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"Mommy, i;jthe &octor brings the baby in his bag,
and tf Santa Clause brings us toys; if God
will punish me whén I'm bad;vand if money grows
" on trees; thedb we néed‘Daddy?”
(Ré%oftéﬁ by psycholog?st Dee Apﬁley"l

. " Segal & Yahraes, 1978, p. 105).
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. achieving children. Inclusion in the FA group necessitated absence\of

ABSTRACT * - | /

v i

~ The present research compared the gEEEFvement and academic iocus

of control of father—abéent (FA) and father—present’(FP) children. - In ;
addition, geachers' perceptions of the children'syachievement—related !
‘ ' i

5

classroom behaviours and mothersf-bersonal anxieties and their expecta- /

tions oancademic aspirations, sc?olastic abilities énd personal—soéialf

v §
}
.\

bebaviours for these children, were investigated

The sample comprised 28 FA and 28 FP Grade 3 subJects ‘there being

10 females and 18 males in each group. Subjects were chosen from a f

4
i

much larger body of children who were participating in a study investi-
; . P

- : i
gating the affective characteristics of learning disabled and normally

\

i

the father from the home for two consecutive years prior to data collec—

. N ‘

~tion. 1In addition, no male adult was resident in the homé at ithe time of

data collection. Father-present subjects were drawn randomly §rom the
larger grc 4 of child-en and represented families .in which the father
was not absent from home, on the average, for more than one twenty-

four hOur-period a wekk.
)

The.Wide ignge Achievement Test wgs‘used by thé current study to
measurevattainﬁent levels. Academic'lqcus of'cbn;rol was in;égtigated
- via the Internal Attfibdtiop Responsibility Scale and teacher expecta-
tions of achievement-related clasgfpom behaviqué, with the Pupil

Rating Scale. The maternal data was collected through a Structured

Qe

interview. ‘ ‘(

Theﬁfindings for achiievement revealed that FA chil&ren performed -

significantly less well than FP children in reading but not spelling

and -arithmetic. FA boys consistently porfréyed poorgr attainment levels

»

& - ’ . iv
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than FA girls, the girls' achievement being more akin to .that of the FP

A

girls. There was no significant achievement differences for time of

absence. - Father absent children were significantly more exterﬁally

controlled than FP children for success, but not failure outcomes, for

t

which fhedéwo.groups of subjects portrayed similar orientations. 1In

a&ditioﬁ, teachers eercted FA children to exhibit fewer achievement-

»

reldted classroom behaviours than FP children. They did not perceive

FA boys and girlépto differ‘in this respect élthéugh'they did see children
who were separated beforé five years bu; not thosé separaté&>after
five-years to show fewerlof those behaviours important for'fearning

" success than FP cﬁildren. Singlg ﬁéthers were éignificantly more

lonely and more concefned about financial matters than mothers with the
support of a husband. The former qompéred to the'iatter perceived their
childrén as holding lower achievement'aspirations, as being less able

in reading but not other academic abilitiés and as showing less personal-
;gcial adjustment.

* The results were pulled together and discussed within a framework
ofvsch;ol'learning which hypothesizes tﬁét achievemént’is the re5ultisf
cognitive and affective variables which are in turn influenced by the
?oﬁe and school environments. The reciprocity of thi; process was
recognized. Thus the ecological componentsrofﬁf;the:-absence were

stressed, thereby highligh;ing the Single—pareﬁt child's existing

rather than absent interactions.

¥
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CHAPTER 1
3

. STATEMENT OF THE PROBLEM ' -,

Over half a million children in Canada today are growing up in
single parent homes. Almost half a million of these children are
' groYing up without a\father.' The- 1976 Canada Census indicated that g C \
_approximately 10% of the families in Canada were single parent families,
and of this 10%, 83% were headed by‘the female parent and 17% by the
male,parent.r In the~five years from1197l‘to 1976 there was a l7.l%“
increase in the number of onef parent families, v1z., a 5. 4/ decrease

for those headed by the male parent and a 23.1% increase for those

\\
N

headed by a. female parent.~ h - g

Alberta's‘SCatistids closelyAapproximate those of the national
‘pattern. Just over 9% of all the;provinces'.families are single
parent families; 847 of these cOmprising a female parent and 16% a
male parent, The'five year period fromml97l to l976‘saw a 20!8%
increase in the number of one parent families,in Alberta. Male headed - ;
families(increaseddby‘l.SZ while the frequency of female‘headed
families underwent a 25.4% increase. e .v . ' - *

The one parent family unit‘represents a significant and rapidly
growing minority ghild care.situation within‘the Canadian context.
This is especially so for:female headed father absent families. A
large body of research considers the. effects of father absence on
children s cognitive development Yet despite the number of studies :
-conducted few clear or consistent trends ‘have emerged largely as a

" result of definitional problems. Until reqently% the basic assumption

underlying the literature has been that the absence of the father is

n

I
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&
the determining variable in differences reported between children

from father absent (FA) and father present (FP) families. Consequently,
father presence—father absence has been conceptualized as a dichotomous
and unidimensional variable, shorn of its contextual features (Shinn,
l978).

It has recently been recogniéed however, that the phenomenon is
in reality continuous and multidimensional and thatvit cannot be iso-
lated from its social and economic context (e.g. Herzog & Sudia, 1973
hRadin, 1976; Shinn, 1978).‘ The quantity and»quality of father presence-
'absence: the perma“ nce of, and reasons for father ahSence, the presence
of a father—substitute, the age of the dhild at the time of separation,.

the child's”sex, the sibling distribution, socioeeCOnomic status and

race of the family have all beenlfound to moderate thegeffects of father

<

absence, while ‘the perspective of the one parent family as a functioning ’

N

entity within. an economic and social context reveals financial diffi-
culties and a lack of social support for the single parent unit. -

/

'Consequently, writers such as Herzog and Sudia have called for a focus
on,existing rather than ahggnt/fn:eractionS'in FA research.

In the present study father absence was cohceived as a’Continuous,
’multidimensional and contextual variable. The effects of father
absence on school achievement were examined within a model of ‘school

'learning~that enabled the exploration of several aspects of the FA

\
AN

child's ach evement related interactiods. The model argues that school

achievemdnt is related to a child s cognitive and affective characteris—

{

tics, which are in turn influenced by the home and - school environments.

K

Bloom’ (1976) identifies the home and the school as the two environments

‘most influential in shaping those’ cognitive and affective characteristics

. ~
. . ] .
. - . I3 . A Ny ‘
™ . N . b
i 5 7 - -, .
by N R '
s .




/

4
R

of the child that are fundamental to,success;in.school'learning.

In light of this model the study to be reported compared the
school achievement of FA (for reasons of divorce or separation) and
A FP:third grade subjects. Previous research in the area suggests that
children whose fathers are absent for reasons of divorce, desertion
or separation perform less well than children from two parent families
(Shinn, 1978) It also suggests that father absence for the above
reasons is more detrimental when it occurs in the first five years of
life, than later; and that,itraffects the~achievement of boys more than
that of girls (hadin, 1976). The current study, therefore, explored
the differehtial»effects of sex and tine of absence on the FA child's
school achievement.

Bloom asserts that school achievement is the outcome of a pupil's
cognitive and affective characteristics. The current stndy controlled
. for the subjects' cognitive characteristics (in terms of WISC-R scores)
and explored one aspect of their affective characteristics, academic
locus of control Academic locusAof control 1s one of the more fruit-
ful affectivevconstrncté to, have been examined in_relation to school
achievement._ Research consistently reveals .a relationship between
pinternal orientation and learning snccess on the-one hand, and external
orientation .and achievement failure, on the other (Lefcourt 1976)
Furthermore, there appears to be a relationship between low SES and
low internal orientation (Nowicki & Barnes, 1973) In light of‘the>
fact that children .who are FA for reasons of divorce or separation tend |

£ .

to achieve: less well than FP children, and are more likely to experience

low SES environments, it was argued that a comparison of FA and FP

children"s academic 10CU8 of control would be a valid undertaking for the -



- current study.

The school environment was investigated in light of teacheQE'
perceptions of students. The expéctancy 1iterature reveals that there
is a relationship between teacher perceptions of pupils’ abilities
and pupils' achievement - that the latter is influenced by the former
while tne former in turn is affected by the latter (Brophy & Good,

1974). When the literature pertaining to teacher expectancy is

uconsidered in light of the lower achievement of FA subjects, it appears

that teachers are likely to perceive FA and FP children differently.
The.current study explored whethetAor not this is s0. ' K
Many researchers (Bloom, 1976) have identified the home environ-

ment as crucial to success in school learning. The FA ﬁiterature is .

e -~

beginning to isolate some aspects of the single parent constellation
that differ from that of the two natent family. For example, FA.
mothers tend to be more concerned than FP mothers about their child
care and household maintenance responsibilities. Socially they tend
to feel more isolaté¥. Also they are more likely than FP mothers to
'perceiye their children as heving Lo&er educationalraspirations and ae
menifesting more personaLeSOCial behaviour problems (e.g;, Ferri, 1976).
~In light of the existing FA'literature, the study to be reported

‘ exanined the conseqnences of thegeconomic and social context for the
husbandless mother. 'Maternal pefceptione of children's scholastic
aspirations and personal-social behdviours were compared for FA.and FP'
s?mpies._ Moreover, the study élsovreportea naternal perceptions of

" children's school abilities. Although FA researchere have notlas yet
ventured into this area, evidence suggests a reciprocal relationship

1

between maternal perceptions of ability and school achievement (Chapman



& Boersma, 1979). 1In light of the FA children's lower achievement,
an examination of maternal perceptions of ability Qas considered
appropriate for the current study.

In short, the study to be reported compafed 28 FA (for reasons

of divorce or separation) and 28 FP third grade children on measures

i
14

of school achievement. Séyéle definition occured within a conceptual-
izatién of father presence-absence as a continuous, multidimensional
and contextﬁal phenomenon. 1In light of a model of school learning
which argues. that school achievement is related to a child's cognitive.
and affective characteristics, which are in turn iﬁfluenced by the
home and school environménts, the study controlled a major component
of the subjects' cognitive characteristics and explored one aspéct of
their affeét, academic locus of control. It investigated the school
environment in termé of teacher perceptiops of children's classroom
-behaviour patterns, and the(home environment in light of Ea;ernal
“anxieties '‘and perceptions of children's scholastic aspirations and

'éBilities; aﬁd personal-social behaviour.



CHAPTER II
REVIEW OF THE LITERATURE
In line with the concerns of the present study as outlined in
.Chapter I, the review of the literature is structured in the following
manner. Firstly, those variables that need to be considered in an

adequate definition of the father absent (FA) and father present (FP).

family are presented and discussed. Then the model of school learning

which served as the framework for the present study, is introduced.

Briefly, the model argues that school achievement is related to a

child's cognitive and affective characteristics, which-dre in turn

' influenced by the home and school environments. Th present study
examined four specific aspects of the model's different dimensions in
the light of father absence. The 1iterature pertaining to each of
these aspects, viz., school achievement, academic locus of control,
teacher perceptions of the subjects, and mother' s.anxieties and per-

ceptions of their children, is introduced in turn.

Definition of FA and FP Samples

Research concerning the female headed one parent family has -
traditionally been conducted within the framework of FA compared to
FP dribroken as opposed to intact homes. Until recently, the basic
assumption underlying the literature has been that the absence of the
father is the determining variable in differences reported between the
two family situations. 'In line with this, researchers have tended to
conceptualize their studies within the psychoanalytical- orrsocial
blearping positions. Research has dealt primarily with the sex role

-~

: and.cognitive development of males (Biller, 1970).

s




Focus on the absent father in one parent families bas had a;‘
number of éonsequences for fesearch. Unfil very recently, father
absence~father presence has largely been treated as a dichotomous,
unidimensionél variable, shorn of ifs contextual featuf@é? Recent

‘writers (Hérzog & Sudia, 1973; Radin, 1976; Shinn, 1978) éﬁggest that,
in fact, the phenomenon is éontinuous and multidimensional, aﬁd‘sannot .
be isolated from the family as an interacting unit set withfn a wider

social milieu.

el

v 3
This part of the literature review is concerned with isolating -

" the variables that need to be considered in an adequate definition of:

the FA and FP family. The discussion is organized around the continu-

- ous, multidimensional and contextual aspects of father absence.

Cdntinuous_Aspects of Definition. The notion of father presence—‘

father absence as a dichotomous variable has recently been éhallenged
» by a number of researche;s‘(Herzog.& Sudia, 1973; Radin, 1976; Shinn,
1978) who argue that a continuous conceptualizatipn more closely
approximates the reality of the situation. 1In any family,lfafher and
mother presence—absencé are continuous variables with both a quantita-
tive and quglitative dimensioh. Figure 1 portrays this notion in
diag?ammatiéal form. -

Figure 1 indicates that any family may in fact be described in
terms ofrmochef and father presence-absence. This is true for both
quantitative and‘quglitétive interaction. Such a coﬁceptualizatioﬁ
revealgithat there'afébmany possiﬁIE‘FA aﬁd FP situgtions. : L~

Father absent regearch rarely considers any of the dimensions

of this conceptualization. It is just beginning to explore the

quantity of father—chiid interaction for FA and FP samples. “Every
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child experiences absence of the father to some extent. Although absence
.due to. death entails a complete loss of contact with the father, this

1s not necessarily so for divorce, desertion, separation or not being
married. In these cases, there may be support paynents. There may also.
be regular or occasional visits from the father. Moreover, some fathers
in two parent families are rarely at home hecause of work or other
demands; they may be employed out of town or in shift work, - for erample.
It is quite conceivable that there is an overlap in the an0unt of time
children spend with their fathers in the extreme examples of the FA and
FP situatjionms.

Herzog and Sudid (1973) note that the instances of researchers -
to have checked'onvthe presence of "conmonlaw" fathers and other male
adults living in FA hones are extremely rare; Furthernore a review
of the literature revealed no study had measured’ the quantity of
contact between FA subjects and their absent fathers, nor had any ‘
study measured FA or FP subjects’ contact with other significant males
in their environments.

The quantitative aspect of sample definition has also been clouded
by the step parent variable. Herzog and Sudia note that among the
studies included in their review of the literature over'half_defined the
two parent home to mean that both biological parents were present..
About one in four included step parents in the two parent group while\

- .the remainder did not specify. When comparison groups are conceiyed
of as broken and intact families, step parents might also be included
.fin the broken home grouo (e. g. Kelly, 1979)

Research indicates that the quantity of father presence—absence

‘is important in moderating dependent variable outcomes. Blanchard andA
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Biller (1971) report one of the few studies to have considered She

-

phenomenon as a continuum rather than as a dichotomy. They divided
44 white, third grade boys equally amongsiour groups a) FA befére
five yéA?s, b) FA after five years (father absence was due primarily
to di§orce and séparation), ¢) FP, low availaBil%ty (not specifically
defined), and d) FP, high availability (average of more than two hours
daily interaction with their children). The groups were matched for
age, IQ,'SES (working to lowe;'middle class) and the presence of
absence of male siblings. The dependent variables were the Stanford
'Achievehent Test and Crade Point Averages. Blanchard and Biller's
irésulté indicated that the FP high availability group performed .
?onsistent%ykgboYe the other three groups. The FP low availability f‘
group were ;econd highest, the FA after five years group third highest
‘and the FA béfore five yeéys group had thq iowest scores.

»Studieé that compare childrenjbrought up in families’without a
) fatﬁer, in families with a step father and_in families with their
biblogicallfather support the notion that the quantity of father pre-
sence—#bsence is important in moderating dependent variable outcomes.
Santrock, (1972) comparéd four groups of third grade subjects on the
uStaﬁford Achievement Test; in the first group subjects were living
with a step fathér, in the second, they were living with both their‘
biological parents, in the third they were FA becaﬁse of death, and in
the fourth they were FA because of divorce, desertion or separatio;.
There were no significant differences between the groups on SES ratings,
de;ermined by the occupatiﬁn of the head of the family. \All éfoups

were typically lower class. Although his results were not statistically

significant, a trend was found for the stepfather group to perform more .




highly on the achievement measure than the two FA groups, but less
well than the FP group.

| Other researchers have found similar trends., For example; Solomon,
" Hirsch, Scheinfeld and Jackson (1972) reported that for a sample of
hlack ghetto fifth graders, the step father group performed-between
the FA and.FP groups-on school grade averages and the Californian
Achievement Test, although again the differences did not reach statis-

tical significance. Statistically significant differences were 53

observed by Chapman (1977), on the Scholastic Aptitude Test, between

FA and step father groups, and stepbfather and Ff groups of white

college stndents, with the latter group in each compariSOn receiving

the higher scores; | i |
While it is apparent that the FA literature has begun to explore

the quantitative dimension of'father presence—absence for both EA and

FP samples, no study was identified that dealt with the quantity of

maternal-child contact in one or two parent samples. Furthermore,

. although qnantity of father‘presence is ohviously an important variable,

it is generally agreed that quality is the more crucial factor in

parental—child interactions (e.g., Lamb, 1976). Although it would

v be an extremely difficult task, no FA study has attempted to assess

the qualitative dimension of paternal or maternal family interactions.

One can only specnlate, on the one hand, about the effects of
infrequent but high_quality parental—child interaction in FA samples,
and on the other hand, the phenomenon of psychological parental
absence -— the present but ineffective parent — in FP. samples.

To sum up, this section of the literature review arg that in

any family situation, father and mother presence-absence are continuous

11
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variables with both a qualitative and quantitativefﬂimension. HA;though
'such é conceptualization is hecessary for adeédéte‘éa;ble definition

in FA research, but a handful of studies have identified or examined
thérquantity of father-child interéction in FA and FP samples. No
study has considered the quantity of mother-child interaction or the
paternal-maternal‘qualitative.dimension of this conceptualization.

. /
Multidimensional Aspects of Definition. Although there is no

sﬁbrtage of studies on father absence, outcomes are frequently con-
flicting aﬁd difficult to,interpret‘becauséiof undefinéd and uncon-
trolled variables (e.g., Shinn, 1978). This may be partly explained
ﬁy fhe éact that father absence has been conceived,of/és a unidimen-
sional variable, and studies rarely control for the different aspects
of the phenomenon‘(Herzog ;_Sudia, 1973; Marino & McGowan, 1976;
Shinn, 1978). Those aspects thaf reéearch has isolated as being of
importance in influéncing dependent variahle outcomes are the permanence
of and reasons for father absence, th;~sex of the child, the sibling
distribuﬁion and race of the family. Each of these variables are ﬁow- -
discussed in turn. . . . ,t : :
A_basic-distinction that must be considered in any definition of
one parent families, is dhether of.not the abseqce of the second.parent
is‘temporary or continuing. Studies of temp&rary father absence (e.g.
Ancona, CésafBianchi & Boquet, 1963; Lynn &_Sawrey:xiés9;'5tolz et, al.,
1954; Tiilér, 1958) typicaily deal with absence‘for réasons“oflwar”or
employment (e.g., siélors) th;t is, a.éoéiélly'écééptéd aﬁd/or encouraged
absence ffﬁm whiéh the.faiher is expected to return, and during which

the faﬁily rarely expériences financial hardship. The more methodolo-

 gically sound of these studies (e.g., Stolé'et.-ai:, 1954) have

>
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concluded that the.major problems surreunding temporary father absence
arise with the return of the fathem rather than with his absence per se.
Continulng father absence 1is quite a different phenomenon to |
_temporary father absence. Families within this category have typically '
undergone paternai death, divorce, separation, desertion or‘the mother
has not ever married. Within the cohtinuing father absence situation,
the reason for absence ha;.been shown to be an important variable
influencing research outcomes. 1In spite of this, very few researchers

have identified, and even fewer have’compared, different causes of

father absence in their samples (Shinn, 19-78).,r It isagenerally accepted

that the consequences of paternal death,'of divorce, desertion or
, separation, and of being in an unmarried mothetr 'situation, are quite

- different (e.g., Ferri, 1976; Hetherington, 1972; Snatrock, 1974). .

Ferri has also argued that because desertion has a socially different
meaning than divorce, and separation, it should be treated es a distinct
variable.

Research that has compared different“types of FA samples, generally
concludes -that the effects attendent upon absence for reasons of death
are lees'severe than rhose accompanying other FA sitdetions. Various
reesohs have been forwarded'invexplanation (e.g. Herzog & Sudia, 1973;
Marino & McGowan, 1976). If absence of paternal control is cdnsidered
the crgcial variable, then one parent families for reasons of death are
seen to be 1east affected, as death usually occurs later than divorce

desertion or separation. A similar argument is forwarded from the

perspective of economic determinism. Families that have experienced ’

1 death 6f'ﬁhe father are‘much less likely to suffer financial hardship

than are other one parent situations. It has also been proﬁosed that



-

the critical factor might be the burden ‘of thé remaining parent's rolés
and responsibilities, éndﬁ?bnsequently the limited time}and energy she
has for her childreﬁ. ‘Again this might be less severe in the case of
absence for reasons of death, becausé_of the generally later occurence
of the phenomenon. |

Modelling and identification theoris;s point out that.the fathe;,
removed by deatﬁ is mofe likély to be perceived favourably by the mother,
children and commdnity, than the divorcee, separator, or informal
degérter. A closely related variable is that of the social milieu
sutrounding the sbciall;’approved and socially condemned ‘types of

fathe;ﬂabsence,'within which the reméining parent and her children have

! €

to intqiéct. SocietyfFIéUpport(and censure for single mothers is
currently in a stéte of‘flux.' It has been suggestéd that widows
réceive‘the most.sympathy whilé unmaf%iedlqotheré are the focus of
greatest hostility (Ferri, 1975). Finall&, it is generally recognized
that divorce, Seéaration and pfobably desertién, are commonly preceded
by a period of disharmony:énd fricti%n, and thus fhe pdssibility ofi

adverse effects not usually typical of death and unmarried situations.

to
i .

The sex of the subject appears to inte?act with the father absence
phenomenon. Recent writers in the area (e.g., Radipl 1976; Sﬁinﬁ,-
1978)'agree that méét studies ;onfine,théif saméleé to males énly, bﬁﬁ
disagree agout the diffefential effects of fathgf absenceifor boys and
giris. However, there isvgome évidence frém those studies that employ
adequaté'controlé, that males afe the more affected by father ébsence,
and that, in'facf, the efféct on‘feméles“may ge negligible (e.g.,
Pedersen, Ruﬁeﬁstein & Yarrbw, 1973; Santrock, 1972).

Sutton—Smith, Rosenberg and Landy (1968) report a study which
_ 2 1 : :
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indicates that the sex of the child interacts with the family's sibling .

distribution in moderating father absence effects. They explored the
effects of;paternal absence in femilies of different sibling distribu-

tion on the American College Entrance Examination (ACEE). Suhjects

were drawn over a five year period. Results indicated that in the two

-

~child faﬁily, the greaté%t effeets,of father.ebsence on aptituder ('
scores wé%é seén when the chlld haé an opposite sex sibling. fhe}e
were‘no significant,differehees on ACEE scores betwee% FA first horn
boysbwith a yeunger’brother”ahd first born.girls with a youhger‘sistery
'ahd the FP subjects. HoweVer;;FA first born. boys wlth a younger sister
and first born glrls Qith a yohnger‘brothet, scored slgnificantl& .
lower on the ACEE than_the FPjsubjects. The‘authors_shggeét that thgﬁ
J?ossession oé'atlike—sex siblin;imodifies~the effects‘of fethe:;absence.
The‘validity of Sutton—Shithhet. el:'s results cannot be assessed in
llght of other studies in the area,  as hone yet have been reported.
»g;weﬁer;.the study isksufficlently sound mefhodglogieally to ﬁatrant
_.,s'e‘rious consideration'. -

5 e ‘i

Race is an additlonal family variable that the literature sugg sts
l\

influences the effects of -father absence. -For 1nstance,.it is eviden‘
t?at amongst lower class white children FA SubJects perform 51gnif1—

vcantly less well than FP subJects (e.g., Biller, 1971, Santrock 1972)
Howexer, this does not 'séem.to be so for lower class black children.
‘ Soloan, Hirsch Scheinfeld and Stein (1972) 1nvestigated school

achievement in black, ghetto. fifth graders. They concluded that
'§§hool g:ade averages and.the California:Achieyement Test, girls

/

ehowed higher performance levels than boys, and children from small

familles achieved more highly thah‘those from large femilies.' However;

‘{.
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no significant differences were reported between FA and FP children.
Cortes and Flemming (1968), Collins (1969) and Wasserman (1969)
similarly concluded that father absence has an insignificant influence
on academiciachievement in lower class black children.

In sun, this section of the literature review identified those
dhnensions\of father absence that are important in influencing
dependent variable outcomes and thereby require consideration in FA
and FP sample:definition. The variables were the permanenCe of, and

reasons for father absence, the child's sex and the family's.

sibling distribution and racial characteristics.

Contextual Aspects of the Definition. Focus on the fathers
absence per se as‘the important variable in the one parent family

situation, has had further consequences for reséarch. Researchers have
3 '1) -

tended to assume that the one parent family equals the two parent family

minus the father, and to concentrate on the absence of a‘particular

1

set of interactions, rather than on the family constellation and the

presence of a particular set of different 1nteractions.. In short
.}‘US rg}
the notion of father absence has beén shorn of its contextual features,

-not only in the sense of intra—family interactions, but also in the

sense’ of the wider social milieu (Herzog & Sudia, 1973; Radin, l976;i
Shinn, 1978). As Herzog and Sudia state:

B _There is a need for viewing fathers absence
~in the perspective of the family as a complex

ﬂ_organism set within and interacting with a

o complex,‘social economic and’ cultural organism

' ‘ (P. 207) l.“‘. - . w ¢ Lo 4 “ - v " : B / R
 Some researchers claim that the problem of incbme, and A : .

Te
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~correspondingly, socio-economic status (SES) poses the greatest diffi-

a

. culty in interpreting the FA literature (e.g., Herzog & Sudié) 1973);

It is expremely difficult to implement a&équafe-income‘controls;,or
ascertaihﬁSES, in’this type of research. Most attempts are.based oh
the occuﬁatioﬁ and/or income. of the principal breadwinner. ' In two
parent f;milies this is usually the father, but in FA families it is
most ofﬁen the mother. Thus, the utilization of this sort §fAcontrol
is non-comparable for FA and FP sampie§x(5hinn, 1978). .Oné can only
speculate as té the manner in which this might affe;; the results and
conclgsions of a study.

Some researchers attempt to solve this problem by,drawiﬁg FA and
FP samples ffoﬁ low income. housing areas or siﬁilarly homogeneously
groned pppulations,(e.g., Wasserman, 1969). Others atfempt to control
-for SES differences Ey statistically covarying out income, or education

g .

/ _ -
(e.g.3 Burchinal, 1964). However, as current statisticians have
commented (e.g., Maguire & Haig, 1976), this procedure also poses
- 4 o S

: difficulties for interpretation. For example, when one statistically

"Equalizes”.SES,fo; qqe,énd two parent families, this means in fact

PR

"'f:thét the ‘variables For which comparisons are now being made, have

"/ been altered. ‘Moréover one is never reallyfaplé“’b-khow'the ihpliQa—

_tioné‘of this‘aICefatiph. What exactly is a single parent,fémily‘

stripped of its éocio—ecohbmicAaspects? Because of this difficulty

'it\@as'beeﬁ suggested that it is preferable to recognize but retain the

\

SES differeﬁées. «Such_an approach'more closely approximates the reality

_of the situation (Meehl, 1970).

o

Rémérkaﬁiy;fgﬁidne parent family studies have inquired into the

" c6;ééquéﬁées of losing a fafher on~the:familyAdons;eilatipn. ;Perhap§

17
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the most well documented effect is that of financial hardship (e.g.,
Ferri & ﬁdbinson, 1976). Census Canada (1971) listed the average two
parent family empihyment income at $10,000. The-equivalent figure for
divorced female'family heads was $4,841 (unfortunately more recent

figures were unavailable as Census Canada does not collect this

information any longer). ¢

Ayhandful of researchers have explored the consequences of reduced
income. Ferri (1976) reports that the single mother is likely to
experience conflict andaanxietf in attempting to distribute her limited
time»between financial, child care and household maintenance respon-
sibilities. Nutritional and clothing requirements, leisure and soc131
activities are frequently restricted for ‘both parent and child

The perspective of the one parent family as a functioning unit
within an economic and social,contegt has rarely been considered in

_researchr Several writers (e.g., Burgess, 1970; Ferri & Robinson,

1976) suggest that the most difficult"prdhienAfacing‘the single parentv

and her ehildren comes from the attitudes and behav1ours of society

which tend to offer censure rather than support reJection rather than

- acéeptance, and which tend to assume that the child cared for by
:dniflbne parent'vili necessarily be deprived of csnditions essential
. for adequdte development:and adjustment. The ambiguities of the aone
parent family's status in the light ofdcurrent social conditions,
was’ summed up._ by Kriesburg (1970) when h° stated )
Many of the difficulties faced by mothers and
'children in female headed households are not

inherent to that family structuret-'The

“diffieulties in part stempfrom_the'expectatiens

18
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of ‘others about Qhat is a nofmal family,

from the socially limited alternatives deemed
appropriate for women, and the specificity

of sex roles. (In Ferri, 1976, p. 16)

Ferri (1976) reports the most comprehensive attempt at exploring
the significance of SES on the achievement of children in one and two
parentvﬁamilies. Subjécts were designated as being from manual or
non—manual(homes on the basis of the father's occupation. Where the

father was absent, his occupation prior to absence was used. Ferri

found that for reading and arithmetic achievement at eleven years,

children from non-manual homes obtained significantly higher scores

than children from ﬁ;nual backgrounds for each of the different family
sifuatiqns. When the reading and arithmetic achievement of childre;
from!difféf?nﬁlﬁaﬁily_ﬁackg;OUst bﬁt éimilar social class situations
ﬁaé coméared, fe§ul£s'indicated thatlat both the manual and non-

manuéi'levels, subjects .liyipg’with divorced or separated mothers

. performed significancly less‘wéli"than widows' children or those in

two;pareﬁt families.
' Furthermore, Ferri's data indicated tha; childfen from families
thatvdid not have to share basic household amenities (e.g., bathrooms)

with other families obtained significantly higher reading éndlarith—

mefic scores than thpse from residential situations that ’.Lessitated

the sharing of certaiﬁ facilities. There was also a significaﬁc

rélationship between poor reading and arithmetic achievement and

frequent changes of school. Overall, Ferri's research suggests that

socio-economic variables are important in mediating the effects of

father absence. However, SES alone does not account for all the

19



diié%;ence observed in the reading and arithmetic achievement of.A
children from one and two parent fémilies. |

In short, this section of the 1iterature.review stressed the
importance of examining the FA child's existing as opposed to absent
interactions. It égcused on the economic and social context of the
one parent family, and discussed the difficulties of aséertaining
and iﬁplementing adequate SES controls in thiswtypehof research. It
reported data which suggested that SES'variableé account for éome but
not all of the difference observed'bet;een FA and FP children's

school achievement.

Summary and Research Implicéfions. To summarize, the first section

- ¢ )
of the literature reviewed discussed problems associaged with the

définition of one and two parent samples. In so doing,iip fécused on
father absence as a continuéus and multidimensional variable that
cannot be considered in isolation from its coﬁtextuai features.

It was argued thaé any  family maytin faét be described in terms of
mother and father étesence—absence for‘both quéntitagive and qualita-
tivetinferaction. The current staté éf the f& 1iterature has touched
ypon the definition of FA and‘FP éamples in éerms of the quantity of
father-child interaction., However, researchers have not as yet
broached the other aspeéts of this conceptualization.

Those dimensions of father presence—absencé-;hat moderate the
gffects of the phenémehoﬁ were discussed next. They were identified
as beipé the permanence of and feasons for father absenCe{ the child's_‘
sex and the family's sibling dist;ibution and racial cbéfacteriéticsf

| Finally, the one parent family was cdnsideréd within its economic

and social context.‘lThe problem of controlling for SES variables was

t

2
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discussed, and research cited which indicated that social and economic
factors account for some, but not all of the difference in achievement
scores betqeen children_in FA and FP families.

In light Of‘therabove literature, the study to be reported
defined FA and FP samples within a continuous, multidimensional and

v

contextual framework; Father absent and FP samples were identified
" in terms of the quantitative, but not the qualitative dimension, the
jmeasurement of which uas considered to be too extensive for this
////istudy. In regard to the quantitative aspect, inclusion in the FA
group required that no male adult had been liv1ng in the home for a
. ninimum of two years prior to data collection.f Father present
Asubjects lived with both biological parents, and the frequency of
contact with fathers; mothers and other significant male and female
adults was identified for both samples.
In regard to the multidimensional component, the present study
dealt with continuing as opposed to temporary.father absence for a
grouo of children who were father absentlfor reasons of divorce or
separation. The fA and fP'comparison'groups were composed of
equiualent numbers of maies and females and they did not differ in
sibling distribution'or racial characteristics. Moreoyer, they
performed at similar 1evels on the WISC—R.
In light of the research that .examines the social and -economic
context of the’ Single parent family,vthe current study focused not T‘/'~
‘ion the absence of a particular set of interactions but rather on the '
' FA.childfs_existing,interactions,as‘they relate to achievement;*5q3d7'v
A Differences in economic and social conditions between the FA and FP

{

‘samples were not statistically equalized" M Rather they were identified AR



&

-and results interpreted in fight of ‘them,

~

School Learning Model

It has been stated that the oresent‘study focuses on existing, .
rather than ahsent interactions involving children in one and two
parent families, as they relate to school achievement The specific
dimen51ons explored were isolated in light of the following model of
school achievement (see Figure 2) . Figure 2 Suggests that school
achievement is the result of a student's cognitive and affective

characteristics which are in turn influenced by the environmental O

characteristics of the home and the school.

‘Environmental ’ Student | - Achievement
Influences ' Characteristics : Qutcomes
Mother/Father
Siblings . © |Cognitive
: ' ' . School
) 7] ; Achievement
Teachers Affective | .

Peers

>

Figure 2. Model of School Achievement ,,5_

Bloom (1976) identifies the home and the school as the two

= .environments most influential in shaping those cognitive and affective

characteristics of the child which’ are fundamental to 5uccess in S

-

sdhool 1earning He commeuts that a review of the literature reveals e




that a large portion of the variation in sch061 achievement, and
especially in verbal ability, can be accounted for by the differences
in student's home environments; the major determinant being what
adults do in their interactions with children rather than their
economic; educational or other status characteristics.  Bloom says?
o ”The home, especially in the age period of abOut

two to ten, develops 1anguage, the ability to

Iearn from adults, and some of the qualities

of need achievement, work habits and attention

to tasks which are basic to the work of schools.

(p. 1)

Bloom suggests that thelenvironmental conditions of the school and

classroom are also responsible for much of the variation in school

achievement -~ the quality of instruction, and the Judgments attendent

"~ * upon performance being the most important variables involved. When

instruetion is provided to a group.of learners it will most likely
prove;effective for some and relatively ineffectiye for others.i As a.
result, learners are perceived differently by parents, teachers and
peers.A Ihe’jndgnents nade ahout the learner
| are effective in convincing (him) that he is
ﬁf:"different,fromrother learners and ‘that he can
? learn betterior that he ‘can learn less well
than others of the same age.or school 1eve1
Having convinced the student and themselves,_
vhoth tha student and significant adults in
his life act accordingly., (Bloom, 1976, P. 9)

-_A considerable body of evidence supports the relationship between
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o scholastic aspirations and abilities and personai—social adjustment

student cognitive and affective characteristics and achievement.
o Cognitive characteristics'refer to a studentfs knowledge, skills and
faptitudes, while affective characteristics comprise interests and
vattitudes'toyards.self, particular learniné tasks and school as a
whole. )

In term5~of cognitivescharacteristics,~intelligence has received:

a great-.deal of attention'infitsrrelationship to achievement. Bloom

) L

~-suggests that it has been regarded as the universal cognitive entry
behaviour for school learning at all.levels. He reviéws the'literature
and concludes that general inteiliéence tests t?pically correlate

about .50 with achievenent over a wide.variety of courses and subjects.

Affective student characteristics‘also have‘an'ihportant effect
.on school achievement. A student's perceptions of his success ahg
failure experiences:shapesfhis perceptions'of'hiS'OWn‘competence;;:

A beiief that_one is academicaily conpetent or incompetent'tendsltof_
influence such behaviours as effort, faith in the:effectiveness of
the effott; and strategies adopted when learning difficulties are
encountered. E ‘

| In light of this model of school learning the present -study
compares children from one.and two parent families‘on.measures of
school achievement.> It controls an important component of the
s subject 8 cognitive characteristics - intelligence - and explores one”

aspect of their affect, academic locus of control _It,investigates '

v'the children 8 school backgrounds through teacher perceptions, and home

L backgrounds through the effects of the social and economic context on

-‘the husbandless mother,vand the mother -] perceptions of her child'
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behaviours. 1In accord with'this;’the'remainder'of-the‘literature
review deals with the following four areas:
a)  school achievement

b) . affective characteristics

c) school”énVironment_

d) home environment

r'School Achievement
‘The following section reyiews research that examines the relation-
ship between father:ahsence and children's school achievement in
light of the specific variahles to be examined by the present study.
.Three variables are considered: (1) the moderating effects on the
(FA child{s school achievement of absence for different reasons, (2)
the child's age at the ‘onset of absence, and (3) sex effects.
Throughout the following discussion it must-. be kept in mind that
.unless specifically mentioned -none-of the studies reported either
. measured or controlled for intelligence Herzog and Sudia (1973)
note that the relationship between FA and intelligence is far from
clear. Some studies find no differences in intelligence between FA
and FP comparison groups, others report significantly lower intelligence
_scores for FA subjects. In view of the well established relationship
between achievement and intelligence there is therefore no clear
interpretation of the research investigating FA children s school
achievement. The present study islunique inpthat'it has WISC-R
data for.each subject, and is able to compare the school achievement
v: of FA and FP samples that are statistically similar»in.terms of

intelligence.

Reasons for Absence. Few studies have identified let alone
° B / .
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investigated father absence for different reasgnsg A recent review '
of the literature (Shinn, 1978) reported only four studies toAhave
explored the relative‘effects of different types og_father absence.
The two to haveﬁemployed adequate controls are discussed belbw.
Santrock (1972) compared third grade Stanford Achievement Test

scores for FP, FA due to death and FA due to divorce, desertion and

separation subjects. He found significant differences between the FP

and the FA death groups and the FP and FA due to divorce, desertion‘and

separation groups, with the latter group in each comparison performing
less well than the former. Research by Ferri (1976) provides partial

support'for Santrock'svfindings. Using data from the British National |

: Child Development Study, the author compared the reading and ar1th-

metic attainment of ll year—old children in FP FA due to death

FA due to divorce or-. separation, and unmarried mother groups - the.

family,situation haVing been stable since the child was seven years of

age. Her results indicated that children'livinglwith divorced‘or
separated mothers scored significantl& belowlwidons' children and those
in two parent families, for attalnment in reading and arithmetic. _ The
illegitimate children's scores fell between those of the d1vorced
or separated, and~Widowed groups;

Santrock's and Ferri's,data both suggest'that children whose .
father is absent for’reasons of divorce and. separation perform less well

on standardized measures of achievement than FP children. However,

while Santrock found that widows' children performed’less well than

'FP children, Ferri's results revealed similar achievement outcomes

.for,the widowed and FP groups. The difference in'the two researchers

results appears to be a function of the interaction between the child's

>
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>
age at the onset of absence and reasons for absence on FA children's

school achievement.

s

' The Child's Age at the Onset of Absence. Santrock's (1972) study

»

provides evidedce to suggest that, depending on the type of father
absence involved, the child's age at.the time of absence is important
in moderating the effects of the experience. A detailed look at his
results reveals that boys who had lost their fathers id the initial

two years of their lives had significantly loher thirdAgrade scores
'than FP boys. The girls showed a similar pattern of results. SubJects
who had experienced father absence during the first five years of their
lives also achieved less‘highly than the FP subjects. On the other
hand Santrock found a clear although non significant trend for boys

- and girls whose fathers had died in the first five years of their lives
to achieve more highly than those who had experienced death of the
‘father more recently; when they were six to nine years'old;

Santrock's results Support the sUggestion that paternal'death
may‘depress achievement temporarily, while the negative effects df
divorce, desertion or separation may be longer lasting (e g., Milner,

vl968) They also explain why Santrock but not Ferri found that ‘
absénce of the father due 'to death had a detrimental effe" on children's
schopllachievement.h Santrock's sample included.a number of childrenﬂn
for nhom death of the father was a recent (i:e. in the last three years)
occurence. Ferri's sample' on the other hand, comprised children who
had experienced their father s. death no more - recently than four years-
ago. .

blanchard and Biller's (lé?l)'study provides support'for'the

suggestion that in, the cases of‘divorce,ndesertiontorlseparation,:the7
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most detrimental achievement effgcgs occur with the onset of father
absence before age five. The authors found significant differenhes for
third gréde subjects on the Stanford Achievement Test and Grade Point
Averages, between the FA before five years and FP groups, with the former
performing less well than the latter. There was no statistically

significant difference between the FA after five years and FP groubs.

It should be noted that research has also been reported which is
‘quite different in outpbme to ;hat.discussednaboye. Shipn,(l978) : .
in her }ecent’reviEW of’thébarea concludes, however, that it is theA
studies with less adequate méthodological controls that report varied
patterns fot'difféﬁeﬁt FA onset times. Keiiy éﬁd Zingle (1965) pro-
vide an example. They found a s%gnificanﬁ relatidnship between sixth.
grade‘reading achievement andithe_subjecth }ea; in‘school>a£ the Eimé’
of the family Breakuﬁ. ‘The décurénée of ébsencelﬁas most detrimental
-when it 0ccurea‘in Qf;deé l.to 3;.'It had the next greatest effect
whgn the child wa; in preschool ang'leésﬁleffect fér Grades 4 to 6.
However, the 131 subjects used in ihe §tudy_Were in a one-parent family
;ituation for varied reasons, and in fact, 19 of them were motherless.

In short; %t appears that for reasons of divorce, desgrtioﬁ_or
sepagation, the oqcufence of fétﬁervabsenée in‘£he preschodlvygérs
has a more detri;ental efféct on school achievement than absence ;fter

age five, and in fact, absence after this time may have no effect on

achievement. However, as Shinn (1978) comments, because few studies
~ have broached this area and none have included absences after age 12
in their comparisons, no definitive conclusion about the relationship

between onset of father absence and-school achievement can as yet be

drawn. Hetherington (1966) raises.the possibility that length of absence .
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rather than age of separation may be the important factor. The
research discussed indicates that this may indeed be so in the case of -
divorce, desertion, or separation but for absence due to death, recency

of occurence is the critical variable.

The Child's Sex. The FA literature disagrees about the different
effects on achievement, for males and females, of losing the father.

Shinn (1978) concludes that sex has little moderating effect on the:

_ relationship between father'absence-and cognitive growth. Radin (1976),

on the other hand,'argues that father absence has-a detrimental.

effect for boys but not for girls. It is true, as Shinn Mpmients, that
: S S . o ’
the major sex difference in redearch on father absence concerhs the

population studied. Most studies confine their samples to malesfonly;

but a few focus emlusively on females, and a comparison of the sexes
on dependent measures is rare:

There are two questions that must be considered in an examination -

- of sex‘differencés in_FA children's Echool achievement, Firstly; are

the effects of father absence more detrimental for boys than “for glrls,

=
4y

and secondly, are the negative effects conflned to males only7

For those studles that have compared the performance of FA and .FP

! _‘(’-w \

- males and females on achlevement scores, there is some suggestlon from

_those that employ adequate controls, that males are the more affected

by father absence. For example Santrock (1972) reports- a number of

e comparisons by sex for his FA and FP groups on thlrd grade achievement

l"measures. He found that for many of the comparisons FA boys scored

R
significantly 1ower than FA girls.' These results are_supported by

Shelton 5 (1969) research. ; v ' L » -

ae ¥

ATy -

Webb (1970) explored the school achievement of llth and 12th /
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.
grade students and concluded that while students from two parent homes

~

were more successful than those from one parent homes, the.differences

" were significant for boys only. Additional support for the lack of a

| |

significantly detrimental effect for girls comes from a study by
Pederson, Rubenstein and Yarrow (1973),‘reported in Radin (1976). They
found forﬁblack children five to six months of age, that father

absence correlated significantly and negatively with boys’', but not

_girls' scores on the Bayley Tests of Infant Development.

In light of the above researeh there appears to be reiatively .
strong evidence to support the suggestion that father absence has a
more detnimental effect on males'’ than on females' school achievément
Fewer studies specifically approach the‘question of whether or not the
negative effects are’ confined to males ornly, but those that do, suggest

N

that this may in fact be the case. 7

Summéry and Research Implitations. To summarize, this section

of the 1iteratute revienbidentified and_diéoqssed research nhieh

-
#»
o

-examines the relatignship between father absence and children's

»

schbol aehievement. It focused on those vaniables that are specifically
- -, 0 i . ¥

examined by thg}present study, viz., type of father absence, the child's
age when absence occured and his or her sex.
The type of father absence experienced by a child is important in
- ; . o £

moderating achievement outcomes.’ Absence due to divorce, desertiﬁﬁ“of 4

separation gseems to have a long 1asting and détrimental effect, while

- the consequences of paternal death appear to be but temporaryJ The

@“'\» - L
age at which absence.occured interactE’Qith the reasons for-ab&éncen

‘The evidence suggests that FA for reasons of divorce desertién or

i

' separation, is the most detrimentai when_ it oceurs in the first five

wr,
3.
Lo -
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years of the child's life, and eccurence after this time may in fact

have no negative achikevement effects. 1In the case of paternal death

a0 s

§hére is a relafionship between recency of the experience and lowered
achievement. Research ﬁhat examines'the sex differences in FA
children's school achievemént presents relatively sﬁfong evidence to supz.
port the suggestion that paternal absence has a more detrimental effect
on‘males' than females' achievement, and in fact, the negativé effécts
of the phenomenon may be confined to males only.

In .light of.the paucity Q% research to have examined the variables
discussed in this section, a ﬁajor concern of the present study was an
investigation of sex and fime of absence effects for a group of children
whose fathers';ere absent for reasons of divorce or separatiop. ' The

—

.FAlchil&;éh were compared with chil&ren from two parent families on
two mgaé&fes of achievement, school grades’and the Wide Range Achieve-
mé&g Test. Specifically, the study predicted that (a) FA children
would perform less well than FP childreﬁ;'(b) father absence would
havé less severe consequences for males than for females, and (c) the
occurence of absence 5efore fivé year; would be more defrimental tb

dchievement than later absence.

Affective Development

The secoﬁd major concern of the présent'study is an exploratQOn
of student affect as it relates to school learning iﬁ»FA and FP |
children with siﬁilar cdgniﬁive (i.e., WISC-R) characteristics.
Numerous“wiiters'assert tﬁat affective charécterisfiés influénce 
‘school achiévement-(Blobm, 1976). One of the most fruitful constructs
to have beeﬁ stﬁdied is that of academic locus of control (Lefcourt,

" 1976)-. E .



Academic Locus of Control. The notion of lqcus-of control
originated with J. A. Rotter in 1966, and since that time it has
recéived‘extensiﬁe.attention:ffom teséarchers."H0weVér, as locus of
céntrol appears to be a multi-dimensional  comnstruct, with little gen-
eral;zability over varied motivational situations (Crandall, Katovsky
& Cfandall,hl965), the presént study specificall& explores the-
rélationship between family ;omposition and locus of control in

academic situations. The coﬁcep: academic locus of control refers to

individually perceived sources of control for school related perfor-

~ mances. Internal locus of control is associated with the perception

bf success or failﬁre outcomes as being a consequenée of ones owrr
behaviour and, therefore, under personal control. "External locus of
contfol refers té the'perception of outédmes, whether successful or
otherwise, as havihg no relation to ones own behaviour, and therefore
béyond personal control (Lefcourt, 1976).

The importance of locus of control tovschool achievement has ‘been

demonstrated by many studies (Moursand, 1976). For example,'CrandaLl

et. al. (1965) found a significant relationship between internal locus’

‘of control and reading, mathematics, language and total scorgs'on the

Iowa Test of Basic Skills, for children from Grades 3 to 5. Internal

‘locus of control was measured via the Intellectuél Achievement

13

V'Responéiﬁility Questibnnairé-(iAR:' Crandall, Katkovsky pqd Crandall,

b

f1965), perhaps the most frequently used instrument in the assessment of

this attribute for children. «

The results of Crandall and her colleagues have been supported by
those of other researchers. McGhee and Cfan@gll (1968) found that for
two.mggsufes of achievement, course grades and standardized achievement

-
»
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test scores, students with high scores on the I R (internal orientation)

. performed signifirantly better than did studerts with low scores on the

IAR (external orientation\

Messer (1972) obtainediéimilar resﬁlts with a group éf_fourth grade
studenté, while Kifer (1975) reported that théreAwere highly signifdi-
cant differences in the IAR scores for.subjeéts drawn from the top and
bottom 20% of students in grade 4, 6 and)8 classes. The highly
échieving»students were the more internally oriented. ’'Statistically
significaﬁt differences in IAR scores were not.obtained_for the.grade
2 children. KXifer's results suggeS£ that while the use.of the TAR
yields eviderce of a significant relationship between internal lbcus

of control and achievement for grédes,B and qhgfb, the instrument may

not be sufficiently sensitive to tap this relationship for younger

children, or in fact the relationship may not exist in the same
strength at this stage. There is sSome evideﬁge that internality in
successful students increases as a function of age, although unsuccess-
ful students show armore stable 1e;e1 of externgl orientation (Kifér,
1975; Moursand, 1976). . _ ®

Thus, résearch points to a~consisteﬁt relatiopship betweenﬂintefnal
orientation and higher achievement on the oneAhand, and external orien-
tation and lower achievemeqt‘on'the other. Academic success requires

a measure of persistence and effort. Sucg/behaviours'a;e unlikely to-

be forthcoming from stddents with an external locus of control who

‘attribute their’achievement'6utcomes more to factors of luck, chance,

fate or the whim of powerful-others; than to their own efforts. .-

The child with an internal orientation; on the other hand, perceives

a rélationshipibetween his own effort and pérsistedEe, and his academic

—
-~



successes and failures. ) ' -
fAlthnghfﬁhé“IAR'ﬁeasufeé.lééﬁsioé-thfféi’fér558tﬁ;§u§ce;sfan&:uﬂ
failure e;périences, it is fare for researchers to utilize these
subscales in their studies. Chapman and Boersma (1979) are an excep-
tion. They compared the scores of poorly and horﬁéliy éﬁhiéviAé children
in grades 3 to 6, on the I+ (suécess outcomes) and I- (failu;efoutcomes)
subscales of thé iAR.' Results indicated significant differences
between the two groups on the I+ butvnét én the I- subscale. The‘
’ | . .
poorly achieving children were less 1ikely”than the hormally achievihg
1,childrén ﬁo attribute respopsibility fo;isuccess to internal factors
such as ability or effort. However, the'two groups of children were
just as likely to perceive failure outcomes as being under the control
of intermal factors. ‘Chapman (i979)vsugges£s that poorly achieving
children are likely té pe;éeive themselves as having little academic
‘abiliﬁy. Thus successful achievement outcomes are viewed as being
‘unexpected ;nd beyond their control, while failure experiences are
'“séen as being a consequence of lackingxéhe’hecesSary abilities.

The reiatipnship betweé; academicvlocué'of éontrol and achieve-
med% i& the 1ight of sex différenges is far from clear. Crandall\an&
her colleagues (1962) found that the IAR was significantly related to
reading and arithmetic achievemeni for ‘boys ﬁu; noi for girls. Chance
(1965) foﬁnd a similar pattern of éorrelations‘among third grade boys
for the same dependent variables. However, he also found-a signifi—
cant relationship betﬁeen‘the iAR scores and the fespective acﬁie?ement
Variablegifor giris} Crandéll.et. al. ana‘McGhee aﬁd Crandall report

data that suggests the reiationship between_lbcus‘of contfpl,and achieve-

‘ment for males may be more strong for an internal orientation to failure

-

“a
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than to success. No,consistent results were obtained for females.

- In iight:of,the.research, Writers,(e.g., Mbhts?nd;gl?]é)iconclude that
the-relationship betneen achievement and_locns of contrOl tefids to
‘shoﬁ up more strongly ahd.clearly for boys‘than for girls.

Explanations haVe.been offered for this tendency For'example,

. Ames (1978) found that for males and females with equivalent perfor—
mance qutcomes,‘females were more self—effacing and attributed-
significantly 1ess of their success to personal internal factors such
“as ability and effort, than did_males. Similarly, Nowicki and Walker 7
(1973) point out that the social stereotype of the female is much more
-"helpless ‘than that of the male, They suggest that the girl forﬂwhom
social approval is important, may'conceal her'internal Orientation in
order to appear more feminine. Nowicki and Walker's reSearch identi-
fied a significant relationship between an internal locus .of control )
-and successful school achievement for girls with 1ow soclal desir—>
ability scores.. However no such relationship was obtalned for girls
with high social desirability scores,

‘Locus-of control has rarely been considered in relation to one
parent-families. Hetherington (1972) compared FA and FP adolescent
girls and their mothers on the Internal-External Control Scale.

" When results were analyzed for the scale as a whole, no Significant
differences were found for fanilyvcomposition. dowever, when the |
scale was treated not as unidimensional, but‘as containing two factors,
personal and-political (Mirels, l976), Hetherington's results revealed.

that separated mothers and daughters scored significantly below FP

mothers and daughters for an internal orientation on the personal control

.but not the political factor. Horowitz (1q76) reported 8reater full-
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scale external locus of control orientations for FA than FP high school
e
subjects. Hainline and Feig (1978) investigated the control orienta-

tions of one and two parent college aged women and found no differences

between the two gron’jffﬁff>- Internal-ExternalvCQntrol Scale for 4
full-scale or subscaﬁfgiéires. The lack of congruency of their results
with those of Hetherington end“Horowitz might have come about for a
number of reasons; e.g., different age of subjecte,AHainline and

Feig's more.nomogenous comparison samples and their inclusion in the
FA grdoup of women whovhad experienced paternai separation for reasons
of death and divorce. . ’dA_ } : e

A review of the literature revealed no study, that had compared FA
and FP school children on a measure of acadmeic locus of control.
' However, there is some reason to expect that the conetruct may differ-
entiate between the children of one and two parent families’ especially
in the father-absence for reasons of divorce or separation situation.
OEvidence'_d‘oes'suggest that children growing up with divorced or
'§separated motners achieve less ﬁell than do those from two parent’
families and there is a strong relationship between academic locus of:

control and achievement. Furthermore, one parent families for reasons

of divorce or separation usually fall into the lower. socio-economic

.,wlbrackets,_ because of increased,finaﬁcial strain (e.g., Ferri.and

Robinson, 1976), and there is evidence of a relationship between SEé
and locus of control (e - Crandall et. al., 1965; Nowicki and Barnes,
1973). A childhood in ‘environments that are harshly controlling or
unpredictable, where residential instability, crowded living quarters
and poverty are the norsi is bound to 1ntensify a sense of personal
helplessness,(noursand, 1976). Ferri and Robinson's research indicates

™~

' .
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thatbjust such an environment is frequently experienced by families‘
who have undérgoné parental éivorce or separation.” As Nowicki And
Bafnes (1973) put it:
- ”.Children in this situation -—- may pefceive
events as being umpredictable and beyond
their pontrol and may as a re;ulg féel
hélpiésé‘o: powerless to do anythiﬁgl
constructivé about their condition.(ﬁ. 247).:
- To sum up, the literature prgovides evidence of a'relaﬁionship o
between lower achievement and less internal o;ientatioﬁ for success
< but not»failﬁre outcomes. Such é\fuﬁding ﬁéy indiéate that'poorly'
aéhieving childreﬁ are likely to perceive themselves.as having little -
academic ability and thereforéusee sﬁccessful achievement outéomeé
.>  as dﬁe to chance and whim factors. Children whose fathers are absent
for reasons of divorce o; separation tend to achieve less well than
FPfchildren.' Moreovér,'they experience socio¥ec9nomic environments
th?t aré‘frequently uncontrollableandquredictable. Consequentiy,
‘ the present sﬁudy predicteduthat FA children would report less internal
' origntation_fpr success outcomés tﬁan FP. children, but that the two

groups would Be similar in orientation for failure outcomes.

_T&e'Schoql ﬁnvironment

| The third aspect of the school ieafning model to be éxamined
in the.pfesent;study is tha; of'the'school, with the focus being 'v
sPecifically on the teacher, the most impo;tant "gignificant other" in
the chiid'suschdoivenviroﬁmeqt (Braun, 1976). An aspect of student-

, teacher interactions that has received considerable/atténtion during

the last decade is that of teachers' impressions, perceptions or
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expectations of pupils, andvtheir influence on school achievement.
Researchers (e. g., Bloom, 1976; Brophy & Good, 1974; Solomon & Kendall
1977) argue that the Judgments made by teachers, as a result of a
student's performance, represent one of the most influential variables

in subsequent learning success.

~ Teacher Perceptions. Although the research is ugaally entitled
"teacher-exmectations" most studies actually measure or, induce teaEher
perceptions of pupils abilities, and treat expectatiens-and perceptions
as synonomous>(Pidgeon, 1976). -Whether or not they are in fact one and )
the same thing,'has not been clarified.

Garner and Bing (1973) have postulated that the link between
teacher's_expeptatipns (A)‘and different levels of student achievement
(p) is mediated by differentiai teacher behaviqur (B) which may in turn'
result in different pupil behaviours (C). Studies have &ealt with some
of the links in this chain.

The first evidence of an A:D link wasfprovided.by Rosenthal and
‘Jacebson (1968). Despite the extensive criticism that this study has
received (e.g., Eiashoff & Snow, 1971; Mendels & Flanders, 1973), many
other studies report results that support a;relationship.betﬁeen
teacher expectations and mupil performance (Brophy & Good, 1974). Brophy
. and Good comment that nataraiiStic studies, which measure actual
expeétatiohs and student‘achievement, tend to support Garner and
Bing's A-D link, while these~studies that_exéerimentally manipulate
or induce teacmer.perceptione.aﬁd-exPectationeffareiy‘find'a signifif
Vcant pelationship between them and-studeﬁt’achievement.

Data exist on'the relations between A and B, viz., teacher

perceptions and teacher behaviours. Luce and Hoge (1978) comment that

¥
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there is evidence to suggest that teachers persist longer with high

expectation than low expectation students when they fail to answer a
question; that they more frequently praise the former for their correct

~

responses, criticize the latter for their incorrect responses, and:

B

that generally they tend to interact more frequently and positively
with high expec;ation than low expectation students.

Research has noﬁ invésiigated the (B: teachers behaviours) -
l (D: ﬁupils school achie?ement)brelétionshipbwithin the framework
prépoéed by Garner and Bing. The exception is a étudy by Luce and Hoge .
~in which positive and significant correlations (r=-.25 to r=-.40)
between frequent teacher criticism of sﬁudent behaviour and work, and
low reading and mathematics achieveﬁent’were obtained.

Thelrelationship betweén_pupii behaviours (C) and pupils’
bschool achievement (D) has been demoﬁstyated by g number of studies,
Luce and'Hoée réport th&t é review of the resegrch revealed Significanﬁ
and gositive relationships between at;entivéness, compliance, satis-
factory personal-social relationships and achievement. In the;r own
study'they obtained significant and pb#itive correlations, ranging
from .20 to .40 between rea&ing and mathematicé achievement, and!
pupils' work related and personal—social interactions. 1In ;.similar
vein, Solomon and Keédall (1977) found highly significant relationships
begween agtonomous intellectual orientation and‘school achievement
(r=.3i) and responsible,-perseveraﬁt striyidg behaivour and leg;ning ~
- success (r=,61).
"While it is‘generélly recognized ﬁhat'teacher perceptions and

behaviours are an importaﬁt factor influencing children's behaviours

and achievement, it must be remembered that the latter influence the
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former, and that in fact the relationship is one of reciprocity (e.g.,
Solomon & Kendailz. Studies reveal highly significant relationships
between teachera' rankings of punils' abilities, achievement, class-
room behaviours and standardized measures of the same. For example,
o~ N

Luce and Hoge (1978) ob;aIEEB«a correlation of .35 between seaCher
rankings of ability and IQ acores. The correlation between teacher
rankings of rea ing achievement and a standardized measure of the same
was .41, while fur mathematics achievement it was .29, vConsequently *.‘
it seems that the teacher is in fact an accurate judge of children s
achievement, abilities and classroom behaviours. However, once these
judgments have been made, they tend to be self perpetuating- as the
child and thcse around him/her act in accord with them.

The Punil Rating Scalev(PRS: M&klebust, 1971)'§as designed to
measure pupiis',behavioural patterns as they are perceived by the-
teacher in the classroom. ‘The scale tapa'five areas of behaviour that
have been related to success and failure in school ac;ievement, viz.,
auditory comprehension, spoken language, spatiaI"orientation, motor . .
cc—ordination and personal-social behaviours. Aithongh the PRS waa/
originally designed as a screening device fcr learniné disabled
Ajchildren it was considered appropriate for use in the pre;ent study
in 1ight of the fact that it measures a number of behavioural patterns
the teacher expectancy literature has isolated. as being imncrtant
most of which are associated with school achievement, and one of which
has received attention from the FA'literature. |

The PRS_tape classroom behavioural patterns that bear.a strong

‘ relationship to academic success. The first of=these is auditory

.comprehension. Auditorj comprehension is important for success in



A
learning, largely because of its relationship td'motivation, and
therefore the mediation of its effects through intervening variables.
such as attention, persistence, and increased frustration tolerance
(e.g., Ausubel, Novag & Hanesian,:£978).

The second subscale taps fluency in spoken language. The impdftancé
of language in learning is unchallenged. Indeed it has been argued
(Pribram, 1971) that learning~is language. Certainly fluency in spoken
language is especially important in elementary grades, where the class-
room iearning environment is dominated by the-quken verbal medium. As
Cazden (19f3) says: |

" Language poses multiple problems for education
because it is both curriculum content and

"1earning'énvironmeﬁt,’both the subject of
knowledge'and the medium through which knoy—
ledge is acquired. (p. 105)

‘Diagﬁostic and remedial educators (é.g., Hammill & Bértel,fl976)

frequently stress Ehe need for adequate- spatial orientation agilities
vin school learning success. The third group of behavieural patterns
'»,measuréd bi the PRS are those that relate -to spatial oxientation.
Personal and social behaviour is ;hé fourth area ﬁapped by thé ?RS.

+

It too cannot be isolated from classroom achiev

ement. AuSubei et. al,

-

comment that both teachers' ratings of adjustment and childfeﬁ's

scores on standardized personality invenfories are moderately and

positively correlated with different driteria_of school success
‘The”only area of behaviour tapped by the PRS- for which the fela-
tionship with academic success has not béeniclearly established or

o ' . 4
defined, is that 'of perceptual-motor coordinationf As Hammill and

N
\

i

i
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ﬁartell comment the existing evidence is onlybsufficient to suggest
that aé;demic lack of success is.somefimes related to, or acéompanied
by, poor perceptual-motor coordinatiomn. -
It is fare to find,‘in the FA literature, a foéus on teacher
perceptions of children's behavioural patterné. A handful of studies
A : , . .

&

whiéh measure teacher ratings of pupils' personal-social classroom

behaviours provide the exception. Cortes and Flemming (1968) éompared

teacher ratings on the PRS for FA and FP samples df black five and six
year 61d boys. Statistically significant differences were observed,
with the FA group obtaining lower ratings than the FP sroup for overall

emotional‘édjuétment, social maturity, tendenciés towards depression

and aggression, emotional security and irritability, impulsiveness and

moodiness.

fhé outcome of a study by Hefzog (1974) supports Cortes
and Flemmiqgsf results. For a sample of boys from Barbados, teachers
. .rafed those without fathers as being signifiéantly more troublesome
in school than ﬁﬁoée with fathers. The outcome of these two studies .

- may not; however, generalize to'whité populétions.

For»those stUdies.USing Caucaéién éubjects, there is little
agreement amongsthresﬁlts, probgbly beéause important variables are
?arely controlled. :For example, Aﬁkiﬁéon and Ogston (1974) and Kelly
-and Ziﬁgle (1965) repor§ no sighificant differehces betweeﬁ FA and FP
grouPS(chh%§dren for feachef ratings of behavioﬁral adjustment,
ﬁowever,.neithef of fhese-studies controlled the reasons for which the
father was absent.- A third study (Burch;nal, 19645, which also did not
control for reasons for father absence, did report significant differ-

«

" ences betWEén’tiifhet ratings of personal-social adjustment behaviours

N
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for FA and FP subjects. The FA subJects obtained the lower ratings
"In sum, a review of "~ the FA 1iterature reveals that the only area
of teacher perceptlons to have been considered, is that relatlng to.

chlldren s personal social behaviours. The results of the existlng

~

studies~are confounded by race and reasons for absence variables.
No study compares teaoher:perceptions of FA and FP boys»and girls;
nor does any studj control for IQ.

In light of the teacherlexpectancy literature, and the tendency
for children whose fathers are absent for;reasqns of divorce or
separationlto achfeve less well than FP children, the study“to be
reported{Predicted that;teachers would rate FP~children more highly
than FA children on the PﬁS subscales and total scale. Because the
scale‘taps hehavioural patterﬁs thst are closely related to school
achievement, and because the llterature indicates that subject charact-

-

$ S .
.eristics interact with father absence in achievement Outcomes, it was
. e
further hypothe51zedkthat £eéchers would rate FA glrls more highly than
’ : b .

FA Boys, and that -ci{rag

of age would be rated moreyﬁighly than those who experlenced father

Ty

absence in their preschool years. o

The Home Environment

The final aspect of the school_learning‘model to be investigated
by the oresent study' is that ofvthe home er- ironment.: The importance
'of the home englronment to‘school achievement was stressed by Coleman %%
(1966) in the report on Equality and-Educational Ophortunityoin the A
United States, when he{wrote: . B Cot

Taking all tlese results together, one implication

stands out‘above all: thatvschools bring little

43
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influence to bear upon a child's achievement
that is independent'of his backgroundqand

general social contact; end that this very lack

-

of independent effect means that the inequal—

o3

~ities imposed on children by their home,

-

neighbourhood and peer environment are carried
along to become the inequalities with which 1 s
,they donfront adult life at the end;of school.
.2 ot

A small number of. rather absent researchers (e.g., Herzog and
Sudia, 1973; Hetherington, Cox and Cox, 1976) are now beginning to

stress that the mother in interaction with her children and wi;hin a

+

\ complex social economic and cultural. milieu, plays an important part

in minimizing the effects of father absence. " The ‘study to be}reported
4

* investigates the home environment in light of three maternal omponenqp
) that research has indicated either differentiate between FA and FP

homes, or influences a child's achievement outcomes, viz. th& COD.SE-
’
Q;.v

qnences of the single parent family s soctal and ecnnomic context for

the mother, the FA mother 8 perceptions of her ch‘ilci's scholastic

b

aspirations and abilities, and her. perceptions of her child's personal-

; social adjustment béhaﬁiours. f 1 . o o .'" . -/5’7‘§<?\\;
» o Consequences of dhe Social and Economic Context fo. ~he Husband- '
'“less Mother.' Ihe absence of a. father means ‘that’ the. on  arent family

is structured quite differently to that of the two parent family. For .

.

instance the task structure of the family changes (Glasser & Navarre, -

~ _
1965) : In terms of task structure the remaining parent is ‘now respon—

sible for ths financial support, the child care and household

B



mainﬁenance‘of her family-tasks that—usually require the full time
commitment of two parents. Descriptive research\(e.g.,’Ferrigfl??ﬁ?f’“
Ferri and Robinson, 1976) reports that the single parent is likely to
experience conflict in attempting t¢ distribute her limited time between
her different responsibilities. ‘
At first sight then, the loss of the father 5
would appear to entail primarily an economic
threat and the mother's absence to present
first and foremost a_problem of child care. -
. However in practical terms, theftwo‘are
' _indissolubly linked, and difficulty facing any
'_one parent is the'one combining these apparently \
full time roles of breadwinner and homemaker..
without an unacceptable reduction of standards
" in one area or both. V(Ferri,‘1976, p. 47)‘
Ferri and Robinson's research reveals that lone parent,. and:
particularly fatherlesstfamilies, freduently Suffer from financial‘
hardshin if:not actual poverty: A recent study of community attitudes
towards 1one parents reported that the . fathers were expected to g0
out to work, and mothers to remain at home with their children (McKay,
George and Wilding, 1972). Fetri and Robinson found that 90% of
their single mothers believed that where children were under school age,
the mothers should remain at home. Those mothers that do remain at
home facaaproblems of extreme financial hardship. As a*result,'

¢

nutritional and clothing requirements, leisure and social activities

are frequentfy restricted for both parent and child. On the other

hand, mothers who work " report anxiety abdqt leaving their children
LR . . o » ”

ot

T e
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alone and gaving little time to spend in intefaction yiéh them.
Overall, one parent mothers afé significantly more concerned than two
éarept mothers with financial needs, discipline maintenance and their
childrén's-school achievement (Lamb, 1976). |

The absence of a father also has consequences for a family's
affectional structure. -Glasser and Navarre (1965) comment that‘gdults

must have love and security to maintain emotional stability under‘the

-

s;reSses of life and in order to meet the emotional demands ﬁade pn'
them by their children. .If thé‘nequ of the adult are not fulfilled,

‘they may dominate to the point where the requirements of the children.

a

are not met either.

ﬁHetheriﬁ%fon, Cox and Cox (1976) provide a vivid deécripfion

L H

J ‘ ' .
~ of the single parent's world in their analysis of the two year diary

¢ »

. ' : . F: )
records of a group of one parent and two parent mothers. Their

.

‘results suppofg the notion of greater stress ang'less:support for éhe
single parent. Results indicated that the single'mothe;s_frequently .
found-iheir sogi;l life restficfed becéuse of the epﬁhasis on
éouple‘pirpicipa;ion; Ehat they had sighificantly less contact with
gdultg than their father presenﬁ counEerparts; and that they often
gpﬁmgnted 6n.their sense of beiné l§¢ked into a child's worfd. The

) lone parents emphasized the impartanée of supporfive friends and noted
: : : . ' . o

that since separation ‘there had frequently been .great gissociation

from their married ffiends.

-

Hetherington' and her co-workers also
found that intimacy in heteroggxual'relatiqnships correlated signifi-

~

cantly with measures of happinesq;zgélf—eqteem and competénce‘ In
face of lack of support’ from gociety and isolation from other adults,

utheifA'pothers furthgr reported that their”mdst effective support‘

: ) . . N
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system was a continuing and positive relationship with their ex-husband
and his invplvemeﬁt’with the children. Ferri and Robinson's (1976)
single mother subjects similarly reported feelings of loneliness,

social isolation and lack of fit in "a world of twos", diésociation

from married friends, and the desife for intimate sexual, emotional and

~supportive rulationships.

To sum up, thé FA literature has to.date isolated a number 6f
consequences for the husbandless mother, q£ her social and ecqnomic
context. It suggests that she experiences conflict in attempting to

diétribute her limited time between her different responsibilities and

consequently tends to be more concerned than the two parent mother with .

financial, child care and nutritional needs. Furthermore, the greater

stress experienced by the single mother is intensified ﬁw’less_avail—

'able support systems in a social milieu that emphasizes couple partici-

. -2 : .
pation. Such a situation is likely to have important consequences for
the. FA child, in.the sense that;the unfulfilled motherfs needs may

dominate to the point where the ch}ld's needs are not beingjmet either.

)

Mother's Perceptions of their Children's Scholastic AspiratioﬁS'

and Abiliﬂies. It ié rare to find the area of maternal perceptions

. - . ' . ! .
included in studies of the one parent family. However, the perceptions

encountered by a child of his or her sc olégtic aépirations and abilities,-

in the home as well as the: school environmen s a;g'impqrtant in K

-

influencing that child's subsequent’ achievement (e.g., ﬁloom, 1976).
. - -

Bloom argues that although the perceptions may be accurate for that

time,’ once made and actedlupon, they s n'cngince the child and the

" mother of their-unchénging vaiidity; . The question of mothers' percép—‘

tions of their children's scholastic a ilities has not been broached

-
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by the FA 1iterature, and a review of the research revealed but one
\
study to have measured mothers perceptions of their childrenﬁs

L
St

scholastic aspirations. Maternal perceptions of-children s scholastic \J/
aspirations and aBilities 18 defined as the current awareness or:
state of knowledge about. these attributes.

Research indicates that single and two parent mothers themselVes,

hold similar. aspirations for their children.in terms of school grades

but that single mothers are less likely than two parent mothers to .
hope that their children continue their education beyond the high
school level (Ferri, 1976; Kriesburg, 1970).. However, in terms of

mothers' perceptions of their children's educational aspirations;'Ferri's

study suggested that FA compared to FP mothers perceived their‘cniidren

" as holding lower aspirations for current and'post secondary)school

achievement. S - _ ~
Although~the‘FA‘literature has not ventured into the area of

maternal perceptions‘of’children's scholastic abilities, research

-indicates;that there is‘evidence ofva relationship between enildren?s

school acniepement'and maternai'perceptions of ability, For instance,

Chapman and Boersma (1978) found that mothers of poorly achieving

subjects expedted their children to perform signiiicantly less well; . ‘ _ ;

than mothers of normally achieving Grade 3 to 6 subjects, in future ' . L

academic tasks (viz., reading, spelling, language, arts, math, social

studies- and science). ]

:v;m; ) Entwistle and Haydu; (1978) found that ‘parental perceptions of - "

ability were already related to: children 8 report card grades in the

first two years of elementaxy schooling,-and that they were modified T

as a result of the child's performance. 'Thﬁé’Ath? relationship between'{

.
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perceptions of ability and achievemenq appears to be one of reciprocal
influence.

Overall, there is some suggestion from the FA literature that
single compared to two parent mothers perceive their children as having
lower educational aspirations. The question of FA compared to F% .
mothers' percentions of‘their children's ability, has not been investi-
_~gated. Howeve;, in light of the relationshib.between school achievement
and maternal perceptions of ability, and the 1owervachievement of
‘children who are FA for reasons of divorce and separation, it is‘argued‘
that an exploration of FA mother's perceptions of their children's
‘ability would be:a valid undertaking for the'current study.

Maternal Perceptions of Children's Personal-Social Adjustment .

Behaviors. A handful of FA studies have considered maternal percep-

tions as they relate to childxen 8 personal-social adJustment o ‘ .
behaviours. For instance, Ferri (1976) found that divorced and separ—

ated mothers perceived their children as exhibiting more behavioural

difficulties than did comparison mothers from widowed and two parent

S
v

families. Compared with children from two parent homes, a greater

number of those 1iving with divorced and- separated mothers were 'seen as

fearful, tearful, fidgety, restless, likely to fight with other children

and having bad dreams.

Rowntree (1955), on the other hand, found little difference in the

reported incidence of behavioural disturbances such as night terrors,
,thumb sucking, nail biting or eating difficulties when children in FA .

and FP families were four years of age. The higher incidence of

enuresis amongst children from single parent homes, was the only signi-

ficant difference. Hovever, Rowntree did not control’ for types of

-
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father absence, and a FA sample that includes subjects who were FA
for reasons of death as well as diﬁorce and separation,'&iminishes
the likelihood'of significantvresplts. Douglas (1970) reporfed, for
the‘sa@;.group,of children,_thét this eneuresis difference'persisted

up until the age of fifteen years. The Ferri data, for-eleven year

old subjects found a significantly higher frequency of enueresis

'amongst boys but not girls from one parent compareq'to two parent
.homes. | |
Thus,‘the eviaence'sugges;s that>there is a ;gndenéy for divorced

or sepapated.mothers compared to two parent mothers, to perceive -
their children as having more personal-social,behavior.pfoblems.

But, it is.difficult tokinterpret_thgse findings. While they mayA
reflect real vari;tions in the behaviour patterns of qhildren-in'
different fémiy situations, tﬁey may also reflect the fact that mothers
on theilr ?gn are likely to be more anxious about Fheir children's
behaviour agd more ready to'pérceive problems, tﬁan are - R
mothers with the suppotﬁ of a husband." Whatever the case, either

situation is bound :to have an effect on the ;hilds'cognitive and

affective development, and hence his or her séhbol achievement, -

Summary and Research Implications

a

The final section of the literature review discussed those éspects
of the home environment that are of specific concern to the preéén:
study. As researchers are beginning to emphasize that the mother is

important in moderatiﬁg FA effécts, three compoqents‘of’thé maternal

~world that have#béen shown to influence a child's échool achievement

or to diffegentiate between FA and FP homes, were explored. E IR .

->

Evidence indicates that the single mother's social and ecenomic & 1

- . “ . . - . . . . -
- R . . -
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milieu entails considerable stress in the areas of finance, child care-”
and nutrition. Frequently expressed %eelings of loneliness ‘and social '
isolation suggest, that the single mother's needs are often unfulfilled,
and may in fact dominate to the point where the children's needs are

not being met either. ‘

Research investigating mother's perceptions of"children's educa-
tional aSpirations suggests that FA compared to FP mothers'perCeive
their children as holding lower current and post secondary school -
achievement aspirations. Although maternal perceptions of ability have
not been examined in the context of father absence, there is a rela-
tionship between maternal perceptions of less ability 3§§Echildren's
lower achievement, on the one hand, and betwéen FA for ;Zasons‘of
) divorce.or separation andfpoorer school performance, on the other hand,
Thus it was argued that it w0uld be a valid undertaking‘to compare
‘mother's perceptions of their children“s'school abilities‘in Fh and FP
samples;. |

Finally, the literature dealing with FA mother's perceptions of
rtheir:children'shpersonal-social'adjustment behaviours was discussed.
Evidence suggests that diwvbrced or separated mothers in COmparisonjto
two parent mothers, tend to.perceive their'children as having more
vhehaviour problems. Whether or not these perceptions reflect the
E reality of the situation, they will surely influence children -] cogni— N
tive and affective characteristics, and hence their school achievement.

In light of the literature to have been discussed above, the
present study hypothesized that (a) FA compared to FP mothers nould
express greater concern in matters of finance, child ‘care and

P

C oL
peraonal contentment, that (b)'FA compared\to FP mothers would perceivev

Pl e
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their children as having-lower achievement aspirations in their current

&

school work and as beinédig%%fécééquéally able, and' that (c) FA .
: DR S ek o L
mothers compared to FP mothers wog;d'perceive their ¢hildren a$

[

manifesting more personal-social adjustment ptoblems. =

Concluston

<

The review of the literature began by isolating those variables

co
o

that need to be éodsidered in an adequate definitioﬁ'o FA and FP
families. In 1iﬁe with the recommendations of recent writers (e.g.,
Herzég & Sudia, 1973; Radin, 1976; Shinn, 1978), it was ;rgued that
father absence is acontinﬁousandmultidimensional phenomenon that cannot
be isolated from the famiiy as an in;eractingAunit set withint: wider

~ social milieu. .

For the continuous aspect, it was sﬁggested ﬁhat FA and FP
samples should ideally be defined in terms of the quantity and qualitf

'oﬁ father-child and mother-child interaétions. 'ThoSe'dimensions éf
father absgnqe that the liﬁepgture has isolated as Being important,

- were next identified, viz., the permanéncé of and reasons for father
absence, the child's sex, the sibling distribution and‘race of the
fami;;:r Thevpetépecfive of the one parent family as a functioning
ent;;y Qithin an. economic and social context, revealed financial
difficulties and'lack of social support for the faﬁhe;mabsent unit.
_The problem of SES controls:were discussed and it was concluded that

it is‘preferable to recognize put_tétain=differehces}

” Ih line with thé resééfchvdiscﬁssea ébove and a con;epfualization

~ of fatherpgpsehce—fathef pr;Qence as a éoq;iﬁubué, mﬁltidimensional

. < ‘ o - .

‘and contextual phenomenon, the study :to be reporteé)idgﬁtified the

quantity of father-child and mother-child interaction for the FA and
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"

FP samples. Moreover, it controlled those dimensions that research has
isolated as affecting dependent variable outcomes. Socio-economic dif-

ferences were identified ana results discussed in light of them.’

Recent writers in the area of father absence have called for a
focus on existing rather than abseﬁt interactions. Thé prese;t study
‘examined the effects of fathgr abseﬁqe on schoo% achievemenf, within
a framework of school learning that e#abled the writer to explore
several aspecfé of the fA child's achievement related intéractions.
The model argued that scbool achievement is related to a child's
cognitive and'affeqtivé characteristics, which are in turn influenced .

by the home and school environments. Ih‘%}ght of the model the pre-
a A

-

sent study compared childfen from one and two parent families on
measures of schqoi achievement. It controlled a major component of
subjects' cognitive characteristics -~ iﬁtelligence -- and explored an
aspeét 6f their affecf, academic locus of coﬁtrol. It in;estiga;ed
the school environment»ih 1ight of mbthe; anxieties and mothers'
perceptions'of their children’s_scholastic asplrations and abiliéies,
and personal-social adjustment behav?ours.v'The literature relating
to each*of\these areas was discussed in tu;n.‘ » - o A ¥

Studies that expio;e the effects of father absencé on échool
achievement suggest that childrenlﬁhoée fathers are abseng for reasons )

of divorce, desertion or separation perform less-well than the children

of widoﬁed or two parent families.. Research further indicates that

(SN

children who experienced absence due to divorce, desertion 6r\separaf
tion, in the first five yeérs of life tend to perform less wellvghan
~those for. whom absence occured later, and that the school -achievement

-of boys is more affected by father absence than 1s that. of giris.

e ..
‘ . s



"would dchieve less well than FA females, and that](c) the effects of

In light of the literature, the first concern of the current study
was with.the effects of father absence due to divorce or separation on
school achievement. Specifically it was hypothesized5that](a) FA sub=-
jects would perform less well than FP subjects, that I(b) FA males

.}
father absence on aohievement would be more detrimenta% for those who
experienced abeencévin the first fite‘years of their life as oppoged
to later. |

The second major COncern of the present/%tudy was to compare an
aspect.of FA and FP-children's affect, academic locus of'oontrol._

The literature pertaining to academic locus of control reveals';
consistent relationship tetween int:rnal orientation and achievement ‘

success, on the one hand, and external orientation and achlevement

failure on the other. Signiflcant differences in orientation between -

'poorly and normally achiev1ng students are more likely to be foqnd for

sreens than failure outcomes. Furthermore, .evidence suggests a
relationsrip betneen 1ow‘SES"and low internal orientation.

When the outcomes of the’locus of control literature ere consid-
ered in light »f the 1owet achievement of FA subjects and the greetet

A

possibility ti .t they experience environments classified as low SE@&

7

it seems like_y that 2(a) FA children would report a less internal

control orie:tation than FP children for success experiences, but

2(b) that _he two grOups would be similar in orientation fg lln;e/l
. i /
. . ‘ . é§§ P
Outy . nase ’ \/'J'

The third dimension of the school learning model to be examined

by the present study was that of the scbool and. specifically teacher

perceptions. search indicates that teacher perceptiOns‘pley an .

h
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important part in influencing pupiis' behavieurs and achievément, and
that'the latter also influences the former. Teachers appear to be
accurate judges of pupils' achievément, ab;lities“and class;oqm
k. -iours. ' : - ) . ’

Jyefall, the relationship betweeﬁ teachers' percéptions and
students' achievement conéidered in combination with the researéﬁF

. "

that examines the effect of father absence on schogl achie&ement,
éuggests thatIB(g) teachers will rate FA studengs' classroom behaviour A
patterns less well than'those of FP st;dents;'thét 3(5) FA girls are
likely to be mere highly rated than\FA boys, and that 3(c) subjects
who ekperienced-father absence in their pqeschbol years may be rated“
less highly than those for whom absence occured after five years of
age.

-

The final area of concern for the present study,is.thatlof'the

home environment and specifically the mothers' economic, Egild care

and perso contenﬁmént concerns and her‘berceptions of her child's =~ 7
écademic aspirations'aﬁa ébi}ities and personal-social ﬁéhaviours.

Résearch indigates that FA compared toZFP mothers.pércei§e,their

chil&rén s ﬁavingvlowef educational éspiraﬁionsf :Research tﬁae

examines /the é&éial and_economic'milieu of the singié fémily constel—.

lation'jreveals that lone) parents frequently'Suffgr severe financial

ha;déh p And consequently conflict.in attempting to fulfill their

“be more concerned fhan FPrmothers'abgut matters of finance, child care
‘and personal' fulfillment. _ : - ' ' . .

The home environment was also investigated in terms of matermal
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perceptions -of children's scholastic aspirations and abilities.
-Although the FA literature has not yet-broachod the area, the relation—
ship betweeh maternal perceptions of ability and achievement éppears'
to be ono of reciprocal inﬁluenco. Thus when the lower‘achievomont
of FA ohildreh io considered, it seems likely that Q(b) FA mothets
compared to FP mothers wouid perceive their childten as boing less
academioally able. In line with previous research, it-waé—also
predicted that’ the FA'mothetsAwould perceive their. children as haVing
the lower educational aspiratioms.’
.There has been somé'consideration in tho FA litefaturg of hatetnal

. perceptions of children's personal-social behaviours. EVidence,indi—

e
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. N .,
cates that there is a tendency for dlvorced or separated mothers to ,}//¢

v

perceive their childrem as. being less well adJusted than do mothe

thesis to be examined by the current study was that 4(c) FA mothers

in comparison to FP méthers would percelve their children as exhibitlng

1VL

more personal-social adJustment problems.

i,
N
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CHAPTER III "~

¢ METHOD AND DESIGN
Subjects

Fifty six Grade 3 children participated in- the study, 28 each in

the father present (FP) and father absent (FA) groups Each of thg two

4

comparison groups comprised 18 ‘boys and 10 girls The teachers (n=18)
‘and the mothers (n=56) of these children alsa took part.  The subjegts

were selected fron soqe_ZQO'Gradé 3:children chosen from 11 urban,

-~ elementary public schools-in Edmonton; as part of a larger study
. From this larger sample, all those children who satlsfied the criteria )

_for 1nclusion in the FA group, partlcipated in the study The FP

. s .
comparisog group was obtained by randomly draw1ng 18 boys and 10 girls -

from the FP subJects of the larger Sazple

wh

The FA group was defined by the following characteristics,

a »

(L) Absence was due to separatlon or divorce

b

' _(ii) The father had been absent for at™least two consecutive years

<

prior to data collection. The mean length of absénce for boys
was 54 months (SD=24 months) and for girls 56 months (SD=24 months).
(iii) There was no stepfather, common law father or other adult male

reportedly living in the household at the time of 'data collection

s
Table 1 reports the frequency of contact between the FA subjects
e . . '(J

and their absent,fathers. It indicates that the quantity of contact:

experienced by the majority of theisubjectslwith their absent fathers

»

is low being on the average about six hours a month for fathers

fliving in Edmonton, and about three weeks a year for fathers outside

‘ of the-immediate area.
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 Quantity of Contact Between FA Subjects.

Al

Table 1

and Thei;JAbsent Fathers

. -~
Frequency of Contact Number of Males Number of Females
1. Fathers liying in C .
-~ Edmonton o -~
. (Hours’'per month) -
S0 - 8 2
‘ ".., ]‘._5 N ) A 1 N,:
6-10 o . 3 -
‘11-15 s . T2 -
16+ -1 2
. ‘,":‘ ‘ - ' '
2. Fathers living .
’ outside Edmonton
(Weeks per year) - <
o-~7 - - 1 .-
- 1-2 i . o 1 2
Co3-4 STl 2 i1
o 5+ ;‘ : - . 2 o
g y :
. - .
- i :” - ,;
3¢ R | 5
4 “.2? - : .
1 s i
7 \d‘ ’ ‘ " ‘7 L ’
B . " ) - Cgn
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‘as Table 3 shows The table indicates that on the average subjects in

The FP group waé defined by the following characteristics: 4
) (1) In'a typical veek the father spent no more than onme twenty—
four hour period away from his family -

(11) 1In a typical week ‘the father spent a minimum of eleveén

' hours interacting with his child (x=22 5; SD=8.1).

°

(iii) The father had had no more than three jobs in the past

five years (¥=1.5; SD=0.63)..
ubjects were without exception Caucasion, and all spoke English

&
as their first language. There were no significant differences in '

mean ages bet&een FA and FP male and female children; nor were there

any significant differences in standard-deviation. Table 2 indicates

o

‘that the average age of subjects was approximately eight years, three

N

months. Furthermore, there were no significant differences between

the FA and FP groups in terms of children who had repeated a grade

(x2=0, 747; df=1; p=0. 388) or. for the number of subjects in current

resource room placement (x2=1. 00; df=1' p=0.354). The two compari~

son gronps were also of similar family size and sibling distribution,

«

both grqups had two siblings. *

' Father absent<ﬂnd FP males and females were also similar in.

IS

. terms of intelligence. ‘Table 4 presents the ANOVA summary data for

the WISC-R Verbal Performance and Fqll Scale scores. The relevant,

-0,

" means and standard deviations appear'in Table S. These tables

[P
_4‘4

indica'te that allgroups fall within the average range of intelligence,‘

v,

and that the small differences in theéir scores are not statistically .

I
1

N significant. o - A ' |

In addition; for‘both the FA and FP subjects_there were no’

\,
X ~-
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1
Table 2
Means, Standard Deviations and t-test Data for Age

-

Chiaractﬂeri'sticsf (in months) of FA and FP Children

¢

harS

_FA

Mean  S.D. Mean ° SiD. - t

‘Males 18  100.0 5.986 18 101.3  4.935 -0.411

»-

Females 10 101.2 ° 5.342 10 100.8 ~4.211 =0.357
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Table 3 . S R i
Méans,iStandard Deviations add t-test Data for Family Sizé o B “yl

and Sibling Distribution Characteristics of FA and FP Children

Mean ~ S.D.  Mean  §.D. - t - P o

Younger sisters .0.393  0.567 . 0.357  0.489 d§9.253 0.802

:

‘Older sisters 0.536 0.922 0.607. 0.786 -0.312™ 0.756 4-§
Younger brothers 0.321  0.548  0.464  0.631 .-0.729  0.469 1
1

Older brothers  0.679  0.905 .0.57L  0.997 0.421  0.675

 Family size " 2.929

1.586  3.000  1.721 -0.212 ° 0.871

!
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«. - ANOVA Summary Data for WISC-R Verbal, Performance

" and Full Scale Scores

Source

df

F-Ratio -

3.

Verbal .

e AL (Sex)
B (FA-FP)

»>

AB

_Error

Perfgrmancé

-

_.A . -
B
AB

_ Error

_Full Scalé

-73.716
261

90.291

110.145 ~
G

s

© 53.447
.~ 70.879
121.355

76.828

1.477.
50.161
124.891 .

© 69,012

0.669
$0.247
'0.819

0.696~
0.923

E 1.579

0.021 -

0.727
©1.809

0.417
'0.622
-0.369

0.408
0.341
0.214

0.884
0.398

0.184

B L U Tl v A et )
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Table 5

'« Performance and Full-Scale Scores

‘e

-

) \ Means and Standard DeviationE for WISC-R Verbal,

¢

IR LS A r

-

FA

Mean

S.D.

_'Mean

S.D.”

Verbal .
Males .

‘ Females

Performance
) Males.

* Females
'Full_SCale
 Males

Females ‘

18

10

18

10

18

10

100.56

104.67 .

105.70

. 102.44

105.90

'A

8.82

- 12.79

7.02

11:26

6.87

8.39

-

18

- 10

18

10

18

10

101.06

100.80

105.61

99.50 *

102,78

100.00

9.22

8.58

>

7.44

11.85

7.18

10.00 -

xéi:T
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significant differences in reported time spent interacting with the

mother, spent in contact with significant males (other than the father)

or in contact with significant femaleg (other than the mother). The
data is presented -in Table 6 It indicates that on the whole, subjects

spent about three and a half hours each day in interaction with their

[ 3

‘mothers, and about one and a half hours daily in contact with signir
ficant males and females other than their parents.

There were no significant differences_hetween'the FA and FP

-~

groups on a number of important mother related characteristics. - Tahle

-

7 reveals that the mothers were similar in employment, age, educational

,;‘»

and medical characteristics, that they. reported similar data in regard
to the birth of the subjects and separation from them in their preschool
years. | f ' ’

able 8 indicates ‘that there are no statistically significant
differences between thé FA and FP children in. terms of medical history,
as reported by the mothers. »The‘B-value for'bedwetting, “however, is

worth noting. Although not statistically significant,‘the small

number of subjects involved in the analysis suggests that ‘there may

c.

in fact be a meaningful difference between the two groups, with more

FA than FP mothers reporting that their children were eneuretic.

The above data reveals many similarities between the FA and FP

‘groups.- But other comparisons indicate some statistically signifi- ‘

cant differences. For instance, the FA children had attended a mean

'~number of 2. 2 schools since commencing their formal education, whereas
ﬁthe equivalent ‘mean for the FP children was 1 25.- Thus, FA children i

" had’ cbanged school almost twice as often as the FP children.» This i'

odifference vas highly significant (x2-7 67; df-l p( 01) Another

Sy
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Table 6 -

Frequency of Contact With Significant Adults'"

(Except mother)

~ o (Hours per Week)
» a— i L
FA FP
(n=28) (n=28)
Adult . Mean S.D. Mean S.D. t P
Mother 25.60 11.70 -27.00 11.06 ° 0.153 0.786
Significant Males  12.14 416 10.68  4.38 —0.532 .0.597
(Except father) .
Significant Females 12.12  3.84 '9.28  4.11 -1.063  0.292

.
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Fre&&ency Data and Chi Squared Values for FA and FP

Table 7

Mother Related Characteristics

66

FA FP
Characteristics Percentage Percenﬁége X2 P
Working - - 36 42 0.299 0.584
Age 1. < 35yrs. 25 18 ‘ . i
72, 3640 yrs . 62 61 1.121 0.572
3. 41 + yrs .- 13 21 ’
vEducation .
1. € cd. 12 36 42 |
2. Gd. 12 - 25 25 - 3,89 0.165
3. Gd. 12 + 39 33 |
Medical problems 7 3 0.00 -
Biological mother 100 96 0.00 -
Difficult birth 18 21 £ 0.00 -
53 Premature child 0’ 3 ©0.00. -
Separated from 7 -0 2.07 0.489

‘child before 5
years old




Table 8
Frequency Data and Chi Square Values for Medical

Charactq;istics of FA and FP Children

s

Q

67

FA FP

Medical Characteristics Percentage Percentage - X2 daf

Serious illnesses 18 21 0.000 1

Serious acqidéﬁts o1 ‘ 4 0.00 1
sbeégh difficulties 7 o2 0.53 1
' Vision difficulties 14 11 .01 1
Hearing difficulties 7 4 - 0.04 1
Cb;ordination difficulties le | 7 ‘ l.é3 1
Freéuent cblds - ’ 11 ._ '4 0.06 1
Allergies .. 25 ' 21. 0.06: 1
Stomach piggigas “ié 18 0.43 1
Head coldé 3. 14 0.31 '1>
Nightmares . 3 1o 2,000 1

Betwetting : | 29 11 3.09 1l-

"0.438

0.611

0.871

1 0.186

0.793

0.792

0.542

0.626

0.152

'0.070 -

e



important.difference beCWee‘~£he samples was that 82% of the FA subjects

Alived in mulgtiple houéing_situations (e.g., high>rise apartments, row
houses) compared to 187 of khe fP subjects. Eighty-two peréent.of the
_ — ’ | .. i ﬁ&

FP subjects lived in a single family dwglliqg, either renting or
owning the property, compared to 18% of tﬁéAFA childfen. This diffe;—
" ence in housing situation Qas ﬁighly significant (X2=24.03; df=1; |
p=0.00). Also, significankly more of the FA subjééts-hadiattended a"
day care iﬁ their pré—échool years” than had the FP subjects (X2¥4.38;
df=1; p=0.036). |

Most import#nt, howeyer, were the very signifiéaht differences
observed in family income between the two groups. The éverage
income 9f the FA group was $8,006'per annum, compared to $22,000 per
‘annum‘for’the two ﬁarent families (ifAé$8;000; SﬁFA=$6.47; Ef?=
$22,000; SDfP=$18.98;;=6.539, df=54;‘p=0.000).' Thus, the FP group
- had a meaﬁ inco;e almost ‘three times greater than that of the FA
group. The standard déviétioné~vafié§?in a similég manner; with the
former group being the more homogéneops. ‘

To summarize, the FA‘and FP groups apﬁear to be:representative
samples of their respecqivé'pohulagi;ns. _Cﬁil&ren in the‘FA grou;
- have_little'contaCt’witﬁ th;i: biologiéal father;~inVCOﬁparison with
kthe'FP children théy Héve changed schools more often, and,theyjare'
more likely to live in multiple housing situations and<t§ ekpé;iehce'
" a very redﬁced famil? income. These are ailffaétors that researchers.f
(é.g;, Ferri & Robihson, 1976) have found‘tb beiaSéociaxed’with the
‘ “single éafgnt family'sitqatidn; On ﬁhe_othéf,hénd,vtbere were no

differences between tih'e4 FA and FP samples ;‘.o_r subject chéracteristics_

" of age, race, language, intelligence, grade, gra&e repeats, rgsourcé"

9
4
Kl

L
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room olacement and medical history. There were also no‘differences
between‘the two grdupe in terms of family size and sibling distri-
bution. The children further erperienced similar freouencies of
contact according to mothers’reports, with their mother and other
significant adults. In additiom, the mothers of the two groups of
children did not differ on a number of important'wariables such as
working status, age, education, medical history.and their—child'a

hhirth history. All in all, therefore, the FA and FP groups on the.

one hand represent the differences typical of their situatlon and o

on the other hand are similar on a number of variables that
researchers have 8uggested interact with family composition ‘to o
influence dependent variable outcomes.

Instruments ' -

Standardized Achievement. The Wide Range Achievement Test.

(WRAT~Jastak and Jastak, 1978) meaSuresireading, spelling'and

arithmetic achievement. It comprises two levels, the first forvfivej

through to eleven years, and'the second for twelve years through to
adulthood. The test yields grade equivalent ratings, percentiles
and standard Scores. Jastak and Jastak report that when general
ability iis held constant females consistently score more highly
than males in reading and spelling.” Significant sex differences are
not evident in arithmetic, however.

The WRAT has been shown to correlate highly with. other measures

' of achievement. Jastak and Jastak report a correlation of .88

between WRAT grade levels and mid term grades for one sample of

fifth grade students’, They also report the correlations between the

WRAT and the Stanford Achievement Test (SAT) obtained by the U.S.

. 6 9\_




Public HealthvSurvey (1970) from a national sample of school aged -
children. For the Grade 3 sample, the-correlationsnbetween_the |
WRAT reading grade level scores and grade levelascores for the verbsl:
‘'subtests of the SAl, ranged from .71 to .81. The equivalent correla— C T
tions for the‘erithmetic suhtests were within the .64 to .70 range. .w

Intercorrelations between WRAT subtests, at Level 1, are reported to

be from .80 to .94 for reading and spelling, .69 to .79 for reading

and arithmetic, and .7Q:to‘;77 for spelling and arithmetic.

| Overall, the WRAT is widely used as a measure of standsrdized
achievement and correlational evidence indicates\that it is a valid
instrument'for ascertaining current levels of achievement.

: Acadenic-Locus of~Control.u The short form!of'the’Intellectual

 Achievement Responsibility Questionnaire (IAR) was used to measure
academic locus of-control; Crandall (1968) recommended the use of

the short form with elementary school children. The IAR purports

to measure childrens perceivéd sources of control for success and

- . . ~v ‘:-’ .
failure outcomes in the school environment. It assesses*whether
children are likely to attribute responsibility for the outcomes to .

Ee

themselves or to significant others such as parents, teachers and

2

peers. o _— o : ' _ o o "

Descriptively, the short form of the questionnaire includes 20:

<

..of the 34 items in the _IAR. ‘The itéms are divided equally idto .

those that assess internal responsibility for success outcomes (I+)1 -i_‘ )

‘and those{thatltap‘internal responsibility for failurevexoeriences ~.: ’ ‘H{
(I-). Thé‘subscale scores range from 0 (nost(externel) to 10 (most . ‘

internal). o ‘<i“ o L h S |

Crandall, Katkovsky and Crandall (1965) report that the regular"




"

l-range from .47 to .66 for the I+ subscale and .69 to .74 for the I-

" cant sex. differences in favcur of females, are evident for the ‘

-subtest-and ‘the total test scores. ‘ . i

71

. : . ey ‘ o
and short form subscale correlations are <90 for the I+ and .91 for

‘the I- subscaleS, while Spearman-BrOWn split half reliabilities are
+ 54 and .57 for the I+ and I~ subscales respectiVely. According

to ROblnSOn and Shaver (1973) two mOnth test—retest reliabilities

, subscale. While the IAR correlates moderately str09g1y with report

A .

>card grades, the range being from the .30's to the :,50's, the.rela-

tionship between the IAR and IQ scores is weak reported c0rre1ations

]

'ranging from <14 to .26. » “' o ’ o g

. : . . e ,
The IAR has been widely used and acclaimed by researchers. -As
Robinson and Shaver (1973) conclude, the instrument is a carefully
developed scale which ghowé,evidence‘of acceptable reliabilit;, and

discriminaﬁt and convergent validity. . ¥

Classroom Behaviours. The Pupil Rating Scale (PRS: Myklebust -

1971) was developed to provide a range of classroom observations on

children in five ereas‘of behaviour that,are related'to sucCcess in

school 1earning. The author specifically designed the scale as a-

h

screening device for learning disabilities.

~

Descriptively the test comprises five subtests -- audltory s -

-

comprehension, spoken 1anguage orientation motor coordination and

. )

personal-social behaviour. The subSCales c0nsist of a number of .

dimensions on which the teacher must rate the child from- 1 to 5.

‘
th i

Data reported in the’manual (Myklébust 1 1971) 1ndicate that signifi-

The PRS appears to have good disciminant validity. Myklebust

reports that when a large sample of children were divided into pass

- . 2



;

o

g

of the/Pupil*Rating Scale are lowest for motor coordination. Except

' J

",%¥. In ehort, the Pupil.xating Scale appears to discriminate reliably :

72

E

i

and fail groups on the basis of-a’battery of verbal‘and non-verbal

screening tests,. there were significant ‘differences between the groups

on each of the subtest and total test scores of the PRS for both

boys and girls. When these same- children were divided ,into "pass",
"borderline apd "1earning disabled" groups, Myklebust reports that -
the PRS differentiated very effectively between the pass and ' i4‘f.

"borderline" groups, more effectively in fact than 49 other\measures

A} '\/ .f‘

frequently used for diagnostic‘purposes._ This was also”aﬁue for

comparison~between the’ "borderline" and "1earning disability" groups. 'Qk.

- -~ - .

Data reported in the\manual-indicate that there iS'little .

.;correlation between PRS subtest and total test scores and- intelli~

genee, as measured by the Primary Mental Abilities Test.' Correlations-

- between the two measures did'not exceed 35. On the other hand,'there

gt

) 'v . - o N '19 . >. ~
is’ aamoderatély strong relationship hetween‘PRS subscale and total
scale scores and school gradésa Except for motor coordination, : - '

‘- S %

.‘cbrrelations between the PRS anﬂ reading, spelling and aritbmetr

grades range from 30 to 53. Intercorrelations between the subtests

‘5 r <

o’ \ o -

for this area oﬁ behaviour, the intercorrelations are high and range <,

- "',’ :v_ [T b . ; i » L 3 o * - S ]
frqm .79 to .90, ‘3v."f-‘¢" o ﬂ i o LT ﬁ_..»A\ii .

-t S g 4 : : N

Tu \)/va' 3 ' ERR o

LB

i‘:The Houe Environaent.‘

The hone environnen -data
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[} \
the information essential for clearly identifying~FA and FP samplTs, and

e

secondly, to explore ‘some of those areas whicE;research has suggested L

.

might be productive in an investigation of paternal ‘absence effects.
—

- In regard to sample deffnition, data was collected on the mother
marital history, family composition,‘quantity of adult-child interac-
‘tions, paternal and maternal age, educational and occupational

\

histories, maternal medical histories, family ingcome " and the like.

In exploring some of the consequences of father absence for mother] '
. - -

and child ‘the interviewer asked quest;ons regarding maternal . y
perceptions of - children 8 educational aspirations, abilities and

. personal—social adjustment bahaviours., She explored the- family 8 _
- : [}

nutritional standards, the child's and the mother 8 social recrea B

tional and, educational activities, and the mother 8 financial, child
o -
care and personal contentment ‘concerns. Questions were structured-

-

‘vin a. forced choice (yes/no) or Likert scale manner (see Appendix A - R
X for Questionnaire). . ot ' ‘ e
Hypothesges R o0 e P -

- o . -

’School Achievement.v One® of the major purposes of the study

‘ to be reported was to investigate the school achievement of FA T

) ) -

_ children in terms of sex and time of abbence variables. It is clear

K Frnrt“n

'from the literature review that there are trends from the better

‘>,controlled studies for. chiIdren from families that have experienced -

-y

separation or divorce to achieve less.highly than'children from two

't'parent families. It is also evident that father absence appears to ‘~fh“?wﬁ

e L ..

p‘have a more derrimental effect on.the school achievement of.boys than .»5;;f'»,%hrlr
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of -father aBsence‘.t Accordingly,: the' foll;owing hypotheses for school-
--grades and Wide Range Achlevement Test scores were pro'posed., )
1.1, FA subjects will obtain signitic’antly lower school .grade
. ~and 'WRAT scores than FP snbjec‘ts; ) S o .‘ v :
1.2, FA males will obtain significan/ly lower school grade }
and WMT scores than FA fema{s. - R - |
13 v Children who - experienced father ,absence before 5 years B
- .
. " of age will obtain significantly lower school grade and
. '; . . WRAT scores "than FP children. There will be fo signi—
- ) - | .ficant differepces in school grade and WRAT scores between’.-'-‘ | . -
’ 'childfen viho experiented father absence af T five yéars i
. = and Fl’ children o ¥ 1_ e ," 14
. . 'Academi_c.'Locus of ‘Control.": .’A -._'f‘urt'her focus of the present
study was academic Tlocus:of .'coﬁtrol. When the relationships'betveen“.,?- .
social environment and.locus of control on the one hé.nd and ' : L/', ’

achieve.ment and locus of control on the other hand are considered

. I . . . - / N

-, »
-

. o
in light oﬁ the environments experienced by, and the achievement -

- -

Lo~ . levels .typical of FA- children, it seems likely that FA and FP
f | children will show gome’ differences in their perceived sources of . | B } \ ]
control for success and failure outemes ;l.n the classroom. Moreover,'; |
= : it seems likely that these differences’will be particularly evident .
-t for succed's outcoméa. If FA children, who tend to achieve less : j: 7"‘, .« -

well than FP chil.dren, internalize lower self concepts o.f ability, -

. j they are: more Likely to attribute success to chdnce o‘r the teacher 8 T

kindneas rather ﬁhan to the:l.r personal characteristics or behaviours. : Ce
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‘it was hypothesized that: ‘o
;2;1 . i FA children will obtain significantly lower scores on

the I+.(successfu1 events) subscale of the.IAR than FP
. L - ’

s . children.
2,2 There will be no significant differences in I- (failure

events) subscale scores between the FA and FP groups.

LY

~ Teacher Perceptions ' = :

Also of interest to the current study are. teacher perceptions

of FA and FP children. The %gpil Rating Scale (PRS) was chosen to

measure teacher perceptions of their pupils' .as it taps a number agf

- behaviours that are.c1081
been inVestigated within the context ~of the teacher expectancy

L . L. e - -

1iterature. Research suggests that the relationship between teacher

4 d to school success and fhat, have

' expectancy and student achievement is’ one of reciprocity. Teachers

- -~

- may or may not judge their pupils attainment accurately. However,

-

once.that judgment has been made, it is usually effective in

convincing the learner of its-validity, and: so he or she ‘Gomes to

- - -

- ‘ - perform accordingly, "thus, reinforcing the teacher 8 initial percep-'

¥ .

ﬁ tion.' In light of the effects of father absence»on school performance

and the relationship between expectancy and achievement the fbllowing

. - -
* -~

hyPotheseslwere forhulated;; ';";.;',rﬁ -:ff ‘n Tt ::';h-i,f _.,.‘i ‘

sgfh '; . 3'1'Q7’ FA subjects will obtain significantly lower subscale ) .
k.'»;.:' ‘ ‘-fi_ ;5; and total scale scores on the PRS than FP subjects.,.: L
”17? . 'f3§2gh,” EA boya "111 obtain Bisnificantly lower subscale and fé
'LJ%.V{;é{fA;p-- total scale scqghs ?n thc ?RS than PA 8ir1a'zhflé§?fdd?':'
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scale scores on the PRS than FP children. There will o g
be.no significentmdiffereneés~iniPRS'éubscale‘and,total
scale scores between children who experienced “father

ebsence after five years and FP children. iv ‘ .
. . - L ‘ -

The Home Environment . : : .

PY
-

Jrhe final aspect to be investigated by the current study was. - ","

. , . o | :
> : 'that oﬁ thefsubjects home;environment._ In particular, three compon-
. * ) . . ) . .

- . 1

‘ents of thé maternal world that have been shown to influence a

. child’s school achievement'or'to’differentiate between FA end FP-

R ;_ Vh@ﬁeé: were explored. Evidence indicates that the single mothef’s -
- - ;usociakggnd economic’milieu entails considerable stress in éreas of ) . ‘id;i‘
finance, child care and personal needs. Accordingly, 1t yas ’ .
N hyp?thesized that: ,' . : . .<
4,1 ] }".FA‘mothers compared to FP mothers ‘will report | I
e . R
) ’ N significantly mqre concern about matters of financa, e
. © child care and personal néeds. . v-‘ : 7:." .. R h- N
Ve o There is some suggestion from research that EA compared to FP "!_, 'ﬁfv ) '\fv
. { mothers perceive.their children ae holding lower achool echievement .“c-f,,-“,v‘
. . J;spiratipns, Mbreover,‘aIthough maternal pereepfdons,pé ability-h;ne ’Jf;]
o not been examined in the-context.oﬁbfather abSEnce, there s a #" ";",:ii'hd' ;:Q_
| ‘r "tionshi«p ‘bet‘weeh ma:emai perceptions of ability and sc;xool. At ’.'_; e :
—“' = ; g enent, on the one hand, an\l -bei:ween father absence jqd achool

g B ; - ey )

..:dzfpexfk\ﬂﬁfce, on; the other hend.. Coneequently it was prediéted that- 3. T

-




mothers, compared to -two parent mothers, tend to perceive their

.o ) children as having more personal-social behaviour problems. In ¢

. -~ 7 light of theAexisting research outcomes, it was hypothesized that: .

4.3 ' FA mothers, compared to FP mothers will perceive their

N
~ children as manifesting more personal—social behaviour

problems. .. : 2 A

.
.2

Procedure o A . o B -
o The'WTSC-R and the WRAT ‘were administered to subjecCS‘individu;-
B ally in the spring (April/May) of 1978. The IAR was administered in

v .

s
another testing session with some other instruments.not relevant tQ

-

this study, during the sage period The children com}leted the.

o

"IAR in thegr regular classroom groups.
At thie beginning.of the data collectioﬁ‘session, suhjectsvwere
told that the researchers wanted to'find'out‘something about “kids”

. feelings and;attitudes_toﬁards school7and'theirfschoolworkn |

,Teachers were absent during testing. - The chiIdren were urged to
¥ hEY

respond honestly ‘and assured that neither teachers nor parents,would

see their answer booklets. The fact that there were no rig&&.or

f-wrong answers was emphasized. The items were reah“aloud so. as- to

¢ : N o

"{ : S minimize any poesiblz confounding 9ffects due éb reading problems '

offered whenﬂrequested. Such occasions howh

5 . : 1"‘-«~.

ﬁ¥f; o \and clarifieatiqn wa

1

'“f;_f. 'Wever, were re. School grades ‘were . collected at the end oﬁ the'

ool . - -
[ .
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. no indication that their responses'in parficular would provide the

on- the basis of their ratings.

' the nature of the study and requesting their c00peration in the

- ers who explained the study -and arranged for a suitable time to see-

. learning, and that their child was one of many that had been selected
»l;from a. number ofxschools on the basis of their normally achieving

.characteristics,‘ More than 902 of the mothers agreed to be inter—

4

basis of this study.

Teachers ompleted the PRS for each child in the class, again
. y g

as part of the larger study, within one week of the time during whiéh
their pupils were tested. Teachers were informed that the study was

focusing on affective characteristics and correlates of learning, for
.

a-cross—section of normalﬁy achieving children. Thus, teachers

ere unaware that a comparison of FA and FP subjects would be made

v

) Data, from the mothers were obtained through an hour long inter— A - ’h

view conducted in their homes, by two,female graduate students.

- .
- . -

Prior to- E&e interview, 1etters were.mailed to the,mothers explaining

project' The letter was followed by a phone call from the interview— '

- [

,‘the mothers., The interviews~were all completed within four weeks of I

« [4

" the other dat*ollection. ’ Mothers were infonned that the study

[ ' -

AE T - .

was exploring the affective characteristics and correlates& of school

PR e -

o

,'-.

| g;viewed. The 1nterview requested input concerning the mother and. :-g o z.f;fp -
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Design
The particular design used in this study has been discussed by

Campbell and Stanley (1963) under the term "static group: comparison .

T A bt e

Campbell_&-Stanley indicate that the'design is pre-experimental » ‘-

- i

and comprises the comparison of a group which has experienced X with

one which has not, for the purpose of establishing the effect of X : “ 3
The major problem with this design is that, in the case of significant

differences o the dependent measures, there is no way of certifying ' T

~- that the groups would have ‘been equivalent ‘had it not been for X. A-
s - . . .. i
host of uncontrolled and unrecognized variables, apart from X, may A

;have helped cause the differences;- Thus, it is particularly important

Gn A e gk v 6 s ke

T, to describe and ‘contrdl for variables that the literature has identi—
‘ ) ) )

fied as interacting with the conditfbn X to influence dependent

‘measure outcomes.ﬂ
- Ay ' .

A 2 x.2 analysis of variance design, the respective 1evels being

A AR gy AR o

sex (male and female) and family composition (FA and FP) was used to

g e

D - test the hypotheses concerned with - - e o R e

o -

’l.; Significant differences in school achievement fOr family

composition (1 1) and sex (1 2) . ; | .'“ '"}' ST S é

V- "" b ’ Y e

.- 2. Significant differences for family composition In the IAR -

I+’(2 1) and - 62 2) subscales. B ;. _',‘ - :_ ) 1‘ f ) . R D

fb}é:ggi- Significant differences-in PRS scores for family composition
EERE ¢ ¥ ) and ‘sex G Ll SRR I S S
- - . o o T o 3 . L : C & R T : 'I;vlu:-r,.

_.?f_i*jl-v‘ A l x 3 analysis of variance was used to investigate the time . ' ””

.. . . S : ' . o

3 -

";-Qf absence variable, the three degrees of absence being absence
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. - ' ad ;i
’ In ‘S{.gn.ificant differences in school achievement for -
.of absence '(]'..3).' - o o _ e P '
2. Significant di‘fferenb‘ce;a' in PRS -sc';Ore:s:. for fime‘? qf absence L
".(3.3). | o _ | '
| D’ata ari;sing from t;he. iﬁterview:wi_th /.t:he m9Eher ‘wa‘s‘ analyzed . ‘
‘s - by means of the t;testﬁ; and Hcluxi—.s‘quarv'e gt#tiétiés. Produét‘«gnoment.
correlatioﬁé wérev also computed in order’ to ‘examine sthe relationships "
oo ‘amongst the variables, - . s ‘ N 4 I
. ) ) ‘ ] O
» ) L . | . ° ‘ ‘-
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CHAPTER IV

RESULTS =~ . ° 3
The resplts are presented in the following manner. Firstly, the
product moment correlations between the major variableS'investigated ‘
by the study are discussed. Secondly, analysis of variance (ANOVA)
data pertaining to the achievement academic locus of control and‘
teacher perceptions hypotheses are reported and finally t-test and.

chi—square data relevant to the home environment hypotheses are

considered.

Correlational Data
.In order to investigate the relationships hetween the major
variables emplayed in this“study,-product—moment correlations were .

.calculated on the data for the 28 FA'and 28 FP subjects Correlations i

i

 were calculated for school grades, s%andardized achievement academic Lo

R4 M

-locus of control and teacher perceptions.

| Looking firstly at. school achievement the two measures used by
the current study were SChOOl grades and the Wide Range Achievement
Test (WRAT) Subjects scores on: the WRAT reading and Spelling sub- )
scales were: moderately (r- 383 p< 01) to highly (r-.504;'p ( <0019

:7: correlated with their school grades in reading, language,: spelling,v

' arithmetic, writing and grade poipt average (GPA) (See Appendix B,

Tablg-A). On_the other hand subjects score; on the WRAT arithmetic

; subscale were unrelated‘tc school grades with the exception of ﬂ; e -

artthmetic. WRAT arithmetic correlated ™. 243 (p'(.%S) with Scﬁool‘

T o Wffl-"‘"'

'arithmetic. These findings Suggest that the WRAT reading and spelling

B S YA

I s 11



.';revealed non-siﬁaificant (r 'iﬁh 1‘-.170);to'moderately»significant'] -

A

situations. While this is not true of the arithmetic Subscale, there
is some relationship between it and classroom achievement in arithmetic.
Because the two achievement variables investigated by the{current study

appear to measure many common Skills, only the ANOVA data pertaining
to the %RAI will be presented in the results section. The school grade
ANOVA data 1is contained in Appendix- C: , , o i

lhe correlational data suggest a.moderate relationship (r—>349
to r=, 404 p(. 01) between verbal intelligence as, measured by the WISC-R
and school grade achievement (fee Appendix B -Table B). Acsimilar

relationship emerged between verbal WISC—R 8cores and WRAT reading and

- spelling subscale. 'scores (See Appendix B Table B). There was no rela-’

tionship between WISC—R performance scoreg and’ school or standardized
|

. achievement scores, while performance on the total WISC—R revealed

insignificant (r=. 218) to low but significant (r=.310; p< 05) _ .

. correlations with achievement in the classroom and on the WRAT. _ Thus |

» st

it appears that for this group of subjects, the verbal component. of

intelligence was most strongly related, the‘performance component

’ -unrelated and the“total intelligence.score-slightly related -to both

"standardized and classroom achievement.

- The second variable investigated by the current study was that of.

’ R
: academig ‘locus of control as measured by the IARN. Correlatians between :

S

the WISC-R and the IAR (See Appendix B Table ). indicated no. relation-

ship between verbal performance or total intelligence tesx scores and
u { B ‘? -

internal st&ributions for either success or failure outcomes.: An

-

.4\

7-(’

""s.

investigatibn of the relationship between school grades and the

f" | b “ -
- ;(rwriting, .374, p&. 01) correlations between.classroom achievement T

v‘-
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and attributions of responsibility for success and failure outcomes
(See Appendix B -Table C). On the other hand, standardized reag;ng,
spelling and arithmetic achievement was unrelated to ‘internal attri- ' i

butions of responsibility for both success and failure outcomes for

. a

the Subjects employed by ‘the current study. e

3

In combination, these fiindings suggest.firstly.that there is no

relationship between intelligence and academic locus of control for
. - ! / . .

B
<

. the present group of subjects, and secdndly that while there isia weak

‘relationship between the affective variable\and achievement in’ the
‘ EEN 1} . . N . ! ‘ N ) N .
~school milieu, the relatjonship does not necessarily generalize at

- this state, to achievement situations oufside the_classroom context.
The third variable imvestigated by the present study was that of
. .

teacherwratings‘on the PRS. From'the.correlational data presented in

Appendix B Table D it is evident that there,was little relationship—

&

T D BN

\.
between WISC-R sub and total test scores and PRS sub and total test

, ., scores. The majority of the correlations were non-significant
. although results did indicate a low (r— 299 P& OS) to moderate

A\
(r= 412 p<. .01). relationship. between the verbal WISC-R component and '

T ) Vteacher ratings, the only exception being motor coordination for which k ‘f-

" the correlation was nonsignificant. Correlations-were non—significant

-y

-for the HISC-R perfbrmance Subscale and largely of non or low’ signi-
-

~ficant magnitude for total WISC-R scores the only exception being R

~-u‘the relationship with orientation which wvas moderately high (r- 349) SR

Lo The correlations between PRS scores and school grades (see

f(:;"-- Appendix B Table D) indicate that on the whole there was a highly

e significant relationship between the two - variables for the subjects S %
»e . A , . : . £ . I

‘f,f*;:'f~v. employed in the present study. TWith the.exception of motor .

v
=
R

L

»
. '
R
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”coordination, correlations between the teacher ratings and school grades

were moderate (r—’362 p< .01) to high (r=. 605, p< .001), the majority
. s
being of the latter magnitude. Thus children who vere rated more -

7

highly by teachers for auditory comprehension, spoken language L IR

orientation and personal—social skills tended to achieve more highly w7 )
in school than those with lower teacher ratings
Similar findings emerged for the rela;ionships between the PRS

and the WRAT. Except for motor coordination there were highly =
2N ’ o

significant (r— 539 to r=. 799 q>< .001) relationships between teacher

ratings and -performance on the WRAT reading and spelling subscales.

Correlations between PRS subscale Scores and WRAT arithmetic tended
:to be moderate (r=.349 to r~ .412' ;)( 01), the exception being the

lack of significance with personal—social behaviour ratings (r‘ 226)
E : .
' Thus these findings indicate little relationship between intelli— "L

/gence and PRS fatings, but a strong relationship bg;when teacher rat-

) ings of children s classroom behaviours and children s school and : . / ;\
' a&dardiaed achievement scores.. I ‘ . o o } S ‘f‘b' ‘

i )

In sum, the:correlation'al data presented above'su%s ‘that . . -

. the achievement academic locus of control and teacher rating scales

‘employed by the present study are- each meaSuring largely different s

',dimensions of the subject ] cognitive world

N #

Analysis of Variance Data “ o B o E , o B B

Vo WRAT Grade Scores SRR - "'f\' o ':_" o ',.

Familz,Composition by Sex The results of the two-way éyOVA __7 'fﬁ

eﬁ3“for WRAT reading, spelling and arithmetic grade seores are. presented

'Q . N tin Table 9 The relevant means and standard deviations appear in
.,;. - z R P S

ERPRR R S Table 10 ’ For reading,_there is aééignificant_family eomposition
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effect (F=4. 291 df=1 52, p‘: ,05) with the FA group performing less >

PRSP

well than the FP group (FA M—4 08 -SD=1. 175; FP M = 4.79' SD=1.61)

o,

N

Spelling yielded significant sex (F°4 112 df= -1, 52 p& 05) and sex * Lt

/74

by family composition effects (F-4 687 df=1, 52 pL. 05) In regard . L
to ‘the sex effect, males performed less well than females M M 3.47; ’ "< o
» . : . )
SD=O 86 F M=3 83 SD=1 10). Scheffe comparisons for the'interaction T

n

indicated that' there was a significant difference in performance for s

FA males and FA females (F=5, lOl df=1 »52; p<;.05). The other'inter1

group comparisons were: nonsignificant. | - o IR

oo »
Like spelling, arithmetic also yielded significant sex (F—S 673 S

1 males scored below femaies M M=2, 99, - Lo e .
3. . .

r

S A £l °

While the interaction was nonsignificant in the case of reading,'

© Table 10 shows that the FA group again scored-below the other three
\ - > ,'—".
.groups. In reading the FA females have depressed scores ‘in compari—

son to ‘the FP grOups., However, for’spelling and'arithmetic their' ;“;l d

’ scores are more like those of the FP groups than the FA maleS. It - ‘_;.;_}
N : .
R T 1s imPortant to not% that although there is a significant FA effect

. for reading, all groups are performing or above-their grade level
On the other hand the mean scores for s ling indicate that FA

mles ‘are performing approximately half a year behind their grade

: 1evel agg the 1evel of the other groups.a From the arithmetic mé;:h‘-
~vo \-,- : ‘




Table 9 L
ANOVA Summary Data for WRAT Reading, Spelling and

Arithmetic Grade Scores:  Sex x Family Composition

4

Source df M.S. F-Ratio Probability:
Reading ‘ _
A (Sex) 1 0.744 0.347 - 0.558
B (FA-FP) 1 9.202 4.291 0.043%
AB 1 1.443 0.673  0.41k
Errors 52 2.145
Spelling
A 1 1.352  4.112 , 0.045%
B | 1 0.022 0.069 0. 300
4B o 1.537 © 4.687 0.032%
Errors 52 0.328 ; '
_Arithmetic o | : BN
A" ! 0.690 5.673 0.021%
B | 1 0.094 0.777 0.382
AB S 0.576 4.735 0.034%
Errors . 52 0.122 .

Scheffe Comparisons- for Significant Interactions

" Source ’ » F-Ratio. - Probability
Spelling , . .
FA: Male Qs. Female : 1,52 " 5.101 ' 0.028%*
" Arithmetic _
FA: Male vs. Female 1,52 . 5.673 0.021%

*p < .05



Table 10 -

Means and Standard Deviations for WRAT Reading, Spelling

and- Arithmetic Grade Scores: Sex x Family Composition

FA FP

N Mean S.D. N Mean .D.

Reading ]

Male 18 ° 3.79 1.15 18 4,84 .61

Female 10 43 1.20 10 4.75 .61
Spelling .

Male 18 .13 0.63 18 3.81 .10

Female 10 3.88 0.97 10 3.77 .22
Arithmetic ' ‘ _ o

Male - © 18 2.87 0.35 18 3.10 .34

Female @ 10 3.30 0.33 10 * 3.12 . 0.30

87
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their grade. placement. However, the other three groups are also

achievipng fiveﬁxo seven months below their grade level.

To sum up, this analysis indicates that father absence results
in lowered scores for males inbreading, spelling and arithmetic, znd
for females in reading. None of the groups score below their grade
levél for reading achievement, but FA boys are achieving below grade
level in épelling and arithmetic. |

Time of Absence. The ANOVA summary data presented in Table 11

a

. indicates no statistically signiftcant differences for time of absence

a \

on WRAT reading, spelling or arithﬂetic grade scores, Howgver, the
result for reading suggests a possible difference befween the FA and
FP groups (F=2.602, df—2,53; p<..1Q$. A look at the means (see

Table 12) reveals a.trend for FA before five years to be the most
‘detrimental, and FP to be the leasg detrimental for reading and
spelling achievement. Thié is'not the case for arithmetic, however.
There is little difference in the QEan arithmeéié scores for the three
groups,&but the FA after five years group séoreé lowest.

Overall then, there are no statistically significant differences
for time of absence on WRAT reading, spelling and arithmetic grade
scores although the results for reading may indicate a possiblé
difgerence begﬁeen groups.

‘ o .
Academic locus of control. Academic locus of control was

measured‘by the Intellectual Achievement Resporisibility Questionnalre
(IAR). Separate analyses wgre»performéd for the I+ and I- subscales.
The ANOVA summary data are bfesentéd in Table 13. Table 14 contains
the indiViduél means and standard deviations for the two variables.

The data_presented in Table 13 indicate a statistically significant

¢ o
i
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Table 11 e
ANOVA Summary Data for WRAT Reading, Spelling
and Arithmetic Grade Scores: Time of Absence )
' A k e
Source df M.S. F-Ratio Probability. .
‘Reading 2 5.4964 2.602 . 0.884+ o ;
Errors 53 2.111
Spelling 2 1.130. 1.167 0.319
Errors 53 0.969 . \ix'
Arithmetic 2 0.065 0:459 0.634 g o
. y
Errors 53 0.143 i 2 ‘
+ p<’,10 &




A

Table 12

J"'\""‘w\

and Arithmetic Grade Scores: Time of Absence

a

€¢\§ Means and Standard Deviations for WRAT Reading, Spelling

Source , , N . Mean .D.
Reéding . , o
* FA before 5 years ‘ ' 16 © . 3.781 .003
FA after 5 years B 12 T 4,292 . 462
FP $ 28 4.811 .639
Spelling
FA befotre 5 years 16— 3.356 .961
. FA after 5 years . 12 3.450 0.725
PP . 28 3.793 .071
“"Arithmetic
. FA before 5 years .  ° 16 3.056 432
FA after 5 years @& 12 . 2,983 0.401
FP . 28 " 3.107 0.333

Y
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e Table 13

ANOVA Summary Data’ for IAR I+ and I-.

<

Subscale Scores: Sex x Family Compbsition %

-~

I+ Subscale

<

Y

Source odf M.S. | F-Ratio " Probability
A (Sex) | 1 77.877 0.130 0.719
B . 1 - 2755.250 4.607 0.037*
AB -1 .1964.530 13,285 0.076+
. Errors 52 _597.991

.

I-Subscale
. <

Source RE M.S. F-Ratio vProbabiliﬁy
A 1 226.200 0.444 0.508

z
B 1 . - 482.78L - 0.947 0.335
AB 1 268.781 0.527 . 0.47L
Errors  § 52 509. 589
+ p< .10

* pe.05
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Table 14
Means and St’:anda‘f‘d Deviations for the IARe I+ and I-

Subscales: Sex x Family Composition:

N Mean S.D. N Mean  S.D.
I+ ” M‘/ ' L
Male 18 - 55000 ' 26.609 18 52.278 20.830
Female 10 45.100 ° 27.921 10 72.100 22.794
_ . ~ R o
I- T .
Male -. . 18 51.222 19. 354 18 49.667 25.112

Female 10  51.600  21.886 -+ 10  40.900  21.746




family composition effect (F=A.607, df=1,52; p< .05) for the I+

subscaqu,_Moreover, the sex by family compositibn interactign effect

) o v

almost meets "the probability level :equirements for significance and

certainly suggests a p0551b1e difference between the 'FA and FP groups

\

_(F=3.285,‘df=1,52; p~§.10). As predicted, the I- .subscale yielded no

.significént effects.

‘ A look at the means and standard deviations (see Table 14)

s

reveals that FA children are much less likely than FP children to

dscribe responsibility for success outcomes to internal factors such

as ability and*ﬁffont, It follows that they are more likely, there-

fore, to perceive academic success as being under the control of.

a

external factors such as task difficulty or teacher's whim. This is
more particularly true of FA females than of FA males. On the other

hand the results of the I- Subscale suggest that the comparison

groups hold similar external/internal attributions of rESponsibility

"u

Zor failure outcomes. In fact the méansashow that FA subjects are
more iikely to ascribe ;espoqstbility for failuré exéeriénées to
internal sources than aré theif FP counterpart;.
Consideréd‘together,‘the.resglts for academic iocﬂé of control,
as measured by the IAR suggest that children from one parent families

attribute résponéiﬁility'for Success outcomes more to external

factors than do chiidren from two parent families. This is particu-

. larly so for FA females. However, FA and FP children are similar in

their internal/external 6rientation for failure expe;iences.'

t
" Teacher Perceptions <

14

Faﬁity composition by sex. Teacher perceptions of the children's

classroom behaviours were meaéured-via the Pupil Rating Scale (PRS);

93
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Tabie 15 which presents the ANOVA summary data portrays a number of
dignificant diéferences for subscale and total scale scores. There
are significant seﬁ (A) and famiLy compositioh (B) effects for

auditory coﬁprehensioﬁ (A: F=5.795, df=1,52; p< .05: B: F=8.596,
df=1,52; p< .0l), personal-social behaViours (A: F;9.097, df=1,52;

N

p< .0l: B: F=7.259, df=1,52; p< .01), and’total scores (A: F=5.895, ~3

df=1,52; p< .05: B: F=9.413, df=1,52; p<.0l). The spoken language

subscale yielded a significant family composition (F=91283,'df=1,52;
p< .01) and sex by family composition interaction effect (F=4.758,

df=1,52; p< .05), and the orientation subscale, a signifiéant_fami

-composition effect (F=8,099, df=1; p< .0l). There were no sign%f cant
differences for motor»coord%pation. chsze mulFiple comparisaﬁs o
revealed that for the époken<language interaction éffect, FA males

were ratedﬂsignificantly lower than FA females (F=5.795, df=1,52;

p< .05) and significantly lower than FP males (F=4.507, éf=l;52;

’

p< .05).

Tablé 16 which presents the means and standard deviations,'
indicates that sex effects consistently favour females, while the‘
- family compoéition effects consisténtly favour the ¥P situation.
IOnce again, the FA males score below each of tﬁ; threé other compari
son groups, while the FA female scores tend to be more like tho;e o]
the FP groups than the FA maies. The area in which!the FA females

tend to be least like their FP female counterparts, is that‘of

personal-social behaviour.

’ N\

<

The PRS provides strong evidence over a number of subscales
that measure classroom behaviours important for success in léarning,

that teachers rate FA children less highly than FP children, and that
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Table 15

ANOVA Summary Data for the PRS: Sex x Family Composition

\

Source - df M.s. ' F-Ratio P

Auditory Comprehe il

- A (Sex) 47.781 '5.795

1 0.019%*
B (FA-FP) "1 70.875 8.596 . 0.005%% ‘ ,
AB , 1 12.153 1.474 0.230 ‘
Errors : 52 © 8.245 - v
~ Spoken Language ¢ ,
A - 1 25.400 2.619 0.112 -
- B 1 90.018 - '9,282. _ 0.004%%
- AB. 1 46.143 " 4.758 " 0.034%
Errors 52 9.698 -~ - . ' E
Orientation ‘ ‘ : o ' i
A 1 14.629 2.115 0.152 1
B 1 56.000 °  8.099  0.006**
AB 1 15.245 2.205 - 0.144
Errors : 52 6.915
Motor-Coordination _ - :
A 1 2.000 0.619 0.435
B 1 1. 446 0.447 0.507
AB A 1 0.248 0.077 . 0.783
Errors 52 3.234
Personal-Social Behaviour '
A 1 251.436 9.097 0.004%*
B 1 200.643 7.259  0.009**
AB 1 0.057-  0.002 0.964
Errors . 52 .27.639 {
. Total .
A 1 993.149 5.895 0.019%*
B . v 1 1585.790 9,413 0.003%*
AB 1 153.526 0.911 0.344
Errors ' . .52 168.465
* pe .05
**% pe .01
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Table 16

Means and Standard Deviations for the ERS:

Sex x Family Composition

FA

Female

FP
2 N  Mean  S.D. ‘N Mean  S.D.
- Auditory Comprehension o :
Male 18 9.000 - 2.411 18 11.944  3.467
Female 10 11.000 2.798 10 12.900 t 3.142-
Spoken Language
Male . 18 12.000 3.299 18 15.300 3.222
Female s 10 15.889 3.262 10 15.400  3.315
Orientation ; "
Male 18 10.944 2.358 18 13.100 2.847
Female 10 13.722  2.406 10 13.700  3.002
Motor Co-ordination '
Male ' 18 9.444 2,216 18 9.700 1.471
Female 10 9.667 . 1.889 10 10.200 1.608
Personal-Social Behaviours -
" Male : 18 20.611 5.713 18 25.100 5.594
Eemale _ . 10 24.444 5,500 10 28.800 5.572
“Total - ‘
Male 18 65.566 1.147 18 74.800 1.420
- 10 75.667 1.206 10 81.000 1.674

T 96
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" before five years and the FP groups. L

e

there is a trend,. albeit non significant, for FA males tJ/be

.brated less highly ‘than FA females."

’

Time of absence. The ANOVA summary data for PRS subscale and

L]

total scale scores is presented in Table 17. It indicates that time °

" of absence has a significant effect on teacher ratings for the total

scores and each of the subscale scores except motor coordination.’
A look at the means for each of the three groups (see Table 18)
reveals that for each subscale, the FA before five years group

received theilowest ratings uhile the FP group obtained the highest.

Scheffe comparisons indicated significant differences between the FA

before‘five years end FP groups for auditory comprehens;)n (F*3 572‘

df=2 53, p< .05), spoken 1anguage (F=3. 298 df=1,53; p<. 05),

orientation (F=3.412, df=2,53; p'(.OS), personal-social behaviour

(F=3.789, df=2,53; p< .05) and the total score (¥=3,573, df=2,53;

p<& .05). None of the other inter-%roup»comparisons werejsignificant;
Overall, then, the «total score on-the PRS and four of the five

subscales yieided‘significant differences in ratings ﬂor-thevtime of

abseuce.“The result was explained by the differences between the FA

-

The'Home Environment

Consequences of the social and economic context for the husband-

1ess’motherL‘tThe consequeuces of the.sociai and economic context for
the husbendlessjmother;‘were expiored in terms of financialk;chiid ;
care: and personal happiness concerns. fable 19 presents the results.
It reveals that FA mothers in comparison to FP mothers, were signi—

ficantly more concerned about their current (t=3. 085 df=54, p¢. 01)

and future financial situations (t=2 502 df=54, pd. 05) This

[
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- o Table 17 "

) ANOVA.Summary Data for the PRS: Time of Absence

4,

Source _ » df - M.S. u'f‘?Ratio Probabiliﬁy
wa _ Z
‘ _ 7 -
Auditory Comprehension 2 36.961 4,034 0.023%
Errors “ ’ 53 -9,163 : ‘
- Language Spoken 45,260  4.169 0.021%
Errors . - 53 10.856 ‘ .
Orientation s 2 28.875 3.945 0.025%
~ Errors 53 " 7.316 o
Mptor—Coordination 2 ) 2,247'. 0.712 0.495
- Errors: . 53 3.158
Personal-Sog}al Behavioup ‘_il 120.001 3.856 0.027%*
Errors ‘ - .. 53 31.120 . s
Total ' 2 . 849.477  4.597 0.014%
Errors B .. .53 184.787 - '

Scheffe Comparisons for Significant Interactions

=4

Source

df

- F-Ratio

| Probabiiiﬁy

Au&itpry Comprehension \ o
FA before 5 yrs vs FP 2,53 _ 3.572- 0.035% -
Spaken Language - o  ' :
FA before 5 yrs vs ¥p 2,53 3.298 ‘ 0.Q§5*
Orientation ' } o - <
FA before 5 yrs vs FP 2,53 "3.412 .0.040%"
Personal-Social - v . - : ) -
FA before.5 yrs vs Fp 2,53 3.789 ©0.029% "
Total" ‘ ’ "
FA before Slyrs vs. FP 2,53 3.573

a

-7 0:035%

* p«< .05 . .

23

98



Table 18

Means and Standard Deviations for the PRS: Time of Absence

Source "N Mean S.D.
Auditory Comprehension' :

FA before 5 'years 16 9.750 - 2.587

FA after 5 years 12 10.417 2.662

FP 28 12.286 © 3.354
Language Spokén _

FA before 5 years 16 13.063 ©3.445

FA after 5 years 12 13.333 3.013

FP 28 15.714 3.253
Orientation :

FA before 5 years 16 11.500 2.366

FA after 5 years 12 12.000 3.001

FP ! 28 13.714 2.955
Motor Co-ordination

FA before 5 years 16 9.250 2.147

FA after 5 years 12 - 9.917 1.899

FP - 28 9.857 1.508
Personal-Social

FA before 5 years 16 21.188 5.411

FA after 5 years 12 23.583 5.703

P ' 28 . 26.000 5.584
Total - , o

FA before 5 years 16 65.188 1.326

FA after 5 years 12 69.250 1.099

FP _ 3 28 77.571 1.521

-
\\‘
“




T—~-test Data for Qongéins Reported by FA

, Table 19

and FP Mothers

FA FP

Concern Mean S.D. Mean D df t P

Current 2.464 . 1.071 1.714 0.718 54 - 3.085  0.003%%
Financial ‘

Loneliﬁess 2.071  0.604 1.571. .634 54 3,021 .004**

Child"s School 2.500 1.000 2.071 979 54 1.62f 111

Achievement )

Relaxation 2.143  0.651 2.036 .576 54  0.258 ;517

Children's 1?893 0.629 1.821 548 54 | 0.453  0.652
Discipline

Enjoyment 1.964 0.793 1.821 .729 54 0.705  0.484

Futurei _ " 2.393  1.066 1.750 0.844 54  2.502 .015%
financial

Depression 2.000 - 0.471 1.821 .390 54 1.544 .128

Responsibilities .1.607 0.629  1.357 488 54 '11662 .102

Babysitters 1.607  0.629 1.500 0.577 54 0.664 .509

Total ‘ $20.643 3.663 17464 2.899 54 3.637 . 000%%*

* p< .05

*:*_' P< .01
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latter alsé reported significantly more 1éneliness than the former
(t=3.201, df=54; p< .01)., For each of the variables measured, trends
consistently support the-notio; of greatef concern on the part of A
thé FA mothers. The ifferences between the two groups over the

whole scale were highly significant (FA M;20.643, SD=3.603;

'FP M=17.464, SD=2.899, df=54; t=3.637; p=0.000). * P

- Mothers' perceptions of their children's educational

aspifations and abilities. Table 20 reports the means, standard

'deViations and t-test data for mothers' ratings of their children's
educational aspirations and abilities. A significant difference was
obtained between FA and FP maternal perceptions of their children's
current academic aspiratioﬁs (FA ﬁ=2.786, SD=0.995; FP M=2.286,
SD=0.599; t;2.27é, df=54; p< .05). The majority of the one parent
group stated that their children "like to get about the same grades
as everyone else'" wﬁile most of the two parent mothers indicated that
'"their children like to get better grades than almost everyone else',
Furtherﬁore tﬁe variahce of the one parent group was significantly
greafer than thaﬁ of the two parent.ggoup (F=2.75, df=54;-p¥0.01).

For maternal perceptions of ;Liidren'é abilities, results
revealed'that the £wo g;oups.of parents perceive their éhildren as
being essentially similar in ;heir abilities to learn, to cﬁmplete
universit§ and to‘do arithmetic, printing/writing, spelling and
language tasks. The two parent mothers rated their children as '
signifiéantly higﬁer in féading aBility thaﬁ did the one parent
mothers (FA M=3.14, SD=1.11; FP M=3.71, SD=0.85; t=-.2.16, df=54;
p£.05). . | | -/

Data collected and analyied, but not directly relevant to the
' !




T-test Data for Mothers' Ratings of Children's

Educational Aspirations and Abilities

Table 20
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Ability for.language

FA

Mothers éerception Mean S.D. Mean S.D. df f P

Children's academic 2.786 0.995 2.286 0.599 54 2.78 0.027*
aspirations;

Ability to learn 2.2571 0.634 2.464 0.793 54 0.559 1 0.579

Ability to complete 1.893 0.685 1.821 0.669 54 0.395 0.695
university '

Ability for arithmetic 3.500 0.923 3.321 0.863 54 0.748 0.458

Ability for printing/ 3.143 0.932 3.321 0.772 54 -0.781 0.438
writing 7

Ability for reading 3.143 1.113 3.714 0.855 54 -2.155 0.036%

Ability fon spelling’ 3.071 0.979 3.393 0.685 54 ~1.424 0.163

1a 3.214 0.876 3.463 0.637 54 =1.22. 0.227

*p<s .05
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hypogheses is interesting to note in relation to the above results. \

For insténce, while there was a significant difference in FA and FP‘

mothers' perceptions of their children's scﬁslastic aspirations, ‘
the:two groups of mothers themselyes did not differ in the. importance

they placed on the grade their children received in school (FA M=l:893,

Sp=0.786; FP M=1.679, SD=0.612; df=54, t=1.138; p=0.259), nor on the
importapce of grades in relation to other aspécts of school |
(FA M=2.214,vs1)==0.499; FP M=2.107, SD=0.416; t=0.873, df=54; p=0.387). =«
Furthermoré, mothers reéponses in the interview indicated a siéﬁifi—
cant difference between .FA and FP children in the amount of time

spent on reading‘(not conn;cfed with school work) on a typical school
day (t=2.95,‘df=54; p=01005); Children from one parent families spené
an average time of between one and 30 minutes while children from

two parené familieg spent a mean of\31 to 60 minutes reéding material
not connected with school work on a typical day. Interestingly, the
amount;of time spent watching televi;ion in a typicai school week

also appfo;ched significance (t=1.87, df=54; p=0.067), with the
children from female headed families averaging 12 ho:;;\3¥weék

compared to .the 8 hour mean for the two parent family children.

Mothers' perceptidns of children's personal-social behaviours.

Table 21 presents chi—squére values for éhildrenh behaviours as |
rateﬁ by théir mothers. It indicates significant differences
between the two groups for the presence of nervous habits, for.
exaﬁple, tics, nailbiting, thumbsucking, hunching shouldepg, clearing
throat and sniffling.‘FOne parent mothgrs pe;ceived their children

a

as manifesting nervous habits significantly more often than did the

two parent mothers (X2-4.904, df=1; p< .05). Furthermore,



Table 21

Chi Squared Data for Mothers' Perceptions of

Children's Personal-Social Behaviou;s

FA Fp

Behaviour F-Yes F-No F-Yes F-No - XZ df P
] Fid

Nervous Habits 12. 16 | 4 24 5.600 1 0.018%

| . .

- Inability to 10 18 3 25 4.909 1 0.027%,
sit. still : TN

, _ AN
_Temper 4 26 4 24 0.000 -1  1.000
Distractible 11 17 7 21 1.310 1  0.250
. : A\ |

Irritable 2 26 0 28 2.074 1 0.149

) Fear /Anxiety o 4 24 1 27 1.976 1 0.159
Unhappy/ (’/2‘" 26 7 27  0.352 -1  0.553
‘Depressed : *
Lack. self 8 20 8 20 0.000 1  1.000
confidence ' ’ '
+Aggressive/ - 5 23 2 26 1.469° 1 0.225
Quarrelling . B
Negative 4 24+ 2 726 0.750 1  0.387
Attitude .

. __ .

Frequent 3 25 1 - 27 1.077 1 0.299
Lying ' ' - :
Persistent 2 26 0O 28 2,07 1  0.149
stealing ' ’
Destructive 1 27 1 27 2.074 1 0.149
Total - - - - 9.440 2 0,009
* p< .05

** pg 0L
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significantly more of the one parent mothérs in&icated that their
children were "hyperactive/unable to sit still" than did mothers from
the two parent Pamilies (X2=4.904, df=1; ptL.dS). There were no
signif}cant“differencgs between the mothers perceptions of their

children for any of the other variables, although for each;behaviour

tﬁe trend indicated higher frequencies in the one parent group. The

N .

frequencies totalled for the whole scale were significantly different:

(X2=9.44, df=2; p« .01), suggesting that FA mothers compared to FP
mothers see their children as having more personal-social behaviour

problems. --
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CHAPTER V

DISCUSSION
The discussion section will deal with each of the hypotheses in

\ L

turn. Accordingly, the SChool achievement data will be considered
v .

f%?st, the findings for academic locus of control second and teacher
P

perceptions third. A discussgsion of the home environment variables

investigated by the current study will complete this section.

School Achievemenﬁ

For school achievement, the predictionf}hat FA subjects would
obtain siénificantly lower scores than FP subjects, was not strqggly
supported. Indeed, the WRAT yielded a- significant difference
between FA and FP subjects on the ;eading subscale‘only, with FA
¢hildren performing less well than FP children. There were no
differences between the two groups-ig spe;linggged érithmetic
achievement. The school achievement data was cg;sistent with‘the
WRAT data.iﬁ'thap it too provided‘little support for the first of the
present study's achievement hyéotheses. |
‘ Research coﬁsidering the nature of father absence and children's
cognitivev deVelopment has~spawned equivocal results. ﬁoweveﬁ, as
Shinn (1978) comments in her recent review of the literature, tbe
majérity of studies do suggest that the one ﬁarenf family.situa;iOn

has detrimental effects on children's achievement outcomes. Certainly,

‘studies that control for reasons of absence (e.g., Ferri, 1976;
. . . . . . f

v

Santrock, 1972) support the notion that childrén whose fathers'arew
absent .for reasons of divorce, desertion and separation achieve less

well than FP éubjects.1 Santrock (1972) found this to be so with
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T
third graders performance on the Standardized Achievement Test (SAT).
and Ferri (1976) obtained similar results for ll-year old reading
and arithmétic attainment.
The data presented in the current study, which suggests that
——

FA childrén score below FP children in reading, but not spelling and

arithmetic, appears somewhat inconsistent with Ferri and Santrock's

E N

findings. A nugber of reasons might be suggested to e#plain this
diffeience. Firstly, a look at the dependent measures used by the

h different sﬁudies indicates that¢Saﬂ1rock reports a total score
rather than sﬁbject scores. Thus tﬁe reader cannot know i1f the FA
children ‘scored consis;ently below the FP children across the verbal
and mathematical componenﬁs of tﬁe SAT, or whether a sig&ificantly B
lower performance in one area was responsible for the tetal result. 4 \QZLA
| The curré&t stedy suppqrts Ferri's fihdings for reading buf not
arithmetic attainment, Moreover, although‘FA'éubjects'in the present
study scored significantly below FP subJects in standardized reading
achievement it must be kept in mind that all groups were achieving

at or beyond their grade level and, therefore, are not at this stage K

' handicapped in terms of national norms. In light of the fact that

Ferri's subjects were, on the average, three years older than those

’

'in the present study, an idea that must be considered is that the
detrimental effects of father absence are not fully apparent by the
third grade, but do becgme more obvious in subsequent years.l Such
an ﬁypotheéis has not been_tested by the FA literatufe to date.
However, data from a:nember of'sourcee does suggest ;hat the differ-
 ences i? FA and FP children's achievementmay increase in higher;

grades. TFor example, Ferri found that FP'subjeéts compared to FA
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subjects, showed significa&tly,greater progress in reéding and
ariﬁhmetic attainment Between seven and 1i years.

Further supéort for the notion £hat4FA children's achieveéeqt
detriments_increaée‘withiage; coﬁes from literature whiéh’investi— N
gates affecfiveqvariables and their relationship toischool achievemené.

For example, Chapman (1979) qompafed children who were normallya
adhieving and children"whé were receiving remedial instructionLin
reading, on the Student's Perception_éf Ability Scale (SPAS). ﬁé _
found that the remedial group reported lower self-perceptions of
ability not only on the reading/spelling subscale, but also on the
arithmetic, penﬁanship/neatness, confidence, school satisfaction and
general ability subscales. That is, lower reading achievement was:
related not.only to a lower self perception of ability for feading \

but a more géneralized lower academic self concept.

The impiications of a relatively negative self coﬁcept for
success in school 1earning have been well documented (e.g., Bloom,

1976; Chapman, 19;9; Cooper, 1979). With little faith in their
abilities, students are ;ikely to approach classroom tasks w%th
reluctance, dislike or even avoidance. Lacking the motivation an§
persisténce necessary for school success they embark on a pgth of
acédemic faiiure. ’

| Ayfurther reason may acéount for the lack éf‘éonsistency in
cutcotie between fhe current study and prior research findings. in_
Fhe;present study FA an& FP subjects did ﬁot differ in intelligeﬁce
as measured-b& ﬁISC-R verbal, performaﬁce and total tesﬁ.s¢oreé. Neither

Ferri (1976) nor Santrock (1972), both .of whom found significant

‘differences in»échievementnbetwéen FA anleP children;_controlled for
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IQ.’ Blanchard and Biller‘(l97l) report. findings that indicate when
IQ ié géntrolled, differences in achievement between ﬁhird grade FA
and FP subjecés are significant only for those children who exper-
iencéd féther absence bgfore five years. Later father absence did
not reéult in éignificantly iower achiévehent. The FA group
employed in the present study was approximately equally‘divided

between early and late father absence, a fact which may have accounted

for the lack of significant differences between the one and two

parent family-groupsf (\

—

In short, data from the present study"suggest that while FA
children perfofﬁ signific;ntly less Qell than FP childrenmin third ;
gradg reading, there are no significant differeqces bgtween/xhe two
groups in spelling and arithmetic attainment. These findings are not
entfrely consistent with those of past research which tend to
proﬁide stronger evidence of the de;fiméntai effects of father

absence for reasons of divorce, desertion or separation on children's

cognitive development, Two major reasons were forwarded in explana-

tion of this difference. Firstly, the curfent study invéstigated

the achievemept of tﬁird grade children andvan exploration of the

differences in.achievement.progress and”affect suggest chéﬁ attain?

ment diffefénces may widen in 1ater_grédes. Secoﬁdly, this study

unlike'the other studies, controlled for IQ. Blanchard ‘and Biller's

wark lends?sﬁppér;;to t?e notion tha£ this may accpuntvfor'ghé

differencés invbﬁgcoﬁebbgtWeen the present’study énd.pasg.rééearch.
The.preﬁiction that FA'malés Qbuld obtain significéntly lower

achiévement.scofes than‘FA females received strong support from the -

current study. FA males scored significéntly below FA females in




Spelling and arithmetic. Their lower reading scores did not reach
significance. These results indicate firstly, that the cognitive

development of boys is more affected by father absence than is that

i :
3

of girls, and secondly, that third grade FA girls' spelling and
arithmetic achievement does not in fact differ from that of FP
subjects.

Although the FA literature disagrees about the different

effects:on‘achievement, for males and females, of the loss of the

’

father, a considerable body of evidence supports the notion that the
effects ar&imore detrimental>for boys, end that they may in fact

be negligibie for girls. For example Saﬁtrock (1972) fgports for a
nu@ber of thir& grade achievement méasureé ‘that FA boys scored -
;ignificantly lower than FP boyg, whileVWebb:(l970) found achievement
differenceé betweeﬁQoné and two’parent children to be significant

for boys only.

TH; stronger effects of father absence on boys'’ cognigive
develppmentvis usﬁally explaiﬁéd within'a learning theory framework
which:pdstulates boys' idéntification with their fathers. Researéhefs
disagree about the basis for identification; some assert the necés—
sity of external reward (e.g., Gerwitz & Stengle, 1968); others argue
that modelling caﬁ take“placé.without'eXternal rézgfd'while still
6ther child developmentxpheoriéts (e;g., Kagan:.lQSS; Mussen &
Rutherford,yl963;‘Sears, 1953) postulate that children imitéte
models who are nurturant and‘reﬁarding, a proceés which is particularly
_evident-with a model who resembles ﬁhemsélves.‘ However, as Radin
(1976)-states:‘

There may be disagreement about the basis for
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jdentification’ among theorists afd researchers,
butlthere is.little about the fact that young
boys identify with Zimitate and/or model their
fathers ... as boys identify with their fathers,
they emulate~not only attitudes,_values; roles;

gestures and emotional reactions but problemé

X

solving strategies,~ thinking processes and -

vocabulary as well. This matching of a child's ~

to adults 1nte11ect1ve behaviOur should foster

~ -~

the cognitive development of young boys. (p. 242)

. , :
Parental’influences on cognitive development are poorly under-

stood. The means by which cognitive 1dentification is mediated are

&

'currently little more than speculation,'although there is some
evidence, albeit correlational that the father ‘may exerc1se a-
51gnif1cantly strong influence over his son's 1ntelLectual develop-
ment --— stronger than over his daughter s cognitive growth -- and . N

_that mothers and fathers provide different influences in this respect:

Lamb (1976a5'argues'that although there is a wide—spread \ o

'agreement that mothers and fathers play different roles in the
dsocialiaation‘of their adolescent children, research suggests that

h,differential*parental roles exist from infancy.- Lamb (1976b)

.in a detailed observational.study,ynotedjthat mothers' interaction.
with_their.infants'tended to largely centre around%caretaking
activities orsinvolve conventionalrand toy-mediated types'of play,-
whereas fathers initiated more physical idiosyncratic and creative
types of play. A recent study by Clarke—Stewart (1978) supports

'Lamb‘s-findings; .piller (1974) reported that mothers were more ‘




-and motoric challenges. He suggests that fathers were the more

‘1positively correlated with scores on the Bayley Tests ofxlnfant

,.
. 1‘4)

| _ N TV
c » ' - (>-\'
likely to inhibit a child's exploration thgn’were fathers, who

,enCOuraged their infants curiosity and attempts’to solve cognitive

Y

effective in fostering their child's sense of mastery over the
: , N

@

environment.
Other studies suggest not only that differential parental
r

roles exist from early imiinfancy, but also that the father is a more

important factor in hi% son's than his daughter s cognitive develop-

“ment. For example, Pedersen, Rubenstein and Yarrow (1973) r ported;

in Radin (l976),,found that for five to six month old black Kgys, but v

not girls, the amount of interaction between father and child was .

Development. Radin (1972) supports these results, with a study

whlch reported that paternal nurturance was positively” and signi-~
ficantly related to bo ut notlgirls cognitive development
Similarly, paternal restrictiveness was negatlvely assocxated with
achievement in boys but nmot girls. 1In a second study (Radin,>1975)
factor-:nalyses‘were performed on ﬁathers' behaviours with their

sons and daughters. For the boys fgur factors emerged two nurturant i
and pos1tive1y dssociated with cognitive competence, and two restric—
tive and negatively associated with cognitive competence For the
girls, however, six factors emerged, only one of which correlated
significantly with achievement. Radih also notes that while father—
‘son interaction yielded clear factors, three of the six- father~\ \ .
daughter factors were-ambivaleﬁt and comprised contradictory ‘ i-

behaviours: A further study by Radin (1974) suggests that feur-

year old girls use their mothers-as their primary model.



To conclude, it appears that father absence has a more detri-
mental effect on the academic achievement of boys than girls and
that girls in fact may be_minimaiiz-7ffected by paternal absence.
The findings of the present stuay are largely_supporte?ﬁby those of
past research;_ Although parental inflnences on cognitive develop-
nent are pootin understood, most researchers consider the differential
sex effect of father absence in light of identification, and recent
research suggests that mothers and fathers interact differently with
their children and that interaction of the father is related to his
son's but not his daughter's cognitive development.

The third achievementrhypotnesis predicted that children who
experienced father absence before five years, but not those who
experienced father absence after five years, would obtain significantly
lower achievement scores than FP children. This hypotnesis was LY
not supported by the.results of'tﬁg cnrrent study which revealed
no significant differences in achievement between any of the three
groups. However, the resulQS for reading did approach the‘probability
level set for'siénificance, and in light of the smail sample involved,
do suggest possible differences in reading achievemeggyfor time of
absence. All “in all, the data from the present stndy indicate that
~ time of paternal absence‘has a negligitle effect on children's
snelling'and arithmetic achievement, but that it may be of importance
for attainment in reading.

Although the outcomes of past research are eqni;ccal tne more
". methodologically sound studies do suggest that time of paternal : i

"absence is important in 1nfluencing achievement outcomes. Blanchard .

and’ Biller (1971) found significant differences for the SAT and GPA
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between FA before five years and FP groups, the former performing
less yell than the latter. There was no tSZistically significant
difference between the FA after five years and FP grohps. Santrock
(1972) found significant differences in the achievement, c%mpared
to FP Subjeets, girls hut not boys who‘experienced father‘absence
'before five years. There were no attainment detriments for boye or
girls separated frdm their fathers after five years of age. However,
there were significant differences in achievement between FP children
and~FA boys and girls who experienced paterhal separation in fhe
initial two yearsiof their lives. 0 ;

As Shinn (1978) comments,. no defihitive conclusions about the
relationship between onset of father ahsence and school achievement
can be drawn at this stage. Methodologically sound ‘studies are rare,
and not entirelfbconsistent in their outcomes.

‘Santrock's and Blenchard and Biller's results together suggest
thet the child's age at the time of paternal separation is pfobably_
importent in influencing subsequent achievement odtcomee. However,
when five years is used as the cut off p01nh for early and late

N absence 31gn1f1cant detriments are found sometimes but not other
times The,ptesent shudy and those of. Santrock and Blanchard and
iBiller used- small numbers of thlrd grade subjects. ‘May3e§the variable
outcomes e:e.attributable to small sample>51;es. -Perhaps theJ_
detrimentai effects Qf”eafly absence:are not yet evideht atbthis

stage of the child's schooling and become more cleatr in subsequent

grades. Alternatively, Santrock's data suggests that perhaps two

years rather than five years is the more meaningful division point.

- l
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Santrock's study raises the sts;Bility that length of absence
rathei than agé of separation may be the important factoy. Certainly’
it seems that'the earlier the. onset and the longer the ration of
conditions typically experienced by the female-headed family —---
financial hardship,'frequent residential changes, lack of societal
support, loneliness, tension, less time for child care aétiVities

~and the like:é— the less;dikely the child‘is'to have the necessary
school readiness behaviours and the more likely he or she is to
- suffer academically. - — - : | -
An~altern§tive explanation of the Santrock data is that of a
critical period iq child devélobment. Certainly thére is support
for such a notiop within the child development literatufe. Fof
example, White and Watts (1973) comment in'their_eﬁtensive and
detailed longitudinal study of the major influences in the develop~-
mentvof the young child: : . : ‘...
~ Out study ... has convinced us of the special
importance of the 10- to l8—month'aéerranée
for the developmeﬁthof genéral'compegencé; Atv
this time of iifé; for most children, several- ‘ 2
eﬁtyémely'imporgaﬁgpdevelopments éoaleéce and
force a test of each family's capacity to rear
children. Tﬁe priméry bﬁrdeﬁ iﬁ most Sgées falls
upoqrthe mother. (p. 234) |
Certainiy,:if 10‘t6 18 moﬁfhg,israjcrifical_penio&Aﬁﬁ a
child's develoﬁﬁent, then it would be more;mééhingful;to explore
* - time of absencé.effects'in terms of occurence before and~after two

_ years of age.

i bk
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All in all .the present study did not support the hypothesis

that children separated from their father before five years achieve

less well than FP children. No significant differences in achievement

were found for the time of absence variable. Past research of a

methodologically sound nature suggests that time of absence is
important in moderating achievement outcomes. Studjes to have
investigated absence Béigfe and after five years sometimes report

L}
significance and other tigps do not. However, Santrock found strong

.detrimental effects in 5€;ievement for absence prior to two years of

age. Such a finding may be interpreted in light of a length of
absence or critfical period hypothesis. |

‘To sum up, data from the present study suggeét that FA children
compared to FP children achieve sigdificantly less well in reéding,
th not érithmetic and spelling in the third grade. Other studies

generally offer Stronger support for FA attainment deficits. The

.-

v'bé:tiéular fesul:s:of the. present study, which examined third grade
children, might be partly due to thq possibility that FA-FP achieve-
- ment differences inCrease‘as childfen-ptogress to higher grades, and

partly due to the fact that this study, unlike most previous studies, 3

contfﬁlied for IQ. The current'study supported prior research which
has found that FA males achieve significantly less well than FA
females, and ‘that paternal absence may in fdct have a minimal effect

on girls' academic development.. These findings were discussed in

terms of identification theory and recent research data which

' suggests Ehat>différentiél baréﬁtal roles exist from early in in-

fancy, and that paternal irteraction is related to son's but not

daﬁghter's academic attainment. Finally, the current study offers

116 .
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little support for the notion that absence before five years is moré
detrimental to achievement than later absence. However, past
research suggests that time of absence may be important in influencing
achievemené outcomes. Lengfh of absence and critical period,consid—
erations suggest that it may be mqre meaningful to divide FA subjects
into those separated before and afté: two years rather than five

years.

Academic Locus of Control

As predicted, FA children obtained significantly lower scores

than FP children on the I+‘scale of the IAR; that is, compared to
‘ childtren from two parent families, those from one parent families
were moré likely to perceive suceséful achievement outcomes as being
related to external sourées of control such as luck, the teééher's
whim or the easy nature of the task. Concomitantly, FA children
were less likéiy than FP.children to ascribe success to internal
.factors‘suhﬁ as ability and effort. In addition, as predicted,
control orientations for failure outcomes yielded no Significant
differences for family composigion; that is, FA.and:FP children
ascribed similar levels of responéibility for failure outcomes °to
externaloand internal sources. Considered together, these results
indicate that while FA childfen tend to attribute success to external
factors, such as the teacher$ good mood or the unusually easy nature
‘of the task, they hold themselves responsible for their failures,
attributing them to internal factors such as lack of ability.

~.In lighﬁ of the acﬁie&ement levels typicallof the FA and FP
childfen in this study and in light of past research in this ;;ea,

results are particularly interesting. Many previous studies
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(e.g., Chance, 1965; Craﬁdall et.alf,'l965; Kifer, 1975; McGhee &'
Crandali, 1968) have reported positive, significant oorrelations
between successful achievement and high internel attribution scotes.
The correlational_data reported in the present study reveals such a
relatiouship for scﬁool grades but not standardized achievement.
However, this distinction is not at variance with the results of

other studies that have employed the two achievement measu_es. For

-

instance, McGhee and CrandalI“(1968) report a stronger and more

—

consistent relationship between attribution of_responsibility-and
school grades‘than between attributions of responsibility and standard-
ized achievement measures. They‘offer in explanation the suggestion
that school grades are.usually dependent not only on academic perfor-
mance but also on the teacher's estimation of a-student's motivation,
initiative, willinguess to partieipate, persistence ano tﬁe like -~
characteristics that are muehtless likely to be forthcoming from
students who attribute suecess largely to externalAas opposed to
internal factors.
Few ptevious studies have distinguished betweem control

_ orientations for failure and success outcomes. However, those that
have (e®g., Chapman, 1979; Chapman and Boersma, 1979) report signi-
ficant differences between poorly and normally achieviug children,
in grades 3 to/o for the I+ (success outcomes)tbut not'the I-
(failure outcomes) subscales of the TAR.. The authors suggest that.J, f

- the lack of differences in eoutrol otientetlon for faflure Outeoueei
",%UdiCat?S.th?F,ROQ?ly‘QChi?VgﬁgiChildfe“ have'gome'jto belieVe’
':'.they;ieek4the nEceSserySebiiities:fof outeessfu}{eeédeﬁig;}ff7u‘a

attainment. = - ‘ I '_' o R (»t' o
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The'pre%ent study obtained~significant differences between FA

.

. - )
and FP subjects* control orientations for successful but not failure
2 - BN e .

achievement outcomes;r Yet the. differences in achievement between

: RN
the FA and FP groups)were not great ‘Certainly, assuming'they are
representative of the two groups achievement histories they do not
appear to warrant such distinct differences in control orientation,
1nclud1ng a possible internalization on the part ‘of FA subjects, of»
low academic abilities

A possfble explang%ion is provided by Chapman (1979). He

compared two.groups of subjects, ' of-which was achieving below
grade level in reading, the second being a normally achieving group,
ano found that the former compared to the latter group réeported lower
self perceptions of ability not only in reading, but across‘each
school subject and for general ability levels. This characteristic
was well established by grade 3 and supportsaBloom (1976) and
Hamachek (1978) when they.commépt that relatively depressed levels
of academic self confidence appear in the first few years of elemen—
tary school, frequently in response to repeated failure'experiences
in the heavily stressed area of reading; Although S%e grade levels
attained in reading by the FA children hardly‘seem to attest to
'failure experiences in terms of national norms, it is evident that

. a’ comparison with FP classmates would make the fA children aware of

illtheir lower achievement 1evels, and as Festinger (1954) argues,

' ”¥estimates of self worth are largley formed on"the’ basis of comparisors

'~with the peer reference group._
A second explanation f6r the lack of congruency in FA subjects

"bachievement and. affect 1ie3 in an’ examination of typical FA and FP
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enyironments and experiences. Littlevresearch has directly assessed
“the control orientations of FA and FP samples. However, Hetherington
(1972) reports significant differences between FA and FP adolescent
girls on the personal control dimension of the Internal-External
Control Scale, the FA subjects being the more externaily controlled:
Research by Horowitz (1978) provides support for Hetherlngton ]
~findings
Differences in control orientation between Fe and.FP children
. : r
nardly sge;s surprising when one considers conditions typical of
: //kjthe female-headed family -- residential instability, poverty,
crowded living quarters, unpredictahle enQironments in which adults,
let alone children, experience little sense of control»over their
world. Such a situation is bound to intensify feelings of personal
helplessness and magnify the importance of chance and whim in one's"
life (e;g., N'owicki'_& Walllter, 1973). L
It is particuarly interesting to note the sex differences in
control orientation revealed by the current study. The majority of
the family composition effect in attributions for success outcomes
may be attributed to the extermely. low internal orientation of the
FA-girls. Conseouently, the gex bp family conposition effect almost
reaches statisticai significance. In fact, FA and FP boys portray
‘>5little difference in their internal attributions for successful
) f;achieeement outcomes. On the other hand FA girls are less internally .

‘ oriented in this respect than any of the Other three groups, especially

,i  the FP girls

- [,
R T

~ L

~In light of the fact that these Same FA girls achieve consis-“"

Cy tently above the FA boys and at. similar levels to. the FP girls results are
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surprising. However, they are not at variance with past research which

has found the relationship’between achievement and locus of control
to be‘much less strong and consistent for girls than for boys (e.g.,

;Moursand -1976) . Ames (1978) provided an explanation for this

tendency w1th her finding that for males and females with equivalent“

Hperfotmance outcomes, femaiesuyere more self effacingAand attributed
significantly less of their succeesito»perscnalfinternal\factorsv
such as ability and effort*than did maf:s A study by.Nowicki and
Walker (1973) suggests that internal locus ;f control and successful
school achievement are related for girls with lcw but not girls with

high social desirability scores.

It is possible that self effacing tendencies and. social desir-

ability needs are important variables in the difference between theqﬂ

FA boys' and girls':and FA‘anchP.giria{JccntrQl‘orientatidns.
Perhaps FA girls are more\sensitive than_their‘male ccunte;parts_to
society's condemnation of their family structdte; perhaps they are_‘
more aware of other. people's pérceptiona of them and their position
.—perceptions that ma? or may not he accurate and yet'nill most
prdhably come to be believed®and lived by the child involved.

. Certainiy, the. lack of a father wonld hardly be regarded by others
"as a ﬁinﬁ\in their part and might easily contribute to self-

f' 1\

effacing tenﬁencies unrepresentative of FA children's abilities.

The implications of the academic locus ozjcontrol data in light

of the achievement of the FA children is impo tant to consider.

'The FA and FP subjects have similar 1Qs:". By the third grade they do~

~not differ greatly in achievement levels as a group, although ‘the FA

o
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boys do consistently attain academic standards 31gnificantly below
those. of the FP subjects. However, the FA children are'significantly
more externally controlledvfor successfhl outcomes than the FP- |
children although the two groupé manifest similar levels of internal
v attribution for failure experiences. The. value-ofhconsideriné
" success and fallure outcoﬁee separately can be “seen here it apeears’
that FA children, while attributing Success’to exterhalvfa;tors such
as.chance and whim, . take responsibilityvtor theif”faiiureé{ attributing
them to their own inaeequacies,whether they be lack of ability or
lack of control over a,iargely unpredictable world;‘ ﬁt_seeﬁs likely,
therefore, that these children may start to 'give qp”, that they
2 ) 1
entertain strong doubts’about their abilities to'perform successfully
‘and therefore wi@lrshoﬁvlittle persistence‘or motivation, two
ycé;;;céeristics essential for academic achievement (e.g., Cooper,
C1979). Ll
Certalnly research>has shown that chlldren w1th external as
 opposed to internal contro Jartegé§taons tend to‘give up earlier
on_difficalt tasks (Dwec &AReppuc1, 1973) and manifest lower levels
- of intrinsic mo tivatio Lintner & DuCette, 1974). In combinatien,
these findings. suggest that the small achievement detriments
'evidenced by the FA children in the third grade will become greater
in later grades ‘thus widening(the gap between FA and FP children's

.

attainment‘

Teacher Perceptions

 The prediction that FA subjects would obtain significantly lower \

subscale and total scale scores on the PRS than FP subjects‘was

~

~ confirmed. . Of the five subecales, motor coordination wae,the only
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one.not to.differentiate between the two gfuops. These results d
snggest that teachers perceive FA children,~compated to F? children,
as exhibiting fewer”achievement—related behaviours, patticuiarly in
" the areas of auditoryfcomprehension, spoken language, orientationt
and.personalesociaiabehavioutf

Teacher perceptions have been little explored by past FA
research. Those studies that have touched on the area have dealt
with personal—social classtoom‘behaviours only, and because of the’
lack of controi of reievant variables resuits'have been equivaocal,
some studies finding that FA children were petceined by teachers
-as being less personally~socially adiusted'than fP children (e.g.,
‘Burchinal, 1964; Cortes d Fleming, 1968;:Her20g,;1974)-and other
>studies reveaiing‘no ditterences hetween the'teachers'_pefceptions¥’
of the two groups (e g Atkinson & Ogston 1974, Kelly & ZinOle, ,
1965) The present study contributes to the current state of
' knowledge by extending teacher ratings beyond the personal-social
dimen51onrto other areas .important for successful school achieVement,
fand~in emplo;ing a sample in which relevant variables were catefully
.conttolled. ‘7

The prediction'that FA boys would be rated significantly lower
than FA giris, bf teachers on the.PRs;'nasnnot generally supported
for either subscale or total scale scores, Spoken language was'the
only: subscale for which teachers rated FA boys. significantly lower
- than FA'girls; While there is no previOus literature with which:to-b
compare these results, they are interesting in light of other data

reported by the current study. In combination, the«reSUlts of the

first two teacher perception hypotheses suggest.that FA children are

.




expected to exhibit fewer adaptable achievement-related behaviours
: . x
than FP chifdren, and thet-teachers do not perceive FA boys and girls
to differ in this respect,

fhe correlational data reported by the_nresent study indidate
a\highly significant relationship between classroom and standardized
achievement scores and teacher perceptions of etudent's behaviours.
Such a finding is congruent with other research in the area (e.g.,‘
Luce & Hoge, 1978). However, while there méx be a streng positive
relationship between_subjects' relative'achie;ement and teachert
vperception ranks, the, present study found llttle dlfference in the i
achlevement of the fA-and FP groups as a whole but slgn;f;tant
differences in teacherxratlngs of children from onme and two parent
familieer A ook at[the Sex-diﬁterenees reveaied'thet While'FA
femaleeféerfnrmed_eimilarl§_tejFP‘énbjeets,'FA males consistently
F;achieved well below the three other grOUpsf Vcensequently, tzacher

ratings of'achievement—related behaviours are not entirely comgruent

with the actual echievement of these subjects. On the basis of the

achievement data one might expect teeehers to perceive FA bOys,i

but not FA boys ‘and glrls both, as exhlbitlng less desirable achieve-
, ment related classroom behav1ours t*an FE subjects. Moreover; the
significant effects are veryfmuchkstronger for the‘PRSvdata than for
the ??hiieﬁ‘a_ment data: SO h . o - 7?}3 l: : | |

In light‘of the ‘expectancy literature, howj;ight one explain

‘ ; these‘findinge? nbnfthe'one'hend research does suggest that teachers
are accurete judges of their etndent'sdbehaviours (e.g., Luce & Hoge,

1978). If this is’ in fact so, ‘an integration of the achievement and

B teacher perception data reported in the present study suggests that

° N
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‘although there is little difference in the achievement levels of FA -

- and FP children in the third grade, FA children exhibit fewer
desirable achievement—related classroom behaviours than FP children.
This suggests that FA attaioment decrements will compound over
successive grades, creating greater differences in FA and FP
achievement levels. |

Research suggesting that teachers are accurate judges of their

students' classroom behaviours is correlational in nature. That is,

students who achieve highly tend.tofbe”rated more highly by teachers.
The current study's correlational data suggests this is also true of'

these teachers and their students. _Howeverh a'similarity in ranking

does not preclude the possibility that . teachers might exaggerate
the spread of actual differences between the two groups In light
of the social'expectations that'surrOund the phenonenon of.father
absence,;the possibilityvofvinaccurate teacheraperceptions‘must be
'considered-for»theApresent data. Unfortunately the researcher does
not know the extent to which teachers were aware of their students'
family comp051tion, but an informal questioning of the teachers
known to the author suggests that they usually know of parental’
absences. Thus it seems fair to assume that in the majority of ’
. cases, teachers were aware of whethervor not the subjéct had a
father present at home. |

‘Many writers (e;g.,rBurgess; 1970; Hetherington, Cox & Cox,
1976 Ferrd, 1976; Kopf, 1970) have highlighted the myths and
_expectations held by society at large abOut the FA family.» They
ISuggest that perhaps the most difficult problem facing the single.

parent and her children arises from the attitudes and ‘behaviours
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of. a society which tends to lump the FA family"into a single éétegory

‘and apply labels such as "disorganized", -"unstable', "undesirable",

and "broken" -- a society which tends to assume that it is unlikely
. . . . —~

a child will.grow up healthy in a singlé parent family. Teachérg
play -a major role inm the transmissiqn of social values énd char-
acteristically represent the more conservative aspects of ;ociety.
It 1is qnlikely that they are free from the social stereotypes

embodied in the idea of father absence. Consequently, the possibility.

that their expectations have in fact magnified their perceptions of

the diffe;ence in FA énd FP cﬁildren's desirable classroom ~

. . . . <
behaviours cannot be ruled out. -
. . D ’ E :
f . yove

Speculation asi&e, there 1is no way of kn&&ing for the present
study whether the teacher ratings feflect accurafely FA and FPv
childrenfs achievement*rélated classrodm behaviours, or whe ther
they have been influenced by §OCial values. Whateﬁér the caée, the

N

consequences for the children are similar. Teachers expect FA

a

childrgh to exhibit fewer achievement-related classroom behaviouré
tﬁan FP children. Cooper (1979) question whether inaccurate
teacher-expectations can‘substdntially alter student berfarmancé but
iargueslthat relatively écqura?e expectations servg fo(S%ggaiﬁ pre- ' ’ "\
existing.acﬁieyeme%t variations_amohg students. Furthermore, he t ' -
aréues that exbectations play a role in thg'translAtion of student
*differenees in potential contrasts toAdifﬁerenées in achieveﬁent
betWeeh students. Cooper (19}9) comégnts:
v_‘ It should be noted that the acceptance of a L
< ' . - . . s
sustaiﬁing, as oppoéed’to altering, perfo;mance '

role for expectations hardly diminishes the o

v
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significance of the phenomenon. Even the
maintenance of below-average performance
through teacher-expectation effects ought
to be the focus of societal concern. (p. 393)
Other researchers (e.g., Brophy @yGood, 1974; Solomon &
Kendall,'l977) peréeive inaccurate teacher expectancies as capable
of alteringvstudent performance. In terms of the current study this
means that teachers, influenced by sociai'stereétypes, qnfairiy
expeét fewer“achievement-relatedvclassroom'behaviours from FA'thgn
FP children. The FA student is likely to‘perceive these judgments
o .
and become convinced of their validity. Sﬁbsequent attainment levels
and behaviour patterns will be affected accordiﬁgly and the'teacher's
expectatisné confirmed;
Either a sustaining or an'altgring interpretaﬁioﬁ of the data
has important implications for these children. Aithougﬁ the FA and
FP childfen employed in the current study'do not differ in intelligence,
and‘sﬁow few differences in third grade échievgment levels, teacher
percéptions of theif classroom behaviours indicate that lower aéhieve—
ment.leveisvwill ceftainly bé sustained andlprobably heightgned in
subsequent grades., Consequently it is‘udiikely that the FA cﬁildren's
Jin;ellectual poteﬁ%ial will be realized so long as they are bound by
the reciprocity of the low expeétation—low achievement circle.
Teacher expectations have their effect on.student achievement “%f ¢

through their translation into-different classroom behaviours. Céoser

(1979) summarizes the literature and concludes that teacher-expectatibﬁé

N : . .9 ‘ :
affect each aspect of Rosenthal's (ﬁ"%)%’our—factor typology—dﬁimg&e, o

input, output,'and feedback, .

R
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Teacﬁers appear to create a warmer socioemotional atmosphere for
brighter students. They have been observed to be most supportive and
friendly towards bright students (Kes;er‘ngetchonth, 1972) and
to smiie and nod mére at the b;ighter children (e.g., Chaikin,

Sigler & Derlega, 1974). Verbal input is affecéed by teacher expecta-
tions. Students labelled slow are giyen fewer oppbrtunities to learn
new material than those labelled bright (e.g., Beez, 1970) and also
have less -difficult material taught to them (e.g., Cornbleth, Dzvis

& Button, 1974). 1In regard to the verbal output factor it has. been
found that teachers offer clues, repetition and repﬁrases of a
question more frequently when highs agfyer a question incorrectly than
when lows answer inéorrectly (e.g., Brophy & Good, 1970). Moreover
they allow bright students longer to respond before redirecting
unanswered questiops to other ciass members (Rowe, 1974)., Feedback
béhaviours vary in relaﬁion to teacher perceptions too. Cooper (1979)
comments that research consistently shows that teachers tend to

p%aise high expectation students more and proportionateiy more per
"éorreét response. On the other hand, low expectation students are
criticized more and proportionately more per incorrecL respbnse._ All
in all, therefore, it appears that the relationship between teacher
expectations and student achievement is certainly mediated by differ- N
ent teacher behaviours for high and low expectation students.

The academic locus of control results ma& also bear a relationship
to the teacher expectation data. The cofrelational findings indicate
no relationéhip between the IAR and standardized achiévgﬁent,lbgt a

positive and significant relationship between academic locus of control

and classroom achievement. FA children were significantly less
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internally controlled than FP children, and this was particularly
noticeable for gifls although their achievement levels diffeted little
fromvthose of the FP aubjects. In light of the teacher pereeption
data, it is possible that the FA girls' high external orientation may
ée partly attributable to their awareness of teachera' lower expecta-
tions fot.them. Already they may have come to interpret these lower
expectations as a lack of ability on their part and, therefore, puzzled
. by their success, see it as belng due to chance occurences; The
consequences of such an affect for increasing achievement decrements,
have been discussed above.
| The predictions that children whovexperienced father absence

Before'five years of age but not tho;e who experienced fathet absence
after five years, would obtain significantly lower subscale and total
scale scores on the PRS than FP children, was confirmed. Mbtor
co-ordlnation was the only subscale for which there was no signifi-
cant difference between the gr0ups. No prior literature has assessed
“the relationship between'time of absence and teacher ratings of
children's classroom behaviours. Thus the present-findings will be
discussed in terms of the other data reported in this study. For

the first two teacher perception predietions it seemd valid, on the
basis of teacher reports,, to‘suggest that most teachers were aware of
the household composition of their students. However, .by the same
token, few teachers appear to know when their students experienced
father absence. Thus, for the third hypothesisyit cannot be assumed
‘that ratings on the dependent variables were fhfluenced by expecta-
tions attendent upon-a knowledge\ofvindepepdent variable groupings.

Conseqﬁently, it appears that a sustaining rather than an
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aitering interpretation of teacher expectations is the more valid for
this data. That is, as teachers were anaware of when their students
experienced father absence, it seews that their ratings may reflect
real differences iﬁ thé classroom behaviours of the subjects. Howevér;
as was discussed above, even a su:taining interpretation of the data
is mattér~for concern as teachers' perceptions, reflected in their . :
classroom behaviours, serve to maintain and heightgp aqhievemgnt
differences in high and low expectation students. Consequently,
despite no significant differences for time of absence in third
gréde subjects’ attainmeﬁt, the implications of the teacher ratings
are that the differences in achievement between eérly separated,
late separated and FP children will widen in subsequent gradés.

To sum up, teachers expect FA children tg'portray significantly
fewer aéhievement—related classroom behavioé%éﬁéhan FP children.
They.do not perceive FA boys and girls diffefently in this respect.

In light of the fact that there are few significant achievement

-

/- :
might interpret the

differenées between FA and FP children, one
teacher ratings in one of two ways. They may be relatively accu%ate
which suggests that FA children exhibit fewér of those behaviours
important for school success than FP children. In such an event, it
appears on the one hand that FA-FP achievement differencés would bé
more opv?ous in subsequent grades, because of the FA chiidren's
less adaptivé behag;oﬁrs agd because of the sustaining or heightening
nature of the teacher expectations.

The second.in;éfprétation»hypothesizes that teacher expéctationé

are not or were not accurate, having been influenced By socia’ stero-

types of the one parent family, -Conéééuently, teacher expectations
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are perceived as having an altering effect on student achievement as
students feel and come to live out the expectaticns“‘ Whatever ‘the case,
the ;mplication for FA‘children s future achievement is that of greater
achievement deficits in subsequent grades. Moreover, teachers expect
early separated children to exhibit fewer adaptive classroom behavicurs
than late separated chil&ren. -Although it is difficult'to.see how social
values might be a factor in these findings, a sustaining interpretation
of the expectations Suggests, again, that the differences in early
separated, late separated and'FP children's achievement‘will bevmaintain—

ed or most likely heightened in later grades.

The Home Environment’ ' : : ' L

The prediction that FA mothers, compared to FP mothers would report
significantly more concern about financial, personal and child care
needs, was Supported. Differences between the two groups of mothers
over the tetal scale'were highly-significant.. The items that differ-
entiated.significantiy between théiwomen were those pertaining to
current and future financial concerns and lqneliness.

These results are consistent with those of past research. Higher
levels of stress anp conflict are consistently reported for FA than
for FP mothers (e,g,, Ferr?i 1976; Ferri & Robimson, 1976; Lamb 1976a).
Such a finding would appear obvious in light of the fact that one
parent is now responsible for tasks which often tax the energies of
two people. The single mother is responsible for the financial
support, child care and household maintenance of her family and
frequentiy experlences stress and conflict in attempting to nistribute
her limited gime between her different respcnsibilities. Father

absent mothers' greater concern with financial matters is congruent
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with their aqtual income levels, which are well below those of two
parent families.
, 4Fui;hérmére,,;ﬁe'pnesgﬁt study found that FA mothers are signi-

ficantly more lonely than ¥P mothers. This result confirms Hethering-
ton, Cox and Cox's (1976) descriptivé analysis of one and two parent

‘ P S \ ’ .
mothers' diary records.” They found that single mother subjects. -

o

reported social isolation and lack of fit'in a "world of twos,"
unacceptance by other adults, especially women who often perceived

them as a threat, and.. the désire for intim&;g sexual, emotional and

~N
: : VL
FA mothers live much of their lives without>fulfi;lment,of

supportive relationships.

their needs, If the’needé ofnthé mother aré not fulfilled they may

dominate to the point where the needs of her children are not met

- either. The importance of the mother in mediating the effects of

g

father absence 1is being étressed by reéent research. As'Mackler (1969),‘
‘comﬁents in relation to féther’abéepcemand cgénitive development :

ﬁaving a father in the.hoﬁe does not insure

success nor does his absence insure failure.

What is.common to‘most successful childrén

is an adult, usually mother, whose interest

in the child and his education ... is keenly

sensed by the child. Mother may be WOrkiﬁg.

most often she is, but she is there asking

‘about school daily, or at least once a week."

(p. 459)

Certainly, child rearing studies (e.g., Baumrind, 1971;'Becker,

‘1974; White‘eﬁ. alf,'1973, 1978) leave little douﬁt that parenting

étylgs are inextricably linked with childten'g/persqnality

v



characteristics and their school achievement, although research is-.far

from specifying the‘particular behavioural medietion of these parental

attitudes, aspirations and child rearing behaﬁiours (Brofenbrenner,

1974) .

The area of matermal

within the context of f - bsence. One exception is maternal

perceptions of children'sQAcholastic aspirations. Ferri (1976) and
Kriesburg (1970) both found that whiie FA and FP mothers themselves
hoio similar aspiretions for‘theirkchildren in terms 6f school grades,
FA mothers percelve their children as holding lower educational
aspirations for current school attaimment than do FP mothers their

children. The present study confirmed these two findings. Further-

more, it investigated parental perceptions of children's abilities,

‘and found that the two groups of.parents perceived their Ghildren.as

being essentially similar in'their abilities to learn, to complete

university and to dovarithmetic, printing/writing, spelling and

language tasks. However, two parent mothers rated their chiidren-as
o

significantly higher in reading abiiity than did the one parent

mothers.

When these results are considered together with the other findings

reported in the present study, some interesting trends emerge.

.mFirstly, the finding that FA mothers compared to FP mothers perceive

their children as holding lower academic aspirations is consistent
with the finding that teachers expect FA children, compared‘to FP

children, to exhibit feﬁe:_desirable achievement-related classroom
behaviours. It appears,fi;erefore, that both parents end teachers

perceive children from one—parent families as less motivated, less

A
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persistent and.less careful in their school work than the childrén
from two parent families. The academi; locus of control data is,
moreover, congruent with this picture. The significantly higher
external-orientation oh part of the FA)SUbjects for sﬁccess experiences,
sugges;s‘that they are'mqre likely té perceive shccessfﬁl achieVémént
outcomes as the result, not of ability an§.effort,-but;fathérvof ?
chance and whim. As success 1s not seen as being under their congrol
théy aférlesé likeiy,ﬁo'persist, try hard with or be careful in

school aésignﬁents. However, as there are few achievement differénces
bétwéen the FA anh FP’groups at this stage, it éppears that the

T ras
‘parents', teachers' and childrens' attitudes have so far had a minimal
effeét on current attainment‘leVels. This does not deny the éossibilify
though that thesé effects will become more noticeable in FA and FP |
children'; achievement at subsequent grades.

No'causal ;tatements can be drawn from the network of the
children's, parents’ and teachers'affects and subject's achievement
levels. One possibility'is.th;t teaéhgrévand parents are accurate
judges of FA and FP children's relative behavioufs and abilities —-
that tLeir expectqtioﬁs arise in résponse'to real differences, although
once formed they serve to maihtain‘those_differences. A second possi-
bility is that teachers holdllower expectatibns for children from
_one‘ﬁarent familiesibecause they aré not free from the influence bf,
social myth, and that aothers'perceptioﬁs‘reflect their greater }
‘anxiety and subsequent ré;diness to_perceivé problems. This expléné-
.tion suggests that children's affeﬁf and achievemen;-has been altered
by that of parénté"éﬁd'teaéhérs"éxﬁectations. »Certainly the direc~

tion of influence is moét probably reciprocal by this stage and one

Yy



can 6nly speculate about the beginning.point.
VFather absent and FP mothers.perceived ;heir children as essen-

tially of similar ability in all subjects but reading. “This ié
' entirely consistent with the achievement rééults in which the two
groups scofed simiiérly‘except for regding, whe;e FA childrén per formed
less well thaﬁ FP children. Other .data coilected’for thé subjects‘\
is cong;ueqttwith these findings. Children from one parent families
spent signifiéantly iéss time reading on a ;ypical day than did
children from two parent families. Morgover,‘the former‘watched much
more television tgan the latter. [

Again, while these results are remarkable in their consiétency,
one cannot attributg causality to one factor or another. Perhaps
mothers perceive their children's aéhievement accuratﬁly. Maybe
different parental expectations have cohtributed to differing
reading ach£é§emeﬁt 1evel$. Perhaps ﬁhé FA children read less and
watch more television because“they’have difficulty reéding and do not
enjoy it. Maybe their lower reading-levelé are a result of less time
“séent pufsuing the subject. One might also speculate further as to
wh;t the greater amount of television wétched by the FA children
means. in terms ofrféﬁilf dynamics. ‘Qertainly television is a conven-
ient way to bccupy and amuse'children for busy and ti;ed pérénté.
Ié’is'éiso a form of entertainment that might be indulged in the more
because of a l&ck'of other things to do. Perhaps there are less
toys in thé home, fewer books to read (which might alsb account.fbr
'liftle timexspent reading a; home), iess opportunity to‘go on outings,

use community recreational facilities and the like.

The final area of maternal perceptions to be explored by the

3
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current study waSAthat.of FA and FP children's’pefsonalQSocial
adjustment behaviours. It was found that FA mothers compared to FP
mothers exoect their children to exhibit more nersonal—social behaviour
"prohlems. The items that distinguished most clearly between the two
grouoa were "nervous habits" and "inability to sit still hyperactivity"
These results are consistent with those of Ferri (1976).

Once again the maternal perception data is consistent with
teachers' ratings and together they Sugg%stéthat FA children, compared
to FP children, are perceived as being less vellvadjusted in personal-
social terms, by their.mothers and their teachers. The above comments
regarding the'accuracy of these perceptions and causality directions
apply here also. ferhaps parents' and teachers' perceptions are
accurate.and serve to sustain the difference: in FA and FP children's
adjustment levels or maybe theyjhave been influenced by anxiety and'
social sterotypes and have played and will play a rqle in altering
the . children s personal—social behaviours. To repeat, the implica-
tions are profound for either explanation in that'they Suggeet that
the FA children's lower levels of personal—social'adjuétment will be
at best maintained, and at worst heightened in years to comei

ln pulling together the home environment data collected,by the
current study, the following plcture emerges: 'Father absent children
compared to 'FP children experience a family context characterized by |
;greater\maternal stress and tension, especially in regard to matters
of finance and lonelinessL The consequence of higher levels of
_stress on the mother 8 part are unclear. However unfulfilled
maternal needs may dominate to the point of denying children their

need fulfillment. Single mothers perceive their children as holding



lower school achievement aspirations than do two parentvmothers
their children. Such a finding is congruent with:the fact that
teachers investigated by the Euryent study expect the children from

one parent families to exhibit fewer achievement-related classroom

'/’Theupiiture is further

developed by the affect data which indicated that\FA children, ¥

behaviours:thén the two parént childre
" compared to FP children, were mor 'likely to attribute success to

the external factors of.chance and whim, rather than the internal -
factors of ability and effort.

Single mothers and two parent'mothers_éee their cﬁildren as
essentlally similar in academic abilities except reading, in which
‘the FA children are perceived as being less able.’ Su;h a finding
is in line with the achievement data which fevealed a significant FA
ﬁttainment:detriment in reading only. Moreo@er, singlé mothers com-
pared to two parent mothers éxpect their children to be less |
persoﬁally—socially adjusted, a finding which echoes thé‘;eacher
perception data. |

It c%n only be speculated as to whethér;matérnal egpectations
have a su$taining or an altering effect on children's affect and
achievem;nt. Despite the nature of their influence, the implicationé
afe of simiiar import -- éither a maintaining or ; wideniﬁé of theA

| 4

différendes.between FA and FP -children.
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CHAPTER VI
CONCLUSIONS AND IMPLICATIONS

The present study conceived of father absence ‘as a cdntinuous,
multidimensional and contextual variable. It assumed avmodel of
school achieve;ent which argued that school success'is related to a
chtld's cognitive and‘affective charécteristics, whiqh are.in turn |
influenced bf the home and school environments. The study specifi—
cally aimed to explore the achievement-related contexts of children
from one and two parent family situations in an attempt  to better
understand some of the different dynamics operating within the two
family contexts.  What pictgre does the current study reveal?

Fof gIOUpsbof children similar in IQ, the present research
indicates that FA éhildren do not differ significantly from FP
children in thira gr;de standérdiéed achievement levels, g§cept‘for
reading in which they perférm less well. However, wﬁile FA girls
tend to sﬁow attainment levels similar to those of the FP children,
iFA-boys consistently perform 1e§s Well'than'théir_FA female and FP
peérs. There were no significant differences in achievement betwéen
FA childrenfwho experienced paternalAseparatioﬁ before age five,
those who separated from their fathers after five years of age and
FP subjects, although the results for reading approached significance.

While FA-FP achievement differences are minimal, there are
significant di%ferences in the two groups"ihternal-external .-
attriBitions for sucéess outéomes; although not for failure outcomes.k
These results suggest that while children from qne par¢n£ families

are more likely than those from two parent familiFs to attribute

N
\
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success to external factors such as chance and whim, as opposed to

I

internal factors ;uch.a§ ability and effort, they tena to hold them—
selves responsible for failure outcomes indicating a possiﬁl;
internalization of lack/of abilitf or lack of control over one's
personal world. Typicaliy, children wiﬁh their affecﬁive character-
istics are unlikely to exhibit those beﬂaviours essential for suécess
in scho;l. |

Where grstudent &s convinced of his inadequacy,

.he finds no great eﬁgrgy to acéomplish the next

task, haé little paéience or perserQerance when

he encounters difficulties,‘an&ftake§ little care

and thoro;ghness in aécomplishing tﬁe task.

(Bloom, 1977, pp. 194-195)

The implications_of ﬁhese findings‘éfe importént. Although
there is iittlé apparent difference between FA aﬁd FP éhildfen's
a;hievement in tﬁe third gréde, the very different affective char-
acteristics of the gﬁbjects suggest'that,attainment'differenées
between the two groups may widén over éuccessive grades.

The'envifénmental characteristiés of.the sgﬂgoi and  the home
contribute to a child's affect and subséquent achievement. What are
fhe FA children exﬁeriencing at ;chéol? The cu?rent siudy indicates

* that teachers expect FA children to exhibit fewer achiévement—,
rélated classroom behaviours than FP children. ‘%A boys»and girls
 are perceived'sigélafly in.this respect and s;bjects separated from

- their fathers'befdre five yearF but pét those separated later are

geen to portray fewer achievement-rélated: classroom behaviours than

*  FP children.. The_FA.childfsbschobl environment embodies low teacher



expectations. Such a result is congruent with the locus of control
data and can only imply that FA children's achievement detriments

will be sustained Or more probably heightened in years to come.

»

To complete the picture, the home e:vironment must be considered.

The present study revealed that the FA home compared to the FP home

BN

is “characterized by significantly ‘higher levels of maternal stress
about finance, child vare and personal happiness matters. —— a’

situation in which the single mothers' children are less likelv to

have their needs fulfilled than are the.two .parent children. More-"

»

over, women in single parent families, compared to women it two

parent families, perceive their children as holding lower aspirations

for school success and as being less well ad@ysged in a personal—
social sense, findings which are in line with.the teacher expectations.

One can only speculate aste the directions of influence that

-

are operating between the variables examined in the present‘study
However, by the time of data collectlon they are most probably

reciprocal. The picture tha% emerges for the FA children is not

A RO
. BN t«
optimistic. Althoughgthéme are+few differences between FA and FP

children s third grade aéhie'eﬁﬁnt the particular affective, school

'\"

4 L

. and "home environment characteristics experiehced by the FA children

suggest they are locked in a cycle which can only mean the’ maintenance

or more probably the heightening of their achievement detriments, in
spite of their potential ability.

"Social attitudes and a lack of economic and emotional support
have been isolated by many researchers (e. 8:s Burgess, 1970; Ferri,
1976; Ferri & Robinson, 1976,\Hetherington, Cox & Cox, 1976) as

the root of those conditions which give rise to the. different cognitive
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A

'and affective characteristics of one and two parent children.
B;‘its isolation of the one parent family and
by its attitude toward it as being deleterious
to the well—beinggof children, society carries
within itself the conditionsxghat areAcausing
many ‘of the adverse effects felt by single
parents andbtheir children. (Burgess, 1970 p. 46)

The one parent family needs society's support even more than the
two parent famfly, because of the increased responsibilities and
'oressures that accrue with the loss of the second parent. What

. W,
measures might be taken to afleniate some of these detrimental
societal effects on single parent families?

I3

.Firstly, at a very practical level the present study has frequently
mentioned the financial problems of the one parent family. Other‘
studies (e.g.s Ferri and Robinson, 1976) have describedhthe conse-
quences of reduced income -- lower nutritional standards, less toys
and books in the/home, fewer opportunities for recreational”outings,
the need for the mother to work which allows less time to spend -
interacting with her children residential 1nstability and the like x~
consequences that have very real effects on the affective and cognftive
development of both mother and child. A very practical solution to
this situation.would simply be to make more money available to.these
women;

o The consequences of‘minimal state benefits usually mean t it the
single mother must go out to work. - Characteristically, . ;ed (
. ,single parents face conflict regarding their fulfillment of child

r

care, requirements ‘on the one hand, mand difficulties obtaining and



_Fplding a job on the other hand. Mothers coping alone report that
they often cannot afford a babysitter or do nbt have friends to whoﬁ
they‘can send their children after school. Consequently, the childfen

" are on their owﬁ a lot. Family circumstances affect the job oppor-
tunities avaiiable to single mothers. Employers‘are frequently
reluctant to hire women separated from their husbands because their

- family obligations make them less reliable employees. In choosing a
job, many single parents feel themselves obliéed to sacrifice pay and
job satisfaction in favour of conditions that fit with their family
ties. In the working situation, nof all employers are sympathetic
to the women's problems and do not loék kindli'on rqduest; for time

»off or timetable changes. ‘Fefri and Robinson (1976) found that going
‘out to work had~resulped in a life of continual fatigue and anxiety
-for many single mothers, which characteristically led to ill-health
and frquent job chaﬁges.

~ Attitude change‘is never an easy process to_implement.'lHowever,
it seems.esséntiai that 1egislatibn conc;;ning the discrimination of
single mothers in the job market be enacted and that emplqurs be
encouraged <o hire anaifazilitate thg working iife0f lone péren;s.
Large bﬁsinesses might offer daycare, recreational and study
facilities for use‘by the children of single parents both after -
school and th;odgh the day. o

) A further social réforﬁ that.sééms'e3sential to the eq;alizétion

of oppor;unity for FA and FP families ié the provision of daycare

fétiiities. Both quangity and quality of daycarevare freqhently

limited. It is usual to be on aPwaiting list for 12 to 24 months

before enrollpént and fees are ‘sometimes high. Furthermore the

\
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‘supervision of school aged children might be organized by the community

- or the school making available recreational and study facilities for

after-school ude. ' - -

' Perhgp§ the most serious problem faced by the single parent
family is that of society's attitudes ﬁowérds their situation.
Societal attitudes are reflected in many ways and are particularly
difficult both to assess accurately and to change. They are seen in
the lack of support given to the one parent family both by social
instiﬁutions and the public at large. ‘Most western socleties provide
some means of'institutionalized sﬁpport for lone parents in the form

of organizations such as Uncles at Large, Big Sisters and the Single

Parent Association. However, the extent to which support can be

offered in this way is limited. Perhaps more important "is the
difficulty éingle parents have making friends, finding a person with

- whom they might comfortably share theifrhopes and fears:

| N
I'm not physically alone, I'm mentally alone.

. Although you've’done no wrong some people
outcast you, (Comments from two éingle
mothers repgrted in Ferri & Robinson, 1976, p. 70)

While official sources seem to offer little of the less tangible

moral support and comfort that these women need, the general public

with its feelings of censure and distrust, aggravates rather than

i

alleviates the sihgle parent fami%y‘s situation. The social notion of
father absence must be reformed.‘ It is time a public education programme
was implemented,,stréssing the fact that it is not abseﬁce of the

father per se, but rather the social and economic probleﬁs attendent

‘upon his absence that 1ie'behind the cqgistive and affective ' o



characteristics of FP children. Oniy when the one parent family can
interact comfortably within ‘the context of social support will—th%
consequences of father absence be attenuated.

Suggestion For ?uture Research

Generalizations to white FA and FP populations at large, based
on-findings from the present study must Be made with care. The sample’
numbers available for the research reported were somewhat small,
especially for the comparisons by sex and time of absence. Conse-
quently, one atypical score could have influenced the study's
outcomes. It'iéyimporcant to remember also, that due to the deéign
of the present study'it is deécriptive in nature and inferences
regarding the directions of causality between the Qariable outcomes
described, cannot be ﬁade. In this sense, the study ﬁust nét be
interpreted beyond the limitations of it's design.

However,‘despite the limitations of the present study it is
unique in a number of wayslwithin the FA literature. Firstly it
takes a contextual approach to the FA child's cognitive .development
and foéuses on a number of variables that directly impinge upon and
influence school success. in this way, the emphasis is on presént
rather théﬁ absent interactions in the chiid's world and the study
yields a detailed and complex pic;ure of several different components
of that world. Secondly, the.study is somewhat unidue in-its contin-
uous and multidiménsipnal definition.of the father-absence, father-
presence phenomenon. The result of adopting such an approach was
figid control of many variables not normally considefed»in‘one—
parent £apily research. Fof example, the FA and FP samples.were

1

similar in intelligence; they“were similar in the quantity of contact -
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. The advantages of such a definition have been explained and demonstrated

145
. ”~
between subjecks and their dothers and other significant adults. .The ,
~ .
samples were sfmilar in sibling distribution and family size. FA and
\ .
. e )
FP mothers did nét*d{%fer on a host of educational, age, ggrking status
and medical hiéﬁéry characteristics. Thus, although the study had .
. ' .;,\Q'_ .
small sample numbers, this limitation was offset to some extent by ~

the careful control of variables. A third important characteristic
of thé preéeht study is its investigation of a number of variables
previously untouéhEd by the FA literature, notably academic locus of
contral, teacher expectations and matérnél.per;eptions of}qhildren's
ability.

An important consideration for any future research in the area

has to be the conceptualizatien of féthe: absence. This study has

pointed out the inadeduacies of prior definitions and has elaborated a

framework involving continuous, mul tidimensional and contextual components.

in the course of the present study, and 't 1is suggested that future

-

research in the area adopt and refine this conceptualization of father

absence.

‘ i
One émbirical study frequently ends up posing many more questions

than it has answefed. Such is certainly the case‘with the present

study. A recurring'question in the current research is whethqr or not

" FA and FP children's achievement differences widen in’éubsequent

grades. Another way to pose this question might be, do FA children'g X
achievement detriments increase in later grades? This would certainly
be a &o;thwhilé question for future research to consider from either
a cioss-seétional of 1ongitudinal pérépecti?e."A‘lbngitudiﬁal'study

which adopted a contextual approach to FA children's school achiqument
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1
W6ﬁid be valuable in helping to identify important predictive/causal
variables. A longitudinal approach would also yield data concerning
the importance of time of absence effects on FA‘childrenS'school
achievement. Does separation from the father have more detrimental

effects at one age than another age? Does separation after a particular

. v
s

age pose no negative effects for attainment? Do the time of absence
- gffects on achievement become more evident as the children grow older?-’

A further area of questionsgto have arisen out of the present

study is that of the influence.of social stereotypes on teachers'
expectatiqns for fA children. Are teachérs>generally aware of their
student's family compositioné What notions do teachers bring to the
classroom about fathef absence? Does a knowledgé of whe;hef ér not

a dhild is frod>a,one parent faﬁily influence the ‘'teachers' exﬁecta-
tions of that chilﬁ?» Fhe first two questions might be explored via

a despribtive interview or questionnéife‘apprOach. The thifd could
be exaﬁined by céllecting teacherAexﬁectation déta'on a group of
students of similar achievement levels, randéﬁiy assigning them FA or |
FP status, inférming teachefs of subjects’ status_and.la;er comparing
teachers' subsequent perfotrmance expectancies with those reported
initially.

Research into why FA'childrgn ﬁight perform 1éss“well than FP
children has baréiy brogressed;éast.theorizing frdm a psyZho—
analytical or modelling perspective. A féw researchers hévevspeculated
. as to the influence:of,the sgcial contéxt on'subsequént motper-child
interactions, but actual experimental investigationé are_rére. ‘A
fruitful approach to_tﬁe questién of céqsality ﬁ;ght be a»cr§ss—

' . lagged panel analysis utilizing different achievement, affective,
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teacher and matérnal interaction variables.

A further interesting approach woul& be to adopt the processes of
certain developmental psycﬁologists (e.g:, Caldwell, 1?75; 1976;
Carew, Chan & Halfir, 1976; White et. al;, 1973; 1978) and undertake a
detailed envf}dqméntal analysis of one and two parent family homes.

3

Such an approach would yield valuable data on the practical structuring

of the hom~ environment and the quantity and quality of specific
mother-child interactions. An observational approach in the FA iiterature

is almost unknown, mothers reports being the typical means of data
7 . '

collection.
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- - APPENDIX A

. (5-78)
MOTHER INTERVIEW _SCHEDULE
ID:
‘ 1-6
I. Child's Ngme: Age:
Mother's ‘Name: ) Phone:
Address: - 'Post Code:
School: ° Grade:
‘Teacher: RR/NRR:
{
Housing: 1 single v
II. HISTORY OF CHILD 2 ___ duplex
' ‘ ¥ B 3 multiple .
1. Date of Birth: , g
2. Relationship of child to mother: v &
1 own 3 foster
- e -
: *
2 _ adopted 4 _ other ( ) .
‘ spec. 10
3. 1f not natural mother, how many years has this child been under-
your care? -
1 _0-1yr 6 _ 5-6 yrs - 10 _ 9-10 yrs
2 1-2 yrs 7 _ 6-7 yreq 11 _ 10-11 %rs
L \ —
3 2-3 yrs 8 _ 7-8 yts 12 11-12 yrs
4 _ 3-4 yrs 9 _ 8-9 yrs 13 12 + yrs
- 5__ 4-5 yrs '
. 11-12

- 4. If natural mother, was the delivery ‘1:_; easy

v .
<«

U

. _ 2 avétgge
o 3 _ difficult

If natural mother, was the birth premature? 1__ yes

e

BERER T
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If natural mother, how old were you wﬁen he/she was born?

160

~ sum of yes (a-g)

1 15-20 yrs 5 _ 36-40 yrs
2 _ 21-25 yrs 6 _ 41-45 yrs
3 _ 26-30 yrs 7 46+ z;rs "
4 . 31-35 yrs T
: . 16
5. Has this child had any serious illnesses to date: \ )
1 _yes ' ) 2 no
' spec. ' : 17
6. Has this *1d had any serious accidents to date:
1 _yes ( 5 ). 2 _nmo —_—
spec.. 18
7. Has your child had any problems with the following?
a) speech 1 .yes 2 mno
| o - . 20
b) wvision 1 yes. 2 _no '
21
¢) " hearing 1 yes 2 _no
' : 22
d) co-ordination 1 _yes 2 no
' 23
e)- other 1 __yes 2 no (’
spec. 21‘
sum of yes (a-e). __ o
e ' 25
/ ’ Y '
8. Meglical,tistory of this child:
a) fr quent colds 1 _yes 2 _no
o “ | | 26
b) allergies 1 _yes 2 _'no .
o , -8 o 27
- ¢) stomach - "1 _yes 2 _mno
~d) head colds l_yes 2 ng
' ‘ 29
*e) . nightmares. . 1l _yes 2 nmo -
o , _ ‘ 30
f) bedwetting 1 _ yes 2 _no , -
oo ‘ ' ' : 31
- 8) other : 1 _yes 2 _no ( :
' ' .spec.’ 32

22



III.

S
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behavioral problems?

1 _ yes (

Has your child ever received medication for hyperactxvity or

)

spec.
2 no

BEHAVIORAL DATA ON CHILD (Look for typical patterns)

Any nervous habits? (Underline) 1  yes 2 no -

o]

Tics,'Persistent mannerisms: clearing throat, sniffing,
hunching up shoulders, squinting, twitching of any facial
muscles, tapping with feet, nailbiting, thumb suck1ng, '

Hyperactive, iﬁability to sit still

. ~“Uncontrolled emotions, temper tantrums

Markedjinaﬁility toveoncentrate, distractible -

Lack of self-confidence, pronounced shyness
Bullying, over—aggressive, constantly quarrelling’

Negative attitude - i _ -

1.
_’other (spec.
i.
3.
;4.
-5 ;Extremely“ir;itable
6. Uausual fear or anxiety
7. Very unhappy, aeéressed
. 8.
9.
'10.
11, :Frequent lying
':12;”-Persistent stealing
,13;.

-Destructive .

) REdb THESE OUT LOUD

1 _ yes
1 _yes
1 ; yes
.l';_Yea
1 _yes
1 _yes
1 _ yes
1 _ yes
Vl,h‘yes-
1'; yes
i«_ ies
1 _ yes
£ ¥Es

‘No

nQ

no -

no

no
no .
no -

‘no

no

- o

49

161

34

38

39

E g
[

1
[

43

4

45

46

7350

31-52
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. - S/
. .2.
IV. NUTRITIONAL DATA

1. How many ays duting the week does your child typically have i
the following foods: A .

T 6 s 4 3 2 1
+a) -Meat & fish . () () C) () I C) )
-b) Cookies & cakes CY CH) CHY Yy ¢y ) )
+c) Milk & cheese | ()Y €)Y ()Y )Y CH ¢y )

’, x
+d) Fresh fruit/jutces ( ) () () () () () ()
—e) Candy ) () () G ) O )
~f) Pop & Kool Aid () € C) CREHY CH )
+g) Fresh or frozen - ( ) () C ) () (g () ()

- vegetables ' -
“h) Potato ¢hips, ete. () ( ) () () ) () ()
+1) Eggs . C)Y )Y C)Y )Y )y )Yy )
' N+ (acdgi)
N- (befh)
J 1N 2 N-
, 2.’ Does your child usually eat breakfast? 1 __yes 2 no_

. If yes, what does your child Gsually eat for bféakfast? (list)

\ 1L _ N+ 2 N+
What does'your child ﬁsually eat for noon. lunch? (list)
1 N+ 2

162

60

61

62

63
64-65

66-67

68

69

70

71



T T S T TSR S YR 8D W TS T T O A T T M S A e e

1
163
N\ ‘
. , o
5. What does yourvchild usually eat for dinner? - (list)
r h\“\‘
-
1 _ N+ 2_N-
. 72
6. How many snacks does ybur child have on a typical sahool day?
' ' : ’ 73-74-
7. What foods usually make up his/her snacks? (list)
1 N+ 2 N-
.75
- : o _ . ’
8. What are your child's favorite foods?  (list)
. 1 _ N+ 2 N- :
'.9. How often Eer week do you and your children éa;ioutfat'pla¢es.iike
. McDonald' S, Dairy Queen, A & W, Kentucky Friéd, étc. | ) '
____________________________._________________________________é ________________________ 77
FOR NUTRITIONIST ONLY '
Rate this child s dietmin terms of nutrional value
N ¢
1 very high o ’
¥ 2 _ above average
3 _ - average : .
4. bgl@w‘avefage o - ‘. ' :;  .
5 _ . very poor 5
e 78
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’ | 164
.  EDUCATIONAL DATA OF CHILD | Lo » (Card 2)
1. Did your child attend Kindergarten? ‘1 __ yes 2 no
10
2. Since starting Grade 1 how many different schools has your
child attended? ) ' -
' | - | 11
3. Has your child ever repeated a grade? 1 _ yes.'.‘Z _no
' ' : 12
. ™~
4. How would you rate your child's ability to learn?
1) Excellent_ T o _ o .
2) __ Above average
3)__ Average
4) __ Below average
5)__ Poor - L ' - —
' . o . 13
5. Do you think your child has the ability to complete university?
1) Yes, definiteiy.
"2)__ Yes, probably’
3)__ Probably not
4) _'No —
, : 14
6. How important to you are the grades your Chlld gets in school°
1) Very important
2) Important
-3) _ Not. particularly important
4)_. Grades don t matter to me at all
. 15
7. Which statement'best describes your’ child?
:'1) : Lik¢8‘t0 get better_grades-than everyone else
2 Likes to get better grades than almost everyone ‘else
3) Likes to get about the same grades as everyone else
4). v Doesn t care adbout grades ‘

T6
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average, average, average, good, excel.g
Arithmetic « ) () ¢« ) ) )
-Printing/Writing ) ) ¢ () )
Reading ' L) ¢ ) D) ¢ G )
Spelling « ) ) ) )y )
Language « ) ¢ ) « ) (G )

10.

11.

1) No time

g AT RN S S T S S Ay s

v £ R S T M TR A gt e

How important to you are good grades compared with other
aspects of school?

1)  Good grades are the most'important thing in school
) . . ‘

2)__ Good grades_are among the important things in school

3)__ Some other things in school are more important ﬁ;

4) _ Good grades don't matter to me at all

Rank your child's ability in the following subjects:

much beldw below

© _ b rankings

About hpw much time does'your child Spendlon reading - not
connected with schoolwork - on a: typical schoolday?

2) _ Up to 30 minutes : v &? . 5
3)__ Over 30 minutes to 1 hour

4) __ Over 1 hour

Do you spend time helping your'chil&;with his/her reading?

' 1)__ Yes, regularly

- 12.

'2)__ Yes; when he/she needs. help

73)__ No

Do you place a definite limit on the amount of time your child

..spends viewing television during the school week?

137

1) Yes,vhave defini;e.time limits

lZ);;;No‘. l‘j

Does ydurbchild have a reading prbbléﬁ? ‘l.;; yes \i 2 - no

727

165

17

25

- 26

.»28.
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VI. FAMILY -DATA

1. How many children are there in the family?

Number older brothers
| ' 31,
_Number younger brother ]
Number older sisters ~
. 33
Number younger sisters
' 34
2. Total number of:ichildren 11v1ng in the home A
35-36
3. Total number of adults living in the home
. o . R _ ] ' 37-38
(a) Who are they? _ (b) During a typical week how many 7
: , ‘ ~ hours does your child ‘spend with
~ each of these adults?
- 0-10 11-22 21-30 31-40 41-50 50+
Father CH) )Yy CH)y- Yy Yy )
_ S . : o )
¢y )y < )'} C)y )y )
- : , 41
2 contact .
42
4. Are you currentily married? 1 ‘yes 2 no
. | S— v —_ %6,
5. How manygtimes have you been married2' B
. ’ v 47
6. If married, for how long have you been married to your
" current husband?
y ———— mos.
» : . : ' » 48-50
" 7. Are you currently married to (living with) your child s
: father’ ,
1 yes 2 no
i . 51
(a) If not: living with child' -] father, reason' ' s .
| 1__ never married ' 52
2 trial separation (short term) _ 5
. 3 legal separation (long term) '
4 ___ divorced 55
5 - deceased - } : _ - 56
6 '.ochef (specify L 5 . ) .57
$Tb) If not 1living with your child's father, how old was he/ahe'*
" - when the sgparation took place? , .
— mos.

- 166
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(¢) 1f separated, does your chili see his/her father? _ \\

1 yes 2 no

(d) If separated- and his/her father lives near Edmonton,
: in a typical week about how many hours would his father
spend with him/her?

. _uptos - . ‘_’16420q
6-10 - o 21-25 o

1-15 . 25+

——

. (e) If separated, 'and his/her father lives outside of the
Edmonton area, about how many weeks-: per year does’ your
child spend with his/her father?

1-2 o 7-8
-4 | 9-10 .

5-6 . 10+

FOR THOSE NOT CURRENTLY MARRIED . -

' e you currently living in a "common law" relationshipA
wit another man in the home? - T :
: . —" 1 yes 2 no :

9. If. yes,.for how long have you been living with this
partner? : .

mos.f

D)

’FOR ALL MOTHERSV
Ta *

9. Apart from those living in the home, who are the adult men

- with whom your child- had most contact, over the past 12 months‘7

Relationship to.child 3 Hours contact per. month
(excluding teacher) ' g.j0 11-20 “21-30 31-40 41-50 50+
L (Y €= C) o €y ()
0y Gy Gy ) )
(Y (Y )
: €Y . CH) ) CHr ) )
| Gy ¢ )C W ()
‘ e ‘\& -contact ___ .

167

61'

vy

63

64

65-67

70
71

,r //‘.
L3

‘68 .




VII.

_10.

"
wr

Apart from those

with whom your child had most contact, over the past .12 months?
Relationship to child

©

living in the home, who are the adult women

‘Hours contact per month

vg(Partner) away from home?

During a typical year, how many weeks is your husband

19

- «ry

(excluding teacher) .39 11-20  21+30 31-40 41-50 S0+
CyY (L0 Iy () 74
‘ CHY ) ey () ) 75
GRS R G T O BN G R 76
CY C () Y ¢ ¢y
CY )Y CH () ) ) 78
= contact _;__ﬂig[j 'f?é'
FATHER DATA » : S
S e i o (Card 3)
1. Age: l______('ZQ 4 31-35 7____46-50 '
2 21-25 5 36-40 8 51-55
" 3. 26-30 6 41-45 9" 56+
- - 10
2. 'Education: l . _Less than high school diploma
2 ____High school diploma ' :
) 3 Technical training (e g, NE?T, SAIT) A
4 “University ‘training !
. 5 University degree <
- 6 ____Graduate training »
_ 7 Graduate degree. . A A
3. Current occupation (be very specific) ‘ L ‘;/j A
12-15
4. How many full- time jobs has your husband (partner) had in ..
the past five years? . ce _
‘ o ) R _ :. 16
5. During the past zear has your hysband (partner) held a }': .
- part -time job in additon to his full-timé position’ ) :
: ' 1__yesw‘: 2;_nd.)7'
-56.“‘During a typical week,ghow many days (i e., 24 hour periods)
[ is your husband (partner) away from home? .
. 18

B G T NP et s gk e - 40 ot L e L
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VIII. MOTHER DATA =
1. Age: 1 <20 & 31-35 . 7 46-50
e ) _ . :
- "2 21-25 5 36-40 8 51-55
3. 26-30. - 6_ 41-45 56+
‘ ’ v 20
2. Education: 1 Less than-high school diploma
' f 2°  High school diplomg ‘
' 3 " Technical training (e - NAIT, SAIT)
4 University training |
( * 5 JUniversity degree,
6___ Graduate training £
7____ Graduate degree i
. . . . 2
' " 3. Da you have any current medical problems which restrict '
. . your activities, such ,as a heart condition, a bad back, etc?
) - . ' B 1 yes 2 no. -
) S - ’ o o o _ .22
. 4. Are yqp'curfenély a full-time student a{ any institution?
S L - ' ‘ v o1 yes 2 no . .
. T T . o e S 23 :
5:./;,‘:\ . o o - , . c -, . . ) , ' . .
. 5.. Current occupation (be very specific) w
: 24-27
A . v
: -. Ty N cv . ) T o P oo B = - T - > . .' .‘
L © 6. Im hisihet preschool years did your child evet attend a day : i‘ _
st . care center? : , SR . A
. 1_ _.yes 2_ o B D,
o If so, for how many‘ﬁbnths” BN . ‘ o 48
e :%? _ — mos. 39-30.
e T e SR e '*“” ' . "
@'f¢ T, Before your child turned five, were you ‘ever away fromr"mw ‘ .
E R R himlﬁer for nore thln faur weeka at a time’» o R o
B - ,'. . . N -A-'ﬁ"x . . 31 ‘f
, [ F Lo S
3 K o - /// . = P




1f yes, at what age(s) did tﬁis

© 0-6mos. 1 yes 2

7-12 mos. 1l yes 2
13-24 mos. ~‘L__ yes = 2
25-36 mos. 1__yes 2__
37-48 mos.. 2};_ yes 2
49-60 mos. 1 _ yes 2

IX. FAMILY INCOME

1 less than $5,000
2 _ $6,000 - $10,000
3 $11,000 - $15,000
4 816,000 - $20,000

X. CHILD'S ACTIVITIES

-

1. How many supervised- activities, clubs, or lessons does .

occur?

no

no

no

no
‘no

no

. your child attend each week?

l none A | 5-6
2° 1=2 . 5 7-8
3 3-4 .6 9+

2. How many times per week does your child play with-friends’

outside of the home?

1 - nevc, 4 ‘5-6
y 2 T1-2 5 - 7-8
| 3 3-4 6 9+

3. How many times per week does your child have friends over_

“to his house to play’

% 1. never 4
A QU o
o 2 1.2 5
) 3 34 T e
.

—————

56
78 -
AR

Length

mos. .

G

mos.

__"421,000 - $25,000
___$26,000 - $30,000
___$31,000 - $35,000
____ $36,000+

: b, YRR
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37
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38-40

2|

-&g

“43

-

32

34
35
36
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4. On a typical school day, about how much time does
your child spend watching television after school -
hours and until he/she does to bed?

1 . no time 4 2-3 hours

2 up to 1 hour 5. 4-5 hours |

N

3 1-2 hours 6 over 4 hours

5. During a typical school week, about how much time
would your child spend watching/xelevision?

1 | - doesn't watch T.V. <5 16-20 hours
2 up to 5 hours ‘ 6 21-25 hours

3 6-10 hours 7 26-30 hours
4 _ 11-15 hours 8 __ more than 30
 XI. MOTHER'S ACTIVITIES (Mother only activities!)
‘1. Outside the home, how many times per month do you
) attend instructional classes or activities in which
* there is a leader present, such as self-development,
music, craft classes etc? (DO NOT CONSIDER FULL-TIME
EDUCATIONAL ATTENDENCE IN THIS QUESTION)
1 __  never .. 4 .56
2 1-2 -5 " 1-8
3 34 6 9
J 2. How many times per month do you go ogc'for social
activities, such as movies, dancini; visiting, etc?
B 1] " ‘never _ 4 5—4
2. 2. .5 7-8 .
R _ P — ,
3 3-4 - .6 9+
; 3. Hop?ﬁany&timeq.gerrmonth do you engage in recreational
activities such as swimming, skiing, tennis, etc? .
\ ‘ » ' L 15” _never * B 4 56 |
KT 2 -2 5 THB .
T fb;'}injidécghéfhodé;ﬂhbJ mAny-héuﬁsgén]ﬁéekfdo”ybu have for |
. o BT ‘your personal ‘interests or ‘hobbies, such as sewing,
07 tesding, musie,etc? 0 0 o
L

171

45

46

.)‘é

48




5. 'How many times per month are you engaged in_
other activities, such as voluntary work,
committees, boards, etc?

1 none . 4 ‘ -5-6
2 1-2 - 5 7-8
3 3-4 '____

6. During a typical week, about how much time to
you spend watching television? :

1 _ dgn t watch'T.V. 5 __ 16~20 hours
2 up to 5 hours 6 2‘*25 hours
« 3 6-10 hours -7 ___ 26-30 hours
4 Y

11-15, houﬁa‘ more than 30

- @%« —

7. I worry about réereacional opportunities for my

children such as 'swimming and gym facilities, etc.
because of inadequate community resources.

! 1. yes - 2 no.

‘8. How many times per week, on the average, do you

help ‘your child with school type activities, suchA

as reading, math, ptinting/writlng, etc?

1 ___ _don't -4 __  5-6
2 2 s _7-8
3_. 34 -6 9+

0

e

‘54
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XII. - HEATHER'S FW SCALE
Always Often Seldom Never
' : ’ i .
1. I am concerned about having [ ] S R N | {1 -
enough monéy to get me ' 60
through the month. : : I . .. 4
2. I feel lonely. o [ ] - [ 1 [ ]“ [ 1} '
o~ ’ ‘ ' S : 61
3. I worry about my child's- [ ] [ 1} S (-} _
present school achievement. - _ 62
4. 1 feel relaxedf ' [ ] [ 1 {1 0 o
B N ‘ 63
5. 1 have problems disciplining {1 t1- ¢t1 &1 .
my children. o ) : . ‘ 64
o - | . ‘
6. I worry about'my ability to [ ] [ ] [ 1] B A »
" cope with my respénsibilities. . : ) : 65
7. I enjoy life. S N [ ] [ 1 - [ 1 o
_ ' . ' ‘ (- - 66
8. I worry about: having enough [ ]- [ ] [ ] I 1 ~
" monmey in’the future. o . , o S X
9. 1 feel depressed. AR G [ 1 Ty 1 .
o - I Com Ty 68
© 10. I have difficulty finding_- BN N OO IR (1 .
- gomeone to look after my ‘ : o - o e9
children." : : DO ’ Lo . S »
X ».v\; :




RS ’ ' ' APPENDIX B .
G Table A : o | - o‘
Product Moment Correlations for the WRAT and
" Schol Grades o ' A
v '. - "z;(
WRAT - ‘ f
Bk 1 ) { (3] : ]
o0 = [ .
2 g g | .
) S ° H$ .
g Q. + | S -
~ v R .
Reading - . O.48l%xk  © 0.504%%% ©0.206 \)
Language 0.383%% - 0.419%%% 0.179 '
. Spell?ng ‘ 0.419%%% - 0.445%%% ’ 0,203 o . <
Arithmetic S Oa4BLakR o 0.470%k%. 0.243%
Writing - 0.419%k% 0.422%%x 0,137
G.P.A. . 0.4seRRx © . 0.479%Rx 0.205 .
» » Ry A » v 4 .
* p«.05 o ) R B
A** p( -01 L ) R ,_.' . o

' **'*p.{.OO'l' S R Do ‘ » - ’o }
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Table B

Product Moment Cbrréiatioﬁs between the WISC-R and ’ '

School\ Grades, and. the WISC-R and the WRAfv

' : . . A

' 4 .

WISC-R ‘

-

'

Verbal Performance . Total

Schébl Grades: . - '
‘Reading . 0.390% - . -0.059 0.0267%
Language‘ . ;0.3795* -0.059 ] ; : 6>Qggq*7’
‘Spelling '.'; | 0.353%x : ;o._09'3 . 0.218

.

Arithmetic 0.9k - -0.075  0.310%

Wuriting . 0.404%% | -0.022 v 0.298%
‘c.pk. g 0.396%x © -0.032 . 0.286*

‘Reading - 0.410% . -0.021 0.300%_

. Spelling 0.362%% - . 0.050 - 0.304*

o - o . : v
~rithmecic - gy -0.060 . -0.030

p %
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Table C

. | Product Moment Correlations Between the IAR and the WISC-R,

>

School Grades and the WRAT}

o+ . | - 1-
WISCR = | |
Verbal Cea3 0,165
. Performance ’ g —6.169‘ , _A ) '," ~0.047
Total ' | : 0}993‘ o _—0.;&3 - ‘ \‘,' B
School Grédes - '
Reading | . - = © 0.293% - - ~.;o.2§i
Language | T |  '0.299*>: I  '0;270*'
| spglliﬁg “\J’ L .. 0.286% . 0.276%
| Afithmetic | - | ,0;238 o ’.6;170'
U wetetng o oaste o
7 G.pa e . 0.298% B 0.311%%
wRAT e
| ‘Reaéiné'; ». e O gase S =0.102 |
k Séeiliﬁs;> -; . 7 f,; ""':°-b?3 . ‘q,' f ‘ o f4°~i2§'   

re .

 Arithmetic S 0.3 7 olosz
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Table D ' T

Product Moment Correlations Between the PRS and .t'he" WISC—RE
. . | \

School Grades and the WRAT : g
g . PRS v .
- o o
o ) o _
o - H 1 N
] ) Y a - 2
(- &0 o ®W. O
o ] o | P AT} ~
s ) =T 5 ' O S0 ® > -
i Q. Q) A O M W rd o0 [}
R g8 IRy a8 208 °
< 8 . 3 & o. 23 A @ .0 B
WISC-R o . o
Verbal = 0.412%% 0.335%% 0,299% -0.078 0.326% - 0,344%*

" 'Performance 0.049 _ -0.009  0.277 = 0.147 -0.0i0  0.059 *
Total - . 0.338% 0.251  0.349%x 0.024 = 0.233  0.291%
Séf‘loo'l Gracie's 0.336%% , . v
' Reading 0.500%%% 0.453%%% 0,336k 0,201 0.433%a% 0.470%k
Language . 0.482%%% 0.432%%% 0,399%% 0.253  0.431%%% 0.479%%x
Spelling - 0.483%%% 0,439%%% 0,362%%  0.162 0.400%% 0.454%k%
Arithmetic 0.605%k% 0.490%k% 0.561%%k 0.218  0.499%k% 0,576kk%

Writing - . 0.487%kk 0 4LTAk% 0 415%x% 0.277 = 0.467*%% 0.498%%x

UGLPAAL 0.542%Kk 0.473%KK 0.440%k% 0,235  0.474%k% 0,525Kkk -
" ar | e |

. Reading - 0.727%k¥ 0.698%%% 0.530%% 0.303%% 0.511%%k 0,677%k% -’
. Spelling = 0.799%k* 0.705%k* 0.619%k# ~0.280% 0.541%%%k 0.7174xx
| Arithmetic - ‘0.349%* 0.412%% < 0.365%%. . 0.358%% 0.226 . 0.386%.

- ——— - ——— , . — : ®
k. p &.05




P
P SIS

APPENDIX C

Table A

ANOVA Suﬁméry'Data for<Schpol Grades and Grade
: «d ! ) .

=2

Point AverageT Sex X Famlly Composition

ST SELRL I SIS SR CE T ettt

‘Source - - df . M,S.  F-Ratio  Probability

Reading .

A (Sex)
"B (FA-FP)
CAB .

Errors 5

2.477 1.543 . - 0.219

3.018 . 1.880 . 0.176 . , ‘
1.032 . .0.643 . 0.426 \ S
1.605 e . |

N

Language - . . . , _ .

A 2.173 o 1.369 0 0.247 '
3.500 . 2,208 - . O0.l44 .
1.244 0.78 -~ 0.380 - :

- 1.587 o ' S

‘; B
AB
Errors . - 5

DO bt b

‘Speliing

- B.
AB ,
Errors = - 5

1.244 0.804 .. 0.374 -
3.500 'y 2.261° - . 0.139  °
1.244 0.804° . 0.374

1.548 R :

N
.,.";L..; e

...« . -Arithmetic
. . A :
B
AB 7 ,
Errors . - -5

- 2.232 L4060 0.241

13.018 . 8.185. - . 0.006%* N ;
. 1.032 - 0,649 C . 0.2 - - . - %

10590 x T

N

oo Wrdtdng o 0 T T T T
S A sl s 1,781 g g8
e B e T T 4,018 9907
Ceo D e W AB T e i e N 0GB T g6
. Errers. oo '
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" Table B-
Means and Standard Deviations for School Grades and
Grade Point Averagé: Sex x Familylcomposigion.
. - . A 0y
FA o - FP
N Mean S.D. N Mean s.D. .
Reading - o ' ‘ . : o
~Male - 18 . 2.278 1.142 18, 2.944 - 1.258
Female 10 . 3.000 0.893 10 3.100 © 1.041
vLaﬁguage o . ' o : - -
Male 18 2.278 0.987 18 - 3.000 1.162
" Female - 10 3.000 1.000 - 10 3.100 1.223
“Spelling - . |
Male - 18 2.278 1.125 .18 . 3.000 = 1.315
. Femsale 10 - 2,900 - 0.944 . 10 . 3.000 1,144
| Arithx;;etic L L : L :
- B . ‘Male - - 18 - 2,200 . . 0.840 - 18 - 3.167 - 1.187
N ‘. ’ “,Female .10 2.700 - - 1.101" 10 0 3.300ﬁ'" '0.962
. Wriweing T :_‘ | : - oo o S
‘ Male . 18 2,167 0.856 18 . 2.889 1.174
Female = 10| . . 2.800 ~0.733 10 - 3,000 * . 1.188
T G.PAe . o o o o |
© "' Male , "18 - 2.200 1.086 18 - 3.000 o 01.246
Female .'10  - 2,880 0.968 = 10 3,100 1.000
,}%j - v
| e . I B

ST g S US




- ANOVA Summary Data for‘School Grades and

Table C ' o ‘ | .

- Grade Point A&erage: Time of Absence , = 2

i

Source

df M.S. F-Ratio - Probability

Reading
Errors

;anguage
"Errors

'Speliing
4440
Errorss-
Arithmetic
Arithmetic
Errors:

Writing
Errors

~ G.P.A.
.‘Erfors i

2 1.991 - 1.223 0.301
53 1.623 > ~

2 2.232 1.392 . . 0.257
53 . 1.603 . .

2 2,042 < 1:313 .. 0.278

53 ©1.555 . , o
2. " 7.676 4.864 ~ 0.011*

53 . 1.578 ° : I .
2 . 3.8 | 2.469 - 0.094

53,7 1.356 . -

2 3.155 - 2,294 0.100
53 . . 1.375 B o

£ K .

@

,,,,,

JScheffé~Cbmpa:ison for Arithmetic Effect - 3‘

. Source

———— — _— : - |
° o .df ©  TF-Ratio - Probability . = . !

"FA befqre,fiQe yéafg._ 2,53 4.757 '*‘0.013£f'é“="'
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C s

Table D #
Means and Standard Deviatidns for School Grades

and Grade Point Average: Time of Absence -

o _ ' | ~ N . Mean SD -
. Réading . -, . ) : '
FA before 5 years .16 2.375 ' 1.346
FA after 5 years. : 12 -7 2.750 - _ 1.102
FP 1 28 .3.000 ~.1.305
. B . {
Language : I
FA before 5 years . | 16 2.375 .. . - ~0.976
FA after 5 years o 12 . 2.750 : ) 1.299
FP ' , : 28 , 3.036 : 1.374
Spelling ' . , o
"~ FA before 5 years : ' 16 2.375 , - 1.064
FA after 5 years . 12 2.667 L 1.259
FP : S . 28 3.000 °~ -~ - 1.305
a Arithmetic o \ . R o ) R : .
< - FA before 5 years ’ 16 2.000 ' 1.238 .
' ' PA after 5 years- . 12 2.583 .~ 0.786 " & -
'FP . ' S -28 ©3.214 o - 1.424 ‘
’ : : . . . - ce ' .
‘_Writing : e T : R c
FA before 5 years . . “ 16 T 20125 1.216°
a0t FA after 5 years e 12 -2.750 0.944 .
L FP e - 28 S 2.929 L. 303 o ,
G.P.A: . Lo s L -
~ FA before 5 years . .16 S2.2%0 0.813 > e
-, FA after 5 years .- - - 12 . © 2,700 . 7 1.347 IR
t..f;\"\ o FP . o v. . : e S 28 N - 3:036 o N v 10285 o
: o l‘«‘\\ Y.L \7-* . - \ N - : - -
. /} - : ~ ~
Sl : T : 4
‘ - /v.: b"g - ' ’ _.'




