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Abstract

Parental cognitions on child development are regarded as an
important source of information. These cognitions are thought to provide
parents with a reference point to follow child development and help parents
to shape their parenting behaviors. Cultural and socio-economic variables
have been found to be important factors influencing parental cognition and
values with regards to child development. Present study aims to compare
age expectations of Turkish mothers with different levels of education with
regards to the development of six categories of developmental skills in their
preschool aged children. Participants were mothers living in Istanbul who
had at least one preschool-aged child. There were 48 primary educated, 36
high school educated and 60 university educated mothers. They completed
Developmental Expectations Questionnaire and Importance of
Developmental Skills Scale which were developed for this study. Mothers
with higher levels of education (high school and university graduates) were
found to have lower age expectations for the development of skills in the
areas of social skills, social compliance, assertiveness and cognitive skills in
comparison to mothers with only primary school education. There were no
group differences in the areas of behavioral autonomy and emotional
maturity. In the area of importance given to different developmental skills,
the only difference between higher and lower educated mothers appeared in
the domain of social compliance with lower educated mothers assigning

importance to these skills. Significant correlations was not observed



between age expectations for a particular type of developmental skill and

the importance given to that skill by the mothers.



Ozet

Cocuk gelisimi ile ilgili ebeveyn bilisleri onemli bir bilgi kaynagi
olarak goriilmektedir. Bu bilislerin ebeveynlere ¢ocuklarinin gelisimini
takip edebilmek icin bir referans noktasi sagladigi ve ebeveynlere
ebeveynlik davraniglarini diizenlemekte yardimei oldugu diisiiniilmektedir.
Kiiltiirel ve sosyoekonomik degiskenlerin ebeveynlik bilislerini ve
ebeveynlerin deger yargilarini etkileyen 6nemli faktorler oldugu
bulunmustur. Bu ¢alismanin amact; farkli egitim seviyelerinden Tiirk
annelerinin okul 6ncesi ¢ocuklar i¢in alt1 kategorideki gelisimsel becerilerle
ilgili yas beklentilerini karsilagtirmaktir. Katilimeilar Istanbul’da yasayan ve
okul dncesi dénemde en az bir cocugu olan annelerden olusmustur. Ilkokul
mezunu 48, lise mezunu 36 ve tiniversite mezunu 60 anne vardir. Anneler
bu galisma i¢in gelistirilen Gelisimsel Beklentiler Olcegi ve Gelisimsel
Becerilerin Onemi Olgegi’ni doldurmustur. Yiiksek egitim seviyesinden
anneler (lise mezunu ve tiniversite mezunu) sosyal beceriler, sosyal uyum,
kendini ortaya koyma ve biligsel beceriler alanlarinda ilkokul mezunu
annelerle karsilastirildiginda daha diistik yas beklentileri belirtmistir.
Davranigsal 6zerklik ve duygusal olgunluk alanlarinda ise grup farklilig
bulunmamistir. Gelisimsel becerilere verilen 6nem acgisindan, yiiksek
egitimli ve diislik egitimli anneler arasindaki tek fark sosyal uyum alaninda
ortaya ¢ikmistir, diisiik egitimli anneler bu alandaki becerilere daha ¢ok
onem vermektedir. Belirli bir alandaki gelisimsel becerilerle ilgili, annelerin
yas beklentileri ve annelerin bu becerilere verdigi 6nem arasinda anlamli bir

korelasyon gozlemlenmemistir.
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1. Introduction

1.1. Developmental Expectations

One of the important areas of research in child development has been
parental cognitions on child development (Goodnow, Cashmore, Cotton, &
Knight, 1984; Hess, Kashiwagi, Azuma, Price, & Dickson, 1980; Ninnio,
1979). Parental cognitions include parents’ beliefs, values and expectations
about child and child development. (Durgel, van de Vijyer, & Yagmurlu,
2013; Goodnow et al., 1984; Hess et al., 1980; Rosenthal & Roer-Strier,
2001; Williams & Williams, 2000). They have been found to be an
important factor that is indirectly and directly related to parenting behaviors
and child’s developmental outcomes (Goodnow et al., 1984; Durgel et al.,
2013, Williams & Williams, 2000). Furthermore, parental cognitions
provide more comprehensive information about parenting attitudes which
could not be understood only through specific parenting behaviors (Abidin,
1992).

The literature has suggested that parents develop ‘naive theories’
about child and child development (Ninnio, 1979). These theories provide
parents a ‘reference point’ when evaluating their children's progress (Hess et
al., 1980). These theories also shape parents’ behaviors. Therefore, many
studies investigated how these theories are shaped in a given context, how
they guide parents’ behaviors and how they influence child development

(Rosenthal & Roer- Strier, 2001).



1.2.  Parental Developmental Expectations and Parenting
Behaviors

The literature has also focused on understanding the relationship
between parents’ expectations and parenting behaviors (Landry et al., 2008;
Ninnio, 1979; Williams & Williams, 2000; Williams & Williams, 2000).
Parental expectations are thought to influence type of environment parents
create for their children. Parents provide opportunities to help their children
to acquire certain skills in this environment (Murphey, 1992). Furthermore,
parental expectations are communicated either directly or indirectly with
children in everyday child-parent interaction (Murphey, 1992). For instance;
parents who value social skills more also involve in social activities and
encourage their children to engage with others (Kennedy, 1992).

In one study, African American mothers are asked about their
developmental goals for their children (Brody, Flor, & Gibson, 1999). These
mothers’ parenting practices to promote developmental competencies are
investigated by gathering information from different sources. Researchers
asked mothers to report their family routines but they also observed mother-
child interactions. This study found that mothers’ developmental goals
predicted mothers’ behaviors promoting their children’s competence (Brody
et al., 1999). Furthermore, it was emphasized that parents create an
educational environment in which they express their academic expectations
through their behaviors (Brody et al., 1999).

Parents’ developmental timetables are suggested to guide parents to

follow and interfere with child’s development, when child’s progress is



thought to fall beyond normal development (Hess et al., 1980). Furthermore,
developmental timetable also includes beliefs about the time to introduce
new care giving activities so that it also guides parents to stimulate child’s
development through new activities (Ninnio, 1979).

The few studies on the relation between parents’ developmental
expectations and parenting behaviors showed that parents’ expectations
from their children to learn certain skills earlier also encourage their
children to achieve these skills earlier (Keller, Miranda, & Gauda, 1984;
Ninnio, 1979; Williams & Williams, 2000). For instance; Williams et al.
(2000) examined Balinese mothers’ expectations for child development and
mothers’ child rearing practices. Rural and urban mothers’ expectations
were differentiated for verbal assertiveness. Urban mothers expected their
children to achieve verbal assertiveness at an early age are also found to
initiate activities such as reading books, telling stories, talking to their
babies at an earlier age (Williams & Williams, 2000).

Similarly, Hess et al. (1980) investigated Japanese and American
mothers’ age expectations for developmental skills of their children. The
mother-child interactions were also observed in two different tasks.
American mothers who had earlier age expectations for verbal assertiveness
also used different communication strategies to their children in these tasks.
They tended to behave in ways that required their children to give verbal
answer while these behaviors were not observable in Japanese mother-child

interaction (Hess et al., 1980).



Ninnio (1979) examined mothers’ expectations for cognitive skills
in two groups in Israel. It was found that mothers’ beliefs about cognitive
capacity of an infant were related to mothers’ caregiving activities. Mothers
provide cognitively stimulative environment according to their belief on
child’s capability. Mothers who have earlier expectations for cognitive
development of the infant also introduce stimulative activities such as
buying first book, telling stories earlier. Furthermore, mothers’ beliefs on
possibility to influence child’s development also influence their behaviors.
For instance; lower class mothers in Israel often do not believe the
possibility of influencing infants’ start of talking; therefore, they initiate
stimulating activities such as talking with their babies at later age (Ninnio,
1979).

Parental expectations are also found to be related to autonomy
supportive and controlling behaviors. Landry et al. (2008) investigated
parents’ trust in children’s natural development. Parents who believed that a
child’s development typically progressed in a natural and healthy way also
had relaxed expectations for developmental milestones. Furthermore,
parents’ trust in natural line of development was also found to be related to
parents’ autonomy supportive behaviors such as following child’s speed and
supporting child’s competence through encouragement (Landry et al.,
2008). It was argued that parents who trust development of their children
also do not control their children to succeed a task that children perhaps are
not ready to do. These parents are also found to have a more harmonious

relationship with their children (Landry et al., 2008). That is to say, parental



overestimation or underestimation of child development could result in
controlling behaviors of parents. It also negatively influences parent-child
interaction (Landry et al., 2008).

Furthermore, one study investigated the relationship between
parents’ expectations with parenting styles (Ren & Edwards, 2014). Ren et
al. (2014) examined Chinese parents’ expectations for children’s
achievement of social and emotional skills. It was found that parents who
have earlier expectations apply authoritative parenting practices. Moreover,
parenting style was found as a mediator between parents’ expectations and
children's competence for social and emotional skills (Ren & Edwards,
2014). That is to say, parents’ having earlier expectations indirectly lead to
better social and emotional competence in their children (Ren & Edwards,
2014).

Literature showed that parents’ developmental expectations are
related to specific parenting behaviors (Keller et al., 1984; Landry et al.,
2008; Ninnio, 1979; Williams & Williams, 2000). While researchers often
focus on parenting behaviors, they often do not investigate underlying
cognitions behind these behaviors. However, parents’ interaction with their
children is based on parents’ beliefs and expectations and parents reflect
their beliefs and values in this interaction (Abidin, 1992). Child’s
developmental outcome is a result of this interaction. That is to say,
observing specific parenting behaviors is insufficient to understand this
interaction (Abidin, 1992). How parents design child’s environment, what

kind of daily activities are chosen for the child are some examples which



could not be directly measured. Therefore, parents’ cognitions give more
comprehensive picture about mechanisms behind effects on child
development (Abidin, 1992).

1.3.  Parental Developmental Expectations and Child Outcome

Research literature has also focused on investigating the relationship
between parental cognitions and child outcomes (Hess et al., 1980;
Holloway & Reichhart-Erickson, 1989; Hopkins & Westra, 1989; Huang,
Caughy, Genevro, & Miller, 2005; Murphey, 1992, Piamjariyakul, 1996). A
model proposed to explain multidirectional relationship between parental
cognitions and child developmental outcomes (Murphey, 1992). This model
emphasized that parental expectations with parental behaviors mediate the
child outcomes. Parental expectations are suggested to influence child
outcome in an indirect way through its effect on parental behaviors.
Furthermore, it was suggested that parents implicitly emphasize their
expectations in their interaction with children and children behave in a way
that fulfills these expectations (Murphey, 1992).

Hess et al. (1980) investigated Japanese and American mothers’
expectations for different developmental competencies. These mothers were
also observed in a teaching task with their children and the children’s
performance was evaluated. A year later, they also performed on an
intelligence test. These measures gave information about children’s school
success and cognitive growth. It was found that mothers’ developmental
expectations are related to children’s cognitive development. Especially,

early age expectation for verbal assertiveness was strongly related to



children’s cognitive abilities and cognitive development (Hess et al., 1980).
It is possible that parents believe in child’s potential so that they stimulate
the child’s cognitive abilities. For instance, in one study, parents who
underestimated child’ s ability in a teaching task also did not behave in an
encouraging manner but rather behaved in an insensitive way (Huang et al.,
2005).

Another study investigated parental developmental expectations and
child’s social competence (Holloway et al., 1989). Parental expectation was
found to be related to child’s social competence. Mothers expecting early
mastery in social skills also have socially competent children. These
children playing active role in a group, being sensitive to other children’s
feelings and behave in a friendly way toward others (Holloway et al., 1989).
It could be argued that mothers encourage their children to be socially more
competent but also they implicitly emphasize these expectations so that the
child behaves in this way. There is a reciprocal interaction between the child
and the mother (Murphey, 1992).

Hopkins and Westra (1989) examined Jamaican and English
mothers’ age expectations for motor development. It was shown that
Jamaican mothers have earlier expectations for abilities like sitting and
walking compared to English mothers. Furthermore, it was also found that
Jamaican infants achieved these motor abilities earlier when compared to
others. It was argued that there is a significant match between parental
expectations and child motor development (Hopkins & Westra, 1989).

Although parental practices were not mentioned in this study, the practices



to accelerate motor development of infant are observable in other cultures.
For instance, Indian mothers who have higher motor expectations also apply
massage activities to their newborns (Cintas, 1995).

In Thailand, researchers examined maternal expectations and child
development (Piamjariyakul, 1996). They used a developmental screening
test to identify the children’s development. It was shown that children
whose mothers had lower expectations for cognitive development showed
lower performance in this screening test. These mothers were also found to
initiate child rearing practices for cognitive development on later ages
(Piamjariyakul, 1996). As mentioned before, parenting behaviors are
regarded as a mediator between parental expectations and child outcome.
Parents expected their children to achieve a skill also encouraged children to
become more competent in this skill (Keller et al., 1984; Landry et al., 2008;
Ninnio, 1979; Williams & Williams, 2000)

Although these studies emphasized association between parental
developmental expectations and child outcomes, there is a more complex
relationship between these two concepts (Murphey, 1992). There are other
factors such as child characteristic and parental efficacy beliefs contributing
to this relationship differently. It was also argued that parental expectations
function as a moderator of the relationship between environmental factors
and parenting behaviors (Murphey, 1992). Therefore, it is important to
understand how parental expectations are constructed in an environmental

context.



1.4.  Parental Expectations and Cross-Cultural Variables

Culture is regarded as an important dimension that shapes parents’
cognitions in the sense that it contributes to social and parental norms in a
given society (Hess et al., 1980). Parental theories are actually a reflection
of the cultural beliefs about how children develop, how they acquire certain
skills and what influences child development (Rosenthal & Roer- Strier,
2001). Based on this assumption, it was hypothesized that cultural
differences exist in parents’ beliefs about child development. The cross
cultural studies have examined this hypothesis by asking parents about age
expectations in achieving certain developmental skills. Parents’
developmental expectations are taken as a part of parental cognitions about
child development (Goodnow et al., 1984; Hess et al., 1980; Keller et al.,
1984; Rosenthal & Roer- Strier, 2001; Willemsen & van de Vijyer, 1997;
Winskel, Salehuddin & Stanbury, 2013).

Cross cultural studies on developmental expectations showed that
mothers from collectivistic cultures expect earlier development in behaviors
such as compliance to authority and they expect later development in
behaviors such as verbal assertion compared to mothers from individualistic
cultures (Durgel et al., 2013). For instance; Hess et al. (1980) compared age
expectations of mothers from US and age expectations of mothers from
Japan. While mothers from Japan expected earlier mastery in self-control,
obedience to authority and social compliance, mothers from US expected
early mastery in individual actions such as standing up for their own rights

and stating thoughts and preferences (Hess et al., 1980).



Similarly, Goodnow et al. (1984) asked Australian born and
Lebanese born mothers, living in Australia; at what age they expect children
to acquire various skills. It was found that Lebanese mothers expected later
age than Australian mothers on many skills. However, there was a
significant difference in social skills with peers and verbal assertiveness.
Lebanese mothers expected a later age when compared to Australian
mothers in those skills. The authors stated that age expectation may reflect
the degree of value given to a skill by a specific culture (Goodnow et al.,
1984).

On the other hand, Willemsen & van de Vijyer (1997) asked Dutch
and Turkish mothers about age expectations for certain skills and the
desirability of these skills. It was shown that Dutch mothers expected earlier
age for cognitive skills, but they also gave lower desirability for these skills.
Therefore, it was argued that it is important to be careful in evaluating age
expectations and to be tentative in associating earlier age expectations with
higher value given to that skill (Willemsen & van de Vijver, 1997).

Cross cultural studies comparing Turkey with other cultures in this
area are very limited. Durgel et al. (2013) compared Turkish mothers’ age
expectations with Dutch mothers’ expectations for skills in different
domains including physical, cognitive, social skills as well as autonomy,
obedience, family orientation and traditional rules. Dutch mothers were
found to have earlier age expectations for all domains compared to Turkish
mothers (Durgel et al., 2013). It was argued that Dutch mothers see children

as individuals with certain capabilities and potentials, whereas Turkish

10



mothers see children as kids; therefore, they have later expectations for all
these skills (Durgel et al., 2013).
1.5.  Parental Expectations and Socio-EconomicVariables

On the other hand, some researchers suggest that socieonomic
variables are more important source of variance in parenting compared to
cultural variables. Willemsen & van de Vijyer (1997) tested a model called
context variable model to explain cross cultural differences in their study.
This model addresses external variables for cultural differences. Cross
cultural differences on developmental expectations could be larger due to
differences in background variables across cultures such as education,
income or birth of order according to this model. From this point of view, it
is expected that there would be no cross cultural differences in
developmental expectations when all background variables are equal
(Willemsen & van de Vijyer, 1997).

Solis Camara and Fox (1995) examined developmental expectations
of mothers from Mexico and the United States. It was found that there were
no cultural difference between two groups after these groups are equalized
on maternal education, socioeconomic status and marital status. Similarly,
Cashmore and Goodnow (1986) showed that there was no cultural
difference between Anglo Australian and Italian Australian parents after
educational background was taken into account (Cashmore & Goodnow,
1986).

Research on economic development and child development showed

that intracultural differences in beliefs and expectations could be larger than
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intercultural differences in especially low developing countries which have
dualistic economies and social systems (Williams & Williams, 2000;
Williams & Williams, 2000). There is a significant gap between traditional
majority group and modern minority group in low developing countries.
This gap leads to two different lifestyles in the same country. For instance;
Williams and Williams (2000) examined developmental expectations of
mothers living in Bali, Indonesia. It was found that urban mothers reported
earlier beginning ages of performance skills (physical, perceptual and motor
behaviors) compared to rural mothers. Furthermore, there was a significant
difference between rural mothers and urban mothers in expectations for
cognitive development. Urban mothers expected earlier ages in cognitive
development compared to rural ones. In terms of psychosocial development,
verbal assertiveness differentiated urban and rural mothers. Urban mothers
expected their children to acquire verbal assertiveness at a younger age
compared to rural mothers (Williams & Williams, 2000).

Furthermore, social class is also regarded as a variable leading to
differences in parental expectations. One study examined the expectations
of Jewish parents who belonged to lower and higher social classes (Ninnio,
1979). Parents from higher social class expected earlier ages for cognitive
skills compared to parents from lower class, although there is no difference
found between the two for other skills (Ninnio, 1979). Similarly, Mansbach
& Greenbaum (1999) examined Israeli parents from lower and higher
socioeconomic levels. It was found that expectations for cognitive skills are

basically influenced by socioeconomic level.
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However, research literature suggests that socioeconomic status is a
comprehensive factor. This factor is composed of different variables
(Nacak, Yagmurlu, Durgel, & van de Vijyer, 2011; Yagmurlu, Citlak, Dost,
& Leyendecker, 2009). Although research focused on income or residential
status as socioeconomic variable, this variable tends to change over time.
Therefore, researchers introduced educational level as a more stable variable
over time (Nacak et al., 2011; Yagmurlu et al., 2009).

As mentioned above, Williams & William (2000) studied on
Balinese mothers’ developmental expectations. This study found a
significant interaction effect of educational level and residential location on
developmental expectations when educational level was included. In terms
of educational level, college educated mothers had earlier expectations for
child development. Similarly, Nacak et al. (2011) investigated metropolis
mothers’ developmental expectations in Turkey. When mothers’ educational
level was included as a variable, it was found that metropolis mothers with
higher education expected earlier age for social, physical and cognitive
development compared to metropolis mothers with lower education and
compared to rural mothers (Nacak et al., 2011).

The literature has showed that parents’ developmental expectations
are shaped in an ecocultural context (Rosenthal & Roer-Strier, 2001). They
are constructed by social, economic and cultural factors. Furthermore, there
is a complex network of these factors in shaping parents ‘expectations
(Rosenthal & Roer-Strier, 2001). Therefore, these studies are important in

understanding this complex network.
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1.6.  Parental Autonomy Expectations

Autonomy development is also focus of research in developmental
psychology. Developmental theories have emphasized achievement of
autonomy as an important indicator of healthy development (Ryan, Deci,
Grolnick, & La Guardia, 2006). Research on parenting also showed that
promotion of autonomy has positive impact on children’s psychological
functioning, emotion regulation and achievement ( Annear & Yates, 2010;
Fei-Yin Ng, Kenney-Benson, Pomerantz, 2004; Matte-Gagné & Bernier,
2011; Roth & Assor, 2012; Ryan et al., 2006) Although an important theme
in the literature is parents’ autonomy support, recent researches also focus
on investigating parents’ beliefs and expectations about autonomy
development (Goodnow et al., 1984; Hess et al., 1980; Williams &
Williams, 2000; Roer-Strier & Rivlis ,1998; Rosenthal & Roer-Strier,
2001). It is important to understand cognitions underlying behind parents’
autonomy supportive or controlling behaviors to promote healthy
development of children. ( Annear & Yates, 2010; Fei-Yin Ng et al., 2004;
Matte-Gagné & Bernier, 2011; Roth & Assor, 2012; Ryan et al., 2006).

Culture plays an important role in shaping parents’ values and
expectations for autonomous behaviors (Goodnow et al., 1984; Hess et al.,
1980; Rothbaum & Trommsdorff, 2007). For instance, collectivistic cultures
emphasize parental authority and child’s obligations, so that parents
promote children’s social compliance and obedience to authority. On the
other hand, individualistic cultures value autonomy, independence and

initiative; therefore, they promote children’s autonomy seeking behaviors,
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self expression and self-assertion (Goodnow et al., 1984; Hess et al., 1980;
Rothbaum & Trommsdorff, 2007).

Culture also plays a role in shaping parents’ expectations for
autonomous behaviors. How autonomy is defined and the value given to
different domains of autonomous behavior may change across cultures.
Parents also hold different timetables for autonomous behaviors across
cultures (Hess et al., 1980; Roer-Strier & Rivlis, 1998). Hess et al.(1980)
showed that US mothers expected from their children to achieve
autonomous behaviors; verbal assertion and individual action earlier than
Japanese mothers. However, how autonomy is defined is important in
interpreting cultural differences. For instance, one study compared Israeli
born parents and Soviet born parents in Israel in terms of autonomy
expectations (Roer-Strier & Rivlis, 1998). It was found that the most
important factor strongly affected by culture is psychological autonomy
which was defined as acceptance of a child as a separate identity with his
own feelings, thoughts and preferences. While Israeli born parents expected
their children to gain psychological autonomy, immigrant parents expected
their children to achieve behavioral autonomy which was defined with
responsibility and self regulation (Roer-Strier & Rivlis, 1998). Similarly,
Leyendecker et al. (2002) investigated immigrant mothers’ developmental
goals in the United States. Psychological autonomy was found to
differentiate two groups of mothers. European mothers value more self-
reliance, assertiveness and self-confidence compared to mothers from

Central America (Leyendecker, Lamb, Harwood & Scholmerich, 2002).
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Schulze et al. (2002) examined Anglo mothers and Puerto Rican
mothers expectations for developmental skills and their parental practices.
While mothers were asked to indicate age expectations for infant feeding,
toilet training and sleeping, they were also asked to indicate strategies they
used to teach these skills. Anglo mothers indicated earlier expectations for
self-feeding behaviors compared to Puerto Rican ones (Schulze, Harwood,
Schoelmerich, & Leyendecker, 2002). However, it is important to note that
Anglo mothers mention emotional autonomy when teaching these skills.
They mention feelings such as pride or frustration when teaching self-
feeding. However, Puerto Rican ones mention instrumental independence.
They value more performing these skills without help (Schulze et al., 2002).

Kohn’s sociological theory also emphasized social class in shaping
parents’ values and expectations for autonomy (Kohn, 1963). Kohn
mentioned differences in the middle class and working class. In the middle
class, people work in occupations that require self-direction. They deal with
more abstract concepts such as relations, ideas and symbols (Kohn, 1963).
However, working class occupations require people to follow rules
indicated by authority. They deal with more concrete things such as tools or
machines (Kohn, 1963). These differences lead people to develop different
ideas, goals and values. Therefore, Kohn emphasized that working class
parents put more value on obedience and conformity when rearing their
children, however, middle class parents put more value on self-direction and

autonomy for their children (Kohn, 1963).
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Studies on relationship between social class and parental values
found support for Kohn’s theory (Kohn, 1963; Tudge et al., 2013) For
instance, Tudge et al. (2013) compared middle class and working class
families in Brazil. It was found that middle class parents emphasized
autonomy and self-direction whereas working class parents emphasized
conformity (Tudge et al., 2013). However, some researchers argued that not
only occupational status but also other socioeconomic factors affecting
parents’ values and expectations on autonomy (Conger, 2007). Parental
income, parental education and parents’ residential location are other
socioeconomic factors which are regarded as important for influencing
parents’ values, expectations and parental practices (Conger, 2007).

Keller (2012) conceptualized environmental factors from a broader
perspective. She emphasized both socioeconomic and cultural factors in
shaping parents’ ideas and values for autonomy (Keller, 2012). She
conceptualized three types of environmental contexts. In subsistence based
economies, parents expect earlier action autonomy from their children.
Action autonomy is defined as acting to fulfill responsibilities and obey
obligations (Keller, 2012). On the other hand, western urban economies
emphasized competition and self —expression as environmental demands.
Therefore, parents expect their children to achieve psychological autonomy
earlier. For instance, children are encouraged to voice their own ideas,
feelings and preferences earlier (Keller, 2012).

On the other hand, Kagitcibasi (2005) emphasized that

socioeconomic development leads to a change in parental values. In rural-
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agrarian society, child is valuable in terms of his contribution to family’s
well-being and income, therefore, interdependence is important. However,
urbanization and industrialization led to changes in lifestyles (Kagitcibasi,
2005; Kagitcibast & Ataca, 2005). Child’s contribution has become no
longer needed; thus, there has been more emphasize on independence.
Furthermore, autonomy becomes an important value in this urban lifestyle.
Self-assertiveness and self-reliance are regarded as an important for school
success but also they are desirable characteristics in career (Kagitcibast,
2005; Kagitcibas1 & Ataca, 2005). However, Kagitcibast mentioned that
closeness to family is still valuable despite changes in lifestyles. Although
obedience to family was no longer required, closeness to family is important
for families (Kagitcibasi, 2005).

Kagitbas1 mentioned Turkey as an example of significant
transformation in social and economic life (Kagitcibasi, 2005; Kagitcibas1 &
Ataca, 2005). Kagitcibasi et al. (2005) investigated parental values in three
generations from different socioeconomic classes in Turkey. It was found
that urban low SES group and rural groups have similar parental values.
Both groups have lower level of education and lower income. These
mothers were found to value obedience more than independence. However,
urban upper and middle SES mothers value on independence and self-
reliance more (Kagitcibasi: & Ataca, 2005). In this study, it was also
emphasized that independence and self-reliance were not mentioned by

mothers in 1975, however, present study showed that independence have
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become an important value in Turkey with social and economic changes
(Kagitcibast &Ataca, 2005).

Similarly, Keller (2012) emphasized a third type of environmental
context which was based on Kagitcibasi’s conceptualization. This context is
regarded as non-Western urban economies. It was argued that increase in
formal education and western type of educational system lead to different
lifestyles in non-western countries. While parents still value conformity to
social rules and self-control, they also value psychological autonomy
(Kagitcibasi, 2005; Keller, 2012). For instance, Tulviste (2007) mentioned
tendency to emphasize and support autonomous behavior in Estonia after
rapid social and economic changes. Estonian mothers want their children to
conform social rules and respect elderly but also they want their children to
be autonomous and to make their own choices.(Tulviste, 2007)

Studies on Turkish immigrant mothers could be examples for
Kagitcibasi’s conceptualization (Durgel, Leyendecker, Yagmurlu, &
Harwood, 2009; Durgel et al., 2012). Durgel et al. (2009) investigated
parental goals of German and Turkish immigrant mothers living in
Germany. German mothers expected their children to be autonomous,
whereas Turkish immigrant mothers expected their children to have close
relations with family and to conform to social rules (Durgel et al., 2009). On
the other hand, Turkish mothers who are more involved with German
culture also value autonomous behaviors besides valuing close family ties
compared to other Turkish immigrants (Durgel et al., 2009). It was also

interesting to note that the psychological autonomy is an important value for
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high-educated mothers in both German and Turkish immigrant groups
(Durgel et al., 2009). Keller (2012) emphasized that high degree of formal
education leads development in self-reflection with an emphasis on inner
world and mental representations. Therefore, high educated mothers
emphasized more on psychological autonomy.

Another study investigated Turkish mothers’ long term goals for
their children. (Yagmurlu et al., 2009). This study showed that higher
educated mothers emphasize autonomy and self-enhancement for their
children, whereas, lower educated mothers mention obedience and respect
for elderly as goals for their children. However, both groups of mothers also
mention close relationship with family (Yagmurlu et al., 2009). In this
study, it was noted that results are congruent with Kagitcibas1’s
conceptualization model (Kagitcibasi, 2005; Yagmurlu et al.,2009). Turkish
mothers’ values change toward more individualistic values, however, there
is still emphasison relational values as mentioned in Kagitcibasi’s model
(Kagitcibasi, 2005; Yagmurlu et al.,2009).

With background information above, it was understood that parents’
developmental expectations and autonomy expectations are shaped in a
sociocultural context and there was a complex relationship between parents’
expectations and sociocultural factors (Durgel et al., 2013; Goodnow et al.,
1984; Hess et al., 1980; Ninnio, 1979; Rosenthal & Roer-Strier, 2001).

1.7.  Present Study
Parental expectations on child development are important source of

information in understanding child’s developmental context (Hess et al.,
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1980; Holloway et al., 1989; Hopkins et al., 1989; Huang et al., 2005;
Murphey, 1992). Parents design child’s environment according to their
expectations. Child’s healthy development is strongly affected by
environment parents provide for their children. However, parents’
unrealistic expectations lead to either pressure on child and interrupt child’s
healthy development or delay in required stimulative activities; thus,
resulting in a delay in child’s development (Hess et al., 1980; Holloway et
al., 1989; Hopkins et al., 1989; Huang et al., 2005; Murphey, 1992).
Therefore, it is important to investigate parental expectations to plan
intervention programs to deal with unrealistic expectations of parents in the
future.

Parental expectations are thought to be shaped by cultural and social
environment. Present study aims to investigate how Turkish mothers’
expectations are shaped in metropolitan area, Istanbul. Istanbul is a city in
which different social structures and different lifestyles coexist (Ayata,
2008). These differences give opportunity to investigate how parental
expectations are influenced by socioeconomic factors in Turkey. Maternal
education is taken as socioeconomic factor, because it is more stable
compared to family income or residential status (Nacak et al., 2011).

In present study, primary school educated mothers are regarded as
lower educated group; whereas high school educated and university
educated mothers are regarded as higher educated group. The present study
hypothesized that there will be significant difference between higher

educated and lower educated mothers in terms of developmental
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expectations. Specifically, we hypothesized that mothers from lower
educational group will expect their children to develop social compliance
skills at an early age, whereas mothers from higher education group will
expect their children to develop social skills earlier. Furthermore, it is
hypothesized that mothers from higher education group will expect their
children to acquire cognitive skills earlier compared to mothers from lower
education.

Furthermore, Kagitcibasi’s study on parents’ values showed that
parental values have changed in the last three decades through social and
economic changes in Turkey (Kagiticibasi & Ataca, 2005). In Kagitcibasi’s
study, autonomy has become an important value of parents especially for
higher educated mothers in urban areas. How these changes reflect on
parents ‘expectations for autonomy is our concern in the present study. The
present study investigates autonomy concept in two categories. Behavioral
autonomy is defined with child’s ability to do things by himself and taking
responsibility, whereas psychological autonomy is defined with
assertiveness, stating own desires and standing up for own rights
(Leyendecker et al., 2002; Roer-Strier & Rivlis, 1998) That is to say,
psychological autonomy is related to child’s assertiveness of himself as a
separate identity. Based on the past researches, we assume that parental
expectations for behavioral and psychological autonomy will be different in
higher educated and lower educated parents (Leyendecker et al., 2002;
Roer-Strier & Rivlis, 1998). It is expected that lower educated mothers will

have earlier expectations for behavioral autonomy defined as taking
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responsibility and self-care. However, higher educated mothers will have
earlier age expectations for psychological autonomy defined with self-
assertion and self-confidence.

The present study also aims to investigate how important
developmental skills are for Turkish mothers. It provides opportunity to
compare maternal expectations and maternal values for different
developmental skills. It is hypothesized that there will be differences in the
importance given to different developmental skills by mothers from higher
and lower education levels. Mothers with lower education may regard social
compliance as more important, whereas mothers with higher education will

regard cognitive skills and self assertion skills as more important.
2. Method

2.1. Sample

The sample was composed of Turkish mothers living in Istanbul. All
mothers had at least one child at preschool age included as a target child in
the study. These mothers were recruited from different neighborhoods in
Istanbul. Some of the mothers were recruited from eight different schools.
Four of schools were public schools located in Avcilar, Pendik, Sanayi
Mabhallesi and Eyiip, whereas other schools were private schools located in
Erenkoy, Goztepe, Bakirkoy, Levent. Other mothers were reached through
personal contacts. The structured interviews were conducted with lower
educated mothers either in schools or their houses. The questionnaires in a
closed envelope were sent to higher educated mothers through private

schools or personal contacts.
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The five mothers were eliminated from the study due to exclusion
criteria. The three of them indicated having anxiety disorder or panic attacks
were excluded from the study. The two of them were eliminated due to
their statement of significant developmental delay in the target child. The
total sample was composed of 144 mothers after elimination of five
mothers.

The target child of sample was composed of 67 girls and 77 boys.
The mean age of children was 64.15 months (SD = 6.13); the minimum age
was 50 months; the maximum age was 79 months. There were four children
not going to kindergarten, other children were reported going to
kindergarten (M = 1.59 years, SD = 0.91) (see Table 1). There were seven
children reported as being delayed in speech by mothers. Other children
were indicated as developing normally by their mothers.

The sample of mothers was aged between 23 to 45 years old. The
mean age of mothers was 33. 49 years (SD = 4.82) (see Table 1). Among
144 mothers, 47 had primary school of education, 36 had high school
education and 51 had university education. There were only 9 mothers

having master of education. Only one mother reported being illiterate.
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Table 1

Demographic Characteristics of Sample (N=144)

Primary school educated mothers  High school educated mothers University educated mothers
(n=48) (n=36) (n=60)
M (SD) Range M (SD) Range M (SD) Range
Child’s age (months) 64.45 (5.41) 54-79 63.50 (6.80) 50-75 64.31 (6.33) 54-75
Father's age (years) 35.80 (4.45) 28-45 36.32 (4.53) 29-47 37.67 (4.34) 30-52
Mother's age (years)®” 3196 4.52 23-45 3231 5.01 25-41 3540 4.32 27-43
Total years at kindergarten®” 1.10 (0.47) 0-3 1.38 (0.64) 0-3 2.10 (1.06) 0-4

% p<0.01 difference between university educated and primary school educated mothers, ° p<0.01 difference between university educated
mothers and high school educated mothers.
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In terms of marital status, the sample was composed of 137 married,
5 divorced and 2 widowed mothers. In terms of psychiatric diagnosis, only
one mother reported to have depression.

The fathers of target child were aged between 28 to 52 years old. The
mean age of fathers was 36. 73 years (SD = 4. 47) (see Table 1). The 32 %
of fathers had primary school of education, 24 % of fathers had high school
education and 26 % of fathers had university education. Only 13 % of
fathers were reported as having master of education.

There were three groups of mothers in terms of educational level
which is our independent variable in this study. Primary school educated
groups were composed of 48 mothers including one illiterate mother. High
school educated groups were composed of 36 mothers. University educated
groups were composed of 60 mothers including nine master educated
mothers.

ANOVA results showed that there were significant differences in
three groups of mothers for maternal age (F (2,142) = 9.09, p < .001) and
child’s total years in kindergarten (F (2,142) =21.65, p < .001). Post-hoc
analysis was conducted using a Tukey test. The university educated
mothers’ ages were found to be significantly different from high school
educated mothers (p <.01) and primary school educated mothers’ ages (p <
.001). The mean age of university educated mothers were 35.40 years (SD =
4.32). Whereas high school educated mothers’ ages (M = 32.31, SD =5.01)
were not different from primary school educated ones (M = 31.96, SD =

4.52) (p > .05)
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Table 2

Characteristics of Sample (N= 144)

Primary school educated mothers

High school educated mothers

University educated mothers

(n=48) (n=36) (n=60)
Child’s gender
Boy 25 (52%) 17 (47%) 35 (58%)
Girl 23 (48%) 19 (53%) 25 (42%)
Birth of order
First 26 (54%) 24 (67%) 40 (72%)
Second 16 (33%) 11 (31%) 15 (27%)
Third 4 (8%) 0 (0%) 0 (0%)
Fourth 1 (2%) 1 (3%) 0 (0%)
Fifth 1 (2%) 0 (0%) 0 (0%)




Table 2 Continued

Charateristics of Sample (N=144)

Primary school educated mothers

High school educated mothers

University educated mothers

Child’s schooling

Yes 46 (96%)
No 2 (4%)
Maternal work status

Working 7 (15%)
Not working 41 (85%)

Mothers’marital status

Married 45 (94%)
Divorced 2 (4%)
Widowed 1 (2%)

35 (97%)

1 (3%)

8 (22%)

28 (78%)

34 (94%)
1 (3%)

1 (3%)

59 (98%)

1 (2%)

44 (73%)

16 (27%)

58 (97%)
2 (3%)

0 (0%)
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In terms of child’s total years in kindergarten, the university educated
mothers were significantly differentiated from high school educated mothers
(p <.001) and primary school educated mothers (p <.001). The mean years
of children in kindergarten was 2.10 for university educated mothers (SD =
1.06). However, mean years of children in kindergarten was 1.38 (SD =
0.64) for high school educated mother, whereas it was 1.10 (SD = 0.47) for
primary school educated mothers. These two groups were not different from
each other in terms of child’s total school years (p > .05).

The three educational groups were also significantly different for
maternal work status (x? (2, N=144) = 45.03, p < .01). While 73 % of
university educated mothers were working, 22 % of high school educated
mothers were working and 15 % of primary school educated mothers were
working.

Furthermore, the three groups were significantly different for family
income level (x?(2, N=144) = 67.11, p < .01). While 71% of university
educated mother had high income level, 26% of high school educated
mothers had high income level and 10% of primary school educated
mothers had high income level.

2.2.  Materials
2.2.1. Sociodemographic Questionnaire: This form included questions
about the target child and family characteristics. It had questions about the
target child’s date of birth, sex and order of birth. In addition to that, child’s
total years in kindergarten was asked. As family characteristics, maternal

and paternal age, educational level, occupational status, marital status, and
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family income are asked in the form. Furthermore, there were questions
about pregnancy, birth and postpartum problems for the target child. It was
also expected to indicate any developmental delay or disability in this form.
It was also expected to indicate any psychiatric diagnosis.
2.2.2. Developmental Expectations Questionnaire: For this study we
wanted to develop a questionnaire that assessed mothers’ age expectations
for developmental achievements in different domains that included social,
emotional and cognitive domains. We also wanted to assess mothers’
expectations in the area of social compliance as it was found to be an
important domain for Turkish mothers (Yagmurlu et al., 2009). In order to
explore the important domains for Turkish mothers from different
educational backgrounds a pilot study was conducted where 4 mothers from
different SES groups were interviewed with regard to their expectations for
their children. The mothers were asked about expected developmental skills
at certain age through open-ended questions. The important themes that
emerged from these interviews were that lower educated mothers
emphasized social compliance and behavioral autonomy more, whereas,
higher educated ones emphasized self-assertiveness and social skills. A
review of the literature and the present questionnaires led us to conclude
that the Developmental Expectation Questionnaire used by Hess et al.
(1980) was the most suitable one for our purposes. This questionnaire was
adapted for the present study.

Hess et al’s. (1980) original questionnaire was composed of 38

items. It included seven subscales: Emotional Maturity, Compliance,
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Politeness, Independence, Social Skills, School-related Skills,Verbal
Assertiveness and Miscellaneous. This questionnaire is administered
mothers by asking them to indicate expected ages for mastery of each
developmental skills.

For this study the subscales of Behavioral Autonomy, Emotional
Maturity, Social Compliance, Social Skills and Assertiveness from the Hess
questionnaire were kept. On the other hand, the items that were grouped
under the Miscellaneous and School-related Skills subscales were not used.
A subscale on cognitive skills was created for our questionnaire. Some
items from the Behavioral Autonomy, Social Skills, Emotional Maturity,
Social Compliance and Assertiveness subscales were not used as they were
not evaluated to be relevant for our social and cultural norms. Furthermore,
new items were added to examine maternal expectations extensively. For
Behavioral Autonomy, two of items were kept (items 3 and 8) and six new
items were added (items 1, 2, 4, 5, 6 and 7) to our questionnaire (see
Appendix C for final version of the questtionnaire). For Emotional Maturity,
three of items were kept (items 17, 18 and 19) and two new items (items 15
and 16) were created for our questionnaire. In Social Compliance
subcategory, two of items were used (items 20 and 21) and five new items
(items 22, 23, 24, 25 and 26) were created for our study. For Social Skills,
four of items were kept (items 9, 11, 13 and 14) and two new items were
added (items 10 and 12) for our questionnaire. In Assertiveness, two of
items were used (items 28 and 29) and two new item (items 27 and 30) was

created. In Cognitive Skills subcategory, seven new items were created
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(items 31, 32, 33, 34, 35, 36 and 37). The final questionnaire consists of 37
items.

Behavioral autonomy has eight items. These items include self-care
skills such as toilet training and dressing (“he/she can dress by
himself/herself’). It also involves ability to do things by oneself such as
playing by oneself for a half hour. It also includes taking responsibility at
home. Social skills has six items referring to behaviors involving other
children such as sharing toys with friends and waiting for turn in games
(‘he/she can share his/her toys with his/her friends’). Emotional maturity
has five items referring to emotional regulation and emotional expression
such as controlling the anger and expressing emotions (‘he/she can express
his/her emotions’). Social compliance category has seven items. It includes
socially appropriate behaviors and moral behaviors (“he/she can thank or
apologize when needed). Assertiveness group has four items referring to
behaviors such as stating own desires and standing up for own rights
(‘he/she can state his/her desires’). Cognitive skills group has seven items
referring to mental activities such as knowing seasons or writing own name
(‘he/she can count from one to ten’).

The question; at what age do you expect children to able to do these
skills for the first time? is printed at the top of the page in the questionnaire.
Parents are expected to mark their age expectancy for each skill across five
categories; namely; namely; at age 2 or younger, at age 3, at age 4, at age 5,

at age 6 or later.
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For the whole instrument, Cronbach’s alpha was found to be .94 (37
items) in the present study. Cronbach’s alpha was found to be .74 for
Behavioral Autonomy subscale, .83 for Social Skills subscale, .81 for
Emotional Maturity subscale, .87 for Social Compliance subscale, .85 for
Assertiveness subscale, .87 for Cognitive Skills subscale.

2.2.3. The Importance of Developmental Skills Scale: This is another
questionnaire that was designed for this study to examine how important
each skill is for mothers. This questionnaire is composed of the same 37
items in the Developmental Expectations Questionnaire. Parents are
expected to rate how important it is for them for a 5-year-old child to have
mastered this skill on a likert scale of 1 to 5.

For the whole instrument, Cronbach’s alpha was found to be .94 (37
items). Cronbach’s alpha was found to be .81 for Behavioral Autonomy
subscale, .83 for Social Skills subscale, .72 for Emotional Maturity subscale,
.83 for Social Compliance subscale, .85 for Assertiveness subscale, .86 for
Cognitive Skills subscale.

2.3.  Procedure

The participating mothers were asked to fill out the questionnaires in the
order; demographic questionnaire, Developmental Expectations
questionnaires and the Importance of Developmental Expectations
Questionnaire.

The author and another trained research assistant assisted the lower
educated mothers in filling out the questionnaires. Mothers were given

information about the study and the questionnaires were filled out in
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participants’ houses or in children’s schools. The completion of the
questionnaires took about 20 minutes.

For higher educated mothers, questionnaires were sent to the mothers in
an envelope through the schools of the children. In case of any questions by
mothers, there was a telephone number which the mothers could contact
with the interviewers and ask their questions. These questionnaires were

collected in sealed envelopes.
3. Results

3.1. Developmental Expectations

The five age category was coded by assigning scores of 1, 2, 3, 4 and
5. While lower numbers indicate earlier age expectations, higher numbers
indicate later age expectations. For instance; ‘ Younger than 2 or 2 years old’
was coded with 1, ‘6 and older than 6 years old’ was coded with 5.

The mean of scores was calculated for each subcategory in
developmental expectations questionnaire. The mean of scores in each
category was compared across three educational groups in the analyses.

The correlation analysis was conducted to determine associations
across six subcategories. Each subcategory was found to be positively
correlated with other subcategories in developmental expectations
questionnaire (see Table E1).

Furthermore, correlation analysis was conducted to determine
association between demographic variables and dependent variables.
Maternal age was found to have negative correlation with developmental

expectations for assertiveness and cognitive skills. Furthermore, total years
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of child in kindergarten were also found to be negatively correlated with
developmental expectations for social skills, emotional maturity, social
compliance, assertiveness and cognitive skills (see Table E1).

In order to test one of hypotheses which expected to find significant
difference across three educational groups in terms of age expectations for
six developmental domains, MANCOVA was carried out. Due to
association between maternal age and total school years with age
expectations, we used multiple analyses of covariance (MANCOVA) to
analyze differences in six subcategories in three education groups, while
taking maternal age and total school years as covariates. It was found that
there was significant difference in three education groups in terms of age
expectations (Wilks’ A = .74, F (6,128) = 3.21, p <.001, n* =.14).

Table 3
MANCOVA (Controlling for Maternal Age and Total Years at
Kindergarten) Results for Developmental Expectations of Three

Educational Groups

MANCOVA
Variables df F p 112
Behavioral Autonomy 2 0.60 54 .00
Social Skills 2 3.44 .03 .05
Emotional Maturity 2 0.54 .58 .00
Social Compliance 2 4.31 .01 .06
Assertiveness 2 4.95 .00 .07
Cognitive Skills 2 10.17 .00 13
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There was a significant difference in three educational groups in
terms of expectations for Social Skills (F (2,131) = 3.44, p < .05, n° = .05),
Social Compliance (F (2,131) = 4.31, p <.05, n> = .06), Assertiveness (F
(2,131) = 4.95, p <.01, n? = .07), Cognitive Skills (F (2,131) = 10.17, p
<.01, n* = .13). However, there was no significant difference in three
educational groups for expectations of Behavioral Autonomy (F (2, 131) =
0.60, ns.) and Emotional Maturity (F (2, 131) = 0.54, ns.) (see Table 3).

Post-hoc analysis, LSD test was conducted to determine group
difference for each developmental domain. In terms of social skills, primary
school educated mothers were found to expect their children to achieve
social skills at later ages (M = 3.44, SD = 0.59), when compared to high
school educated mothers (M = 3.03, SD = 0.68) and university educated
mothers (M = 2.93, SD = 0.66). However, high school educated mothers
and university educated mothers were found to expect their children to
acquire social skills at similar ages (see Table 4).

In terms of emotional maturity, there was no significant difference
across three educational groups (F(2,131) = 0.54, ns.). Three educational
groups of mothers were found to expect their children to achieve emotional
skills such as emotional expression, emotional regulation and self-control at
similar ages (see Table 4).

Contrary to our hypotheses, primary school educated mothers had
later age expectations for social compliance (M = 3.30, SD = 0.62), when
compared to high school educated mothers (M = 2.80, SD = 0.86) and

university educated mothers (M = 2.71, SD = 0.74). However, high school
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educated mothers and university educated mothers had similar age
expectations for social compliance (see Table 4).

As hypothesized, primary school educated mothers were found to
expect their children to acquire cognitive skills at later age (M = 3.76, SD =
0.54), when compared to high school educated mothers (M = 3.21, SD=
0.71) and university educated mothers (M = 2.95, SD =0.64). On the other
hand, high school educated mothers and university educated mothers were
not different from each other in terms of age expectations for cognitive
skills (see Table 4).

Contrary to our hypotheses, results showed that there was no
significant difference across educational groups in terms of age expectations
for behavioral autonomy (F (2,131) = 0.60, ns.).

Each group of mothers had similar age expectations for behavioral
autonomy. However, primary school educated mothers was found to have
earlier expectations for item ‘he/she can use toilet by himself/herself and be
cleaned after toilet’ (M = 2.51, SD = 0.97), compared to high school
educated mothers (M=3.00, SD=0.79) and university educated mothers (M
= 2.87, SD = 1.02) (see Table 4).

As hypothesized, the results showed that there was significant
difference in three education groups in terms of age expectations for

assertiveness (F (2, 131) = 4.95, p <.01, n* = .07).
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Table 4

Means, Standard Deviations, Minimum and Maximum Values for Developmental Expectations as a Function of Maternal Education

Primary school educated mothers ~ High school educated mothers University educated mothers
(n=48) (n=36) (n=60)
Developmental Expectations
(1= earliest age,5 = latestage) M (SD) Min. Max. M (SD) Min. Max. M (SD) Min. Max.
Behavioral Autonomy 256 (053) 1.13 388 252 (057) 163 4.25 251 (0.66) 125 3.63
Social Skills®® 3.44 (0.59) 2.33 4.50 3.03 (0.68) 1.50 4.50 293 (0.66) 1.33 4.67
Emotional Maturity 326 (0.86) 1.60 480 3.00 (1.03) 1.00 4.80 295 (0.83) 120  4.60
Social Compliance*” 330 (0.62) 1.86 443 280 (0.86) 1.29  4.43 271 (0.74) 129 414
Assertiveness™® 3.36 (0.77) 175 500 287 (0.85) 1.50 4.75 261 (0.78) 1.00 450
Cognitive Skills*® 3.76 (0.54) 243 500 321 (0.71) 1.86 4.3 295 (0.64) 143 443

Notes. Higher mean scores refer to later age expectations for developmental skills, * p<.05 difference between primary school educated mothers and
high school educated mothers, ® p<.05 difference between primary school educated mothers and university educated mothers.
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Primary school educated mothers were found to expect their children to
achieve assertiveness skills at later ages (M= 3.36, SD=0.77), when
compared to high school educated mothers (M = 2.87, SD= 0.85) and
university educated mothers (M = 2.61, SD = 0.78). However, there was no
difference in age expectations for assertiveness between high school
educated mothers and university educated mothers (see Table 4).

Overall, primary school educated mothers seem to be a unique group
differentiated from other two groups in terms of their age expectations for
social skills, social compliance, assertiveness and cognitive skills, while
they seem to have similar age expectations for behavioral autonomy and
emotional maturity with other two groups.

3.2.  Importance of Developmental Skills

Correlation analysis was conducted to determine association between
demographic variables and importance of developmental skills. Child’s age
was found to be positively correlated with importance given to cognitive
skills (r (142) =.19 p < .01). However, there was no correlation found
between other demographic variables and importance of developmental
skills (see Table E2). Therefore, MANOVA was carried out to test our
hypotheses which stated that there would be significant difference in three
educational groups in terms of importance of developmental skills.

The results showed that there was significant difference across
educational groups in terms of importance given to developmental skills

(Wilks” A = .82, F (6,138) = 2.35, p < .01, n*=.09). However, when each
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developmental category was evaluated in detail, it was found that there was
only significant difference across groups for Social Compliance (F(2,141)=
4.15, p <.05, n* = .05). There was no significant difference found across
groups for Behavioral Autonomy (F(2,141)= 1.08, ns.), Social Skills
(F(2,141) = 0.17, ns.), Emotional Maturity (F(2,141) = 0.24, ns.),
Assertiveness (F(2,141) = 1.41, ns.), Cognitive Skills (F(2,141) = 0.40, ns.)

(see Table 5).

Table 5
MANOVA Results for Importance of Developmental Skills for Three

Educational Groups

MANOVA
Variables df F p 112
Behavioral Autonomy 2 1.08 .34 .01
Social Skills 2 0.17 .83 .00
Emotional Maturity 2 0.24 .78 .00
Social Compliance 2 4.15 .01 .05
Assertiveness 2 1.41 24 .02
Cognitive Skills 2 0.40 .66 .00

Tukey’s test was conducted to identify source of difference across
groups in terms of social compliance. It was found that primary school
educated mothers gave more importance to social compliance (M = 4.53,

SD = 0.07), compared to university educated mothers (M = 4.27, SD =

40



0.06). However, there was no significant difference between primary school
educated and high school educated mothers in terms of importance given to
social compliance (see Table 6).

3.3.  Additional Analyses

Correlation analysis was conducted to determine association between
developmental expectations and importance of developmental skills.
Developmental expectation for cognitive skills was found to be significantly
correlated with importance given to assertiveness (r(142) = -.30, p <.01).
However, there was no significant correlation between other developmental
expectations and importance of developmental skills (see Table E3).

In order to determine whether mothers’ expectations are different for
boys and girls in three education groups, 2x3 MANOVA was carried out.
There was no main effect of gender on developmental expectations (Wilk’s
A =.94,F (5128) = 2.94, ns.). Furthermore, there was no interaction effect
of gender and mothers’ educational level on developmental expectations
(Wilk’s 4 = .93, F (5,128) = 0.73, ns.).

To determine whether the importance of developmental skills is
different for boys and girls in three education groups, 2x3 MANOVA was
carried out. There was no main effect of gender on importance of
developmental skills (Wilk’s A = .97, F (5,137)= 0.58, ns.). Moreover, there
was no interaction effect of gender and mothers’ educational level on

importance of developmental skills (Wilk’s A = .91, F (5,137) = 1.00, ns.).

41



Table 6

Means, Standard Deviations, Minimum and Maximum Values for Importance of Developmental Skills as a function of Maternal Education

Primary school educated mothers

High school educated mothers

University educated mothers

Importance of Skills (n=48) (n=36) (n=60)

(1=unimportant,5=most important) M (SD) Min. Max. M (SD) Min. Max. M (SD)  Min. Max.
Behavioral Autonomy 436 (052) 238 5.00 424 (052) 275 5.00 423 (0.49) 3.25 5.00
Social Skills 453 (0.50) 3.17  5.00 447 (0.45) 3.33 5.00 448 (0.47) 3.00 5.00
Emotional Maturity 459 (0.43) 320 5.00 463 (0.33) 3.80 4.86 457 (0.46) 2.80 5.00
Social Compliance® 453 (052) 214 500 432 (045) 329 500 426 (0.48) 271 5.00
Assertiveness 4.60 (0.61) 1.25 5.00 4.63 (0.49) 3.25 5.00 475 (0.36) 3.75 5.00
Cognitive Skills 433 (055) 257 5.00 425 (057) 2.86 5.00 424 (0.60) 271 5.00

? p<.05 difference between primary school educated mothers and university educated mothers.
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4. Discussion

In the literature, parental expectations are thought to reflect parental
beliefs, values and perceptions about child development (Durgel et al.,
2013; Goodnow et al., 1984, Hess et al., 1980; Mansbach & Greenbaum,
1999; Nacak et al., 2011; Ninnio, 1979; Rosenthal &Roer- Strier, 2001).
These expectations are indirectly related to the way how parents raise their
children (Goodnow et al., 1984; Durgel et al., 2013; Williams & Williams,
2000). It was emphasized that these expectations are thought to be shaped
by cultural and socioeconomic factors (Goodnow et al., 1984; Hess et al.,
1980; Keller et al., 1984; Rosenthal & Roer- Strier, 2001; Willemsen & van
de Vijyer, 1997;Winskel et al., 2013).

The present study involved mothers from different neighborhoods in
a metropolis, Istanbul. The present study aimed to investigate how parental
expectations are shaped by different social environments in Istanbul by
taking maternal education as a variable. Due to distribution of the sample,
there were three education groups of mothers compared in terms of age
expectations. While primary school educated mothers were regarded as
lower educated group, high school educated and university educated
mothers were regarded as higher educated group. The present study found
support for main hypotheses which stated that there is a significant
difference between lower educated and higher educated mothers for
developmental expectations. High school educated and university educated
mothers were found to have similar age expectations from their

children.However, primary school educated mothers were found to be
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differentiated from higher educated mothers. This group’s differentiation
lends support for that maternal expectations are shaped in socioeconomic
environment. This result is compatible with other studies on parental
expectations in Turkey (Durgel et al., 2012, Nacak et al., 2011).

The present study showed that while education groups mainly
differentiated from each other for four developmental domains, they were
also close to each other for two developmental domains. It is important to
discuss each developmental domain in detail to interpret results accurately.

As hypothesized, primary educated mothers have later expectations
for cognitive skills compared to high school educated mothers and
university educated mothers. These results are compatible with previous
studies. Previous studies showed that expectations for cognitive skills are
primarily influenced by parental socioeconomic status and parental
education (Mansbach & Greenbaum, 1999; Ninnio,1979; Nacak et al.,
2011).

In the literature, maternal education is found to be related with
child’s cognitive development (Harding, 2015, Magnuson, Sexton, Davis-
Kean, & Huston, 2009; Schady, 2011) Studies showed that increase in
maternal education is related to increase in learning materials and
cognitively stimulative activities in home environment (Harding, 2015;
Magnuson et al., 2009). It is possible that higher educated mothers make
more investment in the intellectual domain and they design learning
environment of children to achieve these skills (Sengoniil, 2011). Kohn’s

theory emphasized that higher educated and middle class people work with
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more abstract concepts. They are required to use complex intellectual skills.
They are aware of importance of these skills in working environment.
Therefore, they might expect their children to achieve these skills earlier. As
shown in the present study, it is meaningful to find that higher educated
mothers also expect their children to acquire cognitive skills earlier.

In addition, university educated mothers are found to send their
children to kindergarten earlier compared to other two groups. Although
there were only a few children not going to kindergarten, total years of a
child in kindergarten differentiated university educated mothers from the
other two groups. Therefore, it is also possible that mothers sending their
children to kindergarten earlier also become aware of expectations for
cognitive skills in kindergarten. Therefore, they tend to introduce cognitive
activities to their children and expect them to succeed in these activities.
However, it might be that the parents being aware of importance of these
skills send their children to kindergarten earlier. It is difficult to estimate
direction of the relationship between the two. However, it should be noted
that the present study still found significant difference across the three
education groups for expectations of cognitive skills by controlling the
child’s total years in kindergarten.

In terms of social skills, primary school educated mothers have later
expectations when compared to high school educated and university
educated mothers. On the other hand, high school educated mothers and
university educated mothers had similar expectations for social skills. This

result seems to be compatible with other studies. Past studies found that
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higher educated mothers have earlier expectations for acquistion of social
skills (Nacak et al., 2011; Williams & Williams, 2000; Williams &
Williams, 2000).

On the other hand, university educated mothers differentiated from
other two groups in terms of their children’s total years in kindergarten as
mentioned before. One study showed that mothers who have earlier
expectations for social skills also send their children to good quality
kindergartens (Holloway & Reichhart-Erickson, 1989). It showed that mothers
actually expect their children to develop their social skills by sending them
to kindergarten. It is possible that higher educated mothers expect their
children to achieve social skills earlier, therefore, they send their children to
kindergarten at earlier age.

Contrary to our hypotheses, the present study showed that primary
educated mothers have later expectations compared to higher educated
mothers for social compliance. However,when mothers were also asked
how much important social compliance is, primary school educated mothers
were to give more importance to social compliance compared to other
groups. Therefore, it is important to note that lower educated mothers
expect later developmental age but give more value on social compliance. It
is possible that lower educated mothers might be tolerant to noncompliant
behaviors of their children until certain age, but then they might have more
expectations for compliance.

The studies in Turkey also showed similar result in terms of social

compliance. One study comparing expectations of higher educated and
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lower educated mothers for social compliance in Istanbul found that higher
educated mothers had earlier expectations (Nacak et al., 2011). Similarly,
Yagmurlu et al. (2009) compared lower educated and higher educated
mothers’socialization goals in Turkey. Both groups of mothers emphasized
proper demeanour and social compliance as important goals for their
children. Furthermore, Durgel et al. (2009) investigated Turkish immigrant
mothers’ socialization goals. It was shown that Turkish immigrant mothers
want their children to follow moral rules. Although social compliance is
regarded as a value that is more related to collectivistic value orientation
and to be endorsed highly by lower educated mothers as a socialization goal
(Durgel et al., 2009; Yagmurlu. et al., 2009), higher educated mothers
expect these skills to develop earlier.

On the other hand, university educated mothers send their children to
kindergarten earlier as mentioned before. In kindergarten, children often
begin to learn social rules and social behaviors so children going to
kindergarten earlier begin to behave according to social rules. Parents can
observe child’s social behaviors; thus, they expect children to achieve these
skills earlier. Therefore, this finding could be interpreted with school factor.
It is important to note that maternal education was found to be significant
factor for expectations of social compliance by controlling child’s total
years in kindergarten.

Child’s total years in kindergarten could be a factor contributing
relationship between maternal education and maternal expectations. It could

be also a separate factor in shaping maternal expectations. Future studies
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should focus on child’s schooling to understand its relationship with
maternal expectations.

In terms of emotional maturity, the present study has not mentioned
any hypotheses. Results showed that each group of mothers had similar
expectations for dealing with disappointments, controlling anger and coping
with fears.

Past studies showed that there are differences across cultures in
terms of emotional control (Hess et al., 1980; Rosenthal & Roer-Strier,
2001). For instance; Japanese mothers were found to expect their children to
acquire self-control earlier compared to American mothers (Hess et al.,
1980). In another study, Soviet born mothers in Israel were found to have
earlier expectations for emotional control compared to Israel mothers
(Rosenthal & Roer-Strier, 2001). These studies showed that emotional
control could be expected and valued in some cultures. Emotional control
could be also a desired characteristic for Turkish mothers.

The few studies on developmental expectations in Turkey showed
that high educated mothers expect autonomy related skills to develop earlier
when compared to low educated mothers (Nacak et al., 2011). As
socialization goals, high educated mothers emphasized autonomy and self-
enhancement more compared to lower educated mothers in Turkey
(Yagmurlu et al., 2009). The present study found that high educated mothers
expected assertiveness earlier compared to lower educated ones but there
were no difference between two in terms of behavioral autonomy.

Therefore, the results are compatible with other studies’ findings in terms of
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assertiveness. However, it should be tentative in comparing the present
study with past studies due to the fact that definition of autonomy is
different. Past researchers defined autonomy with both self-care and self-
assertiveness. However, the present study investigated self care skills and
assertiveness skills as different categories.

In our hypotheses, primary educated mothers would be expected to
have earlier expectations for behavioral autonomy. On the contrary to our
hypotheses, each educational group has similar age expectations for
behavioral autonomy which is defined with ability to do things by himself
and taking responsibility. Behavioral autonomy would be also important for
higher educated groups, they would also expect their children to take
responsibility and do things by themselves as lower educated group. On the
other hand, this result might be also related to how they define behavioral
autonomy in their cognitions. For instance; in one study, Israel mothers
were compared with Japanese mothers in terms of their view on autonomy
(Osterweil & Nagano, 1991). Although both groups of mothers emphasized
instrumental independence defined with the childs’ ability to do things by
himself ( getting dressed, washing, taking food, helping set the table), their
cognitions on instrumental independence were different from each other.
While Israeli mothers defined these behaviors as independence, Japanese
mothers did not regard these behaviors as independence. Rather Japanese
mothers mention that child’s self care behaviors are associated with child’s

obedience (Osterweil & Nagano, 1991).
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Similarly, Anglo mothers and Puerto Rican mothers were compared
in terms of their behaviors toward self-feeding, toilet training and sleeping
(Schulze et al., 2002). While Anglo mothers think that pushing child during
toilet training would lead to frustration on the child and prefer to behave
more patiently towards the child, Puerto Rican mothers see toilet training as
essential for school and are more involved with toilet training. Puerto Rican
mothers emphasized societal expectations from the child, whereas Anglo
mothers emphasized child’s psychological well-being (Schulze et al., 2002).

In this study, parents’ rationale behind their expectations for
behavioral autonomy was not studied. It is possible that lower educated
mothers expected their children to do things by themselves to meet society’s
expectations (Schulze et al., 2002). Furthermore, they might regard these
behaviors as obedience to parents (Osterweil & Nagano, 1991). Therefore,
future studies should explore the meaning of behavioral autonomy for
parents to get accurate information about parents’ expectations of autonomy

As hypothesized, primary school educated mothers expected later
acquisition of assertiveness skills compared to university educated and high
school educated mothers. This result was compatible with Kagitcibasi’s
conceptualization (Kagitcibasi, 2005). As she emphasized that autonomy
has become an important value especially for urban, high educated mothers
compared to urban, low educated ones, the present study found significant
difference between two groups.

Through social changes, there has become a pressure on people to be

more competent and assertive in Turkey. People have begun to give more

50



value on these characteristics to adapt society (Kagitcibast & Ataca, 2005).
These characteristics are highly demanded especially in career. High
educated and working mothers might be more exposed to these demands in
work conditions. Therefore, it is expected that they put more emphasize on
assertiveness for themselves but also for their children as well. Although
social changes expand its influences on each social structure, that is to say,
on low educated mothers too, there might not be marked influence as
happened for high educated mothers. As Kohn hypothesized, parental
occupational status could be also related to parental values for their children
(Kohn, 1963). Therefore, future studies should focus on maternal
occupational status and work status in terms of autonomy expectations.

On the other hand, maternal expectations are found to be
differentiated for behavioral autonomy and psychological autonomy.
Although higher educated mothers had ealier expectations for skills in four
developmental domain, their expectations were close to primary school
educated mothers for behavioral autonomy. This finding showed that
autonomy might have different dimensions. However, future studies are
needed to support our findings.

It is important to note that higher educated mothers generally
expected their children to achieve developmental skills at early ages.
However, lower educated mothers had also earlier age expectations for
some domains; behavioral autonomy and emotional maturity. The lower
educated and higher educated mothers had similar age expectations for

skills in these two domains. These developmental skills might have a
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cultural value for Turkish mothers regardless of their education level. These
skills could be a common concern for Turkish mothers, thus; these skills
could be expected to be achieved at similar ages. Future studies should
investigate Turkish mothers’concern for achievement of these
developmental skills.

One limitation of the present study is that it is unknown whether each
skill was understood in the same way for the mothers. In the present study,
each skill was defined with specific examples, for instance, one item was
‘he/she can dress by himself/herself (e. g. putting on t-shirt, trousers and
shoes)’. However, there were a few items which could be understood in
different way for the mothers. For instance, ‘he/she knows shameful
behaviors’ is ambiguous item due to the fact that behaviors are not well-
defined. This item is open to interpretations. Although there were a few
items which can be ambiguous, future studies should define each skill with
detailed descriptions and specific examples.

Another limitation of the present study is acquiescence bias for
questionnaire asking importance of each skills. In this questionnaire,
mothers were tend to rate each skills as ‘very important’. The findings
showed that there was not much variance across groups for importance
given to each skill. Besides that, there is also a social desirability bias which
could interfere with our findings for importance questionnaire. Therefore, it
is important to be careful in interpreting findings of importance

questionnaire. Furthermore, future studies should investigate importance of
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developmental skills by asking open-ended questions. It would be give more
accurate information about mothers’ values for developmental skills.

One of the limitations of the present study is collecting data from
mothers in Istanbul. Although Istanbul is a metropolis in which different
socioeconomic structures can coexist together, it has unique features which
could not be seen in other areas in Turkey. It is unknown whether Turkish
mothers living in Istanbul represent all mothers living in Turkey. Therefore,
it is difficult to generalize findings of the present study to entire Turkish
mothers. The present study gives information about Turkish mothers’
expectations from different educational level in Istanbul. Therefore, future
studies should focus on investigating other places in Turkey to get accurate
picture of Turkish mothers’expectations.

Another limitation of the present study is that there could be other
factors contributing to the relationship between maternal education and
maternal expectations. These factors which are parental stress, work
satisfaction, life satisfaction, work status, social support, parental efficacy
beliefs and child characteristics are shown to be related to parental
cognitions and parenting behaviors (Abidin, 1992; Murphey, 1992).
Therefore, it is difficult to estimate unique contribution of maternal
education on maternal expectations. Rather it is more accurate to keep other
factors in mind when interpreting findings of the present study. Although
these factors are often related to each other and it is difficult to examine

each one separately, future studies should focus on controlling possible
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variables interfering in investigating relationship between maternal
education and maternal expectations.

Furthermore, parental expectations are thought to be related to
values placed on a developmental skill in a society (Hess et al., 1980).
Especially, early expectations of parents are thought to reflect values of
parents in a given society (Hess et al, 1980). The present study showed that
maternal expectations for developmental skills are not related to importance
given to developmental skills. Although parental expectations can give
information about parental values in a given society, it could be misleading
to think them as equal concepts (Goodnow et al., 1984). Rather parental
expectations reflect parental beliefs and perceptions of child development in
a particular society. Therefore, it is important to be careful in interpreting
parental expectations as values.

The present study gives information about parents’ perceptions,
beliefs and values about child development. It does not investigate how
these expectations are related to parental stimulative activities for children.
In the literature, there were only few studies on investigating relationship
between parental expectations and caregiving activities. Future studies
should focus on how parental expectations related to stimulative activities of
parents. Furthermore, another concern should be how parental
underestimation or overestimation in terms of developmental skills is related
to parenting behaviors and child developmental outcomes for future studies.

The present study investigated Turkish mothers’ developmental

expectations and autonomy expectations in metropolitan area, Istanbul.
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Istanbul provided an opportunity to examine mothers’expectations from
different educational background. The present study showed that maternal
expectations were differentiated by maternal education. It emphasized that
mothers’ expectations are shaped in a socioeconomic environment. It
showed the necessity to examine different socioeconomic contexts in a
given culture. Furthermore, the present study emphasized that child’s
schooling can be an important factor in contributing maternal expectations.
The necessity of examining relationship between school factor and
maternal expectations are shown in the present study. Moreover, the present
study showed that maternal expectations for behavioral and psychological
autonomy could be different. It was shown that autonomy can be handled
with two categories. The present study also emphasized that maternal
expectations might not be a reflection of maternal values; thus, maternal
expectations should be handled with a broader perspective by thinking of it
as a comprehensive concept.

The findings of the present study emphasized that it is necessary to
develop intervention programs to show parents the gap between parental
expectations and a child’s developmental abilities. Furthermore, it is
important to show parents how their expectations influence their parental
responses and interfere with their children development through

intervention programs.
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ISTANBUL BiLGI UNIVERSITESI

ANNELERIN OKUL ONCESI YASTA COCUKLARINDA OZERKLIK BECERILERINE
DAIR BEKLENTI VE TUTUMLARI ARASTIRMA PROJESI

BILGILENDIRME FORMU
Degerli Katilimci,

Istanbul Bilgi Universitesi Psikoloji Boliimii dgretim iiyesi Yard. Do¢ Dr. Zeynep
Catay ve Klinik Psikoloji Yiiksek Lisans 6grencisi Cagla Sedef Gilingdr’iin Annelerin Okul
Oncesi Yasta Cocuklarinda Ozerklik Becerilerine Dair Beklenti ve Tutumlari konulu
arastirma projesine katiliminizi rica ediyoruz.

Bu calisma bes yasinda ¢cocugu olan anneleri kapsamaktadir. Annelerden ¢ocuklarinin
farkli alanlardaki becerilerini degerlendiren ve bu becerilerin nasil ve ne zaman gelistigine
dair disiincelerini konu alan bazi anketler doldurmalar1 istenmektedir. Bu anketlerin
doldurulmasinin 20-30 dakikanizi almasi beklenmektedir.

Katilimci olarak kimliginiz gizli tutulacaktir. Formlarin {istline adiniz ve soyadiniz
yazilmayacaktir ve c¢alismanin sonuglari toplu bir sekilde degerlendirilecektir. Kimlik
bilgileriniz sadece bu onay formu {stiinde belirtilecektir ve bu form doldurdugunuz
anketlerden ayr1 bir sekilde saklanacaktir. Bu c¢alismaya katilim goniilliiliilk esasina
dayanmaktadir. Dilediginiz noktada arastirmaya katilmaktan vazgecebilirsiniz. Eger
caligmaya katilmaya goniillii olursaniz biitiin sorular1 olabildigince samimi bir sekilde
cevaplamaya ¢alismaniz sonuglarin saglikli olmasi agisindan ¢ok dnemlidir.

Calismayla ilgili sorularimiz olursa Cagla Sedef Giingér’e csgngr@gmail.come-posta
adresinden ya da Yard. Dog. Dr. Zeynep Catay’a zeynep.catay@bilgi.edu.tr adresinden veya
(212) 311 76 16 numarali telefondan ulasabilirsiniz. Calismanin sonuglart ile ilgili olarak bilgi
almak isterseniz arastirmaci Sedef Giingor’le baglantiya gecebilirsiniz.

Vereceginiz dikkatli ve samimi cevaplar ve calismaya yapacaginiz katkilardan dolay1
size simdiden tesekkiir ederiz.

Cagla Sedef Giingor Yard. Dog. Dr. Zeynep Catay
Istanbul Bilgi Universitesi Istanbul Bilgi Universitesi
Klinik Psikoloji Yiiksek Lisans Programi Ogrencisi Psikoloji Boliimii

Yukarida bu arastirmayla ilgili verilen bilgileri okudum, anladim ve bu arastirmaya katilmay1
kabul ediyorum.
Ad Soyad:

Tarih:

Imza:
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Katilimer No:_

Demografik Bilgi Formu
Eger birden fazla cocugunuz varsa liitfen bu formu 5 yasindaki bir ¢ocugunuzu
diisiinerek yanitlayiniz.

1. Cocugunuzun dogum tarihi: / /

2. Cocugunuzun cinsiyeti: 1) Kiz ~ 2) Erkek

3. Cocugunuzun kardesi var mi1? Var ise kardes(ler)in yas ve cinsiyetlerini belirtiniz:

4. Yasiniz: ........ccueeeeneee.

5. Egitim durumunuz 1) Okuryazar degil 2) Ik gretim 3) Lise
4) Universite 5) Yiiksek lisans

6. Calistyor musunuz? 1) Evet  2) Hayir

7. Mesleginiz L

8. Medeni durumunuz 1) Evli 2)Bekar 3)Bosanmis 4) Ayri Yasiyor
5) Dul

*Eger evli iseniz, liitfen soru 9, 10 ve 11’1 cevaplayiniz.

9. Esinizinyasi e,

10. Esinizin egitim durumu 1) Okuryazar degil 2) llkdgretim  3) Lise

4) Universite 5) Yiiksek lisans

11. Esinizin meslegi .

12. Ailenizin toplam aylik gelir seviyesi nedir?
1) 0-1,000 aralig1 2) 1,000-3,000 aralig 3) 3,000-5,000 aralig1
4) 6,000-8,000 aralig: 5) 8,000 - 12,000 aralig1 6) 12,000 ve tisti

13. Hamilelik doneminde ve dogumda asagidaki sorunlardan birini yasadiniz m1? Uygun
olan giklar isaretleyiniz.

a) Gebelik doneminde saglik sorunlari, varsa agiklayiniz

b) Erken dogum
c) Diisiik dogum kilosu
d) Dogum sirasinda sorunlar

e) Dogum sonrasinda 6zel bakim gereksinimi, varsa agiklayimiz:
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13. Cocugunuzun fiziksel engeli var m1? 1) Evet 2) Hayir

Var ise aciklayiniz

14. Cocugunuzun zihinsel engeli var m1? 1) Evet 2) Hayir

Var ise agiklaymiz

15. Cocugunuz gelisiminde herhangi bir gecikme ya da sorun yasandi mi1?
( Fiziksel gelisim, dil gelisimi, bilissel ya da duygusal, sosyal alanda)
1) Evet 2) Hayir

Evet ise ne tiir bir sorun oldugunu aciklaymiz:

16. Cocugunuz okula gidiyor mu? 1) Evet 2) Hayir
Evet ise, toplam kag y1ldir okula gittigini belirtiniz:

17. Annenin tan1 almis herhangi bir psikiyatrik rahatsizligi var m1?
1)Evet 2) Hayir

Evet ise agiklaymiz:

18. Cocugunuz i¢in daha dnce hi¢ psikolojik yardim aldiniz mi1?
1) Evet 2) Hayir

Evet ise, hangi konularda, ne kadar siireyle yardim aldiniz?

19. Anne-babalik konusunda hi¢ egitim aldiniz mi, seminerlere katildiniz mi1?
1) Evet 2) Hayir

Evet ise kac saatlik, hangi konular {istiine bir egitim aldiginiz1 belirtiniz:
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Katilime1 No:

Asagida cocuklarin gosterdikleri belli bash becerilerle ilgili 6rnekler var. Size gore
asagidaki becerileri cocuklarm ilk kez ka¢ yasinda yapabilecegini uygun sikki
isaretleyerek belirtiniz.

(Davramssal Ozerklik)

1.0yuncaklarim toplayabilir.

a) 2 yasinda ya da daha erken D) 3 yasinda ) 4 yasinda d) 5 yasinda e) 6 yasinda ya

da daha sonra

2.Tuvalet ihtiyaclarim1 kendi basina karsilar. (Kiiciik tuvaletini kendi basim1 yapip, altim
silip, ellerini yikayabiliyor olmasi)
a) 2 yasinda ya da daha erken D) 3 yasinda c) 4 yasinda d) 5 yasinda €) 6 yasinda ya

da daha sonra

3.Yemek zamani boyunca masada oturup, kendi basina yiyebilir.
a) 2 yasinda ya da daha erken D) 3 yasinda ) 4 yasinda d) 5 yasinda e) 6 yasinda ya

da daha sonra

4.Giysilerini kendi kendine giyebilir.(Pantolon, tisort ve ayakkabisim1 kendi basina
giyebiliyor olmasi)

a) 2 yasinda ya da daha erken D) 3 yasinda ) 4 yasinda d) 5 yasinda e) 6 yasinda ya
da daha sonra

S.Biitiin gece kendi yataginda uyur.
a) 2 yasinda ya da daha erken D) 3 yasinda ) 4 yasinda d) 5 yasinda e) 6 yasinda ya

da daha sonra

6.Ne giyecegine kendi karar verebilir.
a) 2 yasinda ya da daha erken D) 3 yasinda ) 4 yasinda d) 5 yasinda e) 6 yasinda ya

da daha sonra

7.Yarim saat kendi basina oynayabilir.
a) 2 yasinda ya da daha erken D) 3 yasinda ) 4 yasinda d) 5 yasinda e) 6 yasinda ya

da daha sonra
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8.Evde bazi sorumluluklar: alabilir. (Masay1 kurmaya yardim etmek gibi.)

a) 2 yasinda ya da daha erken D) 3 yasinda ) 4 yasinda d) 5 yasinda e) 6 yasinda ya
da daha sonra

(Sosyal Beceriler)

9. Arkadaslariyla oynarken sirasim bekleyebilir.

a) 2 yasinda ya da daha erken D) 3 yasinda ) 4 yasinda d) 5 yasinda e) 6 yasinda ya

da daha sonra

10. Oyunlar kurallarina gore oynar.
a) 2 yasinda ya da daha erken Db) 3 yasinda ) 4 yasinda d) 5 yasinda e) 6 yasinda ya

da daha sonra

11. Oyuncaklarim arkadaslariyla paylasabilir.
a) 2 yasinda ya da daha erken D) 3 yasinda ) 4 yasinda d) 5 yasinda e) 6 yasinda ya

da daha sonra

12. Arkadaslariyla beraber oyun kurabilir.
a) 2 yasinda ya da daha erken D) 3 yasinda ) 4 yasinda d) 5 yasinda e) 6 yasinda ya

da daha sonra

13. Arkadaslariyla olan tartismalarimi kendi basina ¢ozebilir.
a) 2 yasinda ya da daha erken D) 3 yasinda ) 4 yasinda d) 5 yasinda e) 6 yasinda ya

da daha sonra

14. Diger cocuklarin duygularima karsi duyarhihik gosterir. (Arkadasinin iiziilecegini
anlayabilmesi, arkadasim teselli edebilmesi gibi)

a) 2 yasinda ya da daha erken b) 3 yasinda c)4 yasinda d) 5 yasinda e) 6 yasinda ya
da daha sonra

(Duygusal Beceriler)

15. Duygularmm dile getirebilir.( Uziildiim’, ‘sevindim’, ‘kizdim’ diyebiliyor olmas1)

a) 2 yasinda ya da daha erken D) 3 yasinda ) 4 yasinda d) 5 yasinda e) 6 yasinda ya

da daha sonra
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16. Bir seyden korktugu zaman biiyiiklerden destek alarak korkusunu yatistirabilir ve

sakin kalabilir.
a) 2 yasinda ya da daha erken D) 3 yasinda ) 4 yasinda d) 5 yasinda

da daha sonra

e) 6 yasinda ya

17. Ofkesini kontrol edebilir.( Ofkesini vurup kirmadan, bagirip c¢agirmadan

gosterebiliyor olmasi)
a) 2 yasinda ya da daha erken D) 3 yasinda ) 4 yasinda d) 5 yasinda

da daha sonra

18. Kolay aglamaz.
a) 2 yasinda ya da daha erken D) 3 yasinda ) 4 yasinda d) 5 yasinda

da daha sonra

19. Bir sey elde edemediginde aglamadan basa cikabilir.
a) 2 yasinda ya da daha erken D) 3 yasinda ) 4 yasinda d) 5 yasinda
da daha sonra

(Sosyal Uyum Becerileri)

e) 6 yasinda ya

e) 6 yasinda ya

e) 6 yasinda ya

20. Evde kendisine seslenildiginde mesgul oldugu aktiviteyi birakip cevap verir.

a) 2 yasinda ya da daha erken D) 3 yasinda ) 4 yasinda d) 5 yasinda

da daha sonra

21. Uyarildiginda yanhs davramsi sonlandirir.
a) 2 yasinda ya da daha erken b) 3 yasinda )4 yasinda d) 5 yasinda

da daha sonra

22. Kendisinden istenildiginde basit ev islerine yardimeci olur.
a) 2 yasinda ya da daha erken b) 3 yasinda )4 yasinda d) 5 yasinda

da daha sonra
23. Ayip davranislar bilir.

a) 2 yasinda ya da daha erken Db) 3 yasinda ) 4 yasinda d) 5 yasinda

da daha sonra
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e) 6 yasinda ya



24. Kendinden Kkiiciiklere kars1 koruyucu davranir.
a) 2 yasinda ya da daha erken D) 3 yasinda ) 4 yasinda d) 5 yasinda
da daha sonra

25. Gelen misafirleri uygun sekilde karsilar.
a) 2 yasinda ya da daha erken D) 3 yasinda ) 4 yasinda d) 5 yasinda
da daha sonra

26. Gerektigi zaman ‘oziir dilerim’ ve ‘tesekkiir ederim’ diyebilir.

a) 2 yasinda ya da daha erken D) 3 yasinda ) 4 yasinda d) 5 yasinda
da daha sonra

(Kendini Ortaya Koyma Becerileri)

27. isteklerini net ifade edebilir.

a) 2 yasinda ya da daha erken D) 3 yasinda ) 4 yasinda d) 5 yasinda
da daha sonra

28. Kendisine sorulan sorulara net cevap verebilir.
a) 2 yasinda ya da daha erken D) 3 yasinda ) 4 yasinda d) 5 yasinda
da daha sonra

29. Kendi haklarim koruyabilir.
a) 2 yasinda ya da daha erken D) 3 yasinda ) 4 yasinda d) 5 yasinda
da daha sonra

30. Bir konuda fikrini ifade edebilir.

a) 2 yasinda ya da daha erken D) 3 yasinda ) 4 yasinda d) 5 yasinda
da daha sonra

(Bilissel Beceriler)

31. Dikkatini en az yarim saat bir aktivite iistiinde toplayabilir.

a) 2 yasinda ya da daha erken D) 3 yasinda ) 4 yasinda d) 5 yasinda

da daha sonra

32. Kendisine okunan bir hikayeyi geri anlatabilir.
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e) 6 yasinda ya
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e) 6 yasinda ya

e) 6 yasinda ya

e) 6 yasinda ya



a) 2 yasinda ya da daha erken b) 3 yasinda
da daha sonra

33. 1’den 10’a kadar sayabilir.
a) 2 yasinda ya da daha erken b) 3 yasinda
da daha sonra

34. Hangi mevsimde oldugunu soyleyebilir.

a) 2 yasinda ya da daha erken b) 3 yasinda
da daha sonra

35.Haftanin giinlerini bilir.
a) 2 yasinda ya da daha erken b) 3 yasinda
da daha sonra

36. Kendi adim yazabilir.
a) 2 yasinda ya da daha erken Db) 3 yasinda
da daha sonra

37.1°den 10°a kadar rakamlari tanir.
a) 2 yasinda ya da daha erken D) 3 yasinda
da daha sonra

C) 4 yasinda

C) 4 yasinda

C) 4 yasinda

C) 4 yasinda

C) 4 yasinda

C) 4 yasinda
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d) 5 yasinda

d) 5 yasinda

d) 5 yasinda

d) 5 yasinda

d) 5 yasinda

d) 5 yasinda

e) 6 yasinda ya

e) 6 yasinda ya

e) 6 yasinda ya

e) 6 yasinda ya

e) 6 yasinda ya

e) 6 yasinda ya
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Katilimci No:

5 yasina gelmis bir cocugun asagidaki davranislar1 yapabilmesi sizin icin ne
kadar onemlidir? Uygun diisen puani sorunun yaninda belirtiniz.

1 =% 2 ¢ ¥ 3 % &K 4 Y KK SR AR < gh AR\ g A¢

Hi¢ 6nemli degildir Biraz onemlidir Orta 6nemdedir Onemlidir Cok onemlidir

Oyuncaklarini toplamasi

Tuvalet ihtiyaclarini kendi basina karsilamasi

Yemek zamani1 boyunca masada oturup, kendi basina yemesi

Giysilerini kendi kendine giymesi

Biitiin gece kendi yataginda uyumasi

Ne giyecegine karar verebilmesi

Yarim saat kendi basina oynayabilmesi

Evde baz1 sorumluklar: alabiliyor olmasi

. Arkadaslariyla oynarken sirasini bekleyebilmesi

10 Oyunlar kurallarina gére oynamasi

11.0Oyuncaklarin1 arkadaslariyla paylagmasi

12. Arkadaslariyla beraber oyun kurabilmesi

13. Arkadaslariyla olan tartismalarini kendi bagina ¢ozmesi

14.Diger ¢ocuklarin duygularia karsi duyarli olmasi

15.Duygularinmi dile getirebilmesi

16.Bir seyden korktugu zaman biiyiiklerden destek alarak korkusunu
yatistirabilmesi ve sakin kalabilmesi

17.0fkesini kontrol edebilmesi

18.Kolay aglamamasi

19.Bir sey elde edemediginde aglamadan basa ¢ikabilmesi

20.Evde kendisine seslenildiginde mesgul oldugu aktiviteyi birakip cevap
vermesi

21.Uyarildiginda yanlis davranisi sonlandirmasi

22 .Kendisinden istenildiginde basit ev islerine yardimci olmasi

23.Ay1p davraniglar1 bilmesi

24 . Kendinden kiictiklere kars1 koruyucu davranmasi

25.Gelen misafirleri uygun sekilde karsilamasi

26.Gerektigi zaman ‘0ziir dilerim’ ve ‘tesekkiir ederim’ diyebilmesi

27.isteklerini net ifade edebilmesi

28.Kendisine sorulan sorulara net cevap verebilmesi

29.Kendi haklarin1 korumasi

30.Bir konuda fikrini ifade edebilmesi

CoNoaRrLDE
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31.Dikkatini en az yarim saat bir aktivite iistiinde toplayabilmesi
32.Kendisine okunan bir hikayeyi geri anlatabilmesi

33.1’den 10’a kadar sayabilmesi

34.Hangi mevsimde oldugunu bilmesi

35.Haftanin giinlerini bilmesi

36.Kendi adin1 yazabilmesi

37.1°den 10’a kadar rakamlar1 tanimasi
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APPENDIX E
Pearson Correlations between Demographic Variables, Developmental Expectations and

Importance of Developmental Skills for Three Education Groups
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Table E1

Pearson Correlations between Child Age, Maternal Age, Total Years in Kindergarten, and Maternal Developmental Expectations

1. 2. 3. 4. 5. 6. 7. 8.
1.Child age (months)
2.Maternal age (years) 26%*
3.Total years in kindergarten 18* 39**
4.Behavioral Autonomy .07 -11 -14
5.Social Skills .09 -.13 -.32*%* 53**
6.Emotional Maturity 14 -.00 -17* 50** T2**
7.Social Compliance 20* -14 -.25%* 50** J1** 75%
8.Assertiveness .07 -.22* -.26%* 52** .65** .68** JA5F*
9.Cognitive Skills .02 -.18* -.38** A43** 50 48** . 64** .66**

*p<.05, **p<.01
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Table E2

Pearson Correlations between Child Age, Maternal Age, Total Years in Kindergarten, and Importance of Developmental Skills for Mothers

1. 2. 3. 4. 5. 6. 7. 8. 9.
1.Child’s age (months)
2.Maternal age (years) 26%*
3.Total years in kindergarten 18* 39**
4.Behavioral Autonomy A1 .02 .06
5.Social Skills 14 .05 15 62**
6.Emotional Maturity .07 -.03 13 S57** 59**
7.Social Compliance .03 -11 -.01 62** 56** 58**
8.Assertiveness .08 .08 A3 55** 55** 62** ST**
9.Cognitive Skills 19* .06 .09 .60** S1F* A43** . 58** 50**

*p <.05,%*p <.01
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Table E3

Pearson Correlations between Maternal Developmental Expectations and Importance of Developmental Skills for Three Groups of Mothers

Behavioral Social Emotional Social Asssertiveness Cognitive

Importance of Developmental Skills Autonomy Skills Maturity Compliance Skills
Developmental Expectations

Behavioral Autonomy -11 .00 -.04 -.01 -.08 -.07
Social Skills .06 -.08 01 12 -.06 .02
Emotional Maturity .07 -.04 -.00 .08 -.03 .03
Social Compliance .08 .00 .01 A5 -.04 12
Assertiveness A1 .04 .04 15 -11 -.03
Cognitive Skills -.05 -.10 -.08 .00 -.30** -11

**n<.01
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