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Abstract 

The researcher in the current study compared parental involvement perceptions and 

practices between lower socioeconomic status parents of high-achieving students and 

lower socioeconomic status parents of students who struggle academically. A review of 

the literature indicates the benefit parental involvement has on student achievement, 

however, schools across the nation continue to face the challenge of implementing 

strategies that increase parental involvement among lower socioeconomic families. The 

purpose of the study was to determine if there is a significant difference in the level of 

home and school-based roles and responsibilities, practices, perceptions and beliefs, and 

self-efficacy between parent groups. The current study used a multivariate analysis of 

variance (MANOVA) and the Kruskal-Wallis Test to compare differences in parental 

involvement between lower socioeconomic status parents of third and fourth grade 

students who had Ready or Exceeds performance level indicators on the ACT Aspire 

Assessment in math and reading and lower SES parents of students who were at Close or 

Needs Support performance levels. Data revealed in the current research may inspire 

increased parental participation among lower SES parents, change parental involvement 

perceptions among administrators and teachers, and help schools that struggle to create 

effective involvement opportunities for parents of children in low-income families. 

 

Keywords: socioeconomic status, academic achievement, parental involvement, 

socioeconomic achievement gap, Bioecological Systems Theory, microsystem, 

mesosystem, self-efficacy, magnet schools, ACT Aspire. 
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CHAPTER 1 

INTRODUCTION 

The strongest predictor of a child’s academic achievement and educational 

attainment is the socioeconomic status (SES) of the child’s family (Reardon, 2011). 

Despite decades of research, policies, and initiatives, the achievement gap between 

minority and lower socioeconomic students and their White higher socioeconomic peers 

continues to widen and produce inequalities in educational outcomes for lower SES 

children (Salwiesz, 2015). In an effort to address academic achievement disparities 

among lower SES and higher SES students, federal initiatives like the Every Student 

Succeeds Act emphasize the role parents play in their children’s academic success. 

Moreover, education reform policies mandate that schools engage families in the 

education of their children and encourage parents to take an active role in their children’s 

schooling (Wilder, 2014). The emphasis on parental involvement in policy initiatives, 

legislative actions, and literature has led to a significant amount of research that indicates 

the vital role parental involvement plays in the educational success of students. Although 

a significant amount of research exists that provides evidence of the importance of 

parental involvement, very few studies focus on the parenting roles within lower SES 

families with high-achieving students. The current study adds to previous literature by 

examining parental involvement perceptions and practices among parents of third and 

fourth grade lower SES high-achieving students and lower SES students who struggle 

academically. 

In a 1993 study, Keith and Keith utilized data from the National Center for 

Education Statistics (NCES) to determine the extent of the influence parental 
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involvement had on the academic achievement of over 21,000 eighth grade students and 

parents in the United States. The data were used to examine four components of parental 

involvement: parental educational aspiration, parent-child relationship, home 

environment, and parental participation in school activities (Keith & Keith, 1993). An 

analysis of the data revealed that parental involvement played a key role and had a 

positive effect on student achievement with the strongest effects on math and social 

studies achievement. Additionally, parental involvement had a significantly positive 

effect on time spent doing homework. An analysis of data gathered in the NCES study 

indicated a compelling association between parental involvement and academic 

achievement. The observed correlation within the NCES study resulted in federal 

legislation requiring the implementation of parental involvement activities in schools 

(Bakker, Denessen, & Brus-Laven, 2007). Recent studies continue to show the 

correlation between parental involvement and student academic success (Wilder, 2014; 

DePlanty, Coulter-Kern, & Duchane, 2007; Larocque, Klieman, & Darling, 2011). 

As a result of the strong empirical research on the effects of parental involvement, 

lawmakers continue to mandate the implementation of parental involvement 

opportunities; and teachers, administrators, and stakeholders work to increase 

engagement activities that meet the needs of all parent groups (Wilder, 2014). The Every 

Student Succeeds Act (ESSA) is the latest reauthorization of the No Child Left Behind 

Act (NCLB). The intent of the law is to provide all students an opportunity to receive a 

fair, equitable, and high-quality education, as well as close the achievement gap between 

low- and high-achieving students (Every Student Succeeds Act, 2015). Parent and family 

involvement is a key piece in ESSA which focuses on low-income families whose 
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students participate in the Title 1 program. Under Title 1 – Improving the Academic 

Achievement of the Disadvantaged – ESSA seeks to provide parents substantial and 

meaningful opportunities to participate in the education of their children, specifically 

disadvantaged and low-achieving children (Every Student Succeeds Act, 2015).  

Title 1 funding supports supplemental instruction in reading and mathematics in 

addition to after-school and summer programs to extend and reinforce a school’s 

curriculum (U.S. Department of Education, 2015B). Although the law mandates that 

districts and schools involve parents in the education of their child, teachers and 

administrators continue to struggle with implementing parental involvement activities 

that engage parents in their children’s education at home and at school (Wilder, 2014). 

Grolnick, Benjet, Kurowski, and Apostoleris (1997) define parent involvement as “the 

dedication of resources by the parent to the child within a given domain” (p. 2). Other 

definitions such as those offered by Nokali, Bachman, and Votruba-Drzal (2010) have a 

more specific description that emphasizes parent behaviors at home and school, (e.g. 

homework help or attending parent-teacher conferences, participating in school activities, 

and being available for conferences). 

Parents typically play an integral part in the learning and development of a child 

prior to his or her entering a classroom. When a child is born, the parent begins to control 

and program a child’s behavior and learning. This occurs through rewards for good 

behavior or responses and correction to gain the desired response. Parental nurturing, 

skills, and behaviors personify and influence a child’s development (Kocayoruk, 2016). 

Parental involvement usually begins before a father or mother sends his or her child to 

school for the first time. Some parents begin teaching their children basic academic skills 



4 
 

 

(counting, colors, ABCs) prior to starting preschool. Continued parental involvement 

encourages positive emotional development, is a key factor as a child navigates through 

his or her school career, and instills in a child the value of education even if the parents 

have not completed a formal education (DePlanty, Coulter-Kern, & Duchane, 2007). 

Background and Context of the Problem 

American youth have made great academic strides: graduation rates continue to 

increase, dropout rates decrease, and college enrollment sees continued growth (Benner, 

Boyle, & Sadler, 2015). However, lower socioeconomic (SES) students gain less 

academic ground and excel less frequently than their middle and upper SES classmates 

(Wyner, Bridgeland, & Diulio, 2007). According to Stull (2013), higher levels of poverty 

among racial groups, specifically African Americans, can account for academic 

achievement gaps compared to other racial groups at higher income levels. In the United 

States, the discussion of educational gaps among racial/ethnic and socioeconomic groups 

continues to recur, and parental involvement is always a key component cited to 

improving academic outcomes (Day & Dotterer, 2018). Strong empirical evidence exists 

linking parental involvement and student academic success (Wilder, 2014), and 

socioeconomic status, parent beliefs about education (parent involvement), student-

teacher relationships, and parent-teacher relationships are common factors that influence 

the academic success of a student (Benner, Boyle, & Sadler, 2015).  

Each year, lower socioeconomic children enter elementary school ill-equipped to 

learn; and they lack the social, emotional, and cognitive skills of their higher 

socioeconomic status peers (U.S. Department of Education, 2015A). According to the 

National Center for Education Statistics (2018), children ages three to five years old, 
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whose parents hold advanced degrees, are enrolled in preschool programs at a higher 

percentage (54%) compared to children whose parents have no degree or less than high 

school diplomas (33% and 30%, respectively). A substantial body of research reveals that 

parental involvement in early childhood education greatly increases a child’s academic 

performance compared to a child whose parents are less involved or not involved at all 

(Topor, Keane, Shelton, & Calkins, 2010). 

The Head Start program serves over one million low-income families and is the 

largest federally funded early childhood program in the United States designed to 

promote school readiness for children birth to age five from low-income families 

(Administration for Children & Families, 2018). The original intent of the Head Start 

program was to end the progression of poverty by providing low-income preschool 

children and their parents a program to meet children’s social, emotional, nutritional, 

psychological, and health needs (Ford, 2013). One of the central principles within the 

Head Start program is parental involvement. Head Start’s two-generation approach to 

student success encourages parent participation and helps parents by teaching them how 

to engage in activities such as reading books and playing math-related games with their 

children (Ansari & Gershoff, 2016). While Head Start’s approach to parental 

involvement serves as a model for schools who seek to increase parent participation, 

limited research exists to determine its long-term impact on academic achievement. 

Despite a significant amount of research indicating the positive impact parental 

involvement has on student achievement, creating effective ways to increase involvement 

among lower socioeconomic parents continues to be a challenge for schools (Bower & 

Griffin, 2011). Schools across the nation have used Joyce Epstein’s Model of Parental 
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Involvement as a guiding framework in their efforts to increase parental involvement. 

Epstein’s research-based theory includes six types of involvement: parenting, 

communicating, volunteering, learning at home, decision-making, and collaborating with 

the community. These six parental involvement types are designed to build successful 

partnerships that promote student success (Epstein, 1995). Effectively implementing 

Epstein’s six-type theory may result in increased parental involvement; however, some 

researchers believe a number of barriers exist in lower socioeconomic families that 

prevent students from realizing academic success using this framework (Bower & 

Griffin, 2011).  Parental involvement varies greatly among low-income families and is 

often not consistent with the expectations of the teacher or school (Bakker, Denessen, & 

Brus-Laven, 2007). In some instances, parents are not aware of the involvement 

expectations held by their child’s teacher (Huang & Zhu, 2017). 

In a case study conducted by Bower and Griffin (2011), teachers and 

administration continued to struggle with getting parents involved at Hawk Elementary 

(pseudonym). The 347 student enrollment demographics were 60.5% African American, 

33.1% Hispanic, and 6.4% two or more races. Hawk’s free and reduced participant rate 

was 92.5% - classifying Hawk Elementary as a high-poverty school. The results of the 

study indicated that despite the number of school-based activities and communication 

processes (guided by Epstein’s framework), parental involvement did not increase, and 

Hawk needed to create strategies of involvement that aligned with and supported the 

population of their enrollment (Bower & Griffin, 2011). Compared to more affluent 

families, lower SES parents face more barriers that impede their ability to participate in 

traditional involvement activities offered in schools.  It is well documented that parents 
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from higher SES groups are engaged in their children’s education at higher levels than 

lower SES parents (Vellymalay, 2012). 

Benner, Boyle, and Sadler (2015) describe parent educational participation as 

multifaceted and includes home and school-based involvement. Studies associate parental 

involvement at home to student academic success; and according to Sheldon (2002), 

helping with homework, monitoring completion of homework, reading with the child, 

and academic enrichment lessons/trips are a few activities that parents may implement at 

home to support school-based learning. School-based involvement entails parent 

participation in school organizations such as Parent-Teacher Association (PTA) or 

Volunteers in Public Schools (VIPS), attending parent-teacher conferences, or other on-

campus parent activities.  

Purpose of the Study 

According to Wyner, Bridgeland, and Diiulio (2007), there are 3.4 million K-12 

students living in households with incomes below the national median who ranked in the 

top quartile academically – defined as scoring in the top twenty-five percent on the 

nationally normed standardized tests. Outnumbering the population of twenty-one states, 

these 3.4 million high-achieving lower SES students consist of children from working-

class families living in poverty (Wyner, et al., 2007). Additionally, of the 3.4 million 

students who ranked in the top quartile, over one million qualify for free or reduced 

priced lunches (Wyner, et al., 2007). High-achieving, lower SES children represent 

students in various communities in the United States and reflect the racial, ethnic, and 

gender demographics in schools across America. Although millions of students in the 

United States are overcoming challenges of their socioeconomic circumstances and 
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defying the stereotype that lower SES students are destined for poor academic 

performance, limited research exists exploring the factors within the family of high-

achieving lower SES children that may contribute to academic success. 

The purpose of this study was to compare the parental involvement perceptions 

and practices of parents of lower SES third and fourth grade students who had an ACT 

Aspire performance level of Ready or Exceed (high-achieving) in math or reading to the 

parental involvement perceptions and practices of lower SES parents with third and 

fourth grade students who were at a Close or Needs Support (low-achieving) ACT Aspire 

performance level in math or reading. Through the current study the researcher seeks to 

create a deeper understanding of parental involvement among lower socioeconomic 

families and reveal data that will aid in increasing the probability of academic success 

among lower SES students. Two lower SES parent groups participated in the study. One 

group has students who scored Ready or Exceeds on the ACT Aspire state assessment in 

math or reading; the other parent group had students who tested at a performance level of 

Close and Needs Support in the same subject areas.  

Significance of the Study 

Parental involvement literature reveals the positive effects of parental 

involvement on student academic success; however, limited research exists that explores 

the differences in parental involvement perceptions and practices between lower 

socioeconomic high-achieving students and lower socioeconomic students who struggle 

academically. The emphasis of the study is to examine the effects of parental 

involvement perceptions and practices on student academic achievement among lower 

SES students. The study aims to advance the discussion of the importance of parental 
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involvement to a more focused discussion on the factors within lower SES families that 

contribute to student achievement, specifically the parental involvement of lower SES 

high-achieving students.  

The current study has significant implications for the field of education and 

parental involvement research. Data revealed in the current research may inspire 

increased parental participation among lower SES parents who are not actively involved 

in their children’s education. Additionally, this study may be used to address parental 

involvement perceptions among administrators and teachers and help schools that 

struggle to create effective involvement opportunities for parents of children in low-

income families. Understanding the beliefs, values, culture, and parental involvement 

practices of lower SES parents with high-achieving students may help schools support 

lower SES families and help students attain academic success. The study adds to the 

growing body of research that is related to parental involvement and its causal-effect on 

student academic achievement. 

Theoretical Framework: Bronfenbrenner’s Bioecological Systems Theory 

The socioeconomic status of families has served as a strong predictor of a child’s 

academic success. As researchers continue to study the disparity among racial, ethnic, 

and socioeconomic groups, the academic achievement and income gap continue to widen 

(Reardon 2013). Whether home- or school-based, research findings report less 

involvement among lower SES parents in comparison to their mid to upper income 

counterparts (Bakker, Denessen, & Brus-Laven, 2007; Benner, Boyle, & Sadler, 2015). 

The current study employed Urie Bronfenbrenner’s Bioecological Systems Theoretical 

Framework, which is an extension of his previous work, the Ecological Systems Theory. 
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Bronfenbrenner’s (1977) model uses a five-layered environmental system (micro-, meso-, 

exo-, macro-, and chronosystem) to explain how the growth and development of a child 

are enmeshed in multiple factors interacting and influencing every aspect of the child. 

Bronfenbrenner’s multi-layered environment is discussed in detail in Chapter 2 of the 

study.  

Several theories exist regarding human development and the significant changes 

that take place from birth through adolescence to adulthood. However, Bronfenbrenner’s 

five-level ecosystem focuses on the external aspects, such as parent, school, and 

environment, which interact with and influence a child’s development, directly and 

indirectly. The bioecological theory suggests that cross-systems (e.g. mesosystem) affect 

the developing child and can produce responses that can promote accumulating 

advantages or disadvantages (Benner, Boyle, & Sadler, 2015). The researcher used the 

Bioecological Systems Theory to examine home and school-based parental involvement 

behavior among lower SES parents of high-achieving students and lower SES parents of 

lower performing students. 

Research Questions 

The following questions guided this quantitative research comparing parental 

involvement perceptions and practices among lower SES parents of high-achieving 

students and lower SES parents with students who did not perform as well on the 

Arkansas ACT Aspire Assessment: 

Research Question 1: Is there a statistically significant difference in parental involvement 

roles and responsibilities, barriers, self-efficacy, practices, and beliefs and perceptions 
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between lower SES parents with students who have high-achieving students compared to 

lower SES parents with students who have low-achieving reading scores? 

Research Question 2: Is there a statistically significant difference in parental involvement 

roles and responsibilities, barriers, self-efficacy, practices, and beliefs and perceptions 

between lower SES parents with students who have high-achieving students compared to 

lower SES parents with students who have low-achieving math scores? 

Research Question 3: Is there a statistically significant difference in the bioecological 

factors among lower SES high-achieving students compared to lower SES students who 

struggle academically? 

Research and Null Hypotheses 

To test the null hypothesis, the researcher used an online software program to 

conduct a one-way between-groups Multivariate Analysis of Variance (MANOVA). The 

researcher hypothesized that parent perceptions and practices among lower SES parents 

of high academic achieving students would differ significantly in both home and school-

based parental involvement practices compared to the perceptions and practices of lower 

SES parents with low performing students. The researcher hypothesized that information 

obtained in the participant questionnaire would reveal that high-achieving lower SES 

students’ parent expectations, values, and belief systems regarding education would vary 

significantly compared to those of lower SES parent participants. Additionally, the 

researcher’s hypotheses were that influencers within the high-achieving students’ micro- 

and mesosystems would look significantly different than the influencers within the low-

achieving students’ bioecological systems.   
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Overview of Methodology 

This quantitative study used a causal comparative conceptual design and applied 

Bronfenbrenner’s Bioecological Systems Theory to demonstrate the importance of 

understanding: a) students’ environments; b) effects of influencers within the students’ 

bioecological systems; and c) how the parental involvement perceptions and practices can 

improve academic achievement for students, specifically students of lower 

socioeconomic status. Chapter 3 describes the causal-comparative research approach, 

participants’ characteristics, research tools, data collection, and analysis used in the 

current study.  

Definition of Terms 

For the purpose of the current study the following definitions were used: 

Low Socioeconomic Status: The social standing or class (economic status) of an 

individual or group measured by education, income, and occupation that is determined to 

be insufficient to meet society’s standards for living (American Psychological 

Association, 2018A). 

Academic Achievement: Third and fourth grade students whose subject 

proficiency is categorized as Ready or Exceeds in math or reading on the Arkansas ACT 

Aspire Summative Assessment (Arkansas Department of Education Center, 2017). 

Parental Involvement: Parent behaviors at home and at school that support their 

children’s educational progress (Wilder, 2014). 

Socioeconomic Achievement Gap: The discrepancy in academic achievement 

among high and lower SES students (Chmielewski, 2017). 
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Bioecological Model: A theoretical study of the environmental influences that 

affect human development over a period of time (Bronfenbrenner, 1994). 

Microsystem: Events, social roles, and relationships within a proximal setting and 

contains systems of belief, behaviors, and norms that influence a child’s development 

(Bronfenbrenner, 1994). 

Mesosystem: Links and processes between two or more settings within the 

developing child’s microsystem (e.g. home and school relationship or neighborhood peer 

groups) (Bronfenbrenner, 1994). 

Self-efficacy: an individual’s belief in his or her ability to influence a specific 

outcome (Bandura & Adams, 1977). 

ACT Aspire: Vertically-scaled achievement test designed to assess third through 

tenth grade student growth in math, English, reading, writing, and science. The test 

measures students’ progress toward college and career readiness (ACT Aspire, 2019). 

Magnet Schools: Theme-based public schools designed to attract a diverse student 

population by creating open enrollment regardless of neighborhood and city zones 

(Magnet Schools of America, 2017). 

Poverty Line: An assessment of data from the U.S. Census and Health and Human 

Services by the federal government to set a standard to determine if a person or 

household qualifies for federal aid or subsidies like Medicaid (U.S. Department of Health 

& Human Services, 2019) 

Assumptions 

The study includes the following four assumptions: First, using a quantitative 

research approach is the ideal method for conducting a study of comparison. Second, the 
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number of lower SES parents with high-achieving third and fourth grade students would 

provide an adequate number of participants to produce a significant amount of data for 

the study. Third, the questions on the survey would not elicit disingenuous responses, and 

parents would give open and honest responses about their home and school-based 

parental involvement practices. Last, the data collected from the surveys represented the 

parenting beliefs, behaviors, and practices of lower SES parents with high-achieving 

students in math and reading on the Arkansas ACT Aspire Assessment. 

Limitations 

One of the primary limitations in the study was that participants were limited to 

lower SES parents of third and fourth graders only. This limitation reduced the sample 

size and the amount of data collected. Another limitation of the current study was the 

willingness of research participants to complete and respond honestly to the survey in a 

timely manner. The data came from six elementary magnet schools across the state of 

Arkansas. The original intent of magnet schools, which began as a result of the 1960’s 

protests of educational inequity, was to improve diversity and diminish segregation. 

Magnet schools are designed as visionary, innovative public schools open to all students 

regardless of socioeconomic background, race, or academic achievement level. Although 

the study only focused on lower SES third and fourth grade students, access to 

elementary schools across the state of Arkansas decreased limited access to parents. 

While the quantitative survey reached multiple elementary magnet schools, which have 

diverse student populations in multiple regions in Arkansas, the study was not 

generalizable. Chapter 5 discusses the generalizability in more detail.  
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Arkansas has used three different state assessments within a four-year period. In 

2014, Arkansas used the Augmented Benchmark, replacing it with the Partnership for 

Assessment of Readiness for College and Career (PARCC) assessment in 2015, which 

was replaced by the ACT Aspire in 2016. The testing process changed from pencil and 

paper to computer-based testing which required third and fourth grade students to learn 

how to operate technology efficiently enough to enter data and navigate through the 

testing material.   

Delimitations 

The current research did not focus on parental involvement, educational beliefs, 

or the environmental influences of middle and upper socioeconomic parents or parents 

who have children enrolled in a private or charter school. Additionally, third and fourth 

grade students’ ACT Aspire Assessments was used to analyze math and reading scores 

and do not include other subject areas. Participants in the study included lower SES 

parents of third and fourth grade students in diverse public magnet school settings in the 

state of Arkansas. Elementary magnet schools in the study were high-poverty Title I 

schools, which means each campus had a seventy to one-hundred percent free and 

reduced meals enrollment and qualified for Title I funds. There are 1,072 third grade and 

1,100 fourth grade lower SES students, enrolled in the 13 high-poverty magnet schools 

selected for the study.  The state assessment used in the research was administered to 

third and fourth grade students during the second semester of the 2017 – 2018 school 

year. The ability to assess scores of third and fourth graders provides a benchmark for 

studying this cohort in the future.  
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Math and reading are the two subject areas used in the study. According to 

Zakariya (2015), the third-grade year signifies a pivotal point in reading. A student’s 

inability to read by the end of his or her third grade year can result in academic 

difficulties in the following years (Feister, 2010). By the fourth grade, able readers have 

learned to analyze content and expand their vocabulary (Zakariya, 2015). Third grade is a 

transitional year in which students move from practicing basic skills to more independent 

thinking and reasoning. Students in third grade begin to understand the purpose of 

multiplying numbers rather than memorizing the multiplication table. 
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CHAPTER 2 

REVIEW OF RELATED LITERATURE 

This chapter provides a complete overview of the literature studied regarding 

socioeconomic status, parental involvement, and academic achievement. The current 

study examined the socioeconomic status impact on parental engagement and student 

achievement, specifically home- and school-based parental involvement activities and 

barriers to parental involvement among lower SES families. Using two of 

Bronfenbrenner’s Bioecological System Theories, micro- and mesosystem, the research 

investigated the parental involvement perceptions and practices of low-income families 

and the impact their behavior had on the academic success of their children. Literature on 

the effects of parental involvement on academic achievement is extensive, relevant, and 

is the basis of the current study. This literature review is divided into seven major 

subheadings beginning with a statement of the problem and research related to 

socioeconomic status and its impact on academic achievement. The review includes 

findings from seminal reports and research, like the Equality of Education Opportunity 

Report, and covers research that has had a significant influence on the state of education 

for lower socioeconomic status students and their families. 

1. Statement of the Problem 

2. Socioeconomic Status 

3. Socioeconomic Achievement Gap 

4. Theoretical Framework 

5. Parental Involvement 

6. Parental Involvement Barriers 



18 
 

 

7. School Leaders’ and Teachers’ Perceptions about Involvement among Lower SES 

Parents  

Statement of the Problem 

Parental involvement promotes academic success, greater graduation rates, higher 

achievement, and increased student engagement in schoolwork (Park & Holloway, 2017), 

and research reveals that parents with higher socioeconomic status are more involved in 

their children’s education compared to lower SES parents (Park & Holloway, 2013; Lee 

& Bowen, 2006). Communities and schools are becoming more diverse, and the ability to 

address and meet the needs of all students and their families is a challenge (Larocque, 

Klieman, & Darling, 2011). Among the many challenges is the impact of socioeconomic 

status on student achievement. Students from lower SES families tend to experience 

lower academic achievement levels compared to their middle and upper SES 

counterparts. Although parental involvement is seen as an effective strategy to increase 

student academic achievement, school districts across the nation find it difficult to 

increase parental involvement among families of color and lower SES families (Bower & 

Griffin, 2011; Galen, 2007). 

One in five children in the United States lives in poverty compared to one in eight 

adults (Proctor, Semega, & Kollar, 2016). The poverty level is the economic measure 

used by the federal government to determine if the level of income for an individual or 

families meets the qualification for certain federal subsidies or programs (U.S. 

Department of Health & Human Services, 2019). As a result, classrooms are filled with a 

large percentage of students from low socioeconomic households (Milne & Plourde, 

2006). According to Howard, Dunklee, and Dresser (2009), school readiness of children 
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living in poverty is affected by their socioeconomic environment. However, lower 

socioeconomic status does not equate to a deficit in learning. Teacher perceptions may 

impede their ability to comprehend the effects of poverty on school readiness and 

consequently accept the predictability of imminent failure for lower SES children 

(Howard, Dunklee, & Dresser, 2009). Despite the projected predictions of low academic 

performance among lower SES students, there are children who are succeeding 

academically in spite of their background, socioeconomic status, and empirical evidence 

that typically shows patterns of low academic performance for children from lower SES 

families (Mayo & Iram, 2015; Wyner, Bridgeland, & Diiulio, 2007). 

Socioeconomic Status 

Socioeconomic status is a dependable and calculable predictor of a broad range of 

outcomes across a life span; therefore, SES is relevant to all realms of behavior and social 

science, including research, education, and advocacy (American Psychological 

Association, 2018B). According to Reardon (2011), differences in family constructs 

contribute to the increasing gap between children growing up in higher socioeconomic 

and lower socioeconomic families. Extensive research offers compelling evidence of the 

positive link between a family’s socioeconomic status and a child’s academic 

achievement (Sirin, 2005; Reardon, 2011; Reardon, 2013; Duncan & Murnane, 2011). 

This current study defines socioeconomic status as the position of individuals or families 

within a ranked society, based on parental education, occupational prestige, access to 

wealth, and family income (Caro, McDonald, & Willams, 2009). Research data regarding 

student socioeconomic status varies significantly because parents may be reluctant to 

share household income or may overstate the characteristics of their family in an effort to 
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appear what they consider more socially acceptable. Therefore, a common practice in 

academic research is to utilize free- or reduced-lunch status as a proxy for identifying a 

student’s socioeconomic status (Dickinson & Adelson, 2014). A student’s free- and 

reduced-lunch status is determined by a set of income eligibility guidelines established by 

the United States Department of Health and Human Services that considers the household 

size and calculates the annual income by dividing that amount by the number of months 

or weeks the income was received (U.S. Department of Agriculture Food and Nutrition 

Service, 2018).  

The discussion regarding the association between socioeconomic status and 

academic success is a topic of study that began over fifty years ago when Congress, under 

the Civil Rights Act of 1964, requested a survey of educational opportunity. 

Commissioned by the United States Office of Education to identify education inequalities 

and investigate educational inputs that would improve academic outcomes for poor 

minority students, James Coleman surveyed approximately 600,000 teachers and children 

in about 4,000 schools. In 1966, Coleman and his colleagues released the seminal 

Equality of Educational Opportunity Report (EEOR), also known as the Coleman Report, 

highlighting the effect race and socioeconomic status had on student academic 

achievement (Coleman, et al., 1966). The report marked the start of widespread attention 

to educational inequities and the use of the term “achievement gap,” which resulted from 

racial and socioeconomic disparities (Huang, 2015). Despite the bleak look into the state 

of education, Coleman’s report set into motion further research agendas, standardized 

tests, and accountability systems that are still in place today.  
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Education in America is commonly viewed as a weapon against poverty and 

social inequality (Lee & Bowen, 2006); and while an extensive body of research 

examining socioeconomic status and the achievement gap exists, very few interventions 

and potential remedies presented within the studies have had an impact on narrowing the 

achievement gap (Raffington, Prindle, & Shing, 2018). In President Lyndon B. Johnson’s 

1964 State of the Union address, he emphatically declared a war on poverty. The 

Elementary and Secondary Education Act (ESEA) was a result of Johnson’s War on 

Poverty legislation. ESEA, which includes educational programs such as Title 1 and 

Head Start, provides federal funds to support lower socioeconomic students in an effort to 

improve education outcomes and opportunities (Ford, 2013). Since its inception in 1965, 

reauthorization of ESEA has occurred eight times, and in December of 2015, ESEA was 

renamed the Every Student Succeeds Act (ESSA). Despite reauthorization and the name 

changing from ESEA to No Child Left Behind and most recently ESSA, the goal of the 

act remains the same – to ensure public schools provide all students a quality education 

(Darrow, 2016).   

According to statistics from the National Assessment of Educational Progress 

(NAEP) (The Nation's Report Card, 2017), the White-Black achievement gap in fourth 

grade reading narrowed by six points between 1992 and 2015 – changing from 32 to 26 

points; the White-Hispanic gap within the same span of time, grade, and subject area 

showed no significant change in the 24-point difference. The United States poverty rate 

as a whole is 12.7 percent, and the rates vary significantly by race. Non-Hispanic Whites 

have the lowest poverty rate at 8.8 percent, while Black and Hispanic poverty rates more 

than double Whites; 22 percent and 19 percent, respectively (Proctor, Semega, & Kollar, 
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2016). Data from NCES (Musu-Gillette, et al., 2017) revealed that in 2014, 

approximately 15 million children under the age of 18 years old lived in poverty. 

Researchers suggest that living in poverty during early childhood is associated 

with lower-than-average academic performance that begins in kindergarten and 

extends through high school, leading to lower-than-average rates of school 

completion. (Musu-Gillette, et al., 2017, p. 20) 

Socioeconomic Achievement Gap 

The relationship between high SES students and their academic achievement and 

lower SES students’ academic performance is referred to in literature as a socioeconomic 

achievement gap (Chmielewski, 2017). Reardon’s (2011, 2013) research examined the 

extent to which the rise in income inequality over the past fifty years parallels the 

increase in the socioeconomic achievement gap. Analyzing data from nineteen nationally 

representative studies, which included National Assessment of Education Progress 

(NAEP), National Center for Education Statistics (NCES), and Project Talent, Reardon 

relied on family income and parental educational attainment as two key SES 

measurements to compare the size of the math and reading achievement gaps among high 

and lower SES students across all of the studies. Reardon’s study indicated that the 

socioeconomic achievement gap (defined in his study as the difference in a family’s 

income at the 90th percentile and a family’s income at the 10th percentile - 90/10 income 

gap) is twice as large as the Black-White achievement gap. This is in contrast to the 

Black-White achievement gap fifty years ago when it was one and a half to two times as 

large as the socioeconomic achievement gap. Among children born in the last twenty 

years, “the 90/10 income gap for a student entering kindergarten is two to three times 
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larger than the Black-White achievement gap during the same time” (Reardon, 2011, p. 

103). According to Reardon (2011), the estimated socioeconomic achievement gap 

among children born in 2001 was approximately seventy-five percent larger than gaps 

estimated among children born in the 1940s. Reardon’s research revealed that the 

correlation between a family’s socioeconomic status and their child’s academic success 

has grown stronger over the last decade. 

Reardon (2011, 2013) offers four possible broad explanations for the increase in 

the socioeconomic achievement gap: 1) an increased income inequality gap, 2) more 

resources and time among high SES families, 3) greater social resources for high SES 

children, and 4) quality schooling opportunities for high SES families. First, the income 

inequality gap has increased in the last forty years and surpasses the racial achievement 

gap. With the exception of a slight decline in the 90/10 family income ratio in 1993, key 

trends in Reardon’s research indicated a steady increase in family income distribution 

from 1967 to 2001. One challenge in Reardon’s study was his ability to determine how 

the relationship among the socioeconomic achievement gap, income, and income 

inequality disentangled throughout childhood. Despite Reardon’s inability to state 

conclusively that the income inequality gap is solely responsible for the socioeconomic 

achievement gap, his study suggests that the increase in the association between a 

family’s socioeconomic status and student achievement has grown stronger over time. 

Although Reardon’s findings do not indicate that income inequality causes the 

socioeconomic achievement gap, he does conclude that increased income provides access 

and the ability to purchase resources such as tutoring, books, and other educational 

materials that contribute to academic achievement. 
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Reardon’s (2011) second explanation is that higher SES families tend to invest 

more resources and time in assessing their children’s developmental needs than do lower 

SES families. According to Wrigley (1989), parental concerns regarding the cognitive 

development of their children intensified over several decades. Wrigley’s analysis of 

parenting advice found in popular magazine publications between 1900 and 1985 showed 

a change in topics from doctors focusing on medical and nutrition (1900 to late 1950s) to 

the discussions on intellectual development in the 1960s. The discussion of intellectual 

development in parenting publications more than doubled in the 1960s compared to 1950 

publications (Reardon, 2011). The shift in topics was motivated in part by interest in 

social inequality, the need for improved provisions in preschool programs, and a shift in 

thinking about the cognitive development of low-income children (Wrigley, 1989). 

Shows like Sesame Street, Captain Kangaroo, Mister Rogers, and Romper Room became 

popular television viewing in households across America and provided learning at home 

to children in all socioeconomic groups. Additionally, educational television 

programming provided learning opportunities to lower SES children who did not attend 

preschool or daycare (Reardon & Bischoff, 2011).    

Another factor that may have influenced an increase of parents focusing on 

cognitive development is high-stakes testing and accountability systems in education. In 

1981, Secretary of Education Terrel Bell created The National Commission on 

Excellence in Education and commissioned the members to present a report to the U.S. 

Department of Education and the American people on the quality of education in the 

United States. The National Commission on Excellence in Education (1983) produced the 

report entitled A Nation at Risk and submitted it to Secretary Bell. The contents within 
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the report revealed the need to implement reforms to put public education on the right 

track. The urgency expressed in the report generated concerns among parents who began 

to shift their focus towards their children’s cognitive development (Reardon, 2011). 

While families from all socioeconomic levels may be increasingly aware of the emphasis 

on the importance of the cognitive development of their children (Reardon, 2011), higher 

SES families are inclined to invest more time and resources that contribute to their 

children’s academic success.  

High socioeconomic families spend more time investing in their children’s 

development compared to low-income families (Reardon, 2013). Guryan, Hurst, and 

Kearney’s (2008) parental time use study revealed that parents with higher income and 

higher levels of education spend more time engaging in activities that promote their 

children’s academic success than parents with lower income and less education. Guryan 

et al., (2008) used four primary time components to define parental time use. Basic is 

parental involvement time spent providing for the basic needs of children like feeding 

and grooming. Educational parental involvement is time spent monitoring homework, 

reading with a child, or attending school functions. Recreational parental involvement 

includes playing outdoors, going to the zoo, or playing games with children. Travel 

parental involvement involves any travel related to the other three components, such as 

traveling to the doctor, to the zoo, or to and from school. The findings in the parental time 

use study are consistent with the hypothesis that the increase in the socioeconomic 

achievement gap is partly driven by the availability of time and resources among high 

SES families compared to their lower SES counterparts as it relates to child care.  
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Reardon’s (2011) third explanation is that higher SES families have greater 

socioeconomic and social resources that are beneficial to their children. Parents’ social 

networks typically increase as income and educational levels increase. Bronfenbrenner’s 

(1979) Ecological Theory  suggests that “social networks act as channels of 

communication that help people identify human and material resources needed to carry 

information and attitudes from one setting to another” (p. 304). Social networks produce 

social capital, which promotes the exchange of information, shapes beliefs, and 

encourages norms and behaviors believed to support student achievement (Sheldon, 

2002). In addition to having less income and lower levels of education, lower SES 

families have fewer social support systems and fewer social resources to support their 

children’s education, which may contribute to the social achievement gap that exists 

between higher and lower socioeconomic families. 

The last possible explanation for the social achievement gap offered by Reardon 

is that the income gap presents a difference in education quality and opportunities among 

upper SES and lower SES families. The increase in the income gap is a contributing 

factor in the residential segregation that has widened from 1970 to 2000; higher SES 

families typically live spatially far from lower SES families (Reardon & Bischoff, 2011). 

Lower socioeconomic families commonly reside in high-poverty neighborhoods, and 

their children may attend lower performing schools. Residential segregation presents a 

challenge for lower SES children and can negatively affect their cognitive development 

and academic success because they are typically isolated from resources and 

opportunities that promote growth and well-being (McArdle & Acevedo-Garcia, 2017). 

Children who live in higher socioeconomic neighborhoods typically have access to 
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better-funded education institutions, higher quality public and social services, and other 

amenities that promote a higher quality of life compared to poor neighborhoods that have 

limited services and in many cases lower performing schools with fewer resources 

(Reardon & Bischoff, 2011).  

Although Reardon’s study did not focus on the mechanisms by which a family’s 

socioeconomic status leads to differences in a child’s academic success, his study 

provides possible factors and valuable insight into how the socioeconomic achievement 

gap continues to widen. His study also reveals some of the differences between upper and 

lower socioeconomic families, the events that take place within a child’s ecological 

system, and the impact those events may have on his or her educational success. 

The socioeconomic achievement gap persists despite the wide range of research 

concerning the disparity in academic achievement between high socioeconomic students 

and their lower SES counterparts (Chmielewski, 2017). Moreover, research reveals that 

when a socioeconomic achievement gap exists in the early childhood years, the 

consequences are long-lasting (Caro et al., 2009). Focusing on mathematic performance, 

research conducted by Caro (2009) examined the trajectory of the academic achievement 

gap between higher and lower socioeconomic students from childhood to adolescence. 

Drawing on data from Canada’s National Longitudinal Study of Children and Youth, 

Caro’s study used socioeconomic and achievement data of 6,290 students ranging from 

ages 7-15. By using hierarchical linear models and panel data models to estimate the 

trajectory gap, the researchers were able to estimate individual growth trajectories for 

higher and lower SES students as they got older. The results of the study indicated an 

increase in the gap among higher SES and lower SES students in mathematic 
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achievement. Furthermore, the study revealed evidence that the socioeconomic 

achievement gap remained stable between the ages of 7 to 11 years old – approximately 

between 2nd to 6th grades; however, the gap widened significantly when students 

transitioned to middle and junior high school (Caro et al., 2009).  

The discrepancies in cognitive development and academic achievement among 

children in affluent SES families and lower SES families persists (Evans, 2004); and the 

longer a child is exposed to poverty, the harder it becomes to reach achievement levels on 

standardized tests and grades in schools (Evans & Schamberg, 2009). According to Sirin 

(2005), SES is not only directly linked to academic achievement but also indirectly linked 

to it through interwoven systems which include the racial and ethnic background, age, 

school, and community that creates a child’s bioecological system. 

Theoretical Framework: Micro and Meso Bioecological Systems 

Russian-American developmental psychologist Urie Bronfenbrenner formulated 

the Bioecological Systems Theory, which is defined as “an evolving theoretical system 

for the scientific study of human development over time” (Bronfenbrenner & Morris, 

2006, p. 793). The Bioecological Systems Theory, shown in Figure 1, emphasizes the 

multi-layered environments in which child development occurs (Harding, Morris, & 

Hughes, 2015). Home, school or daycare, peer groups, and community are part of the 
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microsystem, which is the smallest, immediate, and most intimate environment in 

Bronfenbrenner’s Bioecological System (Paat, 2013).  Bronfenbrenner (1994) defines the 

microsystem as the most proximal setting in which a child is located, and where the child 

interacts in a face-to-face setting with others on a continuous basis. The microsystem is 

the level where relationships are constructed as the child engages and spends continuous 

time with persons or objects (Rosa & Tudge, 2013). Home and family are considered the 

primary influencers within the microsystem; however, as development occurs from 

childhood to adolescence, other microsystem forces will affect the child’s growth 

(Kocayoruk, 2016). School and peer groups are the two major influential microsystems 

outside of home and family. 

Described as the interaction of two or more microsystems, the mesosystem is the 

next outer layer in the bioecological model. The microsystem and mesosystem theories 

support the concept of establishing effective home-school partnerships and suggests that 

Figure 1. Urie Bronfenbrenner’s Bioecological System illustrates the five aspects of 
the environment that influences child development (Psychology Notes Headquarters, 
2013). 
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researchers take a deeper look at the child’s educational experience and realize that a 

broader system exists which involves, parents, family, school, and community 

(Kocayoruk, 2016; Yamauchi, Ponte, Ratliffe, & Traynor, 2017). Parental involvement 

practices represent two essential facets of Bronfenbrenner’s bioecological mesosystem; 

relationships among the adults in the child’s microsystem and congruence in behaviors, 

values, and attitudes across settings (Bronfenbrenner, 1986). An example of the 

mesosystem is two microsystems (parent and teacher) engaging in two-way 

communication and collaborating to help the child reach academic success (Blandin, 

2016).  

Three remaining bioecological levels complete Bronfenbrenner’s model; 

exosystem, macrosystem, and chronosystem. The exosystem consists of one or more 

settings that do not involve the child as an active member and encompasses social 

settings that do not directly affect the child (Lee & Bowen, 2006; Paat, 2013). A parent’s 

workplace, the school board, and the media are examples of influencers within the 

exosystem. Characterized as a “blueprint,” the macrosystem differs from the other levels 

mentioned and includes broader cultural forces (Walls, 2016). This level embraces the 

institutional systems and patterns of micro-, meso-, and exosystems that exist in the 

culture or subculture of the child (Rosa & Tudge, 2013; Bronfenbrenner, 1977, 1986, 

1994). The chronosystem is the outer parameter of the bioecological model and 

emphasizes the role of time in the child’s growth and development. Bronfenbrenner 

argued that during the aging process, time affects the development of a child through life 

transitions and the effect of life events (Yamauchi, Ponte, Ratliffe, & Traynor, 2017). 
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Bronfenbrenner’s Bioecological Systems Theoretical Framework is applicable to 

the current study in that the interaction between two microsystems, home (parent/family) 

and school (teacher/administrator) result in the mesosystem which ultimately affects the 

academic success of the student. In his study, Kocayoruk (2016) notes: “The importance 

of establishing effective home-school partnerships is supported conceptually by 

Bronfenbrenner’s ecological theory for understanding child behavior and individual 

differences in development.” Furthermore, home-school collaboration proved to be 

significantly important for children who had high-risk factors such as stressful home 

environments, low socioeconomic status, and limited parental involvement (Kocayoruk, 

2016). 

Woolley and Grogan-Kaylor (2006) define four family factors that predict and 

promote academic success:  

1. Family satisfaction – student’s gratification with his or her family’s response to 

situations, responding to feelings and talking things over;  

2. Family integration – support during difficult times, loving, caring, and spending 

time together; 

3. Family support – encouraging, taking the student to places when needed, standing 

up for student when he or she was in trouble, and caring for the student when he 

or she was sick or upset; and 

4. Home academic culture – showing interest in what the student is studying, adults 

in the home exhibit behaviors that create a positive culture with respect to 

education (p. 97). 
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Using Bronfenbrenner’s framework to further emphasize the significance of parental 

involvement on academic achievement, Woolley and Grogran-Kaylor (2006) revealed 

that while several family factors are associated with school success, only home academic 

culture was associated with students’ grades. 

According to Vellymalay (2012), a child’s capacity to achieve academically is 

dependent on how well his or her parents manage the home environment. However, not 

all parents are able to provide the necessary educational resources for their children to 

experience academic success. Employing the micro- and mesosystems theory in the 

current research facilitated the process and purpose of the study by examining parental 

involvement activities of lower SES parents and their impact on student achievement. 

The need to understand educational involvement practices among parents in low 

socioeconomic environments who have high-achieving students is imperative in assisting 

parents who share similar environmental characteristics but have children who perform at 

lower academic levels. Therefore, the study focused on the micro- and mesosystem layers 

within Bronfenbrenner’s model, which represent the home environment of the child and 

the parent’s interaction between home and school. Additionally, the findings within the 

study may help bridge the gap between parental involvement among lower SES parents 

and the school’s inability to engage parents from lower socioeconomic backgrounds.  

In his 1994 study, Bronfenbrenner illustrated the differential effects of parental 

monitoring on student academic achievement among high, middle, and low SES students. 

Bronfenbrenner’s (1994) study indicated that students whose parents played an active 

role “in keeping informed about and setting limits on their child’s activities outside of the 

home” (p. 39) had fewer behavior issues and performed better academically. This current 
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research examined parental perceptions and practices among lower SES parents of high-

achieving students and lower SES parents of students who perform poorly academically. 

By comparing the beliefs and behaviors held by parents regarding involvement in their 

children’s education, educators and parents can work together to assist and emphasize the 

importance of a positive relationship between home and school to promote student 

academic success. 

Parental Involvement 

Parental involvement is a term originally used to reference parent participation in 

activities at schools such as volunteering in the classroom, being part of the parent-

teacher association, or serving on committees (Batchelor, 2013). As literature expanded, 

researchers began to provide various definitions of parental involvement to describe the 

array of parental involvement activities. For example, Larocque, Klieman, & Darling 

(2011) defined parental involvement as parents’ investment in their children’s education 

demonstrated by helping with homework, volunteering at school, visiting their children’s 

classrooms, or participating in decision-making processes in the school. In other studies, 

parental involvement is conceptualized as the involvement of parents in education-related 

activities believed to support the academic and social/emotional welfare of children (Park 

& Holloway, 2018) such as positive parental expectations , family educational support, 

and parental interest in school (Gregory & Huang, 2013).  

Several researchers have developed categories to explain the concept of parental 

involvement. Joyce Epstein’s (1995) parental involvement concept includes her Theory 

of Overlapping Spheres, which highlights three spheres of influence that directly affect a 

child’s development and learning: family, school, and community. Epstein’s research is 



34 
 

 

well-known and is commonly referenced and accepted in school systems across the 

United States. Within the Family Sphere, Epstein developed a framework describing six 

types of parental involvement (Parental involvement in the school system, 2014): 

1. Parenting – activities that support the child’s basic needs such as clothing, shelter, 

food, and a healthy home environment that supports completing schoolwork; 

2. Communicating – two-way communication between school and home; 

3. Volunteering – activities that involve parents sharing time and talents to support 

the school, teachers, and students; 

4. Learning at home – educational activities that parents participate in at home with 

their child, like monitoring homework or reading books; 

5. Decision-making – parent participation on district or school advisory committees 

where their input plays a role in school governance; and 

6. Collaborating – services and resources, outside of home and school, that are 

provided through community partnerships and are used to strengthen school 

programs. 

Several researchers have examined the use of Epstein’s six types of parental 

involvement in schools across the United States and due to differences in race, ethnicity, 

socioeconomic status, and family structure, each study varies in its research findings. 

Ingram, Wolfe, and Lieberman’s (2007) descriptive study on Epstein’s framework 

included three high-performing kindergarten through fifth grade Chicago Public Schools. 

The three schools were identified as at-risk based on an enrollment population of fifty 

percent or more lower socioeconomic students, and the high performing school status 

was based on the Illinois Standards Achievement Test. Their study sought to determine 
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which of Epstein’s categories of parental involvement were evident in high-achieving, at-

risk schools. Ingram, Wolfe, and Lieberman’s (2007) review of Epstein’s six type model 

reported that among lower SES families, Epstein’s type 1 (parenting) and type 4 (learning 

at home) were identified by survey respondents as the most common parental 

involvement practices. Parents indicated that they limited the amount of time their child 

watched television and played video games. Additional parenting practices among the 

study participants included maintaining a regular morning and bedtime routine, praising 

their child’s success, and ensuring clear and consistent rules at home. The parenting 

typology suggests that activities that promote a structured home environment conducive 

to learning provide children with a greater chance of academic success. 

Epstein’s learning at home typology also ranked high among parents in the 

Ingram et al., (2007) study. Due to time constraints, work, lack of financial resources, and 

other barriers faced by lower SES families, trips to the library, zoo, or museum were not 

popular learning at home activities for participants. However, Ingram et al., (2007) data 

indicated that participants placed heavy emphasis on activities that supported their 

children’s education, such as homework help, monitoring grades, talking to their children 

about the importance of doing good in school, and creating a culture that encourages 

learning. Having high expectations, emphasizing the significance of a good education, 

and providing the best educational opportunities possible were three additional parenting 

roles that were identified by participants in the study but are not included in Epstein’s six 

typologies (Ingram et al., 2007). 

Epstein’s Model (1995) focuses more on the partnerships between school, home, 

and community and less on the relationship between parental involvement and academic 
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achievement. Although two of Epstein’s six typologies (type 1 – parenting and type 4 – 

learning at home) provided a conceptual framework for parental involvement within 

Ingram’s study, it failed to clarify the effects of parental involvement among lower SES 

parents of high-achieving students in the Chicago Public Schools system. When parents 

in the Chicago Public Schools study were asked about the impact their involvement had 

in their children’s education, forty-two percent affirmed that inspiring their children to 

excel and take pride in themselves, ensuring that their children knew they (parent) cared, 

and facilitating learning at home was vital to successful academic outcomes. According 

to Ingram et al. (2007), home-based learning activities among lower SES children 

promote the development of a child’s social, basic, and advanced skills, as well as 

academic enrichment. 

Several factors influence the academic success of a student, and research reveals 

that a strong link exists between student achievement and home- and school-based 

parental involvement (Bakker, Denessen, & Brus-Laven, 2007). Home-based parental 

involvement activities may include monitoring and structuring children’s time, engaging 

in learning activities with children, discussing school and education, and holding high 

educational expectations (Epstein, Sanders, Simon, Clark, Rodriguez & Van Voorhis, 

2002; Suizzo & Soon, 2006; Davis-Kean, 2005). School-based involvement may include 

meeting with teachers or attending school programs. The study examined the perceptions 

and practices among lower SES parents and the effects on both home- and school-based 

parental involvement activities. Additionally, this research sought to identify barriers that 

exist among lower SES families and reveal parent involvement perceptions and practices 
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of lower SES parents of high-achieving students and lower SES parents of students who 

struggle academically. 

An example that demonstrates the impact of parental involvement in academic 

achievement is a study conducted by Day and Dotterer (2018) that analyzed data from the 

Educational Longitudinal Study (ELS) of 2002-2013 dataset. Participants in the study 

included White, African American, and Hispanic/Latino students (representative of the 

three largest groups in the United States) from low socioeconomic backgrounds. To 

examine the link between parental involvement strategies and academic success, 

specifically the students’ grade point averages (GPA),  the study followed 10th graders 

through high school and eight years post-high school. Day and Dotterer’s study focused 

on which combination of parental involvement strategies affected academic outcomes 

and how the strategies varied among race/ethnicity. The results of the research revealed 

that a combination of parental involvement strategies is associated with academic 

success, and those strategies vary across racial/ethnic groups and socioeconomic statuses. 

While school-based involvement and parental encouragement toward academic success 

were beneficial to all study participants, home-based involvement and parental 

communication and advice regarding the value of education appeared beneficial among 

African American and Hispanic/Latino students.  

Home-Based Parental Involvement 

Home-based parental involvement occurs within what Bronfenbrenner describes 

as a child’s bioecological microsystem. Hayes (2012) refers to home-based involvement 

as the frequency in which parents discuss and engage in homework, encourage good 

study habits, offer academic guidance, and ask a child about school. In his address to a 
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joint session of Congress, President Barack Obama (2009) stated that “no program or 

policy can ever replace a mother or father who attends parent-teacher conferences, helps 

with homework, turns the television and video games off, and reads to their child” 

(34:15). Parental involvement during early education encourages and promotes positive 

attitudes and behaviors toward learning; and for older students, parental involvement is 

thought to reduce school delinquency, improve discipline, and increase college 

enrollment rates (Robinson & Harris, 2014). According to Smith (2006), parental 

involvement research has influenced policies and prompted educators to encourage 

parents to support their children’s academic pursuits at home as well as at school. 

Research demonstrates that home-based parental involvement promotes school 

readiness of lower SES children and may also protect against risks of low academic 

achievement posed by low socioeconomic status (Han, O'Connor, McCormick, & 

McClowry, 2017). Despite empirical research indicating an association of parental 

involvement and academic achievement, parents living below the poverty line are less 

likely to be involved in their children’s education. In a study conducted by Strickland 

(2015), life circumstances, like crowded living environments, stressful life events, family 

dysfunction, and family and community violence, were found to have a substantial effect 

on home-based parental involvement behaviors. Strickland’s findings align with 

Bronfenbrenner’s ecological theory as it relates to the impact of influencers within a 

child’s environmental system. Parents who perceived they possessed the skill set to help 

their children and also believed they had the time and energy to help were more likely to 

engage in involvement activities at home (Strickland, 2015). Huang and Mason (2008) 

identify three themes that evolved regarding motivation for parents to be involved in their 
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children’s learning: (1) the need for parents to develop relationships; (2) the need for 

parents to influence their children’s learning; and (3) the belief that education is vital to 

success. Huang and Mason’s study examined home-based parental involvement activities 

of predominately African American parents of preschoolers, and the research revealed 

reading to a child at home, creating an environment conducive to educational activities, 

and inquiring about school demonstrated the strongest relationships to classroom 

competencies (Colson, 2010). 

School-Based Parental Involvement 

Early research of parental involvement was prompted by concerns of low 

academic achievement among minorities and lower SES children (Clark, 1983), research 

findings, such as the Coleman Report, and the significance of understanding the child’s 

bioecological environment for parental inclusion in the Head Start program 

(Bronfenbrenner, 1977, 1986, 1994). Since the inception of the Title I program in 1965, 

education reform has encouraged schools to develop and offer involvement opportunities 

for parents to participate in their children’s education. Prior to programs such as Title I, 

earlier schools viewed parental involvement as an interference with the induction of 

governing society and industrial productivity values (Katz, 1976). Ultimately, the gap 

between schools and lower class minority and immigrant parents widened, and children 

viewed home/family and schools as two isolated worlds (Seginer, 2006).  

Schools across the nation continue to struggle in their efforts to engage parents in 

school-based activities that promote their children’s education, and some educators may 

maintain the posture that lower SES and minority families lack the ability to make 

meaningful contributions to their children’s education because of their absence at school-
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based activites (Yull, Wilson, Murray, & Parham, 2018). An extensive amount of school-

based parental involvement research reveals the positive impact of engagement of parents 

in student educational outcomes (Epstein, 1995; Epstein, et al., 2002); however, much of 

the research fails to acknowledge the unique characteristics of a bioecological system 

(Bronfenbrenner, 1986), specifically race, ethnicity, and socioeconomic status.  

Student educational outcomes for school-based parental involvement among 

lower SES families vary greatly in research findings. Some lower SES parents may 

experience barriers that impede their ability to attend school-based activities causing 

them to prioritize or choose certain activities they can attend. For example, a lower SES, 

single mother often encounters work-family conflicts and work schedule difficulties 

(Myers & Myers, 2015). Other research finds that parent-school relationships influence 

school-based parental involvement activities (Hornsby & Lafaele, 2011). Parents may be 

reluctant to participate in activities at their children’s schools if they do not feel 

welcomed or have experienced negative interactions with school personnel either as a 

student or adult (Strickland, 2015). Additionally, some teachers are reluctant to involve 

parents because of the absences of pedagogy on how to engage parents in student 

learning (Seginer, 2006), perception of parents’ ability or inability to assist with 

educational activities, (Bakker, Denessen, & Brus-Laven, 2007), and lack of structured 

school-based parental involvement opportunities (Jeynes, 2012). 

Parental Involvement Barriers within the Bioecological System 

Although research indicates the potential benefits of parental involvement, the 

gap between the findings in literature and typical parental involvement practices remain 

(Hornsby & Lafaele, 2011). There are a number of factors within a child’s bioecological 
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system that affect the manner in which parents are involved in their children’s education. 

These factors may differ based on family structure, parent’s beliefs regarding parental 

involvement’s impact on their children’s education, the perception of parental roles and 

responsibilities in student academic success, and parental self-efficacy. In some cases, 

these factors hinder parental involvement and result in criticism by teachers and school 

officials (Brandon, Higgins, Pierce, Tandy, & Sileo, 2010). 

Family Structure 

Knowing the socioeconomic status of a student is not enough when predicting 

academic success, it is important to understand the environment that influences their 

educational achievement. Several barriers exist that impede effective home and school-

based involvement among lower SES parents. While lower socioeconomic status is 

highly linked to low academic success, research has found that discrepancies exist within 

the correlation between SES and academic achievement (Milne & Plourde, 2006). Some 

students from lower SES families perform well in school and maintain high levels of 

academic success. Therefore, the issue becomes less of a correlation between academic 

success and socioeconomic status, and more about the factors of low SES that contribute 

to poor academic performance and what factors promote academic success  (Milne & 

Plourde, 2006). 

Studies reveal a consensus among researchers regarding the degree to which 

family structure can influence the level of involvement parents have in their children’s 

education (Jeynes, 2005; Myers & Myers, 2015). Moreover, studies suggest that 

instability within the family structure plays an increasingly pertinent role in the lives of 

children living in America (Fomby & Cherlin, 2007; Ram & Hou, 2003). Children who 



42 
 

 

live at home with their biological parents are at a greater advantage than children who are 

in single parent or step-parent homes, especially those children living in poverty 

(Myers & Myers, 2015; Ram & Hou, 2003). Ram and Hou’s (2003) study examined the 

influence family structure has on the cognitive, social, and emotional behavior of children 

in two-parent (biological and step-parent) and single parent families. Similar to previous 

research findings, evidence in Ram and Hou’s study indicated that children from two 

(biological) parent families exhibited less social and emotional behavior issues than 

children living in step-parent and single parent families. Children who lived with a single 

parent or who experienced disruptions within their family during the study exhibited 

more severe problems (Ram & Hou, 2003). Although Ram and Hou’s research provided 

evidence of the strong link between family structure and the cognitive, social, and 

emotional behavior of a child, the study did not examine the socioeconomic influence 

within the family structures.     

Lower SES single-family homes may result in a parent working longer hours, 

children unattended for long periods of time, inadequate monitoring of behavior, and less 

parental involvement in the child’s education. Evidence suggests that single parents make 

fewer demands on children and use less effective discipline strategies  

(Ram & Hou, 2003). Although research exists demonstrating the benefits of two-parent 

households, it does not suggest children are better off living in an environment where 

constant marital conflict is present (Ram & Hou, 2003). High levels of family conflict 

may negatively impact a child’s well-being causing him or her to internalize or 

externalize behaviors; typically, children are drawn into their parents’ conflict 

(Vandewater & Lansford, 2016). Family conflict (negative, hostile, argumentative, and/or 
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violence) in a child’s home environment may cause a decrease in parental involvement 

(Swick & Williams, 2006). Stressors created by conflict may limit parents’ abilities to 

involve themselves in their children’s education, and this is magnified in lower SES 

families (Ucus, Garcia, Esteraich, & Raikes, 2017). 

Additionally, children from low SES backgrounds tend to live in overcrowded 

surroundings with multiple siblings or extended family members (Milne & Plourde, 

2006). The requirment by the parent or parents to meet the many needs within the 

environment typically means the parent must spend less time teaching the children the 

basics needed for attending and performing well in school (Milne & Plourde, 2006). 

According to Mayo and Siraj (2015), leisure activities among children in middle to upper 

socioeconomic families take place in organized and controlled settings established by 

parents; and in some cases, upper and middle SES parents elicit the input, feelings, 

thoughts, and opinions of their children during family communication. However, in lower 

SES families, children have considerably more control over their leisure activities; 

resulting in fewer structured activities and extended periods of play time (Mayo & Siraj, 

2015).  

Parental Beliefs, Perceptions, and Self-Efficacy 

Hornsby and Lafaele (2011) posit that parent’s beliefs regarding the importance 

of parental involvement, their ability to help their children, and their views about how 

their children develop and learn are factors that can promote or hinder their involvement. 

Parental beliefs for involvement are described by Walker, Wilkins, Dallaire, Sandler, & 

Hoover-Dempsey (2005) as a parent’s belief about the role he or she should play in the 

education of his or her child. The belief regarding the role construction for parental 
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involvement functions as a motivator because it provides a reference for the parent to 

imagine and anticipate activities that support the child’s academic outcomes (Walker et 

al., 2005). Parents who believe their roles are to get their children to school and that 

teaching is the responsibility of the educator in most cases do not participate in either 

home or school-based parental involvement activities (Hornsby & Lafaele, 2011).  

Walker et al. (2005) identified three patterns of parental beliefs in their qualitative 

research study: the first pattern, a parent-focused role, reflected parental beliefs and 

behaviors that indicated parents were responsible for their children’s education. Second, 

the school-focused role reflected behaviors and beliefs by parents that the school bore the 

responsibility for the children’s education. The last pattern, partnership-focused role, 

revealed parental behaviors that supported the belief that parents and schools should work 

together to support the children’s academic outcomes. The coded content analysis of over 

9,000 statements from a sample of 887 prekindergarten through middle school parents in 

Walker’s study revealed that the three identified patterns varied among parents according 

to the children’s grade levels. Parents of students in grades prekindergarten through first 

grade held stronger beliefs regarding their roles in their children’s education than parents 

of children in grades second through sixth (Walker et al., 2005).   

One key finding in Walker’s study was the positive perception of an invitation for 

involvement from the child and the child’s school. Parents in Walker’s study indicated 

that they were more willing to get involved in home-based educational activities with 

their children when the children solicited help with homework, indicated a need for help, 

and showed appreciation for parental academic support. In addition to an invitation for 

involvement from the child, parents indicated that consistent and positive contact with 
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their children’s teachers, along with encouragement for parents to visit the classrooms 

made parents feel welcomed. Despite barriers such as time and energy, parents in the 

study highlighted teacher invitations as a strong motivator for parental involvement. 

Although Walker’s study did not focus on socioeconomic status or academic 

achievement as variables within the research, data within his study revealed a strong link 

between parental beliefs and perceptions and parental involvement.   

While some researchers argue that single-parent homes negatively affect a child’s 

academic performance (Myers & Myers, 2015; Ram & Hou, 2003), Clark’s 1983 case 

study focused on the beliefs, activities, and overall cultural environment within families 

as sources that supported student academic success. The participants in Clark’s study 

included ten lower SES families, living in the same neighborhood, and with 

characteristics that fit one of four categories:  two-parent family with at least one high-

achieving child, single-parent family with at least one high-achieving child, two-parent 

family with at least one low-achieving child, or a single parent family with at least one 

low-achieving child. Findings in Clark’s 1983 study revealed five distinguishing factors 

between lower SES parents of high-achieving students and lower SES parents of low 

performing students: 1) parents’ beliefs about their roles in their children’s education, 2) 

parents’ beliefs regarding the control they had over their life circumstances, 3) types of 

social activities that took place within the home, 4) parents’ educational expectations for 

the children, and 5) parents’ supervision.  

Data in Clark’s research also showed that parents of low achievers avoided 

contact with teachers and administrators unless a school official requested a meeting with 

them at the school. They also expressed a sense of powerlessness in their ability to help 
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their children’s academic performance, as well as a sense of despair regarding external 

forces such as insufficient income, lack of support and resources, and inadequate 

resources. Many of the discussions with the lower SES parents of low-achieving students 

in Clark’s study focused on the adversities within the family rather than on the good 

things that were happening. Additionally, the parents held little to no expectation that the 

child would engage in academic activities while at home. Although the lower SES 

parents of low-achieving students were concerned with the well-being of their children, 

they lacked the ability to support their children’s academic behavior (Clark, 1983).  

In contrast, parents of high academic achievers were aggressive in their efforts to 

gain information regarding their children’s grades and academic progress resulting in the 

parents’ abilities to successfully advocate for their children (Clark, 1983).  Lower SES 

parents of high-achieving students within Clark’s study demonstrated the following 

parental behaviors: a) delegation of certain duties and responsibilities that supported 

literacy development, b) instruction, support, and coaching during interpersonal 

encounters, c) establishment of rules, norms, core beliefs, and values, and d) utilization of 

verbal support and reinforcement that nurtured social control and academic success 

(Clark, 1983). While parents within all four categories expressed some level of 

expectations for their children, Clark’s study revealed higher achieving students had 

parents who held higher levels of expectations, aspirations, and a stronger sense of self-

efficacy. Over twenty-five years later, Ingram, Wolfe, and Lieberman’s (2007) research 

showed many of the same results in their study of Epstein’s Model in the three Chicago 

Public Schools.   
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Following his development of the Social Cognitive Theory, Bandura devised the 

term “self-efficacy,” which is defined as an individual’s belief in his or her ability to 

influence a specific outcome (Bandura & Adams, 1977). Bandura’s theory (1995) 

describes four main influencers that aid in the development of self-efficacy: 1) mastery 

experience, 2) vicarious experiences, 3) social persuasion, and 4) physiological and 

emotional state.  The self-efficacy theory applied to parental involvement suggests that 

involvement activities are decided based in part on the way parents think and feel their 

participation will affect the outcomes that follow, specifically students’ academic success 

(Walker, Wilkins, Dallaire, Sandler, & Hoover-Dempsey, 2005; Green, Walker, Hoover-

Dempsey, & Sandler, 2007). Elements within the ecological microsystem can make 

parenting conditions more or less difficult which can ultimately impact parental self-

efficacy. Parents with strong self-efficacy are typically persistent and unwavering in their 

attempts to navigate through difficult issues in an effort to assist their children 

(Strickland, 2015).  

Low socioeconomic status undermines the development of parental self-efficacy 

(Glatz & Buchanan, 2015) because of the barriers created by limited resources and living 

conditions (Renth, Buckley, & Puchner, 2015). Hoover-Dempsey and colleagues (2005) 

reported that parents with higher self-efficacy have a tendency to make positive decisions 

about involvement in their children’s educational activities. Parents with a weaker self-

efficacy show lower levels of involvement and expectations that their involvement will 

positively improve their children’s academic success (Hoover-Dempsey, et al., 2005). 

According to Hornsby and Lafaele (2011), low parental self-efficacy results in parents’ 

lack of confidence in their abilities to assist their children, and they are more likely to 
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avoid parental involvement activities because they do not believe they possess the 

knowledge or skills to produce positive academic outcomes. Lack of confidence can also 

be a result of the educational levels of the parents. Higher SES parents generally possess 

high school diplomas or higher compared to lower socioeconomic parents who may not 

have degrees or high school diplomas (Galen, 2007).  

Parental involvement studies have also focused the maternal role in a child’s 

education and the impact on student academic success. Researchers examined the effect 

of maternal education on parental involvement, and meta-analytic findings reveal strong 

and reliable links between a mother’s educational level, parental involvement, and 

student achievement (Dearing, Kreider, Simpkins, & Weiss, 2006; Suizzo & Stapleton, 

2007; Harding, Morris, & Hughes, 2015; Bellibas, 2016). There are various reasons for 

this connection between maternal education, parental involvement, and positive student 

outcomes. First, mothers with higher levels of education typically engage in parental 

involvement practices that facilitate their children’s academic achievement (Suizzo & 

Soon, 2006). Second, maternal education increases a mother’s access to human, cultural, 

and social capital that is used in multiple ways to enhance their children’s academic 

achievement (Harding, Morris, & Hughes, 2015). 

School Leader and Teacher Perceptions About Parent Involvement 

 Policies regarding parental involvement are not new to school districts across the 

United States; however, the new accountability measures within ESSA have changed and 

are directly linked to Title I funding. According to the Every Student Succeeds Act of 

2015,  school districts are required to reach out to all parents and family members in an 

effort to support student learning through parental involvement activities.  In 2015, one of 
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the changes within the Every Student Succeeds Act was the change of the term “parental 

involvement” to “parent and family engagement” signifying that districts should place an 

emphasis on attracting and partnering with a child’s family rather than just his or her 

parent. Additionally, all Title I school districts are required by the United States 

Department of Education to include parents in the development of their district-level 

parental involvement plans (Arkansas Department of Education, 2014). Policy changes 

and new legislative mandates regarding parental involvement present additional 

challenges to schools that already struggle with meeting lower SES student academic 

growth requirements set by their states. 

A large body of research focuses on the effects of parental involvement and the 

importance of increasing parental involvement (Epstein, 1995; DePlanty, Coulter-Kern, 

& Duchane, 2007; Batchelor, 2013). However, limited literature discusses teacher 

perceptions regarding parental involvement.  Teacher and school leader beliefs about 

parental involvement among lower SES parents greatly influence their perception of and 

ultimately their behavior toward both the parent and student. “Like a three-legged stool, it 

is more easily upset if one leg is broken or shorter than the others” (Bronfenbrenner, 

1979, p. 5).  Bronfenbrenner’s (1979)  analogy illustrates the triadic system of the parent, 

teacher (school), and child relationship and the impact of disruptions or deficiencies 

within the bioecological system. If a teacher’s perception of a lower SES parent’s interest 

in his or her child’s education is negative , the ability to connect with the parent may be 

difficult or absent (Herman & Reinke, 2017), and the learning process breaks down 

(White & Lopez-Levers, 2016). 
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Educational and behavioral expectations are communicated to students through 

classroom teacher-student interactions (Thompson, Warren, & Carter, 2004). Research 

also reveals that negative teacher perceptions result in diminished parent-teacher 

interactions and are  predictors of student outcomes (Bakker, Denessen, & Brus-Laven, 

2007; Berkowitz, Moore, Astor, & Benbenishty, 2017). In their seminal study, the 

Pygmalion Effect in the Classroom, Rosenthal & Jacobson (1968) affirmed that teacher 

expectations for student success could ultimately become a self-fulfilling prophecy. 

Teachers in the Pygmalion study were told that one group of students was high-achieving 

and another group was low-achieving, based on their IQ levels; in reality, the groups 

were switched. The study found that teachers treated the students based on the 

information they received about each student group. Teachers offered more opportunities 

for interaction and praised the performance of students for whom they held high 

expectations and offered fewer opportunities for interaction and participation in 

classroom activities to students for whom they held lower expectations (Rosenthal & 

Jacobson, 1968). Students in the Pygmalion study began to exhibit lower efforts to gain 

their teachers’ attention and gradually withdrew psychologically over the course of the 

three-year study (Rosenthal & Jacobson, 1968). Furthermore, the same students also 

exhibited more hostile behavior toward their fellow classmates who also experienced low 

expectations from their teachers. Additionally, teachers blamed both the students and 

parents for poor academic achievement. Approximately sixty percent of the teachers in 

the study blamed students for their low academic achievement, and nearly sixty-four 

percent blamed the parents.  



51 
 

 

In Barnyak and McNelly’s (2009)  research regarding teachers’ and 

administrators’ beliefs of parental involvement in an urban school district, their study 

revealed a discrepancy between teachers’ and school leaders’ beliefs and programs and 

practices offered to support parental involvement. Teachers and school leaders in the 

study indicated that they held strong beliefs regarding parental involvement and the 

impact it makes on student achievement; however, their practices on campus and in the 

classroom did not match their beliefs. Despite the acknowledgment of the importance of 

parent-teacher relationships, schools lacked the ability to overcome barriers to build 

home-school support systems that promoted academic success. Teachers in the Barnyak 

and McNelly study expressed their desire to have more parental support and open lines of 

communication, while parent participants expressed their frustration with helping their 

children due to a lack of understanding of the material taught in the classroom and the 

unwelcomed feeling when contacting the school. However, both teachers and parents 

expressed the importance of authentic parent-teacher relationships. Additionally, findings 

in the study conducted by Herman and Reinke (2017) suggest that professional 

development for teachers that specifically addresses their perceptions, as well as, equips 

them with skills to be effective in parent interaction could prove to promote parental 

involvement. 

Summary 

Although many children grow up in families that are able to provide an 

abundance of financial support and material resources, there are 15 million children in the 

United States under the age of 18 who live below the poverty line (Musu-Gillette, et al., 

2017). Research continues to reveal the benefits of parental involvement in student 
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academic achievement, however the socioeconomic achievement gap continues to 

increase,  and limited strategies exist to engage lower SES parents in both home- and 

school-based involvement activities. Bronfenbrenner’s Theoretical Framework articulates 

a clear and relevant connection between two central and proximal environments vital to 

the development of a child: home and school (mesosystem). When examining the 

complex environments within the bioecological system, as illustrated in Figure 2, it is 

important to acknowledge the individual influencers of both home and school, but more 

importantly the collective effect they exert on the child’s development (White & Lopez-

Levers, 2016) and academic success (Australian Research Alliance for Children and 

Youth, 2012). 
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Figure 2. Micro- and meso bioecological system influencers as reported in the School 
Effectiveness Research that affect student academic achievement (Australian Research Alliance 
for Children and Youth, 2012). 
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CHAPTER 3 

METHODOLOGY 

The literature reviewed in Chapter 2 indicates that parental involvement is a factor 

in student achievement. Moreover, the literature reveals a gap in parental involvement 

among lower SES families and their more affluent counterparts. The researcher’s purpose 

in the current quantitative study was to explore parental involvement perceptions, beliefs, 

and self-efficacy among lower SES parents of high-achieving students and lower SES 

parents of low performing students in grades three and four. The study examined the 

factors within the students’ bioecological systems, specifically the micro- and 

mesosystems, in an effort to determine influencers that promote or impede academic 

achievement. Using two of Urie Bronfenbrenner’s bioecological layers (micro- and 

mesosystem), the focus of the study was to research the causal relationship of parental 

involvement and students academic achievement among lower SES families. Chapter 3 

describes the research design and data analysis for the study presented in the following 

sections: a) research questions, b) design, c) population sample, d) internal review board 

approval, e) research instruments/data source, f) procedures, and e) data analysis. 

Research Questions 

RQ1: Is there a statistically significant difference in parental involvement roles and 

responsibilities, barriers, self-efficacy, practices, and beliefs and perceptions between 

lower SES parents with students who have high-achieving reading scores and lower SES 

parents with students who have low-achieving reading scores? 

RQ2: Is there a statistically significant difference in parental involvement roles and 

responsibilities, barriers, self-efficacy, practices, and beliefs and perceptions between 
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lower SES parents with students who have high-achieving and lower SES parents with 

students who have low-achieving math scores? 

RQ3: Is there a statistically significant difference in the bioecological factors between 

lower SES high-achieving students compared to lower SES students who struggle 

academically? 

Research Design 

The quantitative study used a causal-comparative research design to identify a 

causative relationship between parental involvement and the academic performance of 

third and fourth grade lower SES students attending magnet schools across the state of 

Arkansas. Researchers use a causal-comparative design, also known as an ex post facto 

design, to investigate and attempt to determine the cause of variances that already exist 

between or among groups (Salkind, 2010; FaTima, 2015). This design offers a greater 

opportunity for the researcher to make causal inferences regarding the possible effect of 

parental involvement on student achievement. Two parent groups were formed based on 

students’ achievement in math and reading on the Arkansas ACT Aspire summative 

assessment. Executing a causal-comparative research design allowed the researcher to 

compare the two groups (lower SES parents of high-achieving students and lower SES 

parents of low-achieving students) and examine existing differences in parental 

involvement perceptions, beliefs, and self-efficacy that may affect the academic outcome 

of their children. Futhermore, a causal-comparative design is appropriate because the 

approach examined the possible cause-and-effect relationship between the independent 

variables and the dependent variable identified in the study (Salkind, 2010). The 

researcher did not manipulate any of the variables, which would be a characteristic found 
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in an experimental research design (Creswell, 2018); therefore this is a nonexperimental 

study.  

Participants 

The participants in the study were lower SES parents of students who were in the 

third and fourth grade during the 2017-2018 school year. Additionally, the parent 

participants’ children attended elementary magnet schools indentified as Title 1 schools 

in the state of Arkansas. There are twenty-one magnet elementary schools in Arkansas, 

however, thirteen of the schools have student populations in which seventy percent or 

higher qualify for free and/or reduced meals. The thirteen elementary magnet schools are 

located in three of the five regions in the state of Arkansas. Some of the participants in 

the study may be considered a “difficult-to-reach” population because of their location 

and the researchers inability to have direct access to the participant , therefore the 

researcher used a purposive sample technique to select participants. Purposive sampling 

is a non-probability method that purposefully seeks members of a particular group in an 

effort to obtain a representative sample (FaTima, 2015). During the 2017-2018 school 

year, 1,072 third graders and 1,100 fourth graders attended the thirteen magnet schools 

identified in the study.  The researcher targeted the parents of those third and fourth grade 

students who attended one of the thirteen elementary magnet schools and completed the 

ACT Aspire State Assessment which totals 1,051 and 1,066, respectively (Arkansas 

Department of Education Center, 2017).   

  Participants in the study were lower socioeconomic parents of either high 

academic achieving or low performing third and fourth grade students who attended a 

high-poverty elementary magnet school in urban and rural school districts across the state 
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of Arkansas. According to the Arkansas Department of Education Center (2017) and 

Blevins (2018), seventy percent of lower SES third grade students (identified as 

economically disadvantaged in the report) received Close or Needs Support performance 

indicator in reading, and forty-nine percent of that same group received Close or Needs 

Support in math. Sixty-four percent of lower SES fourth grade students received Close or 

Needs Support indicators in reading, and fifty-seven percent were identified by the same 

performance indicators in math. The aforementioned indicators are identified as low-

achieving. 

The racial population in the state of Arkansas is 72.5% White, 15.7% Black, 7.6% 

Hispanic, and 4.2% other. Several elementary schools in Arkansas have student 

poplations where over 65% of the student enrollment is one race and the remaining 35% 

consists of various races. Creating a diverse student population is hard to achieve because 

many regions have government-enforced school districts boundaries that follow 

neighborhood and municipal boundaries which typically establish racially segregated 

neighborhood schools (Eaton & Chirichigno, 2011). In Arkansas, several high-poverty 

elementary schools lack racial diversity among the student populations compared to 

elementary magnet schools with high-poverty classifications (University of Arkansas, 

2018). Magnet schools have open enrollment across traditional school district attendance 

boundaries. Therefore, diversity among students enrolled in high-poverty magnet 

elementary schools is greater (Arkansas Department of Education Center, 2017). For the 

purpose of the study, thirteen elementary magnet campuses were selected due to their 

high-poverty status - free and reduced lunch student populations ranging from 74% to 

100%. Additionally, the thirteen magnet campuses demonstrate more racial diversity 
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among their student populations. The diversity within the thirteen elementary magnet 

schools identified for the study allowed the researcher to investigate parental involvement 

perceptions and practices of lower socioeconomic parents.  

Institutional Review Board Approval 

Prior to conducting the study, the researcher submitted an application for approval 

to the Texas A&M University – Texarkana Institutional Review Board (IRB). Upon 

approval, the researcher proceeded by sending letters to each district superintendent in 

which the research would take place. The letters requested permission to conduct the 

parent survey and provided an explanation of the study and why parents within their 

schools were selected to participate. In some instances, a follow-up e-mail was sent after 

the initial contact to gain approval from the superintendents. Following the initial contact 

and approval, information was sent the to principals explaining the purpose of the study 

along with requests to send the parent questionnaire survey link to parents whose children 

attend their schools. The survey link included consent information notifying the parents 

that participation in the research was voluntary, and they may withdraw from the study at 

any time during the process. 

Instrumentation and Source of Data 

The study used an online Google Forms survey entitled Family and School 

Connections: Parental Involvement Survey to examine the identified independent 

variables and dependent variables. The questionnaire consisted of eighteen forced-

response questions and was designed as a series of scales to measure parental 

involvement. The survey used a Likert-type scoring scale to gather data regarding home 

and school-based parental roles and responsibilities, parental self-efficacy, parental 
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involvement practices, beliefs and perceptions and barriers to involvement (six dependent 

variables). The survey questions were created to generate responses and gather data so 

the researcher could examine factors within the students’ bioecological system that may 

support or impede academic success. The researcher used a survey adapted from surveys 

conducted by researchers Salwiesz (2015), Walker, Wilkins, Dallaire, Sandler, & 

Hoover-Dempsey (2005), and Gehlbach (2015). Each of the surveys have been tested for 

reliability and validity. The adapted survey questions were created to generate responses 

and gather data so the researcher could examine factors within the students’ bioecological 

system that may have supported or impeded academic success. Since the study used a 

survey adapted from three separate studies, the researcher conducted a pilot study in one 

of the thirteen elementary magnet schools to establish research collection and instrument 

reliability, recruitment strategies, and research protocol. The parent participants were 

asked by their chilrens’ teachers to access the survey link via the districts’ parent portal to 

complete the eighteen question online survey.  

Parental Involvement Survey 

Parents targeted for the study were asked to complete a fifteen minute online 

survey. The survey began with an informed consent detailing the purpose of the research, 

their right to decline to participate, any forseeable consequences, any risks associated 

with their participation, benefits of the research, anonymity and confidentiality associated 

with their participation, along with information of who to contact for questions about the 

study. Respondents were asked to agree or disagree to participate in the study before 

proceeding. Utilizing an online parental involvement survey in the study allowed the 

researcher to examine the attitudes and opinions of the parent respondents in an effort to 
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answer the research questions. A benefit of using an online survey as a tool to collect data 

for the study is the ability to use the Internet to access a larger sampling from participants 

outside of the researcher’s immediate area (Wright, 2017). Ryan’s (2018) computer and 

Internet use report revealed a considerable increase in the presence and use of computers 

over the past few decades. In 1984, eight percent of households reported owning 

computers compared to eighty-nine percent in 2016. Among the eighty-nine percent of all 

households with computers, including smart devices, eighty-one percent had broadband 

Internet service (Ryan, 2018). Ryan’s study also indicates that according to the U.S. 

Department of Commerce report, smartphone usage has become increasingly common in 

Black or Hispanic households and low income households (Ryan, 2018). 

Student Achievement Data 

Each year, Arkansas public school students in grades three through ten are 

required by law to complete the Arkansas ACT Aspire summative assessment. ACT 

Aspire is a computer-based longitudal assessment that provides insight into student 

performance in mathematics, reading, English, science, and writing (ACT Aspire, 2019). 

Each subject is measured against the ACT Readiness Benchmark to identify whether a 

student is on target to meet the college readiness benchmarks by the time they take the 

ACT in the eleventh grade. ACT Aspire is based on an articulated and continuous 

development of knowledge and skills which fundamentally connect to college and career 

readiness. Student readiness is based on four ACT Aspire performance levels: Close, 

Needs Support, Ready, and Exceeds. The current study focused on ACT Aspire scores of 

2017-2018 third and fourth grade students in both math and reading. Analyzing the third 

and fourth grade parent cohort provides a benchmark for possible research in the future. 
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Parent participants indicated the students’ ACT Aspire performance levels by responding 

to a series of questions within the survey. 

Procedures 

Prior to conducting the study, the researcher sent letters requesting permission 

from the superintendents of the targeted schools to send the survey link to parents. In the 

request for permission letter, the researcher informed the superintendents that the name of 

their district and schools would remain confidential. However, upon the request of the 

participating district, the researcher would share the results of the study. School districts, 

campuses, and classroom teachers targeted in the study use parent communication portals 

like Blackboard, SchoolMessenger, Classroom Dojo, and Remind 101 as communication 

tools for parents and students. Parent communication portals are web-based or application 

systems that allow quick and efficient communication between schools (teachers) and 

parents. Moreover, parent communication portals allow parents to receive or send 

information in a secure online environment via personal computer or mobile app. Upon 

approval, the researcher sent the parent survey link to the fourth and fifth grade teachers 

at each of the participating magnet schools in the study, along with a request to use their 

designated parent portal to disseminate the link to their parents. The survey link was 

given to parents of current fourth and fifth grade students because the ACT Aspire 

assessment data came from the 2017-2018 third and fourth grade cohort.  

Research Analysis 

Causal comparative is a common design used in educational research (Salkind, 

2010). According to FaTima (2015), it is important to look for causes of the difference in 

means when analyzing data collected in a causal comparative study. The participants in 
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the study differed on observed independent variables.  A one-way between-groups 

Multivariate Analysis of Variance (MANOVA) is a common statistical method used for 

simultaneously comparing the means of multiple dependent variable across two or more 

groups (Pallant, 2013). Moreover, MANOVA includes several assumptions including 

multivariate normality. In addition to using a multivariate analysis of variance to 

investigate data, the researcher used Kruskal-Wallis to determine if the race, age, and 

educational level of the participants were a direct connection to student academic 

success.  

To investigate the link between parental involvement and academic achievement, 

survey responses were coded and computed into six variables (home and school-based 

roles and responsibilities, barriers to involvement, self-efficacy, practices, and beliefs and 

perceptions). The students’ ACT Aspire performance levels were coded and combined 

into two variables (Close/Needs Support and Ready/Exceeds). Coding the survey 

responses allowed the researcher to determine the two lower SES parent groups, 

determine if there was a statistically significant difference between groups, and answer 

the research questions. Additionally, demographics were coded according to participants’ 

age, race, and educational level.  

Summary 

The goal of the study’s quantitative methodological approach was to gather and 

analyze data to allow the researcher to investigate the parental involvement perceptions 

and practices of the study participants. Several researchers have used qualitative or mixed 

methods to study the effects of parental involvement on student academic achievement. 

The nature of the study sought to answer the research questions by comparing existing 
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behaviors and academic scores, therefore, a quantitative causal comparative approach 

was used to investigate the research questions in the current study.  
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CHAPTER 4 

RESEARCH RESULTS 

Numerous studies indicate that parental involvement is a significant influencer in 

students’ successful educational outcomes.  The purpose of the study is to compare the 

parental involvement perceptions and practices of parents of lower SES third and fourth 

graders achieving high academics to the parental involvement perceptions and practices 

of lower SES families with low achieving third and fourth grade students. The researcher 

used an online survey to collect data from parents in Title 1 elementary magnet schools in 

the state of Arkansas. The researcher investigated three research questions related to the 

differences in the level of perceptions, beliefs and practices in parental involvement 

between lower socioeconomic parents of high-achieving and parents of lower performing 

third and fourth grade students.  

Chapter Four presents findings and data analysis in order to answer the following 

three research questions: 

1. Is there a statistically significant difference in parental involvement roles and 

responsibilities, barriers, self-efficacy, practices, and beliefs and perceptions 

between lower SES parents with students who have high-achieving reading scores 

and lower parents with students who have low-achieving reading scores? 

2. Is there a statistically significant difference in parental involvement roles and 

responsibilities, barriers, self-efficacy, practices, and beliefs and perceptions 

between lower SES parents with students who have high-achieving math scores 

and lower parents with students who have low-achieving math scores.? 
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3. Is there a statistically significant difference in the bioecological factors between 

lower SES high-achieving students compared to lower SES students who struggle 

academically? 

To answer the research questions, six hypotheses were tested using the Family 

and School Connections: Parental Involvement Survey instrument. The dependent 

variables were home-based roles and responsibilities, school-based roles and 

responsibilities, barriers to involvement, self-efficacy, practices, and beliefs and 

perceptions. The independent variables were math and reading ACT Aspire scores and 

parent demographics (race, educational level, and age).  The research instrument was 

adapted from surveys conducted by researchers Salwiesz (2015), Walker, Wilkins, 

Dallaire, Sandler, & Hoover-Dempsey (2005), and Gehlbach (2015). The researcher’s 

adapted survey originally included ten parental involvement statements with multiple 

likert-scale responses distributed among the dependent variables. The survey for the 

current study asked participants to indicate their level of involvement in their children’s 

education, as well as parental involvement settings and activities outside of school. The 

Likert-style survey questions were designed to generate responses from the participants 

that would reveal the participants’ beliefs and perceptions regarding parental 

involvement, parental involvement practices, their home and school-based involvement 

activities, their levels of self-efficacy, and barriers they believed impeded their ability to 

be involved. A pilot study was conducted to test the survey for validity and reliability. 

The pilot study included thirty parents with students in a fourth grade class in Texarkana, 

Arkansas. In addition to feedback from the campus principal that indicated parent 

complaints regarding the length of the survey, returned surveys from the pilot study 
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contained missing demographic responses. To avoid survey fatique, the researcher 

decreased the number of questions from ten likert-scale questions to eight and changed 

the response requirement for demographic questions. 

Research Null Hypotheses 

1. There is no statistically significant difference in parental involvement roles and 

responsibilities, barriers, self-efficacy, practices, and beliefs and perceptions 

between lower SES parents with students who have high-achieving reading scores 

and parents with students who have low-achieving reading scores.  

2. There is no statistically significant difference in parental involvement roles and 

responsibilities, barriers, self-efficacy, practices, and beliefs and perceptions 

between lower SES parents with students who have high-achieving math scores 

and lower SES parents with students who have low-achieving math scores. 

3. There is no statistically significant difference in bioecological factors between 

lower SES high-achieving students compared to lower SES students who struggle 

academically. 

4. The is no statistically significant difference between lower SES parents with 

differing races with regard to home and school-based roles and responsibilities, 

barriers to involvement, self-efficacy, practices, and beliefs and perceptions. 

5. The is no statistically significant difference between lower SES parents with 

differing ages with regard to home and school-based roles and responsibilities, 

barriers to involvement, self-efficacy, practices, and beliefs and perceptions. 

6. The is no statistically significant difference between lower SES parents with 

differing educational levels with regard to home and school-based roles and 
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responsibilities, barriers to involvement, self-efficacy, practices, and beliefs and 

perceptions. 

Data Collection, Preparation, and Analysis 

Data for the present study were collected from surveys completed by parents or 

guardians of students who were in the third or fourth grade during the 2017-2018 school 

year and who completed the Arkansas ACT Aspire state assessment during that same 

year. All of  the online surveys contained a participant time stamp which was converted 

to a unique participant code and exported into an Excel spreadsheet. The researcher 

created a codebook to assign numbers to the participant responses, define each variable, 

assign unique labels to each of the variables, and summarize the instructions needed for 

data analysis in SPSS. The coded data were imported in to SPSS, checked for errors, and 

prepared for preliminary analyses. 

The researcher used SPSS (Statistical Package for Social Sciences) to run the 

statistical analyses used in the study. Survey questions were computed and clustered 

within each of the dependent variable factors (home and school-based roles and 

responsibilities, barriers to involvement, self-efficacy, practices, and beliefs and 

perceptions) in preparation for analysis. The researcher conducted preliminary 

assumption testing to check normality of data distribution and check for univariate and 

multivariate outliers. The preliminary analysis revealed that the data were non-normally 

distributed and contained a small number of multivariate outliers. Using SPSS 

calculations, the researcher converted the data to Z-scores to normalize data distribution 

and create a robust MANOVA analysis. Z-scores are commonly used to eliminate a 

number of variances in data values and to normalize variables (Colan, 2013). The 
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Kruskal-Wallis was used to determine if there was a statistically significant difference 

among groups with regard to age, race, and education. 

Demographics of Study Participants 

Thirteen high-poverty magnet schools were targeted for the study. Six of the 

targeted magnet schools agreed to send the survey link to their students’ parents. The 

survey link was distributed to 407 fourth grade and 409 fifth grade parents (2017-2018 

third and fourth grade). A total of 157 surveys were returned; however, 13 were 

incomplete or had a response of no, indicating their unwillingness to participate in the 

study. The study yielded a 17.6% return rate with a total of 144 participants. Descriptive 

statistics were used to determine the demographic characteristics. Table 4.1 presents the 

mean and standard deviation calculations for the participant population. 

Table 4.1 

Participant Demographics 

 N Minimum Maximum M SD 
Age 144 1 5 2.34 .777 
Race 144 1 5 1.58 .874 
Education 144 1 5 2.70 1.018 
Valid N  144     
 

Descriptive Analysis 

The frequency and percentage of age for parent and guardian participants is found 

in Table 4.2. Thirteen (9%) participants were 20-29 years old. Eighty-one (56.3%) 

participants were 30-39 years old; this group represented the largest group of study 

participants according to age. Forty (27.8%) participants were 40-49 years old, eight 
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(5.6%) participants were 50-59 years old, and two (1.4%) participants were 60 years old 

or older, representing the smallest age group of study participants.  

Table 4.2 

Participant Age 

 Frequency Percent Valid Percent 
Cumulative 
Percent 

Valid 20-29 13 9.0 9.0 9.0 
30-39 81 56.3 56.3 65.3 
40-49 40 27.8 27.8 93.1 
50-59 8 5.6 5.6 98.6 
Over 60 2 1.4 1.4 100.0 
Total 144 100.0 100.0  

 
The frequency and percentage for race is found in Table 4.3. Eighty-two (56.9%) 

participants were White and represented the largest number of participants. Fifty-three 

(36.8%) participants were Black. Hispanic and Native Americans each had four 

participants at a combined percentage of 5.6%. One (.7%) participant was Asian, 

representing the smallest group of participants in the current study. 

Table 4.3 

Participant Race 

 Frequency Percent Valid Percent 
Cumulative 
Percent 

Valid White 82 56.9 56.9 56.9 
Black or African 
American 

53 36.8 36.8 93.8 

Asian 1 .7 .7 94.4 
Hispanic 4 2.8 2.8 97.2 
Native American 4 2.8 2.8 100.0 
Total 144 100.0 100.0  
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The frequency and percent for level of education among the participants is found 

in Table 4.4. Eleven (7.6%) of the participants did not graduate from high school, sixty-

one (42.4%) study participants graduated from high school, forty (27.8%) participants 

completed a bachelor’s degree, and twenty-four (16.7%) study participants had a master’s 

degree. Eight (5.6%) participants indicated other educational attainment that may have 

included licenses or certifications in specialized areas. The largest number of participants 

were those who indicated that a high school diploma was their highest level of education 

attainment. 

Table 4.4 

Participant Education Level 

 Frequency Percent Valid Percent 
Cumulative 
Percent 

Valid Some high school 11 7.6 7.6 7.6 
High school graduate 61 42.4 42.4 50.0 
Bachelor's 40 27.8 27.8 77.8 
Master's 24 16.7 16.7 94.4 
Other 8 5.6 5.6 100.0 
Total 144 100.0 100.0  

 
Data Analysis and Results 

The quantitative data from the the Family and School Connections: Parental 

Involvement Survey adapted from surveys conducted by researchers Salwiesz (2015), 

Walker, Wilkins, Dallaire, Sandler, & Hoover-Dempsey (2005), and Gehlbach (2015) 

provided answers to the study’s research questions. The reseacher used the survey 

instrument to measure parental involvement and bioecological factors that may impact 

students’ academic success. The survery included questions about the parents’ 

educational level, race, age, and the engagement parctices and beliefs regarding parental 
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involvement. Additionally, data from the survey included questions regarding the 

students ACT Aspire Assesment performance level for the 2017-2018 school year. 

Research Question 1. Is there a statistically significant difference in parental 

involvement roles and responsibilities, barriers, self-efficacy, practices, and beliefs and 

perceptions between lower SES parents with students who have high-achieving reading 

scores compared to lower SES parents with students who have low-achieving reading 

scores? A one-way multivariate analysis of variance (MANOVA) was performed to 

investigate parental involvement activities among parents who have students who 

performed well in reading and those who have students who struggled in reading. Six 

dependent variables were used: home-based roles and responsibilities, school-based roles 

and responsibilities, barriers to involvement, self-efficacy, practices, and beliefs and 

perceptions. There was a statistically significant difference between the parents of 

students who had high-achieving reading scores on the combined dependent variables, 

Wilk’s L = .75,  F (6, 137) = 7.63, p < .001; partial 2 = .25. Therefore, the null 

hypothesis was rejected. When the results of the variables were analyzed using univariate 

ANOVAs, all of the variables continued to show that there is a statistically significant 

difference between parents of high-achieving and low-achieving students in reading. 

Although mean scores for each of the variables were slightly higher for each of the 

variables, the mean scores indicated that home-based parental involvement roles and 

responsibilities were the highest between parents of students who received performance 

levels of Ready or Exceeds in reading (M = 4.76, SD =.864) and parents of students 

whose performance levels were Close or Needs Support (M = 3.76, SD = 1.397). 

Moreover, parents of students who were low-achieving in reading had higher levels of 

h
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perceived barries to involvement (M = 2.32, SD = .952) compared to parents of students 

who achieved higher reading scores (M = 1.52, SD = .695). See table 4.5 for the mean 

and standard deviation for each of the six dependent variables. 

Table 4.5 

Reading Means and Standard Deviations for Six Dependent Variables (Ready or 
Exceeding vs. Close or Needs Support Reading Performance Level) 

Dependent Variable Reading Performance Level M SD 
Home-based Roles Close - Needs support 3.7588 1.39712 

Ready - Exceeds 4.7601 .86376 
School-based Roles Close - Needs support 2.6881 1.03647 

Ready - Exceeds 3.3934 .94946 
Barriers Close - Needs support 2.3238 .95161 

Ready - Exceeds 1.5172 .69585 
Self-efficacy Close - Needs support 3.5035 1.12138 

Ready - Exceeds 4.1678 .84613 
Practices Close - Needs support 4.0702 1.13010 

Ready - Exceeds 4.9276 .82514 
Beliefs and Perceptions Close - Needs support 2.6316 .75644 

Ready - Exceeds 3.0793 .71335 

 
Research Question 2. Is there a statistically significant difference in parental 

involvement roles and responsibilities, barriers, self-efficacy, practices, and beliefs and 

perceptions between lower SES parents with students who have high-achieving math 

scores compared to lower SES parents with students who have low-achieving math 

scores.? A one-way multivariate analysis of variance was performed to investigate 

parental involvement activities between parents who have students who perform well in 

math and those who have students who struggle in math. Six dependent variables were 

used: home-based roles and responsibilities, school-based roles and responsibilities, 

barriers to involvement, self-efficacy, practices, and beliefs and perceptions. There was a 
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statistically significant difference between the parents of students who had high-

achieving math scores on the combined dependent variables,  

Wilk’s L = .62, F (6, 137) = 14.22, p < .001, partial 2 = .38. The null hypothesis was 

rejected. Additionally, univariate ANOVA tests were run to analyze each of the six 

variables and the results showed that there was a statistically significant difference in 

each of the parental involvement variables between parents of high-performing math 

students compared to the involvement of parents whose students had lower math scores. 

The mean scores for parent home-based roles and responsibilities were slightly higher 

between parents who had students who received performance levels of Ready or Exceeds 

in reading (M = 4.90, SD =.842) and parents of students whose performance levels were 

Close or Needs Support (M = 3.65, SD = 1.26). Additionally, mean scores indicated 

slightly higher levels in parental involvement practices between parents who had students 

who received performance levels of Ready or Exceeds in reading (M = 5.05, SD =.755) 

and parents of students whose performance level was Close or Needs Support (M = 3.96, 

SD = 1.05). Similar to the analysis of participant’s perceived barriers for reading, parents 

of students who were low-achieving in math had higher levels of perceived barries to 

involvement (M = 2.36, SD = .918) compared to parents of students who achieved higher 

math scores (M = 1.45, SD = .650). See table 4.6 for the mean and standard deviation for 

each of the six dependent variables. 

h
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Table 4.6 

Math Means and Standard Deviations for Six Dependent Variables 
(Ready or Exceeding vs. Close or Needs Support Math Performance Level) 

Dependent Variable Math M SD 
Home-based Roles Close - Needs support 3.6475 1.26172 

Ready - Exceeds 4.8901 .84247 
School-based Roles Close - Needs support 2.6138 1.03729 

Ready - Exceeds 3.4819 .88179 
Barriers Close - Needs support 2.3636 .91829 

Ready - Exceeds 1.4491 .65098 
Self-efficacy Close - Needs support 3.4574 1.10461 

Ready - Exceeds 4.2337 .80233 
Practices Close - Needs support 3.9574 1.05285 

Ready - Exceeds 5.0518 .75520 
Beliefs and Perceptions Close - Needs support 2.6557 .76540 

Ready - Exceeds 3.0831 .70828 

 
Research Question 3. Is there a statistically significant difference in the 

bioecological factors between lower SES high-achieving students compared to lower SES 

students who struggle academically? To answer the third research question, three 

Kruskal-Wallis tests were used to examine whether parental involvement roles and 

responsibilities, barriers, self-efficacy, practices, and beliefs and perceptions differed on 

the basis of age, race, or education level of the parent. The Kruskal-Wallis test showed 

that there was not a statistically significant difference in parental involvement between 

parents in different age groups, χ2(2) = 6.499, p > .05, with mean rank age scores of 74.46 

for 20-29 year olds, 65.63 for ages 30-39, 83.70 for 40-49 year olds, 87.70 for 50-59 year 

olds, and 54.50 for participants over 60 years old. Therefore, the null hypothesis was 

retained. Additionally, the Kruskal-Wallis test indicated there was not a statistically 

significant difference in parental involvement between parents of different races,  
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χ2(2) = 5.173, p > .05, with a mean rank score of 73.71 for White, 71.38 for Black, 

125.00 for Asian, 36.00 for Hispanic, and 86.00 for Native American – the null 

hypothesis was retained. However, the Kruskal-Wallis test revealed that there is a 

statistically significant difference in parental involvement between parents with different 

levels of education, χ2(2) = 45.63, p < .001; therefore, the null hypotheses was rejected. 

Mean rank scores for educational levels were 34.00 for some high school, 52.77 for high 

school graduate, 90.13 for Bachelor’s degree, 99.38 for Master’s degree, and 107.13 for 

participants who completed other post high school certification or licenses. A pairwise 

comparison of educational levels indicated that there is no statistically significant 

difference in parental involvement between parents with postsecondary degrees or 

certifications.  

Utilizing the Kruskal-Wallis test, the researcher analyzed the six combined 

parental involvement variables to investigate the bioecological factors within the 

students’ microsystems that may or may not support academic achievement. Participant 

responses to survey questions regarding the six dependent variables indicated that there is 

a statistically significant difference in the bioecological factors between lower SES high-

achieving students compared to lower SES students who struggle academically,  

χ2(2) = 9.41, p < .001 for reading with a median rank score of 18.74, and χ2(2) = 29.12,  

p < .001 for math with a median rank score of 18.74.    

Summary 

The purpose of the study was to determine if there is a statistically significant 

difference in the bioecological system and level of home and school-based roles and 

responsibilities, practices, perceptions and beliefs, and self-efficacy between the two 
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parent groups. The results showed that a student’s academic performance is statistically 

dependent on factors within a child’s environment and the level of parental involvement 

inside and outside of the home. Furthermore, the educational level of a parent was a 

variable that showed a significant connection to the student’s academic success. In 

conclusion, the findings in the study indicate that parental involvement and factors within 

the child’s bioecological system are directly related to a child’s educational success. 

The Wilk’s Lambda test results outlined in research questions one and two 

revealed a statistically significant difference in parental involvement between the parents 

of students who had high-achieving reading and math scores for all six of the dependent 

variables. While race and age of the parent did not indicate a statistically significant 

difference in parental involvement, the parents’ levels of education were key factors in 

the level of parental involvement activities. Therefore, the research findings concluded 

that there is a statistically significant difference in the bioecological factors between 

lower SES high-achieving students compared to lower SES students who struggle 

academically. 
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CHAPTER 5 

CONCLUSIONS, DISCUSSION, AND RECOMMENDATIONS 

The purpose of this study was to compare the involvement of parents of lower 

SES third and fourth grade students who had an ACT Aspire performance level of Ready 

or Exceeds in math or reading to the parental involvement of lower SES parents with 

third and fourth grade students who were at a Close or Needs Support ACT Aspire 

performance level in math or reading. The study sought to create a deeper understanding 

of parental involvement among lower socioeconomic families and reveal data that will 

aid in increasing the probability of academic success among lower SES students. One 

hundred forty-four participants volunteered and completed the online survey that 

contained questions that would indicate levels of parental involvement. The survey 

responses also gathered participant demographic information (age, race, education 

attainment).  

The following research questions guided the study and were used to develop the 

survey instrument and gather data from the participants’ responses: 

1. Is there a statistically significant difference in parental involvement roles and 

responsibilities, barriers, self-efficacy, practices, and beliefs and perceptions 

between lower SES parents with students who have high-achieving reading scores 

and lower parents with students who have low-achieving reading scores? 

2. Is there a statistically significant difference in parental involvement roles and 

responsibilities, barriers, self-efficacy, practices, and beliefs and perceptions 

between lower SES parents with students who have high-achieving math scores 

and lower SES parents with students who have low-achieving math scores? 
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3. Is there a statistically significant difference in the bioecological factors among 

lower SES high-achieving students compared to lower SES students who struggle 

academically? 

Home-based and school-based influencers within a child’s bioecological micro- 

and mesosystem can support or impede the child’s academic success. While there are 

several factors that impact student achievement, six common themes (home and school-

based roles and responsibilities, practices, barriers, self-efficacy, and beliefs and 

perceptions) were key factors in the students’ Ready or Exceeds reading and math ACT 

Aspire performance levels.    

Summary of the Study Findings 

The quantitative parental involvement study obtained data from the Family and 

School Connections: Parental Involvement Survey. The data were utilized to determine if 

parental involvement differed between lower SES parents of high-achieving and low-

achieving students in the subject areas of math and reading. The researcher also used 

participants’ demographic data from the survey to further answer the three research 

questions. Research examples found in the Chapter Two Review of Literature revealed 

the strong link between parental involvement and student academic performance. 

Additionally, researchers suggest that living in poverty during childhood is linked to 

lower-than-average academic performance beginning in kindergarten and extending 

through high school. This economic disadvantage leads to a lower-than-average rate of 

completing high school. (Musu-Gillette, et al., 2017, p. 20). Some lower socioeconomic 

families struggle to find ways to engage in parental involvement activities that support 

academic achievement. Additionally, school administrators and teachers continue to face 
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the challenge of creating involvement opportunities for parents who face barriers to 

participating in traditional school-based parental involvement activities offered by the 

school. District administrators, school leaders, teachers, and parents can benefit from the 

conclusions in the current research.  

The overarching goal of the study was to compare data representing six defined 

parental involvement variables between two parent groups and determine if parental 

involvement activities were linked to academic success, specifically math and reading 

ACT Aspire performance levels. Participants in the study were lower socioeconomic 

parents of students who were in the third or fourth grades during the 2017-2018 school 

year, attended a high-poverty elementary magnet school in urban and rural school 

districts across the state of Arkansas, and completed the ACT Aspire state assessment. 

The participant responses were also used to examine factors within the students’ 

bioecological systems that were linked to educational success. Descriptive statistics and 

frequencies were used to describe the data, and a multivariate analysis of variance 

(MANOVA) was utilized to compare differences in parental involvement among lower 

SES parents of third and fourth grade students who had a Ready or Exceeds performance 

level on the ACT Aspire Assessment in math and reading and lower SES parents of 

students who were at a Close or Needs Support performance level. The Kruskal-Wallis 

Test was used to determine if the race, age, and educational levels of the study 

participants were factors in parental involvement home-based roles and responsibilities, 

school-based roles and responsibilities, barriers, self-efficacy, practices, and beliefs and 

perceptions.  
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Home- and School-Based Roles and Responsibilities 

The study concludes that home-based parental involvement is essential to student 

achievement among lower SES families. Home-based educational activities take place 

within the child’s bioecological microsystem (Bronfenbrenner, 1986); and include the 

frequency in which parents engage in homework, offer academic guidance, talk to the 

child about the school day, and encourage good study habits (Hayes, 2012). Study 

participants with high home-based involvement median scores had students who 

performed well in either math or reading on the Arkansas ACT Aspire state assessment.  

Educational outcomes for school-based parental involvement among students in 

lower socioeconomic families varies greatly in research findings. Despite evidence of the 

positive impact of school-based parental involvement, much of the research does not 

focus on the bioecological factors that impede engagement among lower SES families. 

Traditional school-based parental involvement opportunities, like parent-teacher 

conferences, coffee with the principal, or classroom parties often conflict with the unique 

characteristics of a lower socioeconomic family (Bronfenbrenner, 1986). Although some 

participants in the study indicated participation in some school-based activities, the 

median score was lower than the home-based roles and responsibilities. 

Barriers to Parental Involvement: Self-Efficacy and Beliefs and Perceptions 

 Multiple barriers exist within the bioecological system of a student living in a 

lower socioeconomic family. Barriers may include low self-efficacy of the parents or 

beliefs and perceptions about their roles in parental involvement. Parents’ beliefs 

regarding the importance of parental involvement in their children’s education and their 

views about how children develop and learn can either promote or hinder involvement in 



81 
 

 

their children’s education (Hornsby & Lafaele, 2011). Some parents believe that the 

school (teachers and administrators) are responsible for educating their children. 

Additionally, lack of childcare, insufficient transportation, long work hours, lack of 

energy, limited resources, or level of education may be barriers to parental involvement. 

The frequency of barriers among participants in the current study, with students at Close 

or Needs Support ACT Aspire performance levels in reading or math, was significantly 

higher compared to those who had students with higher achieving math or reading levels. 

Participants with lower performing students also had higher frequencies and median 

scores related to their beliefs and perceptions regarding their parental involvement versus 

the school’s role in the education of their children – the participants indicated that schools 

are ultimately responsible for educating their children. 

Parental Involvement Practices 

Participants in the study indicated various parental involvement activities that 

support academic success and take place outside of school. Parental involvement 

practices included having a designated place in the home for the child to do homework, 

making sure the child had enough time to complete homework, limiting time watching 

television and playing video games, maintaining a set bedtime, and engaging in activities 

like visiting a bookstore, library, zoo, or cultural activities.  

Results indicated a significant difference in parental involvement when parent 

groups were compared using their children’s academic achievement. Levels of 

involvement were higher for those parents who had students who were successful in math 

and/or reading. Parents of students who had performance levels of Close or Needs 

Support showed lower levels of involvement in their child’s education and indicated a 
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higher number of barriers that impeded their ability to be involved. Results also revealed 

bioecological factors like designating space for homework, communicating about the 

school day, helping with homework, and providing educational opportunities outside of 

the home were linked to student success and were higher among parents whose children 

received a performance level of Ready or Exceeds in either reading or math. 

Race, Age, and Educational Level 

The researcher utilized demographic data from participant responses in the 

survey. The Kruskal-Wallis tests analyzed the participants’ race, age, and educational 

levels to determine if the participant characteristics were factors in the academic success 

of the students. According to Reardon (2013), the socioeconomic achievement gap has 

increased and is wider than the Black-White achievement gap. The correlation between a 

family’s socioeconomic status and the academic success of their children has grown 

stronger over the years (Chmielewski, 2017). Results from the Kruskal-Wallis test 

showed that there was not a statistically significant difference in the performance level of 

students based on the participants’ race. Although the Black-White achievement gap 

continues to persist in America, the results in this research support other studies that 

show the impact a family’s socioeconomic status has on a child’s educational attainment.  

The age and educational level of the participant was also analyzed. Limited 

research exists that investigates whether the age of a parent influences parental 

involvement. The largest age group for participants in the study were 30-39 years old. 

The results of the Kruskal-Wallis analysis did not show that age was a significant factor 

in the success rate of students. However, when the researcher analyzed the impact of the 

participants’ levels of education, the test revealed a statistically significant difference in 



83 
 

 

student performance in math or reading on the ACT Aspire assessment based on the 

levels of education of the study participants. In 2016, the National Household Education 

Survey reported that parents with higher education levels had higher rates of parent 

involvement. Over 87 percent of parents with bachelor’s degrees or higher attend school 

activities compared to 54 percent of parents with less than a high school education 

(National Household Education Surveys, 2016).   

Conclusions 

Parental involvement is a key factor in a child’s academic success. Decades of 

research have investigated the connection between parental involvement and student 

academic achievement, and almost always concludes that there is a positive relationship 

between parents’ involvement in their children’s education and successful academic 

outcomes. Although lower socioeconomic families face challenges to traditional parental 

involvement opportunities, some lower SES students continue to excel academically. The 

findings in the current study support existing studies that reveal a direct link between 

parental involvement and student academic achievement. Parental involvement practices 

may not look the same between upper or middle socioeconomic families and lower 

socioeconomic families, and the achievement gap between lower SES and middle to 

upper SES students still persists; however, this study contributes to other research that 

suggests that parental involvement plays a significant role in the educational success of a 

student. 

Discussion 

While the findings in the current study support prior research investigating 

parental involvement among lower SES families, the non-random sampling technique 
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and the sample size are two characteristics that make the current research non-

generalizable. The participants in the study are referred to in research as “difficult-to-

reach” population; therefore, the researcher targeted Title I elementary magnet schools 

(seventy-percent or higher free and reduced meal student enrollment). Although the letter 

of request submitted to school districts by the researcher indicated that the school 

districts, campuses, and study participants would remain anonymous, some 

superintendents denied the researchers request to send the survey link to parents in their 

districts. Six schools participated, and the survey link was sent to 407 fourth-grade 

parents and 409 fifth-grade parents. A total of 157 surveys were returned; however, 13 

were omitted. The study had a 17.6% return rate of survey responses.  

Many educators understand that parental involvement is a key factor in a child’s 

academic journey. However, some educators equate the absence of a parent at a school 

event or classroom activity as a parent’s lack of care or concern for the child’s education. 

The negative perception of a school administrator or teacher may be an added barrier of 

involvement for parents who face multiple challenges to participate in traditional parental 

involvement activities. The findings in the current research showed that student 

performance levels were higher when parents engaged in home-based parental 

involvement activities and practices that supported education.  

Evidence in the study may be used to encourage school administrators and 

educators to seek ways to help lower socioeconomic families participate in their 

children’s education outside of the school building. Moreover, the results in this study 

may contribute to a change in perceptions held by some educators regarding their beliefs 

about lower SES parents who do not participate in school-based activities. The findings 
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in this study may inspire increased parental participation among lower SES parents who 

are not actively involved in their children’s education. 

Recommendations for Future Research and Practice 

The discussion of the impact of parental involvement on student achievement has 

taken place over several decades. Policy-makers continue to create or reauthorize 

legislation to mandate the involvement of parents in educational system processes, and 

school districts strive to develop and maintain partnerships with parents in the education 

of their children. Researchers have investigated parental involvement practices according 

to parents’ socioeconomic status, gender, race, and educational attainment. This study 

adds to the conversation by examining the bioecological factors of children in lower 

socioeconomic families and investigating differences in parental involvement that 

support academic achievement. Looking at student academic success through the lens of 

parental involvement among lower socioeconomic status parents shifts the focus. Rather 

than investigate parental engagement between upper and lower SES families, this study 

examined the parental involvement of lower SES parents and compared variables to 

determine if there was a difference in involvement that supported their children’s 

education.  

The study revealed a direct link between parental involvement behaviors and 

student academic success. Therefore, the results found in the current research may be 

used by educators as they plan structured parent involvement activities. Holding parent-

teacher conferences at apartment complexes or at churches in neighborhoods where 

students live may eliminate transportation barriers that some lower SES parents face. 

Additionally, holding parent-teacher conferences at various times and locations may 
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address the issue some parents have with their work schedule. An analysis of the data 

also showed that many of the study participants who had students at a Ready or Exceeds 

performance level engaged in home-based parental involvement activities. Therefore, 

educators should provide home-based learning opportunities for parent-student 

engagement. The home-based engagement activities may include reading together or 

cooking together while learning measurements. Lastly, schools can partner with local 

businesses like the museum, zoo, library, arts theater, and local transportation department 

to create family engagement opportunities outside of the school day. Study participants 

who had students with a Close or Needs Support performance level indicator may use the 

findings in this study to examine their own parental involvement practices. 

Understanding home- and school-based roles and responsibilities, practices, perceptions 

and beliefs, and self-efficacy that promote academic success may be a catalyst for change 

among parents whose children struggle academically. 

Suggestions for further research include the following: 

1. The researcher used a quantitative approach to gather information from study 

participants regarding their parental involvement home- and school-based roles 

and responsibilities, practices, perceptions and beliefs, and self-efficacy - the data 

were obtained from an online survey. A mixed-methods approach involving 

interviews would provide a deeper understanding of perceptions held by parents 

regarding parental involvement.  

2. The current study did not interview teachers regarding their perceptions and 

beliefs regarding parental involvement among lower SES families. Future studies 

should include interviews with teachers to examine their perceptions and practices 
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regarding parental involvement among lower SES families. A pairwise 

comparison of data among parental involvement, teacher perceptions, and student 

academic achievement would provide a deeper look into how influences at home 

and at school (micro and mesosystem) impact student learning.  

3. The current study relied on the parents’ abilities to provide accurate information 

about their children’s’ ACT Aspire performance levels. Future research should 

include obtaining student ACT Aspire scores from the schools in an effort to pair 

assessment data with parent interviews. 

4. The current study focused on the micro and mesosystem bioeecological factors 

that influence parental involvement. Additional studies should examine the three 

remaining bioecological systems (exosystem, macrosystem, and chronosystem) to 

determine how they influence parental involvement which is directly linked to 

student academic achievement. 

Researchers continue to investigate factors that influence parental involvement. 

High-achieving, lower SES children represent students in various communities in the 

United States and reflect the racial, ethnic, and gender demographics in schools across 

America. Although millions of students in the United States are overcoming challenges 

of their socioeconomic circumstances and defying the stereotype that lower SES students 

are destined for poor academic performance, limited research exists exploring the factors 

within the family of high-achieving lower SES children that may contribute to academic 

success. The current study adds to the body of research by comparing involvement 

practices among lower SES parents who have high-achieving and low-achieving students, 

and examining factors that promote student academic success. 
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Appendix B 
Letter to the Superintendent 

May 9, 2019 

Recipient Name 
Xxx Xxxxxxx School District 
XXX Xxxxxxx Avenue 
Xxx Xxxxxxx, AR 7XXXX 

Dear Recipient Name: 

As part of the requirement for completing the Doctor of Education degree at Texas A&M 
–Texarkana (TAMUT) I am conducting a study of parental involvement as it relates to 
academic achievement. This letter is to request your permission for the fourth and fifth 
grade parents of students at the Xxxxxxxx, Xxxxxxx, and Xxxxxx Xxxx Magnet Schools 
in your district to participate in my research study, Parental Involvement: A Comparison 
of Perceptions and Practices of Low SES Parents of High-achieving Students and Low 
SES Parents of Lower Performing Students. 

I am interested in distributing a Google Forms survey link to your parents during the 
month of May 2019 via your district’s parent communication portal (i.e. Remind, Class 
Dojo, School Messenger, Blackboard, etc.). The purpose of this study is not to evaluate 
any particular parent, student, teacher, school or school district but to gain insight on the 
parental involvement practices and beliefs that may promote academic achievement. The 
responses will remain confidential and anonymous, and none of the survey responses are 
connected to any identifying information. Additionally, the names of the school districts 
and schools will be kept confidential and anonymous. 

If you would be willing to allow me to distribute my Google Forms survey link please 
sign below, then scan and e-mail this letter to me at genia.bullock@tasd7.net. Please 
include the name and e-mail addresses of the principals at each of the magnet campuses 
listed above so I can contact each campus and provide the survey link for distribution to 
parents. If you have any questions, you may contact me at 903-244-1552 or via e-mail. 
The results of this research will be available to you upon request. Thank you for your 
time and consideration. 

Sincerely, 

Eugenia Bullock 

Permission is granted for Eugenia K. Bullock to distribute the survey link to parents. 
_____________________________  ____________________________ 
Signature       Date 
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Survey Instrument 

 



110 
 

 

 



111 
 

 

 



112 
 

 

 



113 
 

 

 



114 
 

 

 



115 
 

 

 



116 
 

 

 


