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ABSTRACT 

A COMP ARlSON OF PARENTAL AND TEACHER PERCEPTIONS OF 
CIDLDREN'S ACTION IN RELATION TO FAMILY 

PSYCHOLOGICAL FUNCTIONING 

By 

Nilay Doganalp (E~ioglu) 

This study was designed to look for possible relationships between 

parental perception of the family's psychological functioning and the 

elementary school- child's action in the classroom as evaluated by the 

teachers and in the home environment as evaluated by their mothers. 

Significant differences were to be observed between the mothers' and the 

teachers' evaluations of the children. Furthermore, we hypothesized that 

the more the mother and the teacher agreed on the child's behavioral 

patterns, and the less problem behaviors, more abilities were reported by 

both parties, the higher perceived family's psychological functioning would 

be reported. 

The participants of this study were the teachers and the parents of 

193 first and second grade students aged between 7 to 8. The schools they 
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attended were located.in higher SES neighborhoods. The families 

and the teachers were contacted by the researcher who worked as 

a school counselor in these schools. 

The mothers were given the Child Behavior Checklist 

(CBCLl4 - 18) to evaluate the ability areas and problem behavior of this 

age group children. A Teachers Report Form (TRF / 5-18) was given 

to the teachers to evaluate the school life and the problem behavior of the 

same children. A Family Structure Assessment Device (A YDA) was 

administered to the family members to assess the family system. 

For the analysis of the data t-tests for paired samples and the 

Pearson Correlation Coefficient were used. 

The results supported most of the hypotheses and revealed that 

there was a significant discrepancy between the Children Behavior 

Checklist (CBCL) and the Teacher Report Form (TRF) scores reported 

by teachers and mothers. Those children who had higher CBCL scores 

and TRF scores had families with low A YDA scores. On the other hand, 

those children who had families with high A YDA scores had a high 

discrepancy between their CBCL and TRF scores. 
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As a conclusion, although the high perceived family system has a 

significant positive impact on the action of children at home and in the 

classroom, such an effect of perceived family system on the 

discrepancy between CBCL and TRF was not found in this study. 
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6ZET 

AiLENiN PSiKOLOJiK i~LEYi~i iLE iLGiLi OLARAK 
COCUKLARIN DA VRANI~LARININ AiLELERi VB 
OGRETMENLERi T ARAFINDAN ALGILANI~LARININ 
KAR~ILA~TIRILMASI 

Nilay Doganalp (E~ioglu) 

Bu tez rrah~maSl, ailenin psikolojik i~leyi~inin aile tarafmdan 

algllanl~l ve ilkokul rrocugunun davranl~lannm slmfta ogretmenler, ev 

ortammda anneler tarafmdan tarafmdan degerlendirilmesi arasmdaki 

ili~kiyi ara~tlITnak iizere diizenlenmi~tir .. 

Bu rrah~maya katIlanlar ya~lan 7 ve Solan 193 birinci ve 

ikinci slnIf ogrencilerinin ogretmenleri ve ailelerinden olu~maktadIr. 

Ogrencilerin devam ettikleri okullar ekonomik seviyesi yiiksek rrevrelerde 

yer almaktadlr. Aileler ve ogretmenler ile, bu okullarda okul psikologu 

olarak rrah~ml~ olan ar~tIrmaClmn kendisi tarafmdan baglantI kurulmu~tI1r. 

Bu ya~ gurubu rrocuklarda yeterlilik alanlan ve problem davranl~larl 

degerlendirmek amaCl ile annelere Cocuk Davranl~ Formu (CBCLl4-IS), 

aym rrocuklann okul hayatl ve okuldaki problem davranl~larml 

degerlendirmek amaCl ile ogretmenlere Ogretmen Bilgi Formu (TRF/S-1S) 

ve aile yapl sistemini incelemek amaCl ile aile iiyelerine Aile Yaplsml 
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Degerlendinne Aracl (A YDA) veriJmi~tir. 

Verilerin analizi t-testi ve Pearson Korelasyon yontemleriyle 

yapllml~tlr. 

SonUlrlar hipotezlerin yogunu desteklemi~tir. Anneler ve 

ogretmenler tarafmdan bildirilen yocuk davraru~lannda (TRF ve CBCL 

puanlannda) belirgin farkllhklar oldugunu gostenni~tir. Ayrlca, CBCL ve 

TRF'de yiiksek puan alan yocuklann dii~iik A YDA puanh ailelerden 

geldigi goriilmii~tiir. Diger taraftan, yiiksek A YDA PUanll ailelerden gelen 

yocuklarm CBCL ve TRF puanlannda yiiksek farkllllklar bulunmu~tur. 

Sonuy olarak, yiiksek aile sistemi alglslrun yocuklarm ev ve okul 

davranl~larl iizerinde onemli pozitifbir etkisi goriiliirken; yiiksek aile 

sistemi alglsmm, yocugun algilanan ev davranl~lan ve okul davranl~lan 

(CBCL ve TRF puanlan) farkllhklarl iizerinde boyle bir etkisi 

goriilmemi~tir. 
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I. INTRODUCTION 

A. Statement of the Problem 

For many years, studies targeting children yield higher than 

expected prevalence rates for behavioral and emotional problems. For 

instance, Verhulst and Koot (1992) recently in the U.S. reported that 

one out of five children in the population is suffering from a behavioral 

or emotional disorder. However, only a small number of families with 

problem children seek professional help. In most cases, therefore, school 

personnel are instrumental in bringing attention to the child. 

However, it is a must to take into account both the child's behavior 

and the perception of an adult about this behavior, when evaluating a 

child's behavior disorder (Weisz and Eastman, 1995). Children can not 

decide for themselves that they want help with their problems. It is for 

this very reason various evaluation instruments to point out the problems 

in children have been developed for external observers. The most well 

known of these are the instruments developed by Thomas Achenbach. 

They have been standardized, adapted and used in 50 countries, 

including Turkey (Erol, 1995). 



In Turkey, there has not been a study investigating the behavioral 

and emotional problems as well as the ability areas of children aged 2 - 18 

based on the collection of data from parents, teachers and the child himself 

in general population for many years. The Mental Health Profile Survey 

of Turkey is the first study in Turkey which collects multiple data for 

children and makes appropriate assessment without generalizing the 

children's behavior (Erol, 1995). 

One of the purposes of this study is to investigate whether there 

is a significant discrepancy between the young student's reported action 

in the classroom and at home through different observers, namely the 

teacher and the mother. The ultimate goal of the study, however, was to 

examine the relational pattern between the family psychological 

functioning and the children's behavior in both settings. 

What we know is that, the family system, relationship and 

communication of its members affect the behavioral problems of the 

child generally, whether centered in the school, home or community. 

For example, if the overall communication pattern in the home is 

confused and contradictory; as a consequence the child has difficulty 

in integrating information and behavioral guidelines at school 

(Lachenmeyer, 1982). 

2 



Therefore, in the present research it is intended to fmd out the 

relationship between familial psychological patterns and the behavioral­

patterns of first and second graders in schools and at home by comparing 

teachers' and mothers' evaluations. 

B. Review of the Related Literature 

1. The Need to look at a child's behavior 

Behavior, as Kurumboltz (1972) defmed in his book Changing Children's 

Behavior refers to any activity of children, whatever they 

do or say and how often they do it. Children have their own way of 

expressing their feelings or distress, and one can learn more about them 

simply by observing their behavior. Some understanding of their inner 

world is necessary for the adults for early detection of problems. 

Indeed, a study on public awareness of mental health showed 

that childhood psychopathology is not well appreciated in 

Turkey (GUlerce, 1991). Unlike adults, children can not decide for 

themselves that they want help with their problems. This decision 

is usually made for them by parents, educators, physicians, 

and other adults. Because they are not able to verbalize themselves 

properly, it is possible to overlack some behaviors (Achenbach, 1974). 

3 



Further, some important psychological behaviors such as 

displacement, withdrawal and hyperactivity are easily dismissed when 

adults don't recognize the significance these behaviors carry. Indeed, 

only if their meanings and high potentials for turning into more serious 

psychological and social problems, including criminal activity, were 

known they would taken seriously (Moore, 1982). There are 

no explicit and uniform standards for distinguishing healthy from 

disturbed behavior. It is therefore important to be aware of the kinds of 

subjective standards applied in labeling behavior pathological and 

deciding what needs to be changed about a child in harmony with the 

subculture in which the child lives (Achenbach, 1974). 

Targeted programs designed to prevent conduct problems in 

childhood rely on screening systems to identify high - risk individuals. 

For example, in Lochman's study (1995) the proximal usefulness of 

multiple- informants to screening, using teacher and parent ratings in 

a 2 - step procedure with a sample of382 kindergarten children were 

examined. The study explored differences in the accuracy of the 2 steps 

of screening information and whether parents' reports of parenting 

practices augments the prediction of negative outcomes. The 2 - step 

screening system was found to effectively predict negative behavior 

outcomes over one year later. The Parenting Screen did not add to 

prediction accuracy. 
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2. The Need for Classroom Behavior Observation 

Elementary schools in Turkey offer the very first opportunity for 

most children to be in a more or less standardized social environment 

and to interact with their peers (Akkok, 1997). In most societies, 

schools provide supportive and preventive models for intervention in the 

life of the child. Since children are able to express themselves via certain 

behaviors, elementary school teachers are in an exceptionally good position 

to observe and report on children's behavior problems and social 

competencies (Berlin, 1979). 

The famous educator Rudolf Dreikurs, posited that people's actions 

are always purposeful and goal directed. His educational philosophy, 

therefore, focused on understanding children and correcting their 

deficiences both of which require knowledge about the development of 

their personality. Dreikurs (1968) asserted that a child's every action has 

a purpose, to secure a place in the group. School is the ideal group 

setting for the child's mastery of various social skills. The teacher 

can be the best source of information, ifhe carefully observes the 

behavior of students in the classroom. For example, in their four year 

follow up study, Verhulst and Van der Ende (1991) examined the 

stability and change in teacher reported problem behaviors for 811 

children (aged 4-12 yrs). Subjects were assessed twice with the 
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Teacher's Report Fonn (TRF). High stability was found in the level 

of TRF total problem scores. The highest stability was found for agressive 

and other externalizing behaviors. 

Similarly in another study, Verhulst (1994) investigated the 

ability of teacher ratings of problem behavior in children to predict 

outcome measures that were external to the initial measurements across 

a six year interval. The subjects were 946 children (aged 4-11year) from 

the general population. Teachers' ratings were obtained via the 

Teacher's Report Fonn (TRF). The total problem scores in the deviant 

range on TRF were significantly associated with poor outcomes 6 yrs later. 

On the other hand, pupil behavior is influenced in many ways by 

the behavior and perceptions of the teacher (Hall, 1961). Often the teacher 

is unaware that he is influencing his pupil by his tone of voice, his choice 

of activities for children, and the like. Ojennan (1955) argues that most 

children learn to behave and to view themselves in the way in which their 

teachers expect. Altough some children behave in their own way at home, 

the school situation provided for them plays a tremendous role in 

influencing the same behavior. In another study, parental perceptions of 

the development and treatment of children's emotional and behavioral 

problems were investigated (Phares, 1996). 200 parents rated their 

perceptions of responsibilities for the child's problems (6 to 15 years old). 
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Teachers were seen as more responsible for younger rather than older 

children's problems. However, teachers were seen as more responsible for 

children's internalizing problems and children were seen as more 

responsible for their own externalizing problems. Overall, internalizing 

problems were perceived as more severe than externalizing problems. 

In most studies about child behavior problems, teacher reports are 

given great importance because the teacher is the person who defines the 

social tasks of the classroom and then judges the adequacy of the child's 

social responses, responses to orders, and responses to tasks requiring 

attention and persistence, through observations of children and interactions 

with children in the classroom (Kellam, 1983). 

3. The Need for Home Behavior Observation 

The family still keeps its position as the first social group that the 

children socialize in and exists as a significant group for the children while 

they grow up (Ozbay, 1985). Within the family, a child learns styles of 

interaction that must suffice to provide the child with basic and social 

affiliative needs, both within the home setting and in environments outside 

the home. A social learning perspective of behavior postulates that 

behavior patterns are acquired through learning processes that take place in 

the home environment which plays a primary role in the development of a 

child's behavior repertoire (Bernal, 1977). 
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A large body of evidence additionally suggests that family members 

teach by example. Bandura's Social Learning Theory postulated that 

"Modeling" and "Imitation" are the primary mechanisms which affect the 

behavior development in children. The child learns how to behave by the 

way he is treated and by the way he sees other members behave toward the 

people and objects that surround him. The child receives message from the 

family unit about values, conditions, ways of behaving (Whitman, 1970). 

Because the child is dependent on his family, controlled by them, directly 

involved in their conflicts shaped by the models, rewards and punishments 

they provide and usually brought for help only at their initiative, his 

problems can not be assessed in isolation from his family context. The 

emerge of psychiatric disorder in a child is regularly preceded by family 

conflict (Ackerman, 1968). Examining the dysfunctional aspects of the 

family interaction by objective data will serve as the basis for describing 

attributes of problem behaviors (Bernal and North, 1977). The Social 

Learning Theory (Bandura, 1977) places importance on modeling effects 

in the home as determinants of child behavior. For example, Patterson 

(1976) investigated the relationship between parental behavior patterns 

and behavior in problem children. He found out that parental behavior 

patterns were related to similar patterns of behavior in problem children. 

Mothers of control problem children engaged in high rates of aversive 

behaviors, i.e., excessive commands, disapproving statements. 

Likewise, control problem children engaged in high rates of aversive 

behavior (Patterson, 1976). 
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Patterson (1967) also focused on the relationship offamily 

interaction to problem behavior and developed a theory of coercive 

interaction in problem families. The coercion theory, based on principles 

of social learning, postulates that deviant child behavior is the result of 

inappropriate and inconsistent contingencies applied to children behavior 

by parents. Within a framework of inconsistency the child leams that the 

most advantageous method for producing predictable patterns in the home 

environment is to use aversive behaviors, such as crying, demanding and 

tantrums to achieve desired outcomes and to alter the behavior of others 

(Patterson and Raid, 1980). Patterson (1980) investigated the coercive 

dimension of family interaction. He reported that problem families 

engaged in higher rates of aversive behaviors than nonproblem behaviors. 

The parents of problem children were more likely than parents of 

nonproblem children to respond negatively to positive child behavior or 

positively to negative child behavior. This fmding supports the contention 

that the parents of the problem children provide unpredictable or 

inconsistent consequences for child behavior. It was also reported that 

both problem and nonproblem children were more likely to engage in 

aversive behavior when responding to aversive intrusions from other family 

members than at other times. Therefore, some children may learn aversive 

modes of responding to terminate the aversiveness of others. 

With respect to psychoanalytical theory it is claimed that a 

person's uniqueness is partly determined by external realities, 
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eg -, parental attitudes, behavior and social nonns. Because the child is 

not able to express himself clearly with words, his inner state of 

excitation can be understood by observing the child in his natural 

environment. During playing, the child can relieve unconscious 

conflicts (Freud, 1917). Generally children tend not to perceive 

themselves in emotional distress. Their capacities to externalize are 

legendary and they tend to perceive themselves as victims of outside 

. forces rather than suffering from internalized conflicts. Therefore it is 

often parents or teachers who desire treatment for them 

(Vandersall, 1982). An individual's own childhood inevitably 

influences his reaction to children. The parent's memories of his 

childhood also serves as a source for interpreting or empathizing with a 

child; he may for example, strongly identify with some children or some 

kinds of problems, while reacting against others as he did when he was a 

child (Ackennan, 1960). 

It is widely believed that mothers have more opportunity to 

observe children's behavior at home therefore are more accurate in 

reporting behavior disorders of the child. Having mothers fill out 

structured rating fonns describing their children's behavior may 

improve the reliability and validity of the data upon which inferences, 

and diagnostic conclusions are predicted (Peter,1996). Wimberger and 

Gregory (1968) have tried out a procedure in which mothers fill out a 
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behavioral checklist consisting of 66 symptoms scored on four point scales. 

Agreement between mothers' and therapists' ratings for the items was 

highly significant. 

4. Discrepancy between teachers' and mothers' reports 

The child's behaviors at home and in school are different 

expressions of who she is and what she is (Thomas, 1968). In Lochman's 

study (1992), it was found that the best indicator of the observed behavior 

of children are by parents and teachers. Lochman and his Conduct Problem 

Prevention Research Group aimed to prevent later conduct problems in 

elementary school students and called it the Fast Track Program which 

was a school-family based prevention intervention. The sample 

consisted of 382 children at entry into first grade and 362 children 

at the end of the first grade. The sociometric status of the sample was 

largely lower to lower middle class. The first part of the multiple gate 

screening procedure involved the teacher screen which used 14 items 

such as stubborn, breaking the rules,etc. From the Teacher Observation 

of Classroom Adaptation (TOCA-R) (Werthamer-Larsson, Kellam and 

Wheeler etal) (1991). At the second stage of screening, parents of these 

children were contacted, and the parents responded to 38 items about child 

externalizing behavior problems and 32 items about Internalizing scales in 

the Children's Behavior Checklist (Achenbach, 1991). The parents were 
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also given a 22- item questionnaire assessing the consistency of their 

discipline efforts. It was hypothesized that the screening variables would 

better predict externalizing outcomes than non externalizing outcomes. 

The Parent Screen accounted for a significant portion of the variance. The 

amount of variance accounted for in the prediction of externalizing 

outcomes was substantially higher than in the prediction of 

nonexternalizing outcomes. The parent screen clearly added to the 

effectiveness of the teacher screen in the regression analyses in predicting 

first grade problem behavior. They concluded the best indicator of conduct 

problems for first grade children was the combined behavioral reports of 

parents and of teachers. Parenting practices did not contribute significantly 

to the prediction of the combined parent and teacher rated externalizing 

outcomes. The results supported that screening variables were predictive of 

a broad range of externalizing and non externalizing behavioral problems 

for first grade children. 

Further, Achenbach in his well-known study examined the 

degree of consistency between different informants' reports of the 

behavioral and emotional problems of subjects aged from 1.S to 

19 years. Data were sought from parents, teachers, and peers. 

Correlations were significantly higher for 6 to 11 year olds. It was also 

concluded that three types of informants are needed in most cases. 

Parents are almost always needed as informants, whereas teachers are 
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needed for many school-aged children. Considerable progress has been 

made in constructing norms for standarized ratings by parents and 

teachers (Achenbach, 1986). For children above the age of about 10, 

self report instruments parelleling those completed by parents and teachers 

served as a third source of data (Achenbach, 1987). 

Similarly, in a 2- phase survey in Puerto Rico, the Child Behavior 

Checklist (CBCL) was used as a screening instrument for psychopathology 

in the 1 sl stage and 386 children were evaluated clinically in the second 

stage. Data indicate that, in using the CBCL for screening for 

psycpathology in children, parent information is the most informative. 

Data also reinforce the need to obtain teacher information with the Teacher 

Report Form Jo enhance screening sensitivity. The Youth Self - Report 

was of limited usefulness for screening purposes (Bird, 1991). 

In another study, Phares (1997) investigated the accuracy of 

informants. 200 parents rated the accuracy of a variety of informants 

(mothers, fathers, teachers, children) for a variety of behaviors 

(internalizing problems, externalizing problems, adaptive functioning and 

family problems) exhibited by a hypothetical child. Overall, mothers were 

perceived to be more accurate in reporting internalizing problems, mothers 

and teachers were perceived to be more accurate in reporting externalizing 

problems, mothers, fathers and teachers were seen as more accurate in 
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reporting children's adaptive behaviors, and mothers, fathers and children 

were seen as more accurate in reporting family problems. In a similar 

study, Sawyer (1996) investigated the course of childhood emotional and 

behavioral problems (EBPs) over time and determined how well mother 

reports of children's EBPs at the age of 5 years predicted mother -, teacher­

and self - reports when the children were aged 11-12 years. 147 girls and 

130 boys from Port Pirie, South Australia were available for analysis at 

both ages. Childhood EBPs were identified at the age of 5 years using 

Child Behavior Checklists completed by mothers. When the subjects 

were aged 11-12 years, problems were identified using checklists 

completed by mothers, children, and teachers. Attention problems, 

aggressive behavior, and anxious/depressed problems were the most 

persistent problems over the period. In general, the strongest relationship 

over time occurred when reports were obtained from mothers on each 

occasion. A weaker relationship existed between earlier mother- reported 

problems and later teacher - reported problems. 

On the other side of the issue, when mothers sympathize with their 

children, they can no longer evaluate the behavior of the child objectively 

(Sawyer, 1996). Therefore, Graudenz stressed the need for communication 

between mothers, teachers and children. In his study with 96 preschool 

children, their 96 mothers and 20 teachers answered 35 questions 

concerning emotionality and striving for contact. 71 % of the mothers' 
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answers differed from those of the teachers and almost always toward a 

more positive evaluation. 

However, the study of child behavior requires attention to the 

reporter of the behavior and the context in which such behavior occurs 

(Lambert, 1993). In a study carried out with Jamaican children, 

Micheal (1993) compared parent and teacher reports on behavioral / 

emotional problems for 359 nonreferred Jamaican 6-11 year olds, using 

the Jamaican Youth Checklist and the Jamaican Youth Checklist Teacher 

Report Form. Similar to clinic - referred findings, low to moderate 

correlations emerged for parent and teacher reports on nonreferred 

children. Correlations were also significantly higher for ratings of 

undercontrolled (e.g., disobedience, stealing, fighting) than for ratings 

of overcontrolled (e.g., shyness, depression, fearfulness) behavior. 

However, correlation coefficients varied across referral status for ratings 

of overcontrolled problems in girls and undercontrolled problems in boys. 

With respect to children's problems, Verhulst (1989) compared 

parents' and teachers' reports of behavioral and emotional problems 

in 161 4-12 year olds, using the Child Behavior Checklist. Moderate 

agreement was found, with parents reporting more problems than teachers. 

Agreement was higher for externalizing problems than for internalizing 

problems. Further, in the Mental Health Profile Survey of Turkey, parents 
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were given the Child Behavior Checklist (CBCL 12-3, CBCL / 4-18), 

teachers were given the Teacher's Report Form (TRF) and Youth Self­

Report were given to children to fmd out the problem areas of the children. 

Teachers tended to score higher problems on Attention Problems (7.9) and 

Anxiety (7.0) than the parents (Erol, 1997). 

Although some parents are aware of problem behaviors in their 

children, they do not view them as signs of maladjustment. Such parents 

have to witness a wider variety of deviant actions before seeking 

assistance (Johnson, 1975). The study by Moore (1975) compared problem 

and nonproblem children who were referred by their school teachers. 

With·one exception, the parents of the referred children did not consider 

them problems in the home. Observations were obtained in both home and 

school settings, and teachers and parents rated the child daily on overall 

behavior and recorded the occurrence of low -rate problem behaviors 

(e.g., fighting, lying, and stealing). School observations showed that the 

referred children were more oppositional to rules and instructions, 

engaging in less schoolwork and other appropriate behaviors than the 

nonreferred children. The teachers rated the referred children more 

negatively and also reported more problem incidents for this group. 

The referred children' had significantly lower rates of sustained activitiy 

(toy play, work, and so forth) and higher rates of seeking adult attention. 

Parents of referred children interacted with their children more frequently 
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and were more likely to use aversive styles when interacting. These parents 

reported much higher rates of problem incidents, but did not rate their 

children more negatively than parents of nonreferred children. 

5. Importance of Perceived Family Psychological Functioning 

Family structure is a crucial concern for many researchers because 

of its strong impact on the child. The need for same information about the 

family functioning is pointed up by the fact that the family is the first social 

unit, that the patterns of socialization and learning are first acquired in the 

family setting, and that the parents of the child are indeed his first teachers. 

Thus, the impact of the family interaction on school learning and behavior 

disorder is considerable (Meyer,. 1967). The family system_has been 

defined by Meyer as a related group of persons and the characteristics of 

their interactions. To understand the family it is necessary to understand the 

characteristics of its interactions. Papp (1983) emphasized that in the 

system theory events are explained within the sphere that they are 

occurring, the emphasis is on relations and connections rather than 

personalities of the family members. Further, Russell (1983) studied 

parental characteristics and interactional dysfunction in families with child 

behavior problems and assessed them relative to the family systems 

theory. Russell assessed 36 families with a behavior - problem child 

(aged 4-12 years) on measures of marital discord (e.g. Marital Status 
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Inventory), parental psychopathology (e.g. , Self- Rating Depression 

Scale), and 3 parental cognitive factors: knowledge of behavioral 

principles, tolerance for child deviancy, and expectations regarding their 

child's behavior. Nine nonproblem families with demographic 

characteristics similar to the problem families were -also assessed. 

Correlational analyses across all families revealed a strong association 

between marital discord and the parental index of child behavior 

problems. While a number of significant associations were discovered 

between the various measures of marital discord,parental 

psychopathology, and parental cognitive factors, only marital discord 

was associated with parental perception of child behavior problems. 

Similarly, theorized by Bertalanffy(1968), the general system 

theory stresses the importance of the interaction between the complexes 

of elements. A system is formed by the interaction of its inderdependent 

elements. Therefore any change in one element of the system influences 

others. To understand the family the connections of their elements should 

be analyzed. Robert Friedman in his book Family Roots of School Learning 

and Behavior Disorders claimed that parallel to the developmental process 

of each child, a developmental process goes on in each parent and in the 

family as a whole. The family system, relationship, and communication 

factors affect the behavior problems of the child generally, whether 

centered in the school, home or community. Therefore, Brody, Mahler, 
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Spitz and Solnit (1945) studied the different phases of children and 

focused on the interaction between parents and children. When there is 

generalized mutuality and warmth in the family, children and adults feel 

safe. They are comfortable about exploring their environment, asking 

questions of each other, sharing findings and thoughts and showing 

enthusiasm for each other's achievements. A posivite attitude about 

learning and experiencing arises out of such afamily milieu. The family 

style and standards about how one person listens to another have long 

lasting and powerful effects on children. Their openness to ideas at 

school and elsewhere grows out of a listening attitude at home. 

In his work on Effects of Family Structure on Child Adjustment 

Kerig (1995) used the Family Cohesion Index with 75 families to type 

their family system as cohesive (all close), separate ( all distant), 

triangulated (cross generational coalitions) or detouring (child 

excluded from the parental subsystem). Mothers and fathers rated 

child behavior on the Child Behavior Checklist. It was concluded 

that parents in triangulated families, rated their marriages highest in 

marital conflict and maladjustment. Parents in detouring or triangulated 

families rated their children higher in total problems. Mothers in 

detouring families also rated their children higher in internalizing and 

externalizing than did those in cohesive families. However, mothers who 

depicted the family as separate rated their children highest in externalizing 

symptoms. 
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On the other hand, if the overall communication pattern in the 

home is confused and contradictory; as a consequence the child 

has difficulty in integrating information and behavioral guidelines 

at school (Weiner, 1971). The development of the Family Communication 

Theory by Jackson has evolved as a result of considerable interest in 

family - unit psychodynamics. According to his findings; in the 

"pathological family system" roles are inconsistent, role reversals are 

common, communication is a closed system of distortion, confusion or 

double- binding and the relationships are mutually destructive whereas 

in the well - functioning family system communication serves to meet the 

needs of family members, permits open expression of strong feelings 

(including love, hate, warmth, anger, fear etc.) and healthy communication 

facilitates internal role consistency within the individual and mutually 

enhancing interrelationships within the family. With respect to familial 

relations, Verhulst (1985) studied the prevalence of child psychiatric 

disorders in 116, 8 and 11 year old children by administering the Child 

Behavior Checklist (CBCL) and the Teacher Report Form (TRF) and by 

conducting standardized parent and child interviews. Poor marital 

relationships, parental lack of empathy, maternal hostility and frequent 

conflicts with the child were some of the family and social factors 

associated with psychiatric problems in the subjects. 
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Similarly,Tschann (1996) examined the effects of stressful family 

functioning on child behavior problems among 145 school children aged 

5-6 years. Subjects were evaluated by teachers, mothers and independent 

observers. Both teachers and independent observers rated child behavior 

problems with the Child Behavior Checklist (Achenbach). Subjects who 

were in high conflict families had the most internalizing and externalizing 

behavior problems. 

In another research, after studying 60 families, Malone and 

Parenstedt (1963) described the pathological family environment with its 

lack of predictability of emotional response, high degree of physical abuse 

and danger and pointed out the effect of this environment on the children's 

development as conflicts in parent - child, marital or family - unit 

relationships are upsetting to the child; the upset is manifested in school 

behavior. The expressed family value is nonconformity; the child loyally 

identifies with the value and acts upon it by not conforming to school rules. 

Strong parental disagreement in regard to behavioral expectations 

or management is confusing to the child and leads to erratic classroom 

behavior; home standards that are contradictory or inconsistent may result 

in the child's nondeliberate distortion of class rules. When the overall 

communication pattern in the home is confused and dishonest, the child has 

difficulty in integrating information and behavioral guidelines at 

school. In school they do not lend themselves to guidance from teachers 
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and they resist shared activities and pleasures. Their maturity and 

autonomy are at the expense of gratifying basic needs. Understanding a 

child's behavior in the light of his family experience by the teacher was 

emphasized to be an important factor. 

Similarly, in Campbell's study (1996) 112 hard-to-manage 

preschool boys and comparison boys were studied at age 4 yrs and 

followed at ages 6 and 9 years. Externalizing problems at ages 4 and 9 

were associated with concurrent family stress. Problems were more 

likely to persist in the context of chronic family stress, negative life 

events, marital dissatisfaction, and maternal depressive symptoms. 

When problem boys who met diagnostic criteria for Oppositional 

Disorder and / or Attention Deficit Disorder were compared with boys 

who had improved by age of 9 years, family stress and earlier symptom 

levels, as well as maternal control differentiated between them. 

Teacher ratings suggested that these boys were on a clear pathway to 

persistent problems by age of 6 years. In another research, the relationship 

between family conditions and fighting across settings was investigated 

(Loeber, 1984). Boys reported to fight at home, at school and in both 

settings were compared in terms of their behavior and family backgrounds. 

210 families completed the Child Behavior Checklist and Marital 

Interaction Scale. Data was collected from the teachers through use of the 

Teacher Report Form. It was concluded that in families with a boy that 
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identified to fight in two settings family problem solving is more impaired, 

the parents experience more marital stress than in families with boys 

reported to fight by only one adult or boys who do not fight. 

On the other side of the issue, Forehand (1986) tested the 

hypothesis that a combination of marital dissatisfaction and child 

disruptive behavior is more important than either variable alone in 

effecting parent perceptions of child behavior problems. 51 mothers and 

their young referred children (aged 27 to 108 months) served as sUbjects. 

Child behavior was assessed in the home by independent observers, and a 

marital adjustment test was used to establish marital satisfaction. A parent 

attitude test served as the measure of parent perceptions of child behavior. 

It was supported that a high level of marital dissatisfaction plus a high level 

of child disruptive behavior (noncompliance, deviance, and conflict) were 

associated with greater perceptions of behavior problems than either a high 

level of marital dissatisfaction alone or a high level of child disruptive 

behavior alone. 

Therefore, in this study, it is attempted to examine parental and 

teacher perceptions of young children's behavior profile in relation to 

family psychological functioning. 
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C. Statement of Hypotheses 

Hypothesis 1: There will be a significant difference between the teachers' 

reports and mothers' reports on the child's action as a comparison 

of the Children Behavior Checklist (CBCL) and Teacher Report Form 

(TRF) scores. 

Hypothesis 2: There will be a negative correlation between the Children 

Behavior Checklist (CBCL) scores and Family Structure Assessment 

Device (A YDA) total scores. 

Hypothesis 3: There will be a negative correlation between the Teacher 

Report Form (TRF) scores and Family Structure Assessment Device 

(A YDA) total scores. 

Hypothesis 4: There will be a negative correlation between the total 

Family Structures Assessment Device (A YDA) scores and the 

discrepancy between Children Behavior Checklist (CBCL) scores 

and Teacher Report Form (TRF) scores. 
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II. METHOD 

A. Participants 

The parents of 193 first and second grade students enrolling at two 

private schools in Istanbul and 16 teachers formed the participants of the 

study. 

All families were included. The age of the students ranged from 

6 to 8 years old and the number of boys and girls were equal from each 

school. All parents were estimated to be within high SES, since both 

schools involved were private and required the most expensive school fees 

in Istanbul. Yet families were given a demographic data sheet about 

their socio-economic status level. The expectation was validated as most 

of the participants reported a high income on the demographic data 

sheet administered. The mean age of the mothers was 36 and of the 
~ . 

fatfiers 39. The range for the mothers age was 13 years whereas for 

the fathers was 20 years. 
\ 

About 85.50% of the mothers were university graduates, 13.47% 

lycee graduates and 1.03% holding masters degrees. Frequency distribution 

of the mothers according to the schools they graduated from is presented in 

Table 1. 
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Table 1. 
Frequency Distribution of the mothers by last graduated school 

MOTHERS 

f % 

Primary 
Secondary - -
Lycee 26 13.47 
University 165 85.50 
Masters 2 1.03 
TOTAL 193 100.00 

90.16% of the fathers graduated from university, 8.29% graduated from 

high school and 1.55% hold masters degrees. Frequency distribution of the 

fathers according to their graduation is presented in Table 2. 
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Table 2. 
Frequency Distribution of the fathers by last graduated school 

Fathers 

Primary 
Secondary 
Lycee 
University 
Masters 
TOTAL 

f % 

-
16 8.29 

174 90.16 
3 1.55 

193 100.00 

In both schools the classroom teacher who evaluated the students, 

attended all the classes every day from 9:00 to 15:00. The mean age of the 

teachers was 36 ranging from 45 years old to 30 years old. Both schools 

were chosen for their success in adapting Active Learning philosophy 

where children learned through active experiences with people and, in the 

process, developed their own understanding of the world around them 

(Weikart, 1996). There were no comparisons of the two schools. The 

schools were thought to be similar because of their students coming from 

high SES level families and the adopted education model. It was also 

convenient for the researcher to work with these schools because of her 
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school psychologist position in both. Therefore, the researcher was an 

inside and outside observer. 

B. Instruments 

F or the three main variables of the study, three separate instruments 

were used. Namely, children's home behavior was assessed with the 

Children Behavior Checklist (CBCL), children's classroom behavior was 

assessed with the Teacher Report Form (TRF), and family psychological 

functioning was evaluated with the Family Structure Assessment Device 

(A YDA). A demographic data sheet was also administered. 

1. Child Behavior Checklist (CBCL / 4-18) 

The Child Behavior Checklist, which was developed by 

Achenbach (1978) is an assessment instrument designed to obtain the 

parents' reports of their children (age 4-18) and to provide a standardized 

frame of a child's behavior related to behavioral and adaptive 

competencies (See Appendix A). CBCL includes behavior problems 

and social competence items designed to be reported by parents and is 

scorable in terms of the Child Behavior profile. The checklist consists of 

20 competence and 118 problem items. 
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Competency items consist of the sports activities the child is 

interested in and the work the child does at home or outside home such as 

the child's membership of a social club or sports club, parent and siblings 

relations, ability to play by himself and the degree the child participates 

in the school activites. In addition to Competency items, open ended 

questions regarding the personality and health of the child were asked 

in the first part of Children Behavior Checklist (CBCL). The profiles 

are scored from the CBCL, which was designed to obtain parents reports 

of their children's competences and problems in a standardized format. 

F or scoring the Activities section and Social Competence section, if the 

parent reported 0 or 1 item, it is scored as 0, if two answers are reported it 

is scored as 1, and three or more answers are scored as two. In the school 

section being in a special class because of behavioral and emotional 

problems, repetition of a class and any school problems are scored as 0 

and other items carrying the opposite meaning as 1. Total competence 

score is calculated by taking the sum of Activites, Social Competence 

and school submeasures (Achenbach, 1991). 

The second part of the measurement consists of 118 problem 

items about the child's perceived emotional and behavior problems and 

these items are grouped in various submeasures. Problem behavior items 

are rated as 0, 1,2 according to the frequency of the problem behavior in 

the last 6 months. 0 meaning "not true", 1 "sometimes true" and 
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2 "mostly true". From the items two different behavior scores can be 

obtained. These are Externalizing scale and Internalizing scale. The sum of 

subtests such as " Socially Withdrawn" ; "Somatic Complaints" and " 

Anxious / Depressed" form the Internalizing Scale Score. The sum of 

subtests such as "Aggressive" and "Delinquent behavior" form the 

Externalizing Scale Score. Social problems, thought problems and 

attention problems do not fit in these two groups but the "Total problem 

score" is obtained fromthe sum of these subtests. For scoring the total 

problem score, scores -rated as 0,1,2 in CBCL are added. The T score of 

each problem score is listed for girls and boys separately. The scores 

obtained from both parts and each subtest are recorded for each age group 

to form the profile of that child. The idea is to evaluate the problem areas 

and social competency of the children. 

CBCL/4-18 was revised to Turkish by Ak9akm and Sava~lr in 

1983 (Ak9akm, 1983). Due to the lack of normative data regarding 

different age groups and gender, it was not used in Turkey in the 

following years. The CBCL 1991 form was revised and adapted to the 

Turkish culture by Ne~e Erol and Cengiz K1119. After checking the 

differences and similarities with the 1983 revision, it was translated 

into English and then to Turkish twice to test the test - retest reliability. 

The correlations were found to be .78 in Total Competency and .84 in 

Total Problem. 
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Cronbach Alpha coefficients were used in calculations for the internal 

consistency of the scale and found to be .73 for competency subtests and 

.85 in problem behavior. The high results made it possible 

to use the CBCL in specific age groups and gender groups safely. 

2. Teacher's Report Form TRF / 5-18 

The Teacher's Report Form was aimed to obtain the reports of the 

teachers in connection with their students' problems and adaptive 

functioning in a standard format (See Appendix B). It was standardized 

for boys and girls at ages 5-18 to reflect the age and sex differences in 

prevalance of behavioral patterns. 

The norms of each scoring profile were established by a 

representative sampling of nonreferred children in order to provide 

comparisons of data or individual children with the baselines for normal 

peers. The TRF which was modeled on the CBCL was developed by 

Edelbrock and Achenbach in 1986 to make use of the teachers perceptions 

of children's performances at school and behaviors, since apart from the 

parents, teachers have more contact with school children than adults do. 

The first 2 pages of the TRF cover demographic information 

including the child's age, sex, grade, parent's occupation, questions 
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about the child's academic perfonnance and basic information about 

the school. Space is provided for teachers to report on the child's work, 

behavior or potential. The measure intends to gather data on the 

student's "School Adaption". The Total Adaptation Score is obtained 

by subtests which are "School Success", "Hard-working", 

"Appropriate Behavior" and "Happiness" (Achenbach, 1991). 

The second part of the Teacher Report Fonn (TRF 5-18) is parellel 

to the second part of the Child Behavior Checklist (CBCL / 4-18). 

Scoring the Teacher Report Fonn (TRF) is identical with the Children 

Behavior Checklist (CBCL). TRF 5-18 was adapted and standardized by 

Fiisun Akk5k only for the "boys". Melda Ak<;akm and Ne~e Erol worked 

on the 1991 version of the TRF in order to find out the differences with 

the previous version. In 1992 Akk5r and her friends developed TRF 5-18 

by making some changes in the format but keeping its original content. 

The measurement was given to the teachers of 49 students twice in 

30 days for Turkish test-retest purposes and calculated the test-retest 

correlation as .88. The internal consistancy of the scales was calcuted by 

scoring 2340 children's answers and using Cronbach Alpha Coefficients. 

Cronbach internal consistency of the scale scores was .84 in "Total 

Problem". 
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3. Family Structure AssesmentDevice (AYDA) 

A YDA (Giilerce, 1992) is a self-report measure which can be 

applied to literate people above the age of twelve. It consists of36 items 

each of which respond on a 5 point scale ranging between "just like us" to 

"just the opposite." The maximum score from each item is 5 and minimum 

is 1 hence the total maximum score is 180. The higher the score one gets 

the healthier the reported family functioning is regarded. A YDA intends to 

measure five domains of the family system. Various index scores can be 

obtained from A YDA in addition to these domains. 

Communication within the family; this is all kinds of behavior that 

transmits interpersonal messages. Contradictory, hostile and conflicting 

communication is regarded unhealthy, whereas open and mutual 

communication, self-disclosure and overlap between expressed and 

received messages are defmed as healthy. The communication index 

score is the total score of the items 1 to 9 . 

Unitedness within the familyjs defined as togetherness, attachment, 

dependency and boundries that maintain the system. Too much closeness 

and distance are not healthy. The unitedness index score is the total score 

of the items 10 to 18. 
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Management within the family is the implicit and explicit rules that define 

the way of ongoing activities. These are discipline rules and decision 

making. Clearly defined rules and equal responsibilites represent a healthy 

management and organization. The management index score is the total 

score of the items 19 to 26 . 

Competency within the family, is the ability to cope with problems by 

finding effective solutions and adapting to changes. Competency within 

a family is regarded as healthy. The competency index score is the total 

score of the items 27 to 31 . 

Emotional context within the family is the emotional climate such as 

support, tension and emotional satisfaction. Flexibility of the emotional 

context is regarded as healthy. The emotional context score is the total 

score of the items 32 to 36. 

In order to find the content validity of A YDA, one social 

psychologist's, one clinical psychologist's, one psychiatrist's and two 

other psychologists' views were taken. They evaluated each item on 

a scale from 1 to 10 considering how much they reflected the properties 

of the area they are supposed to represent. The interjudge reliability was 

calculated to be .73 for categorizing and .58 for ordering items. 

F or criterion related validity 100 people between the ages 16 to 60 coming 
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from different socio-economic levels and nonbroken families with no 

psychiatric problems received A YDA. Sixty of them also received the 

Family Environment Scale. Pearson moment product correlation 

coefficient between the total scores of two scales was .53 (P<.OOI). 

12 families received Beavers - Timber Family Assessment Scale, 

and A YDA and were clinically interviewed. These interviews were 

video taped and analized by a clinical psychologist who was unaware 

of the results obtained from A YDA. The total scores of the families 

obtained from both scales showed a meaningful correlation (r =.78, 

P<.OOI). 

In a study with 100 high school students, the correlation between 

the total scores of A YDA and Minnesota Counseling Inventory Family 

Relations subscale was found to be .69 (P<.OI). 

A one month test retest reliability was found to be .79 by Pearson's 

Moment Product Coefficien~. The split - half reliability was found as .85 

by Stanley Correlation Coefficient. The internal consistency of A YDA 

was found to be .70 by Cronbachalpha. For the construct validity 42 

psychiatric patternts, and 42 people of the similar age, gender and social 

status considered as healthy were taken as samples. When A YDA 

individual scores are compared in terms of the t-test meaningful 

differences are found (t = 3.74, P<.OOI). 
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4. Demographic Variables: 

Demographic variables of the study were the educational level of 

participants, employment and age (See Appendix C). 

C. Procedure 

The families were sent the Family Structure Assessment Device 

{A YDA) forms and Child Behavior Checklist (CBCL) with a letter, 

explaining the purpose of this academic study. The package also 

included a demographic data sheet for the family. 

The parents were also informed that they did not have to write any 

names on the forms. Each participant was informed and assured all data 

would be kept confidential. Each student was assigned a code number 

and only the code number was written on the envelope. Only mothers 

were asked to reply to the Child Behavior Checklist (CBCL). After 

answering each item, the parents returned the A YDA and CBCL forms 

to the researcher using the same envelope within one week. The researcher 

also called each participant personally to make sure that they did not have 

any questions about the forms . 
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Teachers Report Forms (TRF) were given to the teacher of each 

student who was asked to fill out the forms only for the students he 

knew well. 

193 families from both schools were given the A YDA forms. 

CBCL's were given to 193 mothers in total. TRF's were answered 

by 16 teachers for 193 students. Each student was rated by one 

classroom teacher. 

The questionnaires were given to the parents (Family Assessment 

Structure Device-A YDA), mothers (Child Behavior Checklist-CBCL) 

and the teachers (Teacher Report Form - TRF) directly by the researcher. 
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III. RESULTS 

Scores derived from the subtests of the Child Behavior Checklist 

(CBCL), Teachers Report Form (TRF), and Family Structure Assessment 

Device (A YDA)served as data for the analysis. 

Hypothesis 1: 

As a test of Hypothesis 1, predicting a significant discrepancy between 

CBCL and TRF scores, t-tests for paired samples were applied to the 

subtests ofCBCL and TRF. Table 3 shows the means and standard 

deviations of subtests of CBCL and Table 4 shows the means and 

standard deviations of subtests of TRF. 

Table 3. 

Means and Standard Deviations of CBCL Scores 

CBCL Scores Mean SD 

Competency 36.8 8.05 

Total Problem 48.9 12.62 

Internalizing 49.1 9.59 

Externalizing 48.7 13.54 
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Table 4. 

Means and Standard Deviations of TRF Scores 

TRF Scores 

Competency 

Total Problem 

Internalizing 

Externalizing 

Mean 

45.3 

55.8 

55.2 

56.9 

SD 

5.02 

9.11 

8.34 

10.27 

T -tests for paired samples revealed that the competency score of 

TRF was significantly higher than that of the competency score 

ofCBCL [t (187) = -14.53, p<.OOI]. The total problem score ofTRF 

was significantly higher than the total problem score of CBCL 

[t (187)= -11.84, p<.OOI]. The Internalizing score ofTRF was 

significantly higher than the internalizing score of CBCL 

[t (187) = -12.31, p<.OO 1]. The externalizing score of TRF was 

significantly higher than the externalizing score of CBCL 

[t (188) = -9.41, p<.OOl]. 

Hypothesis 2: 

Table 5 presents the means and standard deviations of subtests 

of A YDA scores of the mothers and fathers. 
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Table 5. 

Means and Standard Deviations of subtests of A YDA Scores of mothers 

and fathers. 

AYDA Scores 

Mother Father 

Mean SD Mean SD 

Individual 124.6 47.61 122.9 48.69 

Family 123.3 48.74 123.3 48.74 

Communication 33.3 16;72 31.7 14.55 

Unitedness 28.3 11.87 28.1 12.58 

Management 27.5 12.75 26.8 11.79 

Competency 18.9 7.30 19.3 8.20 

Emotional 17.6 6.05 17.9 6.99 

The Pearson Correlation Coefficient test was carried out to test 

hypothesis 2, predicting that those children who have higher CBCL 

scores will have families with lower A YDA scores. 
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The analyses revealed a positive relationship between the competency 

score of CBCL and total score of A YDA, a negative relationship between 

total problem score ofCBCL and total score of AYDA, a negative 

correlation between internalizing score of CBCL and total score of A YDA, 

and a negative relationship between externalizing score of CBCL and total 

score of A YDA. 

Table 6 shows a summary of the correlation analyses. 

Table 6. 

Correlation Coefficients between Subtests of CBCL and Total Score of 

AYDA 

CBCL AYDA 

r p 

Competency .44 p<.OOl 

Total - .74 p<.OOl 

Internal -.59 p<.OOl 

External -.66 p<.OOl 
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The Pearson Correlation Coefficient was computed also to see the 

degree of correlation between the subtests of CBCL and submeasures 

of A YDA. The analyses show that there is a positive relationship 

between the competency score of CBCL and communication scores, 

unitedness scores, management scores, competency scores, emotional 

scores of A YDA both for the fathers and the mothers. There is a negative 

correlation between the total problem scores of CBCL and all the 

submeasures of A YDA, a negative relationship between the internalizing 

score of CBCL and all submeasures of A YDA and a negative correlation 

between the externalizing scores of CBCL and all submeasures of A YDA. 

Table 7 shows a summary of correlation coefficients. 

42 



Table 7. 

Correlation Coefficients between Subtests of CBCL and Measures of 

AYDA 

AYDA Scores 

Fatber(F) 

Mother(M) 

Communication -F 

Communication -M 

Unitedness - F 

Unitedness -M 

Management- F 

Management- M 

Competency-F 

Competency-M 

Emotion-F 

Emotion-M 

CBCL Scores . 

Competency Total Problem Internalizing 

r p r p r p 

.38 p<.OOI -.66 p<.OOI -.52 p<.OOI 

043 p<.OOI -54 p<.OOI -.43 p<.OOl 

.45 p<.OOl -.66 p<.OOl -51 p<.OOl 

.37 p<.OOl -.67 p<.OOl -54 p<.OOl 

Al p<.OOl -.73 p<.OOl -57 p<.OOl 

.38 p<.OOl -.66 p<.OOl -52 p<.OOl 

Al p<.OOl -58 p<.OOl -50 p<.OOl 

.38 p<.OOl -.66 p<.OOl -52 p<.OOl 

040 p<.OOl -.67 p<.OOl -56 p<.OOl 

.49 p<.OOl -.75 p<.OOl -58 p<.OOl 
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Externalizing 

r p 

-60 p<.OOI 

-51 p<.OOl 

-60 p<.OOl 

-56 p<.OOl 

-65 p<.OOl 

-.58 p<.OOl 

-52 p<.OOl 

-58 p<.OOl 

-60 p<.OOl 

-67 p<.OOl 



Hypothesis 3: 

To test Hypothesis 3, predicting a negative relationship between TRF 

scores and A YDA scores, Pearson Correlation coefficients were computed. 

Analyses showed that there is a positive relationship between competency 

score of TRF and total score of A YDA, a negative relationship between 

total problem score ofTRF and total score of A YDA, a negative 

relationship between internalizing score of TRF and total score of A YDA 

and a negative relationship between externalizing score of TRF and total 

score of A YDA. See Table 8 for a summary of correlation coefficients. 

Table 8. 

Correlation Coefficients between Subtests ofTRF and AYDA 

TRF 

r 

Competency .46 

Total -.64 

Internalizing -.41 

Externalizing -.42 

AYDA 

P 

P<.OOI 

p<.OOl 

p<.OOl 

p<.OOl 
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Analyses also reveal that there is a positive correlation between the 

competency scores of TRF and communication scores, unitedness scores, 

competency scores, emotional scores of A YDA. There is a negative 

correlation between the total problem scores of TRF and submeasures of 

A YDA, negative correlation between internalizing scores ofTRF and 

submeasures of A YDA, negative correlation between externalizing scores 

ofTRF and submeasures of AYDA. See Table 9 for a summary of 

correlation coefficients. 
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Table 9. 

Correlation Coefficients between Subtests of TRF and Submeasures of 

AYDA 

AYDA Scores TRF Scores 

Father (F) 

Mother(M) 

Competency Total problem Internalizing Externalizing 

r p r p r p r p 

Communication-F .39 p<.OOl -.56 p<.OOl -.34 p<.OOl -.40 p<.OOl 

Communication-M . .31 p<.OOI -.43 p<.OOI -.26 p<.OOl -.22 p<.OOl 

Unitedness-F . .38 p<.OOl -.56 p<.OOl -.38 p<.OOl -.34 p<.OOl 

Unitedness-M .48 p<.OOI -.63 p<.OOl -.39 p<.OOl -.38 p<.OOI 

Management-F .43 p<.OOI -.62 p<.OOl -.37 p<.OOl -.41 p<.OOI 

Management-M .38 p<.OOl - .55 p<.OOl -.33 p<.OOl -.38 p<.OOl 

Competency-F .43 p<.OOl -.51 p<.OOI -.31 p<.OOl -.36 p<.OOl 

Competency-M .42 p<.OOl - .56 p<.OOl -.37 p<.OOl -.38 p<.OOl 

Emotional-F .33 p<.OOI - .53 p<.OOl -.36 p<.OOI -37 p<.OOl 

Emotional-M . .39 p<.OOI - .59 p<.OOl -.42 p<.OOI -.42 p<.OOl 
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Hypothesis 4: 

The Pearson Correlation Coefficients tests were carried out to test 

Hypothesis 4, predicting that those children who have families with high 

A YDA scores will have a low discrepancy between the CBCL and TRF 

scores. Results of correlations were as follows: There is a negative 

relationship between CBCL and TRF competency difference score and 

total score of A YDA, a positive relationship between total score of A YDA 

and total problem difference score of CBCL and TRF, a positive 

relationship between total score of A YDA and internalizing score 

difference of CBCL and TRF, a positive relationship between total score of 

A YDA and externalizing score difference of CBCL and TRF. 

See Table 10 for a summary of correlation coefficients. 

Table 10. 

Correlation Coefficients between Total Score of A YDA and Difference 

Scores ofCBCL and TRF 

AYDA 

CBCL and TRF 

r p 

Competency difference -.17 p<.05 

Total difference .44 p<.OOl 

Internalizing difference .29 p<.OOl 

Externalizing difference .37 p<.OOl 
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The Pearson Correlation Coefficients were also carried out to see 

results of correlations between submeasures of A YDA and different 

scores ofCBCL and TRF. Results were as follows: There is a 

negative correlation between the competency difference scores of 

CBCL and TRF and comunication, unitedness, management, 

competency, emotional submeasures of A YDA. In addition, 

positive correlation exists 'between the internalizing difference 

scores of CBCL and TRF and submeasures of A YDA, positive 

correlation between externalizing difference scores of CBCL 

and TRF and the submeasures of AYDA. 

See Table 11 for a summary of correlation coefficients. 
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Table 11. 

Correlation Coefficients between Submeasures of A YDA and 

Difference Scores of CBCL and TRF 

Comp-difference Total Problem difference Internalizing Externalizing 

r p r p r p r p 
Father (F) 
Mother(M) 

Communication -16 p<.OOI .40 p<.OOI .27 p<.OOI .33 p<.OOI 
(F) 
Communication -26 p<.OOI .35 p<.OOI .23 p<.OOI .37 p<.OOI 
(M) 
Unitedness -.24 p<.OOI .40 p<.OOI .22 p<.OOI .38 p<.OOI 
(F) 
Unitedness -.10 p<.OOI 32 p<.OOI .25 p<.OOI .30 p<.OOI 
(M) 
Management -.17 p<.OOI .45 p<.OOI .30 p<.OOI .38 p<.OOI 
(F) 
Management -.17 p<.OOI .41 p<.OOl .28 p<.OOI .32 p<.OOI 
(M) 
Competency -.16 p<.OOI 33 p<.OOI .28 p<.OOI .28 p<.OOI 
(F) 
Competency -.16 p<.OOI .40 p<.OOI .22 p<.OOI .33 p<.OOI 
(M) 
Emotional -.21 p<.OOI .45 p<.OOl .33 p<.OOl .36 p<.OOI 
(F) 
Emotional -.26 p<.OOl .50 p<.OOI .30 p<.OOI .40 p<.OOI 

(M) 
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IV. DISCUSSION 

In this study it was claimed that there would be a significant 

discrepancy between the young student's reported behavior in the 

classroom and at home reported by the teacher and the mother in relation 

to a family's psychological functioning. Thus the hypotheses were 

constructed accordingly. 

The first, second, third hypotheses were supported whereas 

the last hypothesis was not supported. 

The first hypothesis suggested a significant discrepancy between 

TRF scores and CBCL scores. It was concluded that the competency score, 

total problem score, externalizing score and internalizing score for TRF 

were significantly higher than CBCL scores. That is children behave quite 

differently in the classroom than they do at home. The result of this 

hypothesis is consistent with the opinion of Thomas (1968). In his study 

with young children he found that the child often behaves quite differently 

in two completely different surroundings. When sharp differences in 

behavior are observed at home and at school a variety of factors may be 

contributory. One factor is that parent and teacher may have different 

norms relative to acceptable and nonacceptable behavior. Extreme 

differences may have to do with greater restrictiveness and exercise of 
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adult control in one situation and greater freedom of choice and broader 

limits in the other. Children from homes where few limits are set feel 

strange at first in a situation where certain limits are imposed. 

He may be rebellious and have difficulty accepting new limits, or even be 

resentful and hostile towards adults, as well as toward children in the new 

setting. On the other hand, a child who is used to excessive freedom, may 

feel secure and safe within reasonable boundries set for him and be more 

productive and more socially outgoing than he may have been in his home. 

On the other side of the issue, children identified with behavior 

problems by their teachers are likely to have mothers who try to gain 

control over their child's behavior at home. It may well be, as some 

research indicates, that the parents' strictness is an individual factor 

responsible for the child's behavior problems outside of the home 

(Dielman, 1972; Patterson, 1982). 

When the results were analyzed in relation to the Turkish families ' 

a traditional type of family in Turkey is the authoritarian, patriarchal 

family (Wolf, 1966). In this kind of family, roles are very differentiated 

and authority is well established. Adults dominate children in all ascepts of 

life. Men dominate women at all levels. The most dominant member of the 

family, therefore, is the father. Data from the 1968 Turkish National 

Survey suggests that the man is dominant in most families, since both sexes 
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are very likely to report that he is the decisionmaker in general. Husbands 

were reported to see themselves as having more control over the family and 

having more control over what their wives do (Olson, 1976). The lack of 

clear boundries is especially evident with regard to rules governing 

economic support and desicion making. Among all the nine countries 

which attended Values a/Children Study (VOC), the highest levels of male 

decision making and lowest levels of role sharing are found in Turkey 

(Kaglt91ba~1, 1979). 

Turkish nuclear family structure could be seen as a mixture of high 

role differentiation and low personal differentiation. The status distinction 

between husband and wife and the seperation of their spheres of activity 

would result in a spouse subsystem which is differentiated along the sex 

roles dimension, with clear boundries between the selves of the two 

spouses. The relative lack of emotional expression and communication 

between the spouses is an indication of these boundries (Fi~ek, 1980). 

In previous descriptions of husband - wife relationships in Turkey, 

the family is seen as evolving from a traditional form characterized by a 

patriarchal structure to a modem form characterized by an egalitarian 

structure. In addition, duofocality of family structure is analyzed as a 

reflection of the sexual seperation which characterizes Turkish society 

in general (Olson, 1971). Sexual seperation appears to be most marked on 
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the dimension of social interaction. Even within family, the most initimate 

relationships tend to be among members of the same sex. This is a result of 

the seperation of male and female spheres. The female members of the 

family seek emotional support and companionship primarily from each 

other (Mansur, 1972). 

On the otherside of the issue, the western model posits that the 

Turkish family is evolving into the familiar modem form with egalitarian, 

companianate husband -wife relationships and joint desicion making 

(Timur, 1972). 

The second hypothesis claimed that those children who have 

higher CBCL problem scores will have families with lower A YDA 

scores and the third hypothesized that the children with higher TRF 

problem scores will have families with lower A YDA scores. 

The results showed a negative relationship between the total problem 

scores, internalizing scores and externalizing scores of TRF, CBCL and 

A YDA scores. That is to say; children with behavior problems such as 

Social withdrawn, anxiety, depression, somatic complaints, agression and 

delinquency at home and in the classroom had families with low 

psychological functioning. Children with the above mentioned behavioral 

problems at home and in the classroom came from families where 

communication level was lower than families having children with lower 

behavioral problems. 
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On the other hand, children who are highly competent at home and 

in the classroom came from families where there is higher communication, 

unitedness, management, competency and emotionality between its 

members. If we consider that much of the communication between spouses 

revolves around negotiations of role sharing allocation of responsibilites 

we should not be very surprised at the relative lack of communication 

in a traditional Turkish family. Desicion on major issues involving the 

household are the husband's responsibility. For example, in one survey, 

only 1 % of male respondents acknowledged that their wives could make 

important decisions, while only 3 % of the women made suchan 

acknowledgement (Timur, 1972). This pattern does not seem to differ 

between rural and urban couples (Gokc;e, 1976). Among all the nine 

countries which attended Values o/Children Study (VOC), lowest level of 

communication is found in Turkey (KagltC;lba~l, 1979). On the subject of 

status differentiation and gender, we can make one single generalization 

regarding Turkey: despite all changes, women's status is clearly lower 

than that of men (KagltC;lba~l, 1981). The lives of women in Turkey present 

sex-segregated socializing (Kandiyoti, 1978). The results of the VOC Study 

reflect the traditional intro-family sex role segregation and low status of 

women in Turkey (Kandiyoti, 1977). 
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The Turkish VOC Study has shown that socio-economic cultural 

factors affect people's perceptions and values and are reflected in intra 

family relations (KagltC;lba~l, 19"82). Since the subjects in this study came 

from high SES, a closer examination of their styles was needed. Many of 

the educated elite in Turkey have tended to be active and self-conscious 

advocates of modernization and even westernization, at least since the latter 

part of nineteenth century (Tiirkdogan, 1976). 

Compared to other categories of women, relatively little is known 

about the lives of upper class or elite women (Kandiyoti, 1978). 

These women may also be considered a transitional generation with regard 

to their way of entering marriage, their conception of their roles as women 

and their leisure activities. Thus it is possible to conclude that mothers have 
~-----.-.-~---.. - ... 

developed new role strivings without making any fundamental changes in 

their traditional domestic expectations. When asked what attributes they 

considered a successful woman to possess, 32.9% defined the successful 

woman in exculisevely domestic terms as a good mother and wife. On the 

otherhand, Le compte (1978) found that higher SES women reject the 

homemaker role more than middle class women. 

Kuya~ (1980) observed the class differences on women's norms 

about male power or dominance in the family, which indicate a normative 

change in the high class towards a more egalitarian marital ideology. 
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The difference of means across classes was enermous in male control 

atittude scores, lower class women prefering male domiantion to a 

significantly higher extent than high class women who had a very low 

group mean. 

Mothers who are satisfied with the emotional context and the 

problem solving mechanisms in the family perceived their children as 

having less behavior problems at home. Related to the general values in the 

VOC Study, the most important sex difference was found in "being close to 

spouse" which is highly important for women but not for men. This 

indicates that women value their relationship with their spouses more than 

men do. Indeed, men stress values implying social recognition, such as 

"achievement" and being "accepted by others" more than women do 

(Kaglt91ba~1, 1982). Ifhusband wife don't have much open expression of 

emotional closeness, it is than natural for the wife to seek closeness with 

her children (Siimer, 1969). With respect to relations between parents and 

children, the general atmosphere surrounding children is one of love and 

control (Kaglt91ba~1, 1972). 

Mothers have the highest positive correlation between competency 

scores of CBCL and emotional scores of A YDA. Mothers also have the 

highest negative correlation between the internalizing scores of CBCL and 

emotional scores of A YDA, between the emotional scores of A YDA and 
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total problem scores of CBCL, between the emotional scores of A YDA and 

the externalizing scores ofCBCL. When Family Structure Assessment 

Device (A YDA) was given to 2050 individuals to find out the OTA values, 

no significant difference was found between the mothers and fathers in 

A YDA Emotional in an avarage Turkish family. The difference between 

the two results may be because of the variance in the income and culture of 

the families chosen. In this study, high SES women showed greater 

emphasis on the emotional context of the family than men did. 

On the other hand, fathers have the highest positive correlation 

between unitedness A YDA scores and the competency scores of CBCL 

whereas the strongest negative correlation was between A YDA 

management scores and internalizing score of CBCL , between A YDA 

management scores and externalizing score of CBCL , between A YDA 

management scores and total problem scores of CBCL . 

Interesting results were found by examining the Average Turkish 

Family (OTA) values. The results were as the following; the psychological 

situation of the average turkish family were perceived better by the fathers 

than the mothers. When looked at A YDA Communication submeasures in 

the average Turkish family, fathers have significantly higher scores than 

the mothers. Also fathers have higher A YDA-Unitedness scores than the 

mothers which leads to the assumption that the individual is alone in the 
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family. When members are compared in terms of management, in the 

average Turkish family fathers have higher management scores than the 

mothers (Giilerce, 1996). But the fact that the mother and the children are 

also powerful as individuals or subsystems can not be underestimated. For 

the Competency meausures of A YDA in the average Turkish family it is 

interesting to find out that the mothers' scores are significantly higher than 

the fathers. There is no significant difference between the mothers and 

fathers in A YDA-Emotional in an average Turkish family. This shows that 

the members of the average Turkish family find themselves sufficient for 

their emotional necessities. 

Children who are competent in the classroom have mothers with 

balanced attachment and dependency in the family. The same children also 

have fathers who believe in the importance of discipline rules and decision 

making in the family. The results are also consistent with the VOC Study in 

which the highest levels of male decision making are found in Turkey 

(Kaglt91ba~1, 1979). 

On the other side, upper class men seem more willing to share their 

power with women on an egalitarian basis, chiefly because education has 

exposed them to more liberal sex role standards (Safilios, 1967). TRF 

competency scores is the highest positively correlated score with 
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A YDA unitedness score whereas fathers' management and competency 

scores are positively correlated with the TRF competency 

scores. Children having problems in the classroom had mothers who 

perceived their family lower in unitedness as well as children who are 

socially withdrawn, with somatic complaints, anxious, agressive and 

delinquent in the classroom had mothers who perceived the family system 

lower in emotional context. There is a negative correlation between 

mothers' A YDA unitedness scores and total problem scores ofTRF, 

between A YDA emotional scores and internalizing scores of TRF, 

between A YDA emotional scores and externalizing scores ofTRF. 

Fathers have the highest negative correlation between A YDA management 

scores and TRF total problem score, A YDA unitedness score and TRF 

internalizing score and A YDA management scores and TRF externalizing 

scores. 

The data clearly reveal that the family's structure is important to 

children's action at home and in the classroom. Altough some other studies 

have shown that unhealthy family structures can have an adverse impact on 

child behavior (Kellam, 1991), this is one of the few studies in Turkey to 

show such effects in an epidemiologically defmed sample of first and 

second grade children. Furthermore, the TRF and CBCL are the very 

instruments in Turkey to report teachers' and mothers' perceptions 

systematically to interpret the scores based on standardized 
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norms (Akkok et at, 1988). Therefore it is expected to be a good source for 

clinicians to learn about the referred children's school performance 

behavior. Also they may be regarded as tools to describe the relationship 

of behavior problems to specific student characteristics such as sex, age, 

grade, SES and achievement. Moreover, this study is expected to lead to 

further research related to the applicability of the TRF and CBCL to 

different age, SES and education level groups. 

Low correlations between informants may indicate that the 

target variables differ from one situation to another, rather than that the 

informants reports are invalid or unreliable. Behavior disorder reported 

by a particular informant does not necessarily mean, however, that 

the child should be changed. Instead, interventions may sometimes 

more appropriately focus changing the informants perceptions of or 

behavior toward the child (Achenbach, 1987). The best indicator 

of behavior problems for elementary school children is the combined 

behavioral reports of parents and teachers (Lochman, 1995). 

Based on the results it can b~cluded that A YDA, TRF and 
--.-. .............. --~"" 

CBCL can be satisfactorily administered, scored and profiled for young 

children. Differences in teachers' expectations of their young students 

seem to be influential factors. This could be further investigated. 
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On the other hand, children who display problem behaviors in 

more than one setting (eg. home and the school) are likely to persist with 

such behavior through time (Loeber, 1982). One potential explanation of 

the effect of teacher student interaction on these children's behavior 

is that teachers may have a harder time managing children at risk and 

these children are more likely to behave inappropriately in response 

to lower levels of teacher attention than children who are not at risk. 

Teachers may also spend more time interacting with high achieving, 

well behaving students than with low achieving and misbehaving 

students (Leder, 1987). 

The 4th. hypothesis was not supported. It claimed that those 

children who have families with high A YDA scores will have a 

low discrepancy between the CBCL and TRF scores. The data 

revealed that although there is a negative correlation between TRF 

scores and A YDA scores, CBCL scores and A YDA scores, those 

children who have families with high A YDA scores have high 

discrepancy between CBCL and TRF total scores. A positive 

correlation was found between A YDA total scores, A YDA 

communication, A YDA unitedness, A YDA management, 

A YDA competency, A YDA emotional and a discrepancy 

between TRF Internalizing scores and CBCL Internalizing scores, 

between A YDA total scores, A YDA submeasures and the discrepancy 
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between CBCL Externalizing scores and TRF Externalizing scores. 

On the other hand, there was a negative correlation between A YDA 

scores, A YDA submeasures and the discrepancy between TRF 

competency scores and CBCL Competency scores. That is, children 

with high A YDA scores have a lower discrepancy between their TRF 

competency scores and CBCL Competency scores. In this study, almost 

in all cases, there was a tendency to score a child's behavior in the same 

direction by mothers and teachers. Altough there was a discrepancy 

between the TRF and CBCL scores, children with high TRF and CBCL 

scores came from families with lower A YDA scores. Due to this fact, 

the discrepancy between TRF and CBCL does not show a negative effect 

on the family's psychological functioning. 

In conclusion, although the high perceived family system has a 

significant positive impact on the behavior profile of children at 

home and in the classroom, such an effect of the perceived family 

system on the discrepancy between CBCL and TRF was not 

found in this study. 

It is also important to note that data was not available on the 

child's classroom environment. This means that in the next stage 

of work, the effect of classroom climate and the teacher's 

classroom management procedures on the misbehaving child 

needs to be understood. This research should involve direct 

child-child and teacher-child interactions. 
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Further investigations of mechanisms operating in the 

relationship between family, teacher and child behavior will 

contribute to the understanding and prevention of child behavior 

problems. 
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APPENDIX A 

CHILDREN BEHAVIOR CHECKLIST 
(CBCL/4-18) 
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4-18 YAf <;OCUK VE GEN<;LER t<;tN DA VRANq DEGERLENDtRME OL<;EGt 

toCUOUN IN ADRESINtZ VB 'IEL NO : 

ADl,SOYADI: 

dNSIYl!Tt: YA$I: 
IIERXEK I lKIZ 
BUGONONTARIHl ~OUN DOOuM TARlHl 

AY--GON-YIL- AY-GON YIL 

CoculuaUZUllIimlmlJImyJa i1aili boa 
OKm.UNADI: C-u IlIIteD 1&Gt1orioizi ylllllllCllt 

bi~ yllUllayuuz. Her bir madde ilD 

SINIFl: --------- i1ai1i bilai vaebU WI 2. aayfadoki 
OKtn.A DEVAMETMtYOR U .... 1uIt1ora yaabiliniaiz. 

T~orimizIo. 

L COCUOUNUZUN YAPMAKTAN EN COK H~LANDIOI SPORIARl 

SIRALA Y1N1Z. Omeiia:Yllrme, fuIboI, boIke1bo1, wIeyboI.lIILmm, 

tekvlDcIo, jimDutit, biliklCle biame, larq, WIk ..... aibi. 

U~iri 

.. _--------------h _________________________ _ 

~---------------

II. toCUOUNUZUN SPOR DI$INDAKI tt.Gl ALANLA1U. 
UORA$, OYUN VB AKTtVl'Il!UlIl1Nl SIRAU. YINIZ. 
OmcAin:Plll, bebek, .. be, atvaryum. II iti, kitap 

~, mIIzik a1eti ~Imat, fIIb lIIylClllek, ftSD yapmak 
sibi (Radyo dinlemeyi y. do reJevizyoo izJemeyi D .... aymm) 

LI~iri 

.. _--------------b. ________________________ _ 

c. ______________ _ 

III. toCUOUNUZUN oYEsl OlDUOU KURULU~, 
KULOP, TAKIMYADAGRUP1J\RISIRAU.YINIZ. 
(Spor, mOzik, izcilik, rolklor libi.) 

1_I~iri 

L _________________________ _ 

b. _____________ _ 

c. ______________________ _ 

IV. toCUOUNUZUN EVDB YA DA IN DI$INDA YAPTIOI ~LER1 
SIRALA Y1N1Z. Omep:Guete limO, bakka1a sinae, pozca li .... o, 

eIekIril< .. u r_1 ylltllDl, ~ battm~ yatak dIIzd ...... aofra kurma, 

kalduma, bir dUkkaDda 9Ihfmlsibi lldeml yapllut YO yapdmaylD bet 

IiIrIiI itleri kaImtz. 

L ______________________ _ 

b. _____________ _ 

c. _________________________ _ 

Copyriabll991 T.M. Acbmbodl. U. orVermon~ 

T~ 9CYiri va uyarlamut : Nqe Erol tarafuIdan 

T.M. Ac:henbacb' In imiyle Ylpdmtt vo bullmlfllr (2-1991). 

Ankara Onivenir.esi Ttp FotUlr.esi I;ocuk Psikiyllri Bilim Dlh 

lID: J 

ANNE BABANIN ~I, I!OlTtMI VB Y~ I 
BABANIN~: lELNO. I!Ol11MI : YA$I:-

ANNENtN I$l : lELNO. ---BOlTtMI: YA$I:-

FORMU DOLDURAN: 

I I ANNE 

LIBABA 
UDIOElt CocutIa oIa ililUi 

Y"IIIu_w.l.~ 

bet biriDe l1li tadar_ .yn'! 

Bilmiytlrllll NonDaldlll.. NanIIII NIIIIIIIIdon fozIa Bilmiyarum. Norm.ld..... Normal NormaIdIIIfazIa 

I..J I_I U I_I I..J U LI I_I 

U I_I U I..J I_I I..J U I..J 

U U U U U I..J U U 

Y,,"Iu_onaI.~ YIfI .... w.Ia ~ berbiriade 
bet biriDe l1li tadar _ .yn'! De tadar bqanhdIr? 

Bilmiytlrllll NonDoIdeo.. NCIIIIIII NCIIIIIIIdon fozIa BilmlyOl\lll N_alden .. Normal NormaIdIIIfazIa 

U U U U I..J U U I..J 

U I..J U U U I..J U U 

U u. u U LI I..J U U 

YIflIIarma onaIa ~ bet biriDd.1III tadar aJaiftU'l 

BillDiyClllllll AzIIkIIf NanIIII C'*KIif 
U U U U 

U I..J U U 

U U U U 

BilmiYINII NonDaldlll.. NanIIII NIIIIIIIIdon fozIa 

U U U U 

u 
u 

u 
u 
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V. 1- Cocugunuzun yaklqlk olarllt ~ lane yakm arkadql varchr'1 

(Karde§lerini katmayuuz) 
Hi\?yok 

U 

2- C;:ocugunuz okul dI§I zamanlarda haftada ~ kez arkadqImyla birlikte olur ? 

'-I 

2yada3 

U 

4yadafazla 

I_I 

(Karde§lerini kall1laylDlZ) 1 den az 1 yada2 l ya da daha fazla 

VI. Y qltlanna oranla IrOCUgunuzun : 

a. Karde§leriyle arasl nasJldu'l 

b. Oiger ~uklarla arasl nasJldu'l 

c. Anababasma ~I davraru§1 nasJldJr? 

d. Kendi bqma oyun Oynamasl ve i§ yapmlSl nwkbr? 

I_I 

Kalil 

U 
I_I 

-u 
U 

U U 

Nonnal O~ 

sayWr lyidir Kardefi yoktur. 

U U I_I 

I_I '-I 

U '-I 
I_I I_I 

VII. 1- C;:ocugunuzun okul bllflUlSl nasJldJr? (6 yq ve yukarw i~) C;:ocugunuz eger okula gitmiyorsa IOli'en nedenini belirtiniz ____ _ 

a. Oltuma yazma, Tl1r~ 

b. Hayat bilgisi. Sosyal bilgiler 

c. Arill1letik 

d. Fen bilgisi 

Oiger derslerde nasJldJr? Omegin: YabanCJ dil, bilgisayar. 

(Beden egitimi, resim ve mOzigi katmayuuz) 

~------------------------f. ____________ _ 

g. -------------=------
2- C;:ocugunuz alt aze1 suuf ya da bir aul egitim kurumunda okuyor mu ? 

Bqlll1SJZ 

'-I 
I_I 

I_I 

U 

'-I 
I_I 

U 

Orta 

I_I 

'-I 
I_I 

'-I 

I_I 

I_I 

U 

Bqanh 

I_I 

'-I 
I_I 

'-I 

'-I 

I_I 

I_I 

C;:okBqanb 

I_I 

'-I 
I_I 

1-' 

'-I 
I_I 

I_I 

I_I HayJr '-I Evet - Ne tOr bir suufya da okul? _____________________________ _ 

3- C;:ocugunuz hi\? SlJUfta kaldl IDI? 
'-I HayJr '-I Evet - K~mci sJIUfta ve nedeni _______________________________ _ 

4- C;:ocugunuzun okulda ders ya da ders ch~1 sorunIm oldu mu? 
I_I HayJr ,-I Evet - ~Iklayuuz ______________________ _ 

Bu sorun1ar ne zaman bqlxh? ______________________________ _ 

Sorunlar bini mi? 

'-IHa)'Jr I_I Evet - Ne zaman 

5- C;:ocugunuzun herhangi bir hastahgJ, fiziksel rahatsJZbgl ya da zihinsel azOrO var IDIdu'l 
'-I HaYJr I_I Evet - ~Iklayuuz _____________________ _ 

6- C;:ocugunuzun sizi en \rOk Uzen, kaygJlandJran aullikleri ne1erdir? _____________________ _ 

7- C;:ocugunuzun en begendiginiz azelliklerini belirliniz : -----------------------------
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~ag1(1a ~ann Ozelliklerini tanunlayan bir dizi madde bulunmaktadlr. Her bir madde ~junuzun III IIldaki ya cia son 6 ~y ~indeki 
dururmmu belirlmektedir. Bir madde fOCUgunuz i~in ~k ya da slkbkla dogru ise 2. bazen ya da biraz dogru ise I, hi~ dogru degilse 0 sayUanru 
yuvarlak i~ine aluuz. Llltfen tIlm maddeleri itareUeineye ~IIUZ. -

o : Doeru DeAD (blldillniz kadanyla) 1 : Bazen ya da Biru DoWu 2 : C;Ok ya da Slkhkla Doeru 

o 1 2 I.Y qmdan daha ~1Ik bir ~ gibi davrarur 01 2 33.Kimsenin onu sevmcdigine inamr ve bundan yalarur 

o 1 2 2.Allerjisi vardlr (yerne, koklama ile, IOzlu bir yerde buhuunak 01 2 34.Bqkalaruun ana zararverecegini. kOtOlllk yapacaguu dIlfilnllr 
la kqmll, dOldIntU, gOz yqarmasl VI. Olmasl) : 01 2 35Kendini degersiz hisseder 

o I 2 3.f;ok tar~II o 1 2 36.Cok Ilk bir yerlerini incitir, biqlltazadan lcul1ulmaz 

o 1 2 4.Asturu (neres darhi1) vardII 01 2 37.Cokkavga, d(I~ eder 

o 1 2 5.Karfl cinslen biri gibi davrarur 01 2 38.Onunla ~ alay edi1ir (Arkadaflan onunla ~k alay eder) 

o I 2 6.KakasIIU blvalenen bqka yerlere yapar o 1 2 39.BqJ belada olan kqilcr1e dolqU' 

o 1 2 7.OvUnIlr, yU1tsekten atar, han yapar o 1 2 4O.0lmayan sesler iljitir (~Ildayuuz): 

o 1 2 8.OikItatini UZlDI sUre bir konu Ilzerinde loplayamaz 

o 1 2 9.BaZI dllfllnceleri kafasma taltar ve bunlm aldmdan ~lkaramaz 01 2 41.DOfllnmecien ya da aniden harebl eder (aIdma escni yapar) 

(a~aYlruz) 01 2 42.Bqkalanyla bcraber lllnWlIIlsa yalntz kalmayI tercih eder 

o 1 2 lO.Yerinde rahat duramaz, ~k hareketlidir o 1 2 43. Y alan slIyler ve hi1e yapar 

o 1 2 II.Yetiljltinlerin dizinin dibinden ayn1maz, onlara ~k baiJmhchr 01 2 44.Ttmaklarrru yer 

o 1 2 12.Ya1mz1tlttan yak1IUr o 1 2 45.Sinirli ve gergindir 

o 1 2 13.Kafasl \tarlflktlI, ~km gOrllnUr o 1 2 46.Kas segirmeleri, tikleri vardlr : 

o 1 2 14.Cok aslar o 1 2 47.Gece kabus\an, korltulu rUyalan vardlr 

o 1 2 15.Hayvanlara eziyel eder o 1 2 48.Diger 90CUklar tarafmdan sevilmez 

o 1 2 16.B~1calanna eziyet eder, zslimce ve klltll davrarur o 1 2 49.Kalnzhlq:ebr 

o 1 2 17.Hayale dahp gider, kendini unutur 01 2 50.Cok korkak ve kayglhdlr 

o 1 2 18.Bile bile kendine zarar verir ya da intihar giriljiminde bulunur o 1 2 51.Bq dlmmesi vardlr 

o 1 2 19.Hep dikkat ~ekmek ister 01 2 52Kendini ~k ~lu hisseder. 

o 1 2 20.E~yalanna zarar verir 01 2 53A11I1 yemelt yer 

o 1 2 21.Ailesine ya da b~kalarma ail efYalara zarar verir o i 2 S4.~1II yorgundur 

o 1 2 22.Evde soz dinlemez 01 2 55.Cok ki101udur 

o 1 2 23.0kulda SOz dinlemez 56.Tlbbi nedeni bi1inmeyen bedensel pkayetleri vanbr: 

o 1 2 241~tahsJZchr, az yemek yer 01 2 L Agnlar, 51Z11ar 

o 1 2 2S.Diger ~ocuklarla g~inemez 01 2 b.Bqagruan 

o 1 2 26. Y anh~ davr~mdan dolayt s~I&nm1~ gibi gOrllnmez o 1 2 c.Bulanll, kusma hissi 

o 1 2 27 .Genel1ikle k1skan~tII 01 2 dG6zle iJgili fikayetler (a~lldayuuz): 

o 1 2 28.Yenilip i¢lmeyecek §C'yleri ye:t, ya da i~ (kum.kil, kalem, 

silgi gibi) (~1klaytnlz): o 1 2 e.OOkUntlller ya da bqka Wi sonmIm 

o 1 2 29.BaZI hayvanlardan ve okul ch~1 ortamlardan ya da yerlcrden 01 2 f.Mide-karm agnS! ve kramplar 

korkar (~ayuuz): 01 2 g.Kusma 

o 1 2 30.0kula giuneklell korkar 01 2 h.Dige:t (~lklayuuz) : 

o 1 2 31.KOtil bir §C'y dllfQnmeit ya da yapmaktan korkar 

o 1 2 32.Mllkernmel oJmasmm gerektigine inan1I 

- 3-



o : J>oAru DeAD (blldltlnlz kadanyla) 1 : BauD ya cia Blnz DoAru 1 : ~k ya cia Slkhkla Dopu 
o 1 2 57 lnsanlara flZibel saldmda buhD\ur o 1 2 85.Acayip, tuhaf ~lInceleri vedu (~yuuz): ____ _ 
o 1 2 58.Bunmyla, cildiyle, VOcudunlDllMtka Iasunlanyla oynar 

ve yow (~Iklayuuz) : 01 2 86~1, lIClIllunkm ve raIwsJz edicidir 
o 1 2 59.Hermin onasmda cinsel orglllllmyla oynar 01 2 87.Duygu durumunda IIIi deg~iklik1er olur 
o 1 2 6O.Cinsel organlanyla ~k fazla oyne 01 2 88.~ok silt kOser 
o 1 2 61.0kul bqlnSl d1IfOktOr 01 2 89~Qphecidir 
o 1 2 62.Dengeaiz ve ukanhr 01 2 9O.KIlfihIO ve ~ ~Ilt kon~ur 
o 1 2 63.Kmdinden bOyOk 90CUklaria olmayt tercih eder o 1 2 91.Kendini GidOrmdWm s(lz eder 

o 1 2 64.Kendinden Idl~ 90CUklaria olmaytlen:ih eder o 1 2 92.Uykuda yOrOr ve kon~ (~ayuuz): 
o 1 2 6S.KonlJ¥llayt reddeder 

o 1 2 66.Bau hareketleri te&re tekrar yapar (1arumlayuuz): o 1 2 93.~ok fazla ~ur 

o 1 2 94.Bqkalmyla ~k dalga g~er, alay cder 

o 1 2 67 .Evden ~ar 01 2 95.Ofke nGbetleri vardu, ~k ~abuk Gfkelenir 

o 1 2 68.~ok bagmr, ~agmr 01 2 96.Cinsel konulm fmaca dlqllnOr 

o 1 2 69.Su vennez, ~Oncelerini kendine saklar o 1 2 97 lnslllllm tehdit eder 

o 1 2 70.0lmaymlCYleri gOrOr (~lIdaytmZ): o 1 2 98.Parmak emer 

01 2 99.Temizlige ve titizlige aqm dllljkOndOr 

o 1 2 71.Stlaigan ve utang~ur 01 2 lOO.Uyku sorunu vardlT : 

o 1 2 72.Y angm ~lltartlT 01 2 101.Okuldan k~, dersini asar 

o 1 2 73.Cinsel sorunlan vardu (~lIdaytruz): 01 2 l02.Hareketsiz ve yavlI§ur, enerjilt degildir 

o 1 2 103.Mutsuz, OzgOn. ~kIdln ve bezgindir 

o 1 2 74.GOsteri§ten ho§IIiIUT, maskaraldt yapar o 1 2 1 04.~ok gOr01tOcOdOr 

o 1 2 75.~ekingen ve Orkektir o I 2 105.Tlbbi am~ dqmda alkol yada jl~ kullanu (~ayuuz): __ 

o 1 2 76.~oc1lldarm ~gundan daha az uytIT 

o 1 2 77 .~oc1lldarm ~81DIdan gece ve gOndOz daha ~It uytIT o 1 2 106.Ettafmdalti e§Yalara am~s1Z olarak Zlfar vermekten zevk alIT 

(a~dtlaym1Z): o I 2 107.GUndOz alttru lSlaur 

o 1 2 78.Kakulyla oyne yada ettafa bulll§tmr o I 2 108.Ya1agw 1SIaur 

o 1 2 79.KonlJ¥lla g~\(lgo vardu (~lIdayUl1z): 01 2 l09.swanJT, IDlzlTdlilUT 

o 1 2 80.Bo§ gGzierle UZ1DI UZlm bakar o 1 2 110.Kaql cinsten olmay. ister 

o I 2 81.Evden ~alm vardu o I 2 111l~ kaparuJcur, bll§ka1anyla birlikte olmalt istemez 

o 1 2 82.Evin ch§mda ~a1malan vardll o 1 2 I 12.Evhamltdu, h~eyi den edinir 

o I 2 83.Ihtiy8C1 olmayan nesneleri toplar, biriktirir (tarumlayuuz):_ 113.~ocug\DluZ\Dl ytdtmdaki listede belirtilmeym bll§ka SOntnl' varsa 

o 1 2 84.Acayip, tuhaf davraru§lan vardu (~dtlaym1Z): 

TOM MADDELERl LOTFEN CEV APLA YIN1Z. 

• Son 6 ayldt sOrenin ch§mda ytdtanda s(lzO edilen Ozellilder 

~gun YlI§amtnm hc:rhangi bir dIlneminde gorOldO mU? 

IUum yamuz: 

o I 2 

Stzl KA YGILANDIRAN MADDELERlN ALTINI c;tzIN1Z 

1_IH&ylt 1_IEvet __________________ _ 

• Son 1 y11 i~ ~ rub saghgl klinilderine bll§vurd\Dluz mu? LI HaYII I_I Evet, __________________ _ 

• ~ocugunuz Kur'an Kl1TS1DIa gitti ya da halen gidiyor mu? 
I_I HaYIl I_I Evet,_---, ________________ _ 
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" 
OGRETMEN B1LGI FORMU 

OlJalciulc illili vcrdiliniz YIII'hr. ')'111 YOfIW GpellCilcrdrn elde edila! Ye cilia' uyaaltlatcIaA sa' .... 1II bilailerlc t .... '!atllnlacatbr. ~ bir macIdedaI dde..w. pilla 

IIArencini1in 1_ clavnn"m. belirlaneye ududa bulllllacatlU'. Maddelerin IIImGn11 ipredemeye ~1fIIIIZ. Eklaadi: illediliniz billiler ve &lcrilcr 01 .... Jllt(ca 
bo...l!ukla .. ye arb s~oI .... YUIRIZ. 

OORENCINtN 
ANNE BABANlN ~L EOITtMt ($00 lIiliriicu okuIa a&e _I_ cbnnIlan) : 

ADI.SOYADI BABANIN ~I: ---EOrrtMl: ___ • 

ANNENIN ~I: ----. - EOI11Ml: 
CINSlYETl: YA~I: 

I I ERKEl( I I XIZ 
BUGUNON TARIHl ()()(lUM TARtIil (BililliY ..... ) 

FORMU OOLDlJRAN : 
GUN .. ·AY .. • Y1L ... A Y .- GUN .- YIL -. I_I SIDII IIJreImeni (adI) - _______ .. ____ 

,_'~berIlpeImCZl.--.-----------
SINIFI : .. -.---.-.---.... OKULUN ADl: .. _-.. _ ........ '_'DiAa' .. ---.-------.. --.---._ 

, 
" 

'. 

L Bu IIjreliciy; DC ucW umandJr tuuyonunuz 7 .--.-.--_ ....... _ .. _._. ______ .. 

0. Bu Gp-enciyi DebdAr iyi WUYOIllllDUZ 7 .---.---.-.... _____ ._. ___ ._. ___ ......... 

1. ,_, Iy; Im1I111YonIJII 2, LJ O'duk;a iyi tanlyonlDl 3. '_I t;ok iyi WIlyOnllll 

m. Bu Illrenciye balUcIa ~ saal ~iniz yu 7 .... -.--.. -----. 

IV. Okuhm IIJnI ve u)'gulllWl etilim sislaDini IDlCea be\ininiz. 

1. I_I Devlct okulu 

2. ,_I Oul okul 

I. '_I Tam ,lin 
2'_'YUllDIGn 

3. L' {J~IU IIJreIim 

V. Otn:ncinizin iIatwIgi bir a1ancla aul ejitime ihuyac. var rrudlr 7 --~--.-

I 'Bilmi)'onIID O. '_'IIa)'1r 1. ,_, Evel·Ne till' 

VL Ogreociniz hi~ sm.'C .. bleb nu ? 

, I BilmiyonlJll O. '_I H.y,r 1. '_I EYel.KlllilllCl slllll\a ---------.----.. ----

Vo. $u U>daIti okul bq&nIl DU,\cIII'·Daslcri snlay,p uypo sOlIIDU lOlCen i!lI'etIeyiU: • 

DERS 

1.--_ .. _--

2,._--

3 .• -----.--.-.---•• 

4 ... -------.---

S. 

6. -. 

I. StOll dazeyinill 
~alllllcla 

I_I 

'_I 
LJ 

L' 
I_I , , 

Copyris/lII.99! T.MAe.~ U. orVennon~ 

TCzt~ ~iri ve uyu\am&S1 : Nqe Eral waC,ndan 

T "tAdleoblch'lII izIIi11e ,1111l1li" va bHlim'ttlf (2·1992). 
~ Oniversilull'IP FakOlteli ~oc:uk Psikiyllri B~im Dol. 

': 

2, Suuf dlluyinill 
altmd. 

I_I 

LI 

L' 
I_I 

L' ,_I 

-1-

3. Salll dQzeyiDde 4. SmIl dQzeyinia 
IfIIIIDde 

1_' LI 

LI 1_' 
'_I I_I 

L' I_I 

I_I L' 

L' I_I 

Jm:::'" 

5. s .. 11 clltzeyiaill 
pllollDle 

U 
I_I 

1_' 
L' 

'-' 
'-' 

1·91 ,.... 



I' 

OORETMEN BiLGt FORMU 

lD. YAfIIl-- onnI. ~: 1.I;:ok lIZ 2.01~az 3.Az 4.NormaI ")'1111 S.Fazla . 6.01~~ Iazla 7.Cat Iazla 

1.DcnIcrinde b&fanl' mocbr7 I_I 1'-: I_I I_I I_I I_I ,_I 

2.UywNU mua.r7 LI I.J LI I_I LI LI I_I 

3.Kolay 6pi1i7 mi7 U I.J LI I.J LI U 1_' 
4.Mullu mudur7 I_I I.J 'L' LI I_I LI 1-1 

:. Bu ytl6jrenciniZc okuIda ~i bir rie.! ya da o~ uy",lanc!t nu7 

'. I_I EVelo-AdI---

. Bu )'II6Irencinizc okulda zw ya da ~ IeSllai uygulanch nu7 

I_I Hay., LI Eva. (TCI1Icrin adJ) Sonucu: -----

, ojJax:inizin ,iz; en p kays:lmdnn 6zciliii nedir7 

I ojratciyi en iyi lamml.yan oIumJu &ellildcrini beliJliniz: 

I apcinin cieri dulU"",. da ....... ,I.rt ve bcccrilori ile ilgili giinit vc 6neriJcriniz; !illien YIIZauz: 

': 



" OGRETMEN BtLGl FORMU 

Apglda ogrencil~ ozelliklcrini lammlayan madde1er bullllll1laktada. Her bir maddc Ojn:ncinin fU andaki ya cia 101\ 2 ay iyindeki durumunu bclirt 
mcktedir. Bir nwldc Olrcnciniz ir;in 'jOk ya cia stkWda doiru ise 2, bucn ya cia biru doiru ise I, hir; dogu degilse 0 saYllanlll yuvarlak ir;inc alma 
LUtten lilm madde!"rl i;~::tlr,",¢j'c <;.alqm!Z. 

o : Dotru Detil (bildl~lniz kadanyla) 1 : Bazen J. cia Blru Dotru 1 : ~ok y. da Sddlkla Dotru 

o 1 2 I.Y qtndan cIaha kUr;Uk bir yocuk gibi clavrana o 1 2 33.Kimscnin onu sevmcdiginc inamr vc bundan yabna 

o 1 2 2.SwIla nunldana, gmp sesler yWnr 01 2 34.Bqblanmn ana zarar vc:rccegini. kllli1lUk yapacaiuu d\lfllfl 

o 1 2" 3.~oltWUfD' 01 2 3S.Kcndini dcicnizhiucda-

01'2 4·BaJwhil iP bitirancz 01 2 36.~1t BIk bir yc:rlcrini incitir. bqI kazadan kunuima% 

o 1 2 S.Kaqt cinslcn bin gibi clavrana 01 2 37,~ bvp dovUt eeler 

o 1 2 6.0gretmenlerinc ve diger okul penonclinc 01 2 38.Onunla 'jOlt alay eelilir(~lan onunla 90k alay eeler) 

kaq18C~ 01 2 39.BIIfI bclacIa ola!! kifilerle doIap-

o 1 2 \7.Ovilnlir. yUlr.sektcn alar, ban YIlP'l' o 1 2 4O.0lmayan sesler qitir (~yunz): 

o 1 2 8.Dikk.alini uzun sUre bir konu lizerinde IOplayamaz 

o 1 2 9.BUI dllfUnc:e1cri kafasma takar vc bunlan akhndan 'jlk.uarnI2 0 1 2 41DiJ¥inmedCII ya cia aniden barekct eela-(akhna _I yapar) 

(aylklaymlZ) 0 1 2 42.Ba¥aIanyla berabCl'oln'1aJcwisaY~lIIzblma)'l tcrcih eel" 

o 1 2 lO.Yerindc rahat duramaz, 901t harekedidir o 1 2 43.Yalan siSyler vehile yape 



" 
O! Doiru DqIl'(bildIAinlz !tadanyla) 

OGRETMEN BILO' FORMU 

1 : Dazea y. d. Blru Dotru 1 : f;ok y. da Slkhkla DoAru 

o 1 2 S8.Bumuyla, eildiyle. yUcudlll1un ~ka klsun1anyla oynar ya da 0 1 2 8S.Acayip. tuhaC dU¥lnceleri yardlt (~IkJaYlnJZ): _____ _ 

yo\ar(~lkIayunz): ____________ 1 

o 1 2 S9.stndta uyur o I 2 86.1nat~. somurtkan Ye rahatslZ cd~cidir 

o 1 2 6O.Hevessiz. istek.siz ve durgundur o 1 2 87 .Duygu dururnimda ani deii4ik1i1der olur. bir am bir an1l1l tutmaz 

o 1 2 61.0kul bqarw d~llktllr o 1 2 88.~ok sUt kUscr 

o 1 2 62.Oengcsiz ye sa.lwdlt o 1 2 89.~ilphecidir 

o I 2 63.Kendinden bilyllk fiOCukJarJa olmaYI tcn:ih eder o 1 2 90.Kilflirlil ye a~ sa~ kon~ur 

o 1 2 64.Kendinden k~iik fiOCuklarJa olmayt tcn:ih eder o I 2 91.Ke:ldini oldilrmekten saz cder 

o 1 . 2 6S.Konu~mayt reddcder o 1 . 2 92.B~JZdIt. yererince ~ba gostermez 

o 1 2 66.Ba,u lweketleri tekrar teJaar yapar (a~Jklaytntz): __ ..... _. o 1 2 93.C;ok fazla konllF 

o 1 2 94.Ba~yla ~k dalga g~er. alay cder 

o 1 2 67.Stnll disiplinini bozar o 1 2 9S.0fkc nobctlcri yardlt. ~k ~buk ofkelenir 

o 1 2 68.C;ok bagJnr. ~ o 1 2 96.Cinsel konulan faz1aca dU~Unlir 

o 1 2 69.SIt ycnncz. d~Uncelcrini kcndine saldar 0 1 2 97.1nsan1a.., tehdit eder 
.. 

o I 2 70.01mayan ~yleri giirUr (a¢da),ntz): _______ 0 1 2 98.0kuJa ve denc geo; kallt , 
__________________ 10 1 2 ~.Tcmizligc yc titizlige qm dU~~Undlir. ~k onem verir 

o 1 2 7l:SWlgan ve utang~1Jr o 1 2 lOO.Kendine verilen g6revleri yerine getinnez 

o 1 2 72.Dagtntk. dilzelisiz ~It o 1 2 101.0kuldan ka9U'. dersini asar 

o 1 2 73.Sorumsuzca davrarur (~aytntz): ______ _ o 1 2 l02.Hareketsiz vc yavqllr. enesjik deiUdir 

o 1 2 l03.Mutsuz, ilzgUn, ~llUn vc keyifsizdir 

o 1 2 74.GOs~ten h~1amr. masbraWt yspar o 1 2 l04.C;ok giirilltilciidUr 

o 1 2 7S.~elcingen ve IIrkektir o 1 2 lOS.Tlbbi IlIIlI9 ~ alkol ya da i1aq kullanlt (~ytnlZ): --

o 1 2 76.Beklenmcdik ani, feNri hareketleri vardlt 

o 1 2 77 .1stekleri yaine gctirilmezse hevesi ~buk kmhr o 1 2 106.Bqkalannl memnlll1 etmcye ~k men.khdlt 

o 1 2 78.Dikkati ~buk cIaiilir. dikkatsizdir 01 2 107.0kulu sevmez 

o 1 2 79.KonlJ¥llll gU~lUiil vardlt (a~Jklaytntz): ------ o 1 2 108.Hala yapmaktan karkar 

01 2 l09.Stz1anIl'. nuzudarur 

o I 2 8O.B~ gozlerle uzun uzun baku 01 2 110Dq gOri1nii:jil temiz degildir 

o 1 2 81.E1qtirildigindc inanir. gilcenir o 1 2 111.1~ kapanlktD'. bqkalanyla birUkte o1mak islcmez 

o 1 2 82.Evin d1pllda ~ yapill' 0 1 2 112.Evhamhda. hC21Cyi dat edinir 
,. 

o 1 2 83.1htiyaa olmayan ncsncleri toplar. birilttirir (~ytntz): _ 113.0pcinizin yukandaJd listede bc\irtilmeyen bqb SOIlIIIU varsa 
lUum YUUIIZ: ______________ _ 

o 1 2 84.Acayip. tubal daV'null~Jan vardll' (~JklaytnlZ): _____ 1 0 1 2 

012 

01 2 

BOTON MADDEl.ERl CEV APLA YIP CEV APLAMADI(;INIZI LOTFEN KONTROL EOlNiZ 
, 

I. 
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AILE BILGI FORMu 

Evinizde ya~ayanlann saYlsl ------------------
f. 

}(imler olduUklarl------------------------------------------------------------------

Karde~ saylsl-------------

Oz-Uvey---------

Cinsiyetleri-----------------

Karde~lerin devam ettikleri okul tipleri 
a) Ariaokulu b) Ilkokul c) Orta d) Lise e) Universite f) devam etmiyor 

C;oculdanmz i~in odediginiz top lam okul taksidi 
a) 0-200 milyon b) 200milyon-500 milyon c) 500 milyon-l milyar 
d) 1 milyar ve iisUi 

Anne: 
Oz-Uvey------------- . 
Egitim gordiigii yd saylsl------------­
Son aldlgl diploma derecesi 
a) Ilkokul b) Orta c) Lise d) Universite e)Yiiksek Lisans 
Mesle gi-----------------
C;ah~tIgl Kurum 
a) Ozel sektor b)Devlet c) K~ndi i~i d) Ev Hamll1l 

Baba: 
Oz- Uvey------------
Egitim gordiigii yd saylsl---------­
Son aldlgl dip lama derecesi 
a) Ilkokul b) Orta c) Lise d) Universite e) Ytiksek Lisans 
Meslegi---------------
C;ah~tIgI Kurum 
a) Ozel Sektor b) Devlet c) Kendi i~i d) C;ah~ll1lyor 
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