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ABSTRACT 

The purpose of this dissertation was to investigate the relationship between 

global parenting style and education specific parenting practices as processes related to 

academic achievement and achievement related factors. This study not only assessed 

the degree of relationship between variables, it also tested a process model in which 

education specific parenting practices mediated the relationship between global 

parenting style and academic achievement and achievement related outcomes. 

Four sets of variables were analyzed: (a) parenting style variables 

(Authoritative, Authoritarian, and Permissive parenting), (b) education specific 

parenting practices (Parental Involvement, Encouragement to Achieve, and Response 

to Grades), (c) achievement related outcomes factors (Achievement Attributions, 

Study Strategies, and Motivation), and (d) academic achievement (Self-Reported 

Grade Point Average). 

The participants in this study were 137 high school students from a large urban 

high school in the Southwestem United States. 

Results indicated a significant positive relationship between Authoritative 

parenting and Self-Reported Grade Point Average, Motivation, and Study Strategies. 

Authoritarian parenting was found to be significantly related to a partem of extemal 

achievement attributions by adolescents. There was a significant and negative 

relationship between Permissive parenting and Self-Reported Grade Point Average. 
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Permissive parenting was also significantly related to a partem of extemal achievement 

attributions by adolescents. 

There was a significant and positive relationship between Encouragement to 

Achieve and Motivation. It was also positively related to a pattern of intemal 

attributions by adolescents. There was also a significant and positive relationship 

between Parental Involvement and Motivation and Study Strategies. 

Within the context of the full model, only Motivation and Parental Response to 

Grades were found to be significant predictors of Self-Reported Grade Point Average. 

The findings indicate that as Motivation increased Self-Reported Grades increased. As 

Responses to Grades became more negative Self-Reported Grades decreased. 

The results of the path analysis indicate that education specific parenting 

practices mediate the relationship between global parenting style and adolescent 

achievement and school related outcomes. The findings suggest that the education 

specific practices parents employ are an extension of their overall parenting style. 
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CHAPTER I 

INTRODUCTION 

The relationship between the family and the school is a matter of continuing 

concern to parents, educators, and policy makers. There are a number of social 

indicators, such as dmg use, suicide and teenage pregnancy, as well educational 

indicators, such as declining test scores and rising dropout rates, that suggest that both 

of these institutions are facing significant difficulties (Dembo, 1994; Ormrod, 1995). 

Solving the myriad of problems that face the family and the school will require a 

commitment to partnership and a greater understanding of the intemal processes by 

which these two institutions function and relate to one another. 

The majority of research which relates the influence of the family on 

educational outcomes has focused on the impact of stmctural factors, such ethnicity, 

socioeconomic status, and family stmcture. Reviews of the literature on this topic 

have generally found that family stmcture does affect educational outcomes, but the 

effects are typically small (Hess & HoUoway, 1984; Weston, 1989). Moreover, the 

findings from this type of research are easily misconstmed. The results of such studies 

are sometimes used in such a way as to imply that there are irrevocable intellectual 

advantages and disadvantages associated with such stmctural factors as class, ethnicity 

and family composition. 
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Dombusch and Wood (1989) suggest that a better approach to investigating 

the relationship between the family and educational outcomes is to examine family 

processes and behaviors rather than focusing on family stmcture. One such approach 

has been to focus on the relationship between the parenting style a student experiences 

at home and various educational outcomes. As will be discussed in greater detail in 

the next chapter, the findings that emerge from such studies generally suggest 

Authoritative parenting is related to better academic and school-related outcomes than 

are either Permissive or Authoritarian parenting. 

Although this approach provides valuable insight, it is incomplete. Researchers 

have a good idea about the products of different family environments, but considerably 

less is known about the actual processes. For example, although it is known that 

adolescents who describe their parents as authoritative report higher grades 

(Dombusch, Ritter, Leiderman, Roberts, & Fraleigh, 1987), it is not clear as to what, 

if anjrthing, these Authoritative parents do related to school that facilitates their 

adolescents achieving higher grades. From a theoretical standpoint, though the term 

"socialization" is used in this vein of research, it is often difficult to identify specific 

socializing mechanisms. 

An alternative to linking global parenting style to educational outcomes has 

been to identify education-specific parental behaviors that are thought to be more 

directly related to student's educational performance. A recent study by Gottfried, 
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Fleming, and Gottfried (1994) illustrates the strengths and weaknesses of this 

approach. 

In a longitudinal study of approximately 100 children aged 9 and 10 they 

investigated how matemal motivational practices influenced their children's intrinsic 

motivation on academic tasks. They found that intrinsic motivation was positively 

related to task endogeny, which referred to matemal encouragement of curiosity, 

persistence, mastery and exposure to new experiences. Intrinsic motivation was 

negatively related to matemal provision of task extrinsic consequences, such as 

providing or removing tangible rewards in response to children's performance. 

The benefit of the type of research that Gottfiied et al. (1994) conducted is 

that it identifies specific parental practices that are advantageous and disadvantageous. 

Unfortunately, as is typical of this type of research, the researchers did not address 

whether or how the motivational practices mothers employ with their children are 

related to the mothers overall parenting style. This potentially obscures the actual 

picture of the relafionship between these variables. In the case of Gottfried et al.'s 

study, the effectiveness of the motivational techniques mothers utilize could either be 

enhanced or diluted by other facets of the parent child relationship. For example, as 

noted, when mothers encourage curiosity and persistence, they foster the development 

of intrinsic motivation in their children. However, if the mother's overall approach to 
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parenting is to be punitive and unresponsive to her child's needs this might dampen the 

otherwise beneficial effects of using these motivational techniques. 

The present study attempts to further explore the process by which parents 

influence the academic achievement and school related attitudes of their adolescents. 

This study specifically aims at linking overall parenting style to education specific 

behaviors and attitudes of parents. In tum, it ties these education specific parental 

behaviors and attitudes to adolescent attitudes and behaviors related to school as well 

as their performance in school. 

Purpose of the Study 

The purpose of the present study was twofold. The first objective was to 

explore the impact of parenting style and education specific parenting practices upon 

adolescent academic performance and achievement related factors. Three parenting 

style dimensions were identified: (a) Authoritarian, (b) Authoritative, and (c) 

Permissive. Three education specific parenting practices which were hypothesized to 

be related to parenting style as well as adolescents' performance in school were also 

identified: (a) Parental Involvement, (b) Encouragement to Achieve, and (c) 

Response to Grades. Three achievement related factors were examined: (a) 

Achievement Attributions, (b) Study Strategies, and (c) Motivation. One measure of 

academic achievement was used, Self-Reported Grade Point Average. 
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The second objective was to test a process model in which the education 

specific parenting practices mediated the relationship between the three parenting style 

variables and academic achievement and achievement related factors. 

Hypotheses 

The purpose of this research was to test the following hypotheses. 

Hypothesis 1 

The set of parenting style variables (Authoritative, Authoritarian, and 

Permissive parenting) are statistically significant predictors of the set of education 

specific parenting practices (Parental Involvement, Encouragement to Achieve, and 

Response to Grades). 

Hypothesis 2 

The set of parenting style variables (Authoritative, Authoritarian, and 

Permissive parenting) are statistically significant predictors of academic achievement 

(as measured by Self-Reported Grade Point Average), and the set of achievement 

related factors (Achievement Attributions, Study Strategies, and Motivation). 



Hypothesis 3 

The set of education specific parenting practices (Encouragement to Achieve, 

Response to grades, and Parental involvement) are statistically significant predictors of 

academic achievement (as measured by Self-Reported Grade Point Average), and the 

set of achievement related factors (Achievement Attributions, Study Strategies, and 

Motivation). 

Hypothesis 4 

The set of achievement related processes (Achievement Attributions, Study 

Strategies, Motivation) are statistically significant predictors of adolescent academic 

performance (as measured by Self-Reported Grade Point Average). 

Hypothesis 5 

The parenting style variables, the education specific parenting practices, and 

achievement related factors are statistically significant predictors of adolescent 

academic achievement (as measured by Self-Reported Grade Point Average). 

Hypothesis 6 

The data in this study fit a path analytic model in which education specific 

parenting practices (Parental Involvement, Encouragement to Achieve, and Response 



to Grades) act as mediators between parenting style (Authoritative, Authoritarian, and 

Permissive parenting) and adolescents' academic achievement (Self-Reported Grade 

Point Average) and achievement related outcomes (Achievement Attributions, Study 

Strategies, and Motivation). 

Significance of the Study 

The findings of this study are relevant to parents and educators, as well as 

theoreticians, researchers, and professionals who work with adolescents and families. 

For both educators and parents, the results of this study point to both the 

advantageous and disadvantageous adolescent outcomes associated with overall 

parenting style and parental behavior which is directly related to adolescents 

experience in school. For theoreticians and researchers, this research is the first study 

of its kind which ties all three dimensions of parenting style (Authoritative, 

Authoritarian and Permissive) to specific parental behaviors related to school, and then 

in tum, ties these to the students attitudes and performance in school. This study 

attempts to operationalize the frequently ambiguous term 'socialization', and in doing 

so the findings of this study support a Social Learning Theory perspective. Finally, the 

results of this study are germane to mental health and allied professionals m working 

with families and adolescents. 
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Limitations of the Study 

The sample of students used in this study were drawn from a large urban high 

school in the Southwestem United States. Although the population of the high school 

itself is fairly diverse in terms of its representation of ethnicity and socioeconomic 

status, the sample size is small, containing only 137 participants. Though the sample 

size does meet the requirements for the statistical analyses that were performed, it is a 

limiting factor. 

The sampling procedure used in this study is a limiting factor. The participants 

in this study constitute a volunteer sample. Research suggests that volunteers differ 

from nonvolunteers (Rosenthal & Rosnow, 1975) and therefore in general, volunteer 

samples are biased samples of a specified population. Nonetheless, according to Borg 

and Gall (1989), volunteer sampling is the most widely used sampling technique in 

educational research. 

This study does not address stmctural factors such as ethnicity, gender, 

socioeconomic status or family composition. It is acknowledged that there are 

differences in both parenting styles and achievement that are associated with such 

factors as ethnicity, gender, and family composition (Dombusch et al., 1987; Weston, 

1989). It has also been shown however, that the same basic partem of psychosocial 

and academic outcomes emerge regardless of one's status on these variables. A better 
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approach would be to use a larger sample that could be subdivided by these stmctural 

factors. 

The outcome variable which was used to assess academic performance in this 

study was self-reported grades. Some research indicates that self-reported grades are 

highly correlated with grades taken from school records (r=.80) (Donovan & lessor, 

1985; Dombusch et al., 1987). 

This study makes use of the adolescents' self-reports of their parents' behavior, 

but it does not question the parents themselves. It is recognized that it is important to 

know for both methodological and theoretical reasons whether parents' actual 

behavior toward their adolescents is associated with the outcomes assessed. Some 

behavioral researchers, however, contend that neither parental self-reports of behavior, 

nor objective assessments of parental behavior are the only valid indicators what takes 

place in the family (Bronfenbrenner, 1979; lessor & lessor, 1977; Lambom, Mounts, 

Steinberg, & Dombusch, 1991). Citing Thomas's dictum (Thomas & Thomas, 1928), 

this perspective holds that if the participants, believe the conditions under which they 

live are real, they are real in their consequences. 

a^mm 



CHAPTER n 

REVIEW OF THE LITERATURE 

The purpose of this chapter is to review and discuss the relevant literature 

concerning the effects of parental socialization upon children's and adolescents' 

psychosocial and school related outcomes. The first section gives background on 

research related to the ways in which the family impacts various facets of child and 

adolescent development. The second, third, and fourth sections deal with parenting 

style and its impact upon the psychosocial and school related development of children, 

preadolescents and adolescents. The fifth section deals with research related to the 

relationship between education specific parenting behaviors and academic and school 

related outcomes. The final section addresses the need to tie education specific 

parenting behaviors to global parenting style, and proposes a path analytic model in 

which education specific variable mediate the relationship between global parenting 

style and academic and school related outcomes. 

Background 

There is a long history of research relating parenting to psychosocial and 

academic outcomes in children. One line of research has been to look at the 

relationship between children's outcomes and various stmctural factors, or what 
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Bronfenbrenner (1986) calls "social addresses" (such factors as, race, ethnicity and 

family composition). This line of research has a long history dating back to Galton's 

study of the careers of English men of science, published in 1874 (Hess & HoUoway, 

1984). Although these type of studies do find small but consistent differences on 

measures of academic achievement associated with such factors as socioeconomic 

status, gender and ethnicity (Heatherington, Featherman, & Camara, 1982; Hess & 

HoUoway, 1984), there is a growing sentiment that such studies are of limited value, 

and in some cases they can have substantial negative consequences (Dombusch & 

Wood, 1989). For example, knowing that there are differences on achievement test 

scores associated with socioeconomic status does nothing to explain why these 

differences exist. Furthermore, these studies can sometimes have the unintended effect 

of labeling these stmctural variables as causal factors of achievement, rather than 

merely correlates of achievement. 

Another approach to understanding the impact of parenting upon children and 

adolescents has been to examine parental socialization. This vein of research also has 

a fairly long tradition. In a review of early studies of parenting, Becker (1964) noted 

that shortly after the tum of this century, social scientists attempted to link juvenile 

delinquency to the disciplinary techniques of their parents. Another review, focusing 

on the history of marriage and family therapy, notes that three of the major institutions 

for marriage and family life education, the Marriage Council of Philadelphia, the 

11 
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Family Consultation Center of the Child Development Institute at the Teachers 

College of Columbia University, and the Advisory Service of College Women at the 

Merrill-Palmer Institute in Detroit were established in 1932 to meet the demand of 

parents looking for help in raising their children. Also during the 1930's, longitudinal 

studies of parents and their children were launched at the Pels Research Institute and 

the University of California at Berkeley (Baldwin, Kalhom, & Breese, 1945). 

Research on parental socialization traditionally has focused on either the direct 

or indirect ways by which parents influence their children (Parke & Bhavnagri, 1991). 

The Behaviorist school of thought has been the source of much of the research which 

looks at the direct processes of parental influence upon children. Consistent with this 

theoretical orientation , this line of research has tended to focus on specific parental 

behaviors and their impact on selected psychosocial and academic outcomes. 

Research on indirect socialization practices of parents, by contrast, has generally 

focused on "parenting style," or the more global aspects of parenting, such as parents' 

socialization goals, their attitudes and philosophies regarding parenting, and the 

emotional climate within which parental socialization occurs. 

Darling and Steinberg (1993) contend that it is important to distinguish 

between parenting style and specific parenting practices. Parenting style includes a 

behavioral component, but it is more than a collection of behaviors. Parenting style is 

a broader concept that includes a parent's ideals, as well as the emotions and attitudes 

12 
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they bring to the parenting process. It is primarily a heuristic typology that describes 

the milieu or context in which parenting practices take place. The importance of the 

distinction between parenting style and parenting practices can be illustrated as 

follows. Two sets of parents can be equally involved in their adolescents' schooling. 

They can both actively attend school programs, and both closely monitor their 

adolescent's academic progress. However, depending on the wider relational context, 

parental involvement may have a very different meaning and impact. If the parents 

could be classified as Authoritative, parental involvement might be perceived as 

supportive and encouraging, thereby fostering greater achievement. On the other 

hand, if the parents are perceived as being Authoritarian, parental involvement might 

be experienced as intmsive and punitive, and may have a deleterious effect upon 

adolescent achievement. 

Similarly, two sets of parents may have the same overall approach to parenting, 

but may implement different strategies to reach the same goal. For example, one set of 

parents may want their child to take a break and play as soon as they retum home from 

school and save their homework for later. The other set of parents, on the other hand, 

may want their child to finish their school work before they allow the child to go out 

and play. 

13 



Ĵ" 

Parenting Styles 

Since the late 1960's, the most widely used model of parenting style has been 

Diana Baumrind's (Baumrind (1967, 1971). Based on both interview and 

observational data, she postulated that normal parents could be divided into three 

broad categories of parenting styles. Authoritative, Authoritarian, and Permissive. 

Baumrind defines authoritative parenting as the combination of both high 

demandingness and high responsiveness. It is typically marked by five elements 

(Baumrind, 1967, 1971): 

1. A clear set of standards given by the parent and an expectation of mature 

behavior from the child. 

2. Rules and standards which are firmly enforced, using commands and/or 

sanctions when necessary. 

3. Independence and individuality on the part of the child is encouraged. 

4. An interaction style between parents and children marked by open 

communication. Parents actively listen to the child, and verbal give and 

take are encouraged. 

5. A recognition that both parents and children have rights. 

Permissive parenting, as defined by Baumrind (1967), consists of a 

combination of high responsiveness and low demandingness. Such parents tend to be 

lenient and typically take a tolerant, accepting attitude toward the impulses of their 

14 
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children, even towards aggressive and sexual impulses. Generally speaking, permissive 

parents do not require mature behavior from their children. They avoid confrontation, 

the use of punishment, or the assertion of authority over the child. Such parents lay 

out very few mles, and they allow for a high degree of self-regulation (Baumrind, 

1967, 1971, 1991). 

Baumrind labels parents that are high in demandingness but low in nurturance 

or responsiveness as Authoritarian (Baumrind, 1967, 1971). As the name in implies. 

Authoritarian parents strongly believe in, and value the authority they have as parents. 

They also tend to value work, tradition, the preservation of order, unquestioning 

obedience, and conformity to an absolute set of standards. Thus, this type of 

parenting environment is marked by order, clear expectations regarding acceptable 

behavior, and a close monitoring of children's activities. Rules are given by the parents 

and generally not open to discussion or bargaining. Furthermore, parents actively 

attempt to shape and control the behavior and attitudes of their children in accordance 

with their predetermined standard of acceptable behavior. 

Maccoby and Martin (1983) suggested adding a fourth typology of parenting 

which they termed Indifferent-Uninvolved parenting. They proposed that this 

parenting style was the combination of being both low in nurturance or responsiveness 

and low in demandingness. In Baumrind's more recent work, she has adopted this 

fourth typology, calling it Rejecting-Neglecting partem. These parents neither furnish 

15 
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stmcture or support, and they may be actively rejecting. These parents typically orient 

their behavior toward the avoidance of inconvenience. Such parents will respond to 

the immediate needs of their children in order to stop the child's demands, rather than 

attempting to tmly satisfy their child's needs. 

Parenting Style and Children's Psychosocial Development 

Authoritative parenting has been linked to a broad range of positive behaviors 

in children. Baumrind's original research (Baumrind, 1967, 1971) found that 

preschool age daughters of authoritative parents were equally socially responsible, and 

more independent than preschool daughters of either authoritarian or permissive 

parents. She found that sons of authoritative parents were equally independent as 

other boys and more socially responsible. A number of studies suggest that children 

and adolescents of authoritative parents have higher self-esteem compared to their 

peers (Coopersmith, 1967; Gecas & Scwalbe, 1986; Buri, 1989). Yarrow, Waxier, 

and Scott (1971) provide indirect evidence that these children will attain higher levels 

of moral development. 

The Permissive parenting style is associated with less positive outcomes 

compared to children of authoritative parents. In her first study, Baumrind (1967) 

found that children from permissive homes lacked self-reliance and impulse control. 

Baumrind's second study indicated that nursery school age children of permissive 
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parents were low in social responsibility and independence. A follow-up of these same 

children at age 8 and 9 found that they were still low in these areas (Maccoby & 

Martin, 1983). Yarrow et al. (1971) found that aggressive behavior in children was 

fostered by parents who were permissive of aggression. 

Research on Authoritarian parenting indicates that it is generally associated 

with negative outcomes. To begin with, Baumrind (1976, 1971) noted that children 

raised in Authoritarian homes tend to withdraw from peers, avoid taking social 

initiative, tend to lack spontaneity, and generally lack social competence with peers. 

In addition to this. Authoritarian parenting is associated with low self-esteem 

(Coopersmith, 1967; Buri, 1989), an extemal locus of control (Loeb, 1975), and low 

motivation on intellectual tasks (Maccoby & Martin, 1983). Furthermore, while on 

contrived methods, such as measures of resistance to temptation, these children do not 

appear to be different from other children, and on projective tests and parent reports 

they demonstrate a lower degree of conscience than other children. Moreover, they 

tend to have an extemal rather than intemal moral orientation (Salzstein, 1976). 

The Rejecting-Neglecting partem of parenting is consistently associated with 

negative outcomes in children. In fact, much of the research that does exist comes 

from the clinical literature surrounding child abuse and neglect. For example, Egeland 

and Sroufe (1981) found that children raised in this environment were often depressed 

and showed clear disturbances in their attachment relationships with their mother. 

17 
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Furthermore, compared with children who experienced other types of maltreatment, at 

two years of age, children of Rejecting-Neglecting parents had greater deficits in all 

areas of psychological functioning. A major longitudinal study by Pulkkinen (1982) of 

Finnish children found that these children were lacking in frustration tolerance, and 

emotional control. They were also more impulsive than their peers, as evidenced by 

having a difficult time concentrating, being prone to spend money quickly rather than 

saving it, and having difificuhy controlling aggressive outbursts. In addition to this, as 

adolescents they lacked long-term goals, were more likely to have criminal records, 

and started smoking and drinking at earlier ages than their peers. 

The overall results of these studies point to the importance of the parent-child 

relationship in children's psychological and behavioral development. A parental 

relationship that is characterized by responsiveness to the child's needs, as opposed to 

either ignoring the child's needs or indulging them, as well as the consistent provision 

of stmcture is associated with healthy psychological and behavioral development. 

Parenting which is characterized as Rejecting-Neglecting is associated with the poorest 

outcomes. 

18 



Parenting Style and Psychosocial and Academic Development 
in Pre-adolescents and Adolescents 

Until the late 1980's , the majority of research related to the effects of parental 

socialization focused on children. Since that time, there have been more studies which 

have included adolescents as their focus. As in studies of children. Authoritative 

parenting is linked to better psychosocial and academic outcomes than are other 

parenting styles. Compared to other parenting styles, adolescents of Authoritative 

parents reported fewer psychological problems such as social withdrawal, anxiety, and 

depression, and fewer somatic problems, such as frequency of colds and headaches. 

They also reported fewer extemalized problem behaviors such as aggressiveness, dmg 

and alcohol use, and delinquency (carrying a weapon, theft or trouble with the police). 

As for school-related outcomes, these adolescents reported feeling more competent in 

their ability to make friends, a greater ability to make decisions for themselves, and 

more pride in the successful completion of tasks. In school, they reported higher 

grades, greater confidence in their ability to perform academically, and more feelings 

of attachment to school (Baumrind, 1991; Lambom, Mounts, Steinberg, & 

Dombusch, 1991). 

Adolescents from Rejecting-Neglecting families displayed the poorest 

psychosocial and academic outcomes, and in many ways, their behavior pattems 

mirrored those of adolescents from Authoritative families. These adolescents reported 

the highest levels of intemalizing and extemalizing problem behavior and alcohol and 

19 



« • 

dmg use. In school they reported the highest amount of delinquency and school 

misconduct, the lowest grades, the least amount of confidence in their ability to 

perform academically, and the lowest degree of attachment to school (Baumrind, 

1991; Lambom, Mounts, Steinberg, & Dombusch, 1991). 

Psychosocial and academic outcomes associated with Authoritarian and 

Permissive parenting tend to fall somewhere between the two extremes of 

Authoritative and Rejecting-Neglecting parenting styles. Adolescents of Authoritarian 

parents report less school misconduct, dmg use, fewer somatic symptoms, and a more 

positive orientation toward school than adolescents from Permissive or Rejectmg-

Neglecting families. On the other hand, they were low in the intemalization of 

prosocial values (self-regulated, considerate and fiiendly). They were also less mature, 

and displayed a lower level of ego development, and individuation (Baumrind, 1991; 

Lambom, Mounts, Steinberg, & Dombusch, 1991). 

Compared to adolescents of Authoritarian parents, adolescents raised by 

Permissive parents report greater social competence, and slightly higher scores on 

measures of self-reliance and academic competence. However, on measures related to 

problem behaviors, they were not significantly different than adolescents from 

Rejecting-Neglecting families (Baumrind, 1991; Lambom, Mounts, Steinberg, & 

Dombusch, 1991). 
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In summary, as in childhood Authoritative parenting is associated with better 

psychological, behavioral, and educational outcomes than either Authoritarian or 

Permissive parenting. Although these studies paint a consistent picture, they provide 

little explanation as to how these parents actually differ in terms of their practices. 

This information would seem to be especially salient to educators. The next section 

deals with research that looks at the specific parenting practices that are thought to 

influence the academic achievement of adolescents. 

Education-Specific Parental Behavior and Student 
Academic Performance and Adaptation 

A second approach to understanding the process by which parents influence 

the academic achievement of adolescents is to examine parental behaviors believed to 

be more directly related to student's experience in school instead of more global 

concepts such as Authoritative, Authoritarian parenting. 

Studies of this type have examined a wide range of variables from the verbal 

interaction between mothers and children (Hess & HoUoway, 984; Martini, 1995), to 

parents' prediction of report card marks (Entwistle & Hayduk, 1978), to the teaching 

style parents use in interactive tasks (Hess & HoUoway, 1984; Martini, 1995), to the 

methods mothers use to motivate their children (Gottfried et al, 1994). The results of 

these studies generally point to the beneficial effects associated with parenting 

behaviors that fit the description of Authoritative parenting. That is, parenting which 
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sets high standards for children's behavior, that encourages independence, and that 

fosters an environment of verbal give and take is associated with better school related 

outcomes. As with research linking parenting style to various outcomes, among 

studies which examine education-specific behavior of parents, the majority have had 

young children as their participants (Seginer, 1983; Hess & HoUoway, 1984; Martini, 

1995). 

Recently, a number of studies have begun to focus on the parenting practices 

of pre-adolescents and adolescents. Among the major variables that these studies have 

examined are parental expectations and achievement values (Gustafson, 1994), 

parental involvement (Grolnick & Slowiaczek, 1994), parental response to grades 

(Dombusch & Wood, 1989), and parental disciplinary practices (Feldman & Wentzel, 

1990; Wentzel, Feldman, & Weinberger, 1990). These studies will be reviewed 

briefly. 

Gustafson (1994) reports on a longitudinal study on the effects of parental 

expectations and aspirations upon adolescent females academic achievement, and their 

levels of educational and occupational attainment. At the outset of the study, when 

the giris were 13 years of age, parents evaluated their daughters' capacity for 

academic work, and parents reported their aspirations for their daughters' educational 

and occupational attainment. The giris were then divided into two groups labeled 

overachievers and underachievers based upon their parents evaluation. At age 16, the 
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girls in the group labeled underachievers had higher intelligence test scores but lower 

achievement test scores than did the overachievers. The underachievers also reported 

a greater amount of conflict in their relationships with their parents than the 

overachievers. At age 26, the overachievers had significantly higher educational and 

occupational attainment than the underachievers. The findings of this study 

underscore the importance of the educational values and achievement expectations 

that parents communicate to their adolescents. 

Grolnick and Slowiaczek (1994) tested a path analytic model in which three 

types of parental involvement influenced three components of the motivational process 

which in tum influenced middle school students grades. The measures of parental 

involvement included measures of parental behavior (the degree to which teachers 

report that parents were involved in school activities such parent teacher conferences 

and Parent Teacher Organizations), personal involvement (the degree to which 

adolescents and preadolescents perceived their parents positively express an interest in 

their schooling), and cognitive and intellectual involvement (the degree to which 

adolescents perceive their parents were involved in intellectual and cultural activities 

such as attending concerts and lectures). The three student motivational components 

included; perceived self-competence; self-regulation (the degree of autonomy students 

demonstrate in regulating their school behavior), and control understanding;(students 

perceptions of who or what controlled their successes and failures). 
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They found that for mothers, two facets of involvement, parental behavior and 

intellectual and cognitive involvement, were indirectly associated with school grades 

by way of their influence upon students perceived competence and control 

understanding. Also for mothers, there was a direct relationship between behavior and 

school-performance. For fathers, there was no direct relationship between any of the 

three facets of parental involvement and school performance. There was, however, an 

indirect relationship between behavior and school performance by way of its impact 

upon perceived competence. Also for fathers parental involvement was associated 

with self-regulation, but self-regulation was not related to achievement. 

Using data from the National Education Longitudinal Study, Keith, Keith, 

Bickley, and Singh (1992) also broke down parental involvement into four constituent 

parts, in order to examine its impact upon the achievement of eighth graders. The four 

parts of parental involvement examined here included, parental educational aspirations, 

the degree of stmcture in the home (family mles, monitoring of homework), parent 

and student discussions of school activities, and parental participation in school 

activities. The researchers found that parental educational aspirations had a positive 

effect on overall achievement. Neither parent child communication, nor parent 

participation in school activities had a significant effect on achievement. 

Dombusch and Wood (1989) reported on a large-scale study which sought to 

determine if parental reaction to grades influenced adolescents academic performance. 
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Parental response to grades was broken down into five categories of responses; 

negative extrinsic reinforcement, positive extrinsic reinforcement, encouragement, 

uninvolvement, and negative emotion. Extrinsic reinforcement referred to the use of 

material rewards as either incentives or punishment, encouragement referred to verbal 

praise and offers to help with schoolwork, uninvolvement referred to not knowing or 

caring about student's achievement, and negative emotion referred to parents' 

becoming upset, or making their adolescent feel guilty. 

They found that only parental encouragement was associated with higher 

grades. Parental expression of negative emotion or the lack of interest in their 

adolescents school performance were both related to lower grades. The use of 

extrinsic reinforcement, both positive and negative was associated with lower grades. 

The researchers concluded that these findings supported Lepper's 

overjustification effect (Lepper & Greene, 1978; Lepper, Greene, & Nisbett, 1973) 

which proposes that there is a "cost" to extrinsic rewards. Lepper contended that 

when students receive extemal rewards (instead of intemal rewards) they perceive 

outside sources as the causes of their behavior, and they reduce the importance that 

they attribute to their own motivation. 

Finally, Wentzel, Feldman, and Weinberger (1991) tested a path analytic model 

in which sixth-grade boys' self-restraint and emotional adjustment mediated the 

relationship between parental use of harsh and inconsistent discipline and academic 
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achievement. In this study, emotional adjustment referred to feelings of depression, 

anxiety, and low self-esteem. Academic achievement was gauged through classroom 

grades and achievement test scores. 

For mothers, the use of harsh and inconsistent discipline was both directly and 

related to academic achievement. It also had an additional negative effect on 

achievement by way of its impact on boys' feelings of distress and their self-esteem. 

Mother's parenting, however, had no direct effect on boys' self-restraint. For fathers, 

there were both direct and indirect relationships between the type of discipline the 

boys reported they received, and their level of self-restraint. Furthermore, for fathers, 

there was no direct relationship between the type of discipline they used and the boys' 

academic performance. The type of discipline fathers used did impact academic 

performance indirectly through its negative influence on boys' self-restraint, and 

emotional adjustment. 

The Relationship Between Parenting Style and 
Education Specific Parenting Behaviors 

Although both parenting style and education specific parenting behaviors have 

been shown to impact adolescent school related outcomes, very little is knowm about 

how these two sets of parenting variables relate to one another (Darling & Steinberg, 

1993; Smetana, 1994). To date, only one study has examined the relationship between 

these two sets of variables. In a large-scale study of approximately 6400 adolescents 
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ranging from 14 to 18 years of age, Steinberg, Lambom, Dombusch, and Darting 

(1992) found that authoritative parenting was associated with parental involvement in 

school and parental encouragement to succeed. Moreover, they found that these two 

factors had a strong influence on academic achievement. Even more interestingly, 

their analysis showed that while parental involvement was associated with higher 

school performance for all students, the magnitude of the impact of parental 

involvement was greater for students who described their parents as authoritative than 

for students who described their parents as non-authoritative. 

Understanding more about the relationship between global parenting style and 

education specific parenting practices would appear to be important for two reasons. 

First, from a theoretical standpoint, little is known about the actual process of how 

parents socialize their children and adolescents to achieve in school. Although most 

studies of parenting style and education specific parenting behaviors make reference to 

"socialization," they seldom identify specific socializing mechanisms. This lack of 

specificity as to how parents socialize their children and adolescents is one of the 

major criticisms of research related to parenting style (Darling & Steinberg, 1993; 

Smetana, 1994). 

Secondly, it also seems that a greater understanding of the relationship 

between these variables would be useful to educators and policy makers. As 

Christenson, Rounds, and Gomey (1992) point out, parental involvement is now 

27 



^^^^^^n^m im^ .liui 

considered the new panacea for all of our nations educational ills. However, as some 

researchers point out (Keith et al., 1992; Grolnick & Slowiaczek, 1994) the research 

on the effects of parental involvement in school is far from conclusive. Therefore, it 

would seem beneficial for educators to understand such educational specific parenting 

behaviors as parental involvement in school in light of their relationship to wider family 

interaction processes. 

The studies reviewed here suggest that dimensions of parenting style and 

education specific parenting practices will be related. Steinberg et al.'s (1992) study 

linked parental involvement and parental encouragement with authoritative parenting. 

Steinberg et al.'s study did not include either permissive or authoritarian parenting, but 

it seems reasonable that these dimensions also would be related to parental 

involvement in some fashion. Likewise Wentzel et al.'s (1991) study investigated the 

impact of parenting which was deemed harsh and inconsistent. These authors do not 

tie these dimensions to a specific parenting style, but the description suggests that 

harsh parenting might be related to an overall authoritarian approach to parenting. 

Albert Bandura's (1977) Social Learning Theory and his later adaptation which 

he calls Social Cognitive Theory (Bandura, 1986) would appear to be a useful lens for 

examining the relationship between parenting style and education specific parenting 

behaviors. Traditional behaviorist explanations emphasize that learning is the 

acquisition of responses either in reaction to certain stimuli, as in classical 
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conditioning, or as a result of those responses being previously reinforced and shaped, 

as in operant conditioning. The traditional behaviorist perspective also stresses that 

there are clear and direct links between stimulus and response and that learning is an 

observable or measurable behavior (Schunk, 1991; Hamilton & Ghatala, 1994) 

Social Learning and Social Cognitive theorists have a much broader view of 

reinforcement and learning. While they agree that learning can involve a change in 

behavior, they do not believe it must involve a change in behavior. The same holds 

tme for reinforcement. This perspective would agree that some learning is due to 

reinforcement, however, it does not believe that all learning must be directly 

reinforced. Rather, it believes that a great deal of learning takes place through 

observation. Likewise, reinforcement can also be vicarious. A Social Learning 

perspective stresses that people model not only their behavior but their expectations of 

themselves from watching the performance of other people and the consequences of 

their actions (Bandura, 1977, 1986; Schunk, 1991; Hamilton & Ghatala, 1994). 

As applied to the parent child relationship, a Social Learning approach would 

assert that the parent plays a cmcial role in a child's psychosocial development. 

Parents not only serves as a source of direct reinforcement for the child's behavior, but 

are also the primary and most salient model in the child's life (Bandura, 1977, 1986). 

Schneewind (1995) asserts that from a social learning perspective, parenting will have 

its major impact on children's control beliefs. He identifies the following aspects of 
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parenting as important to the development of intemal control beliefs in children, 

providing a stimulating family environment, responding consistently and contingently 

to children's behavior, emphasizing early independence training, encouraging 

autonomy and less intmsive interactions, using less hostile and more inductive 

disciplinary techniques, and relating to the child in a warm and emotionally supportive 

way. What is most striking about this list is how closely these attributes of family 

interaction fit the description of authoritative parenting. 

The current study proposed a model (see Figure 1) in which three education 

specific parenting behaviors mediate the relationship between global parenting style 

academic achievement, and three achievement-related factors. The three education 

specific parenting variables were: parental involvement in school, encouragement to 

achieve, and response to grades. Self-reported grades were the measure of academic 

achievement. The three achievement related factors were: achievement attributions, 

study strategies, motivation, and self-reported grade point average. This study 

proposes that although dimensions of parenting style are conceptually different than 

education specific parenting behaviors, the two sets of variables will be strongly 

related. It is proposed that parental involvement, parental response to grades, and 

parental encouragement to achieve will be the logical behavioral expressions of a 

larger partem of parental socialization or parenting style. 
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Authoritarian Authoritative Permissive 
parenting ^ / parenting parenting 

Figure 1 

Hypothesized Path Model 
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Given that Authoritarian parenting is characterized as harsh and 

unresponsive, it is hypothesized that it will be related to negative responses to 

adolescents' grades. By contrast, since Authoritative parents tend to be described as 

responsive and encouraging of autonomy, it is thought that Authoritative parenting 

will be related to both higher levels of parental involvement and the encouragement to 

achieve. Finally, since Permissive parents are typically described as encouraging their 

children to make their own decisions and seldom give guidelines for behavior, it was 

hypothesized that they would be less likely to communicate the importance to achieve. 

In tum, as the previously reviewed research indicates, parental involvement (Keith et 

al., 1992), parental values concerning education (Gustafson, 1994), and response to 

grades (Dombusch & Wood, 1989), all impact achievement related variables. 
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CHAPTER m 

METHODOLOGY 

Research Design 

The purpose of this study was twofold. The first objective was to explore the 

impact of parenting style and education specific parenting practices upon adolescent 

academic performance and achievement related factors. The second objective was to 

test a process model in education specific parenting practices mediate the influence 

that parenting style has upon adolescents academic performance and related processes. 

Four sets of variables were analyzed: (a) parenting style variables 

(Authoritative, Authoritarian, and Permissive parenting), (b) education specific 

parenting practices (Parental Involvement, Encouragement to Achieve, and Response 

to Grades), (c) achievement related factors (Achievement Attributions, Study 

Strategies, and Motivation) and, (d) academic achievement (Self-Reported Grade 

Point Average). The following hypotheses were tested 

Hypothesis 1 

The set of parenting style variables (Authoritative, Authoritarian, and 

Permissive parenting) are statistically significant predictors of the set of education 
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specific parenting practices (Parental Involvement, Encouragement to Achieve, and 

Response to Grades). 

Hypothesis 2 

The set of parenting style variables (Authoritative, Authoritarian, and 

Permissive parenting) are statistically significant predictors of academic achievement 

(as measured by Self-Reported Grade Point Average), and the set of achievement 

related factors (Achievement Attributions, Study Strategies, and Motivation). 

Hypothesis 3 

The set of education specific parenting practices (Encouragement to Achieve, 

Response to grades, and Parental involvement) are statistically significant predictors of 

academic achievement (as measured by Self-Reported Grade Point Average), and the 

set of achievement related factors (Achievement Attributions, Study Strategies, and 

Motivation). 

Hypothesis 4 

The set of adolescent achievement related factors (Achievement Attributions, 

Study Strategies, Motivation) are statistically significant predictors of adolescent 

academic performance (as measured by Self-Reported Grade Point Average). 
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Hypothesis 5 

The parenting style variables, the education specific parenting practices, and 

the achievement related factors are statistically significant predictors of adolescent 

academic achievement (as measured by Self-Reported Grade Point Average). 

Hypothesis 6 

The data in this study fit a path analytic model in which education specific 

parenting practices (Parental Involvement, Encouragement to Achieve, and Response 

to Grades) act as mediators between parenting style (Authoritative, Authoritarian, and 

Permissive parenting) and adolescents' academic achievement (Self-Reported Grade 

Point Average) and achievement related factors (Achievement Attributions, Study 

Strategies, and Motivation). 

Population and Selection of Sample 

The study utilized a volunteer sample of 198 students, grades 9 through 12 

from a large urban high school in a medium-sized city in the Southwestem United 

States. The school population was quite diverse, containing students from all 

socioeconomic backgrounds and races. 

Permission to approach the students was granted by the principal of the high 

school. The school counselor randomly selected classes from each grade level and 
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from different academic courses. The students who were approached to take part in 

the study were informed that participation was strictly voluntary, and all information 

was completely confidential. 

Only students who had clearly indicated having grades in three or more 

subjects were included for use in the study . Based upon this criteria, out of the 198 

students, 137 cases were retained for statistical analysis. 

The final sample was comprised of 2 ninth graders, 13 tenth graders, 45 

eleventh graders, 71 twelfth graders, and students who did not indicate their year in 

school. There were 69 males, 59 females, and 9 students who did not indicate their 

gender. Ethnically, the sample was composed of 64 Anglo Americans, 50 Hispanic-

Americans, 5 Asian Americans, 1 Native American, and 5 students from other ethnic 

backgrounds; 9 students did not indicate their ethnicity. 

Instmments 

This study utilized measures of (a) parenting style, (b) parental involvement 

in school, (c) parental encouragement to achieve, (d) parental response to grades, 

(e) achievement attributions, (f) study strategies, (g) motivation, and (h) self-

reported grade point average. The scaling for some of the measures used in this study 

differed in their original versions. For example, some of the scales were originally 
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measured on a 5-point Likert scale metric, while others were on a 6-point or 4-point 

metric. On the survey used in this study, all items were put on a 6-point metric. 

Each of these scales were subjected to exploratory factor analysis using a 

maximum likelihood extraction. The items on each scale were then tested to 

determine if they fit a single factor solution. Items were included on a scale if they 

loaded at .30 or higher. The factor loadings for each of the instmments are found in 

Appendix B. 

The Parental Authority Questionnaire (PAG) 

The Parental Authority Questionnaire (PAQ) (Buri, 1989) was used to 

measure the student's perceptions of three dimensions of the parenting style they 

experienced at home. The PAQ is a 30-item measure which assesses the adolescent's 

perceptions of their parent's use of authority using Baumrind's (1967) delineation of 

parenting styles. The thirty items are comprised often statements pertaining to 

Authoritarian parenting, ten statements pertaining to Permissive parenting and ten 

items related to Authoritative parenting. Sample items from the Authoritarian 

parenting scale are: (a) "My parents don't allow me to question any decision they 

make." (b) "My parents feel that if other parents used more force their children 

would behave the way they are supposed to." 

Sample items from the Permissive parenting scale are: (a) "My parents seldom 
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give me expectations and guidelines for my behavior." (b) "My parents feel that most 

problems in society would be solved if parents not restrict their children's activities, 

decisions, and desires." 

Sample items from the Authoritative parenting scale are: (a) "My parents 

discuss the reasoning behind mles or family policies with me." (b) "My parents take 

my opinions into consideration when making family decisions, but they would not 

decide to do something simply because I wanted it." 

The items for the PAQ were originally measured on a 5-point Likert scale. 

Test-retest reliabilities and coefficient alphas have been found to range from .77 to .92 

and .74 to .95. In this study, the Authoritative subscale had a Cronbach's alpha 

reliability of .85, the Authoritarian subscale had a Cronbach's alpha reliability of .78, 

and the Permissive subscale had a Cronbach's alpha reliability of .69 (Buri, 1989, 

1991). 

The Parental Involvement Scale 

The Parental Involvement Scale was designed to measure parental involvement 

in schooling. Specifically, the measure assessed the degree to which parents 

participated in school activities and programs, the degree to which they monitored 

their adolescents progress in school, and the degree to which they provided guidance 

in choosing courses and setting educational goals. Sample items include: (a) "My 
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parents attend school programs that are planned for adults." (b) "My parents 

regularly monitor my grades." 

The ten items on this scale consisted of Steinberg et al.'s (1992) five item 

measure of parental involvement in schoohng, plus an additional five items generated 

by the researcher. The items were on a Likert scale and higher scores were indicative 

of greater parental involvement. Steinberg et al.'s (1992) measure reported an intemal 

consistency coefficient alpha of .74. Cronbach's alpha for the scale as used in this 

study was found to be .86. 

The Encouragement to Achieve Scale 

The Encouragement to Achieve scale was developed to assess the degree to 

which adolescents perceive their parents model attitudes and behaviors which 

communicate the importance of education, and the possibility to achieve in school and 

in life. The original scale consisted of 10 items. Some of these items were worded in 

such a manner that a high score indicated that the adolescents felts their parents 

positively modeled or valued education, while others were worded such that a high 

score indicated the adolescents felt their parents were negative models of achievement 

and did not communicate the value of education. During data analysis, items which 

were worded negatively were reverse coded. On the basis of factor analysis and 

descriptive statistics, 7 items were retained for use in this study. Cronbach's alpha for 
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the Encouragement to Achieve scale was .74. Sample items include: (a) My parents 

tell me that doing well in school is important for my future." (b) "My parents believe 

that I can make good grades in diflficuh subjects even if I am not naturally good at 

them." (c) "My parents believe that success in life is mostly a matter of luck or other 

things besides personal effort." 

The Response to Grades Scale 

The Response to Grades scale consisted of four items which were developed to 

assess the degree to which adolescents perceived their parents respond in a negative, 

indifferent, or punitive manner to their performance in school. Items which assess the 

degree to which adolescents perceive their parents provide positive or encouraging 

feedback were not included based upon the findings of previous research (Dombusch 

& Wood, 1989; Steinberg et al, 1992) which suggests that this type of feedback has 

less effect upon students' grades than does parental feedback which is perceived to be 

negative or punitive in nature. 

Two of the four items on this scale refer to how parents respond when 

adolescents perform well in school, the other two items refer to how parents respond 

to their adolescents when they perform pooriy in school. The items are worded in 

such a way that higher scores indicate greater negativity or indifference. This scale 

was found to have a Cronbach's alpha of .79. The four items are as follows: (a) "If I 
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make a good grade in school my parents tell me I should do even better." (b) "If I 

make a good grade my parents tell me my other grades should also be as good." (c) 

"If I make a bad grade, my parents make me feel guilty." (d) If I make a bad grade 

my parents give me more restrictions (where I go, how late I stay out, use of a car, 

etc.)" 

The Achievement Attribution Scale 

The Achievement Attribution scale was created based on Connell's (1985) 

Multidimensional measure of Children's Perception of Control (MMCPC ). Connell's 

scale assessed children's understanding of who or what controls success and failure 

outcomes in their everyday world. High scores were indicative of an extemal pattem 

of attributions regarding who or what controlled success and failure, while lower 

scores indicated an intemal pattem of attributions related to the locus of responsibility 

for success in school. The Student Achievement Attribution scale modified some of 

these items for use with a High School age population and focused on achievement 

attributions. The original scale had 8 items. On the basis of factor analysis and 

descriptive statistics, five items were retained for use in this study. Cronbach's alpha 

for the scale was .74. Sample items include: (a) "I believe that when I make a good 

grade in school it is mostly because the teacher liked me." (b) "I believe that when I 

make a bad grade in school it is mostly because I was just unlucky." 
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The Study Strategies Questionnaire 

The Study Strategies Questionnaire (Lan, 1996) was used for the measure of 

adolescents study strategies. The SSQ is a Likert scale measure of how often students 

use 14 different self-regulatory study strategies. It is based upon Zimmerman and 

Martinez-Pons (1986) research which explored the most commonly used self-regulated 

learning strategies. Higher scores on this scale were indicative of both a greater 

number of study strategies utilized and the frequency of their use. In this study, 

Cronbach's alpha reliability was found to be .81. Sample items include: (a) "When I 

study or work on school assignments I check for mistakes as I work or before I tum in 

an assignment." (c) "When I study or work on school assignments I plan out the way 

I will do the assignment before I start." 

Learning Process Questionnaire 

The motivation scale used in this study was made up of items drawn from the 

Deep and Achieving Motivation subscales from the Learning Process Questionnaire 

(Biggs, 1987). According to Biggs, Deep and Achieving motivation are conceptually 

different. Deep motivation refers to a student's desire to leam more about a subject, 

regardless of how this impacts the students' grades, while Achieving motivation refers 

to a student's desire to perform well academically regardless of their interest in a given 

subject. Although Biggs research with Australian adolescents demonstrates that the 
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items on these two scales do load onto two distinct factors, pilot studies conducted 

with American adolescents do not confirm two distinct factors (Dawson, 1993). For 

use in this study, the two scales were combined into one scale. Higher scores were 

indicative of higher reported motivation, lower scores were indicative of lower 

motivation. Cronbach's alpha reliability was found to be .82. The motivation scale 

consisted of 12 items. Sample items include: (a) "I have a strong desire to be the best 

in all my studies." (b) "I find most new topics interesting and often spend extra time 

trying to find out more about them." 

Self Reported Grades 

Self-reported grades for the most recent six weeks grading period were used as 

the measure for students Grade Point Average. Student grades in five core subjects. 

Math, Science, Social Studies, Enghsh, and Foreign Languages were averaged to 

derive an overall Grade Point Average. 

Self-reported grades were used out of necessity because the researcher was not 

given access to student's achievement test scores. At the school where the survey was 

conducted, the school policy was to give the students their grades in a numeric format 

rather than giving grades in the format of "A" through'T". Students reported their 

grades in five-point intervals, ranging from below 60, to 95 or above Previous studies 

indicate that self-reported grades are highly correlated with grades taken from school 
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records (r=.80) (Donovan & lessor, 1985; Dombusch et al, 1987). In this study, it is 

also likely that the reliability was quite high, because the students received their six-

week grades the week prior to data collection. 

Procedure 

Participants in this study completed a 96-item self-report questionnaire. 

Administration time approximately 30 minutes. The questionnaire used in this study 

was administered by participating classroom teachers. On the day the questionnaire 

was administered the teachers passed out the questionnaires, which contained a cover 

letter asking them to participate in the study and ensuring them that their answers were 

completely confidential. The cover letter also contained instmctions for completing 

the questionnaire. The teachers read aloud the instmctions for completing the 

questionnaire as well. 

Data Analysis 

This data analyzed in this study consisted of three sets of variables (a) 

parenting style variables (Authoritative, Authoritarian, and Permissive parenting), (b) 

education specific parenting variables (Parental Involvement, Encouragement to 

Achieve, and Response to Grades), and (c) student outcomes (Achievement 

Attributions, Study strategies. Motivation, and Self-Reported Grade Point Average). 
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A correlation matrix was calculated for these ten variables used in this study. 

Multivariate regression analysis were mn to test the first five hypotheses. A Path 

Analysis was mn to test the sixth hypothesis. 
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CHAPTER IV 

RESULTS 

The results of the statistical analysis used in this study and discussion of these 

results are presented in this chapter in relation to each research hypothesis. Prior to 

analysis, the data was checked for accuracy of data entry and missing values using 

SPSS frequencies. The distributions of the ten variables used in the study were 

checked for univariate normality (see Appendix C). The distributions for the variables 

Encouragement to Achieve and Response to Grades were not normally distributed. 

The distributions for these variables were transformed using a reflect and square root 

procedure, as outlined in Tabachnick and Fidell (1989). 

In addition to this, appropriate statistical checks were employed to ensure that 

the data used in this study met the requisite assumptions for multivariate correlational 

statistical analysis. Linearity, Homoscedasticity, and the Independence of Residuals 

were checked for each multiple regression equation by examining the residual 

scatterplots (see Appendix C). 

Descriptive statistics for each variable used in the study are contained in Table 

1. The means, standard deviations, and ranges for the variables Encouragement to 

Achieve and Response to Grades reflect the transformations these variables underwent 

in order to meet the assumptions of univariate and multivariate normality. The mean. 
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standard deviation and range for the variable Self-Reported Grades reflects that it was 

on a 9-point scale rather than a 6-point scale. 

Table 2 contains the intercorrelations between the variables used in this study. 

An alpha level of .05 was used for all statistical tests. Examination of the 

intercorrelations among the variables used in this study indicates significant 

relationships between variables and clusters of variables. Correlations among the three 

parenting style variables indicate that Authoritative Parenting is significantly correlated 

with Permissive Parenting ( r = .26), but neither Authoritative Parenting (r = .01) nor 

Permissive Parenting (r = -.08) were significantly related to Authoritarian parenting. 

Correlations among the education-specific parenting variables indicate that 

Parental Involvement and Encouragement to Achieve were significantly related 

(r =.54), as were Parental Involvement and Parental Response to Grades (r = .18). 

Encouragement to Achieve and Parental Response to Grades were not significantly 

related (r=.01). 
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Table 1 

Descriptive statistics 

Variable 

Authoritative Parenting 

Authoritarian Parenting 

Permissive Parenting 

Encouragement to Achieve 

Parental Involvement 

Response to Grades 

Achievement Attributions 

Study Strategies 

Motivation 

Self-Reported Grades 

N 

137 

137 

137 

137 

137 

137 

137 

137 

137 

137 

M 

4.05 

3.83 

2.90 

1.26 

3.62 

1.52 

2.71 

4.35 

4.52 

6.67 

SD 

.89 

.88 

.71 

.29 

1.10 

.27 

.97 

.76 

.74 

1.27 

Range 

1.73-6.0 

1.70-5.90 

1.44-5.67 

.70-2.19 

1.10-5.70 

.71-2.23 

1.0-5.40 

1.55-5.82 

1.75-5.92 

2.80-6.75 
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Table 2 

Intercorrelations between outcome variables 

Variable 8 10 

1 Authoritative .01 .26** .55*** .58*** -.02 
Parenting 

.06 .42*** .35*** .11 

2 

3 

4 

5 

6 

7 

8 

9 

10 

Authoritarian 
Parenting 

Permissive 
Parenting 

Encourage
ment to 
Achieve 

Parental 
Involvement 

Response to 
Grades 

Achievement 
Attributions 

Study 
Strategies 

Motivation 

GPA 

-.08 -.20* .03 .28** .19* .11 .11 -.10 

1- .09 .06 .21' -.07 -.18^ 

.54*** .01 -.27** .35*** .41*** .22** 

.18* -.13 .38*** .34*** .18* 

.09 * * ! ( < -.04 -.07 -.30 

-.07 -.22** -.16 

.67*** .18^ 

.41 • • • I ' 

*p<.05 **p<.01 ***p<.001 
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Correlations among achievement related factors and academic achievement 

indicate that Achievement Attributions was significantly correlated with Motivation (r 

= -.22), but not significantly correlated with Study Strategies (r = -.07) or Self-

Reported Grades (r = -.16). Study Strategies was significantly correlated with 

Motivation (r = .67), and Self-Reported Grades (r =18). Motivation was 

significantly correlated with Self-Reported Grades as well (r = .41). 

In terms of the relationship between parenting style and education specific 

parenting practices. Authoritative parenting was significantly related to 

Encouragement to Achieve (r =55), and Parental Involvement (r =58), but not to 

Response to Grades (r = .02). Authoritarian parenting was significantly related to 

Encouragement to Achieve (r = -.20), and to Response to Grades (r = .28) but 

unrelated to Parental Involvement (r =03). Permissive parenting was not significantly 

correlated with any of the Education Specific parenting variables. 

As for the relationship between parenting style, academic achievement, and 

achievement related factors. Authoritative parenting was significantly related to Study 

Strategies (r = .42) and Motivation (r = .35), but was not related with to either 

Achievement Attributions (r = -.06) or Self-Reported Grades. Authoritarian parenting 

was significantiy correlated with Achievement Attributions (r = .19), but was not 

significantly correlated with any of the other achievement related factors. Permissive 

parenting was significantly correlated with Achievement Attributions (r = .21) and 

50 



Self-Reported Grades (r = -.18), but it was not significantly correlated with either 

Study Strategies ( r = .05) or Motivation (r = -.07). 

Finally, with regard to the relationship between the education specific 

parenting practices, academic achievement, and achievement related factors,. 

Encouragement to Achieve was significantly related to academic achievement and all 

three achievement related factors; Achievement Attributions (r = -.27), Study 

Strategies (r =35) , Motivation (r =41) , and Self-Reported Grades (r = .22). 

Parental Involvement was related to Study Strategies (r = .38), Motivation (r = .34), 

and Self-Reported Grades (r = . 18), but was not related to Achievement Attributions 

(r = -.13). Response to Grades was significantly related to Self-Reported Grades (r = 

-.30), but not to any of the other achievement related factors. 

Hypothesis 1 

In order to test the hypothesis that set of parenting style variables 

(Authoritative, Authoritarian, and Permissive parenting) are statistically significant 

predictors of the set of education specific parenting practices (Parental Involvement, 

Encouragement to Achieve, and Response to Grades), three sets of multiple regression 

equations were performed. In each of these multiple regression equations, the three 

parenting styles were used as predictor variables. This method of regression was 

chosen because each of the Parenting style scales were used as continuous variables. 

51 



Wfmi^m^ j i i , ! > n . 11 , i 

As indicated in Table 3, Authoritative parenting was a significant predictor of 

Parental Involvement (t = 8.22, p < .001), but Authoritarian and Permissive parenting 

were not. These findings indicate that adolescents who describe their parents as 

providing guidance while also encouraging independence also describe their parents as 

being involved in their schooling. Altogether, these three variables accounted for 

approximately 34% of the variance in Parental Involvement. 

Table 3 

Parenting style as a predictor of Parental Involvement 

Variable b beta 

Authoritative Parenting 

Authoritarian Parenting 

Permissive Parenting 

.74 

02 

.09 

.60 

.02 

-.06 

8.22*** 

.23 

-.78 

R' 

p < . 0 5 * * p < . 0 1 * * * p < . 0 0 1 

52 

.34 

Adjusted/?' 33 

R .59 
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Table 4 contains the muhiple regression equation using the parenting style 

variables as predictors of Encouragement to Achieve. All three parenting style 

variables were significant predictors of this variable; Authoritative (t = 9.18, p < 001), 

Authoritarian (t = -3.40, p < .001), and Permissive parenting (t = -4.03, p < .001). 

The findings suggest that adolescents who describe their parents as being highly 

authoritarian or highly permissive also described their parents as not having high 

expectations for them in school and not modeling positive achievement behaviors. The 

opposite pattem was found among adolescents that described their parents as highly 

authoritative. They described their parents as setting high standards for their behavior 

and as setting a positive example to follow. Together these three variables accounted 

for approximately 42% of the variance in Encouragement to Achieve. 

Table 5 contains the resuhs for the multiple regression equation using the 

parenting style variables as predictors of Response to Grades. Only Authoritarian 

parenting was a significant predictor of Parental Response to Grades (t = 3.53, p < 

.001). These findings indicate adolescents who describe their parents as being highly 

authoritarian also report that their parents provide feedback with regard to grades 

which is largely negative. Overall these three variables account for approximately 9% 

of the variance in Parental Response to Grades. 
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Table 4 

Parenting style as a predictor of Encouragement to Achieve 

Variable b beta 

Authoritative Parenting 

Authoritarian Parenting 

Permissive Parenting 

06 

.02 

.03 

.65 

-.22 

-.28 

9.18*** 

-3.43*** 

-4.03*** 

R' 
.42 

Adjusted R' 41 

R .64 

p<.05 **p<.01 ***p<.001 

54 



SSJf.^S.ri.t':-

Table 5 

Parenting Style as a Predictor of Response to Grades 

Variable b beta / 

Authoritative Parenting -.08 -.05 -.59 

Authoritarian Parenting .41 .29 3.53*** 

Permissive Parenting .17 .10 1.17 

R' 
.09 

Adjusted R' 07 

R .30 

*p<.05 **p<.01 ***p<.001 
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Hypothesis 2 

In order to test the hypothesis that the set of parenting style variables 

(Authoritative, Authoritarian, and Permissive parenting) are statistically significant 

predictors of academic achievement (as measured by Self-Reported Grade Point 

Average), and the set of achievement related factors (Achievement Attributions, Study 

Strategies, and Motivation), four sets of multiple regression equations were 

performed. 

As indicated in Table 6 both Authoritative parenting and Permissive parenting 

were significantly related to Self-Reported Grade Point Average. High scores on 

Authoritative parenting were associated with higher reported grades (t = 2.02, p < 

.05), while high scores on Permissive parenting were associated with lower reported 

grades (t = -2.68, p < .05). Overall, these variables accounted for 7.5% of the 

variance in Self-Reported Grades. 

Table 7 contains the results of the multiple regression with the parenting style 

variables as predictors of Motivation. Authoritative parenting was the only parenting 

style variable which was significantly related to Motivation (t = 4.80, p < .001). The 

results indicate that adolescents who describe their parents as being firm but fair, as 

being responsive to their needs and encouraging independence also report higher levels 

of motivation in school. These three variables accounted for 16% of the variance in 

Motivation. 
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Table 6 

Parenting style as a predictor of Self-Reported Grade Point Average 

Variables b Beta 

Authoritative Parenting 

Authoritarian Parenting 

Permissive Parenting 

1.24 

-.91 

•2.08 

.17 

-.13 

-.23 

2.02* 

-1.51 

-2.68** 

R' 
.075 

Adjusted L^ 054 

R .273 

*p<.05 **p<.01 ***p<.001 
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Table 7 

Parenting style as a predictor of Motivation 

Variables b Beta / 

Authoritative Parenting .33 .40 4.80*** 

Authoritarian Parenting .08 .09 1.15 

Permissive Parenting -17 -.16 -1.93 

R' 
16 

Adjusted/?' 14 

R .40 

*p<.05 **p<.01 ***p<.001 
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The results of the multiple regression with the Parenting style variables as 

predictors of Study Strategies are found in Table 8. As with Motivation, only 

Authoritative parenting is significantly related to Study Strategies. (t= 5.36, p <001). 

Again, the results suggest that adolescents who characterize their parents as being 

nurturant and who guide family decision making through reasoning, also report higher 

usage of self-regulated learning strategies. The parenting style variables accounted for 

19% of the variance in Study Strategies. 

Table 9 contains the results of the multiple regression with the parenting style 

variables as predictors of Achievement Attributions. Both Authoritarian and 

Permissive parenting were significantly related to Achievement Attributions (t = 2.60, 

p < .01) and (t = 3.06, p < .01. These results indicate that a parenting style which is 

perceived to be either predominantly permissive or authoritarian, two polar opposite 

ends on the continuum of the use of parental authority, is related to extemal 

attributions by students regarding who or what is responsible for their success in 

school. These three variables accounted for 10.3% of the variance in Achievement 

Attributions. 
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Table 8 

Parenting style as a predictor of Study Strategies 

Variables b Beta 

Authoritative Parenting 

Authoritarian Parenting 

Permissive Parenting 

37 

09 

.06 

.43 

.10 

-.05 

5.36*** 

1.29 

-.64 

R' 
19 

Adjusted R' 17 

R .44 

*p<.05 **p<.01 ***p<.001 
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Table 9 

Parenting style as a predictor of Achievement Attributions 

Variable beta 

Authoritative Parenting 

Authoritarian Parenting 

Permissive Parenting 

.14 

24 

36 

-.13 

.21 

.26 

-1.50 

2.60** 

3.06*** 

R 
.10 

p<.05 **p<.01 ***p<.001 

Adjusted R^ 

R 

61 

.08 

.32 

m^^^^ 



Hypothesis 3 

In order to test the hypothesis that the set of education specific parenting 

practices (Encouragement to Achieve, Response to grades, and Parental involvement) 

are statistically significant predictors of academic achievement (as measured by Self-

Reported Grade Point Average), and the set of achievement related outcome variables 

(Achievement Attributions, Study Strategies, and Motivation) four sets of multiple 

regression equations were performed. 

The results of the multiple regression equation using education specific 

Parenting variables to predict Self-Reported Grade Point Average are contained in 

Table 10. As indicated, only Response to Grades was significantly related to Self-

Reported Grades (t = -4.04, p < 001). The negative correlation coefficient between 

Response to Grades and Self-Reported Grades (r = -.30) is indicative of an inverse 

relationship between these two variables. Adolescents who perceive that their parents 

respond negatively to their grades predict lower reported grades. Together these three 

variables accounted for 16% of the variance in Self-Reported Grades. 

Table 11 contains the results of the multiple regression with Encouragement to 

Achieve, Parental Involvement, and Response to Grades as predictors of Motivation. 

Both Encouragement to Achieve (t= 3.28, p <001) and Parental Involvement (t = 

2.06, p < .05) were significantly related to Motivation. The findings suggest that 

parents that are more involved with their adolescents and encourage their adolescents 
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Table 10 

Education specific parenting variables as predictors of Self-Reported Grade Point 
Average 

Variables Beta 

Encouragement to Achieve 10.57 

Parental Involvement 

Response to Grades 

.96 

•1.72 

13 

17 

.33 

1.39 

1.70 

_4 04*** 

R' 
16 

Adjusted R' 

R 

.14 

.40 

p<.05 **p<.01 ***p<.001 
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Table 11 

Education specific parenting variables, as predictors of Motivation 

Variables b Beta 

Encouragement to Achieve 2.80 .31 3.28** 

Parental Involvement .13 .20 2.07* 

Response to Grades -. 06 - 10 1.17 

R' 
.20 

Adjusted R' 18 

R .45 

*p<.05 **p<.01 ***p<.001 
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to achieve also report higher motivation. The three predictor variables accounted for 

20% of the reported variance in Motivation. 

The results of the multiple regression equation using Encouragement to 

Achieve, Parental Involvement, and Response to Grades to predict Study Strategies 

are contained in Table 12. Parental Involvement was significantly related to Study 

Strategies (t= 3.13, p< .001), and Encouragement to Achieve approached significance 

(t = 1.93, p = .06). Greater reported parental involvement in school predicted higher 

reported used of self-regulated learning strategies. The three variables in this muhiple 

regression equation accounted for 18% of the reported variance in Study Strategies. 

The results of the multiple regression equation using the education specific 

parenting variables to predict Achievement Attributions are contained in Table 13. 

Encouragement to Achieve was significantly related to Achievement Attributions 

(t= -2.81, p < .001). The negative relationship between these variables indicates that 

adolescents who report that their parents do not actively communicate to them that 

achievement is important and attainable are likely to attribute their performance in 

school to extemal factors such as luck or how the teacher feels about them. These 

three variables accounted for 8.5% of the reported variance in Achievement 

Attributions. 
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Table 12 

Education specific parenting variables as predictors of Study Strategies 

Variables Beta 

Encouragement to Achieve 

Parental Involvement 

Response to Grades 

1.72 

.21 

.06 

.18 

.30 

-.10 

1.93 

3.14** 

-1.19 

R' 
.18 

Adjusted R^ 

R 

p<.05 **p<.01 ***p<.001 
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Table 13 

Education specific parenting variables as predictors of Achievement Attributions 

Variable 

Encouragement to Achieve 

Parental Involvement 

Parental Response to 
Grades 

b 

-3.40 

.00 

.07 

beta 

-.28 

.00 

.09 

/ 

-2.81*** 

.02 

1.02 

R' 
.09 

Adjusted R 

R 

.07 

.29 

*p<.05 **p<.01 ***p<.001 
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Hypothesis 4 

In order to determine if the set of adolescent achievement related factors 

(Achievement Attributions, Study Strategies, Motivation) are statistically significant 

predictors of adolescent academic performance (as measured by Self-Reported Grade 

Point Average), a muhiple regression was performed. 

The resuhs of the muhiple regression equation using Achievement Attributions, 

Study Strategies, and Motivation to predict Self-Reported Grade Point Average are 

found in Table 14. Motivation was significantly related to Self-Reported Grade Point 

Average (t = 4.71, p < 001). Study strategies and Achievement Attributions were not 

significantly related to Grade Point Average. These three variables accounted for 19% 

of the variance in Self-Reported Grade Point Average. 

The resuhs of this muhiple regression suggest the presence of what Cohen and 

Cohen (1975) term "Net Suppression." The correlation coefficient between 

Motivation and Self-Reported Grade Point Average in Table 2 was .41, while its beta 

value in Table 14 was .51. The correlation coefficient between Study Strategies and 

Grade Point Average in Table 2 was =18 , but its Beta value in Table 14 was -.16., 

indicating that in spite of the poshive correlation coefficient between Study Strategies 

and Self-Reported Grade Point Average, the function of Study Strategies within this 

multiple regression equation is primarily to suppress a portion of the variance in 

Motivation that is uncorrelated, with Self-Reported Grade Point Average. 

68 

^ ^ P H P M 



^n 

Table 14 

Achievement related factors as predictors of Self-Reported Grade Point Average 

Variables b Beta / 

Motivation 4.38 .51 4.71*** 

Study Strategies -1.33 -.16 -1.52 

Student Achievement -.40 -.07 -.77 
Attributions 

R' 
19 

Adjusted R' 17 

R .44 

*p<.05 **p<.01 ***p<.001 

In order to determine if this was a case of net suppression, two partial 

correlations were performed, a partial correlation between Motivation and Self-

Reported Grade Point Average controlling for Study Strategies, and a partial 

correlation between Study Strategies and Self-Reported Grade Point Average 

controlling for Motivation. The results of these partial correlations are reported in 

Table 15 and Table 16. As indicated in Table 15 controlling for Study Strategies does 

not affect the correlations between Motivation and Self-Reported Grades, and does 
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not confirm the presence of suppression. Likewise in Table 16, when holding 

Motivation constant, the correlation between Study Strategies and Self-Reported 

Grades is -. 14, which also fails to confirm the presence of suppression. Interestingly, 

although this partial correlation coefficient does not reach significance at the p < .05 

level, it is in the opposhe direction of the zero order correlation coefficient between 

these two variables. A tentative interpretation is that holding the effects of Motivation 

constant, as adolescents increase their use of self-regulated learning strategies their 

performance in school decreases slightly. 

Table 15 

Partial correlation between Motivation and Self-Reported Grades controlling for Study 
Strategies 

Variable 2 

1 Motivation .40 

2 Self-Reported Grades 

p<.05 **p<.01 ***p<.001 
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Table 16 

Partial correlation between Study Strategies and Self-Reported Grades controlling for 
Motivation 

Variable 2 

1 Study Strategies -.14 

2 Self-Reported Grades 

p<.05 **p<.01 ***p<.001 

Hypothesis 5 

In order to determine the percentage of variance in Self-Reported Grade Point 

Average accounted for by the variables in this model, a muhiple regression was 

performed. As indicated in Table 17, the full model, which includes the Parenting 

Style variables, the Education Specific Parenting variables and Achievement 

Attributions, Motivation and Study Strategies, accounted for 30.3% of the variance in 

Self-Reported Grade Point Average. Within the fiill model, only Motivation (t = 4.42, 

p < .001) and Parental Response to Grades (t= -3.48, p < 001) were found to be 

significant predictors of Grade Point Average. Authoritative Parenting and Permissive 

Parenting, which were significant predictors of Grade Point Average in a separate 

multiple regression equation, were no longer significant predictors within the context 

of the full model. 
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Table 17 

Parenting style variables, education specific variables, and achievement-related factors 
as predictors of Self-Reported Grade Point Average 

Variables 

Authoritative Parenting 

Authoritarian Parenting 

Permissive Parenting 

Encouragement to Achieve 

Parental Involvement 

Response to Grades 

Achievement Attributions 

Study Strategies 

Motivation 

b 

-.42 

-.56 

-1.19 

-26 

1.08 

-1.48 

.12 

-1.44 

4.08 

Beta 

-.06 

-.08 

-.13 

-.00 

.19 

-.28 

.02 

-.17 

47 

t 

-.55 

-.90 

-1.59 

-.03 

1.86 

-.3.50*** 

.22 

-1.66 

4.42*** 

R^ 
.30 

*p<.05 **p<.01 ***p<.001 

Adjusted I^ 

R 

72 

.25 

.55 
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Hypothesis 6 

A path analysis using SPSS LISREL was performed in order to determine if 

the data in this study fit a path analytic model in which the education specific parenting 

practices act as mediators between parenting style and academic achievement and 

achievement related factors. Figure 1 presents the hypothesized path model used in 

this study. 

Path analysis is a statistical technique for testing the validity of a theory about 

causal relationships between three or more variables. It is an extension of muhiple 

regression which allows the researcher to investigate how several variables, either 

singly or in combination, might affect a particular pattem of behavior. Although path 

analysis demonstrates the utility of a hypothesized model, it does not prove that causal 

relationships exists between the variables in the model. Furthermore, path analysis 

only tests the model hypothesized by the researcher. Equally viable models which 

explain the relationship between the hypothesized set of variables may exist (Borg & 

Gall, 1989). 

Based on previous research which indicates that parenting style can be 

considered causal in relation to academic outcomes (Steinberg et al, 1989), the 

parenting style variables (Authoritative, Authoritarian, and Permissive parenting) were 

entered as independent variables, or predictor variables. The other seven variables 

were entered as dependent variables. Again, it was assumed that within the set of 
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dependent variables. Encouragement to Achieve, Parental Involvement, and Response 

to Grades temporally preceded the three achievement related factors (Student 

Achievement Attributions, Study Strategies, and Motivation and Self-Reported Grade 

Point Average). 

Table 18 presents the Total Effects, Indirect Effects, Direct Effects, and / 

values for the path analytic model which was tested. Ordinarily, only the Direct 

Effects, or path coefficients, are included in reporting the resuhs of path analysis. 

However, the Total and Indirect Effects were included in this table to more clearly 

indicate the mediating effects that the education specific variables had upon the 

relationship between the parenting style variables and adolescent academic 

achievement and achievement related factors. 

Examination of the values in Table 18 provide evidence that the education specific 

variables do in fact mediate the relationship between parenting style and the other 

variables in the model. With regard to the parenting style variables. Authoritative 

parenting, which was a significant predictor of both Motivation and Self-Reported 

Grade Point Average in separate multiple regression equations, has little direct effect 

upon these variables. However, examination of the Total and Indirect Effects indicates 

that the effects of Authoritative parenting are mediated by the other variables included 

in the model. Thus Authoritative parenting can be seen as important to both the 

motivation and achievement of adolescents, but only indirectly. 
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Table 18 

Total Effects, Indu-ect Effects, Direct Effects, and / Values for Path Model 

Variable 

ATV 

(t-

ENC 
.63 
.00 
.63 

= -9.18) (t 

PI 
.60 
.23 
.37 

= 4.24) (t 

RG 
-.05 
.20 
-.25 

= -2.24) 

ACH 
13 

.19 
.06 

(/=.54) (t 

SS 
.43 
.22 
.22 

= 2.01) it 

MO 
.40 
.40 
-.00 

= -.04.) 

GPA 
.17 
.23 
-.06 

(r= .56) 

ATR 

PRM 

ENC 

-.23 
.00 
-.23 

(r=-3.43) 

-.28 
.00 
-.28 

( r=^ .03 ) 

.02 
-.08 
.10 

(r=1.42) 

-.06 
-.10 
.04 

(r=.59) 

..36 
00 

.36* 
(t=A.\l) 

.29 
-.01 
.30 

(r = -3.59) 

.10 
-.03 
.13 

(f = -1.51) 

.16 

.10 

.06 
(t= .56) 

.21 

.06 

.15 
(r=1.70) 

.26 

.07 

.19 
it = 2.\4) 

-.24 
-.02 

-.22* 
(/=-1.96) 

.10 
-.07 
.17 

(/ = 2.04*) 

-.05 
-.07 
.02 

(/=.22) 

.21 

.05 

.16 
a =1.45) 

.09 
-.03 
.12 

it= 1.80) 

-.16 
-.12 
-.03 

(/ = -.52) 

.34 

.15 
.19* 

it = 2.23) 

13 
-.05 
-.07 

(r = -.92) 

-.23 
-.10 
-.13 

it =-\.62) 

.14 

.14 
-.00 

(/=-.17) 

PI 

RG 

..27 
.00 

.27* 
(/=2.60) 

-.07 
.01 
-.08 

(/= .76) 

.05 

.00 

.05 
(r=.55) 

.15 
-.03 
.18 

it= 1.79) 

-.12 
.00 
-.12 

it =-\.45) 

.10 

.08 

.02 
it =.20) 

-.14 
-.08 
-.06 

(r = -.98) 

.13 
-.06 
.19 

(r=1.90) 

-.33 
-.04 

-.28* 
(/ =-3.56) 

ACH .02 
.00 
-.02 

it = -24) 

-.14 
-.01 
-.13* 

(/=-1.96) 

-.04 
-.06 
.02 

it = .23) 

SS 

MO 

GPA 

.57 

.00 

.57 
(r = 8.25) 

.10 

.27 
-.17 

(r=-1.70) 

47 
.00 
.47* 

(r=4.55) 

• />1.96 

KEY: ATV: Authoritative parenting ATR: Authoritarian parenting PRM: Permissive parenting ENC: 
Encouragement to Achieve PI: Parental Involvement RG: Response to Grade ACH: Achievement 
Attributions SS: Study Strategies MO: Motivation GPA: Self-Reported Grade Point Average. 
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The same basic pattem of findings can be seen in the relationship between 

Authoritarian parenting and Achievement Attributions, and between Permissive 

parenting and both Motivation and Self-Reported Grade Point Average. Whereas in 

separate muhiple regression equations there were significant relationships between 

these variables, the inclusion of the education specific parenting practices reduced the 

direct relationship between these variables to non-significance. 

The inclusion of the education specific parenting practices did not however 

reduce all of the relationships between the parenting style variables and the 

achievement related factors to non-significance, however. Examination of the Total 

and Indirect effects of the relationship between Authoritative parenting and Study 

Strategies indicates that while some of the direct effect was reduced, the relationship 

between these two variables remained significant. The same held tme for the 

relationship between Permissive parenting and Achievement Attributions. The Indirect 

Effects dampened the relationship, but it remained significant. In the case of 

Authoritarian parenting and Study Strategies, the Indirect Effect actually strengthened 

the overall relationship between these variables so that there was actually a significant 

path between these two variables. 

Figure 2 presents the model that emerged from the path analysis, showing only 

the paths that were significant at the p < .05 (t > 1.96) level The coefficient for 

determination for the hypothesized model, one measure of a path model's fit,, was 
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.65. This indicated that the hypothesized configuration explained approximately 65% 

of the variance in the model. 

In examining the path analytic model, 6 out of 9 possible paths from the 

parenting style variables to the education specific parenting practices were significant. 

There were significant paths from Authoritative parenting to all three education 

specific parenting practices., from Authoritarian parenting to Response to Grades and 

Encouragement to Achieve, and from Permissive parenting to Encouragement to 

Achieve. In addition to this, there were significant paths from both Authoritative and 

Authoritarian parenting to Study Strategies, and from Permissive parenting to 

Achievement Attributions. 

Among the education specific parenting practices, there was a significant path 

from Response to Grades to Self-Reported Grade Point Average. There were 

significant paths between Encouragement to Achieve and both Achievement 

Attributions and Motivation. There were no significant paths from Parental 

Involvement to any of the achievement related factors or Self-Reported Grade Point 

Average. 

As for the interrelationships among the achievement related factors and their 

relationships with Self-Reported Grade Point Average, there were significant paths 

between Motivation and both Achievement Attributions and Study Strategies. There 
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was only one significant path between the achievement related factors and academic 

performance, the path between Motivation and Self-Reported Grade Point Average. 

An interpretation based of the resuhing path model is that Authoritative 

parenting had little direct impact, but quite a bit of indirect impact upon the academic 

performance of adolescents. The only direct influence that Authoritative parenting had 

was upon adolescents' use of self-regulated study strategies. Parents that were 

described as being highly Authoritative also tended to respond positively to their 

adolescents' grades, were actively involved in their adolescents' schoohng, and 

conmiunicated the importance of education to their adolescents. By doing these 

things. Authoritative parents influenced the motivation of their adolescents, which in 

tum was related to their reported grades. 

Like Authoritative parenting, the impact of Authoritarian parenting upon 

grades was primarily indirect, by way of its influence upon Education Specific 

parenting practices. Authoritarian parenting was related to a negative response to 

grades and a lack of positive feedback which encouraged their adolescents to achieve. 

By doing these things. Authoritarian parents influenced their adolescents' motivation, 

which was related to their reported grades. 

As with the other parenting style variables. Permissive parenting was only 

indirectly related to reported grades. Its impact was mediated by Encouragement to 

Achieve and Achievement Attributions. As with Authoritarian parenting, parents who 
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were characterized as being highly Permissive provided Uttle positive feedback and did 

not model positive achievement related values, which in tum was related to motivation 

and ultimately grades. Additionally, Permissive parenting was associated with 

adolescents attributing their success m school to factors that were not directly under 

their control. 
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Figure 2 

Actual path model (only significant paths (t > 1.96 p < .05) are shown 
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CHAPTER V 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

Summary of Resuhs 

The purpose of this study was to investigate the relationship between global 

parenting style. Education Specific parenting practices and a number of factors related 

to adolescents' academic performance. This study not only assessed the degree of 

relationship between variables, h also tested a process model in which specific parental 

practices mediated the relationship between global parenting style and academic 

achievement and achievement related factors. Three dimensions of global parenting 

style were identified: (a) Authoritative, (b) Authoritarian, and, (c) Permissive 

parenting. The three education specific parental processes which were thought to 

mediate the relationship between overall parenting style and adolescents' academic 

outcomes included the following: (a) Parental Involvement, (b) Encouragement to 

Achieve, and, (c) Response to Grades. Three achievement related factors were 

measured: (a) Achievement Attributions, (b) Motivation, and (c) Study Strategies,. 

Finally, there was one measure of academic achievement, Self-Reported Grade Point 

Average. 

All of the major hypotheses of this study received at least modest support. 

Many aspects of hypothesis one, which stated that the parentmg style variables would 
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be statistically significant predictors of the education specific parenting practices were 

confirmed. There was a significant and positive relationship between Authoritative 

parenting and Parental Involvement and Encouragement to Achieve. There was a 

negative and significant relationship between Authoritarian parenting and 

Encouragement to Achieve and Response to Grades. There was also a negative and 

significant relationship between Permissive parenting and Encouragement to Achieve. 

The second hypothesis that the parenting style variables would be statistically 

significant predictors of the academic achievement and achievement related processes 

was confirmed. A significant and positive relationship between Authoritative 

parenting and Self-Reported Grade Point Average, Motivation, and Study Strategies 

was found. Authoritarian parenting was found to be significantly related to a pattem 

of extemal achievement attributions by adolescents. There was a significant and 

negative relationship between Permissive parenting and Self-Reported Grade Point 

Average. Permissive parenting was also significantly related to a pattem of extemal 

achievement attributions by adolescents. 

The third hypothesis, that the three education specific parenting behaviors were 

significant predictors of academic outcome and achievement related factors was also 

moderately supported. There was a significant and positive relationship between 

Encouragement to Achieve and Motivation. It was also positively related to a pattem 

of intemal attributions by adolescents. There was also a significant and positive 
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relationship between Parental Involvement and Motivation and Study Strategies 

Finally, there was a significant and negative relationship between Response to Grades 

and Self-Reported Grade Point Average, indicatmg that as adolescents perceived their 

parents responses to grades to be increasingly negative the lower their reported 

academic achievement. 

The fourth hypothesis, that the achievement related factors were significant 

predictors of Self-Reported Grade Point Average, received only modest support. Only 

Motivation was found to have a significant and positive relationship with Self-

Reported Grade Point Average. 

The fifth hypothesis, that parenting style variables, the education specific 

parenting practices, and the achievement related factors were predictive of Self-

Reported Grade Point Average was confirmed. The variables used in this study 

accounted for approximately 30% of the variance in grade point average. However, 

within the context of the full model, only Motivation and Response to Grades were 

found to be a significant predictor of achievement. The relationship between 

Motivation and Self-Reported Grade Point Average was positive, while the 

relationship between Response to Grades and achievement was negative. 

The final hypothesis, regarding whether the variables in this study fit a path 

analytic model in which three education specific parenting behaviors mediated the 

relationship between parenting style and adolescent academic outcomes received 
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moderate support. The three education specific parenting behaviors. Response to 

Grades, Parental Encouragement to Achieve, and Parental Involvement were found to 

mediate some of the relationships between parenting style and academic achievement 

and achievement related factors. 

Conclusions 

The resuhs of this study are relevant to school personnel and parents, as well 

as theoreticians and researchers in education, psychology and related fields. The 

overall findings of this study demonstrate that parents impact the educational 

development of their children, even into late adolescence. The major hypotheses of 

this study were confirmed; education specific parental behaviors and attitudes mediate 

the relationship between parenting style and adolescent's school related outcomes. 

The results of this research support the notion that social learning theory is a 

usefiil lens through which the complex relationship between parents and adolescents, 

and between approaches to parenting and resultant adolescent achievement related 

outcomes can be viewed. However, while the overall hypotheses were confirmed, 

specific relationships between individual variables were not confirmed. Both the 

relationships between variables which confirmed the hypotheses, and those which did 

not warrant further discussion and investigation. 
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Parenting Style and Education Specific Parenting Practices 

Authoritative parenting was related to Parental Involvement as hypothesized. 

The resuhs of the path analysis indicate that parents who are described as being highly 

authoritative are also more involved in their adolescents schooling. Steinberg et al. 

(1992) noted similar findings with regard to Authoritative parenting and Parental 

Involvement; however, theu" research did not address the relationship between either 

Authoritarian or Permissive parenting and Parental Involvement. 

Given that Permissive parents are described as being laissez-faire and grant 

their adolescents a great deal of autonomy, it might be expected that there would be a 

negative relationship between Permissive parenting and Parental Involvement. The 

resuhs of this study, however, do not support such a notion. Within the path analysis, 

there was not a significant path between Permissive parenting and Parental 

Involvement. Examination of the zero-order correlation indicates no relationship (r = 

.09) exists between these variables. A tentative interpretation would be that 

descriptions of parents as being highly permissive in their approach to parenting has 

little bearing on whether they are involved m the schoohng of their adolescents. 

The findings regarding the relationship between Authoritarian parenting and 

Response to Grades fit with the broad pattem of findings related to Authoritarian 

parenting. In general. Authoritarian parents are characterized as being highly punitive 

and low on responsiveness. Thus, h was not surprising that adolescents who described 
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their parents in this way would also describe them as providing little positive feedback 

related to their performance in school. 

The lack of relationship between Authoritative parenting and Parental 

Response to Grades, on the other hand, was unexpected. To begin with, parental 

responsiveness is one of the hallmarks of Authoritative parenting (Baumrind, 1967, 

1971, 1991). It would be assumed, therefore, that responsiveness would carry over 

into parental response to adolescents grades. Furthermore, although other studies 

have not directly examined the relationship between these two specific variables, the 

relationship between Authoritative parenting and related variables, such as Parental 

Encouragement to Succeed (Steinberg et al, 1992) suggested that Authoritative 

parenting would be associated with a pattem of providing adolescents with frequent 

positive feedback concerning their performance in school. 

All three parenting style variables were significant predictors of 

Encouragement to Achieve. Authoritative parenting was associated with parents 

reportedly modeling positive achievement related attitudes and behaviors and having 

high expectations for their adolescents. By definition. Authoritative parenting is 

characterized as holding high behavioral standards, as well as being responsive, and 

encouraging autonomy. It was expected, therefore, that Authoritative parenting 

would be positively related to the encouragement of achievement. 
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Steinberg et al.'s (1992) research suggested that Authoritative parenting would 

be more strongly associated Parental Encouragement to Achieve than either 

Authoritarian or Permissive parenting. However, k was not anticipated that both of 

these parenting dimensions would be negatively related to the Encouragement to 

Achieve. The current findings indicate that adolescents who described their parents as 

increasingly Authoritarian or Permissive also reported that their parents did not model 

positive achievement related attitudes or behaviors, and they reported that their 

parents did not have high expectations for them. 

Parenting Style and Achievement Related Factors 

The pattem of findings regarding the relationship between parenting style and 

Achievement Attributions and Motivation are consistent with Dweck's (Dweck & 

Elliott, 1984; Dweck & Leggett, 1988) descriptions of mastery oriented and helpless 

students. According to Dweck, students have one of two possible theories, or beliefs 

about intelligence. Students who hold an entity theory of intelligence believe that their 

intellectual ability is a fixed trait. When these students perform well, their performance 

validates their intelhgence. However, when they perform pooriy they also attribute 

their lack of success to their abiUty. These students are, therefore, more vulnerable to 

discouragement in the face of failure because they believe their failure is a sign of their 

lack of intelligence. In a series of studies, Diener and Dweck (1978, 1980) monitored 
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the verbalizations of children during problem-solving tasks. When children with an 

entity theory faced difficulty and failure on a task, they quickly began attributing their 

failure to their personal inadequacy, they expressed feelings of boredom and anxiety, 

and they engaged in task irrelevant cognitions. 

The entity theory of intelhgence, or helpless orientation, is similar to the 

motivational pattem exhibited by adolescents in this study who described their parents 

as either Authoritarian or Permissive. In both cases, these adolescents reported lower 

motivation and usage of study strategies, and more extemal attributions regarding the 

reasons for their success or failure in school. 

Likewise, the behavior pattem of adolescents that reported that then- parents 

were highly authoritative is consistent with Dweck's description of students who have 

mastery orientation. According to Dweck, mastery oriented students hold an 

incremental theory of intelhgence, that is, they beheve that theû  intelligence can be 

developed through learning. Therefore, when they perform well, they attribute their 

success to their effort or the strategies they employ rather than their sheer intelligence. 

In the face of failure they remain resihent, attributing their failure to factors over which 

they have some measure of control In this study, adolescents who described their 

parents as being highly authoritative reported higher motivation, higher reported usage 

of self-regulated learning strategies, and more mtemal attributions regarding who or 

what was responsible for their success in school. 
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Parenting Style and Academic Achievement 

The degree of relationship between the indices of Authoritative, Authoritarian 

and Permissive parentmg and Self-Reported Grade Point Average are consistent with 

other studies. Dombusch et al. (1987) reported zero order correlations between 

Authoritative parenting and grades for males of .08 and for females .13. For 

Authoritarian parentmg, the correlations were -.18 for males, and -.17 for females 

For Permissive parenting, the correlations were -.09 for males, and - 13 for females. 

In this study, the correlations were not broken down by gender. The correlation 

between Authoritative parenting and grades was . 11; the correlation between 

Authoritarian parenting and grades was -.10; and the correlation between Permissive 

parenting and grades was -. 1. 

In both studies, the degree of relationship between these variables is significant, 

but not necessarily important. Dombusch et al. (1987) do not even report the overall 

contribution of parenting style to achievement in their study, and in the current study, 

the parenting style variables only accounted for approximately 7.5% of the variance in 

grades. Nevertheless, in light of the fact that parenting style is an important predictor 

of various education specific parenting practices and achievement related factors, it 

should be considered an important factor in influencing student achievement. 
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Education Specific Parenting Practices and School Related Outcomes 

The correlation between Parental Involvement and Self-Reported Grade Point 

average was positive and significant (r = . 18, p < .05) indicating that as reported 

parental involvement increased reported grades also increased, which was consistent 

whh findings from other studies (Kehh et al, 1992; Grolnick & Slowiaczek, 1994). 

However, contrary to what was hypothesized. Parental Involvement was not a 

significant predictor Self-Reported Grade Point Average. 

Parental Involvement was, however, a significant predictor of Motivation and 

Study Strategies. Adolescents who described their parents as taking an active role in 

their education also reported higher levels of motivation and more frequent use of self-

regulated learning strategies. 

Consistent with other studies which examine the impact of parent expectations 

(Entwistie & Hayduk, 1978; Gustafson, 1994), this study found that Encouragement 

to Achieve was a significant predictor of Motivation, Study Strategies, and 

Achievement Attributions. The findmgs indicate that adolescents who report that their 

parents communicate to them that they value education and that they believe that their 

adolescents can achieve, also report higher motivation, greater usage of self-regulated 

learning strategies, and more intemal attributions regarding the reasons for success or 

failure in school. 
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As mentioned in the Methods chapter, the questions which comprise the 

Encouragement to Achieve scale attempted to tap into the ambiguous but powerful 

process of modeling. The scale not only questioned adolescents whether their parents 

told them that education was important and that achievement through hard work was 

possible, h also questioned adolescents whether they feh their parents behaved in ways 

that were indicative of such beUefs. For example, the scale not only asked adolescents 

whether their parents told them that they could achieve neariy anything if they worked 

at it, it also assessed whether the adolescents feh their parents had a tendency to blame 

other people when things went wrong. This scale then, sought to tap both the tangible 

and intangible ways in which parents communicate achievement related attitudes. The 

fact that Encouragement to Achieve was a significant predictor of Achievement 

Attributions, Study Strategies, and Motivation suggests that the underiying dimension 

which is tapped by this scale plays an influential role in shaping adolescent's attitudes 

and behaviors related to schooling 

As hypothesized. Response to Grades was a significant predictor of 

adolescents reported grades. The findings indicate the more punitive and extrinsic the 

reinforcement that adolescents perceive they receive from their parents, the lower their 

reported grades. Dombusch and Wood's (1989) study of parental reaction to grades 

found a similar pattem of findings. They went on to suggest that the lower grades 

were due to Lepper's (Lepper & Green, 1978; Lepper, Green, & Nisbett, 1973)"over-
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justification" effect. As applied to adolescents, the overjustification effect would 

predict that adolescents who were primarily rewarded or punished in such areas as the 

use of a car or other extemal sanctions, would value these extemal rewards more than 

intemal reasons for academic achievement. Lepper's theory would predict that 

adolescents would be less intemally motivated toward schoolwork and more 

concemed about the extemal rewards or punishments. The findings of the current 

study, however, did not find any relationship between Response to Grades and 

Motivation. Response to grades was also not related to either Study Strategies or 

Achievement Attributions. 

Relationships between Achievement Related Factors 

As hypothesized. Achievement Attributions were significantly related to 

motivation. In this study there was a negative relationship between these variables 

indicating that extemal attributions were related to lower motivation. These findings 

are consistent with research which indicates that students who believe that they have 

little control over academic outcomes hold low expectations for success and display 

low motivation to succeed (Licht & Kistner, 1986). 

Also as hypothesized. Study strategies were significantly related to Motivation. 

The two variables, were in fact, the most highly correlated variables in the study. The 

findings indicate that higher reported use of self-regulated learning strategies were 
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associated with higher motivation. The findings make intuitive sense, students that are 

motivated are more hkely to employ study strategies in order to attam their goals 

There was not a statistically significant relationship between Achievement 

Attributions and Study Strategies. The two variables were negatively correlated, 

indicating that a higher reported use of self-regulated learning strategies were 

associated with more intemal attributions by adolescents. 

Achievement Related Factors and Self-Reported Grade Point Average 

Research suggests that the relationship between motivation and achievement is 

complex. It has been demonstrated that high grades, high achievement test scores, and 

high IQ scores in the grade school years are not necessarily indicative of "optimal" 

motivation (Dweck & Elliott, 1983; Dweck & Leggett, 1988). For example, grade 

school age girls typically outperform their male counterparts, however, they often 

exhibh motivational pattems that render them vuhierable to failure. Grade school boys 

on the other hand, though typically performing lower than girls, are often more 

resihent in the face of failure (Dweck & Gilhard, 1975, Dweck & Reppucci, 1975; 

Licht & Dweck, 1981). However, other research (Grolnick & Ryan, 1989; Grolnick, 

Ryan, & Deci, 1991) indicates regardless of gender, children who exhibit healthy 

motivational pattems perform well academically. 
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There is less research on the relationship between achievement and motivation 

among adolescents. The research that does exist however, indicates that that higher 

motivation is associated with better academic outcomes (Biggs & Rihn, 1984). The 

current study also found a strong relationship between motivation and achievement. 

In fact motivation was the strongest predictor of reported grades, indicating that 

higher levels of reported motivation were associated with higher reported grades. 

Contrary to what was hypothesized, neither Achievement Attributions nor 

Study Strategies were significant predictors of Self-Reported Grade Point Average. 

The non-significant relationship between Study Strategies and Self-Reported Grade 

Point Average may stem from the manner in which this variable shares variance with 

Motivation. Another explanation may be that some self-regulated study strategies are 

more effective in some classes than in others. For example, the strategy of reviewing 

the textbook might be effective in a class where the text is closely followed, but it 

might be less effective in a class that stressed the application of knowledge to novel 

situations. Still another ahemative is that certain study strategies may be more 

effective than others. For example, the strategy of asking a peer for help may be less 

effective than asking the teacher for help. 
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Resuhs of Path Analysis 

The resuhs of the path analysis provide support for the hypothesis that Parental 

Involvement, Encouragement to Achieve, and Response to Grades mediate the 

relationship between parentmg style dimensions and adolescent academic outcomes. 

As hypothesized, there were direct paths from all three parenting style variables to 

Encouragement to Achieve, there were direct paths from Authoritarian and 

Authoritative parenting to Response to Grades, and there was a direct path from 

Authoritative parenting to Parental involvement. Likewise as hypothesized 

Encouragement to Achieve was related to Achievement Attributions, and there were 

significant paths between Response to Grades and Self-Reported Grade Point 

Average, and Motivation and Self-Reported Grade Point Average. 

Contrary to what was hypothesized however, neither Achievement Attributions 

nor Study Strategies were significantly related to Self-Reported Grade Point Average. 

Also, there was also no relationship between Response to Grades and Motivation, or 

between Parental Involvement and any of the achievement related factors. 

The direct paths between Authoritative parenting and Response to Grades, and 

between Authoritarian parenting and Study Strategies are probably cases of 

suppression (Cohen & Cohen, 1977). Examination of the zero order correlations, as 

well as the results of the multiple regression equations demonstrate that these variables 
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are not significantly related. In both cases, the degree of relationship is probably 

exaggerated. 

The specific findings of the path analysis support the general pattem of findings 

in other studies examining the relationship between parenting styles and children's 

psychosocial and academic outcomes. Authoritative parenting was associated with 

behaviors and atthudes on the part of both parents and adolescents that facilitate 

achievement. Authoritative parenting was linked to higher levels of reported parental 

involvement in their adolescent's schooling as well as attitudes and behaviors that 

communicate the value of education. This modeling of poshive achievement in tum 

was associated with high motivation and intemal attributions regarding success in 

school. 

Authoritarian parenting was associated with more punitive and extrinsic 

responses to adolescents academic performance, and with atthudes and behaviors 

which do not encourage achievement. A negative response to grades was associated 

with lower reported grades, and low scores on the encouragement to achieve were 

associated with lower motivation, and uhimately lower grades. 

Permissive parenting was associated whh a lack of encouragement to achieve 

and with extemal attributions by adolescents about achievement. A pattem of extemal 

attributions was indirectly related to lower reported grades, via hs negative 

relationship with motivation. 

96 



^m 

The findings of the path analysis suggest that there is a natural overiap between 

global parenting style and specific parental behaviors that are more directly related to 

adolescents academic outcomes. For Authoritative parents, a logical extension of their 

tendency to be firm and fau", to provide guidance and encourage autonomy is to be 

more heavily involved in their adolescents schooling and to model positive attitudes 

towards achievement. It can also be seen that Authoritarian parent's tendency to 

respond negatively to their adolescents performance in school is consistent with their 

tendency to be punitive and to provide little in the way of nurturance. Finally, the fact 

that Permissive parenting is not significantly related to either Parental Involvement or 

Response to Grades may reflect an indifference on the part of parents that is 

characterized as being highly permissive. 

Implications 

This clear Unking of parents' overall approach to parenting and their attitudes 

and behaviors towards their adolescent's schooling is perhaps the most important 

finding of this study. For both researchers and educators, this finding in many ways 

merely confirms common sense. One would expect there to be a continuhy between 

the manner in which parents approach the issue of schooling and the way they 

approach other issues related to child rearing. Nonetheless, as previously mentioned, 

to date only one study (Steinberg et al., 1992) has hnked parenting style to education 
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specific parenting practices. Furthermore, neariy every study that examines the 

relationship between parenting and academic outcomes calls for more research which 

clarifies the process by which parents influence adolescents. 

Operationalizing socialization is one of the biggest challenges facing theories 

like Social Leammg Theory, which emphasize that people are influenced by their 

environment. On the one hand, if socialization is defined too broadly h loses hs 

explanatory power. For example, Dombusch et al. (1987) linked parentmg style to 

different pattems of academic outcomes. In this case, parenting style represented 

socialization. Unfortunately, the concept of parenting styles was so broad it offered 

no meaningful explanation as to why differences in academic performance existed. 

On the other hand, if socialization is defined too narrowly, h is diflficuh to 

integrate the findings into a larger theoretical framework. For example, many of the 

studies on parenting and children's academic outcomes link specific parental behavior 

to lower or higher grades. Unfortunately, these studies cannot relate these specific 

parental behaviors into a larger pattem of parental behavior. This leads to a somewhat 

disjointed view of parental influence. 

The current study partially addressed this problem by examining both global 

parenting style and parental behaviors more directly related to school. The resuhs of 

this study support a Social Learning Theory perspective by demonstrating that there is 

a continuhy between the macro level concept of parenting style and the micro level 
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behaviors related to how parents model behaviors and atthudes related to their 

adolescent's schooling. The results of this sUidy are consistent with a systemic 

perspective of family interaction (Constantine, 1986; Nicholls& Everett, 1986). From 

this perspective, the behavior of one member of a family cannot be understood in 

isolation of other family members. Likewise, as applied to the question of how 

parent's influence the academic achievement of their adolescents, this perspective 

would assert that h is necessary to look at the parent-adolescent relationship as a 

whole as well as the education specific behaviors and attitudes of the parents. 

The fact that global parenting style is related to education specific parenting 

practices, and that both of these things in tum are related to achievement related 

factors and academic achievement could be constmed as either good news or bad 

news to educators. On the one hand, the findings of this study suggest that education 

specific parenting attitudes and behaviors are parts of wider family processes, 

processes which in many instances are not easily changed. This has profound 

implications for the way educators view such things as parental involvement. One 

implication is that in some cases, getting parents to be involved in their student's 

education, will require more than simply attending school programs or parent-teacher 

conferences, h will involve changing some parents fundamental approach to parenting. 

On the other hand, another way of understanding the relationship between 

overall parenting style and education specific parenting practices is that the education 
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specific parenting practices are tangible behavioral expressions of parents' overall 

parenting style. In this light, changing the education specific practices parents engage 

in can be seen as one way of influencing parents overall parenting style. That is, by 

teaching parents how to encourage achievement in their adolescents, how to respond 

to their adolescents performance in school in way that promotes achievement, and how 

to be involved in their adolescent's schooling in a productive way, educators will be 

impacting key aspects of the parent-adolescent relationship. 

Recommendations 

The results of this study suggest that concept of Permissive parenting needs 

further refinement. The Permissiveness scale used in this study was found to have 

better psychometric properties than Permissiveness scales used in other studies 

(Dombusch et al., 1987; Lambom et al, 1991). Still the scales low reliability signals 

that the scale needs refinement. 

Darhng and Steinberg (1993) noted that the Permissive Parenting Style itself 

needs to be re-examined. They note Permissive parenting is not conceptually clear 

because h contains elements which can be constmed as indifferent or apathetic to 

children's needs, elements which suggest that parents are incapable of controlling or 

adequately meeting their children's needs, and elements which refer to parents' 

ideological commitment to the value of autonomy. 
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Future research needs to be done to determine if there a significant link 

between adolescents home environment and their overall motivational orientation. 

The findings of the current study suggest that both a Permissive and an Authoritarian 

parenting style are associated with what Dweck (Dweck & Elliot, 1984; Dweck & 

Leggett, 1988) terms an Entity theory of intelligence while an Authoritative parenting 

style is associated with an incremental theory of intelligence 

For adolescents who are underachieving or are having behavioral difficulties in 

school. Systemic Family Therapy (Constantine, 1986; Nicholls & Everett, 1986) 

would be appear to be a suitable intervention. As the name imphes. Systemic family 

therapy looks at the family as a whole, rather than the behaviors of one mdividual It 

also looks at behavior in light of the larger family processes rather than behaviors in 

isolation. From this perspective, the underachieving behavior, or other problematic 

behavior of the adolescent would be considered as but one aspect of the larger 

relational process. This bemg the case, intervention would focus on the mles and 

processes that govem the parent adolescent relationship as a whole rather than on 

focusing on one aspect of that relationship, such as how parents react to grades. 
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My ethnic background is (Circle one) Afhcan-American Anglo-American 1 am (circle one) Male Female 

Asian American Hispanic American Native-American Other 1 am in grade (circle one) 9 10 

11 12 

My parents (stepparents or guardians) 
(circle the answer that best describes you) 

Neva- Rardy Occasio Fairly Yen Always 
nally Oaen Often 

1 Help me with my homework if I ask for help 
2 Attend school programs that are plamied for 
parents or adults (PTA meetings, parent teacher 
conferences etc. 
3 Ask me if I have completed all my homework 
assignments 
4 Watch me participate in sports, musical concerts 
or other extracurricular activities 
5 Help me decide which courses to take in school 
6 Regularly monitor my grades 
7 Are involved in school organizations (athletic, 
band, or choir booster clubs, campus committees, 
etc.) 
8. Know when I have a major test or class project 
due in school 
9. Help me to set positive goals for my education 
10. Make sure that I complete any make-up work 
when I miss school 

1 
1 

1 

1 

1 
1 
1 

1 

1 
1 

2 
2 

2 

2 

2 
2 
2 

2 

2 
2 

3 
3 

3 

3 

3 
3 
3 

3 

3 
3 

4 
4 

4 

4 

4 
4 
4 

4 

4 
4 

5 
5 

5 

5 

5 
5 
5 

5 

5 
5 

6 
6 

6 

6 

6 
6 
6 

6 

6 
6 

If I make a good grade my parents (stepparents 
or guardians) 

Never Rarely Occasio Fairly Very Always 
nally Often Often 

1. Praise me 
2. Reward me with money or a gift 
3. Give me fewer restrictions (where I go, how late 
I stay out, use of a car, etc.) 
4. Tell me I should do even better 
5. Tell me my other grades should also be as good 
6. Consider it normal and do nothing special 
7. Don't know about it 
8. Eton't care about it 

1 
1 
1 

1 
1 
1 
1 
1 

2 
2 
2 

2 
2 
2 
2 
2 

3 
3 
3 

3 
3 
3 
3 
3 

4 
4 
4 

4 
4 
4 
4 
4 

5 
5 
5 

5 
5 
5 
5 
5 

6 
6 
6 

6 
6 
6 
6 
6 

I beheve that vfhen I make a good grade in 
school it is mostly because 

Never Rarely Occasio Fairly Very Always 
nally Often Often 

1.1 Studied and worked hard 
2.1 am naturally good at the subject 
3. The teacher liked me 
4.1 was just lucky 
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I believe that when I make a bad grade in 
school it is mostly because 

NevCT Rarely Occasio Fairly \'er> 
nallv Ofî n Often 

1.1 didn 't study or work hard enough 
2.1 am wor naturally good at the subject 
3. The teacher didn't like me 
4.1 was just unlucky 

If I make a bad grade my parents (stepparents 
or guardians) 

Never Rarely Occasio Fairly Verv 
nally Often Often 

When I study or work on school assignments, 
I... 

Never Rarely 
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Always 

Always 

1. Make me feel guilty 
2. Give me more restrictions (where I go, how late 
I stay out, use of a car, etc.) 
3. Encourage me to try harder 
4. Ofifer to help me 
5. They don't know about it 
6. They don't care about it 

1 
1 

1 
1 
1 
1 

2 
2 

2 
2 
2 
2 

3 
3 

3 
3 
3 
3 

4 
4 

4 
4 
4 
4 

5 
5 

5 
5 
5 
5 

6 
6 

6 
6 
6 
6 

Occasio Fairly \'er> Always 
nally Often Often 

1. Check for mistakes as I work, or before 1 tum in 
an assignment 
2. Make outlines of things that I am reading or 
stucfying 
3. Plan out the way I will do the assignment before 
I start 
4. Do things to help myself concentrate when I 
work (tum the radio or TV off or on) 
5. Do things to reward myself for stucfying or 
working hard 
6. Rehearse and memorize important information 
7. Try to get help from my classmates when I am 
having difficulty on an assignment 
8. Try to get help from my teacher when 1 have 
difficulty with an assignment 
9. Review the textbook before a test 
10. Review my past assignments or notes before a 
test 

1 

1 

1 

1 

1 

1 
1 

1 

1 
1 

2 

2 

2 

2 

2 

2 
2 

2 

2 
2 

3 

3 

3 

3 

3 

3 
3 

3 

3 
3 

4 

4 

4 

4 

4 

4 
4 

4 

4 
4 

5 

5 

5 

5 

5 

5 
5 

5 

5 
5 

6 

6 

6 

6 

6 

6 
6 

6 

6 
6 



When it comes to my schooling, overall, my 
parents (stepparents or guardians)... 
1. Have high expectations for me in school, and 
for my career when I finish school 
2. Seem to be too busy with their own problems to 
care much about my schooling 
3. Tell me that doing well in school is important 
for my fiiture 

Never Rarely 

4. Tell me that I can achieve nearly anything if I 
work at it 
5. Believe that my grades in school are mostly due 
to my natural abihty (not my effort) 
6. Believe that if I do poorly in school that the 
teachers or school administrators are to blame 
7. Believe that I can make good grades in difficult 
subjects, even if I'm not naturally good at them 

Occasio 
nally 

Fairly 
Often 

Very 
Often 

Ahvavs 

My overall attitude and approach to school 
tasks is that... 
1.1 have a strong desire to be the best in all my 
studies 
2.1 find that stucfying some topics can be very 
interesting 
3.1 do as little as necessary to pass 
4.1 try to obtain high marks in all my subjects 
because of the advantage this gives me in 
competing with others when I leave school 
5. like to study a topic thoroughly enough to form 
my own point of view 
6.1 would rather be highly successftil in school 
even if this makes me unpopular with my 
classmates 
7.1 believe 1 can make good grades in nearly any 
subject if I work hard enough 
8.1 will work for good grades in a subject 
regardless of whether I like the subject 
9.1 see doing well in school as a kind of game, 
and I play to win 
10.1 find most new topics interesting and often 
spend extra time trying to find out more about 
them 
11.1 find that many subjects can become very 
interesting once you get into them 
12.1 am not afi^d to try difficult or challenging 
subjects, even if I may not make good grades 

Never Rarely 

2 

2 

2 
2 

2 

2 

2 

2 

2 

2 

2 

2 

Occasio 
nally 

3 

3 

3 
3 

3 

3 

3 

3 

3 

3 

3 

3 

Fairly 
Oftai 

4 

4 

4 
4 

4 

4 

4 

4 

4 

4 

4 

4 

Ver\ 
Often 

5 

5 

5 
5 

5 

5 

5 

5 

5 

5 

5 

5 

Always 

6 

6 

6 
6 

6 

6 

6 

6 

6 

6 

6 

6 
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My parents (stepparents or guardians)... 

1. Feel that in a well-mn home the children 
should have their way in the family as often as the 
parents do 
2. Feel that it is good for me to be forced to do 
what they think is right (even when 1 disagree 
with them) 
3. Expect me to do what they ask immediately 
without asking questions 
4. Discuss the reasoning behind rules or family 
policies with me 
5. Always encourage me to discuss with them 
when I feel a family rule or restriction is 
unreasonable 
6. Feel that it is important for me to be free to 
make up my own mind and do what I want to do, 
even if this does not agree with what they want 
7. Don't allow me to question any decision they 
make 
8. Direct the activities and decisions of the 
children in my family through reasoning and 
discipline 
9. Feel that if other parents used more force their 
children would behave the way they are supposed 
to 
10. Feel that I do not need to obey mles and 
regulations simply because someone in authority 
established them 
11.1 know what my parents expect of me, but I 
feel free to discuss these expectations with them 
when I feel their expectations are unreasonable 
12. Feel that wise parents teach their children at 
an early age who the bosses are in the family 
13. Seldom give me expectations and guidelines 
for my behavior 
14. Usually do what the children want when 
making family decisions 
15. Consistently give us directions and guidance 
by reasoning with us and listening to our 
viewpoints 
16. Get very upset if 1 disagree with them 
17. Feel that most problems in society would be 
solved if parents would not restrict their children's 
activities, decisions, and desires 
18. Let me know what behavior is expected of me, 
and if I don't meet those expectations they punish 
me, without considering my viewpoint 

Never 

1 

Rarel 
y 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 
2 

2 

Occasio 
nally 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 
3 

3 

Fairly 
Often 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 
4 

4 

\er\ 
Often 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 
5 

5 

Always 

6 

6 

6 

6 

6 

6 

6 

6 

6 

6 

6 

6 

6 

6 

6 

6 
6 

6 
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My parents (stepparents or guardians)... 

19. Allow me to make most decisions for myself 
without a lot of direction from them 
20. Take my opinions into consideration when 
making family decisions, but they would not 
decide to do something simply because I wanted it 
21. Do not feel responsible for directing and 
guiding my behavior 
22. Have clear standards of behavior for the 
children in our family, but they are willing to 
adjust the standards for each individual child 
23. Give me directions for my behavior and 
activities and they expect me to follow their 
directions, but they are always willing to listen to 
my concems and discuss them with me 
24. Allow me to form my own point of view on 
family matters and generally allow me to decide 
for myself what I am going to do 
25. Feel that most problems in society would be 
solved if parents were more strict and forcefiil 
when their children disobey 
26. Often tell me exactly what they want me to do 
and how they expect me to do it, without 
considering my needs and desires 
27. Give me clear direction for my behaviors and 
activities but they are also understanding when I 
disagree with them 
28. My parents do not direct the behaviors, 
activities and desires of the children in my family 
29.1 know what my parents expect of me; they 
insist that I conform to their expectations simply 
out of respect for their authority 
30. When my parents make a family decision that 
hurts me, they are willing to discuss the decision 
with me and they will admit it if they make a 
mistake 
31. Seem to live from one crisis (or problem) to 
the next 
32. Tend to blame other people when things go 
wrong 
33. Believe that success in life is due mostly to 
luck, or other things besides personal effort 
34. Know the TV shows and movies that I watch 
35. . Believe that being good at a job or career is 
mostly a matter of natural ability (not personal 
effort 

Never Rarel 
y 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 
2 

Occasio 
nally 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 
3 

Fairlv 
Often 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 
4 

\ e n 
Often 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 
5 

Always 

6 

6 

6 

6 

6 

6 

6 

6 

6 

6 

6 

6 

6 

6 

6 

6 
6 
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Authoritative parenting; 

hem 

Discuss the reasoning behind mles or family policies with me 

Factor loading 

.65 

Always encourage me to discuss with them when I feel a familv rule or 
restriction is uru-easonable 

.78 

I know what my parents expect of me, but I feel free to discuss these 
expectations with them when I feel their expectations are unreasonable 

.60 

Consistently give us directions and guidance by reasoning with us and 
listening to our viewpoints 

77 

Get very upset if I disagree with them .37 

Have clear standards of behavior for the children in our family, but they 
are willing to adjust the standards for each individual child 

.40 

Give me directions for my behavior and activities and they expect me to 
follow their directions, but they are always willing to listen to my 
concems and discuss them with me 

80 

Allow me to form my own point of view on family matters and generally 
allow me to decide for myself what 1 am going to do 

53 

Give me clear direction for my behaviors and activities but they are also 
understanding when I disagree with them 

.79 

When my parents make a family decision that hurts rne, they are willing 
to discuss the decision with me and they will admit it if they make a 
mistake 

.70 
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Authoritarian parenting 

^iASt 

Item 

Feel that it is good for me to be forced to do what they think is right (even 
when I disagree with them) 

Factor loading 

.53 

Expect me to do what they ask immediately without asking questions .75 

Don't allow me to question any decision they make 43 

Feel that if other parents used more force their children would behave the way 
they are supposed to 

46 

Direct the activities and decisions of the children in my family through 
reasoning and discipline 

.65 

Feel that wise parents teach their children at an early age who the bosses are in 
the family 

41 

Let me know what behavior is expected of me, and if I don't meet those 
expectations they punish me, without considering my viewpoint 

.61 

Feel that most problems in society would be solved if parents were more strict 
and forceftil when their children disobey 

.73 

Often tell me exactly what they want me to do and how they expect me to do it. 
without considering my needs and desires 

.62 

I know what my parents expect of me; they insist that I conform to their 
expectations simply out of respect for their authorit> 

42 
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Permissive parenting 

Item Factor loading 
Feel that in a well-mn home the children should have their way in the family as .61 
often as the parents do 

Feel that h is important for me to be free to make up my own mind and do what 
I want to do, even if this does not agree with what they want 

Feel that I do not need to obey mles and regulations simply because someone in 
authority established them 

Seldom give me expectations and guidelines for my behavior 

Usually do what the children want when making family decisions 

Feel that most problems in society would be solved if parents would not restrict 
their children's activities, decisions, and desires 

.47 

41 

.34 

.37 

.37 

Allow me to make most decisions for myself without a lot of direction from 
them 

.31 

Do not feel responsible for directing and guiding my behavior 

My parents do not direct the behaviors, activities and desires of the children in 
my family 

.55 

.32 
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Parental Involvement 

Item 

Help me with my homework if I ask for help 

Factor loading 

.66 

Attend school programs that are planned for parents or adults (PTA meetings, 
parent teacher conferences etc. 

.59 

Ask me if I have completed all my homework assignments .61 

Watch me participate in sports, musical concerts or other extracurricular 
activities 

.65 

Help me decide which courses to take in school .66 

Regularly monitor my grades 

Are involved in school organizations (athletic, band or choir booster clubs, 
campus committees, etc.) 

.50 

.50 

Know when I have a major test or class project due in school .66 

Help me to set positive goals for my education .75 

Make sure that I complete any make-up work when I miss school .74 
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Encouragement to Achieve 

Item 

Have high expectations for me in school, and for my career when 1 finish school 

Factor 

Loading 

.76 

Tell me that doing well in school is important for my future .71 

Tell me that I can achieve nearly anything if 1 work at it .82 

Believe that I can make good grades in difficult subjects, even if I'm not 
naturally good at them 

.51 

Seem to live from one crisis (or problem) to the next .30 

Tend to blame other people when things go wrong .30 

Believe that success in life is due mostly to luck, or other things besides personal 
effort 

47 
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Restwnse to Grades 

Item 

Tell me 1 should do even better 

Factor loading 

.69 

Tell me my other grades should also be as good .82 

Make me feel guilty .36 

Give me more restrictions (where 1 go, how late I stay out, use of a car, etc.) .52 
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Achievement Attributions 

Item 

The teacher liked me 

Factor loading 

.40 

I was just lucky 71 

I am not naturally good at the subject .49 

The teacher didn't like me .58 

/ 
I wasjustunlucl^ .77 

121 



J 

Study Strategies 

I studied and worked hard 

Item Factor Loading 

.48 

Check for mistakes as I work, or before I tum in an assignment .68 

Make outhnes of things that 1 am reading or studying .56 

Plan out the way I will do the assignment before I start .51 

Do things to help myself concentrate when I work (tum the radio or TV off or 
on) 

.30 

Do things to reward myself for stucfying or working hard 41 

Rehearse and memorize important information .66 

Try to get help from my classmates when I am having difficulty on an 
assignment 

.37 

Try to get help from my teacher when I have difficulty with an assignment 

Review the textbook before a test 

.59 

.70 

Review my past assignments or notes before a test .80 
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Motivation 

Item 

1 have a strong desire to be the best in all my studies 

Factor Loading 

.63 

I fmd that studying some topics can be very interesting .57 

1 do as little as necessary to pass .55 

1 try to obtain high marks in all my subjects because of the advantage this gives me in 
competing with others when 1 leave school 

.72 

1 like to study a topic thoroughly enough to form my own point of view .44 

1 would rather be highly successful in school even if this makes me unpopular with my 
classmates 

.54 

1 believe 1 can make good grades in nearly any subject if 1 work hard enough .38 

I will work for good grades in a subject regardless of whether 1 like the subject .67 

1 see doing well in school as a kind of game, and I play to win .54 

1 fmd most new topics interesting and often spend extra time trying to fmd out more 

about them 

49 

1 find that many subjects can become very interesting once you get into them .62 

1 am not afraid to try difficult or challenging subjects, even if 1 may not make good 

grades 

.54 
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APPENDDC C 

TESTS OF UNIVARL\TE AND MULTIVARIATE NORMALITY 

124 



Stem and Leaf Plot of the Variable Authoritative parenting 

Valid cases: 137.0 Missing cases: .0 Percent missing: .0 

Frequency Stem& Leaf 

1.00 Extremes (1.7) 
2.00 

6.00 

6.00 

15.00 

30.00 

36.00 

20.00 

14.00 

6.00 

1.00 

Stemwidtl] 

Each leaf: 

1 . 99 

2* 122333 

2. 566799 

3 * 000000001222334 

3 . 555556666667777778888899999999 
4 * 000000011111111112222223333333444444 

4. 55556666677778889999 

5* 00000111222344 

5 . 567778 

6* 0 

i: 1.00 

1 case(s) 
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Stem and Leaf Plot of the Variable Authoritarian Parenting 

Valid cases: 137.0 Missing cases: .0 Percent missing: .0 

Frequency Stem& Leaf 

2.00 

7.00 

10.00 

28.00 

25.00 

36.00 

13.00 

10.00 

6.00 

Stem widtb 

Each leaf: 

1 . 77 

2 * 0002334 
2. 5555666779 
3* 0000111112222222333333444444 

3 . 5555666777777788888899999 

4 * 000000111111222222222223333333344444 

4. 5555556666789 

5 * 0000001222 

5. 557789 

i: 1.00 

1 case(s) 
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Stem and Leaf Plot of the Variable Permissive parenting 

Valid cases: 137.0 Missing cases: .0 Percent missing: .0 

Frequency Stem& Leaf 

3.00 I f 444 
8.00 1 s 66667777 
1.00 1 . 8 
6.00 2 * 011111 
14.00 2t 22222333333333 
16.00 2 f 4444444555555555 
18.00 2 s 666666666666777777 
6.00 2 . 888888 
20.00 3 * OOOOOOOOOOOl11111111 
17.00 3 t 22222222333333333 
7.00 3 f 4444555 
9.00 3 s 677777777 
2.00 3 . 88 
7.00 4 * OOOOOOl 
1.00 4t 2 
2.00 Extremes (5.2), (5.7) 

Stem width: 
Each leaf: 

1.00 
1 case(s) 
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Stem and Leaf Plot of the Variable Encouragement to Achieve 

Valid cases: 137.0 Missing cases: .0 Percent missing: .0 

Frequency Stem& Leaf 

7.00 Extremes (.23), (.39), (.43), (.46), (.50), (.52) 
1.00 

3.00 

.00 

.00 
13.00 

5.00 

10.00 

13.00 

31.00 

8.00 

19.00 

17.00 

10.00 

5t 3 

5f 555 

5s 
5. 
6* 0000001111111 

6t 33333 
6 f 4444444445 

6 s 6666666677777 

6 . 8888888888888899999999999999999 

7* 11111111 

7t 2222222222223333333 
7 f 44444444444455555 

7 s 6677777777 

Stem width: .10 

Each leaf: 1 case(s) 

128 



. - ^ • - • - • - I f . ^ M 

Stem and Leaf Plot of the Variable Parental Involvement 

Valid cases: 137.0 Missing cases: .0 Percent missing: .0 

Frequency Stem& Leaf 

6.00 
6.00 
15.00 
11.00 
12.00 
22.00 
30.00 
20.00 
14.00 
1.00 

1 * 122444 
1 . 556777 
2 * 000133344444444 
2. 55566688899 
3 * 000001122444 
3 . 5555555666777788888889 
4 * 000001111222222223333333333444 
4. 55555566666666777899 
5* 00000111222334 
5. 7 

Stem width: 1.00 
Each leaf: 1 case(s) 
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Stem and Leaf Plot of the Variable Response to Grades 

Valid cases: 137.0 Missing cases: .0 Percent missing: .0 

Frequency Stem& Leaf 

9.00 
11.00 
19.00 
21.00 
27.00 
18.00 
11.00 
8.00 
5.00 
4.00 

1 * 000000022 
1. 55555577777 
2 * 0000000002222222222 
2. 555555555567777777777 
3 * 000000000000002222222222222 
3 . 555555555577777777 
4 * 00000222222 
4. 55577777 
5 * 00022 
5. 5557 

4.00 Exfremes (6.0) 

Stem width: 1.00 
Each leaf: I case(s) 
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Stem and Leaf Plot of the Variable Achievement Attributions 

Valid cases: 137.0 Missing cases: .0 Percent missing: .0 

Frequency Stem& Leaf 

16.00 

18.00 

30.00 

15.00 

29.00 

6.00 

17.00 

4.00 

2.00 

Stem width 

Each leaf: 

1 * 0002224444444444 

1 . 666666666888888888 
2 * 000000022222224444444444444444 

2. 666666688888888 
3 * 00000000000000002222222444444 

3 . 666666 
4* 00000000000222224 

4. 6688 

5* 04 

i: 1.00 

1 case(s) 
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Stem and Leaf Plot of the Variable Sttidy Strategies 

Valid cases: 137.0 Missing cases: .0 Percent missing: .0 

Frequency Stem& Leaf 

3.00 Extremes (1.5), (1.6), (2.0) 
1.00 

.00 

.00 
1.00 

1.00 

5.00 

9.00 

7.00 

13.00 

16.00 

10.00 

20.00 

7.00 

9.00 

19.00 

10.00 

5.00 

.00 
1.00 

2t 3 
2f 
2s 
2. 9 
3* 1 
3 t 22233 
3 f 444555555 
3 s 6666677 
3 . 8888889999999 
4* OOOOOOOOOOOl nil 
4t 2222333333 
4 f 44444444444455555555 
4 s 6677777 
4. 888899999 
5* 0000000000000000011 
5t 2222233333 
5 f 45555 
5s 
5. 8 

Stem width: 1.00 

Each leaf: 1 case(s) 
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Stem and Leaf Plot of the Variable Motivation 

Valid cases: 137.0 Missing cases: .0 Percent missing: .0 

Frequency Stem& Leaf 

4.00 Extremes (1.8), (2.3), (2.5), (2.6) 
2.00 3 * 00 
3.00 3 t 223 
3.00 3 f 455 
11.00 3 s 66777777777 
2.00 3 . 99 
14.00 4 * 00000000001111 
12.00 4t 222222223333 
21.00 4f 444444445555555555555 
12.00 4 s 667777777777 
15.00 4. 888888999999999 
18.00 5 * 000000000000011111 
7.00 5t 2222233 
5.00 5 f 44555 
6.00 5 s 666777 
2.00 5 . 89 

Stem width: 
Each leaf: 

1.00 
I case(s) 
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Stem and Leaf Plot of the Variable Self-Reported Grades 

Valid cases: 137.0 Missing cases: .0 Percent missing: .0 

Frequency Stem& Leaf 

2.00 Extremes (2.8), (3.3) 
.00 
2.00 
3.00 
5.00 
11.00 
10.00 
26.00 
16.00 
19.00 
17.00 
18.00 
8.00 

3* 
3. 56 
4 * 023 
4. 66667 
5 * 00000022244 
5. 5666666888 
6 * 00000002222222333333334444 
6. 5556667777777888 
7* 0000002222233333444 
7. 55666666666777888 
8* 000000000002222233 
8. 56666778 

Stem width: 1.00 
Each leaf: 1 case(s) 
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Regression Predicted \^lue 

Figure 3 

Scatterplot of predicted values of the variable Parental Involvement by the 
independent variables Authoritative, Authoritarian, and Permissive Parenting. 
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Regression Predicted \^lue 

Figure 4 

Scatterplot of predicted values of the variable Encouragement to Achieve by the 
independent variables Authoritative, Authoritarian, and Permissive Parenting. 
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Regression Predicted N l̂ue 

Figure 5 

Scatterplot of predicted values of the variable Response to Grades by the dependent 
variables Authoritative, Authoritarian, and Permissive Parenting. 
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Regression Predicted \^lue 

Figure 6 

Scatterplot of predicted values of the variable Self-Reported Grades by the 
independent variables Authoritative, Authoritarian, and Permissive Parenting. 
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Regression Predicted N l̂ue 

Figure 7 

Scatterplot of predicted values of the variable Motivation by the independent variables 
Authoritative, Authoritarian, and Permissive Parenting. 
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Regression Predicted N l̂ue 

Figure 8 

Scatterplot of predicted values of the variable Study Strategy by the independent 
variables Authoritative, Authoritarian, and Permissive Parenting. 
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Regression Predicted N l̂ue 

Figure 9 

Scatterplot of predicted values of the variable Achievement Attributions by the 
independent variables Authoritative, Authoritarian, and Permissive Parenting. 
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Regression Predicted N l̂ue 

Figure 10 

Scatterplot of predicted values of the variable Self-Reported Grades by the 
independent variables Parental Involvement, Encouragement to Achieve, and 
Response to Grades. 
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Regression Predicted \^lue 

Figure 11 

Scatterplot of predicted values of the variable Motivation by the independent variables 
Parental Involvement, Encouragement to Achieve, and Response to Grades 
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Regression Predicted Value 

Figure 12 

Scatterplot of predicted values of the variable Study Strategy by the independent 
variables Parental Involvement, Encouragement to Achieve, and Response to Grades 
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Regression Predicted V^lue 

Figure 13 

Scatterplot of predicted values of the variable Achievement Attributions by the 
independent variables Parental Involvement, Encouragement to Achieve, and 
Response to Grades. 
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Regression Predcted N îue 

Figure 14 

Scatterplot of predicted values of the variable Self-Reported Grades by the 
independent variables Motivation, Study Strategies, and Achievement Attributions 
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Regression Predicted \^lue 

Figure 15 

Scatterplot of predicted values of the variable Self-Reported Grades by the 
independent variables Authoritative, Authoritarian, Permissive Parenting, Parental 
Involvement, Encouragement to Achieve, Response to Grades, Motivation, Study 
Strategies, and Achievement Attributions 
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