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ABSTRACT
Beliefs about Children’s Upbringing:

The Views of Turkish Mothers and Preschool Teachers

Child-caregiver relationship is of critical importance for the child’s social-emotional
development. Earlier studies on caregivers’ sensitivity beliefs have focused on
parents’ childrearing beliefs and behaviors. Although there are some studies on
beliefs of some childcare providers such as child psychologists, parenting counselors,
and family therapists, the question if parents’ caregiving beliefs are consistent with
the beliefs of preschool caregivers regarding upbringing has not been studied. So, the
main goal of the present study was to compare the views of the mothers’ and to those
of their children’s teachers at preschool about caregiving sensitivity. The sample
consisted of a total of 87 caregivers (36 preschool teachers and 51 mothers).
Mothers’ and teachers’ views about the ideal sensitive mother were measured by the
Maternal Behavior Q-Sort Version 3.1 (MBQS) and their views were compared with
a criterion sort provided by the experts in the field. Additional comparisons were
done to examine if the mothers’ sensitivity beliefs differed in relation to their
education level or their children’s psychological difficulties which were measured by
mother- and teacher-reported Strengths and Difficulties Questionnaire (SDQ). The
results indicated both similarities and differences in beliefs about sensitive behaviors.
Although they shared similar views with experts and with each other, they showed
some differences in how descriptive they found the behaviors indicated in MBQS.
Education level was found to be as an important indicator of the sensitivity.
Hypotheses of the study and the results will be discussed in line with the related

literature.



OZET
Cocuklarin Yetistirilmesine iliskin Inanclar:

Tiirk Anneleri ve Okul Oncesi Ogretmenlerinin Goriisleri

Cocuk ile bakim veren arasindaki iliski, ¢ocugun sosyal-duygusal gelisimi i¢in kritik
oneme sahiptir. Cocuk psikologlari, ebeveynlik danismanlari ve aile terapistleri gibi
cocuk bakimi saglayicilarinin inanglarina iliskin bazi ¢alismalar olmasina ragmen,
ebeveynlerin bakima yonelik inan¢larinin, okul dncesi bakim verenlerin yetistirme
konusundaki inanclariyla tutarli olup olmadigi sorusu heniiz yanitlanmamis
gortinmektedir. Bu ¢alismalar daha ¢ok yetistirme inang ve davraniglarina
odaklanmgtir. Ogretmenler ve ebeveynler, cocugun bakim aginin énemli
degerleridir. Bakim vermeye dair inanglardaki farkliliklar, ¢ocuklara yonelik evdeki
ve okuldaki giinliik uygulamalarda farkliliklara yol agabilir. Bu ¢aligmanin amaci,
okul 6ncesi ¢agda olan ¢ocuklarin annelerinin ve 6gretmenlerinin duyarli davraniglar
hakkindaki goriislerini karsilastirmaktir. Aragtirmaya 36 okul 6ncesi 6gretmeni ve 51
anne olmak tizere toplam 87 kisi katilmistir ‘Ideal duyarli anne’ hakkindaki gortisleri
ogrenmek i¢in Anne Davraniglari Siniflandirma Seti 3.1 kullanilmistir (ADSS).
Duyarlilik inanglarinin, katilimcilarin egitim diizeyine ve ¢ocuklarin psikolojik
zorluklaria gore farklilik gosterip gostermedigi incelenmistir. Cocuklarin
davraniglarin1 degerlendirmek i¢in Giigler ve Giigliikkler Anketi (GGA) kullanilmistir.
Sonuglar, annelerin ve 6gretmenlerin, duyarl davraniglar konusunda benzer goriisler
paylastigin1 géstermistir. Ancak, ADSS’de belirtilen davraniglari ideal duyarh
davranisi ne kadar aciklayici bulduklar konusunda bazi farkliliklar géstermislerdir.
Egitim diizeyinin duyarliligin 6nemli bir gostergesi oldugu tespit edilmistir.

Calismanin hipotezleri ve sonuglari ilgili literatlir dogrultusunda tartisilmistir.
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CHAPTER 1

INTRODUCTION

1.1 Purpose of the study

Early childhood is a formative developmental period and most children spend a great
deal of time in early childhood educational settings from their early years. During
this period, the child-caregiver relationship is of critical importance for the child’s
social-emotional development (Alink et al., 2009; Jaffari-Bimmel, Juffer, Van
ljzendoorn, Bakermans-Kranenburg, & Mooijaart, 2006; Kochanska, Barry, Aksan,
& Boldt, 2008; Leerkes, Blankson, & O'Brien, 2009; Olson, Bates, Sandy, &
Lanthier, 2000; Rothbaum, Nagaoka, & Ponte, 2006; Tamis-LeMonda, Briggs,
McClowry, & Snow, 2009). Bronfenbrenner’s (1977) Ecological Systems Theory
outlines the potential developmental impact of connections and experiences across
different microsystems (i.e., home and childcare). Each microsystem is “the complex
of relations between the developing person and environment in an immediate setting
containing that person (i.e., home, school, workplace, etc.)” (p. 514). Components of
each microsystem such as the school and home have its own features.

In Turkey, early childhood settings are expected to follow the National Early
Childhood Education Program (NECEP, Ministry of National Education, 2013).
These guidelines, which view the child, family, school, and community contexts as a
whole, emphasize the importance of parental involvement in school activities or
decision making processes (Demircan & Erden, 2015). Such involvement requires
“alliance” between the parents and teachers.

Studies attempting to understand the family-teacher partnerships at the dyadic

level are limited (Maras, Lang, & Schoppe-Sullivan, 2018). The cocaring



framework, which encompasses how parents and teachers work together in their
caregiving roles to coordinate childrearing (Lang, Schoppe-Sullivan, & Jeon, 2017),
offers a new perspective to researchers and practitioners to understand parent-teacher
interactions by defining the key components of parent-teacher relationships (Maras
et al, 2018). Concordance between the home and childcare is vital for providing high
quality care and education (Lang, Tolbert, Schoppe-Sullivan, & Bonomi, 2016). In
this sense, the cognitive match in the parents’ and teachers’ beliefs on caregiving is
of critical importance. In their study, Mesman, Minter, and Angnged (2016)
introduced the concept of the child’s ‘total caregiving network’, indicating the total
experience of sensitive care the child receives from multiple sources. Given the fact
that today’s children spend most of their time in early childhood educational settings,
it can be said that the teachers are also a part of children’s received sensitivity care
network.

Sensitive caregiving refers to the ability to take the child’s point of view,
perceive and interpret the child’s signals and respond to those signals in a prompt,
appropriate and contingent way (Ainsworth, Blehar, Waters, & Wall, 1978). Correct
interpretation of the child’s signals is critical for understanding his or her needs, and
caregivers’ ideas about what children need may differ (Mesman, Van Ijzendoorn, &
Bakermans-Kranenburg, 2012). Values and beliefs are embedded in childrearing
practices (Greenfield, Flores, Davis, & Salimkhan, 2008; Harwood, Schoelmerich,
Schulze, & Gonzalez, 1999). Parental beliefs referring to the way children should be
raised may unfold in an individual’s upbringing practices that can be observed in
interaction patterns with the child (Coplan, Hastings, Lagacé-Séguin, & Moulton,
2002). Situational variabilities can arise in the parent-child interactions consistent

with the parent’s goals and childrearing beliefs (Harwood et al., 1999). If parents



have stronger beliefs about the value of a particular parenting behavior such as
spanking, they are more likely to behave accordingly, such as using harsh discipline
(Pinderhughes, Dodge, Bates, Pettit, & Zelli, 2000). It seems that different beliefs are
reflected in differences in parenting styles and behaviors. This may also be the case
for teachers.

Both teachers and parents have certain beliefs about the way children should
behave and the strategies to be used in childrearing (specific behaviors they allow or
don’t allow) obviously influence the child (Churchill, 2003). Differences in beliefs
and goals between the mothers and early childhood education teachers who are parts
of the total caregiving network may also indicate differences in sensitive behaviors
toward children and may result in different practices between the home and school
environments for children (Susman-Stillman, Pleuss, & Englund, 2013). This
warrants attention and may have implications for hiring the caregiving workforce
and choosing childcare (Susman-Stillman et al., 2013). When a child’s behavior
complies with the sensitive childrearing practices of the mother but not with that of
the teacher (such as running from place to place), this situation may create a social
and cognitive challenge for the child (Churchill, 2003). It is important to consider the
role of context as well. Different expectations in the school and home environment
may require some differences in practices between school and home environment.

The cooperation between parents and teacher seems meaningful for children’s
social emotional outcomes. For example, if parents and teachers agreed, or had
similar expectations for childrearing practices and children’s behaviors, preschoolers
had higher social competence (Churchil, 2003). Support for open and ongoing
communication between parents and childcare staff is essential, yet it is complicated

by differing communication styles and expectations (Reedy & McGrath, 2010). For



many children, their parents and teachers may have different beliefs on what
constitutes proper childrearing (Bernhard, Lefebvre, Murphy Kilbride, Chud, &
Lange, 1998). Thus, this study aims to examine the possible similarities and
differences in the views of mothers and preschool teachers regarding ideal sensitive

behaviors toward children.

1.2 Significance of the study

Universal and culture-specific patterns of sensitivity and sensitivity beliefs of
individuals who are in contact with children have been extensively studied in
developmental research. Earlier studies on caregivers’ sensitivity beliefs focused on
parents’ childrearing beliefs and behaviors (Ekmekci et al., 2016; Emmen, Malda,
Mesman, Ekmekci, & Van l1Jzendoorn, 2012; Gonzalez-Ramos, Zayas, & Cohen,
1998; Harwood, Schoelmerich, Ventura-Cook, Schulze, & Wilson, 1996; Harwood
etal., 1999; Mesman et al., 2016; Pinderhughes et al., 2000; Schulze, Harwood, &
Scholmerich, 2001; Trommsdorff & Friedlmeier, 2010; Ziehm, Trommsdorff,
Heikamp, & Park, 2013). Studies investigating commonalities and differences in
sensitivity beliefs of these individuals (i.e., mothers, parents, teachers, or field
professionals) from different cultures or ethnic groups revealed that despite the
similarities, there may be significant differences in beliefs about the ideal sensitive
behaviors (Ekmekci et al., 2015; Emmen et al., 2012). Although there are some
studies on beliefs of childcare providers such as child psychologists, parenting
counselors, and family therapists (Ekmekci et al., 2015; Rothbaum et al., 2006), the
question if parents’ sensitivity beliefs are consistent with the beliefs of preschool

caregivers has not been studied.



According to the Ministry of National Education (MONE), the characteristics
of teachers are one of the most important determinants of the quality of preschool
education and the development of the child (MONE, 2013). The most important
component of this supportive environment is the consistent and secure relationship
established between the teacher and the child (MONE, 2013). An understanding of
teachers’ beliefs and applied instructional practices provides us with a perspective
through which a holistic picture of an educational system can be obtained (Erdiller &
McMullen, 2003). Literature seems limited in terms of teachers’ beliefs about
appropriate practices toward children. Most of the previous research focused on the
mothers’ views about sensitive practices toward children (e.g., Ekmekci et al., 2015;
Emmen et al., 2016) Much of the Turkish literature on the importance of parent-
teacher collaboration in preschool education has focused on communication with
families, parental engagement or involvement in school activities, parents’ and
teachers’ views on the importance of parent and teacher cooperation, as well as the
importance of this collaboration for children’s development (Bayraktar, Giiven, &
Temel, 2016; Cakmak, 2010; Hakyemez; 2015; Ok, 2016; Kocyigit; 2015; Topal,
Erdem, & Dal, 2013). Considering the importance of parents’ and teachers’
caregiving roles to coordinate childrearing within cocaring framework (Lang et
al.2017), investigation of their views can be informative for researchers as well as
practitioners to decide the focus of early childhood parenting intervention programs
to promote sensitive parenting by defining the key components of parent—teacher
relationships and by providing a broad range of information about where the teachers
and mothers differ on sensitive behaviors they value. In addition, to my knowledge,
sensitivity beliefs of individuals sharing the caregiving network of a particular child

have yet to be studied. In this respect, this study differs from its kinds by focusing on



the crucial figures of the child’s care network, namely the teacher and mother, who

are in contact with the same child on a daily basis.



CHAPTER 2

LITERATURE REVIEW

2.1 Theory of attachment
Since John Bowlby (1969) proposed the concept of attachment, a substantial amount
of empirical work on the caregiver-infant relationship has been carried out. By
definition, attachment is the affectional bond formed between people or animals,
which keeps them together in space and lasts over time (Ainsworth & Bell, 1970).
The behavioral hallmark initiating this bond is the infant’s and mother’s efforts to
gain and maintain a certain degree of proximity with each other, including physical
contact in close circumstances and interaction in distant circumstances (Ainsworth &
Bell, 1970). Following that, the infant’s initiation is accompanied by proximity- or
contact-promoting behaviors such as approaching, clinging, smiling, crying,
following (Ainsworth & Bell, 1970). When such proximity and contact promoting
behaviors are directed specifically towards the mother, it can be said that the infant
becomes attached, and flourishment of behaviors with other subsequent proximity-
seeking behaviors, presumably through a learning process in the course of mother-
infant interaction, accompanies the process (Ainsworth & Bell, 1970). In case of a
decrease or disappearance of attachment behavior as a result of prolonged absence
from the attachment figure, the attachment does not diminish (Ainsworth & Bell,
1970). When the reunion with the attachment figure is provided, attachment behavior
tends to reemerge in full or heightened strength with or without delay (Ainsworth &
Bell, 1970).

The affectional bonds in general provide a sense of security and comfort

(Ainsworth, 1989). However the secure base provided by the mother in order to



experience the surrounding, is the main criterion of attachment that other affectional
bonds do not necessarily have (Ainsworth, 1989). The way the infant can use the
attachment figure as a secure base from which to explore the world is an important
feature of the onset of attachment (Ainsworth, 1985). Since the attachment figure is
believed to be accessible and responsive, the infant experiences a sense of security
and comfort, which enables him to be confident enough to explore the environment
(Ainsworth, 1979). The presence of that figure leaves the baby open to stimulation
activating exploration so that attachment and exploration promote each other
(Ainsworth, 1979). When the attachment behavior is highly activated (i.e., in case of
absence of attachment figure), a baby tends to ignore exploring and seek proximity
contact; when the attachment behavior is low in intensity, the baby feels free to
respond to the novelty (Ainsworth, 1979).

There is a balance between infant behaviors and reciprocal maternal
behaviors, between those which lead the infant away from the mother and promote
exploration and those which draw mother and infant together and promote the
protection and nurturance provided by mother (Ainsworth & Bell, 1970). In a secure
attachment, the infant conceptualizes a working model of the mother as responsive
and accessible (Ainsworth, 1985). With this confidence about accessibility and
responsiveness of the attachment figure, he can have courage to learn about his
surroundings and the mutual interaction between him and his surroundings
(Ainsworth, 1979; Ainsworth, 1985). Longitudinal studies supported the proposals of
Bowlby and Ainsworth that securely attached infants had a history of more sensitive
and cooperative interactions with their mothers compared to those who were
anxiously attached (Egeland & Farber, 1984; Sroufe, 2005). A well-known

procedure to measure attachment behaviors in infants and toddlers is the Strange



Situation (SP) which is a laboratory situation in which a stranger is introduced when
the infant is nearly one-year-old in order to observe the extent to which he could use
his mother as a secure base to explore this strange environment and the extent to
which the attachment behavior gains ascendancy over exploration under conditions
of entrance of a stranger, separation from and reunion with the mother (Ainsworth &
Bell, 1970). The procedure starts with the introduction of the baby into a playroom
with his mother, followed by the entrance of an adult stranger along with a brief
separation episode in which the mother leaves the baby with the stranger. After an
episode of reunion with the mother, a second separation occurs in which the baby is
first alone in the room and then again with the stranger, who returns before the
mother comes back to the room (Ainsworth, Blehar, Waters, & Wall, 1978). In the
original study, it was observed that infants used their mothers as a secure base to
explore the SP, indicating that the mother’s presence could move the balance in favor
of exploring the novel rather than avoiding it (Ainsworth & Bell, 1970). Absence of
the mother moved the balance in the opposite direction, a considerably increasing
proximity-promoting behavior such as crying and search and concomitant decrease
in exploration (Ainsworth & Bell, 1970).

Attachment is an important concept for children’s later development. The
way the child organizes his behaviors toward other animate or inanimate aspects of
the environment is affected by the way he organizes his behaviors toward the mother
(Ainsworth, 1979). Attachment studies showed that there might be four types of
attachment. Some studies reported that Group A infants, avoidant ones, appeared as
more aggressive and noncompliant, Group C infants, the ambivalent ones, became
less persistent and more easily frustrated (Ainsworth, 1979). Moreover, compared to

the anxiously attached infants, securely attached ones later became more cooperative,



less aggressive, and avoidant toward unfamiliar adults (Ainsworth, 1979). They were
also found to be more competent and sympathetic in peer interaction; more interested
in exploration during free play; more enthusiastic, persistent and talented in asking
and accepting their mothers’ help in problem-solving situations; as well as more
curious, self-directed and ego-resilient (Ainsworth, 1979). Additionally, securely
attached infants were more likely to get higher scores on developmental tasks,
including language development (Ainsworth, 1979).

Some studies showed significant direct associations between early parent-
child attachment relationships and later social development (e.g., Jaffari-Bimmel et
al., 2006). In a longitudinal study from birth to adulthood, the researchers discussed
general differences between children with secure attachment and those with anxious
attachment regarding self-reliance, emotional regulation, and social competence
(Sroufe, 2005). In this study, children with anxious attachment relationships became
more dependent and less self-reliant later on. Compared to those with resistant or
avoidant attachment styles, securely attached children were rated as more self-
confident, higher on self-esteem, and more ego-resilient, supporting the hypothesis
of Bowlby-Ainsworth that the role of secure attachment is the foundation of emotion
regulation (Sroufe, 2005). Additionally, compared to those with resistant or avoidant
attachment styles, those with secure attachment exhibited higher social competence
regarding expectations and representations of relationships, engagement with others,
skill in interaction, and popularity, supporting the role of secure attachment on
promotion of social competence (Sroufe, 2005).

Secure attachment was also related to more active participation/less isolation
in peer groups in both preschool years and middle childhood; higher levels of

empathy, more mutual interactions during play in preschool; more close and
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coordinated friendships with group functioning in middle childhood; more effective
participation in social interaction in social interaction in the mixed-gender peer
group, and notable leadership qualities in adulthood. Similar results were
demonstrated by another longitudinal study in which attachment disorganization in
infancy was negatively related with the quality of mother-child relationships at 24
and 42 months, it was positively related to behavior problems such as disobedience
or fighting in preschool, elementary school and high school, and diagnostic ratings of
psychopathology (i.e., affective disorders, schizophrenia) at age of 17.5 (Carlson,
1998).

In terms of the discipline of developmental psychopathology, while early
secure attachment promotes resilience by enabling positive expectations concerning
self and others and providing a frame in order to establish successful close
relationships and a viable social support network, anxious attachment in infancy
serves as a potential risk factor for later disturbance (Sroufe, 2005). Thus early
disturbances in attachment relationships may impair developmental processes which

might cause psychopathology later on (Sroufe, Carlson, Levy, & Egeland, 1999).

2.2 Maternal sensitivity

Maternal sensitivity, the ability to correctly observe and interpret the infant’s signals
and respond to them promptly and appropriately (Ainsworth et al., 1978), is the
primary premise of attachment quality (Bohlin & Hagekull, 2000; Claussen &
Crittenden, 2000). An optimally sensitive mother not only perceives the baby’s
signals accurately but also responds to them appropriately, is tactful in
acknowledging baby’s communication and arranges her responses contingent upon

the baby’s signals (Ainsworth et al., 1978). Thus, although sensitivity is often
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considered as an intrapersonal variable, it is a dyadic construct (Claussen &
Crittenden, 2000). Because it is the child who is sending the signals to the mothers,
so if the child can communicate desires clearly instead of sending mixed or subtle
signals, mother’s response might be much easier (Claussen & Crittenden, 2000). In
addition, sensitivity is age-specific, which means that forms of sensitive parenting
behavior can change depending on the child’s developmental needs and the
appearance of sensitive parenting behavior is similar across the child developmental
stages (Claussen & Crittenden, 2000). On the other hand, maternal sensitivity might
be affected by some contextual factors. It varies as a function of the setting of the
interaction and broader cultural ideologies and goals (Tamis-LeMonda, 1996).
Subsequently, what is sensitive to one child is not necessarily sensitive to another or,
what is sensitive in one culture may differ from what is sensitive in another culture

(Tamis-LeMonda, 1996).

2.2.1 Maternal sensitivity and attachment

Bowlby (1969) suggested the mother's sensitivity to signals, her timing of
interventions, the child’s experience of predictability and reciprocity contributes to
the “active and happy interchange between the couple and a secure attachment
develops” (p. 346). Meta-analysis studies show that maternal sensitivity is an
important condition of attachment security (e.g., Wolff & Van 1Jzendoorn, 1997;
Van 1Jzendoorn, Vereijken, Bakermans-Kranenburg, & Rikensen-Walraven, 2004).
In a number of studies examining the relationship between maternal sensitivity and
attachment in infants, it has been found that maternal sensitivity consistently predicts
the attachment security. For example, a study revealed the predictive role of maternal

sensitivity at eighth-months of age on the infant’s attachment security at 12-months
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of age as derived from both mothers’ and observers’ judgments (Pederson & Moran,
1995). In this study, assessment of sensitivity and attachment security were based on
two to four hours of home observations of mother-infant dyads, especially the
circumstances where mothers’ attention was divided between the infants’ demands
and tasks posed by the researchers. Similarly, a longitudinal study showed the
predictive role of mothers’ sensitivity to their infants at four-month of age on infants’
secure attachment with their mothers at 12-month of age (Braungart-Rieker,
Garwood, Powers, & Wang, 2001). These findings are in line with the fundamental
proposal of the attachment theory: the interactions between the infant and the
caregiver determines the nature and the quality of the attachment relationship
(Pederson & Moran, 1995). Maternal sensitivity is influential on emotional security
of an infant for two reasons (Thompson, 1990, as cited in Siimer, Sayil, & Berument,
2016). First, sensitive responsiveness contributes to the infant’s stress management.
When they receive protection, nurturance, and emotionally responsive care, their
biological systems develop to function adaptively, which in turn facilitates the
growth of learning, problem solving, and self-regulation (Thompson, 2014). Second,
responding in a sensitive manner reinforces and enhances the sense of self-
sufficiency in children. For example, providing the child with positive experiences of
behavioral contingencies (i.e., “if I cry, my mother will come to soothe me”)
promote the sense of self-efficacy through enabling the child to realize that rather
than being a helpless recipient of unpredictable social interchanges, it can affect the
social environment (Mesman et al., 2016).

Intrusiveness, which can be defined as the lack of respect for child’s
autonomy and interference with child’ initiations is closely related to (in)sensitivity

in parenting (Lyons-Ruth, Connell, Zoll, & Stahl, 1987). In extreme cases,
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intrusiveness can take the form of maltreatment and abuse. Previous studies showed
a relation between abusive parenting and intrusiveness in the sense that maltreating
mothers were more likely to show hostility towards their infants in subtle ways and
to interfere with their behaviors. It seems that intrusive parents as well as harsh or
abusive parents are unable to take the perspective of the child in distressful situations
and/or understand the child’s behaviors and motives, which makes it difficult for
them to interpret the baby’s signals accurately and respond to these signals
appropriately (Joosen, Mesman, Bakermans-Kranenburg, & Van 1Jzendoorn, 2012).
In contrast, a sensitive mother is well equipped to provide an autonomy-supportive
environment characterized by scaffolding, perspective taking, and respect for the
child’s rhythm in problem solving with her ability to interpret the child’s signals
correctly and respond to them appropriately (Bernier, Carlson, & Whipple, 2010).

Maternal (in)sensitivity during the first year was found to predict (in)sensitive
parenting in later years (Jaffari-Bimmel et al., 2006). In a longitudinal study on the
stability of maternal sensitivity, the researchers observed 27 mother-child dyads
during the standard Strange Situation Procedure (SSP) when infants were 12 months
old (Behrens, Parker, & Kulkofsky, 2014). Two and a half years later, families were
observed during home visits while the mother-child dyads were engaged in different
cognitive tasks. Researchers expected that sensitive mothers who satisfied their
infants’ attachment needs would interact with them sensitively during preschool
years by acknowledging changes in their relationships and by adjusting their
behaviors in line with these changes. Accordingly, they expected a strong correlation
between the MBQS scores in two different time points. Results indicated the stability
of maternal sensitivity over a time period of two and a half years (Behrens et al.,

2014). Similarly, a longitudinal study on the predictive role of maternal

14



(in)sensitivity in infancy on harsh discipline in toddlerhood showed that lower levels
of sensitivity at three months predicted lower levels of sensitivity in/at six months,
which in turn predicted more use of harsh discipline in the second year (Joosen et al.,
2012). Another study with a group of 117 mothers and their one- to three-year-old
children indicated that the maternal sensitivity moderated the relation between
maternal negative discipline and child aggression. In this study, three kinds of
maternal discipline strategies were observed: commanding, positive feedback, and
physical interference. Maternal sensitivity acted as a protector against the effect of
negative discipline on the child’s challenging behaviors (Alink et al., 2009). When
mothers frequently used negative discipline strategies, children were more likely to
be aggressive in the following year, but only in the group of less sensitive mothers.
The researchers also noted that compared to a child who is used to insensitive care,
children of sensitive mothers may interpret insensitive commands or physical
interferences differently. The former child may interpret the negative parental
discipline techniques as unjust or rejecting, while the latter child does not (Alink et
al., 2009). Thus, it seems that early interaction patterns with the caregiver forms a
mental set for the child and when these experiences are mostly positive, the child’s
deep down sense of security helps him to tolerate some occasional interferences. In
addition, it is important to note that some studies also revealed significant
associations of child temperament with maternal sensitivity and attachment security
as well (e.g., Kivijarvi, Réihi, Kaljonen, Tamminen, & Piha, 2005; Seifer, Schiller,
Sameroff, Resnick, & Riordan, 1996; Susman-Stillman, Kalkoske, Egeland, &
Waldman, 1996). A study with infants from 6- to 12-month-of-age showed that both
directly observed and mother-reported infant temperaments were related to

attachment security and maternal sensitivity (Seifer et al., 1996). A similar
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longitudinal study with infants from 3-to 12-month-of-age revealed that infants of
highly sensitive mothers become less active and had fewer social behavior problems
and expressed mood than those of mothers with low sensitivity (Kivijérvi et al.,
2005). It might be that highly sensitive mothers can anticipate and structure the
environment in line with the infants’ needs in early infant-mother interaction
(Kivijarvi et al., 2005). Similarly, there are some findings showing that infants with
difficult temperament showed better adjustment than less difficult infants when the
parenting quality was high and poor adjustment when the quality was low (Stright,

Gallagher, & Kelley, 2008).

2.2.2 Sensitive parenting and child outcomes

Previous studies have shown that the form of mother’s sensitivity towards the child
is an important indicator of the later mother-child relationships (Alink et al., 2009;
Jaffari-Bimmel et al., 2006; Joosen et al., 2012; Lyons-Ruth et al., 1987) and later
developmental outcomes in several areas such as language skills (Hirsh-Pasek &
Burchinal, 2006; Tamis-LeMonda, Bornstein, & Baumwell, 2001; Tamis-LeMonda
et al., 2009), social-behavioral competence including affect regulation and behavior
problems (Alink et al., 2009; Jaffari-Bimmel et al., 2006; Kochanska, Barry, Aksan,
& Boldt, 2008; Leerkes et al., 2009; Olson, Bates, Sandy, & Lanthier, 2000;
Rothbaum et al., 2006), academic achievement (Hirsh-Pasek & Burchinal, 2006),
attention (Hirsh-Pasek & Burchinal, 2006), self-regulation (Bernier et al., 2010;
Rothbaum et al., 2006), executive functioning (Bernier et al., 2010), cognitive
functioning (Lemelin, Tarabulsy, & Provost, 2006), and adaptive functioning such as
agency, contingency detection (Mesman et al., 2016; Tarabulsy, Tessier, & Kappas,

1996) and conscience development (Kochanska, 2002).
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Some findings point to the importance of early sensitive care for later social
development and academic development. Previous research revealed that infants who
received sensitive parenting at the age of one month performed better on language,
academic and attention tasks when they became first-graders (Hirsh-Pasek &
Burchinal, 2006). Similar research on language revealed that responsiveness at both
nine and 13 months predicted children’s development in expressive language in five
significant developmental milestones which were first imitations, first words, 50
words in expressive language, first combinatorial speech and first use of language to
talk about the past (Tamis-LeMonda et al., 2001). In line with this, there are also
some findings showing that children of more sensitive mothers were more
communicative, responsive, and task-oriented during a cooking task that required
mother-child interaction and were less negative during clean-up following the
cooking task (Tamis-LeMonda et al., 2009). Research on the link between the child’s
executive functions (i.e., an umbrella term that is used for various hypothesized
cognitive such as planning, working memory, self-regulation, attention, inhibition
and self-monitoring, Goldstein, Naglieri, Princiotta, & Otero, 2014) and maternal
sensitivity revealed that the children of more sensitive mothers performed better on
the executive functions tasks at 26 months (Bernier et al., 2010).

Previous research revealed that maternal sensitivity to distress (i.e., the
promptness and appropriateness of the mother’s response to the child’s distress) was
a key and unique factor in early social-emotional adjustment of children (Leerkes et
al., 2009). In this research, maternal sensitivity to infant distress (as rated by trained
coders based on observations during a 15-min mother-child play session at home)
was linked with greater social competence and fewer behavior problems in

toddlerhood and it was particularly adaptive for temperamentally reactive infants
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(i.e., those who get distressed easily and have trouble in being soothed and adapting
to novel environments; Rothbart, 1998) in terms of affect dysregulation (Leerkes et
al., 2009). Consistent with this finding, the results of another study identified the low
quality of caregiver-child relationships as a risk factor for the long term prediction of
child and adolescent externalizing behaviors (Olson et al., 2000). In this research,
infants who received low levels of affectionate caregiving at the age of 6 months
obtained relatively high parent ratings of aggression at age of 17, and rated
themselves higher than others in aggressive conduct disturbances at the age of 17.
Furthermore, some studies pointed out the concurrent and longitudinal
beneficial effect of mutually responsive orientation (i.e., the parent’s and child’s
sensitive and developmentally appropriate responses to each other’s signals of
distress) on early development of conscience (Kochanska, 2002). In a study with a
sample of 102 mother-child dyads, the results showed that infants of more responsive
mothers adopted a more responsive stance toward the mother at 25-38 months of age.
Follow-up data also demonstrated that this responsive stance during toddlerhood
predicted the formation of conscience at 52 months, which mediated the link
between the child responsiveness and disruptive behavior at 67 months (Kochanska
et al., 2008). In a study, the researchers followed a group of 160 adopted children
from infancy to the age of 14 years (Jaffari-Bimmel et al., 2006). In this research,
maternal sensitive responsiveness was assessed in different task situations (i.e.,
making a simple puzzle, building a tower of blocks, solving a difficult age-adequate
puzzle) in the family’s home and the laboratory when children were 12, 18, or 30
months, or at seven and 14 years of age. Maternal sensitivity in infancy found to be
indirectly associated with social development as the age of 14 years, through social

development at the age of seven years and maternal sensitivity at the age of 14 years.
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To sum up, there seems to be a sufficient amount of research demonstrating that
children whose needs are sensitively fulfilled in the early years of their lives tend to

be more competent in cognitive, social and emotional domains.

2.3 Parental sensitivity beliefs

Parenting beliefs refer to what parents think about their child, childrearing, and
themselves as parents, as well as the way how children should be raised (Coplan et
al., 2002). Parents’ values and beliefs are embedded in the childrearing practices
(Greenfield, Flores, Davis, & Salimkhan, 2008; Harwood et al., 1999). These beliefs
may unfold in an individual’s upbringing practices that can be observed in parent-
child interaction (Coplan et al., 2002) and affect the way the child develops (Respler-
Herman, Mowder, Yasik, & Shamah, 2012). For example, if parents have stronger
beliefs about the value of a particular parenting behavior such as spanking, they are
more likely to behave accordingly, such as using harsh discipline (Pinderhughes et
al., 2000). Situational variabilities can arise in the parent-child interactions consistent
with the parent’s goals and childrearing beliefs (Harwood et al., 1999). Hence,
parental beliefs are typically seen as situation-specific and vary as a function of the
childrearing context (Coplan et al., 2002).

Previous studies focusing on cultural differences showed that the mothers
from different cultures differed in their beliefs regarding desirable and undesirable
long-term goals, child behavior and childrearing strategies (e.g., Harwood,
Schoelmerich, Schulze, & Gonzalez, 1999; Harwood, Schoelmerich, Ventura-Cook,
Schulze, & Wilson, 1996; Gonzalez-Ramos, Zayas, & Cohen, 1998; Schulze,
Harwood, & Scholmerich, 2001). The mothers’ perceptions of the desirability of

specific behaviors in toddlers were influenced by the construct which they valued.
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When parents value self-confidence and self-actualization (i.e., developing talents
and abilities as an individual), they describe behaviors promoting independence and
exploration as more positive. On the contrary, when parents value acceptance by the
larger community and obedience, they describe behaviors such as remaining quiet,
respectful, and attentive to others in public settings in a more positive way (Harwood
et al., 1996). It seems that mothers’ beliefs play an important role in their sensitive
practices toward the child. There are also some studies comparing the Turkish
mothers’ socialization goals focusing on cultural differences and education level
(e.g., Durgel, Leyendecker, Yagmurlu, & Harwood, 2009; Yagmurlu, Citlak, Dost, &
Leyendecker, 2009). In one of these studies, the researchers compared German
mothers and Turkish immigrant mothers living in Germany (Durgel et al., 2009).
They found that Turkish immigrant mothers were less likely to value autonomy than
German mothers. They were more likely to value their children to have close
relationships with the family and to be well-mannered. In another study, Yagmurlu
and her colleagues (2009) compared the long-term socialization goals of low-
educated mothers and high-educated mothers. While the low-educated mothers
valued the relatedness and obedience, high-educated mothers emphasized the
importance of autonomy and self-enhancement as desirable characteristics. Both
groups agreed on importance of lovingness, decency, and self-control in their
children (Yagmurlu et al., 2009). Previous studies have compared sensitivity beliefs
or sensitive practices of mothers from different cultures, or sensitivity beliefs of
mothers with those of nonparent caregivers (i.e., nannies, parenting counselors,
family therapists). There are some studies on sensitivity beliefs of professionals such
as child psychologists, but the studies on teachers’ sensitivity beliefs and sensitive

practices are limited (e.g., Rothbaum et al., 2006).
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2.3.1 Cross-cultural findings on caregivers’ sensitivity beliefs
A large number of studies that focused on sensitive parenting found similarities
among the mothers from different cultures and ethnic backgrounds regarding the
views of maternal sensitivity. Posada and his colleagues (1995) compared the
mothers’ characterizations of their own children’s behaviors and the “ideal child”
notion in their minds to the experts’ (i.e., child professionals such as psychologists,
social workers, educators, academicians) definition about the most securely attached
child across seven countries (China, Colombia, Germany, Israel, Japan, Norway, and
the United States). Their assessment of the child was based on the Attachment Q-Set
(AQS; Waters, 1987) which includes statements that describe behaviors of a
hypothetical ideal child aged between one and five years (Posada et al., 1995).
Despite some cultural differences, the mothers' described the ideal child as a child
who uses the mother as a secure base for exploration, which seems consistent with
what the attachment theory suggests (Posada et al., 1995). Beliefs of the mother and
expert groups regarding secure-base behaviors of children showed some congruence.
The mothers from seven different countries preferred a similar form and organization
of secure-base behaviors.

In a study that was conducted in the Netherlands, Emmen and her colleagues
(2012) investigated the sensitive parenting beliefs of mothers from different ethnical
backgrounds through the MBQS, which includes statements that describe behaviors
of the most sensitive mother. The scores of two immigrant groups (Turkish and
Moroccan) and one native (Dutch) group of mothers with three different educational
levels (low, middle, and high) were examined. The views of the three groups about
the ideal, or most sensitive, mother were very similar across Turkish, Moroccan, and

Dutch (low-, middle-, and high-educated) mothers. The mothers’ views were also

21



consistent with the views of the experts who developed the MBQS. Hence, the views
of experts and mothers from different cultural and socio-economic groups about
sensitive behavior were more similar than different (Emmen et al., 2012). These
findings were in line with the Posada and colleagues (1995) who reported that
mothers’ preferences from different socio-cultural groups with respect to the AQS
behavior patterns (the ideal child) were consistent with the secure behavioral patterns
that were described by U.S. experts (Emmen et al., 2012).

These findings seem parallel to those of the study by Posada et al. (1995)
who also emphasized the convergence of the mothers’ descriptions of the ideal child
in different sociocultural groups with the professional’s descriptions of the
hypothetical securely attached child (Ekmekci et al., 2016). Similarly, the results of
another study showed that the mothers from 26 cultural groups agreed with the
experts on the attachment theory on the behaviors that describe the hypothetical
sensitive parent, which were predominantly about accurate perception and
interpretation of the child’s signals (Mesman et al., 2016).

The existing findings point out that sensitivity is a universal construct that is
viewed similarly by caregivers from different cultures and socio-economic groups
(Posada et al., 1995; Emmen et al., 2012; Ekmekci et al., 2015). On the other hand,
the studies also revealed some differences regarding beliefs in sensitive parenting
among different groups. Despite the high degree of similarity regarding the mothers’
views about the hypothetical ideal (or most sensitive) mother both within and across
ethnic and socio-economic groups, the findings by Emmen and colleagues (2012)
revealed some significant differences on specific behaviors. For example, the item
“[the ideal mother] speaks to her child directly and not just about her child” was

perceived as less descriptive for the ideal mother by the Turkish mothers than the
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mothers from different cultures (Emmen et al., 2012). Similarly, Ekmekci and her
colleagues (2015) noted some differences among the professionals’ views about the
ideal mother. For instance, compared to the views of Moroccan and Antillean
minority professionals, those of Dutch professionals were significantly more similar
to the MBQS criterion sort (Ekmekci et al., 2015).

Sensitivity can be expressed in different ways depending on the underlying
beliefs of parents in the cultural context. For example, children’s independence is
believed to be important in cultures in which autonomy is emphasized, because
individuality and self-expression are esteemed attributes (Rothbaum & Trommsdorff,
2007). On the other side, in cultures in which interdependence is emphasized
children’s relatedness to their family is believed to be very important because group
harmony and self-restraint are highly valued (Rothbaum & Trommsdorff, 2007).
Therefore, while mothers’ sensitivity in the Western contexts is assumed to be
related to the support of children’s exploration and autonomy, sensitivity in the non-
Western cultures was found to be related to dependency and emotional closeness
(Rothbaum et al., 2006). Rothbaum and colleagues (2006) interviewed with the
American and Japanese preschool teachers about the anticipation of children’s needs
and responsiveness to them by asking them questions in the form of a scenario about
common classroom circumstances (Rothbaum et al., 2006). The results revealed that
whereas the Japanese teachers emphasized anticipation of children’s needs, the
American teachers stressed responsiveness to children’s explicit expression of their
needs. Specifically, the Japanese teachers mentioned that the primary role of the
child was to wait for the teacher to meet their needs while the American teachers
reported that the primary role of the child was to clearly express their needs. For the

Japanese teachers the goal of being sensitive was to promote interdependence in
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students. They believed that sensitivity requires showing empathy to the child,
careful observation, paying attention to explicit cues, and making assumptions from
the child’s behaviors and that the responsibility of clarifying the child’s needs was on
them. On the other hand, for the American teachers, the goal of sensitivity was to
foster the equilibrium between the child’s independence and his reliance on the
caregiver. They believed that sensitivity requires responding to explicit cues,
pointing to the caregiver’s responsibility of clarifying the child’s needs to foster his
autonomy. In line with this study, Trommsdorff and Friedimeier (2010) investigated
the German and Japanese preschool girls’ distress reactions and negative emotion in
two conditions that were designed to evoke distress: self-focused condition (children
tried to manage a unsolvable task and experienced failure) and other-focused
condition (children involved in an interaction with a playmate and witnessed the
distressed of the playmate whose toy was accidentally broken). In the self-focused
condition, while German girls sustained their distress expression at the end of the
situation, Japanese girls decreased their distress. Researchers found that German
mothers intervened only after their children expressed distress, whereas Japanese
mothers responded to their children before the full expression of distress.
Researchers interpreted that German girls’ maintenance of distress fit the value of
authentic self-expression in a context in which independence is favored. On the other
hand, such an expression is to be avoided in a cultural context in which
interdependence is favored, such as Japan. Therefore, according to the researchers
these effects might be interpreted regarding the different parenting goals concerning
children’s socialization (authentic expression vs. suppression of emotions). The
authors concluded that German mothers’ sensitivity was stable across different

situations, trait phenomenon, while the Japanese mothers’ sensitivity varied
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according to the situational context, state phenomenon (Trommsdorff & Friedlmeier,
2010).

In a similar study, the researchers asked the German and Korean mothers to
report how a mother or child should behave in five different scenarios (Ziehm et al.,
2013). Sensitivity was categorized as proactive sensitivity if the mothers’ responses
emphasized observing and interpreting children’s signals in order to anticipate the
children’s needs. They were categorized as reactive sensitivity if their response
emphasized responding to children’s direct signals. The results pointed out both
similarities and differences in parenting beliefs. The Korean and German mothers did
not differ in terms of their beliefs about the necessity of proactive behavior according
to the developmental stage of children. While the Korean mothers reported that they
would probably reason their request to understand the situation (proactive option),
the German mothers stated their preference to sit close to the unhappy child because
the child might need to talk and to be comforted, which showed their willingnes to
become engaged in the child’s emotions. Moreover, the German mothers reported
that they would attend to the child because they reported that it might be difficult for
him to ask for help or express of the need for help, which showed the mothers’ effort
to encourage their children about feeling expression. On the other hand, the Korean
mothers’ approach towards an upset child resulted from their wish to cheer him up
through communication, so that the child could be distracted from negative
emotions. When it comes to reactive sensitivity, the German mothers reported that
they would attempt to encourage children’ independence, indicating individuality of
the child and his separation from the mother. The Korean mothers claimed that for a
mother it is hard to know everything about a child’s needs or when to help,

indicating the difficulty of anticipation in children’s needs. While the German
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mothers chose the reactive option in almost every-forced choice scenario, which is in
line with the findings of Rothbaum and colleagues (2006), for the Korean mothers,
the findings were less clear. The German mothers reported preference for fostering
their children to solve problems on their own and verbalize their needs, most likely
aiming to encourage children’s independence, whereas the Korean mothers’ response
patterns indicated a more situation-specific sensitivity.

Previous studies have also revealed the effects of background variables such
as the caregiver’s education level, the number of children she has, income, and the
effect of children’s behavioral problems on the differences in the maternal sensitivity
(Ekmekeci et al., 2015; Emmen et al. 2012; Mesman et al., Siimer et al., 2016; Tamis-
LeMonda et al., 2009). Some studies showed a positive correlation between the
mothers’ and professionals’ levels of education and their sensitivity belief scores
(Ekmekci et al., 2015; Emmen et al., 2012). In other words, their views regarding
sensitive behavioral patterns become more similar to the behavioral patterns
considered as indicative of sensitivity by the authors of the MBQS. In a similar
study, while low-educated mothers found the item “[The ideal mother] has fixed
ideas about how her child needs to be taken care of and always does these things the
same way” as more important than the high-educated mothers, the high-educated
mothers found the item “[ The ideal mother] joins in the focus of her child’s
attention” more important than the low- and middle-educated mothers (Emmen et al.,
2012).Similary, maternal education was found to be associated with greater maternal
sensitivity and less control (Tamis-LeMonda et al., 2009). It is likely that caregivers’
ability to respect the child’s individuality may increase as their education level
increases. Moreover, as the amount of income increased (Ekmekci et al. 2015;

Emmen et al. 2012; Mesman et al., 2015) and as the number of children decreased,
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the similarity of caregivers’ sensitivity belief scores with expert’s sorting also
increased (Ekmekci et al., 2015; Mesman et al., 2015). A recent cross-cultural study
with 751 mothers from 15 countries with a total of 26 cultural groups also showed
that mothers with lower levels of family income and more children had lower
sensitivity belief scores (Mesman et al., 2015). Moreover, in terms of the children’s
behavioral problems, Siimer and his colleagues (2016) observed interactions between
Turkish mothers and their children and found that mothers’ maternal sensitivity
behaviors were not related to the children’s internalizing and externalizing problems.
In line with this finding, Ekmekci and her colleagues (2016) also found high
similarity between the Turkish mothers’ sensitivity related views and expert’s views
of sensitivity, although the mothers included a group of mothers with children who

had high scores on externalizing problem.

2.3.2 The comparison of mothers’ and nonparents’ views

A large number of studies that focused on sensitive parenting found both similarities
and differences among the mothers and nonparents caregivers (i.e., nannies,
psychologist, and therapists) regarding the views of maternal sensitivity. In a study
on the sensitivity beliefs, the researchers examined whether there was a cognitive
match among the mothers, the early childcare providers and youth mental health
professionals (i.e., child psychologists, parenting counselors, family therapists) in
terms of the importance of parenting sensitivity (Ekmekci et al., 2015). The study
was conducted simultaneously in the Netherlands and Turkey. The sample in the
Netherlands consisted of mothers with different ethnic backgrounds (Dutch,
Moroccan, Turkish, Surinamese, Antillean) and mental health professionals. The

sample in Turkey included mothers and professionals. Results revealed a cognitive
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match in terms of the importance of sensitivity-related behaviors in the childrearing
(i.e., joining in the focus of the child’s attention) between the mothers and
professionals from different cultural backgrounds, indicating that their beliefs did not
differ. However, professional’s views were significantly more similar to the
behavioral patterns considered as the indicative of sensitivity by the experts of the
MBQS than the mothers. A similar strong convergence was also found between the
expert-derived profile of the highly sensitive mother and Dutch and Turkish mothers’
views about the ideal mother (Ekmekci et al., 2016).

Greenfield and colleagues (2008) investigated the possible conflict situations
that the American mothers and their Latina immigrant nannies may have in the
childrearing practices due to their different beliefs. Participants were interviewed for
10 to 45 minutes to uncover differences in values and practices from their
perspectives. Mothers were directly asked if there was anything that the nanny did
with the child that she felt was incorrect or that she disagreed with and the same
question was asked to the nannies. The results of their study revealed that the nannies
and mothers had different caregiving beliefs about several practices such as letting a
baby sleep independently in contrast to holding a baby to prevent crying, requiring
the child to do things for himself as opposed to doing things for him, negotiating
with the child in contrast to telling him what to do as an authority figure, dressing the
child to keep him warm enough versus bundling him for protection, taking experts
and books as legitimate sources about the childrearing or learning caregiving from
experienced family members. For example, in a nanny-mother case, while the mother
wanted her baby to fall asleep on his own, emphasizing the mother’s belief in early
independence, the nanny preferred to comfort the baby physically when he cried. In

another example, while the nanny supported the idea that older siblings have to take

28



the responsibility of younger siblings, both the mother and the child, who was three
and a half, expressed negativity toward the idea of parentification. In another case, a
nanny and a mother disagreed on independence where the mother hoped that the
nanny would promote the child to do things for himself while the nanny put a
priority on the value of helpfulness through helping the child and expecting him to
help others, as well (Greenfield et al., 2008). Findings support that caregivers might
have different childrearing expectations in line with their cultural contexts in which
different values and practices are valued and these differences can create conflict
between partners sharing the childrearing responsibility (in this case the mother and

nanny).

2.4 Early childhood education in Turkey
2.4.1 The history of development of early childhood education
Early childhood education was disregarded in the first decades of the new Turkish
Republic (1923) due to the prioritization of primary education (Bekman, 2005). In
the 1960s, it began to be mentioned mostly within a social service understanding for
children receiving inadequate care from their mothers (Bekman, 2005). In practice, it
began to receive attention in the 1990s and many studies and projects have been
conducted since then. In order to meet the increasing needs of the community and
standardize early childhood education institutions in Turkey, a preschool education
general directorate was established within the MONE in 1992,

Since the 2000s, Turkey has undergone rapid social change with the mass
migration from rural to urban areas and the employment rate of women in
nonagricultural jobs has rapidly increased. This situation created a demand for

center-based education. Following this, the number of qualitatively poor early
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childhood education programs increased rapidly with inadequate state supervision
and the low expectation of parents (Bekman, 2005). Beside the public or government
supervised services there are also some services run by the nongovernmental
organizations (NGO). While the public services and services provided under
governmental supervision are center based, the services provided by the NGOs are
generally described as alternative services to the center based early childhood
education such as home-based programs, TV programs or summer schools (Bekman,
2005). Turkey does not have a standardized widespread system of programs that are
used in early childhood education settings (Bekman, 2005). Early childhood
education services either belong to or are supervised by MONE or the general
directorate of Social Welfare and Child Protection Agency (SSCPA) (Bekman,
2005). MONE is generally responsible for the education and development of children
aged between four-to-six years and SSGPA is responsible for those children aged

between zero-to-six years.

2.4.2 The current status and philosophy of early childhood education

According to the early childhood education regulations of MONE, in Turkey, while
children aged 48-66 months have the right to enroll at preschools, children aged 36-
66 months can go to kindergarten (MONE, 2014). The Turkish Statistical Institute
reports (TUSI; 2017) on national education statistics showed that schooling ratios for
children aged three- to-five years is 38.5%, for children aged four-to-five years is
%50.4, and for five-year-old children is %66,9. Under this regulation, the number of
children per class is not supposed to be less than 10 or more than 20. The daily plan
consists of 6 class hours, each of which lasts 50 minutes (MONE, 2014). In each

class, children are under the responsibility of one preschool teacher. In Turkey, early
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childhood education teachers are required to have a bachelor’s degree in order to
work in public preschool and kindergarten, however for private preschools or
daycare centers, programs under the supervision of SSCPA, this is not a requirement.
The majority of teachers working in services supervised by SSCPA are high school
graduates, rather than college graduates (Erdiller & McMuller, 2003).

MONE (2013) defines the objectives and tasks of early childhood education
as promoting children’s mind, body, and emotion development; providing them with
good habits; preparing them for primary school; and developing an equal setting for
children coming from disadvantaged environments and families. Since the
foundation of the Turkish Republic in 1923, the Turkish early childhood education
and care system was influenced by the ideas about education from several Western
countries and developed a focus on child-centred practices (McMullen et al., 2005).
Within this perspective, the philosophy of the Turkish early childhood education
program is developed by understanding that the general developmental
characteristics of all age groups are common to all children in that age group, but that
each child is unique (MONE, 2013). This can be seen in the fundamental goals and
principles of the program which are in line with the philosophy of developmentally
appropriate practices toward the child, including supporting children to development
physical, cognitive, emotional, and social skills; constructing activities in line with
the children’s age, interest, and needs; constructing curricula emphasizing active
learning, provision of a rich and supporting environment in existence with the
teacher as a guide and a facilitator rather than instructor; and forming an alliance
with parents to educate children (Erdiller & McMullen, 2003).

According to the early childhood education program offered by MONE

(2013), a daily training flow of a typical preschool consists of sections such as start
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time, play time, activity time, and evaluation time. Time to start the day helps
children to adjust to each other and to other activities during the day. In this process,
the interaction of children with each other and with the teacher is ensured. For
example, the teacher and children sit in a convenient place in the classroom or
garden and greet each other. The teacher starts conservation by asking questions
about the children’s daily experiences, mood of the day, and important changes in
their lives. This process in generally accompanied by activities such as singing, story
telling, and finger games. Following this, the teacher introduces the children to
learning centers and the play section starts where the children are involved in free
play activity in their preferred centers, as well as a field trip and morning walk.
Activity time includes activities that are in line with children’s needs and interests,
characteristics of developmental period, and certain gains. At the end of the day, the
whole group is gathered together and a conversation is held for the purpose of
evaluation. Children are facilitated to evaluate the plays and activities they were
involved in and the materials and environment they engaged in through open-ended

questions.

2.4.3 Preschool teachers in Turkey

Quality early childhood education is related to the quality of preschool teachers’
trainings. In line with this statement, the Turkish education system has brought a
number of innovations in the early childhood teacher training curriculum in order to
improve the teachers’ quality. The previous curriculum had some major problems
which affected the quality of teacher training, such as limited number of teaching
profession courses and general education courses, repetition of courses because of

overlapping content, limited university—community partnership, and limited
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exposure to scientific research experiences (Atay-Turhan, Koc, Isiksal, & Isiksal,
2009). In order to improve the competency of pre-service teachers in teaching young
children and designing an appropriate learning environment for all children, as well
as to facilitate their awareness on social, cultural, and historical issues several steps
were taken, such as increasing the numbers of teaching profession courses, general
education courses, and research courses (Atay-Tuhan et al., 2009). It seems that
Turkish teachers strive to be successful to reach some standards in their profession.
A study comparing teachers’ beliefs about the appropriate practices toward three- to
five-year-old children from five different countries, as well as the philosophies of
professionals across these countries —the U.S., China, Taiwan, Korea, and Turkey-
showed that Turkish teachers shared similar views with other teachers regarding the
content across the curriculum, promoting social/emotional development, providing
concrete/hands-on materials, and allowing play/choice in the curriculum (McMullen
et al., 2005).

Studies show that Turkish preschool education teachers adopt a child-
centered perspective in their practices toward children (Erdiller & McMullen, 2003;
McMullen et al., 2005). This child-centeredness is balanced with the traditional
Turkish family notion of respect and deference to authority (McMullen et al., 2005),
which seems consistent with findings of a study on Turkish preschool teachers’
beliefs about developmentally appropriate practices toward children (Erdiller &
McMullen, 2003). In this particular study, there was a general tendency among
teachers toward a conceptualization of authority in which the teachers are to be kind
but strict in establishing order and setting limits in classroom, as well as an emphasis
on authority based shared decision-making with the children. However, Turkish early

childhood teachers were found to be less traditional and more developmentally
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appropriate regarding authority in the classroom, as they define the authority figure
with the words of “friend” and “guide” and emphasized the need for the teacher to be

“kind” but in control (Erdiller & McMullen, 2003).

2.4.4 Importance of the teachers for childcare

An educational system contains three main components; students, teachers, and
curriculum. The efficiency and effectiveness of the system depends upon the
congruence between these three components (Karagozoglu & Murray, 1988). How
much the child can discover and at the pace he can learn are closely linked to how
much the child's environment is supportive and what opportunities are available to
the child. At this point, the quality of the environment provided by the early
childhood education settings gains importance. The teacher’s characteristics are one
of the most important determinants of the quality of preschool education and the
development of the child (MONE, 2013). Children can discover and benefit from the
learning opportunities offered in a supportive environment where they feel worthy,
loved, and confident. The most important component of this supportive environment
is the consistent and secure relationship established between the teacher and the child
(MONE, 2013). Teachers’ beliefs or theories about practices can be defined as the
ideas about instruction that teachers gain through their personal experiences
depending on their practical knowledge (Erdiller & McMullen, 2003). An
understanding of teachers’ beliefs and applied instructional practices provides us
with a perspective through which a holistic picture of an educational system can be
obtained, because it is about what teachers believe and how they make decisions
about instruction (Erdiller & McMullen, 2003). Literature is limited in terms of

investigating teachers’ beliefs about appropriate practices toward children. Previous
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studies mostly studied the mothers’ views about sensitive appropriate practices
toward children. However, highlighting teachers’ views is of critical importance in
understanding the early childhood education in a system. So, this study offers a new

and different perspective.

2.5 Overview and the hypotheses of the study

Given the importance of the preschool teachers’ role for the early childcare network
and the consensus between childcare providers’ attitudes about caregiving, this study
focuses on the sensitivity beliefs of two caregivers in the care network of a particular
child, who are mothers and their children’s teachers at preschool. First, the
sensitivity beliefs of these two groups will be explored in comparison with the views
of the experts, who provided a categorical description about the sensitive parenting
behaviors. Second, possible similarities and differences in the caregiver’s sensitivity
beliefs between the mothers and teachers at preschool will be investigated. Third,
maternal sensitivity beliefs will be examined in accordance with education level to
determine if maternal sensitivity belief scores differ between mothers depending on
their education level. Last, it will be studied whether the similarity between the two
groups’ beliefs may change depending on psychological health of the child they take
care of.

Previous studies showed a significant overlap in sensitivity beliefs of various
groups. In accordance with previous findings discussed in the literature review (e.g.,
Emmen et al., 2012; Ekmekci et al., 2015; Mesman et al., 2015), in this study it is
expected that mothers and teachers will share similar ideas about sensitive behaviors.
However, it is important to note that there are studies also revealed some specific

differences in individuals’ beliefs (e.g., Durger et al., 2009; Erdiller & McMullen,
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2003; McMullen et al., 2005; Yagmurlu et al., 2009). Although previous studies
provide information about mothers, information about teachers is limited. These
studies did not identify the early childhood education teachers’ beliefs about
maternal sensitivity; instead they focused on professionals’ views such as child
psychologists and family therapists. So, in this study, hypotheses about the teachers
were developed according to the findings obtained from studies with professionals
(e.g., Ekmekci et al., 2015; Emmen et al., 2012), considering that teachers overlap
with professionals regarding their field knowledge. This study aims to contribute to
the literature by highlighting possible differences and similarities in beliefs among
the mothers and teachers which in turn can lead to new studies aiming at

enhancement of child development in Turkey.

In this study, hypotheses are as follows:

1. The magnitude of the positive association of the mothers with the experts
will be similar to the magnitude of the positive association of the teachers
with the experts.

2. There will be no significant differences in terms of the degree to which the
mothers and preschool teachers find each behavior descriptive for the ideal
mother.

3. As the mothers’ level of education increases, their views will become
more similar to the preschool teachers’ and expert’s views.

4. There will be negative relation between the participants’ sensitivity belief

scores and children’s psychological wellbeing.
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CHAPTER 3

METHOD

3.1 Sample of the study

As the main goal of this study was to explore the degree of similarity between
sensitivity beliefs of two caregivers who were in the network of a specific child, the
sample consisted of the mothers and their children’s teachers at preschool. A total of
51 mothers and 36 preschool teachers participated to the study. Each teacher was
paired with the mother(s) of one or two children in her class. Thus, among the 36
preschool teachers, each of 24 preschool teachers was paired up with mothers of two
students in her class (a total of 48 mothers) and three preschool teachers paired up
with mother of one student in her class (a total of three mothers).

The remaining nine teachers could not be matched with any mothers as the
mothers could not be recruited. Since the sensitivity belief score of the teachers did
not change significantly, these teachers did not excluded from the sample in order to
keep the sample number strong. Therefore, the total number of participants was 87,
including 36 teachers and 51 mothers. Sampling was conducted in five public
preschools in Istanbul and Manisa, Turkey. The preschools were selected by
convenience sampling. The mean age for children was 59.96 months (n =51, SD =

8.69). Children’s ages ranged from 39 to 77 months.

3.2 Procedure
Data collection occurred between October 2017 and January 2018. Data were
collected in individual interview format either during home visits or school visits.

While the mothers’ data were collected at home visits, the teachers’ data were
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collected at school visits. In some cases, mothers were invited to the schools since
the school had opportunity to provide private room to the researcher for the sorting
implementation procedure. However, in most cases schools had limited opportunity
to provide quiet environment. So, mothers preferred home visits.

Data collection lasted approximately 75 minutes with each participant. At
first, the permission of Bogazi¢i University Ethics Committee (INAREK) was
obtained. Following this the permissions of Istanbul Provincial National Education
Directorate and Manisa Provincial National Education Directorate were obtained
(see Appendix A). After that, school administrations were contacted in order to ask
for their cooperation to collect data from public schools.

After obtaining the consent from the school directors for the participation, the
teachers were given consent forms and consent forms were sent to parents through
the teachers. Some teachers were hesitant about inviting the parents to participate to
the study because of the duration of the assessment. The teachers informed the
parents about the study via classes’ social media groups. In some cases, the teachers
asked parents, who they thought would be willing to participate, to join the study.

The mothers and preschool teachers who gave their consent for the study
were asked to fill out the demographic information form and the SDQ based on their
observations about the child. The completed questionnaires were collected from the
mothers and teachers during the school and home visits by the researcher herself and
packed in the individual files. The MBQ assessment was conducted in a quiet room

at the family’s home or on school ground.
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3.3 Measures

3.3.1 Mother demographic information form

The mothers were asked to report their child’s age, gender, school type (private or
public), the number of children they had, the birth order of them and their gender, as
well as their age, marital status, occupation, educational level, family income and,
the information of the primary caregiver of the child at home, the extent to which
they had disagreements with the teacher about the practices for the child, the extent
to which the mother was interested in the child and family psychology trainings (see
Appendix B and Appendix C for English and Turkish forms, respectively).

Also, the mothers were asked to answer some open-ended questions after the
MBQS implementation. These questions covered the age and gender of the child the
mother imagined when she was doing the MBQ sorting, as well as her ideas about
the importance of being a sensitive mother and her views on why her sorting
represented the ideal mother.

A summary of descriptive statistics for the mother and family characteristics
of the study are presented in Table 1. Since only one mother reported that she
dropped out the school before completing the primary school, this mother’s
education level is not presented in the table below (Table 1). Also, almost all mothers
(n = 50) reported that they did not experience any disagreement with their child’s

preschool teacher regarding the practices for children.

3.3.2 Teacher demographic information form
The teachers were asked to provide information about their classroom (i.e., age
group of children, type of childcare program, the number of children they are

responsible for in classroom, the number of assistant teacher, communication with
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the parents, the number of parent-teacher meetings in a month, the information of the
points where teacher was having disagreement with the parents about the practices
for the child), their job qualification (i.e., education level, work experience,
attendance to field trainings regarding the child and family psychology).

Teachers were also asked other personal information (i.e., marital status,
family income, birth year, the number of children that they had, the birth order of
their children and their gender) (see Appendix D and Appendix E for English and
Turkish forms, respectively). In addition, they answered some open-ended questions
after the MBQS implementation. These questions covered the age and gender of the
child teacher imagined when she was doing the MBQ sorting, as well as her ideas
about the importance of being a sensitive mother and her view on why her sorting
represented the ideal mother.

Among the teachers, twenty-seven of the teachers reported to work in public
schools, while remaining eight teachers reported to work in private schools. Since
only one teacher worked in a municipal preschool, this teacher was included in
public school category. A summary of descriptive information regarding the teacher
characteristics is presented in Table 2. Additional information regarding the
classroom and teacher characteristics in terms of classroom context is presented in
Table 3. Other than demographic information forms, data collection procedure
included the card sorting implementation which provided information about the
mothers’ and teachers’ views in terms of sensitive behaviors. The detailed
information about the sorting implementation is provided in the following

subheading.
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Table 1. Descriptive Statistics for the Parents” Demographic Characteristics

Descriptive Variables M SD Min. Max.
Mother age (years) (n = 51) 33.25 4.93 22 45
The number of children in the family unit 1.71 73 1 4
Descriptive Variables (n = 51) f
Mother education level

Primary school 4

Secondary school 7

High school 24

Two-year year college 6

University (4 years) 9
Monthly family income

<1500 3

1500-2999 23

3000-4499 15

> 4500 10
Employment of the mother

Employed 7

Unemployed 44
Working status of the mother

Working 4

Used to work 32

Never worked 15
Gender diversity of children in a family unit

All girl(s) 17

All boy(s) 18

Both girl(s) and boy(s) 16
The division of childcare tasks at home

Only mother 27

Mother and others (i.e., father & elder relatives) 24
Field training of the mother

Have attended trainings 13

Never attended trainings 48
The imagined gender of the hypothetical child while sorting MBQ cards

A qgirl 18

A boy 19

Imagine no gender 4

Imagine both a girl and boy 10
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Table 2. Descriptive Statistics for the Teacher Characteristics

Descriptive Variables (n = 36) M SD Min. Max.
Teacher age (years) 32.33 6.38 22 53
The number of children in the family unit .94 .89 0 3
Weekly working hour 33.66 804 25 51
Work duration in teaching profession 9.33 524 1 31
Descriptive Variables (n = 36) f
Teacher education
High school 2
Two-year year college 5
University (four years) 27
Master degree 2
Field training of the teacher
Have attended trainings 24
Never attended trainings 12
Monthly family income
< 1500 2
1500-2999 4
3000-4499 5
> 4500 22
Marital status of the teacher
Married 26
Not married 10
Being a mother
Yes 23
No 13
Gender diversity of children in a family unit
All girl(s) 7
All boy(s) 9
Both girl(s) and boy(s) 7
The imagined gender of the hypothetical child while sorting the MBQ
A girl 8
A boy 4
Imagine no gender 13
Imagine both a girl and boy 10
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Table 3. Descriptive Statistics for the Teachers in Classroom Context

Descriptive Variables (n = 36) M SD Min. Max.
Number of students in class 18.08 282 12 24
Number of co-teacher per class 81 71 0 4
Number of parent-teacher contact in a month  4.78 593 0 20
Descriptive Variables (n = 36) f
Having help during class

Having a co-teacher 26

Not having 10
Teacher-parent meeting on a regular basis

Yes 31

No 5
Teacher-parent conflict

Experience of disagreement 20

No conflict 16

3.3.3 Views about the ideal mother (sensitivity beliefs)

Maternal Behaviour Q-Sort Version 3.1 (MBQS; Pederson & Moran, 1995;
Pederson, Moran, & Bento, 1999) was used to assess the mothers’ and teachers’
views about the ideal sensitive mother. The MBQS consists of 90 cards with
statements about maternal behaviors such as “Encourages the baby’s initiatives in
feeding”, “Ignores positive signals”, “Attempts to involve the baby in games or
activities that are beyond the baby’s current capability”, “When the baby is
distressed, mother is able to identify the source”. Since the original items were
designed to be evaluated by professionals rather than parents, the simplified versions
of the behavioral descriptions were used for presenting the study to make them more
understandable for the mothers, taking the previous studies as example (e.g., Emmen
et al., 2012; Mesman et al., 2016) (see Appendix F and Appendix G for English and
Turkish forms of MBQS, respectively). For example, in this version, the item

““Provides the baby with little opportunity to contribute to the interaction’’ was

simplified into ‘‘Gives her child little opportunity to play along or to respond’’. The
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adaptation study of the scale to Turkish was done by Stimer et al. (2016) in a sample
of 85 mothers with children aged between 10 months to 50 months. The inter-rater
reliability coefficient was found to be .85.

The mothers and teachers sorted the cards into nine stacks from “least
descriptive” (1) to “most descriptive” (9) of the ideal mother and they were given the
same directives as provided by the MBQS sorting protocol (see Appendix H and
Appendix | for English and Turkish forms of MBQS protocol, respectively). They
were explicitly told that there was no right or wrong answers and the important thing
was the behaviors they found appropriate for their ideal mother, not their own
behavior as a mother. The protocol includes directives as follows:

“We want to learn your ideas about ideal mother. We have 90 cards about maternal
behavior. | would like you to split these 90 cards into 9 groups of 10 cards. On the
right side, you will put the behaviors that you find completely appropriate to the

ideal mother, and on the left side, you will put the behaviors that you do not find
appropriate for the ideal mother. Dividing cards into 3 groups in the first place makes
your work easier. I'll give you the cards soon. Read the text on the card completely.
You can ask me if there is anything you don't understand, or if you have a question.
There is no right or wrong answer, the important thing in this research is not your
own behavior as a mother, but the behaviors you find appropriate for your ideal
mother.”

First, they were asked to sort the cards into three stacks: “Group A: do not fit
the ideal mother at all,” “Group B: do not fit nor do fit the ideal mother,” and “Group
C: fit the ideal mother really well”. Further explanations were provided in line with
the standardized protocol in case the participants ask questions about the items. After

the participants distributed the cards into three stacks, they were asked to sort each
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stack into three more stacks. When all cards are distributed into nine stacks, the
teachers and mothers were asked to distribute the cards evenly across the stacks until
each stack consists of 10 cards. Consistent with the standard Q-sort methodology, for
data analysis, each mother’s and teacher’s sort was represented as an individual
variable which consisted of 90 cases, representing the 90 cards. In order to compute
the sensitivity belief scores, participants’ sorts were correlated with the criterion sort
representing the prototypically sensitive mother. The criterion sort was provided by
the authors of the MBQS (Pederson et al., 1999). Sensitivity belief scores ranged
from -1.00 to 1.00. High positive scores reflected high concordance with the criterion
sort that reflected the highly sensitive mother. Also, a higher correlation referred to a
greater overlap between the participant’s beliefs about the ideal mother and
attachment theory’s notion of the highly sensitive mother.

A pilot study was done with a graduate guidance and psychological
counseling student and a graduate early childhood education student beforehand. The
sorting procedure lasted for around 75 minutes with each participant. Sorts were
coded right after the implementation (see Appendix J). Also, resulting sorts were

videotaped in order to check the coding.

3.3.4 Psychological wellbeing of the child

The Strengths and Difficulties Questionnaire (SDQ; Goodman, 1997) was used
to screen children’s psychological problems by their mothers and teachers. The
SDQ is a brief behavioral screening questionnaire that is completed in about
five minutes by parents or teachers of children aged 4 to 16 years (Goodman,
1997) and there is a self-report version for 11- to 16-year-olds (Goodman,

Meltzer, & Bailey, 1998). The SDQ shows internal consistency (Cronbach’s
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alpha =.73) and retest stability after 4 to 6 months (M = 0.62) (Goodman,
2001). Adaptation studies of the parent version were conducted by Giivenir et
al., 2008) with a sample of 514 adolescents and 504 parents. The Cronbach’s
alpha coefficients for emotional symptoms, conduct problems, hyperactivity-
inattention, peer problems, and prosocial behavior subscales and the total
difficulty score were .73, .65, .80, .37, .73, and .84, respectively (Gtlivenir et al.,
2008). Internal consistency coefficients for the teacher version were also found

to be as .77, .68, .80, .28, .75, and .83, respectively (Eremsoy, 2007).

In this study, the mothers and teachers scored a total of 25 items on a 3-point
scale with 0 = not true, 1 = somewhat true, and 2 = certainly true. Subscale scores,
ranging from 1 to 10, were computed by summing scores on relevant items after
recoding reverse items. Higher scores on the prosocial behavior subscale reflected
strengths, whereas higher scores on the other four subscales reflect difficulties. In
this current study, the reliability analyses were conducted for both mother and
teacher reported SDQ data.

For the mother-reported SDQ, the Cronbach’s alpha coefficients for the
emotional symptoms subscale, conduct problems subscale, hyperactivity-inattention
subscale, peer problems subscale, and prosocial behavior subscale were .64, .35, .72,
.09, and .59. Also, the reliability coefficient for the total difficulty was found to be as
.67. For the teacher-reported SDQ, the Cronbach’s alpha coefficients for the
emotional symptoms subscale, conduct problems subscale, hyperactivity-inattention
subscale, peer problems subscale, and prosocial behavior subscale were .87, .71, .87,
.65, and .75, respectively. Also, the reliability coefficient for the total difficulty was
found to be as .88. In line with previous studies (e.g., Stevenson et al., 2010) in this

study, a total difficulty score, ranging from 1 to 40 was calculated by summing the
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scores on the emotional symptoms, conduct problems, hyperactivity-inattention, and
peer problems subscales and analyses were conducted based on the total difficulty
score.

Participants were given different versions of the SDQs by paying attention to
scorer of it and taking the child’s chronological age into consideration (see
Appendixes K — S for English and Turkish forms of SDQs). In the following, the cut
off scores of teacher-reported and mother reported SDQ are presented. It is important
to note that these cut off scores are different for parent and teacher forms. Copies of
the questionnaire and details on items and scoring were obtained from
http://www.sdginfo.com/. A summary of descriptive statistics for SDQ scale scores
for the children regarding the mothers’ and teachers’ reports on emotional symptoms,
conduct problems, hyperactivity/ inattention, peer relationship problems, and
prosocial problems are presented in Table 4.

For the parent-reported SDQ for 2 to 4 year-olds, the score of 0 to 2 in
emotional problems, 0 to 3 in conduct problems, 0 to 3 in hyperactivity, 0 to 2 in
peer problems, 7 to 10 in prosociality and 0 to 12 in total difficulties categorized as
in the no-risk banding. The score of 3 in emotional problems, 4 in conduct problems,
6 in hyperactivity, 3 in peer problems, 6 in prosociality and 13-15 in total difficulties
categorized as in the at-risk banding. The score of 4 to 10 in emotional problems, 5
to 10 in conduct problems, 7 to 10 in hyperactivity, 4 to 10 in peer problems, 0 to 5
in prosociality and 16-40 in total difficulties categorized as in the severe banding.

For the parent-reported SDQ for 4 to 17 year-olds, the score of 0 to 3 in
emotional problems, 0 to 2 in conduct problems, 0 to 5 in hyperactivity, 0 to 2 in
peer problems, 6 to 10 in prosociality and 0 to13 in total difficulties categorized as in

the no-risk banding. The score of 4 in emotional problems, 3 in conduct problems, 6
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in hyperactivity, 6 in peer problems, 5 in prosociality and 14-16 in total difficulties
categorized as in the at-risk banding. The score of 5 to 10 in emotional problems, 4
to 10 in conduct problems, 7 to 10 in hyperactivity, 4 to 10 in peer problems, 0 to 4
in prosociality and 17-40 in total difficulties categorized as in the severe banding.

For the teacher-reported SDQ for 2 to 4-year olds, the score of 0 to 2 in
emotional problems, 0 to 2 in conduct problems, 0 to 1 in hyperactivity, 0 to 2 in
peer problems, 5 to 10 in prosociality and 0 to 10 in total difficulties categorized as
in the no-risk banding. The score of 3 in emotional problems, 3 in conduct problems,
5 to 6 in hyperactivity, 3 to 4 in peer problems, 4 in prosociality and 11-14 in total
difficulties categorized as in the at-risk banding. The score of 4 to 10 in emotional
problems, 4 to 10 in conduct problems, 7 to 10 in hyperactivity, 5 to 10 in peer
problems, 0 to 3 in prosociality and 15-40 in total difficulties categorized as in the
severe banding.

For the teacher-reported SDQ for 4 to 17 year-olds, the score of 0to 4 in
emotional problems, 0 to 2 in conduct problems, 0 to 5 in hyperactivity, 0 to 3 in
peer problems, 6 to 10 in prosociality and 0 to 11 in total difficulties categorized as
in the no-risk banding. The score of 5 in emotional problems, 3 in conduct problems,
6 in hyperactivity, 4 in peer problems, 5 in prosociality and 12-15 in total difficulties
categorized as in the at-risk banding. The score of 6 to 10 in emotional problems, 4
to 10 in conduct problems, 7 to 10 in hyperactivity, 5 to 10 in peer problems, 0 to 4
in prosociality and 16-40 in total difficulties categorized as in the severe banding. A
summary of descriptive statistics for psychological screening of the children with

respect to no-risk, at-risk, and severe bandings are presented in Table 5.
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Table 4. Descriptive Statistics for the SDQ Scale Scores

Psychological Screening (n = 51) Min.  Max. M SD

Mother-reported scale scores
Emotional problems (0 — 10) 0 9 2.63  2.23
Conduct problems (0 — 10) 0 4 1.63 1.28
Hyperactivity (0 — 10) 0 8 3.75 2.34
Peer problems (0 — 10) 0 5 2.00 1.33
Prosocial (10 - 0) 5 10 8.00 1.58
Overall difficulty score (0 — 40) 2 23 10.00 4.65

Teacher-reported scale scores
Emotional problems (0 — 10) 0 8 1.69 246
Conduct problems (0 — 10) 0 6 .86 1.39
Hyperactivity (0 — 10) 0 10 269  2.86
Peer problems (0 — 10) 0 7 1.73 1.72
Prosocial (10 —0) 2 10 8.10 2.02
Overall difficulty score (0 — 40) 0 26 6.96 6.36

3.4 Data analysis

For the data inspection, two sets of analyses were conducted via the Statistical
Packages for Social Sciences (SPSS — v. 23). First, the group differences were
examined through Independent Samples t-test and one-way Analysis of Variance
(ANOVA) test depending on the nature of the groups in question, or through a non-
parametric Mann-Whitney test in case normality of the distribution was not obtained.
In addition, Pearson Product-Moment Correlations were computed in order to
examine the nature of the relationships among the variables of interest. The
significance level was decided at p value of .05, unless otherwise was not indicated.
Prior to running analyses, the assumptions were evaluated and the normality,
linearity and homoscedasticity of residuals were checked from the residuals

scatterplots.
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Table 5. Descriptive Statistics for Children’s Bandings According to Mother- and

Teacher- Reported SDQ Scale Scores

f

Psychological Screening (n =51) M SD
No-risk At-risk Severe

Mother-reported banding®

Emotional symptoms 155 .81 33 8 10
Conduct problems 131 .62 39 8 4
Hyperactivity/inattention 145 .78 37 5 9
Peer relationship problems 145 .73 35 9 7
Prosocial 1.06 .24 48 3 0
Overall 1.29 61 40 7 4
Teacher-reported banding®
Emotional symptoms 1.27 .67 43 2 6
Conduct problems 1.20 .49 43 6 2
Hyperactivity/inattention 1.29 .70 43 1 7
Peer relationship problems 1.25 .63 43 3 5
Prosocial 116 51 46 2 3
Overall 135 .72 40 4 7

Note: In the banding, no-risk was coded as = 1, at-risk was coded as = 2,

severe was coded as = 3. No-risk banding: Clinically significant problems in this
particular subscale are unlikely, at-risk banding: There is a risk to reflect clinically
significant problems, severe banding: There is substantial risk for clinically significant
problems.

In order to test the first hypothesis, Pearson Product-Moment Correlations
were examined to assess the bivariate relations between the mothers’ and teachers’
individual MBQS scores with the criterion sort. Also, bivariate relations between the
teachers and matched mothers (i.e., the mothers of the teacher’s students) were
assessed. The average sorts per groups of mothers and teachers were calculated and

associations were assessed between the composite sorts of the groups. Univariate

outliers were checked and z-scores of 90-item MBQS scores ranging between -3.29
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and 3.29 were accepted as normal. Also, the mean sensitivity belief scores of groups
of mothers and teachers were compared through Independent Samples t-test.

To test the second hypothesis, the average scores for each MBQS item were
calculated in order to identify the 10 items with the highest averages and 10 items
with the lowest averages for the mothers and teachers, separately. The degree of
overlap in the items that were scored as the most and the least descriptive of the ideal
sensitive behavior was examined. Moreover, the results of the Independent Samples
t-test were examined between the groups on item level. A Kolmogorov-Smirnov test
was used to test the normality for each item of the MBQS and Independent-Samples
Mann-Whitney U test was conducted for a group comparison. Outliers were checked
through the use of stem-and-leaf plots and boxplots. Equality of variance was
checked for each item. Mann-Whitney U test values (U) and test statistics (z) were
reported. When the distribution across groups had the same shape, median values
were reported, otherwise mean ranks were reported.

To test the third hypothesis, three sets of analysis were conducted. Firstly,
the role of education level was explored by using one-way ANOVA test. Following
this, Tukey HSD test for equal variance as determined by Levene’s test, was
conducted for the post hoc comparisons. Lastly, Pearson Product-Moment
Correlations were estimated between the groups’ composite sorts and criterion sort in
order to identify the degree of similarity in groups’ MBQS scores. To test the last
hypothesis, correlations were estimated between the groups based on their

assessment of their children’s psychological wellbeing.
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CHAPTER 4

RESULTS

4.1 Participants’ maternal sensitivity belief scores

Pearson correlation coefficients between each participant’s responses to 90 items and
the responses of the experts were computed in order to represent the sensitivity belief
score. The degree of correlation coefficients indicated the degree of similarity of
participants’ maternal sensitivity beliefs with the experts’ view. Within the
participants, there were no teachers and mothers with outlier sensitivity belief scores

as z-scores were between -3.29 and 3.29.

4.1.1 Relation between the mothers’ sorts and criterion sort

Correlations between each mother’s sort and the criterion sort are demonstrated in
the Table 6. The correlations indicated that there was a significant positive
correlation between each mother’s sort and the expert’s view ranging from .59 (p <
.01) and .83 (p < .01) with a mean of .72, and standard deviation of .06, meaning that

the views of the mothers were very similar to the criterion sort.

4.1.2 Relation between the teachers’ sorts and criterion sort

Correlations between the teachers” MBQ sorts and criterion sort are demonstrated in
the Table 7. The results indicated that there was a significant positive correlation
between each teacher’s sort and the experts’ view ranging from .62 (p < .01) and .84
(p <.01) with a mean of .74 and standard deviation of .05, meaning that the views of

teachers were very similar to the criterion sorts.
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Table 6. Pearson Correlations of the Mothers’ MBQ Sorts with the Experts’ View of the Sensitive Mother

Mothers’ ID?

M; M, M3 My Ms Me My Mg Mo Mio M1y M1,
65" 68" 73" 72" 68" 67" 77" 75" 74" 75" 73" 83"
My May Mis Mie Mi7 Mig Mig Mz M3y Ma> Mz May
68" 627 627 80" 65" 66 76" 67" 78" 81" 78" 617
Mas Mag My Mag Mag M3 \VES M3, M3 M3y Mss Mg
Expert - - - - - - - - - - - -
68 68 74 74 74 71 72 72 79 70 73 .65
\EY, M3g M3g Myo Mgy My My Mgy Mys Mye Mgz Myg
747 707 66 81" 72" 66" 597 747 J7 78" 747 747
Moag Mso Ms;
72" 67" 78"

Note: *Mothers ID codes ranges from 1 to 51, indicating that M; represents Mother1, Ms; represents Mother 51.

“p <.01, N = 90.
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Table 7. Pearson Correlations of the Teachers’ MBQ Sorts with the Experts’ View of the Sensitive Mother

Teachers’ ID?

Ty T T3 T4 Ts Te T; Ts Ty T1o T11 T2
797 75 77" 76 62 72" 75 67" 75 68" 75 74"
Expert Ti3 Tis Tis Ti6 T17 Tis Tig Too T T Tos Tos
76 73" 75 80" 77" 75" 697 70" 83" 84" 79" 79"
Tos Tas Ty Tosg Tag Tao Ta Tao Tas Tas Tas Tas
65 697 75 75 78" 71 68" 697 73" 77" 75 73"

Note: *Teachers’ ID codes ranges from 1 to 36, indicating that T; represents Teacherl, Tz represents Teacher36.

“p <.01,N = 90.
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4.2 Relations between the teachers’ and matched mothers’ views

In this study the degree of similarity between the MBQ sorts of two individuals’
who were in the network of a specific child (i.e., the mother and the child’s
preschool teacher) was examined. Correlation coefficients between the teachers and
matched mothers (i.e., the mothers of the teacher’s students) are presented in the
Appendix T, in a way that each row represents a different teacher-mother pair.
Pearson correlation coefficients indicated that there were significant positive
correlations between the teacher-mother pairs ranging from .58 (p <.01) and .85 (p
<.01), with a mean of .75 and a standard deviation of .06, meaning each teacher
shared similar views with the matched mothers regarding the ideal sensitive

behaviors.

4.3 Views of groups regarding the ideal sensitive behaviors

4.3.1 Group sensitivity belief scores of the mothers and teachers

In order to estimate MBQ sorts of the mother and teacher groups, the 36 sorts of all
teachers and the 51 sorts of all mothers were averaged into composite sorts.
Composite sorts were correlated with the criterion sort, so that correlation
coefficients were computed for the groups in order to represent group sensitivity
belief scores. The degree of correlation coefficients indicated the degree of
similarity of groups’ sensitivity beliefs with the expert’s view. Correlations
between the composite sorts of the groups with each other were also examined in
order to estimate the degree of similarity between the groups. Correlations of

composite sorts are demonstrated in the Table 8.
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Table 8. Pearson Correlations Among the Composite Sorts® of the Mothers,

Teachers and Experts (Criterion)

Expert Teachers Mothers
(n = 36) (n=51)
Expert -
Teachers 84" -
Mothers 827 98~ -

Note: *Composite sort = The average sort per group.
p<.0L

Both the teachers’ (r = .84, n = 36, p <.01) and mothers’ (r =.82, n =51, p
<.01) composite MBQ sorts were highly correlated with the experts’ view. Using
the independent samples t-test with the group effect as the predictor and sensitivity
beliefs as the outcome, it was examined whether there was a significant difference
in mean scores of sensitivity beliefs between the teachers and mothers. A
Kolmogorov-Smirnov test was used to test for normality and normality was
assumed. The mothers’ sensitivity belief score (M = .72, SD = .06, n = 51) was
significantly lower than the teachers (M = .74, SD = .05, n = 36), as determined by
independent samples t-test for equal variance, t(85) = 1.99, p = .05. However, it is
important to note that the mean scores of sensitivity beliefs of both groups showed
a high degree of similarity with the criterion sort, indicating that the views of the
group as a whole about the ideal mother were very similar across the mothers and
teachers. Following scatterplots illustrate the degree of relation between groups (see
Figures 1 - 3). As presented, the relation between the mothers’ and teachers’
composite sorts (r = .98) was higher than the relation between any of these groups

with the experts, indicating that the mothers and teachers shared more similar views
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with each other regarding the ideal sensitive behavior than they shared with the

experts.

R? Linear = 0,702

Expert's MBQS

Teachers' MBQS

Figure 1. The correlation coefficients between the teachers’ composite

MBQ sort and the experts' view of sensitive mother (n = 36)

R? Linear = 0,675

Expert's MBQS

Mothers' MBQS

Figure 2. The correlation coefficients between the mothers’ composite

MBAQ sort and the experts’ view of sensitive mother (n = 51)
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R? Linear = 0,951

Teachers' MBQS

hMothers' MBQS

Figure 3. The correlation coefficients between the mothers’ composite

MBQ sort and the teachers’ composite MBQ sort

4.3.2 Descriptive items among the mothers and teachers

In order to find the items that were scored as the most and the least descriptive of
the ideal sensitive behavior, the average scores for each MBQS item were
calculated for the mothers and teachers, separately. Among the mothers and
teachers, 10 items with the highest averages and 10 items with the lowest averages
were identified as descriptive items and the results are presented in the Table 9 and
Table 10, respectively.

The mothers’ and teachers’ responses overlapped in six out of 10 items
within the most ideal sensitive behaviors, meaning that they found “praising the
child” (item 45), “displaying affection by touching, caressing” (item 47),
“spontaneously expressing positive feelings to the child” (item 81), “vocalizing to
the child throughout the visit” (item 77), “showing delight in interaction with the
child” (item 57) and “playing social games with the child” (item 78) as the most

descriptive of the ideal sensitive behaviors.
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Table 9. Descriptive Items in the Mothers’ MBQ Sorts (n = 51)

The most descriptive behaviors of the ideal mother M
Item 45. Praises the child 8.39
Item 39. Instructive during interactions with the child 8.27
Item 47. Displays affection by touching, caressing 8.22
Item 81. Spontaneously expresses positive feelings to the child 8.22
Item 49. Seeks interactions with the child 8.04
Item 77. Vocalizes to the child throughout the visit 7.98
Item 76. Uses close bodily contact to soothe the child 7.94
Item 57. Shows delight in interaction with the child 7.90
Item 78. Plays social games with the child 7.76
Item 43. Is animated when interacting with the child 7.63
The least descriptive behaviors of the ideal mother

Item 90. Punitive or retaliatory during interactions with the child 1.14
Item 7. Treats the child as an inanimate object when moving her around or  1.33
adjusting her posture

Item 60. Scolds or criticizes the child 1.37
Item 21. Overwhelmed by caretaking demands 1.53
Item 54. Teases the child to promote continued interaction/contact 1.55
Item 88. Interactions with the child are characterized by conflict 1.67
Item 66. Consistently unresponsive 1.86
Item 42. Expressions of affection are limited to perfunctory, mechanical 1.90
kisses, typically on the head

Item 83. Aloof when interacting with the child 1.94
Item 84. Display of affect does not match the child's display of affect (i.e., 2.02

smiles when the child is distressed)

Note: Items were rated nine-point Likert scale in which 1 = “does not fit well at
all”, 2 =“do not fit well”, 3 = “do not fit”, 4 = “do not quite fit”, 5 = “don't know

if it fits”, 6 = “fits a little bit”, 7 = “fits”, 8 = “fits well”, 9 = “fits really well”.
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Table 10. Descriptive Items in the Teachers” MBQ Sorts (n = 36)

The most descriptive behaviors of the ideal mother M

Item 75. Encourages independent exploration of environment 8.56
Item 58. Considers the child's needs when structuring environment 8.33
Item 77. Vocalizes to the child throughout the visit 8.11
Item 45. Praises the child 7.97
Item 78. Plays social games with the child 7.94
Item 81. Spontaneously expresses positive feelings to the child 7.92
Item 57. Shows delight in interaction with the child 7.81
Item 40. Encourages the child's initiatives in feeding 7.72

Item 68. Interactions appropriately vigorous and exciting as judged from 7.72
the child's responses

Item 47. Displays affection by touching, caressing 7.69
The least descriptive behaviors of the ideal mother

Item 90. Punitive or retaliatory during interactions with the child 1.08
Item 60. Scolds or criticizes the child 1.19

Item 7. Treats the child as an inanimate object when moving her around or  1.31
adjusting her posture

Item 54. Teases the child to promote continued interaction/contact 1.44
Item 66. Consistently unresponsive 1.47
Item 88. Interactions with the child are characterized by conflict 1.64
Item 18. Home shows little evidence of presence of the child 1.69
Item 21. Overwhelmed by caretaking demands 1.86

Item 84. Display of affect does not match the child's display of affect (i.e., 2.03
smiles when the child is distressed)

Item 9. Ignores positive signals 2.06

Item 83. Aloof when interacting with the child 2.06

Note: Items were rated nine-point Likert scale in which 1 = “does not fit well at
all”, 2 = “do not fit well”, 3 = “do not fit”, 4 = “do not quite fit”, 5 = “don't know
if it fits”, 6 = “fits a little bit”, 7 = “fits”, 8 = “fits well”, 9 = “fits really well”.

The mothers’ and teachers’ responses overlapped in nine out of 10 items
within the least ideal sensitive behaviors, meaning that they found “being punitive

or retaliatory during interactions with the child” (item 90), “treating the child as an
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inanimate object when moving her around or adjusting her posture” (item 7),
“scolding or criticizing the child” (item 60), “being overwhelmed by caretaking
demands” (item 21), “teasing the child to promote continued interaction/contact”
(item 54), “having interactions with the child that are characterized by conflict”
(item 88), “being consistently unresponsive” (item 66), “being aloof when
interacting with the child” (item 83) and “displaying of affect that does not match
the child's display of affect (i.e., smiles when the child is distressed)” (item 84) as

the least descriptive of the ideal sensitive behaviors.

4.4 Differences between the groups on item level

Although the mothers’ and teachers’ views about the ideal sensitive mother showed
a high degree of similarity, there were significant differences between the two
groups in terms of the extent to which they found each item descriptive of the ideal
mother. By independent samples comparison, it was examined whether there were
differences between the groups in how descriptive they found each item for the
ideal mother. A Kolmogorov-Smirnov test was used to test for normality on the
item level comparisons between the mothers and teachers. As the data were not
normally distributed on item level, Independent-Samples Mann-Whitney U test,
which is a nonparametric method of analysis, was conducted for group comparison.
Statistically significant group differences at 12 out of 90 items were revealed (see
Table 11). There was a significant difference between the mothers’ and teachers’
responses for these items in terms of the extent at which they found each item
descriptive for the ideal mother. Outliers and equality of variance were checked for
each item. When the distributions of the scores of the groups have the same shape,

median values were reported, otherwise mean ranks were reported.
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Table 11. Items on Which the Mothers’ and Teachers’ Responses Significantly Differed

Item 11.

Item 17.
Item 33.
Item 38.
Item 39.
Item 50.
Item 53.
Item 55.
Item 58.
Item 68.
Item 74.
Item 75.

Repeats words carefully and slowly to the child as if teaching meaning or labelling an activity

Content and pace of interaction set by the mother rather than according to the child's responses

Repeated series of interventions in search of best method to satisfy the child, resorts to trial and error

Provides nutritional snacks

Instructive during interactions with the child

Creates interesting physical environment for the child

Slows pace down, waits for the child's response during interactions

Respects the child as an individual (i.e., able to accept the child's behaviour even if it is not consistent with her wishes)
Considers the child's needs when structuring environment

Interactions appropriately vigorous and exciting as judged from the child's responses

Anxious about the child's exploration (i.e., hovers over the child)

Encourages independent exploration of environment

Note: Teachers n = 36; Mothers n = 51.
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The following figures presenting the items that were perceived as less
descriptive for the ideal mother by the mothers than the teachers summarize the
frequencies, rank averages and median scores given by the mothers and teachers on
these specified items (see Figures 4 — 9). These items were found to be more

descriptive of the ideal sensitive behaviors by the teachers than mothers.

Mothers Teachers
10,04 10,0
7.5 7,5
507 5.0
2,5 n=51 n=36 2,5
00 Mdn=5 Mdn=7
’ T T T T T T o0

1 T I I
250 200 150 100 50 00 50 100 15,0 20,0 250

Figure 4. Median values and frequencies for the item 50

The median value on the item 50 that is “Creates interesting physical
environment for the child” was significantly lower for the mothers (Mdn =5, n = 51)

than the teachers (Mdn =7, n = 36), U =553, z = -3,261, p < .01.

Mothers Teachers
12 2
104 10
87 8
67 6
41 n=s1 n =36 K
2 Mdn =6 Mdn =7 Lo
T T T T I T T T T
200 150 100 50 00 50 100 150 200

Figure 5. Median values and frequencies for the item 53

The median value on item the 53 that is “Slows pace down, waits for the
child's response during interactions” was significantly lower for the mothers (Mdn =

6, n = 51) than the teachers (Mdn =7, n =36), U =593, z=-2,888, p <.01.
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Mothers Teachers

125 H2
10 10
8 6
57 5
4- 4
7 2
o4 N=51 n=36 Lo
Mdn =6 Mdn = 8.5
-2 -2
T T T T I T T T T
200 15,0 10,0 50 00 50 10,0 150 200

Figure 6. Median values and frequencies for the item 55

The median value on the item 55 that is “Respects the child as an individual,
i.e., able to accept the child's behaviour even if it is not consistent with her wishes”
was significantly lower for the mothers (Mdn = 6, n = 51) than the teachers (Mdn =

8.5,n =36), U =5585,z=-3,163, p < .01

Mothers Teachers

-0

n=>51 n=236
47  Mean Rank = 37.51 Mean Rank = 53.19 B
) 1 | ) ) ) 1 I
200 15,0 100 50 , 50 100 150 200

Figure 7. Rank averages and frequencies for the item 58

The rank average on the item 58 that is “Considers the child's needs when
structuring environment” was significantly lower for the mothers (Mean Rank =
37.51, n = 51) than the teachers (Mean Rank = 53.19, n = 36), U =587,z = -2,994, p
<.01.

The rank average on the item 68 that is “Interactions appropriately vigorous
and exciting as judged from the child's responses” was significantly lower for the
mothers (Mean Rank = 35.05, n = 51) than the teachers (Mean Rank = 56.68, n = 36),

U =4615,z=-4,027, p <.001.
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Mothers Teachers

12 12
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8- 8
6] 5
47 4
1 n=st n=236 2
g_ Mean Rank = 35.05 Mean Rank = 56.68 :0,
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20,0 150 10,0 50 00 50 10,0 150 20,0
Figure 8. Rank averages and frequencies for the item 68
Mothers Teachers
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Figure 9. Rank averages and frequencies for the item 75

The rank average on the item 75 that is “Encourages independent exploration
of environment” was significantly lower for the mothers (Mean Rank = 35.82, n =
51) than the teachers (Mean Rank = 55.58, n = 36), U =501, z = -3,825, p < .001.

The following figures presenting the items that were perceived as more
descriptive for the ideal mother by the mothers than the teachers summarize the
frequencies, rank averages and median scores given by the mothers and teachers on

these specified items (see Figures 10 — 15).

Mothers Teachers

10,0
757
5,07

2,57

0,0

Figure 10. Median values and frequencies for the item 11
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The median value on the item 11 that is “Repeats words carefully and slowly
to the child as if teaching meaning or labelling an activity" was significantly higher
for the mothers (Mdn = 7, n = 51) than the teachers (Mdn = 5.5, n = 36), U =526.5, z

= -3,451, p < .01.

Mothers Teachers

T
200
Figure 11. Median values and frequencies for the item 17
The median value on the item 17 that is “Content and pace of interaction set

by M rather than according to the child's responses’ was significantly higher for the

mothers (Mdn = 3, n = 51) than the teachers (Mdn =2, n =36), U =610.5,z =-

2,745, p < .01.
Mothers Teachers
129 12
107 -0
8 -8
57 6
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Figure 12. Rank averages and frequencies for the item 33

The rank average on the item 33 that is “Repeated series of interventions in

search of best method to satisfy the child, resorts to trial and error” was significantly
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higher for the mothers (Mean Rank = 50.32, n = 51) than the teachers (Mean Rank =

35.04,n =36), U=595.5, z=-2,846, p < .0l

Mothers Teachers
10 ) 10
7 8
Eﬁ
n=36
4 Mdn = 7
) I 1 ) 1 I 1 1 |
200 150 100 50 0,0 50 100 15,0 200

Figure 13. Median values and frequencies for the item 38

The median value on the item 38 that is “Provides nutritional snacks” was
significantly higher for the mothers (Mdn = 8, n = 51) than the teachers (Mdn =7, n

=36), U =1643,z=-2,431, p <.05.

Mothers Teachers
10,0 ~10,0
757 7.5
50 5.0
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25 Mean Rank = 52.63 Mean Rank = 31.78 25
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T T I T I T T I T
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Figure 14. Rank averages and frequencies for the item 39

The rank average the on the item 39 that is “Instructive during interactions
with the child” was significantly higher for the mothers (Mean Rank = 52.63, n = 51)
than the teachers (Mean Rank = 31.78, n = 36), U =478, z = -4,005, p < .001.

The median value on the item 74 that is “Anxious about the child's
exploration (i.e., hovers over the child)” was significantly higher for the mothers
(Mean Rank = 50.66, n = 51) than the teachers (Mean Rank = 34.57, n = 36), U =

578.59, z = -3,026, p < .01.
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Figure 15. Median values and frequencies for the item 74

4.5 Sensitivity beliefs of the mothers depending on the level of their education

The mothers (n = 51) were grouped regarding their education levels and three
subgroups were formed as the low-educated mothers (Mother-L, n = 12), mid-
educated mothers (Mother-M, n = 24) and high-educated mothers (Mother-H, n =
15). The mothers with education level lower than high school were coded as low-
educated, the mothers with a high school degree were coded as mid-educated and the
mothers with an education level higher than the high school were coded as high-
educated. Thus, 12, 24 and 15 sorts of the Mother-L, Mother-M and Mother-H
groups respectively were averaged into three composite sorts in order to represent the
groups’ MBQ sorts. The results of correlations across composite sorts are presented
in the Table 12.

The sensitivity belief score of the high-educated mothers (r = .83, p < .01)
was higher than the middle-educated mothers (r = .81, p <.01) and that of the
middle-educated mothers was higher than the low-educated mothers (r = .79, p <
.01), meaning that the high-educated mothers’ views were more similar to the MBQ
criterion sort than the mid-educated mothers and the mid-educated mothers’ views
were more similar to the MBQ criterion sort than the low-educated mothers, while
the teachers’ views were the most similar to expert’s views. When all participant’s

sorts (n = 87) were averaged into a composite sort, its correlation with the experts’
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sort was found be as .83. Using analysis of variance (ANOVA), this study tested
whether there were significant differences between the mothers with different
educational levels (low-educated, mid-educated, and high-educated) and teachers in
terms of sensitivity beliefs scores. Thus, 12, 24 and 15 belief scores of the Mother-L,
Mother-M and Mother-H groups respectively were averaged into three mean

sensitivity belief scores in order to represent the groups’ MBQ sorts.

Table 12. Pearson Correlations of Composite Sorts® of the Mothers with Different

Educational Levels and the Expert’s View of the Sensitive Mother

Variable Expert Teacher  Mother-L  Mother-M  Mother-H
Expert -

Teachers 84" -

Mother-L 797 957 -

Range (.62 -.75)

Mother-M 81" 97" 98~ -

Range (.59 -.81)

Mother-H 837 98 96~ 98” -
Range (.68-.83)

Note: Mother-L = Low-educated mothers (n = 12); Mother-M = Middle-educated
mothers (n = 24); Mother-H = High-educated mothers (n = 15); Teachers (n = 36).
i*Composite sort = The average sort per group.
p<.0L
A Kolmogorov-Smirnov test was used to test for normality and normality
was assumed. Levene’s test of equality of variance indicated equality, F(3,83) =
1.24, p = .302. Group differences in sensitivity beliefs were examined by one-way

ANOVA. For post hoc comparisons, Tukey HSD test for equal variance was used

and the results are presented in the Table 13.
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Table 13. Sensitivity Belief Scores of the Mothers with Different Educational Levels

and Teachers

Tukey’s HSD Comparisons
(p values for Post-Hoc test)

N =87 M SD  Range  Teachers Mother-L Mother-M Mother-H

Teachers .74 .05 22 -

*%k

Mother-L .68 .04 13 .006 -
Mother-M .71 .06 .22 208 320 -
Mother-H .75 .04 .15 937 006" 155 -

Note: Mother-L = Mother low-educated; Mother-M = Mother middle-educated:;
Mother-H = Mother high-educated.
Teachers n = 36, Mother-L n = 12, Mother-M n = 24, Mother-H n = 15.
p<.0L

The mean scores of sensitivity beliefs differed significantly between the
groups, F(3,83) =5.31, p < .01. The views of the teachers (M =.74, SD =.05) and
high-educated mothers (M =.75, SD = .04) were significantly more similar to the
MBQ criterion sort than the low-educated mothers (M = .68, SD =.04). As the
mothers’ education levels increased, their views about ideal sensitive behaviors
became more similar to the expert’s views. Also, as the education level difference

increased within the mothers, their agreement on the sensitive behaviors became less

similar.

4.6 Group sensitivity belief scores regarding children’s psychological difficulties

The correlation between the mothers and teachers on the SDQ total scale scores was
found to be as .44 (p < .01, n = 51). Moreover, correlations between the mothers’ and
teachers’ responses on the emotional symptoms subscale, conduct problems
subscale, hyperactivity-inattention subscale, peer problems subscale, and prosocial

behavior subscale were found to be as .46, .26, .45, .13, and .37 (p < .01, n = 51)
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respectively. Moreover, while the correlation between the mother-reported difficulty
score and mothers’ sensitivity scores was -.23 (n = 51, p < .01), the correlation
between the teacher-reported difficulty score and teachers’ sensitivity scores was .01

(p<.01,n=27).

4.7 Similarities and differences in the views of the mothers
Mothers (n = 51) were grouped into different subgroups regarding the number of
children they had in a family unit, gender diversity of their children in a family unit,
gender of child that they imagined while sorting the MBQS cards, and their childcare
responsibility share at home. The sorts of each group were averaged into composite
sorts. Correlations were computed between the different sorts and expert’s sort. In
the following step, mean sensitivity belief scores of groups were compared in order
to examine whether there were significant differences between the groups or not.
When the mothers (n = 51) were grouped regarding the number of their
children, two subgroups were formed as mothers having one child (n = 22) and
mothers having more than one child (n = 29). Correlation of the composite sorts of
the groups with the criterion sort was found to be as .82 for both groups of mothers
(p <.01), indicating that these two groups of mothers shared similar views with the
experts. Correlation of the composite sorts of the groups with each other was found
to be as .99 (p <.01), indicating that these two groups of mothers shared similar
views with each other with respect to the ideal sensitive behaviors. There was no
significant difference between the mothers with one child (M =.72, SD =.05) and
mothers having more than one child (M = .71, SD = .06) in terms of sensitivity belief
scores, as determined by the independent samples t-test for equal variance, t(49) =

30, p=.77.
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When the mothers (n = 51) were grouped regarding gender diversity of their
children in a family unit, three subgroups were formed as mothers having only
daughter(s) (n = 17), mothers having only son(s) (n = 19) and mothers having both
daughter(s) and son(s) (n = 16). Correlation s of the composite sorts of the groups
with the criterion sort were .83, .82, and .80, respectively. Results indicated that
mothers shared similar views with the experts with respect to the ideal sensitive
behaviors (p < .01). Also, the views of three groups of mothers showed strong
correlations (range = .96 - .98). The sensitivity belief scores did not significantly
differ between the mothers having only daughter(s) (M = .73, SD =.07), mothers
having only son(s) (M = .71, SD = .06), and mothers having both daughter(s) and
son(s) (M = .71, SD = .04), as determined by the one-way ANOVA (F(2, 48) =
.58, p = .56). In addition, when the mothers were grouped regarding the gender of the
child that they imagined during MBQ sorting, four subgroups were formed as
mothers imagining a girl (n = 18), mothers imagining a boy (n = 19), mothers
imagining no gender (n = 4), and mothers imagining both a girl and boy (n = 10).
Correlations between composite sorts of the groups and the criterion sort were .83,
.82, .80, and .79, respectively (p <.01), indicating that the groups shared similar
views in terms of the ideal sensitive behaviors.

When the mothers (n = 51) were grouped regarding the division of childcare
tasks, two groups were formed as the mothers who reported that they were the only
person taking the responsibility of childcare at home (n = 27) and mothers who
reported that they shared childcare tasks with a second party (i.e., father,
grandparents) (n = 24). Correlation s of the composite sorts of the groups with the
criterion sort were found to be as .81 and .83 (p < .01), respectively, indicating that

these two groups of mothers shared similar views with the experts. Also, the views of
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two groups of mothers showed strong correlation (r = .99, p <.01), indicating that
these two groups of mothers shared similar views with each other with respect to the
ideal sensitive behaviors. There was no significant difference between mothers who
were the only person taking the responsibility of childcare at home (M = .70, SD =
.05) and mothers sharing this responsibility with a second party (M = .73, SD =.06),
based on the results of the independent samples t-test for equal variance, t(49) = -

1.66, p = .10).

4.8 Similarities and differences in the views of the teachers

Teachers (n = 36) were grouped into different subgroups regarding whether they had
participated in trainings on child and family psychology or not, whether they are also
mother or not, gender diversity of their children in a family unit, gender of the child
that they imagined while sorting the cards, and their experience of conflict with the
parents. The sorts of each group were averaged into composite sorts. Correlations
were computed between the sorts of the groups and expert’s sort. In the following
step, mean sensitivity belief scores of the groups were compared in order to examine
whether there were significant differences between the groups or not.

When the teachers (n = 36) were grouped regarding having field training
about child and family psychology, two subgroups were formed as teachers who
participated some training on psychology (n = 24) and teachers who never
participated to such training (n = 12). Correlations of the composite sorts of the
groups with the criterion sort were found to be as .84 and .82 (p < .01), respectively.
Results indicated that these two groups of teachers shared similar views with expert
with respect to beliefs about the ideal sensitive behaviors. In addition, the views of

two groups of teachers showed strong correlation (r = .99, p < .01), indicating that
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they shared similar views with each other. There was no significant difference
between the teachers attending field trainings (M = .75, SD = .04) and teachers who
never attended in trainings on child and family psychology (M = .73, SD = .05)
regarding sensitivity belief scores, as determined by the independent samples t-test
for equal variance, t(34) = .93, p = .36.

When the composite sorts of the teachers who were also mother (n = 23) and
the teachers who were not mother (n = 13) were correlated with the experts’ sort,
correlation coefficients were found as .84 and .83, respectively. Also, when teachers
were grouped regarding gender diversity of their children in a family unit, three
subgroups were formed as teachers having only daughter(s) (n = 7), teachers having
only son(s) (n = 9), and teachers having both daughter(s) and son(s) (n = 7).
Correlations of the composite sorts of the groups with the criterion sort were found to
be as .82, .85, and .81, respectively. The correlations of all groups with each other
were .97 (p <.01). Results indicated that teachers shared similar views with the
experts and each other with respect to the ideal sensitive behaviors. There was no
significant difference between teachers having only daughter(s) (M = 74, SD = .07),
teachers having only son(s) (M = .76, SD = .01), and teachers having both
daughter(s) and son(s) (M = .73, SD = .04), based on the results of the Welch’s
adjusted one-way ANOVA for unequal variance (F(3, 13.61) = 1.97, p = .18).

When the teachers (n = 36) were grouped regarding the gender of child that
they imagined while sorting the MBQS cards, four subgroups were formed as
teachers imagining a girl (n = 8), teachers imagining a boy (n = 4), teachers
imagining no gender (n = 13), and teachers imagining both a girl and boy (n = 10).
Correlations of the composite sorts of the groups with the criterion sort were found to

be as .82, .85, .82, .83, respectively (p < .01), indicating that teachers shared similar
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views with experts about the ideal sensitive behaviors. When the teachers (n = 36)
were grouped in terms of the experience of disagreement with the parents about the
practices for the child, two groups were formed as teachers who reported that they
experienced some disagreement with parents about practices toward children (n =
20) and teachers who did not experience any disagreement with the parents (n = 16).
Correlations of the composite sorts of the groups with the criterion sort were found to
be as .83 and .84 (p < .01), respectively, indicating that these two groups of teachers
shared similar views with the experts in terms of the ideal sensitive behaviors. In
addition, the views of two groups of teachers showed strong correlation (r = .98, p <
.01), indicating that they shared similar views with each other. There was not
significant difference between teachers experiencing disagreement with parents (M =
.74, SD = .06) and teachers who did not experience any conflict with parents (M =
.74, SD = .04), as determined by independent samples t-test for equal variance, t(34)

=-376,p=.71.
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CHAPTER 5

DISCUSSION

Beliefs about caregiver sensitivity have received increasing scientific attention in the
last two decades and existing studies focused on differences and similarities in
sensitivity beliefs of different ethnic and cultural groups (Ekmekci et al., 2015;
Ekmekci. et al., 2016; Emmen et al. 2012; Greenfield et al., 2008; Harwood et al.,
1996; Harwood et al., 1999; Mesman et al., 2012; Mesman et al., 2015; Rothbaum et
al., 2006; Trommsdorff & Friedlmeier, 2010; Ziehm et al., 2013). Today, young
children spend most of their time in early childhood education settings, nevertheless
little is known about the cognitive match in beliefs on sensitive caregiving of parents
and teachers who are parts of the child’s total caregiving network. Therefore, in the
present study, the degree of similarity between beliefs of the two individuals in
preschoolers’ caregiving network, who were the mothers and teachers were
investigated.

It was hypothesized that the magnitude of the positive association of the
mothers with the experts will be similar to the magnitude of the positive association
of the teachers with the experts (hypothesis one). It was also expected that mothers
and preschool teachers will not differ in terms of the degree to which they find each
behavior descriptive for the ideal mother (hypothesis two), mothers’ views will be
more similar to those of preschool teachers and experts as their level of education
increases (hypothesis three), and there will be negative relation between the
participants’ sensitivity beliefs scores and children’s psychological wellbeing
(hypothesis four). In this chapter, the results are discussed in the light of relevant

studies from the literature.
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5.1 Similarities of the mothers’ and teachers’ views about the sensitive behaviors
The findings of this study seem to support the first hypothesis, which stated that the
magnitude of the positive association of the mothers with the experts is similar to the
magnitude of the positive association of the teachers with the experts, thus the
sensitivity belief scores of these two groups show a positive association with the
experts and the sensitivity belief scores of these two groups show a positive
association. Participants’ individual sensitivity scores revealed that their views about
maternal sensitivity were consistent with the experts’ view. The comparisons of
participants’ sensitivity scores both on the individual (the teacher-mother(s) pair) and
group level (the groups of 36 teachers versus 51 mothers) revealed that the mothers’
and teachers’ views about maternal sensitivity were consistent. The strong
convergence of individual’s views regarding sensitive behaviors with the expert and
with each other, the strong convergence of groups’ views regarding sensitive
behaviors with the expert view and the similarity between the groups are consistent
with a large body of previous research examining maternal sensitivity beliefs across
different socio-cultural groups (Emmen et al., 2012; Ekmekci et al., 2015; Ekmekci
etal., 2016; Mesman et al., 2015; Mesman et al., 2016).

Moreover, the findings seem to support the second hypothesis, which stated
that there will be no significant differences in terms of the degree to which the
mothers and preschool teachers find each behavior descriptive for the ideal mother,
thus they will find the same behaviors important. The high degree of overlap in the
number of items that are scored as the most (six out of 10) and the least (nine out of
10) descriptive of the ideal sensitive behavior by mothers and teachers supports this

hypothesis.
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Six behaviors that are praising the child, expression of affection physically,
expression of positive feelings, speaking regularly, showing delight during
interaction and play were found to be most descriptive of the ideal sensitive
behaviors by the mothers and teachers. The results of a recent study revealed that
behaviors indicating praising the child, expression of affection by touching,
expression of happiness for being with the child, speaking regularly, seeking contact
with the child, encouraging trying new things, interrupting dangerous activities,
responding well when the child is sad, were scored as the most descriptive of the
ideal mother by the mothers across 26 cultural groups in 15 countries (Mesman et al.,
2015). Similarly, Stimer and his colleagues observed a group of Turkish mothers
while they were interacting with their children and coded the mothers’ behaviors
according to the MBQ (Siimer et al., 2016). The most frequently observed behaviors
of the sensitive mothers were those that recognize the child and respond to her needs,
encourage the child, interact and communicate with her (Stimer et al., 2016). Also,
10 items with the highest averages representing the most descriptive ideal sensitive
behaviors in Stimer and colleagues’ study (2006) were also given high scores by
mothers and teachers in this present study. Thus, the behaviors that were described
by the mothers and teachers as the most sensitive while considering a hypothetical
ideal mother in this study seem to be in line with the behaviors of the sensitive
mothers that were frequently observed in the study by Siimer and colleagues (2016).
Given the fact that these behaviors refer to different aspects of sensitivity, including
proximity/ interaction, signal perception, and appropriate positive responsiveness
(Mesman et al., 2015), the results indicated convergence between mothers’ and
teachers’ views about the ideal mother and attachment theory’s notion of sensitive

mother (Emmen et al., 2012; Mesman et al., 2015).
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A glance on the six common items scored by the mothers and teachers in the
list of ten most sensitive behaviors shows a preference for positive affect and warmth
towards the child (i.e., displaying affection, touching, expressing positive feelings,
showing delight). These items received high scores by the experts while describing a
sensitive parent. Some researchers emphasized the importance of positive affect and
warmth of the parent during interaction with the child in the conceptualization of
sensitivity (e.g., Biringen & Easterbrooks, 2012). On the other hand, positive affect
is not synonymous with sensitivity and can co-occur with extreme intrusiveness and
lack of signal perception (Mesman & Emmen, 2013). The synchronization of
positive affect and responsiveness is characteristics of the sensitive mother (Mesman
et al., 2015) and as such are also ranked high in the MBQ criterion sort (i.e.,
“displaying affection by touching, caressing” ).

The mothers’ and teachers’ responses overlapped for the nine out of ten
behaviors that reflect the least sensitivity towards the child, which are punishment,
criticizing, becoming overwhelmed by caretaking demands, conflict, harsh treatment,
being inanimate, unresponsiveness, aloofness and affect incongruence. Behaviors
that were considered as the least sensitive by the mothers and teachers in this study
showed a high degree of similarity with the least observed behaviors (i.e., “being
unresponsive to the child, self-closing, ignoring the needs of the child and being
overwhelmed by these needs”) from the sensitive mothers in the Turkish study
mentioned above (Stimer et al., 2016). Thus, it can be claimed that the beliefs of the
mothers reported in this study were congruent with the practices of the mothers, who
were observed in the study by Siimer et al. (2016). Consistently, the results of the
study by Mesman and colleagues (2015) revealed that the top 10 items that were

evaluated as the least descriptive of the ideal mother by the mothers across 15
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countries were related to behaviors such as hostility, unresponsiveness toward the
child’s initiatives to communicate and the child’s needs, irritation, aloofness and
criticizing attitudes (Mesman et al., 2015). In addition, many studies showed that
there are similarities in the socialization practices of caregivers from different
cultures valued the similar practices toward children (e.g., Durger et al., 2009;
Erdiller & McMullen, 2003; McMullen et al., 2005; Yagmurlu et al., 2009).
Considering the high degree of overlap between the mothers and teachers in terms of
the behaviors that they found as representative of the (in)sensitivity and the degree of
convergence of these MBQS items with the behaviors found in previous cross-
cultural studies (e..g., Emmen et al., 2012; Ekmekci et al., 2015; Ekmekci et al.,
2016; Mesman et al., 2015; Mesman et al., 2016), it seems that the sensitivity
concept shares some common features across different cultures and groups. It seems
that expression of affection by touching, expression of happiness for being with the
child, speaking regularly, seeking contact with the child and showing delight during
interaction with the child are highly valued across different groups and these
behaviors are found as representative of sensitivity. Besides, it is important to note
that the similarity between the mothers and teachers in terms of the behaviors that
they found as representative of sensitivity was higher than their individual
similarities with the experts. This may result from the fact that the mothers and
teachers in this study were from the same culture whereas, the experts who provided
the criterion sort were from the Western culture. Thus, despite the possibility that the
sensitivity concept shares common features across different cultures, the findings

seem to leave room for cultural differences as well.
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5.2 Differences of the mothers’ and teachers’ views about the sensitive behaviors
The second hypothesis of this study was that there will be no significant differences
between the mothers and teachers in terms of the extent to which they found
descriptive each behavior for the ideal mother. Since the relevant literature indicated
a high degree of similarity in the views regarding sensitive behaviors across different
samples (e.g., Emmen et al., 2012; Ekmekci et al., 2015; Ekmekci et al., 2016;
Mesman et al., 2015; Yagmurlu et al., 2009), in this study no significant difference
between mothers and teachers was expected. The responses on the only 12 out of 90
items were significantly different between the two groups.

The items indicating behaviors such as respecting the child as an individual,
considering his needs when structuring the environment, encouraging his
independent exploration of the environment, waiting for his response during
interaction and having qualified interactions as judged from the child’s response
were found to be more descriptive of the ideal mother by the teachers compared to
the mothers. On the other hand, it was found that the items indicating behaviors such
as having interactions in which content and pace are set by the mother rather than the
child's responses and being anxious about the child's exploration were found to be
more descriptive of the ideal mother by the mothers than the teachers. It is possible
that the teachers might be more aware of the individual differences as they share the
same environment with many children during school time. These findings support
the increasing focus on active participation and agency in learning in childcare
settings (Berthelsen & Brownlee, 2005). It seems that teachers respect children as
autonomous learners who take initiatives for exploration and problem-solving. It
might be related to differences in home and school environment. At preschools,

teachers are responsible for many children, but at home mothers are responsible for
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only for their own children. While the mothers need to control a limited number of
children, teachers need to care and control the behaviors of 10 to 20 children. So, the
nature of the context may require some differences in practices between school and
home environment.

Moreover, while creating an interesting physical environment was found to
be more descriptive of the ideal mother by the teachers compared to mothers,
repeating series of interventions in search of the best method to satisfy the child
(resorting trial and error) was found to be more descriptive of the ideal mother by the
mothers. These results indicate that the teachers might be more aware of the
importance of the stimulating environment for child development compared to
mothers. Repeating series of interventions to comfort the child might seem a valid
option since the aim is to provide the child what she/he needs however, this might
seem contradictory to Ainsworth’s definition of mothers with low sensitivity: “These
mothers may try a series of interventions as though searching for the best method or
solution” (Ainsworth, Bell, & Stayton, 1974, p. 130). Behaviors would be labeled as
insensitive if the random trial-and-errors are unrelated to the infant’s behavior as it is
assumed to meant (Mesman et al., 2012). Ainsworth’s further definition of sensitive
mother emphasizes the importance of appropriate response to the situation and the
child’s communication (Ainsworth et al., 1974). Given the fact that the source of an
infant’s distress cannot easily be observed, it is important to keep in mind that
searching for an appropriate response may be very sensitive and that a sensitive
person would try her best to figure out what the source is or what works to alleviate
the distress (Mesman et al., 2012). Given that mothers’ intention to search for the
best method to comfort the child, labeling them as insensitive for not being able to

identify the source of child’s distress at the first glance might be an early decision.
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So, it might be good thing to try out new things to alleviate the distress. One possible
explanation may also be that this item might be regarded differently by the mothers
and the teachers. The mothers may have interpreted that it is good to try whatever
they can do. They may not have interpreted the item as an experience of failure in
finding the source of distress.

The mothers also found items including behaviors such as repeating words to
the child as if teaching meaning or labelling activity and being instructive during
interactions as more descriptive of the sensitive mother than the teachers. The
teachers may have thought that students benefit from peer interaction and collective
learning experience at schools, so they might have cared about the quality of the
environment more than the one-to-one instruction to the child. These results seem
similar to those of Ekmekci and her colleagues (2016). They demonstrated that the
Dutch mothers found creating an interesting environment and being animated with
the child as more ideal than the Turkish mothers, who placed more emphasis on
behaviors related to fostering obedience, while the Turkish mothers found repeating
words, scheduling naptimes and using verbal prohibitions as more ideal than the
Dutch mothers, who placed more emphasis on the importance of nonintrusive
behavior (Ekmekci et al., 2016).

The results of this study also showed that providing nutritional snacks was
found to be more descriptive of the sensitive mother by the mothers than the
teachers. Mothers may consider feeding the child as a way of showing sensitivity.
However, for the teachers, this behavior might seem less relevant to caregiving
sensitivity since they are responsible for many students, who need to learn to feed
themselves during meal times. It is also important to note that although many of the

teachers in this study were also mothers, they differed from the mothers in the degree
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to which they found behaviors descriptive within the framework of specific themes
(i.e., individuality, exploration, independence). This might be explained by the
possibility that the teachers give more value to the behaviors that can invest the
children’s agency from a pedagogical perspective. Moreover, one possible
explanation for the differences between the teachers’ and mothers’ views may be
related to the differences in home and school environments. Teachers’ expectations
may be shaped based on the behaviors they would like to increase in the school
environment. Previous studies showed that Turkish preschool teachers value a child-
centered perspective (i.e., active learning, provision of a rich and supporting
environment, and teacher as a rather than someone who provides knowledge) in their
childrearing practices (Erdiller & McMullen, 2003; McMullen et al., 2005). They
shared similar views with other teachers across different countries —the U.S., China,
Taiwan, and Korea- in terms of the appropriate practices toward children, the
importance of promoting social/emotional development, and the content of the
preschool curriculum and activities (McMullen et al., 2005). With this regard,
adopting a child-centered perspective in the school environment might be a reason
for teachers’ preference for practices emphasizing exploration, independence,
individuality, and problem solving that are in line with their childrearing philosophy.
If caregivers believe that certain behaviors contribute to the values they adopted in
childrearing (such as providing independence), they shape their practice toward the
child in accordance (Greenfield et al., 2008). In Greenfield and his colleagues’ study
(2008), mothers’ beliefs had some differences from their employees (Latino
immigrant nannies) about several childrearing practices such as letting a baby sleep
independently vs. holding a baby to prevent crying or requiring the child to do things

for himself vs. helping the child by doing things for the child, because mothers’
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beliefs regarding infant sleep and making the child do more for himself stressed the
importance of early independence. This value conflict between caregivers regarding
the theme of independence was also seen in prior research, in which Latino
immigrant parents favored helpfulness while their children’s teachers favored
independent task accomplishment and personal responsibility for class tasks (Raeff,
Greenfield, & Quiroz, 2000).

In this study, the mothers’ and teachers’ responses differed in their 10
highest-ranked and lowest-ranked behaviors. While the mothers and teachers agreed
on the six out of 10 items as the most descriptive of the ideal sensitive behaviors,
they chose different ones for the remaining four while sorting cards. The mothers
chose the items indicating using close contact with the child and instructing the
child: “Instructive during interactions with the child” (item 39), “Seeks interactions
with the child” (item 49), “Uses close bodily contact to soothe the child” (item 76)
and “Is animated when interacting with the child” (item 43). On the other hand, the
teachers picked the items indicating encouragement of exploration and individuality:
“Encourages independent exploration of the environment” (item 75), “Considers the
child's needs when structuring the environment” (item 58), “Encourages the child's
initiatives in feeding” (item 40), “Interactions appropriately vigorous and exciting as
judged from the child's responses” (item 68). These results are consistent with the
item level analysis results. Compared to the mothers, the teachers may tend to
prioritize behaviors that enable the child to gain self-reliance and sense of agency.
Regarding the least descriptive 10 items that the mothers and teachers overlapped at
nine of them, in the remaining one item the mothers picked an item, which indicates
the lack of affection: “Expressions of affection are limited to perfunctory,

mechanical kisses, typically on the head” (item 42). On the other hand, the teachers
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chose two items both of which indicate disregarding the child’s needs and signals
“Home shows little evidence of presence of the child” (item 18) and “Ignores
positive signals” (item 9) (These two items gained the same averaged score). In line
with the differences between the mothers’ and teachers’ responses in the highest-
ranked items, the differences in the lowest-ranked items showed that the mothers
gave priority to show affection to the child while the teachers gave priority to
recognize the child’s needs as a separate individual at home or during mutual
interaction.

It seems that different caregivers may have different priorities in terms of
sensitive behaviors. The results highlighted different themes in teachers’ and
mothers’ responses (i.e., affectionate and protective environment provided by the
mother, stimulating environment provided by the teacher). They portrait a teacher
figure who gives priority to respect the child as an individual, considers his needs
when structuring the environment, encourages his independent exploration of the
environment, waits for his response during interaction and have qualified interactions
as judged from the child’s response. On the other hand, there is a mother figure who
gives priority to have interactions in which content and pace are set by the mother
rather than the child's responses, be anxious about the child's exploration, be
instructive during interactions with the child, provide healthy nutrition, and show
affection verbally and physically. These differentiations leave room for the effect of
Turkish culture as well. Kagit¢ibasi (1996) defines Turkish culture as “culture of
relatedness”, neither strongly individualistic nor collectivistic. As compared to
individualistic cultures, in collectivistic cultures, individual behavior tends to be
controlled more by group surveillance than by private conscience and the individual

conceptualizes the self more in terms of relationships than of personal characteristics
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(Sunar & Fisek, 2005). Kagit¢ibasi (1996) describes the modern Turkish families as
emotionally interdependent and predicts “a combination, or coexistence, of
individual and group (family) loyalties” (p. 89). This suggests that the childrearing
practices produce an “autonomous-relational” rather than an independent or
interdependent self in the child (Sunar & Fisek, 2005). The results showed that
mothers gave priority to behaviors promoting close contact and affect, whereas
teachers prefer behaviors contributing to child agency, exploration, and autonomy, as
well as expression of affection. It seems like mothers are on the relatedness part of
this autonomous-relatedness dimension and teachers have a much more balanced
view of relatedness as well as autonomy. Turkish mothers’ tendency to be on the
relatedness side of this autonomous-relatedness dimension was also found in
previous studies (e.g., Durgel et al., 2009). For example, a study comparing the long
term socialization goals of Turkish immigrant mothers and German mothers found
that Turkish mothers were less likely to value autonomy and more likely to have
their children to have close relations than were German mothers (Durgel et al.,
2009). As the Turkish mothers became more integrated into the German culture, they
were found to value individualistic goals (i.e., self-control), but they still valued
mutual support within the family very highly irrespective of their degree of
integration with the German culture (Durgel et al., 2009). It seems that caregivers
from different cultures may have different expectations even though they live in the
same environment for years. This situation would create handicaps for an immigrant
mother who wants to send her child to preschool, if she is having a different
cognitive match with the host culture she migrated to.

There is a dynamic existence of relatedness in a family culture which

characterizes the Turkish family (Bekman, 2005). The value given to relatedness in a
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family environment might be one possible explanation for mothers’ preference for
close bodily contact and expression of affection. Socialization practices in the family
allow children to learn relations and social skills which enable them to function in a
close-knit context where power and authority differences are well defined (Bekman,
2005). Previous studies emphasized the tendency among teachers toward a
conceptualization of authority based on shared decision-making in which teachers
are kind but strict in setting limits and rules in the classroom (e.g., Erdiller &
McMullen, 2003; McMullen et al., 2005). Teachers’ notion of child-centeredness
balanced with traditional Turkish family notion of respect and authority seems
consistent with the teachers’ balanced view of relatedness as well as autonomy.
Moreover, mothers’ and teachers’ different priorities for sensitive behaviors
(i.e., emphasis for behaviors promoting close contact by the mothers, emphasis for
behaviors contributing to child agency, exploration, and autonomy by the teachers)
might be attributed to which part they are closer to in the proactive and reactive
sensitivity dimension. Proactive sensitivity emphasizes observing and interpreting
children’s signals in order to anticipate the children’s needs, whereas reactive
sensitivity emphasizes responding to children’s direct signals (Ziehm et al., 2013). It
seems that the mothers are on the proactive side of this dimension. Mothers’
preference for series of interventions in search of the best method to satisfy the child
might be explained by their efforts to understand the situation and to distract the
child from negative emotions (proactive option). This is consistent with findings of a
study in which mothers who were more reactive claimed that for a mother it is hard
to know everything about a child’s needs, indicating the difficulty of anticipation in
children’s needs (e.g., Ziehm et al., 2013). On the other hand, teachers’ preference to

encourage child’s independence, individuality, and his agency, can be attributed to

88



their tendency for reactive sensitivity (e.g., Ziehm et al., 2013). Similarly, Rothbaum
et al. (2006) investigated the American and Japanese teachers’ views about the
anticipation of children’s needs and their responsiveness to them. Researchers
revealed that Japanese teachers favored anticipation of children’s needs, whereas
American teachers valued to responsiveness to children’s explicit expression of their
need. For the Japanese teachers the goal of being sensitive was to promote
interdependence in children by means of showing empathy to the child, careful
observation, paying attention to explicit cues, and making assumptions from the
child’s behaviors. On the other hand, for the American teachers, the goal of
sensitivity was to foster the equilibrium between the child’s independence and his
reliance on the caregiver (Rothbaum et al., 2006). It seems that the American
teachers represented a balanced approach in the reactivity and proactivity dimension
of sensitivity. Considering the mothers’ preference for anticipation for children’s
needs in this current study, it seems that mothers have closer views with Japanese
teachers. However, teachers in this current study seem to have a reactive approach
which helps children to foster their autonomy. So, they might be regarded as to have
closer views with American teachers.

Comparing the responses of the teachers to those of the mothers might be
helpful to examine the extent to which the two groups showed a cognitive match
about caregiving sensitivity. Nevertheless, categorizing one of the groups as less
sensitive than the other based on their scores for specific items would be misleading.
Regarding the item-specific differences, some researchers emphasized that there
might be individual differences in the specific content of mothers’ behavior since
the statements of the MBQS leave room for individual differences (Emmen et al.,

2012). For example, the researchers discussed that the 20™ item that is “Responds
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well when her child is sad” only specified that the child is calming down in response
to the mothers’ behavior, not the specific content of the mothers’ response (Emmen
et al., 2012). It is important to note that Ainsworth’s further definition regarding the
appropriateness of the caregiver’s response should be inferred from the outcome
(Mesman et al., 2012), so what is important in terms of maternal sensitivity is the
influence of the mother’s response on the child’s behavior, not the content of her
response. Parenting beliefs and behaviors may vary among individuals in terms of
the content of response and these differences do not necessarily indicate that one
response is less sensitive than the other (Emmen et al., 2012). In other words, the
positive influence of the response on the child is critical in terms of determining
whether the mother’s behavior was sensitive, not the concrete parental behaviors

(except for harsh behaviors) (Mesman, Oster, & Camras, 2012).

5.3 Differences and similarities in sensitivity beliefs between mother with different
education levels

The third hypothesis of this study was that as the mother’s education level increases,
their views of the ideal sensitive mother will be more similar to the criterion sort. To
test this hypothesis, composite sorts of mothers with different education levels were
correlated with the criterion sort. Also, the mean sensitivity belief scores of groups
were compared. As predicted, despite the high degree of similarity in sensitivity
belief scores across the groups, it was found that the higher the education level of the
mothers, the more similar the views about the ideal sensitive behavior to the expert
view. The teachers’ views were the most similar to the expert’s views. Besides, the
results indicated that the views of the teachers and the high-educated mothers were

significantly more similar to the criterion sort than the low-educated mothers. In this
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study, teacher’s education level was high and high-educated mothers’ level of
education was similar to the teachers. These results are consistent with other studies,
in which the high-educated mothers had sensitivity belief scores that were more
similar to the experts (Emmen et al., 2012; Ekmekci et al., 2015). Thus the findings

seem to support the third hypothesis of this study.

5.4 Examination of the mothers’ and teachers’ sensitivity belief scores depending on
the children’s psychological wellbeing
The results showed that the correlations between the participants’ sensitivity belief
scores and their assessment of children’ psychological wellbeing were low. Thus,
caregivers’ sensitivity beliefs were not related to the psychological problems of the
children whom they took care of. These results are in line with the results of a study
from Netherlands which included a group of Turkish mothers with children who had
high scores on externalizing problems as measured by the Child Behaviour Checklist
(CBCL; Achenbach & Rescorla, 2000) (Ekmekci et al., 2016). In this mentioned
study, the Turkish mothers’ average sensitivity score was high as measured by the
MBQS, indicating a strong convergence with the experts’ views (Ekmekci et al.,
2016). Also, Siimer and colleagues’ study (2016) also showed that the mothers’
maternal sensitivity behaviors were not related to their children’s internalizing and
externalizing problems that were measured by the Turkish form (Erol & Simsek,
1997) of the CBCL (Achenbach, 1991). Thus, it seems that participants’ sensitivity
belief scores are not related to their children’s psychological problems. All in all, the
results did not support the last hypothesis of this study.

It is important to note that in this study, mother- and teacher-reported SDQ

scale scores indicated very low reliability levels. However, in a study conducted to
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understand the nature of the relationship between the maternal sensitivity and infant
temperament, mother-infant attachment in laboratory based Strange Situation and
children’s temperament were observed and also mothers were asked to fill the
questionnaires regarding maternal sensitivity, attachment and child’s temperament
(Seifer et al., 1996). It was reported that the observed infant temperament was
strongly associated with the maternal sensitivity. Interestingly, there was a
concurrent relationship between the mother-reported temperament and maternal
sensitivity which was explained as a support for the idea that these different
assessment styles present different kind of information (Seifer et al., 1996). In a
different study, an intervention was designed to improve the low-income mothers’
relationship with their irritable infants in order to help mothers to respond more
sensitively since the temperamental characteristics, especially negative emotionality
might harm the secure attachment between them and might be at risk for anxious
attachment (Van den Boom, 1994). The focus of intervention was on the
enhancement of maternal sensitive responses in terms of noticing the signals,
correctly interpret them, choose an appropriate response and put that response into
action. As a result, it was found that there was a difference between the relationship
of mother-child who received intervention than who did not which result in both
more sensitively responding mothers and more social and more self-regulating
infants. The change in behaviors in mothers into more sensitive direction leaded to
more positive and more securely attached infants. These results indicated that the
temperamental differences have an impact on mother-child interaction but the
increase in sensitive behaviors of mothers influence infants’ behaviors, indicating the
bidirectionally of this relationship (Van den Boom, 1994). In terms of secure

attachment, not only the maternal sensitivity beliefs, but also the children’s
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temperamental differences might come into play since it has a great deal of influence
in interaction between mother-child dyads (Van den Boom, 1994). Therefore, it was
also suggested that the differences in children’s attachment status might also be
explained by children’s temperament (Seifer et al., 1996). However, these two
concepts might be overlapping conceptually. For example, if the child is in distress
and sends some signals to the mother who responds to these signals and comforts the
child could be considered as maternal sensitivity. However, it might also indicate the
degree of the children’s self-regulatory mechanism as a temperamental difference
(Seifer et al., 1996). For this reason, it is required to understand these overlapping

factors such as regulation of affect in these two concepts.

5.5 Further examination of sensitivity beliefs depending on additional background
variables

This study aimed to investigate the possible variables that may play a role in the
mothers’ and teachers’ preference for behaviors that they found as representative of
sensitivity. For this reason, teachers were asked whether they participated in any
training on child and family psychology or not, whether they experienced any
conflict with parents or not, whether they are also mother or not, the gender diversity
of their children in a family unit, and the gender of the child that they imagined while
sorting the MBQS cards. Also, mothers were asked the number of children they had
in a family unit, the gender diversity of their children in a family unit, the gender of
the child that they imagined while sorting the MBQS cards, and the division of
childcare tasks at home. However, findings showed that the participants’ sensitivity

belief scores were free from these variables.
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5.6 Limitations and future directions for research

This study has limitations that should be noted. First, a convenient sampling method
was used and all mothers were volunteers to take part in this study. It is possible that
they were the potential sensitive mothers, which may limit the representativeness of
the target population and the ecological validity of the results. Second, the existence
of the researcher while the participant was sorting the items may have resulted in
biased responses. For future research, it is important to develop new methods such as
computerized administrations to minimize the social desirability effect. In this case,
issues, whether mothers can use the computer practically or not, should be
considered for the convenience of the implementation. Third, data were collected
during school and home visits. The conditions were not ideal all the time. For
example, some teachers had limited time to complete the sorting at schools. In some
cases the sorting was interrupted due to the needs of children; in others, there was no
available room for the administration so the researcher worked with the participants
in a classroom or the kitchen.

Future research may focus on some questions that remain unanswered. First,
in this study, the caregivers’ views showed a strong convergence, but they also
shared different views about some behaviors (i.e., being anxious about the child’s
exploration). The question to what extent beliefs are consistent with caregiving
behaviors is not answered in this research. The questions of “what happens when the
mother is sensitive and the teacher is not, or the teacher is sensitive and the mother is
not” and “whether or not one of the caregivers being not so much sensitive could be
compensated for some negative influences of other caregiver’s being sensitive” have
not answered, yet. Second, the literature is limited in terms of the studies with male

professionals. However, there is a fact that there are not many male preschool
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teacher in Turkey as well. So, the question of how these results would be if the
teachers were male might be elaborated in the future research. Third, literature is
limited in terms of fathers’ sensitivity beliefs. The similarities and differences
between the mothers and fathers who are key figures of childcare responsibility have
not been clarified yet. Moreover, the attachment that is formed in the first years of
life has long term influences on children. Mother is a crucial for attachment but, how
children establish relationships with teachers during early years might have
important contribution on this long term effect. A mother might be the most
important figure but teachers may have an important role in case of mothers’

insensitivity. This might be a topic to be studied.

5.7 Conclusion and implications

The findings of the current study suggest that the mothers and preschool teachers
who were partof the child’s caregiving network showed a cognitive match in terms
of the sensitivity and sensitivity beliefs do not differ in terms of the children’s
psychological wellbeing. On the other hand, the results also suggest that mothers and
teachers seem to have different priorities in caregiving (i.e., preference for protective
environment by mothers and stimulating environment by the teacher). Results
indicated that the mothers’ level of education is an important factor for the similarity
of their sensitivity beliefs to the experts’ view. Study findings may provide important
contributions to the potential developmental impact of the practices at home and the
school environment, which are defined as two connected microsystems in
Bronfenbrenner’s (1977) Ecological Systems Theory. Concordance between the
home and childcare, the extent to which parents and teachers concur in terms of the

beliefs about how to raise a child, as well as appropriate discipline and educational

95



expectations, is vital for providing high-quality care and education (Lang et al.,
2016). Parents’ and teachers’ different priorities with regard to the sensitive
behaviors may indicate a source of incongruence for their co-caring relationship,
which encompasses their roles to coordinate childrearing (Lang et al., 2017). The
highlight of the different beliefs may offer new perspectives to researchers and
practitioners to understand parent-teacher interactions by defining the key
components of relationships. Moreover, given the assumptions that mothers’ and
teachers’ priorities may shape their caregiving behaviors (Coplan et al., 2002), it may
cause children to experience inconsistent practices at home and school environment.
Compliance of the child behavior with sensitive childrearing practices of the mother
but not with that of the teacher may create a social and cognitive challenge for the
child (Churchill, 2003). In this regard, this study may contribute providing children
with a consistent environment in each step of their development by increasing
awareness of mothers and teachers toward each other’s priorities and beliefs. On the
other hand, different themes highlighted in teachers’ and mothers’ responses (i.e.,
affectionate and protective environment provided by the mother, stimulating
environment provided by the teacher) may provide the child several possibilities for
diverse interactions to benefit from. In ideal conditions, this implication points out
the importance of preschool education that complements parental nurturance.

In conclusion, these findings provide crucial information for researchers as
well as practitioners (i.e., early childhood education teachers, child and family
specialists, psychologists, psychological counselors) to decide the focus of early
childhood caregiving prevention programs by highlighting behaviors about which the
teachers and mothers prioritize. While the low education level is an important

indicator of mothers’ preference for relatedness and obedience, the high education
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level is an important factor for preference in autonomy and self-enhancement
(Yagmurlu et al., 2009). It seems that mothers’ level of education is very much
related with their priorities in childrearing. The resusts ofhis study showed that the
mothers gave priority to provide children with more protective environment.
However, overprotection might intervene with the children’s courage to explore the
environment and their development of agency. At this point, intervention programs
can help mothers to make right decisions in terms of protecting the child without
inhibiting their exploratory behaviors by providing trainings. Lastly, the findings can
be helpful for caregivers to take each other’s perspective that may support open and

effective communication between parents and teachers.
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APPENDIX B

DEMOGRAFIC INFORMATION FORM FOR THE MOTHERS

Demographic Information Form for Mothers |

me Date:
Date of birth: ___ _ Waur child's schaal type:

Yoar child’s date af birth: ___ Pubklic schoal __

Naur child's sex: R Private schaal ___

Haw many childrer have you got? __ Sex af your children;

Your children's date of birth: 1. Female ___ Male
R 2. Female Male
2 ____ A, Female Male
. 4. Female Male
4_ 5. Female ___ Male
5
Noar marital slatus: Married . Notb If wour answer is yes:
%aur hushand's date af birth: ___
Your hushand's work:
School that you graduated last: ¥our husband’s edecation (school he graduoated last)
1____ Primary 1____ Primary
2 ____ Eecondary 2 ____ Eecondary
3 ____ High School 3 ____ High School
4 ____ Vaocational Schaol (2 years) 4 ____ Vaocational School (2 years)
5 ___ University (£ years) 5 University (£ years)
& ____ Master Degree & ____ Master Degrae
7 ____ PhD 7___PhD
8_ (dherispecify____ ] 8_ (Mherispecify____ ]
Are there any perints that vou disagreed with your child’s Are you warking now? Yes MNa_

teacher on practices toward your children?
Yag If vour answer is yes, your sccupatiaon: __

Yaur weekly warking hour:

If your answer is yes, pease specify the practices: If vour answer is na and 3F yau warked Defore, please specify

how many years Jdid you wark?

Have you ever atlended trainings on child and family
psychology™ Yes____ Ma___

Yaour family’s monthly income: Wha is taking care of your child at home most? (you can
I____ L.500 and lower chaase mare than ane option_)

I____1.500.299% ____ Mother

3 ____ 3000 .449% ____ Father

; ::: ;;ﬁ g::g o C!I!hnr relatives (aunt efc.)

& 7.500. 5999 —— Namny

T ____ 9000 and higher — Other (specify________ )
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Information about MBQS Implementation

1o Diate:

During the MBGS implementation you just di<d, how old have During the MBQS implementation you just did, did vou
imagine a female or 2 male child?

. ined in v Cined?
you imagined in vour mind? ___ Fantale Mals e

I wanted to learn your ideas about the ideal mother by the MBS implementation youo just did. What was important was the
behaviors that you found convenient for the ideal mother and you made a card sorting by choosing behaviors that you fownd
convenient for the ideal mother. Why do you think the mother with behaviors that you chose is the ideal mother?

Why do you think Seing 2 sensitive mather is important?
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APPENDIX C

DEMOGRAFIC INFORMATION FORM FOR THE MOTHERS (TURKISH)

Ebeveyn Demografik Bilgi Formu

ID: Tarih:
Sizin dogum yilimiz: Cocugunuzun okulunun tiirii:

Anasmifina giden ¢ocugunuzun dogum yili: Devlet okulu

Cocugunuzun cinsiyeti: Ozel okul

Toplam ka¢ ¢ocugunuz var? Cocuklarimzin cinsiyeti;

Cocuklarimzin dogum tarihi: 1.Kiz__ Erkek
1. 2. Kiz__ Erkek
2: 3.Kiz__ Erkek
3% 4.Kiz__ Erkek
4. 5.Kiz__ Erkek
5
Su anki medeni durumunuz: Evli __ Evlidegil _  Cevabimz evli ise:

Esinizin dogum yili:

Esinizin meslegi
En son mezun oldugunuz okul: Esinizin Egitimi (en son mezun oldugu okul)
1 llkokul 1 Tlkokul
2 Ortaokul 2 Ortaokul
3 Eise 3 Lise
4 Meslek Yiiksek Okulu (2 yillik) 4 Meslek Yiiksek Okulu (2 yillik)
5 Universite (4 yillik) 5 Universite (4 yillik)
6 Yiiksek Lisans 6 Yiiksek Lisans
7 __ Doktora 7 __ Doktora
8 Bagka (belirtiniz ) 8 Baska (belirtiniz )
Cocugunuzun dgretmenti ile ¢ocuga yonelik uygulamalar Su an calistyor musunuz? Evet Hayir
konusunda uyusmadigmiz noktalar oluyor mu?
Evet Cevabiniz evet ise mesleginizi belirtiniz:
l'layn'_ Haftada kag saat calistyorsunuz?

Cevabiniz evet ise uyusmadiginiz uygulamalan belirtiniz. Cevabiniz hayir ise ve eger daha 6nce calistiysaniz, hangi

yillar arasinda calistiniz?

Bugiine kadar hi¢ ¢ocuk ve aile psikolojisi tizerine
egitimlere katildimiz m? Evet Hayir

Ailenin toplam aylik geliri ne kadardir? Evinizde ¢ocugunuzun bakimiyla en ¢ok kim veya kimler
1 1.500 ve alt ilgilenir? (Birden fazla secenek isaretleyebilirsiniz.)
2 1500-2.999 Anne

3 3.000 - 4.499 - Baba

el Diger akrabalar (Om. teyze, hala vb.)

5 6.000-7.499

6 7.500-8.999 _Baka

7 9 000 ve iizeri _ Diger(belirttiniz )

101



Uygulamaya Dair Bilgiler

ID: Tarih:

Biraz 6nce yapmus oldugunuz kart dizimi uygulamasini, Biraz 6nce yapmus oldugunuz kart dizimi uygulamasinda,
zihninizde bir kiz ¢ocugunu mu yoksa bir erkek ¢ocugunu
mu canlandirarak ilerlediniz ?

gerceklestirdiniz? Kiz Erkek Higbiri

zihninizde kac yasinda bir cocugu canlandirarak

Biraz 6nce yapmus oldugunuz kart dizimi uygulamasinda, sizin ideal anne hakkindaki diisiincelerinizi 6grenmek istedim. Bu
calismada dnemli olan sizin ideal anneye uygun buldugunuz davranislardi. Siz de uygun buldugunuzu davranislan segerek bir

siralama yaptimz. Sizce neden sizin sectiginiz siralamadaki gibi bir anne ideal bir annedir?

Sizce duyarh bir anne olmak neden 6nemli?
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APPENDIX D

DEMOGRAPHIC INFORMATION FORM FOR THE TEACHERS

Demographic Information Form for Teachers

L. Information ebaut Your Weork

Twpe of school you work: Public school Private school

Yourcwreendtabo

Haa many years de you do vour curren? jab?
Kince when have you been warking in this school?
Your weekly warking houar?

Have you ever warked in a different job? Yes . No_
If wes, please specify dhe sector(s] you worked:

How many students are you responsible for in your class? __ Do you have any intern teacher in your class?
Yes_ Mo

Please specify the age range of students: ~
If wves, please specify the number __

Da yau have regular meetings with parents? I ves, please specify the average number of your meetings per
Nes____ Moo menth: __
Are there any points that you disagreed with parents on Hawve you ever attended training on child and family
practices toward children? Yes_ No__ psychology?
If your answer is yes, please specify the practices:
Yes__
Na

IL.Personal Informetion

You date youwbirth: Sex: Femals___  Malp

Yaur Family's monthly income: Schonel that you graduated last:

1_ L L500 and lower 1 ____ Primary

e -1 [ e v 5 2 Becondary

3 30NN - 44949 3 High School

< 4500 5.6 4 Nocatianal Schaool (2 years)

R - [ I 0 £ B 5 University (£ yours)

& T.E00 - Boeag & Master Degrae

T 40¥Kl and higher T ____ Ph»
®____Mherizpecify__________ ]

Dia you have any child? Yes____ Ma____ Your marital status: Married _ Not__

If wes, how many children do you have? ____

Your children’s date of hirth: Hex of your children;

| I 1. Femule _  Mule_

- B 2 TFemale . Male

3. 3. Female Mule

o 4. Female Male

B 5. Temale ___ Male
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Information about MBQS Implementation

1o Diate:

During the MBS implementation you just did, how old have During the MBS implementation you just did, did you
imagine a female or 2 male child?

. imesl 3n v Cind?
you imagined in vour mind? ___ Tamale Male ame

I wanted to learn your ideas about the ideal mother by the MBQS implementation you just did. What wos important was the
behaviors that you found convenient for the ideal mother and you made a card sorting by choosing behaviors that you found
convenient! for the ideal mother. Why do you think the mother with behaviors that you chose is the ideal mother?

Why do you think Deing 2 sensitive mather is important?
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APPENDIX E

DEMOGRAPHIC INFORMATION FORM FOR THE TEACHERS (TURKISH)

ID No:

Calistiginiz okulunun tiirii:  Devlet okulu

Simdiki 1giniz:

Kag yildir su anki isinizi yapiyorsunuz?
Hangi yildan beri bu kurumda ¢alistyorsunuz?
Haftada kag saat calistyorsunuz?

Smifimzda sorumlulugunuzda olan kag 6grenci var?

Sorumlu oldugunuz dgrencilerin yas araligm belirtiniz.

Veliler ile diizenli goriigmeler yapiyor musunuz?

Evet Hayir

Veliler ile ¢ocuga yonelik uygulamalar konusunda
uyusmadigmiz noktalar oluyor mu? Evet Hayir

Ogretmen Demografik Bilgi Formu

Tarih:

Lisinize dair bilgiler

Ozel okul

Bundan 6nce farkli bir iste ¢calistimiz mm? Evet_ Hayir
Evetse hangi sektor(ler) oldugunu belirtiniz.

Smifimzda diizenli olarak size yardim eden stajyer 6gretmen
varmu? Evet_ Hayr
Eger varsa kag tane stajyer 6gretmen var?

Cevabmiz evet ise ayda ortalama kag kere goriisme yaptigimzi

belirtiniz:

Cevabiniz evet ise uyusmadiginiz uygulamalar belirtiniz.

Bugiine kadar hi¢ cocuk ve aile psikolojisi tizerine egitimlere
katildimiz mm?

Evet

Sizin dogum yiliniz:

Toplam aylik geliriniz ne kadardir?

1
2
3
4
5
6
7

Cocugunuz var m? Evet Hayir

1.500 ve alt1
1.500 - 2.999
3.000 - 4.499
4.500 - 5.999
6.000 - 7.499
7.500 - 8.999
9.000 ve tizeri

Hayir

1L Kisisel Bilgiler

Cinsiyetiniz: Kadin Erkek

En son

1
2
3
4.
S
6

7

mezun oldugunuz okul:

Tlkokul

Ortaokul

Lise

Meslek Yiiksek Okulu (2 yillik)
Universite (4 yillik)

Yiiksek Lisans

Doktora

Su anki medeni durumunuz: Evli __ Evlidegil

Cevabimz evet ise toplam kag¢ ¢ocugunuz var?

Cocuklarimizin dogum tarihi:

L S S

Cocuklarimzin cinsiyeti;

l.Kiz__ Erkek
2.Kiz__ Erkek
3.Kiz_ Erkek
4.Kiz__ Erkek
5.Kiz__ Erkek
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Uygulamaya Dair Bilgiler

ID: Tarih:

Biraz 6nce yapmus oldugunuz kart dizimi uygulamasini, Biraz 6nce yapnus oldugunuz kart dizimi uygulamasinda,
zihninizde bir kiz ¢ocugunu mu yoksa bir erkek ¢cocugunu
mu canlandirarak ilerlediniz ?

gergeklestirdiniz? Kiz Erkek Higbiri

zihninizde kag yasinda bir ¢ocugu canlandirarak

Biraz 6nce yapmus oldugunuz kart dizimi uygulamasinda, sizin ideal anne hakkindaki diistincelerinizi 6grenmek istedim. Bu
calismada onemli olan sizin ideal anneye uygun buldugunuz davranislardi. Siz de uygun buldugunuzu davranislan secerek bir
siralama yaptimz. Sizce neden sizin sectiginiz siralamadaki gibi bir anne ideal bir annedir?

Sizce duyarli bir anne olmak neden énemli?
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APPENDIX F

MATERNAL BEHAVIOR Q-SORT

Provides B with little
opportunity to contribute to the
interaction.

M's responses are unpredictable.

Awkward and ill at ease during
intimate interactions with B.

Treats B as an inanimate object
when moving her around or
adjusting her posture.

107

Monitors B's activities during
visit.

During interaction with visitor
does not notice B.

Supports interaction of B with
visitor.

Gives signal or explanation to B
when leaving the room.



Ignores positive signals
(vocalizations, smiles, reaches).

11.

Repeats words carefully and
slowly to B as if teaching
meaning or labelling an activity
or object.

13.

Uses sibling or television to

keep B entertained.

15.

Attemnpts to involve B in games
or activities that are beyond B's
current capability.

108

10.

Speaks to B directly.

12,

Naptimes are determined by M's
convenience rather than the
immediate needs of B.

14.

Breaks off from B in mid-
interaction to speak to visitor or
attend to some other activity.

16.

During ongoing interactions,
misses slow down or back off
signals from B.



17.

Content and pace of interaction
set by M rather than according
to B's responses.

19.

Places B in another room when

B is in a bad mood or cranky.

21.

Overwhelmed by caretaking

demands.

23.

Provides B with unrestricted
access to her.

18.

Home shows little evidence of

presence of B.

20.

Responds accurately to signals

of distress.

22,

Appears to tune out and not

notice bids for attention.

24,

Arranges her location so she can
perceive B's signals.



25.

Not skillful in dividing her
attention between B and

competing demands and
therefore misses B's cues.

27.

Responds to B's distress and
non-distress signals even when
engaged in some other activity
such as having a conversation
with visitor.

29,

When B is distressed, M is able
to identify the source.

31.

Redirects B's bids for proximity
and/or contact without a
transition period to facilitate
smooth interactions

26.

Responds immediately to
cries/whimpers

28.

Offers an acceptable alternative
to B to divert attention from
inappropriate activity.

30.

Interactions with B
characterized by active physical
manipulations.

32.

Non-synchronous interactions
with B, i.e., the timing of M's
behaviour out of phase with B's
behaviour.



33, 34,

Repeated series of interventions Interactions revolve around B's
in search of best method to tempo and current state.
satisfy B, resorts to trial and
error.

35. 36.
Well resolved interaction with B Interrupts activity that is likely
-- interaction ends when B is to be dangerous.

satisfied -- also consider the
termination of ongoing
interactions that B is enjoying.

37. 38.
Interferes with appropriate Provides nutritional snacks.
activity if it is likely to get B
messy.

39, 40.
Instructive during interactions Encourages B's initiatives in
with B. feeding.
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41. 42.

Interactions with B are object Expressions of affection are
oriented (e.g. with toys, food). limited to perfunctory,
mechanical kisses, typically on
the head.
43, 44,
Is animated when interacting Realistic expectations regarding
with B. B's self-control of affect.
45. 46.
Praises B. Molds B to self when holding.
47. 48.
Displays affection by touching, Points to and identifies
caressing. interesting things in B's
environment.
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49,

Seeks interactions with B.

51.

Provides age appropriate toys.

33.

Slows pace down, waits for B's
response during interactions.

55.

Respects B as an individual,ie.,
able to accept B's behaviour
even if it is not consistent with
her wishes.

50.

Creates interesting physical
environment for B.

52.

Uses verbal prohibitions (e.g.,
"no or don't").

54.

Teases B to promote continued
interaction/contact.

56.

Has lots of "shoulds" or mind
sets about B's care, has rigid
routines.



57.

Shows delight in interaction
with B.

58.

Considers B's needs when
structuring environment.

39.
Lets B carry on with appropriate

activity without interruption.

61.

Is irritated by demands of B for

physical contact or proximity.

63.

Signals awareness of B's distress
to B, but does not intervene.

60.

Scolds or criticizes B.

62.

Interprets cues correctly as
evidenced by B's response.

Greets B when re-entering
room.
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63.

Responds to B's signals.

67.

Responds only to frequent,
prolonged or intense distress.

69.

Notices when B 1s distressed

(e.g., cries, fusses or whimpers).

71.

Builds on the focus of B's
attention.

66.

Consistently unresponsive.

68.

Interactions appropriately
vigorous and exciting as judged
from B’s responses.

70.

Response delayed such that B
cannot connect M's responses
with the action that initiated it.

T2,

Motices when B smiles and
vocalizes.
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73.

When irritated with B,
disengages or distances herself
from interaction with B.

75.

Encourages independent
exploration of environment.

77,

Vocalizes to B throughout the

visit.

79.

Distressed by B's demands.

74.

Anxious about B's exploration
(e.g. hovers over B).

76.

Uses close bodily contact to
soothe B.

78.

Plays social games with B.

80.

Annoyed by B's uncooperative
behaviour.



81.

Spontaneously expresses
positive feelings to B.

83.

Aloof when interacting with B.

85.

Interactions with B are
incomplete.

87.

Actively opposes B's wishes.

89.

Interventions satisfy B.
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82.

Physically restricts B's
movements while in proximity.

84.

Display of affect does not match
B's display of affect (e.g., smiles
when B is distressed).

86.

Terminates physical contact
before B is satisfied.

88.

Interactions with B are
characterized by conflict.

90.

Punitive or retaliatory during
interactions with B.



APPENDIX G

MATERNAL BEHAVIOR Q-SORT (TURKISH)

1.
Cocuguna kendisiyle birlikte
oynamasi veya tepki vermesi

icin az firsat tanir.

3.
(Cocuguna kars1 tepkileri

kestirilemez.

5.
Cocugunu turarken (6rnegin

kucaginda) rahat hissetmez.

dre
Cocugunu tutarken ona cansiz

bir nesneymis gibi davranur.

2.
Misafir geldiginde cocugunun

ne yaptigina dikkat eder.

4.
Misafirle mesgulken, ¢ocuguna

dikkat etmez.

6.
Cocugunun misafirle iletisimini

destekler.

8.
Odadan ¢ikarken bunu

¢ocuguna bildirir.



9.
Cocugu sesler ¢ikardiginda,
giildiiglinde veya ona

uzandiginda tepki vermez.

11.
Cocuguyla konusurken yavas
yavas kullandig1 kelimeleri tekrar

ederek konusur.

13;
Cocugunu oyalamak i¢in
cocugun kardeslerini veya

televizyonu kullanir.

15
(Cocuguna gore aslinda fazlasiyla
zor olan oyunlar1 veya faaliyetleri
ona yaptirmaya caligir, ama bunun

farkina varmaz.

10.
Sadece ¢ocugunun hakkinda
konusmakla kalmaz, cocugunun
dikkatini ¢ekerek onunla

dogrudan konusur.

12.
Annesi ¢ocugun yorgun olup
olmadigina bakmadan onun ne

zaman yatacagina karar verir.

14.
Misafirle konusmak igin
cocuguyla oynamayi birdenbire

keser.

16.
Cocuguna birseylerin ¢cok

fazla geldigini fark etmez.
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17.
Cocuguyla ne yapacaklarina ve
bunun ne kadar hizli olacagina o

karar verir, ¢ocugu degil.

19.
Cocugu huysuzlandiginda onu

baska bir odaya gotiiriir.

21.
Cocugunun bakimi ona agir

gelir.

23.
Cocugunun her zaman kendisine

yaklasabilecegi bir ortam saglar.

18.
Evde bir ¢cocugun yasadigini
gosteren hig birsey

gdremezsiniz.

20.
Cocugu lizgiin oldugunda, buna

iyi karsilik verir.

22.
Cocugu ilgi istediginde bunu

fark etmemis gibidir.

24.
Yerini cocugunu gorebilecegi
veya duyabilecegi bir sekilde

ayarlar.
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23,
Dikkatini ayni anda hem ¢ocuguna
hem de diger islere veremedigi
icin ¢ocugunun neye ihtiyaci

oldugunu her zaman fark etmez.

27
Misafirle mesgulken bile ¢ocugu

ilgi istediginde onunla ilgilenir.

29.
Cocugu stres altinda oldugunda
bunun neden kaynaklandigini

anlar.

31.
Cocugu kucagina oturmak
istediginde yumusak bir gegis
yapmadan onu baska bir seye

yonlendirir.

26.
Cocugunun aglamalarina veya
sizlanmalarina aninda cevap

Verir.

28.
Yasak olan birseyden
cocugunun dikkatini dagitmak
icin ona yapabilecegi baska bir

sey sunar.

30.
Cocuguyla sesli iletisim yerine
cogunlukla fiziksel iletisim

kullanir.

32.
Anne kendi davranisiyla,
cocugun davranisini takip

etmez.
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33,
Cocugunu memnun edebilmek i¢in
net bir plan1 olmaksizin farkl

farkli seyler dener.

35.
Oyunlar1 ve aktiviteleri
cocugunun memnun olacagi

sekilde sonlandirir.

37
Cocugu, tizerini kirletebilecek

birsey yapiyorsa miidahale eder.

39.
Cocuguyla oyun oynarken

Ogretici olmaya calisir.

34,
Annenin davranisi gocugun o

anki ruh haline uygundur.

36.
Cocugu icin tehlike
yaratabilecek aktivitelere

miidahale eder.

38.
Cocuguna atistiracak saglikli

seyler verir.

40.
Cocugunun kendi basina yeme

girisimlerini tesvik eder.
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41.
Cocuguyla olan etkilesimi
genellikle birseyleri yapmak
tizerine kurulmustur (6rnegin
yemek yemek ve oyuncakla

oynamak gibi).

43.
Cocuguyla birseyler yaparken

neselidir.

45.

Cocugunu takdir eder.

47.

Cocuguna olan sevgisini

dokunarak veya sarilarak gosterir.

42,
Cocuguna sevgisini gosterme

bi¢imi samimi degildir.

44,
Cocugunun kendisini kontrol
etmesi s6z konusuysa, onun bu
yasta neyi yapip neyi

yapamayacagini bilir.

46.
Cocugunun kucaginda rahat

ettiginden emin olur.

48.
Cocugunun ¢evresindeki ilging
seyleri gosterir ve bunlarin

isimlerini soyler.



49,
Cocuguyla iletisim kurmaya

calisir.

51.
Oyuncaklarin ¢cocugunun yasina

uygun oldugundan emin olur.

53,
Birlikte birsey yaptiklar1 zaman

cocugunun tepkisini bekler.

35.
Cocugu kendisinin sevmedigi
seyleri yapsa dahi onu kendi
arzulari olan bir birey olarak

gortr.

50.
Ortamin ¢ocugu i¢in ilging

olmasini saglar.

52.
Cocuguna birseyi yasaklamak
istediginde bunu sozlii olarak,
cocuguna dokunmadan ve

durdurmadan yapar.

54.
Cocugunun ilgisini devam
ettirmek i¢in bu ¢ocugunun
hosuna gitmese dahi onunla

dalga gecer.

56.
Bir ¢ocugun nasil biiytitiilmesi
gerektigiyle ilgili kaliplasmis
diistinceleri vardir, ve her zaman

bunu ayni sekilde uygular.
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57
Cocuguyla birseyler yapmaktan

zevk aldigini belli eder.

59.
Cocugu sevdigi birsey yaptiginda

onu bolmez, rahat birakir.

6l.
Cocugu kucagina ¢ikmak

istediginde rahatsiz olur.

63.
Cocugunun sikintisinin farkinda
oldugunu belli eder, ama tepki

VErmez.
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58.
Evini diizenlerken ¢ocugunun
ihtiyaglarini g6z oniinde

bulundurur.

60.
Cocugunu sikga elestirir

veya azarlar.

62.
Cocugunu iyi anladigi,
cocugunun verdigi tepkilerden

belli olur.

64.
Odaya girdiginde ¢ocugunu

selamlar.



63,
Cocugunun yaptig1 veya soyledigi

seye cevap Vverir.

67.
Cocugu ancak uzun veya siddetli

bir sekilde sikintiliysa tepki verir.

69.
Cocugu sikintili oldugunda bunu
fark eder (6rnegin agladiginda,
huysuzlandiginda veya.

sizlandiginda).

71
Cocugunun odaklandigi seye

ilgisini verir.

66.

Cocuguna asla tepki vermez.

68.
Cocuguyla oynarken onun
ihtiyacina/istegine gére
temposunu (hizini) ve ses

tonunu ayarlar.

70.
Tepkilerinde o denli gecikir ki
cocugu annesinin neye tepki

verdigini anlayamaz.

T2
Cocugu giilimsediginde ve

sesler ¢ikardiginda fark eder.
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13;

Cocuguna sinirlendiginde onunla

beraber birseyler yapmay1 birakir.

13,
Cocugunu yeni seyler denemesi

icin tesvik eder.

77.
Cocuguyla diizenli olarak

konusur.

79.
Cocugu fazla ilgi istediginde

gerilir.

74.
Cocugu yeni seyleri kesfetmek
istediginde, bunlar tehklikeli
olmadiginda dahi kaygilanir.

76.
Cocugunu yatistirmak i¢in onu

kucaklar, ona sarilir.

78.
Cocuguyla birlikte oyunlar

oynar.

80.
Cocugu kendisine karsi

koydugunda rahatsiz olur.



81.
Cocuguyla mutlu oldugunu ona

acikca belli eder.

83.
(Cocuguyla birseyler yaptigi zaman

uzak/soguktur.

85.
Cocuguyla birlikte yapmakta

oldugu seyleri birden sonlandirir.

87.
(Cocugunun arzularina agikca

kars1 ¢ikar.

89.
Cocuguyla olan iletisimi

cocugu memnun eder.

82.
Cocugunun hareketlerini

kisitlar.

84.
Gosterdigi duygular ¢ocugunun
duygulariyla uyusmaz, 6rnegin

cocuk aglarken anne giiler.

86.
Cocugu memnun olmadan

fiziksel temasi keser.

88.
Cocuguyla sik sik kavga eder

veya anlagsmazliklar yasar.

90.
Cocuguna kars1 negatif ve

diismanca davranir.
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APPENDIX H

MBQS PROTOCOL

Get MBQ cards. Keep the cards numbered from 1 to 9 and A to C, separate from the
printed item cards. Tell the mother what to do:
We want to know what you think of ideal mother. We have 90 cards for
mothers' behavior. | would like you to split these 90 cards into 9 groups of 10
cards. On the right side, you will put the behaviors that you find completely
appropriate to the ideal mother, and on the left side, you will put the
behaviors that you do not find appropriate to the ideal mother. Dividing the
cards into 3 groups in the first place makes your work easier.
Take the card A, card B, and card C and place them from left to right in the center of
the table.
I will give you the cards soon. Read the text on the card completely. If there
is something that you don't understand, or if you have a question, you can ask
me. There is no right or wrong answer, the important thing in this research is
not your own behavior as a mother, but the behaviors you find appropriate
for your ideal mother.
Take these 90 cards and give them to the mother.
Please read the card first. If you think that the behavior is not appropriate for
the ideal mother, put the card in group A, if you find the behavior a little
appropriate for the ideal mother, put the card in group B and put the cards
that you find appropriate for the ideal mother in group C. Continue until you
split all the cards into these three groups
After the mother divides the cards, place the cards 1 to 3 on top of the A card in the
upper left side of the table. Make sure that there is enough room to put the cards from
4 to 9. After that, explain how the mother will continue to divide the cards.
Now you can continue splitting these 3 groups. Start with group A. Divide
these cards on cards from 1 to 3, put the behaviors you think do not fit the
ideal mother well at all to number 1, the behaviors that you think do not fit
the ideal mother well to number 2, and the behaviors you think do not fit the

ideal mother to number 3. An important point to keep in mind is that the
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cards you want to place in number 1 are the opposite of the ideal mother's
behaviors for you.
After the cards of group A are divided into cards 1, 2 and 3, place cards 4, 5 and 6 on
top of card B.
Now you will continue to divide the cards of group B into cards 4, 5 and 6. If
you think that the behavior on the card does not quite fit the ideal mother put
it on number 4, if you do not know whether the behavior fits the ideal mother
or not put it number 5, and if you think this behavior fits the ideal mother a
little bit put it on number 6.
After the cards of group B are divided into cards 4, 5 and 6, place cards 7, 8 and 9 on
top of card C.
Now you will continue to divide the cards of group C into cards 7, 8 and 9.
When you want to put the card in a high number, for example 8 or 9, you
should note that the behavior on the card separates the ideal mother from
other mothers with this behavior. Place the cards that match the ideal mother
really well to number 9, place the cards that fit the ideal mother well to
number 8, and place the cards that fit the ideal mother to number 7.
After dividing the cards of group C into cards 7, 8 and 9, it is time to place the cards
evenly.
Now you have to split the cards equally. Make sure there are 10 written cards
under each numbered card and put them together. Start with card number 9
and put10 behaviors that fit the ideal mother. What is important here is
whether you think these behaviors are exactly the ideal mother, and whether
they are different from other mothers. If you have placed less than 10 cards in
9 numbers, you must select cards from number 8 to number 9. If you have
more than 10 cards in number 9, you should place the cards that less fit to
ideal mother to number 8.
After finishing this, tell the mother that she can continue with 8, 7 and 6 in the same
way
Now continue by placing 10 cards under the cards 8, 7 and 6.
After the mother finishes this, tell her she can continue splitting through card number
1.
This may sound weird, but it's best that you go on card number 1 now. If you

have more than 10 cards here, leave the 10 cards that don't fit the ideal
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mother and pass the others to number 2. If you have less than 10 cards in
number 1, pass card number 2 to number 1.
After finishing this, tell the mother that she can continue with 2, 3 and 4 in the same
way.
Now continue by placing 10 cards under the cards 2, 3 and 4.
When 10 cards are placed on each card, there must be10 cards in card number 5 as
well. Tell the mother this and check number 5. We are at the end of the sorting. Place
the cards in the envelopes. Count the cards before putting them in the envelope, so
you can make sure that there are 10 cards for each number. If a mistake has been
made, it is necessary to correct it, because we cannot use the data if there are no 10
cards in each number.
If it's true, there must be 10 cards left in number 5. Let's have a look. You
divided the cards into 9 groups, each with 10. Now | want to ask you if there
are behaviors that are important for the ideal mother and that will separate her
from the other mothers but not included in our cards. Are there any other
behaviors that you think fit the ideal mother but not included in the 90 cards
that you sorted?
If the mother add a behavior:
I'm writing this on a blank card, and I'd like to ask you where you would put
this card between the cards you've split up from 1 to 9.
Note the number on the card that the mother wants to place this card. Ask the mother
if she wants to add more behavior. If so, repeat what you did first. If the mother
doesn't add a behavior, you can finish the home visit.
We've come to the end of our home visit, | will put the groups into the
envelopes.
Finishing a home visit
Thank the mother for her participation in to the research.
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APPENDIX |

MBQS PROTOCOL (TURKISH)

MBQ kartlarin1 alin. A’dan C’ye kadar ve 1’den 9’a kadar olan kartlar1, yazili olan
item kartlardan ayr1 tutun. Anneye ne yapmasi gerektigini anlatin:
Sizin ideal anne hakkindaki diisiincelerinizi 6grenmek istiyoruz. Annelerin
davraniglartyla ilgili 90 tane kartimiz var. Bu 90 karti, hepsi 10 karttan
olusan 9 gruba, bolmenizi rica ediyorum. Sag tarafiniza ideal anneye
tamamen uygun buldugunuz davraniglar1 koyuyorsunuz, sol tarafiniza ise
ideal anneye kesinlikle uygun bulmadiginiz davranislar1 koyuyorsunuz.
Kartlar ilk etapta 3 gruba bolmek isinizi kolaylastirir.
A’dan C’ye kadar olan kartlar1 alin ve bunlari masanin ortasina soldan saga dogru
koyun.
Size birazdan kartlar1 verecegim. Kartin lizerindeki yaziyr tamamen okuyun.
Anlamadiginiz bir sey olursa veya bir sorunuz olursa bana sorabilirsiniz.
Dogru veya yanlis cevap yoktur, bu arastirmada 6nemli olan anne olarak
kendi davranislariniz degil sizin ideal anneye uygun buldugunuz
davraniglardir.
90 yaz1 kartlarin1 alin ve anneye verin.
Liitfen ilk dnce kart1 okuyun. Ideal anne i¢in uygun bulmadiginiz davranislari
A grubuna koyun, ideal anneye biraz uygun buldugunuz davranislar1 B
grubuna koyun ve ideal anneye uygun buldugunuz kartlar1 C grubuna koyun.
Biitiin kartlar1 bu ii¢ gruba bdlene kadar bu sekilde devam edin.
Anne kartlar1 boldiikten sonra masanin sol iist tarafina A kartinin {istiine 1’den 3’e
kadar olan kartlar1 koyun. Daha sonrasi i¢in 4’den 9’a kadar olan kartlar1 koyabilmek
i¢in yeterince yer kalmasina dikkat edin. Bundan sonra annenin olusturdugu 3 grubu
nasil devam edip bolecegini agiklayin.
Simdi bu 3 grubu bolmeye devam edebilirsiniz. A grubuyla baslaymn. Bu
kartlar1 1’den 3’e kadar olan kartlar {izerinde bdliin, ideal anneye kesinlikle
uymadigini diisiindiigiinliz davraniglar1 1 numaraya, ideal anneye fazla
uymadigini diistindiigiinliz davranislar1 2 numaraya, ideal anneye uymadigini

diisiindiigiiniiz davranislar1 da 3 numaraya yerlestirin. Aklinizda tutmaniz
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gereken 6nemli bir nokta 1 numaraya yerlestirmek istediginiz kartlarin size
gore ideal annenin hareketlerinin zitt1 olmasidir.

A grubunun kartlar1 1, 2 ve 3 numarali kartlara boliindiikten sonra, B kartinin iistiine

4,5 ve 6 numarali kartlar1 koyun.
Simdi B grubunun kartlarini 4, 5 ve 6 numarali kartlara bolmekle devam
edeceksiniz. Kartta yazan davranisin ideal anneye pek uymadigini
diisiiniiyorsaniz 4 numaraya, bu davranisin ideal anneye uyup uymadigini
bilmiyorsaniz 5 numaraya ve bu davranisin ideal anneye biraz uydugunu
diisiiniiyorsaniz 6 numaraya koyuyorsunuz.

B grubunun kartlarini 4, 5 ve 6 numaraya boldiikten sonra C kartinin iistiine 7, 8 ve 9

numarali kartlar1 koyun.
Simdi C grubunun kartlarin1 7, 8 ve 9 numaral kartlara b6lmekle devam
edeceksiniz. Kart1 yiiksek bir numaraya koymak istediginizde, 6rnegin 8 veya
9 numaraya, kartta yazan davranisin ideal anneyi diger annelerden bu
davranisla ayirip ayirmadigina dikkat etmelisiniz. 9 numaraya ideal anneye
tamamen uyan Kartlar1 yerlestirin, 8 numaraya ideal anneye olduk¢a uyan
kartlar1 yerlestirin ve 7 numaraya ideal anneye uyan kartlar1 yerlestirin.

C grubunun kartlarin1 7, 8 ve 9 numarali kartlara boldiikten sonra kartlar1 tek tek esit

olarak numaralara gore yerlestirmenin vakti gelmistir.
Simdi kartlar1 esit olarak bolmeniz gereken boliime geldik. Her numarali
kartin altinda 10 yazili kart olmasini saglayin ve bunlar biraraya koyun. 9
numarali karttan baglayip buraya ideal anneye tamamen uyan 10 davranisi
koyun. Burada 6nemli olan bu davraniglarin ideal anneye tamamen uyup
uymadigini ve diger annelerden farkl kilip kilmadigini diigiinmeniz. 9
numaraya 10 karttan az kart koymussaniz, 8§ numaraya bakip oradan 9
numaraya eklenebilecek kartlar1 segmeniz gerekir. Eger 9 numarada 10°dan
fazla kartiniz varsa hangi kartlarin ideal anneye daha az uyduguna bakip
onlar1 8§ numaraya yerlestirmeniz gerekir.

Bunu bitirdikten sonra anneye ayni sekilde 8, 7 ve 6 numarayla devam edebilecegini

anlatin.
Simdi ayni sekilde 8, 7 ve 6 numarali kartlarin altina 10 kart yerlestirerek
devam edin.

Anne bunu bitirdikten sonra, ona simdi 1 numarali karttan bolmeye devam

edebilecegini sdyleyin.
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Bu tuhaf gelebilir ama simdi 1 numaral karttan devam etmeniz en iyisi.
Burada 10’dan fazla kartiniz varsa ideal anneye kesinlikle uymayan 10 kart1
orada birakip digerlerini 2 numaraya geg¢irin. Eger 1 numarada 10’dan az
kartiniz varsa 2 numaradan 1 numaraya kart gecirin.
Bunu bitirdikten sonra anneye ayni1 sekilde 2, 3 ve 4 numarayla devam etmesini
sOyleyin.
Simdi ayni sekilde 2, 3 ve 4 numaralariyla devam edebilirsiniz.
Bunlar1 da her karta 10 tane koyarak esit sekilde boldiikten sonra 5 numarada da 10
kart kalmis olmasi gerekiyor. Bunu anneye sdyleyip kontrol edin. B6lme isleminin
sonuna geldik. Kartlar1 6zel olarak ayrilmis olan zarflara yerlestirin (1 numaradaki
kartlar1 1 numaral zarfa vesaire). Kartlar1 zarfa koymadan 6nce sayin, boylece her
numara i¢in 10 kart oldugundan emin olursunuz. Eger bir yanlis yapildiysa bunu
diizeltmek gerekir, ¢linkii her numarada esit olarak 10 kart yoksa verileri
kullanamayiz.
Eger dogruysa simdi 5 numarada da 10 kart kalmis olmas1 gerekiyor. Bir
bakalim (sayin). Kartlar1 her birinde 10 tane olacak sekilde 9 gruba boldiiniiz.
Simdi sizce ideal anne i¢in 6nemli olan ve onu diger annelerden ayiracak olan
ama bizim kartlarimizda bulunmayan davranislar olup olmadigini sormak
istiyorum. Biraz 6nce diizenlediginiz 90 kartin i¢inde bulunmayan ama sizce
ideal anneye uygun olan ve eklemek istediginiz davraniglar var mi1?
Eger anne bir davranis eklerse:
Bunu bos bir karta yaziyorum ve sizden bana bu kart1 1’den 9’a kadar
boldiigiiniiz kartlar arasinda nereye yerlestirirdiniz diye sormak istiyorum.
Yeni davranis1 yazdiginiz karta annenin bu kart1 yerlestirmek istedigi numaray1
yazin. Anneye eklemek istedigi daha fazla davranig var mi1 diye sorun. Eger varsa
once yaptiginiz1 tekrarlayin. Eger anne bir davranis eklemezse ev ziyaretini
bitirebilirsiniz.
Ev ziyaretimizin sonuna geldik, ben gruplar1 ayirdigimiz zarflara koyuyorum.
Ev ziyaretini bitirme
Anneye arastirmamiza katildig i¢in tesekkiir edin.
Katiliminiz i¢in tesekkiirler. Ev ziyaretimizi eglenceli buldugunuzu

umuyorum.
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Date:

APPENDIX J

SCORING SHEET OF MATERNAL BEHAVIOR Q-SORT

Researcher:

MBQ scoring form

1.
Does
not fit
well at

all

Do not
fit well

Do not
fit

4.
Do not
quite fit

5.
Don’t
know if
it fits

6.
Fits a
little bit

Fits

8

Fits well

9.
Fits
really
well

10.
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APPENDIX K

STRENGTHS AND DIFFICULTIES QUESTIONNAIRE

FOR THE PARENTS OF 2-4-YEAR-OLDS

Strengths and Difficulties Questionnaire

P i+

For each ilem, plesse mark the box for Mot Tree, Somewhatl Tros of Certainly True. 1t would help us of vou asswered all items &5
best vou can even if you are nol sbselutely certain, Please give vour answers on he basis of your child's behavior ower the last six

I

Your chulds name ...

Date of birth

MaleFemale

Coasiderate of other people's fechings

Blestless, oversclive, canmot sty <l for long

Oiken complams of headaches, stomach-aches or sickness

Sharnes readily with otber children, for example woyvs, trests, pencils

Ofben loses lemper

Rather soliary, poefers w play aloss

Cemerally well behaved, usually dees what adults reguest

Many worries or oflen seems wormed

Helpful if sormeone 15 hust, upset or finelmyg ol

Coastantly fidgeting or squirming

Has an beast one pood Friesd

Ciben fights with other children or bullies them

Oiben unbappy, depressed or tearful

Ciemerally liked by other children

Easuly distracted, concentration wanders

Mervous or clingy i new sifusttons, casily loses confidences

Eand wr younger ehilidren

Ciben argumentztve with aduls

Pieked on or bullied by other ehildren

Oiben offers 1o belp others (parents, peschers, other chalbdren)

Can stop and thnk things cul before scting

Can be spitefial 1o others

Giets along better with adwlts than with other children

Many lears, easily sannd

Ciood attention span, sees work throwgh w the end

Oooooooooooopoooooooooon ol ¢

O00000O00O00aO0000000O000Oa0a A

o o o o o o o o o

Do yiva havee any ather comments or Sooerts”
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Overall, do you think that your child has difficultics in one or more of the following arcas:
emotions, concentration, behavior or being able to get on with other people?

Yes- Yes- Yes-
No difficultics difficulties difficultics
O O O O

If you have answered "Yes", please answer the following questions about these difficulties:

+ How long have these difficuitics been present?

Less than 1-5 6-12 Over
a month months months a year
O a a O
» Do the difficultics upset or distress your child?
Not Only a A medium A great
atall little amount deal
O O O O
« Do the difficultics interfere with your child's everyday life in the following arcas?
Not Only a A medium A great
atall little amount deal
HOME LIFE O (] O O
FRIENDSHIPS O O O (N
LEARNING O O O a
LEISURE ACTIVITIES O () O O
+ Do the difficulties put a burden on you or the family as a whole?
Not Only a A medium A great
at all little amount deal
O O O O
Signature Date

Mother/Father/Other (please specify:)
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APPENDIX L
STRENGTHS AND DIFFICULTIES QUESTIONNAIRE FOR THE PARENTS OF

2-4 YEAR-OLDS (TURKISH)

GUCLER VE GUCLUKLER ANKETI (SDQ-Tur) AB 4

Her ciimle igin, Dogru Degil, Kismen Dogru, Tamamen Dogru kutularindan birini isaretleyiniz. Kesinlikle emin olamasamz ya da
size anlamsiz goriinse de elinizden geldigince tim ciimleleri yamtlamamz bize yardimci olacakur. Liitfen yamtlarimz
gocugunuzun son 6 ay igindeki davranislarini g6z Sniine alarak veriniz.

COCUFTIHIZMAAIE v i s SR s o Kiz / Erkek

Dogum Tarihi: .......oooiiiiiiici e

Dogru Kismen  Kesinlikle
Degil Dogru Dogru

Diger insanlarin duygularini §nemser.

Huzursuz ve asin hareketlidir, uzun siire kipirdamadan duramaz.

Sikca bas agrisi, karin agrisi ve bulanti sikayetleri olur

Diger ¢ocuklarla kolayca paylasir. (yiyecegini, oyuncagim, kalemini v.s.)

Sikca 6fke nobetleri olur yada asin sinirlidir.

Daha ¢ok tek basinadir. yalmz oynama egilimindedir.

Genellikle s6z dinler, bityiiklerin isteklerini yapar.

Birgok kaygisi vardir. Sikga endiseli gériiniir.

Eger birisi incinmis, morali bozulmus yada kendini kétii hissediyor ise ona yardimci olur.

Siirekli elleri ayaklar kipir kipirdir yada oturdugu yerde kipirdanip durur.

En az bir yakin arkadas1 vardir.

Sikga diger ¢ocuklarla kavga eder yada onlarla alay eder.

Sik¢a mutsuz, kederli yada aglamaklidir.

Genellikle diger cocuklar tarafindan sevilir.

Dikkati kolayca dagilir. Dikkatini toplamakta giicliik ¢eker.

Yeni ortamlarda gergin yada huysuzdur. Kendine giivenini kolayca kaybeder.

Kendinden kiigiiklere iyi davranir.

Sikga yetiskinlerle tartigir.

Diger ¢ocuklar ona takarlar yada onunla alay ederler.

Sik¢a baskalarina (anne baba, 6gretmen, diger ¢ocuklar) yardim etmeye istekli olur.

Birseyi yapmadan dnce durup diisiinebilir.

Kin tutabilir.

Biiyiiklerle gocuklardan daha iyi geginir.

Pek ¢ok korkusu var. Kolayca iirker.

OoooOooooUooooOooooooooOoioo|c
N O O O O O
OoooooooooooooooooooooQoo; t

Bagladig isi bitirir, dikkat siiresi iyidir.

Belirtmek istediginiz bagka diisiince ya da duygunuz var m?

Liitfen sayfayi ceviriniz - arka sayfada birka¢ soru daha var
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Genel olarak, ¢ocugunuzun asagidaki alanlarin birinde ya da daha fazlasinda giigliikleri oldugunu disiiniiyor musunuz:
Duygular, dikkati toplama, davraniglar, bagkalar ile geginebilme?

Evet-Oldukga  Evet-Cok
Hayir Evet-Biraz Ciddi Ciddi

( O [l (]

Eger yanitimz "evet" ise, litfen agagidaki bu giiglikklere iligkin sorular1 yanitlaymniz.
o Bir onceki soruda bahsettiginiz bu giigliikler ne zamandir var?

1 aydan az 1-5ay 6-12ay Bir yildan fazla

[ O O O

» Bu giigliikler cocugunuzu sikintiya sokuyor yada moralini bozuyor mu?

Kesinlikle Oldukga Cok
Hayir Biraz Fazla Fazla

[l O O [l

o Bu giiglikler asagidaki alanlarda, gocugunuzun giinlik yagamin etkiliyor mu?

Kesinlikle Oldukga Cok
Hayir Biraz Fazla Fazla
Ev yagami D |

Arkadays iligkileri [:]

]
Ogrenme ] |
]

Bos zaman etkinlikleri D

Ooond
Ooond

o Bu giigliikler size ya da ailenize zorluk yasatiyor mu?

Kesinlikle Oldukga Cok
Hayir Biraz Fazla Fazla

] [ [ O

Anne / Baba / Diger (liitfen belirtiniz):

Yardimniz i¢in tesekkiir ederiz © Robert Goodman, 2005
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APPENDIX M
STRENGTHS AND DIFFICULTIES QUESTIONNAIRE FOR THE TEACHERS

OF 2-4-YEAR-OLDS

Strengths and Difficulties Questionnaire T

For cach item, please mark the box for Not True, Somewhat Tree or Cemainly Troe. [ owould help us if you answered all items as
st vou can even if vou ane not absolutely certain. Please give vour answers on the basis of the child's behavier over the last six
moaihs or this school year.

Dane of Bisth. .t

Mot Somewhat Certainly
True True True

Considerate of other people’s feelings

O
O

Restless, overactive, cannot stay still for long

Oiften cormnplains of headaches, swmach-aches or sickness

Shares readily with other children, for example tovs, trests, pencils

Diften boses temper

Rather solitary, prefers to play alone

Generally well belaved, usually does what adults reguest

Many woeries or often scems worred

Helpful if someone is hurt, upset or fiseling i1

Constantly fidgeting or squirming

Has at least one good friend

Diten fights with other children oe bullies them
Diften unhappy, depressed or tearful
Generally liked by other children

Easily distracted, concentration wandess

Mervous or clingy in new situations, easily loses confidence

Kind to younger children

Diften argurmentative with adults

Picked on or bullicd by other children

Diten offers to help others (parents, teachers, other children)

Can stop and think things owt before acting

Can be spiteful w others

Gets along better with adults than with other children

Many fears, easily scared

Good attention span, sees work through to the end

OO00000ooOooooaoooooooo.|ad
OQoOoOooooOooooopgoopoaoooa.a
FDDDDDDDDDUUDDDDDFDDDDDDD

Do you have any other commcals of concems?
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Owerall, do you think that this child has difficulties tn any of the following areas:
emotions, concentration, behavior or being able to get on with other people?

Y ps- Yes- Yies-
minaor definite severe
Mo difficuliies difficulties difficulties

O O O O

If you have answered "Yes", please answer the following questions about these difficalties:

+ How long have these difficultics been present?

Less than 1-5 6-12 Ohver
a month months months avoar

O O O O

+ Do the difficultics upset or distress the chald?

Mot Only a A medium A great
at all little amourt deal

O O O O

* Do the difficulties interfere with the child's evervday life in the following arcas?

Mot Only 2 A medium A preat
at all hitle amaount deal
PEER RELATIONSHIPS 0 O O O
LEARNING O O m) O

+ Do the difficultics put a burden on you or the class or group as a2 whole?

Mot Umnly a A medmm A preat
at all little amount deal

O O O O
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APPENDIX N
STRENGTHS AND DIFFICULTIES QUESTIONNAIRE FOR THE TEACHERS

OF 2-4-YEAR-OLDS (TURKISH)

GUCLER VE GUCLUKLER ANKETI (SDQ-Tur) O 24

Her ciimle i¢in, Dogru Degil, Kismen Dogru, Tamamen Dogru kutularindan birini isaretleyiniz. Kesinlikle emin olamasamz ya da
size anlamsiz goriinse de clinizden geldigince tiim ciimleleri yanitlamaniz bize yardimer olacakur. Liitfen yamtlarimzi ¢ocugun
son 6 ay i¢indeki veya bu sene okuldaki davraniglarini g6z 6niine alarak veriniz.

COBUBHI-ATL (oo i S R Kiz / Erkek

Dogum Tarihi: ......ccooviiiiiiiccee e

Dogru Kismen  Kesinlikle
Degil Dogru Dogru

Diger insanlarin duygularim dnemser.

O

Huzursuz, asirt hareketli. uzun siire kipirdamadan duramaz.

Sikga bas agnisi, karin agnist ve bulantidan yakinr.

Diger ¢ocuklarla kolayca paylasir. (yiyecek. oyuncak, kalem v.s.)

Sikca 6fke nobetleri olur yada agirt sinirlidir.

Daha ¢ok tek baginadir, yalmz oynama egilimindedir.

Genellikle s6z dinler. erigkinlerin isteklerini yapar.

Birgok kaygisi vardir. Sik¢a endiseli goriiniir.

Eger birisi incinmis, morali bozulmus yada kendini kotii hissediyor ise ona yardimei olur.

Siirekli elleri ayaklar kipir kipirdir yada oturdugu yerde kipirdanip durur.

En az bir yakin arkadas1 vardir.

Sikga diger ¢ocuklarla kavga eder yada onlarla alay eder.

Sik¢a mutsuz, kederli yada aglamaklidar.

Genellikle diger ¢ocuklar tarafindan sevilir.

Dikkati kolayca dagilir. Yogunlagmakta giigliik ¢eker.

Yeni ortamlarda gergin yada huysuzdur. Kendine giivenini kolayca kaybeder.

Kendinden kiigiikler iyi davranir.

Sikga yetiskinlerle tartigir.

Diger gocuklar ona takarlar yada onunla alay ederler.

Sikga bagkalarina (anne baba, 6gretmen, diger ¢ocuklar) yardim etmeye istekli olur.

Birseyi yapmadan dnce durup diisiinebilir.

Kin tutabilir.

Eriskinlerle cocuklardan daha iyi geginir.

Pek cok korkusu var. Kolayca iirker.

Bagladig: isi bitirir, dikkat siiresi iyidir.

N O O
| o O 0 O A
N O

Belirtmek istediginiz baska diisiince ya da duygunuz var m?

Liitfen sayfayi ceviriniz - arka sayfada birkac¢ soru daha var
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Genel olarak, bu cocugun asagidaki alanlarin birinde va da daha fazlasinda giiglikleri oldugunu diigiiniiyor musunuz:
Duygular, dikkati toplama, davranislar, bagkalari ile geginebilme?

Evet-Olduk¢a  Evet-Cok
Hayir Evet-Biraz Ciddi Ciddi

0 ] O ]

Eger yanitimiz "evet" ise. lutfen asagidaki bu gii¢liklere iliskin sorulart yanitlaymiz.
« Bu gigliikler ne zamandir var?

1 aydan az 1-5ay 6-12ay Bir yildan fazla

0 O Il O

« Bu giigliikler gocugu sikintiya sokuyor yada moralini bozuyor mu?

Kesinlikle Oldukca Cok
Hayir Biraz Fazla Fazla

O O O 0

o Bu giiglikler asagidaki alanlarda, ¢ocugun giinliik yasamni etkiliyor mu?

Kesinlikle Oldukga Cok
Hayir Biraz Fazla Fazla

Akranlan ile iligkisi 0 | O ]
Sinif i¢i 6grenme [l I:] ] ]

« Bu giicliikler size ya da smifin/grubun tiimiine giigliik yasatiyor mu?

Kesinlikle Oldukca Cok
Hayir Biraz Fazla Fazla

] O O ]

Oyun grubu 6gretmeni / Kres 6gretmeni / Diger (liitfen belirtiniz):

Yardimmniz i¢in tesekkiir ederiz © Robert Goodman, 2005

143



APPENDIX O
STRENGTHS AND DIFFICULTIES QUESTIONNAIRE FOR THE PARENTS OF

4-10-YEAR-OLDS

Strengths and Difficulties Questionnaire p i

For cach item, please mark the boos for Mot True, Sormewhsat True or Certainly Troe. It would help us if you answered all items as
best vou can even if vou are not absolutely certain. Please give your answers on the basis of your child's behavior over the last six
months.

Yoorchilfameme ... e MaleFemale

Date of birth...._...._.

Nt Somewhat Certainly
True True

Considerate of other people's feelings

Restbess, overactive, cannot stay still for long

Often complains of headaches, stomach-aches or sickness

Shares readily with other childeen, for example toys, treats, pencils

Oiften loses temper

Rather solitary, prefers w play alome

Generally well behaved, usually does what adults request

Many woeries or often seems worried

Helpful if spmeone is hurt, upset or fieeling il

Constantly fidgeting or squirming
Has at least one good fFiend

Dften fights with other children or bullies them

Often unhappy, depressed or tearful
Generally liked by other clildren

Easily distracted, concentration wanders

Nervous or clingy in new situations, casily loses confidence

Kind to younger childsen

Often lies or cheats
Picked on or bullicd by other children
Often offiers to help others (parents, veachers, other childnen)

Thinks things out before acting

Steals from home, school of eloewhere

Giets along better with adults than with other children

Many fears, casily scared

Good attention span, sees chores of homework through o the end

DO0ooooooooooooooooooooooo|:E
O0O0000ooooooopoooooooppo;..
|EIEIEIEIEIEIEIEIEI (I EIEIEI|EIEIEIEIEIEIEIEI

Dx yon have any other comments oF concerns?
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Owverall, do vou think that vour child has difficulties in one or more of the following areas:
cmotions, concentration, behavior or bemng able to get on wath other people?

Yes- Yes- Y es-
minor defimie sevErs
No difficulties difficulties difficulties

O O O O

If you have answered "Yes", please answer the following questions about these difficulties:

« How long have these difficultics been present?

Less than 1-5 G-12 Ower
a month months months 2 year

O O O O

+ Do the difficulties upset or distress your child?

Mot Omly & A medmm A great
at all little amount deal

O O O O

« Do the difficulties mterfere with your child’s everyday life m the following areas?

ot Only a A mediom A preat
at all little amount deal
HOME LIFE O O O O
FRIENDSHIPS 0 O O O
CLASSROOM LEARNING ] O O n
LEISURE ACTIVITIES ) ] 0 .

« Do the difficulties put a burden on vou or the family as o whole?

Mot Omnly a A medium A preat
at all little amount deal

O O O O

Mother/Father/(ther (please specify:)
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APPENDIX P
STRENGTHS AND DIFFICULTIES QUESTIONNAIRE FOR THE PARENTS OF

4-10-YEAR-OLDS (TURKISH)

GUCLER VE GUCLUKLER ANKETI (SDQ-Tur) AB *Y

Her ciimle igin, Dogru Degil, Kismen Dogru, Tamamen Dogru kutularindan birini isaretleyiniz. Kesinlikle emin olamasaniz ya da
size anlamsiz goriinse de eclinizden geldigince tiim ciimleleri yamtlamamz bize yardimcr olacaktuir. Liitfen yanitlarinizi
gocugunuzun son 6 ay i¢indeki davramslarim g6z 6niine alarak veriniz.

COCHBRMZMDAT 5 mmsrs s o s e B TS e S o Kiz / Erkek

Dogum Tarihi: ..o

Dogru Kismen  Kesinlikle
Degil Dogru

Diger insanlarin duygularim nemser.

Huzursuz ve asin hareketlidir, uzun siire kipirdamadan duramaz.

Sikga bas agrisi, kann agnist ve bulanti sikayetleri olur

Diger ¢ocuklarla kolayca paylasir. (viyecegini, oyuncagini, kalemini v.s.)

Sikga 6fke nobetleri olur yada asin sinirlidir.

Daha ¢ok tek basinadir, yalmz oynama egilimindedir.

Genellikle s6z dinler, biiyiiklerin isteklerini yapar.

Birgok kaygisi vardir. Sikga endiseli goriiniir.

Eger birisi incinmis, morali bozulmus yada kendini kotii hissediyor ise ona yardimet olur.

Siirekli elleri ayaklart kipir kipirdir yada oturdugu yerde kipirdanip durur.

En az bir yakin arkadas1 vardir.

Sikga diger ¢ocuklarla kavga eder yada onlarla alay eder.

Sik¢a mutsuz, kederli yada aglamaklidir.

Genellikle diger ¢ocuklar tarafindan sevilir.

Dikkati kolayca dagilir. Dikkatini toplamakta giiclik ¢eker.

Yeni ortamlarda gergin yada huysuzdur. Kendine giivenini kolayca kaybeder.

Kendinden kiigiiklere iyi davramr.

Sikca yalan soyler yada hile yapar.

Diger gocuklar ona takarlar yada onunla alay ederler.

Sikga bagkalarina (anne baba, §gretmen, diger cocuklar) yardim etmeye istekli olur.

Bir seyi yapmadan 6nce diisiiniir.

Ev. okul yada baska yerlerden calar.

Biiyiiklerle cocuklardan daha iyi geginir.

Pek ¢ok korkusu var. Kolayca iirker.

OogogogooiooooooooooooQEoE d
N {0
I O | | DDDDDDDDDDDDDDDD%

Basladig isi bitirir, dikkat siiresi iyidir.

Belirtmek istediginiz bagka diisiince ya da duygunuz var mi?

Liitfen sayfayi ceviriniz - arka sayfada birkag¢ soru daha var
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Genel olarak, ¢ocugunuzun agagidaki alanlarn birinde ya da daha fazlasinda giigliikleri oldugunu diigiinityor musunuz:

Duygular, dikkati toplama, davranislar, bagkalan ile ge¢inebilme?

Evet-Oldukga

Hayir Evet-Biraz Ciddi

0 O O

Eger yamtiniz "evet" ise, litfen agagidaki bu gicliklere iligkin sorulan yanitlaymiz.
o Bir 6nceki soruda bahsettiginiz bu giiglikkler ne zamandir var?

1 aydan az 1-5ay 6-12ay

[ [ 0

¢ Bu giiglikler cocugunuzu sikintiya sokuyor yada moralini bozuyor mu?

Kesinlikle Oldukga
Hayir Biraz Fazla

O O O

« Bu giigliikkler agagidaki alanlarda, cocugunuzun giinliik yagamin etkiliyor mu?

Kesinlikle Olduk¢a
Hayir Biraz Fazla
Ev yasami D D

Arkadas iliskileri ] L]
Sinif igi 6grenme [:‘ D
L]

Bos zaman etkinlikleri D

Oooogd

« Bu giiclikler size ya da ailenize zorluk yasatiyor mu?

Kesinlikle Oldukga
Hayir Biraz Fazla

O O 0l

Anne / Baba / Diger (lutfen belirtiniz):

Yardiminiz icin tesekkiir ederiz
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Evet-Cok
Ciddi

0

Bir yildan fazla

[l

Cok

Fazla

Ooooo gg

Cok
Fazla

© Robert Goodman, 2005



APPENDIX R
STRENGTHS AND DIFFICULTIES QUESTIONNAIRE FOR THE TEACHERS

OF 4-10-YEAR-OLDS

Strengths and Difficulties Questionnaire T4

For cach item, please mark the box for Mot Tree, Somewhat Tree or Certainly Tree. It would lelp ws if you answered all items as
st you can even if you are not absolutely certain. Please give your answess on the basis of the child's behavior over the last six
mionths or this school year.

Child's name ... MaleFemale

D318 0F BT et e e e me s
Mot Somewhat Certainly
True True Trus

Considerate of other people’s feelings

00

Restless, overactive, cannot stay still for long

Often complains of headaches, stormach-aches or sickness

Shares readily with other children, for example tovs, treats, pencils

Often loses temper

Rather solitary, prefers to play alone

Generally well behaved, usually does whar adults request

Many worrics or often seems worried

Helpful if someone is hart, wpses or feeling il

Coastantly fidgeting or squirming

Has at least one good friend
Often fights with other children or bollics them

Oiften unhappy, depressed o tearful
Generally liked by other childeen

Easily distracted, concentration wandegs

Mervous or clingy in new sitnations, eastly loses confidence

Eind 1o younger children

Often lies or cheats

Picked on or bullied by other children

Often offers to help others (parents, teachers, other children)

Thinks things out before acting

Steals from horme, school or elsewhene

Gets along better with adulis than with other children

Many fears, easily scared

0 O o o
0 O o o
O0000O00Oo00O0oOoooooppooooOoo|o

Good attention span, sees work throogh to the end

Do you have any other comments or coneems?
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Owerall, do you think that this child has difficulties in any of the following areas:
emotions, concentration, behavior or being able to get on with other people?

Yes- Yes-
Minor defnite
Mo difficulties difficulties

O L O

[f you have answered "Yes", please answer the following questtons about these difficulties:

* How lomg have these difficulties been present”

Less than -5 6-12
a month montis months

O O O

* Do the difficulties upset or distress the chald?
Mot Only a A medivm

at all little amount

i O [

* Do the difficulties interfers with the child's evervday life m the following areas?

Mot Only a A medium

at all little amount
PEER RELATIONSHIPS ] W N
CLASSROOM LEARNING I L] L

+ Do the difficulties put a burden on you or the class as a whole?

Mot Only a A medium
at all little amouTnt

O O O

SLETULLLITE covvomeemeeasscasserssemsssoansarse s es s aassmmbbe s remssmsammtas b bemsams s Dhates ... emcesan v
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APPENDIX S
STRENGTHS AND DIFFICULTIES QUESTIONNAIRE FOR THE TEACHERS

OF 4-10-YEAR-OLDS (TURKISH)

GUCLER VE GUCLUKLER ANKETI (SDQ-Tur) O+

Her ciimle igin, Dogru Degil, Kismen Dogru, Tamamen Dogru kutularindan birini isaretleyiniz. Kesinlikle emin olamasamz ya da
size anlamsiz goriinse de clinizden geldigince tiim ciimleleri yanitlamaniz bize yardimei olacaktir. Liitfen yanitlarinizi 6grencinin
son 6 ay i¢indeki davramslanim g6z 6niine alarak veriniz.

1S 11T11 0 Vi L Kiz / Erkek

Dosum Tarihis:: counmmamnssansmsmsmsmmass

Dogru Kismen  Kesinlikle
Degil Dogru Dogru

Diger insanlarin duygularim 6nemser.

O

Huzursuz, agin hareketli. uzun siire kipirdamadan duramaz.

Sikga bas agrnisi, kann agrisi ve bulantidan yakimr.

Diger ¢ocuklarla kolayca paylasir. (yiyecek. oyuncak, kalem v.s.)

Sikga 6fke nébetleri olur yada asin sinirlidir.

Daha ¢ok tek baginadir, yalmz oynama egilimindedir.

Genellikle s6z dinler, erigkinlerin isteklerini yapar.

Birgok kaygist vardir. Sikga endiseli goriiniir.

Eger birisi incinmis, morali bozulmus yada kendini kétii hissediyor ise ona yardimci olur.

Stirekli elleri ayaklar kipir kipirdir yada oturdugu yerde kipirdanip durur.

En az bir yakin arkadasi vardir.

Sikga diger ¢cocuklarla kavga eder yada onlarla alay eder.

Sik¢a mutsuz. kederli yada aglamaklidr.

Genellikle diger ¢ocuklar tarafindan sevilir.

Dikkati kolayca dagilir. Yogunlagmakta giicliik ¢eker.

Yeni ortamlarda gergin yada huysuzdur. Kendine giivenini kolayca kaybeder.

Kendinden kiigiikler iyi davranir.

Sikga yalan sdyler yada hile yapar.

Diger ¢ocuklar ona takarlar yada onunla alay ederler.

Sikca bagkalarina (anne baba, 6gretmen, diger gocuklar) yardim etmeye istekli olur.

Bir seyi yapmadan dnce diigtiniir.

Ev. okul yada baska yerlerden calar.

Eriskinlerle ¢ocuklardan daha iyi geginir.

Pek ¢ok korkusu var. Kolayca iirker.

OOOooOooooooooooooiooooogn. c
| 0 O O | O
OO000000Oo0o0noooogoooiooooQo;o| t

Basladi1 isi bitirir, dikkat siiresi iyidir.

Belirtmek istediginiz bagka diisiince ya da duygunuz var m1?

Liitfen sayfayi ceviriniz - arka sayfada birkac soru daha var
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Genel olarak, bu 6grencinin asagidaki alanlarin birinde ya da daha fazlasinda giigliikleri oldugunu diistiiniiyor musunuz:
Duygular, dikkati toplama, davranislar, baskalar ile ge¢inebilme?

Evet-Olduk¢a  Evet-Cok
Hayir Evet-Biraz Ciddi Ciddi

O C [l [

Eger yamtiniz "evet" ise, litfen asagidaki bu gigliklere iligkin sorulari yanitlayiniz.
o Bu giigliikler ne zamandir var?

1 aydan az 1-5ay 6-12ay Bir yildan fazla

] O O O

» Bu giiclikkler 6grenciyi sikintiya sokuyor yada moralini bozuyor mu?

Kesinlikle Oldukca Cok
Hayir Biraz Fazla Fazla

[l O 0 O

« Bu gigliikler agagidaki alanlarda, 6grencinin giinlik yasamini etkiliyor mu?

Kesinlikle Oldukca Cok
Hayir Biraz Fazla Fazla

Akranlan ile iliskisi O O O L]
Sinif igi 63renme | [ ] ]

o Bu giigliikler size ya da sinifin tiimiine zorluk yasatiyor mu?

Kesinlikle Oldukga Cok
Hayir Biraz Fazla Fazla

O O O [l

Siif 6gretmeni / Rehberlik 6gretmeni / Midiir Yard. / Diger (liitfen belirtiniz):

Yardiminiz icin tesekkiir ederiz © Robert Goodman, 2005
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APPENDIX T
PEARSON CORRELATIONS OF THE TEACHERS” MBQ SORTS WITH THEIR

STUDENTS’ PARENTS’ VIEWS OF THE SENSITIVE MOTHER

Teacher 1% Mother 2" Mother
Code in the class in the class
M M
Tl l** 2**
.76 .81
M M
T2 3** 4**
.68 73
M M
T3 5** 6**
.78 75
M
T4 7**
.82
M M
T5 8** 9**
.66 74
M M
T6 12* 11*
78 81
M M
T, 2. .
.78 .82
M M
Te - o,
.59 .58
M M
Tg 1?—* 11*
.81 .69
Mlg M19
T *x *x
10 76 79
|\/|20 MZ
T e i*
62 81
Mzz MZS
le *x *x
76 .83
M2 M
T3 i* i*
72 72
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Continued

T4 Mag M.,
817 727
Tis Mas Mag
82" 78"
T16 M3 M3y
737 a7
T17 M3, Mas
78" 74"
M3y
Tig r
75
MB M 36
Tio > >
75 69
M37 M 38
Too r o
.80 80
Mg Mao
T . 4**
.63 81
Ma1 Mg
T2 - ‘.
71 74
M43 M44
Tos - "
g2 78
M My
T24 4?‘* 4**
.85 79
Ma7 Mag
Tos . °
.80 .81
M49 M 50
T2 . .
.81 .68
Ms;
To7 -
17

Note: T represents the Teacherl, M; represents Motherl. Each line
in the table indicates different teacher-mother pairs in the same
classroom (M and M, for T;, Mzand My for T, Mygand Ms, for

Ta6, My for To7), " p < .01

......
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