.

In another task of this subsection, the researcher asked the child why people do not
pass across the street when the traffic light is red. Any plausible reason that the child gave for
this question was scored as ‘1’. For example, if the child responded as ‘A car could bump
into him/her’ or ‘It is cars’ turn to pass the road’, his/her performance was scored as ‘1’ as

these responses indicate that the child knows the function of traffic lights.
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There were also two mother-report items in ‘strategies’ subsection. In the first item,
mothers were asked if their child could make recognizable objects such as house, airplane or
car by using lego-type toys. In the second mother-report item, mothers were asked whether or
not their child frequently produces question sentences including the words of ‘why’, ‘where’
and ‘when’. Similar to scoring of tasks administered to the child, mother-report items were

also scored as ‘1’ or ‘0’ respectively, corresponding to mother’s response as ‘yes’ or ‘no’.

4.4.1.4 Categorization

In this subsection, children’s categorization skills were measured by various tasks.
First task of this section asked the child the gender of himself/herself and the opposite-sex
parent. If the child named the sex of both himself/herself and the opposite sex parent
correctly, his/her performance was scored as ‘1°. In another task, twelve pictures of different
objects were used. These pictures, taken together, created four categories (food, animals,
flowers, and vehicles) each of which involved three pictures. The researcher first presented
all twelve pictures in a mixed order and then asked the child to group them according to their
categories. In order to be scored as ‘1°, the child had to create all four categories with three
correct pictures in each.

The next task in this subsection was to match the pictures of eight objects which were
functionally related. These functionally related objects were a chair and a table, toothpaste
and a toothbrush, an ironing board and an iron and, a hammer and a nail. In this task, the

researcher first presented all eight pictures in a mixed order on the table, and then picked up
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one of them and pointing to the rest on the table, asked the child ‘Which one is related to this
(the one that the researcher holds)?’. To be scored as ‘1°, the child again had to correctly find
the match of all eight objects.

In the following three tasks, children were presented with six balls and six blocks of
different sizes and colors, and then their ability to categorize these objects according to
dimensions (shape, size and color) was evaluated. For example, in the easiest task, the child
was asked to give any ball to the researcher among these twelve objects including both balls
and blocks with different colors and sizes. In the most difficult task, the child was expected to
consider several aspects (color, size, shape) of an object at the same time: the child was asked
to give the big blue ball. If the child could give the big blue ball, his/her performance was
scored as ‘1’. Child’s knowledge of colors and shapes was also tested in categorization
subsection. In the knowledge of colors task, children are presented with blocks with different
colors (red, blue, green, yellow, white, black, purple, pink) one by one and asked to name the
color of the object. If the child had known the name of all colors, his/her performance was
scored as ‘1’. Similarly, in knowledge of shapes task, children are presented with the picture
of a square, a triangle and a circle one by one and then, asked to name the object. In order to

be scored as ‘1’, the child had to know the name of all three shapes.

4.4.1.5 Body-related vocabulary

In the first task of this subsection, the child was required to draw a man. After the

child had drawn the picture, the drawing was evaluated if body parts were located correctly.

61



Chapter 4: Method

In the first evaluation, it was checked to see whether the picture the child drew consisted of a
head, a body, legs and arms. It if it so, the child’s performance was scored as ‘1°. In the
second evaluation, the parts of face were controlled to see whether there were two eyes, a
nose and a mouth in the face. If all these parts are placed correctly in the picture, the child
received ‘1’. However, this task was not administered to children who were at ages between
36 and 42 months since they were considered to be too young to draw a man. In this
subsection, children’s ability to name and show body parts was also measured. In the first set;
the researcher showed her eyes, ears, nose, mouth, leg, arm, hand and abdomen and asked the
child to name them. In the following set, body parts which were expected to be more difficult
for children to know such as elbow, ankle, toes, chin and knee were asked. If the child named
all these parts correctly, he/she received ‘1’ from these tasks. This subsection also measured
if the child knows both his/her own and other’s right and left side who was in opposite of the
child.

As mentioned above through the explanation of tasks, child’s performance on each
cognitive skills task (memory, strategies, categorization and body-related vocabulary) was
scored as “1” if the child successfully completed the task and as “0” if the child failed in the
task. Children are given as much time as they needed to complete the tasks and their self-
correction were counted as correct responses. The scores for each subsection were computed
by taking the ratio of the number of items the child completed appropriately to the total
number of items in this subsection. Regardless of which subsection the items belonged to, the

ratio of number of items completed successfully in the whole test to the total number of items
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administered was also calculated. This total score indicated children’s overall cognitive

performance in the test.

4.5 Procedure

This section describes how the present study was conducted. First, information for
translation of the materials is given; then, the recruitment procedure of the participants, and

the administration of the measures are described.

4.5.1 Translation of Materials

The Alabama Parenting Questionnaire was translated into Turkish and German by
bilingual researchers from its English original and was checked by other psychology
researchers to ensure that the items in the new versions tap the very same behavior as the
original items. The background information form and ET 6-6 were originally in German.

These measures were again translated into Turkish by bilingual researchers.

4.5.2 Recruitment

As it is mentioned earlier in Section 4.2, Turks form one of the lowest educated and

lowest income earner groups in Germany. Therefore, with the aim to match both cultural

groups in terms of SES, both Turkish and German children and their mothers were recruited

from kindergartens in the cities of Bochum and Herne that are known to be very low in
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socioeconomic development. These cities were also preferred for convenience purposes as a
large population of Turkish immigrants reside in this area.

Fourty-eight kindergartens in these low SES cities which serve to both German and
Turkish children were reached. Directors of the kindergartens were contacted in person and
asked for cooperation in recruitment of participants. If they agreed to participate, directors
were also requested to provide a quiet room which is appropriate for testing of the children.
Contact information of the mothers was taken from the kindergartens and consent letters were
sent to parents. In these letters, parents were told about the details of the study and asked for
assistance by participating (see Appendix F for a copy of the consent letter). For children
whose parents gave consent, an appointment for the testing was arranged with the
collaboration of the kindergarten. The mothers who are present during the test day are asked
for help to reach other parents who would like to participate in the study. This strategy for
recruitment was useful especially among the Turkish group. As Turkish immigrant families
see each other frequently, they are likely to inform each other about the study. Each
kindergarten is paid a total of 75 Euros and the parents are paid 25 Euros for their

participation in the study.

4.5.3 Administration of the Test

As mentioned in the previous section, appointments were made with the directors for

assessment of children in the kindergartens. Before the testing started, teachers in the

kindergarten and mothers, if they were present, were informed about the test once again. All
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children were tested in a separate and quiet room in the kindergarten which had a small table
and two chairs. Mothers were allowed to be present in the testing room during the session if
they wanted to but were warned to be quiet and not to intervene. While most of the Turkish
mothers preferred to watch the session in the testing room, very few of the German mothers
participated in the session. Among mothers who preferred to participate in the session, none
of them caused a serious problem which hindered proper testing of the child.

Before administration of the test, the researcher talked to the child about his/her
family and school and played with the child as a brief warm-up period. Teachers and mothers
of Turkish children were asked in which language the child felt more comfortable in terms of
comprehension and expression. The child was also asked for his/her preference in language
right before the session started. If the child showed any sign of difficulty in understanding the
language spoken during the session, instructions were repeated in the other language to make

sure that the child had a correct understanding of the instructions.

4.5.4 Administration of the Questionnaires

Those mothers who agreed to participate were contacted by phone by an ethnically
matched (German or Turkish) female researcher and an appointment was made for the
interview. Rather than sending the questionnaires to mothers to fill in them by themselves,
data were collected from the mothers through an interview. Since the mothers in the sample
were low-educated, it was thought that they might find it difficult to understand and to fill in

the questionnaires by themselves. Use of the interview method made it possible to explain the
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items to the mothers when necessary and made sure that the questionnaires were completed
correctly.

For the interviews, the mothers were told that they could be interviewed at home or in
the kindergarten, and they were free to choose to interview in the language they felt more
comfortable with. Depending on mother’s choice, a bilingual or a native Turkish speaker
researcher interviewed with the mother. The researcher who interviewed with the mother was
not necessarily to be the one who administered the test to the child.

In the interview, the researcher first gave the instructions about how to fill in the
forms. Then, the interviewer read the items one by one to the mother and filled in the
questionnaires on the basis of mother’s responses. After the interview was completed, the
interviewer gave the time budget inventory to the mother and explained how it had to be
filled in. Mothers were also told that they could call the interviewer whenever they had a
question about filling the inventory. In the last page of the inventory, mothers’ bank account
numbers were asked in order to make the payment. Mothers were informed that they would
be paid after they completed and sent back the inventories to Psychology department of Ruhr
University where the researchers work. Together with the inventories, a paid reply envelope

was also provided for returning the completed inventories.
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Chapter 5

RESULTS

5.1. Overview of Chapter

This chapter presents data and results of the statistical analyses that were
performed to test the relations hypothesized in the study. It begins with a description of the
procedures applied to form composite scores from individual measures, and is followed by
findings from data screening (e.g., missing cases, normality, outliers and
multicollinearity). In the subsequent sections, cultural group differences are elaborated and
bivariate correlations between variables are reported for the total, German and Turkish
samples separately. Then within-culture and between-culture gender differences are
investigated. In the fifth section, results of structural equation modeling analysis which
was used to test the model proposed to predict children’s cognitive functioning from
familial variables are reported. Major findings reported in the text are accompanied by
tables and figures which summarize relevant statistical analyses. The tables for peripheral

or detailed results are presented in the Appendices.
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5.2. Computation of Composite Scores

Total time scores for children’s daily activities at home were computed from Time
Budget Inventory (TBI; Leyendecker et al., 1995). A composite score indicating
children’s overall performance in ET 6-6 (Petermann et al., 2004) was also computed from
scores obtained from sections of ET 6-6. Steps taken to form the new variables are

described in the following sections.

5.2.1 Children’s Daily Activities

The TBI (Leyendecker et al., 1995) gives time length of several daily activities that
child participated in during a day such as taking a bath, riding a bicycle or getting dressed.
However, the interest of this study was in daily activities which might be related to
children’s development of cognitive skills. In this respect, total time scores for daily
parent-child dyadic interaction, children’s solitary play, play with the sibling, family
interaction which indicates the time spent with all family members together, total time of
daily TV/DVD watching and being red by an adult were computed from TBI reports. In
order to compute total time scores for daily activities, minute based time lengths were
added to each other for those activities which were reported to be done several times a
day. For example, if the child played with her/his mother two times a day; once in the
morning and once after school, durations of parent-child dyadic play at these two times

were added to each other to calculate the total time score.
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5.2.2 Overall Cognitive Performance

As explained in Section 4.4.1, children’s cognitive skills in each cognitive domain
(memory, strategies, categorization and body-related vocabulary) were assessed by
multiple tasks in ET 6-6. The scores for each domain were calculated as the ratio of
number of tasks child achieved to the total number of tasks given to the child in the
subsection. As mentioned earlier (see Section 4.4.1.4), some tasks (e.g., drawing a man)
were not administered to younger children since the requirements of these tasks were
considered to be too difficult to complete for young children. Hence, the scores for these
children were calculated on the basis of fewer tasks. As total score calculation was based
on the ratio of tasks achieved to the total number of tasks given, unequal task numbers
among different age groups were not a problem.

Besides giving the scores for each cognitive domain, ET 6-6 also provides a
composite score which represents children’s overall cognitive performance in the test by
taking the children’s performance in these four different domains into account. Review of
the literature on the relationship between parenting variables and children’s cognitive
skills indicates that the influence of general parenting patterns on child cognitive outcomes
is similar across different domains of cognition, especially when school-related cognitive
skills such as problem solving, categorization skills and vocabulary knowledge are
considered (Estrada et al, 1987; Landry & Smith, 2001; NICHD, 1999; Tamis-LeMonda et
al., 2001). In this respect, while children’s scores in individual cognitive domains were
examined to elucidate the differences between cultural groups in cognitive skills, the

composite score obtained from children’s performance in memory, strategies,
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categorization and body-related vocabulary tasks was used to investigate the association

between child-rearing behaviors and children’s cognitive development in this study.

5.3 Preliminary Analyses

Before analysis, data were screened using SPSS. Family predictors (i.e., parenting
practices, daily structuring of children’s activities, and maternal education), and child
outcomes (memory, strategies, categorization, body-related vocabulary skills, and overall
cognitive performance) were examined in terms of missing values, normality distributions,
outliers and multicollinearity with the use of appropriate statistics and charts (e.g.,
histograms with normality curves and plots). In the following section, values for missing
cases, skewness and kurtosis measures are presented for the total sample. Decisions about
the transformation of variables which displayed non-normal distribution are further
discussed in the subsequent sections. This is followed by the results for outliers,

multicollinearity and singularity.

5.3.1 Examination of Missing Cases and Normality Values

Means, standard deviations, skewness and kurtosis values for parenting practices,
structuring of daily activities for the German and Turkish samples are presented in Table
5.1. Statistical distribution values for child measures (i.e., memory, strategy,
categorization, body-related vocabulary skills and overall cognitive performance) are

presented in Table 5.2.
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5.3.1.1 Parenting Practices

The 32-item Parenting Practices Questionnaire (Shelton et al., 1996) displayed no
missing values. Involvement behaviors (skewness = -.39, kurtosis = .26), and inconsistent
discipline (skewness = .20, kurtosis = -.18) and other discipline practices (skewness = .33,
kurtosis = .37) for the total sample were close to normally distributed. Responses to
positive parenting (skewness = -1.22, kurtosis = 1.03) and time management were
moderately negatively skewed (skewness = -81, kurtosis = .19) and corporal punishmnet
was positively skewed (skewness = 1.42, kurtosis = 1.32). Adequate normality was not
achieved when square root or logarithm methods were applied to the latter three scales.

Hence, no transformations were used (Tabachnick & Fidell, 1996).

Table 5.1

Means, Standard Deviations and Normality Values for Parenting Variables

German (n = 65) Turkish (n = 52)
M SD Skewness Kurtosis M SD Skewness Kurtosis
Parenting Practices (1-5 Scale)
Involvement 4.02 040 0.39 0.04 385 041 050 -0.43
Positive parenting 459 042 -1.07 0.60 454 052 -1.27 1.06
Corporal punishment 1.35 043 1.82 3.95 1.69 058 1.07 1.49
Inconsistent discipline 2.18 0.60 0.40 0.77 260 072 -020 -0.33
Other discipline practices 236 045 -0.13 -0.85 2.67 0.69 0.08 0.09
Time management 4.08 0.82 -0.64 -0.75 377 1.03 -0.78 0.23
Daily Activities (in minutes)
Parent-child dyadic interaction ~ 39.33 36.49 1.08 0.89 1249 8.85 132 1.58
Family interaction 65.98 44.89 0.22 -0.72 61.74 43.80 041 -0.69
Play with the sibling 19.68 18.25 1.57 3.54 50.10 41.17 022  -0.95
Solitary play 66.09 49.85 0.95 0.57 48.59 33.15 1.26 1.38
Reading to the child 19.70 14.79 0.48 -0.33 1225 8.04 062 -092
Tv watching 53.12 44.90 0.99 0.57 102.29 62.18 0.15 -1.02
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Table 5.2

Means, Standard Deviations and Normality Values for Child Measures

German (n = 65) Turkish (n = 52)
M  SD Skewness Kurtosis M SD Skewness Kurtosis
Cognitive skills

Memory 682 3.02 -035 -1.15 544 355 -0.14 -1.27
Strategies 759 1.8  -066 -0.15 6.54 1.77 0.18 -0.79
Categorization 7.61 175 -1.45 1.23 638 230 -0.23 0.88
Body-related vocabulary 504 257 -0.14 -0.53 270 2.03 -0.33  -0.53
Overall cognitive performance 7.08 153 -1.14 1.29 5.65 1.65 026 -0.72

5.3.1.2 Structuring of Daily Activities

Structuring of children’s daily activities was assessed through the time budget
inventory (Leyendecker et al., 1995) filled by mothers of children for a weekday and a
weekend day. The inventories that were filled and sent back by the mothers were checked
for missing values. In some of the inventories, there were time periods for which no
activity was reported. For these missing values, mothers were called by phone and asked
to give again the report of the day for which the inventory was filled. Mothers’ report
given on the phone about the activity was coded into the forms accordingly. Therefore,
there were no missing values for activities reported in inventories.

It usually took 3 to 4 weeks from mothers to complete the inventory and send it
back. Therefore, inventories of mothers who were interviewed in the last phase of data
collection could not be received by the time data analyses in the present study had begun.

In total, complete time budget inventories were available for 41 German and 31 Turkish
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mothers could fill and send back the inventories until the time of data analyses. For the
missing cases, the multiple imputation procedure was performed. This procedure is based
on estimating values for the missing variables using regression in which all observed
variables are taken as predictor variables, and is the most conservative method of dealing
with the missing data (Tabachnick & Fidell, 1996).

As explained in Section 5.2.1., time scores for children’s dyadic and multiparty
interactions, playing, tv watching and reading by an adult was calculated from the time
budget inventories. Normality values for these scores for German and Turkish samples are
presented in Table 5.1. This shows that parent-child dyadic interaction for the Turkish
sample (skewness = 1.32, kurtosis = 1.58) and play with the sibling scores for the German
sample (skewness = 1.57, kurtosis = 3.54) displayed the most significant deviations from a
normal distribution. Square root and logarithm transformations were applied to these
skewed daily activities variables. However, transformations did not pull the values to

normal ranges, and were not used.

5.3.1.3 Cognitive SKkills

Children’s cognitive skills were assessed through memory, strategies,
categorization and body-related vocabulary subsections of ET 6-6 (Petermann et al.,
2004). There were no missing values per task. Normality values for each subsection and
the composite score for the two cultural groups are presented in Table 5.2. This shows that

categorization skills (skewness = -1.45, kurtosis = 1.23) for the German sample displayed
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the most significant deviations from a normal distribution. However, transformation
methods did not appear to be helpful (i.e., decreased skewness but increased kurtosis); so,

the non-transformed cognitive skills values were used in the analyses.

5.3.2 Decisions regarding Transformation of Variables

These findings indicated that while some of the parenting variables and child
measures had a close-to-normal distribution, others displayed more significant deviations
from acceptable values of normality. For those variables that were not normally
distributed, it was suggested to apply transformation methods and use the most appropriate
transformed variable in the analyses (Tabachnick & Fidell, 1996). However, as described
in Section 5.3.1, even after square root and algorithm transformations were applied,
optimal distribution values could not be achieved. Applying a square root transformation
mostly improved skewness but increased kurtosis (e.g., for categorization skills).
Similarly, logarithm transformations did not result in normal distribution. For example, it
changed the direction of distribution for ‘play with the sibling” score. According to
Tabachnick and Fidell (1996), transformation of variables does not bring any advantage in
these conditions. Transformations can also make it more difficult to interpret the findings
because they change the indicators of central tendency (e.g., from mean to median).

Therefore, it was decided to keep all the variables in their original form.
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5.3.3 Examination of Outliers and Multicollinearity

All variables were examined individually for detection of outliers. Univariate
detection of outliers was done by examining the cases which exceeded +2.5 standardised
variable values. All variables (except memory, strategies and inconsistent discipline) had
some extreme values which exceeded +2.5 value but only six cases exceeded the more
conservative standardized score of +3.29, and only on one variable (i.e., TV/DVD
watching). Therefore, it was decided to retain these observations as they were considered
to be representative of the population from which they were derived.

The correlations between children’s memory, strategies, categorization and body-
related vocabulary skills for the total, German and Turkish samples are given in Table 5.3.
(Both significant and non-significant correlations are presented in Appendix G Table G1.)
None of the correlations between scores obtained in cognitive domains was high enough to
cause multicollinearity.

SPSS Pearson’s r was performed to assess the bivariate correlations among all
variables for the total, German and Turkish samples. Table 5.4 gives the significant
Pearson product moment correlations for children’s age, overall cognitive performance,
children’s daily activities, parenting practices and home literacy environment. (Both
significant and non-significant correlations are presented in Appendix H Table H1.)
Mothers’ involvement and positive parenting practices showed highest correlation for the
total sample. For the German sample, maternal involvement and time management

displayed a high correlation, and total time of play with the sibling and tv watching had
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significant association for the Turkish sample. Children’s age displayed the highest

correlation with total time of family interaction for the German sample. However, none of

these associations were above .7, hence were not of concern for multicollinearity.

Table 5.3

Significant Pearson Product-Moment Correlations among Cognitive Skills

Total Sample (N =117)

Variable Child’s age 1 2 3
1 Memory 21%
2 Strategies A46%%
3 Categorization A3%E A6%* L65%*
4 Body-related vocabulary 30%* 2% ATH*E 35%*
German Sample (n = 65)
Variable Child’s age 1 2 3
1 Memory
2 Strategies A3k
3 Categorization 28% 38k S4%*
4 Body-related vocabulary A3k 267 38Hk 26%*
Turkish sample (n = 52)
Variable Child’s age 1 2 3
1 Memory 20%
2 Strategies 43Hk
3 Categorization 48Hk S53H*
4 Body-related vocabulary 28%* A5%* 28%*

Note. Non-significant results in the correlation matrix are not reported
*p<.05. **p < .0l
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Table 5.4
Significant Pearson Product-Moment Correlations among Overall Cognitive Performance and Parenting

Total Sample (N=117)

Age

5 6 7 8 9 10

11

12

13

0NN N B W

Overall cognitive performance .22*
Parent-child dyadic interaction
Solitary Play

Family interaction

Play with the sibling

Tv watching

Reading to the child
Involvement

Positive Parenting
Inconsistent discipline
Corporal Punishment

Time management

Other discipline Practices
Home literacy environment

32
-28%*
207 -20%
-24%

27%%
19%

21
18% 20%

S0%E - 32%*

20%

24
-30*

-20%

S55%%

A7*

365
24
-.30%

-26%
25

-30%  22%k 27k -.18%

29%*
L5

23%

[ IR e Y R R S

German Sample (1 = 65)

Age

5 6 7 8 9

10

11

12

13

Overall cognitive performance
Parent-child dyadic interaction
Solitary Play

Family interaction

Play with the sibling

Tv watching

Reading to the child
Involvement

Positive Parenting
Inconsistent discipline
Corporal Punishment

Time management

Other discipline Practices
Home literacy environment

.30%

407

_53%
39%*

. 03*
_36%*

32w

435 -25%

31%

37FE

L27%
_30%

Turkish Sample (n = 52)

Age

1 2 3 4

6 7 8 9 10

11

12

13

O 01NN W~

14

Overall cognitive performance
Parent-child dyadic interaction
Solitary Play

Family interaction

Play with the sibling

Tv watching

Reading to the child
Involvement

Positive Parenting
Inconsistent discipline
Corporal Punishment

Time management

Other discipline Practices
Home literacy environment

28%

S5

34%

-30%

34%

-36%F  34%

_30%
_40%*

Note. Non-significant results in the correlation matrix are not reported
*p <.05. **p < .0l
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5.4. Cultural Differences

In this section, results of analyses comparing German and Turkish groups on
parenting practices, structuring of daily activities and cognitive skills are reported. To
control for Type I error, MANOV A analyses were performed. However, in the case of
unequal sample/cell size the power of MANOV A analysis decreases (Tabachnick &
Fidell, 1996). Therefore, t-tests were also carried out to assess the statistical significance
of differences between the groups. In the following sections, MANOVA results are

reported and 7-test results are given in Appendices.

5.4.1 Parenting Variables

MANOVA showed a significant overall difference in parenting practices of
Turkish and German samples (see Table 5.5). German mothers reported significantly
higher levels of involvement. The difference between the groups in time management
dimension of parenting was also marginally significant. German mothers reported higher
levels of control on children’s daily schedule than Turkish mothers. Although both groups
reported using low levels of corporal punishment, this disciplining strategy was displayed
significantly more by Turkish mothers. Turkish mothers also reported using higher levels
of inconsistent discipline and other disciplining practices than German mothers. However,
both groups ‘always’ displayed positive parenting practices and the difference between

them was not significant.
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When the home literacy environment was examined, significant differences
between the two cultural groups were also obtained #(117) = -5.88, p < .001. German
mothers reported significantly higher levels of newspaper reading, more frequent use of

library, reading to the child, and higher number of picture-book provided to the child.

Table 5.5

MANOVA Results for Parenting Practices for German (n = 65) and Turkish
(n = 52) Samples

MANOVA

Variable Df F P n?

Parenting Practices 6 5.21 <.001 0.22
Involvement 1 5.25 <.05 0.04
Positive Parenting 1 0.36 ns 0.00
Inconsistent discipline 1 11.60 <.001 0.09
Corporal punishment 1 12.38 <.001 0.10
Time management 1 3.34 =.06 0.03
Other Discipline Practices 1 8.68 <.05 0.07

MANOVA results showed also a significant overall difference between Turkish
and German samples in terms of structuring of children’s daily activities (see Table 5.6).
While Turkish children were reported to spend only 12.23 minutes on average a day in
parent-child dyadic interaction, German children engaged in parent-child dyadic
interaction 3 times more than this amount, and this difference between the groups was
found to be significant. The two cultural groups significantly differed also in the duration
of reading to the child. Total time for reading was significantly longer in German families
than it was for the Turkish group. On the other hand, Turkish children were reported to
play with sibling(s) for a significantly longer time than German children. With regard to tv

exposure, significantly higher levels of tv watching was reported for Turkish children.

79



Chapter 5: Results

However, Turkish and German children did not differ in the total time of ‘solitary play’
and ‘family interaction with all members present’.
Univariate 7-tests results were consistent with MANOVA findings, with slight

variations in significance levels (see Appendix I Table I1).

Table 5.6
MANOVA Results for Daily Activities for German (n = 65) and Turkish (n = 52)
Samples
MANOVA
Variable Df F P n?
Daily Activities 6 11.20 <.001 0.38
Parent-child dyadic interaction 1 23.16 <.001 0.17
Solitary play 1 3.39 ns 0.03
Family interaction 1 0.26 ns 0.00
Play with the sibling 1 20.98 <.001 0.15
Tv watching 1 24.52 <.001 0.18
Reading to the child 1 8.92 <.01 0.07

5.4.2 Cognitive Skills

As described in Section 5.2.2, an overall cognitive performance score was
composed from scores for the four cognitive domains (i.e., memory, strategies,
categorization, and body-related vocabulary). Although the ‘composite cognitive score’
was examined in relation to parenting variables in further analyses, cultural differences in
cognitive performance was one of the major interests in this study. Therefore, Turkish and
German children were compared not only on the overall cognitive performance but also on

the individual scores obtained for the different domains.
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In order to examine how the performances of the two cultural groups differed in
individual cognitive domains, MANOVA was used. MANOV A results showed that
Turkish children had significantly lower scores in memory, strategies, categorization, and
body-related vocabulary sections (see Table 5.7). MANOVA results also revealed a
significant overall difference between the groups in cognitive performance. In order to
confirm this finding, a ¢-test which examines the difference between Turkish and German
children in composite cognitive performance score was performed. Consistently with
MANOVA, #-test result also showed that Turkish children had significantly lower overall

cognitive performance score in the test than the German children #(117) = -4.83, p<.001.

Table 5.7

MANOVA Results for Cognitive Skills for German (n = 65) and Turkish (n = 52)
Samples

MANOVA
Variable Df F P n?
Cognitive Skills 4 7.89 <.001 0.22
Memory 1 5.07 <.05 0.04
Strategies 1 9.76 <.001 0.08
Categorization 1 10.79 <.001 0.09
Body-related vocabulary 1 28.62 <.001 0.20

5.5 Gender Differences

Gender differences in child measures (i.e., memory, strategies, categorization and

body-related vocabulary skills) and parenting variables (i.e., maternal involvement,

positive parenting, use of corporal punishment, inconsistent discipline, other discipline
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practices, time management, home literacy environment and structuring of daily activities)
were investigated both for the total sample and within cultural groups. A series of #-tests
were carried out to assess the statistical differences between boys and girls. Again
MANOVA analyses were also performed to control for Type I error (Tabachnick & Fidell,
1996).

The total sample consisted of 62 boys and 55 girls. The performances of boys and
girls did not differ in memory, strategies and categorization tasks but, girls had
significantly higher body-related vocabulary scores than boys (see Table 5.8). The two sex
groups did not significantly differ on age #(117) = -.51, ns, and home literacy environment
t(117) = -.46, ns. There was also no significant difference between boys and girls in terms
of parenting practices (see Table 5.9). Total time of parent-child dyadic interaction, play
with the sibling, reading to the child and tv watching did not differ significantly by sex, as
well. On the other hand, boys had significantly higher total time score in solitary play and
girls were reported spending marginally significantly longer time in family interaction (see

Table 5.10).

Table 5.8

MANOVA Results for Gender Differences in Cognitive Skills for the Total
Sample (N = 117)

MANOVA
Variable df F P n?
Cognitive Skills 4 1.68 ns 0.05
Memory 1 0.42 ns 0.00
Strategies 1 0.58 ns 0.00
Categorization 1 0.14 ns 0.00
Body-related vocabulary 1 6.51 <.05 0.06
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Table 5.9

MANOVA Results for Gender Differences in Parenting Practices for the Total
Sample (N = 117)

MANOVA

Variable df F P n?

Parenting Practices 6 0.62 ns 0.03
Involvement 1 0.27 ns 0.00
Positive Parenting 1 0.61 ns 0.00
Inconsistent discipline 1 0.23 ns 0.00
Corporal punishment 1 0.01 ns 0.00
Time management 1 0.05 ns 0.00
Other Discipline Practices 1 1.77 ns 0.02

Table 5.10

MANOVA Results for Gender Differences in Daily Activities for the Total
Sample (N = 117)

MANOVA

Variable df F P n?

Daily Activities 6 1.70 ns 0.00
Parent-child dyadic interaction 1 0.32 ns 0.00
Solitary play 1 4.08 <.05 0.04
Family interaction 1 3.47 =.06 0.03
Play with the sibling 1 1.24 ns 0.01
Tv watching 1 0.14 ns 0.00
Reading to the child 1 0.94 ns 0.00

There were 35 boys and 30 girls within the German sample. Gender differences in
children’s cognitive skills displayed the similar pattern to the total sample. Only in body-
related vocabulary, girls performed significantly better than boys (see Table 5.11). Similar

to the total and Turkish samples, there were no significant differences in child age #65) = -
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.09, ns, and home literacy environment, #(65) = .12, ns. There were also no significant
differences between boys and girls in parenting practices (see Table 5.12). In terms of
daily activities, the differences between girls and boys in solitary play were marginally
non-significant. Boys were found to be spending longer time in solitary play, consistently
with the total sample. In contrast to the Turkish sample, girls were reported to watch tv

relatively longer time than boys (see Table 5.13).

Table 5.11

MANOVA Results for Gender Differences in Cognitive Skills for the German
Sample (n = 65)

MANOVA
Variable Df F P n?
Cognitive Skills 4 2.72 <.05 0.15
Memory 1 0.50 ns 0.01
Strategies 1 0.02 ns 0.00
Categorization 1 0.92 ns 0.01
Body-related vocabulary 1 9.19 <.01 0.12

Table 5.12

MANOVA Results for Gender Differences in Parenting Practices for the German
Sample (n = 65)

MANOVA

Variable Df F P n?

Parenting Practices 6 0.59 ns 0.05
Involvement 1 0.12 ns 0.00
Positive Parenting 1 0.88 ns 0.01
Inconsistent discipline 1 0.22 ns 0.00
Corporal punishment 1 0.39 ns 0.00
Time management 1 1.20 ns 0.01
Other Discipline Practices 1 0.66 ns 0.01
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Table 5.13

MANOVA Results for Gender Differences in Daily Activities for the German
Sample (n = 65)

MANOVA

Variable Df F P n?

Daily Activities 6 1.67 ns 0.14
Parent-child dyadic interaction 1 0.14 ns 0.00
Solitary play 1 3.44 =.07 0.05
Family interaction 1 2.57 ns 0.03
Play with the sibling 1 0.99 ns 0.02
Tv watching 1 3.13 =.08 0.04
Reading to the child 1 0.22 ns 0.00

The Turkish sample was composed of 27 boys and 25 girls. In terms of cognitive
skills, no significant difference was found between Turkish boys and girls (see Table
5.14). Similar to total and German samples, the two sex groups did not significantly differ
on child age, #(52) = -.59, ns; home literacy environment, #(52) = -.73, ns; and parenting
practices (see Table 5.15). Contrary to the total and German samples, there were
significant differences between boys and girls in total time of parent-child dyadic
interaction, play with the sibling and reading to the child. Boys had significantly higher
total time scores in these activities than girls. Total time of daily tv watching was also
significantly higher for Turkish boys in contrast to the German sample (see Table 5.16).

Univariate #-tests results for gender differences were consistent with MANOVA
findings, with slight variations in significance levels (see Appendix J for means, standard

deviations and #-test results for the total, German and Turkish samples).
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Table 5.14

MANOVA Results for Gender Differences in Cognitive Skills for the Turkish

Sample (n= 52)

MANOVA
Variable df F P n?
Cognitive Skills 4 0.60 ns 0.04
Memory 1 0.08 ns 0.02
Strategies 1 1.24 ns 0.02
Categorization 1 0.04 ns 0.00
Body-related vocabulary 1 0.90 ns 0.02

Table 5.15

MANOVA Results for Gender Differences in Parenting Practices for the Turkish

Sample (n= 52)

MANOVA

Variable df F P n?

Parenting Practices 6 1.40 ns 0.15
Involvement 1 1.20 ns 0.02
Positive Parenting 1 0.05 ns 0.01
Inconsistent discipline 1 1.52 ns 0.03
Corporal punishment 1 0.10 ns 0.00
Time management 1 0.50 ns 0.01
Other Discipline Practices 1 1.38 ns 0.02
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Table 5.16

MANOVA Results for Gender Differences in Daily Activities for the Turkish
Sample (n= 52)

MANOVA

Variable df F P n?

Daily Activities 6 3.04 <.05 0.28
Parent-child dyadic interaction 1 4.70 <.05 0.08
Solitary play 1 0.83 ns 0.01
Family interaction 1 0.99 ns 0.02
Play with the sibling 1 7.02 <.05 0.12
Tv watching 1 4.58 <.05 0.08
Reading to the child 1 4.59 <.05 0.09

5.6 Associations between Predictor and Outcome Variables

The relationships between child age, parenting practices, home literacy
environment, children’s daily activities and children’s overall cognitive performance score
was examined through bivariate correlations, and presented in Table 5.4. These

associations are described in detail further in Section 5.6.1 and 5.6.2 below.

5.6.1 Correlations between Parenting Predictors

This section describes the degree of association between parenting variables (i.e.

parenting practices, home literacy environment, and children’s daily activities) for the

total, German and Turkish immigrant samples, respectively
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5.6.1.1 Correlations for the total sample

Among the parenting practices, maternal involvement was strongly and positively
correlated with positive parenting practices and time management, and negatively
correlated with use of inconsistent discipline. This implies that mother’s willingness to get
involved in child’s school matters such as volunteering to special activities held in
kindergarten, asking the child how his/her day in school was or how his/her friends were
doing occur together with provision of warmth and acceptance to the child by using
positive parenting practices such as praising child when she/he did something well or
hugging and kissing. As maternal involvement with the child increases, parental control on
children’s daily schedule also increase. Involved mothers tended to predetermine the time
of meals, tv watching and sleeping for their children. As expected, significant correlations
were also found between negative aspects of parenting practices. Using corporal
punishment displayed a positive association with the use of other disciplining practices.
That is, mothers who used physical punishment also used other disciplining strategies such
as time-out, planned ignoring and loss of privileges.

When correlations between total times of daily interactions were examined, as
expected, it was found that children’s solitary play was negatively related to ‘family
interaction with all members present’ and ‘play with the sibling’. In other words, children
who spent longer time with siblings and other family members were less likely to play
alone. On the other hand, total time of parent-child dyadic interaction was positively

related to the duration of children’s solitary play but negatively related to the total time of
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play with the sibling. It was also found that tv watching was positively associated with
‘play with the sibling’, meaning that those children who watched tv for longer time also
spent more time playing with their siblings. The only daily activity which showed
significant association with the child’s age was ‘total time of family interaction with all
members present’. As child’s age increase, total time spent with all family members
together increased.

In terms of association between parenting practices and structuring of children’s
daily activities, as predicted, it was found that mothers who reported higher levels of
involvement read to their children more. It was also found that maternal involvement was
negatively related to the total time of playing with the sibling. Unexpectedly, there was a
marginally non-significant negative relationship between use of positive parenting
practices and reading to the child, »=-.15, p = .09 for the total sample. Those mothers who
used praise more and provided more affection tended read less to their children. On the
other hand, use of positive parenting practices displayed a positive relationship with total
time of family interaction. This implies that children who spent more time together with
family members tended to receive higher levels of positive parenting. With regard to time
management dimension of parenting, as expected, it was found that children with mothers
who had more control on their children’s daily schedule tended to watch tv less during the
day. It was also found that mothers who reported higher levels of time management
provided more time to their child to spend with all family members together. Use of

corporal punishment also displayed a significant link with duration of some daily
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activities, as the use of corporal punishment increased, total time of tv watching and play
with the sibling also increased but reading to the child decreased.

When the correlation of home literacy environment with parenting variables were
examined, it was found that, as expected, the provision of literacy experience to the child
at home was positively linked with maternal involvement, time management, and the total
time of parent-child dyadic interaction. On the other hand, literacy experiences provided to
the child at home were negatively related to use of corporal punishment, inconsistent
discipline, total time of daily tv watching and play with the sibling. These findings imply
that parenting practices which were previously shown to facilitate children’s development

are more likely to occur together.

5.6.1.2 Correlations for the German Sample

There were somewhat fewer significant correlations for the German sample than
for the total sample, due to in part to the smaller sample size (see Table 5.4). In contrast to
the total sample, mothers who were more involved with their children did not report using
significantly less inconsistent discipline. ‘Sibling play’ was not linked significantly to total
time of tv watching and ‘solitary play’ for the German sample. In terms of associations
between parenting practices and daily activities, use of positive parenting practices
showed a positive relationship with total time of tv watching, and a significant negative
relationship was found between play with the sibling and use of other discipline practices,

inconsistently with the total and Turkish samples. It was also found that solitary play had a
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significant positive link with corporal punishment and total time of tv watching, which
was not the case for the total and Turkish samples. It was also notable that home literacy
environment displayed a positive relation with maternal involvement only and a negative

relation with solitary play.

5.6.1.3 Correlations for the Turkish Sample

Fewer parenting predictors for the Turkish sample were significantly related to
each other, again presumably in part due to smaller sample size (see Table 5.4). As with
the total and German samples, maternal involvement was positively related to use of
positive parenting practices, but the association of maternal involvement with time
management was non-significant, » = .18, ns. It was notable that parent-child dyadic
interaction was positively related to solitary play and positive parenting was negatively
related to reading to the child for the Turkish sample. There was also a marginally
significant negative relation between positive parenting and play with the sibling, r = -.24,
p = .08, and a significant negative relation between use of other disciplining practices and

tv watching, which were not significant for the total and German samples.

5.6.2 Correlation with the Overall Cognitive Performance

Child’s age and parenting predictors were examined in terms of their correlations

with the child’s overall cognitive performance (see Table 5.4). For the total sample,
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overall cognitive performance was positively associated with child age. Children of
mothers who were more involved and who had more control on schedule of children’s
daily activities performed better in the cognitive tasks in general. However, cognitive
performance of children with mothers who used higher levels of corporal punishment was
lower. There was also a significant positive relationship between home literacy
environment and the overall cognitive performance. In terms of association between total
time of daily activities and cognitive skills, it was found that children who played with
their sibling more display better cognitive performance. It was also found that as total time
of daily tv watching increased, children’s cognitive performance decreased.

For the German sample, overall cognitive performance revealed positive
association with home literacy environment as for the total sample, but the relations
between parenting practices and children’s cognitive performance score was non-
significant. Also, total cognitive score was positively linked to the total time of family
interaction and negatively to children’s solitary play, in contrast to the total sample where
no significant association was found between these variables.

Similar to the total sample, maternal involvement and home literacy environment
displayed a positive significant association with cognitive performance, for the Turkish
sample. Total cognitive score was not significantly associated with other parenting

variables or the child’s age.
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5.7 Structural Equation Modeling

One of the major interests of this study was to investigate the role of parenting on
children’s cognitive skills. With this aim, Structural Equation Modeling (SEM) was used
in this study. SEM examines a set of complex relationships among variables by including
unobserved variables in the model. SEM also allows the researcher to test the model for
different groups in order to estimate group differences in relations between variables.

In SEM, the term ‘exogenous’ and ‘endogenous’ are used to describe functions of
the variables in the model. While an exogenous variable predicts, but is not predicted by
other variables in the model; an endogenous variable is the dependent variable which is
predicted from at least one other variable in the model (Tabachnick & Fidell, 1996). SEM
represents the relations between variables by a path diagram which is constructed on the
basis of a ‘theory’. However, model building processes used in SEM also allow making
modifications in the initial theoretical model. This procedure consequently helps
explaining the phenomenon better on the basis of the present data.

SEM analyses rely on comparing the population (estimated) covariance matrix and
the sample (observed) covariance matrix. The difference between the two matrices reveals
the adequacy of the path model. In SEM, the difference between estimated and observed
matrices is generally assessed by chi-square statistics. If the chi-square value is non-
significant, this shows that the difference between the two matrices is small thus; there is a
good fit between the model and the data (Tabachnick & Fidell, 1996). To compute

parameter estimates, SEM employs different approaches such as the maximum likelihood
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(ML), generalized least squares (GLS) and ordinary least square (OLS) methods. Among
these methods, maximum likelihood estimation is the most consistent and efficient one
(Tabachnick & Fidell, 1996). However, this method is sensitive to sample size and
normality of the data. As the distribution of data deviates from normality, y? gets larger
and the chance of rejecting the model increases (Tabachnick & Fidell, 1996). Bootstraping
is a method which is useful where normality assumptions are not met, and provides a less
biased estimate compared to the standard ML procedure. It is a resampling technique
which works through generating multiple subsamples of the original sample. The
distribution of these multiple subsamples comprises the bootstrap distribution (Tabachnick
& Fidell, 1996). Due to non-normality of the data in this study, bootstraping was also used
when needed, together with regular ML to test the models.

In addition to chi-square test, the ratio of chi-square to the degrees of freedom
(CMIN/DF) is also frequently used as a measure of model fit. It is assumed that a value of
CMIN/DF lower than 2 shows a good fit. However, this measure is still based on chi-
square statistics and depends on the same assumptions. Therefore, comparative fit index
(CFI) might be a good alternative as a measure of model fit. CFI is helpful when the
sample size is small. A CFI value greater than .90 shows a good fit between the model and
the data (Tabachnick & Fidell, 1996). Another reliable measure of model fit is the root
mean square error of approximation (RMSEA). For this measure, a value less than .05
shows a good fit and a narrow 90% confidence interval suggests that the RMSEA value

has good precision in reflecting model fit.
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In the present study, SEM using AMOS was performed to simultaneously examine
the relationships among parenting practices and children’s cognitive functioning, and to
test the proposed model for Turkish immigrant and German samples separately. Figure 1
shows the path diagram of the initial theoretical model representing hypothesized
relationships among variables. The initial model is composed of 3 exogenous observed

variables and 1 endogenous unobserved (latent) variable.

BODY-RELATED
STRATEGIES VOCABULARY
RESPONSIVITY MEMORY CATEGORIZATION /
COGNITIVE
CORPORAL »\ FUNCTIONING
PUNISHMENT
HOME
LITERACY
ENVIRONMENT

Figure 1. The first model tested for the Turkish immigrant (n = 52) and German samples
(n = 65) for predicting cognitive functioning from parenting predictors.

SEM was performed on data from 117 children with no missing data. Chi-square
values were examined, and no cases were detected as multivariate outliers. As the
proposed model includes a latent variable (cognitive functioning), the measurement model

is also examined here. Measurement models are used when there are multiple indicators of
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the same latent concept. In this study, children’s scores in memory, strategies,
categorization and body-related vocabulary tasks were hypothesized to be reflecting
children’s overall cognitive functioning (see Figure 1). Therefore, SEM analyses has
begun with the measurement model to test whether the hypothesis that a latent variable
‘cognitive functioning’ can be estimated by observed scores of children in different
cognitive tasks is correct. As there are Turkish immigrant and German samples in the
study, nationality was also used as a grouping variable in the model testing.

Together with the predictor variables, SEM also includes an error term for each
endogenous variable which represents any part of that variable which is not measured in
the study. Therefore, in the measurement model, each one of the cognitive scores included
an error term. Besides that, in order to estimate relative weights of observed variables on
the latent concept, it is needed to fix one of the path coefficients to 1. In this study, the
path coefficient from cognitive functioning to body-related vocabulary score was fixed to
1. It was also necessary to equalize the groups in terms of regression weights of different
cognitive scores on overall cognitive functioning because it was assumed that the
performance in cognitive tasks is related to overall cognitive functioning in the same way
for both groups. After these restrictions were done, the regular ML chi-square test of
model fit showed that the model reasonably fitted the data with a x? (7, N =119) =3.92, p
=.07. Alternative fit indices also revealed a well-fitting model; with a CFI of .98, an
RMSEA of .00 (90% CI = .00 - .07). A summary of regression weight estimates and
significance values for the Turkish immigrant and German groups are presented in Table

5.17.
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Table 5.17

Regular ML Estimates of Regression Weights for the Measurement Model for German and Turkish
Immigrant Samples

German (n = 65)

ML
Standardised Unstandardised
Path Estimate Estimate S.E.
Memory «— Cognitive functioning 0.45 1.40%* 0.50
Strategies «— Cognitive functioning 0.80 1.26%* 0.41
Categorization «— Cognitive functioning 0.65 0.97%* 0.32
Body-related vocabulary «— Cognitive functioning 0.55 1.00

Turkish (n = 52)

ML
Standardised Unstandardized
Path Estimate Estimate S.E.
Memory «— Cognitive functioning 0.60 2.11%* 0.76
Strategies «— Cognitive functioning 0.76 1.33%* 0.49
Categorization «— Cognitive functioning 0.69 1.57%%* 0.53
Body-related vocabulary «— Cognitive functioning 0.50 1.00

*p<.05. **p < .0l.
Note. < indicates the influence of one variable on the other.

After the measurement model confirmed the hypotheses that children’s overall
cognitive functioning underlies their scores in different cognitive tasks and the relationship
between observed scores and the latent measure is the same for both groups, the
theoretical model which predicts children’ cognitive functioning by parenting variables
was tested. To begin with a theory-driven approach, only parental responsivity, home
literacy environment and corporal punishment were included in the first model as

predictors of children’s cognitive functioning (see Figure 1).
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Home literacy environment and corporal punishment scores were already obtained
from scales used in the study, but there was no score obtained from the scales which
directly indicates the use of development-fostering parenting practices by mothers. To
create such a variable, positive parenting practices and involvement subscales of Alabama
parenting questionnaire were combined and new variable called ‘responsivity’ was
obtained. This variable displayed a high internal consistency with Cronbach’s alpha of .73,
and was useful as it covered a wide range of parenting behaviors which are known to
facilitate children’s development. When the cultural difference in this new variable was
examined, a marginally significant difference was found between the two cultural groups,
with Turkish mothers displaying lower levels of responsivity #(117) =-1.67, p = .08.

In the model-testing, maternal responsivity and home literacy environment are
hypothesized to contribute positively to children’s cognitive functioning while use of
corporal punishment is expected to negatively correlate with cognitive skills. After
running this model, the regular ML-based chi-square value was first examined to assess
overall fit of the model. The model chi-square was non-significant with 2 (25, N=117) =
31.47, p = .174, indicating a good fit. Other fit indices further revealed a good fit and all
significant parameter estimates were in the expected direction in the first model,
supporting the hypotheses.

Following the model building procedure, the parenting variables that were found to
have significant correlations with overall cognitive performance for anyone of the Turkish
immigrant and German groups were added to the model and tested one by one to see if

addition of any variable resulted in better goodness of fit value. The variable which
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displayed the highest correlation with overall cognitive performance score was added to
the model first, followed by the variables that had the next highest correlation, in order. In
accordance, solitary play was added in the second model. This model resulted in better
goodness of fit value than the first model with 42 (31, N=117) =38.79, p =.158. In the
third model, solitary play was retained and family interaction was added as it was the
variable that had the second highest correlation with overall cognitive performance.
Examination of chi-square value for the third model revealed that addition of family
interaction further improves the goodness of fit to the data with ¥2 (37, N=117) =41.78, p
=.271. In the next steps, tv watching, play with the sibling and time management were
added once at a time and tested as the forth, fifth and sixth models, respectively but no

additional variable resulted in better fit (see Table 5.18).

Table 5.18

Goodness of Fit Indices for the Models

CMIN DF P CMIN/DF CFI RMSEA 90% CI of RMSEA

Model 1 31.48 25 17 1.26 93 .05 .00-.09
Model 2 38.80 31 .16 1.25 93 .04 .00-.08
Model 3 41.78 37 27 1.129 93 .03 .00-.07
Model 4 43.63 37 21 1.179 93 .03 .00-.08
Model 5 47.30 37 A2 1.276 92 .04 .00-.08
Model 6 46.96 37 13 1.269 93 .05 .00-.09

These findings showed that the final model that gave the best fit to the data was the
third model. Figures 2 and 3 give significant standardized estimates of the final model
(i.e., the third model) for German and Turkish immigrant groups, respectively. (Both

significant and non-significant estimates are presented in Appendix K Figure K1 and K2.)
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Figure 2. Significant standardized estimates for the German sample (n = 65).
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Figure 3. Significant standardized estimates for the Turkish sample (n = 52).

#kp < 01

101



Chapter 5: Results

When the regression weights of final model were examined, it was found that all
significant parameter estimates were in the expected direction (see Table 5.19). For the
Turkish immigrant sample, the parenting variables that were found to significantly
contribute to children’s cognitive functioning were maternal responsivity and home
literacy environment. The direction of effect revealed that an increase in maternal
responsivity and home literacy experience leads to higher levels of cognitive functioning
for Turkish immigrant children. On the other hand, total time of solitary play and home
literacy environment was found to be significantly related to German children’s cognitive
functioning. Again, parameter estimates were in expected direction for the German sample
as well. While the effect of home literacy environment on child cognitive outcomes was
positive, solitary play had a negative influence on the cognitive functioning of German
children. Standardized regression weights (see Table 5.19) also indicated that a 1-unit
increase in literacy experience at home led to a 35 % increase in the child’s overall
cognitive performance both for the Turkish and German samples. It was also found that
41% increase in Turkish children’s cognitive functioning was obtained by a 1-unit
increase in maternal responsivity. On the other hand, a 1-unit increase in solitary play

leads to 44 % decrease in German children’s cognitive functioning.
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Table 5.19
Regular ML Estimates of Regression Weights for the Final Model for German and Turkish Immigrant
Samples
German (n = 65)
ML
Standardised Unstandardised
Path Estimate Estimate S.E.
Responsivity «— Cognitive functioning 0.06 0.21 0.35
Literacy environment «— Cognitive functioning 0.35 0.13%%* 0.05
Corporal punishment «— Cognitive functioning -0.03 -0.07 0.29
Solitary play «— Cognitive functioning -0.45 -0.01%* 0.003
Family interaction «— Cognitive functioning 0.20 0.01 0.003
Turkish (n = 52)
ML
Standardised Unstandardized

Estimate Estimate S.E.
Responsivity «— Cognitive functioning 0.41 1.23%%* 0.47
Literacy environment «— Cognitive functioning 0.35 0.13* 0.05
Corporal punishment «— Cognitive functioning 0.11 0.21 0.27
Solitary play «— Cognitive functioning -0.02 0.01 0.003
Family interaction «— Cognitive functioning -0.21 -0.01 0.004

p < .05. *p < 0l.

Note. < indicates the influence of one variable on the other one.

The covariance and correlation matrices of the final model, as presented in Table

5.20, were also examined and these findings revealed that three covariance paths were

statistically significant for the German sample. Total time of solitary play was strongly

linked to home literacy environment, family interaction and use of corporal punishment.

Children who played alone more were found to be less likely to have literacy experiences

at home and to spend time in family interaction and these children were more likely to

receive physical punishment. For the Turkish immigrant sample, no paths were found to

have significant covariance values.
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Table 5.20

Regular ML and Bootstrap ML Estimates for Correlations of the Final Model for Turkish Immigrant and

German Samples

German (n = 65)

ML Bootstrap ML

Standardised Standardised
Path Estimate M S.E. Bias
Responsivity < Literacy environment 0.08 0.89 0.13 0.005
Responsivity < Corporal punishment 0.13 0.12 0.12 -0.009
Literacy environment <> Corporal punishment -0.04 -0.06 0.10 -0.014
Literacy environment < Solitary play -0.25 -0.27* 0.11 -0.016
Corporal punishment < Solitary play 0.32 0.29% 0.12 -0.026
Responsivity < Solitary play -0.01 -0.01 0.11 -0.002
Solitary play < Family interaction -0.36 -0.35%* 0.11 0.008
Literacy environment < Family interaction 0.21 0.21 0.11 0.002
Corporal punishment <> Family interaction -0.20 -0.21 0.09 -0.011
Responsivity < Family interaction 0.06 0.04 0.10 -0.015

Turkish (n = 52)

ML Bootstrap ML

Standardised Standardised
Path Estimate M S.E. Bias
Responsivity < Literacy environment 0.22 0.20 0.14 -0.021
Responsivity < Corporal punishment -0.10 -0.11 0.12 -0.003
Literacy environment < Corporal punishment -0.18 -0.18 0.11 0.002
Literacy environment < Solitary play 0.07 0.05 0.11 -0.015
Corporal punishment < Solitary play 0.00 0.03 0.16 0.031
Responsivity < Solitary play 0.04 0.04 0.11 0.002
Solitary play < Family interaction -0.21 -0.21 0.10 0.002
Literacy environment < Family interaction 0.10 0.10 0.14 0.000
Corporal punishment <> Family interaction 0.09 0.06 0.14 -0.030
Responsivity < Family interaction 0.16 0.14 0.15 -0.019

p <.05. *p <0l

Note. < indicates a two-way interaction between variables.
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Chapter 6

DISCUSSION

6.1 Introduction

Children’s cognitive development is largely influenced by the proximal
environment in which they grow. Children’s interactions with significant others in their
proximal environments such as parents, siblings, peers and especially with mothers as the
primary caretaker appears to be a most significant factor influencing development of
cognitive skills in early childhood. Thus, the present study aimed to investigate how
mother-child interactions indicated in parenting practices and structuring of children’s
daily activities relate to young children’s cognitive skills. Examining the role of culture in
parenting and its effect on the development of cognitive skills was also a major aim of this
study. Revealing how parenting is related to children’s development of cognitive skills in
different cultures might shed light on why children from some cultures seem to be
disadvantaged in terms of development of some early cognitive skills. For this purpose,
children in German families were studied as well as children of Turkish parents living in
Germany.

Mother-rated questionnaires and time-budget inventory filled by mothers were
used to assess parenting variables, and children’s cognitive performance was measured by

a standardized test. Hypotheses of the study were formed on the basis of literature, and the
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proposed relations were analyzed using multivariate statistics. Bivariate correlations were
used to investigate the relations between parenting predictors. The effect of parenting
variables on children’s cognitive performance were examined separately for Turkish and
German samples via structural equation modeling to identify the significant predictors in
the two cultural groups.

As expected, there were differences between the German and Turkish samples in
children’s cognitive performance and parenting variables. For example, Turkish children
displayed lower performance in memory, strategies, categorization and body-related
vocabulary tasks and German mothers reported higher levels of involvement with the child
than their Turkish counterparts. An interesting finding was that while maternal
responsivity was a significant positive predictor of children’s cognitive performance for
the Turkish sample, it was not found to be significantly related to the performance of
German children. This chapter seeks to discuss and interpret these results and other
important findings of the study.

In the present chapter, the results obtained from the various analyses are evaluated
with respect to the hypotheses of the study and findings in the literature. The chapter starts
with discussion of the findings on the association between culture, gender, and cognitive
skills in German and Turkish children. In subsequent sections, the roles of culture and
gender are investigated with respect to parenting predictors. The relations among
parenting variables were also elucidated in order to assist understanding the processes
related to cognitive performance. In the next section, the findings obtained from structural

equation modeling are interpreted to delineate the predictors of cognitive performance in

106



Chapter 6: Discussion

the two cultural groups. Finally, limitations of the present study and implications of its

findings are considered, and suggestions for future research are presented.

6.2 Culture, Gender and Cognitive Skills

As mentioned in Chapter 2, previous studies have revealed significant differences
in cognitive performance of majority and Turkish immigrant children living in Europe
(Leseman & Boom, 1999). Consistent with these findings, Turkish children in this study,
displayed lower performance than their German counterparts in cognitive tasks that
measure memory, strategies, categorization and body-related vocabulary skills. The
cumulative performance of Turkish immigrant children across these tasks was also lower
than the German children. These findings were consistent with the prediction that there
would be significant differences between cognitive skills of German and Turkish
immigrant children, favoring Germans. This hypothesis was developed because it was
considered that German children may have the advantages of receiving more
development-fostering parenting which is supported by child-centered family functioning
prevalent in the family model of independence (Kagit¢ibasi, 1996), while Turkish
immigrant children seem to be lacking environmental cognitive stimulation which is
evident in less optimal parenting used by Turkish immigrant parents.

In terms of gender, there is no established finding for differences between boys and
girls in cognitive skills such as memory and categorization. However, with regard to

language skills, most of the studies (Bornstein & Haynes, 1998; Morisset, Barnard, &
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Booth) indicate significant gender differences favoring girls. Therefore, based on previous
findings regarding gender differences in cognitive skills, it was posited in this study that
there would be no significant difference between girls and boys in memory, strategies and
categorization task. On the other hand, it was expected that girls’ score on body-related
vocabulary tasks would be higher than boys since these tasks are considered to be
measuring children’s verbal skills. As expected, results showed that performance of boys
and girls differed significantly only in body-related vocabulary tasks among all cognitive
skills. Gender differences on body-related vocabulary tasks found for the total sample
were also replicated for the German and Turkish groups separately.

As this study aimed to investigate children’s overall cognitive performance, but not
their specific cognitive skills, in relation to parenting practices; the relations between
parenting and children’s body-related vocabulary scores were not examined. However, the
findings of the study regarding gender differences in total time of children’s daily
interactions might have implications for explanation of gender differences in verbal skills.
In this study, it was found that boys spent longer time in solitary play than girls during a
day in the total and German samples. It was also found that for the total sample, girls spent
longer time in interaction with the family members during the day than boys. As boys
spent longer time playing alone, it appears that they were less likely to engage in verbal
interactions with others during the day. On the other hand, girls seemed to have the
advantage of receiving more verbal stimulation from the environment since they engaged
in interactions with others more. Therefore, it might be claimed that higher performance of

girls in verbal tasks is related to the fact that they have more verbally stimulating
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socialization experiences. In this sense, the results obtained from the total and German
samples seem to be supporting the socialization explanation for gender differences in

verbal skills (Reese, Haden & Fivush, 1996).

6.3 Culture, Gender and Parenting

Results of this study indicated significant differences between the German and
Turkish mothers on some parenting predictors. All of the differences found were as
hypothesized, although some expected differences did not emerge. As expected, the
German mothers reported spending longer time in dyadic interaction with the child and
being more involved with him/her than the Turkish mothers. These findings are consistent
with previous literature (Kagit¢ibasi, 1996) which explains the parenting pattern of
independent family model as child-centered. In this context, mothers are more involved
with their children and playing with the child is seen as a responsibility of the mothers.
This seems to be the reason why total time of parent-child interaction is longer in the
German sample. As expected, German mothers also provided more literacy experiences to
their children than Turkish mothers. It might be suggested that provision of picture books
and reading to the child during bedtime is part of cultural parenting practice in Germany,
like in many other modernized societies. As the results of this study revealed, this holds
true even for low-educated German mothers. However, reading to the child and buying
newspapers regularly, which are in essence important means for providing literacy

experiences at home, are very rarely seen in low-SES Turkish contexts.
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On the other hand, Turkish mothers reported using higher levels of corporal
punishment, inconsistent discipline and other disciplining strategies. These findings are
congruent with previous reports (Kagit¢cibasi, 1996) that mothers in the traditional Turkish
setting are highly punitive as part of a power-assertive parental orientation in this context.
In addition to this, as hypothesized, both cultural groups displayed high levels of positive
parenting and there were no significant difference between the two cultural groups in use
of positive parenting practices such as praising and hugging the child when he/she did
something good. These findings are also consistent with previous literature (Kagit¢cibasi,
1970) describing the traditional Turkish parenting as warm-restrictive where children
receive affection and acceptance, although they are raised to be obedient. As items in
positive parenting subscale mostly tap the warmth aspect of parenting, Turkish mothers’
report of high levels of positive parenting was expected. Similarly, in the German context
which represents the family model of independence, use of positive parenting practices
such as praise and providing affection is considered to be an important and necessary
aspect of parenting in early childhood (Kagit¢ibasi, 1996). Thus, as predicted, German
mothers were also found to be high on use of positive parenting practices.

With regard to structuring of children’s daily experiences, the differences found
were again in expected directions. Turkish children spent longer time in interaction with
the siblings during the day than German children. This finding is partly due to higher
number of children in Turkish immigrant families. However, the difference between
Turkish and German children in total time of sibling play may also stem from different

values of the two cultural groups about who the child should play with. In modernized,
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individualist sociocultural contexts, parents may become playmates to the children but in
traditional societies, children are mostly expected to play with their siblings or with their
peers (Mistry, 1993; Rogoff & Mosier, 1993; Serpell, 1993). This might be the reason why
Turkish immigrant children spend longer time in interaction with the siblings than German
children. Low levels of parent-child dyadic interaction found in the Turkish immigrant
group can also be explained by this cultural difference in values regarding child play.

As the number of children in Turkish immigrant families are found to be higher
than the German sample, solitary play time was also expected to be lower for Turkish
immigrant children. However, no significant difference was found between the two
cultural groups in total time of solitary play. This finding reveals that children in both
cultural groups spend some time of their day playing alone, and having more siblings
around to interact with does not determine how long the child engages in solitary play
during the day.

Consistent with the hypotheses proposed on the basis of observations in Germany,
Turkish immigrant children were found to be watching tv during the day almost two times
more than German children. Turkish mothers also reported lower levels of control on
children’s schedule of daily activities such as eating and sleeping. These findings together
might be a confirmation of studies (Delagado-Gaiton & Trueba, 1991; Khounani, 2000)
which describe parenting patterns in traditional and interdependent sociocultural contexts
as permissive in early childhood.

Overall, these findings indicate that German and Turkish mothers display different

patterns of child-rearing practices. Consistent with child-centered family functioning
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prominent in the family model of independence (Kagit¢ibasi, 1996), German mothers
seem to be using parenting practices which are known to be fostering children’s
development more than Turkish mothers. This is especially evidenced in higher levels of
involvement, parent-child dyadic interaction and literacy experience provided to the child
in German families. On the other hand, as a result of a parent-centered orientation in the
family model of interdependence (Kagitcibasi, 1996), there seems to be no conscious
effort to promote children’s cognitive development in Turkish immigrant families such as
reading to the child or playing with him/her. In addition to this, higher levels of corporal
punishment and other non-inductive punishment practices displayed by the Turkish
immigrant mothers seem to be another disadvantage of children.

Although no hypotheses were made with respect to gender differences, child
gender was related to structuring of children’s daily activities in the German and Turkish
samples. While German boys engaged in solitary play significantly more, German girls
were found to be spending longer time in family interaction. These differences between
boys and girls may stem from gender-role socialization which seems to exist in both
individualist and collectivist societies. In general, girls are expected to be more sociable
than boys. Therefore, German girls might be socialized to spend more time in interaction
with family members while boys are allowed to spend more time by playing alone in
German families.

Similarly, significant gender differences were also found for the Turkish immigrant
sample in structuring of daily activities. For instance, Turkish mothers were found to be

engaging in dyadic interaction with their boys more than their girls. Turkish mothers also
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read to their boys for a longer period than girls. As parent-child dyadic interaction and
reading to the child were found to be positive predictors of children’s cognitive skills
(NICHD, 1999; Tamis-LeMonda et al., 2001; Whitehurst et al., 1994), it appears that
Turkish boys receive more optimal parenting than girls. It may also be argued that this
parental orientation favoring boys might be related to the high value put on boys in
traditional Turkish family (Kagit¢ibasi, 1996). However, one needs to be cautious in
making these claims, since predictors of children’s cognitive skills were not examined for

the boys and girls separately in this study, because of small sample size for each sex

group.

6.4 Associations between Parenting Predictors

Previous studies (Lawson, 2004; Skinner, Sandy, & Snyder, 2005) have shown that
positive and negative aspects of parenting can be differentiated from each other.
Consistent with these findings, the results obtained from the total sample revealed that
mothers who reported higher levels of involvement with the child also displayed higher
levels of positive parenting and time management, and provided more literacy experience
to their child at home. Furthermore, it was found that positive and negative parenting
practices were inversely related. For example, mothers who reported using higher levels of
involvement showed lower levels of inconsistent discipline. These findings show that
there are different indicators of positive and negative aspects of parenting, and these

indicators tend to occur together within themselves.
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The relations between parenting practices and structuring of daily activities formed
an important focus in this study. It was predicted that mother’s reports regarding her use of
specific parenting practices such as involvement or time management would be reflected
in daily activities of the child. As expected, for the total sample, the mothers who reported
that they were more highly involved with the child and his/her activities were found to be
reading to their child more. Similarly, for the total sample, children of mothers who
reported high levels of time management were found to have lower total time score for
daily tv watching. These findings showed that parenting practices scale and time budget
inventory which were used in this study revealed consistent results.

Although no different hypotheses were made regarding the patterns of
relationships between parenting variables for each group, it was notable for the German
sample that total time of solitary play was positively related to total time of tv watching
and to use of corporal punishment but negatively related to literacy experiences provided
to the child at home. These findings imply that playing alone might be an indicator for the

prevalence of negative parenting practices in the German families.

6.5 Predicting Cognitive Performance from Parenting Predictors

This section discusses the findings for the relations between parenting predictors

and children’s cognitive performance. In this study, the predicted relations between

parenting practices and children’s cognitive skills were tested by structural equation

modeling for the German and Turkish immigrant groups separately.
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Results of the structural equation modeling analysis were consistent with previous
findings about the influence of parenting on children’s cognitive development (Estrada et
al., 1987; Landry & Smith, 2001; Tamis-LeMonda et al., 1996). When predictors of
children’s cognitive functioning were examined for the groups separately; two regression
paths, namely, the maternal responsivity and home literacy environment were identified to
be significant for the Turkish immigrant sample. High levels of responsivity and exposure
to literacy experiences at home positively predicted children’s cognitive functioning These
findings provide support for previous arguments that responsive parenting (Bornstein &
Tamis-LeMonda, 1989; Estrada, William, Roberts, & Holloway, 1987; Landry & Smith,
2001) and a cognitively stimulating home environment (Sénéchal & Le Fevre, 2002;
Whitehurst et al., 1994) are important predictors of children’s cognitive performance. In
this study, measurement of maternal responsivity was achieved through combining
involvement and positive parenting subscales. Hence, maternal responsivity scores reflect
mothers’ involvement with the child’s school matters or willingness to play with the child,
as well as use of positive parenting practices such as providing acceptance, affection and
praise. On the other hand, level of cognitive stimulation provided to the child at home was
measured by prevalence of literacy experiences such as reading to the child before school
started.

However, for the German sample, the path from maternal responsivity to children’s
cognitive functioning was non-significant. The failure to find a significant relationship
between responsivity and cognitive functioning in the German group might be in part due

to smaller variance in these variables. Most of the German mothers reported that they
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displayed high levels of involvement and positive parenting practices which together
created the responsivity measure in this study. Even the lowest-educated mothers in the
German sample were found to be highly involved with their children’s school activities,
willing to play and interact with the child, and provide praise, acceptance and
encouragement to the child. In relation to that it might be claimed that maternal
responsivity did not have discriminatory power for the German sample as it had for the
Turkish sample. It seems that maternal responsivity is highly valued and widely displayed
in Germany, at least among the parents of young children. Therefore, it might be claimed
that responsive parenting, by itself, is not enough to predict cognitive performance of
German children. Other aspects of parenting, such as provision of literacy experiences to
the child, appear to be a more important factor determining cognitive skills of German
children.

On the other hand, unexpectedly, the path from total time of solitary play to
cognitive functioning was identified to be significant for the German group. Although no
such hypothesis were made in the beginning, this finding is understandable because
increase in solitary play might indicate lack of verbal stimulation received from the
environment. In this sense, the negative relationship between solitary play and children’s
cognitive functioning seem to be supporting previous studies which underline the
importance of verbal stimulation for development of cognitive skills in early childhood

(Hoff, 2003; Laosa, 1982, 1984; Martini & Mistry, 1993; Slobin, 1972)
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6.6 Methodological Considerations

A strength of the present study was the use of behavioral assessment as the
measure of children’s cognitive skills. In this study, children were given various tasks to
assess their performance in four different cognitive domains, namely, memory, strategies,
categorization and body-related vocabulary, and they received objective scores in these
domains according to their actual performance in the test.

On the other hand, relying solely on children’s test performance for assessment of
cognitive skills might also bring some disadvantages. It might be suggested that it is
anxiety provoking for young children to be tested by a newly introduced adult. For
children who are temperamentally shy, testing situation might be even more problematic.
However, in this study, all precautions were taken to apply the test as a natural play
situation and to make the child feel comfortable. All children were given a warm-up
period with the researcher before the test started.

In fact, comparing cognitive performance of German and Turkish immigrant
children may have some inherent problems as the language acquisition environment and
consequent language skills of these two cultural groups are definitely different from each
other. As several studies indicated (Berk & Garvin; 1894; Kohlberg, Yaeger & Hjertholm,
1968 as cited in Bjorklund, 1995; Frauenglass & Diaz, 1985), it seems that children’s
language skills play an influential role in their cognitive task performance because of
comprehension issue. For example, Kohlberg et al. (1968) report that children use their

inner speech to guide their performance in problem-solving tasks and this tendency
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increases over the preschool years, peaking between the ages of 6 and 7. In line with these
findings, how bilingualism is related to children’s performance in various cognitive tasks
has been extensively investigated in the literature. While some of these studies attribute an
advantage to bilingual children especially in non-verbal tasks such as creativity or
geometric design (Darcy, 1946 as cited in Bialystok, 2001; Feldman & Shen; 1979;
Ricciaredelli; 1992), some others claim that bilingualism (Magiste, 1979) negatively
affects cognitive performance especially in tasks such as free recall, recognition, object or
word naming. In this respect, comparing cognitive skills of German and Turkish
immigrant children without taking into account the relations between language skills and
cognitive performance is open to criticism. Investigating the ways through which
bilingualism has an effect on the cognitive performance of Turkish immigrant children
seems to be an important question for future research.

The use of maternal report for the assessment of parenting behaviors is another
issue that should be discussed with respect to the selection of instruments in the study.
Mothers’ responses to the items of the scale may be biased or may be in culturally
systematic ways. Observing mother-child relationships in a natural environment may
provide more objective data. However, observation data are not also free from biases
(Anastasi & Urbina, 1997). The knowledge that one is being observed may also influence
the behaviors. Mothers who are aware that they are observed may behave in a more
socially-desirable manner. Therefore, pros and cons of using observational or maternal-
report data should be considered before determining the measures. The most important

advantage of mother-report data over observation is its ability to measure wider range of
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parenting behaviors that are difficult to observe in daily life (Anastasi & Urbina, 1997).
For example, mothers’ inconsistent discipline practices could solely be measured via
parent-reports which seem to be very unlikely to be tapped by an observational method,
especially when the observation is short or not extensive enough. Thus, use of mother
report is defensible in this study.

A final but important point to mention about the methodology is that this study
presented cross-sectional data which provide information on the relations between
parenting and cognitive skills at one point in time. This makes it impossible to make
causal inferences from the findings of the present study. Only longitudinal studies inform
us about patterns of change and enable us to draw conclusions about cause and effect. In
this respect, children will be tested again within next year as part of the larger project from
which research questions of the present study were driven. This longitudinal design is
especially necessary for understanding the development of Turkish immigrant children in
Germany. Only longitudinal research can reveal how levels of exposure to German and

Turkish language affect the development of Turkish immigrant children’s cognitive skills.

6.7 Conclusion

Although migration of Turks traces back to 1950s and approximately 2 million

Turkish citizens live in Germany today, to my knowledge, there is no research study

conducted to understand the factors leading to low school performance for Turkish

immigrant children. In this respect, the implications of this study are of special importance
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for any attempt that aims to improve the situation of the Turkish immigrant population
living in Germany.

This study investigated comparatively the role of parenting in young children’s
cognitive skills in Turkish immigrant and German samples. In general, the results revealed
that there are significant differences between German and Turkish immigrant groups both
in children’s cognitive skills and parenting practices which altogether underline the
disadvantaged position of the latter group. One of the most critical findings of the study
appears to be that the differences between German and Turkish immigrant children in
cognitive skills are seen before the school starts. This means that Turkish immigrant
children lag behind children of the host society even between 3 and 5 years of age.
Therefore, it can be concluded that interventions that aim to help Turkish immigrant
children in terms of cognitive or academic performance should begin at very early ages.

The most important implication of this study is for possible interventions. In this
study, consistent with previous research, some parenting variables were found to be
largely and positively related to children’s cognitive performance. Among these parenting
predictors, provision of a stimulating home environment in terms of literacy appears to be
an essential one both for Turkish immigrant and German children. Unfortunately, the
findings also revealed that literate experiences given to the children in Turkish immigrant
families are insufficient. Turkish immigrant parents are found to be very low in reading to
the child, providing picture-books for the child or reading newspaper regularly themselves.
However, as several authors (Martini & Mistry, 1995, 1996; Rogoff, 2003) argued

children’s school achievement can be predicted by some specific abilities acquired in early
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childhood such as being familiar with reading materials, or having just a sense of how a
text should sound. In this respect, lack of a cognitively stimulating home environment in
terms of literacy in Turkish immigrant families seems to be the most significant
disadvantage of these children. Similarly, findings of this study also attributed an
influential role to maternal responsivity for the Turkish immigrant group. Little increases
in mother’s involvement with the child or use of positive parenting strategies lead to
improvements in cognitive performance of Turkish immigrant children. These findings
imply that overcoming the disadvantaged position of Turkish immigrant children is
possible. It appears that with some boost to mothers making them more responsive and
cognitively stimulating, better child outcomes can be obtained in Turkish immigrant
groups.

There is a large-scale study conducted in Turkey to improve parenting abilities of
low-SES mothers with a traditional background (Kagit¢ibasi, 1996; Kagitcibasi, Sunar, &
Bekman, 2001; Kagit¢ibasi, Sunar, Bekman, Cemalcilar, & Baydar, 2006). This study can
be reviewed as an intervention model for Turkish immigrant families. In this program,
mothers’ involvement with the child, responsivity and provision of academic support to
their children were improved by increasing their awareness about children’s
developmental needs and significant positive child outcomes were obtained in social,
cognitive and academic terms even after twenty-two years (Kagitcibasi et al., 2006).
Children of those mothers who were trained displayed higher school attainment
(Kagiteibag et al., 2001). These children performed better in intelligence tests and

cognitive tasks which cover early cognitive skills such as classification, block design, and
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picture arrangement (Kagit¢cibasi, 1996). These children also gained in terms of language
development and had higher scores in vocabulary tests (Kagit¢ibasi, 1996). Mother-Child
Education Foundation applied this program also to Turkish immigrants in some European
countries such as Netherlands (1997), Belgium (1997), France (2000) and Switzerland
(2006) as well as Germany (2000). Although context of socialization, language
environment and school systems of Turkish immigrant groups are different than those in
Turkey, such programs that have been proven to be successful may still be used as a base
in establishing intervention programs that target Turkish immigrant populations.

To sum up, this study has important implications regarding where the
disadvantages of Turkish immigrant children come from and what might be done to
overcome these disadvantages. However, as this study aimed to investigate the relations
between parenting and children’s cognitive skills only, it cannot shed light onto all the
factors that influence functioning of Turkish immigrant children in the German society.
There are many other aspects of children’s development (e.g., language, social, emotional)
and the factors that affect them are left to be studied for further research. Among these
topics, immigrant children’s language development appears to be a very critical one. It is
also known that children’s social skills are closely related to their academic performance
(Patterson, Reid, & Dishion, 1992). Studies consistently found significant associations
between school drop-out and social adjustment problems (Hinshaw, 1992; Leventhal,
Fauth, & Brooks-Gunn, 2005). Hence, all these issues should be investigated to see the big

picture. The findings of this study together with others that will be conducted in the future
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can contribute to the promotion of higher achievement among Turkish immigrant children

and to creation of a more harmonious society in Germany.
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APPENDICES
Appendix A
Copy of Background Information From

[lk olarak size kendiniz ve cocugunuzla birlikte yasayan diger kisiler hakkinda sorular sormak istiyorum. Bu bizim arastirmamiza katilan anneler

hakkinda genel bilgiler edinmemizi saglayacaktir.

1. Medeni halinizi nasil tanimlarsiniz?

la. Medeni hali

1b. Su anda esiniz var mi1 ve varsa ¢ocugunuzun babasi o mu?

(1) Evli (1) Evet, ¢cocugun babasi

(2) Evli/ ayn yagtyor (2)Evet, cocugun babasi degil

(3) Bekar (3) Hayir, esim yok

(4) Bosanmig (4) Cocugun babasi ayn1 evde kalmiyor, fakat ¢ocukla ilgileniyor.
(5) Dul

Notlar:

2. Annenin dogum yeri (Esinin ve kendisinin Almanya’ya gelis tarihleri).

Anne

Esi

2a. Hangi iilkede dogdunuz?
(0) Almanya (1) Tiirkiye/ (2) baska

2b. Esiniz hangi iilkede dogdu?
(0) Almanya/ (1) Tiirkiye/ (2) bagka

Annenin ebeveynleri

Esin ebeveynleri

3a. Anne babaniz hangi iilkede dogdu?
(0) Almanya (1) Tiirkiye (2) baska

3b. Esinizin anne babas1 hangi iilkede dogdu?
(0) Almanya (1) Tiirkiye (2) baska

3c. Almanyada dogmadiysalar: Almanyaya goctiiler mi?
(2)n/a (1) evet (0) hayir

3d. Almanyada dogmadiysalar: Almanyaya goctiiler mi?
(2) n/a (1) evet (0) hayir

3e. Eger Almanya’da yasadiysalar: Buraya kac yasinda geldiler?
(0)n/a

3f. Eger Almanya’da yasadiysalar. Buraya kag¢ yasinda geldiler?
(0) n/a
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3g. Bugiin anne babaniz hangi iilkede yasiyor? 3h. Bugiin esinizin anne babasi hangi iilkede yasiyor?
(0) Almanya/ (1) Tiirkiye/ (2) baska) (0) Almanya/ (1) Tiirkiye/ (2) baska)

4a. Hangi iilkede okula gittiniz? 4b. Esiniz hangi iilkede okula gitti?

Almanya’daki okul yillari: Almanya’daki okul yillari:

Tiirkiye’deki okul yillari: Tiirkiye’deki okul yillari:

Birden fazla gidis-doniis olduysa not ediniz:

4c. Meslek Egitimi: Okulu bitirdikten sonra ne yaptiniz? (Liitfen detaylari, mesleki kariyeriniz anlasilabilecek sekilde ekleyiniz).

(1) Meslek dgretimi gerekmeyen iste ¢alistt/ Meslek 6gretimini yarida birakti

(2) Bitirilen meslek 6gretimi

(3) Azubi

(4) Meslek yiiksek okulu/ Yiiksek okul:
Alan:

(5) Universite 6grencisi:
Alan:

(6) Hic calismamis/ Egitim almamis: Neden?

(7) Diger:
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4d. Esinizin en son mezun oldugu okul:

(1) yok (Toplam kag sene okula gitti:_ i ) (2) HS/10a  (3) Sekundar/Real/Mittelschulabschluss/10b
(4)Fachhochschulreife  (5) Abi (6) 11k Okul (7) Orta Okul (8) Lise

4e. Esinizin meslek egitimi: Esiniz okulu bitirdikten sonra ne yapt1? (Liitfen detaylari, mesleki kariyerini anlagilabilecek sekilde ekleyiniz).

(1) Meslek 6gretimi gerekmeyen iste calistt/ Meslek 6gretimini yarida birakti:

(2) Bitirilen 6gretim:

(3) Azubi

(4) Meslek yiiksek okulu/ Yiiksek okul:
Alan:

(5) Universite 6grencisi:

Alan:

(6) Hig calismamis/ Egitim almamais:
Neden?

(7) Diger:
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5a. <Cocugun ismi>’ya hamileliginiz sirasinda ¢alistiniz m1?

(1) EVET (0) HAYIR

» EVET ISE: Haftada kag saat: Calismay1 ne zaman biraktiniz? Dogumdan hafta once.
5b .Cocugunuzun dogumundan sonra tekrar ¢alismaya basladiniz m1?

(1) EVET

(0) HAYIR

» EVET ISE:Haftada kac saat: Calismaya ne zaman basladiniz? Dogumdan ay sonra.

6a. Kendi anne-babanizin en son mezun oldugu okul hangisi?

Annenin annesi: : (1) yok (2) HS/10a (3) Sekundar/Real/Mittelschulabschluss/10b  (4)Fachhochschulreife  (5) Abi
(6)FH (7)Uniabschluss (8) 11k Okul (9) Orta Okul (10) Lise

Annenin babast: : (1) yok (2) HS/10a (3) Sekundar/Real/Mittelschulabschluss/10b  (4)Fachhochschulreife  (5) Abi
(6)FH (7)Uniabschluss (8) 11k Okul (9) Orta Okul (10) Lise

6b. Kayinvalideniz ve kaymbabanizin en son mezun oldugu okul hangisi ?

Babanin annesi: (1) yok (2) HS/10a (3) Sekundar/Real/Mittelschulabschluss/10b  (4)Fachhochschulreife  (5) Abi
(6)FH (7)Uniabschluss (8) Ik Okul (9) Orta Okul (10) Lise

Babanin babast: (1) yok (2) HS/10a (3) Sekundar/Real/Mittelschulabschluss/10b  (4)Fachhochschulreife  (5) Abi
(6)FH (7)Uniabschluss (8) 11k Okul (9) Orta Okul (10) Lise
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7. Simdi de su aralar sizinle ve ¢ocugunuzla birlikte, uzun veya kisa siireli olarak yasayan kisiler hakkinda bilgi almak istiyorum. Evinizde baska
kimler kaliyor? (6rnegin; es, arkadas, anne-baba ya da baska yetiskinler, cocuklar). Liitfen onlar1 siralayip, asagida ki bilgileri verin. (liitfen
kendinizi de sayin)

Cinsiyet | Yas Meslek Calistyor mu? | Haftalik
Anneyle olan | (K/E) (gerekirse tammlayn) evet/hayir calisma
yakinlhig saati
Anne (VP) K
Cocugun E
babast
Kardesler Dogum tarihi
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8. Evinizde kag kisi oturuyor ? Bunlardan ¢ocuk olanlarin sayisi

9. Siz veya evde yasayan herhangi biri, baska yerde yasayan aile iiyelerine para yardiminda bulunuyor musunuz?
(1) Evet (O)Hay1r

10. Simdiye kadar anne ve ¢ocuk icin yapilan herhangi bir etkinlige katildiginiz oldu mu? (mesela, Anne-¢cocuk gruplari gibi)
(1) Evet (0) Hayir

EVET ISE: hangilerine:
(1) Spor (2) Yiizme (3) bagka spor dallar1  (4) Miizik okulu (5) Krabbelgruppe / Pekip (6) baska

11a. Cocugunuz ana okuluna baglamadan 6nce onunla sizden bagka diizenli olarak ilgilenen ona bakan biri var miydi?
(1) Evet (0) Hayir

Bunlar hangi kurumlar ya da kisilerdi? (gerekirse birden fazla cevap verilebilir)

11b. Cocuk bakimi 11c. Haftada kag saat 11d. Baska ¢ocuklarda
bulunmakta mi1?
1 |Kres (1) EVET  (0) HAYIR
2 | Tagesmutter/kendi evinde ¢ocuklara bakan (I) EVET  (0) HAYIR
bakici
3 | Cocuk bakicisi (I) EVET  (0) HAYIR
4 | Komsular/Arkadaglar (I) EVET (0) HAYIR
5 |Babasi (1) EVET (0) HAYIR
6 | Akrabalar (Kim?) (1) EVET  (0) HAYIR
7 | Cocugu da gétiirliyorum/evde calisiyorum (1) EVET  (0) HAYIR
8 |Baska: (I) EVET  (0) HAYIR
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12. Evinizde kag oda var? Eviniz ka¢ metre kare?

13. Cocuklariiz nerede yatar?

(1) Anne-babanin yatak odasinda (2) Birlikte bir cocuk odasinda (3) Cocuk odasinda yalniz
(4) Bazen anne-babanin odasinda, bazen ¢ocuk odasinda
14. Hangi dine mensupsunuz? 14b. Esiniz hangi dine mensup?
(0) Dini yok (0) Dini yok
(1) Protestan (1) Protestan
(2) Katolik (2) Katolik
(3) Siinni (3) Sunni
4) Alevi 4) Alevi
(5) Sit (5) Sit
(6) Baska (6) Baska

15. Cocugunuzun cami gibi bir dini kurumun {iiyesi olarak biiyiimesi sizin i¢in ne kadar 6nemli?

(3) Cok 6nemli

(2) Olduk¢a 6nemli

(1) Biraz 6nemli

(0) Hic 6nemli degil

16. Cocugunuzun egitiminde dua, namaz gibi giinliik dini kurallar sizin i¢in ne kadar 6nemli?

(3) Cok 6nemli

(2) Oldukg¢a 6nemli

(1) Biraz onemli

(0) Hic 6nemli degil
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17. Ailenizde agirlikla hangi dil konusulur?

(1) Almanca

(2) Tiirkce

(3) Almanca ve Tiirkce

(4) Almanca ve bagka bir dil

18. Ailenizde birisinin kiitiiphane iiyelik karti var mi? (1) Evet (O)Hay1r
Varsa ortalama olarak kac defa kullaniliyor?

(0)n/a (1) Ayda bir defa veya daha az (2) Ayda bir defadan fazla (3) Haftada bir kag¢ defa

19. Ailenizde diizenli bir sekilde giinlitk gazete okunur mu?

(1) Evet (0) Hayir

Okunuyorsa, hangisi?

20. Haftada kag defa bir kitap yada gazete okursunuz?

(0)n/a (1) Haftada bir defa yada daha ender (2) Haftada bir kag¢ defa (3) Her giin
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21.

22.

23.

24.

25.

Siz ya da baska bir kisi cocugunuza kitap okur mu?

(1) Evet (0) Hayir

Kim?

(0) Anne (1) Baba (2) Biiyiikbaba yada Biiylikanne (3) Baskasi
Haftada kag¢ defa?

(0) n/a (1) Haftada bir defa (1) Haftada bir ka¢ defa (2) Her giin

Esiniz haftada kag defa bir kitap yada gazete, dergi okur?

(0) n/a (1)Haftada bir defa yada daha ender ~ (2) Haftada bir kag defa (3) her giin

Cocugunuzun kag kitab1 yada resimli kitab1 var?

(0) n/a (1)10 tane yada daha az (2) 10-30 (3) 30 dan fazla

Siz cocukken yetiskinlerin ¢ocuklarla lego gibi yap1 oyuncaklar1 yada baska sekilde oynamasi veya kitap okumasi yaygin miydi?
Evinizde boyle adetler var miydi1?

(0) Hi¢ yada cok ender (1) bazen (2) daima/cok

Esinizi kendiniz mi sectiniz?

(1) Evet (0O)Hay1r (2) Ailem 6nerdi ve ben kabul ettim
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26. Cocugun babasiyla akraba misiniz? (1) Evet (0) Hayir

Evet ise: Akrabalik iliskinizi nasil tanimlarsiniz?

27 » Almanya’daki ikamet durumunuzu nasil tanimlarsiniz?

(D) ’dan beri (y1l olarak), Alman pasaportu.

(2) Aufenthaltsberechtigung (Alman vatandasligi bagvurusunda bulunma hakki)

(3) Unbefristete Aufenthaltserlaubnis (Alman vatandaslariyla esit haklar, 6r: sosyal yardim)

(4) Befristete Aufenthaltserlaubnis (Aile birlesimi kapsaminda senelik olarak verilir, ancak bes y1l sonra yada Asylverfahren’in ardindan
unbefristete Aufenthaltserlaubnis verilir.)

(5) Aufenthaltsbefugnis (Insani nedenlerden otiirii verilen ikamet hakki, or: siyasi arama, 8 sene sonra Aufenthaltsberechtigung
alinabilir).

(6) Asylbewerber (Dava hala siiriiyorsa)

(7) Duldung (Asylverfahren olumsuz sonu¢lanmissa verilen gecici ikamet etme hakki)

(Davalar1 sonuca ulagmis olan siginma adaylar1 vadeli yada vadesiz (befristet/ unbefristet) olarak oturma izni (Aufenthaltserlaubnis) yada oturma yetkisi
(Aufenthaltsbefugnis) alirlar. Sizin davaniz reddedildi mi, sinir disina ¢itkmak zorunda misiniz ya da miisaade edilecek mi?.)

28. Esiniz cuma namazi i¢in diizenli olarak camiye gidiyor mu?
(1) Evet (0) Haywr
29. Cocugunuz ileride kuran kursuna gitmeli mi?

(1) Evet (0) Haywr (2) heniiz kararlastirilmadi
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30a. Almanya’ya neden geldiniz? 30b. Esiniz Almanya’ya neden geldi?
(0) Gegersiz soru, ¢iinkii burada dogdum (0) Gecersiz soru, ¢iinkii burada dogdum
(1)Anne ve babayla Almanya’ya geldim (1) Anne ve babayla Almanya’ya geldim
(2) Anne ve baba daha 6nceden Almanya’da idi, cocuk (2) Anne ve baba daha 6nceden Almanya’da idi, cocuk
olarak arkadan geldim olarak arkadan geldim
(3) Aile birlesimi (Evlilik) (3) Aile birlesimi (Evlilik
(4) S1iginma (4) S1iginma
(5) Diger sebepler: (5) Diger sebepler:
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Copy of Alabama Parenting Questionnaire

Asagida aile hayatimiz1 igeren bir takim sorular bulacaksiniz. Bunlar1 cevaplandirirken,
sayilan davraniglarin normalde evinizde hangi yogunlukta gecerli oldugunu diisiiniip,
sag tarafta cevabiniza en uygun olan sayiy liitfen isaretleyiniz

Hic (1) Yaklasik hic(2) Bazen (3) Yogun olarak (4) Daima (5)
Hig Yaklasik | Bazen | Yogun | Daima
Hic Olarak
1.Cocugunuzla nazik bir tonda konusursunuz. I 1 2 3 4 5
2.Cocugunuz yaptig1 seyi iyi yaparsa onu dversiniz. PP 1 2 3 4 5
3.Cocugunuzu cezalandiracakmis gibi korkutup sonra ID 1 2 3 4 5
cezalandirmazsiniz.
4.Anaokulunda olan etkinliklerin gerceklesmesine I 1 2 3 4 5
goniillii olarak yardim edersiniz.
5.Cocugunuz soz dinleyip uslu durdugunda onu PP 1 2 3 4 5
oversiniz.
6.Cocugunuzla oyunlar oynar ya da bagka eglenceli I 1 2 3 4 5
aktiviteler yaparsiniz.
7.Cocugunuz yanlis bir sey yaptig1 zaman kendisini ID 1 2 3 4 5
cezalandirmamaniz igin sizi ikna ediyor.
8.Cocugunuza anaokulunda giiniiniin nasil gectigini I 1 2 3 4 5
sorarsiniz.
9.Cocugunuzun soziiniizii dinlemesi icin sizce ID 1 2 3 4 5
harcadiginiz cabaya degmiyor.
10.Cocugunuzla dzel cocuk faaliyetlerine gidiyorsunuz.. | I 1 2 3 4 5
11.Cocugunuz bir seyi iyi yaptiginda ona sarilir ve PP 1 2 3 4 5
opersiniz.
12.Cocugunuzla arkadaslar1 hakkinda konusursunuz. I 1 2 3 4 5
13.Cocugunuza verdiginiz cezay1 erken bitirirsiniz ID 1 2 3 4 5
(soylediginizden daha erken bir zamanda kisitlamalar1
kaldirmak gibi).
14.Aile faaliyetlerini planlamada ¢ocugunuz size yardim | I 1 2 3 4 5
eder.
15.Bazen ¢cocugunuzun nerede ne yapiyor oldugunu PM 1 2 3 4 5
unutacak kadar mesgulsiiniiz.
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Hig Yaklasik | Bazen | Yogun | Daima
Hic Olarak

16.Cocugunuz yanlis bir sey yaptiginda onu PM 1 2 3 4 5
cezalandirmazsiniz.
17.Cocugunuza size yardim etmesinden hoslandiginizi PP 1 2 3 4 5
sOylersiniz.
18.Cocugunuza verdiginiz ceza, o anki ruh durumunuza | ID 1 2 3 4 5
baghdir.
19.Cocugunuz sik sik bir yetiskinin kontrolii olmadan PM 1 2 3 4 5
evde yalniz kalir.
20.Cocugunuz yanlis bir sey yaptiginda ona samar CP 1 2 3 4 5
atarsiniz.
21.Cocugunuz kotii bir sey yaptiginda, onu yok ODP 1 2 3 4 5
sayarsiniz (gormezden gelirsiniz).
22.Cocugunuz yanlis bir sey yaptiginda ona hafif bir sille = CP 1 2 3 4 5
atarsiniz
23.Ceza olarak ¢ocugunuza sevdigi seyleri yapmasini ODP 1 2 3 4 5
yasaklarsiniz (Televizyon seyretme gibi).
24.Ceza olarak cocugunuzu odasina gonderirsiniz. ODP 1 2 3 4 5
25.Cocugunuz kotii bir sey yaptiginda ona iyice bir CP 1 2 3 4 5
dayak atarsiniz.
26.Cocugunuz kotii bir sey yaptiginda ona bagirirsiniz. ODP 1 2 3 4 5
27.Cocugunuz yanlis bir sey yaptiginda ona sakince bu ODP 1 2 3 4 5
davranigin neden yanlis oldugunu agiklarsiniz.
28.Cocugunuzla kavga ederseniz kendisini sinirleri ODP 1 2 3 4 5
yatisana kadar odanin digina gonderirsiniz..
29.Ceza olarak cocugunuza fazladan/ ekstra gorevler ODP 1 2 3 4 5
verirsiniz.
30.Cocugunuzun uyku saatleri belli ve sabit midir? ™ 1 2 3 4 5
31.Cocugunuzun televizyon seyredebilecegi saatler ™ 1 2 3 4 5
oncede belirlidir.
32.Ailenizde yemekler belli saatlerde yenilir. ™ 1 2 3 4 5

Note. I refers to Involvement; PP refers to Positive Paranting; ID refers to Inconsistent Discipline; CP refers ro Corporal Punishment;

ODP refers to Other Discipline Practices; TM refers to Time Management; PM refers to Poor Monitoring/Supervision.
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Reliability Coefficients for the Subscales of Alabama Parenting Questionnaire for German
and Turkish samples.

Total (N=117) German (n = 65) Turkish (n =52)

o o o

Parenting Practices
Involvement .56 .59 52
Positive Parenting .63 .62 .67
Inconsistent Discipline .64 .60 .61
Corporal Punishment .58 .62 .50
Other Discipline Practices 48 46 51
Time Management .54 .55 .54
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Haftanmin hangi giinii: (liitfen belirtiniz)

Pazartesi

Copy of Time Budget Inventory

Sah

Appendix D

Carsamba Persembe Cuma

Cumartesi / Pazar

Zaman

6.00

Cocukla birlikte baska kimler vardi? Liitfen

Cocuk ne Baslangic | Bitis isaretleyin Baska ﬁ
yapiyordu? @ J\S & yelir. . ' O
Cekirdek AKkrabalar Diger Kisiler Ana (Liitfen
Alle DKB: Diger kadin okulunda e Yolda pelirdn Tyeille(:l‘;llzl;’gr]l), ;l;lio
. KA:Kadin biiyiikler 9
b m A: Anne Akraba DEB: Diger Erkek miyds?
- B: Baba EA:Erkek Akraba | biiyiikler
w K: Kardes | KU: Kuzenler DA: Diger
Arkadaslar
A B K KA EA KU | DKB DEB DA
i i' i % ﬁ‘ ﬁ‘ % i i Evet | Hayir
* i i*j % f[‘ ﬁ‘& % i iﬁ Evet | Hayir
i i i*] % ﬁ‘ ﬁ & % i i Evet | Hayir

154




Appendix E

Appendix E
Copy of Instructions for Time Budget Inventory
Sevgili ebeveyn,

Cocuklarn biitiin giin ne ile ugrastiklarin1 daha iyi anlayabilmemiz i¢in, sizden hafta i¢i ve
hafta sonu (Cumartesi veya Pazar) birer giin olmak iizere iki ayn giinde asagida ayrintilar
verilen giinliigii doldurmanizi rica ederiz.

Bosluk birakilmamasi i¢in yapilmasi gerekenler:

Bizim i¢in 6nemli olan, cocugun 24 saat icinde neler yaptigini eksiksiz 6grenebilmektir.
Bu sebeple, sizden bir gece yarisindan diger gece yarisina kadar gecen 24 saat igcinde
cocugun nelerle ugrastigini hi¢ bosluk birakmadan rapor etmenizi istemekteyiz.

Giinliikte bosluk kalmamasi konusunda size yardimci olmasi agisindan dikkat etmenizi
istedigimiz noktalar sunlardir:

1) Eger cocugunuz sizinle birlikte evde ise ve ¢cocugun ne yaptigini ayrintilariyla
biliyorsaniz; bu durumda ¢ocugun ugrastigi aktivitenin ne oldugunu, bu aktivitenin ne
zaman baslay1p bittigini, bu esnada ¢ocukla birlikte bagka kimlerin oldugunu tam olarak
belirtin ve formdaki “evde” semboliinii isaretleyin. Her aktivite degisiminde, yine tam
zamani bildirerek yeni aktiviteyi ayrintilariyla belirtmeye liitfen 6zen gosterin.

2) Cocugunuzun siz yaninda yokken anaokulunda gecirdigi siire i¢in, liitfen tam zamani
yazin ve yeri “ana okulu” olarak isaretleyin.

3) Eger belli bir siire i¢inde ¢ocugunuz bir yerden baska bir yere gidiyorsa, liitfen bu olay1
da tam zamanini belirterek yazin. Ornegin, cocugunuz sizinle beraber arabanizla cocuk
doktoruna gidiyorsa, bu aktivite “arabada oturuyor”; sizinle beraber cocuk parkina
yiirliyorsa, bu aktivite “yolda yiiriiyor” olarak yazilmali ve “yolda” anlamina gelen sembol
isaretlenmelidir.

4) Eger belli bir sure i¢inde ¢ocugun ne yaptigini tam olarak bilmiyorsaniz, bunu
bilmediginizi de belirtmelisiniz. Ornegin ¢ocugunuzun sizden uzakta oldugu siireler icin
giinliige, “odasinda yalmz ugrasiyordu”, “baska ¢ocuklarla evin 6niinde oynuyordu” gibi
cocugun ne yaptigini tam olarak bilmediginizi belirten ciimleler yazabilirsiniz.

Haftanin hangi giinii:
Sizden hafta ici bir giin (Pazartesi-Cuma aras1) ve hafta sonu bir giin (Cumartesi, Pazar)
olmak tizere iki ayn giinde giinliigii doldurmaniz istenmektedir. Liitfen giinii, size verilen

giinliik formunun {iistiinde yer alan, haftanin giinlerinin sirali oldugu boliimde dogru giinii
isaretleyerek belirtiniz.
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Giinliigii doldurma ile ilgili karsilastiginiz herhangi bir soru yada sorunda bizi aramaktan
liitfen cekinmeyiniz: 0234 — 32 28672 (6gleden dnce) yada 0234 — 32 22666.

Eger bagka bir anlasma yapilmadiysa giinliigii bize, gonderdigimiz zarfin icinde geri

yollayabilirsiniz. Liitfen son sayfaya size paranizi gonderebilmemiz i¢in hesap numaranizi
yazmay1 unutmayiniz .
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Appendix F

Copy of Mother Consent Letter

Fakultdit fiir

Psychologie
Entwicklungspsychologie

Dr. Birgit Leyendecker

Dr. Banu Citlak
Sayin Anne ve Babalar

Anaokulu idaresi tarafindan da sizlere bildirilmis oldugu gibi, cocugunuzun devam
etmekte oldugu anaokulu Ruhr Universitesi’nin yapmakta oldugu bir arastirmaya
katilmaktadir. Bu aragtirma, ebeveynlerin, anaokulu veya ilkokula baslayacak olan

cocuklarini bu gecise nasil hazirladiklar incelemeyi amaglamaktadir.

Arastirma 2008 yilinda ilkokula baslayacak olan ¢ocuklar ve anneleri ile yapilacaktir.
Karsilastirmanin kolaylagmasi i¢in veli goriigmelerinin tiimii annelerle yapilacaktir.
Arastirma kapsaminda 2006 ve 2007 yillarinda toplam ii¢ goriisme yapilacak ve bu

goriismeler anaokulunda gerceklesecektir.
Sahsiniz ve ¢ocugunuz hakkinda bu arastirmada edinilecek tiim bilgiler gizli tutulacak
gerek anaokulu gerekse baska herhangi bir kurum ya da kisiye kesinlikle verilmeyecektir.

Yapilacak olan degerlendirmeler genel olup kisilere yonelik bir atif igermeyecektir.

Arastirmaya yaptiginiz katkilar ve gosterdiginiz ilgiye bir tesekkiir olarak her goriisme icin

size 25 Euro (toplam 75 Euro) verilecektir.
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Arastirmanin akisi:

Arastirmaya katilmak istiyorsaniz bize telefonla haber verebilir ya da anaokulu idaresine
bildirebilirsiniz. Basvurunuzdan sonra sizinle baglanti kurulacak ve ilgili sorulariniz
tarafimizca cevaplanacaktir.

Sorularin icerigi;

* Yasaminiz hakkinda genel bilgiler. Ornegin: dogum tarihiniz, ka¢ ¢ocugunuz
oldugu, hangi sehirlerde bulundugunuz vb.

e Egitimle ilgili beklentileriniz. Ornegin: egitimde nelere &nem verdiginiz, anaokulu
ve ilkokuldan ¢ocugunuz i¢in neler beklediginiz vb.

e Cocugunuzun giinliik hayati hakkinda bir anket. Ornegin: cocugunuzun gegen 24
saatte neler yaptigi, kiminle beraber oldugu, genelde saat kacta yattigi, siz ve
cocugunuzun baska hangi ¢ocuklarla ve yetiskinlerle goriistiigii vb.

Bu goriigmeden sonra ¢ocugunuza anaokulunun sakin bir odasinda bir gelisim testi
uygulanacaktir. Yaklasik bir saat siiren bu testte cocugun zihinsel, fiziksel ve dil gelisimi
oyunlarla dl¢iilecektir. Test uygulamasi ¢ocugun en iyi konustugu dilde (Tiirk¢e veya
Almanca) yapilacaktir.

Cocuklar bu test uygulamasini genelde zevkli bulmaktadirlar. Cocugunuzun yorulmasi ya
da o giin isteksiz olmasi halinde ise teste ara verilecek ya da test ertelenecektir.

2006 ve 2007 sonbaharinda gerceklesecek olan diger tiim goriismeler de benzer sekilde
olacaktir.

Dilerseniz ¢cocugunuzla yapilacak olan test uygulamalarina siz de katilabilir ve bu
gelisim testinin sonuclarini beraber konusup degerlendirmemizi talep edebilirsiniz.

Bu noktada, ¢ocuklarla yapilan test ve arastirmalarda uzun yillardir tecriibe sahibi
oldugumuzu belirtmenin faydali oldugunu diistiniiyoruz. Umuyoruz ki sizler de bu
arastirmay1 ¢ocugunuz hakkinda bilgi edinmek i¢in iyi bir firsat olarak
degerlendirirsiniz.

Son olarak, konu hakkindaki tiim sorularinizi memnuniyetle cevaplandiracagimizi
belirtiyor ve katiliminiz icin sizlere simdiden tesekkiir ediyoruz.

Saygilarimizla,

Birgit Leyendecker ve Banu Citlak
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Bu aragtirmaya katilmak istiyorsaniz, liitfen bu sayfay1 doldurup anaokulu idaresine
veriniz.

Evet, ben ve cocugum MIEKA-RUB arastirmasina katilmak istiyorum:

Annenin Soyismi ve Ismi:

Cocugunuzun Ismi:

Cocugunuzun Dogum Tarihi:

Adres:

Telefon:

Sorularinizi memnuniyetle cevaplandiracagiz. Bizi arayabilirsiniz. Katiliminiz i¢in

simdiden ¢ok tesekkiirler!
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Appendix G

Pearson Product-Moment Correlations among Cognitive Skills

Total Sample (N = 117)

Variable Child’s age 1 2 3 4
1 Memory 21%
2 Strategies 14 A6
3 Categorization A43%% A46%% .65%*
4 Body-relared vocabulary 30 32k AT 35k
5 Overall cognitive performance 22% O7H* 83 84%* .65%*
German Sample (n = 65)
Variable Child’s age 1 2 3 4
1 Memory 11
2 Strategies .20 A3k
3 Categorization 28% 38k S4%*
4 Body-related vocabulary A3k 267 38Hk 26%*
5 Overall cognitive performance .30% .637%* .83%* 81 59

Turkish sample (n = 52)

Variable Child’s age 1 2 3 4
1 Memory 20%
2 Strategies .05 43Hk
3 Categorization .20 48Hk S53H*
4 Body-related vocabulary 17 28k 454 28Hk
5 Overall cognitive performance .14 67*% 81 85%* STHE

Note

J¥p < .05, *p <0l.
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Pearson Product-Moment Correlations among Overall Cognitive Performance and

Parenting Variables

Total Sample (N =117)

Child’s
age 1 2 3 4 5 6 7 8 10 11 12 13
1 Overall cognitive performance .22%*
2 Parent-child dyadic interaction .02 14
3 Solitary Play -.16 12 32k
4 Family interaction 27* 15 .08 -28%*
5 Play with the sibling -.05 20 -28%k  -20%  -.03
6 Tv watching 10 -24%  -03 01  -03  .55%*
7 Reading to the child -12 .10 11 .06 A3 -10 -10
8 Involvement 16 27 11 .02 .02 -20% -00 @ .17*
9 Positive Parenting 12 .14 -07 .04 19%  -15 05  -15 36%#
10 Inconsistent discipline -.04 -16  -05 -.03 .09 13 .03 -1 =27%% -.03
11 Corporal Punishment .01 -21% -01 .08 -06 24 24%% 6% (7 -01 .15
12 Time management .07 18*% .06 -.01 20% -30% -30% .11 25%%  -03 -05 -.06
13 Other discipline Practices 06 -01 .04 .10 05 -13  -17 .06 -.04 02 .15 29%% 11
14 Home literacy environment 07 S0 32%% 0] A6 -20%  -30%  22%% 7%k 08 - 18% -25%% 23% (5
German Sample (n = 65)
Child’s
age 1 2 3 4 5 6 7 8 9 10 11 12 13
1 Overall cognitive performance .30*
2 Parent-child dyadic interaction -.01 -.03
3 Solitary Play -13 -53% . 30%
4 Family interaction 40%* 39%k 02 -36%*
5 Play with the sibling 01 18 -20 .03 -.02
6 Tv watching 10 .09 17 21 .04 31*
7 Reading to the child -.10 .02 -01 -.18 A3 -10 -12
8 Involvement 16 .08 .02 -.01 -02 -17 .08 .14
9 Positive Parenting 16 .09 -20 -.01 A1 .00 22 -02  37¥*
10 Inconsistent discipline -.02 .07 10 -.16 .03 07 -10 -13 -18 -10
11 Corporal Punishment -.01 =17 A7 0 32+ .20 .09 .12 -18 .03 .17 -.08
12 Time management 13 18 -04 -.02 02 -14 -10 01 .27% .10 -.05 .00
13 Other discipline Practices 07 .04 -01 -.18 A3 -30% -7 .04 -17 -00 -09 21 .14
14 Home literacy environment 18 A43% 11 -25% 20 -04 .03 A1 20 -06 .04 -04 20 .18
Turkish Sample (n=152)
Child’s
age 1 2 3 4 5 6 7 8 9 10 11 12 13
1 Overall cognitive performance .14
2 Parent-child dyadic interaction .05 .00
3 Solitary Play =21 14 28
4 Family interaction 13 -15 22 -.20
5 Play with the sibling -.06 -23 .06 -01  -01
6 Tv watching 16 .09 21 -06  -06 .55%*
7 Reading to the child -18 -04 23 11 A1 .16 13
8 Involvement .16 34% .06 -02  -05 .20 A1 .10
9 Positive Parenting .08 17 .01 .07 27 -24  -03 -36%*% 34%
10 Inconsistent discipline .05 -15 .05 21 20 -.03 -12 .08 =27 .05
11 Corporal Punishment 04 -.02 .08 -00 .09 .20 A2 -23 =05 -11 .17
12 Time management .02 08 .06 10 .19 -30% -30*% .14 A8 -15 .04 -02
13 Other discipline Practices 08 15 22 08 .10 -26 -40* -.03 A2 .05 19 25 .18
14 Home literacy environment -.07 34% 26 .06 A0 -09  -22 .11 19 17 -13 -18 .13 24

*p <05, Fp <01

161



Appendix I

Appendix I

Means, Standard Deviations and t-Test Results for German and Turkish Samples

German (n = 65) Turkish (n =52)
Variable M SD M SD two-tailed )4
Parenting Practices (N =117)
Involvement 4.03 0.40 3.85 0.42 -2.29 <.05
Positive Parenting 4.60 0.43 4.54 0.53 -0.60 ns
Inconsistent discipline 2.18 0.60 2.60 0.73 3.40 <.001
Corporal punishment 1.36 0.43 1.69 0.59 3.35 <.001
Time management 4.09 0.82 3.78 1.02 -1.82 ns
Other Discipline Practices 2.36 0.45 2.68 0.69 2.94 <.01
Home literacy environment 11.02 3.02 7.65 3.13 -5.88 <.001
Daily Activities (N=117)
Parent-child dyadic interaction 39.33 36.49 12.49 18.85 -4.81 <.001
Solitary play 66.10 49.46 48.59 53.16 -1.84 ns
Family interaction 65.99 44.90 61.75 43.80 -0.53 ns
Play with the sibling 19.69 30.64 50.11 41.18 4.58 <.001
Tv watching 53.22 44.91 102.29 62.18 4.95 <.001
Reading to the child 19.80 14.34 12.25 12.54 -2.98 <.01
Cognitive Skills (N =117)
Memory 6.82 3.03 5.45 3.56 -2.25 <.05
Strategies 7.60 1.85 6.54 1.78 -3.12 <.01
Categorization 7.62 1.76 6.38 2.30 -3.28 <.01
Body-related vocabulary 5.05 2.58 2.71 2.04 -5.35 <.001
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Means, Standard Deviations and #-Test Results for Boys and Girls

Table J1

Means, Standard Deviations and t-Test Results for Boys and Girls in the Total Sample

Male (n = 62) Female (n = 55)
Variable M SD M SD two-tailed P
Parenting Practices
Involvement 3.97 0.45 393 0.38 -0.52 ns
Positive Parenting 4.54 0.52 4.61 0.41 0.78 ns
Inconsistent discipline 2.40 0.76 2.33 0.61 -0.48 ns
Corporal punishment 1.51 0.53 1.50 0.54 -0.07 ns
Time management 3.97 1.01 393 0.83 -0.23 ns
Other Discipline Practices 2.57 0.58 2.43 0.60 -1.33 ns
Home literacy environment 9.66 321 9.36 3.80 -0.45 ns
Daily Activities
Parent-child dyadic interaction ~ 29.03 33.40 25.57 32.13 -0.57 ns
Solitary play 67.21 55.07 48.29 45.98 -2.01 <.05
Family interaction 56.99 44.84 72.12 42.62 1.86 ns
Play with the sibling 36.95 41.63 28.99 34.89 -1.11 ns
Tv watching 77.00 64.17 72.81 51.67 -0.38 ns
Reading to the child 17.63 13.06 15.10 15.05 -0.97 ns
Cognitive Skills
Memory 6.02 3.30 6.42 3.39 0.65 ns
Strategies 7.00 2.11 7.27 1.60 0.76 ns
Categorization 7.00 2.05 7.15 2.18 0.38 ns
Body-related vocabulary 3.44 2.18 4.65 2.93 2.55 <.05
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Table J2

Means, Standard Deviations and t-Test Results for Boys and Girls in the German Sample

Male (n = 35) Female (n = 30)
Variable M SD M SD two-tailed P
Parenting Practices
Involvement 4.01 0.45 4.04 0.33 0.35 ns
Positive Parenting 4.55 0.49 4.65 0.34 0.93 ns
Inconsistent discipline 2.14 0.67 2.22 0.51 0.47 ns
Corporal punishment 1.39 0.46 1.32 0.39 -0.62 ns
Time management 4.19 0.86 3.96 0.75 -1.09 ns
Other Discipline Practices 2.40 0.44 2.31 0.46 -0.81 ns
Home literacy environment 10.97 2.69 11.06 3.40 0.12 ns
Daily Activities
Parent-child dyadic interaction 37.72 17.58 41.20 25.72 0.38 ns
Solitary play 76.45 49.12 54.02 47.85 -1.85 <.05
Family interaction 57.81 45.38 75.51 43.12 1.60 ns
Play with the sibling 16.17 6.05 23.78 5.25 0.99 ns
Tv watching 44.24 39.79 63.68 48.81 1.76 =.08
Reading to the child 19.01 13.05 20.70 15.79 0.47 ns
Cognitive Skills
Memory 6.57 3.18 7.11 2.86 0.71 ns
Strategies 7.56 2.02 7.63 1.65 0.16 ns
Categorization 7.42 1.82 7.84 1.67 0.96 ns
Body-related vocabulary 420 2.07 6.03 2.78 3.03 <.01
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Table J3

Means, Standard Deviations and t-Test Results for Boys and Girls in the Turkish Sample

Male (n = 27) Female (n = 25)
Variable M SD M SD two-tailed P
Parenting Practices
Involvement 391 0.44 3.78 0.38 -1.09 ns
Positive Parenting 4.52 0.56 4.56 0.49 0.21 ns
Inconsistent discipline 2.71 0.75 247 0.68 -1.23 ns
Corporal punishment 1.66 0.57 1.72 0.61 0.32 ns
Time management 3.67 1.11 3.88 0.92 0.70 ns
Other Discipline Practices 2.78 0.66 2.56 0.71 -1.17 ns
Home literacy environment 7.96 3.05 7.32 3.23 -0.73 ns
Daily Activities
Parent-child dyadic interaction 17.76 13.16 6.80 5.44 -2.17 <.05
Solitary play 55.22 50.77 41.42 33.59 -0.93 ns
Family interaction 55.91 44.95 68.04 42.52 0.99 ns
Play with the sibling 63.88 42.93 35.22 30.08 -2.65 <.05
Tv watching 119.45 65.36 83.75 53.83 -2.14 <.05
Reading to the child 15.84 12.96 8.37 7.03 -2.22 <.05
Cognitive Skills
Memory 5.30 3.36 5.60 3.81 0.29 ns
Strategies 6.27 2.03 6.82 1.43 1.11 ns
Categorization 6.45 221 6.31 2.44 -0.21 ns
Body-related vocabulary 2.44 1.93 2.98 2.15 0.95 ns
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Standardized Estimates for the Final Model

FAMILY
CORPORAL HOME LITERACY SOLITARY

RESPONSIVITY PUNISHMENT ENVIRONMENT PLAY INTERACTION
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Figure K1. Significant and non-significant standardized estimates for the German sample (n = 65)
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CORPORAL HOME LITERACY SOLITARY FAMILY
\%
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Figure K2. Significant and non-significant standardized estimates for the Turkish sample (n = 52)
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