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ABSTRACT

PREDICTORS OF EXECUTIVE FUNCTION IN EARLY CHILDHOOD:
URBAN AND RURAL POVERTY

Okur, Siikran
Ph.D., Department of Psychology

Supervisor: Prof. Dr. Sibel Kazak Berument

July 2020, 155 pages

Executive function (EF) is an umbrella term of cognitive processes (working memory,
inhibition, mental set shifting), which are important for achieving goal-directed
behaviors. Several contextual and child factors influence EF development. Poverty is
a risk factor for EF skills; however, the effects of urban and rural poverty might be
different. The current study examined the differences in urban and rural poverty in
terms of living conditions and parenting, EF differences in urban and rural poverty,
and predictors of EF. The participants were 241 children and their mothers living in
poverty. Children’s EF was assessed via Corsi block tapping (visuospatial WM),
forward and backward digit span (verbal WM), day-and-night (inhibition), and
dimensional change card sort (mental set-shifting) tasks. The results indicated that
urban and rural poverty differed in terms of the poverty level (i.e., income, education),
home stimulation, neighborhood quality, and mothers’ expectations about children’s
educational attainment, whereas they were similar in terms of parenting, conversations

with children and mothers’ beliefs about child development. The comparison of urban-
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rural poverty in terms of EF showed that children living in urban and rural poverty
were not significantly different in their EF skills. Moreover, children’s age, duration
of attending kindergarten, receptive vocabulary, and children’s perceptual sensitivity
were associated with children’s EF; and urban-rural poverty interacted with mothers’
positive parenting predicting children’s verbal WM and mental set-shifting. The
findings of the study are important for describing urban-rural poverty differences in

Turkey, and the findings have implications for future studies.

Keywords: Executive Function, Poverty, Urban-Rural, Parenting
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ERKEN COCUKLUK DONEMINDE YONETICI iSLEV BECERILERININ
YORDAYICILARI: KENTSEL VE KIRSAL YOKSULLUK

Okur, Siikran
Doktora, Psikoloji Boliimii

Tez Yoneticisi: Prof. Dr. Sibel Kazak Berument

Temmuz 2020, 155 sayfa

Yonetici islev becerileri, cesitli biligsel beceriler (calisan bellek, ketleyici kontrol ve
zihinsel esneklik) i¢in kullanilan genel bir terim olup amag¢ odakli davranislar icin
oldukg¢a Onemlidir. Cevresel veya bireysel faktorler yonetici islev becerilerinin
gelisimini etkilemektedir. Yoksulluk, yonetici islev becerileri i¢in bir risk faktoriidiir;
ancak, kentsel ve kirsal yoksullugun etkileri farkli olabilmektedir. Bu ¢alismada,
yasam kosullar1 ve ebeveynlik acisindan kentsel ve kirsal yoksulluk farklari, kentsel
ve kirsal yoksullukta yonetici islev becerilerinin farkli olup olmadig: ve yonetici islev
becerilerinin yordayicilar1 incelenmistir. Katilimcilar, yoksulluk kosullarinda yasayan
241 anne-gocuk c¢iftidir. Cocuklarin yonetici iglev becerileri, Corsi iz siirme testi
(gorsel-uzamsal ¢alisan bellek), ileri ve geri say1 uzami gorevleri (sozel ¢alisan bellek),
gece-giindiiz gorevi (ketleyici kontrol) ve boyut degistirerek esleme gorevi (zihinsel
esneklik) ile degerlendirilmistir. Bulgular, kentsel ve kirsal yoksullugun, yoksulluk
diizeyi, ev ortamindaki uyaranlar, mahalle 6zellikleri ve annelerin ¢ocuklarinin egitimi

ile ilgili beklentileri agisindan farklilasirken; ebeveynlik, annelerin ¢ocuklariyla
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sohbetlerinin igerikleri ve ¢ocuk gelisimine yonelik inanglart agisindan
farklilasmadigin1 gostermistir. Kentsel ve kirsal yoksulluk, yonetici islev becerileri
acisindan karsilastirildiginda, ¢ocuklarin yonetici islev becerilerinin anlamli olarak
farklilagsmadigr goriilmiistiir. Ayrica, ¢ocuklarin yaslari, anasinifina devam etme
stireleri, alic1 dil becerileri ve ¢ocuklarin algisal hassasiyeti yonetici islev becerileri ile
iliskili bulunurken; kirsal-kentsel yoksulluk, annelerin pozitif ebeveynligi ile
etkilesime girerek gorsel ¢alisan bellek ve zihinsel esneklik becerileri ile iliskilidir.
Bulgular, Tiirkiye’de kirsal ve kentsel yoksullugun farkliliklarin1 tanimlamasi
acisindan onemliyken, yonetici islevlerle ilgili gelecekteki ¢alismalara yon vermesi

beklenmektedir.

Anahtar Kelimeler: Yénetici Islevler, Yoksulluk, Kentsel-Kirsal, Ebeveynlik
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CHAPTER 1

INTRODUCTION

Executive function (EF) is a concept that has been studied by many researchers
from different disciplines. In recent years, there is an increasing interest in the concept
of EF in developmental psychology literature. Although there is no published article
between the years of 1981 and 1990, 642 articles have been published within the scope
of developmental psychology between the years of 2011 and 2014 (Miiller & Kerns,
2015). In the year 2019, 412 articles have been published that are associated with EF
within the scope of developmental psychology according to the web of science records.

EF development is widely studied since EF skills are important for children’s
developmental outcomes in several domains. Specifically, children’s EF skills
positively influence children’s school readiness (Blair, 2016; Fitzpatrick, McKinnon,
Blair, & Willoughby, 2014), later academic achievement including reading and math
skills (Ahmed, Tang, Waters, & Davis-Kean, 2018; Best, Miller, & Naglieri, 2011;
Blankenship et al., 2019), and behavioral regulation (Vernon-Feagans et al., 2016).
Additionally, EF skills are impaired in several clinical conditions such as attention
deficit hyperactivity disorder (Martel, Nikolas, & Nigg, 2007), autism (Demetriou et
al., 2018), and obsessive-compulsive disorder (Snyder, Kaiser, Warren, & Heller,
2015). Considering the role of EF in several developmental domains, it is important to
understand how EF skills develop and determine the factors leading to variability in
EF skills. The current chapter includes the definition of EF, the developmental

processes of EF, and the contextual factors affecting EF development.

1.1 Executive Function (EF)

Although EF is a widely studied concept, researchers do not have a consistent
or agreed definition of EF (Martin & Failows, 2010). In addition to the EF definition,
they also disagree on the EF components, their associations, and the methodology used
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to measure executive function. In this part of the chapter, different views on EF

definition and EF components are summarized.

1.1.1 Definition of EF

There is not a consensus on the definition of EF, and researchers have used
different definitions in EF studies in the literature. The term “central executive” was
firstly introduced by Baddeley and Hitch (1974). However, the central executive was
defined within the framework of working memory (WM), and it was thought as a
“homunculus,” which was responsible for integrating the information coming from the
phonological loop and visuospatial sketchpad (Baddeley, 1996). Later on, researchers
utilized more comprehensive definitions of EF. For instance, Welsh, Pennington, and
Groisser (1991) took a cognitive and neuropsychological view and defined EF as the
goal-directed behaviors that included planning, systematic search, and impulse
control. Then, Hughes and Graham (2002) reported that EF is an umbrella term
involving a number of cognitive processes that are responsible for goal-directed
behaviors.

Similarly, Best, Miller, and Jones (2009) also defined EF as the umbrella term
of goal-directed cognitive components of the prefrontal cortex. Considering all the
definitions, Martin and Failows (2010) concluded that the common thema among
different definitions of EF is that it is associated with controlling actions of an
individual. Additionally, Jurado and Rosselli (2007) examined various definitions of
EF and concluded that EF is a complex and important term. EF is important for
achieving goal-directed behaviors via structuring the thoughts, and it involves shifting
mindsets in response to changing environmental conditions, inhibiting improper
responses, making a plan, and complying with the plan until it is achieved. In a recent
study, Blair (2016) defined EF in terms of its components and expressed that EF is the
ability to keep information in WM, inhibiting impulsive responses, and flexibly
shifting among mental sets, which are implying the conscious control over behaviors.

The development of EF skills has a biological basis. EF is related to the
functioning of the prefrontal cortex (PFC; Anderson & Reidy, 2012; Hughes &
Graham, 2002; Miller & Cohen, 2001). PFC receives information both from the
external environment and internal emotional and autonomic states of the person; then,

this information is processed in the PFC (Powell & Voeller, 2004). The coming
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information is assessed as short-term and long-term goals based on their importance,
and actions are planned accordingly. Different regions of the frontal lobe are important
for distinct cognitive processes (Stuss & Alexander, 2000). Specifically, the
dorsolateral frontal cortex is mainly associated with EF functioning (Alvarez &
Emory, 2006). The dorsolateral prefrontal area has a role in the regulation and control
of cognitive activities, attention, flexible cognitive set-shifting, and memory (Powell
& Voeller, 2004). Additionally, the frontal cortex has associations with many cortical
and subcortical brain regions. Brain imaging studies indicate that various brain areas,
in addition to the frontal cortex, are activated, especially in response to complex EF
tasks (Alvarez & Emory, 2006; Burgess & Stuss, 2017). The maturation of PFC takes
longer since the axonal myelination in this region becomes slower (Fuster, 2002).
Children’s cognitive development occurs in parallel to the myelination of the cortical
regions. Especially the maturation of the lateral regions of the PFC occurs later than
the medial and orbital regions, and lateral regions are mainly involved in the EF

functions.

1.1.2 Components of EF

In addition to the definition of EF, another uncertainty is related to the
components of EF. In their review, Best and Miller (2010) argued that one of the main
theoretical challenges regarding EF is whether EF is a unitary construct, or it is
composed of several independent components. The first view argues that EF is a
unitary construct, including subcomponents. To illustrate, Baddeley (1996; 1998)
suggested the central executive as the main mechanism in the WM system, which
resembled a little man in the head who was taking all the decisions. Central executive
was controlling two slave systems: the phonological loop and the visuospatial
sketchpad. Additionally, in his hybrid model of EF, Barkley (1997) considered
response inhibition as the main mechanism which is important for other components
like WM, affect regulation, internalization of speech, and reconstitution (analysis and
synthesis of behavior). Within the scope of the first view, some researchers argued that
EF could be reduced to a single construct, and it was not reducible to its components
(Martin & Failows, 2010). For instance, Duncan, Emslie, Williams, Johnson, and Freer

(1996) considered EF as a higher-order mechanism that is in charge of controlling



actions. Additionally, they argued that EF is associated with Spearman’s general
intelligence, which is reflecting the controlling functions of the frontal lobe.

Alternatively, other researchers argued that EF includes dissociable
components (componential view). However, different researchers included different
cognitive processes as EF components based on the factor analyses conducted on
different samples. For instance, Mariani & Barkley (1997) included 4-5-year-old
ADHD and community children in their study and conducted a factor analysis on
several EF tasks. The results revealed a four-factor structure: Motor control, verbal
learning-memory, picture recognition-factual knowledge, and working memory-
persistence. In a further study, Barkley, Edwards, Laneri, Fletcher, and Metevia (2001)
conducted a factor analyses on the data of 12-19-year-olds including an ADHD and
community population and concluded that inattention, working memory, and
inhibition were the components of EF. Additionally, Hughes (1998) tested the factor
structure of EF tasks with preschool children and offered working memory, attentional
flexibility, and inhibitory control as EF components. Later on, Brocki and Bohlin
(2004) also conducted a factor analysis on the data of 6-13-year-olds who completed
various EF tasks, and they concluded that disinhibition, speed/arousal, working
memory/fluency were the components of EF.

Consequently, it seems that there is not a consensus on the components of EF,
and it is a subjective decision to include which dimensions to include. In addition to
the variability in the EF components, the associations between these components is
also a controversial issue. For instance, the proponents of the componential view
argued that EF included several components; and they might be related or not related
to each other (Hughes & Graham, 2002). This approach focused on identifying the
components of EF and exploring the associations among EF components. Identifying
these components and associations is advantageous for several reasons. For instance,
it helps to interpret the performances in different EF tasks and developing age-
appropriate versions of tasks to measure a specific component of EF. Additionally,
identifying these components is critical for differentiating different disorders that
suffer from problems in EF and determining the specific problem areas (Hughes &
Graham, 2002).

Another view regarding EF is the distributed view of EF. In their chapter,
Martin & Failows (2010) summarized that EF is placed within and around all

components, processes, and skill creating it rather than being a construct controlling
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several cognitive functions. In this view, EF is argued to be also distributed on the
social world; and this is the point in which the distributed view differed from the
componential view, which is only emphasizing the cognitive processes. Accordingly,
social factors are accepted as affecting EF skills. Similarly, studies are indicating the
effects of various social factors that influence the development of EF skills. These
studies examining the effects of social factors will be given later in this chapter.

Lastly, an integrative model was suggested by Miyake et al. (2000) as a unity
and diversity model. They criticized the previous researchers who conducted factor
analyses on the EF tasks to determine the components, and they offered latent variable
analysis, which was a method that excluded the commonalities of different tasks and
provided purer factors. In their latent variable analyses, which was conducted on the
data of undergraduate students, they came up with three components: shifting (mental
set shifting), updating (monitoring and updating WM), and inhibition (inhibiting
prepotent responses). After determining these components, they examined the
associations among them via Confirmatory Factor Analysis. They found that these
three components were distinguishable from each other, but they were correlated to
each other at a moderate level. Later, Lehto, Juujarvi, Kooistra, and Pulkkinen (2003)
conducted the same analyses on data of 8-13-year-old children; and they also found
WM, inhibition, and shifting components by supporting the factor structure of unity
and diversity model of Miyake et al. (2000).

Although different researchers suggested various EF components, recent
studies commonly use the components suggested by Miyake et al. (2000) as core EF
components (i.e., Diamond, 2013; Garon, Bryson, & Smith, 2008; Kassai, Futo,
Demetrovics, & Takacs, 2019; Rosen et al., 2019). Taking these components is
favorable since these components can be measured via simple tasks (Miyake et al.,
2000). Considering all these studies, WM, inhibition, and cognitive flexibility (mental
set-shifting) were included in the current study; and they were defined in detail below.

1.1.2.1 Working Memory

WM is defined as the system, which is important for keeping the information
in mind during complex tasks that require reasoning, comprehending, and learning
(Baddeley, 2010). The most influential model of WM was suggested by Baddeley and

Hitch (1974). In this model, the WM system included a central executive and two



storage systems: phonological loop and visuospatial sketchpad. The phonological loop
Is important for storing auditory information, whereas the visuospatial sketchpad is
important for storing visual and spatial information. The central executive has a
supervisory role and coordinates the information coming from these two storages.
Then, they added episodic buffer to the model, which was responsible for storing the
information as integrated chunks by linking WM components, perception, and long-
term memory.

WM is derived from the concept of short-term memory (Baddeley, 2010);
however, WM and short-term memory (STM) are different terms (Diamond, 2013).
Specifically, STM is related to holding information in mind, whereas WM also
requires manipulating that information such as relating that information with
previously learned or later will be learned stimuli. Moreover, they load on different
factors, and they rely on different parts of the brain; in other words, WM is associated
with activation in dorsolateral PFC, whereas STM is not. Additionally, their
developmental patterns also show differences; for instance, STM develops earlier.

The first appearance of WM emerges in the first year of infancy. For instance,
in the delayed response task, which measures visuospatial short-term memory, infants
can find a hidden object as early as six months after a delay, implying the appearance
of WM (Reznick, Morrow, Goldman, & Snyder, 2004). When infants reach their first
birthday, they can keep the information after long delays in time (Reynolds & Romano,
2016). After the age of two, children’s WM is assessed through visual and auditory
span tasks which require recalling the presented items (Garon et al., 2008). These tasks
indicate that the memory span increases from 2-3 items at the age of 4 to approximately
six items at the age of 12 (Gathercole, 1998).

Phonological memory skills develop throughout the early and middle
childhood years, and this development occurs in parallel to the development of
rehearsing (Gathercole, 1998). On the other hand, there is a substantial increase in
children’s visuospatial memory development between the ages of 5 and 11, which is
closer to the adult level. The development of this skill is in line with the development
of short-term memory system, phonological loop, and the central executive system.
When the development of these two systems was compared in a sample of 7-15-year-
olds (Isaacs & Vargha-Khadem, 1989), performance in visuospatial memory assessed
via the Corsi Block Tapping Task, was developing behind the auditory memory

assessed via Forward Digit Span task. However, the performance in visuospatial
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memory was better than auditory memory when it was assessed via the Backward Digit
Span task, which requires recalling the items in the reverse order. Similarly, Pickering,
Gathercole, and Peaker (1998) examined verbal and visuospatial span tasks in
children, and they found that children’s performances in these tasks were not
associated; therefore, they concluded that these two systems are separate from each
other. Consequently, both visuospatial and verbal spans were included in the current

study.

1.1.2.2 Inhibition

Inhibition is an ability to control attention, behaviors, emotions, and thoughts
of a person despite the external or internal distractors and showing the appropriate
actions (Diamond, 2013). More specifically, Barkley (1997) defined behavioral
inhibition as the inhibition of a prepotent response (a response that has been associated
with an immediate reinforcement), ceasing a continuing response, and having control
over self-directed responses in response to competing events. For instance, controlling
attention is important for selectively attending and focusing on a certain stimulus while
suppressing other ones (Diamond, 2013). Likewise, cognitive inhibition involves
suppressing unwanted mental representations (i.e., memories); and behavioral
inhibition involves controlling behaviors against behaving impulsively.

The onset of response inhibition appears in the first year of life (Garon et al.,
2008). For instance, children can stop an ongoing gratifying activity when they are
told to stop. The most popular measure in preschool children is the delay of
gratification paradigm (Mischel, Shoda, & Rodriguez, 1989). In the paradigm, the
child is presented with an attractive toy/snack and asked to wait without playing/eating
until the experimenter comes back to the room. If they wait, they get more of that
desirable thing; if not, they take less of it. As children get older, they can wait for the
long-term bigger rewards rather than immediate smaller rewards. For instance, 3-year-
olds tend to choose immediate rewards, whereas 4-year-olds prefer to wait for the
delayed rewards (Lemmon & Moore, 2007). The complex tasks of inhibition require
children to inhibit a dominant response following a certain rule (Garon et al., 2008).
For instance, in the Stroop task, children are presented with several words naming
colors. Each word is written in ink, which is different than the written word implies.

Then, children are asked to name the color of the ink by inhibiting their automatic



response to read it. Preschool versions of the Stroop task have been created by using
shapes rather than words (i.e., Kochanska, Murray, & Harlan, 2000). For instance, in
a Stroop-like task, the performances of 3-to-12-year-old children were examined, and
Ikeda, Okuzumi, & Kokubun (2014) concluded that children performed better as they
got older.

The period between the ages of 3 and 5 is important due to rapid development
in these skills (Best & Miller, 2010; Garon et al., 2008). At the age of 4, children
display successful performance in simple and complex response inhibition tasks. After
this rapid improvement, the development becomes slower after age 5. Children’s
performance improves between the ages of 5 and 8, particularly in the tasks that require
WM; after this age, the improvement in the inhibition skills becomes even slower (Best
& Miller, 2010). The improvement of inhibition skills continues into adolescence; for
instance, in a sample of 6-17-year-olds, their performances improved in the Stroop
task in line with the increases in their ages (Leon-Carrion, Garcia-Orza, & Perez-
Santamaria, 2004).

Inhibition tasks do not measure inhibition purely; rather, they also require WM
(Best & Miller, 2010; Garon et al., 2008). Especially as the task becomes more
complex, the requirement of WM increases since the child needs to keep the
instructions in mind. Consequently, it was argued that WM and inhibition are highly
correlated with each other, so they are not independent (Davidson, Amso, Anderson,
& Diamond, 2006). On the other hand, performance in WM tasks also requires
inhibition skills because inhibiting distractions is necessary for focusing on the stimuli
that the person is working on (Diamond, 2013). However, when WM and inhibition
requirements of the tasks were manipulated, variations in WM loads and inhibition did
not interact (Beveridge, Jarrold, & Pettit, 2002). Therefore, they concluded that the
effects of WM and inhibition are not dependent on each other; and they are not inter-
dependent constructs. Likewise, Aron (2008) argued that these skills are mainly
associated with separate but connected brain regions. In addition to these studies,
Miller, Giesbrecht, Muller, Mclerney, and Kerns (2012) conducted a confirmatory
factor analysis on EF tasks, and they reported that WM and inhibition are separate
constructs. Consequently, these skills are not dependent on each other; however, it is
difficult to separate working memory and inhibition in the EF tasks due to

measurement issues.



1.1.2.3 Mental Set-Shifting

Mental set-shifting requires the ability to switch among the mental states, tasks,
or rules in the cases of multiple tasks (Miyake et al., 2000). Set shifting includes both
response shifting and attention shifting (Garon et al., 2008). Tasks that require a
change in the motor response following a change in the rule are response shifting tasks,
whereas tasks that include a change regarding the aspects of the stimuli are attention
shifting tasks.

One of the simple tasks that could be considered as a response shifting task in
infants is the A-not-B task (Piaget, 1954). In this task, a toy is hidden under the A-box,
and the infants are expected to find it. After a few trials, the toy is hidden under the B-
box, then children are expected to look for the toy under the B-box rather than the A-
box. Clearfield, Diedrich, Smith, & Thelen (2006) indicated that infants could find the
object in the B-box by the time they reach 7-8 months of age. As children get older,
their performance improves in this task. For instance, Espy, Kaufmann, McDiarmid,
& Glisky (1999) indicated that children performed better in this task between the ages
of 23 and 66 months.

The most common task used in attention shifting is the Dimensional Change
Card Sort task (Zelazo, 2006). In this task, children are asked to sort the given cards
according to their colors (color game). After the color game, the rule of the game
changes, and children are asked to sort the given cards according to their shapes (shape
game; post-switch phase). Most of the 3-year old children correctly sort the cards in
the pre-switch trials, and most of the 4-5-year-olds can pass the post-switch phase. In
addition to these phases, a border version is also included, which is a mixed-phase
integrating the previous two phases. In this version, only half of the 5-year-old children
could succeed. Cross-sectional studies indicated that set-shifting skills continue to
improve in later years after the preschool period.

WM and inhibition are necessary for mental flexibility because inhibiting the
previous mental set and activating the new one (which requires WM) are needed for
mental set shifting (Diamond, 2013). Therefore, it develops later than inhibition and
WM. As these two components of EF develop, children perform better in more
complex set-shifting tasks such as A-not-B task with multiple locations (Garon et al.,
2008). Within the scope of set-shifting, attention shifting develops later than the

response shifting. Children have difficulty in attention and response shifting tasks until



the end of their preschool years if the first mental set of the task is strong, or there is
high conflict among the mental sets (Garon et al., 2008). In a study, Davidson et al.
(2006) indicated that the development of cognitive flexibility continues until the adult
years, and 13-year-olds’ performance is not at the adult levels even when the memory
requirements of the tasks are minimized. Similarly, Crone, Somsen, Zanolie, & Van
der Molen (2006) compared, 8-10, 12-14, and 16-18-year-olds; and found that 16-18-
year-olds performed better than others, whereas 8-10-year-olds performed poorer than
the other groups. They also found that performance monitoring was effective for
improving performance, and children could monitor their performance as they got
older. Therefore, it seems that the set-shifting skills do not reach mature levels until
the adult years.

1.1.3 Developmental processes of EF

Despite the rapid development in the early years of childhood, frontal lobes are
the brain areas that develop later than other regions of the brain (Anderson & Reidy,
2012). The development of EF skills is parallel to the maturation of PFC, and the
maturation of the PFC continues until the adult years (Powell & Voeller, 2004).
Specifically, Zelazo and Miiller (2002; pp. 445) stated that EF skills appear around the
first year, and there are significant improvements in the EF skills between the ages of
2 and 5. Around the age of 12, children succeed in many tasks at the adult level;
however, some of the EF skills continue developing until the adult years. For instance,
abstract thinking abilities, predicting the results of actions in the long term, and
handling the mentally complex information are reflecting the maturation of PFC in the
adolescence period (Powell & Voeller, 2004).

The development of the attention system is critical for EF skills since the
development of EF components are built upon this system (Garon et al., 2008).
Selectively attending to certain stimuli and resisting the distractors are critical for a
better EF performance. In parallel to the development of the anterior attention system,
children have more control over their attention, and they become able to attend to
stimuli for longer periods of time in the preschool years. Similarly, studies have shown
that children who have attentional problems also experience problems in their EF skills
(Friedman et al., 2007).
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Studies on EF development mainly focus on the development in preschool
years, and examine the changes in these skills across different ages (Best & Miller,
2010; Best et al., 2009). Firstly, WM emerges in the infancy period; and infants as
young as 6-month-olds have WM skills to keep information in their memory, although
more complex forms emerge around 15 months (Garon et al., 2008). Secondly,
inhibition component of EF emerges around the second half of the first year of life;
and around the age of 2, children can succeed in the tasks (i.e., Baby Stroop) that
require coordination of the WM and inhibition skills such as keeping a rule in mind to
inhibit a prepotent response. Set shifting is a more complex component since
performance in set-shifting tasks requires both WM and inhibition skills. Successful
performance in response shifting emerges in the first year of life (i.e., in the A-not-B
task), whereas attention shifting emerges later around the age of 2-3 (i.e.in the
Dimensional Change Card Sort task). Studies indicated that the development of
inhibition mainly occurs in the preschool period, and the development becomes slower
after that period (Best et al., 2009). On the other hand, WM and shifting show more
linear developmental change continuing to adulthood.

Most of the skills that are necessary for the EF performance are appearing
before the age of three such as having control over the attention, keeping the
information in mind, inhibiting prepotent responses considering the given rules, and
directing the attention flexibly and responding accordingly (Garon et al., 2008). The
ages between 3 and 5 years are critical for EF development since children can
coordinate the basic skills necessary for EF, and they can succeed in more complex
tasks in this period (i.e., backward digit span task, day-and-night task, and
Dimensional Change Card Sort task). With increasing age, children consider the
benefits and costs of certain actions, then become more proficient in their control
strategies, and they can adapt more easily to the demands of the changing tasks
(Chevalier, 2015).

Consequently, although the growth of EF skills continues into adulthood, the
preschool period is important for the development of EF skills since most of the
developmental processes occur in this period. Considering that important
improvements occur in the early childhood in EF skills, children’s age was controlled

in the analyses.
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1.1.4 Assessment of EF

There are some problems regarding the measurement of EF skills. First of all,
different EF components contribute to the performance in EF tasks at different levels,
meaning that their effects are not homogenous (Miyake et al., 2000). For instance,
although the backward digit span task mainly measures WM, it also requires inhibition
skills. Additionally, task impurity is an important problem in the assessment of EF
(Miiller & Kerns, 2015). In EF tasks, it is difficult to determine whether the
performance of participants is derived from EF skills or non-executive factors. Another
limitation of EF tasks is their ecological validity. Since these tasks are novel to
participants, it is questionable how the performance in these tasks reflect participants’
real-life behaviors (Anderson & Reidy, 2012). As shown by neuroimaging studies, the
internal consistency of EF tasks was argued as low since small changes in the
administration of tasks were leading to a significant impact on the results (Burgess &
Stuss, 2017). Additionally, test-retest reliability of the EF tasks is also problematic
since participants get used to the requirements of the tasks; then, it is difficult to infer
the performance to the EF skills (Miiller & Kerns, 2015).

For children, there are other challenges regarding EF assessment. For instance,
adult tasks are adapted to assess children’s EF skills. Since adult tasks are complex
tasks, it is critical to keep the relevant EF components when simplifying the adult tasks
(Garon et al., 2008). Additionally, children might get tired during the assessments
more easily as compared to adults; and their language skills might be limited to follow
the requirements of the tasks (Anderson & Reidy, 2012). Therefore, it seems critical
to use the tasks that are widely used to assess specific components of EF in the
literature, and make sure that children are not getting too tired during the assessments,

as well as controlling the language skills of children.

1.1.5 Predictors of EF

The mechanisms contributing to the development of EF skills show variability
(Best & Miller, 2010). These changes might be either biological or environmental. In
a longitudinal study conducted with twins from ages 17 to 23, Friedman et al. (2016)
found that EF skills were highly stable, but somewhat change in the common EF

(including all factors). Additionally, there was a high level of heritability in EF skills.
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Consequently, the results indicated that most of the stability was due to genes, but the
change in the EF skills was due to environmental factors, indicating that in addition to
genes, environmental factors have a role in the EF development. Therefore, EF
development is partly influenced by the environment. As a support of this view, several
studies showed that EF skills could be improved through practice or training (Blair,
2016). For instance, in a study (Holmes et al., 2010), a training program was
implemented to 8-11-year-old children with ADHD who had deficits in their WM.
After the training for approximately 20 days, children’s verbal and visuospatial WM
skills improved significantly; and these improvements were maintained in the 6-month
follow-up. In addition to WM, other dimensions of EF can also be improved. For
instance, Dowsett and Livesey (2000) indicated that children’s inhibition skills
improved after a training program. In their meta-analysis, Kassai et al. (2019) reported
that EF skills improved after training; however, training a single component was not
transferred to untrained components of EF; then they suggested that training studies
should include more than one component of EF. Considering all these studies, it might
be argued that EF skills are not only dependent on genetic make-up; in fact, they are
open to change through supportive contextual factors. In the literature, there are certain
contextual factors that have been reported as contributing to EF development, such as
culture, SES level of the family, parenting, and home quality. In this section, studies

regarding the factors contributing to the EF development are explained in detail.

1.1.5.1 Child factors

Children’s language skills are an important predictor of children’s EF skills
(Daneri et al., 2019). In a longitudinal study (Gooch, Thompson, Nash, Snowling, &
Hulme, 2016), children’s language skills (consisting of receptive and expressive
vocabulary, sentence structure, and sentence imitation) was strongly associated with
children’s concurrent EF skills. Additionally, it was suggested that bilingualism
provided an advantage to children’s EF development; that is, bilingual children
performed better in EF tasks, especially in the ones that required solving conflicting
situations (Carlson & Meltzoff, 2008). In the current study, children’s receptive
vocabulary was included as a predictor of children’s EF skills.

Children’s temperamental characteristics also have a role in the development

of EF skills. For instance, the positive emotionality of children was associated with
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improved inhibition but poorer attention flexibility skills in highly disadvantaged
groups (low-SES and high mental health problems in mothers) (Ku, Feng, Hooper,
Wu, & Gerhardt, 2019). Additionally, children’s inhibitory control temperament was
positively associated with their inhibition EF skills (Morasch & Bell, 2011). Moreover,
Raver et al. (2013) revealed that high reactivity was a risk factor for children living in
high economic hardship conditions. In the current study, frustration -a type of difficult
temperament- was included as a temperamental characteristic. In addition to
frustration, we also wanted to test the role of perceptual sensitivity (Boyce & Ellis,
2005) since people with high perceptual sensitivity are more sensitive to
environmental cues (Rothbart, Ahadi, Hershey, & Fisher, 2001), and they might be
influenced differently from the urban versus rural poverty conditions. Recently,
sensitivity to the environmental stimuli is studied within the scope of sensory
processing sensitivity (SPS). SPS is a genetically-based trait that is associated with a
sensitive nervous system; that is, these people have more awareness of the
environmental stimulations (Aron, Aron, & Jagiellowicz, 2012). In the literature,
studies reported that SPS was associated with greater internalizing problems
(Botenberg & Warreyn, 2016), more symptoms of obsessive-compulsive disorder
(Dar, Kahn, & Carmeli, 2012), and more selective eating in children (Farrow &
Coulthard, 2012). In a study with preterm children (Adams, Feldman, Huffman, &
Loe, 2015), high sensory processing was negatively associated with WM and
inhibition. Consequently, high sensitivity to environmental cues has been found as a
risk factor. On the other hand, there are studies reporting that perceptually sensitive
children show better developmental outcomes in non-optimal environments such as
self-concept (Ertekin & Berument, 2019), cognitive-language development (Okur,
Glines, & Berument, 2017), and attachment (Okur, Berument, & Bahtiyar Saygan,
2016). Therefore, considering these inconsistent findings, the role of perceptual
sensitivity might be examined for children’s EF skills. Consequently, anger/frustration
and perceptual sensitivity were included in the current study to test their associations
with children’s EF skKills.

Another characteristic of children leading to variability in EF performance is
child gender. There are studies in the literature examining gender differences in EF.
For instance, Klenberg, Korkman, & Lahti-Nuuttila (2001) reported that girls
performed better than boys in inhibition and selective attention than boys. In another

study (Mileva-Seitz, 2015), it was reported that boys performed poorer than girls in
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inhibition, whereas they did not differ in attention and WM. On the other hand, there
are other studies reporting that there is not a difference among boys and girls in their
EF skills (i.e., Ardila, Rosselli, Matute, & Guajardo, 2005; Hughes & Devine, 2019).

In sum, studies testing the effect of gender on EF skills provide controversial findings.

1.1.5.2 Parenting

In addition to transmitting their genes, parents also contribute to their
children’s EF skills through non-genetic factors such as parenting quality (Deater-
Deckard, 2014). In the early years of child’s life, parents have an essential role to
provide opportunities for social interaction to promote children’s EF skills (Moriguchi,
2014) In this respect, parenting behaviors are important for children’s EF
development. There are various types of parenting behaviors that have been studied in
the literature in relation to children’s EF skills. In their review, Fay-Stammbach,
Hawes, and Meredith (2014) revealed that parental behaviors regarding scaffolding,
stimulation, sensitivity, hostility, and behavioral control are associated with the
development of EF skills in children. In a study, parenting behaviors consisting of
maternal sensitivity, mothers’ mind-mindedness, and autonomy support, and quality
of father-child interactions were positively related to children’s EF skills, including
WM, inhibition, and set-shifting (Bernier, Carlson, Deschenes, & Matte-Gagne, 2012).
Among these dimensions, especially autonomy support, was found as a stronger
predictor of children’s EF (Bernier, Carlson, & Whipple, 2010). In another study,
Camerota and Willoughby (2019) reported that maternal sensitivity was positively, but
maternal intrusiveness was negatively associated with children’s EF development at
the age of three. There are some other studies focusing on the effects of negative
parenting dimensions on the EF development of children. For instance, parents’
negative affect, their use of negative control, and conflict with children were reported
as risk factors for children’s EF skills (Hughes & Devine, 2019). In another study
(Cuevas et al., 2014), mothers’ failure to facilitate attention, physical stimulation, and
displaying negative affect, and intrusiveness were associated with poor performance
in preschool children. It was also argued that the effect of parenting might be different
for children coming from different SES backgrounds. For instance, in a study
(Rochette & Bernier, 2014), the effect of the positive parenting behaviors of mothers,

such as response to the distress, response to positive signals, and physical proximity
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on EF development, was more evident in the low-SES group rather than the high-SES
group.

In addition to parenting quality, mothers’ language capacity was also reported
as an important factor for children’s EF development (Daneri et al., 2019; Hughes &
Devine, 2019). More specifically, the variety of mothers’ words in their utterances and
mean length of utterance were associated with better EF performances in their
children. Moreover, mothers’ depression levels had negative effects on children’s EF
skills (Hughes, Roman, Hart, & Ensor, 2013).

Therefore, in the present study maternal sensitivity and autonomy supporting
behaviors as well as mothers’ inductive reasoning were included as parenting

dimensions to examine their effects on children’s EF development

1.1.5.3 Home Environment

Quality of the home environment, including the availability of
toys/books/puzzles, parents’ book reading, teaching numbers and counting iS
positively associated with children’s EF development including WM, inhibition, and
cognitive flexibility (Hughes & Devine, 2019; Rosen et al., 2019). In a longitudinal
study (Rosen et al., 2019), cognitive stimulation predicted children’s growth in their
inhibition and cognitive flexibility in the 18-month follow up; then, authors suggested
that intervention studies should target cognitive stimulation to improve children’s EF
skills. On the other hand, in a study (Nathanson, Alade, Sharp, Rasmussen, & Christy,
2014), the effects of TV watching on preschool children’s EF skills were examined.
The researchers found that long hours of TV watching and starting to watch TV at
earlier ages were associated with poorer EF skills. Since children have difficulty in
extracting meaning from the TV content at an early age, it might be harmful to
children’s EF development. Therefore, activities in the home environment that provide
cognitive stimulation are important for children’s EF skills.

In addition to the positive effects of stimulation, disorganized and
unpredictable conditions in the house have negative influences on children’s EF skills
(Hughes & Ensor, 2009). In an experimental condition, the effects of low and high
levels of exposure to environmental stimuli were examined. Rodrigues and Pandeirada
(2018) tested 8-12-year-old children’s EF under the low and high-load visual

environments, and they found that high-load environment (several visual stimuli in the
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testing environment) negatively affected children’s attention/inhibition and WM.
Moreover, household chaos was reported as a mechanism that was responsible for the
intergenerational transmission of EF skills of parents to their adolescent children
(Brieant, Holmes, Deater-Deckard, King-Casas, & Kim-Spoon, 2017). Specifically,
parent’s low EF skills were associated with their children’s low EF skills
longitudinally in households, including higher chaos levels. Thus, household chaos
might be a risk factor for children in terms of the transmission of poor EF skills from
parents. Therefore, the current study examined the roles of stimulation and chaos in

the home environment in the development of EF.

1.1.5.4 Neighborhood

In addition to household chaos, neighborhood chaos also has an influence on
the EF development of children. For instance, St. John and Tarullo (2019) found that
neighborhood chaos (i.e., unsafe, high levels of drug activity) mediated the association
between SES and children’s WM and inhibition skills. More specifically, when there
were higher levels of neighborhood chaos, children from higher SES families
performed better than children from lower SES families. Therefore, it seems that
children from low-SES families have problems in dealing with the stresses of high
neighborhood chaos; and low neighborhood quality might be a risk factor for their EF
development. Considering these studies, in the present study the role of neighborhood

quality in the EF development of children was also tested.

1.1.5.5 Schooling

In the literature, the positive effects of schooling on EF development have been
reported in a number of studies (i.e., Ponitz, Rimm-Kaufman, Grimm, & Curby, 2009).
Specifically, Burrage et al. (2008) reported that children who were attending
kindergarten performed better in the WM task compared to the same age children who
were not attending kindergarten. Kindergartens provide certain advantages for
children, such as stimulating materials and activities (La Paro et al., 2009), and these
activities lead to an improvement in children’s development (i.e., language, social
skills) (Burchinal et al., 2008; Burchinal, 2018). There is also evidence that schooling

leads to improvements in the neurocognitive development of children and fosters
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children’s cognitive development, including EF (Baker, Salinas, & Eslinger, 2012).
Considering the positive effects of schooling, the duration of attending kindergarten

was controlled in the analyses of EF.

1.1.5.6 Culture

The culture in which children have raised influences children’s EF skills due
to the differences in the socialization processes (Jaramillo et al., 2017). For instance,
parents from individualist cultures use more authoritative parenting and value child
autonomy, whereas parents from more collectivist cultures use more authoritarian
parenting and value child obedience, cooperation, and inhibition of personal needs
(Rudy, Grusec, & Wolfe, 1999). In line with these parental expectations, children from
Asian cultures have better EF skills compared to children in Western cultures due to
differences in the child-rearing styles. For instance, when Chinese and US children
were compared, Chinese children performed better in the EF tasks (Sabbagh, Xu,
Carlson, Moses, & Lee, 2006; Schmitt et al., 2019). In another study comparing the
EF skills of Chinese and American preschoolers (Lan, Legare, Ponitz, Li, & Morrison,
2011), Chinese children performed better than American children in inhibition and
attention tasks, whereas they did not differ in WM tasks. Moreover, children from
Korea (Oh & Lewis, 2008) and Hong Kong (Wang, Devine, Wong, & Hughes, 2016)
performed better than English children in their EF skills. There are also studies
reporting non-significant differences across countries. To illustrate, Moriguchi, Evans,
Hiraki, Itakura, and Lee (2012) found that Japanese and Canadian children were not
different in their mental set-shifting skills. Considering these studies, it seems that
culture in which children are raised is likely to have an impact on their EF
development.

1.1.5.7 Socioeconomic Status (SES)

Socioeconomic status (SES) of the family has also found to be related to the
EF development of children (Aran-Filippetti & Richaud de Minzi, 2012; Dilworth-
Bart, 2012). In a meta-analysis (Lawson, Hook, & Farah, 2014), the association
between SES and EF was found as small-to-medium in the effect size. More

specifically, as parents’ education and income levels increased, children performed
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better in EF tasks (Ardila et al., 2005; Hackman, Gallop, Evans, & Farah, 2015).
Additionally, there are studies comparing the EF skills of children from different SES
levels. In a study, when the performance of low and middle SES children (Farah et al.,
2006) were compared, children from low-SES families displayed worse performance
in WM and inhibition tests than middle-SES children. Similarly, children from middle
and high-SES families performed better in EF tasks compared to children from low-
SES backgrounds (Aran-Filippetti & Richaud de Minzi, 2012; Rochette & Bernier,
2014). Therefore, children living in low-SES families are at risk for the development
of EF skills.

Ursache and Noble (2016) explained the role of SES on EF development
through white matter structure in the brain; and they reported that SES level of the
family was associated with integrity and volume in the white matter in specific brain
regions (i.e., right parahippocampal cingulum, left superior corticostriatal tract in
frontal cortex) which are involved in EF functioning. They also reported that low levels
of white matter volume were related to poor performance in cognitive flexibility,
especially in low-SES children. Thus, it seems that the SES level of the family might
modify the cognitive functioning of children and living in a low-SES family might be
a risk factor for EF development.

In sum, adverse life conditions such as living in low-SES families, poor
parenting and low home environment quality are associated with low level EF skills
in children. One adverse condition incorporating all these negative life events is
poverty. There are several studies indicating that poverty is associated with low EF
skills in children (Raver et al., 2013). In the following section, the definition of
poverty, the differences between urban and rural poverty, risk factors associated with
poverty, and the relation of poverty with EF development are provided in detail.
Moreover, both poverty and low-SES studies are given in the following sections. Since
SES is described in terms of income, education, and occupational status (Bradley &
Corwyn, 2002), low income, education, and occupational status are considered as low-
SES. Therefore, people living in poverty can be considered as being low-SES; so, these

terms are used interchangeably hereinafter.
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1.2 Poverty

Poverty has been considered as economic deprivation, indicating the
insufficiency of the purchasing power of people (Akindola, 2009). Although
determining the poverty level is important, it is difficult to determine the criteria to
consider the people living in poverty. Previous studies used unidimensional methods
(based on a single measure) in order to determine the poverty level, and they mainly
utilized income in this assessment (Alkire & Foster, 2011). Therefore, income level is
considered as the official poverty threshold (Cook & Frank, 2008), and it has been
widely used to determine the poverty level in research (i.e., Evans & Schamberg,
2009). However, income-poverty has been criticized due to its overlooking to the
nature of poverty and misleading the identification of poor people (Saith, 2005; Wagle,
2002).

Recently, many researchers utilized the multidimensional view of poverty
(Bourguignon & Chakravarty, 2019). In this view, poverty is associated with
capabilities and functioning in multiple domains, and the well-being of people living
in poverty exceeds the effects of the income level (Duclos, Sahn, & Younger, 2006).
Therefore, people living in poverty experience multiple deprivations, and it is
suggested to measure multiple indicators assessing different dimensions of poverty
(Alkire & Foster, 2011; Ravallion, 2011). For instance, in their Multidimensional
Poverty Index (MPI), Alkire and Santos (2014) included three dimensions and ten
indicators of poverty: health (nutrition, child mortality), education (years of schooling,
and school attendance), and living standards (cooking fuel, sanitation, water,
electricity, assets). In the literature, there are studies examining the determinants of
poverty by interviewing people, and the results are supporting the multidimensionality
of poverty. In a study conducted in Nigeria, Akindola (2009) reported that in addition
to income, people experience various kinds of deprivation regarding meeting the basic
needs (i.e., having safe drinking water) and participation in social and economic
activities in the society such as education and health care.

In the multidimensional view, many researchers aggregate scores of multiple
indicators and use a single score. However, this method has problems since a
deprivation in one area (i.e., education) may not compensate a deprivation in another
area (i.e., unemployment); therefore, each deprivation has a distinct feature (Alkire &

Foster, 2011). Considering the studies reported above, it can be suggested that
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assessing only one indicator of poverty seems insufficient to capture the whole picture
of the living conditions of poverty. For instance, Duclos et al. (2006) reported that the
correlations of income and other welfare variables (i.e., nutrition, household assets)
are weak.

Moreover, the rates and the stability of different poverty indicators might be
different across countries. For instance, material hardship has been reported as more
stable than income poverty in European countries (Bossert, Chakravarty, &
D’Ambrosio, 2013). Additionally, differences existed among European countries in
their reliance on different indicators of poverty. Specifically, European countries differ
in terms of the rates of income poverty and material hardship levels. In the United
States, a statistical report of food insecurity revealed that not all the households below
the official poverty line (based on income) were suffering from food insecurity; on the
other hand, there were households suffering from food insecurity although they were
above the poverty line (Coleman-Jensen, Rabbitt, Gregory, & Singh, 2019). One of
the sectors leading to differences in poverty is agriculture. Although the contribution
of agricultural activities to the income level of the families is limited (Zezza &
Tasciotti, 2010), these activities are effective in reducing poverty levels of the poorest
people, especially in poor countries (Christiaensen, Demery, & Kuhl, 2011).
Specifically, agricultural activities improve the food insecurity of the households and
health conditions through providing access to cheaper and nutritious food
(Alexandratos, 2005; Aliber & Hart, 2009; Zezza & Tasciotti, 2010). Therefore, these
differences across and within countries indicate that poverty needs to be measured
through multiple indicators.

Children are the most vulnerable group to be affected by poverty; therefore,
determining the poverty conditions that influence children is necessary (Lipina,
Simonds, & Segretin, 2011). Although income has been used as the main criterion of
poverty in various studies, the income level is not enough to capture the conditions
that might affect the developmental needs of children living in poverty. For instance,
a study conducted on 15 countries from Africa showed that children from poor families
had higher levels of malnutrition compared to children from wealthier families (Fotso,
2006). Especially in child poverty research, a multidimensional approach has been
suggested (Minujin, Delamonica, Davidziuk, & Gonzalez, 2006). Lipina et al. (2011)

proposed various child poverty indicators such as exposure to toxic agents, nutrition,
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having access to safe drinking water and medical care to use in poverty research to

examine their effects from a developmental viewpoint.

1.2.1 Urban and Rural Poverty

Urban and rural regions differ in terms of the opportunities and living
conditions. First, the definition of rural is necessary. The differentiation of urban and
rural depends on the nature of economic life and the concentration of the population
(Alemdar, Demirdégen, & Oren, 2012). For instance, agriculture is the main source of
economy in rural regions. Additionally, the settlement of the population is more
dispersed and far from urban life. People living in poverty are more concentrated in
rural regions. Therefore, people living in rural regions are more likely to be poor
compared to people living in urban regions (Weber, Jensen, Miller, Mosley, & Fisher,
2005). This situation also applies to the conditions in Turkey, meaning that poverty is
more prevalent in rural regions (Alemdar et al., 2012). Although most of the poor
people are still living in rural regions, poverty is also becoming a problem of urban
regions (Ravallion, Chen, & Sangraula, 2007). However, there are regional differences
in the rates of urban and rural poverty across populations; that is, most poor people are
living in urban regions in Latin America, whereas, in East Asia (i.e., China), the
majority of poor are living in rural regions.

Although poverty is associated with many risk factors for children’s
development, experiencing urban and rural poverty creates differences in child
outcomes due to differences in living conditions. In general, people living in urban
regions engage in manufacturing, administration, and service activities, they have
higher education levels than the average, they have easier access to services and
information, they have low fertility and mortality rates, they are more liberal or radical
in their political views, and their ethnicities are more variable (Champion & Hugo,
2017). On the other hand, people living in rural regions have occupations related to
agriculture and primary industry, they have lower education levels than the average of
the nation, they have low levels of access to services and information, they have high
rates of fertility and mortality, they are more conservative and not open to changes,
and the ethnicity of the people is more homogenous. On the other hand, in rural
regions, people have more food security (Garasky, Morton, & Greder, 2004), and there

are stronger relationships (Pinderhughes et al., 2001). Additionally, urban and rural
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poverty differ in terms of socioeconomic inequality; that is, there is more inequality in
urban regions in terms of reaching sufficient nutrition for children compared to rural
regions (Fotso, 2006). Additionally, poor people living in urban regions perceive
themselves as healthier than poor people living in rural regions, although they are not
different in terms of their reports of depression and happiness (Amato & Zuo, 1992).
In a study (Matthews, Taylor, Sherwood, Tucker, & Limb, 2000), interviews were
conducted with teenagers living in rural regions, and they reported feeling isolated
from the village life, powerless, and bored. They were having difficulty meeting their
needs in the village, reaching services and public transportation. Similarly, in Turkey,
the problems of urban and rural regions differ. In urban regions, the physical and social
welfare needs cost more, that is, the transportation, health services, and the rents for
the houses are more expensive as compared to rural regions (Alemdar et al., 2012).
Moreover, crime rates, inequality, and unfavorable environmental conditions lead to
more stress in urban regions. On the other hand, in rural regions of Turkey, people deal
with the problems regarding inadequacy in infrastructure and services and being
unable to reach the resources.

Parents living in urban and rural regions have differences in their
demographics. For instance, mothers living in rural regions have low-income levels
(Roscigno, Tomaskovic-Devey, & Crowley, 2006), less education (Lampard et al.,
2000, pp. 443), and they work longer hours despite limited gains of money (Vernon-
Feagans, Gallagher, & Kainz, 2010, pp.166). Parenting behaviors also differ in urban
and rural regions. Rural parents are more intrusive (Bornstein et al., 2008) and
punitive, restrictive and authoritarian (Lampard et al., 2000, pp. 443) than urban
mothers, and they are more likely to have harsh interactions with their children
(Pinderhughes et al., 2001). Additionally, rural parents believe in gender stereotypes,
underestimate their role in children’s development, and predict the developmental
milestones of children later than the actual developments compared to urban parents
(Lampard ve ark., 2000). Moreover, rural parents make fewer investments in the
education of their children than urban parents (Roscigno et al., 2006).

In terms of neighborhood characteristics, rural regions have higher residential
stability, and more social networks, whereas urban regions are more dangerous
(Pinderhughes et al., 2001). In addition, compared to urban regions, opportunities for
education are also limited in rural regions. In rural regions, access to resources is

limited due to the distance from the urban areas, they are not attractive for high-
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qualified teachers, and educational buildings have a low quality (Vernon-Feagans et
al., 2010, pp.163).

Furthermore, despite some advantages of the urban regions, there are also
disadvantages of urban poverty life, such as poor environmental conditions, high crime
incidences, and inequality. Considering all these findings, it seems that people
experiencing poverty are faced with different kinds of problems in urban and rural
regions. Therefore, assessing poverty in terms of income only leaves out important
contextual factors (Alemdar et al., 2012). Thus, in order to understand the living
conditions of urban and rural poverty, a multidimensional assessment of poverty is

necessary.

1.2.2 Poverty and Risk Factors

Poverty conditions bring various risk factors that negatively affect children’s
development. Children living in poverty experience various familial problems such as
violence, unstable and chaotic conditions, poor parenting quality; they have less
opportunity for access to cognitively stimulating materials and activities such as
having access to books; they are more likely to experience exposure to polluted water
and air, and they live in more dangerous and unhealthy neighborhoods; and they are
more likely to attend to poor quality schools (Evans, 2004). Therefore, children who
are living in poverty experience poorer developmental outcomes. For instance,
children whose families live below the poverty line based on their income levels show
lower school achievement; and the risk is bigger if they were exposed to poverty in
their preschool or early school years (Brooks-Gunn & Duncan, 1997).

First of all, poverty is a risk factor for the quality of the home environment.
Since families in poverty have low income, the low-income level of the family reduces
the quality of home learning environments of children through fewer opportunities for
stimulating toys and materials (Votruba-Drzal, 2003). In addition to income levels,
parents’ education levels are positively associated with their provision of providing a
home literacy environment (i.e., playing games related to math concepts, teaching
literacy skills, reading books) to their children (Foster, Froyen, Skibbe, Bowles, &
Decker, 2016). Although fathers also engage in stimulating activities with their
children, mothers engage in these activities more frequently than the fathers do.

Therefore, low education levels of mothers might be a risk factor for providing a
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stimulating home environment. In addition to the risk of a stimulating home
environment, households in poverty suffer from chaotic home conditions. Chaotic
households lack routine and predictability, and they are less structured, crowded, and
noisier (Evans, Gonnella, Marcynyszyn, Gentile, & Salpekar, 2005). Chaotic
conditions are stressful for parents, and it decreases their parenting quality. On the
other hand, chaotic environments lead to overstimulation for children, and strategies
to this overstimulation might lead to difficulties for picking the beneficial stimuli in
the environment (Matheny, Wachs, Ludwig, & Phillips, 1995). Therefore, household
conditions of poverty might be disadvantageous for children’s development due to low
levels of stimulation and higher levels of chaos.

Another area that poverty has a negative impact is the parenting quality. Living
in poverty is a risk factor for parenting quality (i.e., responsiveness) (Evans, Boxchill,
& Pinkava, 2008). Specifically, poor parents use physical punishment more frequently,
they are less responsive to the needs of children and less likely to provide a high-
quality learning environment, and they are more protective against the risks (i.e.,
drugs) (Magnuson & Duncan, 2002, pp.115). Although poverty is a risk factor for
parenting, there are poor parents who are warm, responsive, and capable of providing
a learning environment for their children (Magnuson & Duncan, 2002, pp.116).
Therefore, some parents might be resilient to poverty conditions. Stresses deriving
from the poverty conditions and inadequate social network might explain the
mechanisms leading to poor parenting quality (Evans et al., 2008). In a qualitative
study (Russell, Harris, & Gockel, 2008), mothers experiencing poverty reported the
poverty conditions as hindering their parenting quality since it required a struggle to
deal with the stresses of poverty; their depression due to these stresses were damaging
their parenting quality and leading to self-doubts regarding their capacity of parenting.
In addition to these mechanisms, it was reported that parents from low-SES
backgrounds were more likely to report adverse childhood experiences, and these
experiences were leading to parenting distress. Rather than the direct effect of poverty,
impaired parenting quality due to stressful poverty conditions affects children’s
development (La Placa & Corlyon, 2016). On the other hand, parents who are warm,
who have high expectations and provide children clear rules and routines, might
protect their children against the negative influences of poverty (Perkins, Finegood, &
Swain, 2013). A study conducted in Turkey compared the parenting of both low
educated (at most secondary school education) and high educated (at least high school
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education) mothers living in urban/metropolitan and low-to-middle educated mothers
living in rural/Anatolian cities (Nacak, Yagmurlu, Durgel, & van de Vijver, 2011).
Highly educated mothers living in urban regions were displaying obedience
demanding and punitive behaviors towards their children less frequently, expecting
their children to attain self-regulation, social, cognitive, and physical developmental
skills at earlier ages, and they had houses with more learning materials for children
compared low-educated rural mothers. On the other hand, low-educated urban and
rural mothers were similar in their parenting behaviors (obedience-demanding,
punitive, warmth, inductive reasoning, permissive, and cognitive stimulation), and
most of the developmental expectations (self-regulation, obedience, autonomy, self-
sufficiency, social, cognitive, and physical development), in addition to learning
materials in the home environment. However, rural mothers were expecting their
children to attain family-oriented behaviors (i.e., visiting grandparents) and
traditional/moral values at earlier ages, and having a healthier physical environment
compared to low-educated urban mothers. All mothers were similar in their parenting
behaviors related to warmth, inductive reasoning, and cognitive stimulation.
Considering this study, it might be suggested that low-educated urban and rural
mothers in Turkey share many ideas and behaviors regarding children’s development.

Moreover, in a broader context, poverty is associated with living in low-quality
neighborhoods. Living in a disadvantaged neighborhood involves certain risks that
affect children. For instance, neighborhood disadvantage and violence were associated
with more physical aggression of parents towards their children (Molnar, Buka,
Brennan, Holton, & Earls, 2003). In a comprehensive model, Kohen, Leventhal,
Dahinten, and Mclintosh (2008) examined the pathways that the neighborhood affects
children’s development. Disadvantaged neighborhoods were associated with less
cohesion in the neighborhood (less social support from the neighbors), and it was
leading to maternal depression and family functioning (conflict among the family
members). Mothers’ depression and poor family functioning were associated with
negative parenting (less consistent and more punitive) and poor stimulation in the
home environment, which were also negatively affecting children’s language and
behavioral development.

In sum, poverty is associated with various risks regarding home and
neighborhood quality, and parental expectations and behaviors, and these risks vary in

accordance with whether families are living in urban and rural regions. It seems
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important to identify which specific factors are associated with children’s EF

development in urban and rural regions.

1.2.3 Poverty and Executive Function

There are several studies indicating the negative effects of poverty on
children’s EF skills. In a review of 31 studies, poverty (i.e., education, income,
occupation) has been reported as being associated with problems in executive function
and attention skills (Fry, Langley, & Shelton, 2017). Moreover, it is shown that longer
durations of experiencing poverty is associated with poorer EF skills in preschool
children (Raver et al., 2013). The effect of living in low-SES has been supported by
electrophysiological recording. For instance, Kishiyama, Boyce, Jimenez, Perry, and
Knight (2008) reported that the prefrontal function of low-SES children was altered
compared to high-SES children; in other words, attention-related activity was reduced
in low-SES children. Additionally, Merz, Wiltshire, and Noble (2018) reported that
disadvantaged families have to deal with various stressors (i.e., financial hardships,
chaotic and noisy houses); and these stressors result in the disruptions of the
functioning of PFC.

1.2.3.1 Theoretical Model for the Role of Poverty on EF

The theoretical basis of the role of poverty on EF development has been
explained through experiential canalization (Gottlieb, 1997). According to experiential
canalization, development is determined by the interactions of biology and experience.
Poverty is a context whose effects on development could be explained via experiential
canalization. In poverty, children are thought to have limited access to resources;
however, experiential canalization argues that there are alternative sources of
stimulation in these contexts that shape children’s development (Blair & Raver,
2012a). Adverse conditions such as poverty lead to changes in neural and genetic
processes resulting in changes in behaviors and cognitions (Blair & Raver, 2012a).
These changes might not be desirable; rather, they are adaptive in those contexts. For
instance, in disadvantaged environments with limited resources, highly reactive
responses are adaptive to obtain those limited and currently available resources to

ensure the survival of the person before they disappear (Blair, Raver, & Finegood,
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2016; Miller & Chen, 2013). It is achieved through changing the physiology of the
person, that is, stress physiology of the person is calibrated to fit the behaviors to the
context (Blair, Raver, & Finegood, 2016). These reactive behaviors are associated with
the benefits in the short-term, although they bring long-term costs. Smoking and
obesity have been reported as consequences of this kind of strategy (Miller & Chen,
2013). There are several studies indicating these calibrations to environmental
conditions. To illustrate, Blair and Raver (2012a) reported that poverty conditions lead
to changes in the HPA-axis functioning, which is then associated with more reactive
responses to threats; and these rapid reactions are adaptive, especially in unsafe
environments. Within the scope of EF development, Blair et al. (2011) reported that
poverty was associated with low positive parenting, which then led to changes in the
cortisol levels; and finally leading to poor EF skills of children. On the other hand, in
positive environments, changes in the stress physiology make individuals more
reflective of the possible responses leading to more planned behaviors; and these
behaviors bring benefits in the long-term (Blair, Raver, & Finegood, 2016). Therefore,
adverse environments can lead to long-term problems in executive function. However,
in these environments, positive experiences such as parenting and home environment
quality might buffer the negative influences of these contexts on children (Blair &
Raver, 2012b).

There are also studies indicating that some negative experiences might be
advantageous for certain developmental domains. For instance, people who are
coming from a stressful background (i.e., violence) might perform better in the
detection, learning, and memory-related skills when the conditions show similarity to
their background lives (Frankenhuis & de Weerth, 2013). Similarly, studies indicating
that maltreated children have changes in the neural systems (i.e., HPA functioning),
and they are more sensitive to the detection of angry faces (i.e., Pollak, 2008). In a
study examining the effect of childhood adversity on EF skills, Mittal, Griskevicius,
Simpson, Sung, and Young (2015) reported that childhood adversity (unpredictable,
harsh environment) negatively affected inhibition; however, it positively affected
shifting skills under the condition of uncertainty. Therefore, adverse life experiences
may not impair the overall cognitive abilities, yet, it might improve certain skills for a
better adaptation. Thus, investigating the development of EF in varied risk contexts
would contribute to our understanding of which specific contextual factors contribute

to the development of EF skills. In the following section, studies on the association
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between poverty-related factors (i.e., parenting, home environment, and

neighborhood) and children’s EF are reported.

1.2.3.2 Poverty Related Risk Factors Affecting EF

In this section, we will specifically focus on the associations between poverty
and EF. In their review, Hackman, Farah, and Meaney (2011) reported that prenatal
factors (i.e., maternal stress), parent-child interactions, and cognitive stimulation are
the SES related factors that constitute risks for the development of cognitive skills such
as EF. In a longitudinal study, Blair et al. (2011) indicated that ethnicity, income-to-
needs ratio affected children’s EF through negative parenting; maternal education and
ethnicity affected children’s EF skills through positive and negative parenting. In
addition to parenting dimensions, living in adverse households (based on the number
of people in the house, safety, and noise level) was negatively associated with
children’s EF. Similarly, Sarsour et al. (2011) showed that the SES level of the family
affected children’s inhibition and WM skills through parents’ responsivity, enrichment
activities in the home, and parental involvement. In a low-SES and non-urban sample,
Rhoades, Greenberg, Lanza, and Blair (2011) indicated that maternal stress/depression
was negatively, and income level and children’s vocabulary was positively related to
children’s EF skills. In sum, especially parenting behaviors and the quality of the home
environment seem critical for the development of EF skills of children living in
poverty.

Due to the differences in living conditions, children living in urban and rural
poverty show differences in their development. There are studies comparing cognitive
functioning in urban and rural regions. In a study examining the cognitive impairment
(dementia) of 55-to-79-year-old adults living in urban and rural regions, Nunes et al.
(2010) reported that cognitive impairment was higher in rural regions. Studies are
limited in terms of the comparison of executive function skills in urban and rural
regions. To illustrate, Tine (2014) compared the working memory skills of 10-to-12-
year-old children living in urban and rural regions. WM difference in urban and rural
children was not present for high-income families. However, in the low-income
condition, rural children performed better in verbal WM and performed poorer in
visuospatial WM compared to urban children. The author argued that children from

rural poverty have asymmetrical weaknesses in WM, whereas children from urban
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poverty showed a symmetrical weakness in WM. On the other hand, another study
conducted with preschool children did not find a significant difference in WM
performance among urban and rural children (Rojas-Barahona, Forster, Moreno-Rios,
& McClelland, 2015). Moreover, in a study conducted with adult participants, Gupta
et al. (2011) compared adults’ EF skills living in urban and rural regions and found
that people living in urban regions performed better in their EF skills. Therefore, the
findings in the literature are contradictory in terms of the effects of urban and rural
poverty, and further studies are needed to clarify their effects on EF development.
Therefore, the current study compared urban and rural poverty in terms of children’s
EF skills.

1.3 The Current Study

As mentioned before, poverty is associated with various risks in terms of the
quality of the home environment, parenting, and neighborhood quality (Evans, 2004),
and previous studies indicated that they are important for children’s EF development
(Fay-Stammbach et al., 2014; John & Tarullo, 2019; Rosen et al., 2019). Although
children’s EF skills appear in their first year, certain skills mature in adulthood;
however, there is rapid development in EF skills, especially between the ages of 2 and
5 (Powell & Voeller, 2004; Zelazo & Miiller, 2002). Accordingly, experiencing
poverty in this period might be disadvantageous for children’s EF skills. Although
poverty is a risk factor for children’s EF, urban and rural poverty differ in terms of
various aspects. Previous studies indicated that, in rural regions, poverty is more
prevalent (Weber et al., 2005), people have lower education levels (Champion &
Hugo, 2017), and parents make less investment in their children’s education (Roscigno
et al., 2006), but relationships are stronger (Pinderhughes et al., 2001) compared to
rural regions. On the other hand, in urban regions there are more resources in the home
environment (Nacak et al., 2011) and neighborhood (Champion & Hugo, 2017) despite
higher crime rates (Alemdar et al., 2012). Moreover, it is reported that parents show
poor parenting quality toward their children in rural regions (Bornstein et al., 2008).
However, a study conducted in Turkey indicated that low-educated urban and rural
mothers were highly similar in their parenting behaviors and their expectations for
children’s development, such as reaching developmental milestones despite few

differences (Nacak et al., 2011). It is obvious that living conditions are different in
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urban and rural poverty, including the factors that contribute to the development of
children’s EF. Therefore, their roles in the development of children’s EF skills might
be different. Consequently, the current study included the poverty level of the family,
home and neighborhood quality, and parenting to examine their associations with
children’s EF. Moreover, considering the previous studies, children’s language skills
(i.e., Daneri et al., 2018) and temperamental characteristics (Raver et al., 2013) were
also included as child-related factors affecting children’s EF. Considering the positive
effects of schooling on children’s EF (Ponitz et al., 2009), and the rapid development
of EF skills in early childhood (Garon et al., 2008), the duration of attending
kindergarten and children’s age were included as control variables in the current study,

The first aim of the study was to compare the living conditions in urban and
rural poverty in terms of poverty indicators (income level, food insecurity, material
hardship, and parents’ education level), home environment quality (stimulation and
chaos), neighborhood characteristics (the social and physical structure of the
neighborhood, support from neighbors, physical resources, and neighborhood stress),
and mothers’ parenting quality (i.e., sensitivity, inductive reasoning, and autonomy
support). Moreover, in addition to the mothers’ expectations for their children’s
educational attainment, two open-ended questions were included to examine mothers’
beliefs on child development and their conversations with their children. Since studies
are limited in terms of defining the differences in urban and rural poverty in Turkey
(i.e., Alemdar et al., 2012; Nacak et al., 2011), it is necessary to clarify these
differences. ldentifying these differences are quite important in the current study to
interpret the roles of urban and rural poverty in children’s EF.

The second aim of the study was to compare children’s EF skills who were
living in urban and rural regions, after controlling for their ages, and the duration of
kindergarten attendance.

The third aim of the study was to examine the interaction of urban and rural
poverty with the poverty level of the family, parenting quality, home environment,
neighborhood quality, and children’s temperament on children’s EF development.
Hereby, it was aimed to identify whether the roles of these factors differ in urban and
rural contexts to affect children’s EF.

It was hypothesized that:

1. Urban and rural regions would differ in their living conditions in terms of poverty

level, home and neighborhood quality, parenting behaviors, and beliefs. Specifically:
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l.a. The poverty level would be different in urban and rural regions. More
specifically, the income-to-needs ratio, education levels of parents, and food insecurity
would be higher in urban regions. However, the difference in material hardship would
be exploratory since previous studies did not test this comparison.

1.b. Home stimulation would be higher in urban poverty compared to rural
poverty. Since there was no previous study, the difference in household chaos would
be exploratory.

1.c. The parenting quality in terms of inductive reasoning, autonomy support,
and sensitivity would be exploratory due to contradictory findings of the previous
studies. Moreover, the comparison of mothers’ expectations about children’s
educational attainment, and answers to open-ended questions regarding beliefs on
child development and conversations with children would also be exploratory.

1.d. The social and physical structure of the neighborhood and support from
neighbors would be higher in rural regions, whereas, availability of physical resources
neighborhood stress would be higher in urban regions.

2. Children living in rural regions would show poorer performance in EF skills
compared to children living in urban regions due to poorer life quality in rural regions.
3. The interactions of urban and rural poverty with the parenting dimensions, home,
and neighborhood quality would be exploratory since these interactions were not tested

in the previous studies.
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CHAPTER 2

PILOT STUDY

The aim of the pilot study was to examine the daily activities of children in
rural regions and determining what should be measured additionally regarding the
rural life in the main study. Therefore, mothers were interviewed regarding children’s

daily activities, what they play with, and their conversations with their children.

2.1 Participants

Participants of the study were 12 mothers who had children between the ages
of three and six. Mothers were living in rural regions of Mersin. The mean age of
children was 4.96 (SD = 1.08), the mean age of mothers was 32.45 (SD = 6.74), and
fathers” mean age was 38.20 (SD = 7.32). Of the 12 children, four of them were girls,
and eight of them were boys.

Four of the mothers had primary school education, four had a secondary school
education, three had a high school education, and one had an associate degree. Two of
the mothers were farmers, and others were homemakers. In addition, three of the
fathers had primary school education, three had a secondary school education, four
had a high school education, and two had a university degree. Nine of fathers were
farmers (including agriculture and stock raising), one was butcher, and one was a

military specialist. On average, families had 2.25 children (SD = .87).

2.2 Measures

2.2.1 Demographic Information Form. The form included the ages of family

members and the education and occupation of parents (see Appendix C).
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2.2.2 Home Environment Interview. The interview was designed to find out the daily
activities of children living in rural regions. It was a semi-structured interview which
was composed of five open-ended questions (see Appendix D). It was completed with
the mothers of preschool children. The items are related to the activities of children in
a day, the things/people that children play with, the content of their conversations with
mothers, change in children’s activities during week days-weekends and summer-

winter.

2.3 Procedure

Participants were reached from a village in Mersin through snowball sampling.
The interviews were completed with mothers. Only one of the children was living with
grandparents, so it was completed with the grandmother. The interviews lasted

approximately 15 minutes.

2.4 Results
The main themes in each question were summarized below.
Q1. How does your child spend time in a day?
o Plays outside with children
¢ Rides bicycle, plays with soil, water, balls, toy guns, and toy cars
e Watches TV (cartoons), plays tablet and smartphones, listens to music, dances
e Plays with his/her sister/brother
e Helps me set the table, wash the dishes, and sweep the house.
e Goes to the plantation with us, helps us pick vegetables, waters the flowers,
dibbles
e Helps us herd animals, plays with animals
e Makes house using chests, builds the chicken house, builds a road
e Listens to the stories of an old neighbor
e Fights with us, misbehaves
Q2. What/Who does your child play with?
e TV, tablet, bicycle, toys, ball, mud, water, lighter, knife, pickaxe, adz, animals,
repairing tools
e With siblings, cousins, friends, parents

e Plays hide-and-seek, likes painting, goes to the park and swimming
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Q3. What do you talk about with your child? What kind of questions does your child
ask?

e Asks everything that takes his/her interest

e Asks “what/how” questions

e Asks about our sheep, the places that we will go, or we had gone

e Asks about the surprise gifts that we will buy (Do you have any surprise for
me?)

e Asks about death (Why do we die?), asks about agricultural workers (Who is
coming today for working?)

e Tells about their talking with friends, things that he has seen, father, siblings,
animals, vegetables

e Talk about current issues (i.e., July 15).

e Asks for food, tells about his hunger, tells that s/he needs to pee.

e Asks questions all the time. “I am tired of his/her questions. I say “shut up”
since | feel tired. | cannot find time to answer the questions. | cannot cope with
the questions.”

Q4. Do your child’s activities change on weekdays and weekends?

e Goes to school on weekdays

e Plays with friends at school

e Does homework at weekends

QS. Do your child’s activities change in winter and summer?

e In winter, plays at home, watches TV/cartoons, plays with tablet and puzzle,

does painting, and helps to light the stove.

e Insummer, plays outside, plays with water and mud, rides a bicycle

2.5 Conclusion

Considering the findings of the pilot study, additional items such as the
duration of playing with tablets and smartphones, playing with bicycles, ball, animals,
vegetables, repairing tools, friends outside were added to the measures of the main
study.
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CHAPTER 3

METHOD

3.1 Participants

The participants of the study were 276 children and their mothers. The data
were collected from low-SES urban and rural regions of Ankara and Mersin. These
two cities were chosen since they were convenient samples to the researcher.
Additionally, both cities were metropolitan cities, and the people in rural regions were
engaging in agriculture in both cities. Considering these similarities, the participants
were recruited from these two cities. 54.3% of the participants (N = 150) were living
in urban regions (71 participants from Ankara, and 79 participants from Mersin);
whereas 45.7% of the participants (N = 126) were living in rural regions (62
participants from Ankara, and 64 participants from Mersin). The age range of children
was between 49 months and 82 months (M = 66.16, SD = 5.75). 51.8% of the children
were girls (N = 143), and 48.2% of the children were boys (N = 133). The duration of
attending kindergarten ranged between 0 and 22 months (M = 4.56, SD = 3.38).

The age range of mothers were between 23 years and 48 years (M = 32.40, SD
=5.84). 95.3% of the mothers were homemakers (N = 263). 94.6% of the mothers were
married (N = 261), .4% was married but living separate (N = 1), 4.7% were divorced
(N = 13), and .4% had lost their husbands (N = 1). Fathers’ ages ranged between 25
and 54 years (M = 37.11, SD = 5.96). The families had 1 to 7 children (M = 2.63, SD
=.94). The details of demographics for both parents are given in Table 3.1.
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Table 3.1

The detailed demographics of mothers and fathers

Mothers Fathers
N Percentage N Percentage

Education

Iliterate 10 3.6 4 14

Literate without education 6 2.2 4 1.4

Primary school 106 38.4 103 37.3

Secondary school 98 35.6 76 27.5

High school 53 19.2 74 26.8

Associate degree 3 1.1 10 3.6

University 0 0 5 1.8
Longest time period resided in

Abroad 0 0 2 T

Big city 23 8.3 29 10.5

City 86 31.2 81 29.3

Town 25 9.1 25 9.1

Village 138 50 131 47.5

Of the 276 children, 31 of them attended kindergarten for more than 6 months,
3 of them were older than 78 months, and 1 of them was living in a village although
he was tested in a kindergarten in an urban neighborhood. Therefore, these 35 children
were excluded from the analyses since they might be confounding factors that
influence children’s executive function skills. Consequently, hypotheses about
executive functions were tested by using data from 241 participants. In this data set,
children’s ages ranged between 49 and 78.5 months (M = 65.82, SD = 5.45). 51.9% of
the children were girls (N = 125), and 48.1% of the children were boys (N = 116).
Furthermore, 51.5% of the participants (N = 124) were from urban regions (63 from
Ankara, and 61 from Mersin), whereas 48.5% of them (N = 117) were from rural
regions (57 from Ankara, and 60 from Mersin). The duration of attending kindergarten
was 3.65 months on average (SD = 1.94).

In Turkey, rural regions are determined based on two criteria (Ministry of
Agriculture and Forestry, 2015). Firstly, places staying outside the city and county
centers are considered as rural. This criterion is used in the statistics for village and
city differences. Secondly, places lower than 20000 inhabitants are considered as rural

(including city and county centers with inhabitants lower than 20000, towns, and
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villages), which is used for the statistics for urban and rural. Therefore, in the current
study, participants from urban regions were reached from low-SES neighborhoods in
the city or county centers, whereas participants from rural regions were reached from

villages.

3.2 Measures

3.2.1 Demographic information. A detailed form was prepared to obtain knowledge
about the education, occupation, and income level of parents, and the number of

children and people living in the household (see Appendix E).

3.2.2 Poverty. Families’ poverty level was assessed through four different indicators:
Income-to-needs ratio, education level of parents, food insecurity, and material
hardship. These four variables were translated into z-scores, and they were averaged
to create a poverty score. Parents’ education level was reverse-scored to create the

poverty variable.

3.2.2.1 Income-to-needs ratio. The income-to-needs ratio was calculated by dividing
the official poverty line of the country by the income of the family. The ratio was
adjusted according to family size. All families had income-to-needs ratios, which were
higher than 1. Higher scores indicated lower levels of income and higher levels of
poverty. For the comparison of urban and rural poverty, the reverse scores were used;

that is, higher levels indicated higher levels of income.

3.2.2.2 Education level of parents. Parents’ education levels were coded in rank order
(O- illiterate, 1- literate without formal education, 2- primary school education, 3-
secondary school education, 4- high school education, 5- associate degree, 6-

university degree). The education levels of both parents were averaged.

3.2.2.3 Food insecurity. Community Childhood Hunger Identification Project
(CCHIP) Hunger Index (Wehler, Scott, & Anderson, 1992) was used to assess the food
insecurity of the families. The measure evaluates food insufficiency due to lack of
resources in a household, availability, and sufficiency of resources for making meals,

experiences of food shortage, and changes in the eating routines due to food shortages
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(see Appendix F). There are 8 questions with a “Yes/No” format. The items are scored
as “0” for each “No” answer, and “1” for each “Yes” answer and the sum of 8 items is
calculated. Higher scores indicated higher levels of food insecurity, and the scores
ranged between 0 and 8. In the original version, Cronbach’s alpha values were found
to be ranging between .80 and .89 (Wehler, 1994). The Cronbach’s alpha value was
found as .78 for the Turkish version in a recent study (Okur, 2015). In the current

study, Cronbach’s alpha of the scale was .81.

3.2.2.4 Material hardship. Families’ material hardship was measured through
Household Income- Expense Questionnaire (TECGE; Baydar, Kuntay, Goksen,
Yagmurlu, & Cemalcilar, 2008; Appendix E). The measure evaluates the availability
of certain materials (i.e., plasma TV, internet connection, and car) in the household. In
addition to this measure, owning a house, having aid from relatives, or from an
institution were also included in this measure. Unavailability of these materials was
scored as “1”, and they were summed to create a material hardship score. Since almost
all families had a refrigerator and washing machine, they were excluded from the scale.
Additionally, credit card debt was excluded due to the low item-total correlation value.
Higher scores indicated higher levels of material hardship. The scores ranged between
0 and 11. The Cronbach’s alpha of the scale was found as .64.

3.2.3 Stimulation in the home environment. The stimulating materials and activities
in the home environment were assessed through 17- item Home Environment
Questionnaire (HEQ; Miser & Hupp, 2012). In order to extend the content of the scale,
14 items were added from HOME (Bradley & Caldwell, 1984; Baydar & Bekar, 2007).
The measure evaluates the quantity and frequency of different sources of stimulation
for children, such as the presence of children’s books, toys, CDs, as well as reading
books, teaching colors and numbers (see Appendix G). Some items of the scale were
revised since they were not used anymore (i.e., VCD player, having
CDsltapes/records). Finally, the scale included 30 items. The scale was completed
through the reports of the mothers. Since the ranges of the item scores were different,
each item was translated into a z-score. Then, the total score based on 30 items was
used as a measure of home stimulation.

Additionally, based on the interviews in the pilot study, items regarding what

children play within their daily life were added to the Home Environment
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Questionnaire. These items included playing with tablets, smartphones, bicycles, balls,
mud/soil, animals, farm/vegetables, repairing/agricultural tools, and friends outside.
These items were examined separately from the Home Environment Questionnaire.

The frequencies for the urban and rural regions were determined and compared.

3.2.4 Chaos in the household. Confusion, Hubbub, and Order Scale (CHAOQS;
Matheny et al., 1995) was used to assess the chaotic conditions in the households (see
Appendix H). The scale was translated into Turkish by Siimer, Harma, and Solak
(2013). Itis a 15 item self-report measured with a 6-point Likert type response format
(e.g., “We almost always seem to be rushed”). However, in the current study, 4-point
Likert type was used since it would be easier for mothers to complete the scale; since
mothers had difficulty completing the scale in a previous study (a tendency to choose
the same option or choosing the most extreme options consistently) (Okur, 2015). The
scores of each item are summed and divided by the number of items to calculate a
score for each household; scores ranged between 1 and 4. In the Turkish adaptation
(Stimer et al., 2013), Cronbach’s alpha was reported as .82. It was .79 in the current
study.

3.2.5 Neighborhood quality. The quality of the neighborhood was assessed via the
Neighborhood Ecologies Survey (Baydar et al., 2007). The measure evaluates the
social and physical structure of the neighborhood, support received from neighbors,
and physical resources in the neighborhood (see Appendix I). There were 12 items in
the social and physical structure of the neighborhood subscale (sample item = There
are persons who live in our neighborhood who can set a positive role model), and it
was evaluated on a 4-point Likert type scale. The scores of each item were summed
and divided by the number of items (min = 1, max = 4). The Cronbach’s alpha was
found as .85. Support from neighbors subscale consisted of 7 items, and it was
evaluated on a 4-point Likert type scale (sample item = If I am sick, someone from the
neighborhood would help me) (min = 1, max = 4). The Cronbach’s alpha of the
subscale was 92. There were 10 items in the physical resources subscale, which was
evaluated on a 3-point Likert type scale (sample item = playgrounds, shopping centers)
(min =1, max =4). The Cronbach’s alpha of the subscale was found as .83. In addition
to these subscales, a neighborhood stress scale was added (Kotchick, Dorsey, &

Heller, 2005; Appendix I). The subscale included 5 items that might be stressful for
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the families, such as fighting and noise in the neighborhood. An open-ended part was
added for other risks that parents considered as stressful in their neighborhoods, and
additional stress factors were added to the subscale based on mothers’ reports. The
Cronbach’s alpha of the subscale was .70. The scale was evaluated as “existing” or
“not existing.” However, the neighborhood stress subscale was reverse coded to
produce a neighborhood quality score, including the other three subscales. The scores
of these 4 subscales were translated into z-scores and summed to create a

neighborhood quality composite score.

3.2.6 Living conditions in rural regions. The living conditions in the urban regions
were assessed through a scale developed for the current study (see Appendix J). On
the scale, mothers reported the closest place to their village (i.e., village, town), the
frequency of public transportation, the frequency of going to the city center (for
themselves and for their children), and the number of markets in the village. These

items were examined as descriptive information for the rural regions.

3.2.7 Parenting quality. Mothers’ positive parenting was assessed based on two
dimensions of parental behaviors: autonomy support and inductive reasoning (see
Appendix K). Firstly, the autonomy support dimension was assessed through the
Parent Attitude Scale (PAS; Demir & Sendil, 2008). The scale originally consisted of
4 dimensions: authoritative, authoritarian, overprotective, and permissive. Among the
authoritative dimension of the scale, 12 items that were associated with autonomy
supporting behaviors were chosen. The items were related to accepting the child as an
autonomous person and supporting the child to express his/her ideas. It was a mother-
report measure, and it was assessed through a 5-point Likert type response format.
Total scores of items were summed and divided by the number of items; items ranged
between 1 and 5. The Cronbach’s alpha of the measure was found as .86.

Secondly, the inductive reasoning dimension was assessed through the Child
Rearing Questionnaire (Paterson & Sanson, 1999; Yagmurlu & Sanson, 2009). The
scale included 4 subscales: inductive reasoning, punishment, obedience-demanding,
and warmth dimensions. Only the inductive reasoning subscale was included in the
current study (e.g., “I try to explain to my child why certain things are necessary”).

There were six items in the subscale, and it had a 5-point Likert type response format.
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The Cronbach’s alpha was found as .84. Based on these two subscales, a composite
score of positive parenting was created.

Perceived maternal sensitivity was evaluated through a scale that was
developed for the current study considering the previous measures that are based on
observational methods (Berument et al., 2018). The scale included 16 items related to
children’s perceptions of mothers’ understanding of cues related to children’s needs,
the way of responding to their needs, and adjusting their behaviors according to these
needs (i.e., being non-intrusive) (see Appendix L). The scale was administered in an
interview format. The scale had a 3-point Likert type response format. In the reliability
analyses, five items were excluded due to low contributions in the item-total statistics.

Total scores ranged between 0 and 2. The Cronbach’s alpha of the 11 items was .79.

3.2.8 Mothers’ expectations for their children’s educational attainment. A single
item question was asked to mothers regarding their expectations related to their
children’s educational attainment level (i.e., high school, university) (see Appendix
M). Their answers were coded as a rank order, with higher scores indicating higher
expectations for children’s educational attainment. The scores ranged between 1 and

6 (1 being primary school and 6 being university degree).

3.2.9 Mothers’ beliefs about child development. Two open-ended questions were
asked to mothers to assess their beliefs about child development and their quality of
conversations in their interactions (see Appendix M). The first one was, “What is
necessary for a child to develop and grow up?”. The second one was, “What do you
talk about with your child? What kind of questions does your child ask to you?”.

Mothers’ answers were coded according to their themes.

3.2.10 Children’s temperamental characteristics. Children’s temperamental
characteristics were measured through the Children’s Behavior Questionnaire
(Rothbart et al., 2001; Appendix N). The scale aims to assess the temperamental
characteristics of 3-to-7-year-old children. The original version of the scale consists of
15 subscales and 195 items. In the current study, only anger/frustration (13 items) and
perceptual sensitivity (12 items) subscales were used. The items of anger/frustration
were related to the negative affect of children when they show in response to

interruptions of their tasks. The perceptual sensitivity subscale was measuring
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children’s sensitivity to the environmental stimuli, which are low in their intensity. In
a recent study, Cronbach’s alpha was.79 for anger/frustration and .81 for perceptual
sensitivity (Berument & Siimer, 2013-2017). In the current study, one item from each
subscale was excluded from the scale due to negative item-total statistics. The total
scores ranged between 1 and 5. Cronbach’s alpha was .88 for anger/frustration and .66

for perceptual sensitivity.

3.2.11 Receptive vocabulary. Children’s receptive vocabulary was evaluated through
the receptive language subtest of the Turkish Expressive and Receptive Language Test
(TIFALDI; Berument & Giiven, 2013). TIFALDI is a standard measure to assess the
language skills of 2-to-12-year-old children. In the receptive vocabulary subtest,
children are asked to choose the picture of a target word among four pictures that were
displayed on a white page. The starting point of the test is determined according to the
biological ages of children. The point in which children correctly answer 8 words
successively is accepted as the basal level. Additionally, the point at which 8 wrong
answers within 10 successive items is accepted as the ceiling level. Then, based on
children’s correct answers, a standard score is calculated by adjusting to children’s

ages.

3.2.12 Mother-reported executive function problems. Children’s executive function
skills in daily life were assessed via Childhood Executive Functioning Inventory
(CHEXI; Thorell & Nyberg, 2008; Kayhan, 2010; Appendix O). The scale consists of
26 items with 4 factors: working memory, planning, inhibition, and regulation. In the
current study, working memory (11 items; e.g., “When asked to do several things,
he/she only remembers the first or last”), regulation (5 items; e.g., “Has clear
difficulties doing things he/she finds boring”), and inhibition (6 items; e.g. “Has
difficulty holding back his/her activity despite being told to do so”) subscales were
included. It is a 5-point Likert type scale based on the reports of mothers. Higher scores
indicate higher levels of problems in these skills. The scores ranged between 1 and 5.
In the reliability analyses, one item was excluded from the regulation subscale due to
the low item-total correlation. Cronbach’s alpha values were .83 for working memory,

.70 for regulation, and .67 for inhibition.
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3.2.13 Executive Function Tasks

3.2.13.1 Working memory. Children’s phonological working memory was measured
through Backward (BDS) Digit Span Task (Davis & Pratt, 1996; Gathercole &
Pickering, 2000). Additionally, Forward Digit Span Task (Gathercole & Pickering,
2000) which has been considered as a measure of short-term memory was also
included since children were from a poverty sample. In the forward digit span task,
children were told some numbers and asked to repeat the numbers in the same order
as the experimenter said. In the backward task, the children were asked to repeat the
numbers in the reverse order. Both tasks started with two practice trials. If children
failed in these trials, the experimenter reminded the rule and told the correct answer.
Then, the test trials began with a two-digit set. In each digit set, there were 4 trials. If
children correctly answered the first three trials, the experimenter accepted the fourth
one as correct. If children succeeded in at least 2 of the trials, children proceeded to
the next digit set. Each correct answer was scored as “1”, and the total scores of correct
items were calculated. The scores ranged between 0 and 20.

Children’s visual working memory was assessed through the Corsi Block
Tapping Task (Corsi, 1972). In this task, there were nine wooden cube blocks attached
to a whiteboard (Figure 3.1). The procedure of the task was taken from The Study of
Early Childhood Developmental Ecologies in Turkey (Baydar et al., 2008). The
experimenter tapped a miniature monkey toy on the wooden blocks in a sequence, and
children were asked to reproduce the same sequence. The length of each sequence was
repeated three times. The task started with two practice trials: The first one was one-
step, the second one was a two-step sequence. If children failed in the practice trials,
the experimenter showed the correct sequence and helped the child produce the correct
sequence. Then, the test trials began with a two-step sequence. If children could repeat
one of the three sequences correctly, the length of the sequence was increased by one.
Children got “2” points if they correctly completed the sequence; they got a “1” point
if they could repeat the blocks correctly, but the order of the sequence was wrong, and
they got “0” if they failed to produce the sequence. The total score based on each trial

was calculated. Children’s scores were between 0 and 24.
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Examiner's view

Figure 3.1. The placement of the cubes in the Corsi Block Tapping task (taken from
Berch, Krikorian, and Huha, 1998)

3.2.13.2 Response inhibition. Children’s response inhibition was measured via the
Day and Night Task (Carlson & Moses, 2001; Gerstadt, Hong, & Diamond, 1994).
There were two cards in the task: day card (sun on a white background) and night card
(moon and stars on a black background) (Figure 3.2). The child was asked to tell “day”
when the experimenter showed the night card and tell “night” when the experimenter
showed the day card. There were two practice trials: one for day card, and one for night
card. If children failed in the practice trials, the experimenter reminded the rule of the
task and told the correct answer. Then, there were 16 test trials in which the
experimenter gave no feedback. Children’s performance in each trial was scored as
“2” if they correctly answered, scored as “1” if they made self-correction after a wrong
answer, and scored as “0” if they answered wrong. The total scores of 16 trials were

calculated, ranging between 0 and 32.

Figure 3.2. Cards used in the Day and Night task

3.2.13.3 Mental set-shifting. Children’s cognitive flexibility was assessed by the
Dimensional Change Card Sort task (DCCS; Zelazo, 2006) that is used for 3-to-7-year-

old children. In this task, children are asked to sort the given cards based on either their
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shape or color. There are two main cards: a blue rabbit and a red boat (Figure 3.3). In
addition, there are 14 test cards: 7 red rabbits and 7 blue boats. In the first phase (pre-
switch phase), the child starts with the “color game.” The main cards are attached to a
box, and the experimenter introduces the main cards to the child. Then, the child is
asked to sort the test cards based on their color by putting them into the boxes indicated
by the main cards. In the post-switch phase, the experimenter introduces the “shape
game,” and the child is asked to sort the given cards based on their shapes. There are
6 trials in each task. The five correct answers out of 6 are considered as “pass.” If
children pass the shape game, they continue to the last phase. The last phase is
composed of the combination of the first two phases (border version). In this phase,
there is a border around some of the cards. If there is a border, the child is asked to
play the “color game”; if there is no border, the child is asked to play the “shape game.”
There are 12 trials in the last phase. Each correct answer is coded as “1”, and the
number of correct answers is summed to get cognitive flexibility score. Children’s

scores ranged between 0 and 24.

Target Cards

Test Cards

Border Version

Figure 3.3. Cards used in the Dimensional Change Card Sort Task
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3.3 Procedure

Ethical approval was taken from the Human Subjects Ethical Committee at
Middle East Technical University (see Appendix A). Then, permission for data
collection was taken from the Ministry of Education (see Appendix B). Children were
recruited through kindergartens in low-SES urban and rural regions of Ankara and
Mersin. Consent forms and mothers’ scales were sent to mothers via school teachers.
Children were included in the study if their parents provided written consent (see
Appendix P). Children also provided verbal consent to participate in the study.
Mothers completed the demographic information form, food insecurity index, home
environment, neighborhood, parenting, and child temperament scales. Children were
tested in school settings. Children completed firstly executive function tasks and then
receptive vocabulary test. Finally, they were interviewed about their mothers’
sensitivity. Children’s tests lasted approximately 45 minutes. Children were given
stickers after the executive function tasks; then, they were given toy pens at the end of

the study.
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CHAPTER 4

RESULTS

4.1 Overview

The statistical software package of SPSS version 25.0 was used to handle
missing data and for the descriptive statistics, correlations, ANOVAs, and regressions.
Firstly, the missing data were handled. Then, descriptive statistics and correlations
were examined. Finally, the main analyses to test the hypotheses of the study were
conducted. The first hypothesis was associated with examining the differences in urban
and rural poverty in terms of living conditions, parenting quality, home, and
neighborhood characteristics, which were measured via the scales. Additionally,
mothers’ answers to open-ended questions regarding their beliefs on child
development and their conversations with their children were compared for urban and
rural regions. The second hypothesis examined the urban and rural poverty difference
in terms of children’s EF skills, which were assessed via EF tasks. Within the scope
of the third hypothesis, the interactions of urban-rural poverty with poverty level, home
and neighborhood quality, parenting, and children’s temperament on children’s EF
skills.

4.2 Data Cleaning

First, data were examined for missing values, and multiple imputation
technique was used to complete the missing data. In these analyses, variables that are
likely to be associated with the variable to be completed were entered as predictors.
For instance, living in urban and rural regions, education level of parents, family size,
having aid from relatives and institutions, food insecurity, material hardship, home
stimulation, and chaos were entered as predictors to complete the missing values of
family income. If a scale of a participant had more than 5% missing items, then that

scale was not completed. For instance, the chaos scale of 4 cases, neighborhood scale
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of 1 case, temperament scale of 2 cases, and 1 case of executive function scale were
not completed due to high rates of missing values. In total, 69.57% (N = 192) of the
cases had missing values. Specifically, family income (11% missing in the whole data
set), mothers’ education level (0.4% missing), fathers’ education level (3% missing),
material hardship (1% missing), food insecurity (0.4% missing), home stimulation (1%
missing), chaos in the household (2% missing), mothers’ expectations for children’s
educational attainment (6% missing), neighborhood quality (0.5% missing), parenting
(1% missing), temperament (2% missing), maternal sensitivity (0.2% missing), and
living conditions in rural regions (0.2% missing) variables included missing values.
For each scale, missing analyses were conducted separately. In each analysis, 5
imputations were created, and their means were taken as the imputed score. Only for
the Childhood Executive Functioning Inventory (3% missing), the expectation-
maximization technique was used since multiple imputation did not work for this scale.

The data were controlled for univariate outliers by translating the scores of
variables into z-scores. Then, multivariate outliers were checked via Mahalanobis
distance. There were no univariate or multivariate outliers in the data set. The
correlations among study variables were tested to check for multicollinearity, and the
correlations were acceptable.

4.3 Descriptive Statistics

Descriptive statistics (mean, standard deviation, minimum, and maximum

values) are given in Table 4.1.
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Table 4.1

Means, standard deviations, minimum, and maximum values of study variables

M SD Min Max
Poverty .00 .65 -1.40 1.86
Parent education 2.82 .84 0 5
Income-to-needs ratio .26 13 .03 72
Material hardship 5.03 2.17 0 11
Food insecurity 1.37 1.75 0 8
Home stimulation .00 39 -1.25 1.13
Chaos in the household 1.89 44 1 3.27
Neighborhood quality .00 .63 -2.01 1.51
Social and physical structure of the
neighborhood 283 8 133 4
Support from the neighbors 2.58 .84 1 4
Physical resources in the neighborhood 1.62 47 1 3
Neighborhood stress 1.24 1.58 0 7
Positive parenting 431 .50 2.63 5
Maternal autonomy support 4.29 .52 217 5
Maternal inductive reasoning 4.33 .60 2.33 5
Maternal sensitivity 1.05 41 0 2
Mothers’ expectations for children’s education
] 5.02 78 2 6
attainment
Child anger/frustration 2.82 .87 1 5
Child perceptual sensitivity 4.00 .60 1.89 5
Receptive vocabulary (TIFALDI) 112.21 13.95 73 140
Corsi Block Tapping task 9.57 3.83 0 18
Forward Digit Span task 8.27 2.55 2 15
Backward Digit Span task 1.05 1.77 0 7
Day and Night task 19.70 10.65 0 32
Dimensional Change Card Sort task 12.10 6.02 5 24

4.4 Preliminary Analyses

Firstly, the differences in Ankara and Mersin were examined for the study

variables. Independent samples t-test was conducted to test for the differences in living

conditions, parenting, and children’s EF. In urban regions, poverty (t = -3.80, SE = .11,

p < .001) was higher in Mersin, whereas, home stimulation (t = 2.23, SE = .06, p =
.028) and maternal sensitivity (t = 1.89, SE = .07, p = .062) were higher in Ankara.
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However, children’s EF skills were not different in the two cities. In rural regions,
poverty (t =-3.49, SE = .12, p =.001) and neighborhood quality (t = -2.61, SE = .10,
p =.010) were higher in Mersin as compared to Ankara. In terms of children’s tasks,
forward digit span task (t = -3.43, SE = .42, p =.001) and DCCS scores (t =-1.97, SE
=1.13, p =.051) were higher in Mersin.

Secondly, the association between gender and EF tasks was examined.
Independent samples t-test was conducted to compare the EF scores of boys and girls.
The results indicated that boys and girls only differed in terms of forward digit span
scores. Namely, girls performed better in the forward digit span task as compared to
boys (t = 2.91, SE = .32, p = .004).

4.5 Correlations

Correlations were examined for variables that constituted composite scores.
The results for poverty indicators showed that income-to-needs ratio was positively
associated with parent education (r = .41, p < .001), but negatively associated with
food insecurity (r = -.24, p < .001) and material hardship (r = -.41, p < .001).
Additionally, material hardship was negatively associated with parents’ education
level (r = -.16, p = .01), but positively associated with food insecurity (r = .38, p <
.001). The correlations were in the expected directions.

The correlations among neighborhood quality variables were examined.
Expectedly, the social and physical structure of the neighborhood was positively
related to support from the neighbors (r = .61, p < .001), but negatively related to
neighborhood stress (r = -.48, p < .001). Moreover, support from the neighbors was
negatively related to neighborhood stress (r = -.23, p <.001).

The correlations among positive parenting dimensions indicated that maternal
autonomy support was positively associated with maternal inductive reasoning, as
expected (r = .65, p <.001).

Additionally, the correlations among mother reported executive function scale
and executive function tasks were examined. The results indicated that as expected
mother-reported working memory problems were negatively associated with
children’s performance in Corsi Block Tapping task (r = -.23, p <.001), Forward (r =
-.15, p = .01) and Backward (r = -.19, p = .002) Digit Span tasks, and Dimensional
Change Card Sort task (r = -.16, p < .01). Moreover, the mother reported regulation
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problems were negatively related to children’s scores in the Backward Digit Span task
(r =-.12, p = .04). However, mother reported inhibition problems were not associated
with children’s performance in the executive function tasks.

Correlations among the variables that were used in the main analyses are
presented in Table 4.2.
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4.6 Testing Hypothesis 1: Comparison of urban and rural poverty in terms of
living standards, parenting, mothers’ beliefs about child development, and

conversations with children
4.6.1 Comparison of living standards and parenting in urban and rural regions

One-way Analysis of Variance (ANOVA) was conducted to compare the living
conditions and parenting in urban and rural regions. The results are summarized in
Table 4.3. The results indicated that the income-to-needs ratio, fathers’ education
level, food insecurity, home stimulation, physical resources in the neighborhood,
neighborhood stress, and mothers’ expectations for children’s educational attainment
were significantly higher in urban regions compared to rural regions. On the other
hand, the social and physical structure of the neighborhood and support from the
neighbors were higher in rural regions as compared to urban regions. However,
mothers’ education level, material hardship, household chaos, mothers’ autonomy
support, indicative reasoning, and sensitivity were not significantly different among

urban and rural poverty.
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Table 4.3
One-way ANOVA results comparing the living conditions of urban and rural regions

Urban Rural
F p
M M
Income-to-needs ratio .28 24 8.09 .01
Mothers’ education level 2.75 2.60 1.72 19
Fathers’ education level 3.10 2.81 5.17 .02
Material hardship 5.12 4,94 44 51
Food insecurity 1.62 1.08 6.70 .01
Chaos in the household 1.89 1.90 .04 .85
Home stimulation .08 -.10 17.08 .00
Social and physical structure of 2.56 3.15 105.07 00
the neighborhood
Support from the neighbors 2.34 2.87 30.00 .00
Physical resources in the 1.74 1.48 24 54 00
neighborhood
Neighborhood stress 1.61 .81 18.81 .00
Maternal autonomy support 4.33 4.25 1.35 .25
Maternal inductive reasoning 4.39 4.26 3.49 .06
Maternal sensitivity 1.05 1.05 .01 .94
Mothers’ expectations for 5.12 4.90
children’s educational 5.38 .02
attainment

Additionally, the living conditions of rural regions were examined separately
to provide descriptions for the living conditions in these places. Firstly, the closest
places to the villages of participants were examined. 40.8% of the mothers reported
the closest place as a village, 4% reported as a town, 54.4% reported as a county, and
.8% reported as a province. Additionally, public transportation was available for
86.5% of the villages of participants. 54% reported that the frequency of the public
transportation was more than three times in a day, 27% reported as once or twice,
4.8% reported as a few times in a week, 4% reported as once in a week, and 10.3%
reported as none. Besides, 10.3% of participants reported the number of markets as
none, 27.8% reported as one, and 61.9% reported as more than one.

Moreover, the frequency of going to the city center was examined for both
parents and children. 7.2% of the parents reported that they were going to the city
center a few times a week, 32.8% reported as once a week, 47.2% reported as once a
month, and 12.8% reported as a few times in a year. Additionally, 2.4% of the children

were going to the city center a few times in a week, 20.8% were going once a week,
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48.8% were going once a month, 21.6% were going a few times in a year, 3.2% were
going once a year, and 3.2 % were never going to the city center.

4.6.2 Comparison of urban and rural mothers’ beliefs on child development

Mothers’ answers in response to the open-ended question, “What is necessary
for a child to develop and grow up?” were evaluated. In total, 220 mothers answered
to this question (121 from urban, and 99 from rural). Responding and non-responding
mothers were compared in terms of their education and income levels. They were not
significantly different with regard to their education (F (1, 273) = 1.75, p = .187) and
income levels (F (1, 273) = 2.44, p = .12). Additionally, urban and rural mothers did
not differ in terms of their response rates (4*(1, 275) = .30, p = .586). Approximately
20% (N = 45) of the cases were coded by a second coder to assess interrater reliability.
Reliability values lower than .70 were discussed and recoded. The intraclass
correlation coefficient (ICC) results indicated that the interrater reliabilities ranged
between .79 and 1.00.

Mothers’ answers to their beliefs on child development were coded according
to the themes, and frequencies of the themes were examined for urban and rural
samples separately. Themes are given in Table 4.4 in detail. Frequencies of the themes
were compared for urban and rural regions via Chi-square test. The results indicated
that only neighborhood opportunities (42(1, 220) = 3.93, p = .047) were more
frequently reported by rural mothers. Urban and rural mothers’ responses did not differ

in other themes.
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Table 4.4
Frequencies for the themes in response to mothers’ answers to the question “What is

necessary for a child to develop and grow up?”

Themes Urban (%) Rural (%) p
Nutrition 67.8 59.6 .209
Family climate (i.e. peaceful family atmosphere) 34.7 36.4 .799
Love 29.8 25.3 458
Play/friends 19.8 11.1 .078
Care/spending time together 19 24.2 .346
Education 17.4 20.2 590
Sleep 14 11.1 515
Respect for children’s ideas/wishes 124 15.2 .554
Educational materials and activities 9.9 7.1 455
Parental behaviors (i.e. rewarding, being 7.4 15.2 .068
consistent, patient, and thoughtful)

Guidance about life (giving advice) 74 2 .067
Social activities 6.6 3 225
Sports 5 4 745
Morality and religion 5 2 247
Financial opportunities 5 2 247
Neighborhood opportunities (i.e. parks) 4.1 11.1 .047
Health 4.1 3 .664
Responsibility and self-esteem 4.1 2 375
Hygiene 3.3 6.1 .329
Clothing 3.3 0 .068
Taking the child out (i.e. park) 2.5 2 .820
Sheltering 1.7 0 199
Rules and discipline 1.7 4 279
Physical resources at home (i.e. having separate 8 3 224
room)

Happiness 8 2 448
Nature .8 0 .365
Everything 0 3 .054
Paternal support 0 2 116

4.6.3 Comparison of urban and rural mothers’ conversations with their children

Mothers’ answers in response to the open-ended question “What do you talk

about with your child? What kind of questions does your child ask to you?” were
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coded. In total, 216 mothers answered to this question (117 from urban, and 99 from
rural). Responding and non-responding mothers were compared in terms of their
education and income levels. They were not significantly different with regard to their
education (F (1, 273) = .78, p = .379) and income levels (F (1, 273) = .36, p = .547).
Additionally, urban and rural mothers did not differ in terms of their response rates
(/(1, 275) = .00, p = .992). Approximately 20% (N = 45) of the cases were coded by
a second coder to assess interrater reliability. Reliability values lower than .70 were
discussed and recoded. The intraclass correlation coefficient (ICC) results indicated
that the interrater reliabilities ranged between .79 and 1.00.

Mothers’ answers were coded according to the themes, and frequencies of the
themes were examined for urban and rural samples separately. Themes are given in
Table 4.5 in detail. Frequencies of the themes were compared for urban and rural
regions via the Chi-square test. The results showed that urban mothers more frequently
reported conversations related to giving advice to children (42(1, 216) =5.62, p = .018)
and stimulating activities (*(1, 216) = 4.41, p = .036); whereas, rural mothers more
frequently reported conversations related to future (¥(1, 216) = 6.29, p = .012) and
household chores (#%(1, 216) = .8.24, p = .004). Urban and rural mothers’ reports did
not differ in other themes such as things the child wonders, school, friends, daily

activities, and family related events.
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Table 4.5
Frequencies for the themes in response to mothers’ answers to the question “What do

you talk about with your child? What kind of questions does your child ask?”

Themes Urban (%0) Rural (%) p
Things that s/he wonders or does not know 59.8 53.5 .352
School (teachers) 27.4 36.4 155
Advices for child 17.9 7.1 .018
Friends 154 10.1 .249
Daily activities (i.e. mothers’ daily acts) 13.7 17.2 AT7
Stimulating activities (i.e. cartoons, books) 12 4 .036
Family related events (i.e. events about parents’ 9.4 6.1 .364
childhood)

Future (i.e. child’s occupation) 1.7 19.2 012
Animals 5.1 3 442
Activities to be done 5.1 9.1 .254
Problems/sad events (i.e. issues with friends) 5.1 6.1 .766
Foods (i.e. what s/he eats in the school) 4.3 6.1 .552
Rules and discipline 4.3 2 351
Child’s behaviors (i.¢., fighting with siblings, being 3.4 4 .810
messy)

Religion 3.4 2 533
Love 2.6 3 .835
Child asking for permission 2.6 2 761
Private issues 1.7 1 .662
Do not talk 1.7 0 191
Household chores (i.e. how to cook) 9 9.1 .004

4.6.4 Comparison of urban and rural children’s daily activities

Mothers’ answers regarding children’s daily activities (what their children play
with) were examined for urban and rural regions. Frequencies of children’s daily
activities were compared for urban and rural regions via the Chi-square test (see Table
4.6). The results revealed that children in urban regions were playing with tablets (*(1,
273) =4.45, p = .035) more frequently, whereas, children in rural regions were playing
with animals (7%(1, 272) = 5.08, p = .024) and farms/vegetables (*(1, 274) = 5.41, p

= .020). On the other hand, urban and rural children were not different in daily
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activities such as using smart phones, riding bicycles, playing with balls, mud,
repairing tools, and friends.

Table 4.6
Frequencies for children’s daily activities
Playing with/in Urban (%) Rural (%) p

Tablets 32 20.6 .035
Smart phones 70.5 67.7 .619
Bicycles 65.1 57.1 181
Balls 77 74.6 .640
Mud or soil 67.1 69.8 .631
Animals 34.9 48.4 .024
Farms/vegetables 23.6 36.5 .020
Repairing or agricultural tools 30.6 32.5 733
Friends outside 76.5 72.2 416

4.7 Testing Hypothesis 2: Comparison of children’s executive function skills

living in urban and rural regions

Children’s executive function skills living in urban and rural poverty were
compared through Analysis of Covariance (ANCOVA). In these analyses, children
who attended kindergarten for more than 6 months, and children who were older than
78 months were excluded. In the analyses, children’s age and the duration of attending
kindergarten were controlled. The results are provided in Table 4.7. The results of the
Corsi Block Tapping task indicated that children’s age (F (1, 237) = 9.95, p = .002)
and the duration of attending kindergarten (F (1, 237) = 452, p = .04) were
significantly related to children’s performance. However, urban and rural children did
not significantly differ in their Corsi scores (F (1, 237) = 3.32, p = .07). The results of
the Forward Digit Span task showed that children’s age (F (1, 237) = 2.30, p = .13)
and duration of attending kindergarten (F (1, 237) = 2.47, p = .12) were not associated
with children’s performance in the task. Additionally, living in urban and rural poverty
did not differ in terms of children’s performances in this task (F (1, 237) = 2.00, p =
.16). On the other hand, children’s age (F (1, 237) = 10.28, p = .002) and duration of
attending kindergarten (F (1, 237) = 17.69, p < .001) were significantly related to
children’s performance in the Backward Digit Span task. Additionally, children’s

scores who were living in urban and rural regions were not significantly different (F
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(1, 237) = 3.01, p =.08). Furthermore, according to the results of the Day and Night
task, children’s age (F (1, 237) = 2.20, p = .14) and the duration of attending
kindergarten (F (1, 237) = .59, p = .44) were not related to children’s performance.
Additionally, children’s performance who were living in urban and rural regions were
not significantly different (F (1, 237) = 3.52, p = .06). Lastly, the results of the
Dimensional Change Card Sort task showed that children’s age was significantly
related to children’s performance (F (1, 237) = 5.29, p = .02). However, the duration
of attending kindergarten (F (1, 237) = 1.49, p =.22) was not associated with children’s
scores in Dimensional Change Card Sort task. Additionally, children’s scores living in
urban-rural regions were not significantly different (F (1, 237) = .20, p = .65).

In summary, as children became older, their performance in the Corsi Block
Tapping task, Backward Digit Span task, and Dimensional Change Card Sort task
improved. Additionally, as the duration of attending kindergarten increased, children
got higher scores in Corsi Block Tapping and Backward Digit Span tasks. On the other

hand, children’s EF skills were not different among urban and rural children.
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Table 4.7
The means and ANCOVA results of executive functions tasks for children living in

urban and rural poverty

Urban Rural
F p
M (SD) M (SD)
Age 9.95 .002
Corsi Block 10.02 8.95 Duration of attending 4.52 .04
Tapping (4.14) (3.50) kindergarten
Urban-rural 3.32 .07
Age 2.30 13
Forward Digit 8.43 7.91 Duration of attending 2.47 A2
Span (2.61) (2.37) kindergarten
Urban-rural 2.00 .16
Age 10.28 .002
Backward Digit 1.15 .73 Duration of attending 17.69 .000
Span (1.80) (1.55) kindergarten
Urban-rural 3.01 .08
Age 2.20 14
) 20.71 17.83 Duration of attending .59 44
Day and Night )
(10.35) (11.19)  Kkindergarten
Urban-rural 3.52 .06
. . Age 5.29 .02
Dimensional
11.95 12.08 Duration of attending 1.49 22
Change Card )
(5.95) (6.21) kindergarten
Sort
Urban-rural .20 .65

4.8 Testing Hypothesis 3: Predictors of executive function

Hierarchical regression analyses were conducted to examine the predictors of
children’s executive function skills. In the first step, children’s age, poverty level of
the family, and the duration of attending kindergarten; in the second step, children’s
receptive vocabulary, home stimulation and chaos, positive parenting, maternal
sensitivity, mothers’ expectations for children’s educational attainment, neighborhood
quality, and children’s temperamental characteristics (reactivity and perceptual
sensitivity); in the third step interaction terms of urban-rural poverty and predictor
variables were entered. Since there were many predictor variables to test for

interactions, interaction terms were separated into 4 groups (parenting, home
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environment quality, poverty/neighborhood, child temperament) in order to increase
the power of the study. Analyses were repeated for all EF tasks. The results are
reported based on the analysis for the interaction of urban-rural poverty and parenting
dimensions. Any changes in the other analyses were reported additionally when the
results differed.

The results of Corsi Block Tapping task indicated that children’s age (8 = .23,
SE = .05, p =.001), the duration of attending kindergarten (# = .14, SE = .14, p =.047),
children’s receptive vocabulary (f = .18, SE = .02, p = .006) positively predicted
children’s performance. The details of the results are provided in Table 4.8.

The regression results for Forward Digit Span task indicated that poverty level
of the family (5 = .19, SE = .29, p = .015), children’s receptive vocabulary (f = .19,
SE = .01, p =.005), and perceptual sensitivity of children (5 = .18, SE = .29, p =.007)
positively predicted children’s scores in the task. The results are summarized in Table
4.9.

According to the results of Backward Digit Span task (see Table 4.10),
children’s age (f = .22, SE = .02, p = .001), the duration of attending to kindergarten
(8 =.27, SE = .06, p <.001), children’s receptive vocabulary (f = .21, SE =.01, p =
.001), children’s perceptual sensitivity (f = .14, SE = .18, p = .03) were positively and
significantly associated with children’s performance in the task. Moreover, the
interaction of urban-rural poverty and positive parenting was significant (5 = -.18, SE
= .41, p = .04). Simple slope analyses were conducted through a macro (Dawson,
2014). The results indicated that simple slope for urban poverty was significant (t =
2.34, p =.02; see Figure 4.1). According to the results, children living in urban poverty
had higher scores in the Backward Digit Span task if their mothers were showing
higher levels of positive parenting; whereas, they had lower scores if their mothers
were showing low levels of positive parenting. On the other hand, the scores of
children living in rural poverty were not influenced by the levels of their mothers’

positive parenting behaviors.
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Figure 4.1. The interaction plots for urban-rural poverty and positive parenting in

Backward Digit Span task

Additionally, the interactions of urban-rural poverty with household chaos was
also significant for the Backward Digit Span task (f = -.19, SE = .49, p = .04).
However, according to the simple slope test, slopes for urban (t = 1.47, p = .14) and
rural poverty (t = -.85, p = .40) were not significant.

Hierarchical regression analyses for the Day and Night task indicated that
receptive vocabulary (8 = .27, SE = .05, p < .001) was positively related to children’s
scores. Additionally, the relation between children’s age and Day and Night score was
was significant in other models (i.e., # = .14, SE = .13, p = .045 in the model testing
the interactions with the home environment). The results are given in Table 4.11.

The regression results for the Dimensional Change Card Sort task revealed
that children’s age (f = .19, SE = .08, p = .005) and receptive vocabulary (5 = .22, SE
= .03, p =.001) were positively and significantly associated with children’s scores in
this task (see Table 4.12). Additionally, the interaction of urban-rural poverty and
positive parenting was significant (8 = .21, SE = 1.58, p = .032). According to the
simple slope test results, simple slope for rural poverty was significant (t = 2.24, p =

.03; see Figure 4.2). The results showed that children living in rural poverty scored
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higher in Dimensional Change Card Sort task if their mothers displayed higher levels
of positive parenting behaviors; whereas, they scored lower if their mothers displayed
lower levels of positive parenting behaviors. In urban poverty, children’s performance

did not differ according to low and high positive parenting behaviors.
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Figure 4.2. The interaction plots for urban-rural poverty and positive parenting in the

Dimensional Change Card Sort task

Moreover, in the results of Dimensional Change Card Sort task, the interactions
of urban-rural poverty with household chaos (f = -.22, SE = 1.87, p = .02), and
children’s anger/frustration (f = -.21, SE = .93, p = .021) were also significant.
However, simple slopes of interactions for chaos (t = 1.65, p = .10 for urban; t = -1.62,
p = .11 for rural) and anger/frustration (t = 1.67, p = .10 for urban; t =-1.61, p = .11

for rural) were not significant.
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Table 4.8
Predictors of Corsi Block Tapping task

B SE p
Child age .23 .05 .001
Duration of kindergarten 14 14 047
15t step Poverty -.05 44 494
AR*(Finc) .09(7.95) .000
2adj(F) .08(7.95) .000
Urban-rural 13 1.37 478
Receptive vocabulary .18 02 006
Home stimulation -.06 .83 .500
Home chaos -.07 .61 324
Positive parenting .08 75 400
Maternal sensitivity A3 91 .180
2" step Mothers’ expectations for .02
children’s educational .45 .845
attainment
Neighborhood quality -.04 45 602
Anger/frustration .01 .29 921
Perceptual sensitivity A1 44 091
AR*(Finc) .07(1.79) .064
Zadj(F) 11(3.27) .000
Urban-rural*Positive parenting -.08 .99 .380
- * -
Urba_m_ r_ural Maternal 24 119 190
sensitivity
Urban-rural*Mothers’ .06
expectations for children’s .64 494
educ. attainment
Urban-rural*Home stimulation .02 1.42 .839
Urban-rural*Home chaos .09 1.18 351
rd
3" step Urban-rural*Poverty -.03 .78 .207
Urban-rural*Neighborhood -11 86 737
quality
Urban-rural*Anger/frustration -.06 .59 507
Urban-rural*Perceptual -.05 87 630
sensitivity
ARA(Finc) .01(.89) 448
Zadj(F) 11(2.82) .000

Note: The results of the main effects of variables were taken from the third steps of regression
analyses conducted on the interaction of urban-rural poverty and parenting dimensions.
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Table 4.9
Predictors of Forward Digit Span task

B SE p
Child age .09 .03 .165
Duration of kindergarten .08 .09 232
15 step Poverty .19 .29 .015
AR*(Finc) .04(3.03) .030
2adj(F) .03(3.03) .030
Urban-rural .03 .89 .882
Receptive vocabulary .19 01 005
Home stimulation .09 .53 .258
Home chaos .02 .39 .748
Positive parenting -.03 49 752
Maternal sensitivity A1 .59 271
nd
-y Mothers’ expectations for 06 29 493
children’s educational attainment ' ' '
Neighborhood quality -.001 29 986
Anger/frustration -.03 19 .681
Perceptual sensitivity .18 29 007
AR?*(Finc) .10(2.68) .004
2adj(F) .09(2.81) .001
Urban-rural*Positive parenting .01 .01 .888
Urban-rural*Maternal sensitivity -11 -11 546
Urban-rural* Mothers’
expectations for children’s educ. .01 .01 .909
attainment
Urban-rural*Home stimulation -.04 91 .698
Urban-rural*Home chaos -.08 .76 .381
3" step Urban-rural*Poverty .02 50 821
Urban-rural*Neighborhood .08 55 352
quality
Urban-rural*Anger/frustration .04 .38 .632
Urban-rural*Perceptual -.004 56 968
sensitivity
AR*(Finc) .002(.14) .935
2adj(F) .08(2.28) .004

Note: The results of the main effects of variables were taken from the third steps of regression
analyses conducted on the interaction of urban-rural poverty and parenting dimensions.
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Table 4.10
Predictors of Backward Digit Span task

B SE p
Child age 22 .02 .001
Duration of kindergarten 27 .06 .000
15t step Poverty -.02 18 776
AR*(Finc) .15(13.51) .000
2adj(F) .14(13.51) .000
Urban-rural -01 57 .966
Receptive vocabulary 21 01 001
Home stimulation -.04 34 .613
Home chaos -.002 .25 976
Positive parenting .23 31 .014
Maternal sensitivity .04 .38 .698
nd
2" step Mothers’ expectations for 10 19 251
children’s educational attainment F ' '
Neighborhood quality -.04 19 574
Anger/frustration -.001 A2 .987
Perceptual sensitivity 14 18 030
AR*(Finc) .09(2.66) .004
2adj(F) .20(5.39) .000
Urban-rural*Positive parenting -.18 41 .042
Urban-rural*Maternal sensitivity -.08 27 654
Urban-rural* Mothers’
expectations for children’s educ. .07 .50 441
attainment
Urban-rural*Home stimulation -.16 .59 .092
Urban-rural*Home chaos -.19 49 .036
3" step Urban-rural*Poverty -12 33 172
Urban-rural*Neighborhood - 03 36 759
quality
Urban-rural*Anger/frustration -.08 24 341
Urban-rural*Perceptual - 06 36 503
sensitivity '
AR?(Finc) .02(1.51) 214
Zadj(F) .20(4.69) .000

Note: The results of the main effects of variables were taken from the third steps of regression
analyses conducted on the interaction of urban-rural poverty and parenting dimensions.
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Table 4.11
Predictors of Day and Night task

B SE p
Child age 12 13 .066
Duration of kindergarten .05 39 446
15 step Poverty -.05 1.25 .518
AR*(Finc) .03(2.04) 110
2adj(F) .01(2.04) 110
Urban-rural .08 3.86 .656
Receptive vocabulary 27 05 000
Home stimulation .07 2.33 431
Home chaos -01 1.72 .904
Positive parenting .07 2.12 464
Maternal sensitivity -.003 2.56 979
nd
-y Mothers’ expectations for .02 196 866
children’s educational attainment ' '
Neighborhood quality -.01 1.26 895
Anger/frustration 10 .83 128
Perceptual sensitivity -.07 1.24 285
AR?*(Finc) .10(2.57) .006
2adj(F) .08(2.48) .004
Urban-rural*Positive parenting -17 2.80 .086
Urban-rural*Maternal sensitivity -.21 3.37 267
Urban-rural* Mothers’ .01
expectations for children’s educ. 1.80 922
attainment
Urban-rural*Home stimulation .06 4.01 536
Urban-rural*Home chaos -.09 3.33 334
3" step Urban-rural*Poverty -11 221 275
Urban-rural*Neighborhood -.02 243 812
quality
Urban-rural*Anger/frustration -11 1.65 223
Urban-rural*Perceptual -11 245 288
sensitivity
AR*(Finc) .02(1.30) 274
2adj(F) .08(2.27) .005

Note: The results of the main effects of variables were taken from the third steps of regression
analyses conducted on the interaction of urban-rural poverty and parenting dimensions.
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Table 4.12

Predictors of Dimensional Change Card Sort task

B SE p
Child age 19 .08 .005
Duration of kindergarten .07 22 .309
15 step Poverty .09 .70 .235
AR*(Finc) .04(3.05) .029
2adj(F) .03(3.05) .029
Urban-rural .06 2.18 757
Receptive vocabulary 22 03 001
Home stimulation .04 1.32 .597
Home chaos -.001 97 .986
Positive parenting -.07 1.20 483
Maternal sensitivity -.08 1.44 401
nd
2" step Mothers’ expectations for -.003 71 976
children’s educational attainment ' '
Neighborhood quality .02 71 747
Anger/frustration -.02 47 .807
Perceptual sensitivity .08 70 220
AR*(Finc) .08(1.96) .038
2adj(F) .07(2.25) .009
Urban-rural*Positive parenting 21 1.58 .032
Urban-rural*Maternal sensitivity .03 1.90 893
Urban-rural* Mothers’ .03
expectations for children’s educ. 1.02 749
attainment
Urban-rural*Home stimulation .02 2.25 .861
Urban-rural*Home chaos -.22 1.87 .020
3" step Urban-rural*Poverty -.04 1.25 689
Urban-rural*Neighborhood .16 1.37 081
quality
Urban-rural*Anger/frustration -21 .93 .021
Urban-rural*Perceptual .10 1.38 317
sensitivity
AR?*(Finc) .02(1.67) 174
Zadj(F) .07(2.15) .007

Note: The results of the main effects of variables were taken from the third steps of regression
analyses conducted on the interaction of urban-rural poverty and parenting dimensions.
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CHAPTER 5

DISCUSSION

The current study focused on the EF skills of children raised in urban versus
rural poverty contexts. First, poverty level of the families, parenting quality, home
environment and neighborhood quality, mothers’ beliefs on child development, the
content of mothers’ conversations with their children, and children’s daily activities
were compared for urban and rural poverty. Secondly, the EF skills of children living
in urban and rural poverty were compared. Thirdly, the interactions of urban and rural
poverty with poverty level of the family, home and neighborhood quality, parenting,

and children’s temperament on children’s EF development were tested.

5.1 Discussion of the Findings Testing Hypothesis 1

The first hypothesis of the study aimed to compare urban and rural regions in
terms of the poverty level of the families, home and neighborhood quality, and
parenting behaviors. First, the poverty level was expected to be different in urban and
rural regions. Specifically, income, education levels, and food insecurity were
expected to be higher in urban regions, whereas, the comparison of material hardship
would be exploratory. The results indicated that the income-to-needs ratio, fathers’
education level, and food insecurity were higher in urban regions compared to rural
regions. The higher levels of income and fathers’ education in urban regions were in
line with the hypothesis of the current study and supported the previous studies (i.e.,
Lampard et al., 2000; Roscigno et al., 2006). Low levels of food insecurity in rural
poverty can be explained via the agricultural activities in rural regions. Families living
in rural regions are more likely to engage in agricultural activities, and agricultural
activities reduce the risk of food insecurity (Zezza & Tasciotti, 2010). Unexpectedly,
mothers’ education levels were similar in urban and rural poverty. Girls from low-SES

families are less likely to attain higher levels of education in Turkey (Durgun, 2011).
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Mothers in the current study are likely to come from low-SES families. Therefore,
their parents might have led them to attain low education levels (i.e. primary school
education), and it may not be different among urban and rural regions. Additionally,
material hardship was similar in urban and rural poverty. The measure was assessing
the availability of materials such as plasma TV, tablet, internet connection, car, and
smartphone, and the comparison was conducted based on the total score of
unavailability of these materials. When the items were compared separately, families
from urban poverty were more likely to experience material hardship for having houses
and cars, whereas, families from rural poverty had hardship for possessing computers,
internet connection, and washing machine. Additionally, families from urban poverty
were more likely to have aids from institutions. Therefore, the nature of experiences
of material hardship showed differences although the total scores were similar in urban
and rural poverty.

In terms of home quality, stimulation was expected to be higher in urban
regions, whereas the comparison of chaos was exploratory. The results revealed that
stimulation was higher in urban poverty, as expected. It was also in line with the
findings of the previous studies (i.e., Nacak et al., 2011). Since the income levels were
higher in urban regions, the purchasing power of buying stimulating toys or the
opportunities for attending stimulating activities might be higher for urban parents
(Votruba-Drzal, 2003). Additionally, higher education levels of fathers in urban
regions might contribute to providing a stimulating home environment. On the other
hand, urban and rural poverty did not differ in terms of household chaos. Chaotic
conditions are an important aspect of poverty; that is, these houses are unpredictable,
noisy, and crowded, and they do not have routines (Evans et al., 2005; Ferguson,
Cassells, MacAllister, & Evans, 2013). It seems that living in urban and rural regions
did not make a difference in terms of the chaotic conditions in the households.

In terms of neighborhood quality, urban and rural poverty were different in the
expected ways. Specifically, physical resources and stress were higher in urban
neighborhoods, whereas the social and physical structure of the neighborhood and
support from the neighbors were higher in rural regions. These findings supported the
hypotheses of the current study and findings of the previous studies. Previous studies
indicated that access to resources is limited (Vernon-Feagans et al., 2010), but social
networks are stronger (Pinderhughes et al., 2001) in rural regions. Additionally, due to

high crime rates, urban neighborhoods are more stressful (Amato & Zuo, 1992; Ewart
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& Suchday, 2002). Therefore, rural regions seem advantageous in terms of stronger
social networks and less stressful environments, whereas urban regions are
advantageous in terms of the availability of physical resources such as health care
services, shopping centers, and playgrounds. In addition to neighborhood support, the
items of the social and physical structure of the neighborhood scale used in the current
study were also associated with the cohesion among neighbors, proximity to relatives,
and security for children. Considering these items, it might be suggested that there is
more social support and network among people in the rural regions in the Turkish
context.

Then, mothers’ parenting behaviors were compared. Since previous studies
provided contradictory findings, the comparison was conducted as exploratorily.
Mothers’ inductive reasoning with children and supporting children’s autonomy were
measured through mothers’ own reports, and maternal sensitivity was measured
through children’s reports. The results showed that mothers in both contexts were
similar in terms of autonomy support, inductive reasoning, and maternal sensitivity.
Previous studies provided contradictory findings in terms of parenting quality in urban
and rural contexts. For instance, there are studies showing that parents show more
negative parenting behaviors in rural regions (Bornstein et al., 2008). However, a study
conducted in Turkey indicated that low-educated urban and rural mothers were similar
in their parenting behaviors such as warmth, inductive reasoning, and punitive
behaviors (Nacak et al., 2011). Therefore, living in urban and rural poverty might
differently influence parenting behaviors in different countries. In the Turkish context,
it seems that mothers show similar parenting behaviors in urban and rural poverty to a
large extent. The similarity might be explained by the finding that mothers’ education
levels were also similar in the current study. Since mothers’ education is an important
predictor of parenting behaviors (Carr & Pike, 2012), the similarity in the parenting
behaviors might be expected for the urban and rural regions. Additionally, social
support might provide another explanation. Although urban poverty seemed
advantageous in terms of the opportunities (i.e., income, stimulation), higher levels of
social support might have buffered the negative influences of limited opportunities in
the rural regions. Therefore, rural mothers might have benefited from social support in
their neighborhood, and this social support might have contributed to improve

mothers’ parenting in rural regions.
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Moreover, mothers’ beliefs about their children’s educational attainment and
child development, mothers’ conversations with their children, and children’s daily
activities were compared in urban and rural poverty contexts. Firstly, mothers’ reports
on their expectations regarding their children’s educational attainment (the highest
level they expect their children to complete such as graduating from high school or
university) were examined. Urban mothers expected their children to attain higher
education levels compared to rural mothers. This finding is consistent with the
previous findings (i.e., McCracken & Barcinas, 1991). In line with their expectations
about their children’s educational attainment, rural parents reported that they invest
less to their children’s education (Roscigno et al., 2006). Indeed, parents who do not
expect their children to pursue an academic life may not invest resources in their
children’s education.

Secondly, mothers’ answers were examined exploratorily in response to the
open-ended question “What is necessary for a child to develop?”. To a large extent
urban and rural mothers’ views were similar. Specifically, nutrition, family climate,
and love were the most commonly reported themes in both urban and rural mothers’
answers. Only the importance of neighborhood quality was more frequently
highlighted by rural mothers, which might be due to the limited opportunities of the
neighborhoods in these regions. Thirdly, urban versus rural mothers’ answers to the
open-ended question regarding the content of their conversations with their children
were compared. Both urban and rural mothers reported that they were more likely to
talk about the things that their children were curious about or they talk about the
school. There were some differences in the content of the conversations; specifically,
urban mothers were conversing more about advice and stimulating activities, whereas
rural mothers were conversing more about future and household chores. These
differences might be resulting from the differences in their life styles. For instance, in
urban regions, parents converse more about stimulating activities with their children
since they engage in stimulating activities more frequently, which was also shown in
the current study. On the other hand, in rural regions, children might help household
chores more frequently, therefore, they might converse more about the household
chores. In sum, despite some differences in general urban and rural mothers’ beliefs
were quite similar. These results were in line with another study conducted in Turkey.
Nacak et al. (2011) compared low-educated urban and rural mothers and reported that

they were very similar in terms of children’s developmental expectations for reaching
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certain developmental milestones (i.e., social and cognitive development, self-
regulation). Similarities in mothers’ parental beliefs might be resulting from their
similar education levels. Additionally, it is likely that urban mothers might have a rural
background. Then, they might be continuing to show parenting behaviors that they
have learnt in the rural regions rather than obtaining more beneficial parental beliefs
and behaviors in the urban life. Since maternal beliefs are predictors of parenting
behaviors (Bornstein, 2012), the similarities in their beliefs might result in similarities
in their parenting behaviors, which was also shown in the current study (i.e., autonomy
support and sensitivity). Consequently, considering all these findings, it can be inferred
that urban and rural parents do not differ much in terms of their child-rearing beliefs
and behaviors.

Lastly, mothers’ reports on their children’s daily activities were examined
exploratorily. The results showed that children in urban poverty were playing with
tablets, whereas children in rural poverty were playing with animals and playing on
farms more frequently. Previous studies also examined the activities of urban and rural
children. For instance, Loucaides, Chedzoy, and Bennett (2004) examined the
environment of children’s physical activities. They reported that children in rural
regions had a larger and safer space in the neighborhood, yet, urban children had more
materials related to physical activity in their home settings. A study conducted in
Turkey also revealed that children in urban regions are more likely to favor indoor
activities (i.e., reading), whereas rural children are more likely to play outdoor sports
(i.e., volleyball) (Ozdireng, Ozcan, Akin, & Gelecek, 2005). These results are partially
in line with the findings in the current study. Although the differences in children’s
plays were in line with these findings (i.e., urban children playing tablets, rural
children playing in the farms), there was no difference in the frequency of playing
outside with their friends. It might be due to the characteristics of the neighborhoods
in which urban families were living. Since the data of the urban poverty were collected
from suburbs, they were far from the traffic and crowd in the city centers. Thus,
children may find opportunities to play outside. Moreover, there were also similarities
in the indoor activities of children, such as playing with smartphones which might be
explained by the availability of smartphones both in urban and rural houses. Indeed,
the frequencies of ownership of smartphones were 85% in urban, and 78% in rural
households in the current sample, and the frequencies were not significantly different

(1, 274) = 1.73, p = .188). Due to the similarity in the availability of the
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smartphones, both urban and rural children might be using smartphones at similar
levels. As a support of this argument, a study conducted in Turkey indicated that
parents of preschool children were allowing their children to play with smartphones
(i.e., approximately one-third of children playing with smartphones everyday); and
they were considering smartphones as a way of keeping children busy when they had
jobs to do or when children were crying or eating something. Through this positive
attitude towards smartphones in the Turkish sample, the similarity in the percentages
of having smartphones in the families might explain this non-significant difference in
urban and rural children. In sum, in addition to maternal beliefs (i.e. child
development) and parenting behaviors (i.e. autonomy support and sensitivity),

children’s activities were highly similar in urban and rural regions.

5.2 Discussion of the Findings Testing Hypothesis 2

The second hypothesis of the study argued that children living in rural regions
would show poorer performance in EF skills compared to children living in urban
regions. With this aim, EF skills of children living in urban and rural poverty were
compared; however, the results indicated that children living in urban and rural poverty
were not significantly different in their EF skills. Similar to the current study, Tine
(2014) compared the verbal and visuospatial WM of sixth-grade children living in both
low and high-income level families in urban and rural regions. She found that children
from high-income families did not differ in terms of urban and rural regions. On the
other hand, low-income rural children performed poorer in visuospatial WM, whereas
they performed better in verbal WM compared to low-income children living in urban
regions. The author argued that there was an asymmetrical weakness in children’s WM
in the rural regions; therefore, different types of poverty might be associated with
different outcomes regarding WM. Contrary to the findings provided by Tine (2014),
in the current study children performed similar in urban and rural poverty. The
different results between these studies might be resulting from the differences in the
living conditions of the countries. The study of Tine (2014) was conducted in the
United States, and the conditions might differ in the U.S. and Turkey in terms of urban
and rural poverty. Another study conducted in Chile did not find a difference in
children’s WM among urban and rural regions (Rojas-Barahona et al., 2015); which is

in line with the findings of the current study.
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In the current study, children living in urban and rural poverty showed similar
EF skills. The reason behind this unexpected finding might be resulting from the
similarities in mothers’ beliefs and parenting behaviors in urban and rural regions. As
shown in the current study, mothers’ parenting behaviors and beliefs on child
development were very similar in addition to the content of the conversations with
their children, which reflects their interactions with their children. Since parenting
behaviors are important for the development of children’s EF (Bernier et al., 2012;
Camerota & Willoughby, 2019), it is quite likely that similar parenting behaviors
would be associated with similar outcomes in children. Although many maternal
behaviors and beliefs were similar, there were some differences in urban and rural
regions. However, these differences might have balanced the effects of each other. To
illustrate, considering the content of the conversations, urban mothers were talking
more frequently about stimulating activities —which is important for children’s
development (Hughes & Devine, 2019)-, whereas, rural mothers were talking about
household chores more frequently. Therefore, it seems that rural mothers compensated
their limited opportunities for stimulation by replacing them with the opportunities
they have had. Moreover, in rural regions, mothers might be providing scaffolding for
children through verbal interactions (i.e., fabulating) to compensate the limited
opportunities for providing stimulating materials (i.e., children’s books). In both
conditions, children experience various opportunities to learn new skills, which might
result in improvements in their EF skills. Considering all these, in addition to the
similarities in mothers’ child-rearing practices, mothers were replacing the
opportunities lacking in their environment through what was available to them, which
were resulting in quite similar EF skills in children.

Additionally, children’s daily activities and living conditions might provide
another possible explanation for the similarity in children’s EF skills. Although
children in urban regions had more opportunities in their home environment and
neighborhood in the current study, children in rural regions were more engaged in
agriculture. In the literature, in addition to studies indicating the contributions of home
stimulation and neighborhood quality on children’s EF (i.e., Hughes & Devine, 2019;
Roy, McCoy, & Raver, 2014), there are studies showing that the greenness in the
environment has positive impacts on children’s EF development (i.e., Dadvand et al.,
2015). Additionally, when children’s daily activities were examined, they were quite

similar. For instance, children from both groups were playing with smartphones,
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bicycles, balls, mud, and repairing tools. It seemed that children in urban and rural
living conditions had different sources of stimulation, thereby, the nature in which
rural children live might have compensated for the lack of stimulation in their homes
and neighborhoods. Then, these different kinds of stimulation might have resulted in

similarities in their EF skills.

5.3 Discussion of the Findings Testing Hypothesis 3

The third hypothesis of the study examined whether urban and rural poverty
interacted with the poverty level of the family, parenting dimensions, home and
neighborhood quality, and children’s temperament. There were two interaction terms,
namely, interaction between urban/rural poverty and positive parenting predicting
children’s WM and set-shifting. In the backward digit span task, in urban regions,
positive parenting was associated with better performance, whereas, in rural regions,
low and high positive parenting did not differ. On the contrary, in the DCCS task, in
rural regions, high positive parenting was related to better performance, whereas, in
urban regions, low and high positive parenting had similar effects on children’s
performance. Considering these results, mothers’ positive parenting behaviors were
more important for verbal WM in urban poverty; whereas, they were more important
for children’s mental set-shifting skills in rural regions. Therefore, positive parenting
was a protective factor for different EF components in different contexts. It might be
related to children’s specific needs for support for the development of these skills in
specific contexts, and positive parenting behaviors might have supported children’s
needs for the development of these skills. For instance, in urban poverty, children
might have difficulty learning the specific abilities for the backward digit span task,
which is a complex WM task to achieve; and parents’ behaviors might be important to
support these skills. For instance, they might be helping them acquire strategies to
improve their WM. Additionally, in rural poverty, children might need support for the
development of mental set-shifting, which is a more complex EF component that
builds on other EF components (Diamond, 2013). Especially in rural poverty, children
might need more support for the development of this complex EF component to deal
with the limited opportunities in these regions (Vernon-Feagans et al., 2010). In future

studies, the interactions between mothers and children might be observed to determine
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how these interactions lead to improvements in specific performances in these specific
contexts namely rural versus urban.

Since there were no other interaction terms, the main effects of other variables
on children’s EF were examined. Firstly, children’s receptive vocabulary was
positively associated with all EF tasks. Therefore, children having improved receptive
vocabulary showed a better performance in the EF tasks. This finding is in line with
the previous studies indicating that children’s language skills (i.e., receptive
vocabulary; sentence structure) are associated with their EF skills (i.e., Daneri et al.,
2019; Gooch et al., 2016). According to Vygotsky, the speech used in conversations
among adults and children is internalized by children, and the internalization of speech
is associated with improvements in the control of children’s attention, thoughts, and
behaviors (Fox & Riconscente, 2008; Miiller & Kerns, 2015, pp. 604). Similarly, Luria
(1961) has argued that as children grow older, they can use more complex language,
which helps them coordinate their actions (Miiller & Kerns, 2015, pp. 604). Therefore,
the complexity of children’s language is helpful for children to control, plan, and
organize their behaviors in more efficient ways, and therefore, it is associated with the
manifestation of better EF skills.

Secondly, perceptual sensitivity as a temperamental characteristic of children
was positively related to children’s performance in the forward and backward digit
span tasks. Therefore, children who were sensitive to the environmental stimulations
performed better in -phonological WM. This finding is in line with previous studies
arguing that children with high perceptual sensitivity are more responsive to the verbal
or visual cues in the environment (Rothbart et al., 2001). Similar studies were
conducted within the scope of an associated construct named sensory processing
sensitivity, which is also related to sensitivity to social and environmental stimuli
(Acevedo, Aron, Pospos, & Jessen, 2018). For instance, Adams et al. (2015) examined
the association between sensory processing and EF in pre-term preschool children; and
found that problems in sensory processing were associated with the impairment in WM
and inhibition. Sensitivity to environmental cues is associated with more awareness,
calmness, and self-control (Acevedo et al., 2018); therefore, children with high
perceptual sensitivity might be more sensitive and alert to the cues and make more
efficient strategies to perform better in the EF tasks. In the current study, perceptual
sensitivity was only related to WM. A possible explanation might be related to

different dimensions of sensitivity. For instance, different subscales have been
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reported in different studies (i.e., aesthetic sensitivity, ease of excitation, low sensory
threshold) (Aron et al., 2012). Consequently, rather than the general sensitivity,
different dimensions of sensitivity might be associated with other components of EF,
and further studies might explore these associations.

Contrary to the expectations, the poverty level of the family was positively
associated with children’s scores in the forward digit span task, whereas poverty was
not related to other EF tasks. In other words, as the poverty level of the family
increased, children’s verbal WM became better. However, in the literature, studies
reported that poverty is a risk factor for children’s EF development, including WM
(i.e., Lipinaetal., 2013; Rhoades et al., 2011). Moderating mechanisms might explain
the unexpected relationship between poverty and children’s WM. For instance, Raver
et al. (2013) reported that the effects of chronic poverty (based on income-to-needs
ratio) on children’s EF was depending on the temperament of children. For instance,
highly reactive children were more sensitive to the levels of adversity, that is, they
were negatively affected in their EF skills when they experienced more financial
strains (defined as psychological strains due to material hardship). On the other hand,
less reactive children were similarly affected from low and high financial strains in
their EF skills. Therefore, children’s temperament might moderate the association
between poverty and EF; and the direction of the association might change based on
the poverty conditions. Moreover, some mediating mechanisms might explain the non-
significant relations between poverty and other EF components. For instance, in the
literature, parenting and home quality have been reported as possible mediators in this
relationship (i.e., Hackman et al., 2015). Therefore, rather than the direct association,
poverty might be related to children’s EF skills through mediator variables.

In addition to these significant results, there were some variables that were not
associated with children’s EF performance which were reported as being associated
with EF skills in the previous studies. For instance, home environment quality in terms
of stimulation and chaos was not related to children’s EF skills. In a number of studies,
stimulation (Hughes & Devine, 2019) and chaos (Hughes & Ensor, 2009) have been
reported as predictors of children’s EF. A stimulating home provides children a
learning environment to attain certain skills such as EF (Rosen et al., 2019), and
chaotic conditions lead to cognitive problems due to the overstimulation caused by the
noise and disorder in these houses (Evans, Kliewer, & Martin, 1991). However, there

are also studies reporting non-significant associations between home stimulation and
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EF. For instance, Dilworth-Bart (2012) found that home environment quality and EF
skills were not significantly associated. He argued that home quality was assessed
based on the reports of the mothers, and it was not mainly assessing the observation of
interactions of mothers with their children. Therefore, although stimulating materials
are reported as available in the home environment by mothers, it might be necessary
to observe the way that the materials in the home environment are used, and the way
that mothers interact with their children. Consequently, the presence of materials might
not mean that they are efficiently used for children to create a learning environment.
Additionally, in a study testing the mediating role of home environment quality
between SES and EF, responsivity, enrichment, and family companionship mediated
this relationship, whereas, learning materials and physical environment did not
(Sarsour et al., 2011). Therefore, rather than general stimulation, certain dimensions
of stimulation might be associated with children’s EF development. In addition to
stimulation, there are studies reporting that household chaos was not associated with
children’s inhibition and set-shifting skills (St. John & Tarullo, 2019; Micalizzi, Brick,
Flom, Ganiban, & Saudino, 2019). As St. John and Tarullo (2019) argued, household
chaos might affect children’s EF through the mediation of parenting behaviors. In the
literature, there are studies supporting this argument; that is, parenting behaviors (i.e.,
responsivity/acceptance) mediate the relations between chaos and EF (i.e., Vernon-
Feagans et al., 2016). Therefore, as a further step, the indirect effect of chaos on EF
skills might be tested.

Among the parenting dimensions, mothers’ sensitivity was not a predictor of
children’s EF skills. However, maternal sensitivity was reported as a predictor of
children’s EF in the previous studies (i.e., Bernier et al., 2012; Camerota &
Willoughby, 2019) despite few studies reporting non-significant associations (i.e.,
Rochette & Bernier, 2014). However, studies testing the effect of maternal sensitivity
on children’s EF mainly used observational measures (i.e., Camerota & Willoughby,
2019; Hackman et al., 2015). The current study evaluated mothers’ sensitivity based
on children’s reports. Therefore, differences in the findings might be derived from
different measurement methods. Moreover, the maternal sensitivity scale was used in
the current study for the first time, and its validity has not been tested previously.
Indeed, the scale was not correlated with positive parenting in the current study,
although they aimed to assess similar concepts. It might have resulted from

measurement differences since mothers’ and children’s reports might not overlap as
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reported in a number of studies (i.e., De Los Reyes, Goodman, Kliewer, & Reid-
Quinones, 2010; Korelitz & Garber, 2016). On the other hand, the validity of the scale
might be checked in further studies by including a more heterogeneous sample by
including children from other SES levels.

Moreover, neighborhood quality was not related to the EF performance of
children unexpectedly. There are studies in the literature reporting the effect of
neighborhood quality on children’s EF (i.e., Roy et al., 2014). For instance, John and
Tarullo (2019) reported that neighborhood chaos was associated with children’s WM
and inhibition. On the other hand, there are studies reporting non-significant relations
between neighborhood quality and EF (i.e., Beaver, Wright, & Delisi, 2007). For
instance, Hackman et al. (2014) found that concentrated neighborhood disadvantage
was not related to children’s WM. The non-significant association between
neighborhood quality and children’s EF might be explained via mediator variables.
Rather than the direct association, neighborhood quality might affect children’s EF
through mediator variables such as home stimulation and parenting quality. For
instance, Kohen et al. (2008) reported that neighborhood cohesion was not directly
associated with child outcomes (i.e., behavior problems, verbal ability); rather, it was
indirectly related to child outcomes through maternal depression and parenting quality.
Therefore, as a further step, the indirect association between neighborhood quality and
children’s EF might be tested.

Additionally, children’s anger/frustration temperament was not associated with
their EF skills. In the literature, certain temperament dimensions have been studied in
relation to EF. For instance, in a study (Morasch & Bell, 2011), children’s high
inhibitory control temperament was positively associated with children’s inhibition
(EF). On the other hand, there are studies reporting non-significant associations. For
instance, Ursache et al. (2013) reported that children’s emotional reactivity
temperament was not related to children’s EF; it was only related to EF through the
moderation of children’s regulatory skills. Rather than testing anger/frustration as a
predictor, it might be tested as a moderator variable in order to examine whether this
temperament makes children more susceptible to certain environmental contexts in
further studies.

Children’s age and the duration that children attended kindergarten were
controlled in the analyses since they might be confounding variables affecting

children’s EF. Firstly, children’s age was positively associated with all EF tasks except
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forward digit span task. Since children’s EF development develops starting from early
childhood until adulthood (i.e., Zelazo & Miiller, 2002), it is expected that as children
grow older, they become more proficient in their EF skills. Unexpectedly, children’s
age was not related to children’s performance in the forward digit span task. Diamond
(2013) reported that the forward digit span task is mainly used to assess short-term
memory and requires the participant to hold information in mind; whereas, the
backward digit span task is a measure of WM since it requires both holding the
information in mind and manipulating that information. Studies also showed that the
backward digit span task is more difficult than the forward version (i.e., Kessels, van
den Berg, Ruis, & Brands, 2008). Moreover, as mentioned earlier, short-term memory
develops earlier than the WM (Diamond, 2013); therefore, children might have gained
enough skills for the performance in short-term memory in this age group resulting in
a non-significant association between children’s age and forward digit span task
performance.

Secondly, attending kindergarten was positively related to children’s
performance in Corsi block tapping and backward digit span tasks. There are studies
reporting the positive effects of schooling on children’s EF development (i.e., Ponitz
et al., 2009). In kindergartens, children engage in stimulating activies (La Paro et al.,
2009); these activities might improve their EF skills. Moreover, it was reported that
the quality of kindergarten is more advantageous for children from low and middle-
income families (Schulting, Malone, & Dodge, 2005). Therefore, it might be expected
that children might have benefited from the stimulating environment of the
kindergartens in the current sample. Since it was a predictor of only the Corsi block
tapping task and backward digit span task, the nature of the activities in the
kindergarten might be supporting the WM skills of children rather than the other
components. In further studies, the quality of the activities in the kindergartens might
be examined in detail, and their associations with specific EF components might be
identified.

Considering the results, it might be argued that environmental factors also
contribute to the development of EF skills which are highly heritable (Friedman et al.,
2016). For instance, positive parenting behaviors were important for children’s certain
EF skills in different contexts. As argued by the experiential canalization (Gottlieb,
1997), biological and environmental factors interact predicting children’s

developmental outcomes. Moreover, in this theory, it is argued that there are
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alternative sources of stimulation in the contexts which are considered as adverse
conditions; and these alternative sources shape children’s development (Blair & Raver,
2012a). Considering the findings of the current study, the similarity of rural children’s
EF skills to the urban children might be explained via the alternative stimulations in
these environments such as being involved in household chores and engaging in

agricultural activities.

5.4 Contributions and Strengths of the Study

In the literature, there are studies examining the effect of poverty on children’s
EF development (i.e., Lipina et al., 2013; Rhoades et al., 2011); and they reported that
poverty is a risk factor for children’s EF. However, the roles of urban and rural poverty
might be different, and there are few studies comparing urban and rural poverty in
terms of children’s EF development (i.e., Rojas-Barahona et al., 2015; Tine, 2014).
However, these studies compared only certain dimensions of EF (i.e., WM; Tine,
2014) and reported contradictory findings. Therefore, the current study compared
WM, inhibition, and mental set shifting dimensions of EF in urban and rural poverty
and including all these dimensions was an important contribution of the study.
Moreover, rather than using scales, children’s EF was tested via observational tasks,
and this is an important strength of the current study. Moreover, to our knowledge,
there is no study conducted in Turkey comparing the roles of urban and rural poverty
on children’s EF development. Therefore, the current study contributed to the research
in Turkish literature. Additionally, the data were collected from two metropolitan
cities, which might be considered as a strength of the study. Moreover, the moderator
role of urban-rural poverty has been tested in the current study. To our knowledge, this
is the first study that tested urban-rural poverty as a moderator predicting children’s
EF.

Additionally, the current study compared the living conditions, parenting
quality, mothers’ beliefs on child development, and conversations with their children
in urban and rural regions. Studies conducted in Turkey are limited comparing these
concepts (i.e., Nacak et al., 2011). Therefore, the comparisons provided by the current
study might be used to explain the differences in child outcomes in urban and rural
poverty. Determining the similarities and differences in these regions might be

beneficial for understanding their manifestations on children’s development in future
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studies. Therefore, the description of urban and rural poverty is another important
contribution of the current study.

5.5 Limitations of the Study

The findings of the study should be evaluated considering several limitations.
First, the data were collected from two cities in Turkey, and this restricts the
generalizability of the findings to the population in Turkey. Secondly, since data were
collected from Ankara and Mersin, which were metropolitan cities, children’s
performances might be different in smaller cities. Therefore, the findings should be
evaluated with caution to understand the urban and rural differences in Turkey.
Thirdly, the data were collected from children who were attending kindergarten. As
the results have indicated, the duration of attending kindergarten was positively
associated with children’s EF. Therefore, attending kindergarten created a
confounding variable for the results, and the nature of the sample is an important
limitation of the study, although it was controlled in the analyses. Additionally, parents
who send their children to kindergartens might put more emphasis on their children’s
education considering that many children do not attend kindergartens. Therefore, the
sample might be biased, and in further studies, children who were not attending
kindergarten should be included.

Fourthly, the scales assessing poverty, home and neighborhood quality,
parenting, children’s temperament, and children’s EF problems were completed via
mothers’ reports. Mothers might have completed the scales to show their behaviors as
better than their actual behaviors due to social desirability bias. Moreover, their
introspective abilities might be limited to evaluate their behaviors correctly, although
they do not have social desirability bias. Fifthly, since the sample was a poverty
sample, mothers had low education levels. Therefore, it is difficult to ensure that all
mothers understood the items in the scales as correctly. Additionally, the maternal
sensitivity scale was developed for the current study considering previous scales, and
the validity study of the scale was not conducted. In further studies, the validity of the
scale should be checked. Additionally, an important limitation of the study is the lack
of assessments regarding genetic transmission of EF skills. For instance, parents’ EF
skills were not included in the current study. Therefore, it is difficult to infer about the

heritability of children’s EF skills. Lastly, the design of the study was cross-sectional.
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Therefore, longitudinal studies are needed to clarify the directions of associations and

the effects of poverty on children’s EF in the long run.

5.6 Implications and Future Suggestions

Despite the limitations, the current study has some implications and
suggestions for later research. For instance, the findings of the study might be utilized
for the development of intervention programs. The findings revealed that attending
kindergarten and receptive vocabulary were predictors of children’s EF. Therefore,
since children living in poverty are at risk for the development of EF (i.e., Lipina et
al., 2013), their families might be encouraged to send their children to kindergartens.
Moreover, intervention programs might be designed to improve children’s vocabulary
to support their EF development. In this respect, families might be encouraged to read
books to their children, or book reading activities might be included more frequently
in the kindergarten curriculum. Moreover, since positive parenting was important for
specific EF components in specific contexts, interventions might focus on improving
mothers’ positive parenting behaviors.

The findings of the current study might also be used to design further studies.
For instance, samples from different regions of Turkey might be included and
compared in terms of urban-rural differences. In this way, specific contextual factors
and regional differences that affect children’s EF might be determined. Moreover, in
addition to the direct effects of contextual and child-related factors, the associations
among the concepts might be tested via a comprehensive model including the direct

and indirect associations.

5.7 Conclusion

The current study indicated that urban and rural regions differ in certain
domains such as poverty (income-to-needs ratio, fathers’ education level, and food
insecurity), home stimulation, neighborhood quality (i.e., support from neighbors,
neighborhood stress), and mothers’ expectations for children’s educational attainment.
On the other hand, in addition to the similarity in mothers’ parenting behaviors, the
most commonly reported themes were similar for urban and rural mothers in terms of

the content of their conversations with their children and mothers’ beliefs about child
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development. When children’s EF was compared, children living in urban and rural
poverty were not different in their EF skills. Finally, the predictors of EF were
examined; and the results showed that children’s age, the duration of attending
kindergarten, receptive vocabulary, and children’s perceptual sensitivity were
associated with children’s EF. Additionally, urban-rural poverty interacted with
mothers’ positive parenting behaviors predicting children’s verbal WM and mental
set-shifting skills. Consequently, the current study described the urban and rural
poverty differences in terms of living conditions, parenting, and children’s EF, in
addition to exploring the predictors of EF in urban and rural poverty in a Turkish
sample.
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C. DEMOGRAPHIC INFORMATION FORM (PILOT STUDY)
Demografik Bilgi Formu

ANNE icin

BABA i¢in

Yast:

[0  Okuma-yazma bilmiyor [0 Okuma-yazma bilmiyor
[0 Okuma yazma biliyor [0 Okuma yazma biliyor
[ llkokul [ llkokul
Egitim durumu: [1  Ortaokul [0 Ortaokul
[0 Lise [0 Lise
(1 On Lisans [0 On Lisans
[ Lisans [l Lisans
Meslegi:
COCUKLAR i¢in

Cocugunuzun yasi:

Toplam ka¢ ¢gocugunuz var?

Yaslar1 nelerdir?
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D. HOME ENVIRONMENT INTERVIEW (PILOT STUDY)

Ev Ortam Goriismesi
1) Cocugunuz bir giin boyunca nasil vakit geciriyor? Giin boyunca neler yapiyor?
2) Cocugunuz nelerle, nerede ve kiminle oynuyor?

3) Cocugunuzla hangi konular hakkinda konusuyorsunuz? Cocugunuz size neler

soruyor?
4) Cocugunuzun giin boyunca yaptig1 seyler hafta i¢i ve hafta sonu fark ediyor mu?

5) Cocugunuzun giin boyunca yaptigi seyler yazin ve kisin fark ediyor mu?
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E. DEMOGRAPHIC INFORMATION FORM

DEMOGRAFIK BILGi FORMU

ANNE icin
Yas1
[0 Okuma-yazma bilmiyor
[0 Okuma yazma biliyor
) Tlkokul
Egitim durumu [0 Ortaokul
O Lise
77 On Lisans
] Universite (Lisans)
Meslegi
[J Koy
Bugiine kadar en uzun yasadiginiz yer nasil bir j g:;sba
erdi?
Y [ Biiyiik sehir merkezi
[ Yurt dis1
Su an yasadiginiz yerin ad1
[l Evli ve birlikte yasiyor
Medeni haliniz O Ev.h ama esinden ayr1 yasiyor
[J  Esinden ayrilmis
[J  Esini kaybetmis
BABA i¢in
Yasi
[1  Okuma-yazma bilmiyor
(1 Okuma yazma biliyor
0 llkokul
Egitim durumu [0 Ortaokul
O Lise
0 On Lisans
[l Universite (Lisans)
Meslegi
[J Koy
Bugiine kadar en uzun yasadig1 yer nasil bir g SK:}?iba
erdi?
y [ Bilyiik sehir merkezi
[ Yurt dist

Ailenizin toplam
aylik geliri (Bu
boliimii liitfen bos
birakmaymniz)

Toplam Ayhk Gelir:

.......................................... TL




COCUKLAR ic¢in

Toplam ka¢ gocugunuz var? .................oeeenene.

Yast Cinsiyeti Yast Cinsiyeti
1. Cocuk
4. Cocuk
2. Cocuk
5. Cocuk
3. Cocuk
6. Cocuk
HANE GELIR - GIDER ANKETI
Evinizde toplam kag kisi yastyor?
0 Hayrr
Siz ve esiniz diginda evinizde para kazanmak amaciyla | (]  Evet ise
calisan biri var m1? Aile biit¢enize aylik katkisi nedir?
..................................... TL
[J  Hayrr
. . . [ Evetise
?
Oturdugunuz ev size mi ait? Aylik kiraniz ne kadar?
........................ TL
Herhangi bir kurum/kurulus ya da vakiftan para, gida, 1 Evet
kiyafet veya yakacak yardimi aliyor musunuz? -l Hayir
Memleketinizden, akrabalarmizdan ya da [J Evet
komsularinizdan para, gida, kiyafet veya yakacak [l Hayir

yardimt aliyor musunuz?

Asagida listelenen esyalar igin “sahibiz” ya da “sahip degiliz” segeneklerinden birini

isaretleyin.

Sahibiz

Sahip degiliz

Televizyon

Plazma televizyon

Tablet

Bilgisayar

Internet baglantist

Araba

Buzdolabi

Camagir makinesi

Bulagik makinesi

Mikro dalga firin

Kalorifer

Akill1 telefon

0O  Evet
[J  Hayrr

Faize kalmisg kredi kart1 borcunuz
var m1?




F. FOOD INSECURITY INDEX

GIDA GUVENCESI ENDEKSI

Asagidaki sorulari son 1 yil1 diisiinerek cevaplayin.

patates, makarna gibi)?

1. Yemek yapacak malzeme (mesela sebze, et gibi) almak i¢in hi¢ ailenizin []  Evet
parasinin bittigi oldu mu? [J Hayir
2. Yeterli yiyecek alacak paraniz olmadigi i¢in, siz ya da evinizdeki bir bagka [ Evet
yetiskinin, hi¢ doyacak kadar yemek yiyemedigi oldu mu? [J Hayir
3. Yeterli yiyecek alacak paraniz olmadigi i¢in, gocugunuz ya da ] Evet
¢ocuklarinizin, hi¢ doyacak kadar yemek yiyemedigi oldu mu? [J Hayrr
4. Evde yiyecek bir sey olmadig: i¢in, cocugunuz ya da ¢ocuklariniz hig ag [l Evet
olduklarini soyledi mi? [l Haywr
5. Yiyecek alacak yeterli paraniz olmadigi i¢in, gocugunuz ya da ¢ocuklariniz ] Evet
hi¢ a¢ olarak yataga gitti mi? [J Hayr
6. Yeterli yiyecek alacak paraniz olmadigi i¢in, hi¢ gocugunuzun ya da

cocuklarinizin yemeklerinin boyutunu kiigiilttiiniiz mii ya da ¢ocuklariniz - B
6glin atladi m? - Hayr
7. Yeterli yiyecek alacak paraniz olmadigi icin, siz ya da evinizdeki bir bagka 0 Evet
yetiskin, hi¢ yemeginin boyutunu kii¢iilttii mii ya da 6giin atlad1 m1? [l Hayir
8. Yemek yapacak malzeme almak i¢in ¢ok az paraniz kaldigindan, ailenizi C Evet
doyurmak i¢in, hi¢ simirli sayida malzemeyi uzun siire kullandiniz m1 (mesela 0 Hayr




G. HOME ENVIRONMENT QUESTIONNAIRE

Ev Ortam Anketi

1. Cocugunuzun ayni evde yasadigi kag tane kardesi
(iivey kardesleri de dahil) var? (Toplam kardes sayisini
yazin)

Kardes sayisi

2. Siz ya da bir baskasi ¢cocugunuza hikaye okur mu? [ Yilda birkag kez
)  Evet [l Ayda birkag kez
Ne siklikla okur? ) Haywr | [ Haftada bir kez
[l Haftada en az 3 kez
[J  Her giin
[] Glinde bir¢ok kez
3. Cocugunuzun kendisine ait ¢ocuk kitabr var mi1? [ Evet [1 10 yada daha fazla
[J Hayr [J 3-9arasi
Yaklagik kag tane var? [ 1yada2
4. Cocugunuzun sayilari, renkleri, sekilleri, meslekleri 0 Bir
Ogreten oyunlari/oyuncaklart var mi? 1 Evet 0 ik
[0 Hayrr 0 Ug
Yaklasik kag¢ tane var? 7] Dért ya da daha
fazla
5. Cocugunuzun hi¢ yapbozu var ni? [l Evet
[J  Hayr
6. Cocugunuzun bloklar, legolar, oyun hamuru gibi [l Evet
oyuncaklar1 var m? [l Hayrr
7. Cocugunuzun el becerilerini destekleyen oyunlari ve (] Evet
oyuncaklari var mi? (ipe dizmek i¢in boncuk, kiigiik [l Hayr
bloklar, oyuncak bebege giydirmek i¢in giysiler, vb.)
8. Cocugunuzun kullanabilecegi boya, tebesir veya (] Evet
kalem gibi malzemeleri var m1? [J  Hayrr
9. Cocuk diginda aile iiyelerinin okuyabilecegi (] Evet
kitaplariniz var m1? [J  Hayrr
.................. tane
Yaklasik kag tane var? Kitap
BT . et
10. Ailenizin diizenli olarak aldigi dergi var m1? [ Bir
1 Evet O ki
Yaklasik kag tane var? ] Hayir 0 Ue
[J Dort ya da daha
fazla
11. Cocugunuz bilgisayar, tablet ya da telefondan gocuk | [1 Evet [J Her giin
sarkilari, hikayeler, masallar dinler mi? O Hayir [0 Haftada birkag kez
[J  Ayda birkac kez
[1 Yilda birkag kez
12. Cocugunuz, televizyon, bilgisayar ya da telefondan []  Evet
¢ocuklara yonelik ¢izgi filmler ya da programlar izler [0 Hayir
mi?
13. Evde, siz ya da bir baskas1 ¢ocugunuzun rakamlari, ] Evet
sayilar1 6grenmesine yardim eder mi? [J  Hayrr
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14. Evde, siz ya da bir bagkas1 ¢ocugunuzun harfleri [ Evet
O0grenmesine yardim eder mi? 0 Hayir
15. Evde, siz ya da bir baskasi cocugunuzun renkleri (] Evet
O0grenmesine yardim eder mi? 0 Hayir
16. Evde, siz ya da bir bagkas1 ¢ocugunuzun sekilleri (] Evet
(kare, licgen, yuvarlak gibi) ve biiytikliikleri (biiytik- 0 Hayr
kiiciik, az-¢ok, uzun-kisa gibi) 6grenmesine yardim eder
mi?
17. Cocugunuza sarki, siir veya tekerleme 6grenmesi i¢in | [1  Evet, her firsatta
yardimct1 olur musunuz? [l Evet, arada sirada
[]  Hayir, pek ugrasmiyorum
18. Cocugunuza bir yeri ya da bir seyi tarif edebilmesi [  Evet, her firsatta
i¢in altinda, Uistiinde, yaninda, arkasinda, daha biiyiik, 00 Evet, arada sirada
daha kiigiik gibi terimleri dgretir misiniz? ] Hayr, pek ugrasmiyorum
19. Siz ya da bagka bir aile liyesi gocugunuzu disariya [J  Yilda birkag kez ya
cikarma firsat1 bulur mu? Ornegin, alis-verise, parka, [] Evet da daha az
piknige, araba gezintisine vb. '] Hayir [l Ayda yaklagik bir
kez
Yaklasik ne siklikla ¢ocugunuzu disariya ¢ikarirsiniz? [l Ayda yaklasik iki
ya da ii¢ kez
[] Haftada birkag kez
[1  Yaklasik giinde bir
kez
20. Cocugunuz kendi yasindaki ¢ocuklarla [J  Evet, sik sik
oynayabilecegi bir yerlere gider mi? (Cocuk parkina [0 Evet, arada sirada
gitmek, sokakta oyun oynamak gibi) T Evet, nadiren
[J Hayrr
21. Gegtigimiz y1l igerisinde siz ya da bagka bir aile [0 Biryadaiki kez
tiyesi cocugunuzu herhangi bir ¢ocuk, bilim, sanat, tarih (1 Evet [ Birkag kez
miizesine ya da bagka bir miizeye gotiirdii mii? | Hayrr ] Yaklasik ayda bir
kez
Yaklasik kag kere gotiirdii? ] Yaklasik haftada
bir kez ya da daha
sik
22. Gegtigimiz y1l icersinde siz ya da baska bir aile liyesi, [l Biryadaiki kez
¢ocugunuzu festival, sergi, tarihi yerler, panayir, kermes, | [] Evet [l Birkag kez
senlik gibi kiiltiirel etkinliklere ya da baska herhangi bir [l Hayrr 7] Yaklasik ayda bir
kiltiirel etkinlige gotiirdii mii? kez
[]  Yaklagik haftada
Yaklasik ka¢ kere gotiirdii? bir kez ya da daha
sik
23. Gegtigimiz yil iginde ¢ocugunuzla birlikte, bagka bir | 71 Evet, birkac kez
yere (kdy, kasaba, yayla ya da baska bir sehir) gezmeye [1 Evet, bir kez
glttlnlz mi? 0 Hay]r
24. Gegtigimiz y1l i¢inde, gocugunuz dini aktivitelere [J  Yaklasik haftada
(camiye, kiliseye ya da sinagoga gitmek vb.) katildi mi1? | O Evet bir kez
[0  Hayir [l Enazayda bir kez
Yaklasik ne siklikla katildi1? [0 Yilda bir kac kez
25. Son bir ay igerisinde, ¢ocugunuzu sadece onun [J  Evet
hosuna gidecegi diisiincesi ile bir yerlere gotiirdiiniiz [0 Hayir

mi?

Yaklasik kag kere gotiirdiiniiz?
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26. Siradan bir giinde, cocugunuz, evde ya da evinizin
disinda bir yerde (6rnegin bakicisinda), ne kadar siire

televizyon izler? (saat olarak yazin) | e saat
27. Kahvalt1 ya da 6gle yemeginde ¢ocugun kendi [l Evet
isteklerini dile getirmesine izin verir misiniz? (Ornegin, [ Hayrr
kahvaltida recel-ekmek yemek istiyorum gibi)
28. Cocugunuz giinde en az bir 6glin yemegi babasi, siz [ Evet
ve varsa kardesleriyle birlikte yer mi? [ Hayrr
29. Cocugunuzun yaptigi resim, boyama, yapistirma ya [ Evet
da proje gibi faaliyetlerini evinizin bir yerine koyar ] Hayr
misiniz?
30. Cocuklar bazen uslu davranirlar, bazen de [J  Evet
davranmazlar. Gegtigimiz hafta igerisinde, cocugunuz [ Hayrr
sizi kizdirdiginda, ona hi¢ vurdugunuz oldu mu?
Eger olduysa yaklasik ka¢ kez oldu? 1, kez
31. Cocugunuzun kullanabildigi bir tableti var m1? [l Evet
[J Hayrr
Evet ise, glinde yaklasik kag saat tablet ile oynar?
............................... saat
32. Cocugunuz, size ait telefonlar ile oynar m1? [] Evet
[J Hayrr
Evet ise, giinde yaklasik kag saat telefon ile oynar?
............................... saat

33. Cocugunuz agagidakilerden hangileri ile oynar? (Birden fazla secebilirsiniz)

Bisiklet

Top

Toprak/Camur

Hayvanlar

Tarlada sebzelerle

Tarim/tamir aletleriyle (kazma, ¢ekic gibi)

Oooogog

Sokakta arkadaslari ile
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H. CONFUSION, HUBBUB, AND ORDER SCALE (CHAOQOS)

EVIiM NASIL?

Ev ortaminiz ile ilgili olarak sizin goriis, duygu ve diisiincenize en uygun olan

secenegi “Hi¢c Dogru Degil”den “Cok Dogruya giden 1 ile 4 arasindaki uygun

gordiigliniiz rakami daire i¢ine alarak belirtiniz.

olacagi bellidir.

HVIG P%k o Cok
Dogru | Dogru | Dogru Dosr
Degil | Degil gru
1. Evimizde kargasa ve daginiklik ¢ok az olur. 1 2 3 4
2. Evde aradigimiz bir seyi genellikle bulabiliriz. 1 2 3 4
3. Neredeyse her zaman bir telas i¢indeyizdir. 1 2 3 4
4. Evimizde genellikle her sey yerli yerindedir. 1 2 3 4
5. Ne kadar ugrasirsak ugrasalim, genellikle hep geg¢ kaliriz. 1 2 3 4
6. Evimizde her zaman her sey altiist olur. 1 2 3 4
7. Evde birbirimizin soziinii kesmeden konusabiliriz. 1 2 3 4
8. Evimizde giiriiltii patirt1 eksik olmaz. 1 2 3 4
9. Ailecek ne planlarsak planlayalim, genelde
: . 1 2 3 4

gerceklestiremeyiz.
10. Bizim evde giiriiltiiden kendi sesini bile duyamazsin. 1 2 3 4
11. Siklikla, evde bagkalarinin yaptigi tartismalar igine ben

e 1 2 3 4
de cekilirim.
12. Evimiz kafa dinlemek igin iyi bir yerdir. 1 2 3 4
13. Evimizde telefon konusmasi bitmek tiikenmek bilmez. 1 2 3 4
14. Evimizde ortam sakindir. 1 2 3 4
15. Evimizde diizenli bir rutin vardir. Giine baslarken ne 1 5 3 4
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I. NEIGHBORHOOD QUALITY

MAHALLE OLCEGI
1. Asagida yazili olan bir dizi mahalle 6zelliginin, sizin mahalleniz i¢in ne kadar
dogru ne kadar yanlis oldugunu “Cok dogru”, “Dogru”, “Yanlig” veya “Tamamen

yanlis” siklarindan birini secerek isaretleyiniz.

Hic Pek

Dogru | Dogru | Dogru D((:)?l:u

Degil | Degil g
1. Mahallemizde evler diizgiin 1 2 3 4
2. Mahallemiz giivenli 1 2 3 4
3. Mahallemiz ¢ocuklarin disarida oynamasi i¢in giivenli 1 2 3 4
4. Mahallemizde ¢ocugumun arkadag ¢evresi var 1 2 3 4
5. Mahallemiz akrabalarin/tanidiklarin oturdugu yerlere
yakin 1 2 3 4
6. Mahallemizde herkes ayn1 kdyden/bdlgeden 1 5 3 4
7. Mahallemizde ¢ocuklarin 6rnek alabilecegi yetiskinler
var 1 2 3 4
8. Mahallemiz temiz, bakimli 1 9 3 4
9. Mahallemiz sessiz / sakin 1 5 3 4
11. Mahallemizde oturan insanlardan memnun degilim 1 5 3 4
12. Mahallemiz pahali 1 5 3 4
13. Mahallemizde yasayanlar birbirlerinden ¢ok farkli 1 5 3 4

2. Mahallenizde yasayan kisiler arasindaki yakinlik ve yardimlagma ile ilgili

ctimleler i¢in “Cok dogru”, “Dogru”, “Yanlis” veya “Tamamen yanlis” siklarindan

birini isaretleyiniz.

Hic Pek Dogru | Cok
Dogru | Dogru Dogru
Degil Degil

1. Mahalledeki sorunlar i¢in mahalleli bir araya gelir.

2. Bir sorunum oldugunda mahalleli yardimc1 olur.

3. Acil olarak bir miktar paraya ihtiyacim olsa,
mahallede yasayan birilerinden borg isteyebilirim.
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4. Bir yere gitmem gerekse, mahallede birisinden
¢ocuguma bakmasini isteyebilirim.

5. Cocugumun bir sorunu oldugunda, mahallede
birisiyle paylasip dertlesebilirim.

6. Hasta olsam, mahalleden birileri bana yardim eder.

7. Banka, hastane ya da devlet dairesi gibi yerlere
gitmem gerekse mahalleden birisi yardimci olabilir

3. Mahallenizde asagida sayacagim imkanlardan hangilerinin olup olmadigini
sOyleyebilir misiniz? Bu imkanlarin her birisi i¢in “Yok”, “Var ama yetersiz”, “Emin
degilim”, veya “Var ve yeterli” siklarindan birini liitfen se¢in.

Yok Var A”."'a Var ve Yeterli
Yetersiz

—
[EEN

. Oyun parklari

. Spor alanlari

[EEN N

. Aligveris merkezi/market

. Polis merkezi/Karakol

. Saglik merkezi/Klinik/Hastane

. [lkdgretim Okulu

. Kres/yuva

. Kurslar

O |00 | 9| O | | bW [N

. Halk egitim merkezi

WlWwWwWlw|lw | w|w|w | w| w

2
2
2
2
2
2
2
2
2
2

[ I e I I e S

10. Kiiltiir Merkezi

Asagida yazan ve mahallenizde size stres yaratabilecek olaylarin olup olmadigini
isaretler misiniz?

Yok Var
1. Fiziksel kavga 1 2
2. Standartlarin altinda yasama kosullari 1 2
(6rnegin mahallede siireki patlayan su borusu)
3. Hijyenik/temiz olmayan yasam kosullar 1 2
(6rnegin bocek kaplamasi/ istilasi)
4. Giiriilti
5. Asir1 kalabaliklik/ evlerin kalabaliklig1 1

Burada belirtilmemis olup mahallenizde olan ve size stres yaratan/huzurunuzu
kaciran bagka olaylar var m1?

Evet Hayr

Cevabiniz evetse neler oldugunu buraya yazar misiniz?
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J. LIVING CONDITIONS IN RURAL REGIONS

KOY YASAMI OLCEGI

Koyliniize en yakin yerlesim birimi nasil bir yer?
[1 Koy
[] Kasaba
L1 Tlge
L1

Koyliniize toplu tasima (otobiis/dolmus) ile ulasim saglaniyor mu?
[] Evet
(1 Hayir

Kdyiiniize toplu tasima ile ulasiliyorsa, ne kadar siklikla ulasiliyor?
[] Giinde 1-2 kez
[] Giinde 3 ve fazla
[0 Haftada birkac kez
[1 Haftada bir kez
L] Diger...oovoiieiieiieieeiee

Ne kadar siklikla sehir merkezine gidiyorsunuz? (aligveris veya baska ihtiyaglarinizi karsilamak icin)
Haftada birkag kez

Haftada bir kez

Ayda bir kez

Yilda birka¢ kez

Yilda bir kez

Hig

oooogo

Cocugunuz ne kadar siklikla sehir merkezine gidiyorsunuz?
Haftada birka¢ kez

Haftada bir kez

Ayda bir kez

Yilda birkag¢ kez

Yilda bir kez

Hig

oooogno

Koyiiniizde ihtiyaglarinizi karsilayabileceginiz market var m1?
[] Hig yok
[ Bir tane var
[1 Birden fazla var

125



K. PARENTING QUALITY

EBEVEYNLIK OLCEGI

Hicbir | Cok Bazen Cogu Her
Zzaman seyrek Zaman | zaman
1. Cocugumu bir seyleri kendi bagina yapmast 1 ) 3 4 5
konusunda cesaretlendiririm.
2. Cocugum bana bir sey anlatirken soziinii 1 ) 3 4 5
kesmeden dinlerim.
3. Cocugumun duygularini serbestce ifade 1 ) 3 4 5
etmesine izin veririm.
4. Cocuguma yaptig1 seyin énemli oldugunu 1 ) 3 4 5
hissettiririm.
5. Ebeveynlik konusunda bir yanlig yaptigimda 1 ) 3 4 5
¢ocugumdan 6ziir dilerim.
3 - Kisisel oorisleri SSteririm.

Cocugumun kisisel goriislerine saygi gosteririm 1 ) 3 4 5
7. Cocugumun iyi ve koti davranisi karsisinda 1 ) 3 4 5
neler hissettigimi ona agiklarim.

8. Cocugumun kendi basina becerebilecegi seyleri
d AN 1 2 3 4 5
enemesi i¢in ona firsat tanirim.
9. Cocugumun kendine 6zgii bir bakis agis1 1 ) 3 4 g
oldugunu kabul ederim.
10. 5 i ini
Cocuguma bir sey alirken onun da fikrini 1 ) 3 4 5
alirim.
11. Cocuguma bagimsiz olmayi 6grenmesi 1 ) 3 4 5
konusunda yardimci olurum.
12. Cocugumun biiyiidiik¢e yeni seyler denemeyi
N O 1 2 3 4 5
gbze almasi gerektigine inanirim.
13. Cocuguma, davraniglarinin sonuglarini
aciklarim. 1 2 3 4 5
14. Cocuguma baz1 seylerin neden gerekli
3 1 2 3 4 5
oldugunu agiklamaya caligirim.
15. Cocuguma, kurallara neden uymasi gerektigini 1 ) 3 4 5
aciklarim.
16. Cocuguma, neden cezalandirildigini veya 1 ) 3 4 5
kisitlandigini agiklarim.
17. g kurall denini agikl .
Cocuguma, kurallarin nedenini agiklarim 1 ’ 3 4 g
18. Cocugum yanlis davrandig1 zaman, onunla
mantikli bir sekilde konusur ve olayin {izerinden 1 2 3 4 5

gegerim.
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L. MATERNAL SENSITIVITY SCALE

Algilanan Anne Duyarhhg Olgegi

“Simdi sana annelerin ¢ocuklarina nasil davrandiklariyla ilgili bazi ciimleler
okuyacagim. Annenin bu davraniglar1 yapip yapmadigini “Evet/Hayir” diyerek
cevaplamant istiyorum.”

Evet,
Hayir Evet, Her
Bazen
Zaman

1. Bir seyi yapmakta zorlandiginda —mesela yapboz oynarken,
hamurdan sekil yaparken, lego oynarken-, annen sana yardim eder 0 1 2
mi?
2. Yardima ihtiyacin oldugunda, annen sana “yardim ister misin” diye 0 1 )
sorar mi1?
3. Bir seyi yapmak istemediginde, annen, yapman i¢in 1srar eder mi 0 1 )
(seni zorlar m1)?
4. Oyun oynarken, annen sana oyunu nasil oynaman gerektigini 0 1 )
sOyler mi? Mesela “6yle oynama, bdyle oyna” der mi?
5. Annene bir sey anlatirken, senin anlattiklarini dinler mi? 0 1 )
6. Annene soru sordugunda, sorunu cevaplar mi1? 0 1 5
7. Annen, seninle oynamaktan hoglanir n1? 0 1 )
8. Yeni bir sey gordiigiiniizde, annen “bak ne giizel, 0 1 )
oynamak/denemek ister misin” diye sorar m1?
9. Korktugunda, agladiginda, diistiigiinde, annen seninle hemen 0 1 )
ilgilenir mi?
10. Annene soru sordugunda, “sen kiigiiksiin, anlamazsin” der mi? 0 1 5
11. Bir seyi yapamadiginda, annen sana kizar mi? 0 1 )
12. Yemegini bitiremedigin zaman, annen, yemegini bitirmen seni 0 1 )
i¢in zorlar m?
13. Annen, sana “ne oynamak istersin, nereye gitmek istersin, ne

. . s 0 1 2
yemek/giymek istersin” diye sorar mi?
14. Annen, senin hakkinda giizel seyler sdyler mi? 0 1 5
15. Bir seyi yapmakta zorlandiginda, annen sana farkli bir sekilde 0 1 )
denemeni soyler mi?
16. Sen oynarken, annen senin yakinlarinda olur mu? 0 1 5
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M. MATERNAL BELIEFS

a) Cocugunuzun ne kadar siire egitimine devam edecegini diisliniiyorsunuz?
[ ilkokul

Ortaokul

Lise

On Lisans

Universite (Lisans)

(0 O 0 O O

Lisanststi

b) Sizce bir ¢ocugun gelismesi ve biiylimesi i¢in neler gereklidir?

€) Cocugunuzla hangi konular hakkinda konusursunuz? Cocugunuz size neler
sorar?
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N. CHILDREN’S TEMPERAMENTAL CHARACTERISTICS

Cocuk Davrams Anketi
Asagida ¢ocuklarin birtakim durumlar karsisinda gosterdigi davraniglarin listesi
verilmigtir. Liitfen bu ifadeler i¢in ¢ocugunuzun son “6 ay”ini1 diisiinerek o davranisi
ne siklikta yaptigini isaretleyiniz.

Hicbir | Cok Bazen Cogu Her
Zzaman seyrek Zzaman | zaman
1. Yataga gitmesi soylendiginde 6fkelenir. 1 2 3 4 5
2. Oturma odasindaki yeni esyalar1 hemen fark
1 2 3 4 5
eder.
3. Dokundugu nesnenin piiriizsiiz ya da piiriizlii
£ P Y P 1 2 3 4 5
oldugunu fark eder.
4. Insanlarin yiiz dzelliklerindeki farkliliklar
hakkinda genellikle yorum yapmaz (burun ya da 1 2 3 4 5
kulagin biiyiikliigii, dislerin bozuklugu).
5. Oynamak istedigi bir seyi bulamayinca
Y £ Y Y 1 2 3 4 5
ofkelenir.
6. Biraz elestirildiginde bile ¢ilgina doner. 1 2 3 4 5
7. Anne ya da babas1 goriinligiinde bir degisiklik
Y £ ; & 1 2 3 4 5
yaptiginda fark edip soyler.
8. Bir sey yapmasina izin verilmediginde
sy yap o £ 1 2 3 4 5
engellenmis hisseder ve sinirlenir.
9. Algak sesleri bile dinler goriiniir (6rnegin; bir
1 2 3 4 5
fisilt1 oldugunda dikkatini verir ve dinler).
10. Istedigini almadiginda dfke krizine girer. 1 2 3 4 5
11. Anne veya babasi yeni bir kiyafet giydiginde
Y y yatet grydig 1 5 3 4 5
fark eder.
12. Anne ve babasinin dig goriiniislerindeki
1 2 3 4 5
degisiklikleri genellikle fark etmez.
13. Diger ¢ocuklar tarafindan kigkirtildiginda
1 2 3 4 5
ofkelenip cilgina doner.
14. Bir hata yaptiginda sinirlenir. 1 2 3 4 5
15. Oyunu birakmasi sdylenip, ¢cagirildiginda
yu ylenip, ¢ag g 1 ) 3 4 5
sinirlenir (oyunu birakmaya hazir degilken).
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Hicbir | Cok Cogu Her
Bazen
Zzaman seyrek Zzaman | zaman
16. Bir gorevi yapmakta zorlandiginda kolayca
sinirlenir (rnegin; lego insa etmek, resim yapmak, 1 2 3 4 5
kiyafetlerini giymek).
17. Parfiim, sigara ya da yemek kokusu gibi
sy Y s 1 2 3 4 5
kokular1 genellikle fark etmez.
18. Bagka bir ¢gocuk oyuncagini aldiginda nadiren
; ¢ Y £ £ 1 2 3 4 5
sinirlenir/kars1 ¢ikar.
19. Bir nesne iizerindeki kiiciik bir ¢opii, lekeyi
. 1 2 3 4 5
bile fark eder.
20. Yiyeceklerin farkli dokuda olusuna (6rnegin;
tamamen ezilmemis sebze piiresi gibi piitiirciiklii 1 2 3 4 5
yiyecekler) olusuna genellikle tepki vermez.
21. Sevmedigi bir yiyecegi yemesi gerektiginde
g yiyecegly g g 1 ) 3 4 5

hir¢inlagir/huysuzlasir.
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O. CHILDHOOD EXECUTIVE FUNCTIONING INVENTORY

Cocukluk Dénemi Yonetici Islev Envanteri Ebeveyn Formu
Asagida bir dizi ifadeler bulacaksiniz. Liitfen, her ifadenin ¢cocugunuzda goriilme
sikligin1 “higbir zaman, ¢ok seyrek, bazen, ¢ogu zaman, her zaman” (1°den 5’e
kadar) segeneklerinden birini daire i¢ine alarak gdsteriniz.

hasar1 sekilde davranir.

Hicbir | Cok Bazen Cogu Her
Zzaman seyrek Zaman | zaman
1. Uzun talimatlar1 hatirlamakta zorluk yasar. 1 2 3 4 5
2. Yapmak istemedigi bir seyi yapmak i¢in ¢abalar. 1 2 3 4 5
3. Bir etkinligin ortasindayken, ne yapiyor 1 2 3 4 5
oldugunu hatirlamada zorluk yasar.
4. Bir 6diil vaat edilmezse, daha az ilgisini ¢eken
o . 1 2 3 4 5
gorevleri tamamlamakta zorluk yasar.
5. Diisiinmeden bir seyleri yapma egilimi vardir. 1 2 3 4 5
6. Birkag isi yapmasi istenildiginde, sadece ilkini
1 2 3 4 5
veya sonuncuyu hatirlar.
7. Bir seyde zorlandiginda, yeni ¢6ziim yollar1
1 2 3 4 5
bulmakta zorlanir.
8. Yapmasi gereken bir sey varken, daha ilgi ¢ekici 1 2 3 4 5
bir sey olursa dikkati dagilir.
9. Bir seyi almaya gonderildiginde, ne alacaginm 1 2 3 4 5
unutur.
10. Ozel bir durum (6rn; okul gezisine gitmek, bir
eglenceye gitmek vb.) oldugu zaman asir1 derecede 1 2 3 4 5
heyecanlanir.
11. Sikict buldugu isleri yapmada zorluk yasar. 1 2 3 4 5
13. “Yapma, dur” denilmesine ragmen, kendini 1 2 3 4 5
tutmakta veya zapt etmekte zorluk yasar.
15. Dikkatini verebilmesi igin, verilen isin ilgi
. . 1 2 3 4 5
cekici bulmasi gerekir.
16. Uygun olmayan durumlarda, giilmemek i¢in
7S 1 2 3 4 5
kendini tutmasi zordur.
18. Durdurulmasi sdylendikten hemen sonra bir
etkinligi durdurmakta zorlanir. Ornegin, 1 2 3 4 5
durdurmasi istendikten sonra birkag¢ kez daha ziplar
veya bilgisayarda bir siire daha oynar.
19. Nasil yapildig: gosterilmezse, verilen sozlii
. 1 2 3 4 5
talimatlar1 anlamakta zorlanir.
21. Deneyimlerinden ders ¢ikarmada zorluk yasar. 1 2 3 4 5
22. Diger ¢ocuklar ile karsilastirildiginda daha 1 2 3 4 5
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23. Geriye dogru say1 sayma gibi zihinsel iglemlerde
zorlanir.

24. Bir igle ugrasirken baska seyleri aklinda tutmakta
zorlanir.

25. Basit isleri yaparken bile sesli diisiiniir.

26. Kendi yagindaki ¢ocuklar ile karsilastirildiginda,
zaman kavramini (giin, ay, yil, saat gibi) anlamakta
zorlanir.
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P. CONSENT FORM

Goniillii Katihm ve Veli Onay Formu

Sevgili Anne,

Bu ¢alisma, Orta Dogu Teknik Universitesi Psikoloji Béliimii doktora dgrencisi Siikran Okur
tarafindan Prof. Dr. Sibel Kazak Berument danismanliginda yiiriitilmektedir.

Cahsmanin amaci, kirsal ve kentsel yerlesim yerlerinde yasayan gocuklarin aklinda say1
tutabilme, iizerinde resimler olan kartlar1 siniflandirabilme ve davranislarini kontrol edebilme becerileri
ile dil gelisimi agisindan karsilagtirilmasidir. Ayrica, ev ortami ve ¢evre ozelliklerinin, ¢ocuklarin bu
becerilerinin gelisimi {izerine etkisi arastirilmaktadir.

Caligsma kapsaminda, sizden ev ortaminiz, mahalleniz, cocugunuza yonelik davraniglariniz ve
cocugunuzun mizag¢ 6zellikleri ile ilgili birtakim anketler doldurmaniz isteyecegiz.

Cocugunuzun katihmci olarak ne yapmasmm istiyoruz? Cocugunuzun gelisimini
degerlendirmek igin oyun formatinda bazi uygulamalar yapacagiz. Ornegin, bazi sayilar1 aklinda tutup
sOylemesini, verdigimiz resimli kartlart belli kurallara gore siniflandirmasini ve bazi davranislarini
kontrol edebilmesini isteyecegiz. Ayrica, anne davraniglari ile ilgili bir anket sorularini cevaplamasini
bekliyoruz. Calismaya baslamadan ¢ocugunuzun da sozl1ii olarak katilimiyla ilgili rizasini alacagiz.

Katilimimizla ilgili bilmeniz gerekenler:

Bu calismaya katilmak tamamen goniilliilliik esasina dayalidir. Calismaya katilmay1
reddedebilir veya istediginiz zaman g¢alismay1 birakabilirsiniz. Arastirma esnasinda cevap vermek
istemediginiz sorular olursa bos birakabilirsiniz. Ancak, her bir soru bizim i¢in énemli oldugundan,
sorulart miimkiin oldugunca bos birakmamanizi rica ediyoruz.

Aragtirmaya katilanlardan toplanan veriler tamamen gizli tutulacak, veriler ve kimlik bilgileri
herhangi bir sekilde eslestirilmeyecektir. Katilimcilarin isimleri bagimsiz bir listede toplanacaktir.
Ayrica toplanan verilere sadece arastirmacilar ulasabilecektir. Bu arastirmanin sonuglari bilimsel
yayinlarda veya egitim amagli kullanilabilir, fakat katilimcilarin kimligi gizli tutulacaktir.

Caligma sonunda ¢ocuklara siirpriz hediyelerimiz olacaktir.

Calismayla ilgili soru ve yorumlarimizi arastirmaciya 0506-378-12-44 numarasindan
iletebilirsiniz.

Yukanidaki bilgileri okudum. Bu calismaya tamamen goniillii olarak katilyyorum ve
cocugumun bu calismada yer almasini onayliyorum. (Asagidaki bilgileri doldurup imzalayiniz).

Cocugun Dogum Tarihi: .........coooiviiiiiiiii e
Tarih Imza
Formda 6nemli bilgilerde eksiklikler olmas1 durumunda (eger tercih ederseniz) size ulasabilecegimiz
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S. TURKISH SUMMARY / TURKCE OZET

Erken Cocukluk Déneminde Yonetici Islev Becerilerinin Yordayicilar:

Kentsel ve Kirsal Yoksulluk

GIRIS

Yonetici islev becerileri ¢cok ¢alisilan bir terim olmasina ragmen, fikir birligine
varilan bir tanmimi yoktur. Farkli arastirmacilar farkli tanimlar kullanmislardir.
Ormegin, Welsh, Pennington ve Groisser (1991) bilissel ve ndropsikolojik bir bakis
acistyla yonetici iglevleri planlama, sistematik aragtirma ve diirtli kontrolii gibi amag
odakli davranislar olarak tanimlamiglardir. Hughes ve Graham (2002) ise yOnetici
islevlerin amag odakli davraniglardan sorumlu olan ve birtakim biligsel siiregleri igeren
genel bir terim oldugunu savunmuslardir. Sonugta, Martin ve Failows (2010) farkli
tanimlamalarin ortak noktalarini incelemis ve ortak temanin kisinin davranislarini
kontrol etmek oldugunu raporlamiglardir.

Yonetici islevlerin gelisimi biyolojik temellere baghdir. Yonetici islevler
prefrontal korteksin islevleri ile iliskilidir (Anderson ve Reidy, 2012). Prefrontal
korteks, hem ¢evreden hem de kisinin i¢sel duygusal ve otonomik siire¢lerinden bilgi
alir; sonrasindan bu bilgiler prefrontal kortekse iletilir (Powell ve Voeller, 2004). Bu
gelen bilgiler kisa ve uzun vadeli planlar olarak degerlendirilir. Prefrontal korteksin
gelisiminin tamamlanmasi yavas gerceklesmektedir (Fuster, 2002). Cocuklarin biligsel
gelisimi de bu gelisime paralel olarak gergeklesmektedir.

Yonetici islevlerle ilgili bir diger tartigmali konu da yonetici islevlerin alt
boyutlaridir. Best ve Miller’a (2010) gore bu alandaki en dnemli tartismalardan biri
yonetici islevlerin tek bir boyuttan m1 yoksa birgok alt boyuttan mi olustugudur.
Baddeley (1996; 1998) merkezi yoneticinin oldugunu ve bunun biitlin kararlar1 alan
kiigiik bir adama benzedigini savunmustur. Barkley (1996) ise davranis ketlemenin
temel mekanizma oldugunu iddia etmistir. Bu goriislere gore, yonetici islevler tek bir
yapidan olugmaktadir ve alt boyutlara indirgenemez (Martin ve Failows, 2010). Diger
yandan, yonetici islevlerin ayristirilabilen parcalardan olustugunu savunan

arastirmacilar da bulunmaktadir (Hughes, 1998). Bu arastirmacilar, faktor analizi
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yaparak yonetici iglevlerin alt boyutlarini tespit etmeye caligmaktadirlar. Ancak, bu
aragtirmacilarin savundugu alt boyutlar birbirinden farklilik gostermektedir. Sonugta,
Miyake ve ark. (2000) biitiinciil bir model 6nermislerdir. Yaptiklar1 analizler sonucu
yonetici islevlerin {i¢ boyuttan olustugunu savunmuslardir. Bu boyutlar, zihinsel
esneklik, calisan bellek ve ketlemedir. Daha sonraki yapilan ¢alismalar, ¢cogunlukla bu
boyutlart kullanmislardir (Diamond, 2013; Rosen ve ark., 2019). Dolayisiyla, bu
calismada da bu boyutlar kullanilmistir.

Calisan bellek, sorgulama, anlama ve 6grenme gibi karmasik gorevler sirasinda
bilgiyi aklinda tutma becerisidir (Baddeley, 2010). Calisan bellegin en 6nemli modeli
Baddeley ve Hitch (1974) tarafindan sunulmustur. Bu modelde, bir tane merkezi
yOneticinin yani sira iki kole sistem bulunmaktadir: seslendirme dongiisii ve gorsel-
mekansal kopyalama. Merkezi yonetici, bu iki sistemden gelen bilgiyi birlestirir.
Calisan bellek, yasamin ilk yilindan itibaren olusmaya baslar. Ornegin, alt1 aylik
bebekler saklanan bir objeyi belli bir siire gegtikten sonra bulabilirler (Reznick ve ark.,
2004). iki yasindan itibaren, cocuklarin ¢alisan bellek becerileri, onlara gosterilen
nesneleri hatirlama becerilerini 6l¢en gorsel ve sozel gorevlerle degerlendirilir (Garon
ve ark., 2008). Dort yas civarinda akillarinda 2-3 madde tutabilirken, 12 yas civarinda
yaklasik 6 maddeyi tutabilirler (Gathercole, 1998). Sozel bellek becerileri erken ve
orta ¢cocukluk donemi boyunca gelisir (Gathercole, 1998). Diger yandan, gorsel-
uzamsal bellek gelisimince ise Ozellikle 5-11 yas aralifinda Onemli gelismeler
gerceklesir.

Ketleme, igeriden ve disaridan gelen celdiricilere karsin kisinin dikkat,
davranis, duygu ve diisiinceleri kontrol edebilme ve uygun davranisi sergileyebilme
becerisidir (Diamond, 2013). Barkley’e (1997) gore, davranigsal ketleme, baskin olan
bir davranisi baskilayabilme, devam eden bir davranisi durdurabilme ve rekabet
halindeki  durumlarda istenilen davramisi sergileyebilme becerisi olarak
tanimlanmistir. Ketleme becerisi, yasamin birinci yilindan itibaren ortaya ¢ikmaktadir
(Garon ve ark., 2008). Ornegin, doyumu erteleme paradigmasinda, ¢ocuga ilgisini
ceken bir oyuncak ya da atistirmalik gosterilir ve ¢ocuktan arastirmaci odaya donene
kadar buna dokunmamasi istenir (Mischel ve ark., 1989). Eger beklemeyi basarirlarsa,
oyuncak ya da atistirmaliktan daha fazla verilecegi, bekleyemezlerse daha azini
alacaklar1 sdylenir. Cocuklar biiyiidiikkge, vaat edilen daha biiyiik odiiller i¢in
bekleyebilirler. Ornegin, 3 yasindaki ¢ocuklar kisa vadeli kiigiik odiilleri tercih
ederken, 4 yasindakiler beklemeyi tercih etmektedirler (Lemmon ve Moore, 2007).
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Ozellikle 3-5 yas aralig1 bu becerilerin gelisimi i¢in oldukg¢a énemlidir (Best ve Miller,
2010). 5 yasindan itibaren bu becerilerin gelisimi yavaslamaktadir. 5-8 yas aralifinda
ozellikle calisan bellek becerisi gerektiren gorevlerde, ¢ocuklarin performanslar
gelismektedir (Best ve Miller, 2010). Bu becerilerin gelisimi ergenlik doneminde de
devam etmektedir (Leon-Carrion ve ark., 2004). Ketleme becerilerini degerlendiren
gorevler, yalnizca ketleme becerisini 6lgememekte, ayrica calisan bellek becerisi de
gerektirmektedir (Best ve Miller, 2010). Ozellikle gorevler daha karmasiklastikca,
calisan bellege olan ihtiya¢ da artmaktadir. Dolayisiyla, baz1 aragtirmacilar bu iki
boyutun birbirinden bagimsiz olmadigini savunmaktadirlar (Davidson ve ark., 2006).
Ancak, daha sonra yapilan deneysel ¢alismalar bu iki boyutun bagimsiz kavramlar
oldugunu gostermislerdir (Beveridge ve ark., 2002).

Zihinsel esneklik, bir zihinsel durumdan ya da kuraldan digerine gegebilme
becerisidir (Miyake ve ark., 2000). Zihinsel esneklik hem davranis esnekligini hem de
dikkat esnekligini kapsamaktadir (Garon ve ark., 2008). Davranissal esnekligi
degerlendirmede siklikla kullanilan gorevlerden biri A degil B gorevidir (Piaget,
1954). Bu gorevde, bir oyuncak 6nce A kutusunun altina saklanir ve cocugun oyuncagi
bulmasi beklenir. Bir siire sonra oyuncak B kutusunun altina saklanir ve ¢gocuklardan
oyuncagi A kutusu yerine B kutusunun altinda bulmasi beklenir. 7-8 ay itibariyle
bebekler oyuncagi B kutusunun altinda bulabilirler. Dikkat esnekligini
degerlendirmede kullanilan en dnemli Ol¢iim araglarindan biri Boyut Degistirerek
Esleme Gorevidir (Zelazo, 2006). Bu gorevde, ¢ocuklar onlara verilen kartlar1 6nce
renklerine sonra da sekillerine gore siniflandirirlar. 3 yas gocuklarinin gogu renklerine
gore siniflandirmada basarili olurken, 4-5 yas cocuklarinin ¢ogu sekillerine gore
siniflandirma agsamasinda da basarili olurlar. Her iki oyunun karigik olarak oynandigi
asamada ise 5 yas ¢ocuklarinin yaklasik yaris1 basar1 gosterirler. Zihinsel esneklik
becerisi ¢alisan bellek ve ketleme becerilerinin gelisimine baglidir (Diamond, 2013).
Dolayistyla zihinsel esneklik bu iki beceriden daha sonra gelisir. Zihinsel esneklik
gelisimi yetiskinlik yillarina kadar devam eder (Crone ve ark., 2006).

Yonetici islevlerin gelisimi prefrontal korteksin gelisimiyle paraleldir (Powell
ve Voeller, 2004). Zelazo ve Miiller’e (2002) gore, yonetici islev becerileri yasamin
ilk yilinda ortaya ¢ikar ve 6zellikle 2-5 yaslar1 arasinda 6nemli gelismeler olur. 12 yas
civarinda ¢ocuklarin performansi bir yetiskinin performansina yakindir, ancak bazi
becerilerin gelisimi yetigkinlik yillarina kadar devam eder. Arastirmalara gore, ilk

basta gelisen yonetici islev becerisi ¢alisan bellektir (Garon ve ark., 2008). 6 aylik
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bebekler aklinda bazi bilgileri tutabilir. Daha sonra, ilk yilinin ikinci yarisinda ketleme
becerisi gelismeye baslar. Zihinsel esneklik becerileri diger iki boyutun gelisimine
bagli oldugu i¢in daha gec gelisir. Davranigsal esneklik ilk y1lin ikinci yarisinda ortaya
cikarken, dikkat esnekligi 2-3 yas civarinda ortaya ¢ikar. Ketleme becerileri biiyiik
oranda okul Oncesi donemde gelisirken, c¢alisan bellek ve zihinsel esnekligin
gelisimleri yetiskinlige kadar lineer bir sekilde gelisir.

Yonetici islev becerilerinin gelisimi biyolojik ve c¢evresel faktdrlere baglidir
(Best ve Miller, 2010). Ornegin, Friedman ve ark. (2016) ikizlerle yaptiklar1 boylamsal
calismada yonetici islevlerin biiyiik oranda kalitsal oldugunu gostermislerdir. Ancak,
cevresel faktorler de bu becerilerin gelisiminde Onemlidir. Alan yazinda, cesitli
faktorlerin yonetici iglevler lizerinde etkili oldugunu gdstermislerdir.

Cocuklarin ¢esitli 6zelliklerinin yonetici islev becerileri ile iliskili oldugu
gosterilmistir. Ornegin, cocuklarin dil becerileri yonetici islev becerileri ile gii¢lii bir
sekilde iliskilidir (Daneri ve ark., 2018). Cocuklarin g¢esitli miza¢ 6zelliklerinin de
yonetici islev becerileri ile iliskili oldugu rapor edilmistir. Ozellikle zor mizag
6zelliginin yonetici islev becerileri i¢in bir risk faktorii oldugu belirtilmistir (Raver ve
ark., 2013). Dolayisiyla bu c¢alismada c¢ocuklarin tepkiselligi incelenmistir.
Tepkisellige ek olarak, algisal hassasiyet miza¢ oOzelliginin de yonetici islev
becerilerini etkileyebilecegi diisiiniilmiistiir. Algisal hassasiyeti yiliksek olan ¢ocuklar,
cevredeki uyaranlara karsi daha hassas oldugu icin farkli ¢cevresel kosullardan farkli
sekillerde etkilenebilirler (Rothbart ve ark., 2001). Bu nedenle bu ¢alismaya, mizag
kapsaminda tepkisellik ve algisal hassasiyet mizag¢ 6zellikleri dahil edilmistir. Ayrica,
cocuklarin cinsiyetinin de yonetici islevler iizerinde etkisi oldugunu gosteren
calismalar bulunmaktadir (Klenberg ve ark., 2001). Ancak, bu konudaki bulgular
tutarl1 bir sonug gostermemektedir.

Yonetici islevleri etkileyen bir diger faktor ebeveynliktir. Cesitli ebeveynlik
davraniglarinin ¢ocuklarin yonetici islev becerisi gelisimini etkiledigi belirtilmektedir.
Ormegin, Fay-Stammbach ve ark. (2014) duyarlilk, uyaran saglama, o6zerklik
destekleyici davraniglar, saldirganca davramiglar gibi ebeveyn davranislarinin
cocuklarin yonetici islev becerileri ile iligkili oldugunu rapor etmislerdir. Ebeveynlige
ek olarak, ev ortaminin Ozelliklerinin de yonetici islev becerileri iligkili oldugu
belirtilmektedir. Ornegin, en ortaminda gocuklarin gelisimi i¢in uyarici olan aktivite
ve materyallerin varligi, c¢ocuklarin yonetici islev becerilerini olumlu ydnde

etkilemektedir (Hughes ve Devine, 2019; Rosen ve ark., 2019). Uyanlarin yani sira,
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ev ortamindaki kaotik ve diizensiz kosullarin da yonetici islev becerileri i¢in bir risk
oldugu belirtilmistir (Hughes ve Ensor, 2009). Ev ortamina ek olarak, mahalle
ortamindaki kaosun da ¢ocuklarin yonetici islev becerilerini etkiledigi raporlanmistir
(St. John ve Tarullo, 2019).

Ailenin sosyoekonomik diizeyinin (SED) de c¢ocuklarin yonetici islev
becerileri ile iliskili oldugu siklikla belirtilmektedir (Dilworth-Bart, 2012). Ozellikle
yoksulluk, ¢ocuklarin bu becerileri i¢in énemli bir risk faktoriidiir (Raver ve ark.,
2013). Yoksullugun tanimi tartigmali bir konu olsa da son yillarda yoksullugun ¢ok
yonlii olarak Olgiilmesi gerektigi savunulmaktadir (Bourguignon ve Chakravarty,
2019). Dolayisiyla, sadece gelir bazli 6l¢lim yerine, daha kapsamli bir degerlendirme
gerektigi savunulmaktadir. Ornegin, Alkire ve Santos (2014) gelistirdikleri dlgiim
aracinda yoksullugu egitim, saglik ve yasam standardi alt basliklarindan olusmak
lizere on gosterge lizerinden degerlendirmislerdir.

Yoksulluk bir risk faktorii olmakla birlikte kentsel ve kirsal yoksullugun yasam
kosullar1 farklilagmaktadir. Ornegin, kirsal alanlarda yasayanlar kentsel alanlara gore
daha yoksuldur (Weber ve ark., 2005). Kentsel bolgelerde yasayanlar, kirsal
bolgelerde yasayanlara kiyasla daha ytiksek egitimli, bilgiye ve imkanlara daha kolay
ulagir, daha diisiik dogum oranlarina sahip ve politik goriislerinde daha liberaldirler
(Champion ve Hugo, 2017). Diger yandan, su¢ orani, esitsizlik ve stres kentsel
bolgelerde daha fazladir (Alemdar ve ark., 2012). Ayrica, kirsal bolgelerde yasayan
aileler daha diisiik egitimli ve daha diisiik gelir diizeyine sahiptirler (Lampard ve ark.,
2000; Roscigno ve ark., 2006). Ek olarak, kirsal bolgelerde yasayan anneler daha
miidahaleci, cezalandirici ve otoriter olmalarinin yani sira (Bornstein ve ark., 2008;
Lampard ve ark., 2000), ¢ocuklarinin gelisimi {izerindeki roliinii kiigiimsemekte ve
cocuklarinin egitimine daha az yatirnm yapmaktadirlar (Lampard ve ark., 2000;
Roscigno ve ark., 2006).

Yoksulluk beraberinde bir¢ok risk faktorii de getirdigi icin cocuklarin
gelisimini olumsuz ydnde etkilemektedir. ilk olarak, yoksulluk ¢ocuklarin yasadig1 ev
ortaminin kalitesini olumsuz ydénde etkilemektedir. Ornegin, cocuklar i¢in uyarici olan
materyal ve aktiviteler daha kisithidir (Votruba-Drzal, 2003). Ayrica, yoksul ailelerin
evleri daha diizensiz ve kaotik olarak raporlanmistir (Evans ve ark., 2005). Bunlarin
yant sira, yoksulluk kosullar1 ebeveynlik i¢in de bir risk faktoriidiir (Evans ve ark.,
2008). Ornegin, yoksul annelerin daha cezalandirici, cocugun ihtiyaclarina daha az

cevap veren kisiler oldugu rapor edilmistir (Magnuson ve Duncan, 2002). Tiirkiye’de
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yapilan bir ¢aligma, kentsel ve kirsal bolgelerde yasayan diislik egitimli annelerin
ebeveynligini karsilagtirmigtir (Nacak ve ark., 2011). Calisma bulgularina gore,
kentsel ve kirsal bolgelerde yasayan anneler birgok ebeveynlik davranisi, ¢ocuklarin
gelisimine yonelik beklentiler ve ev ortaminda sagladiklar1 uyaranlar bakiminda
benzerdirler. Son olarak, yoksul aileler cogunlukla daha dezavantajli mahallelerde
yasamaktadirlar ve bu durum ebeveynli kkalitesi i¢in bir risk faktoriidiir (Molnar ve
ark., 2003). Dolayisiyla, yoksullukla iliskili bu risk faktorleri cocuklarin yonetici islev
becerileri i¢in dnemli riskler olusturmaktadir.

Yoksullugun yonetici islevler iizerine etkisi siklikla raporlanmaktadir.
Ornegin, Blair ve ark. (2011) etnik koken, gelir diizeyi, ve anne egitiminin cocuklarin
yonetici islevlerini ebeveynlik araciligi ile yordadigini belirtmislerdir. Ayrica,
dezavantajli ev kosullar1 da yonetici islevler icin risk faktorii olarak bildirilmistir.
Yoksulluk yonetici iglevler i¢in risk faktorii olsa da kentsel ve kirsal yoksullugun
etkileri farklilasabilir. Ornegin, Tine (2014) 10-12 yas arasi kentsel ve kirsal
yoksullukta yasayan ¢ocuklarin ¢aligsma bellegi becerilerini karsilastirmistir. Bulgulara
gore, kirsal yoksullukta yasayan ¢ocuklar sozel calisma belleginde daha iyi, gorsel
calisma belleginde ise daha kotii performans gostermislerdir. Diger bir ¢alisma ise
kentsel ve kirsal bolgelerde yasayan ¢ocuklarin ¢aligsma belleginde bir fark olmadigini
belirtmistir (Rojas-Barahona ve ark., 2015). Yetiskinlerle yapilan bir calisma ise
kentsel bolgelerde yasayan kisilerin yonetici islevlerinin kirsal bolgelerde yasayanlara
gore daha 1yi oldugu raporlamistir (Gupta ve ark., 2011). Dolayisiyla, alan yazindaki
calismalar celiskili bulgular bildirdiginden daha fazla ¢alisma yapilmasi yararl
olacaktir.

Bu calismanin birinci amaci kentsel ve kirsal bolgelerdeki yasam kosullarinin
ve ebeveynlik davraniglar1 ile inanglarinin karsilastirilmasidir. Calismanin ikinci
amaci, kentsel ve kirsal yoksullukta yasayan ¢ocuklarin yonetici islev becerilerinin
karsilastirilmasidir. Caligmanin {i¢lincli amaci ise, kentsel/kirsal yoksulluk ile ailenin
yoksulluk diizeyi, ebeveynlik, ev ortami1 6zellikleri, mahalle 6zellikleri ve ¢ocuklarin
mizag Ozelliklerinin etkilesimlerinin ¢ocuklarin ydnetici islev becerilerine etkisini
incelemektir. Dolayisiyla, kentsel ve kirsal bolgelerde yasam kosullar1 ve ebeveynligin
farkhilik gostermesi beklenmektedir. Kirsal bolgelerde yasayan ¢ocuklarin yonetici
islev becerilerinin daha zayif olmasi beklenmektedir. Ayrica, kentsel/kirsal yoksulluk
ile yasam kosullari, ebeveynlik ve mizag etkilesimlerinin yonetici islevlere etkisi

belirli bir hipotez olmadan incelenecektir.
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YONTEM
Orneklem

Calismanin katilimcilar1 276 anne-cocuk ciftidir. Katilimcilara Ankara ve
Mersin illerinin diisiik sosyoekonomik diizeydeki kentsel ve kirsal bolgelerinden
ulagilmigtir. Katilimeilarin %54.3°4 (N = 150) kentsel bolgelerde (71 Ankara, 79
Mersin), %45.7’si (N = 126) ise kirsal bolgelerde (62 Ankara, 64 Mersin)
yasamaktadir. Cocuklarin yaslar1 49 ve 82 ay arasinda degismektedir (Ort = 66.16, SS
=5.75). Cocuklarin %51.8’1 kiz, %48.2’si1 erkektir. Anasinifina gitme siireleri 0 ve 22
ay arasinda degismektedir.

Annelerin yaslar1 23 ve 48 yas arasindadir (Ort = 32.40, SS = 5.84). Annelerin
%95.3’1i ev hanim1 ve %94.6’s1 evli ve esiyle birlikte yasamaktadir. Anne ve babalarin
detayli demografik bilgileri Tablo 3.1°de verilmistir.

276 ¢ocuktan anasinifina alt1 aydan daha uzun siire gitmesi ve 78 aydan biiyiik
olmasi gibi nedenlerle analiz sonuclarini etkilememesi i¢in 35 ¢ocuk ¢ikarilmistir.
Kalan g¢ocuklarin yaslari 49 ve 78.5 arasindadir (Ort = 65.82, SS = 5.45). Kalan
katilimcilarin %51.5°1 kentsel bolgelerde, %48.5°1 ise kirsal bolgelerde yasamaktadir.
Anasmifina gitme siiresi ise ortalama 3.65 aydir (SS = 1.94).

Olciim Araclar

Demografik Bilgi Formu. Ebeveynlerin egitimi, meslegi, geliri, ¢cocuklarin
yaslart ve evde yasayan kisi sayisimi igeren detayli bir demografik bilgi formu
olusturulmustur.

Yoksulluk. Ailelerin yoksulluk seviyeleri dort farkli gosterge ile 6lgiilmistiir.
Bu degiskenler z puanina g¢evrilerek yoksulluk puani olusturulmustur.

Gelir-ihtiyag orami. Ailenin aylik geliri, tilke genelinde yoksulluk sinir1 olarak
belirlenen gelir diizeyine boliinerek bu degisken olusturulmustur. Yiiksek puanlar
yiiksek yoksulluk diizeyini gostermektedir.

Ebeveynlerin egitim diizeyi. Anne ve babalarin en son mezun olduklart okula
gore egitim diizeyleri siralanmigtir (1-okuma-yazma bilmiyor, 6- liniversite). Anne ve
babanin egitimlerinin ortalamasi alinmistir. Bu degisken, sonrasinda ters kodlanarak
yoksulluk degiskenine dahil edilmistir.

Gida giivencesizligi. Gida giivencesizligi Community Childhood Hunger
Identification Project (CCHIP) Hunger Index (Food Research and Action Center,
1995) araciligi ile degerlendirilmistir. Olgiin arac1, evde kaynaklarin olmamasindan

kaynaklanan gida yetersizligi, yemek yapmak ic¢in yeterli gida olmamast ve gida
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azligindan dolayr yeme diizeninde degisiklikler yapilmasi gibi sorular icermektedir.
Sorular evet/hayir seklinde cevaplanmakta olup yiiksek puanlar yiiksek diizeyde gida
giivencesizligini gostermektedir. Olgegin i¢ tutarlilik puani .81 olarak bulunmustur.

Materyal sikintisi. Ailelerin materyal sikintisin1 6lgmek i¢in Hane Gelir-Gider
Anketi’'nden yararlanilmistir (TECGE; Baydar, Kuntay, Goksen, Yagmurlu ve
Cemalcilar, 2008). Olgek, plazma televizyon, internet baglantisi, araba gibi
maddelerin olup olmadig1 Sl¢lilmiistiir. Ayrica, eve sahip olma, akrabalardan ve
kurumlardan yardim alma gibi ek maddeler eklenmistir. Yiiksek puanlar yiiksek
diizeyde materyal sikintisini gostermekte olup Olgegin i¢ tutarlilii .64 olarak
bulunmustur.

Ev Ortamindaki Uyaranlar. Ev ortaminda ¢ocuklar i¢in uyarici olan aktivite
ve materyaller Ev Ortami1 Anketi’ne ek olarak (Miser ve Hupp, 2012) ve EGO-TR’den
eklenen maddeler (Baydar ve Bekar, 2007) araciligi ile degerlendirilmistir. Olgek
toplamda 30 maddeden olusmaktadir. Olgeklerin cevap araliklar farkli oldugu igin
maddeler z puanina cevirilerek toplanmistir. Ayrica, pilot calismadan yola ¢ikarak
cocuklarin giinliik hayatinda yaptig1 aktiviteler (bisiklet siirmek, hayvanlarla oynamak
gibi) eklenmistir. Bu maddeler Ev Ortami Anketi kapsaminda degerlendirilmemis
olup, aktivitelerin siklig1 kirsal ve kentsel bolgeler i¢in ayrica karsilagtirilmistir.

Ev Ortamindaki Kaos. Ev ortamindaki kaotik kosullar Aile Cevresi Kaos
Olgegi (Matheny, Wachs, Ludwig ve Philips, 1995; Siimer, Harma ve Solak, 2013) ile
degerlendirilmistir. Olgek 15 maddeden olusmaktadir. Olgegin i¢ tutarlilik degeri .79
olarak bulunmustur.

Mabhalle Ozellikleri. Cevrede yer alan olanaklar ve sosyal destek, Mahalle
Ekolojileri Anketi (Baydar, Kuntay, Goksen, Yagmurlu ve Cemalcilar, 2007) ile
degerlendirilmistir. Bu 0Olcekte, mahallenin sosyal ve fiziksel yapisi (12 madde),
komsulardan alinan sosyal destek (7 madde) ve mahallenin fiziksel 6zellikleri (10
madde) ol¢iilmiistiir. Ayrica, mahalledeki stres faktorleri de 5 maddelik bir 6l¢iim araci
ile degerlendirilmistir (Kotchick, Dorsey ve Heller, 2005). I¢ tutarlilik degerleri
strastyla .85, .92, .83 ve .70 olarak bulunmustur.

Kirsal Bolgelerin Yasam Kosullari. Kirsal bolgelerdeki ulasim kosullarini,
en yakin yerlesim yerinin biiytikliigiinii, ebeveyn ve ¢ocuklarin sehir merkezine gitme
sikligin1 ve kdydeki market sayisini iceren bir demografik form hazirlanmistir.

Ebeveynlik. Annelerin 6zerklik destekleyici davraniglari, Ebeveyn Tutum

Olgegi’nin (Demir ve Sendil, 2008) demokratik ebeveynlik alt 6lceginden alinan 12
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madde ile, annelerin ¢ocuklarma yonelik agiklayict akil yiirlitme davraniglari ise
Cocuk Yetistirme Anketi’nden alinan (Paterson ve Sanson, 1999; Yagmurlu ve
Sanson, 2009) 6 maddelik alt boyut ile degerlendirilmistir. Olgekler, anne raporuna
dayali olarak &lciilmiistiir. Olgeklerin i¢ tutarlilik kat sayilar1 6zerklik destekleyici
davraniglar i¢in .86, aciklayict akil yiirlitme davraniglart igin ise .84 olarak
bulunmustur. Bu iki 6lgegin puanlar1 birlestirilerek pozitif ebeveynlik degiskeni
olusturulmustur.

Algilanan anne duyarliligi ise gozleme dayali Glgeklerden yola c¢ikarak
(Berument ve ark., 2018) bu c¢alisma icin olusturulan bir Ol¢lim araci ile
degerlendirilmistir. Olgek, 16 maddeden olusmakta ve gocuklarn raporuna dayal
olarak kullanilmaktadir. I¢ tutarlilik analizlerinde bes madde cikarilmis ve kalan 11
maddenin i¢ tutarlilik kat sayis1 .79 olarak bulunmustur.

Annelerin Cocuklarin Egitimine Yonelik Beklentileri. Annelere tek
maddelik bir soru ile ¢cocuklarnin egitimine ne kadar devam edecegi sorulmustur.
Cevaplar ilkokuldan tiniversiteye kadar derecelendirilmistir. Yiiksek puanlar ytliksek
diizeyde egitim beklentisine karsilik gelmektedir.

Annelerin Cocuk Gelisimine Yonelik Tutumlari. Annelere c¢ocuk
gelisimine yonelik inanglar1 ve ¢ocuklariyla olan sohbetlerinin igeriklerine dair iki agik
uclu soru sorulmustur. Ik soru “Sizce bir gocugun gelismesi ve bilyiimesi i¢in neler
gereklidir?”, ikinci soru ise “Cocugunuzla hangi konular hakkinda konusursunuz?
Cocugunuz size neler sorar?” olarak belirlenmistir. Annelerin cevaplari temalarina
gore siniflandirilmastir.

Cocuklarin Miza¢ Ozellikleri. Cocuklarm tepkisellik ve algisal hassasiyet
mizag Ozellikleri Cocuk Davranis Anketi (Rothbart, Ahadi, Hershey ve Fisher, 2001)
aracilig ile degerlendirilmistir. Tepkisellik boyutu 13 maddeden, algisal hassasiyet alt
boyutu ise 12 maddeden olusmaktadir. I¢ tutarlilik analizlerinde alt dlgeklerden birer
madde ¢ikarilmis ve tepkiselligin i¢ tutarlilifi .88, algisal hassasiyetin i¢ tutarlilig ise
.66 olarak bulunmustur.

Cocuklarin Ahc Dil Becerileri. Tiirkce ifade Edici ve Alict Dil Testi’nin
(TIFALDI; Berument ve Giiven, 2013) alic1 dil alt boyutu kullanilmistir. TIFALDI 2-
12 yas aras1 ¢ocuklarin dil becerilerini degerlendirmek igin kullanilan standart bir
testtir. Alici dil testinde, ¢ocuklardan s6ylenen kelimeye karsilik gelen resmi 4 segenek
arasindan bulmalar1 istenmektedir. Cocuklarin cevaplarina gore yaslar1 temel alinarak

bir standart puan hesaplanmaktadir.
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Anne Raporuna Dayali Yénetici Islev Problemleri. Cocuklarmn giinliik
yasamdaki yonetici islev problemleri Cocukluk Dénemi Yénetici Islev Envanteri
(Kayhan, 2009; Thorell ve Nyberg, 2008) ile anne raporuna dayali olarak
degerlendirilmistir. Bu 6l¢lim aracinin, toplamda 22 maddeden olusan ¢alisma bellegi,
ketleme ve diizenleme alt 6l¢ekleri kullanilmistir. Yiiksek puanlar, yiiksek diizeyde
problemi gdstermektedir. Alt boyutlarin i¢ tutarlilik kat sayilari ¢aligma bellegi icin
.83, ketleme i¢in .67 ve diizenleme i¢in .70 olarak bulunmustur.

Cahisma Bellegi. Cocuklarin sozel calisan bellek becerileri ileri ve Geri Sayi
Uzami Gorevleri (Davis ve Pratt, 1996; Gathercole ve Pickering, 2000) ile
degerlendirilmistir. ileri say1 uzami gorevinde gocuklara bazi sayilar sdylenmis ve
cocuklarda bu sayilar1 aym sira ile tekrarlamalari istenmistir. Geri sayr uzami
gorevinde ise sOylenen sayilari tam tersi sira ile tekrarlamalart istenmistir. Test iki
deneme asamasindan sonra, iki basamakli set ile baslamistir. Her asamada 4 test
bulunmaktadir. Cocuklar her sette en az ikisini dogru yaparlarsa bir sonraki sete devam
etmislerdir. Her dogru cevap 1 puan olarak kodlanmis ve toplam puanlar
hesaplanmustir.

Cocuklarin gorsel calisma bellegi Corsi iz stirme testi (Corsi, 1972) ile
degerlendirilmistir. Testin prosediirii Tiirkiye’de Erken Cocukluk Gelisim Ekolojileri
(TECGE; Baydar ve ark., 2008) Calismasindan alinmistir. Bu testte, beyaz bir zemin
tizerinde dokuz blok bulunmaktadir. Aragtirmaci, minyatiir bir maymunu belli bir sira
ile bloklarin iizerine oturtmakta ve sonrasinda cocuktan maymunu ayni sira ile bloklara
oturtmasini istemektedir. Test iki deneme asamasi ile baslamaktadir. Her bir asamada
lic test asamas1 bulunmaktadir ve ¢ocuklar en az bir seti basari ile tamamladiginda bir
sonraki basamaga ge¢ilmektedir. Her dogru cevap iki puan olup, bloklarin dogru ancak
siralamanin yanlis oldugu cevaplar bir puan olarak kodlanmis ve toplam puanlar
hesaplanmustir.

Ketleyici Kontrol. Cocuklarin ketleyici kontrol becerileri Gece-Giindiiz
Gorevi (Carlson ve Moses, 2001; Gerstadt, Hong ve Diamond, 1994) ile
degerlendirilmistir. Bu gorevde, bir gece kart1 bir de giindiiz kart1 yer almaktadir.
Cocuklardan, giindiiz kart1 gosterildiginde "gece", gece kart1 gosterildiginde "giindiiz"
diye cevap vermeleri istenilmektedir. Testte iki deneme agamasindan sonra 16 test
asamast bulunmaktadir. Dogru cevaplar iki puan olup ¢ocuklarin cevaplarim

diizeltmeleri durumunda bir puan olarak kodlanmuigtir.
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Zihinsel Esneklik. Cocuklarin zihinsel esneklik becerileri Boyut Degistirerek
Esleme Gorevi (Zelazo, 2006) gorevi ile degerlendirilmistir. Bu testte iki ana kart
bulunmaktadir: mavi tavsan ve kirmizi kayik. Ayrica 14 tane test kart1 vardir. Yedi
tane kirmizi tavsan ve yedi tane mavi kayik. Cocuklardan, verilen 14 kartt dnce
renklerine gore (renk oyunu), sonra da sekillerine gore (sekil oyunu) siniflandirmalari
istenmistir. Her bir testte alti deneme olup, an az besini dogru smiflayan ¢ocuklar
basarili sayilmaktadir. Sekil oyununda basarili olan ¢ocuklar karma oyuna devam
etmektedir. Bu asamada ise, ¢ocuklardan renk ve sekil oyunlarim1 karisik olarak
oynamalar1 beklenmektedir. Her bir dogru cevap bir puan olup toplam puan
hesaplanmaktadir.

BULGULAR
1. Hipotez Bulgulari: Kentsel ve Kirsal Yoksullugun Yasam Kosullari,
Ebeveynlik, Annelerin Cocuk Gelisimine Dair Tutumlari ve Cocuklariyla
Sohbetlerinin Karsilastirilmasi
Kirsal ve Kentsel Yoksullugun Yasam Kosullart ve Ebeveynlik Acisindan
Karsilastirilmast

Tek yonlii varyans analizi sonuglarina gore kentsel bolgelerde, gelir-ihtiyag
orani, babalarin egitim seviyesi, gida giivencesizligi, ev ortaminin uyariciligi,
mahallenin fiziksel 6zellikleri, mahalle stresi ve annelerin ¢ocuklarinin alacaklari
egitime dair beklentileri kirsal bolgelere gore daha fazla bulunmustur. Diger yandan,
mahallenin sosyal ve fiziksel yapisi ile komsulardan alinan sosyal destegin kirsal
bolgelerde daha fazla oldugu goriilmiistiir.

Kentsel ve Kirsal Bolgelerde Yasayan Annelerin Cocuk Gelisimine Dair
Inanclarimin Karsilastirdmasi

Annelerin “cocuklarin gelismesi ve biiylimesi i¢in neler gereklidir” agik uglu
sorusuna olan cevaplariin icerikleri kodlanmistir. Toplamda 220 anne bu soruya
cevap vermistir (121 kentsel, 99 kirsal bolgeden). Cevaplarin yaklasik %20’si (N = 45)
ikinci bir kodlayici tarafindan kodlanmigtir. Kodlayicilar arasi tutarlilik .70’in altinda
ise tartisilip tekrar kodlanmistir ve sonuglar tutarlhilik sayilari .79 ve 1.00 arasinda
degismistir.

Annelerin cevaplar1 temalarina gore siniflanmis ve temalarin siklik degerleri
incelenmistir. Temalarin sikliklar1 kentsel ve kirsal bolgeler igin ki-kare testi ile
karsilastirilmistir. Sonuglara gore, mahalle imkanlar (%(1, 220) = 3.93, p = .047)
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temas1 kirsal bolgelerde yasayan anneler tarafindan kentsel bolgelerde yasayan
annelere kiyasla daha sik olarak rapor edilmistir.
Kentsel ve Kirsal Bélgelerde Yasayan Annelerin Cocuklariyla Sohbetlerinin
Karsilastirilmast

Annelerin ¢ocuklariyla olan sohbetlerinin igerigi kentsel ve kirsal bolgelerde
yasayan anneler ic¢in incelenmistir. Toplamda 216 anne (117 kentsel, 99 kirsal
bolgeden) soruyu cevaplamistir. Verinin yaklasik %20°si (N = 45) ikinci bir kodlayici
tarafindan kodlanmis ve farkliliklar tartigilarak yeniden kodlanmistir. Kodlayicilar
arasi tutarlilik degerleri .79 ve 1.00 arasinda degismektedir. Temalarin sikliklari
kentsel ve kirsal bolgelerdeki anneler i¢in ki-kare testi ile kiyaslanmistir. Sonuglara
gore, kentsel bolgelerde yasayan anneler ¢ocuklara nasihat verme (#%(1, 216) = 5.62,
p = .018) ve uyaric1 aktiviteler (4*(1, 216) = 4.41, p = .036) hakkinda daha sik
konusurken; kirsal bolgelerde yasayan anneler gelecek (42(1, 216) = 6.29, p =.012) ve
ev isleri (#(1, 216) = .8.24, p = .004) hakkinda ¢ocuklariyla daha sik sohbet
etmektedirler.
Kentsel ve Kirsal Bolgelerde Yasayan Cocuklarin Giinliik Aktivitelerinin
Karsilastirilmast

Cocuklarmm gilinlitkk yasamdaki aktiviteleri kentsel ve kirsal bolgeler igin ki-kare
testi ile karsilastirilmistir. Sonuclara gore, kentsel bolgelerde yasayan ¢ocuklar tabletle
(1, 273) = 4.45, p = .035) daha sik oynarken, kirsal bolgelerdeki gocuklar
hayvanlarla (#*(1, 272) = 5.08, p = .024) ve tarlada sebzelerle (y*(1, 274) =5.41, p =
.020) daha sik oynamaktadirlar.
2. Hipotez Bulgulari: Kentsel ve Kirsal Bolgelerde Yasayan Cocuklarin Yonetici
Islev Becerilerinin Karsilastirilmasi

Cocuklarin yonetici islev becerileri kentsel ve kirsal bolgeler icin tek yonlii
kovaryans analizi ile test edilmistir. Bulgular Tablo 4.7’de detayli olarak verilmistir.
Bu analizlerde, ¢ocuklarin yasi ve anasmifina devam etme siireli kontrol edilmistir.
Corsi iz siirme testi sonuglarina gore, ¢ocuklarin yasi (F (1, 237) = 9.95, p =.002) ve
anasinifina devam etme siireleri (F (1, 237) = 4.52, p = .04) ¢ocuklarin performansi ile
iliskili bulunmustur. Kirsal ve kentsel yoksullukta yasayan ¢ocuklarin performanslari
arasinda anlamli bir fark bulunmamistir (F (1, 237) = 3.32, p = .07). fleri sayt uzami
gorevi sonuglarina gore, ¢ocuklarin yasi (F (1, 237) = 2.30, p = .13) ve anasimifina

gitme siiresi (F (1, 237) = 2.47, p = .12) ¢ocuklarin puanlariyla iliskili bulunmamastir.
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Ayrica, kirsal ve kentsel bolgelerde yasayan ¢ocuklarin bu gérevdeki performanslari
da birbirinden anlamli olarak farkli degildir (F (1, 237) = 2.00, p = .16). Geri say
uzami gorevi sonuglara gore, ¢ocuklarin yasi (F (1, 237) = 10.28, p = .002) ve
anasinifina gitme sireleri (F (1, 237) = 17.69, p < .001) ¢ocuklarin test puanlari ile
anlamli olarak iligkili bulunmustur. Ancak, kentsel ve kirsal yoksullukta yasayan
cocuklarin test puanlart anlamli olarak farklilasmamustir (F (1, 237) = 3.01, p = .08).
Gece-giindiiz gorevi sonuglarina gore, gocuklarin yasi (F (1, 237) = 2.20, p =.14) ve
anasinifina gitme siiresi (F (1, 237) = .59, p = .44) ¢ocuklarin performansi ile iliskili
bulunmamistir. Ayrica, kentsel ve kirsal yoksullukta yasayan c¢ocuklarin
performanslari arasinda anlamli bir fark gézlenmemistir (F (1, 237) = 3.52, p = .06).
Boyut Degistirerek Esleme Gorevi sonuglarina gore ise, cocuklarin yasi
performanslari ile anlamli olarak iliskili bulunmustur (F (1, 237) = 5.29, p = .02).
Ancak, anasiifina gitme siiresi performanslari ile anlamli olarak iliskili degildir (F (1,
237) = 1.49, p = .22). Ayrica, kentsel ve kirsal bolgelerde yasayan g¢ocuklarin
performanslar1 da anlamli olarak birbirinden farklilasmamustir (F (1, 237) = .20, p =
.65).

Ozetle, ¢ocuklar biiyiidiikge Corsi iz siirme testi, geri say1 uzami gorevi ve
boyut degistirerek esleme gorevi performanslari artmistir. Ayrica, anasinifina devam
etme siireleri arttik¢a Corsi iz slirme testi ve geri sayr uzami gorevinde daha iyi
performans gdstermislerdir. Yonetici islev becerileri karsilastirildiginda ise, kentsel ve
kirsal bolgelerde yasayan g¢ocuklarin yonetici islev becerilerinin anlamli olarak
farklilagsmadig1 goriilmiistir.

3. Hipotez Bulgular1: Yonetici Islevlerin Yordayicilart

Cocuklarin yonetici islev becerilerinin yordayicilarini test etmek icin
hiyerarsik regresyon analizleri yapilmistir. Birinci basamakta, ¢ocuklarin yasi, ailenin
yoksulluk seviyesi ve anasinifina gitme siireleri; ikinci basamakta, ¢ocuklarin alici dil
becerileri, ev ortaminin uyariciligt ve kaos, pozitif ebeveynlik, algilanan anne
duyarlilig1, annelerin ¢ocuklarin egitimlerine dair beklentileri, mahalle 6zellikleri ve
cocuklarin miza¢ ozellikleri; iiclincli basamakta ise, kentsel-kirsal yoksulluk ile
yordayict degiskenlerin etkilesimleri analizlere dahil edilmistir. Etkilesim
analizlerinde degiskenler gruplanarak analizleri ayr1 ayri yapilmistir. Bulgular,
kentsel-kirsal yoksulluk ile ebeveynlik analizinin sonuglarina gore rapor edilmis olup;

bulgularda bir farklilik olmas1 durumunda diger bulgular da rapor edilmistir.
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Corsi iz siirme testi analizinin sonuglarina gore, ¢cocuklarin yas1 (f = .23, SE =
.05, p =.001), anasmnifina gitme siiresi (f = .14, SE = .14, p = .047), cocuklarin alici
dil becerileri (# = .18, SE = .02, p = .006) ¢ocuklarin performansi ile pozitif yonde
iliskili bulunmustur. Detaylar Tablo 4.8’de verilmistir.

Ileri sayr uzamu gérevi igin yapilan analiz sonuglarinda ailenin yoksulluk
seviyesi (f = .19, SE =.29, p = .015), ¢ocuklarin alic1 dil becerileri (f = .19, SE = .01,
p =.005) ve algisal hassasiyet mizag 6zelliginin (8 = .18, SE =.29, p =.007) ¢ocuklarin
test puanlart ile pozitif yonde iliskili oldugu goriilmiistiir. Detaylar Tablo 4.9°da
verilmistir.

Geri sayt uzami gérevi sonuglarina gore, cocuklarin yas1 (5 = .22, SE =.02, p
= .001), anasinifina gitme siiresi (f# = .27, SE = .06, p < .001), ¢ocuklarin alic1 dil
becerileri (f = .21, SE = .01, p = .001) ve algisal hassasiyet mizag 6zelligi (5 = .14, SE
= .18, p = .03) c¢ocuklarin puanlar ile pozitif yonde iligkili bulunmustur. Ayrica,
kentsel-kirsal yoksulluk ve pozitif ebeveynlik etkilesimi anlamli bulunmustur (5 = -
18, SE = .41, p = .04). Cizilen regresyon egrilerine gore, kentsel yoksulluk igin ¢izilen
egri anlamhidir (t = 2.34, p = .02). Buna gore, kentsel yoksullukta yasayan gocuklar,
anneleri yiiksek diizeyde pozitif ebeveynlik gosterirlerse geri sayr uzami gorevinde
daha iyi performans gosterirken, anneleri diisiik diizeyde pozitif ebeveynlik gosterirse
daha diislik performans gostermislerdir (Sekil 4.1). Diger yandan, kirsal yoksullukta
yasayan c¢ocuklarin performanslar1 annelerinin pozitif ebeveynlik diizeyinden
etkilenmemistir.

Ek olarak, geri say1 uzami gorevi i¢in test edilen kentsel-kirsal yoksulluk ile ev
ortamindaki kaos arasindaki etkilesim de anlamli bulunmustur (= -.19, SE = .49, p =
.04). Ancak, basit regresyon egrileri anlamli degildir.

Gece-giindiiz gorevi igin yapilan analiz sonuglarina gore, cocuklarmn yast (f =
12, SE = .13, p = .066) ve alic1 dil becerileri (8 = .27, SE = .05, p < .001) ¢ocuklarin
puanlart ile pozitif yonde iliskili bulunmustur. Bulgular, 4.11°de 6zetlenmistir.

Boyut Degistirerek Egleme Gérevi igin yapilan analiz sonuglarma gore,
cocuklarin yast (f = .19, SE = .08, p =.005) ve alic1 dil becerileri (8 = .22, SE = .03, p
=.001) ¢ocuklarin performanslari ile pozitif yonde iligkili bulunmustur (Tablo 4.12).
Ayrica, kentsel-kirsal yoksulluk ile pozitif ebeveynlik arasindaki etkilesim anlamh
bulunmustur (f = .21, SE = 1.58, p = .032). Basit regresyon egrisi bulgularina gore,
kirsal yoksulluk i¢in ¢izilen egri anlamli bulunmustur. Buna gore, kirsal bolgelerde

yasayan ¢ocuklar, annelerinin yiliksek diizeyde pozitif ebeveynlik gostermesi
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durumunda Boyut Degistirerek Esleme Gorevi’'nde daha iyi performans gosterirken,
annelerinin diislik diizeyde pozitif ebeveynlik gostermesi durumunda bu gorevde daha
diisiik performans gostermislerdir (t = 2.24, p = .03; Sekil 4.2). Kentsel yoksullukta
yasayan cocuklarin performansi ise, annelerinin pozitif ebeveynlik diizeyinden
etkilenmemistir.

Ek olarak, Boyut Degistirerek Esleme Gorevi i¢in yapilan analizlerde kentsel-
kirsal yoksulluk ile ev ortamindaki kaos (f = -.22, SE = 1.87, p = .02) ve ¢ocuklarin
tepkisellik mizag 6zelligi (f = -.21, SE = .93, p = .021) arasindaki etkilesim anlaml
bulunmustur. Ancak, basit regresyon egrileri anlamli degildir. Ayrica, kentsel-kirsal
yoksulluk ile mahalle 6zellikleri arasindaki etkilesim de sinirda anlamli olmasina
ragmen (f = .16, SE = 1.37, p = .081), basit regresyon egrileri anlamli bulunmamustir.

TARTISMA

Calismanin birinci hipotezi kapsaminda kentsel ve kirsal yoksulluktaki yasam
kosullar1 ve ebeveynlik karsilagtirilmistir. Bulgulara gore, gelir seviyesi, babalarin
egitim diizeyi ve gida gilivencesizligi kentsel bolgelerde daha fazladir. Bulgular
hipotezlerle tutarli ve dnceki ¢alismalar1 destekler niteliktedir (6rn., Lampard ve ark.,
2000; Roscigno ve ark., 2006). Ev ortami1 agisindan ise, uyaranlar kentsel bolgelerdeki
evlerde daha fazla iken, kaos kentsel ve kirsal bolgelerde benzer diizeydedir. Kentsel
bolgelerde ailelerin gelirinin fazla olmast bu evlerdeki uyaranlarin fazlaligini
aciklayabilir. Kaotik kosullar yoksullugun 6nemli bir 6zelligi oldugundan (Evans ve
ark., 2005) kentsel ve kirsal bolgelerde farklilik goriilmemis olabilir. Mahalle
ozellikleri acisindan fiziksel kaynaklar ve stres kentsel bolgelerde fazla iken,
mabhallenin sosyal ve fiziksel yapisi ile komsulardan alinan destek kirsal bolgelerde
daha fazla bulunmustur. Bulgular hipotezlerle ve alan yazindaki ¢aligmalarla tutarlidir
(6rn., Ewart ve Suchday, 2002; Vernon-Feagans ve ark., 2010).

Ebeveynlik davranislart kiyaslandiginda ise kentsel ve kirsal bolgelerde
yasayan annelerin aciklayic1 akil yiriitme, o6zerklik destekleyici davranislar ve
algilanan duyarlilik agisindan farklilagmadiklar1 goriilmiistiir. Daha 6nce Tiirkiye’de
yapilan bir ¢aligma da kentsel ve kirsal bolgelerde yasayan annelerin ebeveynlik
davraniglarinin biiyiik oranda benzer oldugunu gdostermistir (Nacak ve ark., 2011).
Annelerin egitim seviyesi ebeveynligin énemli bir belirleyici oldugundan (Carr ve
Pike, 2012), bu ¢alismada annelerin egitim seviyesinde bir fark olmamas1 ebeveynlik

davraniglarinin da benzer olmasini agiklayabilir.

150



Annelerin ¢ocuklarinin alacagi egitime yonelik beklentileri incelendiginde ise
kentsel bolgelerde yasayan annelerin c¢ocuklarinin daha fazla egitim almasimni
bekledikleri goriilmiistiir. Alan yazinda belirtildigi gibi kirsal bolgelerde yasayan
ailelerin ¢ocuklarinin egitimine daha az yatirim yapmasi (Roscigno ve ark., 2006) bu
calismanin bulgular ile tutarlidir. Annelerin ¢ocuk gelisimi i¢in nelerin 6nemli
olduguna dair agik uglu soruya cevaplari incelenmistir. Kentsel ve kirsal bolgelerdeki
annelerin cevaplar biiyiik oranda benzerdir. Beslenme, aile ortami1 ve sevgi temalari
en sik belirtilen temalardir. Annelerin gocuklariyla olan sohbetleri incelendiginde ise
annelerin cevaplarinin yine benzerlik gosterdigi goriilmiistiir. En ¢ok ¢ikan temalar
cocuklarin merak ettigi seyler ve okul olarak ortaya ¢ikmistir. Kentsel bolgelerdeki
anneler nasihat ve uyarici aktiviteler hakkinda daha cok konusurken, kirsal
bolgelerdeki anneler gelecek ve ev isleri hakkinda daha ¢ok c¢ocuklariyla
konustuklarin1 belirtmistir. Bu farkliliklar yagam kosullarinin farkli olmasindan
kaynaklanabilir. Son olarak, ¢ocuklarin gilinliik aktiviteleri incelenmistir. Kentsel
bolgelerdeki ¢ocuklar tabletlerle, kirsal bolgelerdekiler ise hayvanlarla ve tarlada daha
cok vakit gecirmektedirler. Yapilan bir calisma kentsel bolgelerde cocuklarin daha ¢ok
ev ici aktiviteler yaparken, kirsal bolgelerdekilerin daha ¢ok ev dist aktiviteler
yaptiklarin1 rapor etmistir (Ozdireng ve ark., 2005). Dolayisiyla, bu calismanin
bulgularini destekler niteliktedir.

Calismanin ikinci hipotezi kapsaminda kentsel ve kirsal bolgelerde yasayan
cocuklarin yonetici islev becerileri karsilastirilmistir. Kentsel ve kirsal bolgelerde
yasayan cocuklarin yonetici islev becerilerinin anlamli olarak farklilagsmadigi
bulunmustur. Daha 6nce yapilan bir ¢alismada, kirsal bolgelerdeki ¢cocuklarin kentsel
bolgelerdekilere gore gorsel ¢alisan bellekte daha kotii, s6zel galisan bellekte ise daha
1yi olduklar belirtilmistir. Bunun yani sira, herhangi bir fark bulamayan c¢aligmalar da
bulunmaktadir (Rojas-Barahona ve ark., 2015). Bu ¢alismada kentsel ve kirsal
bolgelerdeki ¢ocuklar arasinda yonetici islevler acisindan anlamli bir fark olmamasi
ebeveyn davranislarinin ve tutumlarinin benzerligi ile agiklanabilir. Ebeveyn
davraniglar1 yonetici islev becerilerinin gelisimi i¢in 6nemli bir faktér oldugundan
(Bernier ve ark., 2012), benzer ebeveynlik davraniglar1 yonetici islev becerilerinin de
benzer olmasini agiklayabilir.

Calismanin {igiincii hipotezi kapsaminda kentsel-kirsal yoksulluk ile yoksulluk
diizeyi, ebeveynlik, ev ve mahalle ozellikleri ile mizacin etkilesiminin yonetici

islevlere olan etkisi incelenmistir. Kenstel-kirsal yoksulluk ile pozitif ebeveynlik

151



etkilesiminin oldugu goriilmiistiir. Yiiksek diizeyde pozitif ebeveynlik, sozel ¢alisan
bellekte kentsel bolgelerdeki ¢ocuklarin performans: i¢in Onemliyken; zihinsel
esneklikte kirsal bolgelerdeki cocuklarin performansi i¢in 6nemli bulunmustur.
Dolayisiyla, pozitif ebeveynligin farkli c¢evrelerde farkli beceriler i¢in koruyucu
oldugu goriilmiistiir. Bu durum, cocuklarin belli bolgelerde farkli beceriler igin
spesifik olarak destege ihtiyaclari oldugunu ve pozitif ebeveynligin bu ihtiyaclar
destekledigini gosterebilir.

Cocuklarin alict dil becerileri biitlin yonetici islev becerileri ile pozitif yonde
iligkili bulunmustur. Bu bulgu alan yazindaki diger ¢aligmalarla uyumludur (Daneri ve
ark., 2019). Cocuklarin dil becerilerinin gelismis olmasi davraniglarini daha iyi
planlayip kontrol etmelerine katkida bulundugu i¢in yonetici islevlerini olumlu yonde
etkileyebilir (Miiller ve Kerns, 2015). Cocuklarin algisal hassasiyet miza¢ 6zelligi
sozel ve gorsel ¢alisan bellek becerileri ile iligkili bulunmustur. Algisal hassasiyeti
yiiksek cocuklar ¢evredeki uyaranlara karsi daha hassas olduklari i¢in (Rothbart ve
ark., 2001) cevredeki bilgileri kodlamada daha iyi stratejiler gelistirebilirler.
Calismada bazi1 beklenmeyen sonuglar da bulunmaktadir. Ornegin, yoksulluk ile ileri
say1 uzami gorevi puanlari olumlu yonde iligkilidir. Bu beklenmeyen iligki mizag gibi
baz1 degiskenlerin diizenleyici rolii ile agiklanabilir.

Anlaml ¢ikan iliskilerin yan1 sira, anlamsiz ¢ikan iligkiler de bulunmaktadir.
Ev ortami Ozellikleri yonetici islevlerle iligkili bulunmamistir. Ev ortamindaki
uyaranlar anne raporuna dayali olarak Ol¢lilmiig, herhangi bir gozlem yapilmamustir.
Dolayisiyla ev ortaminda uyaranlarin varligi bu uyaranlarin islevsel bir sekilde
kullanildigin1 gostermeyebilir. Ev ortamindaki kaosun da yonetici islevlerle iliskili
olmadigin1 gosteren baska caligmalar da bulunmaktadir (St. John ve Tarullo, 2019).
Kaosun, yonetici islevleri direk olarak degil, ebeveynlik gibi baska degiskenler
aracilig ile etkilemis olabilecegi de diisiintilebilir. Ayrica, anne duyarliligi da yonetici
islevlerle iliskili bulunmamistir. Alan yazinda bir¢ok ¢alisma bu iliskinin varligim
rapor ederken (6rn., Bernier ve ark., 2012), bu iligkiyi anlamsiz bulan ¢aligsmalar da
bulunmaktadir (6rn., Rochette ve Bernier, 2014). Ancak, daha 6nceki ¢alismalar anne
duyarhiligim gozleme dayali olarak 6lgerken bu calisma c¢ocuklarin raporuna dayali
olarak Olgmiistiir. Bulgulardaki farkliliklar 6lgiim  ydntemlerindeki farklardan
kaynaklanabilir. Ek olarak, tepkisellik miza¢ 6zelligi de ¢ocuklarin yonetici islev
becerileriyle iligkili bulunmamistir. Alan yazindaki ¢alismalar bu iliski ile ilgili farkli

bulgular sunmaktadir. Bazilar1 bu ¢alismadakinin tam tersi yonde iligki rapor ederken
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(Morasch ve Bell, 2011), bazilar1 aradaki iliskinin anlamsiz oldugu bildirmislerdir
(Ursache ve ark., 2013). Daha sonraki ¢alismalarda, tepkiselligin diizenleyici degisken
olarak rolii test edilebilir. Bunlarin yan1 sira, mahalle 6zellikleri de yonetici islevlerle
iliskili bulunmamistir. Mahalle 6zellikleri, ¢ocuklarin yonetici islevlerini direk olarak
degil ebeveynlik gibi degiskenler araciligi ile etkileyebilir. Daha sonraki ¢aligmalarda
bu iliskiler test edilebilir.

Kontrol degiskenlerinin de yonetici islevlerle iligkisi incelenmistir. Cocuklarin
yast, ileri sayr uzami gorevi disinda tiim yonetici islev becerileri ile iliskili
bulunmustur. Alan yazindaki c¢aligmalar da c¢ocuklar biiyiidiikce yonetici islev
becerilerinin gelistigini bildirmektedir (Zelazo ve Miiller, 2002). ileri say1 uzamu ile
iligkisinin ¢ikmamasi, bu gorevin daha kolay bir gérev olmasi ve c¢ocuklarin nu
gorevde basarili olacak yasa gelmis olmasi ile aciklanabilir. Ayrica, anasinifina devam
etme stiresi de Corsi iz slirme ve geri sayl uzami gorevleriyle iligkili bulunmustur.
Anasmiflarinda yapilan aktivitelerin ¢cocuklarin ¢alisan bellek gelisimi i¢in avantaj
oldugu onceki ¢aligmalarda da rapor edilmistir (Ponitz ve ark., 2009). Anasinifina
gitme siiresinin diger yonetici islev boyutlartyla iligskili olmamasi1 da anasinifinda
yapilan aktivitelerin belli becerileri desteklemesi ile agiklanabilir.

Calismanin bulgular alan yazina 6nemli katkilar saglamistir. Kentsel ve kirsal
yoksullugun yonetici islevlere etkisi ile ilgili caligmalar sinirlidir (6rn., Tine, 2014).
Ayrica yapilan ¢caligmalar sadece belli boyutlari incelediginden bu ¢aligmada biitiin alt
boyutlarin dahil edilmesi ¢alismanin 6nemli bir katkisidir. Yonetici islevlerin gézleme
dayali gorevlerle degerlendirilmesi ¢alismanin 6nemli bir gilicli yanidir. Ayrica,
Tiirkiye’de kirsal ve kentsel yoksullugun yasam kosullar1 ve ebeveynlik agisindan
karsilastirilmast alan yazina onemli bir katki saglamistir. Bu veriler, gelecekte
yapilacak ¢aligmalarin bulgularin1 yorumlamaya olanak saglayacaktir.

Calismanin kisitliliklart olarak verinin sadece iki ilden toplanmis olmasi,
cocuklarin anasinifina gidiyor olmasi, 6l¢eklerin anne raporuna dayali olmasi, anne
duyarlilik Olgeginin gecerlik c¢aligmasinin yapilmamis olmasit ve caligmanin tek
zamanl Ol¢lime dayali olmasi siralanabilir. Ayrica, biyolojik dl¢lim alinmamasi da
yonetici islev becerilerinin kalitsalligr ile ilgili bilgi vermediginden ¢aligmanin 6nemli
bir kisithiligidir.

Calismanin daha sonraki calismalara katkist olacagi diisiiniilmektedir.
Oncelikle bulgular miidahale programlari i¢in yol gdsterici olabilir. Anasmifina devam

etme ve alict dil becerilerinin 6nemi goriildiiglinden bu alanlarda aileler
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yonlendirilebilir. Annelerin pozitif ebeveynlik davraniglarini arttirmaya yonelik
miidahale programlari olusturulabilir. Ayrica, degiskenler arasindaki iliskiler kapsamli

bir modelde test edilebilir.
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