Validity, Reliability, and Partial Norm Study of the Turkish Teacher’s Acceptance-

Rejection/Control Questionnaire Child Short Form

Thesis submitted to the
Institute of Social Sciences

in partial fulfillment of the requirements for the degree of

Master of Arts
In

Educational Sciences

by

Semra Yildirim

Bogazici University

2006



ACKNOWLEDGEMENTS

I would like to express my gratitude to my thesis advisor, Assoc. Prof. Fatos
Erkman, for every single aspect of her personality. She is an exceptional person with
her humanist, optimist, understanding, positive, approachable, encouraging manner,
and beauty. It was a special honor to be your student. Thank you for everything.

I would like to thank to Assist. Prof. Ozlem Unliihisarcikli and Dr. Ayse
Caner, my committee members for their special contributions with their special
personalities.

My appreciation also goes to the administrators and the students of the
primary schools which cooperated in data collection.

Also, I am grateful to my dear friends Basak Yilmaz, Simge Kircan, Sengiil
Hafizoglu and all others who supported me whenever I needed it.

My special thanks go to my sister, Selda Yilmaz, my brother, Erding
Yildirim, my nephews, Eray, Berkay, and Yagiz, my father, Hamza Yildirim, and of
course, to my dear and beautiful mother, Sebiha Yildirim since I am, so everything |
achieved is the product of these people.

[ would also like to thank myself for never giving up despite all the
difficulties I have experienced.

And last but not least, I would like to express my gratitude and love to my
unique darling. He has always helped, encouraged and supported me with his great
contributions, effort, and love in every single step of this research and in every single
step of my life for seven years. The only thing I can do in return is to love him; I

hope he accepts it....

i1



ABSTRACT

Validity, Reliability, and Partial Norm Study of the Turkish Teacher’s Acceptance-
Rejection/Control Questionnaire Child Short Form
by

Semra Yildirim

The purpose of the present study is to establish the validity, reliability, and
partial norms of the Turkish Teacher Acceptance-Rejection/Control Questionnaire
Child short form (Turkish Child TARQ/Control) that was developed by Rohner
(2002) and revised by him (2004) to assess the perceived teacher acceptance-
rejection and behavioral control. The instrument consists of four subscales, namely;
Warmth/Affection, Hostility/Aggression, Indifference/Neglect, and Undifferentiated
Rejection, and a separate Control scale. It has 29 items.

The sample of the study was composed of 503, 4™ and 5™ grade students
coming from six different primary schools and three different SES levels in Istanbul,
and 253 of them were readministered the instrument for investigating the temporal
stability of the instrument.

Internal consistency of the instrument was determined by computing the
corrected item-total correlation, which was found to be ranging between .31 and .64,
item-subscale, subscale-total, subscale-subscale correlations and Cronbach Alpha

values for the total scale, that is .90 (p<.01), for its subscales, and for the separate
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Control scale. Test-retest reliability coefficient was found to be .76 (p<.01) for the
total scale.

The concurrent validity of the instrument was computed by correlating the
subjects’ Child TARQ scores with their scores on the Perceived Teacher Behavior
Inventory (PTBI) and The Teacher Support Subscale of the Perceived Social Support
Scale-Revised (PSSS-R/TSss). The Pearson Product Moment Correlation technique
yielded a correlation coefficient of .82 with the PTBI and -.79 with the PSSS-R/TSss
(p<.01).

Factor analysis that was carried out for determining construct validity of the
instrument yielded four factors. When analyzed with two factors, rejection items
clustered around F 1 and warmth/affection items clustered around F 2, as expected.

The partial norms of the instrument were established on age, gender, school
SES, self-reported semester point average, teacher gender, mother and father
education, mother and father employment status, and number of children in the
family by using the means and standard deviations. One-way Analysis of Variance
and Scheffe procedure results indicated significant differences in perception of
teacher rejection in relation to gender (F=15.81; p<.001), teacher gender (F=6.04;
p<.05), and SPA (F=4.51; p<.001), such that males perceived higher rejection, male
teachers were perceived to be more rejecting, and low SPA students perceived higher
rejection.

Overall, the results of the present study indicated that the Turkish Child
TARAQ is a highly reliable and valid instrument to be used with children for assessing
their perceptions in terms of teacher acceptance-rejection while the Control scale

assessing perception of behavioral control by teachers needs some revision.



OZET

Bu ¢alismanin amaci, ¢ocuklarin 6gretmen red-kabul ve davranis kontroli
algilarmi degerlendirmek amaciyla Rohner (2002) tarafindan gelistirilen Ogretmen
Kabul-Red/Kontrol Ol¢cegi Cocuk Tiirkce Kisa Formu’nun (Tiirkge OKRO/K Cocuk)
gegcerlik, giivenirlik ve kismi normlarini belirlemektir. Olgek Sicaklik/Sevgi,
Saldirganhik/Kin, Ilgisizlik/Thmal ve Ayristirilmamis Reddetme adl1 dért alt dlgekten
ve bagimsiz olan Kontrol 6l¢eginden olusmaktadir ve toplam 29 maddesi vardir.

Calisma &rneklemi Istanbul’daki alt: farkli okul ve ii¢ farkli Sosyo-ekonomik
seviyeden gelen 503 adet 4. ve 5. sinif 6grencisinden olusmaktadir. Test- tekrar test
calismasi i¢in 6lgek 253 6grenciye tekrar uygulanmistir.

Olgegin i¢ tutarlilig1, madde-toplam, madde-alt dlgek, alt dlgek-toplam, alt

Olcek-alt 6lgek ilgilesim katsayilar1 hesaplanarak ve her bir alt 6l¢ek i¢in ve Kontrol
Olcegi icin ve biitiin dlgek icin Cronbach Alpha degerleri bulunarak hesaplanmustir.
Madde-toplam ilgilesim katsayilarinin .31 ile .64 arasinda degistigi ve tiim 6l¢egin
Cronbach Alpha degerinin .90 oldugu bulunmustur (p<.01). Ayrica, test-tekrar test
giivenirligi .76 olarak saptanmistir (p<.01).
Ogretmen Davranislar1 Olgegi’nden (AODO) ve Algilanan Sosyal Destek
Olgegi/Ogretmen Destegi Alt Olgegi’nden (ASDO/ODAO) aldiklar1 puanlar
arasindaki ilgilesim katsayilarinin Pearson Product Moment Korelasyon teknigi
kullanilarak hesaplanmasiyla bulunmustur. Olgegin AODO ile arasinda .82,
ASDO/ODAQ ile de -.79 ilgilesim katsayis1 bulunmustur (p<.01).

Olgegin yap1 gecerligini belirlemek igin faktdr analizi yapilmis ve lgegin 4

faktorden olustugu goriilmiistiir. iki faktor ile analiz yapildiginda ise, beklenildigi
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gibi, genel red maddelerinin F 1 etrafinda ve sicaklik/sevgi maddelerinin F 2
etrafinda toplandig1 goriilmiistiir.

Olgegin normlar yas, cinsiyet, okul sosyo-ekonomik seviyesi, dénem not
ortalamasi, 6gretmen cinsiyeti, anne ve baba egitim seviyesi, anne ve baba calisma
durumu ve ailedeki ¢ocuk sayilar1 iizerinden ortalama ve standart sapmalari
hesaplayarak belirlenmistir. Tek yonlii Varyans Analizi ve Scheffe teknigi sonuglari,
algilanan 6gretmen reddi acisindan, 6grenci cinsiyetleri (F=15.81; p<.001), 6gretmen
cinsiyetleri (F=6.04; p<.05) ve donem not ortalamalar1 gruplari arasinda istatistiki
olarak dnemli farklar oldugunu gostermistir. Erkek 6grencilerin ve not ortalamasi
diisiik olan 6grencilerin daha yiiksek red algiladiklar1 ve erkek 6gretmenlerden daha
yiiksek red algilandig gortilmiistiir.

Genel olarak, calismanin sonuglar1 gdstermistir ki, Tiirkge OKRO Cocuk
formu, ¢ocuklarin 6gretmen kabul-red algilarini 6lgmek i¢in oldukca gecerli ve
giivenilir bir 6l¢ektir ancak 6gretmen kontrolii algis1 formunun yenilenmeye

gereksinimi vardir.
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1
[. INTRODUCTION

Every human-being is born in and formed by institutions that he or she
himself or herself creates, supports, and administers. Bower (1972) calls these Key
Integrative Social System (KISS) institutions which attempt to serve and be served
by all members of the society. Socialization, which is a crucial process in human
development, occurs through these institutions. These KISS institutions should
contain the experiences needed by children to grow up into effectively functioning
adults within their operations and processes. Passing through these primary
institutions successfully should provide a child with the degrees of freedom to think,
to feel, and later, to act as an adult human-being. Two of the KISS institutions stated
by Bower as the most embracing of children and their humanizing process are the
family and the school (Bower, 1972). As social institutions, both family and school
play vital roles in shaping children into effective social beings (Fontana, 1995).

Family is the first social group the child encounters and it remains the most
important group throughout childhood for the majority of children. But, in many
ways, a close second is the school, the teachers, and the circle of friends a child
meets there (Fontana, 1995). School, as a key integrative institution next to the
family, is an important context for children's development because of the time
children spend there, the degree to which it influences children's experiences and
self-perceptions, and it’s potential to affect children's life course. Schools also
directly affect development of children because their structures and practices exert a
socializing influence on students (Baker, Dilly, Aupperlee, & Patil, 2003).

To be able to function as psychologically healthy environments, schools
should meet and appropriately challenge children's developmental needs including

psychological and emotional ones and offer a positive climate (Baker et al., 2003).
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Positive school climate is characterized by very low levels or the absence of abuse,

maltreatment, sarcasm, ridicule, put-downs, and other verbal assaults from school
staff and peers. It helps students feel that they are respected, accepted, supported,
treated fairly: students should feel a sense of belonging. Whereas, negative school
climates occur when educators view students and families as opponents, rather than
clients to be valued, nurtured, and encouraged. Psychological maltreatment such as
verbal assaults of students in classrooms, bullying, including scapegoating, name-
calling, and put-downs by both peers and staff characterize such schools. Such a
negative school climate make students feel that the school is rule-bound, that
discipline is administered inconsistently and unfairly, that school staff do not really
care about them, and that they are rejected by both peers and staff (Hyman, 2001).
Teachers form a significant component of the school environment in which
school-aged children develop. They constitute a group of nonparental adults with
whom children have extensive involvement for at least nine months of the year
beginning at age seven for the majority of children. In this sense, teachers may take a
variety of roles including caretaker, mentor, disciplinarian, and companion, and they
have the potential to have both a constructive or destructive impact on the child’s
self-concept, abilities, achievement, and personality (Bower, 1972). Having
emotionally warm relationships with teachers characterized by open communication,
support, and involvement provide students with a sense of security within school
settings and promotes exploration, comfort, the attainment of competence for
children in other school-related developmental domains, as well as social, emotional,
and academic competence (Lynch & Cicchetti, 1992). Teachers’ interactions with
students and students’ perceptions of their interactions with teachers have impact on

students’ behavioral and emotional engagement in the classroom.
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Many studies indicate that psychological maltreatment takes place in school

settings (Benbenishty, Zeira, Astor, & Khoury-Kassabri, 2002; Piekarska, 2000;
Shumba, 2002). Within the school system, maltreating and abusive environments
may include inadequate verbal stimulation, unrealistic expectations of performance,
negative school climate, uncaring and cold relationships, verbal or physical
punishment, etc. Teacher-student relationships and interactions may have abusive
characteristics when the students perceive their teachers as uncaring, cold, rejecting,
unresponsive, authoritarian, or neglecting. Such abusive behaviors by teachers may
be the consequence of lack of training, supervision, social skills, teaching skills,
child management skills, patience, unmet needs, or personalities of the teachers and
they may have immediate and long term negative effects on students’ development in
school-related phenomena as well as other domains (Cakar, 1994).

Students' assessments of the quality of their relationships and perceptions of
their interactions with teachers are important predictors of their healthy development
in psychological, emotional, and school-related domains, and their commitment to
schooling (Murdock & Miller, 2003). However, we have very limited number of
objective tools that assess the perceptions of students in terms of their relationships
and interactions with their teachers that may be either supportive, warm, accepting or
abusive in terms of rejection, neglect, and strict discipline and control.

The aim of the present study is to carry out the validity, reliability, and partial
norm study of the Turkish Teacher’s Acceptance-Rejection/Control Questionnaire
Child short form (Child TARQ/Control), that was developed by Rohner in 2002 and
revised in 2004 to be used by children to evaluate their perceptions about their
relationships and interactions with their teachers in terms of acceptance-rejection and

behavioral control of their classroom teachers (Rohner, 2005).
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II. REVIEW OF LITERATURE

Historical Background of Child Maltreatment

The systematic study of the phenomenon of child maltreatment is relatively
new but the history of it is as old as the recorded history (Zigler & Hall, 1989). Over
the centuries, children worldwide have been subjected to child abuse and
maltreatment, such as infanticide, ritual killings, maiming, severe physical
punishments, abandonment, mutilation, beatings, and forced labor by their parents
and other caretakers (Veltkamp & Miller, 1994; Zigler & Hall, 1989). For a long
time, children have been treated as the properties of their parents and other
caretakers. Children beyond the age of six were considered as small adults and were
not separated from adults as a class and as separated individuals (Hart, 1991).

The 1874 Mary Ellen case in New York was the first reported instance of
child abuse and it marks the real beginning of the recognition of child maltreatment
in the United States. Mary Ellen was an 8-year-old child who had been chained,
beaten, and starved by her foster parents. She was discovered by a social worker and
taken to the Society for the Prevention of Cruelty to Animals since there was no child
protection agency in those times in the U. S. to handle this case. The Society for the
Prevention of Cruelty to Children was formed out of this experience in 1885 in New
York and during the late nineteenth century many other child protection agencies
were formed (Veltkamp & Miller, 1994; Zigler & Hall, 1989).

In 1962, the article of Dr. C. Henry Kempe and his colleagues, “The Battered
Child Syndrome,” was published in the Journal of the American Medical Association
and parents and other caretakers began to be held responsible for child maltreatment
in terms of physical abuse (as cited in Veltkamp & Miller, 1994; Zigler & Hall,

1989). This article brought the impact of child maltreatment to the attention of the
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medical community and general public. However, physical abuse is only one small,

although severe, portion of the whole area of the child maltreatment (Veltkamp &
Miller, 1994; Zigler & Hall, 1989).

In the late nineteenth and twentieth century, children have emerged from
hundreds years of property status to person status. This marked the separation of
children from adults as a special vulnerable class in need of protection and fostered a
child-saving era to assure the health and welfare of children. The human rights
movement for mistreated and denied adults eventually extended to children and
United Nations (UN) Declaration of the Rights of Children in 1959 had its roots in
this movement which was devoted totally to the protection and nurturance rights of
children. The recently adopted UN Convention on the Rights of the Child (UN
General Assembly, November 20, 1989) is covering a broad range of categories such
as health, family, education, maltreatment, and freedom and it is the best available
formal expression of international opinion on children rights. Also, it is a strong
indicator of the increased, formal, societal emphasis being given to participation,
autonomy, and self-determination rights of children, in balance with protection and

nurturance rights (Hart, 1991).

Definitions of Child Maltreatment
Child maltreatment has been roughly conceptualized under four
subcategories: physical abuse, sexual abuse, emotional abuse, and neglect. English
(1998) and Tower (1992) define physical abuse as an act of commission by a parent
or caretaker characterized by infliction of physical injury (as cited in Horton &
Cruise, 2001). Sexual abuse is defined by Kempe (1978) and Krugman & Jones

(1987) as the involvement of dependent, immature children in sexual activities
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through incest, molestation, and rape (as cited in Horton & Cruise, 2001). Brassard &

Gelardo (1987) state that emotional or psychological abuse includes treating a child
in a rejecting, degrading, terrorizing, isolating, corrupting, exploiting manner, or
denying emotional responsiveness such as love, care, and support (as cited in Horton
& Cruise, 2001). Neglect is defined by Kempe (1978) and Palacio & Quintin (1992)
as a form of maltreatment characterized by a chronic lack of care and implies the
caregiver’s failure to act properly in the areas of health, cleanliness, diet, supervision,
education or meeting of emotional needs (as cited in Horton & Cruise, 2001).

There is a growing agreement that psychological maltreatment is the core
issue in child maltreatment. The term “psychological maltreatment™ is used by some
to describe especially the emotional abuse form of maltreatment and the term clearly
has both cognitive and affective components. Also, psychological maltreatment
relates to the core issues that are inherent in all forms of child maltreatment. So, it
can be said that the term “psychological maltreatment” clarifies and unifies other
constructs. It means that children who experience other forms of maltreatment, such
as physical abuse or neglect, are also affected psychologically and emotionally (Hart
& Brassard, 1987). Since psychological maltreatment may be regarded as an
umbrella construct covering all forms of abuse, and since the present study is
focusing on the assessment of a significant part of perceived psychological
maltreatment in terms of acceptance-rejection on the part of teacher, this term will be
used throughout the study as covering all forms of child maltreatment but especially

psychological abuse form of maltreatment. Also, this term will be further explored.
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Psychological Maltreatment

One of the most common forms of child maltreatment that is difficult to
define is psychological abuse and it has only recently received significant public or
professional attention (Briere, 1992). As stated before, psychological maltreatment is
an umbrella term; however, it can occur in isolation and when it does, it is more
difficult to recognize, as it is vaguer than other types of abuse. Victims of this type of
maltreatment may also have difficulty in recognizing their experience as abuse. They
may have no observable signs of being abused but certain actions of parents or other
caregivers probably injure these children’s self-esteem and self-concept. Since young
children normally interpret what their parents or other caretakers such as stepparents,
babysitters, or teachers say and do as truth, psychological abuse can have such a
powerful impact (Horton & Cruise, 2001).

The International Conference on Psychological Abuse of Children and Youth
that was held in 1983 involved the development of the following working definition
of psychological maltreatment that appears to have a broad level of support:

Psychological maltreatment of children and youth consists of acts of omission

and commission which are judged by community standards and professional

expertise to be psychologically damaging. Such acts are committed by
individuals, singly or collectively, who by their characteristics (e.g., age,
status, knowledge, organizational form) are in a position of differential power
that renders a child vulnerable. Such acts damage immediately or ultimately
the behavioral, cognitive, affective, or physical functioning of the child.

Examples of psychological maltreatment include acts of rejecting, terrorizing,

isolating, exploiting, and “mis-socializing.” (as cited in Hart & Brassard,

1987, p. 3)
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Psychological maltreatment is usually defined in terms of seven types of

parent or caretaker behaviors. The behaviors were adapted from the findings of the
International Conference on Psychological Abuse of Children and Youth as stated in
the work of Garbarino, Guttman, & Seeley (1986) and Hart, Germain, & Brassard
(1987) (as cited in Horton & Cruise, 2001; Briere, 1992). These are listed as:

Rejecting: Verbalizations or behaviors that communicate rejection or
abandonment of the child, such as refusing to help a child or show affection. The
child is avoided or pushed away; she or he is made to feel unworthy, unacceptable,
and the like.

Degrading/devaluing: Words or acts that belittle a child, such as insulting,
name-calling, or humiliating a child in a public. The child is criticized, stigmatized,
deprived of dignity, and made to feel inferior, and so on.

Terrorizing: Verbalizations or actions that are meant to threaten or promote
fear in a child. The child is verbally assaulted, frightened, threatened with physical or
psychological harm such as threats to the well-being of the child, a pet, or a loved
one.

Isolating: Actions by an adult that prevent the child from participating in
normal social events or interactions, which may involve simple refusals or locking
the child up. The child is deprived of social contacts beyond the family, not allowed
friends, kept in a limited area for long periods of time without social interaction.

Corrupting: Encouragement or lack of redirection by the caregiver that
reinforces antisocial behaviors, such as substance abuse, delinquent behavior, or
aggression. The child is “mis-socialized” and taught to behave in an antisocial
manner, encouraged to develop socially unacceptable interests and appetites.

Exploiting: Encouraging, permitting, or demanding a child to act in a way
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that will meet the needs of the caregiver or to be the caregiver’s advantage.

Denying Emotional Responsiveness: By ignoring or refusing to interact with
the child, the caregiver deprives the child of necessary emotional and physical
stimulation. The child is deprived of loving, sensitive care; his or her emotional and
intellectual development is stifled, the child is generally ignored or neglected.

Psychologically maltreated children experience significant psychological
distress and dysfunction since childhood is the most critical period of their lives.
During this critical period assumptions about self, others, and the world are being
formed; their relations to their own internal states are being established; and coping
and skills of affiliation are first acquired. So, psychological maltreatment during this
period can easily have an impact on subsequent psychological and social maturation,
leading to atypical and potentially dysfunctional development (Briere, 1992).
Psychological maltreatment has been indicated to have a variety of psychological
correlates and negative physiological effects, affective effects,
behavioral/interpersonal effects, and academic effects among children (Horton &
Cruise, 2001).

According to the study of Eckenrode, Laird, & Doris (1993) with a sample of
420 maltreated children and a comparison group of 420 nonmaltreated children in the
same community, it was indicated that abused and neglected children have poorer
academic performance, more grade repetition, and more disciplinary problems than
their nonmaltreated counterparts. Again, in another study, Crozier & Barth (2005)
examined cognitive functioning and academic achievement in maltreated children.
The sample consisted of 2368 children between the ages of 6 and 15 years. These
children were participants in the National Survey of Child and Adolescent Well-

Being (NSCAW), a nationally representative sample of children who have been
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reported to child welfare services because of suspected maltreatment and whose

reports resulted in a child welfare services investigation. The results showed that
children in the NSCAW sample were not performing as well as their nationwide
peers on tests of cognitive and academic achievement. The subjects in the study are
more likely to score a standard deviation or more below the mean on standardized
measures of cognitive functioning and academic achievement than normative
samples. These empirical research provide strong evidence for the negative effects of
psychological maltreatment on children in school related domains such as cognitive
functioning, academic performance, and school behavior.

Garbarino, Guttman, & Seeley (1986) state that although an extensive
number of studies have targeted the family as the possible setting for child
maltreatment and have investigated the psychological maltreatment of children by
their parents and its consequences, psychological maltreatment is not a phenomenon
that is specific to family context. This phenomenon also exists in schools, day care
centers, welfare agency shelters for children, and detention centers. Especially school
system, as the key integrative social system next to the family, exposes itself as
another major setting to be analyzed in terms of its potential for psychological
maltreatment of children as well as its prevention (as cited in Bars, 1999; Erkman,

1993).

Psychological Maltreatment in Schools
Educational institutions are expected to develop children and adolescents who
are and going to be effectively functioning, compassionate, and creative adults. The
school should develop educational programs that can enhance emotional and

cognitive competencies in children (Bower, 1972). Hargreavers, Earl, and Ryan
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(1996), in agreement with many researchers and educators, state that one of the most

fundamental reforms needed in education is to make schools into better communities
of caring and support for young people (as cited in Osterman, 2000). It is argued by
some critics that schools pay little attention to the socio-emotional needs of students,
individually or collectively (Osterman, 2000). Research and studies indicate that
psychological maltreatment takes place in educational settings in the form of
corporal punishment, emotional abuse, and neglect by educational staff
(Benbenishty, Zeira, Astor, & Khoury-Kassabri, 2002; Piekarska, 2000; Shumba,
2002). The school system acts on the child and maltreatment occurs within the
concentric zones of national and community policy, educational goals, curriculum,
practices that are implemented, the specific learning and teaching conditions, and
units of teacher-child relationships and interactions (Erkman, 1993).

UN Convention on the Rights of Child that was adopted by General
Assembly of the UN as a major international covenant on November 20, 1989 spell
out the nature of childhood and the rights of children that include freedom from both
psychological and physical maltreatment in all settings, including school, home, and
the criminal justice system (Hyman & Snook, 2000). The covenant states that every
child has to be provided with free and compulsory primary education with discipline
that respects the child’s human dignity. This is what needs to exist but the existing
realities of schools in different communities and countries should be recognized so
that abusive can be altered to nonabusive and then into enhancement of the total
child (Erkman, 1993).

Research on effective schools for young people by Barr & Parrett (2001) and
by Schorr (1989, 1997) reveal a key finding, that is, the consistent presence of

caring, demanding, and well-prepared teachers. Safe, predictable, and caring school
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environments seem to ameliorate risk and enhance school success. Such school

environments have generally been quite successful in improving attendance,
reducing drop-out rates, and improving academic achievement, and in such
environments students are provided with a community of support or a "surrogate
family" (as cited in Zucker, 2001).

Hart (1988) points out the fact that schools sometimes fail to provide positive
and psychologically healthy climates for the development of meaningful
relationships and interactions that are essential for effective learning for the students.
Examples of psychological maltreatment in schooling may be strict discipline and
control through fear and intimidation that interferes with the needs of safety,
belonging, esteem, and love. The different ways of negative discipline in schools can
be seen in terms of physical punishment, rejection and disapproval, verbal abuse
through verbal assaults, words, and tone of voice (as cited in Erkman, 1991).

Teachers form a significant component of the school environment since they
are the people with whom the children spend most of their time in school. Teachers
play a significant role in establishing a psychologically healthy learning environment
in the educational settings in terms of daily interaction with the students and they can
make the socialization process in school abusive or enhancing for their students.
Having emotionally warm relationships with teachers characterized by open
communication, support, and involvement provide students with a sense of security
within school settings and promotes exploration, comfort, the attainment of
competence for children in other school-related developmental domains, as well as
social, emotional, and academic competence (Lynch & Cicchetti, 1992). On the other
hand, teacher-student relationships and interactions may sometimes have abusive

characteristics. Hyman (1986) lists some of the abusive teacher behaviors and these
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include sarcasm, descending tone of voice, criticizing low achievement, forbidding

children from extracurricular activities, name-calling, assigning homework as
punishment, ear pulling, throwing things at the child, hitting, and allowing bullying
and degrading by other children (as cited in Erkman, 1991, 1993). Such abusive
behavior by teachers may have short and long term negative effects on students such
as lack of school adjustment and motivation, school failure, underachievement, low
self-esteem, and other emotional and psychological problems.

In this sense, assessment of the characteristics and effects of teacher-student
interactions and relationships, and teachers’ abusive and enhancing behavior as

perceived by students received the attention of many researchers.

Outcomes of Enhancing and Abusive Teacher Behavior

An extensive body of research indicates that schools, as socializing agencies
and significant communities for young people, and interactions among teachers and
students, differ in terms of establishing psychologically healthy or unhealthy
environments for students. They also have differing impacts on the outcomes of
young people.

Lynch & Cicchetti (1996) state that children’s and adolescents’ interpersonal
relationships with significant individuals that are both inside and outside the
educational settings have crucial roles in the fulfillment of the aforementioned
developmental tasks (as cited in Schiff & Tatar, 2003). Pianta & Walsh (1996) state
that dysfunctional interactions between young people and their teachers, as well as
other significant individuals, can be linked to many developmental problems
involving academic, social, or psychological aspects (as cited in Schiff & Tatar,

2003). Birch & Ladd (1997) and Howes (1999) state that significant teachers fulfill
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important roles in preadolescents’ lives by providing them with fundamental

equipment that is vital to their development and this equipment involves emotional
investment in the child in the form of support, by providing a sense of security and
self-value, and closeness, that encompasses the degree of warmth and open
communication between a child and the teacher (as cited in Schiff & Tatar, 2003).
Also, significant teachers believe both in the child and in his or her ability to
succeed, challenge children’s competence and motivate them to cope with difficult
tasks, and facilitate learning as stated by Brooks (1994), Hendry, Roberts,
Glendinning, & Coleman (1992), Kesner (2000), and Tatar (1998) (as cited in Schiff
& Tatar, 2003).

To reveal the characteristics that make a teacher significant individual in the
life of his or her students, Schiff and Tatar (2003) examined the perceptions of
preadolescent boys and girls regarding the characteristics of their significant
teachers. The sample of the study consisted of 408, 5™ and 6™ grade elementary
school students in Israel. The findings indicated that significant teachers were
characterized as being, in descending order, learning facilitators, reliable, fair,
supporters, warm, and challengers.

Murray (2002) states that both attachment theory and social learning theory
provide a theoretical basis for the significance of close relationships between
teachers and students. Both of the theories suggest that healthy social and emotional
development is facilitated by adult-child relationships that are characterized by
warmth, open communication, active involvement, and structure. According to
Pianta (1999), emotionally warm relationships between students and teachers provide
students with a sense of security within school settings and this promotes

exploration, comfort, and social, emotional, and academic competence (as cited in
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Murray, 2002).

Pianta and Steinberg (1992) designed a study to gain information from
kindergarten teachers regarding their relationships with each of the children in their
classes and the children’s classroom behaviors. The sample in the study consisted of
436 children between the ages of four years five months and six years six months,
and 26 of their kindergarten teachers. The results showed that children with greater
levels of support in relationships with their teachers had fewer behavioral problems,
greater social competencies, and better school adjustment than did the children
experiencing greater conflict in their relationships.

Greenberg, Speltz, & Deklyen (1993) and Pianta (1999) state that similar to
parent-child relationships, teacher-child relationships appear to serve a regulatory
function with regard to social and emotional development of children and, thus, have
the potential to exert a positive or negative influence on children’s ability to succeed
in the school (as cited in Pianta & Stuhlman, 2004). In a more recent study, Pianta &
Stuhlman (2004) examined the associations between closeness and conflict in
teacher-child relationships and children’s social and academic skills in the 1% grade
in a sample of 490 children. Assessments of teacher-child relationships were
obtained in preschool, kindergarten, and 1 grade to assess the stability of teacher-
child relationships across the preschool to 1** grade interval, and value added by
teacher-child relationships to predictions of children’s skill levels in 1% grade above
and beyond the assessments of these skills in preschool. Results showed moderate
correlations among teachers’ ratings of conflict and slightly lower correlations
among teachers’ ratings of closeness across years. Hierarchical regression analyses
predicted children’s social and academic skills in the 1% grade from teacher-child

relationships quality. Findings generally confirmed that teacher-child relationships
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play a significant role in children’s ability to acquire the skills necessary for success

in school.

Klem & Connel (2004) examined the relationship between teacher support,
student engagement, and academic achievement. They used longitudinal data from
the First Things First school reform model implemented in a large, urban school
district. Student records and survey data were obtained from studies conducted in six
elementary and three middle schools for years 1990-1995. Measures of teacher
support and engagement from the perspectives of students and teachers were
obtained at the beginning of each spring semester. The results indicated that teacher
support is important to student engagement in school as reported by students and
teachers. Students who perceive their teachers as creating a caring, well-structured
learning environment in which expectations are high, clear, and fair are more likely
to report engagement in school. In turn, high levels of engagement are associated
with academic performance and commitment.

Educators and parents value motivation in school for its long-term
contribution to children’s learning and self-esteem. In contrast to psychological
research that has focused on intrapsychic influences on motivation of students,
educational research has focused on teacher behaviors that should be effective in
promoting student motivation (Skinner & Belmont, 1993). Skinner & Belmont
(1993), on the basis of a new motivational model that has as its cornerstone the
notion that the source of motivation is internal to the child, so that when the social
surround provides for children’ basic psychological needs, motivation will flourish,
examined the effects of three dimensions of teacher behavior on children’s
behavioral and emotional engagement across a school year. These dimensions were

involvement, structure, and autonomy support. The sample consisted of 144 children



17
from the 3™, 4™ and 5™ grades and their 14 female teachers. The findings of the

study revealed that there is a strong reciprocal relationship between teachers’
behaviors and students’ engagement in the classroom. Students’ behavioral and
emotional engagement in the classroom was predicted from teachers’ interactions
with students, both directly and through their effects on students’ perceptions of their
interactions with teachers.

Wentzel (1998) examined the preadolescents’ supportive relationships with
parents, teachers, and peers in relation to motivation at school in terms of school and
class related interest, academic goal orientations, and social goal pursuit. The sample
consisted of 167, 6™ grade secondary school students and it was equally distributed
in terms of gender. The findings indicated that supportive relationships with parents,
teachers, and peers were related to multiple and different aspects of motivation at
school. Perceived support from teachers was found to be unique in its relations to
outcomes most proximal to classroom functioning, interest in class, and pursuit of
goals to adhere to classroom rules and norms. Relations of perceived support from
teachers to students’ reported social goal pursuit, prosocial and irresponsible
classroom behavior have been reported elsewhere (Wentzel, 1994). However, that
student interest in academic activities might be driven by teacher characteristics that
reflect social as well as curricular and instructional approaches to learning confirms
the significant impact of teacher-student relationships on student motivation at
school and the significance of these relationships in the lives of young children.

In a more recent study, Murdock & Miller (2003) examined the relations
between 206, 8" grade students' achievement motivation and their perceptions of
teacher caring, after accounting for influences of parents and peers and controlling

for prior (7th grade) motivation. Motivation was assessed using students' self-reports
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of academic self-efficacy and intrinsic valuing of education, as well as teacher

ratings of effort. Teacher, parent, and peer influences on motivation were based on
students' self-reports on perceived teacher caring, perceived parental attachment,
perceived parental academic support, and perceived peer academic support. Findings
of the study revealed that perceived teacher caring accounted for significant amounts
of variance in all three measures of 8" grade motivation, after controlling for both 70
grade motivation and perceived motivational influences from parents and peers.

Osterman (2000) states that to experience relatedness and a sense of
belonging in the school settings the students must feel that they are worthy of respect
and that the others in this context care for them. Since students’ beliefs about
themselves develop through their interactions, if these interactions are positive and
affirming, students will have a strong sense of relatedness and belongingness. On the
contrary, if experiences are negative, that is, if students feel that they are not valued,
cared, and unwelcome, their sense of relatedness and belongingness in the school
context suffers. As they feel rejected, they are less likely to initiate prosocial
behaviors, instead, adopting patterns of aggression or withdrawal. The students’ such
experiences in the school setting, especially in the classroom, then shape their self-
perceptions and behaviors.

At this point, teachers play a major role in determining whether students feel
that they are cared for, accepted, and a welcome part of the school community. Being
accepted, included, or welcomed leads to positive emotions such as happiness,
elation, contentment, and calm while being rejected, excluded, or ignored leads to
intense negative feelings of anxiety, depression, grief, jealousy, and loneliness.
However, all students do not experience teacher support and acceptance. Research by

Kinderman (1993), Ladd (1990), Schwartz (1981), Swift & Spivack (1969), and
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Wentzel & Asher (1995) indicate that students receive differential treatment from

teachers on the basis of characteristics such as race, gender, class, ability,
appearance, teachers’ perceptions of student engagement, and ability. Also, other
studies suggest that teachers’ treatments, preferences, and patterns of interactions
with students influence the nature of peer relationships. The findings of these studies
show a relationship between teacher preference and peer acceptance, engagement,
and academic performance from kindergarten through high school (as cited in
Osterman, 2000).

Despite the fact that emotional abuse is considered one of the most
devastating forms of child abuse, and there is overwhelming research on emotional
abuse, there are still very few studies that have examined this form of child abuse
within the classroom. Krugman & Krugman (1984) carried out one of the most
known and comprehensive studies to have examined the emotional abuse within the
school context. They observed 17 elementary pupils who were emotionally abused
by their teacher. The pupils reported the following behaviors of the teacher as
abusive: harassment; verbal put-downs; labeling (stupid, dummy); inconsistent
erratic behavior; screaming at children until they cried; inappropriate threats to
control the classroom; allowing some children to harass and belittle others; use of
homework as punishment; throwing homework at children; and physical punishment.
The study found that the pupils exhibited the following symptoms: excessive worry
about school performance (88 %); change from positive to negative self-perception
(76 %); verbalized fear that teacher would hurt children (71 %); excessive crying
about school (35 %); headaches (35 %); stomach aches (29 %); decreased
functioning in social situations outside class (29 %); nightmares or sleep disturbances

(24%); school avoidance or refusal (24 %); and withdrawal behavior or depression
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(18 %). Positive changes in the behaviors of 15 of 17 children were reported after the

removal of teacher from the school (as cited in Shumba, 2002).

In a study, Piekarska (2000) examined the school stress components, its
frequency and intensity, and its psychological and temperamental correlates and
consequences. The sample consisted of 271 students between the ages of 13 and 14.
The results of the study showed that the most frequent components of school stress
factors as perceived by students were teachers’ behaviors related to teaching and
assessment. Students’ descriptions of these behaviors were classified by research
team as psychologically and emotionally abusive according to the theoretical
conceptualization and definition. In turn, school stress was found to be significantly
related to anxiety and low school results in term of success and adjustment.

Hyman (1990) states that being abused by teaching and non-teaching school
staff may have an especially adverse effect on children since this staffs are
significant as sources of physical and emotional support and protection for them.
Especially younger students turn to them for comfort when they are in need. The
adults in school are, or ideally should be, the children’s immediate source of help
when they are threatened or bullied. Furthermore, students learn important life skills
in empathy, respect for others, and conflict resolution through their interactions with
the adults in school. Thus, victimization by teaching or non-teaching staff in the
school may have grave and long-lasting consequences for emotionally or physically
abused children (as cited in Benbenishty et al., 2002).

The studies of Hyman & Wise (1979) and Hyman, Zelikoff, & Clarke (1988)
indicated that students subjected to mockery, isolation, verbal discrimination,
physical and verbal assault, and sexual harassment by school staff are more likely to

develop problems in school such as aggressive behavior, fearful reactions, somatic
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complaints, dependency and regression, and re-experiencing the trauma inflicted by

the educator that is called Educator Induced Posttraumatic Stress Disorder (as cited
in Benbenishty et al., 2002). Student-teacher relationship is related to other effects of
staff maltreatment as the student may learnt to fear the teacher rather than respect
him or her and the teacher becomes an individual who is aversive and someone to
escape from or avoid (Benbenishty et al., 2002).

Aggressive and violent behavior of teachers and non-teaching staff may also
result in a strong social learning effect. Students may perceive such types of behavior
as legitimate forms of social influence and conflict resolution. Therefore, certain
practices by educators that were originally intended to restrain student violence may
actually increase the frequency and severity of violence by these students and their
peers (Hyman & Snook, 2000).

Benbenishty et al. (2002) examined the prevalence of emotional and physical
maltreatment of students by educational staff in primary schools in Israel. The
sample consisted of 5472 students from the 4™, 5™, and 6™ grades in 71 primary
schools. Overall, researchers found that almost 33% of students reported emotional
maltreatment by staff and 22.2% of students reported physical maltreatment by staff.
Also they found that males are maltreated more than females and lower socio-
economic status of parents is associated with higher rates of maltreatment by
teaching and non-teaching staff.

In another study which was carried out in Zimbabwe by Shumba (2002), the
nature, extent, and effects of emotional abuse and its perpetrators in Zimbabwean
primary schools were examined. The results indicated that emotional abuse is the
most rarely reported form of child abuse in Zimbabwean primary schools. However,

it was indicated that some teachers shout at pupils; scold pupils for mistakes; use
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vulgar language on pupils; humiliate pupils publicly; and label students negatively as

stupid, foolish, and so on. According to most teachers (71.3%), female teachers
emotionally abuse pupils in the majority of the cases. When teachers are asked about
the possible effects of some behavioral forms of emotional abuse on children, they
gave the following answers: it destroys the confidence in pupils; it confuses pupils; it
discourages pupils; it humiliates the pupils; it induces fear in pupils; it makes pupils
develop negative attitudes towards school; it destroys the sense of self-worth of the
pupil; it affects the pupil’s self-image; it demotivates pupils; it irritates the pupil; it
frustrates the pupil; and it embarrasses pupils.

When we look at the Turkish family and education systems we see that they
are generally patriarchal, authoritarian, restrictive, overprotective, and controlling.
While the children are rewarded when they are respectful, passive, calm, and when
they obey the rules, they are punished when they are active, assertive, and inquisitive
(Fisek, 1982).

In Turkey, there is a limited body of research on psychological maltreatment
of children. Zeytionoglu (1988) asked experts to give their definitions of child
maltreatment and it was revealed that psychological maltreatment is the most stated
(78.3%) form of abuse. Abusive behaviors that were stated included belittling, lack
of love, putting emotional pressures on the child, not giving decision-making power
to children, and forcing the child to meet the expectations of the family (as cited in
Cakar, 1994; Erkman, 1991).

Goziitok (1993) examined the teachers’ and teacher trainees’ attitudes
towards corporal punishment and the extent of corporal punishment in primary,
secondary, and high schools in Ankara. The sample consisted of 364 teachers and

teacher trainees and 596 students from primary, secondary, and high schools in
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Ankara. There were in total 9 schools, 3 of them from low socioeconomic level, 3 of

them from middle socio-economic level, and 3 of them from high socioeconomic
level. The findings indicated that teachers’ corporal punishment attitude scale point
average was found to be “moderate”. The types of punishment that teachers were
stated to use include verbal sarcasm (f=126), shouting at students (f=61), the
punishment of standing on one foot (f=58), the punishment of not to go out during
break time (f=58), the punishment of writing (f=40), and corporal punishment such
as hitting the head or hand. The frequency of corporal punishment of teachers was
stated by students as; everyday (9.22 %), once a week (25.66 %), once in two weeks
(12.41 %), and once in a month (14.93 %). Overall, it was indicated that even if the
frequency of it differs, corporal punishment does exist in schools and all grades and
socio-economic levels.

Erkman & Alantar (1988) asked experts their opinions on emotional abuse
and abusive behaviors. On the basis of these reported abusive behaviors they
developed Perceived Emotional Abuse Inventory (PEAIA) and administered it to 337
adolescents. The results of the study revealed that students who perceived high
emotional abuse from their teachers had lower self-concept, higher anxiety, poorer
family and social relationship, and depression as compared to students who
perceived low emotional abuse from their teachers.

In another study, Cakar & Erkman (1994), in an attempt to expand the
Erkman & Alantar (1988) PEAI-Teacher form that consisted of 16 items, developed
Perceived Teacher Behavior Inventory (PTBI), a 60 item tool assessing students’
perceived psychological maltreatment from their teachers. After the tool was
constructed and its reliability study was carried out, it was administered to 300, gt

grade students for further reliability and construct validity study of the tool. The



24
results of construct validation of the tool indicated that there are significant, positive

relationships between the perceived psychological abuse from teachers and anxiety
and depression. Also, there are negative significant relationships between perceived
psychological abuse from teachers and self-concept and achievement. It was
concluded that the PTBI is a valid and reliable tool assessing perceived abuse by
students from their teachers.

Bars (1999) carried out the partial norm study of the PTBI with a sample of
459 students who were 9" and 10™ grade students coming from different SES level
schools. The study revealed that when the gender groups are compared, it was found
that females perceive higher teacher abuse than males. When the different age groups
were compared, it was found that the higher the age of a student, the higher the
perception of abuse from teacher. Also the study indicated that the perception of
abuse from teachers is negatively correlated with semester point average levels of
students, that is, teacher psychological abuse is negatively related to school
achievement of students. Another finding of the study is that subjects who have

illiterate fathers and illiterate mothers seem to perceive the most abuse from teachers.

Assessment of Teacher Behavior in Schools
Because of the issues of challenge of prediction and complexity of the
information gathering process, assessment of teacher behaviors, teacher-student
relationships and interactions require an assessment process informed by multiple
perspectives and multiple methods across multiple occasions and in multiple
contexts. This involves gathering information related to the child's perspective, the
teacher's perspective, and direct observation of behaviors, interactions, or

relationships in the classroom. Proper methods include interview approaches,
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questionnaires, behavior checklists, and self-report instruments when assessing the

perspectives of elementary and middle-school children (Zucker, 2001).

Some known instruments that are used for assessing psychological
maltreatment in schools, teachers’ behaviors, and teacher-student relationships
include Critical Incident Assessment by Zelikoft & Hyman (1987), School Trauma
Survey of Hyman, Witkowsky, Lambert, Alderman, & Tucker (1988), Perceived
Teacher Behavior Inventory of Cakar (1994), and Student-Teacher Relationships
Scale of Pianta (1999) (as cited in Bars, 1999; Zucker, 2001).

In Turkey, we have a very limited number of objective tools that may be used
to assess teachers’ abusive and enhancing behaviors. The aim of the present study is
to carry out the validity, reliability, and partial norm study of the Turkish Teacher’s
Acceptance-Rejection/Control Questionnaire Child Version (short form) (Child
TARQ/Control) which was developed by Rohner in 2002 and revised in 2004, to be
able to use the instrument in educational or psychological research in Turkey, if it is
found to be a sound instrument. The tool was developed to assess children’s
perceptions about their relationships and interactions with their teachers in terms of
acceptance-rejection and behavioral control of their classroom teachers (Rohner,
2005).

The Child TARQ/Control has a rational-theoretical basis since it was
developed upon the Parental Acceptance-Rejection Theory (PARTheory) by Rohner.
To be able to clarify the rational-theoretical basis of the Child TARQ/Control,
PARTheory, warmth dimension of parenting, methods in PARTheory research,
evidence supporting the main features of PARTheory, and studies carried out in

Turkey upon PARTheory will be briefly discussed in the next section.
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Parental Acceptance-Rejection Theory

PARTheory is evidence based emotional abuse theory that attempts to predict
and explain causes, consequences, and other correlates of parental acceptance-
rejection for behavioral, cognitive, and emotional development of children. It is a
theory of socialization and lifespan development and the main assumption
underlying the theory is that all human-beings around the world have a need to
receive warmth from the people who are important for them (Erkman, 1992; Rohner,
2005). The theory attempts to answer five classes of questions divided into three sub-
theories, namely personality sub-theory, coping sub-theory, and socio-cultural
systems sub-theory (Rohner, 2003, 2005).

Personality sub-theory attempts to predict and explain major personality or
psychological consequences of perceived parental acceptance and rejection. It asks
the questions that children everywhere respond in essentially the same way when
they perceive themselves to be accepted or rejected by their parents. And, as to the
second question, to what degree do the effects of childhood rejection extend into
adulthood and old age (Rohner, 2003, 2005).

Coping sub-theory asks the question of what gives some children and adults
the resilience to emotionally cope with the experiences of childhood rejection more
effectively than the others who experience the rejection (Rohner, 2003, 2005).

Finally, socio-cultural systems sub-theory asks the question of whether it is
true that specific psychological, familial, community, and societal factors tend to be
reliably associated with specific variations in parental acceptance-rejection in the
worldwide, or not (Rohner, 2003, 2005).

Parental acceptance and rejection form the warmth dimension of parenting,

which is a continuum, and all humans can be placed on this continuum, since
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everyone has experienced, more or less, love at the hand of major caregivers in

childhood. So, warmth dimension of parenting has to do with the quality of
affectional bond between the children and their parents, and with the verbal and
physical expression of these feelings by parents. At one end of the continuum, there
is parental acceptance that refers to the warmth, affection, care, concern, comfort,
nurturance support, or love that children may experience from their parents or other
major caregivers. There is parental rejection at the other end of the continuum and it
refers to the absence or significant withdrawal of these feelings and behaviors by the
presence of various psychologically or physically hurtful behaviors and affects
(Rohner, 2003, 2005).

Rohner (2003, 2005) states that over the course of 45 years, an extensive
body of cross-cultural research revealed that parental rejection can be experienced by
any combination of four principal expressions. These are: (1) cold and
unaffectionate, the opposite of being warm and affectionate, (2) hostile and
aggressive, (3) indifferent and neglecting, and (4) undifferentiated rejecting. The last
expression, undifferentiated rejecting, refers to individuals’ beliefs that their parents
do not really care about or love them even though there might not be clear behavioral
indicators that parents do so.

Rohner (2003, 2005) states that parental acceptance-rejection can be studied
from two perspectives, that is, it can be studied as perceived by the individual
(phenomenological perspective), or it can be studied as reported by an outside
observer (the behavioral perspective). Although these two perspectives generally
lead to similar conclusions, PARTheory research suggests that if it is not so, one
should generally trust the information derived from phenomenological perspective.

This is true since the outside observers may fail to detect any behavioral indicators of
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rejection even though the child feels the opposite way or vice versa. As Kagan

(1978) states, "parental rejection is not a specific set of actions by parents but a belief

held by the child" (as cited in Rohner, 2005, p. 61).

Methods in PARTheory Research

To test the core aspects of this theory, five discrete methods or types of
studies have been used. Since the first type of these studies is most related to the
present study, it will be explored in the next paragraph.

The first type of studies includes quantitative psychological studies using
techniques such as interviews, behavior observations, and self-report questionnaires,
most notably the Parental Acceptance-Rejection Questionnaire (PARQ), the Parental
Acceptance-Rejection/Control Questionnaire (PARQ/Control), and the Personality
Assessment Questionnaire (PAQ). Both PARQ and PARQ/Control have three
versions. The PARQ is used to assess children’s perceptions of the degree of
acceptance or rejection they receive at the hands of their mothers, fathers, or other
caregivers. The PARQ/Control is the same as the PARQ but it also includes a control
scale that assesses the behavioral control the children experience from their
caregivers. The second versions of these instruments (the Adult PARQ and the Adult
PARQ/Control) are used to assess adults’ recollections of their childhood
experiences of maternal or paternal acceptance-rejection (and control). The third
versions (the Father/Mother PARQ and the Father/Mother PARQ/Control) ask
parents to reflect on their own accepting-rejecting and controlling behaviors toward
their children. The PAQ, on the other hand, assesses individuals’ (adults’ or
children’s) self-perceptions of overall psychological adjustment (Rohner, 2003,

2005).
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The Child TARQ/Control is a 29-item adaptation of the standard the Child

Parental Acceptance-Rejection Questionnaire/Control (the Child PARQ/Control) and
the structure of the Child PARQ/Control, as well as its scoring procedures and
interpretation, is pertinent to the Child TARQ/Control. Because of these, detailed
information about the PARQ and the PARQ/Control will be explored in the

instruments section of the present study.

Evidence Supporting the Main Features of PARTheory

Overwhelmingly, the most developed portion of this theory is its personality
sub-theory. Majority of the evidence on this sub-theory comes from the studies in
which the PARQ, the PARQ/Control, and the PAQ have been used with thousands of
children and adults in many ethnic groups and societies throughout the world
(Rohner, 2003, 2005).

Khaleque & Rohner (2002) state that regardless of racial, cultural,
geographic, and linguistic variations, every study that has used these instruments
revealed the same conclusion: the experience of parental acceptance-rejection tends
to be associated with many forms of psychological adjustment or maladjustment. The
meta-analysis of 43 studies with 7563 respondents worldwide indicated that 3,433
studies with nonsignificant results would be required to disconfirm the conclusion
that perceived acceptance-rejection is panculturally associated with children’s
psychological adjustment; (as cited in Rohner, 2005).

The quality of adults’ intimate relationships with their partners is known to be
associated with variations in adults’ psychological adjustment. In this regard, Rohner
and Khaleque (2005) found that the self-reported impaired psychological adjustment

of 88 American women was related to the degree to which they experienced their
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intimate male partners as somewhat rejecting (as cited in Rohner, 2005).

Another study by Varan, Rohner, & Eryuksel (2005) in Turkey with 440
Turkish males and 660 females found that perceived partner acceptance along with
both remembered maternal acceptance and paternal acceptance all made significant
and independent contributions to variations in the level of psychological adjustment
of both men and women (as cited in Rohner, 2005).

Worldwide, studies carried out by researchers such as Belsky & Pensky
(1988), Chen, Rubin, & Li (1995), Dumka, Roosa, & Jackson (1997), Erkman
(1992), Fattah (1996), Greenberger & Chen (1996), Hassab-Allah (1996), Hayward
(1987), Parker, Kiloh, & Salama (1990), Richter (1994), Whitbeck, Hoyt, Miller, &
Kao (1992), and Whitbeck, Conger, & Kao (1993) revealed that parental rejection is
consistently related to both clinical and non-clinical depression and depressed affect
within major ethnic groups and in many countries (as cited in Rohner, 2005).

The studies of researchers such as Ajdukovic (1990), Marcus & Gray (1998),
Maughan, Pickles, & Quinton (1995), Pedersen (1994), Rothbaum & Weis (1994),
Salama (1984), Saxena (1992), and Simons, Robertson, & Downs (1989) indicated
that besides leading to depression, parental rejection also appears to be a major
predictor of behavior problems including conduct disorders, externalizing behavior,
and delinquency (as cited in Rohner, 2005). Also, substance abuse was found to be
related to parental rejection by Coombs & Paulson (1988), Coombs, Paulson, &
Richardson (1991), Myers, Newcomb, Richardson, & Alvy (1997), Rosenberg
(1971), Shedler & Block (1990) (as cited in Rohner, 2005).

In Turkey, several studies were carried out by using the PARQ and other
tools for assessing parental acceptance-rejection and its possible outcomes and

correlates. Some of these studies consist of the validity, reliability, and norms studies
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of the Turkish PARQ, the Turkish PARQ/Control and their different versions.

In 1990, Erdem & Erkman investigated the relationship between perceived
parental acceptance-rejection and self-concept, anxiety, attributional style of
causality, parenting attitudes, and academic achievement for the construct validation
of the Child PARQ/Control. The study consisted of 344, 13 and 14 year old gt grade
students. Results indicated that perceived rejection was significantly negatively
related to self-concept and academic achievement and significantly positively related
to anxiety and helpless explanatory style of causality (Erdem & Erkman, 1990).

In another study, Alantar & Erkman (1988) investigated the relationship
between parental rejection and emotional abuse with 377, 16 year old high school
students coming from different socioeconomic levels. It was found that as parental
rejection increased, perceived abuse increased (Alantar, 1988).

Erkman (1989) carried out another study in which she investigated the
relationship between parental rejection and perceived family environment with
remigrant 16 year old Turkish students. The findings showed that the perception of
cohesion in family correlated negatively with maternal low warmth, aggression,
neglect, and undifferentiated rejection (as cited in Erkman, 1992).

In 1990, Kozcu examined the relationship between parental acceptance-
rejection, perceived emotional abuse, mental health level, and other factors including
perceived family attitudes and substance abuse with 127 university students. The
results indicated that mental health level is negatively related with perceived
emotional abuse and parental rejection. Substance abuse was found to be higher
among students who reported high emotional abuse and parental rejection (as cited in

Erkman, 1992).
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III. STATEMENT OF THE PROBLEM AND RESEARCH

QUESTIONS

An extensive body of research undertaken worldwide makes it obvious that
teachers are important nonparental adults for their students since they play a major
role in psychological, emotional, social, behavioral, and academic development of
their students. Teachers’ abusive and enhancing behavior, different forms of teacher-
student relationships and interactions have been indicated to have a variety of affects
and psychological correlates among children and adolescents.

Educational researchers and in school settings, school counselors and
psychologists need objective, valid, and reliable tools to be able to assess particular
aspects of teacher behaviors for developing prevention and intervention programs.
Via prevention programs, teachers and teacher trainees may be educated about the
possible effects of abusive and enhancing behavior and they may be trained about
how to behave in the classroom or how to interact with their students for the healthy
development of them. Via intervention programs, teachers who were reported to have
abusive behavior by such tools may be trained to change such behavior into
enhancing ones. The intervention programs may also be developed to be used with
students who report a high degree of perceived abusive behavior from his or her
teacher and who suffer from such behavior.

Worldwide, there are variety of tools for assessing teacher behavior, teacher-
student interactions and relationships. However, in Turkey, the number of objective,
valid, and reliable tools that assess teacher behavior, teacher-student interactions and
relationships is limited So, as educational researchers and school counselors, we need
such tools.

Taking this need into account, the aim of the present study is to carry out the
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validity, reliability, and partial norm study of the Turkish Child TARQ/Control that

assesses the perceived acceptance-rejection and behavioral control from teachers.

The questions that the present study will investigate are as follows:

I.  What is the reliability of the Turkish Child TARQ/Control Short Form?

A. What is the reliability of the Turkish Child TARQ/Control Short Form in

terms of internal consistency?

a.

b.

What is the range of item-total correlations?

What are the ranges of item-subscale correlations?

What is the range of subscale-subscale correlations?

What is the range of subscale-total correlations?

What are the Cronbach Alpha values for the warmth/affection,
hostility/aggression, indifference/neglect, undifferentiated rejection
subscales, for the control scale, and for the total Turkish Child

TARQ?

B. What is the temporal stability of the Turkish Child TARQ/Control Short

Form as assessed by test-retest correlation?

a.

What are the two to three week interval test-retest correlations for the
Warmth/Affection, Hostility/Aggression, Indifference/Neglect,
Undifferentiated Rejection subscales, for the Control scale, and for the

total Turkish Child TARQ

II. What is the validity of the Turkish Child TARQ/Control Short Form?

A.  What is the concurrent validity of the Turkish Child TARQ/Control Short

Form?

a.

Is the Turkish Child TARQ/Control Short Form significantly and
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positively correlated to the Perceived Teacher Behavior Inventory?

b. Is the Turkish Child TARQ/Control Short Form significantly and
negatively correlated to the Teacher Support Subscale?
B. What is the construct validity of the Turkish Child TARQ Short Form as
investigated by factor analysis?
a. Do the items cluster around four factors that are consistent with the
original subscales?
b. Do the items cluster around two primary factors namely warmth and
rejection?
c¢. How many factors do the items cluster around with free factor
analysis?
III. What are the partial norms of the Turkish Child TARQ/Control according to age,
gender, self reported semester point average (SPA), school SES, teacher gender,
number of children in the family, mother and father education, and mother and

father employment status?
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IV.METHOD

Subjects

Data were mostly collected from the 5t grade students for the present study.
In some schools, data were also collected from the 4™ grade students since the
number of 5™ grade students was not enough. The data were not collected from upper
or lower grades than 5™ and 4™ grades because in upper grades, the students have
different teachers for each class, therefore, the students do not have much chance to
spend so much time with one teacher. However, 5™ and 4™ grade students have one
classroom teacher who enters many of their classes and with whom they can spend
much more time. So, 5™ and 4" grade students were expected to have more valid and
reliable perceptions about their teachers’ behaviors. In lower grades, students may
not be mature enough to understand the instructions, directions, and the items of the
measures. After taking all these factors into consideration, it was decided to run the
study with 5™ and 4™ grade students.

The subjects were chosen from the population of children studying in the 5t
and 4™ grade of 6 primary schools representing three different socio-economic
statuses (SES) in Istanbul: two schools representing the high SES, two representing
the middle SES, and two representing the low SES in order to be able to make the
subjects more representative of the population of 5™ and 4™ grade children. Socio-
economic levels of the schools were estimated depending on the location of the
schools and their being public or private schools.

The selection of the schools was done on a convenience basis in terms of
willingness to cooperate with the researcher and participate in this study. After taking
permission from the Ministry of National Education and principals of the schools, the

measures of the study were applied to 503 female and male students from six
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different schools and three different SES levels (see Table 1).

Table 1: Distribution of the Sample according to School and SES of the School.

School SES of the School Frequency Percent
A Low SES 118 23.5
B Low SES 67 13.3
Total 185 36.8
C Middle SES 94 18.7
D Middle SES 76 15.1
Total 170 33.8
E High SES 87 17.3
F High SES 61 12.1
Total 148 29.4
TOTAL 503 100

Table 1 shows that most of the subjects were the students of school A and
these students constitute 23.5 % of the sample with 118 students. The least
represented school was F with 61 subjects that make up 12.1 % of sample. In terms
of school SES, most of the subjects were the students of low SES schools and they
constitute 36.8 % of the sample with 185 students. Subjects from the middle SES
schools make up 33.8 % of the sample with 170 students and subjects from the high
SES schools making up 29.4 % of the sample with 148 students

For test-retest reliability, one school from each SES level was selected. This
selection was based on the cooperation of the school administration for the second

data collection after two to three weeks following the initial application of measures.
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The total number of the subjects for the second data collection was 253 (see Table 2).

Table 2: Test-Retest Reliability Sample Description by School and SES of the School.

School SES of school Total
A Low SES 109
C Middle SES 84

F High SES 60
TOTAL 253

Demographic characteristics of the sample are as follows: the age range of
10.6 to 10.11 1s the most frequent age range in the sample, (n = 175) and it

constitutes 34.8 % of the total sample (see Table 3).

Table 3: Distribution of the Sample according to Age.

Age Range Frequency Percent
Unstated 29 5.8
9.0-95 19 3.8
9.6-9.11 40 8.0
10.0-10.5 127 25.2
10.6 —10.11 175 34.8
11.0-11.5 97 19.3
11.6-11.11 11 2.2
12.0-12.5 5 1.0

Total 503 100
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In terms of gender, male population was less than females, with 51.1 %

females and 48.9 % males. Most of the subjects were born in the Marmara Region,
(79.7 %) and the rest were from seven regions of Turkey and different cities abroad
(see Table 4). According to the distribution of birthplaces in terms of cities, most of

the subjects were born in Istanbul with 77.7 % (see Appendix E Table E 1).

Table 4: Distribution of the Sample according to Birthplace (Regions).

Birthplace Frequency Percent
Unstated 37 7.4
Marmara Region 401 79.7
Aegean Region 7 1.4
Inner Anatolian Region 12 2.4
Black Sea Region 21 4.2
Mediterranean Region 3 0.6
Southeast Anatolian Region 5 1.0
East Anatolian Region 11 2.2
Abroad Country 6 1.2
Total 503 100

The most frequent SPA range as stated by subjects was 4.50-5.00 with 59.2 %
of total subjects and 19.3 % of subjects not knowing or stating their last SPA (see
Table 5)

For this study, data were collected from 18 different classes in 6 different
schools and only three of these classes’ classroom teachers were male teachers.

Classroom teachers of 15 classes were female teachers. Data analysis indicated that
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79.9 % of the total sample (n = 402) had a female classroom teacher while 20.1 % of

the total sample (n = 101) had a male classroom teacher.

Table 5: Distribution of the Sample according to SPA.

Semester Point Average Frequency Percent
Unstated 97 19.3
1.00 - 1.49 4 0.8
1.50 - 1.99 2 0.4
2.00 - 2.49 3 0.6
2.50-2.99 8 1.6
3.00-3.49 9 1.8
3.50-3.99 21 4.2
4.00 - 4.49 61 12.1
4.50 - 5.00 298 59.2
Total 503 100

In high SES schools, data were also collected from the 4™ grade students
since the number of the 5™ grade students in these schools is less than the number of
5™ grade students in middle and low SES schools. The second reason was to be able
to make high SES schools as equally representative as the other SES level schools.
The sample consisted of 420, 5t grade students that is 84 % of the total sample and
83, 4™ grade students that is 16 % of the total sample.

In terms of number of children in the family it was seen in most of the
families that 48.1 % were two children families. The families who had more than

four children had the lowest percentage (see Table 6).
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Table 6: Distribution of the Sample according to Number of Children in the Family.

Number of Children Frequency Percent
Unstated 8 1.6

1 child 109 21.7

2 children 242 48.1

3 children 97 19.3

4 children 31 6.2
More than 4 children 16 3.2
Total 503 100

In terms of parental education, subjects’ mothers were mostly primary school
graduates with 25.2 %, followed by high school graduates (20.3 %) and university
graduates (20.3 %) (see Table 7).

Table 7: Distribution of the Sample according to Mother Education.

Mother Education Frequency Percent
Unstated 14 2.8
Not primary school graduate 26 5.2
Primary school graduate 127 25.2
Secondary school graduate 73 14.5
High school graduate 102 20.3
Vocational high school graduate 26 5.2
Entered university but not graduated 17 34
University graduate 102 20.3
Graduate or postgraduate 16 3.2

Total 503 100
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Fathers of the subjects were more educated compared to their mothers with

29 % university graduates and with 21.5 % high school graduates (see Table 8).

Table 8: Distribution of the Sample according to Father Education.

Father Education Frequency Percent
Unstated 13 2.6
Not primary school graduate 10 2
Primary school graduate 82 16.3
Secondary school graduate 64 12.7
High school graduate 108 21.5
Vocational high school graduate 33 6.6
Entered university but not graduated 15 3
University graduate 146 29
Graduate or postgraduate 32 6.4
Total 503 100

In terms of the employment status, while 64.4 % of the subjects’ mothers

were not working, 94.2 % the subjects’ fathers were working. Subjects’ mothers that

were not working were mostly housewives with 56.4 % and fathers that were not

working were mostly retired (see Tables 9, 10). In terms of profession, most of the

fathers were working as free with 38.6 %, while most of the mothers have no

profession with 56.5 % (see Tables 11, 12).

While categorizing the professions of parents, the professions such as

engineer, teacher, doctor, lawyer, academician, and pharmacists were considered as

professionals and parents who work without social security and without paying
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income taxes were considered as free lance workers. The professions that can not be

categorized were stated as “other”

Table 9: Distribution of the Sample according to Mothers’ Employment Status.

Mothers’ Employment Status Frequency Percent
Retired 29 5.8
Looking for a job 11 2.2
Housewife 275 56.4
Dead 1 0.2
Working 177 35.2
Other 10 0.2
Total 503 100

Table 10: Distribution of the Sample according to Fathers’ Employment Status.

Fathers’ Employment Status Frequency Percent
Retired 14 2.8
Looking for a job 7 1.4
Dead 4 0.8
Working 474 94.2
Other 4 0.8
Total 503 100
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Table 11: Distribution of the Sample according to Mothers’ Profession.

Mothers’ Profession Frequency Percent
No profession 284 56.5
Government employee 18 3.6
Private sector employee 52 10.3
Free 13 2.6
Worker 14 2.8
Free lance 37 7.4
Professional 44 8.7
Other 14 2.8
Unstated 27 5.4
Total 503 100

Table 12: Distribution of the Sample according to Fathers’ Profession.

Fathers’ Profession Frequency Percent
No Profession 7 1.4
Government Employee 38 7.6
Private Sector Employee 106 21.1
Free 194 38.6
Worker 37 7.4
Free lance 11 2.2
Professional 65 12.9
Other 25 5
Unstated 20 4

Total 503 100
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Instruments

In this study, four instruments were used for the purposes of establishing the
validity, reliability, and for the partial norm study of the Child Teacher Acceptance-

Rejection Questionnaire/Control Turkish Short Form.

Demographic Form

In order to be able to determine the demographic characteristics of the subject
population, the demographic form developed by Bars (1999) was utilized with the
elimination and addition of some questions. This form includes questions on age,
sex, sex of teachers, number of siblings, profession and the employment of parents,
educational information of the parents, and the previous semester’s point average of

the subjects. The demographic form is presented in Appendix A.

Teacher’s Acceptance-Rejection/ Control Questionnaire, Child Version (Short Form)
(Child TARQ/Control)

The Child TARQ/Control (short form) is a 29-item adaptation of the standard
Child Parental Acceptance-Rejection Questionnaire/Control (Child PARQ/Control
short form) which was developed for children to assess the perceived parents’
(mothers’ and fathers’) acceptance-rejection and behavioral control. The structure of
the child PARQ/Control (short form) as well as its scoring procedures and
interpretation is pertinent to the Child TARQ/Control which was designed by Rohner
in 2002 and revised in 2004 to be used by children to evaluate the perceived
acceptance-rejection and behavioral control of their classroom teachers (Rohner,
2005).

The Parental Acceptance-Rejection Questionnaire (PARQ) is a self-report
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instrument which was designed by Rohner in 1971 on a rational-theoretical basis to

measure perceptions of individuals about parental acceptance-rejection (Rohner,
2003). The PARQ has three versions namely the Adult PARQ, the Parent PARQ, and
the Child PARQ which are nearly identical except for verb tense (present or past),
and referent (mother, father, or child version of the PARQ). The Adult PARQ
assesses adults’ perceptions of their parent’s (father’s or mother’s) treatment of them
when they were at primary school age 7 through 12. The Parent PARQ asks fathers
and mothers to assess the way they perceive how they treat their children at the
present; and the Child PARQ asks children to assess the way they feel their mother
or father treat them at the present (Rohner, 2003).

The Parental Acceptance —Rejection/Control Questionnaire is identical to the
PARQ except that it incorporates the 13-item Parental Control Scale that assesses the
parental behavioral control. The Child PARQ/Control was developed by Rohner,
Saavedra, and Granum in 1980. As all versions of the PARQ/Control, the Child
PARQ/Control consist of five scales namely Warmth/Affection,
Hostility/Aggression, Indifference/Neglect, Undifferentiated Rejection, and Control.
The Child TARQ/Control consists of the same scales, that is, overall acceptance-
rejection, and Control scale. The Warmth/Affection scale refers to teacher-child
relationships where teacher is perceived to give love or affection without
qualification, but not necessarily with great demonstrations. The
Hostility/Aggression scale assesses conditions where children believe their teacher is
angry, bitter, or resentful of them, or to conditions where children believe or think
that their teacher intends to hurt them, physically or verbally. The
Indifference/Neglect scale assesses conditions where children see their teacher as

unconcerned or uninterested in them. Children see such teachers as paying little
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attention to them, or not wanting to spend time with them. Undifferentiated Rejection

scale assesses the perceived rejection from teacher, that is, perceived absence or
significant withdrawal of warmth and affection. The fifth scale, that is, Control scale
assesses the extent to which children perceive their teachers to be behaviorally
controlling (Rohner, 2005).

The original form of the Child PARQ/Control consists of 73 items whereas
the Child TARQ/Control Short Form and the Child PARQ/Control Short Form
consist of 29 items. In the original scale, the Warmth/Affection subscale consists of
20 items; the Hostility/Aggression and Indifference/Neglect subscales each consists
of 15 items, the Undifferentiated Rejection subscale consists of 10 items, and the
Control scale consists of 13 items; whereas, in the Child TARQ/Control Short Form,
the Warmth/Affection subscale consists of 8 items; the Hostility/Aggression and
Indifference/Neglect subscales each consists of 6 items, the Undifferentiated
Rejection subscale consists of 4 items; and the Control scale contains 5 items
(Rohner, 2003, 2005).

Analysis of the reliability and validity of the Child PARQ and the Mother
PARQ was guided in 1975 by the standards outlined in the American Psychological
Association’s Standards for Educational and Psychological Tests (1974) (as cited in
Rohner, 2003). The Acceptance, Hostile Detachment and Rejection scales of the
Schaefer’s Child’s Report of Parent Behavior (CRPBI) and the Physical Punishment
Scale of the Bronfenbrenner’s Parental Behavior Questionnaire (BPB) were used to
assess the convergent and discriminant validity of the Adult and Child PARQ. The
results showed that all four scales of both the adult and child versions are
significantly related to the validation scales (p<.001). The correlations between the

PARQ and the validation scales ranged from .43 to .90 for the adult form and .55 to
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.83 for the child form. As the principal measure of reliability, the Cronbach Alpha

coefficient was used. In the 1975 validation study, the PARQ reliability coefficients
for the mother version of the Adult PARQ range from .86 to .95, with a median
reliability of .91 and reliability coefficients on the mother version of the Child PARQ
spread from .72 to .90 with a median reliability off .82. A second study by Rohner
and Cournoyer in 1975 with 58 students at the University of Connecticut revealed a
spread of reliability coefficients from .83 to .96 with a median coefficient of .91. In
summary, it can be concluded that measures of reliability along with the measures of
convergent and discriminant validity in these studies indicated that the instrument is
sound (Rohner, 2003).

Factor analysis of the items of the Adult and the Child PARQ (mother
version) revealed that in the Adult version, three factors namely rejection,
acceptance, and physical punishment emerged and accounted for 75.5% of the
variance. In the Child version, two factors accounted for 58 % of the variance and
these were the factors of rejection and acceptance (Rohner, 2003).

In Turkey, Polat carried out the translation study of the PARQ in 1988. She
administered the questionnaire to 120, 5t grade students from upper middle and low
SES. She found that Cronbach Alpha coefficients of the subscales of the PARQ
ranged from .76 to .89 and the Cronbach Alpha coefficient of the total scale was
found to be .80 (Polat, 1988).

In 1990, Erdem and Erkman carried out the validity and reliability study of
the Child PARQ with 344, 8" graders coming from different SES in Istanbul. For
construct validation study, factor analysis was used and it yielded two factors as in
the original study of Rohner in 1980. Also, the test-retest reliability coefficient of the

subscales ranged between .48 and .64, and for the total score, it was .70. The
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Cronbach Alpha coefficients of the subscales were found to be ranging between .78

and .90. The subscale total correlations were found to ranging between .85 and .90
(Erdem & Erkman, 1990).

In the Child TARQ/Control short form and other versions of the PARQ, all
items are scored on a four point Likert-like scale ranging from (4) Almost always
true to (1) Almost never true. In the Child TARQ/Control short form, the score of
each scale is computed by adding the points of the items of that scale. Some items
(items 16 and 20) are reverse scored, that is, 4 points is reversed to 1 point, 3 points
to 2 points, 2 points to 3 points, and 1 point to 4 points. To compute the total TARQ
score, scores of the scales of Warmth/Affection, Hostility/Aggression,
Indifference/Neglect, and Undifferentiated Rejection are summed with the entire
Warmth/Affection scale reverse scored. To compute the Control scale, the points of
the items of the Control scale are added together (Rohner, 2005).

Low scores on the acceptance and rejection portion of the questionnaire, that
is, the sum of all four acceptance-rejection scales, with the entire Warmth/Affection
scale reverse scored reveal that the teacher is perceived to be accepting (i.e., warm
and affectionate, low in hostility and aggression, low in indifference and neglect, and
non-rejecting in the undifferentiated form). High scores reveal the opposite, that is,
the teacher is perceived to be rejecting, that is, cold and unaffectionate, hostile and
aggressive, indifferent and neglecting, and rejecting in undifferentiated form. Low
scores on the Control scale reveal that the teacher is perceived to be low in
behavioral control (i.e., permissive/lax control) and high scores reveal that the
teacher is strict/restrictive in control. Scores at or above the midpoint of 60 on the
acceptance and rejection portion of the Child TARQ/Control show that the teacher is

perceived to be qualitatively more rejecting than accepting (Rohner, 2005).
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Translation of the Child PARQ/Control was carried out by Polat in 1988 by

using back translation techniques. In 1993, Anjel and Erkman, and in 2000, Varan
translated the form into Turkish again with some revisions, and in 2002 Erkman
carried out the last revision. In the present study, the Child TARQ/Control Turkish
Short Form was taken from the Turkish Child PARQ/Control and a few changes
were made by the researcher. The Turkish Child PARQ/Control that was used for
translating the Child TARQ/Control Short Form is the version by Erkman (2002).
The items of the Turkish Child TARQ/Control Short Form are almost identical to the
items of the Turkish Child PARQ/Control except the referent (my teacher instead of
my father or my mother) and a few words. Translation and transliteral equivalence
studies of the PARQ for adapting its versions to Turkish were carried out before by
Polat (1988) and Anjel (1993). In this study, transliteral equivalence study of the
Child TARQ/Control short form was not carried out since the items of the Child
TARQ/Control are identical to other versions of the PARQ except the referent and

tense. The Turkish Child TARQ/Control is presented in Appendix B.

The Perceived Social Support Scale-Revised/Teacher Support Subscale (PSSS-
R/TSss)

The Perceived Social Support Scale (PSSS-R) was developed (1997) and
revised by Yildirim (2004). It is a self-report instrument that assesses levels of
perceived social support from family, friends, teachers for high school students
(Yildirim, 1997).

The instrument has 50 items and three subscales. The subscales are the family
support subscale (FSss) with 20 items, the peer support subscale (PSss) with 13

items, and the teacher support subscale (TSss) with 17 items. It consists of a 3-point
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Likert Scale where 3 points are given to “suitable to me”, 2 points are given to

“partially suitable to me”, and 1 point is given to “not suitable to me”. The minimum
score 1s 50 and maximum score is 150. High points mean high perceived social
support (Yildirim, 2004).

Yildirim (1997) carried out the validity and reliability study of the instrument
with a sample of 660, 8", 9™ 10" and 11™ grade students. The age of the students
ranged between 14 and 17 years. For the reliability study of the instrument and its
subscales, test-retest and Cronbach Alpha techniques were used. Analysis of the data
showed that test-retest reliability for the total PSSS-R was found to be .91, for the
FSss, it was .89, for the PSss, it was .85, and for the TSss, it was found to be .86.
Cronbach Alpha coefficients were found to be .91, .94, .91, and .93 respectively
(Y1ildirim, 2004).

Principle component analysis (PCA) was used for the construct validation of
the PSSS-R and its subscales. The results indicated that the FSss had three factors:
social companionship and emotional support, advice and information support, and
appraisal support. The PSss had one factor, namely, emotional and appraisal support.
And finally, the TSss had two factors: emotional support and information and
appraisal support (Yildirim, 2004).

The Criterion validity of the PSSS-R was examined by correlating the total
score of the PSSS-R and the scores of its subscales with the Beck Depression
Inventory (BDI) and The Daily Hassles Scale (DHS). Negative significant
correlations were found between the PSSS-R and the BDI. The correlation
coefficients were found to be -.32 between the PSSS-R and the BDI; -.30 between
the FSss and the BDI; -.19 between the PSss and the BDI; and -.23 between the TSss

and the BDI. Also negative significant correlation was found between the PSSS-R /
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TSss and the DHS. There was no significant correlation between the FSss / PSss and

the DHS (PSSS-R and DHS= -.36; TSss=-.34) (Yildirim 2004). For the purposes of

the present study only TSss has been utilized (see Appendix C).

The Perceived Teacher Behavior Inventory (PTBI)

For assessing the adolescents’ perceptions of abusive parental and teacher
behavior, Erkman and Alantar developed an inventory called The Perceived
Emotional Abuse Inventory for Adolescents (PEAIFA) in 1988 which has two parts
namely the Parental Section (PS) with 36 items and the Teacher Section with 16
items (Bars, 1999). In 1994, Cakar developed The Perceived Teacher Behavior
Inventory (PTBI), based on the study of Erkman and Alantar, for the purpose of
assessing psychological maltreatment in schools as perceived by students from their
teachers (Cakar, 1994).

For the purpose of item construction, three sources were utilized. The first
source was the valid instruments that assess emotional abuse and/or classroom
environment such as the Parental Acceptance-Rejection Questionnaire (PARQ), the
Classroom Environment Scale (CES), the Perceived Emotional Abuse Inventory
(PEAIFA-PS-TS), and the Family Environment Scale (FES). The second source was
the abuse literature and the third source was the investigator herself and her thesis
advisor. A total of 74 items were formulated and 16 of them were original while the
rest were taken from the valid instruments stated above and that were included with
some modifications (Cakar, 1994). The items that had item correlations below .25
were deleted and the final form consisted of 60 items (Bars, 1999).

PTBI is a self-report instrument on which all items are scored on a four point

Likert-like scale ranging from (4) “Almost always” to (1) “Almost never”. The
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maximum possible score that can be attained from the scale is 240 and the minimum

is 60. In the scale, 18 items are reverse scored. PTBI can be administered to school-
aged children and adolescents in nearly 30 minutes (Bars, 1999).

Studies of reliability and validity were carried out by Cakar in 1994 with a
sample of 300, g grade students. The results of data analysis indicated an adequate
internal consistency with .90 Cronbach Alpha value for the 74 item PTBI and .91
Cronbach Alpha value for the 60 item PTBI which is the final form. The range of
item-total correlations of the final form was from .23 to .81 with an average value of
.63. Five weeks interval test-retest reliability was found to be .70. For the study of
construct validity, perceived abuse was correlated with self-concept via the Piers-
Harris Children’s Self-Concept Scale (WIFAM), depression via the Beck Depression
Inventory (BDI), anxiety via the State-Trait Anxiety Inventory-Trait Form (STAI-T),
and achievement of the students via the Grade Point Average (GPA) of the students.
The results indicated that perception of psychological abuse from teachers correlated
significantly with depression, anxiety, self-concept, and achievement, .41, .42, -.51,
and -.26 (p<.01) respectively (Cakar, 1994).

Another study for the PTBI was carried out by Bars in 1999 with a sample of
459 adolescents studying in the 9th grade of seven high schools from three different
socio-economic levels for the purpose of partial norm and reliability studies of PTBI.
The results of reliability studies indicated that item-total correlations of the PTBI
ranged between .23 and .81 with 75 % of the items having item-total correlations
above .60. One-month interval test-retest reliability values were .84 for low school
SES and .93 for middle school SES. The partial norms of PTBI on age, gender,
semester point average (SPA), schools SES, and mother’s education were established

by this study (Bars, 1999). The PTBI is presented in Appendix D.
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Procedure

The first step in this study was the selection of the sample that consists of the
5™ and in some schools also the 4™ grade students from low, middle, and high socio-
economic levels. For this purpose, six primary schools in Istanbul were selected on a
convenience basis. Two of these schools represent the high SES, the other two
represent the middle SES, and the last two represent the low SES.

The second step of the present study was taking permission from the Ministry
of National Education and the principals of the identified schools in order to collect
data from students. After taking permission, arrangements for the administration of
the tools were made by the researcher by contacting the school principals, school
counselors, and classroom teachers.

The third step was the selection of three schools from the six schools for the
administration of the TARQ/Child short form for the purpose of a two to three weeks
interval test-retest reliability study of the tool. These three schools represent the three
different SES levels. After two to three weeks from the initial administration, the tool
was readministered in these three schools.

The researcher carried out all test administrations via the help of school
counselors. After presenting the TARQ/Child short form, the PTBI, and the PSSS-
R/TSss as the questionnaires measuring student-teacher relationship that the
researcher uses in her thesis, subjects were informed about how they were going to
answer the four instruments, namely the Demographic Form, the TARQ/Child short
form, the PTBI, and the PSSS-R/TSss. On the first page of each instrument,
instructions about how the instruments are answered were written. The subjects were
instructed not to write their names on the instruments but to write their codes which

were given to all subjects by the researcher.
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Data Analysis

In this study, to establish the reliability of the tool, internal consistency and
temporal stability of the tool was investigated. Internal consistency of the instrument
was determined by the corrected item-total, item-subscale, subscale-total, subscale-
subscale and Cronbach Alpha correlation coefficients for the total TARQ, for its
subscales, and for the Control scale separately. Temporal stability of the tool was
determined by two to three weeks interval test-retest administration and to find the
test-retest reliability coefficient for the total TARQ, for its subscales, and for the
separate Control scale, the Pearson Product Moment Correlation technique was used.

To establish the validity of the Turkish Child TARQ/Control, the total TARQ
scores of the subjects were correlated with their scores on the PTBI and the PSSS-
R/TSss by using the Pearson Product Moment Correlation technique to determine its
concurrent validity. To determine its construct validity, factor analyses were carried
out for four factors consistent with the original subscales, for two factors, that is
overall warmth and rejection, and as free to determine how many factors do the items
cluster around. For the factor analyses, Varimax Rotated Factor Analysis method was
used.

To determine the partial norms for the Turkish Child TARQ/Control short
form, descriptive statistics techniques such as frequencies, percentages, means, and
standard deviations were carried out for age, self-reported SPA, gender, school SES,
father and mother educational level, father and mother employment status, father and
mother profession, teacher gender, and birthplace of participants. Also, One-Way
Analysis of Variance (ANOVA) statistics were carried out to investigate significant
differences between the subgroups and the Scheffe procedure was conducted to

investigate which subgroups differed significantly from the others, if they did.
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V. RESULTS

This chapter describes the actualization of three purposes; namely;
establishing the reliability of the Turkish Child TARQ/Control in terms of internal
consistency and temporal stability; establishing the concurrent and construct validity
of the instrument; and establishing the preliminary norms for 4™ and 5™ grades of the
Turkish Child TARQ/Control according to age, gender, school SES, self-reported
semester point average, number of children in the family, father and mother

education, employment status of father and mother, and teacher gender.

Results on Reliability
Internal Consistency
Corrected item-total correlations of the Turkish Child TARQ ranged between
.31 (item 5) and .64 (item 12) with 50 % of the items having item-total correlations

above 0.50 with an average value of .50 (see Table 13).

Table 13 Corrected Item-Total Correlations of the Turkish Child TARQ.

Item No r Item No r Item No r

1 .56 11 Sl 21 41
2 45 12 .64 22 49
4 .39 13 57 23 .50
5 31 15 45 24 42
6 57 16 .59 25 .52
8 41 17 53 27 48
9 48 18 48 28 .55

10 .62 19 44 29 .63




56
The Cronbach Alpha value for the total TARQ was found to be .90 (r =.90; p<.01)

(see Table 19).

While computing the corrected item-total correlations, the items of the control
scale were not computed since the score of this scale is not used while computing the
total score of the Child TARQ and it is computed and used separately.

Corrected item-subscale correlations were computed for the four subscales of
the instrument, namely, the warmth/affection subscale, the hostility/aggression
subscale, the indifference/neglect subscale, the undifferentiated rejection subscale
and for the separate control scale.

Corrected item-subscale correlation of the warmth/affection (W/A) subscale

ranged between .42 (item 4) and .62 (item 29), with an average of .53 (see Table 14).

Table 14: Corrected Item-Subscale Correlations of the Warmth/Affection Subscale.

Item no r Item no r

1 52 21 .50
4 42 23 .55
11 .54 27 .56
15 .53 29 .62

The Cronbach Alpha value for the Warmth/Affection subscale was found to be .81
(r=.81; p<.01) (see Table 19).

Corrected item-subscale correlations of the hostility/aggression (H/A)
subscale ranged between .28 (item 5) and .56 (item 12), with an average of .43 (see

Table 15).



57
Table 15: Corrected Item-Subscale Correlations of the Hostility/Aggression Subscale

Item no r Item no r

5 28 17 47
8 43 22 46
12 .56 24 37

The Cronbach Alpha value for the Hostility/Aggression subscale was found to be .68
(r=.68; p<.01) (see Table 19).

For the subscale of indifference/neglect (I/N), corrected item-subscale
correlations ranged between .41 (item 2) and .53 (item 13), with an average of .47

(see Table 16).

Table 16: Corrected Item-Subscale Correlations of the Indifference/Neglect

Subscale.

Item no r Item no r

2 41 16 46
9 .50 18 48
13 53 28 46

The Cronbach Alpha value for the Indifference/Neglect subscale was found to be .74
(r=.74; p<.01) (see Table 19).

Corrected item-subscale correlations of the Undifferentiated Rejection (UR)
subscale ranged between .35 (item 19) and .56 (item 10), with an average of .47 (see

Table 17).
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Table 17: Corrected Item-Subscale Correlations of the Undifferentiated Rejection

Subscale.

Item no r Item no r

6 Sl 19 35
10 .56 25 44

The Cronbach Alpha value for the Undifferentiated Rejection subscale was found to
be .67 (r=.67; p<.01) (see Table 19).

For the separate Control scale corrected item-total correlations were
computed and found to be ranging between .09 (item 3) and .24 (item 14), with an

average of .14 (see Table 18).

Table 18: Corrected Item-Total Correlations of the Control Scale.

Item no r Item no r

3 .09 20 .03
7 21 26 23
14 24

The Cronbach Alpha value for the Control scale was found to be .34
(r=.34; p<.01) (see Table 19).

Table 19 shows the Cronbach Alpha values of the warmth/affection,
hostility/aggression, indifference/neglect, undifferentiated rejection subscales, the

control scale, and the total TARQ.
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Table 19: Cronbach Alpha Values of the Turkish Child TARQ/Control.

Scale Cronbach Alpha
Warmth/Affection R
Hostility/Aggression 68%**
Indifference/Neglect T4%*
Undifferentiated Rejection O7%*

Control 34k

Total TARQ 90**

**p<.01.

For investigating the internal consistency of the Turkish Child TARQ,
subscale-total and subscale-subscale correlations were also computed. The
correlations ranged between .47 (between H/A and W/A) and .70 (between H/A and
UR) for the subscale-subscale correlations and .82 and .87 for the subscale-total

correlations (see Table 20).

Table 20: Subscale-Subscale and Subscale--Total Correlations for the Turkish Child

TARQ.
W/A H/A I/N UR Total TARQ
W/A 1.0** ATH* 2% S2H* 82 H*
H/A 1.0** 63%* J70%* 82 H*
I/N 1.0%** .64+ 8T7H*
UR 1.0** 82 %*
Total TARQ 1.0%*

**p< 01,
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Temporal Consistency

For investigating the temporal stability of the Turkish Child TARQ/Control
and its subscales, the tool was readministered to 253 of 503 students (see Table 2 on
p. 37) two to three weeks after the initial administration. The Two-three weeks
interval test-retest reliability coefficient of the total TARQ was found to be .76 and
for the subscales the coefficients were found to be ranging between .51 (Control
scale) and .66 (W/A subscale). All of the correlation coefficients were found to be
significant at the .01 level. Test-retest reliability coefficients of the total TARQ and

its subscales can be seen on Table 21.

Table 21: Test-Retest Correlation Coefficients of the Total TARQ, the Subscales, and

the Control Scale.

Scale r
Warmth/Affection 66%*
Hostility/Aggression .60%*
Undifferentiated Rejection 617%*
Indifference/Neglect S5%*

Control S1E*

Total TARQ 16%*

*Ep<.01.

Results on Validity

Concurrent Validity
To investigate the concurrent validity of the Turkish Child TARQ/Control,

the scores of the subjects on this instrument were correlated with their scores on two
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different instruments, namely, the Perceived Teacher Behavior Inventory (PTBI) and

the Teacher Support Subscale (TSss) of the Perceived Social Support Scale-Revised
(PSSS-R).

Whether if there is a positive significant correlation between the Turkish
Child TARQ/Control and the PTBI, was investigated since on the PTBI, the higher
the score, the higher the perceived psychological abuse from the teacher and on the
TARQ/Control, the higher the score, the higher the perceived rejection from the
teacher. The Pearson Product Moment Correlation technique indicated a correlation
coefficient of .82 between the Turkish Child TARQ and the PTBI that is significant
at the .01 level (r=.82; p<.01). The same technique yielded a correlation coefficient
of .20 between the control scale and the PTBI that is significant at the .01 level
(r=.20; p<.01).

It was also investigated whether there is negative significant correlation
between the Turkish Child TARQ/Control and the TSss since on the TSss, the higher
the score, the higher the perceived social support from the teacher and since
perceived social support and warmth are highly related concepts. The Pearson
Product Moment Correlation technique indicated a correlation coefficient of -.79
between these two instruments that is significant at the 0.01 level (r=-.79; p<.01).
The correlation coefficient between the control scale and the TSss was found to be
-.07 that is not significant at the .01 level. Also, the correlation coefficient between

the PTBI and the TSss was found as r =-.79; p<.01.

Construct Validity
To investigate the construct validity of the Turkish Child TARQ/Control

short form, Varimax rotated factor analysis was carried out. In this study, firstly, four
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factors were investigated since the total TARQ contains four different subscales.

Table 22 shows the results of the Varimax rotated factor analysis with four factors.

Table 22: Varimax Rotated Factor Analysis with Four Factors.

Subscales Factor I Factor 2 Factor 3 Factor 4
W/A 1,4,11, 15
21,23,27,29
H/A 5,12, 17 8,22 24
I/N 16 2,13 9,18 28
UR 6, 10, 19 25

As can be seen on Table 22, Factor 1 contains all the items of
warmth/affection subscale and one item of the indifference/neglect subscale; Factor 2
contains three items of the hostility/aggression subscale, two items of the
indifference/neglect subscale, and two items of the undifferentiated rejection
subscale; Factor 3 contains two items of the hostility/aggression subscale, two items
of the indifference/neglect subscale, and one item of the undifferentiated rejection
subscale; and Factor 4 contains one item from all the subscales except
warmth/affection subscale. These four factors were found to account for 48.67 % of
the variance.

When the items that fall under four factors were compared with the items of
four subscales it is seen that 100 % of the warmth/affection subscale items and 16.67
% of the indifference/neglect subscale items fall under Factor 1; 50 % of the
hostility/aggression subscale items, 33.33 % of the indifference/neglect subscale

items, and 50 % of the undifferentiated rejection subscale items fall under Factor 2;
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33.33 % of the hostility/aggression subscale items, 33.33 % of the

indifference/neglect subscale items, and 25 % of the undifferentiated rejection
subscale items fall under Factor 3, and 16.67 % of the hostility/aggression subscale
items, 16.67 % of the indifference/neglect subscale items, and 25 % of the
undifferentiated rejection subscale items fall under Factor 4. As it is seen, most of the
items (9) cluster around Factor 1, while the others spread between three factors.
Item-factor correlations were found to be ranging between .43 and .65, .36 and .61,
.46 and .57, and .33 and .56 for Factors 1, 2, 3, and 4 respectively (see Appendix F
Table F 1).

Secondly, two factors, warmth and rejection, were investigated and Table 23

shows the results of the Varimax rotated factor analysis with two factors.

Table 23: Varimax Rotated Factor Analysis with Two Factors.

Subscales Factor 1 Factor 2

W/A 1,4,11, 15,21,
23,27,29

H/A 5,8,12,17,22,24

I/N 9,13,18,28 2,16

UR 6, 10, 19, 25

As can be seen on Table 23, Factor 1 contains all the items of overall rejection
subscales except item 2 and 16 that are the items of the indifference/neglect subscale.
Factor 1 contains all the items of warmth/affection subscale that is the overall
warmth/acceptance, and item 2 and 16. These two factors were found to account for

39.37 % of the variance. Item factor correlations were found to be ranging between
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.31 and .67 for Factor 1 and, .34 and .65 for Factor 2 (see Appendix F Table F 2).

When the items that fall under two factors were compared with the items that
belong to the warmth/affection subscale and the three overall rejection scales, it is
seen that 87.5 % of the overall rejection scales items fall under Factor 1 and 100 %
of the warmth/affection subscale items and 12.5 % of the indifference/neglect
subscale items fall under Factor 2. As it is seen most of the items (14) that belong to
overall rejection scales cluster around Factor 1 and the items that belong to overall
acceptance scale cluster around Factor 2.

Thirdly, free factor analysis was carried out and it yielded 4 factors that are

the same as the analysis with four factors.

Results on Normative Values
The norms of the Turkish Child TARQ/Control short form according to age,

gender, school SES, SPA, teacher gender, number of children in the family, parental
education, and parental employment status were computed using mean and standard
deviation.

As can be seen on Table 24, the means of the Turkish Child TARQ short
form scores by age range between 42.65 (unstated) and 35.6 (12 years — 12 years 5
months). The mean score of the students who did not state their ages is the highest
one and it means that this group perceives the highest rejection from their teachers.
Also, it can be seen that the older the age of a student the lower the mean score for
perception of rejection from teacher which can be suggestive of being negatively
correlated with age. Additionally, One-Way Analysis of Variance (One-Way

ANOVA) statistics was carried out to investigate significant differences between age
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groups. It was found that the means of each eight age groups did not significantly

differ from each other (see Table 25).

Table 24: Means and Standard Deviations of the Turkish Child TARQ by Age.

Age Range Mean N Std. Deviation
Unstated 42.65 29 10.83

9-95 40.68 19 12.82
9.6-9.11 38.43 40 13.50
10-10.5 38.30 127 12.01

10.6 - 10.11 38.90 175 13.66
11-11.5 37.32 97 12.38
11.6-11.11 36.73 11 11.55
12-12.5 35.60 5 9.02

Total 38.61 503 12.72

Table 25: One-Way ANOVA for the Turkish Child TARQ Scores by Age.

Source SS df MS F
Between Groups 830.74 7 118.68 0.73
Within Groups  80376.89 495 162.38

Total 81207.63 502

Table 26 shows that the means of the Control scale scores by age range
between 14.64 (11.6 — 11.11) and 17.00 (12 — 12.5). One-Way Analysis of Variance
statistics was carried out to investigate significant differences between the age
groups. It was found that the means of each eight age groups did not significantly

differ from each other (see Table 27).
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Table 26: Means and Standard Deviations of the Control Scale by Age.

Age Range N Mean Std. Deviation
Unstated 29 15.28 2.12
9-95 19 15.79 2.07
9.6-9.11 40 15.35 2.30
10-10.5 127 15.45 2.78
10.6 - 10.11 175 15.99 2.80
11-11.5 97 16.05 241
11.6-11.11 11 14.64 2.77
12-12.5 5 17.00 2.55
Total 503 15.74 2.63

Table 27: One-Way ANOVA for the Control Scale Scores by Age.

Source SS df MS F
Between Groups 65.30 7 9.33 1.36
Within Groups 3402.62 495 6.88

Total 3467.92 502

As can be seen on Table 28, the mean score of the Turkish Child TARQ for
males is greater than the one for females. One-Way ANOV A statistics was carried
out to investigate significant differences between gender and it was found that males’
mean score is significantly different and higher than the females’ (F= 15.81; p<.001)

indicating higher perception of rejection from their teachers (see Table 29).
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Table 28: Means and Standard Deviations of the Turkish Child TARQ Scores by

Gender.
Gender N Mean Std. Deviation
Male 246 40.88 14.19
Female 257 36.44 10.72
Total 503 38.61 12.72

Table 29: One-Way ANOVA for the Turkish Child TARQ Scores by Gender.

Source SS df MS F p
Between Groups 2484.86 1 2484.85 15.81**** 001
Within Groups ~ 78722.77 501 157.13
Total 81207.63 502

*aExp<.001

Table 30 shows that the mean score of the Control scale for males is greater

than the one for females.

Table 30: Means and Standard Deviations of the Control Scale by Gender.

Gender N Mean Std. Deviation
Male 246 16.10 2.56
Female 257 15.40 2.65

Total 503 15.74 2.63
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One-way ANOVA result indicated that males’ mean score is significantly

different and higher than the females’ (F=9.08; p<.005) (see Table 31).

Table 31: One-Way ANOVA for the Control Scale Scores by Gender.

Source SS df MS F p
Between Groups 61.74 1 61.74 9.08#** .005
Within Groups 3406.18 501 6.80
Total 3467.92 502

*xEp<.005.

Table 32 shows means and standard deviations of the Turkish Child TARQ
scores for each school SES groups. In the middle SES sub-sample it is seen that the
mean value of perception of rejection by teachers is 39.52 and is numerically higher

than the low SES and high SES sub-samples’.

Table 32: Means and Standard Deviations of the Turkish Child TARQ Scores by

School SES.
School SES N Mean Std. Deviation
Low SES 185 38.68 12.43
Middle SES 170 39.52 13.54
High SES 148 37.48 12.08
Total 503 38.61 12.72

One-Way ANOVA statistics was carried out to investigate if there are

significant differences between the SES groups and it was found that the SES groups
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did not significantly differ from each other in terms of TARQ mean scores (see Table

33).

Table 33: One-Way ANOVA for the Turkish Child TARQ Scores by School SES.

Source SS df MS F
Between Groups 331.74 2 165.87 1.03
Within Groups 80875.89 500 161.75

Total 81207.63 502

Table 34 shows the means and standard deviations of the Control scale by
school SES. It is seen that the mean score of the control scale for middle SES group

is the highest one while high SES group has the lowest one.

Table 34: Means and Standard Deviations of the Control Scale Scores by School

SES.
School SES N Mean Std. Deviation
Low SES 185 15.47 2.70
Middle SES 170 16.31 2.56
High SES 148 15.44 2.53
Total 503 15.74 2.63

One-way ANOVA statistics indicated that the means of the Control scale of
SES groups differed significantly (F=6.13; p<.005) (see Table 35). Scheffe
procedure was conducted to investigate which groups differed and the results

indicated that middle SES group significantly differed from the low and high SES
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group while low and high SES groups did not significantly differ from each other.

Therefore, middle SES group perceives the highest control from their teachers (see

Table 36).

Table 35: One-Way ANOVA for the Control Scale Scores by School SES.

Source SS df MS F p
Between Groups 82.97 2 41.49 6.13%%* .005
Within Groups ~ 3384.95 500 6.77
Total 3467.92 502

*xEp<.005.

Table 36: Scheffe Procedure for the Control Scale Scores by School SES.

Subset for alpha = .05

School SES N 1 2
High SES 148 15.44

Low SES 185 15.47

Middle SES 170 16.31
*p<.05

Means and standard deviations of the Turkish Child TARQ scores by SPA
levels are presented on Table 37. There were 97 subjects who did not state their
SPA’s, so they were eliminated in this analysis. It is seen that there is a negative

relationship between SPA and TARQ scores except in some cases.
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Table 37: Means and Standard Deviations of the Turkish Child TARQ Scores by

SPA.

SPA N Mean Std. Deviation
1.00 - 1.49 4 38.75 12.87
1.50 - 1.99 2 70.00 4.24
2.00 - 2.49 3 45.00 21.17
2.50-2.99 8 45.87 15.54
3.00 - 3.49 9 40.56 10.98
3.50-3.99 21 43.33 13.00
4.00 - 4.49 61 40.46 13.85
4.50 - 5.00 298 36.40 11.15
Total 503 38.61 12.72

Table 38 shows that SPA groups differed significantly (F=4.51; p<.001). To
investigate which groups differed from each other, the Scheffe procedure (p<0.05)
was conducted and it was found that the group with 1.50-1.99 SPA significantly
differed from all the SPA groups except 2.00-2.49 and 2.50-3.00. The SPA groups

other than the 1.50-1.99 did not significantly differ from each other (see Table 39).

Table 38: One-Way ANOVA for the Turkish Child TARQ Scores by SPA.

Source SS df MS F p
Between Groups 5532.62 8 691.58 4.51%*#x 001
Within Groups 75675.01 494 153.19

Total 81207.63 502

wHEEp 001
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Table 39: Scheffe Procedure for the Turkish Child TARQ Scores by SPA

Semester Point Average N Subset 1 Subset 2
4.50 - 5.00 298 36.40

1.00 - 1.49 4 38.75

4.00 - 4.49 61 40.46

3.00-3.49 9 40.56

3.50-3.99 21 43.33

2.00 - 2.49 3 45.00 45.00
2.50-2.99 8 45.87 45.87
1.50 - 1.99 2 70.00
*p<.05

Table 40 shows the means and standard deviations the Control scale by SPA.

It is seen that the SPA group with 2.00 — 2.49 perceives the highest teacher

behavioral control while the group with 1.00 — 1.49 SPA perceives the lowest one

Table 40: Means and Standard Deviations of the Control Scale Scores by SPA.

Semester Point Average N Mean Std. Deviation
1.00 - 1.49 4 13.00 231
1.50-1.99 2 16.00 0.00
2.00 -2.49 3 17.00 1.53
2.50-2.99 8 16.63 2.07
3.00 - 3.49 9 15.67 2.55
3.50-3.99 21 16.05 1.94
4.00 - 4.49 61 15.56 2.67
4.50-5.00 298 15.73 2.66
Total 406 15.73 2.61
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The results of One-way ANOVA statistics indicated no significant

differences between the means of the Control scale scores of different SPA groups

(see Table 41).

Table 41: One-Way ANOVA for the Control Scale Scores by SPA.

Source SS df MS F
Between Groups 51.59 7 7.37 1.08
Within Groups 2705.06 398 6.80

Total 2756.65 405

Table 42 shows the means and standard deviations of the Turkish Child
TARQ scores by teacher gender and it is seen that the mean score of male teachers is

higher than the female teachers’.

Table 42: Means and Standard Deviations of the Turkish Child TARQ Scores by

Teacher Gender.

Teacher Gender N Mean Std. Deviation
Male 101 41.38 11.89
Female 402 37.92 12.84
Total 503 38.61 12.72

One-Way ANOVA statistics was carried out to investigate if this difference is
significant and it was found to be significant (F=6.04; p<.05). This means that male
teachers are perceived to be more rejecting by their students compared to their

female counterparts (see Table 43).
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Table 43: One-Way ANOVA for the Turkish Child TARQ Scores by Teacher Gender.

Source SS df MS F p
Between Groups 966.80 1 966.80 6.04%* .05
Within Groups 80240.83 501 160.16
Total 81207.63 502

*p<.05

Table 44 shows the means and standard deviations of the Control scale sores
by teacher gender. It is seen that the mean score of the control scale for females is

higher that the one for males.

Table 44: Means and Standard Deviations of the Control Scale Scores by Teacher

Gender.

Teacher Gender N Mean Std. Deviation
Male 101 15.19 2.45

Female 402 15.88 2.66

Total 503 15.74 2.63

One-way ANOVA statistics indicated that female teachers are perceived to be
significantly more controlling than the male teachers (F=5.70; p<.05) (see Table 45).

Table 45: One-Way ANOVA for the Control Scale Scores by Teacher Gender.

Source SS df MS F p
Between Groups 38.99 1 38.99 5.70* .05
Within Groups ~ 3428.93 501 6.84

Total 3467.92 502

*p<.05.
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Table 46 shows the means and standard deviations of the Turkish Child

TARQ scores by mother education. The mean values range between 44.85 and 36.12
and it is seen that the lesser the education of mother the more the perceived rejection

from teacher.

Table 46: Means and Standard Deviations of the Turkish Child TARQ Scores by

Mother Education.

Mother Education N Mean Std. Dev.
Unstated 14 38.29 14.68
Not graduate of primary school 26 44 .85 14.37
Primary school graduate 127 40.76 13.59
Secondary school graduate 73 37.29 11.35
High school graduate 102 38.30 14.15
Vocational high school graduate 26 36.12 9.16
University but not graduate 17 37.24 10.44
University graduate 102 36.68 11.07
Graduate or Postgraduate 16 37.50 11.33
Total 503 38.61 12.72

One-Way ANOVA statistics was carried out to investigate significant
differences between mother education groups and it was found that the means of nine
mother education groups did not differ significantly (see Table 47).

Table 48 shows the means and standard deviations of the Control scale scores

by mother educational level.



76
Table 47: One-Way ANOVA for the Turkish Child TARQ Scores by Mother

Education.
Source SS df MS F
Between Groups 2333.90 8 291.74 1.83
Within Groups 78873.73 494 159.66
Total 81207.63 502

Table 48: Means and Standard Deviations of the Control Scale Scores by Mother

Education.
Mother Education N Mean Std. Dev.
Unstated 14 16.00 242
Not graduate of primary school 26 16.19 2.70
Primary school graduate 127 15.79 2.54
Secondary school graduate 73 15.64 2.54
High school graduate 102 15.94 2.83
Vocational high school graduate 26 16.23 2.86
University but not graduate 17 16.29 2.37
University graduate 102 15.17 2.56
Graduate or Postgraduate 16 15.87 2.53
Total 503 15.74 2.63

One-way ANOVA statistics was carried out to investigate significant
differences between the means of the Control scale scores for the mother education
groups and the results indicated no significant differences between these groups (see

Table 49).
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Table 49: One-Way ANOVA for the Control Scale Scores by Mother Education.

Source SS df MS F
Between Groups 56.75 8 7.01 1.03
Within Groups 3411.17 494 6.91

Total 3467.92 502

Table 50: Means and Standard Deviations of the Turkish Child TARQ Scores by

Father Education.

Father Education N Mean Std. Dev.
Unstated 13 36.92 14.03
Not graduate of primary school 10 47.00 15.19
Primary school graduate 82 40.81 13.30
Secondary school graduate 64 41.22 12.83
High school graduate 108 38.19 12.96
Vocational high school graduate 33 3791 14.15
University but not graduate 15 33.33 8.81
University graduate 146 37.07 11.72
Graduate or Postgraduate 32 37.53 11.76
Total 503 38.61 12.72

Table 50 shows the means and standard deviations of the Turkish Child
TARQ scores by father education. The mean values range between 47 and 33.33 and
it is seen that students whose fathers are not graduates of primary school are likely to

perceive more rejection from their classroom teachers. Also the students whose
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fathers entered university but did not graduate are likely to perceive less rejection

from their classroom teachers.
Additionally, One-way ANOVA statistics was carried out to see whether the
means of the father education groups differed significantly and it was found that the

means of nine father education groups did not differ significantly (see Table 51)

Table 51: One-Way ANOVA for the Turkish Child TARQ Scores by Father

Education.
Source SS df MS F
Between Groups 2412.12 8 301.51 1.89
Within Groups 78795.51 494 159.51
Total 81207.63 502

Table 52 shows the means and standard deviations of the Control scale scores
by father education. It is seen that the subjects whose fathers have graduate or
postgraduate degrees perceive the highest behavioral control from their teachers
while the subjects whose fathers entered university but did not graduate perceive the
lowest.

One-way ANOV A statistics was carried out to investigate the significant
differences between the means of the Control scale scores for father education
groups and the results indicated that the groups did not differ significantly (see Table

53).
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Table 52: Means and Standard Deviations of the Control Scale Scores by Father

Education.
Father Education N Mean Std. Deviation
Unstated 13 15.77 2.69
Not graduate of primary school 10 15.60 2.76
Primary school graduate 82 15.82 2.64
Secondary school graduate 64 15.78 2.50
High school graduate 108 16.06 2.77
Vocational high school graduate 33 15.70 2.46
University but not graduate 15 15.07 2.63
University graduate 146 15.44 2.71
Graduate or Postgraduate 32 16.22 2.09
Total 503 15.74 2.63

Table 53: One-Way ANOVA for the Control Scale Scores by Father Education.

Source SS df MS F
Between Groups 39.03 8 4.88 0.70
Within Groups 3428.89 494 6.94

Total 3467.92 502

Means and standard deviations of the Turkish Child TARQ scores by mother

and father employment statuses were also computed. It was found that the mean
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score for the working mother group is 37.40 and for the nonworking one 39.30 (see

Table 54).

Table 54: Means and Standard Deviations of the Turkish Child TARQ Scores by

Mother Employment Status.

Mother Employment Status N Mean Std. Deviation
Unstated 1 29.00 -

Working 177 37.40 11.34

Not Working 325 39.30 13.39

Total 503 38.61 12.72

One-Way ANOVA statistics indicated that there is no significant difference

between the means of mother employment status groups (see Table 55).

Table 55: One-Way ANOVA for the Turkish Child TARQ Scores by Mother

Employment Status.
Source SS df MS F
Between Groups 505.06 2 252.53 1.57
Within Groups 80702.57 500 161.41
Total 81207.63 502

Table 56 shows the means and standard deviations of the Control scale scores
by mother employment status groups and it is seen that the subjects whose mothers
are working perceive slightly higher behavioral control from their teachers than the

subjects whose mothers are not working. One-way ANOVA statistics indicated that
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the mother education groups did not differ significantly from each other (see Table

57).

Table 56: Means and Standard Deviations of the Control Scale Scores by Mother

Employment Status.
Mother Employment Status N Mean Std. Deviation
Unstated 1 18.00
Working 177 15.79 2.73
Not Working 325 15.71 2.58
Total 503 15.74 2.63

Table 57: One-Way ANOVA for the Control Scale Scores by Mother Employment

Status.
Source SS df MS F
Between Groups 5.84 2 2.92 0.42
Within Groups 3462.08 500 6.92
Total 3467.92 502

Table 58 shows the means and standard deviations of the Turkish Child
TARQ by father employment status. It is seen that the mean score of working father
groups is 38.51 while it is 40.29 for the nonworking father group.

One-Way ANOVA statistics indicated that the means of father employment

status groups did not differ significantly from each other (see Table 59).
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Table 58: Means and Standard Deviations of the Turkish Child TARQ Scores by

Father Employment Status.

Father Employment Status N Mean Std. Dev.
Working 475 38.52 12.70
Not Working 28 40.29 13.07
Total 503 38.61 12.72

Table 59: One-Way ANOVA for the Turkish Child TARQ Scores by Father

Employment Status.
Source SS df MS F
Between Groups 83.23 1 83.23 0.51
Within Groups 81124.40 501 161.93
Total 81207.63 502

Means and standard deviations of the Control scale scores by father

employment status can be seen on Table 60. One-way ANOVA statistics indicated

no significant differences between the means of the Control scale scores for these

groups (see Table 61).

Table 60: Means and Standard Deviations of the Control Scale Scores by Father

Employment Status.
Source N Mean Std. Deviation
Working 475 15.75 2.64
Not Working 28 15.68 2.40
Total 503 15.74 2.63
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Table 61: One-Way ANOVA for the Control Scale Scores by Father Employment

Status.
Source SS df MS F
Between Groups 0.13 1 0.13 0.02
Within Groups 3467.79 501 6.92
Total 3467.92 502

As can be seen on Table 62, the means and the standard deviations of the
Turkish Child TARQ scores by number of children in the family range between
37.65 (one child) and 47.87 (more than four children) and it is seen that as the
number of children in the family increases, the perception of rejection from teachers

increases which may be indicative of a positive correlation.

Table 62: Means and Standard Deviations of the Turkish Child TARQ Scores by

Number of Children in the Family.

Number of Children N Mean Std. Dev.
Unstated 8 37.87 14.76
1 child 109 37.65 11.69
2 children 242 38.37 12.85
3 children 97 38.60 13.29
4 children 31 39.35 10.01
More than 4 children 16 47.87 15.61

Total 503 38.61 12.72
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One-Way ANOVA statistics indicated that the number of children in the

family groups did not differ significantly (see Table 63).

Table 63: One-Way ANOVA for the Turkish Child TARQ Scores by Number of

Children in the Family.

Source SS df MS F
Between Groups 1509.83 5 301.97 1.88
Within Groups 79697.80 497 160.36

Total 81207.63 502

Means and standard deviation of the Control scale scores by number of
children in the family can be seen on Table 64. The subjects who have families with
4 children perceive the highest behavioral control from their teachers while the

subjects who have families with more than 4 children perceive the lowest.

Table 64: Means and Standard Deviations of the Control Scale Scores by Number of

Children in the Family.

Number of Children N Mean Std. Deviation
Unstated 8 14.25 2.31
1 child 109 15.58 2.76
2 children 242 15.93 2.53
3 children 97 15.55 2.76
4 children 31 16.03 2.74
More than 4 children 16 15.37 2.22

Total 503 15.74 2.63
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One-way ANOV A statistics was carried out to investigate the significant

differences between the number of children in the family groups and the results

indicated no significant differences between these groups (see Table 65).

Table 65: One-Way ANOVA for the Control Scale Scores by Number of Children in

the Family.
Source SS df MS F
Between Groups 38.13 5 7.63 1.11
Within Groups 3429.79 497 6.90

Total 3467.92 502
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VI. DISCUSSION

The purpose of the present study was to establish the reliability, validity, and
partial norms of the Turkish Teacher’s Acceptance-Rejection/Control Questionnaire
Child short form (Turkish Child TARQ/Control). Reliability analysis of the
instrument was carried out in terms of internal consistency and temporal stability;
validity investigation was carried out in terms of concurrent and construct validity;
and partial norms of the instrument were established on age (9 through 12), gender,
school SES, self-reported semester point average, teacher gender, mother and father
education, mother and father employment status, and number of children in the
family.

The reliability data in terms of internal consistency of the Turkish Child
TARQ/Control was identified by computing the corrected item-total correlations and
the Cronbach Alpha coefficients for the total scale, for each subscale, and for the
separate Control scale. Corrected item-total correlations of the total scale ranged
between .31 and .64 with an average value of .50. Erdem & Erkman (1990) had
investigated the reliability and validity of the Turkish Parental Acceptance-Rejection
Questionnaire Child form (PARQ/Child) which is a similar instrument to the
instrument in this study except for the referent (my mother or father instead of my
teacher). They found that the corrected item-total correlations of the Turkish
PARQ/Child ranged between .34 and .67 which is very parallel to the findings of the
present study. In the present study, Cronbach Alpha coefficient of the total scale was
found to be .90 which was found to be .95 by Erdem & Erkman (1990) and .80 by
Polat (1988) for the Turkish PARQ/Child. Erkman (2003) also investigated the
Cronbach Alpha coefficients for the mother and father versions of the Turkish Child

PARQ/Control. The Cronbach Alpha value of the mother version was found to be .81
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and was found to be .85 for the father version.

Corrected item-subscale correlations were also investigated and they were
found to be ranging between .42 and .62 for the Warmth/Affection subscale, .28 and
.56 for the Hostility/Aggression subscale, .41 and .53 for the Indifference/Neglect
subscale, and .35 and .56 for the Undifferentiated Rejection subscale. For the
separate Control scale, corrected item-subscale correlations were found to be ranging
between .09 and .24, which are highly lower than the corrected item-subscale
correlations of the subscales of the Turkish Child TARQ. This difference may be due
to the cultural differences in the perception of control.

The Cronbach Alpha coefficients for the subscales of the Turkish Child
TARQ were found to be ranging between .67 and .81 in the present study. In the
original study of the PARQ/Child by Rohner in 1980, the Cronbach Alpha
coefficients of the subscales were found to be ranging between .72 and .90. They
were found to be ranging between .76 and .89 in Polat’s study (1988) and .78 and .89
in the study of Erdem & Erkman (1990) with the Turkish PARQ/Child. In Erkman’s
study (2003), the Cronbach Alpha coefficients for the subscales of the mother
version of the Turkish Child PARQ were found to be ranging between .81 and .91
and they were found to be ranging between .94 and .58 for the father version.

When these findings are compared with the findings of the present study, it is
seen that the Cronbach Alpha coefficients of the subscales of Turkish Child TARQ
are slightly lower than the coefficients of the original PARQ/Child and the Turkish
PARQY/Child. This slight difference may be due to differences in the number of
items. In this study, short form of the instrument was used while in other studies,
long forms were used. However, it is also seen that, in the present study, as is in the

original study in 1980, and in the studies of Polat (1988), Erdem & Erkman (1990),
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and Erkman (2003), the highest Cronbach Alpha coefficients belong to the

Warmth/Affection subscale and the lowest ones belong to the Undifferentiated
Rejection subscale and it indicates the parallel between the findings in the different
studies.

Also, in the present study, the Cronbach Alpha coefficient of the separate
Control scale was found to be .34, which is much lower than the coefficients of the
subscales of the Turkish Child TARQ. In Erkman’s study (2003) with the Turkish
Child PARQ/Control, the Cronbach Alpha value for the Control scale was found to
be .74 for the mother version and it was found to be .76 for the father version that are
lower than the coefficients of the subscales of the Turkish Child PARQ.

The subscale-total correlations of the Turkish Child TARQ were found to be
.87 for the Indifference/Neglect subscale and .82 for the other three subscales. These
correlations ranged between .73 and .90 in Polat’s study (1988) and .85 and .90 in the
study of Erdem & Erkman (2003) with the Turkish PARQ/Child. In the present study
and in the studies of Polat (1988) and Erdem & Erkman (1990), the highest subscale-
total correlation coefficients were found to belong to the Indifference/Neglect
subscale. These findings indicate the congruency between the studies.

The lowest subscale-subscale correlation was found to be .47, which is
between the Warmth/Affection and the Hostility/Aggression subscales. This
correlation was found to be positive since the items of Warmth/Affection subscale is
reverse scored when computing the total TARQ score. This slightly low correlation
between these subscales may indicate that perceiving the teachers as warm and
affectionate is not much related to perceiving them as non-hostile or non-aggressive.
The highest subscale-subscale correlation was found to be .70 that is between the

Hostility/Aggression and the Undifferentiated Rejection subscales. This relatively
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high correlation may indicate that perceiving the teacher as undifferentiatedly

rejecting is related with perceiving them as hostile and aggressive.
These findings on the item-subscale, subscale-subscale correlations and the
Cronbach Alpha values are highly supportive of the internal consistency of the

instrument.

Two to three weeks interval test-retest reliability correlation for the total scale
was found to be .76 in the present study. In the original study of the PARQ/Child by
Rohner in 1980 and in Polat’s study with its Turkish version (1988), test-retest
reliability was not calculated but, in the study of Erdem & Erkman (1990), it was
found to be .70 for the Turkish PARQ/Child. In the present study, for the separate
Control scale test-retest reliability coefficient was found to be .51 that is modest. For
the subscales of Turkish Child TARQ, test-retest reliability coefficients were found
to be ranging between .55 and .66 and in the study of Erdem & Erkman (1990), they
were found to be ranging between .48 and .64. It is seen that the test-retest reliability
coefficients of the present study are higher than the ones in the study of Erdem &
Erkman (1990). This may indicate that children’s perceptions of acceptance-rejection
from their teachers are more stable than their perceptions of acceptance-rejection
from mothers or fathers. Another factor that causes test-retest reliability coefficients
of the Turkish PARQ/Child to be lower than the coefficients of the Turkish Child
TARQ may be the difference in test-retest sample sizes in these studies. In the study
of Erdem & Erkman (1990), test-retest reliability sample consisted of only 76
students, that is 22 % of the total sample while, in this study, test-retest reliability
sample consisted of 253 students that is higher than the 50 % of the total sample.
Therefore, the finding of the present study may be interpreted as more robust because

of this sample size.
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As can be seen, the results of the internal consistency of the present study

may be said to be congruent with Rohner’s findings on the PARQ/Child (1980) and
with the findings of Polat (1988), Erdem & Erkman (1990), and Erkman (2003) on
the Turkish PARQ/Child and the Turkish Child PARQ/Control. The results of
temporal stability in the present study are more satisfactory than the results in the
study of Erdem & Erkman (1990). In the light of this evidence, it can be concluded
that the Turkish Child TARQ is made up of homogeneous items that have internal
consistency and satisfying stability over time. On the other hand, internal consistency
and temporal stability of the control scale were found to be very low compared to the
total scale and its subscales. Therefore, the control scale needs to be revised by
taking the cultural differences in the perception of teacher control into account or it
may be eliminated from this instrument.

For establishing the validity of the Turkish Child TARQ/Control, the scores
of the TARQ of the subjects were correlated with their scores on two different
instruments. The first instrument was the Perceived Teacher Behavior Inventory
(PTBI) that was developed by Cakar and Erkman (1994). This instrument was
developed for assessing psychological maltreatment in schools as perceived by
students from their teachers and found to be a highly valid and reliable instrument. In
this instrument, high scores indicate high perception of psychological abuse from
teachers and in the Child TARQ), high scores indicate high perceived rejection from
teachers. By using the Pearson Product Moment Correlation technique, a correlation
coefficient of .82 was found between these two instruments that is significant at the
.01 level (r = .82; p<.01). This high correlation indicates that perceived rejection and
psychological maltreatment are highly related concepts and the two instruments

measure the similar constructs. The same technique yielded a correlation coefficient



91
of .20 between the Control scale and the PTBI (r =.20; p<.01).

The second instrument that was used to establish the concurrent validity of
the Turkish Child TARQ was the Teacher Support Subscale of the Perceived Social
Support Scale-Revised. This instrument was developed by Yildirim in 1997 and
revised in 2004. Its validity and reliability studies were done by Yildirim and they
were found to be highly sound. The subscale that was used in this study assesses the
perceived social support from teachers. In this instrument, high scores mean high
perceived social support and in the Child TARQ, low scores indicate high perceived
warmth and acceptance. By using the Pearson Product Moment Correlation
technique, a correlation coefficient of -.79 was found between these two instruments
that is significant at the .01 level (= -.79; p<.01). This high correlation indicates that
perceived acceptance and warmth are related with perceived social support and these
two instruments measure the similar constructs. The correlation coefficient between
the Control scale and the TSss was found to be -.07 that is not significant at the .01
level. This low correlation coefficient indicates that perception of social support from
a teacher is not related to the perception of behavioral control from the same teacher.

On both of the concurrent validation analysis, the results indicated that the
Turkish Child TARQ has high concurrent validity.

For the construct validation of the Turkish Child TARQ, Varimax rotated
factor analysis was carried out. Firstly, the instrument was analyzed with four factors
since it consists of four different subscales. The analysis indicated that Factor 1
consisted of all the items of the acceptance portion of the instrument
(warmth/affection subscale) while the items of other subscales spread into other three
factors. Factor 1 was found to account for 31.43 % of the variance. When the same

analysis was carried out without identifying the factor number, the instrument
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yielded four factors as in the analysis with four factors case.

Factor analysis was also carried out with two factors since the instrument was
supposed to have two different portions namely, warmth and rejection. In the original
study of the PARQ/Child by Rohner in 1980 and the study of the Turkish
PARQ)/Child by Erdem & Erkman (1990), construct validation of the instrument
yielded two primary factors. In the analysis of the present study, it was found that all
the items of the warmth/affection subscale and two items of the indifference/neglect
scale clustered around Factor 2, while other items clustered around Factor 1. When
items 2 and 16 are investigated, it was seen that both of the statements are asking
about the perceived level of attention from the teacher and attention may be
considered under the concept of acceptance. Therefore, it can be concluded that
Factor 1 represents the rejection and Factor 2 represents the warmth dimension as in
the findings of Rohner in 1980 and Erdem & Erkman (1990).

The partial norms of the Turkish Child TARQ/Control on age, gender, school
SES, self-reported semester point average, teacher gender, mother and father
education, mother and father employment status, and number of children in the
family were established by using means and standard deviations. Additionally, One-
Way of ANOVA was conducted for each subgroup to investigate the significant
differences.

When the age groups were compared, it was found that there were no
significant differences between the age groups but it was seen that, the higher the age
of the student, the trend is toward lower perception of rejection from the teacher.
This finding is contradictory to the finding of Bars in her study with the PTBI
(1999). She found significant differences between the age groups in terms of

perceived abuse from teachers and the higher the age of the student, the higher the
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perception of abuse from the teacher. Although the differences were not found to be

statistically significant in the present study, the difference between two studies may
be caused from the age range differences between these studies. Bars assessed
students whose ages ranged between 14 and 18, while in the present study, the age
range of subjects was 9 to 12 years 5 months. It may be interpreted by the fact that
until adolescence the perception of rejection or abuse declines since children mature
in every aspect with time. But, by adolescence, this perception again increases since
during this period extreme changes in behavior, emotions, and perceptions are
expected to occur due to physical, biological, and psychological changes.

Different studies yielded conflicting results in the literature about the
relationship of gender with rejection. Rohner (1980), Polat (1988), and Erkman &
Alantar (1989) found no significant difference in their studies with the PARQ/Child.
Cakar (1994) found no significant difference in her study with the PTBI. Whereas, in
Erkman’s study (1989) with remigrants and in the study of Erdem & Erkman (1990),
males were found to be perceiving higher maternal rejection. In the present study,
when the gender groups were compared, it was found that males perceive
significantly higher rejection from teachers than females (F=15.81; p<.001). Also, in
the present study, it was found that males perceive significantly higher behavioral
control from their teachers than females (F=9.08; p<.005). However, in the study of
Bars (1999), it was found that males perceive lower abuse from teachers than
females, a finding contradictory to the one in this study. These conflicting findings
indicate that further research is required to investigate the gender differences at
different ages.

One-way ANOVA statistics results indicated no significant difference

between the school SES groups in the present study but it was seen that middle SES
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group perceives the highest rejection while high SES group perceives the lowest

rejection. Also, middle SES group was found to be perceiving significantly higher
behavioral control from their teachers than low and high SES groups (F=6.13;
p<.005). In Rohner’s study with the PARQ/Child, no significant difference was
found between the social classes, however in the studies of Polat (1988) and Erdem
& Erkman (1990), significant differences were found between SES groups. They
found that low SES group perceives the highest rejection from their parents while in
the present study low SES group is in the middle of high and middle SES groups in
terms of perceived rejection from the teacher. This difference between the present
study and the other two studies with the PARQ/Child may indicate that low SES
group children perceive high rejection from their parents and they do not perceive
their teachers to be rejecting as much as their parents. High SES group children were
found to be perceiving the least rejection from their teachers and this is an expected
finding.

When SPA levels of the subjects were compared by One-Way ANOVA,
significant difference between the SPA levels was found (F=4.51; p<.001). Schefte
procedure indicated that the 1.50-1.99 SPA group, perceiving the highest teacher
rejection, significantly differed from all the SPA groups except for 2.00-2.49 and
2.50-2.99 SPA groups. The SPA groups other than the 1.50-1.99 did not significantly
differ from each other (p<0.05). In the study of Bars (1999), it was found that the
1.00-1.49 SPA group significantly differed from the other SPA groups perceiving
highest teacher abuse. In the present study, the 1.00-1.49 SPA group did not
significantly differ from other SPA levels except the 1.50-1.99. These findings of the
present study may be due to huge differences between the sample sizes of SPA

groups. Only two subjects stated to have an SPA of 1.50-1.90 with a mean of 70,
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which is very high compared to the means of other SPA groups. Only four subjects

stated to have an SPA of 1.00-1.49 while 298 subjects stated to have an SPA of 4.50-
5.00. The difference between the present study and study of Bars may be due to these
factors. However, as in the study of Bars, in the present study, it was found that the
4.50-5.00 SPA group had the lowest perceived rejection from teachers.

The similar finding in both of the studies may indicate that the students with
poor academic skills are the most abused and rejected by the teachers or that they are
more likely to perceive rejection and by reducing the abusive and rejecting teacher
behavior, academic success of these students can be raised which in turn would also
have positive effects on the psychological, emotional, and mental well-being of
students.

When the perceived rejection and control from female and male teachers
were compared it was found that male teachers are perceived to be significantly more
rejecting than the females teachers (F=6.04; p<.05) while female teachers are
perceived to be significantly more controlling (F=5.70; p<.05). This difference may
be due to fact that female teachers are generally perceived by the primary school
students as “substitute mothers” who care, love, and control and this “mothering”
may be related to biological, physical, psychological, and social differences between
females and males, as well as the cultural norms.

Although no significant differences were found between the mother and
father education groups by One-way ANOVA statistics, when the means are closely
investigated, it was seen that subjects whose fathers and mothers had no formal
education seemed to perceive the highest rejection from their teachers. The result is
similar to the One-way ANOVA results of father and mother employment status

groups. Again, there were no significant differences between the working and
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nonworking father and mother groups in terms of perceived rejection and behavioral

control from teachers, but when the means are investigated closely, the subjects
whose mothers and fathers were not working seemed to perceive more rejection and
less behavioral control than the subjects whose fathers and mothers were working.

When the groups with different number of children in the family were
compared by One-way ANOVA statistics, no significant difference was found
between these groups. However, when the means of these groups are closely
investigated, it was seen that as the number of children in the family increases, the
perceived rejection from the teacher increases, indicative of a positive relationship.
Also, as the number of children in the family increases, the SES level of the family is
expected to decrease. So, this positive relationship may also evidence the negative
relationship between the socio-economic status of the subjects and perceived
rejection from teachers

As a conclusion, it can be said that the results of the present study indicated
highly satisfactory evidence for the psychometric properties of the Turkish Child
TARQ in terms of internal consistency, temporal stability, and concurrent and
construct validity. The similarities between the results of reliability and validity
studies of other instruments such as the PARQ/Child, the Turkish PARQ/Child, the
Turkish Child PARQ/Control, the PTBI, and the Turkish Child TARQ also present
supportive evidence for the psychometric properties of the instrument. However, the
separate Control scale was not found to be as reliable and as valid as the total TARQ,
therefore, it is suggested that its items be revised.

The partial norms on a limited age group, specifically 9 to 12 years 5 months,
gender, school SES, self-reported SPA, teacher gender, parental education, parental

employment status, and number of children in the family as starting points were also
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established. The partial norm study indicated that the subjects who are older, female,

from high SES schools, academic achievers, single children, who have female
teachers, more educated and working mothers and fathers perceive the least rejection
from their teachers. This is expected and similar to the findings of other related

studies (Bars, 1999; Erdem & Erkman, 1990; Erkman, 2003; Polat, 1988).

Limitations of the Study

The findings of the present study are encouraging with respect to
psychometric properties of the Turkish TARQ/Control Child short form. However,
there are some limitations of the study.

The first and the most important limitation of the study is that the subjects
were selected from some schools in Istanbul and random sampling could not be
achieved for practical reasons. Other limitations of the study in relation to norm
establishment are the sample size (N=503) and the age range of the subjects (9
years—12 years, 5 months). The sample should be larger in a norm study and the
norms could not be established for older ages than 12 years, 5 months.

Another limitation of the study has to do with the definition of SES levels of
the schools and the SPA’s of the subjects. SES levels of the schools were estimated
depending on the location of the neighborhood and their being public or private. SPA
levels of the subjects were determined by self report of the students. Therefore, the
criteria with which SES and SPA levels were determined can be criticized as not
being sufficiently objective.

The fourth limitation of the study is in relation to distribution of grade levels.
In high SES schools, data were also collected from the 4™ grader students since the

numbers of the 5™ grade students were less than the ones in other schools. However,
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in middle and low SES schools, data were only collected from the 5t grade students.

Therefore, the distribution of the sample according to grade levels was unequal with

84 % 5™ grade students and 16 % 4™ grade students.

Suggestions for Future Research

Firstly, it is suggested for future researchers that the reliability, validity and
norm study of the Turkish TARQ/Control short form should be replicated on a larger
random sample that consists of a wider age range.

Secondly, revising the items of the Control scale is suggested. The results of
the reliability study of this scale indicated that it has low internal consistency and
temporal stability and it may be due to cultural differences in the perception of
behavioral control. So, the items of the scale may be revised and adapted to Turkish

culture, so that, it may yield valid and reliable results.
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APPENDIX A
On Bilgi Formu

Kod no: Cinsiyeti: Erkek Kiz
Dogum giiniiniiz: giin: ay: yil: Smifiniz:
Okulunuz: Dogdugunuz Sehir:
Kag kardessiniz? Tek cocuk 2 kardesiz 3 kardesiz_ 4 kardesiz Diger
Ogretmeniniz: Bayan Erkek
Son karnedeki not ortalamaniz: 1.00-1.49  1.50-1.99  2.00-2.49  2.50-2.99

3.00-3.49  3.50-3.99  4.00-4.49  4.50-5.00
Anne/Baba Egitimi: Anne Baba

1. Tlkokul (besinci smif) mezunu degil
. Ilkokul (besinci sinif) mezunu
. Ortaokul mezunu

. Lise mezunu (ya da lise denklik sinavi gegmis olma)

2
3
4
5. Lise art1 i / ticaret veya meslek okulu diplomasi ya da dengi
6. Bir ila dort y1l arasi liniversite ama mezun degil

7. Universite mezunu

8. Universite sonras1 uzmanlik derecesi (yiiksek lisans,

doktora gibi)

9. Diger, belirtiniz

Anne/Baba Is: Anne Baba
1. Calistyor
Calistyor ise

a) Annenin meslegi:

b) Babanin meslegi:

2. Caligsmiyor
Caligmiyor ise
a) Emekli
b) Is ar1yor
c) Diger, belirtiniz
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APPENDIX B

Cocuk/Ergen OKRO/K (Kisa Form)

Kod no: Tarih:

Bu sayfalar 6gretmenlerin bazen 6grencilerine karsi nasil davrandiklarini anlatan ifadeler
icermektedir. Her ifadeyi dikkatle oku ve her climlenin 6gretmeninin sana karst davraniglarina
ne kadar uygun olup olmadigim diisiin. Hizl calis, ilk aklina gelen diisiinceye gore yanitla ve
bir sonraki ifadeye gec. Higbir ifade iistiinde ¢cok vakit harcama.

Her climlenin yaninda dort tane kutu var. Eger ifade, 6gretmeninin sana davranisi
hakkinda temelde uygun ise, kendi kendine sor; “Hemen hemen her zaman m1 dogru?” yoksa
“Bazen mi dogru?”. Eger 6gretmeninin sana hemen hemen her zaman bdyle davrandiginm
diisiiniiyorsan, HEMEN HEMEN HER ZAMAN DOGRU kutusuna, bazen bdyle davrandigini
diisiiniiyorsan BAZEN DOGRU kutusuna X isareti koy.

Eger climle 68retmeninin sana karsi olan davranigini dogru olarak anlatmiyorsa, sana
kars1 davraniglarina temelde uymuyorsa, o zaman kendi kendine sor, “Nadiren mi dogru?”
yoksa “Hemen hemen hi¢bir zaman dogru degil mi?”. Eger 6gretmenin sana nadiren bdyle
davraniyor ise, “NADIREN DOGRU” kutusuna, eger hi¢bir zaman boyle davranmiyor ise
“HEMEN HEMEN HICBIR ZAMAN” kutusuna X koy.

Unutma, dogru veya yanlis bir yanit yoktur. Onun i¢in miimkiin oldugu kadar diiriist ve
acik ol. Cevaplarimi 6gretmeninden bekledigin davranislara gore degil, 6gretmeninin sana
gergekte nasil davrandigina gore ver.

Ornek: Eger sen iyi davrandiginda sana her zaman giiliimsiiyor ve mutlu gériiniiyor ise, o
zaman ifadeyi asagidaki gibi isaretlemelisin.

Ogretmenim I¢in Dogru Ogretmenim I¢in
Dogru Degil
Hemen hemen Nadiren Bazen Hemen hemen
he zaman dogru dogru dogru hicbir zaman
dogru degil
Ogretmenim
Iyi davrandigimda giiliimser X L L L

ve mutlu goriiniir

© Ronald P. Rohner, 2002, 2004
Ceviri: S. Yildirim, F. Erkman, 2005
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OGRETMENIM ICIN
DOGRU
Hemen hemen Bazen
her zaman dogru
dogru

OGRETMENIM
1. Benim hakkimda giizel seyler soyler.

2. Bana hig ilgi gostermez

3. Neleri yapip neleri yapamayacagimi kesin
olarak anladigimdan emin olmak ister

4. Benim i¢in 6nemli olan seyleri anlatabilmemi kolaylastirir

5. Hak etmedigim zaman bile bana vurur

6. Beni biiyiik bir bas belas1 olarak goriir

7. Bana siirekli olarak nasil davranmam gerektigini sdyler

8. Kizdig1 zaman beni cezalandirir

9. Sorularimi cevaplayamayacak kadar mesguldiir

10.

11.

12.

13.

14.

15.

16.

17.

18.

19.

20.

21.

Benden hoslanmiyor gibi

Yaptigim seylerle gercekten ilgilenir

Bana bir siirii kiric1 sey soyler

Ondan yardim istedigimde beni duymazliktan gelir

Bana ne sdylendiyse aynen 0yle davranmamda 1srar eder
Bana istenilen ve ihtiya¢ duyulan biri oldugumu hissettirir
Bana ¢ok ilgi gosterir

Beni kirmak i¢in elinden geleni yapar

Hatirlamas1 gerekir diye diislindiigiim 6nemli seyleri unutur
Eger kotii davranirsam benden hoslanmadigini hissettirir
Canim ne isterse yapmama izin verir

Bana yaptigim seylerin 6nemli oldugunu hissettirir

OGRETMENIM ICIN
DOGRU DEGIL

Nadiren
dogru

Hemen hemen
higbir zaman
dogru degil
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OGRETMENIM iICIN OGRETMENIM ICIN

DOGRU DOGRU DEGIL
Hemen hemen Bazen Nadiren Hemen hemen
her zaman dogru dogru hi¢bir zaman
dogru dogru degil

22. Yanlis bir sey yaptigimda beni korkutur veya tehdit eder

23. Benim ne diislindiigiime 6nem verir ve diisiindiiklerim
hakkinda konugsmamdan hoslanir

24. Ne yaparsam yapayim, diger ¢cocuklarin
benden daha iyi oldugunu hisseder

25. Bana istenmedigimi belli eder

26. Yaptigim her seyi kontrol etmek ister

27. Beni 6nemsedigini belli eder

28. Onu rahats1z etmedigim siirece benimle ilgilenmez

29. Bana kars1 yumusak ve 1yi kalplidir
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APPENDIX C

Cocuk/Ergen ASDO/ODAO

Kod no: Tarth:

Elinizdeki 6lgekte 6gretmenlerin bazen 6grencilerine karsi nasil davrandiklarini igeren
ifadeler bulunmaktadir. Bu ifadelerin 6gretmeninizin davranislarina uygun olup olmadigini
diisiiniin.

Her ifadeyi okuduktan sonra o ifade 6§retmeninizin size kars1 olan davranislari
bakimindan size ne kadar uyuyorsa “Bana Uygun”, “Kismen Bana Uygun”, veya “Bana

Uygun Degil” seklinde isaretleyiniz.

ORNEK:

Bana Uygun Kismen Bana Uygun
Bana Uygun Degil
OGRETMENIM

1. Benimle gercekten ilgilenir.

© 1. Yildirim, 1997, 2004
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Bana Uygun Kismen Bana Uygun
OGRETMENIM Bana Uygun Degil

1. Amag, ilgi ve yeteneklerim konusunda benimle konusur
2. Bana gergekten giivenir

3. Sorunlarimi ¢6zmeme yardim eder

4. Bir haksizliga ugradigimda beni gergekten destekler

5. Bana gercekten deger verir

6. Bana dogru tavsiyelerde bulunur

7. Dogru kararlar vermeme yardim eder

8. Hatalarimi nazikge diizeltir

9. Beni gergekten anlar

10. Ustiin, gii¢lii yanlarimi vurgular

11. Sikintili durumlarimda zaman ayirip beni gergekten dinler
12. Arkadaglarimla iligkilerimin giiclenmesini destekler

13. Sosyal etkinliklere katilmam tesvik eder

14. Cok calistigim ya da basarili oldugum zaman beni dver
15. Duygu, diisiince ve inanglarima saygi duyar

16. Derslerde sorularima igtenlikle cevap verir

17. Bana kars1 genellikle adil davranir
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APPENDIX D

Cocuk/Ergen AODO

Kod no:

Elinizdeki 6lgekte 6gretmen 6grenci iliskisini igeren ifadeler bulunmaktadir. Bu

ifadelerin 6gretmeninizin davranislarina uygun olup olmadigini diisiiniin.

Her ifadeyi okuduktan sonra o ifade 6gretmeninizin davraniglari bakimindan ne kadar

dogruysa “Hemen hemen her zaman dogru”, “Bazen dogru”, “Nadiren dogru”, veya “Higbir

zaman dogru degil” seklinde isaretleyiniz.

Ornek:

Hemen hemen
her zaman
dogru

1. Ogretmenim beni ¢ok sever

© Yildiz Cakar, 1994

Bazen
dogru

Nadiren
dogru

Higbir
zaman
dogru degil



10.

1.

12.

13.

14.

15.

16.

17.

18.

19.

20.

21.
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. Ogretmenim bana nazik ve yumusak davranir
. Ogretmenim asir1 6dev verir, gece yarisia kadar bitmez
. Sinifca oybirligi ile karar alabiliriz

. Ogretmenim sik sik disar1 ¢ikar

Ogretmenim ceza olarak &dev verir

. Ogretmenim basarisiz oldugumda bana

arkadaslarimi 6rnek gosterip, elestirir

. Ogretmenim beni hak ettigim ddiillerden mahrum eder

Ogretmenim beni haks1z yere cezalandirir

. Ogretmenim sinifta benimle alay eder

Ogretmenim ben yokmusum gibi davranir

Hemen hemen
her zaman
dogru

Ogretmenim dogru cevab1 vermezsem beni sinifta utandirir

Ogretmenim yaramazlik yapan 6grenciyi siniftan ¢ikarir

Ogretmenim sinifta bir 6dev verip
bizi kendi halimize birakir

Ogretmenim bana ters davranir

Ogretmenim bir seyi basardigim zaman
gurur duymamai saglar

Ogretmenim ¢abuk kizar
Ogretmenim bana istendigimi hissettirir

Ogretmenim bize yardimci olabilmek i¢in
olagantistii gayret sarf eder

Ogretmenim disiplini saglamak i¢in bizi tehdit eder
Ogretmenim sinifta ¢aligkan tembel ayrimi yapar

Ogretmenim ben konustugumda saygi ile dinler

Bazen
dogru

Nadiren
dogru

Higbir zaman
dogru degil



22.

112

Hemen hemen
her zaman
dogru

Ogretmenim 6fkelendiginde bana bir seyler firlatir

(tebesir, kalem, kitap gibi)

23.

24.

25.

26.

27.

28.

29.

30.

31.

32.

33.

34.

35.

36.

37.

38.

39.

40.

41.

42.

Ogretmenim basarisiz bile olsak bize iyi not verir
Ogretmenim bize uygun durumda sorumluluk verir
Ogretmenim hakkimda giizel seyler sdyler

Ogretmenim diger arkadaslarimin
beni dovmelerine g6z yumar

Ogretmenim asir1 sert ve otoriter bir
disiplin anlayisindan yanadir

Ogretmenim beni beceriksizligim nedeni ile
sik sik tenkit eder

Ogretmenim onu rahatsiz etmedigim siirece beni yok sayar
Ogretmenim ona ac¢ilmami saglar

Ogretmenim beni gercekten sevmez

Ogretmenim benimle sinifta sicak ve sevecen konusur
Ogretmenim benimle igtenlikle ilgilenir

Ogretmenim bana kiric1 seyler sdyler

Ogretmenim yardim istedigimde duymazliktan gelir .
Ogretmenim bir sikintim oldugunda bana anlayissiz davranir

Ogretmenim beni kirmak igin elinden geleni yapar

Ogretmenim iiziildiigiim veya endiseli oldugum zaman
bana yardim etmeye ¢alisir

Ogretmenim beni ilgi ile dinler, konusmam igin
beni cesaretlendirir

Ogretmenim istenmedigimi belli eder
Ogretmenim yaptigim seylere ilgi gosterir

Ogretmenim benim igin bir siirii kural ve diizen koyar

Bazen
dogru

Nadiren
dogru

Higbir zaman
dogru degil



43.

44,

45.

46.
47.
48.
49.
50.

51.

52.
53.
54.
55.
56.

57.

58.

59. Ogretmenim degisik nedenlerle cesitli cezalar uygular
(cetvelle ele vurmak, sa¢ ¢gekmek, basa vurmak,
tokat atmak gibi1)

60.

113

Ogretmenim sinif tartisma ve faaliyetlerine
katilmamiza 6nem verir

Ogretmenim uygunsuz davranislarimi hos karsilar

Ogretmenim diger arkadaslarim kadar basarili
olmadigimi sdyler, beni onlarla kiyaslar

Ogretmenim beni dévmekle tehdit eder
Ogretmenim siniftaki kavgalarda tarafsiz kalmaz
Ogretmenim fikirlerime deger vermez
Ogretmenim ¢ok hosgoriiliidiir

Ogretmenim bize giivenmez

Ogretmenimin bizi bir seylerden dolay1 kinayip
kinamamasi o giinkii ruh haline baghdir

Ogretmenim bizi kii¢iimseyerek konusur

Ogretmenim benim ¢evresinde olmama tahammiil edemez

Ogretmenim dersle daha fazla ilgilenmem icin beni dover

Ogretmenim hepimizi ismimizle tanir
Ogretmenim beni smifta bir bas belas1 gibi goriir

Ogretmenim baz1 arkadaslarimiza sinif disinda
kendi 6zel islerini yaptirir

Ogretmenim baz1 ¢ocuklara istemedikleri tarzda
dokunarak onlara ilgi gosterir

Ogretmenim nasil davranacagim hakkinda
yasima uygun se¢imler yapmama izin verir

Hemen hemen
her zaman
dogru

Bazen
dogru

Nadiren
dogru

Higbir zaman
dogru degil
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Table E 1: Distribution of the Sample according to Birthplaces (Cities)

Birthplace f percentage Birthplace f percentage
Istanbul 391 77.7 Konya 2 0.4
unstated 37 7.4 Trabzon 2 0.4
Kayseri 5 1.0 Van 1 0.2
Samsun 4 0.8 Zonguldak 1 0.2
Erzincan 4 0.8 Sivas 1 0.2
[zmir 3 0.6 Afyon 1 0.2
Bitlis 3 0.6 Gilimiishane 1 0.2
Ordu 3 0.6 Giresun 1 0.2
Sakarya 3 0.6 Eskisehir 1 0.2
Corum 3 0.6 Burdur 1 0.2
Tokat 3 0.6 Bursa 1 0.2
Ankara 3 0.6 Yozgat 1 0.2
Ardahan 2 0.4 Azerbaycan 1 0.2
Edirne 2 0.4 Isvicre 1 0.2
Mugla 2 0.4 Elaz1g 1 0.2
Almanya 2 0.4 Sanlurfa 1 0.2
Amerika 2 0.4 Isparta 1 0.2
Diyarbakir 2 0.4 Adana 1 0.2
Rize 2 0.4 Kirklareli 1 0.2
Gaziantep 2 0.4 Total 503 100
Kiitahya 2 0.4

Tekirdag 2 0.4
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Table F 1: Varimax Rotated Factor Matrix with Four Factors

Factor

Items 1 2 3 4

item 1 0.50 0.25 0.21 0.15
item 2 0.31 0.45 0.17 -0.05
item 4 0.43 0.05 0.15 0.13
item 5 0.11 0.36 0.10 0.11
item 6 0.20 0.49 0.26 0.29
item 8 0.04 0.16 0.47 0.29
item 9 0.23 0.22 0.48 0.06
item 10 0.26 0.61 0.22 0.23
item 11 0.56 0.14 0.10 0.21
item 12 0.21 0.54 0.34 0.30
item 13 0.26 0.43 0.41 0.06
item 15 0.58 0.17 0.09 -0.01
item 16 0.65 0.14 0.21 0.13
item 17 0.16 0.44 0.26 0.29
item 18 0.19 0.19 0.57 0.05
item 19 0.12 0.20 0.52 0.12
item 21 0.53 0.15 0.05 0.02
item 22 0.17 0.07 0.46 0.43
item 23 0.59 0.12 0.11 0.19
item 24 0.15 0.21 0.24 0.33
item 25 0.23 0.36 0.09 0.56
item 27 0.58 0.18 0.10 0.05
item 28 0.27 0.25 0.30 0.38
item 29 0.58 0.21 0.21 0.29

Rotation Method: Varimax with Kaiser Normalization.
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Table F 2: Varimax Rotated Factor Matrix with Two Factors

Factor

Items 1 2

item 1 0.34 0.53
item 2 0.34 0.34
item 4 0.18 0.43
item 5 0.31 0.15
item 6 0.58 0.25
item 8 0.54 0.03
item 9 0.48 0.23
item 10 0.59 0.32
item 11 0.23 0.57
item 12 0.67 0.26
item 13 0.55 0.29
item 15 0.13 0.59
item 16 0.26 0.65
item 17 0.56 0.20
item 18 0.50 0.19
item 19 0.51 0.12
item 21 0.11 0.54
item 22 0.53 0.17
item 23 0.21 0.59
item 24 0.43 0.17
item 25 0.50 0.28
item 27 0.17 0.59
item 28 0.51 0.28
item 29 0.37 0.59

Rotation Method: Varimax with Kaiser Normalization.





