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Abstract

This study investigated the relationships among parents’ reading beliefs (selt-
etficacy and achievement-related belieft), grade three students’ reader self-perceptions
(self-concept, social teedback. physiological states, observational comparison. and
progress) and their reading achievement (alphabet, meaning, and conventions). The
gender of parents and children and its relationship to parents” reading beliefs, children’s
reader self-perceptions and rcading achievement was also examined in this study. This
study consisted of 66 students and 92 parents involved in an early family literacy project
for approximately one vear. The study was conducted in a rural area in the province of
Newtoundland and Labrador, Canada.

There were three instruments used in this study: a Questionnaire for Parents. a
Reader Self-Perceptions Scale (RSPS) (Henk & Melnick. 1995), and a standardized
reading test (Test of Early Reading Ability-2 - TERA-2). The Pearson-Product-Moment
Method and t-tests were used to determine relationships in the data and to identity
significant differences in scores on the instruments.

Significant positive and negative rclationships were found between aspects of
mothers’ and fathers’ reading beliefs and children’s reader self-perceptions. Gender was
an important variable in this study. Specifically, a significant positive relationship
existed between mothers™ self-efficacy for children’s reading achievement and girls™ self-
concept as reader. Significant negative relationships existed between mothers’
achievement-related beliefs and boys’ self-concept as reader, fathers” self-efficacy and

boys™ perceptions of parents’ regard for their reading, and fathers’ self-efficacy and boys’



and girls’ perceptions of their reading relative to other students. There was only one
significant relationship between parents” reading beliefs and children’s reading
achievement. This refationship was a negative one. Mothers’ achievement-related
beliets negatively related to boys™ alphabet scores on the standardized reading test. There
was a significant ditference in mothers’” and tathers’ self-efticacy heliefs tfor boys' reading
achievement. Mothers had <tronger beliefs in their ability to improve bovs’ reading
achievement.

in this study children’s self-perceptions as readers significantly related to their
reading achievement. Boys™ and girls’ perceptions of progress positivelv refated to their
ability to construct meaning on the reading test. As well, girls” perceptions of their
reading in comparison to other students related to their alphabetic knowledge on the
reading test (TERA-2). Significant differences favoring temales were tound in children’s
reader self-perceptions and their reading achievement. Girls had significantly higher
perceptions of feedback from significant others. Scores measuring children's internal
feelings experienced while reading were significantly higher tor girls. In addition, girls
had significantly higher alphabet scores on the reading test.

This study has shown that parents’ reading beliefs, parents” gender, children’s
reader seif-perceptions. reading achievement and gender, were significantly reluted. The
findings of this study provide a basis tor understanding factors related to voung
children’s reading achievement. This study also provides insight into the role parents’
beliefs play in young children’s perceptions of their reading abilities and children’s

reading achievement.
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Chapter I

An Introduction to the Study

Introduction

The tamily plays a kev role in children’s success in school. [t has often been
claimed that parents are the tirst teachers and the home 1s the tirst school (Banduru. 1997
Morrow, 19951 According to Epstein (1990), parents contributed to their children’s
intellectual growth in i number of ways. Some of these ways included preparing their
children tor school, placing a value on education, conveying belief in their children’s
scholastic ability. and encouraging lunguage development and comprehension through
reading.

The importance of parents reading to their child has been previously documented.
As early as 1908 in the United States, Huey suggested that children’s learning in school
begins with parents reading to their child at home. Because the early school vears are
considered an important formative period in children’s development of conceptions of
their intellectual ability. parents who read to their children at a young age benefited
children’s cognitive self-perceptions (Bandura. 1997). Halle, Kurtz-Costes and Mahoney
(1997) have reported that reading development can improve development in other areas
of the curriculum. “Because reading permeates the entire curriculum, learning to read 1s
vital, and not succeeding at it can result in helplessness, frustration, and a negative self-
concept” (Cook, 1988, p. 4).

According to Hoover-Dempsey. Bassler. and Brissie (1992). the decision to

engage in educational activities with one’s children at home may reflect a sense of



personal efficacy. Further studies have shown that purental beliets. tfor helping their
children succeed at reading. have been related to children’s self-perceptions as readers
and their reading achievement (Bandura. Barbaranelli, Caprara. & Puastorelli. 1996
Wagner & Phillips, 1992). Since efficacy promoting influence may not tlow solelv in
one direction (Bradley. Caldwell. & Elardo. 19791, chuldren’s etficacy beliets may have
das an umportant effect on parents” beliefs as purental efiicacy has on chiidren’s beliers.
Nevertheless, few studies have been conducted on the relationship among parental
efficacy. children’s sense of etficacy and their academic achievement (Hoover-Dempsey
& Sandler. 1997; Murphey. 1992: Wagner & Phillips. 1992). In order to have a tuller
understanding of children’s reading success in school. it is crucial that the specific role of
significant others in voung children’s reading success be examined.

Children’s perceptions of themselves as readers have long been considered to
have an effect on reading performance (Teale. 1983}, 1t has been posited that the ways 1n
which students view themselves are often related to reading achievement (Vereen. 19Y80).
Itis important to consider the factors that are linked to children’s self-perceptions of
themselves. Since parents’ play such an important role in the lives of voung children
(Morrow & Paratore. 1993), a study of the beliefs of parents in relation to children’s self-

perceptions and academic achievement is warranted.

Background of the Study

Family literacy projects have been shown to benefit children’s reading

development and achievement (Clark, 1984; Morrow & Paratore, 1993). The Significant
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Others as Reading Teachers (SORT) program. a family literacy project started by the
Faculty of Education at Memorial University of Newfoundland. provides a framework
which supports and encourages parents” involvement in their children’s reading as an
evervday practice. Approximately 95% of parents with children entering kindergarten in
a rural community in Newtoundland enroll their children in this program. SORT 15 based
on research rindings which showed that chridren experience success in reading when
significant others engage with them in reading activities tor an extended period of time
(Oldtord-Matchim. 1992).

No previous study of the SORT program has examined relationships among
parents’ reading beliefs, children’s reader self-perceptions and their reading achrevement.
and parents” and children’s gender. Specifically. there have been a himited number of
studies that examined parental efficacy as a factor in children’s academic achievement
{Hoover-Dempsey & Sandler. 1997). Among the studies which have been conducted in
this area. several have revealed a positive relationship among parental etficacy. children’s
self-perceptions, and children’s academic achievement (e.g.. Bandura et al.. 1996:
Zimmerman, Bandura, & Martinez-Pons, 1992). It 1s important lo gain a greater
understanding of parents’ role in children’s reading success. Children’s success at
reading is crucial to their economic future. There seemed to be a strong correlation
between poverty and illiteracy (Morrow & Paratore, 1993). Moreover. the American
National Commission on Reading (Nuational Academy ot Education. 1985) had stated that
“reading is a cornerstone tor a child’s success in school and, indeed, throughout life.

Without the ability to read well, opportunities tor personal fultillment and job success



inevitably will be lost™ tp. 1). Children should be provided an optimul meuns for
achieving at reading. A fuller understanding of the role parents play in children’s reading
achievement is necessary for understanding children’s reading success. Hence. a more
literate society may result when parents’ beliefs for their children’s success are examined
in relation to children’s self-perceptions and achievement. Thus. to optimize children’s
reading achievement, parents must cicarly concetve the reiationship of their belieis and
actions to children’s reading success. Parents must be educated to be etfective
contributers to education (Newtoundland & Labrador Home and School Association,

19923,

Purpose of the Study

This study was an invesugation of the relationships among parents’ reading
beliefs. parents™ gender, children’s self-perceptions as readers, children’s reading
achievement. and gender in grade three students. The aspects of parents” beliets studied
include parentaf efficacy and parents’ achievement-related beliefs. Parental efficacy
involves parents” beliefs 1n therr ability to help improve children’s reading achicvement.
Purents” achievement-related beliefs refer to parents” beliets in the role ot eftort and
intelligence in children’s reading achievement. The Questionnaire for Parents revealed
the strength and nature of parental beliefs for helping their children succeed in reading.

The subcategories of children’s reader self-perceptions studied were those
identified by the Reader Self-Perception Scale (RSPS): social feedback. physiological

states. observational comparison, and progress (Henk & Melnick, 1995). Social feedback
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involves direct or indirect feedback about reading trom teachers. classmates. and people
in the child’s tamily. The physiological states™ subcategory refers to internal teelings the
child experiences during reading. Observauonal comparison involves how a child
perceives his or her reading in comparison with the performunce of classmates. The
fourth subcategory. progress. is defined as how one’s perception of reading pertformance
compares with past performance.

Early reading ability was determined by a test called the Test of Early Reading
Ability (TERA-2. Form A). TERA-2 was used to measure three components of reading
discovered by most children during the primary grades: construction of meaning from
print. knowledge of the alphabet. and convenuons of the written lunguage (Reid. Hresko.,
& Hammill, 1989). The TERA-2 indicated how children were performing in reading for
their grade level. The study of gender in this study facilitated understanding of the role
sacial. cultural, and developmental differences may play in children’s selt-pereeptions as
readers and their reading achievement.

The following questions were addressed in this study:

L. Is there a relationship between parents’ reading beliets (self-efficacy and
achievement-related beliefs) and children’s reader seli-perceptions (selt-concept,
observational comparison, social teedback. physiological states, progress, and total

score)?



[
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[s there a relationship between parents’ reading beliefs (self-efficacy and
achievement-related beliefs) and children's reading achievement (alphabet,

conventions. meaning, and overall score)?

Are there differences in mothers” and tathers’ reading beliefs (selt-efficacy and

achievement-reiuted behiels) lor their chiuidren?

Are there diftferences in parents’ reading beliefs (selt-efficacy and achievement-

related beliets) tor bovs and girls?

Are there differences in mothers™ and fathers’ reading beliets (self-efficacy and

achievement-related beliets) tor boys and girls?

Daes a relationship exist between mothers™ and tathers™ reading beliefs (self-etticicy
and achievement-related belietsy and children’s reader selt-perceptions (self-concept.
observational comparnison, soctal feedback. physiological states, progress, and total

score)?

Is there a relationship between mothers™ and fathers™ reading beliefs (self-efticacy and
achievement-related beliets) and children's reading achievement (aiphabet.

conventions. meaning. and overall score)?



10).

13.

Is there a relatonship between mothers™ and fathers” reading beliefs (selt-etticacy and
achievement-related beliets) and bovs™ and girls” reader selt-perceptions (selt-
concept. observational companson. soctal feedback. physiological states. progress.

and total score)?

Is there a reiationsiup between mothers” and fathers’ reading beiiers oseir-etnicacy and
achievement-related beliefs) and bovs' and girls' reading achievement (alphabet.

conventions. meaning, and overall score)?

Are children’s reader sclf-perceptions (selt-coneept. observational comparison. social
teedback. physiological states, progress. and total score) related to their reading

achievement (alphabet. conventions, meaning. and overall scorey!

. Are there gender differences in children’s reader self-perceptions (self-concept,

observational comparison. social feedback, physiological states. progress. and total

score)?

- Are there gender differences in children's reading achievement (alphabet,

conventions, meaning, and overall score)?

Is there a relationship between girls’ reader self-perceptions (self-concept.

observational comparison, social feedback, physiological states, progress, and total
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score) and girls” reading achievement (alphabet, conventions. meaning. and overall

score)?

[s there a relationship between boys™ reader selt-perceptions (selt-concept.
observational comparison. social teedback, physiological states. progress. and totai
scoies aiid boys” reading achievement caiphabet, conventions, meaning. and overali

score)?!

Definition of Key Terms

)

+)

Significant others: those people important 1n an individual's life whose reactions and
interactions indicate to the individual whether he 1s hiked or disiiked., accepted or
rejected. successtul or unsuccesstul. worthy or unworthy. Perceptions that are tormed
from the opinions of significant others determine the child's selt-concept (Saracho,

1980).

Significant Others as Reading Teachers (SORT): an intervention program to involve
significant others in the early reading development of children. This program
engages the child and the significant other in meaningful literacy activities (Oldtord-
Matchim, 1992).

Self-efficacy: individuals' beliets about thetr ability to exercise and maintain some

level of control over events which affect their lives (Bandura, 1986).

Social cognitive theory: human functioning is explained in terms of a model of

triadic reciprocality in which behavior. cognition, and other personal factors. and



environmental events all operate as interacting determinants ot each other ( Bandura.

1986).

5) Parental involvement: the dedication ot resources by the parent to the child within a
¢iven domain (behavioural. cognitive-intellectual. and personal) (Grolnick &

Slowiaczek. 1994).

6) Parents” achiievement-refated beiiels: dased on mayor theoretical modeis. such as

attribution theory (Weiner, 1983), expectuncy-value theory (Eccles et al.. 1983, and
the self-etficacy approach (Bandura. 1986, 1989), which expectancies tor success and
perceptions of ability on different tasks play a prominent role in their motivation to

perform these tasks (Wigfield & Eccles, 1992).

7y Reader seif-concept: the evaluation of "self as reader” (Valencia. 1990). Reader selt-
perception, a social learning theory term. 1s used interchangeably with reader selt-

concept.

oc

Reader Self-Perception Scule (RSPS): a tool tor measuring how children feel about

themselves as readers. [t is based on the self-efficacy model in which individuals
take tour basic fuctors into account when estimating their capabilities as reader:
pertormance (redetined as progress). observational comparison, social feedback. and
physiological states (Henk & Melnick. 1993).

9) Progress: the first category in the reader self-efficacy model. redefined from
pertormance. It refers to how one's perception of present reading performance
compares with past performance (Henk & Melnick. 1995).

10) Observational comparison: the second category in the reader self-etficacy model.
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[t reters to how a child perceives her or his reading performance in comparnson with
the performance ot classmates (Henk & Melnick, 1995).

1 1) Social feedback: the third category in the reader self-efficacy model. It includes

direct or indirect input about reading from teachers. classmates, and people in the
child's tamily (Henk & Melnick, 1995).

12) Phvsiological states: the fourth category 1n the reader self-etficacy modet. [t

includes the internal teelings the child experiences during reading (Henk & Melnick.
1995).

[3) Test of Early Reading Ability (TERA-2): a version and an expansion of the Test of

Eariy Reading Ability (Reid. Hresko. & Hammill. 198 ). It measures children’s
ability to attribute meaning to printed symbols. their knowledge of the alphabet and
its tunctions. and their understanding of the conventions of print. It was designed to
measure early reading development in children three through nine years old (Reid.
Hresko. & Hammill. 1989y,

i+) Knowledge of the alphabet: the understanding of letter naming tincluding numerals),

alphabet recitation and oral reading (Reid. Hresko. & Hammull, 1989).

15) Knowledge of conventions: the knowledge an individual has of conventions of

print such as: a) book handling. b) response to other print conventions. and ¢)
prootreading (Reid, Hresko, & Hammill, 1989).

16) Construction of meaning: the ability an individual has to construct meaning from



print such as: a)awareness of print in environmental contexts. by knowiedge of
relations among vocabulary items, and ¢) awareness of print in connected discourse

iReid. Hresko, & Hammill, 1989).

Significance of the Study

It 18 necessary to examine the tactors that may contribute to children’'s reading
success 1n order to increase children’s reading achievement. Since parents plav a major
role in children’s cognitive development (Becher. 1984 Epstein. 19900, their role in
children’s reading achievement must be analyvzed. Hoover-Dempsey and Sundler (1997
have claimed that work to date in the specitic area of parents” efficacy beliefs related to
helping children succeed in school s limited. Wagner and Phillips (1992) also claimed
that factors instrumental to the early acquisition ot children’s self-perceptions have
received scant empirical attention. They proposed that parents. as the initial source ot
ability feedback tor most children. provide an obvious tocus for rescarch.

There have been a fimited number of studies conducted on refationships among
parents” beliets, children’s selt-perceptions. and their academic achievement. Generally,
studies which have been conducted involved children from large schools in urbian areas.
As well, students in most studies were at the late elementary or junior high school level
(e.g.. Bandura et al.. 1996: Grolnick & Slowiaczek. 1994). Furthermore. many studies
have focused on children’s selt-perceptions and achievement in the area of mathematics

te.g., Collins, 1982; Zimmerman et al., [992). Consequently, limited research justifies



the need to examine voung children’s reading achievernents in rural areas in relation to
parents’ reading beliefs.

There is a need to continue literacy intervention in communities in Newtoundland
where reading underachievement exists (Government of Newtoundland & Labrador.
1990). Because reading permeates the entire school curriculum (Cook, 1988), it is
necessary to examine voung chiidren’s reading acnievement as part of children’s enure
academic success. Quandt and Selznick (1984) suggested that from an carly age.
children learn troimn their significant others how competent they are in activities. Thus.
examining the role of parents in children’s reading achievement is a necessary measure.
There is some evidence from longitudinal studies that parents form their beliefs carlv in
their child’s school career and that those beliefs continue to guide later thinking and
behavior (Miller, 1995). It is important for puarents to understand the consequences of
their beliets in relation to children’s academic attainment.

It 1s also important for teachers to understand the relationship among parents’
reading beliefs. children’s reader selt-perceptions and their reading achievement to
maximize students” achievement. Parents and teachers ought 1o work together to
optimize children’s reading success. Teuachers could design home activities tor children
that support parents’ contribution to children’s school success. In addition, teachers can
provide guidelines to parents of ways to improve children’s reader self-perceptions.
Knowledge of some of the contributing tactors to stronger reader self-concept is also of

value for teaching students. Such knowledge can enhance the performance of teachers

working with students.



Limitations of the Study

D

RY!

4)

This study has several limitations:
One of the instruments used in this study was not standardized: nor did it have proven
vahidity. However. this instrument did have internal consistency. Nevertheless. the
scores obtained from this instrument must be analyzed bearing this in mind.
The stundardized reading iest dsed 1 this study lad 1ow rehiability results tor the
Newtoundland context. This may have been due to the lower range and slightly
higher mean test scores of Newtoundland children in comparison to American
children’s scores on the test. This outcome must be considered when interpreting test
results.
Lower- to upper-middle class parents involved in this study had participated in an
early reading intervenuion program with their children. Therefore. their sense of
efficacy may huve been higher than parents who had not participated ir this
intervention program since parental etficacy has been shown to relate to parental
involvement (Hoover-Dempsey et al., 1992). Parental efficacy scores may or may
not be generalizable to other lower- to upper-middle class parents.
This study invoived grade three children who were involved in a family hiteracy
program for approximately one vear in a rural area. The resuits ot this study may not
be generalizable to all grade three children in rural arcas.
There are many factors in children’s background experience which influence their

self-concepts and are not measured (Vereen, 1980).



Chapter 11
Review of the Related Literature

Introduction

This review was conducted to explore the relationships among parents’ reading
beliefs (self-efficacy and achievement-related beliets). children’s self-perceptions as
readers. and their reading achievement. Furthermore, the roie of parents” and children’s
gender in relation to the variables stated above have been addressed. Because the term
self-concept can include feelings and beliefs about one’s abiiities (Byrne. 1984),
academic sclf-concept and children’s self-cfficacy for achievement were used
interchangeably in this review of the literature. In addition, children’s self-perceptions of
academic abilities were used interchangeably with children’s selt-efficacy and academic
self-concept. Parental involvermnent has been treated as a separate category in this
literature review, despite its inclusion in the self-etficacy category for data analvsis.

This study had a general basis in social cognitive theory (Bandura, 1986). This
theory posited a multifaceted causal structure that addressed both the development ot
competence and the regulation of action. In the social cognitive view. people are neither
driven by inner forces nor automatically shaped and controlled by external stimuli.
Rather, “human functioning is explained in terms of 1 model of triadic reciprocality in
which behavior. cognition and other personal factors, and environmental events all
operate as interacting determinants of each other” (p. 18). Perceived self-efficacy
occupies a pivotal role in social cognitive theory. Beliets of personal efficacy regulated

motivation by shaping aspirations and the outcomes expected for one’s efforts (Bandura,
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1997). Indeed. "a capabiltty is only as good as its execution™ (p. 351, It is how scif-
assured people felt tn their ability that determined what they achieved with their ability.

Hence. selt-doubts can overrule the best of skills (Bandura, 1997).

Self-efficacy Theory

Betore selr-efficacy can be explored as a tactor 1n children’s reading achievement.
it must be explained. Self-efficacy theory is part of Bandura's social cognitive theory
which centers on an individual®s belief about his/her ability to exercise and maintain
some level of control over events which aftect his/her life (Bandura, 1986). Bandura
(1977) has identified four main sources of information upon which people base their self-
efficacy beliets: performance. observational comparison. social feedback aund
physiological states.

According to Bandura (1977) and Gorrell (1990}, performance accomplishments
or experiences of personal mastery were the most powertul sources of personal
information and led to greater expectations of mastery and success. This is supported in
carlier research. For example. Purkey (1970) attributed strong self-concept to success
experiences. Bloom (1976) determined that self-concept was linked with previous
achievement. Indeed. learners who experienced success were more likely to continue to
experience success (Hocko, 1993). Henk and Melnick (1995) redefined the performance
accomplishments’ construct specifically as progress; one’s present reading performance

compared with past performance.



A second element of the self-efficacy model is observational comparsion. When
people observed others performing tasks successfully. they raised their expectations of’
personal success on the same task. How they rated their own performances relative to
others had an impact on their self-efficacy (Bandura. 1977). Wagner (1983) concluded
that one contributor to the development of self-concept was comparison with others.
Henk and Melnick (1995) applied this directly to reader selt-concept. A child’s reader
self-perception was influenced by perceptions of his or her reading performance in
comparison to the performance of classmates.

Social feedback. the third element of the self-efficacy model. has been included in
self-concept models for many decades. Rogers (1951) described evaluations from culture
and family as impacting on the development and change in self-concept. Henk and
Melnick (1995) defined social feedback as the direct or indirect feedback about reading
from teachers. classmates and people in the child’s family.

Praise and encouragement from significant individuals toward students. as a form
of social feedback. appeared to have the weakest impact on self-efficacy in comparison to
other sources of self-efficacy (Bandura. 1977). However. research with voung children
(Andrews & Debus, 1978: Schunk. 1982) has demonstrated that feedback pertaining to
effort may be effective in raising children’s sense of efficacy and their eventual
persistence in difficult tasks. As children grew older. feedback about ability. and not

effort, had more influence on self-concept (Schunk, 1983a: Schunk, 1984: Schunk &

Gunn. 1985; Schunk & Rice, 1984).



The fourth element of self-efficacy is emotional arousal (Bandura. 1977). This
serves as an indicator to an individual that he or she is not coping well with a situation.
When this internal message is received. it may inhibit performance attempts because
individuals tend to associate anxiety and stress as signs of incapacities. If children
experienced negative feelings. or feelings of stress and anxiety while reading. they would
interpret these as signs of personal incapacities and devalue themselves as readers
(Bandura. 1977). Henk and Melnick (19935) detined physiological states as the internal
feelings children experienced while reading.

Byre and Shavelson (1986) each put forward a theory of a multi-dimensional
selt-concept. although each developed their theory differently. Bandura’s social
cognitive theory. ol perceptions of self as selt-etficacy. involved a multi-taceted view of
people and their interactions with significant others. All of these approaches have

influenced the way reader self-concept was articulated.

Parents' Self-efficacy, Children’s Self-perceptions, and their Academic Achievement
“Efficacy beliefs intluence how people teel. think, motivate themselves and
behave” (Bandura. 1993. p. | 18). People's beliets in their capabilities to cxercise control
over their level of functioning are central to people's actions. "Unless people believe that
they can produce desired effects by their actions, they have little incentive to act”
(Bandura et al.. 1996. p. 1206). Thus. parental beliefs were presumably important
because they affected parental behavior, and parental behavior affected children's

development (Miller, 1988). Parents who believed they could exercise some influence



over their children's development were more proactive and successful in cultivating their
children's competencies than parents who doubted that they could do much to affect their
children's developmental course (Elder. 1995: Schneewind. 1993). A study by Mondell
and Tvler (1981) found that the more competent parents (defined as those whoe had high
levels of self-efficacy) provided more direct help. gave fewer commands. and showed
more positive affect in interaction with their children. Such behaviors could mediate the
relationship between parents' competence and the child's own sense of competence.
Grolnick. Ryan. and Deci (1991) have claimed that parents’ behavior does not atfect the
child through skill building, as has been traditionally assumed. but through its impact on
children's attitudes and motivations related to school.

Consistently. research findings have shown that parental beliefs relate to the
quality of the child's cognitive development (Ladd & Price. 1986: Miller, 1988). A study
by Johnson and Martin (1983) showed that parents' beliefs in cognitive developmental
explanations tor child development correlated with the child's academic knowledge.
Similarly. positive results were reported by McGillicuddy-DeLisi (1985). Their study
indicated th'at significant relationships exist between mothers' and fathers' beliefs and the
child's cognitive level and child outcomes on various tasks. A study by Bandura et al.
(1996) has shown links between parents’ sense of academic efficacy and aspirations.
"Parents’ sense of efficacy to promote their children's academic development and the
educational aspirations they hold for them enhance their children's beliefs in their own
academic efficacy and raise their aspirations and academic achievement™ (p. 1207).

Indeed. the stronger the perceived seif-efficacy. the higher the goal aspirations people



adopt and the firmer is their commitment to them (Bandura. 1991: Lock & Latham.
1990).

Further research corroborates the positive influence of parental academic
aspirations on children’s academic aspirations. A study by Zimmerman et al. (1992) of
high school students showed that students’ perceived efficacy from their parents
promoted academic achievement both directly and indirectly by raising students' personal
goals. However. parents' aspirations influenced children’s academic achievement only
indirectly through their effects on their children's personal goals. This finding has many
implications for parents who try to improve their children's academic achievement. Itis
not enough for parents to set academic standards for their children. According to
Bandura (1993): "Unless parents also build their children's sense of etficacy. they
[children] are likely to view high standards as beyond their reach and disregard them” (p.
137). Wagner and Phillips’ (1992) study concluded that lower perceived competence

among bright students benefited from the role parents’ played in the developing course of

inaccurate and potential detrimental self-perceptions.

Parental efficacy, children’s self-perceptions: A developmental perspective

Parsons, Kaczala, and Meece (1982) found that parents’ beliefs about their fifth
through eleventh grade children's competencies in mathematics had a stronger influence
on children's own beliefs than did either parents’ role modeling ot different activities or
children's own grades in school. For younger children. parents' beliefs seem to influence

their achievement-related beliefs more strongly than older children’ beliefs. Wigfield and
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Eccles (1992) claimed that children’s previous performance may not be a strong
antecedent during the elementary school vears. However. “by the end of elementary
school and beyond. children’s beliefs and their performance histories may be the
strongest antecedents of current beliefs™ (p. 303). They also claimed that peer influences
may increase as children get older. Moreover. studies by Ginsburg and Bronstein (1993},
and Okagaki and Sternberg (1993) have concluded that parents™ belicfs about their voung
children’s competence in reading and mathematics not only influenced children’s beliefs
about themselves. but were often more intluential than young children’s past achievement

performance. Indeed, studies have shown that parents” beliefs were important for voung

children’s academic achievement.

Parental efficacy, parents’ socio-economic status and children’s self-perceptions

The positive relationship between parental efficacy and students’ own beliet
systems appears unaffected by parents’ race and economic status. “The developmental
benefits of parenting efficacy have been verified across ditferent socioeconomic statuses
and family structures. under conditions of economic adversity that severely tax parental
resilience, and in different cultural milieus™ (Bandura et al.. 1996. p. 1208). According to
Bradley et al. (1989), the level of efficacy-promoting influences in the home environment
carried the major explanatory weight in the commonly observed relationship between
socioeconomic background and children’s cognitive functioning. Simply possessing
socioeconomic advantages did not necessarily lead parents to create cognitively

stimulating home environments for their children. It is what parents did with their



advantages that made the difference. Bandura et al.’s (1996) study has shown that
parents’ from a low socioeconomic status with a higher sense of efficacy to promote their
children’s educability, fostered their children’s interest in academic activities. These
parents linked cognitive development to future occupational options. monitored their

children’s school work. and had kept them out of trouble more than assisted their children

directly with their academic work.

The direction of efficacy influence

Etficacy-promoting influence does not necessarily tflow in one direction.
Pottebaum. Keith. and Ehly (1986) suggested that self-concept and academic
achievement mayv cause each other in a cvclical nature; that is. one may cause the other.
but the magnitude of the effect may be too small to be detected. However, which comes
first - high selt-perceptions of self or high academic performance - appears inconclusive.

Parental enabling activities increased infants” exploratory and cognitive
competence. and infant capabilities elicited greater parental responsiveness in a process
of reciprocal causation (Bradley. Caldwell. & Elardo. 1979). Indeed. correlational
studies only present a relationship among parents” sense of efficacy and their children’s
self-perceptions and achievement. Nevertheless. Hoover-Dempsey et al. (1992) have
suggested that further examination of parents” and teachers’ sense of efficacy in relation
to children’s educational outcomes may yield useful information as both sets of

participants work to increase the probabilities of children’s school success.
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Parents’ self-efficacy, children’s self-perceptions, their academic achievement, and
gender

Significant others play an important role in the formation of self-concepts in boys
and girls. According to Entwisle and Baker (1983) and Stevenson and Newman (1986).
the intluence of parents and parents’ expectations for their voung children was stronger
for females than it was for males in terms ot academic self-concepts and attitudes. The
researchers suggested that females tend to conform more to the perceptions of their
abilities from the expectations placed on them by their parents than do males.

A study by Whitbeck (1987). of 82 young people between the ages ot nine to
fifteen. has shown that the self-efficacy of boys was more strongly aftected by perceived
parental efficacy for their academic achievement than was the self-efficacy ot girls. This
study revealed that the self-efficacy of girls was more affected by parents’ interpersonal
interaction with girls. For boys. achievement and mastery was most atfected by their
parents’ sense of efficacy. “Evidence that parents are relatively more invested in and
ambitious for boys' rather than girls' achievement suggests that parents of sons would
exert more pressure to achieve on their children than would parents of daughters™
(Wagner & Phillips, 1992, p. 1382).

A study by Hoover-Dempsey et al. (1992), of 390 kindergarten through fourth
grade children and their parents in large public school districts. has reported no
significant variations based on parents’ sex for helping improve their children's learning.
However. a study by Wagner and Phillips (1992) of third-grade children revealed that

fathers' behavior, particularly their warmth and support in feedback, was associated with
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higher levels of perceived academic competence in their children. but mother's behavior
was unrelated to children's self-perception of competence. These results were surprising
since mother's teaching behavior. particularly their positive emotion. has been shown to
predict children's social-emotional competence (Denham, Renwick. & Holt. 1991).
Clearly, further research needs to examine parents’ gender in relation to parental self-

efficacy. children’s self-perceptions. their academic achievement. and gender.

Children’s Self-perceptions and their Academic Achievement

Studies have shown that children’s self-efficacy and their academic achievement
were positively linked (e.g.. Bandura et al.. 1996: Grolnick & Slowiaczek. 1990: Singh.
1972). Research has also shown that the influence of parents’ sense of academic efticacy
on children’s scholastic achievement was mediated through its impact on children's
beliefs in their capability to manage their own learning and master coursework (Bandura
et al.. 1996). Therefore, in order to examine the relationship between parents’ beliets tor
their children's cognitive achievement and children's actual academic achievement. it is
necessary to examine children’s beliefs in their own ability to achieve.

Much research has focused on the definition and measurement of children’s
competence-related perceptions, and on the relationship between these views and their
actual competence in specific skill domains. such as school achievement (e.g. Harter.
1982. Wheeler-Ladd. 1982). Studies have revealed correlations between children’s
perceived competence and achievement. A study by Ladd and Price (1986) of 114

children. ages eight to eleven, showed a .43 correlation between children’s perceived



competence in reading and their reading achievement. Grolnick and Slowiaczek's ( 1990)
study of 300 eleven to fourteen-vear-old children also supported the emergent literature
perspective in which children’s attitudes and beliets about themselves in school are seen
as powerful determiners of school success.

A study by Collins (1982) examined the level of problem solving by children who
perceived themselves o be of high or iow mathematical self-efficacy at each ol three
levels of mathematical ability. Students’ mathematical ability contributed to
performance. However, at each ability level. children who regarded themselves as
efficacious were more successful in solving mathematical problems than were children
who doubted their abilities. Furthermore. Bandura et al. (1996). in their study ot 279
children. age ranging from eleven to fourteen vears, revealed links between children’s
beliefs in their efficacy to regulate their own learning and their academic attainment.
Indeed. self-perceptions of ability were related to children’s achievements in reading and

other academic areas (Byrne. 1993: Good & Brophy. 1987; Schunk. 1985).

Children’s berceptions of control over the learning process and their academic
achievement

Children who believe they can exercise some control over their own learning and
mastery of coursework appear to achieve success in their academic pursuits.
Considerable research over the past several years has shown that beliefs of academic
efficacy work in part by heightening motivation and fostering good strategic thinking

(Bandura. 1993; Schunk, 1989: Zimmerman., 1995). Students” firm beliefs in their
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efficacy to manage their own motivation and learning activities provided the staving
power and enhanced performance accomplishments (Zimmerman & Bandura. 1994
Zimmerman et al., 1992). A study by Harter (1981) showed that positive attitudes and
self-perceptions were associated with a sense of control over reading successes and
failures. Harter claimed that a perceived lack of control could grow out of a succession
ol failed experiences. whiclh in turn, could cause a child o expect every event as being
out of control. This could lead to decreased motivation and a deterioration of

performance by children.

Children’s efficacy beliefs and their career aspirations

According to Bandura et al.’s (1996) studyv. beliefs influenced aspirations and
strength of goal commitments. level of motivation and perseverance in the face of
difficulties and setbacks. resilience to adversity. quality ot analytic thinking. causal
attributions for successes and failures. and vulnerability to stress and depression. Indeed.
the stronger students' beliefs in their etficacy. the more occupational optiens they
considered possible. the greater the interest they showed in them. the better they prepared
themselves educationally for different career pursuits. and the greater was their
persistence and success in their academic coursework (Betz & Hackett. 1986: Lent.

Brown, & Hackett, 1994). Thus. efficacy beliefs influenced career aspirations for many

students.
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Children’s underestimation of competence

It has been shown that as early as third grade. some children underestimate their
academic competence (Harter. 1983: Ladd & Price. 1986: Phillips. 1984, 1987). This s
noteworthy, given evidence that when very voung children held inaccurate perceptions.
they tended to overestimate their abilities (Phillips & Zimmerman. 1990). A study by
Wagner and Philiips (1992). of 74 third grade. high-achieving children. found that iower
perceived competence was not merely a reflection of lower actual abilities. [t was
revealed that low competence scores departed strikingly trom children’s measured ability.
Similarly, other studies have shown that even among high achieving children. some
display erroneous perceptions of incompetence (Licht & Dweck. 1983: Phillips. 1984.
1987). which may. in tumn. place them at risk for a wide range of academic ditticulties.
including avoidance of demanding tasks (Harter. 1985), relative lack of persistence and
independence in their work habits, and underachievement (Phillips & Zimmerman.
1990). Indeed. studies have shown that children’s perceptions of competence do not
necessarily reflect their actual abilities.

[t has been noted that skilis can be easily over-ruled by self-doubts. so that even
highly talented individuals make poor use of their capabilities under circumstances that
undermine their beliefs in themselves (Bandura & Jourden, 1991. Wood & Bandura.
1989a). Research on cognitive features of depressive symptoms turther suggested that
negative evaluations of one's competence may place children at risk for depression and
personal helplessness (Weisz, Weiss, Wasserman. & Rintoul, 1987). Indeed. children’s

signs of frustration, loss of concentration, and lack of persistence resembled a



constellation of behaviors similar to the helpless child identified by Dweck and
colleagues (Diener & Dweck. 1978, 1980). Therefore. it is important for parents to help
increase children's positive self-perceptions so that self-doubts do not control children’s
thoughts. Parents can acknowledge and encourage the role of effort in learning. This
may prevent the sense of hopelessness that may develop in children after they fail to
succeed.

[t is apparent that perceived self-etficacy is an important contributor to
performance accomplishments, whatever the underiving skills might be. Just as studies
revealed the negative consequences for student achievement because ot a low selt-
efficacy. a resilient sense of efficacy can enable students to do extraordinary things by
productive use of their skills in the face of overwhelming obstacles (White, 1982). Thus.
"children who believe they can exercise some control over their own learning and

mastery of coursework achieve success in their academic pursuits” (Bandura et al.. 1996.

p. 1217).

Parents’ Involvement in their Children’s Education, Parents’ Self-efficacy,

Children’s Self-perceptions and their Academic Achievement

Parental self-efficacy and involvement
“Parental efficacy appears to facilitate increased levels of parent activity in some
areas of parent involvement” (Hoover-Dempsey et al.. 1992, p. 291). Hoover-Dempsey

et al. conducted a study of 390 elementary school children and their parents. These
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researchers found a correlation between parental efficacy and parent involvement in
children’s academic activities. It seemed that parents with a high sense of selt-etficacy
became more involved in their children’s educational activities. “The higher parents’
sense of efficacy to instruct their children. the more they guide their children’s learning
and participate actively in the life of the school™ (Hoover-Dempsey et al.. 1992 p. 203).
A study by Grolnick et al. (1997) has revealed similar results. "When parents see
themselves as efficacious and when they view their role as that ot a teacher. they are
more likely to become involved in cognitive stimulating activities with their children” (p.
346).

Parents who had a high sense of parenting efficacy selected and constructed
environments conducive to their children's development. and served as strong advocates
on their behalf in transactions with educational and other social systems (Elder & Ardelt.
1992: Elder. Eccles. Ardelt. & Lord. 1993). Hence. parents' beliefs atfected their actions
tor helping improve their children's academic achievement. In contrast, parents who
were beset by doubts about their parenting capabilities were reluctant to behave
proactively, quickly aborted promotive efforts when they encounter ditficulties. and tell
back increasingly on negative sanctions in etforts to manage problems with their children
(Gross. Fogg. & Tucker., 1995). Indeed. parents with a low sense of efficacy may be less
inclined to become involved in their children's education. Nevertheless. caution must be
exercised when interpreting study results on parental involvement and parental etficacy.

Parents who are involved in their children's education do not necessarily have a high



sense of efficacy. Other factors. such as pressure trom the children’s school. may be a
contributing factor in parental involvement (Hoover-Dempsey & Sandler. 1997).

According to Hoover-Dempsey et al. (1992}, “efficacy increases the likelthood
that a parent will act on his or her knowledge (or seek more information when available
sources are insufficient)” (p. 291). Involvement can take many different forms.
Volunteering at the school may be refated to parental efficacy since the decision
volunteer required some sense that one had educationally relevant skills that could and
would be used effectively (Hoover-Dempsey et al.. 1992). Furthermore. parents who got
to know their children’s teachers, generally had a higher sense of etficacy than parents
who were less involved with their children’s classroom teachers (Bandura. 1997).

There have been several intervention strategies designed to increase parent’s
sense of efficacy and involvement. Bandura's work (1977, 1984, 1986) oftered specitic
points of entry into the development of such interventions. Parent’s personal etficacy
expectancies should be examined in relation to parental efficacy tor helping their child
succeed in school. Moreover. approaches could focus on ways of increasing parents’
sense of positive influence in their children’s school success. For example. schools might
send home relatively specitic instructions for parents about strategies for helping children
with specific types of homework assignments. Teachers might also routinely link some
student accomplishments and positive characteristics to parent efforts as they conduct
scheduled conference discussions (Hoover-Dempsey et al., 1992).

Teacher efficacy must also be explored as a factor in parents” involvement

decisions. Schools’ best interests can be served by designing approaches that focus



specifically on increasing parents” sense of positive influence in their children’s school
success. Even among economically disadvantaged parents. those with high academic
aspirations and involvement in school activities generally had academically successtul
children (Kao & Tienda. 1995). Such parents supplemented their children’s formal
educational experiences with many atter-school programs (Lareau. 1987). This created

helptul social ties where parents could learn about opportunities tor their chiidren.

Parents' involvement, children’s self-perceptions and their academic achievement

Most research indicated that parents’ involvement in their children’s education
had positive educational outcomes for children (e.g.. Hoover-Dempsey et al.. 1992, 1997
Reynolds et al., 1996). In fact. there have been increased calls for parent invoivement in
their children’s education (Hess & Holloway. 1984: Phi Delta Kappa, 1980). However.
there has been little specific examination of the ways in which parent involvement ~ in
general or in its varied forms — functioned to produce positive outcomes tor children
(Hoover-Dempsey et al.. 1992). Parental etficacy must be turther studied as a factor in
children’s e.ducational success.

According to Hoover-Dempsey and Sandler (1995). parents” involvement in their
children’s educational experiences offered significant sources of efficacy development
for their children. Thus. a child who perceived a parent as involved might also feel more
competent (Patterson, 1986). Parents who go to school and engage in school activities
may be modeling both the importance of school and a way to handle situations - a way

that involves actively finding out about and confronting issues and problems. Such



involvement could affect children's own views of competency (Hoover-Dempsey &
Sandler. 1995). “When messages about having power to exercise change are conveved to
a child. he or she may see school outcomes as more controllable and therefore may view
the self as more competent”™ (Grolnick & Slowiaczek. 1994, p. 249).

Grolnick et al. (1991) studied the relationships among children's perception ot
parental expectations. chiidren’s academic motivation. and their performance in schooi.
The sample was composed of four hundred and tifty-six children in grade three to grade
six. The data revealed that children's perceived competence on academic tasks were
significantly related to how much support both parents provided for their children’s
autonomy. and the amount of parental involvement in children’s academic work.
Similarly. Stevenson and Baker (1987) have claimed that parents who were more
involved in school activities. were more likely to have children who were pertforming
well in school. Indeed. parental involvement does appear to have a positive etfect on
children's academic achievement. However, it is possible that children’s school success
may be a contributing tactor to parental involvement.

Because results of studies indicated relationships among parental involvement,
parental efficacy and children’s achievement. it is sometimes difficult to determine
whether children’s achievement had a stronger influence on their parents’ sense of
efficacy and involvement decisions. than parents’ efficacy and involvement decisions had
on their children’s achievement. Children, who were confident in school and felt in
control of school outcomes. may have actually pushed parents to become actively

involved in school (Grolnick & Slowiaczek. 1994). Furthermore. parents have felt



increased effectiveness when they observed. during their involvement activities. that their
children were successful (Hoover-Dempsey et al.. 1992). Regardless of the direction of
influence between parents” involvement decisions and children’s academic achievement.

the relationship between these variables appeared to be a positive one.

Parents' Achievement-related Beliefs, Parents® Self-efficacy, Children’s Self-

perceptions and their Academic Achievement

Parents’ self-efficacy and their achievement-related beliefs

Current literature has shown a link between parents” self-efficacy and parents’
achievement-related beliets (e.g.. Bandura. 1997: Hoover-Dempsey & Sandler. 1997).
Work on attributions (e.g.. Hartman & Maehr. 1984) has suggested that parents. who
have a strong sense of efficacy for helping their children succeed in school. would also be
more likely to attribute much of a child's success as well as their own success in helping
the child to etfort. Hoover-Dempsey and Sandler {1997) have proposed that parents with
a high sense of efficacy would seem most likely to view the child's ability as a quality to
be increased. enhanced. or made the most of. rather than a given guarantee of success or a
given limitation on performance.

Conversely, parents with a poor sense of efficacy for helping their children
succeed in school, would seem likely to make few attributions to effort. While exhibiting
disbelief that personal efforts would be effective in intluencing child outcomes. the low-

efficacy parent would seem likely to assume that child ability or luck (e.g.. associated



with tests or teachers) exerted the most important influence over child leamning (Hoover-
Dempsey & Sandler, 1997). The outcomes of further work in attributions (e.g.. Hartman
& Maehr, 1984 Henderson & Dweck. 1990) has indicated that parents tend to persist. put
forth significant effort and expect success. if they believe that they have some control

over desired outcomes. in this case. children'’s school success.

Parents’ achievement-related beliefs

Work 1n the area of parents' implicit theories about intelligence offers important
perspectives on parents’ sense ot efficacy for helping children succeed in school.
According to Hoover-Dempsey and Sandler (1997): "Parents ditfer in belicfs about the
malleability of their children's intelligence - that is. the extent to which children's
intelligence is fixed or susceptible to change through effort” (p. 24). Theoretical work on
implicit theories of intelligence. such as that by Henderson and Dweck (1990). has
suggested that individuals tend to hold either an entity theory or an incremental theory of
intelligence. An entity theory assumes that intelligence 1s fixed and not easily changed.
while an incremental theory of intelligence assumes that intelligence is malleable and
subject to change. most notably through effort and persistence.

Bandura (1997) has claimed that parents with a low sense ot efficacy would view
intelligence as a fixed trait. therefore their effort was not considered vital for helping
improve children’s achievement. Parents with a high sense ot efficacy would be more
likely to view intelligence as a trait that was changeable (i.e.. through effort) (Hoover-

Dempsey & Sandler, 1997). People who regarded themselves as highly efficacious



ascribed their failures to insufficient effort. Those who regarded themselves as
inefficacious attributed their failures to low ability (Alden. 1986: Collins. 1982:
McAuley. Duncan, & McElroy. 1989: Silver. Mitchell. & Gist. 1989). According to
Bandura (1997). "the conception of ability as a stable tnternal attribute often serves as an
impediment to the development of complex competencies and increases vulnerability o
distress and dvsfunction in the face of difficulties™ (p. 124). Indeed. theories of
intelligence and the role of attributions have been shown to relate to parents’ sense ot

efficacy for helping their children succeed in school.

Parents' achievement-related beliefs, children's self-perceptions and their academic
achievement

Research has shown links between attributions and academic achievement. A
report by the Stevenson group focused on variables associated with 2lementary children’s
achievement in the United States, China, and Japan (Stevenson et al., 1990). This group
reported that the achievement of U.S. children was well below that of their Japanese and
Chinese counterparts. One of the conclusions of this study was that U.S. parents
emphasized the role on innate abilities when they thought about chtldren's pertormance.
These parents viewed ability as a fixed trait and deemphasized the value of effort. Thus.
rather than encouraging their children to work harder when they performed poorly (and
rather than working harder themselves to help their children perform more effectively).
these parents tended to assume that poor performance could not be changed because it

was rooted in the unchanging quality of ability. Therefore, parents' sense of efficacy was
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lower for helping their child succeed academically when they believed ability was a tixed
trait. Indeed. parents. as the initial source of ability feedback for most children. provide
an obvious focus for research aimed at understanding how some academically competent
children come to underestimate their abilities (Wagner & Phillips. 1992).

" As children get older, many ot them begin to view ability as a rather stable entity
that cannot be changed much™ (Wigfield & Eccles. 1992, p. 274). For older children.
viewing ability as a fixed trait may decrease the amount of effort they would exercise
when faced with a problem situation. Nicholls (1984) argued that most young children
have a mastery or learning view of ability. believing that increased effort could improve
their pertormance. This is important for young children’s motivational levels. Young
children would see the opportunity to improve academically. A study by O Sullivan and
Joy (1994) has shown that young children’s knowledge about how to correct reading
problems may be more heavily dependent on the metacognitive input trom others (i.c..
their beliefs about reading). rather than on their own reading experiences as a source ot
feedback. Therefore. significant others may have played a more important role in young
children’s academic beliefs than previously assumed.

A study by Wood and Bandura (1989) tested the notion that conceptions of ability
affect thought processes and performance attainments through the self-efficacy
mechanism. For students who viewed ability as reflecting an inherent intellectual
aptitude. their perceived efficacy plummeted as they encountered problems. Wood and
Bandura also reported that such students had eventual progressive deterioration in their

performance. Students who viewed ability as a skill that must be developed and



practiced achieved higher attainments. Since parents’ achievement-related beliets may
have been an even stronger influence on young children’s rather than older children’s
achievement-related beliefs (Wigfield & Eccles. 1992). it is important that parents
manitest etficacy in behaviors specifically focused on helping young chiidren solve
current and anticipated problems in school (Lareau. 1993; Youniss. De Santis. &
Henderson. 1992). Parents low in efticacy would seem more likely to doubt their own
ability to have an impact on children’s learning. Therefore. parents low in etficacy would
be less likely to become involved in their children’s education (Hoover-Dempsey et al..
1992).

“Parents would involve themselves and persist until children experience success
(with their children) it they believe that unstable and controllable tactors (e.g.. effort) are
responsible for children’s poor performance™ (Hoover-Dempsey & Sandler. 1997, p. 24).
Indeed. parents would push a child to put forth more effort when he or she encountered
academic difficulties. Alternately. parents might opt not to involve themselves it they
attribute a child's poor performance (or their own) to stable or intemnal tactors (e.g.. the
child has lo;\' ability. or the parent doesn't have enough knowledge). Indeed. studies have
shown that parents’™ achievement-related beliefs play a pivotal role in children’s self-

perceptions of academic competence and their academic achievement.

Children’s Self-concept and Peers

Parents have a strong influence on the development of children’s self-concepts.

but peer relations also affect the way children see themselves in the world. Children who



felt loved and worthwhile as human beings were usually successful in peer relattonships.
while those who did not had more difficulty (Felker. 1974). As well. children with
positive self-concepts were more likely to enjoy high status with their peers than children
with low self-concepts (Richmond & White, 1971). Homze (1962) claimed that the roles
of peers determined much ot what behavior the child assumed. The child could identity
with his or her peers because of the similarity in age. Thus. peers became the child's lite
models.

The relationship between peer relations and self-concept can be somewhat
cvclical in nature: poor peer relations contribute to low self-concept: strong peer relations
contribute to high seif-concept. Children who perceived themselves as competent and
confident had successtul peer interactions and enjoved more social encounters. They
received acceptance from their peers (Henderson and Long. 1971: McCandless et al..
1961). These children enjoyed high peer status (Carlson. 1963: Richmond & White.
1971: Williams & Cole. 1968) and believed that people whom they like reciprocated their
feelings (Simon & Bernstein. 1971).

Peer influences on achievement have shown that children's aspirations are quite
similar to those of their peers. A child wishing to be accepted may choose not to work as
hard in school if the peer group does not value achievement. Children who were
intelligent tended to be more popular and slow-learning children tended to be less popular
(Cambell, 1967: Green. 1970). Low-achieving children were more likely to be among

the least accepted children in the classroom. McMichael (1980) provided evidence of



this dvnamic. Boys. who were both poor readers and lacked social skills. tended to be
accepted only by other boys with similar academic and social problems.

In terms of gender. a study by Oldford-Matchim (1998) ot grade one students has
revealed a significant difference in how girls and boys perceived their classmates’
estimates of their reading. Girls perceived their classmates' regard for their reading
ability more positively than did bovs. However. according to Bandura (1997). the
influence of peers may be less significant in determining young children’s selt-
perceptions than older children’s self-perceptions. Wigfield and Eccles (1992) also
claimed that the strength of peer influences may increase as children get older. peaking
during the junior high school vears. but parents™ influence on children’s beliets were
more salient with vounger children. Nevertheless. feedback from peers is an obvious

focus tor research on the factors related to young children’s self-perceptions and their

academic achievement.

Children’s Self-concept and Teachers

The relationship between teachers and students play an important role in the
development of children’s self-concept. but the results of studies offer conflicting results
in relation to children’s gender and age. Elaugh and Harlow (1973) found that males
received more teacher attention than females. resulting in lower self-concept for females.
while Samuels’ (1977) study indicated that more females than males perceived their
teachers’ reactions to them to be positive. O'Sullivan’s (1992) study found that teachers

considered their female students to be better readers and found reading easier than males.



This (1992) study also revealed that teachers felt more capable of helping male students
improve in reading. Teachers’ self-efficacy beliefs were higher for boys™ achievement
than for girls’ achievement in reading despite teachers™ beliefs that females were higher
achievers in reading that were males. Hence, teachers’ beliefs about children’s
achievement levels may be an important one for understanding teachers’ self-etficacy
beliefs.

According to Bandura (1997). a teacher’s sense of efficacy was likely to be
especially influential on young children because their capabilities were still relatively
informal. and voung children make little use of social comparison information in
evaluating their capabilities. Thus, from this explanation. teacher feedback would be
more important than peers’ expectations and feedback in the formation of young
children’s self-perceptions of ability. A report by Anderson. Greene. and Loewen (1988)
stated that teachers™ beliefs in their instructional efficacy was a much stronger predictor
of the academic attainments of younger students than of older students. According to
Dillabough’s (1990) study. teacher expectations may have been more infiuential on
voung children’s achievement than parental expectations. [n contrast. a study by
Zimmerman and Martinez-Pons (1990) claimed that children’s source of assistance for
their progress shifted from parents to teachers in high school. Therefore. parents were a
more important source than were teachers for which young children relied to evaluate
their progress. Indeed. studies present conflicting results on the degree of importance of

teachers” beliefs to young children’s seif-concept development.
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Reader Self-perceptions

It is known with great certainty that children who have made positive associations
with reading read more often. with greater intensity. and for longer periods of time.
Conversely. children who have negative associations with reading read very little or
avoid reading all together, or read with little involvement (Henk & Melnick. 1993).
Indeed. children who demonstrated superior reading achievement read frequently
{Anderson et al.. 1988: Foertsch. 1992). Since reading is such an integral part of
education. and so much of a child’s academic success rests on his or her ability to read
well. it can be accepted that motivating students to read and creating an interest in
reading among students rank high as priorities for teachers (O Flavehan et al.. 1992).

Self-perceptions could either motivate or inhibit performance in all aspects of life
and school (Schunk. 1982, 1983. 1983a: Zimmerman & Ringle, 1981). Judgements
about one’s ability to achieve atfected actual achievement through influence on an
individual’s choice of activities, task avoidance. effort expenditure and goal persistence
(Bandura & Schunk, 1981). This is borne out in classroom experience when one
observes the strong readers frequently making book selections and library trips. while the
poorer readers show little initiative to get through assigned books. Henk and Melnick
(1995) posited that “how an individual feels about him or herseif as a reader could clearly
influence whether reading would be sought or avoided, the amount of effort that would
occur during reading, and how persistently comprehension would be pursued™ (p. 472).

Specifically, reading success and lack of success has been linked to self-concept.

If children develop strong positive self-concepts as readers, they will attempt more
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difficult material. enjoy reading and be apt to read more widely (Quandt & Selznick.
1984). Time spent reading is generally considered to contribute to increased reading
comprehension. a phenomenon known in the reading literature as the “Matthew Etfect™.
This is an example of “the rich becoming richer and the poor becoming poorer™
(Stanovich. 1980). Thus. children with positive feelings and beliefs will read more and
therebyv likely improve in reading ability. This circular etfect brings together all ot the
elements affecting the reader: feelings and beliefs about the self as a reader. and
perceptions of parental and peer expectations of a child as reader. Thomas (1984) was
one of the few researchers who looked specifically at the concept of reader as self. and
not at global selt-concept. In her study of one hundred sixth-grade students’
performances on a reading comprehension test. and views of self as reader. she found a
significant relationship existed between how good readers viewed their ability to read and

their actual reading ability.

Reader Self-perceptions and Gender

Research on reader self-perceptions and the gender ot voung children has
revealed different results. A study by Marsh. Smith and Barnes (1985) revealed that girls
had a higher reader self-concept than boys but a lower math self-concept. In a study of
reader self-perceptions by Wallbrown, Levine, and Englin (1981). they found that males
tended to see themselves as having difficulty with reading. The girls. however. seemed
to view reading more positively and felt positive about the feedback they were receiving

from family. friends and teachers about their reading abilities. O’Sullivan’s (1992) study



of grade’s three. six and nine students also found that girls considered themselves to be
better readers, rated reading as easier, more useful. more pleasurable and interesting.

A study by Ladd and Price (1986) revealed no gender differences between
children’s perceived competence and achievement. However, Ladd and Price’s data did
suggest that the tendency to overestimate one’s competence was more commor among
grade-school boys. whereas the tendency to underestimate one’s ability was more
common among grade-school girls. A study by Wagner and Phillips (1992) ot 74 grade
three high-achieving children did not obtain substantial evidence of sex differences in
children’s perceived academic competence for this group. Nevertheless. gender ceffects,
found for more academically diverse samples. may not have generalized to this particular
sample.

Some studies conducted in Newtoundland did not support differences in
children’s reader self-concept based on gender. Studies by Byrne (1993). Legge (1994).
Whiteway (1995), and Pink (1996) found no differences in the reader self-concepts of
children when gender was examined. Byrme (1993) studied grade six children in a rural
area of Newfoundland and found no differences in children’s reader seif-concept.
Legge’s (1994) study revealed no difterences between the reader selt-concepts ot second
grade boys and girls in urban classrooms. In addition, Whiteway's (1995) study of three
grade five classrooms in urban Newfoundland did not support gender differences in
children’s reader self-concept. Another study was carried out by Pink (1996). She
studied the effects of gender on the self-concepts of high ability grade four. five. and six

students. Again, no differences were found. However. a study in urban Newfoundland



with grade two students found that girls had higher self-concepts as readers than did boyvs
(Brown. 1992). O’Sullivan’s (1992) study. which also showed that girls had higher
reader self-concepts than did boys. was conducted in Newfoundland. Despite some study
results that showed no differences in children’s reader self-concept based on children’s

gender, when differences were found in children’s reader self-perceptions. girls™ were

more cften favored than were boys,

Development of Reading Ability

Acquiring skills specific to reading and prior linguistic and conceptual
knowledge are important aspects of reading development. Learning to read involves the
acquisition of a few skills specific to reading and the use of many other abilities that are
common to a variety of cognitive processes. “Previously acquired linguistic and
conceptual knowledge relevant tor understanding oral language and interpreting visual
experiences is necessary for reading” (Juola. Schadler. Chabot. McGarghey. & Wait.
1979. p. 91).

According to Frith (1983), there were three phases of development in learning to
read words: logographic, alphabetic. and orthographic. Logographic. the first phase. is
the use of nonphonemic visual. contextual or graphic features to read words. The
alphabetic phase involves the use of grapheme-phoneme relations to process
correspondences between the spellings of words and their pronunciations. The

orthographic phase involves the use of spelling patterns and the ability to recognize
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words. These phases were the basis of Ehri’s (1994) work. Ehri (1994) further
elaborated on readers” phases ot word recognition.
Logographic phase

During the logographic phase. visual symbols represent words or morphemes. not
phonemes. Beginning readers select and remember morphonemic visual characteristics
mnstead of letter-sound correspondences to read words. Those readers in the togographic
phase may learn to read a word by remembering the shape of one of its letters or its loga
(e.g.. the golden arches in McDonald’s logo).

Visual cue reading is also logographic word reading (Ehri, 1987; Ehn & Wilce.
1985. 1987, 19874). Logographic readers learn to read words using visual cues. This
wis labeled paired-associate learning (Gough & Hillenger, 1980: Gough ¢t al.. 1983).
According to Ehri (1994

Readers form an association between a written word and its pronunciation or
meaning in memory by selecting some visual attribute that distinguishes it trom other
words being learned. The next time that attribute 1s seen n the same or another word. the
response word associated with that attribute 1s retrieved from memory (p. 3261
Alphabetic phase

When children stop attending primarily to pictures and have begun attempting to
read print, the shift from logographic reading to alphabetic reading explains how novice
beginners use alphabetic cues to read words by sight (Ehri. 1994). Phonetic cue readers
must know letter names or sounds and have some phonetic segmentation skill. The

access routes may be formed by only an initial letter or the tinal and initial letters (Ehn,



1994). Sounds such as /d/ in dog. or letter names such as “bee’” in beak are examples of
various types ot phonetic units in pronunciation that are linked by letters.

Studies of first-yvear readers (Byrne. 1992: Share. Jorm. Muaclean, & Matthews.
1984 Stuart & Coltheart, 1988) revealed the best two predictors of reading achievement
were letter knowledge and phonemic-segmentation skill. A series of studies by Ehri and
Wiice ¢ 1987, 1987a) found that meanmingruiness raungs correiated significantiv with ease
of learning to read among control subjects but not experimental subjects.
Meaningfulness. tor example. would be words deemed meaningful by the child such as
the word "snake’ rather than the word “soles’. However. Ehri and Wilce maintained that
letter/sound routes provided more systematic, easily remembered links to words in
memory than did semantic routes. Ehri and Wilce also found. in a study comparing the
word learning ot phonetic cue readers and readers who could phonologically recode
words. that cue readers were more inconsistent over trials, forgetting words or nuxing
them up. Decoders were more accurate than cue readers in recalling the spellings ot the
words they learned. Cue readers did, however. remember most initial and final
consonants, an indication that boundary letters were the phonetic cues they used to
remember words. According to Ehri (1994), the alphabetic phase was underway when
readers could phonologically recode written words into pronunciations.

Orthographic phase

At the orthographic phase. readers have the grapheme-phoneme correspondences
and orthographic knowledge to read words. This phase replaced the alphabetic phase as

readers consolidated grapheme-phoneme patterns that recurred across words they have
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learned to read (Ehri. 1994). Massaro. Jastrzembski and Lucas™ (1981) study revealed
that knowledge of the orthographic structure emerged from competence in alphabetic
phase reading. In reading unfamiliar words. orthographic-phase readers were thought to
divide letter strings into root words. affixes. and syllables. convert these to

pronunciations. and then blend them to derive a recognizable word.

Other reading models

Chall (1983) claimed there were a number of stages involved in children’s
learning to read. The logographic phase ot Ehri’s (1994) work corresponded to Chall’s
Stage 0. the alphabetic phase fitted into Chall's Stage | (decoding). and the orthographic
phase emerged during Chall’s Stage 2. when readers gained greater fluency. Reid.
Hresko. and Hammill (1989) claimed there were specific components involved in
children’s leaming to read. Reid. Hresko. and Hammill proposed that children learn to:
a) educe the arbitrary conventions employed in reading and writing English: b) learn and
use the alphabet: and c) construct meaning from print. Indeed. researchers tended to

agree that there were particular aspects that children must master betore learning to

become fluent readers.

Reading Ability and Gender
Studies revealed mixed results in relation to children’s reading ability and gender.
Nevertheless, females tended to outperform males in reading ability when gender

differences were found. However, studies carried out in England and Nigeria found that



boys significantly outscored girls in reading. In Canada and the United States. girls
outperformed boys in reading (Johnson. 1972). According to Preston (1962). cultural and
environmental factors accounted tor gender differences in reading. Preston found that
German bovs considered reading to be a normal activity while American boys tended to
perceive reading activities as feminine. Four factors were suggested by Dwver (1973) in

an aitempt to explain gender differences in reading achievement which favor girls:

—

the differential rate or level of maturation (i.e.. girls maturing taster than bovs):

1D

content of basal readers:
3. the negative treatment of boys by female teachers:
4. the differential cultural expectations for the male role.

Furthermore. in Yarborough and Johnson's (1980) research. cultural factors and
teacher bias were found to account for reading achievement differences. Inan
international review of gender differences in reading ability. most ot the investigators
agreed upon cultural factors and teacher bias. It was found that until the age of ten. bovs
lagged behind the girls. After the age of ten. sex differences became nonsignificant.

A comprehensive study by Wallberg and Tsai (1985) tound gender 10 be
significantly correlated with achievement and attitude. Females in the study performed
better than males and expressed more interest in reading. In some recent research
findings. girls achieved higher in reading achievement than did boys (Cloer & Pearman.
1992; Oldford-Matchim. 1998: Ostiing. 1992). In a longitudinal study by Cloer and
Pearman (1992), students were assessed on their reading skills at ages nine. thirteen. and

seventeen. The researchers found that girls outperformed boys in each of six reading
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assignments. Their results showed that the gap between girls and boys was the same in
1990 as it was in 197]1. A 1998 Canadian report (School Achievement Indicators
Program - SAIP) on the reading assessment of thirteen and sixteen-year-olds showed that
females occupied higher levels of reading achievement than did males for both age
groups (Council of Ministers of Education, 1999).

Similariy. a study by Ostiing (1992) reviewed the resuits of a report on the
reading achievement of girls from preschool to secondary school. Results showed that
girls tended to perform better on reading tasks than boys tfrom elementary school to high
school. Moreover. Oldford-Matchim (1998) found that girls possessed more knowledge
of the alphabet than did boys. even at the beginning of the kindergarten school vear.
According to Entwisle and Baker's (1983) study. girls generally scored better marks in
reading than did boys.

Newtoundland studies by Legge (1994), Byrne. (1993). Pink (1996). and
Whiteway (1995) found no significant relationships between children’s reading
achievement and their gender. These studies covered grades two through six. These
study results. however. do not corroborate the large-scale findings of Newfoundland
children in the Canadian Test of Basic Skills (CTBS). The resulits for 1991, 1993, and
1996 on this test with grade four students showed that females were more successtul in
reading than were males (Government of Newfoundland & Labrador. 1991, 1993, 1996).
CTBS scores for grade twelve students in 1998 also showed that females experienced
more success in reading than did males (Government of Newfoundland & Labrador.

1998). Furthermore, O’Sullivan’s Newfoundland study revealed that females scored
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higher than males on standardized reading tests in grade’s three. six and nine. Indeed.

performance differences in reading often favored girls rather than boys.

Summary

The literature review has indicated relationships among the variables presented in
this study: parents' reading beliefs (self-efficacy and achievement-related beliets).
children's reader self-perceptions. children's reading achievement. and parents’™ and
children’s gender. Based on the studies presented. parents' sense of efficacy. as part of
Bandura's social cognitive theory. positively related to children's self-perceptions as
readers and their academic achievement. Parents’ involvement in their children's
academic development was positively linked to young children's academic achievement.
Furthermore. parents' who believed that intelligence was more a fixed trait. rather than
something that was malleable. tended to have a lower sense of etficacy. These parents
believed their efforts were less likely to improve children’s outcomes. Such beliets
negatively related to children’s academic achievement. There were a limited number ot’
studies that examined parents’ gender in relation to parents’ reading beliefs. children’s
self-perceptions and their academic achievement. These studies revealed mixed results.

The literature review has revealed that children who felt good about their reading
abilities and academic performance performed better in school. Those students who telt
negatively toward their reading abilities and academic achievement seemed to perform
more poorly than students who were more positive toward their reading achievement.

The research tended to show that boys had lower self-perceptions as readers than did



girls. Studies also tavored females when gender differences were found in children’s
reading achievement.

Because of the limited number of studies completed on the relationships among
parents’ reading beliets, children’s reader selt-perceptions. children’s reading
achievement. and children’s and parents”™ gender. the need for turther research in this area
was apparent. This study has attempted to contribute significant information to
relanonships among the above variables as well as to help clarify previous contlicting
studies by addressing the following questions:

1. Is there a relationship between parents’ reading beliets (self-efficacy and
achievement-related beliefs) and children's reader self-perceptions (self-concept.
observauonal comparison, social feedback. physiological states, progress. and total

seore)’!

19

Is there a relationship between parents’ reading beliets (self-efficacy and
achievement-related beliefs) and children’s reading achievement (alphabet.

conventions, meaning. and overall score)?

3. Are there differences in mothers' and tathers’ reading beliefs (selt-efficacy and

achievement-related beliefs) for their children?

4. Are there differences in parents’ reading beliefs (self-efficacy and achievement-

related beliefs) for boys and girls?
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7.

9.

Are there differences in mothers™ and fathers™ reading beliefs (selt-etficacy and

achievement-related beliefs) for boys and girls?

Does a relationship exist between mothers™ and fathers’ reading beliefs (self-ethicacy
and achievement-related beliefs) and children's reader self-perceptions (seii-concept.

observational comparison. social feedback. physiological states, progress. and total

score)?

[s there a relationship between mothers’ and fathers’ reading beliefs (selt-etficacy and
achievemnent-related beliefs) and children's reading achievement (alphabet.

conventions. meaning. and overall score)?

Is there a relationship between mothers” and fathers’ reading beliefs (sclf-etticacy and
achievement-related beliefs) and boys™ and girls" reader self-perceptions (self-

concept. observational comparison. social teedback. physiological states. progress.

and total score)?

Is there a relationship between mothers’ and fathers” reading beliefs (self-etficacy and
achievement-related beliefs) and boys" and girls’ reading achievement (alphabet.

conventions, meaning. and overall score)?



10.

.

14.

»
tJ

Are children's reader self-perceptions (self-concept, observational comparison. social
feedback. physiological states, progress. and total score) related to their reading

achievement (alphabet. conventions, meaning. and overall score)?

Are there gender differences in children's reader self-perceptions (selt-concept.
observational comparisen. soctal feedback. physiclegical states. progress. and total

score)?

. Are there gender differences in children's reading achievement (alphabet.

conventions, meaning, and overall score)?

. Is there a relationship between girls™ reader seif-perceptions (self-concept.

observational comparison. social feedback. physiological states. progress. and total

score) and girls” reading achievement (alphabet. conventions. meaning. and overall

score)?

[s there a relationship between boys™ reader self-perceptions (self-concept.
observational comparison. social feedback. physiological states. progress. and total

score) and boys™ reading achievement (alphabet. conventions, meaning. and overall

score)?



Chapter III

Design and Methodology

Introduction

This study was an investigation of the relationships among parents’ reading beliets
(self-efficacy and achievement-related beliefs). children's self-perceptions as readers, and
children's reading achievement. The refationship of parents’ and children’s gender to the

above variables was also examined.

Sample

This study was conducted with a total of 66 third-grade students in a rural area.
Most parents of students also participated in this study. A total of 92 parents (49 mothers
and 43 fathers) completed a questionnaire about their beliets for their children’s reading
achievement. For some students. both parents were involved: for other students. just one
parent participated in this study. The sample of students included 37 girls and 29 boys.
These students came from varving socio-economic backgrounds. ranging from lower-to
upper-middle class.

The children in the sample were involved 1n a family literacy project (SORT-
Significant Others as Reading Teachers) for approximately one year. This project was
initiated by the Faculty of Education of Memorial University of Newfoundland. and in
affiliation with an elementary school. The project encouraged significant others’

involvement in young children’s reading development. The literacy project was designed



to inform parents of ways to help their children become better readers (Oldford-Matchim.

1992).

Instruments

Two instruments were used with students. The Reader Self-Perception Scale
i RSPS was tsed to determune students” pereeptions of reading tincluding sclf-concept.
social feedback. observational comparison, physiological states, and progress). The Test
of Early Reading Ability-2 (TERA-2) was used to determine students” knowledge of the
alphabet. conventions of print, and meaning. Both instruments tor students were
American standardized. The Questionnaire tor Parents addressed parents” reading

beliefs. It included measures of selt-etficacy and achievement-related beliefs.

The Reader Self-Perception Scale (RSPS)

This instrument was used to measure how children telt about themselves as
readers. The Reader Self-Perception Scale includes aspects of performance.
observational comparison, social teedback. and phystological states. Performance.
redefined more narrowly as progress (P) by Henk and Melnick (1995), involves how one
perceives present reading performance compared to past performances. The second
source of self-perception as reader, observational comparison (OC), measures how a
child perceives her or his reading performance in comparison with the pertormance of
classmates. Social feedback (SF) inciudes direct or indirect input about reading from

teachers, classmates. and fumily. The physiological states (PS) source refers to internal
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teelings the child experiences during reading (Henk & Melnick. 1995}, The RSPS also
includes a question pertaining directly to reader selt-concept (SC). This question was
used to tocus students’ thinking about themselves as readers. In addition. a total score
(TS) was calculated for this study.

The questionnaire was composed ot 33 positively-stated items: one generol item
on reader self-concept to prompt children to think about their reading ability (question
#11(SO)Y. and thinty-two items representing tour scales. The tour scales assessed were:
progress (P). observational comparison (OC), social feedback (SF) and physiological
states (PS). The answering device on the RSPS was chunged from scales using words.
from SA (Strongly Agree) - SD (Strongly Disagree), to corresponding Smiley faces
{West & Summons. [991). This change occurred to better adapt to the capabilities of
primary school children. The scoring device was based on a 5-point LiKert scale svstem
(5 = strongly agree. 4 = agree, 3 = undecided, 2 = disagree. and | = strongly disagree).
Because the number of items varied according to the scale (SC = 1: P=9: OC = 6: SF
=Y. PS = 8). the maximum scores diftered for each scale (SC =35: P =345: OC = 30: SF =
45. PS =40). The scale was scored by summing the raw scores for cach scale. A total
score was also computed for each child. Henk and Melnick (1993) provided a list of
average mean scores for grade four children on the various scales of the self-perception
questionnaire. Students in this study were at the end of grade three. Theretore, average
mean scores for children in this study were compared with Henk and Melnick’s average
mean scores for grade four. Henk and Melnick’s grade four students chosen for

standardized scoring were similar in age to the grade three children who participated in



this study. Students in Henk and Melnick's (1995) large scale American sample were
from urban. rural. and suburban school districts. Students in this study were trom a rural
area.

Cronbach’s alpha was used to determine the reliability of the Reader Selt-

Perception Scale (Table 3:1).

Table 3:1. Reliability analysis of the Reader Self-Perception Scale (RSPS)

Reader Self-Perception Alpha Standardized Alpha
Category

Selt-concept (queston #11(SC) -

Progress (P) 35 .86
Observational comparison (OC) 33 .33
Social feedback (SF) 30 79
Physiological states (PS) 19 31
Total score (TS) 39 90

Alpha reliabilities coetficients were also calculated for the questions used in this
study to specifically examine children’s perceptions of social feedback from family (F).
peers (OK). and teachers (T). The category of family was used interchangeably with

parents in this study since parents were generally the most important source of feedback



in the tamily unit tor young children (Battle, 1982: Silvernail. 1985). The reliability
results are given 1n Table 3:2. This information was collected through questions in the

social teedback (SF) sub-category on the Reader Self-Perception Scale.

Table 3:2. Reliability analysis of children's perceptions of feedback from

parents, peers, and teachers

Perceptions of Feedback  Alpha Standardized Alpha
Parents (F) Sl 36
Peers (OK) 32 32
Teachers (T 59 39

Test of Early Reading Ability-2 (TERA-2)

This norm-reterenced test is a test of carly reading achievement based on the
work of mz¥ny researchers tn emergent literacy from the 1960's to present (Harp. 1996).
The test was designed by Reid. Hresko. and Hummill ( 1989) based on current
understanding of the early conceptions children have about reading. There are several
purposes for using this test: dentification of significant differences in individual's carly
reading development, documentation of children's progress in learning to read. to serve as
a measure in research projects. and to suggest instructional practices (Reid, Hresko, &

Hammill. 1989. p. 5).



TERA-Z was used to measure three components of reading discovered by most
voung children: 1y constructing meaning from print (M). 2) knowledge of the alphabet
(A). and 3) conventions of the written ltanguage (C). The ability to construct meaning
was assessed by examining the child's awareness of print in environmental contexts,
knowledge of relations among vocabulary itemns, and awareness of print in connected
discourse. Knowledge of the alphabet was assessed through letter numing and orul
reading. Knowledge of the conventions of written language were assessed through book
handling tasks. response to other conventions ot print, and prootreading {Reid. Hresko., &
Hammill). An overall score (O) was also calculated tor this study.

TERA-2 was composed of 46 questions representing the three categories listed
above. The meaning category involved 16 questions. the alphabet category 15 questions.
and the convention category 13 questions. Raw scores were calculated by allocating one
point for correct answers and no points tor incorrect answers and totaling the scores.
Scoring procedures were determined by a correct or incorrect response. All items below
the basal were scored as correct. A composite score for the three subcategories (alphabet,
meaning. and conventions) was also used for statistical analysis.

Reliability scales for the TERA-2 were tound in the TERA-2 manual and had a
standard reliability of .89. a significant statistic that exceeded minimal requirements tor
reliability. Cronbach's alpha coetficient was completed as an estimate of the reliability of
the TERA-2 as presented by the TERA-2 manual. The TERA-2 manual also provided
reliability analysis of the instrument for children, age's three through nine. Because this

study was used with eight year-olds. a reliability coetficient for eight year-olds was



provided as a standardized alpha and is listed in Table 3. Concerning validity. the
TERA-2 test showed evidence of content validity. criterion-related validity. construct
validity. and item validity (Reid., Hresko. and Hammill. 1989).

A reliability analysis was performed on the TERA-2 based on the results found in
this study. The reliability results were much lower tor the Newtoundland context than
those presented for the .Amernican context. The difterence in rehability rosulis muay be
due. in part, to the lower range and slightly higher means of Newfoundlund children’s
scores in comparison to children’s scores in the American context. Thus. the internal
consistency of the test was lower tor the Newtoundland context. The results are listed in

Table 3:3.

Table 3:3. Reliability analysis of the Test of Early Reading Ability (TERA-2)

TERA-2 Category Alpha Standardized Alpha
TERA-2 (age 8) - 92
(American Context)

Meaning (M) 4 46

Alphabet (A) .38 A9
Conventions (C) 49 49

Overall (O) .69 .67
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Questionnaire for Parents

This questionnaire was designed by the researcher to measure parents’ reading
beliefs. The questionnaire consisted of 18 statements and involved four related
categories: self-efficacy, parental involvement. achievement-related beliefs. and parents’
expectations tor their children’s reading success. All four categories showed significant
relationships to children’s self-perceptions and children’™s academic achievement in
previous research.

Each sentence of the questionnaire was a brief statement regarding parental
reading beliefs. The responses to the statements of the questionnaire included one of tive
choices: SA = strongly agree. A = agree, U = undecided. D = disagree. SD = strongly
disagree. Responses on the questionnaire were scored based on the Likert scale svstem
uscd for the RSPS (e.g.. 5 points = strongly agree, | point = strongly disagree) and
summed for cach category. The Questionnaire for Parents was designed so that the
greater parents” selt-etficacy. involvement and expectations for their children’s reading
achievement, the higher parents’ scored on this instrument. As well, parents whose
achievement-related beliefs placed greater value on the role ot effort in learning rather
than on intelligence, scored higher on the Questionnaire for Parents.

A maximum likelihood factor analysis with varimax rotation was performed on
the Questionnaire for Parents to show relationships among variables used in this
instrument. After completion of the factor analysis, 10 ot the 18 questions on the

Questionnaire tor Parents were examined in this study. This resulted in two tactors



which are presented in Table 3:4. Fuctor one represented parents” self-efficacy beliets for
their children’s reading achievement and tactor two represented parents’ achievement-
related beliefs.

Since parents’ involvement in their children's reading achievement strongly
correlated with questions used to measure parents’ self-efticacy. questions in these
categorics were combined and labeled as seif-cificacy. Quesiions related to parentad
expectations for children’s reading achievement did not signiticantly relate to each other
or to any other category of the Questionnaire for Purents. Therefore. parental expectation
questions were excluded from the analvsis of this study. A total of seven questions were
now labeled in the selt-etfficacy category (factor one). and three questions contposed the
achievement-related beliets™ category (factor two). The Cronbuch’s alphu tor tactor one

was .78 and for factor two was .69,

Procedure

Before beginning research for this study. permission was obtained from the Ethics
Review Committee of Memorial University of Newtoundland (Appendix A). School and
school board permission for the administering ot the Reader Selt-Perception Scale
(RSPS) and the TERA-2 to children was approved as part of the SORT program
(Appendix B). A letter was also sent to parents explaining the purpose of the study and a

request for parents to complete a questionnaire (Appendix C).



Table 3:4. Factor analysis: Factor loadings for parents’ self-efficacy and their

achievement-related beliefs

Factor 1 Factor 2

Self-efficacy beliefs

[ often tell my child about the benefits of being a good reader. 316
[ think | can help my child become a better reader. 705

[ pay close attention to the teacher’s opinion of how well
my child is reading. 609

As u parent/guardian. [ am important in affecting my child’s
reading development. 601

My child listens to my suggestions tor his or her reading. 584
My child and [ seldom find time to read together (reverse scored). 548
| read to my child more often than most pareats. A4
Variance (%) 27.9
Achievement-related beliefs

Children are good readers because they have a natural ability
(reverse scored). 732

Children who perform well in school have the “brains™ for the work
(reverse scored). 730

intelligence 1s a more important factor than effort for a child to
become a good reader (reversed scored). 533

Variance (%) 14.5

Factor loadings less than .40 have been omitted for clarity




Reader Self-Perception Scale (RSPS)

The researcher administered the RSPS to each of the four grade three classes
involved in this study as a whole. Betore administering this questionnaire. the purpose of
the questionnaire was explained to students, It was emphasized to each student that he or
she should be as honest as possible in answering the questions and that there were no
right or wrong answers. An example was presented to students so that students correctly
understood the answering device. Each question was read carefully and explained so
children understood what they should do. The questionnaire took students approximately

15-20 minutes to complete.

Test of Early Reading Ability-2 (TERA-2)

The researcher administered the TERA-2 to students individuatly. Betore
admunistering the test, the researcher took several minutes to establish rapport with cach
child. This standardized reading test took approximately fifteen minutes for cach student
to complete. Basals and ceilings were used to shorten test time. The testing procedure
began with the item that corresponded to the child's age as presented by the TERA
manual (the basal). Children were tested until tive consecutive items were missed (the
ceiling). Most students completed approximately 22 of the 46 items on the TERA-2.
Directions tor the administering of each question were allocated in a box at the top of
each page in the TERA-2 picture book. The researcher praised and encouraged each

child consistently.



Questionnaire for Parents

The questionnaire for parents took approximately ten minutes for parents to
complete. [t was sent home to both parents (where applicabie) by their children. The
questionnaire was composed of I8 items. each a brief statement regarding parents’
rcading beliets for helping improve their children's reading achievement tAppendix D).
Parents were asked to compiete the questionnaire independent ol their spouse so tit
gender differences could be accounted for. As well. parents were asked to return the
questionnaire. sealed in the envelope provided. to their classroom teacher within one

week from the date of issue ol the questionnaire.

Research Design

A correlational design was chosen for this study. The sample chosen wus not a
random one and there was no control group. This study investigated the relationship
among parents” reading beliefs, children’s reader self-perception, children’s reading
achievement and gender. According to Keppel and Zedeck (19891, correlational designs
have been [;'udilionally used to study correlations “present and existing in nature™.
Moreover. correlational research was used to precisely study those phenomena that the
experimenter had not learned to control or could never hope to control (p. 27). Gay
(1996) claimed that relationship studies were conducted in an attempt to gain insight inte
factors or variables that were related to complex variables such as academic achievement,

motivation. and self-concept.



Chapter 1V

Analysis of Data

Introduction

Chapter IV describes an analysis of the data o determine whether or not significant
rclationships existed among parents” reading beliets. children’s reader selt-percepuons
and children’s reading achievement. Descripuve statistics were computed tor all three
instruments used in this study [Questionnatre for Parents. Reader Self-Perception Scale
(RSPS). and the Test of Early Reading Abihity-2 (TERA-2)] 1o desenbe parents™ and
children’s group responses on the instruments. T-tests were used to examine whether or
not there were significant ditferences in the means of parents” and children’s responses
on the instruments when the gender of parents and children was being examined.
Pearson correlations were used to examine relationships among measures of parents’
reading beliets, children’s reader selt-perceptions, children’s reading achievement and
parents” and children™s gender by establishing levels of assoctation among the
Quesuonnaire for Parents, the Reader Selt-Perception Scale (RSPS). the Test of Early

Reading Ability-2 (TERA-2). and gender.

Parents’ Reading Beliefs. Children’s Reader Self-perceptions. Parents® and

Children’s Gender
A significant negative relationship was tound between parents” achievement-

related beliets and children’s self-concept as reader (r = -.30. p < .05) which suggested
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that parents. who believed that the role of intelligence was more important than the role
of eftort in children’s achicvement. had children who evaluated themselves more highly
as readers. No significant relationship existed between parents” selt-etficacy beliefs and
children’s reader self-perceptions. However. when the gender of parents was examined.
a stgnificant positve relavonship was tound between mothers’ self-etticacy and children’s
self-concept as reader (r = 35, p < .05). This indicated that the more mothers” believed in
their abihity o help improve children’s reading uchievement. the stronger children
believed in their reading ability.

Significant negative relationships were found between mothers’” achievement-
related beliets and children’s selt-concept as reader (r = -.36. p < .035), fathers' sclt-
cfficacy beliets and children's observational comparison score (r = -.46. p < .05), and
tathers' self-efticacy beliets and children's wtal reader self-perception score (r = -.34.

p <.05ysce Table 4: 1. This suggested that mothers who believed more in role of
intelligence than the role of effort for children’s reuding achievement. had children who
had stronger beliefs in their ability as readers. The findings listed above also suggested
that the more fathers” believed in their ability 10 help improve children’s reading
achievement. the less competent children telt about their reading in comparison o their
peers. and the less competent children felt overall in percepuons of their reading ability.

Moderately strong relationships existed between parents’™ reading beliefs and
children’s reader self-perceptions when the gender of parents and children were
examined separately. A significant positive relanonship was tfound between mothers’

sclf-efficacy beliets and girls™ selt-concept as reader (r = 30, p < .05) which indicated



that mothers. with stronger beliets in themselves to help improve girls™ reading
achievement. had daughters with higher perceptions ot themselves as readers. Stgniticant
negatve relationships existed between fathers™ selt-efficacy and boys™ tr =-.33. p < .05)
and girls™tr = - 44, p < .03y observatonal companson score. These findings suggested
that the stronger tathers™ believed in thetr ability wo help improve children’s reading
achievement. the lower boys and girls evaluated themselves as readers in comparison to
ather children. Or rather. the higher boys and girls evaluated their reading in comparison
to their peers. the lower tathers believed in their ability o help improve children’s
recading achievement. A significant negative relationship existed between mothers’
achicvement-related beliefs and boys™ selt-concept as reader (r = -5 p < .03},
Theretore. mothers™ who valued the role of intelligence more than the role of effortin
children’s reading achievement. had boys with stronger perceptions of themselves as
rcaders.

A negatve correlavon existed between tathers” self-efticacy beliets and boys
pereepuons of social feedback (a total score of teedback trom parents. weachers. and
peers) (r=-.36. p <.05). This result implicd that the more fathers believed in their
ability to help improve children’s achievement. the less positive boys perceived teedback
about their reading from significant others. There was a particularly strong negative
correlation between tfathers™ self-ctficacy beliefs tor improving children’s reading
achievement and boys™ perceptions of teedback from their parents (r=-.73. p <.05).
This outcome suggested that the stronger fathers believed in their ability o improve

children’s reading achievement. the less positive boys perceived feedback trom
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parents about their reading. Indeed. fathers’ self-efficacy beliefs and bovs™ total score of
self-perceptions as readers were negatively related to each other (r = -.52, p < .03) (see

Table 4:1).

Parents’ Reading Beliefs, Children’s Reading Achievement, Parents' and Children’s
Gender

There was no significant relationship between parents” reading beliefs and
children’s reading achievement (sce Table 4:1) and there was no significant relationship
between mothers’ and fathers’ reading beliefs and children’s reading achievement.
However. a significant refationship existed between mothers® and fathers™ reading beliets
and boys™ and girls’ reading achievement. There was a negative correlation between
mothers™ achievement beliefs and boys’ alphabet scores on the reading test (r = - 46,
p < .05). Theretfore, the more mothers believed in the role of intelligence ftor children’s
reading achievement. the higher boys scored on the aiphabetic component of the reading
test. Or rather, the greater boys™ knowledge of the alphabet and its functions, the more
mothers attributed children’s reading achievement to natural ability. Fathers’ beliets for
their children’s reading achievement did not significantiy correlate with either girls™ or

boys’ reading achievement.



Parents® Beliefs for their Children's Reading Achievement, Parents’ and Children’s
Gender

There were no signiticant ditferences in mothers™ and tathers™ beliets tor their
children’s reading achicvement. The analysis showed no significant differences in
mothers” and tathers” selt-etticacy beliets tor helping improve children s reading
achievement (1(87) = 1.81. p =.07). Nevertheless. those ditferences did approach
significance and the effect size between the means of parents’ self-ctiicacy beliets for
their children's reading achievement showed a weak to moderate difterence (ES = 381
Mothers had higher mean etficacy scores than did tathers for their children’s
achievement. Parents’ achievement-related beliefs did not significantly ditter
(L(83) = - 88.p > .05,

There were no stgnificant differences in parents’ reading beliets tor children's
reading achievement when the gender ot children was examined. The analysis showed
that parents’ selt-ctficacy beliets for children’s reading achievement did not significuntly
difter tor boys and girls (L(88) = .50, p > .05). As well. parents” achievement-refated
beliets tor girls” and boys' reading achievement did not signiticantly ditfer (1 (86) = 41,
p > .05

There was one significant difference in parents’ reading beliets for children's
rcading achievement when parents” and children’s gender was examined. Mothers™ and
fathers™ self-etficacy beliefs for boys’ reading achievement significantly vaned (1 (35) =

2.37. p < .05) and this ditference was a relatively large one (ES = .78). Mothers' mean



scelt-efficacy score was significandy higher than tathers’ meuan score for boys” reading
achievement. Thits indicated that mothers had stronger beliets in their ability to help
improve bovs” reading achievement than did fathers.

The analysis did not show a signiticant difterence in mothers” and tathers’
achievement-related beliets tor boys’ reading achievement (t (34) = -.06. p > .03y which
suggested that tathers and mothers had similar behets in the role of ettfort and intelligence
tor boys™ reading success. The analysis did not show a significant ditference in mothers’
and fathers” selt-etficacy beliets (1 (S = 49, p > .03) or their achievement-related

heliets (t(49) =-1.10. p > .05y for girls’ reading achievement (see Table 4:2).

Table 4:2. Descriptive Statistics: Parents’ self-efficacy beliefs for children’s reading

achievement, parents’ and children’s gender

Girls Bovs Children

M SD M SD M SD

Nloth 427 (47 4354 43104

Fath 420050y 401 (48 415049
Parents 12448 419 (.46 -

Note: M = mean score. SD = stundard deviation



Descriptive Statistics: Parents” achievement-related beliefs for children’s reading

achievement. parents’ and children’s gender

Girls Bovs Children

M SD M SD M SD

Moth 34580 34X (88 34T 8%
Fath 3.6907D 35006 3.620.76)
Parents 3580781 33085 -

Notre: M = mean score. SD = standard deviauon

Children’s Reader Self-perceptions. Reading Achievement and Gender
The analysis showed significant relationships among children’s reader selt-

percepuons. their reading achievement. and gender. A moderate correlation (r = 37,
p < .03) was found between children’s self-percepuons of progress and thetr construction
of meaning scores on the reading test. This implied that children who pereeived
themselves as having gained in their reading achicvement from past performance. had a
greater ability to aunbute meaning o their reading. Morcover. a sigmficant relationship
(r =.29. p <.05) was found between children’s self-perceptions of progress and
children’s overall achievement in reading. Overall achievement included a total of
children’s atphabet. meaning and convention scores on the TERA-2.

When children’s ¢

gender was examined. there was 4 moderately strong correlation

between girls™ observational comparison scores on the RSPS and their alphabet scores on



the TERA-2 (r = 45.p < .05). This suggested that the more girls perceived their reading
In comparison to their peers to be positive. the more knowled ge girls had of the alphabet
and 1ts functions. There was a significant relauonship between girls” percepuons of
progress scores and their construcuon of meaning scores on the reading test (r = 37,

p < .05 As well. hoys™ percepuons of progress significantly correlated with ther

Table 4:3. Corrclations among children’s reader self-percepuions. reading achicvement

and gender

SC _OC SF (F) (T OKk) P

77
~
-
7,

TERA(A) ¢ .18 .16 .07 .13 05 01 -06 06 .09
g1l 45 05 43 00 01 1 -06 19
b 28 06 -04 09 03 09 =27 11 -4
TERA(C) ¢ .13 20 .05 21 1% -14 04 20 18
¢ 07 22 12 28 24 -5 -05 200 1Y
b 20 19 -07 07 06 -19 09 20 14
TERADM ¢ Il .14 04 06 011 -04 -02 37« 20
¢ A5 1520 10 24 12 03 37+ 29
b .07 14 12 02 -03 =20 .05 d0= |2
TERA(Q) ¢ .17 .22 .07 .19 17 -1l 01  29% 2]

Jd025 17 28 27 -06 0 -02 0 280 .26
23 019 - 10 07 02 222 -03 0 30 13

JaL O

Note: ¢ = children, g = girls. b = hoys, SC = children’s self-concept as reader (question #1:. OC =
observational comparison. SF = social feedhack. F = feedback from parents. T = feedbuack from teachers,
OK = feedhack from peers. PS = physiological states, P = progress. TS = total score (reader selt-
perceptions). T(A) = alphabet score. T(C) = convention score. T(M) = meaning score, T(O) = overall score
treading achievement), * p < .03
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construction of meaning on the TERA-2 (r = .30, p < .05) (sce Tuble 4:3).

There were sigmitficant differences in boys™ and girls” reader self-perceptions.
Boys™ and girls” self-percepuons signiticantly varied in their perception ot social
feedback (t (61 = 2,15, p < .05) (ES = .35). Girls had signiticantly higher perceptions orf
soctal feedback than did boyvs. The social teedback category included three separate
measures: chiidren’s percepuions of fcedback from parents. wachers. and peers.
Although there were no significant ditferences 1in boys™ and girls” perceptions of social
feedback when this category was divided into separate measures. the difterence in hoyy’
and airls” perceptions of reading feedback trom their peers was marginally insigniticant
(Li61) = 1.84. p =.07). The cttect size was .47, which suggested a moderatelv substantial
difference in the mean scores of boys and girls perceptions of feedback from their peers
about their reading. Girls had more positive perceptions of teedback from peers about
their reading than did boys tsee Table 4:4).

Despite no significant difference in children’s perceptions of therr eachers’ regard
for therr reading (1 (61) = 1.80. p = .08), the difference in boys' and girls’ perceptions of
feedback tor their reading did approach significance. A moderately substanual ditference
existed in the means of boys™ and girls™ perceptions of teachers' regard tor their reading
(ES = .46). For this approaching signiticant difference. girls had a higher mean score
than did boys. The close o significant differences in children’s perceptions of feedback
from peers and teachers for their reading may explain the significant difterence tound in

boys’and girls’ overall perceptions of teedback trom significant others for their reading.



Boys and girls significantly diftered in their physiological states as readers (1 (61)

="

A7.p <.05) (ES = 41). This result indicated that girls felt better internally when they
read than did boys. There was only one significant ditference in children's reading
achicvement when gender was examined. Boys' and girls” mean alphabet scores on the
reading test signiticandy differed (1 (63) =295, p < .03 (ES = .74). The difference in
mean scores tur boys” and girls was o particuiarly strong one. Girls scored higher than

did boys on this measure of reading achievement (see Table 4:4).

Summary of Findings

The following are a list of the significant findings found in this study:

1. Parents” achievement-related beliefs (ACH) and children’s self-concept as reader
(SO ir=-30.p < .05).

2. Mothers™ selt-efficacy beliefs (SE) and children’s self-concept as reader (SC) (r = .35,

p<.U5).

3. Mothers™ achievement-refated beliets (ACH) and children’s selt-concept as reader
(SCY(r=-36.p < .05,

4. Fathers’ self-etficacy beliets (SE) and children’s observational companison scores
(0OC) (r =-.46. p <.05).

S. Fathers’ self-efficacy beliefs (SE) and children’s reader self-perception total score

(TS) (r=-.34. p < .05).



Table 4:4. Descriptive Statistics and t-test - Children’s reader self-perceptions.

reading achievement. and gender

Girls Bovs t-test
M SD M SD  tf P
SC 469 (.67) 4.32070) t6h =101 32
oc 2230480 2237500 t(hly=-05 96
SE 3944 4.1y 63 AR t6h =215 04
F 1431 (145 1389(1.3h wveh =117 25
T 12.06 (1.7 1219 (2.06)  1(61)=1.80 .08
OK 12.03 (2.0 1085 ¢3.05) w6 =184 .07
PS MR 445 320005383 w6l =217 .03
P 4125 (5.5 4048572y veh =54 39
TS 14250 (1297 136.30(16.56) 161 =1.67 .10
TERA(A) i394 (23 13.59 (.68) 1163) =295 00
TERA(C) 13.31 (1.89) [3.07(1.69)  t(63)=.53 60
TERA(M [4.81 (1.06) 1479 (.90) L63) =05 96
TERA(Q) 42.06 (2.68) 445247 1(63)=94 35

Note: M = mean score. SD = standard deviation. = (-statistic. p = probability. df = degrees of freedom.
SC = children’s self-concept as reader (question #1), OC = observational comparison. SF = social teedback.
F = feedback from parents. T = feedback from teachers. OK = feedback from peers. PS = physiological
states. P = progress, TS = total score (reader selt-perceptionss. TERA(A ) = alphabet score. TERA(M) =
meaning score. TERA(C) = convention score. TERAtO) = overall score (reading achievement)



6. Mothers” self-efficacy beliets (SE) and girls™ self-concept as reader (SC) (r = 50,
p<.03).

7. Fathers™ self-etficacy beliefs (SE) and girls” observational comparison scores (OCH
ir=-4. p< .03

8. Mothers™ achicvement-related beiiets (ACH) and boys™ self-concept as reader (SCH
(r=-5l.p<.05)

9. Fathers’ selt-efticacy beliefs (SE) and bovs™ observauonal companson scores (QCH
(r=-353.p<.03).

10. Fathers™ self-etficacy beliets (SE) and bovs™ percepuons ol social feedbuck (SFy
(r=-56. p<.05).

11. Fathers’™ selt-etficacy beliets (SEY und boys™ perception of their parents feedback
about their reading (B)«r = -.73, p < .()5).

12. Futhers™ self-etlicacy beliefs (SE) and boys™ total score (TS) of reader selt-
pereeptions (r=- .32, p < .05),

13. Mothers™ achievement-related beliefs (ACH) and boys™ alphabet scores (A) on the
TERA-2 (r=-46.p < .05).

14. Mothers' and tathers’ selt-efficacy beliefs (SE) tor bovs’ reading achievement

(L (35)=2.37.p < .05).

15. Children’s self-perceptions of progress (P) and their construction of meaning
(TERA-M) (r=.37. p < .05).

16. Children’s self-perceptions of progress (P) and their overall reading achievement

(TERA-O) (r=.29.p < .09).



17. Girls™ observativnal comparison scores (OCY and their alphabet scores ¢ A) on the
TERA-2 (r=43.p < .05).

18. Girls™ perceptions of progress (P) and their construction of meaning scores (M) on
the TERA-2 (r = .37. p < .03).

19. Boys’ perceptions of progress (PYand their construction of meaning scores (M on

the TERA-2 (r = 40, p <.03).

20. Boys™ and girls” percepuons of social feedback (SEY (061 = 213, p < .03y,
21. Bovs™ and girls” physiological states (PS) as readers (1(61) = 2.17.p < .05
22 Boys™ and girls” alphabet scores (A) on the TERA-2 (1(63) =295 p < .05,



Chapter V
Summary, Findings and Conclusions, Discussion, Educational Implications, and

Recommendations for Further Research

Introduction

Chiapler V presents « summary and discussion ol the {indings revealed by the
statistical analysis of data collected during the investigation. Educational implications
have been drawn from the findings and recommendations have been delineated for

further research,

Summary

The research literature has generally indicated positive relationships among
parents’ reading beliets (selt-efficacy), children’s reader self-perceptions, and children’s
reading achievement. The literature also indicated that parents who valued the role of
ettfort more than the role of intelligence in children’s reading development. generally had
children with higher reader selt-perceptions and reading achievement.

The research literature. in its examination of bovs’ and girls” reader selt-
perceptions. tended to show that girls had higher reader self-perceptions than did boys.
Studies also indicated that students with positive reader self-perceptions exhibited higher
reading achievement levels. When research showed differences in boys™ and girls’

reading achievement, girls were often tavored.
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There have been tew empirical studies conducted on the relationship between
purents” beliefs and children” academic self-perceptions. Moreover. few studies have
examined the role of parents’ and children’s gender in relation to parents’ beliefs tor their
children’s reading uchievement. Little research has also been carried out in the arca of
voung children’s selt-perceptions. Perhaps the latter finding was owing to the skeptical

notion of young chiidren’s abiiity to diiferenuate therr seif-concept (Harter. 1986,
Findings and Conclusions

Parents’ reading beliefs, children’s reader self-perceptions, parents’ and children’s
gender

Surprisingly. the relationship between parents” self-etficacy beliefs tor their
children’s reading achievement and children’s self-perceptions as readers was not found
to be significant. Previous studies have shown a positive relationship between these
variables (e.g.. Bandura, 1997. Zimmerman et al.. 1992). There was one significant
relationship between parents’ achievement-related beliefs and children’s self-concept as
reader. This relationship was a negative one. Thus parents. who believed that
intelligence \;/as more important than the role of etfort for children’s reading
achievement, had children with higher self-concepts as readers. Since this was a
correlational study. there is another way of interpreting the significant relationship
between parents’ achievement-related beliets and children’s reader self-concept.

Children with higher self-concepts as readers had parents who viewed the role of
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intelligence as more important than the role ot effort tor reading achievement. This
finding was also unexpected considering studies have claimed that parents who viewed
the role of etfort as being more important than natural ability for achievement. were more
likely to become involved in children’s academic activities and help increase children™s
sense of efticacy and achievement (Bandura. 1997: Hoover-Dempsey & Sandler. 1997).

When the gender of parents was examined 1n this study. there was a significant
positive relationship between mothers” self-etficacy beliets and children’s reader selt-
concept. Parental involvement questions were included in the self-efficacy measure on
the Questionnaire tor Parents. A study by Grolnick. Rvan, and Deci (1991 has shown
that maternal involvement was positively associated with children’s perceived
competence. [t is possible that mothers in this study were more involved than were
fathers in reading activities with their children. This may have contributed to mothers’
higher self-cetficacy score than fathers™ score. Children’s responses on the question
pertaining directly to reader self-concept were very positive. Mothers higher self-
ctticacy mean score than tuthers’ score related to children’s reader self-concept. In
previous studies (c.g., Bundura et al.. 1997 Zimmerman et al.. 1992), parental selt-
etticacy has been shown to positively relate to children’s selt-perceptions.

A significant negative relationship existed between fathers™ self-efficacy beliefs
and children’s observational comparison scores. Thus, tathers” selt-efficacy beliefs
negatively related to how children perceived their reading performance in comparison
with the performance of classmates. Fathers' self-etficacy scores were generally lewer

than mothers’ self-efficacy scores for their children's achievement, and children’s



observational comparison scores were above the standard average mean according to
studies conducted in the United States (Henk & Melnick. 1995). These results suggested
that tathers believed less in their ability to help improve children’s reading achievement
when children had stronger perceptions of their reading performance in comparison to
other children. Perhaps children. with high views ot their reading pertormance. revealed
to fathers that their heip was not as necessary tor reading success. It may aiso have been
the case that some tathers. with high self-etficacy beliefs. conveyed high expectations for
their children’s reading achievement. Therefore. some children may have felt less
assured in perceptions of thetr reading performance. in comparison to peers. when tathers
had high selt-efficacy beliets in their ability to help improve children's reading
achievement.

There was a significant negative relationship between fathers” selt-efticacy beliets
and children’s overall reader self-perceptions. This result was contradictory to studies on
parents” self-etficacy and children’s self-perceptions which showed a positive
relationship between these variables (e.g.. Bandura, 1996: Zimmerman ct al., [992).
There was r—m significant relationship between children’s perceptions of parents” teedback
on their reading and tuthers’ self-etficacy tor helping improve children’s reading
achievement.

When parents’ and children’s gender were examined in the relationship between
parents’ reading beliets and children’s reader self-perceptions, mothers’ self-efficacy
beliefs had a significant positive relationship with girls’ self-concept as readers. Fathers’

self-efficacy beliefs for children’s reading achievement negatively correlated with boys’



and girls” perceptions of themselves as readers in comparison to other children. Fathers’
selt-efficacy mean score for children’s reading achievement was lower than mothers’
score, and boys™ and girls™ perceptions of their reading were above average mean norms
presented by Henk and Melnick (1995). Research on parental efficacy beliefs in relation
to children’s reader selt-perceptions and achievement has received scant empirical
attention (Hoover-Dempsey & Sandler, 1997: Murphey. 1992 Wagner & Phillips. 1992).
Research examining the role of gender in relation to these variables has received even
less attention.

Fathers' selt-etficacy beliefs had many signiticant negative relationships with
various aspects of boys™ reader self-perceptions. Fathers™ self-efficacy beliefs negatively
correlated with boys™ perceptions of social feedback. Social feedback included a total
score of children’s perceptions of feedback from teachers. peers, and parents. The
negative relationship was especially surprising because of the strength of the negative
correlation between fathers” self-efticacy beliefs and boys’™ perception of teedback from
puarents about their reading. Fathers’ self-efficacy mean score was lower for bovs’
reading achievement than for girls” achievement. Furthermore. tathers™ self-efficacy
mean score was significantly lower for boys' reading achievement than was mothers’
self-efficacy mean score for boys™ reading achievement. Boys' self-perceptions of
feedback trom parents for their reading were above American standard averages (Henk &
Melnick, 1995). Hence, the relationship between boys' perceptions of feedbuck from
parents and tathers’ efficacy beliefs for their children’s reading achievement was a

negative one. It is possible that fathers’ low self-efficacy beliefs and perhaps less
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involvement in helping their sons achieve in reading. conveved more acceptance tor
bovs™ current reading levels. Therefore, boyvs would have high self-perceptions as readers
because of less pressure to succeed in reading trom their fathers. McClelland. Atkinson,
Clark, and Lowell’s (1953) study indicated that the more sons™ telt loved and accepted by
thetr tathers. the lower was their need for achievement. [t is possible that bovs mav have
higher percepuons ot their reading performance because of contentment with their
current reading achievement level due to lower expectations from fathers.

Since this was a correlational study. the negative relationship between tathers’
self-efficacy beliefs and boys™ self-perceptions as readers revealed that the stronger
fathers™ believed in their ability to help boys achieve in reading, and perhaps the more
they were involved in their boys™ reading development. the lower were boys™ perceptions
of themselves as readers. [t is possible that tathers” involvement with boys™ reading
conveved high expectations for their sons. which related to lower reader selt-perceptions
tor some boys. Such findings between tathers™ expectations and their children’s self-
perceptions have been reported by Legge (19941 in her study of grade two students and
their parents in urban Newtoundland. It is also probable that fathers had stronger beliets
in their ability to help improve boys’ reading achievement when boys had lower
perceptions of their reading performance. O'Sullivan’s (1992) study of grade’s three. six.
and nine students showed that teacher efficacy was higher for boys’ reading achievement,
despite teacher’s beliefs that boys' reading pertormance was lower than that of girls.

Mothers’ achievement-related beliefs were signiticantly related to boys™ self-

concept as readers. This relationship was a negative one. Therefore, mothers who



viewed the role of intelligence as more impartant than the role of eftort in children s
learning. had sons with higher self-concepts as readers. Bovs with lower reader self-
concepts had mothers who viewed etfort as more important than intelligence tor
achtevement. A study by Okagaki and Sternberg (1993) of parents’ beliets and primary
children’s school performance revealed that Anglo-American parents placed more
importance on innate cogniuve abiliies while Asian-American parents believed working
hard (i.e.. exercising etfort) was part of what it meant to be intelligent. Mothers. in this
study, scored in tavor of intelligence as a natural ability on the Questionnaire for Parents
tor both children in comparison to tathers™ scores on the Questionnaire. Cleariy. mothers
believed that bovs who gave less eftort to achieve in reading were better readers than

boys who exercised effort to achieve in reading.

Parents' reading beliefs, children's reading achievement, parents’ and children’s
gender

There were no significant relationships between parents” reading beliefs and
children’s achievement. Scores on the standardized reading test did not vary
considerably because many students had reached the ceiling of this test. despite the test’s
reliability up to age nine. The test scores may have contributed to the insigniticant
relationship between parents” reading beliefs und children’s reading achievement. Low
variability often suppresses the number of correlations in a study. Regardless of the little

variation among children’s test results. results of this study were surprising since



previous studies have shown a positive relationship between parents’ reading beliets and
children’s achievement (e.g.. Bandura, 1996: Halle et al.. 1997).

There was no significant relationship between parents” reading beliets and
children’s reading achievement when parents” gender was exumined in this study.
However. there was a significant correlation between these variables when the gender of
parents and their children were examuned. Mothers”™ achievement-related beliets
negatively correlated with boys™ alphabet scores on the reading test. Therefore. when
mothers” believed that natural ability was more important than the role of etfort in
children’s reading success. boys’ scored higher on the alphabetic component of the
reading test. Bovs™ alphabetic knowledge may have intluenced mothers’ reading beliets
for their sons. Bovs. who achieved higher in their knowledge of the alphabet and its
functions, had mothers” who attnbuted their reading achievement more to natural ability
rather than to the role of eftfort. Perhaps mothers viewed children’s effort in reading s
indicating a lack of natural ability for success in reading. Theretore. the higher children’s

reading achievement, the more mothers attributed their success to natural ability.

Parents’ beliefs for their children’'s reading achievement, parents’ and children’s
gender

The results of a t-test revealed a significant difference in parents’ beliets for their
children’s reading achievement only when parents’ and children’s gender were examined.
Fathers' and mothers' self-efficacy beliefs significantly differed for helping improve boys’

reading achievement. Mothers had stronger beliefs than did fathers in their ability to help



improve boys’ reading achievement. It is possible that mothers were more involved with
bovs' in reading activities than were fathers since involvement questions were included in
the seif-efficacy measure on the Questionnaire for Parents. Research findings have
shown that mothers were more involved than were fathers in children's education
{Hoover-Dempsey & Sandler, 1997).

Rescarch was rather hmited 1n the examination ot parents’ gender to parents’
beliets for helping improve children’s reading achievement. Nevertheless, Hoover-
Dempseyv et al. ¢ 1992) reported no significant variations in parents” beliefs, based on their
gender. for helping improve children’s school outcomes. This study invelved 390 parents
of children in kindergarten through tourth grade in an urban setting.

O'Sullivan (1992) found no differences in parents’ sense of etficacy tor helping
improve voung boys™ and girls” reading achievement. Furthermore, O"Sullivan tound
that parents did not distinguish between sons and daughters in the role ot effort (or the
role of insufticient etfort) as a cause of reading problems. These results were similar to
this present study which showed no significant ditference in parents” self-etficacy or their
achievement-related beliefs tor bovs™ and girls’ reading achievement. The gender of

parents wis not examined in her study.

Children’s reader self-perceptions, reading achievement and gender
The results of this study supported previous studies (e.g.. Bandura et al., 1996;
Grolnick & Slowiaczek, 1990) that concluded children’s self-perceptions were related to

their academic achievement. Students’ self-perceptions of progress were related to
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children’s overall reading achievement. A signiticant relationship also existed between
children’s self-perceptions of progress and their construction of meaning scores on the
reading test. Progress was defined as one’s perception of present reading performance
compared with his or her past pertormance (Henk & Melnick. [995). According to Reid.
Hresko. and Hammill (1989). children’s construction of meaning reiated to the
background knowledge that was brought to reading. Theretore. it was not surprising that
children’s perceptions of past performance and their background knowledge related o
cach other in this study.

According to Bandura (1977) and Gorrell (1990), performance accomplishments
or experiences of personal mastery were the most powertul sources of personal
information and led to greater expectations of mastery and success. Similarly, Dweck
and Elliot ¢ 1983) and Nicholls ¢ 1984) ¢laimed that competence and satistaction were
defined in terms of progress and etfort tor voung children. They claimed that
competence was later evaluated through soctal comparison norms. In contrast, Wigfield
and Eccles™ (1992) research findings claimed that children’s previous performance may
not be a strong antecedent during the elementary school vears. They claimed that by the
end of the elementary school vears and bevond, children’s beliefs and their performance
histories may be the strongest antecedents of current beliefs. Results of this present study
have shown that young children’s perceptions of how they performed in reading (1.e.,
their progress) were related to their overall reading achievement.

When gender was examined in the relationship between children’s reader self-

perceptions and their reading achievement, girls™ perception of their reading ability. in
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comparison with their classmates. signiticantly correlated with their alphabet scores on
the reading test. Indeed. it was not surprising that girls™ perceptions of their reading in
compirison to their peers. as well as their perceptions of progress, were significantly
related to their reading test results. “Social comparison with one’s agemates reinstates
the diagnosticity of rate of progress and level of achievement in the judgement of
personal capabilities™ (Phitlips & Zimmerman, 1990, p. 32). [n contrast, Bandura ( [997)
claimed that voung children make little use of social comparison information 1n the

evaluanion ot their capabilities.

Children’s reader self-perceptions

Females showed higher mean scores on all measures of the reader self-perception
scale. except for the measure of observational comparison. Both males and temales had
means for this measure of almost equal value, with boyvs scoring slightly higher than did
girls. Theretore. bovs. despite their lower perceptions than girls of feedbuck from
significant others about their reading, maintained positive views of their own reading
performance, especially in comparison to their peers.

Significant gender differences existed in children’s self-perceptions of social
feedback. with girls scoring higher on this measure. Social teedback included a total
measure of children’s perceptions of feedback trom parents. teachers, and peers.
Particularly, in the social feedback category, an approaching signiticant ditference
existed between boys™ and girls’ perceptions of feedback on their reading trom other

children and their teachers. The effect size showed a moderate difference in boys™ and
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girls” mean scores of peer (ES = 47) and teacher (ES = .46) teedback. Girls’ mean
scores were higher than were boys™ scores. Oldford-Matchim's ¢ 1998) research revealed
a significant difterence in girls” and boys™ perceptions of their classmates™ views of their
reading. Girls had more positive perceptions of classmates’ regard for their reading.
Some studies have also shown that girls had more positive perceptions of feedback trom
teachers on their reading (Samuels, 1977 Wallbrown, Levine, & Englin, 1981). Samuels
(1977) tound that more females than males percetved their teachers’ reactions to their
reading to be positive.

There was a significant difference in the internal teelings children experienced
while reading (children’s physiological states (PS) measure on the RSPS). Emotionally.
girls felt better as readers. Emotional arousal experienced during reading relates to
children’s attitudes toward reading. Smith (1990) detined reading attitude as "a state of
mind. accompanied by feelings and emotions. that make reading more or less probabie”
(p. 215). The results of this study were similar to other studies that examined children’s
attitude and gender. Brown (1992) found that grade two boys had less positive reading
attitudes than did girls. A study by Wallbrown, Levine. and Englin (1981) of grade five
and six students revealed that girls had more positive attitudes toward reading than did
boys. Byrne's (1993) research also showed differences in grade six students” attitudes
toward reading. The differences tavored females in her study.

It has been claimed that higher self-perceptions by females may be the outcome of
a cultural phenomenon where reading was considered a more ‘female activity’ (Preston,

1962). Nevertheless, boys were able to maintain positive perceptions of their own
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reading ability. especially in comparison to other children in this study. despite less

positive perceptions of teedback on their reading from their teachers and peers.

Children’s reading achievement

Girls™ mean scores on all sections of the reading test were higher than boys®
scores. These results were simular to the seif-perception scale where airls scored higher
than did boys on most aspects of the scale.

A significant difference existed between boys™ and girls” TERA alphabet scores.
Girls scored higher than did boys on this component of the reading test. Alphabet scores
related to children’s graphophonemic knowledge. According to Reid. Hresko. and
Hammill ¢ 1989). parents who read to their children enhanced the development of
children’s graphophonemic knowledge. Thus, parents’ involvement with young
children’s reading development may be related to difterences in children’s alphabet
scores. Perhaps girls had more literacy-related experiences than did bovs which
developed this component of learning to read. A longitudinal study by Stevenson and
Newman ( 1986) showed that voung children’s development of letter names und ability to
associate visual and verbal stimuli was related to their high school reading achievement.
Indeed. the alphabetic component of reading was an important one tor fong term reading
success.

Oldford-Matchim’s (1998) longitudinal research showed a significant difference
in the alphabetic knowledge of boys and girls involved in this study when they entered

school. Girls scored significantly higher on this measure of reading achievement.



O’Sullivan’s (1992) research claimed sex differences in children’s reading achievement
were well established by grade three. It is interesting that the gender difference in
children’s alphabetic scores in this present study did not change as these children
progressed through the primary grades. Unfortunately, “sex differences in reading
(which tfavor females) have received far less publicity than sex differences in
mathematics (which favor males)” (O’ Sullivan, 1992, p. 19). Large scale studies
conducted in Newfoundland have shown that gender difterences exist in children’s
rcading achievement (Government of NF & LAB. 1991, 1993, 1996). These differences

have favored temales.

Discussion

Parents’ beliefs for their children's reading achievement, parents’ and children’s
gender

Fathers’ selt-efficacy mean score tor helping their children succeed in reading
was significantly lower thun mothers’ self-etficacy mean score for bovs. It is possible
that fathers were less involved than were mothers in children’s reading development,
which related to their lower efficacy beliefs tor boys™ reading achievement. Fathers have
traditionally been less involved in children’s schooling than were mothers (Grolnick &
Slowiaczek, 1994). Indeed. less involvement on the part of fathers in young children’s
reading development has often been the case for many rural Newfoundland families

where fathers were more responsible for the economic livelihood of the family, and



mothers were responsible tor children’s schooling. Thus. it is possible that mothers
believed more strongly in their ability to help improve their sons™ reading achievement
than did tathers in this study, perhaps because of the greater opportunity to share in their
sons’ reading-related experiences. Previous research has shown a positive relationship
between parents’ involvement in children’s academic activities and their sett-etficacy for
children’s achievement tHoover-Dempsey & Sandler, 1997). 1t 1s also possible that
fathers expected less trom their sons™ reading achievement because of beliets that airls
were better readers than were boys. Lower expectations by fathers tor boys™ reading
achievement may have related to the significant difference in mothers™ and fathers® self-
efficacy score tor helping boys™ succeed in reading. Bandura (1997) had claimed that a
positive relationship existed between one’s expectations for success and their selt-
efficacy beliefs.

[n this study, fathers” self-etticacy beliefs for children's achievement had a
significant negative relationship with boys™ reader selt-perceptions. Bovs' selt-
perceptions, although generally lower than those of girls, were above standardized norms
as presented by Henk and Melnick (1995). Most boys had very positive perceptions of
feedback from their parents for their reading. It is possible that boys™ perceptions of
feedback from their parents focused more on mothers™ rather than on fathers” regard for
their reading. As well. boys may have perceived their tathers’ feedback for their reading
positivelyv despite tathers’ lower selt-efficacy beliefs than mothers’ beliefs for helping

improve boys’ reading achievement.
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Mothers™ self-efficacy beliefs had a significant positive relationship with girls’
self-concept as reader. This suggested that mothers’ beliefs in their ability to help
improve children’s reading achievement related positively to girls” perceptions of
themselves as readers. Girls™ reader self-concept was not significantly related to tuthers’
selt-efficacy beliefs. Tt can be assumed that fathers™ selt-etficacy beliefs were not as
important as mothers™ self-etticacy beliefs in relation to girls” reading achievement.
Perhaps. tathers’ reading behaviors were more important for girls” high selt-concept as
reader.

Overall. fathers valued the role ot effort in children’s reading achievement more
than did mothers in this study as revealed by mothers™ and fathers™ achievement-related
belief scores. This tinding was consistent with previous research that had claimed that
mothers were more likely to emphasize the role of innate ability in children’s academic
learning than were fathers (Lee, [chikawa & Stevenson. 1987). Perhaps. more mothers
than fathers believed hard work and thus more effort retlected a lack of talent (1.e.,
natural intelligence) for voung children’s achievement. Since it is possible that mothers
were more ir.wnlved with children’s reading experiences than were fathers in this study.
mothers may have recognized that their children gave effort in their reading but were not
achieving to the same degree as other children. Thus. mothers would have more realistic
beliets about the role of effort and intelligence in children’s reading achievement than
would fathers tor children’s reading achievement. Mothers™ beliefs. in the importance of

intelligence for children’s learning, did significantly relate to boys’ reading achievement.



Girls’ and boys’ reader self-perceptions and their reading achievement

Girls had significantly higher reader selt-perceptions than did boys in thetr
perceptions of social feedback. In the category of social feedback, there was an
insignificant relationship between boys” and girls’ perceptions ot feedbuack from teachers
and peers. although a marginally substantial difference existed in boys™ and girls’ meuan
scores as revealed by eftect size scores. Girls had more positive perceptions ot teedback
from their peers and teachers than did boys. The difference between bovs' and girls’
mean scores may continue to difter as children progress through school. It has been
proposed that the strength of peer and teacher influences increase as children get ofder
(Wigtield & Eccles. 1992: Zimmerman & Martinez-Pons, 1990).

Bovs and girls in this study differed in the internal teelings they experienced
while reading. Girls 1n this study had more positive attitudes toward reading than Jdid
bovs. It is plausible that boys. with less positive attitudes toward reading, may not
choose to read as often as do girls. Children who enjoy reading generally read more
often. Such reading habits could improve children’s reading achievement (Pink. 1996).
Stevenson and Newman ( 1986) claimed that attitudes toward reading become more
differentiated as boys and girls progress through school.

Significant differences existed in boys™ and girls™ alphabet scores on the reading
test. Girls' scored higher on this measure of early reading achievement. Reid. Hresko.
and Hammill (1989) have claimed that knowledge of the alphabet and its functions often
develops early in children’s schooling und betore children enter school. Perhaps, boys in

this study had not engaged in early literacy activities in the home environment to the
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same extent as did girls. Significant differences had been found in alphabet scores for the
children in this study when they entered kindergarten (Oldford-Matchim. [998).

Children’s perceptions of progress significantly related to children’s reading
achievement in this study. This relationship was consistent with studies that have shown
that children’s perceptions as readers were related to their reading achievement (e.g.,

Bandura et al.. [9yvo: Bvrne, 1993: Ladd & Price. i986).

Conclusion

Based on the results of this study. relationships existed among parents’ reading
beliefs, children’s reader self-perceptions and their reading achievement. The role of
parents” and children’s gender was crucial for understanding the relationships among
these variables. Surprisingly, negative relutionships were tound between fathers™ self-
cfficacy and boys' self-perceptions. Therefore. the higher fathers’™ self-efficacy beliets
tor helping improve boys’ reading achievement, the lower bovs™ perceived themselves as
readers. The aspects of boys™ reader self-perceptions which negatively related to tathers’
self-efficacy beliets included boys™ perceptions of their reading performance in
comparison to their peers. and boys’™ perceptions of feedback from parents on their
reading. Fathers® self-efficacy beliefs for their children’s reading achievement also
negatively related to girls’ perceptions of their reading performance in comparison to
their peers. According to Bandura's (1996) and Zimmerman et al. (1992), parental

efficacy positively related to children’s self-perceptions and their academic achievement.



Mothers™ self-etficacy beliefs did positively relate to girls’ reader self-concept in this
studv. which was consistent with previous research findings.

Mothers. who believed the role of intelligence was more important than the role
ot effort for children’s reading achievement. had sons with higher reader selt-concepts
and reading achievement. This finding was in contrast to previous studies which claimed
that parents who behieved the role ot ettort was more important than natural abiity tor
academic achievement, had children with higher self-etficacy beliets and academic
achievement (Schunk, 1982; Stevenson et al.. 1990).

Children’s perceptions of progress were related to their overall reading
achievement in this study. This tinding exemplified the importuance of young children’s
perceptions of previous reading performance in relation to their current reading
achievement. Furthermore. girls’ perceptions of their reading performance in comparison
to their classmates positively correlated with their reading achievement. This result
signified the relevance of peer compurison to grade three girls’ reading achievement.
Girls had more positive perceptions of feedback trom signiticant others in this study and
achieved higher than boys in their knowledge of the alphabet and its functions on the
reading test. This study has shown that girls had higher reader selt-perceptions and
reading achievement than did boys. These findings were consistent with previous
research (Oldford-Matchim, 1998: O'Sullivan, 1992).

Parents and children in this study were involved in a family literacy project.
Therefore, it was not surprising that the reader self-perceptions of students in this study

were above standard average scores presented by Henk and Melnick (1995). Students’
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reading achievement scores were also above American averages (Reid. Hresko. &
Hammill, 1989). Despite some unexpected findings, this study revealed signtficant
relationships among parents’ reading beliefs, children’s reader self-perceptions and their
reading achievement. The gender of parents and children was vital for understanding the

relationships among the variables.

Educational Implications

This study has a number of implications for teachers. school principals. parents

and students.

. Boys’ perceptions of social feedback (a total measure of feedback from teachers.,
parents, and peers) were lower than that of girls. Morcover, there was an approaching
significant difference tn girls” and boys’™ perceptions ot how teachers and other
children viewed their reading. Girls had higher perceptions of feedback from other
children and their teachers. If boys perceived their peers as being less supportive of
their reading. then it would not be surprising that boys may choose to read less often
than would girls (Henk & Melnick. 1992). This may lead to lower reading
achievement for boys. It is important for classroom teachers to provide many
opportunities for both girls and boys to receive positive feedback from peers on their
reading. It is also important for classroom teachers to be aware of differences in

boys’ and girls” perceptions of feedback from their teaching and for teachers to
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examine their own behaviors and responses 1n relation to bovs' and girls' reading
achtevement.

2. Girls felt better internally when they read than did boys in this study. In order tor
boys to feel more comtortable about their reading, encouragement from signiticant
others appears warranted. Perhaps more male role models engaging in and enjoving
reading would be beneficial tor establishing reading as both a pleasurable and
successtul activity tor males. not just tor females.

3. Since children’s perceptions of their reading progress significantly related to their
reading achievement. it is important that children maintain high self-perceptions of
therr reading progress. Tcachers can encourage positive perceptions of progress by
providing many opportunities tor children to evaluate their own work. Furthermore.
students can collect their completed work throughout the vear in tolders. This will
provide the opportunity for students to view the progress they have made in their
reading.

4. The rale of ettort should not be underestimated in girls™ and bovs™ reading
achievement. The role of effort in learning has often led to increased performance
(Wood & Bandura, 1989). Mothers™ stronger beliefs than fathers™ beliefs in the role
of intelligence for children’s reading success may be detrimental to children’s later
reading achievement. [t has been shown in this study that mothers’ beliefs in the
importance of intelligence in children’s reading achievement positively related to
boys’ reader self-perceptions and their reading achievement. The role of etfort,

signifying a lack of intelligence for children, usually begins to develop during the
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elementary school vears (Shell, Colvin, & Bruning. [995). Boys. who believe their
tess than optimal performance is due to natural ability, may not try harder to succeed
in reading. It has been noted that an internal, stable. and global attribution to failure,
such as. ability. has resulted in depressed affect. diminished self-esteem. low
expectations for future success. and deteriorated performance (Craske. 1988, p. 1524
Indeed, the role ot ettfort and the use of strategies tor achievement should not he
ignored by parents. teachers. or students. Research findings have shown a positive
relationship between strategic reading and children’s reading achievement (Byrne.
1993). It is important for students to recognize that success is more likely with etfort
and for significant others to acknowledge its role in students’ recading achievement as
well as set challenging tasks for students.

5. Mothers' self-efficacy beliefs were shown to significantly relate to girls’ seit-
perceptions in this study. Whether girls® reader self-perceptions had influenced
mothers” self-efficacy beliefs for their children's achievement or girls’ reader self-
perceptions had influenced mothers” self-etficacy beliefs, it is important that mothers
muintuir'] strong beliets in their ability to help their daughters achieve in reading.
Parental efficacy beliets had many positive benefits tor young children’s reading
achievement (Bandura, 1997: Hoover-Dempsey & Sandler, 1997).

6. Children’s perceptions of feedback from parents for their reading was not
significantly related to children’s reading achievement in this study. Nevertheless,
children perceived parental feedback very positively according to standardized scores

(Henk & Melnick, 1995). Perhaps the home environment was an important



contributor to children’s perceptions of feedback about their reading trom their
parents. A family environment that supported uand promoted reading may have
influenced children’s selt-perceptions as readers. A home environment rich in
literature and literacy opportunities has otten served to increase children’s reading
achievement (Halle et al., 1997). [n this study. children’s reader self-perception and
their reading achievement scores were above standardized averages. 1t 1y important
that projects providing quality literature to parents and students, and encouraging
parents” involvement in voung children’s reading development. continue to exist in
rural Newfoundland.

7. Grade three children in this study had significant ditferences in their knowledge
of the alphabetic component of reading development. A previous study with these
children had revealed significant gender differences in their alphabetic knowledge
before entering kindergarten (Oldtord-Matchim, [998). Girls™ scores were
significantly higher than were boys™ scores. [tis important that parents engage with
their sons in reading activities that develop this component of reading at an carly age.
Engaging boys in a variety of literacy activities. including frequent reading aloud
with boys. should enhance development of this aspect of learning to read (Reid.
Hresko & Hammill, 1989). Teachers should also make an effort to ensure that
specific intervention occurs when such ditferences exist in ¢hildren’s reading
achievement. Boys' later reading achievement may be dependent on such

intervention.
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Recommendations for Further Research

. Mothers’ selt-efticacy beliets were shown to positively relate to girls” self-

concept as reader both in previous studies and this current one. Results of studics

often point to the positive benefits for children when parents have strong beliefs in
their abilities to help improve children’s achievement. Further rescarch should
examine ways of increasing parental etficacy. Such results may improve children’s
reader selt-perceptions and their reading achievement.

2. There was a signiticant difference in girls” and boys™ perceptions of social
feedback for their reading in this study. Social teedback included a total measure of
children’s perceptions of feedback trom parents. teachers, and peers. It would be
interesting to examine whether boys™ and girls™ perceptions of social tfeedback
continue to differ as theyv progress through school and to examine such ditterences in
relation to children's reading achievement.

3. Further rescarch should examine the role of parents’ gender in relation to
children’s selt-perceptions. Children’s perceptions of feedbuack trom parents’ on their
rcading should examine mothers and tathers separately. This will lead to a greater
understanding of the role of parents’ gender in relation to children’s reader selt-
perceptions and their reading achievement.

+. [t would be interesting to investigate whether a relationship exists between
parents’ achievement-related beliefs and parents’ beliets about how intelligent their

children are in reading. This may provide critical insight into the reasons why parents
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have specific achievement-related beliefs. Parents’ and children’s gender would also
be important variables 1n such a study.

5. It would be beneficial to examine changes in parent’s reading beliets and
children’s reader self-perceptions and achievement as children proceed through
school. A longitudinal study would provide a closer examination of the significance
of the results presented in this study.

6. This research was carried out in a rural area. A similar study 1n an urban center
may lead to an increased understanding ot the role of cultural tactors in the
relationships among parents’ reading beliefs. children’s reader self-perceptions.
children’s reading achievement. and parents” and children’s gender.

7. There was no control group used in this study. [t would be interestung to conduct
this study with children and parents not involved in a literacy project. This would
allow possible examination of the role the intervention project played in the research
findings of this study.

8. Teacher efficacy was not examined in this study. Since teachers are also
important significant others in young children’s lives (Hoover-Dempsey etal.. 1992),
such examination may shed further light on factors related to young children’s reader
self-perceptions and their reading achievement.

9. [t is important to continue research on the relationships among parents’ reading
beliefs. children’s reader self-perceptions. children’s reading achievement. and
parents’ and children’s gender. Few empirical studies have examined this

relationship in detail. Furthermore, as revealed by this study. there were a number of
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findings that were contradictory to the himited studies that exist on the relationships
among the above variables. Indeed. it is important to further explore why tathers’
self-efficacy beliefs for their children’s reading achievement negatively related to

boys' reader selt-perceptions.
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Appendix A

GH-3000, Field Hall Residence, Memaorial University
St. John's, Newfoundland
Al1B 3R5

May 22, 1998

Dr. Timothy Seifert

Chairperson

Ethical Review Committee

Faculty of Education

Memorial University of Newfoundland
St. John’s, Newfoundland

Dear Dr. Seifert:

In order to complete the requirements for a Master of Education degree in Teaching und
Learning at Memorial University of Newtoundland. [ wish to conduct a study with a
group of grade three students and their parents this spring. The study 1s designed to test
the relationships among parental beliefs tor improving their children’s reading
achievement, children’s perception of themselves as readers. and children’s reading
achievement. The relationship of gender to these variables will also be examined.
Written consent will be required from the parent (s) or guardian (s) for their participation
in this study. Permission to administer a reading test and questionnaire to children has
been previously obtained through the Significant Others as Reading Teachers (SORT)
program. Please find enclosed copies of my research proposal, the parental consent form.

the questionnaire for parents. as well as other correspondence required for this
investigation.

Thank-you for considering my request.

Yours sincerely,

Jacqueline Lynch
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A certificate of approval confirming that the protocol and procedures ot the
research conform to Memorial University's guidelines for research involving human
subjects was approved as part of the overall ethical approval of the Significant Other as
Reading Teachers Project [SORT (1994)] by the Faculty Committee for the Ethical

Review of Research Involving Human Subjects.



Appendix C

Memorial University of Newfoundland
St. John's, Newfoundland
AlB 3X8

June 1, 1998

Dear Parent(s) or Guardian(s):

[ am a graduate student in the Master of Education prograin at Memorial University and
am completing a study about reading under my supervisor Dr. Joan Oldford-Matchim,
director of the S.O.R.T. program. The study investigates the relationships among parents’
beliefs for helping improve their children’s reading achievement. children's self-
perceptions as readers. and children’s reading achievement. The role of gender will also
be u factor in this studv. This study has received approval from the Ethics Review
Committee at Memorial University.

To complete this study. 1t 1s necessary that | administer a questionnaire to vou, the
parents of children in the S.O.R.T. program. The questionnaire will take approximately
ten minutes to complete. If vou have any questions about this study. you may contact Dr.
Linda Phillips, Associate Dean of Graduate Programs and Research at (709) 737-8587.
Please sign below and return this letter with the questionnaire to your child's classroom
teacher by June 10", 1998 in the envelope provided. Thank vou in advance for vour
cooperation in this study.

Sincerely,

Jackie Lynch

L. ,(parent/guardian) do agree to participate in this
study.

I [(parent/guardian) do not agree to participate in

this study.



Appendix D

Questionnaire for Parent(s)/Guardian(s)

e Purenls’ names are required to explore relationships between parents’ responses and
their children’s responses. Only the researcher will have access to the identification
of the subjects used in this studyv. Parents’ and students’ names will be coded with
numbers in this study and at no time will names be revealed. This studv has received
approval from the Faculty of Education’s Ethics Review Committee at Memorial
University. Thank you in advance for your cooperation in this study. Please return
this questionnaire, sealed in the envelope provided, to your child's classroom teacher
by Wednesday. June, 10"™. The researcher will be returning to St. Johns on that day.

e Please answer each question keeping in mind how you feel as a parent without
consulting with another family member. It is important that you complete this
questionnaire independent of your spouse (if applicable) so that the relationship of
gender, to parents’ beliefs for helping improve their children’s reading achievement,
can be examined.

e Circle the letters that show how much you agree or disagree with each statement.

Use the following:
SA = Strongly Agree
A = Agree
U = Undecided
D = Disagree
SD = Strongly Disagree

. Children are good readers because they have a natural ability.

SA A U D SD

2. By reading to my child, [ can help my child become a better reader.

SA A U D SD



(8]

9.

Children who perform well in school have the “brains” tor the work.

SA A U D SD

I expect my child to be as good at reading as other school subjects.

SA A U D SD

[ can overcome difficultics my child experiences with reading.

SA A U D SD

[ pay close attention to the teacher’s opinion of how well my child is reading.

SA A U D SD

It is not important what I expect of my child in reading.

SA A U D SD

I read to my chiid more often than most parents.

SA A U D SD
If my child encounters ditficulty with reading. it is because he/she did not give
enough effort.

SA A U D SD

10. [ expect my child to be a good reader.

SA A U D SD

11. My child listens to my suggestions for his or her reading.

SA A U D SD
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16.

17.

18.

. I have little etfect on my child’s interest in reading.

SA A U D SD

. My child does not know what I expect of himv/her in reading.

SA A U D SD

I think [ can help my child become a better reader.

SA A U D SD

. My child and [ seldom find time to read together.

SA A U D SD

Intelligence is a more important factor than effort for a child to become a good
reader.

SA A U D SD

[ often tell my child about the benetits of being a good reader.

SA A U D SD

As a parent/guardian, [ am important in affecting my child’s reading development.

SA A U D SD

130















