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ABSTRACT

THE INFLUENCE OF POVERTY ON SCHOOL READINESS OF
5-YEAR-OLD CHILDREN: MEDIATING ROLES OF
HOME ENVIRONMENT AND PARENTING

Okur, Siikran
M.S., Department of Psychology

Supervisor: Prof. Dr. Sibel Kazak Berument

September 2015, 133 pages

The current study investigated the mediating roles of home environment characteristics
such as chaos and stimulation, in addition to the mediating roles of maternal factors such
as maternal depression and parenting quality in the relationship between poverty variables
(income, parental education, material hardships including availability of materials and
opportunities and food insecurity) and school readiness outcomes including vocabulary,
mathematic skills and phonological awareness. Participants were 5 year-old children and
their mothers living in socioeconomically disadvantaged regions of Ankara and Mersin.
A path analysis using structural equation modeling (SEM) was performed to test the
hypotheses of the study. The results indicated that among the poverty variables, family
income level positively but food insecurity of the household negatively predicted

children’s school readiness outcomes through household chaos, stimulation in the home
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environment and maternal hostility. Stimulation in the home environment was positively
associated with children’s vocabulary and mathematic skills, whereas maternal hostility
was negatively associated with vocabulary, mathematic skills and phonological
awareness of children. The findings of the study are consistent with the literature,
suggesting that the influence of poverty on children’s school readiness is mediated by the
characteristics of the home environment and parenting quality. The findings of the study

were discussed for further research and social policies.

Keywords: Poverty, School Readiness, Home Environment, Parenting, Maternal

Depression
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YOKSULLUGUN 5 YAS COCUKLARININ OKUL OLGUNLUGU UZERINE
ETKiSI: EV ORTAMININ VE EBEVEYNLIGIN ARACI ROLU

Okur, Siikran
Yiiksek Lisans, Psikoloji Bolimii

Tez Yoneticisi: Prof. Dr. Sibel Kazak Berument

Eyliil 2015, 133 sayfa

Bu ¢aligma, yoksulluk ve okul olgunlugu arasindaki iliskide, ev ortaminin karmagikligi
ve uyariciligi gibi 6zellikleri ile anne ile ilgili depresyon ve ebeveynlik kalitesi gibi
faktorlerin araci roliinii incelemistir. Yoksullugun tanimlanmasinda, ailenin geliri,
ebeveynlerin egitim diizeyi, gida glivencesizligi gibi materyal sikintilar1 temel
alinmistir. Okul olgunlugu kapsaminda ise ¢ocuklarin alic1 kelime bilgileri, matematik
becerileri ve sesbilgisel farkindaliklart degerlendirilmistir. Calismanin katilimcilari,
Ankara ve Mersin’in diisiik sosyo-ekonomik bdlgelerinde yasayan 5 yas cocuklari ve
anneleridir. Calismanin hipotezleri Yapisal Esitlik Modeli kullanilarak “Path” analizi
araciligi ile test edilmistir. Calismanin sonuglarina gore, yoksulluk degiskenlerinden
ailenin gelir diizeyi pozitif, gida giivencesizligi negatif olarak, ev ortaminin

karmasiklig1, uyariciligi ve annelerin saldirgan/diismanca ebeveynligi araciligi ile
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cocuklarin okul olgunlugunu yordamistir. Ev ortaminin uyariciligi, ¢cocuklarin kelime
bilgileri ve matematik becerileri ile pozitif olarak iliskili iken, annelerin
saldirgan/diismanca ebeveynligi ¢cocuklarin kelime bilgileri, matematik becerileri ve
sesbilgisel farkindaliklari ile negatif olarak iligkili olarak bulunmustur. Calismanin
bulgular, literatiirdeki diger ¢alismalar ile de tutarlidir. Calisma sonuglarina gore,
yoksulluk, ¢ocuklarin okul olgunlugunu ev ortaminin 6zellikleri ve ebeveynlik kalitesi
araciligi ile etkilemektedir. Calismanin bulgulari, daha sonraki ¢alismalara yon verecek

ve sosyal politikalarin gelistirilmesine 151k tutacak sekilde tartigilmastir.

Anahtar Kelimeler: Yoksulluk, Okul Olgunlugu, Ev Ortami, Ebeveynlik, Annenin

Depresyonu
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CHAPTER 1

INTRODUCTION

1.1 General Introduction

Poverty is a part of everyday life and almost every country faces with the poverty
problem. According to the Organisation for Economic Co-operation and Development
(OECD) statistics for the year 2012, 18 % of the individuals in the United States and 18
% of the individuals in Turkey were reported to be living in poverty conditions

(www.oecd.org). Moreover, Turkish Statistical Institute (TUIK) reported that 16% of

individuals in Turkey were living in poverty conditions in 2012 and 15% in 2013

(www.tuik.gov.tr).

Every individual, including children is somewhat affected from the conditions of
poverty. With the availability of human, material and psychological resources, children
develop well and exhibit good adjustment and achievements in their life (Barbarin et al.,
2006). If these resources are not available, or are deficient, the development of children
slows down and remains behind the levels of their age mates'. Living in
socioeconomically low conditions restricts the opportunities of children to reach certain
materials and resources (Bradley & Corwyn, 2002). All these risk factors have either
direct or indirect effects on the development of children. In the literature, it is indicated
that children living in socioeconomically adverse conditions show poorer outcomes in
their cognitive development, social-emotional functioning, and later achievement
compared to children living in higher socioeconomic conditions (Ayoub et al., 2009;
Bradley & Corwyn, 2002; Corapci, 2008; Hackman & Farah, 2009; Kiernan &Huerta,
2008). One of these outcomes that is negatively influenced by poverty conditions is
school readiness of children (Duncan & Magnuson, 2005; High, 2008).


http://www.oecd.org/
http://www.tuik.gov.tr/

In the present study, the influence of poverty on children’s school readiness was
examined. In the following section, firstly, the definition of poverty from different
perspectives will be summarized and the indicators of poverty used in this study will be
defined. Then, poverty related factors that have significant impact on children’s outcomes
will be explained. Finally, as the outcome variable, children’s school readiness will be
defined and indicators of school readiness including vocabulary knowledge, phonological

awareness, mathematics skills and color knowledge will be described.
1.2 The Definition of Poverty

Poverty is an issue that has various definitions according to different approaches.
Different perspectives focus on different aspects of poverty such as economic well-being,
lack of capabilities and social exclusion (Wagle, 2002). Economic well-being is the most
commonly used dimension in poverty literature. In the measurement of this type of
poverty, mainly measured variables are income, consumption and welfare. The
definitions of economic poverty are classified into three categories: having less than
objectively defined poverty line, having less than others, and the feeling of not having
enough to get along (Hagenaars & de Vos, 1988). The first category, namely having less
than objectively defined level, is characterized as absolute poverty and emphasizes the
lack of basic needs for survival. Therefore, people living in poverty have difficulty
meeting their basic needs and have a high food/income ratio, high fixed cost/income ratio
and high expenditure/income ratio. The second category is characterized as relative
poverty and it compares a family’s opportunities with that of others living in the same
society. If a family lacks certain commaodities such as a refrigerator, a washing machine
or a car, while others in the society have them, the family can be determined to be living
in poverty. According to the third category which is defined as subjective poverty, if a
family has an income that is less than the amount they consider as “just sufficient” to get
along, then, the family is considered to be suffering from poverty. Among these three
categories, the first and second ones define poverty based on objective measures;

whereas, the third one defines poverty subjectively.

The second dimension of poverty is related to lack of facilities (Wagle, 2002).

People living in poverty are unable to attain certain services such as education and health;
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and lack of these services decreases their well-being. Finally, the third dimension of
poverty is social exclusion. Even if people have sufficient income and capabilities, they
might be poor due to exclusion from the society (Wagle, 2002). For instance, people
might have no access to economic, political or cultural activities in the society due to
discrimination. In conclusion, the definition of poverty shows variations among different
approaches and based on the chosen approach, the extent and the percentage of poverty

change.

The socioeconomic status (SES) is a measure that is commonly used in
psychological research. The SES level represents a person’s or family’s position in the
society and it is mainly measured through income, education and the occupation status of
the family members (Bradley & Corwyn, 2002). If the family members have low income,
low education and no regular occupation, the family is considered as being low-SES. Low
SES families do not have sufficient access to certain materials; and it is associated with
poor outcomes for the family members. Therefore, families living in poverty can also be
thought as being low SES; and, in the later sections, low-SES related researches and

findings will also be pointed out.

In summary, poverty should be considered as a multidimensional construct and
combining different aspects of poverty is necessary in poverty research (Akindola, 2009).
Family income is an important indicator of poverty, however, it is not enough to capture
all aspects of poverty. Parental education might be another factor that has an impact on
poverty. For instance, having a higher education might increase a person’s opportunities
such as having a higher income or attaining better health services. Therefore, in the
present study, family income, parental education, availability of certain materials and
opportunities, and food insecurity were utilized as the indicators of poverty in order to
incorporate different aspects of poverty. The importance of these poverty indicators and

their associations with child development are summarized thereinafter.
1.2.1 Family Income and Parental Education

The income of a household is the main indicator of poverty in the literature;

however, parental education is also offered as a measure of socioeconomic status of a



family (Hauser, 1994). Blau (1999) has reported that the main predictor of child outcomes
is not income; rather, it is the “fixed factors” that determine child outcomes that are not
affected by the changes in the income level such as parental education. Moreover, as
mentioned before, the lack of opportunities to attain a good education constitutes another
aspect of poverty. In the literature, it is reported that living in poverty conditions increases
the risk for drop out of school (Brown & Park, 2001), therefore, individuals living in
poverty are more likely to have lower education levels. Moreover, it is also reported that
the income level of a family has a causal impact on the educational outcomes (Blanden
& Gregg, 2004). As the income inequality increases, the educational inequality also
increases. Therefore, the income level and educational attainment of individuals are

associated.

The income level of the family and parents’ education levels are important
predictors of children’s academic achievements (Davis-Kean, 2005). Especially parental
education have been reported to be the stronger predictor of child outcomes compared to
family income (Davis-Kean, 2005). Parental education has an impact on child outcomes
through providing a more stimulating home environment. Parents with higher education
levels read books, engage in interactions, help homework more frequently compared to
parents with lower education levels. In addition, parents’ expectations about achievement
also foster parents’ motivation for providing a more stimulating home environment.
Therefore, families with lower income and lower education levels may not provide a

stimulating environment to foster the development of their children.
1.2.2 Material Hardship and Food Insecurity

In addition to income, material hardship is also reported as an important aspect of
poverty conditions and it shows the consumption opportunities and living standards of
households (Beverly, 2001). It is also claimed that the family income may not be a good
predictor of poverty because income levels are not stable but show variations from time
to time, and families might have undeclared incomes or their consumptions might be
different due to savings or outside support even if they have the same income levels

(Mack & Lansey, 1985, pp. 129-132). In addition to income, consumptions of a household



should also be taken into consideration because income is an indirect measure of poverty

whereas the consumption is a more direct measure (Ringen, 1988).

In this regard, material hardships reflect another dimension of poverty because
households in poverty experience material hardships due to economic restraints (Beverly,
2001). These hardships include housing problems, difficulty in paying the rent and bills,
access to phone service and vehicles, medical and food related hardships. Accordingly,
the living standards of households are also important for evaluating the poverty

conditions of families.

One of the hardships that is crucial for the functioning of households is food
insecurity. People living in poverty might have difficulty in reaching sufficient food in
certain periods of their lives (Coleman-Jensen, Nord, & Singh, 2013). Experiencing food
insecurity means that the food intake of the family members is reduced; and, there are
changes in the eating routines due to the lack of sufficient food in the household.
Therefore, family members, including children, who live in food insecure families
experience insufficient nutrition as a result of the lack of financial resources (Cook &
Frank, 2008).

In addition to low income levels and low parental education, food insecurity is
also a risk factor for the development of children. In a household in which the family
suffers from food security, children are at risk for certain developmental problems related
to physical, cognitive and behavioral development (Cook & Frank, 2008). Children are
reported to show poorer developmental outcomes as the severity of the food insecurity of
the household increases. Children of these families were documented to display cognitive
delays in their development. Experiencing food insecurity in the early years of life is also
risky for the development of children in the long term. In a longitudinal study (Jyoti,
Frongillo, & Jones, 2005) in which children were followed from preschool to third grade,
it was found that food insecurity experienced in the preschool years negatively predicted

children’s later academic achievements, particularly in reading and mathematics.

Food insecurity predicts lower cognitive achievements of children, even after the

physical health conditions of children are controlled (Rose-Jacobs et al., 2008). The



influence of food insecurity on poor cognitive outcomes of children might be through two
mechanisms. Firstly, in a household with insufficient food, children might be exposed to
malnutrition; and, malnutrition leads to poorer cognitive outcomes. Secondly, if a family
suffers from food insecurity, it means that the family suffers from severe economic
problems which are related to many other risk factors such as lower education of parents,
unemployment and lower environmental stimulation and so on. The reasons for the
relationship between food insecurity and poor developmental outcomes are not clearly
identified, but, these children have been documented three times more likely to show

delays in their development when compared to children living in food secure houses.

To sum up, it is difficult to capture all the aspects of poverty conditions that a
family experiences. However, including various poverty dimensions provides more
comprehensive information about the poverty levels of households. In sum, in addition to
family income and parental education, material hardships including availability of
materials and food security are important indicators of poverty. Each of these factors has
great impact on children’s development either directly or indirectly. In the literature, the
factors that explain the link between poverty and poor child outcomes are commonly
reported to be related to problems in mothers’ psychological health such as depression,
poor parenting, and lack of certain materials and activities to foster children’s
development (Najman et al., 2009). In the following part, the roles of these variables on

children’s outcomes will be discussed.
1.3 Home Environment

In an optimal home environment, children need to have an access to certain
materials such as children’s books and educational toys, and activities such as book
reading and storytelling to foster their development (lltus, 2007). The income level of the
household and parents’ education levels are important predictors of stimulation in the
home environment (Davis-Kean, 2005; Kluczniok et al., 2013). As the income and
parental education increases, opportunities of having materials that foster literacy skills
of children increase and parents become more likely to organize the environment to make
it more stimulating and to engage in activities to support the development of their children
(Davis-Kean, 2005).



Home literacy environment contributes to children’s knowledge of alphabet,
phonological awareness (Aram et al., 2013; Niklas & Schneider, 2013), vocabulary
(Martin, Razza, & Brooks-Gunn, 2012) and mathematics (Sonnenschein & Galindo,
2014). Stimulating home environment in the preschool period is also prominent for
children’s later cognitive development; for instance, if children live in a home
environment which is stimulating for their development in the preschool period, they have
high academic achievement scores in mathematics and English when they enter formal

schooling (Sylva et al., 2013).

In a poverty situation, through multiple risk factors in the home environment such
as poverty related financial difficulties, low maternal education and maternal depression;
the likelihood of opportunities that children will receive literacy related stimulation
decreases (Kluczniok et al., 2013; Marcella, Howes, & Fuligni, 2014). In a study with
Indian children living in economically disadvantaged regions of India, children were
reported to be living in home environments that were lacking language stimulating
materials and activities (Malhi, Sidhu, & Bharti, 2014). For instance, books and toys were
unavailable for these children in their houses to foster their development. Moreover, it
was also reported that their mothers were less likely to talk to them, include them in

conversations, tell stories and read books to these children.

If children live in home environments which are not stimulating for their
development, they might show cognitive delays beginning from the early years of life.
For instance, children living in less stimulating houses were reported to show fewer
cognitive gains than children living in stimulating houses from 14 to 36 months (Ayoub
et al., 2009). Moreover, stimulation at home in the early years of life predicts children’s
development in the long term. Children experiencing economically adverse conditions
during infancy show poor outcomes in their preschool cognitive development including
language and literacy skills, and these negative outcomes are mediated by the low

stimulation in the home environment (Mistry et al., 2010).

In addition to lack of stimulation in home environment, these households also
suffer from chaos in their houses due to poverty conditions (Evans, 2004). Chaos has

been reported to be associated with lower socioeconomic status and lower parental
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education levels (Matheny, Wachs, Ludwig, & Phillips, 1995). A chaotic home
environment can be defined as a home that is unstructured, crowded and without routines
(Evans et al., 2005). Living in a chaotic home environment is risky for the development
of children since children are exposed to disorganization and overstimulation. Children
adapt to this environment by ignoring the unwanted stimulation but they may not
distinguish the beneficial stimuli from the irrelevant ones (Evans, Kliever, & Martin,
1991). For instance, if children are exposed to overstimulation in their environment such
as living in a noisy and crowded home, their cognitive strategies might be disrupted to
deal with these unwanted stimuli and they have difficulty in choosing the necessary
information among distractors. Then, distortions in these cognitive strategies can be

generalized and they have negative effects on children’s development.

In the literature, children living in orderly houses were reported to perform better
in their vocabulary development, phonological awareness and early reading skills
(Johnson et al., 2008). However, a chaotic and instable home environment was stated as
a risk factor for health conditions (Dush, Schmeer, & Taylor, 2013) and cognitive
development of children (Brown, Ackerman, & Moore, 2013) including expressive and
receptive language skills (Vernon-Feagans et al., 2012). Children living in chaotic houses
were found to show developmental delays in their school readiness related skills in the
preschool period. It has been reported that if children live in houses which lack routines
show delays in their receptive vocabulary development (Martin, Razza, & Brooks-Gunn,
2012). This relationship is partially mediated by stimulating materials in the home
environment because their mothers may not be organized enough to provide their children
stimulating materials or activities in the home environment. In addition to stimulation,
parenting styles were also reported as a mediator between disorganization in the
household and child outcomes (Vernon-Feagans et al., 2012). It has been reported that
positive and negative parenting styles partially mediate the link between household
disorganization and children’s vocabulary development. The relation between chaos and
parenting styles might be related to psychological health of mothers because a chaotic
home is also a source of stress for all family members as well as children (Evans et al.,
2005).



Various studies reported that chaos had a negative impact on children’s cognitive
development (Hart et al., 2007; Johnson et al., 2008; Martin, Razza, & Brooks-Gunn,
2012; Petrill et al., 2004). However, Shamama-tus-Sabah, Gilani, and Wachs (2011)
suggested that there might be cultural differences because these studies were conducted
in Western developed countries and the role of chaos might be different in non-Western
developing countries. They conducted a study in Pakistan and reported that chaos in the
home environment did not predict children’s cognitive outcomes, rather it predicted
children’s internalizing and externalizing behavior problems. Therefore, more research is
needed in non-Western developing countries to understand the cultural differences for the
role of chaos in child development.

1.4 Maternal Psychological Health and Parenting

All members of a family living in poverty need to deal with problems related to
poverty conditions. If they cannot deal with these adverse conditions and stresses, their
psychological health suffers (Hill et al., 2013). Mothers living in poverty conditions,
especially in chaotic home environments were reported to be suffering from depression
(Pike et al., 2006). Maternal depression has harmful effects on child outcomes especially
when accompanied with poverty conditions but it may not be severe if the family lives in
more affluent conditions (Petterson & Albers, 2001). Therefore, having a depressive
mother is a risk factor particularly for the development of children who live in poverty

conditions.

According to the literature, financial problems mainly predict cognitive
development of children, whereas maternal psychological health mainly predicts
children’s behavioral outcomes (Kiernan & Huerta, 2008). McMunn and colleagues
(2001) have reported that parents’ psychological distress and poor parenting are
associated with poorer emotional and behavioral outcomes of children. Similarly, it has
been also documented that maternal depression is related to children’s internalizing and

externalizing problems in addition to general psychopathology (Goodman et al., 2011).

However, there are also studies reporting that maternal depression has an

influence on cognitive development of children living in poverty conditions (Petterson &



Albers, 2001), including school readiness (Okado, Bierman, & Welsh, 2014),
mathematics and reading achievement (Burchinal et al., 2006). Depressive mothers might
be less likely to engage in literacy activities with their children. Okado, Bierman, and
Welsh (2014) reported that maternal depressive mood was associated with lower child-
mother conversations and it shows that parental depression might be a barrier to being
responsive to children’s needs and attending stimulating activities such as engaging in
conversations. Furthermore, children’s interactions with mothers were reported to be a
predictor of better performance in cognitive tasks (Ayoub et al., 2009) since through
interactions with mothers, children learn many new things that foster their development.
For instance, Connell and Prinz (2002) have reported that children’s interactions with
their parents predict better communication skills and these interactions improve receptive

language of these children.

The effect of maternal depression on child outcomes is reported to be indirect via
decreases in parenting quality (Kiernan & Mensah, 2009; Newland et al., 2013) in
addition to stimulation in the home environment (Baker & lruka, 2013). Maternal
depression is accompanied by less sensitive parenting, declines in reciprocal interactions,
being more rigid and showing less positive affect (Albright & Tamis-LeMonda, 2002).
In a study, Burchinal and colleagues (2006) studied African American children living in
multiple risk conditions including family and social risk factors. They found that
parenting mediated the link between multiple risks and child outcomes. Sensitive
parenting was associated with reduced problems in social skills and behavioral outcomes,
in addition to better reading and mathematics skills. Moreover, sensitive parenting was
reported as a protective factor for the mathematic skills of children. That is, children
living in poverty were protected from the negative influences of poverty related risk
factors in their mathematic achievement if they had sensitive mothers. In short, according
to literature, poverty seems to affect mothers’ psychological health negatively; in turn,
poor psychological health of mothers decreases their parenting quality. Then, the
outcomes of children change in accordance with the type of parenting their mothers

provide.
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Among the dimensions of parenting, parental warmth is reported as a prominent
predictor of positive child outcomes including cognitive development (Mistry et al., 2010;
Watkins-Lewis & Hamre, 2012), and it predicts higher achievement scores, better self-
regulation skills and lower levels of problem behaviors. However, negative parenting
practices are associated with poorer child outcomes due to problems in psychological
adjustment of children (Rohner, Khaleque, & Cournoyer, 2005). Especially perceived
rejection of children by their parents is associated with problems in psychological
adjustment (Rohner & Khaleque, 2002). The role of negative parenting in children’s
cognitive development is not commonly studied in the literature and further research is
needed to understand the role of negative parenting in the relation between poverty and
children’s cognitive outcomes. In the present study, negative parenting dimensions of
Parental Acceptance-Rejection Theory (PARTheory; Rohner, Khaleque, & Cournoyer,
2005) including Indifference/Neglect, Undifferentiated Rejection, Hostility/Aggression
will be investigated in relation to poverty and child outcomes.

In conclusion, the literature shows that poverty is associated with many other risk
factors such as less stimulating and chaotic home environment, maternal depression and
poor parenting quality. Through these risk factors, poverty leads to negative child
outcomes. One of these negative outcomes influenced by poverty conditions is the school

readiness of children.
1.5 School Readiness

School readiness is an important issue for the academic achievement of children.
It can be defined as children’s competency level when they start school; and these
competencies predict children’s later school achievements (Snow, 2006). School
readiness is composed of multiple skills from different domains of development and in

order to understand readiness, multiple dimensions should be considered.

School readiness has a long history which includes different definitions from
different viewpoints. According to nativist/idealist view, external factors have very small
contribution to readiness; instead, school readiness is mainly determined by the

endogenous factors; children are thought to be ready for school when they have a certain
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maturity (Gesell, 1925; cited in Snow 2006). In contrast, the empiricist/environmental
view emphasizes the influence of external forces on readiness (Kohlberg & Mayer, 1972;
Smith & Shepard, 1988; cited in Meisels, 1998). Rather than mental attributes, readiness
involves externally observable characteristics of children such as identifying colors,
shapes, and letters; counting; and adapting behaviors in a socially appropriate way. In
order to understand children’s competencies, the effects of home, school and the
neighborhood need to be identified (Rimm-Kaufman & Pianta, 2000). Each of these

contexts has indirect influences on children’s competencies.

Another view is the social-constructivist view (Graue, 1992; cited in Meisels,
1999) which defines readiness in a broader context emphasizing the contributions of the
family, school, society and culture. This view asserts that the readiness of children might
change from one context to another. There is also another view called as interactionist
view (Meisels, 1999) which integrates the contribution of child characteristics and the
environmental forces for school readiness. Readiness is determined both by the current
characteristics of children such as certain skills and a certain level of knowledge, and the
environmental factors in which they grow up. Therefore, according to the interactionist

view, there is an interaction between child characteristics and the environment.

Despite the inconsistency in the definitions, school readiness is a common issue
that is taken into consideration by parents, educationists and policy makers. Especially in
the United States, school readiness is regarded as an important issue and certain policies
and regulations have been developed in order to increase the school readiness of children.
In the National Education Goals Panel (1991), it was reported that “by the year 2000, all
children in America will start school ready to learn”. In this panel, five dimensions of
school readiness were determined (Kagan, Moore, & Bredekamp, 1995). These
dimensions included physical/motor development (fine and gross motor skills), social-
emotional development (cooperation, self-confidence, and empathy), approaches to
learning (curiosity, creativity, independence, and temperament), language development
(competency in oral and written language such as speaking, vocabulary, and literacy
knowledge) and cognitive development-general knowledge (spatial ability, numeracy

skills, and sound-letter association).
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Children’s preschool learning-related skills mentioned above are critical for their
later academic achievement. In a meta-analysis (La Paro & Pianta, 2000), the correlation
between children’s achievement scores in the preschool and first/second grade was found
as ranging between .12 and .78 for cognitive outcomes, and between .11 and .42 for
social/behavioral outcomes. In addition, the effect sizes were moderate for cognitive
domain and small for social/behavioral domains. Similarly, McClelland, Acock, &
Morrison (2006) examined the association of preschool skills and elementary school
academic performances especially in reading and math scores. Children who had lower
scores in learning-related skills in the preschool period such as self-regulation,
cooperation, taking responsibility and independence, also had lower scores in their later
reading and mathematics. The gap was widely increasing from kindergarten to second
grade and being more stable from second grade to sixth grade when they were compared
to children who had better academic skills in the preschool period. Moreover, even after
controlling for 1Q score, age, ethnicity and maternal education, preschool skills were still
significant predictors of later academic achievement. Therefore, preschool skills are
predictors of later reading and mathematics scores in the elementary school especially in

the early years.

Children living in adverse conditions such as poverty are influenced negatively
later in their achievement due to poor preschool skills. It was indicated that children who
experienced multiple poverty related risk factors had poorer preschool skills and they
performed poorer and got lower grades when they were at 121" grade (Gutman, Sameroff,
& Cole, 2003). Additionally, higher 1Q and good mental health were not found as
protective factors; they only promoted the scores of children who had lower levels of risk
factors. In sum, if children have multiple risk factors and have poorer learning-related
skills in the preschool period, they are likely to have a poor academic life later. In the
literature, children’s school readiness related skills, especially vocabulary knowledge,
phonological awareness and mathematics/numeracy skills are reported as predictors of
later reading and mathematics skills (Hogan, Catts, & Little, 2005; La Paro & Pianta,
2000; Storch & Whitehurst, 2002). Therefore, in the current study, these three variables

were evaluated as indicators of children’s school readiness.
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1.5.1 Language Skills

The literature shows that oral language skills, phonological awareness and print
knowledge are important predictors of later reading achievement when children enter
formal schooling (Lonigan, 2006). Oral language skills involve vocabulary and syntactic
knowledge, speech, understanding and narrating skills. Phonological awareness is the

children’s sensitivity to the sounds of their language involving syllables and phonemes.

In a two-year longitudinal study (Muter et al., 2004) from the beginning of formal
schooling, it was indicated that phoneme awareness and letter knowledge were predictors
of later word recognition; whereas, vocabulary knowledge and grammar skills were
predictors of children’s later reading comprehension abilities. Prior, Bavin and Ong
(2011) reported that the most important contributors of school readiness were language
skills and literacy knowledge such as letter knowledge and phoneme awareness. In a
meta-analysis, early language skills including vocabulary and letter knowledge were
found to be predictors of later reading skills and the effect size of language skills was
reported as .17 (Duncan et al., 2007). Therefore, phonological awareness skills and
vocabulary knowledge are important language components of school readiness, and they
are crucial for later reading skills of children.

1.5.1.1 Phonological Awareness

Phonological awareness skills develop in time beginning from the preschool
period and, even if it is a single unit of skills, they appear in different forms (Anthony &
Francis, 2005). These skills involve combining sounds, dividing sounds of words or
evaluating the similarity of sounds in different words. The phonological awareness
includes different components such as the awareness of phonemes, syllables and words
(Anthony et al.,, 2002). Even if all these components show the competency in
phonological awareness, their developmental processes are different. For instance,
children develop rhyme awareness before they gain awareness of sounds (Carroll et al.,
2003). Therefore, the awareness of larger units is easier for children and it develops earlier
compared to the awareness of smaller units. These skills are important for the acquisition

of later literacy skills. Storch and Whitehurst (2002) showed that phonological awareness
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is a predictor of later reading skills. Hence, phonological awareness is one of the

important components of school readiness.
1.5.1.2 Vocabulary

Children learn new words easily through fast mapping in a single experience when
they are exposed to a new word (Carey, 1978). Based on the context in which the child
hears the word, s/he stores the necessary information related to that word and starts using
it later on. Therefore, children’s vocabulary development is influenced mainly from the
stimulation they receive. Reading books to children seems to be the optimal situation in
which children are exposed to new words. Book reading activities have been reported to
be the predictors of better receptive and expressive language skills of children
(Asgeirdottir, 2011). During book reading activity, if parents elaborate on the topics and
instruct children about the concepts and words, the gains of children become greater.
These activities are not only contributor to vocabulary, but also, to phonological
awareness. Especially, formally instructing children during book reading activity predicts
their phonological awareness skills. In addition to reading books, there are other activities
that foster children’s language skills such as telling nursery rhymes, poetry and

availability of stimulating toys at home (Eleardo, Bradley, & Caldwell, 1977).

The availability of stimulating materials at home is helpful for the development
of children’s language skills, but mothers’ responsiveness and their interactions with their
children also contributes to this developmental process (Rodriguez et al., 2009). When
stimulating materials and maternal responsiveness exist together, they predict better
language outcomes than they would predict alone (Schmitt, Simpson, & Friend, 2011).
Among the maternal factors, mothers’ education level (Rodriguez et al., 2009) and their
language skills (Vernon-Feagans et al., 2013) are important predictors of children’s
language skills. Mothers with higher education levels and mothers who have better
language skills provide more language stimulating contexts to their children. Therefore,
especially a stimulating home environment and maternal responsiveness are the main

predictors of children’s language competence.
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Children living in low socioeconomic conditions start school with less competent
language skills compared to children living in higher socioeconomic conditions (Barbarin
et al., 2006; Grissmer et al., 2010; Rauh et al., 2003). Also, Barbarin and colleagues
(2006) found language as the only domain in which these children were behind their
peers. As mentioned before, environmental factors are important for the stimulation of
language skills and the absence of these stimulations influences children’s language
development negatively. For instance, children living in low socioeconomic families
receive less maternal language input both in quantity and quality (Hoff, 2003). Mothers
of these children tend to speak less frequently with their children and engage in
conversations that involve less syntactic complexity. In addition, mothers from low
socioeconomic backgrounds are reported to be reading books to children less frequently
(Raikes et al., 2006). Therefore, insufficient language input predicts poor vocabulary

knowledge of these children.

The language skills are important for children’s later academic achievement. For
instance, improved language skills might act as a protective factor for the later academic
achievements in the presence of multiple risk factors (Burchinal et al., 2006). In sum,
language skills including phonological awareness and vocabulary knowledge are
important predictors of school readiness, and children living in economic adversity are at

risk for the development of these skills.
1.5.2 Mathematics and Numeracy Skills

In the preschool period, children are expected to have some knowledge of
mathematics. These skills are mainly related to number knowledge, comparing numbers,
counting skills, and, addition and subtraction abilities (Jordan & Levine, 2009). In the
preschool period, children have knowledge of abstract numeracy even if they are not
taught these skills (Barth, Beckman, & Spelke, 2008). Therefore, the abstract
representations of numeracy develop before formal schooling. For instance, 5-year-old
children can accomplish addition and comparison of the quantities (Barth et al., 2005).

There are many factors that contribute to the development of numeracy skills in

the preschool period. Anders and colleagues (2012) have reported that parental language
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skills, mothers’ education levels and socioeconomic status of the family are the main
predictors of preschool children’s numeracy skills. In addition, home activities related to
teaching children numeracy skills have been found to be important for children’s
numeracy development. Therefore, if children live in a stimulating home environment in
which their parents engage in learning related activities and provide stimulation, they
develop the numeracy skills adequately. Additionally, if these children attend preschool
education where they receive adequate stimulation, their mathematic performances and

their overall school readiness increase (Magnuson et al., 2004).

Children’s mathematic skills in the preschool period are predictors of their later
mathematics achievement (Grissmer et al., 2010). Even after controlling for
demographics, children’s numeracy skills in the preschool years predict their later
arithmetic skills and their overall mathematics achievement when they enter formal
schooling (Aunio & Niemivirta, 2010). In a meta-analysis, mathematics skills were
determined as the strongest predictor of later achievements (Duncan et al., 2007). The
effect size of early mathematics skills for predicting later achievements was reported to
be .34; indicating the importance of preschool mathematics skills. Therefore, children
living in the economic adversity are at risk for problems in later mathematics achievement
(Burchinal et al., 2006).In the absence of stimulation as in the case of poverty; children

are influenced negatively in their school readiness.

Even if preschool skills of children are important for their later achievement,
many children do not start school as ready and they lack certain achievements in some of
the dimensions of school readiness due to adversities in the family (High, 2008). Children
from low socioeconomic families start school as less ready and get lower scores on
achievement tests almost half standard deviation (Duncan & Magnuson, 2005). Parents
cannot provide their children with good nutrition, a stimulating environment either at
home or in the neighborhood if they have lower levels of income. Therefore, children get
lower scores, especially on reading and mathematics tests. Each risk factor due to low
socioeconomic status or poverty has a unique impact on different domains of
development (Rouse & Fantuzzo, 2009). In conclusion, poverty is associated with poor

child outcomes such as inadequate school readiness related skills.
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1.6 The Present Study

Like in many other countries in the world, poverty is also a problem of Turkey
and almost one fifth of the individuals live in poverty conditions (Gurses, 2009). Among
the demographics of the people who live in poverty in Turkey were reported as living in
crowded households, being unemployed, having low education level, not having a regular
job, and living in rural regions (Saatci & Akpinar, 2007). These households were reported
to be experiencing difficulty to have access to services related to education, health and
housing (Adaman & Keyder, 2006). More importantly, children were determined as the
most vulnerable group to be affected by the changing conditions related to poverty (Aran
et al., 2010). Statistically, 1 out of 4 children were identified as living in poverty
conditions in Turkey.

Ministry of Education in Turkey, prepared a curriculum for preschools which
pointed out the skills that children need to acquire in kindergartens (Okul Oncesi Egitim
Programi, 2013). Among the cognitive gains, it was assumed that children should be able
to count the objects, identify geometrical shapes and colors, and do basic addition and
subtraction problems using objects before the formal schooling. Among the language
gains, children are assumed to show improvements in their vocabulary and have
phonological awareness. Therefore, children are expected to have these skills properly

before they enter formal schooling.

In Turkey, poverty studies have been mainly conducted in economics (Gurses,
2009; Sengul & Tuncer, 2005) and sociology (Adaman & Keyder, 2006; Bayram et al.,
2012; Bugra & Keyder, 2005; Dansuk, Ozmen, & Erdogan, 2007). These studies provide
information on the statistics and characteristics of poverty, the demographics of
individuals and their living standards. In addition, school readiness have been commonly
studied in educational research in Turkey (Unutkan, 2006; Wise, 2007; Yangin, 2009;
Yiiksel, Kadikdy, & Unsal, 2013). Moreover, there are interventions applied to preschool
children to improve their academic achievements (Bekman, 2004; Bekman, Aksu-Kog,
& Erguvanli-Taylan, 2011; Kagitcibasi et al., 2009). However, there are not any
comprehensive studies which examine the roles of poverty related factors in the

relationship between poverty and school readiness. Moreover, there is not any study in
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the literature that examine the association between multiple indicators of poverty and
children’s school readiness through the mediation of different characteristics of home
environment in addition to diverse mother-related factors. All these factors were reported
as associated in the literature but there is not a comprehensive study that has investigated
these relations simultaneously. Therefore, present study which enables to test
relationships between various poverty variables and mediators in addition to school

readiness outcomes will be a unique contribution to the literature.

The aim of the present study was to examine the impact of poverty on children’s
school readiness. As the indicators of poverty, parental education, income-to-needs ratio
and material hardships related to the availability of materials and opportunities, in
addition to the food insecurity were included. The focus of the present study was on the
mediating roles of the characteristics of home environment, parental psychological health
and perceived parenting quality. Therefore, in the present study, the effect of poverty on
school  readiness outcomes of children including color  knowledge,
mathematics/numeracy skills, vocabulary and phonological awareness, through the
mediation of home environment characteristics such as stimulation and chaos in addition

to maternal depression and perceived parenting quality was examined.
1.6.1 Hypotheses of the Study

1. a) Based on the first model (Figure 1), among the poverty variables, higher levels of
parental education and income will be positively associated with stimulation in the home
environment, whereas higher levels of food insecurity and material hardship will be

negatively associated with home stimulation.

b) Stimulation at home will be positively associated with performance in color
knowledge, mathematics, vocabulary, and phonological awareness of children.

c) Stimulation in the home environment is expected to mediate the link between poverty

variables and school readiness related outcomes.
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2. a) Higher levels of parental education and income will be negatively related to
household chaos, but higher levels of food insecurity and material hardship will be

positively related to household chaos.

b) Household chaos will be negatively related to children’s performance in color

knowledge, mathematics, vocabulary, and phonological awareness skills.

c¢) Chaos in the home environment is expected to mediate the relation between poverty

variables and school readiness outcomes of children.

3. a) Based on the second model (Figure 2), higher levels of parental education and
income will be negatively associated with maternal depression, whereas higher levels of
food insecurity and material hardship will be positively associated with maternal

depression.

b) Maternal depression will be negatively related to maternal warmth; and positively

related to negative parenting dimensions.

c) Maternal warmth is expected to positively predict school readiness variables, whereas
negative parenting dimensions are expected to negatively predict school readiness

variables.

d) Maternal depression is expected to mediate the link between poverty variables and

parenting dimensions.

e) Parenting dimensions are anticipated to mediate the relationship between maternal
depression and school readiness variables.
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CHAPTER 2

METHOD

2.1 Participants

A total of 209 children and their mothers living in Ankara (N = 40) and Mersin (N
= 169) participated in the study. Participants in Ankara were recruited from a Public
Education Center and a nursery class of a primary school. Participants in Mersin were

recruited from preschools and through snowball sampling.

Two participants were excluded from the study. One of the children had difficulty
in concentrating and completing the tests and his teacher reported that he might have an
attention problem. The other participant was excluded because data for two of the scales
were totally missing. The ages of children ranged between 59 and 73 months (M = 65.77,
SD = 3.54). Of the 207 children, 109 (52.7%) were girls and 98 (47.3%) were boys. 85%
of the children were attending a preschool (N = 176).

The age range of mothers varied between 22 and 49 years (M = 33.19, SD = 5.27).
The average years of education was 7.25 years (SD = 3.07) and average income of
working mothers was 687 TL (SD = 309.67). Detailed demographic information of

mothers are given in Table 2.1.
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Table 2.1 Demographic information of mothers

N Percentage
Education
Iliterate 4 1.9%
Literate without education 2 1%
Primary school 100 48.3%
Secondary school 46 22.2%
High school 48 23.2%
University 7 3.4%
Working status
Housewives 185 89.4%
Farmers 10 4.8%
Other 12 5.9%
Having a regular job 8 3.9%
Having a social security 9 4.3%
Longest time period resided in
Big city 16 7.7%
City 67 32.4%
Town 68 32.9%
Village 53 25.6%
Marital status
Married and living with husband 203 98.1%
Married but living apart from husband 1 0.5%
Divorced 2 1%
Widow 1 0.5%

The age range of fathers were between 27 and 51 years (M = 37.46, SD = 5.29).
The average years of education of fathers was 7.25 years (SD = 3.01) and average income

was 1140.71 TL (SD = 493.09). Demographics of fathers are given in Table 2.2 in detail.
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Table 2.2 Demographic information of fathers

N Percentage
Education
Iliterate 2 1%
Literate without education 1 0.5%
Primary school 110 53.1%
Secondary school 36 17.4%
High school 50 24.2%
University 7 3.4%
Having a regular job 116 56%
Having a social security 126 60.9%
Longest time period resided in
Big city 17 8.2%
City 76 36.7%
Town 71 34.3%
Village 39 18.8%

The family demographics related to the characteristics of the household are given
in Table 2.3.

25



Table 2.3 Demographic information of the household

N Percentage
Number of children
1 30 14.5%
2 119 57.5%
3 47 22.7%
4 8 3.9%
5 3 1.4%
Presence of people other than family
25 12.1%
members in the household
Presence of people working other than 13 6.3%
mother and father
Housing
Owner 108 52.2%
Rent 86 41.5%
Public housing 6 2.9%
Living in a relative’s house 5 2.4%
Having aid from an institution 18 8.7%
Having aid from relatives 8 3.9%
Having real estate 72 34.8%

2.2 Measures
2.2.1 Demographic Information Form

A detailed demographic information form was developed for the current study
(Appendix A). In the development of the form, the demographic questions and the
Household Income- Expense Questionnaire used in the Study of Early Childhood
Developmental Ecologies in Turkey (TECGE; Baydar et al., 2008) were considered. The
demographic information form included the education level, occupation and income of
both parents, number of children in the household, detailed income and expense
information about the family such as financial aid from relatives or institutions, rent for
the house or credit card debt. Moreover, the availability of certain devices and

opportunities in the household that gave information about the socioeconomic status of
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the family such as VCD/ DVD player, internet connection, car, smart phone, and
opportunity for having a holiday were included.

2.2.2 Poverty

Parental education, income-to-needs ratio, material hardships related to the
availability materials and opportunities and food insecurity of the household were used

as indicators of poverty.
2.2.2.1 Parental Education

Education levels of mothers and fathers were taken from the demographic
information form. Education levels were scored in a rank order (1- Illiterate, 2 - Literate
without education, 3 - Primary school, 4 - Secondary school, 5 - High school, 6 -
University). In the calculation of education score, the scores of both parents were summed

and averaged.
2.2.2.2 Income-to-needs Ratio

Income to needs ratio was calculated by dividing the income of the family to the
official poverty line of the country. Turkey Statistical Institution reported 3971 TL
monthly income for a family of four as the poverty threshold in 2013 when the lowest
40% was taken into consideration (www.tuik.gov.tr). Based on this ratio, families living
in poverty conditions were identified. If the family had an income-to-needs ratio lower
than 1 or equal to 1, then the family was identified as living in poverty. Lower scores
indicated higher levels of poverty. The ratio was adjusted for the number of people living
in the household. All the families included in this study had 1 or lower income-to-needs

ratios.
2.2.2.3 Food Insecurity

Community Childhood Hunger Identification Project (CCHIP) Hunger Index
(Food Research and Action Center, 1995) was used to assess the food security of the
children and adults living in a household (Appendix B). The aim of the CCHIP Hunger

Index is to evaluate the food insufficiency due to lack of resources in a household with a
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child under the age of 12. The scale was translated into Turkish; and then, back-translated
into English. The items of the scale are related to the availability and sufficiency of
resources for making meals, existence of food shortage and changes in the eating routines
due to food shortages. The scale has 8 questions and the answers are in yes/no format
(e.g. “Did your household ever run out of money to buy food to make a meal?”). If the
answer is “Yes”, then the score for that question is taken as 1. The scores of each item
are summed to create a food insecurity score. Therefore, the scores ranges between 0 and
8. If a household gets a score of 5 or above, that household is considered as food insecure.
In addition, if the household gets a score between 1 and 4, that household is considered
as at risk for being food insecure. The reliability of the original scale was assessed in six
different states of the United States and the Cronbach’s alpha coefficients were found to
be ranging from .80 to .89 (Wehler, 1994). The internal consistency of the scale in this
study was .78. The total score of the 8 items were used as the food insecurity score for
each household in the present study.

2.2.2.4 Materials and Opportunities of the Household

The availability of materials and opportunities in a household was measured using
the reports of mothers in the Household Income- Expense Questionnaire (TECGE;
Baydar et al., 2008). In this measurement, availability of plasma television, computer,
internet connection, car, dish washer, smart phone, summer house, credit card debt,
having the opportunity of a domestic holiday and paying rent for the house were taken
into account. If they were not available in the household, families were given 1 point for
each one (credit card debt and paying rent for the house were reverse items). Higher
scores indicated higher levels of poverty. Then, the scores of each item were summed.

The internal consistency of the measure was .61.
2.2.3 Home Environment
2.2.3.1 Home Environment Questionnaire

In order to assess stimulation in the home environment, Home Environment
Questionnaire (HEQ) was used (Miser & Hupp, 2012). The questionnaire was translated

into Turkish and back-translated into English. In the translation process, the items were
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adapted to Turkish culture. HEQ is a 17 item questionnaire that can be completed
individually or in an interview format (Appendix C). The questionnaire assesses different
dimensions of home environment that can be stimulating for the development of children
(e.g. “About how often do you (or someone else) read stories to your child?”’). The items
are mainly related to the availability of books, toys or CDs; activities such as reading
books, teaching numbers, letters, colors, and shapes and taking children to outside
activities. In order to improve the scale, additional items were added from HOME which
was originally developed by Bradley and Caldwell (1984); and adapted to Turkish
language by Baydar and Bekar (EGO-TR; 2007). EGO-TR consists of 52 items and it is
based on the observation of home environment in addition to an interview about the
activities and interactions with children. Additional 14 items were added from HOME to
HEQ. These items are related to additional materials and activities that are not included
in HEQ such as availability of jigsaw puzzles, toy blocks, crayons, and teaching children

songs, poems and so on.

The parents reported the average number of materials (e.g. number of children’s
books etc.) and the frequency of activities (e.g. how often they read to their children etc.).
Based on the number and frequency of the materials and activities, a HEQ score was
calculated. The coding scheme of the original HEQ (Miser &Hupp, 2012) was used in
the study; all the scores were “dummy scored” (0 to 5 based on the number of options).
For instance, if there were 10 or more children’s books at home, it was coded as 3;
availability of 3 to 9 books coded as 2; 1 or 2 books coded as 1; and no books coded as
0. Then, these scores were summed to create a home stimulation score. The internal

consistency of the scale was found as .78.
2.2.3.2 Confusion, Hubbub, and Order Scale (CHAQS)

Confusion, Hubbub, and Order Scale (CHAOS) was used to evaluate the chaotic
conditions in the home environment (Appendix D). The scale was developed by Matheny,
Wachs, Ludwig, & Philips (1995); and it was translated into Turkish language [Aile
Cevresi Kaos Olgegi] by Siimer, Harma, & Solak (2013). The scale was composed of 15
items that measured disorganization and chaos in the household (e.g. “We almost always

seem to be rushed”). The participants answered the items in a Likert type format (1 to 6).
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The scale had a one-factor structure and higher scores indicated higher levels of chaos in
the household. Internal reliability of the scale was reported to be .82 in the Turkish

adaptation and it was found as .79 in the current study.
2.2.4 Maternal Depression

Brief Symptom Inventory (BSI; Derogatis, 1992) was used to assess maternal
depression. BSI includes 53 items in which a person reports his/her psychiatric symptoms
in a 5 point Likert type scale through self-report. The inventory reflects 9 dimensions of
symptoms: somatization, obsessive-compulsive, interpersonal sensitivity, depression,
anxiety, hostility, phobic anxiety, paranoid ideation and psychoticism. The Turkish
adaptation of the measure was conducted by Sahin and Durak (1994). The factor analysis
revealed a 5-factor solution, namely, hostility, somatization, interpersonal sensitivity,
depression and anxiety. In the present study, only depression subscale was used
(Appendix E). In the depression subscale, there are 12 items (item 9, 14, 16, 17, 18, 19,
20, 25, 27, 35, 37, 39); and the items reflect the depressive symptoms of the participants
(e.g. “Feeling lonely”). Mothers rated their symptoms in 5 point Likert-type scale (1
indicating “not at all”, 5 indicating “extremely’’). Mothers’ reports for each item were
summed and averaged to calculate a depression score. The internal consistency of the

scale in the current study was .85.
2.2.5 Parenting

Early Childhood Parental Acceptance-Rejection Questionnaire (PARQ) was used
to assess parenting quality of mothers. Early Childhood PARQ is a measure developed
for children between the ages of 4 and 7 (Rohner, 2012). The measure is based on self-
report of children. The measure includes 24 items that tap into 4 dimensions of parenting:
Warmth/Affection, Hostility/Aggression, Indifference/Neglect, and Undifferentiated
Rejection (Appendix F). According to the Parental Acceptance Rejection Theory
(PARTheory; Rohner, Khaleque, & Cournoyer, 2005), these dimensions of parenting are

placed along a continuum:

Parental Warmth: The warmth dimension describes one end of a continuum. This

dimension is mainly associated with the affectional bond between mothers and their
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children; and, this type of relationship might be defined as involving care, comfort, love
and support.

The other end of the continuum is described as parental rejection; and this
dimension is composed of three different parenting styles, namely, indifferent, hostile and

undifferentiated rejection.

Indifference/Neglect: It describes a relationship in which the parent is not available for
the needs of the child. This type of parenting is physically and psychologically harming
for children. In this type of relationship, there is not an affectional bond between the
dyads.

Undifferentiated Rejection: This dimension is related to children’s feelings about
rejection of their parents, even if there is not a clear behavioral evidence of rejection.

Children feel as if their parents do not love them or care about them.

Hostility/Aggression: This dimension describes parents who harm their children
physically or emotionally, show verbal or physical aggression toward them through

hitting or shouting.

The items of the scale are statements about children’s perceptions of how their
parents treat them (e.g. Says nice things about me). Children assess each statement in a 4
point Likert type scale (1 — almost never true, 4 — almost always true). The total score

summed from the 24 items shows the perceived rejection.

Since participants are younger children, the measure is administered in a game
format. The measure was applied after children’s school readiness was tested. Therefore,
school readiness tests acted as a warm-up activity and children were comfortable while
answering the questions of the measure. In the administration process, there are two flash
cards (see Figure 2.1). On one side of the flash cards, there are images; and on the other
side “yes/no” is written. Children are instructed to choose the “Yes” card if they agree
with the statement and to choose the “No” card if they do not agree with the statement. If
children choose the “Yes” card, then they are asked whether it is almost always or

sometimes. If children choose the ”No” card, then they are asked whether it is not very
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often or almost never. However, in the application process, many children could not
understand which card was appropriate for their choices. Therefore, children were asked
to express themselves verbally, as well as showing the flash cards. Then, their verbal
answers were coded regardless of their choices for the flash cards. The administration of
the measure lasted approximately 10 minutes. In the Greek adaptation, the Cronbach’s
alpha was found as .84; and the Cronbach’s alpha for the subscales ranged between .62
and .84 (Giotsa, 2012).

TRUE n~otTRUE

Figure 2.1 Flash Cards of Early Childhood PARQ

A factor analysis was performed on 24 items of Early Childhood PARQ to
investigate the factor structure of the questionnaire in the Turkish version. In order to
confirm the appropriateness of data for factor analysis, Kaiser-Meyer-Olkin Measure of
Sampling Adequacy was checked; and it was found as .83. In addition, Bartlett’s Test of
Sphericity was significant, X? (276, N = 207) = 1238.89, p < .001. These results indicated

that the data was factorable.

In order to determine the number of factors, different methods were utilized.
Principal Component Analysis (PCA) without rotation, scree plot and parallel analysis
(O’Connor, 2000) were examined and they offered a 2-factor structure. However, these

two factors were both negative dimensions of parenting, and inclusion of a third factor
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provided a positive parenting dimension. Ultimately, 3 factors were extracted from the

analysis.

Factor analysis with varimax rotation was conducted by forcing a 3-factor
solution. Principal Axis Factoring was used as the extraction method. The communalities
of the items ranged between .11 and .50. Three factors explained 30.5 % total variance.
The eigenvalue of the first factor was 5.89 and it explained 11.4 % variance. The
eigenvalue of the second factor was 2.09 and it explained 10.4 % variance. Lastly, the
third factor’s eigenvalue was 1.35 and explained 8.7 % variance. Then, rotated factor
loadings were examined. Item 7 (Is too busy to answer my questions) and Item 15
(Forgets important things I think she should remember) did not load on any of the factors.
When these two items were excluded from the analysis, item 1 (Says nice things about
me) also did not load on any of the factors. Therefore, item 1, 7 and 15 were deleted from

the analysis.

The analysis was conducted again after deleting three items. The communalities
of the items ranged between .15 and .56. Three factors explained 33 % total variance. The
eigenvalue of the first factor was 5.5 and it explained 12.8 variance. The eigenvalue of
the second factor was 2.1 and it explained 11.6 % variance. Lastly, the third factor’s
eigenvalue was 1.3 and explained 8.6 % variance. Then, rotated factor loadings were
examined (Table I). The first factor was named as “Hostility/Aggression” and it included
9 items; item loadings ranged between .35 and .58. The second factor was named as
“Neglect” and it included 6 items. Item loadings ranged between .44 and .63. The third
factor was named as “Warmth” and there were 6 items in this factor. Item 8 (Seems to
dislike me) cross loaded on the second and third factors, however, it was included in the
third factor considering its relation with the content of the factor. Item loadings ranged
between .35 and .69 for the warmth dimension.

The internal consistency of the factors was checked by using Cronbach’s alpha
which was acceptable for all three factors (o = .76 for Factor 1, a = .72 for Factor 2, a =
.74 for Factor 3). Therefore, the measure seemed to have appropriate psychometric

properties.
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Table 2.4 Factor loadings of 21 items of Early Childhood Parental Acceptance-Rejection Questionnaire

Items Al_g;(;te:gsti)(l)/n Rejection Warmth Original Factor

10. Says many unkind things to me .58 - - Hostility/Aggression

4. Hits me, even when | do not deserve it .56 - - Hostility/Aggression

18. Frightens or threatens me when | do something wrong .56 - - Hostility/Aggression

5. Sees me as a big problem .55 - - Undifferentiated Rejection
14. Goes out of her way to hurt my feelings .53 - - Hostility/Aggression

16. Makes me feel unloved if | misbehave A7 - - Undifferentiated Rejection
20. Feels other children are better than 1 am no matter what | do 42 - - Hostility/Aggression

6. Punishes me very hard when she is angry .36 - - Hostility/Aggression

21. Makes me feel unwanted .35 - - Undifferentiated Rejection
9. Is really interested in what | do - -.63 - Warmth/Affection

11. Pays no attention when | ask her to help me - .55 - Indifference/Neglect

12. Makes me feel wanted and needed - -.52 - Warmth/Affection

3. Makes it easy for me to tell her things that are important to me - -.49 - Warmth/Affection

2. Pays no attention to me - 45 - Indifference/Neglect

17. Makes me feel what | do is important - -.44 - Warmth/Affection

8. Seems to dislike me - 44 -44 Undifferentiated Rejection
24. Treats me gently and with kindness - - .69 Warmth/Affection

19. Asks what | think about something, and likes me to talk about it - - 51 Warmth/Affection

23. Pays no attention to me if | do not bother her - - -45 Indifference/Neglect

13. Pays a lot of attention to me - - 42 Indifference/Neglect

22. Makes me feel that she loves me

.35

Warmth/Affection




Even though the questionnaire had 4-factors originally (Warmth/ Affection,
Hostility/ Aggression, Indifference/ Neglect and Undifferentiated Rejection), the results
of the current analyses provided a 3-factor structure. In the new factor structure, the
“Hostility/ Aggression” factor was composed of the items of “Hostility/ Aggression” and
“Undifferentiated Rejection” of the original factor structure. The “Neglect” factor in the
new analysis consisted of items from “Indifference/ Neglect” and “Warmth/ Affection”
(as reverse). Lastly, “Warmth” factor in the new factor structure mainly included items
from the “Warmth/ Affection” dimension of the original factor structure. Moreover, one
or two items from other factors also loaded on this factor. The third factor was also a
negative dimension of parenting when the item loadings were considered and it was the
opposite of “Warmth” dimension. In order to include a positive dimension of parenting,

positively loaded items were reverse coded and a “Warmth” dimension was constituted.

2.2.6 Vocabulary

Children’s receptive language skills were assessed by using Turkish Expressive
and Receptive Language Test [Tiirkce ifade Edici ve Alict Dil Testi (TIFALDI)] by
Berument and Giiven (2013). TIFALDI is used to evaluate receptive and expressive
vocabulary skills of 2 to 12 year old children. In the present study, only receptive
language subtest was used. The internal consistency of the receptive language test for age
5 was reported to be .96. In the receptive subtest, there are four pictures on each page that
represent abstract and concrete words, as one of them being the target word. Children are
asked to point to the target word out of 4 pictures. The testing procedure begins with 2
trials. The starting point of the test is determined according to the chronological age of
the child. The point of successive 8 correct answers is taken as the basal level. If the child
answers 8 items incorrectly in successive 10 items, that point is regarded as the ceiling
level. Based on the number of correct answers, a standard score is calculated for each

child. This standard score was used in the data analysis.
2.2.7 Phonological Awareness

Phonological awareness subtest of Early Literacy Skills Assessment Tool

(Karaman & Giingor Aytar, 2013) was used to assess the phonological skills of children.
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The phonological awareness subtest consists of 5 factors: Distinguishing the initial
sounds of words, combining sounds, deleting the syllables and sounds, initial phoneme
matching, and rhyme matching. The internal consistency of the subscale was reported to
be .91. In the present study, only initial phoneme matching and rhyme matching factors

were used.

Phoneme Matching Task: In this task, children are presented 4 pictures of objects
(1 at the top, 3 at the bottom) and asked to name them. Then, they are asked to find the
word that begins with the same sound as the word at the top. There are 6 sets of words in
this factor (Table 2.5). The internal consistency of the factor was reported to be .62. In
order to increase the internal consistency of the factor, four additional sets of words were
added (Table 2.5). However, internal consistency in this study was .16. Therefore, this

factor was not used in the analyses.

Table 2.5 Original and Additional Item Sets for the Phoneme Matching Task

Peynir

Pasta Geyik Firca
Balik

Corap Gozliik Bulut
Tarak

Original Items Ceket T(:}psi Perde

Kitap

Horoz Bardak Képrii
Sepet

Yaprak Maymun Sinek
Robot

Kalem Sapka Resim
Agag

Elma Ayak Fare
Cicek

Additional Items Yatak Canta Tavsan

Makas

Balon Kalem Misir
Yaprak

Yilan Koltuk Balik

Rhyme Matching Task: In this task, children are presented 4 pictures of objects;

as first one being the target. After naming these pictures, children are asked to find the
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word out of 3 options that has a similar rnyme with the target word. In this task, there are
9 sets of words (Table 2.6). The internal consistency of this factor was reported to be .63.
Three additional item sets were added to increase internal consistency (Table 2.6).
Internal consistency in this study was .59. The scores of children were calculated based

on the total correct number of matching.

Table 2.6 Original and Additional Item Sets for the Rhyme Matching Task

Fil
Zar Dil Goz
Tas
Kas Mum Zil
Kare
Civi Fare Toka
Kova
Tava Hali Sise
Ugak
Original Items Simit Kolye Bigak
Eldiven
Merdiven Oriimecek Ugurtma
Seker
Mandal Kemer Tabak
Mikrofon
Semsiye Telefon Karinca
Pencere
Salincak Kelebek Tencere
Bebek
Glines Etek Masa
. Tarak
Additional Items Kulak Kitap Gemi
Domates
Bisiklet Yumurta Patates

2.2.8 Mathematics Skills

There were 7 different type of tasks developed for the present study to measure
the numeracy and mathematics skills of children (Appendix G). These tasks were
developed with the help of standard school readiness tests such as Bracken Basic
Concepts Scale (Bracken, 1998) and BriganceK-1 Screen (Brigance; 1987) in addition to

educational books for preschool children. There were 5 sets of trials for each task. For
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each task, sets were beginning with easier ones and becoming more difficult as children
proceeded. Target numbers were selected randomly; and the numbers were variant as
much as possible. For each correct answer, children got 1 point. Children’s scores were
calculated as a composite score of 7 tasks. In total, children could get 40 points from this

test. The Cronbach alpha value for 40 items was found as .91.

Counting 1: The aim of the task was to assess children’s counting skills. In this
task, children were presented a number of drawings of animals and objects; and then, they
were asked to count the number of drawings. In these sets, the child were asked to count

3,5, 8, 10, and 14 items, respectively.

0y e 0y Te AN
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“How many cars are there here?”

Counting 2: Children were shown a number of drawings of objects; and they were
asked to cross some of the objects according to the reported number by the researcher.

Children were asked to cross 2, 5, 7, 11, and 15 objects, respectively.

“Cross two of the rabbits”
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Finding the Number: The aim of the task was to measure children’s knowledge of
numbers. Children were presented three different numbers; and asked to identify one of

these numbers. They were asked to identify 5, 1, 3, 4, and 8, respectively.

2 9 0

“Which one is six?”

One-to-One Correspondence: In this task, children were presented a number of
drawings of objects. Then, they were asked to draw lines as the same number of drawings
into the blank space next to the drawings. They were asked to draw lines corresponding
to 3,4, 5, 7, and 9 objects.

’

“Draw lines as the same number of the moons.’

Addition task: In order to assess children’s addition skills; they were presented
two sets of drawings. In each set, there were a number of drawings and children’s task
was to count the total number of objects presented in the two sets. They counted 3, 5, 8,

10 and 12 objects in total, respectively.
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“These planes and these planes (by pointing each set), how many planes are there

together?”

Quantity Task: The aim of the task was to measure children’s knowledge of
contrasts in quantity. Children were presented two pictures of the same object differing
in quantity; and they were asked to show the one that described the quantity reported.
These contrasts included small/big, less/more, narrow/wide, short/tall and light/heavy.

“Which one of these cats is the small one?”

Shapes Task: In this task, children’s knowledge of geometrical shapes were
evaluated. The shapes were shown to children on a paper, and children were instructed to

name these geometrical shapes. The geometrical shapes included triangle, circle, star,

rectangle, hearth, ellipse, hexagon, cube, and cylinder.
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“What are the names of these shapes?”

2.2.9 Color Task

A color task was developed for the current study to assess children’s color
knowledge (Appendix H). There were 10 drawings of balls on a paper; each one with a
different color. The included colors were red, purple, black, yellow, pink, blue, orange,
white, green, and brown. Each ball was pointed and children were asked to name the color
of each ball. For each correct answer, children got 1 point. The internal consistency of

the test was .86.
2.3 Procedure

Ethical approval was taken from the Human Subjects Ethical Committee at
Middle East Technical University (Appendix I). Then, permission of data collection was
taken from Mersin Governorship (Appendix J). Children and their mothers were recruited
from low-SES regions of Ankara and Mersin. The data were collected either in home
settings, certain institutions or preschools. In Ankara, participants were tested either in
their homes or in a Public Education Center. In Mersin, some participants were tested
through home visits. However, most of the children in Mersin were tested in preschools.
For these children, mother forms were sent to mothers through preschool teachers.
Mothers and children provided only verbal consent to participate to the study. People
from low-SES background were concerned about giving signatures in case that they
would be swindled, therefore, participants provided only verbal consent. Mothers
completed demographic information form, CCHIP Hunger Index, HEQ, CHAOS and
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depression subscale of Brief Symptom Inventory. If their literacy skills were not
sufficient to complete the scales, tests were completed in an interview format. It lasted
approximately 30 minutes. Then, children’s school readiness was assessed through color
task, mathematics tasks, TIFALDI and phonological awareness tests. Then, in order to
assess parenting of mothers, Early Childhood PARQ was administered to children. In
total, the tasks for children lasted around 45 minutes. After completing all the tasks,

children received stickers or balloons as gifts.
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CHAPTER 3

RESULTS

3.1 Overview

Statistical software package of SPSS version 22.0 was employed for the missing
data, descriptive statistics and correlations. The hypotheses of the study were tested using
Structural Equation Modeling and LISREL 9.2 program was utilized in the model testing
(Joreskog & Sorbom, 2015). Prior to the main analyses, missing data was handled and
descriptive statistics and correlations were examined. In this section, firstly, data
cleaning, descriptive statistics and correlations will be given. Then, the results of

Structural Equation Modeling to test the hypotheses of the study will be reported.
3.2 Data Cleaning

Before the data analyses, missing values were examined. One case was deleted
because two scales were missing. Moreover, if more than half of a scale was missing
within a case, these cases were not completed for those scales. Seventeen cases were not
included in the missing data analyses for HEQ, in addition to seven cases for depression
scale of BSI. Multiple imputation was used to account for missing data. The analyses
were conducted using SPSS version 20. The variables which had missing values were
mothers’ income (0.5% missing), fathers’ income (10.1% missing), income of people
other than mother and father who contribute to the household budget (1% missing),
CCHIP Hunger Index (0.7% missing), HEQ (0.8% missing), CHAOS (2.5%), depression
subscale of BSI (1.3% missing), and Early Childhood PARQ (0.5% missing). In the
imputation process, theoretically related variables were utilized as predictors for missing
items and variables. The predictor variables for income variables and CCHIP Hunger

Index were demographic variables (education, number of people at home, number of
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children, availability of certain devices and opportunities etc.), items of CCHIP Hunger
Index, HEQ and CHAOQS. Missing items of HEQ and Early Childhood PARQ were
imputed by using their own items as predictors. Finally, missing items of CHAQOS were
imputed by using demographic variables, items of CCHIP Hunger Index and CHAOS.
Five imputations were generated for each variable and the average of five imputations
was determined as the values for missing variables. Finally, participants with missing

scales were excluded from the analyses and the analyses were run on 184 participants.

Prior to main analyses, data were screened for univariate and multivariate outliers,
normality, and multicollinearity. In order to detect univariate outliers, all variables were
translated into z-scores. One of the cases was detected as extreme outlier in income-to-
needs ratio (INR). The case was indicating extreme poverty according to this ratio and it
was not excluded from the analyses. The INR of that case was replaced with the next
extreme score in that variable as suggested by Tabachnick and Fidell (2013). Multivariate
outliers were examined through Mahalanobis distance and no multivariate outliers were
detected. Bivariate correlations were checked for multicollinearity and extremely high

correlations were not observed.
3.3 Descriptive Statistics

Means, standard deviations, minimum and maximum values for parental
education, income-to-needs ratio (INR), Household Income- Expense Questionnaire
(HIEQ), CCHIP Hunger Index, CHAQS, maternal depression, Home Environment
Questionnaire, parenting dimensions and school readiness outcomes were presented in
Table 3.1.

Mean score of color knowledge indicated that almost all children had a knowledge
of color in this age group (M = 9.26, SD = 1.75). Therefore, color knowledge was not

used in further analyses in the present study.
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Table 3.1 Descriptive statistics for poverty variables, home environment variables,

depression, parenting dimensions and school readiness outcomes

Mean SD Min Max
Parental Education 3.76 .83 1 6
Income-to-Needs Ratio 31 A3 .09 .84
HIEQ 6.43 2.07 1 10
CCHIP Hunger Index 1.6 1.73 0 8
CHAOS 2.49 .67 1.07 4.40
Maternal Depression .99 .66 0 3.75
Home Environment Questionnaire 29.17 6.55 4.14 46
Maternal Hostility 1.96 .54 1 3.22
Maternal Neglect 1.83 .52 1 35
Maternal Warmth 3.25 49 1.83 4
Color Knowledge 9.26 1.75 1 10
TIFALDI 111.84 13.71 79 138
Mathematics 21.7 7.17 5 40
Phonological Awareness 5.03 2.44 0 12

3.4 Correlation analyses

Pearson’s bivariate correlation analyses were performed to examine the relationships
between poverty variables, home environment characteristics, maternal depression,
parenting dimensions and school readiness outcomes. The results of correlation analyses

are summarized in Table 3.2.

3.4.1 Correlation of Poverty Variables with Mediator Variables and School

Readiness Outcomes

Bivariate correlations indicated that parental education was negatively correlated with
household chaos (r = -.21, p < .01) and maternal depression (r = -.16, p < .05) and
positively correlated with stimulation at home (r = .33, p <.001), receptive vocabulary (r
=.22, p <.01), mathematics (r = .21, p <.01) and phonological awareness (r = .27, p <

.001). Household income level was negatively associated with household chaos (r = -.26,
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p <.001) and maternal depression (r = -.25, p <.01), whereas it was positively associated
with stimulation at home (r = .40, p <.001) and receptive vocabulary (r = .26, p <.001).

Food insecurity of the household was positively related to household chaos (r =
.29, p <.001), maternal depression (r = .31, p <.001) and maternal hostility (r =.19, p <
.01), whereas it was negatively related to stimulation at home (r =-.38, p <.001), maternal
warmth (r = -.16, p < .05), receptive vocabulary (r = -.19, p <.05). In addition, material
hardship for availability of materials and opportunities was positively correlated with
maternal depression (r = .16, p < .05) but negatively correlated with stimulation at home

(r =-.26, p <.001) and receptive vocabulary (r = -.24, p <.01).

3.4.2 Correlation of Chaos with Maternal Depression, Home Stimulation,

Parenting Dimensions and School Readiness Outcomes

Bivariate correlations revealed that household chaos was positively associated with
maternal depression (r = .36, p <.001) and negatively associated with stimulation at home
(r = -.38, p < .001) and mathematics (r = -.20, p < .01). The correlations between

household chaos and parenting dimensions were not significant (p > .05).

3.4.3 Correlation of Maternal Depression with Home Stimulation, Parenting

Dimensions and School Readiness Outcomes

According to the bivariate correlation results, maternal depression was negatively related
to stimulation at home (r = -.34, p < .001), maternal warmth (r = -.15, p < .05), color
knowledge (r = -.21, p < .01) and mathematics (r = -.20, p < .01). However, maternal
depression was not significantly correlated with maternal hostility (p > .05).

3.4.4 Correlation of Home Stimulation with School Readiness Outcomes

Correlation analyses indicated that home stimulation was positively correlated
with receptive vocabulary (r = .35, p < .001), mathematics (r = .26, p < .001) and

phonological awareness (r = .16, p < .05).
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3.4.5 Correlation of Parenting Dimensions with School Readiness Outcomes

Among the parenting dimensions, maternal hostility was negatively associated
with color knowledge (r = -.20, p < .01), receptive vocabulary (r = -.20, p < .01),
mathematics (r = -.22, p <.01) and phonological awareness (r =-.18, p <.05). Moreover,
maternal neglect was negatively correlated with phonological awareness (r = -.21, p <
.01) and maternal warmth was positively correlated with receptive vocabulary (r = .21, p
<.01).
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1%

Table 3.2 Bivariate Correlations between Study Variables

1 2 3 4 5 6 7 8 9 10 11 12 13 14
1. Education 1
2. INR 20%* 1
3. CCHIP -30**  -29%* 1
4. HIEQ -22%* - 21**%  35** 1
5. CHAQOS -21%%  -26%*%  29%* .08 1
6. Depression -16*  -25*%*  31**  |16* 36%* 1
7. HEQ 33*%* 40** -38**F  -26%*  -38** -34** 1
8. Hostility .02 -13 A9*%* .09 A1 A2 -.08 1
9. Neglect .003 -.07 .07 -.05 A1 .07 -.07 34%* 1
10. Warmth .07 .08 -16* -11 -12 -15% .10 -44%* - 59**F ]
11. Color .01 .00 -.03 -.13 -.05 -21%* 11 -.20%* 004 A0 1
12. TIFALDI 22%* 267 - 19%%  -24*%*  -08 -.09 35%*  -20%*  -.09 21%* 37 1
13. Mathematics .21** .13 -12 -14 -20%*  -20*%* .26%* -22** -04 .03 BS0** 44 ]
14. Phonological .27** 11 -14 -.05 -.03 -.10 16* -18*  -21** 13 A1 36> 33** 1

Note. INR = Income-to-needs ratio; CCHIP = Food insecurity; HIEQ = Material hardship for availability of materials and opportunities of the household;

HEQ = Stimulation at home

*p<.05 **p<.01



3.5 Preliminary Analyses

The model tested whether home environment characteristics including household
chaos and home stimulation in addition to the maternal factors including maternal
depression, maternal warmth, hostility and neglect would mediate the relationship
between poverty variables and children’s school readiness outcomes. Poverty variables
included parental education, income-to-needs ratio, material hardships including
availability of materials and opportunities of the household and food insecurity.
Moreover, school readiness outcomes of children consisted of receptive vocabulary,

mathematics/ numeracy skills and phonological awareness.

As preliminary analyses, the models depicted in Figure 1 and Figure 2 were tested.
Path analysis using structural equation modeling (SEM) was performed through LISREL
9.2 (Joreskog & Sorbom, 2015). Unexpectedly, in the first model, household chaos did
not predict any of the outcome variables. In a study by Martin, Razza, and Brooks-Gunn
(2012), high levels of household chaos was found to be associated with low levels of
stimulation in the home environment. Considering this study, household chaos was
replaced as a predictor of stimulation in the home environment in order to test whether
household chaos would predict school readiness outcomes indirectly through stimulation
at home. In the second model, parental neglect was not predicted by any of the poverty
variables or maternal depression. Therefore, maternal neglect was excluded from the
further analyses. In addition, variables included in separate models were reported as being
related in the literature. For instance, household chaos was reported as predicting maternal
depression (Pike et al., 2006), in addition to parenting (Vernon-Feagans et al., 2012).
Moreover, maternal depression was reported to be related to decreases in mother-child
interactions that might be stimulating for children (Albright & Tamis-LeMonda, 2002).
Therefore, two separate models were combined into one model to see the relations
between variables included in different models. Then, additional paths were added from
household chaos to maternal depression and parenting dimensions, and from maternal
depression to stimulation in the home environment. The modified proposed model is

depicted in Figure 3.1.
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Prior to the main analysis, two alternative models were tested. In the first model,
full mediation was tested. This model included paths depicted in Figure 3. The second
model tested partial mediation which included additional paths from poverty variables to
all mediators and school readiness variables, paths between mediators, in addition to the
paths from all mediators to school readiness outcomes. Due to the non-significant paths,
the first model did not work. Therefore, partial mediation model was determined as the

final model.
The final modified model included paths from

e poverty variables to household chaos, maternal depression, home stimulation,
parenting dimensions and school readiness outcomes

e household chaos to maternal depression, home stimulation, parenting dimensions
and school readiness outcomes

e maternal depression to home stimulation, parenting dimensions and school
readiness outcomes

e home stimulation to school readiness outcomes

e parenting dimensions to school readiness outcomes.

3.6 The Mediational Model

A path analysis using structural equation modeling (SEM) was performed through
LISREL 9.2 (Joreskog & Sorbom, 2015). The covariance and asymptotic covariance
matrices were utilized in the data entry. The maximum likelihood method was used to
examine the model fit to the observed variance and covariance matrices. In the evaluation
of model fit, a number of criteria were considered. The confidence interval for RMSEA
was taken as 0 to .10 and the cut off criteria for CFl, GFI, AGFI and NNFI were
determined as .90 for a good model fit (Hu & Bentler, 1999). Moreover, the ratio of
degrees of freedom to chi-square was determined around 1/2 or 1/3 to provide acceptable
fit (Schermelleh-Engel, Moosbrugger, & Miiller, 2003).

The model tested whether household chaos, maternal depression, home
stimulation and parenting dimensions would mediate the links between poverty variables

and school readiness outcomes. The model did not fit the data well, »*(8, N = 184) =
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90.93, p <.001, RMSEA = .24, 90% CI [.19, .28], CFI =.77, GFI = .92, AGFI = .26. Non-
significant paths were trimmed from the model. The resulting trimmed model still did not
fit the data well, »%(41, N = 184) = 121.79, p < .001, RMSEA = .11, 90% CI [.08, .13],
CFIl = .76, GFI = .91, AGFI = .82, NNFI = .62.

When modification indices were examined, they offered error covariance between
maternal warmth and maternal hostility. Considering that they are both parenting
dimensions and highly correlated, an error covariance was added between these two
variables. According to the chi-square test, the modification improved the model
significantly, Ay*(1, N = 184) = 35.24, p < .01). The revised model still did not provide a
good fit to the data, ¥*(40, N = 184) = 86.55, p < .001, RMSEA = .08, 90% CI [.06, .1],
CFI1 =.86, GFI = .93, AGFI = .86, NNFI =.77.

Modification indices suggested addition of error covariance between receptive
vocabulary and phonological awareness; between receptive vocabulary and mathematics;
in addition to between mathematics and phonological awareness. Conceptually, these
three variables were all school readiness outcomes and correlation analyses indicated that
they are highly correlated in the present study. In the literature, it is suggested that
vocabulary knowledge and mathematics skills (McClelland et al., 2007; Pierce &
Fontaine, 2009), vocabulary knowledge and phonological awareness (Metsala, 1999;
Torppa et al., 2007), and mathematics and phonological awareness (Wise et al., 2008;
Jordan, Wylie, & Mulhern, 2010; Smedt, Taylor, Archibald, & Ansari, 2010) are
associated variables. Therefore, error covariances were added between these school
readiness variables. When error covariances were added, the path from parental education
to mathematics became non-significant, then, it was trimmed from the model. A chi-
square difference test showed that adding the error covariances and deleting the non-
significant path significantly improved the model, Ay*(2, N = 184) = 41.25, p < .01).
Finally, the fit indices revealed a perfect fit, y*(38, N = 184) = 45.3, p > .05, RMSEA =
.03, 90% CI [0, .07], CFI = .98, GFI = .96, AGFI = .92, NNFI = .96. Moreover, the ratio
of degrees of freedom to chi-square was smaller than the ratio of 1/2, indicating good fit.
Figure 3.2 depicts the results of mediation analysis.
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Prior to the mediation analyses results, the direct effects of poverty variables on
mediators and school readiness variables, in addition to the direct effects of mediators on
school readiness variables were examined. Then, indirect effects were tested if the
relationships between the variables met the conditions for the mediation analyses. That
is, if the “a” (from independent variable to mediator) and “b” (from mediator to dependent
variable) paths were significant, the mediation analyses were run for these relationships
(Hayes, 2009).

3.6.1 The Direct Effects
3.6.1.1 Predictors of Household Chaos

Among the poverty variables, income-to-needs ratio negatively (5 = -.19, p = .01) and
food insecurity positively (5 = .24, p =.01) predicted household chaos; and they explained
12% variance in chaos. Lower levels of income and higher levels of food insecurity were

associated with more chaotic households.
3.6.1.2 Predictors of Maternal Depression

The results indicated that household chaos (5 = .28, p < .001) and food insecurity (8 =
19, p = .01) positively, whereas income-to-needs ratio negatively (5 = -.12, p = .04)
predicted maternal depression and they explained 19% variance together. High levels of
chaos and food insecurity, in addition to low levels of income, were related to more

depressive symptoms in mothers.
3.6.1.3 Predictors of Home Stimulation

Path analysis results indicated that income-to-needs ratio positively (5 = .25, p <.001),
but food insecurity (5 = -.21, p = .01), household chaos (# = -.21, p = .002) and maternal
depression (# =-.13, p <.05) negatively predicted home stimulation. They explained 30%
variance in home stimulation. The results showed that as the income levels increased, and
food insecurity, chaos in the household and depressive symptoms of mothers decreased,

houses were more likely to be stimulating for the development of children.
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3.6.1.4 Predictors of Parenting Dimensions

Food insecurity of the household negatively predicted maternal warmth (5 =-.16, p =.01)
and positively predicted maternal hostility (5 = .19, p = .02). Food insecurity explained
3% variance in maternal warmth and 4% variance in maternal hostility. As the food
insecurity in the household increased, mothers were more likely to show hostility toward

their children and less likely to show warmth.
3.6.1.5 Predictors of School Readiness Variables

According to the results of the study, home stimulation (5 = .28, p <.001) positively, but
material hardship related to materials and opportunities (5 = -.14, p = .02) and maternal
hostility (5 =-.17, p <.001) negatively predicted receptive vocabulary of children. These
three variables explained 15% variance in receptive vocabulary. Higher levels of
stimulation in the home environment and low levels of material hardship and maternal

hostility were related to improved receptive vocabulary in children.

Among the school readiness variables, mathematics skills were positively
predicted by home stimulation (5 = .23, p = .001) but negatively predicted by maternal
hostility (# = -.20, p = .01). They explained 10% variance in mathematics. If children
lived in more stimulating houses and had mothers who showed less hostility toward them,

then they had better mathematics skills.

Moreover, parental education positively (# = .22, p =.003), but maternal hostility
negatively (5 = -.19, p = .01) predicted phonological awareness of children; explaining
9% variance in phonological awareness. The results indicated that higher levels of
parental education and lower levels of maternal hostility were associated with improved

phonological awareness of children.
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3.6.2 The Indirect Effects

3.6.2.1 The Indirect Effect of Poverty Variables on Maternal Depression through
Household Chaos

The mediating effect of household chaos in the relationship between poverty
variables including income-to-needs ratio and food insecurity, and maternal depression
was examined. The results showed that household chaos mediated the relation between
income-to-needs ratio and maternal depression (b =-.29, SE = .14, t =-2.02), in addition
to the relation between food insecurity and maternal depression (b = .03, SE = .01, t =
2.32). The direct effect of income-to-needs ratio on maternal depression was significant;
therefore, chaos partially mediated this relationship. Higher levels of income was
associated with lower levels of household chaos, in turn, lower levels of chaos was
associated with fewer depressive symptoms in mothers. Moreover, the direct effect of
food insecurity on maternal depression was also significant; therefore, household chaos
partially mediated this relation. Higher levels of food insecurity was related to higher
levels of chaos, in turn, higher levels of chaos was related to more depressive symptoms

in mothers.

3.6.2.2 The Indirect Effects of Poverty Variables on Home Stimulation through
Household Chaos and Maternal Depression

Additionally, the mediating roles of household chaos and maternal depression in
the relationship between income-to-needs ratio and home stimulation were examined.
The results indicated that chaos and depression significantly mediated this relationship (b
=3.4, SE = 1.34, t = 2.54). Sobel test was conducted to see the indirect effects separately
via online software (Preacher & Leonardelli, 2003). The results revealed that household
chaos significantly mediated this relationship (z = 1.99, p < .05). Considering that the
direct path from income-to-needs ratio to home stimulation was significant, chaos
partially mediated this relationship. People with higher income levels were less likely to
live in chaotic households, and lower chaos in the household was associated with more
stimulation in the house. However, the indirect effect of maternal depression was not
significant (z = 1.43, p > .05).
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Moreover, household chaos and maternal depression significantly mediated the
link between food insecurity and home stimulation (b = -.32, SE = .12, t = -2.55). Sobel
test results indicated that household chaos significantly mediated the relationship between
food insecurity and home stimulation (z = 2.06, p = .04). It was a partial mediation since
the direct effect of food insecurity on home stimulation was significant. Results showed
that as the food insecurity of the household increased, household chaos also increased and
increase in the household chaos was associated with reduced home stimulation. However,

the indirect effect of maternal depression was not significant (z = 1.61, p > .05).

3.6.2.3 The Indirect Effect of Household Chaos on Home Stimulation through
Maternal Depression

The mediating role of maternal depression in the relationship between household chaos
and home stimulation was examined. The results revealed that the indirect effect was not
significant (b =-.35, SE = .2, t =-1.73).

3.6.2.4 The Indirect Effects of Poverty Variables on School Readiness Outcomes

through Home Stimulation and Parenting Dimensions

The mediating effects of home stimulation and parenting dimensions in the
relation between poverty variables and school readiness outcomes were tested.
Stimulation in the home environment fully mediated the link between income-to-needs
ratio and receptive vocabulary (b =9.79, SE = 3.09, t = 3.17). Higher income levels were
associated with more stimulation in the home environment, in turn, higher levels of

stimulation was predictive of better receptive vocabulary of children.

The indirect effect of food insecurity on receptive vocabulary through home
stimulation and maternal hostility was examined. Path analysis results revealed that
maternal hostility and home stimulation mediated this relationship (b = -.91, SE = .25, t
=-3.69). Sobel test results indicated that home stimulation fully mediated this relationship
(z=2.2, p =.03). Lower levels of food insecurity were associated with more stimulation
in the home environment, in turn, higher levels of stimulation was predictive of better
receptive vocabulary. However, the indirect effect of maternal hostility was marginally
significant (z = 1.76, p = .08). In houses with food insecurity, mothers were more likely
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to show hostility toward their children and maternal hostility was predictive of poor
receptive vocabulary of children.

The indirect effects of poverty variables on mathematics skills of children were
examined. The indirect effect of income-to-needs ratio on mathematics through home
stimulation was significant (b = 4.11, SE = 1.61, t = 2.55). Higher income was related to
more stimulating home environment, in turn, stimulation in the home was related to

improved mathematics skills.

Moreover, home stimulation and maternal hostility mediated the link between
food insecurity and mathematics (b = -.43, SE = .14, t = -3.11). In order to see their
mediation effects separately, Sobel test was conducted. Results showed that home
stimulation significantly mediated this relationship (z = 2.0, p < .05). Lower levels of
food insecurity was related to more stimulating home environments, in turn, stimulation
in the home was related to improved mathematics skills. However, the mediating role of
maternal hostility was marginally significant (z = 1.82, p = 07). In households with food
insecurity, mothers were more likely to show maternal hostility, in turn, maternal hostility

was associated with poor mathematics skills in children.

Finally, the mediating role of maternal hostility in the relation between food
insecurity and phonological awareness was examined but maternal hostility did not
mediate this relationship (b = -.05, SE = .03, t = -1.74).

3.6.2.5 The Indirect Effects of Maternal Depression and Household Chaos on

School Readiness Outcomes through Home Stimulation and Parenting Dimensions

The mediating roles of home stimulation in the relation between household chaos
and receptive vocabulary, in addition to the relation between maternal depression and
receptive vocabulary were examined. According to the path analysis results, home
stimulation fully mediated the relation between household chaos and receptive
vocabulary (b =-1.4, SE = .47,t=-3.1). Lower levels of household chaos were related to
higher stimulation in the home environment, and higher stimulation was associated with
improved receptive vocabulary. However, home stimulation did not mediate the link

between maternal depression and receptive vocabulary (b = -.75, SE = .4, t = -1.89).
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Additionally, the indirect effect of household chaos on mathematics through home
stimulation was also significant (b =-.59, SE = .25, t = -2.38). Lower levels of household
chaos were related to higher stimulation in the home environment, and higher stimulation
was associated with improved mathematics skills. However, home stimulation did not
mediate the relation between maternal depression and mathematics skills (b =-.32, SE =
2,t=-1.61).

59



CHAPTER 4

DISCUSSION

4.1 Overview

The major goal of the current study was to examine the influence of poverty
variables such as parental education, family income, material hardships of the household
including availability of materials and opportunities and food insecurity, on children’s
school readiness. In the examination of school readiness, receptive vocabulary,
mathematics/ numeracy skills, color knowledge and phonological awareness of children
were assessed. Secondly, present study aimed to investigate the mediating roles of home
environment characteristics such as household chaos and stimulation at home in addition
to the maternal characteristics including maternal depression and parenting quality. The
results of the study indicated that poverty was associated with children’s school readiness

either directly or indirectly.

In this chapter, firstly, the findings of the study will be discussed in the light of
the literature. Then, the limitations of the study and contributions to the literature will be

explained.
4.2 Discussion of the Excluded Variables

In the assessment of phonological awareness of children, phoneme matching and
rhyme matching tasks were included in the study. However, the internal consistency of
the phoneme matching task was very low, therefore, it was excluded from the
measurement of phonological awareness. During the task, children had difficulty
understanding the instructions and completing the task. Considering that all the children
were coming from low-SES families living in poverty, their phonological awareness

skills may not be sufficient to achieve the task. Moreover, teachers in the preschools
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informed that teaching phonemes is not included in the current curriculum, so they do not
engage children in activities to teach them phonemes. The internal consistency of rhyme
matching task was acceptable. As the literature suggests, children firstly have rhyme
awareness, then they have awareness of sounds since rhymes are larger units as compared
to phonemes and it is easier to gain awareness for larger units (Carroll et al., 2003).
Therefore, children in this sample might have developed rhyme awareness but they may
not have phoneme awareness yet. Ultimately, only scores of rhyme awareness task were

used to measure phonological awareness of children in the analyses.

One of the school readiness outcomes was color knowledge of children. Color
knowledge is a variable that is assessed in many standard school readiness tests (Bracken,
1998; Brigance, 1987). Therefore, in the present study, color knowledge was included
among the school readiness outcomes. However, descriptive statistics showed that the
mean score of color knowledge was very close to the maximum value indicating that
almost all of the children had color knowledge. Considering that 85% of the children were
attending a preschool education center, it is likely that children have learned colors in
these centers. Moreover, sixteenth item of the Home Environment Questionnaire was
about teaching colors to children at home. When the frequencies of the answers to this
item were examined, 96% of mothers reported that they were teaching colors to their
children. Therefore, teaching colors to children before formal schooling is common
among families, and children can be expected to have color knowledge in this age period.

4.3 Discussion of the Results of Path Analysis
4.3.1 Findings on the Poverty Variables as Predictors

Among the poverty variables, parental education and material hardships related
to the availability of materials and opportunities in the household did not predict mediator
variables and school readiness outcomes. In the present study, the education levels were
low for both mothers and fathers in general. For instance, almost half of the mothers and
fathers had primary school education, therefore, parental education may not have enough
variance to make a significant effect on the variables. Additionally, material hardships

did not predict any of the mediator variables in addition to school readiness outcomes
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other than receptive vocabulary. The items of the questionnaire were extracted from the
Household Income-Expense Questionnaire and it was not a standard measure. Therefore,
the items used in this measure might not be a good estimate for the measurement of
poverty, considering the low internal consistency of the measure. In future studies the
items of the measure should be extended by including additional items that represent
poverty related hardships better, so material hardship may predict mediator variables and

school readiness outcomes.

Family income and food insecurity of the household predicted household chaos,
maternal depression and home stimulation. Moreover, food insecurity was found as
predictor of parenting dimensions. Therefore, family income and food insecurity in the
household worked better than parental education and material hardship as poverty
variables. The income is commonly used in poverty research but there are not many
studies that include food insecurity as a dimension of poverty. Based on the literature,
families suffer from food insecurity due to the lack of financial resources (Cook & Frank,
2008). In sum, these two variables are related as dimensions of poverty, so, their
predictive roles are similar in the analysis. However, food insecurity predicted more
variables as compared to income level. The reason might be related to the idea that food
insecurity might be a better indicator of poverty since it shows the severity of poverty.
The effects of income and poverty on mediators and outcome variables will be discussed
later in the chapter.

4.3.2 Findings on Predicting Household Chaos

The results of the present study showed that family income negatively, food
insecurity in the household positively predicted household chaos. These findings are
consistent with the findings reported in the literature. For instance, Evans (2004) reported
that children of low-income families live in chaotic households without routines and with
instability. Families who have low income levels and suffer from food insecurity may not
organize the household due to life stresses or lack of resources. As an example, families
with low income may live in cheaper and smaller houses, therefore, the house may have
insufficient number of rooms or space for each person. Then, families may experience

difficulty in organizing the environment and the house becomes noisy and disorderly.
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Contrary to expectations, parental education and material hardships did not predict
household chaos. However, the literature suggests that education levels of parents are
associated with household chaos (Matheny, Wachs, Ludwig, & Phillips, 1995). High
parental education was reported to be related to less chaotic home environments.
However, in the same study, it was also reported that even if they are related constructs,
what is measured by household chaos is independent from parental education and
education does not contribute to the predictive power of household chaos. Based on the
findings of the present study, it can be inferred that the effect of income level might be
stronger than the education level of parents. Even if parents have higher education levels,
still they can have low levels of income and suffer from food insecurity. Then, what
determines household chaos might be the financial hardships of the family rather than the

education level.
4.3.3 Findings on Predicting Maternal Depression

The results indicated that higher levels of family income predicted fewer
depressive symptoms in mothers, whereas more food insecurity was related to higher
levels of depressive symptoms. These findings are consistent with the literature. The
literature suggests that financial hardships are associated with more depressive affect in
mothers (Gyamfi, Brooks-Gunn, & Jackson, 2001). Moreover, mothers experiencing
food insecurity were reported to be at risk for experiencing major depressive disorder or
generalized anxiety disorder (Whitaker, Phillips, & Orzol, 2006). Experiencing food
insecurity in the household is a source of stress for the family members, so parents are
likely to experience depression or other mental health problems (Ashiabi & O’Neal,
2008).

The mechanism between income and maternal depression, in addition to the
relation between food insecurity and maternal depression can be partially explained by
the mediating role of household chaos. The results indicated that household chaos
partially mediated these relationships. If the households had low income levels and suffer
from food insecurity, they were more likely to be chaotic. Chaotic home environment was
reported to be a risk factor for the psychological health of mothers (Pike et al., 2006). In

a recent study (Hur, Buettner & Jeon, 2015), mothers with depression reported their
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houses as being more chaotic, less organized and less predictable as compared to mothers
with fewer depressive symptoms. Among the chaos related problems, crowding (too
many people in a room) was reported as the main reason of problems in maternal
psychological health (Wachs & Corapci, 2003).

Living in a household which suffers from financial difficulties and food insecurity
might be stressful for the family members including mothers and it impairs their
psychological functioning. In sum, it is possible that experiencing financial hardship and
food insecurity in addition to a chaotic home environment are risk factors for maternal

depression.
4.3.4 Findings on Predicting Stimulation at Home

High income levels in addition to low food insecurity in the household were found
as predictors of high levels of stimulation in the home environment. These findings were
in line with the literature. As the literature suggests, the income level of the family is an
important factor for a stimulating home environment (Davis-Kean, 2005; Kluczniok et
al., 2013). Higher levels of income increase the opportunities for cognitive stimulation
for children in the home environment in the preschool period (Votruba-Drzal, 2003). The
association between income and home stimulation might be explained by purchasing
power. For instance, families with high income levels might have high purchasing power
and buy stimulating toys and materials, therefore, they can create a more stimulating
home environment. Since the food insecurity shows the severity of the poverty in the
household, its relation with home stimulation might be similar to the relation of income.
Food insecure houses may not have a purchasing power even to purchase food, and they
also do not have opportunities to create a stimulating home environment. In addition to
their direct effects, both income and food insecurity indirectly predicted stimulation in
the home environment through household chaos. High levels of income and low levels of
food insecurity was associated with less chaotic households, in turn, low chaos was
associated with more stimulation in the home environment. In a study (Martin, Razza, &
Brooks-Gunn, 2012), it was stated that children living in houses without routines had
fewer stimulating materials, in addition their mothers might not be well organized to

provide developmentally stimulating materials and activities for children.
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Unexpectedly, parental education did not predict home stimulation. According to
the literature, higher levels of parental education was associated with a more stimulating
home environment (Davis-Kean, 2005). Parents with high education make the
environment more supportive and engage in stimulating activities that foster children’s
development. However, present study did not find a significant relation between parental
education and stimulation at home. Even if parents have higher education levels, they
may not be able to provide stimulating materials to children due to financial restraints.
Therefore, they may not give priority to stimulating materials since they need to live on
a small amount of money. Alternatively, the reason might be associated with the low
education levels of parents in the overall sample, since most of the parents had primary

school education.

Maternal depression was found as negatively predicting home stimulation. If
mothers were depressed, then the home environment was less likely to be stimulating for
children. In the previous studies, maternal depression was reported to be related to
decreases in the quality of mother-child interactions (Albright & Tamis-LeMonda, 2002).
Even if there is not a problem in the provision of age-appropriate stimulating materials,
stimulation can be reduced when the quality of interactions with children suffers. In sum,
financial difficulties of the household seems to restrain children to reach stimulating
materials in the home environment either directly or indirectly, whereas maternal
depression might be a barrier for mothers to engage in stimulating activities that might

foster children’s development.
4.3.5 Findings on Predicting Parenting Dimensions

One of the parenting dimensions assessed by the Parental Acceptance-Rejection
Questionnaire was maternal neglect. However, maternal neglect was not predicted by any
of the poverty variables, in addition to household chaos and maternal depression.
Similarly, in a study on the influence of poverty on child neglect, it was reported that the
income level did not predict neglect and only poverty variable that predicted neglect was
material hardship (Slack et al., 2004). However, in the current study, neither material
hardships related to the availability of materials and opportunities nor food insecurity

predicted parental neglect. In the study by Slack and colleagues (2004), material hardship
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was measured by items such as difficulty in paying the rent or experiencing utility shutoff
which was similar to the measure of material hardship for the availability of materials and
opportunities used in the current study. However, material hardship measure did not work
well in the current study due to its low internal consistency. Moreover, maternal neglect
was not predicted by maternal depression either and this finding will be discussed with

other parenting dimensions.

Among the poverty variables, only food insecurity predicted maternal hostility
and maternal warmth. Higher levels of food insecurity were associated with more hostile
parenting and less warmth in mothers. However, the literature suggests that especially
parental education and income levels have an impact on parenting behaviors, for instance,
mothers with low education and low income were reported to show less positive parenting
behaviors (Fox, Platz, & Bentley, 1995), such as less sensitive parenting (Raviv,
Kessenich, & Morrison, 2004). Furthermore, low income was determined as a risk factor
for mothers’ punitive behaviors especially when mothers did not have social support from
other family members or people in the community (Hashima & Amato, 1994). In the
present study, most of the mothers were living in rural areas and they were living close
to their relatives and they knew the people in the neighborhood. Therefore, it is possible
that they were getting social support from other people and their parenting was not
affected by low income levels. However, experiencing food insecurity is a more severe
form of poverty, therefore, these mothers might show more hostile parenting and less

warmth to their children due to the stresses of living conditions.

Unexpectedly, any of the mediator variables including maternal depression and
household chaos did not predict parenting dimensions. According to the literature,
especially maternal depression is an important predictor of parenting (Burchinal et al.,
2006; Kiernan & Mensah, 2009; Newland et al., 2013). For instance, mothers with
depression were reported to be less sensitive to their children (Albright & Tamis-
LeMonda, 2002). In the present study, the depression levels of mothers were low in the
overall sample. In the literature, people living in urban areas were documented to be
experiencing mental health problems more frequently compared to people living in rural

areas (Paykel et al., 2000). Considering that more than three forth of the mothers were
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living in rural areas, they were likely to have very few depressive symptoms. It is possible
that they were getting social support from other people in the neighborhood whenever
they need, so they may not experience depression. If the social support can be controlled,
maternal depression might have an influence on the parenting dimensions. In further
studies, social support can be assessed and controlled in order to see the effect of maternal
depression on parenting quality.

4.3.6 Findings on Predicting School Readiness Outcomes

In the current study, higher levels of stimulation in the home environment were
associated with improved receptive vocabulary and mathematics skills. These results
support previous studies in the literature. Stimulating materials and activities in the home
environment were reported to be contributing to children’s vocabulary (Martin, Razza, &
Brooks-Gunn, 2012) and mathematics skills (Sonnenschein & Galindo, 2014). Children
can learn new words and acquire numeracy and mathematics skills through the
stimulating materials and activities. For instance, parents can read storybooks to children
and create an environment that children can be exposed to new words and learn the way
that these words are used (Fletcher & Reese, 2005). Through the assistance of their
parents, children acquire new words in this process. Similarly, parents can provide
children educational toys to improve their mathematics skills or they can teach numeracy
skills to children. Therefore, stimulating home environment contributes to children’s
vocabulary and mathematics skills. However, home stimulation did not predict
phonological awareness of children and it was unexpected considering the previous
studies. For instance, Aram and colleagues (2013) documented that home literacy
environment is related to better phonological awareness skills of children. Participants in
the present study were low-SES mothers and their children, therefore, the stimulation
provided to children may not be enough to improve the phonological awareness skills of
children. Moreover, rather than the overall stimulation, specific materials and activities
may be necessary for the development of phonological awareness such as teaching

rhymes.

Among the parenting dimensions, maternal hostility predicted all of the school

readiness variables. If children perceived their mothers as more hostile, they were likely
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to have poor vocabulary, mathematics skills and phonological awareness. These poor
outcomes might be associated with neurocognitive problems caused by the experiences
of hostility. For instance, exposure to maltreatment was reported to be linked to problems
in brain development which affect children’s 1Q levels and performance in academic tests
(Noble, Tottenham, & Casey, 2005). Moreover, maltreated children show low academic
engagement that predicts poor academic achievement (Shonk & Cicchetti, 2001). In the
light of these possible explanations, the link between maternal hostility and school

readiness outcomes needs further research.

Unexpectedly, maternal warmth did not significantly predict any of the school
readiness variables. In the literature, mainly maternal warmth was reported as a predictor
of child outcomes (Landry et al., 2001; Mistry et al., 2010; Watkins-Lewis & Hamre,
2012). However, these studies assessed maternal warmth through either mother report or
observation. In the present study, parenting quality was assessed based on the reports of
children and children’s perceptions of maternal hostility might be a stronger predictor of
children’s school readiness outcomes as compared to perceptions of maternal warmth.
Moreover, path analysis results showed that the effect of maternal warmth on
mathematics and receptive vocabulary was approaching significance before the non-
significant paths were trimmed. Considering that sample size of the study was small for
such a model with complex relationships, the effect of maternal warmth on school
readiness might be significant in a model with a larger sample size.

In the present study, the effects of poverty variables on children’s school readiness
outcomes were mostly indirect. Only two of the direct effects were significant. Among
the poverty variables, parental education significantly predicted children’s phonological
awareness. Children with parents who have higher education levels had better
phonological awareness skills. This finding supports previous studies. In the literature,
socioeconomic status has been reported as a predictor of children’s phonological
awareness (Lundberg, Larsman, & Strid, 2012). Present study indicates that rather than
income, especially parental education is prominent for the development of phonological
skills in children. Parents with higher education levels can teach children phonemes and

provide activities that help them gain awareness of phonemes. Moreover, material
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hardships of the household negatively predicted receptive vocabulary of children. Some
items of the measure might have a role to create a stimulating environment for language
development of children. For instance, if the house has a computer, internet connection
or plasma television, these materials can provide stimulation for children to learn new
words. Then, in households that lack these materials, children might be in a disadvantaged
position in their receptive vocabulary development.

4.4 Contributions and Strengths of the Study

There are many studies in the literature that examine the relationship between
poverty and school readiness through various mediator variables including parenting and
home environment (Marcella, Howes, & Fuligni, 2014; Mistry et al., 2010; Vernon-
Feagans et al., 2012). However, in these studies, mainly either income level of the family
or education level of parents are included as indicators of poverty or socioeconomic
status. The present study included four different indicators of poverty and the effects of
these variables were tested separately rather than a composite poverty score to see their
unique effects on mediator variables and school readiness outcomes. Furthermore, there
IS not a comprehensive study examine the role of poverty in children’s school readiness
outcomes, especially through the examination of home environment characteristics and
maternal factors in Turkey. Therefore, the present study will contribute to the poverty

research in Turkish literature.

In addition to the contributions to the literature, the present study has some
strengths. Firstly, the hypotheses of the study were tested in a single analysis using
structural equation modeling. Including all the variables in a comprehensive model
enabled to see the pattern of all possible relations. Another strength of the study was that
parenting quality of mothers were assessed based on the reports of children. The
assessment of parenting through children’s reports is new for this age group since children
cannot complete scales in this age period. However, relying on children’s reports is a
better way of the measurement of parenting quality since the reports of mothers,
especially in the assessment of parenting quality, may be biased especially at risk

conditions.
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4.5 Limitations of the Study

There are some limitations of the study that should be taken into consideration
while interpreting the results. The first limitation is the design of the study. The study was
a cross sectional design and it is not possible to make causal inferences from the results
of the study. Second limitation is related to the characteristics of the sample. The data
were collected from two different cities in Turkey. It reduces the external validity of the
study and the findings of the study cannot be generalized to overall Turkish population.
Moreover, even if both cities were metropolitan cities, participants from Mersin were
living in more rural areas. Additionally, the sample sizes were not equal for two cities.
More than three forth of the participants were from Mersin due to the convenience
sampling. However, when two cities were compared using t-test analyses for the basic
demographics and variables used in the analyses, they were not significantly different.
Still, the findings of the study should be interpreted cautiously in terms of

generalizability.

The second limitation of the study is about the data collection process. Some of
the data were collected in home visits and others were collected in certain institutions
such as Public Education Center or preschools. In home visits, the scales for mothers were
completed in an interview format if their literacy skills were insufficient. However, the
scales were sent to mothers via teachers in the preschools and it is not known how they
completed the scales if their literacy skills were not sufficient to complete them.
Moreover, the variables measured by mother reports might be biased due to the social
desirability, especially in household chaos and home stimulation. These variables could

be assessed through observational methods rather than mother reports.

The third limitation of the study is that almost 85% of the children were attending
preschools. It is not possible to differentiate the skills that children learned in their houses
or in the preschool center. In this regard, children who were not attending preschool
centers were in a disadvantaged position. Attending a preschool center or duration of
preschool attendance could be controlled in the analysis. Another limitation of the study
is associated with the measurement of mathematics. In order to test the mathematics skills

of children, a new measure was developed for the current study considering children’s
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educational books and standard school readiness tests. Even if it has a very high internal
consistency, it is not a standard, validated measure. Therefore, the validation of the

measure could be done before the data collection process.
4.6 Implications and Future Suggestions

The Ministry of Education assumes that children start formal schooling with a
number of skills such as vocabulary knowledge, numeracy and mathematics skills and
phonological awareness. However, children living in poverty conditions do not start
school with sufficient skills (Duncan & Magnuson, 2005; High, 2008). The present study
shows the mediating mechanisms for the effect of poverty on children’s school readiness.
This study indicated that especially income level of the family and food insecurity have
an influence on children’s school readiness through chaos and stimulation in the home
environment in addition to maternal hostility. Therefore, families living in poverty
conditions can be supported through financial support or food aid programs. In addition,
intervention programs can be applied to improve the stimulation in the home
environment. For instance, stimulating toys and materials can be given to families that
they cannot afford or parents can be trained to engage in stimulating activities.
Additionally, intervention programs may aim to improve the parenting quality of mothers.
For instance, they can be informed about the negative effects of hostility toward children
and they can be trained about how to deal with stressful situations without harming
children. Policy makers should create policies that target to improve the living conditions
of the households and support mothers, considering that stimulation in the home
environment and mothers’ hostile parenting have direct effects on children’s school

readiness.

The present study can be replicated by including more cities that represent Turkish
population. In this way, the findings can be generalized and it will be possible to see a
bigger picture for the role of poverty on children’s school readiness in Turkey. In order
to refer to causal relationships, another study with a longitudinal design can be conducted
and children can be followed through their school years to clarify the effects of poverty

in the long term.
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4.7 Conclusion

This study provides an insight on the mediating mechanisms for the effect of
poverty on children’s school readiness. Especially family income level and food
insecurity in the household have an influence on children’s school readiness outcomes
through chaos and stimulation in the home environment in addition to maternal hostility.
The findings of the study are consistent with the literature, suggesting that the influence
of poverty on children’s school readiness is mediated by the characteristics of the home

environment and maternal characteristics such as parenting quality.

In conclusion, the present study shed light on the mediating mechanisms in the
relationship between poverty and school readiness. The findings of the study provided

implications for social policies and intervention programs.
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APPENDICES

Appendix A: Demografik Bilgi Formu

Dogum tarihiniz
1 Okuma-yazma bilmiyor
(1 Okuma yazma biliyor
Egitim durumunuz [ lkokul
7 Ortaokul
1 Lise
] Universite
Mesleginiz
Su an i¢in ne is yaptyorsunuz?
Isiniz diizenli bir is mi? 0 Evet
) Haywr
Ne kadar siiredir bu iste ¢alisiyorsunuz?
Sigortali misiniz? (] Evet
(] Hayr
Aylik kazanciniz
Net gelir:.....cocvveecinrennennnnens
[ Biiylik sehir merkezi
Bugiine kadar en uzun yasadiginiz yer nasil J  Sehir
bir yerdi? 1 Kasaba
1 Koy
O Yurt dis1 (yaziniz).......
Su an yasadiginiz semt neresidir?
| Evli ve birlikte yastyor
Medeni haliniz | Evli ama esinden ayr1 yastyor
| Esinden ayrilmig
| Esini kaybetmis
Evliyseniz kag yildir evlisiniz?
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BABA i¢in

Dogum tarihi
[0 Okuma-yazma bilmiyor
) Okuma yazma biliyor
Egitim durumu [ ilkokul
'] Ortaokul
] Lise
| Universite
Meslegi
Su an i¢in ne is yapiyor?
Isi diizenli bir is mi? T Evet
[J Haywr
Ne kadar siiredir bu iste galigtyor?
Sigortali m1? [J Evet
[J  Haywr
Aylik kazanci
Net gelir: ...cooevveiinnnnnne.
[ Biiyiik sehir merkezi
Bugiine kadar en uzun yasadigi yer nasil bir (1 Sehir
yerdi? 1 Kasaba
[J Koy
0 Yurt disi (yazinz)............
Su an yasadig1 semt neresidir?

COCUKLAR igin

Toplam kag ¢cocugunuz var? ...............cc.evnnnnn.

Liitfen en kiigiik cogunuzdan baglayarak sorular1 yanitlayin.
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Cocugun | Dogum Cinsiyeti | Okula Kaginci Su an
ismi tarihi gidiyor sinifa sizinle mi
GiAv 1=Kiz mu? devam yastyor?
tin/Ay ;
2 = Erkek 1 = Evet edlyor?
Yil
2 = Hayir
1. Cocuk
2. Cocuk
3. Cocuk
4. Cocuk
5. Cocuk

HANE GELIR - GIDER ANKETI

Evinizde toplam kag kisi yasiyor?
[l Evet
[J  Haywr
Evinizde siz, esiniz ve ¢ocuklariniz digsinda
aile bireyleri var m1?
Evet ise
aciklaym.............ooeviiiiininnnn
[l Evet
[J  Haywr
Evet ise:
Kim ¢aligtyor?
Siz ve esiniz disinda evinizde para kazanmak |
amaciyla ¢aligan biri var m1?
Ne is yapiyor?
Aylik kazanci
NEAIN?. ..o
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Oturdugunuz ev size mi ait, kiract misiniz,
yoksa lojman m1?

Eger kira veriyorsaniz aylik ne kadar kira
veriyorsunuz?

Herhangi bir kurum/kurulus ya da vakiftan
herhangi bir para, gida, kiyafet, yakacak
yardimi aliyor musunuz?

- Evet
(] Hayir
Evet ise agiklayin:

Bu yardim sizin ihtiyacinizin

tamamin1 karsiliyor mu?

Evet
Hayir

Memleketinizden, akrabalarinizdan ya da
komsularinizdan herhangi bir para, gida,
kiyafet, yakacak yardimi aliyor musunuz?

O oo O

Evet
Hayir
Evet ise acgiklayin:

Bu yardim sizin ihtiyacinizin
tamamini karsiliyor mu?

Evet
Hayir

Sahip oldugunuz ev/arsa/tarla/diikkan gibi
herhangi bir gayrimenkuliiniiz var mi1?

.
.
-
.

Evet
Hayir
Evet ise agiklayin:

Simdi size bazi seyler sayacagim. Bunlara evinizde sahip olup olmadiginizi

sOylemenizi istiyorum. Her biri i¢in “sahibiz” ya da “sahip degiliz” se¢eneklerinden

birini sdyleyin.

Sahibiz

Sahip degiliz

Televizyon

Plazma televizyon

Video/VCD/DVD oynatici
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Sahibiz Sahip degiliz

Kredi kart1

Bilgisayar

Internet baglantist

Araba

Buzdolab:

Camasir makinesi

Bulasik makinesi

Mikro dalga firm

Kalorifer

Akilli telefon

Yurt iginde tatil imkani

Yurt disina ¢ikma imkani

Yazlik ev

Kredi kart1 borcunuz var mi?

11 Evet
[J  Haywr
Evet ise diizenli 6deyebiliyor

musunuz (faizsiz)?

[] Evet
[] Hayrr

Evinizde yasan tiim kisilerin yiyecek-igecek,
kira, 1sinma, doktor, ilag¢ gibi pek ¢cok
masraflari olabilir. Bunlarin hepsini
toplayacak olursak, evinizde yasayan kisilerin
aylik toplam masraflari ne kadardir?
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Cocugunuz:

Daha 6nceden hi¢ anaokuluna/krese gitti mi? [1 Evet

[J Hayrr
(Evet ise) Ne kadar siire gitti? |
Okulun ismi nedir?
Su an gidiyor mu? [J Evet

[J Hayrr

(Evet ise) Ne zamandir gidiyor?

Okulun ismi nedir?
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Appendix B: Gida Giivencesi Endeksi

Asagidaki sorular1 son 1 yili diisiinerek cevaplayin.

1. Yemek yapacak malzeme (mesela sebze, et gibi) almak i¢in hi¢ 0 Evet
ailenizin parasinin bittigi oldu mu? 0 Hayir
2. Yeterli yiyecek alacak paraniz olmadigi i¢in, siz ya da evinizdeki bir | Evet
bagka yetiskinin, hi¢ doyacak kadar yemek yiyemedigi oldu mu? 7 Hayrr
3. Yeterli yiyecek alacak paraniz olmadigi i¢in, cocugunuz ya da 0 Evet
cocuklarimizin, hi¢ doyacak kadar yemek yiyemedigi oldu mu? 0 Hayir
4. Evde yiyecek bir sey olmadigi i¢in, cocugunuz ya da ¢ocuklariniz 1 Evet
hi¢ a¢ olduklarini soyledi mi? 7 Hayrr
5. Yiyecek alacak yeterli paraniz olmadigi i¢in, cocugunuz ya da 0 Evet
cocuklariniz hi¢ a¢ olarak yataga gitti mi? O Hayr
6. Yeterli yiyecek alacak paraniz olmadigi igin, hi¢ cocugunuzun ya da

cocuklarmizin yemeklerinin boyutunu kiigiilttiiniiz mii ya da O Evet
cocuklarmiz 6giin atladi m? "1 Hayir
7. Yeterli yiyecek alacak paraniz olmadigi igin, siz ya da evinizdeki bir

bagka yetiskin, hi¢ yemeginin boyutunu kiigiilttii mii ya da 6giin atladi 0 Bvet
T [J Haywr
8. Yemek yapacak malzeme almak i¢in ¢ok az paraniz kaldigindan,

ailenizi doyurmak i¢in, hi¢ sinirli sayida malzemeyi uzun siire 0 Evet
kullandiniz m1 (mesela patates, makarna gibi)? "1 Hayir
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APPENDIX C: Ev Ortamm Anketi

1. Cocugunuzun ayni evde yasadigi ka¢ tane kardesi
(livey kardesleri de dahil) var? (Toplam kardes sayisini
yazin)

Kardes sayis1

2. Siz ya da bir baskasi ¢gocugunuza hikaye okur mu? [J  Yilda birkag
0 Evet kez
[l Hayr [ Ayda birkag
kez
Ne siklikla okur? [0 Haftada bir
kez
[ Haftadaen
az 3 kez
[J  Her giin
[J  Giinde
bir¢ok kez
3. Cocugunuzun kendisine ait ¢ocuk kitab1 var m1? [ Evet [l 10yada
[l Hayr daha fazla
[J 3-9arasi
0 lyada?2
Yaklagik kag tane var?
4. Cocugunuzun sayilari, renkleri, sekilleri, meslekleri [l Bir
Ogreten oyunlari/oyuncaklart var mi? [l Evet O ki
[J  Hayir 0 Ug
[J  Dortyada
daha fazla
Yaklagik kag tane var?
5. Cocugunuzun hi¢ yapbozu var mi? [ Evet
(1 Hayrr
6. Cocugunuzun bloklar, legolar, oyun hamuru gibi [ Evet
oyuncaklart var mi1? [J  Hayir
7. Cocugunuzun el becerilerini destekleyen oyunlari ve [ Evet
oyuncaklart var mi? (ipe dizmek i¢in boncuk, kiigiik [J  Hayir
bloklar, oyuncak bebege giydirmek i¢in giysiler, vb.)
8. Cocugunuzun kullanabilecegi boya, tebesir veya [1  Evet
kalem gibi malzemeleri var m1? [l Haywr
9. Cocuk disinda aile iiyelerinin okuyabilecegi [1  Evet
kitaplarmiz var mi1? [J  Hayrr
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Yaklagik kag tane var? Kitap

L1113
10. Ailenizin diizenli olarak aldig1 dergi var m1? [0 Bir

T Evet O ki

[J Hayir 0 Ug

[l Dort ya da
Yaklasik kag tane var? daha fazla
11. Evde ¢ocugunuzun ¢ocuk sarkilari, hikayeler, [l Evet
masallar dinlemek i¢in kullandig1 bir CD ¢alar, [J  Hayrr
kasetgalar, ses kayit cihazi, ya da MP3 var m1?
(Kardesleriyle paylastiklar: da dahil)
12. Cocugunuzun, ¢ocuk sarkilar1 ¢alan, hikayeler, [l Evet (1 10yada
masallar anlatan, kendisine ait CD’si ya da kaseti var mi? | [| Hayir daha fazla
[J 3-9arasi

Yaklasik kag¢ tane var? [l lyada?2
13. Cocugunuz, DVD ya da bilgisayardan ¢ocuklara 0 Evet
yonelik ¢izgi filmler, videolar izler mi? [J  Hayrr
14. Evde, siz ya da bir bagkasi ¢ocugunuzun rakamlari, 0 Evet
sayilart 6grenmesine yardim eder mi? [J Hayrr
15. Evde, siz ya da bir bagkasi ¢ocugunuzun harfleri [ Evet
ogrenmesine yardim eder mi? [l Haywr
16. Evde, siz ya da bir bagkasi gocugunuzun renkleri [ Evet
o6grenmesine yardim eder mi? [l Haywr
17. Evde, siz ya da bir bagkasi cocugunuzun sekilleri [l Evet
(kare, liggen, yuvarlak gibi) ve biiyiiklikleri (biiyiik- [l Haywr
kiiciik, az-¢ok, uzun-kisa gibi) 6grenmesine yardim eder
mi?
18. Cocugunuza sarki, siir veya tekerleme 6grenmesi igin | []  Evet, her firsatta
yardimci olur musunuz? [J  Evet, arada sirada

[] Hayir, pek ugragmiyorum
19. Cocugunuza bir yeri ya da bir seyi tarif edebilmesi [J  Evet, her firsatta
icin altinda, tistiinde, yaninda, arkasinda, daha biiyiik, [J  Evet, arada sirada
daha kiigiik gibi terimleri 6gretir misiniz? ) Hayir, pek ugrasmiyorum

20. Siz ya da baska bir aile liyesi gocugunuzu disariya
cikarma firsat1 bulur mu? Ornegin, alis-verise, parka,
piknige, araba gezintisine vb.

Evet
Hayir

0

Yilda birkag
kez ya da
daha az
Ayda
yaklasik bir
kez
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Yaklagik ne siklikla gocugunuzu disariya ¢ikarirsiniz? Ayda
yaklasik iki
ya da ii¢ kez
Haftada
birkag kez
Yaklasik
giinde bir
kez

21. Cocugunuz kendi yasindaki ¢cocuklarla [J Evet, sik sik

oynayabilecegi bir yerlere gider mi? (Cocuk parkina [l Evet, arada sirada

gitmek, sokakta oyun oynamak gibi) ) Evet, nadiren

0 Hayrr

22. Gegtigimiz y1l igerisinde siz ya da baska bir aile Bir ya da iki

liyesi cocugunuzu herhangi bir ¢ocuk, bilim, sanat, tarih | [J Evet kez

miizesine ya da bagka bir miizeye gétiirdii mii? [l Hayr Birkag kez
Yaklasik
ayda bir kez
Yaklasik

Yaklasik ka¢ kere gotiirdii? haftada bir
kez ya da
daha sik

23. Gegtigimiz yil i¢ersinde siz ya da baska bir aile Bir ya da iki

iiyesi, cocugunuzu festival, sergi, tarihi yerler, panayir, kez

kermes, senlik gibi kiiltiirel etkinliklere ya da bagka o Evet Birkag kez

herhangi bir kiiltiirel etkinlige gotiirdii mii? "l Hayrr Yaklagik
ayda bir kez
Yaklasik
haftada bir

Yaklasik kag kere gotiirdii? kez ya da
daha sik

24. Gegctigimiz yil i¢cinde ¢ocugunuzla birlikte, baska bir | [1  Evet, birkag kez

yere (kdy, kasaba, yayla ya da baska bir sehir) gezmeye [l Evet, bir kez

gittiniz mi? [l Hayir

25. Gegtigimiz yil iginde, ¢ocugunuz dini aktivitelere Yaklasik

(camiye, kiliseye ya da sinagoga gitmek vb.) katild1 mi1? haftada bir

[l Evet kez
[0  Hayr En az ayda
bir kez

Yaklagik ne siklikla katildi? Yilda bir
kag kez

26. Son bir ay icerisinde, ¢ocugunuzu sadece onun (]  Evet

hosuna gidecegi diisiincesi ile bir yerlere gotiirdiiniiz [l Haywr

mii?

Yaklagik kag kere gotiirdiiniiz?
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27. Siradan hafta ici bir glinde, ¢ocugunuz, evde ya da
evinizin disinda bir yerde (6rnegin bakicisinda), ne kadar
siire televizyon izler? (saat olarak yazin)

............................... saat
Siradan bir hafta sonunda, gocugunuz, evde ya da
evinizin diginda bir yerde (6rnegin bir akrabasinda), ne
kadar siire televizyon izler? (Cumartesi ve pazarin
toplamin saat olarak yazmn) . saat
28. Kahvalt1 ya da 6gle yemeginde ¢ocugun kendi (] Evet
isteklerini dile getirmesine izin verir misiniz? (Ornegin, [J Hayrr
kahvaltida recel-ekmek yemek istiyorum gibi)
29. Cocugunuz giinde en az bir 6glin yemegi babasi, siz [ Evet
ve varsa kardesleriyle birlikte yer mi? [J Hayrr
30. Cocugunuzun yaptigi resim, boyama, yapistirma ya [ Evet
da proje gibi faaliyetlerini evinizin bir yerine koyar U Haywr
misiniz?
31. Cocuklar bazen uslu davranirlar, bazen de [l Evet
davranmazlar. Gegtigimiz hafta igerisinde, cocugunuz [J Hayrr
sizi kizdirdiginda, ona hi¢ vurdugunuz oldu mu?
................................ kez

Eger olduysa yaklasik ka¢ kez oldu?
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APPENDIX D: Evim Nasil?

Sizin goriis, duygu ve diisiincenize en uygun olan secenegi “Hig E:D gf’
= s
- =19 13 = : 1 1 =] oD )H E
Dogru Degil”den “Cok Dogru”ya giden 1 ile 6 arasindaki ’E‘) 2 ’g" éo )
uygun gordiigiiniiz rakami daire i¢ine alarak belirtiniz. Al 2glAal | 2R
o & 2| B2 S
T A~ AlA| O
1 Evimizde kargasa ve daginiklik ¢cok az olur. 112 |3|4]|5]|6
2 Bir seye ihtiyacimiz oldugunda genellikle bulabiliriz. 1] 2 4 15| 6
3 Neredeyse her zaman bir telas igindeyizdir. 112|134 |5]|6
4 Evimizde genellikle her sey yerli yerindedir. 112|3|4|5]|6
5 Ne kadar ugrasirsak ugrasalim, genellikle hep ge¢kaliriz. | 1 | 2 | 3 | 4 | 5 | 6
6 Evimizde her zaman her sey altiist olur. 1 (2 |3|4]|5]|6
7 Evde birbirimizin s6ziinii kesmeden konusabiliriz. 112|134 |5]|6
8 Evimizde giiriiltii patirt1 eksik olmaz. 1 {2 |3|4]|5]|6
Ailecek ne planlarsak planlayalim, genelde
9 1123|4516
gerceklestiremeyiz.
10 | Bizim evde giiriiltiiden kendi sesini bile duyamazsin. 1 (2 |3|4]|5]|6
Siklikla, evde baskalarinin yaptig: tartigmalar igine ben
1 112 |3|4]|5]|6
de ¢ekilirim.
12 | Evimiz kafa dinlemek i¢in iyi bir yerdir. 1 (2 |3|4]|5]|6
13 | Evimizde telefon konugmasi bitmek tiikenmek bilmez. 112 |3 |4]5]6
14 | Evimizde ortam sakindir. 112 |3 |4|5|6
Evimizde diizenli bir rutin vardir. Giine baslarken ne
15 112 |3|4]|5]|6

olacag bellidir.
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APPENDIX E: Kisa Semptom Envanteri

Size simdi insanlarin bazen yasadiklari belirtilerin ve yakinmalarin bir listesini okuyacagim.
Her belirti sizde hi¢ olmayabilir, biraz olabilir, orta derecede olabilir, epey olabilir veya ¢ok
fazla olabilir. Daha sonra o belirtilerin sizde bugiin dahil, SON BIR HAFTADIR ne kadar var

oldugunu yandaki bélmede uygun olan yere isaretleyin.

Hig

Biraz
Orta
Epey
Cok fazla

1. Yasaminiza son verme diisiinceleri

2. Baska insanlarla beraberken bile yalnizlik
hissetmek

. Yalniz hissetmek

. Hiiziinli, kederli hissetmek

. Higbir seye ilgi duymamak

. Kolayca incinebilme, kirilmak

. Uykuya dalmada gii¢liikler

3
4
5
6. Aglamakli hissetmek
7
8
9

. Karar vermede giigliikler

10. Gelecekle ilgili umutsuzluk duygular

11. Bedenin bazi bolgelerinde zayiflik,
giicsiizliik hissi

12. Olme ve 6liim iizerine diisiinceler
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APPENDIX F: Erken Cocukluk Dénemi EKRO: Anne* (Kisa Formu)

Seninle birlikte bir oyun oynayacagiz. Annelerin ¢ocuklarina kars1 nasil davrandiklariyla ilgili
bazi ciimleler okuyacagim. Senden, her bir ciimlenin annenin sana olan davranislarini ne kadar anlattigin
diisiinmeni istiyorum. Eger annenin okudugum ciimledeki gibi davrandigimi diisiiniiyorsan, DOGRU
demelisin. Eger annenin okudugum ciimledeki gibi davranmadigini diisiiniiyorsan, o zaman DOGRU
DEGIL demelisin.

Eger cevabin DOGRU ise, kendine “Annem hemen hemen her zaman mu yoksa bazen mi boyle
davraniyor” diye sormalisin.

Eger cevabin DOGRU DEGIL ise, o zaman kendine “Annen nadiren (¢ok az) boyle davraniyor mu yoksa
hemen hemen hicbir zaman bdyle davranmiyor mu?’ diye sormalisin.

Hadi simdi bir tane deneyelim.

“Annem iyi davrandigimda bana sarilir ve beni 6per.” Anneni diisiindiigiinde buna DOGRU mu yoksa
DOGRU DEGIL mi dersin?

(Eger DOGRUYSA), annenin hemen hemen her zaman mi yoksa bazen mi boyle davrandigini sdylersin?

(Eger DOGRU DEGILSE), annenin nadiren (¢ok az) boyle davrandigimi mi1 yoksa hemen hemen hicbir
zaman bdyle davranmadigint mi1 sylersin?

DOGRU DOGRU DEGIL

Hemen Nadiren Hicbi
ANNEM o
Her Bazen (Cok A7) Zaman
Zaman Dogru ¢ Dogru

Dogru Dogru Degil

Iyi davrandigimda bana sarilir ve beni
éper. X [] [] []

(Cocugun, cevap verme seklini anladigindan emin olun): Bagka ciimleler ile devam etmeye hazir misin
yoksa biraz daha deneme daha yapmak ister misin?

Tamam, hadi bir tane daha deneyelim.

“Annem onun etrafinda olmamdan hoslanir.” Anneni diisiindiigiinde buna DOGRU mu yoksa DOGRU
DEGIL mi dersin?

(Eger DOGRUYSA), annenin hemen hemen her zaman mi yoksa bazen mi boyle davrandigini sdylersin?
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(Eger DOGRU DEGILSE), annenin nadiren (¢ok az) boyle davrandigin1 m1 yoksa hemen hemen higbir
zaman bdyle davranmadigini soylersin?

*Eger annesi degilse, cocuga bakim veren kadin diglintlerek doldurulmalidir.

DOGRU DOGRU DEGIL

Nadiren inhi
ANNEM Hemen Her Higbir
Bazen Zaman

Zaman . (Cok Az) .

. Dogru Dogru

Dogru <

Dogru Degil

1. Benim hakkimda guizel seyler sdyler.

[]
[]

2. Benimle hig ilgilenmez.

3. Benim i¢in 6nemli olan seyleri ona
anlatabilmemi kolaylastirir.

4. Hak etmedigim zaman bile bana vurur.

5. Beni buylk bir bagbelasi olarak gortir.

6. Kizdi§i zaman beni ¢ok kétl cezalandirir.

Sorularimi cevaplayamayacak kadar
mesguldur.

8. Benden hoslanmiyor gibi.
9. Yaptigim seylerle gercekten ilgilenir.
10. |Bana bir suru kirici sey soyler.

Ondan yardim istedigimde benimle

1. .
ilgilenmez.

Bana istenilen ve ihtiya¢ duyulan biri
oldugumu hissettirir.

12.
13. Bana c¢ok ilgi gosterir.
14. Beni kirmak igin elinden geleni yapar.

15. Hatirlamasi gerekir diye diistindigum
Onemli seyleri unutur.

O O oo oodoodd
od O oo odooddod
O O oo oodoodd
O o oo oo oddt
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DOGRU DOGRU DEGIL

Nadiren Hicbi
icbir
ANNEM Hemen Her ¢
Bazen Zaman
Zaman N (Cok Az) .
. Dogru Dogru
Dogru -
Dogru Degil

Eger kotl davranirsam, beni artik

16. sevmedigini hissettirir.

]

L] L]

17 Bana yaptigim seylerin dnemli oldugunu
" hissettirir.

18. Yanls bir sey yaptigimda beni korkutur

veya tehdit eder.

Benim ne dustindigime énem verir ve

disinduklerim hakkinda konusmamdan

hoslanir.

20. Ne yaparsam yapayim, diger ¢ocuklarin
benden daha iyi oldugunu dasunur.

21. Bana istenmedigimi belli eder.

19.

22. Beni sevdigini belli eder.

Onu rahatsiz etmedigim surece benimle

23. ..
ilgilenmez.

24. Bana kargl yumusak ve iyi kalplidir.

O Oooood od O
O oo od o o
O Oooood od O
O Oooood od O
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APPENDIX G: Mathematics Skills

Counting Task 1

JCWREN
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Counting Task 2

02 G2 G0 62 B8 2

WWWHWWWW

1999999
2% %5%9%9
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One-to-One Correspondence

==
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Addition task

@
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N\ /)

@

HEl

Q

VD

Cw G G
Cwe G
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APPENDIX H: Color Task

@00
A L L=
<@
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APPENDIX I: Human Participants Ethic Committee Permission

VERSITESI

AL UNIVERSITY

3 16U TEKNIK i1
UYGULAMALI ETiK ARASTIRMA MERKEZI \ ORTA DOGU TEKT
APPLIED ETHICS RESEARCH CENTER MIDDLE EAST TECH
DUMLUPINAR BULVARI 06800

, "'Sayi: 28620816/ 39 ¢ _ FHo
ettt - 24.07.2014

am.metu.edu.tr

Gonderilen :  Prof.Dr. Sibel Kazak Berument
Psikoloji

- Gonderen :  Prof. Dr. Canan Ozgen
IAK Basgkani

ligi . Etik Onayi

Danismanhgini yapmis oldugunuz Psikoloji Bslumil 6grencisi Stikran
» Okur'un “The Influence of Poverty on School Readiness of 5-Year-
| Old Children: Mediating Roles of Maternal Factors and Home
i Environment” isimli arasgtirmasi “Insan Arastirmalari Komitesi”
tarafindan uygun goérilerek gerekli onay verilmigtir.

Bilgilerinize saygilarimla sunarim.

Etik Komite Onayi

Uygundur

24/07/2014

| Prof.Dr. Canan Ozgen
| Uygulamali Etik Arastirma Merkezi
( UEAM ) Baskani
ODTU 06531 ANKARA

07,2014 6
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APPENDIX J: Permission for Data Collection from Mersin Governorship

& T.C. e : Fasle o
| = MERSIN VALILIiGi OGRENCH )
H | Aile ve Sosyal Politikalar Il Miidiirligii D75~ 2 - !

Sayr: 14072497-503 10 65

Konu: Siikran OKUR Arastirma Izin Talebi

ORTA DOGU UNIVERSITESI REKTORLUGUNE
(Ogrenci Isleri Daire Bagkanhgr)

Tlgi :01.10.2014 tarih ve 4844 sayili yazimz.

flgi yazimz dogrultusunda Gelisim Psikolojisi Ana Bilim Dali Yiiksek Lisans
Ogrencisi Siikran OKUR’un arastirma izin talebiyle ilgili, arastirma ¢aligmalar1 igin;
kurumumuzdan Sosyal Ekonomik Destek Hizmeti sunulan ve katihmer olarak
degerlendirilebilecek olan kigilerin adres ve kimlik numaralarinin yer aldig: liste yazimiz
ekinde sunulmustur.

Geregini bilgilerinize arz ederim

Ek:
-Liste (79 Sayfa)

O 8&-12- 204183286

Adres:Cankaya Mah.4716 Sok.No:16 33070 Akdeniz -Mersin
2By s B Telefon:0(324) 237 6107-08  Faks:0(324) 2311255
9000 e-posta:mersin@aile.gov.tr
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APPENDIX K: Consent Form

Gontlli Katilim Formu

Bu calisma Orta Dogu Teknik Universitesi Psikoloji boliimii yiiksek lisans
ogrencisi Stikran Okur tarafindan, Prof. Dr. Sibel Kazak Berument danismanliginda,
cocuklarin okul olgunlugu tlizerine yapilan bir ¢alismadir. Calismanin amaci, ¢ocuklarin
okul olgunluguna etkisi olan faktorlerin belirlenmesidir. Calismaya katilim tamamen
goniilliiliik esasina dayanmaktadir. Calismaya katilmayi kabul ettiginiz takdirde size ve
cocugunuza bazi testler uygulanacaktir. Calisma ev ortaminda ya da su an devam
ettiginiz kurumda yapilacaktir. Sizden kimlik bilgilerinize dair hi¢bir bilgi
istenmemektedir. Cevaplariniz tamamen gizli tutulacak ve sadece arastirmacilar
tarafindan degerlendirilecektir; elde edilecek bilgiler bilimsel yayimlarda
kullanilacaktir.

Calisma, genel olarak kisisel rahatsizlik verecek sorulari igermemektedir.
Ancak, katilim sirasinda sorulardan ya da herhangi baska bir nedenden 6tiirii siz ya da
¢ocugunuz calismayi yarim birakabilirsiniz. Bu ¢alismaya katiliminiz, ¢ocuklarin okul
olgunlugu tizerinde etkili olan faktorlerin belirlenmesinde faydali olacaktir. Bu
calismaya katildiginiz i¢in simdiden tesekkiir ederiz.

Calisma hakkinda daha fazla bilgi almak i¢in,

Siikran Okur (e-posta: sukran.okur@gmail.com)

Sibel Kazak Berument (e-posta: sibel@metu.edu.tr)

Bu  arastirmaya tamamen  goniilli = olarak  katillyorum ve = ¢ocugum
...................................... ‘nin da katilimci olmasina izin veriyorum. Caligmay1 istedigim
zaman Yyarida kesip birakabilecegimi biliyorum ve verdigim bilgilerin bilimsel amagl
olarak kullanilmasini kabul ediyorum.

Anne Adi-Soyadi @ ..o, IMZa oo
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APPENDIX L: Extended Turkish Summary

TURKCE OZET

GIRIS

Yoksulluk bir¢ok iilke i¢in 6nemli bir problemdir ve ¢ocuklarin gelisimini
olumsuz yonde etkilemektedir. Yoksulluk i¢cinde yasayan ¢ocuklar davranis gelisimi,
biligsel ve sosyal gelisim gibi ¢esitli gelisim alanlarinda olumsuz yonde etkilenmektedir
(Bradley ve Corwyn, 2002; Ayoub ve ark., 2009). Ekonomik problemler nedeniyle, bu
cocuklar bir¢ok risk faktoriiyle bas etmek zorunda kalmaktadir (Evans ve Kim, 2013). Bu
faktorler karmagsik ve az uyarict ev ortami, annelerin psikolojik sagligi ve ebeveynlik
kalitesi gibi faktorlerdir. Bu ¢alismada, yoksullugun ¢ocuklarin okul {izerindeki etkisinde
ev ortaminin 6zellikleri ile annenin psikolojik saglig1 ve ebeveynlik kalitesinin araci rolii

arastirilmastir.
Yoksullugun Taninu

Yoksulluk, farkli yaklagimlar tarafindan farki sekillerde tanimlanmaktadir ¢linkii
her bir yaklasim yoksullugun farkli bir yoniine odaklanir. Ornegin, ekonomik refah,
imkanlarin kisithligi ya da sosyal diglanma bunlarin ornekleridir (Wagle, 2002).
Literatiirde genellikle egitim diizeyi ve gelir yoksullugun gostergeleri olarak
calisilmaktadir. Bunlarin yani sira, materyal kisithligi da yoksullugun o6nemli
gostergelerinden biridir ¢iinkii ailenin tiiketim giiclinii ve yasam standardini gosterir
(Beverly, 2001). Yoksulluk ¢ok yonlii bir yapiya sahiptir ve yoksulluk ¢alismalarinda,
yoksullugun farkli yonlerini degerlendiren degiskenlerin kullanilmast 6nemlidir
(Akindola, 2009). Bu ¢aligmada, egitim diizeyi, ailenin geliri ve materyal kisitliligi,

yoksullugun gostergeleri olarak kullanilacaktir.
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Ev Ortam

Ev ortaminda, ¢ocuklarin uyarici kitaplar, oyuncaklar gibi ¢esitli materyallere
sahip olmast, ¢gocuklarin gelisimi i¢in 6nemlidir (Iltus, 2007). Ekonomik problemleri olan
ailelerin cocuklariin bu tiir materyallere erisimi daha kisitlidir (Malhi, Sidhu, ve Bharti,
2014). Ornegin, ¢ocuklarm gelisimini destekleyecek kitaplar ve oyuncaklar bu evlerde
mevcut degildir. Ayrica, annelerin ¢ocuklariyla konusma, kitap okuma ya da hikayeler
anlatma siklig1 da sosyo-ekonomik durumu iyi olan ailelere gdére daha azdir. Bu
nedenlerle, ev ortami1 ¢ocuklarin gelisimi i¢in yeterince uyarict degildir. Daha az uyarict
evlerde yasayan g¢ocuklar, kiiciikk yaslardan itibaren, bilissel gelisimlerinde gerileme
gostermektedir (Ayoub ve ark., 2009). Bunun yani sira, ekonomik problemleri olan
ailelerin evlerinde siklikla bir kaos ortami oldugu belirtilmektedir (Evans ve ark., 2005).
Bu tiir evler, kalabalik, rutinleri ve belirli bir diizeni olmayan evlerdir. Bu tiir evler,
cocuklar icin fazla uyaran icermesi ve g¢ocuklari bir diizensizlige maruz birakmasi
nedeniyle cocuklarin gelisimini olumsuz olarak etkilemektedir. Ayrica, karmasik ev

ortami, sadece ¢ocuklar i¢in degil, biitiin aile bireyleri i¢in de stres faktoriidiir.
Annelerin Psikolojik Saghgi ve Ebeveynlik

Ev ortaminin uyariciliginin yani sira, ¢ocuklarin anne ile iletisimleri de cocuklarin
gelisimi i¢in 6nemlidir. Anneleriyle olan iletisimleri sonucu, ¢ocuklar yeni seyler 6grenir
ve gelisimleri olumlu yonde etkilenir (Ayoub ve ark., 2009). Ornegin, anneleriyle
iletisimi daha iyi olan ¢ocuklarin, iletisim becerilerinde ve alict dil gelisimlerinde daha
1yi olduklar1 bulunmustur (Connell ve Prinz, 2002). Yoksulluk, ev ortaminin yani sira,
annelerin psikolojik sagligin1 da olumsuz etkilemektedir. Literatiirde yoksulluk i¢inde
yasayan annelerin siklikla depresyon yasadiklar1 ve depresyonun da annelerin ebeveynlik
kalitesini digiirdiigii rapor edilmektedir (Kiernan ve Mensah, 2009; Newland ve ark.,
2013). Annelerin ¢ocuklarina sicaklik gostermesi ¢ocuklarin gelisimini olumlu yonde
etkilerken, annelerin reddedici ebeveynlik davranislari ise, cocuklarin gelisimini olumsuz
yonde etkilemektedir. Dolayisiyla, annelerin ebeveynlik tiirliniin ¢ocuklarin geligimi

tizerinde farkli sekillerde etkisi vardir.
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Okul Olgunlugu

Yoksullugun c¢ocuklar iizerinde etkili oldugu Onemli alanlardan biri okul
olgunlugudur. Okul olgunlugu, cocuklarin okula bagladiklarinda belirli birtakim
becerilere sahip olmasidir (Snow, 2006). Bu beceriler arasinda, matematik ve sayi
becerileri, kelime bilgisi, sesbilgisel farkindalik gibi beceriler yer almaktadir. Ekonomik
olarak dezavantajli ailelerde yasayan g¢ocuklarin, okula hazir olarak baslamadiklar
literatiirde desteklenmektedir (High, 2008). Ayrica, daha sonraki okul hayatlarinda, bu
tiir ailelerden gelen ¢ocuklarin 6zellikle okuma ve matematik becerilerinde diisiik notlar
aldiklar1 belirtilmektedir (Duncan ve Magnuson, 2005). Bu ¢cocuklarin okula hazir olarak
baslayamamalari, ev ortaminin yeterince uyarici olamamasi, evde bir diizensizligin hakim
olmasi, ve annelerin psikolojik sagligiyla baglantili olarak ebeveynlik kalitesinin diigmesi

gibi faktorlerle iligkilidir (Barbarin ve ark., 2006).

Milli Egitim Bakanligr’min anaokullar1 i¢in hazirladigi miifredata gére (Okul Oncesi
Egitim Programi, 2014), cocuklar anaokulu déneminde renk ve sekil bilgisine sahip
olmali, basit toplama ve c¢ikarma islemleri yapabilmeli, kelime bilgilerinde artis
gostermeli ve sesbilgisel farkindaliga sahip olmalidir. Ancak, yoksulluk Tiirkiye’de de

var olan bir durumdur ve cocuklar gelisimsel olarak en fazla risk altinda olan gruptur

(Aran vd., 2010).

Su ana kadar Tirkiye’de yoksulluk ile ilgili ¢ogunlukla ekonomi (Sengul ve
Tuncer, 2005, Gurses, 2009) ve sosyoloji (Bugra ve Keyder, 2005; Adaman ve Keyder,
2006; Dansuk, Ozmen, ve Erdogan, 2007; Bayram ve ark., 2012) alaninda yapilmis
caligmalar bulunmaktadir. Okul olgunlugu ise daha ¢ok egitim alaninda calisilmistir
(Bekman, 2004; Unutkan, 2006; Wise, 2007; Yiiksel, Kadikdy, ve Unsal, 2013). Bunlarin
yan1 sira, dezavantajli ailelerin c¢ocuklarinin gelecekteki akademik basarilarini
tyilestirmek icin okul dncesi donemde uygulanmis miidahale programlari bulunmaktadir
(Kagitcibasi ve ark., 2009; Bekman, Aksu-Kog, ve Erguvanli-Taylan, 2011). Ancak,
yoksulluk ve okul olgunlugu konularini birlikte calismis, kapsamli bir g¢alisma

bulunmamaktadir.
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Bu c¢alismada, yoksullugun 5 yas cocuklarmin okul olgunlugu iizerine etkisi
arastiritlmistir.  Okul olgunlugu kapsaminda ¢ocuklarin kelime bilgisi, dilbilgisel
farkindaligi, renk bilgisi ve matematik becerileri degerlendirilmistir.  Yoksullugun
gostergeleri olarak ailenin geliri, anne-babanin egitim diizeyi, materyal kisithilig1 ve
ailenin gida giivencesizligi gibi degiskenler alinmistir. Ev ortaminin karmasikligi ve
uyariciligi, annelerin psikolojik sagligi ve ebeveynlik kalitesi gibi faktorlerin bu iliskiye

aracilik etmesi beklenmistir.
Hipotezler

1. a) Yoksulluk degiskenlerinin ev ortami degiskenleriyle iligkili olmasi, ev ortami

degiskenlerinin de ¢ocuklarin okul olgunlugu ile iliskili olmas1 beklenmektedir.

b) Ev ortami degiskenlerinin, yoksulluk degiskenleri ile okul olgunlugu degiskenleri

arasindaki iliskiye aracilik etmesi beklenmektedir.

2. a) Yoksulluk degiskenlerinin annelerin depresyonu ile iliskili olmasi, annelerin
depresyonunun ebeveynlik kalitesi ile iliskili olmasi ve ebeveynlik kalitesinin de

cocuklarin okul olgunlugu ile iligkili olmas1 beklenmektedir.

b) Annelerin depresyonunun, yoksulluk degiskenleri ile ebeveynlik kalitesi arasindaki

iligskiye aracilik etmesi beklenmektedir.

c¢) Ebeveynlik kalitesinin, annelerin depresyonu ve okul olgunlugu degiskenleri

arasindaki iligkiye aracilik etmesi beklenmektedir.
YONTEM
Orneklem

Mersin ve Ankara’nin diisiik sosyo-ekonomik bolgelerinde yasayan 5 yasindaki
cocuklar ve anneleri katilmistir. Katilimcilardan ikisi 6l¢eklerin eksik dolmus olmasi ve
dikkat problemi nedeniyle calismadan cikarilmigtir. Cocuklarin yaslar1 59 ve 73 ay
araligindaydi (O = 65.77, SS = 3.54). Cocuklardan 109’u kiz, 98’1 erkektir. Annelerin
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yaslar1 22 ve 49 arasinda degismektedir (O = 33.19, SS = 5.27). Annelerin %89’u ev

hanimudir.
Olcekler

Demografik Bilgi Formu: Bu galismada kullanilmak {izere detayli bir demografik bilgi
formu hazirlanmistir. Bu formun gelistirilmesinde Tirkiye'de Erken Cocukluk Gelisim
Ekolojileri (TECGE; Baydar ve ark., 2008) kullanilan Hane Gelir-Gider Anketi’nden
faydalanilmistir. Demografik bilgi formu, ebeveynlerin egitim diizeyi, meslegi, geliri,
evde yasayan ¢ocuk sayisi, akraba ya da ¢esitli kurumlardan alinan yardim gibi detayli

bilgileri igermektedir.
Yoksulluk Géostergeleri

Egitim: Anne-babalarin egitim seviyeleri, demografik bilgi formundan alinmigtir. Mezun
olunan okul durumuna gore ebeveynlerin egitim durumu puanlanmistir (1- okuma-yazma
bilmiyor, 2-egitimi yok ama okuma-yazma biliyor, 3- ilkokul, 4- ortaokul, 5- lise, 6-

iiniversite). Anne babanin egitim durumuna gore puanlar1 toplanip ikiye boliinmiistiir.

Gelir-ihtiya¢ orani: Ailenin aylik geliri, iilkenin yoksulluk smir1 olarak belirlenen
miktara boliinmiistiir. Diisiik puanlar, yoksullugun daha fazla oldugunu gostermektedir.

Puani 1 ve daha diisiik olan aileler ¢alismaya dahil edilmistir.

Gida Giivencesizligi: Ailelerin gida giivencesizligi Community Childhood Hunger
Identification Project (CCHIP) Hunger Index (Food Research and Action Center, 1995)
ile degerlendirilmistir. Olgek 8 maddeden olusmakta ve cevaplar “evet/hayir”
formatindadir. “Evet” olan her cevap 1, “hayir” olan her cevap 0 olarak puanlanmaktadir.
Daha sonra bu puanlar toplanarak her bir ailenin gida gilivencesizligi puani

hesaplanmaktadir.

Materyal Kisitliligi: Evde bulunan materyaller ve olanaklarin dlgiilebilmesi i¢in Hane
Gelir-Gider Anketi (Baydar ve ark., 2008)’nden alinan 10 maddeden olusan bir 6lgiim

aracl olusturulmustur. Bu 0Ol¢liim aracinda, plazma televizyon, bilgisayar, internet
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baglantisi, araba, bulasik makinesi, akilli telefon, yazlik ev, kredi kart1 borcu, yurt igi tatil
imkan1 ve evin kira olup olmadig1 sorulmustur. Olmayan her sey i¢in 1 puan verilmistir
(kredi kart1 borcu ve evin kira olup olmamasi ters kodlanmistir). Daha sonra bu puanlar

toplanmustir.
Ev Ortami

Ev Ortami Anketi: Ev ortamimin uyariciligimi degerlendirmek i¢in Ev Ortami Anketi
(Miser & Hupp, 2012) kullanilmustir. Olgek maddeleri Tiirkge ye cevrilmistir. Olgek 17
maddeden olusmaktadir. Daha sonra EGO-TR (Baydar ve Bekar, 2007)’den 14 ek madde
eklenmistir. Olgek maddeleri, kitap, egitici oyuncaklar gibi materyaller ile gocuga kitap

okumak, renkleri, sayilar1 6gretmek gibi aktivitelerin sikligin1 dlgmektedir.

Aile Cevresi Kaos Olgegi: Matheny, Wachs, Ludwig, ve Philips (1995) tarafindan
gelistirilen 6l¢ek, Siimer, Harma, ve Solak (2013) tarafindan Tiirk¢e ’ye g¢evrilmistir.
Olgegin amaci, ev ortamindaki kaosu degerlendirmektir. Olgek 15 maddeden
olusmaktadir ve her madde 1-6 arasinda puanlanmaktadir. Yiiksek puanlar, yiiksek

diizeydeki kaosu gostermektedir.

Annenin Depresyon Belirtileri: Annelerin depresyon diizeylerinin dlgiilmesinde
Derogatis (1992) tarafindan gelistirilen, Sahin ve Durak (1994) tarafindan Tiirkge
adaptasyonu yapilan Kisa Semptom Envanteri’nin depresyon alt 6l¢egi kullanilmistir. Bu
alt olcek, 12 maddeden olugmakta ve her bir madde 1-5 arasinda puanlanmaktadir.

Yiiksek puanlar, yiiksek diizeydeki depresyonu gostermektedir.

Ebeveynlik: Rohner (2012) tarafindan gelistirilen Erken Cocukluk Ebeveyn Kabul-Red
Olgegi kullamlmistir. Olgek, 24 maddeden olusmakta ve cocuklarin raporlarina
dayanmaktadir. Olgek oyun formatinda uygulanmaktadir. Olgek, ebeveynligin 4 farkli
boyutunu degerlendirmektedir: sicaklik-sefkat, ihmalkarlik-ilgisizlik, saldirganlik
diismanlhik ve ayrismamis reddetme. Bu calisma kapsaminda toplanan veri {izerinde
yapilan Faktor Analizi bulgularinda o6l¢ek 3 faktore ayrigmistir: sicaklik-gefkat,
ihmalkarlik-ilgisizlik ve saldirganlik diigmanlik.
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Kelime Bilgisi: Cocuklarin alict kelime bilgileri Tiirk¢e ifade Edici ve Alict Dil Testi
(TIFALDI; Berument ve Giiven, 2013) kullanilarak degerlendirilmistir. Testin sadece
alict dil becerilerini degerlendiren versiyonu kullanilmistir. Cocuklarin testteki dogru

cevaplarina ve yaslarina gore, standart bir puan hesaplanmaktadir.

Sesbilgisel Farkindalik: Erken Okuryazarlik Becerilerini Degerlendirme Araci (Karaman
ve Giingoér Aytar, 2013)’nin uyakli sozciikleri eslestirme ve aynmi sesle baglayan
sOzciikleri eslestirme boyutlart kullanilmistir. Fakat, ayni sesle baslayan sozciikleri

eslestirmenin i¢ tutarligi ¢cok diisiik oldugundan kullanilmamistir.

Matematik Becerileri: Cocuklarin matematik becerilerini degerlendirmek i¢in, gesitli
okul olgunlugu testlerinden ve okul oncesi egitim kitaplarindan faydalanilarak 7 farkli
test hazirlanmistir. Testlerin amact ¢ocuklarin say1 sayma, basit toplama yapabilme,
geometrik sekilleri ve miktar olarak zitliklar1 bilme gibi becerilerini 6lgmektir. Her bir
test 5 setten olugsmakta ve kolaydan zora dogru gitmektedir. Cocuklarin her dogru

cevaplari i¢in 1 puan verilmis ve bu puanlar toplanmistir.

Renk Testi: Cocuklarmn renk bilgilerini degerlendirmek i¢in bir kagit izerinde 10 tane top
bulunan ve her bir topun farkli bir renkle boyandig bir test olusturulmustur. Dogru her

cevap i¢in 1 puan verilmis ve bu puanlar toplanmustir.
BULGULAR

Eksik verilerin doldurulmasinda, betimleyici istatistiklerin ve korelasyonlarin
analizinde SPSS 22, hipotezlerin test edilmesinde ise LISREL 9.2 (J6reskog ve Sorbom,
2015) kullanilmistir. Betimleyici istatistikleri incelendiginde, neredeyse biitiin cocuklarin
renkleri bildigi goriilmiistiir (O = 9.26, SS = 1.75). Bu nedenle renk bilgisi daha sonraki

analizlere dahil edilmemistir.
On Analizler

Baslangicta, hipotezlerin iki farkli modelde test edilmesi planlanmisti. Bu sekilde yapilan

analizlerde, 1. modelde, ev ortamindaki kaos, hi¢gbir okul olgunlugu degiskeni ile iliskili
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bulunmadi. Literatiirdeki baska bir ¢alismadan yola ¢ikarak (Martin, Razza, ve Brooks-
Gunn, 2012) ev ortamindaki kaosun, ev ortaminin uyarciligmin yordayicisi olarak
almmasma karar verildi. Ikinci modelde ise, yoksulluk degiskenlerinden higbiri ve
depresyon annenin ihmalkar ebeveynligini yordamadi. Bu nedenle, annenin ihmalkar
ebeveynligi daha sonraki analizlerden ¢ikarildi. Ayrica, iki farkli modelde yer verilen
degiskenlerin literatiirde birbiriyle iliskili olarak rapor edilmesi nedeniyle, iki model

birlestirilerek degiskenler tek bir modelde toplandi.

Calismanin hipotezleri path analizi yontemiyle yapisal esitlik modeli kullanilarak
test edilmistir. Anlamli olmayan baglantilar modelden c¢ikarilmis ve ebeveynlik
degiskenleri arasina ve okul olgunlugu degiskenleri arasina hata kovaryanslari
eklenmistir. Model, veri ile oldukea iyi bir uyum gostermistir, y*(38, N = 184) = 45.3, p
> .05, RMSEA = .03, 90% CI [0, .07], CFI = .98, GFI = .96, AGFI = .92, NNFI = .96
(Figure 3.2).

Ev Ortamindaki Kaosu Yordayan Degiskenler

Yoksulluk degiskenlerinden ailenin geliri negatif (f = -.19, p = .01), gida
giivencesizligi pozitif (f = .24, p = .01) yonde iligkili bulunmustur. Degiskenler birlikte
%12 varyans agiklamustir.

Annenin Depresyonunu Yordayan Degiskenler

Ev ortamindaki kaos (# = .28, p <.001) ve gida giivencesizligi (5 = .19, p = .01)
pozitif, ailenin geliri (f = -.12, p = .04) ise negatif yonde annenin depresyonunu

yordamistir. Degiskenler birlikte %19 varyans aciklamistir.
Ev Ortamimin Uyariciligint Yordayan Degiskenler

Ailenin geliri (f = .25, p <.001) pozitif yonde, gida giivencesizligi (f =-.21, p =
.01), ev ortamindaki kaos (5 = -.21, p = .002) ve annenin depresyonu (5 = -.13, p < .05)
negatif yonde ev ortaminin uyariciligini yordamistir. Degiskenler birlikte %30 varyans

aciklamistir.
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Ebeveynlik Boyutlarint Yordayan Degiskenler

Gida giivencesizligi, annenin sicakligini (5 = -.16, p = .01) negatif yonde, annenin
saldirgan ebeveynligini (5 = .19, p = .02) pozitif yonde yordamistir. Gida giivencesizligi,

annenin sicakliginda %3, saldirgan ebeveynliginde ise %4 varyans aciklamistir.
Okul Olgunlugu Sonuclarint Yordayan Degiskenler

Ev ortaminin uyariciligi (5 = .28, p < .001) pozitif, materyal kisitlilig: (8 = -.14, p
=.02) ve annelerin saldirgan ebeveynligi (5 = -.17, p <.001) ise negatif yonde ¢cocuklarin

alic1 kelime bilgilerini yordamistir. Degiskenleri birlikte %15 varyans agiklamistir.

Cocuklarin matematik becerileri, ev ortaminin uyaricihig: (5 = .23, p = .001) ile
pozitif yonde, annelerin saldirgan ebeveynligi (5 = -.20, p = .01) ile ise negatif yonde

iligkili bulunmustur. Degiskenler matematik becerilerinde %10 varyans agiklamigtir.

Ebeveynlerin egitim diizeyleri (f = .22, p = .003) pozitif yonde, annelerin
saldirgan ebeveynligi (f = -.19, p = .01) ise negatif yonde ¢ocuklarin sesbilgisel
farkindaligint yordamistir. Degiskenler birlikte %9 varyans acgiklamigtir.

Yoksulluk Degiskenlerinin Ev Ortamindaki Kaos Araciligi ile Annelerin Depresyonu
Uzerindeki Dolayli Etkisi

Ev Ortamindaki kaos, ailenin geliri ve depresyon arasindaki iliski (b = -.29, SE =
14, t=-2.02) ile gida giivencesizligi ve depresyon (b = .03, SE = .01, t = 2.32) arasindaki

iliskiye anlamli bir sekilde aracilik etmistir.

Yoksulluk Degiskenlerinin Ev Ortamindaki Kaos ve Depresyon Araciligi ile Ev Ortaminin

Uyariciligi Uzerine Dolayli Etkisi

Ev ortamindaki kaos ve depresyon birlikte, ailenin geliri ve ev ortaminin
uyarcilig1 arasindaki iliskiye anlamli bir gsekilde aracilik etmistir (b = 3.4, SE =1.34,t =
2.54). Arac1 degiskenlerin bu iliskideki rollerini tek tek gérmek i¢in Sobel test ile analiz

yapilmistir. Sonuglara gore, ev ortamindaki kaos, bu iligkiye anlamli bir sekilde aracilik
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etmistir (z = 1.99, p < .05). Fakat annenin depresyonunun bu iligskideki araci rolii

istatistiksel olarak anlamli bulunmamustir (z = 1.43, p > .05).

Ayrica, ev ortamindaki kaos ve depresyon birlikte, gida gilivencesizligi ve ev
ortaminin uyarciligr arasindaki iliskiye anlamli bir sekilde aracilik etmistir (b = -.32, SE
=.12, t = -2.55). Sobel test sonuclarina gore, ev ortamindaki kaosun bu iligkideki araci
rolii istatistiksel olarak anlamli iken (z = 2.06, p = .04), depresyonun bu iliskideki araci

rolii anlamli degildir (z = 1.61, p > .05).

Ev Ortamindaki Kaosun Annenin Depresyonu Araciligi ile Ev Ortaminmin Uyarciligi

Uzerindeki Dolayl Etkisi

Annenin depresyonunun, kaos ve ev ortaminin uyariciligi arasindaki iliskideki

araci rolii istatistiksel olarak anlamli bulunmamustir (b = -.35, SE = .2, t =-1.73).

Yoksulluk Degiskenlerinin Ev Ortaminin Uyariciligi ve Ebeveynlik Degiskenleri Aracilig
ile Cocuklarin Okul Olgunlugu Uzerindeki Dolayli Etkisi

Ev ortaminin uyariciligi, ailenin gelir diizeyi ve ¢ocuklarin alic1 kelime bilgileri
arasindaki iliskiye anlamli bir sekilde aracilik etmistir (b = 9.79, SE = 3.09, t = 3.17).
Ayrica, ev ortamimin uyariciligi ve annenin saldirgan ebeveynligi birlikte, gida
glivencesizligi ve alict kelime bilgileri arasindaki iliskiye de aracilik etmistir (b = -.91,
SE =.25, t = -3.69). Sobel test sonuclara gore, ev ortaminin uyarciliginin bu iliskideki
araci rolii anlamli iken (z = 2.2, p = .03), annenlerin saldirgan ebeveynliginin bu iligkideki

araci rolii sinirda olarak anlamli bulunmustur (z = 1.76, p = .08).

Ailenin gelirinin, ev ortaminin uyariciligi araciligi ile matematik becerileri
tizerindeki dolayl etkisi anlamli bulunmustur (b = 4.11, SE = 1.61, t = 2.55). Ayrica, Ev
ortaminin uyarcilig1 ve annelerin saldirgan ebeveynligi birlikte, gida giivencesizligi ve
matematik becerileri arasindaki iliskiye anlamli bir sekilde aracilik etmistir (b = -.43, SE
=.14,t=-3.11). Sobel test sonuclarina gore, ev ortaminin uyaricilig bu iliskiye anlaml
bir sekilde aracilik ederken (z = 2.0, p < .05), annelerin saldirgan ebeveynliginin araci

etkisi sinirda olarak anlamli bulunmustur (z = 1.82, p = 07).
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Annelerin saldirgan ebeveynliginin, gida giivencesizligi ve ¢ocuklarin sesbilgisel
farkindalig1 arasindaki iliskideki araci rolii incelenmis fakat istatistiksel olarak anlamli

bulunmamustir (b = -.05, SE = .03, t = -1.74).

Annelerin Depresyonu ve Ev Ortamindaki Kaosun, Ev Ortamun Uyariciligi ve

Ebeveynlik Boyutlar: Araciligi ile Cocuklarin Okul Olgunlugu Uzerine Dolayli EtKisi

Ev ortaminin uyariciligi, ev ortamindaki kaos ve alic1 kelime bilgileri arasindaki
iliskiye anlamli bir sekilde aracilik etmistir (b = -1.4, SE = .47, t = -3.1). Ancak, ev
ortaminin uyarciliginin, depresyon ve kelime bilgisi arasindaki iliskideki araci roli

anlamli bulunmamustir (b = -.75, SE = .4, t = -1.89).

Ev ortamindaki kaosun, ev ortaminin uyaricilig1 araciligi ile gocuklarin matematik
becerileri lizerindeki dolayli etkisi anlamlidir (b = -.59, SE = .25, t = -2.38). Ancak, ev
ortaminin uyariciligi, depresyon ve matematik becerileri arasindaki iliskiye aracilik

etmemistir (b =-.32, SE = .2, t =-1.61).
TARTISMA

Calismanin bulgular1 incelendiginde, bulgularin ¢ogunlugu literatiirdeki diger
caligmalarla uyum icerisindedir. Yoksulluk degiskenlerinden, ailenin geliri ve gida
giivencesizliginin diger degiskenlerle daha iliskili oldugu goriilmiistiir. Ozellikle ev
ortamindaki kaos ve ev ortamindaki uyaranlar araciligi ile cocuklarin kelime bilgileri ve
matematik becerilerini yordamislardir. Bunun yani sira, annelerin saldirganca
ebeveynligi, cocuklarin okul olgunlugu sonuglarinin tamami tizerinde negatif yonde etkili

bulunmustur.

Calisma degiskenlerinden bazilar1 arasinda iliski beklenmesine ragmen, iliski
bulunamamistir. Ornegin, depresyonun annelerin ebeveynlik boyutlari ile iliskili ¢tkmasi
beklenmistir. Literatlirde, annenin depresyonunun ebeveynlik kalitesini etkiledigi ve
annelerin ¢ocuklarina olan duyarlhiligini azalttigin1 gosteren calismalar vardir (Albright
ve Tamis-LeMonda, 2002; Burchinal ve ark., 2006; Kiernan ve Mensah, 2009; Newland

ve ark, 2013). Bu ¢alismanin 6rneklemine genel olarak bakildiginda, annelerin depresyon
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seviyelerinin olduk¢a diisiik oldugu goriilmektedir. Bu c¢alisma kapsaminda
degerlendirmeyen bir degisken olan sosyal destek, annelerin diisiik depresyon
seviyelerinin bir nedeni olabilir. Calismaya katilan anneler, stresli kosullarda yasiyor
olmalarina ragmen, ¢evrelerindeki kisilerden aldiklar1 sosyal destek sayesinde depresyon

yasamiyor olabilirler ve bu durum onlarin ebeveynligini olumsuz yonde etkilemeyebilir.

Calismanin beklenmeyen bir bagka sonucu ise, annelerin sicakliginin, ¢ocuklarin
okul olgunlugu sonug¢larindan hig biri ile iligkili bulunmamasidir. Literatiirde, ebeveynlik
boyutlarindan 6zellikle annelerin sicakligi, cocuklarin sonuglarinin yordayicist olarak
rapor edilmektedir (Landry ve ark., 2001; Mistry ve ark., 2010; Watkins-Lewis ve Hamre,
2012). Ancak, literatiirdeki bu c¢alismalarda, annelerin ebeveynlik kalitesi, annelerin
raporlarina ya da gozleme dayanarak olgiilmektedir. Ancak, bu ¢alismada, ebeveynlik
cocuklarin raporlar1 {izerinden degerlendirilmistir. Dolayisiyla, ¢cocuklarin rapor ettigi
annelerin saldirgan ebeveynligi, annelerin sicakliina kiyasla, ¢ocuklarin gelisimsel

sonugclari tizerinde daha etkili olabilir.
Calismanin Kisuthliklar

Oncelikle, ¢aligmanin boylamsal bir dizayn1 olmamasi nedeniyle, bu galismanin
bulgularinda yola ¢ikarak neden-sonug iliskisine yonelik ¢ikarimlar yapmak miimkiin
degildir. Calismanin ikinci kisithligi, calismanin 6rneklemi ile ilgilidir. Calismanin
verileri Tiirkiye nin iki farkli sehrinden toplanmis oldugu i¢in, ¢calisma bulgularinin biitiin
Tiirkiye’ye genellenmesi yanlistir. Ayrica, her iki sehirden toplanan veri miktar1 esit
degildir. Calisma verisinin ¢gogunlugu Mersin’den toplanmis ve bu durumun c¢alisma
sonuglari etkileyebilecegi diisiinlilmektedir. Calismanin bir baska kisithiligi, veri
toplama yonteminin ¢esitliligidir. Verinin bir kismi ev ziyaretleri seklinde toplanmis ve
okuma-yazma becerisi yeterli olmayan annelere yardim edilmistir. Okul Oncesi
okullardan toplanan verilerde is anketler evlere gonderilmis ve okuma-yazmasi yeterli
olmayan annelerin formlar1 nasil doldurduguna dair bir bilgi yoktur. Son olarak,

cocuklarin %85°1 herhangi bir okul Oncesi okula devam etmekteydi. Bu nedenle,
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cocuklarin ev ortaminda 6grendigi bilgileri, okulda 6grendiklerinden ayirmak miimkiin

degildir.
Cikarimlar ve Gelecek Calismalar icin Oneriler

Bu calismanin sonuglarindan yola ¢ikarak, sosyal politikalar gelistirilebilir.
Ornegin, dzellikle ailenin gelir diizeyinin ve gida giivencesizliginin olumsuz sonuglarla
iliskili oldugu goriilmiistiir. Bu nedenle, maddi sikint1 ¢eken ya da gida gilivencesizligi
yasayan ailelere maddi destek saglanabilir. Bunun yani sira, miidahale programlari ile
cocuklarin gelisimleri desteklenebilir. Ornegin, calisma sonuglarina gore, ev ortamindaki
uyaran azlig1 ve annelerin saldirgan ebeveynlikleri, ¢ocuklarin gelisimi icin risk faktorleri
olarak bulunmustur. Yapilacak miidahale programlari ile ev ortaminin uyariciligi
arttirilabilir ve annelere ebeveynlik lizerine egitim verilebilir. Ayrica, bu ¢alisma, daha
fazla sehirden veri toplanarak tekrarlanabilir ve sonuglar Tirkiye’ye genelleyerek
Tiirkiye’de yoksullugun ¢ocuklarin gelisimi iizerindeki etkisi hakkinda daha iyi bilgiye
sahip olunabilir. Ayrica, ¢cocuklarin gelisimleri okul dncesi donemden baslayarak takip
edilebilir ve okul yillar1 boyunca da izlenerek, yoksullugun cocuklarin gelisimi

iizerindeki uzun vadeli etkilerine 151k tutulabilir.
Sonug

Bu c¢alisma, yoksullugun c¢ocuklarin okul olgunluguna etkisindeki araci
faktorlerin belirlenmesine katki saglamistir. Ozellikle ailenin gelir diizeyi ve gida
giivencesizligi, ev ortamindaki kaos, ev ortaminin uyariciligr ve annelerin saldirganca
ebeveynligi aracilig ile ¢cocuklarin okul olgunlugu sonuglarin1 yordamistir. Calismanin
sonugclar, literatiirdeki diger calismalar1 destekler nitelikte olup, yoksullugun ¢ocuklarin
okul olgunlugu iizerindeki etkilerinin ev ortaminin 6zellikleri ve anne ile ilgili faktorler
araciligr ile oldugunu bir kez daha vurgulamistir. Calismanin sonuglarinin, sosyal
politikalarin gelistirilmesine ve miidahale programlarinin uygulanmasina 11k tutmasi

beklenmektedir.
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APPENDIX M

TEZ FOTOKOPISI iZIN FORMU

ENSTITU
Fen Bilimleri Enstitiisii |:|
Sosyal Bilimler Enstitiisii X

Uygulamali Matematik Enstitiisii

Enformatik Enstitiisi

Deniz Bilimleri Enstitiisii I:I
YAZARIN

Soyadi : Okur

Adi : Stikran

Bolimi : Psikoloji

TEZIN ADI (ingilizce) : The Influence of Poverty on School Readiness of 5-Year-Old
Children: Mediating Roles of Home Environment and Parenting

TEZIN TURU : Yiiksek Lisans X Doktora

1. Tezimin tamamindan kaynak gosterilmek sartiyla fotokopi alinabilir.

2. Tezimin igindekiler sayfasi, 6zet, indeks sayfalarindan ve/veya bir
boliimiinden kaynak gosterilmek sartiyla fotokopi aliabilir.

3. Tezimden bir (1) yil siireyle fotokopi alinamaz. X

TEZIN KUTUPHANEYE TESLIM TARIHI:
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