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ABSTRACT 
 

 
 

Research conclusions concerning predictors of academic success have been, at best, 

less than convincing. In fact, these conclusions are more conflicting or mixed when 

emotional constructs are used. As a result, modern curriculum developers as well as 

classroom instructors seem to deemphasize, if not ignore, the role of the affective domain in 

student learning. This is rather surprising considering that psychology continues to play 

such an important role in education. For decades, researchers have disagreed about the role 

played by three primary emotional concepts: self-esteem, parental involvement and student 

perception as predictors of students’ academic success. This study attempts to determine 

which of these constructs, singly or in combination, can predict students’ academic success 

and if the inclusion of any from among a selected group of  demographic variables – socio-

economic status, gender, ethnicity and student grade level- can alleviate or at least mitigate 

the discrepancies of prior research conclusions. 

A survey using a five point Likert scale was developed to collect data from 164 

students in grades 3-7 in a select Philadelphia Charter School. The data were analyzed using 

Varimax Factor Rotation, Pearson Product-Moment Correlations and Multiple Regression to 

find answers to four research questions. The results of the analyses using only the emotional 

constructs were not significant; however, when the demographic constructs were included, 

specifically the students’ grade levels, significant results were found. 

This study does not settle the controversy over whether or not the emotional 

constructs are authentic predictors of students’ academic success. Nevertheless, the study 

does give insight into the significance of including the demographic factor of student grade 

level as a predictor of student academic success. Consequently, the results of this study 
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suggest that any research using emotional constructs to predict the academic success of 

primary school students should include the various grade levels of the students. 
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CHAPTER ONE 

INTRODUCTION 

In the past, people believed that academic ability was a genetic phenomenon that 

was more or less predetermined; therefore, all that children needed to do to succeed was 

to be dedicated to the task of learning. On one hand, this implied that failure among the 

genetically inclined resulted because they did not apply themselves. On the other hand, if 

those outside of this bracket succeeded, they were outliers – the unusual occurrences. 

Fortunately, research has concluded that numerous factors, intrinsic, as well as extrinsic 

can predict and even influence a student’s academic performance (Asikhia, 2010; 

Bennett, Gottesman, Rock & Cerullo, 1993; Bruns et al., 2000; Espinosa & Laffey, 2003; 

Gregory & Rimm-Kaufman, 2008; Mullis, Rathge & Mullis, 2003). Yet, there are 

conflicting ideas on which specific factor or factors have the greatest influence on 

academic performance. 

Statement of the Problem 

 
Much of classroom instruction seems to focus almost entirely on the cognitive 

domain of the learner. Incidentally, much of assessments and tests are inclined in this 

same direction. However, research has concluded that numerous factors such as 

motivation, expectations, and perceived competence, as well as external factors such as 

teacher perception, parental involvement, and socio-economic status can influence 

students’ academic performance (Aryana, 2010; Baumeister, Campbell, Kruegar &Vohs, 

2003; Obiakor & Algozzine, 1994; Stupnisky et al., 2007). Nevertheless, research has not 

been decisive on which factor or combination of factors has the greatest influence on 

students’ academic performance. This indecisiveness is unsettling since any concrete 



 

 

 
 

determination, one way or the other, could affect teacher training, student counseling and 

parental training and may even settle the debate about the importance of the affective 

domain in learning. According to Ismail and Majeed (2011) one of the areas which 

intrigue researchers the most in education is the perception of learners regarding their 

teachers and how this issue affects students’ performance in the classroom. These 

researchers further concluded that higher achieving students seemed to have a more 

positive perception of their teachers than lower performing students. Meanwhile, Fan  

and Williams (2010) determined that students who perceived that their parents valued 

their education and had high expectations for their academic success were more confident 

about their abilities and were more motivated to learn. As a seeming corollary to these 

conclusions, Budd, Buschman and Esch (2009) conducted a study that showed a positive 

correlation between students’ perceived social support and their level of self-esteem and 

determined that it was reasonable to infer that improving students’ level of social support 

may improve their self-esteem which may lead to increased competency and  

achievement. 

Consequently, all of these findings show that student academic performance is 

affected by both cognitive and affective factors. Regardless, many people, even 

educators, seem to show scant interest in the role affective factors play in student 

academic performance. Indeed, even the designers of academic curricula seem to focus 

on the cognitive as though learning were merely a function of the learner’s cognitive 

ability. 

The primary purpose of this study is to determine the relationship between three 

independent variables- teacher perception, parental involvement and student self-esteem- 



 

 

 
 

on the dependent variable of students’ academic performance. These three independent 

variables were chosen because many educators, especially those at the primary levels in 

urban school districts, insist that these factors are extremely important in lesson planning, 

choice of instructional materials and instruction. Conversely, many teachers believe that 

students will succeed and at times excel without parental involvement or regardless of 

how they perceive their teachers. Furthermore, many believe that self-esteem is eclectic if 

not situational. Likewise, many research studies have presented plausible evidence on 

both sides of the issue. Considering these realities, curiosity dictates that if genuine 

researchers and educational practitioners differ on the reliability of any of these factors 

singularly or in combination, as determinants of student academic performance, then  

there is a need to bridge the gap. This is even more interesting when one takes into 

account the findings by researchers like Sukkyung You (2012) that there is some 

relationship between students’ perceived parental involvement, students’ self-esteem and 

students’ academic performance. 

Teacher Perception 

 
Although a child’s perception of an issue may differ significantly from that of an 

adult, the mere idea that these are judgment calls means that in both instances the “call” 

may be miles apart from reality. In many cases, an individual’s perception may be 

groundless. Regardless, research (Fan & Williams, 2010; Ismail & Majeed, 2011; 

Kususanto, Ismail & Jamil, 2010) has determined that students who perceive their 

teachers or parents as helpful have higher self-esteem and this reflects positively on their 

academic performance. Thus, students’ perception of the way teachers perceive them 

may be subtle, but could have debilitating effects on students’ academic performance. 



 

 

 
 

Nothing seems to affect young children’s attitudes towards education more than 

their perception of how teachers perceive them. Whitfield (1976) warned that teachers are 

forever under the watchful eyes of their students; therefore, it is imperative that teachers 

become aware of how their students perceive them and the influence these perceptions 

have on teacher–student interactions. Whitfield emphasized, “… students do form very 

clear perceptions of their teachers, and that the students can report those perceptions by 

identifying observable behaviors” (p. 350). Consequently, teachers must become aware  

of their classroom behavior and more importantly, teachers must understand that both 

their verbal and non-verbal actions can be understood, as well as misinterpreted by their 

students. 

A common complaint emanating from diverse public critics of education stems 

from the belief that students are not motivated to learn. Many argue that teachers and 

educators do not make the material interesting and meaningful for students or that there is 

some disconnect between the material to be learned, the teacher and the learner. In short, 

many believe that it is the teacher’s job to motivate the student to become interested in 

learning and more so, to make students love to learn because an unmotivated learner 

results from teachers’ indifference. Skinner and Belmont (1993) concluded that students’ 

engagement in learning activities is influenced by the students’ perception of teachers and 

directly by the teachers’ actual behaviors. Thus, students’ behavioral engagement is a 

function of how students perceive their teacher. Given this axiom, one may conclude that 

if students erroneously misjudged a teacher’s attitude towards them as negative, these 

students may become disengaged in the classroom activities and this could have a 

negative impact on their academic achievement. 



 

 

 
 

While there will always be discrepancies between teachers’ behaviors and 

students’ perceptions of those behaviors, teacher awareness of the high probabilities of 

these differences could ensure or at least encourage teachers to change classroom 

behaviors that may not completely obliterate these misgivings, but will narrow the 

discrepancy gap. Disregarding the complexities of the ways or the reasons for student 

interpretations of teachers’ behaviors, teachers are expected to promote a culture of 

understanding, acceptance and optimism in the classroom environment- a culture free of 

negativity and failure. Although teachers may not have been trained as psychologists or 

social workers, they must constantly adopt and practice classroom behaviors that appeal 

to or elevate the self-esteem of students. The sustainability and advantage of such actions 

by teachers in every classroom situation are questionable because academic achievement 

is influenced by many factors, just like students’ perception of teachers’ behaviors 

depend heavily on many factors that affect the ways that children think. For example, 

Asikhia (2010) recognized that there are many factors (including socio-economic, family 

structure, home discipline, peer group influence) other than teacher factors that shape the 

way that students perceive teachers’ behaviors both verbal and non-verbal. 

In general, students’ perceptions of the way teachers perceive them can be 

sometimes tenuous. Although this study does not pursue race as a dynamic in student 

performance, race is referenced here to demonstrate a nuance in perception and also to 

show how easy race can become an issue simply because racial differences exist. The 

problem of student processing of teacher behavior is exacerbated when race is involved. 

Certainly, few will dispute that race is a pervasive factor in almost every sector of 

American society including education. Therefore, there is a high likelihood that students’ 



 

 

 
 

perception of the way teachers perceive them could become quite problematic, especially 

in classrooms where the teacher’s race is different from that of the predominant student 

body. Likewise, the same problems may exist between demanding instructors and 

students who are not well disciplined or instructors who are considered “tough graders” 

and students who are not accustomed to high performance requirements. A primary tenet 

of instruction dictates that teachers set high expectations for all students regardless of 

status or ability; therefore, teachers must communicate this to all their students. Success  

in this venture is difficult to achieve in racially charged environments wherein students 

perceive that teachers employ differential treatments. Many times this does not exist at  

all, or if it does, the occurrence is linked to factors other than race or ability. For example, 

Marcus, Gross and Seefeldt (1991) determined from their study that there was no 

significant difference in perception between white and black students of similar 

achievement levels yet when the group was divided by sex, both black males and black 

females perceived that their teachers treated them differently, akin to lower achieving 

students. This shows that that these students’ perception of differential treatment had 

nothing to do with race or sex, but was concocted based on misperceptions. 

Without doubt, learning becomes more interesting when the learner attaches 

meaning to the task. This interest in learning can be enhanced by the level of enthusiasm 

and encouragement that the teacher projects. Many times reluctant students can be 

inspired and motivated to learn when they perceive that the teacher truly is interested in 

them as individuals and intends for them to succeed. Gewertz (2005) concurred that 

teachers’ expectation of their students is paramount in the learning experience. He 

supported the notion that students, in general, value high achievement, but when they 



 

 

 
 

believe that teachers hold negative perceptions of them they become indifferent to 

learning. 

Among the many facets that lead to students decoding of teacher perception of 

them is gender. In the same way that many educational sociologists and psychologists 

believe that males and females have similar abilities, they argue that males and females 

learn differently. Extending these ideas to how males and females process information, 

one may also cite differences in how they encode, decode and react to teachers’ behavior. 

Acknowledging that a critical component of teacher-student relationship is how students 

perceive their teachers’ treatment of them, Marcus, Gross and Seefeldt (1991) determined 

from their study that black males perceived that their teachers gave them more negative 

feedback than black females and did not trust them while black females perceived that 

their teachers trusted them and were very helpful to them. 

There is much credence in the belief that students can at times decipher whether  

or not teachers have confidence in their abilities. In decades past, it was normal to believe 

that males were more given to science and mathematics while girls were more capable in 

History, English and the Humanities. Today, this type of perception is considered gender 

bias or gender stereotyping. Sadly enough, the remnants of this perception still exist and 

the damage from that bygone era is still evident today. Tiedemann (2002) deduced from a 

study on gender stereotyping in mathematics that gender stereotypes influence the 

perception of student competency and that these gender differentiated attributions of 

teachers may be responsible for the established gender differences in students’ 

mathematics competencies. Nevertheless, findings from a study conducted by Bennett, 



 

 

 
 

Gottesman, Rock and Cerullo (1993) determined that teachers’ perception of boys 

academic skills were more negative than their perceptions of girls’ capabilities. 

Parental Involvement 

 
One of the most controversial issues in education is the impact or lack thereof 

that parental involvement has on the academic performance of students. Even more 

confusing is what activities can truly be considered parental involvement. According to 

the Michigan Department of Education (2001), the most effective forms of parental 

involvement are those that engage parents in working directly with their children on 

learning activities at home. Furthermore, there is a concurrence with research findings 

that parental involvement increases students’ self-esteem and academic success. 

Parental involvement covers a diverse spectrum which can range from parents 

helping students with homework, participating in parent-school associations, attending 

school board meetings, or becoming directly involved in other school related activities 

like chaperoning field trips. Boyer and Hamil (2008) implored: 

Only when we truly get through to parents and make them realize how important 

they are to their child’s success in acquiring an education will we really see the 

resulting positive changes. . . . We need our parents, more than ever, to keep our 

students on track. . . . Most students will appreciate the fact that their parents want 

to be involved in their education. (p. 6) 

 
Despite this seeming truism, there is serious disagreement about the level of contribution 

of parental involvement to a child’s overall academic success. For example, the National 

Middle School Association (2000), Dervarics and O’Brien (2011) and Houtenville and 

Conway (2008) agreed that there was a relationship between student outcomes and parent 

involvement. However, the National Middle School Association (2000) warned that 

making the broad generalization ignores the complexity of the issue itself while 



 

 

 
 

Houtenville and Conway (2008) proffered that the level of parental involvement may 

depend on the educational institution itself. For example, parents may reduce their 

involvement in their children’s education as the level of the school’s resources increases. 

Epstein (1995) extended the complexity of the issue of parental involvement in 

determining the academic success of their children by stating emphatically that some 

children succeed in school without much family involvement or despite family neglect or 

distress. However, she clarified this statement by stating, “if the school has excellent 

academic and support programs” (p. 704). Notwithstanding these seeming uncertainties, 

Stevenson and Baker (1987) remarked that in order to assist their children effectively 

with their education, parents must have knowledge of their children’s schooling and 

access to the resources to help them. Yet these researchers observed that parents who 

were more involved in their children’s school activities were more likely to have children 

who were performing well in school. Stevenson and Baker elaborated: 

Parents of young children tend to be more involved in school activities than do 

parents of older children. We speculate that parents understand the importance of 

early schooling and value their involvement at this point in the child’s school 

career. Parents might also disengage from school activities once the child is on the 

‘right track’ Or, it may be that parents feel more competent to help younger 

children than older ones. (p. 1356) 

 
In addition to increasing children’s academic achievement and advancement, 

Dervarics and O’Brien (2011) reported the findings of a synthesized research study 

conducted by the Southwest Educational Development Laboratory (SEDL) concluding 

that parental involvement also influences students’ school attendance, social skills, and 

behavior. Therefore, considering these indicators, one could deduce that, regardless of the 

amount, parental involvement is a vital contributor to children’s education. Therefore, 

whether parents are engaged at the pre-school, kindergarten, middle or high school levels 



 

 

 
 

really does not matter. The important factor is the involvement. Perhaps, the tone the 

parent sets may make such an impact on the child that the magnitude of involvement may 

not be necessary as the child progresses through his or her schooling. 

Jeynes (2005) supported the notion that regardless of the type of involvement or 

the period of involvement, children become more successful learners when parents are 

involved in their children’s education. Likewise, Weathers (2011) insisted that parents 

are concerned with the education of their children, but are not sure how they can become 

involved. However, through the active participation of parents in the decision-making of 

their children’s school, extra-curricular activities or homework their children experience 

increased academic success, as well as learn to be better members of society as a whole. 

Moreover, statistics and research are providing evidence that students become high 

achieving, constructive learners when their parents take the initiative and become active 

participants in their children’s education both at home and in the school. Indeed, when 

one considers that parents make lasting impressions on their children, especially their 

young children, one can understand that if parents impress on their children that learning 

is important these children will also attach value to education. 

Self-Esteem 

 
Like parental involvement, there is no universally accepted definition of self- 

esteem. Nevertheless, research (Budd, Buschman & Esch, 2009; You, 2012) has shown 

that parental support increases students’ self-esteem which in turn has a positive effect on 

student’ academic performance. In spite of this information, many teachers seem to 

ignore the self-esteem of the very children to whom their instruction is directed. This is 

particularly true for older children who can determine “difference” between other 



 

 

 
 

children and themselves, understand differences between characters in a story and 

themselves and identify teacher biases or preferences. 

Although children are aware of these differences, the solutions are far beyond 

their control. Furthermore, self-esteem issues are becoming more of a problem in 

education as the culture of poverty becomes more endemic as indicated by increases in  

the incidence of parental neglect and abuse, growing unemployment, child abuse by those 

other than parents or guardians, drug abuse, misguided morals and peer pressure 

(Goldman et al., 2003). Public officials also demonstrate this lack of concern for the 

problems teachers confront in the classroom on a daily basis, especially now that the  

local and national economies are experiencing severe financial difficulties. All of these 

factors place added burdens on the educational environment including the teacher as an 

instructor and the child as a learner and often change the role of the teacher from 

instructor to social worker and the child from student to patient. In such an environment, 

academic success for the child is not easily attainable. 

Obiakor and Algozzine (1994) suggested that self-concept and survival in life are 

positively correlated and that enhancing self-concept improves chances for success. They 

emphasized that the child who feels good about himself or herself usually succeeds in 

school programs. Usually, children’s self-concept can be affected by the manner in which 

they are treated by their teachers and their peers. For example, Flook, Repetti and Ullman 

(2005) warned: 

Children who were perceived by their teachers as lacking acceptance by their 

peers demonstrated poorer academic outcomes. . . . The effects of a lack of peer 

acceptance were pervasive, extending beyond poor concurrent performance to 

predict decrements in academic performance over time. . . . the unique social 

climate that children experience at school contributes to their psychological 

adjustment and school performance and should not be ignored. (pp. 325-326) 



 

 

 
 
 

Hamachek (1995) acknowledged: 

 
It is difficult to find ways to help students do better in school without also 

exploring ways to help them feel better about themselves as learners. At the same 

time, it is almost impossible to help students improve their self-attitudes without 

also assisting them in finding ways to improve their school performance. Each 

affects the other. We can see how a student is doing academically by looking at 

his or her performance. We cannot so easily see a student’s self-concept because 

that involves private and, frequently, hidden feelings. (p. 422) 

 
Too often teachers do not consider the psychological make-up of the diverse 

children in the classroom. Indeed, although teachers are taught to plan lessons that appeal 

both to the child’s cognitive and affective domains, in the final assessment for learning, 

teachers grade the learning outcome solely on the cognitive productive attributes. Surely, 

the purpose of academic instruction is to enhance learning; but learning is not purely a 

cognitive exercise from which the individual extracts no enjoyment. This leads one to 

believe that the learner’s affective outcome is ignored, in part, because it is based on 

subjective observable evaluation rather than some concrete reliable assessment tool 

which, if available, teachers do not possess or are not equipped to use. Even if such an 

instrument were available to teachers it would complicate the grading process. 

Nevertheless, awareness of the self-esteem of students or rather teachers’ knowledge of 

how to enhance the self-esteem of students may improve the teaching and learning 

processes. One may question: what has happened to the notion that we must educate the 

whole child? 

Although there is no guarantee that a student with high self-esteem will 

necessarily perform at an equivalent high level or that a person with low self-esteem will 

achieve at a reduced level, Shindler (n.d.) concluded: 



 

 

 
 

We create a ‘socially constructed reality’ in our classes by what we do and say 

and what we instruct our students to do and say. That reality has a profound 

influence on our students. In the short-term the fruits of creating a psychology of 

success in students are often difficult to see, but over time, practices that promote 

self-esteem will promote more successful, hard working, risk taking, ambitious 

respectful, and self-directed students. . . . Talented people will not always succeed 

in life, but people with genuinely high self-esteem will find ways to. (Conclusion 

Section, para. 1) 

 
Many educators are aware of psychological studies that have concluded that self- 

esteem has little or at best inconclusive impact on student achievement. However, not 

many studies, if any, have proved conclusively that self-esteem has a negative impact on 

student achievement. For example, Baumeister, Campbell, Krueger and Vohs (2003) and 

Stupnisky et al. (2007) concluded that self-esteem did not cause any improvement in 

academic performance, but high self-esteem may be the result of doing well in school. 

Likewise, Kohn (1994) expressed the lack of veracity given to the importance of self- 

esteem as an important contributor to students’ academic performance. He instructed that 

students do not gain their sense of importance from being told so, but instead their sense 

of importance is acquired from doing significant things and from being active participants 

in their own education. Nevertheless, he cautioned that educators should be careful when 

criticizing the role of self-esteem in education so that unintended harm to students may be 

prevented in the long run. 

On the other hand, Aryana (2010) expressed concurrence with research findings 

that support the belief that self-esteem is an important contributor to students’ academic 

achievement. In fact, Aryana agreed that the best way to improve student achievement is 

to enhance students’ self-esteem. The discrepancies associated with the conflicting 

impact of self-esteem on academic achievement seem to be confusing. Therefore, one 

may argue that different psychologists or researchers may define the construct either too 



 

 

 
 

broadly or too restrictively. For example, some may define self-esteem to include self- 

concept and self-efficacy while others argue that self-esteem is influenced by these 

although they are not components of self-esteem. Regardless, for the purpose of this 

study, the broader definition of self-esteem will be adopted. 

Justification 

 
This study is conducted because there is an observed trend in this school (the 

school chosen for this study), as well as others, that some teachers seem to minimize or to 

disregard the relevance of the aforementioned affective components to students’ 

academic performance. This type of teacher behavior is more prevalent among teachers  

in upper grade classrooms. The reason or reasons for these behaviors are not the concern 

of this study, but suffice it to say that some teachers advocate, for example, that  

increasing school resources will increase students’ academic performance, while others 

insist that increasing these resources will decrease parental involvement, thus diminishing 

students’ academic performance. Others posit that parents just need to be more actively 

involved, but do not know the reasons why they are not or how the school is connected to 

the problem. 

Furthermore, one hopes that the results of this study and others like it will 

contribute to the discussion of students’ academic performance. Moreover, it is hoped 

that the conclusions of this study will support and add to the literature pertaining to this 

topic. A final objective of this study is to continue the debate concerning the role of 

affective factors in the teaching and learning processes and to enhance educators’ 

understanding of the need to adopt school policies and practices that promote the 

affective component in instruction and learning. 



 

 

 
 

Without doubt there has been a great deal of research on the impact of parental 

involvement, students’ self-esteem and students’ perception of their teachers and the 

effect these have on students’ academic performance. The mixed results of this research, 

however, have not done much to settle the controversy over whether these matter in 

classroom instruction; although, few argue that improving these factors will harm student 

academic performance. There are several research conclusions that show some links 

between and among parental involvement, students’ self-esteem and student perception  

of their teachers, even though these conclusions may disagree about their correlations 

with students’ academic achievement. In fact, Kususanto, Ismail and Jamil (2010) 

concurred and suggested that future research should include more demographic factors in 

order to get more accurate and representative results. Accepting this challenge this study 

seeks answers to the following research questions. 

Research Questions 

 
The study will attempt to answer the following research questions: 

 
Q1: Is there a relationship between student perceived teacher perception and students’ 

academic performance? 

Q2: Is there a relationship between parental involvement and the academic performance 

of students? 

Q3: Is there a relationship between students’ self-esteem and students’ academic 

performance? 

Q4: Does inclusion of any of the demographic variables moderate the relationship 

between these affective variables and students’ academic performance? 



 

 

 
 

CHAPTER TWO 

REVIEW OF THE LITERATURE 

Teacher Perception 

 
Research supports the theory that teacher perception profoundly affects students’ 

academic achievement (Bruns et al., 2000; Gewertz, 2005). Perception is the recognition 

and interpretation of sensory stimuli usually based upon assumptions and/or opinions that 

are often subconscious. This influences teachers’ attitudes towards students based on 

various attributes including their gender, race, socio-economic status, and academic 

history. 

Teachers determine the dynamics of the learning environment of their classrooms. 

Actually, the tone a teacher sets for a classroom is often influenced by the teacher’s prior 

experiences as a learner and as a professional, augmented by the teacher’s attitude and 

ability to assess and to react to classroom situations. These key components define the 

classroom atmosphere, as well as the self-esteem and academic achievement of students. 

However, teacher attitude - an individual’s tendency to respond to a person or group of 

people favorably or unfavorably (Souza Barros & Elia, n.d., para. 5), seems to be the 

largest component of the set. 

“The premise is that teachers form a set of beliefs about students based on 

incomplete information and then adjust their behavior to conform to the expectation 

whether it is accurate or not” (Espinosa & Laffey, 2003, p. 138). Sociologist Robert 

Merton was the first to describe this behavior as the self-fulfilling prophecy (Merton, 

1948). Considering this theory, Rosenthal’s Four-Factor theory (Rosenthal, 1973) looks 

at how expectations are conveyed, and identifies climate, feedback, input, and output as 



 

 

 
 

factors used by teachers to convey expectations. Researchers Barrett-Singer and 

Weinstein (2000) asserted that “research on self-fulfilling prophecies in schooling 

underscores young children’s awareness of differences in teacher treatment toward high 

and low achievers” (p. 493). They also concluded that greater discrepancies in teacher 

treatments predicted greater gaps between high and low expectancy students’ 

achievement, as well as greater gaps in students’ self-concepts. 

A teacher’s perception of a student, assuming it is perceived by the student, has a 

tremendous impact on the student as a learner and can influence the depth and magnitude 

of that student’s achievement (Bruns et al., 2000; Gewertz, 2005). Peet, Powell and 

O’Donnel (1997) suggested that “adult views of a child’s competence and classroom 

engagement are related to school achievement” and these adult perceptions “are 

important in determining the type of environment they provide for the child” (p. 375). 

According to Whitfield (1976), “teachers are forever under the student’s watchful eye 

that we must learn more about how students perceive their teachers and the influence 

those perceptions have on teacher-student interaction” (p. 347). Subsequently, Whitfield 

also concluded that teachers’ behaviors have both cognitive and behavioral effects on 

students. For example, it has been suggested that the manner in which teachers react to 

ADHD-typical behavior is associated with how children with ADHD perceive social 

acceptance and support from their peers (Sherman, Rasmussen & Baydala, 2008). 

A study conducted by Peet, Powell and O’Donnel (1997) using fourth grade 

students’ report card grades and standardized achievement scores found that the 

differences in these performance levels could have been attributed to teachers’ 

perceptions because “teachers’ judgments of the child’s performance are used to 



 

 

 
 

determine the child’s report card grades while standardized achievement scores are 

independent of teachers’ ratings” (p. 388). Perception has a tremendous influence on a 

teacher’s attitude toward students as individuals, and the teacher’s classroom behavior 

including academic decisions, and interaction with students (Marcus, Gross & Seefeldt, 

1991). Consequently, when these perceptions are perceived by the students, they affect 

students’ self-concept, motivation, and academic success (Bruns et al., 2000; Good, 

1981). “As teachers form expectations about their students’ minds and students come to 

understand what is in their teachers’ minds about their ability, a reality is formed for 

both. Student performance . . . may be determined through the reality created” (Bruns et 

al., 2000, para. 1). In other words, a teacher’s perspective of a student can have either a 

negative or a positive impact on that student depending on how the student interprets 

these cues. “When kids infer negative teacher perceptions, they engage: in coping 

responses geared toward protecting the self” (Gewertz, 2005, Make or Break section, 

para. 3). Students can perceive differences in teacher treatment, interpret the cues 

regarding expected achievement, and usually perform accordingly. 

Existing empirical studies have aimed to measure students’ perceptions on various 

aspects of the school setting. For example, Whitfield (1976) studied sixth grade students’ 

perceptions of teachers’ classroom behavior. Whitfield’s research suggested that students 

form distinct perceptions of their teachers based on the teacher’s behavior and the 

students can accurately report which behaviors are responsible for those perceptions. In 

addition, Whitfield believed that those behaviors significantly influenced the affective 

climate in classrooms. 



 

 

 
 

Furthermore, for teachers’ perceptions to influence students’ behavior and 

academic performance, teachers must transmit those expectations through differential 

treatment (Babad, 1995). Babad further proffered that students’ perceptions of teachers’ 

differential behavior was correlated to students’ morale and that, “stronger perceptions of 

teacher differentiality were related to less satisfaction, more negative reactions to the 

teacher, and a more negative classroom climate” (p. 368). 

Most often, teachers replicate the instructional methods modeled for them as 

learners. This practice, coupled with societal beliefs, often cause them to harbor biases 

toward students based on gender, race, socio-economic status (SES), ability, prior 

achievement, and temperament. These demographic, personality, and behavioral biases, 

although sometimes unconscious, lead teachers to treat students differently, but in 

cadence with society’s expectations for the performance of that specific group. 

Based on cultural stereotypes, one of the most common biases in the classroom is 

the teacher’s perceptions and expectations for a student based on gender. Society has 

developed a strong belief that males perform better in the scientific disciplines like 

physics, chemistry, and mathematics, while females have a greater aptitude to excel in 

reading, languages, and the arts. In the assumed male-oriented disciplines such as 

mathematics, research findings indicated that many teachers offered more attention, 

praise, critical feedback, response time, and remediation to boys rather than girls 

(Tiedemann, 2002). However, this sex discrimination which seemed to increase as 

children progress through school was more prevalent between low achieving males and 

females than between high achieving males and females. Thus, in accordance with 

teachers’ perspectives, females are less likely than males to credit their mathematical 



 

 

 
 

success to ability and to attribute failure to lack of ability rather than to lack of effort. In 

addition, “teachers rated mathematics as more difficult for average achieving girls than 

for equally achieving boys” (Tiedemann, 2002, p. 50). On the other hand, outside of the 

math and science disciplines, researchers note that “girls tend to have more contact and 

instructional time with the teacher than boys” (Bruns et al., 2000, para. 11), and that girls 

are viewed as more intelligent, competent, and better behaved than boys (Bennett, 

Gottesman, Rock, & Cerullo, 1993; Bruns et al., 2000) In addition, Marcus, Gross and 

Seefeldt (1991) in their study involving fifth grade students’ perceptions of teacher 

treatment, found that although no significant differences in student perceived teacher 

treatment were observed between groups based on race, significant differences did exist 

between races within each gender subgroup. In other words, Black males and Black 

females perceived that their teachers treated them in ways that, according to the literature, 

teachers treat lower achieving students. 

Race is another factor that influences teachers’ perceptions and expectations for 

children. Most teachers tend to have higher expectations for white students than African- 

American or Mexican-American students; however, studies showed that teachers held 

“higher expectancies for Asian-Americans than white students” (Bruns et al., 2000, para. 

9). Spencer (1999) asserted that “teachers’ expectations of their students hold the power 

to make or break the learning experience . . . {and that}African-American males who 

perceived that teachers held negative attitudes about them displayed more ‘bravado’ 

behavior and were less engaged in school” (Gewertz, 2005, Make or Break section, para. 

3). 



 

 

 
 

A child’s socio-economic status, although not always accurately known, can 

affect the child’s school experience in numerous ways. Teachers often have higher 

expectations and more frequent positive interactions with students from higher socio- 

economic backgrounds (Bruns et al., 2000; Espinosa & Laffey, 2003). Teachers also tend 

to group students from lower socio-economic backgrounds in lower ability groups, as 

well as seating them towards the back of the classroom (Espinosa & Laffey, 2003). 

Socio-economic status (SES) has long been thought of as the most influential 

factor for students’ academic performance. In fact, research findings have determined  

that SES is predictive of students’ academic performance (Asikhia, 2010; Gregory & 

Rimm-Kaufman, 2008; Halle, Kurtz-Costes, & Mahoney, 1997; Mullis, Rathge & Mullis, 

2003; Stevenson & Baker, 1987; Stewart, 2006). Although it is most prevalent in 

elementary schools, more positive perceptions and higher expectations are held for 

middle-class students than for their lower-class counterparts; however, familiarity with 

the student causes those perceptions to fade (Bruns et al., 2000). “In one classic 

longitudinal, ethnographic study. . . Rist documented in vivid detail the differential 

treatment that young children from lower socio-economic backgrounds receive in their 

kindergarten, first-grade, and second-grade classrooms” (Espinosa & Laffey, 2003, p. 

138). In an attempt to assign seating arrangements and to determine which students 

possessed the necessary characteristics to experience academic success, teachers: 

stratified the children according to their behavior, verbalization skills, dress, mannerisms, 

physical appearance, and early classroom performance; formed opinions regarding the 

students’ potential and capabilities using this information; made permanent seating 

arrangements; and began a pattern of differential treatment. Furthermore, the teachers 



 

 

 
 

displayed more interest in the students of high socio-economic backgrounds, spent a 

larger proportion of instructional time with them, and held them as models for the 

remainder of the class. In contrast, the children viewed by the teachers as less capable 

were more often placed in lower ability groups and were less likely to have any 

interaction with the teacher, reinforcing the belief that “young children from 

impoverished backgrounds are socialized into school failure” (Espinosa & Laffey, p. 

136). In the study, prior achievement was perhaps the largest predictor of both teacher 

expectation and student achievement (Espinosa & Laffey, 2003). 

Gewertz (2005) commented, “teachers respond more positively to students they 

perceive as higher-achieving, in such ways as asking more challenging questions, giving 

them more time to answer, or being more patient when they misbehave” (Combating Bias 

section, para. 1). Teachers expect students who have performed well in the past to 

continue to do so and likewise, they expect students who have done poorly in the past to 

continue to do poorly. Although there are occasions when high achieving students 

perform unusually low and low achieving students perform unusually high, teachers will 

often overlook these occurrences and continue to treat students based on their prior 

achievement levels. It is the teachers’ behavior which originates from their perceptions 

and expectations toward the students which encourages them to continue to perform in 

cadence with their prior achievements. Studies show that teachers are more likely to 

praise high-expectancy students for success and to use criticism to communicate  

challenge and high standards to these students. Conversely, they limit interaction with 

low-expectancy students and use criticism as a means to degrade them (Bruns et al., 

2000). 



 

 

 
 

Classroom behavior may affect academic judgments both directly and indirectly. 

A child’s behavior can create perceptions that influence the teacher’s academic 

judgments of that child. In addition, classroom behavior tends to influence the child’s 

actual academic achievement, which in turn will help to establish teacher expectations 

(Bennett et al., 1993).  Likewise, peers can have a tremendous impact on a child’s 

behavior, as well as school performance. Children can alter their behavior in order to be 

accepted among a group whether the group is from school, a club or sports team, or 

neighborhood friends. This behavior, if noncompliant, can have negative effects on the 

child’s school performance. Results from a study by Finn and Rock (1997) concluded 

that “students who are consistently noncompliant in their classrooms are likely to 

experience immediate learning difficulties as well as more severe behavior problems in 

life” (p. 222). Additional research by Mullis, Rathge and Mullis (2003) has found that 

student misbehavior was a predictor of academic performance. Keogh (2003) affirmed 

that a child’s experiences in the classroom might be affected either in a positive or 

negative way by differences in temperament or behavioral styles. She also maintained 

that temperament characteristics like activity, distractibility, and persistence, were 

believed to influence classroom learning (Keogh, 2003). Furthermore, Skinner and 

Belmont (1993) determined that “children who are engaged in school do in fact earn 

higher grades, score higher on standardized tests of achievement, and show better 

personal adjustment to school” (p. 572). Also, Finn and Rock (1997) asserted that 

students in the upper grades who attended and responded to the teacher and who initiated 

conversation with the teacher had higher achievement levels. These characteristics help 

teachers to make judgments about students. Although perceptions influence the teacher’s 



 

 

 
 

behavior toward the child, they often “lead to certain interpretations of the child’s 

behavior that may be distorted. When the perceptions are distorted, the teacher’s 

reactions to the child may deny the child an opportunity to learn necessary social and 

academic skills” (Espinosa & Laffey, 2003, p. 139-140). 

Apart from praise and criticism, the frequency and quality of a teacher’s 

interaction with a student communicate the teacher’s expectations to that student. Quality 

relationships between children and adults including teachers have been directly linked to 

developmental outcomes and immediate and long-term achievement (Espinosa & Laffey, 

2003; Topor et al., 2010). Espinosa and Laffey (2003) elaborated 

The quality of the teacher-child relationship is played out through frequent, 

sometimes brief, interactions that can be characterized by varying degrees of 

warmth, support, sensitivity, reciprocity, personal closeness, responsiveness, and 

mutuality. Frequently, teachers confronted with children from poor, minority 

communities who display challenging, disruptive behavior develop overly 

negative representational models of the relationship. (p. 137) 

 
Likewise, Hughes and Kwok (2007) posited that the quality of young children’s 

relationships with their teachers has important implications for children’s behavioral 

adjustment as well as current and future achievement. Skinner and Belmont (1993) 

reported a reciprocal relationship between teacher behavior and student engagement. 

Furthermore, students reported that teacher involvement, if warm and affectionate, led 

them to feel happier and more enthusiastic in class. 

Regardless of how subtly it is expressed, teachers’ expectations can predict and 

even influence students’ learning, thus functioning as self-fulfilling prophecies. 

When groups of students fail for long periods of time, teachers and others start to 

see failure as normal. When this happens, the failure tends not to be seen as the 

school’s problem anymore-it’s the problem of the kids, parents, and society. This 

must change for educators to take responsibility over student outcomes, and to 



 

 

 
 

believe that what they do can have an impact on achievement. (Noquera & 

Steinberg, 1999, para. 19) 

 
Many systemic factors including gender, race, socio-economic status, prior achievement, 

and student temperament often color teachers’ perceptions of students’ ability to achieve 

and the extent of that perceived achievement. In recognition of this problem, training 

programs are currently available to teachers to help them to offset the advantages that 

they unconsciously give to some groups of students. The focus of these programs is to 

help “teachers become aware of, and counteract, judgments they form of students based 

on children’s race, socio-economic class, gender, skills, or temperamental style” 

(Gewertz, 2005, Combating Bias section, para. 2). “Only when every teacher becomes 

cognizant of the behaviors that express expectations and fully understands these 

expectations’ effects on students, can educators guarantee that they promote positive 

learning experiences for all students” (Bruns et al., 2000, Final Thoughts section, para. 

1). 

Teacher Perception Measurements 

 
One of the most common instruments used to measure students’ perceptions of 

teachers’ differential treatments in the classroom is the Teacher Treatment Inventory 

created by Weinstein and Middlestadt in 1979. The 30 item paper and pencil inventory is 

designed to determine whether students perceived differential treatment by teachers of 

high and low achievers. The participants are told about one of two hypothetical students - 

John or Anne- one representing a high achiever and one representing a low achiever. 

Weinstein and colleagues have found that in comparison to low achievers, students felt 

that teachers interacted more positively with high achieving students, that they had higher 

expectations of them, and that they offered them more leadership opportunities and more 



 

 

 
 

choice in their learning experiences. In contrast to the high achievers, students reported 

that teachers were more negative towards low achievers and directed their learning far 

more frequently. 

The limitation with the previous studies using the Teacher Treatment Inventory is 

that researchers are only focusing on a specific demographic variable such as the 

perceptions of students based on gender or race. This study will use multiple 

demographic variables such as gender, grade, race and socio-economic status instead of 

limiting it to just one. 

Parental Involvement 

 
It would be reasonable to assume that a profound impact on a student’s academic 

performance would be the parent’s involvement in his/her academic life. Numerous 

studies have highlighted the importance of parental behaviors such as parental 

involvement and parental control in explaining children’s academic motivation and 

performance (Boyer & Hamil, 2008; Duchesne & Ratelle, 2010; Harris & Goodall, 2008; 

Houtenville & Conway, 2008; Jeynes, 2005; Steinberg et al., 1992; Stewart, 2006; Tavani 

& Losh, 2003; Topor et al., 2010; Weathers, 2011). No Child Left Behind (NCLB) 

defines parental involvement as 

…the participation of parents in regular, two-way, and meaningful 

communication involving student academic learning and other school activities 

including assisting their child’s learning, being actively involved in their child’s 

education at school, serving as full partners in their child’s educations and being 

included, as appropriate, in decision-making and on advisory committees to assist 

in the education of their child.” (NCLB Action Briefs) 

 
Similarly, Duchesne and Ratelle (2010) identify parental involvement as “behaviors and 

attitudes expressed as acceptance, responsiveness, assistance, and support towards the 

child” (p. 497). Likewise, parental control has been identified as “the pressure exerted by 



 

 

 
 

the parent to encourage the child to conform to the parent’s expectation” (p. 497). 

Parental involvement and parental control have both been associated with students’ 

academic outcomes. Parental involvement has been positively related to feelings of self- 

efficacy, motivation, and achievement at school, whereas parental control has been found 

to have a negative effect (Duchesne & Ratelle, 2010). 

Dervarics and O’Brien (2011) reported the findings of a synthesized research 

study conducted by the Southwest Educational Development Laboratory (SEDL) which 

concluded that students whose parents were involved in their schooling, despite their 

socio-economic background, were: more likely to earn higher grades; enroll in higher- 

level programs; be promoted, pass their classes and earn credits; attend school regularly; 

have better social skills, show improved behavior and adapt well to school; and graduate 

and go on to post-secondary school. The increase in parental involvement has also been 

associated with an increase in a child’s perception of cognitive competence or self- 

concept (Hamachek, 1995; Topor et al., 2010). Likewise, research from the National 

Middle School Association (2005) supported the belief that parental involvement may be 

linked to student’s elevated academic (test results and higher grade point average) 

achievement, commitment to schoolwork, positive attitude towards learning, improved 

school attendance and better student behavior. However, the research warned that 

making broad generalizations that parental involvement results in increased student 

achievement ignores the complexity of the issue. The National Middle School 

Association (2005) also pointed out that “previous studies have shown that parent 

involvement patterns vary according to parents’ social, racial/ethnic, and economic 

characteristics” (para. 4). George and Mensah (2010) further implied that demographic 



 

 

 
 

characteristics, such as socio-economic status and cultural background are associated 

with parental school involvement. Likewise, Keith and Keith (1993) suggested that 

parents from higher socio-economic backgrounds were more involved with their child’s 

schooling than parents from lower socioeconomic backgrounds. 

Children from higher socio-economic status backgrounds score higher on 

standardized achievement tests than their counterparts (Halle, Kurtz-Costes, & Mahoney, 

1997). Likewise, those children are more likely to complete high school and attend 

college than their less advantaged peers (Halle, Kurtz-Costes, & Mahoney, 1997; 

Stevenson & Baker, 1987). Gregory and Rimm-Kaufman (2008) asserted that poverty in 

early childhood “can set students on negative achievement trajectories with few 

opportunities for deflection toward higher achievement” (p. 500). Their research indicates 

that in 2004, low income adolescents were five times more likely to drop out of school 

than their high income counterparts. The poorer achievement levels and higher drop-out 

rates of the economically disadvantaged can be attributed to numerous factors in the 

home, such as lack of educational materials and books, as well as factors in school, such 

as poorly qualified teachers. Halle, Kurtz-Costes, and Mahoney (1997) asserted that 

children frequently become more proficient readers when parents provide literacy-rich 

home environments. 

A study conducted by Mullis, Rathge, and Mullis (2003) examined some of the 

frequently used indicators of social capital and resource capital as predictors of academic 

performance. The study included 24,599 middle school students from a stratified national 

sample of over 1000 public and private schools in the United States. The results indicated 

that indicators of social capital such as student networks and parent networks including 



 

 

 
 

parent involvement in school organizations like the PTA were not strong predictors of 

academic performance, while indicators of resource capital, including parent education, 

parent income, and educational items in the home, were more predictive of students’ 

academic performance. A mediating variable, student reported misbehavior in school, 

turned out to be the best predictor of academic performance (Mullis, Rathge, & Mullis, 

2003). Furthermore, Steinberg et al. (1992) emphasized that, “higher levels of student 

achievement are associated with greater parent encouragement. . . . parental 

encouragement is the primary mediator of the well-established connection between 

family social class and student academic achievement” (p. 1267). 

George and Mensah (2010) also pointed out that parents with higher education 

levels have a greater tendency to advocate for their children and manage their child’s 

education. Parental education levels have been found to be significant predictors of their 

children’s academic successes and motivation to perform in school (Georgiou, 1999; 

Stevenson & Baker, 1987; Stewart, 2006; Tavani & Losh, 2003). Parents with higher 

education degrees are typically involved in their children’s academic careers, thereby 

placing more emphasis on academics than those parents with lower education degrees   

and less involvement in their children’s education, thus leading to higher levels of 

academic performances among their children (Georgiou, 1999; Stewart, 2006; Tavani & 

Losh, 2003). Stevenson and Baker (1987) commented: “the educational level of parents is 

a salient family determinant of a child’s school achievement. . . . Generally, the 

educational level of parents predicts more of the variance in student achievement than do 

other family background variables, particularly for younger children” (p. 1349). 



 

 

 
 

Theorists have proposed that the effects of parent involvement or participation in 

a child’s academic life are long-term – affecting both the student’s current learning, as 

well as building a foundation for future success (Hong & Ho, 2005). Tavani and Losh 

(2003) explained: 

…parents who believe that their children’s performances are determined by their 

abilities tend to participate less frequently in their children’s school careers than 

those parents who believe that children’s performances are determined by effort. . 

. . Parental attributions towards their children’s academic performances are 

established early in the children’s school careers. (p. 141) 

 
However, research showed that the degree of parental involvement is relative to the 

child’s age and gender (Boyer & Hamil, 2008; National Middle School Association, 

2005; Stevenson & Baker, 1987). Stevenson and Baker (1987) implied that parents are 

more involved with younger children than with older children and they are more involved 

with the schooling of boys than girls. It is suggested that parents have an easier time 

discussing academics with their daughters than with their sons since girls tend to be more 

communicative (Houtenville & Conway, 2008). These academic conversations lead to 

more parent involvement, thus leading parents to be more involved with their daughters’ 

schooling. Stevenson and Baker (1987) suggested that parents may be more involved in 

the school of younger children because “early school settings may offer more 

opportunities for parents to become involved than later school settings” (p. 1350). 

Furthermore, Griffin and Galassi (2010), as well as Boyer and Hamil (2008) stated that 

parental involvement tends to decline in secondary schools due to the lack of financial 

stability, the lack of social networks for parents, and because parents may be less 

knowledgeable about the curriculum in middle and high school. 



 

 

 
 

Regardless of the child’s age or gender, Stevenson and Baker (1987) believed that 

in order for parents to be involved in their children’s schooling, parents need knowledge 

about their children’s schooling and access to the necessary resources. Houtenville and 

Conway (2008), who agreed that parental involvement strongly impacts student 

achievement, suggested that some of the controversy or indecisiveness concerning the 

magnitude of this phenomenon in the child’s achievement continuum can be caused by 

the level of resources provided by the educational institution. These researchers 

determined that parents may reduce their involvement in their children’s education as the 

level of the school’s resources increases. In fact, the researchers suggested that schools 

might have to increase their per-pupil spending by $1,000 in order to achieve a similar 

contribution gained from parental involvement in their children’s education. In addition 

to in-school resources, access to resources in the home also influences a student’s 

academic performance. For example, when parents create literacy-rich home 

environments, children frequently become more proficient readers (Halle, Kurtz-Costes, 

& Mahoney, 1997). 

 
Another study conducted by Moss and St-Laurent (2001) concluded that the 

affective quality of mother-child interaction at a young age predicts later academic 

performance. Also, Gregory and Rimm-Kaufman (2008) found that “high quality 

mother-child interactions, observed in kindergarten, were associated with higher 

academic performance in middle school” (p. 500), higher grades for children at risk for 

school failure, and even “increased the likelihood of graduation 12 years later” (p. 508). 

A similar study conducted by Jacobsen and Hofmann (1997) concluded that attachment 

representations at age seven were predictive of attention and participation, school 



 

 

 
 

performance, and grade point average between the ages of nine and fifteen. Moss and St- 

Laurent (2001) added that poor math performance was predicted by both children 

displaying controlling attachment behavior in earlier years and children with low 

perceived competence and difficulties in collaborative problem solving with their 

mothers. Furthermore, “the clearest indicator of developmental risk was the finding that 

controlling children, despite their similarity in IQ to other attachment groups, showed the 

poorest academic performance” (Moss & St-Laurent, 2001, p. 870). 

Likewise, prior research has indicated that higher performance in children is 

associated with parents’ positive perceptions and parental expectations (Halle, Kurtz- 

Costes, & Mahoney, 1997; Tavani & Losh, 2003). According to Yamamoto and 

Holloway (2010) Parental expectation is typically characterized as: 

…realistic beliefs or judgments that parents have about their children’s future 

achievement as reflected in course grades, highest level of schooling attained, or 

college attendance. . . . Parental expectations are based on an assessment of the 

child’s academic capabilities as well as the available resources for supporting a 

given level of achievement. (p. 191) 

 
Similar to parental involvement, parental expectations have also been found to 

play a critical role in children’s academic success. When parents hold high expectations 

for their children, these children often receive higher grades, perform better on 

standardized exams, and obtain a higher level of education than do those whose parents 

hold relatively low expectations for them. In addition to academic performance, high 

parental expectations and support are linked to student motivation to achieve in school, 

scholastic and social resilience, aspirations to attend college and lower risks of truancy 

and drop-out. These high expectations also seem to shield the influence of low teacher 



 

 

 
 

expectations on student achievement (Stewart, 2006; Studrod & Bru, 2009; Yamamoto & 

Holloway, 2010). 

Parental expectations can be thought of as a means of communication to the child 

to convey the value the parents place on achievement. The child would perceive this 

communicated value as a norm and thus will strive to meet the expectation. This 

communication will also enhance students’ academic self-efficacy. However, parent 

expectations seem to vary between racial groups. For example, research has shown that 

Asian American parents tend to hold higher expectations than do parents of other racial 

groups (Yamamoto & Holloway, 2010). 

Hess and Holloway (1984) have identified five processes that link family and 

school achievement. These processes include: (a) verbal interaction between mother and 

children, (b) expectation of parents for achievement, (c) positive affective relationships 

between parents and children, (d) parental beliefs and attributions about the child, and (e) 

discipline and control strategies. The fifth process, discipline and control strategies, has 

been shown to have a major influence on school achievement. 

Moreover, three parenting styles that influence the development of social and 

cognitive competence have been identified by Baumrind- authoritarian, authoritative, 

permissive (Baumrind, 1967) and a fourth style- uninvolved or neglectful parenting was 

added by Maccoby and Martin years later (Maccoby & Martin, 1983). These four 

parenting styles differ in parental expectations, the values, behaviors, and standards that 

children are expected to adopt, and in the way these values, behaviors, and standards are 

conveyed by the parent. The authoritarian style of parenting is characterized by tradition, 

respect for authority, obedience, order, and parents trying to shape, control, and evaluate 



 

 

 
 

their children’s behavior and attitudes in accordance with an absolute set of standards. 

The permissive parenting style is characterized by the use of discipline in moderation, 

encouragement of self-regulation, and by parents being tolerant and accepting of 

children’s impulses. Authoritative parenting is characterized by open communication, 

encouragement of child’s independence and individuality, firm enforcement of rules and 

standards, the expectation of mature behavior from the child, and by parents determining 

standards. The authoritative parent is more likely to be involved with his or her child’s 

schooling and to encourage academic excellence (Steinberg et al., 1992). Children who 

are raised in authoritative homes are more successful in school that their peers (Barrett- 

Singer & Weinstein, 2000; Steinberg et al., 1992). Steinberg et al. (1992) continued: 

…increases in a number of attitudinal and behavioral indicators of academic 

orientation during adolescence, including a stronger work orientation, greater 

engagement in classroom activities, higher educational aspirations, more positive 

feelings about school, greater time spent on homework, more positive self- 

conceptions, and lower levels of school misconduct, such as cheating or copying 

assignments. (pp. 1266-1267) 

 
The fourth style, neglectful parenting, is defined by low levels of demands for self- 

control and low levels of sensitivity (Maccoby & Martin, 1983). This style is generally 

thought of as a step beyond permissive parenting, where the parent is emotionally 

uninvolved in the child’s life. Neglectful parenting is typically associated with 

“unfavorable child outcomes, such as high rates of depression, smoking, and poor school 

achievement and psychosocial development” (Rhee et al., 2006, p. 2048). Many times 

children raised by neglectful parent will grow up feeling resentment towards their parents 

for being neglectful and often might be estranged from them into adulthood. 

A large scale study conducted by Dornbusch et al. (1984), which included a 

diverse sample of high school students (N = 7,836), determined that both authoritarian 



 

 

 
 

and permissive parenting styles were negatively associated with grades, while the 

authoritative parenting style was positively associated with grades. Furthermore, Finn and 

Rock (1997) reported on a study conducted by Clark in 1983 which focused on the school 

performance of poor Black students. The study identified specific parenting patterns 

among the families of high achievers. These parents continuously strived to create 

emotionally supportive homes and provided encouragement and support if the child 

encountered failure. These parents also viewed school performance as a serious activity 

which could be accomplished through hard work and practice and they viewed  

themselves as partners in their child’s education process (Finn & Rock, 1997). On the 

other hand, Steinberg et al. (1992) asserted that the parenting practices may have less of 

an influence on the school performance of African-American children than other ethnic 

groups, which echoes the findings reported by Dornbusch et al. (1987). Steinberg et al. 

(1992) elaborated: 

…although African-American parents sore among the highest in our sample 

measures of authoritativeness, school involvement, and academic encouragement, 

their efforts do not yield the same positive results in student achievement as is the 

case of other ethnic groups. . . . the school performance of African-American is 

especially influenced by their peers, and that these peer influences may 

overwhelm and undermine the positive effects of otherwise beneficial parental 

practices. (p. 1279) 

 
Regardless, Steinberg et al. (1992) pondered the possibility that the relationship 

between authoritative parenting and academic achievement is reciprocal. In other words, 

perhaps academic achievement promotes authoritative parenting. Meanwhile, Stewart et 

al. (1999) disputed the assumption that authoritative parenting was the best parental 

practice for improved school performance by illustrating that although Asian students 

consistently achieve at higher academic rates than other ethnic groups, Asian families 



 

 

 
 

were categorized by the authoritarian parenting style, which represented low warmth and 

high parental control. 

Parents of all ethnic and socio-economic backgrounds want to be involved in their 

children’ schooling; however, schools and parents often have different understandings of 

what that involvement should look like. The greatest impact on student performance 

could be the result of an effective partnership between the school and parents. Dervarics 

and O’Brien (2011) reported the Southwest Educational Development Laboratory’s 

conclusion that ‘programs and interventions that engaged families in supporting their 

children’s learning at home were linked to higher student achievement’ (para. 7). 

Regardless of the mode of involvement, Epstein (1995) suggested that the school, family, 

and community partnerships must locate the students at the center. These partnerships do 

not produce successful students, but rather the activities are designed to guide and to 

encourage students to produce their own successes. “The assumption is that, if children 

feel cared for and encouraged to work hard in the role of student, they are more likely to 

do their best to learn to read, write, calculate, and learn other skills and talents and to 

remain in school” (Epstein, 1995, p. 702). Furthermore, Topor et al. (2010) suggested  

that the “influence of parent involvement on academic success has not only been noted 

among researchers, but also among policy makers who have integrated efforts aimed at 

increasing parent involvement into broader educational policy initiatives” (p.184). 

Despite the staggering amount of research that suggests parental involvement in a 

child’s schooling increases student achievement, some children are academically 

successful without much family support, encouragement, or involvement. Epstein (1995) 

inferred that this may be particularly true if a school has excellent academic and support 



 

 

 
 

programs in place. Also, other members of the community, outside of the immediate 

family, can be the provider of encouragement and guidance that these students require. 

Furthermore, George and Mensah (2010) advised that parental involvement may 

even interfere with learning. Some parents reported that at times they have confused their 

child with teaching strategies that differed from those of the teachers, thus causing the 

child to do worse. Likewise, some researchers believed that the increased frequency of 

activities in which parents participated were associated with higher levels of child 

misbehavior in the classroom and that the increase in parent-school activities such as the 

number of parent-teacher contacts can be associated with worsening achievement (Topor 

et al., 2010). 

When parents or guardians are not actively involved in their children’s schooling, 

it does not necessarily mean that they are disinterested. There are a number of reasons 

why parents do not become involved in school life. Hoover-Dempsey and Sandler (1995) 

advised that family-status variables and related factors such as time, community contacts, 

and energy are significantly related to parent involvement decisions and influence. Harris 

and Goodall (2008) reported that some of the most cited reasons for parents not being 

involved in their children’s school included work commitments, lack of time and 

childcare difficulties. Other reasons could include lack of transportation, lack of adequate 

communication between teachers and parents, language barriers, cultural isolation,  

feeling overwhelmed or unwelcome, parents’ own negative school experiences, or simply 

not knowing how they can contribute. However, despite a parent’s education level, 

parenting style, or the child’s age or gender, one may conclude that regardless of the 

amount or incidence of parental involvement, it is a vital contributor to children’s 



 

 

 
 

education. Jeynes (2005) supported the notion that regardless of the type of involvement 

or the period of involvement children become more successful in their schooling when 

parents are involved in their children’s education. 

Parental Involvement Measurements 

 
One effective inventory used to measure parent involvement is the Parent and 

Teacher Involvement Questionnaire: Parent Survey used by the Fast Track Project. This 

twenty-six item questionnaire was originally developed for the Fast Track Project and is 

used to assess the amount and type of contact that occurs between parents and teachers, 

the parent’s interest and comfort in talking with teachers, the parent’s satisfaction with 

their child’s school, and the parent’s degree of involvement in the child’s education. Each 

of the twenty-six questions is measured on a five point scale where zero (0) represents no 

involvement and four (4) represents high involvement. An additional version of the 

survey was designed for parents of students in grade four or higher and adds the response 

option of “Not Applicable.” 

The results of the survey could be skewed if respondents provide socially 

desirable answers instead of facts. If respondents felt that their answers could be tracked 

back to them, they would be less likely to give accurate responses in areas in which they 

feel they are deficient. 

While a preponderance of the data on parental involvement used in studies to 

predict student success is gathered from teachers and parents, this study uses data on 

parental involvement from the students themselves. The rationale for this is premised on 

the researcher’s knowledge and experience working in this type of school environment. 

The data come from students in a charter school. One of the primary promises that 



 

 

 
 

parents make before their children are accepted into this school is that they will  

participate in their children’s education, especially helping them with homework and 

projects. Given that parents know that this is a major obligation, those who fail to or are 

unable to satisfy this promise are very unlikely to provide accurate responses to any 

survey or questionnaire on this issue. Also, many parents who fail in this area will most 

likely refuse to complete the survey. Furthermore, while teachers can provide accurate 

data regarding parental participation in school conferences and correspondence between 

the home and the school, they may not be able to provide accurate information on  

parental involvement in their children’s actual education. Therefore, the researcher 

chooses to use information provided by the students themselves because they should 

know whether or not they receive this type of assistance and the regularity with which the 

help is given. Thus, they are most likely to provide reliable data. Moreover, the 

conclusions drawn from analysis of data may provide interesting similarities and  

contrasts from studies that used teacher or parent provided data on this issue and make 

important contributions to the existing literature. 

Self-Esteem 

 
Perhaps one of the most controversial and complex issues in education is the role 

a student’s self-esteem plays in his or her academic success in the classroom. Given that 

self-esteem is itself defined broadly by some researchers and narrowly by others, 

differences will persist. 

People develop ideas of themselves early in childhood and as they move through 

early elementary school years those perceptions become more realistic and accurate 

(Hamachek, 1995). This cognitive and emotional construction known as self-concept 



 

 

 
 

describes what we know and how we feel about ourselves, and guides our actions. 

Although self-concept may differ regarding specific components, such as an individual’s 

acceptance related to academic, social, or athletic competence; physical appearance; or 

parent relationships (“Self Esteem in Children and Adolescents,” 2003); the developing 

thoughts and emotions about ourselves are largely reflective of what other people think 

about us. “Self-esteem begins to develop in childhood, but it solidifies and gains 

momentum during the turbulent and trying years of adolescence” (Hanlon, para. 1). Self- 

esteem is heavily influenced by many factors, both internal and external, and will change 

frequently to reflect the new thoughts and feelings about ourselves. These disruptions in 

the formation and stability of one’s self-esteem can affect achievement, both academic 

and non-academic, motivation, social interaction, moral development, behavior, and 

health (more likely to cause depression, eating disorders, and increased levels of anxiety). 

Identifying a child or student lacking in self-esteem can be a challenging task; and even 

more difficult is helping that child to develop a positive sense of self and high self- 

esteem. 

Far from being a static characteristic, changes in self-esteem can occur during any 

stage of development; however, most children will experience dynamic changes and even 

a significant drop in self-esteem as they begin adolescence (Hanlon, n.d.; “Self Esteem in 

Children and Adolescents,” 2003). This change can affect how children approach new 

tasks and challenges, and how they interact with others -two critical cognitive and social 

aspects developing during adolescence. Children with a negative self-concept or low self- 

esteem will demonstrate behaviors such as avoiding challenging situations, giving up 

quickly, or quitting, and cheating when things do not go their way. In addition, they will 



 

 

 
 

often demonstrate bragging, bossiness, and controlling, or bullying attitudes, which “may 

actually be masking feelings of inferiority, weakness and insecurity” (Openshaw, para.  

3). Frequently, children with low self-esteem will make remarks such as, “I can’t do 

anything well,” “I know I can’t do it,” “I know that I will fail,” or “I wish I was someone 

else,” and will feel lonely, insecure in social settings, isolated, unimportant, suspicious 

and untrustworthy of others. These children will have difficulty making friends and will 

portray low levels of self-control, which can often result in breaking rules and even more 

seriously, in breaking the law. On the other hand, children with high self-esteem believe 

in themselves, have self-respect, a sense of importance or self-worth, feel a sense of trust, 

security, and acceptance by others, and demonstrate positive self-control. These children 

make friends easily, show enthusiasm for new activities, like to be creative and to have 

their own ideas, and are cooperative, happy, full of energy, and talk with others without 

much encouragement (Nuttall, n.d.). 

How children feel about themselves affects the manner in which they act. 

Numerous internal and external factors aid in determining a child’s level of self-esteem. 

Internal factors are children’s own thoughts and feelings about their self-concept. That is 

to say, it is who they think they are. How children feel about the way they look, or how 

well they think they can do something are examples of internal factors. External factors 

contributing to the development of self-esteem come from the people and the 

environment that surround children. These factors can include how others think and feel 

about someone, the home environment, child-rearing practices, economic status, race, 

gender, and culture. The following explains several internal and external factors and how 

they can influence children’s self-esteem. 



 

 

 
 

 Physical attributes/Individual differences – How children feel about their own 

body; how others see the child physically. The body undergoes physical changes 

during adolescence and “since males develop sexual maturity slower than 

females, and have less obvious physical features…females bare the brunt of 

dissatisfaction with their ‘body self-image’” (Self Esteem Enhancement, para. 5). 

Physical impairments or differences can make a child feel “not capable” or “not 

like the other children.” Children will often limit their interactions with, or make 

fun of, another child with physical impairments, or a child who does not look 

pleasing. 

 Self-concept/Self-approval – The totality of attributes that defines who or what a 

person is, and the approving of oneself. Both are largely influenced by what 

others think. 

 Peer acceptance – As children age, they become increasingly sensitive to their 

peers’ evaluations. Feelings of being accepted and belonging to a group impact 

self-esteem. Although yearning for individuality, children will often resign to peer 

pressure in an attempt to fit in. 

 Achievement – A child’s performance, whether it be academic, athletic ability, 

etc., that is viewed as good or acceptable. The achievement is often then 

compared to the achievement of others. 

 Economic status – A social comparison occurs when children evaluate their 

family’s “wealth” in relation to their peers and then judge themselves accordingly. 

A child from a poor family will begin to develop feeling of “not being good 

enough.” 



 

 

 
 

 Parents and home environment – The overall “feeling” in the house, as well as the 

parent’s child-rearing practices can increase or decrease a child’s feeling of self- 

worth. Children will feel badly about themselves if their parents always speak to 

them negatively, make commands, give them tasks to do that are not age- 

appropriate-setting them up for failure, or do not interact, listen, encourage, or 

show love and appreciation to them. A child that is abused develops a poor self- 

concept and a negative self-image. Research suggests that authoritative parents, 

those who set limits which are age appropriate and based on natural and/or logical 

consequences, while at the same time demonstrating warmth and nurturance, are 

more likely to promote self-esteem in their child (Openshaw). Also, Smith (n.d., 

para. 12) suggests that parents or family members with low self-esteem 

unknowingly teach low self-esteem to children. 

 Race, gender, and culture – Boys and girls are faced with different challenges 

during childhood and adolescence and are often treated differently. On average, 

females have slightly lower self-esteem than males, the gap being widest in the 

late teens (Emler, 2001). As with gender, the treatment that children receive 

based on their race or culture dominantly represents society’s feelings toward that 

ethnicity and/or culture and frequently includes negative stereotypes, prejudices, 

and discriminations. Feeling positive about one’s ethnic identity, the shared 

values, traditions, and practices of a cultural group, is important to the self-esteem 

of an adolescent (Pierno, n.d.). 

It is argued that low self-esteem in children should command the attention of 

educators. Identifying a student with low self-esteem can at times be a difficult task. 



 

 

 
 

Many people do not admit or are unaware that they have low self-esteem (Smith, n.d.), 

while others effectively mask the problem with alternative behaviors to avoid the 

problem. An air of confidence and a brash exterior are frequently the façade of a child 

suffering from low self-esteem. “A child who starts to tell lies or boasts about their 

exploits in order to gain popularity, is on a downward slide, as eventually no one will 

believe their work, no matter how much they swear it is true” (“Self Esteem 

Enhancement,” Lying and Boastful Behavior, para. 1). Although there are numerous 

self-esteem inventories and measurement tools, many of these have not proved to be valid 

and/or reliable. However, educators can observe several common characteristics in 

students harboring low self-esteem. These students do not take failure very well; are 

easily influenced by peers; are extremely sensitive to negative cues, such as frowns or 

sighs from others, regardless if those cues are not meant for the child; will frequently 

voice negative statements about themselves, excessively criticize or bully others and 

overreact to constructive criticism and other anxiety-provoking situations (“Self Esteem 

in Children and Adolescents,” 2003). An educator might also note students who are 

continually reluctant to answer questions or join class discussions. Openshaw (n.d.) 

warned, “The reluctance to express an opinion does not necessarily mean that the child 

has no opinion, but rather this passive nature may be the product of an unwillingness to 

express oneself for fear of being told that their opinion is stupid’’(para. 3). Children with 

low self-esteem generally lack the confidence to attempt to achieve, and so perform at 

low levels of their ability. Children who demonstrate the aforementioned characteristics 

should not be automatically diagnosed as having low self-esteem unless the behaviors 

become acute and persist for an extended period of time. 



 

 

 
 

Teachers can play a significant role in strengthening self-esteem, a critical aspect 

of child and adolescent development. There is considerable evidence that self-esteem can 

predict and even influence achievement in school, from primary grades through 

undergraduate education and that low self-esteem can negatively affect social and 

academic achievements (Aryana, 2010; Finn & Rock, 1997, Reasoner, n.d.; “Self Esteem 

in Children and Adolescents,” 2003, Topor et al., 2010). Consequentially, schools have 

begun to implement self-esteem programs which have positively impacted absenteeism 

and school retention (“Self Esteem in Children and Adolescents,” 2003). Furthermore, 

many schools have also included teacher training programs that focus on counseling 

skills in the classroom. However, there are many general things that educators can do to 

help build self-esteem within their class, such as avoiding competitions and comparisons 

between children, establishing an atmosphere of confidence and support, emphasizing 

positive peer relationships and friendships and good family relationships. Some schools 

even teach problem-solving skills as part of the curriculum, include activities that focus 

on the community of the classroom, solicit children’s views and opinions on classroom 

activities, and help children to develop talents and skills that make them unique (“Self 

Esteem in Children and Adolescents,” 2003). 

When striving to build the self-esteem of a particular student, educators are 

advised to praise the child’s successes and trials, to show sincere affection and interest in 

the child’s work and to reassure the child that making mistakes is natural. The teacher 

should deemphasize negative behaviors, but show appreciation and praise for positive 

behaviors. For example, the child should be allowed to make decisions while the teacher 

should avoid over criticizing the results of those decisions, especially when the outcomes 



 

 

 
 

are not favorable. Moreover, the child should be provided with activities from which he 

or she will have success and most importantly, the teacher must demonstrate acceptance 

and respect for the child’s family and culture (Nuttall, n.d.; Obiakor & Algozzine, 1994). 

Despite the extensive study of self-esteem, its precise nature and development 

continues to be debated by specialists and educators. Nonetheless, there is general 

agreement that adults who are important to children, primarily parents, play a major role 

in laying a solid foundation for a child’s development. Reasoner (n.d.) cautioned: 

…definitive research on self-esteem has been difficult due to the variety of 

definitions and the many self-esteem measures being used, and the multiple factors 

which can influence it. Nevertheless, the preponderance of evidence underscores 

the significance of self-esteem and its relationship to so many of the problems 

facing youth today. It is also evident that programs to foster self-esteem can serve 

as a ‘social vaccine’ in reducing the incidence of many such problems. (Conclusion 

section, para. 1) 

 
Indeed, self-esteem is crucial to the development of the individual. One could 

argue that self-esteem is a more reliable indicator of the individual’s future success or 

failure, and emotional condition than intelligence or talent. For example, adolescents with 

high self-esteem will demonstrate more positive behaviors while those with low self- 

esteem will deviate towards greater anti-social behaviors. Regardless of the situation, the 

level of self-esteem determines one’s attitude towards life in general, and specifically 

what one thinks of oneself. Educators and researchers have been preoccupied with 

studying self-esteem, self-concept, and student achievement for several decades. Both 

groups have looked to low self-esteem and/or external locus of control to explain 

academic failure since the release of the classic Coleman Report in 1966 (Finn & Rock, 

1997). Results from various research studies have indicated that achievement test scores 

and grades are indeed related to students’ self-esteem (Finn & Rock, 1997). In fact, many 



 

 

 
 

approaches have been utilized by educators, including enhancing students’ self-esteem in 

effort to improve the academic performance of students (Kaniuka, 2010; Shindler, n.d.; 

Stupnisky et al., 2007). Yet, many researchers believe that there is little, if no, conclusive 

evidence that low self-esteem is an academic risk factor or that increasing a student’s 

level of self-esteem will increase the student’s achievement (Finn & Rock, 1997; 

Kaniuka, 2010). Furthermore, the few studies that have looked within racial groups for a 

correlation between self-esteem and school achievement found a weaker relationships for 

minority students (Finn & Rock, 1997). Regardless of the ongoing focus, some 

researchers believe that “the relationship between self-esteem and its importance for 

school success and academic achievement remains indefinable” (Kaniuka, 2010, p.187). 

Academic self-concept is assumed to be directly associated with motivation for 

academic achievement (Halle, Kurtz-Costes, & Mahoney, 1997; Tavani & Losh, 2003). 

In fact, Flook, Repetti, and Ullman (2005) believed that academic self-concept was a 

better predictor of academic achievement than prior achievement. Thus, students who are 

confident and secure about their abilities to succeed are more likely to put forth the effort 

to do so whereas students who are uncertain about their abilities or who harbor negativity 

about themselves and their abilities are more likely to give up or not to put in as much 

effort. In turn, the results of these thoughts and effort, whether positive or negative, affect 

the students’ academic achievement thus confirming their self-concept beliefs. 

Academic achievement is not only an expression of students’ abilities, but also of 

the students’ perceptions of their abilities (Hamachek, 1995). Research suggests that 

parental behaviors also influence children’s perceptions about their own scholastic 

abilities (Halle, Kurtz-Costes, & Mahoney, 1997). In fact, strong associations have been 



 

 

 
 

found between parental perceptions of children’s skills and children’s self-perceptions of 

skill, even when controlling for children’s academic self-concepts (Halle, Kurtz-Costes, 

& Mahoney, 1997). One could assume that a student who has high expectations for 

himself and who believed in his ability will perform higher as a result. Tavani and Losh 

(2003) exclaimed that students’ expectations were found to be the strongest predictor of 

students’ performances in school- students who have a strong belief that they would 

accomplish a specific goal are more likely to achieve that goal. 

While some researchers concluded that a child’s increased perception of cognitive 

competence and self-esteem are consistently related to higher academic performance 

(Aryana, 2010; Topor et al., 2010), others disputed the authenticity of these results 

(Baumeister et al., 2003; Kohn, 1994; Stupnisky et al., 2007). In other words, this 

correlation, regardless of how significant, does not clarify whether high self-esteem 

causes higher achievement or if higher achievement causes high self-esteem (Baumeister 

et al., 2003; Kohn, 1994). Baumeister et al. (2003) and Kohn (1994) theorized that some 

unidentified external factor was responsible for the false appearance of a correlation 

between self-esteem and academic performance. Stupnisky et al. (2007) opined that “self- 

esteem is a weak, unreliable predictor of academic achievement” (p. 303). In fact, results 

of a study conducted by Stupnisky et al. (2007) using first year college students indicated 

that there was “no evidence that students’ level of self-esteem directly influences their 

academic achievement” (p. 316). Most of these self-esteem studies were conducted using 

high school and college students, however; this study uses a cross section of elementary 

school students from eight to twelve year olds. Therefore, one of the purposes for this 

study is to determine if including the age or grade demographic will change the result. 



 

 

 
 

Self-Esteem Measurements 

 
Among the most popular and well utilized measures of self-esteem are the 

Rosenberg Self-Esteem Scale and the Coopersmith Self-Esteem Inventory. Generally, the 

Rosenberg Self-Esteem Scale, which was originally developed in 1965 to measure 

adolescents’ global feelings of self-worth or self-acceptance, is considered the standard 

against which other measures of self-esteem are compared. The ten item scale is easy and 

fast to administer, using a four point response ranging from strongly agree to strongly 

disagree. 

The Coopersmith Self- Esteem Inventory measures evaluative attitudes toward the 

self in general and in specific contexts: peers, parents, school, and personal interests. The 

fifty question scale (1967 School Form version) allows respondents to state whether the 

set of favorable or unfavorable aspects of a person are “like me” or “not like me.” 

Although the inventory was originally designed for children, there are now two forms: a 

School Form (ages 8-15) and an Adult Form (ages 16 and older). A newer version of the 

Coopersmith Self-Esteem Inventory created in 1981 includes only twenty-five items and 

is referred to as the Short Form. 

There are many limitations that are prevalent to nearly all measures of self-esteem 

and/or self-concept. First and foremost would be the lack of agreement among  

researchers on the true meaning of self-esteem. Also, concepts such as self-esteem and 

self-concept are considered multidimensional, but aren’t always assessed in that manner. 

In addition, some of the inventory items seem to reflect assessment by others (e.g. People 

usually follow my ideas). These item responses most likely reflect the respondent’s 

perceptions instead of reality. Furthermore, inventories of this nature are subject to 



 

 

 
 

socially desirability biases. In other words, respondents have the tendency to answer 

questions in terms of social appropriateness rather than true self-esteem. 

Summary 

 
Many factors outside a student’s control can influence his or her academic 

performance. External predictors, such as parental encouragement and teachers’ 

perceptions, together with an individual’s own characteristics such as self-concept and 

self-esteem, significantly affect a student’s performances and expectations, thereby 

demonstrating strong predictability of his or her academic success. Although some 

studies have focused on examining some external predictors of students’ academic 

success, such as the role of parental encouragement and involvement, these studies have 

shown that the attitudes parents displayed towards their children have significant impacts 

on their children’s behaviors relating to school achievement. For example, positive 

attitudes like parental and teacher encouragement and involvement have significant 

influences on children’s academic successes, and are vital in enhancing and maintaining 

positive growth in and levels of academic performances. 

Since some research has found that high self-esteem is related to high academic 

achievement (Aryana, 2010), many educators are developing and implementing programs 

aimed to increase students’ self-esteem in order to increase academic achievement (Kohn, 

1994). However, Robert Reasoner, president of the International Council for Self-Esteem, 

cautioned that “efforts limited to making students ‘feel good’ are apt to have little lasting 

effect because they fail to strengthen the internal sources of self-esteem related to 

integrity, responsibility, and achievement” (Kohn, 1994, p. 277). In other words, simple 

efforts implemented in schools aimed to make children feel better have little actual effect 



 

 

 
 

on the students’ “true” self-esteem and thus are not likely to change academic 

performance or behavior. 

Academic achievement is not only an expression of students’ abilities, but also of 

the students’ perceptions of their abilities (Hamachek, 1995). Research suggests that 

parental behaviors also influence children’s perceptions about their own scholastic 

abilities (Halle, Kurtz-Costes, & Mahoney, 1997). In fact, strong associations have been 

found between parental perceptions of children’s skills and children’s self-perceptions of 

skill, even when controlling for children’s academic self-concepts (Fan & Williams, 

2010; Halle, Kurtz-Costes, & Mahoney, 1997). Parental expectations can be thought of as 

a means of communication to the child to convey the value the parents place on 

achievement. The child would perceive this communicated value as a norm and thus will 

strive to meet the expectation. This communication will also enhance students’ academic 

self-efficacy. One could assume that students who have high expectations for themselves 

and who believed in their ability will perform higher as a result. Tavani and Losh (2003) 

exclaimed that students’ expectations were found to be the strongest predictor of 

students’ performances in school- students who have a strong belief that they would 

accomplish a specific goal are more likely to achieve that goal. 

The three constructs used in this study were chosen not only for their potential 

influence on students’ academic performance, but also because of their possible 

relationship with each other. For example, teachers’ perceptions and expectations for 

students are often influenced by parental expectations and involvement for the student. 

When there are high parental expectations and involvement, teachers are more likely to 

feel that their efforts in the classroom are being reinforced at home. Likewise, Skkyung 



 

 

 
 

You (2012) stated that “students with higher levels of self-esteem reported higher 

perceived parental expectations and, in turn, reported higher academic aspirations” (p. 

321). This research demonstrates that parental educational involvement influences 

students’ self-esteem and indirectly influences academic performance. 

Furthermore, research (Budd, Buschman & Esch, 2009; Ismail & Majeed, 2011) 

found that there is a positive correlation between self-esteem and perceived social 

support. Given the results, one could infer that students with high levels of self-esteem 

perceive their teachers’ behaviors and attitudes towards them more positively. Thus, to 

increase students’ self-esteem and in turn their academic performance, teachers should 

provide support to students and maintain positive interactions and relationships with 

students. Similarly, Kususanto et al. (2010) concluded that students’ perceptions of 

teachers’ behaviors and attitudes towards them have significant influence on students’ 

level of self-esteem. These researchers also suggest that demographic factors such as 

gender and social economic status may have a possible influence on the study’s 

constructs and therefore more research should be done in this field. This request for 

needed research indicates that there is currently a gap in the research being conducted 

with the three constructs of this study. Therefore, this study will attempt to look at all 

three constructs- parental involvement, student self-esteem, and student perceived teacher 

perceptions- separately as well as in combination with the consideration of demographic 

variables such as gender, grade level, race, and social economic status. 



 

 

 
 

CHAPTER THREE 

METHODOLOGY 

This chapter outlines the process of data gathering and analyses to determine if 

teachers’ perceptions, parental involvement, and students’ self-esteem correlate with 

students’ academic performance. Further information is provided on the instrument used 

to gather the data, the participants, the role of the researcher, the data gathering or data 

generation techniques, the data analysis and the rationale for the methodology. 

Participants 

 
Participants surveyed in this study include 164 students from 9 heterogeneous 

grouped classes in grades three through seven from a high performing Charter School in 

Philadelphia, Pennsylvania. A high performing school is defined as any school that 

consistently maintains a 95% or greater proficiency on the Pennsylvania State System of 

Assessment (PSSA). This group of participants was selected for the study because of the 

ease of gathering the data, and the anticipation that participation would be close to or 

equal to 100 percent, given the culture of the school’s environment. The students in this 

school are not typical Philadelphia city students because the school is a school of choice 

and they must maintain proficiency in the grade level for promotion. Although the school 

is housed in one structure as a K-8 school, there is a distinct difference between the 

instruction and expectations of students in the elementary grades (grades 3-5 for this 

study) and those of students in the middle school grades (grades 6-7 for this study). For 

example, the expectations for students in grades six and seven meet or exceed the 

standards set by the state of Pennsylvania for students in the middle grades. Descriptive 

data on the participants are contained in Table 3.1. 



 

 

 
 

Table 3.1 

 
Descriptive Data on the Participants 

 

Variable Frequency Percentage of the Sample 

 
Grade: 3 (2 classes) 

 
50 

 
30.5 

 

4 (2 classes) 
 

36 
 

22.0 

 

5 (2 classes) 
 

21 
 

12.8 

 

6 (2 classes) 
 

33 
 

20.1 

 

7 (1class) 
 

24 
 

14.6 

 

Ethnicity: African American 
 

34 
 

20.7 

 

White 
 

75 
 

45.7 

 

Asian 
 

6 
 

3.7 

 

Hispanic 
 

40 
 

24.4 

 

Other 
 

9 
 

5.5 

 

Gender: Male 
 

66 
 

40.2 

 

Female 
 

98 
 

59.8 

 

Lunch: Full 
 

65 
 

39.6 

 

Reduced 
 

15 
 

9.1 

 

Free 
 

84 
 

51.2 

 

 

Prior to administering the questionnaire in the fall of 2012, consent letters were 

sent home to parents (see Appendix C). Any parent who elected to exempt his/her child 

from participating in the study did not return the permission slip. Participation in the 

study was strictly voluntary and confidential, in that names were not allowed or required. 



 

 

 
 

The students were told that all information gathered would be confidential and that the 

questionnaires would remain anonymous (see Appendix D for Child Assent Form). In 

particular, the students were assured that their responses would not be seen by their 

teachers or parents. Teacher consent forms (see Appendix E) were also obtained since the 

teachers were asked to provide the academic performance data. 

Materials 

 
A 31 item questionnaire was used to gather the student data. The questionnaire 

was developed based on information explored in the literature review and was comprised 

of 23 Likert Scale type questions aimed to measure students’ self-esteem, parental 

involvement, and teachers’ perceptions. The remaining eight questions gathered data 

related to grade level, gender, academic performance, and socio-economic status. Student 

data with regards to socio-economic status were gathered by asking the student to  

indicate whether he/she received free lunch, a reduced lunch price, or the regular lunch 

price. The price a child pays for school lunch is derived from the parents’ reported 

income. The United States Department of Agriculture’s National School Lunch Program 

(NSLP) uses parental income as a measure for determining socio-economic status within 

schools (United States Department of Agriculture, n.d.). This same criterion has been 

used in this study. Student academic performance data were gathered by asking the 

classroom teacher to provide the student’s most recent report card grade for both Reading 

and Math as well as the student’s most recent PSSA scores for Reading and Math. Report 

card grades for Reading and Math were based on student performance on teacher created 

assignments, tests, and quizzes and are scored using pre-determined rubrics and other 

assessment criteria such as quality of student homework assignment completion and 



 

 

 
 

student classroom participation. The PSSA scores used are determined by the state of 

Pennsylvania and reflect the students’ academic performance based upon the 

Pennsylvania state standards for each grade level. 

The instrument for this study modifies eight questions from the Teacher 

Treatment Inventory to measure student perceived teacher perception. The original 

inventory is comprised of four scales. As described by Weinstein, Marshall, Brattesani, 

and Middlestadt (1982), Scale I-Supportive Help (alpha = .75) describes the variety of 

ways in which the teacher provides support and helps the student. Scale II-Negative 

Feedback and Teacher Direction (alpha = .77) describes both negative feedback from the 

teacher regarding student’s schoolwork and effort as well as a high degree of control by 

the teacher over student activity. Scale III- Work and Rule Orientation (alpha = .71) 

describes the teacher’s emphasis on learning, on getting the work done, and on following 

the rules. Scale IV- High Expectations, Opportunity, and Choice (alpha = .80) reflects 

trust by the teacher, positive feelings, feedback, and the provisions of opportunities to 

participate and to work in autonomous ways.  The questions in this study’s instrument 

that were modified from the Teacher Treatment Inventory include Q5, Q8, Q11, Q14, 

Q17, Q20, Q23, and Q25. These questions are based on the original questions from the 

Teacher Treatment Inventory and best fit the ideas I had regarding this construct. 

Four of the parental involvement questions (Q9, Q12, Q15, and Q26) from this 

study’s instrument were taken from the Fast Track Project survey, Parent-Teacher 

Involvement Questionnaire: Parent Version. The Fast Track Project reports the reliability 

for each of the original four scales as follows: Quality of the Relationship between Parent 

and Teacher (alpha = 0.91), Parent’s Involvement and Volunteering at School (alpha = 



 

 

 
 

1.80), Parent’s Endorsement of Child’s School (alpha = 0.92), and Frequency of Parent- 

Teacher Contact (alpha = 0.79). The questions used in this study’s instrument were 

modified slightly in order to allow them to be asked of the student rather than the parent. 

This also was designed to help eliminate or at least decrease the occurrence of parent 

providing socially desirable responses. 

Lastly, four questions from the Rosenberg Self-Esteem Scale and four questions 

from the Coopersmith Self-Esteem Inventory were used to measure students’ self-esteem 

in the classroom. These questions include Q7, Q10, Q13, Q16, Q19, Q21, Q24, and Q27 

respectively and were used because they best represented the self-esteem construct in the 

manner I was focused on for this study. 

Multiple studies have been conducted to determine the reliability of the 

Rosenberg Self-Esteem Scale. Through these studies, which used a variety of samples, 

the Rosenberg Self-Esteem Scale presented high ratings in reliability areas with an 

internal consistency of 0.77. The Rosenberg Self-Esteem Scale is closely connected with 

the Coopersmith Self-Esteem Inventory. Similar to the Rosenberg Self-Esteem Scale, 

many studies have reported on the reliability of the Coopersmith Self-Esteem Inventory. 

Although the samples have varied, the alpha coefficients have ranged from 0.77 to 0.88, 

which is considered high. In addition, the manual reports split-half reliability coefficients 

between 0.87 and 0.92. 

A pilot study was conducted in the spring of 2012 using a sample of thirty 

students. The students offered feedback regarding the clarity of the questions being 

asked, the clarity of the directions, the ease of completing the survey, and the time it took 

to complete the questionnaire. Students reported that the directions were clear and the 



 

 

 
 

length of the survey was adequate. It typically took the students around six minutes to 

complete all the questions. The students also indicated that the questionnaire was easy to 

complete overall and that they understood each question being asked. 

Means and standard deviations for the individual items that make up the 

constructs (questions 5-27 of the instrument) are presented in Table 3.2. 

Table 3.2 

Descriptive Statistics 

Construct/Question Min. Max. M    SD   
 

Students’ Self-Esteem  

 

Q7: I feel that I have a number of good qualities 
 

2 
 

5 
 

4.09 
 

.79 

 

Q10: I have a low opinion of myself 
 

1 
 

5 
 

2.30 
 

1.20 

 

Q13: Most people are better liked than I am 
 

1 
 

5 
 

2.69 
 

1.12 

 

Q16: I often wish I were someone else 
 

1 
 

5 
 

2.06 
 

1.27 

 

Q19: I am satisfied with myself 
 

1 
 

5 
 

4.13 
 

1.05 

 

Q21: I feel that I am a person of worth 
 

1 
 

5 
 

4.02 
 

.83 

 

Q24: I am able to do things as well as most other people 
 

1 
 

5 
 

4.13 
 

.86 

 

Q27: There are a lot of things about myself I would 
 

1 
 

5 
 

2.61 
 

1.39 

 
change if I could 

    

 

Perceptions 
    

 

Q5: My teacher trusts me 
 

2 
 

5 
 

4.10 
 

.76 

 

Q8: My teacher calls on me when my hand is up 
 

1 
 

5 
 

4.11 
 

.80 

 

Q11: My teacher spends time working with me 
 

1 
 

5 
 

3.38 
 

1.14 

 

Q14: My teacher thinks/expects that I will finish the work 
 

1 
 

5 
 

4.26 
 

.80 



 

 

 
 

(Table 3.2 Continued) 
 

Construct/Question Min. Max. M    SD   

Q17: My teacher goes out of her way to help me 1 5 3.33 1.10 

 

Q20: My teacher gives some students special privileges 
 

1 
 

5 
 

2.77 
 

1.24 

 

Q23: My teacher is excited to work with me 
 

1 
 

5 
 

3.79 
 

.90 

 

Q25: My teacher calls on me to explain things to the class 
 

1 
 

5 
 

3.57 
 

1.01 

 

Parent Involvement 

 
Q6: My parent is interested in my schooling 

 
 

 
1 

 
 

 
5 

 
 

 
4.60 

 
 

 
.67 

 

Q9: My parent checks/helps me with my homework often 
 

1 
 

5 
 

4.14 
 

1.01 

 

Q12: My parent attends parent teacher conferences often 
 

1 
 

5 
 

3.58 
 

1.11 

 

Q15: In the past year, my parent has visited the school for 

special functions 

Q18: My parent is not interested in my schooling 

 

1 
 
 
 
 

1 

 

5 
 
 
 
 

5 

 

3.65 
 
 
 
 

1.47 

 

1.10 
 
 
 
 

.96 

 

Q22: My parent helps me study 
 

1 
 

5 
 

4.27 
 

.93 

 

Q26: My parent helps me with subjects that I am 
 

1 
 

5 
 

4.43 
 

.78 
 

having difficulty with 
 

Scale: Strongly Disagree = 1; Disagree = 2; Not Sure = 3; Agree =4; Strongly Agree = 5 

The numbers represent responses from the five- point Likert scale ranging from 

one (strongly disagree) to five (strongly agree). Survey participants seemed most 

 
confident in their responses to questions that make up the construct of Parental 

Involvement and specifically question 26- My parent helps me with subjects that I am 

having difficulty with (M = 4.43, SD = .78) and question 22- My parents help me study (M 

= 4.27, SD = .93. Eighty percent (80%) of the time participants answered positively to the 

questions that make up this construct. On the other hand, participants seem to reject the 



 

 

 
 

relevance to them of some of the items that make up the construct of Self-Esteem. This is 

especially true of their responses to question 16- I often wish I were someone else (M = 

2.06, SD = 1.27) and question 27- There are a lot of things about myself I would change 

if I could (M = 2.61, SD = 1.39) Participants answered positively to questions in this 

construct only 33% of the time. Forty-two percent (42%) of the time participants 

responded positively to questions that make up the Perception construct. Overall, 

participants showed the highest level of confidence in responding to question 6- My 

parent is interested in my schooling (M = 4.60, SD = .67) and conversely they 

demonstrated the lowest overall level of interest in their response to question 18- My 

parent or guardian is not interested in my school (M = 1.47, SD = .966). 

Internal Consistency of the Constructs 

 
Cronbach’s alpha was used to test the internal consistency of the 23 items that 

make up the three constructs (questions 5-27 of the instrument) listed in Table 34.3. All 

of the constructs contain eight items except for Parent Involvement which is comprised of 

seven items. 

Table 3.3 

 
Data Items Distribution 

Constructs Related Data Items 
 

 
Teachers’ Perceptions 

 
5 

 
8 

 
11 

 
14 

 
17 

 
20 

 
23 

 
25 

 

Parent Involvement 
 

6 
 

9 
 

12 
 

15 
 

18 
 

22 
 

26 
 

 

Students’ Self-Esteem 
 

7 
 

10 
 

13 
 

16 
 

19 
 

21 
 

24 
 

27 

 
 

Table 3.4 shows the Cronbach’s alpha computed for each construct. The items 

that make up the construct of Students’ Self-Esteem (alpha = .72) had the highest internal 



 

 

 
 

reliability while those that comprise the construct of Teachers’ Perceptions (alpha = .63) 

had the lowest internal reliability, The generally accepted standard for an adequate alpha 

is .8 or higher. As such, only one of the three constructs comes close to this threshold. 

The other constructs fall short of the target. 

Table 3.4 

 
Reliability Statistics 

Constructs Cronbach’s Alpha Number of Items 
 

Teachers’ Perceptions .626 8 

Parent Involvement .640 7 

Students’ Self-Esteem .723 8 
 
 
 

Role of the Researcher 
 

I directed and supervised the completion of the surveys. To assure confidentiality, 

surveys did not contain any identifying marks or participants’ names. When students 

were finished with the completion of the student section, they proceeded to the classroom 

teacher so that he/she could complete the teacher section of the questionnaire. Once 

completed, the classroom teacher placed the questionnaires in an envelope labeled, 

“Completed Student Questionnaires.” 

I maintained independence in the data gathering and analysis phases of the study, 

as well as throughout all other phases of the research. In fact, I discussed the purpose of 

the data gathering with all participants and their parents, but did not discuss the data 

gathered with any participant, parent, or the school’s administration since the study has 

not been completed. I did not have any affiliation with the school, staff, or students of the 

school being used for this study. 



 

 

Table 4.1 

 
Rotated Factor Matrix Forced to Three Factor 

 

Factor 1: Self-Esteem 

 

Item 
 

Factor Loading 
 

Original Construct 

Q10: I have a low opinion of myself .531 Self-Esteem 

 

Q13: Most people are better liked than I am 
 

.552 
 

Self-Esteem 

 

Q16: I often wish I were someone else 
 

.738 
 

Self-Esteem 

 

Q19: I am satisfied with myself 
 

-.713 
 

Self-Esteem 

 

Q24: I am able to do things as well as most other people 
 

-.450 
 

Self-Esteem 

 

Q27: There are a lot of things about myself I would 
 

.733 
 

Self-Esteem 

 

 
 

CHAPTER FOUR 

RESULTS 

Analysis of the Questionnaire 

 
Since the internal consistencies for two of the three scales that were intended to be 

included in the questionnaire were not adequate as discussed in chapter three, a principal 

components factor analysis, followed by a varimax rotation, was conducted on the data. 

This produced eight factors with eigenvalues over one. After examining the rotated 

matrix, only the first two factors could be reasonably interpreted. As a consequence, 

several additional factor analyses were tried using different extraction methods and 

different rotations. None of these produced a usable factor solution. As a final analysis, 

the original principal components factor analysis was re-run but in this cased restricted to 

produce three factors. The rotated factor matrix for this analysis is presented in Table 4.1. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

change if I could 



 

 

 
 

 
(Table 4.1 continued) 

 
 

Factor 2: Perceptions 
 

 

Item Factor Loading Original Construct 
 

Q5: My teacher trusts me .485 Teacher Perception 

 

Q6: My parent is interested in my schooling 
 

.279 
 

Parent Involvement 

 

Q7: I feel that I have a number of good qualities 
 

.374 
 

Self-esteem 

 

Q11: My teacher spends time working with me 
 

.576 
 

Teacher Perception 

 

Q14: My teacher thinks/expects that I will finish the work 
 

.548 
 

Teacher Perception 

 

Q15: In the past year, my parent has visited the school for 
 

.341 
 

Parent Involvement 
 

special functions 

 
Q17: My teacher goes out of her way to help me              .607     Teacher Perception 

Q18: My parent is not interested in my schooling            -.226    Parent Involvement 

Q20: My teacher gives some students special privileges   -.290    Teacher Perception 

Q21: I feel that I am a person of worth                                     .580                Self-Esteem 

Q23: My teacher is excited to work with me                     .598     Teacher Perception 

Q25: My teacher calls on me to explain things to the class      .472     Teacher Perception 

Factor 3: Parent Involvement 

 
Item                                                                            Factor Loading    Original Construct 

Q8: My teacher calls on me when my hand is up                 .368     Teacher Perception 

Q9: My parent checks/helps me with my homework often  .731   Parent Involvement 

Q12: My parent attends parent teacher conferences often   .511   Parent Involvement 

Q22: My parent helps me study                                                .761     Parent Involvement 

Q26: My parent helps me with subjects that I am .764 Parent Involvement 

having difficulty with 



 

 

 
 

The correlations between the original constructs and the constructs derived from 

the factor analysis are contained in Table 4.2. 

Table 4.2 

 
Correlations between Original and Derived Constructs (N = 164) 

 

Original Construct  Factor 1 Factor 2 Factor3 

Teacher Perception Pearson Correlation .117 .911** .175* 

  

Sig. (2-tailed) 
 

.136 
 

.000 
 

.025 

 

Parent Involvement 
 

Pearson Correlation 
 

.099 
 

.412** 
 

.757** 

  

Sig. (2-tailed) 
 

.207 
 

.000 
 

.000 

 

Self-Esteem 
 

Pearson Correlation 
 

.955** 
 

.239** 
 

.081 

  

Sig. (2-tailed) 
 

.000 
 

.002 
 

.304 

* Correlation is significant at the 0.05 level (2-tailed) 
** Correlation is significant at the 0.01 level (2-tailed) 

 
It is evident from Table 4.2 that the constructs derived from the factor analysis are 

similar to, but not identical to, the original constructs. Since the internal consistencies of 

the original scales were not adequate, it was decided to use the factors derived from the 

factor analysis for the remaining analyses. 

Analyses for the Major Research Question 

 
Pearson correlations between the derived factors and teacher grades and PSSA 

scores are contained in Table 4.3. 



 

 

Table 4.4 

 
Pearson Correlations (N = 164) 

 

Constructs Grade Level Gender SES 

Students’ Self-Esteem .001 -.089 .152 

 

Sig. (2-tailed) 
 

.991 
 

.255 
 

.052 

 

Perceptions 
 

.418** 
 

.081 
 

-.068 

 

Sig. (2-tailed) 
 

.000 
 

.304 
 

.389 

 

Parent Involvement 
 

-.229** 
 

-.065 
 

-.028 

 

Sig. (2-tailed) 
 

.003 
 

.412 
 

.726 

 

 
 

Table 4.3 

 
Pearson Correlations with Academic Achievement (N = 164) 

 

Constructs Reading Math Reading Math 
 Grade Grade PSSA PSSA 

Students’ Self-Esteem .067 .123 -.001 .095 
 

Sig. (2-tailed) .392 .115 .985 .224 

 
Parent Involvement -.031 -.106 .218** .084 

 
Sig. (2-tailed) .697 .176 .005 .285 

 
Teacher Perception .101 .059 -.081 .036 

 
Sig. (2-tailed) .199 .452 .304 .649 

** Correlation is significant at the 0.01 level (2-tailed) 

 
As shown in Table 4.3, the only significant correlation was between Parental 

Involvement r (162) = .218, p <.01, and the Reading PSSA score. As an additional 

analysis, Pearson correlations were computed between the demographic variables of 

grade level, gender and SES, the factor scores, and the four measures of academic 

achievement. These correlations are presented in Table 4.4 



 

 

 

 
 
 

 
(Table 4.4 continued) 

Constructs 

 
 
 
 

Grade Level 

 
 
 
 

Gender 

 
 
 
 

SES 

 
Reading Grade 

 
-.462** 

 
-.065 

 
.151 

 

Sig. (2-tailed) 
 

.000 
 

.410 
 

.054 

 

Math Grade 
 

-.408** 
 

-.017 
 

.060 

 

Sig. (2-tailed) 
 

.000 
 

.828 
 

.444 

 

Reading PSSA 
 

.304** 
 

.137 
 

.005 

 

Sig. (2-tailed) 
 

.000 
 

.081 
 

.948 

 

Math PSSA 
 

.192* 
 

.063 
 

-.003 

 

Sig. (2-tailed) 
 

.014 
 

.425 
 

.965 

** Correlation is significant at the 0.01 level (2-tailed) 

 
Results of the analysis showed significant relationships between two of the 

constructs-Perception, r(162) = .418, p<.01, and Parental Involvement, r (162) = -.229, 

p< .01 and the variable of Grade Level. The Perception coefficient (.418) is positive, but 
 

the Parental Involvement coefficient (-.229) is negative. These correlations indicate that 

as students’ grade levels increase, students’ awareness increases and parents become less 

involved in their children’s education. The results further show that neither gender nor 

lunch status has any significant impact on students’ self-esteem, perception or parental 

involvement. 

As an additional analysis, four, full-scale multiple regressions were conducted 

using the three demographic variables and the three factor scores as the predictors of 

academic success. The results of these analyses are presented in Table 4.5. 



 

 

 
 

Table 4.5 
 

Multiple Regression Results 
 
 

Reading Reading Math Math 

Grade PSSA Grade PSSA 

Grade Level beta = -.542 beta = -.454 beta = .246 beta = .209 

p = .000  p = .000  p = .005  p = .020 

Gender beta = -.022 beta = .033 beta = .101 beta = .056 

 
p = .751 p = .653 p = .187 p = .477 

 
SES beta = .177 beta = .012 beta = .029 beta = -.028 

 
p = .094 p = .867 p = .709 p = .978 

 
Self-Esteem beta = .048 beta = .125 beta = .003 beta = .101 

 
p = .492 p = .089 p = .969 p = .204 

 
Perception beta = .206 beta = .082 beta = .109 beta = -.087 

 
p = .007 p = .342 p = .191 p = .926 

 
Parental Involvement beta = -.021 beta = .082 beta = -.017 beta = .087 

 
p = .765 p = .304 p = .825 p = .280 

 
Adjusted R

2 
beta = .264 beta = .159 beta = .080 beta = .019 

p = .000  p = .000  p = .004  p = .169 

 
 
 

When academic success as determined by school report card grades and scores on 

the Pennsylvania State System of Assessments (PSSA) in Reading and Mathematics was 

predicted, it was found that only the grade level of the student, B = -.542, p = < .001, B = 

-.454, p = <.001, B =.246, p = .005, B = .209, p = .020 (Reading Grade, PSSA Reading 

 
Score, Math Grade, and PSSA Math Score respectively) was a consistent predictor. 

However, the negative coefficients for Reading relative to the report card and the PSSA 



 

 

 
 

scores indicate that as students’ progress in grade level, their academic success in reading 

may decrease, but the greater decrease may be experienced on the school report card 

grade in reading. The other demographic variables – Gender and SES were unimportant 

predictors of academic success. Parental Involvement was a significant predictor of a 

good Report card grade in Reading, but was not significant otherwise. The other factors – 

Students’ Self Esteem and Perception were not significant, overall. The overall model fit 

was R
2 

= .264, p = < .01, R
2 

= .159, p = <.01, R
2 

= .08, p = <.01(Reading Grade, Reading 

 
PSSA, and Math Grade respectively). 

 
As an additional way to analyze the data, the multiple regressions were computed 

again, but this time in a hierarchical fashion. Specifically, student grade level was entered 

first with the factor scores entered afterward. These results are presented in Table 4.6.  

The results indicated that when student grade level was included in the model the 

outcome was significant, p = .001. This model explains nearly 24% and 16% respectively 

of the variance of the report card grades for Reading and Math. However, the model 

accounts for approximately 9% and 3% respectively of the variance in PSSA scores for 

Reading and Math. 

Table 4.6 

 
Step-Wise Multiple Regression Results 

 

Variable Entered at Step Reading 

Grade 

Math 

Grade 

Reading 

PSSA 

Math 

PSSA 

1 Grade (-) Grade (-) Grade (-) Grade (-) 

 

2 
 

Teacher Help 
 

- 
 

- 
 

- 

 

Significance of R 
 

.000 
 

.000 
 

.000 
 

.014 

 

Final Adjusted R
2

 

 

.236 
 

.161 
 

.087 
 

.031 

Note: The dash next to a variable indicates that the variable had a negative beta weight. 



 

 

 
 

Since grade level was shown to be the most powerful variable in the data set, a 

series of analyses was conducted to further explore these results. Figures 4.1 through 4.4 

show plots of one way ANOVAs conducted on the four dependent variables by grade 

levels. Figures 4.1 and 4.2 show similarities in the grade level variations in report card 

grades for Reading and Math. In both cases, the mean report card grades decline sharply 

between the third and fourth grades and between the fifth and sixth grades. The greatest 

mean change occurs between the fifth and sixth grades while the smallest variation in 

mean occurs between the sixth and seventh grades. 

Figure 4.1 

 
Reading Grade by Grade Level 

 

 

 



 

 

 
 

Figure 4.2 

 
Math Grade by Grade Level 

 

 

 
 
 
 
 

On the other hand, Figures 4.3 and 4.4 show significant variations in the means of 

the PSSA Reading and Math scores by grade level. Figure 4.3 shows that there is a 

positive relationship between the grade level of the student and the student’s performance 

on the PSSA Reading test. The mean performances in PSSA reading scores rise as the 

students’ grade levels increase (the higher means are associated with the higher grade 

levels). 



 

 

 
 

Figure 4.3 

 
Reading PSSA by Grade Level 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Figure 4.4 

 
Math PSSA by Grade Level 

 
 
 

 



 

 

 
 

Figure 4.4 shows a more erratic relation between the student grade level and the 

student’s performance on the PSSA Math test. Student mean performance on the PSSA 

Math test is more or less consistent between grades three and four is lower in grade five, 

but increases through grades six and seven. 



 

 

 
 

CHAPTER FIVE 

DISCUSSION 
 

 

Academic success is a function of a complex number of variables many of which 

are beyond the scope of this study. That learning takes place in the brain is indisputable; 

beyond this, however, there is more dispute than consensus concerning the multitude of 

factors that influence learning and more so, how much each or any of these affect 

learning. Certainly, the historical context of learning is replete with suggestions that 

learning was primarily based on genetics, ethnicity or race. The prevalence of intelligence 

quotient testing, human gene tampering and hosts of faulty studies, many of which were 

manipulated to attain intended results, are proof of this dubious philosophy of academic 

success. 

Tremendous improvement in data has resulted from research on the biology and 

functioning of the brain, particularly on how learning takes place and the parts of the 

brain associated with the various types of learning. This information has helped 

researchers to conclude that learning, though primarily a cognitive function, is influenced 

by a multitude of factors working individually or collectively to augment or to inhibit the 

process. In other words, learning is influenced by environmental or affective factors. 

Yet, despite this knowledge, research has not been able to identify clearly and 

specifically which of these affective or environmental factors or combination of factors 

contributes most to learning or academic success. 

Among the many research findings on the determinants of students’ academic 

performance students are: 

1. Self-Esteem 

 
2. Perception 



 

 

 
 

3. Parental Involvement 

 
Oddly enough, these three supposed factors seem to be the most controversial. 

Many research conclusions are supportive while just as many studies vehemently dispute 

the veracity of these conclusions. At best, there is a “yes, but,” attitude to the findings to 

most if not all of these studies. Some researchers seem to believe that these factors by 

themselves are very subjective while others argue that when used carefully, they can 

provide a reasonable standard of quantifiable objectivity. 

However, the purpose of this study was to investigate the relationship and 

contribution or impact of each of these factors on students’ academic performance and to 

determine which of these factors had the strongest influence on students’ academic 

achievement. A secondary purpose was to determine if any of the secondary variables – 

Grade Level, Gender or Socio-economic Status singly or in combination predicted 

students’ Reading and Math scores on their school report cards and/or the Pennsylvania 

State System of Assessments (PSSAs). 

Data were gathered from 164 students in Grades 3- 7 using a 31 item 

questionnaire. Eight items were general demographic questions. The remaining twenty- 

three items were arranged in a five point Likert-Scale type questionnaire to measure 

students’ responses to the three major constructs – Self Esteem, Perception and Parental 

Involvement. All of the items were pilot tested among thirty students. The results of this 

test were not included in the final data analysis for this study. However, the information 

gathered was used to make adjustments to the questions to make the survey more user- 

friendly and understandable to the students in the lower grades. 



 

 

 
 

Although the language was simplified for student understanding the content and 

authenticity of the items that make up the questionnaire were not compromised. 

Additionally, no boundaries were placed on what comprises parental involvement, self- 

esteem or student perception of teacher. Nevertheless, the conclusions drawn seemed to 

be consistent with the indecisiveness of the literature. 

Review and Discussion of the Main Conclusions of the Study 

 
Three primary and one secondary research questions were formulated for this 

study. The contribution of each factor to the dependent variable – Students’ Academic 

Performance was the measure or strength of its correlation. Although the strength of the 

relationship between each of the dependent variables and the independent variable 

differed significantly, student perception of Parental Involvement seemed to be a 

reasonable predictor of the Reading score on the PSSA. On the other hand, the grade 

level of a student seemed to be the best predictor of academic achievement across the 

board. 

Research Question 1: Is there a relationship between teachers’ perceptions and students’ 

academic performance? 

This question relates to how students’ perceptions of how teachers view them 

relates to their academic performance. Prevalent in the literature is a number of research 

conclusions (Asikhia, 2010; Espinoza & Laffey, 2003; Gewertz, 2005; Gregory & Rimm- 

Kaufman, 2008; Halle, Kurtz-Costes & Mahoney, 1997; Hughes & Kwok, 2007; Mullis, 

Rathge & Mullis, 2003; Noquera & Steinberg, 1999) attesting that there is a relationship 

between students’ academic performance and the way students perceive that teachers 

perceive them. These researchers seem to believe that although there may be no causal 



 

 

 
 

relationship, students who perceive that their teachers show confidence in their 

(students’) ability, are helpful and nurturing to them and demonstrate a likeness or 

preference for them usually perform well academically. These studies also conclude that 

the reverse seems true. 

Discussion and Implication 

 
In spite of these findings, the analyses of the data set for this study showed no 

significant relationship between students’ perceived teachers’ perception of them and 

students’ academic performance. For example, students may react negatively to 

instructors whom they assume do not like them. However, this does not necessarily mean 

that these students will perform any better or worse than students who have positive 

perceptions of their instructors. To do so will be to ignore the role of the intellect in 

learning or to imply that students deliberately underperform to retaliate against  

instructors whom they perceive do not have confidence in their abilities. Another 

implication is that students’ perceptions of teachers’ behavior towards them may affect 

them in some ways, but neither helps nor hinders their academic performance. 

Consequently, the fact that the analyses of data used for this study conclude that there is 

no significant correlation between students’ view of teachers’ perceptions of them and 

students’ academic performance does not mean that perception may not play a role in 

students’ academic performance. Instead, this finding implies that perception is not a 

good predictor of students’ academic performance. This seems more persuasive when 

consideration is given to the fact that the data for this study were gathered from a broad 

cross section of students of different ages. The participants in many other studies came 

from a specific age group. 



 

 

 
 

Research Question 2 - Is there a relationship between parental involvement and the 

academic performance of students? 

Inherent in this research question is the notion that parental involvement has some 

effect on students’ academic performance. Conclusions from the analysis of data indicate 

that parental involvement does have an effect on student achievement, albeit very 

minimally. Actually, these conclusions indicate that parental involvement is a predictor  

of student achievement pertaining to scores on the Reading section of the PSSA. 

Acknowledging no causal relationship, the more parents are involved in their children’s 

education the more the likelihood that these students will score well on the Reading 

section of the PSSA. 

Discussion and Implications 

 
Many researchers (Dervarics & O’Brien, 2011; Halle, Kurtz-Costes & Mahoney, 

1997; Houtenville & Conway, 2008; Jeynes, 2005; Weathers, 2011) concluded that 

children whose parents were involved in their education experienced heightened 

academic success. Conversely, many studies refute or shed skepticism (Dornbusch et al., 

1987; Epstein, 1995; George & Mensah, 2010; National Middle School Association, 

2005; Steinberg et al., 1992; Topor et al., 2010) on the authenticity of parental control as 

a viable predictor of students’ academic success. Some of these studies emphasize the 

difficulty of formulating a specific definition of the term itself, as well as the many other 

nuances of what is involvement. For example, one may question whether students whose 

parents directly help them with their homework attain more academic success than 

students whose parents participate in school activities, but do not help their children with 

their homework. 



 

 

 
 

Consistent with the literature, parental involvement has a somewhat “yes, not 

really” positive correlation with students’ academic performance. Actually, the analysis 

of data indicates that parental involvement has a positive correlation with the reading 

scores on the PSSAs, but no significant relationship with the scores on the mathematics 

section of the PSSAs or any report card grades. This lack of clarity of relationship is also 

supported by the literature. However, despite this indecisive situation, one must not 

assume that parental involvement causes students to score higher on their PSSA Reading; 

neither can one assume that a lack of parental involvement will cause students to earn 

higher grades on their school report cards. 

Consequently, this implies that on one hand, parental involvement may have a 

positive effect on students’ academic performance, but on the other hand, students’ 

academic success is not necessarily dependent upon parental involvement. Another 

implication is that parental involvement, by itself, is not a panacea for student academic 

achievement. This further implies that researchers must find out that elusive factor or 

combination of factors including parental involvement that best predict students’ 

academic performance. Regardless, the positive correlation between students’ perception 

of Parental Involvement and Students’ Academic Performance indicates that there is 

some relationship between the two. 

Research Question 3: Is There a Relationship Between Students’ Self-Esteem and 

Students’ Academic Performance? 

This research questions seeks a yes or no answer to a highly controversial issue 

exacerbated by the infusion of social psychology in education. The literature is replete 

with research conclusions attesting to a positive relationship between self-esteem and 



 

 

 
 

students’ academic performance (Aryana, 2010; Finn & Rock, 1997; Halle, Kurtz-Costes 

 
& Mahoney, 1997; Kaniuka, 2010; Tavani & Losh, 2003). In spite of these findings, 

however, conclusions derived from the results of the analyses of data for this study show 

no significant relationship between students’ self-esteem and students’ academic 

performance. These conclusions are consistent with the research (Baumeister, Campbell, 

Kruegar & Vohs, 2003; Kohn, 1994; Shindler, n.d.; Stupnisky et al., 2007) that found that 

there was no significant relationship between students’ academic performance and 

students’ self-esteem. 

Discussion and Implication 

 
The absence of relationship between Students’ Self Esteem and Students’ 

Academic Performance must not be misconstrued as though students’ self-esteem does 

not play a role in students’ academic performance. Probably one might assume that, as 

documented in the literature, students with high self-esteem sometimes perform poorly in 

their academics while students purported to have poor self-esteem perform well 

academically. Self-esteem is not a reliable or consistent predictor of academic 

performance. Nevertheless, the conclusions drawn from the analysis of the data used for 

this study agree with many of the research conclusions detailed in the literature that there 

is no significant relationship between self-esteem and students’ academic performance. 

As a result, this implies that given the conflicting research conclusions, the role self- 

esteem plays in academic performance is within the questionable range. 

The inference could be made that much of the discrepancy may result from the 

composition of the concept which further implies that the concept can be manipulated to 

obtain results on either side of the equation. To deny that self-esteem plays a role in 



 

 

 
 

students’ academic performance is unsustainable because of the many research 

conclusions to the contrary; to accept that it does creates the same problems. Although 

for purposes of this study the concept of self-esteem was broadened to include some of 

the items that many researchers consider self-efficacy, the conclusions drawn from the 

analyses of the data preference the negative, implying that this topic provides great 

opportunities for more in-depth research. Perhaps research may consider focusing on 

some agreed upon “basket of items” that can formulate the concept –self-esteem. 

The conclusions drawn from the analyses of data used for this study were 

consistent with some of the research findings included in the literature that there is no 

significant correlation between Parental Involvement, Self-Esteem and Students’ 

assumed Teacher Perception and Students’ Academic Performance. However, these 

findings are inconsistent with the other part of the research conclusions mentioned in the 

literature that determined the existence of a relationship between these factors and 

students’ academic performance. 

Again, the main purpose of this study was to determine if the motivational 

variables – Students’ Self-Esteem, Parental Involvement and Students’ Assumed Teacher 

Perception can individually and/or collectively predict Students’ Academic Performance. 

Considering the conclusions reached so far, this study adds no clarity to the debate. 

Therefore, in an effort to bridge the gap between the “yes/no” conclusions stated in the 

literature, a further question (Will the conclusions differ if the demographic variables 

were included in the analysis of data?) was formulated. 

The inclusion of the demographic data showed that the grade level of the student 

when combined with the motivational variables was significant in predicting students’ 



 

 

 
 

academic performance. This seems to imply that the grade level of the student removed 

the “nuances” from the motivational constructs.  Moreover, the implication is that the 

grade level of the student affects the motivational constructs. This conclusion does add to 

the literature and seems to indicate that there will always be inconsistencies in 

conclusions when using motivational constructs by themselves to try to predict students’ 

academic performance. 

One reason that the inclusion of the students’ grade levels has such a significant 

effect is that students in these age groupings are more likely to misinterpret or 

misconstrue teachers’ classroom behaviors, exaggerate or underestimate their own 

abilities and given their level of understanding, are paradoxically more honest in their 

responses. This creates a scenario where the responses to the motivational items on the 

survey are more consistent with the age of the children. Furthermore, parents are more 

likely to be involved in the overall life of younger children. As children become older, 

they gain independence, their perception changes and they begin to develop a better sense 

of self. All of these factors have a tremendous effect on studies involving motivational 

constructs because the responses given by children to any questionnaire must be taken 

within context. One must be reminded that the survey questionnaire was not age specific; 

thus, adding the students’ grade level gives an indication of both the academic level and 

the age of the respondent. This adds relevance to the conclusions drawn from the study. 

Overall Concluding Remarks and Recommendations 
 

Over the past decades, psychologists, social scientists and educators have argued 

over the relevance and impact of various motivational factors on the academic 

performance of students. Many have argued that academic performance is basically a 



 

 

 
 

genetic outcome and proffer various excuses for the lack of academic performance by 

those who are considered genetically inclined. Others have opined that given the time and 

opportunity, all children can achieve academically, if the environment is “right.” 

Nevertheless, this research has demonstrated the complexity and lack of decisiveness on 

the issue of what single factor or combination of factors can best predict students’ 

academic performance. 

The results of this study are more or less inconsistent with previous research 

conclusions that students’ self-esteem, parental involvement and students’ assumed 

teacher perception all play a role in students’ academic performance. Even more 

important is the impact the grade level of the student plays in predicting student academic 

performance. Despite the many views about learning, few if any dispute that learning is a 

cognitive function. Therefore, if all the motivational factors were maximized, there is still 

no proof that students’ academic performance would be enhanced or affected to any 

extent. Yet, the literature focuses on one of these factors or the others as significant in 

predicting students’ academic performance. 

This study suggests that none of these motivational factors by itself or in 

combination is a reliable predictor of students’ academic performance. However, it does 

show that when the grade level of the student is included the correlations with students’ 

academic performance are significant. Consequently, as an addition to the literature this 

study suggests that whenever motivational factors are used to predict students’ academic 

performance the students’ grade levels should be included. 

This offers the following suggestions for further study of this subject: 



 

 

 
 

 Further research should be conducted to examine why the grade levels of the 

students have such a significant on students’ academic performance. 

 The analysis of data showed that none of the motivation constructs individually or 

combined correlated significantly with all of the items that made up the academic 

performance construct. Further research is necessary to determine why. 

 Additional research may be considered to determine if the ages of the students 

compromised the responses to the motivational questionnaire. To investigate this 

possibility, the alpha coefficients were computed by grade level. For self-esteem 

the alpha was very low for the 3
rd 

grade students, but increased almost linearly as 

the grade level increased. Further research might investigate how these age- 

related measurement issues might affect the use of motivational constructs. 

 A comparative study should be conducted using the same motivational 

questionnaire, with high school students. 

 Replication of this study should be attempted using a larger and more diverse 

sample. 

Limitations of the Study 
 

The following limitations to this study are worthy of mention: 

 
 Data for this study were gathered from students in grades 3 – 7 in Philadelphia, 

PA. The educational demographics of this school are not typical of other schools 

in the area. 

 The majority of teachers in this school have less than 10 years teaching 

experience and the school itself is about six years old. 



 

 

 
 

 The composition of the items that make up the motivational constructs might have 

been defined too narrowly in some instances and too broadly in others. 

 Student perceived teacher perception is extremely subjective. Further research 

should be conducted to determine if a better more defined item bank could be 

constructed for students at this age level. 

 The use of a five- point Likert Scale allowed for “Not Sure” answers. This 

allowed students the opportunity to forgo a definitive answer even when they had 

one. This could have compromised the internal validity of the findings. 
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APPENDIX A 

INSTRUMENT 

 
Directions: Read each statement carefully and complete. Do NOT put your name on this 

paper. 
 

1. Grade: (circle one)  3
rd 

4
th 

5
th 

6
th 

7
th 

8
th

 

 
2. Ethnicity: (circle one)  African American White Asian  Hispanic Other:   

 

3. Gender: (circle one) Male Female 

 
4. What price do you pay for school lunch? (circle one) Full Reduced Free 

 

 
 

Directions: Read each statement carefully. Circle the answer that most accurately 

describes your response. 

 
5. My teacher trusts me. 

    1 2 3 4 5   

Strongly Disagree Neutral Agree Strongly 

Disagree    Agree 
 

6. My parent/guardian is interested in my schooling. 

    1 2 3 4 5   

Strongly Disagree Neutral Agree Strongly 

Disagree    Agree 
 

7. I feel that I have a number of good qualities. 

    1 2 3 4 5   

Strongly Disagree Neutral Agree Strongly 

Disagree    Agree 
 

8. My teacher calls on me when my hand is up. 

    1 2 3 4 5   

Strongly Disagree Neutral Agree Strongly 

Disagree    Agree 
 

9. My parent/guardian checks or helps me with my homework often. 

    1 2 3 4 5   

Strongly Disagree Neutral Agree Strongly 

Disagree    Agree 
 

10. I have a low opinion of myself. 

    1 2 3 4 5   

Strongly Disagree Neutral Agree Strongly 

Disagree    Agree 



 

 

 
 

11. My teacher spends time working with me. 

    1 _2 3 4 5   

Strongly Disagree Neutral Agree Strongly 

Disagree    Agree 
 

12. My parent/guardian attends parent teacher conferences often. 

    1 2 3 4 5   

Strongly Disagree Neutral Agree Strongly 

Disagree    Agree 
 

13. Most people are better liked than I am. 

    1 2 3 4 5   

Strongly Disagree Neutral Agree Strongly 

Disagree    Agree 
 

14. My teacher thinks/expects that I will finish the work. 

    1 2 3 4 5   

Strongly Disagree Neutral Agree Strongly 

Disagree    Agree 
 

15. In the past year, my parent/guardian has visited the school for special functions (ex. 

book fair, bake sale, back to school night, PTA meeting, etc.). 

    1 2 3 4 5   

Strongly Disagree Neutral Agree Strongly 

Disagree    Agree 
 

16. I often wish I were someone else. 

__1 2 3 4 5   

Strongly Disagree Neutral Agree Strongly 

Disagree    Agree 
 

17. My teacher goes out of his/her way to help me. 

    1 2 3 4 5   

Strongly Disagree Neutral Agree Strongly 

Disagree    Agree 
 

18. My parent/guardian is not interested in my schooling. 

    1 2 3 4 5   

Strongly Disagree Neutral Agree Strongly 

Disagree    Agree 
 

19. I am satisfied with myself. 

    1 2 3 4 5   

Strongly Disagree Neutral Agree Strongly 

Disagree    Agree 



 

 

 
 

20. My teacher gives some students special privileges. 

    1 2 3 4 5   

Strongly Disagree Neutral Agree Strongly 

Disagree    Agree 
 

21. I feel that I am a person of worth. 

    1 2 3 4 5   

Strongly Disagree Neutral Agree Strongly 

Disagree    Agree 
 

22. My parent/guardian helps me study. 

    1 2 3 4 5   

Strongly Disagree Neutral Agree Strongly 

Disagree    Agree 
 

23. My teacher is excited to work with me. 

    1 2 3 4 5   

Strongly Disagree Neutral Agree Strongly 

Disagree    Agree 
 

24. I am able to do things as well as most other people. 

    1 2 3 4 5   

Strongly Disagree Neutral Agree Strongly 

Disagree    Agree 
 

25. My teacher calls on me to explain things to the class. 

    1 2 3 4 5   

Strongly Disagree Neutral Agree Strongly 

Disagree    Agree 
 

26. My parent/guardian helps me with subjects that I am having difficulty with. 

    1 2 3 4 5   

Strongly Disagree Neutral Agree Strongly 

Disagree    Agree 
 

27. There are a lot of things about myself I would change if I could. 

    1 2 3 4 5   

Strongly Disagree Neutral Agree Strongly 

Disagree    Agree 

 
 

Teacher Directions: Read each statement carefully. Please provide the necessary 

information for this student. 

 
28. The student’s most recent report card grade for Reading was _ 



 

 

 
 

29. The student’s most recent report card grade for Math was _ 

 
30. The student’s most recent PSSA score for Reading was: (circle one) 

Below Basic Basic Proficient Advanced 

31. The student’s most recent PSSA score for Math was: (circle one) 

Below Basic Basic Proficient Advanced 
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IRB APPROVAL 
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Office for Human Subjects Protections 

InstitutionalReview  Board 

Medical intervention Committees A 1& A2 

Social and Behavioral Committee B 

Student Faculty Conference Center 

3340 NBroad Street - Suite 304 

Philadelphia, Pennsylvania 19140 

Phone:215.707.3390 Fax:215.707.9100 

e-mail: irb@temple.edu 

 

MEMORANDUM 

 
To: DUCETTE,JOSEPH 

EDUCATION:PSYCHOGICAL STUDIES{19040) 

From:    Institutional Review Board 

Date:  23-May-2012 

Re:   Expedited Request Status for IRB Protocol: 

20606:Predictors of Students' Academic Performance 

 
This addendum is to be affixed to the IRB Approval Certificate 

 
45 CFR 46 Protection of Human Subjects. 

 
Expedited review is a type of review that can be conducted by the IRB Chair, other IRB members designated by the Chair,or a subcommittee of 

the IRB.A major criterion for research that can initially {initial review) reviewed through expedited process is thai it must involve no more that 

minimal risk.The DHHS regulations and FDA regulations define minimal risk to mean that "the probability and magnitude of harm or 

discomfort anticipated inthe research are not greater in and of themselves than those ordinarily encountered in the daily life or during 

performance of routine physical or psychological examinations or tests." 

 
This research protocol was reviewed under the following Expedited Review Category : 

 
Expedited Category #7:Research on group characteristics or behavior {including,but not limited to,research on percept on, cognition, 

motivation,identity,language ,communication ,cultural beliefs or practices, and social behavior) or research employing survey,interview, oral 

history,focus group, program evaluation ,human factors evaluation, or quality assurance methodologies. 

mailto:irb@temple.edu
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APPENDIX C 

PARENT PERMISSION FORM 

 

September 7, 2012 

Dear Parent/Guardian: 

A brief questionnaire will be administered to all students in grades 3-7 in order to gather 

data for analysis for a study in - partial fulfillment of the requirements for completion of 

my dissertation for the Doctoral program in Educational Psychology at Temple 

University. Completion of the questionnaire will take about 10 minutes and presents no 

risk to your child. Participation in this survey is voluntary and confidential. The purpose 

of the questionnaire is to help determine the impact of parental involvement, teacher 

perception, and student self-esteem on students’ academic performance. If you allow 

your child to participate, please complete the form below and return it to school by 

Monday September 10, 2012. 

Sincerely, 

Ms. Makar 

----------------------------------------------------------------------------------------------------------- 
 

 
Student’s Name (please Print) Grade 

 
I allow my child to complete the questionnaire described above. I understand that 

participation in this questionnaire presents no risk to my child. 
 

 
Parent Signature Date 
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APPENDIX D 

CHILD ASSENT FORM 

 
Predictor’s of Students’ Academic Performance 

Child Assent Form 

 
My name is Ms. Makar. I am trying to learn about the impact of parental involvement, 

teacher perception, and student self-esteem on students’ academic performance. If you 

would like, you can be in my study. 

 
If you decide you want to be in my study, you will complete several questions on a 

questionnaire. You will not write your name on the questionnaire. Participation in the 

study is voluntary, confidential, and presents no risk to you. If you don’t want to be in the 

study, no one will be mad at you.  If you want to be in the study now and change your 

mind later, that’s OK. You can stop at any time. 
 

 
 

Other people will not know if you are in my study. I will put things I learn about you 

together with things I learn about other children, so no one can tell what information 

came from you. When I tell other people about my research, I will not use your name, so 

no one can tell who I am talking about. 
 
 
 
 
 
 
 
 
 
 

AGREEMENT 
 

 
 
 

I have decided to be in the study even though I know that I don’t have to do it.  Ms. 

Makar has answered all my questions. 
 
 
 
 
 

Signature of Study Participant Date 
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APPENDIX E 

TEACHER CONSENT FORM 

 
Predictor’s of Students’ Academic Performance 

Teacher Consent Form 

 
A brief questionnaire will be administered to all students in grades 3-7 in order to gather 

data for analysis for a study in - partial fulfillment of the requirements for completion of 

my dissertation for the Doctoral program in Educational Psychology at Temple 

University. The purpose of the questionnaire is to help determine the impact of parental 

involvement, teacher perception, and student self-esteem on students’ academic 

performance. 

 
The questionnaire is comprised of a student portion and a teacher portion. After students 

have completed their sections, they will hand the questionnaires to the teacher. The 

teacher is responsible for completing the last four questions regarding each student’s 

recent grades in Reading and Math and the recent PSSA scores for Reading and Math. 

Once completed, teachers will place the questionnaires is the provided envelope. I 

appreciate your assistance. 

Sincerely, 

Kathryn Makar 

------------------------------------------------------------------------------------------------------------ 
 

I understand my role in participation of this study and will keep all information 

confidential. 
 

 
 
 

Teacher Signature Date 
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Mastery Charter School 
5376 West Berks Street 

Philadelphia, PA 19131 

Telephone: 215-581-5516 

 
 

APPENDIX F 

PERMISSION TO CONDUCT RESEARCH LETTER 

 

 
 
 
 
 
 
 
 
 
 
 

Institutional Review Board 

Temple University 

1801 North Broad Street 

401 Conwell Hall 

Philadephia, PA 19122-6027 

February 17, 2012 

 
To Whom It May Concern: 

 
Ms. Kathryn Makar has my authorization to conduct a survey of all students in grades 3-7 at 

  to collect data for analysis for a study in partial fulfillment of her 

dissertation. Participation in this survey is strictly voluntary and confidential. The data from 

this survey will not be used for purposes other than the stated dissertation. 

 
Thank you, 


