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ABSTRACT

AN EXPLORATORY STUDY OF THE RELATIONSHIP OF SELECTED
CHILDREN’S PERCEPTIONS OF MATERNAL ACCEPTANCE

AND READING ACHIEVEMENT
by

James R. Anderson

The purpose of this study was to examine the way in
which 4th and 5th grade children perceived their mother’s
warmth in relation to their academic achievement while also
considering individual and family factors that may also
affect their achievement. Understanding children’s
perceptions of mother’s warmth particularly in relationship
to that same childs’ academic achievement is important.
Understanding more about this critical relationship would
provide some insights into that linkage between home and
school. Bronfenbrenner’s Ecological Theory (1979) and
Rohner’s Parental Acceptance Rejection Theory (PART) (1985)
provide the theoretical foundations for a study of
perceived mother’s warmth and academic achievement.

Rohner’s child version of the Parental Acceptance
Rejection Questionnaire (PARQ) was administered to 100
fourth and fifth grade students. The PARQ is comprised of
four sub-scales with a total of 60 Likert scaled items to
answer. Two individual and four family factors were also

measured for each student. The 4th grade Michigan Education
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Assessment Program (MEAP) reading test was used as the
measure of academic achievement.

Descriptive statistics were used to summarize the
variables used in the study. The 97 fourth and fifth grade
elementary students indicated a less that thought amount of
perceived mother’s warmth. The sample also scored high on
the 4th grade MEAP reading test. The sample was
proportional with boys and girls who participated. Most
students lived with intact families and did not qualify for
free or reduced lunch. Similar proportions were evident in
the groups with respect to how long the student had
attended the school where they took the 4th grade MEAP.

Data analysis using t-tests and Pearson product-moment
correlations resulted in few significant findings when
comparing both family and individual variables with
academic achievement as well as those same variables
compared to perceived mother’s warmth. One family variable
that did show significance (.000) with academic achievement
was “help with homework.” It is worthwhile to note that
perceived mother’s warmth was significant at the (.14)
level.

The findings from this study lend support to the
combination of ecological and parental acceptance-rejection
theories and the continuation of research regarding

elementary children and academic achievement.
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Chapter 1

Introduction

In society today, academic achievement is of major
concern. The public has a limited view of the academic
achievement that is occurring in public education, often as
that achievement is defined by the news media. In Michigan,
the predominant measure of academic achievement is the

Michigan Educational Assessment Program (MEAP) test.

Each year, public schools are subject to media
scrutiny when MEAP test scores are published in local
newspapers. Attention has focused on how schools can
become better at what they are doing. There is a widespread
belief that if schools improve, better test scores will
result. According to Lezotte (1999), the push for school
change comes from all directions. Parents, taxpayers,
media, state and federal legislators, administrators, and
teachers all agree that change must occur at local,
district, and state levels. Change in public education is
paramount if schools are going to succeed at increasing
educational credibility, as measured by students’ academic
achievement. Parents and the role of the family also

should be included as a partner in any change.
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The MEAP tests, which are designed to measure the
student’s grasp of Michigan’s core curriculum, are
administered to 4th, 5th, 7th, 8th, and 10th grade
students. The 4th Grade MEAP reading test was reviewed by
the Michigan Department of Education (MDE) and the Michigan
Reading Association (MRA) in the 1980s. This review
resulted in an updated definition of reading and revised
objectives. The Essential Goals and Objectives for Reading
Education were adopted by the Michigan State Board of
Education in 1986. The objectives describe the
characteristics of a good reader, as determined by reading
researchers, in three categories: construction of meaning,
knowledge about reading, and attitudes and self-

perceptions.

The Essential Skills Reading Test was first
administered statewide in grades 4, 7, and 10 in 1989. For
this assessment, students read two reading selections, one
a story and the other an informational passage from a
science or social studies textbook. Upon completion of
each reading selection, students answer a series of
questions designed to determine how well they constructed

meaning from that particular section.
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Research in the area of academic achievement has
revealed many variables associated with academic
achievement. Of these variables the role of family is
commanding increasing attention. Several family and
individual variables are thought to influence academic
achievement; these include parental involvement, parenting
styles, home environment, educational level of parent(s),
the socio-economic status (SES) of the family, age, and
gender of children. A growing body of research on preschool
and elementary-age children has indicated relationships
between family variables, parent relationships in
particular, and academic achievement (Dornbusch, Ritter,
Leiderman, Roberts, & Fraleigh, 1987; Dornbusch et. al.,
1987; Hess & Holloway, 1984; Lamborn, Mounts, Steinberg, &
Dornbusch, 1991; Steinberg, Dornbusch and Brown, 1992a;
Steinberg, Elmen, & Mounts, 1989; Steinberg, Lamborn,

Dornbusch, and Darling, 1992; Maccoby & Martin, 1983).

Hess and Halloway (1984) identified five parenting
characteristics linking family and school achievement: (a)
verbal interaction between mother and child, (b) parental
expectations for achievement, (c) positive affective
relationships between parents and children, (d) parental
beliefs and attributions about the child, and (e)

discipline and control strategies. Dornbusch et. al. (1987)
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stated that, among these family variables, discipline and
control strategies of parents appeared to have a major

influence on children’s academic achievement.

Parenting styles (Baumrind, 1978) are believed to
influence young children’s academic achievement by
facilitating the development of cognitive skills that serve
as the basis for school success. Researchers on family-
school linkages have explored parenting styles as they
relate to the quality of parent-child interactions
(Baumrind, 1973, 1991; Steinberg, 1990). Baumrind(1978)
identified parenting styles as authoritarian, authoritative
and permissive. More recently, Baumrind (1991) included
rejecting-neglecting parenting in her parenting paradigm.
Rejecting-neglecting parents are neither demanding nor
responsive. They do not structure and monitor, and are not
supportive, but they may be actively rejecting or else
neglecting their child-rearing responsibilities altogether.
Baumrind (1967, 1971, 1973, 1978, 1989, 1991) postulated
that these four parenting styles have consequences for

children’s cognitive and social competence.

Previous research has indicated that the authoritative
approach to parenting has the strongest relationship to

academic achievement (Steinberg, 1990). Authoritative
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parenting can be characterized as a rational and logical
manner of dealing with children. It supports both
autonomous self-will and disciplined conformity (Baumrind,
1978). Authoritarian and permissive parenting styles, on
the other hand, have not been found to support academic

achievement.

Baumrind’s parenting styles are typed by the nature of
how parents act in specific ways in given situations over
time. A critical dimension formed by the parent-child dyad
is the perception of the child’s feelings based on how he
or she is parented. Specifically, perceived parental
acceptance and rejection were explored by Rohner 1986), who
developed the theory of Parental Acceptance and Rejection
(PAR) . PAR is a theory of socialization that Rohner used to
explain and predict major antecedents, correlates, and

consequences of parental acceptance and rejection.

Rohner postulated that individuals everywhere
experience more or less warmth and affection at the hands
of the people who are most important to them as they grow
up (Rohner & Rohner, 1981). Rohner called these people
"parents, " although they are not necessarily mother and
father. The warmth and affection (or its withdrawal) each

person experienced as a child can be placed on a continuum
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from a great deal to virtually none. Rohner called this
continuum the warmth dimension of parenting. One end of the
warmth dimension is marked by parental acceptance and the
other end is marked by rejection. As shown in Figure 1,
parental acceptance, which refers to the warmth, affection,
and love parents can give their children, has two principal
expressions: physical and verbal. Physical expressions of
warmth and affection include hugging, fondling, caressing,
giving approving glances, kissing, smiling, and other such
indications of endearment, approval or support. Expressions
of verbal warmth and affection include praising,
complimenting, saying nice things to or about the child,
and perhaps singing songs or telling stories to the
youngster. Children in most accepting families experience
a combination of all these behaviors. Even the warmest of
parents, however, are apt to get angry and impatient, or

display other elements of rejection from time to time.
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Warmth Dimension of Parenting

Parental Acceptance Parental Rejection

Hostility/ Indifference Undifferentiated

Aggression Rejection
Physical Verbal Physical Verbal
kiss praise hit curse physical and child’s feeling
hug say nice bite say psychological being unloved
fondle things kick cruel unavailability unappreciated or
etc. to or scratch things of parent uncared for etc.

about about
Figure 1.

Figure 1. Warmth Dimensin of Parenting
Source: Rohner, 1986, p. 20.

Rohner (1977) developed a self-report questionnaire
titled: Parental Acceptance-Rejection Questionnaire
(PARQ), which was designed to elicit respondents’
assessments of their childhood experiences in terms of
perceived parental “warmth”. In the Child PARQ, children
are asked to reflect on the way their primary caregiver

(usually mother) now treats them.
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Statement of the Problem

A review of literature revealed many studies of the
relationships of home environment, SES, and parenting
styles as related to the academic achievement of school-age
children (Baumrind, 1973, 1991; Bloom, 1986; Bradley &
Caldwell, 1987; Luster & Dubow, 1990; Steinberg, 1990).

Parental rejection, which is defined conceptually as
t he absence or significant withdrawal of warmth, affection,
ox love by pafents toward their children lies at the
opposite end of the warmth dimension (Rohner, 1975a,
1975b). Only a few studies have looked at whether school-
age children’s perceptions of specific parenting behaviors
have a relationship to their academic achievement (Morrow,

1983; Schachter, 1965).

Links between parenting and academic achievement have
been established (Baumrind, 1973, 1978, 1991; Steinbergq,
1990). There is empirical evidence that the nature of the
home environment can modify a child’s cognitive competence

(Bloom, 1986; Bradley & Caldwell, 1987).

Previous researchers have concentrated on types of
parenting styles as reported by parents and investigators

as related to academic achievement. Therefore, it is
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necessary to extend an investigation beyond the simple
classification of parenting styles and examine school-age
children’s perceptions of parental acceptance and rejection

in relationship to their academic achievement.

Purpose of the Study

The purpose of this study was to explore the possible
relationships between selected fourth and fifth graders’
perceptions of maternal acceptance or rejection and their
achievement on the MEAP reading test. The specific

objectives of the study were to:

1. Explore to what degree mother’s warmth measured with

the (PARQ) and MEAP reading scores vary.

2. Explore the variance in mother’s warmth (PARQ) and

MEAP reading scores as a function of individual and family

factors.

3. Explore the relationship of mother’s warmth (PARQ),

individual factors, family factors, and MEAP reading

Scores.
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These objectives are depicted in the conceptual map

shown in Figure 2.

Family
Characteristics
1. SES
2. Intactor
not intact
3. Help with
homework
4. Family
stability-
mobility
P
Academic
Mothers Achievement
—>»{ warmth - rejection | —— 4th Grade
MEAP
Reading Score
1. Gender
2. Age
Individual
Characteristics

Figure 2. Conceptual Map
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Family and individual characteristics are important
variables in every child’s life. A student’s family has the
potential to be very supportive in their education. To what
extent the family is able to provide (SES) for the child,
whether the family remains together (intact), how many
times the family moves during the child’s education
(mobility/stability) and how often the child is helped with
home work are all critical factors in a child’s life. For
developmental reasons, individual factors of age and gender

are also important in a child’s education.

Significance of the Study

This study has practical significance for school-
family linkages in every community across the nation. This
study will add to the growing understanding of the
relationship between academic achievement and parenting.
Results of this study can be used in parenting programs,
teacher inservice programs, and teacher preparation
Courses, as well as providing other family agencies with

POssible intervention strategies.

11
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Theoretical Framework

The theoretical framework for this study involves the
interaction of two theories. The ecological theory
proposed by Bronfenbrenner (1979) asserts that human-
development research should include an awareness of the
environmental systems within which people are operating.
The two environments on which the researcher focused were
the home and school. The interaction of those two
environments was the focus of this research. Parental
acceptance and rejection theory (PAR) (Rohner,1986) helps
to illustrate the dynamics of parent and child

relationships.

Human Ecology Theory

Bronfenbrenner (1979) described the individual’s
environment as “a set of nested structures, each inside the
next, like a set of Russian dolls” (p. 87). The four layers
Bronfenbrenner established through his research on human
development explain the dynamics of how humans develop
within the different environments or systems in which they

live. These four layers of environment that can influence

12
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human development are the microsystem, mesosystem,

exosystem and macrosystem.

These four systems evolve from small to large. The
family constitutes a small microsystem that contains
elements of an individual’s immediate environment. These
elements include activities, roles, and relationships that
involve the developing individual. The family is the
principle microsystem in which development takes place.

Another is day-care center or school.

Interactions between the two microsystems of family
and school create yet another system, which Bronfenbrenner
identified as a mesosystem. A mesosystem involves the
relationship among various microsystems of the individual
and is an extension of these microsystems. The interactions
among settings now affect the developing individual.
Bronfenbrenner suggested that positive linkages in the
mesosytems of developing children facilitate their positive

individual development.

Parental Acceptance Rejection Theory

Parental acceptance-rejection theory, or PAR theory,
is a concept of socialization that attempts to explain and

predict major antecedents, correlates, and consequences of

13



parental

focuses ©

Anmco o

LudCua

SAmA AR
Sve@ Chiia

re ame i A

sV Svcall

ae~ .
3 -
.. emcs

LSS
Wia
lanug
‘Taw
Shel
~ .
‘,‘K
R S



parental acceptance and rejection (warmth). The theory
focuses on four classes of issues. One class concerns the
consequences of parental acceptance and rejection (warmth)
for the behavioral, cognitive, and emotional development of
children. Another component of PAR theory deals with how
children cope with rejection. The ability to cope allows
some children the resilience they need with day-to-day
rejection without developing personality, social-cognitive,
and emotional impairments to the same degree that most
rejected children do. In addition to these issues
concerning the consequences of parental acceptance and
rejection, PAR theory predicts major psychological,
environmental antecedents of parental acceptance-rejection.
Finally, PAR theory is concerned with social culture and
expressive correlates of parental acceptance and rejection.
The majority of work done with PAR theory has focused
primarily on the warmth dimension of parenting (Rohner,

1986) .

The theoretical model for this study is illustrated in
Figure 3. This researcher explored the microsystems and
mesosystems of school-age children and the possible
relationship of those systems to the children’s academic
achievement. The independent variables for the study were

mother’s perceived acceptance and rejection (warmth),

14
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parental involvement with homework, mobility (number of
schools attended), SES, family make-up, age, and gender.
The dependent variable was the children’s academic
achievement as measured by the fourth grade MEAP reading

test.

home-school interaction

mesosystem
Ecological theory

perceived matemal acceptance
Parental acceptance-

action 1
home microsystem

reading achievement

child and family
characteristics
Ecological theory

home microsystem

home-school interaction
mesosystem
Ecological theory

Figure 3.
Theoretical Model

15
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Relationships Between the Human Ecology and PAR Theories

No one theory describes or explains all aspects of
human development and socialization. Ecological theory and
the PAR theory are compatible; therefore they were used to
provide guidance in developing this investigation of -
children’s academic achievement in relationship to »

parenting behaviors.

The theories are dependent on the environment, which

is an essential component of both the human ecology, and
PAR theories. It is necessary to focus on the contexts and
situations in which children live and work because
children’s perceptions are based on what they see, hear,
and experience in the world around them. Besides having
physical dimensions, environments, to human ecologists, are
“subjectively experienced....[People] perceive, interpret,
and create their meaning” (Bubolz & Sontag, 1993, p. 23).
Environments are meaningful not only for what they actually
contain, but also for the meaning that is created within
them. Social contexts have a wide-ranging influence on
individuals’ academic achievement. The theories concur that
“environments do not determine human behavior but pose
limitations and constraints as well as possibilities and

opportunities” (Bubolz & Sontag, 1993).

16
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An important interaction takes place between person
and environment. Development is not something that just
happens to children. Rather, they are active participants
in the contexts in which development occurs. People can
“respond, change, develop, act on, and modify their
environment” (Bubolz & Sontag, 1993). Thus, individuals are
the producers of their own development (Bronfenbrenner,
1993). Not only do these theories recognize the ability of
the individual to respond to new information and
experiences, but they emphasize that people have the
capacity for forethought. The interaction between parent
and child also supports the dynamic-interaction portion of
the theories. Parental acceptance and rejection is based on
just that interaction and can be captured through self-

reported perceptions.

Perceptions of parental acceptance and rejection
evolve over time. Thus examining specific life transitions
and also the cumulative effects of these changes over time
is necessary. One needs to consider not only the
development that occurs throughout the life span of an
individual, but also the mediating effect of the past on
current and future behavior. Bronfenbrenner’s concept of
chronosystem and Rohner’s warmth dimension both are

measures of sustained effects over time. Not only does

17
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academic development begin early, it is part of the larger
lifelong process of human development. In this
investigation, the two theories were blended to study the
relationship that may exist between the characteristics of
individuals and families in their environments, perceived
maternal acceptance or rejection, and school-age children’s
academic achievement, as measured by their fourth grade

MEAP reading achievement scores.

Bronfenbrenner’s findings have far-reaching effects on
the effort to bring homes and schools together. Garbarino
(1997) concluded that the most important aspect of policy
intervention is the “personal commitment to improving the
lives of children and their families” (p. 37). MEAP
assessments are not likely to change at the state level in
the near future. PAR theory has indicated that a
relationship exists between students’ academic achievement
and parental acceptance or rejection (warmth). The findings
from this study will assist parents and schools with their
Col laborative efforts to better meet the needs of school

age children and their academic quest.

18
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Research Questions and Hypotheses

The research questions posed in this study and
specific hypotheses related to them are presented below.
Hypotheses were advanced in the areas in which previous
research has indicated relationships. Other questions were
considered exploratory in nature; therefore, no hypotheses
were formulated for them. Individual variables considered
in this study were child’s gender and age. Family variables
studied were stability/mobility, help with homework,

whether the family was intact or not intact, and SES.

Research Question and Hypotheses

1. Do MEAP reading achievement scores vary as a function
of individual factors?

la. Do MEAP reading achievement scores vary as a function
of gender?

Hypothesis: MEAP reading achievement will vary as a
function of gender.

2. Do PARQ scores vary as a function of individual
factors?

2a. Do PARQ scores vary as a function of gender?

Hypothesis: PARQ scores will not vary as a function of
gender.

2b. Do PARQ scores vary as a function of age?

Hypothesis: PARQ scores will not vary as a function of
age.

19
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3. Do MEAP reading achievement scores vary as a function
of family factors?

3a. Do MEAP reading achievement scores vary as a function
of SES?

Hypothesis: MEAP reading achievement will vary as a
function of SES

3b. Do MEAP reading achievement scores vary as a function
of family composition? (intact/ not intact family)

Hypothesis: MEAP reading achievement will vary as a
function of family composition.

3c. Do MEAP reading achievement scores vary as a function
of family stability/mobility?

Hypothesis: MEAP reading achievement will vary as a
function of family stability / mobility.

3d. Do MEAP reading achievement scores vary as a function
of help with homework?

Hypothesis: MEAP reading achievement will vary as a
function of help with homework.

4. Do PARQ scores vary as a function of family factors?
4a. Do PARQ scores vary as a function of SES?

Hypothesis: PARQ scores will not vary as a function of
SES.

4b. Do PARQ scores vary as a function of family
composition (intact/ not intact)?

Hypothesis: PARQ scores will vary as a function of
family composition.

4c. Do PARQ scores vary as a function of family stability/
mobility?
No hypothesis stated

4d. Do PARQ scores vary as a function of help with
homework?

No hypothesis stated.

20
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5. Is there a relationship between student’s perceived
warmth of mother (PARQ) and student’s MEAP reading
achievement?

Hypothesis: There is a positive relationship between
MEAP reading achievement and student’s perceived warmth of
mother (PARQ).

6. Is there a relationship between student’s perceived
warmth of mother (PARQ), individual factors, family
factors, and student’s MEAP reading achievement?

Hypothesis: There is a positive relationship between
mother’s warmth, individual factors, family factors, and
student’s MEAP reading achievement.

Conceptual and Operational Definitions

Reading achievement

Conceptual-the degree to which a person is ranked
according to his or her scholarly work (Dornbusch, S., et
al. 1987).

Operational-the average score on both reading sections
of the fourth grade MEAP test score of 315 or greater (cut
score) demonstrating proficiency.

Parenting behavior

Conceptual-the behavior demonstrated by a parent in
daily family activities (Hazzard, 1983).

Operational-the indicators identified and measured as
sub categories on the PARQ (warmth, rejection, aggression-
hostility, neglect-indifference).

21
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Perceptions

Conceptual-a person’s conscious awarenesses derived
from his or her senses and experiences (Hazzard, 1983).

Operational-the responses of each participant to the
sub categories of parental acceptance and rejection as
measured by the PARQ.

Family composition

Conceptual-social group regulated by norms of the
institution of marriage and the family.

Operational-whether a family is intact or not intact.

Intact family

Conceptual-households in which individuals who are the
responsible adults in the family have lived together since
the birth of the child (Scanzoni, 1988).

Operational-households in which biological parents
still live together.

Family stability/mobility

Conceptual-frequency of geographic relocation of a
family unit.

Operational-number of years the child was enrolled at
the school where the child took the 4th grade MEAP test.

22
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Socio-economic status (SES)

Conceptual-the monthly or annual income level for the
family.

Operational-family eligibility for free lunch under
federal guidelines.

Help with homework

Conceptual-how often a student indicated they received
help with homework.

Operational-the response given by each participant to
the question “Does your parent help you with homework?”

Research Assumptions

The researcher made the following assumptions in
conducting this study:
1. More than one dimension of a child’s ecology affects
his or her reading achievement.
2. School-age children’s reading achievement differs due
to out-of-school influences including parenting behaviors.
3. Perceptions of school-age children can be used to
measure maternal warmth.
4. The MEAP test is an accurate indicator of reading

achievement.

23
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Limitations

The potential limitations of the study concern the
sample, the data collection instrument, and perceptions of
school-age students. The sample was not a random sample and
it was difficult to find relationships between variables.

There was only one measure for academic achievement (MEAP

test).

To gather data regarding school-age children’s
perceptions of parental acceptance or rejection, a self-
reporting questionnaire (the PARQ) was used. A potential
limitation is how accurate the perceptions of school-age
children are regarding parental acceptance or rejection
(warmth). However, the PARQ has been validated on thousands
of children in studies worldwide (Rohner & Rohner 1981).
Previous researchers have relied on self-reported
information from parents or adolescents regarding their
perceptions of parenting behaviors. Rohner and others have
Pursued the perceptions of school-age children in numerous

Social science investigations.

24



athleverer

fotused o

setllion,

PRI ,
\..A--::e: S

ama -‘,.,;_“:
S LN :

% relase-




Chapter 2

REVIEW OF THE LITERATURE

Introduction

Over the years, studies concerning children’s academic
achievement and their social-emotional development have
focused on the socializing influences of parents. In this
section, relevant literature pertaining to school-age
children’s perceptions of maternal acceptance or rejection
and individual characteristics of those children that may

be related to academic achievement are reviewed.

Parental Warmth and Control

Parental warmth and parental control have been found
to be two major dimensions of parenting in all human
societies (Rohner & Rohner, 1981). Schaefer (1959)
analyzed data from observations of maternal behaviors,
which were described as social and emotional interactions
between mother and child. Factor analyses revealed that
mothers’ disciplinary techniques could be clustered into
two variables: warmth-hostility and control-autonomy.

Becker (1964) proposed two similar variables: warmth versus

25
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hostility, and restrictive versus permissive based on a
series of factor analyses. Typically, factor analyses of
parents’ behavior have yielded two dimensions, which are
manifestations of responsiveness and demandingness (Maccoby

& Martin, 1983).

Individually and together, parental warmth and control
are significantly associated with many child outcomes, such
as positive relations with siblings and parents and
adolescents’ problem behaviors (Amoto, 1990; Barnes &
Farrell, 1992; Baumrind, 1965; Kim, 1994; Peterson &
Rollins, 1987; Rohner, 1975a, 1975b, 1991; Rohner &
Pettengil, 1985). Kim argued that any attempt at studying
the effect of parental behavior on the socialization of
children could profit by beginning with attempts at
describing and analyzing parental warmth and control, and
then endeavoring to relate them to outcomes for children.
Amoto did just that in his investigation of the dimensions
of support and control in the family environment as
perceived by children (n = 201). Children who perceived
high levels of support reported positive relations with
siblings and parents, and felt good about their families,
whereas children who perceived high levels of control

reported a high level of parental decision making, parental
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use of coercive punishment, and little use of induction by

parents.

Barnes and Farrell (1992) confirmed that parental
support and monitoring are important predictors of
adolescent outcomes, even after taking into account
critical demographic family factors. In their study, a
sample of 699 adolescents was interviewed on the
development of problem behaviors, such as drinking, use of
illicit drugs, and misconduct in school. High levels of
support and monitoring by mother and father were associated
with the lowest levels of regular drinking, drug use,
deviance, and misconduct in school. These results provided
strong evidence that high parental support and monitoring
are key socialization factors in the prevention of

adolescents’ alcohol abuse and more generalized deviance.

Paulson (1994) explored (a) the influence of parental
demandingness, responsiveness, and involvement on
achievement of early adolescents; and (b) the differential
influence of adolescents’ and their parents’ perceptions of
parenting on the adolescents’ achievement. Subjects were
247 ninth-grade boys and girls and their parents.
Adolescents’, but not parents’, reports of parenting

significantly predicted their achievement outcome.
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Specifically, adolescents’ reports of maternal and paternal
demandingness, responsiveness, and involvement were
positively and significantly related to achievement
outcome. The author further suggested that parental
involvement may be more important to the achievement
outcome of adolescents than are parental demandingness and

responsiveness.

Parental Acceptance-Rejection (PAR) Theory

Rohner (1975a, 1975b, 1980, 1986, 1991; Rohner and
Rohner, 1981; Rohﬁer, Saavedra, & Granum, 1977) described
PAR theory as a theory of socialization that attempts to
explain and predict major consequences of parental
acceptance and rejection for children’s behavioral,
cognitive, and emotional development and for the
personaiity functioning of adults everywhere. Together,
parental acceptance and rejection form the warmth dimension

of parenting.

Warmth Dimension

The warmth dimension of parenting is a bipolar
dimension of acceptance and rejection (Rohner, 1975a,

1975b, 1980, 1986, 1991). Rohner defined parental
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acceptance and rejection as follows. Parental acceptance
stands in opposition to parental rejection and refers to
the love, affection, and concern that parents express
toward their children. Rejection, on the other hand, refers
to the absence or significant withdrawal of warmth and
affection on the part of the parent toward the child. In
theory, all humans can be placed somewhere along the

acceptance-rejection continuum.

According to PAR theory (Rohner, 1975a, 1975b, 1980,
1986, 1991), parental affection may be expressed physically
in such ways as fondling, hugging, kissing, and caressing,
or verbally through complimenting, praising, or saying nice
things to or about one’s child. Parental rejection (i.e.,
the absence or significant withdrawal of warmth and
affection), on the other hand, seems to be expressed
universally in forms of aggression-hostility, neglect-
indifference, or “undifferentiated” rejection in which
parents withdraw warmth from the child. Undifferentiated
rejection refers to conditions where children perceive
their parents to be unloving and uncaring (i.e.,
rejecting), but where such rejection does not clearly
reflect either parental coldness/lack of affection,

aggression/hostility, or neglect/indifference, per se.
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Starkey (1980) investigated the relationship between
children’s perceptions of parental acceptance or rejection
and their academic performance using data from 220 fourth
and fifth grade boys and girls. Scores on the PARQ
represented children’s perceptions of parental acceptance
or rejection. Measures of academic performance included
Science Research Associate (SRA) achievement test scores
and grade point averages (GPA). Children’s achievement test
scores, as well as their GPAs, varied directly with their
perceptions of parental acceptance or rejection.
Specifically, the more accepting children perceived their
parents to be, the better those children performed on both
measures of academic success. This relationship continued
to be significant after controlling for of parents’ level

of education and occupation, and children’s IQ.

Estrada, Arsenio, Hess and Holloway (1987) used
longitudinal data to support the link between the affective
quality of the mother-child relationship and school-
cognitive performance. A relationship rating was used to
assess global categories of positive and negative affective
expressions that indicated the emotional quality of the
relationship between mother and child. Sixty-seven mothers
and their children participated in the first (preschool)

Phase of the study; 47 were included in a follow-up study
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when the children were 12 years old. The researchers found
that the affective quality of the mother-child relationship
when the child was 4 years of age was significantly
correlated with the child’s school achievement at age 12.
This association remained significant when the
contributions of maternal IQ, socio-economic status (SES),
and children’s mental ability were taken into account.
This study suggested that the affective relationship
influenced children’s cognitive development in three ways:
(a) by affecting parents’ tendency to support children in
solving problems, (b) by affecting children’s social
competence, and (c) by affecting children’s willingness to

persist in tasks.

Hahn (1980) examined relations among perceived
parental acceptance or rejection, self-evaluation, and
academic achievement of Korean American children. In her
study, a nationwide sample of 171 Korean American children
responded to the PARQ and the Personality Assessment
Questionnaire (PAQ). The results of this study indicated
positive inter-correlations among the three variables.
Specifically, a positive correlation was found between
perceived parental acceptance and children’s self-
evaluations. In addition, positive self-evaluation was

associated with higher academic achievement. Moreover,
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perceived parental acceptance or rejection was related

significantly to children’s academic achievement.

Parental warmth is important because it provides an
atmosphere in the home in which children are likely to
learn certain values that parents want to teach them (Kim,
1994). Clausen (1980) further argued that parental warmth
and parental control are essential ingredients in the
development of competent children. If the parent-child
relationship is close and affectionate, parents can
exercise the necessary control without having to apply

heavy disciplinary pressure (Maccoby, 1980,1992).

Hess and Halloway (1984) identified five processes
linking family and school achievement: (a) verbal
interaction between mother and children, (b) parents’
expectations for achievement, (c) positive affective
relationships between parents and children, (d) positive
parental beliefs and attributions about the child, and (e)
effective and rational discipline and control strategies.
According to Dornbusch et. Al. (1987), among these family

variables, parents’ discipline and control strategies

appear to have a major influence on children’s academic

achievement.
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Control Dimension

Parental control is a bipolar continuum ranging from
strictness to permissiveness (Schachter, 1965, Rohner,
1975a, 1975b, 1980, 1991). In her studies of parenting,
Baumrind (1965, 1967, 1971, 1973, 1978, 19893, 1991)
distinguished between authoritative control (firm/shared
control) and authoritarian control (restrictive/coercive
control). Although both authoritative and authoritarian
parents set limits on their children, their methods of
control differ. Authoritative parents use both reason and
power to persuade and confront their children. In contrast,
parents who are high in authoritarian control constrain and
constrict their children’s activities, preventing age-
appropriate exploration. They demand their children to
follow the rules without explaining the reasons for setting
up those rules. Baumrind (1973, 1978, 1989) indicated
several problems associated with authoritarian control.
Specifically, children who experience authoritarian control
are withdrawn, dependent, disinterested in school, and
often hostile with peers. Baumrind further recognized
problems associated with parents’ failure to control.
Children who are least pro-social tend to have permissive
parents who are low in parental control (Baumrind, 1973,

1978, 1989).
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Parenting by Mother and Fathers

Researchers have argued that mothers and fathers
differ in their parenting styles (e.g. Becker, 1964; Lamb,
1981, 1997; Maccoby & Martin, 1983; Rohner, 1997). Mothers
and fathers may differ in their positions on the two major
dimensions of parenting but each may make unique -
contributions to children’s development (Lamb, 1981, 1997;

Maccoby & Martin, 1983; Rohner, 1997). Fewer researchers

have examined the unique characteristics of mothering

versus fathering in the child-rearing process.

Researchers Lamb (1997), and Pleck (1397) have
concluded that children with highly involved fathers tend
to be more cognitively and socially competent, less
inclined toward gehder stereotyping, more empathic and
psychologically better adjusted than those whose fathers
are less involved (Rohner, 1997). Young, Miller, Norton,
and Hill (1995) also suggested that perceived paternal love
and caring are as predictive of sons’ and daughters’ life
satisfaction--including their sense of well-being--as are
maternal love and caring. The authors used the data from a
sample of adolescents from the National Survey of Children.
Three facets of parental support--intrinsic, extrinsic, and

closeness--were identified, and their effects on children’s
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satisfaction were examined. Intrinsic support by both
mothers and fathers emerged equally as the strongest

predictor of life satisfaction of adolescent offspring.

The Rohner and others work substantiates the need for
further study into the possible relationships between
warmth and academic achievement. In Michigan, academic
achievement is measured by the Michigan Educational
Assessment Program (MEAP) test. Tﬁere is widespread belief
that academic achievement needs to improve. Others have
considered how to do that through curriculum revision,
intervention services, and new teaching methodologies
(Lezotte, 1999). This study focused on Michigan students
and their families. It explored individual and family
factors possible effect on academic achievement as measured

by the 4th grade MEAP reading test.

MEAP Test and Academic Achievement

MEAP scores have always served as a measure of
accountability for Michigan schools, but now more than
ever, a lot is riding on the MEAP. Parents want their
children to perform well on this test so that their
children may qualify for state funding for college tuition.

Parents expectations and the public’s increasing interest
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in MEAP scores have influenced school administrators to
place even more importance on MEAP scores. Principals want
their school to fare well in comparison to other schools,
and this expectation is passed along to teachers (Van
Moorlehem & Newman, 1998). While most teachers accept this
form of high-stakes testing as a way of life and most
reading experts agree that tests such as the MEAP are more
valid than the multiple choice language arts and reading
tests of the past, many are worried about the growing
importance of the MEAP due to the fact that an individual
student’s proficiency in the language arts cannot be fairly
assessed by a single instrument, despite its validity

(Allington & Cunningham, 1996).

Teachers also voice concern over the effects that
pressure to perform well on the MEAP has on students.
Among teachers’ complaints are that some students get so
nervous on test day their performance is hindered. At the
other extreme, some students become “desensitized” to the
MEAP due to the days and sometimes weeks of MEAP practice
sessions carried out in the classroom (Van Moorlehem &

Newman, 1998).

The reliability and validity of the Michigan

Educational Assessment Program (MEAP) has been studied.
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Burns (1998) investigated the properties of Michigan’s
testing tool. Reliability studies have indicated that the
scores from the MEAP, ranging from 0.654 to 0.949, are
generally acceptable. The State Department of Education
(SDE) offered supporting evidence for the tests’ criterion
and construct validity and further concluded that no
criterion evidence could be offered, since no other test
matched the purpose of the MEAP. An independent evaluation
by the Saginaw public schools (Michigan) suggested a
generally low criterion validity for the story selection
test and poor validity for Hispanic students. The remaining
tests fell below an acceptable level for criterion
validity. Burns (1998) concludes that overall the MEAP has
some advantages, but its tests have not demonstrated
adequate reliability or validity to make decisions about
individual students, asses writing skills adequately,
assess Hispanic students, or make decisions about district

or teacher effectiveness.

Rosen (1987) conducted a study to consider factors in
conjunction with the improvement or non-improvement of
grade 4 MEAP in reading. She selected four schools in
southeastern Michigan: (1) teachers and principals
attitudes, (2) school climate, (3) specific teaching on the

MEAP objectives, (4) curriculum policy and practices, (5)
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emphasis on compensatory education, and (6) community

factors.

Pairs of schools from two districts were selected
according to the following criteria: (1) similar school
size, (2) similar low level scores on the 1975 MEAP test
scores in reading, and (3) significant differences in the
MEAP test scores in reading by 1978 in one school of each

pair.

A gquestionnaire was administered to participating
teachers in grades K-3 and the principal in each selected
school, followed by a personal interview with each one.
Analysis of the data collected suggests these factors may
be associated with improving scores: (1) A more positive
change in school faculty toward their student’s progress
may affect improved scores. (2) When teachers feel they
have a positive effect on student achievement, this
attitude may affect achievement. (3) More “time on task”
may contribute to higher MEAP scores. (4) Higher teacher
morale may have a positive effect on student achievement.
(5) Less use of teacher aides may have a positive effect on
student achievement. (6) When parents are satisfied with

their child’s academic curricula, it may affect the child’s
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level of achievement. (7) Parental involvement may have a

positive effect on student achievement and MEAP scores.

A study by Garland (1980) identified factors that are
related to above and below average achievement of fourth
grade students on the Reading test of the MEAP. The
relationships among student achievement on the MEAP reading
tests and compensatory programs, school climate, home
environment and parental values were investigated. Ninety
fourth grade students from four elementary schools in a
mid-western public school system were the subjects. The
data for the study were obtained from parents’ and
teachers’ responses on self-administered questionnaires, as
well as school records of students’ performance on the MEAP

reading test.

Data analysis revealed that there were statistically
significant relationships between student achievement on
the MEAP reading test and the following: (1) family related
Variables; (2) teachers perceptions of parents expectations
wWith regard to education; (3) teachers of high achievers
Perceptions of parents’ values related to education,
€Xpectations parents have for their child’s education, and
the effect parents, teachers and peers have on student

achievement; (4) teachers of low achievers perceptions of
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parents’ values related to education, expectations parents
have for their child’s education, and the effect parents,
teaches and peers have eon student achievement. Teachers of
high achievers reported the following more often than
teachers of low achievers: (1) parents attended parent-
teacher conferences, (2) parents asked for feedback, (3)
parents expect child to make mostly A’s and B’s, (4)

parents would object to child’s passing with “D” average.

The results indicated that family background, parental
values, and teachers’ perceptions of parents’ values,
expectations, and the effect parents, and teachers have on
achievement had a significant impact on student

achievement.

Quality of a school district, as determined by the
general public, is often based on student performance and
community wealth. The primary purpose of Vanvalkenburg’s
study (1990) was to determine if there was a relationship
between school district performance on the MEAP and the
wealth of the residents of the school district. The average
adjusted gross income of district residents and the value
of residential property in the districts of Wayne County,
Michigan were compared to the MEAP scores of fourth,

seventh, and tenth-grade students in the areas of math and
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reading for 1984 and 1985. The secondary purpose of this
study was to determine if there was a relationship between
selected in-school characteristics and student achievement
on the MEAP. Per pupil expenditures, the racial composition
of the student population, the student/teacher ration in
the district, and the size of the district were compared to

the MEAP scores.

The findings of this study indicated that the income
level of the residents of the school district, the value of
the homes in the school district, and the low minority
student counts had the greatest affect on student
achievement on MEAP scores. Per pupil expenditures,
student/teacher ratios, and the size of the school district
were found to have little or no affect on student

achievement in these areas.

Another study by Snyder (1995) also investigated the
possible relationship between financial consideration and
student achievement. The purpose was to investigate if a
relationship existed between per pupil funding levels and
achievement levels of students in Michigan. The study asked
the question whether a correlation existed between student
achievement as measured by MEAP and the amount of per pupil

funding in the student’s school district. The findings
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indicated little, if any, correlation existed between

student achievement as measured by MEAP and the amount of

per pupil funding.

Parental Involvement in Schooling

Steinberg, Lamborn, et. al. (1992) argued that
parenting styles have concrete behavioral manifestations.
It is through these concrete parenting behaviors that a
parenting style influences the child’s behavior. Parents’
involvement in schooling is seen as a particular parenting
practice with spe;ific educational goals (Epstein, 1987;
Hess & Halloway, 1984; Keith, 1991; Steinberg, Lamborn et.
al. 1992; Stevenson & Baker, 1987). Educational
researchers especially have been interested in the effect
of parental involvement in schooling on student academic

achievement (Christenson, Rounds & Gorney, 1992; Steinberg,

Lamborn, et. al., 1992).

The term “parental involvement” has multiple meanings.
According to Keith et. al. (1993), it appears that most
definitions of parental involvement focus on: (a) parents’
academic aspirations and expectations for their children,
(b) participation in school activities and programs, (c) a

home structure that supports learning, or (d) communication
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between parents and children about school. Keith (1991)
concluded that the effects of parental involvement may vary
with the age of children, the definition of parental
involvement, and the definition of learning. Researchers
have been relatively consistent in suggesting the
importance of parental involvement for preschoolers and
elementary-age students (Epstein, 1987, 1991; Stevenson &
Baker, 1987), but findings have been more uncertain as

students grow older (Keith et. al., 1993).

Stevenson and Baker (1987) examined the relationship
between parental involvement in school activities and the
child’s school performance with a nationally representative
sample of 179 school-aged children ranging in age from 5 to
17 years. Children of parents who were more ;nvolved in
school activities did better in school than children whose
parents were less involved. Also, parents of younger

children were more involved in school activities.

Home environments in which academic achievement is
valued appear to be related to better grades and betfer
achievement test scores among middle school students (Keith
et. al., 1993; Kurdeck & Sinclair, 1988). Keith et. al.
examined the effects of parental involvement on the

achievement of eight-grade students, using data from a
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nationally representative sample of 21,814 students and
their parents. The definition of parental involvement in
the study included components of parents’ educational
aspirations, parent-child communication, the structure of
the home (e.g., family rules about how many hours children
were allowed to watch television, how often parents checked
on children’s homework), and parents’ participation in
school activities. Parents’ involvement in students’
academic lives was found to be a powerful influence on
eighth-grade students’ achievement. The effect held for all
academic areas and appeared to result in part because
students with more involved parents completed more homework

than those whose parents were less involved.

Steinberg, Dornbusch, and Brown (1992) studied the way
in which family contexts affected adolescents’ behavior,
schooling and development. A survey questionnaire with a
series of standardized psychological inventories,
attitudinal indices, and demographic items was administered
to a large sample of high school students (n = 15,000).
Adolescents whose parents were warm, firm, and democratic
achieved better scores on measures of school performance
than did their peers. Furthermore, parents were the most

prominent influence on adolescents’ long-term educational
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plans, whereas peers were the most potent influence on

youths’ day-to-day behaviors in school.

Steinberg, Lamborn, et. al. (1992) examined the effect
of parenting style and parental involvement in schooling on
adolescents’ academic achievement in an ethnically and
socio-economically heterogeneous sample of 14 to 18 year
olds (n = 6,400). Adolescents reported on their parents’
child-rearing practices, as well as on their parents’
involvement in schooling. Academic achievement was assessed
in terms of GPAs across math, English, social sciences, and
science. The researchers found that parental involvement
was much more likely to promote adolescents’ school success
when it occurred in the context of an authoritative home
environment. It was also reported that non
authoritativeness diluted the beneficial effect on
adolescents of parents’ involvement in schooling. Findings
such as these suggest that large gains in achievement can
be realized through programs that give parents concrete
information about parenting styles, teaching methods, and

school curricula (Sui-Chu & Wilms, 1996).

Early school success also is influenced by parent
involvement. Marcon (1993) examined the academic

achievement of an original sample of 168 inner-city
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children who were making the transition from the primary to
upper-elementary grades. Responses from interviews that had
previously been conducted with the children’s pre-
kindergarten, kindergarten, and first-grade teachers
provided information on the involvement of the children’s
parents in the youngsters’ education. At each grade level,
children were categorized into two groups based on whether
their parents were or were not involved with the school.
Measures of school competence included grade retention and
special education placement. Measures of student
achievement included grades, scores on standardized
achievement tests, and attainment of reading and math
objectives. Results indicated that children whose parents
were not involved with the school during pre-kindergarten
were more likely than children whose parents were involved
to be retained before their fifth year in school. Children
whose parents had been involved with the school during
their children’s second year in school had higher grades
and higher achievement test scores at the end of their
fifth year in school than did children whose parents were

not involved.
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SES and Academic Achievement

SES and academic achievement have long been associated
as related variables. Kruse (1996) conducted a study to
determine whether students from low socio-economic
environments had lower academic achievement then students
from higher socio-economic environments. The sample
consisted of 66 6th-grade science students from a middle
school in Texas. Students were divided into a low-income
group and a non low-income group. Midterm and final grade
averages were determined for each group. When t-test
results were analyzed, the significance of the relationship
between academic achievement and socio-economic environment
was apparent (P = .011 for the midterm grade and .000 for

the final semester grade).

Another Texas study concerned itself with the
relationship between SES and academic achievement
(Matuszek, 1978). Interviews were conducted with 533
parents across the Austin Independent School District to
obtain information on job status, age, income, education,
attitude toward education, amount of reading in the home,
mobility, time spent watching television, and preschool
experiences. In summary, the survey indicated that, for the

school district, the most consistent indicators of children
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with lower achievement were those most “traditionally” used

for SES--parental income, education, and job status.

The difference between reading and mathematics
achievement were studied in 10 high and 10 low SES
elementary schools in an urban district in the Midwest.
The schools representing the top and bottom quartiles from
among 40 schools were classified as high or low SES. The
gap of almost one standard deviation in mean reading and
mathematics achievement levels between these quartiles
remained nearly constant as the students progressed from
grade 2 through grade 6. The achievement gap was
consistently larger for reading than for mathematics.
Associated with the achievement gap was a student behavior
gap, reflected in attendance and suspension rates. The

achievement and behavior gaps were highly correlated.

Shakiba-Nejad (1981) examined the SES, parent
participation, teacher awareness, and academic achievement
of 76 elementary school students. Results were obtained
through interpretation of data and review of relevant
literature. A strong positive correlation was found between
a students’ SES and their academic achievement. Some
findings attribute poor academic achievement in part to the

fact that lower SES students have very poor attendance
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records. The literature reviewed and study data indicated
that teachers’ attitudes toward low SES students were not
overly positive in regard to student achievement.
Recommendations for improving the training and in-school
experiences of teachers of low SES students included
involving parents with the school and in the education of

their children.

Guskey (1997) investigated thé relationship between
selected contextual and socio-economic variables and
school-level results from a statewide performance-based
student assessment. The Kentucky Instructional Results
Information System (KIRIS) uses student performance in the
areas of mathematics, science, social studies, arts and
humanities, practical living and vocational skills.
Multiple regression analyses were conducted using data
gathered- over a 3-year period (1993 to 1995) from 49
schools in one school district. Results indicated that a
single socio-economic variable, the percentage of students
qualifying for free or reduced-cost lunch, explained a
large portion of the variance in scores at all school

levels.
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Gender and Academic Achievement

National standardization data were used to reexamine
the evidence of gender differences in achievement test
scores reported in previous studies (Han, 1994). Changes in
differences over time, from 1963 to 1992, were examined, as
were differences across all grade and achievement levels.
Results generally agreed with those from previous studies.
In general, the nature and magnitude of differences in
achievement were similar over the years. Average
differences in achievement between males and females were
relatively small in most subject areas, with females
scoring higher in reading, language skills, and mathematics
computation up to age 15, when the opposite occurred in
mathematics. Kaiser (1994) studied the effects of gender on
academic achievement in 239 latchkey children in grades 3
through 5. Girls scored higher than boys in reading in

grade 4.

Dulaney and Banks (1994) investigated the relationship
between level of academic achievement and gender and race
of students in North Carolina’s Wake County public school
system. The comparison was conducted using 1993 end-of-

grade tests. The results indicated that white females were
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the most successful group, whereas black males were the

least successful group.

Soderman and Phillips (1986) discussed four
significant areas in which there are gender differences
that affect children’s approach to formal education. -
Because young males lag in psychosocial development,
teachers must learn to assess children’s developmental
abilities and plan suitable curricular activities for both

sSexes.

Sex-stereotyping attitudes and behaviors of educators
have been cited as particularly important influences on the
development of gender differences in children and
adolescents. Because teachers’ attitudes, beliefs, and
perceptions about gender differences may influence the
formation of students’ confidence in academic subjects and
school in general, the perceptions that educators have of
real or imagined gender differences can be used as one
indicator of the conditions that may influence elementary

and secondary school students.

Parker-Price (1996) examined K-12 teachers’
classifications of selected characteristics as more typical
of males or females in their classrooms. In addition to

evaluating the teachers’ agreement with scientific evidence
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for gender differences, the researcher examined perceptions
regarding teacher gender. It was found that some teacher
perceptions of student gender differences agreed with
psychological research findings, and some with myths,
whereas some favored no sex differences even when the
research stated otherwise. Parker-Price also found that
male and female teachers had different perceptions of the
prevalence of some characteristics in boys and girls. In a
similar study Bradley & Caldwell (1987) investigated the
possibilities that young children’s gender elicits
differential academic expectations from aspiring teachers,
and that aspiring teachers’ gender and SES affect their
academic expectations for young children. In this study,
103 university students majoring in education were
surveyed. Results indicated that participants expected boys
to have greater interest in physical education than girls,
and girls to have greater interest in music and higher

marks in reading than boys.

Family Composition and Academic Achievement

For decades families have been experiencing change in
their composition and the divorce rate has risen to an all-

time high. The collateral effects of divorce on families
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and children frequently have been studied. In the present
study the effects of family stability on children and their

academic achievement was of concern.

Dawson (1981) conducted a literature review on the
effect of single-parent families on the academic
achievement of children from such households. She argued
that, historically, society has discriminated against
children from single-parent families, especially those of
divorced parents. Dawson cited research indicating that:

(a) children from one-parent households have lower levels
of socio-emotional development and academic achievement
than do those from two-parent families; (b) students from
two-parent families have higher reading comprehension than
do students from one-parent families; (c) academic
achievement of black children in one-parent families is
lower than that of white children from similar families;

(d) boys are more affected by divorce and manifest more
“acting out” behavior than girls; (e) low income, which is
characteristic of one-parent families, is a factor in the
probability of girls dropping out of high school; (f) the
female head of household is often less skilled and educated
than the average male who has custody of his children; and
(g) the father’s role makes a difference in the behavior of

children, especially boys.
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Guttmann (1987) examined whether there is a difference
in the threshold of withdrawal from schoolwork between
children of divorced parents and children from intact
families. Results showed that children of divorced parents
had lower levels of achievement and lower withdrawal

thresholds than did those from intact families.

Can living in a single-parent household adversely
affect children’s school achievement? This gquestion was the
central theme of a study conducted in rural Washington
state (Shreeve, 1985). The researcher surveyed a
homogeneous population of 201 7th through 12th grade
students by administering California Achievement Tests and
collecting GPA data. In every instance but one, single-
parent students scored lower than did their two-parent
counterparts. These results and the homogeneous nature of
the population suggested that family composition may be the

deciding factor in many students’ school success.

Parents’ separation and divorce can have an adverse
effect on adolescents’ academic performance and achievement
(Nisivoccia, 1997). Nisivoccia pointed out that the ensuing
psychological and social disadvantages can significantly
interfere with students’ reaching their full potential for

success in school. Nisivoccia’s review of the literature
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yielded a number of insights: (a) marital dissolution has
been found to have potentially grave consequences and
negative results for many children; (b) family structure
has been identified as the main cause of lower GPAs among
children of divorce; and (c) research also has suggested
that reduced income may be responsible for some differences

in children of divorce.

In an analysis of national survey data Thompson (1994)
found that, compared to those from other types of families,
children living with both biological or both original
adoptive parents had the best academic and behavioral
outcomes. Economic disadvantage accounted for many of the

poor outcomes of children in single-mother families.

In a 1986 study, Chalker tested the hypothesis that
there is no significant difference in reading achievement
among children in grades 2 through 5 related to family
structure. Researchers administered the Stanford
Achievement Test to 119 students in a suburban school
system in Alabama. Of the sample, 69 children lived in
intact families and 50 lived in either single-parent or
“blended” families. A blended family was defined as a child
living with a stepfather or stepmother as well as one

biological parent. In addition to the test, pupils
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completed a demographic data sheet. The data upheld the
hypothesis for children in grades 2 through 4; however
subjects in grade 5 who were in intact families exhibited
higher scores in reading achievement than did those from

other family types.

Another researcher looked at the effects of family
configuration, family income, and gender on children’s
academic achievement (Kaiser, 1994). The sample comprised
239 latchkey children in grades 3 through 5. Kaiser found
that children of single parents scored lower on reading and
language measures in grade 4 than did youngsters in two-
parent families. Girls scored higher than boys in reading

in grade 4.

Leunj (1993) studied family configuration as a factor
influencing students’ perceptions of parental behaviors
that support schoolwork. A total of 439 public school and
399 parochial school students in grades 6 through 12 were
surveyed. Results indicated that students from intact, two-
parent homes perceived greater parental concern and support
for and help with their schoolwork than did students from
single-mother or stepfather families. Consistent with those
of other researchers who found that school performance was

related to family configuration, these results suggested
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that to promote the development of school achievement
values and behaviors among children from non intact homes
requires an increased emphasis on parental concern and
support for schoolwork and parental help with that

schoolwork.

Family Mobility-Stability and Academic Achievement

In view of the statistics on the high degree of
mobility in the student population across the United
States, it is surprising that so little definitive research
is available on the effects of mobility on the achievement
and adjustment of students and so few suggestions for
schools about how best to provide educational services to
an increasingly transient student population. Mobility
studies that have been undertaken have indicated that
correlations were found between mobility and poor
achievement in language, reading and mathematics (Newman,

1988) .

Water’s (1996) studied mobility and reading
achievement by considering the effects of geographic
mobility on elementary school students’ achievement.
Although such mobility, which requires students to make

multiple moves among schools, can have a negative effect on
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academic achievement, Waters hypothesized that mobility was
not a determining factor in reading achievement. Subjects
were 157 fourth and fifth grade students, who were a
representative sample of a multiethnic, diverse socio-
economic group in a suburban elementary school district in
New Jersey. Results indicated that, although the difference
in reading scores between pupils who had moved only once
and those who had attended the same school was relatively
small, significant differences were found between those who
had attended one or two schools and those who had attended

three or more schools.

Mao (1997) examined the magnitude of student mobility
in the Texas public schools by reporting how many students
were moving, when and where they were moving, and who was
moving, and by clarifying the relationships between
mobility and academic performance at the individual
student, campus, and district levels. The primary focus of
the study was on within-year student mobility. Issues also
were examined longitudinally by following students who were
in grade 1 in 1991-92 through the 1995-96 school year.
Results led Mao to conclude that there were significant
relationships between mobility, and academic performance
and school accountability. Mobile students scored lower on

the state required tests than did students who did not
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move, and this negative relationship was strongest in
schools with high student turnover rates or high

percentages of economically disadvantaged students.

Wright (1999) reviewed studies on the effect of
student mobility on achievement test scores. Other risk
factors, such as low family income and ethnic minority
status, were found to influence mobility equally. Data were
collected from students in selected grade levels in an
urban, Midwestern school district, using nationally normed
standardized tests and state assessments in reading and
math. Low achievement scores were associated more highly
with internal mobility than with external mobility.
However, mobility was determined to be confounded with
family income and ethnic-category membership and to have

less effect than either of those two factors.

The effect of student mobility on the academic
achievement of a population of sixth-grade students from
the southwest side of Chicago was generally consistent with
other findings from other research (Evans, 1996). Reading
and math scores from the Iowa Test of Basic Skills were
compared for two groups. The analysis did show slight gains
for students who had attended the school 5 to 6 or 3 to 4

years versus 1 to 2 years.
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It is clear from this review that perceptions of
children concerning parental behaviors as well as other
factors associated with individuals and families have an
effect on children’s academic achievement. The
relationships that exist between individual, family
factors, and academic achievement has a large impact on

public education.

The finds from this study did not support the research
cited in the areas of: age, gender, family composition,
stability/mobility, SES, and mother’s warmth. Help with
homework was a significant finding that supports the work
of Epstein and others. Continued efforts in partnerships
between parents and schools is a worthwhile effort that

will have a positive effect on academic achievement.
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