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(ABSTRACT) 

The number of children from single-parent families 

has risen significantly since the 1970s. The stress 

associated with single-parent status not only places the 

parent in a precarious state, but also has the tendency 

to adversely affect the child's academic performance. 

The purpose of this study was to examine the 

relationship among stress, coping resources, and academic 

success in a group of children from single-parent 

families. The study also was designed to access what 

family factors including race, gender, income level, 

education level, employment status, and family 

composition contribute to the academic success of the 

child. 

Sixty-seven single-parent families and their oldest 

elementary school-age child participated in this study. 



The families' stress level was measured by using the 

Family Inventory of Life Changes and Events (FILE), while 

the Family Crisis Orientation Personal Evaluation Scales 

(F-COPES) were used to measure the families internal and 

external coping resources. A child's Resource 

Questionnaire was used to measure the child's coping 

resources. Academic success was measured using Grade 

Point Average (GPA) and Criterion Referenced Tests (CRTs) 

scores. 

The results indicated no significant relationship 

between stress and academic success as measured by GPAs 

when controlling for gender, race, and resources. 

However, the education level of the parent, child's 

gender, and the number of children in the family were 

family factors found to contribute to academic success 

when measured by GPAs. 

When measured by the CRTs, several factors 

contributed to academic success. In language arts, 

higher numbers of children in the family were associated 

with lower language arts scores. 

tended to score higher than boys. 

In addition, girls 

In math, only the 

child's gender was found to contribute to academic 

success, with girls tending to score higher than boys. 

In science, higher numbers of children in the family were 



linked with lower science CRT scores, while higher 

family coping resources were associated with higher 

science CRT scores. In social studies, single mothers 

were linked with higher CRT scores than single fathers. 

In addition, higher family stress was associated with 

lower social studies CRT scores, and white children 

tended to score higher than minorities. 
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CHAPTER I 

INTRODUCTION 

Over the past three decades, a number of social changes 

have led to the emergence of non-traditional family 

structures, the most notable being the single-parent family 

(Thornton & Freedman, 1983). The single-parent family is 

one of the fastest growing non-traditional family structures 

in this nation. A U.S. Census Bureau (1989) report shows a 

surge in the number of children from single-parent families 

which reflects a trend that has been steadily rising since 

the 1970s. Presently, of about 63 million children in this 

country under the age of eighteen, more than 15 million live 

in single-parent homes (Rawling, 1989; Sweet, 1988). 

Equally alarming, is an estimate by the Bureau of Census 

(1989) and the National Association of Elementary School 

Principals (1980} that of the 15 million children living in 

single-parent homes, 5.2 million are elementary school-age. 

These figures are in sharp contrast with those of two 

decades ago which showed that only 13 percent of children 

under the age of eighteen lived in single-parent households 

compared with the current 27 percent (Rawling, 1989; U.S. 

Bureau of the Census, 1990). 

Figures released by the U.S. Bureau of the Census 

(1990) indicate that eighty-seven percent of all single-

parent families are headed by a female. Most of these 
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single-parent families are the result of the increasingly 

high rate of divorce and separation, and to the large number 

of unmarried mothers opting to keep their babies. The U.S. 

Bureau of Census (1989) reported that in 1988, 14 million, 

or 10.1 percent of all adults who had ever been married had 

divorced. If the current divorce rate continues, it is 

estimated that by the year 2000, one half of all children 

will spend at least part of their childhood years in a 

single-parent family (Hernandez, 1986; Hofferth, 1985; 

Shreeve, 1985). 

Children from single-parent homes tend to have greater 

academic and disciplinary problems in school than children 

from two-parent homes (Shreeve, 1985; Hetherington, 1981). 

A 1980 study done by the National Association of Elementary 

School Principals (NAESP), which addressed the school needs 

of elementary school children from single-parent families, 

revealed that 38 percent of the elementary students from 

one-parent families received grades of D or F. Only 23 

percent of children from two-parent families received 

similar low grades. Conversely, 17 percent of children from 

single-parent families were rated high achievers, compared 

with 30 percent from two parent families (NAESP, 1980). 

Though there is a preponderance of research documenting 

that children from single-parent families on a whole tend to 

have lower academic achievement than their two-parent 
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counterparts, and thus stand in jeopardy of being at greater 

risk of truancy and dropping out of school, (NAESP, 1980; 

Roddy, 1984), there continues to be a division of theory in 

terms of the true cause and effect regarding the impact of 

the single-parent family on school achievement (DiSibio, 

1981; Roddy, 1984; Shreeve, 1985). One may question whether 

the single-parent status itself tends to lower achievement, 

or if the single-parent status is an associated factor. 

Until recently, research on single-parent families 

focused on the father's absence as the principle variable 

affecting the social and emotional development of children 

in single-parent homes. However, after further examination 

of life circumstances of single-parent families, evidence 

suggests that the father's absence can have direct and 

indirect effects on children (Weinraub & Wolf, 1983). While 

direct effects of the father's absence include those 

relating to stimulation, social attention, and modeling, 

indirect effects are those resulting from the increased 

social, emotional and financial stresses on the mother. The 

latter currently are being studied as contributing factors 

to most of the differences observed in children of single-

parent homes (Blechman, 1982; Hernog & Sudia, 1973; Shinn, 

1978). 

Sava (1989), NAESP Executive Director, states that 

"Children from so called non-traditional single-parent homes 
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have become one of the most significant minorities in our 

schools" (p. 1). Given the prevalence of the single-parent 

family structure, and the prevalence of academic and 

disciplinary problems linked with children from these 

families, it is evident that schools are challenged with the 

critical role of meeting these children's educational needs. 

Background 

According to the U.S. Bureau of Census (1989), Marital 

dissolution by divorce and births out of wedlock are the 

major causes of single-parent families in the U.S. Due to 

this major shift in family composition, researchers in the 

fields of marriage and family are shifting their focus to 

issues of coping and control (mediating variables) rather 

than focusing completely on dysfunctional outcomes (Sprey, 

1985; Roy, 1983; Fuqua, 1983). 

In light of the high rate of divorce and the escalation 

of single-parent families, Hogan, Buehler, & Robinson, 

(1983); and Norton & Glick, (1986) point out that it becomes 

imperative for researchers, educators, and policymakers to 

address the issue of how the single-parent family copes with 

the negative consequences of life stressors and facilitates 

adjustment of family members. 

Mccubbin and his associates are among the many 

researchers who have done extensive studies on family stress 
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and coping in a variety of normative and non-normative 

situations. Their research has been significant in moving 

researchers toward an understanding of adjustment and 

adaptation in the single-parent family system. 

The earliest conceptual foundation for research in 

family stress report Mccubbin and Patterson (1983a) is the 

Hill (1949, 1958) ABCX Family Crisis Model. In this model, 

the ~ represents (the event) - interacting with Q (the 

family's crisis meeting resources) - interacting with g (the 

definition the family makes of the event) - produces ~ (the 

crisis). Building on Hill's classical research, Mccubbin 

and Patterson (1982) identified a range of post-crisis 

variables and developed a prediction type model which they 

labeled the Double ABCX Model. 

The ABCX models provide the conceptual foundation for 

this study and are based on the theory that changes or 

transitions in life are expected, predicted, and can be 

potential sources of stress. According to these models, the 

outcome from a stressful event is the result of the family's 

capabilities (i.e. personal resources, internal resources, 

and social support) and how the family defines the event. 

The ABCX Model focuses upon pre-crisis variables which have 

the capability of preventing a stressor from reaching crisis 

proportions. The Double ABCX Model (Figure 1) assesses 
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post-crisis variables and focuses on family efforts, over 

time, to adapt once a crisis has occurred. 

Two major factors are relevant in the Double ABCX 

Model: family demands and capabilities (resources). The 

demands emerge within three units related to the family 

which Mccubbin and Patterson (1983b) have identified as: 

the individual, the family, and the community. Each unit is 

characterized by both demands and capabilities. The demand 

of one unit can be met through reciprocal relationships. 

The goal is to achieve a balance between individual family 

members and the family system, and between family and 

community, thus achieving family adaptation. 

Families whose resources are inadequate or exhausted in 

meeting the demands of a stressor, move into the crisis 

phase. 

As a result, these families lose equilibrium within the 

family system and become unable to cope with internal and 

external demands. Most single-parent families experience 

this imbalance due to the pile-up of changes and demands 

brought on by marital separation, divorce, or death of 

spouse (Hogan; Buchler; & Robinson, 1983). 

While the stress models serve to explain the dynamics 

of stress, Bronfenbrenner's ecology of human development 

model provides a conceptual framework for understanding how 
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stress experienced in one social context affects how one 

interacts in other social contexts. The ecological model 

(Bronfenbrenner, 1979) emerged from the theory that human 

development involves an interaction between the individual 

and the environments in which he/she engages. The 

environment is not limited to the immediate physical setting 

but also comprises larger contexts, such as the political 

and economic systems. 

The ecological environment can be described as a group 

of concentric circles. Each environment is characterized by 

its interdependence and interconnectedness while having a 

definite influence on the others. The interaction between 

the environment and the individual is viewed two-

directional, thus creating a reciprocal effect. For 

example, families or family members make demands of 

environments and environments in turn make demands of them. 

Bronf enbrenner referred to these environments or social 

contexts as: microsystem (immediate physical setting); 

mesosystem (all microsystems that regularly involve an 

individual); exosystem (actions of major institutions on a 

local level); and macrosystem (institutions of culture). 

Each aspect of the environment moves from specific to more 

inclusive while having influences upon the others. 

The school is considered a major institution which is a 

part of a larger environment that encompasses the home. The 
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two have an interdependent and interconnected relationship. 

Therefore, what goes on in the home will be felt in other 

environments or social contexts, such as the school. 

Children's behavior and performance in the school setting 

are to a great extent indicative of home conditions and 

circumstances. 

The ecological model, in conjunction with the stress 

models, can provide a schemata for assessing what is 

happening in and to single-parent families, and how these 

interactions affect how family members function in other 

environments or social settings. 

Statement of the Problem 

This study concerns stressful life events in a group of 

single-parent families and how these families use of 

resources affects the level of academic success of their 

oldest elementary school-age child. Evidence has shown that 

the well-being of the parent in charge of the family is an 

important factor in creating a sense of well-being within 

the family (Kelly & Wallerstein, 1980; Richard & 

Pfeiffenberger, 1983). Therefore, the extent of a parent's 

emotional well-being following a stressful event is 

contingent upon the coping resources and upon the parent's 

and family's perception of the stressful event (Mccubbin & 

Patterson, 1983a). As a result, the outcome of a stressful 
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event in the family may be reflected in the child's academic 

performance. 

Due to the need for further understanding of the 

relationship among stress, coping resources, and academic 

success in single-parent families, the problem of this study 

was to examine the relationship among stress, coping 

resources, and academic success in a group of children from 

single-parent families. 

Purpose of the Study 

Given the prevalence of the single-parent family 

structure in this country, it becomes increasingly important 

to study the variables which may be associated with negative 

consequences (i.e. academic and disciplinary problems) for 

the children involved. A review of the literature indicates 

that further research is needed to understand what variables 

may serve to mediate the negative effects of single-parent 

status on the family structure (Roy & Fuqua, 1983; White & 

Mika, 1983). Thus, the purpose of this study was to 

determine what factors account for the academic success in a 

group of children from single-parent families. In addition 

to stress, academic success, and coping resources; such as 

family factors as (race, gender, income level, education 

level, employment status, and number of children in the. 

family) were also considered. 
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Research Questions 

1. What are the family factors that contribute to 

children's academic success in single-parent families? 

2. What is the relationship between stress and academic 

success when controlling for gender of the child? 

3. What is the relationship between stress and academic 

success when controlling for race? 

4. What is the relationship between stress and academic 

success when controlling for resources? 

Significance of the Study 

Approximately 15 million children under the age of 

eighteen live in single-parent homes. Studies indicate that 

30 percent to 40 percent of these children have lower 

academic achievement in school than their two-parent 

counterparts (NAESP, 1980; Shreeve, 1985). 

In addition, there is evidence from the extant literature 

that further research in specific aspects of single-parent 

status, such as coping and family adaptation is needed 

(Herzog & Sudia, 1973; Roy & Fuqua, 1983; Mccubbin & 

Patterson, 1983b). Further research in this area would 

serve to assist administrators, principals, teachers, 

counselors, and single-parent families in understanding how 

coping variables may serve to mediate the negative effects 

of single-parent status on academic performance. 
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The findings of this study can be used for assessing 

how stress in single-parent families can disrupt children's 

ability to participate in the learning process. Further, 

these findings can yield information about how the 

functioning of the single-parent family system is influenced 

by interactions with the larger community. Finally, these 

findings can assist principals, teachers and the community 

in their efforts in addressing the unique needs of single-

parent families and their children. 

Definition of Terms 

1. Single-Parent Family--A family consisting of child 

or children living with "one" parent or guardian as a result 

of death, divorce, or separation. This also includes 

children living with mothers who have never been married 

(DiSibio, 1981). 

2. Normative Events--Experiences which occur over the 

family life cycle: marriage, parenthood, adolescence, new 

job, etc. These experiences are expected and predictable. 

3. Non-normative Events--Experiences that are sudden, 

unexpected, and sometimes life-threatening. 

4. Coping Resources--Problem-solving attitudes and 

behaviors which families develop to respond to problems or 

difficulties (Mccubbin, Olson, & Larsen, 1981). 
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5. Criterion Referenced Tests--A test designed by 

Prince William County Public Schools to measure students 

mastery of curricula objectives. 

6. Academic Success--Is measured by the child's Grade 

Point Average (GPA) and the four Criterion Referenced Tests 

(CRTs) scores. 

7. Stressor--Normative or non-normative life event 

that has the potential for causing stress. 

8. Stress--A state which arises from actual or 

perceived demand-capability imbalance in the family 

(Mccubbin & Patterson, 1983). 

9. Pile-Up--Sum of normative and non-normative 

stressors and intra-family strains (Mccubbin & Patterson, 

1983a). 

10. Oldest Elementary School Age Child--The oldest 

child in the single-parent family in any grade from first to 

fifth. 

Delimitations 

To make this study manageable, it was delimited as 

follows: 

1. This study was delimited to first through fifth 

graders who live in a single-parent setting. 

2. The stressful life events and coping resources 

assessed in this study were delimited to those defined by 
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the FILE (Family Inventory of Life Events and Changes) and 

F-Copes (Family Crisis Oriented Personal Evaluation Scales) 

assessment inventories (Mccubbin and Thomson, 1987). 

3. This study was delimited to seven elementary 

schools in Virginia's Prince William County Public Schools 

system. 

Limitations 

Any conclusions or implications made from this study 

are limited to the following: 

1. This study did not exhaust all of the variables 

which may be significantly related to stress in single-

parent families within the context of academic success. 

Thus, it is recognized that there may be other variables 

associated with the level of academic success in children 

living in single-parent homes. 

2. This study included single-parent families and 

their oldest elementary school-age children in any of the 

grades from first through fifth, and its findings may not be 

applicable to other families. 

3. The measurement of academic success was limited by 

the grading scale and the Criterion Reference Tests used in 

Prince William County's elementary schools. 
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Organization of the StuQ.y 

This study is divided into five chapters. Chapter I 

includes the introduction, a background discussion, 

assumptions, statement of the problem, purposes of the 

study, research questions, significance of the study, 

definition of terms, and an enumeration of delimitations and 

limitations. Chapter II reviews related research and 

literature. Chapter III gives a description of the 

subjects, the instrumentation, procedures, and analyses used 

for the investigation. Chapter IV gives results of the data 

analyses. Finally, Chapter V presents a summation of the 

findings along with conclusions, implications, and 

recommendations. 



CHAPTER II 

LITERATURE REVIEW 

The review of literature presented in this chapter is 

divided into four sections. The first section gives an 

overview of the changes that have taken place in the 

American family, while the second section examines an 

ecological perspective of the family and school. The third 

section reviews empirical research related to children's 

academic achievement in single-parent families, and the last 

two sections look at family stress and its relationship to 

academic success, and social supports. 

The Changing American Family 

In the 1980s, social and economic circumstances brought 

about high divorce rates; a decrease in the number of 

members in the average American home; an increase in the 

number of working mothers; growth in the single-parent 

family structures, and in the number of children living in 

these families (Cherlin, 1988; Bane & Weiss, 1980). These 

family trends have been compounded with psychological, 

social, and economic problems. 

Among the many researchers and demographers who have 

described the dramatic changes occurring to the American 

family, including the increasing number of single-parent 

homes are: Bronfenbrenner (1976); Norton and Glick (1986); 

16 
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Herzog and Sudia (1973); and Thorton and Freedman (1983). 

According to these researchers, changes in the American 

family patterns are the result of long term trends in 

urbanization, industrialization, economic growth, disruption 

of the Great Depression and World War II, as well as changed 

attitudes toward marriage, parenthood, divorce, and the 

roles of women. 

Researchers, Saluter (1989), and Thornton and Freedman 

(1983) describe how attitudes toward marriage, remaining 

single, and marital patterns have changed distinctly since 

World War II. They also point out that during the first 

four decades of the 20th century, first time marriage rates 

were quite steady. However, after World War II, these 

researchers reported that there was a pervasive increase in 

marriage rates which helped to usher in the "Baby Boom". 

Based upon the U.S. Bureau of Census Report (1989) and 

the work of researchers Thornton and Freedman (1983), the 

postwar marriage boom reshaped the pattern of first 

marriages in America. The median age at first marriage fell 

from 23 for white women born in the 1880s to just over 20 

for those born in the late 1930s. Since the mid-1950s, the 

median age has moved upward gradually. Saluter (1989) 

reported in the Current Population Report that 25.9 years 

was the median age at first marriage for men in 1988 and was 

the same for men in 1900, while 23.6 years was the average 
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age for women in 1988 and 1900. Conversely, researchers 

Rodgers and Thornton (1982), reported that the postwar 

marriage boom was not distinct for blacks as for whites, 

especially marrying at younger ages. Even today, the U.S. 

Bureau of Census (1989) figures show that the average age of 

blacks marrying for the first time is higher than that of 

whites. 

Divorce 

It is reported that as long ago as the late 18th 

century, marital conflict and divorce have been recognized 

as a serious social concern (Thorton & Freedman, 1983). 

According to the Current Population Report (1989) and 

demographers Rodgers and Thornton (1982), the actual rate of 

divorce in the United States increased gradually from 1860 

to the early 1960s. Then there were two decades of rapid 

increase. By 1985, it is reported that 23 percent of the 

ever-married population in the United States had experienced 

divorce at some point in their life (Saluter, 1989). 

Norton and Glick (1976) pointed out in their research 

that many of the socioeconomic indicators (such as young age 

at marriage, low educational status, low occupational status, 

and low income), which have been traditionally linked to 

marital disruption, have been changing in directions that 

have lessened the impact on marital stability. 
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To account for the current surge of divorce in this 

country, demographic analysis by Norton and Glick (1976) and 

Thorton and Freedman (1983) suggest the following possible 

reasons: 

(1) People tend to be less tolerant of their marital 

problems, due to higher expe~tations. 

(2) Americans may be more accepting of divorce as a 

solution to an unhappy marriage. 

(3) Changes in laws and economic circumstances have 

made divorce feasible. 

(4) Increase in women's labor force and the decline in 

family size have made divorce easier for women. 

Another characteristic reflecting recent changes in 

divorce is the presence of children among couples involved 

in divorce. Figures released by the Bureau of Census (1989) 

show that the number of children living with a divorced 

parent rose from 2.5 million in 1970 to 5.9 million (38 

percent) in 1988. These children account for the largest 

proportion of children in a one-parent situation. Further, 

population figures indicate that white children who live 

with one parent are more likely to live with a divorced 

parent than Hispanic and Black children are respectively 

(Saluter, 1989). 
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Growth of Single-Parent Families 

According to researchers Norton and Glick (1986), from 

1970 to 1988, the number of single-parent families rose from 

3.8 million to 9.4 million. This proportion has more than 

doubled since 1970, and is growing at a much faster rate 

than the traditional family. 

According to Norton and Glick (1986), the term "single-

parent" family refers to three major types of families: a 

distinct family household, a related sub-family, or an 

unrelated sub-family. However some researchers (Thompson 

and Gongla, 1983) warn of the impossibility of knowing how 

many types of single-parent families actually exist and what 

proportion are in each category. Still, it has been 

estimated by the Bureau of Census (1989) that about 22 

percent of single parents live either in a relative's home 

or in some unrelated person's household. Rawlings (1989) 

reports that another characteristic of single-parent 

families is that they are increasingly younger than two-

parent families. The median age of persons maintaining a 

single-parent family in 1988 was 33.2 years compared with 

the median age of 37.4 years for two-parent families (U.S. 

Bureau of the Census 1989). 

According to Ross and Sawhill (1975); and Norton and 

Glick (1986), the vast majority of single-parent families 

are maintained by the mother. Rawlings (1989) reports in 
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the Current Population Report that single mothers account 

for about 87 percent of all single parents. He further 

notes that the percentage of one-parent situations 

maintained by single fathers is higher among whites than 

blacks. Of the 1.2 million single-parent fathers estimated 

by the U.S. Census Bureau (1989), about 81 percent of them 

were reported to be white. 

Labor Force Status 

One of the most noticeable changes in the American 

family is the rapid increase of mothers entering the labor 

force (Norton & Glick, 1986; Thorton & Freedman, 1983). 

Historically, American women worked to provide for the 

family by maintaining the home and contributing to the 

family's growth and development (Thornton & Freedman, 1983). 

However, Thorton and Freedman (1983) contend that the 

industrialization period in the late and early 1900s shifted 

the primary focus of employment from the household to the 

marketplace. This labor shift changed family life, and 

presented new problems. Some of the problems that families 

face as a result of the labor shift are: child care, 

juggling of schedules for both home and job, and marital 

adjustments to the wife's new status (Bronfenbrenner, 1976; 

Weiss, 1979; Thorton & Freedman, 1983). 
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Ross and Sawhill (1975) note in their book that in 

single-parent families, the problems are compounded by high 

poverty rate, low income and fewer employment opportunities. 

In addition, research has shown that while single parents 

may have completed high school, married parents are more 

likely to have completed both high school and college 

(Norton & Glick, 1986; Rawlings, 1989). Not having a 

college degree creates a disadvantage for the single parent 

when competing for and holding down good jobs. 

Bane and Weiss (1980) note that single-parent families 

make less than their two parent counterparts, and women take 

a sizable reduction in family income following marital 

disruption. They further report that divorced and separated 

mothers experience around 40 percent to 50 percent drops in 

family income respectively. 

As traditional families become less dominant as a 

result of social and economic circumstances, non-

traditional, single-parent families with children under the 

age of 18 are increasing. Because of this dramatic increase 

in single-parent families, there is much concern over the 

potentially negative effects for their children and the 

disadvantaged position it holds in society when compared 

with the two parent family. 

In addressing these concerns, Bronfenbrenner (1976) 

provides through an ecological perspective, a framework for 
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understanding how the family and school can work together in 

an effort to ensure children's school and life success. 

An Ecological Perspective of Family and School 

The ecological model stresses the view that families 

and family members do not grow and develop alone or just 

within the boundaries of the family structure. Their growth 

and development is profoundly affected by various external 

settings. 

There are four basic tenets which serve as focal points 

in the ecological model: (a) The ecological environment is 

a set of nested, interlocking systems --- microsystems, 

mesosystems, exosystem, macrosystem; (b) The 

interconnections of these systems are decisive to the 

family; (c) Systems in which family members are not directly 

involved can profoundly affect their development; and (d) 

Collectively, the various environmental settings constitute 

distinctively different subcultures and cultures 

(Bronfenbrenner, 1979). 

Bronf enbrenner describes any settings in which a member 

of the family is physically present as a microsystem. The 

school, home, and community are examples of microsystems. 

The mesosystem represents the interdependence of two or more 

microsystems (i.e. home and school, or school and 

community). 
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Due to the interdependent and interconnected 

relationship, microsystems, influence each other. For 

example, the degree to which a child functions in school is 

reflected to some degree in the type of interactions the 

child experiences at home and vice versa. 

Contrary to the microsystem, an exosystem affects 

family members even though they are active participants in 

the physical setting. The classroom, Board of Education, 

U.S. Congress, and the judicial system are examples of 

exosystems. 

Finally, the macrosystem refers to the consistencies 

and common characteristics that exist between the lower 

systems (microsystem, mesosystem, and exosystem) or beliefs 

that could exist at the subculture or culture level as a 

whole. Examples of this system are seen in the 

intrasocietal contrasts that exist in various socioeconomic, 

ethnic, and religious groups (e.g. rich/poor; black/white; 

Protestant/Catholic). 

Home-School Partnership 

The evidence strongly shows that partnerships between 

the home and school increase the likelihood of children 

meeting school success (Henderson, 1987; Comer, 1980; Rich, 

1987; Becher, 1984). Educators and parents feel that the 

school and home can no longer be isolated from one another 
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(Kappan, 1991; Gallup Poll, 1986). Comer (1980) contends 

that a cooperative and collaborative relationship among 

parents, community, and school is necessary in decreasing 

the harmful psychological and behavioral effects brought on 

by social and economic circumstances. Comer further 

contends that high level teaching and learning cannot take 

place until these conditions are reduced through a 

collaborative working relationship between home and school. 

A partnership relationship is important to all 

families, and especially to single-parent families. Clay 

(1981) suggests that single-parent families depend on 

schools as the main source of continuity in the life of 

their children. Such dependency becomes evident during the 

stressful period of separation and divorce. A partnership 

relationship between home and school also benefits the 

school. By being responsive to family needs through a home-

school collaboration, schools gain community support 

necessary to carry out their mission, and thus become more 

effective (Gordon, 1978; Henderson, i987; Clay, 1981; Rich, 

1988). 

In reviewing the research on the effects of parent 

involvement on student achievement, Gordon (1978) concluded 

that there were three models of parent involvement: (1) 

those that work to improve the parent-child relationship, 
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(2) those that try to integrate parents into the school 

program, and (3) those that attempt to build a strong 

relationship among school, family, and community. 

Though there is much literature on the importance of 

home-school partnerships and parent involvement, the 

majority of research has focused on the "family process 

variables" (Henderson, 1987; Becher, 1984; Gordon, 1978). 

Family process variables are describes by Henderson (1987) 

as family characteristics relating: 

• to education and income levels of the parents; 

• to family behaviors that determine whether parents 

read to children and enforce rules about homework 

and television; 

• to family patterns, such as marital and employment 

status, and social support networks 

• and to characteristics relating to family attitudes 

which include expectations parents have for their 

children and the child's self-concept. 

These variables represent a line of research that examines 

the home environment with its effects being measured in 

terms of school performance. 

Much of this research is the result of the heightened 

interest in the 60s regarding the effect of home environment 

on cognitive development. Dave, 1963; Wolf, 1964; Coleman, 

1966; Jencks, 1972; Bronfenbrenner, 1974; Clark, 1983; and 
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Bloom, 1986 are among the many researchers who have 

documented the crucial role of family and home on children's 

cognitive development and achievement. According to these 

researchers, it is what parents do in the home rather than 

their socioeconomic status (SES) that is more predictive of 

school success and learning development. 

According to the literature review on parent 

involvement (Becher, 1984; Henderson, 1987), coupled with a 

series of studies to further understand the relationships 

between specific family process variables and parent 

behaviors, the following findings have been observed: 

(1) Children who score high on measures of achievement, 

competence, and intelligence, had parents who held high 

expectations, aspirations, and exhibited a higher level of 

general interest than did parents of low scoring children 

(Epstein, 1987; Seginer, 1983; Gordon, 1979). 

This finding is documented in Seginer's (1983) review 

of literature of parents' educational expectations and 

children's academic achievement. He found that the majority 

of empirical studies supported the contentions that high-

achieving children tend to come from families (a) who have 

high expectations for them; (b) families who see standards; 

and (c) who make greater demands on their children at an 

earlier age. Seginer points out that these findings were 

consistent, despite variations in definitions of parents' 
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expectations, academic achievement, respondents' 

characteristics, and data collection methods. 

(2) Children with higher scores had parents who had more 

interactions that were responsive to them (Bradley, 

Caldwell, & Elrado, 1977; Ladd, Lange, & Kienapple, 1981). 

This position is documented in Bradley, Caldwell, and 

Elrado (1977) research that examined home environment, 

social status, and mental test performance. They found the 

home environment quality to be more strongly associated with 

I.Q. among whites than blacks, among girls than boys. It 

also was found that among the socioeconomic variables, the 

education level of the parents showed the strongest 

relationship to children's I.Q. and that families within 

each socioeconomic group differ widely in the kind and 

amount of stimulation they provide to children. The 

researchers explained that girls' I.Q. is more strongly 

associated with environment than boys because mothers tend 

to be more sensitive and effective when interacting with 

infant girls than boys. 

(3) Children with higher scores had parents who had 

perceived themselves as teachers and incorporated teaching 

modes and strategies (Epstein, 1987; Gordon, 1978; Guinagh & 

Gordon, 1976). 

Guinagh and Gordon's (1976) longitudinal study of 

school performance as a function of early stimulation 
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provided mothers early childhood program training in how to 

use teaching materials at home. Children of mothers who 

participated in the program made significant advances on 

reading and math tests when they entered school, and noted 

that their level of performance was maintained through third 

grade. 

(4) Children with higher scores had parents who used more 

advanced levels and styles of thought and language 

interactions with them. These parents also provided more 

explanations and reasons for performance and correcting 

behavior (Gordon, 1978; Olmsted & Jester, 1972). 

In a study to examine the relationship between maternal 

teaching behavior and socioeconomic background, Olmsted and 

Jester (1972) found significant differences in ways mothers 

of middle- and low- socioeconomic levels teach their 

children. The study consisted of two groups of mothers. In 

one group, the mothers had middle socioeconomic status (SES) 

while the second group had mothers with low SES. The 

mothers were trained to teach a task that involved sorting 

blocks into four groupings. The mothers were then asked to 

teach their children how to sort the blocks, and to 

verbalize the reasons for each grouping. The results showed 

that the middle SES mothers provided more detailed 

introduction than did lower SES mothers, middle SES mothers 

gave more exposure to the different groupings, and middle 
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SES mothers gave more corrective feedback with explanations 

and fewer closed ended questions. Finally, the middle SES 

mothers and children showed more variety in their verbal 

behavior than did the low SES mothers and children. 

(5) Children with higher scores had parents who acted as 

stronger models of learning and achievement for their 

children (Seginer, 1983; Rich, 1987; Broxie, 1987). 

Rich (1987) is a strong proponent of this type of 

parent involvement. She experimented with home-learning 

lessons that parents could use with their children to 

reinforce math and reading. After exposing an experimental 

group to the home-learning lessons, Rich compared them with 

a control group. Scores on reading and math tests were used 

as indicators of effectiveness of home-learning activities. 

The findings showed that the experimental group scored 

significantly higher than the control group. According to 

Rich, these activities provide opportunities for parents to 

teach basic motivation skills and attitudes to children as 

they engage in daily learning activities. 

(6) Finally, children with higher scores came from homes 

where there was considerably more reinforcement of school 

behavior than children who did not (Atkinson & Forehand, 

1979; Barth, 1979). 

Atkinson and Forehand (1979) reviewed research on the 

use of home-based reinforcement programs designed to modify 
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academic and disruptive classroom behaviors. Academic 

behaviors include listening to presentations by the teacher, 

listening and participating in class discussions, asking and 

answering questions, completing classwork neatly and 

correctly, and achieving (grades) appropriate to potential. 

Some of the behavioral techniques used.were: praise, notes 

to parents, tangible rewards, and sanctions used by parents 

as consequences. In all the studies reviewed, the authors 

concluded that home-based reinforcement was effective in 

changing classroom behavior. The findings were consistent, 

despite the wide range of grades, regular and special 

classrooms, and academic and disruptive behaviors. 

As evidenced in the literature and research findings, 

parent involvement efforts, whether at home or in the 

school-community setting, have a positive influence on all 

members of the home-school partnership. 

Academic Achievement of Children in Single Parent-Families 

There are several factors associated with single-parent 

families that have been found to have adverse effects on 

school achievement: 

Poverty--is a leading cause of anxiety, poor health, 

absenteeism, and lower quality of life in general. Many 

single-parent families headed by females are below the 

poverty line (Bane & Weiss, 1980). 
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Emotional Stress--Most single parents and their children 

experience stress brought on by financial, emotional, and 

social issues (McLanahan, Wedemeyer, & Adelberg, 1981). 

This stress can retard and adversely affect the child's 

academic performance. Kelly and Wallerstein (1979) have 

identified such emotional signs as sadness, lack of 

concentration, restlessness, and depression. 

Discrimination--against or stereotyping of single-parent 

families also affects school performance. Clay (1980) 

reports in a study of 1,200 single parents polled that one-

third had experienced negative comments about one-parent 

families, and that teachers low expectations often produced 

poor student performance. 

Parental Involvement--or lack of involvement, to a large 

degree, determines how successful a child is in school. It 

has been documented that single-parent involvement tends to 

be less than that of two-parent families (Clay, 1981; 

Schlesinger, 1985; Jones, 1989). Working hours, stress, 

lack of resources, and experience are some of the reasons 

cited for limiting the single parent's involvement in the 

child's academic achievement. 

Hence, children experiencing divorce related problems 

also are likely to experience adjustment problems at home 

and school (Kurdek & Berg, 1983). The stress felt within 

the family often affects the child's academic performance. 
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In 1979, the National Association of Elementary School 

Principals along with the Institute for Development of 

Education Activities concluded that children from divorced 

homes were at risk and needed extra help at school (Lazarus, 

1980). As a result, the two associations combined efforts 

and conducted a study of 18,000 students from fourteen 

states (Brown, 1980; Lazarus, 1980; Zakariya, 1982). This 

study examined grade point averages, attendance, 

suspensions, truancy and referrals for discipline problems. 

The findings showed that a substantially larger number of 

high achievers came from two-parent families than from one-

parent families, and that a large number of children from 

one-parent families were low achievers. The findings also 

revealed that children from single-parent families comprise 

40 percent of the number of dropouts. A follow-up was done 

where 24 interviews were held with parents to assess the 

children's progress. The results continued to show, on 

average, two parent children achieved significantly higher 

than one-parent children. 

Though the National Association of Elementary and 

Secondary School Principals initiated its study in 1979, 

there were earlier studies that examined the school success 

of students from one-parent homes. Shinn's (1978) review of 

54 studies begins with the research of Sutherland (1930). 

Sutherland found when comparing Scottish children in two-
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parent homes with those where the father was absent due to 

war deaths, children in two-parent families scored higher 

I.Q. tests. In another early study, Risen (1939) studying 

junior high school students with one or no parent found that 

these students tend to be sent to the school counselor more 

and had less chance of being a leader. The absence of one 

or both parents seemed to have had a negative effect on 

academic performance. Similar to Sutherland's (1930) 

findings, in a large study of a racially integrated junior 

high school, Stetler (1959) found that students living with 

both parents had higher I.Q.s than students living with one 

parent. 

There has been much attention given to how (Colletta, 

1979; Herzog & Sudia, 1973; Lazarus, 1980) the SES is a 

moderating variable in explaining differences in student 

tests scores in one- and two-parent families. 

In a large study of 400 fifth graders, Smidchen and 

Thompson (1978) compared family SES and achievement in one 

and two-parent homes. In examining the areas of reading and 

math comprehension, the difference between the two family 

structures was not as great for the above median income 

level as for the below median income level. The researchers 

further explained that the family of one - and two-parent 

families . . . seems to have a greater impact on students in 

lower ranges of socioeconomic scales. At the higher income, 
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and educational level, the family is more apt to have the 

time, resources and experience to direct toward student 

achievement levels. (p.21) 

Though some studies have suggested that socioeconomic 

status variables intervene to account for the negative 

impact of divorce on children, Guidubaldi (1984) and his 

colleagues had different results. Their study showed that 

divorce accounts for a number of negative academic effects 

independent of socioeconomic measures. 

According to Shinn (1978), income differences alone 

have not accounted for all of the effects in a number of 

studies surveyed. She further contends that the proportion 

of variance in effects of father absence that can be 

attributed to income loss or the interaction between income 

and other contributing factors remains to be determined. 

The difference in the effects of father absence on boys 

and girls also has been an area of much interest. 

Guidubaldi, Cleminshaw, and Perry (1984) report that one of 

the most powerfully demonstrated findings of their research 

found girls in divorced families better adjusted 

academically than boys. Girls showed superior performance 

on grades in reading, math, and on the Wide Range 

Achievement Test. Girls were found also to be less likely 

to have repeated a school grade. A correlation analysis of 

marital status and criteria were performed separately for 
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boys and girls. The findings showed the boys from intact 

families scored better in reading and math than boys from 

divorced families, and that not as many from intact families 

repeated school grades as from divorced families. The only 

difference between the two girl groups was on independent 

learning. 

Some researchers, Santrock (1972), Sciara and Jantz 

(1974), and Chapman (1977), contend that father absence 

diminishes both mathematical and verbal performance, 

specifically in boys. In a study of white, low SES boys and 

girls to determine the relation of father absence to 

cognitive development, Santrock (1972) found that on 

measures of achievement, father-absent boys consistently 

performed more poorly than father-absent girls or father-

present boys. Sicara and Jantz (1974) in a study on the 

effects of father-absence on black children from low income 

families found that male and female father-absent fourth 

graders achieved lower reading scores on I.Q. tests than did 

their father-present counterparts. Chapman (1977) found no 

significant relationship between father-absent girls and 

their verbal SAT scores. 

Another body of research had made some effort to 

examine the effect of social supports in mediating the 

negative effects of single-parent status on children's 

academic performance. Literature related to social supports 
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and children's adaptation to divorce and separation makes 

clear the value of using social supports as an intervening 

variable in promoting sound mental health, and in mediating 

the negative effects of divorce (Richardson & 

Pfeiffenberger, 1983; Roy & Fuqua, 1983; McCarthy, 1986). 

Roy and Fuqua (1983) tested the hypothesis that single-

parent families with high-achieving children would have 

significantly greater social supports than single-parent 

families of low-achieving children. The high- and low-

groups were determined by comparing the responses from 

parents of children receiving grades of ~ through F. The 

researchers findings showed that the total support score of 

the high-achieving group was significantly higher than the 

low-achieving group. 

Continuing to focus on the use of social supports as a 

mediating variable, McCarthy (1986) tested the hypothesis 

that high-strength families used a broader range of 

resources than low-strength families. The study examined 

the relationship of single-parent strengths, self-esteem, 

coping strategies, social supports, and their effect on the 

academic achievement of early adolescent. The results 

showed that high-strength families and mothers scored 

highest in self-esteem, coping strategies and social 

supports, and had adolescents whose academic grades were 

stable or gained. A comparison of mothers separated or 
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divorced under two years with those separated or divorced 

over two years showed mean scores that were statistically 

different at .05 for total coping and external coping, but 

not statistically different for self-esteem, internal 

coping, and social supports. The researcher noted that 

strong families in this study used three major social 

supports: own children, friends, and parents. 

Although the majority of studies examining the 

relationship between single-parent family status and 

cognitive functioning have shown father absence to be 

significantly related to low-student achievement, the 

evidence is not unequivocal. In single-parent families, 

there are many factors interacting that may negatively 

affect student achievement. Among those factors are the 

number of siblings, structure of the child's environment, 

the amount of nurturing the child receives, socioeconomic 

level of family, circumstances surrounding the separation of 

parents, age, gender, and race of child (Roddy, 1984; 

DiSibio, 1981; Brown, 1980). 

So far, the research primarily has examined the 

differences between the academic success of children from 

two-parent families and that of children from one-parent 

families. However, very little research has examined the 

mediating variables that may account for why some children 

from single-parent families experience academic success, 
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while other children in similar situations do not. 

Consequently, the research on academic achievement of 

single-parent children seems to be moving in the direction 

of examining the variables that differentiate academically 

successful, single-parent children from their less 

successful single-parent counterparts. 

Stress As A Barrier To Academic Success 

Stress is defined by Mccubbin and Patterson (1983b) as 

"a state which arises from an actual or perceived demand-

capability imbalance in the family's functioning and which 

is characterized by a multidimensional demand for adjustment 

or adaptive behavior 11 (p.9). The authors contend that 

stress is not stereotypic, but that it varies according to 

the characteristics of the family, the nature of the 

situation, and the psychological and physical well-being of 

family members. 

Stressful life events can weaken the family system and 

subsequently have a negative effect on children's school 

progress. To further understand how stress in the family 

may affect the academic success of children, the ABCX and 

Double ABCX models provide a schemata for viewing stress in 

families (Mccubbin & Patterson, 1983a). In the ABCX Model, 

the ~ represents the event or stressor, interacting with Q, 
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family resources, interacting with Q, the family's 

perception of the stressor, which produces ~' the crisis. 

According to Mccubbin and Patterson (1983a), a crisis 

is the result of the family's inability to restore stability 

and the continuous pressure to make changes in the family 

structure and patterns of interaction. Hence, stress may 

never reach crisis proportions if the family is capable of 

using existing resources and defining the stressor so as to 

resist systematic change, while maintaining family 

stability. If the family is unable to prevent a stressor 

from reaching crisis proportions, the stressor moves to the 

crisis phase (~) which moves into the Double ABCX Model. 

The Double ABCX Model assesses post-crisis variables 

and focuses upon family efforts, over time, to adapt. In 

this model, aA refers to the "pile-up factor", which 

represents demands or changes that may emerge from (1) 

individual family members, (2) the family system, and/or (3) 

the community. 

There are at least five types of stressors that 

contribute to a pile-up in the family system in a crisis 

situation (Mccubbin and Patterson, 1983b): 

(1) The initial stressor and its hardships 

(2) Normative transitions 

(3) Prior strains 
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(4) The consequences of family efforts to cope (i.e. 

role changes may meet disapproval from family 

members) 

(5) Both intra-family and social ambiguity (i.e. 

uncertain of family structure and boundary) 

While aA of the Double ABCX Model refers to the pile-up 

factor, the bB represents the family's adaptive resources 

which include characteristics of individual family members, 

the family unit, and the community. Resources that are a 

part of the family's repertoire are referred to as "existing 

resources" and are represented by Q of the bB factor. Those 

new resources that the individual family and the community 

stregthen or developed in response to the additional demands 

of the crisis are referred to as "expanded resources" and 

are represented by the ~ of the bB factor. 

The cc factor is the meaning the family gives to the 

total crisis situation. The family's definition of the 

event includes the present stressor and added stressors, 

existing and expanded resources, and speculations of what 

needs to be done to bring the family back into balance. 

The family demands and capabilities are two major 

elements relevant in the Double ABCX Model. These two 

elements emerge through three units related to the family in 

its effort to achieve family adaptation: (1) individual 

family members; (2) the family system; and (3) the 
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community. According to Mccubbin and Patterson (1983b), 

family adaptation is achieved when the demand of one unit 

can be met by the capabilities of another unit, thus 

achieving a balance at two points of interaction. Hence, 

family adaptation is the pivotal concept of the Double ABCX 

Model, which focuses on family efforts to adapt, over time, 

after a crisis has occurred. 

The behaviors that families use to adapt after a crisis 

has occurred are called "coping responses" (Hann, 1977). 

These behaviors do not necessarily remove the conflict or 

return the family to its previous state, but assist the 

family in recovering from the effects of a crisis and in 

achieving a better fit between the environment and family 

demands. 

Melson (1983) points out that factors such as status, 

income, and occupation are not always good predictors of 

family coping patterns under stress. The author contends 

that families who are competent at meeting crises: (1) have 

nonmaterialistic value orientation; (2) view emotional 

problems as family concerns; (3) share decision-making among 

family members; and (4) have cohesive and open communication 

within and outside the family. 

Stressors can be categorized into groups - - those 

associated with normative transitions and those associated 

with non-normative transitions (Mccubbin & Patterson, 
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1983a). Normative transitions are role changes such as 

marriage, parenthood, adolescence, and retirement, which are 

expected to occur in most families at a given point in time. 

Because of its high rate in this country, divorce is 

regarded by some researchers as a normative transition 

(Mccubbin & Patterson, 1983a). Non-normative transitions 

are those that are unexpected and unpredicatable, such as 

chronic illness, catastrophes, and sudden death. 

Another aspect of stress is "clustering". The 

clustering of normative and non-normative life events may 

occur concomitantly. For example, a family may be going 

through the transition of divorce when unemployment is 

thrusted upon them. Mccubbin and his associates (1983b) see 

"clustering" as one explanation why some families may lack 

the energy to recover from a crisis. 

Single-parent families are confronted with many 

stressors due to changes and demands. With major role 

changes, decreased income, unaffordable child care, and lack 

of social support, these families are not likely to be 

involved in their children's education at home or school 

(Moles, 1982). In a study to examine the relationship among 

stress, resources, race, family structure, and parent 

involvement, in a group of headstart parents, Jones (1989) 

hypothesized that family stress and insufficient resources 

would have a negative effect on home-school relations. 
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Fifty-three Headstart parents were asked to respond to 

two inventories that measured stressful life events and the 

availability of resources. In addition, parental 

involvement data was obtained from Headstart records. The 

results did show that parents with high stress levels had 

low resources and were minimally or not involved at all in 

school activities. Parents with low family stress and high 

resources were associated with high parent involvement. 

Race and family structure had no effect on parent 

involvement. However, the results showed that two-parent 

families had lower stress levels than one parent families. 

In a slightly different study, Massey (1987) examined 

the home environment of single-parent families to see if it 

differed markedly from that of two-parent families. The 

home environment was measured on three variables related to 

achievement: parental aspirations, independence training, 

and adult-child interactions. Differences in attendance, 

stress, position in family, size of family, and family 

mobility also were examined. The sample included 33 white 

fifth grade boys who were paired. Each pair contained one 

child from a single-parent family and one from a two-parent 

family. Twelve pairs matched according to socioeconomic 

status and intelligence. 

The findings showed no significant differences between 

single-parent and two-parent environments on the three 
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variables. In addition, there were no significant 

differences between the children living in the two types of 

family structures in terms of achievement, attendance, and 

psychological stress. However, significant differences were 

found in family size and in qualitative aspects of adult-

child interaction, and life change units generating stress. 

Massey suggests that the results of this study should 

be interpreted cautiously. She points out that the sample 

may not be representative of the larger population, since 

the procedures used for obtaining participants involved a 

process of self-selection. 

In contrast to Massey's {1987) findings, Eiduson's 

(1983) longitudinal study of traditional and alternative 

living conditions showed significant relationships between 

measures of stress which included life changes, and child 

outcome measures. High levels of stress {e.g. multiple 

moves, family breakup, etc.) were associated with lower 

child IQ scores in all family living conditions. The study 

further revealed that in single-parent homes, children's 

cognitive functioning was not negatively affected by 

parental psychological problems. In two-parent homes, 

children's cognitive functioning was most disrupted by 

events such as moves, divorces and separations. Children 

living in all types of family situations, but especially 
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single-parent children were negatively affected by life 

event changes (e.g. moves, changes in household membership). 

The findings of Kurdek and Blisk (1983) are not unlike 

those of Eiduson (1983). After assessing 25 divorced 

mothers and their children, Kurdek and Blisk found negative 

effects of environmental change on the children's self-

esteem. In addition, the mother's post-separation stress 

was associated with the child's emotional, behavioral, and 

academic problems. 

As found by the research and previously cited 

literature, stress as a result of life changes can have a 

negative impact on children's psychological, social, and 

academic competence in all families. However, the 

propensity for stress tends to be greater in single-parent 

families as a result of limited resources. 

Stress and Social Supports 

How single-parent families meet the challenges and 

opportunities of their unique situation depends not only on 

personal coping resources, but also on the social supports 

available. Richardson and Pfeiffenberger (1983), in their 

work with families in transition (e.g. divorced, re-married, 

or separated), say that social supports can provide 

nurturance and reinforcement to single-parent families in 
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their efforts to cope with stressful life events. They also 

found that social supports provide the mechanisms for 

reducing the level of stress, thus enabling the parent to 

deal more effectively with the child/children. 

Social supports may be formal or informal. Formal 

support systems as described by Richardson and 

Pfeiffenberger (1983) include such professional help 

services as therapy, crisis intervention, and counseling. 

Informal social supports are described as those that exist 

outside the established professional services. PTAs, Boy 

Scouts, Girl Scouts, Parents Without Partners, friends, and 

relatives are examples of informal social supports. 

Unger and Powell (1980) have identified three types of 

services--instrumental, emotional, and referral and 

information--that social supports provide for families under 

stress. The authors define instrumental support as the 

sharing of material goods and services. Emotional support 

is defined as conveying a sense of belonging and acceptance. 

Finally, referral and information is defined as the ability 

to influence interactions with formal helping systems and to 

identify other sources of aid. 

Cohen and Wills (1985) concluded, after reviewing 

research on stress and social supports, that support 

instruments that measured esteem and informational support 

consistently showed evidence of a buffering process. They 
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also found evidence that a single confidant may be 

sufficient for buffering stress rather than involvement with 

a large range of social networks. However, the authors 

point out that future research is needed to test the 

effectiveness of specific support rsources to specific 

stressors. 

The use of social supports can be seen in McCarthy's 

(1986) study. McCarthy sought to discover whether self-

esteem,coping strategies, and social supports used by 

single-parent mothers affected the academic stability of 

their adolescents. Of fifty-eight single-parent mothers, 

91.2 percent were at the highest socioeconomic status 

levels, as measured on the Hollingshead Four Factor Index 

Scale. 

The McCarthy's study showed that the strong single-

parent mothers used a broad range of resources, including 

high self-esteem, positive coping patterns, and social 

support, which was the least used of all resources. 

However, this strong mother group received support from 

their own children, friends and family. When the mothers 

were grouped according to the number of years divorced or 

separated (under and over two years), total coping and 

external coping scores were significantly different at the 

.05 level, but were not significantly different for self-

esteem, internal coping, and social support. Despite the 
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differences found among the mothers when grouped into time 

frames, their children retained stability on the 

Metropolitan Achievement Test scores in both time periods. 

It was further noted that when high-strength mothers used a 

large number of coping and social supports, and had high 

self-esteem, each child in the family showed stability or 

gained in academic schievement. 

Wolf's (1987) study which focused on stress, social 

supports and single parents, examined the nature of parental 

behaviors and child development in one- and two-parent 

households. The sample consisted of 19 pairs of single 

mothers and their preschool children, and a comparison group 

of married mothers and their children. 

The findings showed no differences between single and 

married mothers in the handling of their daughters. Nor 

were there any differences in intellectual functioning and 

readiness to learn in the two family types. Boys in single-

parent homes were less compliant with their mothers than 

were boys from two-parent homes. 

Single mothers were reported to have received fewer 

social supports for their parenting role and personal well-

being. It was found that single mothers facing stressful 

life events were less effective in their overall parenting. 

In addition, children in single-parent homes experiencing 

stress were less ready to learn, more aggressive, tended to 
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be moody, and were at higher risk for developing emotional 

and learning problems. 

As noted earlier, stress associated with divorce and 

single parenthood is not only felt by the parent, but also 

by other family members (Mccubbin & Patterson, 1983a). As 

Kelly and Wallerstein (1979; 1980) report, children in these 

families often experience sadness, lack of concentration, 

and depression, which can impact on academic performance and 

behavior. 

The literature shows that children can benefit from 

support systems as well as adults when experiencing 

stressful life events (Richardson & Pfeiffenberger, 1983; 

Constable & Walberg, 1988). According to Constable and 

Walberg (1988), the combination of family, formal, and 

informal supports allows each person to cope with life's 

complexities. 

Sandler, Wolchik, and Braver (1983), have identified 

three areas where research has been able to determine the 

influence of social supports on children's adaption to 

divorce: 

1. Quality of the relationship with the custodial and 

noncustodial parents 

2. Degree of contact with noncustodial caregivers 

3. The amount of social support 



51 

In a study that focused on social supports of children 

in divorce families, Wolchik and colleagues examined direct 

stress and stress-buffering effects from various family and 

nonfamily members on the adjustment of 104 children of 

divorce. Fifty-nine percent of the children in the study 

were girls, 93 percent were Caucasian, two percent were 

Black, four percent were Hispanic, and one percent of other 

race. The average age for the children was 11.5 years. 

The procedure involved separate interviews with the 

parent and child. In addition, measures of divorce events, 

social support, and adjustment were administered verbally to 

the children. 

The results showed how the relations between support 

and adjustment among children of divorce are complex and 

tend to depend on both level of stress and source of 

support. The results also showed that the lower the level 

of social support from adults, the stronger the positive 

relation between stress and adjustment problems. Further, 

it was found that children with the lowest level of stress 

and high support from nonfamily adults were more poorly 

adjusted than children with the same level of stress and low 

support from family adults. Finally, support from other 

children (peers) did not faciliate adjustment after divorce. 

It was concluded that support from family and nonfamily 

adults is significantly related to emotional and school 
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adjustment. However, support from peers, especially 

adolescents, was found to be negatively related to school 

and emotional adjustment. 

In a similar study, Cauce, Felner and Primavera (1982), 

examined the structure of social support and its 

relationship to adjustment for high-st~ess, lower 

socioeconomic adolescents. Students permanent records, 

indices of self-concept and perceived social support were 

the sources of data collection. 

The results showed that family accounts for the largest 

percentage of variance on the support scale, followed by 

formal and informal supports. Both black and white males 

rated formal (i.e. teachers, principals, counselors) as 

being more helpful than did the females. More informal 

sources (i.e. friends, other adults) were rated by females 

as being more helpful. It was also found that higher levels 

of informal support (e.g. from friends) were associated with 

poorer academic adjustment and better peer self-concept. 

The researchers concluded that students who identify 

more with informal support, such as peers, may be subject to 

greater pressure to conform, and thus tend not to perform as 

well in school. However, contrary to this belief, 

Wallersein and Kelly (1980) have found a significant link 

between high academic achievement and good peer 

relationships among boys and girls of all ages. 
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There is also evidence and research that supports the 

findings that negative effects associated with divorce are 

lessened when high quality relationships are maintained with 

both parents (Richardson & Pfeiffenberger, 1983; Wolchik, 

Sandler, & Braver, 1986). 

In a study to determine whether the availability of 

support systems lessened the impact of divorce on family 

stress and child adjustment, Guidubaldi and Cleminshaw 

(1983) examined the relationship of several support systems. 

Included among the support systems examined were the 

extended family, noncustodial parent, church, work and 

community groups. Additionally, the study addressed the 

impact of social supports on children's academic achievement 

and social competence. 

The results revealed specific support systems that were 

highly related to reducing adverse effects of divorce. The 

quality of the child's relationship with noncustodial parent 

was an important factor. A positive noncustodial 

relationship with the child was highly correlated with both 

higher IQ scores, and WRAT reading/spelling subtests. The 

most powerful relationship between social support and 

adjustment was with regard to grandparents. Children who 

had contact with grandparents had higher scores on WRAT 

reading and math subtests. They also were more likely to be 
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in a regular class and less likely to receive remedial 

reading or to have repeated a grade. 

Slightly different from the above study, Wolchik, 

Sandler, & Braver (1986) examined the type of support that 

children who reside with their mothers received from 

fathers. The sample included 110 children who had recently 

experienced divorce. An interview with the children 

provided an assessment of social support and interparental 

conflict they had experienced in the aftermath of the 

divorce. Five categories of supportive transactions were 

measured: recreation, advice, goods and services, emotional 

support, and positive feedback. 

The findings showed that many fathers played a minor 

role in their children's support networks. One-sixth of the 

children indicated that fathers did not provide any support 

in a three-month period. Forty-three percent had not 

received advice from their fathers and 56 percent said their 

fathers had not provided any emotional support. While the 

number of support functions provided by fathers was 

positively related to self-esteem, the quality of time spent 

with fathers was negatively associated with depression and 

hostility, and positively related to self-esteem. 

It was concluded that it is the quality rather than 

quantity of interactions that counts, and diminishing the 

acrimony between divorcing couples, and enhancing the 
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father-child relationship might prove to be important 

components of intervention programs. 

The literature confirms that the child's relationship 

with the noncustodial parent is important during the 

aftermath of divorce. In addition, it is noted that 

friends, siblings, classmates, teachers, grandparents, 

neighbors, and membership in various organizations serve as 

sources of support for children (Derdeyn, 1977; Hess & 

Camara, 1979; Kurdek, 1981). 

Schools can play a significant role in providing social 

support to single-parent families and their children. 

First, schools must become sensitive to the ways stress 

affects family members after divorce, separation, and death. 

Second, schools must understand that stress in the family, 

whether single-parent or two-parent, can affect children's 

ability to participate in the academic process. Third, 

coupled with awareness and willingness, schools can provide 

a supportive setting in being responsive to the needs of 

single-parent families and their children. 

Chapter Summary 

The number of elementary children from single-parent 

families has been on the increase since the 1970s. The 

literature suggests that there tends to be higher incidences 

of disciplinary problems in these families than in two-
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parent families. Meeting the needs of these children, 

places schools in a crucial position. 

As evidenced through the the empirical research that 

has been done on children of divorce, the emotional stress 

associated with this transition, not only places the parent 

in a precarious state, but it also has the tendency to 

adversely affect the child's academic performance. 

Home-school partnerships have had a positive effect in 

helping all children experience academic success. These 

partnerships also have served to provide social support to 

single-parent families and their children through a home-

school collaboration. The task at hand for parents and 

educators is to begin identifying those factors that will 

contribute to the academic success of children from single-

parent families and to work collaboratively in achieving a 

positive outcome. 



CHAPTER III 

METHOD 

The Setting 

Prince William County is a suburban community with a 

rural heritage located southwest of the District of Columbia 

and north of Richmond, Virginia. According to the Prince 

William County Office of Planning, the county encompasses 

355 square miles and has an estimated population of 226,400. 

Prince William County (PWC) is the third largest school 

division in the state of Virginia, preceded by Fairfax and 

Virginia Beach respectively. School enrollment is reported 

at about 42,000 with 38 elementary schools, 10 middle 

schools, six high schools, and four special education 

schools (PWC Community Relations Office, 1990). 

Prince William County Public Schools system is the 

second-largest employer in the county, with IBM Corp. being 

first. The median family income is reported at $53,000 for 

1990 (PWC Office of Planning, 1991). 

Population and Subjects 

Seven elementary schools in Prince William County 

Public Schools system with moderate to high enrollments of 

students from single-parent families were identified. From 

these schools 651 possible single-parent families were 

selected from registration printouts. Information 

57 
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pertaining to this study was sent to these families. If the 

families were indeed single-parent families, they were 

instructed to complete the four questionnaires with their 

oldest elementary child in mind in grades first through 

fifth. Families who were not single-parent families were 

instructed to disregard the information and return all forms 

in th self-addressed envelope (Appendix B). 

A request was made to the Supervisor of Research for 

permission to conduct this study involving the seven 

elementary schools. 

Instrumentation 

The Family Inventory of Life Events and Changes (FILE) 

(Mccubbin, Patterson & Wilson, 1980) and the Family Coping 

Oriented Personal Evaluation Scales (F-COPES) (Mccubbin, 

Larson, & Olson, 1981) were used to assess the stress and 

resource levels of parents in this study. In addition, a 

modified version of the questionnaire from a study done by 

Roy and Fuqua (1983) out of the University of North Dakota 

was used to assess the child's coping resources. Academic 

success was measured using the child's Grade Point Average 

(GPA) and Criterion Referenced Tests (CRTs) scores. To 

obtain demographic information on the family, parents 

completed a questionnaire developed by the researcher. 

Specifically, the FILE was used to record the expected 
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(normative) and unexpected (non-normative) life events and 

changes experienced by the family unit, and the F-COPES was 

used to assess the families internal and external support 

resources. 

The FILE index consists of 71 items categorized into 

nine scales: Intra-family strains, marital strains, pregnancy 

or birth strains, finance and business strains, work-family 

transitions and strains, illness and family care strains, 

losses, transitions "in and out", and family legal strains. 

Intra-family Strains. This scale is two dimensional--

conflict and parenting strains and consists of 17 items. 

Twelve of the items are related to conflict between family 

members and five of them are related to difficulties 

associated with the parenting role. 

Marital Strains. The four items on this scale measure 

stressors in the marital relationship resulting from sexual 

or separation issues. 

Pregnancy or Birth Strains. These four items are 

related either to problems arising from pregnancy or to 

problems resulting from family expansion. 

Finance and Business Strains. This scale is two 

dimensional; Family Finance - has nine items to assess 

sources of increased strain on family's money supply, while 

Family Business has three items relating to problems 

associated with personal investments. 
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Work-Family Transitions and Strains. This scale is two 

dimensional--work and family transitions and work strains. 

This scale consists of 10 items: four are related to 

changing jobs and six are related to changes occurring at 

work, to moves made by the family, and to one of its members. 

Illness and Family "Care" Strains. This scale has 

three dimensions--illness onset and child care, chronic 

illness strains, and dependency strains. It consists of 

eight items. Four items reflect needs arising from injury 

or illness of a family member or of a friend and needs 

resulting from problems with child care. Two items are 

related to the onset or continued difficulties with chronic 

illness. The last two items provide information about 

family members who may require care or help. 

Losses. These six items reflect losses due to the 

death of a family member or friend and due to broken 

relationships. 

Transitions "In and Out". This scale consists of five 

items which focus on family members moving in or out of the 

home or beginning a major project outside the family. 

Legal Strains. The five items on this scale are 

related to family members who are law offenders. 

The F-COPES Scale is comprised of 30 items falling 

within five scales: reframing, social supports, spiritual 

support, community support, and passive appraisal. Among 
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these five scales, two are described as having internal 

family coping patterns, and three are described as having 

external family coping patterns. Internal coping patterns 

are behaviors that a family uses internally to handle 

problems between its members. Reframing and passive 

appraisal are internal coping patterns (Mccubbin, Olson & 

Larsen, 1981). Reframing relates to how the family 

perceives the stressful experiences, or whether the family 

views change positively, negatively, or neutrally. Passive 

appraisal relates to avoidance type behaviors that families 

might employ due to lack of confidence. 

External coping patterns are the use of extraf amilial 

support systems. They include the following scales: social 

support, community support, and spiritual support. Families 

may engage in acquiring social support from (relatives, 

friends, neighbors), community support (schools, scout 

troops, and parent organizations), or spiritual support 

(religious organizations). 

As previously stated, the questionnaire that was used 

to assess the child's coping resources and to measure the 

level of academic success is from a study done by Roy and 

Fuqua (1983) out of the University of North Dakota. Their 

study examined the relationship between social support 

systems used by single-parent families and the academic. 

performance of their children. The research instrument used 
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consisted of two categories: questions relating to the 

parent, and questions relating to the child. A modified 

version of the latter was used in this study. 

The items on the questionnaire were derived from a 

review of literature on single-parent support systems and 

coping strategies. Items 11 through 13 of the questionnaire 

were included to obtain demographic information on the child 

in the study. 

In addition to the data provided by the stress, 

resource, and academic success measures, the following 

demographic data were obtained from the parents: race, 

gender, and age of parent; marital status and how long; 

educational level; employment status; income level; number 

of children and other adults in the family; and age, gender, 

and current grade of the child in the study. 

Procedure 

Six hundred and fifty-one families with children in 

grades first through fifth from seven elementary schools 

were selected to maximize the probability of obtaining a 

usable volunteer-sample. To these parents, the researcher 

sent four questionnaires along with a letter (Appendix B) 

explaining the study and requesting their participation. 

Parents were asked to return all information in a self-

addressed envelope to the researcher. 
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Data collection was confined to three areas--assessment 

of the family stress level, assessment of the family's 

resource level, and assessment of the child's academic 

success. While a resource and academic questionnaire were 

used to measure coping resources and academic success of the 

child, the Family Inventory of Life Events and Changes 

(FILE), and the Family Crisis Orientation Personal 

Evaluation Scales (F-COPES) were used to measure the family 

stress and resource levels. 

Analyses 

The raw data were obtained from demographic responses, 

resource and academic questionnaires on the child, F-COPES, 

and FILE inventories. Number Cruncher Statistical System 

(NCSS) was used to analyze these data. The four research 

questions were analyzed using Descriptive Statistics, 

Analysis of Variance, Regression Analysis, and the Chi 

Square Test of Association. The questions and statistical 

measures were related to the following: 

Research Question 1: What are the family factors that 

contribute to children's academic success in single-parent 

families? 

(regression analysis) 
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Research Question 2: What is the relationship between 

stress and academic success when controlling for gender of 

the child? 

(analysis of variance, chi square) 

Research Question 3: What is the relationship between 

stress and academic success when controlling for race? 

(analysis of variance, chi square) 

Research Question 4: What is the relationship between 

stress and academic success when controlling for resources? 

(analysis of variance, chi square) 

Chapter Summary 

Sixty-seven single-parent families and their oldest 

elementary school-aged child participated in this study. 

The families stress level was measured by using the Family 

Inventory of Life Changes and Events (FILE), while the 

Family Crisis Orientation Personal Evaluation Scales (F-

COPES) was used to measure the families internal and 

external coping resources. A Resource Questionnaire was 

used to measure the child's coping resources. Academic 

success was measured using Grade Point Average (GPA) and 

Criterion Referenced Tests (CRTs) scores. The data were 

analyzed to answer the four research questions. Results are 

presented in Chapter IV, followed by conclusions and 

recommendations in Chapter v. 



CHAPTER IV 

RESULTS 

This study examined the relationships of stress, coping 

resources, and academic success. For demographic purposes, 

race, gender, income, education level, employment status, 

age, and family composition also were considered. The 

sample consisted of 67 single-parent families and each 

family's oldest elementary school-age child who attended 

Prince William County public schools during the 1990-91 

school year. 

The families' stress level was measured by using the 

Family Inventory of Life Changes and Events (FILE) 

(Mccubbin, Patterson & Wilson, 1980), while the Family 

Crisis Orientation Personal Evaluation Scales (F-COPES) 

(Mccubbin, Larson, & Olson, 1981) was used to measure the 

families' internal and external coping resources. The 

child's coping resources were measured by using a child's 

Resource Questionnaire. Academic success was measured by 

using the child's grade point average (GPA) and Criterion 

Referenced Tests (CRT) scores. And parents completed a 

questionnaire developed by the researcher to provide 

information on the family. 

The first two sections of this chapter contain 

information on the response rate and a description of the 

subjects. The other sections contain the results of the 

analyses used to answer the research questions. 

65 
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Response Rate 

The volunteer-sample consisted of 67 single-parent families 

and each family's oldest elementary school-aged child. This 

volunteer sample was selected from 651 families. The 

children in the study attended elementary schools in Prince 

William County with moderate-to-high enrollments from 

single-parent homes. Out of 651 surveys distributed, 180 

were returned for a response rate of 27.6 percent (Table 1). 

Of the 180 returned, 99 parents declined to participate. An 

additional 14 parents indicated they were not single. Thus, 

the usable response rate for this study was 10.3 percent. 

Description of the Sample 

This study consisted of 58 female and nine male single 

parents. According to the U.S. Census Bureau Report (1989), 

the average household income in the United States was 

36,520. Over 50 percent of the families in this study 

earned incomes below this amount. As shown in Table 2, 66 

percent of the volunteer-sample was white, 22 percent black, 

4 percent Hispanic, and 7 percent of other race. With 

regards to marital status, the largest percentage of parents 

was divorced or separated. Mean age was 35.2 years with the 

majority having completed high school. 

Of the children, 36 were girls and 31 were boys, with a 

mean age of 9.3 years. The largest percentage of the 
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Table 1. 

Response Rate of Subjects 

Subjects Number Percentages 

Total Distributed 651 

Total Returned 180 27.6 

Respondents Stated 
(no) for Participation 99 15.2 

Respondents Indicated 
Not Single 14 2.2 

Total Participated 67 10.3 
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Table 2. 

Demographic Characteristics of Subjects 
(Parents) 

Number Percentages 

Number of Parents 67 100 
Female Parents 58 87 
Male Parents 9 13 
Racial ComQosition 
Caucasian 44 66 
African American 15 22 
Hispanic 3 4 
Other 5 7 
Age of Parents 

20-28 6 9 

29-32 17 26 
33-39 29 44 
40-54 14 21 

Mean Age 35.2 years. 
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Table 2 (Continued). 

Demographic Characteristics of Subjects 
(Parents) 

Number Percentages 

Marital Status 

Single/Never Married 

Separated 

Divorced 

Widowed 

Length of Time in 
Present Status 
(separated, divorced, 
widowed) 

Less than a Year 

1-2 Yrs. 

3-5 Yrs. 

6-8 Yrs. 

9-10 Yrs. 

Number of Children 
In the Family 

1 

2 

3 

4-7 
Education Level 

High School Not Completed 

GED 

High School 

Bachelor's Degree 

Graduate Degree 

10 
18 
36 

3 

7 

14 
18 
11 

7 

17 
29 

17 
4 

9 

7 

34 

13 
4 

15 
27 

54 

4 

12 
25 

32 

19 

12 

25 

43 

25 

6 

13 
10 
51 
19 

6 
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Table 2 (Continued). 

Demographic Characteristics of Subjects 
(Parents) 

Number Percentages 

EmQlOYffient Status 
Not Employed 8 12 

Employed Part-Time 4 6 
Employed Full-Time 52 81 

Income 
Under $10,000 12 18 

$10,000 - $24,999 21 32 
$25,000 - $50,000 29 44 
Above $50,000 4 6 
Other Adults in the Home 

0 46 69 
1 11 16 

2-3 10 15 
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children was in fifth grade, (Table 3) followed by fourth 

and third. 

Research Question 1: What are the family factors that 

contribute to children's academic success in single-parent 

families? 

Several multiple regression analysis were performed 

using these independent variables: parent's gender and 

education, marital status, family income, child's gender, 

race, number of children in the family, number of children 

and adults living in the home, family resources as measured 

by the F-COPES Inventory, family stress as measured by the 

FILE Inventory and the child's coping resources as measured 

by the child's Resource Questionnaire. For dependent 

variables, academic success was measured by Grade Point 

Average (GPA) and Criterion Referenced Tests (CRT) scores in 

language arts, math, science, and social studies (Tables 4-

8). 

The gender of the child, parent's education level and 

the number of children in the family are factors found to 

contribute to the child's academic success as measured by 

the GPA (Table 4). Twenty-eight percent of the variability 

in academic success as measured by GPA can be accounted for 

by these same factors. Of the three, the parent's education 

level had the highest correlation (.33) with GPA. 

Specifically, the higher the parent's education level the 
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Table 3. 

Demographic Characteristics of Subjects 
(Children) 

Number Percentages 

Number of Children 

Girls 

Boys 

Age of Children 

6-7 
8-9 

10-11 
12 

Mean Age = 9.3 yrs. 

Grade 

First 

Second 

Third 

Fourth 

Fifth 

67 
36 
31 

12 
21 

32 
2 

8 

5 

13 
18 
23 

100 
54 
46 

18 
31 

48 

3 

12 
7 

19 
27 
34 
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Table 4. 

Regression Results Using GPA as Dependent 
Variable (measure of academic success) 

Independent Parameter T-Value 
Variable Estimate (b = 0) 

Intercept 1.31 2.72 

Parent's Education .31 3.18 
H.S. (not 
completed) ( 1) 
GED (2) 
High School (3) 
B.A. ( 4) 
Grad. Degree ( 5) 

Number of Children 
in Family -.16 -1.86 

Gender of Child .52 2.73 
(1 = Boy, 

2 = Girl) 

R2 = 0.28 

p-Value 

.009 

.003 

.069 

.009 
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higher the child's GPA. Girls tended to have higher GPAs 

than boys and the child's GPA tended to be lower as the 

number of children in the family increased. 

Academic success as measured by language arts CRT 

scores were affected by factors including the number of 

children living in the home. The higher the number of 

children in the family, the lower the language arts scores 

(Table 5). Girls tended to score higher than boys. 

Interestingly, higher language arts scores tended to be 

associated with larger numbers of children in the home. 

Only the gender of the child contributed to academic 

success when measured by math CRT scores (Table 6), with 

girls' scores generally higher than boys'. 

Factors weighing heaviest with regard to science CRT 

scores included the parent's marital status, number of 

children in the family and the family coping resources 

(Table 7). Higher numbers of children in the family are 

associated with lower science CRT scores and higher family 

coping resources are associated with higher science CRT 

scores. The variable marital status coded as "1" indicates 

single, "2" indicates separated, "3" indicates divorced, and 

"4" indicates widowed add, on average, 3.6 percent times the 

above code values to the science CRT scores. In general, 

children of widowed and divorced parents score high on 
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Table 5. 

Regression Results Using Language Arts CRT Scores 
As Dependent Variable (measure of academic success) 

Independent Parameter T-Value 
Variable Estimate (b = 0) p-Value 

Intercept 0.88 21.32 <.001 
Number of Children 

in Family -.07 -3.04 .004 
Number of Children 

Living at Home .04 1.90 .063 
Gender of Child .05 2.19 .033 

( 1 = Boy, 
2 = Girl) 

R2 = 0.25 
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Table 6. 

Regression Results Using Math CRT Scores 
As Dependent Variable (measure of academic success) 

Independent 
Variable 

Intercept 

Gender of Child 
(1 = Boy, 

2 = Girl) 

R2 = 0.12 

Parameter 
Estimate 

0.75 
.09 

T-Value 
(b = 0) p-Value 

15.38 <.001 
2. 71 .009 
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Table 7. 

Regression Results Using Science CRT Scores 
As Dependent Variable (measure of academic success) 

Independent Parameter T-Value 
Variable Estimate (b = 0) P-Value 

Intercept 0.60 6.98 <.001 
Marital Status .04 2.18 .039 
Number of Children 

in Family -.03 -3.54 .002 
Family Coping .003 3.45 .002 

Resources 

R2 = 0.62 
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science than children of parents who are single or who have 

been separated. 

Academic success as measured by social studies CRT 

scores is affected by factors such as parent's gender, 

family stress level and race (Table 8). Children of single 

mothers tended to have higher social studies CRT scores than 

children of single fathers. Children of white parents 

tended to score higher on the social studies CRT than 

children of non-white parents. In addition, higher family 

stress is associated with lower social studies CRT scores. 

To reinforce the above findings, a correlation analysis 

of dependent and independent variables was performed. The 

results are shown in Table 9. The variables that were 

significantly correlated with GPA were the parent's 

education (.33), the number of children in the family (-.23) 

and the gender of the child (.28). Variables that were 

highly correlated with language arts CRTs were the gender of 

the child (.19) and the number of children living in the 

home (.19). Gender of the child (.28) was the only variable 

correlated with math CRTs. Variables highly correlated with 

science CRTs were parent's marital status (.41), number of 

children in the family (.55) and the family coping resources 

(.58). The social studies CRTs were highly correlated with 

the parent's gender (.33), level of family stress (.40) and 
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Table 8. 

Regression Results Using Social Studies CRT Scores 
As Dependent Variable (measure of academic success) 

Independent Parameter T-Value 
Variable Estimate (b = 0) p-Value 

Intercept 0.76 5.88 <.001 
Gender of Parent .18 2.71 .013 

(1 = Male, 
2 = Female) 

Family Stress -.0002 -2.69 .013 
Race -.12 -2.22 .037 

( 1 = White, 
2 = Non-White) 

R2 = 0.42 



Table 9. 

Correlation Coefficients of Dependent Versus Independent Regression Variables 

Dependent Variables 

GPA LANGUAGE % MATH \ SCIENCE % SOCIAL STUDIES \ 

Gender 0.09708 -0.04900 -0.02768 0.19487 0.33169 
(n = 59) (n = 57) (n = 57) (n = 28) (n = 26) 

p = 0.4645 p = 0.7174 p = 0.8380 p = 0.3204 p = 0.0979 
Parent Age 0.16619 0.14697 0.09078 -0.01187 -0.14429 

CJ) (n 58) (n = 56) (n = 56) ( n = 28) (n = 26) 
Q) p = 0.2125 p = 0.2797 p = 0.5058 p = 0.9522 p = 0.4819 r--i 
..0 Education 0.33192 0.19508 0.05006 0.22762 0.15619 co 
·r-1 (n = 59) (n = 57) (n = 57) (n = 28) (n = 26) f..I co p = 0.0102 p = 0.1459 p = 0.7115 p = 0.2441 p = 0.4461 ::> 
+> Marital -0.03972 0.06967 -0.06128 0.41705 0.14570 a> c: (n 59) (n = 57) (n = 57) (n = 28) (n = 26) Q) 0 
"O p = 0.7652 p = 0.6066 p = 0.6507 p = 0.0273 p = 0.4776 c: 
Q) Children -0.23098 -0.33226 -0.10309 -0.55177 -0.36221 
Q.) (n = 59) (n = 57) (n = 57) (n = 28) (n = 26) "O c: p = 0.0784 p = 0.0116 p = 0.4454 p = 0.0023 p = 0.0690 
H 

Live With -0.13382 -0.19514 -0.03077 -0.44200 -0.16735 
You (n = 59) (n = 57) (n = 57) (n = 28) (n = 26) 

p = 0.3123 p = 0.1458 p = 0.8202 p = 0.0185 p = 0.4139 
Adults -0.06159 -0.14639 -0.13445 0.36597 0.28812 

(n = 59) (n = 57) (n = 57) (n = 28) (n = 26) 
p = 0.6431 p = 0.2772 p = 0.3187 p = 0.0555 p = 0.1535 



Table 9 (Continued). 

Correlation Coefficients of Dependent Versus Independent Regression Variables 

Dependent Variables 

GPA LANGUAGE % MATH % SCIENCE % SOCIAL STUDIES % 

Income 0.11766 0.11025 -0.10792 -0.15341 0.01328 
(n = 58) (n = 56) (n = 56) (n = 28) (n = 26) 

p = 0.3790 p = 0.4186 p = 0.4285 p = 0.4358 p = 0.9486 
CJ) Boy/Girl 0.28374 0.19302 0.28623 0.19022 0.19339 
Q) (n = 58) (n = 56) (n = 56) (n = 28) (n = 26) r-1 
.0 p = 0.0309 p = 0.1541 p = 0.0325 p = 0.3323 p = 0.3438 co 
·r-i FILE Total -0.10537 -0.16280 0.01207 -0.21273 -0.40565 ~ co (n = 59) (n = 57) (n = 57) (n = 28) (n = 26) > co p = 0.4270 p = 0.2263 p = 0.9290 p = 0.2771 p = 0.0398 lo-& .µ c FCOP Total 0.13175 0.18394 0.04394 0.58304 0.35808 Q) 
'O (n = 59) (n = 57) (n = 57) (n = 28) (n = 26) c 
Q) p = 0.3199 p = 0.1708 p = 0.7455 p = 0.0011 p = 0.0725 
Q) Race -0.09346 -0.15926 -0.11685 0.15861 -0.25162 'O c (n = 59) (n = 57) (n = 57) (n = 28) (n = 26) H 

p = 0.4814 p = 0.2367 p = 0.3867 p = 0.4202 p = 0 .. 2150 
Child's 0.21202 0.23763 0.10564 0.01355 0.17615 
coping (n = 59) (n = 57) ( n = 57) {n = 28) (n = 26) 

p = 0.1069 p = 0.0751 p = 0.4342 p = 0.9454 p = 0.3894 
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race (.25). All of the previously mentioned variables were 

also identified in the regression analyses in tables 4-8. 

Research Question 2: What is the relationship between 

stress and academic success when controlling for gender of 

the child? 

Two Analyses of Variances (ANOVAs) were performed using 

level of stress (low, medium, high) as measured by FILE 

Inventory as the independent variable and GPA as the 

dependent variable. The results are shown in Table 10. 

There was no significant difference in GPA for the 

three levels of stress when controlling for gender of the 

child. However, a trend appears to exist for high stress 

levels of girls and boys producing lower GPAs than their 

low-stress counterparts. While, this trend may not be 

statistically significant, it may warrant further study. 

To support the above findings, two Chi-Square Test of 

Association Analyses were performed to support the findings. 

Results of these analysis are shown in Table 11, giving 

support to evidence resulting from the analysis of variances 

that there is no direct relationship between academic 

success and level of stress when controlling for gender of 

the child. 

Research Question 3: What is the relationship between 

stress and academic success when controlling for race? 



Table 10. 

Results of Analyses of Variances to Determine the Relationship Between 
Stress and Academic Success when Controlling for Gender 

Level of Stress n GPA Test Statistic df p-value 

Low 4 Boys 2.66 F = 0.16 2, 25 .86 
Medium 20 Boys 2.44 
High 4 Boys 2.34 

Low 8 Girls 2.83 F = 0.16 2, 27 .85 
Medium 19 Girls 2.96 
High 3 Girls 2.75 

(X) 
w 
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Table 11. 

Results of Chi-Square Analyses to Determine Relationship 
Between Stress (low, medium, high) and Academic Success 

(GPA ~ 2.0 = Success) When Controlling for Gender 

n 

31 Boys 
34 Girls 

Chi-Square Statistic 

0.10 

0.61 

df 

2 

2 

p-value 

.95 

.74 
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Two Analysis of Variances (ANOVAs) were performed using 

level of stress (low, medium, high) as measured by the FILE 

Inventory as the independent variable and GPA as the 

dependent variable (Table 12). The levels of stress were 

derived by using one standard deviation above the mean for 

high, one standard deviation below the mean for low, and one 

standard deviation within the mean for medium. 

There was no significant difference in GPA for the 

three levels of stress when controlling for race of the 

child. No discernible trend between GPA and level of stress 

appears to exist when controlling for race. To support 

these findings two Chi-Square Test of Association Analyses 

were performed. The results of these analyses are shown in 

Table 13. 

In review, there is no relationship between academic 

success and level of stress when controlling for the race of 

the child. 

Research Question 4: What is the relationship between 

academic success and stress when controlling for resources? 

Two analysis of variances (ANOVAs) were performed using 

level of stress (low, medium, high) as measured by the FILE 

Inventory as the independent variable and GPA as the 

dependent variable. 

No significant differences were found in GPA for the three 

levels of stress when controlling for resources (Table 14). 



Table 12. 

Results of Analyses of Variances to Determine the Relationship Between 
Stress and Academic Success when Controlling for Race 

Level of 
Stress n GPA Test Statistic df p-value 

Low 7 White Students 2.53 F = 0.56 2, 35 .58 
Medium 24 White Students 2.86 
High 7 White Students 2.63 

Low 5 Non-White Students 3.11 F = 1. 36 2, 18 .28 
Medium 15 Non-White Students 2.43 
High 1 Non-White Student 2.63 

co 
0\ 
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Table 13. 

Results of Chi-Square Analyses to Determine Relationship 
Between Stress (low, medium, high) and Academic Success 

(GPA ~ 2.0 = Success) When Controlling for Race 

n Chi-Square Statistic 

43 White Students 1.50 
23 Non-White Students 2.12 

df 

2 
2 

p-value 

.47 

.35 



Table 14. 

Results of Analyses of Variances to Determine the Relationship Between 
Stress and Academic Success when Controlling for Coping Resources 

Level of 
Stress n GPA Test Statistic df p-value 

Low 2 Low-Coping Resources 2.69 F = 0.45 2, 8 .65 
Medium 5 Low-Coping Resources 2.22 
High 4 Low-Coping Resources 2.75 

Low 10 Medium-Coping Resources 2.79 F 0.20 2, 33 .82 
Medium 22 Medium-Coping Resources 2.81 
High 4 Medium-Coping Resources 2.50 

No analysis performed for high-coping resources students because an empty cell was 
encountered. There were no students with high-coping resources and low family 
stress. 

OJ 
OJ 
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No discernible trend between GPA and level of stress appears 

to exist when controlling for resources. Again, the 

findings were supported by two Chi-Square Test of 

Association Analyses. 

Table 15 supports the evidence resulting from the 

analysis of variances that there is no relationship between 

academic success and level of stress when controlling for 

resources. 

The a.nalyses for the above research questions also were 

performed using CRT scores in language arts, math, science 

and social studies as a measure of academic success. 

However, no significant results were found. 

Relationship Between Coping Resources and Academic Success 

To examine the relationship between coping resources 

and academic success, a series of analysis of variances were 

performed using level of resources (low, medium, high) as 

the independent variable and GPA as the dependent variable. 

This series of ANOVAs was structured to parallel the 

analyses conducted to answer research questions 2, 3 and 4. 

That is, the relationship between level of resources and 

academic success was examined while controlling for gender 

of the child, race of child and family stress as measured by 

the FILE Inventory. Results of these analyses are shown in 

Table 16. 
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Table 15. 

Results of Chi-Square Analyses to Determine Relationship 
Between Stress (low, medium, high) and Academic Success(GPA 

~ 2.0 = Success) When Controlling for Coping Resources 

n Chi-Square Statistic df p-value 

13 Low-Coping 4.55 2 .10 
Family Students 

39 Medium-Coping 0.67 2 .72 
Family Students 

14 High-Coping 0.08 1 .77 
Famil.y Students 



Table 16. 

Results of Analyses of Variances to Determine the Relationship Between 
Coping Resources and Academic Success 

Level of 
Resources n GPA F df p-value 

Low 6 Boys 2.25 1.25 2, 25 .30 
Medium 14 Boys 2.33 
High 8 Boys 2.83 
Low 4 Girls 2.65 1.64 2, 27 .21 
Medium 22 Girls 3.05 
High 4 Girls 2.40 
Low 6 White Students 2.69 0.34 2, 35 .71 
Medium 22 White Students 2.85 
High 10 White Students 2.60 
Low 5 Non-White Students 2.27 0.84 2, 18 .45 
Medium 14 Non-White Students 2.64 
High 2 Non-White Students 3.12 
Low 2 Low Stress 2.69 .02 1, 10 .89 
Medium 10 Low Stress 2.79 
High 

Low 5 Medium Stress 2.22 1.02 2, 36 .37 
Medium 22 Medium Stress 2.81 
High 12 Medium Stress 2.69 

\0 ..... 



Table 16. (Continued). 

Results of Analyses of Variances to Determine the Relationship Between 
Coping Resources and Academic Success 

Level of 
Resources n GPA F df p-value 

Low 4 High Stress 2.75 0.34 1, 6 .58 
Medium 4 High Stress 2.50 
High ---- ---- \0 

N 
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The higher the coping resources are, generally, the 

higher the GPAs. This trend held true for boys, but was the 

opposite for girls. Non-white students with high resources 

tend to have high GPAs. It should be noted that no 

statistically significant relationship between level of 

resources and GPA was found when controlling for gender of 

the child, race of child, and family stress. 

In summary, the results of this study indicate that 

there was no significant relationship between stress and 

academic success as measured by GPA when controlling for the 

child's gender, race and resources. However, the education 

level of the parent, gender of the child and the number of 

children in the family were family factors found to 

contribute to the child's academic success when measured by 

GPA. Among these family factors, the parents' education 

level had the highest correlation (.33) with GPA. 

When measured by CRTs, several factors contribute to 

the child's academic success. In language arts, higher 

numbers of children in the family were associated with low 

language arts scores. In addition, girls tend to score 

higher than boys. In math, only the gender of the child 

contributes to academic success. Specifically, girls tend 

to score higher than boys. In science, larger numbers of 

children in the family are associated with lower science CRT 

scores, while higher family coping resources are associated 
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with higher science CRT scores. In social studies, single 

mothers are associated more with higher CRT scores than 

single fathers. In addition, higher family stress is 

associated with lower social studies CRT scores. And 

children of white parents tend to score higher than children 

of non-white parents. 

Chapter V presents conclusions based on these findings 

along with recommendations and suggestions for further 

study. 



CHAPTER V 

SUMMARY AND CONCLUSIONS 

This study examines the relationship among stress, 

coping resources, and academic success in single-parent 

families and their oldest elementary school-age child. To 

determine what family factors contribute to the children's 

academic success, factors such as race, gender, income 

level, parent's marital status, education level, employment 

status, and family composition also were considered. 

Using the data drawn from the Family Inventory of Life 

Changes and Events (FILE), the Family Crisis Orientation 

Personal Evaluation Scales (F-COPES), Grade Point Averages, 

Criterion Referenced Tests (CRT) scores, Resource 

Questionnaire on the child, and the Demographic 

Questionnaire, the following findings were drawn: 

For Research Question 1 

What are the family factors that contribute to 

children's academic success in single-parent families? 

• Higher education levels in parents are associated with 

higher GPAs for children. 

• Girls tend to have higher GPAs than boys. 

• The child's GPA decreases with larger numbers of 

children in the family. 

• The more children in the family, the lower the language 

arts CRT scores. 

95 
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• Larger numbers of children in the home are associated 

with higher language arts scores. 

• Girls tend to score higher than boys in language arts 

and math. 

• Higher numbers of children in the family are associated 

with lower science CRT scores. 

• Higher family coping resources are associated with 

higher science CRT scores. 

• Children of widowed and divorced parents score high on 

science than children of parents who are single or 

separated. 

• Single mothers are associated with higher CRT scores in 

social studies than single fathers. 

• Higher family stress is associated with lower social 

studies CRT scores. 

• White children tended to score higher than non-white 

children on social studies CRT scores. 

For Research Questions 2, 3 and 4 

• There was no significant relationship between stress 

and academic success as measured by GPAs when 

controlling for child's gender, race and resources. 

Conclusions 

Several of the findings are consistent with earlier 

research. The position that girls' academic performance 

tends to be better than boys in father-absent families is 
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supported by Guidubaldi, Cleminshaw, and Perry (1984). 

Their research found girls in divorced families were better 

adjusted academically than boys. Girls showed superior 

performance on grades in reading, math, and on the Wide 

Range Achievement Test. Girls also were found less likely 

to have repeated a school grade. In addition, a correlation 

analysis of parents' marital status and criteria were 

performed separately for boys and girls. The findings 

showed that in traditional, two-parent family, boys scored 

better in reading and math than boys from divorced families. 

Further supporting these findings, Bradley, Caldwell, 

and Elrado (1977) examined the home environment, social 

status, and mental-test performance of children from 

different socioeconomic groups. They found the home 

environment more strongly associated among the whites than 

blacks, and among girls than boys. It also was concluded 

that among the socioeconomic variables, the education level 

of the parents showed the strongest relationship with 

children's I.Q. These researchers content that girls' I.Q.s 

are more strongly associated with home environment than with 

boys because mothers tend to be more sensitive and effective 

when interacting with infant girls than boys. It is further 

noted that families within each socioeconomic group differ 

in the kind and amount of stimulation they provide to 

children. 
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The finding that higher family stress is associated 

with lower social studies CRT scores is consistent with the 

research of Eiduson (1983). Eiduson's longitudinal study of 

traditional and alternative living conditions showed 

significant relationships between stress (e.g., multiple 

moves, family breakup, etc.) were associated with lower I.Q. 

scores for children in all family living conditions. 

In her study that examined the relationship among 

stress, resources, race, family structure, and parent 

involvement, Jones (1989) concluded that parents with fewer 

coping resources generally had higher stress levels. It 

also was concluded that high stress levels were associated 

with low parent involvement, while high coping resources 

were associated with high parent involvement. 

The findings for research questions two, three and four 

indicate no significant relationship between stress and 

academic success as measured by GPA when controlling for 

child's gender, race, and resources. The following are 

factors that may have contributed to these results: 

1. The mean stress level (390) for the volunteer-

sample group was 22 percent lower than the norm (500) 

reported by Mccubbin, Patterson, and Wilson (1980). A low-

stress group is characterized by Mccubbin and colleagues 

(1980) as one that appears to be unburdened by life events 
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and strains. This group also may face an unusually low 

number of demands and life may appear uneventful. 

2. In addition to the low stress level, the coping 

mean for this sample group was 100, which is about 10 

percent higher than the norm (91) reported by Mccubbin, 

Olson, and Larsen (1980). Thus, it could be concluded that 

this group handled low-stress effectively through high use 

of coping resources, which fell within the five scales as 

measured by the F-COPES inventory. The five scales included 

reframing--which relates to how the family perceives 

stressful events; passive appraisal--which conveys 

avoidance-type behaviors; social support--which engages the 

support of relatives, friends and neighbors; community 

support--which engages the support from school and 

parent/children organizations; and spiritual support--which 

seeks the help of religious organizations. 

It should be noted that reframing (80.3%) had the 

highest percentage of use followed by spiritual support 

(70.3%), community support (67.1%), social support (63.8%) 

and passive appraisal (59.9%) respectively. Reframing was 

also the most often used coping resource in McCarthy's 

(1986) study. She speculated that the apparent use of 

reframing tends to minimize problematic situations and ward 

off potential problems. 



100 

Conversely, had this sample group been one of high 

stress and lacked in the use of coping resources, the 

results probably would have been different. 

3. The modest volunteer-sample of 67 respondents may 

have contributed to the results failing to be statistically 

significant. For example, when determining the relationship 

between stress and academic success when controlling for 

race in Table 12, the analysis for non-white students 

consists of only 21 students. Though the means or GPA 

(3.11, 2.43, 2.63) appear to vary, the highest of the three 

means is being calculated for only five students. 

Subsequently, the p-value of (.28) is higher than (.05) 

level of significance, indicating that there is no 

relationship between stress and non-white students. 

4. The majority of the parents in this study had been 

either divorced, separated, or widowed for three or more 

years. Any conflict or disruption within the family may 

have dissipated with time to the point where adjustment and 

adaptation had occurred. 

5. The respondents in this study were self-selected. 

These people are deciding for themselves as to whether they 

want to participate. As a result, the chance of targeting 

those who ought to participate, which may be the troubled 

group (high stress), is decreased. In addition, the self-
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selections process may be related to the group's low-stress 

level and high-coping results. 

Implications 

The most dramatic change to the American family over 

the past three decades has been the increase of single-

parent families. Most of these single-parent families are 

the result of divorce, separation, and of unwed mothers. 

According to the U.S. Census Bureau (1989), 24 percent of 

all children under the age of eighteen, or one of every four 

children, live in a single-parent home. 

To inform administrators and teachers of the changes 

taking place in the school community and to identify the 

clients that they service, a demographic profile of the 

families represented in the school system should be 

initiated. Such a profile would serve to provide data 

regarding the number of single-parent families in the school 

system, and assist in reducing the stigmatization attached 

to single-parent families by school personnel and the 

community. 

Secondly, based on the review of literature, school 

personnel could benefit from in-service training, which 

focuses on the changing American family. In addition, these 

in-services may include sessions that teach administrators 

and teachers how to recognize symptoms of stress in children 
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resulting from family disruptions; provide discussion groups 

for children and/or parents, and provide resource 

information for single-parent families. All the above would 

serve to be effective intervention approaches for the school 

and community. 

Thirdly, research has repeatedly shown how partnerships 

between home and school are important to students' success 

(Kappan, 1991). However, due to the demographic, social, 

and economic changes, parent involvement is being redefined. 

According to Davies (1991), the new definitions reflect 

three common themes: 

• Providing Success for All Children 

All children can learn and can achieve school 

success. 

• Serving the Whole Child 

Social, emotional, physical, and academic growth 

and development must be addressed by schools, 

families, and other agencies that affect the 

child. 

• Sharing Responsibility 

The social, emotional, physical, and academic 

development of the child is shared among the 

school, family, community, and other 

agencies/institutions. 
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The demands brought on by social and economic changes 

have left many parents with less access to help and advise 

than parents of earlier generations (Kagan, Powell, 

Weissbourd, & Zigler, 1987). School administrators and 

teachers need to be aware of the economic and time 

restrictions placed on parents, especially single parents. 

However, as Davies (1991) suggests, schools could reach out 

more to the homes and neighborhoods of that constituency by 

providing information and materials. Parents' and schools' 

needs also could be met effectively by providing flexibility 

in parent conferences, committee meetings and other 

programs. 

Fourthly, as single-parent families become more of the 

norm, problems that may have been associated with single-

parent status in the past, may not be as prevalent as the 

literature portrays. 

The literature did not address that segment of the 

population that is considered the "strong single-parent 

family". Although research in this area is in its early 

stages, it is needed to further understand the 

characteristics of such families. This study found no 

significant relationship between stress and academic success 

when controlling for gender, race, and resources. Further, 

the single-parent families in this study had lower stress 

levels and higher use of coping resources than the norm. As 
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a result, it could be speculated that the effective use of 

coping resources in handling the low stress allowed the 

children in this study to experience academic success. 

Therefore, an implication for researchers in studying 

single-parent families is to focus on the mediating 

variable, "family strengths", which would help in 

understanding how stressful events of marital disruption 

sometimes does and does not precipitate distress in the 

family or child. 

Fifthly, as noted, the boys did not perform as well as 

girls in language arts and math. Research studies have 

shown that boys have more difficulty adjusting to divorce 

than girls (Bradley, et al., 1971; Guidubaldi, Cleminshaw, & 

Perry, 1984). As mentioned, stress associated with divorce 

and single parenthood is not only felt by the parent, but 

also by other family members. 

As Kelly and Wallerstein (1979; 1980) note, children in 

these families often experience sadness, lack of 

concentration, and depression, which can impact on academic 

performance. 

Children can benefit from support systems as well as 

adults when experiencing stressful life events (Richardson & 

Pfeiffenberger, 1983). Sandler, Wolchik, and Braver (1983) 

report that the quality of the relationship with custodial 

and noncustodial parents; degree of contact with 
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noncustodial parent; the amount of social supports are 

factors of social support that can influence children's 

adaption to divorce. 

Schools can play a significant role in providing social 

support to children of single-parent families. Schools 

could target men's organizations to serve as mentors for 

boys of fatherless homes. They also could seek to hire more 

male teachers. In addition, the support of friends, 

siblings, classmates, teachers, grandparents, neighbors and 

various community organizations can further assist schools 

in providing a supportive setting in addressing the needs of 

single-parent families and their children. 

Recommendations for Further Study 

1. The findings from this study are based on a modest 

sample size. It is recommended that this study be 

replicated with a larger volunteer-sample and targeting 

those families that have been divorced, separated and 

widowed for less than two years. This period has been shown 

to be the most stressful for families. 

2. Since the school offers a safe and stable 

environment for children of divorced and separated parents, 

schools and families could benefit from knowing what 

influences school factors (e.g., teacher attitudes and 
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behaviors, school climate, counseling programs, etc.) have 

on the adjustment of children from single-parent families. 

3. Research on families with children in elementary 

school show that most families want to learn more about how 

to help their children. Specifically, single-parent 

families ask for additional social and emotional support in 

parenting. More research is needed to determine how social 

and emotional supports influence single parents' behaviors 

in parenting. 

4. To better understand the value of social supports 

for individual coping efforts in young children, more 

research is needed to determine what types of support 

(formal/informal) lead to adaptation and adjustment. This 

information would be quite useful when designing prevention 

programs for children under stress. 

In conclusions, this study was undertaken to examine 

the relationship among stress, coping resources, and 

academic success in a group of children from single-parent 

families. Further, it identifies family factors that 

contribute to children's academic success. The findings 

show no significant relationship between stress and academic 

success as measured by GPAs when controlling for gender, 

race, and resources. However, the education level of the 

parent, child's gender, and the number of children in the 
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family were factors found to contribute to academic success 

when measured by GPAs. 

When measured by CRT scores, several factors 

contributed to academic success. In language arts, the more 

children in family were linked with lower language arts 

scores. In addition, girls tended to score higher than boys 

in both language arts and math. In science, larger numbers 

of children in the family was associated with lower science 

CRT scores, while higher family coping resources are 

associated with higher science CRT scores. In social 

studies, single mothers are associated with higher CRT 

scores than single fathers. Further, higher family stress 

is associated with lower social studies CRT scores, and 

white children tended to score higher than non-white 

children. 

The findings support the stress and ecological of human 

development models and serve to reinforce the need for 

further investigation of variables that may serve to mediate 

the negative effects of single-parent family status. 
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• VIRGINIA POLYTECHNIC INSTITUTE AND STATE UNIVERSITY 

COUEGE OF EDUCATION - NOl.THDN YllGINL\ GIADUATE CENTEll 

Novea.ber 9, 1990 

TO: 

FROM: 

Dr. Gabrielle Van Lingen 
supervisor ot Research · 
Prince Williaa County Public Schools 

carolyn s. Moye• ~ 
Assistant Principal, Minniavill• El .. entary 
Prince Williaa County Public Schools 

SUBJEcr: Permission for Research study 

I aa currently a doctoral candidate aajoring in Education 
Administration at Virginia Polytechnic Institute and State 
University, Blacksburg, Virginia. I aa also eaployed by Prince 
Williaa County Public School syat .. as an Assistant Principal. 
As part of the deqree requir .. ents tor the Doctor of Education 
deqree, I aa requestin9 penaisaion to conduct a research study 
involving single-parent families and their oldest el .. entary 
school-a9e children who are enrolled in the Prince Williaa County 
Public Schools. 

Thi• study is desiqned to identify faaily faceors that 
contribute to the level of acad .. ic success of children froa 
single-parent faailies. It will axaain• such variables as 
stress, coping resources, acadeaic success, gender, and incoae. 

The findings from this study aay be used to help school 
officials in assessin9 and interpreting bow stress in singl•-
parent faailies can disrupt children'• ability to participate in th• learning process. Further, th••• findings will yield 
inf oraation about how the functioning of th• single-parent f aaily 
syst .. is influenced by interactions with the la1'9er COllllUJlity 
which includes the school. Finally, th••• findings will serve to 
sensitize principals and teachers to the unique needs of single-
parent faailies and their children. · 

In order to successfully conduct this atudy, I will need 
your assistance in the following areas: 

(1) Your penaission to have the Data Proce••ing Center assist ae 
generating a list of single-parent faaili•• with al..antary 
school-age children;. 

(2) Your peraiasion to send four questionnaires along with an 
introductory letter to th••• parents. 

2990 T~les1ar Coun, Falb Ou.arch. Virginia 22042 
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(3) Your peraiasion to ••cure report card grades and CRT ruulta 
froa the school that the childm in the •tudy attend, once 
the parents have given peraiaaion. 

Enclosed are the follOWil'MJ items: 

(a) Proposal for Study (Chapter I) 
(b) In•tru:aentation (Pour Questionnairem) 
(c) Introductory Letter to Parents 
(d) Letter to Teacher of School Requuting •tudenta• Gradu and 

CRT Results 

lly tiaeline is •• follows: 

1. Approval for Research Study by third yeek in lloygber 

2. Inf oraation froa Data center by ••cond yeek in Qecpber 

3. Questionnaires to be aailed to single-parent fa.ilea 
second yeek in January 

Thank you for your cooperation in this endeavor. 
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Prince WlllLun County 
PubUc Schools 

MEMORANDUM 
December 20, 1990 

William cox 

Gabriele van Lingen 

Request to conduct research on sinqle parent 
families by Carolyn Moye• 

Carolyn Moye•, assistant principal at Minnieville Eleaentary 
School, has requested to conduct research on children in single 
parent families. Carolyn is a graduate student in Education 
Adllinistration at Virginia Polytechnic Institute and State 
University. Her advisor is Dr. Houston Conley. 

carolyn's research involves the coapletion of coded 
questionnaires by approximately 200 parents and the provision of 
information of grades and CRT results of their children by 
teachers (see attached instrwnents). Signed parent peraission 
for the latter information will be obtained. 

I have reviewed this research according to Regulation 612-1 and 
reco .. end approval. Carolyn will need eoae aeeistance from the 
school division in identifying schools with a high proportion of 
single parent faailies, obtaining approval troa the principals 
for contacting these faailiea, and in obtaining address labels 
from data processing in order to aail out the request to 
participate and the questionnaires. Soae additional tiae will be 
requested f roa so•• teachers at these schools in order to 
coaplete the one-page acadeaic inforaation for selected children. 
The potential benefits of Carolyn'• study in identifying 
variables related to the acadeaic success of children in single 
parent faailies within the Prince Willia.a County Public School 
syste• outweigh the coats in ti•• and assistance she would need 
in her data gathering effort. 
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Prince WOiiam County 
Publk Schools 

P.O. Box 389 
Manassas. Virginia 22110 

(703) 791-7200 

January 4, 1991 

TO: Ms. Carolyn Moye' 

FROM: ~illiam R. Cox 

SUBJECT: Research Request 

Your request to conduct a research project regarding family 
factors that contribute to the level of acadeaic success of 
children from single parent families has been reviewed by 
Dr. van Lingen, the area associate superintendents, and ae. I 
have soae concerns related to the requireaents of teacher and 
staff tiae, and the potentially sensitive nature of the inquiries 
to parents. Additionally, the Data Proceaaibg Department has 
indicated they do not have data on which r .. ilies are ainqle-
parent. They would be able to generate a list of students at the 
elementary level for whom only one parent is listed in the data,· 
however. 

overall, the project does appear to have merit and the 
results aay be of value to the school aystea. For that reason, 
penaission is granted to proceed with the understanding that 
participation of individual schools and staff is voluntary on 
their part. 

By copy of this letter, I will authorize you to {l) secure 
fro• data the list of parents which they can provide; (2) send 
questionnaires to these parents, and (3) asauaing the schools 
have aqreed to participate and parents have given permission, you 
aay secure froa thea report card grades and CRT results for 
children in the study. 

WNC:lar 

cc: Dr. Gabriele van Lingen 
Ms. Faye Patterson 
Dr. Hugh Burkett 
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~'{ OF "&ti 
ct~.,~~ 

~~J-~~-------------------------~ ?~ .... ~ SCHOOL OF FA'.\tll \"RESOURCES Al'l'D COSSUMER SCIESCES 
~DIS tJru\'Crsity of Wisconsin- \fadison. 1300 Undcn Drive, Madison, WI 53706 608-Z.62-4847 

OFFICE OF THE DEA'\ 

February 22. 1990 

Carolyn S. Moye' 
2601 Par.k Center Drive, Apt. C-609 
Alexandria. Virginia 22302 

Dear Ms. Moye': 

I am pleased to give you my permission to use the F -COPES: Family Crisis 
Oriented Personal Evaluation Scales, and the FD..E: Family Inventories of 
Life Events and Changes instruments. We have a policy to charge SS.00 (one time 
charge only) per instrument to individuals who seek pcnnission. We apologize for this 
necessity. We also ask that you please fill out the enclosed abstract form and return it to 
this office. 

I am also pleased to send you the Manual Family Assessment Inventories for 
Research and Practice (F AIRP), and a copy of the F AIRP Corrections pamphleL 
This Manual should be cited when using the instruments. The publication was printed at the 
University of Wisconsin-Madison in 1987 and edited by Hamilton L McCubbin and Anne 
I. Thompson. It is noc advisable to use the Farm1y Inventories manual by David Olson 
to score the insttuments due to errors in it's sccring secdon. 

A sample copy of each instrument is cncJosed.. Additional copies can be obtained at this 
address for 10 ~ts each. When large quantities are requested,. the cost of postage is also 
added to the m-der. 

If I could be of any further assistance to you. please let me know. 

-ly.J 
~,,/~---

. ton L McCubbin 
Datn 

HlMJkme 

Enclosmes 

Env:!'O:uncnt. Textiles. and D-.:-~::::'. 
Horne Ecor:om1c~ Commu~u:auon~ 
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• THIS INFORMATION IS INTENDED FOR SINGLE-PARENT FAMILIES ONLY. 
?F YOU ARE NOT A SINGLE PARENT, PL.EASE RETURN FORMS IN THE 
SELF-ADDRESSED ENVELOPE. 

Dear Parent: 

I a• a graduate student in education ad•iniatration at 
Virginia Polytechnic Institute and State University, Blacksburg 
Virginia. I am also an Assistant Principal with Prince Willia• 
County Public Schools. I a• in th• proceaa of co•pleting the 
requirements for the Doctor of Education degree. To fulfill 
this requir•••nt, I am conducting a research study involving 
single-parent families and their oldest ele•entary school-age 
children enrolled in Prince Willia• County Public Schoola. The 
purpose of this study is to determine what fa•ily factors 
contribute to the level of acade•ic success of children fro• 
single-parent families. 

Your participation will require you to answer four 
questionnaires. It will also be necessary for .. to secure fro• 
your child's teacher recent grades and Criteron Referenced Tests 
(CRT) results to be combined with your answers fro• the 
questionnaires. Once this has been done, all na••• and any 
other identifications will be reaoved fro• all for••· In this 
way, no one will be able to connect your answers with your na•e 
and your identification is kept anony•oua. 

The results from this study will be shared with you and 
•ost importantly will be used in assisting principals, teachers, 
and the co .. unity in their efforts to address the unique needs 
of single-parent families and their children. 

In order to use this infor•ation, I need your signed 
per•ission. Please read the consent for• on the reverse side of 
this letter. Check and sign in the appropriate places. 

I thank you in advance for your assistance 
endeavor. Please return the attached questionnaires 
co•pleted form on the reverse aide of this letter 
enclosed stamped self-addressed envelope on or 

If you have any questions, pl•••• 
locally at (703) 670-6106. 

in this 
and the 
in the 
before 

call •e 

(~'11'>17' 
Carolyn $. Uoye' 

PLEASE TURN OVER 
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**************************************************************** 

Pl•••• check your response below indicating your 
willingness to participate in th• Research Study and your 
p•r•isaion to allow •• to secure your child's grades and CRT 
results. 

YES, I WILL PARTICIPATE IN THE STUDV AND VOU HAVE MV PERMISSION 
(Vour oldest child in el•••ntary school) · 

NO, PERMISSION IS DENIED. Child's Na•e and School 

Parent's Signature 
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Family=~ NO a a a a ,,., oao a a o 
o H. Mc:Cubbin FID 0 0 0 a .. ' 

FILE 
Family Inventory of Life Events and Changes 

PURPOSE 
Om their life cycle. all families experience many changes• a l'llallt of normal grawlh Md dewllopment of members Md 
dut 10 external circumtU1nce1. The following list of family life change9 can MPP9ft in a family at any time. Becaute family 
members are connec:ted to 11ch other in some way, 1 life ct.nee for any one member decla all 1M other person1 in lhe 
famify to some degree. 

DIRECTIONS 

"FAMILY" me1n11 group of rwo or more penona living together who are Nlated bv blood, 
marri1ge or adoption. This indudel persons who he with you ant/to Whom you M¥e 1 long 
term commitment. 

"DID THE CHANGE HAPPEN IN YOUR FAMILY?" 
Please read Heh family life change and decide whether ii happened to any member of your fami.,......clur:l"I Voll-

• DURING THE LAST YEAR ...... '--
First. decide if it happened any time during the last 12 monlhl and check ~-"°"'::: 
VES or NO. 

DID THE CHMGE 
HAPl'£N IN 

YOUA FAMILY? 
FAMll. Y UFE CHANGES Dnt I.Ht I 

12 Mondls 

'" Ne Score 
l .,....,..., STUM ................................... 0 o. ............. •6 
2 ....... .........., ......... 0 0 .... ...., 

~· , ....... .....,. ............. 0 0 ........ 58 .............................. 0 0 .,..,.. 66 
i illefUM • allllict ................. 0 0 ..... '1 
I lllCfuM • ........................ sl 0 0 

............ t ., 
1 .......... c.....ci_..c...._• 0 0 .. ...., •8 
• ..,....Mculy ......... 0 0 

...... cllilllr•I 55 ' _, ..... ..._ ......... ~ 0 0 ... dllltlf• ••2 ...... n ........................ 0 0 

............. cl!M,..I Q¥rl ,....., Jt. 

It lllcr ..... Mialy ....... ~11 0 0 
lf.1Y: ,,., )6 

Subtotal I 

o a 

DIO 'fHE aw& 
IW'PEN• '°"' FMll.Y't FAia Y LIFE CHANGES ....... 

12 Mllllll ,. Ne Score 
11. ......... tlillculv ii ...... ......., 0 0 
., ,,J 

" Q. ........ ii .......... -............. 0 0 
lllhiO .. c:lliNC ..... - ........... 2, , ......... ....._ ............ 0 0 ............ " lllllcrMleilt ..................... 0 0 ... ............... 0 

11.lncnlllillle ................ 0 0 ... ........... " 11 .......... aMlclwilll .............. a o. 
"° I. llAllTAL l1'UM 

, .. s,....,,.,.. ............ ., ...... 
19 

0 0 

ll~---.... - 68 
0 0 .................... ._ 0 a .. . ......,.. ............. 47 

n. incn..- tllflCUly .. ....., a a. ............................... " 
Please tum over and compWle 

Subtou 1 2 



129 

DI) TH( QWtlG£ ........ 
,... FAMl.Y? 

F~Y LIFE CHANGES ........ 
12 ...... , .. ... Scot'9 

a ,.__.,MD Cllllml•MIC ITUld 

n. s...... w .......ac1 ., dlftQll "ttMllCY • 41 
0 0 

2'1M_......_ .... ,,..... 0 0 ...... ,. ................... 
'° 

0 0 

a.,. ............. ., ...... dllllt - 0 o .. 
ff. llllUICE MD ...US ITUld 
21. T• ........... reflnaftcM I .... 0 0 

c...lllCSMMCI..,..., 20 

11 . ......... .,. 0 0 
'' 

21 a... a c:4lfldlllOM CecOllMIC • ...-11. 0 0 
......... -.cJI llutll ............... 41 

a. ~ • ~· Manft. Stoa MMtC. I 0 0 
• I.Mil Vllua wfllctl llutll .... lflWtlllRlnts ............ 0 

3111 A __.., aarttd I 11tW ilulNls 

'° 
0 0 

JI. PwdllMd • 111111 a MIRt ., 0 0 

JZ.A ..... ~IC:atll'ldllf ...... lletlt 0 0 
10 

J1 ~ INnclal lletMs ... 11 ......... 0 0 
•a.11um 31 

Je. lllcrUMd ....... en~ ·-....y- lot 0 0 .................... ,~ 

:a. ........ -- ... ,......, --....y- ... 0 0 
...... clllliftt.tMllJ ... CM 21 

JI lllcrNl.i ·-... ,,. ---- lot 0 0 ................ " 31. Diiiy ill ...... ctliN ....,.., .. 0 O• ................ " '· _.,.., 1IUSITIOllS - ITUld 

JI_ A...._~• a ... ,.Wc.lffff 
•O 

0 0 

JI.A ...... ., ...... 0 0 
"" ...................... .ca 0 0 ............................. ,, 0 0 

a .• .....,...,...,......,....,,... a 0 tat. M II. INwe ., Mtlftc:a . ..,.., .... 
a. ~ • IMIKlllft .. -Clletf ., 0 0 ........................ 0 0 ,..... . """ ,., 
e A ....... wulflf.....i•...n•IM"' 0 0 -. .............. , •ft 

• f.-.W ....... I NW l'lolll&'l .. l'llMfll a 0 .. , 
41 A Cflli6t~tftl ....,..., dlaftted lO I 0 0· 

... ICllMI '.M -Suototal 3 

FM&Y Ufl CHANGES 

II. ...... ,_,,"'CUE"..._ .. ,., ...... , ......... ......, . ., ...... .. 
• Clilll -- ......, ...... !II 
.a.. ............... ...., .... ......,. .. 
51.A ..... -.....,_..,....._.. 

~· '" 51 ..... McllllV ii ....... ....., . ., ............ VI 

SJ ................. - c:.-.i. .................... ... 
M. lftcnlaed ,....llliltililV • ,,.-. llirlCl Clfl '\l ........................................ 
55.~~- .......... 

............ Clnt • ........ 
51. ,,.......,.,.... ... -51. A clllll ..... Md 

00 
se. Dua .. lilusMlld's Of ........... 

dole ...... .. 
51.a.. .................. ., ..................................... ...... ,. 
II. A ........... .,. t ......... will I 

dlulrilllilll » 
... 1IMSl1'IOllS -. MD our a.•----- ., 
a. .................... 

43 .. _,.,,..... ...................... .............. , 28 

IS. A .......... Mc:l ..... •a ... ,......i ................ ., 
................... 1c11111 ............... ......... ..., .............. -.. 
.. ,.., llCAl ¥a.A .... 

11 ................... - -M.A .......... ., ...... --:, ................................ .... ~ 

111 ............... ..., ........ 
61 

11 A..-., ..... OU1 el ldllll' •WU 
.. _..._..... lrOllll ICllool "' 

--~ ....... 
.... fMUI ........ 

11 ...... 

"' ... ._,_· 

a a. 

0 a 
0 0 

0 0 

0 0 

a 0 

a a 
a o. 

a 0 

0 0 

0 a 

a 0 

0 0 

a a. 

a 0 

a 0 

0 0 

0 0 

0 o. 

0 0 

a 0 

0 0 

0 0 

0 a. -Subtoi.1 • __ 
Gr• Total _ 
C1t2t,tU 

I 

l 

' 

: 
1 
I 

I 
l 

! 
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F-COPES 
FAML Y CRISIS ORENTED PERSONAL SCALES 

~ 

The F•i ly Cris ts Oriented Persona 1 £n luat1on SU les ts designed to record •ffective probl ... 
sotvtng 1ttttudes 1nd behavior llhkh f•iltes develop to respond to problem or dtfficu1ttes. 

first, relcl the list of •Response Choices• one 1t 1 tt.e. 

Second. decide how well each state.ent describes your attitudes 1ni.. behavior in response to 
problms or d1fftcu1ttes. If the statement describes your response !!U. .. 11, then ctrde the 
..-.r 5 indicating that you STRC*GLY AGREE• tf the stl~t does not describe your response 
at 111. then circle the hulaber l indicating thlt you STDGU DISMiR££9 if the stltemnt 
describes your response to SOiie degree, then select • ..-.r 2, 3, or 4 to tnd1Clte na. 11.tCh 
you 19ree or diugree with the stlt-nt 1bout your response. 

I IJ J 
JI I J WHEN .. PACE ""°9LmM8 OR Dl"ICULTIE8 IN OUR PAlllLY, WI •lllOllD ft: 11 

1 Sharing our difficulties with rel1t1ves l 2 l .. 
2 Seeking encour191111nt and suPport frc:11 friends l 2 l • 
J Knowing 1111t hive the po.er to solve •Jor problms l 2 l ' • Seeking infot'Wtion and ldv1ct from persons tn other f•iltes .no hive l 2 3 .. 

faced ttw Slllf! or si•il1r probllllS 

5 Seeking ldvtce frc:11 rel1tives (grandparents. etc.) l 2 3 4 

6 Seeking 11sist1nc:t from cc:maanity agencies and progr- designed to twlp 
f•ilies tn our situitton l 2 3 4 

7 Knowing that 1111t hive the strength within our °""' f-1ly to solve our 
prob las l 2 3 • 

8 Recehtng gifts and favors from neighbors (a.~. foad, taking ift ail, etc.) 1 ' ) .. 
9 Seelti119 info,...tton Ind advice from ttw f•i ly doctor 1 2 l • 

10 Aslt1ng ne1gnbors for favors and us1stance l 2 3 • 

J 
J 
5 

5 

5 

5 

s 

5 

!§ 

' 
5 
) 
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I IJ I J 
JI I WH•N n PAC• JllR09UM8 Ott DIPPICUL.11a •OUR PAMILY, .. M8lllOllD ft: I 11 J 

11 FK1ng the probl•s •head-on• lftd tf71"9 to 91t solutton rffltt -1 1 2 3 • !I 

12 Mltchtng ttlewts1on 1 2 l • 5 

13 Showing thlt .. Ire Strotlg 1 2 l 4 5 

14 Atttnd1nt ctturch services 1 2 l • 5 

15 Accepl1ng stressful events 1s 1 fact of ltfe 1 2 3 • " 
16 Shlrt119 concerns with close friends 1 2 3 4 5 

17 lnowint luck pl1ys 1 b1g P1rt 1n ttow •11 .. are 1bl• to solve f•t11 
probl.s 1 2 3 4 5 

18 E.aerc1s1na with friends to stly fit and reduce tension l 2 3 4 5 

19 Accepting that d1ff1culttes occur unexpectedly 1 2 3 • 5 

20 Doing things with rel1tives (get-togethtrs. dtnneri, etc.) l 2 3 4 5 

21 Seek1nt prof1ssion1l counseling Ind help for f•111 dtfftculttes 1 2 3 4 5 - ... ,~ -
22 8e1tev1ng • can bindle our CMt problem l 2 3 4 5 

23 P1rttctP1t1ng 1n church 1ctivtttes 1 2 3 4 5 

24 Defining the f•1l.Y probl• 1n 1 mre postttve •1 so thlt • do not 
beccm too di scour1aed 1 2 l 4 5 

25 Asting relatives how they feel about probl .. • f1ce l 2 l 4 5 

26 Feeling thlt no •tttr wt w do to prep1rt, • will hive dtfftculty 
handl 1119 prob las 1 2 , • 5 

27 Seeking advice frm 1 •in1ster 1 2 l 4 5 

28 8tl1evtn9 tf w •it long enough. the probl• will to IWl1 l 2 l 4 5 

29 Shiring problem with neighbors l 2 l 4 5 

30 Having f•tttl in God l 2 l 4 5 
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SINGLE-PARENT HOUSEHOLD QUESTIONNAIRE 

Pl•••• r••pond with a short ana .. r or with th• nUllber whioh 
ia shown in the parentheaia next to the ana .. r. 

1. What i• your gender? (Plaoe an •x• on the appropriate line.) 

llal• Fe .. le ---------

2. What is your age? 

3. What i• the higheat level of schooling JOU have OOllPl•t•d? 

H.S. not completed (1) 
GED (2) 
High School (3) 
Bachelor'• Degree <•> 
araduat• Deer•• (5) 

4. What i• your present .. rital atatua? 

Single, never .. rried (1) 
Separated (2) 
Divorced (3) 
Widowed (4) 

5. How long have you been in thia statua? 

8. How .. n, children do you have under the age 
of eighteen? 

7. How .. ny children live with you? 

8. How .. ny adults beaid•• yourself live in your 
household? 

9. Wh•t i• ~our emploY9'9nt atatu•? 

Not e•ploJed (1) 
Employed part-ti.. (2) 
Employed full-ti.. (3) 

10. Which beat deacribea your annual groaa income? 

Under S10,000 (1) 
Sl0,000 - 124,999 (2) 
S25,000 - S&0,000 (3) 
Above - S&0,000 (4) 

11. What i• your race? 

Caucasian (1) 
African American (2) 
Hispanic (3) 

(in 110ntha) 
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QUESTIONNAIRE ON THE CHILD 

Read the following que•tiona with your oldeat ele .. ntary 
school-age child in •ind. Pl•••• check .!§.! or !jg for each 
question. 

1. Is your child active in Scouts or any 
other children's organizations 
(including church organizations)? 

2. Ia your child active in any sports? 

3. Does your child regularly attend church 
services and/or Sunday School? 

4. Does your child have contact with 
his/her other parent? 

5. Does your child have a friend fro• the 
Big Brother or Big Sister Progra•? 

6. Has your child received individual or 
group counseling regarding divorce or 
death of a parent? 

7. Does your child regularly spend ti•• 
with an adult •ale or fe•ale (friend, 
relative, etc.)? 

8. Does your child have regular contact 
(by phone, letter, or in person) with 
any of your relatives? 

9. Does your child have regular contact 
with any of his/her other parent's 
relatives? 

10. Does your child have any good friends 
that he/she plays with regularly? 

YES_ NO_ 

YES_ NO_ 

YES_ NO_ 

YES_ NO_ 

YES_ NO_ 

YES_ NO_ 

YES_ NO_ 

YES_ NO_ 

YES_ NO_ 

YES_ NO_ 

PLEASE FILL IN THE FOLLOWING BLANKS. 

11. How old is your child? years old 

12. What gr•de is your child in this school year? 
grade 

13. Is your child a boy or girl? (Circle One) 
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DATE 

Dear Teacher, 

I have been granted per•i•sion by the parent of 
and th• Central Administration 

to secure the following infor•ation on the above na .. d student. 
This inforMation will be used in a research study. 

(a) How many grades listed below did this student receive on 
his/her report card for the •oat recent grading period? 

A's __ E's __ _ 

B's __ S's __ _ 

C's __ U's __ _ 

O's __ 

F's __ 

(b) What were the most recent CAT results for this student? 
Please include the grade and year of the test. 

L.A. 

MATH 

SCIENCE 

S. STUDIES 

CRT Information: GRADE ____ _ 

Raw Score Percentase 

VEAR ____ _ 

Mastery 

I 

I 

I 

I 

(c) If for so•• reason this student does not have any CRT 
results, please check the appropriate blank. 

Transferred 

Exeapted 

Other 

PL.EASE TURN OVER 
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Thank you for your assistance. Please return this for• by 

to: 

Carolyn S. Moye' 
Uinnievill• Ele .. ntary School 

.. 
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