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ABSTRACT 

Several studies have indicated that parental practices concerning education are closely 

related to the educational pel/ormance of children besides some personality traits such 

as academic self-concept and test-anxiety. The main plllpose of this study, thus, was to 

investigate the relationship belVveen pare11lal support and academic achievement on 

primary school students in the C011lext of academic self-concept and test anxiety. The 

differences in the extents of independent variables due to age, gender of children, family 

structure and parental education were also designed to be studied. 

The data for this study were collected from 391 randomly selected sample subjects (198 

males and 193 females) with the help of students self-report questionnaires. The 

measuring instruments - Parental Support, Academic Self-concept and Test-anxiety tests 

were found to have reliability coefficients of . 97, .96 and. 84 respectively. Moreover, t­

iest, chi square test and item-total correlation were used to improve the item qualities. 

The collected data were analyzed using statistical methods, like Descriptive statistical 

methods, Pearson product moment correlation, Step-wise multiple regression, and 

independent sample t-test. 

Statistical results showed that there was high positive relationship between parental 

support and the academic achievement of children. Significant difference was observed in 

the practice of parental support due to gender, family structure and parental education. 

Moreover, academic self-concept and academic achievement were found to have high 

positive correlation while test-anxiety and academic achievement were indicating high 

negative correlation. 

Step-wise multiple regression analysis revealed that parental support and academic self­

concept were the significant predictors of academic achievement, which accounted for 

about 93% of the explained variance. However, the contribution of test anxiety on 

academic achievement was not found to be significant. 
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1.1. Background of the Study 

CHAPTER ONE 

INTRODUCTION 

Educational researchers are interested in why different groups of students achieve either more or 

less than other in presumably similar educational situations. Although individual differences are 

expected, society does hot expect differences in academic performance that are predictable by 

group membership, where group membership is based on characteristics of birth rather than 

acquired skill (Leinhardt, Andrea and Mary. 1979). When differences in achievement do appear 

to be related to specific groups, it is important to identify the cause (s). 

Some studies that have examined the educational sources of differences in performance focused 

on classroom characteristics, looking at possible bias in curricular materials of subject matter 

(e.g. Stanchfield, 1973). The assumption underling this line of inquiry is that the same input (text 

book;: the lesson) has different meanings and significance for members of different groups, which 

then transl'ates in to 'different performance levels. Problems arise when this line of thought is 

follbwed to its logical 'e'nd: that is, children should be taught only those things that they should be 

expected, :l:iy ' group membership, to find interesting or valuable. This would suppress most 

. 'educational opportunities for' in individual to be different from the specific group to which he or 

she belongs. 

Other studies' have · examined achievement differences among students. The causes for the 

differences are mostly related 'to the non-cognitive factors including home and family variables: 

parental suppoh;.' parental "education, socio-economic status, etc, psychological variables: self­

concept, emotional 'adjustment; readiness to learn, study habits, and the school factors (Mandel 

and Markus, 1988). 

Thus, there ·seeins tCj' :be! 'a .general agreement among psychologists and educators that a child's 

academic :performande is not a ,simple function of his/her ability. Apart from the innate ability 

environmental, factors play significant role in children's academic achievement. Being exposed 

to different types 'of stimuli, can produce different levels of academic achievement independent of 

innate ability. Among these variables much attention has been given to parental practices 

(Jenkins, 1969). 'The home is probably the most powerful educational institution, even when 

parents are not good teachers. Parent related variables such as their gender, education, child 

rearing practices, etc. 'are powerful determinates of children 's behavior in contrast to genetic 



factors. I f not then programs for the improvement of man kind should emphasize eugenics rather 

than educati on. Education will affect what parents do with spare time. their approach to 

parenthood and their relation to the demands of chi ldren at various stages of de,·elopment. 

Parental helps for their children vary related to their gender in that nurturing and care. affection. 

stimulation. and tutoring are the mother' s roles whi le bread wining, child management and 

education are the roles of fathers. The helping practices of parents including that of establishing 

warm. nurturing relationship with children; providing opportunities for educational competence; 

and their commitments to family members are expected to relate positively to children's 

academic achievement and orientation (Brooks, 1994 Grolnick et a i, 1997; Hester, 1989; 

Pikunas, 1976). 

Parental involvement is not only considered as an important pred ictor of students' school success 

but also considered as a key mediator between fam ily background factors and academic 

achievement. Basically, Parents can promote chi ldren 's learning by maintaining effective school­

home interaction, through encouragement, expending resources, imparting their own knowledge 

of how schooling works and making decisions on what educational options should be pursued. 

They also playa crucial role in children's development of soc ial and moral values which in turn 

have great contribution for the adjustment of school environment and the success of educational 

achievement. Therefore, it seems that the psycho-social ; material ; and other necessary supports 

like encouraging the child to study hard, monitoring daily educational activities, and encouraging 

children in doing homework are very vital component in determining the school perfonnance 

(Stevenson and Baker, 1987; Grusec, 1997). 

The learner's self concept, academic intrinsic moti"ation and test anxiety are other crucial 

variables which influence the school perfonnance. Supporting thi s fact, Lawrence (1981) states 

that the relationship between scholastic attainment and personality characteristics (self concept, 

emotional adjustment including test anxiety, ... etc) have been the most interesting di scoveries in 

educational psychology. 

The attaimnent of positive se lf concept positively affects academic achievement, school 

retention , academic aspiration and choices, such as going on to uni versity. High self concept of 

abil ity may be a favorab le precondition for the initiat ion and persistence of effort in learning and 

achievement situations where as students who have poor self- concept lose their hope and will 

fail in their learning. Thus pupi I 's subjective self percept ions of himself or herself have dominant 

influence on his or her success in school (Redd. et ai, 200 I: cited in Garuma, 2005). Moreover, 
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Allen. et. a l. (1972) indicated th~ presence of ncgati\'e relationship bet\\~en children ' s 

educational achieyement and their am iety during the test. 

E\' idences as explained above sho\\ that the various supports proyided by parents. students' self 

concept and test anx iety ha\'e relationship with the academic performance of children. However. 

research that can indicate the extent to which the stated variables re late to the educational 

performance of children. particularly in primary schoo ls has not seem to be done in our country. 

Thus, investigating the relationship between parental support and the academic achievement of 

children in the context of academic se lf-concept and test anxiety was the main concern of this 

study. 

1.2. Statement of the problem 

Several studies have demonstrated the positive effects of parental supports and high self concept 

on the school performance of children while test anxiety has a negative effect on it. 

Considering parents, Jenkins and Goodman (1969) stated as follows. Even in the rapidly 

changing world of today, the family is the primary unit in the society. Mother and father, grand 

parents, and even great grand parents leave their mark on their children not only through genetic 

influence on their physique, temperament, capacities and limitations but also through some of 

the attitudes, way of actions, customs and child rearing practices that have been passed down 

from one generation to an other. Parents have the responsibility of sending to school children 

who are physically, morally ' and mentally sound while teachers have the responsibility of 

furthering the wholes-some development of children in their class room. Wise parents can create 

a pattern of non-aggressive way of life in the home with children by consideration of each other 

and cooperating for the family's general welfare . Such children because they are happy at home, 

will later carryover the same ideals in to the world outside, gradually establishing ideals of 

creativeness and cooperativeness among its members as we ll as di scouraging techniques of 

domination and aggression. 

Parents can provide psycho-social supports to their children through treating them respectfully, 

fairl y and with love; creating attracti ve and non-aggressive home environments; giving direction 

and permitting them to so lve life problems; identifying and understand ing the i~ children's 

difficulties; encouraging their attempts as well as giving appropriate responsibilities; se lecting 

experiences in which children are interested and creati ng intell ectual atmosphere at home. 

Children who get appropri ate psycho-social support from their parents develop positive attitude 

towards learning: have right ways of thi nking and perceiving events; are responsive, motivated, 
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responsible. competent disciplined. committed. and respect iye: ha\ 'e good communicat ion skill s 

with others: and deyelop the ski ll of coping \\'ith crisis (Corsini and Painter. 1975) , 

A notion that is central to a variety of se lf concept theories (Combs and Snygg, 1994) is that 

global se lf concept. and overall or general yiew of the self. is a crucial factor in determining 

human behavior. However. global se lf-concept does not have the same degree of influence on the 

academic ac hievement of children like that of academic self concept. Considering this Marsh. 

Byrne, and Shavelson (1988) described that academic se lf-concept is clearly differentiated from 

general self ---<:oncept and that it is more high ly corre lated with academ ic achievement and other 

academic behaviors than is genera l self ---<:oncept. They also found that none of the self-concept 

scales from three different instruments were significantly correlated with school grades in 

English, Mathematics, or all school subjects, where as academic se lf-concept scales were 

substantially correlated with academic achievements (p<O.OS). This pattern of relationship 

attracted the attention of educational researchers to academic self-concept instead of relying on 

general se lf-concept scales. 

There are also research results that reflect the negative impacts of test anxiety on student's 

learning outcomes. For instance, Spielberger and Sarason (1989) stated that anxiety is thought to 

produce task-irrelevant responses (concern for passing, thoughts of leaving, etc) in the testing 

situation that interfere with the task-relevant resources necessary for good test performance. 

So far attempts have been made to show the suggestions given by different scholars about the 

presence of relationships between parental helps, academic self concept, test anxiety and 

academic achievement of children. The relationship between each variable and the academic 

performance of children has been described. Moreover, from day to day experience, the 

researcher observed parents provide various educational supports for children depending on their 

educational level, fami ly structure, gender of children, etc. Howeyer, very few researches have 

been made on our school situations to show the relationships between the study variables. 

Therefore, this study is designed to investigate the relationship bet\\een parental support and the 

academic achievement of children in the context of academic self concept and test anxiety with 

particular reference to the primary schools of \Voreta and Debretabor towns in south Gonder 

Administrative Zone, Amhara region. 

This study, thus, was intended to seek answers to the fo llowing leading questions. 

1. [n what ways do parents help their children in education~ 

2. [s there a s ignificant relationshi p between parental support and the academic achievement 

of their chi ldren in primary schools? lf so, to what extent is the relationship? 
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J . . Is there a difference ill parental SU[J[Jl'I"l due to gender of the child. fa mil y structure. and 

parenta l educa ti on') 

4. Is there a sign ifican t r<!i ationshi p bet\\een the primary school students' academic self· 

concept and their educational perfo rmance') If so. to \\'hat extent is the relationship? 

5. Is there a significant relationshi p bet\\cen test anxiety and the academic performance 

among primary school students') 

6., Do the extents of test anxiety and academic se lf concept di ffer with the difference in 

gender? 

7. To what extent do parental support. academic self-concept and test anx iety together relate 

to the academic achievement of students in pri mary schools? 

1.3. Significance of the study 

This study is expected to have the following importance. 

It may create awareness in teachers. school principals and families about the 

presence of various ways by \\'hich parents can help children to facilitate their 

education, 

It will provide empirical evidences regarding the extent of relationships between 

parental support, academic se lf-concept, test anxiety and academic achievement 

of children so that they can be aware of these things. 

It may provide evidence for parents. teachers and other concerned bodies about 

the presents of difference in the practi ce of parental support due to functions of 

age, sex, famil y structure and parental education. 

Finally, the study is expected to provide new information for parents, teachers and 

other concerned bodies about the di fferences in the extents of academic self 

concept and test anxiety due to difference in sex, and age. 
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1.4. Delimitation of the study 

The main purpose of thi s study \\'as III illl 'c5t iga te the relationship between parental support. 

academic self-concept. test anx iety and academic achievement of primary school students. 

Together with th is. differences in the practicc of parenta l support as functions of gender of the 

child , family structure. and parenta l educat ion. as we ll as. differences in the extent of academic, 

self-concept and test anxiety as functions of gender and age were studied. 

Though ma,ny other variables might be related to academic achievement, thi s study is delimited 

to above variables. 

This study was conducted III primary schools of Woreta and Debretabor Towns. It was 

particularly focused on grade-S. The study places and the population are selected purpos ively 

since the issues expected to be investigated are not seemed to not have been studied in that area. 

1.5. Opera tiona l Definition of Terms 

Parent:- refers to an individual in the home who has a responsibility of guiding, nourishing, 

protecting and caring fo r the whole family members. It includes both non 

biological and biologica l parents. 

Pa rental support:- refers to the necessary help provided by parents for children to facilitate their 

educational performance. 

Psycho-social support :- refers to help ing chil dren through treating respectfu lly, fairly and wi th 

love; creating attracti ve and non-aggress ive home-environments; giving directions 

and permitting them to solve life problems; identi fy ing their children's problems 

and cooperating in solving them; encouraging children' s to study hard and in 

doing home work; and mon itoring da il y educational activities of the child. 

Material support:- refers to helping ch ildren by providing appropriate educational facilities and 

study place . 

Academic self-concept:- refers to a person' s pe rception of hi m/herself related to the academic 

areas. 

Academic achic\' cment :- describes the J 998 E.C J Sl and 2nd semester total academic 

perfo rmance scores of swdems in the selected primary schools. 

Gender:- refers to being male and fem ale. 

Primary school: - is a school having grade le\ eis from one to eight. 

Parental educa ti on:- is the level of fo rmal ecl u2at ion the subj ects (parents ) attained. 
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CHAPTER TWO 

REVIEW OF RELATED LITERATURE 

2.1. The Relationship Between parental Support and the Academic 
Achievement of Their Children. 

Parental support is defined as dedication of resources, verbal encouragement or interactions 

regarding school work, academic guidance and direct reinforcement of improved academic 

performance (Fehrmann, et ai , 1987; Grolink and Slowaczek. 1994). 

The child's physical, emotional and intellectual development is dependent on the parents. If we 

want our children to be physically healthy, happy in their relations with other people. and able to 

func tion at the higher level of their abilities we must provide the opportunities to do so. Parents 

and the family in general make considerable contributions to a child' s achievement (Buxbaum, 

1984; Davis, 2000). The school related sk ills, both cognitive and social are shaped by parents as 

they play an important role in preparing children to meet teacher's demands, 

In order to live a worthy life and to create productive citizens, (Carr and Sorely, 1981) the family 

group should be intentional and supportive. The intentional family is aware of itself and its 

potential for growth in wisdom and joy. It keeps in creative tension, mutually teaching and 

learning, as well as mutually giving and receiving. 

Parents have expected roles like helping children 111 homework, providing language-rich 

environment, supporting in school activities, and working in partnership with teachers to enhance 
. 

learning experiences of children. Cognitive and intellectual invo lvement, which involves 

exposing the child to cognitively stimulating activi ti es and materials such as books and current 

events, represents relatively a new role for parents in promoting their children's development 

(Cutright, 1989; Henderson and Berla, 1994). 

Educators believe that functioning as a parent is the most exc iting and rewarding part of li fe. 

Every parent (Corsini and Painter, 1975) is expected to he lp children so that they can have the 

four R's: respect, responsibility, resourcefulness and responsiveness. Children become respectful 

when treated respectfully. Children can also be responsible when they are given responsibility. 

They become resourceful if permitted to solve life problems and become responsive when 

treated with love and respect. Angry, rebellious. uncooperati ve , hostile , or vengeful children are 

usually the result of a lack of parental know - how. Many parents simply don't know how to 

handle their jobs. They don ' t understand the child and hi s behavior. They have incorrect 
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concepts about di sc ipl ine and tra ini ng. In general. to teach a child . to provide a child \\'ith 

situations conduci\'c to emotional security and to control child are the three importam expected 

rol es of parents. 

Particularly. to develop the social beh3\iors of children that can serve as a base for educational 

perfornlance of children (Garbarino. 1995). parent should engage in the following activities. 

>- Appreciation:- The parents should regard their children warmly. positively, and 111 a 

supportive manner. 

>- Spending time with children - Eating together, work together on projects, participating 

together in community and school activities are indicators of successful parents. 

>- Having good communication patterns:- The parents should be honest, open, and 

respective toward each other as \\'ell as their children. 

>- Commitmcnt:- Parents are expected to be committed In meeting the needs of their 

children so that they will maintain the strength needed to help them to get through 

stressful times and deal with environmental pressures. 

>- Religious orientation:- Caring for the soul is an important function of a strong family . 

Strong family seem anchored in a sense of purpose usually religious or spiritual in its 

foundation sometimes secular that provides the strength required for commitment of the 

family as well as the larger purpose. 

>- Dealing with crisis in a positiYe manner:- Strong families can deal with conflicts and 

their members band together in mutual support when bad times a rise. 

>- Understand what you are supposed to do in relation to the children's problem: ­

Don't tackle a problem until you really grasp the how and the why of the advice. Inform 

the child, explaining clearly what you intended to do about the problem in question, and 

answer all the questions of the children. 

>- Act:- Silence is necessary during the disciplining. Warnings, reminders, discussions, 

threats about the problem are unwise. 

>- Be consistent during the disciplining:- Avoid variations and exceptions. 

Moreover, Brooks (1994) listed the fo llowing as the major tasks of parents in the elementary 

school years. 

I. Monitoring and guiding child ren from a di stance as they move in to new activities on 

their own. 

2. Interacting in a warnl , accepting . yet fi rm manner when ch i Idren are present. 

3. Strengthening children 's abili ti es to monitor their own behavior. 
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4. Pro\'iding opportunities for children to develop ne\\ skills and positive identiti es. 

5. Structuring the home environments so that the child is ab le to meet school 

responsibi l ities. 

6. Interpreting difficult ewnts so that children fell and ewrt effort to achieve their goa ls. 

7. Encourage constructive sibling relat ionships. 

8. supplying educational facilities such as books. mathemati cal instruments, study rooms 

with furniture, dictionaries, etc . 

2,2. Important moderators in the relationship between parental support 
and academic achievement 

2.2.1. Parental Education 

Stevenson and Baker (1987, cited in Admasu, 2004) found that the educationa l level of the 

parents predicts more of the variance in students achievement compared to other social 

characteristic of families (family Size, income, and occupation), particularly for younger 

children. 

Educated parents actively invest in their chi ld's schooling in specific ways, such as parental 

tutoring, managing trips to liberties and so on. In this regard, Baker and Stevenson (1986, cited 

in Admasu, 2004) found that more educated mothers know more about their child's school 

performance, have more contact wi th teachers, and were more likely to have taken action, when 

necessary to manage their child's academic achievement. 

The way in which parents get involved in their ch ildren' s school performance may vary 

according to their resources and educational background though invo lving parents is not a 

strategy restricted to highly educated fami lies (Grolinck and Slowaczek, 1994). Moreover, Hill 

(2001) found that the relation of parental education to parental school invo lvement and 

children's school performance. Analys is of the data revealed that parents with more education 

are more invo lved in the activities of school such as anending parent teacher conferences. 

Mothers with more education are more involved in the school career of their children . Educated 

mothers tend to have more information abo ut the school and were more likely to take action to 

address their children 's schoo l problems than less educated mothers. 

On the other hand, parents w ith lower educational achievement (Taylor, et al. 1993) were more 

likely to use coercive discipli ning strategies and were al so more likely to have children who 

displayed anti-soc ial behavior rather than ac hi evement facil itating behaviors. 
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2.2.2. Family structure 

Children live in families , which are organ ized in \'arious ways. For instance. they can live with 

intact family (a famil y which consists t\\O biological parents) and non-intact family that cons ists 

non-bio logical parents like step - furthcr. grand parents. relatives. ctc. the structure of the fam il y 

which chi ldren li ve has relationship \\ith their academic performance. Children from non-intact 

families in comparison wi th those from intact families , show more deficits in academic 

performance Kurdek and Sinc\an, (1988); Papalia and Feldman (1999, cited in Kasahun, 2005) 

also reviewed that growing up in a house hold with two parents is an advantage during 

childhood and it continues to be an ad\anlage during adolescence, at least in terms of avoidance 

of ri sky behaviors. Living with a single father or father and step-mother is riskier than living 

with a single-mother or mother and step father. The risks of living with a s ingle mother are 

greater for girls than for boys they al so explained that children of divorced parents do worse in 

school than those in two parent families. 

Compared with mothers from intact fami lies, mothers in step fami lies did not behave differently 

toward their children but were more likely to oppose their ch ildren. Girls in step famil ies have 

more difficulty in interacting with step fathers than did sons. Girls also have more extended 

conflicts with step fathers (Vuchinich, et. al. 1991; cited in Ksahun, 2005). 

Lam, 1997; Kuder and Sinclair, 1988 ; cited in Kasahun (2005) found that chi ldren from two 

parents had higher end of the year grades than did students in either mother custody or step 

father families . This is so, because of the fact that students from the intact families (two 

biological parents) have more access for parental monitoring. Parental supportiveness, and 

psychological autonomy than chi ldren from non- intact families . 

Moreover, Zimles and Lee (1992) desc ribed that mean achievement test scores of children from 

intact fam ilies exceed from those children of either step or single parent fami lies. Their study 

also ind icated that students from step fa mi li es and single parent fam ilies are almost three times 

as likely to drop out of school as their counter parts from intact families. The study concluded 

that children who do not live with both natural parents are at significantly greater ri sk to leave 

high school prior to graduating. 

There are other groups of researchers who have emphasized on " father absent versus father 

present" comparison in relation to chi ldren 's academic achievement. To support this, 

Hetherington and Park (1997) stated that ch ildren in nuclear fam ilies with unavailable fathers 
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show dec rements in' achie\'ement similar to those in mother headed families, Because of 

occupational demands and lach: of il1\ 'oh 'ement in the family, some fat hers do not ayailab le to 

the ir chi ldren, Furthennore, Hetherington and parh: ( 1993) desc ribed that children whose fathers 

have been temporarily absent for t\yO years or less and children whose fathers were in the 

military of worked on nightshift and presumably were less a\'a ilable to thei r children have lower 

scores on achievement tests, Accord ing to these scholars, these deticits are found even in yo ung 

adulthood on American co ll ege entrance examinat ion , This fact may lead us to the notion that the 

father with low part icipation in the family may be as detrimental to the child 's intell ectual 

growth as one who is totall y absent. 

2.2.3. Gender 

Several investigations assured that there are gender differences in parenting practices and these 

differences result in academic performance, Parents do not give equal freedom, protection and 

necessary supports related to education for their children of both sexes (block,1983; Kasahun, 

2005), 

Through interview and observation of parent child relationship, Russel and Russe l (1987), cited 

in Kasaun (2005) found sex differences in parenting practices, Parents of girls where more 

positive to communicating feelings and to their child being dependent. In contrast, parents of 

boys were more negative to their child being dependent. Parents of girls were more natural in 

their reactions to their child misbehaving while parents of boys reacted more negatively to 

misbehavior , However, the study didn ' t support the hypothesis that fathers of sons interact with 

their children more frequently and will be more responsive to them, Although sons interacted 

more frequently with their fathers, thi s is not reciprocated by fathers, Moreover, fathers of sons 

tended to be more positive to the di splay of dependency and to be more responsive when their 

child provided information, 

2.3. Academic Self-concept in Relation to Academic Achievement 

Most studies on the relationship between self-concept and academic achievement clearly indicate 

that academic achievement scores were positively correlated with academic self-concept, 

particu larly in the matching areas (e,g, Marsh, smith and Barnes, 1985; Byrne and Shavelson, 

1983; Skaali vik , 1990; Rankin, 1990), These studies also indicated that academic sel f-concept 

more highly correlated with academic achievement than did gene ra l self-concept. 
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It appears that recent research resuit s haye littk dou bt as to the re lat ionship between academic 

sell~concept and achieyement. Perhaps the most \'exing question. however. involves determining 

the causal ordering of the two constructs. Thi s question is of practical importance because it is 

closely related to what actions should be taken and what program should be organized (Marsh, 

1990). Calsyn and Kenny (1977) contrasted se lf-enhancement and skill development models of 

the relationship between se lf-concept and achievement. 

According to the self --enhancement model , se lf -concept is a primary detemlinate of academic 

achievement. Self --enhancement programs in many educational program are based on the 

assumption that an improvement in self-concept will lead to gains in academic achievement 

(Marsh, 1990). Byrne (1984) noted that much of the interest in the relation between self-concept 

and achievement stems from the belief that academic self-concept has motivational properties 

such that changes in academic self -concept has motivational properties such that changes in 

academic In contrast, skill development model posits that academic self-concept is primarily a 

consequence of academic achievement. According to this model , the best way to enhance 

academic self-concept is to develop stronger academic skills (Marsh, 1990). 

Calsyn and Kenny (1977) argued that comparisons of self-enhancement and skill development 

models have been severely hundred by conceptual and methodological limitation. Because self­

concept and academic achievement are not readily amenable to experimental manipulations, 

most research has relied on longitudinal data in which both self-concept and achievement are 

measured on at least two accessions. To overcome this methodological draw backs, Calsyn and 

Kenny (1977) proposed the method of cross - lagged panel correlation to establish which of the 

two variables, academic self concept or achievement was causally predominant. They found a 

reasonably consistent predominance of academic achievement over academic self-concept in a 

variety of comparisons, thus supporting the skill enhancement model. In a methodological 

critique of cross-lagged con'elation, however, Marsh (1990) demonstrated that the comparison of 

cross-lagged con'elations was not a sound basis of causal inference. He further indicated that 

cross lagged correlation does not adequate test the nature of the relation between academic self­

concept and achievement. Moreover, in her classic review of the academic self-concept research, 

Byrne (1984) examined studies supporting to test causal predominance between self-concept and 

academic achievement. On the basis of her review, she claimed that no conclusions about the 

causal ordering of se lf-concept and achievement were warranted from existing research, 

Marsh (1990) cautiously noted that the findings on the causal ordering ( causal predominance) of 

academic self-concept and achievement \ 'ary depending on how academic achievement was 
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inferred. Shayelson and Bolus ( 1 98~) inferred academic ac hienment from school grades and 

found the causal predominance of academic se ll~conce pt over school grades. Ne1\"!11311 (1984) 

inferred academic achie\'cmcnt from the combined construct based on both school grades 311d 

standardized test scores and found no support for the causal predominance of eithe r construct. 

Although interpretations should be made cautiously, thi s pattern is consistent with Marsh's 

(1987) suggestion that prior academic self-concept is more likely to affect subsequent 

achievement if it (achievement) is inferred from school grades that are responsive to 

motivational influences rather than from standardized test score. More recent study (Marsh, 

1990) supports this finding strongly. 

It should also be mentioned that the t\\O (evaluative and descriptive) dimensions of se lf-concept 

are consistently found to be positively related to academic achievement (Bandura, 1977; 

Skaalvik, 1990). 

A self-efficacy prospective on the underst3l1ding of the relationship between perform3l1ce on 

specific tasks and expectation of success is well documented. B3l1dura (1982) postulated that a 

person' s self-efficacy, expectation concerning the ability to successfully perform a given task, is 

a reliable predictor of whether the person wi ll attempt the task, how much effort he or she will 

expend, and how much the person will preserve in pursuing the task in the face of unforeseen 

difficulties . Thus, Bandura finding support posi tive relationship between perceived self efficacy 

and behavioral change, i.e. success expectation and performance. This means that the strength of 

people' s conviction in their own effectiveness is likely to affect whether they will even try to 

cope with given situations. 

According to the self-efficacy prospective, people fear 3l1d tend to avoid threatening situations 

they believe exceed their coping skills, whereas they get involved in activities and behave 

assuredly when they judge themselves capable of handling situations that would otherwise be 

intimidating (Bandura, 1977; cited in Bahru, 1999) 

Bandura, however, argued that expectation of eventual success is not the sole determinant of 

performance. Expectation alone wi ll not produce the desired performance if the component 

capabil ities are lack ing. More over, there are many things that people can do with certainty of 

success that they do not perform because they have no incent ives to do so. Given appropriate 

skills and incentives efficacy expectations are major determinates or how much effol1 wi ll be 

expended and how long the effort will be sustained (Bandura, 1977 ). This study by Bandura also 

revealed that past success rai se mastery expectations and that repeated failures lower them 

particularly if the mishaps occur early in the course of events. A.fter strong efficacy, expectations 
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are de"e loped through repeated success. The negati" e impact of occasional failures is li ke ly to be 

reduced . In contrast. once establi shed weak self-eni cacy expec tations tend to generali ze to other 

situations in which perfonnance is se lf debi litating b,' preoccupation with personal inadequacies. 

Self-esteem (the evaluat ive dimension of se lf -concept) has also been found to be re lated to 

academic achievement. Howeyer, academic - se lf-es teem is more highl y related to academic 

achievement than global and non-academic self esteem (Marsh, 1990). 

Academic-self-esteem refers to the evaluation of the se lf in general and specific subject areas. It 

is typically measured by the degree to which a person endorses various evaluative statements 

about the self in academic situations (Marsh. et al. 1985; Skaaivik, 1990 ; Baumeister and Tice, 

1985). 

According to Baumeister and Tice ( 1985) persons ,·vho scare high in self -esteem are those who 

attend to and emphasize on their abilities, strengths and good qualities whereas persons who 

score low in self-esteem are those who focus and emphasize their difficulties, weakness, and bad 

qualities. Both high and law self-esteem persons prefer to succeed, but people with high self­

esteem expect to succeed more than do people with law self-esteem is based on a belief that one 

often and habitually succeeds, whereas law self-esteem is based on a sense that one often falls 

short of success. The discrepancy between high and low self -esteem may arise either from 

differential levels of ability or differential patterns of selective perception and memory. 

Baumeister and Tice further argued that individual with high self-esteem are accustomed to 

success, and so their primary control system are designed to cultivate talent and maximize 

success in order to excel. In contrast, people with low self-esteem believe that their performances 

are often inadequate, so their primary control systems are designed to remedy personal 

deficiencies in order to reach minimally success fu l or satisfactory levels of performance. 

Lawrance (1981) also argued that high self-esteem is closely related to higher success. 

In general, the research literature on the relationship between academic self-concept and 

achievement strongly SUppOlt that they are positively corre lated. Although the relations are likely 

to be reciprocal, academic self-concept seem to be causall y predominant over achievement 

especially if achievement is inferred from school performances (Marsh, 1990; Shavelson, 1982). 

Moreover, the evaluati ve and desc ripti" e dimensions of self-concept both affect the academic 

achievement of individuals (Bandura, 1977; Marsh 1990; Skaa livik, 1990; Rank in, 1990). 
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2.3.1. Gender Differences in Academic Self- concept 

There was no evidence for sex differences in owra ll se lt:concept. Howe,'er. differences are \"ery 

likely to ex ist in specific components of se ll:concept (Whlie, 1979; Marsh. 1986 cited in Bahru, 

1999). Academic se lf-concept is one of the dimensions that has attracted the attention of 

researchers. This dimension has been further divided in sub-areas such as math self-concept. 

English self-concept, etc. we will now continue to further of the studies on the study of general 

academic self -esteem. 

The results of the studies of gender differences in the general academic se lf·concept seem to be 

strongly dependent on the instruments, For instance. Marsh and Skaalivik (1990) suggested that 

boys have slightly higher general academic concept than girls as measured by context free 

instruments such as the Rosenberg self-esteem scale. On the contrary, these researchers 

suggested that, the results of their study (boys have slightly higher general academic se lf-concept 

than girls, is less convincing when self-esteem is measured by instruments like coppersmith self 

-esteem inventory. 

Studies of gender differences in general academic se lf-concept are even less conclusive. The 

results vary from no gender differences found to male students scoring higher than female 

students and female students scoring higher than male students. Marsh, Smith and Byrne (1985), 

using self-description questionnaire as well as Calsyn and Kenny (1977) using the se lf-concept 

of ability scale, found that, although males tend to have higher self-concepts of ability than 

females, the difference did not reach statistical significance. 

Skaalvik (1990), in his study on the same topic strongly supported the above finding. Other study 

(Chapman and Boersma, 1983) also found no gender difference in general academic self-esteem. 

On the contrary, Lot! ( 1987, cited in Bahru, 1999) reviewed the literature on self-confidence and 

concluded that, compared to men, women generally underestimate their abilities and set lower 

educational and vocational goals that are unrelated to objective measures of their abilities. 

Moreover Lippa and Beauvais, 1983; in stone et al. (1 983); and McMahan (1982) continue to 

report a general tendency for women to state lower self expectancies than men, to underestimate 

their performance on a variety of tasks and to express less self confidence than men. 

Even when girls perform cognitive tasks as well as boys do, they expect to do more poorly (Lott, 

1987). 
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· ',' 2.3.2. Age Differences ill Academic Self-concept 

Dewloping children' s se lf~concept is a critica l educational goal throughout the world. The level 

and structure of sel f - concept in general and academic self-concept in particular are different 

with children of different age . Supporting this. Sha\'elson et al. (1976), Marsh and Ayot 

(www.Elucidating.org ) deve loped and provided a strong support for new differential 

distinctiveness hypothes is, demonstrating that with increasing age and cognitive development, 

there are counter balancing process of integration and differenti ation, i.e. increasing integration 

of closely liked areas of se lf-concept as well as increasing differentiation disparate areas of self­

concept with increasing the age of children. 

Moreover (www.MARSH97152.htm.) the differentiation ability of di sparate areas for instance 

the cognitive and affective sub components of academic self concept increases with increasing 

age of an individual. 

2.4. The Relationship Between Test Anxiety And Academic 
Achievement 

Identifying factors that influence student achievement and academic performance is a quest for 

most teachers and a primary goal of most educational researchers . Test anxiety is a major 

predictor of academic performance and various studies have demonstrated that it has a 

detrimental effect (Sansgiry, 2006). 

Spielberger and Sarason (1985) defined test anxiety as a situation-specific trait that refers to the 

anxiety states and worry conditions that are experienced during examinations. 

The two principal components of test anxiety (Sansgiry, 2006) are cognition and emotion. The 

cognitive component is mental activity that revolves around the testing situation and its potential 

implications on the individual and constitute elements, such as thinking about consequences of 

failure, worrying a great deal about examinations, and lack of confidence in one's ability. The 

emotionality component is the physiological component of test anxiety leading to tension, 

apprehension, and nervousness to wards examination which may be associated with somatic 

symptoms such as palpitation, nausea, and perspiration. 

There are different factors that contribute to the de ve lopment of test anxiety one factor is self -

concept, which is the overall sum of se lf referent in formation that an individual has processed, 

stored and organized in a systematic marmer (Spie lberger and Sarason, 1985). The self-concept 

can be viewed as an image of one-self. Wony of suffering a reduction of the se lf image, 
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particularly in the eyes of peers leads to higher test anxiety le\·e!s. Another factor that cont ributes 

to the dewlopment of test anxiety is sel f a"·areness. It is defined as the feel ing of being observed 

or eval uated by others. 

Other people 's perception of the indiyidual may ha\e an impact on performance (Levitt , 1980). 

A more commonly recognized factor of test anxiety is the classroom climate. Peop le in general 

have a need to manipul ate and contro l their surrounding in order to produce a comfortable 

environment. In a classroom setting however, thee may not be the opportunity to control the 

surroundings . This opens the door to the possibility of di ffe rent levels of arousal. The degree of 

arousal in relation to one's adaptation level will detemline whether a positive or negative 

affective experience will result (Spielberger and Sarason, 1985), if an individual 's experience is 

negative, then the test anxiety level will be higher leading to lower performance. Consequently, 

if an individual' s experience is positive, then the test anxiety level will be lower leading to 

higher performance. Student' s past experiences and beliefs, which have been shaped by a 

complex interplay of factors (Sansgiry,2006) may result in unique reactions to a test situation 

and lead to test anxiety. Demographic factors such as age, gender, ethnicity, and study habits 

also affect test anxiety levels. 

Levitt (1980) said the fo llowing about anxiety: Anxiety is created by expectations or thoughts 

about what is likely to happen. If you say negative things to yourself about your abilities, it 

produces a corresponding negati ve emotional reactions anxiety. Your beliefs about something 

create expectations about how a situation wi ll play out for example, if you believe you are not 

smart don' t know the infomlation well enough, or aren ' t capable of performing well on exams, 

then your expectations will be for fai lure. Negative expectation can create anxiety and the 

anxiety wi ll disable you from actuall y doing wel l. Therefore, if you believe in your self and your 

abi lities and thus have positive expectations for how you will perform on the exam, you may 

negate most of the anxiety. A small amount of anxiety is helpful for performing well. 

Test anxiety in general is expected to have a negative effect on performance. It is believed that 

students with high test anxiety as well as those students with low test anxiety will have lower 

academic performance. Therefore, those students with moderate levels of test anxiety will 

perform the best (Vogel and Coll ins, 2006). 

Negative effects of test anxiety on academic performance can be explai ned by two models 

(Sansgiry, 2006). These are the interference model and the learning deficit model. According to 

the interference model, anxious students are di stracted or di sturbed due to task- irrelevant 

cognitions and negative thoughts during test taking. However, the learning deficit model 
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proposes that it is students' ineffec ti \'e study habi ts duri ng preparation for a test that causes them 

to be anxious and affects performance on the test. The t,,·o mode ls sometimes act in an integrated 

manner to affect a student" s perfonnance. 

Students " 'ho suffer from test anxiety tend to " 'orry about success in schools, especially doing 

well on tests. They worry about the fu ture. and are extremely self-critical. Instead of feeling 

challenged by the prospect of success. they became afraid of failure. This makes them anxious 

about tests and their own abi lities. Ultimate ly, they become so worked up that they feel 

incompetent about the subject matter or the test (Vogel and Collins, 2006). Moreover. Culler and 

Holahan ( 1980) suggested that the debilitating effects of test anxiety on performance may have 

an atlentional explanation. They fee l that high test anxious students become pre-occupied with 

(task irrelevant) worry responses and do not devote enough attention to the test taking task . 

Anxiety during tests interferes with the students ' ability to retrieve and use information that is 

known well. 

2.4.1. Age and Gender Differences in Test Anxiety 

Although there is no evidence about the relationship between the specific components of anxiety, 

for instance test anxiety with gender and age of chi ldren obtained Via the researchers, the 

presence of linear increase of general anxiety with the increasing age of children is indicated. 

Moreover, .the mean values of general anxiety for females were higher than those for males 

(Hinz, et al. ,2004). 

2.5. The Relationship Between parental support, Academic self-concept, test 
anxiety and academic achievement 

Parental activities like encouraging chi ldren, giving love and direction as well as using positive 

ways of disciplining lead students to have positive self concept and positive emotions. Love 

gives your chi ld a base for all future development. It is a tremendous energizer. No domestic 

task, no outside job seems difficult for those children whose parents provide them love 

(Goodman, 1996; Garbarino,1995). 

Similarl y encouragement is the nou rishment o f the soul just as food is the nouri shment of the 

body. An y uncooperative chi ld is likely to be a di scouraged one. A di scouraged person is usually 

convinced that he is not as adequate as others he/she has negati ve self-concept or negati ve view 

about him/herse lf. By using positi "e ways of di sciplining, moreover, parents can promote 

positi ve self-concept and emotion (Corsini and Pai nter. 1975 : Garbarino, 1995). 
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There are recent studies which emphasized on th~ importance of parental helps in a\'oiding their 

children's anx iety on the test. They can a\'o id their children's anxiety through encouraging them 

to do the following things (w,\w.lblesd.k 12): 

>- Space St udy over days or weeks : (Real Learn ing occurs through studying that takes 

place over a period of time) understand the information and relate it to what is already 

known. Review it more than once. (By doing thi s, the student should feel prepared at 

exam time) . 

~ Don't "Cram" the night before-Cramming mcreases anxiety, which interferes with 

clear thinking. 

~ Get a good night's sleep. Rest, exercise. and eating well are as important to test taking 

as they are to other school work. 

~ Read the directions carefull y when the exam mer hands out the test. If you don 't 

understand them, ask the examiner to explain. 

~ Look quickly at the entire test to see what types of questions are included and, if possible, 

the number of points for each. This will help you pace yourself. 

~ Proceed at your own pace, and don ' t worry about peers who complete the test before or 

after you. 

~ If you don ' t know the answer to a question, skip it and go on. Don't waste time worrying 

about it. Mark it so you can identify it as unanswered. If you have time at the end of the 

exam, return to the unanswered questions(s). 

~ Check your answers carefully. (Watch the number of the questions and sure to be making 

the right box on the answer sheet). 

Parents can also help their children to avoid test anx iety if they observe the fo llowing do's and 

don'ts about tests and testing; 

>- Don't be too anxious about a chi ld' s test scores. If you put too much emphasis on test 

scores, this can up set a child. 

>- Do explain that same questions wi ll be more difficult and some easier. The child will not 

know the answer to every question. 

>- Do encourage children. Praise them for the thi ngs they do wel l. If they fee l good about 

themselves, they will do their best. Children who are afraid of failing are more likely to 

become anxious when taking tests and more likely to make mistakes. 
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';- Don' t judge a child on the bas is of a single test score, Test scores are not perfect 

measures of " 'hat a child can do. En~r\ child has skill s and abiliti es that can not be 

measured by a test. Remember. also, that one test is simply one test. 

';- Do make sure your child completes lessons regularly Remember. test s do reflect 

children' s overal l achievement. The more effort and energy a child puts in to learning, the 

more likely he/she will do well on tests. 

';- Do provide a quiet, comfortable place for stud ying. 

? Do make sure that your child is well rested on school days and especially the day of a 

test. Chi ldren who are tired are less able to pay attention in class or to handle the 

demands of a test. 

? Do give your child a well-rounded diet. A healthy body leads to a healthy, active mind. 

? Do follow up with your child after the test. When your child is finished taking a test, be 

interested in his or her thoughts about it. 

? Do make sure you understand what the test result mean and that they are consistent with 

your chi ld ' s usual performance. 

In sum, the various helps provided by parents can contribute to the students academic 

achievement through influencing their academic behaviors including their self concept in 

academic areas and their emotions while taking a test. Those children who receive appropriate 

parental support related to academic areas develop positive academic self-concept. The presence 

of positive academic self-concept helps children to be prepared for hard working while they are 

learning. This preparation al so reduces their anxiety related to tests and exams. 
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CHA PTER THREE 

'1 ETHOD 

3.1. Design of the Study 

This study follows non-experimental approac h. parti cularly correlational ex-posl /aclo research 

method. The issues intended to be in vesti gated and measured in this study include parental 

support (various psycho-social and materia l support prov ided tor children by parents), academic 

self-concept of the students, and their anxiety during exams/ tests, as independent variables; and 

the academic achievement of students as dependent variable. Moreover, the relationship of 

gender of the child, family structure. and parental education with the practice of parental support; 

as well as the relationship of gende r and age of children to their self-concept and test anxiety 

were investigated in thi s study. 

3.2. Study Area (Site) 

This study was conducted at pri mary schools of Woreta and Debretabor towns located in south 

Gonder Administrati ve zone, Amhara region. The reason for the selection of this site was that 

the absence of previously done research investigations in this area related to the issues concerned 

in this study and also that the researcher belongs to one of the areas settlers. 

3.3 Subjects of the Study and Sampling Procedures 

The target population for thi s study was 3027 grade eight students (1 663 male and 1364 female) 

in Woreta and Debretabor towns, south Gonder Administrative zone, Amhara region. 

There were 6 primary schools both at Woreta and Deberetabor towns. From these, 3 primary 

schools (one Woreta and two Debertabor) we re se lected using random sampling technique. Each 

selected school (Tewodros, Gafat and Woreta) had 17. 13 and 9 sections respectively , in Grade8. 

From these selected schoo ls - Tewodros 4 sectio ns . Gafat2 sections, Woreta 2 sections and thus 

- a total of 8 sections were se lected by using random sampling (lottery) method. Finally, from 

each section, 50 students were se lected using random sampling (lottery) method and we had a 

total sample of 400 students (202 male and 198 fem al e). 

The students of grade-8 were se lected purposive" . since they take more tests duri ng the year, 

and considered to be more mature to pro" ide appropriate information fo r thi s study than the 
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students at the fi rst cyc le primary schools. Howeyer. the researcher did not gather information 

from teac he rs and parents in the be lief that the necessary data could be obtained fro m the 

students 

Table I: Summa'!' of the Sample Schools, Sections and Students 

Sections in Total No of No of selected students 
each school students in in each school 

School and sections selected Male Female Total 
selected sections 

I.Tewodros primary school 17 (4) 2 11 105 95 200 
2.Gafat primary school 13 (2) 105 50 50 100 
3.Woreta 9 (2 ) 106 47 53 100 
Total 39 (8) 422 202 198 400 

3.4 Variables 

3.4.1. Dependent Variable 

Academic achievement was measured as the fi rs t and second semesters academic performance 

scores of students in the 1998 E.C. The total of these two perfonmance scores was considered as 

dependent variable. 

3.4.2. Independent Variables 

A. Parental Support 

The scores re lated to this variable were obtained from students ' responses on the test items. 

Those respondents who scored higher were considered as subjects who received more supports 

from their parents (guardians, whereas those who scored less were perceived as less support 

receivers. 

B. Academic Self-Concept 

This was obtained from the students ' self-reports based on their perceptions about themselves 

related to the academic areas. Hi gh scores of the respondents indicated that the subjects have 

more confidence related to academic areas. 

C. Test Anxiety 

Test anxiety scores were obtained fro m the students' self-report on the scale. Respondents who 

have scored high were considered to have higher test anxiety while low score was cons idered as 

less anx ious respondents. 
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D. Gender 

For this study male subjects ,,·ere coded as ·'1" and femal es as '·0". 

E. Family Structure 

Family structure refers to the nature of family organization in which children live. Based on the 

infomlation obtained from the respondents, those chi ldren who were living with both biological 

parents were categorized as intact family and those who are li ving otherwise were named as 

non-intact family. For the analysis, intact fami ly was coded as " I" and non-intact was coded as 

l.:0". 

F. Parental Education 

This describes the level of formal education attained by students' parents or guard ians . The data 

were obtained from children responses. The educational level of the parents (guardians) was 

categorized and coded as fo llows. Illiterate = 0, Elementary (grade 1-8)= 1, Secondary (grade 9-

12)=2 and Post secondary (above the \21h grade )=3. 

3.5. Tools of Data Collection 

The following instruments were used since the researcher believed them as more appropriate 

too ls to collect information related to this study. 

3.5 .1. Questionnaires 

3.5.2. Archive records 

3.5.3. Test anxiety scale 

3.5.1. Questionnaires 

i. Students ' Self-report Questiollnaire (SSRQJ 

SSRQ was prepared by the researcher based on the ideas of previous scholars like Corsini and 

Painter (1975), Garbarino (1995), Brooks (1994), and Admasu (2005) to co llect the data 

concerning parental support. Both open and close-ended items were prepared which describe the 

involvement of parents in helping their chi ldren and the ways by which they can help children to 

facilitate their education. Activities that reflect the ways by which parents help their chi ldren 

included treating them respectfully, fairl y and ,,·ith love; creating attractive and non-aggressive 

home environments; giving guidance and permitting them to so lve life problems; identifying 

their children's problems and cooperating in solving them; encouraging chi ldren to study hard 

and in doing homework; monitoring daily educational activities of the child; and providing 

appropriate educational facilities together with study places. 
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Participants rated the items on 3 thr~~ point ,caie rangi ng from I (ne\'e r)to 3 (many times)on the 

basis of their perception about the issues represented by the close ended items; and they were to 

write their responses on the proy ided space le1 r open-ended items, 

This part of questionnai re consisted a tota l o f 33 items (3 open-ended and 30 close ended) 

Moreover, the items in the students ' se lf~report q uest ionnaire also include questions on gender, 

famil y structure and parental educati onal level of the respondents, 

ii. Self Descriptioll Questiolllloire (SDQ) 

SDQ to measure the academic selkoncept of students was developed by the researcher based 

on SDQ-II of Elli s, Marsh and Ri chards CWO~. cited in Garuma, 2005) designed for high school 

students. The prepared instrument on a three-point scale consisted 18 items. 

The items were prepared in such a \\'ay that they reflect children's intellectual status; the 

children's status of school bonding incl uding pe rceived ease, personal acceptance, respect and 

encouragement from others in the schoo l; the children's general educational values such as 

interest in school work, importance of gett ing good grades, and how valuable they find 

education; gender differences of se lf-concept and the children ' s perception of early school 

experiences, such as whether they like school and try hard in studies, rel ationships with teachers 

and peers; the understanding abili ty of the material s they learn at school , and their view on the 

availability of sufficient time for schoolt3sks. 

3.5.2. Archives Recording 

Based on marks each students sco red for all school subjects, a) total score of first semester b) 

total score of second semester and c) tota l average score of each student in 1998E.C. were 

collected from official school records (arch ive) to be used as academic achievement of students. 

There is research evidence to support that teacher evaluations of their students are a sufficientl y 

valid and reliable criterion of student performance. For example, Marsh, smith and Byrne (1985, 

cited in Garuma, 2005), have used teacher e\'aluation of students as criterion of school 

performance, obtaining high coefficient of cons istency between different evaluations at di fferent 

seSSIOns. 

3.5.3 Test Anxiety Scale (TAS) 
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The TAS was a 33- item sca le adapted from Sarason. I. G. ( 1980). The test items were statements 

relating to the emoti ona l and cogni ti"c coml'o nent s of test am iety, The pal1ic ipants gave 

response on a 2-po int sca le (true-fa lse lo nnat ), 

The cogniti ve domain of test anxiet\ incl ude the' tende ncy to engage in irrelevant thinking during 

the test taking and preparation peri ods. the tendency to draw comparisons to others, the 

likelihood to have either intruding thoughts dur ing exams and other irrelevant thoughts that 

divert the learners attention during testing. 

The affective domain include fear. freeze. depress ion. uneasy upset feeling before taking exam, 

and feeling the need for cramming before the exam. 

3.6. Test Try Out 

The researcher developed some items and took some others from literature. In order to make 

them easily understandable by the primary school students, the items were translated into 

Amharic language with the help to two Engli sh language experts . 

3.6.1. Tcst Validity 

For making predictions about the behav ior of study subjects and for describing their behavior the 

validity of the instruments is very v ita l. Considering this, the content, relevance and 

appropriateness of the measuring tool s in this study were checked by 3 psychology experts 

teaching at the university level. 

At the beginning, each of the three scales - parental support measuring scale, academic self­

concept measuring sca le and test anx iety measuring scale consisted 35, 21 , and 37 items 

respectively. After validation , the item number fo r each sca le had reduced, that is, parental 

support measuring scale to 34, academic se lf-concept to 18 and test anxiety scale to 35 items. 

All the items in each sca le were admini stered at the study si te over 80 students (40 male and 40 

female) . Administration was done with the help of two assi stant invigilators. The necessary test 

instructions and some vague items " 'ere clarified during pilot te st ing roy the researcher and 

invigilators, 
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Table 38: Chi -square Test Result 

]It;m I , J , ; 6 7 8 9 10 II 12 I J 
" 

15 16 17 18 
X· 783 6' 0 7.bS 5,43 8.13 7.08 6.-1S 8.-13 6.70 3. 18 6.70 8" 13 .Q-l 13.30 9.93 1~ . 78 9.33 :' 58 

. -
Note:- All Item are slgllltlcant and nearer to sIgnificant at .05 a leve l. 

Tab le 3C: Item-Total Correlation Results 

Item I 2 J , ; 6 7 8 9 10 II 12 ]} 

" 
15 16 17 18 

r .6 12 .628 .678 .569 .645 .692 .70} .57-l .64-l .543 .600 .708 623 .677 .525 .6"!.7 .663 596 

Note:- All lIem s are significant at .0 I alpha level. 

Item analysis result of Test anxiety Scale Items in Pilot Study 

Table 4A' T-test Results 
hem I 2 3 4 5 6 7 8 9 10 II 12 13 14 15 16 17 18 

I 3A6 3.85 3.85 2.85 2.85 3.85 5, 0 3.15 3.85 3. 15 3.85 3.46 3.46 3. 15 3.54 3.85 3.85 3.15 

[tern 19 20 21 22 23 24 25 26 27 28 29 30 3 I 34 J3 34 35 
t SAO 3.85 3.85 5.40 3.10 3.85 5.40 5.40 3.85 3.85 5AO 3A6 5AO 3.85 4.92 5.25 SAO 

Note :- All lIems are significant at a leve l of .05 

T bl 48 Ch' a e t- sc uare T est VI a ues 
Item I 2 3 4 5 6 7 8 9 10 II 12 13 14 15 16 17 18 
x- 4.05 4.05 2.-15 5.00 4.05 4.05 4.05 5.00 4.05 6.05 5.00 5.00 7.20 5.00 4.05 5.00 4.05 6.05 

Item 19 20 21 22 23 24 25 26 27 28 29 30 31 32 J3 34 35 
X' 5.00 5.00 5.00 ' .05 2A5 7.02 2.45 2.45 5.00 4.05 4.05 5.00 4.05 5.00 4.05 2.45 4.05 

Note:- All Items are sIgmficant or nearer to sIgmficant at alpha level of .05. 

Table 4C: Item Total Correlation (r) Results 
Item I 2 3 4 5 6 7 8 9 10 II 12 13 14 15 16 17 18 

r .33 1 .391 .'46 271 .383 .36 1 .548 .217 A36 .162 A4 1 .342 .393 .346 .350 ' 66 A50 .259 

Item 19 20 21 22 23 24 25 26 27 28 29 3D 31 32 33 34 35 
r .5 17 AI3 .380 466 .395 A34 A27 A39 A36 A81 .503 .350 A65 AIO .5 14 .513 A06 

Note. - except Items no. 8 and 10, all lIems are significant at a lpha leve l o f .O I. 

After the items in each scale were checked by the described statistical methods; one item in 

Parental Support sca le (Item No. ll ) and two items in Test Anxiety scale (Item No 8 and 10) 

were discarded. The others were retained and used fo r final data gathering because of the fac t 

that their test va lues are either significant or nearer to significant. 
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3.6.4. Reliabilities of Tests on the Pilot study data 

Reliability is also another important component for the quality of a test like that of \·alidity. Due 

to this fact , the researcher had computed the reliability of the study instruments using Cronbach 

alpha method. Accordingly. the following reliability estimates have been obtained. 

Table 5:- Reliability Coefficients in Pilot study 

Variable Reliability 

Parental support .94 

Academic self-concept .91 

Test anxiety .84 

Finally, Parental Support measuring scale (SSRQ) consisted 33 items, Academic Self-concept 

measuring scale (SDQ) consisted 18 items and Test Anxiety scale (TAS) consisted 33 items 

that were used to collect data from the participants for this study. 

3.7. Procedure of Data Collection 

Questionnaires which were thought to be more appropriate to collect data related to parental 

support and the academic self-concept were developed by the researcher. Test-anxiety scale 

(TAS) was adopted from literature. After the items validity were checked by the experts, the 

items were pre-tested and evaluated so that reliable and valid data can be obtained for this study. 

Statistically the item which were not insignificant were discarded and significant items were 

used to collect data for the final study. 

Prior to the administration of the instruments for data collection assistant invigilators were 

oriented as to how they should go about administering the test. The instruments were given to the 

participants in their respective school during regular class period. Students were informed to 

respond to the questionnaires with out time limit. 

While administering the instruments, the main purpose of the study was explained to the 

respondents by the invigilators so that students were genuine in their responses. Accordingly, the 

data related to parental support, self-concept and test anxiety were collected. The participants 

who gave information for all test items in this final stud y were 391 (198 male and 193 female). 

29 



The 1998 E. C first semester. second s~ l1l e s ter and llltal academic perfom1ance scores of students 

were collected from the se \ccled school reCCl rd l, ni ces. 

3.8. Item Ana lysis of the Final Study Data 

Each test item and the reli abili t\ o f Ihe leSIS \\ ere aga in checked with the help of item total 

corre lation and Cron bach alpha method atier Ih ~ dala were co ll ected for final study. 

A. Item Total Corre lation (r) Results of the Test Items in Fina l Study. 

Table 6:- Parental Support Scale) 

Item I 2 3 4 5 6 7 8 9 10 II 12 

r .736 .74 .74 .73 .72 .73 .7 1 .75 .74 .74 .72 .75 

Item 17 18 19 20 2 1 :!2 0 -_0 i 24 25 26 , 
r .739 .741 .725 .742 .747 .75 .758 I .767 .76 .770 

Note:- All correlatIons are sIgnIfi cant at .0 I u. leve l. 

Table 7: Academic Self-Concept Scale. 

Item I 2 3 4 5 6 7 8 9 10 I I 12 

r .79 .79 .80 .79 .7 .79 .78 .79 .8 .78 .8 I .78 

Note: - A ll correlatIOns are sign ificant al u leve l of.O I. 

Table 8: Test-Anxiety Scale 

Item I 2 3 4 5 6 7 8 9 10 II 12 

r A4 AO A6 .37 A I .39 .44 .4 1 .3 8 .39 A2 A2 

Item 18 19 20 21 22 ,--, 24 I :!5 26 27 

r .226 .424 .4 13 .377 .363 .431 .39.4 I .-1-14 .357 .357 

Reliabilities of Tests on the Fina l st udy data 

Table 9:- Reliability Coefficients in Final study 

Variable Re li ab ility 

Parental support .9 7 

Academ ic se lf-concept .96 

Test anx iety .84 

i 

13 14 15 16 

.74 .74 .74 .75 

27 28 29 30 

.768 .76 1 .779 .773 

13 14 15 16 

.78 .78 .79 .8 12 

13 14 15 16 

.42 A I .388 .387 

28 29 30 31 

.394 .365 .42 1 .474 

17 18 

.80 .8 1 

17 

.235 

32 33 

.445 .453 

Considering the item total co rrelation resullS ancl re li ab ility coeffic ients, it can be said that 

appropriate items and rel iable as well as , ·a licl tesls were used to collect data fo r thi s study. 
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3.9. Methods of Data AnalYSis 

To analyze and interpret the data. bot h d~s(riJlti"L' and inferentia l stati stics were used. Mean. 

standard deviation and range , "a llies for each (,f the ,"ariables considered in the study were used 

to see their general patterns. 

Pearson product moment correlation \\"lIS employed to check the relationship among the 

considered variables. 

Stepwise mUltiple regression analysis was used to test the presence of statistically significant 

relationship between the criterion variable (academic achievement) and the linear combination of 

the predictor variables such as parental support. children' s academic self-concept and their 

anxiety on the test. To indicate the proport ion of the variance in criterion variable that could be 

attributed to the variance in the combined pred ictor variables, the square of the multiple R (R2
, 

coefficient of the determination) was used. 

Moreover, independent sample t-test was appl ied to see the presence of significant differences in 

the extent of the parental support practices due to the differences in gender, fami ly structure and 

parental education of children. The presence of differenr;es in the extents of academic self­

concept and test anxiety as functions of gender and age were also tested with the help of this 

method. 
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CHAPTER FOUR 

RE SLiLTS 

The findings of this study presented in Ihi s ciu pler are as follows: 

I. Background informat ion relaled III the sampk subjects and their families. 

2. Descriptive stati stic s of Ihe study \·ariabks. 

3. Intercorrelations among the sludy \·ari :lbks. 

4. Gender and family structure in rdatiollio differences in means of other variables. 

5. The relationships between the predi cIl1r variab les and the criterion variable . 

6. Some types of parental help and problems they face while helping their children In 

education. 

4.1. Background information related to the sample subjects and their families. 

The data for this study were collected from 39 I sample subjects (198 male and 193 female). The 

data indicated that 15% of the fathers \\·ere illiterate, 29% of them were at elementary education 

level, 30% of them had secondary educati on and 26 % of them had post secondary education 

level while 25% of the mothers were illiterate, 30% were at primary education level, 32% at 

secondary education level and 13% had Iheir post secondary education. Moreover, 72 % 

respondents came from intact family and 28% came from non-intact family. 

Table 10: Demographic charncterislics related to the sample subjects . 

N (percent) 

Intact famil y 28 1 72 

Family structure Non-intaci famil y 110 28 

Total 391 100 

Ill iterate 60 15 

Elementary level 112 29 

Father education Secondarv level 119 30 

Post-secundary level 100 26 

TOIa I I 391 100 

Illile rale 98 25 
I L Elemenl<lrv leve l 

, 
11 7 30 I 

Mother education Secondan· level 
I 

125 32 

POSi -secundary le\·c l I 51 13 
I 

Total 
, 

391 100 
I 
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4.2. Descrip tive stati stics of the study I·ariahks. 

The descriptive stati stics presented bclol,. ind i(at~ the number of cases included in the analysis. 

minimum and maximum values. means and swndard del·iations of the variables considered in the 

study 

Table 11 ;- Descriptive statistics. 

Variable N 1'\'1 i 11 i IllUIll Maximulll Mean S.D. 
score score 

Age 391 13 18 15 1.65 

Total achievement 39 1 103 19 1 133.62 17.79 

Parental support 39 1 32 86 57. 12 14.55 

Academ ic sel f-concept 391 18 52 36.99 9.57 

Test anx iety 391 7 32 21.70 6.7 1 

Father educations 39 1 0 3 1.67 1.02 

Mother educat ion 39 1 0 3 1.33 0.99 

Descriptive statistics presented in Table II indicates that the mean age of respondents was 15 

years and the mean score of parental support was 57.12. Further, the mean scores of academic 

self concept, test anxiety and academic achievement were 36.99, 2 1. 70, and 133.62 respectively. 

4.3. Inter correlations among the study variables 

In this section, the interrelationship among independent variable; the relationship between 

selected independent variables (parental support, academic se lf concept, test-anxiety) and the 

dependent variable (academic achievement); the relationship between gender of children, family 

structure, father education, mother education as independent variables and parental support as 

dependent variable; the relationship between gender and age as independent variable with 

academic self-concept as dependent variable; and the relationship between gender and test 

anxiety as independent variable are presented. 

Table 12 below indicates that most of the correlation coefficients found among the independent 

variables were stati stica lly signifi cant at alpha level of 0.01 . The corre lati on between gender and 

family structure was significant at alpha leve l of .05. However, the correlations didn' t show the 

presence of significant relationship between the age of children with their gender and the 

educational leve l of their mothers with the age of child ren . 
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Table 12: Intercorrclations alllong the indl'pcllticnt nlriables 

Variab le I I 2 , ~ 5 6 7 8 , 
Gender (I ) I - i -.065 .~5::: "' * .~C)~ .. * ·.253 ** .108' .2 11 ' .200" 

I I 

Age (2) - .156"' · . I-W·· .150*· .49*· .152" .099 

Psup (3) I - .970" -.989" .289*· .782" .794" 

ACSC (4 ) -.973·· .292" .795" .754" 

Anxiety (5) - -.293" -.802" -.795" 

Family structure - .3 19" .23 1·· 
(6) 
Father education - .725" 
(7) 
Mother -
education (8) 

" Sign ificant at the 0.0 I leve l (2-tatled) 'Significant at the 0.05 level (2-ta tled) 

Table 13: Correlation between selected independent variables with academic achievement 

Independent variables Academic achievement 

Parental support .96** 

Academic self-concept .92** 

Test-anxiety -.95** 

** stgntficant at .01 (2 -tailed) 

As presented in Table 13 , parental support and academic self-concept were found to have very 

high positive correlations with academic achievement, where as test-anxiety had very high 

negative correlation with academic achievement. A ll of the correlations obtained between the 

three independent variables (parental support , academic self concept, test-anxiety) and academic 

achievement were statistically significant at .01 leve l. 

Moreover, Table 14 below indicated the presence of high statistically significant positive 

correlations between fathers' ed ucation and mothers' education with the practice of parental 

Table 14: Correlation of gender, family structure. parental education with parental support. 

Variables (predictors) Parental support (criterion) 
Ge nder ) -,** ._J_ 

Family structure .289** 

Father education .782** 

Mother education .794** 

*'" P <.01 
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support (r=.782. r=.79-1. p <.0 I I. NCI crlheless. the corrdat ions between gender of children and 

fam ily structure lI·ith the practicc o f IXlrcntal suppor! (r=.252. r=.289) indicated the presence of 

stati st ically signi fi cant but lOll pos it i,·c relationships (p <.0 1). 

Table 15 :Corre lati on bct ween gcnder. age and academic self-concept of chi ldren. 

Variab les (Predictors) : Academic se lf-concept (criterion) 

Ge nder f .292* * , 
Age i .140** 

** p <.OI 

The correlation coeffi c ients shown in Table 15 revealed that both gender and age of children 

have statisticall y signi ficant (p <. 0 I ) but loll' positive relationships with academic self-concept. 

On the other hand, the correlat ion coe rti cients in Table 16 revealed that gender of chi ldren has 

statistically significant (p <.0 I ) but lOll· negative relationship with test anx iety, whereas the age 

of children has low positive re la ti onship (p <.0 I) with test anxiety. 

Table 16: Correlation between gender, age and children ' s Test-anxiety 

Va riables (prcdictol·s) Test Anx ie~· (criterion) 

Gender -.253** 

Age . 150** 

~* p <. OI 

4.4. Mean differences in study va riables in relation to Gender and family structure 

The findings in Table 17 shOll that the differences in mean scores of parental support for males 

(x=59.62) and fo r females (x = 5 1.78. [ = 4.98, p<.OOO) as well as the mean scores of academic 

self-concept for males (x =38.90) and fo r fe males (x =32.9 1 ,t = 5.56, p <.000) were statistically 

sign ificant. Test anxiety scores of males (x=20.53) and females (x = 24.17,t = 5.01, =.000) 

ind icated the presence of stati slica ll y signiticant diffe rences between the two groups. Sim ilarl y 

the mean total achievement scores for males (x=136.57) and females (x= 127.3 4, t = 4.99, 
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Table 17:. Gender ditTerences .-\nalysis 

Variable Gender /Ii i Mean SD t 

Age Male 198 I 14.95 1. 65 1. 27 
Female 193 

, 
15.18 1.66 

Parental suppon Male 198 59.62 13.73 4.98*** 
Female 193 5178 14.84 

Academic se lf- concept Male 198 38.90 8.43 5.56*** 
Female 193 32.9 1 10.57 

Test anxiety Male 198 20.53 6.34 5.01*** 
Female 193 24.17 6.85 

Total achievement Male 198 136.57 17.50 4.99*** 
Female 193 127.34 16.8 1 

*** P=.OOO 

p <.000) revealed statistically significant difference. On the other hand, the mean age of males 

(x=14.95) and females (x=15 .1 8, t= I.273 , u=.204) didn't show the presence of statistically 

significant difference even at alpha leyel of .05. 

Table 18: family structure and differences in Means of other variables. 

Variable Family structure N Means(x) SD t 
Parental support Intact 28 1 59.75 14.40 6,298*** 

Non-intact 110 50.40 12.50 I 
Academic self- Intact 281 38.73 9.10 5.919**' 
concept Non-intact 110 32.53 9.42 
Test-anxiety Intact 281 20.47 6.6 1 - 6.330*** 

Non-intact 110 24.84 5.95 
Total Intact 281 136.75 18.24 6.549*** 
achievement Non-intact 110 125.62 13.50 

*** P <.000 

As viewed in Table 18 above, the mean score of parental support re lated to chi ldren of intact 

fami ly(x=59.75) (a family organization which consists both bio logical parents) is significantly 

greater (t=6.298, u=.OOO) than the mean score of parental support (x=50.40) related to children of 

non-intact family. There is also statistically significant difference (t=5 .919, u=.OOO) in the mean 

scores of academic self-concept of children from intact fami ly (x=38.73) and non-intact fami ly 

(x=32.53). In other words, the mean score of academic sel f-concept of children of intact family is 

significantly higher than those of children from non-intact family. Likewise, the mean total 

achievement scores of chi ldren from intact famil y and non- intact family showed stati stically 

significant differences (t=-6.330, u=.OOO). That is the mean total ach ievement scores of chi ldren 

(x= 136.75) from the intact family is significantly greate r than the mean total achievement score 
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of children (x= 125.62) from non-intact family . On the contrary. the test-an xiety score of children 

from the intact family (x=20.4 7) is less than the mean test- anxiety score of children from non­

intact fami ly(x=24.84) . This difference is stat isticall y signiticant (t=-6.330.u=.000). 

4.5. The regression of predictor \'ariables on the criterion varia ble. 

In this section, the relationship between independent variable (Parental support) and the 

dependent variable (academic ac hievement) together with other predictor variables on the 

criterion variable are presented. 

Stepwise multiple regression ana lysis (table 19) presented the relationships between the 

predictor variables (parental support. academic se lf-concept, test-anxiety) and the criterion 

variable (academic achievement), The analys is results show that only parental support and 

academic self concept significantly contributed to the students' academic achievement. Whereas, 

test anxiety did not result as a significant variable to be considered as a predictor to the academic 

achievement. The first important variable for prediction of academic achievement was found to 

be parental support (Step 1) followed by academic self-concept of children (Step 2). These two 

independent variables together accounted for about 92.7% of the variance of achievement (Table 

19). 

Table 19: summary of stepwise multiple regression analysis of the three 
independent variables on academic achievement. 

I Adj.R
2 I SE 

.927 4.81 

From the summary table of Multiple regression (Table 20) it can further be inferred that 

the unique contribution of variance to the criterion variable was highest from Parental support 

(P = 1.23) followed by the Academic Self-concept but in an inverse manner (p = -.275) . 

Table 20: Final step of Stepwise multiple regress ion analysis of the three predictor 
variables on 

the criterion variable (academic achievement) . 

U nstanda rdize Sta ndardized 
Step 2 Variable Coefficients Coefficients 

B SE (J t 

Parental support 1.501 0.70 1.227 2 1.467*' 
Academic se lf concept -.510 .106 -.275 -4 .083** 

**p<.O I Van able excluded from analys ts: Test-anxiety 
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Stepwise Multiple regressIO n was al so performed on Academic achieYt~ment by 

inclusion of all (8) independent va riables of the study to understand the contribution predictive 

abi lity of \'ariables other than the 3 variables analyzed earl ier. The eight-predictor variables 

were Parental support , academic selt~concept. test anxiety. father education. mother education. 

gender, age and fami ly structure, The regression anal ysis resulted in selection of 5 significant 

predictors in to the regression equation. These five significant variables were found to have a 

multiple correlation of 0.975 with the academic achievement. 

Table 2 1: summary of stepwise multiple regression analysis of the joint 
effect of the five predictor variab les on academic achievement 

R RL Adj. R- SE 

.971 .942 .942 4 .2947 

When the five predictor vanables (parental support. father educatIOn, mother education, 

academic self-concept and test anxiety) taken together, they explained 94.2 % of the variation on 

the criterion variab le (R2 =.942, p <.01) and had significant effect on students academic 

achievement. However, the three predictor variables (age, gender, and family structure) had no 

statistically significant contribution to the primary school students' academic achievement and 

hence were excluded by the analysis. 

Table 22: Final step of stepwise multiple regression analysis with eight predictor 
variables in the study on academic achievement 

Step 2 Variable B SE fJ t 

Parental support 1.316 0. 108 1.076 12.148** 
Father education -2.325 0.380 -0.1 33 -6.118** 
Mother education -2.186 0.384 -0.122 -2.687** 
Academic sel f-concept -.592 0.106 -OJ 18 -5.604** I 
Test-anxiety -1 .059 0.246 -0.399 -4.300** I 

*. P<.OI 

From the summary table above (Table 22), the steps of se lection of variables is indicative 

of the significant contributors in that order. at least on thi s data , Along with the 2 predictor 

variables being found as significant contributors in the earlier analysis, test anxiety was al so 

found to be a significant contr ibutor (step 5). The Beta va lues from the table indicated that 

parental support was the first and most important contributor (predictor) followed by test anxiety 

and academic se lf concept in that order poss ib le reason fo r the negative beta value cou ld be that 

38 



one of the independent variables might have had a suppressive effect on these variables eYen 

though the zero order correlations bet,,'een the abo\'e variables and the dependent variable " 'as 

positive .. 

4.6. Parental help and problems parents encounter: 

The perceptions of the 8th 
- grade students on the ways their parents help I support them in 

their academic pursuit was obtained and presented in Table 23 below. 

Table 23: Ways of parental help (N=391) 

Helping Activities N Percent 
I My parents give me direction in doing homework 160 40.92 
2 My parents Iguardians encourage me to study hard 196 50.13 
3 My parents provide sufficient books and other educational 336 85.93 

materials for me 
4 Follow up my daily educational activi ties like studying, 151 38 .62 

doing homework 
5 Support me in preparing my doily and weeklY-.Elan 98 25.06 
6 Provide separate room for study 18 4.60 
7 Encourage me in following question and answer program 14 3.58 

distributed by television 
8 Encourage me in reading at public li brary 33 8.44 

As viewed in table 23 , most parents Iguardians (85 .93%) engaged in helping children through 

providing sufficient books and other necessary educational materials. Almost half of the parents 

(50.13%) encouraged children to study hard . Only a small portion (4.60%) were provided with 

separate rooms for study and 3.58% of the parents encouraged in following question and answer 

program distributed by television. Likewise, 8.44% of the guard ins parents stimulate their 

children in reading at public library. The data also showed that that 40.92% of the guardians 

Iparents help their children by giving directions in doing homework while 38 .62% of them 

follow up daily their children' s educational activities like studying and doing homework. 

Moreover, 25.06% were helping their children in preparing daily and weekly study plans. 
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Table 2-1: Perception of students on the problems their parents face whi le helping 

No Problems Pa rents Face 
, 

N Percent 

I Shortage of time 153 39.13 

2 Lack of awareness and skills related to ho"· to 250 63.94 
help children in their education 

3 Financial problem 139 35 .55 
4 Lack of stationeries where text books and other 17 4 .35 

necessa ry educational materials are available 

The results in table 24 reveal that a substanti al portion of the parents Iguardians (63.94%) face a 

problem of lack of awareness and ski lls relevant to he lp ch ildren in their education. About 

39. 13% of them had a problem of time shortage. Financial problem (35.55%); and lack of 

stationeries (such as suffi cient text books and other necessary educational materials availab ility) 

were the problems of the parents Iguardians ( 4.35% ). 

T able 25 :- types of support parent need fo r hel.Qi ngchildren in education (N=39 \ ) 
No Supportive Activities For Parents N Percent 

I Creating awareness on how to help their chi ldren 278 7 1.1 0 
related to education 

2 Creating opportunities to cooperate with teachers 250 63 .92 
in helping children 

3 Helping those parents who are economicall y very 99 25 .32 
poor 

Finally, considering the solutions related to the problems that parents face while helping 

children, the responses of students (table 25) indicated that creating awareness for parents 

Iguardians on how to help children in education (71. 10%) and creating opportunities for them to 

cooperate with teachers in children's helping (63.925) were given great emphasis. Some 

respondents even suggested that giving economic suppo rts was necessary to encourage parents in 

chi ldren's helping. 
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CHAPTER FIVE 

DISCUSSION 

The principal questions of the study rose in the following sequence: 

• The Relationship between parental support and academic achievement of primary School 

students; 

• The difference in parental support practice as a function of gender, family structure and 

parental education; 

• Ways by which parents help their children in education; 

• The relationship between primary school students' Academic self concept and their 

academic performance; 

• Gender and age differences in academic self concept; 

• The relationship between Test-anxiety and Academic achievement; 

• Gender differences in Test anxiety; 

• The combined relationship of the three main independent variables to the dependent 

variable. 

5.1. The Relationship Between parental support and Academic Achievement. 

One of the major issues explored in thi s study was to see the relationship between 

parental support and the academic achievement of children at primary school level. With this 

regard, the Pearson correlation analysis of parental support scores obtained from the ratings of 

the sample subjects revealed that there is a statistically significant positive and high relationship 

between parental support and academic achievement of children at respective grade level 

table(see 13, chapter 4). Thi s means that the various helps related to education provided by 

parents or guardians generall y relate directly with the achievement score of children on their 

school subjects. 

The resu lts of step wise mUltiple regression analyses (table 19 and table 20) also showed 

that parental support is the first significant predictor of academic achievement and accounted for 

a very high percent of the explained variance in academic achievement. 
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The resul t of thi s study is consistent with the findings of Buxbuam (1984), Dayis (2000). 

Ste\'enson and Baker (1987. cited in Admasu. 2004) and Grusec( 1997). The child' s physical. 

emotional and intell ec tual deyelopment is dependent on parents. For children to be phys ically 

healthy, happy in thei r relations with the other people. able to function at the higher b 'e! of their 

abi li ties and to haye better school performances parents and family play considerable role. The 

school related skill s. both cogniti ve and social are shaped by parents since they play an important 

role in preparing children to meet teachers' demands (Buxbaum, 1984; Davis, 2000). 

Parental invo lvement is not only considered as an important predictor of students' school 

success but a lso considered as a key mediator between fami ly background factors and academic 

achievement (Stevenson and Baker, 1987; Grusec, 1997). Basically, parents can promote 

children's learning by maintaining effective school-home interaction. Through encouragement, 

providing resources, imparting their own knowledge of how schooling works and making 

decisions on what educational options should be pursued. They also play a crucial role in 

chi ldren' s development of social and moral values which inturn have great contribution for the 

adjustment to school environment and for successful educational achievement. It is also believed 

that the psycho-social , material and other necessary supports like encouraging the child to study 

hard, monitoring daily educational activities, and encouraging children in doing home work are 

very vital components in determining the school performance. 

5.2. The Difference in Parental Support Practices as Function of Gender, Family­
structure and Parental Education 

Investigating the differences in the practice of parental support due to gender of children, 

family structure and parental education was another objective of this study. One of the findings 

addressing thi s objective supported that there are statistically significant high relationship 

between father education, mother education and the practices of parental supports (table 14). It 

indicates that educated parents are more aware of the importance of their educational supports 

for children and therefore il1\ olved more in helping practices. 

The finding of thi s stud y is in agreement with the ideas of Baker and Stevenson (1986), 

Stevenson and Baker (1987), Tayler, et. ai, (1993), and Gro lnik and Siowiaczek, (1994, Cited in 

Admasu,2004 ). Parents kno\\' more about the chi ld' s school performance, had more contact with 
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teachers and ,,'ere more like ly to ha\'e taken actions to manage their chi ld's academic 

performance ,,'hen necessary, On the othe r hand, parent s " 'ith low educational le, 'el " 'ere more 

likely to use coaci \'e di scip li ne strategies and were also more likely to have children who 

di splayed anti-social beha,'ior rather than achie,'ement facilitating behaviors, 

The results of correlation analys is (table 14) also showed the presence of stat isticall y sign ificant 

but less positive relationships of family structure, gender of children with the practice of parental 

support. The t-test result (table 18) a lso confirmed the mean scores ' differences of parental 

support as a functio n of family structure. This result clearly indicates that children of ' intact' 

fam ily received more support from their parents while children of the non-intact group received 

less support, 

The results related to parental support practices and fami ly structure are consistent with the 

findings of Lam (1997), Kuder and Sinclair (1988)" Zimles and Lee (1992) ( all authors cited in 

Kasahun, 2005), Since children of intact families (those who live with their bio logical parents) 

have more access for parental supportiveness and psychological autonomy, and they had higher 

end-of-the-year grades than children from non-intact family (Lam, 1997; Kuder and Sincar, 

1988). Moreover, the mean achievement scores of children from intact fami lies exceed from 

those children of either step or single parent fami lies (Zimles and Lee, 1992). Students from step 

families and single parent are more li kely to drop out of school as their counter parts from intact 

fami lies , 

Further, gender differences analysis (table 23) indicated the presence of significant differences in 

the mean scores of parental support for males and females. The mean score of parental support 

for males was significantly higher than the mean score of females, This study had similar result 

with Block (1983) Russel and Russel (1987) (all ci ted in Kasahun, 2005) i.e, there is gender 

differences in parental support practices. 

Block (1983) confirmed that paren ts do not gi ve equal freedom, protection and necessary 

supports related to education for their chi ldren of both sexes , Russels and Russeels (1987) al so 

fo und sex differences in parenting practi ces, 
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5.3. Ways by W hich Parents Help T heir C hild ren in Educa tion 

One of the object ives of the present stud y was to examine the ways by which parents pro\'ide 

support for the ir children re lated to educat ion. In line with thi s, the analysis of the responses 

obta ined from the sample subjects revealed that parents had been usi ng different techniques and 

strategies in their helping processes (table 23). Some of these techniques and strateg ies were : 

• g iving d irecti ons in doi ng home-works, 

• encouraging their children to study hard, 

• providing books and other necessary educational materials, 

• Fo llowing-up children 's daily educational activities like studying and doing home works, 

• supporting children in preparing daily and weekly plans, 

• providing separate rooms for study, 

• encouraging children in fo llowing question and answer program distributed by te lev ision 

and 

• encouraging children in reading at publ ic library. 

Many of the above strategies have been studied and suggested by various authors (eg. 

Brooks, 1994; Grusec, 1997; Fehrman etal , 1987; Stevenson and Baker, 1987, ci ted in 

Admasu,2004). 

As to the v iews of the above educators, a) supplying educational materials li ke books, 

mathematical instruments, b) study rooms with furni ture; c) monitoring and guiding in doing 

homework, d) in preparing study plans; e) following up their children 's daily educational 

activities and f) selecting appropriate television programs for their children are fo und to be 

helping practices of parents. 

However, parents face several problems in the process of child ren 's helping for education 

(table 24). Some of the findi ngs of thi s study were shortage of time; lock of awareness and 

skill s related to ' how' to help children in their education and fi nancia l problem. These 

findings are parti ally consistent with the fi ndings in Admasll (2004). Accordi ng to this 

researcher parents cou ld ha ve shortage of knowledge and skill s on how to assist their 

children in their educati on. Thi s might have played a great ro le in hindering the parents to be 

highly invo lved in their chi ldren's schooling. 
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5.4. The Relationship Between Primary School Students' Academic Self­
concept and their Academic Performance 

This study also emphasized on the relationship bet\\'een the academic self-concept of primary 

school students and their academic performance. The result in table 14 indicated that they 

have very high correlation (r=.92). Moreover, their relationship was statistically significant 

(t=-4.803.p<.0 I, table 19). The results in this study also showed that academic self concept is 

a significant predictor of academic achievement. 

The present study findings are simi lar with the findings of many researchers (eg. Marsh, 

Relich and Smith, 1983; Marsh and O'Neill , 1984; Byrene and Shavelson, 1988; 

Hamachek,1995; Chapman and Tunmer, 1997; Helmake and van Aken,1995; Marsh and 

Yeung, 1997a; Yeung and Lee, 1999; all cited in Garuma. 2005). 

In general, the research findings on the relationship between academic achievement and 

academic self-concept of the above scholars strongly support that they are positively 

correlated. Although the relationships are likely to be reciprocal , academic self-concept seem 

to be causally predominant over achievement especially if achievement is inferred from 

school perfonnances. Sanchez and Reda (2004, cited in Garuma, 2005) also indicated that 

academic self concept powerfully and positively predicts general academic performance of 

primary school students. 

5.5. Gender and Age Differences in Academic Self concept 

Knowing the relationship between gender, age and academic Self-concept of primary school 

students is another objective of this study. The findings related to this objective clarified that 

the mean score of academic self-concept for males (x=38.98) is greater than the mean score 

of academic self-concept for females (x = 32.91 , table 17) . This difference is statistically 

significant (t= -5 .56, 2= .000, table 17). 

Researchers (Marsh and skaalvik , 1990; Marsh, smith, and Byrne, 1985; Calsyn and Kenny, 

1977; Chapman and Boersma, 1983; Lott, 1987; cited in Bahru, 1999) have the following 

ideas regarding the relationship between gender of children and academic se lf concept. 

46 



For instance. Marsh and Skaalyik ( 1990) suggested that the results of he studies of gender 

differences in the general academ ic se lf~ concept seem to be strongly dependent on the 

instruments. Boys have slightly higher general academ ic se lf concept than girl s as measured 

by context free instruments such as Rosenberg Scale. On the contrary, these researchers 

suggested that the results of their study. (boys have slightl y higher general academic self 

concept than girls) is less convincing when se lf-es teem is measured by instruments like 

Coppersmith se lf-esteem inventory. 

Marsh , Smith and Byrne ( 1985) as we ll as Calsyn and Kenny ( 1977), using the se lf-concept 

ability scale also found that, although males tend to have higher self concept of abi lity than 

females , the difference generally did nor reach stati stical significance. 

On the contrary, Lott (1987) reviewed the literature on self-confidence and concluded that, 

compared to men, women generall y underestimate their abilities and set lower educational 

and vocational goals that are unrelated to objective measures of their abilities. Moreover, 

Lipa ( 1982) continued to report a general tendency for women to state lower self­

expectancies than men, to underestimate their performance on a variety of tasks and to 

express less self confidence than men. 

Considering the relationship between age and academic self-concept of children, Pearson 

correlation coefficient (r=. 140) indicated the presence of little positive relationship between 

these two constructs. 

The level and structure of self-concept in general and academic self concept in particular are 

different with children of different age . The multi-dimensionality of self-concept, especially, 

would increase with age (Shavelson, et al. 1976). 

5.6. The Relationship Between Test anxiety and Academic Achievement 

The results of correlation anal ysis (table 13) revealed that there is a negative relationship 

between test anxiety and academic achievement of primary school students. Moreover, the 

stepwise multiple regress ion analysi s of the joint effects of eight predictor variables (parental 

support, academi c self concept, test anxi ety, father education, mother education, gender. age 
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and fami ly structare). from table 2 1. clarified that test anxiety has significant relationship (t=-

4.300.P<.0 I) with academic achie\emenl. 

The researchers Voge l and Collins (2006) together with Culler and Holahan (1980) support 

the presence of negative relationship between test anxiety and academic performance. 

Students who suffer from test anxiety tend to worry about success in schools. especially 

doing well on tests. They worry about the future, and are extremely self critical. Instead of 

feeling challenged by the prospect of success, they become afraid of failure. This makes them 

anxious about tests and thei r own abilities . Ultimately, they become so worked up that they 

feel incompetent about the subject matter or the test (Vogel and Colling, 2006). Moreover, 

Culler and Holahan (1980) suggested that the debilitating effects of test anxiety on 

performance may have an attentional explanation. They feel that high test anxious students 

become pre-occupied with task irrelevant (worry) responses and do not devote enough 

attention to the test taking task. Anxiety during tests interferes with the students' ability to 

retrieve and use information that is known well. 

5.7. Gender and Age Differences in Test Anxiety 

In this study, the objective of examining the difference in the extent of test anxiety due to age 

and gender of children, was also designed. The findings addressing this objective indicated 

that the mean test anxiety score for fe males (x=24.17) is significantly higher (t=5 .10, p< 

.000) than the mean score of males (x = 20.53, table 19). Further, the correlation analysis 

(table 12, r = .150 ) showed that there is significant but less positive relationship between test 

anxiety and the age of children. 

Related to these findings, literature review (Http;\\A;\gms psycho-socil-Medicine .... ) 

descried that although there is no evidence about the relationship between the specific 

components of anxiety , for instance test anx iety, with gender and age of children obtained 

via the researchers, the presence of linear increase of general anxiety with the increasing age 

of ch ildren is indicated. Moreover the mean values of general anx iety for fe males were 

higher than those fo r males. 
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5.8. The Relationship of the Three main 
Predictor Variables together with the criterion Variable 

Investigating the relationship between the three main predictor variables (parental support. 

academic se lf concept and test anxiety) and the criterion \'ariable academic achievement) was 

one of the major issues in thi s study. Step \\i se mu ltiple regression ana lysis (Table 20) 

showed that parenta l support (t =21.467, P <.0 I) and academic self-concept (t= -4.803, p 

<.0 I) are significantly related to the academic performance of students. However, test 

anxiety didn ' t become significant predictor to the academic achievement of children. The 

two variables (parental support and academic self-concept together accounted for about 

92.7% of the explained variance (table 20) of the students ' academic achievement. 

Related to these find ings, Garbarino (1995) and Corsini & Painter (1975) have the following 

ideas. The various helps provided by parents like encouraging children, giving love and 

direction as well as using positive ways of di sciplining can be contributed to the students ' 

academic achievement through influencing their academic behaviors including their self 

concept in academic areas and their emotions while taking a test. Those children who receive 

appropriate parental support related to academic areas develop positive academic self 

concept. The presence of positive academic self concept helps children to be prepared for 

hard working while they are learning. This preparation also reduces their anxiety related to 

tests and exams. Love provided by parents for a child is a base for development. It is a 

tremendous energizer. No domestic task, no outside job seems difficult for those children 

whose parents provide them love. 
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CHAPTER SIX 

Sl i!\1MARY, CONCLUS IO NS AN D RECOMMENDA nONS 

6.1. Summa!!' 

The general objecti ve of thi s study \las to investigate the relationship between parental 

support and academic achievement of primary school students in the context of academic 

self concept and test anxiety. Accord ingly. the following specific questions were fo rmulated 

for investigation: 

1. [n what ways do parents help their children in education? 

2. [s there a significant relationship between parental support. and academic achievement 

of their children in primary schools? [f so, to what extent is the relation ship? 

3. [s there difference in the pract ice of parental support due to the difference in gender 

of children. family structure and parental education? 

4. Is there a significant relationship between the primary school students' academic self 

concept and their educational performance? If so, to what extent is the relationship? 

5. Does the extent of students' academic self-concept di ffer with the difference in 

gender and age? 

6. Is there a significant relationship between test anx iety and academic performance in 

primary school students? 

7. Does the degree of test anxiety differ with the difference in gender and age? 

8. To what extent do parental support, academic self concept and test anxiety together 

relate to the academic achievement of students in primary schools? 

In order to find answers for the above questions, the primary schoo l students at woreta and 

Debretabor towns were subj ects of the study. From 3 primary schools, 400 sample subjects (202 

male and 198 female ) from grade 8 were selected using random sampling (lottery) method. The 

analysis, however was made using 391 students' responses ( 198 male and 193 female) . The 

responses of9 sample subjects (4male and 5 female) were not complete and thus were discarded. 

Instruments (parental support measuring sca le, academic self-concept measuring scale, and test 

anx iety scale) were used to co llect data related to this stud y. To overcome language barriers, the 

instruments were translated into Amharic language with the help of language experts. Moreover, 

the discriminating abili ty, validity and reliabi lity of all measuring instruments were emphasized. 

50 



The validity of the test items \\'as checked by 3 psycho logy experts and those inva lid items in 

each test were di scarded, Thereafter the instruments \\ere pilot tested on 80 students (40 male 

and 40 female) se lected at respective grade level. 

To see the di sc riminating ability of each test item and the reliability of the tests. different 

statistical methods like t-test, chi-square test, item·total correlation and Cronbach alpha were 

used, Item analysis was also made on the data co ll ected for final study. The data for final study 

have been collected after insignificant items hal'e been removed. The reliability coefficients of 

instruments (Parental support, academic se lf concept and test anxiety scales) were 0.97, 0.96 and 

0.84 respectively on the final data. 

The 1998 E.C first semester, second semester and total scores of each sample subject were 

co llected from the record offices of the sample schools as a measure of academic achievement. 

To analyze the collected data, descriptive statistics (mean, standard deviation and divaricates 

correlation) , t-test, and stepwise multiple regression analysis were employed. 

The analyses brought about the following results: 

I. Statistically significant and positive relationship was found between parental support 

and academic achievement of the children in primary school. Stepwise multiple 

regression analysis also showed that parental support was the most important predictor 

of academic achievement. 

2. Significant difference was observed in the practice of parental support as a function of 

gender, family structure and parental education. Chi ldren from intact family and 

educated parents received more support while children of the opposite group received 

less. Moreover, male chi ldren seem to receive more support than female chi ldren. 

3. Academic achievement scores of pri mary school students significantly differ as a 

function of their academic se lf·concept. This variable (academic se lf concept) was also 

a significant predictor of academic achievement. 

4. Statisti ca ll y significant but less positi ve relationships were fo und between gender and 

academic self-concept as well as between age and academic self concept of children. 

The mean score of academic self concept for males was slightly higher than the mean 
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score of academic self concept for females. MoreO\ er. the correlation analysis indicated 

the presence of slight increment in academic se lf concept with increasing age. 

5. The result of correlation ana lysis re\"ealed that test anx iety has negati ve relationship 

with academic ach ievement of children in primary schools. 

6. Correlation bet\\een Test anxiety and age of children were stati stically significant but 

low positive relationship whereas test anxiety and gender had low negative relationship. 

The mean score of test anxiety for females was significantly higher than score for 

males. 

7. The sample subjects reported that parents perform different practices to facilitate the 

education of their chi ldren . Most parents help their children through providing books 

and other necessary materials; giving directions in doing home work and preparing 

study plans, encouraging to study hard and following daily educational activities while 

less number of parents help through providing separate rooms for study and selecting 

appropriate television programs. 

8. stepwise multiple regression analysis of the joint effects of three predictor variables 

(parental support, academic se lf-concept and test anxiety) on academic achievement 

revealed that parental support and academic self-concept were significant contributors 

of academic achievement whi le the contribution of test anx iety to the academic 

achievement is not significant. On the other hand step-wise multiple regression analysis 

of the joint effect of all 8 predictor variables of the study on academic achievement 

indicated that test - anxiety is a significant predictor of academic achievement like that 

of parental support and academic self-concept. 

6.2. Conclusions 

Based on the find ings obtained in this study, the fo llowing conclusions are given. 

• The various parental practices concerning the education of their children are high ly and 

positively related with academic achievement. Children of intact fami lies and educated 

parents seem to receive more supports than children of non-intact and less educated 

parents. Moreover, parents are found to provide more supports to male children than 

females. 
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o Parents were found to help more their ch ildren through gi\·ing directions in doing home 

,,·orks. proyiding books and other necessary materi als. encouraging to study hard and 

fo llowing up daily educational activ ities . 

o Sign ificant high and positive relationship was observed between academic self concept of 

pri mary schoo l students and their academic ach ievement. Differences in academic self 

concept were also perceived as a function of gender and age of chi ldren. The acade mic 

se lf-concept of male chi ldren seems to be slightly higher than that of females. Moreover, 

the extent of academic se lf concept seems to increase wi th increasing age, the 

relationship was low. 

o Test-anxiety and academic ach ievement were found to have very high negative 

correlation. The extent of test anxiety tended to vary due to gender and age of chi ldren. 

Female chi ldren seem to have more degree of test anxiety than males. The finding in this 

study also revealed that the extent of test anxiety is more likely to increase with 
. . 
1I1creas1l1g age. 

o Parental support and academic self-concept were independently the significant predictors 

of academic achievement of primary school children, whereas, test anxiety was not 

significant predictor of the criterion variab le (academic achievement). This is so, when 

the three independent variables taken together. However, when all 8 predictor variables in 

the study (parental support, academic self concept, test-anxiety, Father education, mother 

education, age, gender and family structure) where taken together; test anxiety is the 

significant predictor of academic achievement like that of parental support, academic self 

concept, father education and mother education. [n this case gender, age and Family 

structure were not significant predictors. 

6.3. 'Recommendations 

On the basis of the findings obtained in the study, the writer of this paper gives the following 

recommendations: 

1. parents can help children in various ways concerni ng education and their helping 

practices wi ll have a positive impact on increasing the educational performance of 

children. However, most of them have a problem of lock of knowledge and skill s on how 

to help their chi ldren related to education. Therefore, teachers, school principals and 
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other concerned bodies should work " 'ith parents to increase their awareness of he lping 

chi ldren a nd to make them cooperatiYe with teachers , 

2, Parents and teachers should be aware of the se lf concept of chi ldren re lated to academic 

areas since it has an impact on the ir educat iona l performance, In add ition to other efforts, 

it is adv isab le th rough encourag ing, g iving directions and love as well as using positive 

ways of di sc iplining so that the ch ildren can be full y fu nctional in their educat ion, there 

by increase the self-concept of chi ldren. 

3. Test anx iety is found to have a negati ve effect on academic achievement of chi ldren. 

Therefore in addition to the other techniques; teachers, parents and other concerned 

bodies should emphas ize on the following do ' s and don'ts to reduce the extent of their 

chi ldren's test anxiety. 

• Don't be two a nxious about a child ' s test scores. If you put two much emphasis 

on test scores, this can upset a child . 

• Praise yo ur chi ldren for the things they do well. If they feel good about 

themselves, children wi ll do their best. 

• Don't judge a child on the basis of a single test score. 

• Do make sure your child completes lessons regularly . 

• Do provide a quite, comfortable place of studding. 

• Do make sure that your ch ild is well rested on school days, and also especially the 

day of a test. 

• Do give your child a well-balanced diet. A healthy body leads to a healthy, active 

mind. 

• Do make sure you understand what the test result mean and that they are 

consistent with your child 's usual performance. 

4. Further research should be done on the: 

• Di fferences in academic achievement of children in relation to mother and 

father supports separately, 

• Causal ordering of academic se lf concept and academic achievement. 

• Relationship between academic ach ievement and different lenls of test 

anxiety. 

54 



References 

Admasu Saji (2004). Parents' Involvement in Childre n's School ing and Its Re lat ionship 

to Students Academic perfomlance: unpubl ished Master' s Thesis, Addis 

Ababa Uni versity. 

Allen, G. et. al. (1972). Test Anxiety and Academic Performance: The Effects of Study 

Related Variables. Journal 0/ Educational Psychology. Vol. 72, 1,16-20. 

Backman, M.E. ( 1972). Patterns of Mental Ablities: Ethnic Socio-economic and Sex 

Differences. American Educational Research Journal, 9, 1-12. 

Bahru Bayissa (1999). Gender Differences in Academic Self-esteem and in Success 

Expection in Matlls and Verbal Tasks: Unpubli shed M.A Thesis, Addis Ababa 

University. 

Bandura, A. (1977). Self-efficacy: Toward a Unifying Theory of Behavioral Change. 

Psychological Review, 84, 191-215. 

Beumeister, R.F and Tice D.M (1985). Selfesteem and Response to Success and Failure: 

Subsequent Performance and Intrinsic Motivation. Jo urnal 0/ personality, 53 , 450. 

Block, T. (1983). Differential Premises Arising from Differential Socialization of the 

sexes: Some Conjectures. Child Development, 58(6): 1573 - 1585. 

Brime, O.G. (1985). Education/or child Rearing. New York, Free press. 

Brooks, J.B. (1994). Parenting in the 90s. Mountain View, CA: Mayfield Pub. Co. Buxbaum,E. 

(1974). Your Child Makes Sense: A Guid Baok/or Parents. New York: 

International Universities peress, Inc. 

Byrne, B.M. (1984). The General/Academic Self-concept -Nomological Network . 

Review 0/ Educational Research, 54,427-456. 

Calsyn, RJ. snd Kenny, D.A. (1977). Self-concept of Ability and perceived Evaluation 

of others: cause or Effect of Academic Achievement. Journal o/Educational 

Psychology, 69, 136- 145. 

Carr,J. and Sorely, 1. (I97 1).The Intentional Family. New York: A Bi ngdon Press, 

Nashville , Inc . 

55 



Chapman. l.W. and Boersma. F.J. (1983) . A Cross National Study of Academic Self­

cl)ncept using the Student's Perception of Ability Scale. Ne ll" Zealand Journal of 

Educational Studies. 18.69-75 . 

Chess. S. (1976). rour Child is a Person: A psychological approach to childhood without 

guilt. New York. Penguin Books. Inc. 

Cambs, A. W. and Snygg. D. (1994). Individual Beharior. New York: Harper and Row 

Publisher. 

Corsini , R.J . and Painter"!. (1 975) .Practical Parent. ABCs of child Discipline. New York: 

Harper and Row Publ ishers. 

Culler and Holahan (1980). Test Anxiety and Academic Performance: The Anxiety and 

Academic performance: The Effect of study Related Behaviors. Journal of 

Educational psychology. Vol. 72.No. l . J 6-20. 

Cutright, M. (1989). The National PTA Talks to parents: How to get the Best Education 

for your Child. New York: Doubleday. 

Davis,D. (2000). Supporting Parent Family and Community Involvement in your School. 

Portland: NWRFLO. 

Desideruto, O. and Keskinen,P. (1979). Test Anxiety and Academic Performance: The 

Effects of Study Related Variables. Journal of Educational 

Psychology.V.72.No. 1 ,PP I 6-2 

Fehrman, P. ,Keith.T. and Reimers,T. (1987). Home Influence on School Learning: Direct 

and Indirect Effects of Parental Involvement on High school Grades. Journal of 

Educational Research, 80,330-337. 

Gamma Desalegn (2005). Self-concept and Academic Intrinsic Motivation as Related to 

Academic Achievement. Unpublished M.A Thesis, Addis Ababa University. 

Garbarino, J.(l995). Raising Children in a Social Toxic Environment. Sanfransissco: 

Jossey-Bass, Inc. 

Hinz et al.(2004) Age and sex Dependencies in Cardiologic Patients 

Compared with the General Population Http ://A:lgms Psycho-Social -Medicine 

Age and Sex .. ... 

Goodman, D. (1969). A parents Guild to the Emotional Needs of children. New York: 

Hawthorn Books, Inc . 

Grolnik, W.(1997).Pred ictors of Parental Invo"eme in Children's Schooling. Journal of 

Educational Psychology. 89 ,538 

56 



Grol ink. W. and Slowaczek. M ( 199-1) . Pare nts Inl'oh t!mc nt in their Children ' s 

Schooli ng. A. Mu lti-di mensional Conceptuali zation and Mot ivational Model. 

Child Del·clopl1lcnt. 65.23 7-2 52 

Grusec. J .E. and Kuczynski. I. ( 1997). Parcl1Iing and Children 's Il1Iernalization 0/ f ·allies. 

Hand Book ofContemporm)' TheOl)'. New York: John Wiley and Sons, Inc. 

Helmake, A. and Van Aken. M.A.G. (1995). The Causal ordering of Academic 

Achievement and Self-concept of Ablity During Elementary School : A 

Longitudinal study. Journal 0/ Edllcational Psychology, 87, 624-63 7. 

Henderson, A. and Berla, N. (1994). A lYe", Generation a/Evidence: The Family is 

Critical to Student Achiel'ement. Washington. DC: National Committee for 

Citizen in Education. 

Hester, H. (1989). Start at Home to Improve Home-school Relations. NASSP Bulletin, 

73,23-27. 

Heherington, E. and Parke, R. (1979). Child Psychology: A contemporary View Point. 

New York: McGraw-HilI. 

Hill, Nacy E. (200 I ).Parenting and Academic Socialization as they relate to school 

Readiness. The Roles of Ethnicity and Family Income. Journal 0/ Educational 

Psychology 93,4,686-697. 

Instane, D., Major, B. and Bunker, B.B. (1983). Gender, Self Confidence and Social 

Influences Strategies: An Organizational Simulation. Journal 0/ Personality and 

social Psychology. 44,322-33. 

Jenkins, G.G. (1996). These are Yo III' children. Scott: Forest Man and Company. Inc. 

Kasahun. Habtamu (2005). The Relationship Between Parenting style and Academic 

Pelformance: Unpul ished M.A This is, Addis Ababa University. 

Kurder et al. (I 989).Relation of Eighth Graders Family Structure, Gender and Family 

Environment with Academic Performance and school Behavior. JOllrnalo/ 

Educational Psychology, 80 (I), 90-94. 

Lam, S. (1997). How the Family Injluences Children 's Academic Achievement. New 

York: Garland Publishing, lnc. 

Lawrence, D. (1981 ).The Development of Self-esteem Questiammnaire. British Journal 

0/ Educational Psychology, 51, 245-25 1. 

Leinhardt, G. , Andrea Mar Seewland. and Mary Enge l (1979) . Learning What is 

Thought: Sex Differences in Instructions. Journal of Educational Psychology, 

57 



• 

r 7 1.(4).432-439. 

Levitt. E.E ( 1980). The Psycholag\' ol.·/Ilxictl·. Sell' JerS\" : Lawrence Erlbaum 
Associates, Inc. 

Lippa et al. (1983). Gender Jeopardy: The Effects of Gender Assessed Femini nity and 
Masculinity, and False Success/fa ilure Feedback on performance in an 

Experimental Quiz Game. Journal of Personality and Social Psychology, 44. 
344-333 . 

Linn Benton Lincoln Educat ion Service District (2003).A parents Guid to Home School 
testing. Http ://www.lblesd.kI2. 

Lott, B. (I 987).Behavioral Concordance with Sex Role Ideology Related to Play Areas, 
Creativity, and Parental Sex Typing of Children. Journal of Personality and Social 
Psychology, 36, 1087- 1100. 

Lyan, M.A. ( 1993).Academic Self Concept and its Relation to Achievement in a Sample 
of Junior High School Students. Journal of Educational Psychological 
Measurement, 20 I . 

Malz, M. (1982) . Psycho-Cybernetics. New York: Pocket Books. 

Mandel, H. and Markus, S. ( 1988). The Psychology of underachievement: Differential 
Diagnosis and Differential Treatment. New York: John Wiley and Sons, Inc. 

Mandler, G and Sarasom , S.( 1990) . Test Anxiety and Academic Achievement: The 
Effects of Study-Related Behaviors. Journal of Educational Psychology. 72 (I ), 16-20. 

Marsh ( 1990).Influences on Internal and External Frames of Reference on the Formation 
of Math and English self concepts. Journal of educational Psychology, 82, 
107-116 

Marsh, H.W (1987).The Hierarchical Confirmatory Factor Analysis. Journal of 
Educational Measurement, 24, 17-1 9 

Marsh et, al. (1989). Sex Differences in the Development of Verbal and Mathematics 
Constructs . A merican Educational Research Journal, 26,191 -225. 

Marsh, H .W ., and 0 'Nei ll. R. (1984). Self Description Questionnaire III (SDQIlI): The 
Construct Valid ity of Multidimensional Self concept Ratings by Late Adolescents. 
Journal of Educational Measurement, 21, 153-174 . 

Marsh, H . W., and Yeuny, A.S. (l997a). Causa l Effect of Academic Self-concept on 
Academic Achievement: Structural Equation Models of Longitud inal Data. 
Journal of Educarional Psychology. Vo I. 89,No.1 ,4 1-54. 

58 



\ Iarsh. 11.\\ '. IZclich .. .1 .D .. and Smi th. 1.1). (19~~ I. SL'll"cllnccpt: ThL' construc t \ 'oliidit\ " I" 
Inlcl"J'rc tollillns 13as~d up ,In thc S~II" [)L',cripti '"1 QUL'stillnnairL' . .luI/mill ui 

1'l'I".\(}lIulill ·ulld SUl·i"II's\(·hulugl · .~)( I ). I n- I X7. 

1\ lolrsh. II. \\ . 119971. Sepul"llliuli ut( 'UIII/It'I(' lIlT ulld "/lkel ('UIII/WII, '111\ ut.\/Ilili/lle 

IJillll'IISioll.1 o(· /cw 1l'1II ic Selreollct'/!/: .. / De n 'lu/IIIIl' III (Ii 1'<'1".'1"'("/ i \ '('. 

I ittI': VIARS I197 I 5~. htm. 

Nell"lnan. R.S (19S4). Chil dren' s Achie\"eillent and Self Eqt\umions in \ '\athclna lics: .. \ 
longitud inal Study . .Iullmul uj"Edl/coliol/al !'.ITc/lOlogl". 76.857-873. 

Kunas . .1. \ 1(76). Human De l'clopmcnl: An Emergence Sc ience. t'ell' Yo rk: \1CG IC\ \\ '­
Hill Book company, 

Rayers. C.1vl."t al. ( 1978) . Soc ial comparison in the class room. The Re lati onship 
between Academic Achievement and Se lt~concept. .IulI/'l1al o(Edl/cCllion 

P.IYc/lOlog)" 70. 50-57. 

Russe l. and Russe l. A. ( 198 7). ,\Ioilla-child and FOIIIC:r child ileillf iunsilip il/ .\Iliddle 
childhood DCl'eoojJlllel1l, 58(6): 1573-1585. 

Sansgiry (2006). Effects of Stude illS' Perception of Course Load on Tes t Anxi ety. 
American JOII/"l1al utPhc/I'Il/acelllical Edlleuliol/. 70 (2) Article 26. 

SELF Research center (2006). Elllcidatil/g Ihe Sime/Ilre oj" rOllng Children Selj"Col/cepl. 
HllP :IIEluc idating %20 the%20 . . 

Shavelson.IU .and Bol uS. R. (* I 982). Sel f Concept: The In terp lay of Theory and 
Methods. Journal olEducaliunol of Educcllional P,yclwlog)". 74 (1). 3- 17. 

Skaali vik. E.M (1 983) . Academ ic Achievemen t. Self-es teem and Valu ing of the Schoo l. 
Brilhsh JOllrnal o/EdllcCllilll7C1I p.lycho!lIgL 53(3). 299-306. 

Solomon Lema (1999). SelJ"estcem. Sc.\ . and Famil\' Structure as Pred ictors o/" 
Ach ielemenl. L'npubli shed iVl .A Thesis . .Addi s Ababa l ;nilC\"sit\. 

Spiel berger. C. D. and Sarason ( 1985). St rees and .-\ n.\ ie t\" (\01. <)) 

Washington: Hem sphere publ ishi ng corporat ion . 1I·1I1I·.cronk '! 
mi ssouri western .ed u. 

Stanchtie ld.J. ( 1973). Sex Di{ferellces in LeClmin!,!. 10 Relld. 8laomi ngt ion: Phi Della 
Educational FOllndation. 

~ l) 



r 
I Stevenson. D. and Baker. D. ( 1987). The Family-school Re lation and the Chi ld 's School 

Performance. Child De\·eloplllellf. 57. 1348-1 357. 

Taylor. R .. Caster. R. and Flekinfer. S.( 1993). Influence of Phycho logical 
Adjustment of African American Adolescent. Development of African American 
Adolescent. De\·elopmel1lall'~ychvlvgy. 29, 382-388 

Vuchinch et al. (1991). Parent child Interaction and Gender Differences in Earl y 
Adolescent's Adaptation to step-Fami lies. Developmental Psychology. 22 (4), 
3 14-370. 

Vagel , H.L. and Colins, A.L. (2006). The Relationship between Test anxiety and 
Academic Performance. Http://ciearinghouse. Missouriwestem. Edu. 

Wine(1979). The self-concept: TheolY and Research on selected Topics, 
Lincoln: University of Nebraska press. 

Wine (1971) Test Anxiety and Academic Performance: The Effects of study Related 
Behaviours. Journal of Educational P;ychology. Vol. 72, 1, 16-20. 

Yeung, A.S., and Lee, F.L. (1999). Self concept of High School Students in china: 
ConjirmatOlY Factor Psychological Measurment , 59, 431-450. 

Zimles and Lee, V.E (1992) . Adolescent Family Structure and Educational Progress. 
Developmental Psychology. 27(2) , 314-320 

60 



, 
APPENDICES 

Appendix 1 

ADDIS ABABA UNIVERSITY 

DEPARTMENT OF PSYCHOLOGY 

OPINIONNAIRE 

General Introduction: The ma in purpose of thi s research is to understa nd the reasons for students' to achieve better or not better in their studies. This is not a tes t or examination. Each of the statements written here asks your perception or opinion. You are thus kindly requested to be honest and fra nk in your opinion. Your honest opin ion will make the success of this research. 
Before you wri te the opinion for each item, please read the instruction which will inform you on how to respond the questions in each section. 

A. Your Background 

Part one 

Background Data 

1. Name of your school _________ ____ _ 

2. You are a) Girl b) Boy 
3. Grade level _ _ ______ Section)Roli No. _ _______ _ 

B. About your Family 

4. With which parents or guardia n s do you live? 
Tick or Circle one of the following 

A. your mother only B. your father only 
C. both your mother and father 

D. Gua rdian E. others (specify) ________ _ 

5. The highest level of education completed by your paren ts or guardians 
A. mothers or fema le guardia n's _ _ ______ _ 
B. Father 's or male guard ian's __________ _ 

6 . Paren ts ' / guardia ns' occupation 

A. Mother's or fema le gua rd ia n's ________ _ 
B. Father's or male guardian's _________ _ 
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Part Two 

Direction :- Below are statements which describe the involvements of your parents / Guardians in helping you for your educational achievement. You are requested to give your opinion on what is happening. If you are living with a guardians, say about them in place of parents . 

No 

1 
2 

3 

4 
5 

6 
7 
8 
9 

10 

11 

12 
13 
14 

15 
16 

17 
18 
19 

20 

While responding to s ta tements indicate your opinion by circling one of 
the numbers; Meaning of the number is : 

1 = Never 2 = Some times 3 = Many times 

Some Many 
Statement Never times times 

(1 ) (2) (3) My parents treat me respectfully, fairly and with love 1 2 3 
My parents do not create attractive and non fearful 1 2 3 home environments 
My parents give directions when I do any new 1 2 3 activities on my own 
My parents permit me to solve my own problems 1 2 3 
My parents identify my complex problems and 1 2 3 cooperate in solvinQ them 
My parents discouraQe me to stud~ hard 1 2 3 
My parents monitor my dai l~ educational activities 1 2 3 
My parents force me in doing home work 1 2 3 My parents explain difficult things/events so that I 1 2 3 understand and exert efforts to achieve my Qoals 
My parents provide opportunities for me to develop 1 2 3 new skills and positive identities 
My parents work in partnership with teachers to 1 2 3 enhance my learning 
My parents try to teach / talk good language 1 2 3 
My parents make me feel emotionally secure 1 2 3 
My parents regard me warmly and in a supportive 1 2 3 manner 
My parents spend insufficient time with me 1 2 3 
My parents are warm and respective toward each 1 2 3 other as well as to me 
My parents are committed to my needs 1 2 3 
My parents deal with crisis in a negative manner 1 2 3 My parents understand what they are supposed to 1 2 3 do regarding my educational ~roblems 
During the process of disciplining , my parents do 1 2 3 not treat me favorably compared to other children 
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Some Many 

No Statement Never times times 
( 1) (2) ( 3) 

21 My parents help me in organizing my daily and 1 2 3 weeklv plan for study 
22 Mv parents know what I do with mv free time 1 2 3 23 Mv parents assist me to set mv academic qoals 1 2 3 24 My parents encourage and help me to achieve the 1 2 3 academic qals 
25 My parents encourage me to try hard even though I 1 2 3 qet poor marks 
26 My parents praise me when I work hard 1 2 3 academicallv 
27 My parents get me private tution or tutor whenever 1 2 3 I qet problems in mv stud v 
28 Mv parents provide separate room for mv study 1 2 3 29 My parents provide sufficient books and other 1 2 3 educational materials 
30 Mv oarents aive more work to me at home 1 2 3 

31 . If there are other ways by which your parents help you, but not described m this 
questionnaire, mention them. 

32. What problems do your parents face when they try to help you concerning your education? 

33. What supports should be given to you parents by the government and other concerned bodies 
so that hey can help your appropriately 
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Part Three 

Direction: - Below are statements related to how you view about yourself. Read each statement carefully and chose the number that best describes you . The meaning of the number is: 

1 = False 2 = Somewhat true 3 = Mostly true 
Indicate your choice by circling the number against each statement. 

False Some Mostly 
No Statement (1 ) what True 

true (2) (3) 
1 I am good at most school subjects compared to other 1 2 3 

students 
2 Work in most school subjects is difficult for me 1 2 3 
3 I get good marks in most school subjects 1 2 3 
4 I can help other students in some school subjects 1 2 3 
5 I learn things quickly in most school subjects 1 2 3 
6 Assignments thome works given by most subject 1 2 3 

teachers are difficult for me 
7 I can read and understand text books by my self on 1 2 3 

most subjects 
8 Time is sufficient for me to study most subjects 1 2 3 
9 I feel confident and relaxed even if I was going to a test 1 2 3 

10 Usually I pay attention to what my most subject - 1 2 3 
teachers say in the class 

11 The topics explained by most subject teachers in the 1 2 3 
class are not clear for me 

12 I can remember things easily that I learn in school 1 2 3 
13 Doing well at studies is important for me 1 2 3 
14 My classmates are friendly to me and we enjoy 1 2 3 

studying together 
15 When school work is difficult, it is the most interesting 1 2 3 16 I do not feel like coming to school 1 2 3 17 I dislike studying most subjects 1 2 3 
18 Studying hard will be valuable in getting a good job 1 2 3 
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Part Four 

Direction : - Below are statements to understand on how you think about yourself. Read each item carefully and choose "true" if the statements is correct for you , or "false" if the statement is wrong for you. Indicate your answer by circling either "T" or "F". 

No Statement True False 
(T) (F) 

1 While taking an important exam, I find myself thinking of how T F 
much brighter the other students are than I am. 

2 While taking an important exam, I perspire a great deal T F 3 During class examinations, I find myself thinking of unrelated T F 
things to the actual subject materials 

4 I get to feeling very panicky when I have to take a surprise T F 
exam. 

5 During a test, I find myself thinking of the consequences of T F failing 
6 I freeze up on things like intelligence tests and final exams T F 7 I sometimes feel my heart beating very fast during important T F 

exams 
8 After taking a test, I always feel I could have done better T F 

than I actually did 
9 I usually get depressed after taking a test. T F 10 I have an uneasy, upset feeling before taking a final T F 

examination 
11 When taking a test, my emotional feelings do not interfere T F 

with my predominance 
12 During a subject examination, I frequently get so nervous T F 

that I forget facts I really know 
13 I seem to defeat myself while working on important tests T F 14 The harder I work at taking a test or studying for test , the T F more I get confused 
15 As soon as an exam is over, I try to stop worrying about it, T F but I just can't 
16 During exams, I sometimes wonder if I'll ever get through T F 

school 

Contd .... 

No Statement True False 
(T) (F) 17 I would rather write an assignment than take an examination T F 
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r for my ~ rade in a subject I 

18 I wish examinations did not bother me so much T I F 
19 I think I cou ld do much better on tests if I cou ld take them T 

I 
F 

alone and not feel pressured by time limits 
20 Thinking about the grade I may get in accurse interieres with T F 

my studying and periormance on tests 
21 If examinations could be done away with, I think I would T F 

actua lly learn more 
22 On exams I take the attitude, "if I don't know it now, there's T F 

no point in worrying about it" 
23 I really don't see why some people ~et so upset about tests T F 
24 Thoughts of doing poorly on a test interiere with my T F 

periormance on tests 
25 I don't study harder for final exams, than for the rest of my T F 

subject work 
26 Even when I'm well prepared for a test, I feel very anxious T F 

about it 
27 I don't enjoy eating my food before an important test T F 
28 Before an important examination , I find my hands or arms T F 

trembling 
29 I seldom fee l the need for "cramming" before an exam T F 
30 The School should recogn ize that some students are more T F 

nervous than others about tests and that this affects their 
periormance 

31 It seems to me that examination periods should not be made T F 
such intense situations 

32 I start fee ling very uneasy just before getting back a test T F 
paper 

33 I dread those subjects where the instructor has the habit of T F 
giving surprise quizzes 
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'f' Y'I:91-:'-' ,\'.."!,{U fl'l'omm' fJ}!. (l;:J- <7UAilPl."t-'} Yil'I'9"m':: 

oj-.'/1 hmf',;iJ.'}'1 MP.1.Pl ·}· l''''l.mfl</1 oj-"!fJ,k/' h"'1t·'T' <7UAM' 
6.7.'1" h'}P.'}.\'.." l.H, 1IH· 1.t\. 

~,Yh'1m"1'9" Yh'1m·'1t'l· Yh'1m·'1t'l· 
I I I 121 131 1 fl ~, !l·fl C' -}- 1 M,"!fJfl''1 fl'l:,rt. "'1il"'·'17.\'..· I 2 3 

I<7UY111 

2 "'1t-h. Ytllf 'l'1 'f'f',?, {,M, ~fl1- {'<7U';' tY 1 2 
h ']fJn. <7U'l:mC 

3 flt·o, "'-'IMl ~'r M.<til P't·Pl7''} 1 2 3 
t'l"'1h'1m'} p',}1't) '/>il floj-mt'l'i 7,c,H- If';' 
~,;"nl6li). <7Dilm."t-

4 fl (f,,em'7- 'i..\'..'/- m'il'f' I''''l.Y;J'f'<7U· 1 2 3 
-:'-',,!C':-;"} flt-il t'l<7U'I:;H- 'I::!' .\'..' <7Uilm."t-

5 m' il1lil1l 'j'''!C' 'r '} <7Ut'lI"/-'1 t'l<7U'I:;t- 'I' 1 2 3 
<7Uof'fJnc 

6 fl C '/"1' m· 7, '}.'tY m 'I ' M "'1 fl t.;t- ;t- '7- I 2 3 
7 flN'I' f''''l.h'1m'I' f'of'9"UC'/- p'('·Pl'}·'} 1 2 3 

<7U h;:J- oj- tI '1 <7U4I fTJ m C 

8 \'fl,1- P'(.. h,}~;"UJ(. · Yil7,\'..·",·<;'A I 2 3 
9 fl 'f' .;. P' "'l. T '1 fl h 'I: of'~. 'f' t. ' /- M "'1 '} 1 2 3 

"'1i'l!-r+ 7,f.<UrA A;iJ.~i· I'hWU' m' '} '/7C":;, 
<7U'I-C7-9" 1"'1·fl(. ·t ,:/-

10 ilt'l(.·il "'1Td- '1''1 ~1<7Ut'l!-rh1' i,'1 MiW I 2 3 
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tlUt'ln 'I'·,)' "'l·'HIC r"'l..Yfl:}'·t'l · 9n~: --
u·~.;1' fU ':h oolj:mC 

II A,<»)' r oo'''lC A9" .'FI·ro· ~I Vl,.'H1C I 2 3 
huo9u tJ('· '} ;JC O:"HL+ uofl(,·+ 

12 M:'}l,' oo.IlOC M·'·'P)',' >, r t'\.t'lro· roo';' t.f' I 2 3 
ol]llO. uolj:mC 

13 t'loo~", j,tJTrI' ·,·fl°'l°'L r"'Lln· I 2 
U"b;r p>l··} oolj:mC 

14 0'1",7';1' ; O"''1'rlS .\~';J 1j: 0'1"1""0·7· (}"/,;1' I 2 3 
uoooAh')' 

15 hA~+ ;JC 0<1: 'lJ1. M"'l<"lt'llj: 2 3 
16 rol'l}>:')' ~,CflOC<"I'I'ro·'1 t'lA}>:"" ;r"'l"i; I 2 3 

'1 NI,e; Mlll t 00 lI'l 

17 rA}>: ')'1 1j:"1"'I' t'l"'l"'}.I'I1' 11'?1f. ooll"} I 2 3 
18 r"'l.Y ;J'l'oo'1'1 fl;J·Y.'} · O;J(,· .,' roy,e ·y, I 2 

t'loo~;1'+ '1''1 Mooll'l 

19 A}>:-;Y' ,)·,?C O"'l..Y;J'l''''l'fro· 'Lit, oo.~I.'? I 2 3 
r"'l..11l'fro·1 oo~+rh.P>T '''.~·ooro· 

uollH·n 

20 M- PC".,.,· t'l"'lflhnC 'l'1.')- O"'l..u.'?n." I 2 3 
'LIt nn.·I'Ml >.11" .), ool]hA A r-'I')' 
uo~mC 

21 A}>:'}' Nl'1 r<"l9" '}-i- r'l''1'r o'r.~· I 2 3 
n"'l...f'H;J1f.n:,. 'J.1t, .~';J~ "'lY:I.'1 

22 AWf nrC~ M;r'fro' 9"1 hlj,"'l..O<' I 2 3 
n+hhA "'lroq. 

23 A}>:"" '1 A)',' '1 (1/11] r"'l.. .j. A l' 9"tJ C ;r 'P. 1 2 3 
M "'l ~,Vt '/.~' ~ 00 C .Il :" 

24 A)>: 'j' r'/.~ 1/' T '111 h Vt<"ll] "'lnl.;r ;r'1' '1 I 2 3 
oo.~7~ 

25 9",9" ~,19.1 A,iZ·j· n1' 9"tJC;1" I'ro· I 2 3 
Y'/oro·m.t n..f'oom·9" ro.~6..:t· rnt'lm 
mlhl.ro· ~,'}.<UI<''1 r."i'jt'l ro·m.:" 
hJ.<LYuom· ~,t'l"'lO L;r;r1' 
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26 

27 

28 

29 

30 

A~;r- (H'9"UC;J+(l)' 11·(;.1' m'}hL(l)' n.ne;. I 2 3 
tTDi'it'l9u 

9" '}'1.11.9" (lin A~1'· n'l'<;" ']' n(l) 'm,;J' :"(l)' I 2 3 
11·/..1' .~· htTD .}. I'I.;J' ,e1F/'(l)' 1'0'lllfJ i'j ,l':.?'i: 
nt7Dl'lm ')'<;" ~,Vl..I'1"i· nl7'l ,~'L"l t7DC.'l·)· 
ntTD'i'( • .I' n,']' ~,llqn. t'lA.":;Fhn· "'{]"'I0'L I 2 3 
I'ln I''l'<;"')' h'l:A /-'lC"'I.-t·t/ t7D{]m-)' 
n-I:<;" M,VI7. I'tn· tTD)I,U'I:-/'<;" t'l,t'l-.). I 2 3 
r')'9"UC')' aut-,(.ff»;)'- nn,·)' (l)NP 

"'I OJ.'I :/. 
n n, ./. (l). {] 'l' I' O'J. 'i' t. (l). '} I' P' t.. ""IS 1 2 3 
tTD bhI,t7D C 

------------

33/ (l)"~;'i_i'i. /U (l),e9" M.'l1f»1:u/i'i. n-'l' 9"UC-ruli'i. 11·&5' MM1(l)''} h7'1 "'Ig.-t."! 
7, '}-'l ;'i-t'l. n tTD'}"!{] +<;" t'l,td·· n"'l.tTDt'lh ;t-:f(l). ~, fJ" + 9"'} 9U

,} J!..' .?b:.'f- flnm· 
,e7i"A? ________ . __ ___________ _ 

h~A fI{J.)' 

h-r9"uC+ .?C fl't'.I' fl1 A~;)'- flt·t-, :f(l)· (l),e9" t'l"'lTI ;Ff(l)· l'O'J.nm+'} "!9"+ 
n-t't7Dt'lh-1 ' t7DU'. t'lt7Dl'Inn·n 1'-t-11.:,;e: oum,e;,' 

OUtTDt.l' :- h+9"UC-'I ' .?C n·".I'.I'1I h,}-'- (l),e9" ~,'};)'. tl"'l'}H-u/i'i. 1'9"+nbl.I.(l)·'}/m(l)·'} 
'79"-'1' n·/-t7Dt'lh-t· auU'. 1'1 ouMI Ml I'O'J..I'{]',):I'I' 'l' .I"~f»1: 4''l'I'I­
'/-I1Cl'L'I'A:: ~,fVlV'~ ~\L 'i:'t' ~7C h'}',-'} /"h 1' '''l.7A'/' outf~ · ·} '?,}'1n, 
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