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ABSTRACT

CONSTRUCTING CULTURALLY APPROPRIATE CHILDHOOD
AGGRESSION THEORY IN EARLY CHILDHOOD THROUGH SITUATIONAL
ANALYSIS IN TURKISH CONTEXT: A GROUNDED THEORY

ERYKJKT, S¢meyr a
Ph.D, The Department dElementary and Early Childhood Education, Early
Childhood Education
SupervisorProf. Dr.Refika OLGAN

April 2025,374 pages

Aggression is a persistent behavioral problem with {emm negative consequences

and strong resistance to change. Culture plays a significant role in shaping aggressive
behavior, and although prior research has offered general insights into childhood
aggression across cultures, much of the literature originates from Western contexts,
particularly the United States and Europe.
there is a pressing need to develop culturally grounded theories that reflect local
perspectives. This study aims to construct a comprehensive and culturally
appropriate theory of childhood aggression through a grounded theory design. The
research was conducted in two phases. Study 1 focused on defining aggression and
identifying its key characteristics to inform the sampling and design of the main
study. In this phase, data were collected from 18 experts, including psychologists,
psychiatrists, child development specialists, early childhood educators, and guidance
counselors. Study 2 explored childhood aggression from the perspectives of parents,

teachersand through observation of childrén Ankara. Theoretical sampling was

iv



employed, and participants included 12 fathers, 12 mothers, 17 preschool teachers,
and five children aged 60 t@2 months. Data collection tools included semi
structured interview, observation forms, and field notes.To ensure trustworthiness,
strategies such as audit trails, thick description, reflective journals, memo writing,
triangulation, peer review, and member checking were employed. As a result, the
study developed a culturally appropriate theory of childhood aggression consisting of
nine themes: behavioral antecedents, aggressive behaviors, behavioral consequences,
intervention strategies, functions of aggression, patterns and manifestations,
influencing factors, background determinants, and behavioral challenges and

outcomes.

Keywords: Aggression, childhood aggression, culture, grounded theory
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Sal derganl ék, deji kime diren-11i, uzun vadel
problem davranéxkteer. K¢l tegr, sal derganl é&] én
Mevcut literat¢rde erken -ocukluk d°neminde
sunul sa da, b u -al ékmal ar én b¢yeék késmé Am
Terkiye, Bateéele ¢l kelerden farkl é bir K¢l t¢
bajl amda kur amsal gel i ktirmelere duyulan i ht
erken -ocukluk d°nemine °zg¢ saldéerganl ék d
be¢téencel bir kuram geliktirmeyi ama-1| amakt
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CHAPTER 1

INTRODUCTION

Peer relations shape an individual sé dev
2006). Developmental psychology and psychopathology literature emphasize peer
relations in early childhood, which has letegm implications in later stages of life

(Sroufe et al., 1999). Peer relationships is a complex and broad concept and current
research highlights aggression as the most common issue associated with it (Boivin

et al., 2005). Aggression is a developmental behavior that starts from early childhood

and is usually associated with psychiatric disorders (Ostrov & Houston, 2008).
Furthermore, various longitudinal studies have associated aggression with academic
failure, peer rejection, deviant sexual behaviors, depression, and delinquency
(Bierman, 2004; Coie & Dodge, 1998; Dodge et al., 2006). Aggression has long
lasting, negative implications and is usually resistant to treatment interventions
(KeltikangasJarvinen & Pakaslahti, 1999; Huesmann et al.,, 1984). Shaw and
coll eagues (2000) defined it as, Afan act
object with intent to hurt or frighten, for which there is a consensus about the
aggressive intent of the act-poin(gpidelin@ 9 8) .
to define and distinguish observed behaviors as aggression: has the potential to harm,

is intentional, associated with arousal, and repellent to the victim. Carpenter (2002)
revised Braineds guidelines and highligh
intent the potential to harm others. He further stipulated that arousal in early
childhood is hard to detect, and the origin of the behavior might not be arousal.
However, socialization during early years is different; young children initially
consider aggression as a way of communication and are aversive to aggression to get
their way. During preschool years, children are just starting to learn that aggression is

not an acceptable form of behavior and communication. Therefore, young children

might tolerate higher levels of aggression than older children. Furthermore, if
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aggression is aimed towards inanimate objects, the aversion of the victim is hard to

detect (Carpenter 2002Ehildhood aggression from cultural context is defined as

harmful acts that are socially learned behavior and shaped by social norms,
expectations and childdbés <cul tural environme
Ambiguous and overlapping definitions have led to overlapping characterizations of

aggression (Casper & Card, 2017; Coie & Dodge, 1998; Underwood et al., 2001).

Aggression has been characterized differently throughout different periods of
mankindds devel opment (Dodge et al ., 2006) .
different perspectives of aggressive behaviors. Some of these categories can be listed

as: proactivaeactive (Dodge, 1991), relational, verbal, and physical aggression

(Coie & Dodge, 1998; Crick et al., 199Vjssing et al. 1991), direct and indirect

aggression (Feshbach, 1969; Olweus, 1994), and overt and covert aggression (Beale,

2001; Bernardini, 2005).

Aggressive behaviors usually begin during childhood and progress throughout life
(Shaw et al., 1996). Children exhibit physical aggression at infancy, and start to
display verbal and relational aggression after language acquisition (Cairns, 1979;
Dodge et al., 2006; Girard et al., 2019). Besides age, aggression is also differentially
influenced by gender (Ostrov & Keating, 2004). Initial studies investigating the
influence of gender reported that boys exhibit more aggression (Parke & Slaby,
1983). Studies on Greek children also confirmed that boys exhibit more aggression
than girls (Mouratidou et al., 2020). However, Crick and Grotpeter (1995) introduced
relational aggression, and revealed contrasting findings. In this regard, Reebye
(2005) also highlighted that aggression displays gebdsed differences; females
tend to display relational aggression while males tend to show physically aggressive
behaviors. Other studies have reported birth order and existence of siblings as
significant determinants of aggression (Lamb, 1978a; Stauffacher & DeHart, 2006).
Older children are more likely to display aggression, as compared to younger
children (Lamb, 1978a; 1978b). Th e presence of siblings is another source where
children learn aggression (Stauffacher & DeHart, 2006). Research studies asserted

that children with multiple siblings display more aggression (Tucker et al., 2024).



Various other socialization contexts are also crucial for behavioral development as

siblings are the immediate social surroundings of a child (Koruk, 2021).

Parents are another crucial element of socialization within the family
(Bronfenbrenner, 1974). First of all, children who are placed in government facilities
are more |ikely to display aggression th
al., 1998). Even if children live with their parents, marital harmony is also critical for
preventing behavioral problems (Erath et al., 208@pey, 2012). Children of

divorced parents display aggressive behaviors more than their counterparts (Amato,
2001; Andreas, & Watson, 2009). As marital harmony is closely related to parenting
styles (Chang et al., 2004; Erel & Burman, 1995), these have been extensively
researched in association with aggression (Arnold et al., 1993). Children who have
harsh, negligent, permissive, overprotective, oppressive, and inconsistent parenting
tend to display more behavioral problems (Bandura & Walters, 1959; Yavuzer,
1999). Disagreement regarding chilghring practices, also leads to marital
disharmony and behavior problems such as aggression (Chen & Johnston, 2012;
Meteyer & PerryJenkins, 2009). Besides parental existence and dynamics within the
family, aggression can be related to characteristics of the parent's age, education, and
socioeconomic status (Conaty, 2006 ; Kada
2004). Children with younger mothers tend to display relational or reactive
aggression more than children with older mothers (Conaty, 2006; Karaca et al.,
2011). Furthermore, more aggression is observed in the children of women who
become mothers at a young age (Tremblay et al., 2004). Findings are conflicting
regarding educational background and socioeconomic status. Children of parents
who graduated from university or possess higher degrees display more relational
aggression, while low education level of mothers was closely related to high levels of
aggression among boys (Karaca et al., 2011; Nagin & Tremblay, 2001). Despite the
conflicting nuances, educational attainment of parents can be regarded as one of the
determinants of aggression (Cabello et al., 2017). In terms of the esmmomic
background of parents, children from lower see@mnomic backgrounds display
aggression more than children from middle and higher ssmoomic backgrounds
(Connor , 2002 ,PaKamalswk s 020 @&)onomic stat



to the choice of school and peer group, which in turn is associated with aggression
(Abduh et al., 2023; Sirin, 2005; Suna et al., 2020).

Teachers, school and peers are ofhgnificant elements of socialization outside the
family (Bronfenbrenner, 1974). Teachers are an integral part of the school and play
an i mportant role in a c¢childbdés educational
argued that children develop and construct realities by experiencing, reflecting on
experiences and making sense of social interactions with parents, peers, and other
adults such as teachers. Highality teachechild relationship plays a regulatory
role for childrends socioemotional devel opm
negative relationships with their teachers display higher levels of behavioral
problems (Pianta et al., 1995). Furthermore, children with negative relationships tend
to have higher absences and display higher rates of aggression (Kadan, 2010; Ladd &
Burgess, 2001). Conversely, aggressive behaviors also lead to negativieattier
relationships (Stipek & Miles, 2008). Classroom management is another implication
of aggression (Rose & Gallup, 2005). To deal with aggressive children, teachers
allocate more time to these children, have difficulty controlling these behaviors and
continue with the educational process (Oliver et al., 2011). This leads to stress,
burnout, negative educational atmosphere, and negative educational outcomes for the
whole class (Oliver et al., 2011; Smith & Smith, 2006). Hence, prevention of
problematic behaviors is key to effective classroom management and environment
(Oliver et al., 2011). Understanding aggression is paramount to address the problem
and teachers have been reported to face difficulty distinguishing relational aggression
(Alvarez, 2007; Ersan, 2020).

Additionally, children with a higher absence from their preschool are more likely to

display aggression than children who regularly attend (Kadan, 2010). Another study
found a correlation between attendance in preschool and aggression for children with
high-risk families (Borge et al., 2004). Children who attend preschool for over one

year display less aggressive behavior (Loeb et al., 2007; Olcay, 2008; Yoshikawa,
1995). Vice versa, children who display aggression tend to be excluded and not
accepted by their peer groups (Snyder et al., 2010). In turn, peer exclusion has

detrimental implications for child development (Lynn Mulvey et al., 2017).
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Childhood aggression poses a problem because it predicts aggressive behaviors in the
future (Reebye, 2005). A study conducted by Robins (1966) revealed that children
who were clinically diagnosed with problem behaviors tend to become adults who
create problems in society. Aggression is also associated with various negative
outcomes such as poor peer relationships, prosocial behavior, maladjustment in
adulthood, antisocial behavior, difficulty in collaboration, sharing, following social
rules, communicating, social interaction, salbtivation, and academic success
(Coyne et al., 2011, Leff et al., 2001; Sprague, & Perkins, 2009; Sumi et al., 2012).
These outcomes can be further aggravated by sdtamdl learning, such as media

and technology.

Exposure to violence on television is one of the significant cultural influences on
aggression (Dodge et al., 2006). One nrwmtalysis revealed that exposure to
violence on television corresponded to 10% of childhood aggression (Wood et al.,
1991) . Bandura and his colleaguesdé (1963
these findings that, once children are exposed to violence, they start to themselves
display violence without outside incentive. Violent video games have yielded an
increase in rates of aggression is to play (Dodge et al., 2006). Long hours spent
playing violent video games are indicators of aggressive behaviors in the long term
(Anderson, 2004). Besides obvious violence, viewing indirect aggression, such as
spreading rumors, manipulating people, and destroying relationships in television
programs, also affects aggression (Coyne et al., 2004). Since exposing oneself and
others to aggression has significant implications, extensive research and theories on

televisionbased violence are not surprising.

Starting from the late 1800s, researchers and theoreticians provided biological and
psychological explanations by highlighting focal points such as cognition, cognitive
processes, instinct, emotions, emotional processes, biology, behavior, personal
factors, situational factors, ecology, and environment (Krahe, 2001). Aggression
related theories are listed as biological theory, sociobiological theory, ethological
theory, social information processing model (SIP), cognitive schema theory, the
cognitiveneoassociation theory of aggression, social cognitive theory,

psychoanalytic theory, frustratieaggression theory, excitation transfer theory,

5



theory of behaviorism, bioecological systems theory, and general aggression model
(Allen et al., 2018; Bandura, 1973; Beck, 1976; Berkowitz, b9®83onfenbrenner,
1977b; 1979; Crick & Dodge, 1994; Darwin, 1859; Dollard et al., 1939; Freud, 1922;
1933; Huesman, 1988; Krahe, 2001; Lorenz, 1966; Skinner, 1974; Zillmann, 1971).

Besides theories, culture is an integral element of aggression, and previous studies

from different cultures established a general perspective of aggression in early

childhood (Ostrov & Keating, 2004; Dearing et al., 2015). To comprehend the
association between aggression and culture, it is essential to define culture and what

culture entails. The term culture was first defined by Tylor (1871) as a complex

notion consisting of knowledge, beliefs, art, morals, laws, traditions, habits, and

skills that individuals have as community members. Linton (1936) also defined
culture as fithe sum tot al of human soci al [
provided a list of 79 universal cultural items, which was later refined by Barry

(1980). This list of cultural elements is divided into eight main and 79 subcategories.

Aspects of culture are divided into general characteristics: food and clothing, housing

and technology, economy and transportation, individual and family activities,

community and government, welfare, religion, and science, and sex and the life

cycle. Living standards and routines, rest, fine arts, entertainment, social
stratification, interpersonal relationships, marriage, family, and kinship are listed as

cultural practices under the main category of individaatily activities (Barry,

1980). The current study focuses on the individual and family activities and the sub

items of this main culture heading in Murdock’s (1945) list as culture. Therefore, for

the <current study, culture ~can be defined
inheritanceo (Linton, 1936, p . 17) within
comprehend individual and family contexts within culture for the current study, it is

essential to understand family, mother, father, child, ate&ding practices, and

family relations of Turkish culture.

In Turkiye, 93.4% and 6.6% of the population lives in cities and rural areas,
respectively (Turkish Statistical Institute, 2@23However, although the percentage
of families residing in urban areas is high, families still embrace some of the rural

practices and traditional values (Kaj ét-é&ébat
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families are categorized as functionally extended because of close relationships and
strong soci al support (Ataca &et. al .,
Emphasis on close relations and kinship indicates the importance and position of
family over an individual in Turkiye (Sunar, 2002). Various studies verified that
children of both genders establish closer relationships, emotional connections, and
healthy communication with their mothers (Fingerman et al., 2020; Hortacsu, 1989;
Hortacsu et al., 1995; Sunar, 2002; Zimmermann et al., 2022). Hence, the position of
women in regards to intdamily relations is significant for family dynamics (Ataca,

2006). Apart from mothers, fathers and fatherhood are crucial factors in child care
and development (Bozok, 2018; Urletin & Olgan, 2016; 2019). In the Turkish

culture, manhood and fatherhood are shaped by dominant masculinity such as
patriarchal and sexist beliefs (Boratav et al., 2014; Bozok, 2013). The goal of
manhood is perceived as being married and having a child while fatherhood is
perceived as an end goal both financially and in continuity of lineage (Bozok, 2018).

The child is of significant value of the child in Turkish family dynamics and it
represents the entity of the family (At a
al, 2022; T.C. General Directorate of Family and Social Researches, 2010). One of
the most notable studies called Value of Child (VOC), investigated the value of the
child in T¢grkiye and several countries (
& Ataca, 2005). This study refers to psychological VOC as love, joy, and positive
emotions a child gives to parents, whereas economic/utilitarian VOC refers to the
monetary benefit of a child and returning the favor to parents during their older years
(Fawcett, 1983). With time, the psychological VOC increases and
economic/utilitarian decreases (Aycicddi nn & Kaj ét -ébaxkeée, 20

1982). This means that parents do have less monetary expectations and are rather

satisfied by recei ving | ove from their
Kaj ét - ébaxke, 2007) . However, parents sti
(kanl e & ¥zt ¢r k, 2015) . Children are exp

modern values, such as respect for elders, being confident, fulfilling responsibilities,
defending oneds rights, graduating uniyv
stable in the future, thinking independently and making decisions (T.C. General
Directorate of Family and Social Researches, 2010). However, there is a distinctive

di fference when it comes t o t he term f
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(Kajet-ébake, 2005) . Parent s refer t o beinr
independence and having a profession rather than building a life apart from parents

and putting a distance from them (Sumer et al., 2021; T.C. General Directorate of

Family and Social Researches, 2010). This shows that cultural context is crucial

while interpreting the value of a child, thus highlighting the importance of

understanding the cultural context of child rearing and upbringing practices in the

Turkish context.

Child rearing and upbringing practices in Turkiye can be summarized as restrictive in

di scipline, with higher | evels of control bt
et al ., 2108; Kaj ét -ébakéeé, 1970; 2013; Yamart
that although Turkish parents have a tendency to supervise their children strictly,

they do not impose strict rules. Gender is another aspect ofrelilthg practices,

which plays an essenti al role in the Turkis
boys are encouraged to be more independent and aggressive, while girls are expected

to be more dependent and obedient (Ataca, 2006). During the teenage years, girls are

more under scrutiny and supervised compared to boys (Ataca, 1992; Ataca et al.,

2005). Although chilerearing is stricter, corporal punishment in education is

frowned upon (T.C. General Directorate of Family and Social Researches, 2010).

Compared to physical punishment and other authoritative techniques, -tlastie

Turkish parents prefer to use reward, reasoning, andtgpjing as a way to deal

with negative behaviors (Kircadiitar, 2005; Omag¢ Sénmez et al., 2020; Sunar,

2002). This preference for nguunitive disciplinary methods, such as reward and

reasoning, may contribute to the cultural differences observed in children's

expressions of aggression and their attitudes toward it.

The Turkish context of aggression may show variation depending upon parenting
styles and cultural influences. Aggression and attitudes towards aggression may
differ depending on culture, for instance, children from Western countries are more
encouraged to express themselves than those from Asian countries (Knyazev et al.,
2008). Therefore, Bergeron and Schneider (2005) deduced that children from Asian
countries display less aggression than their peers in the Western countries. One study

conducted with 24 countries, including Turkiye, revealed that Denmark, Iceland, and
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Spain display | ess problem behaviors tha
highest, followed by Iran, Turkiye, Taiwan, and Lithuania (Rescorla et al., 2011).
Another study conducted in Belize, Kenya, Nepal, and American Samoa also
revealed that the patrilineal countries (Kenya and Nepal), display less aggression
(Munroe et al., 2000). In addition to frequency, attitudes regarding aggression may
differ in different cultures. For instance, in Italy, aggression is also associated with
social competence and assertion, whereas in China, aggression is associated with
psychological problems (Schneider & Fonzi, 1996; Chen et al., 1995). One
comparative study conducted in Greece and America revealed that American
teachers consider aggression less serious than Greek teachers (Kalykaki, 2001). In
addition, east Asian parents, such as Chinese and Thai, believe that aggression is a
temporary behavior and existence is dependent on the context (Cheah & Rubin,
2004). When it comes to Turkiye, contrary to the findings of Bergeron and Schneider
(20(®), Metin Aslan (2020) found that Turkish children display and are exposed to
aggression more than their American peers. Some researchers found that girls display
relational aggression more than boys, which is parallel to existing literature (Gulay,
20009; Kki z, 2015; Metin Asl an, 2013) . f
Turkish children did not reveal similar patterns (Metin Aslan, 2020; Ummanel,
2007). During the preschool period, aggression can be regarded by Turkish parents
as normal behavior and as a result of adaptation to a new social environment and
socialization (Yéeldezbacxk, 2019) . Similar
Turkish mothers perceive aggression as a temporary stage and a result of contextual
factors. Furthermore, mothers feel disappointment and anxiety when their children
display aggressive behaviors (Bayram Ozdemir & Cheah, 2013). Although in
different cultures, it is established that mothers, teachers, and children consider
relational aggression more acceptable than physical aggression, it is not clear what is
considered aggressive or which behaviors are within an acceptable range in the
Turkish context (Doescher Hurd & Gettinger, 2011; Goldstein et al., 2002; Swit et
al., 2016; Werner et al., 2006). Related studies, conducted with teachers, did not
provide any information regarding acceptable aggression (Ersan, 2020; Dereli,
2020). They revealed that physical and verbal aggression can be easily recognized
relational aggression is difficult to distinguish (Ersan, 2020). Hence, they tend to

intervene more in instances of physical aggression than relational aggression (Dereli,
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2020). Since aggression is a construct of human development that is closely
influenced by culture, theories that investigate aggression might show variation in
di fferent cultures (Kajét-éeébakeé & Poortinga
childhood aggression theory in the Turkish culture, through the grounded theory

method using situational analysis.

1.1 Significanceof the study

This study builds on various significance and implications regarding early childhood.

Initially, this study provides definition of aggression, and classifications of
aggression in the Turkish context, apart fro
conceptualizations. Hence, this study provides an operational and theoretical

structure for future aggression studies in the Turkish context. Furthermore, since

culture is influential in shaping any behavior (Ostrov & Keating, 2004), this study

provides a list of behaviors that experts consider aggressive in Turkish schools,

clinics, and any professional context.

Second, this study investigates aggression from a ‘egwkperspective. Various
previous studies investigated aggression about specific variables (Bowlby, 1958;
1982; Chow et al., 2011; Karaca, et al., 2011). However, the current study tries to
provide insight into aggression from a comprehensive point of view. Hence, this
study asks questions about demographical variables, cultural aspects, parenting
styles, relationships within the family, characteristics and frequency of aggressive
behaviors, triggering factors, consequences of the behaviors, the environment in
which aggression takes place, attitudes of people in the situation, reasons, learning
methods, long or shoeterm outcomes, intervention methods, and challenges of

aggression.

Thirdly, another significance of this study is to investigate aggression from Turkish

mot her s, father s, children, and teachersod p
Pioneer psychologists such as Piaget and Vygotsky emphasized the importance of

culture and the child as an active role player in society by taking into account the fact

that a child develops through social interaction (Fung, 2011). Furthermore, according
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to Turiel ds (2012) mor al devel opment t h
moral reasoning of that behaviors is shaped by cultural context, practices, social
structure, and inequalitie$uriel (2002) stated that although certain moral principles

are universal, nuances of those principles are molded by cultural norms and
practices. Smetana (2006) also claimed that these shaped principles and moral
reasoning have an impact on moral judgment which in turn influence behaviors such

as aggression. Moreover, Arsenio and Lemerise (2004) created a new model that
integrated soci al information processing
(1983) moral domain models. It was claimed that moral judgment, emotions play a

role in understanding social cues and processing information. Since culture and
social norms are embedded in social information processing model, elements of
moral domain models and culture interact and play a role in forming aggression
(Arsenio & Lemerise, 2004; Crick & Dodge, 1994).

Fung (2011) states that cultural psychologists are aware of static forms of culture
therefore, some issues might be culkspecific, which in turn provides different
pathways for development. Existing literature has also proven differences in
aggression depending on cultural context, as can be seen above. Despite this, it is
striking that most of the psychological issues covered in related literature originated
from America and Europe (Arnett, 2008). Furthermore, Miller (2005) highlighted the
fact that participants involved in those studies were generally from the middle class.
In addition to socioeconomic status, nationality is another issue regarding the
representation of people in research. Regarding nationality, Arnett (2008) stated that
although the American population represents 5% of the whole waééh of
participants in psychological studies were American, and 80% of those Americans
were from originally Europe. Even if we ignore the nationality aspect, individual and
family contexts of the culture, such as family, mother, father, child, -cbddng
practices, and family relations, show differences in different cultural contexts
(Murdock, 1945).

One of the significances of the current study is that it includes cultural context into
theories and create a culturally appropriate aggression th&bgre are several

dominant aggression theories, which are psychoanalytic theory (Freud, 1920a),
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frustrationaggression theory (Dollard et al., 1939), social information processing

model (Crick & Dodge, 1994), social learning the@sndura (1973)and many

other theories abowvmentioned. Among these theorié&ecological systems theory
(Bronfenbrennef,977h 1979), the general aggression model (Allen et al., 2018), and

social cognitive theory( 1 97 3) acknowl edge environment al
aggression. Hence, these theories indicated that social context as environmental

factors might influence children but provide limited information regarding culture.

Bandura (2002), in his writings, acknowledges the cultural perspective of social

cognitive theory. However, in his article, he refers to culture as a nationality, and he

only explains cultur al d-efficdcebelefa @andurai N t er ms
2002). He does not specify how family and individual context of culture might

influence aggression. Therefore, it can be said that these theories do not provide any
information regarding how aggression emerges in the Turkish context. Furthermore,

all of these mentioned theories originated in Western countries for instance, Freud

was from Europe (Jones, 1953). Furthermore, the need for creating theories in the

Turkish context stems from the fact that Turkiye demonstrates consists of a different

cultural structure than Western countries. Hofstede (1984) clarified various

dimensions of culture, and one of them is individualism versus collectivism.
According to Hofsteded6s algorithm, Terkiye
37, which is interestingly similar to Greece, with a score of 35. At the same time, the

United States is an individual society with a score of 91, Germany with a score of 67,

and France with 71. In collectivism, unity and belonging in a community are more

important than individual and own needs (Brewer & Chen, 2007; Schwartz, 1990).

Oyserman and colleagues (2002) supported the need for cultural context and stated

that psychological theories originated from American and Western cultures consider
individualism and ignore collectivism therefore, there is a need to include collectivist
societies to comprehend human nature. Kaj et
conduct successful applied research, each researcher needs a theory, and that theory
shouldbeapplicablagoaspecific culture. It is stated that for theories to be suitable in a

specificculture thereisaneedodevelop theories rather than transfer original theories.

As the fifth significance, one of the significances of the current is to provide

comprehensive theory in contrast to the limited coverage of previous theories. Some
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of the theories focus on how aggression occurs (Allen et al., 2018; Beck, 1976;
Berkowitz, 1998; Crick & Dodge, 1994; Huesmann, 1998) and how these behaviors
are learned (Bandura, 1973; Skinner, 1974). Some of them investigate triggering
factors (Berkowitz, 1989; Dollard et al., 1939; Zilmann, 1971), some focus on
genetic or inborn factors (Darwin, 1859; Freud, 1920a; Lorerts; rahe, 2001),

and some focus on influencing elements (Allen et al., 2018; Bronfenbrenner, 1977b;
1979). However, the current study investigates how aggression occurs, how these
behaviors are learned, its triggering factors, the genetic or inborn factors, influencing
elements and interventions, attitudes of partgdashergeerssiblings, challenges,

background factors, and cultural aspects.

As the sixth significance, the current study has implications for early childhood
education practices and practitioners. This study creates a culturally appropriate
theory, and provides guidelines for teachers and other early childhood education
practitioners. As described above, teach:
play a key role in intervening in problem behavidrattie, 2008) Hence, this will

deepen the understanding of aggression, making predictions regarding its origins,
reasons, and sources of the behaviors, knowing probabilities regarding outcomes, and

the intervention process are going to be easier. The outcomes of the current study
enable teachers and researchers to comprehend what makes a child who they are. In
turn, considering a childds needs and di

and problem behavior will be easier by creating a positive classroom atmosphere.

The last significance of the current study is the need and gap within both
international and national literature. In the existing international literature, two
existing studies investigated aggression in young children (Ermann, 2019; Lazar,
1995). The grounded study of Lazar (1995) focused on media, while Ermann (2019)
focused on mother experiences regarding aggression. Apart from these two studies,
another grounded study investigated verbal aggression among adults by focusing on
their childhood parenthild verbal aggression experiences (DeBlaere, 2009). Still,
Dojan (2020) stated that there is a | ack
whole by investigating from multiple dimensions. There are some studies

investigating aggression from different perspectives in the Turkish context, such as
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influencing factors, prevention, and revealing relations with other psychological

concepts (Kadan, 2010; Diken et al.,, 2010). However, none of them establish a
disparity of theories in the Turkish context; there is no grounded theory study or any
other theorydeveloping study related to aggression or childhood aggression. Since
various aspects of culture demonstrate differences, culturally appropriate theory in

the Turkish context is needed.

Consequently, Hardin and colleagues (2014) also supported the abovementioned
insight by specifying the gap regarding the cultural validity of theories developed in
psychology and social sciencd® fulfill the gap, there is a need for understanding

the aggression in the specific culture and, in turn, a need to develop a culturally
appropriate theory of aggression. Based on the significance abovementioned and the
gap specified in the related literature, the purpose of the current study is to develop a
theory of childhood aggression as a whole, investigating from different dimensions
to provide a culturally sensitive and appropriate theory. To achieve this goal, two
consecutive studies, Study 1 and Study 2, were planned to investigate childhood
aggression and construct a childhood aggression theory. To reach for answers, the

following research questions were proposed for Study 1 and Study 2.

Research questions for Study 1.
1. What is the definition of childhood aggression in the Turk@ttext?
1.1. What are the characteristics of childhood aggression in the Turkish
context?
1.2. What are the categories of childhood aggression in the Turkish context?
1.2.1. What are the characteristics of each category of childhood

aggression in the Turkish context?

Research questions for Study2:

1. How does childhood aggression occur?
1.1What are the dimensions and characteristics of childhood aggression?
1.2How does childhood aggression emerge depending on specified dimensions?

2. How does culture interaetith childhood aggression?
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2.1How do individual and family contexts of culture interact with childhood

aggression in the Turkish context?

1.2. Definition of Important Terms

AggressionnAggression is fibehavior that is ai
person or personso (Parke & Sl aby, 1983,
defined aggression similarly but included hurting self or others who do not wish to

avoid any harm.

Childhood Aggression: Childhood aggression is defined as acts that have the
potential to harm, hurt or damage (Braine, 1994; Carpenter, 2@)dhood
aggression is a part of the developmental process linked with limited developmental
capabilities such as cognition, emotional regulation, and verbal skill and so on (Ferris
& Grisso, 1996; Gratz & Roemer, 2004; Gredanus et al., 1992)

Culture: Culture is the accumulation of values, beliefs, and identity that is passed
down from generation to generation (Tudge, 20@)lture for this study can be
defined as Athe sum tot al of human soci ¢

individual and family contexts.

Individual and family context of culture: Individual and family context of culture

refers to universal cultural values specified by Murdock (1945). It refers to the
individual and family activities. Each social and human construct related to the
individual and family is the main focus such as family, marriage, kinship, and

interpersonal relationships (Berry et. al, 2021).

Culturally appropriate: In the literature, many other terms are used for the term
Acul turally appropriate. Some of t hese
responsive, culturally respective, culturally rooted, culturally congruent, and
culturally relevant (Gay, 2010; Singh, 2011; Yamauchi, 2005). Developmentally
appropriate practices (DAP) emphasize th
social context (Bredekamp & Copple, 1997; Charlesworth, 1998). Bredekamp and
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Copple (1997) state that the social and cultural context of children are key elements
to enhance learning experiences. Culturally appropriate means taking specific culture

and social context into account to achieve DAP (Charlesworth, 1998).
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CHAPTER 2

LITERATURE REVIEW

This chapter provides a detailed examination of the theoretical background of
aggression, with a specific focus on childhood aggression. The explanation is
organized into nine main sections: definitiowategorization, key theories,
contributing factors, development, cognitivehavioral aspects, cultural influences,

intervention strategies, and a review of previous research.

2.1 Defining aggression

Bandur a (1983) defined aggression as A
injurious behavior but judgmental factors that lead people to attach aggression labels
to some forms of har mf ul conduct but n ot
Coie and Dodge (1998) proposed four criteria for defining aggression: aggressive
behaviors are intentional, have the potential to cause harm, occur during a heightened

physical state, and are perceived as unpleasant by the victim.

Kazdin (1995) categorized various problem behaviors, such as fighting, bullying, and
verbal abuse, as examples of aggressive behavior. Although aggression is often
linked to physical harm, it also includes psychological harm, such as excluding a
peer or humiliating a bullied child (Abell et al., 2001). However, perceptions of
aggression vary based on factors such as age, socioeconomic status, gender,
ethnicity, physical appearance, and social standing (Bandura, 1983). In this regard,
the severity of aggression as a problem differs across age groups, is influenced by

different mechanisms, and manifests in various forms (Barnes et al., 2014).

Aggression is a prevalent social misconduct in early childhood. According to the

American Psychiatric Association (1994), 2% to 16% of children are diagnosed with
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psychological disorders in which aggression is a symptom. Early signs of aggression
may lead to negative developmental outcomes (Abell et al., 2001). Furthermore, the
American Psychiatric Association (1994) stated that early aggression often persists

into adolescence and adulthood.

Aggression is also a key symptom in various conditions, including conduct disorder,
externalizing and disruptive behavior problems, and antisocial behaviors (Hendriks
et al., 2018). Therefore, childhood aggression is not merely a behavioral issue but a
significant concern with financial and social consequences that impact children,
parents, relatives, schools, peers, and the broader community (Dretzke et al., 2005).
Due to its association with multiple conditions and its lergn negative
implications, early intervention is crucial for healthy development (Johnson et al.,
2014) Withoutappropriaténterventionchildren who display aggression are at risk of
negative outcomes, including peer rejection, poor academic performance, substance

abuse, teenage parenthood, criminal behavior, and delinquency (Kazdin, 1995).

2.2 Categorization of aggression

Aggression is a multifaceted concept, and various researchers have classified its
types from different perspectiv§gdnderwood et al., 2001). Some examples of these
classifications include direct vs. indirect aggression (Bjorkqvist et al., 1992; Buss,
1961), physical, verbal, and relational aggression (Buss, 1961; Crick & Grotpeter,
1995), reactive vs. proactive aggression (Dodge & Coie, 1987), overt vs. covert
aggression (Crick, 1996; Crick & Grotpeter, 1995), expressive aggression (Maccoby
& Jacklin, 1974), physical vs. social aggression (Galen & Underwood, 1997,
Paquette & Underwood, 1999), and instrumental vs. hostile aggression (Feshbach,
1964), among others. Additionally, some of these categories overlap, adding to the
complexity of the concept (Bjorkqvist, 2001). In this section, four different

categorizations of aggression are examined in detail.

2.2.1 Direct and indirect aggression

Feshbach (1969) was the first to use t
as behavioral acts aimed at harming others but delivered covertly and indirectly,
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making the aggressors and their behaviors difficult to identify (Bjorkqvist et al.,

1992; Lagerspetz et al., 1988; Warren et al., 2011). Examples of indirect aggression
include gossiping, spreading rumors, socially excluding others from friend groups,
using negative nonverbal expressions, and revealing secrets (Coyne et al., 2006;
Gal en & Under wood, 1997; Lagerspet z et
aggressiono i +#ioffawd negatve arts mtended toaattaek the victim
(Olweus, 1994). Bodily and verbal threats, as well as physical harm, are considered

forms of direct aggression (Olweus, 1996).

2.2.2 Reactive and proactive aggression

Raine and colleagues (2006) stated that the key difference between reactive and
proactive aggression lies in intrinsic motivation. This means that the reasoning and
motivation behind aggression are clear to the individual displaying the aggression but
not to outsiders. Reactive aggression occurs as an impulse reaction to a threat,
provocation, frustration, defense or any negative emotions (Vitaro & Brendgen,
2005). In contrast, proactive aggression is linked to the social learning model of
aggression, where children learn to behave aggressively through reinforcement and
reward (Bandura, 1983; Vitaro & Brendgen, 2005). For instance, fighting over
authority is considered proactive aggression, while damaging toys due to anger is
seen as reactive aggression (Raine et al., 2006). Proactive aggression is associated
with poor peer relations (Brown et al., 1996), while reactive aggression is linked to

poor information processing skills (Crick & Dodge, 1996).

2.2.3 Overt and covert aggression

Overt and covert aggression are distinguished based on how behavior is expressed,
specifically whether it is observable or not (Underwood et al., 2001). Overt
aggression consists of observable and confrontational behaviors, while covert
aggression involves more subtle behaviors that are difficult to detect (Beale, 2001;
Bernardini, 2005). Hitting and biting are examples of overt aggression, whereas
nonverbally excluding peers from play is an example of covert aggression éCrick

al., 1999; Underwood et al., 2001).
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2.2.4 Physical, verbal, and relational aggression

Ostrov and Crick (2007) identified different forms of physical and relational
aggression. Buss (1961) also categoriagdression as physical and verbal. Verbal
aggression refers to communication intended to harm or hurt another person (Vissing
et al ., 1991) . Physical aggression, on
another individual using physical force
2008, p. 664).

Crick first introduced the concept of relational aggression (Crick & Grotpeter, 1995),
using the term to describe overt or covert behaviors intended to harm others by
damaging or threatening to damage relationships (Gztckl., 1999). Crick and
colleagues (2007) identified the key distinguishing element of relational aggression
as the focus on relationships. While relational aggression may include verbal threats,
these threats must specifically target relationships to be classified as such. In
contrast, verbal aggression does not include verbal threats aimed at relationships
(Crick et al., 2007).

Another issue is that relational aggression can be both proactive and reactive (Crick

et al ., 1999) . An example of proactive

t he

or

r el

C
t

at

you do not give me a teddy bear, you cannot

relational aggression might occur when

a

partyo in response to being excluded from

2007).

As evident from the previous statements, physical aggression provides concrete
evidence of aggression, such as hitting, beating up, and pushing. In contrast,
relational aggression harms social relationships by excluding individuals from a

group, spreading rumors, or gossiping about them (Crick et al., 1997).

2.3 Development of aggression

Ostrov and colleagues (2008) stated that aggressive behaviors are most prevalent

among children aged 2 to 5 who display signs of typical development rather than
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among other age groups. Aggression, as a notable characteristic of early childhood,
continues through middle childhood and adolescence, although its form varies across
age groups (Ostrov et al., 2008).

Tremblay and his colleagues (2004) argued that aggression is an inborn trait because,
from birth, babies display signs of aggression, such as biting and kicking. This
suggests that aggression begins at birth, peaks between the ages of 2 and 3, and starts
to decline around age 4 (Alink et al., 2006). As children mature, their cognitive
processing skills improve, and they learn to manage their anger more effectively
(Murray-Close & Ostrov, 2009).

Aggression is a product of affective processes with a stressor origin, cognitive
processing, aggression potential, individtedated factors, and social learning, as
illustrated in Figure 2.1 (Geen, 1998, p. 3). Therefore, developmental factors related
to aggression may vary depending on the individual.

Eliciting Condition
Provocation
Environmental Stressor
Pain

cle.

!

[ Negative Effect ]

A4

Immediate Response

Cognition (e.g., aggressive

thoughts)
Biological Factors

( Previous Experiences

Emotion (e.g., anger)

Motor Behavior (e.g., hitting)

1

Aggressiveness Potential ]

[ Social Learning

r

[ Background Variables Cognitive Processing

e.g.,

Socialization

Sex Differences Aggression

1 R I

Personality

Figure 2.1. Processes of affective aggression
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2.4. Determinant of aggression

2.4.1 Sex and age

Aggression is a phenomenon that varies between sexes, with males being given more

freedom in regards taggression. Therefore, males tend to display more physical and

verbal aggression (Crick & Grotpeter, 1995). However, some studies suggest that

females display more aggressive behaviors, but males tend to have more behavior
problems (Kargée & Erkan, 2004; Mav i Dervi ko]
found that males tend to display physical aggression, while females tend to display

relational aggression. Additionally, it has been found that 80% of children begin to

display physical aggression at 17 months of age (Tremblay et al., 1999). Studies have

shown that the types of aggression children display differ across age groups. In line

with these findings, Kta fivayearatds displayGmdreg f ound t |
relational aggression than fived sixyearolds, while Kadan (2010) found that six

yearolds display more physical aggression than younger children. Despite these

findings, some studies fail to demonstrate the impact of age on aggression

(Alisinanojlu & Kesiciojlu, 2010; ¢orap-€& et

2.4.2 Mother and Father

Having or not having a mother and father is associated with behavior problems. In
this regard, it is reported that children who live in child protection and social security
agencies demonstrate more behavior problemsdhitaren who have both a mother
and father (kimkek et al ., 2008) . Further mo
behaviors start prior to formal education and originate from home (Kok et al., 2008).
In addition to having or not having a mother and father, having marital disharmony
in a family is also associated with behavior problems (Ozbey, 2012). Regarding
family, family structures have an impact on aggression; for example, children with
divorced parents tend to express aggression more than children who have both
mothers and fathers (Tirkaslan, 200in).the same way, parenting styles are also
influential in socialization and the development of aggression (Arnold et al., 1993).

Yavuzer (1999) stated that overprotective, negligent, oppressive, overly intrusive
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attitudes of parents can lead children to behave aggressively. Furthermore, Bandura
and Walters (1959) claimed that aggression is closely related to inconsistent, harsh,
and permissive parenting. Moreover, parents might adopt different parenting styles,

l eading to interparental conflict, which
& Vidair, 2005). Previous studies found that agreement on parenting styles and
parentsod supp qarening styleelead to maritalrharmahys and better
child outcomes (Meteyer & Perdenkins, 2009; Martin et al, 2007).
Complementary to this, Chen and Johnston (2012) claimed that conflict regarding
child-rearing practices induces problem behaviors such as aggre@sienof the
factors that is related to aggression is the age of parents. Children who have mothers
between the ages of 31 and 35 display more relational aggression than children
whose mother is younger (Karaca et al., 2011). Furthermore, mothers of children
who show aggressive behaviors tend to become mothargaaing age (Tremblay et

al.,, 2004). One last influential element is the educational and economic status.
Children whose mothers and fathers graduated fnaiwersity or higher education

tend to display more relational aggression than children whose mothers and fathers
graduated from primary school (Karaca et al., 2011). Moreover, children from low
socioeconomic backgrounds tend to display relational aggression more than children

from middle and high socioeconomic backgil

2.4.3 Siblings

Siblings are an essenti al part of childr
learn aggression from their siblings rather than their peers (Stauffacher & DeHart,
2006). Furthermore, it is also found that the number of siblings is also influential in
terms of aggression. For instance, children who have two siblings display more
problem behavior than children with a s
research regarding the number of siblings reveals conflicting findings. For example,

Al i sinanojl u and Kesi ci o] nowssdciationlb@tyeere mp h a
problem behavior and the number of siblings. When it comes to birth order, older
children are likely to behave aggressively towards younger siblings, while younger
children tend to model their older siblings and submit to older children (Lamb,
1978a; 1978D).
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2.4.4 School and peers

Aggression has an effect on childrends schoo
that peer acceptance afgressive children is lower than that of children who do not

display aggressive behaviors (Snyder et al., 2010). School attendandeasiso

impact on aggression; for instance, children with low attendenpeeschool tend to

display more aggressive behaviors than children who attend regularly (Kadan, 2010).

Regarding the duration of preschool education, some studies have found that children

who attend preschool for more than one year tend to display less problem behavior

(Olcay, 2008), while some studies have found the opposite claim (Ozbey &

Al i sinanoj | u, 2009) . One study revealed that
to have more aggressive behavior than children who attend private school (Mavi
Dervikojlu, 2007).

2.4.5 Media

One of the cultural influences on children is media (Dodge et al., 2006). One of the
most significant examples of this influence in history is the Bobo doll experiment
conducted by Bandura and his colleagues (1963). This experiment demonstrated a
strong connection between watching television and increased aggression. Moreover,
media alsoportray gendespecific issues, influencing children to adopt gender
specific forms of aggression (Bowie, 2007). Additionally, studies have shown that
exposure to violence in media during childhood is a predictor of violent behavior in

adolescence and adulthood (Ybarra, 2022).

2.5 Cognitivebehavioral constructs and aggression

Emotion regulation is a sophisticated construct with various different aspects,
involving emotion awareness, recognizing and understanding emotions,
acknowledging one6s and othersoé emotions, d
feeling negative emotions, and the ability to amend strategies in order to control
emotions depending on circumstances (Gratz & Roemer, 2004). The implications of

emotion regulation are closely associated with outcomes of child development, both
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from positive and negative perspectives. For example, a child who has poor impulse
control devel ops poor peer rel ations, a
inhibited (Sroufe, 1997). An association between aggression and emotion regulation
has been established (Eisenberg & Fabes, 1999). Children with high levels of
emotion regulation tend to have the ability to perceive social cues, solve problems,
provide solutions, display fewer problem behaviors, and engage in less aggressive
behavior (Eisenberg et al., 2001). Moreover, children with low emotion regulation
tend to have strong positive and negative perspectives toward life, which is likely to
cause lower peer acceptance, higher peer rejection, and more adjustment problems
(Hubbard, 2001; Schwartz et al.,, 1999; Lengua, 2008)addition to emotion
regulation, social problersolving skills are related to the development of
aggression, problem behaviors, and prosocial behaviors (Dodge et al., 2003).
Aggressive children have difficulty providing socially accepted prokdeiming
strategies; therefore, they tend to display aggression rather than compromise and
reach an agreement in a friendly way (Lochman & Dodge, 1994). However, social
problemsolving is not an ability that all children who do not display aggression

necessarily possess (Crick & Dodge, 1994).

2.6. Intervention

When it comes to intervening in aggression, various studies have investigated the
effect of intervention programs on aggression. Throughout the years, several
researchers have created intervention programs to deal with aggression and its
adverse effects, such as theCan Problem Solvgrogram (ICPS) (Richardson,
2009), theincredible Years Dinosaur Social, Emotional, and Probgatving Child
Training Program(WebstefStratton & Hammond, 1997; Websi8tratton & Reid,
2003),First Step to SuccegESS) (Sumi et al., 2012), and t8econd Step Program
(Jack, 2009). Regarding parents, parents are generally reluctant to seek help and open
up about the problem (Eckstein, 2004; Edenborough et al., 2011). Some parents
might be open to exploring professional help options but lack the knowledge to find
appropriate professionals (Jackson, 2003). Furthermore, it is documented that parents
consider aggressive behaviors between siblagyslevelopmentally appropriate and

normal behavior (Skinner & Kowalski, 2013). In addition, parents mightsiesne
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and failure, and in turn, cope with the situation by minimizing and rejecting the
aggression (Eckstein, 2004; Holt & Retford, 2013). Desir and Karatekin (2018)
stated that parents generally feel anger, sadness, guilt, forgiveness, and failure in
response to aggression. The researchers stated that forgiveness refers to minimizing

the problem, and parents tend to ignore the situation.

2.7. Theories of aggression

2.7.1 Social information processing model (SIP)

Social information processing is a model first proposed by Huesmann (1988) and
reformulated by Crick and Dodge (1994), which provides a cognitive process to
explain social environments and behaviagathanges in certain circumstances. As
shown in Figure 2.2, the cognitive process consists of six stages: encoding cues,
interpreting cues, clarifying goals, response construction, choosing a response, and
enacting behavior (Crick & Dodge, 1994).
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Figure 2.2. Reformulated social information processing model (Huesmann, 1998)

These stages highlight that the ability to encode and interpret social cues is essential
for children to respond appropriately (Wike, 2011). The reformulated model suggests

that social behaviors are guided by schemas and mental frameworks that children
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develop in their early years (Crick & Dodge, 1994). As children encounter and
observe different life experiences, these schemas are reinforced (Krahe, 2001).
Children process information and cues based on their mental representations of past
experiences, and this mental processing influences their behaviors (Huesmann &
Guerr a, 1997) . Dodgebs reformulated mode
and evaluations (Crick & Dodge, 1994). Therefore, in addition to schemas and
scenarios, children interpret their peer:
turn shapes future behaviors (Huesmann, 1998). Crick and Dodge (1996) argued that
children who exhibit aggressive behaviors struggle with encoding and interpreting

cues accurately, which leads them to respond with aggression in pursuit of specific

goals.

2.7.2 Social cognitive theory

Bandura (1973) grounded social cognitive theory on the principle that human beings
are not born with aggression but instead acquire these negative behaviors through
learning. In 1986, Bandura further developed the theory, arguing that human
behavior results from the interaction of cognitive, environmental, and behavioral
factors. According to social cognitive theory, human behavior is influenced by
observations, which provide opportunities to learn, as well as by past experiences.
Cognitive processes enable children to encode observed behaviors and human
interactions, which are then stored in memory and may be imitated in the future
(Bandura, 1986). The theory emphasizes the role of two key factors in learning

aggressive behavior: modeling and reinforcement (Bandura & Kupers, 1964).

Il n 1961, Bandura and his coll eagues cond
in which children watched a cartoon featuring an adult who shouted at and kicked a
ABobo Doll .o Afterward, the children wer
the play session, an attendant informed them that their playtime was over and another
child would play with the toys. The children were then placed in another room
containing a fiBobo Doll .0 As a result of
the children who had watched the cartoon exhibited more aggressive behaviors
(Bandura et al., 1961).
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As social cognitive theory suggests, although aggression may have a biological

foundation, life experiences play an important role in the development of aggression

(Bandura, 1973). Furthermore, research has shown that both direct and indirect
exposure to aggression contribute to the development of aggressive behavior
(Bandura, 1973; 1977). This indicates that even in the absence of direct exposure to
aggression, children can learn to behave aggressively by observing aggression being
reinforced (Berkowitz, 1990).

2.7.3 Frustration -aggression theory

Frustratioraggression theory was first proposed by Dollard and colleagues (1939),

who suggested that aggression always results from frustration, and that the existence

of frustration implies the existence of aggression. In this definition, frustration does

not refer to emotions but is understood as
instigated goatesponse (Dollard et al., 1939, p. 7). This means that frustration

refers to an event resulting from the removal of reinforcements rather than an

emotion (Breuer & Elson, 2017). Amsel (1962; 1992) further explained that, in

addition to removal, delaying or reducing a reward also leads to frustration, which in

turn leads to aggression. Lazarus (1991) stated that achieving a goal has to be
meaningful for the individual, and events that prevent the attainment of the goal

arouse negative feelings.

Regarding intensity, Dill and Anderson (1995) also stated that aggression tends to be
more hostile when frustration is perceived as more unjustified. Moreover, Kregarman
and Worchel (1961) expressed that if frustration is foreseen, aggression tends to be
less intense. Regarding the intensity of aggression, it is specified that while sources
of frustration tend to provoke the most intense and strongest aggression as retaliation,
aggression can also be directed at other sources that are not responsible for the
frustration (Dollard et al., 1939; Geen, 1968; Zillmann & Cantor, 1976).

Frustrationaggression theory also implies that gender is a significant factor
concerning aggression (Breuer & Elson, 2017). It has been found that males display
aggression more than females, while individuals tend to display aggression more

toward samesex opponents (Buss, 1963; Harris, 1974).
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Delving deeper into the issuderkowitz (1989) reformulated the frustration
aggression theory originally proposed by Dollard and his colleagues (1939). As
shown in Figure 2.3, Berkowitz (1989) claimed that aggressive inclinations occur as

a result of negative emotions triggered by frustration.

* trait aggression

* lmitability

* emotional
stability/neuroticism

Aggressive Aggressive
inclinations 1 behavior

Y

Frustration — Negative affect X

« social norms
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* likelihood of achieving (e.g., gender; social
the goal status; target = source of

« distance to the goal the frustration?)

« familiarity/experience « instrumental value of the
with the situation (e.g aggressive act (in dealing
through training) with the frustration)

« expectation of frustration « empathy/emotional

* number of frustrations susceptibility

« type of aggression (e.g.
covert vs. overt)

Figure23.Ber kowi t z6s (19 89) -aggedsionrthearyl (Bréeuerd Fr u
& Elson, 2017)

This reformulated theoryindicates that frustration does not directly leado

aggressive inclinations. Rather, negative emotions resulting from frustration lead to
aggressive inclinations (Berkowitz, 1988). However, Berkowitz pointed ouhttat

only frustration but also insults, anxiety, negative emotional conditions, and any
negative events can lead to negative emotions (Hokanson, 1961; Breuer & Elson,
2017) . Berkowitz (1889) eas$ s ve tnglaschibet mat ito
aggression or aggressive behavior. This new term implies that aggressive inclinations

do not have to be observable behaviors but also include affective and cognitive
factors (Breuer & Elson, 2017). For example, potential events and negative emotions
might lead to aggression; however, different factors might prevent an individual from

behaving aggressively.

2.7.4 Biological theory

From a biological perspective, the central nervous system, neurotransmitters,

endocrine system, hormones, genetic material, brain structure, and bodily functions
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are all associated with aggression (Brannan, 2008; Krahe, 2001). Regarding the brain
and its structure, the amygdala and hypothalamus are two regions known to regulate
and influence aggression (Brannan, 2008). Electrical stimulation in these regions
leads to an escalation of aggressive behaviors (Bernhardt, 1997). The
hypothal amusés role is to detect aggression
such as serotonin (Bernhardt, 1997). This means that people with low serotonin

levels have difficulty regulating aggression (Coccaro, 1989).

Another hormoneassociated with aggression is testosterone (Brannan, 2008). Studies
have shown that higher levels of testosterone are associated with higher levels of
aggression (Bernhardt, 1997). This means that males tend to display aggression more

than females due to their higher testosterone levels (Algur, 2019).

Another biological factor influencing aggression is genetic material (Brannan, 2008).
Researchers have found that an extra Y chromosome is linked to increased
aggression (Lissey et al., 1973). Likewise, an extra X chromosome is also linked to

decreased aggression (Josephson & Colwill, 1978).

Miles and Carey (1997) investigated the natwgesusnurture debate and conducted

twin and adoption studies. Their findings suggest that genetic predisposition is more
strongly associated with aggression in adults, whereas environmental factors play a
greater role in aggression among children and adolescents. DiLalla and Gottesman
(1991) conducted a study with adoptees to explore aggression. They found that
individuals with both criminal biological and adoptive parents had the highest
tendency toward criminality, followed by those with only criminal biological parents,

and lastly, those with only criminal adoptive parents.

2.7.5 Psychoanalytic theory

Aggression was originally defined by Freud (1920b) as a primary response driven by
the pursuit of pleasure and the avoidance of pain. Later in his career, Freud revised
this theory (Bandura, 1973). Freud (1922; 1933) claimed that human behavior is

derived from an instinctual system of motivation, consisting of Eros and Thanatos.
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Eros represents life instincts that sustain survival, including reproduction and
behaviors aimed at avoiding pain, hunger, and thirst (Freud, 1920a; Petersen &
Davies, 1997). Thanatos, on the other hand, represents the death instinct, and Freud

argued that all human beings harbor an unconscious desire to die (Freud, 1920Db).

Humans strive to balance these two instincts, and when conflicts arise, they result in
aggression (Krahe, 2001). This means that aggression is an innate instinct (Bandura,
1973). Freud (1950) also argued that since aggression is instinctual, attempts to
eliminate it are futile. He claimed that aggression is inevitable, but its expression can

be modified.

2.7.6 Ethological theory

The ethological theory of aggression was proposed by Lorenz (1966), who defined
aggression as an inborn survival mechanism in both humans and animals. Lorenz
(1974) hypothesized that aggression is a form of energy that consistently

accumulates within an individual. This accumulated energy manifests as aggression
due to two factors: the amount of accumulated energy and the strength of the
triggering stimulus. If the accumulated energy level is low, a strong stimulus is

required to provoke aggressive behaviors, and vice versa. If energy accumulates to

high levels without an outlet, spontaneous aggression will emerge (Lorenz, 1974).

This theory derives from the concept of natural selection and implies that living
beings fight and display aggression over food, territory, and other surelastd

resources (Lorenz, 1966). Lorenz also indicated that while humans have the
capability to Kill, they also possess the capacity to control their aggression through

socially acceptable outlets, such as sports competitions (Lorenz, 1966; 1974).

2.7.7. The bioecological systems theory

The bioecological systems theory was proposed by Bronfenbrenner (1977b; 1979),
who emphasized the role of interrelated, nested ecological levels in human

development. Bronfenbrenner identified five nested ecological levels: the
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microsystem, mesosystem, exosystem, macrosystem, and chronosystem
(Bronfenbrenner, 2005).

The microsystem refers to the immediate environment in which a child interacts,
such as the childcare setting, home, and peer group (Bronfenbrenner, 1974; 1979).
Children exposed to aggressive behaviors within their microsystem, whether from
parents, siblings, grandparents, or peers, are more likely to engage in substance
abuse, join gangs, display aggressive behaviors, and use slang expressions in
adulthood (Koruk, 2021).

The mesosystem represents the interactions between two or more microsystems that
influence the childodés devel opment (Bronfenbr
parents and teacher may communi cate regardi
behavioral, and emotional needs (Thomas, 200
communication between parents and teachers may result in behavioral problems,

such as aggression, being overlooked and not addressed early on.

The exosystem, as the third ecological level, consists of environments that the child

does not directly participate in but that still influence them indirectly
(Bronfenbrenner, 1979). For example, the presence of psychological counseling
services in schools and the school s approat
childés behavior (Dojan, 2010).

The macrosystem is the outermost level, shaping interactions within all other levels
of the bioecological system (Bronfenbrenner, 1977a). Cultural elements, including
economic, legal, educational, social, and political systems, are examples of
macrosystem influences (Bronfenbrenner, 1978). In relation to aggression, children
living in violent neighborhoods are more likely to develop aggressive hwbhav
(Schneiders et al., 2003 ronfenbrenner (1989) later introduced the chronosystem,
defining it as changes over time resulting from life experiences. Examples include
the birth of a sibling, starting preschool, puberty, and iliness (Bronfenbrenner, 1988;
1989). For instance, children who experience financial crises or war are more likely

to develop aggressive tendencies (Bronfenbrenner, 2005).
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2.7.8 The sociobiological theory

The sociobiological theory r oot ed i n Darwinds (1859) t
that survival depends on behavioral adaptation. In this framevagdgession is

viewed as an adaptive trasith at enhances an individual o
reproduction (Krahe, 2001). More aggressive individuals are theorized to have a
competitive advantage over their less aggressive counterparts. In contemporary
research, this theory is particularly associated wéhual aggressigras it is often

examined in the context of reproductive strategies and evolutionary pressures
(Thornhill & Thornhill, 1991).

2.7.9 The Cognitive-Neoassociation Theory of Aggression

The cognitive neoassociation theory highlights the interplay between cognition,
emotion, and external stimuli as the foundation of aggression (Berkowitz, 1993b).
According to this theorycognitive processes can interpret an event as unpleasant,
assigning aggressive meaning to a particular situation (Berkowitz, 2012a). Following
an unpleasant experience, an individual may exhibit one of two possible reactions, as
illustrated in Figure 2.4: either avoiding the stimulus or responding with aggression
(Berkowitz, 1993b).
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Figure 2.4. The CognitiveNeoassociation Theory of Aggression (Berkowitz, 2012a)
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According to Berkowitz (2012a), as illustrated in Figure 2.4, esoslpéed
tendencies manifest as fear, while aggressiteted tendencies arise as irritation,
annoyance, or anger. Various unpleasant conditions are believed to contribute to
aggression, including physical pain, atmospheric factors, and social stress
(Berkowitz, 2012a). For instance, bad odors, high temperatures, noise, crowded
environments, and social pressure can provoke aggressive behavior (Berkowitz,
2012a; Berkowitz et al., 1981; MacDonald & Leary, 2005).

Furthermore, certain conditions maytensify aggression (Berkowitz, 2012a). As
depicted in Figure 2.5, Berkowitz (1984) suggests that past aggressive experiences,
exposure to violent crimes, violent media content, or any stimuli associated with

aggression can heighten aggressive tendencies.
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Figure 25. Influences affecting the magnitude of an impulsive aggressive reaction
(Berkowitz, 2012a)

It is claimed that the mere sight of a weamam triggeraggression (Berkowitz &
LePage, 1967). Finally, Berkowitz (2012b) al@uesthat cognition can be self

regulated to mitigate and control aggression.
2.7.1Q Theory of behaviorism

John B. Watson adopted the theory of behaviorism, which emphasizes observable
behaviors and excludes emotions and thoughts

This theory focuses on the relationship between stimulus and behavior (Baum, 2005).
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Skinner (1974) also emphasized the importance of reinforcement and reward to learn
behaviors. Simply put, this theory highlights the importance of environmental stimuli
rather than cognitive and biological pr o
2018). In relation to aggressiomi,a child is reinforced after displaying aggressive
behaviors, as per the stimubehavior principle, the likelihood of exhibiting

aggressive behavior will be highg@tkinson et al., 2019).

2.7.11 Excitation Transfer Theory

The arousal transfer theory, proposed by Zillmann (1971), suggests that emotional
responses are linked to prior arousal. According to this theory, if the source of
arousal is unclear, residual arousal can influence subsequent reactions without
conscious intent (Bunce et al., 1993). It is argued that residual arousal from
experiences such as sexual stimulation or physical exertion can increase the
likelihood of aggressive behavior (Zillmann & Bryant, 1974; Zillmann et al., 1972;
Zillmann et al., 1981). Zillmann (2008) illustrated this theory with a case: If a
woman believes she has stepped on a snake, she will experience fear, causing a spike
in adrenaline | evels. However, -bkeatoye s he |
she may feel anger towards him. Initially, her heightened arousal might cause her to
direct this anger at her son, resulting in aggression. Over time, as her arousal
decreases, she may reflect on the situation and find it amusing. In this way, the

intense arousal from fear becomes misattributed to her son, leading to aggression.

2.7.12 Cognitive schema theory

Cognitive schema theory was initially proposed by Beck (1976) in relation to
depression and personality disorders, providing the foundation for cognitive schema
therapy. Cognitive schema theory argues that early maladaptive schemas are beliefs
that affect oned6s understanding (Dunne e
a result of lifelong negative experiences, especially during childhood (Beck, 1976).
These beliefs lead to the creation of early maladaptive schemas, which in turn alter
cognitive information processing and lead to problematic behaviors (Young et al.,
2003).
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2.7.13 General aggression model

The general aggression model isframework that integrates several of the

previously mentioned theories, such as cognitive neoassociation theory and
excitation transfer theory (Bushman & Anderson, 2020). This model explains
aggression through developmental, biological, social, and cognitive determinants
(Allen et al., 2018). It consists of two main factors, namely distal and proximate

causes and processes, as shown in Figure 2.6 (Allen & Anderson, 2017).
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Figure 2.6. The General Aggression Model (GAM) (Allen & Anderson, 2017)

Proximate causes and processes consist of three stages: inputs, routes, and outcomes
(Allen et al., 2018). The first stage, inputs, refers to personal and situational factors
that influence aggression (Bushman & Anderson, 2020). Personal factors include
hostile biases, cultural stereotypes, beliefs, attitudes, narcissism, and poor impulse
control (Anderson & Bushman, 2018). Situational factors include mood, frustration,
alcohol intake, social stress, exposure to violence, weather, ancefgad stimuli
(Anderson & Bushman, 2018).
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In the second stage, inputs influence three elements: affect, cognition, and arousal
(DeWall et al., 2011). Affect refers to mood and emotions, cognition encompasses
thoughts, scripts, attitudes, and biases, while arousal involves both physiological and

psychological responses, such as stress or anxiety (Allen et al., 2018).

In the third stage, individuals make decisions and evaluate their responses (Bushman
& Anderson, 2020). As illustrated in Figure 2.6, immediate appraisal occurs
unconsciously (Anderson & Bushman, 2018). However, according to Allen and his
colleagues (2018), once the reappraisal process begins, individuals engage in more
deliberate and thoughtful actions. This means that they may initially have automatic,
unconscious reactions and act on impulse. However, with cognitive processing and
reflection, they may exhibit fewer impulsive responses, such as aggression, and

instead adopt more controlled and deliberate behaviors (Allen et al., 2018).

However, after reappraisal, if individuals perceive the situation or the given inputs as
hostile or aggressive, they may still choose to behave aggressively (Anderson &
Bushman, 2018). Once behaviors are carried out, these actions shape social
interactions, and if the outcome is unfavorable, the proximate process may restart
(Allen et al., 2018).

Another key component of the general aggression model is distal processes, as
shown in Figure 2.6 (Allen & Anderson, 2017). Distal processes refer to biological
and environmental factors that shape personality and influence the proximate process
(Anderson & Carnagey, 2004). Anderson and Bushman (2018) identified cultural
norms, life conditions, exposure to violence, and maladaptive parenting as examples
of environmental modifiers, while biological modifiers include hormones, ADHD, or

genetic predispositions.

2.8. Culture

Culture is a complex and comprehensive concept. As a result, it has been defined in
vari ous ways. One of the most common def

culture consists of patterned ways of thinking, feeling, and reacting, acquired and
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transmitted mainly through symbols, which constitute the distinctive achievements of
human groups, including their embodiments in artifacts. Another widely accepted
definition describes culture as fAthe sum t o
1936, p. 17). In 1945, Murdock analyzed social structures and identified 79 universal
cultural elements as fundamental components of culture. Later, Barry (1980) refined
and categorized these elements into eight main and 79 subcategories, which include
food and clothing; housing and technology; economy and transportation; individual
and family activities; community and government; welfare; religion and science; and
sex and the life cycle. The category related to children and family falls under
individual and family activities, which Barry (1980) further classified into living
standards and routines, rest, fine arts, entertainment, social stratification,

interpersonal relationships, marriage, family, and kinship.

As Barry (1980) highlighted, family plays a central role in culture, and children are

the focal point of family structures (Bozok, 2018). Regarding the position and value

of children in the Turkish context, the Value of Child (VOC) research study was first

conducted in 1970 under the leadership of Fawcett, including Tirkiye among various

ot her countries (Kajéet-éebake, 1982) . Thi s
psychological values that parents attributed to their children. Economic value refers

to childrends monetary contributions, such
while psychological value relates to children as a source of happiness, joy, and pride
(Fawcett, 1970). The VOC study was repeated
& Ataca, 2005), revealing an increase in the psychological value of children, while

their economic value declined (Ataca et al., 2005). This shift indicates that parents
increasingly have children for emotional fulfilment rather than economic support or

labor contributions (Georgas et al., 2006).

Building on the findings of the VOC study, k
of Family Change to describe family structure in Turkiye, categorizing it into three

distinct family patterns: the family model of total interdependence, the family model

of independence, and the family model of emotional/psychological interdependence.

The family model of total interdependence, common in rural areas, is characterized

by high interdependence and | ow child autono
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family model of independence, typically found in Western societies, features low
interdependence and high aut onomy (Kaj e
emotional/psychological interdependence, however, reflects both high
interdependence and high aut onomy (Kaj ¢
moderni zes, Kaj ét-ébake (2010) argues th
model of total interdependence toward the family model of independence. However,
Turkiye incorporates a cultural blend of Western and Asian influences (Dindar,
2019) , | eading Kajét-ébakée (2002) to des
referred to as the family model of emotional/psychological interdependence. This
suggest s t hat whi |l e moderni zati on has I
autonomy, emotional bonds between parents and children remain strong,
distinguishing Turkish family structures from those in Western cultures (Ayeicegi
Dinn & Kajeéet-ébaké, 2010) .

Given that levels of autonomy and interdependence in Turkiye differ from those in
other cultures, childearing practices also reflect these distinctions. Traditionally,
fathers have represented authority figures, while mothers have assumed the role of
caretakers (Kara & Cetinkaya, 2019). Research indicates that corporal punishment
and its societal acceptance have declined in recent years (T.C. General Directorate of
Family and Social Researches, 2010); however, some studies suggest that mothers
continue to employ physical and psychological disciplinary methods (Sénmez et al.,
2017).

2.9 Previous studies

2.9.1 Previous international Studies

Since aggression is a broad and multifaceted issue, various studies have investigated
childhood aggression from different perspectives. For instance, @nck her
colleagues (2006) conducted a study to understand the development of relational
aggression in early childhood. The study included 91 preschool children and their
teachers. Based on observations and interviews, it was found that girls tend to display

relational aggression, while boys exhibit physical aggression more frequently than
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girls. Furthermore, children tend to show aggression toward their-saxnpeers.
These findings were also supported by another study conducted by Ostrov and Crick
(2007). Their research examined the form (relational and physical) and function
(proactive and reactive) of aggression through a gbart longitudinal study. With

132 early childhood participants, the study found that aggression has implications
that may affect educational life, such as peer rejection and stiadaer
relationships.

Evans and colleagues (2018) also investigated the forms and functions of aggression
with 133 preschool children. Their findings revealed that all types of aggression are
associated with peer rejection. However, they found no significant relationship
between aggression and academic success or depression. Similarly,-®losay

and Ostrov (2009) conducted a study with 101 preschool children and discovered
that while the forms of aggression (relational and physical) remain more stable over
time, the functions of aggression (reactive and proactive) are less consistent. In
addition to the female gender, they found that older children and socially dominant
children are more likely to engage in relational aggression. Consistent with previous
findings, their study also confirmed the association between peer rejection and

relational aggression.

McEvoy and colleagues (2003) also examined relational and physical aggression

with 59 preschool children. To assess differences, they utilized three methods:

teacher rating scales, direct observation, and peer sociometry. The study found
results similar to previous research; however, it was noted that the three methods
showed greater agreement on physical aggression than on relational aggression.
Moreover, peer and teacher reports aligned more closely on the occurrence of both
relational and physical aggression than observer measures. This study emphasized

the importance of validity when researching aggression.

Beyond these aspects, the role of media in aggression has also been explored. Ostrov
and his colleagues (2013) conducted a stesrh longitudinal study with preschool
children to i nvestigate the i mpact of

including prosocial behavior and aggression. Their findings indicated that media
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exposure is a strong predictor of relational aggression in children, with effects lasting
for more than two years. However, no significant relationship was found between
media exposure and physical aggression. Another perspective was provided by
Ostrov (2005), who examined the link between aggression and deception in a study
of 64 preschool children. The results showed that both relational and physical
aggression were associated with deception. However, among male children, physical
aggression was the strongest predictor of deception, while relational aggression also

showed a connection.

Regarding intervention strategies for aggression and its implications, various studies
have examined the effectiveness of intervention programs. Since multiple
intervention programs exist, different studies have assessed their impact on
aggression. For i nstance, t he il Can F
investigated by Richardson (2009) using a convenience sampling and quasi
experimental control group design with 368 children and 34 teachers. The ICPS
program was found to enhance social probsatving skills and overall competence.
Furthermore, Richardson (2009) provided evidence that ICPS also influences
aggression, emotion regulation, prosocial behavior, and academic skills. Shure and
Spivack (1982) investigated t he Il CPS pi
kindergarten children over two years. They argued that the program was linked to
improved behavior and a reduction in higsk behaviors, a finding later confirmed

by Shur e 6 syeafldn@itadhal study. v e

Sever al studies have examined another in
Dinosaur Social, Emotional, and ProbkSm | vi ng Chil d Traini
(WebsterStratton & Hammond, 1997; Websi8tratton & Reid, 2003). Webster

Stratton and Hammond (1997) conducted a study with 97 children aged 4 to 8 years

old and their families. Children exhibiting conduct problems were assigned to one of

four groups: parent training, child training, a combination of both treatments, and a
control group. Findings revealed that all treatment groups, except for the control
group, demonstrated improvements in probstving skills, conflict management,

and social interactions. Furthermore, a -gear followrup study showed lasting
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effects of the treatments, with the combined child and parent training proving to be

the most effective approach.

Anot her intervention progr am, AFirst Step
Sumi and colleagues (2012) using a prepestitest control group experimental
design with 280 first, second, and third graders, along with their teachers and parents.
Findings indicated that children in the experimental groups exhibited fewer
behavioral problems and greater academic improvement than those in the control
group. Additionally, Golly and colleagues (2000) conducted a study withy&ae

old identical twins to explore the effects of the FSS on problem behavior and
participation in academic activities. Their findings supported previous research,
demonstrating that the FSS effectively reduced problem behavior and increased
academic engagement. Furthermore, Golly and colleagues (1998) examined the FSS
with 22 preschool children and their teachers, finding that the program helped reduce
externalizing behaviors and improve peer relationships. Teachers also reported that
the intervention was effective in teaching desired behaviors. However, no significant

impact was found on internalizing behaviors.

Regarding the effectiveness of the Second Step program, Jack (2009) conducted a
study to evaluate its impact on aggressive behaviors in kindergarten children. This
guasiexperimental pretegiosttest nonequivalent control group design study
included 102 kindergarten children and revealed a decrease in aggressive behaviors
lasting up to four months. Similarly, Jakob (2005) implemented a-gxagsrimental
pretestposttest control group design with 56 kindergarten children. Findings
emphasized the importance of the Second Step program in enhancing prosocial
behavior scores and reducing aggressive behaviors. Wojtalewicz (2004) also
implemented the program to assess the social competence and cognition of 64 Head
Start preschoolers. Results indicated that pretest social competence, overall
development, and teacher characteristics were significant predictors of posttest social

competence following the Second Step intervention.

In contrast to previous studies on the Second Step program, Stephenson (2009)

applied the intervention to 41 preschool children aged 3 to 5 yearthieeamonth
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long randomized pretegpbsttest control group study to investigate its impact on
aggression and prosocial behaviors. This study found no significant effect on
aggression scores for either gender. McCabe (1999) also conducted an intervention
study using a pretegiosttest control group design with 96 preschool children.
Findings revealed that while the Second Step intervention had no impact on
antisocial behaviors, children with aggressive tendencies exhibited fewer negative

behaviors.

2.9.2 Previous national studies

Studies on childhood aggression in the Turkish context have been investigated.
Karadeni z Akdoj an ( -n6tiod gtudycegamuhingdhe prablem mi X
behaviors of preschool children in the school context, with 510 children. The study
revealed that aggression scores for male children were significantly higher than for
female children. It was also noteworthy that children who attended preschool for
more than one year showed less aggression. In the qualitative part of the study, it was
found that children tended to display aggression during free time, transition, activity

time, and meal time, in that order. A similar study was conducted by Amca and
Kéevan- ¥ztuj (2016). This study investig
perspective of teachers. In the study, 691 -fmarold children were observed by 52
preschool teachers for eight weeks. It was found that children from divorced families
exhibited higher rates of physical and relational aggression, as well as depressive
emotions, compared to children from married families. Another study investigating
social behaviors of preschool children was conducted by Karaca and colleagues
(2011) . Data gathered from 299 <children
educational l evel of the parents, and th
aggression. Specifically, there was a relationship between the education level of
parents, the age of the mother, and relational aggression. On the other hand, the
fathero6s age did not show a significant
physical aggression. In addition to these studies, Ozdemir (2014) conducted a study
with preschool children to examine aggressive behavior. Observation of 20 preschool
children revealed that aggression occurred in order to obtain an object, gain attention,

or avoid something. Moreover, teachers preferred verbal warnings, Type Il
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punishment, ignoring the child, providing solutions, cognitive persuasion, providing
breaks, Type | punishment, offering guidance, seeking help, and showing empathy to
deal with aggression. Supporting previous findings, a study conducted with 1,159
preschool children by ken (2009) found
time daycare exhibited more relational aggression than children who attended part
time daycare. Furthermore, children with working mothers exhibited more relational
aggression than those with housewife
(2015) examined aggression in relation
300 preschool children, 300 mothers, and 300 fathers. Findings revealed that
authoritarian parenting was positively correlated with both physical and relational
aggression. Furthermore, permissive parenting was negatively associated with

physical aggression.

When it comes to the relationship between aggression and other psychological
constructs, Ersan (2017) examined aggression in relation to the expression and
regulation of emotions. From a sample of 863 preschool children, the findings
revealed that physical aggression differed significantly based on gender, while both
physical and relational aggression displayed variance based on age. Furthermore,
anger, sadness, and fear, which are subcategories of emotional expression skills,
were  significant  predictors  of  physical aggression.  Additionally,
changeability/negativeness, which is a subcategory of emotion regulation, was also a
predictor of physical aggression. Overall, emotion regulation skill scores were
significantly associated with physical aggression. For relational aggression,
significant predictors included anger and sadness, which are subcategories of
emotional expression skills, and changeability/negativeness, which is a subcategory

of emotion regulation.

Since aggression is associated with various difficulties, several studies have
investigated interventions for aggression. Erikci and Topcu (2018) conducted a

guasiexperimental pretegiosttest study with 32 secondnd thirdgrade students.

Researchers i mplemented the nl Can Probl

significant difference between pdsist and préest scores of social problesolving

skills and behaviors. Aras and Aslan (2018) also investigated the impact of the ICPS
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program on 51 pr es c htakind skilts ithlagnetegiosttest per s p
retentiontest control group design. Findings indicated significant improvement in
perspectiveaaking skills as a result of the ICPS intervention program, and retention

scores also confirmed the lasting effect of the program.

In addition to the ICPS intervention program, Uysal Bayrak and Akman (2018)
investigated AThe I ncredi ble Years Di no
Sol ving Child Training Progr amo i n rel
competence, and problesolving skills. To investigate the effectiveness of this
program, a pretegiosttest experimental design with a control group was utilized

with 32 children aged 4 6 mont hs. |t was revealed t
Dinosaur Social, Emotional, and ProbkSm | vi ng Chil d Training
effective in relation to problem behaviors and social prokdeiing skills.

Furthermore, it was also found that the effects of the program on social problem

solving skills were prolonged in the per
investigated AnThe l ncredi bl e Year s Di no
Solving Child Training Programo in order

feelings and social problesolving skills, in addition to the effect of the Montessori

method. 53 preschool children participated in the study, and it was revealed that
Montessor.i education, when supported by
Emotional, and ProblersBol ving Child Training Progr al
improving social problersolving and the ability to understand feelings than either

Montessori education alone or the Ministry of Education early childhood curriculum.

The FSS has also been investigated in the Turkish context (Diken et al., 2011; Diken

et al ., 2010; Karaoj |l u, 2011) . Di ken an
impact of the FSS on social skills, problem behaviors, and academic aptitude in 24
preschooclaged children, firstand secondjrade children, their parents, and teachers.

The pretesposttest control group experimental study demonstrated a decrease in
problem behaviors and an increase in social skills and academic skills. Another study

by the same researchers (Diken et al., 2011) included 102 children in a-pretest
posttest control group experimental design and revealed the same findings as the

previous study, which emphasizes the eff
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the same study with 24 kindergarten children. However, different modules, such as

the home and class modules of the FSS, were applied in this study, in contrast to
previous studies. The researcher found that,
problem behaviors decreased while social skills increased. In the class module, while
externalizing problem behavior and social skills showed significant differences, there

was no difference regarding internalizing problem behaviors.
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CHAPTER 3

METHODOLOGY

In this chapter, a comprehensive overview ofrttethodology employed in the study

is provided. The chapter is divided into two parts, both of which describes the
research methods utilized in Study 1 (Preliminary Study) and Study 2 (Main Study).

In the preliminary study, the definition of aggression, its classification, and a list of
aggressive behaviors were examined from the perspectives of experts. Under the
heading of Study 1 (Preliminary Study), methodological aspects of this
phenomenological study are presented. In the main study, the findings from Study 1
regarding the definition of aggression and aggressive behaviors as events were
expanded upon. A grounded theory study was conducted to investigate childhood
aggression through the perspectives of mothers, fathers, and teachers, as well as in
class observations. Methodological details related to the grounded theory study, as
the main study, are presented under the heading of Study 2 (Main Study). This
chapter al so outlines the studyos pur pc
rationale for the chosen methodology, sample selection, data collection tools, data
collection procedures, data analysis process, and measures taken to ensure the

trustworthiness of the results.

3.1 Study 17 Preliminary Study

3.1.1 Purpose of Study 1

A preliminary study was conducted to explore the meaning of aggression,
specifically childhood aggression, from various expert perspectives, including
psychological guidance counselors, child development specialists, clinical

psychologists, child psychiatrists, early childhood educators, and psychologists.
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Additionally, this study examined the different types of childhood aggression, their

characteristics, and their categorization.

The findings of this research provided valuable insights into childhood aggression,
includingitsdefinition,variousgypesandacomprehensive list of aggressive behaviors.
These results also contributed to Study 2 by informing the selection of participants.
To achieve these objectives, flolowing research questions were proposed:
1. How is aggression defined in the Turkish context?

1.1 What are the characteristics of childhood aggression in the Turkish

context?

1.2. How is childhood aggression categorized in the Turkish context?

1.2.1. What are the characteristics of each category of childhood

aggression in the Turkish context?

3.1.2 Research Design of Study 1

The research design of Study 1 is grounded in the principles of the qualitative

paradigm and research methods. Qualitative research is utilized to provide
comprehensive and intricate insights while exploring concepts that are difficult to

guantify (Creswell & Poth, 2018). In this study, descriptive phenomenological

research methods are utilized as a qualitative approach to inquiry. Phenomenological

research seeks to investigate the meaning of a specific issue or topic through
individual s6 | ived experiences (Creswell, 2
(2018) emphasize that phenomenology involves not only defining a concept but also
interpreting participantso |ived experiences
and research questions of the study.

To clarify these research questions, Figure@esents a more detailed depiction of
theresearch design of Study This phenomenological stuaynsists ofive phases:
the theoretical phase, planning phase, pilot study, data collection phrageata
analysis and preparation phasethe theoretical phase, a reviewtloé literaturevas
conducted,the significanceof the study was definedthe researctpurpose was

specified, and researcjuestions werérmulated.

48



-

Literature review
Defining the significance
Specifying the purpose

Theoretical Phase

-

Planning Phase
Deciding on research design
Constructing interview protocols
Obtaining expert opinion
Defining sampling methods and sample profile

/ Pilot Study
Defining the pilot sample

Collection of five interviews

Transcription of pilot data

Finalizing interview questions based on pilot data

-

Data Collection Phase
Defining study sample
Collection of 12 interviews
Transcription of the interviews

-

Data Analysis Phase
Establishing intercodexgreement
First cycle coding
Second cycle coding

Preparation Phase
Defining implications of the Study 1 for the Study 2

Preparation Study 2 materials consifldering Study.

Figure 3.1. Outline of theresearch design (Study 1)

During the planning phase, decisions regarding the research design were made, an
interview protocol was developed, opinions from experts in the field of early
childhood education and child development were obtained, and sampling methods

and sample profiles were determined. In the pilot study phase, the pilot study sample
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was selected. Five interviews were conducted and transcribed, leading to the
refinement of the interview questions. In the data collection phase, the study samples
were identified, 13 interviews were conducted and transcribed. In the data analysis
phase, the intercoder agreement was first established, followed bygyfitst and
secondcycle coding. The final phase, the preparation stage, encompassed all
preparatory work for Study 2. During this phase, the implications of Study 1 were
examined, and relevant considerations for Study 2 were identified. As a concluding
step, based on the results of Study 1, the necessary materials were prepared for Study
2. Figure 3.1, along with the sections below, provides a more detailed and

comprehensive explanation of these phases.

3.1.3 Rationale for the Phenomenological Study

Edmund H. Phenomenological inquiry was first proposed and utilized by Husserl in

1913 to examine individual sd interpretation:
their own perspectives (Patton, 2015). According to Patton (2015), Husserl asserted

that individuals experience the world through their senses, and through these senses,
interpretations and inferences are made. Therefore, an experience cannot be explored
without considering i ndividual so i nterpret
Consequently, reality is subjective and varies depending on individual perspectives

(Patton, 2015).

The concept of subjective reality has also been supported by various researchers,
who have emphasized the significance of subjective lived experiences in
phenomenological research (Bogdan & Biklen, 2003; Mertens, 2010). Mertens
(2010) further highlighted that subjective lived experiences are one of the key factors

distinguishing phenomenology from other qualitative research methods.

An essential question that arises is what topics are suitable for phenomenological
inquiry. Van Manen (2014) clarified that anything perceived by human

consciousness can be a subject of phenomenological research. According to Van
Manen (1990), the crucial aspect is that the phenomenon must be related to past

experiences rather than current ones, indicating that phenomenology is a
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retrospective and recollective method. Furthermore, Patton (2002) emphasized that
secondhand experiences are not investigated in phenomenology. Patton (2015) also
provided examples of potential phenomena, including emotions such as joy, anger,
and happiness; experiences such as engaging in outdoor activities or overcoming
cancer; relationship issues such as divorce or marriagegejated issues such as

unemployment; and various social and cultural activities.

In the present study, descriptive phenomenology has been applied. Descriptive
phenomenology is characterized by the narration of lived experiences without
additional inferences or interpretations (Van Manen, 2014). This approach
distinguishes itself from other forms of phenomenology, such as interpretative
phenomenology, by focusing solely on the description of lived experiences while

refraining from researchersd interpretat.

Husserl emphasized the necessity for researchers to adopt a neutral approach toward
any object, experience, or thought (Van Manen, 2014). He identified epoche or
bracketing as a prerequisite for phenomenological inquiry (Tassone, 2017).
Bracketing, or epoche, has been described as the process of refraining from
presumptions and striving to comprehend phenomena as they are (Langdridge,
2007). Additionally, Husserl strongly recommended that researchers adopt the
position of transcendental reduction, enabling the study of a topic without biases that
mi ght influence participants6é depiction
Giorgi (2009) later developed a descriptive phenomenological psychological method
to provide a structured approach for conducting scientific research. According to this
method, in order to obtain scientific data on a specific phenomenon, participants
must be empowered to describe their lived experiences, feelings, thoughts, and
beliefs regarding the subject under investigation (Giorgi, 2010). To facilitate this,
interviews with operended questions can be utilized to obtain rich descriptions of

the phenomenon (Giorgi et al., 2017).

In light of these characteristics of phenomenology, particularly the descriptive
phenomenol ogi cal met hod, it is evident t

and instrumentation tools are appropriate. Furthermore, childhood aggression, the
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phenomenon of interest in this study, aligns well with phenomenology, as indicated
by Patton (2015). By adhering to the principles of descriptive phenomenology and
avoiding interference from the researcher 6s
this study seeks to define childhood aggression, explore its various types, and

characterize its features based on participa

3.1.4 Research Sample of Study 1

In qualitative research, idepth data must be obtained, and research questions must
be addressed by purposefully selecting participants (Creswell, 2014). Purposeful
sampling is defined as the selection of participants based on research questions and
problems (Bryman, 2012; Creswell & Poth, 2018). In the current study, snowball
sampling was adopted. Snowball sampling, a type of sequential and emergence
driven sampling strategy, falls under the umbrella of purposive sampling (Patton,
2015). This technique involves initial participants referring the researcher to
additional participants who possess relevant knowledge regarding the research
guestion, allowing the sample size to expand progressively, similar to a snowball
effect (Bryman, 2012). Patton (2015) also suggested that the snowball sampling

technique is welbuited for utilizing social media and the internet.

At the initial stage of the study, internet websites listing psychologists, psychiatrists,
and child development specialists were explored, and consultations with field experts
were conducted. After obtaining an initial set of names, emails were sent to
prospective participants. Once participants agreed to participate in the interviews,
they were asked at the end of each session to suggest other potential experts who
could be contacted. Subsequently, emails were sent to these newly identified
individuals. If the suggested participants declined to participate, the process was
restarted by identifying new names through internet searches and expert
consultations. The selection of these professional groups was based on their direct
engagement with children and their expertise in addressing behavioral issues,

including aggression.

Hence, several criteria were established for selecting participants to serve the

purpose of the study.
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1) Participants were required to have an educational background related to one
of the following occupations: psychological guidance counselor, child
development specialist, clinical psychologist, child psychiatrist, early
childhood educator, or psychologist.

2) Participants were required to have case experience with presadwol
children who exhibit aggressive behavior and have normal developmental

patterns.

Another important consideration in sampling was determining an appropriate sample
size for qualitative inquiry (Bryman, 2012). Morse (2000) indicated that sample size
varies depending on participants, data quality, and the type of research methods
employed. Creswell and Poth (2018) stated that for phenomenological research, the
sample size may range froni 15 participants. Various researchers have proposed
different sample sizes for phenomenological studies, such as one participant (Padilla,
2003), 325 participants (Polkinghorne, 1989), 33 participants (Edwards, 2006), and
31 10 participants (Dukes, 1984). Hennink and her colleagues (2017) suggested that
code saturation is typically reached after nine interviews, whereas meaning saturation
is achieved between 16 and 24 interviews. In another study investigating sample size
for saturation, it was found that for interviews, a sample size between nine and 17
participants is required (Hennink & Kaiser, 2022). In the current study, five
participants were initially selected for the pilot study, and 13 participants were
interviewed for the main part of Study 1. However, after collecting pilot data, it was
determined that the information obtained was both rich and valuable, and no
significant modifications to the study were necessary. Consequently, the pilot study
participants were included in the main study. Arthur and Nazroo (2003) stated that if

no substantial revisions to pilot instruments are required, incorporating pilot data can

enhance the significance of the researct

data were included in the analysis for Study 1.

Table 31. Demographic characteristics of participants

Frequencyfj
Gender
Female 17
Male 1
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Table 3.1(continued)

Py

Bachel orbds Degree

Child Development

Early Childhood Education
Psychological Counselling and Guidance
Psychology

Wwo w

Masterds Degree

Career Counselling
Clinical Psychology
Child Development

Developmental Focuseglinical Child and Adolescent Psychology

Early Childhood Education

Education of Mentally Handicapped
Family Counselling and Psychology
Psychological Counselling and Guidance
Medicine

WNNRFRPONEFEDNPRE

Doctorate Degree

Child and Adolescent Psychiatry

Child Development

Early Childhood Education
Psychological Counselling and Guidance

ROl W

Years of Experience

O 5 years
61 10 years
11715 years
16i 20 years
211 25 years
26 or more

NEFENKMOOER

Occupation

Academician

Child and Adolescent Psychiatrist
Child Development Specialist
Clinical Psychologist
Kindergarten Principal

Preschool Teacher

Psychological Counselor
Research Assistant

School Psychologist

PWRRPRDAMNDWN

Past JolExperiences

Administrative Staff

Family Counsellor

Guidance Counsellor
Kindergarten Principal
Medical Resident

NGO worker

Part Time University Instructor
Preschool Teacher

Primary School Teacher
Psychologist in Hospital arBpecial Education Center
Research Assistant

School Psychologist

Special Education Teacher

PRPRNRRPRONRPWOR®WER R

Age

26130
31135
36140
41145
461 50

NN OTO W
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Table 3.1. (continued)

Field of Expertise

Abnormal Psychology and Attitude Problems
Aggression

Attention Deficit and Hyperactivity Disorder
Child Psychiatry

Child Psychology

Child, Adolescent, and Adult Therapy
Emotional and Behavioral Problems
Emotional Integration Therapy

Eye Movement Desensitization aReéprocessing (EMDR) Therapy
Peer and Sibling Relationship/Bullying

Play Therapy

Prosocial Behaviors

Psychodrama

Psychological Resilience

Child Sociology

Child Rights

RPRPRPRNNNRPRRPRRPRORRRE

When the demographic information of the participantStindy 1 was examined, as

shown in Table 3.1, it was found that among the 18 participants, 17 were female, and
only one was male. Regarding their areas of specialization, most participants had
graduated from early childhood education (n=6), psychological counseling and
guidance (n=3), and psychology (n=3), respectively. Furthermore, one participant
had a degree in child development, another in child development and education, and
one had a dual degree in child development and education and classroom teaching.
However, it is important to note that child development and child development and
education bachelorés degrees are essent.i
attributed to policies of the Council of Higher Education, as department names have
changed over the years. Consequently, as indicated in Table 3.1, three participants
were graduates of the child development department. In addition to holding a
bachel ords degree, as presented in Tabl e
degr ee. Specifically, four participants
three in medicine, and two in developmetitadused clinical child and adolescent
psychology. In contrast, as shown in Table 3.1, only 10 participants had earned a
doctorate, specializing in areas such as early childhood education (n=5), child
development and education (n=1), child and adolescent psychiatry (n=3), and

psychological counseling and guidance (n=1).

Beyond their educational background, participants had professional experience

ranging from four to 27 years, as illustrated in Table 3.1. One of the variables
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investigated was the participantsd occupati
had diverse professional backgrounds, including academician (n=2), child
development specialist (n=2), kindergarten principal (n=1), clinical psychologist
(n=4), psychological counselor (n=1), research assistant (n=3), school psychologist
(n=1), teacher (n=1), and child and adolescent psychiatrist (n=3). Only one
participant stated that she was currently unemployed, staying at home, and taking
care of her daughteThe past job experiences of the research participants were also
investigated. As shown in Table 3.1, participants reported having worked as
guidance counselors (n=3)esearch assistants (n=2), medical residents (n=3),
preschool teachers (n=6), administrative staff (n=1), family counselors (n=1),
primary school teachers (n=1), kindergarten principals (n=1), psychologists in
hospitals and special education centers (n=1), school psychologists (n=t)ympart
university instructors (n=2), special education teachers (n=1), and NGO workers
(n=1). Another distinguishing variable examined was the age distribution of the
participants. As indicated in Table 3.1, par
final aspect related to the qualifications of the participants was their field of
expertise. As shown in Table 3.1, six participants did not specify any particular field.
The remaining participants identified their expertise in various areas, including
abnormal psychology (n=1), attitude problems (n=1), child psychiatry (n=3), ADHD
(n=1), psychodrama (n=1), child, adolescent, and adult therapy (n=1), eye movement
desensitization and reprocessing (EMDR) therapy (n=1), peer and sibling bullying
(n=1), play therapy (n=3), child psychology (n=1), emotional integration therapy
(n=1), prosocial behaviors (n=1), emotional and behavioral problems (n=1), peer
relations (n=1), social skills (n=1), aggression (n=1), psychological resilience (n=1),

child sociology (n=1), and child rights (n=1).

3.1.5 Data Collection Tools of Study 1

3.1.5.1 SemiStructured Interview

Qualitative research explores phenomena, lived experiences, cases, or cultures by

collecting data through interviews, observations, focus group discussions,

documents, texts, or social media analysis (Mertens, 2010; Patton, 2015). In Study 1
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(Preliminary Study), senstructured interviews were employed to investigate the
operational definition of childhood aggression, its categorization, and its
characteristics. Patton (2015) stated that interviews serve as a valuable method for
collecting meaningful data on feelings, beliefs, thoughts, and other unobservable
aspects. Additionally, interviews provide useful information regarding behaviors that

may occur in the absence of a researcher. Furthermore, they offer insights into
participantsd perspectives and the meani
2015). In the present study, the research aimed to uncover operational definitions,
explore |Iived experiences that occurred

i nformation based on participantsd profe

were deemed an appropriate data collection tool.

During the initial stage of the study, a thorough review of the relevant literature was
conducted using resources such as the Middle East Technical University library, the
Council of Higher Education Thesis Center, ProQuest Dissertations and Theses
Global, Google Scholar, ResearchGate, and databases provided by the university
library, including Web of Science and Scopus. The process of constructing the
interview protocol began with an extensive literature review, which informed the
creation of an initial question pool. The questions were then developed based on this
guestion pool, insights from the I iterat
studyds research gquestions. To ensure cl
form was created, and the interview questions were sent to four experts in early
childhood education. These experts provided feedback, particularly emphasizing that

the questions appeared bookish and mechanical. The process of expert review and
revision was repeated multiple times. Based on the feedback received, necessary

revisions were made to enhance the wording and clarity of the questions.

Table 32. Semistructured interview questions for participants of Study 1

Dimensions of Inquiry Interview Questions
Backgroundnformation Could you pleassharea few things about yours@lf
Definition of aggression  Based oryour professional experience, what comes to mind when
think of fAaggressiono?
Characteristics of Haveyou encountere@ggressiotin children aged 60 to 72 months?
aggression Could you describe yowxperience®
What distinguishing characteristidefine theaggressive behaviors
you mentioned?
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Table 3.2 (continued)

Aggressive behaviors Whattypesof aggressive behaviors have yalservedn childrenof
this agegroup?

Classification of You have identified certainggressive behaviors observed in childr

aggression aged 60 to 72 monthslow wouldyou classify these behaviors?

Characteristics of each How wouldyou define the classifications you mentioned?
classification

The semistructured interviews included four main questions, two of which consisted
of eight subquestions. Consequently, the interview comprised a total of 20
guestions. As presented in Table 3.2, the questions were designed to gather
information regarding demographic details, work experience, professional
development, the operational definition of aggression, the operational definition of
childhood aggression, experiences with aggression, observed aggressive behaviors,
and the categorization of aggression. Additionally, supplementary notes were
included in the interview protocol to enhance question clarity and assist the

researcher in effectively utilizing the protocol.

3.1.6 Pilot Study of Study 1

The purpose of the pilot studyasto assesshe clarity and relevance dieinterview
guestions. Te@onduct thisstudy, ethicabpprovalwas first obtained. Following this
the research sample was selectegsing the snowball samplingmethod Once
potential participants were identified, emailitations weresent Upon receiving
their responsg participantswere provided withan informed consent form along

with a link for online video communication.

Ultimately, all participants expressed a preference for conducting the interviews
online. Among these participantbyree resided outside Ankara. Of these three, two
wereemployedandindicatedthatan online formatwas more suitable for their work
schedulesConsequently the pilot study was conductdtirough an online video
communication platform with five participantd.he durationof the interviews
varied, ranging from 25 to 56 minutes. Participants were informadout the
recordingorocessndtheimportancef confidentiality.Permission was obtained from
each participant beforecordingthe sessions. Prior to initiating voice recordings, the

necessargpprovalsand signaturefor voluntary participation wereollected
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Finally, five pilot data sets were gathered. After data collection, a decision was made

to include the pilot data in the main study due to its richness and relevance (Arthur &
Nazroo, 2003). Since the pilot data were incorporated into the main findings,
participantsodo demographic information 1is
sectionAsaresultof the pilot study, no modifications to the interview questions were

deemed necessary, as additional notes provided sufficient clarification when needed.

3.1.7 Data Collection Procedure of Study 1

As part of the data collection procedure for Study 1, ethical approval was obtained
from the Middle East Technical University Human Subjects Review Board after
finalizing the semsstructured interview protocols. Following this approval, websites
that list professionals such as doctors, psychologists, psychiatrists, psychological
counselors, and child development specidisteluding doctorsitesi.com and
doktortakvimi.cond were searched. Additionally, field experts were contacted to
obtain referrals for potential candidates. Through this process, participants were

recruited using snowball sampling.

After the sampling process, five participants were selected and took part in the pilot
study of Study 1. Following the pilot study, interviews were conducted with 13
additional participants as part of the main phase of Study 1. Each participant was
interviewed once. While most participants joined the study via video conference,
four participants from the main study preferred feeéace interviews. These 4n
person interviews were conducted at their workplaces, as participants cited work
schedules or personal comfort as reasons for their choice of interview falpaa.
completingdata collectiona decision was mad® include pilotstudy data inthe

main study taetaininformationrich data (Arthur & Nazroo, 2003).

Before dataanalysis, an additionaksearch assistaspecializingin early childhood
education contributed tthe study by assisting in the establishment iotercoder
agreement. Details regardirigis process are provided the following section on
data analysi$or Study 1. After reliabilitywas ensurethrough intercoder agreement,

thedata analysis processs initiated
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3.1.8 Data Analysis of Study 1
3.1.8.1 Intercoder Agreement

Reliability is a crucial concern in both qualitative and quantitative research

(Silverman, 2013). Intercoder agreement is one of the methods used to establish
reliability in qualitative research (Creswe
(2020) define intercoder agreement as fAa n
bet ween different coders regardinfgis how the ¢
agreement is achieved @nsuring thathe same datés codedmultiple times by

multiple codersto check for reliability(Campbell et al., 2013; Creswell & Poth,

2018; Kuckartz, 2014).

Several guidelines forachieving intercoder reliabilityhave been highlighted by
researchers Cof i e et al ., 20 22ncluddgtbedallowmg & Jof f e,

i) At least tworesearchers must be involved in the coding process

i) To prevent biasone of the researchers must be blindhedata collection
procedure and not part tiferesearch team

iii) At least ongesearchemust have prior coding experience

iv) Researchers should discuss codes and maagreement

v) Once anagreemenbn thecodesis reached, @odebook should be created
and the remaining data must be codédsed on theodebook. New codes

maybeadded as necessdpy. 75)

Following these guidelines, various individsi@ere contactedand informed about

the study.Ultimately, a research assistainbom the Department oEarly Childhood
Educationvolunteered tserveas a second coderhis coder is currentlyursuing a
doctoral degree in early childhood educatiand had previously employed a
phenomenological qualitative research methodieirma s t e r OGAslditionhallg, s i s .
the second codepossesses relevamiethodologicalexpertise, having completed
coursework imqualitative research methgdnixedmethodresearchand MAXQDA

software
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Initially, the second codewas provided with essential informatigegardingthe

research questions and coding process.tifesnext step, two transcripts were
randomly selectedfor coding The selection oftwo transcripts wadased on the
argument that 10¥25% ofthe data istypically requiredf or t hi s pr ocess
& Joffe, 2020).In summary two interview transcriptsvere coded by both the
primary researcher andhe voluntary coder,ensuring anappropriate intercoder

agreement procedure for this study.

One of the selected interview transcripts was initially coded collaboratively as a trial
run. This trial run was conducted to establish a common understanding of coding
strategies. However, simultaneous collaborative coding was discontinued due to the
risk of influencing other researchers and imposing dominant ideas (Kuckartz &
Radiker, 2019). Instead, simultaneous independent coding was employed. This
approach involved both coders coding the transcripts at the same time but separately.
Each coder worked independently on their own computer using their respective
MAXQDA programs. Following the first round of interview coding, the codes
assigned by the researchers were compared, revealing almost no similarity. After
extensive discussions, an effort was made to reach an agreement, leading to the
development of a comprehensive codebook. Once common ground was established,
the second interview was coded again, simultaneously but independently. During this
second round of coding, the codebook was utilized, and new codes were added as
necessary. After coding the second interview, discussions between the coders lasted
six hours. Throughout this process, the guidelines outlined earlier were closely

foll owed to ensure reliability (Cofie et

Despite adherence to these guidelines, some challenges were encountered. One major
issue was the disagreement on whether to use lumper coding or splitter coding.
Lumper coding involves assigning a single code to a large segment of text, whereas
splitter coding entails breaking down larger segments into smaller units for more
detailed coding (Saldana, 2016). Campbell and his colleagues (2013) identified this
issue as part of the process of defining and unitizing transcript text. This discrepancy
posed a challenge because Krippendorff (1995; 2004) emphasized that intercoder

agreement requires coders to identifysame block of text and apply the same code.
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Table33.Coder s6 agreement and di sagr eeme

Coder 1
1 0
Coder 2 1 a=334 b=1 335
0 c=9 0 9
343 1 344

To address this issue, Krippendorff (1995) provided a solution for recognizing
meaningful blocks of text. In the present study, meaningful blocks of text were coded
accordingly. Depending on the research question, a single code was assigned to a
word, a sentence, or even three sentences. If discrepancies arose in defining a block

of text, discussions were held, and efforts were made to reach a consensus.

P(observed) =Po=a/(a+b +c)=0.97
P(chance) = Pc = 1 / Number of codes =1 /65 = 0.02
Kappa = (Pce Pc) / (1- Pc) = 0.97

Figure 3.2. Coefficient Kappa formulation

Eventually, aftera series ofagreements and disagreemernitgercoder agreement
analysiswas conductedusing MAXQDA. The MAXQDA program calculated the
intercoder coefficient Kappé&Brennan & Prediger, 1981hased on the formula
presentedin Figure 3.2 andgeneated Table 3.3. As a resulthe intercoder

agreementwas determined to b8.97. To interpretthe Kappa valug Neuendorf

(2002) suggestedhat anintercoder reliability valuegreaterthan 0.9 is highly
acceptable. Therefore, theintercoder reliability of thepresent study can be

consideredh perfect agreement.

3.1.8.2 Coding the Interviews

In the current studythe foundational principles of thematic analysisre adopted
Thematic analysis is key method ofanalysis associated with qualitative inquiry
(Braun & Clarke, 2006). Various researchehswve provided guidelinesfor
conducting thematic analys(8raun & Clarke, 2006; Kuckartz, 2014). This study
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followed the six phasesutlinedby Braun and Clarke (2006 2022vhich includei)
familiarizing aneself with the dataset, (ii) coding, (iii) generating initial themes, (iv)
developing and reviewing themes, (v) refining, definiagd naming themesnd
(vi) writing up (Braun & Clarke, 2006; 202Zyhroughoutthese phasesninductive
approachwas employedmeaningthat codes and themesnerged directljrom the
datg independent of the e s e a prortkeowledgetheoretical background, or any
pre-existingcoding framework (Braun & Clarke, 2006; Patton, 1990).

Phase i. Familiarizing oneself with the dataset

During this phasgresearchers musingage withthe data by reading, taking notes
anddeveloping an overall understanding of the datéBetun & Clarke, 2022). In
the present study, thanterviews were conducted by thesearcher herseléllowing
for the familiarization process to begin duringlata collection Although the
gualitative data analysis program usedhe studyallowed forcodingdirectly from
audio dataatranscription progranwas utilizedto convert audigecordings intdext.
Text data was preferred over audio dates it enabled easier navigation and
facilitated the identification osmall detailswithin the dataset It also helped the

researcher become familiar with the data.

As the first step the transcription program was used to generate-besed
transcripts The transcripts were then reviewddr confidentiality and any
identifying information was removedNext, anindividual with a bachelod degredn
Psychological Counselingand Guidance examined the initiaranscripts and
correctedany inconsistencies. Asfmal step, the researcher listened to thiginal
audio fileswhile reviewingthe transcripts once mote ensure accuracypuring

these processes, brief notes and memos rgeoceded

Phase ii. Coding

In the second phase, initial codesre developedby s@merting and summarizing
the entiretext into meaningfulinits (Braun & Clarke, 2022)A codeis defined as
meaningful label thataptures thessence of the raw text and prowdesight into
the research questions (Boyatzis, 199&t this stage,first-cycle coding was

initiated. Theeclectic coding methodas selected for thigrocessandMAXQDA , a
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gualitative data analysis softwareas usedEclectic coding is a codingpproach
that integrates multiplecoding methodsamong the 26 types identified [8aldana
(2016. In this study, eclectic coding consistl of simultaneous coding, descriptive
coding, invivo coding, and process codingAccording to Saldana (2016
simultaneous codingnvolves assigning multiple codes to tleame passage,
descriptive codingentails summarizing dataith a singleword or noun, iavivo
codinguses exact phrases from participaatsd process codinigvolvescoding with

-ing words.

Phase iii. Generating initial themes

In the third phase, initial themes emerged as cader® grouped based on their
commonalities and relationships (Braun & Clarke, 2006). In this study, some initial
themes developed directly from memos taken during the coding process.
Additionally, phases two and three occurred simultaneously in an iterative manner.
Saldana (2016) emphasized that coding and categorizing codes can take place
concurrently, as this approach prevents researchers from becoming overwhelmed by
an extensive volume of codes and facilitates the development of a more organized
and manageable codebook. As initial codes were created and analytic memos were
taken, related codes began to emerge over time. To enhance organization and
streamline the process, themes were progressively developed as coding continued. It
is important to note that these themes and the codes within them remained subject to
modification, requiring the researcher to continuously move between codes and
themes. Throughout this process, visual tools provided by MAXQDA were utilized

to gain an overview of the entire codebook.

Phase iv. Developing and reviewing themes

During this phase, second/cle codingwas conducted usingxial codingas the
primary method.Axial coding is defined as @rocess for reorganizingodes,
categories, and themes (Strauss & Corbin, 1998). Itfatslitates the identification
of prominent themes whileliminating weak or redundant codes and categories
(Boeije, 2010) At this stage, datevere continuouslgompared taletermine whether
the identified themes aligned with treoded segmentsr whethernew themes

needed to be developed. Additionally, the dataset was reviewed to identify any
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missing segmentgequiring coding.Braun and Clarke (2006gmphasized the

importance of creatinthematic mapsluring this phase

Phase v. Refininglefining, and naming themes

According toBraun and Clarke (2032thenames of themes showdcuratelyreflect
thedata andhe correspondingoded segmentsn this phaseall theme names were
reviewed andmodifications were made where necessary. Additiondilgmeswere

defined andtheir scopewas peci fi ed based on participan

Phase vi. Writing up

The final phasénvolvedthe creation of data products. This dissertation reflgiss
phase bypresenting thanethodology andesults. The findingof the studyare
conveyedthrough p ar t i cdatp exinacts, @long withthe display of codes,
themes and meaningful coded segments. Furthermore, visual maps, word clouds,
code clouds, summary tablemnd various functions provided by MAXQDA were

utilized to offer a comprehensive overview

3.2 Study 21 Main Study

3.2.1 Purpose of Study 2

The purpose of Study 2 is to investigate childhood aggresg®rmimensions,
characteristics, and interaction with cultuFeirthermorethis study aims to develop
aculturally appropriatéheory ofchildhood aggression. The findingse expected to
provide a theoreticaloundationand cultural perspective on childhood aggression.
Charmaz (2006) stated thafiventhe nature of grounded theory, it is ramtvisable
to formulate research questions at tloetset, as they emerge duritige study
However, Agee (2003 arguedthat initial research questionare necessary to
establish a foundation fdhe researchConsequentlytentative research questions
were proposed tguide the researcprocess. Thenitial research questions fainis
study are as follows:

1. How does childhood aggression occur in the Turkish context?

1.1.Which dimensions emerge from the Turkish context?
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1.2. What are the characteristics of childhood aggression in the Turkish context?
1.3.How does childhood aggression emebgesedon the identifieddimensions
in the Turkish context?
2. How does culture interact with childhood aggression in the Turkish context?
2.1.How do individual and familycultural contexts interact with childhood

aggression in the Turkish context?

3.2.2 Research Design

A gualitativeresearctparadigms employed in this studyvorse (1991) emphasized
that thequalitative paradigniocuses omnswer i ng fh @wtbe finaht her t hat
product. Furthermore, he stated ttieg use of qualitative paradigm is essentiat

generating new theories

To address thespecified research questions and fultillh e s pugpdsg,é s
situational analysis grounded theompproach was adopted. Ground#tkeory
methods are inductive and iterativavolving bothdata collection and analysis to
developtheories grounded ip a r t i cstatpnzents (E€armaz, 2014). Clarke and
Friese (2007) stated that situational analysis grounded theory assumtsedtmat
creation occurs within a dynamic context, where all elementa situationcan
interact and influenceone another. This perspective suggesitet macrosystem,
mesosystemand microsystem elemengsirroundingthe participants or theesearch
issue have thepotential to becomentegral parts of the emergingtheory, with
distinctions between these systebezoming less appareftlarke & Friese, 2007).
Since the aim of ik study is to explain childhood aggressiaithin the Turkish
context,including itsassociated dimensions aaaltural interactions, it is essential to
consider sociatecological factors Situational analysis groued theory methods

servethis purposeffectively within the context of the current study

Alignedwith thes t udy 6 s thebrgseacch designisStudy 2 consists of six
phaseswhich are presenteih detail in Figure 3.3. This grounded theory stuidy
structured around the followingix phasestheoretical phase, planning phase, pilot

study, data collection, data analysiad theory construction phase.
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In the theoretical phase, léerature review was conducted, the significance of the
study wasdefined, and its purpose wapecified In the second phase, Study 1
(describedin Section3.1) was conductedand its implications wereletermined.
Additionally, materials required for Study 2 were developasied on the findings of
Study 1

Theoretical Phase
Literature review
Defining the significance
Specifying the purpose

/

Planning Phase
Deciding on research design
Constructing interview protoco& Observation form
Obtaining expert opinion
Defining sampling methods and sample profile

/
Pilot Study

Defining the pilot sample
Collection of six (mother, father, teacher) interviews & observation of one child
Finalizing interview question& observation form based on pilot data

J

[
Data Collection Phase

Defining study sample
Collection of interviews& observation data
Transcription of the interview& observation data

(
Data Analysis Phase

Establishing intercoder agreement
First cycle coding
Second cycle coding

Theory Construction Phase
Theory construction
Creating situational, social worlds/arenas, and positional maps

Figure 3.3. Outline of the research design (Study 2)

During the planning phase, methodologicabnsiderations wereaddressed. The

research design, sampling methaalsd sample profile werdetermined based on the
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studyds o0bj e protocalseand obskrmatioa fosmiere wevelopedand

expert opinions wersought for validation

In the pilot studyphaseof Study 2,a pilot samplewas identified. Interview data were
collected from two mothers, two fathemnd two teacherswhile one child was
observed tovalidate theobservation formBased onthe pilot study findings the

interview questions and observation form were finalized.

In the data collection phase, the study sampés defined, and interview and
observation data wergathered. Thecollected audiarecordings of interviewsind

observatiomoteswere transcribed into texal data.

During the data analysis phase, the intercoder agreement was estalisl®aing
this, first- and secondycle codingwas conductedAs illustrated inFigure 3.3 the
data collection and data analysis phasese iterative meaningthat data saturation

achieved duringjirst-cycle coding influenced subsequeatdta collection proceduse

In the final phasethe theory construction phasa,theorygroundedimpar t i ci pant s 6
statementsvas developedrlhis phase is crucighstheory constructiomlistinguishes

grounded theory methodology from other qualitatygproachesnd isregardedas

the coreof grounded theoryesearch{Bryant, 2017). In this phase, situational, social

worlds/arenas, and positional maps were created.

3.2.3 Rationale for the Grounded Theory

The grounded theory method (GTM) is defined as:

AGrounded theory involves taking comparis
to construct abstractions and then down to tie these abstractions to data. It

means learning about the specific and the gedieaat seeing what is new in

themd then exploring their links to larger issues or creating larger

unrecognized issues in entirety. An imaginative interpretation sparks new

views and leads other scholars to new vistas. Grounded theory methods can

provide a route to see beyond the obvious and a path to reach imaginative
interpretationso (Char maz, 2006, p . 181) .
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Some components dhe grounded theory methodere outlinedby Glaser and
Strauss (1967) dsllows:
1. Thesimultaneous process déta collection and data analysis
An emphasi®n codes and categories rather than hypotheses
The constant comparative method during data analysis
The use of memo writing at each stage of the study

Usage of memo writing during each step of the study

o 0k w N

Samplingaimed at developintheory rather tharepresenting aopulation

Since its initial introductionby Glaser and Strauss (1967)e grounded theory
methodhas been further developed by researchien® positivist, constructionist,

and interpretivist perspectiveshe distinctions among these approaches é&rsa
differing philosophical understandiagof knowledge (Sebastian, 2019). Positivist
grounded theory assumes that prior knowledge may introduce bias; therefore, theory
is constructed solely from emerging data (Glaser & Strauss, 1967). In contrast,
interpretivist grounded theory acknowledges the role of prior knowledge,
emphasizing that researchers should recognize its influence on their work (Strauss &
Corbin, 1990). Constructivist grounded theory takes a balanced approach, allowing
prior knowledge to contribute to the research while maintaining necessary controls
(Charmaz, 2014).

Inrecentyeardiss t uat i o n hasemerged ds ya seforsnof grounded theory
introducedby Clarke (2003, 2005). According to Clarke and her colleagues (2015),
situational analysi®xpands upon constructivist grounded theory by incorporating
northuman elements and th@&onnectiondo theresearch context, thus offering an
ecological perspectivelhis includes buildings, environmenta@atures, technology
and anyother nonhuman elements relevanto the topic under investigationin
addition to theprinciples of constructivist grounded theory, situational analysis
introducesthree types of mapssituationalmaps social worlds/arenamaps and
positionalmaps. Situational maps reveal the legmentsinvolved in theresearch
inquiry andtheir interrelationships. Sociavorlds/arenasnaps identify theactors
within the issuefacilitating a mesdevel understanding of the inquiryPositional

mapsillustrate the differenfositions that emergéom the data. Thesemapping
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techniquesrovide dverse perspective$or analyzingnewly developed theories by
incorporatingboth human and nenuman elements (Clarke et al., 2015). Further

detailsregarding these mapseprovided below.

In this research, the situational analysis grounded theory method is employed. The
rationale for choosing this approach is based on two key considerations. First,
Bandura (1986) argued that human behavior results from the interaction of cognitive,
environmental, and behavioral factors, highlighting the importance of considering
environmental influences. Second, Bandura (1983) characterized aggression as a
complex phenomenon involving both behaviors and multiple contributing factors.
Given that norhuman elements are integral to the study of aggression, their

inclusion in the investigation is essential.

3.2.4 Research Sample

Morse and Clark (2019) stated that sampling, as one of the most crucial aspects of
the grounded theory method (GTM), must remain flexible and continue throughout
data analysis. In accordance with these characteristics, GTM recommends the use of
theoretical sampling (Glaser & Strauss, 2006; Morse, 2007; Morse & Clark, 2019).
In the present grounded theory study, theoretical sampling was employed.
Theoretical sampling, which is associated with the grounded theory method, requires
the selection of participants until data saturation is reached and the nature of the data
is fully understood (Clarke et al.,, 2015). Charmaz (2014) outlined several
characteristics of theoretical sampling:

)] Prior understanding of sampling must be abandoned

1)) Initial sampling should be adopted as a starting point

i) Representatioand generalizabilitare not primary concerns

iv) Sampling is usetbr conceptual and theoretical development

V) It is linked totheoretical saturation

Following the principles of heor et i c al s a mp2014)gugdeliaea d  Ch ar ma z
the current study was conducted with childeeyed 60 to 72 monthsheir parents,
and their classroom teachers. Onmportant consideration in grounded theory
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researchs sample size. Creswell (2013) suggestedductings0i 60 interviewswith
201 30 participants while Charmaz (2008)argued that sample size should be
determined based on the emergence of new categories, with data collection

continuinguntil no newthemes arise

In this study the sample sizevas determinedased orntheoretical samplingand
theoretical saturatign meaning data collection continued until saturation was
achieved. Therocedure fodata saturation is further explained in the data analysis
section In total, six participants (two teachers, two mothensdtwo fathers) were
selected for the pilot study of the intervievand 35 participants were interviewed
for the main study. For the observatioomponentone child was selected for the

pilot study,and four children were observedthe main study.

Following the collection of pilot study data, it was determined thaparticipants
from the pilot phase would be included in the main study. This decision was made
due to the richessandvalue of theinformation gathered, which contributed to data

saturation, as well as the absence of any required modificatitnedata collection

tools.
Table 34. Sample of Study 2
Pilot Main Total

Interview Preschoolleachers 2 15 17

Fathers 2 10 12

Mothers 2 10 12
Observation Children 1 4 5
Total - 7 39 46

Arthur and Nazroo (2003) suggested that pdtitdy datamay be includedin the
main study if narevisionsto data collectionnstruments ar@eecessary. Accordingly
in Study 2, data frona total of 41 adults and five children were includiedthe

analysis. Ashown inTable 3.4 atotal of 46 individuad participatedn Study 2.

Initially, participants for the intervieswvere selected, with 12 preschool teachers, 12
mothers, and 12 fathetseing contacted by the researcher. Témcherswere first

provided with an information formdetailing the criteria for selecting children,
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offering insights into childhood aggressiomxplaining its categorization, and

outlining various aggressive behaviorRegarding the selection dathers and

mothers, criteria foreligible children were provided by the researchérhese

informational packets/eredistributedto bothteachers and parentsalthild metthe

specified criteria, an interview wasnductedDuringthep ar ent i nter vi ews, p
statementsvere compared against tlgefinitions and characteristics of aggression

derived from thdindings of Study 1 taleterminewhetherthechildb s char acter i st i
met the established criteriaFurthermore, if parentsvere hesitant to discuss

aggression and aggressive behaviors, appropriate definitiere provided by the

researcher to encourage th&relaborateThese materials were prepared as part of

Study 1, asillustratedin Figure 3.12.

For the observation sample, a form outlining the criteria for assessing children was
distributed by the researcher. This form included details on childhood aggression and
classifications of aggressive behaviors and was designed for use by preschool
teachers and principals. Following fatteface communication, teachers were asked

to select two children from their classrooms who met the criteria. The decision to
select two children per classroom was made to account for the possibility of not
obtaining parental consent and to increase the likelihood of securing a sufficient
sample. Ultimately, five children were selected for observation. As the observations
were conducted, interviews with these child
Consequently, five additional preschool teachers were included in the interviews to
ensure the collection of comprehensive data and to validate the observations through

data triangulation.

As stated Study 2 employed theoretical sampling. Inaccordancewith the
characteristicef theoretical samplingutlined above, initial sampling was usasl a
starting point, with participants selectbdsed on specifiedriteria. Following the
initial sampling,the collecteddatawere analyzed and initial codes and categories
were identified. Based on these initial categorigbeoretical sampling wathen

utilized to selectadditionalparticipantsuntil theoretical saturatiowas reached

For initial sampling, several criteria were established for the children:

)] Show normal development
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i) Do not require special education

iii) Do not receive psychological support

iv) Have no clinical diagnosis regarding aggression
V) Have Turkish as their native language

Vi) Be between 6@nd 72 months of age

vii)  Reside in Ankara

As statedinitial sampling was used t@ecruit participants Oncethe initial criteria
were déermined, data collectiomommencedDuring this process, in lingvith the
characteristics atheoretical sampling mentioned abowsdifications tathe criteria

were made

Firstly, in one interview questigparticipants were asked to describe themselves and
their classroom. One teacher (T3, 27) in Study 2 provided information regénding
classroom setting, reparg that althoughthe classroomwas apreschool classroom,

its organizationresembled that of @rimary school. For instancéhe chairtable
arrangement wasimilar to that of aprimary school.The participant highlighted
challengesassociated witlthis layout and its implicationfor managingaggression.

This rased the questionf how classroontayout influences aggression

To explorethis further, a teachewith a double majorin early childhood education
and primary school teaching (T9, )J3&as contacted for Study Zhis teacher
currently workng as a primary school teachédrad studentbetweenthe ages 060
and72 monthswho displayedaggressive behaviors anaetthe establishedriteria.

Consequentlythis teachewas included irthe sample.

Additionally, one of the initial selection critean a me | vy , Anot re
psychol ogidadwds saep@louded. The researcher
revealed that children, particularly those from higher socioeconomic backgrounds,

often seek professional help such as play therapy, regardless of whether it is directly
related to aggression. Therefore, the third criterion was disregarded. However, the
fourth criterion, Ahaving no clinical d

maintained as a requirement.
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Another criterionestablishedor the childrenwas beingbetween the ages of &hd
72 months. Theationale forselecting childrerwithin this age range was based on
research indicatinghat childrenolder than60 months developmore advanced
expressive language skitempared tagheir younger peers (Karmilemith, 1986).
Sinceaggression is closely linked theability to express oneself (Estrem, 2005), it
was necessary to ensure that childhood aggressimmerved in this study wasot

attributedto alack of language skills.

Mothers and fathers were also included in the research sample. The inclusion of
mothers was based on the fact that young children spend a significant amount of time
with their mothers in daily life, making it more likely for their behaviors to be
observed by them (Fomby & Musick, 2018). Additionally, fathers were included due

to existing literature highlighting the influence of fathers on the development of
aggression in children (Whal & Metzner, 2012). Hudziak and his colleagues (2003)
emphasized that experiences related to aggression may differ between fathers and
mothers; therefore, to develop a more comprehensive theory, fathers were also
included in the sample. Efforts were made to reach both the mother and father of
each child. However, if one parent chose not to participate, interviews were
conducted only with the parent who volunteered. As a result, either both parents,
only the father, or only the mother of a child could participate in the study. In some
cases, fathers were reluctant to participate individually but agreed to do so alongside
their spouse. Consequently, dyadic interviews were also conducted. Dyadic
interviews involve two participants who share an existing relationship or a common
ground (Kvalsvik & Ogaard, 2021). The process of reaching parents and teachers
was also guided by theoretical sampling. No specific criteria were established for
adult participants in the study. However, demographic information relevant to
aggression, such as gender and age, was collected to obtain more detailed insights

into the participants.

Regardingcultural background, since aggressioniriluenced by cultural factors
(Ostrov & Keating, 2004), participants were selected fdiversebackgroundsThis
selection allowed for the development of more culturally appropriate and

comprehensive theory of aggression. In line with dhgective,datawere collected
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from Ankara. Thalecision to selecAnkara ashe data collectiorsite was based on
internalmigrationpatterns. Since its establishmenttlas capital of TurkiyeAnkara
hasattractedmigration due to employment opportunities (Bostan, 2017). According
to one of the recent reports of Turkish Statistical Institute (20Z8tRara was the
second most common destination for internal migrants in Turkiye. Theréfokara

is consideredo have cultural diversit

Table 35. Variables associated with the child

Frequencyfj

Gender of the child

Girl 20

Boy 21
Birth order of the child

Only child 15

Youngest child 11

Middle child 1

Oldest child 14
Household composition

3 people 12

4 people 24

5 people 5
Number of siblings

0 15

1 24

2 2
Parentsdéd marital statu

Married 38

Divorced 3

The demographic distribution afhe 46 research participants presentedn more
detailbelow. In the current study, 20 participamdentified their child asa girl, while

21 identified their child asa boy. Most of these children wesgther theoldest child

or the only childin their family (Table 3.5).A total of 24 children hd only one
sibling, while only two children had two siblings. All of the childread no more
than two siblings. Another variablexaminedwas household compositiorvhich
referredto individuals living withthe childand firstdegree relaties. Thisincluded
cases whergrandparents ledwith thechild,amo t h e r 6 s residedwithrthe e n d
child, or divorced parents lived separatdhpm the child. Household composition
generally consted of three to five people. Although 46 participants took part in the
study, it is important to note that the total frequency of etgéldted variables was

recorded as 41. This discrepancy arose because information regardinteletédd
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variables was obtained from interviews with 41 adult participants. Among the 46
participants, five were children who were observed rather than interviewed.

Therefore, data related to 41 children were analyzed in total.

Regarding the variables associated with parents and preschool teachers, most
participants were between the ages of 31 and 40, as shown in Table 3.6. Among

these participants, 25 held a bachelorés d
primary, secondary, or high school education. Only one participant possessed a

doctoral degredn the interviews concerning children, only ithparents or teachers

were interviewegboth did not participate in the studsimultaneously. As a result,

information on the monthly household income of children whose teachersiveere

sole interviewees was obtainedconehand.Consequently, since teachers had only
indirect knowl edge of parentsd earnings, re
income were not received from them. Therefore, 15 preschool teachers did not

specify parentsd monthly i ncome.

Table 36. Variables associated with mother, fathers, and preschool teachers

Frequencyfj

Age of the participants (parents & teachers)

21130 7
31140 27
41150 6
51 or more 1

Level of educatiorfparents & teachers)

Primary school
Secondary school
High school
Associate degree
Bachelor degree
Master degree
Doctoral degree

P~NNWWR R

Monthly average income (of family)

Not specified
211 40K

417 60K

611 80K

81 100K

~No o ~NR

Place of residency (of child)

Cankaya
Yenimahalle
Kecidren
Etimesgut
Pol at |
G° 1l back

PR RO

M D
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Table 3.6 (continued)

Akyurt
Sincan
Mamak
Al t éndaj
Missing

W~NO B~

Occupation (parents & teachers)

Teacher and Engine@ranguage, 22
Geography, Preschool, Primary;
Mechanical, Electrical and electronic)
Technical manager 1
Sales assistant 2
Housewife 6
Government employee (office based) 4
Blue collar worker (laborer, baker, 5
janitor)

Academician 1

In the present study, the children who were observed and interviewed resided in 10
different districts of Ankara, the capital city of Turkiye. Among the 41 children from
various districts, seven resided in ¢ank
five in Yenimahalle. Three teachers could not identify the place of residency of
specific children. Another variable examined was the occupations of the participants.
Since this study included preschool teachers, 17 of the teacher participants were
preschool teachers. Additionally, two parents reported their occupation as teachers,
bringing the total number of teachers to 19. The second most common occupation

was housewife, reported by six participants. However, as shown in Table 3.6, the

occupations of the participants were diverse.
3.2.4.1 Observation Sample Profile
3.2.4.1.1Profile of Child 1 (C1)

School 1 is situated in Cankaya, the largest district of Ankara. The school is centrally
located within Cankaya and is surrounded by Heylel government and military
buildings. As a result, nearly all students have at least one parent, if not both,
employed in these prominent government positions. Additionally, this early

childhood institution operates under the jurisdiction of a specific government agency.

Regarding the school 6s features, it cons

children. Only one class is designated for children aged 60 to 72 months. Official
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school hours begin at 08:00 and continue until 13:00 for the morning session, while

the afternoon session runs from 13:00 to 18@@servationsvere conductediuring

the morning hours as the afternoonsare dedicated to club activities, including

Engl i sh, robotic coding, traditional childr

piano, and Orff education.

A single classroom was allocated for children aged 60 to 72 months, accommodating
22 students, one of whom has special educational needs. The classroom dimensions
measure 7.63 m X 4.84 m, with a ceiling height of 2.25 m, resulting in a total area of
36.93 ni. The classroom is decorated in vibrant colors and features a carpet;
however, only three small cushions are available. One of the most striking features
upon entering the classroom is a column positioned directly in front of the door, as
illustrated in Figure 3.4.

Figure 34. Pictures of classroom 1

Regarding the classroom atmosphere, the teacher reported that this group of children
had attended preschool together since the age of three, resulting in strong familiarity
among them. However, their current teacher began instructing the group only this
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year. The first three weeks of the school year were particularly challenging for the
teacher in terms of establishing routines, enforcing rules, and managing problematic
behaviors. In fact, she stated that, in her 15 years of experience, this was the first
time she had faced such difficulties. Additionally, throughout the observation period,

the class was noticeably noisier compared to other observed classrooms. To address
these challenges, the teacher adopted an authoritative approach and maintained strict
discipline. When children approached the researcher with questions, the teacher
reprimanded them in a serious and stern
Such instances occurred multiple timés.addition to behavioral challenges, the

class exhibited poor hygiene and weak fine motor skills, despite none of the children
having developmental disorders. Consequently, the teacher frequently conducted
literacy activities, such as cutting and painting, to enhance school readiness. Several
students in the class were considered potential candidates for the study. However, the
teacher selected a girl (C1) who demonstrated relational aggression, particularly
covert relational aggression. This specific form of aggression was cited as a key
reason for her selection. The teacher 6.
experience, classroom interactions, past problem situations, and conflicts among
parents arising from these behaviofhe preschool teacher described C1 as
dominant and possessing leadership qualities. Within group dynamics, C1 strives for
popularity and seeks praise, preferring the company of friends over solitude. In terms
of devel opment al concerns, the teacher r
skills were underdeveloped compared to age norms. Regarding her family
background, bot h o f -raiikibg gositigna inegovieramentt o | d

agencies. She is the younger of two siblings and has an older sister.

3.2.4.1.2Profile of Child 2 (C2)

School 2 is located in Alténdaj, one of
junction of Alteéndaj, Ma ma k , and ¢ankaya
early childhood institution operates under the premises of a training and research
hospital. Although the school is not in a prime location, its association with the
hospital results in a relatively high educational background for some parents. For

i nstance, some childrenbds parents are em
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work in nearby pharmacies. However, a portion of the students come from

disadvantaged backgrounds, with some receiving stateasssst

This school consists of three classrooms, five teachers, and 53 children. Only one
class is designated for children aged 60 to 72 months. The official school hours run
from 08:00 to 13:00 for the morning session and from 13:00 to 18:00 for the

afternoon session. The researcher was present during the morning hours. In the

afternoons, club activities such as intelligence games and chess take place.

GiaCyislasLs
Dibral

s

Figure 3.5. Pictures of classroom 2
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A single classroom was allocated for children aged 60 to 72 months, accommodating
14 students, two of whom have special educational needld$soom dimensions
measure 9.13 m X 3.89 m, with a ceiling height of 2.34 m, resulting in a total area of
35.52 m. The classroom is decorated in vibrant colors and has a carpet. One of the
most notable features upon entering the classroom is the presence of various colorful
cushions, as shown in Figure 3.5. These cushions can be unfolded into beds.
However, according to the teacher, the classroom has an insufficient number of toys

and games.

Regarding the classroom atmosphere, the teaddmorted that they had begun

teaching this group only in the current academic year. A male child, C2, was
identified by the teacher as displaying verbal aggression, such as using hurtful
language and swearing. The teacher also noted that C2 struggles with authority
figures, often pretending not to hear instructions and appearing detached from reality.

Despite this, C2 is described as emotional and enjoys playing with male peers. In

terms of family background, C26s parents
his motherds boyfriend, who is involved
from school . However, according to the t

boyfriend and dislikes being picked up by him. The teacher also reported that C2 has
no contact with his father and never mentions him. Financially, C2 is supported

solely by his mother, who works as an administrative staff member.

3.2.4.1.3Profile of Child 3 (C3)

School 3 is located in Yenimahalle, one of the largest districts in Ankara. The school
is situated in the center of Yenimahalle and is surrounded by official government
buildings and residential areas. Additionally, this early childhood institution operates
under the premises of a specific government agency. As a result, nearly all children
have at least one parent, or both, employed in government positions. This school was
newly established, and the current academic year marks the first time children are
enrolled. Consequently, all materials are new; however, the quantity of materials,

toys, and games is insufficient.
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The school consists of five classrooms, seven teachers, and 47 children. Official
morning school hours run from 08:30 to 13:30, while afternoon hours extend from
13:30 to 18:00. The researcher was present during the morning hours. Afternoon

sessions consist of club activities, including chess.

At this school, two classrooms accommodate children aged 60 to 72 months. In the
specific classroom under observation, six children are enrolled, with the number of
girls exceeding the number of boys. Regarding the physical characteristics of the
classroom, its dimensions measure 7.94 m X 5.10 m, with a height of 2.76 m,

resulting in a total area of 40.5°nThe classroom features two fléingth windows

on opposite sides. However, minimal color is present in the room.

Figure 3.6. Pictures of classroom 3

A carpet is available, but no cushions are provided. On a positive note, floor heating

is installed, making it comfortable to sit on the floor. One of the most striking
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observations upon entering the classroom for the first time is the absence of color,
toys, and games, as depicted in Figure 3.6. The classroom contains only basic
necessities, and according to the teache

parents.

Regarding the classroom atmosphere, the teacher reported that, siscbdbkis

new, both the teacher and the children met for the first time in this academic year. In
contrast to the previously observed classrooms, only one male child in this classroom
met the criteria for participation in the study. This child (C3) was reported to exhibit
relational aggression, specifically by withdrawing from social interaction and

ignoring others.

C3 is described as active and friendly. He has an older brother. His parents are
divorced, and he lives with his father, who provides for him financially. According to

the teacher, his parents maintain an amicable relationship, both are actively involved

in his |ife, and on some days, he spends
also reported that, due to living with his father, C3 has underdeveloped hygiene and

eating etiquette skills.

3.2.4.1.4Profile of Child 4 (C4)

The school attended by the fourth child (C4) is located in Yenimahalle, one of the
largest districts in Ankara. C4 is enrolled in the same school as C3; therefore, the
school details remain the same as those provided under Section 3.2.4.1.3. At this

school, two classrooms accommodate children aged 60 to 72 months.

C46s classroom i s adjacent to C360s, and
during afternoon club hours, both classrooms are merged due to the limited number
of students. However, the researcher os
morning hours, until 13:30. During this period, seven children were present in the
classroom, one of whom had special education needs. The number of girls exceeded

the number of boys, with only one boy in the classroom.
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Figure 3.7. Pictures of classroom 4

Regarding the physical characteristics of this classroom, its dimensions measure 7.94

m X 4.47 m, with a ceiling height of 2.76 m, resulting in a total area of 35.5 m

Similar to the previous classroom, this space lacks vibrant colors and evokes a cold,
officel i ke at mosphere. The primary difference b
thatonlyone side of this classroom features a-feifigth window. A carpet ipresent,

but no cushions are available. However, floor heating allows the children to sit
comfortablyonthefloor.AsinC36s c¢cl assroom, no colorful deco
arepresentas illustrated in Figure 3.7. The classroom contains only basic necessities,

and according to the teacherds report, the e

For the purposes of the current study, two potential candidates were identified in this
cl assroom. However, only C46s parents conser
teacher selected a female child (C4) who exhibited relational aggression, particularly

overt relational aggression.
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C4 is described aa clever and wetlladjusted childAs anonly child, C4 receives
considerable attention from heparents who both have strong educational
background and hold prestigiouspositions. Due to this,her parents ardighly

attentiveand open to communicatioegardingany concerns

3.2.4.1.5Profile of Child 5 (C5)

School 5 is located in Kecitren, a district of Ankara. It is situated in the middle of a
residential area. Unlike the previously mentioned schools, this school has parents
from diverse occupational and educational backgrounds. However, it is noteworthy
that a higher proportion of mothers in this school are not employed. In alignment
with this parent profile, the school follows a doubleft system. Morning classes
begin at 07:45 and conclude at 13:00, while afternoon classes run from 13:15 to
18:00. Additionally, for working parents, a fiday classroom is available, operating

from the morning until 18:00.

The schoolcomprisessix classrooms, 14 teachers, and 257 childviritiple classes
areavailablefor children aged0 to 72 months. The researcher was present during
the afternoon hoursas gparent from the afternoon clagsanted permission faheir
child to participate in the studyn thefull-day class, club activities such as robotic

coding, drampand gymnasticare offered

I n C56s <c¢l| assr oo m,Regarding thehysacal eharactristchaf | dr er
the classroom, itglimensions are 5.96 m X 5.5, with a ceilingheight of 2.63 m

resulting in a total area &2.8 nt. The classroom is colorful armbntains several

cushions. Asshownin Figure 3.8, no carpas present; howevegccording tothe

teacherthe previouscarpets were oldand newoneswere expected to arriveéoon

One of the mosstriking aspects upoentering the classroom for the first time is the
combination ofclashing colors, thevorn-out conditionof the room, and the dirty

walls.

Regarding theclassroom atmosphere, the teacperceivesherself as maternalet

not overly permissive. Shenjoys discussinglassroom rules and routinesth the
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children. Furthermore, according ther statement, shactively engagesvith the

children and communicaevith themregularly. In thepreviousacademicyear, she
worked at the samschool but in a different classroom. Therefore, this isfingt

time working with thisspecific group of children. However, shaentioned being
familiar with the class asshe is friends with the previous teacher anddizerved
certain situations in thes ¢ h o @mmos areasFor the purposesf the current
study, only one candidate was identified in this classrodime teacher selecteml

male child (C5) who hasxhibitedphysical aggression.

Figure 3.8. Pictures of classroom 5

Regardingf ami | 'y backgr ou nsdemploged, whilehi€ tdiher isfaat her
housewife. His mother is a foreigner fraanTurkic country. Although shepeaks

Turkish, communicatiorwith the family typically occurs through his father. It is
important to note that C5 was born and raised in Tuylayel hismother tongue is

Turkish.
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C5 is described as extremely active. According to the tedcsegort, his problem
behaviorswere less pronounced last yeHe exhibitsan indifferentdemearnor and
does notrespondto stimuli unlesshe chooses to. His behavioral issues have been
recognized by his parentand a meeting wabkeld with the teacher, psychologist,
vice principaJ and principato discuss these concerwd times, C5 appearmdetached
from reality. Initially, the school psychologist diagnosddm with a mental
deficiency. Howeverthis diagnosis was contested by #&hool psychologist, his
previous teacheandhis current teacherAs a resulta reevaluatiorwas conducted,
andit was determined that he had beeisdiagnosed. Both the psychologist and the
teacher described C5 agelligent, with nodevelopmental delays. Theyuggested
thatthe misdiagnosis may have begne tohis tendency to ignore stimuli and his

refusal tofollow instructions.

One of the reported concerns about C5 is that, on rare occasions when he becomes
extremely excited, he may stutter. However, he receives speech therapy for this
issue. During the entire observation period, the researcher did not witness any
instances of stammering. Additionally, the teacher believes that the possibility of
ADHD should be explored. However, according to the teacher, the parents refuse to

use any prescribed medication; therefore, no official diagnosis has been made.

3.2.5 Data Collection Tools

3.2.5.1 SemiStructured Interviews of Parents and Teachers

Charmaz (2014) indicated that interviewing is wslited for the grounded theory
method (GTM), as it allows researchers to obtain substantial data through open
ended and hdepth questions. Following the determination of the initial research
guestions, a comprehensive literature review was conducted. Based on this review,
an initial pool of interview questions was developed. These questions were then
revised with consideration of the research questions and objectives, and additional
guestions were incorporated as needed. Two distinct interview praioooés for

parents and one for teach@&ra/ere constructed.
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After the development of the sewtructured interview protocols, experts were
consulted for their opinions. The primary criterion for expert selection was prior
research experience in aggression and problem behaviors during early childhood.
Consequently, feedback on the interview questions was obtained from six early
childhood education specialists and one child development expert. Several
suggestions were made regarding ambiguous or judgmental wording, and
recommendations were provided for improving the clarity of the questions. Some
experts suggested merging or splitting certain questions. Following revisions based
on expert feedback, the interview protocols for both parents and teachers were
finalized. Thus, in the present study, setmuctured interview protocols were

employed to collect mdepth data from parents and teachers.

During this preparatory stage, the coding process of Study 1 was ongoing. The
findings from this coding process were also considered significant in shaping the

interview protocols. One key implication was the necessity of avoiding the term

flaggression. o0 A participant from Stud
di sturbingo (P9, Psychiatry). Another
we say aggressive behavior, It can so

Psychology). Additionally, one participant frequently expressed concerns about the
term and provided an alternative phrase used in her professional practice, as

illustrated below.

ANow, since we ayeaeoldtchid here, thgg chddbaotually a
does not know what aggression is, and maybe he ended up in that situation
just because heid not know what to do. Therefore, instead of calling him an
aggressor, | always warn parents about this issue. They come for an
examination and say, O0Our <child has

y 1 s
partic
und r e

5

a t e

think that such a child would become a s

we should talk about it without labeling the child. For example, what can
happen instead? Our child exhibits behaviors that are harmful to the
environment from time to time. He physically harms others, or there are
verbally hurtful behaviors. | think the language should be corrected a little
mor e, because aggression is someth
Psychiatry)

Based on the findings of Study 1 and

physically, verbally, or relationally damaging and hurtful to the environment and
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ot h @& asssoggested by P9 (Psychiah'yyas adopted in plac
behaviors. o The words fAdamagingo and
aggression, and P96s definition aligns

Crick, 1996; Ostrov et al., 2006).

However, a preliminary trial was conducted in which potential participants were
approached using this definition. While teachers responded neutrally, parents

strongly rejected any suggestion of aggressive behavior in their children. As a result,

e
i h

the researcher adjusted the approach and

when reaching out to parents. During th

deliberately avoided, and parents were encouraged to discuss related behaviors.

Definitions and a list of behaviors were provided when necessary.

Consequently, the parent interview protocol was structured into two sections: parent
and child. In the parent section, information regarding family dynamics, relationships
among family members, and childaring attitudes was examined, as shown in Table
3.7. In the child section, topics explored included aggressive behaviors exhibited by
the child, variables influencing these behaviors, potential causes, ways these
behaviors are acquired, their consequences, parental reactions, intervention
strategies, and challenges experienced. The parent interview protocol consists of 13
semistructured questions, four of which include a total of 17-cpusstions.
Additionally, alternative questions were incorporated as notes for the researcher to

enhance clarity.

Table 3.7. Semistructured interview questions for parents in Study 2

Focus of the Questions InterviewQuestions

Background Please tell me a little bit about yourself and your family.

Please tell me a little bit about your child.
Characteristic of You mentionedhat your child exhibits some negative behavi@suldyou
aggression elaborate oithe specifidehaviors you have observed?

Can youdescribethe events leading up to theeegative behavio®What
do you think might have triggered your childact this wag

Reasons and context In your opinion, whafactors contributety our chi | dds n¢
toward theirenvironment and othersf? what situations do these behaviors
typically occuf

Outcome of aggressior What are the positive ornegatteo ns equences of yo
behaviors?

Intervention Whatstrategies dgou use to prevent or reduce these behaviors? Can y«
describahis process?
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Furthermore, similar to the parent interview protocol, the teacher interview protocol
also consists of two parts: the teacher and the child. In the teacher section,
information regarding the teacher and the classroom, relationships within the
classroom, and classroom management techniques was examined, as shown in Table
3.8. The questions in the child section were largely similar to those in the parent
interview, with minor differences. In the child section, the aggressive behaviors
displayed by the child, various factors related to these behaviors, their causes, the
ways in which these behaviors are acquired, their outcomes, parental responses to
aggression, intervention methods, and experienced difficulties were explored. The
teacher interview protocol comprises 12 sstnictured questions, three of which
include a total of 15 subuestions. Similar to the parent protocol, alternative

guestions are included as additional notes for the researcher to ensure clarity.

Table 38. Semistructured interview questions for preschool teachers in Study 2

Focus of th&Questions  Interview Questions

Background Please tell me a little bit about yourself and your classroom.
Could you please tell me a little bit about the child you selected for
study?
Characteristic of You mentionedhat this child exhibits behaviors that are physically,
aggression verbally, or relationalljharmful to otherand the environment. Could

you describehese behaviors in detail
Could you tell me a little bit about the process just before the beha
occur? In your opinion, what might have triggered the child to exhil
these behaviors?

Reasons and context What do you think are the reasons behind the child exhibiting suct
behavior® What/what situations do you associate these behaviors

with?
Outcome ofaggression  What are the positive or negative consequencésestbehavior®
Intervention Whatstrategies dgou use to prevent or reduce these behaviors? C

you describehis process?

3.2.5.2 Observation Form

Strauss and Corbin (1998) indicated that, to acquire reliable data and investigate
phenomena from various sources, the use of both interviews and observations is
essential. Therefore, observation methods were employed in this study to observe
children in the classroom. Wortham (2014) stated that event sampling is used to
identify the caus@andeffect relationship of problem behaviors. To further

understand problem behaviors, Bell and Low (1977) proposed the ABC analysis.

Consequently, an ABC analysis observation form was developed. The abbreviation
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AAO represents the antecedent event, ABO
cause (Wortham, 2014). This form includes headiegsnformation regardinghe

child, classroomdetails behavior lists for event sampling, antecedewments,

behaviors, causgpossible functions, and reflective field notes. Aftexrobservation

form was finalized expert opinionswere obtainedfrom one child development
specialist and six early childhood education experts. One of the sigysticant
recommendations was the inclusion oha&e adi ng ti t |l ed fipo stshiebl
observatiorf o r Ruossiblé functioa refers tothe purposehe behavior serves and

the potential reasons for its occurrence. Following revisibased on expert

feedback, thebservation form was finalized.

Name: Darrell Teacher: Date:
Age: 4 Domain of Dev: Time:
Setting:

Situation:

Behavior: Darrell cries multiple times a day.

Time Antecedent Event Behavior Consequent Event
8:35 Darrell’s dad drops him Darrell begins to cry as dad | As the teacher comforts
off in the classroom. hug him and says good bye. | Darrell by squatting down next
Darrell is holding on tight to him, Darrell stops crying five
to dad’s leg. seconds after dad left and

walks to the Lego area.

9:01 Teacher announces it is Darrell is not picking up the | The teacher walks to the Lego
breakfast time. Legos. When he is asked to | area and sits next to Darrell.
save his work on a shelf and | The teacher puts their arm
pick up the rest of the around him. He cries louder
Legos, he sits down with his | for 3 minutes before she gets
arms crossed and lower lip | him to stand up and walk to
protrudes and begins to cry | wash his hand for breakfast.
loudly.

Figure 3.9. Example of ABC analysis (Peterson & Elam, 2020)

3.2.5.3 Reflective Field Notes

Qualitative research is inherently reflective in nature (Creswell, 2014). For instance,

Saldana (2016) emphasizes the importance of taking reflective notes during solo
coding, considering it essential for researchers. Similarly, Glaser and Strauss (1967)
underscored the significance of writing memos and notes at each stage of grounded

theory development. In the present study, reflective field notes were taken
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throughout both the data collection and data analysis processes. As mentioned
earlier, a section was included in the observation form for the researcher to document
reflective notes. These notes captured specific behaviors and situations observed
during data collection. In addition to the reflective notes recorded in the observation
form, further reflections were documented throughout the entire observation period.
Moreover, after each day of observation or interview, the researcher transcribed or
voicerecorded their reflections and impressions. These notes included insights into
notable issues, information about children or teachers, and observations that could

provide further understanding of behaviors.

When possible, the researcher validated these reflections by asking additional

guestions to teachers. This validation process was undertaken to minimize

subjectivity and enhance the dependability of the research findings. Although these

notes were not coded, they were utilized to establish contextual understanding, as
recommended by Creswell (2014). Their primary function was to deepen the
comprehension of childrenbs experiences an
alignment with Saldanaos (2016) recommendat
researcher during the coding process. Furthermore, they contributed to providing

contextual understanding and clarifying codes in the results section.

3.2.6 Pilot Study for Study 2

The pilot study for Study 2 was conducted to assess the clarity and relevance of the
semistructured interview questions and the observation form. Following the
acquisition of ethical approval, a research sample was selected through purposeful
sampling based on the criteria outlined in the sample section of Study 2. Informed
consent forms and information sheets for teachers and parents were provided to the

selected participants.

As part of the pilot study, interviews were conducted with three teachers, two
mothers, and two fathers. The duration of the interviews ranged from approximately
50 to 68 minutes. Each interview was veregorded. To pilot the observation form,

a child was observed by the researcher for one week. Participants were informed
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about the recording process and confidentiality measures. Since the pilot data were
included in the main findings, particip:é
under the research sample section. As a result of the pilot study, no modifications to
the interview questions were necessary, as the additional notes prepared for the

researcher ensured clarity when needed.

3.2.7 Data Collection Procedure

Permission from
Middle East
Technical
University
Human Subjects
Review Board

Interview with
preschool
teachers, father
and mothers (30
interviews)

Observation (4
children) &
interviews with
their preschool
teachers (4
interviews)

Permission from
Ministry of
National
Education
(MONE) ethical
committee

Figure 3.10. Data collection process of Study 2

As a first step, the research problem and research questions were formulated. After
determining the initial research questions, data collection instruments were
developed, and expert opinions were obtained from seven specialists. Following the
revisions made based on expert feedback, the participation consent form, parent
permission form, parent information form, teacher information form, parent

interview protocol, teacher interview protocol, and observation form were finalized.

Before initiating data collection, ethical approval was obtained from the Middle East
Technical University Human Subjects Review Board. Additionally, approval was
secured from the Ministry of National Education (MONE) ethical committee. Once
the necessary permissions were acquired, the data collection process was initiated, as
illustrated in Figure 3.10.

93



Initially, a pilot study was conducted, during which the preliminary interview form
was administered to three teachers, two mothers, and two fathers. Additionally, the
initial observation form was tested with one child over aweek period. Following

the pilot study, the senstructured interview forms and observation form were
finalized, as no further revisions or additional questions were deemed necessary.
Once the interview protocols were prepared, preschool teachers, as well as the
mothers and fathers of children aged 60 to 72 months, were contacted by the
researcher based on the initial sampling criteria. Information forms containing
definitions, characterizations, a list of aggressive behaviors, and a set of criteria were
provided to the teachers. For parents, information forms were distributed that
included a list of criteria but excluded definitions and examples of aggressive

behaviors to prevent potential parental sensitivity.

After obtaining consent forms, interviews with parents and teachers were conducted.
It is important to note that, since participants were not recruited through preschool
institutions, data regarding a child were not collected from both teachers and parents
simultaneously. Instead, participation was limited to either the mother, the father, or
the teacher. In rare cases, both the mother and father of a child agreed to participate
in the study. One challenge encountered during data collection was the reluctance of
fathers to participate. Some fathers volunteered under the condition that interviews
be conducted alongside their spouses. According to the literature, dyadic interviews
are considered appropriate for individuals who share an existing relationship or a
common ground (Kvalsvik & Ogaard, 2021). Consequently, four fatisther

dyads participated in dyadic interviews.

Additionally, participants determined the location of the interviews. As a result,

online interviews were conducted upon request or when scheduling conflicts arose

during working hours. Once logistical arrangements were finalized, the interviews

were carried out. At the beginning of each interview, participants were informed of

their right to withdraw from the study. Furthermore, information regarding
confidentiality and anonymity was provided
consent, interviews were audio recorded. The duration of the interviews ranged from

22 to 78 minutes. As a result of this interview phase, information regarding children
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was gathered from 12 preschool teachers, 12 fathers, and 12 mothers, leading to a

total of 36 interviews.

After the interviews were conducted, observations of children in a classroom setting
took place, as illustrated in Figure 3.9. To meet the observation sample criteria
defined in the sampling section of Study 2, these criteria were used as an initial basis

for selecting participants.

For the study, early childhood teachers and principals were contacted by the
researcher. Teachers were provided with guidelines for selecting children, which
included definitions, characterizations, a list of aggressive behaviors, and selection
criteria. These guidelines were developed based on the findings of Study 1. If more
than one child met the criteria, teachers were asked to select two children. This
approach was taken to ensure that, in case parents declined participation, alternative
participants would be available. If only one child in a classroom met the criteria, the

teacher was included in the study.

After identifying potential child participants, the researcher provided information
forms to the teachers to be distributed to parents to obtain their consent. These forms
included a list of criteria but omitted definitions and specific behaviors to minimize
potential parental concerns. Additionally, parents were asked whether they were
willing to participate in the studyDuring this process, many parerdeclined
participation, refusindo allow their children to be observefis a result, only four
children in the main study and one child in the pilot study were included in the
observation. None of the parents of these children consented to participate or provide
additional data. Consequently, information regarding these five observed participants

was obtained exclusively through interviews with their preschool teachers.

Delving deeper into the details of observation, one child in each classroom was
observed. For this purpose, an observation form was utilized, and event sampling
was employed. An aggressive behavior list, constructed in Study 1, served as the

criterion for event sampling.

95



Initially, the researcher intended to observe the most frequently mentioned behaviors
among those identified in Study 1. However, the thesis monitoring committee
advised first conducting a pilot study that included all identified behaviors as events
before determining which behaviors to observe. During the pilot study, it was
realized that selecting only certain behaviors was not feasible. This was due to the
fact that each child exhibited a different variety of behaviors. Restricting
observations to specific behaviors could have minimized the participant pool and
prevented the researcher from reaching the maximum number of participants. A
concern was raised that an extensive list of behaviors might complicate the
researcherés role and result in some behavi
from the pilot study indicated that each child did not display all the behaviors; rather,
they generally followed a pattern and exhibited a similar range of behaviors.
Consequently, all aggressive behaviors identified in Study 1 were included as events
for sampling. A list of these behaviors, along with their descriptions, can be found in

the results section.

In the original plan, the observation sessions were intended to be video recorded.
However, the pilot study revealed that videotaping was impractical, as the children
were constantly moving and aggressive behaviors often emerged spontaneously. As a
result, the researcher opted to use an observation form and take notes by hand during
the sessions. Neparticipant, direct observations were conducted, with the

researcher positioning herself in a corner of the classroom.

One challenge encountered was the loud noise in the classroom, which made it
difficult to hear certain conversations. During these noisy moments, efforts were
made by the researcher to find new positions near the child to enhance her ability to
listen. On one occasion, intervention became necessary during an observation. On
that particular day, a schewlide performance was held, involving all the children,
which made it difficult for teachers and interns to supervise everyone effectively.
When the behavior of the observed child began to seriously harm a peer, intervention
was required. Aside from this situation, interactions with the children were avoided

during observations.
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In this phase of the study, the initial plan involved conducting observations
throughout the entire school day. However, permission to remain in the classroom
while club teachers were present was not granted by the principals. In the Turkish
educational system, some preschools operate on adaléchedule, while others
function for a full day. However, in fullay preschools, preschool teachers work
only half the day, and club teachers take over after lunch hours (Ministry of National
Education Directorate General for Basic Education, n.d.). Consequently, each child
was observed for half a day during the hours in which preschool teachers were
present. During each nguarticipatory observation, various periods were observed,
including arrival at school, free play, breakfast, activity time, and other elements of
the daily routine. Each time specified behaviors occurred, notes were taken by the
researcher on the observation form. During the observations, noteworthy incidents
t hat occurred and <could provide insight
classroom atmosphere were documented. Additionally, during class hours, some
teachers voluntarily shared insights without any request from the researchers,
offering potentially valuable information. Furthermore, during each observation, the
researcher recorded personal reflections to ensure more accurate field notes and

prevent data loss.

Data collection continued until sufficiently rich data were obtained and data
saturation was reached. Although participants were initially selected based on
specific criteria, theoretical sampling was later employed to refine participant
selection. In other words, the selection procedure was adjusted as the data analysis
process progressed due to the nature of theoretical sampling. Detailed information
regarding theoretical sampling decisions is provided under the section on the
research sample of Studyd 2heoretical sampling, along with findings and
participantso input, |l ed the researcher

details on theoretical sampling can be found under section 3.2.4.

The sample size and selection process were closely related to data saturation.
Observations for each child continued until no new data emerged. As long as a child
provided new codes and data, the observation was prolonged. This meant that once a

child was observed, if no new or previously unseen data were generated, the
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observation was immediately terminated. The researcher then proceeded to observe
the next child. Observations and interviews were concluded when no additional data
were obtained in successive sessions. Accordingly, C1 was observed from 08:15 to
13:00 over a span of seven days, C2 from 08:15 to 13:00 for six days, C3 from 09:00
to 13:30 for four days, C4 from 09:00 to 13:30 for four days, and C5 from 12:30 to
17:00 for three days.

In this study, saturation was not determined based on individual children but by
examining the overall dataset. Likewise, saturation was not assessed on an interview
or observatiorspecific basis but rather by considering the entire dat®sahg data
collection, recorded interviews and observations were transcribed into written form.
Each interview and observation was labeled with an alias to ensure confidentiality.
These aliases are described in detail in the results section. In the initial stage,
intercoder reliability was assessed to enhance trustworthiness. Codes emerged
through lineby-line coding, followed by the identification of relationships among
them. This process ensured the credibility and consistency of the codes. Data
analysis was conducted simultaneously with data collection and played a crucial role
in determining the sample size. Throughout both data collection and analysis,
reflective field notes were maintained by the researcher for future reference.
Additionally, thick descriptions and an audit trail were provided to ensure rigor and

transparency in the research process.

3.2.8 Data Analysis

3.2.8.1 Intercoder Agreement

Similar to the intercoder agreement process in Study 1, intercoder agreement was

used to establish reliability in qualitative research (Creswell & Poth, 2018). As stated

in the intercoder agreement section of Study 1, intercoder agreement is achieved

through multiple coders coding the data multiple times (Kuckartz, 2014). Following

the guidelines provided by Cofie et al . (2
coding was conducted by two researchers, one of whom was blind to the data

collection process but possessed prior qualitative coding experience. Based on these
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guidelines, both researchers discussed the codes and reached an agreement.
Additionally, an initial codebook was developed as a result of these discussions and

was subsequently used to facilitate the coding process.

A voluntary research assistant from the Department of Early Childhood Education

was recruited by the primary researcher. The second researcher had prior experience
with qualitative research methods and was proficient in using MAXQDA, a
gualitative data analysis software. Since the second coder was unfamiliar with the
research topic and data collection process, a brief information session was conducted

to provide an overview of the research topic and questions. Following the
recommendations of O6Connor and25% off f e ( 2
the data is needed for the intercoder agreement process, two out of six pilot interview
transcripts were randomly selected. In summary, two interview transcripts were
coded by both researchers, adhering to the guidelines deemed appropriate for the

intercoder agreement procedure in this study.

First, one of the selected interview transcripts was cogidg simultaneous
collaborative coding. This methodallows two researchersto code data
collaboratively in real time while discussingthe assignedcodes (Kuckartz &

Radiker, 2019). Thigpproach washosen becausenlike Study 1,the datain this

study is more extensiveand lineby-line coding is required. As a resultthe
agreement procesbecomesmore complex and demanding During the coding

process, if both researchers agreed on a common code, that code was used. However,
if a disagreement arose and one research

each researcher applied their own codes.

Upon completing the coding of the first interview transcript, a codebook was
developed. The same process was then applied to the second interview transcript
using the codebook as a refererféellowing the coding of the second interview, all
codes in the codebookere reviewed by the primary researchad discussed with

the second coder. Throughotite intercoder agreement procedure, previously
recommendd guidelineswere followed to ensure reliabilityCofie et al., 2022;
O6Connor & Joffe, 2020) .
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Table39.Coder s6 agreement and di sagr eeme

Coder 1
1 0
Coder 2 1 a=816 b=14 830
0 c=31 0 31
847 14 861

Although these guidelines were followed, atifficulty was encounteredhlthough

both researchers coded the sarmsxt block with the same codeMAX QDA® s
sensitivityto upper and lowercase distinctions caused slowareto registerthese
differences as disagreementSonsequently, thanitial agreement scores were
relatively low, with a Kappa valueof 0.22 After resolving inconsistencies in
uppercase and lowercase usage and reaching agreement on certain codes, MAXQDA
recalculated the intercoder coefficient Kappa value using the forpmakented in

Figure 3.11 and Table 3.9, following the approach of Brennan and Prediger (1981).

P(observed) = Po = a |/ a + b + c) = 0.
P(chance) = Pc = 1 |/ Number of codes = 1 [/ 241 = (
Kappa = (Po - Pc) / (1 - Pc) = 0.95

Figure 3.11. Coefficient Kappa formulation

As a result, the intercoder agreement was calculated as 0.95. According to Neuendorf
(2002), a Kappa value exceeding 0.9 is considered highly acceptable. Therefore, it
can be concluded that tivgercoder reliability of the current study reflects a perfect

agreement.

3.2.8.2 Coding the Observations and Interviews

Data analysis was conducted simultaneously with the data collection process, as the
sample size remained tentative based on ongoing findings. During both data
collection and analysis, reflective field notes were taken for future reference. In this

study, dyadic interviews were conducted in addition to solo interviews, and their
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coding was carried out in the same manner as the rest of the interviews. The
individuals in the dyadic interviews were coded separately, and reflective notes and
memos guided the researcher during the coding process. Interview and observation

transcripts were coded and analyzed using MAXQDA.

Figure 3.12. Abductive grounded theory process

Note. Adapted from Abductive grounded theory: A worked example of a study in
construction management by F. Rahmani and K. Leifels, 2018, p. 569

In qualitative research, coding is associated with the paradigms of deduction,
induction, and abduction, while the grounded theory method is primarily linked to
the inductive approach (Bryant & Charmaz, 2007). In this study, coding was
performed through abductive reasoning, which involves using existing literature or
theory as a reference to develop new theoretical insights (Peirce, 1955). Through
abductive reasoning, prior literature and theories were considered; however, new
theoretical interpretatiodseither similar to or distinct from prexisting theoried
emerged from the collected data, as illustrated in Figure 3.12 (Timmermans &
Tavory, 2012).

In situational analysis, data analysis is conducted similarly to traditional grounded
theory methods, such as writing memos. However, in the current study, three basic
maps of situational analysis were incorporated as an additional step (Clarke et al.,
2015). The inclusion of these three types of maps allowed for multiple perspectives

in presenting the theory by integrating both human andhooman elements. For
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instance, in the messy situational map,-haman elements such as curriculum and

housing issues were depicted to provide additional context.
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Figure 3.13. Messy situational map

Note.Adapted from Situationanalyses: Grounded theory mapping after the
postmodern turn by A. E. Clarke, 2005, p. 221

Clarke and her colleagues (2015) clarified that the first two types of dnaps
situational maps and social worlds/arenas ag® created in the early stages of
research. As data analysis progresses, elements within these maps may be adjusted to

guide further data collection.

Individual Human F Key individuats and signifi people in the rituation
Governor Katbleen Habinesux Blanco® Teachers Members of school boards®
Administrators  Political actoes Parents® Students

Collective Human Elementy Actors- Particular groups: specific organizations

Cowen Education Instaute® Teacher's Union

PeliticalEconomic Elements- The siate; particular indusiry ies; localregionaliylobal orders;
political partiex; politiciced issues

Rescarces Budget disaster captalism Deventralired System For profit non-profit sgencics

General Policy® Lack of transparency/clanity complicating documents
Specific Policy Agenda (¢ g federal funding for charter schools)

Temporal Elements: US National Historical Frame- Historical, seasomal, crivis, amb‘or rajectory aspects
Planned Disaster Capitalism® Neoliberalism®

Schoel Cheice/Charter School movemest in the US®

Major lisses/Debates (Uswally Contested) -As found i the situation; and sce positionel map

Influx of harter schools (peivatization of public schools)  Services (or lack of- SPED ransportation)

Access- admissions rejections Focus oa Accountability Outcomes

Figure 3.14. Ordered situational map

Note.Adapted from Situational analyses: Grounded theory mapping after the
postmodern turn by A. E. Clarke, 2005, 222

As illustrated in Figures 3.13 and 3.14, situational maps may take either a messy or
an ordered form (Clarke, 2005). Additionally, a third type of map, the relational
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analysis map, provides insights into the relationships among human aifnaiman
elements within the study.
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Figure 3.15. Relational analysis map

Note.Adapted from Situational analyses: Grounded theory mapping after the
postmodern turn by A. E. Clarke, 2005, p. 227

Although situational maps are utilized by researchers, social worlds/arenas maps are
typically included in written reports or theses. These maps reveal theleveso

organization of the investigated issue. Figure 3.16 illustrates a social spheres and
power arenas map.
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Figure 3.16. Social spheres/power arenas map

Note.Adapted from Situational analyses: Grounded theory mapping after the
postmodern turn by A. E. Clarke, 2005, p. 229

Positional maps, on the other hand, emerge following data analysis and provide

information about the evolving positions related to the research topic. As shown in
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Figure 3.17, positional maps enable the exploration of various stances on the issue

and facilitate the formulation of inferences (Clarke, 2005).

Postion

important

Broad Definitions of Education

Figure 3.17. Positional map

Note. Adapted from Situational analyses: Grounded theory mapping after the
postmodern turn by A. E. Clarke, 205,231

Regarding data analysis within traditional grounded theory methods, coding consists
of three steps: open coding and axial coding, which align with the principles of both
grounded theory and situational analysis (Clarke et al., 2015). In open coding, a line
by-line analysis is conducted, while in axial coding, relationships between emerging
codes are established (Kelle, 2007). In the current study, open coding was performed
as the first cycle, employing a li®-line approach. Axial coding was then
conducted as the second cycle. In the final stage, theory construction was completed,
followed by the development of situational maps, social spheres/power arenas maps,

and positional maps.

3.3 Trustworthiness of the Study

Trustworthiness, which is associated with validity and reliability in the qualitative
paradigm, consists of confirmability, dependability, credibility, and transferability
(Miles et al, 2014).

First, confirmability, which is related to objectivity, was emphasized, as stated by

Miles and his colleagues (2014). To ensure confirmability, an audit trail was
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maintained throughout the study. Detailed explanations regarding the rationale
behind each decision were documented in audit trails across the entire research

process.

Second, dependability, which refers to the consistency of the study process (Miles et
al., 2014), was ensured through various strategies. Providing a thick description was
one such strategy. Additionally, the use of reflective field notes, memo writing,

interview recordings, and observations contributed to ensuring dependability in this

study.

Third, to establish credibility, thick descriptions, as suggested by Geertz (1973), were
provi ded. I ntervi ews regarding a speci
conducted with multiple data sources, including teachers, fathers, and/or mothers.
These findings were validated through data triangulation, which ensured credibility

of the study (Miles et al, 2014). Data triangulation was achieved by utilizing multiple
sources of information, as recommended by Patton (1999). To gather diverse
perspectives, senrsitructured parerieacher interviews and child observations were
conducted. Furthermore, intercoder reliability was applied to ensure the credibility of

the generated codes. Several interview and observation transcripts were selected,
coded by two independent coders, and subsequently compared and discussed to

achieve consistency among reviewers.

Finally, transferability, which pertains to external validity and the generalizability of
findings to other settings (Miles et al., 2014), was addressed. To enhance

transferability, thick descriptions wepeovided.

3.4. Delimitations and Limitations

Regarding delimitations, I nsight was pr
children who are developing normally, do not require special education, have no
clinical diagnosis, and whose mother tongue is Turkish. Consequently, the findings
obtained do not apply to children with special education needs, children with clinical

diagnoses related to aggression, or children whose mother tongue is not Turkish.
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As for limitations, since a qualitative research methodology was employed in the
study, the results cannot be generalized across Turkiye (Creswell, 2014). Another
limitation arises from the sensitive nature of aggression as the focus of the study. As

a result, participants may have been reluctant to present a negative portrayal of their
children.
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CHAPTER 4

FINDINGS

The current chapter is divided into two sections: Study 1 and Study 2. The first
section introduces the research questions and sample information Imiethding

the necessary context for understanding the findings and quotations. In the
subsequent section, under heading 4.1, the findings exploring the definition,
characteristics, and categories of aggression are discussed. The analysis of the
interviews led to the emergence of themes;thgimes, categories, and codes, which

are thoroughly examined in relation to the research questions.

The second section, under the heading 4.2, presents findings related to childhood
aggression, its characteristics and dimensions, and its interaction with culture. The
discussion of themes, sdibemes, categories, and codes is more detailed in this

section. In addition to these, a culturally appropriate theory of childhood aggression
is developed. Furthermore, situational analysis maps are used to provide detailed

insights into this theory.

4.1 Study 1

4.1.1 Remembering the purpose and research questions of Study 1

Study 1 explored childhood aggression from the perspectives of psychological
guidance counselors, child development specialists, clinical psychologists, child
psychiatrists, early childhood educators, and psychologists. The research questions
were designed to investigate the definition of aggression, the classification of
childhood aggression, and the characteristics of each classification. To achieve these

objectives, the following research questions were proposed:
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1. What is the definition of childhood aggression in the Turkish context?

1.1 What are the characteristics of childhood aggression in the Turkish context?
1.2. What are the categories of childhood aggression in the Turkish context?

2. What are the characteristics of each category of childhood aggression in the

Turkish context?

4.1.2 Recollection of study participants

Under this heading, participant profiles are provided to offer context for the themes,
subthemes, codes, and quotations, as presented in Tabksdshown in Table 4.1,
each participant is assigned the | etter fAPO

to their field of expertise. For ethical reasons, participants are referred to

anonymously.

The | etter APO represents nAparticipant, 0 an
foll ows: AECEO f or early childhood educati
counseling and guidance, APsychol ogyo for ¢
APsychiatryo for child and adol escent psych

development. For example, the first participant is labeled as P1, ECE, indicating their
specialization in early childhood educaticknother participant is labeled as P13,
Psychology which indicated that this participant is specialized in psychology for their

bachelor education.

Rel evant background i nformation, i ncluding
doctorate), years of experience, age, field of expertise, current occupation, and past

j ob experience, is provided to give a compr
qualifications.Fut her mor e, participantso6 age and gen
fully comprehend and understand participant profile. By gathering these information,

it is aimed to provide better understanding which help interpreting the result in a

more meaning the result in a more meaningful waythe findings section, the

symbolfifois used to indicate the frequency of coded segments in both the tables and

the text. The symbofino represents the number of participants who mentioned

specific codes.
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Table4l.Participantsdé profile of the Study
Document name Gende  Bachelor Master degree Doctorate degree Years of Occupation Past jobexperiences Age Fields of expertise
r degree experience
P1, ECE Female Early Early Childhood Early  Childhood 20 Academician Preschool Teacher 42 Peer Relations, Social Skills
Childhood Education Education Aggression, Psychologica
Education Resilience
P2, C. Female Child Education of Mentally Child Development 26 Academician Preschool Teacher, Famil 47 Prosocial behaviors, Emotione
Development Development Handicapped and Education Counsellor and Behavioral Problems
P3, Psychology = Female Psychology Developmental - 7 Clinical School Psychologist 29 Not specified
Focused Clinical Psychologist
Child and Adolescent
Psychology
P4, Psychology Male Psychology Developmental - 4 Clinical Part Time University 30 Abnormal  Psychology anc
Focused Clinical Psychologist Instructor, NGO Worker Attitude Problems
Child and Adolescent
Psychology
IP5, Psychiatry Female Medicine - Child and 6 Child and Medical Resident 34 Child Psychiatry, ADHD and
Adolescent Adolescent Psychodrama
Psychiatry Psychiatrist
P6, Psychology Female  Psychology Family Psychology - 10 School Psychologist in Hospital anc 34 Play Therapy
Psychologist Special Edu Center
Kindergarten Principal
P7, ECE Female Early Early Childhood Early Childhood 6 Research Preschool Teacher 26 Not specified
Childhood Education Education Assistant
Education
P8, ECE Female Early Psychological Psychological 15 Teacher Part Time University 38 Peer and Sibling Bullying
Counselling Childhood Counselling and Counselling and Instructor, Special
Education Guidance Guidance Education Teacher
P9, Psychiatry Female  Medicine - Child and 13 Child and Medical Resident 36 Child Psychiatry
Adolescent Adolescent
Psychiatry Psychiatrist
P10, ECE Female Early Early Childhood Early  Childhood 11 Research Preschool Teacher 35 Not specified
Childhood Education Education Assistant Administrative Stuff

Education
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Table 4.1 (continued)

OTT

Document Gender  Bachelor Master degree Doctorate Years of Occupation Past job  Age Fields of expertise
name degree degree experience experiences
P11, C. Female  Child Child - 14 Child Not specified 38 Not specified
Development Development  Development Development
Specialist
P12, Female  Psychological Career - 23 Clinical Guidance 45 Child, Adolescent and
Psychology Counselling Counselling, Psychologist Counsellor, Adult Therapy, EMDR
andGuidance Clinical Research Therapy
Psychology Assistant
P13, Female Psychological Clinical - 16 Clinical Guidance 36 Play Therapy
Psychology Counselling Psychology Psychologist Counsellor
and Guidance
P14, Female Medicine - Child and 9 Child and Medical 34 Child Psychiatry
Psychiatry Adolescent Adolescent Resident
Psychiatry Psychiatrist
P15, Female  Psychological Family - 9 Psychological ~ Guidance 32 Play Therapy, Child
Counselling Counselling Counselling, Counsellor Counsellor Psychology, Emotional
and Guidance Psychological Integration Therapy
Counselling and
Guidance
P16, C. Female Child - - 27 Child Primary 50 Not specified
Development Development, Development School
Primary Specialist, Teacher
School Kindergarten
Teaching Principal
P17, ECE Female  Early Early Childhood Early 10 Housewife Preschool 37 Not specified
Childhood Education Childhood (currently at Teacher,
Education Education maternity Research
leave) Assistant
P18, ECE Female  Early Early Childhood Early 9 Research Preschool 32 Child Sociology, Child
Childhood Education Childhood Assistant Teacher Rights
Education Education




4.1.3 Aggression in early childhood (EC)

The current study examines aggression in early childhood from the perspectives of
experts. In this study, 18 interviews identified one main theme stadhemes, 11
categories, eight sutategories, and 62 codes. This section focuses on the theme and
subthemes in detail. Further information regarding categoriescatdgories, and
codes is provided under the relevant headings in the following sections. The findings
of the current study are categorized under the theme of aggression in early childhood,

as illustrated in Figure 4.1 below.

G Based on origin of the behavior u X )
X Aggressive behaviors
Based on the state of medical well-being Based on the nature of location
Based on the nature of subject - X . Function of aggression in EC
Types of aggression Aggression in EC  Operational definition of aggression in EC
Based on the form of representation
a Characteristics of aggression
a Based on intention

Based on the role of behavior a

Based on forms of behavior

Figure 4.1. Theme and suthemes

The theme AAggr es s i 1059irefers Boaanylisgue {hked tod h o o d
aggression during the early childhood period. This theme encompasses Study 1 as a
whole. Under this theme, participants mainly discussed twotlmrnes: the
operational definition of aggression in early childhodd=(659 and types of
aggressionf(= 401). The subktheme of the operational definition of aggression in
early childhood includes three categories: characteristics of aggresid21), the
function of aggression in early childhootl{ 40), and aggressive behaviors<

445). The second sutheme, types of aggression, consists of eight categories: based
on location { = 10), based on the origin of the behavibe=(11), based on medical
well-being ¢ = 23), based on the nature of the subjéet 10), based on the form of
representationf (= 8), based on the role of behaviér=17), based on the form of
behavior {=284), and based on intentidn=34).
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In this study, while describing aggression in early childhood, participants used the
word fAchildo 2090 times and

Afaggressive or
Figure 4.2, some of the most frequently used words include violence, anger, conflict,

hostility, behavior, peer, teacher, family, environment, school, emotion, frustration,
control, and others.
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Figure 4.2. Word cloud visualizing aggression in EC

4.1.3.1 Subthema: Operational definition of childhood aggression

The primary research question of Study 1 explores the definition of childhood
aggression. Aggression in early childhood is defined in various ways by experts who
participated in Study 1. Furthermore, their focus while defining aggression varied

based on their expertise. One psychiatrist defined childhood aggression as follows:

Generally, childhood aggression can also be caused by underlying medical

conditions.It can be defined as a pattern where the child repeatedly harms
themselves or others.would say that this should not be considered a one

time incident. While | cannot specify an exact time frame or frequency, it
should be a recurring behavior pattgiff5, Psychiatry)

It is essential to note that this participant emphasized medaraditions while

defining aggression. Another expert who specializes in psychology also supported
the biological and neurological aspects with the following statement:
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You can think of it as a negative situation where children in the egocentric
period reflect their emotions and thoughés they are unable to reason
properly due to the underdevelopment of the frontal lobe and the ongoing
development of the limbic systefR12, Psychology)

Similar to P12, another expert defined aggression from a sociological perspective,
emphasizing child rights and social dynamics. P18 described aggression as a process
driven outcome and stressed the significance of sociological components with the

following statement:

From a more sociological point of view, ...aggression mostly occurs in
situations where the person feels misunderstood, or when caregivers, those
who support themfail to guide them positively. If negative emotions are not
explained or addressed in a supportive way, they can be expressed as
aggressionAggression is a result; there is a process that leadsAtthbugh

it is not always possible to change the causes and factors in this process,
managing it is not only about the person who engages in aggressive behavior.
It also involves the kind of support, or lack thereof, provided by the people
around them(P18, ECE)

(Note: The ellipses used in this thesis represent extended pauses, repetition,
or incomplete thoughts in the speaker
direct quotes follows this convention.)

FurthermoreP50s st at ement agdgression mmustdhd requrgtiyliee d t h a
considered as such. The same participant emphasized that aggeegsisron a

spectrumexplaining:

Of course, when defining aggressidnwould say there is a difference
between simply throwing a toy on the ground and smashing it to pieces.
Aggression exists on a spectrum, ranging from mild irritability to more
intense forms of aggressive behav{®5, Psychiatry)

Anot her expert, on t he otThe aliendtiennoian def i
individual from themselves or their environment during the process of growth and
developmend ( P15, C o uumtlseeclalifiedrthagit)alieatiob occu@iVhen

you stop acknowledging yourself and begin suppressing your feelings, thoughts, or
behaviors, the sudden reactions that emerge from this sense of alienation are
considered aggressian S i manbther psychologist highlighted the role of self

expression in aggression:
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When discussing childhood aggression, the first thing that comes to mind
from my perspective is the child's needs. In other words, aggression can be
seen as certain inappropriate behavioral or verbal actions that arise when a
child struggles to express their needs or uses aggression as a means of
communication(P3, Psychology)

P3 also defined aggression Bé/hen | think of aggression, | associate it with a child
harming themselves, their environment, or tlseirroundings ( P 3, PB4y chol ogy)
supported this argument bwmphasized the importance of inteimt defining

aggression:

We define aggression as any behavior pattern that causes physical and
emotional harm or behaviors against an object, such as damaging, destroying,
or eliminating it. However, | would like to add that the intention behind
aggression in this age group may not always be as negative as we perceive it
from an adult perspectivéP4, Psychology)

Similarly, another expert (P2Child Development highlighted both age and

developmental aspeotghen defining aggression:

Childhood aggression may differ somewhat from that of older age groups.
How does it differ? Since young children are still developing language and
selfexpression skills, their aggression is often driven by frustration and
difficulty regulating their emotions. In other words, rather than a deliberate
intent to harm, their aggression stems from an inability to manage their
emotions. As children grow, aggression may take on a more intentional form,
but in early childhood, it primarily arises from struggles with emotional
regulation and limited ability to express thoughts and feelings effectively
(P2, C. Development)

Another expert (P11Child Development) argued that aggression is not limited to

observable behaviors but extends to tone of voice, facial expressions, and attitudes.

They i ntr oduc e dabovethelineceactian® ptt oofdedcri be these
overt but equally significant manifestations of aggressidwgression is not only
expressed through behavior. Someti mes, we ca
attitude, and facial expressions. ( P11, C. Asdhe guotations above)

illustrate, each expert emphasized different aspects of aggression. Rather than

offering a single, fixed definition, participants described aggression from multiple

dimensions. Key aspects they highlighted include emotions, provocation,
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impulsivity, attentiorseeking, language use, physical contact, frustration, goal
attainment, problersolving, body awareness, conflicts between parental
expectations and the childbs behavior,
actions such as biting and hitting. This suggests that participants aimed to provide an
operational definition rather than a rigid, esieefits-all explanation. Accordingly,

the subtheme of the operational definition of aggression in early childhood is

organized into three categories, as shown in Table 4.2.

Table 42. Subtheme and its categories

Subtheme/ Description f Participants Emprical indicators

Category (n/18)

Operational Defining 659 18 When Ithink of aggression, the first thin
definition of aggression  anc that comes to my mind is when a pers

aggression in EC

Characteristics
of aggression

Function
aggression in EC

Aggressive
behaviors

describing what
does aggressiol
mean.

Features of
aggression  anc
aggressive
behaviors

What purpose
does aggressiol
serve? What are
the functions of
these behaviors?

Behaviors that are 445 18

considered
aggressive

engages in harmful behavior in a way tt
violates the rights of another person, in 1
most basic and simple sense (P1, ECE)

In this respect, we also evaluate, 1
example, in which context did it happen’
mean, what distinguishes them from ec
other? What kind of environment was in
was there anything that happened before
child did this behavior? Was there al
behavior against him/her or did the chi
suddenly do it on his/her own? In oth
words, the time and place of the incide
what happened before and after t
intervention and the frequency and sevel
of this aggressive behavior. All of the:
will actually makethe difference betwee
each other. (P3, Psychology)

At this age, children can generally u
aggression as a form of expression. (I
Psychology)

So aggressive behaviors are very divers
mean, they can trip each other, they ¢
push their friends, we have seen peo
pinch each other, etc. (P1, ECE)

4.1.3.1.1Category:: Characteristics of childhood aggression

This category emerged from research question 1.1 of Study 1, which investigates the
characteristics of aggression. The reason this category is included witkirofies of
Subtheme 1 is that, as shown under the heading above, participants defined
aggression by emphasizing its characteristics. The characteristics of aggression
consist of four sulzategories, as illustrated in Figure 4.3.
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‘Characteristics of aggression

» RN

a ¥ D &)
Comtextual and socio-cultural factors (e | [« | Perceptions and stigmas of aggressive
B behavior
Medicinal and developmental factors Behavioral patterns
- \
\ b
Age factor a
Negative connotation of the behavior
"
|
Situational context of the intent L4 .
4 LY Perceived behavioral stigma
Developmental origins 1 o
e i 9
Gender differences ! Y Temperament
Y Biological origins
a
Socio-caltural changes Psychiatric referral frequency Y Spectrum of behavioral traits

Behavioral escalation and repetition

Figure 4.3. Characteristics of aggression and its-sakegories and codes

The subcategories include contextual and secigtural factorsf(= 75), medical and
developmental factorsf & 21), behavioral patterng € 19), and perceptions and

stigmas associated with aggressive behaverl).

Sub-categoryi: Contextual and sociocultural factors: Contextual and socio
cultural factors significantly shape the expression and prevalence of aggressive
behaviors across different age grouphese factors provide valuable insights into
the characteristics of aggression. This-sategory refers to any contextual, social,
and cultural elements that inform the operational definition of aggression. Key
contextual and socioultural factors include age, the situational context of intent,
gender differences, setting, sodoltural changes, and soestonomic status, as
outlinedin Table 4.3.

Table 43. Sub-category 1 and its codes

Sub Description f Participa Empirical indicators
category/ nts (n/18)
Codes
Contextual Any contextual, 7 16 I mean, | think we need to look at this from
and socie social and 5 sociological point of view. For example, behav
cultural cultural factors differs according to society. (P6, Psychology)
factors that define

characteristics of

aggression
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Table 4.3. (continued)

Age factor  Differences in 2 14 At a young age, there is more physical aggress
aggression 6 Even younger, before 62 months, there ibiting,
depending on hitting, pushing. In 6&/2 months, children tend t
age group display aggressive behaviors such as exclus
belittling, saying bad words. (P6, Psychology)
Situational The existence 0 1 9 When | think of aggression, | can define it as
context of absence and th 9 tendency to intentionally harm a person, &
the intent context of the behavior aimed at causing harm. (P8, EC
intent  behind Counselling).
behavior.
Gender Differences in 1 5 When we think of aggression in young children, ¢
differences aggression 1 of the first things that comes to mind is gent
depending on differences. For example, | can think of differe
gender of child types of aggression according to gender. (P1, EC
Setting/Con When and where 7 4 In this respect, we also evaluate, for example
text aggression which context did it happen? | mean, wt
occurs? distinguishes them from each other, in whi

context did it happen? What kind of environme
was it, was there anything that happened before
child did this behavior? Was there any behav
against him/her or did the child suddenly do it
his/her own? (P3, Psychology)

Socio Sudden change 6 4 We look for a challenging event in the child's life
cultural in the socie periodically challenging transition. Here, we alwa
changes cultural context look at the following, for example, is there any los

Is there an accident? Is there the birth of a sibli
Is there a separation of parents? Or more gl
challenges, the pandemic was one of them. .

Psychology)
Socic Differences in 6 4 For example, | work in a rural area, we can call |
cultural social and village. | honestly think that there is a differen
status cultural levels in between the aggression of a child in a village
a society and its the aggression of a child raised at a high so
relation to cultural level in a big city. | can say this in terms
aggression consciousness and tendency to harm (P8, -E
Counselling).

One of the key contextual and socigltural factorshighlighted is age. It has been
noted that aggression varies depending on age. As one participant mentioned in the
qguote below, as a child grows, the types of aggressive behaviors they exhibit also

change.

At a young age, physical aggression is more common. Even earlier, before
60-72 months, children may engage in biting, hitting, and pushing. Between
60-72 months, however, children tend to display more verbal forms of
aggression, such as exclusion, belittling, and using bad language. What |
observe in children within this age range are behaviors like excluding others,
swearing, and expressions such as ADo
child, 6 or @ No(P® Rsychology) | |l ove you. o0
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Furthermore, it is also emphasized that aggression emerges in claidres from
various emotions, which differ from those in adults. One participant (P9) supported

this argument as follosy

At an older age, especially in adults, aggression is primarily caused by anger,
although the reasons behind the anger can vary. In children, however,
emotions such as anxiety, worry, sadness, disappointment, and even physical
pain can lead to aggressive behavior. | think this is one of the key differences.
Additionally, children at this age are not as adept at using verbal language as
adults, as they have not yet developed abstract expressions. Because they
struggle to express their emotions effectively, their aggression may stem from
this inability. These, | believe, are the main factors that differentiate children
from adults (P9, Psychiatry)

The developmental process also plays a crucial role in how aggression is categorized,
particularly when comparing chil dhilen with ad
adults are more prone to verbal aggression, childrergeneral, are more likely to

display physical aggression, such as hitting and pushing Anot her key poi nt
was that children between the ages of 60 to 72 months are frequently referred to

psychiatric clinics for aggressiaelated concerns. A significant number of

outpatient clinic visits are linked to aggression, particularly in this age group. P14

(Psychiatry) explained:

During this developmental stage, even families of children with typical
development frequently observe aggressive behaviors and seek professional
help. Additionally, since aggression is often an early symptom of conditions
such as attention deficit hyperactivity disorder (ADHD), conduct disorder,
and oppositional defiant disorder, clinic visits tend to be quite frequent at this
age.(P14, Psychiatry)

Alongside age, gender is another demographic factor closely associated with
aggression. Statements from multiple participants highlighted differences in
aggression based on g eéNeheve thinkRdhgressto&€IBE) poi nt ed
young children, one of the first aspects that comes to mind is gender differences. For

instancedifferenttypesofaggressiotendto emerge depending on gendéP1, ECE)

P14 (Psychi at whilgboys tersdeordigpiay mopblysical agiression,
girls are more likely to express aggression verbally through yelling and crying
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Similarly, P11 (C. Devel opment) , who wor
confirmed that physical aggression is more commonly observed in Bby8:v e
frequently seen this among boys. Some even engage-iraselhg behaviors, such

as pinching their own skin or pulling their hair, out of rage. Interestingly, | have

never encountered a girl exhibiting such behaviors in a psychiatric cli¢fd 1, C.

Development)

Regarding relational aggression, which involves harming others through social
exclusion, gossip, or manipulation, P1 (ECE) not8d/e have observed more
relational aggression in girls, whereas boys exhibit more physical aggres¢iih

ECE) Although P14 (Psychiatry) acknowledged that girls often engage in verbal
aggression, another participant linked swearing specifically to male children. P2 (C.

Development) explained:

Young children often mimic the swearing they hear at home. Since verbal
aggression develops through modeling, we see behaviors such as swearing,
belitting friends, and making fun of physical characteristics, especially
among boys. For instance, they may cal
ridicule their speech patterr(®2, Child Development)

Another key aspect in defining aggression is intent. The situational context of a
chil doés i ntent influences how aggressi o
Psychology; P15, Counseling; P2, @evelopment; P16, C. Development; P8, ECE
Counseling; P10, ECE) emphasized that aggression varies depending on the
underlying intent. P8 (EGEounseling) defined aggression as follovilvhen |

think of aggression, | define it as the tendency to intentionally harm a person or
engage in any behavior aimed at causing har@P8, ECECounseling) P4
(Psychol ogy) further c | a rWhéni distinguighimge con
aggression, the key factor we examine is intent. More precisely, we ask: what is the

child trying to achieve®(P4, Psychology)
Some participants acknowledged that while aggressive behavior often serves a
purpose, there are cases where it occurs spontaneously, without specific intent. P15

( Couns el i nRpr) some ochildren; agdiessive behavior is sudden and
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unprovoked. However, for others, it may

hear me, | am her e,.6(P18,Couhselogh an i ntent

Participants also discussed how the concept of intent differs between children and
adul t s. P16 ( C. Devel opment ) lesheacudated,b e d
more spontaneous, and impulsv®2 (C. Development) reinforced this viefiin

young children, intent is not very deliberate. Their behaviors are often momentary,
arising from an inability to regulate emotions, a strong desire to possess everything

for themselves, or difficulty in shariigP2, C. Development)

Similarly, P4 (Psychology) pointed out that adults may misinterpret children's
i nt e n The mtensian befind aggression in this age group may not always be as
negative as we assume from an adult perspectil14, Psychology Some
participants suggested that aggression in young children often arises from frustration

rather than a desire to cause harm. P2 (C. Development) explained:

In later years, aggression may become more intentional, used deliberately to
harm others. However, in young children, aggression often results from
difficulties in selfregulation. It stems from an inability to manage anger and
express emotions effectivelf2, C. Development)

Family practices and cul tur al factors
aggression. P16 (C. Development) highlighted how cultural norms influence intent,

citing the example of physical affection in families:

In our culture, love and physical aggression can sometimes be intertwined.
For example, hitting the buttocks is one of the things | am most sensitive to,

and | work with parents a lot on this. What happens is that when the child

comes here, they hit the buttocks of their teacher or friend... They do this as a
sign of love because, until that day, their grandmother, grandfather, and
mother showed affection by hitting their buttoc®16, C. Development)

This observation emphasizes the importance of considering context when
interpreting aggressive behaviors in children. Another notable point is that words or
actions that seem harmless from an adult perspective may carry different meanings
for children. P10 (ECE) illustrated this with an example:
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If a child cannot tie their shoes, for example, another child might call them a
6baby doll &8 and | augh at t hem, whi ch
called a baby is not a bad thing, but
often made fun of. ...You need to see and understand the world of young

children a little better. As | sai d,
when you go down to the <childds | eve
something that is made fun of. It 6s |

are i ncoRPEeCEEnt . 0o (

In the excerpt above, a child mocks their peer by calling them a baby with the
intention of making fun. However, P10 also emphasizes that sometimes children use
offensive words without the intent to harm, simply to state an obvious reality. This
suggests that in some cases, even if children do not intend to cause harm, perceptions
of the behaviordés har mful nature will wva

situation is described as follows:

| had afemale student who was overweight. There was also a male student
with her, who was very active. ...One day, while coloring during free
playtime, my overweight student dropped her eraser or pencil on the floor,

and when she bent down to pick it up,
of her belly. The male student pi ckec
canot pick it up because you are too
havendot observed this event firsthand
both students. Maybe in the male stud
Afat, o and perhaps they donodt see it

slang; in fact, his intentions were completely good. However, the other child
cried because he <called her fat. Tha
di fferent i n preschool . Il t6s somet hi
evaluate, and look at very seriously. (P10, ECE)

All in all, the situational context of intent is complex, and in early childhood, it is an

issue that requires understanding from multiple perspectives.

Another factor that provides insight and helps professionals interpret aggression is
the setting and context. This refers to when and where the aggression occurs. The

reasoning behind this is illustrated in the following excerpt:

In this respect, we also evaluate, for example, in which context the behavior
occurred. | mean, what distinguishes them from each other? What kind of
environment was it? Was there anything that happened before the child
exhibited this behavior? Was there any behavior directed at him/her, or did
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the child suddenly act on their own? In other words, the time and place of the
incident, what happened before and after the intervention, as well as the
frequency and intensity of this aggressive behavior. All of these factors will
actually make a difference between théR8, Psychology)

The same participant (P3, Psychology) also stated that one criterion for considering
behavior pathological is whether it occurs in more than one place. This argument is
clari fi ed Ifaitshappend dnly ats homefinot at school or in other
environmentsé at this point, we say that

attitudes toward boundarieso

In early childhood settings, children are more likely to display aggressive behavior

during free play time, as highlighted by the following excerpt:

Especially during those free playtime periods, when we left them more non
intrusive, there were behaviors such as pushing their friends, hitting them,
putting them on the ground, climbing on top of them, especially physically
harming them. ...Aggression also occurs in cases related to the sharing of
toys, etc. (P2, C. Development).

One issue that has emerged, related to contextual andcsiical factors, is socio
cultural changes. This refers to sudden shifts in the sndiaral context that
negatively influence children, leading them to display aggression. A participant

linked the pandemic period to aggression as follows:

In the last two years, we have seen children who, when they are unable to
create a safe space for themselves, resort to aggressive behavior as a means of
communication. In other words, these children engage in aggressive
behaviors instead of using communication to express themselves. | want to
emphasize the last two years, because even among children of parents with
communi cati on breakdowns, w e di dnot
aggression to communicate. Previously, if a child was exposed to aggression,
they would communicate through aggression as well. However, in the past
two years, especially in the period after the pandemic, we have noticed that
children are increasingly using aggression as a form of communicéRibs,
Counselling).

The link between aggression and the pandemic is also framed in terms of

socialization and communication issues. Another participant connected the pandemic
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to aggression from the perspeéelghtscreea of
exposure has been shown to increase aggression in children, and unfortunately,

during the pandemic period, with the increase in children's screen exposure and the

S

decrease in social skills, symptoms of aggression have incréased.P 1 4 , Psychi

P15 (Counselling) provided a different perspective, linking the pandemic to
aggression by discussing the rise in night terrors, stdiBgfore the pandemic, we
rarely saw this kind of situation. We
been observing something similar to night terrors. They added t hat
fear and anxiety, children often cry and exhibit aggressive behavior, either towards
themselves or others, while crying. However, the specific reasoning behind the link

between the pandemic and nigéatrors was not further explored.

Another sociecultural change discussed was the impact of traumatic events and

challenging transition periods. One participant explained this as follows:

We | ook for a challenging event in
transition. We always consider factors like: has there been a loss? An
accident? The birth of a sibling? The separation of parents? Or more global
challenges, such as the pandemic? If there is a stress factor in the child's life,
it can act as a trigger, and we also consider the attitudes within the
environment as other potential trigggiR3, Psychology)

In brief, sudden changes at the global, micro, meso, or macro levels that directly or
indirectly influence children are linked with aggression, as supported by the

guotations above.

Another ecological factor associated with aggression is <sndioral status.
Participants highlighted a link between aggression and-sodtioral status, with one
participant (P9, Psychiatry) suggesting that a low sogltural level within the
family poses a significant risk for aggressidP8 also discussed the possible

relationship between aggression and sacilbural status, noting that:

In childhood aggression, there is a tendency to harm, but this may not always
be conscious. By 682 months, children are less sedintered, showing more
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empathy and being more aware of their rights. However, depending on the

event and the <c¢childds development al | e v ¢
example, | work in a rural area, a village, and | honestly think there is a

difference between the aggression of a child in a village and the aggression of

a child raised in a high socmultural environment in a large city. | can say

this in terms of awareness and the tendency to H&®).ECECounselling)

Another participant (P6, Psychology) compared the impact of sodioral status
within a metropolitan city:

If you work at a school in Beytepe (a district in the capital city of Turkey),
you face differenthallenges and family structures compared to working in
Sincan (another district in the capital city). | believe the secmnomic
status of families affects chil-drenbds agc¢
economic status often struggle to spend enough time with their children
because they work more. As a result, these children may exhibit physical
aggression more suddenly. They may need help regulating during play. When
| worked in a special education center, there was a lot of biting and hitting. It
is also more difficult to guide families in these cases. Aggression seems
harder to address with children from lower see@mnomic backgrounds.
With children from higher socieconomic backgrounds, emotional

aggression is more prevalent. For exampl e
mot her wonot buy this for you;(PBb, have
Psychology)

The two quotes above discuss the differences in smdioral status between
villages and cities, while P4 addressed the issue by comparing Turkish families

living in Turkey versus abroad:

In other words, if | have Turkish clients raising their children abroad and
integrating well with the local culture, they exhibit a different pattern than
those living in Turkey, especially those in lower seegmnomic levels. This
could be attributed to cultural differences at this pgi4, Psychology)

Sub-category:: Medicinal and develgppmental factor: Medicinal and

developmental factors refer to biological and developmental issues that provide
explanations for aggression. As shown in Table 4.4, developmental origins,
psychiatric referral frequency, and biological origins of aggression are considered
medicinal and developmental factors that provide clues regarding the characteristics

of aggression.
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Table 44. Subcategory 2 and its codes

Subcategory/ Description f  Participants Empirical indicators

Codes (n/18)
Medicinal and Biological and 21 12 When | think of childhood aggression, wha
developmental developmental understand is that at a young age, for vari
factor issues reasons, both because the brain developme
influencing not yet complete, and because
aggression environmental boundaries are sometimes
sufficient, and for biological reasons, childr
cannot cope with their emotions, not or
anger, but also other emotions, and can
express them correctly, and transmit them
the other party in a physical way. (P
Psychiatry)
Developmental Impact of 10 9 For example, when we look at tt
origins developmental developmental periods of preschool childre
stages on social concepts are not fully established,
aggression they cannot fully understand and comprehe
the consequences of aggressive behavior:
what they make the other person feel. (|
Psychology)
Psychiatric aggressionis¢ 8 5 A high number ofoutpatient clinic visits are
referral common related to aggression. It is also high especi
frequency symptom  of in this age period. When we look at tl
psychiatric characteristics of that age period, families
disorders children with normal development see tt
behavior often and bring them in. Furthermo
since it is seen as the initial symptoms
disorders such as attention  defic
hyperactivity disorder, behavioral disorde
oppositional defiant disorder, the application
actually quite frequent at this age. (P:
Psychiatry)
Biological Medical 3 3 You can think of it as a negative situation
origins issues or brair which children in the egocentric period refle
development their emotions and thoughts because tl
and it cannot reason correctly due to
with underdevelopment of the frontal lobe and c¢
aggression to the development of that limbic system. (P:
Psychology)

The first medicinal and developmental factor is the developmental origins of
aggression. Developmental origins refer to any developmental issues and the impact
of thedevelopmental process on children, particularly in relation to the emergence of
aggression. To clarify this definition, one participant highlighted the role of cognitive
development in young children. P5 stated that the developmental origins of
childhood aggression differentiate it from aggression in adults, as shown in the

following excerpt:

The cognitive development of children between7@0months may cause
difficulties in evaluating the potential consequences of aggression. Because
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they are in the concrete operations stage, our expectations for managing
aggression in these children should not be as high as those for adolescents,
older children, or adults. In older children, adolescents, and adults, the

cognitive component is more advanced, enabling them to manage their

thoughts and emotions more effectively. (P5, Psychiatry)

Another psychologist (P4) also emphasized that aggression is part of normal

devel opmenAggrsetsastiionng,i si part of devel opment .
unless it increases in frequency According to P4, aggression
fwhen the frequency increases and it becomes harderto maageT hi s suggests t
participants agree that aggression is a natural part of development, as long as it

remains within an expected range of frequency and intensity.

However, when aggression falls outside of this expected range, another medicinal

and developmental factor must be addressed. In this context, the frequency of
psychiatric referrals was discussed by the participants. Psychiatric referral frequency

refers to the idea that aggression is often an early indicator of psychological issues

and one of the most common reasons for parents to consult a psychiatrist. P5

( Psychi at Fapi)ies may tingially ignére it, but eventually, it becomes

something that causes them to feel desperate, prompting them to quickly seek our

help. 0 P9 (Psychiatry) s uptpsamprewldntreasonfor st at e men
admission. However, by the time aggression manifests, many other issues have likely

occurred, and what we identify as aggression is usually the result of those earlier

issued This implies that families often turn
though various symptoms may have preceded the aggressive behavior. P14
(Psychiatry) further stated t haattentanggr essi on
deficit hyperactivity disorder, behavior disorder, and oppositional defiant disarder.

Thus, aggression is a common issue that psychiatrists address in their practice.

In addition to the previously mentioned factors, biological origins also play a role in
aggression. Biological origins refer to the impact of biology and biological factors on
aggression. In this study, participants connected biological origins to brain

development. P12 made the link between aggression and biology by emphasizing the

=1}

front al | obe and Childreb inche ggocentre period oftemat i n g,
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struggle to process their feelings and thoughts correctly due to the underdevelopment
of the frontal lobe and the ongoing development of the limbic system ( P 1 2,
Psychology)

Sub-categorys: Behavioral patterns: Behavioral patterns refer to any behavioral

components associated with the characteristics of aggression. They also highlight
how aggressive behavior can vary depending on different factors. These patterns
include behavioral escalation and repetition, the spectrum of behavioral traits, and

temperament, as shown in Table 4.5.

Table 45. Subcategory 3 and codes of Sabtegory 3

Sub Description  f Participants Empirical indicators
category/ (n/18)
Codes
Behavioral Behavioral 19 10 The most common thing we give to families
patterns elements the operational definition of this behavior, ar
characteristics then to find out how often and on which days -
to aggression behavior of that child occurs. (P3, Psychology
Behavioral intensity, 12 7 For it to be pathological, for example, we look
escalation frequency, the fact that it has been in more than
and repetition interval, environment, going on for more than 6 moni
pattern of and that almost every day that frequency, t
behavior that behavior can be seen. But if it happens only
increases ove home, not at school or in other environments
time if it happens not every day but every once i
while, at this point we say that it is n
pathological but more related to attitudes. (I
Psychology)
Spectrum of Existence of 4 4 Of course, when defining aggression, | can
behavioral range of that there is a difference between throwing a
traits behaviors that on the ground and smashing it to smithereens
are | can say that this is a spectrum and that tt
considered can be various dimensions of aggression, ft
characteristics irritability to aggression. (P5, Psychiatry)
of aggression
Temperameni Differences 3 2 It depends on the situation of the child. So
depending on children are more verbally aggressive, wh
temperament others are temperamentally inclined to hit (P

Psychiatry)

One of the primary concerns regarding the display of aggressive behaviors is the
escalation and repetition of the behavior, which makes it more alarming. Behavioral
escalation and repetition refer to the characteristics of aggression in terms of its
intensity, frequency, intervals, and patterns that increase over time. While the

developmental origins code previously emphasized that aggression is a part of
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development, one of the key factors that make aggression pathological or
problematic is its escalation and repetition. As one psychologist pointed out, the

criteria that make aggression concerning are as follows:

For it to be pathological, for example, we lookvdtether it occurs in more

than one environment, has been ongoing for more than six months, and can be
seen almost every day. However, if it only happens at home, not at school or
in other environments, or occurs sporadically rather than daily, we would say
it is not pathological but more related to attitud@®s, Psychology)

Another key concern and characteristic of aggression is its escalation. P1 (ECE)

expl ai ned t Ahedirstémg thabcbnes W sy mind is that aggression

has become a behavior pattern that has been increasing more and more among

children, especially in the last fiveyears. | t i s i mportant to note t
correspond to the COVH29 pandemic period, which may have influenced these

trends.

The criteria mentioned above highlight what makes aggression concerning. However,
it was also revealed that not all aggressive behaviors carry the same implications.
One such characteristic is that aggression exists on a spectrum. This means
aggression encompasses a range of behaviors, and not every act of aggression holds
the same weight. P5 emphasized the spectrum of behavioral traits when defining

aggression as follows:

When defining aggression, | can also say that there is a difference between
throwing a toy on the ground and smashing it to smithereens. | can say that
this is a spectrum and that there can be various dimensions of aggression,
from irritability to aggression. (P5, Psychiatry)

P2 (C. Development) also supported thigeewpoint by cautioning against

figeneralizationd and st rcenyplex sruigpturd hef Aaggr essi on, not i
fieach situation is uniqueo These perspectives highlight
understanding aggression on a spectrum and considering its context before making

broad judgments.

Along with the varying levels of aggression seen on the spectrum, a key factor

influencing these behaviors is the chil dos
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inherent traits that influence how a child responds to specific situations, providing
insights into their behavioral patterns. P11 (C. Development) argued that when a
child aag gttitueles that suits ,his own temperbnheptc t s N
P14 f ur t lhdepends enpghe situatios df the h i s

child. Some children are more verbally aggressive, while others are temperamentally

di spl ays
(Psychiatry)

Y

inclinedtohit 0 Based on these observations, It
may exhibit aggressive behaviors, the form of aggression is often influenced by their

temperament.

Sub-categorys:: Perceptions and stigmas of aggressive behaviorOne of the
characteristics of aggression is the perception and stigma associated with aggressive
behavior These refer to societyds views
the stigmas and negative associations attached to it. Thisasedpry includes
perceived behavioral stigma and the negative connotations of the behavior, as shown

in Table 4.6.

Table 46. Sub-category 4 and its codes

Sub Description f Participants Empirical indicators
category/ (n/18)
Codes

Perceptions Societies 12 9 Unpl easant sitwuations

and stigmas view of save thi s ?aeixyeanold childpif his:
of behavior mot her uses the phras
aggressive and its hi mo, wha't can this ¢
behavior impact on aggressive behavior, right? (P17, ECE)
child
Perceived  Societal 3 2 For example, one of my twin students, a b
behavioral  perceptions showed much more aggressive behavior than a
stigma and labels The male child was physically larger, taller. The
on a was very little tolerance for him from the family
identity the people around him. That's why something
did didn't bother people, whereas his did. Wher
was overreacted to, he reacted even more. (
ECE)
Negative Aggression 9 7 Aggression is the hostile actions and behaviors
connotations evokes an individual performs physically, psychologicall
of the negative or or verbally by harboring anger and hostility towau
behavior hostile the other person. (P14, Psychiatry)

associations

One of the first things that come to mind when aggression is mentioned is the stigma

associated with it Perceived behavioral
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child to behave in a certain way, which leads to judgments about the child.

Therefore, this concept also relates to labeling children as aggressive and the stigma

and impact this label has on them. P17 linked this behavioral stigma and the labeling

of children as aggressive to the childds phy
following example, discussing twin children from the same family: it is interesting

how, within the same family structure, one child may be labeled as aggressive while

the other is not.

Physically, the girl was a very cute, very sweet child, while the boy was

physically larger and taller. The family or the people around him had very

little tolerance for him. That 6s why peoj
did, while they reacted too much to the boy... | mean, imagine that there is a

difference of 78 centimeters between him and his sister. Imagine a difference

of two kilos in weight. When | look at it, the child was more aggressive

because of the reactions he received from the outside, because he was not

allowed to express himself. Maybe it was because he was tired of being

constantly blamed... When he first came t
wi || we be abl e t eyeasold ehdd, ihhism®tider uBeasd f or a
the phrase o6wil|l we be able to save him, ¢

show aggressive behaviors anyway, rigiit27, ECE)

After the stigma of | abel idomptward® inkdt8 ( ECE)
too much in that child , and children whoignareds pi my aggr e
educational settings. Furthermore, the stigma attached to these children creates

c hal | e familg-school coopératiomn.

In addition to stigma and labeling, it is essential to note that these stigmas and labels

carry negative connotations. The negative connotation of behavior suggests an

association between the term negative and aggression. For the current study, various
experts used the term 6negatived while def i
negative <charact er e percave childhoodaagggess®rs asi on as |
examples of negative behaviors that children direct towards each other, especially in

peer relationship®. | n t his definition, P21 highlights
behaviors. On the other hand, P2 (C. Development) emphasized the negative aspects
concerning out c these san besphysital, retionalha tverbdl
aggression, which negatively affeaxtlmelati on

addition to the term negatinappepriatdd 3w e&sychol o¢
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describi

ng

aggressive

behavi anplsasantP 7t o( ECE

describe aggressive behaviors. To summarize, aggressive behaviors are characterized

by words that carry negative connotations.

4.1.3.1.2 Category2: Function of aggression in EC

The function of aggression in early childhood refers to the purpose of aggression and

the roles aggressive behaviors serve. This category is part of the broader theme of

defining aggression in early childhood, as several participants linked aggression to its

purpose and the functions it serves. In this study, the function of aggression in early

childhood is categorized into three key areas: emotional and frustration expression

(f=24), means to end=13), and methods of exploratiof¥8), asoutlined in Table

4.7.
Table 4.7. Category 2 and its codes
Category/ Description f  Participants Empirical indicators
Codes (n/18)
Function  What 40 13 At this age, children can generally use aggression
of purpose form of expression. (P4, Psychology)
aggression does
in EC aggression
serve?
What are
the
functions
of  these
behaviors?
Modes of Using as a 24 12 When we think ofchildhood aggression, we think ¢
emotional way of low tolerance for frustration, expressing emotions 1
and expressing they cannot express verbally in inappropriate we
frustration emotions (P14, Psychiatry)
expression and
reaction to
boundaries
Means to To obtain 13 8 So basically, it's a pattern bEhavior that child use
an end desired to get something he/she wants. (P4, Psychology)
wishes and
goals
Methods Using 3 2 The child discovers. There is exploration in play ¢
of aggression in life. By playing, he learns everything. Therefo
exploration to explore when he experiences something, he continues to
and set if it gives him pleasure. So he hit, he got what
new wanted. He hit, he didn't get what he wanted, he s
behavior hitting more. (P15, Counselling)
pattern
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Aggression in EC is often mistaken for andairt it is a distinct behavior that stems

from various emotional states, including frustration, anxiety, and disappointment,

rather than solely from anger. The O6modes o
code suggests that aggression in EC often serves as a means of communicating

emotions and frustration. Unlike in adulthood, where aggression may be expressed

differently, childhood aggression is characterized by distinct ways of expressing

emotions and frustrations. This distinction is explained as follows:

As people get older, especially in adulthood, aggression is primarily triggered

by anger, though the causes of anger can be debated. In children, however,

aggressive behavior can arise from a range of emotions such as anxiety,

worry, sadness, disappointment, and even physical pain. | think this is one

key distinction. The difference is that vy

ver bal | anguage as adul ts. They havenot
so they struggle to express themselves and their emotions cl@ady.
Psychiatry)

The connection between aggression and emotional or frustration expression was
commonly attributed to language development deficiencies in young children by
several participants. One of these participants, P17 (ECE), supported this view by

s t a ttihey dpn't hdve enough words for their thoughts.

Another term frequently mentioned by psychologists and psychiatrists was

frustration. Frustration is understood to occur when children face boundaries,

setbacks, or obstacles that prevent them from achieving their desired goals. P12
(Psychology) explained the relationship between frustration and aggression, saying,

fiOne of the most important behaviors that a child cannot tolerate, and one of the

main reasons they express aggression, is frustration. When a child is stopped and

cannot reach what they want, they project aggressionT her ef or e, the expre
emotions and frustration is considered one of the main functions of aggression in

early childhood.

As noted earlier, frustration resulting from unfulfilled desires often manifests as
aggression. Aggression in EC is frequently a means to an end, with children using

aggressive behaviors to obtain desired objec
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refers to using aggression as a tool to achieve these goals. P4 (Psychology) described

t hi s cagdttern & Behafiior the child uses to get something he wdntthe
context of early chil dhood,afridnel doingwhdt obj e
they wand ( P14, Pcontralling tlaetfamily) hdving theirwagp ( P11, C.
Dev el o pwaatingtd take dtoy from a friendd defendirig oneself ( P 2, C.
Development).

In addition to expressing emotions and obtaining objects, another function of
aggression irarly childhood is exploration. This code refers to using aggression as a

way to explore and establish new behavior patterns. During early childhood, children

learn through exploration, and aggression in this stage is described by P4

( Psy c h o lamartythey diduririg the discovery phase P4 ar gued t h.
aggr es s i oimthegprocess oftdiscovery rmather than selpression is one of

the distinguishing characteristics of childhood aggression P15 ( Counsel i n

explained this process of discovery and exploration, stating:

There is discovery in play and in life, and a child learns everything by
playing. Therefore, when a child experiences something, they continue to do

it if it gives them pleasure. | mean, if hittifgghavior results in getting what

they want, theyoll keep doing it. (P11

4.1.3.1.3Categorys: Aggressive behaviors

In the current study, field experts define childhood aggression by emphasizing
behaviors that are considered aggressive. This category includes all the behaviors
that are specifically specified as aggressive by the expelist of these aggressive
behaviors, along with their descriptions and empirical indicators, is provided in Table
4.8

In Study 1, a total of 23 behaviors were classified as aggressive. By a large margin,
participantsdentified hitting (f=80) as an aggressive behaviOther behaviors listed

as aggressive included pushin§=44), causing harmf£38), using offensive
language f&37), biting =31), vocal outburstsf£¥29), excluding =26), pulling

(f=22),and various other behaviors, as shown in Figure 4.4.
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Table 48. Category 3 and its codes

Aggressive Description f Participants Empirical indicators
behaviors (n/18)
Biting Using teeth in a forceful manner 31 9 Biting, in other words, is a contact that leaves a mark or pain on the other person"
(P6, Psychology)
Causing harm Destroying stuff orbehaving in a 38 15 Behaviors such as taking their belongings, stealing their belongings, or tearing a 1
destructive manner paper (P3, Psychology)
Choking Strangling to throat and preventir 2 1 various unauthorized harmful interventions on the other party's body, such as choki
taking breath C. Development)
Crying/wailing Crying loudly as if in a fit of rage 0 10 5 Screaming at parents or crying on the floor when they don't get their way.
temper tantrum Psychiatry)
Excluding Exclusion from the group 26 8 It's relational, you know, not letting your friend into the group. He didn't give me his
That's why I'm not going to let him in. (P2, C. Development)
Getting on top of Forcing someone to ground 2 1 During free play time, there were some behaviors such as pushing his friends,
somebody them, forcing them on the ground, climbing on top of them, especially physically ha
them. (P2, C. Development)
Hitting By using hand hitting, knockin¢ 80 16 Hitting, punching, that is, making a fist with this hand and hitting the other party, (F
slamming, punching  someon Development)
oneself or any object
Ignoring Intentionally withdrawing anyocial 12 6 For example, refusing to talk, turning away, not sitting at the table. (P11
interaction such as sulking to prote Development)
refusing to cooperating and talking
Interrupting play  Disrupting activity, play 8 3 Displaying aggressive behavior or disrupting other friends' play when they don't ge
or ongoing way (P10, ECE)
educational
activities
Kicking Striking with the foot 9 6 | often see children kicking their parents too. (P13, Psychology)
Pinching Squeezing ocompressing betwee 6 5 Sometimes children may hit themselves, hit their heads against the wall, hit the
the finger and thumb scratch themselves, scratch their arms and legs, pinch themselves. (P5, Psychiatry’
Pulling Tugging on hair, person, toy or 22 10 For example, let's say it happens like this, he wants to take the toy from his frien

object and trying to take objec
without permission

friend doesn't give it to him, he pulls and pulls. (P2, C. Development)
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Table 4.8(continued)

Pushing

Scratching

Slapping

Spitting

Spreading rumors

Throwing
something or
oneself

Tripping

Undermining
others

Using offensive
language

Vocal outbursts
Wetting yourself

TOTAL

Moving someone
manner

Marking the surface of by rubbinc 4
scraping, or tearing witt
something sharp or rough

Sharp blow or smack, especial 6
with the open hand

Ejecting saliva from the mouth 18

Turning other against someon 9
damaging a perso
Tossing oneself to ground ¢ 18
propelling object through the air

Catching of a person's foot so as 7
throw the person down

Use of expressions to mock, belittl 22
humiliate, or flaunting

Using emotionally hurtful phrase: 37
swear, slang words, labelling, nam
calling andinsulting by using names
Screaming, shouting, yelling 29
Deliberate bedwetting, urination 4

44
5

in a forceft 44 14

4

18

When they try to get involved in his play, pushing with direct physical intervention
ECE)

Sometimes children may hit themselves, hit their heads against the wall, hit the
scratch themselves, scratch their arms and legs, pinch themselves. (P5, Psychiatry’

Slapping your friend so hard that you leave 5 fingerprints (P2, C. Development)

Spitting behavior is generally more common in passiggressive children, that is,
children who are more withdrawn but who cannot react when they do not get thei
(P15, Counselling)

Badmouthing, gossiping against each other. BZIE)

When he was told it was nine o'clock and we were going to bed, he took the toy anc
it at his father's head. (P4, Psychology)

But what shifts it to the hostile side is the frequency of that kicking or tripping beh:
(P4, Psychology)

Making fun of them if they wear glasses, for example, or if they have braces, or if th
slightly overweight (P1, ECE)

Verbal aggression can also include expressions such as stupid, retarded. There r
be some words that hurt your friend. (P2, C. Development)

Apart from that, there are tantrums, yelling and screaming at home. (P13, Psycholo
Even bedwetting is actually an emotional aggression. So if the child does it on pt
(P4, Psychology)




Figure 4 4. Frequency of aggressive behaviors

Participants generally listed aggressive behaviaithout providing specific

definitions for them.While listing aggressive behaviors, P6 stated that although

various behaviors can be observed in the classroom, biting is the most problematic

anddifficult to intervene with. The reasoning behind the problematic nature of biting

was expl ai n &k bite & velrysévére Mvlsaves & mark on the body and

is really traumatic for the child who was bitten. The pain lingers for a long time, and

the child constantly sees and remembers the bite ntarR§, PsychologyOne

participant highlighted behaviors that professionals may overlook or ignore. P18

( ECE) p o i n aggressie behavibrk thdat viofate one's sense of belonging

and being loved, such as excluding and naaéng, are generally the most

underestimated. Anot her interesting behavi or ment i
(Psychology) stated Even bedwetting is aggression if the child does it on purpose.

The key point here is the intention. Therefore, it is important to note that not every

instance of bedwetting is considered aggressive behavior. P15 also mentioned a

situation involving a 64montho | d c hi | d, descThe chidmeyeri t as f ol
communi cated when they needed to go to the

back or hidden corners and relieve themselves th@re

4.1.3.2 Subtheme: Types of childhood aggression

The second Tyweene, oft i Abgdedgisi on, 0 emerged in

questions 1.2 and 1.2.1 from Study This subtheme refers to classification
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aggression and the characteristics of each classification. As shown in Figure 4.5,
aggression is classified into eight different tygesed on the following criteria:
nature of locationf€10), origin of the behaviorf£11), the state of medical well
being (=23), nature of the subject=Q0), form of representationf£8), role of
behavior {=17), forms of behaviorf£284), intention f£34).

~—

__ Types of aggression (401) ~ ~—_
—~ / ~ —
/N0 ~
// / / ‘.‘ \\ \ T
- SN N on
~ / / ;‘"‘ \ . Based on the form of representation
(o | 4 YA -\ \. ~®
Based on the state of medical well- / / \ AN N
being (23) ) / / \ \\ \\\
/ / \ \‘
‘/ / fﬂ' \ \\
= 2V N
/ . ."f I\‘\ \ .
Based on forms of behavior (284)  pf / \ “Based on the nature of subject (10)
a
Based on intention (34) 'f \ a
Based on origin of the behavior (11)
g

G Based on the nature of location (10)
Based on the role of behavior (17)

Figure 45. Theme 2 and its categories
4.1.3.2.1Category1: Based on the nature of location
One of the initialclassifications of aggression is based on the location where the
aggressive behavior occurs. As shown in Table 4.9, the locations in this context are

specified as home, street, and school.

Table 49. Category 1 and its codes

Category/Codes Description f  Participants Empirical indicators
(n/18)

Based on the natur Based on 10 1

of location where
aggression
take place

At home Family 3 1 At home, they may react more by shouti
setting or throwing tantrums, but at school the
child live may differ and exhibit physical behavio
in such as breaking things. (P13, Psycholoc
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Table 49. (continued)

At street Outdoor 1 1 We can divide it into aggressive behavic
place shown at school, aggressivbehaviors

shown at home, or perhaps aggress

behaviors shown on a street. (P:

Psychology)
At school Institution 3 1 Sometimes aggressive behaviors can
child be seen at school due to teaehated
attends to reasons. Or, if the teacheannot manage

conflict there, and the child has start
preschool education for the first time, th
he/she cannot make sense of it and r
react in such a way as a defer
mechanism, perhaps trying to defe
himself/herself (P13, Psychology)

The reason behind this classification was given by P13 (Psychologytated that

aggression in diff ernhedifferencobetawden thenatitude off f er s du

parents and the attitude of teachers at schobirstly, aggression at home refers to
aggression that took place at home. P13 (Psycholsgygdthat children might
display different aggressive behaviors at home due to attitudes of adults in the
| ocati on. P13 gave the f ol |Toedamiygmayanet a n
allow hitting, but at school, the child may hit their friends. At home, the child may
react more by shouting or having tantrums, but at school, the child may display more
physical aggression.As it is P13 statedaggression might takplace at school.
Aggression at school refers to the type of aggression that occurs at school. The
difference and origins of aggression occurring at school are related to teachers and

classroom management problemas,P13 stated below

Someti mes, families say they donot
often report problems... Aggressive behaviors at school can sometimes stem
from factors related to the teacher. If the teacher struggles to manage a
conflict, and especially if the child is starting preschool for the first time, the
child may not understand the situation and may react defensively, possibly as
a way of protecting themselveg®.13, Psychology)

examp

have

The | ast | ocati on mentioned in the study i s

aggressive behavior thaiccurs in public spaces. P13 (Psychology) distinguishes

bet ween aggression that hap pve cas divedé it sc hool a

into aggressive behaviors shown at school, aggressive behaviors shown at dome
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However, P13 did not provide further details on this classification, so the information

remains limited.

4.1.3.2.2Category.: Based on origin of the behavior

Another way aggression was classified is by its origin, meaning it can be categorized

based on the underlying causes aandrces of the behavior. As shown in Table 4.10,

three categories emerged: modeled behavior, frustration, and parent attitude and

attachment.

Table 410. Category 2 and its codes

Category/Codes Description f Participants Empirical indicators

(n/18)

Based on origin ol Based on 11 2 When a child shows aggression, there

the behavior reasons anc things we look at. We try to look at tr
sources of causes of the aggression and what
the behavior problem is in the first place. (Pl

Psychology)

Modelled Aggressive 3 1 The father is such an angry man that
behaviors uses both psychological and physit
that are violence against his environment, agail
learned his child. Or a child whdvas been bulliec
through severely at another school, becomes a b
modelling himself when he changes schools beca

he has learned bullying, he has taken it ¢
model. (P12, Psychology)

Frustration Aggressive 2 1 Reactions to being frustrated, stopped
behaviors not getting what they want by their frienc
that during their experiences (P12, Psycholog
emerged
due to
boundaries
and
frustration

Parent atttude & Parent 3 2 When their basimeeds are not met, the

attachment attitudes act aggressively; when they do not rece
towards love and attention, they act aggressive
childr (P15, Counselling)
needs anc
their

expectations

The first category

t hat emerged i s

6 mod

cycle of victimization. P12 (Psychology) explains this process with the example:

fiThe father is so angry that he resorts to both psychological and physical violence

against those around him, including his child. Similarly, a child who has been
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severely bullied at school may eventually become a bully themselVbis
demonstrates that children learn by modeling the behavior around them and begin to

display aggression themselves.

Il n addition to modelling, 0frustrationd al so
when they encount er b o ureadtiansiobeng frustrdted, descr i be

stopped, or not getting what they want from their friends during their experierices

The final classification is | abeled Oparent
parentsod approach to meeting their chil drer
(Counseling) i dent i floveeahd aftdnteors @ letx piest auigges t .
t hat parentsodé failure to paestdlattiiudesand needs i :

attachment, as the child has difficulty managing and expressing their emotions when

these needs are not ntet.

4.1.3.2.3Categorys: Based on the state of medical webbeing

Anot her way aggression is categori-zed i s ba
being. Aggression is primarilgivided into two categories: pathological and Hon

pathological, as shown in Table 4.11.

Table 411 Category 3 and its codes

Category/Codes Description f  Participants Emprical indicators
(n/18)
Based on the state ¢ 23 4
medical weltbeing
Pathological Aggressive 11 4 In order for the aggressive behavior
behaviors be pathological, we look at the fact th
that are it has been found in more than o
indictors  of environment, that it has beewoing on
medical for more than six months, and that tl
issues behavior can be seen almost every (
at that frequency. (P3, Psychology)
Due to Aggressive 3 2 We can see aggression asyanptom in
psychological behaviors many psychiatric disorders. Attentic
conditions that are deficit hyperactivity disorder
indictors  of oppositional defiant disorder, ment
psychological disorders such as mental retardation,
problems autism. (P14, Psychiatry)

140



Table 4.11 (continued)

Due to Aggressive 2 2 Deficiencies in  certain  vitaming

physical behaviors minerals or changes in thyroi

conditions that are hormones, hyperthyroidism can cau
indictors  of aggression in children. (P5, Psychiatry
physical
health
symptoms

Non-pathological Aggressive 5 3 If it happens only at home, not at schc
behaviors or in other environments, or if i
without any happens not every day but every once
indictors  of a while, at this point we say that it is n
any medical pathological, but more related 1
issues attitudes of boundaries. (P:
Psychology)

This categorization was primarily discussed by psychiatrists and psychologists, as

they are typically involved with more pathological cases in clinical settings.

To classify aggression gmthological, P3 (Psychology) defined it as behavior that

0 ¢ c urr nsore fhan one environment, persists for about six months, and happens
almostdaily 6 Additionally, P5 (Psychiatry) f u
i nto two aggressian® caused by physical medical condiGonsa n d
fiaggressions caused by psychological factoshi ch are referred

psychological conditionsé and 6due to ph

Regarding psychological conditions, P14 (Psychiatrgypeh a s i z agdressidm a t A
can be a symptom of various psychiatric disorders, including ADHD, oppositional
defiant disorder, intellectual disabilities, delayed expressive language, and autism.

This suggests that some aggression in children is linked to psychological issues.

Furthermore, some participants pointed out that aggression may also result from
physical conditions. P &ggrés$ion gan e causedypy men
deficiencies in vitamins and minerals or changes in thyroid hormones, such as

hyperthyroidism 0

In comparison to pathological aggression, 4pathological aggression can also be
observed in young chil dr eihaggrddstoniclngtegc hol o
to certain environments, such as home, and occurs only occasionally rather than

daily, it is considered nepathological and more related to boundessgtting
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attitudes 6 P14 (Psychiatry) al so enwinommentat ed t hi s
factors, childrearing practices, parental attitudes, parents' psychopathology,

temperament, and marital harmany

4.1.3.2.4Categorys: Based on the nature of the subject

The nature of the subject is another key factor in categorizing aggression. This means
that aggression can be classified based on who is positioned as the victim. In this
category, aggression is divided into three types: aggression towards others,
aggression towards oneself, and aggression towards the environment, as shown in
Table 4.12.

Table 412. Category 4 and its codes

Category/Codes Description f  Participants Empirical indicators
(n/18)

Based on the natur Depending 10 4

of the subject on who is
exposed to
the behavior

Towards other peoplt People in 3 3 Aggression can be directed towards
social circle living being: a friend, a teacher, a pare

a sibling. (P1, ECE)

Towards oneself The 3 2 If there is no other person to har
individual children in this age group can easily tL
himself their aggression back on themselves. (

Psychiatry)

Towards Environment 2 2 The child may exhibit aggression towar

environment and non an object or inanimate being. (P1, ECE)
living beings

P1 (ECE) st at extibit adymgsionadwards diving beings, such as

friends, teachers, parents, armblings, as well as towards objects or inanimate

things 6 Simil arl vy, P5 whénhghere Is ncadne gfs¢ araurmdttoe d t h a't
target, children in this age group may easily redirect their aggression towards

themselves 0

4.1.3.2.5Categorys. Based on the form of representation

Aggression is also categorized based on the form of representation. This refers to the
way aggression is displayed, either overtly or covertly. As shown in Table 4.13, these

categories of aggressiamclude indirect and direct forms.
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Table 413. Category 5 and its codes

Category/Codes Description f Participants Empirical indicators
(n/18)
Based on the form o Based on 8 1
representation the way it
is displayed
whether it
is targeted
or covert
Indirect Implicit or 3 1 The perpetrator of indirect aggression d¢
covert not always come out or does not come
aggressive in a short period of time as in dire
behaviors aggression. In other words, who started

rumor, who didn't play who, who made ft
of who first, who said what to whom me
remain more ambiguous, or sometimes t
perpetrator may never really emerge. (|

ECE)

Direct Overt 3 1 You can observe direct behavi
targeted immediately. It's immediately obvious or it
aggressive obvious by whom. So the person who hits
behaviors obvious. (P1, ECE)

P1 clarified difference between indirect and direct aggression as follows:

Direct aggression is immediately observable. It is clear who is responsible.
For example, if someone hits another person, the perpetrator is obvious.
However, indirect aggression is not always immediately apparent, nor is the
perpetrator always identifiable. It may take time to uncover who started a
rumor, who excluded someone, or who mocked whom first. In some cases,
the perpetrator may remain entirely unknown. (P1, ECE)

4.1.3.2.6 Categorys: Based on the role of behavior

Aggression can also be categorized based on the role of behavior. This classification
considers questions such as: Who initiated the aggression? What is the child's role in
the interaction? Is the child actively provoking the situation, or are they responding

to a prior interaction or defending themselves? By addressing these questions,

aggression is divided into two typesactiveandproactive as shown in Table 4.14.

Sometimes, a child displays aggression in a deliberate yet reactive manner.
For example, if another child hits him, he may respond aggressively both to
defend himself and out of anger. Alternatively, he may exhibit aggressive

behavior intentionally and with deliberate intent. (P1, ECE)
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Table 414. Category Gand its codes

Category/Codes Description f  Participants Empirical indicators
(n/18)

Based on the What is the 17 3

role of behavior role of child
or behavior?

Is he/she
initiator and
defending
own or is
he/she
aggrevating
the
situation?

Proactive Provoking, 5 3 There can be provocateurs, you know, child
imitative who just want to create disturbances. (P2,
aggressive Development)
behavior

Reactive Defensive 5 3 Lets imagine, there is a child, most
aggressive participative, cheerful, as accommodating
behavior possible. He really wants a toy in the garden,

waits for his turn, but it never comes to hil
Just when it's his turn, another child comes :
takes it, and he gets angry and smacks the ¢
or pulls the toy out of his hand very harsh
(P16, C. Development)

As P1 described, children who exhibit reactive aggressoso in response to prior
stimuli or conflict. However, proactive aggression is driven by intentional
provocation. P2 (C. Development) referred doildren who engage in proactive

aggr es provocateusssd

4.1.3.2.7 Categorys. Based on forms of behavior

One of most common categorizations of aggression is based on forms of behavior.

As shown in Table 4.15, 284 coded segments fall under this category.

Table 415. Category 7 and its codes

Category/Codes Description  f Participants Empirical indicators
(n/18)
Based on forms Type of 284 16
of behavior behavior as ¢
form of
demonstration
Verbal Aggressive 68 12 Verbal aggression can also inclu
behavior by expressions such as stupid, retarded. Tt
using words may also be some words that hurt yc

friend. (P2, C. Development)
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Table 4.15(continued)

Relational Aggressive 61 10 Behaviors such as spreading gossip about
behaviors by person that cause the person to be exclt
targeting and rejected from the group, ignorir
social him/her, not letting him/her into the play
relations relational aggression. (P2, C. Development

Physical Aggressive 132 16 Actions that cause or intend to cause phys
behaviors by damage can be considered as phys
using aggression. (P10, ECE)
physical
contact

The categorization of aggression based on forms of behavior was frequently
highlighted by early childhood experts. According to this classification, aggression is
divided into three categories: physical, verbal, and relational. Physical aggression, as
defi ned by P 18hittihgeatoEégr persomow objectwattsthefhand, foot,

body, or any object in a negative manner, or using excessive force to harm
someone 0 Ver bal aggression, on the other he
fishouting or using offensive language in a disturbing manner without any physical
contacto Meanwhi | e, relational aggression [
fidamaging another person's position in social relatois P18 f urt her cl
even if a child is not explicitly excluded from a group, they may still be considered

it he weakest | ink, the weakest person 1in

burden 0

Some psychologists and psychiatrists viewed verbal and relational aggression as
overlapping concepts and did not differentiate between them, while others made a
clear distinction. P18 (ECE) explained that although relational aggression can
include verbal expressions, the key difference lies in the target of the aggression. If
the verbal expression 1 s ai-wertt, ordsocralect | vy
relationships, it is considered relational aggression. However, if it does not
specifically attack a personds social st
offensive language or disruptive speech, it falls under verbal aggression.
Additionall vy, experts pointed out t hat
others, 6 can be categorized as either ve
context in which they occuAnother key observation concerned age differences in

aggression. P6 ( Patyacytung ageay yhére i mdreepdhysidalh a t
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contact 6 i ndicating that younger children are

aggression. P9 (Psychiatry) supported this by stating that verbal aggression is less
common among younger children due to their limited vocabulary, explaining that

fitheir vocabulary is not very developed

Gender differences in aggression were also a point of discussion. P2 (C.
Development) suggested that verbal aggression, including swearing, belitting peers,
and making fun of physical characteristics, was more commonly observed in boys.
However, this view was chall engegils by P14
display verbal aggression more frequently, such as shouting and @ryingl h e s e
differing perspectives suggest that while both boys and girls exhibit verbal
aggression, the forms and expressions of such behaviors may vary based on gender.
In this study, vocal outbursts, crying/wailing, using offensive language, and
undermining others were identified as verbal aggression, whereas spreading rumors,
undermining others, ignoring, and excluding were classified as relational aggression.
Physical aggression included behaviors such as biting, causing harm, choking,
climbing on top of someone, hitting, kicking, pinching, pulling, and scratching.
Overall, these findings indicate that while aggression manifests in different forms, its

expression is influenced by factors such as age, gender, and the social environment.

4.1.3.2.8 Categorys: Based on intention

Last but not least, aggression can also be categorized badatemtion In this
context,intentionrefers to the questiofiyWhat is the child using aggression foras
clarified by P4 (Psychology). P10 (ECE) provided the following example to illustrate
the role ofintention:

Ai... One day, while coloring during fr
dropped her eraser or pencil on the floor, and when she bent down to pick it

(|

ee

up, she couldnot bend down much because
picked it up, gave it to her, and said,

too fat; I hel ped you. 0 As a teacher,
firsthand, you need to look at the intentions of both students. Maybe in the
mal e studentds home, they always use t
see it as slang. The child may not view it as slang; in fact, his intentions were
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completely good. However, the other child cried because he called her fat.

That 6s
teacher

t he
ECE)

why

t hi

n k

shoul d

tuati on
ved

S i
nvol

t he
get i

As shown inTable 4.16 aggression is categorized into two typ&gh intentionand

without intention

Table 416. Category 8 and its codes

Category/Codes Description f  Participants Empirical indicators
(n/18)

Based on intention  Categorization 34 2 What we look at when differentiatin
based on behavior is the intention. To put it mo
intention  or clearly, what isthe child using it for? It
existence  of may differ according to this. (P<
intention Psychology)

Without intention Absence of 11 1
intention

Accidental  Unintentional 9 1 It is an accidental, exploratory behavi
aggressive of the child. (P4, Psychology)
behaviors

With theintention Existence of 18 1
intention

Expressive Intentional 2 1 Let's imagine 2 children playing on tt
acts to expres: beach. They made a sand castle, ont
emotions, them hit the other one's sand castle i
thoughts he really had fun anénjoyed it. The

child destroyed this sand castle not w
the intention of hurting, not with th
intention of making other child feel ba
but rather, how can we say it? He did
and had fun. (P4, Psychology)

Hostile Behaviors that 7 1 If you take pleasure in the suffering
purposeful the other person, or if you ai
intention  to intentionally harming an animal or
harm living creature, this can be a ¢kt

different. (P4, Psychology)

Instrumental Acts carried 7 1 When he is just starting to socialize wi

out to reach &
goal or used
as a tool

friends, he wants to get a toy. His goal
actually to get the toy. For this purpos
he bites it and gets it. (P4, Psychology

n

s a
, e

Accidental aggression falls under the category of aggression without intention,

whereas expressive, hostile, and instrumental aggression are classified as aggression

with intention. As described by P4 (Psychology), it refers to behaviors that occur

fiwithout harmful intent and often stem from developmental processes related to

exploration and discovey. One key factor contribut:i

ch

ng

Alack of eyehand coordinatiod , wh i can | ead to uninten
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P4 also provided an example ekpressive aggression, emphasizing that it often

serves as a way for children to express emotions such as excitement or fun:

For example, imagine two fivgearold children playing on the beach. They
build a sandcastle together, and one of them suddenly knocks it down. Rather
than trying to upset or harm his friend, the child does it purely for fun,
enjoying the moment without any malicious intent. His actions are not meant
to hurt or make his friend feel bad, but simply stem from his own sense of
playfulness and excitemer{P4, Psychology)

Another type of aggression is instrumental aggression, which, as the name suggests,

involves using aggressive behavior as a means to an end. P4 explains that

When young children are just beginning to socialize, they may try to take a

toy from a friend. Their goal iI's simply
understand how to achieve it appropriately, so they might resort to biting or

grabbing. (P4, Psychology)

Based on P46s explanation, it is likely tha

through such behavior, they may continue using aggression as a strategy.

The final type of aggression discussed is hostile aggression. This form of aggression
is driven by the intent t o takiagpkasurehimr m, of te
another personds suffering or intentionally
being 6 However, P4 (Psychology) clarified that
is a possibility of underlying pathology, which psychologists take into consideration.
This suggests that children with typical development and no psychological diagnosis

are not expected to exhibit hostile aggression.

In brief, categorizing aggression based on intention helps clarify the underlying
motivations behind children's behavior. Accidental aggression, driven by
developmental factors like coordination, differs from intentional aggression, which
includes expressive, instrumental, and hostile types. Understanding these distinctions
allows for more appropriate interventions, especially in preschool settings where

socialization and development play key roles in shaping behavior.
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4.1.3.3 Key findings

9 Aggression in early childhood as a theme includes operational definition of

aggression in EC and typesagjgression.

1 The operational definition can be constructed by identifying the
characteristics of aggression, function of aggression in EC and aggressive

behaviors.

1 Aggression can be classified based on the nature of location, the origin of the
behavior, the state of medical wéking, the nature of the subject, the form

of representation, the role of behavior, the form of behavior and intention.

1 While defining aggression in early childhood, the focal point of the definition
vari es based on t he expertos field.

disciplines use different key terms.

1 Childhood aggression is defined as physical and emotional harm directed at

oneself, others, the environment, surroundings, or objects.
1 Aggression is not an isolated incident; it is a recurring pattern of behavior.

1 Psychiatrists and psychologists emphasize the biological and medical aspects

of aggression while defining childhood aggression.

1 Childhood aggression is often attributed to a lack of understanding and
support for the child. Therefore, it

perspective but also from that of their surroundings.

1 Childhood aggression differs from adult aggression due to developmental
factors such as a limited ability to express and regulate emotions; thus, rather
than being driven by harmful intent, aggression in childhood serves a
functional purpose.

1 Intention is one of the key aspects highlighted when defining childhood
aggression. However, intention in childhood differs from that in adulthood.

1 Participants defined aggression by emphasizing keywords such as emotions,
provocation, impulsivity, attentieeeeking, language, physical contact,
frustration, goal attainment, problesolving, body awareness, parehild

relationships, gender, peer relations, and aggressive behaviors.
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Children exhibit different types of aggression depending on their age. Young
children tend to display physical aggression, whereas children betwigga 60

months primarily engage in relational and verbal aggression.

The emotions that lead to aggression also vary by age. For younger children,
feelings of anxiety, worry, sadness, disappointment, and frustration rather

than just anger often contribute to aggressive behavior.

In early childhood, aggression can be a symptom of a psychological disorder.
Consequently, a significant number of children are referred to professionals

due to aggression as a symptom.

Aggressive behavior also differs based on gender. It is commonly claimed
that boys exhibit more physical aggression, while girls are more prone to
verbal and relational aggression. However, one participant suggested that

boys display more verbal aggression than girls.

The i nt ent behind a <chil dos aggression
interpreting their behavior. In early childhood, aggression may not always be

intended to cause harm; there can be other underlying motivations.

Cultural family practices also shape perceptions of intent. Some families
express affection through physical actions that might be interpreted as
aggressive.

To fully understand aggressive behavior, it is essential to consider not only
the childbds intent but also the perspec
behavior. Perceptions of harm can vary among children exposed to
aggression.

For aggression to be considered pathological, it must occur in multiple
settings, increase in frequency, and persist for more than six months.
Childrenare more kely to display aggression during free play.

Sudden socieultural changes can influence children and contribute to
aggression. Events such as a pandemic, the birth of a sibling, parental
separation, accidents, or other stress factors may trigger aggressive behavior.

Rural and sockeultural backgrounds are also associated with aggression.

Some argue that children from lower seeimonomic backgrounds are at a
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higher risk of aggression, while others suggest that children from higher
socioeconomic backgrounds may also exhibit aggression due to factors like
long parental working hours.

Developmental factors, especially cognitive development, play a critical role
in emotional regulation and aggression control.

Additionally, aggression is linked to brain development.

Aggressive behaviors exist on a spectrum, and not all forms of aggression
have the same implications.

Temperament plays a significant role in aggression. Children with different
temperaments may exhibit varying types of aggressive behaviors.

Aggression carries negative connotations and is often associated with stigma
and labeling.

Aggression can serve as a means of expressing frustration and emotions,
functioning as a form of communication.

Childhood aggression differs from adult aggression in that children often use
it to express emotions such as worry, sadness, physical pain, disappointment,
anxiety, and frustration. In contrast, adult aggression is primarily driven by

anger.

The use of aggression as a communication tool is closely linked to language
development.

Aggression may also be used to obtain desired objects or goals, as well as
during the exploratory phase of development.

In the Turkish context, experts have identified 23 different types of
aggressive behaviors.

The most frequently mentioned aggressive behaviors include hitting, pushing,
causing harm, using offensive language, biting, vocal outbursts, excluding,
pulling, and undermining others.

The least frequently mentioned behaviors include getting on top of someone,
choking, scratching, wetting oneself, pinching, and slapping.

Among these, biting is reported as the most problematic behavior due to its

severity and the prolonged pain it causes.
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1 Exclusion and offensive language, such as neaftleng, are considered the

most underestimated forms of aggression.

1 Aggression is categorized based on various factors, including the nature of
the location (at home, on the street, at school), the origin of the behavior
(modeled, frustration, parental attitude and attachment), medicabwialj
(pathological, nofpathological), the nature of subject (toward others, oneself,
or the environment), the form of representation (indirect, direct), the role of
the behavior (proactive, reactive), the forms of behavior (verbal, relational,
physical), and the presence of intent (accidental or intentional, including
expressive, hostile, and instrumental aggression).

1 Verbal aggression includes vocal outbursts, crying or wailing, using offensive
language, and undermining others.

1 Spreading rumors, undermining others, ignoring, and excluding are forms of
relational aggression.

1 Physical aggression includes behaviors such as biting, causing harm, choking,
getting on top of somebody, hitting, kicking, pinching, pulling, and
scratching.

1T Experts recogni ze under mi ning ot her so
aggression.

1 Aggression is also classified based on intent. Accidental aggression, which
occurs unintentionally, is often associated with poor keyel coordination
and developmental challenges. In contrast, hostile aggression is deliberate

and linked to psychological pathology.

4.2. Study 2

4.2.1 Remembering the purpose and research questions of Study 2

The purpose of Study 2 is to develop a culturally appropriate framework for
understanding childhood aggressierploring its dimensions, characteristics, and its
interaction with culture. The research questions for this study are as follows:

3. 1. How doeghildhood aggression occur?
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3.1What are the dimensions and characteristics of childhood aggression?
3.2How does childhood aggression emerge across different dimensions?

4. How does culture influence childhood aggression?
4.1How do individual and family contexts of culture interact with childhood

aggression in the Turkish context?
4.2.2 Recollection of study participants
This section provides profiles of each participant, offering context for the themes,
subthemes, codes, and quotations. These profiles can be found in Tables 4.17, 4.18,

and 4.19.

As outlined in Tables 4.17, 4.18, and 4.19, participants in the study are assigned

anonymous identifiers for ethical reason
foll owed by their age (e.g., F1, 38) , e a
35), and each preschool teacher with oO6T
teachers who participated in the observe

foll owed by the correspondi n@Gl I¥hwhereved c

6Cl1l,06 6C2,06 etc., indi cate tCHhe A&Wwderweddkr
the teacher for the first observed chil c
children are | abeled with o6C,6 followed
for i nstance, 6C1, Femal ed corresponds
child.

To further describe the participants, additional background information such as
household composition, parental status, occupation, residency, education level,
average monthly income, number of siblings, gender, and birth order of the child is

provided. This ensures a comprehensive profile for each participant.
I n the findingsfbésentdicmtetshd hey mbbelqué@nc:

while 6 nrépresents the number of participants who mentioned specific codes. This

system helps to clearly display and analyze the data collected.
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Table4l7Fat hersé6 profile of he Study 2
Document Household Parental Occupation Age of the Place of Level of average monthly number of gender of birth order of the child
name composition status participants residency education income (k) sibling the child
Document Group: Fathers
F1, 38 4 Married Baker 38 Al t énd Bachelor 60 1 female younger child
degree
F2,34 4 Married Blue collar worker 34 Sincan High school 26 1 female older child
(laborer)
F3, 33 4 Married Government 33 Yenimahalle  Master 65 1 female older child
employee degree
F4,34 3 Married Engineer 34 Cankaya Bachelor 100 0 female only child
(Electrical and degree
electronic)
F5, 33 4 Married Engineer 33 Mamak Bachelor 100 1 male older child
(Mechanical) degree
F6, 51 4 Married Blue collar worker 51 Mamak Primary 40 1 male younger child
(labourer) school
F7,41 4 Married Janitor 41 Cankaya Bachelor 35 1 female younger child
degree
F8, 39 5 Married Blue collar worker 39 Kecidren High school 40 1 male middle child
(labourer)
F9, 33 5 Married Technical manager 33 Kecidren Secondary 50 0 female only child
school
F10, 44 3 Married Academician 44 Cankaya Doctoral 100 0 female only child
degree
F11, 32 4 Married Sales assistant 32 Kecidren Associate 60 1 female older child
degree
F12, 39 4 Married Teacher 39 Kegidren Bachelor 30 1 male younger child
(Geography) degree




Table418 Mot her sdé6 profile of the Study 2

GaT

Document  Household Parental Occupation Age of the Place of Level of  average number gender of  birth
name composition status participants residency education monthly of the child order of
income sibling the child
()
Document Group: Mothers
M1, 38 4 Married Sales assistant 38 Al t énd. highschool 60 1 female younger
child
M2, 26 4 Married Housewife 26 Sincan Bachelor degree 26 1 female older
child
M3, 35 4 Married Corporatepersonel 35 Yenimahalle  Bachelor degree 65 1 female older
child
M4, 34 3 Married Engineer 34 Cankaya Bachelor degree 100 0 female only child
(Mechanical)
M5, 32 4 Married Housewife 32 Mamak Bachelor degree 100 1 male older
child
M6, 31 3 Married Government 31 Mamak Bachelor degree 70 0 female only child
employee
M7, 36 4 Married Housewife 36 Al t é nd. Bachelordegree 50 1 female older
child
M8, 31 4 Married Housewife 31 Al t e nd. Associate degree 80 1 male older
child
M9, 39 4 Married Housewife 39 Etimesgut Bachelor degree 80 1 male younger
child
M10, 35 4 Married Government 35 Al t é nd. Bachelordegree 90 1 female older
employee child
M11, 26 4 Married Housewife 26 Akyurt Associate degree 60 1 female older
child

M12, 39 3 Married Teacher (Turkish) 39 Pol at | « Bachelordegree 80 0 female only child




Table 419. Preschool teachess pr of i |l e of t

he Study

9GT

Document Age Level of  Household Parental Place of  average monthly  number gender of the birth order of the
name the education of composition  status residency of income of selected of sibling selected child selected child

teachers  teachers selected child(k)

child

Document Group: Preschool teachers
T1,35 35 Master degree 3 Married Not specified  Not specified 0 male only child
T2, 36 36 Bachelor degree 4 Divorced Al t end Notspecified 1 male older child
T3, 27 27 Bachelor degree 4 Married Cankaya 100 1 male older child
T4,39 39 Bachelor degree 4 Married Sincan Not specified 1 male older child
T5, 24 24 Bachelor degree 3 Married Yenimahalle  Not specified 0 female only child
T6, 25 25 Bachelor degree 3 Married Yenimahalle  Not specified 0 male only child
T7,50 50 Master degree 4 Married G° | bak: Notspecified 1 male younger child
T8, 37 37 Master degree 4 Married Sincan Not specified 2 male younger child
T9, 30 30 Bachelor degree 3 Married Cankaya Not specified 0 male only child
T10, 26 26 Bachelor degree 3 Married Yenimahalle  Not specified 0 male only child
T11, 37 37 Bachelor degree 4 Married Mamak Not specified 1 male younger child
T12,31 31 Master degree 3 Married Cankaya Not specified 0 male only child
T13-C1, 37 37 Masterdegree 4 Married Mamak Not specified 1 Female Younger child
T14-C2, 44 44 Bachelor degree 4 Divorced Al téend 30 0 Male Only child
T15C3, 42 42 Master degree 4 Divorced Not specified  Not specified 1 Male Younger child
T16-C4, 49 49 Bachelordegree 2 Married Not specified  Not specified 0 Female Only child
T17-C5, 40 40 Bachelor degree 5 Married Kecidren Not specified 0 Male Only child
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4.2.3 Culturally appropriate childhood aggression

Study 2 is a grounded theory research exploring culturally appropriate childhood
aggression. In this study, 41 interviews and five observations led to the identification
of 9 themes, 38 categories, and 106 codes. As shown in Figure 4.6, these 9 themes

provide a comprehensive perspective on childhood aggression.

Function of the Aggressive Behaviors
Antecedent of the Behaviors /
/ a
/ Aggressive Behaviors
/n //
Intervention Strategies for Managing aggression / /
——
—— J
\\\ /
a a
Culturally appropriate childhood aggression Patterns & Manifestations of Aggression
—
-
_— \
o
a ~—
Behavioral Challenges & Outcomes \\ \\
\ Background Determinants of Aggression
\
Consequence of aggressive behavior a

Factors contributing to aggression

Figure 4.6. Themes of culturally appropriate childhood aggression

These themes include the antecedent of the behdwit®s), aggressive behaviors
(f=375), consequences of aggressive behavie249), intervention strategies for
managing aggressiof=@56), function of aggressive behaviofrs161), patterns and
manifestations of aggressiof=$87), factors contributing to aggressioir690),
background determinants of aggressida804), and behavioral challenges and
outcomes fE109). The following sections provide more detailed informatiorthe

categories and codes under the relevant headings.

4.2.3.1 Themei: Antecedent of the behaviors

One of the significant themes that emerged in Study 2 is the antecedent of the
behaviors. This theme is crucial for detecting, investigating, intervening, and

understanding problem behavior. During interviews, the researcher sought answers
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to the question, A Wh at happens before aggre
4.7, a substantial and extensive number of codes emerged fdassobservations.

Most of the codes under this theme were derived from these observations.

14 % -
12 %
10 %
8% -

6%

Coverage %

4%

N /\_/
0% : : T - T

Figure 4.7. Code trend of antecedent of the behaviors across different document
groups

The definition of antecedents of behavior refers to the factors that trigger aggression.
This theme explains what happens right before a child displays aggressive behaviors
and addresses the question of why. Four categories emerged as prominent triggers of
aggression within this theme. As shown in Figure 4.8, these categories are emotional
and situational triggerst< 93), emotional and psychological triggefs 86), peer

interactions and social dynamids @4), and teachenitiated actionsfE 22).

Antecedent of the Behaviors
Environmental & Situational Triggers Peer InFcractions and Social Emotional & Psychological Triggers Teacher-Initiated Actions
Dynamics
Figure48. Theme 1 and itsd categories
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4.2.3.1.1Categoryi: Emotional & psychological triggers

Childhood aggression can be triggered by emotional and psychological factors or
behaviors that provoke emotional reactions. One such trigger is unusual or
expressive behaviors, which include physical, verbal, and nonverbal expressions of
emotions, such as physical contact or frequent vocalizations in the environment.
These behaviors are categorized under emotional and psychological triggers because

they can disturb others, leading to emotional and psychological responses.

For e x @2anMaleg was gitting on a chair with a Lego in his hand, pretending

to drive a car. Two younger boys approached C2 and started hitting the back of his

chair with theirhand®a Si mi | ar | y, MBr exafde) even xvithlher i n e d
brother, he plays that way. He has to touch her. He can touch his sibling out of the

bl ue. And she says, 6Dondét touch me, wh y
contact ®hese two examples show that sometimes a child who frequently displays
aggression may be triggered by being touched by others or by simply touching
others. The child might initiate conflict depending on how the recipient perceives the

touch.

Additionally, unusual and expressive behaviors can also involve vocalizations that
seemout of placst r ang e, or contextualC2yMalelpappr o
during free play time, was drinking water while sitting on the mats. Suddenly, he
began to laugh and giggle, continuing for almost two minatesThe r esear c he
not understand the reason behind this laughter, as there were no other children
nearby and nothing amusing occurring. However, during the observations, C2

consistently made sounds | i ke fioooo0 or |

Another emotional and psychological trigger is the desire for recognition and

attention, as shown in Table 4.20.

Seeking recognition and attention refers to behaviors aimed at gaining attention and
validation from others. For exampFbre, T2

i nstance, he's going to say something to
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again because he wants something. But if A doesn't turn to him, for example, this
becomes a big problem forhim. Thi s exampl e shows how a chil

frienddébs attention by repeatedly calling the

Table 420. Category 1 (Theme 1) and its codes

Category/ Description f Participants Empirical indicators
Codes (n/46)

Emotional & Behaviors and 36 10 -
psychological triggers evoke

triggers emotional and
psychological
reactions.
Unusual or Behaviors that 15 7 They are like Tom and Jerry. It starts a:
expressive expressive  suct joke, but then it can turn into a serious fic
behaviors as physical where his brother hits him, hbits him
contact and weirc back. (F12, 39)
vocalization
Seeking Displaying 9 4 During free play C5 showed lego toy in
recognition & behaviors to seel hand to his friend. (C5, Male)
attention attention and
validation
Emotional Being emotional 12 4 In free play time, a boy spoke up witho
sensitivity & and perceptive targeting anyone, !
social about incidents ol documentaries at home. (C1, Female)

perception statements

The last emotional and psychological trigger is emotional sensitivity and social

perception. This refers to being sensitive and perceptive to unsolicited remarks,

comments without meaning, triggering statements, embarrassing actions in social

settings, or unique traits or roles.o r exampl e, While sittmggoni nst anc e,
chairs and doing an activity, one child next to C1 (Female) burped. During this

incident, the class was very quiet. Even the researcher did not hear or notice the

burping 0 @ntbarmssing situation, such as burping, can trigger children, as it did

in Cl6s case.

4.2.3.1.2 Category.: Environmental & situational triggers

Environmental and situational triggers refer to factors within the classroom setting,
activities, and play that may provoke aggression. One such factor in a classroom
environment is spatial arrangements. This code captures incidents or conflicts related

to space or seating arrangements. In some cases, children may argue about sitting
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next to each other, or simply sharing the same space at the same time may lead to
conflicts. In an observation of C2 (Male), the researcher noted spatial factors as a

triggering element, as follows:

For the play activity, all the children were supposed to sit on mats and wait
for the activity to start. A close friend of C2 sat next to two girls, squeezing
between them. C2 went to sit next to his friend, but there was no space
avail(@hMae) 0

Additionally, changes in activities and classroom transitions areealgoonmental

and situational triggers, as shown in Table 4.21.

Table 421. Category 2 (Theme 1) and its codes

Category/ Description f  Participants Empirical indicators

Codes (n/46)

Environmental Classroom, 93 15 -

& situational activity and play

triggers related triggers

Spatial factors Space relatec 20 4 At the end of the day while waiting fc
issues such a their parents to pick up C5 and his frien
conflict related were playingwith dough. C5 stood up an
space or being in i went next to his friend who was sittir
same space opposite of him. (C5, Male)

Activity Change in routine 29 5 Teacher said collect toys in the classroc

changes & activity and C2 started ta@ollect toys. (C2, Male)

classroom transitions

transitions

Play & object Playing, conflict 44 14 C1 and her friends were sitting on the

related triggers during play, use of chairs. Clbés cl osc
belonging and went to drink water. Another gir
dispute over approached next to C1 to sit on the ch
belongings which belonged to

(C1, Female)

Changes in classroom routines, transition periods, and the gap time between
activities can create situations that lead to aggression. Trasstions may occur
due to teacher directives, but children may complete tasks earlier than their peers,

leading to a gap period where they might be left unsupervised, wandering or

engaging in other activities. Ch(Made) i s i |
and his friend finished their work earlier than their peers. They went to the mats and
started playing by jumping onthem. | n t his case, the chil

wander after finishing their tasks, and the teacher did not provide any additional

assignments. This situation can potentially trigger aggressive behavior.
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Lastly, aggressive behaviors can emerge due to play and -oblgtetd triggers.
| maginative play, free ©play, di sputes over
belongings, and conflict during play are captured by this code. For example, before

aggressive behaviors occurred, children were playing without any signs of conflict:

The cushions in the classroom were arranged like a bed. C2 opened the
cushions and piled them on top of each other. C2 and his close male friend
made an agreement to play a jumping game. Together, they jumped from the
higher cushion to the bottom cushion. (C2, Male)

Il n some instances, children may use othersbo
behaviors. For example, in the case of C1 (Fem&&):was drawing a heart shape

on a blank sheet of paper and started to color it with blb&ere, C1 was simply

using her friendbs coloring pens, and there
However, based on the researcheros observat
frequently wuses her friendb6s belongings, c |

expensive. In such cases, there is covert oppression, where other children may feel
suppressed and thus avoid reacting to conflicts. Although there may seem to be no
conflict at a surface level, it is present subtly. This pattern was not limited to this

incident and was supported by teacher confirmations.

4.2.3.1.3Categorys: Peer interactions and social dynamics

Social interactions, conflicts during peer interactions, and power dynamics within a
friend group play a role as antecedents of aggressive behavior. Therefore, peer
interactions and social dynamics is a category that includes positive peer interactions,
social engagement and exclusion, power and status among peers, and peer conflicts

and struggles, as shown in Table 4.22.

Table 422. Category 3 (Theme 1) and its codes

Category/  Description f Participants Empirical indicators
Codes (n/46)

Peer 44 12

interaction

and social

dynamics
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Table 4.22(continued)

Positive Supportive 5 2 During transition period two children held ea
peer interactions ot herés hand whil e
interactions between two or held hands for a long time. (C1, Female)
more individual
Social Attempts to be 7 3 Close friend of Cl came to class in t
engagement part of a group, morning. While hanging his bag to hang
& exclusion rejection from started to talk wit
group drawing for youd6 Ho\
did not draw for you
Power & Position of 4 1 il know how to r esad
status oneds s after the teacher distributed the booklets. (!
among claims regarding Female)
peers superiority
Peer Social conflict 28 12 While children in the classroom were painti
conflict & that creates with watercolor paint, C5 was not satisfit
struggles disruption and with his brush and
dissatisfaction. brushes. After failing, C5 started to ke

insisting and creating conflict on the bru
issue. Then refused to use his brush. (
Male)

Positive peer interactions play a role in social interactibhese interactions refer to
inclusive and supportive relationships between individuals. This concept can be

perfectly illustrated by the following example:

During free playtime, C2, elose male friend, and a girl sat in a circle on the
floor. They each took a water bottle and threw it in the air, trying to make it
land vertically. They turned it into a game, taking turns throwing the bottle.
When C2 noticed a child with special educational needs (with facial features
resembling those of children with Down syndrome, although not actually
di agnosed with Down syndr ome) nearb
replied, 6M can't do it,d but C2 in
hand to sit him down and give him the bottle. M threw the bottle, but
unfortunately, he missed. (C2, Male)

Another potential trigger in social dynamics is social engagement and exclusion,
which involves efforts to engage with peers, either overtly or covertly, and the
possible rejection of these attempts. The distinction here lies in the effort to
participate in social i nteractions, el

status. In observing C5, attempts at group inclusion and exclusion were evident:

At the end of the day, while waiting for their parents to pick them up, C5 and
his three female friends were in the classroom. The three girls held hands and
began spinning to the music. C5 grabbed two of the girls, holding each of
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their hands, trying to join in the spinning game. However, the girls let go of
his hands and refused to include him. (C5, Male)

Il n the example above, ités clear that C5 wa
out, but the three girls rejected his attempt to join their group. Based on the
researcher 6s observations, C5 often faces ¢
female children in the classroom, as well as some of the male children. This

observation is also supported by the teacher.
Another crucial aspect of peer interaction and social dynamics is power and status
among peers. Power and status refer to oneos

themselves as dominant. For example, during

I know how to read and write, 6 a boy sai

bookl ets. 6No, youbre illiterate, 6 said C1
across from him. She lifted the booklet in her hand, turned it towards him,
and said, ORead it then.6 (Cl1l, Femal e)

In this casethe boy may not have intended to assert superiority but could have been
trying to boost his own confidence. However, his peers might have perceived it
differently. As shown in the example, C1 did not participate in this interaction, but

she observed it closely. The female child involved was a close friend of C1, and they

often act together and influence each othero

Lastly, peer conflict and struggles refer to issues that arise within social dynamics,

often due to emotional regulation difficulties, lack of social skills, or the nature of the
relationship. I n some cases, there may not b
may be perceived as disruptive, leading to dissatisfaction. For example, M6 (31)

notes that when a child asserts play autonomy, it can lead to disruption and
subsequent Prerdeceosnddt ctoi m the game her fri
to break it, whatever rules her friend has set up. She disrupts them and adapts the

rules to her own wisheso

|l n summary, peer interactions and soci al dyr

behavior. In some cases, positive interactions, exclusion, power struggles, and
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conflicts can lead to aggression. Observing these dynamics helps highlight the
importance of fostering supportive relationships and addressing social challenges to

ensure all children feel included and valued.

4.2.3.1.4Categorys: Teacherinitiated actions

Teachetinitiated actions refer to the ways in which teachers interact with children

and manage the classroom, which can influence the occurrence of aggressive
behaviors. As shown in Table 4.23, these actions include promoting responsibility
and structure, implementing corrective and disciplinary measures, and the overall

influence of teachers on student behavior.

Table 423. Category 4 (Theme 1) and its codes

Category/ Description F  Participants Empirical indicators
Codes (n/46)
Teacher Teacher 22 9
initiated originated
actions behaviors,
directives and
classroom
management
strategies
Encouraging To gve 6 3 Whole classroom went to workshop to ma
responsibility responsibilities pickles. Whole classroom sat on the flo
& structure and structure tc Teacher callecthildren one by one to make
achieve pickle while others wait for their turn. C4 we
organized for her turn to make a pickle. She was one
classroom the last children to be called out. (C4, Femal
Corrective Using methods 4 3 During lunch time, everyone sat on the chair
and to correct and the lunch room. The teacher called out C5
disciplinary  prevent the his friend who creates problems with C5. T
actions behavior or teacher said Ayou t
chaotic pointing chairs next to herself. (C5, Male)
incidents
Teac heilnfluence of 12 7 The only pattern we notice is that if tt
influence ont eacher attention is shifting elsewhere in tt
behavior behaviors, lack classroom, | am talking about the teach¢
of attention or attention. (T1, 35)
lack of
appropriate
instructions.

First of all, encouraging responsibility and structure refersn&giances where
children are given tasks, directives, and responsibilities to maintain order and peace

in the classroom. An example of this can be seen ifotlusving incident:
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That day, there was an issue between the small group of children and the
others in the classroom. One thiggarold child drew on the blackboard with
crayons. When the teacher noticed this, she handed the child a wet wipe and
asked him to clean the blackboard. Meanwhile, C2 was drawing on a paper in
a separate area of the room. The teacher noticed remnants of pencil shavings
and asked C2 to clean them up and dispose of them in the(€2siMale)

In this case, the teacher provided clear directives to foster a structured and clean

environment, emphasizing responsibility.

Anot her action that mi ght trigger aggressio
disciplinary measures. In such situations, teachers may intervene to address
behavioral issues and restore order. For example, in the following situation, the

teacher used a disciplinary action to correct a behavior:

The children were engaged in a glue activity. The teacher then instructed
them to clean up their materials. When C5 began playing with the glue, the
teacher attempted to take the glue away from him. Initially, C5 resisted, but
the teacher persisted in removing the g{@&, Male)

Her e, the teacherds attempt to confiscate
situation and maintain classroom disciplided di t i onal | vy, teacherso |
influence student actions, particularly whe

attention or classroom management. For example, a lack of attention or inappropriate

feedback from the teacher can escalate situations. One incident illustrates this:

Before interacting with the teacher, C2 had punched his male friend, and the

punch was severe. Since the whole school was in the same classroom at the

time, the teacher did natitness the conflict. Due to the severity of the

situation, the researcher intervened to prevent further harm. A few minutes

later, the teacher noticed the child who had been hurt, visibly upset, and asked

the researcher about the incident. After learning what happened, the teacher
approached the two children, smil ed, and
g u y(G2, Male)

In this example, the teacher's delayed reaction and nonchalant approach may have
unintentionally encouraged further aggression, suggesting that inappropriate or

passive responses can contribute to the continuation of aggressive behavior.
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4.2.3.2 Themex: Aggressive behaviors

In Study 2, aggressive behaviors emerged in Study 1 was observed. Among 23
behaviors listed unde3ection 4.1.3.1.3, 17 behaviors were observed. The remaining
behaviors were not present in the observed classrooms. These behaviors were
categorized as relationd=01), verbal =91), and physical aggressidr193). The
definition and description of each category and the codes of aggressive behaviors can
be found under Section 4.1.3.1.3 and Table 4.8. As shown in Figure 4.9, physical
aggression code emerged mdrequentlyfrom observations and teacher interview

data, while fathers and mothers spoke more about relational aggression.

Absolute frequencies

15 < _—

Figure 4.9. Code trend of aggressive behaviors across different document groups
4.2.3.2.1Category:: Relational aggression
Relational aggression refers to behavior that harms social relations. In Study 2, three
relational aggression codes emergexkcluding, undermining others, and ignoring.
As shown in Figure 4.1@hese behaviors were identified as key forms of relational

aggression.

Undermining others consists of humiliating, mocking, belitting and flauntiing.

foll owing example from Clé6s behavior il
I n Cl16s classroom, one child burped
pointed to her friend and | oudly excl
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to get the tea

t wo ot her children tried
Te (C1, Femal e)

acher, she burped! 6

Excluding 38

[gnﬂring _ 23

Undermining others 30

0 4 8 12 16 20 24 28 32 36 40

Figure 4.10. Relational aggression behaviors

Exclusion refers to deliberately refusing someone a place in a social group or
rejecting their invol vemenCt4(Femalepandhervi t i es | i
three female friends were sitting together, drawing. Another female child
approached them, bu€4 noti ced her and said, AYou ca

indicating the girl should not sitnextto @. | gnoring refers to refu

with someone or stopping amyringlunchj G4l i nter ac
was sitting without eating. The male child
name, but she responded, (fCMq, Iithisndageeh ot | i st

C4 rejected any attempt at social interaction.

Undermining others 7 4

@ Excluding .

Ignoring

Absolute frequencies

Figure 4.11. Code trend of relational aggression across different document groups
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One final interesting observation is that, during the observations, undermining

behavior was most commonly seen. However, fathers tended to mention ignoring
behavior more frequently, while mothers and teact&sussed exclusion more. On

the other hand, the teachers of the observed children did not report any exclusion
behaviors, and fathers never mentioned undermining behavior, as shown in Figure
4.11.

4.2.3.2.2Category2: Verbal aggression

Verbal aggression refers to words or vocals that is harmful or disruptive to others. In
Study 2, two verbal aggression codes emerged. As shown in Figure 4.12, these are

offensive language and vocal outbursts.

Using offensive language 59

0 6 12 18 24 30 36 42 48 54 60

Figure 4.12. Verbalaggression behaviors

Using offensive language refers to the use of slangs, swearing;aadling and

saying hurtful things. For instance,

During free time, a boy spoke aloud without addressing anyone in particular,
saying, il watch the news and documen
interacting with C1 at the time. Upon hearing his statement, C1 paused from
her painting, | ooked up at him, and r
responded, ANoO, I donot watch them. o
Fathers watch the news. o0 (Cl, Femal e)

Namec al | i ng, such as referring to someone
the key factor is how the recipient perceives it. In this case, the boy was visibly upset

and emotionally distressed. Further more,
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reflected in the researcher s observations &
these sources, Cl1 does not view othersodéd supe

a favorable light.

Another form of verbal aggression is vocal outbursts, which include shouting, loud
orhighpi tched vocalizations. M3 (35) described
iHe reacts | ike this, he yells a |l ot when vy

everything is fine, but. owhen we dondét, he re

An intriguing observation is that, aside from data gathered from direct observations,
offensive language was mentioned more frequently than vocal outbursts across all
other groups. However, as shown in Figure 4.13, the teachers of the observed

children did not report any instances of vocal outbursts.

26 4

Vocal Outbursts 20 1

. Using offensive language

Absolute frequencies

Figure 4.13. Code trend of verbal aggression across different document groups

4.2.3.2.3Categorys: Physical aggression

Physical aggression refers to any physical acootact that harms others or objects.

In Study 2, 12 codes of physical aggression emerged. As shown in Figure 4.14, these
include hitting, throwing something or oneself, causing harm, pulling, pushing,
pinching, getting on top of someone, interrupting play or ongoing educational

activities, kicking, scratching, choking, and biting, respectively.
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Biting 2
Causing Harm 2 > 27
Choking 2
Getting on Top of Somebody 10

Hitting 44

Interrupting Play or Ongoing Educational Activities
Kicking

Pinching = 2 ===

Pulling 23

Pushing 22
Scratching 3
Throwing Something or Oneself 31

0 5 10 15 20 25 30 35 40 45

Figure 4.14. Physical aggression behaviors

Definitions and descriptions of physical aggressive behaviors can be found

under heading 4.1.3.1.3 and Table 4.8. One of the most commonly obse

in detail

rved and

mentioned behaviors is hitting. During observations, it was noted that children

sometimes hit with their hands or use other objects as tools. An example of using

objects as tools is illustrated in the f
fwhen a boy said, 6You are not supposed t
boy and said, o611 wildl never call you pre
pencil case in her hando I n ot her cases, chil dren hi

e x a mpwhike waitifig in line, C2 (Male) hit his friend twice in the stomach with

his fist. He then kicked him with his foot. He made a fist again and hit him hard five

orsixtme®® I n this observation, C2 use

d his f

Another behavior is biting, which is often described as a difficult behavior to
manage. T10 (26) di scussed Oneehabifhiand it

friend's leg. This was an issue that we had a hard time explaining to the parents, and

we had a hard time solving it ourselues.

Although these behaviors, as described and illustrated by the examples, seem to be

overt and easily visible forms of

physic

revealed otherwise. On the initial day of observing C1, the researcher wrote the

foll owing reflection alPmanihg dees &g happem c hi n

frequently. It seems like a loving gesture and does nothurt As a resul t |

first few days, pinching was not considered aggression and was not included in the

data. However, upon further observation and conversations with the te

acher, a

different perspective emerged. According to the reflections after speaking with the

t e a c altkough pirithing may seem like a loving gesture from a distance,
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pinching to subtly establish dominance and authority, and to warn her peers about

something she is dissatisfiedwitd The f ol |l owing example il l ust

While gathering materials from their cabinets, a male child complained about

Cl to the teacher. The teacher warned C1
takes his materials from t Hiegedjovdhbi net . 0 (
Cl0s <cabinet on the top | evel, whil e the

levels. So, each time C1 needed to access her cabinet, she had to use a chair.)
After waiting for a minute, C1 turned toward the boy and pinched both of his
cheeks. She made eye contact and began whispering something. (C1, female)

4.2.3.3 Themes: Consequence of aggressive behaviors

Another theme that emerged is the consequence of aggressive behaviors. This theme
refers to I mmediate responses and reactions
as teachers, peers, and parents. This theme differs from outcomes because
consequences refer to spontaneous incidents and reactions occurring right after the

behavior, which are different from outcomes, especially -@ngn outcomes. As

shown in Figure 4.15, five categories emerged that explain the consequence of
aggressive behavior theme. These are passive, avoidant,-oespamsive reactions

(f=75), corrective actions and behavioral adjustmerits63), defensive and

retaliatory response$=47), emotional and social consequende84), social and

peer influence responsds30).

Consequence of aggressive behavior

7 I\

Passive, Avoidant, or Non-

Responsive Reactions Social & Peer Influence Responses
Defensive & Retaliatory Responses

Corrective Actions & Behavioral Emotional & Social Consequences

Adjustments

Figure 4.15. Theme 3 and its categories

As shown in Figure 4.16, among these five categories, passive, avoidant,-or non
responsive reactions, defensive and retaliatory responses, and social and peer

influence responsesere more frequently observedthe observation data.
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Corrective Actions & Behavioral Adjustments
Emotional & Social Consequences
Defensive & Retaliatory Responses

Social & Peer Influence Responses

Passive, Avoidant, or Non-Responsive Reactions

Absolute frequencies

4,

0,

A, e,

”

esen,, |/
,

Figure 4.16. Code trend of categories of consequence of aggressive behaviors across
different document groups

The fathers did not mention any of these categories, while the mothers did not
mention passive, avoidant, or rosponsive reactions. The teachers of the observed
children mentioned defensive and retaliatory responses; however, the interviewed

teachers did not mentidhese responsex all.

4.2.3.3.1Categorys: Corrective actions & behavioral adjustments

Corrective actions and behavioral adjustments refer to strategéedo deal with
conflict situations andespond immediatelyo correct aggressive behaviors. This
category describes how teachers and children in the classroom manage and deal with
aggression through compliance, discipline, and conflict resolution strategies such as
rule enforcement. This category also refers to actions that casmkbeto correct
aggressive behaviors. However, these actaarsalsabe used to deal with conflict
situations with a desire to quickly put an endthe situation. Therefore, these
corrective actions and behavioral adjustmeate not similar to intervention
strategies. These actions might dtsain a negative form, and aggressive behaviors
might be followed by other negative behaviors. As shown in Table 4.24, codes of
conditional conflict resolution, boundary and resource conflicts, compliance, and
instructional responses were revealed as examples of corrective actions and

behavioral adjustments.
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Table 424. Category 1 (Theme 3) and its codes

Category/ Description f Participants Empirical indicators
Codes (n/46)
Corrective T h e c k63 19 -
actons & teacher
behavioral  other
adjustments c hi | dr €
responses ¢
correct
situation and
manage
behaviors
Conditional Proposing 6 3 Teacher said Ado not
conflict condition as a went next to girlfriend she was angry with a
resolution requirement sai d fiLet mdikesdraw @ painting
for for meo C1 show her
reconciling it ake this t o home
l ooking at mineo. ( P
which was her painting to her friend and realiz
that her friend did not prepare anything althot
there was no agreement prior.) (C1, Female)
Boundary & Disregarding 6 3 After C1 caused harm to crayon of her frier
resource boundaries her friend said dl W
conflicts and violating put in the cabineto.
classroom and took green col or
rules set . (Cl1l6s <crayons v
Female)
Compliance To put an end 51 19 His brother gets angry, this time he kicks him «
& to  situation of the game. He says go play by yourself, dc
instructional accepting the interfere in my game, don't play with me. }
response circumstances cannot do anything to the brother. If he wants

and
complaining
or providing
simple
feedbacks
behavior

to

continue playing with his brother, he has to
himself or he has to go and play his own gal
Which he usually prefers the first one. (M9, 39

One of the common behaviors in this category is compliance and instructional

responses. In response to aggression, children somefmigsgly resist but,

depending on the dynamics, eventually comply with the situation in order to resolve

the conflict. By adjusting their behavior through compliance and providing

instructional feedback, children attempt to address problems. For instance, as shown

in the excerpt below, after receiving threats involving offensive language, opposing

children tried to reason with C2 by offeribghavioralndinstructionalfeedback.

C2 threatened to kill them, saying he would drive his car on them. Then, his

t wo

my

big

girl friends
car

nt o

he
t he

t hreatened sai
jail, I wi | |

and insisted that he would go to jail. (C2, Male)
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In another example of compliance and instructional response, after witnessing
excluding behavior, another peer complied with the C1 and started to act together
with C1. As a last resort, they complained. As it is seen in the excerpt below,
responses and reactions sometimes come from another peer or the child, in this case

C1, not the opponent.

After witnessing this, another girl did not object to this and agreed to exclude

the boy. Then boy made another attempt to approach them with another toy in
his hand. C1 said, O6You are disruptini
statement, and together they complained to the teacher. (C1, Female)

4.2.3.3.2Category.: Emotional & social consequences
As a consequence of aggression, emotional and social consequences, as shown in
Table 4.25, refer to the emotional distress experienced by the child, teachers, parents,

peers, or any other individual, and its impact on peer relationships.

Table 425. Category 2 (Theme 3) and its code

Category/ Description f Participants Empirical indicators

Codes (n/46)

Emotional & Reacting with emotions an 34 17 -

social i tsO i mp adationso

consequences

Emotional Being emotionally 34 17 Our girl comes crying anc
distress & discomfortable and tens says my brother hit me. (F¢
social friend relations 39)

reactions

A typical example of emotional distress and so@ahsequences is crying, as

demonstrated by the boy in the following excerpt:

Children were standing in line, with C2 at the front and a boy at the back.
Behind the boy was a wall. After C2 h
boy crashed into the wall. After being hurt by both the punch and the wall, he
started to cry(C2, Male)

The term social refers to the influence of emotions on social relations. For instance,
in one of C26s (Male) observati onsl, a bo

am angry6, with a tearful face. B® t hr ea
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4.2.3.3.3Categorys: Defensive & retaliatory responses

Defensive and retaliatory responses refer tc

personal space, aflde!| ongi ngs. They also involve prot
resisting outside interference, which often leads to retaliation. In summary, this

behavior emerges when a child or their peers feel the need to defend themselves,
p rbeingeoc to maintam itheir eptdiblsised ¢ a |

6constant

t 6s to wel |
The

others' behavior and retaliates by resisting and protecting their stance. For example,

whet her i

position. stated refers to a s

C2 heard the teacher's warning but resisted and retaliated by continuing to behave in

the same manner.

C2 and his friend were playing by
warning, C2got off the cushion, but he and his friend continued the jumping
game. During this process, they repeatedly climbed on top of each other. The
teacher did not issue another warning after the initial one. (C2, Male)

jumpin

As shown in Table 4.26jn addition to resistance and retaliation, defensive

withdrawal and denial also emerged in the study.

Table 426. Category 3 (Theme 3) and its codes

Category/  Description f Participants Empirical indicators

Codes (n/46)

Defensive Behaviors to protect onese 47 8

& or defending the behavior b

retaliatory  resisting

responses

Defensive Pr ot ecti ng 23 7 Children from other classroorr

withdrawal boundary or objects. wer e gat her et

& denial classroom. C3 saw a pupp
belonging to his classroom in
hand of a child from anothe
classroom. After pulling puppe
from chil doés
puppet back in the cabine
where it belongs to. (C3, Male)

Resistance Behavior that directly 24 5 C2 was playing with play

& opposes or disregards ¢
retaliaton adul t 6s corr e

dough. The mother of a child C
was angry with came to pick th

not avoiding the situation bt
rather persisting with thei

child up from school. When th
teacher saw the child off, C

behavior sai d, il won'
because | am ¢
other children saying
Afgoodbyeod. (C2
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Defensive withdrawal and deni al refer to
space or Wna the rsagyést that the child ietreatingto safeguard
themselves, which effectively ends the aggressive behavior. This process can also
invol ve verbaldoe¥dr afsrsndtanoestn. thie ekaenpleibelow,

C4 caused harm to her friendébés belonging

pulling it toward herself:

C4 took a piece of her friend's playdough, turned around to the corner of the
classroom, and placed it in her dough box. The girl whose dough was taken
sai d, AEnough is enough, 0 as she pul
Female)

4.2.3.3.4Categorya: Social & peer influence responses

As a consequence of aggression, one of the resparisesdue to social and peer
influence. This means that reactions to aggressiershapetly social dynamics and
relationships. As shown in Table 4.27, one code that emerged in this category is

social reinforcement and contagion

Table 427. Category 4 (Theme 3) and its code

Category/ Description f Participants  Empirical indicators

Codes (n/46)

Social & peer Responses to aggressit 30 11

influence emerging due to socie

responses relations and dynamics

Social Mirroring the behavior as i 30 11 While C2 was hitting his
reinforcement response and encouragil friend like a game, his frien
& contagion  behavior tried to catch the C's fist witl

his palms. When C2 stoppe
swinging his fist, his friend
got up, approached C2 and |
C2 with his fist. (C2, male)

Social reinforcement refers to behaviors that result from positively reinforcing a
behavior. Furthermore, after aggression occurs as a consequence, this aggression
might encourage others to behawethe same negative wayhis peeiinduced
aggression occurellowing the initial aggression. Another term, contagion, refers to

a mirror aggression that results imesonanb e havi or . This means

actions or reactions elicit similar responses from their peers. This suggests that
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children who were exposed to aggression might react similarly. This code can be
explained by t heAftérdeating & bunpg C1 Feraatep hoeked i

and humiliated her friend by exposing her. After hearing this, two other children
tried to call for the teacherodés attention b
voiced0 Her e, initially, Cl1 undermined her frier
a response, other children are encouraged to do the same and repeat the behavior by

using the same phrase Gded.

4.2.3.3.5Categorys: Passive, avoidant, or nofresponsive reactions

The last category that emerged under the theme of the consequences of aggressive
behavior is passive, avoidant, or A@sponsive reaction3.hese reactions refer to
nonrresponsiveness or minimal responses to aggression. As shown in Table 4.28,
passive or avoidant behavior as code refers to ignoring aggression, being
desensitized to behaviors, and avoiding the conflict situation altogether by physically

moving away from the scene or emotionally detaching.

Table 428. Category 5 (Theme 3) and its code

Category/ Description f Participants Empirical indicators

Codes (n/46)

Passive,  Nonresponsive 075 6

avoidant, minimalresponses

or  non

responsive

reactions

Passive or Ignoring  aggressior 75 6 After C1 pinched her friend, the chil
avoidant  and being desensitize whose cheeks were pinched did not re:
behavior  to behaviors Then, C1 moved away physically frol

her friend. (C1, Female)

One instance of this issue was observed as follows. In this case, the girl who had a

conflict with C1 chose to avoid, ignore, and physically move away to deal with

aggression.
When another girl wanted to sit i n the cl
to protect the chair by pushing the girl away. The girl then moved and sat
somewhere else. C1 said to her friend, il
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4.2.3.4 Theme: Intervention strategies for managing aggression

Another theme that emerged in Study 2 is intervention strategies for managing
aggression. This theme encompasses strategies aimed at preventing aggressive
behavior, as well as resolving and reducing conflict situations. Based on the
interviews and observations, five categories of intervention strategies emerged, as

shown in Figure 4.17.

Intervention Slralcgcs for Managing aggression

//\\

Behavior Management & [)Lsmplmc
Emotional & Social

Development Strategies Therapeutic &

Conflict Rcsulunun & De-Escalation Specialized Interventions
Strategies Preventive & Pruactwe Strategies

Figure 417. Theme 4 and its categories

Thefive categoriegdentifiedare:behaviomanagemeranddiscipline(f=174), conflict
resolution and descalation strategie§=g89), preventive and proactive strategies (

61), emotional and social development strategies 22), and therapeutic and
specialized interventiong10). Among these, behavior management and discipline
were the most frequently mentioned across all participant groups. As shown in
Figure 4.18, while therapeutic and specialized interventions were only mentioned by

the teachers interviewed, preventive and proactive strategies were not observed at all.

Absolute frequencies

Ob,
s,

Figure 4.18. Code trend of intervention strategies for managing aggression across
different document groups
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4.2.3.4.1Categoryi: Therapeutic & specialized interventions

One of the main intervention strategies to manage aggression is therapeutic and
specialized intervention. This refers to providing, encouraging, or collaborating with
families seek professional help. Furthermore, guidance and support within the school
system are also included in this category. One code that emerged under this category

is professional and therapeutic support, as shown in Table 4. 29.

Table 429. Category 1 (Theme 4) and its code

Category/ Description f Participants Empirical indicators

Codes (n/46)

Therapeutic Professional  suppor 10 6

& and therapy

specialized

intervention

Professional Providing or 10 6 She was going tooccupational
& encouraging therapy and we even said that t
therapeutic specialized therapy an number of sessions should |
support intervention increased. Our guidance counse

had also spoken to them but th
were not in favor of it. (T12, 31)

This code refers to teachersoé efforts
guide parents to suitable professionals for help. It also includes the use of a specific
therapeutic approach, occupational therapy. Regarding a child who has an

impulsivity problem, T3 stated:

He had a lot of impulsive behavior, and there were times when he hit his
friends, for example. In this context, it was not something | could tolerate
very much. At some point, | wanted him to be taken out of the classroom and
spend time in counseling. And when he is ready, or when he feels he is ready,
then he can join. (T3, 27)

4.2.3.4.2 Category2: Conflict resolution & de-escalation strategies

Other intervention strategies include conflict resolution andstalation strategies.
These strategies aim to reduce conflict situations and decrease the frequency of
aggression. To achieve the goals of this intervention, three different strategies
emerged. As shown in Table 4.30, these are using gentle verbal and nonverbal cues,

redirecting attention and behavior, and managing and resolving conflicts.
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Table 4.30. Category 2 (Theme 4) and its codes

Category/  Description f Participants Empirical indicators
Codes (n/46)
Conflict Strategies to 89 33 -
resolution  diminish
& de- conflict and
escalation reduce
strategies  aggression
Using Using gentle 30 22 My husband tries to talk to my daughter. F
gentle word, example, she should not be spoken to in suc
verbal & approaching condescending or patronizing way in my preser
nonverbal to child and For example, by saying that she is also smal
cues touching that you were once small. For example, | saw |
trying to soothe her a little more like this. (M1
26)
Redirecting Distracting 24 12 My approach is a little bit, you know, how do
attention & and attract the child's attention, how doplll them
behavior providing away from there? | mean, how do | pull them
opportunities another direction? (F5, 33)
to put a
distance to
conflict
Managing Encouraging 26 18 AThis is your brother
& resolving and too. Let him play too, not just you. Okay, he m
conflicts mediating be younger than you, he may not understand
conflict may not follow your rules. But at least make h
situations hold the end of it, show him, even if it's fake. T
him to be part of wha
32)

First, using gentle verbal and nonverbal cues involves calmly explaining and

reasoning with children. This approach also includes physical touch and using a

physical presence to guide the child away from the conflict or to redirect their

attention. During the observation, this intervention was seen as follows:

o4n~— >

In this example, the teacher used both verbal and nonverbal cues. By squatting to

C5's level, making eye contact, and asking questions, the teacher engaged in an

- > TSSO —

ter seeing
ys?0 She ap
e asked aga
e teacher t
oset, sayin

T 0O

Q - -

5 throwing toys, the
roached C5, sqguatted
n, AWhat are we doing
en asked, AWhere is t
, AnHere. o (C5, Mal e)

attempt to explain and reason with him. Another example comes from a father (F3,

33), who described how he uses gentle words and reasoning with his daughter to

resol

vV e

conWHertl

Haei d,ai dl o dik, w e
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webre going out to eat the hamburger you ju
instead of buying. @ Thiys 6f asthleerundlrarsaeadoti s

dealing with his daughterdéds aggression when

Another strategy for conflict resolution involves redirecting attention and behavior.
This refers to efforts to distract children from ongoing conflicts and redirect their
focus to other activities. This redirection does not always require changing direction
entirely; it can be as simple as ending one activity and moving on to the next routine.

For instance, during C46s observation, the t

C4 got on top of her girlfriend, and then her close friend climbed on top of
her as well. Three children ended up on top of each other. When the teacher
saw this, she called out loudly and asked them to get in line. (C4, Female)

In this example, the teacher stopped the ongoing activity and, seeing that the activity
was nearly over, qguickly redirected the chi
mother described how she redirected attention by providing distractions, using the

childrendés favorite toys or activities, as f

| try to keep them (children) occupied with whatever toy or activity | have at
the moment. Theyore a |little easier to di
play with the younger child because he/she is more easily deceived. | say,
AfLet s play this game with your bab
|l i kes writing and dr awing, I say t
draw this baby. o6 This is how we fin

y. 0 Fo
hings
d a di

The final conflict resolution strategy is managing and resolving conflicts. This
involves adults intervening in conflicts by offering practical probkatving advice,

encouraging children to talk through conflicts, and playing a mediating role. One
mother described her mediating approach by likening it to a courtroom, explaining

how she encourages children to talk and negotiate about their issues:

I dondét interfere much. Most of the ti me
room. Although | hear them, | listen to each one separately, and we set up a
courtroom. I say, ATel | me your side fir:
you want to say about this? Why did you d
happened, | just want to hear it from them. Do they change it? How do they
say 1it? They donot change it mu c h, but t}
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In that case, since | already know the details, | usually offer a solution. | say,

AfiLook, you can handle it this way, or
want to continue, this is how it wildl
thatdés fine too. You may not accept i

4.2.3.4.3Categorys: Behavior management & discipline

Behavior management and discipline is another emerging category that refers to
strategies aimed at correcting or directing behavior. As shown in Table 4.31, these
strategies include direct discipline responses, teaching boundaries and accountability,

ignoring, reinforcement, and punishment.

Table 431. Category 3 (Theme 4) and its codes

Category/ Description f Participants Empirical indicators
Codes (n/46)
Behavior Discipline 174 39 -
management & methods to
discipline reduce
likelihood of

behavior and
correct the

behavior
Direct Instant 75 29 Of course, people do things, but | don't react
discipline emotional much, | mean, | get angry. For example, he si
responses responses ani iDad, okay, don't ge
reprimanding it againd. That's ho-
behaviors
Teaching Reminding 7 3 We keep our hands to ourselves; ykiow,
boundaries & about personal space. Everybody has a space
accountability  personal course we have to respect others. There
space anc bubble, if someone enters that space, the bu
how o] bursts. So then we are entering someone e
actions might space, personal space. We have done activ
influence related to these. We have done activit
others expressing that we should keep our hands
ourselves, that we use our hands to love, tha
use our hands for good behavior, for gc
behavior. (T12, 31)
Ignoring Dealing with 19 10 | didn't say anything to him after that seconc
behaviors by didn't say anything calming, | didn't s¢
ignoring  to anything like punishing or getting angry, | did
calm child or say anything like why are you doing this, wl
extinct the dont you do this, and | stopped tl
behaviors. communication there and then. (T2, 36)
Reinforcement Removing or 77 31 Now they have learned. | have warned them
& punishment  introducing many times that this should not happ
stimulus  to anymore, thatthere should be rules in tF
increase classroom. You have also seen, | showed yo
desired behavior chart board in our classroom. | pu
behaviors or star on it for every good behavior, for examp
decrease (T14-C2, 44)
negative
behaviors
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The first of these strategies is direct discipline responses, which refers to immediate
reactions when a behavior first occurs. These responses are typically aimed at
quickly intervening, such as reprimanding or emotional reactions. During

observations, it was noted that this code emerges first, before teachers use other

follow-up techniques. For instance, after C5 (Male) threw toys, the teacher said,

NG5, I's that how we collect?6 She then picke
floor and held it out to C65. 6C5, I want \
classroom,® $hetaiddeadase, the teacher first

then used other strategies.

Another common strategy is reinforcement and punishment. Both can be either
positive or negative. Negative punishment involves removing stimuli to reduce
aggression, while positive punishment involves introducing stimuli to reduce
aggression. In the current study, positive reinforcement was also observed. Positive

reinforcement refers to introducing stimuli to increase desired positive behaviors. For

i nstance, M6 (31) described her husbandbs b
aggr esHsei osnay s, ol f you do that agai n, [

agai n, he goes and squeezes her hand. He s a
hurt her so she wontdodt. | n t his case, the father uses

attempt to reduce aggression.

In one of the more intriguing cases, F2 (34) explained his preference for negative
punishment as his choice of intervention. He disciplines his childebyoving

attention and affection, aiming to reduce negative behaviors. F2 said:

F2,34:fil 6m sul ki ng. I dondét talk for 3 to -
when | go to bed. For example, every morning they kiss me goodbye but
whoever is to bl ame, my son or my daughte
me. Or | don6ét kiss him.o

M2,26cAiYou donot sit at the same table. o

F2,34:iWe donoét sit at the same tabl e. I S
6You will eat your food after | eat mine.
they kiss me, | kiss them, and they go to bed like that. The punished one has
no right to kiss. After that, after a day or two, they start coming to me. They
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say, Ol realized my mistake, I apol ogi
he repeats the same mistake, this time | extend the sulking period a little
| onger. This time | dondét | ook at him

4.2.3.4.4 Categorys: Emotional & social development strategies

Emotional and social development strategies refer to techniques that adults use to
support children's social and emotional growth. Within this category, as shown in
Table 4.32, two key strategies emerged: assigning responsibility to foster positive

engagement and encouraging emotional awareness and empathy.

Table 432. Category 4 (Theme 4) and its codes

Category/ Description f Participants Empirical indicators

Codes (n/46)

Emotional & Strategies tha 22 17 -

social contribute

development emotional and

strategies social skills

Assigning Providing 4 3 Sometimes when he first comes to schoo
responsibility children  with take him with melet's do some great activitie
to foster specific tasks today C5, can you be my helper todayRen |
positive and give him certain responsibilities, | see that
engagement responsibilities tries to fulfill them. (T17C5, 40)

Encouraging Promoting 18 14 iLook, I me an, you
emotional emotion, yours into the game, but when you wanted
awareness & empathy and enter this game, what would you do if th
empathy prosocial skills didn't let you in,would you be upset? Yes,

woul d be sad. 0 She i
but she may not do anything about it. (F10,4

Encouraging emotional awareness and empathy emerged as a particularly common
strategy. This approach involves techniques émaiance emotional and social skills,
ultimately reducing aggression. In the example below, the teacher initially removed
C5 from the conflict situation. Without a prior plan, when the opportunity arose, the
teacher used the moment to talk about emotions and empathy. The discussion about

animals happened naturally.

As a result of C56s aggressive behavi
was playing with toy animals next to the teacher, they started talking. During

the conversation, C5 mentioned seeing a cat with its tail cut off. They
discussed the pain the animal might have suffered and how to treat animals
with kindness. The teacher then asked
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fri

end?6

Thi s
and the importance of empathy. (C5, Male)

ed

t o a conversat

4.2.3.4.5Categorys. Preventive & proactive strategies

Last but not least, preventive and proactive strategies refer to intervention techniques

on

designed to prevent problematic behavior before it occurs. As shown in Table 4.33,

three strategies emerged to achieve this: teaching moral and social expectations,

strengthening parersichool collaboration, and identifying and monitoring behavior

patterns.
Table 433. Category 5 (Theme 4) and its codes
Category/ Description f Participants  Empirical indicators
Codes (n/46)
Preventive & Strategies tha 61 28 -
proactive aim  behaviors
strategies before it
happens anc
enforcing norms
and rules
Teaching Rule 11 6 For example, | try to explain it in a swe
moral & enforcement way. For example, let's say he yelled at
social and imparting mother, | tell him that Allah does not lik
expectations ethical and those who yell at their mothers. He w
religious punish them in the afterlife and write sir
lessons That kind of attentiofgrabbing... | try to
say things that will attract their attention.
try to say different things. (F5, 33)
Strengthening Existence of 38 22 Well, this is the detail that | found mo
parentschool interaction critical. Throughout the year, the parer
collaboration between parent: argued that this behavior happened
and school school, so this behavior should be solvec
concerning school. He said that he did not want to t:
aggression about these behaviors at home and spoil
relationship with his child. But | think i
parent is of course responsible for th
child's behavior at school. (T1, 35)
Identifying & Using 12 12 For example, | have to observe children
monitoring observation anc the time. | am with them even in free tim
behavior monitoring and if you pay attention. | go to them when th
patterns preventing are playing or | try to separate the one
behavior feel areforming as a group. Because wh
happening they come together, | cannot coordinate
beforehand by intervene. By the time | intervene, tt
considering incident has already happened. (13,
problematic 37)
issues
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Strengthening parersichool collaboration is one of the most common primary and
preventive strategies mentioned. It refers to the interaction between families and
preschools, emphasizing the importance of effective communication and
collaboration in addressing behavioral and developmental challenges in young
children. However, in some cases, collaboration may be limited or nonexistent.
Through communication, schools aim to address potential problems and aggression.
T1 stated that her school implemented a policy that requires parents to be open to
communication and referrals to external support services. She described this process

as follows:

We try to take steps toward more positive discipline in our school. If the child

is not cooperative and these behaviors continue, we do not delay in informing
the family. Sometimes, something happens at home, and once we understand
and resolve it, the child relaxes at school. If we feel the family needs help
with parenting, we do not hesitate to refer them outside. Parents are aware of
this policy when they enroll in scho¢l'1, 35)

Although T1 stated that parents expect this policy when they rethistierchildren,
as shown in T16s quotations in Table 4. 3.

to deflect accountability and did not want to participate in the intervention.

4.2.3.5 Themes: Function of the aggressive behaviors

Function of the Aggressne Behaviors

AR

Reactive and Resistant Functions Attention-Seeking Functions

Social and Power-Driven Functions Sensory and Cognitive Functions

Emotionally Driven Functions

Figure 419 Theme 5 and itsO6 categori e

Another significant theme that emerged in Study 2 is the function of aggressive
behaviors. This theme refers to the purpose the aggressive behaviorargethe

aims and goals children seek to achieve by using aggression as &fteol.
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interviews and observations, five categories emerged as functions of aggression as

shown in Figure 4.19.

There are reactive and resistant functior$2?), social and powstriven functions
(f=48), emotionally driven function$=30), sensory and cognitive functiorfs18),

and attentiorseeking functions f£3). Among the five categories that emerged,
reactive and resistant functions were observed more frequently than the other
categories. On the other hand, attenseeking was mentioned only by the
interviewed teachers and mothers. As seen in Figure 4.20, fathers did not contribute

any valuable information to this theme.

Attention-Seeking Functions

Reactive and Resistant Functions 14 4

Sensory and Cognitive Functions

Absolute frequencies

Figure 4.20. Code trend of function of the aggressive behaviors across different
document groups

4.2.3.5.1Categoryi: Attention -seeking functions

Attentionseeking functions are one of the purposes aggression can serve. This

category describes a childbés behaviors ai me
of fensive | anguage, interrupting class actiwv
or parentods attention. I n such <cases, the ¢

behaviors to fulfill this need. Similar to the case described in Table 4.34, T9

described a childbés need for attention. I n
chil d, when the teacherods attention was dir
himself:
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He can do anything that attracts attention, even something like this that
happened in English class. He took scissors ihail. They were doing an
activity with scissors in class, and he tried to cut his hair. Our teacher asked

him what he was doing, and he said, f
Even in the smallest things, he needs to do something to attract attention.
éeHe is constantly doing something and

do something, and he stands up and disturbs his friends. | called him to me,

we did things together, and one day | took him on my lap to fulfill his need

for attention. ALook at me , the teacl
something like this happened. He wants to share it with his friends. He wants
constant attention, which can be tiring, considering the other children’'s need

for attention(T9, 30)

Table 434. Category 1 (Theme 5) and its code

Category/ Description f Participants Empirical indicators
Codes (n/46)
Attention-  Utilizing 3 2 -

seeking  aggression tc
functions garner attention
and become ¢

focal point

Attentionr To behave 3 2 Heavy swearing. | was even surprised, where

seeking  aggressively in you learn it from? Once he said he learned it fr
hopes to catct my grandfather. When we talked to the family, tt
someohne: said it had nothing to do with it, but of course
attract attraction don't know how true that is. Also, when he dra
to receive love attention from there, he continues that behav
and care Even if we talk to him, even if we push him, he s

does it. (T9, 30)

4.2.3.5.2 Category2: Reactive and resistant functions

Another category that describes the function of aggressive behaviors is reactive and
resistant. The reactive and resistant function refers to using aggression as a tool in
response to rules, authority, and defensive or oppositional behaviors. As shown in

Table 4.35, two codes emerged that serve reactive and resistant functions.

Table 435. Category 2 (Theme 5) and its codes

Category/ Description f Participants Empirical indicators

Codes (n/46)
Reactive 62 4 -
and

resistant

functions
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Table 4.22(continued)

Resistance To act 42 4

and against and
opposition defy
authority

Behavior behavior is 20 3

asagame part of a
game or
playful
activity,
aggressive
behaviors
that has the
aim of

playing

C2 threw the car he was holding fast on the grot
His friend then threw @mall hard toy in the air
There was no teacher in the classroom, but a tra
teacher . The trainee t
toyso. After this warr
hand in the air. The trainee teacher warned again
said that the free time would not be extended bec
they threw the toys. (C2, Male)

He and his friend jumped from the higher mat to
lower mattogether. After jumping -2 times, C2
jumped again and fell on top of his friend. He sat
top of his friend's body by putting his weight on
He did not get up immediately but kept his wei
for 30-40 seconds. The teacher warned him, say
AiWe are not jumping. o
was. However, they continued this jumping game
this process, they continued to jump on top of e
other with their friend from time to time. The teact
did not warn them again after the first warning. (¢
Male)

The two categories that emerged are resistance and opposition, and behaviors as a

game. OBehavi

or

as a gamed refers t

O usi

This code belongs to this category because the child challenges authority through

play, engaging in aggressive behavior as a reaction to rules. The second category,

resistance and opposition, refers to any resistance against the teacher, other children,

or any other figure of authority. These behaviors typically occurred after scolding,

reminder s

of

r ul

es, or teacherso di

rect

Interestingly, the figure of authority does not always have to be a teacher. In some

cases, if another child asserts authority, they can become the authority figure. For

instance, in one situation, C1 gave directives to her friends, controlling them and

assigning them roles as dogs. Since controlling her friends and taking on a leadership

role was a recurring pattern for C1, the teacher attempted to address the behavior. As

shown in the following quotation, C1 persisted in this behavior, even intensifying it.

One key indicator of opposition and resistance is the act of maintaining eye contact

with the teacher.

C1 and two girls were playing house. C1 and her two friends decided to
pretend to be dogs. They mimicked aggressive dogs, barking and screaming
at another friend. During this, C1 consistently maintained eye contact with
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the teacher. This occurred right after the teacher had warned C1 for giving
orders to her friends by pretending to be a dog and not controlling them
properly. (C1, Female)

4.2.3.5.3Categorys: Sensory and cognitive functions

Sensory and cognitive functions are amongftimetions of aggression. This refers to
aggressive behaviors that serve to fulfill the need for stimulation and engagement.
The emergence of this category implies a need for sensory input. As shown in Table

4.36, one of the codes that emerged here is seeking stimulation and engagement.

Table 436. Category 3 (Theme 5) and its codes

Category/  Description f Participants Empirical indicators
Codes (n/46)

Sensory anc Fulfill the need 18 7 -
cognitive for  stimulation
functions andengagement

Exploration To explore and 6 4 In the beginning, for example, this child
experience  once tactile. | mean, he needs to touch someth
something caugh But | think awareness emerges later on. (T
the attention of 31)
child
Seeking To outsource 12 4 When C2 was sitting in the November
stimulation stimulus due to activities, there was a-Ylearold boy in front
and need for of him. C2 hit and kicked the back of tf
engagement interaction  and chair in front of him with his foot. (C2, Male
stimulation (Reflective notes: In the process, they wai

for a long time for their turn. When it we
their turn, C2 did not want to participate.)

This code reflects when a child engages in behaviors because they are seeking
stimulation or more engaging activities during idle or unstructured times. These
unstructured idle times might be related
transitions. However, this is also related to boredom. For instance, while playing, if a
child starts to take fewer turns and roles and becomes bored, this may lead to

aggression, as described in the following quotation:

C2, a boy, and a girl were playing a game where they threw a water bottle in
the air and tried to land it on a flat surface. They were sitting in a circle. Each
of them put a toy box in front of themselves and tried to throw the bottle
upright into the box. Except for C2, the other two children were taking more
turns. C2 took the toy box in his hand and threw it in the air. The box he
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threw fell on top of the other two toy boxes. C2 stood up, picked up the toy
box, and threw it in the air again. The box landed on the other child who was
playing.(C2, Male)

4.2.3.5.4 Categorys: Emotionally driven functions

One possible function of aggression is emotionally driven functions. These refer to
the expression of emotions through aggressive behavior and the situations in which
internal emotional mechanisms play a significant role. As shown in Table 4.37, three

codes emerged as key emotionally driven functions.

Table437.Cat egory 4 (Theme 5) and i

Category/ Description f  Participants Empirical indicators

Codes (n/46)

Emotionally To express ol 30 6 -

driven emotions

functions

Defense To harm 10 5 Children from other classrooms we

mechanism something or gathered in C36s cl
someone to guar belonging to his classroom in a hand of
something or child from another classroom. After pullin
defensing  one: puppet from chil dos
feeling as a in the cabinets where it belongs to. (C
reaction Male)

Retaliation To revenge anc 14 5 The dentist came to school. During the der
retribute as @ checkup, C2 was sent to the back of the li
response to pas because he was causing a disturbance.
experience went in front of the child at thiack. At first,

he swayed a little in his position. Then |
made a fist and started waving his ha
towards his boyfriend behind him. C2 madk
fist and hit his friend twice in the stomach. t
kicked him with the back of his foot. H
made a fist again and hit him hard five or ¢
times. (C2, Male)

Emotional  Expressing stron¢ 6 3 C2 and his friend threw the cushions in 1
expression emotions non air, playing with them like toys, and ke|
through verbally or hitting each otherThis attracted the attentio
behavior behaviorally of another girl. She took the cushion from ¢

and continued the pillow fight. C2 got ang
and walked away by kicking the toy
underneath with his foot (C2, Male)

These are defense mechanisms, retaliation, and emotional expression through
behavior. Retaliation is one of the most frequent codes in this category. It refers to
behavior that directly responds to a previous action, where the child engages in an

act of revenge or retribution. The purpose of retaliation is often to restore balance or
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social order or to punish the other child for a behavior perceived as harmful or
i nappropri ate. However, it is important

interpreting this behavior, as childrend:

For example, in the following quotation, C1 tried to exclude a girl with a pink tiara.

From an outside perspective, this may seem like typical aggression. However, to
provide context, the researcherds refl ec
that C1 did not like anyone possessing prettier or more expensive items than herself.

The girl with the pink tiara also had beautiful blonde hair. According to the teacher,

in previous years, C1 would overtly express aggression by breaking this specific
childés hair clips or tiaras and pulling
C1 no longer displays overt aggression but instead shows it covertly, which can
sometimes cause observers to doubt their interpret&idn6 s r et al i at i on
was directed at t he girl és b ehalding withu | tia
another child. It is important to note that this was not the only behavior directed
towards this child that day.

Two girls were holding hands during a transition, one of whom wore the
fancy pink tiara. These two children were far from C1 and her friends. C1
turned to her three close friends, pointing at each one individually, and said,

Al 6m friends with you and you and yo
6You and her are buddies.d06 Cl1l then
approached the two girls. Pointing to
her friend, we are her friends. o0 The
C2 and her three friends left but returned shortly afterward. C2 looked toward

the girl with the pink tiara and sai

anything.o (C1, Femal e)

4.2.3.5.5Categorys: Social and powekdriven functions

The social and powedriven function is one ofhe functions of aggression. Social

and powerdriven functions refer to displaying aggressive behaviors to establish
hierarchy, power, and dominance. As seen in Table 4.38, three codes named envy
driven behavior, social exclusion and peer regulation, and assertion of power

emerged under this category.
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Table 4.38. Category 5 (Theme 5) and its codes

Category/ Description f Participants Empirical indicators

Codes (n/46)
Social Behaviors 48 6 -
and originated due
power to social
driven dynamics,
functions hierarchy
Envy Actions 7 3 Cl's girlfriend had two stickers on the inside of |
driven motivated by locker. C1 first removed onseticker. When hel
behavior jealousy  of friend objected, she said 'but | don't have a sticl
another She took a sticker and put it on her hand. :
chil doc started to remove the second sticker and her fri
possessions o sai d, iNo, not t hat 0
status. hesitated at first and then said 'OK, but that's
the place for that'. She took the sticker off and st
it in an invisible place in the closet. (C1, Female)
Social Ostracizing, 8 3 During free playtime, C2, a close male friend, an
exclusion embarrassing, girl sat in a circle on the floor. They each took
and peer or water bottle and threw it in the air, trying to make
regulation marginalizing land vertically. They turned it into a game, taki
others to turns throwing the bottle. When C2 noticed a cf
regulate with special educational needs (with facial featu
social group resembling those of children with Down syndron
norms although not actually diagnosed with Dov
syndr ome) near by, he
gi rl replied, O6M can'
him try it, 6 and gent.l
down and give him the bottle. M threw the bott
but unfortunately, he misse€c2 sai d
pl ay. No. 6 and went in
t o M. AM can't play, o
arms out to his sides to prevent M playing. |
girlfriend supported hi
(C2, Male)
Assertion To apply 33 6 While doing their activity, C1 saisomething to hel
of social force, control girlfriend about the activity. She meddled with t
power and color of the pencil her friend was using. Her frie
dominance said, Al am wusing pint
over others said, Al will interfer
and Female)
manipulate
them

One of themost common codes that emerged in this category is the assertion of
control. This refers to power dynamics and behaviors that demonstrate control,
dominance, and superiority. As seen in the following excerpt, C1 consistently

positioned herself as the one in charge, often taking on roles like that of a mother or
dog owner. She did not tolerate challenges to her authority and reinforced her control

by excluding other children, as demonstrated in the following example.
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In the house corner, C1 and two of her female friends were playing a game.
C1 assumed the role of the parent, while the other two children crawled on
the floor in the role of children. One of the girls said that she would grow up

and wal k soon. Cl responded, AThen
how t o W&l Hemaleet . 0

4.2.3.6 Themes: Patterns & manifestations of aggression

Patterns and manifestations of aggression is the theme that emerged and explains the
way aggression manifests, the perception regarding it, and its patterns. When it
comes to patterns and manifestations, three key issues emerged, as shown in Figure
4.21.

Patterns & Manifestations of Aggression

Contextual & Situational Influences Behavioral Patterns & Trends Socially Targeted Aggression

Figure 4.21. Theme 6 and its categories

Socially Targeted Aggression

@ Behavioral Patterns & Trends 70

. Contextual & Situational Influences

Absolute frequencies
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Figure 4.22. Code trend of patterns anifestations of aggression across different
document groups
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These are contextual and situational influende$22), behavioral patterns and
trends {=35), socially targeted aggressioi+30). Among the three categories, a
large amount of data concerning contextual and situational influences emerged
through observation. Furthermore, the socially targeted aggression category only
emerged from the teachers of the observed children who were interviewed. As shown

in Figure 4.22, behavioral patterns and trends did not emerge from observation.

4.2.3.6.1Categorys: Socially targeted aggression

Aggression manifests itself in various ways. For this reason, one of the categories
that emerged is socially targeted aggresswhich refers to the social aspect of
aggression. People construct social understanding and behave based on their

perceptionsTo clarify, as shownn Table 4.39, socially targeted aggression emerged

in two ways.

Table 4.39. Category 1 (Theme 6) arit$ codes

Category/ Description f

Participants Empirical indicators

Codes (n/46)
Socially Social 30 8 -
targetted contruct of
aggression aggression
Perception Labelling 4 4 Researcher: No other child in your class has th
& social children behavior. | mean, why did you choose him? What \
labels and the difference that distinguished him from his peers
relativity
and T15-C3 (42): Being active. (Reflection: even thouc
subjectivity he met the study criteria, the child was selec
of labels because he was labeled. However, even thougl
seems to be the most aggressive because the clas
is six, when compared to the other observed clas
the teacher would not have chosen this child if he
in another class. In another class, he might not t
appeared so aggressive).
Peer Directing 26 5 She chooses a person. The children she deals wit
directed  aggression already known, the children in hisam are alread
aggression toward known. Apart from that, the same team chooses
specific child to put pressure on. In the past years, it was
child in an different children. They put pressure on two girls fo
overt or very long time. For example, one of our children t
covert very beautiful hair, so beautiful that it attrac
ways. attention. They pull her hair, glue her hair, break

crown. (T13C1, 37)

These categories include perception and social labels andlipeeted aggression.

As shown in Table 4.39, perception and social labels refer to labeling children as
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aggressive and how perceptions of aggression vary depending on different
perspectives, making it a relative concept. When it comes to-doeeted
aggression, it describes the perpetrator selectively targeting certain peers, often
passive or vulnerable children. The aggressor may have a predetermined set of
victims in mind while being more tolerant of others. Furthermore, some of these
interactions may manifest in covert ways, making them difficult to observe directly.
During observation, the researcher noted
at various people, on some days, C1 persistently targeted one child. To confirm this
pattern, the teacher was asked about it during the observation process. As seen in the
following excerpt, the teacher acknowledged this behavior and attributed it to the

personal characteristics of the targeted child.

Researcher:| saw her engaging in aggressive behaviors with a few other
children, but it was probably the fourth time with D (a girl in the class). |
documented this behavior four times.

T13-C1 (37): As you may have noticed is normally a calm and very quiet
child. The children C1 targets are passive; she does not choose those who are
likely to oppose her or react to her aggression.

T13-C1 (37) also describes how this aggression is direct to other children in a covert

way as follows:

What did | notice? For example, what she usually does is pretend to like the
friend next to her, and when she wants to say something, she squeezes their
cheek, I i ke, ADo you understand? Do vy
commanding them by squeezing their cheek as if she likes them. That caught
my attention. So, under normal circumstances, she is actually hurting her
friend. (T13C1, 37)

4.2.3.6.2Category.: Behavioral patterns and trends

Behavioral patterns and trends form another categoryetkatains the recurring
ways in which aggression manifests. This category explores how and when
aggression captures the attention of adults, its connection to developmental
milestones, life course changes, and predictive factors. As shown in Table 4.40, two
key codes emerged that describe these patterns and tidretse are behavioral

consistency and predictability and aggressive development over time.
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Table 440. Category 2 (Theme 6) and its codes

Category/ Description f  Participants Empirical indicators

Codes (n/46)

Behavioral  Development 35 18 -

patterns anc and prediction

trends of aggression

Behavioral  Duration and 17 11 | observe this behavior in C5 every day. Frc

consistency predictors time to time in other children too, they can ¢

& elements of angry and react to a

predictability aggression time to time, but | rarely see it in other children
such as facia specifically chose C5 because it is a beha
expressions. that | observe every day, every hour of the da'

C5. (T17C5, 40)

Aggressive  Changes in 18 13 When she wants more, she reacts more stror

development development She showshigger reactions. For example, hc

over time and can I put it? The p
milestones comes up, for example at home. An hour pas
depending on It means going to the park, she memorizes it.
different don't feel like going to the park either, or v

circumstances

have something el se
another place. 0 My d:¢
t he par k. o We i nsi st

memorized it, she heard it once at home. W
she say will happen. Since she has this in
mi nd, she wil/l go to

go there,you know, it becomes a problem. (F
33)

Firstly, behavioral consistency and predictability describe whether aggression is

shortlived or prolonged. Furthermore, this code also refers to precursor signs of

aggression, including changes in facial expressions, body language, and emotional

state. These signs allow parents or teachers to anticipate and intervene in aggression

before it escalates. One father (F11, 32) stated below that they can anticipate

behaviors, as body language provides clues to incoming aggression:

| t 6 s n o texplasiorsin tthed ohildl, but a slow one. | can see that she
feels bad emotionally; it's obvious.
facial expressions, her movements, the things she does, she shows it so much
that we can say, AYes, somet hing 1is
going to have a conflict together s
to happen. (F11, 32)

However, not every child is same in this respect.-TlyY ( 4 0) sNib,aitt e d

happens directly, it happens instanblyThis implies that she has difficulty

A

anticipating when aggression will occuAnother code that emerged is aggressive

development over time. It describes how aggression changes depending on different
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circumstances. The code refers to the development of aggressive behaviors in a child
over time, particularly during the preschool and early school years. Initially, the child
exhibited more solitary play and difficulty sharing or playing cooperatively with
peers. Around ages-8 the child began displaying more oppositional behaviors.
These behaviors seemed to increase when the child started attending preschool and
kindergarten, potentially due to exposure to new social situations and peer
interactions. Furthermoréhe intensity of aggression also increases depending on the
context, such as the chaos and commotion of the environment and the individuals

involved.

In the excerpt below, a father noted that he first observed aggressive behaviors when

his child started attending an early childhood institution:

When did we first realize this? Her brother was born. My daughter was 3
years old when her brother was born, and she started kindergarten that month
or 1i 2 months before he was born. | can say she was almost 3.5 years old.
(F3, 33)

Similarly, FO9 (33)alses upported t hi s Ilfaw gaytitinstartedim s ay i
preschool, as | said, we can say that it developed around the agg ofye ar s. Tha
about a year or so AAlthough they each specified different ages, they both
emphasized the role of starting school in the emergence of aggression. Additionally,

F3 (33) highlighted the birth of a sibling as a contributing factor.

4.2.3.6.3 Categorys: Contextual & situational influences

The last category that emerged is contextualssughtional influences. This refers to
external conditions that influence aggression and how aggression manifests. The
only code that emerged under this category is how aggression shapes aggression.
This is a broad and comprehensive code. As shown in Table 4.41, it refers to how the

presence of an individual influences aggression and how contextual factors

significantly impact aggressive behavior in children.

199



Table 441. Category 3 (Theme 6) and its code

Category/  Description f Participants Empirical indicators

Codes (n/46)

Contextual External conditions tha 522 34 -

& influence aggression

situational

influences

How Influence  of contextua 522 34 C2 has afriend K, likes to
environment factors and presence ¢ play with his friend K, likes ta
shapes someone misbehave (T142, 44)
aggression

Firstly, as an environmental factor in some cases the presence of a specific individual

makes difference. For instance, T€L ( 4 4) <P laat & fdend K likds tofi

play with his friend K, likes to misbehave The t eacher's c¢cl aim was
the observation of the researchGirdays | n refl et
whenK is absent, the frequency of aggressive behaviors was Iddosvever, as

soon as K entered the classroom, C2 displayed aggressiolf he r esear cher a
highlightedt h a t mo s t of t he recorded observation

occurred when C2 was with K.

Another environmental factor is location. As shown in Figure 4r#8rviews and
observations suggest that aggression is most commonly associated with the school
environment. However, it is important to note that most of the saletaied
aggression codes likely stem fromdlass observations.

140
140

112

84 School environment

Home environment
56

Outdoor
28

6 1

School environment Home environment Outdoor

Figure 4.23. Distribution location coded segments aggression take place

When it comes to specific places in the schaslshown in Figure 4.24, aggression

primarily occurred in the classrooms.
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B Classroom
I Lunch room

I Multi-purpose hall/Play room
13 7

_ 1 0 Hall/Stairs
| ———

Classroom Lunch room Multi-purpose hall/Play Hall/Stairs
room

Figure 4.24. Distribution school environment coded segments aggression take place

Aggression was also observed in the lunchroom, multipurpose hall or playroom, and
halls or stairs. These locations were identified dughgervations. It is important to
note that not every school had a dedicated playroom, so some classrooms held play

activities within their own rooms.

Another factor to consider is the type of activity. Most instances of aggression were
observed during free play periods, followed by transitions, art, literacy, and breakfast

or lunch, as shown in Figure 4.25.

&3 61

Free play B Music

. Transition Language
42

Art Math
28

22 Literacy
17
14 13 Breakfast/Lunch
6 5 5
1 1 Pla
. - y

Freeplay  Transition Art Literacy  Breakfast/ Play Science Music Language Math I science
Lunch

Figure 4.25. Types of activities

However, it is important to note that no movement or outdoor activities were
conducted by the teachers, so there were no behaviors to observe in these settings.
The teachers primarily preferred to conduct free play, art, and literacy activities.
Another consideration within environmental factors is the gender of the opponents.
Most of the coded aggression was directed towards both male and female children.
The category oO6other childé or O6otherséb
unknown or when children are considered as a group. As shown in Figure 4.26,

grandparents were mentioned only once.
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60

B Male friends B Grandparents

48 .
I Female friends

36 I Other child/others

32
28
24 I Objects
Siblings
12 10 8 = O 2
1 Parents
. ] T —

Male friends Female Other child/ Objects Siblings Parents Teachers Grandparents . Teachers

friends others

Figure 4.26. To whom aggression is directed at
4.2.3.7 Themer: Factors contributing to aggression
The theme of factors contributing to aggression emerged, encompassing

environmentalemotional, cognitive, and personalitased factors. Five key issues

emerged regarding the factors contributing to aggression, as shown in Figure 4.27.

Factors contributing to aggression

. . . Physical, Health, & Biological
Social & Environmental Triggers ¢ Influences

Individual Dispositions &

Personality Traits Cognitive & Psychological Factors

Emotional Regulation & Coping
Challenges

Figure 427. Theme 7 and its categories

These are social anenvironmental triggersf£392), individual dispositions and
personality traits fE156), emotional regulation and coping challengésrJ),
cognitive and psychological factorsf=46), physical, health, and biological
influences 1=23). Among the five categoriedi& largest amount of data concerning
social and environmental triggers emerged through observation and interviews with

teachersAdditionally, as shown in Figure 4.28, cognitive and psychological factors
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emerged only from interviews with teachers, as well as from those who were both

observed and interviewed.

70

60
Individual Dispositions & Personality Traits
50 4

Physical, Health, & Biological Influences

Cognitive & Psychological Factors 40

Emotional Regulation & Coping Challenges

Social & Environmental Triggers 30 4

Absolute frequencies

20 4
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s
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&
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Figure 4.28. Code trend of factors contributing to aggression across different
document groups

4.2.3.7.1Category:: Individual dispositions & personality traits

One of the factors contributing to aggression is individual disposition and personality
traits. This category encompasses the personality characteristics that influence a
childés behavior and their predispositio

distinct codes emerged to explain this category.

These codes include core personality traits, craving novelty and stimulation, high
energy and activity levels, high cognitive abilities, a disciplined andangsted
personality, negative emotional traits, social and emotional sensitivity, a competitive

and statusdriven personality, and strofwglled and controlling behavior.

One of the recurring codes is competitive and stdtiven personality. This refers to

a childés desire to outperform others,
performance, and the desire to be the focal point or hold a leadership position. As
seen i n the excerpt bel ow, bot h confir
highlight how C1 did not like others talking about their achievements. When this

happened, Cl would either Il gnore or obj
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everyone in the classroom knew how to write their names, and there was no

skepticism about

they had no direct relevance to her.

Cl6s

abilities. I

nstead,

Cl1

During free play time, C1 and a group of friends were painting. The teacher
asked the children to write their names on their artwork, and to facilitate this,

she created PM€CEoat ed name tags with everyoneos
mo ment , one male child | ooked at another
t he name, and said, AThis 1 s the |l etter
paper, looked at it, took some paint, and tried to write her name on her
friendbébs paper. The child pulled the pape
indicating that he knew how to spell hi s

k n o {Cl,dcemale)

Table 442. Category 1 (Theme 7) and its codes

Participants
(n/46)

Empirical indicators

2

8

15

Category/ Description f
Codes
Individual Characteristics 156 39
dispositions of a child that
& is associatec
personality  with
traits aggression.
Core Inherent and 2
personality stable
foundation  personality
character traits
Craving Due to 24
novelty & boredom and
stimulation  monotony
constant
seeking for
stimulation
and outlet
High energy Having high 27
& activity levels of
level energy and
possible link
with ADHD

I think the first o]
know, | mean, | think the biggest thing
character. (F10, 44)

The children come school; they are at sch
from 9 am to 6 pm. After 6pm, their familie
pick them up and they go home, most of th
go to bed early in the evening anyway. Wt
they go home, all the children talk about
tablets, phones, television. ...They spend v
limited time with their families. The chilc
spends most of the day here, in the se
classroom. We try to change the environm
as much as we can, but when we act within
limited possibilities, of course, after a while tl
child gets use to it. They get bored, and whe
they get bored, they express it clearly verba
saying, iwWe get bor
agree, actually with the effect of being here
day long. But we can only change locati
within the possibilities. (T1-&1, 37)

| mean, the younger one is cute, he came I
Let's say he is a bit active, not hyperactive,
a bit active, a bitcheerful compared to hi
older brother. Sometimes he can stir things
by teasing his older brother from the outside
have such a son. (F12, 39)
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Table 4.42(continued)

High Perception of 6 5 This child is a bright child. A child who come
cognitive the child's to PreK knowing how to read and write. W
abilities exceptional heard from previous teachers he was tactile
intellectual impulsive. If a child is tactile and impulsiv
abilities plus he has a bright side, the first thing tl
comes to our minds is that he is bored in
classroom and that is why he exhibits the
behaviors. (T1, 35)
Disciplined Likes  rules, 2 2 He's a disciplined k
& rule- routine and because | got him used to it, he likes rules.
oriented structure example, when he complained about a f
personality students in the class, | asked him, did th
students have any negative attitude towe
you? He said no. The problem is that tt
donodt l'isten to the
the teacher tells them to do something, tt
donot do it. That m
who act against the rules, he keep his dista
(M9,39)
Negative Having 8 6 For example, one day a friend of his c
emotional personal traits something to him, I
traits that is day he harmed that friend by rememberi
perceived what he did and take revenge. (O3, 40)
negative suct
as holding
grudges,
seeking
revenge, love
being the focus
of attention
Social & Being 8 8 C1 likes to coordinate with her friends duril
emotional emotional and free time. For example, you can never see
sensitivity  social alone, she always has a group of friends
can guide (T13C1, 37).
Competitive Desire to 31 13 For example, when | praise a child's activi
&  status outperform li ke the one we had
driven others and activity is very go
personality desire to be finished it yet.odo C1
focal point in in a class, C1 always wants to be praised,
social group always wants you think everything she did w
right. This doesn't show itself directly, b
when you spend time in the same class you
understand it. (T1:&1, 37)
Strong Having 48 19 She directs her friends a lot while playing. Y
willed & stubborn, be a doctor now, yolul
controlling  assertive, going to be this now. ...She says these thing
behavior controlling lot and distributes roles a lot. Yes, when ¢
temperament. distributes roles a lot, of course she gets ar

if someone does not fit this role. | mean, wh
that person disrupts the game, she tries to
that person out of the game, he does not v
that person. (M12, 39)

Another common code istrongwilled and controlling behaviprwhich refers to

children with a temperament that is stubborn, assertive, and prone to exhibiting

205



controlling and dominant behavior. A child with this trait often tries to dictate the

rules and roles in games and becomes frustrated when others do not follow their

instructions.In one example, the child wanted to play her way on the playground.

After her friend defied her wishes, she swore or made offensive hand gestures:

vV e.

person says, ALet 0s go down 't he
y. 0 She runs straight to the s
[ - neither does the other pers
When both children donodot f ol
at him to see i f heds coming,
She says, AYoubre | ike that,

4.2.3.7.2 Category. Physical, health, & biological influences

Other factors contributing to aggression are physical, health, and biological

influences. This category describes the way biology, sensory, and -redattd

issues play a role in defining aggression. As shown in Table 4.43, physical, health,

and biological influences can be classified into three codes: instinctual and innate

reactions, dietary and physical constraints, and health and developmental challenges.

Table 443. Category 2 (Theme 7) and its codes

Category/ Description f Participants Empirical indicators
Codes (n/46)
Physical, Physical, 23 8 -
health, & sensory anc
biological health related
influences influences
Instinctual & Innate and 2 1 | mean, let me put it this way, that child's
innate driven by an completely internal, something that com
reactions internal, from within. We have already told this to tt
instinctual family in this way. So, there is somethir
force that the inside and it comes out. So, it's like
child cannot completely instinctive thing. | mean, he ca
fully control. prevent it, but he tries to prevent it in sor
periods of time, but it doesn't happen. (T:
31)
Dietary & Influence of 2 2 When | take them tmature, when | take ther
physical food intake for a picnic, when | take them for a bike rid
constraints and indoor their movements naturally decrease in this w

environment
on aggression

You know, home environment, indot
environment, building environment, concre
environment. ...I think these things affect the
(F12, 39)
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Table 4.43(continued)

Health & Influences of 19 7 | expect different characteristics fromyBar
developmental developmental olds, also because they have been atten
challenges differences school for 3 years. But first @fll, | try to teach
and health the rules of collective life. Especially when
issues send them to the sink, you may have notic
that | am constantly suggesting very simj

rul es, such as nADid

come without washing your hands. Or did y
wash your hands? At lunch we don't talk ur
we finish eating. Or when we go to an eve
we | ine up.o | have
and over again because this is a group witr
established rule coordination. (T-C3, 37)

The most common of these codes relates to health and developmental changes. This
code encompasses the underlying developmental and health implications in children,
such as maternal mental health challenges, difficulties in sensory processing and

body awareness, and chronic health conditions.

One of the most notable cases regarding health conditions involved maternal mental
health. F6 (31) described the difficulties both he, as a father, and his child
experienced due to the mother Ge wasent al
younger than a child. We found a babysitter until he was a year old. The babysitter

took care of him for six montigs.

He also mentioned that his child was monitored by the Ministry of Health from birth
until the age of 18. Further more, the se

becomes evident in the following statement:

| sent my child to the creche when necessary. | took care of him, | found a
babysitter. At one point, they were going to take him under the protection of

the Ministry of Health. | didn't let h e m. I sai d, Al 6m t he
wo r qr6,3D)

4.2.3.7.3Categorys: Cognitive & psychological factors

The third factor influencing aggression is cognitive and psychological factors. This
category describes the influence of thought processes, past experiences, and
cognitive development on aggression. Within this category, two codes emerged. As

shown in Table 4.44, the most common code is impulsivity anetestfol deficits.
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Table 444. Category 3 (Theme 7) and its codes

Category/ Description f Participants Empirical indicators

Codes

(n/46)

Cognitive & Influence of 46 16 -
psychological cognition,

factors though and
psychological
issues
Past Past negative 11 6 In terms of behavior, | can actually ta
experiences experiences about it right now,
& learned with another | think the reason for this is more or le
behaviors teacher, schoo their past experiences because probe
or and absenci when the child breaks, breaks, tei
of  meaningful something, whatever it is, it has someh
consequences ¢ been replaced so that the child does not"
implications for the lack of it or is not exposed to a
destructive consequences relate
actions. broke the TV in the
for a while. I think this nuance is not full
established in him. | mean, at that more
there is the logic that if something breaks
breaks down, you buy a new one. (T3, 27)
Impulsivity & Sudden, 35 13 Previous teachers said that this child is v
selfcontrol spontaneous touchy, that he needs contact. But you knc
deficits urges and lack it's not like that, yes, he comes and ht
of ability to from time to time and fulfills that need, bi
control these itods not i ke t hat
urges. making people uncon

of them sitting on the carpet and poking th
friend next to them. | mean, after that
touches her hair, touches her, hits her,
(T12, 31)

This code refers to behavior driven by sudden, spontaneous urges or internal

motivations without prior thought, planning, or external provocation. The actions are

typically unrestrained and may reflect an immediate desire to act based on emotion,

mood,

eXc

or fleeting impulses. While describing impulsivity, Statesin the following

er pt how a dehds themitact upam orgewithouthey specifie

reason and without choosing a specific chilccan be said that being impulsive and

harming frienddecamean identity for this child.

They changed their shoes, and as they walked to class, he suddenly bumped
his shoulder into his friend beside him, causing him to stumble slightly. The
goal was not to knock him down or hurt him, but the behavior was persistent
and frequent. When we look at the numbers, it happened more than 20 times a
day. It was not directed at a single child but at whoever happened to be
nearby at that moment. When this behavior is observed over the course of a

year , it becomes a serious concern.
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Everyone complains about the same child. It is not a punch in the stomach or
a quick hit. It is more like the kind of playful nudge one friend might give
another. But it happens suddenly, without reason, leaving others wondering,

AwWhy did

he

j ust

t ouch

me?0 And

when

does not stop. If it had only happened once before, after that, it happens three
times, then four. There is a clear persistence and a sense of stubbornness. This
is the kind of behavioral issue we are dealing with. (T1, 35)

4.2.3.7.4 Categorys: Emotional regulation & coping challenges

Another category identified is emotional regulation and coping challenges. This

category reflects a lack of ability to control emotions, frustration, and setbacks. As

shown in Table 4.45, two codes emerged related to emotional regulation and coping

challenges: frustration with competition and setbacks, and difficulty managing

emotions and mood.

Table 445. Category 4 (Theme 7) and its codes

Category/  Description f Participants Empirical indicators

Codes (n/46)

Emotional  Challenges in regulating 73 26 -

regulation  emotions andetback

& coping

challenges

Frustration Becoming frustrated whel 52 21 When | observe that what tF
with desires are not met. child wants is not being don¢
competition I say, i Oh, h
& setbacks his fri endC2a4
Difficulty Difficulties in understandin¢c 21 10 Sometimes out of the blue,
managing  emotions, regulating mood ar he was not in a good moc
emotions & emotions, and projecting that day, he would come t
mood emotions to others class and behave in a way tr

would harm his friends (T5
24)

Frustration with competition and setbacks is the most frequently mentioned code. It

refer

tend to escalate when the child is prevented fotntaining something they want, or

s to a chil

dos

frustrat.i

on

when t

when they are forced to do something they do not wish to do. Participants discussed

instances where children became frustrated when they could not obtain certain toys

or access a playground. However, as shown in the following excerpt, one father

mentioned feeling blamed for situations beyond his control, where the child

experiences frustration even when instant satisfaction is not possible:
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When sheds
something to give me attitude. | pick her up from daycare, we get in the car,
[ because

it's hot
nDad, i tos
burnedo and

W i

So,
hot. 0 She touches,

t h

t oo

SO

me , s he doesn't

she thinks itobs

on. You know, s he

j

bl

windows immediately, that is, she expects the air conditioner to cool down
right away. She expects it to be cool when she gets in th@-8ai33)

4.2.3.7.5Categorys: Social & environment triggers

ust

her
ames

The last factor contributing to aggression is social and environmental triggers. These

can be defined as the external influences of school and classroom settings, and social

relationships. Table 4.46 shows three codes related to this category: socioeconomic

influences, social and peer influences, and classroom and school environment.

Table 446. Category 5 (Theme 7) and its codes

Category/ Codes Description f Participants  Empirical indicators
(n/46)
Social & Influence of 392 24 -
environmental external
triggers classroom
characteristics
and social
relations.
Socioeconomic  Impact of 11 5 When | first took office, the children were bett
influences socioeconomic at play, but now they find it very difficult tc
status on play. These children come from a low

children's acces:
to resources anc
experiences.

socioeconomic |level..
opportunities like our children. They encount
some things for the
them dondt even have
place where families are very conscious. | hav
few parents with mas
parent with a master:
were even illiterate. So, it is a school with a wi
range of parents. | was lucky in termfsparents,
but they were still very uninformed, a bit close
Il rarely saw Ab6és mot't
his mother would pick him up and drop him o
He had a brother; the lady was interested
there was nothing she could do. So, he probe
didn't have many toys. So, | think he is ve
hungry for toys. He doesn't want to share me
toys; he immediately sets up games. Becaus:
is hungry for toys. For example, our childre
have all kinds of toy
appreciate it, don't ga on ' t pl ay
even wonder about it. But those students are \
curious about the new toy. Because it is
different environment from their homes. Mayt
a student in a school in Cankaya would not
this. But the students there are very hungry
materials. (T4, 39)
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Table 4.46 (continued)

Social & peer Peer dynamics 39 12 T16-C4 (49): C4 and A don't want F to sit ne»
influences that  construct to them. At story time or at the table, the
social relations change places.
that might lead Researcher:Because they are aware that he |
to peer rejection, autism?
bias towards T16-C4 (49): They are aware that he is differer
different But they cannot make sense of what 1
children, inclass difference is. | explained it to C4 like this
group formation because C4 emphasized it a lot. When we w

talking about something in class before, \
talked about the fact that people are differe
Everyone is different, their appearance

different, their habits are different, their behav
is different, we said that we are different. (¥1

C4, 49)
Classroom & Physical 342 22 | took over the class of a fellow teacher who w
school characteristics of working at the school, and she is still working
environment classroom and the school. Since our personality traits ¢
teachers slightly different, this is reflected in th
classroom classroom climate. Also, the children we
management younger last year, they were 4 years old. Mos
deficiencies them are the class that has been in the s

school since the age of 3. Of course, what d
this bring with it? They get used to each oth
Of course, the fact that our teacher was calm
the children did not obey the rulegas a bit
challenging for me. (TX&1, 37)

Among the most frequently mentioned codes is the classroom and school
environment. This refers to the physical characteristics of classrooms and the
classroom management skills of teachers. One notable issue is class size. As shown
in Figure 4.29, during observations, the number of children in a classroom ranged

from four to 40, with 40 children typically observed during lunch hours or special

activities.
21
10 [ 40 9
18 s 16
12
13 20 4
12 6 15
6
11 21 5
0 19 17 14
10 18 13 12 11 19 40 8 20 6 21 17 9 16 4 15 5 14

Figure 4.29. Number of children in one class during observations

Additionally, during observations, the number of adults in a classroom ranged from

zero to eight, with the highest number of adults observed during lunch hours when
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the entire school gathered in one lunchroom. Zero adult cases, as shown in Figure

4.30, occurred when the teacher stepped outside to prepare learning materials.

90

2 P s

1 2 0 3 5 7 8 6

Figure 4.30. Number of adults in one class during observations

Furthermore, the physical characteristics of classrooms also play a role. Some
classrooms are spacious and vegjlipped, while others face challenges like limited
space, lack of appropriate materials, and shared spaces with older students. Many
classrooms lack sufficient play areas, outdoor spaces, aneappgepriate

furnishings. One teacher described her classroom as follows:

T13-C1(37): Let me explain that our school is a handover school, also known

as a protocol school. The original building was not designed as a
kindergarten. It was initially used to accommodate workers, then parts of it
were converted into restrooms before being turned into a formal kindergarten.
As you can see, the building structure is not ideal for a kindergarten setting.
Over time, additional classrooms were added to the building. My classroom is
physically one of the larger ones in our school, but in terms of square footage,

ités actwually quite small and | acks the 1
classroom cannot comfortably accommodate
smal | for the number of students. For i n:

games inside the classroom, so | have to take the children to the common area
for that. In the classroom, | focus on quieter games that can be played sitting
down and require less space.

Researcher:So, do you think the materials in the classroom are sufficient?
T13-C1(37): Yes, aur school principal is supportive when it comes to

materials. Whenever we need them, we can reach out to him and receive
them. So far, we have not encountered any issues with materials.

As can be seen, the C1 teacher did not express concerns about materials but rather

about the physical characteristics of the school, which are a result of its old and
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unplanned construction. Similarly, the C4 teacher raised concerns about physical
characteristics; however, C4's school is newly constructed, and this is its first year of

operation.

T16-C4 (49:For exampl e, (the principal i nt
Exactly, as our principal mentioned, our materials are not yet at the level we
would like because our school is new. Unfortunately, we haven't received

much material support. We don't have many of the things we need, and there

are some physical features that are not suitable for a kindergarten. For
instance, the windows, I'm concerned that they are so high, made of glass,

and that one wall is entirely glass. Even though the glass is shatterproof, it

sti || doesnoét feel very safe. Additio
very dangerous for us.

Researcher:Moldings, ledge?

T16-C4 (49): Exactly. It is not very safe there, and we have such problems in
the classroom. Our materials are incomplete, and we are missing cabinets.

4.2.3.8 Themes: Background determinants of aggression

The theme of background determinants of aggression explains factors that play a role
in shaping aggression, though they may not be immediately apparent. Four key

issues emerged, as shown in Figure 4.31.

Background Determinants of Aggression

AN

Developmental & Social Learning

Family & Parenting Influences Factors

Social & Cultural Factors

School & Peer Environment

Figure 4.31. Theme 8 and its categories

These factors include family and parenting influenfe284), social and cultural

factors {=200), school and peer environmeift185), developmental and social
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learning factors f€135). Among these, a large amount of data vpasvided by
mothers, fathers, and teachers who were interviewed. As shown in Figure 4.32, both

mothers and fathers discussed family and parenting influences the most.

120

100 ~
Social & Cultural Factors
Developmental & Social Learning Factors 80

School & Peer Environment

Family & Parenting Influences

60

Absolute frequencies

40 A

Figure 4.32. Code trend of background determinants of aggression across different
document groups

Social and cultural factors were followed by the school and peer environment, with
developmental and social learning factors coming last. Based on the observations,
there was no mention of any relevant data regarding the background determinants of

aggression.

4.2.3.8.1Category:: Social & cultural factors

Social and cultural factors are key background determinants of aggression. These
factors explain how broader social constructs influence aggressioshdven in

Table 4.47, the cultural and economic context, as well as the influence of media and

technology, emerged as significant social and cultural factors.

Table 447. Category 1 (Theme 8) and its codes

Category/ Description f Participants Empirical indicators
Codes (n/46)
Social & Larger and 200 37 -
cultural broader
factors social
constructs
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Table 4.47 (continued)

t C

Cultural & Working 91 28 | have a goodelationship with my husband. W
economic  conditions have been together for 7 years. We met at
context and marital school where we both work. We understand e
harmony other very well most of the time because we w
in the same place. We maintain a frienc
relationship with each other, we protect our Ic
and respect. We always show it to each other.
donbét see each other
a physical education teacher and | am at ho
However, we have a swimming pool at the sch
where he teaches swimming. He is very busy at
monent. People also use the pool after work, sc
stays there until late, sometimes arriving ho
around 9 or 10 PM. Despite this, we spend a lo
time together, and our relationship is very go
(M12, 39)
Media & Influence of 109 34 For example, violent games and violent weapc
technology television, At the beginning of the year they were making a
influence internet, of weapons out of Legos, | definitely do n
tablet, compromise on this. As soon asdtice it, or as
telephone, soon as the children complain about it,
applications immediately make them finish that game.
and toys generally do not compromise on violent gam
(T17-C5, 40)
Cul tur al and economic cont ext refers
harmony.The wor k conditions refer to parents

job requirements. From an economic perspective, challenges such as flexible versus
strict work schedules and jobs requiring frequent travel were explored. From a
cultural perspective, marital harmony focuses on family dynamics, especially
between mothers and fathers. This aspect involves occasional conflicts, role
balancing, and the maintenance of marital bonds. Marital harmony and working
conditions interact and influence each other, with wetkted stress potentially
impacting marital relationships and, in turn, aggression. Thus, these factors are
the broader term o6cul

grouped under

Couples often experience occasional disagreements but generally maintain
harmonious relationships. The arrival of children can strain relationships, as the
increased responsibilities may reduce quality time and communication. For example,
F3 (33) statediil can say for myself that after the second child, my relationship with
Maybe i t he
ndf uil t Gosf

my spouse has changed. t 0s

somewhat Howe ver , F3 was al so mi
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especially difficult for my wife. | mean, | understand my responsibilities, but the

mother is more burdened, especially during these monbhs

From an economic perspective, the relationsh
and childhood aggression is illustrated by T5, who described a child in her

classroom:

Her mother was an expatriate worker, and her father was a pharmacist. They

were doing very well financially and traveled abroad frequently for vacations

due to her mot herds | ob. ... For i nstance
abroad, she would sometimes stay with her grandmother. If she exhibited that

behavior 23 times a week, it would immediately make me think that the

parents might be abroad. The child was displaying this behavior a lot that

week. | would often wonder if the parents were away, or if there was an issue

with them. Most of the time, my suspicions turned out to be co(fEst24)

The second code that emerged here is media and technology influence. This code

refers to children's media and technology hadstsvell as the role these play in their

Il i ves. It al so includes parAddtomly, thsoncerns a
code examines childrenés preference for viol
technology code explores situations where a child shows interest in or prefers toys

linked to violence, such as toy weapons or action figures involved in combat. These

toys can include actual weapons, or children might use items like Legos to mimic

guns. The reason toy preferences are included in this code is that toys are often

marketed through media products. Moreover, children tend to choose toys they are

exposed to in media.

Many parents express concerns about their
exposure to inappropriate content on platforms like YouTube, angdtential

negative effects on their behavior and weding. Several parents mention their

efforts to limit and control their children's access to technology by setting time

limits, using parental controls, and restricting certain types of content. However, they

also acknowledge the challenges in enforcing these rules, as children often find ways

to bypass the restrictions or become upset when their access is limited. Regarding
childrends attempts to a/VdownbadedeYsuTube ct i on s,
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Kids and even deleted regular YouTube. Do you know she restored it? She actually
went out of her way to restore it. She probably downloaded it from the AppdStore.
Many parents also expressed complaints about YouTube Shorts, comparing it to

TikTok. One father described the challenges posed by YouTube Shorts as follows:

When | open the lion cub cartoon and give it to her, | come back 10 minutes

| ater and dondét find her watching it.
taps on the voice search, then says,
i mmedi ately pops up in front of her.
enough for her. As she scrolls, she encounters a world of unrelated content.

(F3, 33)

Regarding technology and media usage, fatleer reflected on the impact of the

pandemic:

For example, we had a problem during the pandemic, and | think everyone
faced a similar 1 ssue. My child was
and tabl ets. But since he coul dnot
developed a habit of using the phone, even if it was just a small one. We set
restrictions on the amount of time he could use it. As much as we can, we try
to limit his screen time and encourage him not to watch or look at it too
much.(F9, 33)

4.2.3.8.2 Category2: Developmental & social learning factors

Another set of background determinants of aggression includes developmental and
social learning factors. These factors explore personal development, learned
behaviors, and familyelated dynamics. As shown in Table 4.48, two codes

emerged: family and intergenerational influences, and early social and emotional

development.

Family and intergenerational influences is one of the most common codes. It refers to
the complex dynamics of relationships and roles within the family, including the
structure of the family and intergenerational issues. This code examines factors such
as intergenerational support, trauma, the presence of single or divorced parents,
l'iving with a motheros boyfriend, child

living with grandparents, and sibling relationships, among others.
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Table448.Cat egor y

2 (Theme 8)

Category/ Codes Description f Participants Empiricalindicators
(n/46)
Developmental Influence of 135 35 -
& social learning personal
factors development anc
family dynamic
Family & Influence of 116 32 He doesn't say these things to others
Intergenerational sibling, family the classroom. But his brother is mc
influences related sincere, we are more at home, so he
dynamics, say these things. Isn't he influenced
trauma and his friends? Of course he is affected
intergenerational don't think he is bullied by his friend:
support But sometimes there may be jokin
pushing and shoving among his frienc
...But in the home environment, becat
the older brother is more friendly, the
can do things more quickly. They ct
start with a game and then turn it into
small fight. (F12, 39)
Early social & Describes early 19 12 Now it's the last year, school will en

emotional
development

development
through cycle of
victimization and
recognization
these behavior:
as age
appropriate  anc
part of a natural
process

they will start primary school. Anc
these children will now go directly to a
environment with recess next ye:
where they sit in the classroom, ¢
activities, go to recess, and they will (
to an environment where there is |
control. Because so far, they have 1
experienced any pressure. But as t
age progresses, C1 will see that th
may be violence from the other sid
there may be damage to the
belongings, there may be pushir
Children will express theiliscomfort in
some way. (T1Z1, 37) (Reflective
note: E is a close friend of C:
According to the teacher's statement,
was first bullied by C1. Then E starte
to exhibit similar behaviors. E is one
Clé6s four closest

One of the first issues addressed by this code is the variety of family structures. T14
C2 (44), for example, highlights how parental separation and the presence of a

boyfriend in the household create confusion regarding authority, leading the child to

be unsure about who is responsible for discipline:

He is an only child, and his parents are separated. The mother has a boyfriend

at home, and they live together. In this situation, the child becomes confused,
thereds a
home. ...They live together at home, and the child struggles to understand the

| me an,

hierarchy.

He

doesnot
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resul t, he doesnot know who wil | di sc
experiences confusio(il14-C2, 44)

The teacher in the following excerpt also discusses how constant changes in the

caregiver role, in addition to the presence of the boyfriend, contribute to confusion in

family dynamics:

The child was raised by the grandmother, and before that, by the paternal
grandmother. When the parents separated, the child was automatically placed
with the grandmother. The mother works all day, and when she does, the
child feels somewhat disconnected. He is at school all (4-C2, 44)

This excerpt also reveals intergenerational support provided by both the maternal and

paternal grandmothers. Although there are constant changes in caregiving, there is no

negative information about the grandmothers. However, there are cases where

intergenerational support can have a more negative impact, as illustrated in the

following extreme example:

There was a | ot of change in -itdgw daugh
was with us versus when she left. My daughter was nrotable and

aggressive when my motherlaw was here. But after she left, the child
became much more rel axeidlaw, $o 1 gut dn 6t t
camera in the house. | caught a few things and told my wife about it. | said,
ALook, your mother yells at the chil d
warn your mom!o She did warn her, b ut
even witnessed it firsthand. One morning, as | was getting ready for work, my
motherin-law and the kids were in the living room. | heard her say to my

daughter, Al wi || throw you dloown fro
apartment . I wal ked into the room anoc
denied it, but I heard it clearly. I
will throw you down from there. o0 The

result of her actiongF2, 34)

4.2.3.8.3Categorys: School & peer environment

School and peer Environmeigt another background determinant of aggression. It

refers to the influence of teachers, peers, and teachers' practices, such as setting rules

and boundaries, on aggressive behavior. As shown in Table 4.49, three key codes

emerge in this context.
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Table449.Cat egory 3 (Theme 8) and i
Category/ Description f Participants Empirical indicators
Codes (n/46)
School & Impact of 185 39 -
peer teachers,

environrment t eac her
practices anc

peers on
aggression
Rules & Rules, 81 37 My husband prefers a quieter atmosphere in
boundaries  boundaries afternoons and does
and red lines making noise. For example, he wants therr
that sit down and behave calmly. He tries to :
emphasize strict rules. So in the evening, for example,
routines and has a rule of no noise when he is resting. A
rituals that, there are other rules... For example, he
a strict rule that my child should be soft
towards his sibling, that he should not
jealous, that he should share. (M11, 26)
Peer Interactions 66 28 | mean, among the students themselves, ms
influence & within  peer this belongs to our region. Turkish children a
group groups and foreign children areautomatically segregates
dynamics influence  of There is inevitably a grouping amor
peer dynamics themselves because they do not unders
each other's languages. In the classroom
first, of course, there are children who cani
get used to it, who cannot make friends, w
cannot participate in games, but in the cours:
the semester this problem disappe
completely. In order to overcome this,
constantly change the places of the childrer
encourage them to play with each other. |
still, because they
tongu e , because t hey
other, they automatically turn to the child
friend they understand, whose language t
understand. (T2, 36)
Teacher & Relation and 38 18 We had a similar understanding of educat
school understanding with him (referring to the other teacher in t
influence between class). Therefore, we did not have mu
teacher & conflict in the classroom. But you know, the
children and could be a difficulty in thepartnership systen
coordination If your understanding of classrool
between management or your perspective on child
teachers was not the same with your partner, the
across would inevitably be a duality in the classrool
different I mean, he would say one thing and you wo
classes say another. (T5, 24)

These are rules and boundaries, peer influence and group dynamics, and teacher and
school influence. Rules and boundaries are among the most commonly mentioned
codes in this category. They refer to classroom and family rules that emphasize

routines, rituals, safety, and behavioral expectations, as well as boundaries that
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individuals are not meant to cross in relation to rules and routines within the

classroom or family context. Both parents and teachers setegwitiable rules.

These rules generally concern prohibiting physical aggression, disrespectful
language, dangerous behaviors, intentional harm to others, disrespect toward elders,
unhealthy snacks, sharing toys, and misuse of technology. As stated G133,

rules are nomegotiable due to factors such as group dynamics and class size:

The rules that we dondt compromi se on
maybe | could be more flexible. But the large number of children and the
implicit peer pressure make me less flexible on the rules. When | say rules,

for example, | try to establish a routine before story time. We had breakfast,

we came to our classroom, went to the toilet, washed our hands, drank water

in the classroom. What do we do next? We all get on the carpet together and
move on to a storjime activity. | think children can adapt to the rules more

easily if you establish routines. Fol
during story time. Thatdos why | al way
ears on the teacher, eyes on the book, we listen without talking. For example,
I dondt I et them | ie down during stor
their feet, hands, or heads and distract one another. | believe that if | establish
routines, the rules will be accepted |

routines and introduce the rules alongside th@h3-C1, 37)

Another code is peer influence and group dynamics. This refers to the overall
cohesiveness, interactions, and the distribution of power and control within the
group. It also highlights the influence of peers resulting from group dynamics.
Regarding peer dynamics, T-C3 (37) provided a striking example describing C1's

relations with her peers:

Let me tell you this. You know how in popular culture, especially in foreign
movies, there are, for example43girls in adolescent high school groups.
One of the girls is the leader. There are always girls around her whom she
humiliates and insults, but at the same time, she coordinates them and keeps
them close because she never wants to be alone. Unfortunately, C1 is like

this, t oo. ltds a bit of adol escent |
her . Physically, yes, what you say i s
push them, hit them, or pull their ha
compl etely. She doesndédt want to provo

she does react to establish authority through verbal insults and pressure.
Somehow, she has taken the children under her coordin@fit®C1, 37)
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4.2.3.8.4Categorys: Family & parenting influences

The last background determinant of aggression is family and parenting influences.
This category describes how parenting styles, conflicts regarding parenting and bond

between parent and child influence aggression. As shown in Table 4.50, four codes

emerged describing family and parenting influences.

Table 450. Category 4 (Theme 8) and its codes

Category/  Description f Participants Empirical indicators
Codes (n/46)
Family & Influence 284 38 -
parenting  of
influences parenting
and
relation
between
parent and
child
Parenting The role of 56 27 For example, even if my wife says something ar

consistency

consistency

think it is wrong, | don't do anything there. In fro

& conflict  and of the children, | would never say no, this is wrot
relational you are saying the wrong thing to the children
dynamics approve her there and then, but afterwards we
in about how it shouldn't have happened or how
parenting can fix it if we can fix it, and if we can't fix it, ther

is nothing to do anymore. But we never misle
each other in front of the children. Or in any we
like your father is wrong, or your mother isamg,
or she is lying (F11, 32)

Parental Parental 49 22 We haven't talked to C1's mother yet, but | kn

influence  influence from previous years that her reaction is 'C1 woulc

& in shaping do it, something was done to C1 and she reac

supervision children's But you would agree that a child cannot learn on
behavior own that the shoes she wears are branded,
and clothes she wears are branded, or that she cat
influence others under pressure with her pinching behavic
par ent think C1 showed the behavior she was expose
attitude her friends. (T131, 37)
towards
aggression

Parenting Parenting 113 30 Therewere times when | didn't get what she want

styles & strategies Let me give you an example of that. | said to mys

authority regarding how can | do it? How can | leave this marlk
child without buying what she wants? One day we w
rearing through this. She cries so much. | mean, | gu
practices, every parent is like that, they can't stand their ch
control There are some who do, to establish that rule.
over rules matter how much she cries, they won't buy the w
& she wants. | got out, sat in the car, and she |
boundaries crying. | mean, she keeps crying just to get me

buy somethig. So, | went back, | bought. (F3, 33)
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Table 4.50(continued)

Parental Emotional 66 23
bonding & bond with
presence parent and

child,

being

present in

chil di

Let me tell you, my wife is more interested, to t
the truth. Because | workuring the day, | can’
spare much time during the day, and when | cc
back in the evening, you know, I'm tired from wol
For example, let me tell you for my own daught
she has this habit. She has a very intense ne¢
play. For example, if she spends all hours of the
pl aying, jumping and |
tired. She is always in a state of motion. So, to
honest, | can't spare much time for that because
tired. But generally, for example, | spend as mi
time as | can for her inhe evening so as not t
offend her. (F9, 33)

The codes identified in this study include parenting consistency and conflict, parental

influence and supervision, parenting styles and authority, and parental bonding and

presence. One of these codes is parental consistency and conflict, which refers to

disagreements or agreements between spouses or between parents and grandparents

regarding rules and disciplinary approaches. Concerning consistency, some parents

mentioned that, although they may have differences in understanding, they made an

effort to prevent their children from sensing their disagreements. One father

explained this as follows:

Say, if one of us says something, the other supports it. As a father, | try not to
be rigid while the mother is more lenient. We usually stand on the same side
with my wife and make sure the children feel we are unified on the issue. Of
course, we discuss things internally, but when something is said in the
moment, we both try to present a united fr¢Rf.O, 44)

Contrary to F10 stated above, some parents complained about inconsistencies in

parenting and disagreements about rules in front of the children. In addition to

parents, grandparents also played a role, as described by T5:

There was an environment of inconsistency within the family. In other words,
| especially observed an inconsistency in terms of rules and behaviors. This
was not limited to the parents. As | mentioned, the child stayed with his
grandparents when his parents were sometimes absent or when they went
abroad. | believe this was also because he was the only grandchild of his

grandmot her .
want to pl ay

go there,

We al so spoke to the
with this, |l want to
wi | | play with him,

mo t
eat
okay,

little more flexibility in this environment. Later, when the mother or father
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returned from abroad and went back to their home, the child encountered
rules and the responsibilities that should exist in that household. At that point,
| think the child experiences duality, which he then reflects in the classroom
environment(T5, 24)

Another issue related to inconsistency was the possibility of child abuse. Parents
often had differing views on how to discipline children. Two teachers reported their
suspicions about potential child abuse based on their observations. While they were
not certain, they felt concerned. For example, F6 (51) mentioned the disciplinary
methods used by his wiféShe gets angry when the child misbehaves and hits him,

for example on the butt. | tell her not to hit him in a way that could damage his éace

Similarly, F5 (33) described his approach to disciplining his son during an interview

with his wife, M5 (32). The motheroés disappr

As a child, he was someone who cried constantly from the moment he was
born. I would hit him from time to time. My little boy is used to this, because
when he was younger, | would hit him on the back. | hit him on the head, and
he would never stop crying, no matter what | did. | would take him on my lap

and try everything, but he wouldndt stop.
exampl e. When | say | was hitting him, I
angry in those moments. | would hit him, and then | would pick him up again

and show him | ove. Since my I|little son is
throw such tantrums. The moment he feel:
doesndét destroy things. This is because w
past since he was a chil d. He i s more or
strange. Let me say that he is a child who is used to a little more harshness.

(F5, 33)

Another important issue is parenting styles and authority, which involves parenting
strategi es, control over rul es and boundar.i
rearing. Two main issues related to this code emerged from the data: maternal and

paternal permissiveness, and maternal and paternal authoritativeness. The first relates

to lenient parenting strategies, while the latter refers to strictondated parenting.

One father discussed his belief that rules were against the nature of childhood:

Il think it's fair to say that | dondét mak
want the child to be a child. Last night, when | was at home, | bought some
nuts and a Coke. | was watching TV, and the children were spoiling
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Other

t hemsel ves. I coul dnodt even hear t he
them. Maybe | told my wife to warm up their milk and let them quiet down.

Let them go to bed, and then | would watch TV. But | have never slapped any

of my children like that. Thank God, | have never slapped any of my children.

(F8, 39)

participants mentioned that one parent was more permissive while the other

was more authoritative. One mother shared her perspective, explaining that she

found it difficult to set rules for her only child, who was conceived thrd\gh

Ano

cop

My first daughter is atestub e baby. That 6s why | C
dondt want her to get wupset. I donodt
for her right away. | never give it a second thought. But my husband is not

like that. He makes her cry. If she had ice cream that day, he would never buy

her a second one. (M6, 31)

ther mother, who practiced authoritat

, 0 while her more permissive husband |

| mean, now | am a bit of an authority in the house, while my husband is

softer. If a rule is to be set, | am the authority at home. But because my
husband is soft, the children say, AM
So, when | say something, they know i
is always present between me and my children. But you know, there is always
anger, always bad policing, and since | am the one who gets angry, | am the

one who ends up in arguments at home with the children. My husband is
always the good cop. He even does things that should not be done. In fact,

this is a hundred percent of our arguments with my husistid), 35)

Parental bonding and presence refer to the emotional connection between parent and

child, as well as the quality time spent together. M9 described how her husband,

despite loving his children, was reluctant to engage with them:

My husband loves children very much, but his understanding of love is a little

di fferent. Spending time and playing -
him joy. ...Sometimes there are board games with the children, and | say,
2You can play these with your father.
chesso or fALetds play this, | etds pl a:
i f heés playing out of fear of me , b
unwillingly. | feel it, and probably the children feel it too. We have a lot of
discussions about that point as well. You know, if you love children, you

should spend time with them because children grow up playing. ...But if you

look at it, he really loves his children and favors them a lot. (M9, 39)

225



The final aspect of the parental bond discussed is the presence of parents. In the
guotation, M90s husband is physically presen
(36) describes how parent al absence and negl
feelings of abandonment, safteem, and, ultimately, lead to behavioral problems.

While T2 does not claim that the chil doés
abandonment , It i s suggested that the mother

issues within the family.

The reason the child didnoét come 1in the
mother left and went away. She left, and after a month, she remarried. So,

two siblings were abandoned by their mother, to put it that way. There were

probably very serious problems in the family at home. ...The mother, of

course, abandoned them, and they were not in contact with her. During the

second semester, I was i n cont act wi t h h
school, and | insisted that they bring him. If not, at least enroll him in a
school close to their home. But he wasn:¢

constant contact with his family, with his aunt, and he was no longer in touch
with his mother. He visited me once. Even then, he only said something to me
in class. When he came that day, | saw him calmer, but he was sad. He came

to me, and we talked a bit. He sai d, A My
what he meant, but thatods what he said.
me, teacher. o sai d, AYou didndét do anyt

I
forgive you?0 (T2, 36)

4.2.3.9 Themea: Behavioral Challenges & outcomes

Behavioral Challenges & Outcomes

TN

Child’s Behavioral Patterns &

Struggles Emotional and Psychological

Outcomes

School Environment & Classroom

Parenting and Family- Challenges

Related Challenges &

Figure 4.33. Theme 9 and its categories
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Childhood aggression comes with its implicationshich include behavioral
challenges and outcomeBehavioral challenges and outcomes is the theme that
emerged, explaining the difficulties and hardships that children and those around
them experience, as well as the possible implications of aggression. When it comes
to behavioral challenges and outcomes, four key issues emerged, as shown in Figure
4.33.

Theseinclude hi | dés behavi or af=40)p patentiegrandsfamdyn d st
related challenges and outcome&4(), school environment and classroom
challenges fE€26), emotional and psychological outcomé&s2]. Among the four
categories, a large amount of data regarding parenting and family related challenges
and outcomes came from mothers, and fathers. Additionally, as shown in Figure
4.34, teachers, who were only interviewed separaf@iynarily discussedschool
environment and classroom challengeswell asc hi | dds behavi or al
struggles Observations did not reveal any relevant data concerning behavioral

challenges and outcomes.

Emotional and Psychological Outcomes
Child's Behavioral Patterns & Struggles

School Envi ent & Classroom Challenges

@ rarenting and Family-Related Challenges & Outcomes

Absolute frequencies

Ops,

Figure 4.34. Code trend of behavioral challenges and outcomes across different
document groups

4.2.3.9.1Categoryi: Emotional and psychological outcomes

One of the primary challenges and outcomes of aggression is emotional and

psychological impact. It refers to emotional reactions and outcomes, as well as how
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aggression influences individuals psychologically in social settings. As shown in

Table 4.51, one code that emerged here is emotional influence and contagion.

Table451.Category 1 (Theme 9) and itsod co¢

Category/ Description  f Participants Empirical indicators
Codes (n/46)
Emotional Emotional 2 1 -
and influences of
psychological aggression
outcomes which creates
psychological
hardships in
social
settings.
Emotional Knterac2 1 Sometimes it can be really difficult, but ihose
influence and and exchange cases | say, M12 you calm down. Because re
contagion of emotions at that moment your nerves get tense too. /
between you tend to react in an angry way. It happe
parents anc from time to time, there are times when
child. explode, | shout, there are times when | get ar

with him, but sometimes | try to calm myse
down and then try to calm him down. (M12, 39

It refers to the mutual influence of emotions between the parent and the child. As

seen in the following quotation, M12 menti o
isolated; rather, there is an exchange and emotional synchrony between her, her

husband, and the child:

My daughter is giving us a hard time. She cries and beats herself up. When

she says, Al wonoét do it, | thiswsonoté t g o, I

going to happen. 06 Then she continues to

her, Al ot wonot happen if you <cry, o0 or f
i mportant. o | dondt want to say those thi
down a bit and that we ol | talk about it
down. o6 ...But as | said, sometimes it can
I tell mysel f, AM1 2, you calm down. 0 Bec

too, and you tend to react angrily. It happens from time to time. | explode, |
shout, and there are times when | get angry with her. But sometimes, | try to
calm myself down first, and then | try to calm her do{i12, 39)

4.2.39.2Category.: Chi |l dds behavioral patterns & strit

Anot her outcome and challenge of chil dhood

patterns and struggleshis refers to the risk of aggressive behaviors becoraidg
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facto behavioral pattern and itlsng-term outcomes.Three codes emerged under

behavioral patterns and strugglés. shown inTable 4.52these are pe@ndsibling

relationship struggles, social and emotional consequences, and persistent

repetitive behavior challenges.

Table 452. Category 2 (Theme 9) and itedes

Category/ Description f Participants Empirical indicators
Codes (n/46)
Chil dods The 40 24 -
behavioral possibility
patterns & of
struggles aggression
becoming
pattern  of
behavior
and
impact on
social and
emotional
context
Peer and Impact of 7 5 It affects their friendships, they can actua
Sibling aggression make friends with anyone, but girls especie
Relationship  on peer anc don't want to play with C5 because he is aci
Struggles sibling and has this kind of violent behavior. Some
relationship the boys also play with C5, | mean a fe
students try to play with C5. They have difficul
in choosing friends, making friends. (TFCB5,
40)
Social and Being 28 18
Emotional labelled,
Consequences ostracized
from social
context and
broader
systematic
implications

Persistent &

Challenges 5 5

We donot t hink t he

Repetitive of consequences at the moment, but ftisisstill

Behavior addressing childhood, so there is adolescence, there

Challenges systematic adulthood. When the process is prolonged,
behavior fact that these habits are permanent is of cour
and risk of concern, in the end. Imagine that your ch
persistence raises his/her hand to you, | mean, | am thil
of habits three years old. | have never encountered su
over time. thing in my family and we cannot accept sucl

thing, to be honest. (F9, 33)

One of the commonhallengess the social and emotional consequences. It refers to
the social aspect of being labelled as aggressive, being ostracized by peers and even
parents, and the inability to establish relationshifigs impliesthat the negative

outcomes may have broader systemic implications beyond the immediate context,
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such as in future schooling years. T3 (40) described, in the following quotation,
how aggressiohassocial and emotional consequences. She stated that once a child
is labelled, social relations and dynamics in the classroom change. It is interesting to

seeanot hemedhielfdilsse to C56s absence from the

There are many negative consequences because they are labeled. Most of the
childrensaid one dayf C5 di dnodt come. 0 One of my st

AC5 didnot come today, what a beauti ful
me. It made me sad that even children think this way. Plus, there are labels
among the parents: AC5 did this to my da

son today. 06 This | abeling thing really bo
want to have in my class. Most of the time, | try to ignore some things and

intervene without letting the other children know, so that there is no labeling.

But unfortunately, because there is labeling, | may not be able to prevent it

from time to time.Labeling is harmfullt affects their friendships. They can

be friends with anyone, but girls especially do not want to play with C5

because he is active and has such violent behaviors. Some of the boys also

play with him; a few students try to play with C5. He has difficaitgtking

friends.(T17-C5, 40)

4.2.3.9.3 Category. School environment & classroom challenges

The third category ishe school environment and classroom challenges. It refers to
challenges teachers and children face in the classroom due to aggressive behaviors.
As shown in Table 4.53, two codes emergedmmunication and parental

cooperation issueandclassroom disruptions and management difficulties.

One of the most commorssuesis communication and parental cooperation.
Challenges in communicating h e t eperspeative &os parents aq@ar ent s 6
refusal to involve and cooperate witthe teacher are explained by the code of
communication and parental cooperation issRegardingparents, in the following
excerpt, T17C5 (40) described difficulties dealing with other parents and trying to

raise awareness regarding the importandatefjratingC>5 into society.

| am really having a lot of difficulty. | am trying to explain to the parents that
C5 is a child, and that we need to make an effort to integrate every child into
society. Some of them undearesvénarigh,, t hey sa
God help you. o0 Others say, AWhy 1is he hur
hit him/ her from now on(TléChad0)d t hey say th
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Table 453. Category 3 (Theme 9) and its codes

Category/ Description f Participants Empirical indicators
Codes (n/46)
School Challenges 26 11 -
Environment & teachers anc
Classroom other
Challenges children
experience
in the
classroom
Communication Challenges 16 8 | think his family was a hindrance. They do
& Parental in reaching improve themselves in this area. | don't thi
Cooperation out to they set rules; | don't think they enforce the
Issues parents anc | couldn't reach the family, just like | wante
convincing ...Yes, the woman was interested, but she "
parents to only getting information about her child.
actively me an, I dondt think
involve in fix it, she didn't. Maybe she only talked to hi
once. She told me that she told him about 1
i ssue, but I donot
sufficient. (T4, 39)
Classroom challenges 10 7 | was constantly on my guaigecause of the
Disruptions and of classroom deterioration of the atmosphere in t
Management  management classroom and the need to constantly con
Difficulties that a that child, his behavior that could har

teacher faces
and

someone, cause serious physical harm,
harm himself. At the end of the year, | ev

discipline made a sentence | ike
challenges time | spent with that child without an
parents accidentso. (T11, 37
experience

4.2.3.9.4 Categorys: Parenting and family-related challenges & outcomes

The last behavioral challenge and outcomaaienting and familyelated challenges
andoutcomes This category refers to challenges in the home environment and their
outcomes concerning parenting and family. gkownin Table 4.54, three codes
emerged, which arentergenerational influence on behavidamily conflicts and

disruptions andparental stress and struggles

Parental stress and struggles are the most common code. It refers to the emotional
and psychological strain caused by aggression and its outcomes, such as parental
frustration and social embarrassment. In the following quotation, M10 described and

summarized how constant problem behaviors make parents feel helpless and

emotionally drained:
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Sometimes | feel so frustrated. ...We brought my daughter here (to work)
yesterday because she is always creating chaos at home. My son is touching

t his. i No, you canoét touch this,
now. 0O A constant domi nati on. And
donoét interfere, o and so on. So,

frustrated,

myself. (M10, 35)

t

from the whol e

Table 454. Category 4 (Theme 9) and its codes

Category/ Codes Description f Participants Empirical indicators
(n/46)
Parenting  anc Challenges anc 40 19 -
Family-Related outcomes  of
Challenges & aggression in
Outcomes home
environment
Intergenerational Problematic 2 2 Inevitably, as | said, she tries to sol
Influence on behaviors things with violence. She tries to sob
Behavior being passec things byshouting, calling, crying. It alsc
down from one affects the little one, and the little one tri
generation to to learn the same things by looking at h
the next This of course reflects minus to her and
me. | have to warn her extra this time. F
sister sees it, sh
(M7, 36)
Family Conflicts Influence of 11 3 | mean, it makes his mother nervous,
& Disruptions aggression  as makes us nervous, it makes his brotl
marital tension nervous. | mean, his brother can actue
and familial tolerate his brother a little more if he war
disharmony to, but you say, son, look, either get alo
or break up. Ours do neither. (F12, 39)
Parental  Stres: Emotional 27 16 Researcher: Is there a negative

and Struggles

psychological
strain, parental
frustration and
embarrassment
parents
experience

consequence for you, for your fami
environment?

M6: Of course there are, we can go and
humiliated in front of our friends. All of ¢
sudden, our child turns out to be a swea
(M6, 31)

4.2.4 Developing culturally appropriate childhood aggression theory

In the current study, as the final step in line with grounded theory and situational

analysis, a culturally appropriate childhood aggression theory is developed.
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interested in her and so on. We went home as if we had never been there. My
daughter continued the chaos as if it had started in the morning. | felt
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said | wanted to go to the bathroom and relax. | mean, | want to stay there by
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Additionally, in accordance with situational analysis, several maps were prepared,
including the messy situational map, ordered situational map, relational analysis

map, social spheres/power arenas map, and positional map.

Firstly, among the nine themes, four are in a sequential relationship. The antecedent
of the behaviors triggers the emergence of aggressive behaviors. In response to these
behaviors, other individuals react, which falls under the theme of the consequences
of aggressive behavior. Following this, adults in the scene react and intervene in the
problematic behavior and conflict situatigks depicted in Figure 4.35, interventions

may sometimes fail, whether in the short term, immediately, or in the long term.

Background
Determinants
of Aggression
Factors Function of the
Contributing Aggressive
to Aggression Behavior
Y ==
Antecedents Consequences Inster\ s
v ; trategies
of the Aggressive of f
Behavior Behaviors Aggressive 5
> Managing
Behavior

" Aggression

Failed intervention

Patterns &
Manifestations
of Aggression Behavioral
Challenges &
Outcomes

Figure 4.35. Culturally appropriate childhood aggression theory

As intervention fails, children may react or continue to display aggression, thereby
restarting the sequential cycle. If an intervention fails, it might contribute to
triggering factors. To clarify, for example, in a classroom setting, the teacher may
intervene in the aggressive behavior; however, if the intervention fails, the child
might retaliate by increasing the intensity of the behavior or redirecting aggression
toward others.
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Beyond the sequential relationships, factors contributing to aggression determine
whether children respond to certain triggers with aggression. Thus, as shown in
Figure 4.35, these factors are positioned between the antecedent of the behavior and
the aggressive behaviors. As the name implies, background determinants of
aggression influence these contributing factors, but their role is more distant and
occurs in the background. They are placed in a more distal position and are indicated
by a dotted line. The function of aggression and patterns and manifestations of
aggression are located around aggressive behaviors and directly linked to them, as
they play a role in understanding the context and intent behind the behavior. Finally,
behavioral challenges and outcomes are placed under the consequences of aggressive

behaviors. This placement is due to the fact that these are implications afteriong

consequences-teffr maggpnre Isiegn .a

resul ts of t he

double line is used in Figure 4.35.
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Figure 4.36. Messy situational map
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As required by situational analysis, the first step was to create a messy situational
map, shown in Figure 4.36In this initial step, code frequencies and words were
examined. Prominent codes or words were transcribea disorganized manner
These words or codes actedkaywords offering explanations and providing clues

for the study.

Individual Non-human & Human Elements/Actors- Key individuals and significant
(unorganized) people in the situation

Human actors & eements

Female friends

Grandpaents

Male friends

Other child/others

Sibling influence

Teacher

Paternd permissiveness

Peers

Non-human elements

Object

Violent toys

Collective Human Elements/Actors- Particular groups; specific organizations
Classsize

Classroom

Family dynamics/structure

Home-school collaboration

Intergenerationd suppot

Peer influence

Working mnditions

Discursive Constructions Individual and/or Collective Human Actors-As found in the
situation

Attention seeking

Bias towards peer difference

Excluding

Resistance

Resonance behavior

Political/Economic Elements-The state; particular industries; local/regional/global
orders; political parties; politicized issues

Media/Technology

Socioeconomic

Temporal Elements-Historical, seasonal, crisis, and/or trajectory agects
Incongstent parenting

Marital harmony

Parental absence

Parental disconnect/alienaion

Frugration

Emotiond distress

Major Issues/Debates (Usually Contested)

Power & control

Ambiguity of motivation

Abuse

Free play

Impulsivity

Red lines

Negative punichment

Postive punigiment

Figure 4.37. Ordered situational map

Following the creation of the messy situational map, the researcher organized the
identified words or codes into categories proposed by Clarke (2005). As a result, the
ordered situational map, illustrated in Figure 4.37, was developed. These categories
encompass individual nedmuman and human elements/actors, collective human

elements/actors, discursive constructions involving individual and/or collective
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human actors,

issues/debates.

Working
conditions

Paternal
permissiveness

Bias towards peer
differences

b

Teacher

Violent toys

Media/Technology ——————————-

Class size

Resonance

Emotional distress behavior

Marital harmony
Parental

disconnection/alienation

political/economic

-

Childhood aggression

elements, temporal elements, and

Inconsistent
parenting

Frustration

Impulsivity

Socioeconomic

Peer influence

Power & control

sibling influence

Parental absence
Positive

punishment

Classroom

Negative
punishment

Resistance

Figure 4.38. Relational analysis map

major

As the third map, aelational analysis mapvas created. The most prominent

elements from the previous maps were selectedrigare 4.38 relationships were

depicted using lines or arrows. The dotted lines indicate a weak relationship,

reflecting the less frequent mention of specific words or codes when describing

childhood aggression. Conversely, the thicker lines represent a strong relationship,

signifying the frequent mention of certain words or codes in relation to childhood

aggression.
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The fourth map created was the social spheres/power arenas map. As illustrated in
Figure 4.39, children are positioned at the center of the map. Surrounding them are
their peers, who frequently interact with each other in social settings. The arrows in
Figure 4.39 represent these interactions. In the outer circle, direct caregivers and
influencers are placed, with interactions between parents and teachers occurring
within this circle. Furthermore, both parents and teachers interact with children, as
shown by the arrows in Figure 4.39. A third circle contains wider social and
structural influences, including the school, cultural and parenting norms, as well as
media and technology. As highlighted in Figure 4.39, interactions between the school
and teacher, as well as between cultural and parenting norms and parents, are
emphasized. In the outermost circle, distal structural forces are represented, such as
socioeconomic conditions, working conditions, and legal and policy frameworks.
The legal and policy frameworks refer to school policies on discipline, intervention

strategies, and gilance and counseling services.

Distant Structural Forces

Socio-economic conditions & Working conditions

Legal & Policy framework

Figure 4.39. Social spheres/power arenas map
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Position is
Teachers not
articulated
Aggression is
expected but
Teachers (of obs.) capable of
dealing with
Related to age
but it is
Fathers Gt
Aggression is
normal and
Mothers accepted it
- -+

Normalization of Aggression

Figure 4 .40. Positional map displaying normalization of aggression

The final map is theositional map, which depicts the normalization of aggression.

In Figure 4.40, the >axis shows the frequency with which participants mentioned

the i ssw@®,i wdithatéi ng fewer mentions and 06+ ++
mentions. Positional maps illustrate how different groups position themselves

regarding specific issues. In Study 2, one such issue is the normalization of

aggression, with participants holding varying views on the matter.

The Y-axis represents different groups of participarts. shown in Figure 4.40,

teachers who only participated in the interviews did not provide any insights

regarding this issue; therefore, their position is not represented. Teachers involved in

the observation study provided limited input on timmalization of aggression,

adopting the view that faggression i s expec
group that discussed this issue the most, asserting that it iselaggd and

developmentally normal. Lastly, mothers mentioned the issue less frequently than
fathers but more than teachers. Their posi t|

nor mal and accepted. 0
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4.2.5 Key findings

9 Culturally appropriate childhood aggression is explored through nine key
themes: antecedents of aggression, aggressive behaviors, consequences of
aggression, intervention strategies, functions of aggressive behavior, patterns
and manifestations, contributing factors, underlying determinants, and
behavioral challenges and outcomes.

1 Emotional and psychological triggers, such as unusual or expressive
behavior, attentioiseeking actions, and heightened emotional sensitivity to
incidents, are often observed before aggression.

1 Environmental and situational triggers, such as spatial factors, changes in
activities, classroom transitions, and play or objetdted triggers, often
precede aggression.

1 During covert oppression,hiddren are suppressed, leading to no overt
reaction. These covert interactions may appear coffiféeton the surface but
are, in fact, conflicted beneath the surface.

1 Peer interactions and social dynamics, including positive peer interactions,
social engagement and exclusion, power and status among peers, and peer
conflict or struggles, can also trigger aggression.

1 Peerinitiated actions, such as encouraging responsibility and structure,
corrective and disciplinary measures,
frequently observed before aggression.

1 Out of the 23aggressivebehaviors identified in Study 1, only 17 were
observed in Study 2.

1 Among these behaviors, physical aggression was the most commonly
observed, while relational and verbal aggression occurred equally.

1 Teachers reported physical aggression more frequently than mothers and
fathers, with mothers mentioning it the least.

1 In Study 2, three relationally aggressive behaviors were identified. In order of
frequency, these are excluding, undermining others, and ignoring.

1 Two verbally aggressive behaviors were noted in Study 2. From most to least

frequent, these are using offensive language and vocal outbursts.
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Namecalling is a form of using offensive language. Some words, though
seemingly innocent and harmless, can be perceived as aggressive based on
the reaction they provoke and the harm they cause. Therefore, the key factor
in determining aggression is the perception of the recipient.

In Study 2, 12 physically aggressive behaviors were identified. Listed from
most to least frequent, these include hitting, throwing objects or oneself,
causing harm, pulling, pushing, pinching, getting on top of someone,
interrupting play or ongoing educational activities, kicking, scratching,
choking, and biting.

Biting is reported as a patrticularly challenging behavior to manage, as it is
difficult to address and explain to parents.

At times, physical aggression was displayaaertly, and its aggressive
nature could only be fully understood after confirmation from the teachers.
Corrective actions and behavioral adjustments such as conditional conflict
resolution, boundary and resource managememmpliance enforcement,

and instructional responses occur immediately following aggression.
Emotional and social consequences such as emotional distress and social
reactions arise as a result of aggression.

Defensive and retaliatory responses such as defensive withdrawal, denial,
resistance, and retaliation occur as consequences of aggression.

Social and peer influence responses, including social reinforcement and
contagion, are also consequences of aggression. This suggests that aggression
can encourage others to adopt similar behaviors, leading children to imitate
aggression as a learned response.

In addition, passive or avoidant reactions, where individuals disengage or
refrain from responding, may result from exposure to aggression.

Therapeutic and specialized interventions, such as professional and
therapeutic support, are utilized as strategies for managing aggression.
Occupational therapy and collaboration with guidance counselors and
professionals are employed as intervention methods.

Conflict resolution and descalation strategies such as using gentle verbal

and nonverbal cues, redirecting attention and behavior, and managing and
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resolving conflicts are utilized as intervention strategies for managing
aggression.

Behavior management and discipline strategies, such as direct disciplinary
responses,teaching boundaries and accountability, selective ignoring,
reinforcement, and punishment, are implemented to address and manage
aggression.

Emotional and social development strategies, including assigning
responsibility to promote positive engagement and fostering emotional
awareness and empathy, are used to help manage aggression.

Preventive and proactive strategies, such as teaching moral and social
expectations, enhancing parachool collaboration, and identifying and
monitoring behavioral patterns, are essential for effectively managing
aggression.

Aggressive behaviors serve various functions, including attesgeking,
reactive and resistant behaviors such as opposition and defiance, using
behavior as a game, sensory and cognitive functions like seeking stimulation
and engagement, and emotionally driven functions such as defense
mechanisms, retaliation, and emotional expression. Additionally, social and
powekrdriven functions such as ervdyiven behavior, social exclusion, peer
regulation, and the assertion of social power use aggression as a tool to
achieve childrenés goals and desires.
Aggression is a socially constructed phenomenon that is frequently associated
with labeling; however, these labels are inherently subjective and centext
dependent.

Children may selectively target specific peers and direct aggression toward
them, either overtly or covertly.

The duration of aggression can vary; in some instances, it manifests as a
persistent behavior, with the child exhibiting aggressive actions on an almost
daily basis. Conversely, aggression may occur suddenly, without prior
indication, though in certain cases, it can be anticipated based on cues such as
facial expressions, body | anguage, an:
The development of aggression is influenced by a range of factors, including

life events such as attending preschool or kindergarten and the birth of a
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sibling. These specific milestones can have a notable impact on the child,
often leading to an increase in the frequency and intensity of aggressive
behaviors.

Contextual and situational factors, such as external conditions, also affect
aggression. For instance, the presence of a particular individual, the location,
the type of activity at school, and the gender of the opponent can all influence
aggressive behavior.

Aggression is more commonly observed in school environments, with a
higher incidence occurring in the classroom. In preschool settings, aggressive
behaviors tend to be most prevalent during free play, followed by transitions
and art activities, respectively.

Aggressive behaviors are generally directed toward male peers, followed by
female peers. While not as frequently mentioned, adults, such as parents,
teachers, and grandparents, can also be the targets of aggression.

Social and environmental triggers, individual dispositions and personality
traits, emotional regulation and coping challenges, cognitive and
psychological factors, as well as physical, health, and biological influences,
all significantly contribute to the manifestation of aggression.

With regard to individual dispositions and personality traits, children
exhibiting strongwilled, controlling behaviors, competitive or statlisven
personalities, elevated energy levels, and a pronounced need for novelty and
stimulation are more predisposed to displaying aggressive behaviors.

In terms of physical, health, and biological influences, instinctual and innate
reactions, as well as dietary and physical constraints, and health or
developmental challenges, all play a role in the occurrence of aggression.
Past experiences and learned behaviors, as well as impulsivity and deficits in
seltcontrol, are fundamental cognitive and psychological factors that
contribute to aggression.

Emotional regulation and coping challenges, such as frustration resulting
from competition and setbacks, alongside difficulties in managing emotions

and mood, play a significant role in the development of aggressive behaviors.
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Social and environmental factors, including socioeconomic influences, peer
interactions, and the classroom or school environment, are significant
contributors to the manifestation of aggression.

Family and parenting dynamics, along with social and cultural factors, the
school and peer context, and developmental and social learning processes, all
function as pivotal background determinants of aggression.

Cultural and social factors, such as the broader cultural and economic
context, and the influence of media and technology, serve as important
background determinants of aggressive behavior. Similarly, developmental
and social learning factors, such as familial and intergenerational influences
and early sociaémotional development, contribute substantially to
aggression.

Parenting practices, including consistency in discipline, the quality of parent
child relationship, parental supervision and influence, parenting styles, and
the nature of parental bonding and presence, are frequently cited as
significant background determinants of aggression.

Chil dren6s behavioral patterns and c¢h.
and sibling relationships, social and emotional consequences, and persistent,
repetitive behaviors, are key areas of concern. These issues are often
influenced by family dynamics, such as intergenerational patterns, family
conflicts, disruptions, and parental stress. In the school environment,
challenges like poor communication between parents and teachers, classroom
disruptions, and difficulties in behavior management further impact
chil drenods struggl es. Additionally,
including emotional contagion and influence, contribute significantly to these
behavioral patterns and their outcomes.

Every aspect of the study is situated within a specific cultural context, with
culture being evident in each theme and code. However, as defined in this
study, culture is most prominently reflected in categories or codes related to
cul tural and economic context, whi ch
working hours and conditions, and marital harmony; media and technology

influence; family and intergenerational influences, which include sibling
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relationships, family dynamics, and intergenerational support; and family and
parenting influences, encompassing aspects such as parenting consistency and
conflict, parental influence and supervision, parenting styles and authority,
and parental bonding and presence.

The culturally appropriate childhood aggression theory consists of nine
themes. The theory outlines a sequential relationship, beginning with the
antecedents of aggression, followed by the aggressive behaviors, the
consequences of these behaviors, and the intervention strategies for managing
aggression. If the intervention is unsuccessful, the cycle returns to aggressive
behaviors. Background determinants of aggression play a supportive role in
shaping factors that contribute to aggression, which in turn influence whether
the antecedent leads to aggressive behavior. The function of aggressive
behaviors and the patterns and manifestations of aggression are closely
related to aggressive behavior, as they explain the purpose and nature of
aggression. Finally, behavioral challenges and outcomes represent the long
term consequences of aggressive behaviors.

In this model, power dynamics and social spheres are structured in layers:
distant structural forces surround broader social and structural influences,
which in turn encircle direct caregivers and influencers, ultimately affecting
the child and their peers.

Distant structural forces, such asocioeconomic conditions, working
conditions, legal and policy frameworkreate a larger framework that
influences the immediate social and structural environments surrounding a
child. Additionally, wider social and structural influences, suchsasietal
norms, cultural values, and broader systems of power, create a larger
framework that influences the immediate social and structural environments
surrounding a child. These wider forces shape the behaviors and expectations
within families, schools, and communities. In this context, direct caregivers
(such as parents, teacheand grandparentand influencers (such as media

or community | eaders) are key figures

and interactions with their peers. Essentially, these layers of influence, from
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distant societal forces down to the immediate relationships, interact to shape
how a child perceives and responds to aggression.

1 Aggression is less normalized by teachers and more normalized by parents.
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CHAPTER 5

DISCUSSION, EDUCATIONAL IMPLICATIONS, AND
RECOMMENDATIONS FOR FURTHER STUDIES

ThischaptersdividedintotwosectionsStudy land Study 2. An overview of Study 1,

the interpretation of its findings and their connection to existing literature is provided
inthissectionTheimplicationsand recommendations for further studies are discussed
in the subsequent section, under heading %5udrthermore, an overview and
interpretations of the findings from Study 2 and their connection to existing literature
is presented under heading 5.2. Additionally, the discussions and implications of the

study and recommendations for further studies are also included in this section.

5.1 Discussion of Study 1

5.1.1 Overview of Study 1

Study 1 investigated childhood aggression by gathering perspectives from various
experts, including psychological guidance counselors, child development specialists,
clinical psychologists, child psychiatrists, and early childhood educators. To achieve
these objectives, research questions focused on the definition of aggression, the
classification of childhood aggression, and the characteristics of these classifications
were addressed. Findings related to these questions are discussed under heading 5.1,

in connection with the existing literature.
5.1.2 Discussion of findings
5.1.2.1 Operational definition of childhood aggression

Different fields within the social sciences have described childhood aggression in

various ways. For instance, the psychological sciences have emphasized emotional
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dysregulation, motivation, and cognition (Berkowitz, 1993a; Dodge et al., 2006).
Educational sciences is focused on behaviors such as relational, verbal, or physical
aggression and the impact of these behaviors on social relationships (Crick &
Grotpeter, 1995). Tremblay (2000) argued that aggression is critical for psychiatrists,
as it can be a symptom of psychiatric disorders such as ADHD or behavioral
problems. Similarly, in this study, psychiatrists and psychologists highlighted the
biological and medical aspects of aggression. However, coded segments regarding
these aspects were more limited compared to other aspects of aggression.
Furthermore, an experimental analysis of the biological, neurological, or hormonal
factors and their impact on aggression was not conducted. Existing studies have
supported the claims of the participants by highlighting various genetic
predispositions, hormonal imbalances, and neurological factors (Berkowitz, 1993a,;
Raine, 2002). Additionally, Tremblay (2000) noted that patients with mental health
disorders, such as conduct disorder, are medically treated by psychiatrists, which
highlights the biological or medical aspect of aggression. Underwood (2003) also
highlighted the variation in terminology and definitions across different fields or
disciplines. Participants from various fields defined childhood aggression by
emphasizing different focal points and key terms. This variation may be related to
exposure to specific terminology and issues during professional education, which

shapes views regarding childhood aggression.

In this study, childhood aggression is defined as physical and emotional harm
directed at oneself, others, the environment, or objects. As previously mentioned, the
participants used different terminologies or defined childhood aggression by
highlighting its various characteristics. However, this definition represents a common
phrase upon which all participants agreed. Traditional views consider aggression as
being directed at others. However, the perspective of developmental psychology also
includes acts directed at oneself or objects (Dodge et al., 2006; Tremblay, 2000).
Underwood (2003) states that aggression directed at oneself is less common in early
childhood and is often associated with frustration and a lack of emotional regulation.
Therefore, the definition in this study leans toward a more holistic view. Including
oneself and the environment or objects may stem from the professional experiences

of participants. Early childhood education experts may encounter children throwing
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their toys and causing harm to their friends:s
that aggression must be viewed as a recurring pattern of behavior. This means that to

be regarded as an aggressive behavior, children need to display it consistently.

Moreover, it is critical to address these behaviors to prevent them from becoming

chroni c. Thi s claim is supported by Tr embl
aggression has an early onset, and if not addressed, it becomes an established

behavioral pattern.

Another aspect of this definition emphasized the importance of understanding
children and recognizing that the childrenods
aggression is not an isolated construct; it interacts with variables surrounding
children. This view is s ubpigelogicaldysttmgs Br onf en|
theory, which highlights the importance of the environment, individuals, and macro

level structures surrounding children. Furthermore, aggression is a reaction to

negative conditions and a lack of adult support (Cummings et al., 2000). Therefore,
understanding aggression from a broader and more sensitive context is advised by

Dodge et al. (2006).

Regarding childhood aggression, participants also distinguished between aggression
in adulthood and childhood by mentioning different developmental factors such as
deficiencies in expressing and regulating emotions. This indicates that instead of
harmful intent, children behave aggressively for specific reasons. By highlighting
these distinguishing features, the participants indicated that childhood aggression is
di fferent due t o chil drenoés devel opment al
understanding intent is critical for effectively addressing aggressive behaviors.
Thompson and Goodman (2010) also claimed that the motivation behind aggression
is functional. In early years, emotional development is an ongoing process; thus, due
to limitations, children navigate difficulties with aggression (Denham et al., 2003).
Moreover, children lack the cognitive abilities necessary to carry out harmful
intentions (Dodge et al.,, 2006). Therefore, based on existing literature and
participants' statements, it can be concluded that, while children might have

intentions and carry out aggressive acts, these intentions are not necessarily to cause
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harm; they serve a functional role, with harm occurring as an unintended

consequence.

Conclusively, the operational definition of aggression is classed as an umbrella term
encompassing the characteristics of aggression, the function of aggression in early
childhood (EC), and aggressive behaviors. This indicates that childhood aggression
is a multifaceted and complex construct. Therefore, the social function and dynamics
of aggression must be acknowledged while defining it (Crick & Grotpeter, 1995). In
the following sections, the characteristics of childhood aggression, the function of

aggression in Early Childhood, and aggressive behaviors are discussed in detail.

5.1.2.1.1 Characteristics of childhood aggression

In this study, the participants claimed that children display different types of
aggression depending on their age. Younger children tend to exhibit physical
aggression while older children, starting from-BD months, tend to display
relational and verbal aggression. This shift may indicate the development of
language and cognitive skills; as children improve their verbal abilities, they might
start to use words instead of physical a@sevious studies have indicated that
children display physical aggression starting at 17 months (Tremblay et al., 1999).
Similar to the current study, previous findings suggested that the use of physical
aggression decreases while verbal aggression increases as children grow (Tremblay
& Nagin, 2005). Vaillancourt (2005) implied that children learn to cope with
physical aggression as they mature. Underwood (2003) also stated that this shift
indicates that as children grow, they begin to use more intricate, socially driven

forms of aggression.

Additionally, participants claimed that the emotions leading to aggression also differ.
Younger children act upon various forms of emotions such as frustration, sadness,
anxiety, worry, or disappointment rather than just anger. This situation may reflect
the developmental characteristics of young children, who have difficulties expressing
emotions and cannot manage them. These claims are supported by previous studies,

which suggest that aggression occurs more frequently due to emotional dysregulation
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rather than as a reaction to provocation (Eisenberg et al., 2001; Dodge et al., 2006;
Thompson & Goodman, 2010).

On the other hand, participants also claimed that aggression can be a symptom of
psychological disorders. This means that in some cases, children who display
aggression may do so due to underlying disorders, and various behavioral problems
may accompany aggression. The American Psychiatric Association (APA) and
various studies have confirmed aggression as an indicator of neurodevelopmental
and psychological disorders (APA, 1994; Keenan & Wakschlag, 2000). Aggression
plays an important role in the early identification of psychopathology, allowing

timely intervention (Dodge et al., 2006).

Excerpts from participating experts revealed that aggression exhibits -gerseel
differences. Boys tend to exhibit more physical aggression, while girls display
relational and verbal aggression. Research has also revealed similar findings,
establishing a link between physical aggression and boys (Crick & Grotpeter, 1995).
However, some oppose the idea of segregating behaviors based on gender and
emphasize the impact of various variables (Card et al., 2008). Bjorkqvist (1994)
supported these findings and claimed that boys tend to display more verbal
aggression. Similarly, in the current study, one participant alleged that verbal
aggression is more commonly displayed by boys. Therefore, it is prudent to be

cautious and avoid overgeneralizations.

As previously mentioned, the intent behind aggression is one of the characteristics of
childhood aggression. This study revealed that intent and perceptions of intent are
shaped by cultural family practices. Families may use physical actions to express
affection or communicate, and these practices may be normal within the family but
can conflict with social norms or the practices of other families. Psychologists

investigating culture have pointed out that in different cultures, the expression of
emotions and the purposes of using different physical acts vary (Cole et al., 2006).
Rogoff (2003) also claimed that children model the behaviors they experience and
internalize social cues from their immediate surroundings; however, these norms

may di ffer from those i n educational
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aggression is not an isolated construct and interacts with culture. Hence behaviors

considered normal in one cultural setting may be perceived differently in another.

In addition to the cultural aspect of intention, participants argued that to comprehend
aggressive behavior, it is also critical to consider the perspectives of the children who
experience these behaviors. This suggests that even if children have innocent
intentions and no desire to cause harm, those who witness such behaviors can still
feel hurt. Berkowitz (1993) asserted that the impact of aggression depends on the
emotional capacity of the behavior and the perceived intent. To gain a deeper
understanding, it's essential to explore the viewpoints of those impacted by

aggression more thoroughly. The differing perceptions of intent may be related to the
ambiguous nature of intent in early childhood, as children are likely to have

intentions that differ from harming (Thompson & Goodman, 2010).

This study also revealed that, to label aggression as pathological, it must occur in
multiple settings, and persist frequently and for more than six months. This implies
that not all children who display aggressive behaviors can be clinically diagnosed
with psychological disorders that include aggression as a symptom. According to the
American Psychiatric Association (1994), to diagnose children with behavioral
issues, aggression as a symptom must meet these criteria. Based on this finding, it
can be inferred that further investigation is needed to understand the origins of the
aggressive behavior if children display aggression only in school or home
environments. Furthermore, it is established that aggression is a common behavioral
pattern among young children, and it is important to know when to seek help
(Tremblay & Nagin, 2005). These criteria for pathological aggression distinguish

developmental behavior problems from clinical issues.

Regarding aggression in early childhood educational settings, findings have revealed
that children are more likely to display aggression during free play. This indicates

that children are more prone to exhibit aggressive behaviors during less supervised
and structured periods of their daily routine. Research supporting these findings also
claimed that aggression is likely to occur in less supervised settings, such as open

ended activities and playgrounds, where power dynamics between peers come into
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play (Smith, 2010). Without supervision during rotegicttumble play, the play can
escalate into aggression (Pellegrini, 2002). Based on these findings and existing
literature, it can be concluded that a lack of supervision and structure is a key factor

leading to aggression.

This study indicates that sudden secidtural changes and events impact
aggression. Participants identified these changes and events as the pandemic, the
birth of a sibling, divorce, accidents and so on. This finding aligns with previous
research investigating the psychological effects of COV®D which revealed that
sudden changes in routines and anxiety lead to behavioral problemseg@itgl.,

2020). Similarly, Cicchetti and Toth (1998) emphasized the impact of stress and
trauma on the ability to regulate emotions, which in turn leads to increased
aggression. Moreover, since divorce and the birth of a sibling are among the most
significant changes that disrupt the lives of young children, numerous studies have
established a link between these events and aggression (Martinez & Forgatch, 2002).
These findings indicated that changes and stressful events trigger aggression by
disrupting children’'s emotional regulation and stability. The impact of these events
may be related to the cognitive, emotional, and verbal development levels of young
children; thus, these events may be linked to aggression among young children rather

than adults.

Findings of the current study also revealed that emotional regulation and the ability
to control aggression are closely associated with developmental factors such as
cognitive development. Participants implied that it is common to encounter
aggression in younger children since they are still developing and lack -oiglesr

skills. Similarly, Thompson and Goodman (2010) supported the association between
emotional regulation and executive functioning, which is one aspect of cognitive
development. Supporting the interpretations of participants in the current study,
previous research has also claimed that social cues may be misinterpreted due to
underdeveloped cognitive processing, which may lead to reactive aggression (Dodge
et al.,, 2006). Based on these findings and literature, it can be concluded that the
developmental characteristics of young children might explain some aspects of

childhood aggression.
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Brain development is also revealed to be important concerning aggression. Previous
research has found that the prefrontal cortex, responsible for regulation and executive
functioning, continues to develop until adolescence (Casey et al., 2005). Raine
(2002) claimed that underdeveloped brain function is one of the reasons for
difficulties in emotional regulation. This study only mentions the biological factors

or medical issues and these findings do not stem from experimental research or
met hods t o eval uate the underl ying bi ol

findings come from the claims and expert opinions of the participants.

A conflicting finding in this study is that rural and socioltural backgrounds are
linked to aggression. However, this arises from opposing statements regarding the
relationship between aggression and lower or higher smnoomic backgrounds.

This conflicting nature of socieconomic background also aligns with existing
research. Research similarly links low SES with adversity, inconsistent parenting,
and limited access to resources, which increases the likelihood of developing
behavioral problems such as aggression (McLoyd, 1998; Bradley & Corwyn, 2002).
In this study, while establishing a relationship between high SES and aggression,
participants provided examples of long parental working hours, which aligns with
previous studies by Luthar and Becker (2002). This existing research lists the
possible reasons for this association: academic pressure, emotional neglect due to
work conditions, and ovescheduling. These findings indicate that it is challenging

to relate aggression solely to poverty, as various variables are at play.

Another interesting finding regarding aggression is that it exists on the spectrum.
This means that not all forms of aggression can be considered the same, and each has
different implications. Previous studies have also claimed that aggression is
multifaceted and has various forms, leading to different developmental outcomes
(Dodge et al.,, 2006; Tremblay, 2000). Blair (2004) argued that some forms of
aggression may indicate neurological risks, while other forms may be characteristics
of age. In light of this finding and existing literature, it is important to avoid

generalizations concerning aggression and to consider all facets of aggression.

Negative connotations, stigma, and labeling concerning aggression is another notable

aspect of aggression. Existing literature discusses labels and stigmas concering self
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fulfilling prophecies. When labeled as aggressive, children may embrace these labels
as characteristics of their personality and act accordingly (Caprara et al., 2007).

Furthermore, these labels reportedly prolong educational experiences and impact
teachers' expectations and their relationships with peers (Jones & Jones, 2012).
Hence, aggression, stigmas, and labels interact mutually. This means that aggression

may lead to stigmas and labels, which in turn, may contribute to the aggression.

5.1.2.1.2 Function of aggression in EC

One of the aspects afggression commonly referenced while defining childhood
aggression is its function. This study revealed that aggression plays a role in
expressing emotions and frustrations and serves as a form of communication. The
literature also indicates that children with poor emotional regulation tend to use
physical acts and vocalizations to communicate (Denham et al., 2003). Regarding
emotional expression, Siegel and Bryson (2011) claimed that powerful emotions lead
to significant behaviors. Similar to emotional development, children with immature
language development also use aggression to communicate (Perry, 2001). In this
study, participants also claimed that using aggression as a communication tool is
closely associated with language development. A study found that children with
delayed language tend to display aggression compared to their peers (Cole et al.,
2010). Taking these findings and existing literature into account, it can be concluded
that this function of aggression is closely related to the developmental characteristics
of young children. Therefore, it is expected that as children grow, this function of

aggression will diminish.

Moreover, childhood aggression is used as a tool to express various emotions such as
worry, frustration, anger, and sadness. In contrast to childhood aggression, adults
generally use aggression primarily to express anger. This finding is also supported by
previous research, which claimed that aggression stems from difficulties in
regulating emotions rather than from the emotions themselves (Denham et al., 2003).
Berkowitz (1993) claimed that aggression in adulthood emerges after encountering
injustice, provocation, or conflict resulting in anger and leading to aggression. In

childhood, however, the lack of ability to understand, classify, and control emotions
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is associated with the emergence of aggression (Thompson & Goodman, 2010). This

indicates the need for supporting the emotional regulation of young children.

The final function mentioned in defining aggression is using aggression to obtain
desired objects and goals. In this context, there is a specific categorization of
aggression that describes this function, known as instrumental aggression (Dodge et
al., 2006). Instrumental aggression is defined as using aggression to acquire an object
or achieve a goal (Tremblay, 2000). Furthermore, existing studies have revealed that
children learn through exploration, and during this stage some of their actions may
be aggressive (Hay, 2005). This means that in aanelerror process, children

might use aggression to obtain an object. Children may adopt these behaviors as a

pattern without any feedback from caregivers.

5.1.2.1.3Aggressive behaviors

In this study, participants identified various types of aggredsar@viors. Two of

the most commonly mentioned aggressive behaviors are hitting and pushing. In
previous literature, these two behaviors were commonly referred to as aggression
(Crick et al., 2006; Harlow & Lauersdorf, 1974; Tremblay & Nagin, 2005).
Furthermore, some of the least mentioned aggressive behaviors include getting on
top of someone, choking, scratching, and wetting oneself. In early childhood, some
aggressive behaviors are considered typical, temporary, and mild; however,
behaviors like choking or other severely damaging actions are considered symptoms
of behavioral and emotional disorders (Keenan & Wakschlag, 2000). Hence, the
emergence of these behaviors may signal the need for referral to professionals
(Tremblay & Nagin, 2005). Since these behaviors are considered atypical, some
participants may not encounter them daily, leading to lesser instances of mention.
Biting is another prominent behavior; participants expressed concern about the
intensity and prolonged effects of biting. Biting is considered a -imtgmsity
behavior that emerges as a result of immature language development and emotional
regulation (Oliver, 2022; Potegal, 2023). The problematic nature of biting stems
from the risk of harming other children and the challenges caregivers and teachers

face in creating safe environments (Gartrell, 2004).
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5.1.2.2 Types of aggression

In the current study, aggression is characterized based on location, variables related
to behavior, forms of expression, the presence of intent, and so on. Childhood
aggression was divided into eight different groups with various subcategories and
codes. The most commonly used categorizations were: relational, verbal, and
physical aggression. This is consistent with previous literature (Coie & Dodge, 1998;
Crick et al., 1997;Vissing et al, 1991). Buss (1961) also proposed several
categorizations: physidalerbal, activépassive, and direidndirect. In this study,

two other categories from the literature, active and passive, were not mentioned by
any participant. This may be related to the fact that there are various overlapping
types of aggression (Cohen et al., 2006). Another categorization that emerged in the
current study is proactive and reactive aggression. This finding aligns with previous
literature, where proactive aggression is associated with premeditated acts, while
reactive aggression occurs as a response to provocation (Dodge & Coie, 1987).
Additionally, Feshbachos categorizati on, w h
intent, such as hostile and instrumental, was also revealed in the current study.
However, it is crucial to mention that this categorization was primarily proposed by
psychologists in the current study. This may be related to the fact that each

profession focuses on aggression from its perspective and field of expertise.

As mentioned, verbal aggression was one of the prominent categories that emerged
in this study. Participants listed behaviors such as vocal outbursts, wailing or crying,
using offensive language, and belittling others as verbal aggression. Some of these
behaviors are difficult to categorize, as Crick and Grotpeter (1995) consider verbal
insults and namealling as relational aggression. Furthermore, Underwood (2003)

characterized belittling as an indirect type of aggression and considers it relational.

Relational aggression is another commonly mentioned categorization. Participants
provided examples of relational aggression, such as spreading rumors, ignoring,
belitting others, and excluding. Relational aggression is defined by Crick and

Grotpeter (1995) as causing harm through relationships. Researchers have claimed

that the term "relationship” is key to differentiate relational aggression from physical
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or verbal aggression. Therefore, it might be confusing to differentiate relational
aggression from verbal aggression. In line with this interpretation, participants in this
study were divided on classifying undermining behaviors, which refer to mocking,
belittling, or flaunting. Some classified it as verbal aggression, while others classified
it relational. However, as Crick and Grotpeter (1995) stated, if the verbal statements
target relationships, then it is relational aggression. This means that relational

aggression can include verbal statements.

The last categorization that is highly emphasized is physical aggression, which
includes behaviors such as biting, hitting, and pushing. Tremblay and his colleagues
(2005) described physical aggression as
body parts. Similarly, in the current study, physical aggression is also described as
causing harm through physical contact. Furthermore, similar to Tremblay and Nagin
(2005), participants stated that aggression can occur as a result of physical contact,

such as hitting, or through objects, such as throwing toys.

5.1.3 Educational Implications and recommendations for further studies

In Study 1, the operational definition of childhood aggression, aggressive behavior,
and types of aggression were investigated from the perspectives of experts in
Tarkiye. This study conceptualizes childhood aggression based on these findings.
First, the importance of this study derives from creating definitions and related
themes within the Turkish context and from professionals who deal with these issues
daily. These insights provide a conceptual framework for researchers to build upon.
Furthermore, the findings also offer guidelines for teachers, parents, researchers, and
other professionals to understand and comprehend childhood aggression.
Consequently, these individuals can distinguish aggressive behaviors occurring in
classrooms by referring to the operational definitions and lists of aggressive
behaviors. Although various definitions and lists of behaviors (Braine, 1994;
Carpenter, 2002) are available in the literature, the findings of Study 1 provide an
understanding of childhood aggression within the Turkish context.

Moreover, the findings of the study imply that there is more than one categorization

of aggression, and each professional group classifies it from its perspective. This
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suggests that there is no single answer or solution to aggression. This idea aligns with
inclusive, developmentally appropriate early childhood education and individualized
or differentiated instruction (Bredekamp & Copple, 1997; Unal et al., 2022). Hence,
teachers need to observe children, and with knowledge of the classifications from
different expert groups, collaboration with other medical professionals may be
facilitated. This means that if a teacher understands hostile aggression, as categorized
by psychologists, after constant observation, they can decide whether a child needs a

referral to a psychologist.

Another implication of this study relates to the characteristics of childhood
aggression. Understanding the characteristics of aggression helps teachers plan for
managing it. For instance, if a teacher recognizes that aggression is a recurring
incident, as the findings suggest, then they need to develop -éelongntervention

plan to address the issue. Another example can be drawn from this study, which
suggests that aggression in early childhood is due to developmental characteristics
such as cognition, limited emotional regulation skills, and limited vocabulstyqv

& Crick, 2007;Gratz & Roemer, 2004). Therefore, intervention programs designed

to decrease childhood aggression need to incorporate these issues as a dimension of
the program. Furthermore, parents should be trained about these dimensions and
informed that children display aggression to express emotions such as sadness,
frustration, fear, as well as anger. This will encourage parents to help children
express and understand their emotions. Additionally, understanding the
characteristics of aggression will assist researchers in distinguishing typical

behaviors from aggressive behaviors.

In future studieswhile information on the years of experience of the experts was
collected in Study 1, this information was not considered in the presentation and

interpretation of the results. Future studies could take this information into account.
5.2 Discussion of Study 2
5.2.1 Overview of Study 2

Study 2 explored childhood aggression and aimed to develop a culturally appropriate

theory of childhood aggression. To achieve this, questions addressing childhood
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aggression, its characteristics and dimensions, and its interaction with culture were
directed to preschool teachers, mothers and fathers. Additionally, to create an
appropriate framework for understanding childhood aggressiaass observations

were conducted. Under heading 5.2, findings regarding these questions and

observations are discussed in connection with existing literature.

5.2.2 Discussion of Findings

This section discusses the findings of Study 2 under each thematic title. It builds
upon culture and cultural context. Literature defines culture as the accumulation of
products and elements of human beings and society (Tylor, 1871). Any element of
human inheritance, such as family, community, science, life cycle, food, clothing,
economy, and technology is considered part of culture (Barry, 1980). In the current
study, individual and family activities, which are listed as cultural elements by Barry
(1980), are considered focal points. At this point, defining culture from the
researcher 6s perspective i s cruci al . I
accumulation of any element associated with family, parents,i&alihg practices,

family relations, family dynamics, and the child as well as elements that interact with
the child, such as teachers, schools, policies, work, peers, grandparents, and social
norms. In summary, it encompasses the totality of elements associated with family
and child.

5.2.2.1 Antecedents of the behavior

In Study 2, antecedents of the behavior is one of the first themes that were revealed.

It was found that emotional and psychological triggers, such as unusual or expressive
behaviors, attentioeeeking behaviors, or incidents that might disrupt the senses,
occurred prior to aggression. Similarly, existing studies have associated sensitivity to
aggression (Hubbard et al., 2002). Furthermore, children who failed to obtain their
peers6 attention were found to behave ag
the study, in a possible scenario, children were trying to seek the attention of their
peers, and after failing to do so, they resorted to aggression, possibly to attract

attention or express their frustration.
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Other triggers of aggression are environmental and situational factors, including
spatial factors, changes in activities, classroom transitions, and play orretgeet
triggers. Literature supports this finding, stating that in classroom settings, the
frequency of aggression increases during transitions and in crowded class sizes
(Arsenio et al., 2000). Especially during early childhood, children engage in conflicts
regarding sharing play materials or objects, as they are still learning prosocial
behaviors (Vaughn et al., 2000). These findings highlight the importance of

regulating environmental factors and supporting prosocial skills.

Some triggering incidents that occur before aggression involve peer interaction and
social dynamics. These include positive peer interactions, social engagement,
exclusion, power dynamics, and peer conflict. Literature states that status among
children, peer dynamics, and exclusion impact aggression (@tical., 1999).
Furthermore, hierarchies and power imbalances are associated with relational
aggression (Pellegrini et al., 2007). Similarly, children who display covert aggression
may not receive overt reactions. Superficially, there may seem to be no conflict, but
beneath the surface, conflict may exist. A previous study revealed that children may
internalize feelings of being dominated or marginalized if they do not have the

capability to express their objections (Monks et al., 2003).

Lastly, peetinitiated actions are worth mentioning. Participants highlighted the
importance of encouraging responsibility, corrective measures, and disciplinary
actions. Regarding corrective and disciplinary actions, Welidtatton and Reid
(2003) argued that these actions can be perceived as adverse, leading children to
react with aggression. Children may react aggressively towards their peers in such
encounters due to power and status struggles, as discipline is often viewed as the
responsibility of adults or caregivers. This scenario is plausible since Pianta and
colleagues (2008) claimed that even teacher interventions can backfire if they do not

consider the sensitivity and needs of children.

5.2.2.2 Aggressive behaviors

Study 2 reveals that physical aggression was observed more frequently than

relational and verbal aggression. Research has shown that physical aggression is
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more common during early childhood; as children grow and develop cognitively and
linguistically, they begin to display relational and verbal aggression more frequently
(Ostrov & Crick, 2007). Furthermore, the teachers in this study reported physical
aggression more than parents. This aligns with the findings of De Los Reyes and
Kazdin (2005), which claim that behavioral problems are reported more by teachers
than by parents. Additionally, it is suggested that parents may interpret or react to
these behaviors differently due to their limited time with their children, and their
roles as parents may lead to bias (Rescorla et al., 2014). In terms of types of physical
aggression, hitting, throwing objects, and various other harmful behaviors were
observed in the current study. This finding parallels claims made by experts from
Study 1 and also aligns to literature (Tremblay & Nagin, 2005). Biting, one of the
forms of physical aggression, was reported as one of the most problematic behaviors.
This finding aligns with arguments from experts of Study 1. The problematic nature
of biting may relate to teachersd6 anxiet
parents. An interesting finding regarding physical aggression was that some children
displayed covert physical aggression, which initially confused the researcher, who
failed to recognize the aggressive nature of the behavior until confirmed by the
teachers. Physical aggression is typically associated with overt actions that are easy
to see and understand (Monks et al., 2003). These behaviors were observed in one
specific child, and the nature of this behavior imitated relational aggression,
suggesting that although the behaviors were physical, they were subtle and difficult
t o identi fy. The emergence of t his beh
experiences. It is important to note that this child had previously displayed relational
aggression, and both the child and their parents received backlash from other parents.
Consequently, the child may have sought to conceal these aggressive behaviors from

others while meeting their own needs.

In the study, relational aggression was characterized by excluding, undermining, and
ignoring others. In the literature, exclusion is one of the most commonly mentioned
forms of relational aggression (Ostrov et al., 2004). Furthermore, mocking, flaunting,
and belittling behaviors that undermine othérare considered early forms of
dominance and social control (Monks et al., 2008). In terms of verbal aggression, the

use of offensive language and vocal outbursts were observed in this study. Vocal
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outbursts, such as shouting, are commonly cited as forms of verbal aggression in

literature and are associated with difficulties in regulating emotions and impulses

during early childhood (Denham et al., 2002; Underwood, 2003). In this study,

namec al | i ng was categorized as a use of offen:
is a critical element in determining whether or not to consider it aggressive. This

finding indicates that perception is key in assessing whether minor behaviors are

damaging, threatening, or aggressive (Smith et al., 2002).

5.2.2.3 Consequences of aggressive behaviors

Another theme that emerged in Study 2 was the consequences of aggressive
behaviors, which describes incidents and circumstances occurring immediately after
aggression takes place. One consequence of aggression is corrective actions and
behavioral adjustments, which include conflict resolution, boundary and resource
management, and compliance enforcement. In this respect, researchers have
emphasized the contribution of conflict resolution to prosocial development
(WebsterStratton, 2000). Furthermore, previous research has established the
importance of boundaries in guiding behaviors in early childhood (Gartrell, 2004).
However, it is important to note that not all behaviors, incidents, events, or responses
categorized as consequences in this study were applied by teachers. Some of these
were responses or reactions from peers, people who were exposed to the behaviors,
and bystanders. Sometimes, a peer might want to mediate a conflict due to
annoyance and a desire to end disruption. In some cases, they may desire to assert

dominance and control the situation.

Another consequence of aggressive behavsoesnotional distress. Existing research

has revealed that children who were exposed to aggression and victimization display
emotional distress, such as anxiety (Putallaz et al., 2007). Defensive and retaliatory
responses are another consequence and include defensive withdrawal, denial,
resistance, and retaliation. Research has also claimed that victimized children tend to
withdraw from conflict situations to defend or retaliate (Kochenddréeld &
Skinner, 2002). Literature associates withdrawal with anxiety and low confidence,

while retaliation is linked to poor conflict resolution skills (Schwartz et al., 1993).
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Regarding denial and resistance, Camodeca and Goosens (2005) argued that these
behaviors serve to protect oneself when children anticipate blame or
misunderstanding. Another consequence is avoidance and passive reactions.
Kochenderfer and Ladd (1996) found that children who are repeatedly victimized

and lack support tend to avoid conflict situations.

Another interesting consequence of aggression is social reinforcement and contagion.
This means that aggression does not remain isolated but has the potential to influence
others to behave similarly. This can be explained by social learning; as Bandura
suggested, peer reinforcement and modeling are among the most effective ways to
learn positive behaviors (Bandura, 1973). To gain peer approval and adapt to group
dynamics, children tend to imitate behaviors (Dishion et al., 1996). The likelihood of
other children imitating aggressive behaviors may be related to the status of the child
who initially displayed aggression. If a child is dominant and considered a leader, the

likelihood of others imitating aggression may increase.

5.2.2.4 Intervention strategies for managing aggression

As the cycle of antecedents, behaviors, and consequences continued, intervention
strategies were employed to provide resolutions to problem situations, and
intervention strategies were used. In this sense, participants revealed that
professional and therapeutic support was utilized for managing aggression and
guiding parents. Occupational therapy was one of the methods used to manage
aggression (Casemith & Arbesman, 2008). In educational settings, counselors and
psychologists are the most commonly referred to professionals, as their services are
readily available in various schools (Farrell, 2009). Furthermore, existing literature
has established the significance of teachers working collaboratively with specialists
t o addr ess behavior al probl ems and i mp
(Stormont et al., 2005).

Another intervention strategy that emerged in the current study was conflict
resolution and descalation. Gentle verbal and nonverbal cues were highlighted by

the participants to redirect attention or behavior and resolve conflicts (Cohen et al.,
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2021; Peel, 2012). Additionally, literature also suggests the significance of
redirecting attention and channeling it toward more productive projects (Landry et
al., 2006). In addition to conflict resolution, behavior management and discipline
strategies were emphasized as intervention strategies by participants. In this regard,
Skinner (1953) argued that positive reinforcement is influential in changing
behavioral patterns by emphasizing desired behaviors. In this study, some
participants reported using punishment as a way to address problem behaviors,
specifically physical punishment. It is claimed that consistency is key when using
punishment; if punishment is not appropriate, it is likely to increase the frequency of
aggressive behaviors (Loeber & Stouthateeber, 1998). In this study, little is
known about the consistency of punishment. However, one limitation regarding
punishment is its intensity. For instance, some participants admitted to using physical
punishment starting from infancy. This concern was confirmed by a-anelgtic

review that investigated 35 studies (Pan et al., 2024). This review found a strong
positive relationship between punishment and violent behaviors, emphasizing that
the intensity and severity of punishment contribute to the strength of this
relationship. In another review article, Gershoff (2010) indicated that the likelihood
of aggression increases as a result of corporal punishment, and theesghort
benefits of using punishment are not worth the risks and negative outcomes

associated with it.

Another intervention strategy preferred by the participants was emotional and social
development strategies. This involves using methods to promote positive
engagement, foster emotional awareness and develop empathy. Children with healthy
emotional and social development are less likely to display aggressive behaviors
(Belacchi et al., 2022). Furthermore, a matelysis investigating 213 intervention
programs and their impact revealed that intervention strategies focusing on social and
emotional learning are effective in managing aggression (Durlak et al., 2011).
Consequently, various intervention studies include the emotional and empathic
dimensions of their programs while aiming to decrease the frequency of aggression
(WebsterStratton & Reid, 2003). As preventive interventions are crucial for
addressing problem behaviors (Shepard & Dickstein, 2009), the participants also
utilized preventive and proactive strategies. These strategies included teaching moral
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and social expectations, enhancing pasamtool collaboration, and identifying
behavioral patterns. Since preventive interventions target problem behaviors and
circumstances, it is important to observe and identify potential problem situations
(Al-Hendawi et al., 2025; Shepard & Dickstein, 2009). Regarding pscbobl
collaboration, various studies have revealed the importance of parental involvement
and collaboration in addressing development and problem behaviors (Herath &
Herath, 2024; Park et al., 2011; Zuld€Curdy et al., 2024).

5.2.2.5 Function of aggressive behaviors

In the current study, another theme that was investigated was the function of
aggressive behaviors, referring to the purposes these behaviors serve. It was revealed
that aggressive behaviors serve various functions. In this study, children sometimes
displayed aggression to seek engagement and stimulation, aligning with the argument
proposed by Crick and Dodge (1994). Specifically, while describing proactive
aggression, researchers point out that it serves to attract attention and stimulation.
Furthermore, in this study, children utilized aggression as a tool to assert dominance,
gain control, and exclude peers. This function is driven by power dynamics. During
early childhood, control, social hierarchy, and power play an integral role in peer
relationships (Lu et al., 2024). Hence, children may use aggression as a tool to
integrate into peer groups. This argument is supported by previous research, which
claimed aggression as a way to assert status among preschoolers; as hierarchies
stabilize, children tend to use aggression less often (Roseth et al., 2007). Apart from
proactive functions, children also use aggression to resist, defy, oppose, defend,
retaliate, and express themselves. Dodge (1991) specifically classified a type of
aggression as reactive aggression, which describes the use of aggression as a reaction

to defend oneself.

5.2.2.6 Patterns and manifestations of aggression

Aggression is a socially constructed phenomenon, and it was revealed that children
who display aggression are often labeled. Berkowitz (1993) confirmed the findings

that aggression is socially constructed, stating that social and cultural contexts are
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integral elements in understanding aggression. Furthermore, in this study, these
labels were observed to be subjective and comtegendent. This means that while
labeling children, factors such as class size, class demographics, the characteristics of
other children, and the characteristics of the child may influence adults or other
children. For instance, in the current study, the class size was very small, and one
child was particularly active, leading to that child being labeled as aggressive.
However, it was sensed that if this child were part of a crowded classroom with
various active and energetic children, they might not be considered aggressive to the
same extent. Consequently, over time, the child may adopt aggression as a patterned
behavior. Aligning with this interpretation, Janzen (2022) stated that children form
identities influenced by stigmatization, especially in educational settings.
Furthermore, research suggests that the social roles of individuals influence how a
child and their aggressive behavior are perceived (Crick & Grotpeter, 1995). In this
study, this specific child was perceived as aggressive from the perspectives of the
teacher and peers in the classroom. Hence, the roles and identities of these
individuals may significantly influence the labeling of this child, while the parents of

this child may not perceive their child as aggressive.

Similar to social context, social dynamics also play a significant role in shaping
aggression. In this respect, it was revealed that children may specifically select
certain peers to direct overt or covert aggression toward. Literature has established
that children can target specific individuals, and the process of selecting victims is
closely related to social dynamics, hierarchy, and power (Pepler et al., 2006).
Furthermore, it was revealed that aggression, whether overt or covert, can adversely

impact both the victim and the aggressor (Monks et al., 2003).

Another characteristic of aggression is that its duration may vary. This means that in
some cases, children display aggression almost daily. Regarding persistent
aggression, Tremblay (2000) claimed that it is an outcome of repeated failures to
regulate emotions. However, in this study, aggression sometimes occurred suddenly
without any prior indication. Previous research has associated such sudden outbursts
of aggression with acute frustration and stress (Winiarski et al., 2018). Aside from

sudden outbursts, in some cases, facial expressions, body language, and the
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emotional states of the children indicated the possibility of aggression. These
indicators were reported by participants and further confirmed through observations.
Literature also recommends observing body language, facial expressions, and various

cues to prevent and intervene before the impending outburst (Quarmley et al., 2023).

Shifting focus slightly, this study revealed that the development of aggression is

influenced by various factors and milestones, such as starting school and the birth of

a sibling. Since these events bring abol
cause changes in the childbés behavior.
dynamics change, and soci al i nteractions

lives (Martin et al., 2005). Aligned with this, a review study found that various life
events, such as the death of a family member, influence aggression (Navarro et al.,
2022). Regarding the birth of a sibling, 14.3% of longitudinal studies found an
increase in aggression following the birth of a sibling (Volling, 2012). Freud (1946)
also characterized the birth of a sibling as one of the most traumatic life events
during childhood. Early childhood is a crucial period for emotional development and
emotional regulation, which is closely associated with aggression, and welcoming a

sibling during this age can be challenging (Thompson & Goodman, 2010).

In this study, most aggressive behaviors in a classroom setting occurred during free

play and transitions. It is important to note that these periods are less structured than
other types of activities. Research has revealed that unstructured time provides
children with opportunities to engage in rougidtumble play (Scott & Panksepp,

2003) . Regarding transition periods, Er g
Turkish preschools, children spent approximately 35% of two hours of school time in
transition. Hence, this frequent change in routine and the conflicts occurring during

these transitions may explain the high incidence of aggression during these times.
Another reason for the high incidence of aggression during transitions may be due to

classroom infrastructure (Guardino & Fullerton, 2012).

Lastly, in this study, aggression was noticeably directed more towards boys than
girls. Literature supports this finding, indicating that boys are more exposed to

aggression than girls, especially physical aggression (Crick & Grotpeter, 1995).
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Furthermore, in this study, adults such as mothers, fathers, grandparents, and
teachers were also targets of aggression, albeit less frequently than peers or siblings.
This aligns with previous research, where children exhibiting aggressive behaviors
towards adults was less common than towards peers (Loeber & Stouthaeber,

1998). This previous research linked aggression towards adults to frustration and

anger towards rules and authority.

5.2.2.7 Factors contributing to aggression

As aggression was investigated from a comprehensive perspective, factors
contributing to aggression were also revealed in this study. In this regard, it was
found that individual dispositions and personality traits are associated with
aggression. Participants noted traits such as being siililed, controlling,
competitive, statuslriven, having elevated energy levels, and craving for stimulation

in children who displayed aggression. Aligning with this finding, various studies
have found that impulsivity and the need for stimulation are associated with an
increased likelihood of displaying aggressive behaviors (Connor et al., 2019; Perez et
al.,, 2016). Gershoff (2002) claimed that children with these traits experience
difficulties controlling impulses, and when bored, these impulses can lead to
aggression. In this sense, difficulties with sahtrol and limited selfegulation
abilities contribute to higher aggression in young children (Lone & Albotuaiba,
2022). Similarly, competitiveness and being stattigen are closely associated with
social dominance, leading children to use aggression as a tool to achieve it (Hawley,
1999).

Other noteworthy factors affecting aggression are physical, health, and biological
influences. These influences are reported as instinctual, innate, dietary and physical
constraints as well as health and developmental challenges. First, instinct as a
biological factor is associated with reactive aggression, as Berkowitz (1993) noted. It
was claimed that the fighdr-flight response is an instinctual code embedded in
human beings that activates stress reactors when perceived threats occur, leading to
aggression (Connor et al., 2019; Kunimatsu & Marsee, 2012; Siligato et al., 2024). In

addition to instinct, dietary choices, such as poor diet, influence mood regulation,
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which can lead to aggression (Wallner & Machatschschke, 2010). In this study,
sugary food consumption was specifically mentioned. Regarding the relationship
between sugar and aggression, existing research presents conflicting arguments.
Some studies conducted experimental research that revealed no relation between
sugar and aggression, suggesting t hat
consumption are the reason for this rumor (Kruesi et al., 1987; Voltas et al., 2024;
Wolraich et al., 1995). Conversely, another research has indicated that fructose
intake leads to aggressive behaviors, among various other outcomes (Johnson et al.,
2021). Hence, it is difficult to decide whether sugar influences children to behave

aggressively or 1 f participantsodo percept|

One key factor to consider is the influence of emotional regulation and challenges in
coping, such as frustration and limited ability to manage emotions and mood, on the
devel opment of aggression. Existing re
revealing that children with limited emotional control, such as frustration, display
higher levels of aggressive behaviors (Ersan & Tok, 2020). This indicates that
emotional regulation difficulties play a role in aggression. Building on this idea,
social and environmental factors were also highlighted as crucial elements closely
associated with childhood aggression. In the current study, these social and
environmental factors include socioeconomic influences, peer interactions, and the
classroom or school environment. Regarding socioeconomic status, one study found
a link between relational aggression and lower socioeconomic status (Baker et al.,
2018). However, it was also found that social cognitive abilities can mitigate the
adverse impact of lower socioeconomic status on aggression. Similarly, another
study revealed that various factors, including socioeconomic status, influence
aggression (Hong et al., 2023). Moreover, a ragialytic review found that the
association between social class and aggression is not a fixed concept, and

aggression is not a set pattern of behavior for any specific group (Chen et al., 2024).

Another social factor revealed in this study is peer interactions. Supporting this
finding, KamperDeMarco and Ostrov (2019) found that aggression is not an isolated
incident; childrenb6és aggressive behavior

claimed that the degree of friendship is closely associated with the frequency of
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aggression, indicating that children with good friendships are less likely to display
aggression compared to peers with poor friendships. Similarly, another study found a

link between peer relationships and aggression (Crick & Grotpeter, 1995).

The last factor is environmental elements, such as class size, inadequate materials,
poor classroom designs, and crowded classrooms, which were reported by
participants. In this respect, it was found that classroom design is related to
childrends behaviors (Garcia Ancheita,
indicated that good classroom quality is an indicator of fewer behavioral problems in
a classroom. Another study found that larger classrooms are associated with problem
behaviors and classroom management issues (Steen, 2016). In summary, the
literature supports the claims of the participants who related aggression to the school

and classroom environment and its quality.

5.2.2.8 Background determinants of aggression

A new dimension of childhood aggression that arises is the background determinants
of aggression. In the current study, family and parenting dynamics, social and
cultural factors, school and peer contexts, and developmental and social learning

processes play a central role as the background determinants of aggression.

One important determinant is cultural and social factors. In this study, these are
exemplified as broader cultural and economic contexts, media, and technology. The
influence of broader cultural and economic factors, as well as individualistic factors

on development and behavior, was theorized by Bronfenbrenner (1979). Berkowitz

(1993) also argued that one of the elements shaping children and their behaviors is
societybs acceptance and per cep-tutumn of
study, it was found that children from Asian countries were discouraged from

expressing themselves compared to children from Western countries (Knyazev et al.,
2008). Aligning with this study, it was also revealed that aggression was observed
less among Asian children compared to their Western counterparts (Bergeron &
Schneider, 2005). Another study found that aggression implies assertion and

competence in Italy, while in China, it implies psychological problems (Chen et al.,
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1995; Schneider & Fonzi, 1996). Moreover, teachers in Greece consider aggression
more problematic than teachers in America (Kalykaki, 2001). In Turkiye, mothers
view aggression as a temporary phase but experience anxiety and disappointment
(Bayram Ozdemir & Cheah, 2013; Cheah & Rubin, 2004). Since perceptions and
acceptance regarding aggression differ across societies, the frequency of aggression
can vary accordingly. This idea is confirmed by a study investigating aggression in
24 countries, which found that, following Chile and Iran, children from Turkiye
displayed more aggression than those from other countries (Rescorla et al., 2011).
Additionally, it was found that children in Turkiye behave more aggressively and
are, in turn, more exposed to aggression than their American peers (Metin Aslan,
2020) . Al l these findings confirm this ¢
background determinant.

In addition to cultural context, economic conditions were found to be related to
aggression (Neppl et al., 2016). The mentioned study revealed that economic
hardships lead to stress and conflict between parents, which, in turn, are associated
with behavioral problems. However, there is another reality. In this study,
participants also mentioned long working hours and business trips, indicating that
even in the absence of economic hardship, economic factors such as working
conditions also influence aggression. Existing studies have revealed that inflexible
working conditions and long work hours are related to problem behaviors {Perry
Jenkins et al., 2020; Pilarz, 2021). Studies investigating frequent work travel and
longt er m parent al absence due to work hav
work requires their absence are more likely to display problem behaviors (Moeller et
al., 2015; Wheeler et al., 2018).

Another cultural factor is media and technology. In this study, participants associated
aggression with television, YouTube, reels, video games such as Roblox, and screen
time. Supporting this argument, research has revealed that violence on television
impacts aggression (Dodge et al., 2006). One study claimed that 10% of childhood
aggression can be explained by violence on television (Wood et al.,, 1991). These
arguments are also confirmed by the HABoctk

childrends capacity to model the violent
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1963) . However, participants in this study

instead, concerns regarding media and technology were expressed using the term

Ai nappropriate. o0 This term indicates that

also concerned about other characteristics of media and technology. One study
revealed that spreading rumors, manipulating people, damaging relationships, and
various other forms of indirect aggression also impact aggression (Coyne et al.,
2004). In addition to concerns regarding television, studies have also shown that
violent video games and the hours spent playing these games are indicative of
aggression among young children (Anderson, 2004; Dodge et al., 2006). Building on
the idea of the impact of media and technology, children can also be exposed to
aggression within the family. Participants reported that even though children may not
be direct victims of violence, the behavior patterns of family members and older
generations can contribute to aggression. Further, research has revealed that children
who witness family conflict are more likely to display aggression (Hsieh et al.,
2021).

The last element regarding background determinants of aggression revealed in this
study is parenting practices. The participants highlighted consistency among parents
in discipline, the quality of the parenhild relationships, parental presence, and

parenting styles. First, consistency among parents refers to whether mothers and

fathers are aligned regarding specific parenting practices. In this study, various

participants reported i nconsi stency and

behaviors. The research argues that children need routines, consistency,
predictability, and structure in a family, which are difficult to achieve through
inconsistent parenting, making it hard for them to comprehend and follow
expectations (Lindsey & Caldera, 2005). Lack of consistency, both interpersonal
(among parents) and intrapersonal (within one parent), leads children to experience
frustration, negative emotions, and aggression (Bandura, 1977; Berkowitz, 1993a;
Carrasso et al., 2015). Second, regarding the quality of the yghithtelationship,

it was found that a good relationship, characterized by warmth and support, is an
indicator of fewer problem behaviors and less aggression (Lamb, 2010). In the

Turkish context, family members are reported to have close relationships (Ataca et

al ., 2005) . Kaj ét - é b a waaring gratices jn Tyé 8s) cl assi
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emotionally warm, although they are restrictive and highly controlled. This means
that parents in Turkiye are warm and supportive but also supervise their children
strictly (Sunar, 2002). These research findings indicate that the warm nature of
Turkish families contributes to diminishing aggression. However, the strict,
restrictive, and controlling nature of their families may influence child aggression
differently. Research has claimed that Turkish families prefer-pomitive
disciplinary methods, such as rewards and reasoning (Khif@ali 2005). In this
study, some participants used these-ponitive methods; however, others reported
using highly strict parenting methods and positive punishment. As mentioned
previously, using punitive discipline methods can lead to an increase in aggression
(Pan et al., 2024). Hence, it can be concluded that one aspect of Turkish families,
which is warmth, contributes to preventing problem behaviors such as aggression,

while another aspect, which is strictness, may lead to an increase in aggression.

When it comes to parenting styles, Baumrind (1991) claimed that authoritarian
parenting, characterized by low warmth and high control, is associated with higher
levels of aggression, while authoritative parenting, characterized by high warmth and

high structure, is related to lower levels of aggression. However, it has been claimed

that Turkish parenting styles differ from both Western and Asian cultures, reflecting

an interaction of both (Kajeéet-ébake, 200
theorized the Model of Family Change and characterized the typical Turkish family

as a model of emotional/ psychol ogi cal [
model indicates higher levels of both interdependence among family members and
autonomy (Kajeéet-ébake, 2005) . This model

and a supportive family environment.

5.2.2.9 Behavioral challenges and outcomes

In this study, different struggles, challenges, and outcomes were described by
participants. One concern and outcome reported was that aggression tends to be a
repetitive and persistent behavior pattern. Thomas and Bierman (2006) supported this
claim with a longitudinal study conducted on 4,907 children, finding that children in

high-aggression classrooms displayed aggression more frequently than others.
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Another issue mentioned by the participants was difficulties with peer and sibling
relationships. In this respect, a study revealed that only physical aggression
negatively impacts sibling and peer relationships (Swit et al., 2024). It was found that

relational aggression is associated with more positive relationships. This confusing

finding may be related to social hierarchy and power status among peers. If an

aggressor positions themselves as a leader and holds a higher social status, others

mi ght conform to the aggressords behaviors t
study revealed that both relational and physical aggression have detrimental impacts

on relationships and can lead to rejection (Catlal., 1999). In this study, another

challenge presented was poor and difficult communication regarding aggression

between parents and teachers. In one study, preschool teachers reported that
successful interventions for aggression were hindered by poor communication with
parents (Tegrkoj !l u, 2019) . Thi s research ar
chall enges when parents deny their chil dés
exhibit inconsistent communication. The teacher participants in this study also

mentioned challenges regarding classroom management, behavior management, and
classroom disruption. Previous research found that behavioral problems, such as
aggression, were one of the reasons teachers experience difficulties in classroom
management (Dursun, 2025). However, Uchegbu (2020) found that teachers believe

that their relationships with children are not affected by the challenges of aggression

and classroom management; however, teachers can feel threatened by these
challenges. Aligning with the literature, although teachers reported difficulties, some

believed they were capable of managing aggression.

5.2.2.10Developing a culturally appropriate childhood aggression theory

In Study 2, nine themes conceptualized a culturally appropriate childhood aggression
theory. This theory provides a framework for understanding the development of
aggressive behaviors, starting from the antecedents of behavior to intervention
strategies. This means that triggering factors exist that lead to aggression, followed
by the consequences of those behaviors. Consequently, intervention occurs, and if it
fails, the cycle begins anew with the display of aggressive behaviors. Similar to this

cycle, the social information processing model explains aggression through six
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stages: encoding cues, interpreting cues, clarifying goals, response construction,
choosing a response, and enacting behavior (Crick & Dodge, 1994). However, this
model focuses on social cues and cognition while overlooking biological dispositions
and environmental factors (Huesmann, 1998). In contrast, the current study
emphasizes triggering factors, labeled as antecedents of behavior, focusing on
psychological, emotional, environmental, and social factors. Another theory that
outlines a cycle of behaviors is the frustratamgression theory (Dollard et al.,
1939), which emphasizes frustration, emotions, goals, and social norms but
overlooks observational learning (Berkowitz, 1989). The current study also
emphasizes emotions, frustration, and social issues, but it differs by considering
modeling, observational learning, and the influences of the social environment as
essential components of aggression. Similarly, the cognitive neoassociation theory
provides a pattern for behavior by emphasizing the connection between cognition,
emotion, and stimulus (Berkowitz, 1993a). Although the current study highlights
negative factors such as the physical characteristics of the classroom, class size, and
adverse environmental conditions, it differs from the cognitive neoassociation theory,
which emphasizes specific unpleasant conditions such as hot weather, physical pain,
etc. (Berkowitz, 2012a). The final theory to conceptualize aggression through a cycle
of behaviors is the general aggression model (Bushman & Anderson, 2020). This
theory and the current studydés theory a
background modifiers or determinants that influence behavior (Allen & Anderson,
2017). However, the general aggression model does not emphasize specific
occasions and triggers occurring immediately before an aggressive act; it focuses
instead on personality and distal causes (Anderson & Carnagey, 2004). Furthermore,
unli ke the gener al aggression model , t h
cognitive processes and internal states of children while they decide how to behave

and the decisiomaking process.

Regarding the overall components of the theories, the current theory not only
provides a pattern and a cycle for explaining aggressive behavior but also offers
insights into background determinants, influencing factors,-teng outcomes and

challenges, functions, patterns, and manifestations of aggression. As noted, the

Adi st al causes and processeso of the g
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explanations to the background determinants and influencing factors of the current
theory (Allen & Anderson, 2017). The current theory explains aggression by
considering psychological, environmental, emotional, social, biological, physical,
cognitive, personality, individual dispositions, culture, family, and teacher
influences. Similarly, the social information processing model, social cognitive
theory, bioecological systems theory, and behaviorism emphasize the social
environment and social influences (Bandura, 1986; Bronfenbrenner, 1979; Dollard et
al., 1939; Skinner, 1974). However, in contrast to the current study, these four
theories overlook biological factors, emotions, and innate dispositions. In a similar
vein, biological theory, ethological theory, psychoanalytical theory, sociobiological
theory, and excitation transfer theory explain aggression through biological, innate,
and physiological factors (Freud, 1920b; Krahe, 2001; Lorenz, 1966; Zillmann,
1971). However, these theories differ from the current theory due to their lack of
emphasis on environmental factors, social norms, and learning. Thus, the current
theory provides a comprehensive perspective. However, one of the issues with the
current theory is its lack of explanation regarding the cognitive deemaking
process and schemas, which is emphasized by the cognitive schema theory and the

social information processing model.

A critical element of the current theory is its focus on seaidlural factors, family,
school, and peers. Similar to this study, the social cognitive theory describes
aggression as a learned behavior influenced by media, parents, teachers, and peers
(Bandura, 1973). However, the emphasis of the social cognitive theory is on learned
behavior rather than the characteristics of the family, teacher actions, or interventions
(Bandura, 1986). When comparing it to the social information processing model,
these factors are crucial in shaping aggression through cultural perceptions of
aggression (Dollard et al., 1939). Regarding these elements and their interactions, the
bioecological systems theory shows similarities with the current theory. As displayed
in Study 2 through the social spheres/power arenas map, both the current theory and
the bioecological systems theory highlighted these elements and their interactions
(Bronfenbrenner, 1979). Moreover, similar to the current theory, the general

aggression model, behaviorism, and cognitive schema theory also consider these
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elements integral to explaining and understanding aggression (Anderson &
Bushman, 2018; Beck, 1976; Skinner, 1974).

Various theories emphasize different elements. However, the current theory
categorizes and lists aggressive behaviors from the perspective of early childhood.
These categories include verbal, relational, and physical aggression, which is similar
to Bandurabés (1986) identification of
specifically wuse the term firelational b 0
Similar to the current theory, while the categorization of aggressive behaviors differs
in the social information processing model, general aggression model, frustration
aggression model, cognitive schema theory, and behaviorism, distinctions between
different behaviors are still made (Anderson & Bushman, 2018; Beck, 1976;
Bronfenbrenner, 1979; Crick & Dodge, 1994; Dollard et al., 1939; Skinner, 1974).
However, it is important to note that these theories did not always use the terms, but

in some cases, they described and characterized different behaviors.

| n l' ine with the <current studyods ai m,
conceptualizes childhood aggression. Among the 13 theories mentioned in the
literature, only two describe childhood aggression specifically: social cognitive
theory and bioecological systems theory (Bandura, 1986; Bronfenbrenner, 1979).
Some of the other theories also apply to adults. One of the main distinctions of this

study is the development of a theory specifically for younger children.

Regarding the cultural aspects of the theory, the current study investigates culture
from individual and family contexts. Thus, marital harmony, family structure,
parenting styles, and intergenerational relations are considered integral parts of the
theory. The current theory displays similarities to bioecological systems theory and
social cognitive theory in emphasizing these elements (Bronfenbrenner, 1979;
Bandura, 1986). However, while behaviorism mentions family and parenting, it
emphasizes these elements only in terms of reinforcement, punishment, and rewards
(Skinner, 1974). Additionally, although the general aggression model addresses
marital harmony, family structure, and parenting (Anderson & Bushman, 2002), it

does not provide any information regarding intergenerational relations (Anderson &
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Bushman, 2018) . Similar to this studyods
social information processing model also provide explanations regarding family
structure and parenting (Beck, 1976; Crick & Dodge, 1994). However, concerning
these elements, this newly developed theory does not share common ground with

other theories.

5.2.3 Educational Implications and Recommendations for Further Studies

In light of the key themes and findings, this section provides educational implications
and recommendations for future studies. Based on the discussed themes, Study 2 has
various implications. First, the current study offers insights into incidents and
situations occurring prior to aggression. Understanding and recognizing these
triggers may enable educators, parents, and other caregivers to predict and prevent an
aggressive behavior before it occurs. This implication aligns with the goal of primary

or preventive intervention, which is to identify risk factors and develop prevention
plans (Coie et al., 1993). The study provides pathways to these triggering factors,
which teachers and caregivers can utilize. For instance, if children display aggression
during classroom transitions, teachers can revise their daily plans, classroom
management strategies, or classroom design. However, since each child may exhibit
different patterns, ongoing observation and revision of the factors list is required.
Hence, for future studies, researchers can explore different circumstances, contexts,
and backgrounds to identify and revise the triggering factors that occur before
children display aggression. ldentifying the antecedents of aggressive behaviors can
enable teachers, policymakers, researchers, and NGOs to develop more effective and

in-depth intervention programs.

As suggested by preventive measures, based on the theme of antecedents of
aggressive behaviors, teachers and parents need to observe the social dynamics and
the hidden meanings behind these dynamics. This need arises from the role of social
dynamics, hierarchy, and power plays on aggression, particularly relational
aggressionFellegrini et al., 2007). Therefore, teachers and parents should create an

environment that encourages respect, expression, and inclusion. Aggression should
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be regarded as a serious issue with broader anetéomgimplications; thus, agents

from the broader context should also consider possible solutions.

Moreover, this study provides information regarding aggressive behaviors and the
categories of aggression. The findings imply that teachers and caregivers need to
recognize various types of aggression, including relational, verbal, and physical
aggression (Coie & Dodge, 1998; Crick et al., 199Ksing et al.,1991). By
acknowledging the underestimated and covert types of aggression and their
implications, teachers and caregivers can mitigate thetknng negative impacts of
aggression on child devel opment and ad
identification and categorization of aggressive behaviors provide guidelines for
educators. Since this guideline originates from the Turkish context, it can offer more
meaningful and contesdased guidance. Furthermore, discrepancies among reports
from different participant groups indicate that relying on only one group can lead to
unsuccessful interventions. To prevent this situation, this study involves multiple
participant groups. However, based on these findings, it can be concluded that
teachers, families, and other professionals such as counselors, should have good

communication to avoid clouding their judgment.

Another implication of this study is the contagion and modeling of aggression. Since
aggression is not an isolated behavior pattern but rather one that is imitated by other
children (KampeiDeMarco & Ostrov, 2019), teachers and parents should be
conscious of this and refrain from encouraging or reinforcing such behaviors.
Furthermore, teachers and parents should display as appropriate behaviors.
Aggression needs to be addressed and intervened upon, with interventions including
the aggressor and other children, especially those who encourage or reinforce the

aggressor.

Regarding intervention, Guralnick (2001) emphasizes the professional responsibility
to evaluate, design, and implement appropriate intervention programs for developing
young children. The findings of this study support similar conclusions, indicating
that schools need to be equipped with opportunities and resources to support services

and offer information regarding proper referrals to other professionals. Policymakers
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should encourage schools to collaborate with counsellors, psychologists, and other
specialists. Further mor e, policymakers
services and promote early screening or support for problematic situations.
Moreover, professional education opportunities should be provided to teachers to
enhance their knowledge of intervening in aggression, classroom management
strategies, language development, emotional regulation, and empathy. Most

importantly, this theoretical information should be applied in practice.

Another important implication relates to aggression being a socially constructed and
contextdependent phenomenon. This suggests that teachers and parents need to be
cautious when describing and labeling children as aggressive. Furthermore, teachers
should create classroom environments that prevent other children from labeling
specific individuals and request cooperation from parents. This cooperation is
essential because other parents may contribute to labeling a specific child. By

requesting cooperation, teachers can help prevent the mislabeling of a child.

In this study, the factors and background determinants contributing to aggression
provide insights into the complex nature of aggression. This implies that one must
look beyond observed behavior and investigate the factors contributing to aggression.
The study provides a guideline regarding where to look to determine the source of
the problem. Investigating and understanding influencing factors is crucial, as
aggression is a problematic behavior that needs to be addressed; prolonged
aggression is associated with letggm negative outcomes, such as psychiatric
disorders (Ostrov & Houston, 2008). In addition to addressing the behavior itself,
parent education should be provided to promote parenting skills, consistency in
discipline, and positive pareghild relationships. To achieve this, social workers,

educators, and other professionals should collaborate with parents.

One of the final implications of Study 2 is the development of a conceptual
framework and a culturally appropriate theory for future studies. Additionally, the
findings of the study provide overall insights into childhood aggression. Thus, early
childhood educators and parents may benefit from understandingtradgdring

factors and establishing routines to prevent aggression. Even if these changes cannot

280

shou



prevent aggression, this theory offers clues to understanding the origins of the
determinants of the behavior. Consequently, early childhood educators may draw
inferences regarding their classroom and teaching practices, while parents may
reflect on their family dynamics, relationships with their children, and parenting
styles.

In terms of recommendations for future studies within the scope of Study 2, although
observations and interviews for the current study were collected from various
districts of Ankar a, there was a |l ack of
Therefore, to support the cultural argument in future studies, participants can be
asked about their places of origin, hometowns, and how long they have resided in
Ankar a. By obtaining information regardi
may strengthen the cultural argument. Furthermore, gathering data from different
cities and villages can provide a more comprehensive cultural approach and be
beneficial for future research. While in
occupation, and location of residence was collected, some of this information was
obtained from their teachers, leading to missing data or ambiguities. Thus, while
interpreting the findings, these variables were not particularly helpful. In future
studies, establishing a systematic approach to gathering information regarding socio
economic backgrounds may strengthen the implications of the study. Moreover,
although the current study was strengthened by using observational methods, future
studies could consider including more participants and extending the observation

period.

281



REFERENCES

Abduh, M. , Pur want , E. . & Her masotieo , H. (20:
economic status affecting academic performamee?national Journal of
Evaluation and Research in Education, (1R 34

43. https://doi.org/10.11591/ijere.v12i1.23260

Abell, M. L., Fraser, M. W., & Galinsky, M. J. (2001). Early intervention for
aggressive behavior in childhood: A pilot study of a redimponent
intervention with elementary school children and their famillesrnal of
Family Social Work6(4), 19 37. https://doi.org/10.1300/J039v06n04 03

Agee, J. (2008). Developing qualitative research questions: A reflective process.
International Journal of Qualitative Studies in Education(42 431447.
https://doi.org/10.1080/09518390902736512

Al-Hendawi, M., Hussein, E., & Darwish, S. (2025). Direct observation systems for
child behavior assessment in early childhood education: A systematic
literature reviewDiscover mental Healtlb(1), 21.
https://doi.org/10.1007/s44192500139z

Algur, V. (2019). ni versite ©°jJrencilerinin anksiyete
fizi ksel sal dérganl ek, ©°fke, d¢kmanl ék ve
incelenmesi [Investigation of the relationship between anxiety and depression
levels of university students and physical aggression, anger, hostility and
verbal aggression].] Mast er t hesi s, | stanbul Gel i KI
Council of Education Thesis Database.

Alink, L. R., Mesman, J., Van Zeijl, J., Stolk, M. N., Juffer, F., Koot, H. M.,
BakermansKranenburg, M. J., & Van lJzendoorn, M. H. (2006). The early
childhood aggression curve: Development of physical aggressionto 3(®
monthold children.  Child Development  77(4), 954966.
https://doi.org/10.1111/].1468624.2006.00912.x

282


https://doi.org/10.11591/ijere.v12i1.23260
https://doi.org/10.1300/J039v06n04_03
https://doi.org/10.1111/j.1467-8624.2006.00912.x

Allen, J. J., & Anderson, C. A. (2017). General aggression model. In P. Roéssler, C
A. Hoffner, & L. Zoonen (Eds.)The International Encyclopedia of Media
Effects.

Wiley-Blackwell.
https://doi.org/10.1002/9781118783764.wbieme0078

Allen, J. J., Anderson, C. A., & Bushman, B. J. (2018). The general aggression
model. Current Opinion in

Psychology, 19 7580.
https://doi.org/10.1016/j.copsyc.2017.03.034

Alvarez, H. K. (2007). The impact of teacher preparation on responses to student

aggression in the classroofreaching and Teacher Educati@8(7), 1113
1126. https://doi.org/10.1016/.tate.2006.10.001

Amat o, P.

R. (2001). Children of

di vorce
Keith (1991) metanalysis. Journal of Family Psychologyl%(3), 355.
https://doi.org/10.1037/0893200.15.3.355

Amc a, D. , & Kevan- ¥ztuj, E

. (2016) .
old preschool children according to teacher viedwmirnal of Computer and

E X a
Education Research(4), 82102. https://doi.org/10.18009/jcer.04260

American Psychiatric Association. (1994). Diagnostic and statistical manual of
mental disorder (4th ed.).

Amsel, A. (1962). Frustrative nonreward in partial reinforcement and discrimination

learning: Some recent history and a theoretical extenstsgchological
Review 69(4), 306 328. https://doi.org/10.1037/ h0046200

Amsel, A. (1992).Frustration theory: An analysis of dispositional learning and
memory Cambridge University Press.

Anderson, C. A. (2004). An update on the effects of violent video galoemal of
Adolescence, 27113 122.https://doi.org/10.1016/j.adolescence.2003.10.009

Anderson, C. A., & Bushman, B. J. (2002). Human aggress\omual Review
Psychology,

53 27-51.
https://doi.org/10.1146/annurev.psych.53.100901.135231

283


https://doi.org/10.1002/9781118783764.wbieme0078
https://psycnet.apa.org/doi/10.1016/j.tate.2006.10.001
https://psycnet.apa.org/doi/10.1037/0893-3200.15.3.355

Anderson, C. A., & Bushman, B. J. (2018). Media violence and the general
aggression model. Journal of Social Issues, ), 386413.
https://doi.org/10.1111/j0si.12275

Anderson, C. A., & Carnagey, N. L. (2004). Violent evil and the general aggression
model. In A. G. Miller (Eds.)The social psychology of good and &pp.
168 192). The Guilford Press.

Andreas, J. B., & Watson, M. W. (2009). Moderating effects of family environment
on the association between children's aggressive beliefs and their aggression
trajectories  from childhood to adolescenbevelopment and
Psychopathology?21(1), 189 205.
https://doi.org/10.1017/S0954579409000121

Aras, C. Y., & Aslan, D. (2018). The effects of "I can problem sgkagram” on
children's perspective taking abilitieaternational Journal of Evaluation
and Research in Educatipi(2), 109117.
https://doi.org/10.11591/IJERE.V712.11945

Arnett, J. J. (2008). The neglected 95%: Why American psychology needs to become
less American.  American Psychologist 63, 602 614.
https://doi.org/10.1037/000366X.63.7.602

Arnol d, D. S. , ObLeary, S. G. , Wol f f , L . S.
scale: A measure of dysfunctional parenting in discipline situations.
Psychological Assessment,(2h 13%144. https://doi.org/10.1037/1040
3590.5.2.137

Arsenio, W. F., & Lemerise, E. A. (2004). Aggression and moral development:
Integrating social information processing and moral domain moGéigd
Development, 75, 987-1002.https://doi.org/10.1111/j.1467
8624.2004.00720.x

Arsenio, W. F., Cooperman, S., & Lover, A. (200&ffective predictors of
preschool er sdé aggr e sBevelmpmentainRbychplege, r accept
36(4), 438 448.https://doi.org/10.1037/001P649.36.4.438

284


https://doi.org/10.1017/S0954579409000121
https://psycnet.apa.org/doi/10.1037/1040-3590.5.2.137
https://psycnet.apa.org/doi/10.1037/1040-3590.5.2.137
https://doi.org/10.1111/j.1467-8624.2004.00720.x
https://doi.org/10.1111/j.1467-8624.2004.00720.x
https://doi.org/10.1037/0012-1649.36.4.438

Arthur, S., & Nazroo, J. (2003). Designing fieldwork strategies and materials. In J.
Ritchie & J. Lewis (Eds.)Qualitative research practice: A guide for social
science students and research@pg. 109137). Sage.

Ataca, B. (1992).An investigation of variance in fertility due to setated
differentiation in childrearing practices.| Unpubl i shed master
Bogazici University.

Ataca, B. (2006). Turkey. In J. Georgas, J. W. Berry, F. J. R. van de Vijver, C.
Kaj ét-éeébakeée, & YFamikes acrBss ouftures: A §anatipreE d s . )
psychological stud{pp. 467 474). Cambridge University Press.

Ataca, B., Kaj ét-éebakeéeé, ¢ ., & Diri, A. (2005
children: Trends over time. In G. Trommsdorff, & B. Nauck (Edehg value
of children in crossultural perspective. Case studies from eight
societiegpp. 92119). Pabst Publishers.

AycicegiDi nn, A. & Kaj ét-éebakeéeé, ¢ . (2010) .
minds of emerging adultsCrossCultural Research, 42), 174205.
https://doi.org/10.1177/1069397109358389

Baker, E. R., Jensen, C. J., Moeyaert, M., & Bordoff, S. (2018). Socioeconomic
status and early childhood aggression: Moderation by theory of mind for
relational, but not physical, aggressioBarly Child Development and
Care 190(8), 1187 1201.https://doi.org/10.1080/03004430.2018.1524379

Bandura, A. (1973)Aggression: A social learning analysRrenticeHall.

Bandura, A. (1977)Social learning theoryPrenticeHall.

Bandura, A. (1983). Psychological mechanism of aggression. In R. G. Geen & E. I.
Donnerstein (Eds.)Aggression: Theoretical and empirical reviefgp. I
40). Academic Press.

Bandura, A. (1986)Social foundations of thought and action: A social cognitive
theory.PrenticeHall.

285


https://doi.org/10.1080/03004430.2018.1524379

Bandura, A. (2002). Social cognitive theory in cultural contApplied Psychology,
51, 269290.https://doi.org/10.1111/146@597.00092

Bandura, A., & Kupers, C. J. (1964). Transmission of patterns ofesafbrcement
through modelingThe Journal of Abnormal and Social Psychology(1$9
1i 9. https://doi.org/10.1037/h0041187

Bandura, A., & Walters, R. H. (195%dolescent aggressioRonald.

Bandura, A., Ross, D., & Ross, S. A. (1961). Transmission of aggression through
imitation of aggressive modelsThe Journal of Abnormal and Social
Psychology63(3), 575582.https://doi.org/10.1037/h0045925

Bandura, A., Ross, D., & Ross, S. A. (1963). Imitation of film mediated aggressive
models. Journal of Abnormal and Social Psychology, , 6&i11.
https://doi.org/10.1037/h0048687

Barnes, T. N., Smith, S. W., Miller, M. D. (2014). Schbaked cognitivéeehavioral
inter- ventions in the treatment of aggression in the United States: A meta
analysis. Aggression and Violent Behavior, (#9, 311 321.
http://dx.doi.org/10.1016/j.avb.2014.04.013

Barry, H. (1980). Description and uses of the human relations area files. In H. C.
Triandis & J. W. Berry (Eds.)Handbook of crossultural psychology(pp.
445478). Allyn & Bacon.

Baum, W. M. (2005)Understanding behaviorism: Behavior, culture, and evolution
(2nd ed.). Blackwell Publishing.

Baumrind, D. (1991)The influence of parenting style @alolescent competence and
substance use Journal of Early Adolescence, (@), 56 95.
https://doi.org/10.1177/0272431691111004

Bayr ak, H. u. , & Ak man, B. (2018) . Adapt at
training programo and investigation

Educational Sciences: Theory & Practice (28 3971 425.

286

of

t


https://doi.org/10.1111/1464-0597.00092
https://psycnet.apa.org/doi/10.1037/h0041187
https://psycnet.apa.org/doi/10.1037/h0045925
https://psycnet.apa.org/doi/10.1037/h0048687
https://doi.org/10.1177/0272431691111004

Bayram ¥zdemir, S. , Cheah, C. S. L. (201
response t o preschool ersbo aggressi
behaviorsJournal of Child and Family  Studie®4,687 702.
https://doi.org/10.1007/s108A8L. 39879y

Beale, A. V. (2001). Bullybusters: Using drama to empower students to take a stand
against bullying behavioProfessional School Counseling,300-306.

Beck, A. T. (1976).Cognitive theraphy and the emotional disorddrgernational
Universities Press.

Belacchi, C., Molina, P., Businaro, N., & Farina, E. (2022). Editorial: Socio
emotional skills in relation to aggressive and prosocial behaviors: From early
childhood to adolescencetontiers in psychologyl3, 1055948.
https://doi.org/10.3389/fpsyq.2022.1055948

Bell, D., & Low, R. M. (1977).Observing and recording c
Performance Associates.

Bergeron, N., & Schneider, B. H. (2005). Explaining croasonal differences in
peerdirected aggression: A quantitative synthesiggressive BehavipB1,
116 137.https://doi.org/10.1002/ab.20049

Berkowitz, L. (1984). Some effects of thoughts on-aatid prosocial influences of
media events: A cognitiveeoassociation analysBsychological Bulletin
95, 410'427. https://doi.org/10.1037/002909.95.3.410

Berkowitz, L. (1988). Frustrations, appraisals, and aversively stimulated
aggressionAggressive Behavior, {#), 3 11.https://doi.org/10.1002/1098
2337(1988)14:1<3::AlIPAB2480140103>3.0.CO:E

Berkowitz, L. (1989). Frustratieaggression hypothesis: Examination and
reformulation. Psychological Bulletin 106(1), 59 73.
https://doi.orgl0.1037/00332909.106.1.59

Berkowitz, L. (1990). On the formation and regulation of anger and aggression: A
cognitive I neoassociationistic analysidmerican Psychologist, 48), 494
503.https://doi.org/10.1037/000366X.45.4.494

287


https://doi.org/10.1007/s10826-013-9879-y
https://doi.org/10.3389/fpsyg.2022.1055948
https://psycnet.apa.org/doi/10.1002/ab.20049
https://psycnet.apa.org/doi/10.1002/1098-2337(1988)14:1%3C3::AID-AB2480140103%3E3.0.CO;2-F
https://psycnet.apa.org/doi/10.1002/1098-2337(1988)14:1%3C3::AID-AB2480140103%3E3.0.CO;2-F
https://psycnet.apa.org/doi/10.1037/0003-066X.45.4.494

Berkowitz, L. (1993a)Aggression: Its causes, consequences, and coMigbraw
Hill.

Berkowitz, L. (1993b). Pain and aggression: Some findings and
implications.Motivation and Emotionl7, 277 293.
https://doi.org/10.1007/BF00992223

Berkowitz, L. (2012a). A cognitiveeoassociation theory of aggression. In P. A. M.
Van Lange, A. W. Kruglanski, & E. T. Higgins (Eddandbook of theories
of social psycholog{pp. 99 117). Sage.
https://doi.org/10.4135/9781446249222.n31

Berkowitz, L. (2012b). A different view of anger: The cognitiveoassociation
conception of the relation of anger to aggressiggressive BehavipB8(4),
322 333. https://doi.org/10.1002/ab.21432

Berkowitz, L., & Lepage, A. (1967). Weapons as aggressimiting
stimuli. Journal of Personality and Social Psychology, (2), 202
207.https://doi.org/10.1037/h0025008

Berkowitz L., CochranS.,& EmbreeM. (1981). Physical painand the goal of
aversively stimulated aggressionJournal of Personality and Social
Psychology40, 687 700. https://doi.org/10.1037/0022514.40.4.687

Bernardini, S. C. (2005)The uni que, i ndependent i nfl uenc
physical aggression on the development of physical aggression in younger
children [Doctoral dissertation, University of Toronto]. ProQuest
Dissertations & Theses Global.

Bernhardt, P. C. (1997). Influences of serotonin and testosterone in aggression and
dominance: Convergence with social psychologpirections in
Psychological Science, (®, 4448. https://doi.org/10.1111/1467
8721.ep11512620

Berry, J. W., Poortinga, Y. H., Breugelmans, S. M., Chasiotis, A., & Sam, D. L.
02D).K¢l t ¢rl erarasé psi kol B jTasupd@ranaxt €ér ma v e
Nobel Akademi k Yayéncélék. (Original work

288


https://awspntest.apa.org/doi/10.4135/9781446249222.n31
https://psycnet.apa.org/doi/10.1037/h0025008
https://psycnet.apa.org/doi/10.1037/0022-3514.40.4.687
https://psycnet.apa.org/doi/10.1111/1467-8721.ep11512620
https://psycnet.apa.org/doi/10.1111/1467-8721.ep11512620

Bierman, K. L. (2004)Peer rejection: Developmental processes and intervention
strategiesGuilford.

Bjorkqvist, K. (1994). Sex differences in physical, verbal, and indirect aggression: A
review of recent research. Sex Roles 30, 177 188.
https://doi.org/10.1007/BF01420988

Bjorkqvist, K. (2001). Different names, same issbecial Development, {B), 274
274.https://doi.org/10.1111/1469507.00164

Bjorkquvist, K., Osterman, K., & Kaukiainen, A. (1992). The development of direct
and indirect aggressive strategies in males and females. In K. Bjérkgvist & P.
Niemela (Eds.)Of mice and women: Aspects of female aggregppn51
64). Academic Preshttps://doi.org/10.1016/B978-12-1025908.500106

Blair, R. J. R. (2004). The roles of orbital frontal cortex in the modulation of
antisocial  behavior. Brain and Cognition 55(1), 198 208.
https://doi.org/10.1016/S0278526(03)0027@8

Boeije, H. (2010)Analysis in qualitative researchage.

Bogdan, R. C., & Biklen, S. K. (2003Qualitative research for educatiddth ed.).
Allyn & Bacon.

Boivin, M., Vitaro, F., & Poulin, F. (2005). Peer relationships and the development
of aggressive behavior in early childhood. In R. E. Tremblay, W. W. Hartup,
& J. Archer (Eds.)Developmental origins of aggressi{pp. 376 397). The
Guilford Press.

Boratav, H. B. , Fi kek, G. o. , & Ziya,
context of social change: Internal complexities of the identities of married
men in Turkey. Men and Masculinities, 13), 299324.
https://doi.org/10.1177/1097184X14539511

Borge, A., Rutter, M., Coté, S., & Tremblay, R. E. (2004). Early childcare and
physical agression: Differentiating social selection and social causation.

289


https://doi.org/10.1007/BF01420988
https://psycnet.apa.org/doi/10.1111/1467-9507.00164
https://psycnet.apa.org/doi/10.1016/B978-0-12-102590-8.50010-6
https://doi.org/10.1016/S0278-2626(03)00276-8
https://doi.org/10.1177/1097184X14539511

Journal of Child Psychology and Psychiatry, (25 3671 376.
https://doi.org/10.1111/j.1469610.2004.00227.x

Bost an, H. (2017) . T¢rkiyebdbde 1 - g°-lerin to
meydana getirdifji sorunl ar ve -°%2z:m ©°ner
related problems and proposed solutions caused by internal migrations in
Tarkiye]. Journal of Geography, 35 1-16.

https://doi.org/10.26650/JGEOG330955

Bowl by, J. (1958) . The n atinternationalflourhah e chi | do
of PsycheAnalysis, 39350-373.

Bowlby, J. (1982)Attachment and loss: Vol 1 attachmé2nded.). Basic Books.

Boyatzis, R. E. (1998)ransforming qualitative information: Thematic analysis and
code developmerfiage.

Bozok, M. (2013).Constructing localmasculinities: A case study from Trabzon,
Turkey. [Unpublished doctoral dissertation]. Middle East Technical
University.

Bozok, M. (2018).Ebeveynl i k, Erkekli k ve ¢al ékma Ha\)
B a b aACE&\XK (https://dspace.ceid.org.tr/handle/1/801

Bradley, R. H., & Corwyn, R. F. (2002). Socioeconomic status and child
development. Annual Review of Psychology 53, 371399.
https://doi.org/10.1146/annurev.psych.53.100901.135233

Brain, P. F. (1994). Hormonal aspects of aggression and violence. In A. J. Reiss, Jr.,
K. A. Miczek, & J. A. Roth (Eds.}Jnderstanding and preventing violence,
Vol. 2. Biobehavioral influencdpp. 173 244). National Academy Press.

Brannan, J. M. (2008)Not so mean girls: Preventing relational aggression in
kindergarten femalegDoctoral dissertation, Widener University]. ProQuest
Dissertations & Theses Global.

290


https://doi.org/10.26650/JGEOG330955
https://dspace.ceid.org.tr/handle/1/801
https://doi.org/10.1146/annurev.psych.53.100901.135233

Braun, V., & Clarke, V. (2006). Using thematic analysis in psycholQpalitative
Research in Psychology, (3, 77101.
https://doi.org/10.1191/1478088706qp0630a

Braun, V., & Clarke, V. (2022)'hematic analysis: A practical guidBage.

Bredekamp, S., & Copple, C. (199Developmentally appropriate practice in early
childhood programg(rev. ed.). National Association for the Education of
Young Children.

Brennan, R. L., & Prediger, D. J. (1981). Coefficient kappa: Some uses, misuses, and
alternatives.Educational and Psychological Measurement(3},1 687699.
https://doi.org/10.1177/001316448104100307

Breuer, J., & Elson, M. (2017). Frustratiaggression Theory. In P. Sturmey (Ed.),
The Wiley handbook of violence and aggres§um 1-12). Wiley Blackwell.
https://doi.org/10.1002/9781119057574.whbva040

Brewer, M. B., & Chen, Y. R. (2007). Where (who) are collectives in collectivism?
Toward conceptual clarification of individualism and
collectivism.Psychological Review, 1), 133
151. https://doi.org/10.1037/003395X.114.1.133

Broekhuizen, M. L., Mokrova, |. L., Burchinal, M. R., GarfBeters, P. T., &
Family Life Project Key Investigators (2016). Classroom quality at pre
kindergarten and kindergarten and children's social skills and behavior
problemsEarly Childhood Research Quarterlyo, 212 222.
https://doi.org/10.1016/j.ecresq.2016.01.005

Bronfenbrenner, U. (1974). Developmental research, public policy, and the ecology
of childhood.Child Development, 449 5. https://doi.org/10.2307/1127743

Bronfenbrenner, U. (1977a). Lewinian space and ecological substimaeal of
Social Issues, 33 199 212.  https://doi.org/10.1111/j.1540
4560.1977.tb02533.x

201


https://doi.org/10.1177/001316448104100307
https://psycnet.apa.org/doi/10.1037/0033-295X.114.1.133
https://psycnet.apa.org/doi/10.1111/j.1540-4560.1977.tb02533.x
https://psycnet.apa.org/doi/10.1111/j.1540-4560.1977.tb02533.x

Bronfenbrenner, U. (1977b). Toward an experimental ecology of human
development.  American Psychologist, 32 513 531.
https://doi.org/10.1037/000366X.32.7.513

Bronfenbrenner, U. (1978). The social role of the child in ecological perspective.
Zeitschrift fur Soziologie, (1), 4 20. https://doi.org/10.1515/zfse¥978
0101

Bronfenbrenner, U. (1979)'he ecology of human development. Experiments by
nature and desigrHarvard University Press.

Bronfenbrenner, U. (1988). Interacting systems in human development. Research
paradigms: Present and future. In N. Bolger, A. Caspi, G. Downey, & M.
Moorehouse (Eds.Rersons in contexts: Developmental procegpgs 25
49). Cambridge University Press.

Bronfenbrenner, U. (1989). Ecological systems theoAnnals of Child
Development, 6187 249.

Bronfenbrenner, U. (2005).Making human beings human: Bioecological
perspectives on human developm&atge.

Brown, K., Atkins, M. S, Osborne, M. L., & Milnamow, M. (1996). A revised
teacher rating scale for reactive and proactive aggressioarnal of
Abnormal Child Psychology, 24 473 480.
https://doi.org/10.1007/BF01441569

Bryant, A. (2017).Grounded theory and grounded theorizing: Pragmatism in
research practiceOxford.

Bryant, A., & Charmaz, K. (2007). Grounded theory research: Methods and
practices. In A. Bryant & K. Charmaz (EdsJhe SAGE handbook of
grounded theoryp. 1-29). Sage.

Bryman, A. (2012)Social research method®xford University Press.

292


https://psycnet.apa.org/doi/10.1037/0003-066X.32.7.513
https://doi.org/10.1515/zfsoz-1978-0101
https://doi.org/10.1515/zfsoz-1978-0101
https://psycnet.apa.org/doi/10.1007/BF01441569

Bunce, S. C., Larsen, R. J., & Cruz, M. (1993). Individual differences in the

excitation transfer effecRersonality and Individual Difference$5(5), 507
514.https://doi.org/10.1016/0198869(93)9033X

Bushman, B. J., & Anderson, C. A. (2020). General Aggression Model. In J. Bulck

(Ed.), The International Encyclopedia of Media
Psychologyhttps://doi.org/10.1002/9781119011071.iemp0154

Buss, A. H. (1961)The psychology of aggressioniley.

Buss, A. H. (1963). Physical aggression in relation to different frustratioasnal

of Abnormal and Social Psycholagy 67(1), 7.
https://doi.org/10.1037/h0040505

Cabello, R., Gutiérregobo, M. J., & FernandeBerrocal, P. (2017). Parental
education and aggressive behavior in childrem@derateemediation model

for inhibitory control and gendeFrontiers in Psychology8, 1181.
https://doi.org/10.3389/fpsyg.2017.01181

Cairns, R. B. (1979)Social development: The origins and plasticity o interchanges.
Freeman.

Camodeca, M., & Goossens, F. A. (2005¢gression, social cognitions, anger and
sadness in bullies and victim®urnal of Child Psychology and Psychiatry,
46(2), 186 197.https://doi.org/10.1111/j.1469610.2004.00347.x

Campbell, J. L., Quincy, C., Osserman, J., & Pederson, O. K. (2013). Coding in
depth semistructured interviews: Problems of unitization and intercoder

reliability and agreemengociological Methods & Reseach,(82 294320.
https://doi.org/10.1177/0049124113500475

Caprara, G. V., Dodge, K. A., Pastorelli, C., & Zelli, A. (2007). How marginal
deviations sometimes grow into serious aggres$sibiid Development
Perspectivesl(1), 33 39. https://doi.org/10.1111/j.1758606.2007.00007.x

293


https://psycnet.apa.org/doi/10.1016/0191-8869(93)90333-X
https://doi.org/10.1002/9781119011071.iemp0154
https://doi.org/10.1111/j.1469-7610.2004.00347.x
https://doi.org/10.1111/j.1750-8606.2007.00007.x

Card, N. A., Stucky, B. D., Sawalani, G. M., & Little, T. D. (2008). Direct and
indirect aggression during childhood and adolescence: A -ametigtic
review of gender differences, intercorrelations, and relations to
maladjustment. Child Development 7905), 1185 1229.
https://doi.org/10.1111/].1468624.2008.01184.x

Carpenter, E. M. (2002A curriculumbased approach for sociabgnitive skills
training: An intervention targeting aggression in head start preschoolers
[Unpublished doctoral dissertation]. University of Maine.

Carrasco, M. A., Holgaddello, F. P., & Serrano, M. A. R. (2015). Intraparental
inconsistency: The influence of parenting behaviors on aggression and
depression in  children. Family Relations 64(5), 621634.
https://doi.org/10.1111/fare.12168

CaseSmith, J., & Arbesman, M. (2008videncebased review of interventions for
autism used in or of relevance to occupational therApyerican Journal of
Occupational Therapy, §2), 416 429.https://doi.org/10.5014/ajot.62.4.416

Casey, B. J., Tottenham, N., Liston, C., & Durston, S. (2005). Imaging the
developing brain: What have we learned about cognitive development?
Trends in Cognitive Sciences 93), 104 110.
https://doi.org/10.1016/j.tics.2005.01.011

Casper, D. M., & Card, N. A. (2017). Overt and relational victimization: A meta
analytic review of their overlap and associations with squsgthological
adjustment. Child Development, g2), 466 483.
https://doi.org/10.1111/cdev.12621

Chang, L., Lansford, J. E., Schwartz, D., & Farver, J. M. (2004). Martial quality,
maternal depressed affect, harsh parenting, and child externalizing in Hong
Kong Chinese familieslnternational Journal of Behavioral Development,
28, 311 318. http://dx.doi.ord/0.1080/01650250344000523

Charlesworth, R. (1998). Developmentally appropriate practice is for
everyoneChildhood Education74(5), 274 282.
https://doi.org/10.1080/00094056.1998.10521951

294


https://doi.org/10.1111/j.1467-8624.2008.01184.x
https://psycnet.apa.org/doi/10.1111/fare.12168
https://doi.org/10.5014/ajot.62.4.416
https://doi.org/10.1016/j.tics.2005.01.011
https://doi.org/10.1080/00094056.1998.10521951

Charmaz, K. (2006)Constructing grounded theory: A practical guide through
gualitative analysisSage.

Charmaz, K. (2008)Grounded theory in qualitative psychology: A practical guide to
research method2nd ed.). Sage.

Charmaz, K. (2014)Constructing grounded theof2nd ed.). Sage.

Cheah, C. S. L., & Rubin, K. H. (2004). European American and Mainland Chinese
mot her so responses t o aggression
preschoolerdnternational Journal ofBehavioral Developmen28, 83 94.
https://doi.org/10.1080/01650250344000299

Chen, B., Zhang, C., Feng, F., Xian, H., & Zhao, Y. (2024). The association between
social class and aggression: A matelytic reviewSocial Science &
Medicine, 340116432 https://doi.org/10.1016/j.socscimed.2023.116432

Chen, M., & Johnston, C. (2012). Interparent childrearing disagreement, but not
dissimilarity, predicts child problems after controlling for parenting
effectivenessJournal of Clinical Child & Adolescent Psychology, (24
189 201.https://doi.org/10.1080/15374416.2012.651997

Chen, X., Rubin, K. H., & Li, B. (1995). Depressed mood in Chinese children:
Relations with school performance and family environmdaurnal of
Consulting and Clinical Psychology 63, 938 947.
https://doi.org/10.1037/002206X.63.6.938

Chow, B. W. Y., Chiu, M. M., & Wong, S. W. L. (2011). Emotional intelligence,
social problem solving skills, and psychological distress: A study of Chinese
undergraduate studentdournal of Applied Social Psychology,(8), 1958
1980.https://doi.org/10.1111/j.1559816.2011.00787.x

Cicchetti, D., & Toth, S. L. (1998). The development of depression in children and
adolescents. American Psychologist 53(2), 221 241.
https://doi.org/10.1037/000366X.53.2.221

295


https://doi.org/10.1080/01650250344000299
https://doi.org/10.1016/j.socscimed.2023.116432
https://doi.org/10.1080/15374416.2012.651997
https://psycnet.apa.org/doi/10.1037/0022-006X.63.6.938
https://doi.org/10.1111/j.1559-1816.2011.00787.x
https://doi.org/10.1037/0003-066X.53.2.221

Clarke, A. E. (2003). Situational analyses: Grounded theory mapping after the
postmodern turn.  Symbolic Interaction, 48), 553576.
https://doi.org/10.1525/si.2003.26.4.553

Clarke, A. E. (2005).Situational analyses: Grounded theory mapping after the
postmodern turnSage.

Clarke, A. E., & Friese, C. (2007). Grounded theorizing using situational analysis. In
A. Bryant & K. Charmaz (Eds)The SAGE handbook of grounded theory
(pp.363397).Sage.

Clarke, A. E., Friese, C., & Washburn, R. (201Situational analysis in practice:
Mapping research with grounded theokgft Coast Press Inc.

Coccaro, F. F. (1989). Central serotonin and impulsive aggre&sitish Journal of
Psychiatry, 15552-62. https://doi.org/10.1192/S0007125000291769

Cofie, N., Braund, H., & Dalgarno, N. (2022). Eight ways to get a grip on intercoder
reliability using qualitativebased measure€anadian Medical Education
Journal, 132), 7376. https://doi.org/10.36834/cmej.72504

Cohen, R., Hsueh, Y., Russell, K. M., & Ray, G. E. (2006). Beyond the individual: A
consideration of context for the development of aggresgiggression and
Violent Behavior, 11341-351. https://doi.org/10.1016/j.avb.2005.10.004

Cohen, S., Koegel, R., Koegel, L. K., Engstrom, E., Young, K., & Quach, A. (2021).
Using selfmanagement and visual cues to improve responses to nonverbal
social cues in adults with autism spectrum disorBehavior Modification,
46(3), 529552. https://doi.org/10.1177/0145445520982558

Coie, J. D., & Dodge, K. A. (1998). Aggression and antisocial behavior. In W.
Damon & N. Eisenberg (Ed.Mandbook of child psychology: Social,
emotional, and personality developmésih ed., pp. 779862). John Wiley
& Sons, Inc.

296


https://psycnet.apa.org/doi/10.1525/si.2003.26.4.553
https://doi.org/10.1192/S0007125000291769
https://doi.org/10.36834/cmej.72504

Coie, J. D., Watt, N. F., West, S. G., Hawkins, J. D., Asarnow, J. R., Markman, H. J.,
Ramey, S. L., Shure, M. B., & Long, B. (1993). The science of prevention. A
conceptual framework and some directions for a national research
program.The American Psychologj<t8(10), 10131022.
https://doi.org/10.1037//000366x.48.10.1013

Cole, P. M., Armstrong, L. M., & Pemberton, C. K. (2010). The role of language in
the development of emotion regulation. In S. D. Calkins & M. A. Bell (Eds.),
Child development at the intersection of emotion and cognigpn59 77).
American Psychological Association.

Cole, P. M., Bruschi, C. J., & Tamang, B. L. (2006). Cultural variations in the
socialization of young children's anger and shabiteld Development77(5),
1237 1251.https://doi.org/10.1111/].1468624.2006.00931.x

Conaty, J. (2006)The correlates of proactive and reactive aggression in early
childhood [Unpublished doctoral dissertation]. University of North Carolina
at Greensboro.

Connor, D. F. (2002) Aggression and antisocial behaviour in children and
adolescents reserach and treatmeatilford Press.

Connor, D. F., Newcorn, J. H., Saylor, K. E., Amann, B. H., Scahill, L., Robb, A. S.,
Jensen, P. S., Vitiello, B., Findling, R. L., & Buitelaar, J. K. (2019).
Maladaptive aggression: With a focus on impulsive aggression in children
and adolescentdournal of Child and Adolescent
Psychopharmacologe9(8), 576 591. https://doi.org/10.1089/cap.2019.0039

Corapci, F., Friedimeier, W., Benga, O., Strauss, C., Pitica, I., & Susa, G. (2018).
Cultural socialization of toddlers in emotionally charged situati@wxial
Developmen27(2), 262278.https://doi.org/10.1111/sode.12272

Coyne, S. M., Archer, J., & Eslea, M. (2004). Cruel intentions on television and in
real life: Can viewing indirect aggression increase viewers' subsequent
indirect aggression3dournal of Experimental Child Psycholq@8(3), 234
253.https://doi.org/10.1016/j.jecp.2004.03.001

297


https://doi.org/10.1037/0003-066x.48.10.1013
https://doi.org/10.1111/j.1467-8624.2006.00931.x
https://doi.org/10.1089/cap.2019.0039
https://doi.org/10.1111/sode.12272
https://psycnet.apa.org/doi/10.1016/j.jecp.2004.03.001

Coyne, S. M., Archer, J. & Esl| ea, M. (20
Unl esséo: The frequency and harmfulness
aggression. Aggressive Behavior, 32 294.307.
https://doi.org/10.1002/ab.20126

Coyne S. M., GundersenN., Nelson D. A., & StockdaleL. ( 201 1) . Adol escent
prosocial responses to ostracism: An experimental stlilg. Journal of
Social Psychology, 151 657 661.
https://doi.org/10.1080/00224545.2010.522625

Creswell, J. (2013)Qualitative inquiry & research design: Choosing among five
approachesSage.

Creswell, J. W. (2014)Research design: Qualitative, quantitative and mixed
methods approacheSage.

Creswell, J. W., & Poth, C. N. (2018Qualitative inquiry & research design:
Choosing among five approach&age.

Crick, N. R. (1996). The role of overt aggression, relational aggression, and prosocial
behavior i n t he prediction oCGhildchi | dr end
Development, 6), 2317 2327.https://doi.org/10.2307/1131625

Crick, N. R., & Dodge, K. A. (1994). A review and reformulation of social
informationpr ocessi ng mechani sm i n children
Psychological Bulletin 1151), 74 101. https://doi.org/10.1037/0033
2909.115.1.74

(@)

Crick, N. R., & Dodge, K. A. (1996). Social informatigmocessing mechanisms in
proactive and reactive aggressio@hild Development 67, 9931002.
https://doi.org/10.2307/1131875

Crick, N. R., & Grotpeter, J. K. (1995). Relational aggression, gender, and- social
psychological  adjustment. Child Development, 66 710 722.
https://doi.org/10.2307/1131945

298


https://psycnet.apa.org/doi/10.1002/ab.20126
https://psycnet.apa.org/doi/10.1080/00224545.2010.522625
https://psycnet.apa.org/doi/10.2307/1131625
https://doi.org/10.1037/0033-2909.115.1.74
https://doi.org/10.1037/0033-2909.115.1.74
https://psycnet.apa.org/doi/10.2307/1131875
https://psycnet.apa.org/doi/10.2307/1131945

Crick, N. R., Casas, J. F., & Ku, H. C. (1999). Relational and physical forms of peer
victimization in preschool. Developmental Psychology, ,35376 385
https://doi.org/10.1037/0012649.35.2.376

Crick, N. R., Casas, J. F., & Mosher, M. (1997). Relational and overt aggression
preschool. Developmental Psychology, &3, 579.
https://doi.org/10.1037/0012649.33.4.579

Crick, N. R., Ostrov, J. M., &awabata, Y. (2007). Relational aggression and
gender: An overview. In D. J. Flannery, A. T. Vazsonyi, & I. D. Waldman
(Eds.),The Cambridge handbookof violent behavior and aggressior(pp.
245 259). Cambridge University Press.

Crick, N. R., Ostrov, J. M., Burr, J. E., Cullert&en, C., JanseYieh, E. A., &
Ralston, P. (2006). A longitudinal study of relational and physical aggression
in preschool.Journal of Applied Developmental Psycholpg@y, 254 268,
http://dx.doi.org/10.1016/j.appdev.2006.02.006

CéccelojluKnbPan(2618avranexkeé: Psi kol ojini
behavior: Basic concepts of psycholbdyemzi Publishing House.

Cummings, E. M., Davies, P. T., & Campbell, S. B. (200Dvelopmental
psychopathology and family process: Theory, research, and clinical
implications.Guilford Press.

Darwin, C. (1859)On the origin of specie$durray.

De Los Reyes, A., & Kazdin, A. E. (2005)nformant discrepancies in the
assessment of childhood psychopathology: A critical review, theoretical
framework, and recommendations for further stuélgychological Bulletin,
131(4), 483 509.https://doi.org/10.1037/0033909.131.4.483

Dearing, E., Zachrisson, H. D., & Naerde, A. (2015). Age of entry into early
childhood education and care as a predictor of aggression: Faint and fading
associations for young Norwegian childrétsychological Science, 28),
15951607 .https://doi.org/10.1177/0956797615595011

299


https://psycnet.apa.org/doi/10.1037/0012-1649.35.2.376
https://psycnet.apa.org/doi/10.1037/0012-1649.33.4.579
https://doi.org/10.1037/0033-2909.131.4.483

DeBlaere, D. M. (2009A grounded theory exploration of parewtchild verbal
aggression and development of an integrative theoretical model for
understanding recipient impa¢Doctoral dissertation, Alliant International
University]. ProQuest Dissertations & Theses Global.

Denham, S. A., Blair, K. A., DeMulder, E., Levitas, J., Sawyer, K., Aueiliajor,
S., & Queenan, P. (2003). Preschool emotional competence: Pathway to
social competence? Child Development  74(1), 238 256.
https://doi.org/10.1111/1468624.00533

Denham, S. A., Blair, K. A., Schmidt, M., & DeMulder, E. (200€pmpromised
emotionalcompetence: Seeds of violence sown eafyterican Journal of
Orthopsychiatry, 7@L), 70 82. https://doi.org/10.1037/0002432.72.1.70

Dereli, E. (2020). Physical and relational aggressive behavior in preschool: School
teacher rating, teachers' perception and intervention stratégiesal of
Educational Issue$(1), 228252. https://doi.org/10.5296/jei.v6il1.16947

Desir, M. P., & Karatekin, C. (2018). Parental reactions to paueatsibling
directed aggression within a domestic violence cont€&tinical Child
Psychology and Psychiatry, &, 457470.
https://doi.org/10.1177/1359104518755219

DeWall, C. N., Anderson, C. A., & Bushman, B. J. (2011). The general aggression
model: Theoretical extensions to violenBsychology of Violence(3), 245
258. https://doi.org/10.1037/a0023842

Di ken, |l ., Cavkaytar, A., Batu, S., Bozkurt,
success a school/home intervention program for preventing problem
behaviors in young children: Examining the effectiveness and social validity
in Tarkiye. Emotional and Behavioral Difficulties 153), 207 221.
https://doi.org/10.1080/13632752.2010.497660.

Di ken, I ., Cavkaytar, A. Bat u, S. , Bozku
Ef fectiveness of the Turkésh Version of
preventing antisocial behaviotsducation and Science, @%1), 145158.

300


https://doi.org/10.1111/1467-8624.00533
https://doi.org/10.1037/0002-9432.72.1.70
https://doi.org/10.5296/jei.v6i1.16947
https://doi.org/10.1177/1359104518755219

DiLalla, L. F., & Gottesman, I. I. (1991). Biological and genetic contributions to
violence: Widom's untold talePsychological Bulletin, 109), 125129.
https://doi.org/10.1037/0033909.109.1.125

Dill, J. C., & Anderson, C. A. (1995). Effects of frustration justification on hostile
aggression. Aggressive Behavior 21(5), 359 369.
https://doi.org/10.1002/1098337(1995)21:5<359::AID
AB2480210505>3.0.CO:8

Dishion, T. J., Spracklen, K. M., Andrews, D. W., & Patterson, G. R. (1996).
Deviancy training in male adolescent friendshiBshavior Therapy, 43),
373 390.https://doi.org/10.1016/S0008894(96)80022

Dodge, K. A. (1991). The structure and function of reactive and reactive aggression.
In K. H. Rubin & D. J. Pepler (Eds.Jjhe development and treatment of
childhood aggressio(pp. 202218).Erlbaum.

Dodge, K. A., & Coie, J. D. (1987). Social information processing factors in reactive
and proactive aggr es s iJdoumaliofnPersohality dr e n &
and Social Psychology, 531146 1158. https://doi.org/10.1037/0022
3514.53.6.1146

Dodge, K. A., Coie, J. D., & Lynam, D. (2006). Aggression and antisocial behavior
in youth. In N. Eisenberg, W. Damon, & R. M. Lerner (Edslandbook of
child psychology: Vol. 3, Social, emotional, and personality develop{@int
ed., pp. 718788). Wiley.

Dodge, K. A., Lansford, J. E., Burks, V. S., Bates, J. E., Pettit, G. S., Fontaine, R., &
Price, J. M. (2003). Peer rejection and social informapiecessing factors
in the development of aggressive behavior problems in child@éiid
Development, 74374393.https://doi.org/10.1111/1468624.7402004

Doj an, A. (2010) . Ecologi cal s y Butkishms mo d
Journal of Child and Adolescent Mental Health(3)7 149162.

Doj an, KOk u(l12 0°2rm0c e s i d°nemde -ocujun sal dé
a-ésendan[Unpebénwméeid masterods thesis

301


https://psycnet.apa.org/doi/10.1037/0033-2909.109.1.125
https://psycnet.apa.org/doi/10.1002/1098-2337(1995)21:5%3C359::AID-AB2480210505%3E3.0.CO;2-6
https://psycnet.apa.org/doi/10.1002/1098-2337(1995)21:5%3C359::AID-AB2480210505%3E3.0.CO;2-6
https://doi.org/10.1016/S0005-7894(96)80023-2
https://psycnet.apa.org/doi/10.1037/0022-3514.53.6.1146
https://psycnet.apa.org/doi/10.1037/0022-3514.53.6.1146

Dollard, J., Miller, N. E., Doob, L. W., Mowrer, O. H., & Sears, R. R. (1939).
Frustration and aggressiorYale University Press.

Dretzke, J., Frew, E., Davenport, C., Barlow, J., SteBeotvn, S., Sandercock, J.,
Bayliss, S., Raftery, J., Hyde, C., & Taylor, R. (2005). The effectiveness and
costeffectiveness of parent training/education programmes for the treatment
of conduct disorder, including oppositional defiant disorder, in children.
Health Technology Assessment, (50, 1 250.
https://doi.org/10.3310/hta9500

Dukes, S. (1984). Phenomenological methodology in the human sciéaoasal of
Religion and Health, 23), 197 203. https://doi.org/10.1007/BF00990785

Dunne, A. L., Gilbert, F., Lee, S., & Daffern, M. (2017). The role of aggression
related early maladaptive schemas and schema modes in aggression in a
prisoner sample.  Aggressive Behavior, 44  246256.
https://doi.org/10.1002/ab.21747

Durlak, J. A., Weissberg, R. P., Dymnicki, A. B., Taylor, R. D., & Schellinger, K. B.
(2011) . The i mpact of enhancing student s
metaanalysis of schoebased universal intervention€hild Development,
82, 405432.https://doi.org/10.1111/].1468624.2010.01564.x

Dursun, D. (2025). Examination of problems experienced by preschool teachers in
the classroom management processds.u s a | Ve Ul usl ararasé S
Ekonomi Dergisi5(8), 255 268. https://doi.org/10.5281/zenodo.14924814

Eckstein, N. J. (2004). Emergent issues in families experiencing adoksqament
abuse. Western Journal of Communication, ,68 365 388.
https://doi.org/10.1080/10570310409374809

Edenborough, M., Wilkes, L. M., Jackson, D., & Mannix, J. (2011). Development
and validation of the chiltb-mother violence scaleNurse Researcher,
18(2), 63 76. https://doi.org/10.7748/nr2011.01.18.2.63.c8285

Edwards, L. V. (2006). Perceived social support and HIV/AIDS medication
adherence among African American wome€ualitative Health Research,
16, 679 691. https://doi.org/10.1177/1049732305281597

302


https://doi.org/10.1111/j.1467-8624.2010.01564.x
https://doi.org/10.5281/zenodo.14924814

Eisenberg, N., & Fabes, R. A. (1999). Emotion, emeteated regulation, and
quality of socioemotional functioning. In L. Balter & C. S. TatheMonda
(Eds.),Child psychology: A handbook of contemporary isgpes818 335).
Psychology Press.

Eisenberg, N., Cumberland, A., Spinrad, T. L., Fabes, R. A., Shepard, S. A., Reiser,
M., Murphy, B. C., Losoya, S. H., & Guthrie, I. K. (2001). The relations of
regulation and emotionality to children's externalizing and internalizing
problem behavior. Child development 72(4), 11121134.
https://doi.org/10.1111/1468624.00337

Erath, S. A., Bierman, K. L., & Conduct Problems Prevention Research Group.
(2006). Aggressive marital conflict, maternal harsh punishment, and child
aggressivalisruptive  behavior: Evidence for direct and mediated
relations.Journal of Family Psychology, 2, 217
226.https://doi.org/10.1037/0893200.20.2.217

Erdem, G., Adll s| ey en, M. , Bal t al ar-in@me Thirkish & Keé
mothers' conceptions and experiences of family Hfentiers in
Psychology12, 756278 https://doi.org/10.3389/fpsyq.2021.756278

Erel, O., & Burman, B. (1995). Interrelatedness of marital relations and fiéht
relations: A metanalytic review. Psychological Bulletin, 118), 108
132.https://doi.org/10.1037/0033909.118.1.108

Ergin, E. , & Bakkal o] | u -classtoom (rangititng )n. Ex a
inclusive preschool classroomBarly Child Development and Care, 189
820-834. https://doi.org/10.1080/03004430.2017.1345891

Erik¢i, B., & Topcu, E. (2018).B e n sorun -%zebilirim pr
°Jrencilerinin kikil er ar. Bape¥presentediah - ° z
l nternati onal Congress on Science and

Ermann, K. (2019)Mothering the aggressive chi[@octoral Dissertation, Antioch
University]. ProQuest Dissertations & Theses Global database.

Ersan, C. (2017)Ok u | °ncesi d°nem -ocukl arénén s
i fade etme ve duygu d¢ PDecolaledissertation, € s € n d
Pamukkale University]. Higher Council of Education Thesis Database.

303


https://psycnet.apa.org/doi/10.1037/0893-3200.20.2.217
https://doi.org/10.3389/fpsyg.2021.756278
https://psycnet.apa.org/doi/10.1037/0033-2909.118.1.108

Ersan, C. (2020). Turkish preschool teachers' opinions on aggression: Uncertainty of
relational aggressiofcuropean Journal of Educational Researg{®), 47t
487.https://doi.org/10.12973/ejer.9.2.471

Ersan, C., & Tok, k. (2020). The study of th
in terms of emotion expression and emotion regulaiop.i t i m ve Bi | i m, 4
359-391. https://doi.org/10.15390/EB.2019.8150

Estrem, T. L. (2005). Relational and physical aggression among preschoolers: The
effect of language skills and gendétarly Education and Development,
16(2), 207 231.https://doi.0rg/10.1207/s15566935eed1602_6

Evans, S. C., Frazer, A. L., Blossom, J. B., & Fite, P. J. (2018). Forms and functions
of aggression in early childhoodournal of Clinical Child & Adolescent
Psychology, 481-9. https://doi.org/10.1080/15374416.2018.1485104

Farrell, P. (2009). The developing role of school and educational psychologists in
supporting children, schools and famili®apeles del Psicologo, 304-86.

Fawcett, J. T. (1983). Perceptions of the value of children: satisfactions and costs. In
R. A. Bulatao & R. D. Lee (Eds.Peterminants of fertility in developing
countries, supply and demand for childré&«tademic Press.

Ferris, C. F., & Grisso, T. (1996)Understanding aggressive behavior in children
New York Academy of Sciences

Feshbach, N. D. (1964). The function of aggression and the regulation of aggressive
drive. Psychological Review, 7257 272.https://doi.org/10.1037/h0043041

Feshbach, N . D. (1969). Sex differences in ¢
toward outsiderdMerrill -Palmer Quarterly, 152491 258.

Fingerman, K. L., Huo, M., & Birditt, K. S. (2020). Mothers, fathers, daughters, and
sons: Gender differencesJournal offfdmily t s6 i nt e
Issues, 4(9), 15971625.https://doi.org/10.1177/0192513X19894369

304


https://psycnet.apa.org/doi/10.1207/s15566935eed1602_6
https://awspntest.apa.org/doi/10.1037/h0043041
https://doi.org/10.1177/0192513X19894369

Fomby, P., & Musick, K. (2018). Mothers' time, the parenting package, and links to
healthy child developmenlournal of marriage and the famji80(1), 166
181.https://doi.org/10.1111/jomf.12432

Freud, A. (1946).The psychanalytical treatment of children International
Universities Press.

Freud, S. (1920ap general introduction to psyckemalysis Boni & Liveright.

Freud, S. (1920bBeyond theleasure principleHogarth Press

Freud, S. (1922Beyond the pleasure principllternational Psychoanalytic Press.

Freud, S. (1933New introductory lectures on psychoalysis.Morton.

Freud, S. (1950)Vhy war? In J. Strachey (EdJpllected paperd-dogarth Press.

Fung, H. (2011). Cultural psychological perspectives on social development in
childhood. In P. K. Smith & C. H. Hart (Eds.Jhe WileyBlackwell
handbook of childhood social developme(. 100119). Blackwell
Publishing Ltd.

Galen, B. R., & Underwood, M. K. (1997). A developmental investigation of social
aggression among childremevelopmental Psychology, @3, 589 600.
https://doi.org/10.1037/001P649.33.4.589

Garcia Ancheita, M. M. (2005 he i mpact of the | earning
behaviorf Unpubl i shed Masterds thesis]. uni

Gartrell, D. (2004)The power of guidancd:eaching sociaemotional skills in early
childhood classroom®elmar Learning.

Gay, G. (2010).Culturally responsive teaching: Theory, research, & practice
Teachers College Press.

305


https://doi.org/10.1111/jomf.12432
https://psycnet.apa.org/doi/10.1037/0012-1649.33.4.589

Geen, R. G. (1968). Effects of frustration, attack, and prior training in aggressiveness
upon aggressive behaviadournal of Personality and Social Psycholpgy
9(4), 316 321. https://doi.org/10.1037/h0026054

Geen, R. G. (1998). Processes and personal variables in affective aggression. In R.
G. Geen & E. Donnerstein (EdshHluman aggression: Theories, research,
and implications for social policYAcademic Press Ltd.

Geertz, C. (1973)Thick description: Toward an interpretive theory of culturetne
interpretation of culturesBasic Books.

Gershoff, E. T. (2002).Corporal punishment by parents and associated child
behaviors and experiences: A mataalytic and theoretical review
Psychological Bulletin, 128), 539579. https://doi.org/10.1037/0033
2909.128.4.539

Gershoff, E. T. (2010). More harm than good: A summary of scientific research on
the intended and unintended effects of corporal punishment on childnen.
and Contemporary Problems3(2), 31 56.

Giorgi, A. (2009). The descriptive phenomenological method in psychology: A
modified Husserlian approacibuquesne University Press.

Giorgi, A., Giorgi, B., & Morley, J. (2017). The descriptive phenomenological
psychological method. In C. Willig & W. StaintdRogers (Eds.)The SAGE
handbook of qualitative research in psychol@gy. 176192). Sage.

Giorgi, B. (2010). Application of descriptive phenomenological research method to
the field of clinical research.es Collectifs du Cirp,,1119129.

Girard, L. C., Tremblay, R. E., Nagin, D., & C6té, S. M. (2019). Development of
aggression subtypes from childhood to adolescence: A drasgd multi
trajectory modelling  perspectivédournal of  Abnormal  Child
Psychology47(5), 825 838. https://doi.org/10.1007/s108dP. 804885

Glaser, B. G., & Strauss, A. L. (1967Mhe discovery of grounded theory: Strategies
for qualitative researchAldine Publication.

306


https://doi.org/10.1037/0033-2909.128.4.539
https://doi.org/10.1037/0033-2909.128.4.539
https://doi.org/10.1007/s10802-018-0488-5

Glaser, B. G., & Strauss, A. L. (2008)he discovery of grounded theory strategies
for qualitative researchAldine Publication.

Gokhan, A. (2008)The determinants of internal migration in Turk&npublished

doctoral dissertation]. Sabancé Univel
Gol dstein, S. E. , Ti sak, M. S. , & Boxer

prescriptive judg ments about relational and overt aggressi&arly

Education & Development, 13 23 29.

https://doi.org/10.1207/s15566935eed1301 2

Golly, A., Sprague, J., Walker, H. M., Beard, K., & Gorham. G. (2000). The first
step to success program: An analysis of outcomes with identical twins across
multiple baselines. Behavioral Disorders, 13), 170182.
https://doi.org/10.1177/01987429000250030

Golly, A., Stiller, B., & Walker, H. M. (1998). First step to success: Replication and
social validation of an early intervention prograiournal of Emotional and
Behavioral Disorders, @), 243250.
https://doi.org/10.1177/106342669800600406

Gratz, K. L., & Roemer, L. (2004). Multidimensional assessment of emotion
regulation and dysegulation: Development, factor structure, and initial
validation of the difficulties in emotion regulation scal@ournal of
Psychopathology  and Behavioral = Assessment, (1)26 4154.
https://doi.org/10.1023/B:JOBA.0000007455.08539.94

Greydanus, D., Pratt, H., Greydanus, S., & Hoffman, A. (1992). Corporal
punishment in schools: A position paper of the Society for Adolescent
Medicine. Journal of  Adolescent Health, @&, 38593.
https://doi.org/10.1016/s105439x(03)0004 29

Guardino, C., & Fullerton, E. (2012). The classroom infrastructure and the early
learner: Reducing aggression during transition tiddesrnal of the American
Academy of Special Education Professiona30116.

Gulay, H. (2009). Some variables which influencing5 year s ol d chi | dt
status [56 Y a K -ocukl arénén sosyal k onu

307


https://doi.org/10.1207/s15566935eed1301_2
https://doi.org/10.1177/019874290002500305
https://psycnet.apa.org/doi/10.1177/106342669800600406
https://psycnet.apa.org/doi/10.1023/B:JOBA.0000007455.08539.94

de
121.

Guralnick, M. J. (2001)Early childhood inclusion: Focus on changPaul H.
Brookes Publishing.

Hardin, E. E., Robitschek, C., Flores, L. Y., Navarro, R. L., Ashton, M. W. (2014).
The cultural lens approach to evaluating cultural validity of psychological
theory. American Psychologist, 6D), 656 668.
https://doi.org/10.1037/a0036532

Harlow, H. F., & Lauersdorf, H. E. (1974). Sex differences in passions and play.
Perspectives in Biology and Medicine, ,17 348 360.
https://doi.org/10.1353/pbm.1974.0054

Harris, M. B. (1974). Mediators between frustration experiment and aggression in a
field. Journal of Experimental Social PsychologylO, 561 571.
https://doi.org/10.1016/0022031(74)90074

Hattie, J. (2008)Visible learning: A synthesis of over 800 meta analyses related to
achievemeniRoutledge.

Hawley, P. H. (1999).The ontogenesis of social dominance: A strategyed
evolutionary  perspective Developmental Review, @9, 97 132.
https://doi.org/10.1006/drev.1998.0470

Hay, D. F. (2005). Early development of human aggression. In R. E. Tremblay, W.
W. Hartup, & J. Archer (Eds.)Developmental origins of aggressidpp.
232 252). The Guilford Press.

Hendriks, A. M., Bartels, M., Colins, O. F., & Finkenauer, C. (2018). Childhood
aggression: A synthesis of reviews and ratalyses to reveal patterns and
opportunities for prevention and intervention strategisuroscience &
Biobehavioral Reviews 91, 278291.
https://doi.org/10.1016/j.neubiorev.2018.03.021

308

] i K KYe;nzl¢éenrcle. Y é ''niver si t,4))j104E] i t i m

Fak


https://psycnet.apa.org/doi/10.1353/pbm.1974.0054
https://doi.org/10.1006/drev.1998.0470

Hennink, M. M., Kaiser, B. N., & Marconi, V. C. (2017). Code saturation versus
meaning saturation: How many interviews are enouQhbalitative Health
Research, 2A), 591608.https://doi.orgl0.1177/1049732316665344

Hennink, M., & Kaiser, B. N. (2022). Sample sizes for saturation in qualitative
research: A systemic review of empirical teSscial Science & Medicine,
292,1-10. https://doi.org/10.1016/j.socscimed.2021.114523

Herath, H. M. N., & Herath, K. (2024). The role of parental involvement in early
childhood educatiorhttps://doi.orgl0.13140/RG.2.2.16204.73607

Hofstede, G. (1984)Cul t ur e6és consequences: Fnterne
related valuesSage.

Hokanson, J. E. (1961). The effects of frustration and anxiety on overt aggression.
The Journal of Abnormal and Social Psychology2(2), 346 351.
https://doi.orgl0.1037/h0047937

Holt, A., & Retford, S. (2013). Practitioner accounts of responding to parent abuse
A case study in ad hoc delivery, perverse outcomes and a policy silence.
Child & Family Social Work, 18365 374. https://doi.org/10.1111/;.1365
2206.2012.00860.x

Hong, X., Liu, S., Fan, H., Xie, H., Fang, S., & Zhang, L. (2023). Effects of
economic regional differences and family on adolescents' aggressive
behaviors: Perspective of ecosystem integrasain and Behavigrl3(2),
e2856 https://doi.org/10.1002/brb3.2856

Hortacsu, N. (1989). Targets of communication during adolescelmenal of
Adolescence, 1253 263.https://doi.org/10.1016/0140971(89)90076

Hortacsu, N., Gencoz, T., & Oral, A. (1995). Perceived functions of family and
friends during childhood, adolescence, and youth: Developmental theories of
two Turkish groups. International Journal of Psychology, 30591
606. https://doi.org/10.1080/00207599508246588

309


https://doi.org/10.1002/brb3.2856
https://psycnet.apa.org/doi/10.1016/0140-1971(89)90076-6
https://psycnet.apa.org/doi/10.1080/00207599508246588

Hsieh, H. F., Wu, W. C., Cordova, D., Heinze, J. E., Pomerantz, N., Buu, A., &
Zimmerman, M. A. (2021). The intergenerational transmission of family
conflict on childrenos aggression: The
parenting.Journal of Interpersonal Violence, @1-22), NP2076NP20792.
https://doi.org/10.1177/08862605211056025

Hubbard, J. A. (2001). Emotion expression processes in children's peer interaction:
The role of peer rejection, aggression, and gendbeild Development, 72,
14261438.https://doi.org/10.1111/1468624.00357

Hubbard, J. A., Smithmyer, C. M., Ramsden, S. R., Parker, E. H., Flanagan, K. D.,
Dearing, K. F., Relyea, N., & Simons, R. F. (200@)bservational,
physiological, and self e por t measures of chil drenos
reactive versus proactive aggressi@hild Development, {3), 11011118.
https://doi.org/10.1111/1468624.00460

Hudziak, J. J., Van Beijsterveldt, C. E. M., Bartels, M., Rietveld, M. J. H., Rettew,
D. C., Derks, E. M., & Boomsma, D. I. (2003). Individual differences in
aggression: Genetic analyses by age, gender, and informant7i &d 10
yearold Dutch twins. Behavior Genetics, 33 575 1 589.
https://doi.org/10.1023/a:1025782918793

Huesmann L. R. (2018). An integrative theoretical understanding of aggression: A
brief expositionCurrent Opinion in  Psychology 19, 119 124.
https://doi.org/10.1016/j.copsyc.2017.04.015

Huesmann, L. R. (1988). An information processing model for the development of
aggressionAggressive Behavior, 1413-24. https://doi.org/10.1002/1098
2337(1988)14:1<13::AIEAB2480140104>3.0.CO:2

Huesmann, L. R. (1998). The role of social information processing and cognitive
schema in the acquisition and maintanance of habitual aggressive behavior. In
R. G.Geen & E. Donnerstein (Edshuman aggression: Theories, research,
and implications for social policfpp.73111). Academic Press.

Huesmann, L. R., & Guerra, V. S. (1997). Children's normative beliefs about
aggression and aggressive behavidournal of Personality and Social
Psychology72, 408 419.https://doi.org/10.1037/0022514.72.2.408

310


https://psycnet.apa.org/doi/10.1111/1467-8624.00357
https://doi.org/10.1111/1467-8624.00460
https://doi.org/10.1016/j.copsyc.2017.04.015
https://psycnet.apa.org/doi/10.1002/1098-2337(1988)14:1%3C13::AID-AB2480140104%3E3.0.CO;2-J
https://psycnet.apa.org/doi/10.1002/1098-2337(1988)14:1%3C13::AID-AB2480140104%3E3.0.CO;2-J
https://psycnet.apa.org/doi/10.1037/0022-3514.72.2.408

Huesmann, L. R., Eron, L. D., Lefkowitz, M. M., & Walder, L. O. (1984). Stability
of aggression over time and generatiobgvelopmental Psychology, ,20
1120 1134.https://doi.org/10.1037/001P649.20.6.1120

Hur d, H. D. , & Gettinger, M. (2011) . M
relational and physical aggression in -gahool childrenEarly Child
Development and Care, 1@D), 1343

1359.https://doi.org/10.1080/03004430.2010.527336

Kki z, SOk u(l 2 0°1n5c)e. s i d°nem -ocukl arénda fi
ebeveyn tutumlar é|[ Maegséndant hesies en kd
University]. Higher Council of Education Thesis Database.

Jack, D. (2009)Investigation of the effects of a violence prevention program in
reducing kindergarteraged children's selfeported aggressive behaviors
[Doctoral dissertation, Widener University School of Nursing]. ProQuest
Dissertations & Theses Global.

Jackson, D. (2003) . Broadening constr u.
perspectives of aggression from their childr€hild & Family Social Work,
8, 321 329. https://doi.org/10.1046/].1365206.2003.00298.x

Jakob, J. R. (2005An evaluation of Second Step: A violence prevention curriculum
with kindergarten studentgUnpublished doctoral dissertation]. Hofstra
University.

Janzen, M. D. (2022). Stigmatized: In/forming identities of children in Goeer
and Education, 163), 274290. https://doi.org/10.1177/17577438221117770

Johnson, M. H., George, P., Armstrong, M. I., Lyman, D. R., Dougherty, R. H.,
Daniels, A. S., Ghose, S. S., & DelptRittmon, M. E. (2014). Behavioral
management for children and adolescents: Assessing the evidence.
Psychiatric Services, 65), 580 590.
https://doi.org/10.1176/appi.ps.201300253

Johnson, R. J., Wilson, W. L., Bland, S. T., & Lanaspa, M. A. (2021). Fructose and
uric acid as drivers of a hyperactive foraging response: A clue to behavioral

311


https://psycnet.apa.org/doi/10.1037/0012-1649.20.6.1120
https://psycnet.apa.org/doi/10.1080/03004430.2010.527336

disorders associated with impulsivity or manid&olution and Human
Behavior, 423), 194203.
https://doi.org/10.1016/j.evolhumbehav.2020.09.006

Jones, E. (1953).he life and work of Sigmund Freuslasic Books.

Jones, V. F., & Jones, L. S. (2012pmprehensive classroom management, creating
communities of support and solving probleisarson.

Josephson, W. L., & Colwill, N. L. (1978). Males, females and aggression. In H. M.
Lips & N. L. Colwill (Eds.)The psychology of sex differences:
Research perspectives and problefentice Hall.

Kadan, G. (2010).0k u | ¥ncesi D° nedt yad o cu&ll charéegradral e k4
Davrkamé& Et ki |l ey entl Dejakkenlére Gdeethcelenmésie
[ Masterds thesi s, Mar mara University]. Hi
Database.

Kaj et-éebake, ¢ . (1970) . Soci alAmerican ms and a

comparisonJournal of personality and social psycholo@®(3), 444 451.
https://doi.org/10.1037/h0030053

Kaj et - € b ak.eSex roles, fgmilyd &h@ community in Turkdgdiana
University Press.

Kaj ét-ébake, ¢ . (1995) . Psi kol oj i k¢resel [
T¢er ki ye6de murkiske JownaliohPsyehology, @), 1-13.

Kaj-é&lt atk £002). Psychology and human competence developrAgptied
Psychology, 515 22. https://doi.org/10.1111/146@597.0076z

Kaj et-éebakeée, ¢ . (2005) . Aut onomy and rel at e
for self and family.Journal of Crosscultural Psychology, 364), 403422.
https://doi.org/10.1177/0022022105275959

312


https://doi.org/10.1037/h0030053
https://doi.org/10.1111/1464-0597.0076z
https://doi.org/10.1177/0022022105275959

Kaj

Kaj

] et C.g20@rkFamily, self, and human development across cultures: Theory

and applicationg2nd ed.). Lawrence Erlbaum Associates.

] et -ébaxkeé, ¢ . ( 2 Orél&edness Ardl ahk family m culturah ut o n

context: What is optimal?Journal of Research on Adolescence, 233
235.https://doi.org/10.1111/jora.12041

] ét-ébaxkeé, ¢ . , & At aca, B. (2005) . V a

decade portrait from Turkey.Applied Psychology, %3), 317 337.
https://doi.org/10.1111/j.146@597.2005.00213.x

] et -ébaxkeé, ¢ . , & At aca, B. (2015) . Vv

implications for the care of the elderi@rossCultural Research, 48), 374
392. https://doi.org/10.1177/1069397115598139

é t,-Cée & Raoréinga, Y. H. (2000). Introduction to the special issue on the
millennium prelude symposiumJournal of CrossCultural Psychology,
31(1), 513. https://doi.org/10.1177/0022022100031001002

ét-ébaxké, ¢ . , Fandlly ahdi so@atizationDin Turkey. 9 J2 Ip. .
Roopnarine, & D. B. Carter (EdsBarent child relations in diverse cultural
settings: Socialization for instrumental competen@p. 7588). Ablex
Publishing Corp.

Kalykaki, N. (2001)Greek and American preschool teachers' perceptions of

children’'s misbehavior and the discipline strategies they use in Greece and in
the United Statefoctoral dissertation, University of Nevada]. ProQuest
Dissertations & Theses Global.

KamperDeMarco, K. E., & Ostrov, J. M. (2019). The influence of friendships on

aggressive behavior in early childhood: Examining the interdependence of
aggressionChild Psychiatry and Human Developmes(3), 520 531.
https://doi.org/10.1007/s1054®.80857x

Kar aca, N H. , Ge¢ndyg z, A. & Ar al , N . (

sosyal davran&wemans ail n €42), @5vémds il i m, 4

313


https://doi.org/10.1111/jora.12041
https://doi.org/10.1177/0022022100031001002
https://doi.org/10.1007/s10578-018-0857-x

Karadeni z Akda@G7a2n,ayK.e k( 22001cu)k.l ar én séneéef ort
davranéxkl arénd&asterc®d ehmesi s, Ankara Uni
Council of Education Thesis Database.

Karakw, A. (2008) Okul ¥n c e s i Sosw¥lldgi arermea® For mudnun
G¢venirlik Ve Geerlik ¢a knea sfMa st er 6s t hesi s, Mar mar a
Higher Council of Education Thesis Database.

Karaglu, M. (2011)Bakar éya KIl k Adém er kbe ny ank¢, dgarhuablue pr
-ocukl aréenén problem davranéxkl ar éna, S 0!
etkinliklerle ilgilenme surelerine etkis{Dotoral dissertation, Marmara
University]. Higher Council of Education Thesis Database.

Kar geé, E., & Er%ee@sidnensoc (RO®Méneée @kard&d&uenn davr a
incelenmesi (Ankara ili°rngi). Hacettepe| niversitesi Eitim Fakgltesi
Dergisi, 27 135 144.

Karmiloff-Smith, A. (1986). Some fundamental aspects of language development
after age 5. In P. Fletcher & M. Garman (Edd®nguage acquisition:
Studies in first language developmépp. 455474). Cambridge University

Press.
Kayeéel &, Sosy(@201lbgcer.i ej i ti mi progr ameé il e
y°nteminin anaokul u -ocukl aréenén duygul a

cbzme becerilerine etkifiDoctoral dissertationSelcuk University].Higher
Council of Education Thesis Database.

Kazdin, A. E. (1995)Conduct disorders in childhood and adolesce(ed ed.).
Sage.

Keenan, K., Wakschlag, L. S. (2000). More than the terrible twos: The nature and
severity of behavior problems in clinieferred preschool childredournal
of Abnormal Child Psycholog8, 33 46.
https://doi.org/10.1023/A:1005118000977

Kelle, U. (2007). The development of categories: Different approaches in grounded
theory. In A. Bryant & K. Charmaz (Ed.Jhe SAGE handbook of grounded
theory(p. 1-29). Sage.

314


https://doi.org/10.1023/A:1005118000977

KeltikangasJarvinen, L., & Pakaslahti, L. (1999). Development of sograblem
solving strategies and changes in aggressive behavioryéar7follow up
from childhood to late adolescen@ggressive Behavior: Official Journal of
the International Society for Research on Aggressid(), 269279.
https://doi.org/10.1002/(SICI1)1098337(1999)25:4<269::AlD
AB3>3.0.CO;2K

Kircaali-Iftar, G. (2005). How do Turkish mothers discipline children? An analysis
from a behavioural perspectivehild: Care, Health and Development, (3},
193-201. https://doi.org/10.1111/].1368214.2004.00496.x

Kluckhohn, C. (1951). Values and valagentations in the theory of action: An
exploration in definition and classification. In T. Parsons & E. A. Shils
(Eds.),Toward a general theory of actidpp. 388433). Harvard University
Presshttps://doi.org/10.4159/harvard.9780674863507.c8

Knyazev, G. G., Zupancic, G. G., & Slobodskaya, H. R. (2008). Child personality in
Slovenia and Russia: Structure and mean level of traits in parent and self
ratings. Journal of CrossCultural Psychology 39, 317 334.
https://doi.org/10.1177/0022022108314542

Kochenderfeiladd, B., & Skinner, K. (2002).Chi | dr end s coping
Moderators of the effects of peer victimizatioD@velopmental Psychology,
38(2), 2671 278.https://doi.org/10.1037/0012649.38.2.267

Kochenderfer, B. J., & Ladd, G. W. (1996Reer victimization: Cause or
consequence of school maladjustmefiiild Development, §4), 1305
1317.https://doi.org/10.2307/1131701

Kor ¢k, S. (2021) . Saldéerganl ek ve «kid
explain aggression and vital] eméegn |}
arayan sorunu Kiddet [ The probl em
Violence](pp. 93103). Pegem Academi Publishing.

de
h z
of

Krahé, B. (2001)The social psychology of aggressi®sychology Press.

Kregarman, J. J., & Worchel, P. (1961). Arbitrariness of frustration and aggression.
Journal of Abnormal and Social Psycholpgy63(1), 183187.
https://doi.org/10.1037/h0044667

315


https://doi.org/10.1002/(SICI)1098-2337(1999)25:4%3C269::AID-AB3%3E3.0.CO;2-K
https://doi.org/10.1002/(SICI)1098-2337(1999)25:4%3C269::AID-AB3%3E3.0.CO;2-K
https://doi.org/10.1111/j.1365-2214.2004.00496.x
https://doi.org/10.4159/harvard.9780674863507.c8
https://psycnet.apa.org/doi/10.1177/0022022108314542
https://doi.org/10.1037/0012-1649.38.2.267
https://doi.org/10.2307/1131701

Krippendorff, K. (1995). On the reliability of unitizing continuous d&aciological
Methodology, 2547-76. https://doi.org/10.2307/271061

Krippendorff, K. (2004) Content analysis: An introduction to its methodol¢ggd
ed.). Sage.

Kruesi, M. J., Rapoport, J. L., Cummings, E. M., Berg, C. J., Ismond, D. R., Flament,
M., Yarrow, M., & ZahnWaxler, C. (1987). Effects of sugar and aspartame
on aggression and activity in childréihe American journal of
psychiatry 144(11), 1487 1490. https://doi.org/10.1176/ajp.144.11.1487

Kuckartz, U. (2014)Qualitative text analysis: A guide to methods practice and using
software.Sage.

Kuckartz, U., & Radiker, S. (2019\nalyzing qualitative data with MAXQDA: Text,
audio, and videoSpringer.

Kunimatsu, M. M., & Marsee, M. A. (2012). Examining the presence of anxiety in
aggressive individuals: The illuminating role of fightflight
mechanismsChild Youth Care Forumil, 247 258.
https://doi.org/10.1007/s10568.2-91786

Kvalsvik, F., & @gaard, T. (2021). Dyadic interviews versusi@pth individual
interviews in exploring food choices of Norwegian older adults: A
comparison of two qualitative methodods, 106), 1199.
https://doi.org/10.3390/foods10061199

Ladd, G. W., & Burgess, K. B. (2001). Do relational risk and protective factors
moderate the links between childhood aggression and early psychological and
school adjustment? Child Development, 72 15791601.
https://doi.org/10.1111/1468624.00366

Lagerspetz, K., Bjorkqvist, K., & Peltonen, T. (1988). Is indirect aggression typical
of females? Gender differences in aggressiveness 4intdlll2year old
children.Aggressive Behavior, {8), 403 414. https://doi.org/10.1002/1098
2337(1988)14:6<403::AIBAB2480140602>3.0.CO:P

316


https://doi.org/10.1007/s10566-012-9178-6
https://doi.org/10.3390/foods10061199
https://psycnet.apa.org/doi/10.1111/1467-8624.00366
https://psycnet.apa.org/doi/10.1002/1098-2337(1988)14:6%3C403::AID-AB2480140602%3E3.0.CO;2-D
https://psycnet.apa.org/doi/10.1002/1098-2337(1988)14:6%3C403::AID-AB2480140602%3E3.0.CO;2-D

Lamb, M. (1978a). Interactions between eighte@nth olds and their prschoot
aged siblings. Child Development, 49 51-59.
https://doi.org/10.2307/1128592

Lamb, M. (1978b). The development of sibling relationships in infancy: A-s&ort
longitudinal study.  Child Development, 49 11891196.
https://doi.org/10.2307/1128759

Lamb, M. E. (2010)The role of the father in child developmésih ed.). Wiley.

Landry, S. H., Smith, K. E., & Swank, P. R. (2006). Responsive parenting:
Establishing early foundations for social, communication, and independent
problemsolving  skills.Developmental  psycholog§2(4), 627642.
https://doi.org/10.1037/001P649.42.4.627

Langdridge, D. (2007).Phenomenological psychology: Theory, research and
methodPearson.

Lazar, B. A. (1995).The lull of tradition: A grounded theory study t&flevision
violence, children and social wofooctoral dissertation, Simmons College
School of Social Work]. ProQuest Dissertations & Theses Global.

Lazarus, R. S. (1991)Emotion and adaptation Oxford University Press.
https://doi.org/10.1093/0s0/9780195069945.001.0001

Leff, S. S., Power, T. J., Manz, P. H., Costigan, T. E., & Nabors, L. A. (2001).
Schootbased aggression prevention programs for young children: Current
status and implications for violence preventi@cthool Psychology Review,
30, 343 360.https://doi.org/10.1080/02796015.2001.12086120

Lengua, L. J. (2003). Associations among emotionality;reglfilation, adjustment
problems, and positive adjustment in middle childhatwurnal of Applied
Developmental Psychology, 24 595618.
https://doi.org/10.1016/j.appdev.2003.08.002

317


https://doi.org/10.2307/1128592
https://doi.org/10.2307/1128759
https://doi.org/10.1093/oso/9780195069945.001.0001
https://doi.org/10.1080/02796015.2001.12086120
https://psycnet.apa.org/doi/10.1016/j.appdev.2003.08.002

Lindsey, E., & Caldera, Y. (2005). Interparental agreement on the use of control in
childrearing and infant's compliance to mother's control strategiésnt
Behavior and Development, 28 165178.
https://doi.org/10.1016/}.infbeh.2005.02.004

Linton, R. (1936)The study of mamppletonCenturyCrofts.

Lissey, F. J., Klodin, V., & Matsuyama, S. S. (1973). Human aggression and the
extra Y chromosome: Fact or fantaskferican Psychologist, 28,74-682.
https://doi.org/10.1037/h0035758

Lochman, J. E., & Dodge, K. A. (1994). Soetagnitive processes of severely
violent, moderately aggressive, and nonaggressive bdgsirnal of
Consulting and Clinical Psychology, 6@2), 366
374.https://doi.org/10.1037/002206X.62.2.366

Loeb, S., Bridges, M., Bassok, D., Fuller, B., & Rumberger, R. W. (2007). How
much is too much? The influence of preschool centers on children's social
and cognitive developmerEconomics of Education revie@6(1), 5266.
https://doi.org/10.1016/j.econedurev.2005.11.005

Loeber, R., & Stouthamdroeber, M. (1998). Development of juvenile aggression
and violence. Some common misconceptions and controverbies.
American Psychologisb3(2), 242259. https://doi.org/10.1037//0003
066x.53.2.242

Lone, A., & Albotuaiba, A. O. (2022). Personality traits and family environment:
Antecedents of child aggressionBrain  Sciencesl?2(11), 1586.
https://doi.org/10.3390/brainscil2111586

Lorenz, K. (1966)On aggressionHarcourt, Brace & World.

Lu, M. & Lin, T. J., Justice, L., Purtell, K., Ansari, A., & Xiao, N. (2024). Classroom
social hierarchy and associations between children's behavioral control and
peer relationshipsJournal of Applied Developmental Psychology,, 94
101698 https://doi.org/10.1016/j.appdev.2024.101698

318


https://doi.org/10.1016/j.infbeh.2005.02.004
https://doi.org/10.1037/h0035758
https://psycnet.apa.org/doi/10.1037/0022-006X.62.2.366
https://doi.org/10.1016/j.econedurev.2005.11.005
https://doi.org/10.1037/0003-066x.53.2.242
https://doi.org/10.1037/0003-066x.53.2.242
https://doi.org/10.3390/brainsci12111586

Luthar, S. S., & Becker, B. E. (2002). Privileged but pressured? A study of affluent

youth. Child Development735), 1593 1610. https://doi.org/10.1111/1467
8624.00492

Lynn Mulvey, K., Boswell, C., & Zheng, J. (2017). Causes and consequences of
social exclusion and peer rejection among children and adolesReptst
on Emotional & Behavioral Disorders in Youth/(3), 71 75.

Maccoby, E. E., & Jacklin, C. N. (1974Jhe psychology of gender differences
Stanford University Press.

MacDonald G., & Leary, M. (2005. Why does social exclusion hurt? The relation

between social and physical pairPsychological Bulletin131, 202
223 https://doi.org/10.1037/0033909.131.2.202

Martin, A., Ryan, R. M., & Brooks£5unn, J. (2007). The joint influence of mother
and father parenting on child cognitive outcomes at adgeafBly Childhood

Research Quatrterly, 22 423 4309.
https://doi.org/10.1016/j.ecresq.2007.07.001

Martin, C. L., Fabes, R. A., Hanish, L. D., & Hollenstein, T. (2005). Social dynamics
in the preschooDevelopmental Review, &B4), 299
327.https://doi.org/10.1016/j.dr.2005.10.001

Martinez, C., & Forgatch, M. (2002). Adjusting to change: Linking family structure
transitions with parenting and boys' adjustmedournal of Family
Psychology, 1610717. https://doi.org/10.1037/08%8200.16.2.107

Mavi Dervikoj lu, C. (2007). Okul ¥n c e s i

Kuruml ar @nak Devan
tCocukl ar éneéen,

Sosyal Beckkar Eaei nBt kv bk

FakCrlerin KacelenmesiiMa s t e r 0 sHacdttépe $Jniversity].Higher
Council of Education Thesis Database.

McCabe, L. A. (1999). Violence prevention in early childhood: Implementing the
second step curriculum in child care and Head Start classrooms.

319


https://doi.org/10.1111/1467-8624.00492
https://doi.org/10.1111/1467-8624.00492
https://psycnet.apa.org/doi/10.1037/0033-2909.131.2.202
https://psycnet.apa.org/doi/10.1016/j.dr.2005.10.001

McEvoy, M. A., Estrem, T. L., Rodriguez, M. C., & Olson, M. L. (2003). Assessing
relational and physical aggression among preschool children: Intermethod
agreement.Topics in Early Childhood Special Education, (23 5161.
https://doi.org/10.1177/02711214030230020101

McLoyd, V. C. (1998). Socioeconomic disadvantage and child development.
American Psychologist 53(2), 185204. https://doi.org/10.1037/0003
066X.53.2.185

Mertens, D. M. (2010)Research and evaluation in education and psychology:
Integrating diversity with quantitative, qualitative and mixed methSdge.

Meteyer, K. B., & Pernd en ki n s, M. (2009) . Dyadic par e
externalizing symptoms.  Family Relations, 58 289
302. https://doi.org/10.1111/j.1743729.2009.00553.x

Metin Aslan, O. (2013)Analysis of childrens play behavior attending kindergarten
and bullying behavior appearing during plajunpublished Doctorate
Thesig. University of Hacettepe.

Metin Aslan, 0(2020).Tur ki sh and American preschoolers
victimization behaviours in play contearly Child Development and
Care,190(3), 348-363. https://doi.orgl0.1080/03004430.2018.1472088

Miles, D. R., & Carey, G. (1997). Genetic and environmental architecture of
aggression.Journal of Personality and Social Psychology, ZD7-217.
https://doi.org/10.1037/0022514.72.1.207

Miles, M. B.,Huberman A. M., & Saldana, J.2014). Qualitative data analysisA
methods sourcebodRrd edition.). Sage.

Miller, J. G. (2005). Essential role of culture in developmental psycholdgw
Directions for Child and Adolescent Development09 33 41.
https://doi.org/10.1002/cd.135

320


https://doi.org/10.1177/02711214030230020101
https://doi.org/10.1037/0003-066X.53.2.185
https://doi.org/10.1037/0003-066X.53.2.185
https://psycnet.apa.org/doi/10.1111/j.1741-3729.2009.00553.x
https://doi.org/10.1080/03004430.2018.1472088
https://psycnet.apa.org/doi/10.1037/0022-3514.72.1.207

Ministry of national education directorate general for basic education. (Klii).
ejitim bakanl éjé okul °ncesi ejitim v
yonergesi. Ministry of national education directorate general for basic
education. https://mevzuat.meb.gov.tr/dosyalar/1706.pdf

Moeller, J. D., Culler, E. D., Hamilton, M. D., Aronson, K. R., & Perkins, D.
F.(2015).The effects of militarsconnected parental absence on the
behavioural and academic functioning of children: A literature
review.Journal of Children's Service$0(3), 29t
306.https://doi.org/10.1108/JCE5-20150017

Monks, C. P., OrtegRuiz, R., & RodrigueHidalgo, A. J. (2008). Peer
victimization in multicultural schools in Spain and Englafitie European
Journal of Developmental Psychology, (4%h 50%535.
http://dx.doi.org/10.1080/17405620701307316

Monks, C. P., Smith, P. K., & Swettenham, J. (2008ygressors, victims, and
defenders in preschool: Peer, self, and teacher repihesrill-Palmer
Quarterly, 494), 453 469.https://doi.org/10.1353/mpq.2003.0024

Morse, J. M. (1991). Approaches to qualitatougantitative methodological
triangulation. Nursing Research, 40), 120123.
https://doi.org/10.1097/00006199910300600014

Morse, J. M. (2000). Determining sample si@aialitative Health Research, (1),
3i' 5. https://doi.org/10.1177/104973200129118183

Morse, J. M. (2007). Sampling in grounded theory. In A. Bryant & K. Charmaz
(Eds.),The SAGE handbook of grounded they.229244).Sage.

Morse, J. M., & Clark, L. (2019). The nuances of grounded theory sampling and the
pivotal role of theoretical sampling. In A. Bryant & K. Charmaz (Edehg
SAGE handbook of current developments in grounded th{ppryl45166).

Sage.

Mouratidou, K., Karamavrou, S., Karatza, S., & Schillinger, M. (2020). Aggressive
and socially insecure behaviors in kindergarten and elementary school

321


http://dx.doi.org/10.1080/17405620701307316
https://doi.org/10.1353/mpq.2003.0024
https://doi.org/10.1097/00006199-199103000-00014
https://doi.org/10.1177/104973200129118183

students: A comparative study concerning gender, age and geographical
background of children in Northern Gree8ecial Psychology of Education:

An International Journal, 23), 259 277.https://doi.org/10.1007/s112418
01909536z

Munroe, R. L., Hulefeld, R., Rodgers, J. M., Tomeo, D. L., & Yamazaki, S. K.
(2000). Aggression among children in four -cultureSrossCultural
Research, 34), 3-25. https://doi.org/10.1177/106939710003400101

Murdock, G. P.(1945). The Common Denominators of Culturémerican
Anthropologist47(), 113126.

Murray-Close, D., & Ostrov, J. M. (2009). A longitudinal study of forms and
functions of aggressive behavior in early childho@hild Development,
80(3), 828842.https://doi.org/10.1111/j.1468624.2009.01300.x

Nagin, D. S,& Tremblay, R. E. (2001). Parental and early childhood predictors of
persistent physical aggression in boys from kindergarten to high sémobl.
Gen Psychiatry 58(4), 389 394. https://doi.org/10.1001/archpsyc.58.4.389

Navarro, R., Larrafiaga, E., Yubero, S., & Villora, B. (2022). Families, parenting and
aggressive preschoolers: A scoping review of studies examining family
variables related to preschool aggressinternational Journal of
Environmental Research  and Public  Healt®23), 15556.
https://doi.org/10.3390/ijerph192315556

Neppl, T. K., Senia, J. M., & Donnellan, M. B. (2016). Effects of economic hardship:
Testing the family stress model over tindeurnal of family psychology,
30(1), 12 21. https://doi.org/10.1037/fam0000168

Neubauer, B. E., Witkop, C. T., & Varpio, L. (2019). How phenomenology can help
us learn from the experiences of othdterspectives on Medical Educatjon
8(2), 90'97. https://doi.org/10.1007/s4003¥71.9-0509 2

Neuendorf, K. A. (2002)The content analysis guidebo&age.

322


https://psycnet.apa.org/doi/10.1007/s11218-019-09536-z
https://psycnet.apa.org/doi/10.1007/s11218-019-09536-z
https://doi.org/10.1177/106939710003400101
https://psycnet.apa.org/doi/10.1111/j.1467-8624.2009.01300.x
https://doi.org/10.3390/ijerph192315556
https://doi.org/10.1037/fam0000168

O6Connor , Cc. , & J-aodlef meliabilitid in qu@alRabv Geyearch:l nt er
Debates and practical guidelinefternational Journal of Qualitative
Methods, 19 https://doi.org/10.1177/1609406919899220

ObLeary, S. , & Vidair, H .-rea(ing Gisadgréementdfa r i t &
and overreactive parenting: Predicting child behavior probldmsinal of
Family Psychology, 1), 208216. https://doi.org/10.1037/0893
3200.19.2.208

Olcay, O. (2008)B a z @selka Ailesel Oakkenlere Gre OkuPncesi @ nemdeki
¢tocukl arén Sosyal Y e t @ naer kél neériM afsneael IR dzsi b |
thesis,Selguk University]Higher Council of Education Thesis Database.

Oliver, R. M., Wehby, J. H., & Reschly, D. J. (2011). Teacher classroom
management practices: Effects on disruptive or aggressive student behavior.
Campbell Systematic Reviews1A5. https://doi.org/10.4073/csr.2011.4

Oliver, S. A. (2022)Biting in the Classroom: Prevention and InterventioA Self
Directed Workbook for Preschool Teachg¢rdvia st er 6 s t hesi s, (oF
University]. ProQuest Dissertations & Theses Global.

Olweus, D. (1994). Bullying at school: Basic facts and effects of a stiased
intervention programJournal of Child Psychology and Psychiatry, 337%
1190.https://doi.org/10.1111/j.1469610.1994.tb01229.x

Olweus, D. (1996).Bullying at school: What we know and what we can do.
Blackwell Publishers.

Oma- S°nmez, M., Gen-, M. F., & Karaojlu
in mothers of preschool children in Malatya, East Anataliaurnal of
Interpersonal Violence, 333-24), 52925310.

https://doi.org/10.1177/0886260517720737

Orgilés, M., Morales, A., Delvecchio, E., Mazzeschi, C., & Espada, J. P. (2020).
Immediate psychological effects of the COVID quarantine in youth from

323


https://doi.org/10.1177/1609406919899220
https://psycnet.apa.org/doi/10.1037/0893-3200.19.2.208
https://psycnet.apa.org/doi/10.1037/0893-3200.19.2.208
https://doi.org/10.4073/csr.2011.4
https://doi.org/10.1111/j.1469-7610.1994.tb01229.x
https://doi.org/10.1177/0886260517720737

Italy and  Spain. Frontiers in  Psychology, 11 579038.
https://doi.org/10.3389/fpsyg.2020.579038

Ostrov, J. M. (2005). Deception and subtypes of aggression during early children.
Journal  of  Experimental Child  Psychology, ,93 322336.
https://doi.org/10.1016/j.jecp.2005.10.004

Ostrov, J. M., & Crick, N. R. (2007). Forms and functions of aggression during early
childhood: A shorterm longitudinal study.School Psychology Review
36(1), 2243. https://doi.org/10.1080/02796015.2007.12087950

Ostrov, J. M., & Houston, R. J. (2008). The utility of forms and functions of
aggression in emerging adulthood: Association with personality disorder
symptomatologyJournal of  Youth  Adolescen&], 11471158.
https://doi.org/10.1007/s10963D8 92834

Ostrov, J. M., & Keating, C. F. (2004). Gender differences in preschool aggression
during free play and structuredteractions: An observational studyocial
Developmentl3(2), 255277. https://doi.org/10.1111/].1467
9507.2004.000266.x

Ostrov, J. M., Gentile, D. A., & Crick, N. R. (2006). Media exposure, aggression,
and prosocial behavior during early childhood: A longitudinal st&bcial
Development, 15 612 627. https://doi.org/10.1111/].1467
9507.2006.00360.x

Ostrov, J. M., Gentile, D. A., & Mullins, A. D. (2013). Evaluating the effect of
educational media exposure on aggression in early childhimdnal of
Applied Developmental Psychology, , 34 3844.
https://doi.org/10.1016/j.appdev.2012.09.005

Ostrov, J. M., Massetti, G. M., Stauffacher, K., Godleski, S. A., Hart, K. C., Karch,
K. M., Mullins, A. D., & Ries, E. E. (2009). An intervention for relational
and physical aggression in early childhood: A preliminary stuggrly
Childhood Research Quatrterly, 24 1528.
https://doi.org/10.1016/j.ecresq.2008.08.002

324


https://doi.org/10.3389/fpsyg.2020.579038
https://doi.org/10.1016/j.jecp.2005.10.004
https://doi.org/10.1080/02796015.2007.12087950
https://doi.org/10.1007/s10964-008-9289-4
https://doi.org/10.1111/j.1467-9507.2004.000266.x
https://doi.org/10.1111/j.1467-9507.2004.000266.x
https://doi.org/10.1111/j.1467-9507.2006.00360.x
https://doi.org/10.1111/j.1467-9507.2006.00360.x
https://doi.org/10.1016/j.appdev.2012.09.005
https://doi.org/10.1016/j.ecresq.2008.08.002

Ostrov, J. M., Ries, E. E., Stauffacher, K., Godleski, S. A., & Mullins, A. D. (2008).
Relational aggression, physical aggression and deception during early
childhood: A multimethod, muHinformat shortterm longitudinal study.
Journal of Clinical Child & Adolescent Psychology, (3) 664675.
https://doi.org/10.1080/15374410802148137

Ostrov, J. M., Woods, K. E., Jansen, E. A., Casas, J. F., & Crick, N. R. (2004). An
observational study of delivered and received aggression, gender, and social
psychol ogi cal adjustment in preschool
Early  Childhood Research  Quarterly, (29, 355371.
https://doi.org/10.1016/j.ecresq.2004.04.009

Oyserman, D., Coon, H. M., & Kemmelmeier, M. (2002). Rethinking individualism
and collectivism: Evaluation of theoretical assumptions and -aredyses.
Psychological Bulletin, 128 72. https://doi.org/10.1037/0033909.128.1.3

¥zbey, S. (2012) . Ebeveynlerin evliilik wu
y aK -ocukl ar énén probl em davranet
incelenmesiKastamonu Education Journ&((1), 4362.

Ozdemir, S. (2014).0k u | °ncesi -ocukl ar da ger ¢l oer
incelenmesi[Doctoral dissertation, Selguk University]. Higher Council of
Education Thesis Database.

Padilla, R. (2003). Clara: A phenomenology of disabilithhe American Journal of
Occupational Therapy, %4), 413 423.https://doi.org/10.5014/ajot.57.4.413

Pan, Q., Chen, S., & Qu, Y. (2024). Corporal punishment and violent behavior
spectrum: A metanalytic review.Frontiers in Psychologyl15, 1323784.
https://doi.org/10.3389/fpsyq.2024.1323784

Paquette, J. A. & Under wood, M. K. (19
peer victimization: Gender differences in accounts of social and physical
aggressionMerrill -Palmer Quarterly, 482), 233 258.

Park, J. H., AlbeMorgan, S. R., & Fleming, C. (2011). Collaborating with parents
to implement behavioral interventions for children with challenging

325


https://doi.org/10.1080/15374410802148137
https://doi.org/10.1016/j.ecresq.2004.04.009
https://doi.org/10.1037/0033-2909.128.1.3
https://doi.org/10.5014/ajot.57.4.413
https://doi.org/10.3389/fpsyg.2024.1323784

behaviors. Teaching Exceptional Children, 3, 22-30.
https://doi.org/10.1177/004005991104300303

Parke, R. D., & Slaby, R. G. (1983). The development of aggression. In E. M.
Hetherington & P. H. Mussen (EdsbHandbook of child psychology: Vol. 4.
socialization, personality, and social developm@mt 547642). Wiley.

Patterson, G. R. (1976). The aggressive child: Victim and architect of a coercive
system. In L. A. Hamerlynck, L. C. Handy, & E. J. Mash (EdBghavior
modification and families: Theory and researchBrunner/Mazel.
https://doi.org/10.1037/e6682920084

Patton, M. Q. (1990Qualitative evaluation and research meth@&sd ed.). Sage.

Patton, M. Q. (1999). Enhancing the quality and credibility of qualitative
analysisHealth Services Research,(8% 11891208.

Patton, M. Q. (2002Qualitative research & evaluation metho&age.

Patton, M. Q. (2015Qualitative research & evaluation metho&age.

Peel, E. (2012)The relationship between aggression and communication in students
with developmental disabilittef Unpubl i shed masteros t he:
University. https://rdw.rowan.edu/etd/130

Peirce, C. S. (1955Rhilosophical writings of Peircdbover Publications.

Pellegrini, A. D. (2002). Roughndtumble play from childhood through
adolescence: Development and possible functions. In P. K. Smith & C. H.
Hart (Eds.) Blackwell handbook of childhood social developnfppt 437
453). Blackwell Publishing.

Pellegrini, A. D., Roseth, C. J., Mliner, S., Bohn, C. M., Van Ryzin, M., Vance, N.,
Cheatham, C. L., & Tarullo, A. (2007). Social dominance in preschool

326


https://doi.org/10.1177/004005991104300303
https://doi.org/10.1037/e668292012-064

classrooms. Journal of Comparative Psychology, 12}, 54 64.
https://doi.org/10.1037/0738036.121.1.54

Pepler, D. J., Craig, W. M., Connolly, J. A., Yuile, A., McMaster, L., & Jiang, D.
(2006). A developmental perspective on bullyidggressive Behavior, 32
376-384.https://doi.org/10.1002/ab.20136

Pérez Fuentes, M. D. C., Molero Jurado, M. D. M., Carrién Martinez, J. J., Mercader
Rubio, 1., & Gazquez, J. J. (2016). Sensaseeking and impulsivity as
predictors of reactive and proactive aggression in adolesdentstiers in
Psychology, 71447 https://doi.org/10.3389/fpsyq.2016.01447

PerryJenkins, M., Laws, H. B., Sayer, A., & Newkirk, K. (2020). Parents' work and
children's development: A longitudinal investigation of workatass
families.Journal of family psychologB4(3), 257 268.
https://doi.org/10.1037/fam0000580

Perry, B. D. (2001). The neurodevelopmental impact of violence in childhood. In D.
Schetky & E. P. Benedek (EdsPrinciples and practice of child and
adolescent forensic psychiatry{pp. 221238). American Psychiatric
Publishing.

Petersen, A., & Davies, D. (1997). Psychology and the social construction of sex
differences in theories of aggressidournal of Gender Studies(3, 309
320.https://doi.org/10.1080/09589236.1997.9960691

Peterson, G., & Elam, E. (2020Qbservation and assessment in early childhood
education.
https://childdevelopment.org/docs/defasdturce/pdfs/observatieand
assessmerenglish28-20.pdf?sfvrsn=1e9226¢c1 2

Pianta, R. C. (1999)Enhancing relationships between children and teachers.
American Psychological Associatidmttps://doi.org/10.1037/1031@00

Pianta, R. C., La Paro, K. M., & Hamre, B. K. (2008)assroom assessment scoring
system (CLASS) manual: Pie Paul H. Brookes Publishing.

327


https://doi.org/10.1037/0735-7036.121.1.54
https://doi.org/10.1002/ab.20136
https://doi.org/10.3389/fpsyg.2016.01447
https://doi.org/10.1037/fam0000580
https://doi.org/10.1080/09589236.1997.9960691
https://doi.org/10.1037/10314-000

Pianta, R. C., Steinberg, M. S., & Rollins, K. (1995). The first two years of school:
Teacherc hi | d relationships and defl ections
adjustment. Development & Psychopathology, , 7 295312.
https://doi.org/10.1017/S0954579400006519

Pilarz A. R. (2021). Mothers' work schedule inflexibility and children's behavior
problems.  Journal of Family Issuegl2(6), 1258 1284.
https://doi.org/10.1177/0192513X20940761

Polkinghorne, D. E. (1989). Phenomenological research methods. In R. S. Valle & S.
Halling (Eds.),Existentiaiphenomenological perspectives in psycholapy
411 60). Plenum Preshttps://doi.org/10.1007/978-461569833 3

Potegal, M. (2023). Attack biting as a modal action pattern activated in aggressive
arousal/angriffsbereitschaft in people and other animals: Three prospective
studies. In C. R. Martin, V. R. Preedy, & V. B. Patel (Eddandbook of
anger, aggression, and violence(pp. 16011615). Springer.
https://doi.org/10.1007/978-031-315473_172

Putallaz, M., Grimes, C. L., Foster, K. J., Kupersmidt, J. B., Coie, J. D., & Dearing,
K. (2007). Overt and relational aggression and victimization: Multiple
perspectives within the school settidgurnal of School Psychologg§x(5),

523 547.https://doi.org/10.1016/}.jsp.2007.05.003

Quarmley, M., Zelinsky, G., Athar, S., Yang, Z., Drucker, J. H., Samaras, D., &
Jarcho, J. M. (2023). NonverbbhEhavioral patterns predict social rejection
elicited aggressiorBiological Psychology 183 108670.
https://doi.org/10.1016/j.biopsycho0.2023.108670

Rahmani, F., & Leifels, K. (2018). Abductive grounded theory: A worked example
of a study in construction managemefonstruction Management and
Economics, 3@0), 565583.
https://doi.org/10.1080/01446193.2018.1449954

Raine, A. (2002). Biosocial studies of antisocial and violent behavior in children and
adults: A review.Journal of Abnormal Child Psycholog®0(4), 311 326.
https://doi.org/10.1023/A:1015754122318

328


https://doi.org/10.1017/S0954579400006519
https://doi.org/10.1177/0192513X20940761
https://doi.org/10.1007/978-1-4615-6989-3_3
https://doi.org/10.1007/978-3-031-31547-3_172
https://doi.org/10.1016/j.jsp.2007.05.003
https://doi.org/10.1080/01446193.2018.1449954
https://doi.org/10.1023/A:1015754122318

Raine, A., Dodge, K., Loeber, R., GatZKepp, L., Lynam, D., Reynolds, C.,
StouthameilLoeber, M., & Liu, J. (2006). The reactiyeroactive aggression
guestionnaire: Differential correlates of reactive and proactive aggression in
adolescent boys. Aggressive Behavior  32(2), 159171.
https://doi.org/10.1002/ab.20115

Reebye, P. (2005). Aggression during early yeaisfancy and preschool.he
Canadian child and adolescent psychiatry review = La revue canadienne de
psychiatrie de I'enfant et de I'adolescelt(1), 16 20.

Rescorla, L. A., Achenbach, T. M., lvanova, M. Y., Harder, V. S., Otten, L.,
Bilenberg, N., Bjarnadottir, G., Capron, C., De Pauw, S.[8as, P.,
Dobrean, A., Dopfner, M., Duyme, M., Eapen, V., Erol, N., Esmaeili, E. M.,
Ezpel et a, L., Frigeri o, A. Fung,
(2011). International comparisons of behavioral and emotional problems in
preschool children: Parents' reports from 24 socielmsnal of Clinical
Child and Adolescent Psychology, (3D 456 467.
https://doi.org/10.1080/15374416.2011.563472

Rescorla, L. A., Bochicchio, L., Achenbach, T. M., Ivanova, M. Y., Almqvist, F.,
Begovac, I., Bilenberg, N., Bird, H., Dobrean, A., Erol, N., Fombonne, E.,
Fonseca, A., Frigerio, A., Fung, D. S., Lambert, M. C., Leung, P. W., Liu, X.,

Mar kovil, 1., Markovic, J., Minaei,
teacher agreement on children's problems in 21 sociétiemal of Clinical
Child and Adolescent Psychologh3(4), 621 642.

https://doi.org/10.1080/15374416.2014.900719

Richardson, D. L. (2009Evaluation of interpersonal problesolving skills
program for preschool and elementary childié&mpublished doctoral
dissertation]. Oklahoma State University.

Robins, L. N. (1966).Deviant children grown up.The Willlams & Wilkins
Company.

Rogoff, B. (2003).The cultural nature of human developme@kford University
Press.

Rose, L. C.& Gallup, A. M.(2005. The 37" annual Phi Delta Kappa/Gallup poll of
the public's attitudes toward the public schoBlsi Delta Kappan87(1), 41i
57. https://doi.org/10.1177/003172170508700110

329


https://doi.org/10.1002/ab.20115
https://doi.org/10.1177/003172170508700110

Roseth, C. J., Pellegrini, A. D., Bohn, C. M., & Vance, N. (2007). Preschoolers’
aggression, affiliation, and social dominance relationships: An observational,
longitudinal study. Journal of School Psychology, 45479497.
https://doi.org/10.1016/}.jsp.2007.02.008

Rubin, K. H., Bukowski, W., & Parker, J. (2006). Peer interactions, relationships,
and groups. In N. Eisenberg (Edjandbook of child psychology (6th ed.):
Social, emotional, and personality development Wiley.
https://doi.org/10.1002/9780470147658.chpsy0310

Saldana, J. (2016Jhe coding manual for qualitative researche®age.

kanl e, D. , & ¥zt girk, C. (
tutumlar Uzerine kaltirun etkisiDo k u z Ey
Fakultesi Elektronik Dergisi, (@), 240246.

2015) . Anne
I ¢ |

Schnei der , B. H. , & Fonzi, A. (1996) .
culturale Italia Canada [Friendship stability: A cressltural study in Italy
Canada]Eta Evolutiva 3, 73/ 79.

Schneiders, J., Drukker, M., Van der Ende, J., Verhulst, F. C., van Os, J., &
Nicolson, N. A. (2003). Neighbourhood socioeconomic disadvantage and
behavioural problems from late childhood into early adolesceloecenal of
Epidemiology and Community Health, 9y, 699703.
https://doi.org/10.1136/jech.57.9.699

Schwartz, D., Dodge, K. A., & Coie, J. D. (1993). The emergence of chronic peer
victimization in boys' play groupg£hild developmen64(6), 17551772.
https://doi.org/10.1111/].1468624.1993.tb04211.x

Schwartz, D., McFaydeKetchum, S., Dodge, K. A., Pettit, G. S., & Bates, J. E.
(1999). Early behavior problems as a predictor of later peer group
victimization: Moderators and mediators in the pathways of social risk.
Journal of Abnormal Child Psychology, ,27 191  201.
https://doi.org/10.1023/A:1021948206165

Schwartz, S. H. (1990). Individualispollectivism: Critique and proposed
refinements. Journal of Cros<Cultural Psychology, 22), 139157.
https://doi.org/10.1177/0022022190212001

330

babal

L a

i niversitesi

st


https://doi.org/10.1016/j.jsp.2007.02.008
https://doi.org/10.1002/9780470147658.chpsy0310
https://doi.org/10.1136/jech.57.9.699
https://doi.org/10.1111/j.1467-8624.1993.tb04211.x
https://doi.org/10.1023/A:1021948206165

Scott, E., & Panksepp, J. (2003). Rowgidtumble play in human children.
Aggressive Behaviour, 88), 539 551. https://doi.org/10.1002/ab.10062

Sebastian, K. (2019). Distinguishing between the types of grounded theory:
Classical, interpretive and constructividdurnal for Social Thought,(3), 1-
9.

ken, M. 3-6( 20D )grubu -ocuklaréen sosyal da
a- é&€s éndan [Doctorak dissertation,sHacettepe Universitidigher
Council of Education Thesis Database.

Shaw, D. S., Giliom, M., & Giovannelli, J. (2000). Aggressive behavior disorders. In
C. H. Zeanah, Jr. (Eds.Handbook of infant mental healifpp 397398).
Guilford Press.

Shaw, D. S., Owens, E. B., Vondra, J. I., Keenan, K., & Winslow, E. B. (1996).
Early risk factors and pathways in the development of early disruptive
behavior problems.Development and Psychopathology, &79699.
https://doi.org/10.1017/S0954579400007367

Shepard, S. A., & Dickstein, S. (2009). Preventive intervention for early childhood
behavioral problems: an ecological perspeciald and Adolescent
Psychiatric Clinics of North Americd§(3), 6871 706.
https://doi.org/10.1016/j.chc.2009.03.002

Shure, M. B. (1993). Interpersonal problersolving and prevention. A
comprehensive report of research and trainitational Institute of Mental
Health.

Shure, M. B., & Spivack, G. (1982). Interpersonal problem solving in young
children: A cognitive approach to preventiolmerican Journal of
Community Psychology, 1841-356.https://doi.org/10.1007/BF00896500

Siegel, D. J., & Bryson, T. P. (2011Jhe wholéebrain child: 12 revolutionary
strategies to nurtur eDefpaortePresshi | doés de:

331


https://doi.org/10.1002/ab.10062
https://doi.org/10.1017/S0954579400007367
https://doi.org/10.1016/j.chc.2009.03.002
https://doi.org/10.1007/BF00896500

Siligato, E., luele, G., Barbera, M., Bruno, F., Tordonato, G., Mautone, A., & Rizzo,
A. (2024). Freezing effect and bystander effect: Overlaps and
differencesPsych 6(1), 273287.https://doi.org/10.3390/psych6010017

Silverman, D. (2013)Doing qualitative research: A practical handbookh ed.).
Sage.

ki mkek, Z. , Erol , N. , ¥ztop, D. , & ¥zer ¥z
-ocuk ve ergenlerde davranék ve duygusal
°rnekl emde kar kel Bk PskiyatmicDergisi, bB)r235ar akt €ér ma .
246.

Singh, N. K. (2011).Culturally appropriate education theoretical and practical
implications. In J. Reyhner, W. Sakiestewa Gilbert, & L. Lockard (Eds.),
Honoring our heritage: Culturally appropriate approaches for teaching
indigenous studentpp. 1:42). Northern Arizona University.

Sirin, S. R. (2005). Socioeconomic status and academic achievement: A meta
analytic review of researcReview of Educational Research (35 417453.
https://doi.org/10.3102/00346543075003417

Skinner, B. F. (1953)science and human behaviéiree Press.

Skinner, B. F. (1974)About behaviorismAlfred A. Knoff Inc.

Skinner, J. A., & Kowalski, R. M. (2013). Profiles of sibling bullyintpurnal of
Interpersonal Violence, 28 1726 1736.
https://doi.org/10.1177/0886260512468327

Smetana, J. G. (2006). Soe@ignitive domain theory: Consistencies and variations
in children's moral and social judgments. In M. Killen & J. G. Smetana
(Eds.),Handbook of moral developmefgp. 119 153). Lawrence Erlbaum
Associates.

Smith, D. L, & Smith, B. J(2006. Perceptions of violence: The views of teachers
who left wurban schoolsThe High School JournaB9, 34i 42
https://doi.org/10.1353/hs}.2006.0004

332


https://doi.org/10.3390/psych6010017
https://doi.org/10.3102/00346543075003417
https://doi.org/10.1177/0886260512468327
https://doi.org/10.1353/hsj.2006.0004

Smith, P. K. (2010)Children and play: Understanding children's world&/iley-
Blackwell.

Smith, P. K., Cowie, H., Olafsson, R. F., & Liefooghe, A. P. D. (2002). Definitions
of bullying: A comparison of terms used, and age and gender differences, in a
fourteencountry international compariso@hild Development, {3), 1119
1133.https://doi.org/10.1111/1468624.00461

Snyder, J., McEachern, A., Schrepferman, L., Just, C., Jenkins, M., Roberts, S., &
Lofgreen, A. (2010). Contribution of peer deviancy training to the early
development of conduct problems: Mediators and moderaRekavior
Therapy, 41317328.https://doi.org/10.1016/j.beth.2009.05.001

Sprague, J., & Perkins, K. (2009). Direct and collateral effects of the first step to
success prograndournal of Positive Behavior Interventions,(4), 208221.
https://doi.org/10.1177/1098300708330935

Sroufe, L. A. (1997)Emotional development: The organization of emotional life in
the early years. Cambridge University Press.
https://doi.org/10.1017/CBO9780511527661

Sroufe, L. A., Egeland, B., & Carlson, E. (1999). One social world: The integrated
development of pareinthild and peer relationships. In W. A. Collins & B.
Laursen (Eds.)Relationships as developmental context: The 30th Minnesota
symposium on child psycholofpp. 241 262). Erlbaum.

Stauffacher, K., & DeHart, G. B. (2006). Crossing social contexts: Relational
aggression between siblings and friends during early and middle childhood.
Applied Developmental Psycholqgy 27, 228 240.
https://doi.org/10.1016/j.appdev.2006.02.004

Steen, L. (2016)What relationship between preschool class sizes and student
behaviors do teachers reporf?Unpubl i shed masterso
Nothern lowahttps://scholarworks.uni.edu/grp/676

Stephenson, C. W. (2009)he effectiveness of a violence prevention program used

333

t

h


https://doi.org/10.1111/1467-8624.00461
https://doi.org/10.1016/j.beth.2009.05.001
https://doi.org/10.1177/1098300708330935
https://doi.org/10.1017/CBO9780511527661
https://doi.org/10.1016/j.appdev.2006.02.004
https://scholarworks.uni.edu/grp/676

as a nursing intervention tool on aggression among children in pre
kindergartenUnpublished doctoral dissertation]. Florida Atlantic University.

Stipek, D., & Miles, S. (2008). Effects of aggression on achievement: Does conflict
with the teacher make It worse®hild Development, 79721
1735.https://doi.org/10.1111/].1468624.2008.01221.x

Stormont, M., Lewis, T. J., & Beckner, R. (2005). Positive behavior support systems:
Applying key features in preschool settinggaching Exceptional Children,
37(6), 4249. https://doi.org/10.1177/004005990503700605

Strauss, A., & Corbin, J. (1990Rasics of qualitative research: Grounded theory
procedures and techniquesage.

Strauss, A., & Corbin, J. (1998Basics of qualitative research: Techniques and
procedures for developing grounded the(#gd ed.). Sage.

S¢mer N. , Bal , H. M. , & Cemal cél ar, Z . (20:
stability of values in the turbulence of social chamg@&urkey. In J. Tosun,
D. Pauknerovd, & B. Kittel (Eds.)Intergenerational transmission and
economic seléufficiency.Palgrave Macmillanhttps://doi.org/10.1007/9%8
3-030-:174989 11

Sumi, W. C., Woodbridge, M. W., Javitz, H. S., Thornton, S. P., Wagner, M.,
Rouspil, K., Yu, J. W., Seeley, J. R., Walker, H. M., Golly, A., Small, J. W.,
Feil, E. G., & Severson, H. H. (2012). Assessing the effectiveness of first step
to success: Are sherrm results the first step to loigrm behavioral
improvementsdournal of Emotional and Behavioral Disorders,(20), I
14. https://doi.org/10.1177/1063426611429571

Suna, H. E., Tanberkan, H., Gir, B., Perc, M., & Ozer, M. (2020). Socioeconomic
status and school type as predictors of academic achievedoemhal of
Economy Culture and Society,,81-64. https://doi.org/10.26650/JECS2320
0034

Sunar, D. (2002). Change and continuity in the Turkish middle class family. In E.
Ozdalga, & R. Liljestrom (Ed.Autonomy and dependence in family: Turkey
and Sweden in critical perspectiigwedish Research Institute.

334


https://doi.org/10.1111/j.1467-8624.2008.01221.x
https://doi.org/10.1007/978-3-030-17498-9_11
https://doi.org/10.1007/978-3-030-17498-9_11
https://doi.org/10.1177/1063426611429571
https://doi.org/10.26650/JECS2020-0034
https://doi.org/10.26650/JECS2020-0034

Swit, C. S, Harty,S. C, & PascoeS. (2024). Relational and physical aggression in
preschoclage children: Associations with teacher, parent, sibling, and peer
relationship gualityAggressive Behaviog0,
e22115https://doi.org/10.1002/ab.22115

Swi t, C. S. , Mc Maugh, A. , & Warburton, W
about the acceptability of relational and physical Aggressimernational
Journal of Early Childhood48, 111 127. https://doi.org/10.1007/s13158

01601553

T.C. General Directorate of Family and Sodtae s ear ches (2010) . T
dejerl eri arakteéer masé. Ankar a, Tur k e
Arakt érmal ar Genel M¢ederl ¢ ¢ .

Tassone, B. G. (2017) . The relevance of

interiority to contemporary epistemologiHumanities & Social Sciences
Communications3(1), 1-11. https://doi.org/10.1057/palcomms.2017.66

Thomas, D. E., Bierman, K. L., & Conduct Problems Prevention Research Group
(2006). The impact of classroom aggression on the development of
aggressive  behavior problems in  childrenDevelopment and
Psychopathologyl8(2), 471 487.
https://doi.org/10.1017/S0954579406060251

Thompson, R. A., & Goodman, M. (2010). Development of emotion regulation:
More than meets the eye. In A. M. Kring & D. M. Sloan (EdEmotion
regulation and psychopathology: A transdiagnostic approach to etiology and
treatmentpp. 38 58). Guilford Press.

Thornhill, R., & Thornhill, N.W. (1991). Coercive sexuality of men: Is there
psychological adaptation to rape? In E. Grauerholz & M. A. Koralewski
(Eds.),Sexual coercioffpp. 9£107). Lexington Books.

Timmermans, S., & Tavory, |. (2012). Theory construction in qualitative research:
From grounded theory to abductive analySisciological Theory, 38), 167
186.https://doi.org/10.1177/0735275112457914

335


https://doi.org/10.1002/ab.22115
https://doi.org/10.1007/s13158-016-0155-3
https://doi.org/10.1007/s13158-016-0155-3
https://doi.org/10.1057/palcomms.2017.66
https://doi.org/10.1017/S0954579406060251
https://doi.org/10.1177/0735275112457914

Tremblay, R. E. (2000). The development of aggressive behavior during childhood:
What have we learned in the past centuiy®ernational Journal of
Behavioral Development, ), 129 141.
https://doi.org/10.1080/016502500383232

Tremblay, R. E., & Nagin, D. S. (2005). The developmental origins of physical
aggression in humans. In R. E. Tremblay, W. W. Hartup, & J. Archer (Eds.),
Developmental origins of aggressi@up. 83 106). The Guilford Press.

Tremblay, R. E., Japel, C., Pérusse, D., McDuff, P., Boivin, M., Zoccolillo, M., &
Mont pl ai sir, J. (1999) . The search for
aggression: Rousseau and Bandura revis@eiinal Behavior andMental
Health, 9 8i 23. https://doi.org/10.1002/cbm.288

Tremblay, R. E., Nagin, D. S.®&uin, J. R., Zoccolillo, M., Zelazo, P. D., Boivin,
M., P®usse, D., & Japel, C. (2004). Physical aggression during early
childhood: Trajectories and predictorsPediatrics, 1141), 4350.
https://doi.org/10.1542/peds.114.1.e43

Tucker, C. J., Finkelhor, D., & Turner, H. (2024). Patterns of sibling aggression and
mental health in childhood and adolescendeurnal of Family Trauma,
Child Custody & Child Development, @, 221,
https://doi.org/10.1080/26904586.2023.2234369

Tudge, J. (2008)he everyday lives of young children: Culture, class, and child
rearing in diverse societie€ambridge University
Presshttps://doi.org/10.1017/CB0O9780511499890

Turiel, E. (1983).The development of social knowledge: Morality and convention
JosseyBass.

Turiel, E. (2002).The culture of morality: Social development, context, and conflict.
Cambridge University Presittps://doi.org/10.1017/CB0O9780511613500

Turiel, E. (2012). Moral reasoning, cultural practices, and social inequalities.
Innovacion Educativa, 189), 1732.

336


https://doi.org/10.1080/016502500383232
https://doi.org/10.1002/cbm.288
https://doi.org/10.1542/peds.114.1.e43
https://doi.org/10.1080/26904586.2023.2234369
https://psycnet.apa.org/doi/10.1017/CBO9780511499890
https://doi.org/10.1017/CBO9780511613500

Tur ki sh Statistical l nstitute. (2023a) .
2022. Ankar a, Tur key: T. C. Bakbakanl!l ék
Retrieved from
https://data.tuik.gov.tr/Bulten/Index?p=49685#:~:text=Y % C4%B111%C4%B
1k%20n%C3%BCfus%20art%C4%B1%C5%9F%20h%C4%B1z%C4%B1%
202021,y%C4%B11%C4%B1nda%20binde%207%2C1%200ldu.&text=T%C
3%BCrkiye'de%202021%20y%C4%B11%C4%B1nda%20%93,6%2C6'ya%?2
0d%C3%BC%C5%9Ft%C3%BC

Turkish Statistical Institute. (2023nternal migration statistics, 202@Bulletin No.
49727). https://data.tuik.gov.tr/Bulten/Index?dil=2&p=InterAdigration-
Statistics202249727

T¢e¢rkojl u, B. (2019) . Preschool teacher s¢
children: A qualitative studyJournal of Education and Training Studies, 7
169.https://doi.org/10.11114/jets.v7i2.3889

Tylor, E. B. (1871)Primitive culture Murray

Uchegbu, E. (2020Preschool Teacher Perspectives on Challenging Behavior and
Behavior Management in TeachStudent Relationshig®octoral
dissertation, Walden University]. ProQuest Dissertations & Theses Global.

Ummanel, A. (2007)An evaluation of the peer acceptance in preschool children
[Unpublished Master Thesis]. University of Ankara.

Unal, A., Unal, Z., & Bodur, Y. (2022). Differentiated instruction and kindergarten
through 5th grade teachersseorgia Educational Researcher, (29
https://doi.org/10.20429/ger.2022.190202

Underwood, M. K. (2003)Social aggression among girGuilford Press.

Underwood, M. K., Galen, B. R., & Paquette, J. A. (2001). Top ten challenges for
understanding gender and aggression i
along? Social Development, (®), 248266. https://doi.org/10.1111/1467
9507.00162

337


https://data.tuik.gov.tr/Bulten/Index?p=49685#:~:text=Y%C4%B1ll%C4%B1k%20n%C3%BCfus%20art%C4%B1%C5%9F%20h%C4%B1z%C4%B1%202021,y%C4%B1l%C4%B1nda%20binde%207%2C1%20oldu.&text=T%C3%BCrkiye'de%202021%20y%C4%B1l%C4%B1nda%20%93,6%2C6'ya%20d%C3%BC%C5%9Ft%C3%BC
https://data.tuik.gov.tr/Bulten/Index?p=49685#:~:text=Y%C4%B1ll%C4%B1k%20n%C3%BCfus%20art%C4%B1%C5%9F%20h%C4%B1z%C4%B1%202021,y%C4%B1l%C4%B1nda%20binde%207%2C1%20oldu.&text=T%C3%BCrkiye'de%202021%20y%C4%B1l%C4%B1nda%20%93,6%2C6'ya%20d%C3%BC%C5%9Ft%C3%BC
https://data.tuik.gov.tr/Bulten/Index?p=49685#:~:text=Y%C4%B1ll%C4%B1k%20n%C3%BCfus%20art%C4%B1%C5%9F%20h%C4%B1z%C4%B1%202021,y%C4%B1l%C4%B1nda%20binde%207%2C1%20oldu.&text=T%C3%BCrkiye'de%202021%20y%C4%B1l%C4%B1nda%20%93,6%2C6'ya%20d%C3%BC%C5%9Ft%C3%BC
https://data.tuik.gov.tr/Bulten/Index?p=49685#:~:text=Y%C4%B1ll%C4%B1k%20n%C3%BCfus%20art%C4%B1%C5%9F%20h%C4%B1z%C4%B1%202021,y%C4%B1l%C4%B1nda%20binde%207%2C1%20oldu.&text=T%C3%BCrkiye'de%202021%20y%C4%B1l%C4%B1nda%20%93,6%2C6'ya%20d%C3%BC%C5%9Ft%C3%BC
https://data.tuik.gov.tr/Bulten/Index?p=49685#:~:text=Y%C4%B1ll%C4%B1k%20n%C3%BCfus%20art%C4%B1%C5%9F%20h%C4%B1z%C4%B1%202021,y%C4%B1l%C4%B1nda%20binde%207%2C1%20oldu.&text=T%C3%BCrkiye'de%202021%20y%C4%B1l%C4%B1nda%20%93,6%2C6'ya%20d%C3%BC%C5%9Ft%C3%BC
https://data.tuik.gov.tr/Bulten/Index?dil=2&p=Internal-Migration-Statistics-2022-49727
https://data.tuik.gov.tr/Bulten/Index?dil=2&p=Internal-Migration-Statistics-2022-49727
https://doi.org/10.11114/jets.v7i2.3889
https://doi.org/10.20429/ger.2022.190202
https://doi.org/10.1111/1467-9507.00162
https://doi.org/10.1111/1467-9507.00162

Unli-tetin, k., & Olgan, R. (2016). He said, s
childrends percept iEarysChild Devopnmemtand i nvol v e
Care 1883), 251 263.https://doi.org/10.1080/03004430.2016.1212190

Unli-¢ et i n, k., & Ol gan, R. (2019) . The &effe
paternal I nvol vement on fatifioBlyesa®® i nvol ven
old children.Early Child Development and Car&dl(1), 93 107.
https://doi.org/10.1080/03004430.2019.1603150

Vaillancourt, T. (2005). Indirect aggression among humans: Social construct or
evolutionary adaptation? In R. E. Tremblay, W. W. Hartup, & J. Archer
(Eds.),Developmental origins @afggressionThe Guilford Press.

Van Manen, M. (1990)Researching lived experience: Human science for an action
sensitive pedagoggtate University of New York Press.

Van Manen, M. (2014)Phenomenology of practice: Meania@ving methods in
phenomenological research and writifigoutledge.

Vaughn, B. E., Azria, M. R., Krzysik, L., Caya, L. R., Bost, K. K., Newell, W., &
Kazura, K. L. (2000). Friendship and social competence in a sample of
preschool children attending Head StBrvelopmental psychology6(3),

326 338. https://doi.org/10.1037/001P649.36.3.326

Vissing, Y. M., Straus, M. A., Gelles, R. J., & Harrop, J. W. (1991). Verbal
aggression by parents and psychosocial problems of childhaid. abuse &
neglect 15(3), 223 238. https://doi.org/10.1016/0143 34(91)9006+

Vitaro, F., & Brendgen, M. (2005). Proactive and reactive aggression: A
developmental perspective. In R. E. Tremblay, W. W. Hartup, & J. Archer
(Eds.),Developmental origins of aggressiarne Guilford Press.

Volling, B. L. (2012). Family transitions following the birth of a sibling: an empirical
review of changes in the firstborn's adjustmé@stychological
Bulletin, 138(3), 497 528. https://doi.org/10.1037/a0026921

338


https://doi.org/10.1080/03004430.2016.1212190
https://doi.org/10.1080/03004430.2019.1603150
https://doi.org/10.1037/0012-1649.36.3.326
https://doi.org/10.1037/a0026921

Voltas, N., Jardi, C., Hernand&#artinez, C., Arija, V., & Canals, J. (2024).
Association between free sugars intake and easychopathological
problemsJournal of child health care: for professionals working with
children in  the hospital and communig8(4), 760 773.
https://doi.org/10.1177/13674935221135106

Vorria, P., Rutter, M., Pickles, A., Wolkind, S., & Hobsbaum, A. (1998). A
comparative study of Greek children in letegm residential group care and
in  two-parent families: 1. Social, emotional, and behavioural
differencesJournal of Child Psychology and Psychiatry, and Allied
Disciplines 39(2), 225 236. https://doi.org/10.1111/1468610.00316

Wahl, K., & Metzner, C. (2012). Parental influences on the prevalence and
development of child aggressivenedsurnal of Child and Family Studies,
22, 344:355.https://doi.org/10.1007/s108Z81 1-9484 x

Wallner, B., & Machatschke, I. (2010). Influence of nutrition on aggres$iéB
Reviews Perspectives in Agriculture Veterinary Science Nutrition and
Natural Resourcesl-10. https://doi.org/10.1079/PAVSNNR20094075

Warren, P., Richardson, D., & McQuillin, S. (2011). Distinguishing among forms of
nondirect  aggression. Aggressive  Behavior, 8%, 291 301.
https://doi.org/10.1002/ab.20394

WebsterStratton, C., & Hammond, M. (1997). Treating children with eariget
conduct problems: A comparison of child and parent training
interventionsJournal of Consulting and Clinical Psycholo@®p(1), 93.
https://doi.org/10.1037/002@206X.65.1.93

WebsterStratton, C., & Reid, M. J. (2003). The Incredible Years parents, teachers,
and children training series: A multifaceted treatment approach for young
children with conduct problems. In A. E. Kazdin & J. R. Weisz (Eds.),
Evidencebased psychotherapies for children and adolesc@gqis224 240).
Guilford Press.

Wer ner , N . E. , Seni ch, S. , & Przepyszny
preschool ersd rel ati ompgpled Bemetbpmentaly si c a |

339


https://doi.org/10.1177/13674935221135106
https://doi.org/10.1111/1469-7610.00316
https://doi.org/10.1007/s10826-011-9484-x
https://doi.org/10.1079/PAVSNNR20094075
https://doi.org/10.1002/ab.20394
https://doi.org/10.1037/0022-006X.65.1.93

Psychology, 27193 208.https://doi.org/10.1016/j.appdev.2006.02.002

Wheeler, L. A., Zvonkovic, A. M., Swenson, A. R., Faas, C., Borowski, S., &
Nutting, R. (2018). Implications of parents' work travel on youth
adjustmentCommunity, Work & Family21(3), 326 343.
https://doi.org/10.1080/13668803.2017.1327842

Wike, T. (2011).The Effectiveness of a Social Skills Intervention for Preventing
Aggression in Children: An Evaluation of the Making Choices Intervention
[Unpublished doctoral dissertation]. University of North Carolina at Chapel
Hill. https://doi.org/10.17615/13vew174

Winiarski, D. A., Engel, M. L., Karnik, N. S., & Brennan, P. A. (2018). Early life
stress and childhood aggression: Mediating and moderating effects of child
callousness and stress reactivithild Psychiatry & Human
Development49, 7301 739. https://doi.org/10.1007/s105088-07859

Wojtalewicz, M. P. (2004)Examination of Head Start children's social competence
and social cognitions after participating in a universal violence prevention
program[Unpublished doctoral dissertation]. University of Florida.

Wolraich, M. L., Wilson, D. B., & White, J. W. (1995). The effect of sugar on
behavior or cognition in children. A mesmalysisJAMA 27420), 1617
1621.https://doi.org/10.1001/jama.1995.03530200053037

Wood, W., Wong, F. Y., & Chachere, G. (1991). Effects of media violence on
vi ewer so aggression I n u Psyahalogicakr ai ned S0
Bulletin, 109 371 383.https://doi.org/10.1037/0033909.109.3.371

Wortham, S. C. (2014Assessment in early childhood educatiBaarson.

Yaman, A., Mesman, J., van IJzendoorn, M.H., Bakersdranenburg, M. J., &
Linting, M. (2010). Parenting in an individualistic culture with a collectivistic
cultural background: The case of Turkish immigrant families vatidlers in
the Netherlandslournal of Child and Family Studie$9, 617 628.
https://doi.org/10.1007/s1082H9-9346y

340


https://doi.org/10.1016/j.appdev.2006.02.002
https://doi.org/10.1001/jama.1995.03530200053037
https://doi.org/10.1037/0033-2909.109.3.371
https://doi.org/10.1007/s10826-009-9346-y

Yamauchi, L. A. (2005). Culture matters: Research and development of culturally
rel evant i nstruction. I n C. @®ltureO6DonNN
and context in human behavior change: Theory, research and applications
(pp. 103123). Peter Lang.

Yavuzer, H. (1999)Ana-Baba vet ocuk Remzi Kitabevi.

Ybarra, M. L., Mitchell, K. J., & Oppenheim, J. K. (2022). Violent media in
childhood and seriously violent behavior in adolescence and young
adulthoodThe  Journal of adolescent heal#l(3), 285292.
https://doi.org/10.1016/j.jadohealth.2022.03.003

Yél dezbak, OCul E?2n¢e@®i19d°2nem -ocuklar énén
ebeveynlerinin anne baba tutuml ar e
[ Unpubli shed mastersdé thesis]. Van Yg.:

YéIl maz, 0. C. (2023) . |l magined families,

Subversive devi anc e Anthrmgology; (45),13443e n 6 s e
https://doi.org/10.33613/antropolojidergisi.1123573

Yoshikawa, H. (1995). Lonterm effects of early childhood programs on social
outcomes and delinquencyhe Future of childrerj(3), 5T 75.
https://doi.org/10.2307/1602367

Young, J. E., Klosko, J. S., & Weishaar, M. E. (2008ghema therapy: A
practitioner's guideGuilford Press.

Zillmann, D. (1971). Excitation transfer in communicatimediated aggressive
behavior. Journal of Experimental Social Psychology, 7419434.
https://doi.org/10.1016/0022031(71)9007%8

Zillmann, D. (2008). Excitation Transfer Theory. In W. Donsbach (E@e
international encyclopedia of
communication https://doi.org/10.1002/9781405186407.wbiece049

341


https://doi.org/10.33613/antropolojidergisi.1123573
https://doi.org/10.2307/1602367
https://doi.org/10.1016/0022-1031(71)90075-8
https://doi.org/10.1002/9781405186407.wbiece049

Zillmann, D., & Bryant, J. (1974). Effect of residual excitation on the emotional
response to provocation and delayed aggressive behaloornal of
Personality and Social Psychology, ,30  782791.
https://doi.org/10.1037/h0037541

Zillmann, D., & Cantor, J. R. (1976). Effect of timing of information about
mitigating circumstances on emotional responses to provocation and
retaliatory behaviorJournal of Experimental Social Psycholody(1), 38
55. https://doi.org/10.1016/002P031(76)900858

Zillmann, D., Bryant, J., Comisky, P. W., & Medoff, N. J. (1981). Excitation and
hedonic valence in the effect of erotica on motivated intermale aggressive
behavior. European Journal of Social Psychology, 2233252.
https://doi.org/10.1002/ejsp.2420110301

Zillmann, D., Katcher, A. H., & Milavsky, B. (1972). Excitation transfer from
physical exercise to subsequent aggressive behdeiomal of Experimental
Social Psychology, ,8 247259. https://doi.org/10.1016/S0022
1031(72)8000%

Zimmermann, P., Mdhling, L. E., Lichtenstein, L., & Iwanski, A. (2022). Still
mother after all these years: Infants still prefer mothers over fathers (If they
have the choicefocial Scienced 1(2), 51.
https://doi.org/10.3390/socsci1l1020051

ZulautMcCurdy, C. A., McManus, M. S., Golez, M., & Fettig, A. (2024). A
systematic review of interventions to promote pateather relationships in
early care and education: Exploring the social process between parents and
teachersSAGE Open, 14). https://doi.org/10.1177/21582440241288114

342


https://doi.org/10.1037/h0037541
https://doi.org/10.1016/0022-1031(76)90085-8
https://doi.org/10.1002/ejsp.2420110301
https://doi.org/10.1016/S0022-1031(72)80005-2
https://doi.org/10.1016/S0022-1031(72)80005-2
https://doi.org/10.3390/socsci11020051

APPENDICES

A. APPROVAL OF THE METU HUMAN SUBJECTS ETHICS COMMITTEE
(STUDY 1)

UYGULAMALI ETIK ARASTIRMA MERKEZI DRTA DOGU TEKNIK UNIVERSITESI
ATTUNDRTIOS REREAN R DR RY ' MIDDLE EAST TECHNICAL UNIVERSITY

Say1: 28620816 /

20 MAYIS 2022
Konu  : Degerlendirme Sonucu
Gonderen: ODTU insan Aragtirmalan Etik Kurulu (IAEK)

ilgi : Insan Aragtirmalan Etik Kurulu Bagvurusu

Saymn Prof. Dr. Refika OLGAN

Danmgmanhgim yilrittiginiz Simeyra Eryigit'in “Cocukluk ¢ag saldirganhginin
tamimlanmasi ve incelenmesi” baglikli arastirmasi Insan Arastirmalan Etik Kurulu

tarafindan uygun gériilmiis ve 0311-ODTUIAEK-2022 protokol numaras ile onaylanmigtir.

Saygilarimizla bilgilerinize sunanz.

Prof.Dr. Mine MISIRLISOY
IAEK Bagkan

343



B. APPROVAL OF THE METU HUMAN SUBJECTS ETHICS COMMITTEE
(STUDY 2)

UYBULAMALI ETIK ARASTIRMA MeRKeEz! )\ DRTA DOGU TEKNIK fiNivERsiTES]
APPLIED ETHICS RESEARCH CENTER / MIDDLE EAST TECHNICAL UNIVERSITY

DUMLUPINAR BULVARI 06800
CANKAYA ANKARAS TURKE Y
T.+9031221022 01

F +80 312 210 70 59
ueamemety.edu tr

W Leam. mety edu it

18 OCAK 2024
Konu: Degerlendirme Sonucu

Génderen: ODTU Insan Aragtirmalar Etik Kurulu (IAEK)

figi: Insan Arastirmalan Etik Kurulu Bagvurusu

Saym Prof. Dr. Refika Olgan

Danigmanhgim yirlittiginiz Stmeyra ERYIGIT in “Erken gocuklukta kiltiire uygun
gocukluk cagi sald 74 isil Tarkiye baglaminda durumsal analiz yoluyla
olusturulmasr: Gomala Teori yaklagimi” baghkl aragtirmaniz insan Aragtirmalan Etik
Kurulu tarafindan uygun gdriilerck  0197-ODTUIAEK-2024 protokol numaras: ile
onaylanmigtir

Bilgilerinize saygilanmla sunarim,

Prof. Dr. §. Halil TURAN

Bagkan
ProLor. 1. Semih AKCOMAK Doq.‘ I5r. Al Efm"c Turgut
Uye Uye
Dog. Dr. Serife SEVING Duc.DV Murat Perit CAKIR
Uye Uye

Dr. ‘ng‘e{ijl Usdsi Siireyya OZCAN KABASAKAL ~ Dr. Ogretim Uyesi Miige GUNDOZ
Uye Oye

344



C. CURRICULUM VITAE

S¢meyra Eryijit

Education
1 Middle East Technical University (2017 2025): PhD - Early Childhood
Education. Advisor: Prof. Dr. Refika Olgan
1 Middle East Technical University (20142017): MS - Early Childhood
Education. Thesis title: Ongoing mechanism in the tactile communication
between children and adults in picture storybooks feo-@&yearolds
Advisor: Assoc. Prof. Dr. Refika Olgan
T Bojazi-i Uni2Me®BAity (2007
Work Experience
1 Kocaeli University (20142015} Research Assistant
1 Middle East Technical University (2012024} Research Assistant
1 Kocaeli University (2025resent) Research Assistant
Scholarships and Fellowships
1 Ministry of National Education Scholarships (for Teacher Candidates)
received from Credit and Dormitories Institution (KY-K0072012)
AcademicHonors and Prizes
1 Honor Certificate from Bogazici Univers#3013
Conferences and presentations
Demi-Kt han, S. , Er yi-Erdeh,, F. (8019).Fre§uencyaoht e ki n
mainstream curriculum models: Investigation of early childhood education
doctoral dissertation and international journals in Turkeégdividual paper
presentation presented at th Iéternational Eurasian Educational Research

Congress, Ankara, TR.

345



Ertan, N. C., Tonga, F. E., Tanteldhr d e n F., & Er Whatisthee, S. (201

secret for success? Early childhood education in PISA high achiever countries:
Finland, Estonia, Japan, Singapore and Chihadividual paper presentation
presented at the 70th OMEP World Assembly and International Conference,
Prague, CR.

cetin, M., Cengi zojDlem,j ran, EHyI| j iTonga.,, F¥zIEe

E. (2018, May)OKk u | °ncesi d°nem -ocuklarée hangi
ediyor ?: Bi r Db ilndividmal gapen presentatiennpesyentediat
the 5th International Eurasian Educational Research Congress, Antalya, TR.

EryiJit, SComgasOnlobrepresentdtion of.female characters in turkish
award winnercaldecott booksPoster session presented at the 68th OMEP
World Assembly and International Conference, Seoul, KR.

Eryijit, S. , & Olhvgstigating oRgoing(taztlelc8mmunidatign) .
between a preschool teacher and young children: Nonverbal socialization in a
classroom.Individual paper presentation presented at the 5th International
Eurasian Educational Research Congress, Antalya, TR.

Eryijit, S. , & Cdngpagimech&ism i Actilé Sommuhicatioa ) .
between children and adults in the picture storybooks fto-8yeaarolds.
Individual paper presentation presented at the 70th OMEP World Assembly
and International Conference, Prague, CR.

Publications

Eryijit, S., & Olgan, R. , (2020). An invest.

in a preschool classroom.Changing Educational Paradigm®p.347364).
Peter Lang Publishing Inc.
Eryigit, S., & Olgan, R. (n.d.)Ongoing mechanism in the tactile communication

between children and adults in picture storybooks feto-8-yearolds.

[Electronic resource]. METU.
http://etd.lib.metu.edu.tr/upload/12621498/index.pdf
EryijJit, S. , Tonga ¢abuk, F. ., Erden, F. .,

Implications for Success on the PISA: An Overview of Chinese, Singaporean,

Estonian, Canadian, and Finnish Early Childhood Education and Care.

Erzincan | niversitesi(2,B3981.i m Fakg¢l t esi Der

346


http://etd.lib.metu.edu.tr/upload/12621498/index.pdf

Tonga, F. E. , Eryijit, S. , Yal ci n, F. ., &
of teachers in PISA achiever countries: Finland, Estonia, Japan, Singapore and

China. Professional Development in Education(#8 88104.

347



D. TURKISH SUMMARY / T, RKCE ¥ ZET

1.Giri kK

Sal déerganl ék, ol umsuz sonu-1laré olan ve dej

problem davranéké olarak tanémlanmaktadeéer (

Jarvinen ve Pakasl ahti, 1999) . Shaw ve arka
ki ki ya da nesneye y°nelik, incitmek veya ko
sal dérgan ni yet takédéej e konusunda fikir
tanémlamaktadeér (s. 398) . Sal déerganl ek dojr
-ékabilir (Coie ve Dodge, 1998,; Crick vd., 1
Saldérganl ék farkleée bi-imlerde sénéflandér él
ve °d¢ll e y°nlendirilen "aktif y°nel i mli S a
t epki ol arak geliken "tepkisel saldérganl ek™
erken -ocuklukta baklayarak yakam boyu sg¢r
yakl ardaki saldérgan ejilimler, il erl eyen d

(Reebye, 2005; Robins, 1966).

Bu davraneéecx; zayef akran i likkileri, ak ademi
kurall ara uymama, p ay imatika8yon gibichircbkepkirhsazr i ve dg¢ K
sonuca neden olabilmektedir (Leff vd., 2001; Sprague ve Perkins, 2009; Sumi vd.,

2012) . Ayr éca sal derganl ék, sosyal probl em
d¢zenl eme -djawn ambéklsiaklses¢gre-lerl e 1T 1ikkilendi
1994; Eisenberg ve Fabes, 1999; Kaukiainen vd., 1999).

Cinsiyet, sal dérganl ek t¢e¢rlerinde belirl eyi
i li kki sel sal dérganl ék sergilerken, er kek |l
rastl anmaktadér (Reebye, 2005) . Bunun yaneén:
ekonomi k d¢gzeyi, medeni hal i; -ocujun yakeée,

348



deneyimleri ve ebeveynocu k et ki | eki mi gi bi bir-ok
bul unmuxktur (Bowl by, 1958, 1982; Kadan,
DeHart, 2006).

Sosyal etkilekimin gelikimdeki rol ¢, Pi e
vurgul anmeécx,; k¢l tegregn -ocujun geli kKi mind
( Fung, 2011) . Ni teki m, farkl é kel tegrel
-ocukluk d°nemindeki sal dérgan davranecxl
(Dearing vd., 2015; Ostrov ve Keating,
ol kel erindeki -ocuklar kendini I fade et m
2008) , Asyaoddaki -ocukl ar daha az sal der
Schnei der , 2005) . Ll kel er saldergan davr
Ktalyadda saldérganl ek sosyal yeterl ilik

belirtisi olarak gorilmektedir (Chen vd., 1995; Schneider ve Fonzi, 1996).

Bununla birlikte, saldéerganl ékla il gildi

Avrupa mer kezl i ol duj u go°r ¢l mektedir ( /
ngfusunun yal nézca %5060 ni ol uktur an Al
arakteéermal arda %70 oranénda temsil edil d
k°okenli ol duj unu belirtmicktir. Oyser man
bireycilifji °ne -ékardéjeéene ve kolektiwvi
eder ek, bu al aneén geni kKl etil mesi ger ekt
sal dérganl ék ¢zerine geliktirilen baskeén

ve Dodge, 1994; Bandur a, 1973) da Bate Kk,

G°m¢l ¢ kuram y°ntemiyle yapélan erken -c
°neml i -al ékma bulunmaktadeér ( Er mann, 20
el e al ér ken, Er mann (2019) annel erin

salderganl éjé -ok boyutlu ve b¢teéegncecyegl b i
eksikliji dikkat -ekmektedir (Dojan, 2021

Hof st ededi n +kolektiGzn)boyltundaelyriaye, 131 puanla kolektivist;

ABD i se 91 puanl a bireyci kel ter ol ar
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toplumlarda topluluja aidiyet, bireysel i hti

Bu nedenl e, kel terel yapénén g°z °n¢gnde bu
gel i ktiril mesi °nemlidir (Peterson ve Marin
(1995) bu duruma di kkat -eker ek, her ar akt
arakteéer manén yeéeret el deg ¢ kel t ore uygun teor
vurgul amext er .
T¢rkiyedde sal dérganl éja dair bazé -al ékmal
2010), bu -al éxkmalar T¢rkiye bajlaménda yeni
kel t ogrel zgeéenl ¢7¢ 9%z °n¢gnde bulundurul duju
y°neli k ©°zg¢n ve ke¢glteéegre uygun bir kuram g
(Doj an, 2020) . Mevcut i teratg¢r i ncelendi]
g°m¢l ¢ kuram temel | y a da yeni kur ams al
bul unmamaktadeéer. Ancak -ocukl ar én sal déer gan
y°neli k tutumlareén k¢ltegrden kegltegre deji kti
vd. , 1995, Knyazev vd., 2008) , b u konuda vy
takémaktadér .
B u dojrul tuda, b u araktérma T¢rk K¢l téereéene
kuraméné gmai kamakmegdeéer . G°m¢l ¢ kuram yakl ack
y°ntemiyle ger-eklextirilecek -al ékma, - 0cCcuUuk
bi-imde ele alarak, T¢rkiye bajlaménda kel
ol ukturmayé hedefl emektedir.
Ar akt ér mada, -ocukl uk saldéerganl éjéné arackt e
ol uktur mak i -1n ¢al €k ma 1 vV e ¢al €k ma 2 o |
pl anl anméxkter. Yaneéetl ar a ul ak mak i -in, ¢ al
araktérma sorularé ©°nerilmiktir.

¢alékma 1 i-in araktérma sorul ar ée:

.Sal derganl éjéen tanémé nedir?

ll1.¢ocukl uk d°nemi saldéerganl éjénén °zel |l i
l2¢ocukluk saldérganl éejéenén kategoril eri

1.2.1. Her bir saldérganl ek kategorisin
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¢tal ékma 2 i-in arakteérma sorul ar e
l. t¢ocukl uk salderganl é&jé naseéel ortaya -
1. ¢ocukluk saldérganl é&jénén boyut|
1.2. Belirtilen boyutlara bajl é ol ar al

-ékmaktadeér ?

2. K¢l tegr -ocukluk saldéerganl éjée il e nasH
2.YOntem

¢al exma 1

¢al exma 1, nitel met odol ojiye dayal e b e
yeéereéetel megkt or . Bu y°nt em, bel irli bir

perspektifinden anl(aOméenséwekl €k, f e2tOmedy)i. aAmaa-K

akamadan ol uKkmuktur: teori k hazérl ék, pl
analizi ve ¢al ékma 20ye hazérl ék.

¥rnekl em, kartopu °rnekleme y°ntemiyle o
belirlenen az sayéda katel émceé, arackter m
bireylere y°nlendirme yapar (Bryman, 20

uzman g°r ¢kl eriyle adayl arfpobelai rglcenrdmairuk I |

G%°r ¢Kmeyi kabul eden katel éeémcélaréen °ner
se-iminde Ku i ki °] - ¢t esas al énméexter:

1) Katéel émcénén ejitim ge-mi«ki,, -ocuk ge
erken -ocukluk ejitimi, psi kol oji, psi K¢
il gili ol mal eder.

2) Nor mal gel i kim g°Psteren ve saldergan
-ocukl arl a herhangi bir vaka deneyiminin
Hennink vd. (2017) 9 g°rigzamgde  kmddelogt
doygunlujuna ul akel dej éné,; Henninki & Kai
17 arasé ol masé gerektijini belirtmixktir
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kat él eémceéeyl a g°r ¢ Kme yapél méxkteéer. Pil ot %
kat el eémcél ar ana -al é&kmaya dahil edilmixktir.
Katéel émce profili, 176si kadeéen, 161 erkek ol
Kat él emceéel ar erken -ocukluk ejiti mi (n=6),

rehberl i k (n=3), psi kol oj i (n=3) ve -o0ocuk g
Grup toplaménda 14 y¢iksek |'isans ve 10 dokto
Ar akt ér mada, -ocukluk salderganl éjénén tane
kekfi amaceéeyl a yar é yapeélandér el méxk g°r ¢k
go°r ¢¢Kkmenion duygul ar , i nan-1ar Ve d¢kegncel e
anlamak i-in etkild@i ol dujunu belirtmektedir.
ol ukmaktadeér . Eti k onay aléendéktan sonra ©°r:
eposta yoluyla bilgilendirme ve -evrim i-i g
-al ékma, 5 katéléemceyla -evrim i-Ii pl atforn
-evrim i -1, 4 katél émceyl a y¢ib6dakgkne ger - ekl
S¢r m¢éK, g°n¢l Il ¢ onam al énarak kayeéet alténa a
Veri analizinden ©°nce, kodl ayécéel ar arase

alanénda wuzman bir araktérmacéneén deste]i al
anali z s¢reci bakl améxkt eér .

Arakt érmada temati k analiz y°nt emi beni msen
temal ar etrafénda d¢gzenl enmesini sajlayan t
(Braun & Cl arke, 2006) . ¢al eékxkmada Braun ve
yakl akémé uygul anméxktér: (i) veriye axkinal el
temal aré g°zden ge-ir me, (v) tema tanéml ama
s¢re-te te¢egmevar éemsal bir yakl akém beni msenm
veriden t¢gretil mesine °zen g°sterilmiktir (B

¢tal ékma 206de nitel met odol oj i kull anél méckt €

=1
(o]

nasél o sorusuna odaklandéejéné ve yeni bir
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uygunlujunu vurgul amexkter . Bu dojrultud:

dejerl endirmek ve amaca ul akmak amacéyl a

G°m¢l ¢ teori, bir-ok disiplinde yaygén o
karkeéel akteéermal é bir nitel arakterma yakl
2006).

Gl aser ve Strauss (1967), g°m¢l ¢ teorini
e K zamanl & ver.i toplama ve anali z, hip
karkél akt ér ma, anali z s¢recinde not al ma
G°m¢l ¢ teori y°nt emi daha sonra farkIl e f
yapél andeéer macé vV e yorumsamacé bi-imler.:i
Pozitivist yakl akém, °n bilgilerin yanlé
dojrudan veriden inka eder (Glaser ve St
yakl akém °n bilgilerin araktérmaya etki s
yapélandérmacé yaklakém ise °n bilgileri

One surer (Charmaz, 2014).

Son yéell arda Cl ar ke (2003, 2005) taraf
yapélandérmacé g°m¢l ¢ teorinin bir uzant
Bu yakl akeém, insan dékeé unsurlaré da ara
sunar . Bi na, -evr e, teknol oj i gi bi nesn
Dur umsal anali z, é - t ¢r harita i1 -erir: d

d¢nyal ar/ arenal ar haritasée (akterlerin Kk
pozisyonlar) . Bu haritalar, araktermaya
(Clarke vd., 2015).

Bu -alékmada dur umsal analiz y°ntemi t er
Birincisi, Bandur a Kill9i86, , - eawnrseanveae adaama
etkilekimiyle kekillendijini savunur . Kk

bir ol ay ol arak taneéemlar ve yalnézca d:

faktorl eri de i-erdijini belirtir. Bu n
bajl aménda incelenmesi °nemli g°r ¢l mekt e
Bu kmal6@& 2 ay aral éjéndaki okul °ncesi - 0C
ebeveynl eri il e yeéereéetel megkt gr . ¢al ékmad
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°Jretmenl e seneftaki bir -ocuk hakkénda

g

(0

kapsaménda g%zl emlenecek ve hakkéenda g°°r ¢kKg¢

bul unmaktader. Bu kartl ar, nor mal gel i kim g°
ol mamak, sal dérganl ékl a il gili her hangi bir
ol mak, 60 ile 72 ay aralejéenda ol mak, ar akt
veri ci ve incitici davranéexkl aré rutin ol ar ak

onay vermesidir. Mevcuta kméa y a k at @kinlarci-ank belini edit Kkriter

bul unmamaktadér .

GOmula teori-a kméa | a reenekkem Ikpy¢kleé] ¢ i-in Creswell (2013) 20
kat el é méOeEdglrakme 5 a p € Inenikaeng Gharmaz (2008yrneklem
beyekleé] ¢nén yeni  bir kategori ortaya-é k may an a |ikehildcgini de
belirtmekt edi®°rnekleBlayckt¥jeiemlanhak kindteorik °rnekleme

kul | anél mémmekleme, gomuki deor %atemiyle ilikkili bir °rnekleme

teredér ve arat € r ma c € v juna ulxaha yegverinih das éné kavrayana

kadar °rneklem seimini gerektirir (Clarke vd., 2015). TeoriRrneklemede, ilk

kat el emcél ar b% lei rsleenenmi krtiitrer IKdrke vgeri | er a
doygunlja ulaamak ri n daha fazl a kateéel éemceé se-il mikt.i
-alékma i-in 7 kateéelémcé (1 -ocuk, 2 °Jretn
bel ¢m¢g 1T -in 35 kateéelémcé ile go°r¢kel megk; 4
veril er.i topl andéektan sonr a, ver i doygunl uj |
sonrasénda herhangi bir deji ki klik yapeéel mas
verinin, -al éekxkmanén ana b°l ¢m¢gne dahil edi | m
Bu -al ékmada hakkéeénda g°r ¢kme yapélan veya ¢
ise erkektir. Bu -ocuklar arasénda, en -ok
Sadece 1 ortanca -ocuk ol arak -alékmaya kate
olukur ken, -ocukl arén yaklakék 24" ¢n¢n sade
kardeke sahiptir. ¢ocukl arén tamaménén 2 ve
okul °ncesi °Jretmenleriyle ilixkkild@ dej i KKke
ve °Jretmenlerin -oju 31 ila 40 yak araseéend:
derecesine sahiptir. 5 katélémce il kokul, (
doktor a mezunudur . tcocukl ar, Tée¢rkiye' nion b
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il -esinde i kamet et mektedir. 41 -ocukt ar
Al téendaj Il -esinde, 66sé& Mamak il -esinde

etmektedir.

Bu -a kmada °jretmenlerden ve ebeveynlerden veri toplamak n yar é

yapeél am d°&xme | profoko, v e sorul aréndan yarar | e
gzl emleri i -in g°zl em®°rifkoe mepndaharwar ael
formu kapsaml €éabamas¢ é gauarautl siuekatsnardd u ol as
g°rékme sorul aré topl anmew ke ruy @G@rel elmardloa m
ebeveyn Bregkme f or mu  ni hai h ©l i 4ocukluk ¢ itihe etla n s on
-ocuk gelki mi uzmanéndan formipuigguml ejhmex ; vy
d¢zenl emel er yapeéel méktéer . fRdmanti cocukz2 nl er
°fr et men, 2 anne ve 2 balkaadan koara, gereglul a n m

d¢zenl emel rgkmeyg afped mum& gon hali veril mi kKt

Ebeveyn g°r¢kme formu 13 ana sorudan ol

bireylerini vV e ailelerin -ocuk yeti kKti
ama-| amaktadeéer. Dijer 10 soru -al ékma ka
anl amaya y°neliktir. Bu for mun amacé a
davranéeklaré hakkeéenda bilgiler edinmekt:i.

¥Jretmen g°r¢kme formu 12 ana sorudan ol

sénéfée ve ©°Jretmenin genel tutuml ar & he
kapsaménda se-ilen -ocujun davranéxkl ar én
amaceé °J retmenin g°z¢nden -ocuk vV e -o0cC
edinmektir.

¥rnekleme ulamak tin °rneklem Blgméin de t anéml anan kriterdl
sei mi nde referans ol ar ak kull anél mékt eéer

e
°Jretmenlerine ve ebeveynlerine ul akeéel me

kelavuz ile ©°Jretmenlere tanémlar, séneéf
Kriter | 1 st esi de dahi |l ol mak czere - a
se-mel er I -in kélavuzl ar il eti Il mitkir.
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karkeél éeéyor sa, °Jretmenl er -al ékmaya dahil e
veril miktir, ancak ebeveynlerin konu ile il
bulundurul arak ol asé sorunlarén ©°nl enmesi i
veril memi ktir. Kriterlerin kar kél anmasé dt
edi | mi ktir. ¢ocukl arén ¢aléexkma 1'de ol uktur

uymadé] é& araktéermacé taraféndan dejerl endir.i

°ncelikle °Jretmenler ve ebeveynlerle g°°r ¢kKn
se-ilen 5 -ocuk sénéef i-erisinde g°zl emlenmi
ve daha g¢venilir topl amak angarcnéaycléa steast mk any
edi ci zengin veriye ulakana kadarg®°r¢kmel ere
Grekme |l eri n jéyapypelrd ea kat él emcrilearellanéxkbierl i k

Kat @&l émcél ar én onaml ar é al eénmécxk vV e kat él @ mc

bilgi verilerek -a kmadan-e ki | me hakl arénén ol duju bildir
sérasénda bir baba isteksiz oldujunu belirtm
kokuluyla g°n¢ll ¢ ol muktur . Literate¢r, kil
veya ortak paydasé olan -iftler i-in uygun o
2021) . Bu nedenl e, 4 anne ve baba -ifti i kil
daki ka il e 78 daki ka ar dresk@ealdar syamekeé ¢ rh.al

getiri Prgxmet ifror mGajiédldnaak ig inz lkialtiél emcél ar rumdu
k o d | a nHKkexamadar gvenilirliji sg lamak rin iki adet gr¢xkme verisi erken

-ocukluk i t i mi al arkeoalsd Eummael a l e birlikte kodl
arat ér macénén kodl aréeyl a e&ikfjagmr e laarakkt ék ondican &
arase uzl akma yapéel mkien l@nmularak gvéndirikl ve r arasend
tutarjl ahemkeksar . Ver. anakziazma,n | e roil atrakl aynag és

ve°rneklem y¢kl¢é] ¢ i-in belirleyici fakbr ol mukt ur .

cal exkmanéng¢yXKegpekremdbyumuna bajlé ol dujund:

anal i zi il e veri t eeflétainrai lemi kztainmra.n | Hee no | vaerraik tg
de anal iz s évuanskgmnarae iy a&mdg @apilkdée rm ott U tau | mwek tgur
takmada, deki fre metijeéenyllear i k oMA XaQhDwe ka rvaec éanéal i z
Mevcut-akmtada kodl ama hepten gi di msel -ékarem vy

2006) . Hepten gi di ms el leetmdkaraceki litesagren i bir teo
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veya teoriyi referans ol ar ak kul l anmak
Hepten gidi msel «-eéerkmaar (&lme tyeoscuautaolilesi kaarar,a
toplanan verilerden°®n c e d e n var ol an teorilerl e be

g°sterebilecek yeni bir teori ortayeé k acakt ér (Ti mMmmer mans Ve

Hepten gi di msel -ékarem yoluna il ave C
kull anél mekter.

Dur umsal analizde veri anal i zi, gem¢l ¢t
adéemeé i -er i r-akdadadmsal amadizgpctuet me | haritaseée ¢
bir adem ol ar ak d avid.j 2015)e|d itdr eharimksunmak, ( Cl a
arat €ér macénén hem insani hem de insani o]

sunmak 4in -edtli g°r¢gngmler s§l amaséna ol anak tanéyaca
iKk evl er i yukar éd &lgmén che akd e a-anldle @maralde @ iCd B r k
ve dijerleri (20&x&5)h,arbitrail mcienye duk umsil
dnyal ar / arke 2 amank@ ma s & kaarady aodu,udevam eden veri

anal i zi bulégud laareala Ibar i tjakebdecgdnaveiveriuns ur |
toplamaya rehberlik edebilgdei a-€ k | ka éne . Dur ums ail € r marciéet a
taraféendan kull anéhgal da/ ggreard lakkdEbd®e a siotsy
veya tezde kuylyalnarl /éar. e nSatlisayraéllhadr i K @ am @n ¢
duzeyde organizasyonunu ortaya koyar. Konumsal haritalar ise veri analizi
sonr as énalaaro ke yaaran k eékuanru nk comru mlyaar € h ak
sgl ar . Bu -elir ®irnekéetlina m&knl é k geti rwdéelda amacey

verilmiktir.

¥zet ol ar ak, bu -°alt@&ekxmmada i q° mylgd nt g rri¢ | e
kodl ama yapeéel mék ve Dbir sonraki akamada
vd., 2015). Aék kodl amada satér sateér koékama vy
kodlamada ortayaé k an k o d | akiler kaunular ¢Kelle, G07).i | i

3. Bulgular
¢al exma 1

Bu -al éeékmanén amaceé, T¢rkiye bajl aménda

tanéméneée yapmak, saldergan davranéxkl ar e
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dojrultusunda -al éeékmada i ki b¢eyek tema ortay

d°neminde saldérganl éjén operasyonel taneéeme
er ken -ocuklukta saldéerganl éj én operasyonel
dojrudan taném ver mektense erken -ocukluk d
i Kl evi ve davraneéxklar hakkénda konukmuktur.
alténda kategori olarak yer al méktér. ¥ncel.
noktuazsnéa n é n al anéena g°re deji kmektedir. Bu
uzmanl ar farkl é a n a ht BRsikiyattisder vempsialoglak ul | an ma k
-ocukluk -ajé salderganl éjéne tanéemlarken sc¢
vurgul amaktadeér. Kat él émceéel ar , erken -ocukl |
zarar verme ama-|l¢é& ol madeéej éné,; altta yatan
etmi kl erdir. Bu sebepl e, kat el eémcél ar sal deé
di kkat -ekme, di |, fiziksel t emas, hayal k €
beden far kéndad ek éi | ieblkeivlegymi cinsiyet, akr |
davraneéxl ar gi bi anaht ar KkKealtiénheélnecréil avru r-goucluakyl
-ajé saldéerganl éj éene, Ki kinin kendisine, b ak
fiziksel ve duygusal zarar verme ol arak tanée
¢tal eékma kapsaménda, kat @&l émceél ar saldéerganl é
¥rnejalmMérganl eéjén m¢egnferit bir olay dejil ;
i fade edi |l miadtdiérr.gaAyrdaacva,anéxkl ar bir spektr
sal derganl ék bi-imler.i ayne etkilere sahip
u-larénda bulunanedkenandkclukld ukeldé@mieyi eede s
psikolojik bir bozukl ujun belirtisi ol abil e
sayéda -ocuk, bir bel irti ol ar ak sal der
y°nlendiril mektedir. Kaatl aléa maall & &m |peay aor &1
kabul edilebil mesi I -in birden fazla ortamda

aydan uzun slUre devam etmesi gereRiz t ¢ n bu sebeplerden dol ay.

ol umsuz -ajréxkxémlar takér ve genellikl e damg
Katél éamceklawnk --ajé saldérganl éejéené genell ik
destek eksi kIl if]i ile iTlikkilendirilmixktir.
a-éséendan dejil, -evresini¥mnbprkgogye a- éséndan

358



kel togrel deji ki klikler -ocuklaré etkil ey

Kat el é@émcél ar bu °rneklere il ave ol arak j
kazal ar veya dijer stres faktorl eri gi bi
belirtmiklerdir. Buntkrg lyamel sgrea mi kéedeal
il kkii ol duju belirtil-mkebhomi kBgeémikiae

-ocukl aren daha y¢ksek saldéerganlék ri s

daha yiksek sosye k onomi k ge-mi ke sahip -ocukl ar é
saatl eri gi bi faktoerl er nedeniyle salde
Katéel émcaeahadar gdmleé k, yalnézca -evresel
yakéndan P kki i dir. ¥zelli kl e biliksel
sal derganl éj én kontrol ¢nde kritik bir r
saldéerganl éjJ én bazen bir il etikim bi-imi
kerekl éej é Ve yojun duygul ar éneé i fade
bakvurabilecejini belirtmiklerdir. Bu y?©°
ol duju g°r¢l mektedir. ¢al @ékmada, ayr eéca
ya da istenen nesne ve hedefl ere ul akma

-éekmKatted émcebauvhkl|l gk reajé saldérganl éej é,

d¢zenl eme becerisinin sénéerl & ol masé gi

sal dérganl éjéndan farkl|l édeéer ; dol ayéeséyl a
niyetten ziyade i kKl evsel bir amaca hi zme
tanémlar ken vurgul ananBi ki |-iotc up o a u rslaa rddéar
ardendaki niyet, davranékl aréné anl amak

e
kat él eémceéel ar taraféndhipl theerlalrt al me kK tuiyrg.u |
niye
olarak yorumlanabilecek fiziksel eylemlerle ifade ettikleri belirtiliat é 1 é mc él a

t algelaréené «kekillendirdijini vur gu

saldergan davranéké tam ol arak anl amak i
zamanda davranékeé deneyimleyenlerin bakeé
vurgul amexkt éer . Zarar algeéeseéneén, sal derga
g°sterebildijtocdhlkldek edalldinéexkgaml éj ené ye
farkle kélan ©°jJelerden biri i se -ocukl ar
hayal kereéekl ej e, kaygé ve hayal kéreéekl ej
ol ar ak beyaml|l dérgmnké&éja. yol a-an duygul
Kat él émcél ar k¢-¢k -ocukl arda, sadece ©°f
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kerekl éej é vV e hayal

bulundujundaBubahsakmiweir kat el emcél ar

kéereéekl ej e

duygul ar é gen

yeti k

olarak °fke taraféndan y°nlendirildijini bel
T¢rkiye bajl améenda, uzmanl ar 23 Efnarskélké s al dEé
belirtilen saldérgan davranéxlar arasénda VI
kul |l anma, €sér ma, y ¢ ksek ses tepkileri,

davranéklar/s°yl Eml az Yetial ma&nadavr anéxkl at
oSSt éne - ékma, boj ma, tér mal ama, alténe é s |
al mak Bahnémar arasénda ésér ma, Kiddet. Ve ne

nedeniyle en sorunlu

kul |l anma mesel a i Si m

kabul edi |l mi ktir.

Kat él ssmddléamamd®égr®, doj aséna

t ak ma

ddDexkdmena olearsaak d@irlgainr

gi bi, sal derganl

(dwdre,anépoe&nankt a,

kokenine( mo d e | al ma, engel |l enme, ebeveyn tutumu
(patolojik, patolojik olmayan),h e d e f i n (dboajkaksa€lnaar é na y°nel i k,
y°nel i k, -evreye y°neli k), temsi | bi-imine
(proakti f, reaktif), davranékeén t¢gregne (s°zl
kaséetl &, (déekavur umcu, dglmencaened | andés mé |
Katéel é&mcélar -ocuklarén yaklaréna bajl é ol a
belirtmiktir. K¢-¢k -ocuklar fi z-72kag e | sal der
araséndaki -ocukl ar én °ncelikle 11 kKki sel

edi |l mi ktir. Buna ek ol ar ak, saldérgan davr a
beyan edil miktir. Genel i kl e erkeklerin dah
kezlarén ise s°zel vV e i Kki sel sal derganl éj
kat el @émc é, erkekl erin kezl ardan daha fazl a
S¢rméegkKt ér . Katéel émcél ar s°zl ¢ saldéerganl ék

veya feryat et meyi , sal dérgan bir di |

davraneéxklar/ s°yl emlerden bahsettiler. Bunun
davraneéexklar/s°yl emler, g°rmezden gel mek ve d
ol arak séenéfl adel ar. Son ol ar ak, fiziksel S
vur ma, t ekmel eme, -imdi k|l eme, - ek me v e t ér
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belirtildi. KI'gin- ol ar ak, uzmanl ar Oaka

de il ikkisel saldérganl ék ol arak kabul e
¢tal ékma 2

Bu -al ékmanén amacé, okul °ncesi °J ret me
ve séno®fcuk-igRlzl emlerinden yola -ékarak T
-ocukl uk -ajé saldéerganl éje teorisi cre
salderganl éjé dokuz ana tema ¢zerinden

sal dergan davraneéexl!l ar, sal dérganl éj én S
davranéekén iklevleri, °reé¢nt gl oer ve tezalht
belirleyiciler, davranéeksal zorlukl ar ve
Sal derganl éjéen ©°ncg¢ll eri temasé alténda,
di kkat -eki ci eyl emler ve olaylara karkeée
psi kolojik tetikleyiciler genellikle sal:
mekansal faktorl er, aktivitel erdeki defj i

ile ilgili tetikleyiciler gibi c¢evresel ve durumsal tetikleyicilerde genellikle

salderganl éktan ©°nce gel di]i orta koyul o
akran etkilexkximleri, sosyal etkilekim v
-at ékmasé, akran -atékmasé veya m¢gcadel e
ve sosyal di nami kIl er de salderganl éje t
-al ékmada sorumluluk ve d¢gzeni tekvi k et
tarafendan bakl atélan eyl emler, sal dérga

Koyul muktur .

Bu -al ékmada, Cal exkmal déddgameaspti an edade
g%zl emlenmi Ktir. Bu davranéxl ar araseéend:
g°zl emlenirken, exkit oranda ilikkisel vV e
anne ve babalara keyasla daha sek fizi ks
bahseden annel er ol muktur . ¢al exma 2'de
edi |l mi ktir. En sék g°r¢lenden en az g°r ¢
vur ma, nesnel er veya kendini féerl at ma,
birinin szerine - ék ma, oyunu veya deva
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tekmel eme, teér mal ama, bopmakmae &6éemdeybel at

Uzereé s ér ma, el e alénmasé ve ebeveynlere a-eékl
°zelli kle zor bir dBuraaérkmbldawrlkiapale dalr ad ank
al dérgan ¢(- davranék tespit edilmiktir. Bun

avraneéxkl ar/ s°yl eml e&kolavak,i lgi° rsnezelenagrésnefdi de

s

d

kaydedi |l mi ktir. Bunl ar , en séek g°re¢lenden e
kull anmak ve y¢ksek ses tepkileridir. Ksim t
bi-imi olduju kateéel émcélar taraféendan belirt
ve zararseéz olsa da, uyandérdékl are tepki

sal dérgan ol ar ak al gél anabil dijJi I fade ed
belirl emede kilit fakt°r aleécénén algeseée ol
davraneéxlarla i1 gili il gin- ol arak g°r ¢l ebi
anl amada yakanan zorlukl arder. G°zlem s¢greci
gi z1i bir Kekil de sergilenmik ve saldérgan
onayéndan sonra tame¢genkag adki zalnil gocakthlad i & enr & & € |
bastérél mék ve bu sebeple ve a-ék bir tepki
et kil ekimler yézeyde -atékmaseéz geré¢nebi |
-atéekmal édér .

Salderganl éjén sonu-laré olan ¢-¢ncye¢ t ema,

anl ek tepki ve sonu-|laré kast et mektedir. |
kokull u -atékma -°z¢mg, Séneéer ve kaynak y©°r
tepkiler gi bi davraneéexksal dé¢zenl emel er sald
Ayr éca, duygusal cz¢nte¢g ve sosyal tepkiler
savunmaceé ger.i -ekil me, i nkar, direnik ve n
tepkil eri saldérganl éjén sonu-I|larée ol arak o
ol ar ak, bireylerin saldérganléja maruz kal m
tepkil er verebil di k $oe rolarak,e b 6 & » & bekukmnuk mer
etkilenme dahil ol mak ¢zere sosyal ve akran
bul unmuxktur. Bu dur um, salderganl éjén bakkal
tekvik edebilecejini ve -ocuklarén °jJrenilm
etmelerine yol a-abilecejini g°stermektedir.

362



Sal derganl éja m¢gdahal e konusuna gel ecek
destek gibi terap®°tik ve ©°zel m¢dahal el e
kull anél déj e beyan edi |l mi ktir. M¢dahal e
°Jretmenler ve profesyonellerle ik birli
y umuk ak szl ¢ vV e S°zs¢z i pu-1ar é kul | e
y°nl endirme ve -ateékmalaré y°netme ve -
azal t ma stratejileri, sal derganl éj é y °r
kull anél déj e ortaya Kkoyul muktur . Bunun
y°netmek i -in sénéerlParen,saiengismezsdengelmeer e b i
peki kKtirme ve ceza gibi davranék y°netimn
koyul muktur. Yetikkinler ayné zamanda ol |
ver mek, duygusal farkéndal ek ve empatiy
duygusal ve sosyal gel i kim stratejileri,
kull andeéekl ar éne beyan etmi Kkl erdir. Son
°Jretil meoikul ebea&avelyinrl ijinin gel i ktirilr
belirlenip izl enmesi gi bi °nl eyi ci vV e p
Kekil de y°netil mesi i -in gerekl: ol duj u
ASal dérgan davranéxklar ne ama-la kull ané
katéel emcél ar bir-ok i1 klevden s°z etmi«kt.i
-ékma ve meydan okuma gi bi tepki sel vV e
olarak kull anma, uyarél ma ve kateéelém ar
savunma mekani zmal ar é, misill eme ve duyg!
dahi | ol mak izere -ekKi tli i Kl evl ere h i
keskan-1é&k odakl é& davraneéecx, sosyal dékl a
gi bi sosyal ve (g¢- odakl e iklevler, sal d
ulakmak i -in bir ara- olarak kull anél déj ¢
Katel é&mcélara g°r e, sal dérganl ek, sékl ék
inka edi |l miKk bir ol gudur ; ancak bu et i
baj éml éeder . Sosyal bir davranék ol duju
-ékabil ecej i belirtilmiktir. ¥rnejin, - C
alabilir ve saldérganl éjée a-éeék ya da gi z
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r-eklexkxtirilen sal déer gan davranékl ar én S ¢

cujun neredeyse her gén saldéergan eyl eml
VIanecxk ol ar ak ortaya -ékabil ecejini beya
ceden bir belirti ol makséezén aniden ortaya
adel er i, vegcocut di i ve -ocujun duygusal d
Il ebil ecejJi belirtil miktir. ¢al ekxkmada, or t
kek akranlara y°nelik olduju ve bunu kade
kl ekl a bahsedil mese de ebeveynler, °JTretm
b i yeti kkinler de sal deéerganl é&] én hedef i
vranékl ardan akranlara y°neltilen davrane

taml arénda daha yaygeén ol ar ak g°zl enmekt

réel mektedir. Gzl emlere g°re, okul °ncesi
k serbest oyun séraséenda g°°r ¢l me ejil i mi
-1 Kl er i ve sanat etkinlikleri takip eder.
| ek mada, salderganl éjén gelikiminin, okul
rdekin dojumu gi bi yakam ol ayl aré da dah
Kilendi].i ortaya -ékméexkteér. Bu belirli d?o°
] er bir et ki si ol abilir vV e genel l ikl e S
junl ujunda bir artéka yol a-abilir. Buna
rums al fakto°rlerin de saldéerganl éjée etkile
reyin varl éj é, konum, okul daki etkinlik t¢
kil eyebildiji belirtilmicktir.

-al éeékxkmada katel emceél ar salderganl éja katk
celi Kkl e, sosyal ve -evresel teti kleyicile
ygusal d¢zenl eme ve baka -éeékma zorlukl ar é,
ra fiziksel, sajl ék ve biyolojik etkiler
eml i °]l -¢de katkéda bulunduju ortaya koyl
il i mler vV e ki kil ik °czelli kleriyle i bgi i
kabet - veya statg¢ odakl e kikilikler, y ¢ K ¢
uyarél ma i htiyacé sergileyen -ocukl ar S &
tkén ol duju belirtilmiktir. Fiziksel, saj l
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ve dojuktan gelen tepkilerin yané séra
veya gelikim zorluklarénén t¢gm¢g de sal de
ol duju belirtilmiktir. Son olarak, ge-mi
séra d¢grtegselli k ve ©°9z deneti mdeki eksik
biliksel ve psikolojik fakt°erlerdir

¢al ekxkmadaki kat el emcéel ar saldérganl éj a
°nceli kle sosyoekonomi k etkiler, akran e
ol mak ¢zere sosyal ve -evresel faktorl e
dinami kl erinin yané séra sosyal ve k¢lt
gel i Ki msel vV e sosyal °J r enme s¢re-leri
belirleyiciler ol arak i klev g°rmekte ol
k¢l tegrel ve ekonomi k bajlam ile medya ve
faktorl erin, saldérgan davranékeén °neml.
vurgul améxkl ardeéer . Benzer Kekil de, -ail ese
duygusal gel i kim gibi gel i Kimsel ve so0sy.
°]l -¢de katkéda bulunduju belirtilmicktir
tutarl el-epéukebkeveknsinin kalitesi, ebev
still eri ve ebeveyn bajénén ve varl éjén
uygul amal ar é, saldérganl ] én °neml i ar |

belirtiimektedir.

Katéel émcélar -ocukluk d°nemi saldérganl é&]
ve uzun soluklu sonu-lardan bahsetmikl er
sosyal ve duygusal sonu-|lar ve ésrarceé,

-ocukl ar én davraneéecx kal épl arée ve zor |l uk

edi |l mi ktir. Bu sorunlar genellikle nesi/l
ve ebeveyn stresi gi bi aile dinami kIl eri
okul ortaménda, ebeveynl er ve °Jret menl
aksamal ar vV e davraneéck y°neti mindeki Z
m¢egcadel el erini daha da etkilemekte ol duj
bulakma ve etkilenme de dahil ol mak ¢ze
davranéek kal éplaréna ve sonu-I|laréna °neml
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¢al ekmanén her yon¢ belirli bir kel teorel b a]
ve kodda kendini g°stermektedir. Ancak, bu

en belirgin kKkekilde ebeveynlerin -al ékma sa:
faktorl er arakteran k¢glterel ve ekonomi k ba
medya ve teknoloji et ki si; kardek ilikkileri
i-eren aile ve nesiller arasé etkiler; ve e
et ki si ve denet i mi, ebeveynli k stiller:i vV e

hususl aré kapsayan aile ve ebeveynlik etkile
K¢l t ¢grel ol ar ak uygun -ocukl uk d° nemi sal
ol ukmaktadeér . Teor i, sal derganl é] én °ncel I
davranéxkl!l ar , bu davranéxl arén sonu-I|laré ve
stratejiler:i ile devam eden séraleée bir il K
bakarésez olursa, d°ng¢ saldérgan davraneéecxl
belirleyicileri, sal derganl éj] a kat keda bul
destekl eyici bir rol oynar ve bu da °ncg¢l ¢n
et kil er. Sal dergan davranéeklareén ikl evi vV e

salderganl éjén amacéné ve dojaséneé a-éeéklade

il kki L idir. Son ol ar ak, davraneéexksal zor | ukl
vadeli sonu-I|laréneé temsil et mektedir

Bu model de, g¢é¢- dinami kl er i ve sosyal al anl
Uzak yapeéesal g¢-ler daha genik sosyal ve ya
dojrudan bakem verenl eri ve etkileyenleri -

akranl aréné et-Ekberomkkedkiok.ul Sasyo-al eékma ko

politik cerceveg i b i uzak (ybaiprésadcugj¢rr |l eevrel eyen yak:é
yapésal ortaml ar é et kil ey enBund akhaarajg e ni kK bir
topl umsal nor ml ar , kel t ¢grel ghiedjaenral egre n ek dah
sosyal vey ap és a)l it ki t ecuju -evreleyen yakeén sos
etkileyen daha genik bir -er-eve olukturur.
toplulukl ar 1 -indeki davranéekl|l aré ve bekl ent
bakéem verenl ®f r € teraecmijgigarmé eer blytkbabalgibi) ve

etkileyenl er ( medya veya toplum | iderl eri
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akranl ar éyl a etkilexkimlerini et kil eyen

guclerdeney ak én il i kkil ere kadar bu et ki katn
algel adéejéné ve saldérganl éeja naséel tepki
4 . Tart ékma

¢tal ékma 1

cocukl uk -aj e sal derganl é&] énén tanémeé,
deji kmektedir. Psi kologlar ve psikiyatri
geneti k yatkeéenl ék, hor monal etkiler) dik
Trembl ay, 2000) , erken -ocukluk ejitimci
odakl anmaktadeéer (Crick & Grotpeter, 199
deneyimlerle kekillenmektedir (Under wood
bireyin kendisine, -evresine ya da bakka

ver me davranekeée ol ar ak tanémlamakt a he
tekrarl ayan, gel i Ki msel ol arak bajlam i -
vurgular (Dodge et al., 2006; Tremblay & Nagin, 2005).

Salderganl ék yaxkxla birlikte farkl & bi-im
saldéerganl ék baskéenken, di | geli kKimiyle
-ékmaktadér (Tremblay et al ., 1999; Unde
ejilimlerinde er kek -ocukl ar éen fiziksel
sal dérganl éja daha yatkeén olduju ifade e
bu konuda kateéel é&mcél ar arasénda istisnai
konusunda temkinl:i ol unmasé ©°neril mekted
Sal déergan davranéekl ar duygusal d¢zenl eme
zaman zar ar | é ni yet takémakt an ziyade
ger -ekl ekmektedir (Denham et al ., 2003;
bajl amda, sal dérganl ék sosyal bajl amla i
ol ar ak el e al énmaktadeéer (Bronfenbrenne)
Saldérganl é]Jén tanénmasénda k¢glterel fak
i fade bi-imleri veya iletikim tarzlare s
2006 ; Kaj ét - ébaxke, 2007) . Ayr éc a, sal deér
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eti ketl enmesine ve bu etiketi i -sell ektir me:
2007; Jones & Jones, 2012).

Bu -al ékmada kat él emcel ar , er ken -ocukl uk

davranék te¢rlerini tanémlamék ve en sék dile
davranékl|l aré yer al méxktér. Bu bulgular, ©°nce
g°stergesi olarak taneéemlanan davranéxklarl a ©°
& Lauersdor f, 1974, Tremblay & Nagin, 2005)
birinin ¢gzerine -ékma ve altenée éslatma gibi
duygusal y a da davranéexksal bozukl ukl ar én

profesyonel y°nlendirme i-in wuyareécé ikKkaret
vurgul anméext eér (Keenan & Wakschl ag, 2000; T
davranékl aréen katel émcélar taraféndan daha 8
seyrek karkélakeéel an, atipik davranéxl ar ol m
davraneéxké, bir-ok kateéelémcé taraféendan y¢kse
probl eml i bir davranéek ol arak el e al énméextér
becerileri ve sénérl é duygusal d¢zenl eme kap
' iterate¢rde de destekl enmi ktir (Oliver, 20
-ocuklara zarar verme riski takémasé ve °Jr
-abal aréené zorl akteéer masé, bu davranékén °jJre
ol maséna neden ol maktadér (Gartrell, 2004).

Kat él ssmaddléamamd®ég®, doj aséna (adwde,anéwé&akt a,

kokenine( mo d e | al ma, engell enme, ebeveyn tutumu
(patolojik, patolojik olmayan),h e d e f i n (dboajkaksaélnaar é na y°nel i k,
y°nel i k, -evreye y°neli k), t emsi | bi-i mine
(proaktif, reakti f), davranéekén t¢greéegne (s°zl
kasetl e, (déekavur umcu, dg.°krmea n< @n eviteh aanrdaé-rsnaél K t
yaygeéen ¢ - kategor.i olan fiziksel, s®zel Ve
bi-imde tanémlanméxktér (Crick et al ., 1997
saldéerganl ék, vur ma, it me, ésérma gi bi doj
salderganl ék ise bajér ma, hakar et et me, ses
Kli kki sel saldérganl ek i1ise dedi kodu yayma, 0
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zarar verme bi-imleriyle tanémlanméxter

terl eri a-ék-a ayert eder ken, K¢ - ¢ mseme
yoksa ilikkisel mi ol duju konusunda fi ki
Ayr éca, sal dérganl ék davranéxkl areé niyet
salderganl ék planlé ve g¢- odakl é eyl eml
ol arak a-éeéklanmextér (Dodge & Coie, 1987
salderganl ék ayrémé da bu -al ékmada psik
Ancak literatirde yer alan akff a s i f sal dérganl ék kateg
kat él emceéel ar taraféendan kul l anél mameéecx,
ili kkilendirilmixktir (Cohen et al ., 200
yalnézca davraneéexksal dej il , ayne zamand
temelinde de -exkitlendijini ortaya koymul

¢tal ékma 2

¢tal ékma 2, -ocukluk saldérganleéejénée k¢lt
Ve bul gul ar éne davranéekeén °nce¢el l eri, ag
sonu-1|ar é, saldérganl éj] é g@lInkarmp&n iddwr an
I Kl evi ve saldérganl ék °re¢gnt ol eri ve bel
arka plan belirleyicileri, davranéksal

bakl ékta sunmuktur.

KIl k ol ar alavrsarn &wlr ggracha n °nce gel en koku

altenda toplanméxkteéer. Bu ©°ncg¢l |l er, duygu
-ekme isteji, dékavurumcu davraneéexkl ar),
ge-ikKleri, oyuncak paylakémé), akran etk
inisiyatifli di siplin wuygul amal arée «kxekl:

yapélandérél mamék veya d¢gkegk deneti mli

sosyal hiyerarkilerin davranéklara y°n v
2000; Monks et al., 2003; Webststratton & Reid, 2003).

¢tal éxmada sal deérgan davranexl ar ol ar ak,
ferl atma, ésér ma), ili kkisel salderganl é

ve s°%zel salderganl ék (°r. yé¢ksek sesl e
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gezlemlenmi ktir. Fizi ksel saldérganl ] én e
°Jretmenlerin bu t¢r davranéklarée daha -ok
sal dérganl ék bi -1 minde ger -ekl ekti]i sapt a
Underwood, 2003).

Saldergan davranéxkxl arén sonu-1|laré olarak d°r
dé¢zenl eme (°rn. -at ékK ma -9z mg, Séneér koym
ajl ama) , savunma ve misilleme (°rn. ger i -
peki ktir me (°rn. dijer -ocukl ar én sal der ga
peki ktirme ve bul akma, saldérganl éjén grup i
yoluyla kaléecé hale gelebilecejini ortaya ko
2007).

Kat él émcél ar saldéergan davranéxl ar ortaya -
etti klerini belirtmixklerdir. Sal dérgan dav
°Jretmenl erin vV e ebeveynl erin bakvurduj u
Profesyonel ve terap®°tik destek (psikolog,
davranék yo%hweytgusagl sgpeslyiadi m destekl eme ve ©°]
sosyal nor ml ar érok®] r eitki mbj r leibjeiviey bu strate
(Stor mont et al ., 2005; Durl ak et al ., 2011
kull anéeméne onayl adej é d a gor¢él megktgr b u
arteéerabilecefji |l iterat¢rce destekl enmektedir
Saldergan davranéklareéen ikl evi ol arak sal de
etkilekim baklatma, stat¢ kazanma gibi -exit

Proaktif saldérganl ek dikkat ya da g¢- el de
veya misillemeye yonelik olabilmektedir (Crick & Dodge, 1994; Dodge, 1991). Bu,

-ocukl ar én sal dergan davranéexkl!l ar é il eti kinm
kull anabildijini g°stermektedir.

¢al ékmada katel eémcéel ar , saldéerganl é]J én sosycz¢
bir davranéxk bi-i mi ol duju vurgul améxkter. S

algésée saldéergan etiketinin olukumunda bel:
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Grotpeter, 1995) . Ayr éca, sal derganl éj] én
bazé durumlarda ise bedensel ve duygusal
bulunmuktur (Quarmley et al ., 2023) . Ej i
- dej i ki klikler gibi kritik yakam ol ay

ger ¢l mgktegr (Volling, 2013; Navarro et al

Sal déerganl éja katkéda bulunan fakto°orl er

boyutl arda el e al énméxteér. D¢rtegsell i k,

gi bi ki ki sel °zelli kler saldérganl ekl a i
yané séra «kKkekerl:i gédal ar, I -g¢desel t ep
biyolojik fakt°rlerin de etkild@ ol abil ec
materyal, sosyal etkilekim eksiklif7i Ve
davranéxkl!l ar én artmaseéna neden ol an -evr

(Broekhuizen et al., 2017).

¢al eékmada, saldérganl ékla ilikkil:@ ar k a
ebeveynli k stilleri, medya et kisi ve ekoca
bajl aménda, sécak ama denetl eyi ci aile vy
al enmecx; ebeveynlikte tutarsezl ék, aker
saldéerganl ék riskini artéerdeéejée belirtil mi
medya ve dijital i -eriklere mar uz kal m

modellemesine neden olabilmektedir (Bandura vd., 1963).

Son ol ar ak, saldergan davranéklarén sonu
al enmexkter . Kal écé saldéerganl ék °re¢gnt el e
°Jretmenlerin sénef y°neti mini zorl akter
ili kkilerinde sorunkeaeveyank anmakit aj mi°njdree
m¢dahal el er | et kisiz kel abil mektedir (T
-ocukluk d°nemindeki sal dérganl ékl a baxke
bajl amsal yakl akémlaréen gereklilijini or!/
¢t¢al éekma 26de geliktirilen teori, -ocukl u
bi -imde a-éklayan b¢t gnecgl bir yapé sunr
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stratejilerine kadar bir d°ng¢ i1 -inde sal det

duygusal, psikolojik, sosyal, ¢cevresel, biyolojik ve kultirel faktorleri dikkate alarak

saldergan davranéklarée anlamlandér makt a, ay
sal dérganl ék bi-imlerini ayéert edebil mekte
kokull arén etkilekimini vurgul amakt adér . S0 s
sal dérganl ék teorisi, genel sal dérganl ék mo
sistemler teori si gi bi kuramlarl a hem benze
yakl akém; g°zl emsel °7 renme, kel terel nor mj
-ocukl uk d°nemi saldérganl éejé ¢zerindeki et |
mevcut Kkuramlarén -ojunun i hmal ettijgi er ker
pl ana -ékarmaktadér .

5. Oneriler

¢tal eékxkma 1

Bu -al eékma, T¢rkiye bajlaménda -ocukl uk sal
bir -er-eve sunmaktadér. Tanéml ar én, davran
uzman g°r ¢kl eriyle olukturul muk ol masé hem u
prati k bir kaynak ol uktur maktadeér. ¥ ret men
farkl e mesl ek gruplarénén bakék a-él aréna acxk
hareket etmeleri 6nerilmektedir (Bredekamp & Copple, 1997; Unal et al., 2022).

Bul gul ar , sal dérganl eéj én tekrarl ayan bir y
m¢dahal e planlarénén °nemine i kKaret et mekte
gel iskéinmg,r |l € duygusal d¢zenl eme ve dil gel i Ki

vurgul anmextér (Ostrov & Crick, 2007; Gratz
bu konul ar da bilgilendiril mesi vV e -ocukl ar

destekl enmesi gerektii]i i fade edi |l mi ktir.

¢tal ékma 2

¢tal éeékmada °©°ne -ékan m¢dahale stratejilerdi a
danékman), -atéekma -°zmesodypalragmelki wi°mede snti e
yer al ma k-Snaitd & rArbegSnian, 2@08; Stormont et al.,, 2005). Cezaya
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dayal é m¢dahal el erion et ki si tartéekmal é

salderganl éjée arteéerdéjé tespit edilmikti
¥nl eyi ci stratejileokulempratibi efifil mive
°Jretil mesini i - er mekt e-btratton & Raidr 2068k Bue t a |
stratejiler, °czel likle sal dérganl éj én

dilimlerinde (°r. serbest oyun, ge-i Kl er
Ergin & Bakkalojlu, kz01%)yel SdmakoPatak, ¥
topl umsal roll erin saldéerganl éjén °rg¢ignt ¢

(Pepler et al., 2006; Volling, 2013).
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