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ABSTRACT 

This s tudy inves t iga ted  expecta t ions  f o r  academic achievement. 

Research h a s  indica ted  t h a t  se l f -percept ions  of a b i l i t y  inf luence  the  

motivat ion o f  chi ldren  t o  achieve.  Chi ldren ' s  expecta t ions  f o r  success 

a r e  l ea rned  from p a s t  success h i s t o r y  and from expecta t ions  communicated 

t o  them by s i g n i f i c a n t  o t h e r s  (pa ren t s ,  teachers  and pee r s ) .  

The l i t e r a t u r e  shows t h a t  l e a r n i n g  d i sab led  ch i ld ren  hold low 

expec ta t ions  f o r  academic success as compared t o  normally achieving 

chi ldren .  Most s tud ies  have compared expecta t ion  l e v e l s  between 

groups of l ea rn ing  d isabled  c h i l d r e n  and c o n t r o l  groups of normally 

achieving chi ldren .  Few s t u d i e s  have i s o l a t e d  and compared c h i l d r e n ' s  

expecta t ions  f o r  academic achievement with those  h e l d  by t h e i r  

parents .  

A r e l a t i v e l y  homogeneous group of  l e a r n i n g  d i sab led  ch i ld ren  and 

t h e i r  p a r e n t s  p a r t i c i p a t e d  i n  t h e  study.  Relat ionships wi th in  and 

.between t h e  two groups were examined. An attempt was made t o  determine 

whether p a r e n t s  and chi ldren  he ld  t h e  same expecta t ions  f o r  academic 

achievement, whether the  c h i l d r e n ' s  expecta t ions  seemed lower than f o r  

normally achieving ch i ld ren ,  and whether t h e r e  were age and sex  e f f e c t s .  

The Pro jec ted  Academic Performance Scale  (PAPS) and t h e  PAPS--Parentst 

Version w e r e  used. Children were members of t h e  summer 1981 t u t o r i n g  

program f o r  l ea rn ing  d i sab led  c h i l d r e n  a t  Simon Frase r  Universi ty.  

Results  w e r e  analyzed using mean scores  and - t tests. 

Parents  and ch i ld ren  had h igher  expecta t ions  f o r  academic 

achievement f o r  the  d i s t a n t  f u t u r e  than  f o r  t h e  near  fu tu re .  Parents  

iii 



who had taken  i n i t i a t i v e  f o r  remedial  h e l p  o u t s i d e  t h e  school ,  had 

lower expec ta t ions  f o r  academic success  t han  d i d  t h e i r  ch i ld ren .  

C h i l d r e n ' s  expec ta t ions  were c o n s i s t e n t  w i th  t h o s e  from t h e  normative 

s tudy  o f  t h e  PAP S c a l e  and were lower f o r  academic achievement than  those  

o f  normally achiev ing  ch i ld ren .  N o  s i g n i f i c a n t  developmental t r e n d s  

were i d e n t i f i e d  i n  t h i s  group. G i r l s  tended t o  have lower expec ta t ions  

than  boys f o r  achievement i n  t h e  near  f u t u r e .  

The des ign  of t h i s  s tudy  may provide  a  f r u i t f u l  model f o r  

f u r t h e r  r e s e a r c h  wi th  l e a r n i n g  d i sab led  groups. Findings sugges t  t h a t  

t h e  educa t iona l  system should work toward enhancing p a r e n t s '  academic . 
e x p e c t a t i o n s  f o r  t h e i r  c h i l d r e n  s i n c e  t h e i r  r o l e  is  v i t a l  i n  

i n f l u e n c i n g  t h e i r  c h i l d r e n ' s  expec ta t ions  and consequent l e v e l s  of  

academic achievement. 
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Chapter I 

INTRODUCTION 

Soc ie ty  d e f i n e s  what i t s  i n d i v i d u a l s  should l e a r n  and what i s  

a p p r o p r i a t e  l e a r n i n g  f o r  c e r t a i n  i n d i v i d u a l s .  These i n d i v i d u a l s  and 

o t h e r s  who a r e  s i g n i f i c a n t  t o  them hold c e r t a i n  expec ta t ions  f o r  t h e  

achievement of de f ined  goa l s .  Thus, i n  t h e  a r e a  of academic achievement 

s o c i a l  f o r c e s  become i n f l u e n t i a l  i n  s t u d e n t  behaviour  as s t u d e n t  and 

p a r e n t  expec ta t ions  t a k e  on a s i g n i f i c a n t  r o l e  i n  shaping u l t i m a t e  

achievement outcanes  ou rook over & Erickson,  1969, p. 19; Covington & 

Beery, 1976, p .  6 ;  R o t t e r ,  1971, p .  3 0 ) .  

I n  t h i s  i n t r o d u c t i o n  r e s e a r c h  f i n d i n g s  suppor t ing  t h e  b e l i e f  of  

t h e  important  r o l e  of expec ta t ions  i n  academic achievement w i l l  be  d i s -  

cussed b r i e f l y .  New d i r e c t i o n s  f o r  s t u d i e s  of expec ta t ions  of  academic 

achievement w i l l b e  suggested,  t h e  problem addressed i n  t h i s  s t u d y  w i l l  

be e x p l i c a t e d ,  and c r i t i c a l  terms w i l l  Ee def ined .  

Context o f  Problem 

Expecta t ions  are p a r t  o f  t h e  a f f e c t i v e  c h a r a c t e r i s t i c s  of  school-  

i ng .  It i s  " c l e a r  t h a t  t h e  a f f e c t i v e  c h a r a c t e r i s t i c s  a r e  impor tan t  i n  

... i n f luenc ing  t h e  s t u d e n t ' s  achievement" (Bloom, 1976, p. 104) .  Such 

a f f e c t i v e  c h a r a c t e r i s t i c s  a s  expec ta t ions  are seen  as "another  motiva- 

t i o n a l  v a r i a b l e  complimenting t h e  r o l e s  played by a b i l i t y  p e r c e p t i o n s  

and causa l  a t t r i b u t i o n s  i n  l ea rn ing"  (Chapman & Boersma, Note 1). 

Indeed, expec ta t ions  of  p a r e n t s  may have impor tan t  consequences f o r  

mot iva t ion  of c h i l d r e n  ( ~ o s e n  & D'Andrade, 1959).  



One of the earliest studies in the area of academic performance 

expectation pointed out that subjects refer to their past performances 

in similar situations when estimating their chances of success (Feather, 

1966). It is now generally accepted that expectations are learned and 

that the child's evaluation of self are what we call expectations 

(Entwisle & Hayduk, 1978, p. 1; Rotter, 1971, p. 49). The child bases 

these judgements on numerous cues including specific information on past 

academic success history and on expectations communicated by significant 

others (Jones, 1977, p. 125; Nicholls, 1975). Individual differences 

such as gender, socioeconomic status, age, race, I.Q. as well as the 

individual's own affective reaction to achievement-related situations, 

in this instance specifically academic achievement, will all have a 

bearing on expectations. Yet even though the concept of expectancy 

or the subjective probaBi'lity of success- seems to play a role in per- 

formance academically, little seems- to k known as to how expectations 

are formed (Entwi'sle & Hayduk, 1978, p. 168; Weiner, 19761. 

Summary of Current Hypotheses 

In general, self-concepts and self-expectations of academic 

achievement are thought to Ee very Tmportant among the many and complex 

factors that influence a child's performance in academic areas  ones, 

1977; Chapman & Boersma, Note 1; Bryan & Bryan, Note 2). How children 

precisely form their ideas about their own aHlity and how these ideas 

shape the earliest academic attainments is still not clear (Entwi.de & 

Hayduk, 1978). In particular, in studying learning disabled children 

we are just beginning to explore the area of academic expectations. 

Some studies on expectations have sfiown that parents of learning dis- 



abled  c h i l d r e n  tend  t o  hold low expec ta t ions  f o r  t h e i r  c h i l d r e n ' s  

academic s u c c e s s  as compared t o  p a r e n t s  of  normally achiev ing  c h i l d r e n  

(Chapman & Boersma, 1979b; Bryan, P e a r l ,  Zimmerman & Matthews, Note 3 ) .  

Other s t u d i e s  showed t h a t  t h e  c h i l d r e n  themselves hold  low expec ta t ions  

f o r  t h e i r  own success  a s  compared t o  t h e  groups of normally achiev ing  

c h i l d r e n  (Brookover, Erickson & J o i n e r ,  1967; Chapman, Boersma & 

Maguire, Note 4; Chapman, Cullen,  Boersma & Maguire, Note 5; Dunn, 

p e a r l  &Bryan ,  Note 6 ) .  

New Di rec t ions  i n  Research 

~ e l a t i v e l y  l i t t l e  research  has  been done s p e c i f i c a l l y  on academic 

e x p e c t a t i o n s  wi th  l e a r n i n g  d i sab led  c h i l d r e n  and t h e i r  pa ren t s .  It i s  

impor tan t  t o  r e p l i c a t e  s t u d i e s  done and b u i l d  upon o u r  beginning know- 

ledge .  P a s t  r e sea rch  procedure has  been t o  s tudy  l a r g e  groups of 

l e a r n i n g  d i s a b l e d  s t u d e n t s  s e l e c t e d  on a random b a s i s  from elementary 

s c h o o l s a n d h i g h  schools ,  u sua l ly  wi th  a c o n t r o l  group of normally 

achiev ing  s t u d e n t s .  Genera l iza t ions  a r e  t hen  made from t h e  d a t a .  This  

s tudy  i s  a d e l i b e r a t e  a t tempt  t o  move away from t h e  more t y p i c a l  

comparat ive t y p e  of research .  It is  an a t t empt  t o  examine a s m a l l e r ,  

p a r t i c u l a r  group of l ea rn ing  d i s a b l e d  c h i l d r e n  and t h e i r  p a r e n t s  i n  t h e  

hope t h a t  t r e n d s  might be uncovered t h a t  would be u s e f u l  f o r  f u t u r e  

r e s e a r c h  on a wider s c a l e .  

That t h e r e  i s  a need f o r  a smaller, d e s c r i p t i v e  s tudy  i n  t h e  

e x p e c t a t i o n s  o f  academic achievement i n  l e a r n i n g  d i s a b l e d  popula t ions  

has  been no ted :  



A t  the most prel iminary l e v e l  t h e r e  i s  a need f o r  
s tud ies  aimed a t  simply descr ib ing i n t r i n s i c  moti- 
vat ion i n  ch i ld ren  with l ea rn ing  d i s a b i l i t i e s . . . .  
For example, i n  s p e c i f i c  a reas  of  de f i c i ency  such 
as the  t h r e e  R ' s  do LD chi ldren  manifes t  lower o r  
u n r e a l i s t i c  expecta t ions  of success and f a i l u r e ,  
e t c . ?  (Adelman, 1978, p. 52)  

The o r ig ina to r s  of t h e  Projected ~ c a d e m i c  Performance Scale  (PAPS), 

Children 's  and Parents '  Version used i n  t h i s  s tudy have c a l l e d  f o r  

f u t u r e  research using t h e i r  s c a l e s  inc luding t h e  va r i ab les  o f  pa ren t  

and t eacher  expectat ions (Chapman e t  a l . ,  Note 5 ) .  I t  i s  hoped t h a t  

f u r t h e r  s t u d i e s  w i l l  add t o  our knowledge toward c l a r i f y i n g  t h e  causal  

and p red ic t ive  r o l e  o f  these  s i g n i f i c a n t  o t h e r s  i n  terms of a f f e c t i v e  

development and academic achievement. 

The Problem 

This study was designed a s  an a n a l y s i s  o f  t h e  academic expecta- 

t i o n s  of  a small group of l ea rn ing  d i sab led  ch i ld ren  and t h e i r  pa ren t s .  

The group w a s  s e l ec ted  from a s l i g h t l y  l a r g e r  group of ch i ld ren  who had 

been e n r o l l e d  i n  a s p e c i a l  t u t o r i n g  program. Those s tudents  who were 

excluded e i t h e r  were not  l ea rn ing  d isabled  o r  were too  o ld .  An at tempt 

was made t o  look a t  t r ends  i n  t h e  groups by analyzing t h e  r e l a t i o n s h i p s  

between parents '  and c h i l d r e n ' s  expecta t ions .  Further  a n a l y s i s  w a s  made 

of t h e  v a r i a t i o n s  wi th in  t h e  groups on the  b a s i s  of o t h e r  v a r i a b l e s  such 

as the  school sub jec t s  i n  which t h e  s tuden t s  r ece ive  i n s t r u c t i o n ,  age 

and sex ,  and i n  t h e  context  of  two time frames, near  and d i s t a n t  fu tu re .  



Limitat ions of t h e  Study 

There a r e  s e v e r a l  l i m i t a t i o n s  i m p l i c i t  i n  a s tudy such a s  t h i s  

one. One concerns t h e  lack  of use of a c o n t r o l  group. This research  

was an explora tory ,  desc r ip t ive  study of a p a r t i c u l a r  group. An 

at tempt was made t o  see  i f  the  r e l a t i o n s  between c h i l d r e n ' s  and pa ren t s '  

expecta t ions  i n  s p e c i f i c  academic a r e a s  revealed  any t r ends  t h a t  might 

po in t  t o  j u s t i f i c a t i o n  f o r  wider range, comparative s t u d i e s  i n  c e r t a i n  

a reas .  I n  obta in ing d a t a  f o r  examination of t h e  parent /chi ld  r e l a t i o n -  

sh ips ,  a comparison t o  e a r l i e r  s t u d i e s  using a r e c e n t l y  developed s c a l e  

has been made. Trends which emerged were examined a g a i n s t  f ind ings  of 

the  e a r l i e r  s t u d i e s .  

This s tudy might provide some use fu l  information with r ega rd  t o  

poss ib le  developmental t rends  i n  t h e  r e l a t i o n s h i p  of a f f e c t i v e  charac ter -  

i s t i c s  and school performance. ~ e s u l t i n g  impl ica t ions  may v a l i d l y  

apply t o  a s p e c t s  of classroom management and remedial techniques.  The 

ques t ions  t o  hypothesize a r e  d i f f i c u l t  t o  formulate i n  t h a t  some of t h e  

most provocative i s s u e s  a r e  a s  y e t  poorly understood i n  l i g h t  of the  

sparse  amount of research  i n  t h i s  a rea .  The r e s u l t s  of  t h i s  s tudy w i l l  

apply t o  t h e  p a r t i c u l a r  group of c h i l d r e n  and pa ren t s  s tud ied .  Resul ts  

may be genera l i zab le  t o  similar f u t u r e  populat ions of l e a r n i n g  d i sab led  

youngsters drawn together  by t h e i r  pa ren t s  f o r  s p e c i a l  t u t o r i n g  i n s t r u c -  

t i o n  a t  Simon Fraser  Universi ty,  o r  elsewhere. 



Definition of Terms 

Expectation 

Expectation refers to anticipation; thing expected; probability 

of a thing happening (The Concise Oxford Dictionary). 

Subjective Probability 

Subjective probability refers to a degree of hopefulness, an 

expectation that one can achieve some goal; some reasonable subjective 

probability of success at one's endeavors (Jones, 1977, p. 127). 

Self-concept of Academic Ability 

Self-concept of academic ability refers to the evaluating defini- 

tions an individual holds of himself in respect to his ability to 

achieve in academic tasks as compared with others in his school class 

(Brookover, et al., 1967). Self-concepts are relatively stable because 

of their direct linkage with expectancy of success (Weiner, 1976, p. 194). 

Self-esteem 

Self-esteem refers to how the individual feels about himself; his 

appraisal of his self-worth; his feelings of self-respect and personal 

acceptance (Covington & Beery, 1976, p. 51. 

Affective Characteristics 

Affective characteristics are the emotional components of school- 

ing. They refer to the attitudes toward school and learning; may 

include interests, likes, dislikes and school motivation; may be 

sbbject-specific affect or may be a generalized affect referring to 

school and school learning (Bloom, 1976, p. 861 . 



S i g n i f i c a n t  Others 

Th i s  i s  a concept  t h a t  r e f e r s  t o  t hose  who hold  t h e  most 

s i g n i f i c a n t  i n f luence  i n  c h i l d r e n ' s  l i v e s ;  p a r e n t s ,  t e ache r s  and peers .  

A t t r i b u t i o n a l  Theory 

A t t r i b u t i o n a l  theory  r e f e r s  t o  achievement-related s i t u a t i o n s .  

The concept  r e f e r s  t o  t h e  b e l i e f  t h a t  f o u r  causes  a r e  most used t o  

i n t e r p r e t  and p r e d i c t  academic outcome: a b i l i t y ,  e f f o r t ,  t a s k  d i f f i c u l -  

t y ,  and luck .  Future expec ta t ions  of success  and f a i l u r e  a r e  based on 

t h e s e  f o u r  causa l  a t t r i b u t i o n s .  Causes have two primary dimensions; 

s t a b i l i t y  ( s t a b l e  and u n s t a b l e ) ,  and locus  of  c o n t r o l  ( i n t e r n a l  versus  

e x t e r n a l ) .  These dimensions r e s p e c t i v e l y  i n f l u e n c e  t h e  s u b j e c t i v e  

expectancy o f  success  and t h e  a f f e c t i v e  r e a c t i o n s  t o  success  and f a i l u r e  

(Weiner, 1976, p. 183).  

Locus of Control  Theory 

Th i s  concept  grew from R o t t e r ' s  (1966l s o c i a l  l e a r n i n g  theory  and 

r e f e r s  t o  t h e  concept  t h a t  expectancy s h i f t s  are r e l a t e d  t o  i n t e r n a l  

v e r s u s  e x t e r n a l  pe rcep t ions  of  c a u s a l i t y .  It r e f e r s  t o  whether o r  n o t  

i n d i v i d u a l s  pe rce ive  t h a t  they  have o r  have n o t  t h e  power t o  c o n t r o l  

t h e  t h i n g s  t h a t  happen t o  them. The theo ry  emphasizes p r e d i c t i v e  

i n f e r e n c e s  (Weiner , 1976, p. 204 1. 

Learned Helplessness  Theory 

Learned he lp l e s snes s  theory  r e f e r s -  t o  t h e  concept  t h a t  t h e  i n d i -  

v i d u a l  p e r c e i v e s  t h e  l i k e l i h o o d  of  an  even t  t o  Ee independent of what he  

o r  she  does .  I t  is  s i m i l a r  t o  a Be l i e f  i n  e x t e r n a l  c o n t r o l  o r  t h e  

c a u s a l  p e r c e p t i o n  t h a t  outcomes a r e  determined Ey luck  (Weiner, 1976, 

p. 204).  



Chapter I1 

LITERATURE REVIEW 

P a r t  I: Children 's  Expectations of  Academic A b i l i t y  

In t roduct ion  

For a l a r g e  group of ch i ld ren  l a b e l l e d  " learning d isabled" ,  

r e c e i p t  of poor grades on t h e i r  r epor t  cards  con t r ibu tes  a negative 

impact t o  t h e i r  self-esteem, self-concept  and t h e i r  r e s u l t i n g  f u t u r e  

expecta t ions  f o r  academic achievement. This  kind of r eac t ion  is  

" inev i t ab le  i n  a soc ie ty  l i k e  ours where a primary determinant of one ' s  

s t a t u s  is the  a b i l i t y  t o  perform" (Covington & Beery, 1976, p .  6 ) .  

Concerns about t h e  importance of a f f e c t i v e  v a r i a b l e s  i n  academic 

achievement have l e d  t o  a number of s t u d i e s  i n  t h e  a reas  of  s e l f -  

concept and causal  a t t r i b u t i o n s .  Inferences  about expecta t ions  have 

been made from t h e s e  s t u d i e s  b u t  only r e c e n t l y  has some at tempt been 

inade t o  s tudy ch i ld ren ' s  school achievement expecta t ions  p e r  s e  

(Entwisle & Hayduk, 1978; Chapman & Boersma, Note 1; Chapmanlet a l . ,  

Note 4 ) .  Thus, research i n  r e l a t e d  a r e a s  must be reviewed t o  form a 

background f o r  t h i s  study. 

Related Studies:  Self-concept,  Causal A t t r i b u t i o n s ,  and Locus of Control 

S tudies  i n  self-concept of academic a b i l i t y ,  causal  a t t r i b u t i o n s  

and locus  of con t ro l  form a b a s i s  f o r  understanding t h e  r o l e  t h a t  

expecta t ions  have i n  c h i l d r e n ' s  success and f a i l u r e  experiences i n  

school.  Much research  has been c a r r i e d  o u t  i n  these  r e l a t e d  a reas  and 

t h e  most noteworthy f indings  w i l l  be c i t e d .  Some of these  s t u d i e s  

u t i l i z e d  genera l  sub jec t  populat ions of c h i l d r e n  while o t h e r s  s p e c i f i -  



f i c a l l y  ana lyzed  a l e a r n i n g  d i s a b l e d  group. 

Self-concept .  B e l i e f  about  onese l f  and o n e ' s  a b i l i t y  a r e  

n e c e s s a r i l y  r e l a t e d  t o  one ' s  e x p e c t a t i o n s ( ~ a m a c h e k ,  1979, p .  270) .  It 

has been found t h a t  se l f -concept  of academic a b i l i t y  was a s s o c i a t e d  wi th  

academic achievement a t  a l l  l e v e l s  of  school ing  (Brookover & Erickson ,  

1969, pp. 104-105; Brookover, e t  a l . ,  1967, p. 142; Purkey, 1970, p .  

23) .  The classroom s e t t i n g  i s  t h e  base  f o r  much s o c i a l  comparison and 

it has  been found t h a t  t h e  r e l a t i o n s h i p  between se l f -concept  and academic 

achievement w a s  mani fes t  most s t r o n g l y  w i t h i n  t h i s  c o n t e x t  ( ~ o g e r s ,  

Smith & Coleman, 19781. Our b e s t  evidence t o  d a t e  shows t h a t  t h e r e  i s  

a two way i n t e r a c t i o n  between t h e  s e l f  and academic achievement and 

t h a t  each d i r e c t l y  i n f l u e n c e s  t h e  o t h e r  (Purkey, 1970, p .  23 ) .  There 

i s  a p e r s i s t e n t  and s i g n i f i c a n t  r e l a t i o n s h z p  between t h e  two a r e a s .  

I n  f a c t ,  it has  been found t h a t  se l f -concept  o f  a b i l i t y  is a b e t t e r  

p r e d i c t o r  o f  school  success  than  is o v e r a l l  se l f -concept  measures 

(Brookover, e t  a l . ,  1967, p. 142; Purkey, 1970, p.  191. I t  i s  be l i eved  

t h a t  f a i l u r e  and d isapproval  over  a number o f  y e a r s  l e a d s  t o  a n  "at t i -  

tude  toward t h e  s e l f "  abou t  school  l e a r n i n g  (Bloom, 19-76, p .  921. 

Eventua l ly  t h e  p a t t e r n  of  f a i l u r e  l e a d s  t h e  s t u d e n t  t o  g e n e r a l i z e  about  

himself a s  a l e a r n e r  and he  s h i f t s  t h e  blame f o r  l a c k  of succes s  toward 

h imsel f .  

Academic se l f -concept  w a s  s t u d i e d  in ado le scen t  s t u d e n t s  based on 

t h e  t h e o r e t i c a l  framework t h a t  school  l e a r n i n g  i s  l i m i t e d  by t h e  s t u -  

d e n t s '  se l f -concept  and t B a t  se l f -concept  r e s u l t s  from t h e  e x p e c t a t i o n s  

and e v a l u a t i o n s  of  s i g n i f i c a n t  o t h e r s  (Brookover, e t  a l . ,  19672. It 



was believed that items which assessed specific academic self-conceptions 

ought to be superior to general self-perception items when school 

achievement is to be predicted. It was found that the evaluations 

which students perceive that parents, friends and teachers hold for 

them are consistently correlated with self-concept of academic ability 

(Brookover, et al., 1967, p. 1411. Noteworthy also was the finding that 

the relationships were not greatly affected by variation in either 

measured intelligence or socioecono~c status: 
L1 '  

/ 

Self-concept accounts for a significant portion 
of achievement independent of measured intelli- 
gence, socioeconomic status-, educational aspira- 
tions and the expectations of family, friends 
and teachers. (Brookover & Erickson, 1969, p. 105) 

Kifer's (1975) longitudinal study with children in Grades 1 to 8 

provided strong support for the notion that with failure over the years 

comes lower levels of regard for self and abilities. Prock (Note 7) 

found similar trends that academic self-concept of elementary school 

students was influenced by the accumulation and duration of the failure 

expectations . 
In another study of academic self-concept at the elementary school 

level using The Student's Perception of ?ib%lity Scale (Boersma & 

Chapman, 1977), results showed that learning disabled children held 

significantly more negative self-perceptions of ability in reading, 

spelling and mathematics than did the control group of normally 

achieving children (Chapman & Boersma, 1979a). In addition the negative 

attitudes toward school subjects in the learning disabled were 

accompanied by lower self-perceptions of ability in general, and by 



expressions of less confidence in school and more negative attitudes 

toward school. 

A recent study using the same scale found that the academic self- 

esteem of normally achieving children differs significantly from that of 

learning disabled students who are not achieving but does not differ 

from the academic self-esteem of those who are achieving to a criterion 

level set for work in learning assistance programs (Prock, Note 7). 

Causal attributions. Recent advances in studies in the area of 

human motivation and attributional conceptions are useful in the 

explanation of classroom behaviours and in our understanding of child- 

ren's expectations (Nicholls, 1975, 1978, 1979; Weiner, 1976). 

Attributions are the internal explanations individuals give themselves 

to explain a success or a failure at' a task. One's beliefs about the 

causes of success and failure are important mediators of performance in 

academic settings. The interaction of the four predominant causal 

attributions of ability, luck, effort, and task difficulty, according to 

Weiner (1976), can be viewed as the quallties of the person (ability and 

effort/internal locus of controlf, or the properties of the environment 

(luck and task difficulty/external locus of controll. Furthermore, 

ability and task difficulty are stable in nature whereas effort and luck 

may be subject to change. Thus- future expectations of success and 

failure are based on these four attributions (NeTner, 1974, p. 64, 1976, 

p. 180). Other less prominent causes of success and failure reported 

within the "luck" category include fatTgue, mood, illness, and the bias 

of others. Shifts in expectancy occur after successes or failures and 



a r e  l inked i n  degree t o  t h e  causal  a s c r i p t i o n s  t h e  s tuden t  makes s ince  

some a s c r i p t i o n s  can be changed whereas o t h e r s  cannot.  

Locus of con t ro l .  Locus of c o n t r o l  theory  i s  c l o s e l y  r e l a t e d  t o  

a t t r i b u t i o n a l  theory.  An a t t r i b u t i o n  o r  b e l i e f  t h a t  outcomes a r e  t h e  

r e s u l t  of o n e ' s  own e f f o r t s  i s  c a l l e d  " i n t e r n a l  con t ro l "  whereas the  

b e l i e f  t h a t  t h e  outcomes r e s u l t  from f a c t o r s  over which the  ind iv idua l  

has no c o n t r o l  i s  termed "external  con t ro l "  ( k f c o u r t ,  1976; Phares, 

1976; Rotter ,  1966). The concept of locus  of  c o n t r o l  opera tes  both a s  

a  b e l i e f  d i r e c t e d  toward one s p e c i f i c  s i t u a t i o n  o r  it may be a genera l ized  

expectancy covering numerous s i t u a t i o n s .  The Coleman Report (.Coleman, 

Campbell, Hobson, McPartland, Mood, Weinfeld & York, 1966) pointed ou t  

s t rong ly  t h e  r e l a t i o n s h i p  between E e l i e f s  i n  personal  con t ro l  over 

academic rewards and academic achievement: 

A p u p i l  a t t i t u d e  f a c t o r  which appears t o  have a 
s t ronger  re la t ions l i ip  t o  achievement than do a l l  
t h e  "school" f a c t o r s  toge the r ,  is- t h e  e x t e n t  t o  
which an individual  f e e l s -  that he has- some con- 
t r o l  over h i s  own des t iny .  (p. 231 

I n  a r e c e n t  study assess ing  c h i l d r e n  ih Grades 1, 3 and 5, f o u r  

s i t u a t i o n s  were looked a t  i n  terms of  t h e  c h i l d r e n ' s  b e l i e f s  about  

causes and f a i l u r e s  (Fr ieze  & Snyder, 19801. These included a school 

t e s t i n g  s i t u a t i o n ,  an a r t  p ro jec t ,  p laying f o o t b a l l  and catching f rogs .  

Causal explanat ions  were found t o  d i f f e r  ac ross  t h e  four  s i t u a t i o n s  with 

t h e  t e s t i n g  s i t u a t i o n  seen a s  the  most in ternal2zed locus  of con t ro l .  

Implicat ions a r e  t h a t  i n t e r n a l  locus  of c o n t r o l  produces s t rong a f fec -  

t i v e  r e a c t i o n s  of p r ide  and shame. Thus not  only  does t h i s  a t t r i b u t i o n  

have a p w e r f u l  impact on the  s tudent ' s -  self-esteem b u t  a l s o  t h e  d a t a  



i n d i c a t e  t h a t  t he  c h i l d ' s  causa l  b e l i e f  s t r u c t u r e  is  s i t u a t i o n a l l y  

dependent (F r i eze  & Snyder, 1980, p. 193-194). 

Not s u r p r i s i n g l y  s t u d i e s  have found t h a t  l e a r n i n g  d i s a b l e d  c h i l d r e n  

d i f f e r  from nondisabled c h i l d r e n  i n  t h e i r  l o c u s  of  c o n t r o l  (Chapman & 

Boersma, 1979b; Fincham & Bar l ing ,  1978; Hal lahan,  Gajar ,  Cohen & 

Tarver, 1978; K i fe r ,  1975; Pearl, Bryan & Donahue, 19801. I n  g e n e r a l  

t h e  l e a r n i n g  d i sab led  c h i l d  is  more l i k e l y  t o  a t t r i b u t e  succes s  t o  a n  

e x t e r n a l  f a c t o r  (such a s  luck)  whereas t h e  normally achiev ing  c h i l d  

a t t r i b u t e s  h i s  success  t o  a b i l i t y  and/or e f f o r t .  

I n  one s tudy ,  Chapman, e t  a l .  (Note 51 found t h a t  age i s  r e l a t e d  

t o  a t t r i b u t i o n .  Older l e a r n i n g  d l s a b l e d  c h i l d r e n ,  u n l i k e  non-disabled 

c h i l d r e n  who had i n t e r n a l i z e d  both succes s  and f a i l u r e s ,  a t t r i b u t e d  

t h e i r  f a i l u r e s  t o  i n t e r n a l  causes (such a s  low a b i l i t y 1  b u t  s t i l l  f e l t  

t h a t  any successes  t hey  may have had were t h e  r e s u l t  o f  e x t e r n a l  

f a c t o r s  such a s  l uck  o r  t e s t  e a s e  r a t h e r  t han  a b i l l t y .  This  r e s e a r c h  

sugges t s  t h a t  c h i l d r e n  wi th  l e a r n i n g  d i f f i c u l t i e s  do n o t  have s t r o n g  

p e r c e p t i o n s  of i n t e r n a l  c o n t r o l  over  t h e i r  s i t u a t i o n .  

These locus  o f  c o n t r o l  f i n d i n g s  a r e  i n  accord  w i t h  s t u d i e s  i n  t h e  

a r e a  of  " learned he lp l e s snes s"  (Dweck, 1975; Dweck & Reppucci, 1973; 

G r i m e s ,  1981) .  I f  a  c h i l d  views t h e  s i t u a t i o n  as beyond his c o n t r o l ,  

whether t h i s  i s  t r u e  o r  no t ,  fie may be s u f f e r i n g  from "learned he lp l e s s -  

ness" .  I t  w a s  found t h a t  t h e  c h i l d r e n  who were most l i k e l y  t o  g i v e  up 

i n  t h e  f a c e  of f a i l u r e ,  when compared t o  t h e  more pe r seve r ing  s u b j e c t s ,  

n o t  o n l y  took l e s s  pe r sona l  r e s p o n s i b i l i t y  f o r  t h e  succes ses  and f a i l u r e s ,  

b u t  a l s o  when they took r e sponsTb i l i t y  tended t o  a t t r i b u t e  t h e  outcomes 



to poor ability rather than to effort. Thus they responded malad- 

aptively to a failure (Dweck & Reppuccii, 1973). 

Studies of Children's Expectations 

Expectancies become a motivational variable in children's success- 

ful learning in view of their link to the children's self-perceptions 

that they have appropriate abilities and "where they see a correspondence 

between their abilities and effort, and the likely outcome of the task" 

(Chapman & Boersma, Note 1). 

Crandall (1969) carried out some preliminary work in predicting 

behaviour from expectancy in intellectual tasks and found that expect- ' 

ancy was related to final academic competence. It was noted that there 

were sex differences in expectancy estimates with girls being consistently 

lower than boys in their expectations in intellectual situations but 

shere was little success in a search for antecedents to this finding. 

This work is supported by more recent findings of sex differences in 

attributions and expectancies in studies which have reported more marked 

effects of failures on females than males with a resulting drop in 

expectancies (Nicholls, 1975; Parsons &Ruble, 19771. 

Jones (1977) noted that underachieving children held lower per- 

formance expectations than normally achieving children, Similarly, 

Coleman et al. (1966) suggested tliat if children felt they could not 

succeed their expectations- would be low. The expectations would affect 

the effort put fnto the task and the children's ultimate chance of suc- 

cess. 

Nevertheless, on the whole very little attention has been directed 



towards t h e  study of ch i ld ren ' s  school achievement expecta t ions  p e r  s e .  

Two exceptions a r e  noted. The f i r s t  was t h e  r ecen t  long i tud ina l  study 

over Grades 1 and 2 of how c h l l d r e n ' s  expecta t ions  develop a t  t h e  start 

of school  (Entwis t le  & Hayduk, 1978J.  The i n v e s t i g a t i o n  of c h i l d r e n ' s  

expecta t ions  before  they begin t o  make c a u s a l  a t t r i b u t i o n s  concluded 

t h a t  e a r l y  school  events  were c l e a r l y  of overr id ing importance 

(Entwisle & Hayduk, 1978, p. 5 ) .  Once t h e  cyc le  of s e l f - f u l f i l l i n g  

prophecy s t a r t e d ,  expectat ions shaped performance, performance was 

evaluated,  and then t h e  evaluat ions  (-feedback in f luences )  modified t h e  

expectat ions.  Children b u i l t  expecta t ions  a s  they grew and learned 

and expecta t ions  exerted powerful in f luences  on f u t u r e  performance. 

How t h e  performance feedback from s i g n i f i c a n t  persons shapes t h e  

academic s e l f  -image i s  t h e  s o c f a l  con tex t  of  t h e  s i t u a t i o n .  The e f f e c t  

of h w  s o c i a l  rewards a r e  defined f o r  t h e  p a r t i c u l a r  c h i l d  and how t h e  

c h i l d  e s t a b l i s h e s  what optimum l e v e l s  of expecta t ions  t o  aim f o r  i s  

s i g n i f i c a n t  t o  t h e  academic outcome. Expectat ions and optimum l e v e l s  

may n o t  n e c e s s a r i l y  be equivalent  f o r  va r ious  sub jec t s  but  nothing is 

known about optimum expectat ion l eve l s .  (Entwisle & Hayduk., 1978, p. 166).. 

The second exception regarding s p e c i f i c  a t t e n t i o n  t o  young chi ld-  

r e n ' s  expectiations has been t A e  r e c e n t  development of a s c a l e  t o  measure 

ch i ld ren ' s  expecta t ions  of academic achievement (Chapman & Boersma, 

Note 8 ) .  It was bel ieved t h a t  "one of t h e  reasons f o r  t h e  v i r t u a l  

absence of s t u d i e s  on se l f -expecta t ions  probably r e l a t e s  t o  t h e  l ack  of 

instruments f o r  tapping t h i s  construct ' '  iChapman & Boersma, Note 1). 

Studies  with t h i s  s c a l e  t o  d a t e  i n d i c a t e  t h a t  elementary school age 



l e a r n i n g  d i s a b l e d  c h i l d r e n  have lower expec ta t ions  f o r  t h e  c o r e  e l e -  

mentary a r e a s  of S p e l l i n g ,  Reading and ~ a t h e m a t i c s .  However, t h e  

c h i l d r e n ' s  p r e d i c t i o n s  f o r  Language A r t s ,  s c i e n c e  and s o c i a l  s t u d i e s  are 

n o t  s i g n i f i c a n t l y  d i f f e r e n t  frcin t hose  of normally achieving s t u d e n t s  

(Chapman & Boersma, Note 1) . 

I n d i c a t i o n s  of Developmental Trends 

It seems p o s s i b l e  t h a t  some develo-mental t r e n d s  i n  l e a r n i n g  d i s -  

ab led  c h i l d r e n ' s  a f f e c t i v e  c o r r e l a t e s  t o  academic achievement may be 

i n d i c a t e d  by r e c e n t  s t u d i e s  of se l f -concepts ,  a t t r i b u t i o n s  and 

e x p e c t a t i o n s .  This  would seem a n a t u r a l  consequence t o  t h e  i m p l i c i t  

f i n d i n g s  of group d i f f e r e n c e s  i n  a f f e c t i v e  c h a r a c t e r i s t i c s  between d i s -  

ab led  and non-disabled c h i l d r e n  i n  s i t u a t i o n s  where t h e  academic d i f f i -  

c u l t y  i s  n o t  being adequately remedied. The r e l a t i o n s h i p  becomes 

s t r o n g e r  and more powerful a s  t h e  f a l l u r e  becomes prolonged and a con- 

s i s t e n t  p a t t e r n  of achievement emerges (Bloom, 1976, p. 95; K i f e r ,  1975).  

Older l e a r n i n g  d i sab led  c h i l d r e n  presumably have experienced more 

f a i l u r e  t h a n  younger c h i l d r e n  and expect  t o  f a i l  i n  t h e  f u t u r e  (Dunn, 

P e a r l  & Bryan, Note 6 ) .  

Nicho l l s  (1978, 19791 has  shown t h a t  pe rcep t ion  of a t t a inmen t s  

w a s  more a c c u r a t e  i n  o l d e r  ch i ld ren .  Another s tudy  found a downward 

t r e n d  i n  pe rcep t ions  of capac i ty  amongst l e a r n i n g  d i sab led  c h i l d r e n  

from Grade 5 t o  Grade 7 i n d i c a t i n g  t h a t  t h e  longer  c h i l d r e n  a t t e n d  

school  " t h e  l e s s  w e l l  they  f e e l  about  t h e i r  c a p a b i l i t y  t o  pe r fo rm-  

academic t a s k s "  (Prock, Note 7)  . 
Weiner 's  a t t r i b u t i o n a l  model of mot iva t ion  noted t h a t  t h e  sequen- 



t i a l  l i n k s  a r e  l i k e l y  t o  be a f f e c t e d  by t h e  c o g n i t i v e  m a t u r i t y  of t h e  

s t u d e n t  (Weiner, 1974, p. 43) .  Younger c h i l d r e n  have l i m i t e d  informa- 

t i o n  process ing  c a p a b i l i t i e s  and may conceive of o n l y  a smal l  number of 

causes  which w i l l  r e s u l t  i n  i n a c c u r a t e  f u t u r e  expec ta t ions  f o r  success  

and f a i l u r e  a f t e r  a s e r i e s  o f  achievement outcomes. 

One s tudy  i n v e s t i g a t i n g  t h e  development of achievement-related 

expec tanc ies  found t h a t  s u c c e s s / f a i l u r e  exper iences  had a more system- 

a t i c  e f f e c t  on school-age c h i l d r e n ' s  expec tanc ies  t han  on t h e  expectan- 

c i e s  of pre-schoolers  (Parsons & Ruble, 1977) .  F u r t h e r ,  it was found 

t h a t  o l d e r  c h i l d r e n  c o n s i s t e n t l y  r epo r t ed  lower expec tanc ies .  

Even a s  e a r l y  a s  t h e  f i r s t  two grades  it was noted t h a t  s h i f t s  

from t h e  t y p i c a l  o p t i m i s t i c  expec ta t ions  a t  t h e  s t a r t  of school  toward 

a more r e a l i s t i c  eva lua t ion  i n  l i n e  wi th  t h e i r  performance occurred as 

t h e  c h i l d r e n  a t tuned  themselves t o  s o c i a l  r e a l i t y  (Entwisle  & Hayduk, 

A s tudy  t h a t  a l s o  looked a t  developmental cons ide ra t ions  provided 

only  s l i g h t  suppor t  f o r  a developmental i n t e r p r e t a t i o n  of a d i f f e r e n t i a l  

c o n t r i b u t i o n  of a f f e c t i v e  v a r i a b l e s  a t  age  l e v e l s  (Chapman, Cul len ,  

Boersma & ~ a g u i r e ,  Note 5 ) .  The s tudy  noted however, t h a t  t h e r e  was a n  

inc reased  tendency f o r  a f f e c t i v e  v a r i a b l e s  of academic se l f -concept  

and expec ta t ions  t o  c o r r e l a t e  more h igh ly  wi th  marks a t  Grade 5 and 6 

than  a t  Grade 3 o r  4 al though t h e  r e s u l t s  were no t  s t a t i s t i c a l l y  s i g n i -  

f i c a n t .  It w a s  suggested t h a t  a wider age span be used i n  f u t u r e  t o  

i d e n t i f y  more s p e c i f i c  developmental t r e n d s  i n  school - re la ted  a f f e c t i v e  



developnent.  

I n  any event ,  a t  sane in te rmedia te  age between f i r s t  grade and 

junior  h igh school age t h e  expecta t ion  l e v e l s  f o r  c h i l d r e n  with l ea rn ing  

problems must drop because by adolescence it has been shown t h a t  o l d e r  

c h i l d r e n ' s  expecta t ions  can be very low. There was evidence t h a t  by 

t h i s  time n e i t h e r  exper t  t rea tment  of d e f i c i t  nor counsel lor  therapy 

had any s i g n i f i c a n t  e f f e c t  on self-concept  of a b i l i t y  behaviour 

(Brookover e t  a l . ,  1967, p. 5 ) .  

P a r t  11: Parenta l  Expectat ions of  Academic Abi l i ty  of 
Their  Children 

Impact of S i g n i f i c a n t  Others 

Because of the  i n t e r a c t i o n  between t h e  c h a r a c t e r i s t i c s  of  t h e  s e l f  

and successful  s c h o l a s t i c  achievement (Hamachek, 1979, pp. 115 and 322; 

Purkey, 1970, p. 231, it i s  important  t o  look a t  t h e  persons i n  a c h i l d ' s  

l i f e  who w i l l  p lay  some r o l e  i n  the  development of self-concept ,  s e l f -  

esteem and se l f -expecta t ions  a s  r e l a t e d  t o  school experiences.  

Probably the  most c r u c i a l  time i n  c h i l d r e n ' s  l i v e s  with r e s p e c t  t o  

t h e  shaping of t h e i r  f e e l i n g s  of  academic competency i s  the  elementary 

school per iod  because t h e  sense of what they can achieve is  incompletely 

formed dur ing these  years  (Hamachek, 1979, p.  321). Those who shape 

c h i l d r e n ' s  se l f -a t t i tudes- -parents ,  pee r s  and teachers--are o f t e n  

r e f e r r e d  t o  a s  t h e  " s i g n i f i c a n t  o thers"  i n  t h e i r  l i v e s .  A t  school ,  

peers  and teachers  are t h e  s i g n i f i c a n t  o t h e r s  who witness e i t h e r  suc- 

cesses  o r  f a i l u r e s  and who f i r s t  in t roduce  c h i l d r e n  t o  a s o c i a l  compari- 



son o u t s i d e  of t h e i r  f ami l i e s .  Soon e i t h e r  p o s i t i v e  o r  negative 

a f f e c t i v e  c h a r a c t e r i s t i c s  begin t o  grow and develop. 

Brought t o  t h i s  s i t u a t i o n  a r e  t h e  self-images of a b i l i t i e s ,  

competencies and worth t h a t  c h i l d r e n  have learned from the  t h i r d  s ign i -  

f i c a n t  o t h e r ,  t h e i r  parents .  These self-images heav i ly  inf luence  subse- 

quent achievement p a t t e r n s  i n  school  (Covington & Beery, 1976, p. 58; 

Love, 1970, p.  37; Smith, 1969; Veroff,  1969, p. 5 4 ) .  How ch i ld ren  per-  

ce ive  t h e  expecta t ions  held by o t h e r s  is important  i n  how they evaluate 

themselves and i n  how the  d e s i r e s  of t h e  s i g n i f i c a n t  o the r s  w i l l  l i k e l y  

be c a r r i e d  o u t  (Brookover & Erickson, 1969, p. 76) .  

Impact of t h e  Home Environment 

Some resea rchers  concluded t h a t  hame f a c t o r s  are more h ighly  

r e l a t e d  t o  t h e  pe r sona l i ty  c h a r a c t e r i s t i c s  i n  t h e  e a r l y  school years  than 

i n  t h e  l a t e r  years  (Kifer ,  1975). Others be l i eve  t h a t  the  a s s e r t i o n  

t h a t  p a r e n t s  a r e  not  an important in f luence  on t h e  academic achievement 

of adolescent  s tudents  i s  unfounded (Brookover & Erickson, 1969, p.  

78) .  Regardless of po in t s  of view on the  r e l a t i v e  impacts of the  home 

environment, t h e  evidence i n  genera l  acknowledges t h a t  pa ren t s  have an 

impact on subsequent academic achievement of t h e i r  ch i ld ren  (Brookover & 

Erickson, 1969, p. 71; Convington & Beery, 1969, p.  59; Entwisle & 

Hayduk, 1978, p. 146; Hess & Shipman, 1965).  

Entwisle and Hayduk (1978) looked a t  pa ren t  and c h i l d  expecta t ions  

f o r  academic achievement over a two year  per iod  t ak ing  i n t o  account 

s p e c i f i c  s u b j e c t  a reas  and socioeconomic s t a t u s .  Resul ts  showed t h a t  



t h e  c h i l d r e n  d i d  n o t  adopt  t h e i r  p a r e n t s '  expec ta t ions  d i r e c t l y .  

Apparent ly t h e  hcane environment d i d  n o t  l e a d  p a r e n t s  and c h i l d r e n  t o  

• ’ o m  t h e  same expec ta t ions .  But it was be l i eved  t h a t  a r e l a t i o n s h i p  

between p a r e n t s '  and c h i l d r e n ' s  expec ta t ions  would develop over  time 

because both  sets of  expec ta t ions  ( i n  a middle c l a s s  school  and a 

working class school )  tended t o  move toward t h e  c h i l d ' s  ass igned  marks 

over  t h e  two y e a r  per iod .  However, i n  examining p a r e n t s '  i n f luence  

over  e x p e c t a t i o n s ,  t h e  reason  f o r  d e c l i n e  of t h e  f o r c e  of p a r e n t a l  

e x p e c t a t i o n s  i n  second year  over  f i r s t  year  remained unc lea r  

(Entwis le  & Sayduk, 1978, p .  148) .  

Fami l i e s  o f  Learning Disabled Children 

S tud ie s  examining a f f e c t i v e  school - re la ted  c h a r a c t e r i s t i c s  i n  

samples of  l e a r n i n g  d i sab led  c h i l d r e n  a r e  emerging b u t  t h e r e  i s  s t i l l  

r e l a t i v e l y  l i t t l e  known about  how p a r e n t s  of  t h i s  subse t  of t h e  school  

popu la t ion  view t h e i r  c h i l d r e n  (Bryan, P e a r l ,  Zimmerman & Matthews, 

Note 3 ) .  This s tudy  noted t h a t  i n  terms of p a r e n t a l  a t t i t u d e s  toward 

t h e i r  c h i l d r e n ' s  academic achievements,  mothers of l e a r n i n g  d i sab led  

c h i l d r e n  responded l e s s  p o s i t i v e l y  t o  t h e i r  c h i l d r e n ' s  achievement 

behaviours  than d i d  mothers o f  normally achiev ing  s tuden t s .  Mothers of 

l e a r n i n g  d i s a b l e d  c h i l d r e n  were more l i k e l y  than  t h e  o t h e r s  t o  emi t  

c r i t i c i s m  and nega t ive  responses t o  t h e i r  c h i l d r e n ' s  achievement 

a t t empt s  (Chapman & Boersma, 1979b).  

An earlier s tudy  examining p a r e n t a l  a t t i t u d e s  i n  f a m i l i e s  con ta in  

i n g  a n  e d u c a t i o n a l l y  handicapped c h i l d  found t h a t  p a r e n t s  n o t  on ly  



expressed l e s s  a f f e c t i o n  toward and p u t  more p r e s s u r e  on t h e i r  educa- 

t i o n a l l y  handicapped c h i l d  t han  h i s  s i b l i n g s ,  b u t  a l s o  d i d  s o  t o  a 

g r e a t e r  degree  than  a  c o n t r o l  group of p a r e n t s  (Owen, Adams, F o r r e s t ,  

S t o l z  & F i s h e r ,  1971).  On t h e  o t h e r  hand, a  r e c e n t  survey of t h e  c h i l d -  

r e a r i n g  a t t i t u d e s  of  t h e  mothers of  l e a r n i n g  d i s a b l e d  c h i l d r e n  c a r r i e d  

o u t  i n  a n  e f f o r t  t o  understand t h e  course  of t h e  mothers '  ad jus tments  t o  

t h e i r  c h i l d  found more p o s i t i v e  tendencies  (Humphries & Sauman, 1980) .  

I t  was found t h a t  t h e s e  mothers exh ib i t ed  s t r i c t e r  c o n t r o l  of t h e i r  

c h i l d r e n  b u t  were l e s s  h o s t i l e  and r e j e c t i n g  than  a  c o n t r o l  group o f  

mothers.  The r e s e a r c h e r s  i n t e r p r e t e d  t h i s  f i n d i n g  as s i g n a l l i n g  a 

s t r o n g  degree  of  t h e  mothers '  acceptance of t h e i r  l e a r n i n g  d i s a b l e d  

c h i l d .  They saw t h e  mothers '  s t r i c t  c o n t r o l  of  t h e  c h i l d r e n ' s  behaviour  

a s  being t h e  mothers '  pe rcep t ion  of t h e  need f o r  t h i s  c o n t r o l  of t h e i r  

c h i l d r e n  because of t h e  t y p i c a l  problems involv ing  d i s o r g a n i z a t i o n ,  

f r u s t r a t i o n ,  poor  a t t e n t i o n  and school  f a i l u r e .  

S tud ie s  o f  P a r e n t a l  Expectat ions 

Chapman & Boersma (1979b) s t u d i e d  p a r e n t a l  expec ta t ions  i n  a group 

of mothers who had a  l e a r n i n g  d i sab led  c h i l d  and a  group of mothers who 

had normally achiev ing  ch i ld ren .  A t  a l l  g rade  l e v e l s  (Grade 3 t o  6)  

mothers of  l e a r n i n g  d i s a b l e d  c h i l d r e n  expected t h e i r  c h i l d r e n  t o  perform 

l e s s  we l l  i n  school  i n  f u t u r e  than  mothers of c h i l d r e n  who were 

achiev ing  a t  a normal r a t e .  This is  i n  l i n e  wi th  e a r l i e r  f i n d i n g s  t h a t  

mothers of  l e a r n i n g  d i s a b l e d  c h i l d r e n  w i l l  b r ing  t h e i r  achievement 

expec ta t ions  i n t o  l i n e  wi th  t h e i r  c h i l d r e n ' s  a c t u a l  school  performance 



(Entwi.de & Hayduk, 1978) . 
Others  a l s o  have found t h a t  mothers of l e a r n i n g  d i s a b l e d  c h i l d r e n  

i n  a sample from Grade 2 t o  6 were cons ide rab ly  l e s s  o p t i m i s t i c  abou t  

t h e i r  c h i l d r e n ' s  f u t u r e  performance than  w e r e  mothers of  nondisabled 

c h i l d r e n  (Bryan, e t  a 1  ., Note 3) . 
One s t u d y  i n  t h i s  a r ea  looked a t  expec ta t ions  of  mothers w i th  

l e a r n i n g  d i s a b l e d  boys (Epstein,  Berg-Cross & Berg-Cross, 1980) .  

Di f fe rences  i n  expec ta t ions  were noted on t e s t s  of  c o g n i t i v e  a b i l i t y  

depending on t h e  p o s i t i o n  the  l e a r n i n g  d i s a b l e d  c h i l d  occupied i n  h i s  

fami ly  o f  two male s i b l i n g s .  On a s p e l l i n g  t a s k  where p a r e n t s  r ece ived  

feedback ( s i m i l a r  t o  r ece iv ing  school  r e p o r t s  o r  observing marked home- 

work ass ignments ) ,  mothers of t h e  l e a r n i n g  d i s a b l e d  c h i l d  who w a s  

second i n  t h e  fami ly  of two appeared t o  reasonably  a d j u s t  upward t h e i r  

p rev ious ly  low expec ta t ions .  But where t h e  c h i l d  w a s  t h e  f i r s t - b o r n  they  

were unable t o  a d j u s t  p rev ious ly  low expec ta t ions  d e s p i t e  t h e  feedback 

ind ica t ed .  It w a s  hypothesized t h a t  mothers wi th  f i r s t - b o r n  l e a r n i n g  

d i sab led  sons  develop s p e c i a l  ways t o  d e a l  wi th  t h e  s t r e s s  of  r a i s i n g  

such a c h i l d  f i r s t .  I n  f a m i l i e s  where t h e  l e a r n i n g  d i sab led  c h i l d  was 

second, mothers  presumably have had p rev ious ly  s a t i s f a c t o r y  c h i l d -  

r a i s i n g  exper iences .  Thus, t hey  would have lowered se l f -concern  t h a t  

might have t h e  e f f e c t  of c u t t i n g  o f f  feedback informat ion  and perpe tua-  

t i n g  t h e  e s t a b l i s h e d  expec ta t ion  system (Eps t e in ,  e t  a l . ,  1980) .  

This  f i n d i n g  co ihc ides  wi th  a f i n d i n g  t h a t  a l though b i r t h  o r d e r  d a t a  a r e  

a t  p r e s e n t  t o o  s p a r s e  t o  e s t ima te  t h e  t o t a l  e f f e c t  o f  p o s i t i o n  upon 

s o c i a l i z a t i o n  and p e r s o n a l i t y ,  t h e  d a t a  s o  f a r  show t h a t  b i r t h  o r d e r  



accounts  f o r  a very  small  percentage  of t h e  v a r i a n c e  i n  academic 

perfomlance. Y e t ,  t h e  c o n s i d e r a t i o n  t h a t  p o s i t i o n  i n  t h e  family may 

i n f l u e n c e  t h e  way p a r e n t s  r e a c t  t o  a c h i l d  which may i n  t u r n  in f luence  

o t h e r  v a r i a b l e s  should no t  be e n t i r e l y  neg lec t ed  (Green, 1978, p .  61 ) .  

Measurement of  Exwectations 

I n  g e n e r a l ,  very  l i t t l e  s u b s t a n t i v e  informat ion  regard ing  p a r e n t s  

and f ami ly  dynamics i n  t h e  homes con ta in ing  l e a r n i n g  d i sab led  c h i l d r e n  

h a s  y e t  been uncovered. S p e c i f i c a l l y ,  t h e  area of  c h i l d r e n ' s  and 

p a r e n t s '  expec ta t ions  f o r  academic achievement has  only  r e c e n t l y  begun t o  

be i n v e s t i g a t e d .  There has  been no sys t ema t i c  development i n  producing 

a measurement s c a l e  t o  d a t e .  The r e s e a r c h  by Brookover, e t  a l ,  (1967) 

used q u e s t i o n n a i r e s  f o r  s t u d e n t s  and p a r e n t s  which were s i m i l a r  i n  

format  t o  t h a t  now being used by Chapman and Boersma (Note 8 ) .  The 

longe r  Brookover ques t ionna i r e  inc luded  some ques t ions  of  perce ived  

e x p e c t a t i o n s  f o r  s e l f  and by s i g n i f i c a n t  o t h e r s ,  b u t  t h e  age group f o r  

whom it w a s  cons t ruc t ed  w a s  f o r  s t u d e n t s  beyond t h e  elementary school  

l e v e l .  

I n  f a c t ,  " a p a r t  from Entwis le  and Hayduk's procedure,  t h e r e  appear  

t o  be few, i f  any measures a v a i l a b l e  t o  t a p  achievement expec ta t ions  

a c r o s s  t he  main elementary s u b j e c t  areas f o r  use  with elementary c h i l d -  

r en"  (Chapman & Boersma, Note 1). The procedure r e f e r r e d  t o  i n  t h e  

EntwistleandHayduk (1978)- s tudy  c o n s i s t e d  of t h e  c h i l d r e n  i n  Grade 1 and 

2 "guessing" r e p o r t  ca rd  s c o r e s  f o r  r ead ing ,  a r i t h m e t i c  and conduct by 

p l a c i n g  appropr i a t e  l a r g e  numerals (1,2,31 o r  letters (A,B,C,D,)  on a 



stylized report card replica. 

The instrument that has been devised recently for tapping the 

construct of subject-specific achievement expectations called the 

Projected Academic Performance Scale (PAPS) (Chapman & Boersma, Note 8) 

is an attempt to meet the needs in this area. Studies over a three year 

period using the scale indicate that the PAPS has reasonably strong 

psychometric characteristics, a good experimental validity and moderate 

validity in terms of predicting school achievement. It appears to be a 

promising measure of subject based achievement expectations. Two 

versions of the scale were used in this study; the children's version 

and the parents' version. 

Purpose of the Study 

The purpose of this study has been to analyze the expectations of 

children and their parents in the area of academic ability. It is an 

attempt to explore the expectations of $nth children and parents in a 

group of children who have experienced repeated failures in school. The 

children have had special remedial help in Learning Assistance Centres 

and from special teachers, outside tutors and parents. Their parents 

sought out even further help by enrolling them in the Simon Fraser 

University Summer Tutoring Program for learning disabled children. 

There are several questions to consider in this study. 

First, using a scale designed to measure subject-specific academic 

expectations in children and using a scale designed to measure subject- 

specific academic expectations of their parents, do parents appear to 



hold low expec ta t ions  a s  noted i n  o t h e r  s t u d i e s  of  mother a t t i t u d e s ?  

\ f i a t  r e l a t i o n s h i p s  e x i s t  between p a r e n t s  and c h i l d r e n  i n  t h e i r  academic 

expec ta t ions?  How do t h e  pa ren t  and c h i l d  expec ta t ions  r e l a t e  i n  t h e  

t u t o r e d  s u b j e c t s ?  Are t h e r e  any d i f f e r e n c e s  between p a r e n t s '  and ch i ld -  

r e n ' s  expec ta t ions  i f  t hey  were no t  t u t o r e d  i n  t h e  s u b j e c t s ?  

A second set of ques t ions  r e l a t e s  t o  age and sex .  Were t h e r e  any 

d i f f e r e n c e s  noted i n  expec ta t ions  between t h e  younger and o l d e r  c h i l d r e n ?  

These developmental t r e n d s  might be e v i d e n t  i n  a group where o l d e r  

c h i l d r e n  have been experiencing repea ted  f a i l u r e s .  Likewise, were 

t h e r e  any i n d i c a t i o n s  of  c h i l d  age- re la ted  d i f f e r e n c e s  amongst t h e  

p a r e n t a l  group i n  t h e i r  expec ta t ions  f o r  t h e i r  c h i l d r e n ?  Were any sex  

d i f f e r e n c e s  noted i n  t h e  c h i l d r e n ' s  expec ta t ions?  O r  i n  t h e  p a r e n t a l  

expec ta t ions  f o r  t h e  r e s p e c t i v e  sexes?  

Thi rd ,  how do t h e  expec ta t ions  f o r  academic a b i l i t y  amongst 

c h i l d r e n  i n  t h i s  group, who had j u s t  been g iven  s p e c i a l  ex t ra -school  

t u t o r i n g  on a one-to-one b a s i s ,  compare t o  t h e  r e s u l t s  of a l a r g e  random 

sample of l e a r n i n g  d i s a b l e d  c h i l d r e n  who had p rev ious ly  been t e s t e d  

wi th  t h e  same s c a l e ?  



CHAPTER I11 

METHOD 

Sub jec t s  

Twenty-six ch i ld /pa ren t  u n i t s  were i n v e s t i g a t e d  i n  t h i s  s tudy .  

The c h i l d r e n  ranging  f r a n  ages e i g h t  t o  f o u r t e e n  y e a r s  a t t ended  e l e -  

mentary schoo l s  i n  a  major me t ropo l i t an  area and were e n r o l l e d  i n  

Grades 3 t o  7 wi th  one s u b j e c t  i n  p a r t i a l  Grade 8. There was sme 

he te rogene i ty  of soc ioeconmic  background b u t  c h i l d r e n  came from a 

predominance of middle-class  homes wi th  a  t y p i c a l  mix of i n d i v i d u a l  

d i f f e r e n c e s  of  income, occupat iona l  and educa t iona l  l e v e l s ,  i n t a c t  and 

s ing le -pa ren t  f a m i l i e s ,  a t  h m e  and working mothers.  

The twenty-six c h i l d r e n  were chosen on t h e  b a s i s  of t h e  age l e v e l  

f o r  which t h e  P ro j ec t ed  Academic Performance Sca le  (PAPS) was designed.  

' ~ h e s e  c h i l d r e n  were r e g u l a r  school  s t u d e n t s  who were a t t e n d i n g  a 

s p e c i a l  sununer program f o r  l e a r n i n g  d i sab led  c h i l d r e n  o f f e r e d  by Simon 

F rase r  Un ive r s i t y  i n  t h e  summer of 1981. The program i s  o f f e r e d  on a 

one-to-one t u t o r i n g  b a s i s ,  twice  a week f o r  two hours  p e r  s e s s i o n  f o r  a 

t o t a l  of n i n e  se s s ions .  A s t u d e n t  t eache r ,  e n r o l l e d  i n  a  Simon F rase r  

Un ive r s i t y  P r o f e s s i o n a l  Development Course f o r  t e a c h e r s  i n  t h e  a r e a  of 

l e a r n i n g  d i s a b i l % t i e s ,  is  ass igned  t o  work wi th  one c h i l d .  

The twenty-six p a r e n t s  p a r t i c i p a t i n g  i n  t h e  s tudy  were t h e  p a r e n t s  

of t h e  twenty-six youngsters  from t h e  summer c l a s s .  The p a r e n t s  had 

made a p p l i c a t i o n  t o  Simon F r a s e r  Un ive r s i t y  t o  have t h e i r  c h i l d  t u t o r e d .  

Since twenty-three a p p l i c a t i o n s  were s igned  by mothers ,  one a p p l i c a t i o n  



was signed by the  mother and f a t h e r  and two a p p l i c a t i o n s  were signed 

by f a t h e r s ,  a  major i ty  of mothers took r e s p o n s i b i l i t y  f o r  seeking 

remediation f o r  l ea rn ing  problems and f u r t h e r  references  i n  t h e  study 

t o  parents  w i l l  r e f l e c t  t h i s  d i s t r i b u t i o n .  

For t h e  purpose of t h i s  s tudy an opera t ional  d e f i n i t i o n  of 

" learning d i s a b i l i t y "  was s e t  according t o  t h e  wide range of c r i t e r i a  

used i n  t h e  c h i l d ' s  own pub l i c  school o r  i n  consu l t a t ion  with ou t s ide  

d iagnos t i c  cen t res .  Children were being given remedial a s s i s t ance  a t  

e i t h e r  t h e  school ' s  Learning ~ s s i s t a n c e  Centre o r  by o ther  teachers  o r  

P r i n c i p a l s  i n  t h e  school.  These ch i ld ren  were a l l  of normal o r  above 

average i n t e l l i g e n c e  a t t end ing  mainstream c l a s s e s  i n  regular  school.  

They were diagnosed by t h e i r  var ious  schools  i n  var ious  ways a s  " learning 

d isabled"  including being one o r  more yea r s  below grade l e v e l  i n  the  

a f fec ted  s u b j e c t  a rea .  Fourteen of t h e  twenty-six ch i ld ren  had been 

given extens ive  d iagnost ic  t e s t s  a t  a  v a r i e t y  of d iagnost ic  cen t res  i n  

t h e  metropoli tan area  ou t s ide  of t h e i r  schools .  

Se lec t ion  of academic s u b j e c t s  f o r  each c h i l d ' s  tu to r ing  was based 

on t h e  p a r e n t s r  r eques t  f o r  h e l p  through t h e i r  communications with t h e  

teachers  i n  t h e i r  c h i l d ' s  school  o r  on t h e  b a s i s  of t h e  r e p o r t s  from 

d iagnos t i c  cen t res .  Requests were i n  t h e  co re  a r e a s  of Reading, 

Spel l ing  and Mathematics. In  some cases  t h e  c h i l d  w a s  tu tored  i n  two 

s u b j e c t  areas, most notably reading and s p e l l i n g  where s p e l l i n g  was 

taught  using t h e  vocaljulary f r m  t h e  reading l e s sons .  



Instrumentat ion 

To t a p  t h e  s tuden t s '  and pa ren t s '  academic expecta t ions ,  two 

s c a l e s  designed t o  measure academic expecta t ions  were used. For the  

ch i ld ren  t h e  Projected Academic Performance Scale (PAPS) (Chapman & 

Boersma, Note 8 )  was administered. For t h e  p a r e n t s ,  the  Projected 

~ c a d e m i c  Performance Scale--Parents1 Version (Chapman & Boersma, Note 9) 

was administered.  

The c h i l d r e n ' s  PAPS was o r i g i n a l l y  designed i n  1977 and underwent 

sane r e v i s i o n s  t o  i t s  present  form i n  1978 (Chapman & Boersma, Note 8)  

(See Appendix A ) .  The forty-two items on t h e  s c a l e  were 

chosen t o  dea l  s p e c i f i c a l l y  with achievement expecta t ions  and a t t i t u d e s  

i n  the  main academic subjec t  a reas .  These i t e m s  a r e  d i s t r i b u t e d  ac ross  

s i x  subscales  (Spel l ing ,  Reading, Language Arts, Mathematics, Socia l  

S tudies ,  and Science) ,  each containing seven i tems.  The same s e t  of 

item stems and answer choices is used f o r  each school sub jec t .  For 

example, each subscale has an item t h a t  asks  "How good do you th ink you 

w i l l  be i n  .... next  year?" Answer choice:  "a) I w i l l  be one of the  

bes t ,  bl 1- w i l l  be b e t t e r  than most k ids ,  c)  I w i l l  be b e t t e r  than some 

k i d s ,  o r  dl I won't be a s  good a s  most k ids ."  Choice "a" i s  given a 

score  of f o u r  po in t s ;  "b", t h r e e  points ;  "c" two po in t s ;  and "d", one 

po in t .  On each s u b j e c t  subscale t h e r e  a r e  seven i tems and f i v e  of 

these  a r e  scored i n  t h i s  manner. Two of t h e  seven i tems a r e  negat ive ly  

expressed and the scor ing  is  reversed.  For example the  i t e m :  "Would you 

be s u r p r i s e d  i f  you ever d id  well  i n  .... ?" Answer choice: "a) yes,  

very  s u r p r i s e d ,  b1 somewhat su rp r i sed ,  cT no t  r e a l l y  su rp r i sed  o r  d)  not  



a t  a l l  su rp r i sed . "  Scores range from one t o  four  from a )  through d l .  

On the  e n t i r e  PAPS, high f u l l  s c a l e  scores  are i n d i c a t i v e  of high 

achievement expecta t ions  with t h e  range being from a maximum of 168 t o  a 

minimum of 42. 

I n  t h e  documentation of the  PAPS, p o i n t  b i s e r i a l  c o r r e l a t i o n s  

between test  items and the  f u l l  s c a l e  score  met suggested minimal 

requirements (>  0 .3 ) ,  but  it was noted t h a t  t h e r e  were r e l a t i v e l y  low 

p o i n t  b i s e r i a l  c o r r e l a t i o n s  f o r  items 3 and 4 on each subscale  i n  the  

PAPS--Children. I n  general  however, "most i t e m s  i n  the  PAPS discrimin- 

a t e  between ch i ld ren  who have high scores  and those who have low scores  

on the  sca le"  (Chapman & Boersma, Note 1, p.  '7) . 
I n  r e l i a b i l i t y  s tud ies  c i t e d b y t h e  authors  of PAPS, e s t ima tes  of 

i n t e r n a l  consistency were obtained by means of Cronbach's a lpha .  The 

alpha f o r  the F u l l  Scale PAPS was -901. For t h e  subscales ,  Mathematics 

and Science Ead a lphas  of -841 and ,821 respec t ive ly ;  Reading, Language 

Arts, and SocSal S-tudSe k t w e e n  -786 and .737; and Spe l l ing  was .675, 

suggest ing tEa t  "Stems within individual  subscales  were f a i r l y  homo- 

geneous, and t h a t  a l l  items pooled together  appear t o  be tapping a ccan- 

mon domain"CChapman & Boersma, Note 1, p. 101.. Tes t - re t e s t  c o e f f i c i e n t s  

over grade  l e v e l  revealed a F u l l  Scale c o e f f i c i e n t  of .803, while sub- 

s c a l e  v a l u e s  ranged from ,646 t o  .805 a l l  of which a r e  reasonable values 

f o r  t e s t - r e t e s t  r e lTab i l2 ty  d a t a  considering t h a t  t h e r e  were only seven 

i tems on each s u b t e s t ,  The most s t a b l e  and i n t e r n a l l y  c o n s i s t e n t  sub- 

s c a l e  was Mathematics followed By Science and Reading. "Overal l ,  these  

c o e f f i c i e n t s  suggest  t h a t  t h e  PAPS i's a r e l a t i v e l y  s t a b l e  and i n t e r n a l l y  



c o n s i s t e n t  instrument"  (Chapman & Boersma, Note 1). 

To o b t a i n  e s t i m a t e s  of e x t e r n a l  v a l i d i t y ,  F u l l  and Subscale 

s c o r e s  were c o r r e l a t e d  wi th  end-of-year r e p o r t  marks. "A moderate 

r e l a t i o n s h i p  with average r e p o r t  marks was observed (r = .346)" 

(Chapman & Boersma, Note 1). Cor re l a t ions  of PAPS--Children's Version 

p r e d i c t i o n s  of  year-end r e p o r t  marks o f  i n t e r e s t  were: C o r r e l a t i o n  o f  

S p e l l i n g  p r e d i c t i o n s  and marks; .261; C o r r e l a t i o n  of  aeading  p r e d i c t i o n s  

and marks; -449; and C o r r e l a t i o n  of Mathematics p r e d i c t i o n s  and marks; 

.113. S ince  sample s i z e  i n  t h e  normative s t u d y  was 293 s u b j e c t s ,  t h e s e  

c o r r e l a t i o n s  appear t o  be accep tab le .  Thus e x t e r n a l  v a l i d i t y  of PAPS 

f o r  ~ e a d i n g  appears  t o  be q u i t e  good, S p e l l i n g  is  accep tab le ,  b u t  t h i s  

p a r t i c u l a r  Mathematics measure is  n o t  ve ry  convincing.  Chapman and 

Boersma's c l a im  of "moderate" v a l i d i t y  i n  terms of  p r e d i c t i n g  school  

achievement i s  based on t h e  average of F u l l  Sca l e  s c o r e s .  With i n d i -  

v idua l  d i f f e r e n c e s  noted,  t h e  s c a l e  seems t o  have m e r i t  as a beginning 

ins t rument  f o r  measuring expec ta t ions  and f u r t h e r  t e s t i n g  and r e f i n e -  

ments t o  improve c o r r e l a t i o n s  would be i n d i c a t e d .  

Chapman and Boersma (Note 1) f u r t h e r  p o i n t  o u t  t h a t  "an a d d i t i o n a l  

i n d i c a t o r  of  t h e  PAPS'S e x t e r n a l  v a l i d i t y  l ies  i n  i t s  a b i l i t y  t o  d iscr im-  

h a t e  between groups of c h i l d r e n  who a r e  achiev ing  normally and t h o s e  

who a r e  having  l e a r n i n g  problems." PAPS s c o r e s  were c o r r e l a t e d  wi th  

measures  of  gene ra l  se l f -concept ,  academic se l f -concept  and academic 

l o c u s  of c o n t r o l .  A s i g n i f i c a n t  c o r r e l a t i o n  (r = .561 was found between 

t h e  PAPS s c o r e s  and t h e  S t u d e n t ' s  Percept ion  of A b i l i t y  Sca l e  (SPAS) 

CBoersma & Chapman, 1977): f o r  academic se l f -concept .  A moderate co r r e -  



l a t i o n  (r = .353) w a s  found between t h e  I n t e l l e c t u a l  Achievement 

Responsib i l i ty  Q u e S t i o ~ a i r t ?  ( I A R )  (Crandall,  Katkovsky & Crandall ,  1965) 

f o r  locus  of c o n t r o l  on t h e  I +  scores  which r e l a t e  t o  perceived contro l  

o r i e n t a t i o n s  over success fu l  school outcomes. However no r e l a t i o n s h i p  

(r = -.019) was found between the  Piers-Harr is  Children 's  Self-concept 

Scale (P-H) ( P i e r s ,  1969) o r  t h e  IAR I- scores  (r  = -.143) which d e a l  

with perceived r e s p o n s i b i l i t y  f o r  f a i l u r e  outcomes. The authors  of the  

PAPS conclude t h a t  the  instrument shows a moderate t o  high r e l a t i o n s h i p  

t o  o t h e r  school- re la ted  va r i ab les  which should l o g i c a l l y  be as soc ia ted  

w i t h  achievement expecta t ions  (Chapman & Boersma, Note 1; Chapman e t  a l . ,  

Note 4 ) .  

The p a r e n t s '  vers ion  of  t h e  PAPS i s  a modified vers ion  of t h e  

Chi ldren ' s  PAPS (see  Appendix B). It i s  s h o r t e r  having a t o t a l  of 12 

i tems.  Item c h a r a c t e r i s t i c s  a r e  r e l a t e d  t o  two items on t h e  c h i l d r e n ' s  

ques t ionnai re .  Ques t ions  1 and 2 d e a l  with Spe l l ing ,  3 and 4 with 

~ e a d h g ,  5 and 6 w i t h  Language Arts and s o  f o r t h  f o r  Mathematics, 

Socia l  S tud ies ,  and Science. The two i tems p e r  sub jec t  a r e a  a r e  

divided on t h e  b a s i s  of two t ime frames, one deal ing  with p a r e n t s '  

academic expecta t ions  f o r  t h e i r  c h i l d  f o r  "next year" and t h e  second, 

f o r  t h e  long-term f u t u r e  ("when older") .  For example, ~ u e s t i o n  1 f o r  

Spe l l ing  asks  "How good do you th ink  your c h i l d  w i l l  be i n  Spe l l ing  

nex t  year?" Choices are: "a) one o f  t h e  b e s t  i n  t h e  c l a s s ,  b) b e t t e r  

than most i n  t h e  c l a s s ,  c )  b e t t e r  than some i n  t h e  c l a s s  o r  d) won't 

be a s  good as most i n  t h e  c lass ."  The second ques t ion  asks  about 

pa ren t s '  academic expecta t ions  "when t h e i r  c h i l d  i s  older?" F u l l  s c a l e  



scores range from a minimum of 12 to a maximum of 48. To date there is 

little reliability and validity on the PAPS-Parents ' Version. 

Procedure 

The children's PAPS was administered at the last tutoring session 

at Simon Fraser University in late July, 1981 by the individual student 

tutors. The children were told that the questionnaire was designed to 

find out how well they thought they might do in school next year and 

when they were older. It was stressed that neither their parents nor 

their regular school teachers would be allowed to see the completed 

questionnaires. The instructions were explained individually and the 

items were read to the children. 

At a parents' meeting at Simon Fraser University in July, 1981, a 

request for parents' future participation in a study was made. In 

September 1981, a letter enclosing the parents' version of the PAPS was 

mailed to them asking for their participation. Less than a third of the 

group needed a follow-up phone call reminder and only one questionnaire 

remained unanswered as the family had left the country. The final group 

consisted of twenty-six parent/child responses, 

In the September letter a request was made for a copy of the 

child's first report card. Most of these were sent back by November but 

it was then decided that the information was unusable because of the 

diversity of the reporting systems between the numerous schools and 

school districts where the children were in regular attendance and 

because of the inability to formulate a comparative base for any 

meaningfu1,information. 



CHAPTER IV 

RESULTS 

Results  were analyzed center ing  on t h r e e  a r e a s  o f  i n t e r e s t .  The 

f i r s t  and l a r g e s t  a rea  of i n t e r e s t  was t h e  comparisons of  parents  and 

c h i l d  expecta t ions  f o r  academic achievement by sub jec t .  In  addi t ion ,  

comparisons were made within and between t h e  r e spec t ive  groups according 

t o  those who were being tu to red  i n  a p a r t i c u l a r  s u b j e c t  and those who 

were not. A d i s t i n c t i o n  was made i n  the  comparison between expecta t ions  

f o r  the  two time frames included i n  the  ques t ionna i res ;  the  near  f u t u r e  

("next  year") and the  d i s t a n t  f u t u r e  ("when o lde r" )  . The core sub jec t s  

of Spe l l ing ,  Reading, and Mathematics were chosen a s  t h e  b a s i s  f o r  

comparison. 

Relat ionships Between Parent  and Child Expectat ions f o r  
Academic Success 

Since t h e  pa ren t  ques t ionnai re  u t i l i z e d  only  two major ques t ions  

about academic expecta t ions  f o r  each of t h e  s i x  s u b j e c t s ,  t h e  compatible 

ques t ions  from the  ch i ld ren ' s  ques t ionnai re  were used s o  a s  t o  make t h e  

parent /chi ld  comparison equi table .  Thus pa ren t / ch i ld  comparisons were 

based on t h e  ques t ions  "How good do you th ink  (you/your ch i ld )  w i l l  be 

i n  ... nex t  year?" and "Do you th ink (you/your ch i ld )  w i l l  be good a t  

. . . when ( y o u b e  o r  she) (ge t / i s )  o lder?"  

I n  analyzing consistency of responses,  from an inspec t ion  of t h e  

responses with r e spec t  t o  d i s t r i b u t i o n  ac ross  t h e  s u b j e c t  m a t t e r ,  i n  

genera l ,  t h e r e  appears t o  be consistency i n  both the  ch i ld ren ' s  and 



paren t s '  responses. I n  both ch i ld ren ' s  and p a r e n t s '  responses t h e  most 

cons is tency i n  responses was found i n  t h e  d i s t a n t  f u t u r e  time frame. 

In  i n t e r p r e t i n g  t h e  r e s u l t s  of comparisons i t  i s  important t o  note 

t h a t  t h e  "di f ference"  i n  mean score  i s  a "category d i f fe rence , "  no t  a 

s c a l e  d i f f e rence .  That i s  t o  say a mere d i f f e r e n c e  of one i n d i c a t e s  a 

complete category change. There a r e  v a r i a t i o n s  i n  types  of category 

choice wi th in  i tems s o  t h a t  scores  of 4 through 1 may not  be comparable 

between items. It i s  recommended t h a t  i n  cons ider ing  number " d i f f e r -  

ences" i n  t h e  r e s u l t s  t h e  category choices be kep t  i n  mind. 

Frequency Dis t r ibu t ion  of Responses 

I n  Figure 1 t h e  histograms show the  d i s t r i b u t i o n  of the  PAPS 

scores  i n  the  two sample groups; pa ren t s  and ch i ld ren .  This graph g ives  

an o v e r a l l  p i c t u r e  of t h e  d i s t r i b u t i o n  of scores  wi th in  each s u b j e c t ,  

f o r  t h e  two time frames of near and d i s t a n t  f u t u r e  f o r  each group. 

It i s  ev iden t  i n  both groups t h a t  t r ends  shown i n  each d i s t r i b u t i o n  

wi th in  t h e  r e spec t ive  group a r e  toward higher academic expecta t ions  f o r  

t h e  d i s t a n t  f u t u r e  ( the  "when older"  ca tegory) .  (See Figure 1) 

The d i s t r i b u t i o n s  between the  c h i l d  and p a r e n t s  groups may a l s o  

be compared. I n  t h e  near f u t u r e  ("next y e a r " ) ,  p a r e n t s  were cau t ious  

i n  t h e i r  expecta t ions  and higher numbers of them than t h e  c h i l d r e n  f e l t  

t h a t  t h e  ch i ld ren  "wouldn't be a s  good a s  most i n  t h e  classn--a choice 

of one on the  PAPS scale-- in a l l  sub jec t s .  Even i n  t h e  d i s t a n t  f u t u r e ,  

presumably when t h e  l e a r n i n g  d i f f i c u l t i e s  may have been remediated 

adequately,  a l a r g e  number of pa ren t s  ind ica ted  they f e l t  it w a s  "not 

l i k e l y  t h e i r  c h i l d  would ever be good a t "  a subject--a choice of 2 on 
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t h e  PAPS scale--than d id  the  c h i l d r e n ' s  group. 

Comparison of  Parent  and Child Expectations 

Parents '  expectat ions a r e  lower i n  a l l  sub jec t s  f o r  both the  near  

and d i s t a n t  f u t u r e  (See Table 1) . Both pa ren t s  and ch i ld ren  have h igher  

expecta t ions  f o r  eventual  achievement i n  a l l  sub jec t s  than they do f o r  

next  year ,  and - t t e s t s  across  groups a r e  s i g n i f i c a n t  a t  the  -05 

l e v e l .  

Although not  predic ted ,  a t rend a s  shown i n  Table 1 toward a 

d i f f e r e n t i a t i o n  between the  time frames of near  f u t u r e  and d i s t a n t  

f u t u r e ,  became evident .  There was cons is tency throughout t h e  r e s u l t s  

t h a t  expecta t ions  f o r  t h e  f u t u r e  a r e  higher f o r  both parents  and 

ch i ld ren .  I n  both time frames, p a r e n t a l  expecta t ions  were lower than 

t h e  c h i l d r e n ' s .  

Expectat ions by age groups a r e  shown i n  Table 2 .  Parents '  

expecta t ions  f o r  academic achievements are lower than t h e  c h i l d r e n ' s  i n  

a l l  s u b j e c t s ,  i n  a l l  age groups with one exception.  I n  the  h ighes t  age 

group, p a r e n t s '  expecta t ions  f o r  Mathematics a r e  s l i g h t l y  higher.  

For Reading expecta t ion  i n  the  youngest age group, t h e r e  i s  a discrepancy 

of a t  l e a s t  one whole choice category (1.3 and 1.0) i n  both time frames 

between p a r e n t s  and ch i ld ren ,  with the p a r e n t s  having t h e  lower 

expecta t ions .  

In  Table 3 an at tempt is made t o  show the  match between parent  

and c h i l d  expecta t ions  i n  each sub jec t .  There is  a l a r g e r  propor t ion  

of agreement between parent  and c h i l d  i n  expecta t ions  f o r  Mathematics 



Table 1 

Comparison of Mean Score Expectations of Children and Parents 

by Subject 

a 
Next Year When oldera 

SP R Math SP R Math 

Children 2.2 2.5 2.7 3.4 3.4 3.4 

Parents 1.7 1.8 2.2 2.9 3.0 3.0 

t 2.17* 3.34* 3.14* 2.69* 2.52* 1.68* 



Table 2 

Comparison of Mean Score Expectations of Children and Parents 

by Subject and Age 

Next Year When Older 

SP R Math SP R Math 

Age - 
a 

Group 1 Children 2.0 2.6 3.0 3.7 3.6 3.4 
8/9 
years Parents 1.7 1.3 2.1 2.9 2.6 3.1 

Group 2 
b 

Children 2.4 2.4 2.8 3.3 3.2 3.5 
10/11 
years Parents 1.6 1.9 2.5 2.8 3.1 3.0 

C 
Group 3 Children 2.3 2.8 2.3 3.4 3.6 3.0 

' 12/13/14 
years Parents 1.9 2.1 2.0 3.1 3.3 3.1 



than  f o r  e x p e c t a t i o n s  i n  S p e l l i n g  and Reading. Lower 

e x p e c t a t i o n s  of p a r e n t s  i n  Reading and S p e l l i n g  were most no t i ceab le  i n  

t h e  near  f u t u r e  where 58% o f  t h e  p a r e n t s  i n  t h e  group had lower 

e x p e c t a t i o n s  f o r  S p e l l i n g  than  d i d  t h e i r  c h i l d r e n  and 62% had lower 

e x p e c t a t i o n s  f o r  Reading than  d i d  t h e i r  c h i l d r e n .  Eighty-one percent  

of  t h e  p a r e n t s  i n  t h e  group d i d  n o t  expec t  t h e  same achievement i n  

S p e l l i n g  ( e i t h e r  lower o r  h igher  expec ta t ions )  a s  d i d  t h e i r  c h i l d r e n ,  

and 74% o f  t h e  p a r e n t s '  expec ta t ions  d i f f e r e d  i n  Reading from those of  

t h e i r  c h i l d r e n .  These f i g u r e s  sugges t  t h a t  p a r e n t  and c h i l d  expect  

samething d i f f e r e n t  i n  t h e  way of r e p o r t  ca rd  marks f o r  next  year i n  

s i z e a b l e  p ropor t ions .  

I n  F igu re  2 d i f f e r e n c e s  between p a r e n t  and c h i l d  expec ta t ions  i n  

S p e l l i n g  f o r  t h e  near  f u t u r e  a r e  grouped according t o  age (See 

F igure  2 ) .  By c a l c u l a t i n g  t h e  d i f f e r e n c e s  i n  each of t h e  pa ren t / ch i ld  

u n i t s  a long  a s c a l e  according t o  age ,  a graph can be drawn t o  show 

agreement o r  disagreement  between p a r e n t  and c h i l d  expec ta t ions  with 

i n c r e a s i n g  age  of  t h e  c h i l d r e n .  

On t h e  average  t h e  d i f f e r e n c e  of p a r e n t  and c h i l d  expec ta t ions  i n  

S p e l l i n g  i s  -0.5 u n i t s .  This  va lue  i s  obta ined  because t h e r e  a r e  20 

nega t ive  u n i t s  and 7 p o s i t i v e  u n i t s  w i th  a n e t  r e s u l t  o f  -13. The 

average d i f f e r e n c e  is  obta ined  by d i v i d i n g  by t h e  t o t a l  group number 

of  26 u n i t s .  This  i n d i c a t e s  t h a t  p a r e n t a l  expec ta t ions  were lower than  

t h e i r  c h i l d r e n ' s  on t h e  average.  

The mean a b s o l u t e  d i f f e r e n c e  is 1.0 u n i t s .  This  i s  a measure o f  

disagreement  w i thou t  r ega rd  t o  whether t h e  t r e n d  i s  t o  h ighe r  o r  lower 



Table 3 

a 
Agreement Between Parent  and Chi ld  Expec ta t ions  

Sub jec t  and Pa ren t  mp. Paren t  Exp. P a r e n t  Exp. 
Time Frame Lower Higher Equal 

SPELLING 
Next Year 15  58 6 2 3 5 19 

When Older  14 5 4 3 12 9 35 

READING 
Next Year 1 6  62 3 12 7 27 

When Older  12 46 2 8 12  46 

MATH 
Next Year 11 4 2 1 4 14 54 

' When Older  11 42 4 15  11 42 





expecta t ions .  The smaller t h e  d i f fe rence  t h e  g r e a t e r  t h e  agreement. 

There is  no t r end  toward increas ing agreement of expecta t ions  i n  

Spe l l ing  achievement with the  age of the  c h i l d .  The absolute  d i f fe rence  

f o r  Group 1 is  .9,  f o r  Group 2 i s  1.1 and f o r  Group 3 i s  1.1. 

Simi lar  t o  Figure 2, t h e  comparison of ~ e a d i n g  expecta t ion  i s  

shown i n  Figure  3. On the  average t h e  d i f f e r e n c e  of pa ren t  and c h i l d  

expecta t ions  i n  Reading is  -0.7 u n i t s  ( s i n c e  t h e r e  a r e  23 negative u n i t s  

and 4 p o s i t i v e  u n i t s ) ,  a s l i g h t l y  l a r g e r  d i f f e r e n c e  than Spell ing.  A s  

with Spe l l ing ,  pa ren ta l  expecta t ions  f o r  Reading a r e  lower than t h e i r  

c h i l d r e n ' s .  

The mean absolute  d i f fe rence  is  1 . 0  u n i t s .  Again, t h e r e  is  no 

c l e a r c u t  t r e n d  toward increas ing agreement of expecta t ions  i n  Reading 

achievements with the  age of the  c h i l d .  The abso lu te  d i f f e r e n c e  f o r  

Group 1 is  1 .3 ,  f o r  Group 2 i s  1.0 and f o r  Group 3 is  -9. 

Referr ing  t o  Figure 4 ,  on the  average t h e  d i f fe rence  of parent  

and c h i l d  expecta t ions  i n  Mathematics i n  t h i s  group i s  -0.5 u n i t s  

( s ince  t h e r e  a r e  13  negative u n i t s  and one p o s i t i v e  u n i t ) .  Parenta l  

expecta t ions  a r e  lower than t h e i r  c h i l d r e n ' s .  

The mean absolute  d i f fe rence  is 0.5 u n i t s .  This i s  a smaller  

d i f f e r e n c e  than i n  the  sub jec t s  of Spe l l ing  and Reading. I n  Mathematics 

expec ta t ions ,  t h e r e  seems t o  be a t rend toward inc reas ing  agreement of 

pa ren t / ch i ld  expecta t ions  a s  the  c h i l d  grows o l d e r .  The abso lu te  d i f -  

ference  f o r  Group 1 i s  1.0, f o r  Group 2 i s  0.5 and f o r  Group 3 i s  0.1. 

To determine if  any sex  e f f e c t s  were noted i n  comparisons between 

pa ren t  and c h i l d  expecta t ions ,  t h e  information was organized a s  shown 
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i n  ~ i g u r e  5.  On t he  average t h e  d i f f e r e n c e  of p a r e n t  and c h i l d  expecta-  

t i o n s  i n  S p e l l i n g  f o r  t h e  p a r e n t s  of g i r l s  i s  0 .1  u n i t s .  For t h e  

p a r e n t s  o f  boys t h e  d i f f e r e n c e  i s  -0.8 u n i t s .  P a r e n t a l  expec ta t ions  are 

lower i n  S p e l l i n g  f o r  t h e  boys. The mean a b s o l u t e  d i f f e r e n c e  f o r  

p a r e n t s  of g i r l s  i s  .9 u n i t s  and f o r  p a r e n t s  of  boys i s  1.1 u n i t s  show- 

i n g  l i t t l e  d i s s i m i l a r i t y  according t o  s ex  of t h e  c h i l d  i n  a b s o l u t e  

terms.  

On t h e  average t h e  d i f f e r e n c e  of p a r e n t  and c h i l d  expec ta t ions  i n  

Reading f o r  t h e  pa ren t s  of g i r l s  is  -0.1 u n i t s .  For t h e  p a r e n t s  of  boys 

t h e  d i f f e r e n c e  i s  -1.0 u n i t s .  Thus, p a r e n t a l  expec ta t ions  a r e  lower i n  

Reading for t h e  boys. The mean a b s o l u t e  d i f f e r e n c e  f o r  p a r e n t s  of  

g i r l s  i s  - 9  u n i t s  and f o r  p a r e n t s  o f  boys i s  1.1 u n i t s ,  i n d i c a t i n g  l i t t l e  

d i s s i m i l a r i t y  according t o  s e x  of t h e  c h i l d .  

On t h e  average t h e  d i f f e r e n c e  of p a r e n t  and c h i l d  expec ta t ions  i n  

Mathematics f o r  t h e  p a r e n t s  of  g i r l s  i s  -0.4 u n i t s .  For t h e  p a r e n t s  of  

boys t h e  d i f f e r e n c e  i s  -0.5 u n i t s ,  i n d i c a t i n g  l i t t l e  d i f f e r e n c e  i n  pa r -  

e n t a l  expec ta t ions  f o r  Mathematics between g i r l s  and boys. Absolute 

d i f f e r e n c e s  l i kewise  showed l i t t l e  d i s s i m i l a r i t y ,  wi th  d i f f e r e n c e  f o r  

p a r e n t s  o f  g i r l s  being 0.6 and f o r  t h e  boys be ing  0.5. 

Pa ren t  and Chi ld  Expectat ions Related to Sub jec t  Tu to r in9  

I n  t h e  s tudy  comparisons were made w i t h i n  and between c h i l d r e n ' s  

and p a r e n t s '  groups of t h e  expec ta t ions  of  t h o s e  being t u t o r e d  i n  a 

s p e c i f i c  s u b j e c t  versus  those  no t  being t u t o r e d  i n  t h a t  s u b j e c t .  

General ly  speaking,  w i th in  t h e  group of  summer s t u d e n t s ,  t h e  expecta-  
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t i o n s  f o r  academic success  a c r o s s  s u b j e c t  o f  t h e  c h i l d r e n  who were 

r e c e i v i n g  t u t o r i n g  i n  Spe l l i ng  and Reading were s i m i l a r  t o  t h e  expecta- 

t i o n s  of  those  c h i l d r e n  who were no t  being t u t o r e d  i n  S p e l l i n g  and 

Reading, both f o r  next  year  and i n  t h e  long-term f u t u r e  (See Table 4 ) .  

Mathematics expec ta t ions  showed more v a r i a t i o n  between those  

r e c e i v i n g  h e l p  and those  not  r e c e i v i n g  h e l p ,  w i t h  a mean d i f f e r e n c e  of 

a t  l e a s t  one u n i t  i n  both time frames. Mathematics expec ta t ions  were 

lower than  Reading and Spe l l i ng  expec ta t ions .  Here aga in ,  Mathematics 

p r e d i c t i o n s  f o r  t h e  d i s t a n t  f u t u r e  were h ighe r  t han  f o r  the  near  f u t u r e .  

It must be noted,  however, t h a t  on ly  fou r  s t u d e n t s  rece ived  Mathematics 

t u t o r i n g  and t h i s  smal l  number may be i n f l u e n c i n g  t h e  Mathematics 

r e s u l t s .  

Using t h e  t o t a l  subsca l e s  by s u b j e c t  (See Table 5), t h e r e  were 

some d i f f e r e n c e s  noted i n  academic expec ta t ions  f o r  those  s t u d e n t s  who 

were be ing  t u t o r e d  i n  t h a t  s u b j e c t  a r e a .  Mean expec ta t ions  f o r  S p e l l i n g  

had a s p r e a d  o f  1 .4 whi le  f o r  Reading it w a s  1.0.  S tudents  be ing  

t u t o r e d  i n  Mathematics showed t h e  wides t  spread  i n  expec ta t ions  (6.0) 

from t h o s e  n o t  being t u t o r e d ,  b u t  a g a i n  t h e  low number of s t u d e n t s  

being t u t o r e d  i n  Mathematics i s  noted. 

I n  a l l  s u b j e c t s ,  p a r e n t s '  expec ta t ions  f o r  t h e i r  c h i l d r e n ' s  

academic achievements by s u b j e c t  a r e  lower f o r  t hose  pa ren t s  whose 

c h i l d r e n  are being t u t o r e d  i n  t h e  s u b j e c t  ( s ee  Table 6 ) .  These lower 

e x p e c t a t i o n s  a r e  both  f o r  next  year  and f o r  when t h e  c h i l d r e n  a r e  o lde r .  

There are a l s o  i n c r e a s e s  i n  a l l  expec ta t ions  f o r  academic a t t a inmen t s  

f o r  when t h e  c h i l d r e n  a r e  o l d e r  i n  both groups; t hose  t u t o r e d  i n  t h e  



Table 4 

Children's Mean Score Expectations for Academic Achievement 

as Related to Subject Tutoring 

a 
Expectations for Next Year 

Subject Total Group 
Tutored in 
Subject 

Not Tutored in 
Subject 

~ -- - -  - ~ -  -- - - - 

Mean n Mean n Mean n - - - 

Spelling 2.2 26 2.2 1 4  2.3 1 2  

Reading 2.5 26 2.6 2 0 2.5 6 

Math 2.7 26 1.8 4 2.9 2 2 

Expectations for When Older 
b 

Subject Total Group 
Tutored in 
Subject 

Not Tutored in 
Subject 

Mean - n - Mean n - Mean - n - 

Spelling 3.4 2 6 3.1 14 3.7 12  

Reading 3.4 26 3.4 2 0 3.3 6 

Math 3.4 2 6 2.5 4 3.5 2 2 

a 
Responses from questions 2, 9, & 23 

Responses from questions 7, 14, & 28 



Table 5 

Children's Expectations for Academic Achievement for 

Combined Near and Distant Future on Subscale Totals 

Subject Total Group 
Tutored in 

Subject 
Not Tutored in 

Subject 

Mean n Mean n Mean n - - - 

Spelling 18.9 26 18.3 14 19.7 12 

Reading 19.7 2 6 19.5 2 0 20.5 6 

Math 20.9 26 15.8 4 21.8 2 2 



Table 6 

Parents' Expectations for Academic Achievement for Their 

Children as Related to Subject Tutoring 

a Expectations for Next Year 

Subject Total Group 
Tutored in 
Subject 

Not Tutored in 
Subject 

Mean n - - Mean - n - Mean n - 

Spe 11 ing 1.7 2 6 1.4 14 2.2 12 

Reading 1.8 26 1.6 20 2.7 6 

Math 2.2 26 1.8 4 2.3 22 

Expectations for When Older 
b 

Subject Total Group 
Tutored in 
Subject 

Not Tutored in 
Subject 

Me an n Mean n Me an n - - - 

Spelling 2.9 2 6 2.6 14 3.3 12 

Reading 3.0 2 6 2.9 2 0 3.2 6 

Math 3 .O 2 6 2.3 4 3 . 1  2 2 

a 
Responses from Questions 1, 3, & 7 on Parents' questionnaire. 

Responses from Questions 2, 4, & 8 on Parents' questionnaire. 



s u b j e c t  and t h o s e  n o t  t u to red  i n  t h e  s u b j e c t .  

Informat ion  from Tables 4 and 6 a r e  combined t o  show more c l e a r l y  

t h e  r e l a t i o n s h i p s  between pa ren t  and c h i l d  expec ta t ions  a s  r e l a t e d  to  

t h o s e  s u b j e c t s  i n  which t h e  c h i l d  i s  r e c e i v i n g  remedial  h e l p  (See 

Table 7 ) .  Genera l ly  i n  both time frames,  i n  a l l  s u b j e c t s ,  and i n  both 

t u t o r e d  o r  non-tutored groups, p a r e n t s '  expec ta t ions  a r e  lower than  

t h e i r  c h i l d r e n ' s .  Two except ions  a r e  noted,  i n  Reading (nex t  year  n o t  

t u t o r e d )  p a r e n t s '  expec ta t ions  a r e  s l i g h t l y  h ighe r ,  and Mathematics 

(nex t  y e a r ,  t u t o r e d )  p a r e n t s '  expec ta t ions  a r e  t h e  same as t h e  

c h i l d r e n ' s  expec ta t ions .  The most no t i ceab le  d iscrepancy  occu r s  i n  t h e  

groups of  c h i l d r e n  being tu to red  i n  Reading i n  t h e  expec ta t ions  of 

c h i l d r e n  and p a r e n t s  f o r  next  yea r .  Here t h e r e  i s  a ca tegory  d i f f e r -  

ence of one. Again h igher  expec ta t ions  f o r  academic success  i n  a l l  

s u b j e c t s  a r e  p r e d i c t e d  by both p a r e n t s  and c h i l d r e n  f o r  "when they  a r e  

o l d e r .  " 

Age and Sex Cons idera t ions  

A second a r e a  of i n t e r e s t  i n  t h e  s tudy  cen te red  around age and 

s e x  e f f e c t s  of  l e a r n i n g  d i sab led  c h i l d r e n  wi th  r e s p e c t  t o  t h e i r  

academic e x p e c t a t i o n s .  While t h e  f i r s t  a r e a  of  i n t e r e s t  used age and 

sex  groups i n  t h e  comparisons of p a r e n t  expec ta t ions  t o  c h i l d r e n ' s  

e x p e c t a t i o n s ,  t h i s  s e c t i o n  ana lyzes  age and s e x  e f f e c t s  w i t h i n  t h e  group 

of  l e a r n i n g  d i s a b l e d  ch i ld ren .  It w a s  f e l t  t h a t  s t u d e n t s  might show a 

dec reas ing  e x p e c t a t i o n  of success  wi th  age because of  t h e  r epea t ed  

f a i l u r e s  o f  t h e  o l d e r  s tuden t s ,  many of whom have had f a i r l y  ex t ens ive  

d i a g n o s t i c  t e s t i n g  and remediation. 



Table 7 

Mean Score Comparisons of Expectations of Children and Their 

Parents for Academic Achievements as Related to Subject 

Tutoring 

Expectations for Next Year 

Tutored in Not Tutored in 
Subject Total Group Subject Subject 

Children Parents Children Parents Children Parents 

Spelling 2.2 1.7 2.2 1.4 2.3 2.2 

Reading 2.5 1.8 2.6 1.6 2.5 2.7 

Math 2.7 2.2 1.8 1.8 2.9 2.3 

- p~ 

Expectations for When Older 

Tutored in Not Tutored in 
Subject Total Group Subject Subject 

Children Parents Children Parents children Parents 

Spell ing 3.4 2.9 3.1 2.6 3.7 3.3 

Reading 3.4 3.0 3.4 2.9 3.3 3.2 

Math 3.4 3.0 2.5 2.3 3.5 3.1 

Note: Information from Tables 4 & 6 



In  Table 8, an increase  i n  expecta t ions  f o r  t h e  d i s t a n t  f u t u r e  i n  

a l l  sub jec t s  is  shown i n  a l l  t h r e e  age groups. Contrary t o  p r e d i c t i o n s ,  

t h i s  s tudy found no cons i s t en t  developmental t r ends  i n  t h i s  group of 

learning d isabled  chi ldren .  

An ana lys i s  f o r  sex e f f e c t s  ( see  Table 9), showed t h a t  f o r  next  

year  g i r l s '  expecta t ions  i n  a l l  t h r e e  core s u b j e c t s  tend t o  be lower 

than t h e  boys. The d i f ference  i s  more than h a l f  of  a category lower: 

(0.6 i n  Spe l l ing  and Reading, and 0.8 i n  Mathematics) . For the d i s t a n t  

f u t u r e  the re  i s  more consistency between boys' and g i r l s '  academic 

expecta t ion  f o r  t h e  core subjec ts .  For both boys and g i r l s ,  

expecta t ions  a r e  h igher  f o r  t h e  long-term f u t u r e  with g i r l s  expecting 

t o  achieve l a r g e r  increases  i n  r e l a t i v e  pos i t ion .  I n  the  t o t a l  sub- 

s c a l e  measurement, g i r l s  tend t o  have lower expecta t ions  f o r  success  i n  

Spel l ing  and Mathematics but  not  i n  Reading. Again t h e  elements of 

" learning,  l i k i n g ,  enjoying and su rp r i se"  e n t e r  i n t o  the  t o t a l  sub- 

s c a l e  scores .  Because of sample s i z e  nothing conclusive can be  

ind ica ted  about sex e f f e c t s .  



Table 8 

Children's Mean Score Expectations for Academic Achievement 

by Age 

a 
Subject Group 2 

b c 
Expectations Group 1 Group 3 

(n=7) (n=ll) (n=8) 

For Next Year SP 
Questions: 
2, 9, & 23 R 

Math 3.0 

For When Older SP 
Questions: 
7, 14, & 28 R 

Math 3.4 

Entire 
'Subscale 
Score 

SP 19.7 

R 20.4 

Math 21.6 

a 
Group 1 = 8 & 9 year olds 

Group 2 = 10 & 11 year old. 

C 
Group 3 = 12, 13 & 14 year olds 



Table 9 

Children's Mean Score Expectations for Academic 

Achievement by Sex 

a 
Expectations Subject Boys Girls 

b 

For Next Year 
Questions: 
2, 9 & 23 

Math 2.9 2.1 

For When Older 
Questions: 
7, 14, & 28 

Math 3.5 3.1 

.Entire 
Subscale 
Score 

Math 21.1 20.3 



Comparison t o  PAPS Normative S tud ies  

A s  a  t h i r d  a rea  o f  i n t e r e s t  comparisons were made t o  two s t u d i e s  

used t o  develop the  Projec ted  Academic Performance Scale (PAPS) 

(Chapman & Boersma, Note 1). In  the  f i r s t  comparison in Table 10,  

means and standard dev ia t ions  f o r  the  two groups of  l ea rn ing  d i sab led  

ch i ld ren  a r e  presented. Background were s i m i l a r  by age, sex ratio, 

at tendance a t  urban schools ,  normal range I.Q., and part-time Learning 

Assistance help. The normative d a t a  were taken from a study inves t iga-  

t i n g  the  a b i l i t y  of  t h e  PAPS sca le  t o  d i f f e r e n t i a t e  between f a i l u r e -  

prone and normal achievers  i n  Grades 3 t o  6 (Chapman & Boersma, Note 1). 

Using the  d a t a  from the  present  s tudy f o r  those  ch i ld ren  i n  Grades 3 t o  

6 ,  a n a l y s i s  revealed t h a t  the re  were no s i g n i f i c a n t  d i f f e rences  a t  t h e  

.05 l e v e l  of  s ign i f i cance  using two-tailed - t t e s t s  e i t h e r  in t h e  Fu l l  

Scale scores  o r  i n  the  s i x  content  a reas .  Thus t h e  r e s u l t s  of PAPS 

scores  f o r  t h i s  s p e c i f i c  group of  l ea rn ing  d i sab led  chi ldren  a r e  similar 

t o  those o f  t h e  l a r g e r  randomly s e l e c t e d  group of  chi ldren .  

I n  t h e  o r i g i n a l  s tudy,  Chapman and Boersma (Note 1) compared the  

scores  of l ea rn ing  d i sab led  chi ldren  t o  those  of normally-achieving 

ch i ld ren  and found t h e  l ea rn ing  d isabled  PAPS scores  were lower i n  

the  ~ '~11 Scale  expecta t ions  and s p e c i f i c a l l y  i n  t h e  sub jec t s  of  

Spe l l ing ,  Reading, and ~ a t h e m a t i c s ,  the  core elementary sub jec t s .  

The c h i l d r e n ' s  p red ic t ions  with r e spec t  t o  Language Arts, Science, 

and Soc ia l  Studies were not  s i g n i f i c a n t l y  d i f f e r e n t  from those of 

normally achieving s tudents .  Since the  p resen t  l ea rn ing  d i sab led  

group i s  s t a t i s t i c a l l y  s i m i l a r  t o  t h a t  o f  t h e  Chapman and Boersma 



Table  1 0  

Summary D a t a  o f  PAPS Scores  f o r  Learn ing  D i sab l ed  C h i l d r e n  

i n  Two S i m i l a r  Groups 

Normative Group S.F.U. Sample Group 
(n=81) (n=23) 

Mean S.D. Mean S.D. t 

F u l l  S c a l e  114.79 16.67 116.34 13.93 -0.41 

S p e l l i n g  18.21 3.39 19.17 3.44 -1.20 

Reading 19.06 3.57 19.08 3.07 -0.02 

Language A r t s  18.32 3.52 18.95 2 .90 -0.79 

Math 19.75 4.27 21.52 3.73 -1.80 

S o c i a l  S t u d i e s  19.28 3.80 18.22 3 -44 1 .21 

Sc ience  20.16 3.97 19.39 3.52 .84 

Note: D a t a  f o r  t h e  normat ive  g roup  t a k e n  from Chapman and Boersma, 
Tab l e  8, Note 1. 



study,  similar conclusions may be drawn with regard t o  comparison of 

academic expecta t ions  with normally achieving s tudents .  

In  a second comparison d e c i l e  ranks a r e  presented.  (See Table 11) 

The normative d a t a  i n  t h i s  study were taken from a group of 543 ch i ld ren  

i n  Grades 3 - 6 .  Using t h e  d a t a  from t h e  p resen t  study f o r  t h e  ch i ld ren  

i n  Grade 3 t o  6 it i s  shown t h a t  seventy percent  of t h e  S. F. U.  sample 

group was a t  o r  below t h e  50th d e c i l e  when compared t o  the  group used 

f o r  normative purposes. This may i n d i c a t e  the  proport ion of ch i ld ren  

i n  t h i s  group who were considered t o  be having problems severe enough 

t o  warrant t e s t i n g  a t  Diagnostic Centres. It may a l s o  give some i n s i g h t  

i n t o  t h e  pa ren t s '  motivation t o  seek an ou t s ide  tu to r ing  resource.  



Table 11 

Deci le  Ranks f o r  F u l l  Sca l e  Ch i ld ren ' s  PAPS Scores  

a 
Normative Group S.F.U. Sample Group 

(n=543) (n=23) 

Raw Score Deci le  Percent  

9 

17 

9 

Number 

2 

4 

Male 

0 

3 

2 

5 

2 

2 

1 

0 

0 

1 

Female 

2 

1 

Note: Maximum Score = 168; Minimum Score = 42 

a 
Data for t h e  normative group taken  from Chapman and Boersma, N o t e l ,  
Table 4. 



Chapter V 

DISCUSSION 

In t roduc t ion  

Resu l t s  of t h i s  s tudy a r e  v a l i d  only  f o r  t h e  p a r t i c u l a r  groups 

analyzed and a r e  n o t  d i r e c t l y  g e n e r a l i z a b l e  t o  t h e  l a r g e  group of 

c h i l d r e n  c a l l e d  " l ea rn ing  d i sab led"  and t h e i r  p a r e n t s .  I t  could  e a s i l y  

be argued t h a t  t h i s  s tudy  produces more q u e s t i o n s  than  conclus ions  i n  

t h e  sea rch  f o r  knowledge of t h e  a f f e c t i v e  c h a r a c t e r i s t i c s  of l e a r n i n g  

d i s a b l e d  c h i l d r e n  and t h e i r  pa ren t s .  Perhaps t h i s  focus  on f u r t h e r  

q u e s t i o n s  is  t h e  prime c o n t r i b u t i o n  o f  an  exp lo ra to ry  s tudy .  But it 

i s  important  t h a t  follow-up r e sea rch  be undertaken (Torgesen & Dice, 

1980).  The p r e s e n t  s tudy  exempl i f ies  some new ways t o  a s s e s s  d a t a  

i n  f u t u r e ,  l a r g e r  s t u d i e s .  Analyses of d a t a  from t h e  p e r s p e c t i v e s  of 

t h i s  s tudy  have n o t  been undertaken p rev ious ly .  

I n  organiz ing  t h e  d a t a ,  elements and r e l a t i o n s h i p s  were looked a t  

i n  s e v e r a l  ways. ~ t t e n t i o n  i s  drawn toward more p r e c i s e  d e f i n i t i o n s  

wi th in  t h e  g e n e r a l  no t ion  i m p l i c i t  i n  s t u d i e s  wi th  l e a r n i n g  d i s a b l e d  

c h i l d r e n ,  t h a t  nega t ive  school  r e l a t e d  f e e l i n g s  and a t t i t u d e s  w i l l  

l i k e l y  i n h i b i t  achievement. More s p e c i f i c  a n a l y s i s  can  then  l e a d  t o  

b e t t e r  coun te rac t ive  approaches t o  nega t ive  academic e x p e c t a t i o n s  i n  

c h i l d r e n  who should even tua l ly  be a b l e  t o  achieve  t o  r e g u l a r  classroam 

s tandards ,  

This d i s c u s s i o n  w i l l  c e n t r e  on themes o r  a r e a s  t h a t  appear  t o  

have s i g n f f i c a n c e  f o r  f u r t h e r  s tudy  and f o r  t r a n s l a t i o n  i n t o  p r a c t i c a l  



a p p l i c a t i o n  both i n  t h e  home and i n  t h e  classroom. These themes w i l l  

add res s  t h e  ques t ions  of f u r t h e r  d i v i s i o n s  of t h e  " fu tu re"  t ime frames 

i n  subsequent  s t u d i e s ,  w i l l  i nc lude  d i s c u s s i o n s  and a n a l y s i s  of 

r e l a t i o n s h i p s  between p a r e n t  and c h i l d  expec ta t ions  f o r  academic 

achievement,  and w i l l  d i s c u s s  age and sex  e f f e c t s .  Some obse rva t ions  

about  t h e  P ro j ec t ed  Academic Performance Sca le  (PAPS)--Children's 

Version w i l l  be made. 

Suggested "Futureo1 Time Frames 

A d e c i s i o n  was made a t  t h e  s t a r t  of t h e  a n a l y s i s  o f  t h e  d a t a  t o  

s e p a r a t e  o u t  two ques t ions  on t h e  Ch i ld ren ' s  PAPS s o  as t o  make t h e  

comparison ques t ions  p a r a l l e l  t o  t hose  asked on t h e  P a r e n t s '  Version 

of t h e  s c a l e ,  The time frames of "next  year"  and "when o l d e r "  on t h e  

p a r e n t s '  s c a l e  d iv ided  t h e  two ques t ions  i n  each s u b j e c t  a r e a  as t o  

'academic expec ta t ions  a n t i c i p a t e d  f o r  t h e i r  c h i l d .  I n  compiling t h e  

d a t a  it became ev iden t  t h a t  both c h i l d r e n  and p a r e n t s  expected lower 

achievements f o r  next  year  than  f o r  t h e  d i s t a n t  f u t u r e .  This  t r e n d  

cont inued  throughout  t h e  r e s u l t s  whether it was an  a n a l y s i s  by age ,  by 

sex ,  o r  by s u b j e c t  t u to red .  It could be argued t h a t  c h i l d r e n  might  

n o t  have a c l e a r  concept of "when o lde r " ,  y e t  on t h e  o t h e r  hand most 

c h i l d r e n  by Grade 3 ,  age 8, have been asked many t imes  what t hey  are 

going t o  be when they  are o l d e r  o r  when they  grow up. C e r t a i n l y  

p a r e n t s  know t h e  meaning of t h e  concept  "when o lde r . "  

To d a t e  i n  e a r l i e r  s t u d i e s  of o t h e r  l e a r n i n g  d i s a b l e d  popu la t ions ,  

no p r e c i s e  d i s t i n c t i o n s  have been made i n  ana lyz ing  r e s u l t s  w i t h i n  



t h e  t o t a l  concept of " fu ture ."  Most s t u d i e s  simply r e f e r  t o  " fu ture  

expecta t ions  f o r  academic achievement." It may be more use fu l  f o r  

s tudying d e v e l o p e n t a l  t r ends  t o  i n d i c a t e  more p r e c i s e l y  some time 

zones when asking elementary school ch i ld ren  what they hope t o  achieve 

i n  the  f u t u r e .  Perhaps t h e  use of grade l e v e l s  which i s  a c o n c e p t f a m i l i a r  

t o  t h e  c h i l d  might p o i n t  up i n t e r e s t i n g  developmental t rends .  For 

example "by next  grade? by Grade 7? by Grade 12?" I n  t h i s  s tudy,  

using t h e  two time frames, r e s u l t s  ind ica ted  t h a t  both pa ren t s  and 

ch i ld ren  have higher expecta t ions  f o r  the  d i s t a n t  f u t u r e  than f o r  t h e  

near  fu tu re .  

Rela t ionships  Between Parent  and Child Expectations f o r  
Academic Achievement 

The s tudy showed t h a t  pa ren t s  who took t h e  i n i t i a t i v e  t o  seek 

h e l p  f o r  t h e i r  c h i l d r e n ' s  l ea rn ing  problems ou t s ide  of t h e i r  schools  

have, on t h e  average, lower expecta t ions  f o r  t h e i r  c h i l d r e n ' s  academic 

achievement than do t h e i r  ch i ld ren .  This t rend remained through 

analyses  by s u b j e c t  tu to red ,  by age and sex of the  ch i ld ren ,  through 

two time frames. The comparison t o  t h e  normative study (Chapman & 

Boersma, Note 1 1 ,  confirms t h a t  t h e  l e v e l  of these  pa ren ta l  expecta t ions  

would be low a s  compared t o  o t h e r  mothers of normally achieving 

ch i ld ren .  The p a r e n t a l  t r end  toward lower academic expecta t ions  than 

t h e i r  c h i l d r e n  is  of  i n t e r e s t  i n  view of t h e  f a c t  t h a t  parents  had t o  

make a  commitment f o r  t r a n s p o r t a t i o n  and an accommodation of  hol iday 

time i n  o rde r  t h a t  t h e  t u t o r i n g  could be secured. One might have 

specula ted  t h a t  t h i s  group of p a r e n t s  would have exhibi ted  a more 



encouraging and l e s s  c r i t i c a l  p a t t e r n  of parent -chi ld  i n t e r a c t i o n  a s  

r e f l e c t e d  i n  t h e i r  expecta t ions ,  unl ike  t h e  l e s s  encouraging, more 

c r i t i c a l ,  l e s s  support ive home environments found i n  e a r l i e r  s t u d i e s  

of o t h e r  l ea rn ing  d isabled  populat ions (Chapman & Boersma, 1979b; 

Bryan, P e a r l ,  Zimmerman and Matthews, Note 3 ) .  Logically, t h e  i n i t i a -  

t i v e  t h a t  pa ren t s  took might r e f l e c t  a b e l i e f  i n  higher academic 

expecta t ions  f o r  t h e i r  ch i ld ren  given the  e x i s t i n g  d e f i n i t i o n s  of 

" l ea rn ing  d i s a b i l i t y "  with i t s  connotat ion of  "normal" learning capa- 

c i t y .  Despite cu r ren t  teacher ind ica t ions  of  poor academic achievement 

by t h e i r  ch i ld ren ,  the  impl ica t ion  is  t h a t  these  ch i ld ren  w i l l ,  wi th  

s p e c i a l  teaching,  achieve eventual  "normal" r e s u l t s .  In  view of the  

pa ren t s '  low expecta t ions ,  an inference  might be made i n  analyzing 

t h i s  group of pa ren t s ,  t h a t  t h e i r  motivat ion was t o  prevent f u r t h e r  

f a i l u r e  and t h a t  t h e i r  hopes f o r  t h e i r  c h i l d r e n ' s  academic achievements 

f o r  both next  year  and t h e  d i s t a n t  f u t u r e  a r e  guarded. These f ind ings  

d i f f e r  from a study of t h e  development of c h i l d r e n ' s  expecta t ions  

where it w a s  bel ieved t h a t  a r e l a t i o n s h i p  between pa ren t s '  and 

c h i l d r e n ' s  expecta t ions  would develop over time because both s e t s  of 

expecta t ions  tended t o  move toward t h e  ass igned marks over a two year 

per iod  (Entwisle & Hayduk, 1978). 

To g a i n  comparative parent /chi ld  information from another per- 

spec t ive ,  a n a l y s i s  of the  expecta t ions  of t h e  groups was made according 

t o  t h e  s u b j e c t s  i n  which the  pa ren t s  had requested the  tu tor ing .  

Although t h e  c h i l d r e n  who were being t u t o r e d  i n  Reading and Spel l ing  

showed no d i f f e r e n c e s  i n  expecta t ions  f o r  next  year  whether they were 



being tu to red  o r  not ,  t he  parents  whose ch i ld ren  were being tu tored  

i n  a s u b j e c t  held lower expectat ions f o r  success than d i d  the  o ther  

pa ren t s  whose ch i ld ren  were not being tu to red  i n  t h a t  sub jec t .  It 

might have been speculated t h a t  pa ren t s  would have r a i s e d  t h e i r  

expecta t ions  f o r  the  sub jec t  tutored with the  type of one-to-one 

i n s t r u c t i o n  t h a t  was being given, with the  e a s i l y  a v a i l a b l e  parent-  

teacher  c o n t a c t ,  and with home r e p o r t s  g iv ing s p e c i f i c  information 

on t e s t  r e s u l t s  and achievements. Contrary t o  r e sea rch  expecta t ions ,  

t h e  pa ren t s '  expecta t ions  remained lower than t h e i r  ch i ld ren ' s .  

It would almost seem t h a t  the  parents  could not  envis ion  some increased 

academic achievement i n  s p i t e  of demonstrated success and individual -  

ized  d e t a i l e d  repor t ing .  Perhaps t h i s  is  understandable i n  view of the  

s e v e r i t y  of t h e  problems many of the  ch i ld ren  had been having and with 

parents '  c o n t a c t  with Diagnostic Centre and Learning Assistance Centre 

r e p o r t s .  Also the  PAPS--Parentsw Version has an emphasis on s o c i a l  

comparison wi th  r egu la r  classmates. Perhaps parents  f e l t  t h a t  one 

summer s e s s i o n ,  no matter  how well it showed t h a t  t h e i r  c h i l d  could 

l e a r n  (and some made remarkable improvements i n  Grade l e v e l  t e s t i n g )  

was not going t o  be a l a s t i n g  r e s u l t  i n  the  c h i l d ' s  "problem" a rea  and 

would no t  b r i n g  t h e  c h i l d  up t o  a good achievement l e v e l  i n  t h e  c l a s s  

back a t  school ,  Parents  may have t roub le  ad jus t ing  upward t h e i r  

previous expecta t ions ,  e spec ia l ly  i f  t h e i r  c h i l d  was among the  o lde r  

members o f  t h e  group, because of t h e  obvious f a i l u r e s  t h e i r  c h i l d  

had had i n  a t y p i c a l  school c l a s s  s i t u a t i o n  necess i t a t ing  very s p e c i a l  

e f f o r t s  t o  l e a r n  what most assume t o  be the  "basics" f o r  school 



success.  

For t h e  chi ldren  being tu to red  i n  a s u b j e c t ,  a s  noted,  t h e i r  

r e a c t i o n  t o  demonstrated success i n  Reading and S p e l l i n g  seems t o  have 

been t h e  same a s  those ch i ld ren  no t  being t u t o r e d  i?n t h a t  sub jec t .  I n  

each t u t o r i n g  sess ion ,  along with t h e  s k i l l s  teaching,  t h e r e  had been 

an emphasis on sharing achievement information by use  o f  graphs,  c h a r t s  

and p r e  and pos t - t e s t  r e s u l t s  with ind iv idua l ly  p resc r ibed  and a t t a i n a b l e  

academic goals .  Since we do n o t  know what t h e  c h i l d r e n ' s  expecta t ion  

l e v e l s  were before the  t u t o r i n g  program, it can on ly  be specula ted  a s  to  

whether changes in expecta t ions  had occurred over  t h e  sess ions  t o  

br ing  previous ly  lower expecta t ions  t o  t h e  l e v e l  of those not  being 

tu to red  i n  a subjec t .  But both sets of expecta t ions  ( tu to red  and not  

tu to red  chi ldren)  a r e  i n  a lower range than those  ch i ld ren  i n  t h e  

normally-achieving group i n  t h e  normative d a t a  (Chapman & Boersma, 

Note 1). Perhaps t h e  summer s tuden t s '  r e a c t i o n s  are s i m i l a r  t o  

s tuden t s '  r eac t ions  i n  s t u d i e s  i n  t h e  a r e a  of  "learned help lessness"  

(Dweck & Reppucci, 1973) where s tuden t s  consider  t h a t  they l a c k  i n  

s u f f i c i e n t  a b i l i t y  anyway and do no t  a t t r i b u t e  success  t o  t h e i r  

e f f o r t s .  The present ly  s tud ied  s tuden t s  might poss ib ly  be a t t r i b u t i n g  

the  summer tu to r ing  success t o  being cont ingent  upon t h e  s tudent-  

t eacher  and t h e  personal  program (ex te rna l  sources)  r a t h e r  than t o  

t h e i r  a b i l i t y  t o  l e a r n  ( i n t e r n a l  sources) .  Lack of v a r i a t i o n s  between 

those being tu to red  and those no t  being t u t o r e d  might a l s o  r e l a t e  t o  



ch i ld ren  genera l i z ing  t h e i r  expecta t ions  t o  a l l  s u b j e c t s  because of 

t h e i r  academic d i f f i c u l t i e s  i n  one o r  more a reas .  Perhaps t h e  expecta- 

t i o n s  of those  ch i ld ren  not being tu tored  i n  t h e  s u b j e c t  had general- 

i zed  and should have been higher.  O r ,  perhaps the  tu to r ing  experience 

d i d  genera l i ze  p o s i t i v e l y  and thus v a r i a t i o n s  between expecta t ions  i n  

ch i ld ren  t u t o r e d  and ch i ld ren  no t  tu tored  d i d  no t  occur. Without 

knowing e n t r y  expecta t ion  l e v e l s  it is  no t  poss ib le  t o  come t o  any 

conclusions.  

Age and Sex E f f e c t s  

A number of  s t u d i e s  have shown, a s  would seem l o g i c a l ,  t h a t  a s  

t h e  l ea rn ing  d i sab led  c h i l d  experiences more f a i l u r e s  over t h e  school 

yea r s ,  h i s  self-concepts ,  self-esteem and se l f -expecta t ions  f o r  

academic success  become lower (Bloom, 1976; Entwisle & Hayduk, 1978; 

Nicholls ,  1978; Parsons and Ruble, 1977; Dunn, e t  a l . ,  Note 6; Prock, 

Note 7 ) .  These developmental t r ends  probably depend on cogni t ive  

matur i ty  ( inc reas ing  accuracy of se l f -percept ion)  a s  well  a s  on the  

cumulative e f f e c t s  of f a i l u r e s .  I n  the  p resen t  s tudy,  no c o n s i s t e n t  

downward developmental t rends  f o r  expecta t ions  were found. There were 

very s l i g h t  o r  no v a r i a t i o n s  i n  expecta t ions  as r e l a t e d  t o  age i n  

Spe l l ing  and Reading f o r  the  "next year" and "when o lde r"  ca tegor ies .  

Since t h i s  r e s u l t  i s  d i f f e r e n t  from the  c u r r e n t  f ind ings  i n  s t u d i e s  

of o t h e r  l e a r n i n g  d i sab led  populat ions,  it might be t h a t  " typica l l l  

developmental t r ends  i n  expecta t ions  over age have been changed by some 

o t h e r  f a c t o r s ;  perhaps by t h e  i n t e n s i t y  of t h e  t u t o r i n g  o r  t h e  demon- 



s t r a t e d  successes .  Perhaps t h e  i n d i v i d u a l  r e l a t i o n s h i p s ,  formed wi th  

t h e  s t u d e n t - t u t o r s  who were anxious t o  ach ieve  success  with t h e  c h i l d ' s  

i n d i v i d u a l  program and who may have conveyed more optimism and pos i -  

t i v e  re inforcements  than  can a Learning Ass is tance  Teacher w i t h  a group, 

may have had an  e f f e c t .  Perhaps t h e  o l d e r  s t u d e n t s  were b e t t e r  a b l e  t o  

i n t e r n a l i z e  and eva lua t e  t h e  meaning of  t h e  new successes .  

Another p o s s i b i l i t y  f o r  l a c k  o f  developmental t r ends  i n  t h i s  

group might  have been t h e  r e s u l t  of s t u d e n t s  achiev ing  t o  a c r i t e r i o n  

l e v e l  set f o r  them. Recently a s tudy  showed t h a t  when l e a r n i n g  d i s -  

ab l ed  c h i l d r e n  were d i f f e r e n t i a t e d  on t h e  b a s i s  of those  who were 

achiev ing  t o  a c r i t e r i o n  l e v e l  s e t  i n  a Learning Assis tance Centre  and 

those  who were no t ,  t h e  succes s fu l  l e a r n i n g  d i sab led  s t u d e n t s '  s e l f -  

esteem d i d  n o t  d i f f e r  s i g n i f i c a n t l y  from t h e  self-esteem of normally 

achiev ing  c h i l d r e n  (Prock, Note 7 ) .  This  is  a new approach based on  

a c t u a l  achievement i n  a Learning Ass i s t ance  Centre (LAC) r a t h e r  t h a n  

on comparisons made because of a t tendance  i n  a LAC c u r r e n t l y  used as 

t h e  b a s i s  i n  most s t u d i e s  of l e a r n i n g  d i s a b l e d  popula t ions .  

The t r e n d  throughout t h e  s tudy  f o r  h ighe r  expec ta t ions  f o r  t h e  

d i s t a n t  f u t u r e  than  f o r  t h e  near  f u t u r e  cont inued  f o r  a l l  age  groups.  

Since t h e  l e v e l  of expec ta t ions  f o r  any o f  t h e  age groups a t  t h e  

s ta r t  of  t h e  program is no t  known, no comments can be made abou t  

l e v e l s  o f  expec ta t ions  a t  t h e  conclus ion  of  t h e  t u t o r i n g  

program by age  groups o the r  than  t o  no te  e a r l i e r  comments t h a t  t h i s  

group ' s  e x p e c t a t i o n s  would be cons idered  low i n  comparison t o  t h e  

normative 'group. 



Some s t u d i e s  of o the r  l e a r n i n g  d i s a b l e d  popu la t ions  (Crandal l ,  

1979; N icho l l s ,  1975; Parsons & Ruble, 1977) have shown t h a t  t h e r e  may 

be sex d i f f e r e n c e s  i n  expectancies .  I n  g e n e r a l ,  g i r l s  appear t o  have 

l e s s  conf idence  than  boys, and age may i n t e r a c t  wi th  sex a s  w e l l ,  

a l though t h e r e  a r e  no empir ica l  d a t a  on which t o  base developmental 

p r e d i c t i o n  (Parsons & Ruble, 1977).  I n  t h e  p r e s e n t  s tudy ,  i n  terms 

of  nex t  y e a r ' s  p red ica t ions ,  g i r l s '  expec ta t ions  i n  a l l  t h r e e  co re  

s u b j e c t s  were lower than  boys. When us ing  t o t a l  subsca l e s ,  a l though 

g i r l s  s t i l l  had lower expec ta t ions  f o r  S p e l l i n g  and Mathematics, 

t hey  he ld  n e a r l y  t h e  same expec ta t ions  a s  boys f o r  reading .  Yet i n  

comparison t o  t h e  l a r g e  random sample group i n  Table 11, on ly  57% of  

t h e  g i r l s  compared t o  75% of t h e  boys i n  t h i s  l e a r n i n g  d i sab led  group 

f a l l  below t h e  50th d e c i l e .  

I n  looking  a t  comparisons o f  expec ta t ions  between p a r e n t s  and 

c h i l d r e n  when analyzed according t o  t h e  sex of t h e  c h i l d r e n ,  p a r e n t a l  

e x p e c t a t i o n s  f o r  boys were lower i n  Reading and Spe l l i ng ,  b u t  expecta- 

t i o n s  f o r  Mathematics were about  t h e  same r e g a r d l e s s  of sex.  However 

as noted e a r l i e r  due t o  the  s m a l l  number of  c h i l d r e n  brought t o  t h e  

summer school  f o r  h e l p  i n  Mathematics a s  compared t o  Reading/Spelling 

he lp ,  it would be unwise t o  p l ace  much emphasis on t h e  t r end  i n  

e x p e c t a t i o n s  d isp layed  f o r  ~ a t h e m a t i c s .  



Projected Academic Performance Scale  

Since many of  the  comparisons i n  t h e  s tudy p a r a l l e l  t h e  f i r s t  

ques t ion  of the  pa ren t s '  ques t ionnai re  "How good do you th ink  your 

c h i l d  w i l l  be i n  ... next  year?" with t h e  comparable c h i l d ' s  quest ion 

"How good do you th ink you w i l l  be i n  .... next  year?" it must be 

pointed o u t  t h a t  i n  the  c h i l d ' s  ques t ionnai re  t h e  answer choices do 

no t  inc lude  t h e  phrase " in  the  c l a s s . "  This i s  a  r e g r e t t a b l e  omission 

al though the  developers have s o  f a r  administered t h e i r  s c a l e  i n  c l a s s  

s i t u a t i o n s  and i n  genera l  c h i l d r e n  tend t o  answer ques t ions  of s o c i a l  

comparison on the  b a s i s  of comparisons t o  t h e i r  classmates.  For t h i s  

s tudy s i n c e  it was a  s p e c i a l  s h o r t  t u t o r i n g  program with no c l a s s  

cumparisons and one-to-one t u t o r i n g ,  it is assumed t h a t  c h i l d r e n  auto- 

ma t i ca l ly  answered i n  terms of how they expected t o  do next  year  when 

back i n  t h e i r  r e g u l a r  c l a s s e s  a s  compared t o  t h e i r  classmates.  But 

t h i s  omission should be borne i n  mind when i n t e r p r e t i n g  t h e  r e s u l t s  

and f o r  f u t u r e  use of the  ques t ionnai re .  

It was noted e a r l i e r  t h a t  i tems 3 and 4  on each s u b j e c t  s c a l e  i n  

t h e  Chi ldren ' s  Vers ion of the  PAPS showed low p o i n t  b i s e r i a l  co r re la -  

t i o n  c o e f f i c i e n t s  i n  the  Chapman and Boersma s tudy (Note 1). This i s  

a  problem p a r t i c u l a r l y  on t h e  f o u r t h  i tem of each s c a l e  "Would you 

be su rp r i sed  i f  you ever  d i d  w e l l  i n  ..... 7" Problems were noted 

during t h e  o r i g i n a l  development of t h e  PAPS t h a t  ch i ld ren  "may have 

had d i f f i c u l t y  with t h e  word ' s u r p r i s e '  i n  t h e  context  of t h e  items" 

(Chapman & Boersma, Note 4, p. 5 ) .  I n  t h e  p r e s e n t  study the  same 

d i f f i c u l t y  was noted i n  the  responses of s i x  s u b j e c t s  t o  t h e  "surpr ise"  



item. For these s i x  subjects an examination of the  answers across the ques- 

t ions  i n  each subscale showed t h a t  item four appeared unstable. (See 

Appendix C )  These inconsistencies should be taken i n t o  account i n  the  use 

of t o t a l  subscale resu l t s .  It i s  fur ther  per t inen t  t o  any revisions of t he  

PAPS--Childrents Version. Revisions might a l s o  give consideration t o  phras- 

ing the answer choices i n  questions 7, 14, 21, 28 ,  35 and 42  i n  the same way 

a s  those i n  questions 2 ,  9 ,  16, 23, 30 and 37 i n  order t o  r e f l e c t  expecta- 

t ions  over t i m e .  

Implications f o r  Further Research 

One implication f o r  fu r ther  research l i e s  i n  t h i s  study's  demonstration 

of the  need t o  analyze more parent and ch i ld  un i t s .  Although it is 

important t o  be aware t h a t  parents and children i n  the  learning disabled 

population hold lower expectations f o r  academic achievement than parents 

and children who a r e  achieving normally a s  shown i n  s tud ies  of learning 

disabled populations,  it i s  a l so  important t o  place more emphasis on the  

comparisons between the  parents '  and chi ldren 's  expectations. This 

emphasis w i l l  give us more information toward the  possible resu l t ing  i n t e r -  

actions i n  t he  home. This kind of information points  t o  where our remedial 

e f f o r t s ,  i n  addi t ion t o  teaching the  academic s k i l l s ,  should be directed.  

The r e s u l t s  showing t h a t  parents have lower expectations than 

t h e i r  chi ldren f o r  t h e i r  academic success (and the  children have low 

expectations t o  begin with) have implications f o r  fu r ther  research i n  

the area  of cor re la t ion  t o  ac tua l  achievement. Although d i f f i c u l t  t o  

standardize,  a c tua l  school achievement information might y ie ld  ins igh t  

i n t o  whether t he  parents '  expectations are  r e a l i s t i c  especial ly  f o r  

next year. Parents seem to  have some more optimism fo r  the  d i s t a n t  



f u t u r e  presumably when t h e  c u r r e n t  problems a r e  remedied. Groups of  

p a r e n t s  who do no t  seek any f u r t h e r  o u t s i d e  h e l p  could be compared t o  

groups o f  p a r e n t s  who do seek e x t r a  academic h e l p  f o r  t h e i r  c h i l d r e n .  

While " i n i t i a t i n g "  p a r e n t s  he ld  lower expec ta t ions  than  t h e i r  c h i l d r e n ,  

t h e  d iscrepancy  might be d i f f e r e n t  i f  compared wi th  a "non- in i t i a t i ng"  

sample o f  p a r e n t s  of l ea rn ing  d i s a b l e d  c h i l d r e n .  

Cons idera t ion  should be g iven  t o  some a l t e r a t i o n s  i n  t h e  PAPS-- 

Ch i ld ren ' s  Version with regard  t o  t h e  " su rp r i s e"  i tems.  This  new 

ins t rument  can  h e l p  provide u s e f u l  i n s i g h t  i n t o  a c h i l d ' s  and p a r e n t ' s  

f e e l i n g s  and can  he lp  d e t e c t  d i s c r e p a n c i e s  between t h e  f e e l i n g s  o f  t h e  

a c t i v e  p a r t i c i p a n t s  and t h e  s i g n i f i c a n t  o t h e r s  i n  t h e  educa t iona l  pro- 

c e s s  i n  elementary schools .  Continued a t t empt s  should be made t o  

s tudy  " c l e a r l y  def ined  and r e l a t i v e l y  homogeneous subgroups o f  l e a r n i n g  

d i s a b l e d  ch i ld ren"  (Torgesen & Dice, 1980) .  The small  group i d e a  

could be expanded t o  inc lude  s e v e r a l  and l a r g e r  groups i n  school  s e t -  

t i n g s  w i t h  r e s u l t s  being combined. Resu l t s  could  be analyzed from 

t h e  p o i n t  o f  view of type  of t r ea tmen t  s i t u a t i o n ,  f o r  example, where 

s u b j e c t s  were r ece iv ing  Learning Ass i s t ance  Centre  he lp ,  p r i v a t e  

t u t o r i n g ,  s p e c i a l  h e l p  from own t e a c h e r ,  o r  S. F. U. Summer Program. 

For t h e  c h i l d r e n  it might be u s e f u l  t o  use a  b a t t e r y  o f  t e s t s  and 

inc lude  o t h e r  t e s t s  such as t h e  S t u d e n t ' s  Percept ion  o f  A b i l i t y  (SPAS) 

Sca le  (Boersma & Chapman, 19771 and t h e  I n t e l l e c t u a l  Achievement 

R e s p o n s i b i l i t y  (IAR) Scale  (Crandal l ,  Katovsky & Crandal l ,  1965) i n  

t h e  a t t e m p t  t o  understand b e t t e r  t h e  psychologica l  processes  t h a t  

c o n t r i b u t e  toward t h e  poor school  performance of l e a r n i n g  d i s a b l e d  



ch i ld ren .  

Considerat ion should a l s o  be given t o  r e p l i c a t i n g  t h i s  s tudy with 

improvements using subsequent s tudent  groups a t t end ing  f u t u r e  summer 

programs a t  Simon Fraser  Universi ty.  Improvements could include more 

d e f i n i t e  background information (occupation/education) from paren t s ,  

family p o s i t i o n  of the  c h i l d ,  and poss ib le  p r e - t e s t  of PAPS with 

c h i l d r e n  administered i n  t h e  Spring before  t h e  t u t o r i n g .  Then PAPS 

could be given a t  the  end of t h e  sess ion  a s  was done i n  t h i s  study. 

Considerat ion could be given t o  adminis ter ing  t h e  PAPS--Parentsf Version 

i n  a  group a t  a  parents '  meeting toward t h e  end of the  t u t o r i n g  ses-  

s ions .  I t  i s  important t h a t  some sys temat ic  r e sea rch  programs be set 

up i n  the  a r e a s  of studying l ea rn ing  d i sab led  ch i ld ren  and t h i s  s tudy 

provides a bas ic  s t a r t  f o r  a  s e r i e s  of s t u d i e s .  

Educational Impl ica t ions  

Successful  s tudents  may genera l ly  be charac te r i zed  by having a 

high se l f - regard  and possessing a confidence i n  t h e i r  a b i l i t y  t o  cope 

with l i f e ,  and parents  p lay  an extremely v i t a l  r o l e  i n  t h i s  develop- 

ment (Purkey, 1970, p. 3 5 ) .  Results  from t h i s  s tudy provide a 

c o n t r a s t i n g  p i c t u r e  f o r  the  l ea rn ing  d i sab led  s tudent .  Indeed t h e s e  

a r e  c h i l d r e n  who a r e  not  coping success fu l ly  i n  t h e i r  academic l i f e  

and t y p i c a l l y ,  t h e i r  parents  do no t  expect  them t o  cope very we l l  

e i t h e r .  

It seems obvious t h a t  some p r a c t i c a l  educat ional  e f f o r t s  must be 

d i r e c t e d  towards helping these  ch i ld ren  and p a r e n t s  view t h e i r  f u t u r e  



poss ib le  academic achievements with more optimism. R e a l i s t i c a l l y  many 

of  t h e  bhi ldren ,  although they a r e  r ece iv ing  remediation f o r  s k i l l s  

d e f i c i t s ,  may n o t  be receiv ing appropr ia t e  nor adequate amounts of 

a s s i s t ance .  This  would seem t o  be evidenced t o  some e x t e n t  by pa ren t s  

seeking f u r t h e r  he lp  a t  Simon Fraser  Univers i ty  (although some may be 

q u i t e  s a t i s f i e d  with the  school he lp  and may be merely t r y i n g  t o  g e t  

a l l  he lp  a v a i l a b l e ) .  But perhaps the  more important educational  impli  

c a t i o n  from t h i s  s tudy i s  t h a t  we should be g iv ing h e l p  t o  ch i ld ren  

and parents  i n  i n t e r p r e t i n g  diagnoses and r e p o r t  ca rds ,  and i n  s e t t i n g  

r e a l i s t i c  expecta t ions  f o r  the  fu tu re .  Report cards  a r e  p a r t i c u l a r l y  

vague and confusing t o  parents .  One p a r e n t  commented "oh the  r e p o r t  

won't g ive  you any - r e a l  information." Likewise exper t  diagnoses and 

explanations of  t h e  c h i l d ' s  problem a r e  confusing t o  pa ren t s .  Given 

t h e  d e f i n i t i o n  of  "learning d i s a b i l i t y "  t h e s e  ch i ld ren  should be a b l e  

t o  achieve t o  r egu la r  school s tandards ,  whether more slowly o r  by 

d i f f e r e n t  teaching methods. Because t h e r e  may be discrepancies  i n  

academic expecta t ions  between pa ren t s  and c h i l d r e n ,  t h e r e  may be a 

need f o r  more h e l p  f o r  pa ren t s  i n  understanding the  confusing ramif i -  

c a t i o n s  of  t h e i r  ch i ld ren ' s  lack of "normal" success a t  elementary 

school.  One s tudy found t h a t  pa ren t s  want a n  honest  evaluat ion  of 

t h e i r  c h i l d ' s  problem and c a p a b i l i t i e s  and wish t o  confront  the  c h i l d ' s  

problem d i r e c t l y  (Dernbinski & Mauser, 1977) .  This would i n d i c a t e  t h a t  

t r a i n i n g  f o r  t eachers  and school psychologis ts  should inc lude  s p e c i f i c  

s k i l l s  on i n t e r a c t i n g  with pa ren t s  o f  l e a r n i n g  d i sab led  chi ldren .  

Brookover e t  a l .  ( 1 9 6 7 , ~ .  201), i n  h i s  s tudy  of  adolescents  found, 



t h a t  by working with pa ren t s  t o  enhance the academic expecta t ions  and 

eva lua t ions  pa ren t s  he ld  of t h e i r  ch i ld ren ' s  a b i l i t y ,  the  c h i l d r e n ' s  

s c h o l a s t i c  achievement was l i k e l y  t o  show improvement. When t h e  per-  

cept ions  of t h e  parents  were modified, the  s tuden t s  changed t h e i r  s e l f -  

percept ions  p o s i t i v e l y  and t h e i r  grades improved. Fur ther  s tudy i n  

t h i s  a r e a  w a s  suggested. Such i n t e r p r e t a t i o n s  and h e l p  f o r  elementary 

school  p a r e n t s  and t h e i r  chi ldren  might prove t o  be an invaluable  adjunct  

t o  remedial teaching of the  necessary s k i l l s .  
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PROJECTED ACADfMIC PERFORMANCE SCALE 

Prepared by 

James W.  Chapman and Frederic J .  Boersma 

AGE : BOY OR GIRL: 

GRADE : -- SCHOOL : 

DATE : - ID: 

These questions are t o  f ind out how you think you a re  going to  do  i n  

school. Please c i r c l e  the l e t t e r  ( a ,  b ,  c ,  d )  o f  the answer t h a t  seeas 

best  f o r  you. There a re  no r igh t  or wrong answers f o r  these questions. 

This i s  not a test .  Pieaso answer a l l  the  questions,  even if you a r e  not 

sure.  

Copyright @ 1978 by Lames W .  Chapman and Frederic J .  Boersma, 
Edmonton, Albe r t a ,  Canada 



1. How much do you think you will  learn in spe l l ing  next year? 

just about everything t h a t  i s  taught 
most o f  what i s  taught 
some o f  what  i s  taught 
very l i t t l e  o f  what  i s  taught 

2. How good do you think you will be in spe l l ing  next year? 

a )  I w i  11 be one of the best  
b) I w i l l  be be t te r  than most kids 
c )  I wi l l  be be t te r  than some kids 
d)  I won't be as good as most kids 

3. How we1 1 do you think you wi 11 1 i  ke spe l l ing  next year? 

a )  a  l o t  
b)  a  l i t t l e  
c )  not a t  a l l  
d )  ha te  i t  

4. h'ould you be surprised i f  you ever did well in spel l ing? 

a )  yes ,  very surprised 
b )  somewhat surprised 
c )  not  r ea l ly  surprised 
d) not a t  a l l  surprised - 

5.  Do you think you will  ever do as well i n  spe l l ing  as you would l i k e  to? 

a )  yes ,  defirti te ly  
b )  probably 
c )  not l i k e l y  
d )  no 

6. Would you be surprised i f  you ever enjoyed spe l l ing?  
a )  yes ,  very surprised 
b) somewhat surprised 
c )  not r ea l ly  surprised 
d )  not a t  a l l  surprised 

7. Do you think you will  be good a t  spe l l ing  when you ge t  older? 

a )  yes, def in i te ly  
b)  probably 
c )  not t i  kely 
d)  no 



8. How much do you t h i n k  you w i l l  l e a r n  i n  read ing nex t  year? 

a)  j u s t  about every th ing t h a t  i s  taught  
b )  most of  what i s  taught  
c )  sane of what i s  taught  
d)  very l i t t l e  o f  what i s  taught  

9. How good do you t h i n k  you w i l l  be i n  reading next  year? 

a)  I w i  11 be one o f  the best  
b )  I w i l l  be b e t t e r  than most k i d s  
c )  I w i l l  be b e t t e r  than some k i d s  
d) I won' t  be as good as most k i d s  

10. How w e l l  do you t h i n k  you w i l l  l i k e  read ing nex t  year? 

a) a  l o t  
b )  a l i t t l e  
c )  n o t a t  a11 
d )  hate i t  

Would y o l ~  Se surp r i sed  i f  you ever enjoyed reading? 

a)  yes, very  su rp r i sed  
b )  somewhat surpr ised 
c )  no t  r e a l l y  surpr ised 
d )  no t  a t  a l l  su rp r i sed  - 

Do you t h i n k  you w i l l  ever do as w e l l  i n  reading as you would l i k e  to?  

a )  yes, d e f i n i t e l y  
b )  probably 
c )  not  l i k e l y  
d )  no 

13. Would you be su rp r i sed  i f  you ever d i d  w e l l  i n  reading? 

a )  yes, very  su rp r i sed  
b )  somewhat su rp r i sed  
c )  no t  r e a l l y  su rp r i sed  
d) n o t  a t  a l l  surpr ised 

14. Do you t h i n k  you w i l l  be good a t  read ing when you ge t  o l d e r ?  

a )  yes, d e f i n i t e l y  
b)  probably 
c )  n o t  l i k e l y  
d) no 



8. How much do you t h i n k  you w i l l  l e a r n  i n  read ing nex t  year? 

a)  j u s t  about every th ing t h a t  i s  taught  
b )  most o f  what i s  taught  
c )  sane o f  what i s  taught  
d )  very l i t t l e  o f  what i s  taught  

9. How good do you t h i n k  you w i l l  be i n  reading next  year? 

a)  I w i  11 be one o f  the best  
b )  I w i l l  be b e t t e r  than most k i d s  
c )  I w i l l  be b e t t e r  than some k i d s  
d) 1 won' t  be as good as most k i d s  

10. How w e l l  do you t h i n k  you w i l l  l i k e  read ing nex t  year? 

a) a l o t  
b)  a l i t t l e  
c )  n o t a t  a l l  
d )  hate i t  

Would y o l ~  Se sut p r i s e d  i f  you ever enjoyed reading? 

a)  yes, very  su rp r i sed  
b )  somewhat surpr ised 
c )  no t  r e a l l y  surpr ised 
d )  no t  a t  a l l  su rp r i sed  - 

12. Do you t h i n k  you w i l l  ever do as w e l l  i n  reading as you would l i k e  to?  

a )  yes, d e f i n i t e l y  
b )  probably 
c )  not  l i k e l y  
d)  no 

13. Would you be su rp r i sed  i f  you ever d i d  w e l l  i n  reading? 

a )  yes, very  su rp r i sed  
b )  somewhat su rp r i sed  
c )  no t  r e a l l y  su rp r i sed  
d) n o t  a t  a l l  surpr ised 

14. Do you t h i n k  y o i ~  w i l l  be good a t  read ing when you ge t  o l d e r ?  

a)  yes, d e f i n i t e l y  
b )  probably 
c )  n o t  l i k e l y  
d) no 



How much do you t h i n k  you w i l l  l e a r n  i n  math next  year? 

a )  j u s t  about every th ing  t h a t  i s  taught  
b )  nlost o f  what i s  taught  
c )  some o f  what i s  taught  
d)  very  l i t t l e  o f  what i s  taugh t  

How good do you t h i n k  you will be i n  math next  year? 

a) I w i l l  be one o f  the bes t  
b)  I w i l l  be b e t t e r  than most k i d s  
c )  I w i l l  be b e t t e r  than some k i d s  
d )  I won' t  be as good as most k i d s  

How much do you t h i n k  you w i l l  l i k e  math next  year? 

a)  a  l o t  
b) a  i i t t i e  
c )  n o t  a t  a l l  
d)  ha te  i t  

I o u l d  you be su rp r i sed  i f  you ever enjoyed math? 

a)  yes, very su rp r i sed  
b )  scmewhat s u r p r i  sed 
c )  n o t  r e a l l y  s ~ r p r i s e d  
d )  n o t  a t  a l l  su rp r i sed  

Do you t h i n k  you w i l l  ever do as w e l l  i n  math as you would l i k e  t o ?  

a)  yes, d e f i n i t e l y  
b )  probably 
c )  n o t  l i k e l y  
d)  no 

Would you be su rp r i sed  i s  you ever d i d  w e l l  i n  math? 

a) yes, very su rp r i sed  
b )  smewhat su rp r i sed  
c )  n o t  r e a l l y  su rp r i sed  
d )  n o t  a t  a l l  su rp r i sed  

28. .  Do you t h i n k  you w i l l  be good a t  math when you ge t  o lder? 

a) yes, d e f i n i t e l y  
b)  probably 
c )  n o t  1 i k e l y  
d )  no 



81. 
29. How much do you think you wil l  l earn  i n  social  s tudies  next year? 

just about everything t h a t  i s  taught 
most o f  what i s  taught 

c )  scine o f  what i s  taught 
d )  very l i t t l e  of what i s  taught 

30. How good do you t h i n k  you w i  11 be i n  soc ia l  s tudles  next year? 

a )  I will  be one of the  bes t  
b) I wil l  be bet ter  than most kids 
c )  I will  be bet ter  than some kids 
d )  I won't be as good as most klds 

31. How well do you think you wil l  l i k e  social  s tudies  next year? 

a )  a  l o t  
b) a l i t t l e  
c )  not a t  a l l  
d )  hate i t  

32. Would you be surprised i f  you ever enjoyed soc ia l  s tudies? 
a )  yes,  very surprised 
b) somewhat surprised 
c )  not really surprised 
d )  not a t  a l l  surprised - 

33. Do you t h i n k  you will ever do as well i n  soc ia l  s tudies  as you Kould 
l i k e  to? 

a )  yes,  def ini te ly 
b)  probably 
c )  not l ike ly  
d )  no 

34. Would you be surprised i f  you ever did well i n  social  s tudies? 
a )  yes,  very surprised 
b) somewhat surprised 
c )  not rea l ly  surprised 
d)  not a t  a l l  surprised - 

35. Do you think you will be good a t  social  s tudies  when you get older? 
a )  yes,  def in i te ly  
b) probably 
c )  not l ike ly  
d)  no 



36. How much do you t h i nk  you w i l l  l ea rn  i n  science next  year? 

a )  j u s t  about everything t h a t  i s  taught 
b )  most o f  what i s  taught 
c )  some o f  what i s  taught 
d )  very  l i t t l e  of what i s  taught 

37. How good do you th ink  you w i l l  be i n  science nex t  year? 

a) I w i  11 be one o f  the best  
b) I w i l l  be b e t t e r  than most k i d s  
c )  I w i l l  be b e t t e r  than some k i ds  
d )  I won ' t  be as good as most k i d s  

38. How we l l  do you th ink  you w i l l  l i k e  science next  year? 

a )  a l o t  
b )  a  l i t t l e  
c )  no t  a t  a l l  
d) hate i t  

39. Would you be surpr ised i f  you ever enjoyed science? 

a) yes, very  surpr ised 
3 )  scmewhat surpr ised 
c )  no t  r e a l l y  surpr ised 
d )  no t  a t  a l l  surpr ised 

40. Do you t h i n k  you w i l l  ever do as w e l l  i n  science as you would l i k e  t o ?  

a) yes, d e f i n i t e l y  
b )  probably 
c )  no t  l i k e l y  
d)  no 

41. Would you be surp r i sed  i f  you ever d i d  w e l l  i n  science? 

a )  yes, very  surpr ised 
b )  somewhat surpr ised 
c )  n o t  r e a l l y  surpr ised 
d)  n o t  a t  a l l  surpr ised 

42. Do you t h i n k  yo3 w i l l  be good a t  science when you ge t  o lder?  

a) yes, d e f i n i t e l y  
b) probably 
c )  n o t  l i k e l y  
d)  no 
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PROJECTED ACADEMIC PERFORMANCE SCALE - PARENT VERSION 

Prepared by 

33mes W. Chapman and Freder i c  3. Boersma 

Department o f  Educational Psychology 

Un ive rs i t y  o f  A1 be r t a  

1978 

ID:  

The f o l l ow ing  statements are designed t o  f i n d  o u t  how w e l l  you t h i n k  

your c h i l d  w i l l  perform on school sub jects  i n  the future. Please 

c i r c l e  the l e t t e r  (a,b,c,d) o f  the answer which bes t  descr ibes how 

you feel .  Please answer every question, even i f  i t  i s  d i f f i c u l t  t o  

decide, bu t  make sure t ha t  you on l y  c i r c l e  one l e t t e r  pe r  quest ion.  

Thank you. 



1. How good do you th ink  your c h i l d  w i l l  be i n  spe l l l ng  next year? 

a )  one of the best i n  the c lass  
b  be t te r  than most i n  the class 
c be t te r  than some i n  the class 
d I won't be as good as most i n  the c lass 

2. Do you th ink  your c h i l d  w i l l  ever be good a t  s p e l l i n g  when hc/she i s  older 

a yes, d e f i n i t e l y  
b  probably i c  not  l i k e l y  
d) no 

3. How good do you th ink  your c h i l d  w i l l  be i n  reading next year? 

a) one o f  the best i n  the c lass 
be t te r  than rcost i n  the class 
be t te r  than some i n  the class 
won't be as good as most i n  the c lass - 

4. Do you th ink  your c h i l d  w i l l  ever be good a t  reading when he/she i s  o lder? 

a yes, d e f i n i t e l y  
b probably 
c  1 not  l i k e l y  
d )  no 

5. How good do you th ink your c h i l d  w i l l  be i n  language a r t s  next year? 

a)  one o f  the best i n  the class 
b  be t te r  than most i n  the class 
c 1 be t te r  than some i n  the class 
d) won't be as good as most i n  the class 

6. Do you th ink  your c h i l d  w i l l  ever be good a t  language a r t s  when he/she 
i s  o lder? 

a) yes, d e f i n i t e l y  
b) probably 
c) not  l i k e l y  
d) no 



7. How good do you t h i n k  your child will  be i n  math next year? 

a one of the best  in the c l a s s  
b be t t e r  t h a n  most in  the c l a s s  
c be t t e r  than some i n  the c l a s s  
d I not as  good as most in the c l a s s  

8. Do you think your child wil l  ever be good a t  math when hefshe is  older? 

a yes ,  def in i te ly  
b 1 probably 
c) not 1 i kely 
d) no 

9. How good do you think your chi ld  will  be i n  social  s tudies  next year? 

a )  one of the best  i n  the c l a s s  
b be t t e r  than most in the c l a s s  
c be t t e r  than some in the c l a s s  
d 1 not a s  good as most in the c l a s s  

10. Do you t h i n k  your child will  ever be good a t  social  s tudies  when he/she 
Is older? 

a)  yes ,  def in i te ly  
b) probably 

11. 'How good do you think your child will be i n  science next year? 

a )  one of the best  i n  the c lass  
be t t e r  than most i n  the c l a s s  
be t t e r  than some i n  the c l a s s  
not a s  good as  most i n  the c l a s s  

12. Do you t h i n k  your child will ever be good a t  science when hejshe i s  older? 

a)  yes ,  def in i te ly  
b) probably 
c )  not l i ke ly  
d )  no 
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Helen Thorn ....................................................... 
Facu l ty  of Educat ion ..................................................... 

On behal f  of t h e  Un ive r s i t y  Research E t h i c s  Review Committee I approve 
your r e s e a r c h  proposa l ,  " ~ x ~ l i c a t i o n  of  R e l a t i o n s  between Pa ren t  and Chi ld  
Expecta t ions  of Academic A b i l i t y  i n  t h e  Popu la t ion  of Learning Disabled 
Children,"  as s a t i s f y i n g  t h e  U n i v e r s i t y  r equ i r emen t s  f o r  t he  e t h i c a l  des ign  
and conduct of  research .  

From.. .R :. .Auk.ex. !???KT~. .ch.?%~??-!. .... ...... 
Unive r s i ty  Research E t h i c s  Revic 

...... S~rmnCtf e.e .............................. 

cc: D r .  Leon Frock, 
Facul ty  of Educat ion 



September 22 ,  1981 

Dear 

A s  we mentioned t o  you a t  t h e  parents '  meeting on J u l y  1 3 ,  1981, we a r e  
hoping t o  g a t h e r  some follow-up information w i t h  regard  t o  your s t u d e n t ' s  
achievements fo l lowing  h i s  a t tendance  a t  t h e  sumper t u t o r i n g  sess ions .  
We wish now t o  o b t a i n  t h e  necessary  d a t a  and I w i l l  o u t l i n e  the  procedures  
w e  p lan  t o  fol low.  

We a r e  ask ing  f o r  your he lp  i n  two ways. F i r s t ,  we a s k  you t o  complete t h e  
enclosed s h o r t  ques t ionna i r e  and mai l  it back in t h e  se l f -addressed  and 
stamped envelope by October 30th, 1981. The second involvement w i l l  r e q u i r e  
you t o  photocopy your c h i l d ' s  f i r s t  r e p o r t  ca rd  and r e t u r n  it in a second 
envelope t h a t  w i l l  be s en t  t o  you a t  t h e  a p p r o p r i a t e  t ime. 

May I po in t  ou t  t h a t  you a r e  f r e e  t o  p a r t i c i p a t e  o r  n o t  i n  t h i s  survey, 
t h a t  ,you may withdraw a t  anytime, and that you may con tac t  D r .  Prock a t  
291-4117 i f  you have any ques t ions .  N a t u r a l l y  we hope t h a t  you w i l l  want 
t o  p a r t i c i p a t e  as a way of helping u s  t o  l e a r n  more about c h i l d r e n  who a r e  
in some ways having d i f f i c u l t i e s  i n  t h e i r  academic achievements so  t h a t  in 
t u r n  we may p rov ide  l eade r sh ip  i n  promoting changes in o u r  educa t iona l  
i n s t i t u t i o n s  towards providing b e t t e r  s e r v i c e s  s u i t e d  t o  ch i ld rens '  
p a r t i c u l a r  needs. 

You may be a s su red  that t h e r e  are no r i g h t  o r  wrong answers a s  you w i l l  
n o t e  from t h e  k i n d s  of ques t ions  being asked. W e  a s s u r e  you too ,  t h a t  t h e  
informat ion  you provide  w i l l  be held i n  s t r i c t e s t  con•’ idence,  that c o l l e c t e d  
d a t a  w i l l  simply be coded without names a s  group informat ion  i n t o  a  computer, 
and that t h e  o r i g i n a l  ques t ionna i r e  and r e p o r t  photocopy w i l l  be des t royed  
o r  r e tu rned  t o  you on reques t .  

Also p l e a s e  n o t e  t h a t  t h e  ques t ions  in t h e  q u e s t i o n n a i r e  r e f e r r i n g  t o  "next" 
year  mean t h i s  p re sen t  academic year  1981-82. Your r e t u r n  of t h e  ques t ionna i r e  
t o  Simon F rase r  Univers i ty  i s  your consent  t o  p a r t i c i p a t e  i n  t h i s  survey. 



W e  hope that you vill be  a b l e  t o  r e t u r n  t h e  enc losed  q u e s t i o n n a i r e  by October 
3&h, 1981. P lease  make a n o t e  t o  photocopy your c h i l d ' s  f i r s t  r e p o r t  card 
f o r  u s  when it  cones in November. 

When t h e  survey is completed w e  will send you a copy of t h e  r e s u l t s .  We 
thank  you s i n c e r e l y  f o r  your help.  

Helen Thorn 

and 

D r .  Leone Prock 
Assoc ia te  Professor  
S.F.U. 



S1?,101\ F i i A S E H  UNIVERSITY, HURNABY. B.C.. CANADA V5A 1S6 
FACULTY OF EDUCATION. 291 3395 

November 5 ,  1 9 8 1  

Dear  

We a r e  e n c l o s i n g  a s e l f - a d d r e s s e d  a n d  s t amped  e n v e l o p e  
f o r  y o u r  c o n v e n i e n c e  i n  m a i l i n g  t o  u s  t h e  p h o t o s t a t i c  
copy  of y o u r  c h i l d ' s  f i r s t  r e p o r t  c a r d  which  i s  due  i n  
November. Most  b r a n c h e s  o f  t h e  P u b l i c  L i b r a r y  h a v e  
p h o t o s t a t  m a c h i n e s  a n d  we hope  t h a t  you w i l l  b e  a b l e  t o  
mail y o u r  copy  b e f o r e  t h e  end o f  November t o  a v o i d  
t h e  m a i l  c o n g e s t i o n  t h a t  o f t e n  o c c u r s  i n  December. 

Thank you f o r  r e t u r n i n g  y o u r  q u e s t i o n n a i r e s  p r o m p t l y .  
We v e r y  much a p p r e c i a t e  y o u r  c o o p e r a t i o n .  

H e l e n  Thom 

a n d  

D r .  Leone  P r o c k  
A s s o c i a t e  P r o f e s s o r  
S.F.U. 
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