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A CORRELATIONAL PERSPECTIVE ON CHILD-MOTHER AND CHILD-TEACHER 

RELATIONSHIPS AND GENDER DIFFERENCES 

ABSTRACT  

The major objective of the current study was to examine whether 

or not perceptions of teachers and mothers concerning their 

relationships with preschool children would be similar to each other. 

It was hypothesized that the relationship perception of teachers and 

mothers with the same child would be expected to have similar 

relationship patterns. There were two main questions in the study. One 

of which is how relationship perception of teachers and mothers are 

correlated and to what extent these relationships are correlated. The 

other question was to what extent these relationships were influenced 

by gender of children. The correlational analysis yielded that none of 

the conflict, closeness and dependency factors were statistically 

significant for teacher’s and mother’s reports; i.e. their ideas did 

not match in term of these three factors considering their 

relationships. Although gender was not found as an effective factor 

for mothers, teachers perceived conflict with only boys rather than 

girls.  

Keywords: Attachment Relationships, Child-Mother Dyad, Preschool  

          Children, Child-Teacher Dyad, Relationship Perception 

 

KORELASYONEL BAKIŞAÇISIYLA ÇOCUK-ANNE VE ÇOCUK-ÖĞRETMEN İLİŞKİLERİNİN 

VE CİNSİYET FAKTÖRÜNÜN İNCELENMESİ 

ÖZET 

Bu çalışmanın temel amacı okul öncesi eğitim çağındaki 

çocukların anneleri ile öğretmenlerinin çocuklarla kurdukları 

ilişkileri algılama biçimlerinin benzer olup olmadığını saptamaktır. 

Çalışmada annelerin ve öğretmenlerin ilişkiyi algılama biçimlerinin 

benzer bir örüntüye sahip olacağı beklenmiştir. Bu doğrultuda iki 

temel soruya yanıt aranmıştır. Cevap aranan sorulardan ilki annelerin 

ve öğretmenlerin çocuklarla kurdukları ilişkileri algılama 

biçimlerinin ne düzeyde korelasyon gösterdiğidir. Diğeri ise bu 

ilişkileri algılama biçimlerinin çocukların cinsiyeti ile ilişkili 

olup olmadığıdır. Bulgular incelendiğinde annelerin ve öğretmenlerin 

ilişkide algıladığı çatışma, yakınlık ve bağımlılık puanlarının 

birbiriyle ilişkili olmadığı, diğer bir ifadeyle ilişkiyi algılama 

biçimlerinin anlamlı bir korelasyon göstermediği bulunmuştur. 

Annelerin çocuklarıyla kurdukları ilişkiyi algılama biçimleri 

cinsiyete göre değişkenlik göstermezken öğretmenlerin kızlara oranla 

erkek çocuklarla daha çatışmalı bir ilişki algıladıkları 

belirlenmiştir.  

Anahtar Kelimeler: Bağlanma, Çocuk-Anne Etkileşimi, Okul Öncesi, 

                   Çocuk-Öğretmen Etkilişimi, Ilişki Algısı   
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1. INTRODUCTION (GİRİŞ) 

Children and adults typically come together in a relationship 

context that mutually interacts to each other in a systematical manner 

[15 and 36]. Some critical factors which affect relationships as main 

issues include individual factors such as gender, inheritance as well 

as attitudes, beliefs, self-respect, personality traits etc. In these 

kinds of reciprocal interactions people usually share 

responsibilities, influence relationships formed with others and also 

they are affected by other’s behaviors and/or relationship systems [15 

and 36]. These interactions display typical patterns and reflect 

characteristics of relationships through time [30]. When child-adult 

interactions are considered, similar patterns could probably emerge in 

a mutual relationship.  However the most critical issue in such a 

relationship is the way of adult’s treatment to specific child (i.e. 

sensitivity and responsivity of that adult) that would mainly 

determine the quality of relationship. It is obvious there is an 

asymmetry between child and adult in terms of their relationships 

because adults seem to take more responsibility to initiate and 

sustain mutual and close interactions than children [30]. 

It has been noticed that sensitivity and responsiveness of 

caregivers which are essential issues in secure attachment are mainly 

depend on their attachment history [7]. This means that personal 

attachment experiences in early childhood mainly affect parental 

attitudes and child rearing practices of adults [37]. Therefore the 

development of self-esteem and autonomy of children have been 

generally emphasized as being related to the degree of parent’s own 

experiences in the early years [14].  

On the other hand, the quality of child–adult relationships 

would mainly influence behavior patterns of children towards adults, 

that is, the child with a secure baseline tends to initiate positive 

interactions and responds positively to the adult with whom she/he has 

a close relationship. However insecurely attached children tend to 

ignore caregiver’s initiative behaviors; express negative emotions or 

acts aggressively to keep adults close to themselves [2 and 22]. In 

this respect, researches have shown that nurturing and supportive 

relationships could enhance social and emotional development of 

children [1 and 30]. On the other hand, it should be noticed that the 

adult specified as significant should not always be parent; instead 

another significant adult could have a similar effect on children such 

as teachers. It has been stated that both children and teachers need 

to have close relationships with each other [16 and 32]. Preschool 

years are specifically seen as critical period for these kinds of 

relationships. Just like in their relationships with sensitive, 

responsive and socially supportive parents, children can initiate and 

maintain a secure relationship with teachers [17]. Researchers found 

that secure based relationships with teachers could compensate 

insecure child–parent attachment relationships. In other words, child 

who has an insecure relationship pattern with parent could have a 

chance to promote this pattern with his/her teacher in a supportive 

and nurturing relationship [25 and 27]. 

As it was specified in child-parent relationships, both children 

and teachers reflect early experiences, personality traits and 

heritage, competencies and social skills to each other in a 

complicated manner [34]. For instance the history of childrearing 

experiences of teacher would probably determine to describe and 

evaluate the signals and behaviors of children. If a teacher was 

exposed to child rearing practices such as, children should be strong 

enough under stress or they should not express their feelings overtly, 
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teacher in turn would expect this kind of behavioral repertoire from 

children [32]. Similarly behaviors of children have also a vital 

potential to affect relationship style. From this point of view, it is 

important to realize that children are not passive actors in 

relationships; they should be seen as a part of social system with 

several expectations from teachers [11 and 34]. 

A child may also have an expectation from others not to trust 

them as being sensitive and responsive to his/her needs based on their 

earlier attachment experiences with parents [2]. If a child cannot 

form secure and positive relationships with other significant adults, 

he/she would probably have a bias that teacher would not be confident 

as an adult figure. Based on this negative expectation, child seeks to 

confirm that expectation which leads the child to behave more likely 

in way lack of social competence. However, if behaviors of other 

significant adult like teacher do not confirm child’s negative 

expectation such as by being sensitive and responsive, then the 

expectation of the child may be disrupted by teacher to form a new 

perception about relationships with others, specifically adults [2]. 

Therefore it would be critical to recognize relationship perception of 

significant adults in children’s lives such as parents and teachers.   

 

2. RESEARCH SIGNIFICANCE(ÇALIŞMANIN ÖNEMİ) 
The major objective of the current study was to examine whether 

or not perceptions of teachers and mothers concerning their 

relationships with children attending preschools would be similar to 

each other.  In the direction of this goal, it was hypothesized that 

the relationship perception of teachers and mothers with the same 

child would be expected to have similar relationship patterns. There 

were two main questions in the study. One of which was how 

relationship perception of teachers and mothers were correlated and to 

what extent these relationships were correlated. The other question 

was related to gender of children. Researchers have shown that gender 

could be a critical factor in relationships formed with adults. Thus 

as Lovas (2005) reported similar findings were obtained from mothers 

and fathers which means both parties were found to be more sensitive 

with their daughters than their sons. Similarly daughters were found 

to be more responsive and involved during interactions with their 

mothers and fathers compared to sons. It has been also noticed that 

specifically teachers could have different relationship patterns with 

girls and boys in the classroom. It was stated that teachers tends to 

report much more closeness in their relationships with girls than boys 

and more conflict with boys as well [4 and 18]. Additionally girls and 

boys could also behave in a different way to their teachers [12, 16 

and 28]. Although these findings have been mainly based on teacher or 

observer reports not children reports, it has been needed to make 

clear gender issues in such relationships. Thus, in this study, it was 

examined to what extent these relationships were influenced by gender 

of children.  

 

3. METHOD (YÖNTEM) 
3.1. Participants (Katılımcılar) 

Totally five and six years old 53 children, their mothers and 

also their 17 female teachers from different preschools in Izmir, one 

of the third biggest cities in Turkey, were participated in this 

study. Six of 16 five years old children were girls and 10 of whom 

were boys. Eighteen of 27 were girls and 19 of whom were boys for 6 

years old children. All of the children who had no special needs or 

disabilities were attending public preschools in one of the biggest 
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cities of west part of country. Children were randomly assigned based 

on the classroom list. The first five children and their mothers from 

each list were selected to be participated in the study.   

 

3.2. Data Collection Tools (Veri Toplama Araçları) 

Student–teacher relationship scale (STRS) [31]. This likert type 

instrument has been labeled as valid and reliable measurement tool to 

assess teacher’s relationship perceptions formed with children in 

their classroom [30 and 31]. There are three subscales called 

conflict, closeness, and dependency. Also a total score is calculated 

considering those three subscales. Conflict subscale indicates how 

much conflict a teacher perceives with a particular child in their 

relationships. Closeness subscale shows how much closeness a teacher 

reports for specified child. Dependency subscale indicates to what 

extent a teacher perceives dependency in the relationship. Finally 

total score identifies teacher’s relationship perception with a 

specified child as effective or not. In Turkish sample factor analysis 

has yielded similar results considering construct validity just as 

reported in original studies. When the original test – re-test 

reliability coefficients were considered it was indicated .92 for 

conflict subscale, .88 for closeness subscale and .76 for dependency 

subscale and .89 for total score. Internal reliability coefficients 

were found to be .92 for conflict subscale, .86 closeness subscale, 

and .64 for dependency subscale and .89 for total score. test-retest 

reliability coefficients were found .90 for conflict subcale,.82 for 

closeness subscale, and.55 for dependency subscale, and.87 for total 

score in Turkish sample. Additionally internal reliability was 

calculated as .84 for conflict subscale, .80 for closeness subscale, 

.72 for dependency subscale, and .86 for total score [3]. 

Child – parent relationship scale (CPRS) [29]. This is just 

alike likert type parent form of STRS including 30 self-report items 

to assess parent’s relationship perceptions formed with their children 

[29]. In this scale which has a similar structure like STRS there are 

three factors specifying relationship pattern; conflict .83, positive 

aspects of relationship .72, and dependency .50 as well as total 

score. Internal reliability of Turkish sample was calculated and 

cronbach alpha score was found .83 for conflict, .62 for positive 

aspects and .50 for dependency dimensions.  

 

3.3. Procedure (İşlem) 

This study was planned to be a part of a granted project to 

assess similarity between relationship patterns of teachers and 

parents in 2008. In order to achieve this goal STRS and CPRS measures 

were collected from seventeen teachers and 53 mothers of participated 

children. The reason why teachers completed STRS for the first five 

students in classroom list was to concentrate on each child carefully 

without losing their interest since it was important to get actual 

ideas of teachers for those children. In the direction of this view 

teachers were informed about this issue verbally and asked them to 

carry out this task in a week. In addition to teachers, mothers of 

these children were also informed about the study and they were asked 

to complete CPRS carefully to reveal how they perceive relationships 

with their own children by sending an information letter attached to 

each. The same guideline as in teachers was valid for mothers. As a 

result of this process, participant children were assessed via STRS 

and CPRS to figure out to what extent teacher’s and mother’s views 

were related regarding their relationships with those specific 

children.  
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4. RESULTS (BULGULAR) 
There were two main questions in the study, one of which was 

whether there would be a significant relationship between child-

teacher relationships and child-parent relationships. In order to 

answer the first one, correlation coefficients were computed among 

three factors of both scales. The results of the correlational 

analysis presented in Table 1 showed that none of the factors were 

statistically significant for STRS and CPRS. Although the relationship 

between STRS Closeness and CPRS Closeness subscales tended to be 

significant, it was a low score to indicate a relationship. In general 

the results suggested that the relationship perception of teachers and 

mothers about the same children were not similar to each other.  

 

Table 1. Correlations among three factors of STRS and CPRS (N=53) 

(Tablo 1. ÖÖİÖ ve ÇEİÖ altölçeklerine ilişkin korelasyonlar N=53) 

  STRS 

Conflict 

STRS 

Closeness 

STRS 

Dependency 

CPRS 

Conflict 

CPRS 

Closeness 

CPRS 

Dependency 

STRS Conflict 1,000      

STRS Closeness -,419 1,000     

STRS Dependency ,105 ,406 1,000    

CPRS Conflict ,056 -,194 -,012 1,000   

CPRS Closeness -,296 ,312* -,075 -,131 1,000  

CPRS Dependency -,229 ,044 -,185 ,374 ,491 1,000 

* Correlation is significant at the 0.05 level (2-tailed). 

 

In the study, the second question was whether gender was an 

important variable in relationship perception of teachers and mothers. 

For this reason, a one way analysis of variance was conducted to 

evaluate the relationships between gender and three factors of STRS 

and CPRS. While gender was the independent variable, Conflict, 

Closeness and Dependency factors of both STRS and CPRS were defined as 

dependent variables. The ANOVA was significant F (df1, df2) =4.84, 

p=.016 for only STRS Conflict scores of teachers and gender. As shown 

in Table 2, it was found that teachers perceived more conflict with 

boys than girls. In STRS Closeness and Dependency scores, there was no 

significant difference between girls and boys in their perceived 

relationships for teachers. Gender was not an effective factor in 

terms of three factors in CPRS either (see Table 3). In other words, 

there was no significant difference between mother’s relationship 

perception and gender of children.  

 

Table 2. The one-way ANOVA results for gender and STRS subscales 

(Tablo 2. Cinsiyet değişkeni ve ÖÖİÖ altölçeklerine ilişkin tek yönlü 

varyans analizi sonuçları) 

  N X SD df F p 

STRS Conflict 

Girl 24 22,75 8,88 1   

Boy 29 30,48 11,06 51   

Total 53 26,98 10,76 52 7,64 ,008 

STRS Closeness 

Girl 24 42,75 6,80 1   

Boy 29 40,28 8,71 51   

Total 53 41, 40 7,93 52 1,28 ,262 

STRS Dependency 

Girl 24 16,46 3,59 1   

Boy 29 16,31 5,06 51   

Total 53 16,38 4,41 52 ,014 ,905 
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Table 3. The one-way ANOVA results for gender and CPRS subscales 

(Tablo 3. Cinsiyet değişkeni ve ÇEİÖ altölçeklerine ilişkin tek yönlü 

varyans analizi sonuçları) 

  N X SD df F p 

CPRS Conflict 

Girl 24 28,75 7,55 1   

Boy 29 31,14 7,85 51   

Total 53 30,06 7,74 52 1,26 ,268 

CPRS Closeness 

Girl 24 48,88 3,14 1   

Boy 29 47,93 3,03 51   

Total 53 48,36 3,09 52 1,23 ,272 

CPRS Dependency 

Girl 24 19,71 5,49 1   

Boy 29 18,97 4,59 51   

Total 53 19,30 4,98 52 ,29 ,594 

 

5. DISCUSSION (TARTIŞMA) 
In the present study, it was assumed that mother’s and teacher’s 

ratings about their relationships with the same children would be 

correlated to each other. Therefore it was expected to find that 

mothers and teachers would perceive their relationships with children 

in the direction of similar pattern. However, the correlational 

analysis yielded that none of the conflict, closeness and dependency 

factors were statistically significant for STRS and CPRS, that is, 

when mothers and teachers have reported perceptions about the same 

child; their ideas did not match in term of these three factors 

considering their relationships. As it was stated in prior studies, 

surprisingly, while conflict in the teacher–child relationship was 

found as a risk factor for externalizing behavior problems in 

classroom, negative parenting was not reported as significant 

contributor for those kinds of risky behaviors [35]. Parallel to this 

finding, in that study, it was also noticed that decrease in 

externalizing behaviors were found associated with the higher degree 

of closeness in child-teacher relationships whereas lower degree of 

closeness in that relationship were associated with increase in 

externalizing behaviors.  

In theory, it seems acceptable that various factors in the 

attachment history of significant adults like parents and teachers 

would probably influence relationship patterns of them with children 

[16]. Therefore, mothers and teachers could have different perceptions 

when they have been asked to rate to what extent they view conflict, 

closeness, and dependency in their relationships for the same 

children. Nevertheless, literature has mainly revealed that securely 

attached children to their parents display socially well adjusted 

behaviors towards other adults as opposed to the finding of the 

present study [1, 5, 17, 21, 26 and 30]. Similarly, children who have 

low level of anxiety in the parent–child relationships were found to 

be more voluntarily ensuring an open communication in their 

relationships with teachers [28]. 

When the findings of present study were considered, it should be 

also noticed that the relationship perceptions and expectations of 

significant adults in children’s lives play remarkable role to enhance 

those relationships. Therefore it is necessary to take into account 

adult’s representations related to adult-child relationships in order 

to initiate and maintain close relationships. These adult 

representations do not only include experiences with the specific 

child, but also they cover early experiences with significant adults 

in their own childhood [32]. For instance, a significant adult, parent 

or teacher, who has avoidant attachment style could not evaluate 
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his/her relationships in an appropriate manner, thus it could be 

difficult for that person to have close, secure and sensitive 

relationships with children. In this case, an adult could not probably 

display caring and sensitive treatment towards children who need 

additional support, help and supervision [19]. For this reason, the 

results of the present study could be interpreted based on these 

critical issues. 

The second question in the present study was related to examine 

gender influences on child-mother and child-teacher dyads. According 

to the findings, teachers perceived conflict with only boys rather 

than girls although there is no significant difference between gender 

and closeness and dependency dimensions of STRS. In many studies 

including child-teacher relationships, gender was reported as an 

effective factor specifically for boys. Boys have been reported at 

higher risk than girls in terms of long-term behavioral problems and 

effects in their relationships with adults and school lives [6 and 

13]. Similarly it was stated that young boys viewed their 

relationships with teachers as more conflictual than girls [24]. 

However in some of the studies, it was found that child behaviors and 

the quality of teacher–child relationships were not varied with gender 

[5, 9 and 23].  

On the other hand, gender was not found as an effective factor 

for mothers in terms of three dimensions in CPRS. Compared to earlier 

researches, this finding seemed to have contradictory results 

especially in terms of parent’s perception and gender. For example, 

Lovas (2005) has found that both mothers and fathers are more 

sensitive with daughters than with sons, and daughters are more 

responsive and involved in their relationships both with mothers and 

fathers than sons. Similarly Colarossi and Eccles (2003) found that 

boys and girls perceived least support from fathers although they 

couldn’t find any gender differences in perceived support from mothers 

and teachers. Because of contradictory findings related to gender 

issue it has been emphasized that in future researches the 

differential perceptions of conflict emerging between boys and girls 

should be explored in the respect of child-mother, child-teacher dydas 

[24].  

 

6. CONCLUSION AND RECOMMENDATIONS (SONUÇ VE ÖNERİLER) 
Since parents and teachers are in an asymmetrical position to 

take more responsibility in their relationships with children, they 

should seek to find effective ways of enhancing their relationships to 

influence children’s psychological, mental and emotional health 

positively [10]. At the end of this study, it seemed to be essential 

to improve relationship perceptions of parents specifically mothers 

and teachers as well so that it could be possible to enrich the 

quality those relationships. To ensure the development of positive 

relationships between children and significant adults in their lives, 

there needs to be a shared responsibility across all parties. It is 

therefore essential to have a partnership approach involving children, 

parents, teachers and other professionals to promote mutual respect 

and understanding. 
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