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ABSTRACT

The role of an overt conflict style and linking mechanisms that may mediate the

relationship between an overt interparental conflict style (controlling for interparental

conflict - disagreements) and youth academic achievement were examined. The sample

included 285 youth in sixth- through eighth-grade transitioning from elementary to middle

school. Overt conflict style was measured by frequency of the conflict style. Linking

mechanisms measured were: parental monitoring, parental harsh discipline, parental

Overt conflict style andemphasis on achievement, and youth’s inability to concentrate,

interparental conflict emerged as separate constructs. Parental harsh discipline and youth’s

inability to concentrate emerged as separate constructs. Parental monitoring and parental

emphasis on achievement split loaded forming a parental involvement construct. The

findings did not support the model. Using mother’s report of academic achievement and

combined youth/teacher report of academic achievement, the linking mechanisms did not

mediate the relationship between an overt conflict style and youth’s academic achievement.

Youth/teacher report and mother report of academic achievement was associated with

parental involvement and youth’s inability to concentrate. The results supported that

interparental conflict-disagreements had a direct effect on youths’ academic achievement.
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I. Introduction and Literature Review

One of the consistent correlates of academic achievement for youth in middle school

through high school is the frequency of conflict that occurs between their parents. Research

suggests that this is an inverse linear relationship of low to moderate strength. (See as

examples, Amato & Keith, 1991; Forehand, McCombs, Long, Brody & Fauber, 1988;

Forehand, Wierson, McCombs, Brody & Fauber, 1989; Grych & Fincham, 1990; Long,

Forehand, Fauber & Brody, 1987; Long, Slater, Forehand & Fauber, 1988; Neighbors,

Forehand & Armistead, 1992; Wierson, Forehand & McCombs, 1988). This study

conceptualized academic achievement as the ability to demonstrate a mental aptitude that

yields acceptable levels of performance in school work (i.e., grades). Although academic

achievement is only one area of youth functioning, the literature suggests it is an important

(Wentzel, 1994) and that potentially it is influenced by hostile interparental conflict

(Long et al., 1988). Interparental conflict has been associated with general youth adjustment

whether the conflict occurred in an intact marriage, before a divorce, or after a divorce

(Emery, 1982). Research suggests that academic achievement is one of the areas most

sensitive to family stress and, therefore, is a valid barometer of general adjustment for many

youths (Neighbors et al., 1992).

Although research suggests a relationship between interparental conflict and youth

academic achievement, this literature has three major limitations. The first has been an

inadequate conceptualization of interparental conflict. Initial research supported a

relationship between youth functioning and overall marital discord or divorce (Fincham,

one
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1994). Marital conflict was later identified as the aspect of marital discord or divorce related

youth adjustment. Current research has identified overt interparental conflict to which

youth are exposed as most relevant for understanding youth adjustment (e.g., academic

achievement) (Fincham, 1994).

This literature's second limitation has been a heavy and almost exclusive emphasis

on family structure (i.e., intact vs. divorced) in measuring the relationship between

interparental conflict and youth academic achievement (Camara & Resnick, 1988). Past

research has examined ratings of family conflict separately for intact and divorced families

(Fauber, Forehand, Thomas & Wierson, 1990; Forehand et al., 1988; Forehand et al., 1989).

Research suggests that youth in high-conflict intact families are considerably worse off than

children in low-conflict intact families but also exhibit lower levels of academic achievement

than youths in low-conflict divorced families (Amato et al., 1991). Thus, it appears to be

the process involved when interparental conflict occurs in family functioning, rather than the

family structure alone, that is important when studying interparental conflict and youth’s

academic achievement.

Lastly, the literature has been compromised because inadequate attention has been

given to the important linking mechanisms between an overt interparental conflict style and

youth academic achievement. Although numerous studies have documented the impact of

exposure to interparental conflict on youth adjustment, the mechanisms that link

interparental conflict to youth adjustment have been ignored empirically, and these processes

provide promising avenues for research (Fincham, Grych & Osborne, 1994). The present

study was designed to examine several possible linking mechanisms that may mediate the

to
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relationship between an overt interparental conflict style and youth academic achievement:

parental monitoring, harsh discipline, parental emphasis on achievement, and youth's inability

to concentrate (see Figure 1).

Interparental Conflict Stvk

One of the major limitations in the literature has been the inadequate

conceptualization of interparental conflict. The term interparental conflict is broad and has

been used in diverse ways by various researchers. Past research has almost uniformly

conceptualized marital quality in terms of relationship satisfaction rather than marital conflict

(Crockenberg & Covey, 1991). Although this approach generated important new findings,

the simple unidimensional focus on marital satisfaction failed to identify the specific

dimension of marital quality correlated with or predictive of various aspects of youth

adjustment (Cowan & Cowan, 1990; Esterbrooks, 1987; Howes & Markman, 1989). More

recent research recognized interparental conflict as a multidimensional construct, but

focused mainly on frequency of conflict. However, these studies did not distinguished

between the frequency of interparental conflict (e.g., disagreements) and conflict

management styles used to govern conflict, an important distinction empirically and in

practice (Cummings, Davies & Simpson, 1994).

A strength of the present study was its attention to the distinction between

interparental conflict and a conflict management style as it related to youth adjustment

(specifically, academic achievement). Accordingly, interparental conflict is defined as

disagreements between parents about various issues in family life (Buehler, Knshnakumar,

Anthony, Tittsworth & Stone, 1994). Conceptually, there are five conflict management
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styles: overt strategies (verbal and physical), covert strategies, cooperative strategies,

avoidant strategies, and withdrawal strategies (Ahrons, 1981; Buehler, Anthony, Stone,

Krishnakumar & Tittsworth, 1995; Camara et al., 1988). This project focused on an overt

conflict strategy as related to youth academic achievement. Overt conflict style was selected

as the focus strategy for this study because research in this area is limited and the effects of

overt conflict on youth academic achievement may be important (Amato et al., 1991; Long

et al., 1987). Although each conflict management style warrants further examination, such

examinations were beyond the scope of this study.

Overt conflict style is defined as behaviors and affect that indicate direct

manifestations of negative connections between parents. Identifying behaviors include

yelling, screaming, slapping, and hitting. Predominant emotions include anger, belligerence,

contempt, and/or derision. By definition, overt behaviors between parents include verbal

and/or physical hostility (Buehler et al., 1995).

A review of the literature revealed that past research had not considered the

independent effects of interparental conflict (e.g., frequency of disagreements) and the use

of an overt hostile conflict style on youth academic achievement. Thus, one purpose of this

study was to examine the association between an overt interparental conflict style and youth

academic achievement, controlling for fi-equency of disagreements. It was hypothesized that

use of an overt conflict style would be a stronger predictor of academic achievement than

frequency of disagreements between parents.
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Process and Structural Considerations

Research examining interparental conflict and youth adjustment has been

compromised by a heavy, and almost exclusive, emphasis on family structure. Past studies

have examined the relationship between interparental conflict and academic achievement

separately for intact families and divorced families (Forehand et al., 1988; Long et al., 1987;

Long et al., 1988). Although this approach generated important new findings, it failed to

conceptualize interparental conflict as an important family process regardless of marital

structure.

If youth who are exposed to high levels of marital discord experience lowered

academic achievement, it would follow that academic achievement would improve after the

marital relationship ended. Research suggests that youths' academic achievement may

improve with a change in parents' marital status (Amato et al., 1991). However, research

suggests that it is the youths' decreased exposure to hostile interparental conflict after the

parents' marital change, not the martial status alone, which may have a positive influence on

academic achievement. Camara and Resnick (1988) found that family structure (divorced

vs. intact) was significantly associated with five outcomes. Yet, when measures of conflict

and parents' conflict style were entered into regression equations, parent’s marital status was

no longer significantly associated with any outcome.

In a recent study that examined the effects of parental divorce and interparental

conflict on adolescent functioning (i.e., measured by externalizing, internalizing, academics,

and social competence) across four years, conflict between divorced parents continued to

be important to adolescent functioning (i.e., academics) up to three years after the marriage
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ended (Forehand, Neighbors, Devine & Armistead, 1994). This study provides further

support that exposure to the process of interparental conflict, not parents’ marital structure

per sfi, places youth at risk.

Linking Mechanisms

Several researchers have suggested that the relationship between frequency of

interparental conflict and youth academic achievement may be mediated by parenting

practices (Bray & Hetherington, 1993; Emery, 1982; Gable, Belsky & Cmic, 1992; Grych

& Fincham, 1990; Patterson, DeBaryshe & Ramsey, 1989). Overt interactions between

parents are absorbing, diverting, and debilitating and consequently may result in a

deterioration in parenting (Buehler et al., 1994). When parents are preoccupied with their

own problems, they may be more inconsistent in enforcing limits, less attentive in knowing

the whereabouts of their children, and more likely to make coercive demands (Crockenberg

etal., 1991).

This study has forwarded the literature by focusing on an overt conflict style used

to manage disagreements, rather than the mere frequency of disagreements. Empirically, an

overt conflict style has been associated negatively with parental monitoring behaviors and

positively with parental harsh discipline (Burman, John, & Margolin, 1987; Conger, Conger,

Elder, Lorenz, Simons & Whitbeck, 1993; Fauber et al., 1990; Walsh & Stolberg, 1989).

In turn, parental monitoring has been associated with higher grades in school (Steinberg,

Lambom, Dombusch &. Darling, 1992), and parental harsh discipline has been associated

with academic problems (Barber & Shagle, 1992; Barnes & Farrell, 1992; DeBaryshe,
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Patterson & Capaldi, 1993; Fauber et al., 1990; Lambom, Mounts, Steinberg & Dombusch,

1991).

Monitoring. Parental monitoring was conceptualized as the extent to which parents

know where their youth is, whom the youth is with, and what the youth is doing. These

parental practices indicate child-centeredness or concern by the youth's parent (Steinberg et

al., 1992). Parents involved in conflict who employ an overt conflict style may be

preoccupied or consumed with this conflict and exert less supervision, weaker controls, and

make fewer demands on their youth.

No direct empirical evidence exists to support the mediating role of parental

monitoring in the association between an overt conflict style and academic achievement.

However, in terms of tangential evidence, Cowan et al; (1990) found that a lack of

monitoring was associated with marital conflict, indicating that parents experiencing high

levels of marital conflict may be too preoccupied with their own problems to effectively

structure and monitor their youth's behavior. In turn, higher levels of parental monitoring

were related to higher levels of academic achievement, for both boys and girls (Paulson,

1994). Dropping out of school and other indicators of poor school performance also have

been linked to low parental monitoring of youths' activities (Downey, 1994).

Harsh discipline. For the purpose of this study, harsh discipline was conceptualized

as a compliance-gaining strategy by the parent to enforce rules and directives (Baumnnd,

1968). Harsh discipline is employed in a critical, negative, hostile manner that includes the

use of verbal or physical punishment. These parental practices may be used in an attempt

to oversee the youth's behavior by taking away privileges (in a harsh, critical negative
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manner), yelling, threatening, or spanking. Parents who use an overt hostile conflict style

between themselves may become unable to project rational judgment when dealing with their

youth's behavior and apply unjust or harsh discipline.

Research suggests 84% of all Americans regard hitting children as "sometimes

and harmless provided it does not cross the line to physical abuse (Straus, 1971).

Straus and Kantor (1994) reported that 79.5% of parents administer corporal punishment

to their 13-15 year old adolescents more than once during a one-year period. Straus (1971)

reported that, of adults asked to recall having been corporally punished one or more times

during their teen years, 50% adults recalled being corporally punished (physically hit) one

or more times during those years. This literature supports the number of respondents who

reported having been corporally punished during their teen years is not a small and highly

deviant subset of teenagers. They are at least half of all American youth and therefore

represent the modal situation (Straus et al., 1994). Steinberg, Lambom, Darling, Mounts,

and Dombusch (1994) found that adolescents from authoritarian homes scored reasonably

well on measures of academic achievement. However, they did not score as well as youths

from authoritative homes. In terms of empirics, Simons, Johnson, and Conger (1994) found

that consequences of parental support and involvement, not persistent corporal punishment,

predicted negative adolescent outcomes. It would appear from their findings that it is not

punishment per se, but the hostile, critical parental affect accompanying such punishment

that increases a youth's risk for negative outcomes.

I was unable to find an extant study that has tested the mediating role of harsh

discipline in the association between an overt conflict style and academic achievement.

necessary
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However, past research has indicated an association between overt interparental conflict and

harsh discipline (Dadds, Sheffield & Holbeck, 1990; Floyd & Zmich, 1991; Jouriles &

LeCopte, 1991; Trickett & Kuc2ynski, 1986). Similarly, a link between harsh discipline and

academic achievement has been established (Bank, Forgatch, Patterson & Fetrow, 1993;

Steinberg et al., 1994). Thus, there is indirect support for the hypothesis that harsh

discipline may mediate the association between an overt hostile conflict style and youth

academics.

Parental emphasis on achievement. For the purpose of this study, parental emphasis

on achievement was conceptualized as the extent parents support their youth by attending

school programs and activities. Parents know how their youth is doing in school, exhibit a

willingness to assist with homework, and know how well the youth is performing in each

school subject. These behaviors indicate child-centeredness and constructive parental

concern. Parents involved in conflict who engage in an overt conflict style may turn inward,

withdrawing emotionally from their environment and children. Parents may become self-

absorbed with their own feelings and pain. This apathy may make them unwilling or unable

to attend school functions or focus on their youth's academic needs. The youth, in turn, may

feel the parents have lost interest and be reluctant to ask for help, placing the youth at

greater risk for lower school achievement.

The mediating role of parental emphasis on achievement in the association between

an overt hostile conflict style and academic achievement has not been studied previously.

However, tangential evidence suggests that interparental disagreement is negatively

associated with parental emphasis on achievement (McCombs, Long & Fauber, 1988; Fisher
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& Fagot, 1993). In turn, parental emphasis on achievement seems to inspires higher

academic performance (Brown, Mounts, Lambom & Steinberg, 1993; Paulson, 1994;

Wentzel, 1994). Parental participation in a Parent Teacher Organization (PTO) and other

school-based involvement has been associated strongly with youths' grades (Muller, 1995).

As evidenced in current research, good parenting is expected to precede and to influence

competent youth behavior. In considering both parental monitoring and parental harsh

discipline, parental emphasis on achievement predicts achievement above and beyond that

predicted by monitoring and harsh discipline practices (Paulson, 1994). This research

suggests that parents' involvement in their adolescents' achievement may be more important

than monitoring or discipline alone. Thus, it was hypothesized that parental emphasis on

achievement is more strongly associated with academic achievement than the parenting

practices of monitoring or harsh discipline.

Youth's inability to concentrate. Inability to concentrate was conceptualized as the

extent to which a youth is incapable of sustained focus on ideas, thoughts, or problem

solving strategies for a sufficient time period necessary to accomplish certain tasks. As on

going observers of family interactions, youths are highly attuned and sensitive to

manifestations of hostility between their parents (Wentzel, 1994). As pointed out by

Kanner, Feldman, Weinberger, and Ford (1987) early adolescents rate parental fighting as

one of the most formidable negative daily life events. Therefore, it is likely that this negative

stressor can influence a youth's academic achievement as well. Youth exposed to parents

involved in conflict who employ an overt conflict style may have trouble concentrating or

paying attention. Youth may attempt to escape emotionally by daydreaming or getting lost
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in their own thoughts. They may have difficulty following directions or fail to carry out

assigned tasks. In the most desperate situations, they may attempt to escape physically by

running away from home.

No direct empirical evidence exists to support the mediating role of youths' inability

to concentrate in the association between an overt conflict style and academic achievement.

In terms of tangential evidence, Wentzel (1994) states that, at a general level, emotional

distress has been linked consistently to disengagement from goal pursuit and task demands.

Consequently, youth with high levels of distress may be at risk for academic failure due to

general withdrawal from schoolwork and classroom activities (Wentzel, Weinberger, Ford

& Feldman, 1990). Therefore, it was hypothesized that youth's inability to concentrate

would mediate the association between an overt conflict style and youth academic

achievement. Youth exposed to overt conflict between their parents are at risk for academic

achievement problems, and these two variables are linked by the youth having a hard time

concentrating on their school work.

In conclusion, the central function of this project was to study how an overt

interparental conflict style affects youth academic achievement. The function of important

linking mechanisms in understanding the association between an overt conflict style and

youth academic achievement was a major focus. The identification  of all predominant

predictors of academic failure was beyond the domain of this model. Rather, this study has

strived to identify some of the circumstances under which the relationship between an overt

conflict style between parents and youth academic achievement may be affected.
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Hypotheses. The following introductory hypotheses were formulated based on

available theoretical and empirical evidence.

An overt conflict style would be related negatively to youth academic

achievement (in a zero-order relationship). This direct association would be stronger

statistically than the association between frequency of interparental conflict and academic

achievement.

1.

2. Parental monitoring would partially mediate the association between an overt

conflict style and academic achievement.

3. Parental harsh discipline would partially mediate the association between an overt

conflict style and academic achievement.

4. Parental emphasis on achievement would partially mediate the association

between an overt conflict style and academic achievement. High levels of parental emphasis

achievement would predict academic achievement above and beyond that predicted by

either monitoring or harsh discipline.

5. Youth's inability to concentrate would serve as a partial mediator between an

overt conflict style and academic achievement. High levels of a youth's inability to

concentrate would predict academic achievement above and beyond that predicted by either

monitoring or harsh discipline.

The study has forwarded the existing literature in at least four ways; First, although

researchers have suggested a relationship between interparental conflict and youth academic

achievement, interparental conflict has been inadequately conceptualized. This study

on
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distinguished between interparental conflict (disagreements) and conflict management style

as it relates to academic achievement.

Second, past research has been limited by a misplaced emphasis on family structure

in measuring the relationship between interparental conflict and youth academic

achievement. This study forwarded the literature by examining interparental conflict and its

influence on academic achievement as a familial process regardless of family structure.

Third, researchers and theorists have examined interparental conflict and its

relationship to academic achievement and specific linking mechanisms and their relationship

to academics. However, there is no empirical evidence relating overt conflict styles through

important linking mechanisms to adolescent academic achievement, and there is reason to

believe that a overt conflict style would be a more powerful predictor than frequency of

interparental conflict. This study examined those mediational pathways.

Fourth, the transition from elementary to junior high school is a significant event in

young adolescents' lives and is a time when parenting and adolescent functioning is believed

to significantly influence academic achievement (Muller, 1995; Roberts & Petersen, 1992;

Wentzel, 1994). However, research involving parenting, adolescent functioning, and school

linkage during adolescence is scant (Wentzel, 1994). This study forwarded the literature by

focusing on sixth- through eighth-grade adolescents and their academic experience during

middle school.
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II. Methods

Subjects

The sample participants used to test the proposed model were part of a larger, more

comprehensive project designed to assess family life, with an emphasis on interparental

conflict in families. A community sample was drawn. Youth with nondivorced parents or

divorced with mother custody were included in the study. The target child had to be a

product of the current marriage for inclusion in this study. The research design was cross-

sectional and included data fi'om youth, mothers, and teachers. Considerable efforts, within

the limits of human subjects allowance, were used to encourage a high rate of parental

consent for participation in this study to help reduce selection bias.

Subjects included sixth through eighth grade students, their mothers, and homeroom

teachers in a Knox County, Tennessee, middle school. The response rate for participants

was 80%, resulting in a sample size of 285 youth, 156 girls and 129 boys (ages 10 to 15;

Mean = 12.6; SD = .92). Data for youth and teachers were collected in fall of 1994.

Mothers were mailedMother data was collected in spring and summer of 1995.

questionnaires and asked to return the completed form by mail. These procedures resulted

in a 59% mother participation rate, sample size 161.

The sample was predominantly white (98% European-American) and from varying

socioeconomic backgrounds. Youth reported the average level of formal education attained

by mothers and fathers to be between "completed trade or business school" and "completed

some college." Youth reported 86% married parents. Youth reported that 22% of their

mothers were employed outside the home, 22% were employed part-time, and 56%
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employed full-time. Mothers' report of formal education corresponded with youths’, ranging

from no formal education to graduate work. The mean and median income categories for

range of income, was $35,000 to 49,999.

Procedures

Approval was obtained to conduct the study from the University of Tennessee

Human Subjects Committee, the Knox County Schools, the school principal and teachers.

Classrooms were selected based on teacher willingness to participate in the study. Letters

requesting parental consent were sent home with children from each participating classroom.

When students returned the letter to school, each was given a small token of appreciation,

whether or not parental permission was given to participate in the project. This procedure

important to help obtain a high return rate and help reduce potential sampling bias. The

youth questionnaires were administered in the school's cafeteria by trained researchers on

four different days — one day for each grade level participating and one additional time for

those students absent during the three administrations. Following completion of each day’s

questionnaires, students were treated to a pizza party.

Participating teachers completed their questionnaires during their own time.

Teachers were paid $3 and given a small token of appreciation for each questionnaire they

completed. Teacher data were received for all 285 youth. When possible, parental

questionnaires, along with a UT Bicentennial pin as a small token of appreciation, were

mailed to both parents of each student participating in the study. Postage-paid envelopes

furnished to each parent for questionnaire return. Three follow-up contacts were made

with each mother whose questionnaire was not received.

was

were
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Mgasurgs

Before administering the questionnaire to the students in this project, a pilot test was

conducted with 15 fifth-grade youth in another Knox County School to ensure clarity

and age-appropriate readability. The questionnaire was revised accordingly (see Appendix

B for a complete listing of all measures).

Overt Conflict Style was measured by youth response to five items developed for

this study. Respondents reported how often the parents engaged in certain behaviors during

disagreements. Examples of these behaviors were: call each other names, tell each other

to shut up, and threaten one another. A four-point response scale ranging from never (1)

to very often (4) was used for youth response.

Frequency of interparental conflict was measured by youth response to twelve

items adapted from Ahrons (1983). Frequency of parental conflict was measured using

seven items measuring parental youth-related issues and five items measuring nonparental

(not youth-related) issues. Items from the youth questionnaire asked such things as how

often parents disagree about "your (or one of your siblings) dress or grooming" (parental

conflict) and "your mom's duties in the family" (nonparental). The frequency response scales

were the same as those used to measure overt conflict style.

Parental Monitoring was measured by youth response to five items adapted from

Brown et al. (1993). The five items asked the youth's response on monitoring practices.

Sample items included: "How much do your parents really know about... who your friends

are, how you spend your money, and what you do with your free time?" A three-point

response scale ranging from doesn't know (1) to know a lot (3) was used.
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Parental Harsh Discipline was assessed by youth response to four items adapted

from the Weinberger Parenting Inventory (WPI) (1989). Youth responded to four items for

mother and four items for father. A sample youth item was "My mother is a person who

is very strict with me." A three-point response scale was used ranging from not like her (1)

to a lot like her (3). A sample youth item for father was “My father is a person who gives

hard punishment.” An identical response scale was used for father.

Parental Emphasis on Achievement was assessed by youth response to three items

measuring parental involvement with achievement. Examples of the youth items included

"how often do your parents... help you with homework when asked and watch you in sports

or activities?" A four-point response scale was utilized ranging from never (1) to very often

(4). These items were developed by Brown et al. (1993).

Youth's Inability to Concentrate was measured using youth report. Each

participant completed the appropriate items on the Child Behavior Checklist (CBCL-

Achenbach, 1991). The youth completed seven items measuring their inability to

concentrate. Sample items include; "I have trouble concentrating or paying attention, I day

dream a lot, I feel confused or in a fog, I am nervous and tense, and I act too young for my

age.” A three-point response scale is utilized ranging from not true (0) to very true or often

true (2).

Academic Achievement was measured using teacher, mother, and youth report.

Each participant completed the appropriate form on the Child Behavior Checklist (CBCL-

Achenbach, 1991). Sample items from the performance in academic subjects subscale are:

"English or Language Arts, History or Social Studies, Arithmetic or Math and Science,"
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(youth report). Response choices were: failing, below average, average, and above average.

This instrument has substantial evidence of adequate reliability and validity (Achenbach,

1991). Academic achievement also was measured by one item adapted from Barber (1994).

Youth were asked "What grades do you receive in school?" A nine-item response format

ranged from (A) Mostly As to (I) Mostly Fs was used.

Factor analysis

The appraisal characteristics of the different measures were assessed using factor

analysis, alpha coefficients, and zero-order correlations. Factor analysis was used to assess

construct differentiation (i.e., discriminant validity). Alpha coefficients provided information

the inter-item consistency of the different measures of the constructs. Zero-order

correlations assessed the associations among all items (variables) in the model.

Buehler et al. (1995) factored analyzed youth reports of overt conflict style and

interparental disagreement to assess discriminant validity. That analysis was repeated for

youth reports of overt conflict and interparental disagreements for this study. Factor

analysis also was conducted on all youth reports of the appraisal characteristics presented

in this study as linking mechanisms (mediators), and for youth, mother, and teacher reports

of academic achievement.

Youth reports of all conflict variables were factor analyzed using maximum

likelihood extraction with an oblique rotation. The measurement theory was supported for

youth reports. Youth reports of interparental conflict items loaded on two distinct factors

that clearly represent overt conflict style and frequency of interparental conflict

on
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(disagreements). Cronbach's alphas for these scales were .88 and .87, respectively (see

Table 1).

Youth reports of all mediating variables were factor analyzed using maximum

likelihood extraction with an oblique rotation. The measurement theory was supported for

father's harsh discipline, mother's harsh discipline and youth's inability to concentrate.

Cronbach's alphas for these scales were .79, .62, and .75 respectively. The monitoring items

and parental emphasis on achievement items split loaded together. Consequently, although

youth distinguished between father's harsh discipline, mother's harsh discipline and their own

inability to concentrate, they did not distinguish between parental monitoring and parental

emphasis on achievement. Thus, those items were combined and a parental involvement

measure was formed. Cronbach's alpha for this scale was .79 (see Table 2 and 3).

Youth report, mother report, and teacher report of academic achievement were

factor analyzed and z-scores were utilized to standardize all measures. Two separate

of academic achievement emerged. The results from paired t-tests supported

combining the standardized teacher and youth measures. Mother's report of academic

achievement emerged as a separate measure (see Table 4).

measures
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Table 1

Maximum Likelihood Factor Analysis of Youth Reports of Conflict Itema

Frequency ofOvert ConflictQuestionnaire Item

DisagreementStyle

.29-.87insult (show disrespect for) each other

.30-.81call each other names

.29-.79tell each other to shut up

.37-.68yell at each other

.20-.60threaten each other

-.26 .68your mom’s duties in the family

your (or one of your siblings) dress or grooming

your dad’s duties in the family

your mom’s job

your dad’s job

your (or one of your siblings) attending school or church functions

your (or one of your siblings) physical care

.68-.23

-.28 .67

-.33 .66

-.30 .68

.68-.18

.63-.21

.62-.05your (or one of your siblings) behavior in public or at school

.58-.29money you (or one of your siblings) need

your (or one of your siblings) behavior at home

money in general

disciplining you (or one of your siblings)

-.17 .58

.57-.37

.44-.19

Note. M = 285. Response format for each item was “never” (1), “once in a while” (2), “fairly often” (3), and ‘Very often” (4). Oblimin
rotation (i.e., oblique) was used.

i
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Data analysis

Hierarchical multiple regression was used to examine Hypothesis #1. The control

variables of youths' sex, age, and parents' marital status were entered in block 1, the control

variable frequency of interparental conflict was entered in block 2, and the overt conflict

style was entered in block 3.

Hypotheses #2-#5 examined the function of important linking mechanisms in

mediating the relationship between an overt conflict style and youth academic achievement.

Applying Hierarchical regression, the control variables were entered in blocks 1 and 2, the

overt conflict style was entered in block 3, and each linking mechanism variable (i.e.,

parental involvement, father’s harsh discipline or mother’s harsh discipline, and youth's

inability to concentrate) in block 4. A significant mediator effect would be indicated by a

statistically significant change in E from block  3 to block 4.
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Table 2

Maximum Likelihood Factor AnalvgisofYou^ Reports of Mediating Items ■ Fathers

Youth’s Inability
To Concentrate

Parental

Involvement

Harsh

Discipline
Questionnaire Items

My father is a person who...
Gives hard punishment
Is very strict with me.
Punishes so hard I will remember for a long time.
Spanks me so I will learn respect for my elders.

.39-.32.90

.24-.20.68

-.08 .23.63

.28-.16.41

How much do your parents really know about..
Where you go at night?
How you spend your money?
Where you are most afternoons after school?
What you do with your free time?

-.21.64-.14

-.24-.13 .63

-.20-.13 .60

-.27-.19 .58

How often do your parents...
Watch you in sports or activities?
Help you with your homework when asked?
Know how you are doing in school?

-.34-.17 .56

-.25-.13 .52

-.25.52-.11

How much do your parents really know about...
Who your friends are? -.21-.14 .47

-.28 .70.26I act without stopping to think.

-.25 .59I have trouble concentrating or paying attention. .27

-.32 .54I feel confused or in a fog. .20

-.14 .53.26I am nervous or tense.

-.25 .50.13I daydream a lot

-.15 .47I am poorly coordinated or clumsy. .28

-.25.16 .43I have trouble sitting still.

Note. ̂  = 285. Response format for harsh discipline items was “not like him” (1), “somewhat like him” (2), and “a lot like him” (3).
Response format for parental involvement items “How much do your parents really know about” was “doesn’t know” (1), “knows a little”
(2) and “knows a lot” (3). Response format for “How often do your parents” items was “never” (1), “once in a while (2), “fairly often” (3),
and “very often” (4). Response format for youth inability to concentrate items was “not true” (0), “somewhat or sometimes true” (1), and
“very true or often true” (2). Oblimin rotation (i.e., oblique) was used.
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Tables

Maximum Ukelihood Factor Analysis of Youth Reports of Mediating Items • Molberg

Youth’s Inability
To Concentrate

Harsh

Discipline
Parental

Involvement

Questionnaire Items

How much do your parents really know about..
Where you go at night?
How you spend your money?
Where you are most afternoons after school?
What you do with your free time?

-.21.03.63

-.25.03.63

.03 -.21.59

-.28.01.58

How often do your parents...
Watch you in sports or activities?
Help you with your homework when asked?
Know how you’re doing in school?

-.32-.16.57

-.23-.16.53

-.08 -.23.52

How much do your parents really know about..
Who your fnends are? -.20-.01.47

My mother is a person who...
Gives hard punishment
Punishes hard, so I will remember it for a long time.
Is very strict with me.
Spanks me so I will learn respect for my elders.

.23-.07 .74

.11.54.03

.11-.03 .51

.2439-.10

.15 .71-.28I act without stopping to think.

-.25 .13 .60I have trouble concentrating or paying attention.

.15 .52-.15I am nervous or tense.

.20 .52I feel conftised or in a fog. -.33

.13 .50-.26I daydream a lot

.30 .48I am poorly coordinated or clumsy. -.15

-.25 .10 .441 have trouble sitting still.

Note. ̂  = 285. Response format for parental involvement items “how much do your parents really know about” was “doesn’t know” (1),
“knows a little” (2), and “knows a lot” (3). Response format for “how often do your parent” items was “never” (1), “once in a while” (2),
“fiiirly often” (3X and “very often” (4). Response format for harsh discipline items was “not like her” (1), “somewhat like her” (2), and “a
lot like her” (3). Response format for youth inability to concentrate items was “not true” (0), “somewhat or sometimes true” (1), and “very
true or often true” (2). Oblimin rotation (i.e., oblique) was used.
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Table 4

Descriptive Statistics for Independent and Dependent Variables

(II)(9) (10)(6) (7) (S)(■0 (5)(1) (2) (3)

(1) Youth
Sex

(2) Youth -.02

Age

-.02(3) Puent
Marital
Status

-.00

(4) YRof .02 .02 -.04

IP
Conflict

(5) YRof
Overt

Conflict

.01 -.23** .37**.01

Style

-.32**-29**(6) YRof
Parental

-.17** -.I9** .10

Invol.

.25** -.24**.05 .23**(7) YRof
Father’s

Harsh
Discipline

.17** .10

-.05 .52**.27**(8) YRof
Mother’s
Harsh

Discipline

.05 .05 -.06 .23**

.23**.35** -.35** .33**.32**(9) YRof
Youth’s

Inability
to Cone.

.01 .12* -.09

-.16**.17** -.06 -.09**-.29** -.09(10) YR/TR -.05 -.01 .16**

of
Academic
Achiev.

-.23** .66**-.09.25** -.11-.06 .  17* -.32** -.22**(11) MR of
Academic
Achiev.

-.09

NA NA2.92 1.54 1.42 .491.44NA 12.6 NA 1.90Mean

NA.52 .40 NA.58 .44 .41Standard
Deviation

NA ,92 NA .65

NA.76 .62 .75 NA.79NA NA NA .87Cronbach’s

Alpha

Note. Data based on 285 youth, 153 mother, and 285 teacher reports. YR stands for youth report, MR for mother report, and TR for teacher report
•2<.05 «»2<.0I
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III. Results

Descriptive Statistics for Independent and Dependent Variables

Zero-order correlations, means, standard deviations, and reliability coefficients for

all the variables in the study are reported in Table 4. Youth reports of overt conflict style

were associated with mother reports of academic achievement. However, contrary to what

was expected, youth reports of overt conflict style were not significantly correlated with the

youth/teacher combined report of academic achievement. Youth reports of overt

interparental conflict style were associated with parental involvement, mother/father harsh

discipline, and youth’s inability to concentrate. Of the four associations among these

variables and youth/teacher reports of academic achievement, two were correlated (parental

involvement and youth’s inability to concentrate). Of the four associations among these

variables and mother reports of academic achievement, two were correlated (parental

involvement and youth inability to concentrate).

Youth reports of frequency of interparental conflict were associated with both the

combined report of academic achievement and mother reports of academic achievement.

Youth reports of frequency of conflict also were associated with the parental involvement,

father/mother harsh discipline, and youths inability to concentrate variables (see Figure 2 for

the Correlation Model).

Hierarchical Regression Results - Fathers

To test for possible direct effects of overt conflict style and a mediating effect

through specific linking variables, a series of Hierarchical multiple regression equations were

calculated. The linking factors that included youth reports of father's parenting variables
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Overt Conflict Style
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were addressed by this regression analysis. Four separate regression analysis was run

entering father’s harsh discipline in Block 4: One using mother’s report of youth academic

achievement controlling for interparental conflict, one using mother’s report of youth

academic achievement controlling for an overt conflict style, one using youth/teacher report

of academic achievement controlling for interparental conflict, and one using youth/teacher

report of academic achievement controlling for an overt conflict style (see Figure 3).

Mother's report of youth academic achievement

Using mother reports of youth academic achievement, the control variables were

entered as the first block of variables to control for youths' sex, age, and parents' marital

status. In the second block, frequency of interparental conflict was entered to further purify

the model and control for conflict. In the third block, overt conflict style was entered to test

for a direct effect, after controlling for the variables in blocks 1 and 2. In block 4, the linking

variables were entered to test for a mediating effect between an overt conflict style (block

3) and mother reports of youth academic achievement (see Table 5).

Using mother reports of youth academic achievement, no significant mediator effects

were found between an overt conflict style (after controlling for frequency of conflict) and

youth academics QE = 102, p = .38). However, a direct effect was found between frequency

of interparental conflict and mother reports of youth academic achievement (F = 15.29, p =

.0001) (see Table 5).

A second regression analysis was run using the same variables in each block except

that in block 2 overt conflict style was entered (as a control variable) and in block 3

fi'equency of conflict was entered. A significant  F change was found to exist between overt
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Father’s Harsh Discipline

YouthO'eachff
Youth AA

Mother Roport
Youth AA
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conflict style and mother reports of youth academic achievement ̂  = 6.61, p = .01).

However, when frequency of conflict was entered into the equation, overt conflict style

became nonsignificant. Frequency of interparental conflict remained statistically significant

throughout the analysis, indicating a direct effect for interparental conflict (E = 10.05, p =

.002) (see Table 5).

Youth/teacher report of youth academic achievement

Using combined youth/teacher reports of academic achievement, the control variables

entered as the first block of variables to control for youths' sex, age, and parents' marital

status. In the second block frequency of interparental conflict was entered to further purify

the model and control for conflict. In the third block overt conflict style was entered to test

for a direct effect after controlling for the variables in blocks 1 and 2. In block 4 the linking

variables were entered to test for a mediating effect between overt conflict style and

youth/teacher reports of academic achievement (see Table 5).

The association between overt conflict style and youth academic achievement was

nonsignificant OE = 116, p = .33). However, a direct effect was found between frequency of

interparental conflict and youth/teacher reports of youth academic achievement (F = 25.11,

p = .0000) (see Table 5).

A second regression analysis was executed that manipulated the same variables in each

block except that in block 2 overt conflict style was entered (as a control variable) and in

block 3 frequency of conflict was entered. No significant F change was identified for overt

conflict style. Once again, fi-equency of interparental conflict remained statistically significant

were
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Tables

Hierarchical Regression of Youth Reports of ConOict Variables and Mediators Predicting Youth/Teacher and Mother Reports of Youth
Academic Achievement

Combined Report
Youth Academic Achievement

Mother’s Report
Youth Academic AchievementYouth Report of Conflict Variables

R'aR*a FaFa

Block 1:

Youth Sex, Age
Parent’s Marital Status

.03.02 2.561.74

•Block 2:

Frequency of IP Conflict .0825.11**.0515.29**

•Block 3;

Overt Conflict Style .002.80.011.55

Block 4:

Father’s Harsh Discipline
Parental Involvement

Youth’s Inability to Concentrate

.011.16.011.02

•Block 2:

Overt Conflict Style .003.99.026.61**

•Block 3:

Frequency of IP Conflict .0824.82**.0310.05**

Note: N = 285. •These data represent the findings from two different regression analyses only in the order of blocks 2 and 3. **b < .01
*E<.05.
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throughout the analysis, indicating a direct effect for interparental conflict (E - 24.82, p -

.0000) (see Table 5). None of the proposed linking mechanisms mediated this association.

Beta weights from the final regression equation table are reported in Appendix B, Table 5.

Hierarchical Regression Results - Mothers

To test for possible direct effects of an overt conflict style and a mediating effect

through specific linking variables, a series of Hierarchical multiple regression equations were

calculated. The linking factors that include youth reports of mothers's parenting variables

were addressed by this regression analysis. Four separate regression analysis was run

entering mother’s harsh discipline in Block 4: One using mother’s report of youth academic

achievement controlling for interparental conflict, one using mother’s report of youth

academic achievement controlling for an overt conflict style, one using youth/teacher report

of academic achievement controlling for interparental conflict, and one using youth/teacher

report of academic achievement controlling for an overt conflict style (see Figure 3).

Mother's report of youth academic achievement

Utilizing mother reports of youth academic achievement, the control variables were

entered as the first block of variables to control for youths' sex, age, and parents' marital

status. In the second block frequency of interparental conflict was entered to further purify

the model by controlling for conflict. In the third block overt conflict style was entered to

test for a direct effect after controlling for the variables in blocks 1 and 2. In block 4 the

linking variables were entered to test for a mediating effect between an overt conflict style

and mother reports of youth academic achievement (see Table 6).
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Table 6

Hierarchical Regression of Youth Reports of Conflict Variables and Mediators Predicting Youth/Tencher and Motliq' Repots of Y.Wft
Academic Achievement

Combined Report
Youth Academic Achievement

RVFa

Mother’s Report
Youth Academic AchievementYouth Report of Conflict

Variables R'aFa

Block 1:

Youth Sex, Age
Parent’s Marital Status

.032.561.74 .02

•Block 2:

Frequency of IP Conflict .0825.11”.0515.29”

•Block 3:

Overt Conflict Style .002.80.011.55

Block 4:

Mother’s Harsh Discipline
Parental Involvement

Youth’s Inability to
Concentrate

.011.231.01 .01

•Block 2:

Overt Conflict Style .003.99.026.61”

•Block 3:

Frequency of IP Conflict .0824.82”.0310.05”

Note. li = 285. These data represent the findings from two different regression analyses only in the order of blocks 2 and 3.
”E<.01 *e<.05.
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The association between overt conflict style and youth academic achievement was

nonsignificant (E = 101, p -39). However, a direct effect was found between frequency

of conflict and mother reports of youth academic achievement (F = 15.29, p = .0001) (see

Table 6).

A second regression analysis was executed that utilized the same variables in each

block except that in block 2 overt conflict style was entered (as a control variable) and in

block 3 frequency of conflict was entered. A significant F change was found to exist between

overt conflict style and mother's report of youth academic achievement (F = 6.61, p = .01).

However, when frequency of conflict was entered into the equation an overt conflict style

became nonsignificant. Frequency of interparental conflict remained statistically significant

throughout the analysis, indicating a direct effect for interparental conflict (E = 10.05, p =

.002) (see Table 6). None of the proposed linking mechanisms mediated this association.

Youth/teacher report of youth academic achievement.

Using combined youth/teacher reports of academic achievement, the control variables

were entered as the first block of variables to control for youth's sex, age, and parent's marital

status. In the second block, frequency of interparental conflict was entered to further purify

the model and control for conflict. In the third block, overt conflict style was entered to test

for a direct effect, after controlling for the variables in blocks 1 and 2. In block 4, the linking

variables were entered to test for a mediating effect between an overt conflict style and

youth/teacher reports of academic achievement (see Table 6).

The association between overt conflict style and youth academic achievement was

nonsignificant (E = 1.23, p = .30). However, a direct effect was found between frequency
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of interparental conflict and youth/teachers report of youth academic achievement (E -

25.11, j2 = .0000) (see Table 6).

A second regression analysis was conducted that manipulated the same variables in

each block except that in block 2 overt conflict style was entered (as a control variable) and

in block 3 frequency of conflict was entered. A significant F change did not occur, thus an

overt conflict style remained statistically nonsignificant. Once again, frequency of

interparental conflict remained statistically significant throughout the analysis, indicating a

direct effect for interparental conflict (F = 24.82, p = .0000) (see Table 6). None of the

proposed linking mechanisms mediated this association. Beta weights from the final

regression equation table are reported in Appendix B, Table 4.
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IV. Discussion and Implications

Before discussing the results, it is important to consider the limitations of this study.

Only a few possible linking mechanisms were examined in this study. Future research should

explore other possible important linking mechanisms (e.g., father's and mother's

inconsistency, peer influence, and youth self-esteem). Additional findings might help explain

subsequent variance in youth academic achievement.

This study was a cross-sectional research design. Longitudinal research is necessary

to examine variations in parents' conflict and overt conflict styles. Reports across time could

provide a more detailed characterization of youth's exposure to their parents' conflict and

more specifically reflect its effect on youths' academic achievement. Also, other areas of

adolescent functioning could be explored in conjunction with academic achievement (e.g.,

internalizing, externalizing). This approach would provide parents, educators and clinicians

a broader view of youth adjustment in relationship to interparental conflict and an overt

conflict style.

An overt conflict style is a multidimensional construct (Fincham, 1994). Research

focused on other dimensions of this construct and its relationship to linking mechanisms

could provide a finer understanding of conflict's effects on youth adjustment. These

conclusions also are limited to one sample of families from a community in the southeastern

United States. A replication study in another area of the United States would be beneficial

in determining the stability of the results reported in this investigation.

A strength of the current study was the distinction between frequency of interparental

conflict (i.e., disagreements) and conflict management styles used to govern conflict. The
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of this distinction conceptually has been called for in previous work (Cummings et al.,

1994). When past studies have measured overt conflict, researchers have usually used the

O'Leary Porter Scale and failed to differentiate between frequency of disagreements with

overt conflict. This study measured frequency of interparental conflict (disagreements) and

an overt conflict style using distinct scales.

The conclusions drawn from this study were strengthened by the use of instruments

with substantial evidence of adequate reliability and validity (Achenbach, 1991; Ahrons,

1993; Barber, 1994; Brown et al., 1993). The conclusions drawn from this study also were

strengthened by multiple informants. Youth, mothers, and teachers reported on youth

academic achievement. Although the same informant (youth) reported on interparental

conflict variables and the linking mechanisms, the cognitive tasks involved in these reports

differed. Youths’ assessment of interparental conflict involved reports of specific parental

behaviors, where as, youths’ assessment of parenting involved global evaluations of select

parenting variables (Sabatelli & Waldron, 1995 ). This distinction, although subtle in some

reports, is important because these different assessment strategies minimize some of the

problems associated with shared method variances.

Overt Conflict Style

The central function of this study was to determine how an overt conflict style affects

youth academic achievement and the function important linking mechanisms play in this

understanding. Several major hypotheses were tested in this study: Hypotheses #1 stated

that an overt conflict style would be related negatively to youth academic achievement with

the direct association stronger statistically than the association between frequency of

use
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interparental conflict and academic achievement. Hypotheses #2 through #5 stated that

parental monitoring, parental harsh discipline, parental emphasis on achievement, and youth's

inability to concentrate would separately serve as partial mediators between an overt conflict

style and academic achievement.

The findings fi-om this study did not support a direct association between how parents

their conflict (conflict style) and youth academic achievement. This finding held

mother reports of academics and youth/teacher reports of academics. For youth in

this study, the fi'equency of conflict was found to have a direct effect on their academics.

Depending on the reporter, frequency of conflict accounted for a maximum of 11% of the

variance in youth academic achievement. As such, youth exposure to parental conflict is

important in association with their academic achievement. These results indicate that it is the

disagreements that parents have that do not involve a hostile mode of expression (yelling,

threatening, name calling, insulting, etc.) that place youth at risk for lower academic

achievement. The more frequent the exposure, the more at risk youth conceivably are for

lower academic achievement. In my opinion, one possible explanation for this finding is that

when youth see their parents disagree, a feeling of ambiguity may be created. This

uncertainty may place youth at risk for lower academics. In addition, past research has

suggested that youth who experience their parent’s disagreements without resolution may

be placed at risk for negative adjustment (Cummings et al., 1994).

In a reduced regression model, frequency of interparental conflict was split into

youth-related issues (parental) and nonyouth-related issues (nonparental) and then reanalyzed

with the mediating variables identified for this study (see Appendix B for items). This

manage

across
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regression analysis suggested that frequency of interparental conflict-parental (parental

disagreement over such issues as their youth’s physical care, behavior in public or school,

etc.) was statistically significant in its association with both mother reports of youth academic

achievement and the combined report of youth academic achievement (E = 9.51, = .0001

and E = 13.46, p = .0000, respectively) (see Appendix C, Tables 1 and 2). The last reduced

regression conducted supported that parental involvement (E = 4.46, p = .04) mediated the

association between frequency of interparental conflict (E = 19.09, p = .0000) and mother

reports of youth academic achievement (see Appendix C, Table 3). The total variance

explained by parental involvement was 8%. This analysis asserts that when parents’ conflict

(disagreements) is frequent and youth-related, it affects their involvement with their youth,

in turn, putting their youth at a greater risk for lowered academic achievement. Parents who

merely disagree (not in an overt manner) about such issues as their youth’s behavior, physical

money, could possibly become self-absorbed and unwilling to help with homework

go to school functions. Their youth would not experience the parental support they need,

in turn, negatively affecting their academics.

Mediating Effects of Important Linking Mechanisms

The association between how parents management their conflict and youth academic

achievement was not mediated by monitoring, harsh discipline, parental emphasis on

achievement, and youth's inability to concentrate. Preliminary analysis revealed that

monitoring and parental emphasis on achievement were part of the same construct. In other

words, parents who monitor their children are also those parents who place an emphasis on

achievement. Although none of the mediating variables were supported as important linking

care, or

or
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mechanisms between how parents manage their conflict and youth academic achievement,

the association between frequency of interparental conflict was statistically significant for

each of those variables. This statistical association indicated that parental involvement and

a youth's inability to concentrate were associated with youth academics (see Figure 2).

As noted earlier, one of the consistent correlates of academic achievement for youth

in middle through high school is the frequency of conflict that occurs between their parents.

Past research also suggested that parental involvement and a youth’s inability to concentrate

are correlated with their academics (See as examples. Brown et.al, 1993; Paulson, 1994;

Wentzell, 1994). The correlation results in this study appear to replicate past research which

suggest a relationship between the frequency of interparental conflict and youth academic

achievement.

Suggestions for Future Research

Future research should continue to investigate the conditions under which mediating

variables may help to ameliorate lower academics in youth exposed to interparental conflict.

Future research should reexamine the hypotheses tested in this study. It seems plausible that

certain aspects of parenting behaviors or youth's own appraisals of the parental conflict

might serve as potential moderators. Diverse samples including youth from varying ethnic

and socioeconomic statuses need to be examined. Future researchers should use multiple

informants across independent, mediating, moderating, and dependent variables to diminish

viable systematic method variance.

It is important that future research maintain a multidimensional  conceptualization of

the overt conflict style concept (i.e., frequency, chronicity). Also, past research measured
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interparental conflict and overt conflict style within the same measure and concluded that the

conflict style placed youth at risk for lowered academic achievement. Results from this study

are contrary to past research findings. This study forwarded the literature by measuring

frequency of conflict and overt conflict style separately. This study suggests it is the

frequency of interparental conflict tdisagreementsl not the hostile way of managing these

disagreements, that place youth at risk for lowered academic achievement. A replication of

this study would further evaluate the stability of the findings reported in this study.

Finally, this study forwarded the literature by focusing on sixth- through eighth-grade

adolescents and their academic experience during middle school. Past researchers have

focused on younger children (Wentzel, 1994). Future research could provide insightful

information and perhaps a developmental perspective by sampling early adolescents

compared with older adolescents as they transition into high school.



42

REFERENCES



43

REFERENCES

Achenbach, T. M. (1991). Manual for Child Behavior Checklist/4-18 and 1991 profile.
Burlington, VT: University of Vermont Department of Psychiatry.

Achenbach, T. M., & Edelbrock, C. (1987). Manual for the youth self-report and profile.
Burlington: University of Vermont, Department of Psychiatry.

Ahrons, C. R. (1981). The continuing coparental relationship between divorced spouses.
American Journal of Orthopsychiatry, 51, 415-428.

Amato, P. R., & Keith, B. (1991). Parental divorce and the well-being of children: a meta
analysis. Psychological Bulletin. 110(1). 26-46.

Banks, L. B., Forgatch, M. S., Patterson, G. R., &. Fetrow, R. A. (1993). Parenting
practices of single mothers: Mediators of negative contextual factors. Journal of
Marriage and the Family. 55, 371-384.

Barber, B. K. (1994). Ogden Youth and Family Project. Personal communication.

Barber, B. K., Olsen, J. E., & Shagle, S. C. (1994). Associations between parental
psychological and behavioral control and youth internalizing and externalizing
behaviors. Child Development. 65(4). 1120-1136.

Barber, B. K., & Shagle, S. C. (1992). Adolescent problem behaviors: A social-ecological
analysis. Family Perspective. 26. 493-515.

Barber, B. L., & Lyons, J. M. (1994). Family processes and adolescent adjustment in intact
and remarried families. Journal of Youth and Adolescence. 23(4), 421-436.

Barnes, G. M., & Farrell, M. P. (1992). Parental support and control as predictor of
adolescent drinking, delinquency, and related behavior problems. Journal of
Marriage and the Family. 54. 763-776.

Baumrind, D. (1968). Authorization vs authoritative control. Adolescence. 3, 255-272.

Bray, J. H. & Hetherington, E. M. (1993). Families in transition: Introduction and
overview. Journal of Family Psychology. 7_, 3-8.



44

Brown, B. B., Mounts, N., Lambom, S. D., & Steinberg, L. (1993). Parenting practices and
peer group affiliation in adolescence. Child Development. 467-482.

Buehler, C., Anthony, C., Stone, G., Krishnakumar, A., & Tittsworth, S. (1995).
Interparental conflict styles and youth problem behaviors. Paper presented at the
1995 National Council on Family Relations annual conference, Portland, OR.

Buehler, C., Krishnakumar, A., Anthony, C., Tittsworth, S., & Stone, G. (1994). Hostile
interparental conflict and youth maladjustment. Family Relations. 43(41 409-416.

Buehler, C., & Legg, B. H. (1992). Selected aspects of parenting and children's social
competence post-separation: the moderating effects of child's sex, age, and family
economic hardship. Journal of Divorce and Remarriage. 18^ 177-195.

Buehler, C., & Trotter, B. B. (1990). Nonresidential and residential parents' perceptions of
the former spouse relationship and children's social competence following marital
separation: Theory and programmed intervention. Family Relations. 39,. 395-404.

Burman, B., John, R. S., & Margolin, G. (1987). Effects of marital and parent-child
relations on children's adjustment. Journal of Family Psychology. 1(1), 91-108.

Camara, K. A., & Resnick, G. (1988). Interparental conflict and cooperation: Factors
moderating children's post-divorce adjustment. In E. M. Hetherington & J. D.
Aratesh (Eds.), Impact of divorce, single parenting and step parenting, on children
(pp. 169-195). Hillsdale, NJ: Erlbaum.

Compas, B. E. (1987). Coping with stress during childhood and adolescence. Psychological
Bulletin. 101. 393-403.

Conger, K. J., & Conger, R. D., (1994). Differential parenting and change in sibling
differences in delinquency. Journal of Family Psychology, 8(3), 287-302.

Conger, R. D., Conger, K. J., Elder, G. H., Lorenz, F. 0., Simons, R. L., & Whitbeck, L. B.
(1993). Family economic stress and adjustment of early adolescent girls.
Developmental Psychology, 29(2\ 206-219.



45

Cowan, C. P., Cowan, P., & Cowan, P. A. (1990). Becoming a family: Research and
intervention. In I. Sigel & A. Brody (Eds.), Family Research (pp. 70-110).
Hillsdale, NJ: Erlbaum.

Crockenberg, S., & Covey, S. L. (1991). Marital conflict and externalizing behavior in
children. Rochester Symposium on Developmental Psychopatholoev. 3.235-260.

Cummings, E. M., Davies, P. T., & Simpson, K. S. (1994). Marital conflict, gender, and
children's appraisals and coping efficacy as mediators of child adjustment. Journal
of Family. Psyghdagy. 1141-149.

Cummings, E. M., Simpson, K. S., & Wilson, A. (1993). Children's responses to inter-adult
anger as a function of information about resolution. Developmental Psychology. 29»
978-985.

Dadds, M. R. (1987). Families and the origins of child behavior problems. Family Process.
2^341-357.

DeBaryshe, B. D., Patterson, G. R., & Cappaldi, D. M. (1993). A performance model for
academic achievement in early adolescent boys. Developmental Psychology. 29.795-
804.

Demo, D., & Acock, A. (1988). The impact of divorce on children. Journal of Marriage and
the Family, 5^619-648.

Dielman, T. E., Barton K., Cattell, R. B. (1977). Relationships among family attitudes and
child rearing practices. The Journal of Genetic Psychology, 13.0,105-112.

Dombusch, S. M., Ritter, P. L., Leiderman, P. H., Roberts, D. F., & Fraleigh, J. J. (1987).
The relation of parenting style to adolescent school performance.
Development. 58. 1244-1257.

Downey, D. B. (1994). The school performance of children from single-mother and single
father families: Economic or interpersonal deprivation? Journal of Family Issues.
JLi(l), 129-147.

Emery, R. E. (1982). Interparental conflict and children of discord and divorce.
Psychological Bulletin. 92. 310-330

Emery, R. E. (1988). Marriage, divorce, and children's adjustment. Newbury Park, CA: Sage
Publications.

Child



46

Emery, R. E., & O'Leary, K. D. (1984). Marital discord and child behavior problems in
nonclinic sample. Journal of Abnormal Child Psychology, 12(3), 411-420.

Esterbrooks, M. A. (1987). Early family development: Longitudinal impact of marital
quality. Paper presented at the meeting of the Society for Research in Child
Development, Baltimore, MD.

Fauber, R., Forehand, R., Thomas, A. M., & Wierson, M. (1990). A mediational model of
the impact of marital conflict on adolescent adjustment in intact and divorced
families; The role of disrupted parenting. Child Development. ̂1112-1123.

Featherstone, D. R., Cundick, B. P., & Jensen, L. C. (1992). Differences in school behavior
and achievement between children from intact, reconstituted, and single-parent
families. Adolescence. 271105). 1-12.

Fincham, F. D. (1994). Understanding the association between marital conflict and child
adjustment; Overview. Journal of Family Psychology. 8(2). 123-127.

Fincham, F. D., Grych, J. H., & Osborne, L. N. (1994). Does marital conflict cause child
maladjustment? Directions and challenges for longitudinal research. Journal ..of
Family Psychology, 8. 128-140.

Fisher, P. A., & Fagot, B. I. (1993). Negative discipline in families: a multidimensional risk
model. Journal of Family Psychology. 7. 2. 250-254.

Floyd, F. J., & Zmich, D. E. (1991). Marriage and the parenting partnership: Perceptions
and interactions of parents with mentally retarded and typically developing children.
Child Development. 62. 1434-1448.

Forehand, R., McCombs, A., Long, N., Brody, G., & Fauber, R. (1988). Early adolescent
adjustment to recent parental divorce; the role of interparental conflict and adolescent
sex as mediating variables. Journal of Abnormal Child Psychology. 56(4), 624-627.

Forehand, R., Neighbors, B., Devine, D., & Armistead, L. (1994). Interparental conflict and
parental divorce: The individual, relative, and interactive effects on adolescents
across four years. Family Relations. 43. 387-393.

Forehand, R., Wierson, M., McCombs, A., Brody, G., & Fauber, R. (1989). Interparental
conflict and adolescent problem behavior: An examination of mechanisms.
Behavioral Research Therapy, 21XA\ 365-371.



47

Gable, S., Belsky, J., & Cmic, K. (1992). Marriage, parenting, and child development:
Progress and prospects. Journal of Family Psychology. K3)(4), 276-294.

Grych, J. H., & Fincham, F. D. (1990). Marital conflict and children's adjustment; A
cognitive-contextual framework. Psychological Bulletin. 108, 267-290.

Grych, J. H., & Fincham, F. D. (1993). Children's appraisals of marital conflict: Initial
investigations of the cognitive-contextual framework. Child Development 64»
215-230.

Grych, J. H., Seid, M., & Fincham, F. D. (1992). Assessing marital conflict from the child's
perspective: The children's perception of interparental conflict scale. Child
Development. 63, 558-572.

Hetherington, E. M., Cox, M., & Cox, R. (1982). Effects of divorce on parents and
children. In M. Lamb (#d.), Nontraditional families (pp. 233-288). Hillsdale, NJ;
Erlbaum.

Howes, P., & Markman, H. J. (1989). Marital quality and child functioning: A longitudinal
investigation. Child Development. 60. 1044-1051.

Jouriles, E. N., Farris, A. M., & McDonald, R. (1991). Marital functioning and child
behavior: Measuring specific aspects of the marital relationship. In J. P. Vincent
(Ed.), Advances in family intervention, assessment and theim^ (pp. 25-46). London:
Jessica Kingsley.

Jouriles, E. N., & LeCompte, S. H. (1991). Husbands' aggression toward wives and
mothers' and fathers' aggression toward children. Moderating effects of child gender.
Journal of Consulting and Clinical Psychology. 59. 190-192.

Kanner, A., Feldman, S. S., Weinberger, D. A., & Ford, M. E. (1987). Uplifts, hassles, and
adaptational outcomes in early adolescents. Journal of Early Adolescents. 7, 371-394.

Katz, L. F. & Gottman, J. M. (1993). Patterns of marital conflict predict children's
internalizing and externalizing behaviors. Developmental Psychology, 29, 940-950.

Kay, S. H. (1989). The impact of divorce on children's academic performance. Children of
Divorce: Developmental and Clinical Issues. 283-298.



48

Kohlberg, L., LaCrosse, J., & Ricks, D. (1972). The predictability of adult mental health
from childhood behavior. In B. B. Wolman ̂d.), Manual of Child PsvchopathQte
(pp. 1217-1284). New York: McGraw-Hill.

Kurdek, L. A., & Fine, M. A. (1994). Family acceptance and family control as predictors of
adjustment in young adolescents; Linear, curvillinear, or interactive effects? Child
Development. 65. 1137-1146.

Lamborn, S. D., Mounts, N. S., Steinberg, L., & Dombusch, S. M. (1991). Patterns of
competence and adjustment among adolescents from authoritative, authoritarian,
indulgent, and neglectful families. Child Development. 62. 1049-1065.

Long, N., Forehand, R., Fauber, R., & Brody. G. (1987). Self-perceived and independently
observed competence of young adolescents as a function of parental marital conflict
and recent divorce. Journal of Abnormal Child Psychology. 15* 15-27.

Long, N., Slater, E. , Forehand, R., & Fauber, R. (1988). Continued high or reduced
interparental conflict following divorce: relation to young adolescent adjustment.
Journal of Consulting and Clinical P.svchologv. 56. 2* 467-469.

Lorian, R. P., Cowen, E. L., & Caldwell, R. A. (1975). Normative and parametric analyses
of school maladjustment. American Journal of Community Psychology. 3* 291 -3 01.

McDonald, R. & Jouriles, E. N. (1991). Marital aggression and child behavior problems:
Research findings, mechanisms, and intervention strategies. The Behavipr Therapist.
H189-192.

Maccoby, E. E., Depner, C. E, & Mnookin, R. H. (1990). Coparenting in the second year
after divorce. Journal of Marriage and the Family. 52* 141-155.

Maccoby, E. E., & Martin, J. (1990). Coparenting the second year after divorce. Journal
of Marriage and the Family. 52. 141-155.

Mednick, B. R., Baker, R. L., Reznick, C., & Hocevar, D. (1990). Long-term effects of
divorce on adolescent academic achievement. Journal of Divorce. 11(4), 69-87.

Muller, C. (1995). Maternal employment, parent involvement, and mathematics achievement
among adolescents. Journal of Marriage and the Family. 57* 85-100.



49

Neighbors, B., Forehand, R. & Armistead, L. (1992). Is parental divorce a critical stressor
for young adolescents? Grade point average as a case in point. Adolescengfi.
22.(107), 640-646.

Patterson, G. R., DeBaiyshe, B. D., & Ramsey, E. (1989). A developmental perspective on
antisocial behavior. American Psychologist. 44. 329-335.

Paulson, S. E. (1994). Relations of parenting style and parental involvement with ninth-
grade students' achievement. Journal of Early Adolescence. 14(2), 250-265

Peterson, J. L., & Zill, N. (1986). Marital disruption, parent-child relationships, and
behavior problems in children. Journal of Marriage and the Family. 48» 295-307.

Roberts, L. R., & Petersen, A. C. (1992). The relationship between academic achievement
and social self-image during early adolescence. Journal of Early Adolescenc.e> 12(2),
197-219.

Rutter, M. (1994). Family discord and conduct disorder: cause, consequences, or correlate?
Journal of Family Psychology. 8(2), 170-186.

Rutter, M. (1983). Stress, coping, and development: Some issues and some questions. In
N. Garmezy & M. Rutter (Eds.), Stress, cooing, and development in children (pp.
1-41). New York: McGraw-Hill.

Rutter, M. (1971). Parent-child separation; psychological effects on the children. Joyrpal
of Clinical Child Psychology. 14. 55-60.

Sabatelli, R. M., & Waldron, R. J. (1995). Measurement issues in the assessment of the
experiences of parenthood. Journal of Marriage and the Family, 57(4), 969-980.

Simons, R. L., Johnson, C. J., & Conger, R. D. (1994). Harsh corporal punishment versus
quality of parental involvement as an explanation of adolescent maladjustment.
Journal of Marriage and the Family, 56(3'). 591-607.

Steinberg, L, Elmen, J. D., & Mounts, N. S. (1989). Authoritative parenting, psychosocial
maturity, and academic success among adolescents. Child Devqlopni.enL ̂  1424-
1436.

Steinberg, L., Lambom, S. D., Darling, N., Mounts, N. S., & Dombusch, S. M. (1994).
Over-time changes in adjustment and competence among adolescents from
authoritative, authoritarian, indulgent, and neglectful families. Child PeYglopmePL
61 754-770.



50

Steinberg, L., Lambom, S. D., Dombusch, S. M., & Darling, N. (1992). Impact of parenting
practices on adolescent achievement: Authoritative parenting, school involvement,
and encouragement to succeed. Child Development.  ^ 1266-1281.

Straus, M. A., (1971). Some social antecedents of physical punishment; A link-age theory
interpretation. Journal of Marriage and the Family, 33, 659-663.

Straus, M. A., & Kantor, G. K. (1994). Corporal punishment of adolescents by parents: a
risk factor in the epidemiology of depression, suicide, alcohol abuse, child, and wife
beating. Adolescence. 29ril5). 543-561.

Trickett, P. K., Kuczynski, L. (1986). Children's misbehavior and parental discipline
strategies in abusive and nonabusive families. Developmental psychology, 22* 115-
123.

Trotter, B. B. (1989). Cnparental conflict, competition, and cooperation and Parg^
perceptions of their children's social-emotional well-being following mantal
separation. Unpublished doctoral dissertation. The University of Tennessee,
Knoxville.

Vincent, J. P., Harris, G. E., & Plog, A. (1991). Divorce and children's adjustment; The role
of interparental conflict, maternal affect and parenting. In J. P. Vincent (Ed.),
Advances in family intervention, assessment and theory (pp. 47-67). London:
Jessica Kingsley.

WaUerstein, J. S., & Kelly, J. B. (1980). Surviving the breakup: How children and Parents
cope with divorce. NY: Basic Book.

Walsh, P. E., & Stolberg, A. L. (1989). Parental and environmental determinants of
children's behavioral, affective and cognitive adjustment to divorce. Developmental
aiid_airiieaLIssiie5* 12(2-3), 265-282.

Watts, D. S., & Watts., K. M. (1991). The impact of female-headed single parent families
on academic achievement. Journal of Divorce and Remarriage, iZC/i), 97-114.

Wenk, D., Hardesty, C. L., Morgan, C. S., 8c Blair, S. L. (1994). The influence of parental
involvement on the well-being of sons and daughters. Journal of Marriage and the
Family. 56. 229-234.



51

Wentzel, K. R. (1994). Family functioning and academic achievement in nuddle school: A
social-emotional perspective. Journal of Early Adolescence. \A(1\ 268-291.

Wentzel, K. R., Weinberger, D. A., Ford, M. E., & Feldman, S. S. (1990). Academic
achievement in preadolescence: The role of motivational, affective, and self-
regulatory processes. Journal of Applied Developmental Psychology,. IL 179-193.

Wierson, M., Forehand, R., & McCombs, A. (1988). The relationship of early adolescent
functioning to parent-reported and adolescent-perceived interparental conflict.
Journal of Abnormal Child Psychology. 16. 707-718.

Zill, N. (1991). U.S. children and their families: Current conditions and recent trends, 1989.
SRCD Newsletter. 1-3.



52

APPENDICES



53

APPENDIX A

ADOLESCENT ACADEMIC ACHIEVEMENT

The early adolescent period has long been thought of as an especially important time
of development (Wigfield & Eccles, 1994). Youth undergo the biological and social changes
associated with adolescence; changes in their friendships and in the ways they interact with
their peers; changes in their relations with their parents; and changes in the school
environments they experience as they move first from elementary school to middle school and
then to high school (Wigfield & Eccles, 1994). For many youth, adolescence is the beginning
of self-reflectiveness and identity investigation that will lead to novel intellectual interest,
more self-regulated learning, and a commitment to education as a path toward the future
selves they hope to be (Goodenow, 1993). Certainly these changes can pose important
challenges that many early adolescents must successfully master to maintain academic
achievement. For many youth, early adolescence is in a very real sense a "turning point
their educational lives (Carnegie Council on Adolescent Development, 1989).

This study examined several possible linking mechanisms that could mediate the
relationship between parents' conflict style and youth academic achievement. For this study,
academic achievement was defined as the ability to demonstrate a mental aptitude that yields
acceptable levels of performance in school work (i.e., grades). The purpose of this review
was to broaden the focus used in the study, and consider other domains that may effect
youths' academic achievement. This discussion examined various research involving
adolescents and their families, school environment, peer association, and individual
characteristics found to influence their academic achievement.

M :
in

Familial Influences

Parenting. Research involving family influences on achievement has found that
several parenting practices and characteristics relate positively to children and adolescents'
school achievement, particularly authoritative parenting styles and parental involvement (See
as examples, Baumrind, 1967, 1971; Dornbusch, Ritter, Leiderman, Roberts, & Fraleigh,
1987; Hess & Holloway, 1984; Linney & Vemberg, 1983, for reviews). However, past
research demonstrates that parental involvement declines when youth reach middle school
and continues to decline through high school (Epstein, 1987b; Lucas & Lusthaus, 1978).
Historically, the influences of parenting style and parental involvement have been studied in
separate lines of research. Adolescent studies often captured only youth's perceptions of the
parenting behaviors.

Extending this earlier work, Paulson (1994) explored the relative influences of
parenting style and parental involvement on early adolescents' school achievement and
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compared the relations of adolescents' (both girls and boys) and their parents' perceptions of
parenting to achievement. Achievement was measured by adolescents' self-reported grades
because such grades reflect current achievement, rather than level of intellectual capability.
This measure of academic achievement also has been endorsed by Dombusch et al. (1987).
Parenting style was measured along a continuum by two dimensions of demandingness and
responsiveness. Previous research had measured parenting style in discrete categories.
Parental involvement was appraised using a multidimensional measure to capture several
parenting attitudes and behaviors. Previously, these parenting attitudes had been studied in
separate research endeavors (i.e., interest in schoolwork and grades, involvement in school
functions, and attitudes toward achievement).

In Paulson's study, both girls' and boys' reports of parents' demandingness,
responsiveness and parental involvement in achievement predicted significant proportions of
the variance in achievement outcome. For example, higher levels of parental control
(demandingness/monitoring) were related to higher levels of achievement for both boys and
girls. However, the proportions of variance explained were small,
involvement related significantly to achievement. This finding would appear to support the
idea that, although parental involvement decreases in higher grades, when it does occur, it
continues to be important for achievement. Paulson’s study supports previous research that
adolescents' and parents' perceptions of parenting behaviors may not always be in agreement
and may not always predict adolescent outcomes in the same way (See as examples, Collins,
1990; Feldman, Wentzel, & Gehring, 1989; Paulson, Hill, & Holmbeck, 1991; Smetana,
1988; Schwarz, Barton-Henry, & Pruzinsky, 1988). For example, adolescents' achievement
was more significantly related to their perceptions of parenting than to what parents thought
they were doing. It may be that the adolescents reported how their parents were actually
parenting and are more accurate reporters. However, adolescents reported achievement and
parenting and, therefore, could have triggered respondent bias. One possible method for
reducing respondent bias would be to gather responses from multi-informants. For example,
teacher reports on achievement in addition to parents and adolescents. Another way to
eliminate this possibility would be to use school records of achievement instead of self-report.

Wentzel (1994) proposes that few studies have examined concurrently, links between
parenting and children's social and emotional adjustment on the one hand, and between
social and emotional adjustment and achievement on the other. Results from a four-year
research program involving sixth grade boys and their parents, conducted at the Stanford
Center for the Study of Families, Children and Youth, provide initial evidence of the
mediational role of emotional distress and behavioral restraint in linking family functioning
with academic achievement. Parental control strategies and the affective quality of
interactions among parents and youth engaged in joint problem solving were examined
(Feldman & Wentzel, 1990). Problem solving sessions involving the mother and adolescent,
father and adolescent, and mother and father were videotaped. All dyadic functioning was
coded on levels of hostility and parent-child dyads were coded on levels of appropriate
parental control. Appropriate control measures allowed for youth autonomy while

High levels of
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preserving acceptable family limits. Son's restraint was measured by teacher ratings and peer
nominations of considerate, impulsive, responsible, and aggressive behavior. Academic
achievement was cataloged by year-end grade point average (GPA).

Wentzel (1994) reports that appropriate parental control was related positively and
parent-child hostility related negatively to academic achievement. Analyses also suggested
the association between parent-son interaction and achievement was mediated almost entirely
by sons' social adjustment as measured by restraint. Also, significant correlations between
father-son interactions and sons' restraint and between mother-son interactions and academic
achievement were weakened when mother-father hostility was taken into account. From
these results, it would appear that how parents interacted with each other was as influential
in connection to their sons' restraint and academic achievement as how the parents interacted
with their sons.

In a second study, Wentzel, Feldman, and Weinberger (1991) replicated the first
study but extended it to include sons' emotional adjustment as an additional mediator
between parenting practices and achievement. Parenting practices were measured by the

report of mothers and fathers' inclination to be inconsistent and harsh by being
authoritarian and also likely to use strict punishment. Results showed that sons' self-restraint

mediator between the quality of fathers' parenting styles as perceived by the son and

sons

was a

academic achievement. Mothers' parenting styles influenced achievement both directly and
by way of sons' emotional adjustment. Findings from the first two studies suggested that
emotional distress and self-restraint played a mediational role in linking parenting practices
to academic achievement.

A third study focused on parenting practices and parents' SES during their sons' early
adolescence as predictors of their sons' subsequent self-restraint and motivation to achieve
in high school (Wentzel & Feldman, 1993a). Sons reported on parent inconsistent parenting
styles. Parental beliefs were assessed by asking mothers and fathers how far they expected
their sons to go in school. The study included parental beliefs because it was hypothesized
this type parenting might be related to youth's motivation to achieve by way of sons' self-
restraint. Self-report questionnaires were used to measure sons' self-restraint. Motivation
was measured with parents' reports of sons' interest in school and sons' reports of effort in
relation to school activities. Wentzel et al. (1993) reported that parenting practices were
correlated significantly with sons' motivation to achieve over time.

As in the two previous studies of academic achievement, this relation was found to
be indirect by way of sons' self-restraint. This study also reports that sons' whose mothers
demonstrated consistent parenting styles and who consistently had high expectations for them
were those sons who also demonstrated the highest levels of self-restraint and, in turn,
displayed motivation to achieve four years later. It was inconsistency by fathers in early
adolescence that was related to sons' low motivation to achieve in high school by way of
sons' lack of self-restraint. Fathers' SES was a direct motivation predictor independent of
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self-restraint. The only positive, independent predictor of classroom grades in highsons

school was found in son's motivation to achieve.

In general the results of these three studies support that youths' academic
achievement in middle school corresponds significantly to their degree of emotional distress
and self-restraint. It appears that parenting styles, parent-child interactions, and parental
beliefs may influence academic outcomes by way of these social and emotional outcomes.
Specifically, parenting practices that are considered less-than-optimal could affect school
achievement by creating significant levels of emotional distress that, in turn, affect motivation
and learning (Wentzel, 1994).

Family configuration and income. Battle (1995) reviewed the literature and examined
the relative effects of family configuration and socioeconomic status among black and white
middle-school youth and the subsequent effects on academic achievement. Research does
exist to support the position that for many youth in the family "all is not academically lost
after a divorce," (Adams, Miller, Reavis, & Reglin, 1989; Mednick, Baker, Reznick &
Hocevar, 1990). However, studies have generally shown that children of divorced families
evidence slightly more maladaptive behavior, peer rejection and poorer academic
performance than do children of intact families (Mednick et al., 1990).

Battle's data were drawn from the first wave of the National Education Longitudinal
Study of 1988, under the direction of the National Center for Education Statistics. This
sample represented approximately three million eighth graders in more than 38,000 schools
during the spring of 1988. Educational achievement was measured by a standardized
composite of math and reading tests. Grades were self-reported by students. Youth living
in single-parent households were coded one and youth living in two-parent households were
coded zero. Several other household compositions were recorded (10% of the overall
sample). However, for theoretical reasons, those households were deleted from the analyses.
Socioeconomic status was measured using parent report on father's education level, mother's
education level, father's occupation, mother's occupation and family income. Socioeconomic
status was used as a moderator to better understand if students from single versus two-parent
families got the same return from their socioeconomic status level.

The findings of this study indicated that when socioeconomic status was controlled,
there was no difference between students in divorced and married families. However, when
socioeconomic status was used as a moderator, and all other variables were controlled, the
interaction between the family configuration and socioeconomic status was significant:
Youth in single-parent families do not get the same return for socioeconomic status as do
youth in two-parent families. In other words, there are differences for youth in single and
two-parent households at various levels of socioeconomic status. This study supported that

goes from lower to higher levels of socioeconomic status, youth in two-parent families
get a much greater return on education achievement than youth in single-parent families.
However, what was most interesting in this study was the finding that at lower level of

as one
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socioeconomic status youth in single-parent families significantly out score youth in two-
parent families. One explanation for this finding is that two-parent families at such low level
socioeconomic status could experience more conflict. Argument has been made that single
parent households are one of the reasons for poverty in America, so it would be expected
that two-parent families would be at a higher level of economic functioning. When they are
not, more conflict between parents may occur, thus placing youth at greater risk for lower
academic achievement (Battle, 1995).

Downey (1994) used a large nationally representative data set collected by the
National Center for Education Statistics designed specifically to examine student educational
achievement and familial factors that promote or inhibit educational success. This data set
contains information on youth academic performance such as grades, scores on standardized
tests and teacher reports of classroom behavior. Also, the data rely on multiple sources such

parent and teacher reports as well as school records, in addition to student-based
information. This large and diverse sample of adolescents (eighth graders) compared 409
students living with single father, 3,483 living with single mother, and 14,269 living with both
parents, according to parental reports.

as

Economic parental resources were indexed by family income (in dollars), a composite
of the presence/absence of educationally related objects in the home (i.e., place to study,
daily newspaper, encyclopedia, typewriter, computer, books, calculator, and one's own
room). Interpersonal parental resources were measured by how involved parents were in
their child's school's PTA activities, their educational expectation for their child, how many
of their child's friends they know by name, how many of these friends' parents they know by
name

questions about whether their parent attended school meetings, attended events in which they
participated, how frequently their parent talked to them about academic matters and how
frequently the parent set down household rules. Academic achievement was measured by
student-reported grades and by scores on standardized math, reading, history, and science

Teacher reports of student's classroom behavior were used to construct scales of

and how frequently they help their child with home work. Students responded by

tests,

student effort and obedience, an element of school performance for which children from
single-parent families frequently receive poor ratings. Mother's and father's highest level of
education was recorded (0=did not graduate high school, 5=advanced degree). Race was
split into five categories and used as background controls.

Downey (1994) found that single fathers more closely matched the profile of parents
in two-parent families, than the profile of single mothers, with respect to education and race.
However, single mothers were less educated and more likely to be minority status than either
single fathers or married parents. The findings of this study indicated that despite these
advantages, children from single-father families do not fair better in school than children from
single-mother families. Although youth from single-father homes scored higher on
standardized tests, their grades were no higher than youth from single-mother families.
Economic deprivation was more useful for explaining the disadvantage for youth in single-
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mother families. If children in single-mother homes had the same economic resources as
those in two-parent families, they would have had higher educational achievement. Single
mothers provided greater levels of interpersonal parental resources to their children than did
single fathers. Lack of interpersonal resources, such as time spent talking to the youth about
school work, parental involvement in the youth's school activities, and lack of involvement
in friends was more useful for explaining the disadvantage for children in single-father
families. If youth in single-father homes received the same parental resources as those in
two-parent families, they would have possibly experienced higher educational achievement.
In general, the results of these studies show that children in single-parent families may be
placed at greater risk for lower academics and may not get the same return from
socioeconomic status as youth in two-parent families. However, these disadvantages are not
due to the parents marital status, per se. They appears to be due in part, to diminished or a
lack of resources. Also, single fathers and mothers specialize in providing different types of
resources to their children.

Cultural and racial inclines. Many studies have documented that Asian-American
students, in general, do well in school. As cited in Peng and Wright (1994), they have higher
achievement scores, lower dropout rates, and higher college entrance rates than other
students. Many studies also have documented that, on average, African-American students
score below white students on tests of academic achievement. This pattern holds even when
socioeconomic status, sex and residence are held constant (Voelkl, 1993). What are the
intrafamilial processes and practices that produce such outcomes in adolescence?

Peng and Wright (1994) examined the kinds of home environments and educational
activities that could account for the differences in academic achievement experienced by
Asian-American adolescents. This sample represented over 25,000 eighth graders, their
parents, and teachers drawn from the National Education Longitudinal Study of 1988. This .
data set provided an adequate representative sample of Asian-American, black, white and
other adolescents. Information was gathered on family composition, parents' education level,
and family income. Discipline and effort, parental assistance, educational pressure, and
additional lessons and activities were measured. Adolescent academic achievement was
measured by the combined test scores of reading and mathematics.

Past research supports that the socioeconomic condition of the family, the extent of
communication (regardless of ethnicity) among family members, and the learning activities
provided or supported by parents are related to adolescent learning. These findings have
been summarized in review articles by Clark-Stewart, (1988); Hess & Holloway, (1984);
Schneider & Lee, (1990); Scott-Jones, (1984); and for African-American students in
particular by Slaughter and Epps (1987). Analysis indicated that parents' education level and
family income were positively related to achievement. This confirms previous research that
adolescents with higher family socioeconomic status are likely to have higher academic
achievement. Adolescents living with both biological parents had higher achievement scores
than other youth. More time spent on homework indicated higher achievement scores.
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Among all variables, educational expectations for youth had the highest correlation (.42),
indicating that high expectations is a powerful predictor of adolescent achievement.

Asian-American students had higher achievement scores than all other minority
students. However, the difference in achievement between Asian-American and white
adolescents was not significant. In reference to home environment, Asian-American parents
did not communicate (i.e., discuss school experiences and plans) with their adolescents as
much as black parents or white parents. Nor did they directly assist their adolescents in
homework. However, Asian-American parents implicitly or explicitly set more significant
expectations than all other parents and provided their adolescents with more learning
opportunities than other minority parents (i.e., education trips or vacations, additional
educational classes).

In this study, race-ethnicity accounted for 10% of the variance in student
achievement. Results also demonstrated that school, home environment, and educational
activities accounted for 30% of the variance of adolescent achievement. However, when all
variables were included in the analysis with race, the portion of variance accounted for
increased only 3%, indicating that race added only 3% of the accountable variance. Also,
the difference in achievement predicted by race-ethnicity decreased after home environments
and educational activities were considered. After controlling for educational experiences
provided by parents, white adolescents had higher academic achievement scores. All these
results indicated that the differences in home environments and educational activities, not
race itself, largely accounted for the differences in adolescent achievement between Asian-
American and other minority students.

The findings from this study suggested that an adolescent's home environment and
educational activities are important predictors of academic achievement. When families
support learning, adolescents experience high achievement scores. This study demonstrated
that home environment and educational activities account for a large part of the difference
in adolescent achievement between Asian-American and other minority students. The results
of this study also indicate that parents can provide a valuable contribution to their
adolescent's achievement through the home environment. Parents can make an invaluable
contribution through positive discipline and effort as well as an emphasis on learning.
Parents may offer their support by encouraging their adolescents to complete homework,
participate in additional learning experiences outside of school and provide opportunities for
their adolescents to participate in educational trips or vacations. Parents may also establish
high expectations for their adolescents and communicate these expectations in such ways that
the adolescent understands education is highly valued in the family. This idea can provide
adolescents with a "sense of mission, direction and challenge" (Voelkl, 1993, p. 351).
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Peer Influences

Although the significance of the family in the development of achievement-related
considerations and behavior in adolescence cannot be disputed, the adolescent's peer group
as an agent of socialization during the adolescent years also has received substantial
consideration (Elmen, 1991). The quality of children's relations with peers has been linked
to academic achievement (Green, Forehand, Beck, & Vosk, 1980). As reported in East,
Lerner, Lemer, Soni, and Jacobson (1992), studies have found that individual-group
similarity in the school context was associated with favorable academic self-concept, in
frequent school absences, and later educational and occupation attainment.

East et al. (1992) investigated early adolescent-peer group fit, peer relations, and
competence (including scholastic competence). Data were drawn as part of the Pennsylvania
Early Adolescent Transitions Study (PEATS). This sample represented 101 sixth graders
(56 males and 45 females), the average age was 11 years. The adolescents were administered
tests over the course of the sixth and seventh grade school years. Eight teachers took part
in the study. The adolescents' temperament, peer demands regarding temperament, early
adolescent temperament-peer group fit, peer relations, and competence were measured.
Teacher completed the Teacher's Behavior Rating Scale which assesses teachers' independent
judgment of the adolescents competency.

Results demonstrated that early adolescents' mood, flexibility, and approach behaviors
that matched with those of their classmates were more likely to receive acceptance from their
peers than those possessing different temperaments from their peers. Adolescents whose
behaviors were similar to those of their peers in adaptability and tasks such as eating,
sleeping, and daily habits, were more likely to see themselves and be seen by teachers as
highly competent individuals (East et at., 1992) These findings seem to signify that
adolescents who cannot successfully meet the behavioral demands of their peer group may
very well experience low scholastic competence and poor peer acceptance. Findings in this
study also support that adolescents' peer relations were closely associated with their self
perceptions of competence and their teachers' perceptions of their competence. It could be
said this finding follows the view that an adolescents' self-concept may largely be a function
of how accepted and valued adolescents feel by significant others, particularly parents and
peers. These findings also imply that teachers' rating of students' competence are related to
how the adolescents are perceived and reacted to by their peer group. Consequently,
teachers' appraisals of an adolescent's competence may depend on the adolescent's
formulation of his or her competence in the context of peer group acceptance.

Goodenow and Grady (1993) investigated the relationship of school belonging and
finends' values to academic motivation. These researchers point out that academic motivation
is not a purely individual, intrapsychic state; rather it evolves from a complex web of social
and personal relationships. They emphasize the importance of academic achievement in the
context of the adolescents sense of belonging in the school or classroom. The influence of
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firiends and peer groups on students' academic achievement and attitudes toward school has
been widely noted (e.g., Brown 1990, Coleman, 1961; Steinberg, Dombusch, & Brown,
1992) with early adolescence marking the highest point of conformity to peers (Bemdt,
1979). Since an adolescent's friends can have a negative as well as positive influence, this
influence could spur peculiar predicaments for students whose peer group affiliations hold
antiacademic standards.

The Goodenow et al. (1993) study focused on urban adolescents in the seventh
through ninth grade. A total of 198 students completed the survey (104 boys and 87 girls).
This study assessed school belonging, which included measures for friends' academic values,
expectancy of school success and value of academic work. Motivation and effort/persistence
also were assessed. Results supported that school belonging and friends' values on academic
motivation and effort were significantly correlated with friends' values. However, in none
of the analysis did friends' values have a higher level of association with outcome measures
than did school belonging.

Three notable conclusions were drawn from this study's results. Many urban
adolescents could experience a low sense of school belonging and poor school motivation.
Second, adolescents who do experience a high sense of school belonging are more likely to
be academically engaged than those adolescents with low school belonging. Finally, the
value an adolescent's friend places on academics is important to an adolescent's academic
motivation. However, these authors reported that despite positive academic motivation
scores, students expressed relatively weak beliefs that they "belonged" in their schools, that
the teachers and their peers respected and valued them, and that their friends valued school
success. School belonging accounted for substantial proportions of the variance in attitudinal
scales that measured general school motivation, expectancy for academic success, and
especially the value that adolescents attributed to academic work.

From this finding one could conclude that adolescents place importance on how
valued they are by their friends and its relation to attitudes toward academics. "Almost all
people find school (or other work settings) more enjoyable, worthwhile, and interesting when
they believe that others in the environment like and value them" (Goodenow et al., 1993, p.
68).

Studies by Bemdt, Miller, and Park (1989) examined Junior high students' perceptions
of their fiiends' influence on their attitudes, behavior, and performance in school. The Bemdt
et al. (1989) studies measured the extent to which an adolescent perceived their friends as
influencing various aspects of their school functioning. An insignificant percentage of young
adolescents in each of the two studies perceived their friends as influencing various aspects
of their school adjustment (including classroom involvement and grades), and these students
indicated that their friends more frequently exerted a positive influence rather than a negative
influence on them. In these studies parents were perceived as providing a greater positive
influence on adolescent adjustment than their peers.
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This evidence substantiates that both parents and peers play a role in the socialization
of achievement-related consideration in adolescence. Having previously reviewed some of
the potential impact parents and peers have on the achievement orientation of adolescents,
the following section will discuss some of the research on the impact of various aspects of
the school environment on achievement during adolescence.

School Influences

Research involving school influences on achievement during early adolescence has
centered on the structural changes that transpire with the passage from elementary to junior
high school (middle school) or on aspects of the teacher-student  relationship (Elmen, 1991).
The transition to junior high school happens at a time when most young adolescents also are
experiencing the physical, psychological, and social changes associated with adolescence,
including the new role demands presented by parents, peers, and teachers. Furthermore, the
school environment of conventional junior highs often are profoundly different from
elementary schools (Lord, Eccles, McCarthy, 1994). In junior high, as noted by Eccles and
Midgley (1989), there often is an increase in the use of competitive motivational strategies
and rigor in grading, and a decrease in personal contact between students and both their
peers and teachers. This passage can be detrimental to some adolescents. The adolescent's
self-esteem may lower and adjustment to junior high school may be difficult (Eccles &
Midgley, 1989).

Adolescent transition - teachers. Lord et al. (1994) studied the relationship of several
protective risk factors appraised in Grade 6 with indicators of early adolescents' adjustment
to the junior high school transition. Using a longitudinal design, this study assessed sixth-
grade school achievement level, the youth's perceptions of their own abilities, worries they
had about their abilities and self-consciousness, and perceptions of their family environment.
Sbcth grade self-esteem and academic achievement were treated as control variables, sixth-
grade indicators of protective and risk factors were treated as predictors, and seventh-grade
indicators of adjustment as outcome measures.

Four waves of data were collected over the junior high school transition. Early
adolescents and their families completed questionnaires twice each year (fall and spring)
during the adolescents' sixth grade (elementary school) and seventh grade (first year in junior
high). Elementary sixth grade teachers and junior high seventh grade teachers completed
forms rating each youth on several characteristics, including how well the student was
performing as compared to others in the class on math and English. Students' scores on the
most recent standardized test in math and English given by the school were included as part
of the achievement scale. The sample included 1,000 girls and 860 boys.

Results indicated that youth exhibiting greater confidence in their academic, social,
and athletic abilities in the sixth grade had higher gains in their self-esteem following the
transition to junior high. When compared with each other, a youth's math ability, physical
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attractiveness, and peer social skills was a stronger predictor of positive self-esteem. The
cluster of worries and self-consciousness constructs were associated with declines in self
esteem across the transition to junior high. Academic self-concepts also reliably predicted
students' liking ofjunior high. The confidence an adolescent has in their peer-related social
skills emerged as a salient contributor to their overall self-evaluation and adjustment to junior
high school (Lord et al., 1994).

In comparison to the results for self-esteem, sixth-grade academic performance was
a much stronger predictor of both parents' and teachers' ratings of each students' adjustment
to junior high school than was sixth-grade self-esteem. By spring of seventh grade, sixth-
grade self-esteem was no longer a significant predictor of teachers' ratings of the students'
adjustment. These results appear to support that teachers' view of early adolescents'
adjustment to junior high school are primarily related to the students' academic performance
(Lord et al., 1994). Teachers relating adjustment primarily to academic achievement is
somewhat discouraging since academic performance is only a segment of the areas involved
in adolescent adjustment to junior high school. However, this finding is not surprising
considering the departmentalized classrooms, and the increased number of students in junior
high schools. Teachers' measure for assessing a student’s adjustment would be limited and
it would follow that their assessment of adjustment would fall on their awareness of the
students' academic performance. Another absorbing distinction characterized the teacher
results. In contrast to the results for self-esteem, academic self-consciousness was related
to teachers' high ratings of student adjustment rather than low ratings (Lord et al., 1994).
Apparently, indicators of anxiety that are related negatively to students' self-esteem, such as
academic nervousness and self-consciousness, are viewed as favorable by the teacher. This
value to teachers could be very detrimental to the student in that they may be receiving
positive feedback from teachers for characteristics that appear to sabotage their own self-

This external positive support for things that are internally painful could cause
conflict and trepidations in the students and result in more emotional anguish (Lord et al.,
1994).

esteem.

Gregory (1995) presented a model that identified several factors that have contributed
to the success of high school students with histories of school failure. Data were collected
from 66 high school students, ages from 14 to 25 years, who had previously participated in

antischool subculture. Each of these students turned the negative effects of failure into
positive effects by deliberately changing their behaviors and turning their lives around.
Although these students ascribe both responsibility and credit to themselves for their
accomplishments, one important finding offered by this research is that these students were
members of school settings that provided consistent help in goal setting, decision making,
and understanding the consequences of their actions. Also, all of the students who succeeded
in turning their academics around reported positive elementary school experiences. In many

the teachers and counselors were cited as original sources of the student's ability to
begin the turnaround process. Students spoke of teachers that took a "real" interest in them

person or counselors that were always involved showing "real" concern for their

an

cases.

as a
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progress. Throughout the study's interview with students they spoke of the positive effects
from small classes and the efforts teachers made to engage them in subjects they were
studying.

This study points out that school can play a powerful role in providing positive
experiences if those are defined as attending to the individual needs of the adolescent. The
experiences of this study's participants are instructive in demonstrating how children and
youth who are ignored can be lost to the educational system (Gregory, 1995). Those who
received the attention and help they needed were able to draw on those resources. Data
indicated that many youth need a lot more attention than they are getting from schools,
especially when they are making transitions from one level and/or one school to another. In
general, this research supports the notion that youth-serving institutions can promote
adolescents' resiliency and success by making their structure small and their adult populations
accessible.

School size. Cotterell (1992) investigated the influence that school size appears to
exert on student adjustment and coping both in the short term and some months after the
event of transfer has occurred. This investigation is somewhat unique in that it focused on
adolescents who had attended an elementary school encompassing grades one to seven. The
mean age of students at time of transfer was 12 years 3 months. Students were progressing
fi-om small primary (elementary) schools into larger secondary (high school) schools. The
transition period was taken to be the period enclosing the actual event of transfer from
primary to secondary school and extending to about four months after the transfer event had
occurred. Teachers were given list of students in their class and rated them on dependability,
cooperativeness, aggressiveness, and achievement-oriented behavior. To capture the
students' expectations of what high school would be like, students wrote brief predictions
about the secondary school they planned to attend, according to three primary aspects:
schoolwork, teachers, and other students. To measure their reactions to the transition,
student's wrote brief essays in the sixth week after their transition to the secondary school.
For analysis, students were grouped according to the size of school attended at both primary
school (small, large) and secondary school (medium, large) so as to yield three distinct
transition paths: small to large, medium to medium and large to large.

Results indicated that student's degree of adjustment varied depending on the
particular transition paths taken and on the time of measurement. The greater the
environmental change, the more difficulties encountered by students at various measurement
times. For example, students moving from small primary schools to large secondary schools

optimistic than their peers before the change, but more anxious and disoriented
in the weeks immediately after the transition. However, within four months the effects of
change in school had diminished and difficulties in adjustment were then related more to
personal characteristics of the students than transition paths. However, months after transfer,
differences in student adaptability continued to affect adolescents' views of the classroom

were more
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environment. More adaptable students perceived their classrooms as more supportive,
organized, and more growth-oriented than students with continued adapting difficulties.

In terms of classroom environment, these results emphasize a paradigm of findings
confirmed by past research that supports adolescents moving from elementary classrooms
experience a "less facilitative environment" (Feldlaufer, Midgley, Eccles, 1988, p.l52) at
junior high school, and a marked decline "on all aspects of quality of school life" (Hirsch &
Rapkin, 1987, p.l239) following the transition, specifically in teachers' support and warmth
(Behan, Gresen, & Oakes, 1980). Although this study did not report results on academic
achievement by grades, it supports other research which suggests systematic differences
between the environment of primary (elementary) and secondary (junior high) school
accentuate the likelihood of mismatch between person and environment. This mismatch may
be manifested in motivation and achievement declines (Feldlaufer et al., 1988, Power &,
Cotterell, 1981). The results of this study appear to support that although the general size
of school may influence adolescents' short-term adjustment, different environments and
structures within the school (such as teacher supportedness, friendship, peer group, etc.) may
have pronounced effects on the longer-term development of self-esteem and achievement
(Feldlaufer et al., 1988; Power et al., 1981).

Other studies have assessed classroom differences between sixth and seventh grades.
Compared to sixth-grade classrooms, seventh-grade classrooms provide less chance for
participation in decision-making, more whole-class instruction, and less individualized
instruction (Feldlaufer et al., 1988). As evidenced in this study, transition at early
adolescence often brings changes in student's relationship with teachers. Seventh-grade
teachers are less likely to trust students, place  a greater emphasis on maintaining strict
control, and are more likely to use public criticism as compared to sixth-grade teachers
(Elmen, 1991; Feldlaufer et al., 1988). These studies demonstrate that early adolescents are
affected by both positive and negative influences in the school setting. As Elmen (1991)
states "teachers do make a difference."

more

Individual Influences

Self-esteem. As presented in this discussion, research supports the importance of
family, peers and school influences on adolescent academic achievement,
individual characteristics (i.e., self-esteem, gender, and age) cannot be ignored. Hundreds
of research studies document the relationship between early adolescent self-esteem and
academic achievement. The majority of studies have found positive correlations between
self-esteem and academic achievement (Hoge, Smit  & Crist, 1995). Researchers define self
esteem as the individual's overall evaluation of himself or herself or how one feels about
oneself (Wigfield et al., 1994). Self-esteem is believed to develop during the elementary and
middle school years, although researchers have argued about how early children can generate
the kinds of general self-evaluations that are the basis of self-esteem. Also, self-esteem is one

However,



66

indicator of social and emotional adjustment that has been used frequently to assess school
adjustment success or failure, particularly during school transition (Fenzel, 1992).

Harter (1982) found no age-related differences in children's self-esteem in different
samples of third-through ninth-grade children. Thus, it appears that overall children's self
esteem does not change greatly during elementary school. However, in a studies conducted
by Marsh (1989) and Marsh, Carven, and Debus (1991), the results demonstrated that older
elementary school-aged children had less positive self-concepts of abilities in several
academic and nonacademic domains than did younger elementary school-aged children. The
Harter scales are more general than the scales used in the Marsh study, which could be one
reason why age differences were not obtained (Wigfield et al., 1994). The general pattern
appears to be that younger children's self-reported competence beliefs are more positive than
those of older children (Wigfield et al., 1994).

Hoge et al. (1995) conducted a longitudinal study in order to clarify the relationship
between self-concept and academic achievement. This study provided opportunities for
assessing causal effects in both directions, and measured self-concept at all three levels of
specificity (i.e. general self-concept, academic self-concept, mathematic self-concept). The
authors clarified their term "self-concept" as the same entity referred to throughout the
literature as self-esteem. They forwarded the argument that empirical research does not
allow any firm conclusion about the causal ordering of self-concept and academic
achievement. In support of their argument they refer to Bryne (1986) and Skaalvik and
Hagtvet (1990). At the onset of this study, adolescents were 11-13 years old in the sixth and
seventh grades. A total of 363 students participated in the study. Grades were recorded in
math, language arts, social studies, science, and physical education. This study replicated the
methods most often used in past research when assessing the links between self-concept and
achievement (correlations). Paths between general self-concept and grades, in either
direction were weak and were seldom statistically significant. Grades in the spring of sixth
grade had no impact on any change in self-concept at the beginning of seventh grade. Grades

closely associated with math self-concept than academic self-concept and general
self-concept. The correlations relating self-concept to subsequent grades were no stronger
than those relating grades to subsequent self-concept. It is interesting to note that when
using zero-order correlations in analysis the results are in agreement with most past research,
and the results were similar to earlier research. However, when analysis employed structural
equation models, controlling for earlier levels of self-concept, the paths were much weaker.
Thus, this study suggests that the real influences of self-concept on achievement are weaker
than correlational studies report, and, in general, grades have a bit more influence on self-
concept than the opposite.

Using cross-sectional data, Liu, Kaplan, and Risser (1992) examined the reciprocal
relationships between academic achievement and general self-esteem by specifying
theoretically indicated intervening variables in each of the relationships. The purpose of their
investigation was to ascertain if the relationship between academic achievement and self-

were more
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esteem were reciprocal. If this connection was shared, then what variables mediated this
reciprocal relationship. Questionnaires were given to seventh through twelfth grade
adolescents in a private, independent, co-educational preparatory school in a large city in the
southwest. Academic achievement was measured by GPA. Academic self-concept was
measured with a scale reflecting self-perceptions of approximating high academic standards.
Self-esteem was measured by two scales, one by expressions of positive sentiments toward
self, one by the absence of strong negative feelings toward self Motivation was measured
by a three-item scale indicating a need to do well in school work. Analysis was performed
using structural equation modeling.

Results indicated that general self-esteem both influenced and was influenced by
academic achievement. Liu et al. (1992) points out that this study supplements prior research
by specifying the reciprocal relationships between academic achievement and general self
esteem. Adolescents' self-esteem was significantly influenced by academic achievement in
that high achievement elicited positive perception of teachers' responses, which lead to the
adolescent experiencing positive global feelings about themself Also, as related to high
academic self-concept, high academic achievement lead to the adolescent experiencing
positive perceptions of themself in academic performance, which in turn encouraged positive
general self-feelings. Also, self-esteem was influenced by academic achievement through
both perception of teachers' response and academic self-concept such that high academic
achievement precipitated high perception of teachers' responses and perception of teachers
responses in turn evoked positive academic self-feelings, leading in turn to positive general
self-feelings.

Gender differences. A set of studies conducted by Wigfield et al. (1994) investigated
the change in children's competence beliefs, achievement values, and general self-esteem
across elementary and junior high school. Study 1 measured longitudinal change across the
elementary school years in children's competence beliefs, general self-esteem and subjective
task values for different areas, including math. This study also examined gender differences
in these areas. Drawing on past research, it was predicted that self-esteem should be
relatively stable across the elementary school. Children's competence beliefs and values
should decrease over time, particularly their beliefs and values regarding academic activities.
Gender differences in competence beliefs and values should increase over time. Boys should
have increasingly more positive competence beliefs in the math and sports domains than girls.
Girls should hold increasingly more positive competence beliefs and values than boys do in
reading and instrumental music.

This study consisted of approximately 900 children from lower-middle-class to
middle-class backgrounds. These children completed questionnaires, for three consecutive
springs, tapping their competence beliefs and subject task values about math, reading,
instrumental music and sports. Results indicated that self-esteem did not differ across cohort
or gender groups and did not change over time. However competence beliefs in each activity
domain decreased over time. However, boys competence beliefs were higher than girls for
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math and sports, and girls were higher for reading and instrumental music. As pointed out
in this study, girls seemed to doubt their ability in math during elementary school even though
they out performed boys in math during elementary school and junior high school (Linn &
Hyde, 1989). Another concern noted was boys’ more negative ability beliefs and values
about reading. Wigfield et al. (1994) pointed out that reading difficulty during the early
elementary grades is one of the strongest predictor of eventual school failure. Boys who
regarded themselves as poor readers, may have underrated reading as an activity. This lack
of reading interest may place them at higher risk for later school failure.

Study 2 measured longitudinal change across the transition to middle school in
adolescents’ achievement related beliefs and general self-esteem. Thus, this study predicted
that early adolescents' self-esteem should decrease immediately following the transition to
junior high due to students adjusting to the school change and development of new social
networks and roles. Self-esteem levels should increase throughout the school year once
adjustment is made for the new social and network roles. It was predicted that adolescents
competence beliefs and valuing of different academic activities should moderately change
immediately after the passage to junior high school. Students from 12 school districts in low-
to middle-income communities participated. Approximately 1,850 adolescents completed
questionnaires at four waves: twice in the sixth grade, twice in the seventh grade.
Adolescents completed questionnaires measuring self-esteem, their beliefs, attitudes and
values regarding math, English and social activities.

Results demonstrated a drop in adolescent's self-esteem during the transition to junior
high but a rise in self-esteem by the seventh grade. Adolescents' math, English, social
activities, and sports competence beliefs become more negative immediately following the
transition to junior high. Their math and English competence beliefs continued to deteriorate
through the seventh-grade year. However, sports and social competence beliefs rose during
the seventh-grade year. This study also reported that adolescents exhibited a much greater
interest in nonacademic activities than academic ones. Boys reported higher self-esteem than
did girls at all four waves. Thus, this study did not support that girls' self-esteem is lower
during the transition from elementary to junior high as found in other studies. Boys had
higher competence beliefs for sports and math than did girls. Girls had higher competence
beliefs for English. These gender differences in competence beliefs confirm and extend
previous cross-sectional work (for example, see Eccles, Adler, Futterman, Goff, Koczala,
Meece, & Midgley, 1983; Marsh, 1989; Wigfield, 1984).

What explains the deterioration in adolescents' competence beliefs and valuing of
academic activities? It may be that younger children are more enthusiastic in their
competence beliefs than are older adolescents. Adolescents may have more realistic
evaluative feedback about different tasks from teacher, and are better able to evaluate their
relative academic standing. Also, as pointed out earlier, evaluative practices are more strict
in junior high and could contribute to the declines in academic competence beliefs that were
found in Study 2.
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Social-self image. Roberts and Petersen (1992) conducted a study on the relationship
between academic achievement and social self-image. Specifically, this study examined the
effects of values orientation, gender, grade in school, and academic domain on the
relationship between academic achievement and social self-image. Adolescents in the sixth
through eighth grade participated. Social-self image was assessed by the Self-Image
Questionnaire for Young Adolescents (SIQYA). Academic achievement was assessed with
final GPAs in mathematics, science, literature, language arts, and social studies, obtained
from school records at each school year end.

For this study, adolescent social self-image reflected how they perceived themselves
socially and whether they felt accepted and valued by other people. In early adolescence,
both parent and peer influences are predominant determinants of self-image formation, with
the balance moving from parents to peers (Roberts et al., 1992). This research suggests that
to understand how academic achievement influences social self-image the adolescent should
be considered within the context of the peer group. Adolescent values were assessed in one
of three value domains; academics, popularity, or success depending on the dominate value
within the peer group. Peer influences may either encourage or discourage academic success
depending on the dominant value within the peer group (Roberts et al., 1992). Peers who
place a high value on academics influence each other to do well in school (Brown, Lohr, &
McClahahan, 1986). It would be expected that for adolescents who were academically
oriented, their academic success would lead to heighten social self-image. However, for
those adolescents who placed a higher value on popularity or athletics, self-image may be
boosted more by nonacademic pursuits than by academic success. Roberts et al. (1992)
pointed out that in previous research adolescents who were socially oriented spent more time
socializing and this was linked with lower school performance. Goodland (1994) suggested
the same may hold for adolescents whose energy and time was invested in athletic pursuits -
their social self-image may be raised but academic achievement may be lowered.

It could be argued that the link between academic achievement and social self-image
be further complicated by the effects of gender (Roberts et al., 1992). Simmons and

higher degree of
may

Blyth (1987) suggest that higher academic achievement denotes
conformity to adults standards, and norms regarding conformity to adult standards differ for
girls and boys. These researchers reported that girls conform more to adult standards and
that some boys perceive more peer pressure to deviate from adult standards. Thus, for boys

an indicator ofwho value popularity or athletics, lower achievement may occur as
independence from adult standards, and would thus be connected with rises in social self-
image. By contrast, girls interested in the pursuit of popularity or athletics may be forced
to make trade-offs between these areas and academics because girls probably would

to conform to adult standards by achieving higher academics.expenence more pressure

Roberts et al. (1992) suggested that moderate levels of success in academics would be linked
with the greatest gains in social self-image and that girls with high or low academic
achievement would experiences less improvement in social self-image.
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Adolescents' grade level in school was predicted to influence the link between
academic achievement and social self-image. As noted above, as youths advance in school,
classrooms become more competitive and ability-focused, grading strategies become more
rigorous, and teachers' performance expectations escalate. These changes are particularly
marked during the move into secondary school in early adolescence. These types of
evaluative changes condition students to engage in more social comparisons of their work
(assignments, reports cards, etc), making them more aware of each others achievement
standing in school (Reuman, 1994). Roberts et al. (1992) postulated that this greater
awareness would lead to stronger links between achievement and social self-image as youth
advanced through school.

Results indicated that for boys who were academically oriented, the greatest gains in
social self-image were linked to relatively high achievement in science. For girls who were
socially oriented, the greatest gains in social self-image were linked to average achievement
in mathematics. Low GPAs in mathematics and science were not linked to larger increases
in social self-image for socially-oriented boys. For boys who were athletically oriented, low
GPAs in mathematics and science did not predict larger increases in social self-image. Large
gains in social self-image for athletically-oriented girls were not linked to average levels of
achievement in mathematics and science. However, relatively large gains in social self-image

associated with low mathematics achievement. Roberts et al. (1992) pointed out thatwere

this finding is consistent with past research that suggests nonacademic goals of
extracurricular activities in school are sometimes compensatory rather than complementary
to academic mission of school. Although this effect was expected among athletically-
oriented boys it was not found. These researchers suggested that although boys at this age
may place athletics at the top of their value heirarchy, it apparently was not an indicator of
their ability and may have been more an "aspiration for the future than a present reality"
(Roberts et al., 1992, p.215).

Age at transition. Fenzel (1992) explored the possibility that youth who are younger
than most of their classmates face a more difficult adjustment at school. This longitudinal
study was designed to address the relationship between relative age and self-esteem among
early adolescents at the same grade level during the time they transition to middle school.
This study suggested that being older when transitioning from elementary to middle school
would afford the adolescent greater benefits with respect to higher self-esteem and academic
achievement. Older adolescents would also experience lower levels of strain associated with
the transition from elementary to middle school. Youths in the sixth through eighth grade
participated. Student's age at the time of entrance into this study was 10 years. Measures
included self-esteem, role strain, and trait anxiety. Academic performance was measured by
teacher’s report of over all performance as A, B, C, D, or F and from report cards. Father's
education level was also collected.

Results indicated that after controlling for the effects of father's education level, the
older the adolescent relative to his/her classmates, the higher their self-esteem and the less
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strain they felt at school during their transition into middle school. However, GPA was not
related to age past the fifth grade. In all cases, being relatively older than classmates
provided adjustment benefits. It is important to note the consistent effects of age on self
esteem and role strain, but not on GPA, for the full sample and for girls in particular.
However, GPA may not have been related to relative age because parents' education
accounted for such a large portion of the variance in school performance (Fenzel, 1992).
The affects of age on GPA were not present in any greater degree following the transition
to middle school. However, it is important to note that this study did not measure relative
age effects into the later years of middle school. It would appear from this study that being
younger than most of one's classmates, in addition to having parents with relatively little
education, predisposes youth and early adolescents to school-related difficulties. Also, the
finding that relative age was related to self-esteem and school strain for girls, but not for
boys, is consistent with previous research that suggests that the relative age effect may be
more pronounced for boys in primary school but tends to shift to females in adolescence
(Fenzel, 1992). If girls are more concerned about their looks and popularity than boys during
early adolescence (Simmons et al., 1987), the younger, late maturing girls are likely to
experience a self-esteem deficits and to see school as more stressful. This may be due, in
part, to unfavorable comparisons they might make with their more physically mature and
popular peers. One important note. This study drew from adolescent with highly educated
parents, with a low divorce rate in a predominately white community. Replication of this
study with more diverse data might yield somewhat different results.

Conclusion

The purpose of this discussion was to present a sampling of recent research focused
on important familial, peer, school, and individual correlates of early adolescent academic
achievement. It was not the intent of this paper to identify all correlates of youth academic
achievement, as such an examination is beyond the domain of this review. The very nature
of this task - a summary of distinctive adolescent academic research - does not lend itself
to one unified, cohesive statement or theme. The study of academic achievement in
adolescence is complex given the multitude of biological, psychological, and social changes
occurring simultaneously throughout early adolescence. Research has demonstrated that
youth traveling through this phase are charged with the task of interpreting or redefining their
societal standing in light of these transformations. The question of adolescent achievement
surrounds more than family influences, peer association, individual motivation, and school
grades alone. No one factor determines adolescent achievement, and no one factor should
be the measure of achievement. It is the collective influence of all of these played out in a
growing and changing individual who is involved in a distinctive set of social relationships.

Several principal themes arise from this review,
influence academic competence most directly by several avenues:
demandingness, responsiveness and parental involvement, by the adolescents' restraint-related
behavior, by interpersonal parental resources, by economic parental resources, by parental

First, family functioning may
by parental
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emphasis on learning, and by parental educational expectations. Second, peers as agents of
socialization may influence academic competence by these avenues: by specific behavioral
demands placed on the adolescent, by values placed on school success and academic work,
and by values placed on peer acceptance. Third, the school environment may influence
academic competence most directly by several avenues: by an adolescent's confidence in
their peer-related social skills, by an adolescent's teacher assessing student adjustoent, by
teachers' assistance in goal setting and progress concern, and by the classroom environment.
Finally, an adolescent's individual characteristics may influence academic competence by
several avenues: By an adolescent's general self-esteem, by an adolescent's self-concept
during their transition to middle school, by the value adolescents place on academic activities,
by the effects of social self-image and gender, and by the effects of relative age at the time
of transition to middle school.

In sum, although academic achievement is
passage, it is only a small portion of adolescent functioning. Adolescents can emerge from
this developmental period with straight "A"s and remain dejected and socially dysfunctional.
As these researchers have done in isolating apparent risk factors related to adolescent
adjustment, we can assimilate a great deal about the passage through adolescence. And with
attention, learn to identify risk factors that will better prepare families, educators and others
to deal with these dangers. As parents and youth advocates it should be our aspiration - it

responsibility - to continue to search for avenues offering resiliency for these

important part of an adolescent'san

IS our

adolescents.
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APPENDIX B

Measures

OVERT CONFLICT STYLE

Youth stem; When your mom and dad disagree about any of the things in Question
2 about family life, how often do they do the following in front of you (so you can
see or hear)?

Call each other names

Threaten each other

Yell at each other

Insult (show disrespect for) each other
Tell each other to shut up

Parent stem; When you and your spouse (or former spouse) disagree about any of
the things in Question 2 about family life, how often do either of you do the following
in front of this child (so she/he can see or hear)? Please write your response in the
blank.

YOUTH RESPONSE SCALE

(1) Never
(2) Once in a while
(3) Fairly often
(4) Very often

Respondents; Youth
Source; Preliminary study #1
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FREQUENCY OF PARENTAL CONFLICT

Youth Stem: Moms and dads often disagree about many things in family life. How
often do your parents disagree about each of these things?

Your (or one of your siblings) attending school or church functions

Your (or one of your siblings) dress or grooming

Your (or one of your siblings) physical care

Disciplining you (or one of your siblings)

Your (or one of your siblings) behavior in public or at school

Your (or one of your siblings) behavior at home

Money you (or one of your siblings) need

Parent Stem: Couples often disagree about many issues in family life. In the last 12
months how often did you and your spouse (or former spouse) disagree about each
of these parts of family life in front of this child? (If you are separated or divorced,
please answer these questions using the present time, not before the separation.)
Please write your response to each item in the blank.

YOUTH RESPONSE SCALE:

(1) Never
(2) Once in a while
(3) Fairly often
(4) Very often

Respondents: Youth
Source: Adapted from Ahrons (1983)
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FREQUENCY OF NONPARENTAL CONFLICT

Youth Stem; Moms and dads often disagree about many things in family life. How
often do your parents disagree about each of these things?

Your mom's job

Your dad's job

Your mom's duties in the family

Your dad's duties in the family

Money in general

Parent Stem: Couples often disagree about many issues in family life. In the last 12
months how often did you and your spouse (or former spouse) disagree about each
of these parts of family life in front of this child? (If you are separated or divorced,
please answer these questions using the present time, nol before the separation.)
Please write your response to each item in the blank.

YOUTH RESPONSE SCALE;

(1) Never
(2) Once in a while
(3) Fairly often
(4) Very often

Respondents; Youth
Source Adapted from Ahrons (1983)
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PARENTAL MONITORING

Youth Stem: How much do your parents REALLY know about...

Who your friends are?

Where you go at night?

How you spend your money?

What you do with your free time?

Where you are most afternoons after school?

Parent Stem: How well do you know...

YOUTH RESPONSE SCALE;

(1) Doesn't know
(2) Know a little
(3) Know a lot

Respondent: Youth
Source; Brown, Mounts, Lamborn & Steinberg (1993)
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PARENTAL HARSH DISCIPLINE

Youth Stem; My mother (father) is a person who...

Is very strict with me

Gives hard punishment

Spanks me so I will learn respect for my elders

Punishes hard, so I will remember it for a long time

Parent Stem: Think about your relationship with the child in this project. Start each
sentence with "I am a person who..." Mark your response to each item in the blank.

YOUTH RESPONSE SCALE:

(1) Not like her (him)
(2) Somewhat like her (him)
(3) A lot like her (him)

Respondent: Youth
Source:

Weinberger, Feldman & Ford, 1989)
Adapted from the Weinberger Parenting Inventory (WPI;
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PARENTAL EMPHASIS ON ACHIEVEMENT

Youth Stem: How often do your parents...

Help you with your homework when asked?

Know how you're doing in school?

Watch you in sports or activities?

Parent Stem: How often do you...

YOUTH RESPONSE SCALE:

(1) Never
(2) Once in a while
(3) Fairly often
(4) Very often

Respondents: Youth
Source: Brown, Mounts, Lambom & Steinberg (1993)
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YOUTH'S INABILITY TO CONCENTRATE

Youth Stem: Below is a list of items that describe kids. For each item that describes

you now or within the past 6 months, please circle the 2 if the item is very true or
often true of you. Circle the 1 if the item is somewhat or sometimes true of you.
If the item is not true of you, circle the 0.

I have trouble concentrating or paying attention

I feel confused or in a fog

I daydream a lot

I have trouble sitting still

I act without stopping to think

I am nervous or tense

I am poorly coordinated or clumsy

YOUTH RESPONSE SCALE:

(0) Not True (as far as you know)
(1) Somewhat or Sometimes True
(2) Very True or Often True

Respondent: Youth
Source: Achenbach (1991)
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ACADEMIC ACHIEVEMENT

Youth Stem; What grades do you receive in school?

Mostly As

Mostly As and Bs

Mostly Bs

Mostly Bs and Cs

Mostly Cs

Mostly Cs and Dds

Mostly Dds

Mostly Dds and Fs

Mostly Fs

Respondent: Youth
Source: Adapted from Barber (1994)
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YOUTH SELF-REPORT FOR AGES 11-18 fv «i><t wit «M«
(0 f

YOUR
NAMs

*AflCNTT USUAC rrpt Qf W0«r^
Jv>«

/AAow. umt 9afr$t9t. tnat utaufftn. tfmr

II n
:

ot no^ (^ttr At
eooot ••tentt. nomamftr.

YOUR S5X

Q 9«r Q Girt

tOUR r-rtNlC
GROUP
OR RaC2

AGs

nr»| 0^ 'HOMi

TOOArs 0Ar= YOUR aiRrHOA";
motmir^
TYV? OA VIORK;

3i n.

GRaOS in schoou Ptsase fill oui fftis form to rsfisc: -/our visw?. svtn if omsr
osoole mi^nt not agr** r^al frta to wnte aoditionai
m«nts Oasioe «acn inm and in tn« soacsi orovtoso on
sagas 2 and i.

com*

IP YOU ARs WORHIMG. S7A75 TYPS OP
WORK

N07 ATTSNOING

SCHOOL n

I, R»sas« list ths saorts you most like
to tJk« pan in. ror •xamois; swimming.
OassOall. skating, skats tsoarding. diks
riding, fismng. ate

U Non*

Compared to otners ol your age.
aOout how much time do you
spend in each?

Uss
Tnjfl
Average Average Average

More
7han

Compared to others ot ' -
how well do you do each
one?

your age.

Seiow Aasve
Average Average Average

Q. Q- □

D  □ CJ

□  □
0. n

□ □  □u ■j

IL Please lis: your favorita hocoies.
activities, and gaimss. other than spor.i-
for sjcamoie: cares, ccoks. piano, autos,
crafts, sti (Oo not indues listening
to radio or TV.)

Q None

Comoar*H to Q<nerr<if.:vour age.
aOout: hOY ;fTjuch* ttme
do you spend in each?

More
Than

Average Average Average

Leas
Than

Compared to others of your age.
how well do you do each
one?

Selow
Average Average Average

AOove

□  □ □

□  □ a

□  □u

n u

□  □ :  (

□ nf  I

in. Please lis: any organisation! duos,
or groups you belong to.

Q None

teams Comparad to others of your agi
how active art you in each?

More
Average Active

G  □ G

G  G

Uss
Active

nb.

G G  Gc.

IV. Please list any joos or chores you have.
for example: Paoer routs. 3ao\'Si::ing.

Compared to others of your
age. how well do you
carry them out?

3elow
Average Average Average

AOQve

making osd. v/orking m sters. st! (tnciude
both paid and unsaid joss anc Chores.)

□ None

G n □
n □  □ Q

□  □ □

^Caoyrtg.n I39t T-U. Acrijft:ac.i r-
U. al Vermont, i 3a .*fOS3s:: SU agrtingisn. V7 Ci-ajl.Urt AU'hO.RIfcsa Rs.3go0UCnCN rQR3IOO£.H JY LAVt t-?J -iition
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t, A&ovt how many dose (ritndJ do
{Oo noi indudt Orathors A sistorsi

2. About how many timts a w««i( oo
(Oo not indudt broihtn 4 sisttn)

V.
G Nont C 1 C 2 Of 3you havf? < Of mcf*

you do Ulin9s with anyjritnds outsidt 0/
loss than 1

Uf schooi hours?

1 Of 2 U 3 Of moft

n Comojrtd ig gintri ol your iqt. how woii do you:

Scittr-Woni About tht t«mt

t Gn ilong wKh your srolhors 4 sistsrj?

1 Got along wiin olhsr Wds?

c Got along wlin your saronij?

d. Oo things Sy yoursall?

□ □ □ G I havs no Orothsrs
or sisiors

□ □ □

□ n □

□ □ □

VII. Porlormanct in jcadtmie subjocts. U I do not go to school bacauso

railing Sftow Avcragt Awtra^i Abo»# Avvragt

i. cnglisai Of Unguagt Ans

& History Of Social Sludtts

c. Arithmetic or Math

□ □ □

□ □ □u

□ □ □ n

d. Scisncs □ □ □U
Owtr a:icin< tue-
itsri-lar fsianaic
safflavtv STwitv

Cta H9t MW
«hiOl ?ym. Mci

fC, «t

□ □ □ □
(. □ □ □ □
5- □ Q □ □

Oo you hava any illnass. physical disability, or handicap? No
■3 Yts-pltast dtsc.ribt

^itast dtscribt any concerns or problems yog have about scahooC

•®least describe any other concerns you have:

i’lsase describe the best things about yourseit;
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o yw. Uflat m* \ |( {n» itsm :j somtv/n«t or sornttimts Ub« ol you. II ins it*m ts not tru* o.' you. -wci* bh 0.
0 * Nol Tru# t » Somfwn«i o 2 a V«fy Try# or Olton T.' 3om«tim«s Trut ry#

. 0 1 2 1.' *CI ISO roun^ Iv my
I  ' Mir;Y laiscnon

0 1  2 <a I n«*r sour>os or <ntKts ifut otr^
ffiin# af»m insrt (osssrto#c

9*001#0  1 2

0 2 1  I an;u* a loi

<. I nav# ast/vna

1  I aci itkt tnt

‘ 3.* I likt animaii

7. I ong

I  I ftav« iflsuotf soncsnt.-itin?
or saytnq atcsniion

3. I cam my m«.*i3 oil
(as*cri!j*c

0933*11* 9ti

C9.-ra

0 2 <1. I aa wiiftout stooowc to min#

42. I **ouio r*m*f 09 aion« inan win
<1 Mi# or cn*at.-

44. I Oil# my Iin99m4ils

43. I am n#fvoui or lanst

al ?art4 ot my oooy tvwio.-i or
mak# n*r<oui mov#m*nts (OtscrtOtt

am
0 2 0 2 *n
9 2 9 2
9 2 9 2
9 2 - 9 2
9 2 9 2

0 I 2
in mou^ntj

9 42. I ftav# nionfmarss

2  " •*8. I am not liksa oy otf^tr ki<jf
-tg. I san 00 osrtain tnm-s 3«ftsf

tnan most k*C9

50. I am too l*artui

31. i l9*i Oi=y

32. I 1**1 too guilty

52. I tat too mus.*)

54. I Itti ov#rir90

35. I am ovtrwwgni
ii Pnysical oraoiOTi wiinoul known niMiejl

caust:

a. Acnt* or sain* (not n9aoac.*i«si

a. Htaeacits

0. Naussa. 1**1 tick

<1 .Sroaism* witn «yt* (c*sc.-1b*t

2

2

2 or aniious

2

2

9

9 1 2 to. I ftavt f.-oufllt Jilting jtui
I'm too oeo#n09nt on aOults

‘Z I fftiionsiy

n 1 I itti eoniujtc Of in a fog
I ctY a lot

I am

n.

orstty honss;

0

9 1

— 0 t 2 -..g

0 9

9 1 2 - 9

9 1 9

IS. 1 am mjin to otmn
’7. I Cayortam a tot

9 1 9

9 1 2 9 2

9 t 2 11 1 dtiibtrattty try :o nur; o.‘ kilt m\*9*il
19. I try to g*t a lot ol aitsntion

2  21 I d**tfoy my own tningj
21. I dsitroy [.lings 5*to.nging
22. I dtsosty my oarsn:*
21 i disosty at sc.ncoi

2  24. I oo.'i’t sat as w*M as I should
2  21 I don't g#i along wW otnsr kies
2  21 I com f#ti guilty *rt#f

Mm#ming | snouicm

22. I am jtaious ol oinsrs

2  . 21 i am wiling 10 n*ia
wn#n tft«y n#M n«tfl

23. I am alraid o. oartain
or 9iac*s. oentr tnan sc.'vsoi

{d#*c*i3«c

2
to dt.ns.*s

2

doing

on«rs

2
animals. situaiio.n

9 1

- 99 11

90 1 21

99 11

9 19 1

9 t

9 1

9  t

9  1 2 9 1 *. Aasr>*s or otn»f skin scDBitms

f. Stomac.iacn#* or c.imo*
g. Vomiting, tnrowmg u3

n. 0(n#r (dsicno*c

9 1 9  t 2

9 2t

9 t
9 t 2s.

9 1 2 32. I onysicaiiy arrack 9«oois

51 I flick my skin or oin*.* sarti of my 3cey
(0#scrib#i:

9 I9 1 2  30. 1 am atraiC ol going (0 senool

31. I am alraid 1 migni [nmk
CO somaining sac

Of
9  t 2

•• 9 2 31 I Itti tftat I Ravt to 04 o«rt#c;
31 I f4«i tnat no on* iow«s
34. t i9«i tnat otnsrs

31 I I#*! wort.iitsj or inlsnor
31 I acciosntaiir gtt nun

m«

art out 10 g*

a lot

9 2

9 2 i m*
... 9 9 33. I can o# flretty Ihcncly

50. I lik# 10 try nyw tnmgs

51. My *0.1001 WQIK is flOOT «

2  , 51 I am oooriy ooordinattc or otumsy
2  51 I wouic rainsr o« witn oiccr

2

9 92

3 92  32. gsi in many fignts

31 I gtt iaas«c a lot0 9

92?
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« Nat irut 1 m domtwndt Of oomtcimts truk iu« ur wiiiifi iu«

2  Si. I «»ou(a1
0« wim /Ogngtf

>wa» tn<n witn itias my own a^t
fii I rtlvn to talk

21 J •U'Ti :rcu^r.:s ;nat oio«f otooi« wcoir
ffwnn ar« stands (dtacnOtc

3 1 2

23 1

20 1 «. > ^#u etnain actions ov^r and ovtf

2 31 t am stuooom

91. My moods Of (tttin^s cnanQs suddenly

31 I anfoy Otmo wim otner seooia

• 29. I am susoicious

90. I swaar or usa Ciny landuaca

9t. I mink aOOui Hilling mystif

>9Z I Ilka (0 make otnars laugn

91 I talk too muc.1

9a, I laasa oinars a lot

95. I nav* a not lamoer

tnmK aoout iia too muen

97. I tnrsaicn to nun aaooia

91 I lika CO naio otnars

99. I am too concarnad aoout Oatng
naai or ctaan

ICO. I nava trouoia staaoiog (desc.*iO«t

9^.

3
0 1 2 57. I run away from noma

51 1 scream a tot
59. 1 am secreti’»e or ktae

3 2
23 1

3 23  1 2 tn*ogs to mysell
I see tnings mat otnar oaooie tnm* aren't
mare tdescriOeg

3 2 3 2I 7a

3 2

3 2

3 2

3 2

0 -2
- 0 1 2 71. I am seil<on8Cious

'1 I sat iiras

71 I can worn well witn

7a. I snow Off or clown

71 I am

73. I sleao less man most Hies
I siaao more man most Hiqs Curing cay
anc/of nigni (oasenoar

or sasily smcc.'ras

my nancs

sny

77.

sed
3 2

0 1

33

0 3 21

3 1 2 3 2  .

3 1 2 3 2
0 I

3 21

0  1 : 71 I na«a a good imagination
79. I naira a saatc."t orociam (oascriDal;0 t 2 3 1  2 :G!. I cut ciassas or skto scnooi

I  2 101 I don't nava muen anergy

2  ** iCl 1 am unnaooy. sad. or otorasaad

1  2 1C4. I am loudar man otner Hies

2  1C3. I use aiconol or drugs for nonmeCicai
ourooses {CiscnOaC

t

1

3

3

0

0

3 t 30. I stand uo for my ngnts
3t. I staai at nomc

31 I steal fmm oiaees otner man

3 1 2

3 1
noma

3 1 2 31 I store uo tnings I don’t need (daicnaat

0 2 Td I tiy to Oa lair to otnars

107. I tnloy a good joHe

tCi. I like to take liia easy

109. I try to ncio otner aeooia wnen i can

tie. I WISH I wara o< tna oocosiia sas

M1. I Haao Irom gatting involved witn omers

Ttl I worry a iqt.^

1

3 21

3 0 2t 2 3a. I CO mings oint.' saooia rnmH
(casc.i8ei:

1
ara st.-anga

23 1

3 t

0 21

3 1 2

Please wme down anytfiing else that describes your feelings, behavior, or interests
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TEACHER’S REPORT FORM only
10 -*

from mi M “ usmTo w'm om«f puoiU wnos. l.acli«fs nav« compl.lM similir fom«. m. In/onnatlon
.0,..00i,ion.l common,. to

PUPtL-S

NAm€ PARENTS' USUAL TYPE OF WORK, avva if ngf worHinq now. fpf*«*# 09
9S totcific it you CM-tot cutooto. tuto moonMtc. nign scflooi tcicnot
itomcmikot. Hooror. ltt/19 cftontof. sfto# sotmsmM. j/my ttgotn^ *

PUP»L^ SSX pypn.s FArnga-s
TYPE OF WORK:

STHniC
GROUP

OR race

AGE
a 3oy a Girt

MOTHER'S
TYPE OF WORK;

THIS FORM FILLED OUT 5Y:

Q Ttacntf fnamai

Q Coynaaiof (n«m«>

Q Omar (soaoN)

roOAY'S OATE fMPifS aiSTHOATS (i( yno»n|

MO. Data Yf.
Oac* ft.

GRaOE NAME
IN OF

SCHOOL SCHOOL

I. How long nawa you known this poflil?
montns

II. How wall do you know ftinwnar?
t. C Not Wall L C Modaraialy Wall L Q Vary Walt

III. How muon llm. Oo.i n,lan, Ip.no io your clati por w.,1,?

IV. Wh., kino 0, Cl... i. 11? IP,.... p. 5,„

V. Hjj ftafsna a«ar baan ralarrad for spaciji class

C Oon't Know 0. u No

placamant. sarrieas. or lutonog?

1. C Yas-wnai kina and wnan?

VL Has ftaisna avaf rtpaatad a graoa?

a Oon'f Know 0. a No I. 0 Yas-grada and raason

VII. Cu,r.n, school p.Honh.nc.-li„ KU,mic W0|«:,p .nc oh«k column tn.c inpicr.. pupir. portormwcK

I. Far oaiaw

grade
2. Somawnat

below grade
1 At grade 4. Soma

Academic suoiec:
levet

wnat

aOc«e grade
1 Far aoo«e

grace

iteadlai. Enzllsh nr r̂I. aguaje □ C a a a

LJlAscocy or Social
G C a a □

l Ar,lchmeg;g gy
G G G n

a a G

3.
G a G G

i.
c c G a

•'Cooyngnt i99i TYiomas m. Acneneacn
Cenier for Cnidreo. Youin. i Famiites
Univarsiiy of Vermont
( Souin Prosoac: St.
Snrrinc'On Vf C5*«)t

UNAUTHORIZED REPRODUCTION FOR8I006N 8Y LAW tf9t gdilton
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Viti. Comoarvd l« 0uoi<s of i. Mucn
1 1 su«n(iv I Sligfti»y

n>qrt

< AOOUl 1 Som«wA4t ^ MucA
(AQft

tfi* Mm« iqr l«S4 IMS l«SS

t. Mow Hard is n«9n«

Z How seoraprtatsty is n«sA«
(MASWrtg?

1 Hew muen Is n«sno lasmirtg?

4. Mow nsoor is r»^sn«?

'9? a a a a a a a

a a a a a a Q
a a c Q a a Q
a a G a G G G

IX. Most rtcsni acAiawmsnt (ati tcorvs {If jvsiisOlci:

Mams of last

I
Paresneiia or /

grsda itvaf oOtaiAMSuoiact Data

X. 10. raaOinasa. or aoiiiuda lasts [If availaotat;

•'fama of last
Data IQ or aquivaiant scoras

Oo.. mil pueil h... jny illn.i.. pny.ical aiwailily, or m.m,l mndiaap?
G NO G '^as -> oiaasa oasenoa

What eoneams you most about this ouo»i?

Ptaasa Oascriba (ha Oast thmgs about this pupii:

Plaasa laai Iraa to writa any commants about this ouQii's work, bahavior, or potantiai, using astra bsgas if nacassary.
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is a ilsr a< ittfns tna( atscribs oueiis. For taen i(am mac dascnOas m* 0gei( P«»t J mo«ms. olatM circla ma 2
1/ma .cam s ♦ary Crwa or ^tan tnia ot ma ouoii. Cireia tfta I if ma ifam is jomawhat 9f lamaHmas frMa <aC tfta sgoil. if ffta ilam is nac ttva
ot ma ouoii. «j«la ma 0. Ptaasa ans<«af ail Kama as w«ti as you can. a»an >t soma do not saam to aooiy to mis gugii.

0 ■ Noc Tcua {as far as yoo kno%w)
t. Acts too youmj tor nis/har aga
t Mums Of makas amaf odd noisas in cUsa

1 Arguas a io(
*. nails to finisn things hWsha starts

1 sSomawftaC of Somatimas Tnia 2* Vary Trua or Oftan Trua

H. ^aars haisna mignc minK or do somatf
32. Paais haisna has to oa oarfacc

3  t 2

3  1 2
3 2

23

3  I 2

3  t 2
33. Paais or comoiains that no ona lovas himmaf
34. raais othars art out to gat nim/har

0 2

3 2

3  1 2

3  I 2

i Stnavas lika oooosita sax
1 Oahant. talks back to stair

35. Paais vwjrthlaas or inlahof
36. Gats hurt a lot. accidant-orona

3 2

3 2

3 2 * Bragging. Masting
3. Can I concantrata. «an t oay attention lor

t 37. Gats in mar^ lights
36. Gats (aasad a lot

3 2
3  t long 0

3 2 9. Can't gat msihaf mind off certain thoughts;
oosassioni (dasc.nean

t 39. Hangs around with othars who gat in trouoia
iO. Hears sounds Of voieas that aran t there fCcsoioat

23

3 2

0 2 4t. imouisiva Of acts wunout thinking

>12. Would ramar ca alone than with omtrs0  I 2 ta Can t sit still, restless, or nyoaractiva 23

0  I 2 II. Clings to adults or too deoandant 43. oi* chaating
44. 3itos lingtmaiis

3 2

23
0  1 2 t2. Comoiams or tonaiinass

2 49. Nervous. ntgn*strung. or tense
46. Nervous movements or (vri(c.t>ng {dasc.noat:

0
3 2 il Contused or seams to 0# in a log

u. Oas a lot
3 2

0 2

0 2 tl Pdgats
18. Cn4al{y. Oullying. or meanness to others3 2

47. Ovafcon/orms to oilts

46. Not liked &y other ouoiis
3 2

3 23 2 17. Oaydraams or gats lost in hisihar thoughts
18. OaiiOarataiv harms sett or attamots suicide3 2

49. Has difneulty learning
50. Too raa/tul or anxious

23

233 2 19. Oamands a lot or attention
20. Oastroyt nisihar own mings3 2

51. reals dlBV

52. Peals too guilty
23

0 23 2 2t. Oastfoys orooarty eaionging to others
22. Oirriculty following giracUons3 2

53. Talks out of cum

54. Overtired
3 2

233 2 23. Oisosadiant at school
2<. Oisturos other ouotis3 2

55. Overweight
58. Physical cmoiams without known madicai cause

a. Achas or gains (nor htadachasi
9. Haacsenas

c. Nausea, Itals sick

d. Prooiams with ayes iga«e.ih*i- —

23

3 25. Coesn't get along with omar ouoils
21 Ooasn t saam to feel guilty afear misaanaving

2
239 2

3 2

(3 23 2 27. oasiiy jealous
21 cats or c-nnks things that are not food -don't

include rweets ;gasen9*ir

233 2

§. flashes or omar skin srooiams
r. Stomachaches or cramos
g. Vomiting, throwing ua
h. omar (easertOai:

20

3

233  T 2 29. F-ars certain animals. Situations, or giaces
other than school (ceschca): 23

3  1 2 30. .-ears going to school
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0 » Not Tfut (la Ut you know^ 1 m Somtwhat or Somttlmos Try# Vtfy Tmo or OlUn Two

37. Pnyoicaity iitaeks Meo««

38. P*cks rtOM. juin. ge om«r sons o< »0(Jy
W«*cne«c .

0  1

a  1

z 84. Slrtrtg* aoftawor (o«sciiO«B9 z

z

85. SCraiK* ((3«scnb«c9 Z

88. Stuooom. suiicn. or imtaot*0 Z 39. S<««as in euss

50. Aoam«(ic or unmotivacto

9 Z

(3 Z

87. SuOdan cftarY^jts in mood or (M<inQs

88. Suika a io(

Za

a z 81. Poor senooi vwcr«

81 Poorty coordnarad or cturnty

a z

0 z

39. Susotcious

90. Sw«anng or ooscano languaga

Z9

293X Prt#an oting v*un oWar emioran or yooina
34. PraJara c«nq witn youngar cfliloran

<3 2

20

9t. Talks aoouc killing saif

92. Uncaracniaving. no( warning uo lo uocantial

29

209 2 55. Pahjaas to talk

58. Paoaats ctnam acta o«ar and over comouisiona

(casenoar

9 2

93. Taika too muen

94. Taaaaa a lot

20

20

93. Temoar tantrums or not tamoar

98. Saams oraoceuoiad w«tn tax

a

9 29 2 37. Qiaruots Class otscioiina

38. Screams a lot

t

9  t 2

97. ITiraatans oaooia

98. Tardy to senool or class

29

299  1

9  1

89. Sacretive. keaos inmga to stir
70. Saas cnmga tnat aran t tnara (dascnOai:

2

2

99. Too concemad w<tn rttatnaaa or citaniineas

too. rails to cany out assignad tasks

9 2

9 2

T01. Truancy or unaxgiainad aosanca

tOl Undaractiv*. slow moving, or lacks energy

29

71. Sallconsdous or easily emoarrassad
71 .vtassy work

9  1

0  1

2 29

2

103. Unnaooy. sad. or daprassad

t04. Unusually loud

0 2

2 71 3anavas i/rasodnuoiy (CasenOaK0  1 9 2

lOS. Usasalconol or drugs for nonmedleaiouoosas

dasenOae .

9 2

9  t 2 74. Showing o« or clowning

106. Ovarty anxious to giaasa2a

2 71 Shy or timid

71 ugiosiva and unoradtctaoia Oanavior

9  t

a  1 2 107. OIslikas school

iCl is afraid of making mistakes

2a

20

a  1 2 77. Oemandi must Oe met immediately, easily

frustrated

71 inattantiva, easily distracted
tC9. wnining

I la Unclean oarsonal aooaaranca

a 2
a 2t

2a

a  1 2 79. Soaten orooiam (desendat:. ft. Withdrawn, doesn’t gat involved witn otnars

tl Worries

2a

29

2 SO. Stares Qianitiy9  t
111 Please wnta in any prooiams the ouoil has mat

ware not listed aoova:

31. reals nurt wnan c.nticiced9  t

20 1

2 31 Steals

53. Stores uo tnmgs nefsna doesn't need (desc.ioai;
a  t

a  1 2
0 1

a 1
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CHILD BEHAVIOR CHECKLIST FOR AGES 4-18 foe
lO $

f«AMC PAACNTS* usual rfpe of work. •««« X n*!

Uto* ufarntm. temf
sex Ace FINNIC

GfOUf
OR RACe□  □ MTMCW

TYRe OF '«ORK;.
QWl

TOOArs OAre CMIUn SIRTHOArC
Mornm
nrF« OF vyoRit

Tf. ,3m*

TWIS FORM FIU.IO our if:

Q M04n« {"*««:

□  —

Q OtfiM-rttM* 4 f«4<lOMVMg ts (»u«;

GRAOe IN
SCHOOL P»*«s# rin oui tnis form to

vi*w 01 m« cniid'i oonivior **#11 ir o(n«r
ptool* mignt noc agro*. F««i frt« to writ*
additional commants basidt taen fttm
and In tn* loacts orovidad on saga 2.

youf

NOT ATTg/^otNO
SCHOOL □

I. Ftaaia list tna igorts your cftild moat likts
to tak# gart In. For axamoia: swimming,
Oasaoail. skating, skata ooaroing. pika
nding. Ilsning. «ic.

Q Nona

Comparad to otnars ol tfta sam#
aqa. aOoui how much ttma Ooaa
haisha spand In aaen?

Comparad to othara o( tha
aga, how wall doaa ha/sha do aacn
ana?

sama

Mara
Arwaga T>*a

A««raa*

L«m
TktM
Avarapa

Oan't

know
Oant
knaw Avarap*Avarapa Ararapa

□ a  □ a

□  □ □

□  □ a

□a. □ □  □

□  a

□  □

□ Q0. □
□ □ □c.

II. plaasa list your enild's laaonta noOOias.
activitias. and gamas. othar than sports.
For tiamoia: stamps, soils. Books, piano,
crafts, cars, singing, ate. (Oo not inciuda
llstaning to radio or rv.j

G Nona

Comparad to otnars at tna sama
aga. apout how muen lima doas
ha/sna spand in aaeh?

Comparad to oiAars of tfta sama
aga. how wail doas ftafsfta do taefl
ona?

L«sa
Than A««rspa
A««npa

Mar*

rkan
A»«rap*

Oanl
0«in't Ada**

A«*rap*
know Avarap*Kt Avarap*

a□ □  □

□  □

□  □

□ □4. □ □

□ □ □a. □ □ o

□ □ □ □c. a □

III. Ffaata list sny ttlons, eluOs,
tasma. or groups your child Mongs to.

Q Non*

Comparad lo oiftars al tfta sama
aga. how aetiva Is ftWsfta in aaeft?

Oanl lass
Aatlaa

Mar*
A»*rap*

knaw AetIf*

□ □ □  □

□  □

□  a

a.

□□3.

□ac.

IV. Plaasa list any jops or cnoras your eftild
ft as. For asamgia: papar routa. Baoysittinq,
making Pad. working in stora. ate. (Inciuda
Potft paid and unpaid joQs and cftoras.)

Q Nona

Comparad to otnars pi tfta sama
aga. ftow wall doas fta/sfta carry
tftam out?

s*f.Pant
know

Ape«*

A«*rsp*
A»«fap*A*«rsp«

□ a  □

..a o

□  a

a. □

□a. □

□□c.

Cooyngnt 199J r..it. Acnanoacn. U. ol Varmont.
1  ■> 9i>n*r«*^r pi.^t •nt iiNaiiTHnaf7en acooOOUCTlON FORRtnne.v ST LAW
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V. t. AImuI how many data MaiMa daaa yauf ctina h.w.7

(Oa oel IndMa bralliara t iltlan) □ Maa, Q , □ Jay J, Q aarawra

mnialtaLiliir’I.'''!!,*" * r*** •"»(Do rtof “
Q  ̂ Q 1 a< 2 Q 3 Of mofo

VI .  Compared to otAon o< hl*/hof how wo« do*, yoof cfilio:
Wono 8«(tofA»#fiqo f

»- Oat alang wiUl ftiwiar grainan i llatan?
»• Oat alang wim otltar itias?

0. Sanava wilti nlamaf aaranu?

3. Way ana »art Sy MataallmanaK?

□ □ □ Has no gramara or alatan□
□ □□

□ □□

□ □□
VII. I. ror agaa a and aldar-aariatmanca In aeadamic aubjacta. If egila la Ml bainq tauafit. plaaaa gUa taaaan

Palling 8«l0W iVOflQO Avoraq# Abovo avonq*
a. Paaalna. engllan, or Languaga ana

g. Hlalory or Social Studios

a □□ □

□ □□ □
0. antnmaltc or Mam □ □□ □
<3. Scioflca □ □□ □

Otn«r acacomic

suOfocts »tof ox- t.
amoto: comou<tf
coursos. tofoiqn (.
lanquaqt. 9usi-
noss. Oo oof in-
ciudo gym, snoo.
Onvof's eCw »tc.

5.

□ □□ □

□ □□ □

□ □ □ □

Z Is your cmia In a apadal olaaa or agaeial acHool7
a No Q Yaa-vafial kina of olaaa or aeltool?

X Haa yourenllaraoaataa a grada? □ No □ Yaa-grada and raaaon

X Haa your olilld bad any acadamic or olhar proOlama In
a No O Yaa - plaaaa doacrtbaaclioalY

Wtlan did Ulaaa praplama atari?

Hata Itiaaa proOlania andad? □ No Q Yaa-whan?
Doaa your onlld Para any lllnaaa. pltyaldal diaagillty. or manlal handicap? Q No Q Yaa - plaaaa datcrtOa

What ooncama you moat about your child?

Plaaaa daacriba Iha baal Ihinga about your child:

••otr
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3«low Is a Hat ot Itsma tnat doscrtoo cniWren ind youth, for »#cn Itam that d«3Cftt)«3 your child now or with;A th«i wat $ •'
montfta, ptoaao circla tho 2 it tha l!am is ̂ «rf tnj/i or e/tin lnj« oi your cfiiJd. CJrcfa tha 11/ tha 1?s,ti s somawhs? cr Mfflatlmas
tnja ot your child, if tha It^rn Is r.ot Irua of your child, cjrci* tha 0. Flaasa ahswar ail itams as wad as you can, ivan if soma do '
not to lodly to your ;hild.

0 rt Not Tnj« (as far as you know)

2  I. Acts too youn^ icf hla/hnr a^s
2  2. AiJarqy(dtflcrtbai:

I s Somswhst or Somatlmas Tnj« 2 a Vary Tnj« or CMari Tru«

0  1 2 31. f«ar3hV5httfni«;httmnKordoaom«tnin<j
bad

■3

J  1

2  3Z fsals hWsh« has (o bs a«rf<K:t
f sals cr comfllains that no cns iovss hl/rVhar2

0

0
2 1. • rquss a lot

•*. Ajchma

0

X fi«ls C'hars ara out to gat ^inVhar
33. fssls worthless or infsrior

1 0

0

0 i. ^anavss I'kn cocoshs sax
3. ao'-sl movamanta cutsioa 'oilet 2  33, Gsts hurt a lot. acGldaot-flrons

2  37. Gats In many fights
03
0

0 2 7. S.'aggjng. boast.ng
3. C.ui't concsniratt*. can’t pay aftantion for long 2  33. Gats tsasnd a lot

2  3-9. Hangs around with othars who gst in frouQla
00  1
(]

1  1 9. Can't gat hisjhar mind of? carrain 'noughts:
cOsaasionsidssc.'tcei: ^1 3 t 40. Maars sounoa or voicds that ^iran’t t.nara

{dascrlOai:

2  :o.0 Can't sit still. rsstMss. cr nyparacavs

3  1 Imoulsivs Of acts without fhinking•il.
0  1 f ; Clings to adults or too dependant

Complains of lonaiiness3 12. 2  42. Wruid rather b* alone than with othars
Z  4l Lying or c.taating

0

0  1
0  t 2

j  1 :

13. Confi sed or seems to 0« in a fog
Cfias a lot14. 2  44. Sites fingernails

2  *5. Nervous, hignstrung. or tense
0  1

a  t
0 2  15. C.*uel to animals

C.-ueItv. Sullying, or meanness to ctharsQ 2 2  if). Nervous movements or rwlfching (dasc.nOei:15. 0  1

3 17. Daydreams or gars lost in his/her thocgnts
Oeftfceratdly harms salt or sttempts suicids

Demands a lot of atrention
LO. Oestroys his/her own things

21. Oesiroys things belonging to his/her .‘amily
or others

22. Olsofledlent at home

18,

19.

a  t 2
0  1 2  47. Nightmares

0  1 2

Q  t 2
2  4a. Not liked by other ktds
2  49. Constipated, doesn't move bowels

3

a

0  1 2 2  5C. Too fearful or artxious
2  51, reels dizry

3

3
3  1 2

2  52. feels too guilty
2  53. Overeating

0
C 33. OijcCedient jt school

34. Doesn’t #at well
9

3  1 2

2  5-4. Overtired
2  55. Overweight

3

0  1 2

0  1 2

25. Doesn't get along with other kids
C-MSiTt seem to feel guilty after misbehaving

Sasily fea'cus
cats Of orinks mings that are not food-
don't inci'Jda sweets (describe!:

25.

37.

28.

3

56. Physical problems without known medical
cause:

a. AChes or pains (/lof headaches)
5. Headriches

c. Nausea, feels sick
C. PfOOiems wi^h eyas fdeee.nhe);

0  1 2

9  1 Z 3  1

3  1

0  1

0  t

2

2

2

0  1 23. ^ fears certain murals, situations, or places,
other than school (d.i3c.';be):

a. .Pashes cr other skin problems
f. atomach/iches or cramps
g. Vomiting, throwing uj
h. Ctnef (describe):

23  I

3  1

0  i

0  1

2

2
0  1 30. fears going to school

Pf««s« s«« otfver side
••3« I
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• - q»NotTfm (is fur ss you know)
2  57. Physically attacks poopta

36. Picks nosa, skin, or othar parts of body
(Oascriba);

1 a Somawhat or 3oniatlmas Tnia 2 a Vary Tnja or Oftan Tnja • ' ̂
1

0  1 2 34. Stranga bahaviorfdascnba):.
0  1 2

0  1 2 35. Stranga idaaa(daserlba):

0 1 2 59.

0  1 2

Plays with own sax parts In public
so. Plays with own sax parts too much 0  1 2 36. Stubborn, sullan, or irritabla

0  1 2

0  1 2

St. Poor school work
82. Poorly coordinatad or clumsy

83. Prafars baing with oldar kids
Prsfars baing with youngar kids84.

0  1 2 37. Suddan changas In mood or faalings
0  t 2 36. Sulks a lot

0  1 2

0  1 2
0  1 2 39. Suspicious

0  1 2 90. Swearing or obscana languaga

0  1 2 85.

0 1 2 66.

Pafusas to talk

Rapaats certain acts over and over
compuiaiona(dascnba):

0  1 2 91. Talks about killing self

0  1 2 91 Talks or walks in sleep (dascnba):

0  1 2 93. Talks too much

0  t 2 94. Teases a lot0  1 2

0  1 2

Runs away from home
86. Screams a lot

67.

0  1 2 95. Temper tantrums or hot tamper

0  1 2 96. Thinks about sax too much0  1 2 69.

0  1 2 70.
Secretive, keeps things to self
Sees things that aren't there (describe);

0  1 2 97. Threatens people

0  1 2 98. Thumb*sucklng

0  1 2 99. Too concerned with neatness or cleanliness

0  1 2 100. Trouble sleeping (describe):
0  1 2

0  1 2

71. Self-conscious or easily embarrassed
71 Sets fires

0  1 2 0  1 2 101. Truancy, skips school

0  1 2 102. Underactive, slow moving, or lacks energy
73. Sexual prooiems (describe);.

0  1 2 103. Unhappy, sad. or depressed

0  1 2 104. Unusually loud

0  1 2 74. Showing off or clowning
0  1 2 105. Uses alcohol or drugs for nonmadicai

purposes fdascribei:0  1 2

0  1 2

75, Shy or timid
76. Sleeps less than most kids

0  1 2 106. Vandalism

0  1 2 77. Sleeps more than most kids during day
and/or night (describe): 0  1 2 107. Wats seif during the day

0  1 2 108. Wats the bad

0  1 2 109. Whining
0  1 2 110. Wishes to be of opposite sax

0  1 2 78. Smears or plays with bowel movements

0  1 2 79. Speech problem (describe):
0  1 2 111. Withdrawn, doesn’t get involved with others
0  1 2 111 Worries .

0  1 2 30. Stares blankly
Please write in any problems your child has

that were not listed above:

113.

0  1 2

0  1

31. Steals at home

2  32. Steals outside the home
0  1 2

0  1 2 S3. Stores up things he/she doesn't need
(dascnbe):

0  1 2

0  1 2

PLSaSE as SURE VOU HAVH ANSWSRPn At I fTFw<; lINOERLINe ANY YOU ARg CONCPRNPD 4«nnT
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APPENDIX C

Additional Tables

Table 1

Hierarchical Regression of Youth Reports of Freouencv of Internarental Conflict Variables Predicting Youth/Teacher and Mother Repofte
of Youth Academic Achievement

Combined Report
Youth Academic Achievement

Mother’s Report
Youth Academic AchievementYouth Reports of Frequencies of

Interparental Conflict Variables R’aR'a FaFa

Bloclcl:

Youth Sex, Age
Parent’s Marital Status

2.56 .03.021.74

Block 2:

Frequency of IP Conflict-Parental
Frequency of IP Conflict-Nonparental

13.46’** .09.069.51”

Block 3;

Mother’s Harsh Discipline
Parental Involvement

Youth’s Inability to Concentrate

.01.88.021.63

•e<-05.Note,N = 285. “e<.01
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Table 2

Hierarchical Regression of Youth Reports of Freouencv of Interoarental Conflict Variables Predicting Youth/Teacher and Mother Reports
of Youth Academic Achievement

Combined Report
Youth Academic Achievement

Mother’s Report
Youth Academic AchievementYouth Reports of Frequency of

Interparental Conflict Variables R'aRV FaFa

Block 1:

Youth Sex, i^e
Parent’s Marital Status

2.56 .03.021.74

Block 2:

‘Frequency of IP Conflict-Parental
Frequency of IP Conllict-Nonparental

13.46»* .09.069.51”

Block 3;

Father’s Harsh Discipline
Parental Involvement

Youth’s Inability to Concentrate

.01.97.021.67

•E<.05.Note. N = 285. ”£< ■01

Note. ‘Frequency of IP conflict-parental was the only significant variable in this block.
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Tables

Hierarehical Regression of Youth Reports of Frequency of IP Conflict-ParenU-il Predicting Mother Reports of Youth Academic Acbievffligit

Mother’s Report
Youth Academic AchievementYouth Reports of Frequency of

Interparental Conflict-Parental R'aFa

Block 1;

Parent’s Marital Status .013.59

Block 2;

Frequency of IP Conflict-Parental .0619.09**

•Block 3;

Parental Involvement .024.46*

‘Block 3:
Youth’s Inability to Concentrate .013.52

Note. N = 285. These data represent the findings from two different regression analysis," replaced n in the second regression analysis.



105

Table 4

StanHarHiyed Beta Weights for Hierarchical Regression Models Examining the Role of Mother’s HarsJl
niscinline Parental Involvement and Youth’s Inability to Concentrate

Youth Academic Achievement

Youth/TeacherMother

Block 1:

Youth Sex

Youth Age
Parent’s Marital Status

-.02-.04

.02-.02

.15.08

•Block 2:

Frequency of IP Conflict -.21**-.17**

•Blocks:

Overt Conflict Style .10-.05

Block 4:

Mother’s Harsh Discipline
Parental Involvement

Youth Inability to Concentrate

-.03.001

.09.09

-.06-.06

•Block 2:

Overt Conflict Style .10-.05**

•Block 3:

Frequency of IP Conflict -.27**-.17**

Note: H = 285. These data represent the findings from two different regression analyses only in the order
of blocks 2 and 3. **e<.01 *p<.05.

Note: Beta Weights are from the final regression equation table.
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Tables

Standardized Beta Weights for Hierarchical Regression Models Examining the Role of Father’s Harsh
Discipline Parental Involvement and Youth’s Inability to Concentrate

Youth Academic Achievement

Mother Youth/Teacher

Block 1:

Youth Sex

Youth Age
Parent’s Marital Status

-.03-.04

.02-.02

.15.08

•Block 2:

Frequency of IP Conflict -.27**-.17**

•Block 3:

Overt Conflict Style .09-.05

Block 4:

Father’s Harsh Discipline
Parental Involvement

Youth Inability to Concentrate

.01.01

.09.09

-.07-.06

•Block 2:

Overt Conflict Style .09-.05**

•Block 3:

Frequency of IP Conflict -.27**-.17**

Note: H = 285. These data represent the findings from two different regression analyses only in the order
of blocks 2 and 3. **E<.01 *£<.05.

Note: Beta Weights are from the final regression equation table.
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