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Thesis Abstract
THE ROLE OF PERCEIVED TEACHER ACCEPTANCE REJECTION ON
STUDENTS’ SELF CONCEPT, SCHOOL ATTITUDE AND ACADEMIC
ACHIEVEMENT
Kenan Sahan

This study aims to investigate the relationship of perceived teacher acceptance-
rejection on students’ self concept, school attitude and their academic achievement.
The sample of the study consists of 223 (114 girls/109 boys) students in fifth graders
enrolled in six private elementary schools of high SES level.

Each participant was given general demographic information, as well as the
Turkish Teacher Acceptance-Rejection Questionnaire/Control Short Form, Piers-
Harris Children Self Concept Scale and School Attitude Assessment Survey-Revised,
and students’ academic achievement was used. For the data analysis, Pearson product
moment correlation and multiple regression analysis were used.

Findings from the study showed that Perceived Teacher Acceptance-Rejection is
significantly correlated with self concept school attitude and academic achievement.
In addition, the best predictor of academic achievement is perceived teacher
acceptance-rejection. As a result of this research, it is found that the most important
factor with regards to increasing students’ academic achievement is firstly depends
on teacher student relationship. The findings suggest that improving teacher student
relationship helps students not only to increase their academic achievement but also
to have high self concept.

(196 words)
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Tez Ozeti

ALGILANAN OGRETMEN KABUL-REDDI ILE BENLIK ALGIS]I,

OKUL TUTUMU VE AKADEMIK BASARI ARASINDAKI ILISKI
Kenan Sahan

Bu ¢aligma, 68rencilerin algilamis oldugu 6gretmen kabul-reddi ile benlik
algisi, okul tutumu ve akademik bagari arasindaki iligkiyi aragtirmaktadir. Yiksek
gelir diizeyine sahip bir 6zel ilkokulun alt1 ayr1 kampiisiinde okuyan 223 (114
k1z/109 erkek) beginci simif 6grencisi bu ¢aligmanin drneklemini olugturmaktadir.

Caligmaya katilan her bir 6grenci demografik bilgi formuyla beraber,
Ogretmen kabul-ret algisi envanteri, benlik algisi, okul tutumu 6l¢eklerini Tiirkge
formunu doldurmustur. Caligmadan elde edilen veriler, Pearson moment ilgilesim ve
coklu regresyon teknigi kullamlarak analiz edilmistir.

Ogretmen-Kabul-Ret algisiuin benlik algisi, okul tutumu ve akademik bagart
arasinda anlamli bir korelasyon bulunmustur.  Yapilan caligmada akademik
bagariin, en ¢ok 6gretmen kabul-ret algisindan etkilendigi sonucuna ulagilmugtir.
Arastrmanin  sonuglarina gére Ogretmen ogrenci iligkisinin okul bagarisinin
artmasinda en 6nemli faktér oldugu goriilmiigtiir. Sonug olarak Ogretmen Ogrenci
arasindaki olumlu iligki, sadece Ogrencinin akademik bagarisim1 arttirmakla
kalmamakta, ayni zamanda benlik algisinin ve okul tutumunun da yiikselmesini
saglamaktadir. |

(155 sozciik)
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CHAPTER I
A) INTRODUCTION

The quality of relationship between children and adults has long been of
interest to researchers. These researchers have showed that perceived quality
relationship between child and parent has incredible influence on understanding and
describing the significance of child-adult relationships (Howes, Hamilton, 1992;
Howes, 1999; Coleman, 2003). Existing relationship between mother and child moves
to other significant individuals when the child grows up. When the child leaves his/her

family the second adult that he or she faces is probably teacher.

Attachment theory implies that if a child’s security needs are met by his/her
parents and the parental figures become the source of a secure base, the child moves
his/her attention from his/her parent toward the environment and other people. They
use their energy trying to explore the environment and engaging in social interactions
with other people. Activities such as engage social interactions, exploring the
environment create new formation of attachment figures like siblings, relatives, peer,
and teachers. One of the proponents of the attachment theory, Howes (1999)
demonstrated the importance of teacher-student relationships by presenting the fact

that child-parent relationships resemble early student-teacher relationship.

Additionally, Pianta (1992) selected a hundred one children (23.4 months),
their mothers and their teachers in order to assess their attachment to mothers six
months prior to assessment of their attachment to a teacher. The children were divided
into two for larger longitudinal study. The first sample consisted of 67 children who
attended full time center-based child care. In the second sample 34 children were
enrolled in family day-care homes. This study showed that children form relationships
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with their teachers that are similar to their relationships with their mothers. Pianta
added that children’s behavior towards mothers and teachers may differ because of the
context of relationships at home or at school and because of the different roles of
teachers and mothers in children’s lives.

The type of relationship at school creates social interactions and social
bonding between teacher and student. This type of relationship produces respect,
fairness and caring and has been considered an important element of teacher
effectiveness. “Teachers’ ability about making positive, caring and bounding with
students is so crucial in cultivating a positive learning environment and promoting
student achievement.” (Brophy & Good, 1986, p. 328).

In addition to this, Purkey and Novak (1996, p. 10) pointed to two important
sides of the message “inviting and disinviting messages” which result firstly from
perception and significantly influence students’ self concepts, their attitudes toward
school and their academic achievement. Pajares (1992 cited in Purkey, Novak, 1996)
claimed that the belief system of teachers should be the most important issue for
educational research and practice. These studies imply how teachers perceive students
mostly influence students’ success or failure.

In Turkey, Giilek (1994) worked on the validation of the Turkish form of the
Classroom Environment Scale and the impact of classroom social environment on
students’ self concept, academic achievement, attitudes towards school, and social
relations. His sample consisted of 307 high school students in Istanbul. He showed the
result of his study in four categories.

1.  The relationship between the classroom social environment and self

concept.



2. The relationship between the classroom social environment and

academic achievement.

3.  The relationship between the classroom social environment and

attitudes towards school.

4.  The relationship between the classroom social environment and social

relations.

Although he found no significant relationship between classroom
environment and self concept he found significant relationship between teacher
support subscale and self concept. That means the teacher is one of the significant
others, and his/her support positively influences the self concept. In the same way
Maher and Zins stated that one’s perception of ‘the self is positively, influenced by the
appreciation of significant others. Positive appreciation helps self-concept
development (Maher & Zins, 1987, cited in Giilek, 1994). In another finding he stated
that academic achievement is highly determined by the nature of the classroom social
environment. Affiliation, teacher support, competition, rule clarity subscales were
more closely related to academic achievement. Lastly, he found significant
relationships between the nine subscales (involvement, affiliation, teacher support,
task orientation, competition, rule clarity, teacher control, innovation, order and
organization) of the classroom environment scale and attitudes towards school.
Especially, teacher support, teacher control, order and organization subscales are more

closely related to attitude towards school.

The literature clearly shows the importance of the teacher-student relationship
and its effect on school attitude, academic achievement and self concept of students.
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This study is an attempt to examine the influence of perceived teacher acceptance-

rejection on students’ school attitude and self concept and academic achievement.

Significance of the study

School plays an important role in children’s lives in terms of providing them
with the necessary tools in order to get prepared for the future. With regards to
preparing children for the future, the teacher is an indispensable part of the school. The
teacher-student relationship can serve important support functions for young children
in their attempts to adjust to the school environment. Moreover, teacher’s
expectations, reinforcement, and encouragement influence students’ perception and
attitudes toward school. Schorr (1989, 1997), Bar, and Parret (2001), showed that
effective schools’ key qualities are the consistent presence of caring, demanding, well
prepared teachers. These components make students become more successful, improve

attendance and reduce dropout rates (cited in Zucker, 2001).

Consequently, assessing the perceived teacher acceptance rejection and trying
to show its effect on self concept, school attitude and academic achievement
contribute to develop and conduct both pre-service and in-service education programs
about teacher education, teacher-student relationship. Yet, even though a number of
international studies exists about influence of the teacher student relationship on
student attitude towards school, self concept and school achievement, there are only a
few studies about the influence of teacher student relationship, self concept and school
attitude on academic achievement. The area of interest in these specific relationships
unfortunately is largely neglected by researchers in Turkey. There is only a single
study on the establishment of the reliability and validity of Perceived Teacher
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Acceptance-Rejection Questionnaire/Control’s study conducted by Yildirim (2006).
Therefore, this present study is expected to contribute to both national and

international literature in the area.



CHAPTER 11
LITERATURE REVIEW

This section will briefly give information about teacher student relationship
and its effects on students’ self concept, school attitude and their academic

achievement.

1) Teacher-Student Relationship

In this part, the literature related to student teacher relationship and variables
that appear to contribute to the development or deterioration of the student teacher
relationship will be presented. It is very important to begin with literature to
understand why the attachment theory is useful for understanding adult-child
relationship.

One of the attachment theorists Bowlby (1982, cited in Pianta, 1992) stated
the importance of primary caregivers by revealing the fact that infants develop a
specific and enduring relationship with primary caregivers and this result in an
attachment bond. This theory clearly explained the existence of multiple attachment
types as well. It gives an explanation about the child’s emotional security with
caregivers and the formation of internal working models of relationship, the child’s
feeling secure with an adult and formation of internal models of relationship occurs
because of the repeated interactions with that adult. Not only physical care but also
emotional care is extremely important for this theory.

The researchers claimed that teachers can play a secondary attachment
figure. This formation of relationships with teachers may enable children, coming
from stressful family environments, namely maltreatment, to overcome them. It can be
said that maltreated children’s relationship with their teachers may be considered as
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protective factors against maltreatment. This supportive and protective relationship
with teachers may compensate for the negative relationship histories with children’s

parents ( Cicchetti, 1989, 1990 & Cicchetti and Lynch, 1992).

Pianta and Steinberg (1992) conducted a study in order to gain information
from kindergarten teachers with regards to their relationships with each of the children
in their classes and the children’s classroom behavior. The sample of the study
consisted of 436 children between the ages of four years five months and six years six
months, and 26 of children’s teachers. The result of the study showed that children
with greater levels of support in relationships with their teachers were perceived as
having fewer problems, greater social competencies, and better school adjustment than

did the children experiencing greater conflict in their relationships with teachers.

Some researchers focused on attachment in order to explain the relationship
between child and parent or between child and society. Ainsworth (1989) studied
attachment between individuals by concentrating on the development and quality of
relationships, especially between infants and their mothers. She claimed that the
relationship between child and society reflects early attachment bonding between child
and his/her mother. She stated three emotional elements in order to explain the nature

of relationships between a child and his/her mother:
1.Each person seeks proximity to the other in times of stress
2. The relationship involves affection, security and mutual pleasure
3.The relationship offers one or both individuals care and protection

She finally concluded that strong bonds between an infant and his/her mother
means strong bonds in the child’s later relationships.
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However, social control theorist Hirschi (1969, cited in Marcus & Reio-
Sanders, 2001) focused on the relationship between a child and his/her mother in order
to explain the child’s relationship with others. The quality of a child-parent attachment
is believed to help shape a child’s overall social development. Hirschi’s explanation
about attachment is mostly related to an individual’s emotional bonds to society and
institutions such as school. Hirschi claimed that individual emotional bounds to
society contain four elements:

1. Attachment or concern with the opinion of others.

2.Commitment or rational decision in order to be accepted by society.
3.Involvement

4.Beliefs, principles encouraged by social institutions are valid.

He concluded that strong attachment enables the child to feel emotionally
bonded to his or her family, school and community. When the bonds are weak child is
more likely to show unacceptable behavior in society.

Also, in terms of attachment figures, Hamilton and Howes, (1992b) studied
441 children to assess the multiple measures of relationships with teachers and parents
in addition to measuring children’s social behavior. They concluded that children’s
relationships were clearly discriminated between their parents and teachers
relationships. Children’s moods, expectations of adult responsiveness, awareness of
adult location and reliance on adults for comfort and assistance differed between and
within relationships.

Based on attachment figure relationships between teacher and student, in his
“social learning theory” Bandura (1977) states the importance of teacher student
relationship by putting the teacher as a role model in this relationship. It underlines the
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importance of observing, and modeling behaviors, attitudes, qmotional reactions of
others and focuses on learning in social context. The proponent of social learning
theory proposes that students can learn by observing their teachers. From this
perspective, students learn how to behave or not behave in the classroom setting by

implementing teachers’ responses to their behaviors.

Murray (2002) claimed that not only attachment theory but also social
learning theory implies the importance of close relationships between teachers and
students. He stated that adult child relationships including warmth, open
communication and active involvement provide healthy social and emotional

development.

The following two stories written by Cunninghum (1988, cited in Wittmer &
Myrick, 1989, p. 56-57) show two students’ perception about their teachers. The first
one reflects on the positive side of the teacher that the students clearly remember. The

other indicates the negative. The first story is as follows:

“Mrs Arnesen was my fifth grade teacher. She immediately comes to mind
when I think about who was my best teacher. She was in love with people and in love
with life. She always had a smile on her face. I remember how I used to feel sorry for
her when she had to discipline a student because I think that was the hardest part of
teaching for her... Mrs. Arnesen is about the only teacher I ever had that I thought of
more as a person than a teacher. What I mean by this is that most teachers hid
themselves behind their desks. Mrs. Arnesen was a teacher and a person at the same
time. She was never afraid of being herself.

... She knew her students as people. I believe she knew me better than any
teacher I ever had. Her being so personal was very important to me. Since I was going
through adolescence, it was very helpful to have a teacher who thought of me not as a
student, but as a person. Mrs. Aresen was by far the best teacher I ever had. She was
the best because she was so full of love.”

Thinking about teachers who turned me off, one stands out in particular. It
has been 14 years since I sat in Mrs. Schmidt’s third grade room, but the memories of
her are still very vivid. I’ve learned that when someone is under a great deal of
emotional stress, the memory burns deeply. I was very scared of Mrs. Schmidt and I
remember many bad times that I had with her.

She was a tall woman and she used corporal punishment to maintain a silent
classroom. I loved to move around and one day she actually tied me to the seat and left
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me there all day. I wet my pants and she ridiculed me for it. After that it was pure hell.
I had to sit near her desk and I got into the habit of chewing a handkerchief and pulling
off my shoes. My mouth was taped several times. My shoe strings were often the same
strings that were used to tie me to my desk.”

The second story is as follows:

“[ felt behind in everything except reading and my work was messy. She tried
to remedy the underachievement buy force rather than understanding and
encouragement. I begged for a transfer, as did several other children, but my parents
forced me to remain “under her rule” because teachers were supposed to know “what
is best for students.”

...It took a long time for me to overcome my fear of teachers in general
because of Mrs. X. I particularly remember her harsh treatment of another boy who
turned out to be retarded. She instilled in me a dislike of school and a distrust of
teachers that has undoubtedly affected my school achievement. I wonder how many
others she has turned off to the value of learning.”

Wittmer & Myrick (1989) presents a number of past histories of students about
their teachers. They tried to describe teachers with positive attitudes and teachers with
negative attitudes by analyzing these stories. They concluded that teachers with

negative attitudes and teachers with positive attitudes were generally defined as seen

from Table 1.
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Tablel: Student definition of teachers with negative and positive attitudes.

Teachers with positive attitudes Teachers with negative attitudes
Good listener, able to communicate Insensitive
Emphatic Cold
Caring, friendly Disinterested
Concerning Sarcastic
Genuine Demanding
Warm Authoritarian
Interest Ridiculing
Knowledgeable arbitrary
Trusting Punitive
Sense of humor Disciplinarian

There are several studies attempting to explain the teacher as a person and the
teacher’s effect on students’ lives. In one of these studies, Gurney (1987 cited in
Wittmer & Myrick, 1989, p. 123) compared “good and poor teachers”. He showed
that good teachers tend to behave as an internal frame of reference and see others as
having the capacity to look at their own problems, see others who are capable of
enhancing their personal growth. Good teachers are very sensitive to others and see
themselves as adequate, trustworthy. These teachers’ instruction methods never aim to
control students.

Schiff and Tatar (2003) conducted a study to explore the characteristics of
teachers as perceived by their early adolescent students and to explore possible gender

differences within the preadolescents’ perceptions. The sample consisted of 408
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students (approximately % 48 girls and % 52 boys) in fifth and sixth graders at four
state elementary schools. A list of 29 behavioral characteristics of a significant
teacher was presented to the students. Then the students were asked to choose the
statement identifying their significant teachers. Seventy- percent of the students
characterize their teachers as ones, who were knowledgeable in their subject matter,
expected the students to succeed, taught well, were willing to help, enriched students’
knowledge, maintained order in class, and treated students respectfully. The students
defined teachers as, in descending order, teaching facilitators, reliable, supporters,
challengers and antagonist individuals. Lastly, they found significant differences
between boys and girls about their perception of teachers. Boys had the tendency of

characterizing their teachers as being antagonists.

Murdock and Miller (2003) conducted a study in order to examine the
relationship between eighth grade students’ academic achievement and their
motivation and perceptions of teacher caring after accounting for influences of parents
and peers, and controlling for prior motivation. The data was collected twice from 206
(% 54 female, % 46 female) students who were seventh graders in 1997-1998 and
eighth graders in 1998-1999. They concluded that perceived teacher caring accounted
for significant amounts of variance in all three measures (academic achievement,
motivation and students’ perception of teacher caring) of eighth grade motivation after
controlling both seventh grade motivation and perceived motivational influences from
parents and peers. The result of the research study showed that students’ perceived

relationship with teachers affect the development of their motivation.

Parallel to Murdock and Miller’s study, Wentzel (1997) examined
adolescents’ perception of pedagogical caring in relation to their motivation to achieve
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positive social and academic outcomes in middle school. This research was a two year
longitudinal research consisting of sixth grade students (n=248). Wentzel formed two

research questions as follows:

1. “To what extent do adolescents’ perceptions of caring teachers predict

efforts to achieve positive social and academic outcomes at school?”
2. How do middle school students characterize a caring, supportive teacher?

She concluded that perceived caring from teachers are significantly related to
students’ academic efforts and positively to their pursuit of prosocial and social
responsibility goals. Students’ responses to the teachers “who care” and “who do not
care” questionnaire were categorized under the name of modeling, democratic
interactions (communication style, equitable treatment and respect), expectations for
behavior (expectation for the student as a person and as a learner), nurturance, rule set
ting, and others. The largest percentage of students’ responses about characterizing
caring and uncaring teachers in relation to expectations for behavior was 43% for
caring teachers and 28% for uncaring teachers, and in democratic interactions was

20% for caring teachers and 43% for uncaring teachers.

In examining motivation in the classroom, Skinner and Belmont (1993)
attempted to show the reciprocal effects of teacher behavior and student engagement.
They identified their motivational model by examining the effects of 3 dimensions
(involvement, structure, and autonomy support) of teacher behavior on students’
behavioral and emotional engagement during a school year. Their sample consisted of
14 teachers and 144 students ranging from third to fifth grade. During the study
children’s engagement in the classroom was measured in the fall and spring of the
same school year. Teachers and students completed questionnaires in both the fall
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(October) and spring (April) of the 1988-1989 school years. Students’ and teachers’
perception of teachers’ interactions with individual children and children’s
engagement in the classroom were measured. Skinner and Belmont indicated that
teacher interactions with students later on predicted students’ behavioral and
emotional engagement in the classroom in the spring semester of the school year.
According to their study, teacher’s involvement had greater influence on students’
perception of the teacher and teachers’ liking is directly related to students’ experience
and their interactions with teachers. Teachers’ perceptions of the affection,
attunement, dedication of resources, dependability enable students to feel that their
needs are met in terms of relationship, competence and self determination. If students
perceive their teachers as warm and affectionate they feel happier and more
enthusiastic in class. The most repeated negative emotions reported by the students
are anxiety and boredom. Teachers who perceive their students as negative they
respond more negatively to these kinds of students. Finally, researchers concluded by
looking at their findings that students who report low engagement are more likely to

receive less teacher support (Skinner & Belmont, 1993).

Lee (2007) conducted a study to examine the effects of teacher-student trust
relationship on school adjustment, school success, academic motivation and
performance. Participants consist of 7th grade students (170 males and 148 females)
from Seoul. Firstly, the researcher used t-test for the purpose of examining possible
gender differences on student-teacher trust relationship. Lee found that there was no
significant difference between males and females about teacher-student relationship.
Then the study revealed that the correlation of students’ sense of trust with their school
adjustment, academic motivation and performance was positively significant. More
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concretely, students’ sense of trust relationship with their teachers had the highest

correlation with school adjustment (r= 0.47, p< 0.01).

Pianta (1999 as cited in Murray, 2002) concluded that the relationship
between teacher and students including emotionally warm, open communication,
support and involvement enable students with a sense of security within school
settings, enable them to become more competent in their academic, social and

emotional areas.

In his research Davis (2001) showed that students defined their academic
work differently by considering the idea that they perceived they had “good”
relationships with teachers. Davis stated that when students felt that they have a
problem with their teachers, they complained that their academic tasks were coercive,

repetitive, isolated, irrelevant and often obstacles to their social and academic goals.

Teacher Student Relationship and Self Concept

In the current study, another question of interest is the role of the teacher
student relationship on self concept. Covering the influence of the teacher student

relationship on self concept will be presented.

Purkey & Novak (1996, p. 26) claimed that “No one is born with a self
concept.” They defined the development and structure of self concept as a lifelong
project. Experiencing the world through inviting and disinviting interactions with
others develops self concept in the school setting. Inviting and disinviting messages
were described as students’ perception of self by looking at their interactions with
others. Students who get inviting messages see themselves as able, valuable, and
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responsible. Students who get disinviting messages see themselves as unable,
worthless, and irresponsible.

Consistent with the definition of self concept, Purkey & Novak (1996) and
Juang & Silbereisen (2002) describe self concept as a complex, continuously active
system of subjective beliefs about personal existence. It guides behavior and enables
each individual to assume particular roles in life. Self concept serves as a perceptual
filter and guides the direction of behavior. A student’s self concept does not cause the
student to misbehave in the classroom. A better explanation is that the disruptive
student has learned to see himself or herself as a trouble maker and behaves
accordingly. In other words, self concept serves as the reference point, anchoring
perception for behavior. Some of the studies focused on the effect of self concept on
educational outcome. These studies revealed that there is a positive relationship
between self concept and educational outcomes such as academic achievement and
attitude towards school (Purkey & Novak, 1996; Juang & Silbereisen, 2002).

Heyman (1990) considered self concept in terms of self perception under two
basic conditions. The first one is related to how an individual feels about himself or
herself and the second one is how it’s perceived by significant others. While some
factors such as acceptance from family, family climate, teachers and peers affect self
perception, other factors such as acceptance and success increase self concept.
Acceptance from parents, family members, friends and teachers also influences self
concept. The healthy environment and success help children improve their self
concept. On the other hand, the frustration the environment may cause children to
become unsuccessful in their lives. As a result, this situation influences children’s self

concept negatively.
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Purkey, Novak (1996, p. 57) stated that when students make contact with
school, “its physical environments, the official policies, and the instructional programs
invite or disinvite students to meet academic expectations of schools.” If they succeed
they develop positive attitudes toward themselves as learners, whereas if they fail they
develop negative feelings.

The significance of self-concept in education has been particularly influenced
by Coopersmith’s (1967) research on the educational characteristics of students with
higher or lower self-concept. He concluded that when students with high self-concept
were compared to their peers with low self-concept, they were more involved in
classroom discussions, more confident, more popular with peers, more persistent in
performing tasks, more concerned about public affairs rather than personal problems,
less afraid to disagree, less sensitive to criticism, less passive, less anxious, and that
they set themselves higher long-term goals, related better to their parents and
expressed their own opinions more.

Hay, Ashman, van Kraayenord (1998) did research by reexamining
Coppersmith’s assertion that students with high self concept have more positive
characteristics about cooperation, persistence, leadership, expectation for future
schooling, anxiety, family support, behavior in class, peer interactions than those
students with low self concept. They also aimed to compare the educational
characteristics of students with high self concept and low self concept on reading,
spelling and mathematics. The study demonstrated that teachers reported that students
with high self concept were academically oriented and were more interested in school.
On the contrary, students with low self concept were reported as quite, withdrawn in

the class by their teachers.
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Tt is clear that academic achievement is related to students’ self concept. Self
concept and academic ability are related. Researchers found that there is a relationship
between students’ evaluations of themselves and their level of academic achievement

(Haper and Purkey, 1993; Hoge and Renzulli, 1993).

Cakar (1994) aimed to develop a valid and reliable tool that assesses the
perception of students in terms of abuse experienced from their teachers. The
participants were 123 female and 177 male students in this study. The researcher
looked at the difference among different abuse groups (high emotional abuse group,
Jow emotional abuse group, moderate low emotional abuse group, and moderate high
emotional abuse group) in terms of their self concept, depressive, anxiety, and
achievement level. She concluded that the high emotional abuse group expressed
levels of anxiety, depression, and self concept significantly higher than the other
groups. The second group, the moderate high emotional abuse group, also showed
significant difference from the low emotional abuse group and the moderate low
emotional abuse group about having more anxiety, more depression, and lower self
concept. As the students feel more abuse from their teacher in classroom setting the y

reported more anxiety, depression and low self concept.

Teacher —Student Relationship and School Attitude

In educational research, school attitude is a great concern for researchers. It is
known that vthere are a limited number of studies about school attitude in Turkey.
These studies are about some specific subject areas like math and science (Ogretme,
2001; Aydin, 1995; Acikbas, 2002; Tektas, 2004). Classroom environment to student
attitudes of math and science, and teaching methods were taken into consideration in
these studies. Bolitkbas1 (2005) studied the impact of family environment, self
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concept, and school attitude on ninth grade students’ academic achievement. She
revealed that there was a significant relationship between school attitude and academic

achievement.

If the schools want to offer psychologically healthy environments, they

should meet the criteria including psychological and emotional domains (Bake, 2003).

Also, in terms of school belonging and school dropouts, Goodenow (1993)
discovered that student’s perception of teacher support enable them to feel a strong

sense of belonging and enable them to be more successful in school.

Schools can be discussed into two different climates. The first one is a
negative school climate and the second one is positive. Hyman (2001, cited in
Yildirim, 2006) compared positive and negative school climates. A positive school
climate prevents students from abusive behavior such as maltreatment, sarcasm,
ridicule, put downs, and other verbal assaults from school staff and peers. A positive
school climate enables students to feel that they are respected, accepted and supported.

This positive school climate allows students to feel a sense of belonging.

Negative school climate includes scapegoating, name calling, put downs
(both teachers and peers), physical and verbal assaults. These feelings may cause
students to feel that school has strict rules, there is no justice and discipline is applied

unfairly. As a result, students feel that they are rejected.

Hyman (1986) maintained that abusive teacher behaviors parallel negative
school climate preventing students from becoming more successful, in feeling safe
about them. These behaviors are considered sarcasm, descending tone of voice,
criticizing, low achievement, forbidding students extracurricular activities, name-
calling, assigning homework as punishment, ear pulling, throwing things at the
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students, hitting, allowing bullying and degrading other students. This has both short
term and long term effects in students’ lives and causes students lack of adjustment

and motivation in school, school failure, underachievement, low self esteem.

Hart, 1985; Hart, Brassard & Germain, (1987) proposed that negative school
climates outcome, maltreatment, can be grouped in one or more of the five categories.
One of them has to do with discipline and control through fear and intimidation which
is an attack on the individual’s safety, love, belonging, and self esteem. Punitive
disciplinary practices can include corporal punishment, verbal abuse, teacher

disapproval, rejection and repeated failure.

However, Krugman& Krugman (1984) studied maltreatment within the
school context. They observed 17 pupils reporting emotional abuse from their
teachers. Students were asked to define abusive teacher behavior. They described
abusive teacher behavior such as verbal put downs, labeling, and threatening,
inconsistent behavior, setting unrealistic goals, and using homework as punishment.
These symptoms may cause children to avoid school since the results of the study
showed that students exhibited the following symptoms in indicated percentages: 88%
excessive worry about school performance, 76% change from positive to negative self
perception, 76% change in school performance from previous years, 71% fear
teacher verbalization that would hurt their feelings, 35% excessive crying about
school, 29% somatic complaints, 29% decreased functioning in social situations
outside class, 24% nightmares and other sleep disturbances, 24% school avoidance or

refusal, 18% withdrawn behavior and depression.
Similarly, Shumba (2002) studied emotional abuse in the classroom. He

found that the majority of teacher trainees (84.7%) and teachers (80.7%) who
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participated in his research, believed that scolding, use of vulgar language,
humiliation, shouting, usage of bad words toward students such as stupid and ugly are
mostly used by female teachers. In addition to this, the study found that teachers use
the following forms of emotional abuse on their students: shouting at them, scolding
them for mistakes, humiliating pupils in public, and use of vulgar language, labeling

them as stupid, ugly or foolish.

In another study Shumba (2002, p. 141) aimed to find out the answers to who
the perpetrators of emotional abuse were and “what is the reason for teachers to use
emotional abuse in the classroom”. He considered the following behavior as
emotional abuse: “verbal aggression, humiliation, harassment, belittling, shouting,
scolding, labeling, use of vulgar language, threatening, degrading, and terrorizing of
pupils by teachers in schools” (Shumba, 2002, p. 141). He found that the majority of
students (69.5%) believe that male teachers use verbal abuse such as labeling and
name-calling. Fifty six percent believe that female teachers show verbal aggression
such as shouting. Seventy five percent believe that teachers shout at students to
discipline them, 66.5% believe that teachers shout at students to control them, 61.5%
believe that it is an expression of anger; and 50.5% believe that teachers shout at them
because they deserve to be shouted at. Additionally, the majority of teacher trainees
(92.7%) and teachers (82.3%) believe that teachers use emotional abuse because they
want to control students who misbehave. Apart from this finding, 88.7% of teacher
trainees and 82.3 % of teachers believe that they use emotional abuse in order to
discipline students. The researcher added that the underlying reason why teacher
trainees and teachers use emotional abuse in the classroom is that both of them are not

21



aware of the fact that emotional abuse is a form of child abuse and has critical
consequences on the development of children.

It was stated earlier that the consistent presence of caring, demanding, well
prepared teachers are indispensable parts of effective schools in becoming more
successful, improving attendance and reducing dropout rates. Lynch and Cicchetti
(1997) showed that successful adaptation to school is one of the central challenges
faced by children and adolescents. It requires adequate performance in the classroom

and social competence by peer groups.

Children’s or adolescents’ interpersonal relationships with significant
individuals not only inside but also outside the educational setting are the key factors

in order to achieve developmental tasks (cited in Schiff and Tatar, 2003).

A case report carried out by Pederson, Faucher, Eaton (1958, cited in Pianta,
1992) on a first grade teacher revealed the importance of a teacher who embraces
relationship with students such as making students feel worthwhile, supporting
students’ independence, motivating them to achieve, and providing them with support
to interpret and cope with environmental demands. These students are different from
their same-age peers in dropout rates, academic achievement, behavioral competence
and adjustment in the world. Researchers studying teacher and student relationships
revealed that a supportive teacher relationship prevents lots of negative outcomes such
as dropping out, behavior problems and academic failure (Werner and Smith, 1982;

Boyer, 1983).

Perez and Widom (1994) studied childhood victimization and long term

intellectual and academic outcomes. They chose 413 samples by using a matched
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control group (N: 286). IQ (Quick Test) and reading abilities (WRAT-R) were
assessed. They concluded that they had significantly lower scores on the Wide Range
Achievement Test and also had significantly lower scores on reading ability compared
to control groups. In the light of this finding, the results of the study demonstrated that
the abused and neglected group and the control group showed significant differences
in WRAT and reading ability. Child abuse and neglect represents significant risk
factors for long term poor intellectual and academic outcome. They concluded that
these outcomes have negative effects on school attitude.

Teacher student relationship and academic achievement

It is important to explain academic achievement from the perspective of
teacher expectation. The studies clearly showed that teachers’ expectations directly
influence student academic achievement. The Oak School experiment was conducted
by Rosenthal and Jacopson (1968, cited in Good and Brophy, 2005, p.46-47) for the
purpose of explaining the effects of teacher expectation on student achievement. They
studied teacher expectation and self fulfilling prophecy. They gave a test but teachers
were told that it was a test just for identifying the student late bloomers. “The
researcher led elementary teachers to believe that certain students in their classes
would bloom intellectually during the upcoming school year, and as a result, would
make stronger achievement gains than would be expected base on their previous
records.” The nonverbal intelligence test was applied and then some students were
described to their teachers as bloomers. Actually, the students identified as late
bloomers were randomly selected without considering test score. At the end of the
year, students identified as late bloomers gained greatly in academic achievement test

scores
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Good and Brophy (1994, p. 49) defined teacher expectation and teacher
expectation effects. They defined teacher expectation as “inferences about the future
academic achievement of students based on what they know about these students
now.” Teacher expectation effects were defined as “effects on student outcomes that
occur because of actions that teachers take in response to their expectations”. Then
these researchers identified two types of teacher expectation effects.

1. The Self Fulfilling Prophecy Effect

2. Sustaining Effect

They described the first one as teachers’ different expectations for students
early in the year and using the different instructional practices with different results.
They described the process as follows:

Firstly, the teacher forms different expectations for student behavior and
academic achievement. Secondly, as a result of different expectations, teachers behave
differently toward various students. Thirdly, the teacher’s behavior tells the students
what kinds of behavior and achievement the teacher expects from them.

Fourthly, if this treatment persists with no change or no resistance in students, it will
affect students’ self concept, and their academic motivation. Finally, students’
behavior and achievement are conform to and are more related to their teachers’
expectations. High achievers will more likely to have high achievement and low
achievers are more likely to have low achievement.

The sustaining effect, was described as “an existing teacher expectation about
students and continues in the same way even if students improve themselves”. For
instance, a student was assigned to the low reading groups in his/her second grade. In
the summer, he or she studied hard and improved his/her reading skills. His or her
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teacher in third grade assigned him or her to the low reading groups even if he or she
improved his reading skills (Good & Brophy, 1994, p. 49). |

They mentioned different communication styles of teachers with their
students described as low versus high achievers. They documented several
observational studies about teachers’ attitude toward high or low achievers as follows
Good and Brophy (2008, p. 55-56):

1. Not enough time to answer a question for low achievers

2. Inappropriate reinforcement: rewarding incorrect answers by low
achievers

3. Criticizing low achievers more than high achievers

4. Not enough encouragement for low achievers in order to be successful

5. Calling on low achievers less often in order to answer the questions and
asking them easy and non-analytical questions.

6. Seating low achievers away from the teacher’s desk

7. Less emotional respond to low achievers such as less smiling, less
friendlier interactions

8. Interactions with low achievers are more in private than public and
monitoring their activities more than high achievers.

9. Lesser acceptance and use of low achievers’ ideas

10. Lesser eye contact and other nonverbal communication of attention

11. Monitoring the activities of low achievers closely and not giving them
enough feedback

In Turkey, Gengel (1978) studied whether the difference between the teacher
characteristics of “ideal” and “typical” teachers had any relation to student
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achievement. One hundred-thirty four female students participated in this study. When
she analyzed data she divided the whole group into four parts for the purpose of

looking at these groups’ definition of “ideal” and “typical” teachers.

The first and second groups were “higher academic achievement group” and
“lower academic achievement group”. They were defined under the criteria of the fact
that students’ grade averages in some courses (Math, Physics, Chemistry, Biology,
Geography, History, Literature, and Foreign Language) were calculated. Grade
averages above 6.00 were defined “higher achievement group”, grade averages below

4. 60 were defined “lower academic achievement group”.

The third and fourth groups were the “generally educationally satisfied
group” and the “generally educationally dissatisfied group”. Students’ responses to
school related subjects on whether they are satisfied or not and the sum of these

responses determined educational satisfaction.

In the first place, ideal teacher adjectives were gathered from one class. They
identified their ideal teachers as understanding, fair, teach well, and know about
student psychology, friendly, disciplinarian. In the second place, the other class was
administered a test which is about identifying typical teacher adjectives. In ranking
order of the 7 most frequent adjectives and phrases describing the typical teacher was
gathered from the other class. These seven adjectives are authoritarian, soft, nervous,
offending, ridiculating, bringing his/her personal problems to the classroom, unfair,
selfish. She used the Wilcoxon Matched —Pairs Signed- Rank Test for showing the
differences between the scores of adjectives of “ideal” and “typical” teacher concepts
in each of the four groups. She firstly looked at the relationship between the
perception of the whole group with regards to their ideal and typical teacher
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characteristics. She found no significant similarity in the way the whole group ranked
the same group of adjectives for ideal and typical teachers.

Then, she compared the high academic achievement group and the low
academic achievement group in terms of their perception of ideal and typical teachers.
Their ideal and typical teachers were similar in composition. They rated the adjectives
with the same intensity for the ideal teachers. The other two groups, generally
educationally satisfied and dissatisfied groups, were compared according to their
perception of ideal and typical teachers. Generally the educationally satisfied group
and the dissatisfied group had similar concepts for ideal teachers. On the other hand,
the educationally satisfied and dissatisfied groups had different concepts for typical
teachers.

Another factor affecting students’ academic achievement is school attitude.
Connel, Wellborn (1991) indicated that success in school depends on the extent to
which students engage adaptively in the class learning task. This feeling of belonging
at school is a key factor for school achievement. Teachers’ respect and warmth go
hand in hand with school in regards to achieving learning tasks. Especially in the
primary school, students’ school bonding and social relatedness enable them to
actively participate in activities and to become more motivated for school success.
These kinds of motivation have long term effects and consequences for their future

achievement. (Wellborn, 1991)
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Research Questions

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

1. Is there a relationship between fifth grade students’ perception of teacher
acceptance rejection measured by the Teacher Acceptance Rejection Scale/Control
Short Form and their Self Concept measured by the Piers-Harris Children’s Self
Concept Scale (WIFAM)?

2. Isthere a relationship between fifth grade students’ perception of teacher
acceptance rejection measured by the Teacher Acceptance Rejection Scale and their
academic achievement?

3. Is there a relationship between fifth grade students’ perception of teacher
acceptance rejection Teacher Acceptance Rejection Scale/Control Short Form and
their school attitude measured by School Attitude Assessment Survey-Revised
(SAAS-R)

4. How much does each factor, teacher acceptance- rejection measured by
Teacher Acceptance-Rejection Questionnaire/ Control Short Form, students’ self
concept measured by the Piers-Harris Children’s Self Concept Scale (WIFAM),

and students’ school attitude measured by School Attitude Assessment Survey-

Revised (SAAS-R) contribute to the fifth grade students’ academic achievement?
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CHAPTER III
METHODOLOGY
In this section, the design of the study, sample, instruments, procedures and the

analyses of the data are explained in detail.

Design
This research follows a descriptive design. Quantitative methods of data

collection are used. Quantitative information is collected by the Teacher Acceptance-
Rejection Questionnaire Control Short Form (TARQ), the Piers-Harris Children Self
Concept Scale, the School Attitude Assessment Survey-Revised (SAAS-R) and the
exam results of the students.

Sample

Convenient sampling technique was used for data collection since the

researcher was working as a school counselor at B private primary school. The private
primary school has six campuses in Istanbul. Sample of the research was selected
from the fifth grade students of six campuses. Data was collected from six campuses
(A, B, M, K, U, and S) in the academic year of 2007-2008. The following tablet shows

the distribution of samples according to its schools.
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Table 2: The final composition of participants of the study sample

NUMBER OF GIRLS NUMBER OF BOYS
Campus A 9 11
Campus B 30 22
Campus M 23 21
Campus K 17 22
Campus U 24 17
Campus S 11 16
TOTAL 114 109

As seen from Table 2, the sample consists 114 girls (%51) and 109 (%49)
boys in this research, campus A (n= 20) has one fifth grade class consisting of 9
female students and 11 male students, Campus B (n= 52) has three fifth grade classes
consisting of 30 female students and 22 male students, Campus M (n= 44) has three
fifth grade classes consisting of 23 female students and 21 male students, Campus K
(n=39) has three fifth grade classes consisting of 24 female students and 17 male
students. Campus U (n= 41) has three fifth grade classes consisting of 24 female
students and 17 male students. Lastly, Campus S (n=27) campuses have two fifth
grade classes consisting of 11 female students and 16 male students.. The total
numbers of samples consist of 233 fifth grade students.

Table 3 presents the profiles of the sample in terms of gender, age, and their
parents’ education. As seen from the table, the male population is slightly less than the
female population 48.9% are male and 50.9% of students are female, and the
majority of students (93%, n=208) are eleven. When it comes to educational level of
both mothers and fathers, we see that both fathers and mothers are highly educated,
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90% of both having at least high school degree. Looking at the fathers” and mothers’
educational level it is clearly seen that 64% of fathers and 73% of mothers have four
years university and graduate degrees.

Table 3: Demographic characteristics of the sample

Characteristics of sample N Percent (%)
GENDER 223 99.6
Female 114 51
Male 109 49
AGE
10 4 1.8
11 208 92.9
12 10 4.5
Paternal Education
Elementary School 1 0.4
J.High School 9 4
High School 31 13.8
2-years university 5 2.2
4-years university 115 51.3
Master and up 49 21.9
Missing 14 6.2
Maternal Education
Elementary School 4 1.8
J.High School 9 4
Lycee 63 28.1
2-years university 6 2.7
4-years university 94 42
Master and up 35 15.6
Missing 13 58
Instruments

In this study, Teacher Acceptance Rejection Questionnaires/ Control Short
Form (TARQ/C), the Pier-Harris Self Concept Scale (WIFAM), and the School
Attitude Assessment Survey- Revised (SAAS-R) were used. These instruments were

chosen since they are valid and reliable for the Turkish population. Additionally, the
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Demographic Data Questionnaire developed by the researcher was administered to the

students.

Demographic Data Questionnaire (Appendix A)

The Demographic Data Questionnaire, developed by the researcher, identified
the age of the participants, specific school campus of the participants, whether the
participants’ parents are alive, dead or divorced, the subjects’ fathers’ and mothers’
employment status, and the participants ‘parents’ educational level. The Demographic

Data Form is presented in Appendix A.

Teacher Acceptance Rejection/Control Questionnaire (Appendix B)

The Teacher Acceptance Rejection/ Control Questionnaire was developed by
Rohner (2002) and revised in 2004 for the purpose of evaluating the perceived
acceptance-rejection and behavioral control of the students’ classroom teachers.
(Rohner, 2005) TARQ/Control Short Form has 29 items and five subscales. The
Warmth/affection subscales with 8 items measure teacher child relationships where the
teacher is perceived to offer love or affection without qualification.
Hostility/ Aggression subscales with 6 items assess the perception children about their
teachers who become angry, bitter. Children believe that their teachers have the
intention of hurting them physically or verbally. Indifference/Neglect Scale with 6
items assesses conditions where children believe that their teachers are uninterested.
Children perceive their teacher as paying little attention. Undifferentiated/Rejection
subscale with 4 items measures the perceived rejection from the teachers. The last
subscale, Control Scale with 3 items assesses the perception of children about teachers
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under the perceived condition that teachers are a control mechanism. (Rohner 2003,
2005)

The validity and reliability of the Turkish version of the TARQ/Control were
studied by Yildirim (2006) applied to 503 female and male students and three different
SES level. The Cronbach alpha values and test-retest reliability values are shown on

the Table 4.

Table 4: Cronbach Alpha Values of the Turkish Child Teacher Acceptance-Rejection

Questionnaire Control Short form

Cronbach Alpha Values
Total Teacher Acceptance-Rejection .90
Warmth/Affection .81
Hostility/Aggression .68
Indifference/ Neglect 74
Undifferentiated/Rejection .67
Control Scale 34

Note: p< .01
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Table 5: Test-Retest Values of the Turkish Child Teacher Acceptance-Rejection
Questionnaire Control Short form and its subscales

Test-retest Values

Total Teacher Acceptance-Rejection .76

Warmth/Affection .66

Hostility/Aggression .60

Indifference/ Neglect .55

Undifferentiated/Rejection .61

Control Scale 51
Note: p< .01

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 on the teacher acceptance rejection
means the teacher is perceived to be rejecting, that is, cold and unaffectionate, hostile
and aggressive, indifferent and neglecting, and rejecting in undifferentiated form.

(Rohner, 2005). The Turkish Child TARQ/Control is presented in appendix B.

School Attitude Assessment Survey- Revised (Appendix C)

SAAS-R was developed by Mc Coach (Mc Coach, 2002) It has 43 items and
five subcategories. These are academic self perceptions, attitude toward teachers,

attitudes toward school, goal valuation, and motivation/self regulation. The answer
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type is Seven Point Likert Type ranging from 1 “strongly disagree” to 7 “strongly

agree”.

Table 6: Reliability of school Attitude Assessment Survey-Revised

SAAS-R Subscales Reliability coefficients
Academic Self Perception .82
Attitude toward Teachers .85
Attitude toward School .88
Goal Valuation 92
Motivation/Self regulation 94
Note: p<.01

As seen from Table 6, School Attitude Assessment Survey-Revised and its
subscales were reliable.

SAAS-R was adapted to the Turkish population by Baglant1 (2002) studying
91 university students. The School Attitude Assessment Survey-Revised Turkish

version is presented in Appendix C.

Piers-Harris Self Concept Scale (Appendix D)

This scale was developed by Piers-Harris in 1969. It aims to assess the
individuals® perceptions about himself or herself. It is a self report test and is applied
to students aged 9 to 16 years old. The answering method is “yes™ or “no”. The total
score is 80. The higher the score means the more positive self concept is. This test was
translated into Turkish by Oner and Catakli (1987). Their research consisted of two
parts. The first part was to translate and adapt the Piers-Harris Children’s Self Concept
Scale. The second part was to conduct research on the reliability of the Turkish
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version of the scale. They applied both English and the Turkish versions of the scale to
a sample of 242 (66 male and 176 female). T-test analysis and Pearson Product
Moment Correlations showed that the Turkish translation was equivalent to the
English version. In the second part of the study, they administered the test to a sample
of 447 (247 male and 200female) students from fourth to eighth grades in order to
show the reliability of the Turkish version of the Piers-Harris Self Concept Scale.
Test- retest reliability coefficients showed high stability of scores. The Piers-Harris
Self concept Scale is presented in Appendix D.
Procedure

The design of the study has a descriptive correlational design. The following
steps were followed for data collection:

1. The first step of the present study was getting permission from the
Ministry of National Education,

2. The second step of the study was getting permission from the parents
to administer the questionnaire and scales to their children by either calling parents on
the phone or sending an information letter by mail. A signed permission form was
obtained from parents who permitted their children to participate in the study. The
parental Consent form is presented in appendix E.

3. Permission was obtained from the principals of school campuses by
explaining the aim of this study.

4. School counselors and classroom teachers were informed by the
researcher.

5. The demographic data form, as well as measure of their teacher
perception (Teacher Acceptance Rejection Questionnaire/ Control Form), their school
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attitude (School Attitude Assessment Survey- Revised) and their self concept (The
Piers Harris Self Concept Scale) were administered to all participant students (with the
permission received from parents) each class in their classrooms. The researcher
carried out all the test administration via the help of school counselors. School
counselors were informed about how to apply these questionnaires in a classroom
setting. Administration of questionnaires under the supervision of the researcher and
school counselors took between 30 and 45 minutes during the lesson time.

Data Analysis

Collection of data will be interpreted by using the Statistical Packages for
Social Sciences. (SPSS version 16.0). The significance level was set at .05.
Descriptive statistics such as means and standard deviations, frequencies, percentages
were used where necessary, mostly for the analysis of demographic data.

In the first place descriptive analysis was shown in order to see the mean
differences of both male and female students on their perception of teacher
acceptance-rejection, their school attitude, their self concept and their academic
achievement.

And then, research questions 1, 2 and 3 were analyzed using the Pearson
Product Moment Correlation. In the fourth research question, regression analysis was
used in order to examine the relation of a dependent variable (academic achievement)
to specified independent variables, perceived teacher acceptance-rejection, school

attitude and self concept.
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CHAPTER IV
RESULTS
In this part, the results of the statistical analyses will be presented. Firstly, the
results of the descriptive statistics of the data will be shown. Then the statistical
analysis will be presented by analyzing each research question one by one.

Descriptive Analyses

Table 7 shows the mean and standard deviation of the four study variables,
namely TARQ (Teacher Acceptance-Rejection Questionnaire), SA (School Attitude),
SC (Self Concept) and AA (Academic Achievement). The mean value for Teacher
Acceptance-Rejection Questionnaire was 38. 90, with a standard deviation of = 13.10.
The mean value of the SA (School Attitude) variable was 29. 44, with a standard
deviation of 6. 80. The third variable, SC (Self Concept), had the mean value of 47.
71, with a standard deviation of 10.58. The last variable, AA (Academic
Achievement), had a mean value of 81.56 with a standard deviation of 14.85. Table 7
also gives information about mean and standard deviation value under the criteria of
gender. It is seen that there are no significant differences between male and female

students’ mean and standard deviation value in four research variables.

Table 7: Mean and Standard Deviation values for research variables according to
gender

TARQ! SA? sce AA
(n=224) (n=224) (n=224) (n=224)
Gender M Sb M SD M Sb M SD
Total 3890 13,10 29. 44 6.80 47.71 10.58 81,56  14.85
Male 3963 13.06 29.04 7.17 48.33 11.33 8130 13.40
Female  36.53 13.06 29.94 6.50 47.15 9.87 8192 1623

Note: TARQ' (Teacher Acceptance-Rejection Questionnaire); SA? (School Attitude); SC? (Piers-Harris Self
Concept Scale); AA (Academic Achievement).
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Result According to Research Questions

Firstly, Research questions 1, 2 and 3 were analyzed using the Pearson
Product Moment Correlation. Each variables’ (self concept, school attitude and
academic achievement) correlation with Teacher Acceptance-rejection will be showed
orderly.

Table 8 indicates the intercorrelation of all independent and dependent
variables. According to Table 8, the indifference neglect assessing conditions where
children see their teachers as unconcerned or not interested in them had the highest
correlation coefficient to academic achievement among the other variables as indicated
by the -0,26 correlation r which was the correlation between indifference neglect
subscale and students’ academic achievement. It can be seen from the table that

students’ self concept is significantly correlated to academic achievement (= .21).

39



Table 8: The intercorrelational matrix regarding all indep

t variables

dent and depend

1 la ib ic 1d le 2 2a 2b 2c 2d 2e 2f 3 4

| School Aditud - 902** ,910*%* ,832%* ,BAG** 033 -436** ~A27%* -, 278** - 367** - 355%* -,175%* ~A2T** -07% ,158*
.School titude

15, Academic Self P i - ,733** ,6B3** J773%*  B23** -,306%* -,318%* -,159* - 249** -,259%* -,181%* -318%* -064 ,179**
a. Academic Self Perceptions

1b.Atitudes toward t Mu ’ J735*e7A1%* J90%*  o332% 4338 L278% -464T* 427* 173%% 5280 086 134

(Attitudes toward teacher

Lo Attitudes t 4 School - ,748**  B658** - 542%* - 528** -,199** -, 255%* -,286** -120 -,338** -072 ,071
c.Attitudes toward Schools

1d. Goal valuati - 77 -200%% -184%* -117 -,187** -171* -125 -,184** -,050 ,082*

, .Zoﬂ <M.5 - - J373** 348+ 250" -320%%  -299%*  .153*  -348** 079 ,166*
e. Motivation

2.TARQ total - -835%* ,804%* ,840** BBE**  236%*  .835*r  1BIFF 243%*
. otal

7a. Warmth affecti - - 457%* -,528** - B45** -,238%* -,100** ,055 ,160*
a. Warmth affection

NG C QM». tiated . n. - \.ﬂmm..:.. 687** .NOQ%* .bm%;:w |~NbO&* u.HNO*
. Undifferentiated rejection

26, Hostility i - ,693** ,350%* ,528%* -195%%  .238%*
c. Hostility aggression

2d. Indiff lect - ,216** ,645** -, 185%* -, 265**
. Indifference neglec

2e. Control Scale - ,086 ,053 -165*

2f. Warmth affection reversed - -055 -160*

- ,215%*

3. Seif concept

4, Academic achievement

p<.05; **p<.01
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Research Question 1: Is there a relationship between fifth grade students’
perception of teacher acceptance rejection measured by the Teacher Acceptance
Rejection Scale/control short form and their Self Concept measured by the Piers-

Harris Children’s Self Concept Scale (WIFAM)?

Table 9: Correlation between TARQ, its subscales and self concept

TARQ and its subscales Self concept
TARQ Total -, 181%*
Subscales

Warmth Affection ,055
Hostility Aggression -, 195%%*
Indifference Neglect -,185%*
Undifferentiated Rejection -,240%*
Control Scale ,053

Note: ** p<0.01

As it can be seen from Table 9, there is a significant relationship between self
concept and TARQ total with a significant r value of -.181 (p<0.01). There is no
significant relationship between the control, warmth and affection subscale and self
concept, , hostility aggression subscale with a significant r value of -.195 (p<001),
indifference neglect subscale with a significant r value of -.185 (p<001).
Undifferentiated rejection subscale assessing the perceived rejection from teachers,
that means perceived absence or significant withdrawal of warmth and affection had
the highest correlation coefficient to self concept ( r=-.240; p<001).

Research Question 2: Is there a relationship between fifth grade students’
perception of teacher acceptance rejection measured by the Teacher Acceptance
Rejection Scale and their school attitude measured by School Attitude Assessment

Survey?
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Table 10: Correlation between Teacher Acceptance-Rejection, its subscales and
School Attitude, its subscales

ASP ATS ATT M GV
TARQ-total -,306%* -332%% -, 542%% -, 375%* -,200%*
WA 318%* ,338%* ,508%* 348%* ,184%+
UR -, 159%* -,199%* -,360%* -, 259%* 117
IN - 259%% -, 286%* - 427 -, 299%* 171%
cs - 181 -, 120 - 173%* -, 153% -125
WAR -,318%* -,338%* -,528%% -,348%* -, 184%*
HA - 249%% -, 255%% - AGA** -,329%* -, 187+

Note: ' ASC (Academic Self Perception), ATS (Attitude toward School), ATT (Attitude toward
Teachers), M (Motivation), GV (Goal Valuation). These short forms reflect the subscales of the School
Attitude Assessment Survey-Revised.

**p<0.01; *p<0.05

As it can be seen from Table 10, the total Teacher acceptance-rejection is
significantly correlated with all of the school attitude” subscales. There is no
significant relationship between the control subscale and academic self perception,
attitude toward school, and goal valuation. Also, there is no significant relationship
between undifferentiated rejection and goal valuation. As seen from table 11, Teacher
acceptance-rejection questionnaire attitude toward teacher is significantly correlated
with attitude toward teachers. (r= -.542; p<001). The other subscales of Teacher
Acceptance-Rejection and School Attitude Assessment Survey were significantly

correlated with a value of p<0, 01 level and p<0, 05 level.

Research Question 3: Is there a relationship between fifth grade students’
perception of teacher acceptance rejection measured by the Teacher Acceptance

Rejection Scale and their academic achievement?

42



Table 11: Correlation between TARQ, Academic Achievement

TARQ and its subscales Academic Achievement
TARQ Total -, 243%*

Warmth Affection ,160%*

Hostility Aggression -,238%%

Indifference Neglect - 265%%
Undifferentiated Rejection -,170%

Control Scale -,165%

** p<0.01; * p<0.05

As it is seen from Table 11, there is a significant relationship between
academic achievement and TARQ total with a significant r value of r=-, 243. Looking
at the correlation results in detailed, it is seen that Control Subscale, Undifferentiated
Rejection Subscale, Warmth Affection Subscale is significantly correlated with
academic achievement of the students at the level of p<0,05. Indifference neglect
subscale assessing conditions where children see their teachers as unconcerned or
uninterested in them, seeing teachers as paying little attention to them, not wanting to
spend time with them has the highest correlation ratio to academic achievement (r=-,
265; p<001). The Teacher acceptance-rejection and its subscales are negatively
correlated with students’ academic achievement except warmth affection subscale.

Research Question 4: How much does each factor, teacher acceptance
rejection measured by the Teacher Acceptance Rejection Scale Control Short Form,
students’ self concept measured by the Piers-Harris Children’s Self Concept Scale
(WIFAM), school attitude measured by School Attitude Assessment Survey-Revised

contribute to the fifth grade students’ academic achievement.
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Table 12: Regression Coefficients and Model Summary of AA by TARQ, SC, SA4

R R Square F t Sig. B
.189° 036 8.099 -2.846 005 -.189
241° .058 6.695 .002° -.162 (TARQ)
- 2417(TARQ .024° .152 (SC)
2.267 (SC)
a. Predictors: TARQ
b. Predictors: TARQ and SC
Excluded Variables
Model BetaIn T Sig.
School Attitude 034 463 .644
Self Concept .152° 2.267 .024
1
School Attitude .033° 458 647

b. Predictors in the Model: TARQ and SC

c. Dependent Variable: AA

Teacher acceptance and rejection negatively, self concept positively and

significantly predicted academic achievement, (F (2, 218) = 6.695, p<.05) and they

together, explained 5 % of the variance in academic achievement. School attitude’s t

and B values were not significant and are presented in Table 12 both for Model 1 and

Model 2.

Teacher acceptance-rejection is the factor which entered the model first with a

value of F (1, 219) = 8.099, p< .05 since it is the factor which makes the largest

contribution to academic achievement among other variables. It individually explained
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3 % of the variance and negatively predicted academic achievement (t= -2.846, p<.
05). Self concept, on the other hand, entered the model as the second factor and makes

a significant and positive contribution to school satisfaction (t= 2.267, p<.05).
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CHAPTER V

DISCUSSION

The purpose of the present study is to investigate the relationship among
Teacher Acceptance Rejection and self concept, school attitude and academic
achievement. Also, this study aimed to investigate the predictors of academic
achievement in a sample of fifth graders selected from private elementary school

students in Istanbul.

In this study, Teacher Acceptance Rejection Questionnaires/ Control Short
Form (TARQ/C: Rohner, 2003-2005), the Pier-Harris Self Concept Scale (WIFAM:
Piers, Harris, 1969), and the School Attitude Assessment Survey- Revised (SAAS-
R: McCoach, 2002) were used. These tests were chosen because they have validity
and reliability for the Turkish population. Additionally, one Demographic Data

Questionnaire developed by the researcher was administered to the students.

In the first place, the mean and standard deviation of the three research
variables called teacher acceptance-rejection, self concept and school attitude was
given. The result demonstrated that there are no significant differences among
variables’ mean and standard deviation values according to male and female

students.

The relationship between teacher acceptance rejection and self concept,
school attitude and academic achievement is discussed. Lastly, the effects of

teacher acceptance rejection, self concept and school attitude on students’ academic
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achievement. That means how much each factor contributes the fifth grade

students’ school attitude.

Looking at three research results, teacher acceptance rejection is
significantly correlated with school attitude, self concept and academic
achievement. It is also important to take students’ grade level into account by
discussing the research result. The sample consisted of fifth grade in primary
school. So, primary school students need a special affective and healthy
environment for learning. Sometimes, students cannot achieve some of their goals if
they lack love empathy and reinforcement. It can be said that teachers may be
regarded as significant individuals and play an important role in students’ academic

achievement, school attitude and their self concept.

The first research analysis was about the relationship between students’
perception of teacher acceptance-rejection and students’ self concept. It can be
concluded that there was a negative significant relationship between students’
perception of teacher acceptance-rejection and students’ self concept (r=-.181).
Undifferentiated rejection subscale assessing the perceived rejection from teachers,
that means perceived absence or significant withdrawal of warmth and affection,
had a high correlation coefficient to self concept ( 1= -.240; p<001). In a study by
Alantar and Erkman (1989) which was collecting experts’ opinions about the
definitions of emotional abuse and abusive behaviors, Alantar and Erkman
developed emotional abuse inventory by using data reported by the experts. Then
they used this inventory on 337 adolescents. They found that perceived high

emotional abuse from teachers may cause children to have low self concept, poorer
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family and social relations, higher anxiety, and depression.

Negative correlation was found between students’ perception of teacher
acceptance-rejection and students’ school attitude by analyzing the second research
question. It is a fact that the teacher is an indispensible part of school. Because of
this, constructing positive relationship with teachers enables students to adjust
easily to their school life. Birch and Ladd (1997) studied teacher student
relationship in terms of students’ adjustment to school. They proposed three
qualitatively aspects of the teacher-child relationship for school adjustment. These
are closeness, dependency and conflict. Closeness is the degree of warmth and open
communication that occurs between teacher and child. Having a warm affective
teacher in the classroom may facilitate positive effect and attitudes toward school.
The second criteria, dependency is considered indicative of an overreliance on
teacher as a source of support. Students who have higher dependency on the teacher
may feel loneliness among their peers and may have negative feelings about school.
The last criteria, conflict, may cause children to impair their successful adjustment
to school. Conflict in the teacher student relationship may produce anger and
anxiety in children, thus causing children to withdraw from the school (Birch &

Ladd, 1997).

In their research Ochoa, Lopez and Emler (2007) studied the role of
different but interrelated effects of school and family atmosphere. They chose a
sample consisting of 53% of girls and 47% of boys from public school. They found
that students® perceptions of the teacher are directly related to school bonding.

Students who have a strong relationship with their teachers are more popular among
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their peers and have a strong bond with school. Students with negative perception
of the teacher had the tendency of having low levels of school bonding and felt that

they are disliked by their teachers.

In the third research question result, it was found that there was a negative
significant relationship between teacher acceptance-rejection and students’
academic achievement. Especially, indifference neglect subscale assessing
conditions where children see their teachers as unconcerned or uninterested in
them, seeing teachers as paying little attention to them, not wanting to spend time
with them had the highest correlation coefficient to academic achievement (1= -,

265; p<001).

In the fourth research question result, students ‘perception of teacher
acceptance-rejection is the first and the predictor of academic achievement (B= -
.189). Because of these teachers’ attitudes and behavior is so important in regards to
forming positive relationships with students. In their research Pianta and Stuhlman
(2004) found that both conflict and closeness are significant factors for explaining
the students’ academic achievement. They found that teachers rated students’
achievement more highly for those students they reported sharing a closer
relationship. Teachers assigned lower achievement to students who felt more

conflict with regards to relationship with their teachers.

However, another study found that the student —teacher relationship has an
influence on students’ learning and academic achievement. Children who have

better social skills are more adept at interacting in positive ways with teachers.
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Students who feel that they are approved by their teachers are highly motivated for
achievement. Supportive relationship with teachers enables students to have high

motivation in order to be successful in school (Urdan & Maehr, 1995).

In addition to this, Bélitkbas: (2005) studied the impact of family
environment, self concept and school attitude on students’ academic achievement.
She found that school attitude by itself only explained approximately 19% of the
variance in academic achievement among self concept and family environment.
She found that self concept had no significant contribution in academic
achievement (8= 0.05). After that she analyzed variables explaining academic
achievement. These are school attitude and family control. Academic self
perception subscale of the school attitude was the best predictor of academic
achievement (8=.52, p<.01;R?=.27). In this research, Self concept had significant
contribution in academic achievement (= .152) and school attitude had no

significant contribution in academic achievement.

Purkey and Novak claimed positive perceptions of teachers toward
students and school atmosphere. Firstly, they defined positive perception as seeing
students as valuable and responsible. They considered positive perception concept
as a key factor for healthy school environment. So school atmosphere created by
teacher-student relationship increases the likelihood of cooperation and student

success in school.

Good and Brophy (1994 pp.55) indicated that teachers attitudes toward

low achievers and high achievers vary in different ways. Students who were
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regarded as low achievers were given less time to answer a question and more often
criticized by their teachers for their failure, students who were regarded as high
achievers were given more eye contact, were given nonverbal signals of support. As
a result, high achievers are more motivated than low achievers about being

successful in school.

Conclusion

This study aimed to investigate the relationship between students’
perception of teacher acceptance-rejection and school attitude, self concept and
academic achievement. Additionally, this research also aimed to study the influence
of perception of teacher acceptance-rejection, school attitude and self concept on
students’ academic achievement. The result of this study showed that perception of
teacher acceptance is significantly correlated to school attitude, self concept and
academic achievement. Results of the present study shoWed that 5% of academic
achievement can be accounted for by its relationship to the predictor variables of
perception of teacher acceptance-rejection and self concept (R*=.058). School
attitude has no significant contribution to the academic achievement. Neale, Gill,
and Tismer (1970 as cited in Béliikbasi, 2005) studied the predictive role of
attitudes toward school achievement. They found no contribution of attitudes

toward school on educational achievement.

This research showed that the teacher is a significant other with regards to

developing of student’s self concept and academic achievement. Students who
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have positive relationship with their teachers have positive school attitude.

Limitations and suggestions for further research

The main limitation comes from the selection of the sample. The sample of the
study consists of fifth grade students of selected private elementary school, and
consequently the majority of students only come from high SES level. Therefore, the
data was derived from only high SES level that makes it difficult to make a
generalization. Further research would include larger and more diverse SES level
sample to enhance generalizability of the results. The other limitation comes from the
sample size and the age range (10-12 years). However, distribution of grade levels can
be considered as the limitation of the study. In high SES schools, data was collected
from only fifth grade students (n=214). Selecting different grade level students may

enable a more objective result.

This study mainly focused on teacher acceptance rejection and its correlation
on school attitude, self concept and academic achievement. The last research question
was aimed to assess the influence of perception of teacher acceptance-rejection, self
concept and school attitude on academic achievement. Gender, working status of mother
and father may possibly relate to self concept, academic achievement and school
attitude. It is found that teacher acceptance rejection and its subscales correlated with

self concept, academic achievement and school attitude.

Furthermore, the independent variables (self concept and teacher acceptance
rejection questionnaire) explain approximately only 5% of the variance in academic

achievement which clearly shows that the independent factor, teacher acceptance
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rejection, is the best predictor of academic achievement (3=-.180, p<.05). The other
dependent variable, school attitude did not contribute to students’ academic
achievement. Thus, further research would explore the other environmental factors

which would explain the remaining 95 % of the variance in academic achievement.
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DEMOGRAFIK BILGI TOPLAMA FORMU

flksgretim donemindeki 6grencileri daha iyi taniyabilmek igin bir ¢aligma yapiyoruz. Ekte
verilen testler, sizin diistincelerinizi daha iyi degerlendirmek i¢in hazirlanmistir. Testlerde yer
alan sorulara ictenlikle cevap veriniz. Testlerde vermis oldugunuz cevaplar sadece bu
arastirma i¢in kullanilacak ve hi¢ kimseyle paylasilmayacakiir.

1. KIZ ERKEK
| CINSIYETINIZ l |
2. GUN AY YIL
DOGUM
TARIHINIZ
3. 0z UVEY OLDU  BERABER  AYRI DIGER
ANNE
BABA
4. Anne babanizin en son bitirdigi okulu isaretleyiniz.
ANNE BABA
Tkokul...o.oireiniie
Ortaokul....ovveriee i
| BT PSR
2 yillik Yiksek Okul......ooovveiiiiiiiiiiiiin,
TUNEVETSITE. . v eee ettt e e e e e v e e e
Yiiksek lisans ve tistll.....oovveeeneiienniiiiiiiiii i,
EVET HAYIR
5.Anneniz ¢alisiyor mu?........ceceeevenene (EVET ise)
Annenizin igi nedir?.......cccceevvriiniinicninnienne.
6. Babaniz galigtyor mu?.........ccccceueuen (EVET ise) EVET HAYIR
Babanizin isi nedir?.......ccceeeriiiiiiiinnnnn
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APPENDIX B
The Turkish Teacher Acceptance-Rejection

Questionnaire/Control Short Form
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COCUK /ERGEN OKRO/K (Kisa Form)
Id No: Tarih:

Bu form &gretmenlerin bazen dgrencilerine karst nasil davrandiklarim anlatan
ifadeler icermektedir. Her ifadeyi dikkatle oku ve her ciimlenin 6gretmeninin sana kars
davranislarina ne kadar uygun olup olmadigini diisiin. Hizl ¢alis ve aklma ilk gelen
diisiinceye gore yamtla ve bir sonraki ifadeye geg. Higbir ifade iistiinde gok vakit harcama.

Her ciimlenin yaninda dort tane kutu var. Eger ifade, 6gretmeninin sana davranist
hakkinda temelde uygun ise, kendi kendine sor; “Hemen hemen her zaman m1 dogru?” yoksa
“Bazen mi dogru?”. Eger 6gretmeninin sana hemen hemen her zaman boyle davrandigini
diistiniiyorsan HEMEN HEMEN HER ZAMAN DOGRU kutusuna, bazen b&yle davrandigimi
diistiniiyorsan BAZEN DOGRU kutusuna X igareti koy.

Eger ciimle 6gretmeninin sana karg1 olan davramsgim dogru olarak anlatmiyorsa, sana
kars1: davramiglarina temelde uymuyorsa, o zaman kendi kendine sor; “nadiren mi dogru?”
yoksa “hemen hemen hicbir zaman dogru degil mi?”. Eger dgretmeninin sana nadiren boyle
davrandigini diistiniiyorsan “NADIREN DOGRU?” kutusuna, eger higbir zaman boyle
davrandigim diisiinmiiyor isen “HEMEN HEMEN HICBIR ZAMAN “ kutusuna X igareti
koy.

Unutma! Dogru veya yanlis cevap yoktur. Onun i¢in miimkiin oldugu kadar diiriist
ve agik ol. Cevaplarm 6gretmeninden bekledigin davramslara gore degil, dgretmeninin sana
gercekte nasil davrandigina gore ver.

©Ronald P. Rohner, 2002, 2004

Ceviri: S. Yildirim, F. Erkman, 2005
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OGRETMENIM

1.Benim hakkimda iyi seyler s6yler

2. Bana hi¢ ilgi géstermez

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

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

5. hak etmedigim zaman bile bana vurur

6. Beni biiyiik bir bas belas: olarak goriir

7. Bana siirekli olarak nasil davranmam gerektigini sdyler

8. Kizdig1 zaman beni cezalandirir

9. Sorularimu cevaplamayacak kadar mesguldiir.
10.Benden hoglanmryor gibi

11.Yaptigim seylerle gercekten ilgilenir

12. Bana bir siirii kiric1 sey soyler

13. Ondan yardim istendigimde beni duymazliktan gelir
14. Bana ne sdylendiyse aynen dyle davranmamda israr
Elx;e.:rBana istenilen ve ihtiya¢ duyulan biri oldugumu
hissettirir.

16. Bana cok ilgi gosterir

17. Beni kirmak i¢in elinden geleni yapar

18. Hatirlamas: gerekir diye diigiindtigiim 6nemli seyleri
unutur
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OGRETMENIM ~ OGRETMENIM
iCIN DOGRU ICIN DOGRU
DEGIL

Hemen Bazen Nadiren Hemen
hemen dogru dogru hemen

her hicbir

zaman zaman
dogru dogru
degil




OGRETMENIM  OGRETMENIM
iCIN DOGRU ICINDOGRU DEGIL
Hemen Bazen  Nadiren Hemen
hemen  dogru dogru hemen

her hicbir

zaman zaman

dogru dogru
degil

19. Eger kétii davranirsam benden hoslanmadigimi
hissettirir
20. Canim ne isterse yapmama izin verir

21. Bana yaptigim seylerin 6nemli oldugunu hissettirir

22. Yanhs bir sey yaptigimda beni korkutur

23. Benim ne diisiindiigiime 6nem verir ve
diisiindiiklerim hakkimda konusmamdan hoslanir

24. Ne yaparsam yapayim, diger ¢ocuklarin benden daha
iyi oldugunu hisseder
25. Bana istenmedigimi belli eder

26. Yaptigim her seyi kontrol etmek ister

27. Beni 6nemsedigini belli eder

28. Onu rahatsiz etmedigim siirece benimle ilgilenmez

29. Bana kars1 yumusak ve iyi kalplidir
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APPENDIX C

The Turkish School Attitude Assessment survey-Revised
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OKUL TUTUMU OLCEGI

Id No:

Bu anket yaklagik olarak 10 dakikanizi alacaktir. Liitfen her soruyu okuyunuz. Sorular

{izerinde cok fazla durmayiniz. Sorulara ne derece katilip katilmadigimz belirtiniz. Her bir
sorunun yaninda bulunan ve 1 den 7 ye kadar derecelendirilmis olan segenekleri daire i¢ine

almak suretiyle isaretleyiniz.

=

/B B 8| BlE|gE

=N = g g © =

ElE|_E 2 |5 = g =

oEB| B 2,28 ,| EE| & k=
255488280 585 |E8

1. Derslerim ilgi ¢ekicidir 1 2 3 4 5 6 7
2. Ben zekiyim 1 2 3 4 5 6 7
3.0Okulda yeni bilgileri ¢abuk dgrenirim 1 2 3 4 5 6 7
4.Smavlarda bagaril1 olabiliyorum 1 2 3 4 5 6 7
5.Akademik yeteneklerime giivenirim 1 2 3 4 5 6 7
6.Bu okula geldigime memnunum 1 2 3 4 5 6 7
7.Burasi iyi bir okul 1 2 3 4 5 6 7
8. Okulda ¢ok c¢alisirim 1 2 3 4 5 6 7
9. Ogretmenlerimle iyi geginirim 1 2 3 4 5 6 7
10. Okul ¢aligmalarimi yapma konusunda | 1 2 3 4 5 6 7
motivasyonum iyidir
11. Bu okul benim en iyi taraflarim 1 2 3 4 5 6 7
ortaya cikariyor
12. Bu okul tam bana gore okul 1 2 3 4 5 6 7
13. Okul bana kolay geliyor 1 2 3 4 5 6 7
14. Ogretmenlerimi seviyorum 1 2 3 4 5 6 7
15. Bu okul benim i¢in énemlidir 1 2 3 4 5 6 7
16. Ogretmenlerim 6grenmeyi ilging hale | 1 2 3 4 5 6 7
getirir
17. Ogretmenlerim bana deger verir 1 2 3 4 5 6
18. Okulda basarili olmak mesleki 1 2 3 4 5 6
kariyerim i¢in 6nemlidir.
19. Bu okulu seviyorum 1 2 3 4 5 6 7
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20. Okulda karmasik konulari 1 2 3 4 5 6 7
Ogrenebiliyorum

21. Okulda basarili olmak benim i¢in 1 2 3 4 5 6 7
O6nemlidir

22. Derslerimi tamamlama konusunda 1 2 3 4 5 6 7
disiplinliyimdir

23. Kendime akademik hedefler 1 2 3 4 5 6 7
belirlerim

24. Derslerimi diizenli olarak yaparim 1 2 3 4 5 6 7
25. Okulda iyi notlar almak énemlidir 1 2 3 4 5 6 7
26. Okul galigmalarimi planh bir sekilde 1 2 3 4 5 6 7
yaparum

27. Yeni bir konuyu 6grenirken farkli 1 2 3 4 5 6 7
metodlar kullanirim.

28. Okulda elimden gelenin en iyisini 1 2 3 4 5 6 7
yapmak istiyorum

29. Okulda basarili olmak benim i¢in 1 2 3 4 5 6 7
onemlidir

30. Okul ¢aligmalarim benim igin 1 2 3 4 5 6 7
onemlidir

31. Bu okuldaki 6gretmenlerin ¢ogu iyi 1 2 3 4 5 6 7
Ogretmendir

32. Ben sorumluluk sahibi bir 1 2 3 4 5 6 7
Ogrenciyim.

33. Derslerime ¢ok calisirim 1 2 3 4 5 6 7
34. Derslerimi seviyorum 1 2 3 4 5 6 7
35. Derslerime yogunlagabiliyorum 1 2 3 4 5 6 7
36. Odevlerimi teslim etmeden 6nce iyice | 1 2 3 4 5 6 7
kontrol ederim

37. Kolaylikla “A” notu alabilirim 1 2 3 4 5 6 7
38. Okulda iyi notlar almak istiyorum 1 3 5 6 7
39. Ogretmenlerimin beni sevdigini 1 2 3 4 5 6 7
diislintiyorum

40. Okulda yeni seyler 6grenme 1 2 3 4 5 6 7
konusunda basariliyim

41. Okuldaki zeki dgrencilerden biriyim 1 2 3 4 5 6 7
42. Bu okul ile gurur duyuyorum 1 2 3 4 6 7
43.Burasi benim i¢in iyi bir okul 1 2 3 4 6 7
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APPENDIX D
The Turkish Piers-Harris Children

Self Concept Scale
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KENDIM HAKKIMDA DUSUNCELERIM

ACIKLAMA: Agagida 80 ciimle var. Bunlardan sizi tammlayanlan EVET, tanimlamayanlar ise HAYIR olarak
cevaplandirin. Bazi ciimlelerde baz: ciimlelerde karar vermek zor olabilir. Galismanin tamamlanmast i¢in biitiin sorulan
cevaplamaniz gerekmektedir. Aym ciimleyi hem evet hem de hayir olarak isaretlemeyin. Cimlelerdeki ifadeler genellikle
sizi anlatiyorsa EVET; genellikle sizi anlatmiyorsa HAYIR olarak isaretleyin. Degerlendirmelerinizi ciimlelerin yanmna
size uyuyorsa EVET; size uymuyorsa HAYIR yazarak cevaplandirm. Ciimlelerin size uyup uymadigim en iyi bilen
kigiler sizsiniz. Bu nedenle kendinizi nasil gorityorsaniz 6yle cevaplaym. Bu testi doldurmaniz i¢in 10 dakika verilmistir.

1yi resim gizerim

Okul 6devlerini bitirmem uzun siirer

Ellerimi kullanmakta becerikliyimdir.

Okulda bagaril1 bir 6grenciyim

Aile iginde 6nemli bir yerim vardir.

Sif arkadaglarim benimle alay ediyorlar
Mutluyum

Cogunlukla negesizim

. Akilliyim

10. Ogretmenler derse kaldirinca heyecanlaminm

11. Dig(fiziki) goriniigiim beni rahatsiz ediyor.

12. Genellikle ¢ekingenim

13. Arkadag edinmekte giiclik ¢ekiyorum.

14. Buyudigimde 6nemli bir kimse olacagim.

15. Aileme sorun yaratirim.

16. Kuvvetli sayilinm

17. Smavlardan 6nce heyecanlanirim

18. Okulda terbiyeli, uyumlu davranirim.

19. Herkes tarafindan pek sevilen bir insan degilim

20. Parlak, giizel fikirlerim vardur.

21. Genellikle kendi dediklerimin olmasim isterim.

22. Istedigim bir seyden kolayca vazgegerim

23. Miszikte iyiyim

24, Hep kotii seyler yaparim.

25. Evde ¢ogu zaman huysuzluk yaparmm.

26. Simfta arkadaglarim beni sayarlar.

27. Sinirli biriyim.

28. Gozlerim giizeldir.

29. Derse kalktigimda bildiklerimi sikilmadan anlatirim.
30. Derslerde sik sik hayal kurarim.

31. Kardeglerime satagirim.

32. Arkadaglanim fikirlerimi begenir.

33. Bagim stk sik belaya girer.

34, Evde biyiiklerimin sézinii dinlerim

35. Sik sik Giziiliir, meraklanmm.

36. Ailem benden ¢ok sey bekliyor.

37. Halimden memnunum.

38. Evde ve okulda pek gok seyin diginda birakildigim hissine kapilirim.
39. Saglanim gitzeldir.

40. Cogu zaman okul faaliyetlerine goniillii olarak katilinm.
41. Simdiki halimden daha bagka olmay: istedim.

42, Geceleri rahat uyurum.

43. Okuldan hi¢ hoglanmiyorum.

44. Arkadaglar arasinda oyunlara katilmak igin bir segim yapilirken, en son secilenlerden biriyim.
45, Sik sik hasta olurum.

46. Bagkalarina kars1 iyi davranmam.

47. Okul arkadagim giizel fikirlerimin oldugunu séyler.
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48. Mutsuzum

49. Cok arkadagim var.

50. Neseliyim.

51. Pek ¢ok seye aklim ermez.

52. Yakigikliymm/giizelim.

53. Hayat dolu bir insanmm.

54, Sik sik kavgaya kangirm.

55, Erkek arkadaglarim arasinda sevilirim.

56. Arkadaglanm bana sik stk satagirlar.

57. Ailemi dis kinkligina ugrattim.

58. Hos bir yiiziim var.

59. Evde hep benle ugragirlar.

60. Oyunlarda ve sporda bas1 hep ben ¢ekerim.
61. Ne zaman bir gey yapmaya kalksam hep ters gider.
62. Hareketlerimde hantal ve beceriksizim.

63. Oyunlarda ve sporda oynamak yerine seyrederim.
64. Ogrendiklerimi ¢abuk unuturum.

65. Herkesle iyi ge¢inirim.

66. Cabuk kizanm.

67. Kaz arkadaglarim arasinda sevilirim.

68. Cok okurum

69. Bir grupla birlikte caligmaktansa tek bagima ¢aligmaktan hoglanim.
70. Kardeslerimi severim.

71. Viicutga giizel sayilirim

72. Sik sik korkuya kapilirmn.

73. Her zaman bir seyler diigiiriir ve kirarim.
74. Gitvenilir bir kimseyim.

75. Bagkalarindan farklrymm.

76. Kétit seyler digtintiriim.

77. Kolay aglarim,

78. Iyi bir insamim

79. Isler hep benim yiiziimden ters gider.

80. Sansh: bir kimseyim.
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Bilgilendirilmis Onam Formu

Bu arastirma, Bogazici Universitesi Yiiksek Lisans 6grencisi ve ayn1 zamanda Beykoz Doga
Koleji Rehber ve Psikolojik Damsmam Kenan Sahan ve Bogazigi Universitesi Egitim
Fakiiltesi Ogretim Gorevlisi Dr. Ayse Caner’in damismanhginda yiiriitiilen, Yiiksek Lisans.tez
calismasidir.

Calismanin ana amaci algilamlmig 6gretmen kabulii ve bu alginin gocugunuzun kendi benlik
algisina, okula olan tutumuna ve akademik basansina etkisi hakkinda onlarn goriislerine
bakmaktir. Yapilan taramalar ve uygulama c¢alismalari okulda g¢ocugun psikososyal
uyumunun son derece biiyiik nem tasidigim gostermektedir. 11-12 yas grubu i¢in yapilacak
ilk ¢aliyma olmasi nedeniyle, bu ¢alismanin &nleyici programlarin gelistirilmesinde 6nemli
bilgiler saglamasi hedeflenmektedir. Ayrica, Tiirk egitimine katkida bulunmak ve
cocuklarimiza daha iyi egitim firsatlar1 sunmak bu ¢alismamn temel hedefleri arasindadur..
Bu ¢ahsma igin ¢ocuklarinizdan doldurmalarim istedigimiz bir Demografik Bilgi Formu, Ogretmen
Kabul Red Olgegi, Benlik algis1 Olgegi ve Okul Tutum Olgegidir. Yaklasik olarak bir ders saatinde
tamamlanabilecek bu form ve anketlere kimlik bilgisi yazilmayacagndan, ¢ocuklarinizin
kimligi gizli kalacaktir.

Bu ¢alismaya gocuklarimzin dolduracag: anketlerle katki saglamalarim istiyorsaniz, asagida
bulunan “Bu formu okudum ve ¢ocufumun aragtirmaya katimasmm kabul ediyorum”
yazisinin altin1 imzalayin. Dilerseniz bu formun bir kopyasini saklayabilirsiniz. Ayirdiginiz

zaman ve katkimz i¢in tesekkiir ederiz.

BU FORMU OKUDUM VE ARASTIRMAYA KATILMAYI KABUL EDIYORUM.

Veli adx: Imzast: Tarih:

Arastirmacmimn adr: Kenan SAHAN

Imzas:: Tel: 216 3205200-195 Adresi: Beykoz Doga Koleji
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