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The Role of Parental Self-Efficacy in Explaining 
Children’s Academic Outcomes  
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• Students’ educational outcomes are influenced by several factors that are 
not directly related to their personal characteristics, among which pa-
rental beliefs and behaviours are of special relevance. The present study 
was conducted on a sample of 301 primary school students and their 
parents, who completed a set of prepared questionnaires used for in-
vestigating the contribution of parental self-efficacy and the perception 
of parental involvement to students’ academic achievement, perceived 
academic control and achievement goals. The obtained results indicated 
parental self-efficacy as a predictor of perceived academic control and 
avoidance goals, whereas perception of parental involvement predict-
ed perceived academic control, mastery approach and work avoidance 
goals. These findings confirm and extend previous knowledge regarding 
the relevance of parents’ engagement to children’s educational outcomes.
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Vloga samoučinkovitosti staršev pri pojasnjevanju 
učnih dosežkov otrok

Andreja Bubić, Antonela Tošić and Irena Mišetić

• Na učne dosežke učencev vplivajo številni dejavniki, ki niso neposredno 
povezani z osebnostnimi značilnostmi učencev; tako imajo na primer 
pomemben vpliv prepričanja staršev in njihovi vzorci vedenja. Razi-
skava je bila izvedena na vzorcu 301 osnovnošolca in njihovih staršev. 
Udeleženci so izpolnili vprašalnike, s katerimi smo ugotavljali vlogo 
zaznane samoučinkovitosti staršev in pri učencih zaznane vključenosti 
staršev v šolsko delo pri učnih dosežkih otrok, zaznanega nadzora nad 
učenjem in doseganja učnih ciljev. Zaznana samoučinkovitost staršev se 
je izkazala za pomemben napovednik zaznanega nadzora nad učenjem 
s strani učencev in ciljev izogibanja, zaznana vključenost staršev v šol-
sko delo otrok pa je bila pomemben napovednik zaznanega nadzora nad 
učenjem in ciljev obvladovanja ter ciljev izogibanja delu. Ugotovitve raz-
iskave potrjujejo in dopolnjujejo izsledke o pomenu vključenosti staršev 
v šolsko delo pri učnih dosežkih otrok.

 Ključne besede: učni dosežki, učni cilji, motivacija, samoučinkovitost 
staršev, zaznana vključenost staršev
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Introduction

When we consider students’ academic accomplishments, we typically 
believe that the students’ own characteristics, such as cognitive abilities and 
styles, beliefs, emotional processes or personality traits, govern their success 
and behaviours in school. However, other people, such as family members, also 
contribute to children’s academic development in many ways, e.g., by preparing 
them for school, helping them learn and establish learning habits, or partici-
pating in their school life (Desforges & Abouchaar, 2003; Epstein, 1990). Gen-
erally, parental involvement may be conceptualised in different ways, typically 
including various activities occurring at home or at school, such as talking with 
children about school activities or supervising their homework, communica-
tion with school, as well as participating in school boards and activities (Bakker 
et al., 2007; Pomerantz et al., 2007). Such involvement is important for various 
child outcomes (c.f. Fan & Chen, 2001; Patall et al., 2008). However, although 
previous research has demonstrated the general relevance of parental charac-
teristics and behaviours for children’s academic lives, results pertaining to the 
impact of parents’ and children’s beliefs suggest somewhat more equivocal find-
ings, in the sense that their contribution depends on the context of parental 
involvement and the nature of the investigated academic outcomes (Barger et 
al., 2019; Boonk et al., 2018; Deslandes & Bertrand, 2005; Silinskas et al., 2015; 
Wilder, 2014). Given this inconsistency, the present study aimed to study the 
differential contributions of parents’ and students’ beliefs regarding parental 
involvement to several important educational outcomes.

Children’s understanding of their own school involvement and 
parents’ support 

In addition to academic achievement, which is often considered a key 
educational outcome of students, children’s beliefs regarding their own aca-
demic abilities represent an important element of their approach to school, sig-
nificantly affecting their academic success. In this context, perceived academic 
control is regarded as a construct associated with academic self-efficacy. It re-
flects students’ beliefs regarding their ability to successfully accomplish relevant 
academic outcomes (Perry, 1991; Perry et al., 2001) and has previously been 
associated with academic adjustment, motivation, the use of efficient learning 
strategies and achievement among university, as well as primary and secondary 
students (Perry et al., 2005; Perry et al., 2001). Furthermore, perceived aca-
demic control positively affects children’s emotional experiences: higher levels 
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are associated with experiencing more pride and satisfaction, and less anxiety 
or boredom in school (Perry et al., 2005; Perry et al., 2001). Therefore, the way 
children view their own capacities can be considered as one of crucial edu-
cational outcomes, strongly influencing their school success as well as other 
behaviours, both academic and non-academic. 

Another construct that is highly relevant to understanding children’s ap-
proach to school and academic success is learning motivation. It has previously 
been indicated that one of the crucial components of students’ motivation is 
achievement goals, which reflect the purpose of the individual’s engagement in 
a certain activity (Eccles, 2005; Wigfield & Eccles, 2000). According to the 2 x 2 
achievement goal framework, these goals may be differentiated based on their 
valence and standards used for judging the outcomes of one’s engagement (Elli-
ot & McGregor, 2001). We typically distinguish between positive goals directed 
towards achieving success and more negative ones directed towards avoiding 
failure (approach vs. avoidance goals), as well as between goals directed towards 
mastering a task and those aimed at showing one’s superior performance (mas-
tery vs. performance goals) (Elliot & McGregor, 2001). This framework therefore 
differentiates between four different goals: mastery approach, mastery avoid-
ance, performance approach and performance avoidance. Among these, the 
mastery approach goal refers to the individual’s tendency to become proficient 
with respect to the presented materials as best as possible, whereas the mas-
tery avoidance goal refers to their inclination to avoid situations in which these 
materials are not learned as well as they should be. The performance approach 
goal refers to a person’s tendency to achieve more than others, in contrast to 
the performance avoidance goal, which is related to their propensity to avoid 
situations in which they are outperformed by others. In addition to these goals, 
it has been suggested that work avoidance should also be viewed as a separate 
achievement goal, reflecting the individual’s proclivity for achieving the desired 
results by investing the least amount of effort (Kaliski et al., 2006). The relevance 
of achievement goals has been demonstrated repeatedly, with previous studies 
indicating their associations with academic achievement, emotions experienced 
in school and other educational outcomes (Church et al., 2001; Elliot & Thrash, 
2001; Harackiewicz et al., 2000; Pekrun et al., 2006, 2009). 

Whereas children’s views about their own abilities and motives for learn-
ing may be seen as relevant learning outcomes, these are influenced by other 
types of students’ beliefs, primarily those regarding parents’ involvement in 
their education. Previous studies have indicated that children’s perceptions of 
events often determine how external influences will in fact influence their be-
haviours (Dornbusch et al., 1987; Grolnick et al., 1991; Silinskas & Kikas, 2019), 
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suggesting that parental involvement should be explicitly perceived as present, 
benevolent and helpful by children in order to positively influence their behav-
iours. In accordance with this, it has been demonstrated that student reports 
of parents’ involvement are associated with their academic self-efficacy, learn-
ing motivation and self-regulatory strategy use (Gonzalez-DeHass et al., 2005; 
Grolnick & Slowiaczek, 1994; Marchant et al., 2001). However, parental help 
that is perceived as intrusive or misunderstanding may also have detrimental 
effects, suggesting that the way children conceptualise parental interest in their 
schooling may be crucial in determining its later impact (Moroni et al., 2015).

Parents’ views of their own involvement in children’s school lives 

Similar to the effects of students’ beliefs regarding their own abilities 
and those of their parents, beliefs held by parents may also profoundly impact 
their own behaviours as well as students’ school behaviours. Although parental 
involvement in children’s schooling depends on numerous factors, such as their 
demographic status, including race, gender or educational and socioeconomic 
status (Davis-Kean, 2005; Desimone, 1999; Haveman & Wolfe, 1995; Klebanov 
et al., 1994), their abilities and knowledge, and own beliefs regarding the nature 
of the school system (Hoover-Dempsey & Sandler, 1997; Hoover-Dempsey et 
al., 2005; Walker et al., 2005), it is also highly associated with their views re-
garding their ability to influence children’s educational abilities through their 
own involvement, i.e., parental self-efficacy (Bandura, 1977; Hoover-Dempsey 
& Sandler, 1995; Hoover-Dempsey et al., 2005). Such cognitions represent a 
context-specific type of self-efficacy beliefs that, according to the social cogni-
tive theory, should be viewed as one of main determinants of successful goal ac-
complishment (Bandura, 1986, 2006). In accordance with this, parental self-ef-
ficacy is relevant to successful parenthood, as parents who feel more competent 
in their parental role typically use more constructive and adaptive parental 
methods and are more satisfied with their parenting than parents who perceive 
themselves as less competent (Bugental et al., 1989; Coleman & Karraker, 2000; 
Keresteš et al., 2011). Furthermore, it has been suggested that higher paren-
tal self-efficacy is related to more pronounced parental involvement in chil-
dren’s school life, often associated with students’ better academic achievements 
(Grolnick et al., 1997; Seefeldt et al., 1998; Shumow & Lomax, 2002). However, 
other studies have failed to establish such influences (Anderson & Minke, 2007; 
Deslandes & Bertrand, 2005; Reed et al., 2000), and it is this discrepancy that 
provided the motivation for investigating the impact of parental self-efficacy on 
a range of educational outcomes addressed in the present study. 
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The present study 

The present study investigated the relevance of parents’ self-beliefs and 
students’ perception of their parents’ engagement for a set of important academ-
ic criteria among a group of Croatian primary school students and their parents. 
We focused on primary students because, in Croatia, these students typically get 
the most parental help with learning and can benefit most from understanding 
the impact of such help. In doing so, we wanted to investigate the relevance of 
parental self-efficacy and children’s perception of parental involvement to stu-
dents’ academic achievement, self-efficacy beliefs and postulated achievement 
goals. In order to achieve these goals, we asked students to report their views 
of their parents’ involvement and hypothesised that more positive perceptions 
would be associated with higher academic achievement, higher perceived aca-
demic control and more pronounced mastery and approach achievement goals. 
Similarly, we hypothesised that parental perception of their own efficacy would 
be associated with students’ more favourable educational outcomes; namely, 
higher academic achievement, higher perceived academic control, and more 
pronounced mastery and approach achievement goals. 

Finally, in exploring the relationships between parents and children’s un-
derstanding of parental involvement, on the one hand, and children’s educational 
outcomes, on the other, we controlled for demographical characteristics of both 
parents and children that may be of relevance in this context. In doing so, we 
hypothesised that girls would show somewhat higher academic achievement and 
lower performance goals than boys (Anderman & Anderman, 1999; Patrick et 
al., 1999; Pomerantz et al., 2002). Furthermore, we expected that children of bet-
ter-educated parents would show more positive educational effects, as previous 
studies have shown that such parents often display more interest in children’s 
learning and choose behaviours aimed at motivating children towards engag-
ing in school-related activities (Alexander et al., 1994; Dauber et al., 1996; Da-
vis-Kean, 2005; Grolnick & Slowiaczek, 1994; Hoff, 2003; Lee & Croninger, 1994).

Methods

A total of 301 students of final primary school grades participated in 
the present study. All of the participants were familiarised with the purpose of 
the study prior to its commencement and signed an informed consent before 
entering the study. The sample of 301 students included 134 (45.5%) boys and 
167 girls (55.5%), who were attending the seventh (167; 55.5%) and eighth (134; 
45.5%) grade in three Croatian primary schools. 
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In addition, 301 parents – one from each interviewed student (mother or 
father) – also participated in the study, forming a sample comprising 60 (19.9%) 
fathers and 241 (80.1%) mothers. Among the mothers, 12 (5.0%) had only com-
pleted primary school, 166 (68.9%) had completed secondary school, and 63 
(26.1%) had finished university or postgraduate studies. Among the fathers, 2 
(3.3%) had only completed primary school, 38 (63.3%) had completed second-
ary school, and 20 (33.3%) had finished university or postgraduate studies. 

Procedure

Prior to conducting the study, permission was obtained from the institu-
tion’s ethical board and from each school included, and informed consent was 
obtained from all of the participants. 

The students were approached at the school premises, where they com-
pleted the prepared questionnaires including the Perceived Academic Control 
Scale (Perry et al., 2001), the Achievement Goals Scale (Rovan, 2011) and the Per-
ception of Parental Involvement Scale (which was developed for the purpose of 
the present study). The students also reported their gender, grade and academic 
achievement (grade point average; GPA). The students’ average self-reported 
GPA was 3.98 (SD = .73).

In addition to completing the prepared questionnaires themselves, the stu-
dents were also asked to inform their parents about the study. After presenting 
parents with the relevant study information, those who agreed to participate in the 
study completed the Parental Self-Efficacy for Helping the Child Succeed in School 
Scale (Hoover-Dempsey et al., 1992; Walker et al., 2005), either on the school 
premises or at home. They also reported their gender and education status.

Instruments

The Perceived Academic Control Scale (Perry et al., 2001) is an instru-
ment designed to measure students’ perceived academic control, that is, their 
beliefs regarding their capacity to influence their own academic outcomes. The 
scale comprises 8 items, which the participants rated on a 5-point Likert type 
scale (1 – strongly disagree; 5 – strongly agree). 

The Achievement Goals Scale (Rovan, 2011) is an instrument for assess-
ing students’  achievement goals. It includes five subscales designed to measure 
five achievement goals: Mastery Approach, Mastery Avoidance, Performance 
Approach, Performance Avoidance and Work Avoidance. This scale compris-
es 15 items, with each achievement goal being measured using 3 items. The 
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participants’ task was to rate their agreement which each item using a 5-point 
Likert type scale (1 – strongly disagree; 5 – strongly agree). 

The Perception of Parental Involvement Scale was developed for the pur-
pose of the present study and was used to assess children’s perception of paren-
tal involvement in their school activities. Three of its items were adapted from 
the Parent Report of Home-Based Involvement Activities Scale and the Parent 
Report of School-Based Involvement Activities Scale (Walker et al., 2005), in-
struments designed to assess different types of involvement activities of family 
members with respect to children’s schoolwork, which can take place either at 
home or at school. In addition, four new items were added regarding parents’ 
familiarity with their children’s school activities, friends and problems. Overall, 
this scale comprised 7 items and the participants’ task was to rate their agree-
ment with each item using a 4-point Likert type scale (1 – strongly disagree; 
4 – strongly agree). 

The Parental Self-Efficacy for Helping the Child Succeed in School Scale 
(Hoover-Dempsey et al., 1992; Walker et al., 2005) is an instrument used for 
assessing parents’ perception of their own efficacy in helping their children 
successfully accomplish school obligations. It comprises 7 items and the par-
ticipants’ task was to rate their agreement with each item using a 4-point Lik-
ert type scale (1 – strongly disagree; 4 – strongly agree). Due to unsatisfactory 
factor loading, one item was eliminated from the analysis and the participants’ 
score was calculated based on the remaining 6 items. 

The scores on all of the instruments were calculated as a sum of all of the 
items in the respective scales. The demographic data and psychometric proper-
ties of all of the instruments are listed in Table 1.

Table 1
Psychometric Properties of the Administered Instruments

Measure M SD Min Max Cronbach α

Perceived academic control 31.93 5.69 11 40 .73

Mastery approach goal 12.42 2.79 3 15 .79

Mastery avoidance goal 8.73 3.18 3 15 .65

Performance approach goal 8.74 3.46 3 15 .73

Performance avoidance goal 7.92 3.84 3 15 .84

Work avoidance goal 7.29 3.16 3 15 .63

Perception of parental involvement 22.96 3.63 7 28 .69

Parental self-efficacy 19.19 3.39 9 24 .75
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Statistical analysis

The analysis of quantitative data was conducted using the Statistica 11 
(StatSoft, Inc.) statistical package. After the basic descriptive and reliability analy-
ses, hierarchical regression analyses were conducted in order to investigate the 
relative contributions of parental self-efficacy, students’ perception of parental 
involvement and participants’ demographic characteristics to students’ GPA, 
perceived academic control and achievement goals. This analysis was chosen be-
cause it provides an estimation of the individual predictor variables’ unique con-
tribution to the criterion by testing the significance of the change in the explained 
variance at each regression step (Cohen & Cohen, 1975). Specifically, seven dif-
ferent analyses were conducted using students’ GPA, perceived academic control 
and five different achievement goals as criteria. Prior to conducting the analyses, 
we tested whether our data meets the relevant requirements and found that no 
significant issues emerged (e.g., the number of participants with respect to the 
number of predictor variables was satisfactory, scatter plots showed no major dis-
ruption regarding linearity, normality or homoscedasticity, the variables did not 
indicate multi-collinearity or singularity, and the errors were independent). The 
participants’ demographic characteristics – students’ gender and grade, as well 
as parents’ education status – were then entered in all of the analyses in the first 
step as control variables, which are customarily entered at the start of hierarchi-
cal regression analyses. Next, the students’ perception of parental involvement 
was entered in the second step, and parental self-efficacy was entered in the final, 
third step of the analysis. We wanted to enter two types of beliefs in two separate 
regression steps because these represent the beliefs of two separate participant 
groups and consequently do not have the same causal priority (Petrocelli, 2019): 
the children’s views have a more direct impact on their behaviours than the views 
of their parents and were therefore entered first.

Results

The results obtained in the hierarchical regression analyses revealed pa-
rental self-efficacy, mothers’ education status and students’ gender as signif-
icant predictors of students’ academic achievement, together explaining 27% 
of criterion variance (Table 2). Specifically, higher academic achievement was 
identified among girls, as well as among children with better-educated mothers 
and parents characterised by higher parental self-efficacy. Furthermore, stu-
dents’ more positive perception of parental involvement in their school life and 
higher parental self-efficacy were revealed as significant predictors of perceived 
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academic control (Table 2). These explained a smaller degree of variance (17%) 
than academic achievement.

Table 2
Results of the Hierarchical Regression Analyses using Academic Achievement 
and Perceived Academic Control as Criteria

Step Predictors
Criteria

Academic achievement Perceived academic control

1. Student’s gender .27** .13*

Student’s grade .03 -.04

Father’s education status .10 .06

Mother’s education status .29** .08

R .43 .19

R2 .19 .04

F (df) 16.23** (4,280) 2.63* (4,280)

2. Student’s gender .26** .09

Student’s grade .03 -.04

Father’s education status .10 .05

Mother’s education status .29** .08

Perception of parental 
involvement .06 .31**

R .44 .36

R2 .19 .13

Δ R2 .00 .09**

F (df) 13.20** (5, 279) 8.29** (5, 279)

3. Student’s gender .23** .07

Student’s grade .03 -.05

Father’s education status .12 .07

Mother’s education status .23** .03

Perception of parental 
involvement .00 .27**

Parental self-efficacy .30** .21**

R .52 .41

R2 .27 .17

Δ R2 .08** .04**

F (df) 17.44** (6, 278) 9.48** (6, 278)

Note. *p < .05; **p < .01; β – standardised regression coefficient; R - multiple correlation coefficient; 
R2 – variance explained by the predictors; Δ R2 – change in variance explained by the predictors; F – 
F-ratio; p – level of significance.

With respect to achievement goals, whereas parental self-efficacy was 
identified as a significant predictor of all avoidance goals, perception of pa-
rental involvement was revealed as a significant predictor of students’ mas-
tery approach and work avoidance goals (Table 3). Specifically, lower parental 
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self-efficacy was associated with higher levels of avoidance goals, whereas a 
more positive perception of parental involvement was associated with a more 
pronounced mastery approach and less pronounced work avoidance goals. 
Furthermore, gender was identified as a significant predictor of students’ per-
formance approach goals, with girls having lower levels of these goals, and 
grade was identified as a predictor of students’ work avoidance goals, with these 
goals being more prominent among older students. The identified predictors 
explained the highest amount of variance of mastery approach and work avoid-
ance goals (14%), followed by performance approach goals (11%). The degree 
of explained variance for mastery and performance avoidance goals was very 
modest, amounting to only 5%. 

Table 3
Results of the Hierarchical Regression Analyses using Achievement Goals as 
Criteria

Steps Predictors

Criteria

Mastery 
approach

Mastery 
avoidance

Perform. 
approach

Perform. 
avoidance

Work 
avoidance

1. Student’s gender .11 -.07 -.31** -.08 -.13*

Student’s grade -.07 -.01 -.01 -.10 .18**

Father’s education status .10 .04 .12 .06 -.08

Mother’s education status -.10 -.12 -.09 -.13 -.03

R .17 .12 .33 .16 .26

R2 .03 .02 .11 .03 .07

F (df) 2.11 
(4,280)

1.06 
(4,280)

8.26** 
(4,280)

1.80 
(4,280)

5.18** 
(4,280)

2. Student’s gender .07 -.06 -.32** -.08 -.10

Student’s grade -.08 -.01 -.01 -.10 .18**

Father’s education status .09 .04 .12 .06 -.08

Mother’s education status -.10 -.12 -.09 -.13 -.02

Perception of parental involvement .33** -.02 .05 .02 -.22**

R .37 .12 .33 .16 .34

R2 .14 .02 .11 .03 .12

Δ R2 .11** .00 .00 .00 .05**

F (df) 8.75**
(5, 279)

.86 
(5, 279)

6.79** 
(5, 279)

1.45 
(5, 279)

7.34** 
(5, 279)
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Steps Predictors

Criteria

Mastery 
approach

Mastery 
avoidance

Perform. 
approach

Perform. 
avoidance

Work 
avoidance

3. Student’s gender .06 -.04 -.32** -.06 -.09

Student’s grade -.08 .00 -.01 -.10 .19**

Father’s education status .09 .03 .12 .05 -.09

Mother’s education status -.11 -.08 -.08 -.10 .01

Perception of parental involvement .32** .02 .06 .04 -.19**

Parental self-efficacy .03 -.20** -.02 -.16* -.16**

R .37 .23 .33 .22 .37

R2 .14 .05 .11 .05 .14

Δ R2 .00 .04** .00 .02* .02**

F (df) 7.31**
(6, 278)

2.50* 
(6, 278)

5.66** 
(6, 278)

2.33* 
(6, 278)

7.52** 
(6, 278)

Note. *p < .05; **p < .01; β – standardised regression coefficient; R - multiple correlation coefficient; 
R2 – variance explained by the predictors; Δ R2 – change in variance explained by the predictors; F – 
F-ratio; p – level of significance.

Discussion

The present study investigated the relevance of parental self-efficacy 
and students’ perception of parental involvement to several educational out-
comes, including students’ GPA, perceived academic control and achievement 
goals, among a group of primary school students in Croatia. The obtained re-
sults indicated parental self-efficacy as a significant predictor of children’s GPA, 
perceived academic control and the three assessed avoidance goals. Further-
more, students’ perception of parental involvement was revealed as a signifi-
cant predictor of their perceived academic control, mastery approach and work 
avoidance goals. With respect to students’ demographic variables included in 
the analysis, gender was identified as a significant predictor of their GPA and 
performance approach goals, and grade was identified as a predictor of work 
avoidance goals. Furthermore, mothers’ education status was identified as a sig-
nificant predictor of students’ GPA. 

The differential impact of parental self-efficacy on students’ 
various educational outcomes

Within the present study, the main focus was on parental self-effica-
cy, which reflects parents’ view of their ability to influence children’s school 
achievement and other relevant outcomes (Bandura, 1977; Bugental et al., 1989; 
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Coleman & Karraker, 2000; Hoover-Dempsey et al., 1992; Hoover-Dempsey & 
Sandler, 1995, 1997). The relevance of this factor was explored because previous 
studies had yielded inconsistent results regarding its role in the present context 
(Anderson & Minke, 2007; Deslandes & Bertrand, 2005; Reed et al., 2000). In 
accordance with the postulated hypothesis, the obtained results indicated that 
parental self-efficacy predicted children’s GPA, perceived academic control and 
the three assessed avoidance goals. This general finding agrees with previous 
results indicating associations between parental self-efficacy, parental involve-
ment in children’s school life, and children’s educational outcomes (Grolnick et 
al., 1997; Seefeldt et al., 1998; Shumow & Lomax, 2002). Such associations are 
understandable, as self-efficacy in general has been associated with success-
ful goal accomplishment and persistence in the face of challenges (Bandura, 
2006). In the parenting domain, this indicates that parents’ beliefs regarding 
their efficacy in providing children with the needed help influences not only 
their own behaviours (Hoover-Dempsey et al., 2005), but also their children’s 
outcomes. Furthermore, it confirms previous findings indicating close associa-
tions between parents’ beliefs and behaviours, on the one hand, and children’s 
life outcomes, on the other (Murphey, 1992; Sigel et al., 2014).

It is important to note that parental self-efficacy did not influence all of 
the explored outcomes in the same manner: although it had a positive influ-
ence on GPA and perceived academic control, it did not affect students’ mastery 
approach and performance approach goals. Lower parental self-efficacy was, 
however, associated with more pronounced mastery avoidance, performance 
avoidance and work avoidance goals. This relevance of parental self-efficacy 
may be related to the fact that parents with stronger self-efficacy tend to sup-
port children’s interests in school as well as encouraging the development of 
their self-management skills (Bandura et al., 1996). Such parents also show 
more confidence in their children’s ability to succeed (Wentzel, 1998), which 
influences children’s views of their own abilities and their chances of success, 
as reflected in higher perceived academic control and school success. Thus, 
parents’ behaviours and attitudes become reflected in students’ own views of 
themselves, and may even be assimilated through involuntary modelling, given 
that children learn in part by observing others, especially parents (Bandura, 
1997; Schunk, 1989). 

In addition, parents’ views of themselves are also reflected in students’ 
achievement goals, especially in their mastery avoidance, performance avoid-
ance and work avoidance goals. This indicates that low levels of parental self-ef-
ficacy may provide a model for children who not only develop lower academ-
ic self-efficacy, but also acquire achievement goals that are motivated by the 
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fear of failure and associated with the use of self-regulatory strategies aimed 
at avoiding negative outcomes (Bandura, 1997; Elliot & McGregor, 2001; Elliot 
& Sheldon, 1997). Sadly, such avoidance regulation is associated not only with 
lower academic achievement, but also with detrimental personal adjustment 
and wellbeing (Elliot & Sheldon, 1997). 

The relevance of students’ perception of parental involvement to 
educational outcomes

Within the present study, we next considered the relevance of students’ 
perception of parental involvement to their educational outcomes. The ob-
tained results indicated that this factor predicted students’ perceived academic 
control, mastery approach and work avoidance goals. Generally, the relevance 
of students’ perception of parents’ involvement to their educational outcomes 
was expected, and is in accordance with previous findings indicating the rele-
vance of such perceptions to students’ perceived academic competence, motiva-
tion and efforts (Dornbusch et al., 1987; Gonzalez-DeHass et al., 2005; Grolnick 
et al., 1991; Grolnick & Slowiaczek, 1994; Marchant et al., 2001; Wilder, 2014). 
Thus, children who view their parents as more caring and involved, at least in 
the context of their school involvement, also view themselves as academically 
more able and are inclined to pursue mastery goals associated with more effi-
cient learning strategies, deeper information processing and higher self-regu-
lation during learning (Anderman & Wolters, 2006; Elliot & McGregor, 2001; 
Greene et al., 2004). On the other hand, the results of the present study indicat-
ing an association between a more negative perception of parental involvement 
and work avoidance goals extend previous findings. Specifically, they demon-
strate that perceiving parents as not involved in one’s school life, and potentially 
not caring about one’s education, leads children to engage in behaviours that 
demonstrate their general lack of interest and engagement in learning activities. 

Confirmed relevance of demographic variables to students’ 
educational outcomes

Although the focus of the present study was on parents’ and students’ 
views of their own activities, we also aimed to control for and further explore the 
relevance of several demographic factors in this context. First, with respect to 
parental characteristics, mothers’ education status was identified as a significant 
predictor of students’ GPA, which is in accordance with findings indicating that 
better-educated parents tend to value education more, collaborate more with the 
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school and provide their children with better opportunities for pursuing higher 
education when compared to less-educated parents (Alexander et al., 1994; Da-
vis-Kean, 2005; Hoff, 2003; Noack, 2004). This is especially relevant to mothers, 
who generally tend to participate in their children’s education more than fathers 
(Cone et al., 1985; Grolnick et al., 1997; Grolnick & Slowiaczek, 1994). Conse-
quently, the identified relevance of mothers’ education status within the present 
study was not surprising, as it confirms some previous findings (Dearing et al., 
2004; Magnuson, 2007). 

With respect to the students’ demographic variables considered within 
the study, gender was identified as a significant predictor of students’ GPA and 
performance approach goals, and grade was identified as a predictor of work 
avoidance goals. The reported relevance of students’ gender is in accordance 
with previous studies indicating its associations with academic achievement 
(Baharudin & Zulkefly, 2009; Bodill & Roberts, 2013; Pomerantz et al., 2002). 
Specifically, it has been demonstrated that girls tend to show better school 
achievement measured using school grades, which is in agreement with the 
findings of the present study. With respect to achievement goals, previous stud-
ies have indicated that boys often show more pronounced performance goal 
orientations than girls (Anderman & Anderman, 1999; Midgley & Urdan, 1995; 
Patrick et al., 1999), a finding that resonates with the results of the present study. 

Although previous studies have indicated the influence of age on aca-
demic behaviours, including, for instance, decreased motivation among older 
students (Eccles, 1993; Eccles et al., 1989), within the present context a sub-
stantial contribution from children’s attended grade to educational outcomes 
was not expected, as all of the students were of very similar age. However, the 
revealed relevance of this factor to students’ work avoidance goals may be as-
sociated with the specific status of the eighth grade in Croatia, representing 
the final grade of primary school before the transition to secondary school. 
Consequently, students may display less typical learning behaviours at this time 
and focus more on their preparation for secondary school. As this represents 
a very specific and potentially stressful period for students (Akos & Galassi, 
2004; Blyth et al., 1983; Hirsch & Rapkin, 1987; Wigfield et al., 1991), it is not 
surprising that they may be less committed to schoolwork during this time. 

Limitations of the present study and directions for future 
research

The present study aimed to explore differential effects of parents’ and 
students’ views of parental involvement in several learning outcomes. In doing 
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so, it demonstrated that both factors influenced the investigated outcomes, 
albeit in different ways. In addition, it replicated some previous findings and 
reports, primarily those related to the general relevance of individuals’ beliefs 
on educational outcomes and the role of gender and parents’ education status 
in learning success. When interpreting the results from the present study, it is 
important to consider several limitations that may influence the generalisability 
of the obtained findings. First, some of the instruments utilised in the present 
study were associated with limited reliability and need to be complemented by 
additional measures of addressed constructs in future studies. Next, the pres-
ent investigation represents a correlational study based on self-report data that 
do not provide clear insights into the potential causal relationships between 
variables and may be burdened with a number of additional biases (McDon-
ald, 2008; Paulhus & Vazire, 2007). In addition, the study was conducted on 
primary students, who typically get the greatest amount of parental help with 
schoolwork in Croatia. This suggests that the obtained findings should be gen-
eralised to other student groups with caution, as parental support, although 
present across all student ages, tends to change in nature among older students 
(Boonk et al., 2018).  

Given these limitations, in future studies it will be important to study 
differential effects of parental involvement on girls and boys, as well as their 
relevance to different student groups, as previous studies have indicated an im-
portant role of age and gender with respect to students’ academic achievement 
and other outcomes (Eccles et al., 1993; Jokić & Ristić Dedić, 2010; Midgley & 
Urdan, 1995; Wigfield & Eccles, 2000). Next, it will be important to validate the 
cross-cultural stability of the described results by focusing on children from 
different education systems. Furthermore, it will be important to complement 
subjective self-ratings with more objective measures of parental involvement 
and to implement longitudinal research designs that may provide deeper in-
sights into the explored issues. Moreover, future studies should expand the ob-
tained results by relating them to other factors, e.g., specific types of parental 
behaviours, for different educational outcomes. In doing so, it will be possible 
to address many related questions regarding the mechanisms underlying the 
influence of parental involvement on their children’s educational outcomes.

Conclusions

The present study investigated the relevance of parental self-efficacy 
and children’s perception of parental involvement for a set of primary school 
students’ learning outcomes, including their academic achievement (GPA), 
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perceived academic control and achievement goals. The obtained results in-
dicated an important impact of parental self-efficacy on students’ educational 
outcomes, albeit different with respect to specific explored outcomes. Further-
more, students’ perception of parental involvement was identified as a signifi-
cant predictor of perceived academic control and two types of achievement 
goals. Finally, the previously identified relevance of students’ gender, grade and 
mothers’ education status in this context was also confirmed. Overall, these 
findings confirm and extend previous results regarding the role of parents’ 
engagement in primary school children’s educational outcomes by indicating 
the differential contributions of the explored predictors to various educational 
outcomes. 

References

Akos, P., & Galassi, J. P. (2004). Middle and high school transitions as viewed by students, parents, 

and teachers. Professional School Counseling, 7(4), 212–221.

Alexander, K. L., Entwisle, D. R., & Bedinger, S. D. (1994). When expectations work: Race and 

socioeconomic differences in school performance. Social Psychology Quarterly, 57(4), 283–299. 

https://doi.org/10.2307/2787156

Anderman, E. M., & Wolters, C. A. (2006). Goals, values, and affect: Influences on student 

motivation. In P. A. Alexander & P. H. Winne (Eds.), Handbook of educational psychology (pp. 

369–389). Lawrence Erlbaum Publishers.

Anderman, L. H., & Anderman, E. M. (1999). Social predictors of changes in students’ achievement 

goal orientations. Contemporary Educational Psychology, 24(1), 21–37. https://doi.org/10.1006/

ceps.1998.0978

Anderson, K. J., & Minke, K. M. (2007). Parent involvement in education: Toward an understanding 

of parents’ decision making. The Journal of Educational Research, 100(5), 311–323. https://doi.

org/10.3200/JOER.100.5.311-323

Baharudin, R., & Zulkefly, N. (2009). Relationships with father and mother, self-esteem and 

academic achievement among college students. American Journal of Scientific Research, 6, 86–94.

Bakker, J., Denessen, E., & Brus-Laeven, M. (2007). Socio-economic background, parental 

involvement and teacher perceptions of these in relation to pupil achievement. Educational Studies, 

33(2), 177–192. https://doi.org/10.1080/03055690601068345

Bandura, A. (1977). Self-efficacy: Toward a unifying theory of behavioral change. Psychological 

Review, 84(2), 191–215. https://doi.org/10.1037/0033-295X.84.2.191

Bandura, A. (1986). Social foundations of thought and action: A social cognitive theory. EngPrentice Hall.

Bandura, A. (1997). Self-efficacy: The exercise of control. W. H. Freeman.

Bandura, A. (2006). Toward a psychology of human agency. Perspectives on Psychological Science, 

1(2), 164–180. https://doi.org/10.1111/j.1745-6916.2006.00011.x



206 the role of parental self-efficacy in explaining children’s academic outcomes

Bandura, A., Barbaranelli, C., Caprara, G. V., & Pastorelli, C. (1996). Multifaceted impact of 

self-efficacy beliefs on academic functioning. Child Development, 67(3), 1206–1222. https://doi.

org/10.2307/1131888

Barger, M. M., Kim, E. M., Kuncel, N. R., & Pomerantz, E. M. (2019). The relation between parents’ 

involvement in children’s schooling and children’s adjustment: A meta-analysis. Psychological 

Bulletin, 145(9), 855–890. https://doi.org/10.1037/bul0000201

Blyth, D. A., Simmons, R. G., & Carlton-Ford, S. (1983). The adjustment of early adolescents to school 

transitions. The Journal of Early Adolescence, 3(1–2), 105–120. https://doi.org/10.1177/027243168331008

Bodill, K., & Roberts, L. D. (2013). Implicit theories of intelligence and academic locus of control as 

predictors of studying behaviour. Learning and Individual Differences, 27, 163–166.

Boonk, L., Gijselaers, H. J., Ritzen, H., & Brand-Gruwel, S. (2018). A review of the relationship 

between parental involvement indicators and academic achievement. Educational Research Review, 

24, 10–30. https://doi.org/10.1016/j.edurev.2018.02.001

Bugental, D. B., Blue, J., & Cruzcosa, M. (1989). Perceived control over caregiving outcomes: 

Implications for child abuse. Developmental Psychology, 25(4), 532–539. https://doi.org/10.1037/0012-

1649.25.4.532

Church, M. A., Elliot, A. J., & Gable, S. L. (2001). Perceptions of classroom environment, 

achievement goals, and achievement outcomes. Journal of Educational Psychology, 93(1), 43–54. 

https://doi.org/10.1037/0022-0663.93.1.43

Cohen, I., & Cohen, P. (1975). Applied multiple regression/correlation analysis for the behavioral 

sciences. Hillsdale, Lawrence Erlbum Associates.

Coleman, P. K., & Karraker, K. H. (2000). Parenting self-efficacy among mothers of school-age 

children: Conceptualization, measurement, and correlates. Family Relations, 49(1), 13–24. https://doi.

org/10.1111/j.1741-3729.2000.00013.x

Cone, J. D., Delawyer, D. D., & Wolfe, V. V. (1985). Assessing parent participation: The parent/family 

involvement index. Exceptional Children, 51(5), 417–424. https://doi.org/10.1177/001440298505100508

Dauber, S. L., Alexander, K. L., & Entwisle, D. R. (1996). Tracking and transitions through the 

middle grades: Channeling educational trajectories. Sociology of Education, 69, 290–307. https://doi.

org/10.2307/2112716

Davis-Kean, P. E. (2005). The influence of parent education and family income on child achievement: 

The indirect role of parental expectations and the home environment. Journal of Family Psychology, 

19(2), 294–304. https://doi.org/10.1037/0893-3200.19.2.294

Dearing, E., McCartney, K., Weiss, H. B., Kreider, H., & Simpkins, S. (2004). The promotive effects 

of family educational involvement for low-income children’s literacy. Journal of School Psychology, 

42(6), 445–460. https://doi.org/10.1016/j.jsp.2004.07.002

Desforges, C., & Abouchaar, A. (2003). The impact of parental involvement, parental support and 

family education on pupil achievement and adjustment: A review of literature. DfES Publications 

London.

Desimone, L. (1999). Linking parent involvement with student achievement: Do race and income 



c e p s  Journal | Vol.11 | No4 | Year 2021 207

matter? The Journal of Educational Research, 93(1), 11–30. https://doi.org/10.1080/00220679909597625

Deslandes, R., & Bertrand, R. (2005). Motivation of parent involvement in secondary-level schooling. 

The Journal of Educational Research, 98(3), 164–175. https://doi.org/10.3200/JOER.98.3.164-175

Dornbusch, S. M., Ritter, P. L., Leiderman, P. H., Roberts, D. F., & Fraleigh, M. J. (1987). The relation 

of parenting style to adolescent school performance. Child Development, 58, 1244–1257. https://doi.

org/10.2307/1130618

Eccles, J. S. (1993). School and family effects on the ontogeny of children’s interests, self-perceptions, 

and activity choices. In J. Jacobs (Ed.), Developmental perspectives on motivation (Vol. 40, pp. 

145–208). University of Nebraska Press.

Eccles, J. S. (2005). Subjective task value and the Eccles et al. model of achievement-related choices. 

In A. J. Elliot & C. S. Dweck (Eds.), Handbook of competence and motivation (pp. 105–121). Guilford 

Publication.

Eccles, J. S., Wigfield, A., Flanagan, C. A., Miller, C., Reuman, D. A., & Yee, D. (1989). Self-concepts, 

domain values, and self-esteem: Relations and changes at early adolescence. Journal of Personality, 

57(2), 283–310. https://doi.org/10.1111/j.1467-6494.1989.tb00484.x

Eccles, J. S., Wigfield, A., Harold, R. D., & Blumenfeld, P. (1993). Age and gender differences in 

children’s self-and task perceptions during elementary school. Child Development, 64(3), 830–847. 

https://doi.org/10.1111/j.1467-8624.1993.tb02946.x

Elliot, A. J., & McGregor, H. A. (2001). A 2 x 2 achievement goal framework. Journal of Personality 

and Social Psychology, 80(3), 501–519. https://doi.org/10.1037/0022-3514.80.3.501

Elliot, A. J., & Sheldon, K. M. (1997). Avoidance achievement motivation: A personal goals analysis. 

Journal of Personality and Social Psychology, 73(1), 171–185. https://doi.org/10.1037/0022-3514.73.1.171

Elliot, A. J., & Thrash, T. M. (2001). Achievement goals and the hierarchical model of achievement 

motivation. Educational Psychology Review, 13(2), 139–156. https://doi.org/10.1023/A:1009057102306

Epstein, J. L. (1990). School and family connections: Theory, research, and implications for 

integrating sociologies of education and family. Marriage & Family Review, 15(1–2), 99–126. https://

doi.org/10.1300/J002v15n01_06

Fan, X., & Chen, M. (2001). Parental involvement and students’ academic achievement: A meta-

analysis. Educational Psychology Review, 13(1), 1–22. https://doi.org/10.1023/A:1009048817385

Gonzalez-DeHass, A. R., Willems, P. P., & Holbein, M. F. D. (2005). Examining the relationship 

between parental involvement and student motivation. Educational Psychology Review, 17(2), 99–123. 

https://doi.org/10.1007/s10648-005-3949-7

Greene, B. A., Miller, R. B., Crowson, H. M., Duke, B. L., & Akey, K. L. (2004). Predicting high 

school students’ cognitive engagement and achievement: Contributions of classroom perceptions 

and motivation. Contemporary Educational Psychology, 29(4), 462–482. https://doi.org/10.1016/j.

cedpsych.2004.01.006

Grolnick, W. S., Benjet, C., Kurowski, C. O., & Apostoleris, N. H. (1997). Predictors of parent 

involvement in children’s schooling. Journal of Educational Psychology, 89(3), 538–548. https://doi.

org/10.1037/0022-0663.89.3.538



208 the role of parental self-efficacy in explaining children’s academic outcomes 

Grolnick, W. S., Ryan, R. M., & Deci, E. L. (1991). Inner resources for school achievement: 

Motivational mediators of children’s perceptions of their parents. Journal of Educational Psychology, 

83(4), 508–517. https://doi.org/10.1037/0022-0663.83.4.508

Grolnick, W. S., & Slowiaczek, M. L. (1994). Parents’ involvement in children’s schooling: A 

multidimensional conceptualization and motivational model. Child Development, 65(1), 237–252. 

https://doi.org/10.2307/1131378

Harackiewicz, J. M., Barron, K. E., Tauer, J. M., Carter, S. M., & Elliot, A. J. (2000). Short-term and 

long-term consequences of achievement goals: Predicting interest and performance over time. 

Journal of Educational Psychology, 92(2), 316–330.https://doi.org/10.1037/0022-0663.92.2.316

Haveman, R., & Wolfe, B. (1995). The determinants of children’s attainments: A review of methods 

and findings. Journal of Economic Literature, 33, 1829–1878.

Hirsch, B. J., & Rapkin, B. D. (1987). The transition to junior high school: A longitudinal study of 

self-esteem, psychological symptomatology, school life, and social support. Child Development, 58(5), 

1235–1243.https://doi.org/10.2307/1130617

Hoff, E. (2003). The specificity of environmental influence: Socioeconomic status affects early 

vocabulary development via maternal speech. Child Development, 74(5), 1368–1378.https://doi.

org/10.1111/1467-8624.00612

Hoover-Dempsey, K. V., Bassler, O. C., & Brissie, J. S. (1992). Explorations in parent-school relations. 

The Journal of Educational Research, 85(5), 287–294. https://doi.org/10.1080/00220671.1992.9941128

Hoover-Dempsey, K. V., & Sandler, H. M. (1995). Parental involvement in children’s education: Why 

does it make a difference. The Teachers College Record, 97(2), 310–331.

Hoover-Dempsey, K. V., & Sandler, H. M. (1997). Why do parents become involved in their children’s 

education? Review of Educational Research, 67(1), 3–42. https://doi.org/10.3102/00346543067001003

Hoover-Dempsey, K. V., Walker, J. M., Sandler, H. M., Whetsel, D., Green, C. L., Wilkins, A. S., 

& Closson, K. (2005). Why do parents become involved? Research findings and implications. The 

Elementary School Journal, 106(2), 105–130. https://doi.org/10.1086/499194

Jokić, B., & Ristić Dedić, Z. (2010). Razlike u školskom uspjehu učenika trećih i sedmih razreda 

osnovnih škola u Republici Hrvatskoj s obzirom na spol učenika i obrazovanje roditelja: Populacijska 

perspektiva [Differences in the academic accomplishments of students of the third and seventh 

grades of primary school in Croatia according to students’ gender and parents’ education: A 

population perspective]. Revija Za Socijalnu Politiku, 17(3), 345–362. https://doi.org/10.3935/rsp.

v17i3.954

Kaliski, P. K., Finney, S. J., & Horst, S. J. (2006). Does socioeconomic status influence achievement 

goal adoption? An investigation of group difference using structured means modeling. Presented at the 

Meeting of the American Educational Research Association.

Keresteš, G., Brković, I., & Kuterovac Jagodić, G. (2011). Doživljaj kompetentnosti u roditeljskoj 

ulozi i sukobi između roditelja i adolescenata [Parental competence and adolescent-parent conflict]. 

Suvremena Psihologija, 14(1), 17–34.

Klebanov, P. K., Brooks-Gunn, J., & Duncan, G. J. (1994). Does neighborhood and family poverty 



c e p s  Journal | Vol.11 | No4 | Year 2021 209

affect mothers’ parenting, mental health, and social support? Journal of Marriage and the Family, 56, 

441–455. https://doi.org/10.2307/353111

Lee, V. E., & Croninger, R. G. (1994). The relative importance of home and school in the development 

of literacy skills for middle-grade students. American Journal of Education, 102, 286–329. https://doi.

org/10.1086/444071

Magnuson, K. (2007). Maternal education and children’s academic achievement during middle 

childhood. Developmental Psychology, 43(6), 1497–1512. https://doi.org/10.1037/0012-1649.43.6.1497

Marchant, G. J., Paulson, S. E., & Rothlisberg, B. A. (2001). Relations of middle school students’ 

perceptions of family and school contexts with academic achievement. Psychology in the Schools, 

38(6), 505–519. https://doi.org/10.1002/pits.1039

McDonald, J. D. (2008). Measuring personality constructs: The advantages and disadvantages of self-

reports, informant reports and behavioural assessments. Enquire, 1(1), 1–18.

Midgley, C., & Urdan, T. (1995). Predictors of middle school students’ use of self-

handicapping strategies. The Journal of Early Adolescence, 15(4), 389–411. https://doi.

org/10.1177/0272431695015004001

Moè, A., Katz, I., & Alesi, M. (2018). Scaffolding for motivation by parents, and child homework 

motivations and emotions: Effects of a training programme. British Journal of Educational 

Psychology, 88(2), 323–344. https://doi.org/10.1111/bjep.12216

Moroni, S., Dumont, H., Trautwein, U., Niggli, A., & Baeriswyl, F. (2015). The need to distinguish 

between quantity and quality in research on parental involvement: The example of parental help with 

homework. The Journal of Educational Research, 108(5), 417–431. https://doi.org/10.1080/00220671.2

014.901283

Murphey, D. A. (1992). Constructing the child: Relations between parents’ beliefs and child 

outcomes. Developmental Review, 12(2), 199–232. https://doi.org/10.1016/0273-2297(92)90009-Q

Noack, P. (2004). The family context of preadolescents’ orientations toward education: Effects of 

maternal orientations and behavior. Journal of Educational Psychology, 96(4), 714–722. https://doi.

org/10.1037/0022-0663.96.4.714

Patall, E. A., Cooper, H., & Robinson, J. C. (2008). Parent involvement in homework: A research 

synthesis. Review of Educational Research, 78(4), 1039–1101. https://doi.org/10.3102/0034654308325185

Patrick, H., Ryan, A. M., & Pintrich, P. R. (1999). The differential impact of extrinsic and mastery 

goal orientations on males’ and females’ self-regulated learning. Learning and Individual Differences, 

11(2), 153–171. https://doi.org/10.1016/S1041-6080(00)80003-5

Paulhus, D. L., & Vazire, S. (2007). The self-report method. In R. W. Robins, R. C. Fraley, & R. F. 

Krueger (Eds.), Handbook of research methods in personality psychology (pp. 224–239). Guilford Press.

Pekrun, R., Elliot, A. J., & Maier, M. A. (2006). Achievement goals and discrete achievement 

emotions: A theoretical model and prospective test. Journal of Educational Psychology, 98(3), 583–597. 

https://doi.org/10.1037/0022-0663.98.3.583

Pekrun, R., Elliot, A. J., & Maier, M. A. (2009). Achievement goals and achievement emotions: 

Testing a model of their joint relations with academic performance. Journal of Educational 



210 the role of parental self-efficacy in explaining children’s academic outcomes 

Psychology, 101(1), 115–135. https://doi.org/10.1037/a0013383

Perry, R. P. (1991). Perceived control in college students: Implications for instruction in higher 

education. In J. C. Smart (Ed.), Higher education: Handbook of theory and research (Vol. 7, pp. 1–56). 

Agathon.

Perry, R. P., Hall, N. C., & Ruthig, J. C. (2005). Perceived (academic) control and scholastic 

attainment in higher education. In J. C. Smart (Ed.), Higher education: Handbook of theory and 

research (Vol. 20, pp. 363–436). Springer.

Perry, R. P., Hladkyj, S., Pekrun, R. H., Clifton, R. A., & Chipperfield, J. G. (2005). Perceived 

academic control and failure in college students: A three-year study of scholastic attainment. 

Research in Higher Education, 46(5), 535–569. https://doi.org/10.1007/s11162-005-3364-4

Perry, R. P., Hladkyj, S., Pekrun, R. H., & Pelletier, S. T. (2001). Academic control and action control 

in the achievement of college students: A longitudinal field study. Journal of Educational Psychology, 

93(4), 776–789. https://doi.org/10.1037/0022-0663.93.4.776

Petrocelli, J. V. (2003). Hierarchical multiple regression in counseling research: Common problems 

and possible remedies. Measurement and evaluation in counseling and development, 36(1), 9–22. 

https://doi.org/10.1080/07481756.2003.12069076

Pomerantz, E. M., Altermatt, E. R., & Saxon, J. L. (2002). Making the grade but feeling distressed: 

Gender differences in academic performance and internal distress. Journal of Educational Psychology, 

94(2), 396–404. https://doi.org/10.1037/0022-0663.94.2.396

Pomerantz, E. M., Moorman, E. A., & Litwack, S. D. (2007). The how, whom, and why of parents’ 

involvement in children’s academic lives: More is not always better. Review of Educational Research, 

77(3), 373–410. https://doi.org/10.3102/003465430305567

Reed, R. P., Jones, K. P., Walker, J. M., & Hoover-Dempsey, K. V. (2000). Parents’ motivations for 

involvement in children’s education: Testing a theoretical model. Presented at the Annual conference of 

the American Educational Research Association.

Rovan, D. (2011). Odrednice odabira ciljeva pri učenju matematike u visokom obrazovanju (Doctoral 

Thesis). Faculty of Humanities and Social Sciences, University of Zagreb.

Schunk, D. H. (1989). Social cognitive theory and self-regulated learning. In B. J. Zimmerman & D. 

H. Schunk (Eds.), Self-regulated learning and academic achievement (pp. 83–110). Springer.

Seefeldt, C., Denton, K., Galper, A., & Younoszai, T. (1998). Former Head Start parents’ 

characteristics, perceptions of school climate, and involvement in their children’s education. The 

Elementary School Journal, 98, 339–349. https://doi.org/10.1086/461900

Shumow, L., & Lomax, R. (2002). Parental efficacy: Predictor of parenting behavior and 

adolescent outcomes. Parenting: Science and Practice, 2(2), 127–150. https://doi.org/10.1207/

S15327922PAR0202_03

Sigel, I. E., McGillicuddy-DeLisi, A. V., & Goodnow, J. J. (2014). Parental belief systems: The 

psychological consequences for children. Psychology Press.

Silinskas, G., & Kikas, E. (2019). Parental involvement in math homework: Links to children’s 

performance and motivation. Scandinavian Journal of Educational Research, 63(1), 17–37. https://doi.



c e p s  Journal | Vol.11 | No4 | Year 2021 211

org/10.1080/00313831.2017.1324901

Silinskas, G., Kiuru, N., Aunola, K., Lerkkanen, M. K., & Nurmi, J. E. (2015). The developmental 

dynamics of children’s academic performance and mothers’ homework-related affect and practices. 

Developmental Psychology, 51(4), 419–433. https://doi.org/10.1037/a0038908

Walker, J. M., Wilkins, A. S., Dallaire, J. R., Sandler, H. M., & Hoover-Dempsey, K. V. (2005). Parental 

involvement: Model revision through scale development. The Elementary School Journal, 106(2), 

85–104. https://doi.org/10.1086/499193

Wentzel, K. R. (1998). Parents’ aspirations for children’s educational attainments: Relations to 

parental beliefs and social address variables. Merrill-Palmer Quarterly, 44(1), 20–37.

Wigfield, A., & Eccles, J. S. (2000). Expectancy–value theory of achievement motivation. 

Contemporary Educational Psychology, 25(1), 68–81. https://doi.org/10.1006/ceps.1999.1015

Wigfield, A., Eccles, J. S., Mac Iver, D., Reuman, D. A., & Midgley, C. (1991). Transitions during 

early adolescence: Changes in children’s domain-specific self-perceptions and general self-esteem 

across the transition to junior high school. Developmental Psychology, 27(4), 552–565. https://doi.

org/10.1037/0012-1649.27.4.552 

Wilder, S. (2014). Effects of parental involvement on academic achievement: A meta-synthesis. 

Educational Review, 66(3), 377–397. https://doi.org/10.1080/00131911.2013.780009



212 the role of parental self-efficacy in explaining children’s academic outcomes 

Biographical note

Andreja Bubić, PhD, is an assistant professor at the Faculty of Hu-
manities and Social Sciences, University of Split, Croatia. After studying psy-
chology at the University of Zagreb, Croatia, she received her PhD at the Max 
Planck Institute for Human Cognitive and Brain Sciences and the University of 
Leipzig, Germany. After a postdoctoral stay at the MGH/HMS Martinos Center 
in Boston, USA, she is now in Split where she lectures and does research in the 
fields of educational psychology and decision making.

Antonela Tošić is a school counselor who has received her master 
of education degree at the Faculty of Humanities and Social Sciences, Univer-
sity of Split, Croatia. There, she started investigating various factors that influ-
ence children’s educational outcomes. After passing her professional exam, she 
wishes to continue applying her skills and knowledge as a school practitioner. 

Irena Mišetić, PhD, is a clinical psychologist and cognitive behav-
ioral therapist at the Department of Pediatrics in the University Hospital in 
Split, Croatia. Her main areas of interests include psychological adaptation to 
different chronic diseases in children and adolescents, eating disorders in ado-
lescents, traumatization in children, as well as cognitive therapy of personality 
disorders. He also teaches at the Faculty of Medicine and the University De-
partment of Health Studies in Split, Croatia.


