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KEY WORDS: ABSTRACT: Based on the approach developed by Hoover-Dempsey and Sandler (1995), and
Family involvement focusing on the homework strategy (Epstein, 2009), we are able to observe the effect of
academic motivation the family involvement on the students’ motivation in the context of self-regulate learning
involvement styles (Yotyodying, 2012). With a sample of 60 Primary Education teachers, 630 students enrolled in
teacher practices 5th and 6th Primary Education, and using a cross-sectional approach, we have observed the
regulation of teacher’s influence in the decision that families make to get involved, the students’ perception

motivation of the styles of involvement and the relationship of these styles with the students’ motivation.

Our conclusion is there is a remarkable influence of a style based on support (requested by
the students) and the promotion of autonomy, in the context of regulation of the academic

motivation.

PALABRAS CLAVE: RESUMEN: Tomando como base el modelo de Hoover-Dempsey y Sandler (1995) y centran-
implicacién familiar dose en la estrategia de Homework (Epstein, 2009), es posible observar los efectos de la
motivacién implicacién familiar sobre la motivacién del estudiante en el contexto del aprendizaje auto-re-

académica gulado (Yotyodying, 2012). Con una muestra de 60 profesores de Educacién Primaria, 630
estilos de implicacién familias, 630 estudiantes de 50 y 60 de Primaria, y un planteamiento transversal, se observa la
practicas del influencia del profesorado en la decisién que toman las familias para implicarse, la percepcién

profesorado del estudiante de los estilos de implicacién y la relacién de estos estilos con la motivacién del
regulacién de la estudiante. Se concluye la notable influencia de un estilo basado en el apoyo (a demanda del

motivacién estudiante) y el fomento de la autonomia, en la regulacién de la motivacién académica.
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PALAVRAS-CHAVE:
Participagao familiar
motivagdo académica
modelos de
implicagéo
préticas dos
professores
regulagdo da
motivagéo

RESUMO: Tomando como base o modelo de Hoover-Dempsev y Sandler (1995) e centrando-
se na estratégia de Homework (Epstein, 2009) é possivel observar os efeitos da participagdo
familiar sobre a motivacéo do aluno no contexto de aprendizagem autorregulado (Yotyodying,
2012). Com uma amostra de 60 professores de educag&o primaria, 630 familias, 630 estudan-
tes de 50 e 60 do ensino primario, e numa abordagem transversal observamos a influéncia dos
professores na decisdo que tomam as familias para participar, a percepcdo dos modelos de
implicagdo pelos alunos e a relagdo destes modelos com a motivagdo dos alunos. Podemos
concluir a notével influéncia de um modelo baseado no apoio (a procura dos alunos) e o esti-
mulo da autonomia, no controle da motivagio académica.

1. Introduction

The topic of educational performance is a classic
in Social Science research, but the general public
seems to have discovered this based on certain
international studies meant to evaluate key com-
petences, such as the PISA report, promoted by
the OECD.

When speaking about performance, every-
one’s gaze (research, public policies, consultants
etc.) is fixed on Compulsory Secondary Education
and, more specifically on grades 1 and 2. Never-
theless, one agrees with Ferndndez Enguita, Mena
and Riviere’s (2010) claim that the first indicators
of failure begin to manifest themselves in Prima-
ry Education. The parents are also largely voicing
this idea, complaining that the family-school work-
ing programs are coming in too late in Secondary
Education (see Santos Rego and Lorenzo, 2015).

It is certain that the picture of the current sit-
uation in Spain - in the light of the data - is not
particularly encouraging as far as the first years
of education are concerned. For example: in the
2015-16 school year, 4.3% of the students in the
2nd grade of Primary Education were retained, a
percentage which went down to 21% in fifth grade
and went back up in the last one (3.6%). Moreo-
ver, 94% of the students aged 8 are enrolled in the
3rd grade of Primary, a grade theoretically corre-
sponding to said age and for the 10 year-olds, the
percentage of those enrolled in the 5th grade of
this stage is of 90.3 % (see INEE, 2018).

Justifiably, researchers have tried to unravel
the factors which influence the academic perfor-
mance of students at the compulsory levels of
education (see Nufiez, Vallejo, Rosério, Tuero, &
Valle, 2014; Santos Rego, Godas, & Lorenzo, 2012),
with the aim of providing a basis for the elabora-
tion and/or modification of the policies or practic-
es likely to improve the academic achievements
of all students, regardless of variables such as the
ethno-cultural origin or the type of school.

The present-day analysis of factors which in-
fluence, or correlate with, the academic perfor-
mance of students rests on very solid theoretical
and empirical bases, resulting from the efforts of
educational research. The aspects to which more

attention was - and is - given, refer to the pro-
cess, i.e. to the study of the ways of functioning
of thought or to the indicators of learning efficien-
cy. Winne and Nesbit, in a compilation titled “The
Psychology of Academic Achievement” published
in the Annual Review of Psychology in 2010, deter-
mined that the factors involved in these two as-
pects (thinking and learning) may be classified in
four groups: cognitive, meta-cognitive, contextual
and motivational, all focused on the student.

The cognitive elements refer to the neuro-cog-
nitive workload required by a certain learning ac-
tivity, paying particular attention to the working
memory (Anderson, Hattie, & Hamilton, 2005).
In order to understand the repercussions of this
line of work, a list (synthesizing the results of cut-
ting-edge research) of 25 principles or heuristics
was prepared, with a strong empirical backing, in-
dicating thus the best way to achieve an adequate
learning (see http://psy.memphis.edu/learning/
whateknow/index.shtml)..

The meta-cognitive factors, whose influence
is explained in Hacker, Dunlosky and Graesser's
(2009) work, Handbook of Metacognition in Ed-
ucation refer to the mechanisms which allow the
learner to collect, produce and evaluate informa-
tion, while at the same time giving him/her the
possibility to control and regulate his/her own
intellectual functioning. The studies, despite the
lack of a complex model of meta-cognition, allow
us to state that one is not dealing with “cold” pro-
cesses, but with ones which interact with varia-
bles such as the attributions, the orientations to-
wards a certain target, the epistemological beliefs
and the self-efficiency. All of them make up what
is usually labeled as “motivating factors” (see Cov-
ington, 2000; Fawcett and Garton, 2005; Gutiér-
rez-Domenech, 2009; Zhang, 20m).

On the other hand, the factors related to the
social context encompass four big areas of re-
search: the learning based upon cooperative and
collaborative strategies, the specific features of
the class, homework and the socio-economic sta-
tus of the family. Each of these represents a very
dense research field which helps explain its im-
pact on academic results. One also has to include
among those factors the educational policies, the
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evaluation systems of said policies, the resourc-
es received by the schools and their teaching
projects.

It is precisely here that our research is situat-
ed. Its aim is to analyze the role of the families
in the children’s educational outcomes, including
in the scope of our study the analysis of the or-
igin of the decision to get involved, the ways in
which families do it, the processes inherent to this
commitment, along with the attenuating and me-
diating variables. All this will make it possible to
plan the intervention mechanisms needed for the
optimization of this process (Godas, 2015). In any
case, family involvement in education affects the
variables which research links to improving school
performance (Santos Rego, Ferraces, Godas, &
Lorenzo, 2018).

According to Hoover-Dempsey and Sandler
(1995), the process of family involvement starts
at a level in which the variables determining the
families’ decision to get involved in the study of
their children are established; for this reason, they
construct their role imagining, planning and tak-
ing responsibilities, together with their children, in
carrying out activities likely to improve their edu-
cational achievements. This stage, necessary, but
not sufficient, must correspond with a sense of
personal efficiency in helping, stemming from the
direct experience of other activities associated
with involvement, with persuading other persons,
or with vicarious experiences of previous success.
By the same token, the requests or invitations of
the children or of the school (through verbal per-
suasion or through the perception of the necessi-
ty of help) can also influence this decision.

The decision is followed by the choice of the
level or forms of involvement. Using this model,
one has recourse to the typology formulated by
Epstein (2009): parenting (understanding child/
teenager development and generating supporting
environments for the student in the home), com-
munication (designing and implementing effec-
tive communication between school and family),
volunteer work (organizing help in the school, at
home or in other contexts, in order to support stu-
dents’ activities); learning at home (training in mat-
ters of homework help and in curricular matters);
making decisions (including families in school de-
cisions by increasing their representation in asso-
ciations, councils etc.) and collaboration with the
community (identifying and integrating resources
and services, community help).

Influencing this decision is the parents’ per-
ception of their own abilities and knowledge in
regard to the school tasks their children have to
perform, but also of the time and energy required
in order to achieve such purpose.

Lastly, we establish the way in which the stu-
dent perceives his/her family’s actions in terms of
control, communication of expectations, family’s
interest for the school, their support and fostering
of his/her autonomy. In addition, we postulate the
effects of the interaction between the students
and the families on the student’s motivation, tak-
ing as a basis the self-determination theory, dom-
inant trend of intrinsic motivation, formulated by
Ryan and Deci (2000, 2017) within the context
of school homework (Epstein, 2009; Rodriguez,
Nifez, Valle, Freire, Ferradas, & Rodriguez-Llor-
ente, 2019).

This perspective explains how intrinsic moti-
vation feeds the direction, the intensity and the
persistence of the behavior (Cerasoli, Nicklin, &
Ford, 2014). When the individuals find that a task
is pleasant or identifiable with oneself, it is more
probable that they will support and fully partici-
pate in its execution (Patall, Cooper, & Robinson,
2008). The intrinsically motivated students are
more actively involved in the learning process,
whilst those more extrinsically motivated, become
increasingly passive. In this regard, Cerasoli, Nick-
lin and Ford (2014) recall the fact that, while it is
beneficial to help people find intrinsically gratify-
ing tasks, the extrinsic incentives can also play an
important role.

Second, those who face an intrinsically moti-
vating task will use a greater degree of intensity
or effort to carry it out. Finally, intrinsic motivation
levels must also be linked to performance through
their impact on persistence. When individuals find
a task pleasant or interesting, they spend more
time performing such task, beyond the point at
which they are rewarded.

The application of the self-determination the-
ory to the field of education concerns the stu-
dent’s interest for learning, as well as the value of
education and the development of his/her own
competences (Deci, Vallerland, Pelletier, & Ryan,
1991). The parents’ support as agents of socializa-
tion in school activities and their care for the stu-
dents’ homework may be considered an identifier
of the quality of involvement (Yotyodying, 2012).
This aspect is usually characterized by four di-
mensions, pertaining to the student’s perception
of the parents’ actions (support, promotion of au-
tonomy, control and communication of expecta-
tions) which, from a theoretical point of view, help
satisfy the needs for autonomy, sociability and
competence. Meeting these needs leads to an
increase in self-motivation and well-being, whilst
their frustration reduces both aspects.

The motivational processes included in the
present study refer to the expression of positive
or negative academic emotions and the regulation
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thereof (self-reinforcement and self-affirmation),
negative academic emotions and the regulation
thereof (control of the situation, positive self-in-
struction and search for social support), moti-
vation of controlled learning in study and tasks
(introjected regulation analyzed as a type of ex-
trinsic motivation, in which the behaviors are im-
plemented in order to avoid guilt or anxiety or in
order to obtain reinforcements such as pride), the
identified regulation (which is yet another form of
extrinsic motivation, a more autonomous one, in
which the action is identified as one’s own, being
personally important), the external regulation (in
which the behaviors are implemented in order to
satisfy an external demand) and, finally, the mo-
tivation of autonomous learning (also regulated
through identification).

Upon these theoretical bases, a research is
devised, with the aim of exploring the connection
between all the variables making up the process:
the family’s decision to get involved, the student’s
perception of the parents’ actions of involvement
and the repercussion of this perception on his/
her motivation to study (focused on homework
and exam preparation at home). Our aim was to
obtain an empirical basis which would allow us to
design, implement and evaluate a program meant
to optimize the families’ actions as they get in-
volved in their children’s studies and education.

In this respect, the programs aimed at stimu-
lating the families’ participation in their children’s
education are one of the areas where most ef-
forts were deployed (see Allen, 2005; Epstein,
2009; Grolnick & Slowiaczek, 1994; Hill et al,
2004; Hoover-Dempsey & Sandler, 1995, 2005;
Lorenzo, Godas, Priegue, & Santos Rego, 2009;
Nermeen, Heather, & Votruba-Drzal, 2010; Sekt-
nan, McClelland, Acock, & Morrison, 2008; Torio,
Pefla, & Hernandez, 2012). Let us cite as an ex-
ample the reports presented by Desforges and
Abouchaar (2003) and Halgunseth and Petersen
(2009). These two works can be used as basic
references to get to understand, from an applied
perspective, how one should plan the most appro-
priate strategies in order to attain the proposed
objective which, in our case, is precisely to study

the families’ involvement in the school and in the
homework, both considered as being the most
effective strategies in Primary Education. This is
confirmed, among others, by Hill and Tyson (2009)
as they performed a meta-analysis of the strate-
gies which promoted the academic achievement
of students. On the same vein, Epstein (2009)
suggested an active team for partnership as a
working group (families and teachers) whose pur-
pose would be to achieve an effective climate in
the school, seeking the success of all students.

2. Methodology
2.1. Design

In this study, we used a random group design with
only one post-test measure in which the data was
collected in a cross-sectional fashion in 12 primary
schools in which the teachers, the students and
the families of the latter participated. The main
selection criterion was that the students belong
to the 5th and 6th grades of primary school.

2.2. Participants

There were 60 participating teachers, teaching
4th grade of Primary education (6.3%), 5th (29.8%),
6th (38.6%), 4th and 5th (0.3%), 5th and 6th (8.6%)
and 4th, 5th, and 6th (16.4%). Their teaching expe-
rience varies between less than 5 years (10.3%),
between 5 and 15 years (29.8%), between 16 and
30 years (30.4%) and more than 30 years (29.5%).
The seniority in the present school is between 5
and 15 years (50.4%), although there are important
numbers of those who have been working in the
school for less than 5 (32.7%) and more than 20
years (13.5%).

At the same time, 630 families participated
(522 two-parent and 108 single-parent families).
Specifically, 60.46% are female and 39.54% male.
Table 1 shows their socio-demographic charac-
teristics, taking into consideration only those
to which the specialized literature on family in-
volvement ascribes a high level of impact on the
process.
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Table 1. Socio-demographic characteristics of the families participating in the study

Two-parent families Single-parent families

Number of children Total Total Female Male
1 13.8 22.2 34.8 321
2 65 48.2 217 321
3 15.7 20.9 17.4 71
More than 3 5.5 81 261 28.7
Educational level Total Total Female Male
Primary Education 21.5 24.4 87 219
Secondary Education 339 1.9 52.2 49.4
Higher Education 43.5 337 391 287
No studies 11 o o o
Books in the house Total Total Female Male
Less than 10 0.8 4.7 4.3 o
Between 10 and 30 8.3 18.6 87 207
Between 31and 50 12.6 15.1 13 20.7
Between 51and 100 207 18.6 87 207
Between 101 and 150 14.4 1.6 261 10.3
More than 150 43.2 314 39.2 27.6
Children’s books in the house Total Total Female Male
Less than 10 4.3 129 4.4 35
Between 10 and 30 17.6 25.9 30.4 44.8
Between 31and 50 23.4 22.4 4.4 17.2
Between 51and 100 309 18.8 30.4 13.8
Between 101 and 150 n7 10.6 13 69
More than 150 1211 9.4 17.4 13.8
Employment status Male Female Total Female Male
Temporary contract 9.2 8.8 - 219 18.5
Permanent contract 29.5 37 - 30.4 44.5
Freelance 15.9 25 - 87 3.7
Civil servant 17.6 16.8 - 4.3 7.4
Household work .6 0.3 - o 37
Domestic services 4.3 4 - 4.3 (¢}
Unemployed 10.3 8 - 30.4 1.1
Retired 1.6 [eX} - o 11
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As far as the student body is concerned, 630
students participated (51.8% boys and 48.2% girls)
enrolled in the 5th (50.4%) and 6th grade (49.5%).
89.2% were never retained, while 10.8% were.

2.3. Measuring instruments

Three ad hoc questionnaires were devised for
each of the participating groups, whose indices
of consistency and reliability are contained in
Table 2.

The questionnaire meant for the teachers is
made up of 9 categorical items and 29 Likert-type
questions, adapted from the studies of Hoo-
ver-Dempsey, Bassler, and Brissie (1992), and up-
dated on the basis of the results presented by Ep-
stein (2009). The subsequent transformation into
5indices (see Table 2) was found satisfactory so as
to enable us to treat them as dependent variables

(DVs). The categorical questions (seniority in the
present school and general seniority as a teach-
er, professional situation and grades taught) were
used as grouping or independent variables (IVs)
in order to observe their professional practice in
interacting with the families.

The questionnaire directed to the families is
made up of 6 categorical items and 37 Likert-type
questions, subsequently transformed into 5 in-
dices for the mothers and 5 for the fathers (see
Table 2).

Finally, the questionnaire for the students is
made of 4 categorical items and 50 Likert-type
questions, also subsequently transformed into 5
(see Table 2).

In these last two cases, the Likert scale were
adapted based upon the validation made by Yo-
tyodying (2012) in order to see the motivating ele-
ments which determine the academic result.

Table 2. Consistency and reliability indices of the measuring instruments
Exploratory Factor Analysis
Original scales o
Factor | Eigenvalue % KMO Indices I?lo. of Alpha Total
Variance items Alpha
1 7.059 41524 873 PROF 4 743 901
2 2.290 13.471 PROF2 2 872
- Assessment of family
& | involvement (29 scale 3 2.077 12.219 PROF3 2 894
3; items, alpha=.852)
c
= 4 1.201 7.066 PROF4 4 714
®
R
5 1132 6.657 PROFs 3 716
Socio-professional i i i i i i
(9 categorical items)
1 5.816 17.625 802 P1 8 743 823
2 3.869 1.724 P2 7 810
3 2.418 7.328 Pz 7 773
4 1.823 5.525 P4 4 704
Components of
the decision to get 5 1.458 4.418 Ps 4 714
» | involved (37 items,
£ | alpha=816): fathers 1 5.014 15193 801 M1 8 795 81
€ | and mothers
= 2 3.697 11.203 M2 5 823
3 2.642 8.006 M3 6 735
4 1741 5.275 M4 7 755
5 1.467 4.444 M5 3 831
Socio-demographic i i i i i i
(6 categorical items)
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Exploratory Factor Analysis
Original scales o
. % . No. of Total
Factor | Eigenvalue Variance KMO Indices items Alpha Alpha
1 9.762 45.269 .813 ALl 12 844 823
Motivating 2 4.512 16.270 AL2 12 858
processes which
» | affect academic 3 3.285 7.520 AL3 10 8n
S | performance (s0
el H =
S | items, alpha= 897) 4 2766 5.475 AlL4 7 806
(%]
5 1967 4.610 AlLs 5 777
Socio-demographic i i ) . .
(4 categorical items)
2.4. Procedure first checked the non-existence of lost values

The data was collected in 2018 in three stages. In
the first, we asked for the permission of the au-
tonomous Galician government; in the second,
we contacted the schools to explain the project
to them; and, in the last one, in collaboration with
the teachers and with the schools’” management
and counseling teams, we administered the ques-
tionnaires to the students in the classrooms and
we distributed the questionnaires to the teachers
and families, those being subsequently collected
by the research team.

The study was carried out in accordance
with the recommendations issued by the Bio-
ethics Committee of the University of Santiago
de Compostela. All subjects gave their informed
written consent in accordance with the Helsinki
Declaration.

2.5. Data analysis

Using the IBM SPSS Statistics 24 statistics pack-
age with prior codification of the variables, we

and subsequently determined the reliability in-
dices (Table 2), the dimensions and the indices
by means of the Exploratory Factor Analysis, the
basic descriptors, the correlation analyses (Pear-
son’s r), and given that the aim is to compare the
various groups, it was fitting to carry out inferen-
tial analyses (Student'’s t-test).

3. Results
3.1. Teaching staff

The characteristics that best distinguish their ac-
tions or practices related to family involvement
refer to their seniority (in the present school and
as teacher in general) and their professional sta-
tus (staff member or temporary employee). On
the other hand, the grade or grades in which they
teach is a characteristic which establishes a small-
er number of differences (see Table 3).

Table 3. Indicators of the differences between the socio-professional variables of the teaches and
the indicators of the practices concerning family involvement
Bilateral
\%! VD Mean1 Mean2 | SD1 SD2 N1 N 2 t df Sign
PROF 2.24 172 676 323 32 28 7.08 58 .000
PROF2 1.82 2.03 768 411 32 28 -2.51 58 012
Seniority in present
school PROF3 212 316 650 .364 32 28 114.63 58 .000
1=5-15 years
2=16-30 years
PROF4 1.42 1.59 477 612 32 28 -313 58 .002
PROF5 214 2.57 528 542 32 28 -7.02 58 .000
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Bilateral
Vi VD Mean1 Mean 2 SD1 SD 2 N1 N 2 t df Sign
PROF1 1.82 2.43 536 626 15 45 -12.42 58 .000
PROF2 1.46 2m .445 766 15 45 -12.02 58 000
Seniority as a
h
teacher PROF3 2.21 2.34 665 742 15 45 -213 58 .033
1=5-15 years
2 =16-30 years
PROF4 1.24 1.59 208 583 15 45 -9.08 58 000
PROFs 213 2.26 538 545 15 45 -2.85 58 .005
PROF1 2.29 178 637 597 29 3 812 58 .000
PROF2 2.03 115 697 283 29 31 13.91 58 000
Professional status
1= Staff
Staff member PROF3 2.36 2.02 718 .635 29 31 4.80 58 .000
2 = Temporary
employee
PROF4 1.57 119 529 224 29 31 6.78 58 000
PROFs 2.31 1.82 .480 596 29 31 9.63 58 .000
Grades taught PROF 2.31 1.61 673 .320 32 28 7.40 58 .000
1=One grade only
2 = Several grades PROF3 2.31 2.89 639 682 32 28 -6.18 58 000

As shown, the relationship between the 5 di-
mensions is highly significant (p< 0.01 in all of
them). In any case, the relationships with more
weight were registered, with a mean correlation of
.52, among the dimension PROF2 (giving enough
importance and effectiveness to the act of coun-
seling the families in matters of homework and
exams) and the dimensions PROF3 (giving enough
importance and effectiveness to the act of asking
for volunteer fathers or mothers to help in their
classes) and PROF4 (giving high importance to the
act of reading with the children at home and stimu-
lating their interest in the school tasks). These last
ones also have a close relationship between them-
selves (r=.412, p< 0.01) just as the dimension PROF1
(giving enough importance and effectiveness to
the act of providing materials to the families and
instructing them about their usage) and the PROF2
dimension. As for the last dimension (considering
it effective and possible enough that the families
have recourse to community services, such as “par-
ents’ schools”) has a much weaker, albeit significant,
relationship with the other four dimensions (r=138,
r=171, r=.237 and r=109, p< 0.01, respectively).

It can be observed in the table that the strategy
of providing materials to the family and instructing
them about their use (PROF) is practiced by the
teachers with less experience in the given schools
but with more years as teachers. Their profession-
al status is stable and they teach only one grade
(5th or 6th of Primary Education).

The dimension referring to the counseling
of families in matters of homework and exams
(PROF2), is assumed by those with more seniority
in the given school and also as teachers in gener-
al having a stable professional situation. The third
one, asking volunteer families to help in the school
(PROF3), is used by teachers with the same pro-
file and who teach several grades. The fourth one
(PROF4), reading with the children at home and
stimulating their interest in the school tasks, is
used by those who have greater experience in
the given school and as teachers in general and
with a stable professional situation. Lastly, the
fifth dimension (PROF5) which involves the rec-
ommendation to families that they use community
services (“parents’ schools”, for instance), is the
one most adopted by the teachers with more ex-
perience (in the school and as teachers and with a
stable professional situation).

3.2. Families

With the evidence provided by our data, we can
state that not all the characteristics considered by
the initial approach trigger differences in matters
of the determining factors for the family’s decision
to get involved (the employment status and the
type of family, in fact, do not). Only those listed
in Table 4 showed such a level of influence in the
indices referring to mothers and fathers.
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Tabla 4. Diferencias entre las caracteristicas socio-familiares en cuanto a los elementos que
determinan la decisién familiar de implicarse en madres y padres
Bilateral
Vs DVs Mean1 Mean 2 SD1 SD2 N1 N 2 t df Sign

M2 4.83 4.76 266 | 322 255 124 276 377 006
M3 1.86 2,00 603 | 570 | 255 124 2.33 377 020

Number of children Ms 3.94 3.78 763 779 255 124 216 377 .031

1=1or2

2= 3 or more than 3 P1 476 4.64 292 | 390 | 183 66 312 247 002
P4 3.66 3.82 701 | 543 183 66 -2.20 247 029
Ps5 412 394 582 | 780 183 66 2.32 247 021
M3 199 174 588 | .572 221 160 517 379 .000

Educational level M4 4.20 410 520 | .504 221 160 2.30 379 022

1=Secondary

Education M5 4.02 3.73 693 832 221 160 4.48 379 .000

2 = Higher

Education P2 3.67 3.83 677 767 163 86 233 247 020
P4 3.73 3.59 .655 669 163 86 214 247 033
M2 475 4.84 .356 .248 95 289 -.330 382 .001
M3 21 1.82 747 521 95 289 5.25 382 .000
M4 4.25 413 530 | .5m 95 289 2.50 382 013

Books in the house

1=50 Ms 4.07 3.85 734 77 95 289 310 382 002

2= 51150
P3 272 2.54 881 | .699 47 202 2.00 247 046
P4 3.90 3.63 733 642 47 202 3.32 247 .001
Ps 4.2 4.04 612 | 625 47 202 2.22 247 027
M2 479 4.84 319 | 240 | 184 197 2.06 379 -040
M3 2.01 178 630 | 547 184 197 478 379 .000

Children’s books in

the house

50 M4 4.22 410 477 | 548 184 197 2.85 379 005

2= 51150
P4 377 3.61 724 | 613 108 4 2.48 247 o4
Ps 416 4.01 595 | .643 | 108 4 2.50 247 013

With regard to the mothers, the dimension
which showed the closest relationship referred to
what we labeled “M4” (focusing the responsibility
of a good academic performance of the students
exclusively on the family). The highly significant
direction of this relationship, was established
around the belief in its self-effectiveness in or-
der to get involved every time that the child asks
for it (M1, r=.431, p< 0.01), prioritizing learning as
the student’s main aim (M2, r=.321, p< 0.01) and of

pointing to the school as the responsible for the
students’ academic success (M5, r=.225, p< 0.01).
As far as the fathers are concerned, focusing
the responsibility for the students’ good academic
performance on the school (P5) is the more en-
compassing dimension in associative terms and
thus a significant relationship was established,
oriented towards learning as the student’s main
aim (P1) (r=.282, p< 0.01), with the belief in its self-
effectiveness in order to be able to get involved
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in their children’s education (P2) (r=.206, p< 0.01)
and with important role of the student’s request
for academic help (P4) (r=.244, p< 0.01). The same
level of association was also established between
the dimensions P1and P2 (r=.248, p< 0.01) and be-
tween P1and P4 (r=.244, p< 0.01).

Observing table 4, we see that a bigger num-
ber of children affects, for the mothers the orien-
tation of aims towards learning and the focusing of
responsibility for the children’s education on the
school (M5). A smaller number of children imping-
es on a negative attitude (in terms of rejection).
For the fathers, however, a smaller number of chil-
dren influences the orientation of aims towards
learning (P1) and on focusing the educational re-
sponsibility on the school (P5). A greater number
of children finally has a repercussion on the fa-
thers whose decision to get involved depends on
a request from the children (P4).

In general (see Table 4), the higher the level
of the parents’ studies, the stronger the belief in
their self-efficiency to get involved (P2) and, when

the studies are primary and or secondary, a neg-
ative orientation is established towards the aca-
demic achievement as an aim (M3), the responsi-
bility of the education is focused on the family and
on the school (M4 and M5) and the decision to get
involved, in the case of the fathers, is materialized
when the student asks for it (P4).

Finally, a larger quantity of books or children’s
books are not factors with much bearing in the
family’s decision to get involved, with the excep-
tion - see Table 4 - of the mothers who put learn-
ing before achievement as an aim for their chil-
dren’s education (M2).

3.3. Student body

Out of all the characteristics included in the study,
only two have been shown to have an influence on
the motivating processes concerning learning (see
Table 5), the ones referring to the grade and to the
gender of the students.

Table 5. Indicators of the differences between the socio-demographic variables of the students and
the indicators referring to the motivating processes concerning learning
IVs DVs Mean 1 Mean 2 SD1 SD 2 N1 N 2 t df Bilateral Sign.

AL 3.96 3.70 662 744 318 312 4.58 628 .000

Grade AL2 3.43 3.30 850 722 318 312 2.05 628 041

1=5th

2 =6th AL3 419 3.88 709 743 318 312 5.21 628 000
Al4 2.60 217 1.009 908 318 312 5.40 628 .000

Gender AL 375 391 737 682 325 302 294 625 003

1=Boy

2 = Girl AL3 3.99 412 757 325 302 -2.25 625 .025

With regard to the dimensions, the associa-
tions with more weight are established between
the regulation of negative academic emotion
when facing stressful academic situations (AL1) in
which the subject intends to solve the conflicts,
considering them important for himself/herself
(we give as an example two items: “| know that
| can solve the problem” and “I make efforts be-
cause | want to understand”). The relationships
are established with AL2 (r=.362, p- 0.01) referring
to a type of extrinsic motivation in which the sub-
ject makes efforts to solve school tasks in order
to avoid anxiety or obtain self-reinforcements
such as “pride”. The same goes for AL3 (r=.471, p-
0.01) focused on a perception of a “flexible” style
of involvement based on the support and the en-
couragement coming from the parents. The level

of association between the latter is still high (AL2-
AL3, r=158; AL2-AL4, r=.287 and AL3-AL4, r=.228;
all of these at a level of p< 0.01).

In regard to grade and gender (see Table 5),
those who manifest a greater regulation of the
academic emotion (AL1) are the girls and the sth
grade students, who also manifest, a special moti-
vation for avoiding anxiety or feeling pride (AL2),
the perception of a flexible style in the involve-
ment of their parents (AL3, in this case also in the
girls) and the absence of self-reinforcing expres-
sions or actions when solving a difficult task (AL4).

4. Discussion and conclusions

The initial idea behind researching the elements
which condition the process of family involvement
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and which, among other consequences, influence
the students’ motivation in dealing with their aca-
demic tasks, was solved, to a large extent, in light
of the results obtained with the present study.

The theoretical basis which postulates how
families make the decision to get involved in the
homework dynamics (Epstein, 2009; Sheridan
& Kim, 2015) was shown as solid, because of the
weight and statistical significance registered while
analyzing the association between the variables
making up each of the levels of the process in
question. This is due to the fact that the methodo-
logical approach and mainly the measuring instru-
ments have credibly captured the actions of the
main actors of this stage (teachers and families)
and also confirmed that the choice of those who
participated in the study was correct. It is logical,
given the consensus on the method of proceeding
when one started to devise a study on this phe-
nomenon (Creemers & Kyriakides, 2008; Epstein,
2009; Latunde, 2017).

The teaching staff’s intervention and beliefs
were shown to be clearly conditioned by the
number of years they had spent in the school, by
their teaching experience, by their job stability
and by whether or not they work with one grade
only. As far as their practices are concerned, the
counseling of the families in matters of homework
and in order to prepare evaluations, together with
the distribution of tutorial materials, are the most
present actions, which matches the findings of
similar studies (Epstein & Dauber, 1991; Epstein &
Van Voorhis, 2001; Jung & Han, 2013).

The decisive factors in the family’s decision to
get involved in this research are located in the first
level of the model suggested by Hoover-Dempsey
and Sandler (1995). It is here that we find the mo-
tivating elements which initiate the involvement
and in which the construction of the parental role
is salient (the ideas about the role that the par-
ents have to assume in the school-related matters
relevant to their children). In this case, the moth-
ers with several children (three or more) believe
that this responsibility lies directly with the fam-
ily, whilst the fathers having one or two children,
delegate such responsibility to the school. Here
as well, there is a clear consensus, in empirical
terms in attributing to this factor an important
role in the decision to get involved (Grolnick, Ben-
jet, Kurowski, & Apostoleris, 1997; Green, Walker,
Hoover-Dempsey, & Sandler, 2007; Reparaz &
Jiménez, 2015; Walker, Ice, Hoover-Dempsey, &
Sandler, 20m).

The features of the student body which repre-
sent the guiding thread towards academic achieve-
ment are situated at level 4, postulated by the
model we started with. The grade they are in, 5th

of Primary Education, was shown to be the variable
with most capacity to differentiate between the in-
fluence of the regulation of positive academic mo-
tivation (when a difficult task is solved) and the neg-
ative one (when there is pressure to solve school
tasks), as well as the motivation of controlled learn-
ing (in order to make effort in doing the homework)
and the perception of family support and interest
in school-related matters. The disciplinary strat-
egies employed by the family when faced with a
negative or absent school performance (rigid style
of involvement) were not shown as being affected
by any of the variables in which the student body is
grouped. These results are in agreement with oth-
er studies which use cross-sectional and longitudi-
nal methodologies (Cerasoli, Nicklin, & Ford, 2014;
Ryan & Deci, 2000; Sheridan & Kim, 2015; Yotyody-
ing, 2012).

In any case, the study we present could be
more consistent when monitoring and longitu-
dinally analyzing the importance of the different
variables in order to verify the stability of the mo-
tivating elements.

It is precisely on the basis of the model pro-
posed by Hoover-Dempsey and Sandler (1995)
and on the solidity of proof offered by the em-
pirical data which we have just spelled out, that
the Implica2 program (http://www.usc.es/esculca/
proyecto_implica2)is designed and evaluated; it in-
volves families with children enrolled in the 4th,
5th and 6th grade of Primary Education. It is a
psycho-social program focused on promoting fam-
ily involvement and the improvement of the stu-
dents’ study habits and techniques. Its main aim is
the optimization of the strategies which shape the
students’ learning in the family context, in order to
improve their academic results and raise the level
of their expected academic success.

The Program consists of two sub-programs.
One of them is directed towards the students
and its aim is to train them in the learning of study
habits which would have a positive impact on their
academic performance. The other one is direct-
ed towards the families and its aim is to improve
their involvement in the school trajectory of their
children. A guide was also devised with the aim of
serving as a support tool for the families in regard
to certain matters having to do with the school
life of the minors. A previous study was used for
the design of said guide (Santos Rego & Lorenzo,
2015).

Specifically, the program consists of five ses-
sions with an approximate duration of two hours
each (a total of 10 hours), of which the last one
aims at the evaluation of the program by the par-
ticipants. In its development, the following content
is approached: the beginning of adolescence, the
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communication within the family, the family’s re-  were designed to evaluate the program; they in-
sponsibility regarding the children’s learning and  clude scales for the students, families and teach-
homework. Moreover, the necessary instruments  ers as well as a daily action and incident reports.

Nota

“ This work is part of the research project “Family involvement and academic performance in Primary Education. The
effectiveness of a program for fathers and mothers” (EDU2015-66781-R) funded by the Ministry of Science, Innova-
tion and Universities.
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