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ABSTRACT
Gender Stereotypes and Middle-School Children’s Self-Perception:

A Comparison of Mothers' and Their Children's Reports

The present study investigated children’s gender stereotypes in relation with their
mothers’ gender stereotypes and their gender. Also, the roles of children’s and
mothers’ gender stereotypes and mothers’ perception of their children in predicting
children’s self-perception in five competence areas and self-worth beliefs were
examined. The data were collected from 270 middle school students and their
mothers through schools and home visits. The children’s gender stereotypes were
measured with self-developed Gender Stereotype Questionnaire and children’s self-
perception was measured with Harter’s Self-Perception Profile for Children; and
mothers’ gender stereotypes and their perception of their children were measured
with the mother version of the same scales. The child’s gender and mothers’ gender
stereotype significantly predicted children’s gender stereotypes. In the second part of
the study, the mothers’ perception of their children predicted children’s self-
perception in all areas. The mothers’ gender stereotypes was a significant predictor
only in scholastic competence while the children’s gender stereotypes only predicted
children’s physical appearance beliefs. The interaction between gender and mothers’
perception accounted for children’s scholastic competence and the interaction
between gender and children’s gender stereotypes accounted for children’s global
self-worth beliefs. These findings indicate the important role of mothers’ perception
in children’s self-perception and plot a route for the counseling with the children

through getting a support from their mothers.
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OZET
Ortaokulda Cinsiyetci Kalip Yargilar ve Benlik Algist:

Anne ve Cocuklarin Bildirimlerinin Karsilastirilmasi

Bu ¢aligma,, ¢ocuklarin ve annelerinin cinsiyet¢i kalip yargilar1 arasindaki iligkiyi
arastirmaktir. Calismanin ikinci bdliimiinde, ¢ocuklarin ve annelerin cinsiyetci kalip
yargilari ile annelerin ¢ocuklar1 hakkindaki algilarmin, ¢ocuklarin bes farkli alandaki
yeterlilik algilari ile benlik degeri inanglari iizerindeki yordayici rolii incelenmistir.
Veriler 270 ortaokul 6grencisin ve annelerinden okullar ve ev ziyaretleri ile
toplanmistir. Cocuklarin cinsiyetgi kalip yargilari bu aragtirma igin gelistirilen Kiz ve
Erkek Ogrencilere Dair Inanislar Formu ile, cocuklarin benlik algilar1 ise Harter’ i
Cocuklar I¢in Benlik Algis1 Profili ile lgiilmiis, annelerin kalip yargilari ile
cocuklarini algilamalar1 da ayni1 dlgeklerin anne versiyonlari ile dlgiilmiistiir.
Cocuklarin cinsiyeti ve annelerin cinsiyet¢i kalip yargilart cocuklarin cinsiyet¢i kalip
yargilarin1 yordamigtir. Calismanin ikinci boliimiinde, annelerin ¢ocuklarini
algilamalar1 ¢ocuklarin benlik algisini her alanda yordamistir. Annelerin cinsiyetci
kalip yargilar1 yalnizca ¢ocuklarin egitsel yeterlilik algilarin1 yordarken, ¢gocuklarin
cinsiyetci kalip yargilart yalnizca fiziksel goriiniim algilarini yordamigtir. Cinsiyet
biitiin bu yordayici degiskenler i¢in diizenleyici degisken olarak kullanilmistir.
Cinsiyet ve annenin algis1 arasindaki iki yonlii etkilesim sadece ¢ocuklarin egitsel
yeterlilik algisinda anlamli iken, cinsiyet ile ¢ocuklarin cinsiyetci kalip yargilari
arasindaki etkilesim sadece ¢ocuklarin benlik degerleri inanglarinda anlamlidir. Bu
sonuclar annelerin, ¢ocuklarinin benlik algisindaki roliinii anlamak ve ¢ocuklarla
annelerin destegi alinarak yapilan psikolojik danismanlik i¢in bir rota ¢izmesi

acisindan dnemlidir.
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CHAPTER 1

INTRODUCTION

1.1 Background of the study

From very early on, humans thrive for knowing and understanding of their selves.
Every scientific field takes a different perspective with regard to what people think
and feel about oneself. There is a lot of theoretically different constructs have been
developed regarding self, such as self-concept, self-perception, self-efficacy, self-
esteem and so on (Harter, 1999). Self was defined as “the process of reflexivity
which emanates from the dialectic between ‘I’ and ‘Me’” and self-concept as “a
product of this reflexive activity” (Gecas, 1982, p. 3). Harter (1999) defines self-
perception, or self-evaluation, as the traits one knowingly accepts and uses to give
description about oneself (Harter, 1999). In this study, this description is used as a
base for children’s self-perception. Self-concept is individual’s perception of oneself
by looking at oneself as an entity (Gecas, 1982). This indicates a common duality
about self: I as a “subject” and Me as an “object” (Harter, 1999, p. 6). I-self was
considered as collecting information regarding me-self and turning these into an
overall formulated and unified self-perception through the increasing cognitive and

language abilities over the years (Harter, 1999).

Some children perceive themselves more favorably, whereas others have
negative self-perception. With regard to differences in children’s self-perception,
most of the scholars agree that their social relationships are the essence of self-
perception development. For example, symbolic interactionists suggest that the self
is basically a social self, indicating that children start viewing themselves as they are

viewed by others. It was studied by developmental psychologists that how the



children’s self-perception differs within the developmental process, especially based
on their relationship with their parents. Based on this framework, the social
developmental theory is aimed to understand the processes in which the children’s
self-perception is formed by social relationships within their development
(Brummelman & Thomaes, 2017). Therefore, it is possible to claim that the
development of self-perception is based on social processes within the course of
development. In addition to this, the development of self-perception is also based on
the cultural values, which might considered as gender stereotypes transmitted

through social relationships (Brummelman & Thomaes, 2017).

In addition, according to bioecological theory, children’s development is not
solely based on children’s interactions in immediate environment but also influenced
by the societal factors in that specific time and place. This theory provides a link
between child and the society (Bronfenbrenner & Morris, 2007). The gender
stereotypes could be seen as an example of societal influences on the development
which also have reflections on family life. Since the children’s development is
affected by gender stereotypes in a society through the gender-based socialization
process at home, the children’s self-perception might also be affected by these
gender stereotypes. For this reason, in this study, social developmental perspective
and Bronfenbrenner’s theory is used as a framework in order to understand the
factors that influence children’s self-perception in terms of how their mothers

perceive them and the gender stereotypes.

It is important to question that how and in what ways the existing gender
stereotypes might have an impact on children’s self-perception. It was stated that the

stereotypes result from the fact that people want to make the world around them as



more comprehensible and controllable (McCauley, Stitt, & Segal, 1980). The people
usually trust on the stereotypes for understanding, organizing the information about
many different personality qualities, attributions and simplifying them (Cook &
Cusack, 2010). Therefore, as a part of this intention, the stereotypes can be seen as
the way one person perceives and builds upon the world around them (McCauley et

al., 1980).

The stereotypes are the cognitions that can be purposefully and/or without
conscious awareness triggered during an encounter with a specific group (Fagot,
Leinbach & O’Boyle, 1992; Franzoi, 2009). Since the stereotypes are so effective
under such ambiguous circumstances, people are more likely to count on them
(Franzoi, 2009). However, especially when people rely on them, it is more likely that
they attribute some characteristics to others while ignoring their specific, personal
qualities, needs, wants and also, special circumstances they are under (Cook &

Cusack, 2010).

In the domain of making social decisions, there are two main factors
influencing people’s judgment; the people either use the categorical information
about that specific group one represents such as gender stereotypes or they use
specific and tailored information based on the person (Jacobs & Eccles, 1992). Since
these categorical information, such as stereotypes are not only used for unknown
group of people, but they can also be used for the people they already know, it could
be assumed that the parents also use these stereotypical beliefs in their relationship
with their children (Jacobs & Eccles, 1992). The gender role socialization begins
even before the birth. Kagit¢ibasit and Sunar (1992) asserted that the gender role

socialization begins to develop even before the child’s birth in Turkey. It was



revealed that the future parents had a tendency of favoring one gender over the other
and had differential attributions to girls and boys (Kagit¢cibasi & Sunar, 1992).
According to social cognitive theory, it was suggested that the children’s gender
development is based on their interactions with the caregivers through direct and
indirect ways (Bussey & Bandura, 2009). The stereotypical beliefs that parents hold
have an effect on how they perceive in their own children and how they ascribe
certain characteristics to their children starting from very young age (Jacobs &
Eccles, 1992). The question in that sense is that whether the mothers’ gender
differentiated perception of their children’s competence shows the real differences in
children’s competence. It is nearly impossible to know the actual answer due to the
fact that the inborn talent is already influenced by the gender-based socialization
differences (Eccles, Jacobs, & Harold, 1990). Therefore, “if parents hold gender-
differentiated perceptions of, and expectations for, the children’s competencies in
various areas, then, through self-fulfilling prophecies, parents could play a critical
role in socializing gender differences in children’s self-perceptions, interests and

skill acquisition” (Eccles et al., 1990, p.184).

Gender differentiated behaviors of parents in home context and the
differences in socialization between girls and boys with a very early onset may result
in gender differences, which in turn, confirm these gender stereotypes as part of self-
fulfilling prophecy (Eliot, 2009). Therefore, in this study, the predictors of children’s
self-perception are examined through mothers’ perception of them as a part of social
developmental perspective (Brummelman & Thomaes, 2017) and mothers’ gender

stereotypes and children’ gender stereotypes as a part of societal influences (Bussey

& Bandura, 2009; Eliot, 2009; Jacobs & Eccles, 1992).



1.2 Purpose of the study

Since the individuals’ self-perception are developed through the interaction with
others in their lives, the people’s first relationship and interaction with their parents
is actually quite important in the development of beliefs regarding self
(Brummelman & Thomaes, 2017). Starting from very beginning, especially mothers
play an important role in that sense because the mothers are seen as the primary
caregiver based on gender roles in our society as well. Therefore, the main aim of
this study is to understand the children’s self-perception and its relationship with the

perception of their mothers.

Since the social decision making is based on both categorical information and
individuating information, the mothers’ perception of their children is not solely
based on the children themselves but also depends on their own attitudes and the
societal influences. The mothers’ gender stereotypes have an influence on how they
treat, interact with and communicate with their children as a part of the gender
socialization processes in home context. It is not only how parents attribute to some
characteristics to their children and expect different behaviors from them but also
how they perceive their children’s competence based on culturally depended gender
stereotypes (Eccles et al., 1990). Therefore, the mothers’ gender stereotypes might
have an impact on how they perceive their children as a person and their
competences in different domains depending on child’s gender which in turn
becomes part of their self-perception through the influence of mothers’ perception
(Jacobs, 1991; Jacobs & Eccles, 1992). Thus, the influence of mothers’ gender

stereotypes on children’s self-perception was examined in this study.



In addition, the children’s own gender stereotypes might influence their self-
perception. Some of the gender stereotypes including academic and non-academic
areas where the children’s competence beliefs play an important role in their
developing self-perception. For example, their gender stereotypes might influence
their current performance, their perception of tasks, and their future goals and
expectations through integrating their self-perception (Cvencek, Meltzoff, &
Greenwald, 2011). It is even possible to say that these gender stereotypes may hinder

the self-actualization of them.

In this study, the main aim was presented as the roles of mothers’ perception
of their children, mothers’ and children’s gender stereotypes in predicting children’s
self-perception. Furthermore, the roles of mothers’ gender stereotypes and the
children’s gender in predicting children’s gender stereotypes were investigated.

Therefore, the research questions of this study are as followed:

R.Q.1 To what extent, do mothers’ gender stereotypes and gender of the child predict
children’s gender stereotypes?
a. Does the interaction between these two variables predict children’s gender

stereotypes?

R.Q.2 To what extent, do mothers’ and children’s gender stereotypes and mothers’
perception of their children’s competence beliefs predict children’s self-perception in
six areas, namely scholastic competence, social competence, athletic competence,
physical appearance, behavioral conduct and global self-worth?

a. Does gender interact with any of these predictor variables?



1.3 Significance of the study

In terms of counseling, the main focus could be implications on people’s thinking,
behaviors, and feelings of people’s self-perception. Both in school and the clinical
practice, the counselors observe many different children; some with realistic self-
perception while others with distorted self-perception which could influence them in
various life areas. For example, in a study, the children who underestimated their
abilities reported that they had lower expectations for their future, evaluated
themselves lower and perceive the tasks more difficult compared to their peers
(Phillips, 1987). In addition, according to Harter (1999), there is an association
between their self-worth beliefs and their emotional states such that various links
between low self-perception and the depression have been found. Therefore, it is
important for us, as counselors to understand the factors that impact children’s self-
perception and make the children gain insight, they could be either the mothers’
influences or societal influences such as gender stereotypes.

This diversity in children’s self-perception could be related to their
relationship with the significant others, especially mothers. If the child feels accepted
and worthy in the world starting from very beginning. According to Rohner (2004),
the rejection from others might result in altered self-perception. The mothers’
perception is also influenced from their gender role attitudes. Therefore, it is
important for counselors to understand the distortions in children’s self-perception
with regard to the social relationships with their mothers and mothers’ gender
stereotypes. In the previous studies, however, the children’s perception of mothers’
support was the focus of interest (Harter, 1999). In this study, the actual perception

of mothers was examined in predicting children’s self-perception.



In addition, the gender stereotypes might have important implications of
children’s lives as a part of societal influences. The gender stereotypes by definition,
favors one gender over the other. Even starting from the early years, the girls and
boys are bombarded with the different assumptions based on their biological sex
whether they can achieve something or not. Especially, it was realized that the
women in science, technology, engineering and mathematics (STEM) are relatively
low in number compared to men which might be a result of the early socialization
difference (Leaper & Spears-Brown, 2017). Therefore, the children’s gender
stereotypes also might buffer, or hinder children’s performance through their self-
perception. Therefore, it is important to understand the different implication of
gender stereotypes on children in these years. Also, as counselors’ primary aim with
their clients is to help them fully live their lives and actualize themselves in the way
they want it to be. Therefore, the counselor could be the facilitator for children to
develop more realistic self-perception by understanding the determinants (Harter,

1999).



CHAPTER 2

LITERATURE REVIEW

In this part of the chapter, the framework and the previous studies regarding the first
question exploring the children’s gender stereotypes was presented. First of all, the
bioecological and social cognitive theory was presented as a framework. Then,
through various studies, the development of gender stereotypes was explained. In the
second part, the children’s self-perception in relation with mothers’ perception,

mothers’ and children’s gender stereotypes was explained.

2.1 Gender stereotypes

The gender is defined as ascribed characteristics for the assigned gender at
birth (cisgender), either male or female. However, gender is no longer limited with
either being male or female. The gender identity expression is considered as a
spectrum in which the person may or may not match with their biologically assigned
gender or their existing gender roles since the individuals no longer have to accept
this binary gender categories (Leaper & Spears-Brown, 2017). Thus, gender
stereotypes are the beliefs regarding a set of generalized beliefs regarding traits and
conducts of males, females and other gender based on their gender category (Leaper
& Spears-Brown, 2017). The children are expected to identify themselves as their
gender at birth and adopt these gender stereotypical norms. However, this study’s
aim is only to understand the influence of binary gender stereotypes that mothers’
and children’s hold on their developing self-perception beliefs. Therefore, if children

do not express their gender identity based on these categories, they might face



additional difficulties regarding their self-perception including self-esteem beliefs
(Leaper & Spears-Brown, 2017). In order to promote gender diversity, the counselors
need to understand these binary gender categories, the stereotypes-related to them

and the effect of them on children’s self-perception.

2.1.1 Theoretical framework

This section presents the bioecological theory and the social cognitive theory to
explain the gender development process. Even though bioecological theory does not
provide a specific approach for the gender development, according to Leaper (2002)
it could be used as a general framework since it has a comprehensive schema for
child development. In this theory, it is believed that the development occurs through
a continuous interaction between the child and his/her environment. There are four
descriptive determinants of this theory which are “process, person, context and time”
(Brofenbrenner & Morris, 2007, p.794). In terms of process, it is stated that the
immediate processes between the child and significant others are in the key role in
the child development, so that in children’s perception. Not only proximal processes
but also distant processes around the children such as the social class, resources
shape the development. The person refers to the all people around the child such as
parents, siblings, peers, teachers and so on. However, it is crucial to state that these

people are not the ones in child’s immediate environment but also the persons in

distal connection (Brofenbrenner & Morris, 2007).

In terms of context, there are four systems, namely microsystem,
mesosystem, exosystem, macrosystem and chronosystem including immediate and

distal environments of the children (Brofenbrenner & Morris, 2007). This theory

10



gives an idea of the all the different environments influencing and shaping the
development of the child. Therefore, through applying this theory into gender
development, all these environments and interactions come at play (Leaper, 2002).
According to Leaper (2002), especially understanding macrosystem and microsystem

facilitate to integrate societal influences with familial factors.

Macrosystem characterizes the society the child lives in, the political and
financial situation of the society, the legal system, traditions and so on. Since this
theory puts emphasis on both the larger culture and everyday settings, the
macrosystem should be understood in the context of gender development. It provides
structural opportunities for the specific group of people (Leaper, 2002). Therefore,
the opportunities and activities provided for girls and boys as a part of child rearing
practices actually result from existing structure for a specific group of people in a
specific place and time in that society. For this reason, understanding the inequalities
between different gender groups in that society is especially important in terms of
child’s family. In addition to this, the effect of gender combined with the ethnicity
and socio-economic status might influence one’s place in the society and whether
s’he can reach the certain opportunities (Leaper, 2002). The existing gender division
in the society exert great influence on the children which is affected by religious
beliefs and values, economic circumstances, parents’ educational level, division of
labor in the family and so on. Therefore, taking Turkish society into account, the
certain familial factors could be appeared as important in order to fully understand
the development. The development of the child is influenced by all these systems, so

does the gender development (Brofenbrenner & Morris, 2007).

Microsystem refers to the child’s immediate contacts such as parents,

siblings, larger family, peers, teachers, school and so on. All these people and
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relationships have an influence on the development of an idea of gender, what does it
mean to be a female and male in that society. These microsystem factors are also
consisted of parents’ work, the provision of basic needs, family’s demographics, the
way of parenting and so on. Therefore, in that case, all the factors are interplay in the
development of gender (Leaper, 2002). The social cognitive theory is used as a
framework to understand the processes within the micro system, namely within the
family. The children learn about gender roles in various contexts. The gender
development is especially takes place in the family as a first environment. This
theory views parents as a primary source of gender socialization and development of
gender roles attitudes (Bussey & Bandura, 1999). Parents' own gender schemas are
interacted and communicated through their children by how they talk, behave
towards and interact with their children. The parents not only act as role models but
also through their reactions, advices and interactions, they indirectly transmit their

gender schemas to their children (Crouter, Whiteman, McHale, & Osgood, 2007).

Therefore, it is possible to point out that the children’s gender schemas
develop through both direct and indirect ways. One of the ways of gender
development is the children’s imitation of the main characters in their lives.
Modeling is the most strong and common way of development of gender roles. It is
suggested that the children start to learn from their role models around them through
imitating (Bussey & Bandura, 1999; Leaper, 2002). However, it is not imitation of
just the behavior but rather; the behavior is seen as the model of the rule or the
structure since they are the representations of what does it mean to be a woman or a
man (Bussey & Bandura, 1999; Leaper, 2002). For this reason, it is important to
realize that the role models around the children such as the family members play

crucial role for their gender development.
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The other ways of learning about gender roles are that the parents treat their
girls and boys differently and the boys and girls are taught the ways of how a male
and a female should behave (Bussey & Bandura, 1999). In addition, parents hold
different expectations based on their gender stereotypes for their sons and daughters
and put pressure on them regarding these expectations (Leaper, 2002). Also, parents
provide different forms of opportunities for girls and boys. For example, the
accessibility of different activities such as sports seems to be dependent on the
gender of child in some cases (Leaper, 2002). In terms of enactive experience, it is
stated that the children behave consistently and inconsistently with gender
stereotypes which lead to a reaction from the environment (Bussey & Bandura,
1999). Besides, parent differentially control and supervise their children’s activities
inside and outside the home context (Leaper, 2002). In that sense, the parents both

form a model for the children and also shape the experiences around them.

Furthermore, the parents have a significant impact on children's own
expectations on success and their competence beliefs through modeling and
socialization of expectations. As social cognitive theory suggested, the children learn
and develop more about gender based behavioral repertoire through modeling.
Therefore, the girls and boys show different behaviors as a result of their
observations of different behaviors of males and females, mainly their mothers and
fathers regarding academic-related areas, activities, social skills and so on. For
example, in terms of math achievement, if mothers and fathers have different
behaviors such as fathers assisting in math homework, the children might also have
model these behaviors (Parsons, Adler, & Kaczala, 1982). In addition to this, the
parents' have different views on their own achievement and their own perceived

competence in math; this provides a message for children as a role model. Regarding
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socialization of expectations, it was already suggested that there is a positive
association between parents' expectations and children's performance (Eccles et al.,
1990; Parsons et al., 1982). Also, the parents provide different opportunities and
different control for the girls and boys. They are directed to different activities and
interests and then, their pursuits of them are monitored (Leaper, 2002). Therefore,
regarding achievement-related beliefs and expectations of children, the parents have

an important role in the sense of children’s self-perception.

It is believed that one of the ways of transmitting gender stereotypical values
occurs through the way parents talk with their children (Clearfield & Nelson, 2006).
In a recent study, the mothers' use of language and how they play with 6-, 9- and 14-
months-old infants were observed in a play session and analyzed. The results showed
that mothers behaved towards their daughters and sons in a different manner in terms
of both what they talked and how they played together. Specifically, the mothers of
daughters actually talked more with their children with an expectation of a
conversation compared to the mothers of sons. They played more, interacted more
frequently in physical proximity and talked more to their daughters but the mothers
of sons mostly watched their children's play without interacting, indicating that the
girls were encouraged to be more dependent in the interactions compared to the boys
who were encouraged to be more independent by their mothers. Therefore, even
though there were no gender differences in the behaviors of these infants, the
findings of this study imply that mothers both talked, played and communicated with
their daughters and sons differently in even very early years of their lives (Clearfield

& Nelson, 2006).

Another way of transmitting parents’ gender stereotypes to the children is

through the interaction. For example, in a different study, the children aged between
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24- and 36-months-old were given the full body pictures of females and males and
asked to show either girl or boy. Also, they were showed some toy pictures and
asked whom it belongs to either a girl or a boy and then, the mothers' gender
stereotypes were assessed through different scales. Before the tests were
implemented, the mother's play interaction with their children was observed. In the
observations of play behaviors, it was found that the mothers of children who were
better at identifying the gender, introduced more gender stereotypical themes during
play and had more conventional gender role attitudes. Also, it was observed that the
same mothers gave more positive feedback if their children's play was consistent
with their gender and were less likely to begin playing opposite gender-typed games
with their sons. These results indicated that the mothers' gender-based attitudes and
behaviors were actually related to children's development of gender typed behaviors

and these messages were given during play time (Fagot et al., 1989).

Apart from parents' differential behaviors towards their girls and boys such as
talking, interacting and playing with their children, the different ways of emotional
expression for boys and girls might be subtly emphasized in the family. It is possible
that there are gender differences in terms of emotional expression starting from very
early ages (Chaplin, Cole, & Zahn-Waxler, 2005). Girls tend to show more sadness
while boys tend to show more anger. One of the possible reasons behind this is that
there might be mostly covert and indirect socialization differences in the family.
Therefore, it is crucial to understand those subtle ways of socialization (Chaplin et
al., 2005). In a study, both mothers' and fathers' attentiveness and reactions to the
emotional expression of their children at preschool and two years later early school
age were observed during a play-time. The results indicated that the fathers showed

more attentiveness to their girls' submissive emotions such as sadness than their boys
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in the preschool period. Also, they concentrated more on their boys' feelings such as

anger in the early school age (Chaplin et al., 2005).

Also, the parenting style of the parents might influence the children’s gender
role attitudes. In a study conducted with mothers and the daughters aged between 15
and 22, it was found that the more traditional the mothers were in their parenting
style, the more traditional gender role attitudes of their daughters (Jan & Janssens,
1998). Therefore, it is possible to observe that both theoretical background and
findings of various studies indicate that the parents carry an important role in
developing gender role attitudes of children which become part of their sense of self.
Since the gender-based treatment of parents is the part of children’s everyday lives,
their gender stereotypical knowledge, their future expectations and even their self-
perception of their abilities tend to be affected by their parents and their parents’
gender stereotypes. In that sense, the bioecological theory provides a structure by
combining various factors and also social cognitive theory facilitate to understand

the dynamics of the home environment.

2.1.2 Influence of some family characteristics on children’s gender stereotypes

Not only the gender stereotypes parents hold but also the other characteristics related
to the family backgrounds were also found to be associated with the children’s
gender stereotypes (Antill, Cunningham, & Cotton, 2003; Fan & Marini, 2000; Jan &
Janssens, 1988; Marks, Lam, and McHale, 2009). For example, some familial
characteristics reflecting socio-economic background such as educational level of
parents, family income and maternal employment seem to be associated with

children’s gender stereotypes.
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It seems that the children’s gender stereotypes have been influenced by their
parents’ educational level (Antill et al., 2003; Jan & Janssens, 1998). In a study
conducted with both parents in relation with their children’s gender role attitudes, it
was found that mothers’ educational level was associated with both their sons’ and
daughters’ gender role attitudes; however, the fathers’ educational level was only
found to be related with their daughters’ gender role attitudes (Antill et al., 2003). In
a research, the mothers' education level was associated with children's ideal division
of tasks and gender role attitudes (Cunningham, 2001). In a different study, it was
also found that the gender role attitudes of young adults were related to the parents’
educational level in which the higher educational level of parents, the less

conventional the gender role attitudes of their children (Fan & Marini, 2000).

Maternal employment might be one of the factors that undermine the
traditional gender stereotypes which place women only in domestic context. In a
different study from the Netherlands conducted with the mothers and their daughters
in teenage period, the mothers’ educational background seemed to have an indirect
effect on their daughters’ gender role attitudes through mediating effect of mothers’
gender role attitudes. When the mothers had higher education and worked more
hours, they had less conventional gender role beliefs which resulted in the daughters
to become less conventional in their beliefs, indicating that both maternal education
and employment played important role in their daughters’ beliefs (Jan & Janssens,
1998). In a longitudinal study, the influence parents’ early behaviors and attitudes on
children’s later attitudes was examined and it was found that the mothers’ early
employment had an effect on their children’s ideal division of household labor

beliefs (Cunningham, 2001).
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Furthermore, in a study, the families were categorized into three groups,
namely conventional, democratic and divergent families based on the gender role
attitudes of all family members. It was found that the families with conventional and
democratic gender role attitudes differed in terms of parents’ educational background
and income. Both traditional and divergent families had lower financial power
compared to egalitarian families (Marks et al., 2009). Therefore, these findings
explain that the family characteristics have also influence on children’s gender role

attitudes.

2.1.3 Developmental course of gender stereotypes in children

The development of gender stereotypes starts from very early ages. In a research, it
was found that even 10-months-old infants were able to identify gender-based
groupings indicating later gender roles information (Levy & Haaf, 1994). In another
study, the 24-months-old infant girls could use female and male dolls to perform the
activities consistent with the gender stereotypes, whereas the boys showed no
awareness of these stereotypes during play indicating that explicit gender
stereotypical knowledge appears at age two and three (Poulin-Dubois, Serbin,

Eichstedt, Sen, & Beissel, 2002).

The expression of explicit gender stereotypes reveals itself at age eight and
nine (Endendijk et al., 2013). In another study, the children aged between nine and
12 were given vignettes about both boys' and girls' participation in the activities
ballet and in soccer and asked whether they agree or not. The participation of boys in
ballet and girls in soccer were considered as incongruent with the gender stereotypes.

The results showed that the 9-year-olds were less likely to support the statements
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inconsistent with the gender stereotypes compared to the 12-years-olds, suggesting
that in older ages, the children might start to think out of existing gender stereotypes
(Park, Lee-Kim, Killen, Park, & Kim, 2012). On the other hand, the findings of
another study in which the children were required to classify household activities as
either for boys or girls, demonstrated that the kindergarteners gave less stereotypical
answers compared to the third graders, indicating that as children grow older, they
rely more on the gender stereotypical expectations (Schuette & Killen, 2009). In a
longitudinal research, it was found that the children’s gender role attitudes showed
differences over the years such as a decline from age seven to 13, then stability in
early adolescence period and after 15. This study indicates that the children’s
conventional attitudes towards gender differed with how strongly parents hold these

views (Crouter et al., 2007).

In terms of academic gender stereotypes, it was found that even at earlier
ages, the girls reported their abilities consistent with the existing gender stereotypes.
In particular, a first-grade girls evaluated their math abilities lower but language and
arts abilities higher than the boys (Jacobs, Lanza, Osgood, Eccles, & Wigfield,

2002).

2.1.4 Gender as a predictor

It seems that the boys have more gender stereotypical knowledge compared to the
girls (Leaper, 2002). For example, in a study conducted with 4-years-olds, it was
found that the boys had stronger gender stereotypes than the girls (Turner & Gervai,
1995). Also, based on previous studies, older boys held more conventional gender

stereotypes (Park et al., 2012; Schuette & Killen, 2009; Smetackova, 2015). In a
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study conducted with both explicit and implicit measures, it was found that the boys
tended to more strongly associate with their gender identity compared to girls
(Cvencek et al., 2011). In a longitudinal study examining the changes in gender role
attitudes, it was found that the girls moved into less traditional direction, whereas the
boys moved into the more traditional one from age seven to 19 over the years
(Crouter et al., 2007). These results suggested that the girls are more open to
nontraditional gender role attitudes than the boys which might be resulted from
males’ relatively higher status in the society (Leaper, 2002). Previous studies showed
that there were also gender differences between mothers and fathers in terms of

holding stronger gender stereotypes (Tomasetto, Alparone, & Cadinu, 2011).

2.1.5 The mothers’ gender stereotypes as predictor

In order to explain the children’s gender stereotypes, the mothers’ gender stereotypes
were used as a predictor. Even though the effect of parents is well-documented in
different studies, the predictive power of mothers’ gender stereotypes was examined.
Some studies indicated that the same-gender parent-child dyads had stronger
relationship in their gender role attitudes (Isik, 2014; Jan & Janssens, 1998; Kulik,

2002). Therefore, gender of the children could be a moderator in that relationship.

In a study, the gender stereotypes of 134 Israeli teenagers aged between 13
and 17 and their parents were examined in terms of gender roles in the home-context
and gender-based occupational choices. For both areas, there was a stronger
relationship between fathers and sons compared to fathers and daughters. On the
other hand, there was not any significant difference between mother-daughter and

mother-son dyads. Also, in terms occupational choices, the children regardless of
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their gender were more influenced by their fathers than their mothers (Kulik, 2002).
Therefore, these results suggested that the transmission of values regarding gender
roles in different areas, fathers and mothers might have different functioning in their

relationship with children in their own gender and in opposite gender.

Similar to this, in a longitudinal study, it was investigated that whether the 6-
years-old children's gender-role attitudes (e.g., children's gender stereotypes
regarding their own and opposite gender) were predicted by parents' gender ideology
or by parents' gendered behavior in four domains domestic division of labor,
responsibility for childcare, how many hours they work and conventional
female/male jobs when the children were born and when they were six-years-old.
The gender ideology suggests that the parents’ views on these four domains, whereas
parents' gendered behavior refers to their behaviors in these areas. Since there is not
always consistency between the parents' ideology and their behaviors, they were
investigated separately. The results showed that when the mothers had more
democratic views, their children knew less about the gender stereotypes related to
their gender. It indicated that when the mothers had more conventional views related
to gender, the more the daughter had knowledge on stereotypes related to females
and the less the sons know about stereotypes related to males. On the other hand,
when the mothers behaved more stereotypically, the daughters had more knowledge
on gender stereotypes related to females while the sons showed less knowledge on
the gender stereotypes related to males. Also, interestingly, when the fathers had
more traditional views, the sons knew more about gender stereotypes regarding
females, on the other hand, when the fathers had more democratic views, the sons
knew less about gender stereotypes regarding females. However, there was no

relationship found related to fathers and daughters (Halpern & Perry-Jenkins, 2015).
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Therefore, it seems that the parents have different roles in terms of transmission of

these gender stereotypes.

On the other hand, some of the studies indicated that there was a strong
relationship between mothers and their daughters in terms of having similar gender
stereotypes. It is also important to mention that the parents' gender stereotypes and
their behavior towards their children might be affected by the gender of children. A
recent study the implicit gender stereotypes of the children between 1- and 4-year-
olds were investigated in connection with parental implicit and explicit gender
stereotypes and the gender of siblings in Dutch society (Endendijk et al., 2013).
Action Inference Paradigm was used for children’s implicit gender stereotypes in
which children were told that some toy presents were brought for birthday and they
were required to classify as female or male by pressing red or blue buttons. Explicit
gender stereotypes of fathers with same-gender children had significantly higher
scores than the fathers with mixed-gender children. It might be result from the fact
that when the parents have mixed-gender children, they might be focus more on the
similarities and also try to treat each child equally. Also, it is important to point out
that the gender of child moderated in the relationship between maternal implicit
gender stereotypes and children's gender stereotypes as the mothers’ gender
stereotypes were more strongly associated with their daughters compared to their

sons (Endendijk et al., 2013).

In addition to this, in a study conducted with Turkish girls in third grade and
their mothers, the children and parents were given one story about one situation
consistent (e.g., girls doing ballet and boys playing football) and another situation
inconsistent (e.g., girls playing football and boys doing ballet) with the existing

gender stereotypes and whether the parents should restrict the inconsistent situation
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due to children’s gender. In the results, it was revealed that there was a positive
relationship between mothers’ and their daughters’ disapproval of gender
inconsistent situations and approval of parents’ restrictions for these inconsistent
situations (Isik, 2014). In a study conducted in the Netherlands with the mothers and
their daughters aged between 15 and 22, the mothers’ and their daughters’ gender
role beliefs regarding motherhood and women'’s roles were found to be highly
associated (Jan & Janssens, 1988). Therefore, it is possible to say that the mothers’
gender stereotypes exert great influence on their children’s attitudes and might even

more on their daughters.

2.2 Children’s self-perception

In this part the children’s self-perception was explained through different approaches
and its relation to predictive variables. The self-perception is what a person
knowingly defines oneself. It was suggested that the person view oneself as an object
and define it which indicates duality between the person as knower and the person as
known object. Therefore, this actually indicates a developmental process in which
the increasing cognitive capabilities changes the person’s self-definitions. Also, it is
suggested that self-related beliefs influence how one person behaves (Shavelson,
Hubner, & Stanton, 1976). It is thought as crucial in especially both understanding
and anticipating one’s behavior in the domains interested in explaining human
nature. The relationship between self-concept and behavior is circular indicating that
the self-concept has an impact on how one behaves, in turn these behaviors leads to

means of perceiving oneself (Bong & Skaalvik, 2003; Shavelson et al., 1976).
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In 1960s, the different theoreticians mostly define self-related concepts as
one dimensional even though they actually asked about different life areas of
activity. This approach leads them to underestimate the differences among various
arenas (Harter, 1982; Harter, 1999). However, the current approach for self includes
the feelings of sufficiency among different competence areas which differ based on
people’s developmental life period and a global self-worth belief. Therefore, in this
study, the self-perception is based on “multidimensional model” (Harter, 1999,

p.117).

There are several characteristics of self-concept was determined based on
theories and studies (Shavelson et al., 1976). The one of them is that self-concept is
organized because the individual has all these different experiences in different
environments which lead to vast amount of information about oneself, but this
information is redefined in abstract categories (Harter, 1999; Shavelson & Bolus,
1981). Also, there is a hierarchy in different self-descriptions which refers to one’s
perception and evaluation of his/her behavior in different subdomains leads one to
create a general self-concept (Harter, 1999; Shavelson et al., 1976). For example, the
domains such as math and science have their own self-concept; however, in
hierarchical terms, it serves for an academic self-concept which leads to a general

self-concept (Shavelson & Bolus, 1981).

2.2.1 The determinants of self-perception

There are different claims regarding the determinants of one’s perception of
oneself, in terms of both competences and general worth beliefs. It is claimed that

self-perception is based on the fact the person evaluates and compare oneself across
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different situations and environments with absolute standards and/or the relative
norms (Shavelson et al., 1976). Apart from that, it was believed that there are five
main determinants of the self-perception beliefs (Bong & Skaalvik, 2003). One of the
is that the person compares his/her own traits and behaviors with the general
standards regarding the society and relative standards based on the significant others
in their lives. Also, the meanings one give to success and failures play an important
role in the development of self-perception. The other source is the perceived beliefs
of significant others about the person indicating that the perception of others’ views
about one has an influence on self-concept. The individual’s previous experiences
about a specific area provides a great deal of information about oneself. Furthermore,
the given importance for an area is influential on the person’s self-perception beliefs

(Bong & Skaalvik, 2003).

Most of the theories regarding self-perception claim that the opinions of
significant others are important source for self-perception (Harter, 1999). For
example, according to Cooley (1902), people’s perception of themselves is based on
the interactions and relationships that they formed with others. Therefore, in his
definition, Cooley (1902) mentioned self as “looking-glass self” which indicates the
others as people’s social mirrors to develop their self-perception in which the

individual looks and detects their opinions to incorporate into their selves (p. 184).

The person integrates others’ views on themselves into their being. These
views are shared with other theoreticians who are called as “symbolic interactionists”
(Harter, 1999, p. 166). Based on this perspective, the other people have an influence
on people’s self-related beliefs in three ways: “self-appraisals, the actual appraisals
of significant others, and reflected appraisals” (Juhasz, 1992, p. 204). So, the person

evaluates oneself, s/he is evaluated by others and what s/he thinks that others
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evaluated him/her, respectively. They all become part of self-perception through the
interactions with the others. The social developmental perspective is based on this
understanding, indicating that the children’s self-perception changes through the
relationships that they formed with others within developmental course
(Brummelman & Thomaes, 2017). In a study, it was found that in the areas
considered as important for children, the support children received from their parents
and peers paves the way for the higher competence beliefs, which in turn leads to
higher self-worth beliefs, indicating the appreciation from others has an impact on
both perceived competence beliefs and overall sense of worthiness (Harter, 1999). It
was stated that there are only a few studies of the association of actual perception of
others with the children’s self-perception rather than the perceived appraisal and
acceptance (Harter, 1993). Therefore, in this study, our interest is on the effect of the

mothers’ actual evaluation of their children on children’s self-perception.

Also, according to bioecological theory, the children’s development is also
influenced by larger societal factors and the time period one lives in. Therefore, the
societal factors such as existing gender stereotypes and their implications in the
home context through parents and gender-based socialization might also have an
influence on children’s developing self-perception. In a study, the children have read
a text of social norms regarding either approval or disapproval of children’s positive
self-descriptions. It was found that the children described themselves more positively
after listening to a text about the approval of social norms than the disapproval of
them, indicating that these social norms have an influence on children’s self-

descriptions (Thomaes, Brummelman & Sedikides, 2017).
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2.2.2 Development of self-perception in children

The development of self-perception depends on the child’s cognitive maturity level.
Harter (1999) developed a normative structure of the development of self-perception
beliefs based on the children’s self-descriptions in different age periods. The self-
concept is cognitive developmental which refers to the fact the nature of self-
representations of children’s mind is changed with the age and cognitive abilities,
suggesting that as the I-self grows, the me-self’s subjects, its organization, its
exactness based on the real-life experiences and its relationship with others differ
(Harter, 1999). It is claimed that the idea of self emerges with the language in early

years (Harter, 1999).

The children in early ages only positively talk about themselves with their
obvious skills in which they usually magnify and exaggerate the things they are able
to do. For example, in this period, while describing themselves, they usually use their
bodily characteristics, relation with significant others, moods, what they like to and
the material things they have which are completely separate and distinct from one
another. Also, in this period, the children are not able to have gray areas which leads
to all positive or all negative self-perception based on their experiences with the

significant others (Harter, 1999).

In the next period, between early and middle childhood, the children talk
about themselves in terms of their skills in different domains. However, the
difference is that the children begin to have somewhat ability to link certain qualities
into concrete categories which turns into a general sense of worth which is also
usually affirmative. Also, the children only realize and acknowledge that they are

either positively or negatively judged by other people depending on certain norms or
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rules which they are not able to incorporate within oneself (Harter, 1999). According
to Harter (2012), through children’s increasing cognitive abilities, they at age eight to
12, start to separate their real from their ideal self, internalize others’ perspectives,
standards and expectations, and make comparison based on social relationships, and

be aware of their both positive and negative characteristics that they possess.

The period before adolescence, while describing self, the children use more
concrete characteristics based on competencies and also build a global self-esteem in
which both positive and negative characteristics can exist together at the same time.
This indicates certain improvements in mental faculties. Also, as a part of developing
abilities, in this period, depending on their empathy, or understanding and taking
others’ views, the others’ point of views about themselves becomes integrated and
incorporated into the children’s self-perception. Apart from that, they start to
measure similarity and dissimilarity between the others and oneself (Harter, 1982).
Therefore, in that sense, increasing relationship with the significant others, such as

parents, peers, teachers and the experiences in school play important role.

The adolescence period was separated into three categories (Harter, 1999). In
the first period, they become more able to think abstractly but their self-descriptions
are still more separate and various traits based on their different roles in various
context such as being a friend, a son/daughter, a student and so on. Since in
adolescence period, the roles in social lives enlarge, it gives adolescence more
opportunity to observe oneself across the different contexts. Based on these different
roles, the adolescence concerns about the acceptance and recognition from others

which is also important in the creation of self (Harter, 1999).
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In the second adolescence period, there is a disagreement seemingly opposite
traits as which is the true being. Also, in previous period, the adolescent
acknowledges that the opposing traits co-exist; however, the child is not able to
understand the discord between them. But in this period, the conflict between them
emerges because they have little similarity and becomes confusing for the
adolescence. Also, increasing mental faculties, they attentively and constantly look
for others’ opinions, the general and relative norms in order to incorporate them into
their self-perception. In that sense, the characteristics of adolescence period might

deceive one’s perception of others’ views and oneself (Harter, 1999).

In the last adolescence period, the opposing personality attributions based on
different roles becomes as normal part of their self-perception. Also, the values and
beliefs are integrated into the self-descriptions. They have a more developed sense of
worth (Harter, 1999). Therefore, it is possible to see the normative structure of
descriptions of self vary based on cognitive maturity and the developmental level of
the children. However, regardless of very early period, the children realize and
acknowledge that the other people in their lives have an opinion of them based on
their own values, standards and beliefs; which through increasing cognitive
capabilities, becomes part of their self-perception in terms of both competences and

self-worth beliefs.

2.2.3 Perceived Competence

Harter (1982) believed that self-perception is based on perceived competence which
suggests that how one perceives their sufficiency in the different life areas. Perceived

competence appeared as key component of self-perception beliefs starting from very
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early ages since the children defines themselves based on their capabilities as it is
stated in the earlier part (Harter, 1999). It lays on the basic premise that not every
individual might feel the same way about distinct areas in their lives, for example

some might feel more or less competent (Harter, 1982; Harter, 1999).

There are different self-related terms also used perceived competence as the
core. One of them is self-efficacy which suggests that one's beliefs regarding his/her
abilities to acquire information and perform in a desired way (Schunk & Pajares,
2001). Self-efficacy is a belief that a person is able to achieve something. It is also
claimed that self-efficacy has an influence on people's thoughts, feelings, motivation
and behaviors (Bandura, 1994). The people with strong self-efficacy beliefs usually
set higher expectations from themselves, usually engaged in a task for longer periods
of time and have the sense of control over the task which, in turn diminish their risk
for depression (Bandura, 1994). The most significant similarity in the notions of self-
concept and self-efficacy is the perceived competence. In a recent study, it was
investigated whether the notions of self-concept and self-efficacy overlap. Based on
the findings, the essence of both these constructs was identified as perceived

competence (Hughes, Galbraith, & White, 2011).

The children’s perception of their competence in different areas indicates
how they perceive oneself as a person. Since the self-concept was criticized due to
the problems both as its all-encompassing nature which leads to difficulties in
measurement (Harter, 1982). For all these reasons, the recent studies indicated that in
terms of definition, the self-perception is more multidimensional indicating that the
domain-specific self-concepts (Bong & Skaalvik, 2003; Harter, 2006). Therefore, in
building the self-perception profile, the domains for perceived competence beliefs

was categorized based on children’s self-descriptions in different ages. For the
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adolescence period, the new domains such as romantic appeal was introduced since

the children begin to have new roles (Harter, 1982).

2.2.4 Self-esteem or global self-worth

It was claimed that on the top of perceived competence beliefs in different domains,
there is a general belief about oneself regarding its worthiness starting from eight
years old, indicating the hierarchical nature of self-perception (Harter, 1982; Harter,
1999). A sense of worth appears through increasing cognitive skills of I-self (Harter,
1999). Therefore, the global self-worth, or self-esteem, can be categorized as a
higher rank in comparison with the perceived competence beliefs (Harter, 1999).
Also, it is important to see that even though the person feel adequate in some areas, it
does not always mean that s/he will have high global self-worth. In order to have
high self-esteem, the person feels competent in the areas that are attached importance
by him/her. Especially, the conflict between high importance and low competence

beliefs might end up with the low general self-beliefs (Harter, 1993).

In terms of measuring global self-worth, it was calculated as the sum of
competence beliefs, but rather it is a construct of its own, asking whether one likes
herself/himself as a person, feels content about the way s/he is and so on (Harter,
1982). Apart from global self-worth as a construct, it is worth examining that the
relationship between perceived competence beliefs in different fields and global self-
worth. It was found that the all the different areas were found to be related with

global self-worth (Harter, 1993).
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In addition, even though the children are not able to verbalize their global
self-worth beliefs, the people around them interpreted children’s behaviors as high
self-regard or low self-regard. It shows that even if the children are not able to
verbalize their idea of general self-beliefs, they manifest these beliefs through their

behaviors.

There are different studies conducted which perceived competence beliefs
were predictors in terms of different age groups and gender. It is important to note
that the physical appearance, display of external self was best predictor for global
self-worth beliefs, display of internal self at both age eight and 11. It was found the
best predictors were physical appearance, social competence and scholastic
competence, respectively when they were eight. However, three years later, it was
found that there were only two significant predictors left, namely physical
appearance and scholastic competence. The difference seems to be a result of
changes in self-perception between before and after going through teenage period
(Granleese & Joseph, 1994). Also, in a different study for both girls and boys, the
global self-worth beliefs were mostly highly predicted by physical appearance beliefs
than the other competence areas. The other predictors in competence areas were
academic, behavioral and social acceptance for boys and were behavioral, social and
academic competence for girls, respectively. Interestingly for this sample, the
athletic competence was not a significant predictor. These predictors explained
almost 59% of the variance in global self-worth beliefs (Van den Bergh & Marcoen,

1999).

The common finding for both of these studies, the physical appearance was
found to be best predictor in different age and gender groups. It could be the fact that

the appearance is all-present characteristic, such as it is something out there about the
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person, rather than the other areas which are somewhat controllable such as
academic or social abilities (Harter, 1993). Therefore, there seems to be a strong link

between one’s look and her/his self-esteem beliefs.

2.2.5 Gender differences in self-perception

There are gender differences has been found in terms of different sub-areas of self-
perception. It was reported that the girls and boys tend to describe themselves in
different manner for different age groups (Harter, 1999). The main findings of the
studies were that the girls reported themselves lower than boys in the areas of bodily
characteristics and sports competence (Harter, 1999). In the interpretation of these
results, it was pointed out that the sports are considered as a traditionally masculine
area compared to other domains so that boys are provided more chances to improve
their skills in terms of socialization differences. On the contrary for girls, the sports
are discouraged because for example, the female players are not usually presented as
role models. Also, the body shape of female athletes is not a perfect match to the
slim female models. In terms of appearance, the women’s attractiveness is defined
through physical look which makes them very conscious about how they look
(Harter, 1999). In a meta-analysis conducted with thirteen different samples, it was
found that boys’ descriptions of themselves in five competence areas indicated less

asymmetry than the girls’ (Harter, 1999).

In another study, it was found that the adolescent girls who had higher
identification with traditional female characteristics described themselves less
positive in the areas of sports and appearance compared to the girls who reported

lower identification (Harter, 1999). Therefore, it can be assumed that the girls are at
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risk with regard to the fact that the higher gender stereotypes scores, the more
negatively evaluate themselves in terms of looks and sports. Also, it is important to
note that the girls identifying themselves more with femininity reported themselves
lower in cognitive abilities compared to girls who identified themselves with both
gender (Harter, 1999). In a longitudinal study, it was found that both boys’ and girls’
perception of their looks were similar in elementary school but over time, the girls’

competence in their looks showed a drastic decline (Harter, 1993).

In a different study, the gender differences were found, for example, the boys
reported higher scores in social and sports competence, appearance and global self-
worth. Only the younger girls perceived themselves higher in behavioral conduct
than the younger boys, however, there was no gender difference in higher grades,
indicating the changes in gender differences with age (Van den Bergh & Marcoen,
1999). Based on these findings, it seems that children's competence and their self-
esteem beliefs differ depending on their age, gender and gender stereotypes that they

might internalize.

2.2.6 The mothers' gender stereotypes as predictor

The gender stereotypical beliefs of parents have an effect on how they perceive their
children and what they expect from their children. There is a substantial number of
research that indicating that parents interpret their sons' math abilities higher even if
there are no actual differences in terms of their test scores or the girls have better
results (Eccles et al.,1990; Eccles & Jacobs, 1990; Jacobs, 1991). Therefore, it is
suggested that gender-stereotypical beliefs that parents hold have an effect on how

they perceive their own children's competence. It is reasonable to ask to what extent
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parents' gender stereotypes affect how parents view their children's abilities.
Furthermore, these beliefs are not just restricted to the academic domains, but also
non-academic domains are classified as male and female such as team sports seen as
a male-dominated area, whereas females are believed to have better social skills
(Eccles & Jacobs, 1990; Eccles et al., 1990). Therefore, it seems that the parents
might use these gender stereotypes as a framework when they evaluate their
children's abilities and performances, in turn it might have an effect on children’s

self-perception.

In two longitudinal studies, one of them was conducted with preadolescents
and the other one with elementary school aged children, respectively, the parents
were asked about their children’s current competence and future performance
expectations in three areas such as math, English and sports. It was found that the
parents gave their sons significantly higher scores in sports than the girls and the
opposite pattern was found for the English. In terms of math abilities, these gender
differences in parents' perception of their children’s abilities intensified favoring the

boys as the children grew older (Eccles et al., 1990).

In a previous study, it was found that even though parents’ gender stereotypes
regarding math as male area did not predict their children’s ability beliefs in math,
the relationship between parents’ gender stereotypes and their daughters’ ability
perception was mediated by parents’ obtrusive support in their homework. Also, it
was suggested that even though parents involved more in their sons’ homework, the
girls were more negatively affected from their involvement which might be result
from they communicate their gender stereotypes through the involvement in

homework (Bhanot & Jovanovic, 2005).
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Even though the achievement results showed otherwise, it is still believed that
there is gender difference in terms of competence favoring boys. The children’s math
grades, how many hours they work, and teachers' perception of children were taken
into account; however, none of these variables showed any real difference between
girls and boys. When the perceptions of parents were examined, it was found that the
parents believed that their daughters found math more difficult than their sons. Even
the factors like ability and work hours were controlled, the parents' beliefs in their
children in terms of math changed significantly with the gender of the child (Eccles

et al., 1990).

In another study, in terms of achievement in math, sports and social skills,
mothers' gender stereotypes were significantly associated with their evaluation of
children's math skills depending on the child's gender. It might mean that mothers'
who held the stereotypes of males having higher math competence, had higher
evaluation of their sons' competence and lower evaluation of their daughter's
competence which had similar findings in the sports. In terms of social skills
favoring girls, mothers with strong gender stereotypes regarding social skills
reported higher perceptions of their daughters' competence and lower perception of
their sons’ social competence (Jacobs & Eccles, 1992). Therefore, all these studies
indicated that the parents' perception of their children was not only based on previous
performance or the effort but also it was influenced by the gender stereotypes in that

society.

It is important to note that in this study, mothers’ gender stereotypes did not
directly predict children’s self-perception in the areas of math and social skills.
However, the mothers’ gender stereotypes had direct influence on their children’s

sports ability perception (Jacobs & Eccles, 1992).

36



Furthermore, the interaction between parents' gender stereotypes and the
children's gender had an influence on the attributions regarding their children's
ability. For example, in a study, it was found that the parents of boys attributed the
achievement in math to talent, whereas the parents of girls explained this
achievement as a result of hard work (Eccles et al., 1990). Therefore, if the parents
thought that the talent was more important to be successful in math, they also
believed that their children had talent for math. On the other hand, the parents who
connected the success to the hard work were more likely to believe that their children
were not talented in math. Also, for the parents believing that their children were less
talented in math, the anticipations related to future performances disappeared.
Therefore, these attributions to talent or hard work had an effect on the parents'
interpretation of children's competencies. The similar results were found related to
English studies but this time, the girls were thought as talented ones (Eccles et al.,

1990).

In addition to these studies, in another research, when the child's gender
interacted with parents' gender stereotypes, it had a significant impact on parents'
attributions for success to the ability and for failure to lack of ability (Rouland,
Rowley, & Kurtz-Costes, 2013). It was found that the parents reported girls as much
better in literacy than boys and the boys as somewhat better in math than girls. In
terms of literacy, the gender of the child had a significant effect on boys’ parents’
attributions for failure of boys to lack of ability. Also, it was found that parents who
held traditional academic gender stereotypes related to literacy were more inclined to
attribute their girls' success to ability and less inclined attribute their sons' success to
ability. The parents of boys who had math-related gender stereotypes were tended

attribute their sons' failure to not working hard enough. But the more traditional
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attitudes the parents held, the less likely they attributed their girls' math success to

the ability. The opposite was found for the literacy (Rouland et al., 2013). Therefore,
even though these studies suggested that parents’ gender stereotypes had an indirect
influence on children’s self-perceptions, in this study, the predictive role of mothers’

gender stereotypes and the effect of gender as moderator was examined.

2.2.7 The children's gender stereotypes as predictor

The stereotypes function both directly by influencing performance during an act that
stereotypes consisted or indirectly by incorporating into one’s self-perception
(Boiché, Chalabaev & Sarrazin, 2014). As an example of indirect influence of gender
stereotypes, the term, cognitive balance was used. According to Heider (1946),
cognitive balance refers to an inclination of integrating gender stereotypes with one’s
own gender identity which turns into one’s self-concept (Cvencek et al., 2011).
When the concept of cognitive balance is applied to math-gender stereotypes and
gender identity, it can be said that since the society has an academic gender
stereotype referring to math seen as a boy area, the person integrates this stereotype
with her/his own gender, and as a result it generates person's self-concept. Thus, the
girls might have difficulty in combining the math with their self-concept by thinking
that math is not for girls (Cvencek et al., 2011). Therefore, it is possible to claim that

the term, cognitive balance is related to indirect influence of gender stereotypes.

In a research, it was aimed to assess both explicitly and implicitly for
elementary school children’s math-gender stereotypes and math regarding self-
beliefs in which as explicit self-concept measure, the children were asked to report

either the boy or the girl likes math in given pictures and as implicit self-concept
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measure, Implicit Association Test for children was used to determine the relative
strength of the relations between four variables, girls, boys, math and reading. The
results showed that on both implicit and explicit measures, in terms of gender
stereotypes the boys tended to more strongly associate math-related statements with
their own gender identity but also the girls were associated math with boys, but their
association was weaker which might suggest that math-gender stereotypes have
different effects on girls and boys. The relationship between gender stereotypes
about math and math regarding self-beliefs was positive but small. The results serve
as an evidence for the premise suggesting that children who identified themselves
with their own gender were more likely to incorporate gender-related stereotypes
within themselves which in turn, had an impact on their self-concept (Cvencek et al.,

2011).

As a direct influence of gender stereotypes on one’s self-perception, a
phenomenon called "stereotype threat" proposes that if there is a common belief that
women are not able to that specific area, when the women identity is made apparent,
their performance is affected by this intimidating environment (Tomasetto et al.,
2011, p. 943). In terms of math beliefs, since there is a common belief that the girls
can't do math, their math performance might be influenced by the fear of approving
this belief. It could be claimed that the stereotype threat indicates the direct way of
stereotypes that influence children’s performance. In a research, the girls aged
between five and seven were randomly assigned into two groups; in one of them, the
girls were told a story including feminine characteristics and in the other one, they
were told a story including landscape details and all girls were asked to draw a
picture. The experimental group was used as measure of stereotype threat. In this

research, it was investigated that the children's math performance was affected by
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stereotype threat in relation with their parents' gender stereotypes. In the results, it
was found that stereotype threat was significant predictor of the math performance
indicating that when the gender identity was made obvious through story as a part of
experimental group, it resulted in a decline in math performance of the girls. Also,
especially the relationship between stereotype threat and mothers' gender stereotypes
was significant predictor. When the mothers' approved math-related gender
stereotypes, the stereotype threat negatively influenced the girls' math performance,
whereas when the mothers did not agree with gender stereotypes, stereotype threat
did not have an impact on children's math performance. Therefore, even though the
children did not report any math related gender stereotypes, their performance was
affected when their gender identity made obvious especially depending on whether
their mothers hold strong gender stereotypes (Tomasetto et al., 2011). In another
study conducted with Czech children in preadolescence and adolescence period,
there was a relationship between older boys' test scores and their gender stereotypes,
indicating that male adolescents' math performance was increased as their gender
stereotypes became more conventional which represent the direct influence of
gender stereotypes (Smetackova, 2015). Therefore, based on these two phenomena, it
is possible to say that the children’s gender stereotypes might have an influence on

their self-perception in which gender could be a moderator.

2.2.8 The mothers’ perception of their children as predictor

It is stated that the self-competence beliefs, the task-related beliefs and expectations
does not only come from the reality itself but also it comes from parents serving as

“expectancy socializers” (Parsons et al., 1982, p. 311). The parents have the
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expectancies from their children for future achievements and these expectations seem
to differ based on gender of the child. They show these expectations through direct
comments regarding the child’s ability and the task, through encouragements and
help with the homework and so on (Parsons et al., 1982). The developing self-related
beliefs of children is influenced by their parents (Brummelman & Thomaes, 2017;

Cooley, 1902; Harter, 1999).

It was suggested that parents’ own self-evaluations might have an influence
on children’s perceived competence beliefs due to modeling and socialization of
their expectations. In terms of math achievement, if mothers and fathers have
different behaviors such as fathers assisting in math homework, the children might
also have model these behaviors. The parents’ beliefs and expectations regarding
their children’s ability was transmitted through socialization (Parsons et al., 1982). In
a research, the parents’ attitudes toward math and their own perceived competence
were asked in order to assess parents as role models and also what they expect from
their children and their perception of children’s ability were asked and the children
were also asked about their perceived competence beliefs in given subjects. It was
found that the fathers and sons had higher competence beliefs regarding math; even
though, girls performed better than the boys and mothers had higher scores than
fathers in their years in school. It was revealed the gender of the child was a
significant predictor of parents’ perception of math ability and the given importance
for math. In terms of socializing their expectations, it was found that even though
parents of girls did not report their daughters’ ability lower than parents of boys, they
reported that math was harder for the girls and so, they needed show more effort than
boys. In addition to these findings, the parents’ perceptions regarding their children’s

abilities, the required effort for that task and their future expectations predicted their
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children’s perception of their own abilities, the effort required for the task and their
own expectations. Therefore, if the parents thought that their children had lower
math abilities and they needed more effort, the children also interpreted similarly
their competence and effort for the task. The most striking results was that the
parents’ perception of their children’s competence was more critic for children’s

competence beliefs than their previous performance (Parsons et al., 1982).

In a longitudinal study, the children’s perceived competence beliefs and their
task-related beliefs were examined in relation to their parents’ perceptions in the
areas of math and English. In the results, the mothers’ and fathers’ perception of their
children’s competence were stronger predictor of the children’s perceived
competence than children’s actual grades. It was also indicated that the relationship
between children’s grades and their competence beliefs in English was mediated by
how parents perceive their children’s abilities, indicating that the parents’ perception
plays a role in interpreting the actual results, such as grades and incorporating these
into the children’s self-perception beliefs. Therefore, it is suggested that the parents
transmit their beliefs and expectations through socialization which exert an influence
on how the children evaluate and interpret the actual evidence such as their grades

(Frome & Eccles, 1998).

In a study, the high achiever children’s perceived competence beliefs varied
so that the impact of the how parents perceive their children’s ability was explored.
In the results, the children who underestimated their abilities reported that they had
lower expectations for their future, evaluated themselves lower than their classmates
and suggested that it took more effort for them to be successful. Apart from that,
these children stated that their parents perceived their abilities lower, expected less

from them and put more pressure on them. It was found that the parents of children
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who had lower perceived competence held lower perceptions of their children’s
competence compared to the parents of children with average and higher competence
beliefs. There was a strong relationship between children’s self-perception, their
perception of their parents’ appraisal of themselves and the parents’ actual beliefs of
their children’s competence. The further analysis showed that children’s perception
of parents’ appraisal and their competence beliefs were originated from their parents’
perception of their children’s abilities rather than the actual test scores. This research
indicated that the children’s perceived competence beliefs was directly affected by
perceived parental beliefs and parents’ actual beliefs. Therefore, this research
exemplified the importance of parents’ perception on children’s perceived

competence (Phillips, 1987).

Furthermore, in a longitudinal study, the mothers’ math-related gender
stereotypes and mothers’ perception of their children’s future success in math were
assessed when the children were in middle school, the children’s self-perception of
their math ability was asked at tenth grade, math-career related self-efficacy at age
19 and finally, their occupational choices at age 24 were asked. The children’s self-
perception beliefs and career choices were used as outcome variables in the
regression analysis. The mothers’ perception of their future success had both direct
effect and also indirect effect through children’s self-perception in high school on
children’s career-related self-perception in math and science. Therefore, it is possible
to suggest that if mothers perceived their children competent in terms of math
abilities, the children perceived their competence higher in high school and also had
higher math career related self-efficacy at age 19. However, mothers’ perception of
their children’s their future success in math only positively predicted their daughters’

occupational decisions in the physical sciences, indicating the importance of
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mothers’ opinions on their daughters’ competence has long-lasting effects in terms of
their life decisions in terms of their participation in science-related career, but
interestingly not for their sons. However, in this study, mother’s gender stereotypes
were not predicted either their self-competence beliefs or career-related decisions

(Bleeker & Jacobs, 2004).

Based on these studies, the parents have significant influence on children’s
competence beliefs through conveying their own opinions. Therefore, in this
research, it was expected that the parents’ belief about their children’s competence
have a significant influence on children’s perceived competence beliefs. In this
relationship, the gender of the child is the moderator so that the parents’ and
children’s perception regarding competence might show differences in terms of

children’s gender for different areas of competence.

2.3 Summary

The children’s development is influenced by both their interactions in their personal
environment but also by the societal factors through using Bronfenbrenner’s
ecological model as a general framework. Also, in order to explain within the
microsystem, the parents play crucial role in children’s both self-concept
development but also their gender stereotypes. In that sense, first of all, the
children’s gender stereotypes were examined in relation with mothers’ gender

stereotypes and children’s gender.

Their children’s self-perception is especially important because these beliefs

have a direct effect on children’s actual performance, future expectations, activity
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choices and occupational preferences (Tomasetto et al., 2011). Also, in terms of
global self-worth beliefs, or self-esteem, its direct association with the children’s
emotional well-being was supported (Harter, 1999). These findings manifest that
how the children perceive themselves do matter in terms of their current and future
functioning. Therefore, it is important for us as counselors to understand the factors
that have influence on children’s self-perception. By taking the perspective of
“looking-glass-self”, what significant others actually think of children, whether they
appreciate their competence and accept as a worthy human-being or not has a
significant implication on children’s self-perception combined with the children’s
perceived support from others (Harter, 1999; Juhasz, 1992). In that sense, the
mothers’ perception of their children’s competence in different fields became even
more powerful predictor of the children’s own perceived competence beliefs than
their previous grades (Eccles et al., 1990; Jacobs, 1991; Jacobs & Eccles, 1992;
Parsons, 1982; Phillips, 1987). Therefore, in this study, the role of mothers’
perception of their children is examined. In addition, the previous studies showed
that even though the girls had higher scores, or children’s grades did not differ in
terms of gender, the mothers perceived their daughters’ competence lower compared
to the boys, indicating that the societal factors such as gender stereotypes could have
an influence on how people think of others and themselves (Eccles et al., 1990;
Jacobs, 1991; Jacobs & Eccles, 1992). Therefore, both children’s and mothers’

gender stereotypes could also be predictor of children’s self-perception.
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CHAPTER 3

METHOD

3.1 Participants

Target population of this study was the children in preadolescence period and their
mothers. In this study, the middle school children are selected because in this
developmental period, the advancing social maturity of the children make them be
able to express the societal gender roles and to integrate these stereotypes into their
lives in terms of academically and socially (McHale, Crouter & Tucker, 1999). In
this study, the data collected through both home visits and schools in two cities. For
schools, convenience sampling method was used to reach the participants through the
school counselors and teachers in five middle schools from which three of them was
private and two of them was public schools. Furthermore, the home visits were made
by the researchers for the eligible families both in a big metropolitan city and a small
city. For the further home visits, the snowball method was used through the help of
the families. The data collected from 291 children and their mothers, however, 21 of
them was collected from twins and siblings in which mothers separately filled the
questionnaire for her each child. Since there was not enough sibling data to compare,
only 270 children and their mothers were used. The majority of data, 94.8% was
collected from the big city (n = 256), only 5.2% of data was collected from small one
(n =14). The detailed information about demographic characteristics of sample

reported by the mothers was presented in Table 1.
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Table 1. Mother Reported Demographic Characteristic of Sample

Demographic Variable (N = 270) M SD
CHILD AGE (YEARS) 11.69 1.35
CHILDREN’S SPA 89.89 10.17
Demographic Variable (N = 270) n %
GENDER
Female 146 54.1%
Male 124 45.9%
TYPE OF SCHOOL
Public school 141 52.2%
Private school 129 47.8%
GRADE
5™ grade 75 27.8%
6™ grade 57 21.1%
7™ grade 70 25.9%
8" grade 68 25.2%
MARITAL STATUS
Married 244 90.4%
Not married 13 4.8%
Missing 13 4.8%
MOTHERS’ EDUCATION
Primary School 79 29.3%
Middle School 24 8.9%
High School 65 24.1%
Vocational School of Higher Education 23 8.5%
University 46 17.0%
Master’s degree 10 3.7%
Others 10 3.7%
Missing 13 4.8%
FATHERS’ EDUCATION
Primary School 53 19.6%
Middle School 31 11.5%
High School 86 31.8%
Vocational School of Higher Education 9 3.3%
University 54 20.0%
Master’s degree 13 4.8%
Others 4 1.5%
Missing 20 7.4%
MOTHERS’ EMPLOYMENT STATUS
Never worked 84 31.1%
Early employment 66 24.4%
Still working 107 39.6%
Missing 13 4.8%
INCOME
Less than 2000 53 19.6%
2000 — 3999 77 28.5%
4000 — 5999 46 17.0%
6000 — 7999 25 9.3%
9000 — 9999 14 5.2%
More than 10000 31 11.5%
Missing 24 8.9%
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Furthermore, as a part of home-context related questions, both mothers and
children were asked about the roles at home through two questions, one of them is
that who is taking care of the children at home, and the other one is that who is the
decision maker about child-related topics at home in order to acquire as much
information as possible to contribute to the understanding of the sample. The number
and frequency of responds of participants were presented in Table 2. Based on these
results, it could be pointed out that parents and children share similar opinions about
aforementioned roles in their homes. It is important to note that even though the
decision maker was reported as both of the parents, the majority of mothers and

children considered their mothers as primary caregiver.

Table 2. The Roles at Home Reported by Mothers and Children

Mothers’ responds Children’s responds
n % n %
Who is taking care of children at home? *
Mother 247 91.5% 250 92.6%
Father 101 37.4% 143 53%
Other relatives 16 5.9% 23 8.5%
Nanny 6 2.2% 8 3%
Others 8 3% 9 3.3%
Who makes the decisions about children at home? *
Only mother 14 5.2% 16 5.9%
Only father 11 4.1% 12 4.4%
Both parents 231 85.6% 230 85.2%
Siblings 20 7.4% 18 6.7%
Other relatives 5 1.9% 4 1.5%
Others 6 2.3% 8 3.2%

*_ The participants were given multi-response option.

48



3.2 Measures

First of all, the same form of gender stereotypes questionnaire was given for both
mothers and children (Appendix A and B). For mothers’ perception of their children,
Harter’s Self-Perception Profile for Children was adapted and used (Appendix C and
D). The mothers are also given demographic information form (Appendix E and F)
and home-context related questions form (Appendix G and H). In addition to gender
stereotype questionnaire, the children were given Self-Perception Profile for
Children (Appendix I and J) and home-context related questions (Appendix K and
L). Both mothers and children were asked to read and sign informed consent form

(Appendix M and N).

3.2.1 The Gender Stereotype Questionnaire - Child and Mother Form

This questionnaire was developed by the researcher to measure the gender
stereotypes of the mothers and the children. This scale consists of two parts
regarding talent and usefulness in the future. The talent part represents the current
situation of children while usefulness represents the future related expectations, since
both of them was important for counselors to understand. In these parts, there are 14
items, which were designed to measure stereotypical beliefs related to the academic
and non-academic domains. The academic domains include math,
computer/technology, science (e.g. physics, chemistry and biology), social studies
(e.g. history and geography), language arts (e.g. Turkish, grammar), foreign
languages (e.g. English and German). Non-academic domains are consisted of
dance/traditional Turkish dance, martial arts (e.g. tackwondo, karate), team sports

(e.g. football, volleyball), individual sports (e.g. tennis, swimming), fine arts (e.g.
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painting, music) and social skills in three questions, making friends, sustaining

friendships, and being popular.

These domains were adopted from a study of Andre, Whigham, Hendrickson,
and Chambers (1999); and modified for the Turkish education system and culture. In
the first section, the participant was asked which gender they think is more talented
in the given domains. This part of the questionnaire was originally developed by
Parsons et al. (1982) and used in other studies; namely Jacobs and Eccles (1992) and
Bhanot and Jovanovic (2009). In the second section, it is asked that for which gender
these domains will be more useful after the graduation and having a job (Andre et
al.,1999; Bhanot & Jovanovic, 2009; Jacobs & Eccles, 1992). The same
questionnaire was used for both mothers and their children. A pilot study with a
group of parents from different backgrounds was conducted to examine the face
validity of the measure but not with the children. The responses of the parents
showed a great deal of variance, showing that the measure of gender stereotypes

scale measured what it was supposed to measure.

For each item, three response categories are available for respondents to
choose; boys, girls and both boys and girls. The pictures were used to be more
reader-friendly for each response category. Originally the scale was developed with
three options for each item; labels are “the girls are more talented”, “the boys are
more talented” and “both boys and girls are equally talented” for the first part; and
“it is more useful for the girls”, “it is more useful for the boys™ and “it is useful for

both girls and boys” for the second part. Upon the request of National Education

Directorate, the labels were simplified to ‘girls’, ‘boys’, and ‘both’.
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The responses were coded as 1 for ‘only boys’ and ‘only girls’ options,
whereas the response ‘both’ was coded as 0. Then the scores for each 28 items in
both talent and usefulness parts were summed up to get an overall score for gender
stereotype. The higher the scores are, the stronger gender stereotypes of respondents

and lower scores represent weaker gender stereotypes or none.

Furthermore, the reliability analysis was conducted for both mother and
children data. Since the responses were coded as 0 or 1, for reliability analysis, the
KR-21 was used. KR-21 for talent part was .81 and for usefulness part was .86 in the
mother form. The item-total correlation ranged between .22 and .55 for talent part
and between .38 and .54 for usefulness part. KR-21 for 28-item gender stereotypes
questionnaire altogether was .89 and the range of item-total correlation was .25 and

.53 in the mother form.

In the children’s form, KR-21 for talent subscale was .70 and for usefulness
subscale was .78. The item-total correlations ranged between .15 and .39 for talent
subscale and .28 and .46 for usefulness subscale. KR-21 for gender stereotypes
questionnaire altogether was .84 with the item-total correlations ranged between .21
and .47 in the children’s form. Although ideally Cronbach’s alpha is better at around
.90; however, .70 is considered to be acceptable for the research purposes (Allen &

Bennett, 2010).

Prior to analysis, out of 291 cases, four of the responses from mothers’
gender stereotypes were deleted by the researcher since they did not respond more
than 30% of the items. Also, 16 of the mothers did not respond this questionnaire. In
total, 20 of mothers was not involved in the analysis. For the ones who had up-to-six

missing items, the researcher used data imputation method based on their orientation
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in the responses. In total, for 18 mothers and 20 children, the researcher filled their
missing items. From 291 cases of participants, 10 of the children did not respond the

gender stereotype questionnaire.

3.2.2 Harter’s self-perception profile for children

This scale was developed by Harter (1982) to measure the self-evaluations of
children in different domains namely, scholastic competence, social competence,
athletic competence, physical appearance, behavioral conduct, and global self-worth.
Scholastic competence refers to the children’s perception of their own cognitive
abilities regarding the school-related studies. In terms of social competence, it is
suggested that even though social-related ability beliefs regarding social skills might
not always indicate the self, these items were created as a way of whether one thinks
oneself as successful in that area. The area of athletic competence is related to one’s
perception of competence in sports. Physical appearance refers to whether the person
is contented about how they look. Behavioral conduct suggests that whether the
person behaves the way one is supposed to behave and conduct the acceptable
behaviors. Global self-worth refers to the one’s general view of oneself as in being
happy about who one is, rather than domain specific competence beliefs. However, it
is important to mention that the sum of domain-specific competence beliefs does not
generate global self-worth but rather it is separate construct (Harter, 2012).
Therefore, during factor analyses, the global self-worth was separately analyzed
since it represents a more superior order within this competence beliefs. There are 36

questions, for each domain, six questions were given.
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This scale can be implemented for the children between third and eighth
grades. The format of the questionnaire is “structured alternative format” in which
the child is given two statements about children and they are expected to choose one
of them in “really true for me” and “sort of true for me” (Harter, 2012, p.4). This
format was especially designed in order to decrease the social desirability in
children. The scoring was done for each item from one as in the lowest level of self-
perception to four as in the highest level of self-perception. The lower scores

represent lower self-perception in terms of competence beliefs and self-worth.

The internal consistency reliabilities for eight different samples were found to
be high and quite acceptable (Harter, 2012). The Cronbach’s alpha ranged from .80
to .85 for scholastic competence; from .75 to .84 for social competence; from .76 to
.91 for athletic competence; from.76 to .88 for physical appearance; from .71 to .87
for behavioral conduct and from .78 to .87 for global self-worth. The test-retest
reliability was not recommended to conduct due to the ever-changing nature of the

self-perception (Harter, 2012).

The validity of Self-Perception Profile for Children was collected through
different methods (Harter, 2012). The face validity was achieved by making the
items as clear as possible to become understandable for every child. By using factor
analysis techniques, the factorial validity was examined. There were no cross-
loadings occurred for the items. In the factor analysis of the original form, the area of
global self-worth is not included due to the fact that even though it is related to all
other areas. It is a general understanding of oneself based on perceived competency
in these areas. The factor analysis results for these five areas were reported as
following: the items’ loading ranged from .52 to .88 for scholastic competence; from

41 to .82 for social competence; from .41 t0.90 for athletic competence; from .28 to
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.84 for physical appearance; and from .33 to .85 for behavioral conduct. For
convergent validity, by using a different instrument of same construct, namely
Marsh’s Self-Description Questionnaires (1991), the parallel forms method has been
used in which, only four of the subareas could be compared. The correlations for
scholastic competence was found .60; the social competence correlates at .68; the
correlations for athletic competence was .69 and the correlation of global self-worth
subscale was .56 (Harter, 2012). For construct validity, the empirical support has
been provided for the theoretical model between competence areas and general self-
belief area. For the theoretical model, aforementioned theory of Cooley’s perspective
was used and for the consequences of low general self-belief, the multiple ways
leading to depression was supported through different studies (Harter, 1999; Harter,
2012). Therefore, it is possible to conclude that the measure is assessing what is

planned to do.

The Turkish form was translated and adapted by Sekercioglu (2009) and the
original design of Self-Perception Profile of Children was found to be reliable and
valid for Turkish culture. In Turkish adaptation study, the scale was standardized for
the children aged between eight and 14. In the Turkish adaptation study, in the data
collected from the children between third and eighth graders, Cronbach’s alphas
were reported as .72 for scholastic competence, .54 for social acceptance, .68 for
athletic competence, .77 for physical appearance, .69 for behavioral conduct and .73
for global self-worth which were considered as acceptable compared to the data
collected from other countries. The test-retest reliability was ranged between .71 and

.77 for different subtests (Sekercioglu, 2009).

It is mentioned that the same items can be used to understand the adults’

perception of competence of the child. It is suggested that it could be interesting to
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compare the consistencies and inconsistencies between the competence beliefs,
whereas it is cautioned that the child’s beliefs do not always have to result of
mothers’ reflection of their competence (Harter, 2012). Therefore, the same
questionnaire was used for the mothers to measure their perception of the children.
Only the direction given to the mothers is modified and the response choices are
changed as “really true for my child” and “sort of true for my child” but the items

and the format of the scale remain unchanged.

The reliability analysis for mothers’ perception of their children’s
competence beliefs in six areas was conducted for the sample of the current study.
The Cronbach’s alpha values for mothers’ perception of their children’s scholastic
competence was .68, social competence was .55, athletic competence was .69,
physical appearance was .74, behavioral conduct was .71 and global self-worth was
.68. So, in this sample, the Cronbach’s alphas for mothers’ perception of their
children’s competence ranged between .55 and .76. All of the Cronbach’s alpha

values for subscales presented in Table 3.

For children, the Cronbach’s alpha of children’s perceived competence in
scholastic competence area was .74, in social competence area was .58, in athletic
competence area was .72, in physical appearance was .80, in behavioral conduct area
was .69, and in global self-worth was .74. Therefore, in this sample, the Cronbach’s
alpha values of children’s perceived competence beliefs in six areas was ranged

between .58 and .80, as stated in Table 3.
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Table 3. The Cronbach Alpha Values of Children’s Self-Perception Profile

Reliability Analysis Reliability Analysis Present Study’s

for Self-Perception  for Self-Perception Results
Profile by Profile in Turkish  Children = Mother
Harter (2012) form (3™ and 8™) Form Form
(Sekercioglu, 2009)
Scholastic Comp. .80 - .85 72 74 .68
Social Comp. 75 - .84 .54 .58 .55
Athletic Comp. 76 - 91 .68 72 .69
Phys. Appearance .76 - .88 77 .80 74
Beh. Conduct 71 -.87 .69 .69 71
Global Self-Worth .78 - .87 .73 74 .68

3.2.3 Demographic form

The items regarding the demographic information were developed by the researcher
of this study. In this form, the mothers reported about birth date, gender, the school
and grade level of their children participating the study. Information regarding
mothers’ and fathers’ age, their educational level, the mothers’ employment status
was also obtained in order to acquire a better understanding of the sample. Besides,
who is taking care of the children and who is the decision maker at home in child-
related issues were added to the instrument as a part of roles at home questions. Only

mothers additionally were asked to report their children’s previous SPA.

In the original demographic form, grades for every single subject matter were
planned to be asked. However, upon the request of National Education of Directorate
only children’s previous semester’s grade point of average (SPA) was asked in the

form.
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3.3 Procedure

First, the ethics approval was obtained from Institutional Review Board for Research
with Human Subjects at Bogazi¢i University in March 2017 as stated in Appendix O.
Then, the permission from National Education Directorate of the Province was

obtained in April 2017 in order to conduct research in the middle schools as stated in

Appendix P.

In total, the data were collected from 291 children and their mothers through
home visits and schools to reach as many participants from various backgrounds as
possible. In 21 cases, the families with twins and siblings continuing middle school,
the data were collected from both children and mothers filled the form for each child
separately. However, with random selection, only one child’s datum was left in the
dataset and the other was deleted. Therefore, in total, home visits made up 52.6% (n
= 142) of the sample whereas 47.4% (n = 128) of the sample were collected from

schools.

The data had been collected from May 2017 till November 2017. Around 276
questionnaires were distributed in the five different schools of which two of them
were public and the rest was private. The schools were chosen based on their
convenience. The researcher personally met with the administrative staff and school
counselors and informed them about the research. In the schools, with the help of
school counselors, some classes were chosen. In these classes, the informed consent
form and the mothers’ questionnaire including the demographic form, roles at home
questions, mothers’ gender stereotypes scale and mothers’ perception of their
children adapted from Harter’s Self-Perception Profile for Children were sent to

families via their children. In total, 128 of the mothers signed the informed consent

57



form and filled out questionnaires. The children whose mother signed the consent
form were given the child questionnaire. In the schools, the questionnaire was
administered by the researcher in groups. For the Self-Perception Profile, the

instructions were given by the researcher as it is specified in the manual of the scale.

In addition, the 142 home visits were conducted by the researcher in two
cities by using the snowball sampling technique. These families were chosen based
on their convenience and being a volunteer. During the home visits, some of the
mothers needed help to fill the form. In almost 70 cases during the home visits, the
researcher has read the forms for the mothers based on their requests. Both the
mothers and children were asked to sign the informed consent form. Then, the
questionnaires were given to both parents and children. In some cases, the children
and mothers were filled the form in the different rooms; however, in others this
condition could not achieved due to the limitation of the house. In this case, the
mothers and children were asked not to involve each other’s response processes.
Also, a logbook for the home visits was kept by the researcher to note the nature of
the responding process, such as whether mother filled out the survey by herself or

not.

Since two different procedures for data collection were used, Independent
Sample t Test method was used in which some of the variables showed significant
differences as presented in the Table 4. In terms of both mothers’ and children’s
gender stereotypes scores, the data collected from home visits showed stronger
stereotypical responses compared to from school. On the other hand, in school-based
data, the mothers’ perception of their children was significantly higher than the
mothers from home visits in mothers’ perception in scholastic competence, in social

competence, in behavioral conduct and in global self-worth area.
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Table 4. Descriptive Analysis for Data Collection Procedure

Measures

MGS

CGS
MPC_Scholastic
MPC_Social
MPC_AC

MPC PA

MPC BC
MPC_GSW
CSP_Scholastic
CSP_Social
CSP_AC
CSP_PA
CSP_BC
CSP_GSW

Data Collection Mode

School Home visits
Mean SD Mean SD
9.75 7.04 13.11 5.93
10.05 6.23 12.82 5.23
3.36 .55 3.12 .55
3.10 52 2.90 57
2.87 .65 2.94 .55
3.26 .62 3.12 .66
3.24 57 2.94 .62
3.37 A7 3.15 .55
3.20 .64 3.08 .61
3.11 .61 3.06 .57
2.95 .69 3.03 .58
3.07 74 3.08 74
3.18 .56 3.11 .60
3.49 .54 3.35 .58

t-test

-4.09"

-3.90"
3.40°

2.75"

-.84

1.60
3.82

3.23°

sk

1.45
75
-1.07
-.08
.10
1.96

p<.01,". p<.001

MGS (Mother Gender Stereotype Scale), CGS (Child Gender Stereotype Scale), MPC (Mothers’
Perception of their Children), CSP (Children’s Self-Perception), MPC_AC & CSP_AC (Athletic
Competence), MPC PA & CSP_PA (Physical Appearance), MPC BC & CSP_BC (Behavioral

Conduct), MPC_GSW & CSP_ GSW (Global Self-Worth).
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The difference between two data collection modes was examined in detail by
further analyses. First of all, background characteristics of two sample was analyzed.
A Pearson’s chi-square test of contingencies was used to evaluate whether the data
collection procedure was related to the type of school that children attend. The chi-
square was statistically significant, y 2 (1, N =270) = 142.04, p <.001, with the large
effect size, ¢ = .72. As illustrated in the Figure 1, the data from home visits were
mostly from children in public school and the data from school were from the

children in private schools.

Type of school

1204 [JPublic school
Private school

100+

804

607

40—

204

From school Homevisit

Fig. 1 The type of school based on data collection procedure

A Pearson’s chi-square test of contingencies was used to evaluate whether the
data collection procedure was related to the mothers’ educational level. The chi-
square was statistically significant, x 2 (5, N =274) = 51.5, p <.001, with the large
effect size, ¢ = .46. As it could be observed in Figure 2, the data collection procedure

was also associated with mothers’ educational level.
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Maternal
Education

[JPrimary school
60— Y Middle school
High school
Vocational High
& School s
[l University
Masters degree

40—

204

From school Homevisit

Fig. 2 The educational background of mothers based on data collection
procedure

An independent samples # test was used to compare the gender stereotypes
scores of mothers whose children are going to public school and to private school.
The ¢ test analysis was significant with the mothers of public school attenders
reporting higher stereotypic scores than the mothers of private school attenders.
Also, the children going to public school gave more stereotypic answers than
children going to private school. Also, the mean differences on mothers’ perception
of their children’s competence in six different were compared the significant
differences were found in four areas, mothers’ perception in scholastic competence,
in social competence, in behavioral conduct and in global self-worth area. The results
indicated that the mothers whose children attending in private school perceived their
children’s competence significantly higher than the mothers of children attending

public school. However, in terms of children’s perception of their competence, there
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were no differences between children attending public school and children attending

private school. The detailed analysis of ¢ test results can be found in Table 5.

Table 5. Descriptive Analysis for School Type

School type

t-test

Measures Public School Private School
Mean SD Mean SD

MGS 13.04 6.09 9.93 6.9 3.78"™
CGS 12.52 5.39 10.42 6.17 2.94"
MPC_Scholastic 3.11 57 3.37 52 -3.697
MPC_Social 291 53 3.09 58 -2.51°
MPC_AC 2.92 56 2.91 .64 16
MPC_PA 3.16 .63 3.2 67 -.55
MPC_BC 2.95 6 3.22 6 -3.49"
MPC_GSW 3.14 54 3.38 48 -3.53™
CSP_Scholastic 3.12 .58 3.16 .67 -.56
CSP_Social 3.08 .54 3.09 .63 -.28
CSP_AC 2.97 61 3.02 .66 -.56
CSP_PA 3.09 73 3.06 76 3l
CSP_BC 3.17 56 3.11 62 82
CSP_GSW 3.38 58 3.46 55 -1.20

£

" p <.05, ” p<.01, .p<.001

MGS (Mother Gender Stereotype Scale), CGS (Child Gender Stereotype Scale), MPC (Mothers’
Perception of their Children’s Competence), CSP (Children’s Self-Perception), MPC_AC &
CSP_AC (Athletic Competence), MPC PA & CSP_PA (Physical Appearance), MPC BC &
CSP_BC (Behavioral Conduct), MPC_GSW & CSP_GSW (Global Self-Worth).

In comparison of these two tables, it could be asserted that in the exact same
areas such that mothers’ and children’s gender stereotypes, mothers’ perception of
their children in scholastic competence, social competence, behavioral conduct and
global self-worth, the significant ¢ test differences were found.

In the linear regression analysis conducted with three variables as predictors,

namely data collection procedure, mothers’ education and the school type, the
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outcome variable was children’s gender stereotypes, only outcome variable. It was
found that the data collection procedure was significant predictor children’s gender
stereotypes (= .24, t=2.68, p <.05), Since the home visit were made with the
mothers from lower SES backgrounds and sending their children in public school
and the data collected from school were mainly from private schools with higher
SES, it could be asserted that the difference between two data collection procedures
was mainly due to socio-economic status of families. However, in the analysis where
children’s gender stereotypes were used as outcome variable, the data collection

procedure was used as a control variable.

3.4 Data Analysis

In order to analyze the current data, the Statistical Packages for Social Sciences
(SPSS — v. 23) was used. The significance level is decided at .05, unless otherwise
indicated. The group differences were explored through Independent Sample ¢ Test.
In addition to this, Pearson Product-Moment Correlation Coefficient was used to
determine the nature of the relationships among variables of interests.

The Hierarchical Multiple Regression Analysis was used to explain
children’s gender stereotypes in the first question and children’s self-perception in
the second question. To estimate the variance in children’s gender stereotypes as a
part of first research question, children’s age, type of school and maternal education
was entered as control variables at the first step and mothers’ gender stereotypes and
gender was entered at the second step. For the second research question, the control
variables such as gender and age of the children, type of school, mothers’ education
and children’s SPA was entered. To estimate the proportion of children’s self-

perception, mothers’ and children’s gender stereotypes and mothers’ perception of
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their children’s competence were added into multiple regression analysis was
performed. In addition, the interaction terms between the predictor variables and
child’s gender were also calculated and separately entered into multiple regression at
the third step.

The assumptions of multiple regression analysis were evaluated prior to
conducting the analysis. First of all, each variable in the regression analysis was
checked whether it contains the outliers through the use of stem-and-leaf plots and
boxplots. Secondly, the normality, linearity and homoscedasticity of residuals were
checked from the residuals scatterplots. Also, the predictors in the regression model
were checked for multicollinearity and singularity in order not to inhibit the ability of

the predictors.
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CHAPTER 4

RESULTS

4.1 Preliminary analysis
In preliminary analysis, Independent Sample t test and Pearson Correlation was

conducted for group differences and relationships.

4.1.1 Gender differences

Table 6 shows the means and standard deviations of every measure and subscales of
these measures of overall sample, females and males and an independent sample ¢
test was used to compare mean scores by gender in all measures. The mothers of
girls perceived their children’s competence higher in academic and behavioral area
than the mothers of boys whereas, mothers of boys perceived their children’s
physical appearance higher than the mothers of girls. For children, only in behavioral

conduct area, the girls perceived themselves more competent than the boys.
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Table 6. Descriptive Analysis of All Variables Based on Gender

Measures Overall Children’s gender t-test
Female Male

Mean SD Mean SD Mean SD
MGS 11.64 6.63 11.51 6.69 11.81 6.59 -35
CGS 11.56 5.86 10.92 6.05 12.30 5.56 -1.90
MPC_Scholastic 3.22 .56 3.35 53 3.07 56 4.09™
MPC_Social 2.98 56 507 57 5.9 55 -20
MPC_AC 291 39 2.86 62 2.97 56 -1.38
MPC_PA 3.18 65 3.09 68 3.27 59 2.13°
MPC_BC 3.07 61 318 61 503 59 3.27"
MPC_GSW 3.24 53 323 56 395 49 -30
CSP_Scholastic 3.14 .63 3.20 64 3.07 61 1.65
CSP_Social 3.08 S8 3.10 63 3.06 53 .60
CSP_AC 299 63 2.96 68 3.03 57 -.94
CSP_PA 3.08 74 3.07 79 3.09 68 -28
CSP_BC 3.15 59 3.22 58 3.06 59 2.15°
CSP_GSW 3.42 ST 3.42 59 3.41 54 12

£

. p<.05".p<.01,". p<.001

MGS (Mother Gender Stereotype Scale), CGS (Child Gender Stereotype Scale), MPC (Mothers’ Perception of their Children’s Competence), CSP (Children’s
Self-Perception), MPC AC & CSP_AC (Athletic Competence), MPC _PA & CSP_PA (Physical Appearance), MPC BC & CSP_BC (Behavioral Conduct),
MPC GSW & CSP_ GSW (Global Self-Worth).
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4.1.2 Correlations among variables of interest

The relationships among mothers’ and children’s gender stereotypes beliefs and
mothers’ perception of their children’s gender stereotypes and children’s own
perceived competence beliefs were investigated using Pearson Product-Moment
Correlation Coefficient as illustrated in Table 7. In all six perceived competence
areas, the mothers’ perception of their children was related to their children’s
perceived competence beliefs such that for scholastic competence (.43); for social
competence (.38); for athletic competence (.39); for physical appearance (.41); for
behavioral conduct (.47); and for global self-worth (.29).

Furthermore, there was a significant positive relationship between mothers’
and children’s gender stereotypes, (.32). The mothers’ gender stereotype scores were
negatively related to their perception of their children’s competence beliefs in five
areas, namely scholastic competence (-.15); social competence (-.20); physical
appearance (-.13); behavioral conduct (-.13) and global self-worth (-.19). Also, there
was a significant negative relationship between mothers’ gender stereotypes and
children’s social competence beliefs, (-.14), but not in other areas. The relationship
between children’s gender stereotypes and their perception of their perceived
competence beliefs was also examined. It was found that only in children’s athletic
competence beliefs, there was a positive significant relationship, (.14). The

correlation results were also presented as a function of gender in Table 8.
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Table 7. Correlations among Variables of Interest

12 3 4 5 6 7 8 9 10 11 12 13 14
1. MGS 132" -157 -207  -.00 ~13° 0 13" - 19" .03 -.14" .05 -.07 -03  -.09
2.CGS 1 -13" -.07 .07 03 -10 -02  -.09 02 14 -11 -03  -.09
3. MPC_Scho 1 317 19" 25 50" 38T 43" 217 .06 137 307 23"
4. MPC_Social 1 337 327 277 47 13" 38" 177 177 14 22"
5.MPC_AC 1 247 11 297 217 23" 397 22710 137
6. MPC_PA 1 417 55711 15° .09 417 22" 23"
7. MPC_BC 1 587 257 8" .07 207 477 28"
8. MPC_GSW 1 197 23" .09 20" 317 29”
9. CSP_Scho 1 46" 33" 367 507 517
10. CSP_Social 1 48" 397 457 527
11.CSP_AC 1 47 327 37"
12. CSP_PA 1 477627
13. CSP_BC 1 577
14. CSP_GSW 1

" p <.05, ” p <0.01

MGS (Mother Gender Stereotype Scale), CGS (Child Gender Stereotype Scale), MPC (Mothers’ Perception of their Children’s Competence),
CSP (Children’s Self-Perception), MPC AC & CSP_AC (Athletic Competence), MPC PA & CSP_PA (Physical Appearance), MPC BC &

CSP_BC (Behavioral Conduct), MPC _GSW & CSP_ GSW (Global Self-Worth).
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Table 8. Correlations among All Variables as a Function of Gender

1 2 3 4 5 6 7 8 9 10 11 12 13 14
1. MGS 1 29" 24 -17 08  -12 -8 221005 -1 17 -08  -04  -18
2.CGS 35" 1 -.05 01 11 .08  -08 .04 01 -07 19" -24" -16  -24"
3. MPC_Scho 07  -.14 1 34" 19" 257 417 39" 277 217 -04 .09 28" 24
4.MPC Social  _»3* _14 317 1 417 25" 287 357 .05 357 15 17 .10 16
5. MPC_AC 05 .02 257 28" 1210 247 367 16 200 22" .07 .15 .05
6. MPC_PA 16 -.04 34" 37" 25" 132" 50" .04 02 -03 267 .15 16
7.MPC_BC 08 -.08 52" 28" .05 54™ 1 567 200 12 -00  -.02 49" 247
8. MPC_GSW 18" -.06 417 447 237 587 62" 112 19 -05 .05 37" 26”7
9. CSP_Scho 08 -.13 53719 277 200 26" 25" 1 4" 297 347 5" 467
10. CSP_Social ~ _17 09 19 417 277 257 20 26" 517 1 36" 357 4" 46”7
11.CSP_AC 04 .09 16 18 50" 17 15 18 38" 567 1 .19 20 22"
12. CSP_PA 06 -.03 17 18 327 50" 36" 307 39" 42" 82" 1 4" 627
13.CSP_BC 02 .10 27" 17 .08 317 427 28" 487 47T 42" 547 1 577
14. CSP_GSW 03 .02 22 26" 19" 287 30™ 317 56" 577 48" 63T 587 1

* p<.05, ** p<.01

Note. Intercorrelations for males are presented above the diagonal, and intercorrelations females are presented below the diagonal.

MGS (Mother Gender Stereotype Scale), CGS (Child Gender Stereotype Scale), MPC (Mothers’ Perception of their Children’s Competence), CSP (Children’s
Self-Perception), MPC_AC & CSP_AC (Athletic Competence), MPC PA & CSP_PA (Physical Appearance), MPC BC & CSP_BC (Behavioral Conduct),

MPC_GSW & CSP_ GSW (Global Self-Worth).

69



4.2 Results according to research questions

First of all, the multiple regression assumptions were checked for outliers. It was
found that for each variable there are several outliers; however, removing them was
not helpful. For this reason, they were decided to not be removed from the data.
Normal P-Plots were checked, they were found to be almost in line. Then,
standardized residuals, Mahalanobis distance, and Cook’s distance did not show any
out of normal value. For collinearity diagnostics, tolerance and VIF value did not

indicate any problem.

4.3.1 Children’s gender stereotypes as an outcome variable
R.Q.1 To what extent, do mothers’ gender stereotypes and gender of the child predict
children’s gender stereotypes?

a. Does the interaction between these two variables predict children’s gender

stereotypes?

A three-step hierarchical multiple regression was conducted with children’s gender
stereotypes as the dependent variable. Data collection procedure, children’s age, the
school type and mothers’ education were entered at the Step 1 because of their
relevance to children’s gender stereotypes, explaining 11.5% of the variance in
children’s gender stereotypes. After the entry of mothers’ gender stereotypes and
gender at step 2, the total variance explained by the model as a whole was 20.4%, AF
(2, 226) = 12.69, p < .001. At step 3, the interaction between gender and mothers’
gender stereotypes were entered. However, the interaction was not significant, AR? =
.001, AF (1, 225) = .30, p > .05. In total, this model explained 20.6% of total

variance in children’s gender stereotypes, R?=.206, adjusted R?=.181, F (7, 225) =
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8.32, p <.001. By Cohen’s (1988) conventions, a combined effect of this magnitude

can be considered “medium” (= .26). The detailed results are presented in Table 9.

Table 9. Multiple Regression Analysis of Children’s Gender Stereotypes

Variable B SEB B R’ AR®
Step 1 A1 A1
Data collection 2.60 1.04 22"
Child’s age -.02 .02 -.07
Type of school .52 1.18 .04
Maternal edu -.28 11 -.20°
Step 2 .20 .08
MGS 22 .05 257
Gender 2.01 .69 A7
Step 3 21 .00
GxMGS -.06 A1 -.07

£

L p<.05 7. p<01,"". p<.001

4.2.2 Children’s self-perception beliefs as an outcome variable

R.Q.2 To what extent, do mothers’ and children’s gender stereotypes and mothers’
perception of their children’s competence beliefs predict children’s self-perception
beliefs in six areas, namely scholastic competence, social competence, athletic
competence, physical appearance, behavioral conduct and global self-worth?

a. Does gender interact with any of these predictor variables?

4.2.2.1 Children’s scholastic competence beliefs as an outcome variable

As presented in Table 10, a three-step hierarchical multiple regression was conducted
with children’s scholastic competence as the dependent variable. Children’s age,
children’s gender, maternal education, type of school the children attend and

children’s SPA in previous semester were entered at step 1 of the regression. At step
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2, children’s gender stereotypes, mothers’ gender stereotypes and mothers’
perception of children’s scholastic competence were entered. At step 3, the
interaction between gender and the predictor variables was entered. On step 1 of the
hierarchical MRA, children’s age, children’s gender, maternal education, type of
school and children’s SPA accounted for a significant 12.3% of variance in
children’s scholastic competence, R?=.123, F (5, 194) = 5.45, p <.001. On step 2,
mothers’ gender stereotypes, children’s gender stereotypes and mothers’ perception
of children’s scholastic competence were added to the regression equation, and
accounted for an additional 8% of the variance, AR? = .084, AF (3, 191) =6.72, p <
.001. On step 3, the interaction between gender and mothers’ perception of their
children’s scholastic competence was added to the regression equation, and
accounted for additional 2% of the variance, AR? =.019, AF (1,190) =4.72, p < .05.
In combination, all the predictor variables explained 22.6% of the variance in
children’s scholastic competence perception, R>= 226, adjusted R?>=.189, F (9,
190) = 6.17, p <.001. By Cohen’s (1988) conventions, a combined effect of this
magnitude can be considered “large” (£ = .29). However, the interaction between
gender and mother’s gender stereotypes and between gender and children’s gender
stereotypes did not account for additional significant variance.

The interaction between gender and mother’s perception of their children’s
competence in scholastic area was illustrated in Figure 3, indicating that mothers’
perception of their daughters’ scholastic competence had higher influence on their
daughters’ perceived competence beliefs in scholastic area (» (141) =.53, p <.01)
compared to the effect of mothers of boys on their sons’ perceived competence

beliefs (r (120) = .27, p <.01).
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Table 10. Multiple Regression Analysis of Children’s Scholastic Competence

Variable B SEB B R’ AR®
Step 1 12 127
Child’s age .00 .00 -.01
Gender -.07 .08 -.06
Maternal edu .01 .01 .06
Type of school -.09 A1 -.08
Children’s SPA .02 .00 34"
Step 2 21 08"
MGS .01 .01 147
CGS -.01 .01 -.07
MPC _scho 32 .08 307
Step 3 22 02"
GxMPC _scho -31 .14 -84

L p<.05". p<.001

Gender

“~ Female
T~ .Male

Children's scholastic competence

1.5

1.0

T T T T T T
1.5 2.0 2.5 3.0 35 4.0

Mothers' perception of their children's scholastic comp.
Fig. 3 The interaction between gender and mothers’ perception of their
children’s scholastic competence
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4.2.2.2 Children’s social competence beliefs as an outcome variable

On step 1 of the hierarchical MRA, children’s age, gender, maternal education, type
of school and children’s SPA accounted for a significant 3% of variance in children’s
social competence, R?= .03, F' (5, 194) = 1.34, p > .05. On step 2, mothers’ gender
stereotypes, children’s gender stereotypes and mothers’ perception of children’s
social competence were added to the regression equation, and accounted for an
additional 16.6% of the variance, AR? = .166, AF (3, 191) = 13.24, p <.001. On step
3, the interaction terms between gender and children’s gender stereotypes, gender
and mothers’ gender stereotypes and gender and mothers’ perception of their
children’s social competence were not accounted for any additional variance, so that
they were not involved in the analysis. In combination, all the predictor variables
explained 20% of the variance in children’s social competence, R?= .20, adjusted R?
=.166, F (8, 191) = 5.96, p <.001. By Cohen’s (1988) conventions, a combined
effect of this magnitude can be considered “medium” (/= .25). The values are

reported in Table 11.
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Table 11. Multiple Regression Analysis of Children’s Social Competence

Variable B SEB B R’ AR®
Step 1 .03 .03
Child’s age .00 .00 -.01
Gender -.06 .08 -.05
Maternal edu .02 .01 13
Type of school -.12 A1 -.10
Children’s SPA .01 .00 13
Step 2 .20 A7
MGS .00 .01 .03
CGS .00 .01 .03
MPC social 42 .07 42"
" p<.001

4.2.2.3 Children’s athletic competence beliefs as an outcome variable
As illustrated in Table 12, on step 1 of the hierarchical MRA, children’s age, gender,
maternal education, type of school and children’s SPA accounted for a significant
3% of variance in children’s athletic competence, R>= .03, F (5, 194) = 1.17, p > .05.
On step 2, mothers’ gender stereotypes, children’s gender stereotypes and mothers’
perception of children’s athletic competence were added to the regression equation,
and accounted for an additional 18% of the variance, AR?> = .177, AF (3, 191) =
14.16, p <.001. In combination, all the predictor variables explained 20.6% of the
variance in children’s athletic competence perception, R?>=.206, adjusted R>=.173,
F (8,191)=6.19, p <.001. By Cohen’s (1988) conventions, a combined effect of
this magnitude can be considered “medium” (= .26).

As step 3, the interaction terms were entered, however only the interaction
term between gender and mothers’ gender stereotypes was significant. However, in
further analysis, mothers’ gender stereotypes scores were not correlated with neither

their daughters’ (» (141) = -.04, p > .05); nor their sons (» (120) =.17, p > .05) in
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athletic competence beliefs. For this reason, since it is practical value is low, it was

not considered as significant.

Table 12. Multiple Regression Analysis of Children’s Athletic Competence

Variable B SEB B R’ AR®
Step 1 .03 .03
Child’s age -.00 .00 -.13
Gender .00 .09 .00
Maternal edu .02 .01 13
Type of school -.02 12 -.02
Children’s SPA -.00 .00 -.02
Step 2 21 18
MGS .01 .01 .09
CGS .01 .01 A1
MPC_AC 40 .07 39
" p<.001

4.2.2.4 Children’s physical appearance beliefs as an outcome variable

As displayed in Table 13, in step 1 of the hierarchical MRA, children’s age, gender,
maternal education, type of school and children’s SPA accounted for a significant
10.6% of variance in children’s physical appearance, R?= .11, F' (5, 194) = 4.60, p <
.01. On step 2, mothers’ gender stereotypes, children’s gender stereotypes and
mothers’ perception of children’s physical appearance were added to the regression
equation, and accounted for an additional 15.4% of the variance, AR? = .154, AF (3,
191) = 13.25, p <.001. The interaction terms between child’s gender and children’s
gender stereotypes, child’s gender and mothers’ gender stereotypes and child’s
gender and mothers’ perception of their children’s physical appearance were not

accounted for any additional variance, so that they were not involved in the analysis.
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In combination, all the predictor variables explained 26% of the variance in
children’s perception of their physical appearance, R? = .26, adjusted R>=.229, F (8,
191) = 8.39, p <.001. By Cohen’s (1988) conventions, a combined effect of this

magnitude can be considered “large” (£ = .35).

Table 13. Multiple Regression Analysis of Children’s Physical Appearance

Variable B SEB B R’ AR®
Step 1 11 A17
Child’s age -.01 .00 -3
Gender -.03 .10 -.02
Maternal edu .01 .02 .07
Type of school .01 .14 .00
Children’s SPA .00 .01 .06
Step 2 .26 15
MGS .01 .01 A3
CGS -.02 .01 -15"
MPC _PA 44 .07 38

EE

L p<.057.p<01,"". p<.001

4.2.2.5 Children’s behavioral conduct beliefs as an outcome variable

As presented in Table 14, on step 1 of the hierarchical MRA, children’s age,
children’s gender, maternal education, type of school and children’s SPA accounted
for a significant 10.9% of variance in children’s behavioral conduct, R>=.109, F (5,
194) =4.76, p <.001. On step 2, mothers’ gender stereotypes, children’s gender
stereotypes and mothers’ perception of children’s behavioral conduct were added to
the regression equation, and accounted for an additional 20.4% of the variance, AR?
=.204, AF (3, 191) = 18.95, p <.001. In combination, all the predictor variables

explained 31.4% of the variance in children’s perception of their behavioral conduct,
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R?=.314, adjusted R?= .28, F (8, 191) = 10.90, p < .001. By Cohen’s (1988)
conventions, a combined effect of this magnitude can be considered “large” (=
.46). On the step 3, the interaction terms between gender and mothers’ gender
stereotypes and mothers’ perception of their children did not account for any
significant variance. However, the interaction between gender and children’s gender
stereotypes was significant but the girls’ gender stereotypes beliefs was not
correlated to their competence beliefs in behavioral conduct (» (141) =.10, p >.05);
for boys, there was also no significant relationship (» (120) = -.16, p >.05). Since

there was question about its practicality, it was not considered as significant.

Table 14. Multiple Regression Analysis of Children’s Behavioral Conduct

Variable B SEB B R’ AR®
Step 1 11 A1
Child’s age -.00 .00 -.13
Gender -.14 .08 -.12
Maternal edu .01 .01 .04
Type of school -.16 A1 -.13
Children’s SPA -.02 .00 29
Step 2 31 20"
MGS .01 .01 .07
CGS -.00 .01 -.04
MPC_BC 45 .06 48"

. p<.05". p<01,"™. p<.001

4.2.2.6 Children’s global self-worth beliefs as an outcome variable

On step 1 of the hierarchical MRA, children’s age, children’s gender, maternal
education, type of school and children’s SPA accounted for a significant 9.6% of
variance in children’s global self-worth beliefs, R?=.096, F (5, 194) = 4.14, p < .01.

On step 2, mothers’ gender stereotypes, children’s gender stereotypes and mothers’
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perception of children’s global self-worth were added to the regression equation, and
accounted for an additional 5.7% of the variance, AR? = .057, AF (3, 191) =4.27, p <
.01. On step 3, the interaction between child’s gender and children’s gender
stereotypes, G x CGS was added to the regression equation, and accounted for
additional 2.9% of the variance, AR? =.029, AF (1,190) = 6.67, p<.05.In
combination, all the predictor variables explained 18.2% of the variance in children’s
global self-worth beliefs, R?=.182, adjusted R>= .143, F (9, 190) = 4.70, p < .001.
By Cohen’s (1988) conventions, a combined effect of this magnitude can be
considered “medium” (2 = .22). The results are reported in Table 15.

Furthermore, interaction term between gender and children’s gender
stereotypes was significant (Figure 4), indicating that the girls’ gender stereotypes
beliefs was not related to their global self-worth beliefs (» (141) = .02, p > .05);
whereas for boys, there was a significant negative relationship (r (120) =-.24, p <
.01). It suggests that the stronger the gender stereotypes the boys held, the lower they
perceived their own global self-worth. However, for females, holding gender
stereotypes did not have such an effect. The interaction term between mothers’
gender stereotypes and mothers’ perception of their children’s global self-worth

beliefs was not significant.
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Table 15. Multiple Regression Analysis of Children’s Global Self-Worth

Variable B SEB Y;; R’ AR®
Step 1 .10 10™
Child’s age -.00 .00 -147
Gender -.02 .08 -.02
Maternal edu .02 .01 18
Type of school -.04 .10 -.04
Children’s SPA .01 .00 18
Step 2 A5 06"
MGS .01 .01 .09
CGS -.01 .01 -.10
MPC_GSW 24 .07 24"
Step 3 18 .03
GxCGS -.03 .01 -44"

L. p<.05,". p<0l1

Gender

~~ Female
T~ _Male

4.07

3.5

2.5+

o

2.04

Children's global self-worth

1.54

1.04

1 I I I |
10 15 20 25 30

O -
V) -

Children's gender stereotypes

Fig. 4 The interaction between gender and children’s gender stereotypes
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CHAPTER 5

DISCUSSION

In this chapter, the summary of the current study including the review of major
findings is presented. In the general discussion, the findings from the preliminary
analysis is reviewed. Then, the findings are discussed in relation with the research
questions based on the previous literature. It is followed by the limitations of the

study and recommendations for future research and implications of the study.

5.1 General discussion

5.1.1 Mothers’ and children’s gender stereotypes
It was expected that the male children reported higher scores in gender stereotypes
compared to female children based on previous literature. Although the males had
higher scores in this scale compared to the females, the difference was not
statistically significant. In some previous studies, the boys reported higher gender
stereotypes scores compared to the girls (Park et al., 2012; Schuette & Killen, 2009;
Smetackova, 2015). This is explained as the boys wants to maintain their relatively
higher prestige in the society (Leaper, 2002). However, the findings of other studies
suggested that boys and girls did not differ in their attitudes (Endendijk et al., 2013).
The findings of the current study showed a weak relationship between
mothers’ and children’ gender stereotypes. Based on the Social-Cognitive Theory,
the parents directly teach and indirectly model and interact these gender roles and
reinforce these behaviors in their children and encourage them to behave similarly

(Bussey & Bandura, 1999). Therefore, the parents and their children are expected to
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have similar attitudes in terms of gender roles (Bussey & Bandura, 1999; Marks et
al., 2009). However, according to the Gender Schema Theory, children perform as
active agents when they build their own gender schemas. Since the children are
responsible for their own gender role socialization, it is possible for them to have
different gender role attitudes from their parents (Marks et al., 2009; Shaffer, 2009).
The findings of some studies showed only modest and even nonsignificant results
between parents’ and children’s gender stereotypes (e.g., Crouter et al., 2007). The
current findings seem to be in line with the gender schema theory in the sense that
although children’ gender roles attitudes overlap with their mothers’ to some extent,
they mostly differ from their mothers’ in their gender stereotype attitudes.
Preadolescence is a life period in which peers may begin to have stronger influence
on children than their parents. Therefore, in that sense, they might use their
relationships with their peers as a source of gender role stereotypes. Also, based on
their observations in their school life, they might generate their own gender-related

attitudes different than their mothers.

5.1.2 Mothers’ perceptions of their children and children’s self-perception

The association between the mothers’ perception of their children and their
children’s self-perception was examined in six different areas and the mean scores
for all areas were compared based on gender.

The mothers’ perception of their children’s competence was significantly
related to children’s perceived competence beliefs in all six areas. Their correlation
ranged from weak to moderate. According to Kenny (1988), there was no
consistency between self-reports and how they viewed by others; however there was

somewhat relationship between mothers’ and children’s reports. In a meta-analysis,
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the association between children’s reporting themselves and their parents reports
regarding children’s social and emotional functioning was weak, indicating that the
children’s self-evaluations cannot be an alternative for the others’ reports but they
show a different kind of information (Achenbach, McConaughy, & Howell, 1987).
In addition, Harter (2012) suggested that even though Harter’s Self-Perception
Profile could be used for adults, if there is no relationship or weak-to-moderate
relationship between children’s and adults’ perception, it does not necessarily mean
that it is a problem of validity of scale but rather, it was resulted from different
perceptions. Therefore, it is possible for children and their mothers to have only
somewhat agreement in their perception.

In this study, the mothers of girls perceived their children’s scholastic
competence and behavioral conduct higher than the mothers of boys, which seems to
be in line with existing findings with children (Sekercioglu, 2009). In terms of
physical appearance, mothers of boys perceived their children’s competence beliefs
better than the mothers of girls, as consistent with the results of Harter (2012).
Therefore, even though there was no exact match for the gender differences in
children’s competence beliefs in this study, it could be asserted that the mothers’
perception of gender differences was consistent with the previous studies.

Furthermore, the children’s self-perception differed only in behavioral
conduct, in which girls reported themselves more competent similar to their mothers’
perception and consistent with the previous findings (Harter, 2012; Van den Bergh &
Marcoen, 1999). It was suggested that girls perceived themselves as well-behaved
which could be explained as the girls might attribute the gender stereotypes and
societal expectations to their characteristics (Van den Bergh & Marcoen, 1999). The

societal expectations may let girls to be more well-behaved, good, mannerly and
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polite, thus the only gender difference in behavioral conduct beliefs can be explained
by internalization of these attitudes.

In the previous studies, the gender differences were quite obvious compared
to this study. For example, Harter (2012) revealed that the girls perceived themselves
more behaviorally competent whereas boys perceived themselves more competent in
terms of athletics, appearance and self-worth. On the other hand, in the Turkish
adaptation study, it was found that girls perceived themselves more competent in
scholastic competence, behavioral conduct and self-worth while the boys perceived
themselves better only in athletic competence, however, since the effect size of these
difference was relatively small, their practical significance was questioned and
reported as not significant (Sekercioglu, 2009). Also in a French sample, the boys
had higher scores in their perception of their athletic competence than the girls (Bois,
Sarrazin, Brustad, Trouilloud, & Cury, 2002). In a Belgian sample, the boys reported
higher scores in their social and athletic skills, appearance and self-worth, whereas
the girls perceived themselves more behaviorally competent (Van den Bergh &

Marcoen, 1999). However, these results was not supported by this study.

5.1.3 The relationship between gender stereotypes and self-perception

In this study, it was found that the mothers’ gender stereotypes were negatively
associated with their perception of their children’s perceived competence beliefs in
five areas, namely scholastic competence, social competence, physical appearance,
behavioral conduct, and global self-worth. Even though the relationship between
these variables are weak, it is possible to say that as the gender stereotypes that
mothers held got stronger, their perception of their children’s competence got worse,

indicating that the mothers’ gender stereotypes had a negative influence on how they
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perceived their children. Only in the athletic competence area, it was also found that
the mothers’ gender stereotypes were not associated with mothers’ perception of
their children’s athletic competence. Similarly, in a previous study, it was also found
that the predictors of mothers’ perceptions of their children’s athletic competence
were children’s previous sports performance and children’s self-perception,
indicating that for that sample, mothers’ perception of their children’s athletic
competence was based on a more objective criterion such as children’s performance
(Bois et al., 2002). Therefore, there might be no relationship between mothers’
gender stereotypes and their perception of their children’s sports competence. On the
other hand, the only area that the boys’ gender stereotypes and their athletic
competence beliefs was positively related, but not the girls’. In a previous study,
children’s gender predicted their higher athletic competence beliefs (Jacobs &
Eccles, 1992). In a different study, the adolescent boys showed higher gender
stereotypes endorsement for sports as a male area in terms of ability and given
importance compared to girls (Boiché et al., 2014).

Since the mothers’ gender stereotypes was associated with how they perceive
their children in five areas, it could be mentioned that mothers’ might hold gender
different expectations for their daughters and sons, in turn this might have influence
on how they perceive their children’s competence.

On the contrary to the mothers’ results, children’s gender stereotypes were
related with children’s perceived competence beliefs, only in one field, namely
athletic competence. However, it is possible to observe that there is a more consistent
relationship between mothers’ gender stereotypes and how they perceive their
children in five different areas, whereas children’s gender stereotypes and their self-

perception were only associated in one area.
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There was a relationship between mothers’ gender stereotypes and children’s
self-perception in only one area, namely children’s social competence. In that sense,
as the mothers’ gender stereotypes scores increased, the children’s own social
competence was got worse. In a previous study, it was found that the mothers’
gender stereotypes regarding the children’s ability in social areas did not have an
influence on children’s social competence (Jacobs & Eccles, 1992). However, this
study showed a negative association between these two variables which might be
result of cultural differences as well. The previous studies suggested that the parents
in other cultures believed that the girls to socially be more competent (Jacobs &

Eccles, 1992) which could be different in Turkey.

5.2 Discussion in relation to research questions

5.2.1 Children’s gender stereotypes as an outcome variable

R.Q.1 To what extent, do mothers’ gender stereotypes and gender of the child predict
children’s gender stereotypes?
a. Does the interaction between these two variables predict children’s gender

stereotypes?

In this study, in the multiple regression analysis of children’s gender stereotypes, at
stage one, the control variables were data collection procedure, children’s age, type
of school and maternal education. In this analysis, the children’s SPA was not
included in the control variables due to its irrelevance to children’s gender

stereotypes. Since in children’s gender stereotypes there was a difference between
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data collected from home visits and through school, data collection procedure was
used as a control variable in which it was significant. In addition, the mothers’
education level was found to be significant. Also, in preliminary analysis, it was
found that mothers’ education level was negatively related to their own and their
children’s gender stereotypes. As the mothers’ education level decreased, the gender
stereotypes become stronger. Similar to our results, in previous studies, it was found
that the lower the maternal education, the stronger the gender stereotypes they held
(Endendijk et al., 2013; Jan & Janssens, 1998).

The child’s age was used as a control variable because in some studies, older
children had stronger gender stereotypes (e.g., Schuette & Killen, 2009). However,
in a different study, in comparison of gender role attitudes of high school and
university students, the college students (with average age 18.73) were found to be
less conservative than the high school students (with average age 15.3) (Jackson et
al., 1994). Therefore, some studies suggested that as the children grow older, they
tend to count more on the society-based gender stereotypes (e.g., Schuette & Killen,
2009); on the other hand, in some other studies, the flexible thinking increases with
age leading to less stereotypical thinking (e.g., Jackson et al., 1994). In current study,
there were no age differences in gender stereotypes which may be result of the fact
that age range was limited.

At second step of the regression analysis, both mothers’ gender stereotypes
and the child’s gender showed unique contribution in the regression analysis after
variables controlled in the first step. In a previous study, both parents’ explicit and
implicit gender stereotypes as predictors, the children's gender stereotypes were only
predicted by mothers' implicit gender stereotypes about children (Endendijk et al.,

2013). Also, in a different study, children’s gender stereotypes were influenced by
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mothers’ gender stereotypes (Jan & Janssens, 1998). According to the Social-
Cognitive Theory, the parents play important role in shaping their children’s gender
role attitudes in both direct ways such as teaching about the roles, and also indirect
ways such as modeling, interacting their differential expectations and so on (Bussey
& Bandura, 1999; Leaper, 2002). Therefore, the results supported the premise that
their mothers’ gender role attitudes have significant influence on their children’s
attitudes (Bussey & Bandura, 2009; Endendijk et al., 2013).

Apart from that, even though in the preliminary analysis, # test value did not
show any gender differences in children’s gender stereotypes, in the regression
analysis, the gender was a predictor in which males had stronger gender stereotypes
compared to females. The difference between ¢ test and regression analysis could be
related to its interaction with the other variables in the regression. This result was
well-supported by the previous studies (Park et al., 2012; Schuette & Killen, 2009;
Smetackova, 2015; Turner & Gervai, 1995) which suggested that the males have
stronger gender role attitudes because they want to preserve their relatively higher
status in the society (Leaper, 2002).

It was expected that there would be a stronger relationship between mothers’
and daughters’ gender stereotypes due to gender as a moderator based on Social-
Cognitive Theory, the children model their same-gender parents since they are seen
as a model of feminine or masculine behaviors (Bussey & Bandura, 1999). In a
previous study, the gender of child played role as a moderator in the relationship
between maternal implicit (e.g., a task in which the person is required to categorize
the career-related characteristics into women and men within seconds) gender
stereotypes and children's gender stereotypes, indicating that the mothers and

daughters had stronger association in this relationship compared to mother-son dyads
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(Endendijk et al., 2013). On the other hand, in a different study, there was not any
significant difference between mother-daughter and mother-son dyads in their gender
role attitudes which was explained as the mothers are less conventional in their
attitudes and behave more equally towards their children (Kulik, 2002). However,
the interaction between gender of the child and mothers’ gender stereotypes in
predicting children’s gender stereotypes was not significant. Since in our country,
children’s care and nurturance are still primarily considered as the mothers’
responsibility, both boys and girls might be equally affected by the mothers similar

to the study conducted by Kulik (2002).

5.2.2 Multiple regression analysis for children’s self-perception

R.Q.2 To what extent, do mothers’ and children’s gender stereotypes and mothers’
perception of their children’s competence beliefs predict children’s perceived
competence beliefs in six areas, namely scholastic competence, social competence,
athletic competence, physical appearance, behavioral conduct and global self-worth?

a. Does gender interact with any of these predictor variables?

5.2.2.1 The control variables

The children’s age, gender, maternal education, type of school and children’s SPA
was entered as control variables at step one. The children’s SPA was found to be
significant in three areas, namely scholastic competence, behavioral conduct and
global self-worth. Apart from that, only children’s age was a significant in children’s
physical appearance and global self-worth beliefs. Mothers’ educational level was
significant for children’s global self-worth beliefs. After controlling all these

variables, the mothers’ perception of their children in all areas seem to be the most
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important predictor in children’s perception of themselves.

The children’s SPA results could be interpreted as the indicator of actual
performance in the scholastic area so, it was indeed expected to explain children’s
perception of their own competence in scholastic area in line with the previous
findings (Frome & Eccles, 1998; Jacobs & Eccles, 1992; Phillips, 1987). According
to Jussim (1991), the grades are more likely to reflect teachers’ evaluation of
performance, rather than a standard test result. For this reason, the teachers could be
seen as significant others in children’s lives to have an influence on children’s
perception of themselves.

The children’s SPA was found to be a significant contributor to children’s
behavioral conduct beliefs as well. Since the behavioral conduct was defined as the
belief that whether the children behaved as they are supposed to behave (such as
following rules etc.), it is also possible that the children having higher SPA were also
well-behaved ones and perceived themselves as more behaviorally competent. In a
study, it was found that the academically high achiever children in 7 grade had also
higher scores in behavioral conduct compared to lower achiever ones (Alves-
Martins, Peixoto, Gouveia-Pereira, Amaral, & Pedro, 2002). It was found that in this
scale, the two areas that were highly related were scholastic competence and
behavioral conduct, indicating the relationship between grades and behavior (Harter,
2012).

For global self-worth beliefs, even if its beta value is relatively small, this
result indicates that the effect of grades on the children’s general perception of
themselves as a person. Previous findings revealed that the scholastic competence
beliefs in high school and university predicted the female university students’ self-

esteem beliefs, indicating the impact of perceiving oneself as academically good
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student on global self-esteem beliefs (Richman & Shaffer, 2000). The results of
another study demonstrated that when the children in 7% grade had lower academic
achievement, they had relatively lower global self-worth. On the other hand, this
situation differs in 8" and 9" grades in which the children’s self-esteem was not
influenced by lower achievement levels, which might be due to changing
developmental period, in the earlier years, the grades and perceiving oneself as
scholastically more competent might be more important for children’s self-esteem
compared to teenage years (Alves-Martins et al., 2002). Therefore, it is possible to
claim that also along with the results in current study, in the early adolescence
period, the grades might still be related with children’s global self-worth beliefs.
Children’s age significantly predicted both children’s physical appearance
beliefs and global self-worth beliefs. The effect of age on children’s physical
appearance indicates that as the children got older, their evaluation of their physical
appearance decreased. In a previous study in which the children received Harter’s
Self-Perception Profile in three years intervals, it was found that their competence
beliefs in physical appearance were significantly got worse when they become 11
years old (Granleese & Joseph, 1994). In another study, the results showed that the
4™ oraders reported higher scores in physical appearance subscale than 5™ and 6
graders (Van den Bergh & Marcoen, 1999). By considering the results, it could be
asserted that with the increasing age, children’s appearance becomes more important
as they get more self-conscious due to adolescence period. Also, their age negatively
predicted their global self-worth beliefs which could be related to adolescence
period. It could be also related to the physical appearance beliefs were the most
important predictor of children’s global self-worth beliefs (Harter, 1999; Van den

Bergh & Marcoen, 1999).
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In addition, the maternal education was a significant predictor for children’s
global self-worth beliefs, indicating that as mothers’ educational level increased, the
children’s global self-worth beliefs got better. This result indicates that mothers’
educational level carries importance regarding children’s self-esteem beliefs. It might
be related to the parenting attitudes and skills which seems to be based on mothers’

educational level.

5.2.2.2 Children’s scholastic competence as an outcome variable
Among all variables, the only unique contribution to children’s perception regarding
scholastic competence was children’s previous semester point of average (SPA) in
the first step and mothers’ gender stereotypes and mothers’ perception of their
children’s scholastic competence in the second step. The finding that mothers’
perception of their children’s scholastic competence predicted the children’s
scholastic competence beliefs was consistent with the previous studies (Frome &
Eccles, 1998; Jacobs, 1991; Jacobs & Eccles, 1992; Phillips, 1987). In a previous
study, it was found that the interaction of mothers’ gender stereotypes with child’s
gender had predicted the mothers’ perception and in turn, indirectly predicted the
children’s self-perception, favoring the boys. Therefore, even though the girls had
higher grades, the boys had higher ability perception (Jacobs, 1991). However, in
this study, there was direct predictive role of children’s scholastic competence
beliefs. The children’s gender stereotypes had no unique contribution to children’s
scholastic competence. The interaction between gender and mothers’ perception of
their children’s scholastic competence was found to be significant.

It is possible to say that the children’s scholastic competence beliefs were

more affected by their grades than their mothers’ perception of their competence,
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even if the difference was small. In the previous studies, mothers’ perception was
found be more important to predictor than children’s previous performance (Frome
& Eccles, 1998; Phillips, 1987). Since SPA indicate a general point rather than a
single lesson result, it is possible to give children more valid information regarding
their competence. Still it could be observed that the mothers’ perception of children’s
scholastic competence was as effective as grades. In addition, since the mothers’
gender stereotypes might influence on children’s perception beliefs regarding
academic area, mothers’ attitudes might distort children’s self-perception beliefs in
this area.

The interaction between mothers’ perception and the children’s gender was
significant, indicating that the mothers’ effect on their daughters’ scholastic
competence beliefs was stronger than on their sons’. In other words, when the
mothers’ thought that their daughters were competent at school, their daughters’
perception of their competence increased more than the mother-son dyads. In a
previous study, the mothers’ perception of their daughters was more congruent with
their daughters’ self-perception beliefs which might be result of the fact the mothers
have different kind of relationship on their same-gender children (Rouland et al.,
2013). It is important to note that the reason why the girls were perceived as more
competent could be the actual achievement differences between boys and girls in
Turkey. For example, in this study, it was found the girls’ mean of SPA results were
significantly higher than the boys. Also, according to Annual Education Monitoring
Report published by Education Reform Initiative (ERG), the gender differences in
Turkish students’ achievement were examined based on the results of PISA 2015 and
their related variables. According to PISA results, in Turkish literacy, the fifteen-

years-old girls had 28 points higher than the boys; however, this difference decreased
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to 25 when the children in middle school was excluded. Both of the results were
statistically significant. In terms of math literacy, the boys performed five points
higher than the girls which was not statistically significant, however once the middle
school students were excluded, these differences become nine points and statistically
significant. Also, for science literacy, girls performed seven points higher than the
boys, again these differences dropped four points when the middle school students
were excluded and none of them was statistically significant ("Education Monitoring
Report 2016-177, 2017).

In the report, it was also found that the boys received less parental support
compared to the girls and they had less conversations with their parents. The girls
continued their education in well-disciplined schools in which the school hours were
longer. In addition, compared to the boys, the girls were more ambitious, their sense
of belonging was greater in schools and they studied more at home. However, the
interesting thing was that even though the girls seemed to have all the advantages,
they did not turn these advantages into the performance scores as much as the boys
("Education Monitoring Report 2016-17”, 2017). Therefore, based on these
explanations, the positive effect of familial support on the daughters’ perception of
their competence at school was also supported by this study. However, PISA 2015
results showed that there is a difference when the middle school students participated
into results. Therefore, since this study was conducted with middle school students,
this study only partially explains these results. For this reason, it is important to see
that the girls received more support from the parents compared to the boys which in
turn, might end up with perceiving themselves as more competent.

Even though the mothers indeed observe the achievement differences

between girls and boys, their perception of their daughters’ and sons’ perceived
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competence beliefs had a differential influence on children’s self-perception. The
girls seem to be more positively affected by their mothers’ high perceptions of their
competence compared to boys. In addition, the girls and boys were differentially
affected from mothers’ involvement which also seems to be influenced by mothers’
different expectations and beliefs regarding their boys and girls. For example, in a
previous study, the mothers' involvement had a positive effect on girls' self-
evaluation on science, especially mothers' encouragement predicted the girls' higher
self-evaluations. On the other hand, the boys' self-evaluation was negatively related
with the mothers' involvement in homework support and encouragement.
Specifically, these behaviors lowered the boys’ self-evaluations on science (Bhanot
& Jovanovic, 2009). Therefore, it is possible to see that the girls are more open to
and affected by the positive messages from their mothers regarding their scholastic
competence compared to the boys. For boys, the encouragement and helping with
their homework might have a negative influence on boys’ perception of themselves.
In that sense, since in Turkey the girls had difficulty in turning advantages into
success in the following years based on the Educational Monitoring Report 2016-17
(2017), the mothers’ perception of their daughters’ competence might help the girls

to improve their performance.

5.2.2.3 Children’s social competence as an outcome variable

Only mothers’ perception of their children’s social competence had a unique
contribution for the variance of children’s social competence. In a previous study, it
was found that the children’s social competence beliefs were predicted by their
mothers’ perception of their competence compared to other predictors such as

mothers’ gender stereotypes and teachers’ reports (Jacobs & Eccles, 1992).
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Similarly, also in this study, both mothers’ gender stereotypes did not yield any
contribution.

It is important to take into account that the explanation power of this model
was expected to be relatively lower compared to other competence areas because the
children use their peers as a source to develop their competence beliefs in social
areas rather than their mothers’ perception. Also, it was found that the areas of social
competence, appearance and sports competence, peers’ opinions and appreciation
mattered more than the parents’ approval (Harter, 1999). In a previous study, the
children’s perception of their social competence and the parents’ ratings on their
children’s competence did not correlate with each other, suggesting that the parents
might have different criteria for social competence than the children and for this
reason, their agreement was low (Schneider & Byrne, 1989). In a meta-analysis
study, the children’s and adolescents’ reports on their own social competence and
others’ reports were compared. It was found that the correlation among children’s
and parents’ reports were higher in childhood, whereas during adolescence, self- and
peer-reports were higher in their correspondence (Renk & Phares, 2004), indicating
that since the children spend more time with their friends in adolescence period, they
might receive more feedback from their peers and/or their peers’ opinions could be
more important for them in developing their “looking-glass self” (Cooley, 1902;
Harter, 1999). Even though this result only shows us the agreement among different
sources on children’s social competence, it is important to see that as the period in
children’s lives changes, the actors in their lives beliefs change as well. It shows that
in pre-adolescence period, in-between period with the childhood and adolescence,
their peers’ opinions might start to become as important as their mothers’ perception

in forming their competence beliefs.
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5.2.2.4 Children’s athletic competence as an outcome variable

Only mothers’ perception of their children’s athletic competence significantly
contributed in the variation in athletic competence which supports the previous
findings showing that the higher the mothers’ perception of their children’s athletic
competence, the higher the children’s athletic competence beliefs were even after
controlling children’s previous athletic competence beliefs and children’s previous
sports achievement (Bois et al., 2002).

The interaction term between the child’s gender and the mothers’ gender
stereotypes was significant. However, the correlation by gender showed that
mothers’ gender stereotypes do not have significant relationship with either girls’ or
boys’ athletic competence. Therefore, it was not considered as significant. On the
other hand, in a previous study, the children’s gender, their mothers’ gender
stereotypes and the interaction term between mothers’ gender stereotypes and
children’s gender had a direct influence on children’s athletic competence. Also, as
mothers with strong gender stereotypes favoring boys in sports, boys had higher self-
perception in sports which was not supported by this study (Jacobs & Eccles, 1992).
Furthermore, even though in this study, gender had no moderator effect on mothers’
perception of their children, in another study, the gender was a moderator in the
relationship between mothers’ perception of their daughters’ competence and girls’
athletic competence, but not for boys. In that sense, the boys might use other sources
of information for their perceived competence beliefs rather than their mothers’
perception such as their father, teachers or peers (Bois et al., 2002). Since the other
people than their mothers could be an important source, again this model is only

partially explained the children’s athletic competence.
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However, the sports involvement and participation are important for both
boys and girls. All children’s perceived competence beliefs regarding athletics are
especially important since the sports is not compulsory, rather a free time activity.
For this reason, if children perceived themselves as highly competent at sports, this
might influence their involvement in sports events, clubs and so on. Even though in
this study, the past sports performance was not included, the previous studies showed
that the children’s perception of their sports competence was predominantly
predicted by their mothers’ perceptions than the previous performance (Bois et al.,
2002; Jacobs & Eccles, 1992). Therefore, what their mothers think of the children is
quite important for children’s sports involvement which has a lot positive effect on

their development (Leaper, 2002).

5.2.2.5 Children’s physical appearance beliefs as an outcome variable

In physical appearance beliefs, at first step, children’s age was only significant
variable and at second step, the children’s gender stereotypes and mothers’
perception of their children’s competence beliefs regarding physical appearance had
significantly contributed to children’s physical appearance beliefs. It was also found
that the mothers’ perception of their daughters’ physical appearance was more
strongly associated with the girls’ self-perception, compared to the relationship
between mothers and sons. Previous study revealed that the satisfaction from girls’
own bodies was negatively predicted by the feedback they received from their only
mothers, whereas for boys, it was negatively predicted only from the messages from
their fathers, indicating that the perceived messages from same-gender parents might
play important role on their discontent regarding their body shape (McCabe &

Ricciardelli, 2003). In a different study, the more boys invested in their gender
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identity, the more they affected from media. Both of these factors predicted boys’
desire to be more muscular (Smolak & Stein, 2006).

In addition, the children’s own gender stereotypes predicted their competence
beliefs in this area. Interestingly, as the children gave more stereotypical responses,
their beliefs in their competence in physical appearance area got worse. In further
analysis, even though the interaction term between gender and children’s gender
stereotypes was not significant, the correlation results between children’s gender
stereotypes and their physical appearance beliefs was differed. There was a negative
relationship between them for males, but not for females. These results indicated that
the boys were more negatively affected by their own gender stereotypes compared to
the girls. This result is especially interesting because it was expected that the societal
expectations put more pressure on girls than the boys in terms of physical
appearance, however, it might be result of the expectations regarding ideal male
body form on the boys’ self-perception was often overlooked. Previous study
suggested that the perceived societal pressures played a predictor role in body image
and strategies for body changes for both adolescent girls and boys. Especially for
boys, the messages related to muscle building had an influence on their perception of
their body form and the strategies to change their body, showing that the
sociocultural messages perceived by boys had an impact on their beliefs regarding
their own body (McCabe & Ricciardelli, 2003). Also, for girls, the effect of their

gender stereotypes might increase in the adolescence period.

5.2.2.6 Children’s behavioral conduct beliefs as an outcome variable

At step 1, children’s SPA was the only unique predictor and at step 2, only the

mothers’ perception of their behavioral conduct was the unique contributor to the
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children’s self-perception. The explanation power of this 2-step model was relatively
higher than the other areas. Behavioral conduct is by definition whether the children
behave as they are expected to behave. Therefore, the significant others’ opinions,
especially mothers about the child might matter more than the other areas. Since
children learn what they are supposed to do from their families, the feedback they
receive from what they should or should not do is important for them to build their
own competence beliefs. For this reason, this model’s predictive power might be
stronger than the other areas. Also, Harter (1999) presented that the perceived
parental support for academic and behavioral area was more important source.

It is the only area that there was gender difference in children’s competence
beliefs, in which the girls perceived themselves more competent. In the previous
studies, it was suggested that since there are more expectations for girls regarding
behaving nicely, these societal beliefs might have internalized them (Van den Bergh
& Marcoen, 1999). However, on the contrary to expectations, either mothers’ or their
children’s gender stereotypes did not predict the children’s behavioral conduct
beliefs. There was no similar study to compare this result so to our knowledge, this is
the first study in this area. The interaction between gender and children’s gender
stereotypes was a significant predictor of children’s behavioral conduct beliefs.
However, in the correlation analysis by gender, the relationship between them was

not significant for both boys and girls, so none of the interactions were significant.

5.2.2.7 Children’s global self-worth beliefs as an outcome variable
At step 1, three control variables, namely children’s age, maternal education,
children’s SPA were significant and at step 2, mothers’ perception of their children’s

global self-worth beliefs was the only unique contributor. The interaction between
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children’s gender and children’s gender stereotypes was a significant predictor of
children’s self-worth beliefs. In further analysis, it was found that although the
relationship between females’ gender stereotypes and their global self-worth beliefs
was not significant. For the boys, this relationship was negative and significant,
indicating that having strong gender stereotypes had a negative influence on boys’
global self-worth beliefs. As in the physical appearance, the boys tend to be more
negatively affected by holding gender stereotypes compared to girls.

This study indicates that the children’s sense of worth as a person was
predicted by how their mothers perceived their sense of worth to some extent. In a
previous study, it was suggested that the girls’ self-esteem was more responsive to
environmental factors than the boys (Brutsaert, 1990). For instance, in a study, the
girls’ and boys’ self-esteem was assessed in three different time periods and also,
their emotional support from parents and their sense of internal control. It was found
that in early adolescence period, the girls’ self-esteem was predicted by the
emotional support of their parents, whereas boys’ self-esteem was predicted by the
sense of internal control they get from their school subjects. However, in middle
adolescence period, the predictor of girls’ self-esteem became more likely to the
boys because it was also predicted by the sense of control (Brutsaert, 1990).
Therefore, it is possible to see that over the years, for both boys and girls, the
predictor becomes an internal source, rather than an external source such as support
from parents. However, as the current study suggested, both boys’ and girls’ self-
worth beliefs predicted by their mothers’ perception, indicating that an external
source has still influence on children’s self-esteem in preadolescence years.

Interestingly, in this study, having stronger gender stereotypes had a negative

influence on boys’ self-worth beliefs. This situation might be a result of the fact that
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holding stronger gender stereotypes puts pressure on boys to preserve their perceived
higher status on society which in turn, makes their self-worth beliefs more delicate
and responsive to internal threats. For example, in an experimental study, the male
participants were given the role of subordinate and superior in the presence of female
or male confederate and after that their self-descriptions were implicitly and
explicitly assessed in order to observe the flexibility of self-conceptions. It was
found that when the men were given a more compliant and lower role, they described
themselves in a more traditionally masculine roles in implicit measures, but not the
explicit ones. Since the men were given stereotypically feminine role, their
masculine self-concepts might be intimidated and therefore, they might feel the need
to over-emphasize their masculine characteristics. This study indicates that in
response to environmental cues, their self-descriptions has shown differences based
on perceived threats to the conventional male roles (McCall & Dasgupta, 2007). This
study also indicates that the boys’ self-concept beliefs are responsive and affected by
the internal factors such as gender stereotypes.

This model had the lowest predictive power for children’s global self-worth
beliefs among all areas. It might be result of the fact that since these beliefs are more
general state than area-based competence beliefs, there might be more different

variables contributing as well.

5.3 Limitations of the study and recommendations for further research

In this study, the parents and children’s gender stereotypes were assessed through a
gender stereotype scale only including academic and non-academic areas. The
gender stereotypes scores were calculated as a general score rather than to explaining

whether they are favoring the girls or the boys. Therefore, in further studies, in terms
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of gender stereotypes, learning about which gender group is favored could give us a
more comprehensive picture to understand their effect on children’s self-perception.
Also, rather assessing general gender stereotype attitudes, both children’s and
mothers’ specific gendered self-concept could be asked which might be higher in its
predictive power. Also, gender stereotypes including only girls and boys were
assessed, however gender diversity and stereotypes regarding other gender could
have been included.

In addition, the indirect effect of mothers’ gender stereotypes on children’s
self-perception through mothers’ perception of their children could have been
investigated similar to previous studies (Jacobs, 1991; Jacobs & Eccles, 1992).

Furthermore, it could be better compare the effects mothers’ actual perception
of their children and the children’s opinions of their mothers’ perception on the
children’s self-perception beliefs. Even though in previous studies, it was suggested
that only mothers’ beliefs were more significantly associated with the children’s
perception of themselves (Parsons et al., 1982), it would be interesting to include the
fathers into the study to understand their influence on children’s gender stereotypes
and children’s self-perception.

Also, in terms of age range, the children between 12 and 14 can be considered
as adolescents, therefore, in further studies, only children or only adolescents could
be investigated. In recent years, the middle schools were separated into two groups,
normal middle schools with mixed-sex education and religious vocational middle
schools (imam hatip ortaokullary) with single-sex education. It would be interesting
to see whether there were any differences in terms of gender stereotypes and self-
perception. There were group differences between public and private schools, so that

a follow-up study could be done regarding these school type differences.
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5.4 Implications of the study

In conclusion, it is possible to observe that the mothers’ perceptions of their
children’s competence beliefs predicted the children’s perceived competence beliefs
in all six areas, school, social relationships, sports, physical appearance, behavioral
conduct and global self-worth. The current views focus more on bidirectional
relationship between children and parents rather than a unidirectional effect of
parents on children (Maccoby, 2003). Therefore, it is important to point out that the
child-parent relationships are not the product of either the parent or the child but
mutual and interdependent (Maccoby, 2003).

This study showed that the mothers’ perception of their children is actually
matters more than other control variables and gender stereotypes both mothers and
children hold for their perceived competence beliefs. As counselors, we tend to work
only with child to improve their competence beliefs and to help them have more
realistic self-perception and boost their self-esteem and overlook the perspectives of
parents, especially mothers. Therefore, as an important implication of this study, we
need to work with the parents to make their perspectives more realistic for their
children almost as much as with the children in order to improve the children’s self-
perception which in turn might positively impact their functioning.

In addition, the gender stereotypes could have important implications on
individuals’ lives. Since for counselors, it is important to evaluate a person in one’s
context, it is especially worth mentioning the gender stereotypes in both society and
in the home context that might influence the children’s self-perception. For example,
as Harter (1999) mentioned that there are different ways to achieve a positive self-

regard, one of them is that feeling supported by the important people in their lives
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such as their parents, teachers and peers and the other way is feeling competent in
some areas that they give importance. Also, it was also suggested that the children
might need “scaffolding” to examine the reasons behind the negative perception of
themselves and acquire an understanding (Harter, 1999, p. 348). In that sense, the
children’s relationship with their parents, especially mothers, and received support
from them is especially important. Our duty is also to work through parental attitudes
that might negatively intervene the children’s social-emotional functioning and sense
of self-worth. The ultimate aim is to help children not to be engaged with others’

views but evaluate themselves through their own values.

5.5 Conclusion

In conclusion, the mothers’ educational level, gender stereotypes and child’s gender
were appeared to be predictors for children’s gender stereotypes, indicating that the
effect of mothers on children’s gender role attitudes. As the Social-Cognitive Theory
suggested, the parents play important role in shaping their children’s gender role
attitudes through direct and indirect ways (Bussey & Bandura, 1999). In addition to
this, gender makes difference in terms of holding gender stereotypes, indicating that
being a boy and being a girl does not always have the same meaning if there are
gender inequalities in a society.

For all six areas of self-perception measured by Harter’s scale, the most
significant contributor was mothers’ perception of their children in that particular
area, indicating that mothers play such an important role in children’s self-
perception. The symbolic interactionist and social developmental perspective
suggested that the children’s perceived support from their parents played a role in

their developing self-perception (Brummelman & Thomaes, 2017; Harter, 1999;
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Harter, 2012). Therefore, it is already expected that the perceived appreciation from
parents is significant in children’s creation of their sense of self, but what do the
parents actually think of their children was also a predictor of children’s self-
perception. This is also in line with the previous findings that the parents’ perception
of their children’s competence was the strongest predictor in their children’s self-
perception that even surpass the actual performance (Frome & Eccles, 1998; Parsons
et al., 1982; Phillips, 1987). In adolescence period, the effect of parents is expected
to decrease since the peers gain importance in children’s lives, especially in terms of
sports, social skills and appearance (Harter, 1999). However, the current study
suggests that the mothers still have an important role in children’s lives during
adolescence, even in the areas that are primarily concern of children’s own social
lives, supporting the “looking-glass-self” view and social developmental perspective
(Brummelman & Thomaes, 2017; Cooley, 1902; Harter, 1999). But also, this
situation could be related to interdependent familial relationships of Turkish culture
due to the interdependent familial relationships because it was expected the influence

of mothers is expected to decrease in preadolescence period.
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APPENDIX A
GENDER STEREOTYPES QUESTIONNAIRE

MOTHER AND CHILD FORM

1. In the following, the children’s courses in school, the activities that they
participate in sports and fine arts and also, their social relationships with their
peers were listed. In these various courses and activities, the achievement of
girls and boys may be similar and different. Please put an X in the box of
which gender is more talented in these areas.

Girls Boys Both
Mathematics
Computer/Technology

Science (Physics,
chemistry, biology)

Social Sciences
(History, geography)

Literacy (Turkish,
grammar)

Language arts
(English, German)

Dance/Traditional
Turkish dance

Martial arts
(Taekwondo, karate)

Team sports
(Football, volleyball)

Individual sports
(Tennis, swimming)

Fine arts (Paintings,
music)

Making friends

Sustaining friends

Being popular
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2. Please put an X for which gender these courses and activities are more useful
after graduation or starting to work.

Girls Boys Both
Mathematics
Computer/Technology

Science (Physics,
chemistry, biology)

Social Sciences
(History, geography)

Literacy (Turkish,
grammar)

Language arts
(English, German)

Dance/Traditional
Turkish dance

Martial arts
(Taekwondo, karate)

Team sports
(Football, volleyball)

Individual sports
(Tennis, swimming)

Fine arts (Painting,
music)

Making friends

Sustaining friends

Being popular
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APPENDIX B
GENDER STEREOTYPES QUESTIONNAIRE
MOTHER AND CHILD FORM

(TURKISH)

1. Asagidaki 6lcegin ilk boliimiinde 68rencilerin okuldaki dersleri, spor ile sanat
alaninda katildiklar: faaliyetler ve akranlariyla olan sosyal iliskileri
siralanmugtir. Cesitli ders ve faaliyetlerde, kiz ve erkek 6grencilerin basari
diizeyi benzerlik veya farklilik gosterebilir. Bu belirtilen alanlarda genel
olarak hangi cinsiyetten 6grencinin daha yetenekli oldugunu belirtiniz.

Kiz Erkek Her ikisi de

AR SR

Matematik

Bilgisayar/Teknoloji

Fen Bilgisi (Fizik,
kimya, biyoloji)

Sosyal Bilgiler
(Tarth, cografya)

Dil Bilgisi (Tiirkge,
dilbilgisi)

Yabanci dil
(Ingilizce, Almanca)

Dans/Folklor

Doviis sporlari
(tekvando, karate)

Takim sporlar1
(Futbol, voleybol)

Bireysel sporlar
(Tenis, yiizme)

Sanat (Resim,
miizik)

Arkadas edinme

Arkadagliklarini
slirdiirebilme

Popiiler olma
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2. Okuldan mezun olduktan sonra ya da ige bagladiktan sonra asagidaki ders ve
faaliyetlerin hangi cinsiyetten 6grencilerin daha ¢ok igine yarayacagini
belirtiniz.

Kiz Erkek Her ikisi de

Matematik

Bilgisayar/Teknoloji

Fen Bilgisi (Fizik,
kimya, biyoloji)

Sosyal Bilgiler
(Tarih, cografya)

Dil Bilgisi (Tiirkge,
dilbilgisi)

Yabanci dil
(Ingilizce, Almanca)

Dans/Folklor

Doviis sporlari
(tekvando, karate)

Takim sporlari
(Futbol, voleybol)

Bireysel sporlar
(Tenis, yiizme)

Sanat (Resim,
miizik)

Arkadas edinme

Arkadagliklarini
slirdiirebilme

Popiiler olma
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APPENDIX C

MOTHERS’ PERCEPTION OF THEIR CHILDREN SCALE

We have some sentences here and, as you can see from the top of your sheet
where it says “What my child is like”, we are interested in your perception of what
kind of person your child is like. This is a survey, not a test. There are no right or

wrong answers.

First, we explain how these questions work. There is a sample question at the
top, marked (a). This question talks about two kinds of kids, and we want to know

which kids are most like your child.

(1) So, what I want you to decide first is whether your child is more like the kids on
the left side who would rather play outdoors, or whether your child is more like the
kids on the right side who would rather watch T.V. Don’t mark anything yet, but first
decide which kinds of kids are most like your child, and go to that side of the

sentence.

(2) Now the second thing I want you to think about, now that you have decided
which kinds of kids are most like your child, is to decide whether that is only sort of

true for your child, or really true for your child.

(3) For each sentence, you only check one box. Sometimes it will be on one side of
the page, another time it will be on the other side of the page, but you can only check
one box for each sentence. You don 't check both sides, just the one side most like

your child.
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Really  Sort of Sortof  Really
True True True True
for my child for my child for my child for my child
Sample Sentence
a. Some kids would rather )
D D olay oubdoors n thekr BUT Other kids would rather D D
. watch T.V.
spare time
1. Other kids worry about
Some kids feel that they whether they can do the
BUT
D D are very good at their school work assigned to [:] D
school work them
2, Some kids find it hard to Other kids find it pretty
BUT
D D make friends easy to make friends D D
3. Some kids do very well Other kids don't feel that
D D at all kinds of sports BT they o vy good D D
when it comes to sports
4, Some kids are happy Other kids are not
D D with the way they look o lr:::::(py with the way they D D
5. Some kids often do not Other kids usually like
BUT
D D like the way they behave the way they behave D [I
8. Some kids are often Other kids are pretty
D I:] unhappy with BUT  pleased with [:] D
themselves themselves
7. Some kids feel like they Other kids aren't so
D D are just as smart as BUT  sure and wonder if they D D
other kids their age are as smart
8. Some kids know how to Other kids don't know
D D make classmates like BUT  how to make D D
them classmates like them
9. Some kids wish they .
Other kids feel they are
BUT
D D could be a lot better at good enough at sports D D
sports
10. Some kids are happy Other kids wish their
D D with their height and BUT  height or weight were D D
weight different
1. Some kids usually do Other kids often don't
BUT
D D the right thing do the right thing D D
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Really  Sort of Sortof  Really
True True True True
for my child for my child for my child for my child
12. Some kids don't like the Other kids do like the
D D way they are leading BUT  way they are leading [:l I:]
their life their life
13. i
3 Some.z klds. ar'e pretty Other kids can do their
I:I I:I slow in finishing their BUT . |:| I:l
school work quickly
school work
14. Some kids don't have Other kids do have the
D D the social skills to make  BUT  social skills to make D D
friends friends
15. i i
> SO ids thlnk_they Other kids are afraid
could do well at just they might not do well at
|:| |:| about any new sports BUT y mig , |:| D
iy e sports they haven't ever
activity they haven't tried .
tried
before
16. A .
(] [[] somekidswishtheir  Bur boéze'tsfsw'a'keitt:‘:" 1 [
body was different y y
17.
Some kids usually act Other kids often don't
BUT
D D the way they know they act the way they are I:l D
supposed to
are supposed to
18. i
8 S9me kids are happy Other kids are often not
D I:I with themselves as a BUT ) [l D
happy with themselves
person
19. Some kids often forget Other kids can
BUT
D D what they learn remember things easily D D
20. Some kids understand Other kids don't
D D how to get peers to BUT  understand how to get D D
accept them peers to accept them
21. Some kids feel that they Other kids don't feel
D D are better than others BUT thev can olay as well [:’ D
their age at sports y pay
2. ;‘:}’fs‘f’c;‘;d:p‘;":ahr;:‘;g Other kids like their
D D (how they look) was BUT phys!clal appearance the D D
. way it is
different
23. Some kids usually get in Other kids usually don't
D I:I trouble because of BUT  do things that get them |:| D
things they do in trouble
24. D D Some kids like the kind BUY Other kids often wish D D

of person they are

they were someone else
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Really
True

Sort of
True

for my child for my child

Sort of
True

for my child for my child

Really
True

25. D D Some kids do very well Other kids don't do very D D
. BUT _
at their classwork well at their classwork
26. Some kids wish they Other kids know how to
D D knew how to make more  BUT  make as many friends D D
friends as they want
2. In games and sports Other kids usually play
[ BUT
D D §ome kids usually watch rather than just watch D D
instead of play
28. ids wi
:’:r'n“:t:l':gs a‘”t';':n e Other kids like their face
BUT i
D D face or hair looked and hair the way they D D
. are
different
29. Some kids do things Other kids hardly ever
D D they know they shouldn't BUT  do things they know D D
do they shouldn't do
30. Some kids are very -
. Other kids wish they
BUT
D I:] happy being the way ) were different D D
they are
31 Some kids have trouble Other kids almost
D D figuring out the answers  BUT  always can figure out D D
in school the answers
32. Some kids know how to Other kids do not know
D D become popular 8uT how to become popular D D
33. Some kids don't do well Other kids are good at
BUT
D D at new outdoor games new games right away D D
D D Some kids think that BUT t?]?e;:d:otth\';;k tha;to d D D
they are good looking y. Ve
looking
35. Some kids behave Other kids often find it
BUT
D D themselves very well it D D
themselves
36. Some kids are not very I
D D happy with the way they  BUT Other kids think the way D D

do a lot of things

they do things is fine
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APPENDIX D
MOTHERS’ PERCEPTION OF THEIR CHILDREN SCALE

(TURKISH)

Burada bazi climleler bulunmakta ve ilk sayfanin basinda gorebileceginiz gibi
“Cocugunuz Nasil Biri?” yaziyor. Bu soru ile kastettigimiz sey, ¢ocugunuzu nasil
biri olarak algiladiginizdir. Bu bir taramadir, test degildir. Burada dogru ya da yanlig

cevap yoktur.

Oncelikle bu ciimlelerin nasil cevaplandirilmas gerektigini agiklayalim.
Burada, bas tarafta, (a) ile isaretlenmis olan 6rnek bir climle bulunmakta. Bu climle
iki tiir cocuktan bahsediyor ve biz hangi cocugun sizin ¢ocugunuza benzedigini

ogrenmek istiyoruz.

(1) Simdi 6ncelikle ¢ocugunuzun “daha ¢ok disarida oynamay1 tercih eden sol
taraftaki gocuga m1” yoksa “daha ¢ok televizyon izlemeyi tercih eden sag taraftaki
cocuga m1” benzedigine karar vermenizi istiyorum. Heniiz bir sey isaretlemeyin.
Once hangi taraftaki ¢ocuga daha ¢ok benzediginize karar verin ve sonra o taraftaki

climleye gidin.

(2) Simdi, ikinci islem olarak, hangi tiir cocuga daha ¢ok benzedigiyle ilgili olarak
bunun ¢ocugunuz i¢in “kismen mi dogru olduguna” yoksa “tamamen mi dogru

olduguna” karar vermenizi istiyorum.

(3) Her bir ciimle i¢cin yalnizca bir kareyi isaretleyiniz. Isaretlemeleriniz bazen
sayfanin bir tarafinda, bazense sayfanin diger tarafinda olacak. Ancak her bir ciimle
icin yalnizca bir kareyi isaretleyebilirsiniz. Her iki tarafi da isaretlemeyin, sadece

size benzeyen tarafi igaretleyin.
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Cocuguma Cocuguma
Tamamen Kismen

Cocuguma Cocuguma

Kismen Tamamen

Uygun  Uygun Uygun  Uygun
ORNEK CUMLE
(a) Bazi cocuklar, bos Diger ¢ocuklar,
zamanlarinda disarica televizyon izlemeyi
D El (sokakla) oynamayi WA tercih ederler D D
tercih ederler
1. Bazi gocuklar, okul Diger ¢ocuklar,
etkinliklerinde gok fyi kendilerine verilen okul
olduklarini diiginarler etkinliklerini yapip
D D Al yapamayacaklari D D
konusunda
endiselenirler.
2. Bazi gocuklar igin Diger ¢ocuklar igin
|:| D arkadaslik kurmak AMA  arkadaslk kurmak I:I D
zoraur oldukea kolaydr.
35 Bazi gocuklar, her tirld Diger ¢ocuklar, konu
sporu cok iyi yaparlar spora gelince gok iyi
D D AMA olduklarim D D
distinmezler.
4, Bazi cocuklar, Diger ¢ocuklar,
|:| D goriinslerinden AMA  gdrlinislerinden D [:]
memnunaurlar memnun degillerdir.
5. Bazi gocuklar, davranig Diger gocuklar,
bigimlerinden gogu davranis bigimlerinden
D D zaman memnun e genellikle D D
degillerdir memnunduriar.
6. Bazi ¢ocuklar, codu Diger cocuklar,
|:| D zaman kendilerinden ~ AMA  kendilerinden oldukca D D
memnun degillerdir memnunaurlar.
7. Bazi cocuklar, yasitiari Dider cocuklar, yasitiar
kadar akilli olduklarini kadar akilli
I:I I:l diigtnrler AMA olduklarindan emin I:I D

degillerdir ve akilli olup
olmadiklarini merak
ederler.
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Cocuguma Cocuguma Cocuguma Cocuguma
Tamamen Kismen Kismen Tamamen
Uygun  Uygun Uygun  Uygun
8. Bazi cocuklarin ok Diger gocuklarin pek
|:| D sayida arkadasi vardir AMA fazla arkadas! yoktur. D D
9. Bazi cocuklar, sporda Diger ¢ocuklar, sporda
¢ok daha iyi (basarili) zalen yeterince iyi
O [0 Shmepseny ™A Gaamodkan
dastnrler.
10. Bazi ¢ocuklar, Diger gocuklar,
boylarindan ve boylarinin veya
|:| D kilolarindan AMA kilolarinin farkii D D
memnundurlar olmasini isterler.
11. Bazi cocuklar, Diger ¢ocuklar, cogu
D D genellikle dogruolan ~ AMA  zaman dogru olan D D
seyleri yaparlar seyleri yapmazlar.
12. Bazi cocuklar, Diger ¢ocuklar,
strdirdikleri yagam stirdiirdilkleri yasam
|:| D bigiminden memnun AMA bigiminden D |:I
degillerdir memnundurlar.
13. Bazi cocuklar, okul Diger cocuklar, okul
[ [ ekinlikerinibitrmekte AMA etdniiderini gokcabuk ||~ []
oldukea yavastirlar bitirebilirler.
14. Baz cocuklar, daha Diger ¢ocuklanin zaten
D D ¢ok arkadaginin AMA isledikleri kadar ¢ok D D
olmasini isterler arkadag vardir.
15. Baz! ¢ocuklar, daha Diger ¢ocuklar, daha
oénce hi¢ denemedikleri dnce hi¢ denemedikleri
EI D yeni sporlari hemeniyi ~ AMA  sporlari iyi D D
yapabileceklerini yapamayacaklarindan
disanarler cekinirler.
16. Bazi cocuklar, Diger cocuklar,
D [:I vicutlarinin farkls AMA  vicutlarini ofdugu gibi D D
olmasini isterler severler.
17. Bazi gocuklar, Diger ¢ocuklar, cogu
genellikle kendilerinden zaman kendilerinden
O 0O beklendigi gibi AMA * ekiendigi gibi 0 O
davranirlar davranmazlar.
18. Bazi cocuklar, bir birey Diger ¢ocuklar, cogu
(kisi) olarak zaman kendilerinden
D EI kendilerinden AMA memnun degillerdir. D D
memnunaduriar
19. Bazi cocuklar, Diger ¢ocuklar,
D D odgrendikleri seyleri AMA  dgrendiklerini kolayca D D
cogunlukla unuturiar hatirlayabilirler.
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Cocuguma Cocuguma .
Kismen Tamamen

Cocuguma Cocuguma
Tamamen Kismen

Uygun  Uygun Uygun  Uygun
20. Bazi ¢ocuklar, Diger cocuklar.
yapacaklar geyleri her yapacaklari seyleri
I:] D zaman ¢ok sayida AMA  genellikle yainiz D D
arkadas! ile birlikte baslarina yaparlar.
yaparlar
21. Bazi gocuklar, sporda Diger gocuklar, yasitian
diger yasitiarindan kadar iyi
L O Gahapiodwam M oayaieceierin 0 O
disndrler distinmezler.
22. Bazi ¢ocuklar, fiziksel Diger cocuklar, su
gorndslerinin (nasil andaki fiziksel
D D gorinduklerinin) farkh AMA gorantglerinden D |:|
olmasini isterler memnundurlar.
23. Bazi gocuklar, Diger gocuklar,
yaptiklarindan dolay: genellikle baglarini
D D genellikle baglarini AMA belaya sokacak seyler D D
belaya sokarlar yapmazlar.
24. Bazi cocuklar. kendileri Diger ¢ocuklar,
I:] I:] gibi olmaktan AMA  cogunlukla baska biri I:] D
memnundurlar gibi clmay! isterler.
25. Bazi gocuklar, sinif igi Diger cocuklar, sinif ici
[1 [ etnlierde ok AMA  etkinliklerde gok iy 1 [
iyidirler degillerdir.
26. Bazi cocuklar, daha Diger gocuklar, zaten
cok sayida yasiti birgok yasitinin
E] D tarafindan sevilmek AMA kendilerini sevdigini D D
isterler duslndrler.
27. Baz| gocuklar, spor Diger ¢ocuklar, sadece
yapmak ve oyun seyretmek yerine
D D oynamak yerine, AMA  genellikle oynariar. D D
genellikle kenarda
durup seyrederler
28. Baz gocuklar, Diger gocuklar, yuzlerini
ylizlerinin veya ve saglarini oldugu gibi
|:| I:I saglannin oldugundan  AMA  severler. I:I |:|
farkl gériinmesini
isterler
29. Baz| gocuklar, Diger gocuklar,
D D yapmamalari gereken AMA yapmamalari gerektigini I:l D
seyleri bildikleri halde bildikleri seyleri hemen
yaparlar hemen hi¢ yapmazlar.
30. Bazi ¢ocuklar, su Diger gocuklar, farkh
D D andaki durumlarindan ~ AMA  olmayi isterler, D D

cok mutludurlar
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Cocuguma Cocuguma Cocuguma Cocuguma
Tamamen Kismen Kismen Tamamen
Uygun  Uygun Uygun  Uygun
31. Bazi cocuklar, okuldaki Diger ¢ocuklar, hemen
sorulara cevap hemen her zaman
B AMA " cevaplan bulabilirler. EANE
cekerler
32. Bazi cocuklar, diger Diger gocuklar, ok
yasitlan arasinda popller degillerdir.
D D populerdir (herkesge ANA l:] D
taninir)
33. Bazi gocuklar, agik Diger ¢cocuklar, yeni
alanlarda oynanan yeni oyunlarda hemen
D D oyunlarda cok iyi AMA bagarili olurlar. D D
degillerdir
34, Bazi gocuklar, glizel Diger ¢ocuklar, pek de
veya yakisikli glizel veya yakisikli
D D olduklarini dugtnarler AMA olmadiklarini D D
diustndrler.
35. Bazi ¢ocuklar, kimse Diger cocuklar, nasil
soylemeden nasil davranmalar
D D davranmalar AMA  gerekligini bulmakta D D
gerektigini cok iyi genellikle zorlanirlar.
bilirler
36. Bazi cocuklar, Diger cocuklar,
[:] D yaptiklar cogu seyi AMA yaptiklari seylerin [:I I:I

yapma seklinden
memnun degillerdir.

yapihg seklinin iyi
oldugunu dustntrler,
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APPENDIX E

DEMOGRAPHIC INFORMATION FORM FOR MOTHERS

This form is prepared with an aim to gain information regarding your
personal and family life, your gender-related opinions, and your perception of your

child who participates in this study.

Only your answers will be used in this study and the information you provide
will be kept completely confidential. You do not need to provide any information
that will disclose your identity, including your name. There is no right or wrong

answer to any statement. Express your opinion about each statement.

Thank you for participating in this study.
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For the child who participate in this study:
Date of birth:
Gender:

How many children do you have?
Date of birth of your children:
1.

Al

Your current marital status: Married

Your year of birth:

The school you graduated from:

1 __ Primary school

2 Middle school

3 ____ High school

4 ____ Vocational collage (2 years)
5 __ University (4 years)

6 __ Graduate school

7 ____ Others (please

state )

Do you work?
1 Yes, I work.
2 No, I don’t.

If no,

If you have worked before, how long have

you worked?

School:
Public school Private school
Grade:

Gender of your children:

1.Female Male
2.Female Male
3.Female Male
4. Female Male
5.Female Male

Not married
Your husband’s year of birth:

The school your husband graduated from:
1 __ Primary school

2 Middle school

3 ____ High school

4 ____ Vocational collage (2 years)

5 __ University (4 years)

6 __ Graduate school

7

Others (please
state )
If yes,

Your job:

Since what year do you work?

How many hours a week do you work?

What is the total monthly income of the family?

1 Lessthan 2.000
2__ 2000 -3.999
3_ 4000 -5999
4__ 6.000-7.999
5__ 8.000-9999

6 __ More than 10.000

Your child’s previous semester’s point of average:
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APPENDIX F
DEMOGRAPHIC INFORMATION FORM FOR MOTHERS

(TURKISH)

Bu anket yiiriitiilecek olan bir yiiksek lisans tezi kapsaminda hazirlanmistir.
Sorular, kisisel bilgileriniz, aile hayatiniz, cinsiyete bagli kalip yargilariniz ve
arastirmaya beraber katildiginiz cocugunuzla ilgili diistincelerinizle ilgili cesitli

boliimlerden olugsmaktadir.

Bu arastirmada kullanilacak olan sadece cevaplarinizdir ve cevaplariniz
tamamuyla gizli kalacaktir. Adiniz dahil kimliginizi belirleyecek bir bilgi vermenize
gerek yoktur. Sorularin dogru ya da yanlis cevaplar1 yoktur. Cevaplarinizi verirken

sadece kendi goriislerinizi géz 6niinde bulundurunuz.

Bu arastirmaya katildiginiz i¢in tesekkiir ederiz.
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Sizinle beraber bu arastirmaya katilan
cocugunuzun;
Dogum tarihi:
Cinsiyeti:

Toplam ka¢ ¢cocugunuz var?
Cocuklarinizin dogum tarihi:
1.

SNBALD

Su anki medeni durumunuz: Evli
Sizin dogum yilimiz:

En son mezun oldugunuz okul:

1__ Tlkokul

2 Ortaokul

3__ Lise

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

6 Lisans Ustii

7

_____Baska (belirtiniz, )

Su an calistyor musunuz?

1__ Evetise

2 Hayirise

Eger daha once calistiysaniz, hangi yillar
arasinda caligtiniz?

Ailenin toplam aylik geliri ne kadardir?
1__ 2000 ve alt1
2_ 2000 -3.999
3__ 4000 -5.999
4__ 6000 -7999
5__ 8.000-9999
6 10.000 ve iistii

Okulu:
Devlet okulu
Smifi:

Ozel okul

Cocuklarinizin cinsiyeti;

1.Kiz_ Erkek
2.Kiz_ FErkek
3.Kiz_~~ Erkek
4.Kiz_ FErkek
5.Kiz_~ Erkek
Evlidegil ___

Esinizin dogum yili:

Esinizin en son mezun oldugu okul:
1__ TIlkokul

2 Ortaokul

3__ Lise

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

6 Lisans Ustii

7 ___ Bagka (belirtiniz

Isiniz:

Hangi yildan beri caligtyorsunuz?

Haftada kag saat ¢alisiyorsunuz?

Cocugunuzun gecen donem sonu ortalama puani:
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APPENDIX G

HOME-CONTEXT RELATED QUESTIONS FOR MOTHERS

In the following, there are some questions regarding your home-context. Please place

an X which best describes your present home-context situation.

1. In your house, who takes care of the children? (You can select more than one
answer.)

_____ Mother

_____ Father

____ Other relatives (E.g., grandparents, aunt etc.)

__ Nanny

Others (Please state )

2. Who is the decision maker about the child involving in this study? (You can select
more than one answer.)

_____ Only mother

____ Only father

_____ Both mothers and fathers

___ Older siblings

____ Other relatives (E.g., grandparents, aunt etc.)

Others (Please state )
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APPENDIX H
HOME-CONTEXT RELATED QUESTIONS FOR MOTHERS

(TURKISH)

Asagida ev yasaminizla ilgili sorular verilmigtir. Kendi ev yasaminizi diisiinerek

sorularin yanindaki bogluga X isareti koyunuz.

1. Evinizde ¢ocugunuzun bakimiyla en ¢ok kim ilgilenir? (Birden fazla secenek
isaretleyebilirsiniz.)

_____Anne

_____ Baba

_____ Diger akrabalar (Orn., teyze, hala vb.)

____Bakici

Diger (belirtiniz )

2. Bu aragtirmaya beraber katildiginiz cocugunuzla ilgili kararlarda ev i¢inde en
cok kimlerin sozii gecer? (Birden fazla secenek isaretleyebilirsiniz.)

__ Sadece annenin

__ Sadece babanin

____ Hem annenin hem babanin

__ Kardeslerin

Diger akrabalarin (Orn., anneanne, babaanne, dede vb.)

Diger (belirtiniz )
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APPENDIX I

SELF-PERCEPTION PROFILE FOR CHILDREN

We have some sentences here and, as you can see from the top of your sheet
where it says “What I am like”, we are interested in what each of you is like, what
kind of a person you are like. This is a survey, not a test. There are no right or wrong
answers. Since kids are very different from one another, each of you will be putting
down something different.

First, let me explain how these questions work. There is a sample question at
the top, marked (a). I’ll read it out loud and you follow along with me. This question
talks about two kinds of kids, and we want to know which kids are most like you.

(1) So, what I want you to decide first is whether you are more like the kids on the
left side who would rather play outdoors, or whether you are more like the kids on
the right side who would rather watch T.V. Don’t mark anything yet, but first decide
which kinds of kids are most like you, and go to that side of the sentence.

(2) Now the second thing I want you to think about, now that you have decided
which kinds of kids are most like you, is to decide whether that is only sort of true
for you, or really true for you. If it’s only sort of true, then put an X in the box under
Sort of True for me; if it’s really true for you, then put an X in that box, under Really
True for me.

(3) For each sentence, you only check one box. Sometimes it will be on one side of
the page, another time it will be on the other side of the page, but you can only check
one box for each sentence. You do not check both sides, just the one side most like

you.
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What | Am Like

Name Age Birthday [JBoy[] Gid
Month Day (check one)
Really  Sortof Sortof  Really
True True True True
forme forme forme forme
Sample Sentence
a Some kids would rather .
. . Other kids would rather
[0 [ payoudeosinter aor sy 0 O
spare time
1. Other kids worry about
Some kids feel that they whether they can do the
O O alevetylgoodattheir BUT  sehool work assigned to O O
school work them
2. Some kids find it hard to Other kids find it pretfty
|:| D make friends BT easy to make friends |:| D
3. . Other kids don't feel that
D I:I Some!udsdoverywell BUT  they are very good D |:|
at all kinds of sports when it comes to sports
& Some kids are happy ChikeWiia e ok
L U sinthewsyteylook 27 hapoy withhe ey tey O O
5. Some kids often do not Other kids usually like
|:| |:| like the way they behave BuT the way they behave D |:|
6. Some kids are often Other kids are pretty
[] [] unhappywitn BUT  pleased with (] O
themselves themselves
T. Some kids feel like they Other kids aren't so
[:] D are just as smart as BUT  sure and wonder if they [:] [:]
other kids their age are as smart
8. Some kids know how to Other kids don't know
[] [] makecassmatesiike  BUT howto make (1 [
them classmates like them
2. Some kids wish they .
Other kids feel
O O mbealotbeﬁerat BuT goodermghatm 0 [
10. Some kids are happy Other kids wish their
[[] [] withtheirneightand  BUT heightorweightwere [ | [ ]
weight different
1. Some kids usually do Other kids often dont
O O the right thing BUT 4o the right thing O O
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Really  Sortof Sortof  Really
True  True True  True
forme forme forme forme

12. Some kids don't like the Other kids do like the
[:I D way they are leading BUT way they are leading D D

their life their iife

13. Some kids are prefty . .

L ; Other kids can do their
0 O mm“g"‘“ o sdmoolwockc:]uckry 0 O

14, Some kids don't have Other kids do have the
[1 [] tescalskistomake BUT socalskiistomake [ | [ ]

friends friends

15. Some kids think they . .

could do well atjust wﬂmxmm
I:I |:| mme:xm BT sports they haven't ever D EI
tried
before

16. Other kids like their
0 O gomints o0 jmemis 0

17 .

' . Other kids often don't
0 O m:lﬁfﬁziy BuT actmmam 0 O

su
are supposed fo

18. Some kids are happy Other kids are often ot
[:I |:| with themselves as a BUT happy with t ; |:| |:|

person

10. Some kids often forget Other kids can
D D what they leam BT remember things easily D D

2. Some kids understand Other kids don't
[] [] howtogetpeersto  BUT understandhowtoget [ | [ ]

accept them peers to accept them

2. Some kids feel that they . )

[:] |:| are befter than others ~ BUT Otherhdsdmtfew:l" |:] D
their age at sports they can play as

2 m:‘f"s""‘e" Other ids ke thei
[ (howtheylook)was D) Prysical appearance the 0 O

different wayitis

A, Some kids usually get in Other kids usually don't
[] [] towebecasect  BUT dothingsthatgetthem [ | [ |

things they do in trouble

24 Some kids like the kind Other kids often wish
D D of person they are they were someone else I:I D
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Really  Sortof

HH
g
:

-
5

Sortof ~ Really

True

True

forme forme

25. Some kids do very well Other kids don't do very
D D at their classwork well at their classwork D D
26. Some kids wish they Other kids know how to
|:| D fl:?:n\wdshmmtomakemcre Mmee;snznyﬁiends I:I |:|
as wal
27. In games and sports Other kids
D D :“°‘"e| k'dsld :yﬂymtm mﬁ\ammmzlay D D
28. Some kids wish . .
. . Other kids like their face
something about their .
D D faoeor"rzrlooked :hanrthemymey D D
different
2. Some kids do things Other kids hardly ever
[] [] theyknowtheyshouidnt do things they know (1 [
do they shouldn’t do
o SN SikiS e vexy Other kids wish they
O O rapy beng the ey wero difforant O O
3. Some kids have trouble Other kids almost
in answers
32. D D Some kids know how to Other kids do not know D D
become popular how to become popular
13, D D Some kids don't do well Other kids are good at D D
at new outdoor games new games right away
A Some kids think that Other kids think that
D D they are good looking t;;(y_avenaverygood D D
ing
35. . Other kids often find it
D D t?1omekldsbehave hard to behave I:I D
very vel themselves
. SRS SiES 90 ok very Other kids think th

do a lot of things
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APPENDIX J
SELF-PERCEPTION PROFILE FOR CHILDREN

(TURKISH)

Burada bazi ciimleler bulunmakta ve ilk sayfanin basinda gorebileceginiz gibi
“Ben Kimim” yaziyor. Bu soru ile kastettigimiz sey her birimizin kim oldugu veya
ne tiir bir kisi oldugunuzdur. Bu bir taramadir, test degildir. Burada dogru ya da
yanlig cevap yoktur. Her ¢ocuk, bir digerinden farkli oldugu i¢in, climlelere her
birinizin farkli cevaplar vermesi dogaldir.

Oncelikle bu ciimlelerin nasil cevaplandirilmas: gerektigini agiklayalim.
Burada, bas tarafta, (a) ile isaretlenmis olan 6rnek bir climle bulunmakta. Bu climleyi
yiiksek sesle okuyacagim. Liitfen benimle birlikte takip edin. Bu climle iki tiir

cocuktan bahsediyor ve biz hangi cocugun size benzedigini 6grenmek istiyoruz.

(1) Simdi 6ncelikle “daha ¢ok disarida oynamayi tercih eden sol taraftaki cocuga m1”
yoksa “daha ¢ok televizyon izlemeyi tercih eden sag taraftaki cocuga m1”
benzediginize karar vermenizi istiyorum. Heniiz bir sey isaretlemeyin. Once hangi
taraftaki cocuga daha ¢ok benzediginize karar verin ve sonra o taraftaki climleye

gidin.

(2) Simdi, ikinci islem olarak, hangi tiir gocuga daha ¢ok benzediginizle ilgili olarak
bunun sizin i¢in “kismen mi dogru oldugu” yoksa “tamamen mi/ger¢ekten mi sizin

icin dogru olduguna karar vermenizi istiyorum.

(3) Her bir ciimle i¢in yalnizca bir kareyi isaretleyiniz. Isaretlemeleriniz bazen
sayfanin bir tarafinda, bazense sayfanin diger tarafinda olacak. Ancak her bir ciimle
icin yalnizca bir kareyi isaretleyebilirsiniz. Her iki tarafi da isaretlemeyin, sadece

size benzeyen tarafi isaretleyin.
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Bana Bana Bana Bana

Tamamen Kismen Kismen Tamamen
Uygun  Uygun Uygun  Uygun
ORNEK CUMLE
(a) Bazi cocuklar, bos Diger cocuklar,
zamanlarinda disarida televizyon izlemeyi
D D (sokakta) oynamay! AMA tercih ederler |:| D
tercih ederler
1. Bazi gocuklar, okul Diger cocuklar,
etkinliklerinde ok iyi kendilerine verilen okul
olduklarini distinrler etkinliklerini yapip
D D A yapamayacaklari D D
konusunda
endiselenirler.
2. Bazi gocuklar igin Diger cocuklar igin
D D arkadaslik kurmak AMA arkadaglik kurmak |:| D
zordur oldukga kolaydir.
3. Bazi gocuklar, her tirll Diger cocuklar, konu
sporu ¢ok iyi yaparlar spora gelince ¢ok iyi
D |:| e olduklarini |:| D
distinmezler.
4, Bazi cocuklar, Diger cocuklar,
D D gbriinlslerinden AMA  gérinslerinden |:| D
memnundurlar memnun degillerclir.
51 Bazi gocuklar, davranis Diger cocuklar,
bicimlerinden ¢ogu davranis bigimlerinden
D |:| zaman memnun b genellikle |:| D
degillerdir memnundurlar.
6. Bazi cocuklar, gogu Diger cocuklar,
D D zaman kendilerinden ~ AMA  kendilerinden oldukca |:| D
memnun degillerdlir memnundurlar.
7. Bazi gocuklar, yasitlari Diger cocuklar, yasitiari
kadar akilli olduklarini kadar akilll
dlisindrler olduklarindan emin
0[O AMA " Segillerdir ve akili olup 0[O
olmadiklarini merak
ederler.
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Bana Bana
Tamamen Kismen
Uygun  Uygun

Bana Bana
Kismen Tamamen
Uygun  Uygun

Bazi ¢ocuklarin ok

Diger ¢ocuklarin pek

égrendikleri seyleri
cogunlukla unuturlar

AMA

6grendiklerini kolayca
hatirlayabilirler.

D |:| sayida arkadas! vardir AMA fazla arkadas! yoktur. D D
9. Bazi gocuklar, sporda Diger ¢ocuklar, sporda
cok daha iyi (basaril) zaten yeterince iyi
|:| |:| olabilmeyi isterler AMA (basaril) olduklarini |:| |:|
dustndrler.
10. Bazi ¢ocuklar, Diger gocuklar,
boylarindan ve boylarinin veya
D |:| kilolarindan AMA kilolarinin farkli D D
memnundurlar olmasini isterler.
11. Bazi ¢ocuklar, Diger ¢ocuklar, cogu
D |:| genellikle dogru olan AMA  zaman dogru olan D |:|
seyleri yaparlar seyleri yapmazlar.
12. Bazi gocuklar, Diger ¢ocuklar,
strdUrdikleri yasam strdUrdikleri yagam
D |:| bigiminden memnun AMA biciminden D D
degillerdir memnundurlar.
13. Bazi cocuklar, okul Diger gocuklar, okul
[] [] etinlikterini bitimekie  AMA etkinliklerini gokgabuk | | [ ]
oldukga yavastirlar bitirebilirler.
14, Bazi ¢ocuklar, daha Diger ¢ocuklarin zaten
D |:| ¢ok arkadasinin AMA istedikleri kadar cok |:| |:|
olmasini isterler arkadas! vardir.
15. Bazi ¢ocuklar, daha Diger cocuklar, daha
énce hi¢ denemedikleri dnce hic denemedikleri
D |:| yeni sporlari hemeniyi ~ AMA  sporlari iyi D |:|
yapabileceklerini yapamayacaklarindan
dustindrler cekinirler.
16. Bazi ¢ocuklar, Diger ¢ocuklar,
D |:| vicutlarinin farkli AMA  vicutlarini oldugu gibi D D
olmasini isterler severler.
17. Bazi gocuklar, Diger ¢ocuklar, gogu
genellikle kendilerinden zaman kendilerinden
D |:| beklendigi gibi il beklendidi gibi D |:|
davranirlar davranmazlar.
18. Bazi gocuklar, bir birey Diger gocuklar, ¢cogu
(kisi) olarak zaman kendilerinden
D |:| kendilerinden AMA memnun degillerdir. D D
memnundurlar
19. Bazi gocuklar, Diger ¢ocuklar,
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Bana Bana
Tamamen Kismen

Bana

Bana

Kismen Tamamen

Uygun  Uygun Uygun  Uygun
20. Bazi ¢ocuklar, Diger cocuklar,
yapacaklari seyleri her yapacaklari seyleri
D |:| zaman ¢ok sayida AMA  genellikle yalniz |:| D
arkadas! ile birlikte baglarina yaparlar.
yaparlar
21. Bazi gocuklar, sporda Diger gocuklar, yasitlari
diger yasitiarindan kadar iy
D D daha iyi olduklarini Al oynayabileceklerini |:| |:|
disintrler diistinmezler.
22. Bazi gocuklar, fiziksel Diger gocuklar, su
gérinUslerinin (nasil andaki fizikse
|:| |:| grtindiklerinin) farkl AMA gorintslerinden |:| |:|
olmasini isterler memnundurlar.
23. Bazi gocuklar, Diger cocuklar,
yaptiklarindan dolay! genellikle baslarin
D D genellikle baslarini ALK belaya sokacak seyler |:| D
belaya sokarlar yapmazlar.
24. Bazi gocuklar, kendileri Diger gocuklar,
D I:l gibi olmaktan AMA  cogunlukla baska biri |:| D
memnundurlar gibi olmays isterler.
25. Bazi ¢ocuklar, sinif ici Diger cocuklar, sinif igi
[] []  etkinliklerde cok AMA  etkinliklerde gok iyi [] []
iyiclirler degillerdir.
26. Bazi gocuklar, daha Diger ¢ocuklar, zaten
cok sayida yasiti birgok yasitinin
|:| |:| tarafindan sevilmek AMA kendilerini sevdigini |:| |:|
isterler disdndrler.
27. Bazi gocuklar, spor Diger ¢ocuklar, sadece
yapmak ve oyun seyretmek yerine
D D oynamak yerine, AMA  genellikle oynarlar. |:| |:|
genellikle kenarda
durup seyrederler
28. Bazi gocuklar, Diger cocuklar, yizlerini
ylzlerinin veya ve saglarini oldugu gibi
D D saclarinin oldugundan ~ AMA  severler. |:| D
farkli gérinmesini
isterler
29. Bazi ¢ocuklar, Diger cocuklar,
yapmamalari gereken yapmamalari gerektigini
NN seyleri bildikleri haide "M bildikleri seyleri hemen 0 O
yaparlar hemen hi¢ yapmazlar.
30. Bazi gocuklar, su Diger gocuklar, farkli
|:| |:| andaki durumlarindan ~ AMA  olmayi isterler. |:| |:|

cok mutludurlar
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Bana Bana
Tamamen Kismen
Uygun  Uygun

Bana

Bana

Kismen Tamamen

Uygun

Uygun

31. Bazi gocuklar, okuldaki Diger cocuklar, hemen
sorulara cevap hemen her zaman
|:| |:| bulmakta zorluk A cevaplari bulabilirler. |:| |:|
cekerler
32. Bazi ¢ocuklar, diger Diger ¢ocuklar, cok
yasitlar arasinda popiler degillerdir.
|:| |:| poplilerdir (herkesce AMA D D
taninir)
33. Bazi ¢cocuklar, acik Diger cocuklar, yeni
alanlarda oynanan yeni oyunlarda hemen
|:| |:| oyunlarda ¢ok iyi A basarili olurlar. |:| |:|
degillerdir
34. Bazi gocuklar, glizel Diger cocuklar, pek de
veya yakisikli glizel veya yakigikl
|:| |:| olduklarini diigtintirler AMA olmadiklarini D [l
distnrler.
35. Bazi ¢cocuklar, kimse Diger cocuklar, nasil
sOylemeden nasi davranmalari
|:| |:| davranmalari AMA  gerektigini bulmakta |:| |:|
gerektigini cok iyi genellikle zorlanirlar.
bilirler
36. Bazi gocuklar, Diger cocuklar,
|:| |:| yaptiklari cogu seyi AMA yaptiklari seylerin D I:l

yapma seklinden
memnun degillerdir.

yapilis seklinin jyi
oldugunu digtindrler.

134




APPENDIX K

HOME-CONTEXT RELATED QUESTIONS FOR CHILDREN

In the following, there are some questions regarding you and your family. Please

place an X which best describes your present home-context situation.

1. In your house, who takes care of you and your siblings? (You can select more than
one answer.)

_____ Mother

_____ Father

____ Other relatives (E.g., grandparents, aunt etc.)

__ Nanny

___ Others (Please state )

2. In your house, who makes the decisions about you and your siblings? (You can
select more than one answer.)

_____ Only mother

____ Only father

_____ Both mothers and fathers

__ Older siblings

____ Other relatives (E.g., grandparents, aunt etc.)

Others (Please state )
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APPENDIX L
HOME-CONTEXT RELATED QUESTIONS FOR CHILDREN

(TURKISH)

Asagida seninle ve ailenle ilgili baz1 sorular verilmistir. Sorularin yanlarinda

gordiiglin bosluga X isareti koyarak cevaplayabilirsin.

1. Evinizde senin ve kardeslerinin bakimiyla en ¢ok kim ilgilenir? (Birden fazla
secenek isaretleyebilirsin.)

____Anne

____ Baba

____ Diger akrabalar (Orn., anneanne, dede, hala vb.)

_____ Bakia

____ Diger (belirtiniz )

2. Evinizde seninle ve kardeslerinle ilgili kararlar verilirken en ¢ok kimlerin sozii
gecer? (Birden fazla segenek isaretleyebilirsin.)

____Sadece annenin

____Sadece babanin

_____ Hem annenin hem babanin

_ Kardeslerin

____ Diger akrabalarin (Orn., anneanne, dede, hala vb.)

Diger (belirtiniz )
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APPENDIX M

INFORMED CONSENT

The institution supporting for this study: Bogazici Universitesi

The name of the study: Gender Stereotypes and Middle-School Children’s Self-
Perception: A Comparison of Mothers’ and Children’s Reports

Project Coordinator: Assist. Prof. Nihal Yeniad & Assist. Prof. Bengii Borkan
E-mail address: nihal.yeniad@boun.edu.tr & bengu.borkan@boun.edu.tr
Telephone: 0212 359 65 74 & 0212 359 46 14

The name of the researcher: Elif Ozen

E-mail address: ozenelif@ymail.com

Telephone: 0534 513 74 47

Dear Parents,

A study called Gender Stereotypes and Middle-School Children’s Self-
Perception: A Comparison of Mothers’ and Children’s Reports is conducted by Elif
Ozen, a Master’s student in the Guidance and Psychological Counseling Program at
Bogazici University under the supervision of Assist. Prof. Nihal Yeniad and Assist.
Prof. Bengii Borkan. In this study, the relationship between mothers’ and children’s
gender stereotypes, mothers’ perception of their children and children’s self-
perception is investigated.

We need your participation to carry out this study. This study attempts to
understand the factors influencing children’s self-perception and, in particular the
role of mothers in this perception. Thus, this study might improve our understanding
of the children’s self-perception and so, might help them to develop their sense of
competence. If you agree to participate in this study, you and your child will fill out a
questionnaire. It was consisted of questions regarding you and your home-context
(e.g., demographic information), your perception of your children and your beliefs
regarding girls and boys. The scales take approximately 15 minutes. With your
approval, your children will be asked for their consent. Through this approval, your
children will asked to fill out a similar questionnaire.

This study is conducted for completely scientific reasons and the information
you provide will be kept completely confidential. In order to match your and your
children’s questionnaires, an ID number will be given. All the questionnaires will be
collected in a locked cabinet and will be destroyed after the study is finalized.

Your participation in this study depends completely on your own volition.
We will not pay you in the end. This questionnaire does not contain any personal
inconveniences. You and your child may decide to withdraw from this study at any
point.

For further questions related to this study, you may contact Assist. Prof. Nihal
Yeniad (Telephone: 0212 359 69 02, Address: Bogazi¢i University, Faculty of
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Education, 34342 Bebek, Istanbul). If you agree to participate in this research, please
sign this form and return it to school in a closed envelope through your child’s help.

I, (name of the participant), ..........ccceeeeveeriierieeieenienie e , have read this
form, and understood the scope and requirements of this study. I am fully aware of
my right to ask any question. I understand that my child and I withdraw from this
study at any point. I agree that the information I provide will be used for educational
purposes.

I voluntarily agree to participate and agree my child to participate in these conditions
without any pressure or coercion.

I do not want to take or I take a copy of this form (in this case the researcher keeps
this copy).

MOthers” ID: oot

SIgNature: .......ccoovveevieeiieieee e
Date: ......... Joveervannn TS
Child’s ID: ..oeeeiiiiiiee e
SIgNature: .......ccooeveevieeiieiiee e
Date: ......... Joveervannn [ovoeiveanans

Name and Surname of the Researcher: Elif Ozen
SIgNature: .......ccoeevveeiieeiieeeee e
Date: ......... [oveeeaann. [,
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APPENDIX N
INFORMED CONSENT

(TURKISH)

Aragtirmay1 destekleyen kurum: Bogazigi Universitesi

Arastirmanin adi: Ortaokulda Cinsiyetci Kalip Yargilar ve Benlik Algisi: Anne ve
Cocuklarin Bildirimlerinin Karsilastirilmast

Proje Yiiriitiiciisti: Yrd. Dog. Dr. Nihal Yeniad & Yrd. Dog. Dr. Bengii Borkan
E-mail adresi: nihal.yeniad@boun.edu.tr & bengu.borkan@boun.edu.tr

Telefonu: 0212 359 65 74 & 0212 359 46 14

Arastirmacinin adi: Elif Ozen

E-mail adresi: ozenelif@ymail.com

Telefonu: 0534 513 74 47

Saym Veli,

Bogazici Universitesi Egitim Bilimleri boliimii 6gretim iiyesi Yrd. Dog. Dr.
Nihal Yeniad ve Yrd. Dog. Dr. Bengii Borkan gézetiminde yiiksek lisans
ogrencilerinden Elif Ozen, “Ortaokulda Cinsiyet¢i Kalip Yargilar ve Benlik Algist:
Anne ve Cocuklarin Bildirimlerinin Karsilastirilmast” isimli bilimsel bir aragtirma
projesi ylriitmektedir. Bu ¢calismada annelerin ve ¢ocuklarinin kiz ve erkek
ogrencilere dair inanislarinin, annelerin ¢ocuklarini nasil algiladig: ve ¢cocuklarin
benlik algilar1 arasindaki iliski incelenecektir.

Bu arastirmada bize yardimei olmaniz arastirmanin gergeklestirilmesi i¢in
elzemdir. Bu ¢aligsmayla ¢ocuklarin benlik algilarini etkileyen faktorler ve 6zellikle
de annelerin bu algidaki rolii anlasilmaya ¢alisilacaktir. Bu sayede ¢ocuklarimizi
daha iyi anlamamiz ve onlara kendi yeterlilik algilarin1 gelistirmeleri i¢in yardimct
olmamizi saglayabilecegi diisliniilmektedir. Bu aragtirmaya katilmay1 kabul ettiginiz
takdirde, sizden ve ¢ocugunuzdan bir anket doldurmanizi rica edecegiz. Bu ankette,
sizin hakkinizda olan ev yasaminiz (6rn., demografik bilgiler) ve cocugunuzun
benlik algisina dair diistincelerinizin yani sira kiz ver erkek 6grencilerin farkl
alanlardaki yeteneklerine dair goriisleriniz hakkinda sorular bulunmaktadir. Bu
anketi doldurmak en fazla 15 dakikaniz1 alacaktir. Sizden gelen onayla birlikte
cocugunuzdan da arastirmaya katilimina dair onay1 alinacaktir. Alinan onayla
beraber, cocugunuza sizin doldurdugunuz anketlerin benzeri anketler uygulanacaktir.

Bu aragtirma bilimsel bir amacla yapilmaktadir ve katilimer bilgilerinin
gizliligi esas tutulmaktadir. Anketlerde sizin ve ¢ocugunuzun anketlerini
eslestirebilmemiz amaciyla isimleriniz yerine bir ID numarasi kullanilacaktir.
Anketlerin tamamu arastirma projemiz siiresince kilitli bir dolapta muhafaza edilip
arastirma sona erdiginde yok edileceklerdir.

Caligmaya katilim goniilliilik esasina dayalidir. Katilimiz karsiliginda size bir
o0deme yapilmayacaktir. Yapilacak uygulama kisisel rahatsizlik verecek sorulari
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icermemektedir. Fakat siz ve ¢ocugunuz kendinizi rahatsiz hissetmeniz durumunda
uygulamay1 yarida birakma hakkina sahipsiniz.

Aragtirma projesi hakkinda daha fazla bilgi almak istediginiz takdirde liitfen
Bogazici Universitesi Egitim Bilimleri Boliimii Ogretim Uyesi Yrd. Dog. Dr. Nihal
Yeniad ile temasa geciniz (Telefon: 0212 359 65 74, Adres: Bogazigi Universitesi,
Egitim Fakiiltesi, 34342 Bebek, Istanbul). Eger bu arastirma projesine katilmasini
kabul ediyorsaniz, liitfen bu formu imzalayip kapal bir zarf igerisinde bize
cocugunuz yardimiyla geri yollayim.

Ben, (katilimcimin adi) .....c.ooooeeiiiiiiiiiiiie , yukaridaki metni okudum
ve katilmam istenen ¢alismanin ne amagla yapildigini ve kapsaminin ne oldugunu,
goniillii olarak yapmam beklenenleri tamamen anladim. Calisma hakkinda soru
sorma imkanim oldugunun farkindayim. Bu ¢aligmay1, ben ve ¢ocugum istedigimiz
zaman ve herhangi bir neden belirtmek zorunda kalmadan birakabilecegimizi ve
biraktigimiz takdirde herhangi bir olumsuzluk ile karsilasmayacagimizi anladim.
Verdigim bilgilerin egitim amagl kullanilmasini kabul ediyorum.

Bu kosullarda s6z konusu aragtirmaya goniillii olarak, higbir baski ve zorlama
olmaksizin katilmay1 ve ¢ocugumun katilmasini kabul ediyorum.

Formun bir 6rnegini aldim / almak istemiyorum (bu durumda aragtirmact bu kopyay1
saklar).

Veli Kodu: ..o,

IMZASI: oo

Tarih: ......... [ [ovoiiinenn

Cocuk Kodu: ....cceeevvieecieeecieeeciecee
TMZASL: oo
Tarih: ......... [oveeaaann, [oeeeeeeaaan,

Aragtirmacinin Adi-Soyadi: Elif Ozen
IMZa: oo
Tarih: ...../ecccoo i,
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APPENDIX O

ETHICS COMMITTEE APPROVAL

T.C.
BOGAZIiCi UNiVERSITESI

Insan Arastirmalar1 Kurumsal Degerlendirme Alt Kurulu

=5 2q/09 - Lo/ 3 Mart 2017

Elif Ozen

Egitim Bilimleri Bolimii

Sayin Arastirmaci,

"Ortaokulda Cinsiyete Bagh Kalip Yargilarm Yeterlilik Algis1 Uzerindeki Etkisi: Anne ve
Cocuklarin Bildirimlerinin Karsilastirilmasi” baslikli projeniz ile ilgili olarak yaptiginiz SBB-
EAK 2017/6 sayili bagvuru INAREK/SBB Etik Alt Kurulu tarafindan 3 Mart 2017 tarihli

toplantida incelenmis ve uygun bulunmustur.

Saygilarimizla,

Insan Arastirmalar1 Kurumsal Degerlendirme Alt Kurulu

>

Dog. Dr. Ebru Kaya Yrd. Dog. Dr. Inci Ayhan

Yrd. Dog. Dr. Giil Sosay Yrd. Dog. Dr. Mehmet Nafi Artemel
}” I
Y

Yrd. Dog. Dr. Bengii Bérkan

mg o
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APPENDIX P
PERMISSION FROM NATIONAL EDUCATION

DIRECTORATE OF THE PROVINCE

T.C.
ISTANBUL VALILIiGI
il Milli Egitim Miidiirliigii

Sayi :59090411-44-E.5969774 28.04.2017
Konu: Anket ve Arastirma {zin Talebi

Saym: Elif OZEN

Iigi: a) 18.04.2017 tarihli dilekgeniz.
b) Valilik Makaminin 26.04.2017 tarih ve 5820585 say1li oluru.

"Ortaokullarda Cinsiyete Bagh Kalip Yargilarmin Yeterlilik Algis1 Uzerindeki
Etkisi: Anne ve Cocuklarin Bildirimlerinin Karsilagtirilmasi" konulu teziniz hakkindaki
ilgi (a) dilekge ve ekleri ilgi (b) valilik onayi ile uygun goriilmiistiir.

Bilgilerinizi ve s6z konusu talebiniz; bilimsel amag disinda kullanmamasi, uygulama
sirasinda bir 6rnegi miidiirligiimiizde muhafaza edilen miihiirlii ve imzah veri toplama
araclarimin uygulanmasi, katilincilann goniilliiliik esasina goére segilmesi, aragtirma sonug
raporunun miidiirligimiizden izin alinmadan kamuoyuyla paylasilmamas: kosuluyla, gerekli
duyurunun aragtirmaci tarafindan yapilmasi, okul idarecilerinin denetim, gbzetim ve
sorumlulugunda, egitim-6gretimi aksatmayacak sekilde ilgi (b) Valilik Onayr dogrultusunda
uygulanmas: ve islem bittikten sonra 2 (iki) hafta i¢inde sonugtan Miidiirliigtimiiz Strateji
Gelistirme Boliimiine rapor halinde bilgi verilmesini rica ederim.

Harun TUYSUZ
Midiir a.
Miidiir Yardimeist
EK:1- Valilik Onay1
2- Olgekler
il Milli Egitim Miidtirligii Binbirdirek M. Imran Oktem Cad. A. BALTA VHKI
No:1 Eski Adliye Binasi Sultanahmet Fatib/Istanbul Tel: (0 212) 455 04 00-239
E-Posta: sgb34@meb.gov.tr Faks: (0 212)455 06 52

Bu evrak giivenli elektronik imza ile imzalanmgtir. http:/evraksorgu.meb.gov.tr adresinden 4187-ccad-3108-a590-alac kodu ile teyit edilebilir.
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T.C,
ISTANBUL VALILiGI
11 Milli Egitim Miidiirligi

Sayr : 59090411-20-E.5820585 26/04/2017
Konu: Anket ve Aragtirma Izin Talebi

VALILIK MAKAMINA

figi: a) 18.04.2017 tarihli dilekge.
b) MEB. Yen. ve E§. Tek. Gn Md. 07.03.2012 tarih ve 3616 sayili 2012/13 nolu gen.
¢) Milli Egitim Aragtirma ve Anket Komisyonunun 24.04.2017 tarihli tutanag:.

Bogazigi Universitesi Egitim Bilimleri Enstitiisii yiksek lisans ogrencisi Elif
OZEN'in "Ortaokullarda Cinsiyete Bagh Kahp Yargilarmin Yeterlilik Algis1 Uzerindeki
Etkisi: Anne ve Cocuklarm Bildirimlerinin Kargilagtirimasi” konulu tezi kapsaminda,
ilimiz Beyoglu, Bagcilar, Uskiidar, Sancaktepe, Basaksehir, Kadikdy ve Cekmekdy
ilcelerinde bulunan ortaokullarda Ggrenim goren Ggrenci ve dgrencilerin annelerine; anket
uygulama istemi hakkmdaki ilgi (a) dilekge ve ekleri Miidiirliigiimiizee incelenmistir.

Aragtirmacinin; s6z konusu talebi; bilimsel ama¢ disinda kullanilmamasi, uygulama
sirasinda bir rnegi miidiirliigiimiizde muhafaza edilen miihiirlii ve imzali veri toplama
araglarmin uygulanilmasi, katiimeilarin goniilliiliik esasina gore secilmesi, arastirma
sonu¢ raporunun miidiirliigiimiizden izin almmadan kamuoyuyla paylasiimamasi
kosuluyla, okul idarelerinin denetim, gozetim ve sorumlulugunda, egitim-6Zretimi
aksatmayacak sekilde ilgi (b) Bakanhk emri esaslar1 dahilinde uygulanmasi, sonugtan
Miidiirliigiimiize rapor halinde (CD formatinda) bilgi verilmesi kaydiyla
Mildiirligimiizce uygun gorilmektedir.

Makamlarmizca da uygun gériilmesi halinde olurlarimza arz ederim.
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