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ABSTRACT 

The aim of the present study was to investigate the 

short-term effects of the Home Intervention Program on the 

cognitive development of children from disadvantaged 

backgrounds. 

The Home Intervention Program was aimed at 

enriching children from economically disadvantaged 

backgrounds by means of mother training. It had two main 

components which are: a) a series of activities designed 

to help to foster cognitive development of children 

(HIPPY), b) another series of activities designed to help 

mothers to improve the child's social and personality 

development. 

In 1991 the program went through some changes 

especially the part which aimed cognitive development of 

children was redeveloped and put into application. 

Although the short and long-term effects of the 

initial program were investigated previously, no research 

was done to test the effectiveness of the recently 

developed cognitive part of the program. Hence, this 

study looked at the comparative program effectiveness 

on a randomly selected experimental group of 40 children 

and their matched controls from three low income areas of 

Istanbul, namely Kaglthane, Sarlyer and Besiktas. 
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The hypothesis of the study was that children whose 

mothers attended the Home Intervention Program would 

perform better on all the measures utilized compared to 

children whose mothers did not attend any kind of program. 

Comparison of the experimental and control groups was done 

by utilizing t-test analysis. Moreover. comparison of the 

three experimental groups was carried out by means of 

analysis of variance (One-way ANOVA) . 

Results of the t-test analyses showed significant 

differences between the two groups on all measures. That 

is. children whose mothers attended the Home Intervention 

Program performed better on the WAT. Simple Classification 

Task. Multiple Classification and the Vocabulary subtest 

of the WISC-R compared to control group. Hence. the 

hypothesis of the study was confirmed by the findings. 

Comparison of the three experimental groups to 

investigate whether there would be differences between 

them indicated that. there was a significant difference 

between the three experimental groups only on Multiple 

Classification Task. 
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~ZET 

Bu calIsmanIn amaCI Anne-Cocuk Egitim Programl' nIn 

elverissiz sartlardan gelen cocuklarln bilissel gelisimi 

Uzerindeki kIsa sUreli etkilerini arastIrmaktI. 

Bu programln amaCI elverissiz sartlardan gelen 

cocuklarln gelisimini anne-egitimi yoluyla desteklemektir. 

Program iki ana bollimde olusmaktadIr : a) cocugun bilissel 

gelisimini amaclayan bir seri etkinlikler b) cocugun 

sosyal ve kisilik gelisimini amaclayan etkinlikler. 

1991 YIllnda bu program baZI degisikliklere ugramIS 

ozellikle cocugun bilissel gelisimini amaclayan bollim 

yeniden gelistirilmistir. 

Degisiklik yapIlmadan once programln Klsa ve uzun 

sUreli etkileri incelenmis olmasIna ragmen, yeni 

gelistirilmis olan ve cocugun bilissel gelisimini 

amaclayan programln etkileri arastlrllmamlstlr. Nihayet 

bu callsma, yeni gelistirilmis olan cocugun bilissel 

gelismini amaclayan programln etkilerini arastIrmlstlr. 

orneklem !stanbul'un Kaglthane, Sarlyer ve Besiktas 

semtlerinin dUsUk gelirli bolgelerinden secilmis olan 40 

cocuk ile bunlarla eslestirilen kontrol grubundan 

olusmaktadlr. Annesi egitinl programlna devam etmis olan 
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eocuklar bilissel gelisimi oleen oleeklerde annesi hiebir 

egitim programlna devam etmemis olanlara gore daha 

basarlll olacaklardlr beklentisi eallsmanln hipotezini 

olusturmaktaydl. 

Deney ve kontrol gruplarl t-testleri kullanllarak 

birbirleriyle bUtUn oleekler iein karSllastlrllmlslardlr. 

Ayrlca, Ue deney grubu da tek-yonlU varyans analizi 

kullanllarak birbirleriyle karSllastlrllmlslardlr. 

Bulgular iki grubun performanslarlnln bUtUn 

olemelerde belirgin bir sekilde farkll oldugunu 

gostermistir. Yani, annesi egitim programlna devam etmis 

olan cocuklar Wechsler Analitik VclU, Slnlflama Becerileri 

Testi. Coklu Slnlflama ve Wechsler Cocuklar icin Zeka 

oleegi'nin SozcUk Dagarclgl alttestinde kontrol grubuna 

gore daha basarlll bulunmuslar ve bulgular hipotezi 

desteklemistir. 

Deney gruplarl araslnda farkllllk olup olmadlglnl 

arastlran karSllastlrmalar sonucunda, sadece Coklu 

Slnlflama Becerileri Testi icin belirgin bir farkllllk 

bulunmu$tur. 
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I. INTRODUCTION 

A. Importance of Early Childhood Education Programs 

There are various reasons to invest in the early 

childhood education programs. 

1 

The obligation to protect a child's human rights is 

one of the most important reasons to invest in programs 

which enhance early childhood development. Protection of 

children's rights implies that all children in the world 

have a right to develop to their full potential (Myers. 

1992). Early childhood education programs have been 

reported as a means by which children improve their 

abilities fully for a more productive and personally 

satisfying life (Weikart. 1984). 

Since the transmission of social and moral values 

begin in the early years of life. early childhood 

education programs play an important role in transmission 

of cultural values in these years. That is. moral and 

social capacities of children are also enhanced by these 

programs (Myers. 1992). 

Better physical and mental capacity that is 

provided by early childhood development programs lead to 

better performance in schooling. This helps to build 
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skills like the ability to organize knowledge into 

meaningful categories, to transfer knowledge from one 

situation to another and to be more selective in the use 

of information. Those children who are exposed to early 

childhood development programs reach primary school better 

prepared and make better use of the school (Rogoff, 1980; 

Triandis, 1980; cited in Myers, 1992). Similarly, 

Schweinhart (1984) points out that the best documented 

immediate ~ffect of early childhood education programs is 

an improvement in the child's intellectual performance. 

This increase in intellectual performance provides a good 

start in the early years and helps children in adapting to 

the highly demanding school setting in later years. Thus, 

early education and development programs enable the child 

to perform better in his/her first scholastic tasks. 

In turn, children realize that they have the capacity for 

better scholastic performance and develop a stronger 

commitment to schooling. Similary, teachers recognize 

their better scholastic performance and develop high 

expectations for the child. Hence, improved intellectual 

ability evokes commitment of children to schooling and the 

rewarding by teachers which lead to improved scholastic 

placement of the child. Consequently, commitment to 

schooling by the child and scholastic placement together 

affect scholastic achievement which lead to scholastic 

attainment (Berrueta-Clement, 1984). 

Moreover, there are economic benefits of early 
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childhood development programs. These programs provide 

quality labor. new and better job opportunities for women 

since they lose less worktime and have proper care 

opportunities for their children (Galinsky. 1986; cited in 

Myers. 1992). 

Investment in health. nutrition. and psychosocial 

development during the early years can also bring cost 

savings by improving education through reductions in drop 

out rates and repetitions and also by reducing health 

costs and the need for remedial programs. 

Furthermore. investments in early childhood 

development programs can help to modify inequalities 

rooted in poverty and discrimination since such programs 

provide equal opportunities for disadvantaged children in 

the start of schooling. Thus. early education and 

development programs become effective in preventing the 

developmental deficits that are common among culturally 

disadvantaged children. 

B. The Role of the Environment and the Early Ages in the 

Cognitive Development of Children 

Research evidence from different fields like 

physiology, nutrition and psychology demonstrates that 

early ages are the most promising time for providing the 

desired improvement in the development of intelligence, 
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personality and socio-emotional behavior of children 

(Bloom.1964; Weikart. 1967; Smart. 1987; Myers. 1992). It 

has been pointed out that there are times during the life 

cycle when certain kinds of things are learned most 

efficiently. That is. human beings develop capacities in 

predictable sequences through the life span and at each 

developmental stage new capabilities emerge (Banet. 1976). 

Hunt suggests that the environment can block and 

retard certain developments in an individual. as well as 

facilitate and accelerate them (1961; cited in Bloom. 

1964). If general intelligence is a developmental 

characteristic and the individual learns various concepts 

and skills at relatively specific time periods. it would 

be reasonable to expect that lack of such learning in one 

time period may be difficult to make up fully in another 

period (Bloom. 1964). Thus. stimulating environments for 

learning provide opportunities for the exercise and 

challenge of the newly developing potentials and skills 

(Banet. 1976). Hunt (1961) further suggests that children 

should not be overwhelmed with stimulus variety. but the 

variety of inputs must somehow be matched with the child's 

present growth. 

According to Piaget cognitive development takes 

place when children assimilate experiences from their 

environment since only then they will be able to 

accomodate or internalize these learnings. That is. 



internalizing experiences is critical to cognitive growth 

and can not take place if appropriate experiences are not 

provided. 

5 

The unfolding and improvement of cognitive capacity 

depend on the environmental factors and lack of necessary 

environmental conditions have limiting effects especially 

in early childhood (KagltClbaSl. 1979). One of the 

consistent findings is that children from socially and 

economically disadvantaged environments have lower IQ's 

than children from middle class families (Bee. 1989). 

That is the average IQ of children rises as the social 

class of the family and the mother's education level rise. 

These differences widen with age (Golden and Birns. 1983; 

Farron. Haskins and Gallagher. 1980; cited in Bee, 1989). 

Mothers of children from low SES backgrounds talk to their 

children less, provide fewer age appropriate toys. spend 

less time with them with intellectually stimulating 

activity, use less explanations and are more physical in 

their discipline (Farron, Haskins, and Gallagher. 1980; 

Bee. 1989). A study done in Istanbul with primary school 

children who failed in their classes showed that most of 

the under-achievers come from low socio economic 

backgrounds with inadequate family and environmental 

conditions (Semin, 1975; cited in Elibuyuk. 1984). 

Families from disadvantaged backgrounds are larger with 

more closely spaced children. Thus the environment 

experienced by the child in poverty is very different from 



what is experienced by a child in a more rich family 

(Broman, Nichols and Kennedy, 1975; cited in Bee, 1989). 

6 

Since the environment is important for different 

areas of development especially for cognitive development, 

early development and education programs by providing 

stimulation and different experiences appropriate to the 

child's developmental level are important means of 

supporting and extending children's emerging skills and 

potentials. These programs provide children with learning 

experiences. exercises and challenges when they are 

developmentally best able to master, generalize. retain 

and relate them to previous experience and future 

expectations (Banet, 1976). 

C. Aims of Early Childhood Programs 

Myers (1992) suggests a comprehensive aim in early 

childhood development and education programs which 

incorporate components of survival, growth, development 

and care. He describes these four components as 

simultaneous process rather than sequential. 

The process of survival can be thought of as 

seeking a healthy state in a death-sickness-health 

continuum rather than only preventing the death. Accepting 

this definition of child survival requires looking beyond 

the cases of mortality and designing programs that reduce 



the rate of mortality. This demands clearity about what 

should constitute moving towards a healthy state which 

would necessitate looking not only physical health but 

also social and mental health. 

7 

Growth occurs as a result of an increase in the 

number of cells. The measures of growth are weight and 

height. These are easy to obtain and usually norms have 

been developed against which the measures can be compared. 

Growth depends on the amount and the kind of food a child 

eats. However, there is a strong tendency among 

nutritionists to overlook the fact that intake not only 

depends on how well food is assimilated by the body, but 

also can be influenced by child's social and psychological 

state. 

Where growth is described by a change in size. 

development is characterized by changes in complexity and 

function. It is a process of change in which the child 

learns to handle ever more complex levels of moving, 

thinking, feeling, and relating to others. Moreover. 

development has certain characteristics which should be 

recognized by the early development and education 

programs. 

Child development is multidimensional. It includes 

the physical-motor dimension (the ability to move and 

coordinate), the cognitive dimension (the ability to think 
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and reason). the emotional dimension (the ability to 

feel). and the social dimension (the ability to relate to 

others). Programs which aim at enhancing child 

development and education should incorporate all these 

dimensions. Measuring only how well a child is developing 

its ability to think or walk is not enough to evaluate a 

child's development. Thus. "whole development" of 

children should be emphasized in the programs of early 

childhood education. Early childhood education programs 

can be effective if and only if they have all the aims 

documented below. In the domain of physical development 

they should include attention to the child's physical well 

being and development by allowing the child plenty of 

exercise. by supplying play materials and physical 

activities. Goals in cognitive development should involve 

the promotion of curiosity. enrichment of language. the 

development of ability to handle concepts. to understand 

and solve problems, to observe and listen. The goals of 

early education in emotional development include promotion 

of children's sense of security and self respect. It is 

the experience of success, feelings of trust and belonging 

that create positive feelings. In the social area the 

goal is to develop healthy and effective interpersonal 

relations. Early education aims to prepare the child for 

his/her later social relations (CInar, 1984). 

Several dimensions of child development are 

interrelated and must be considered together. That is, 
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changes in one dimension effects development in another 

dimension. For example, if a child has emotional problems 

like being under stress, both the child's ability to 

develop physically and to learn will be affected. Thus, 

these programs which aim to meet the demands must 

recognize the interrelated dimensions of early 

development. 

Development occurs continously, it begins 

prenatally and continues throughout the entire life span. 

Hence, early childhood development and education programs 

should aim at children not only in the early ages but also 

before birth. 

Development occurs in interaction ; development 

happens as the child responds to, learns from, and seeks 

to affect his/her biophysical and social environments. 

Therefore, the quality and nature of the child's 

experiences with his/her environment are important since 

they affect many aspects of children's behavior. The 

child's experiences with the people that are part of 

child's environment, their usefullness and availability, 

the nature and demands of the child's activities, the 

physical structure, the ecological characteristics of the 

environment, available toys and materials are all 

important in this respect. 

Lastly. development is patterned, but unique; all 
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children develop and there is a general sequence or 

outline to that development. But. the rate. the character 

and the quality of development changes from child to 

child. That is despite the predictability of 

developmental sequence, people have individual 

characteristics. Thus, early education and development 

programs should not ignore or attempt to eliminate these 

characteristics. They should both aim at the target group 

in general and individual children by considering general 

and speific developmental characteristics. interests and 

talents. 

Child care as the last aim of early childhood 

development and education programs consists of the actions 

necessary to promote survival, growth and development. It 

means responding to the basic needs of the child which go 

beyond protection and food. Child care also includes the 

responding to the need of affection, interaction, 

stimulation, security and play. Thus. early childhood 

development and education programs should provide a 

supportive environment which respond to all of the needs 

of childhood by providing some child care activities like 

sheltering, clothing, feeding, bathing, supervising a 

child's toilet, preventing and attending to sickness, 

showing affection, playing and socializing the child to 

its culture. 
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D. What are the Progr~ Approaches? 

According to Myers (1992) there are five 

complementary program approaches intended to enhance early 

childhood development. Each has different immediate 

objectives and each is directed towards a different 

audience or group of participants. 

The five program approaches are summarized below; 

1. Attending to children in centers 

The immediate goal of this direct approach which 

focuses on the child is to enhance child development by 

attending to the immediate needs of children in centers 

organized outside the home. 

2. Supporting and educating care givers 

It focuses on family members and intends to educate 

and empower parents and other family members to improve 

their interaction with the child and enrich the 

immediate environment of the child for better 

development. 

3. Promoting community development 

Here, the emphasiS is on working to change 
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community conditions that may affect child development. 

This strategy stresses community initiative. 

organization and participation to improve the physical 

environment. The knowledge and practices of community 

members and the organizational structure to allow 

common action provide the base for the political and 

social negotiations. 

4. Strengthening institutional resources and capacities 

There are many institutions involved in carrying 

out the three approaches mentioned above. In order to 

function adequately these need financial, material. and 

human resources wit.h a capacity for planning, 

organization, implementation. and evaluation of 

programs. Programs to strengthen institutions may 

involve institution building. training, provision of 

materials or experimentation with innovative techniques 

and models. 

5. Strengthening demand of awareness 

This program approach concentrates on the 

production and distribution of knowledge in order to 

create awareness and demand. It reqUires social and 

political commitment from different groups like 

politicians, bureaucrats and professionals for creating 

and sustaining child care and development services. 



E. What are the Program Options ? 

Myers (1992) summarized some program options for 

these five different approaches in early chilhood 

development and education. These are given below. 

I. Attending children in center based programs 

13 

Tnese programs attend to children outside their 

homes, usually in a group and for varying periods of time. 

They provide an alternative environment for the child. 

It is easy to measure what the program does directly to 

improve a child's health, nutrition, and psychosocial 

development. 

Direct attention to children by center based 

approach can be organized in many ways. There are at least 

five different kinds of program options within this 

general program approach. 

1. Integrated child development centers 

Integrated child development centers seek to 

promote comprehensive development by combining early 

education with nutrition, health and sometimes other 

services at the center. In some cases, an integrated 

center forms a part of a community development program. 
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2. Home day care 

It refers to an arrangement in which a women cares 

for. in her home. several children who are not her own. 

The care givers are often neighbors and are not 

formally trained caregivers. The child care 

arrangement may be informal and private and essentially 

custodial, or it may be formal, linked to other 

services and training. Care provided in a home for a 

small number of children can ensure a safe and healthy 

atmosphere and also respond to the child's 

developmental needs for love, security, interaction and 

exploration. 

3. Nutrition or Health Centers 

The program occurs within nutrition or health 

centers. Centers in this category are those that 

attend to pregnant women. It is focused on diet and 

health considerations affecting the women. Health 

centers are visited only from time to time while 

nutrition centers usually involve daily attention over 

longer periods. 

4. Child-care and development centers at the work place 

The setting may be a factory, a market place, or 

production cooperative run by women. Care may be 



required by law, or it may be a response to workers' 

needs. 

5. Preschools 

15 

Early childhood programs have been associated with 

formal programs training in a classroom-like atmosphere 

in which relatively expensive materials are used to 

prepare children for primary school. Whether privately 

owned or overseen by a Ministry such preschools employ 

professional preschool teachers and are not linked to 

broader participatory programs of community 

development. There is little parent involvement and 

little attention to health and nutrition. They tend to 

be concentrated in urban areas and to cater to middle 

class children or government employees. In short, the 

formal preschool model is not well suited to most 

countries of the Third World. They may employ 

paraprofessionals, use local materials, incorporate 

health and nutrition components, involve parents and 

other community members and can be incorporated into an 

integrated child development scheme. 

II. Educating Parents and Other Care givers 

Programs emphasizing education of parents and other 

care givers reach the child indirectly through the care 

giver. The main purpose of the parent education programs 
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is to strengthen the self confidence of parents and to 

empower them with knowledge and skills that will enhance 

their own ability to foster physical, mental, social and 

emotional development in their child. Smith (1980) 

suggests that parents should be viewed as active educators 

with a role to play in their children's development. He 

sees parent's confidence in the area of child development 

as a crucial component of their competence. He further 

underlies the importance of continual parent 

participation. 

Educating parents have some possible advantages 

over other programs. Such programs can provide benefits 

both for parents especially for mothers as well as for 

children by increasing her self confidence and willingness 

to take control of her own life as a result of feeling 

success in the care giving process. By designing programs 

that support parents the responsibility for raising 

children does not shift from the family to outside centers 

and institutions. That is the family maintains its 

function as a source for socialization. 

The effectiveness of this approach is the concern of the 

present research. 

1. Home visiting 

Home visiting provides a flexible approach to 

educating care givers. It reinforces learning through 
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periodic visits, allow adjustments to specific 

circumstances, permits demonstration and observation 

followed by practice and immediate feedback. Moreover, 

it promotes private free discussion that might not be 

possible in a group setting and also deals with the 

child in context. Since communication during home 

visits is direct, the success of this approach depends 

on the personality of the visitor. When compared with 

center-based alternatives the cost of home visiting 

program may be relatively low. 

2. Adult education 

Many adult programs function at a rational level 

with broad coverage and involvement. They vary widely 

in terms of their focus on literacy, second chance 

schooling, health or nutrition information, or 

provision of technical skills. 

In addition to the potential coverage and cost 

advantages associated with the possibility of 

incorporating child-care and development material into 

ongoing adult education programs, this program option 

can provide understanding through discussion. to 

provide additional examples and to apply a kind of 

pressure to act out what has been learned. 



3. Using the mass media and alternative forms of 

communication with open audiences : 

Mass media approaches to educating parents and 

other caregivers include the use of print, radio and 

television. A mass media approach will more 

effectively transmit knowledge if the messages are: 

directed towards a specific aUdience 

18 

sensitive to the abilities, belief structures and 

value systems of the intended audience 

4. Child to child approach 

Child to child approach is based on the care of 

younger children by older siblings. Such care occurs 

naturally, but the practice can be reinforced and 

improved by teaching the caregivers about the needs of 

their siblings and encouraging talking, playing and 

proper feeding practices. 

It focuses on health and developmental education for 

older children usually in the upper years of primary 

school. Older children can provide .information about 

new practices to peers, parents, and other community 

members. Also, in adjuction with their education they 

carry out direct actions to the community, identify 

health problems or organize clean up campaigns for the 

environment or setting up a play ground. The purpose 

of child to child progrdms differs from place to place, 



but usually covers health care. nutrition. accident 

prevention. mental and social development. with 

attention to specific situations. 

III. Promoting Community Development 

Since general improvements in child survival. 

growth and development will depend on improvements not 

only in the horne but also in the community. a 

comprehensive program of early chilhood development must 

include attention to community conditions. 

19 

Community based discussions of early childhood can provide 

an excellent stimulus to broader community development for 

several reasons: 

child development from a holistic view allows 

discussions and action in several areas. 

most parents have a strong interest in the future 

of their children 

early childhood development sometimes provides a 

way for women to become involved in community 

affairs that would not otherwise be open to them 

IV. Strengthening Institutions 

For any or all of the first three approaches to be 

effective and sustained the institutions responsible for 

carrying them out will need to be strong and supportive. 

Institutional strength lies in 



capable and motivated people 

- adequate facilities and materials 

available and appropriate technology 

- effective organization and management 

v. Creating Awareness and Demand 
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Helping to shape a child's environment at all other 

levels is a set of interacting social beliefs, attitudes 

and values. Political and social commitment are crucial 

elements in creating and sustaining child care and 

development services and activities. Often support must 

be built among politicians and policy makers who set 

guidelines, make plans and control budgets. Bureaucrats 

and professionals will often need to be convinced to try 

new ways and to look beyond time-worn and expensive models 

to alternative approaches. Without commitment from the 

groups most programs can easily be undermined. 

F. The Importance of Family as an Intervention Focus 

There are a number of conceptual contributions that 

reinforced the importance of family involvement in early 

intervention. The Transactional Model of child 

development formulated by Sameroff (1975) has played a 

significant role in promoting the involvement of family in 

early intervention. As defined by the model, the family 
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is the essential component of the caregiving environment 

that influences and influenced by the child resulting in 

differential outcomes for the child and family. The 

development of the child is seen as a product of the 

dynamic interactions of the child and experience provided 

by his/her family and social context. That is the child's 

outcome at any point in time is neither a function of the 

state of the child nor the state of the environment, but a 

complex function of the interplay of child and environment 

over time. It contradicts the idea that there are single 

causes for deficits in developmental outcomes and the 

belief that these causes can be eliminated by treating the 

child as an individual. Hence, intervention programs can 

not be successful if changes are made only in the 

individual child. Some changes in the environment must 

also occur that will act to enhance the existing 

competencies of the child and prevent the child from 

stressful life events. 

Another conceptual contribution that complements 

and extends the emphasis on the environment other than the 

Transactional Model is Bronfenbrenner's (1979) view of the 

family as one system which is embedded in an ecological 

framework of systems (Simeonsson and Bailey 1990). 

He emphasizes the structure of the external systems that 

affect the family and the manner in which they exert their 

influence and intrafamilial processes that are influenced 

by the external environment. Altough the family is the 



principal context in which human development occurs. the 

processes that are operating in different settings in 

which children spend their time and their parents live 

their lives also affect the psychological development of 

children. His ecological model also takes into account 

changes over time not only within the person but also in 

the environment. That includes transitions which occur 

throughout life span and often serve as a direct impetus 

for developmental change. 
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Garbarino (1982). based on the ecology of human 

development. describes a systems approach to clarify the 

interplay of biological. psychological, social and cultu­

ral forces in early developmental risks at four levels; 

microsystem (individual family), mesosystem (child's 

school. service system), exosystem (parent's workplace), 

and macrosystem (presence of a national climate/policy). 

The implications of the the Transactional Model and 

Family Systems approach for early intervention have been 

twofold. First. an intervention should have a systems 

orientation, since the influence of family members is 

reciprocal. Second, since the family system is embedded 

in larger ecology , assesment and intervention should 

consider different levels of these reciprocal effects 

involving the immediate family, the community and the 

society in which the family is situated (Simonsson and 

Bailey, 1990). 
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There is an agreement that early intervention 

programs should be provided to children from disadvantaged 

environments with identifiable risk of developmental 

problems. On the other hand, little attention is paid to 

the need for primary prevention programs oriented toward . 

prevention of child and family dysfunction (Upshur, 1990) . 

Usually early intervention programs which are aimed at 

providing secondary prevention services to children who at 

the time do not exhibit specific developmental problems 

target individuals whose characteristics or symptoms place 

them at risk of developing further problems. However, the 

potential for the true preventive roles of early 

intervention programs can be best utilised by providing 

services to groups of children with less well-defined 

disabilities or risks. By examining the secondary 

prevention activities of early intervention programs in 

serving children who are at risk for developmental delay, 

but who are not manifesting problems in earlier ages we 

can more clearly understand the potential benefits of 

primary prevention activities ( Upshur. 1990 ). 

G. The Effects of Early Childhood Development and 

Education Programs on Cognitive Development of Children 

The importance of early childhood experience in 

terms of lasting impact on life-time development has been 

widely described and has served as the theoretical basis 

for the development of preschool education and early 
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intervention programs since the mid-60's (Bloom. 1964; 

Fowler. 1968; Hunt. 1964; Weikart. 1967; Lazar and 

Darlington, 1982; Myers, 1992). 

Research evidence from different fields like 

psychology, education ,sociology and health indicated that 

early childhood education and development programs have 

positive effects on the child's overall development 

covering physical. mental, personal, and social 

developmental areas. Since the present study is concerned 

with the cognitive effects of the early childhood 

development and education programs on children, the 

section summarizes only the short and long term effects of 

early childhood education and development programs on the 

cognitive development of children. There is a rich 

research literature describing both the short and long 

term impact on children's cognitive development through 

participation in such early intervention services as home-

based and center-based (Upshur. 1990). One of the risk 

groups usually served by such early intervention efforts 

are children from low income families. 

In the 1960s social scientists suggested that early 

childhood development and education programs for children 

from disadvantaged backgrounds were a challange for them. 

assuming that family poverty caused children's scholastic 

failure. Hence, Head Start program were developed with 

the as~.umption that such programs would enhance children's , 
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cognitive development (Klaus and Gray, 1968; Weikart, 

1967; cited in Berrueta-Clement, Schweinhart, Barnett, 

Epstein, Weikart; 1984). However, after several years the 

first evaluations of the Head Start program showed short 

term but no long term effects on cognitive development. 

Recent research evidence show that early childhood 

education programs with high quality have both short and 

long term positive effects on cognitive development of 

children from disadvantaged environments (Berrueta­

Clement, 1984). 

A 10-year follow-up study of a program provided at 

birth through 30 months of age to a group of low income 

families indicated IQ gains, less need for special 

education, better achievement test scores and more 

achievement oriented attitudes for children (Provence and 

Naylor, 1983; Seitz, Rosenbaum, and Apfel, 1985 ;cited in 

Upshur, 1990). 

Another study of early intervention which aimed at 

infants from 3 to 36 months of age from risk families 

helped to maintain lQs in the normal range for the 

experimental group whereas declines in IQ was observed for 

the control group (Ramey and Haskins, 1981; cited in 

Upshur, 1990) . 

Maddan, Ottara and Levenstein (1984) studied a 

cohort of families who participated in early treatment 
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groups which focused on preventing school failure through 

developing early positive mother-child interactive 

patterns and parent responsiveness to the child. Although 

IQ differences of 13-15 points among childen who have 

participated in the treatment group were found. Follow-up 

of these children in the first grade indicated no long 

term effects of the intervention on cognitive development, 

better teacher ratings, less retention in kindergarten, or 

less attendance in special education (cited in Upshur, 

1990) . 

In a study done by Slaughter (1983) a comparison 

was made on the scores of the Me Carthy Scales of 

Children's Abilities for children from both treatment 

groups (mother discussion groups versus home visiting) . 

Tne results indicate higher scores for both treatment 

groups compared to controls. Slaughter concludes that the 

discussion group had broader ranging impacts because of 

its greater impact on the mothers (cited in Upshur, 1990). 

Tandon in 1986 investigated the effects of The 

Massive Integrated Child Development Services which aims 

to provide a comprehensive center based program for 

improving the quality of life for poor children (0-6) and 

their mothers in India. Children who had participated in 

the ICDS program scored higher on the Ravens Progressive 

Color Matrices than the control group. School attendance, 

academic performance and general behavior in school were 
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all superior in the experimental group (cited in Myers. 

1992) . 

Gordon developed six parent education programs 

between the years 1966 and 1970's to improve the 

intellectual functioning of infants. Projects consisted 

of involvement in the form of home visits and group 

experiences for children and included parents from low 

income backgrounds. Longitudinal follow-up studies of 

Gordon's projects showed that they had a significant and 

lasting effect on intellectual ability of participating 

children. 

Seven of the studies which have been conducted on 

the effects of early childhood education on low income 

children (See Table 1) are identified by the Consortium 

For Longitudinal Studies (Berrueta-Clement, Schweinhart, 

Barnett, Epstein, Weikart; 1984). 

Table 1 
THE SE\'E~ STUDIES: 

PROGR,I\!\ll:-;FORMf\TIOf'.: 

Beginning Progr<l.Dl Program!> Progrdm 

Aop of IJuTi:iIiOIl lor for 

$lu,I\" c\;ild in Years Children P.,rt;nts 

\lih",lllkee 3-6 rno 6 full-lime educat1c1 TlnV 
year-round \"oc~tionai 

PPfiY Pr('~chl)ol 3 or ~ \T 2 or 1 part-time weekly 
~Gme \"jsit~ 

:"tOW Ynr~ Pre-K 4 yr part-time opport UT tit ies 
for dac;::;room 
in\'oln~ment 

Ro:ne H,,,d StArt 5 yr parl-ti:np. opprJrtnnilies 
jan-:\ug fOT classroom 

ioyoh"emp.nt 

E:Hly Trainiilg 3 or 4 \T 3 or 2 part-time \\-eek]v hOnl€ 

in summer "i~it5 ~{uring 
,choed year 

\lolher-Chi:d 2 or 3 yr t\\"jce-wppkly ~,\'ice· WPE'k Iy 

Home 
h)IJ1'': \-isi1S homE: dsits 

Hilr!em 2 (If 3 ~'r tH':ce-\n-ck:y no t'cparate 
1:1 sessions prnp2m 



Based on the findings of these studies. the long 

term effects of early childhood education on children 

living in poverty can be listed for three age groups; 

For early childhood. in terms of improved intellectual 

performance 

For elementary school. in terms of better scholastic 

placement and scholastic achievement 
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For adolescence. in terms of a lower rate of delinquency. 

a higher rate of high school graduation and employment. a 

lower rate of teenage pregnancies. 

Thus, research evidence demonstrated improvement in 

intellectual performance as represented by IQ scores. 

better scholastic placement and scholastic achievement of 

children for later years. This illustrates the fact that 

the impact of early childhood development and education 

programs can extend to adulthood. 

H. General State of Early Childhood Education in Turkey 

Preschool education in Turkey dates back to the 

time of Ottoman Empire. At that time the first preschools 

which were called II Sibyan Mektepleri II were opened during 

Fatih Sultan Mehmet period (Kantarcloglu. 1974). 

The first attempts toward establishing preschool were made 

in 1913 by statement of a law. After this attempt in 1915 

nursery schools and classes were started to open in the 
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country. When the Turkish Republic was established in 

1923 there were 80 nursery schools in 38 cities. Since 

the government was interested in primary education. 

between the years 1930 and 1961 no formal preschools were 

opened. Between the years 1961 and 1963 various nursery 

schools and classes were opened again and in 1961 the law 

of General and Primary Education assigned the status of 

preschool education to be complementary within the 

structure of the primary education system (Bekman. 1982). 

In Turkey. preschools can be separated into two 

categories on the basis of funding and support system: 

governmental and private preschool services. 

Governmental services are administered and financed by 

either the Ministry of Education or the Directory of 

Social Welfare and Child Care Institutions. On the other 

hand, non-governmental services are privately run and 

charge a fee that is set either by Minist~/ of Education 

or by the Directory of Social Welfare and Child Care 

Institutions (Bekman. 1982). 

In an article written by Bekman in 1988, it is 

stated that in Turkey, there is no widespread system of 

preschool education. Nearly all of the available services 

are center based and privately owned. Thus. there is only 

one model of early chilhood development and education in 

Turkey which is center based and none of the other models 

or program approaches exist. 
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Turkey has been undergoing rapid social change with 

massive migration from rural areas to big cities. As a 

result of this, the number of women including mothers of 

preschool children who are employed in non agricultural 

jobs outside the home has increased rapidly. These 

changes in the society created a demand for child care 

centers. A great number of centers were opened in a short 

time, but under inadequate supervision and control by the 

government. This created a low quality service with 

different aims; educational and custodial. 

In recent years, early childhood education and development 

has gained importance and several attempts have been made 

to provide services and materials other than center based 

ones. 

Between the years 1978 and 1980 The Turkish 

Preschool Project was undertaken by KagltClbaSl and 

ozgediz, with a team of child development specialists 

(KagltClbaSl, 1983) to study the situation of the early 

childhood development and education in Turkey. This 

project aimed at developing alternative working models for 

preschool services and preparing materials for preschool 

use. In the light of this investigation it was realized 

that a comprehensive approach to early childhood education 

was necessa~/. Thus, the Early Enrichment Project was 

developed in 1982 by KagltClbaSl, Sunar, and Bekman. 

In this project an interactional-contextual approach was 

used. In a contextual approach the immediate target of 



the intervention is the child's social environment that 

is, the child's family, especially the mother. 
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There are several reasons why a contextual approach was 

preferred. First of all, providing enrichment to 

individual children in organized preschool settings is an 

expensive model of early education. Second, if the child 

is provided with intellectual enrichment only in the 

program and his/her home environment is neglected, the 

effects of the early childhood education program will not 

be long lasting. This is because the child is left with 

his/her own limited resources. On the other hand if the 

child's family is supported, gains will be long lasting. 

Third, contextual programs in countries where there are 

close-knit family, kinship and community ties will find 

more acceptance (KagltClbaSl, 1990). 

The Turkish Early Enrichment Project 

The Turkish Early Enrichment Project was the first 

attempt to provide an alternative working model for early 

childhood development and education in Turkey, especially 

for children from disadvantaged backgrounds. 

The project covered 255 children from families of low 

socio-economic status who were at risk for healthy 

development. The purpose of the study was to explore the 

long term effects of a home intervention program and to 

search the effects of the existing center based early 

childhood education system on the overall development of 
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the child. Three groups were included in the study, 

educational preschool. custodial preschool and home care 

environments. The whole sample covered one experimental 

group that received a home intervention program during the 

second and third years of the project and a control group 

that received no home intervention program. 

The Home Intervention program had two parts. For 

the first part, HIPPY (Home Instruction Program For 

Preschool Youngsters) a home based enrichment program 

which was developed by Research Institute of Innovation in 

Education at Hebrew University CLombart. 1981) was 

translated and adapted for Turkish use and it constituted 

the part which aims at the cognitive development of the 

child (Bekman. 1986). 

The second part of the program was designed to 

improve the mother's sensitivity to the child's social and 

personal growth. The group meetings in addition to their 

function in the HIPPY served as a setting for guided group 

discussions. The group discussions are led by the local 

coordinators in which the mothers actively participated by 

asking questions. expressing feelings, sharing ideas and 

experiences. After group discussions group decisions are 

taken regarding some course of action to be taken in the 

homes. In the following meetings the results of the 

decisions are reassessed and a new decision is made. The 

topics discussed in group meetings include children's 
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health. nutrition. creative play activities, personality 

development, discipline and methods for changing negative 

behaviors. Throughout the program. mothers are encouraged 

to develop a positive self-concept. 

Assessment of children in the first and in the last 

years of the project were done when children were 3 and 5 

and 6 and 8 years of age by using several assessment 

procedures. The first measurements were done in 1982-1983 

to provide in depth information about the two main 

environments of the child, home and school. The data that 

was collected in the fourth year of the project (1985-

1986) provided information about the short term effects of 

the intervention. The assessments were also performed 

when children were 12 and 14 years of age that is six 

years after the program had ended. 

Short and long term results indicate positive 

effects of the program both on children and on mothers. 

Findings related to the long term effects of the study 

were consistent with the short term results. They reflect 

cognitive gains, higher report card grades and better 

school achivement scores for the trained group. Moreover, 

there were significantly more children in school within 

t~e trained group compared to the non-trained group 

(KagltClbaSl, 1983). Findings related to effects of the 

program on school attitudes also reflect a more positive 

attitude toward the school and better self picture about 
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academic performance for the trained group. The results 

of the study related to the effects of the program on 

social behavior and family relations show a better social 

integration for the trained participants. There is 

evidence which show that the home intervention program 

leads to a reduction in antisocial behavior. Moreover, 

results indicate a higher educational expectation of 

parents. Also, the trained mothers indicated a mutual 

understanding in their relations with their children. 

When the environment of children from both groups was 

compared in terms of degree of stimulation, the results 

reflect a better environment for the trained group. 

Furthermore, results indicated that women of the trained 

group had higher status in the family. 

After the Early Enrichment Project was over, the 

Home Intervention Program continued to be applied in the 

field. At the moment the Home Intervention Program is 

applied in seven Adult Education Centers in Istanbul with 

more than 500 mothers. The program went through some 

changes, especially the program which aims to improve 

cognitive development was redeveloped in 1991 to be 

incorporated into the Mother Training Program to replace 

HIPPY. Tne name of the cognitively oriented program is 

Zihinsel Egitim Programl (ZEP) and developed by 

Kaglt~lbaSl and Bekman in Bogazici University (1991). 

ZEP focuses on three main areas of cognitive development. 

These are language development, sensory and perceptual 
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discrimination skills and problem solving. It provides 

materials for educational activities in each of these 

areas. It includes, in total, 35 activities with 

different objectives. Some of the activities are aimed at 

developing the child's verbal abilities through listening 

to stories. playing rhyming games, recognizing shapes. 

learning some spatial concepts such as up, down. front, 

back. etc. Some of the activities involve comparing and 

contrasting various sensory stimuli. such as sounds and 

textures. Others focuse on developing eye-hand 

coordination and on enhancement of some cognitive 

capacities such as classification, differentiation, 

seriation and construction of matrices. The whole program 

lasts 25 weeks and there is a worksheet for each week 

which contains 20 to 25 pages of exercises. Weekly 

worksheets contains several exercises to be used by the 

mother with the child each day. The materials are 

supplied to mothers on a weekly basis. Every week the 

materials are delivered to mothers and the usage of 

materials is demonstrated to them. The group facilitator 

supervises the use of that week's materials and the 

mothers in the group role play the activities that they 

would later carry out with their children. In addition to 

worksheets 8 story books with pictures are used for 

developing listening comprehension, verbal description, 

vocabulary, reasoning and question answer activities. 
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I. Scope of the Study 

The present study was planned mainly to investigate 

the effects of the Cognitive Intervention Program on the 

cognitive development of children from disadvantaged 

backgrounds. In the above review it was seen that early 

intervention programs have positive effects on the 

cognitive development of children and the most important 

factor that effects the child's development appears to be 

the child's environment (Banet,1976; Bloom, 1964; Weikart. 

1967; Hunt, 1961; KagltClba61, 1979). 

As previously discussed, the state of early 

childhood development and education programs in Turkey is 

not satisfactory. There is no widespread system of 

preschool education programs and nearly all of the 

available services are center based and privately owned. 

That is, only the center-based model of early childhood 

development and education exists in Turkey (Bekman, 1990). 

As previously discussed Early Enrichment Project was 

developed and applied between the years 1982 and 1986 to 

provide alternative working models for preschool education 

in Turkey. It was developed by utilizing a comprehensive 

approach to early chilhood development and education. In 

that, the child's social environment that is child's 

family especially the mother was chosen as a focus of the 

intervention. One of the reasons of why such an approach 

was utilized is that. providing enrichment to the 
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individual in organized preschool settings is an expensive 

model and more importantly if the child is provided with 

intellectual enrichment only in the program and her/his 

home environment is neglected, the effects of the early 

childhood education and development programs will not be 

long lasting (KagltClbaSl, 1990; Myers, 1992). 

Cognitively oriented part of the Home Intervention 

Program had been developed in 1991 as previously 

indicated, however no attempt was made to evaluate the 

newly developed part since 1991. Hence, the present study 

is an attempt to evaluate the short term effects of the 

program on cognitive development of children. It was 

expected that children whose mothers attended the Mother 

Training Program / Cognitive Intervention Program (ZEP) 

would perform better on all measures than the control 

group children. 
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~- METHOD 

A. Aim of the Study 

The aim of the present study is to investigate the 

effects of the Cognitive Intervention Program (ZEP) on the 

development of children. 

B. Design 

In this study Post-test Only Control Group Design 

was utilised. Children whose mothers participated in the 

Mother Training Program formed the experimental group and 

children whose mothers did not participate in the Mother 

Training Program formed the control group (See Table 2). 

Both groups were tested to investigate whether there was a 

significant difference between the experimental and 

control groups after the Mother Training Program was over. 

Ai 

A2 

}\.3 

Table 2 Design of the Study 

Trained Mother Non-Trained Mother 

14 14 

12 13 

14 13 

40 40 Total: 80 

Subgroup Ai: Sarlyer, Subgroup A2: Besiktas, 

Subgroup A3: Kaglthane 
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c. Sample of the Study 

The sample included 80 children at the age of five 

who live in low SES areas known to be gecekondu areas in 

Istanbul. 40 children were selected from three of the 

seven Adult Education Centers where the Mother Training 

Program was applied. These three centers were Kaglthane, 

Besiktas and Sarlyer. A list of the mothers was obtained 

from each center and mothers were chosen from the list by 

random sampling procedure. Fourteen mothers from Sarlyer, 

twelve mothers from Besiktas and fourteen mothers from 

Kaglthane were chosen. Children of these mothers formed 

the experimental group. Also, 40 children for the control 

group were chosen from the neighborhoods in which the 

experimental subjects live. Since it was not feasible to 

use any kind of random sampling in the selection of the 

control group, the mothers who attended to the Mother 

Training Program were asked to nominate neighbors and 

friends in the same neighborhoods with children of the 

same age. These subjects were matched for age and SES. 

5-year-old children who had never attended any kind of 

preschool education program and from the same SES with the 

experimental group formed the control group. 

The age ranges and means for children were as 

follows: Sarlyer, mean: 5;6 and age range: 5;0-5;11, 

Kaglthane, mean: 5;3 and age range: 5;1-5;11, Levent, 
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mean: 5;0 and age range:5;3-5;10. 

D. Instruments 

Since ZEP provides materials for educational 

activities in several cognitive areas like language 

development. sensory-perceptual discrimination skills and 

some cognitive capacities like classification and 

differentiation. instruments which assess the different 

areas of cognitive development were used. An attempt was 

made to choose those tests which could evaluate the 

specific objectives of the Cognitive Development Program 

(ZEP) . 

The subtests of the test battery are given below. 

I. The Wechsler Analitical Triad; consisted of three 

subtests of the Wecshler Intelligence Scale for 

Children; Block Design. Object Assembly and Picture 

Arrangement. These subtests were chosen to assess the 

cognitive style and analitical thinking of the child. 

Each subtest is discussed separately below. 

Instructions for the WISC-R were translated and 

standardized for Turkish use by SavaSlr and Sahin 

(1988). Turkish norms for standardization of WISC-R 

inCluded 1638 students between the ages 6-0 to 16-3 from 

different SES groups. Its construct validity was 

computed and correlations between subtests were found 



between .51 and .86. Also, split-half reliability was 

computed by using Spearman-Brown formula, for verbal, 

performance and total IQ in different age groups. 

Correlations were .98 for verbal and total IQ and .96 

for performance IQ. 
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1. Block Design subtest was chosen for assessing the 

non-verbal ability of children. It involves the ability 

to perceive and analyze forms by breaking down a whole 

into its component parts of identical designs. The 

instrument can be conceived of as a nonverbal concept 

formation task requiring abilities for perceptual 

organization, spatial visualization and abstract 

conceptualization. It also requires visual motor 

coordination. This subtest is suitable for evaluating 

objectives which aim to develop part-whole relations and 

includes 11 items. 

During the subtest the child is shown two­

dimensional red and white pictures of abstract designs. 

The task requires assembling a design with two color 

plastic blocks. The assembled design should be 

identical to the design of each model. For the first 

two items the child is required to reproduce designs 

which are identical to a model constructed by the 

examiner. For the remaining nine items, the models are 

on the cards. The patterns are arranged in order of 

increasing difficulty. Four blocks are used for the 
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first eight designs and nine blocks are used for the 

last three designs. All of the items are timed. The 

first four items are given a maximum of 45 seconds; the 

next four items. 75 seconds; and the last three items 

120 seconds. Items 1 to 3 are scored 2. 1 or 0 while 

items 4 to 11 receive 4 points for a correct completion 

and up to 3 additional time-bonus points for quick 

execution. The subtest is discontinued after two 

consecutive failures. 

2. Object Assembly Subtest measures perceptual 

organization ability. This subtest is also found to be 

appropriate for assessing the development of part-whole 

relations in the child. It includes 4 items. The task 

requires to assemble the pieces correctly to form common 

objects like a girl. a car, a horse, and a face. The 

items are given one at a time, with the pieces presented 

in a specified disarranged pattern. All children 

receive all items 1 through 4. All items are timed. 

The first item is given a maximum of 120 seconds; the 

next two 150 seconds; and the fourth item 180 seconds. 

Children can earn time bonuses of up to 3 points for 

quick performance. Scores for the first two items are 

equal to the number of cuts correctly joined. 

Similarly, scores for the last two items are equal to 

one-half the number of cuts correctly joined. Block 

Design and Object Assembly subtests together 

involve perceptual and organisational dimensions and 



reflect the ability to interpret and organize visually 

perceived materials. 
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3. Picture Arrangement; The subtest measures the 

child's ability to comprehend and size up a total 

situation. It is a nonverbal reasoning test which may 

be viewed as a measure of planning ability. It involves 

anticipation and visual organization. In this subtest 

the examiner places the individual pictures in a 

specified disarranged order and the child is asked to 

rearrange the pictures in the right order to tell a 

story that makes sense. There are 12 series (items) 

which are similar to short comic strips. During 

administration one set of cards is presented at a time. 

The motor action required to solve the problems is to 

change the position of the pictures so that they make a 

meaningful story. All children started with the sample 

item. Items 1 to 4 are scored 2, 1 or 0, while items 5 

to 12 receive 3 points for the correct arrangement with 

up to 2 additional time-bonus points. The subtest is 

discontinued after 3 consecutive failures. 

In scoring the Wechsler Analytical Triad (WAT), the 

WISC-R scaled scores obtained from all three subtests 

(PA, BD, OA) were summed and averaged. 

II.Simple Classification Task; was used for assessing 

children's classification ability. It includes 5 items 
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and each item of the SCT is represented by pictures of 

objects, persons, geometrical shapes and animals which 

are illustrated on two pages. The task requires to 

classify these 5 items with respect to color (black and 

white), size and number. On the first page, there are 

3 pictures and a blank space. On the second page. 

there are 4 pictures. The child is asked to find the 

right picture from the second page which is in the same 

category with the pictures on the first page. First 

item of the SCT includes pictures of fruits and 

pictures of other objects. Second item covers some 

geometrical shapes and the third item covers pictures 

of buttons of different sizes. Fourth item includes 

animal pictures of different numbers and fifth item 

covers letters. 

In scoring SCT. for each correct response 1 point 

is given and a total score is computed by adding up the 

points obtained. 

III.Multiple Classification Task; was utilised for 

assessing complex classification ability. It is more 

difficult and discriminating than the Simple 

Classification. This task includes 5 items. For each 

item there are 9 pictures on two pages; 5 pictures and 

a blank space for a picture on the first page and 4 
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pictures on the second page. The child is asked to 

find the right picture from the second page for the 

blank space on the first page. Thus. the child is 

expected to abstract the relevant criteria in the row 

and the column of the matrix and choose the right 

picture from the second page which fits both criteria. 

First item of MCT includes pictures of different number 

of children. Second and fourth items cover geometrical 

shapes of different sizes. Third item covers pictures 

of children of both sexes with different accessories 

and fifth item covers pictures of persons. plants and 

animals of different size and kind. 

In scoring MCT. for each correct response 1 point 

is given and a total score is computed by adding up the 

correct responses. 

Simple and Multiple Classification Tasks were taken 

from the Summative Evaluation Material of Ball and 

Bogatz (1972; cited in Sahin. 1992) and adapted for 

Turkish use by Nail Sahin (1992). It was used for the 

Summative Evaluation of the Turkish Co-production of 

Sesame Street. These tasks were originally used by 

Educational Testing service in the USA for Second Year 

General Evaluation of Sesame Street. 

Their reliability study was done by Sahin on more 

than 600 subjects betweeD the ages 3 and 6 by computing 



internal consistencies with Cronbach Alpha 

Coefficients. Reliability coefficients were .61 for 

pretest and .74 for the post-test after 6 months 

period. 
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IV.The Vocabulary Subtestof WISC-R; was chosen for 

assessing verbal ability of children. It includes 34 

items. In the Vocabulary subtest the child is asked to 

explain orally the meaning of each word. Words are 

arranged in order of increasing difficulty. For all 

children administration of the subtest started with 

item 1. All words are scored 2, 1 or O. The subtest 

is discontinued after five consecutive failures. It is 

a test of word knowledge and involves many cognitive 

functions like learning ability, fund of information, 

richness of ideas, memory, concept formation and 

language development. The number of words known by 

children is likely to reflect their ability to learn 

and to accumulate information. 

E. Procedure 

In the beginning of the study, the list of the 

mothers who were in the training program was obtained 

from Adult Education Centers. Mothers randomly chosen 

from this list constituted the experimental group. Later, 
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the control group was selected from the same neighborhoods 

of the experimental group. 

Assessments were done by visiting each child in 

his/her own home. These visits took approximately one 

hour during which WISC-R subtests and classification tasks 

were administered to the subject in one shot. The order 

of administration of subtests was as follows; Simple 

Classification Task, Multiple Classification Task, Picture 

Arrangement, Block Design and Object Assembly Vocabulary 

Test. The order of the administration of WISC-R subtests 

was arranged according to WISC-R administration 

procedures. 

F. Data Analysis 

Raw scores for each subtest of the WISC-R scales 

were obtained and converted to scaled scores. Later, the 

Wechsler Analytical Triad score was computed by summing up 

scaled scores of Picture Arrangement. Block Design, and 

Object Assembly subtests of the WISC-R. This total score 

was then averaged. For the Vocabulary subtest of the 

WISC-R, raw scores of the subjects were also converted to 

scaled scores. Tne raw scores of the WISC-R subtests were 

converted to scaled scores by utilizing age 6 norm tables 

of the WISC-R. For Simple and Multiple Classification 

Tasks, total scores were computed. 



48 

A comparison of the two groups with respect to four 

different assessments were conducted by means of t-test 

analysis. Moreover, a comparison was made among the three 

experimental sub-groups by means of analysis of variance 

(one-way ANOVA) . 

III. RESULTS 

In this section first, some demographic information 

about the mothers of the sample will be given. Then, the 

mean and the standard deviation values and t-test results 

on the Wechsler Analytical Triad (WAT) , two Piagetian 

tasks (SCT, MCT) and Vocabulary subtest of the WISC-R will 

follow. 

Further, analyses which compare experimental and 

control groups on Picture Arrangement, Block Design and 

Object Assembly subtests of the WISC-R separately by means 

of t-test analysis will be discussed. 

The results of the analysis of the variance carried 

out to determine whether there are differences between the 

three experimental groups on the Wechsler Analytical 

Triad, Simple Classification Task (SCT), Multiple 

Classification Task (MCT) and the Vocabulary subtest of 

the WISC-R (VO) will be reported last. 
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A. Description of Sample of Mothers 

Mean age of mothers of the experimental group was 

31 and for the control group it was 29. Moreover age range 

of mothers of the experimental group was between 25 and 

40. Similarly, age range of the mothers of the control 

group was between 24 and 38. 

A great portion of mothers of the experimental 

group was primary school graduates (26), followed by high 

school (Lycee) graduates (6). Equal number of mothers were 

secondary school graduates (Orta school) and literates 

with no schooling (4). Similarly, great portion of the 

mothers of control group was primary school graduates (28) 

followed by literates (6), illiterates (3) and secondary 

school graduates (3). 

Table 3 Education Level of the Sample of Mothers 

Experimental Group Control Group 

lliiterates 0 3 

Literates 4 5 

Primary Sch. 26 28 

Secondary Sch. 4 3 

High School 6 1 
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B. Results of T-test Analyses for Each Measure 

1. Simple Classification Task (SCT): 

When the two groups were compared on SCT, t-test 

results indicated a significant difference between the 

experimental and control groups. As Table 4 indicates the 

mean of the experimental group is 6.47 and the standard 

deviation is 1.63. On the other hand, mean of the control 

group is 3.02 and the standard deviation is 2.32. This 

difference is significant at p < .0001 and t = 7.88. 

Tnese results confirm that children of the experimental 

group perform better on SCT than children of the control 

group. 

Table 4 The results of t-test analysis for SCT 

Trained Mother Non-Trained Mother 

N Mean SD N Mean SD 

40 6.47 1.63 40 3.02 2.23 

p < .0001. t 7.88 

2. Multiple Classification Task (MCT) 

T-test results for MeT showed that the experimental 

and control groups are significantly different at p < .029 

and t = 2.23 As it is seen in Table 5 the mean of the 

experimental group is higher than the mean of the control 

group. 
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Table 5 The results of t-test analysis for MCT 

Trained Mother Non-Trained Mother 

N Mean SD N Mean SD 

40 1.82 1. 08 40 1.35 .80 

p < .029, t 2.23 

That is, children of the experimental group 

performed significantly better on MCT than children of the 

control group. 

3. The Wechsler Analytical Triad (WAT) 

The comparison of the experimental and control 

groups on the Wechsler Analytical Triad indicated that 

there are significant differences between the groups for 

p < .0001 and t = 6.40. As table 6 indicates, the mean 

of the experimental group is 8.80 and of the control group 

is 6.22. Children of the experimental group achieved 

better scores than the control group as in the case for 

Simple and Multiple Classification Tasks. 

Table 6 The results of t-test analysis for the 
Wechsler Analytical Triad 

Trained Mother Non-Trained Mother 

N Jvlean SD N Mean SD 

40 8.80 1. 72 40 6.22 1. 87 

p < .OOOL t 6.40 
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4. Vocabulary Subtest of the WISC-R (VO) 

As illustrated in table 7, the means of the two 

groups are different. The mean value for the experimental 

group is 8.42 and the mean value for the control group is 

6.05. Results indicated that this difference is 

significant at p <.0001 and t = 3.66 Higher mean value 

for the experimental group indicates better prformance on 

Vocabulary subtest of the WISC-R for this group compared 

to the control group. 

Table 7 The results of t-test analysis for VO 

Trained Mother Non-Trained Mother 

N Mean SD N Mean SD 

40 8.42 3.19 40 6.05 2.57 

p < .0001, t 3.66 

Comparison of experimental and control groups on 

the Wechsler Analytical Triad, Simple Classification Task, 

Multiple Classification Task and Vocabulary subtest of the 

WISC-R by means of t-test analysis showed that there were 

significant differences between the experimental and 

control groups on all measures utilized. 

The hypothesis that children whose mothers attended 

the Mother Training Program / Cognitive Intervention 

Program (ZEP) would perform better on all assessments than 

the control group children was confirmed. 



C. Results of the Analyses Carried Out Separately on 

Picture Arrangement. Block Design and Object Assembly 

Subtests of the WISC-R : 
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Further analyses were carried out by comparing 

experimental and control groups on seperate subtests of 

Picture Arrangement, Block Design and Object Assembly of 

the WISC-R by means of t-test analysis. The aim was to 

see whether different results would be obtained if 

separate analyses were carried out for the three subtests 

instead of the Wechsler Analytical Triad score. 

1. Picture Arrangement (PA) 

Picture Arrangement Subtest of the WISC-R in the 

experimental group was significantly different at p <.0001 

level and for t value 6.89 than the control group 

(Table 8). Mean values obtained for the Picture 

Arrangement subtest indicated better scores for the 

experimental group compared to control group. 

Table 8 : The results of t-test analysis for PA 

Trained Mother Non-Trained Mother 

N Mean SD N Mean SD 

40 8.95 2.20 40 5.52 2.24 

p < .0001, t = 6.89 
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2. Block Design (BD) 

In line with the results obtained from the Picture 

Arrangement subtest, the results of Block Design also show 

significant differences between the experimental and 

control groups. The experimental group have higher scores 

on Block Design than control group with a t value of 3.96 

at p < .0001 level (Table 9). 

Table 9 The results of t-test analysis for BD 

Trained Mother Non-Trained Mother 

N Mean SD N Mean SD 

40 9.15 2.07 40 6.97 2.78 

p < .0001. t 3.96 

3. Object Assembly (OA) 

Results of analysis showed that there are 

significant differences between experimental and control 

groups at p < .001 level for t = 3.49 (Table 10). 

Table 10 The results of t-test analysis for OA 

Trained Mother Non-Trained Mother 

N J.l.'lean SD N Mean SD 

40 8.30 2.56 40 6.17 2.87 

p < .001. t 3.49 

As the results indicate, experimental group achieved 

better on the Block Design than the control group. 
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Seperate analyses which were carried out for the 

three subtests (PA. BD and OA) indicated that on all 

subtests experimental group had significant higher scores 

compared to the control group. 

D. The Results of the Comparison of Experimental Groups 

The three experimental groups were compared with 

each other on all measures utilised in the study by means 

of analysis of variance (One-way ANOVA). It was hoped 

that these analyses would reflect the possible differences 

which may exist in the implementation of the program. 

The results indicated a significant difference only for 

the Multiple Classification Task (Table 11. 12). 

Table 11 

Group 

Group 

Group 

Group 

Table 12 

Source D.F. 

Bet/ grps 2 

Within grps 37 

Total 39 

P < .0029 

Means and standard deviations for the 
three groups on MCT 

N Mean SD 

1 14 1. 07 .82 J. 

2 13 2.30 .94 

3 13 2.15 1. 06 

Results of analysis of variance on MeT 

Sum of squares Mean Squares F Ratio 

12.38 6.19 6.86 

33.39 .90 

45.77 



Although non-significant results were obtained for 

Simple Classification Task, The Wechsler Analytical Triad 

and Vocabulary Subtest of the WISC-R. Group 2 was found to 

have higher and Group 1 was found to have lower means 

compared to the other groups when one examines the mean 

values for all subtests. 

Moreover, seperate analyses on the subtests of the 

Wechsler Analytical Triad also indicated non-significant 

differences between the three experimental groups. The 

analyses carried out among the experimental groups 

reflected the possible differences which may exist due to 

the process of the program. The only significant 

difference among the three experimental groups observed 

was for the Multiple Classification Task. since it was a 

hard task for the age group of children in the study. 

IV. DISCUSSION 

Research evidence from different fields like 

psychology, education, sociology and health indicate that 

early childhood education and development programs have 

positive effects on the overall development of children 

especially from disadvantaged backgrounds. 

There are several models/approaches of these 

program~. some of them target the child's immediate 
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environment by focusing on family members, some focus 

directly on the child by attending to the immediate needs 

of children in centers. still others focus on working to 

change community conditions that may affect child 

development (Myers. 1992). 

There is a common agreement that the child develop­

ment occurs in an environment. but not in isolation (Hunt. 

1961; Bloom. 1964; Weikart. 1967; Banet. 1976; 

KagltClbaSl. 1979; Upshur. 1990). As it was stated in the 

introduction. there are a number of conceptualizations 

that stress the importance of the environment. especially 

family involvement. in early childhood development and 

education. The Transactional Model of child development 

reflects the importance of the environment: the 

development of the child is seen as a product of the 

dynamic interactions of the child and experience provided 

by his/her family and social context. 

Another conceptual contribution which stresses the 

importance of the environment is Bronfenbrenner 's (1979) 

view of the family as one system which is embedded in an 

ecological framework of systems. He emphasizes that 

although the family is the principal context in which 

human development occurs. the processes that are operating 

in different settings in which children spend their time 

and their parents live also affect the development of 

children. 
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Similarly, Garbarino (1982) based on the ecology of 

human development, describes a systems approach to 

summarize the interplay of biological, psychological, 

social and cultural forces in early development. These 

forces include the individual family, child's school, the 

work place of the parent, and the presence of a national 

climate or policy. Hence, the experiences provided by the 

immediate environment are not viewed as independent of the 

child. The Transactional Model of child development 

suggested by Sameroff (1975), Bronfenbrenner's (1979) and 

Garbarino's (1982) view of the family as a system embedded 

in the larger ecological framework of systems promote 

family emphasis in the programs of early education. 

Tne implication of these conceptualizations is that 

an intervention should have a systems orientation and 

assessment of intervention should consider different 

levels of these reciprocal effects involving the immediate 

family, the community and the society in which the family 

is situated. Furthermore, it is necessary to create 

awareness and demand in the society and most importantly 

among the policy makers to bring about changes in the 

other systems around the child rather than the family in 

order for these programs be more effective. 

Both the evidence and theoretical contributions 

provided by different studies clearly indicate that nearly 

all early childhood education and development programs 
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should be developed by considering the several systems 

that may interact in the child's environment to affect 

his/her development (Sameroff, 1975; Bronfenbrenner. 1979; 

Simeonsson and Bailey, 1990). 

The present study investigated the effects of the 

cognitive part of the Home-Based Early Enrichment Program 

which is an example of a contextual model with a 

" whole child" approach and presents an alternative 

model to center based programs. As an example of a 

contextual model the program emphasizes the importance of 

the environment in the development of children and it 

targets the child's social environment, especially the 

family, by means of the Mother Training Program which aims 

to empower the mother to support the cognitive development 

of the child. Long lasting impact of early childhood 

development and education programs could be achieved with 

those programs that assign an active and preventive role 

to the mother in the development of the child 

(Bekman, 1990; KagltClba$l, 1992). 

During 25-week-period of training children were 

provided with activities which focused on cognitive tasks 

such as classification, seriation, language development 

and sensory-perceptual discriminatory skills. These 

activities are very important for 5-year-old age group 

since this period is the time of development of these 

skills and abilities. Hence, providing stimulation and 



different experiences to support and extend children's 

emerging skills and potentials are the main purposes of 

the ZEP. 
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There is a rich research literature describing both 

the short and long term impact of intervention programs on 

children's cognitive development. Both short and long term 

results indicate that an intervention program which starts 

in early years and targets the child's immediate 

environment has positive effects on children's cognitive 

development, commitment to schooling and school 

achievement (Lazar and Darlington, 1982; Upshur, 1990; 

Berrueta-Clement, 1984). 

In line with the results of the previous studies 

aimed at the cognitive development of children by means of 

home intervention programs, the results of the present 

study also illustrated that children whose mothers 

attended the Mother Training Program performed better in 

all assessments compared to children whose mothers did not 

attend any kind of program. 

Assessments of children on several measures 

revealed that this program had an effect on the cognitive 

development of children. Tnese assessments included 

Picture Arrangement, Block Design and Object Assembly 

subtests of the WISC-R which are known to assess 

analytical thinking of children. They basicly were the 
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measures of non-verbal ability, requiring abilities for 

perceptual organization. spatial visualization. part whole 

relations. planning ability and anticipation. 

Moreover. results illustrated that these children 

were also better in some Piagetian tasks which are stated 

to be important as indicators of intellectual performance 

at this age. That is, these children were better able to 

recognize different attributes of objects like size. form. 

color and number and classify the objects with respect to 

a certain attribute as compared to the control group 

children. 

Furthermore. findings indicated that these children 

were also superior in vocabulary which is a test of word 

knowledge and involves many cognitive functions like 

learning ability. memory and concept formation. This test 

reflects children's ability to learn and accumulate 

information and as indicated by research evidence these 

abilities are important in later school achievement. 

Tne follow-up study which investigated the long 

term effects of the Turkish Early Enrichment Program 

revealed positive effects on children's overall 

development including both cognitive and social domains. 

Initial effects of the program were illustrated by the 

improvements in the cognitive measures and its later 

effects were reflected in higher report card grades and 
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better school achievement scores. Moreover. there were 

significantly more children in school within the trained 

group compared to non-trained group. The results related 

to the effects of the program on school behavior and 

family relations showed better social integration for the 

trained group. 

Similarly, longitudinal studies like the Perry 

Preschool Project which was designed to reveal the effects 

of early educational intervention on disadvantaged 

children. showed that these programs have an effect on 

children's cognitive development which was initially 

documented by increased intellectual performance. 

Moreover. these children later began to experience and 

demonstrate greater success in school by greater 

commitment to schooling. higher school achievement and 

reinforcement of a more success oriented role by teachers. 

parents, peers. They engaged in deviant behavior less 

frequently and had higher occupational aspirations 

(Schweinhart and Weikart. 1980). 

Also empirical data which come from the review of 

11 follow-up studies show that less need for special 

education. less grade retention and better achievement 

oriented attitudes are the long term effects of such 

programs (Lazar and Darlington. 1982) 

In sum evidence from research revealed that the 



easily doc~~ented effect of early childhood education 

program on children's development is the improvement in 

the cognitive ability which has some impact on the long 

term effects of these programs which are social and 

emotional in nature such as lower rate of delinquency, 

higher rate of employment and lower rate of teenage 

pregnancies. Tnus, the impact of early development and 

education programs can extend to adulthood. 
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Based on these results of the previous similar 

studies it might be expected that children of the present 

study who exhibited better cognitive development would 

show better commitment to schooling and school achievement 

in later years. 

Weikart (1984) points out that early child 

education programs are effective because it raises 

intellectual competence. This improvement in the 

intellectual competence is hypothesized to influence 

initial transactions with teachers and school achivement 

leading to school commitment and better scholastic 

placement.He uses the term "causal chain" in explaining 

this interactive relation between the early childhood 

education programs, the child and the later experiences 

and relationships related to school. In sum, he suggests 

that early childhood programs raise intelligence which is 

recognized by teachers and reflected back to children in 

terms of expectations and rewards until children 
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themselves raise expectations for school success. 

Schweinhart (1986) on the other hand. based on the 

comparison of curriculums of preschool education programs 

suggested that raised IQ at school entry does not start a 

"virtuous cycle" of school success for all children who 

attended early childhood education. but only for those who 

attended an active learning program. 

Rutter in 1982 reviewed the literature on the 

effects of education on children's development and 

concluded that the long term educational benefits of the 

early childhood education programs do not stem from what 

children are specifically taught. but from effects on 

children's attitudes to learning, on their self-esteem 

and on their task orientation. Similarly, Dweck (1988) 

investigated how children acquire beliefs and attitudes 

relating to their own talents and skills. She suggests 

that differences in children's explanation for success and 

failure and aspirations for challenge influence their 

performance at school. They are independent of 

intelligence (Slyva. 1992). 

As it is stated by Slyva (1992) communicational 

exchanges and the quality of early experiences between 

adults and children in the early learning setting may be 

the reason of some important attributes or characteristics 

like the autonomy. planfulness. persistence and high 



aspirations seen by graduates of some early education 

programs. 
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Thus, both perspectives which are suggested either 

by Weikart or by Rutter and Dweck reach to the same 

conclusion that children who attended early childhood 

education and development programs were more successful in 

school and school related issues. Hence, the Cognitive 

Intervention Program as a family-based early intervention 

program reveals initially cognitive effects and is 

expected to show later effects related to better school 

performance. 

As research evidence indicates investments in early 

child development and education programs also can help to 

modify inequalities rooted in poverty and discriminations 

since such programs provide equal opportunity for 

disadvantaged children in the start of school and bridge 

the gap between the children who corne from less 

disadvantaged backgrounds by bringing them to an equal 

level with children from advantaged backgrounds. The 

present program is an example of such programs that is 

carried out in a country where there are children at risk 

and approximately % 5 of all children are provided with 

early childhood education services, 

Such early intervention programs also carry a 

preventive role since they equip people with the physical 
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and mental skills in order to cope with the crisis 

situations throughout their life span. The programs 

reduce the need for welfare and remedial programs. 

However, these early childhood and education programs like 

the Cognitive Intervention Program are examples of 

secondary prevention programs since they target 

individuals whose characteristics place them at risk of 

developing further problems if some type of intervention 

is not undertaken. As Upshur (1990) points out, that 

these programs should be brought to a level of primary 

prevention programs so that they can serve larger groups 

and make the early detection of developmental problems of 

early childhood possible. 

Although, the results of the further analyses which 

compared the three experimental sub-groups did not reveal 

any significant findings except for the Multiple 

Classification Task, non-significant results illustrated a 

difference among the three experimental groups on all the 

measures of the study as indicated by the mean values. 

This outcome tappes on a neglected issue in intervention 

research, that is, the process of intervention itself, 

since it implies the presence of differences among the 

groups due to the differences in the processes of 

application. As stated by different researchers, the 

quality of the implementation, staff training, 

supervision, parent involvement and administrative 

leadership contribute to the success of these programs 
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(Ramey. 1983; Berrueta-Clement, 1984; in Zigler and Weiss. 

1985). Thus, there is a need to investigate the process 

in addition to the product of the intervention programs. 

When we consider the age limit to acquire the 

necessary cognitive competence for the Multiple 

Classification Task. one should admit the importance of 

the significant finding obtained for this task among the 

experimental groups. It clearly illustrates the fact that 

when early intervention program is implemented well 

enough. it can overcome the age limits accepted for a 

certain task. 

The positive results obtained related to the 

effects of the training program on the cognitive 

development of children showed that when the mothers with 

low education level are empowered they can be effective on 

the development of their children. 

Although the cognitive scores reported above were 

believed to be the outcome of the cognitive program, one 

should not forget that the group disscussions which aimed 

to improve children in social and personal domains and 

support the self-concept of mothers would have also 

influenced the cognitive development of children. 
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v. LIMITATIONS OF THE STUDY 

In the present study post-test only control group 

design was utilised, but for the generalizability of the 

results it would be better if a pretest-post test control 

group design was utilized. 

Due to practical reasons the sample of the present 

study included 80 children from the low SES areas of 

Istanbul. However, for a higher degree of 

generalizability of the results a more representative 

sample from different areas and with more subjects should 

have been included in the study. 

The impossibility of a full randomization in the 

selection of the experimental sample was another 

limitation of the study. All of the mothers who attended 

the Mother Training Program had to be volunteers to have 

such a training and the mothers of the experimental group 

were chosen by random sampling from this volunteer pool. 

Similarly, mothers of the control group were chosen 

randomly, but also were volunteers since without the 

consent of the mothers the assessment of children would 

have been impossible . 

Moreover, it can be suggested that the subsequent 

evaluations of the program should focus on the process 

evaluation in addition to the outcome measures in order to 



decrease the difference between the (different) centers 

where the Mother Training Program is given. 
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APPENDIX 

Pages from the Cognitive Development Program (ZEP) 



ZEP 

Hafta:15 

Etkinlik:Noktalan Birle~tir 
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( Bo~ kutulan gostererek ~oyle soyleyin ) 
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KUTULARDA..T(1 NOKTALARI TIPKI OR,.l\ffiKTEKt Gm! B1RLE~T1R 

NE <;E~iT <;tzGiLER <;izDiN? - Egik ~izgiler 
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• " • ~ .. • 

.. 41 II • t .. 
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.. !3 • • • • 

( Bo~ kutulan gostererek ~oyle soyleyin ) 

KUTULARDAKI NOKTALARI TIPKI 6~bKTEK1 GiEi BiRLE~TiR 

NE <;E~iT <;iZGiLER <;1ZDiN ? - Egik ~izgi1er 
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5.Glin 



ZEP 

Hafta:18 

Etkinlik:Eksigi Bul 

l.BU SIRADA EKS1K OLAN RESMI BUL 

NEyt EKSiK ? - Tavanm sap! 

EKStK OLAL~ RESMt TA1VlAMLA 

2.BU SIRADA EKSIK OLAN RESM! BUL 

NEY! EKStK ? - Kaza~n kolu 

EKStK OLAN RESM! T AlvlAMLA 

3.BU SIRADA EKSIK OLAN RESMl BUL 

NEYI EKStK ? - Ka§!~n sap! 

EKSlK OLAN RES?\lI TAMAlYILA 

13 4.GUn 
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ZEP 
Hafta:18 

Etkinlik:Matris 
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3.Giin 



ZEP 

Hafta:18 

Etkin1ik:Matris 

1.( <;ocugunuzla masaya oturun.1 O. sayfadaki kesik ~izgili resimleri kesin. KartJ. ve kestiginiz 
resimleri ~ocugun online koyun ) 

2.( Uzerinden duman ~Ik:an ev resmini alarak ~oyle deyin) 

BU NE RESMl? - Uzerinden duman ~lkan ev 

BU RESMl TABLODAK!E~iNiNDzER1NE KOY 

3.( Uzerinden duman ~Ikmayan gemi resmini gosterin) 

BU NE RESMI ? - Gemi 

BU RESMi TABLODAKi E~iNiN DZERiNE KOY 

4.( Uzerinden duman ~Ikmayan ev resmini gosterin) 

BU NE RESMi ? - Ev 

BU RESMi TABLODAK! E~lNiN UZERiNE KOY 

5.( Uzerinden duman <;Ikan gemi resmini gosterin) 

BU NE RESMi ? - Duman <;Ik:an gemi 

BD RESMI TABLODAKi E~lN1N DZERINE KOY 

( Tablonun listtindeki resimleri kaldmn ve masaya yaym ) 

~iMDi SEN BiR KART SE<;, NE OLDUGU:t'-rU SOYLE VE T ABLODA KOYMAN GEREKEN 

YEREKOY 

( <;ocugun resmi tarif etmesini saglaym. Tlim kartlar bitene dek oyunu stirdlirtin ) 

9 3.Glin 



ZEP 

Hafta:18 

Etkinlik:Matris 

Malzeme: Mavi, san, ye§il kareler, i.i9genler, daireler 

I.( Elmalann oldugu srraYl gostererek) 

BU SIRADA NELER V AR ? - Elmalar 

ELMALARIN DZER1NE KARELERl Kay 

2.( Armutlann oldugu srrayI gosterin) 

BU SIRADA NELER V AR ? - Armutlar 

ARMUTLARIN UZER1NE UC;GENLERl Kay 

3.( Muzlarm oldugu srrayI gostererek ) 

BU SIRADA NELER V AR ? - Muzlar 

MUZLARIN UZERlNE DAiRELERl Kay 

4.(~eki11eri toplaym ve 90cuga verin) 

J 

BUy(lK MEYVELER NEREDE ? UZERLERiNE MA vi ~EKiLLERl Kay 

KOC;UK MEYVELER NEREDE ? UZERLERINE SARI ~EK1LLERl KOY 

ORTA BOY MEYVELER NEREDE? UZERLER1NE YE~iL ~EK1LLERi Kay 

12 3.GUn 



Malzeme: Geometrik §ekiller 

ZEP 

Hafta:19 

Etkinlik:Mauis 

oGLANLAR NEREDE ? UZERLERIN'E KARELER! KOY 

KIZLAR NEREDE ? UZERLERlNE DAIRELERl KOY 

KOPEKLER NEREDE ? UZERLER1NE YILDIZLARI KOY 

( -5ekilleri resimlerin iizerinden kaldmn) 

AYAKTA DURANLAR ~Tf:REDE? OZERLERiN.E MAV! ~EK1LLERt KOY 

OTURANLAR NEREDE ? UZERLERiNE KIRMIZI ~EKiLLERt KOY 

yG'RUYENLERNEREDE? OZERLERiNE SARI ~EKiLLERt KOY 

14 4.Giin 



ZEP 

Hafta:21 

Etkinlik:Keloglan 

( 12., 13. ve 14. sayfalan ~ocuga okuyun ve sorun ) 

KELoGLAN OLMA YAN PARALARI AUF NE YAPMIS ? 

- Mendiline sanp 9ar~lya gitmi§ 

<:ARSIDA NELER Y APMIS ? 

- Annesine ve kendisine ipekten, satenden giysiler alnu§ 

GiYSIDEN BASKA NELER ALMIS ? 

- Altmh, eL'11ash takllar alnn§ 

HESAP ODEME ZAMANI GELtNCE KELoGLAN NE Y APMI~ ? 

- Goriinmeyen altmlan saymaya ba§larrn§ 

SA TICILAR NEDEN KIZMISLAR ? 

- Ortada para yokmu§, sancllar e§yalann parasml alamaml§lar 

KIZGIN SA TICILARA KELoGLAN NE DiYORMUS ? 

- Alnn1ann kendisine padi§ahm verdigini 

21 S.GUn 



ZEP 
Hafta:21 

Etkinlik.:Kelogian 

HA YDl BURA Y A KELoGLAN tLE KIZGIN SA TICILARIN RESM1N1 <;12 VE BOY A 

22 S.Gtin 
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