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ABSTRACT 

Korean middle school students have shown outstanding performance in various 

international assessments since a decade ago. The current study focused on parental 

variables and their relations to their children‟s achievement. In this study, the researcher 

sought to explore how parental variables such as parental involvement, attributions, 

education, and income influence performance of Korean youths. 

Completed questionnaires from 138 Korean parents whose children are middle 

school students were analyzed to answer the research questions. The analyses of data in 

this study confirmed that parents‟ educational level, private tutoring expenditure, 

satisfaction with private tutoring, parents‟ home and school based involvement, parents‟ 

perception of their children‟s GPA, parents‟ attribution of luck, effort, and strategy to 

their children‟s academic success were associated with children‟s achievement in Korean 

families. 

The results of this study indicated that not only parental involvement in home 

based and school based activities, but also private tutoring based activities, were 

positively associated with Korean middle school students‟ achievement. In particular, 

parents‟ involvement in private tutoring based activities was a strong factor to enhance 

children‟s achievement in core academic subjects (math, Korean, English). The findings 

of this study suggested that Korean parents‟ involvement includes the private tutoring 

system as well as home and school involvement, and this unique aspect of parental 

involvement is used as an important strategy to promote children‟s academic achievement 

by current Korean parents.  
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CHAPTER 1: INTRODUCTION 

This chapter addresses the background regarding academic achievement gaps 

between students from Asian countries compared to other nations and covers general 

research findings on the high academic achievement of East Asian students. It also 

provides international comparison data on achievement, especially focusing on the 

current high academic performance of Korean students. In addition, this chapter includes 

the purpose of study, the significance of study, specific research questions for aims of the 

study with associated hypotheses, and definition of terms. 

In the 1980s, several authors addressed issues regarding the lack of excellence in 

American schools in terms of students‟ achievement, motivational levels, and learning 

(Skinner, 1984; Spence, 1985). There was growing concern that American students were 

falling behind in comparison to students from Asian countries on mathematics and 

science tests (Stanley, Huang, & Zu, 1986; Stigler, Lee, Lucker, & Stevenson, 1982). 

These concerns led to increased attention regarding the high academic achievement of 

Asian students in the United States. A number of magazines and articles portrayed Asian 

American students as extraordinary achievers in academic areas; they became well 

known as “Model Minorities” denoting that Asian Americans are academically successful.  

Asian and Asian American students were particularly known for their high 

achievement in mathematics and science subjects. Thus, based on ethnic comparison 

studies, the Asian and Asian American students‟ academic success myth spread 

throughout in schools and media as they performed better in school and on tests than 

other ethnic groups (Bureau of Census, 1983, 1984; California State Department of 
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Education Assessment Program, 1981; Hurh & Kim, 1989; U.S. Department of Education, 

2006a-c; Sue & Okazaki, 1990; Walker-Moffat, 1995). 

In the 1990s, Harold Stevenson, an American developmental psychologist, was 

one of the many researchers who were interested in high academic achievement amongst 

Asian students. He and his colleagues conducted several comprehensive studies and 

reported that school children in Asian countries outperformed American children because 

they put forth more effort. In a comparative study of reading and math achievement tests, 

Stevenson and Lee (1990) reported that, from earliest school years, U.S. school children 

lagged behind students in Japan and Taiwan in these subjects. 

Years later, Stevenson and Chen (1995) conducted another study that compared 

eleventh graders who were Asian American, Caucasian American, Taiwanese, and 

Japanese with the same math assessment. Asian Americans obtained higher average 

scores than did Caucasian American students, but their scores were lower than Taiwanese 

and Japanese students. Stevenson and colleagues suggested multiple reasons that may 

explain the academic achievement gap between Asian countries and the United States. 

Accordingly, they emphasized cultural differences in attribution style of East Asians 

toward achievement as well as parents‟ involvement in education in Asian countries. 

Unfortunately, students from Korea were not sampled in this study and thus conclusions 

cannot be drawn for that population. Nonetheless, as the high achievement of Asian and 

Asian American students received increased attention, researchers suggested that national 

differences in academic achievement were not solely due to differences in educational 

systems or teachers‟ qualifications, but that there might be different learning mechanisms 
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of Asian and Asian American groups that make them more academically successful (Chen 

& Stevenson, 1995).  

One of well known international assessments is the Trends in International 

Mathematics and Science Study (TIMSS), which has been conducting comparative 

studies of educational achievements in fourth and eighth graders by the Evaluation of 

Educational Achievement (IEA). According to the TIMSS 2007 report, with the 

international average of 500, among 36 countries participants in the fourth grade Hong 

Kong SAR (607) and Singapore (599) were the top performing countries followed by 

Chinese Taipei (576) and Japan (568). The four top scores were obtained by Asian 

countries. In particular, the two top countries (Hong Kong SAR and Singapore) had 

approximately 100 points higher than the scale average of 500. In the eighth grade, with 

the average of 500, Asian countries also achieved the highest average achievement among 

49 participating countries. Chinese Taipei (598), Korea (597), and Singapore (593) had 

the highest average achievement and their performance was considerably higher than the 

other remaining countries. Overall, both fourth and eighth graders from East Asian 

countries represented top rankings on the TIMSS 2007, and similar results have found on 

earlier version of TIMSS reports.  

The Program for International Student Assessment (PISA) is currently the most 

comprehensive international assessment of school outcomes, which is conducted by the 

Organization for Economic Cooperation and Development (OECD) and provides 

international comparison data of education outcomes to its member countries. Through 

three assessment cycles, PISA assessed 15-year-old students in OECD member countries 
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for three cross-curricular domains: reading literacy, mathematics literacy, and science 

literacy. According to the summary of PISA 2000, with the OECD average of 500, 

Finland (546) and Canada (534) performed the highest on the reading literacy, followed 

by New Zealand (529), Australia (528), Ireland (527), and Korea (525).On the 

mathematics literacy domains, Japan (557) and Korea (547) performed the best. On the 

Scientific literacy domains, again, Korea (552) and Japan (550) performed the highest, 

followed by Finland (538), United Kingdom (532), Canada (529), New Zealand (528), 

and Australia (528).  

A more recent study of PISA (2009) also reported the high achievement of East 

Asian students. On the overall Reading subscales, with an international mean score of 

493, the five highest scoring countries were Shanghai-China (556), Korea (539), Finland 

(536), Hong Kong-China (533), and Singapore (526). Expect for Finland, the rest of the 

four countries were Asian countries. Similar results were also found on the Mathematics 

scale, with an international mean score of 496, Shanghai (600), Singapore (562), Hong 

Kong (555), Korea (546), and Chinese-Taipei (543) performed the highest. On the 

Science scale, with an international mean score of 501, Shanghai-China (575), Finland 

(554), Hong Kong (549), Singapore (542), Japan (539), Korea (538) were the leading 

groups. Again, except for Finland, the rest were Asian countries, including Korea in all 

three domains. 

Based on the results of PISA 2003, Lee (2009) divided the top highest scores of 

countries into three groups as Four Confucian Asian countries (Hong Kong-China, South 

Korea, Japan, and Macau-China), Five West European countries (Finland, The 
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Netherlands, Liechtenstein, Belgium, and Switzerland), and Canada. All these countries 

were also found on previous PISA as well as TIMSS reports as academically top 

performed countries (PISA, 2009; TIMSS, 2007). 

In the last decade, Korea has been one of the highest performing OECD countries 

on all three academic domains (reading, math, science), according to PISA reports, the 

gap between the lowest and the highest achieving students in Korea is very small, 

suggesting that overall young Korean academically perform well. 

An interesting finding from the PISA assessments is that there are very different 

educational results from the similar socio-economic status (SES) level of countries; high 

national income is not prerequisite for high educational achievement. According to the 

report of PISA (2009), the national Gross Domestic Product (GDP) predicts only 6% of 

the differences in students‟ academic achievement across countries. Although currently 

Korea is the best performing country in academic achievement among OECD member 

countries (PISA 2009), until the middle of twentieth century, this country was devastated 

by constant warfare, such as the Japanese colonial rule and the Korean War. In 1960s, the 

per capita Gross National Product (GNP) of Korea was only $82 and people were 

illiterate and the nation was underdeveloped (Kim &Park, 2006). Korea has been 

achieving remarkable economic development over the last four decades but it still has a 

Gross Domestic Product (GDP) per capita below the OECD average. It may suggest that 

there are some factors other than economics that makes Korean students excellent in 

academic performance.  
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Purpose of Study 

The purpose of this study was to explore how parental involvement influences 

academic performance of Korean students. Although there may be cultural advantages in 

this population, the aim was to explore how Korean parents are involved in education and 

how those factors impact their students‟ achievement. The operating hypothesis of this 

study was that parents positively influence their children‟s academic achievement in 

Korea. In order to have better evidence for current high academic performance by young 

Koreans on international academic assessments, as well as to have a greater 

understanding of parental influence on their academic performance, the age from 13 to 16 

- year-old (Korean age) middle school students (Korea has different age counting rule 

from western countries, so the age range is equal to 11 to 15 –year-old American students) 

was examined. 

Compared to early childhood, students from late childhood to adolescence 

commonly experience multiple levels of change on their physical, emotional, cognitive 

development as well as a significant change of school context. It is the time that students 

start making life choices regarding high school/college and careers: to choose where they 

are going, what they are studying, and what they are doing during their life time. At the 

same time, students are more autonomous. Thus, it is important to understand parenting 

variables that influence this age group‟s educational achievement. Previous researchers 

have demonstrated that parental involvement is positively related to children‟s academic 

achievement at elementary school level (Epstein, 1983; Grolnick, Kurowski, Dunlap & 

Hevey, 2000; Izzo, Weissberg, Kasprow & Fendrich, 1999), and some research suggests 
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that the high parental involvement does not simply predict achievement during middle 

school years but the nature of the involvement predicts achievement (Hill & Tyson, 2009). 

As young adolescents transition to high school, it is important to consider which parental 

involvement variables are influential in how they perform. In particular, it is important to 

study this age group because these students are among the highest performing on the 

TIMSS. 

In addition, although the relation between parental perceptions of children‟ ability 

and/or effort and children‟s academic achievement has not been fully established yet, 

researchers have suggested that parental expectation is positively associated with their 

attribution toward children‟s behavior and achievement (Georgiou, 1999). Parental 

attributions for children‟s success and failure are external factors which affect children‟s 

achievement (Weiner, 1985). Through daily interactions and behaviors, parents 

communicate their attributions for children‟s achievement (Phillipson & Philliopson, 

2010). Parental expectations generally reflect their cultural values (Stevenson & Lee, 

1990). It is also important to consider which attributions Korean parents communicate to 

their children and how those variables affect children‟s achievement.   

This study focused on Korean parents‟ attribution of their children‟s academic 

success and/or failure, involvements at home, school, and private tutoring, parental 

education level, and family income level to show whether these parental variables were 

associated with Korean middle school students‟ academic achievement.   

Significance of Study 

There is a need to know and understand whether current high academic 
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performance of young Korean reflects the quality of academic experience and what leads 

Korean students to become academically successful. The significance of the study is that 

it provides a better understanding of parental factors that promote fast-growing academic 

success of Korean students. Specifically, the investigation furnished data on Korean 

parents‟ influences on their child‟s academic achievement. Consequently, the findings 

may offer insight into how the academic achievement of other countries might be 

improved. In addition, deeper understanding of parental contributions to Korean 

education might demonstrate the burden of excessive parental roles in Korean education, 

possibly lending support for a collaborative approach among Korean government, schools, 

and homes in achievement motivations which would be suitable for the Korean society. 

Research Aims and Hypothesis 

The educational environment of public schools in Korea may not the best 

environment for students‟ learning. For instance, the average number of students in a 

typical primary school classroom in the United States is 23.1 students, and 24.3 students 

in the secondary school classroom. The average size of primary school classrooms in 

Korea is over 31 students, and 36 or over students in the secondary school classroom. 

Ironically, Korea, with other East Asian countries (Japan, China), has the biggest class 

size around the world (The New York Times, 2011). Despite these larger class sizes, 

Korean students showed the high level of performance in reading, math, and science 

subjects. SES had a weak relationship with student performance (PISA, 2000); thus 

income also does not appear to be a strong contributing factor. 

What contributes to the academic excellence of Korean students? To explain the 
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educational success of East Asian or Asian Americans, several studies have been 

conducted, mostly on relationships between Asian cultural values and academic 

performance. However, there have been few studies that focus on the parents‟ role in East 

Asian students‟ educational performance. This study assumed that the parental 

involvement variables in children‟s education, particularly in Korea, were a strong 

predictor of students‟ academic achievement.  

The specific questions for aims of study those were addressed are as follows: 

Aim 1: Is there a relation between Korean parents‟ involvement and children‟s 

achievement? 

Hypothesis 1a: A higher level of home involvement of parents will be positively 

associated with children‟s academic achievement. 

Hypothesis 1b: A high level of parents‟ school participation will be positively 

associated with children‟s academic achievement.  

Hypothesis 1c: Spending more money on private tutoring system will be positively 

associated with children‟s academic achievement.  

Hypothesis 1d: Greater satisfaction with private tutoring service will be positively 

associated with achievement.  

Hypothesis 1e: The frequency of communication with the private tutoring system 

will be positively related to children‟s academic achievement. 

Aim 2: Is there a relation between Korean parents‟ attributions and children‟s 

achievement? 
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Hypothesis 2a: Parents‟ attribution of success and failure to ability will be 

negatively associated to achievement of their children. 

Hypothesis 2b: Parents‟ attribution of success and failure to effort will be 

positively associated to achievement of their children. 

Hypothesis 2c: Parents‟ attribution of success and failure to luck will be 

negatively associated to achievement of their children. 

Hypothesis 2d: Parents‟ attribution of success and failure to strategy will be 

positively associated to achievement 

Aim 3: Which family background variables in Korea are associated to children‟s 

academic performance? 

Hypothesis 3a: There is no significant difference between family income levels 

and child‟s achievement. 

Hypothesis 3b: There is a significant difference between parents‟ educational level 

and their child‟s achievement. 

Aim 4: What is the best combination of parental attribution (ability, effort, luck, 

and strategy), parental involvement (home, school), and background factors (SES, parents‟ 

educational level) in predicting academic achievement in Korean youth? 

Hypothesis 4: Parent‟s attribution of effort to success/failure and parental 

education will be the best combination of variables to predict student‟s academic 

achievement. 

Definition of Terms 

Parents’ attribution: Based on Weiner‟s theoretical concepts that parents search 
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for reasons to explain their children‟s academic success and failure commonly using four 

factors (ability, effort, luck, and strategy). Ability refers to students‟ innate intelligence 

ability, effort refers to students‟ diligence in academic related work, luck refers to good 

luck by chance, and strategy refers to using students‟ different level of studying strategy 

which will impact on their achievement.  

Model minority: This concept was introduced in the 1960s during the height of 

the Civil Rights movement in the United States to referring Asian American that they are 

academically and economically successful. At schools, Model Minority commonly refers 

to Asian Americans students who are excellent in academics and behave well at school.  

Confucian culture: Confucian principles are based on the belief of human 

malleability. The prevalent Confucian principles in the belief of human malleability 

among East Asian countries leads people emphasize effort as the main prerequisite for 

achievement. This belief also makes students, parents, and teachers attribute any 

limitations on achievement to a lack of diligence on the part of the learner. Lee (2009) 

described Four Confucian Asian countries as Hong Kong-China, South Korea, Japan, and 

Macau-China. 

Academic achievement: This term was measured by the parent survey with 

respect to their children‟s overall grade point average (GPA) in school.  

Parental involvement: This study defines this term as parents‟ interactions with 

children at home, with private tutors, and with the school in order to enhance their 

children‟s academic performance. 
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Summary 

Chapter 1 raised the issue of the academic achievement gap across different 

cultures and nations, and provided the international assessment data reflecting the 

remarkable high academic achievement of East Asian students, including Korean students. 

Most research on parental attribution and involvement has been conducted on Asian 

cultures, but not necessarily Korean families. Further, among international studies, a few 

studies have solely focused on Korean population and there is little known about which 

parental variables work together in predicting Korean student achievement. Thus, the 

current study addressed these gaps in the literature. The following chapter (Chapter 2) 

will describe the theoretical underpinnings of the study and present findings related to 

parental attributions, parental involvement, family income level, parental education level, 

and student achievement.   
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CHAPTER 2: LITERATURE REVIEW  

This study is based on the theoretical framework that parents play a mediatory 

role in their children‟s cognitive development and academic achievement. This study was 

inspired by Vygotsky‟s classic theory that the individual‟s cognitive skills are mediated 

by the social relations and culture. Chapter 2 provides a review of foundational 

frameworks of parental involvement, various definitions of the term „parent involvement,‟ 

previous studies on the effects of parental involvement on achievement, attributions, 

different cultural beliefs, the high achievement of Korean students, and the uniqueness of 

Korean parents‟ involvement.  

Vygotsky‟s social constructivist approach emphasizes the social contexts in 

individual‟s learning and viewed cognitive developments as a result of social interactions; 

the child learns through sharing the problem-solving process with someone else, mostly 

with adults such as parents or teachers, sometimes with similar age groups such as 

siblings, or peers. In this theory, parents play an initial important role in their children‟s 

social and cognitive development, as well as academic achievement, in that they guide of 

the problem solving of their children, and transmit the existing knowledge of their culture 

to their children (Vygotsky, 1978). Parents‟ cultural and psychological beliefs are an 

important precursor for children‟s development because parents‟ beliefs and expectations 

are gradually transferred to their children in daily interactions (Vygotsky, 2004). 

Foundational Frameworks of Parental Involvement 

Grolnick and Slowiaczek‟s (1994) term of parent involvement referred to parents‟ 

dedicated efforts of resources for their children within each dimension of involvement. 
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However, different researchers have considered varied aspects of parent involvement. 

According to Baker and Stevenson (1986), parents‟ involvement is an important factor to 

effectively manage their children‟s educational careers. They argued that parents should 

know their children‟s performance, the demands of the school, and have time to use their 

managing skills to promote children‟s academic success. Hoover-Dempsey and Sandler 

(1999) differentiated parental involvement as home-based involvement and school-based 

involvement. Although there are numerous definitions of parental involvement in 

education, Epstein‟s definition has been referenced by most researchers. Epstein 

conceptualized six types of involvement which includes parenting, communication, 

volunteering, learning at home, decision-making, and collaboration with the community 

(Epstein, 1992). 

Grolnick’s three dimensions of parental involvement. Grolnick and her 

colleagues (Grolnick & Slowiaczek, 1994) conceptualized three dimensions of parental 

involvement (behavioral involvement, personal involvement, cognitive/intellectual 

involvement), which affect students‟ outcomes and motivation. Behavioral involvement 

refers to their involvement strategies in education at both home and school, such as 

volunteering at school, attending an open house, and assisting with homework. Personal 

involvement includes interactions between parent and child that communicate attitudes 

and expectations about school and education which reflects value and socialization. 

Cognitive-intellectual involvement covers home based involvement that fosters children‟s 

skills and knowledge through exposing children to educational activities and experiences, 

such as going to museums or reading books. 
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Hoover-Dempsey and Sandler’s home-based and school-based involvement. 

Hoover-Dempsey and Sandler (Hoover-Dempsey & Sandler, 1997) insisted that parents‟ 

beliefs about parental roles and responsibilities contribute to their level of involvement 

with children‟s education. They broadly defined parental involvement as ranging from 

home-based activities to school-based activities, which foster children‟s learning and 

school outcomes. Home-based activities included reviewing and monitoring children‟s 

work and process, helping with homework, discussing school events and courses with 

children, providing activities relevant to school success, and communicating with 

teachers. School-based activities were activities as driving on a field trip, staffing a 

concession booth at school games, coming to school for conferences or informal 

conversation, volunteering, and serving on a parent-teacher advisory board. 

Epstein’s Parental Involvement Framework. Epstein‟s framework has been the 

most cited and widely accepted conceptual model of parental involvement. In her articles 

and a book, Family, and Community Partnerships (Epstein, 2001), Epstein argued that 

when school, family, and community are working together toward shared goals (spheres 

of influence) for children‟s development, this collaborative work enhances a child‟s 

educational development. Epstein emphasized that the school needs to create greater 

„overlap‟ among these three environments (school, home, and community) of children by 

implementing activities across all six types of involvement. Her concept of parenting 

refers to parent‟s actions which enhance children‟s learning and cognitive development. 

Communication refers to all home-to-school communication of children‟s academic 

development and academic relevant information. Volunteering covers parental attendance 
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in variety school activities. Learning at Home includes helping with homework, 

encouragement, and emotional support in academic challenges. Decision-Making refers 

to parents‟ advocating for children‟s interests and school environment. Collaborating with 

the Community covers the degree of parent‟s knowledge about community resources and 

using them in children‟s learning (Epstein, 1992). 

Parental Involvement and Student Achievement 

A growing body of research has explored the role of parents in education, and 

studies have repeatedly suggested that parents play significant roles in their children‟s 

academic performance; that is, parents‟ involvement positively enhances children‟s 

academic success. A three-year longitudinal study (Izzo, Weissberg, Kasprow, & Fendrich, 

1999) reported that parents‟ involvement in elementary children‟s education both at home 

and at school predicted their child‟s classroom behaviors as well as academic 

performance two years later. Using teachers‟ rating reports, Izzo and colleagues focused 

on four factors of parents‟ involvement such as frequency of contact with teachers, 

quality of interaction, and participation at home and school activities. The results 

indicated that parents‟ participation in educational activities was a significant predictor of 

children‟s educational outcomes such as students‟ school engagement, which included 

academic performance and socioemotional adjustment over time. 

Parents‟ involvement in education also affects the transition period in children‟s 

education. Grolnick and colleagues (Grolnick, Kurowski, Dunlap, & Hevey, 2000) 

investigated three factors of parental involvement: school, cognitive, and personal 

involvement in a diverse sample of 60 children during their transition period between 6
th
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and 7
th

 grades. The results reported that children whose mothers were more involved in 

cognitive and personal domain activities experienced fewer decrements in their 

competency during the transition period compared with children whose mothers were less 

involved in those domains. In addition, when mothers were involved in schooling before 

their children had the transition from elementary school to junior high school, their 

children did not show as much decrease in their reading grades and managed their grades 

better over the transition relative to children whose mothers did not participate in 

schooling. 

Parents‟ interactions with school and their children also may promote their 

children‟s academic success in middle school. In a meta-analyses of 50 studies, Hill and 

Tyson (2009) concluded that although parental involvement in general during middle 

school is positively associated to academic achievement, specific types of involvement 

were predictive of achievement outcomes includes course or class grades, GPA, and test 

scores, etc. Specifically, helping with homework was negatively related with achievement, 

whereas other types of home-based involvement such as guiding useful strategies 

(academic socialization), communicating about the meaning of academic performance, 

goals, purposes of education, and having the expectation of involvement were positively 

associated with achievement.  

Balli and colleagues‟ study (Balli, Wedam, & Demo, 1997), which focused on the 

level of family involvement, investigated the relations among family involvement, 

achievement, and parents‟ education level. They also examined whether family 

involvement can be a predictor of student‟s math achievement. Seventy-four White 6th 
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grade students who enrolled in three math classes taught by the same teacher and those 

students‟ families were randomly assigned into three treatment groups to investigate the 

study aims. Parents of two groups were coached on how they could help their child 

complete assignments by mailed direction sheets. The different levels of homework 

helping were measured by students‟ and parents‟ questionnaires, telephone interview with 

parents, and written comments offered by family members. In their study, the higher level 

of involvement was not associated to the higher level of student‟s achievement. However, 

the higher level of parents‟ education was positively associated with students‟ math 

achievement. Although this study did not measure the quality of involvement, through 

telephone interviews with parents, the authors concluded that the high level of parental 

involvement may not simply predict student‟s achievement in middle school years, and 

they suggested that the quality of involvement is at least as important as the quantity of 

involvement.  

Juang and Silbereisen‟s (2002) longitudinal study further supported the positive 

impact that the quality of parental involvement has on grades during middle school. 

Parental behaviors, beliefs, and students‟ beliefs about their cognitive ability were 

examined during 6
th

grade, and compared to student‟s grade and academic competence, 

which was measured by Adolescent Academic Capability Beliefs Scale, during 9th grade. 

Parents with more warmth tended to have higher interest in involvement, discussion, and 

school aspirations for their children. The study suggested that these parental factors were 

positively related to higher student‟s self-capability beliefs, which in turn, significantly 

predicted their grades and competence when they were in Grade 9.  
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In summary, the findings from the studies on how parental involvement influences 

student achievement suggest that although the types of parental involvement may 

promote academic success, it is also the quality of that involvement supports student 

achievement. Thus, it is important to examine the nature of involvement, the degree of 

involvement, and the quality of that involvement. Further, it is expected that a positive 

influence of parental involvement on students‟ achievement during middle school will be 

demonstrated in Korean families.  

Parent’s Attribution to Children’s Achievement 

Previous studies on the relations between social context and student academic 

achievement have demonstrated that parents play important roles in their children‟s 

achievement. Just as what parents do is important to assist their children in achievement, 

so is the way they think.  

According to Weiner‟s the causal attribution theory (1985, 1994), individuals 

search for reasons to explain achievement, and commonly use four factors to explain 

achievement outcomes. Those achievement outcomes are intellectual ability, effort, task 

difficulty, and luck. Each factor has three dimensions such as locus (internal-external), 

stability (stable-unstable), and controllability (controllable-uncontrollable). Weiner 

argued that the attributions that individuals make influence their expectancy of success, 

their achievement behaviors, and their achievement performance. For example, if 

individuals attribute failure to insufficient effort, it may increase motivation for next 

success. In contrast, if individuals attribute their failure to the absence of ability, it 

dampens motivation for success following failure and causes individuals to give up easily. 
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A considerable body of research and theory supports that parents‟ attitudes toward 

achievement is related to children‟s performance. These associations occur because 

parents‟ beliefs about the importance of achievement influence parents‟ daily interactions 

with their children (Parke & Buriel, 1998; Scarr, 1992). Several studies have shown that 

parents most often attribute their children's success and failure to either ability or effort 

rather than to task difficulty, luck, or teacher competence (Kinlaw, Kurtz-Costes, & 

Goldman-Fraser, 2001; Rytkönen, Aunola, & Nurmi, 2005; Natale, Aunola, & Nurmi, 

2009). Previous researchers have reported a greater tendency of parents to attribute their 

children‟s academic success to ability and less likely to attribute success to effort 

(Holloway & Hess, 1985; Dunton, McDevitt, & Hess, 1988; Yee& Eccles, 1988). By 

contrast, parents tend to attribute their children‟s academic failure to effort (Holloway & 

Hess, 1985).  

In addition, much research indicates that those parents' attributions for children‟s 

academic success and failure impact children‟s academic performance. For example, 

Georgiou (1999) suggested an idea about parents‟ beliefs that effort plays a role in 

performance. His study showed that parents‟ attribution of effort influencing their 

children‟s achievement was positively related to children‟s actual achievement results. It 

is important to note that parents‟ attribution style did not strongly relate to their children‟s 

attribution. In addition, some researchers have suggested that attributing academic 

success to ability may not always have beneficial effects on children‟s motivation and 

achievement. For example, Muller and Dweck (1998) designed six experimental studies, 

with a total of 128 ethnically diverse fifth graders divided into three groups based on 
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what information was communicated to them: one group was told their performance in 

different success and failure conditions was due to ability, another due to effort, and the 

control group condition. The findings from their six studies suggested that there were 

differential effects of praising ability or effort on achievement. Children who were 

praised for ability after success were more likely to choose problems in later problem-

solving tasks that would allow them to show how well they performed on tasks. In 

contrast, children who were praised for effort were more likely to choose problems that 

required deeper learning in later tasks. In addition, when praised for ability, children 

tended to be more interested in how other students did on the tasks, whereas children 

praised for effort preferred to receive strategy-related information to improve their future 

performance. Further, children who received ability feedback after success appeared to 

learn that their good performance reflected their high ability, and at the same time, low 

performance reflected low ability. The study suggested that praising ability for children‟s 

success did not appear to teach children that they are smart but instead taught them to 

measure their ability based on their performance, whereas praising effort did not. The 

authors also emphasized that because the participants represented culturally diverse 

children, the presented findings could be generalized across ethnic groups.  

With regard to cultural variability in parents‟ attribution for their children‟s 

achievement, previous studies indicate cultural differences in attributions between 

cultures. Western parents tend to attribute their children‟s academic success to ability, 

while Asian parents tend to attribute their children‟s academic success to effort (Philipson, 

2006; Stevenson & Lee, 1990). Given that students from Asian cultures are reported to 
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perform better than students from Western societies, such findings may imply that 

attribution of performance to success or failure to effort is predictive of actual 

performance. 

The tendency to believe in effort as the main prerequisite for achievement has 

been found across Asian cultures. For instance, Chinese or Chinese American mothers 

also have more tendencies to think they can control their children‟s academic 

performance than Caucasian mothers. On the other hand, Caucasian mothers are more 

likely to attribute their children‟s academic failure to uncontrollable causes such as 

child‟s ability, teachers‟ quality, and luck (Lin & Fu, 1990).  

Stevenson and Lee‟s (1990) cross-cultural study reported that compared to 

American mothers, Japanese and Chinese mothers were more likely to believe that all 

children have equal amounts of natural ability, whereas American mothers were more 

likely to agree that each student has the different amount of ability in reading and 

mathematics. Relative to Chinese and Japanese mothers, American mothers put greater 

emphasis on ability for achievement. They were also less likely to foster their children‟s 

participation in academic-related activities such as doing homework, attending after-

school classes, and tutoring in order to improve their children‟s school achievement but 

more willing to provide nonacademic activities, such as sports, music, and art. On the 

other hand, Chinese and Japanese mothers placed greater emphasis on effort for 

achievement and they were more likely to believe that academic success was acquired 

through hard work. These parents were more likely to encourage their children to 

participate in academic- related activities, after school hours, and provide a better home 
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environment for studying. 

Even within a culture, there were different beliefs for effort and ability on 

achievement between western cultural background parents and eastern cultural 

background parents. Phillipson (2006) showed that, in Hong Kong, western parents 

whose English-speaking children also were enrolled at a British international school were 

more likely to attribute their children‟s academic success toward ability, while Chinese 

parents whose children were enrolled at two different public schools tended to attribute 

their children‟s success to effort and failure to lack of effort.  

Although not all studies were with Korean families, findings from these studies of 

other children from Asian countries provide insight into the cultural practices and beliefs 

of Korean families in relation to academic achievement. In belief system such as that of 

Asian cultures that emphasize effort as the major avenue for improvement and 

accomplishment, differences among individuals are probably perceived to be due to their 

attitude toward experiences rather than differences in innate ability. Therefore, failure or 

lack of achievement maybe attributed to lack of self-exertion rather than to a lack of 

ability or to environmental obstacles. Korean parents also will strongly believe that they 

can control their children‟s academic success and failure by providing continuous 

parental support as well as children‟s self-discipline no matter what conditions they have. 

Family Background: Income and Parents’ Education 

In many studies, family background variables have been used factors to predict 

achievement. Family income and parents‟ education level have shown to be strong 

predictors of student‟s academic achievement. According to Duncan, Morris, and 
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Rodrigues (2011), children‟s development is malleable and the family influence during 

preschool period is crucial. Using data from seven random assignment studies, Duncan 

and colleagues estimated and identified the causal effects of income for children‟s 

achievement. Their estimation suggested that if family income increased by $1,000 and 

sustained for 2-5 years, it would promote 5% to 6% of a standard deviation in children‟s 

achievement. 

Family income might be a crucial predictor of student‟s achievement in early 

childhood, but maybe not necessarily in later development stages. Cooter et al. (2004) 

reported that, among medical college students, students from high income families were 

more likely to perform better than students from low income families during the 

preclinical years; however, students tended to perform similarly during the clinical years. 

This study focused on the relations among achievement, career choice, and educational 

debt. Data indicated that students from low income families performed less well during 

the preclinical years, which did not translate into failure to graduate but rather delayed 

graduation. These students performed academically well during their undergraduate and 

postgraduate levels. This study suggested that although family income was associated 

with students‟ performance in college students, there was lack of meaningful difference in 

terms academic performance. 

Moreover, although some studies suggest that income influences achievement, the 

Organization of Economic Cooperation and Development (OECD) found that it only 

contributed a small proportion of variance in predicting student test performance (PISA, 

2009). 
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Although findings regarding family income and student achievement are 

equivocal, parents‟ education has been found to be a strong predictor for children‟s 

achievement. Davis-Kean (2005) examined how SES affects children‟s achievement, 

especially focused on the effects of family income and parents‟ education levels. Her 

study initially assumed that parents‟ education and family income would indirectly 

associate with children‟s achievement through parents‟ beliefs and behaviors at home. 

Using a national cross-sectional design including 8-12 year-old African American and 

European American children, the study examined three parenting variables: expectation, 

reading to children, and the warmth in interactions. The results for the African American 

group were consistent with the study hypothesis; parent‟s education and income were 

positively associated with achievement. However, the finding for the European American 

group was different in that parents‟ education was a much stronger predictor of children‟s 

achievement than family income. This study emphasized the parents‟ role in children‟s 

achievement and suggested a need for further study about complicated roles in parenting. 

Although parents‟ education has been shown to be a strong factor in predicting 

student‟s academic achievement, it is unclear how parent‟s education impacts 

achievement. In order to explain the relations between parent‟s education and children‟s 

achievement, Steinmayr and colleagues (Steinmayr, Dinger, & Spinath, 2010) assumed 

that children‟s characteristics would work as a potential mediator between family 

background and achievement. Using a German sample of 11
th

 and12
th

 graders, they 

investigated the association among parent education and children‟s characteristics, which 

were measured by children‟s intelligence and personality, and academic achievement. In 
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the results, each independent variable was positively correlated to achievement. Moreover, 

even after controlling intelligence and personality variables using a mediational model, 

parent‟s education was still a significant predictor of academic achievement. The results 

implied that with or without the mediation of child‟s characteristics, parent‟s education 

play an important role in achievement (Steinmayr, Dinger, & Spinath, 2010). 

High Academic Achievement of Korean Students in International Comparisons 

Asian culture is very diverse in the literature of academic achievement. Asian 

students who achieve higher performance in academic areas are typically students from 

East Asia such as Hong Kong-China, Japan, Korea, Taiwan (Lee, 1990). These countries 

represent a geographic region that historically shares common a cultural feature - 

Confucianism (House, Hanges, Javadan, Dorfman, & Gupta, 2004; Inglehart,1997). 

South Korea (hereafter abbreviated as Korea) is one of several typical Confucian 

countries in the East Asian region. Similar with other Confucian countries, people in this 

country have very high values and interest in education. Although free education in Korea 

is only up to the middle school, the high school enrollment in this county is about 99% 

and the literacy rate of people is nearly 98% (Kim & Park, 2006). 

The ranking of Korean students‟ performance on international achievement 

assessments such as TIMSS and PISA have increased during recent assessments. For 

example, the mathematics achievement of the eighth graders from Korea was the second 

highest performance on TIMSS 2007 (The fourth grade did not participate from Korea); 

Korean students scored approximately 100 points above the international average. In 

addition, from 1995 to 2007, the average scores of Korean students increased 16 points in 
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mathematics achievement, whereas the average scores of students from the other East 

Asian countries have gone up and down. For comparison, during the same period, the 

average scores of American students have also increased 16 points but, in 2007, the 

differences of average score in mathematics achievement between Korea and The Unites 

States was 89 points (Table 1). 

 Korea Japan Hong Kong United States 

2007 597 570 572 508 

2003 589 570 586 504 

1999 587 579 582 502 

1995 581 581 569 492 

Table1: Trends in Mathematics Achievement -1995 through 2007 –TIMSS2007 

Korean students‟ performance on the reading, math, and science literacy scales on 

PISA 2000 was also significantly above the OECD average. Compared to a mean score of 

504 among American students in the United States, Korean students received a mean 

score of 525. In the mathematics domain, Korean students received 547 points, which is 

nearly 50 points higher than the OCED average, whereas American students received 493 

points. In the scientific domain, Korean students had the highest score (552) among 

participating countries, whereas students from the United States had 499 points. Overall, 

Korean students achieved high overall performance with low disparities in all three 

domains. 

The high academic performances of Korean students were also found on the most 

recent report of PISA (2009). Except for the partner economy (not a nation such as 

Shanghai-China), Korea is the highest performing among OECD countries on reading, 

with a mean scores of 539 points, and on mathematics, with a mean of 546 score points, 
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among students from participating OCED countries.  

Although currently Korea is the best performing country in academic achievement 

among OECD member countries (PISA 2009), until the middle of twentieth century, this 

country was devastated by constant warfare, the Japanese colonial rule and Korean War. 

In 1960s, the per capita GNP of Korea was only $82 and people were illiterate and the 

nation was under developed (Kim & Park, 2006). Korea has been achieving remarkable 

economic development over the last four decades, but it still has a GDP per capita below 

the OECD average. That suggests that there might be another factors than the level of 

income that makes Korean students academically successful.  

The Uniqueness of Parental Involvement in Korean Education 

Along with the recent outstanding performance of Korean students in various 

international assessments, Korean parents have shown a high level of involvement in 

their child‟s education. Korean parents‟ extraordinary interest in their children‟s education 

and their actual involvement and investment are often described as “educational zeal” or 

“education fever” (Sorensen, 1994; Seth, 2002). Korean parents‟ involvement in 

education may have unique aspects from those of other countries. 

A large body of studies based on U.S. education has focused on parental 

involvement in home-based and school-based activities, and some studies also included 

community as a resource for involvement. Both home and school based involvements are 

probably the most major forms of involvement of parent in education not only in U.S., 

but also in many different countries. However, in Korea private tutoring plays a 

substantial role in education between home and school. Unlike the United States, there is 
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high competition for entering universities in East Asian countries such as Korea, Japan, 

and Taiwan. In these countries, private tutoring after regular school is essential to boost 

students‟ academic performance (Bray 2009, 1999; Dawson, 2010). 

Park and colleagues (2011) reported that Korean parents use private tutoring as an 

important parental involvement strategy that addresses their children‟s specific needs in 

academic performance. Park and colleagues‟ data from a two-year longitudinal survey for 

middle school students in Korea suggested that Korean parents spent a considerable 

amount of hours communicating with private tutors and private academic institutions‟ 

teachers about their children‟s academic progress, and expended time and effort on 

gathering information to find a better private tutoring services that would best fit their 

child‟s academic needs. Their study showed that these efforts and time by Korean parents 

were significantly associated with increasing math and English test scores of their 

children. 

Some Korean scholars have pointed out that the structural features of the Korean 

educational system may encourage Korean parents‟ unique involvement pattern of relying 

on private tutoring systems. Since 1970s, the Korean government has tried to reduce 

educational inequalities in Korea and the most salient practice by the government was the 

high degree of educational standardization for both primary and secondary educations. 

Many aspects of education such as teacher training, recruitment, curriculum, and pace of 

instruction in classrooms are tightly regulated and monitored by each state in Korea. 

Furthermore, schools are required to adopt government standards for teaching, 

learning, evaluation, and the nationwide scholastic ability test. In addition, the extreme 
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practice of educational standardization in Korea is also applied to create equity between 

private and public schools. Consequently, both private and public schools in Korea 

receive students through random assignment by lottery. The Korean government has 

consistently maintained the equalization policy in education; however, some scholars 

have been critical of this policy because the equalization in Korean education can restrict 

students and families‟ right to choose schools.  Moreover, due to high competition to 

enter college, Korean parents seek private tutoring systems as an essential aid for their 

children‟s academic performance (Kim, 2003; Lee, 2004; Park, 2007, Sorensen, 1994). 

Some researchers such as Sorensen (1994) explained that social pressures and 

values in Korea are major reasons of young Korean‟s high academic performance. 

Although the government‟s educational equalization policy equalized public schools, 

made structural equality within public schools and between public and private schools, 

most Koreans perceive that the entering higher education system such as college or 

universities is the most concrete way for success. The system of higher education (college, 

university) is designed to sort students by their achievement level; however in national 

wide equalized school system, almost all Korean students who expect to go to college 

consequently face to extreme competition. The ranking of the university or college is also 

closely associated to the social prestige in Korean society: the higher the rank of a 

university that an individual attended, the better job or work success he or she has in the 

rest of his or her life. Considering these specific features of Korean education and social 

organization, Sorenson insisted that because education is actually the only gateway to 

success in future for Korean people, Korean students experience “examination hell” to 
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enter better college and university. Further, in order to assist students‟ high achievement 

in academic competition, Korean parents must play a pivotal role to help their children 

succeed. Parents do this by seeking academic information, communicating with private 

tutors, and being willing to pay for private tutoring systems or academic supplementary 

materials (Sorenson, 1994). 

The Conceptual Framework of Study 

The fundamental theoretical framework of this study is a social construction 

approach‟s underlying premise that parents play a mediatory role in their children‟s 

development and achievements through daily interactions with their children. The basic 

assumption of the study was that Korean parents play a mediatory role in their children‟s 

achievement, and contribute to current Korean student‟s high academic performance, 

which is driven by the parent-child interactions.  

A conceptual framework of this study was developed based on a literature review 

of the effects of (1) parental involvement; (2) parents‟ attribution; and 3) family 

background on academic achievement. The study focused on exploring parental 

influences on Korean students‟ high academic achievement: each parental factor was the 

independent variable and achievement was the dependent variable.  

Predictors were three variables: 1) parent‟s attribution 2) parental involvement 3) 

parental background. Parentss attributions were defined as parent‟s perception of why 

their child succeeds or fails academically. To measure this variable, an eight-factor model 

by Phillipson and Phillipson (2010) was adopted, which included the four attributions of 

ability, effort, luck, and strategy to each success and failure.  
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Figure 1. An eight-factor model by Phillipson & Phillipson, 2010 

Parental involvement, which was defined as parent‟s interactions with children at 

home, school, and private tutoring to enhance academic performance, had three 

dimensions of involvement. Interactions at home and school were measured by adapting 

the two-factor model by Phillipson and Phillpson (2010). In addition, this study included 

the distinctive dimension of Korean parental involvement of private tutoring, which was 

inspired by Park et al. (2011).  

 

 

 

 

 

 

 

Figure 2. Two-factor model of parental involvement by Phillipson & Phillipson ,2010 

Note: S.W=school work, PTA=parent-teacher association, Inter=parent-teacher interview 
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Figure. 3 A Conceptual Framework of Parental Influence on Korean Students’ 

Achievement 
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Summary 

This chapter presented the brief theoretical framework of study, the overview of 

the definition and fundamental frameworks of parental involvement, and the literature 

review of the effects of parental involvement, attribution, family income, and parental 

education on academic achievement. The significance of the study is that the proposed 



43 

 

investigation provides a better understanding of parental factors that influence Korean 

student‟s high academic achievement. Details of the research methodology are considered 

in Chapter 3. 
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CHAPTER 3: METHOD 

This chapter provides details of the methods and process of the study including (1) 

research design and participants; (2) data collection procedure; (3) protection of human 

subjects; (4) measures; (5) translation of instruments; (6) data analysis; (7) missing data; 

and (8) a summary.  

Participants 

The target population of the study was Korean parents and a convenience sample 

was used to select the participants of this study. To examine the study aims, 150 Korean 

parents whose children‟s age were between 12-16 years old Korean age were asked to 

complete a questionnaire packet containing items about their attribution styles to 

academic success and failure, degree of involvement at home- school-private tutoring, 

and parental background information. Parents whose children‟s ages are between late 

childhood and adolescence were recruited in this study because this age range is typical 

of the middle schools in Korea. Korea uses different age counting rule from the western 

countries thus Korean age could be different 1 or 2 years from the age in western 

countries.  

G*Power 3.0 version was used to determine sample size. In multiple regression 

analysis with an alpha of .05, a moderate effect size of .15, a power of .80, and up to 14 

independent variables, a sample size of 135 was required. Thus, enrolling 150 families 

allowed for up to 10% nonresponse, incomplete or unusable data and still had sufficient 

power to detect a medium effect size.  

The original sample consisted of 140 Korean parents who reported their children‟s 
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Korean ages to be between 12 through 16 years old. However, two cases were dropped 

because of missing data, leaving a total of 138 in the analysis. Means, standard deviations, 

range, frequencies, and percentages for demographic variables are presented in Table 2.  

Table 2. Description of Sample on Demographic Information (N =138) 

Variables Mean SD Range No. % 

No. of people in the household 4.2 .724 2-6   

No. of children in the household 2.14 .599 1-4   

No. of children in the middle school      

    Son    57 41.30 

    Daughter    81 58.70 

Grade Point Average 3.57 1.24 1-5   

    90-100 point (Soo, A)    39 28.30 

80-89 point (Woo, B)        42 30.40 

    70-79 point (Mi, C)        27 19.60 

    60-69 point (Yang, D)        18 13.00 

    Equal or less than 59 (Ga, F)        12  8.70 

Parents‟ Education Level      

    High School    41 29.70 

    College    27 19.60 

    University    59 42.80 

    Graduate or above    11 8.00 

Parents‟ Annual Income      

    Less than 19,999,999 Won    9  6.50 

    20,000,000 to 29,999,999 Won    24 17.40 

    30,000,000 to 39,999,999 Won      31 22.50 

    40,000,000 to 49,999,999 Won    29 21.00 

    More than 50,000,000 Won    45 32.60 
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In the total sample female children were slightly represented more than male 

children who were the identified middle school students. The modal response of GPA in 

the sample was 3.57 (SD =1.27) that is equal to „Woo‟ in Korean grading system, which 

is equal to „B‟ in Western grading system. More than half of the respondents (65.9%) 

reported that their child‟s current GPA is not acceptable and that it is important that their 

child‟s GPA improve.  

In regard to parents‟ education level, about half of the respondent reported that 

(50.7%) they were graduated with a bachelor degree or higher. In terms of income, the 

most respondent (32.6%) reported that they earning over 50,000,000 Won, and majority 

higher income reporting fairly split middle income categories, whereas only 6.5% were 

categorized in lowest income bracket.   

Measures 

The parents‟ questionnaire packet included (1) demographic information 

questionnaire; (2) the Parent Home and School Involvement; (3) the parents‟ private 

tutoring involvement information questionnaire; and (4) the Parent Attribution Scale. 

Demographic information questionnaire. The items on this questionnaire asked 

parents to provide brief information about their children and themselves (Appendix A). 

Children‟s information included gender, age, and GPA in schools. Parental information 

included age, educational level, family income, and relationship to the child. GPA was 

measured as an ordinal scale, with a scaling in accordance with the Korean grading 

system, which is likely to range from equal or less than 59 point (Ga) to 90 to 100 point 

(Soo). Secondary schools in Korea traditionally use a five-scale grading system, although 
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there is no failing grade, „Ga‟ or below 60% is the lowest grade that student can received. 

Gender was measured as dichotomous variable; gender was coded “1” for boy/male and 

“0” for girl/female. The relationship to child was measured by two levels; mother and 

father. The question for education level asked the highest level of education achieved by 

the “decision maker” in family; it was measured by four levels of education: high school 

or below, college (two year), university (four year), graduate school or above. Family 

income was classified as five levels: W19,999,999,  W20,000,000 and  W29,999,999, 

or  W30,000,000 and  W39,999,999, or  W40,000,000 and  W49,999,999, or  

50,000,000; these categories were based on Korean family minimum wage and average 

income (Korean Statistics Information Service, 2011). 

The parental home and school involvement scale. Korean parents‟ home and 

school types of involvement were measured by the Parental Home and School 

Involvement Scale. This scale is also a subscale of the Parents’ Attributions and 

Perception Questionnaire (Phillipson & Phillipson, 2010). The scale includes 10 

statements to reflect parental involvement with children at home and at school. The items 

were found to be well-fitting for Hong Kong Parents with acceptable fit indexes 

(χ2/df=1.90, values of GFI=.95, CFI=.96) and Cronbach alpha of.82. Response categories 

for this scale include 5-point Likert scale; 1) never, 2) rarely, 3) sometimes, 4) regularly, 

and 5) always. Scores range from 10 to 50, with higher scores reflecting high 

involvement at both categories: home and school.  

The private tutoring questionnaire. Korean parents‟ involvement in private 

tutoring-based activities was measured through a questionnaire developed for the study 
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that asked for parents‟ monthly expenditures for private tutoring for their children, 

parent‟s satisfaction with private tutoring services, frequency of communication with 

tutors to discuss about academic related topic for children, tutoring focus subjects, and 

the process parents used to find private tutoring. The questionnaire was composed of 6 

questions. The frequency of communication with tutors has 5 levels; (0) Never, (1) once 

or less per month, (2) sometimes per month, (3) sometimes per week, and (4) every day. 

The amount of spending money for tutoring system also has 5 categories; (0) W 0, (1) 

between W150, 000 and W240, 000, (2) between W250, 000 and W340, 000, (3) between 

W350,000 and W450,000, and (4) equal or greater than W460,000: based on the average 

spending cost for private tutoring between Seoul and Kyonggi-do area, Korea (Korean 

Statistics Information Service, 2011). Tutoring satisfaction had 6 levels (0) no answer-no 

tutoring (1) very dissatisfied, (2) somewhat dissatisfied, (3) neither satisfied nor 

dissatisfied, (4) somewhat satisfied, and (5) very satisfied.  

The parental attribution scale. Korean parents‟ attribution to their children‟s 

academic achievement was measured by the Parental Attribution Scale, which is a 

subscale of the Parents‟ Attributions and Perception Questionnaire (PAPQ) developed by 

Phillipson and Phillipson (2010). The statements of Parental Attribution Scale from the 

PAPQ were originally adapted from the Causal Attribution Scale Questionnaire based on 

Chan and Moore‟s work, which is a self-report instrument for student‟s casual attribution 

(Phillipson & Phillipson, 2010). This scale was developed to measure Hong Kong parents‟ 

causal attributions for their children‟s academic success and failure. The Parental 

Attribution Scale included 24 statements to ask parents choose the reasons of their 
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children‟s academic success and failure in academic activities. Each statement described 

a cause for academic success and failure among four attributions of ability, effort, 

strategy, and luck with eight sub-factors: success ability, success effort, success luck, 

success strategy, failure ability, failure effort, failure luck, failure strategy. In a validation 

test, Phillipson et al. (2010) reported that this scale has chi-square to degree of freedom 

ratio (χ2/df) of 1.56, Goodness of Fit Index (GFI) of .90, Comparative Fit Index (CFI) 

of.90, and Cronbach alpha of .78. Parents rate the degree to which they agree with each 

statement using a five-point Likert scale range from 1 (strongly disagree) to 5 (strongly 

agree). Scores range from 3 to 15, with higher scores indicating a high tendency toward 

that particular attribution style.  

Translation of Measures 

The process of translation for the Parental Attribution Scale and the Parental 

Home and School Involvement Scale was completed used the Brislin‟s translation model 

which was described and extended in Jones and colleagues study (2001). The Parental 

Home and School Involvement Scale and the Parental Attribution Scale, which was 

written in English, were translated firstly by a Korean-English bilingual person into 

Korean then administered to two Korean-English bilingual persons to decide whether the 

measures appropriately translated into Korean. If they identified any awkward words 

and/or sentences, the words were adapted. Then, another two Korean-English bilingual 

persons who did not participate in the original translation of measures were asked to do a 

back translation. A group discussion with some bilingual persons, lay persons, and the 

researcher were conducted to determine whether the back translation achieved enough 
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cultural and language equivalence. The process was repeated until the primary 

investigator (the researcher) was satisfied that the Korean version has sufficient language 

equivalence toward the original English version. (Figure.4) 

Figure.4 Adaptation of Brislin’s Translation Model (Jones et al., 2001) 

            TL1          BT1 

SL                                   GD1     was repeated until satisfaction 

TL2          BT2 

* Notes: SL=Source language, TL1=First translation, BT1=First back translation, GD=Group discussion 

Before investigating the aims of research, the researcher examined internal 

consistency of the translated Korean version of the Parental Home and School 

Involvement scale, and the Parental Attribution scale. Standardized Cronbach‟s alpha 

coefficients were used to assess the internal consistency. Item-total correlations and item-

subtotal correlations were used to examine whether any items did not relate well enough 

to be retained with the corresponding corrected scales. A minimum total criterion item-

total correlation level of .30 was set for inclusion in the scale (Coban & Kasikci, 2010).  

Procedure 

The study employed a cross-sectional, descriptive design in which data were 

collected at a single point in time. Data were collected in a middle school in Ilsan 

metropolitan area, which is one of well organized new cities in Korea. This city was 

planned to solve the housing shortages in the city of Seoul over a decade ago, and its 

general residents are upper middle-class and upper-class Korean. The researcher initially 

contacted the director of the instruction section of the school to introduce the study, to 
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obtain permission to access school, and to organize the meetings with the principal and 

teachers. After obtaining the permission from the principal for recruitment of parents 

through students from the school, the researcher set up an additional meeting with three 

homeroom teachers to introduce details of study. During the meeting, the purpose of the 

study, selection criteria, and the benefits of study were verbally announced to teachers 

with a copy of written summary information. Teachers were asked to introduce the 

researcher to their classes during the teacher-student hour at the end of day; the researcher 

introduced the study briefly to the students while distributing the questionnaire packet. 

The questionnaires were completed by students‟ parents after they received the packet 

through their children. Respondents were asked to consider only the oldest child in 

middle school if they have more than one child in middle school. Parents returned the 

completed questionnaire packet through students to teachers or sent it directly by a 

stamped, self-addressed envelope, which was enclosed in the initial packet. 

To obtain assistance from students to return the packet to/from their parents, and 

to maximize the return rate, a small gift worth 1,000 won (≒$1) was given as the 

compensation for students who brought back their parents answered questionnaire to 

teachers.  

Protection of Human Subjects 

Approval from Institutional Review Board (IRB) at the University Human 

Subjects Committee was obtained to conduct the proposed study. The application for IRB 

was submitted after acceptance of the proposal of the study by the committee. In order to 

protect participant‟s private information, respondents‟ name and their children‟s school 
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name were treated anonymously. Participants were given the assurance that they could 

withdraw from the research any time without any responsibility or penalty. 

Although there might be no immediate direct benefit to participants, potential 

benefits for participants included having an opportunity to share their parenting beliefs in 

regard to education and having a sense of contributing to better understanding of current 

Korean education conditions. 

Data Analysis 

Preliminary analyses. The Statistical Package for Social Sciences (SPSS) version 

of 20.0 was utilized for data analysis. Descriptive statistics was used to summarize the 

results of each independent variable and dependent variable as well as demographic 

variables. Cronbach alpha reliabilities to check for internal consistency of each measure 

that was translated into Korean were conducted. If there was concerns about the original 

scale structure (i.e., low reliabilities on subscales), a principle components analysis would 

have been done to determine the appropriate factors for this sample. In that case, 

although .40 is ideal, a value of .30 or higher has been considered acceptable to retain an 

item on a given factor (Coban & Kasikci, 2010). 

Hypothesis testing. In order to examine Aim 1 and the five related hypotheses, 

Spearman‟s rank order correlation was performed relating GPA with the Parental Home 

and School Involvement Scale scores, spending money to private tutoring: tutoring 

expenditures as the independent variable (IV), the satisfaction of private tutoring as the 

IV, and the frequency of communication with private tutoring as the IV and GPA as the 

DV. Spearman was used because GPA was an ordinal scale.  
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To address aim 2 and the four respective hypotheses, Spearman‟s rank order 

correlations were performed to examine all parental attribution subscales with each other 

as well as to the DV, which is GPA.  

To respond to aim 3, a Kruskal-Wallis test was performed because the parental 

education is rank-ordered.  

To address the fourth aim, single multiple regression analyses were performed to 

respond the fourth aim of study. Independent variables which are ordinal scale (tutoring 

fees, tutoring satisfaction) were dummy coded for the multiple regression analyses. Any 

correlation that was significant at p < .05 was included it in the regression equation.  

Missing Data  

Broadly, treatment of missing data can be classifieds into two groups such as 

imputation of missing data and deletion of missing data (Figueredo, McKnight, 

McKnight & Sidani, 2000). In deletion approach, the most common way is that the 

missing data is simply omitted and the researcher runs analyses with the remains. 

Although this method has many advantages, it can reduce the sample size and leads a loss 

in power for the research. In the imputation approach, the researcher estimates what the 

missing values would be and then imputes them with dummy variables coding to 

substitute a constant for the missing data (Howell, 2009).  

This study adapted the deletion approach to handing missing data because the 

missing data were few and did not reduce a power for the research and, after dropping of 

the case, still preserved sufficient sample size for multiple regression. There were two 
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questionnaire packets in items assessing the dependent variable and some independent 

variables were omitted; those cases were dropped from the analysis.  

Summary 

Chapter 3 has presented details in the research design, target population, data 

collection procedure, protection of human subjects, measures and translation process, 

data analyses, and handing of missing data. The next chapter will present the results of 

the study.  
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CHAPTER 4: RESULTS 

This chapter describes the findings that correspond to each research aim. The first 

part describes reliability assessment for two translated Korean version of measurements. 

The second part provides the description of each independent and dependent variable. 

The last part reports the results of statistical analyses which are related to each research 

aim.  

Table 3 displays Cronbach‟s alpha coefficients of Korean versions of the Parent 

Involvement Scale, and the Parental Attribution Scale in the total sample (N=138).  

Table 3. Reliability for the Korean Versions of the measurements (N =138) 

Instruments Cronbach‟s alphas 

The Parent Involvement  .77 

    Home Involvement .72 

    School Involvement .67 

The Parental Attribution .69 

     Success Luck .92 

     Success Ability .89 

     Success Effort .91 

     Success Strategy .91 

     Failure Luck .90 

     Failure Ability .58 

     Failure Effort .85 

     Failure Strategy .90 

 

The item-total correlations ranges of the two instruments with subscales were all 

acceptable; except one item on the Failure Ability subscale on Parental Attribution Scale. 
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Therefore, internal consistencies of the instruments were considered good enough to be 

used to investigate the first and second research questions.  

Description of Variables 

The private tutoring questionnaire. Almost 82% of respondents reported that 

their child received academic-related private tutoring; more than half of respondents 

(65.5%) who sent their child to private tutoring or hired private tutors to support  

Table 4.Description of Sample on the Private Tutoring (N =138) 

Variables   n % 

Private Tutoring     

    Yes    113 81.90 

    No   25 18.10 

Focused subjects for tutoring     

    English and Math   74 65.49 

    Only Math   14 12.39 

    Only English   10 8.85 

    English, Math, and Korean   9 7.96 

    Others   6 5.31 

Communication with tutors     

    Never   25 18.10 

    Once or less per month   32 23.20 

    Sometimes per month   57 41.30 

    Sometimes per week   23 16.70 

    Every day   1 .70 

Private tutoring fees per month     

    0 Won 

150,000 to 240,000 Won 

  25 

13 

18.10 

9.40 

    250,000 to 340,000 Won   23 16.70 

    350,000 to 450,000 Won    32 23.20 

    Equal or more than 460,000 Won   45 32.60 

Satisfaction for private tutoring     

    Very satisfied   9 6.50 

    Somewhat satisfied   57 41.30 

    Neither satisfied nor dissatisfied   44 31.90 

    Somewhat dissatisfied   3 2.20 

    Very dissatisfied   0 0 

    No answer-no tutoring   25 18.10 



57 

 

children‟s academic performance focused on both English and math subjects. More than 

half of respondents (58.7%) communicated with private institutes or tutors more than 

twice per month.  

More than half of respondents (55.8%) spent 350,000 won (≒$318) or more 

money for private tutoring per month. Almost half (47.1%) of respondents answered that 

they are somewhat satisfied with tutors, but 41.3 % reported that they are neither satisfied 

nor dissatisfied with their child‟s tutor.  

More than half of respondents (60.8%) reported three criteria that parents used to 

find their child‟s private tutor: (1) a good reputation among school parents; (2) introduced 

to a good private tutor by friends or school teachers; and (3) tutor‟s qualification and 

teaching skills.  

The parental home and school involvement questionnaire. The Parental Home 

and School Involvement scale was used to measure Korean parents‟ home and school 

types of involvement. The mean score on the Home Involvement subscale was 17.90 (SD 

= 3.58) and the mean score on the School Involvement scale was 12.73 (SD = 3.41) 

indicating that generally respondents had a high involvement at both home and school 

based involvements. The descriptives for the Parent Involvement Scale are shown in 

Table 5.  

The Parental Attribution Scale. The Parental Attribution scale was used to 

measure Korean parents‟ attribution for academic success and failure. This scale included 

total of 24 statements which asked respondents to choose the reasons for their children‟s 

academic success and failure. There were eight subscales; each factor (luck, ability, effort, 
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strategy) divided into two conditions (success and failure). Means, standard deviations, 

possible ranges, and ranges of subscale were shown in Table 5.  

The results also indicated that there were significant correlations of .58 (p<.01) 

between success and failure to luck, .4 (p<.01) between success and failure to effort, 

and .35 (p<.01) between success and failure to strategy. On the other hand, success and 

failure to ability were not significantly correlated, r (138) = -.10, p=.25. The results 

indicated that the respondents who attributed success to luck, effort, and strategy also 

attributed failure to those factors.  

Table 5. Description of Sample on the Parent Involvement and Attribution Scales (N=138) 

Instrument Possible 

range of 

scores 

Range Mean SD 

The Parent Involvement Scale   10-50   10-44 30.60  5.98 

  Home Involvement 5-25 5-25 17.90 3.58 

  School Involvement 5-25 5-21 12.73 3.41 

The Parental Attribution Scale 24-120 55-98 79.23 7.31 

  Success Luck 3-15 3-15 6.46 2.88 

  Success Ability 3-15 3-15 10.20 2.29 

  Success Effort 3-15 9-15 13.37 1.70 

  Success Strategy 3-15 3-15 12.40 2.21 

  Failure Luck 3-15 3-12 6.23 2.32 

  Failure Ability 3-15 3-14 7.76 2.19 

  Failure Effort 3-15 3-15 11.5 2.33 

  Failure Strategy 3-15 3-15 11.33 2.41 

Note: SD = standard deviation. 

Analyses of Research Aims and Hypotheses 

Four research questions of study were addressed: (1) Is there a relation between 
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Korean parents‟ involvement and children‟s achievement?; (2) Is there a relation between 

Korean parents‟ attribution and children‟s achievement; (3) Which family background 

variables in Korea are associated to children‟s academic performance; and 4) What is the 

best combination of predictors among parental attribution of luck, ability, effort, strategy, 

parental home and school involvements, and background factors for academic 

achievement in Korean youth? The results of each research question follow. 

Research question one.  

The first research question was Is there a relation between Korean parents’ 

involvement and children’s achievement? 

To address this research question, Spearman‟s rank order correlation was 

performed. The first hypothesis under the research question one was that a higher level of 

home involvement of parents would be positively associated with children’s academic 

achievement. Although small, the hypothesis was supported in that there was a positive 

correlation between parent home involvement and GPA, which was statistically 

significant, rs(138) =.19, p =.022. That means the higher home involvement of parents is 

associated with higher GPA of their children. 

The second hypothesis under the research question one was that a high level of 

parents’ school participation would positively associate with children’s academic 

achievement. There was a moderate, positive correlation between parent school 

involvement and GPA, which was statistically significant, rs(138) =.322, p <.001. 

Consistent with the hypothesis, the higher level of school involvement of parents was 

associated with their children‟s higher achievement.  
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The mean score of each subscale was computed to facilitate interpretation of 

level of involvement, with higher scores reflecting higher involvement. A paired t-test 

revealed that the mean scores of home involvement subscale (M=3.57, SD=.71) was 

higher than that of the school involvement subscale (M=2.55, SD=.68). In addition, there 

was a moderate positive correlation of .47 (p<.01) between home involvement and school 

involvement indicated that people who have high home involvement also did high school 

involvement.  

The third hypothesis under the research question one was that greater spending 

on a private tutoring system would be positively associated with children’s academic 

achievement. Supporting the third hypothesis, there was a moderate positive correlation 

between private tutoring expenditures and GPA, which was statistically significant 

(rs(138) =.21, p=.014). 

The fourth hypothesis under the research question one was that greater 

satisfaction with private tutoring service would be positively associated with achievement. 

Supporting the fourth hypothesis, there was a significant positive correlation between 

satisfaction with private tutoring and GPA, rs(138)=.45, p<.001. 

The last hypothesis under the research question one was that the frequency of 

communication with the private tutoring system would be related to children‟s academic 

achievement. Contrary to the hypothesis, the correlation between frequency of 

communication with private tutoring and GPA was not statistically significant (rs(138) 

=.06, p=.516). Thus, the results indicated that parents‟ increasing frequency of 
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communication with private tutoring does not significantly relate to their children‟s 

achievement. 

In sum, the findings from research question one indicated that parents‟ home and 

school based involvement, and private tutoring expenditure are positively associated with 

their children‟s GPA, while there was no relationship between frequency of 

communication with private tutoring system and GPA. Correlations between GPA and 

variables are shown in Table 6. 

Table 6. Description of Correlation between Involvements and GPA (N =138) 

 Home  School  Tutoring fees Satisfaction Communication 

GPA .19* .32** .21* .45** .06 

Note.
 
r=Spearman rho,

 *
p<.05, 

**
p<.01 

The mean scores of unstandardized mathematics, Korean, and English subjects 

were also calculated to look at the relationship between the achievement of three core 

subjects in Korean middle school curriculum and the independent variables. School 

involvement and private tutoring fees were positively associated with the achievement of 

three subjects, but there was no significant relationship between home involvement or 

communication with tutors and those achievements.  

Table 7. Description of Correlation between Involvements and the Achievement of Math, 

Korean, English Subjects (N =97) 
 Home  School  Tutoring fees Satisfaction Communication 

Achievement .11 .21* .23* .28** .01 

Note.
 

r=Pearson correlations,
 *

p<.05, **p<.01 Achievement = mean scores of 

unstandardized Math, Korean, English subjects. 
 

Correlations between the mean scores of three core subjects and independent 
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variables are shown in Table 7.  

Research question two. The second research question was Is there a relation 

between Korean parents’ attributions and children’s achievement? 

Contrary to the hypothesis that there would be a negative association between 

parents’ attribution of success and failure to ability and achievement of their children, 

there was a non-significant correlation of .03 (p=.70) between attribution of success to 

ability and GPA and a non-significant correlation of -.09 (p=.31) between attribution of 

failure to ability and GPA. 

The second hypothesis under the research question two was that parents’ 

attribution of success and failure to effort would be positively associated to achievement 

of their children. There was a significant correlation of .19 (p=.03) between parents‟ 

attribution of success to effort and GPA meaning that parents‟ higher attribution of 

success to effort is associated with higher children‟s GPA; however, there was a 

nonsignificant correlation of -.07 (p=.41) between parents‟ attribution of failure to effort 

and GPA.  

The third hypothesis under the research question two was that parents‟ attribution 

of success and failure to luck would be negatively associated to achievement of their 

children. The third hypothesis was partially supported in that there was a significant 

correlation of -.21 (p=.01) between parents‟ attribution of success to luck and GPA, but 

the correlation of .09 (p=.3) between parents‟ attribution of failure to luck and GPA was 

not statistically significant.  

The fourth hypothesis that parents’ attribution of success and failure to strategy 
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would be positively associated with achievement was also partially supported. The 

correlation of .17 (p=.05) between parents‟ attribution of success to strategy and GPA was 

statistically significant. On the other hand, there was a non-significant correlation of -.09 

(p=.28) between parents‟ attribution of failure to strategy and GPA. 

In case of correlations with mean scores of unstandardized math, Korean, and 

English subjects from the subsample who provided information about child‟s test scores 

across three subject areas, only parents‟ attribution of success to luck had statistically 

significant correlation, r(96)=-.20, p=.045. 

With research question two, it was anticipated that parents’ different attribution 

styles would be associated with children’s achievement. To sum up, results showed that 

only parents‟ attribution of children‟s academic success to luck, effort, and strategy 

related to children‟s GPA. Correlations between GPA and attributions are shown in Table 

8. 

Research question three 

The third research question was Which family background variables in Korea are 

associated with children’s academic performance? 

The first hypothesis under research question three was that there would be no 

significant difference between family income levels and child‟s achievement. This 

hypothesis was supported in that the differences were not statistically significant, H(4, 

n=138)=6.76, p=.15, V
2
=.03. The result indicated that there was no strong relationship 

between different income levels and GPA. The results are shown in Table 9. 
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Table 8. Correlation between Attribution and GPA (N =138) 

  

Success Luck  -.21**   

Success Ability    .03   

Success Effort          .19*   

Success Strategy   .17*    

Failure Luck   .09   

Failure Ability  -.09   

Failure Effort  -.07   

Failure Strategy  -.09   

*P.05 , **P.01 

Table 9. Results of the Kruskal-Wallis Test for Income and GPA (N=138) 

 
GPA 

Income  H (df, n), V
2
 Mdn 

  6.76 (4,138), 

V
2
=.03 

 

Less than 19,999,999 won          3 

20,000,000 -29,999,999won   3 

30,000,000 - 39,999,999 won   4 

40,000,000 - 49,999,999 won   4 

More than 50,000,000 won   4 

Mdn = median, V
2
= Cramer‟s V squared 

The second hypothesis under the research question three was that there would be a 

significant difference between parents‟ educational level and their child‟s achievement. 

Consistent with the second hypothesis, children‟s GPA was statistically significantly 
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different between parents‟ educational levels, H(3, n=138)=9.17, p=.03. 

In order to control for Type I error across tests, post-hoc analyses, using the 

Bonferroni correlation, were conducted to evaluate pairwise differences among the four 

different education groups. The results indicated that there were statistically significant 

differences (p=.03) between in children‟s GPA between high school graduated parents 

group (Mdn=3) and university graduated parents group (Mdn=4), but no other 

combinations. The results are shown in table 10. 

 When using mean scores of unstandardized mathematics, Korean, and English 

subjects as the dependent measures, neither income, χ
2
 (4, n=97)=.6, p=.89, nor parental 

education was significant, χ
2
 (3, n=96)=1.29, p=.46. The results indicated that the mean 

scores of three subjects were not significantly different by family income and parents‟ 

educational levels. 

To sum, the results showed that the annual family income did not influence 

children‟s GPAs, whereas parental education level did. However, in contrast with overall 

GPAs, the mean scores of three core subjects were not significantly different based on 

either income or education groups. 

Table 10. Results of the Kruskal-Wallis Test for Education and GPA (N=138) 
 

GPA 

Education  H (df, n), V
2
 Mdn 

  9.17 (3,138), 

V
2
=.05 

 

High school or below          3 

College   4 

University   4 

Graduate school or above   4 

Mdn = median, V
2
= Cramer‟s V squared 
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Research question four. 

The fourth research question was What is the best combination of predictors 

(parental attribution ability, effort, luck, and strategy, parental involvement-home, school, 

and background factors-family income, parents’ educational level) for academic 

achievement in Korean youth? 

The hypothesis under the research question four was that parents’ attributions of 

effort to success/failure and parental education would be the best combination to predict 

student’s academic achievement. In order to respond the fourth question of the study, a 

simultaneous multiple regression analysis was performed by entering eight variables that 

were significantly related in bivariate relationships (parents‟ education, home and school 

involvements, private tutoring expenditure, tutoring satisfaction, success-luck, success-

effort, success-strategy). A significant model emerged, R
2
 = .47, F 15,120 = 7.05, p<.001.  

Table 11 displays a summary of the regression model for parental variables 

predicting GPA among Korean youths. Findings indicated that taken together, children 

whose parents report being more involved in their schooling do better, whereas lower 

GPAs were more likely when parents reported no tutoring, being somewhat dissatisfied 

with tutors or feeling neutral about the tutors those who were very satisfied with tutors. 

Thus, the parents‟ satisfaction for private tutoring added its own unique contribution in 

predicting children‟s achievement.  

In addition, a simultaneous multiple regression analyses was conducted to 

examine the relationship between the achievement in three core subjects (Math, Korean, 

English) and four variables that were significantly related in bivariate relationships 



67 

 

(school involvement, tutoring fees, tutoring satisfaction, and success to luck). The 

multiple regression model with all four predictors produced R
2
=.35, F8,87=5.90, p<.001. 

As seen in Table 12, tutoring fees and tutoring satisfaction had significant negative 

regression weights, indicating no tutoring and parents‟ dissatisfied with tutors were 

expected to have lower achievement on unstandardized mathematics, Korean, and 

English subjects, after controlling for the other variables in the model. 

Table 11. Summary of Simultaneous Regression Analysis for Variables Predicting GPA 

from Korea (N=138) 

Predictors B β p value R
2
 

    Model      .47 

       EdHSch -.075 -.027 .838  

       EdColl .020 .006 .956  

       EdUniv  .354  .139 .291  

       Home Involvement -.104 -.059 .467  

       School Involvement .306 .164 .048  

       TUTOFE1                      -.346 -.081 .289  

       TUTOFE2 -.412 -.122 .135  

       TUTOFE3 .128 .043 .621  

       TSNO -.950 -.291 .026  

       TSSS -.046 -.018 .907  

       TSNSND -1.579 -.581 <.001  

       TSSD -1.540 -.179 .039  

       Success Luck -.129 -.098 .191  

       Success Effort -.184 -.082 .327  

       Success Strategy  .264 .153 .072  
Note. B = The unstandardized coefficients, β = The standardized beta coefficients, p value= Pearson 

correlation coefficient, R
2
= R square.  

EdHsch=High School, EdColl=College, EdUniv=University, TUTOFEE1=150,000-240,000won, 

TUTOFEE2=tutoring fee 250,000-340,000won, TUTOFEE3=350,000-450,000won, TSNO=no answer-no 

tutoring, TSSS=somewhat satisfied with tutoring, TSNSND=neither satisfied nor dissatisfied with tutoring, 

TSSD=somewhat dissatisfied  
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Table 12. Summary of Simultaneous Regression Analysis for Variables Predicting 

Unstandardized Math, Korean, English achievements from Korea (N=95) 

Predictors B β p value R
2
 

    Model      .35 

       School Involvement 3.43 .16 .085  

       TUTOFE1 -.3.73 -.07 .416  

       TUTOFE2 -8.87 -.18 .051  

       TUTOFE3 2.41 .07 .493  

       TSNO -12.63 -.33 .029  

       TSNSND -18.31 -.56 .002  

       TSSS -2.37 -.09 .608  

       Success Luck  -2.94 -.18 .053  
Note. B = The unstandardized coefficients, β = The standardized beta coefficients, p value= Pearson 

correlation coefficient, R
2
= R square.  

TUTOFEE1=150,000-240,000won, TUTOFEE2=tutoring fee 250,000-340,000won, TUTOFEE3=350,000-

450,000won, TSNO=no answer-no tutoring, TSSS=somewhat satisfied with tutoring, TSNSND=neither 

satisfied nor dissatisfied with tutoring,  
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CHAPTER 5: DISCUSSION 

The purpose of the study was to investigate how parental involvement, parents‟ 

attribution, and parental background affect children‟s achievement in Korean families. 

Chapter 4 described the results from data analysis and this chapter discusses the findings 

from the study in terms of the following: (1) background variables; (2) research questions; 

(3) a revised conceptual framework; (4) implications and limitations of study; (5) 

recommendations for future research; and (6) a summary.   

There have been many attempts to explain Asian and Asian Americans‟ high 

academic achievement and motivational differences compared to other ethnic groups by 

cultural factors such as strong family bond, Confucian doctrines, attribution styles, and 

effort. However, few studies have been carried out among the Korean population to 

examine how parents are involved in education and how parental influence positively 

affects Korean youths‟ current high academic performance. This study focused on 

parental variables that are associated with children‟s achievement especially at the middle 

school level. 

In the conceptual framework, several parental variables were used as independent 

variables with respect to the Korean population, variables that were presumed to have an 

influence on children‟s academic achievement. Prior to interpreting findings relating to 

the research questions, the researcher will discuss sample characteristics such as family 

income, parents‟ education, tutoring satisfaction, and parental perception of GPA. 

Accordingly, the next section will discuss how the sample reflects what is known about 

Koreans and how parental variables on this study were associated with children‟s 
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achievement.  

Background Variables 

Socio-economic status (SES).  

With regard to family income, most respondents (32.6%) reported that their 

annual income was above 50,000,000 won (≒$45,455); which is greater than the average 

income of 42,000,000 won (≒$38,182) for the average Korean family. On the other hand, 

only 6.5% of parents reported that their annual income was less than 19,999,999 won. 

The minimum wage in Korea is 18,000,000 won (Korean Statistics Information Service, 

2011). Thus, the overall income of the sample is on average higher than current income 

level for Korean families.  

The other SES variable, educational level, appeared similar or a little bit higher 

than that of Koreans who graduated from higher education (college, university, graduate 

or above) in the 1980s and early 1990s. The sample‟s average age was 45, and among 

them, 70.4% of respondents reported that they graduated from higher education. 

Compared with the sample, OECD Indicators reported that 65% of 45-to-54 year-old 

Koreans completed upper secondary education (OECD Education at a Glance, 2009). 

On another variable related to money, the current study found that Korean parents 

tend to look for a private tutor who has a history of raising children‟s grades in the field 

they are being tutoring on. Findings from this study corroborated those found by Park and 

his colleagues who also focused on Korean middle school students. Accordingly, Korean 

parents spent considerable amount of time and effort on gathering information when 

looking for a private tutoring service for their children (Park et al., 2011). Although this 
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study did not ask about how much time respondents took to find a private tutoring for 

their children, it could be assumed that parents generally put a lot of effort into finding 

the best private tutoring for the sake of their children‟s academic performance. If a good 

private tutor could contribute to actual grade improvement, then parents would be fully 

satisfied with such private tutoring services. Thus, parents‟ satisfaction with private 

tutoring services would be positively associated with their children‟s school performance.  

With regard to parents‟ perceptions of their children‟s GPA, among the 

respondents who reported that they are „very proud of‟ their child‟s GPA (n=16), only 

one respondent‟s child‟s GPA was between 80-89 points; the rest were between 90-100 

points. This grade range is equal to „Soo‟ or „A‟ grade, which for this study classified 

students as high achievers. Even among this group of academic high achievers, more than 

one fifth of parents still reported that their child‟s GPA was „not acceptable.‟ In the 

literature, Asian parents may have different expectations for their children‟s success at 

school. In the United States, most White parents would consider their child‟s academic 

success as one type of success in many realms of their children‟s lives. In contrast, Asian 

parents express satisfaction only when their children achieve perfection in academic 

performance (Schneider & Lee, 1990). 

In addition, even though Korean students have one of the highest average 

achievement scores in internationally compared assessments, Korean parents tend to be 

less satisfied with their children‟s achievements in school than parents in most other 

OECD countries. That is, only 71.5 % of Korean parents „strongly agree or agree‟ with 

their children‟s achievements in school, whereas 77% of parents across 10 OECD 
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countries „strongly agree or agree‟ with their children‟s educational achievement (OECD 

Education at a Glance, 2009).  

Discussion of Research Results 

Question one. Research question one asked: “Is there a relation between Korean 

parents‟ involvement and children‟s achievement?” The hypothesis, namely that a higher 

level of home involvement by parents and a high level of school participation by parents 

are positively associated with their children‟s academic achievement, was supported. The 

results indicated that parents‟ home and school involvement had a positive impact on 

children‟s GPA.       

The respondents reported that there was higher involvement with home-based 

activities than school-based activities, but both involvements were positively associated 

with their children‟s GPAs. The findings were consistent with several studies of 

elementary school children in that parental involvement was positively associated with 

achievement (Balli, Wedam, & Demo, 1997;Grolnick, Kurowski, Dunlap, & Hevey, 2000; 

Hill & Tyson, 2009; Izzo, Weissberg, Kasprow, & Fendrich, 1999; Jung & Silbereisen, 

2002). The results suggested that parental involvement is also positively associated with 

children‟s achievement at middle school in Korea.  

Although parental involvement at home and school was positively associated with 

children‟s overall GPAs in the sample group, the correlation between home involvements 

was not significantly associated with children‟s mean scores in three unstandardized core 

subjects (Math, Korean, and English). The lack of relationship is because these core 

subjects tend to be the focus of tutoring. Because Math, Korean, and English were the 
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most targeted subjects for private tutoring in the sample group, private tutoring on those 

subjects maybe more salient than home involvement by the parents in Korea. Therefore, 

although parental home involvement was positively associated with GPAs, in Korea, 

private tutoring might be a stronger factor in promoting children‟s achievement in core 

subjects than parental home involvement. 

The hypothesis, that greater spending on private tutoring system would be 

positively associated with children‟s academic achievement, was also supported. Eighty-

two percent of the sample (n=113) enrolled their children in private tutoring, with more 

than half of respondents (n=77) reporting that they were spending around 350,000 won or 

higher on private tutoring per month. Considering that the average expenditure for private 

tutoring is 220,000 won for overall Korean families (Korean Statistics Information 

Service, 2011), more than half of participants spent more money for private tutoring than 

the average for Korean families. The higher private tutoring expenditure of the sample is 

perhaps related to a higher SES in the sample group.  

  The positive correlation between private tutoring expenditure and achievement 

was also found using the unstandardized data on core subject. More spending on private 

tutoring was positively associated with higher mean scores in Math, Korean, and English. 

Therefore, this study concluded that more spending on private tutoring was associated 

with children‟s higher academic achievement in Korea. Making use of private tutoring 

may not be equitable for all families. Stevenson and Baker (1992) suggested that, in 

Japan, private tutoring was generally utilized not by students who desperately need 

support to promote their academic performance but by students who have accrued 
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benefits from it. The findings from Kim‟s study (2007) also showed that both higher 

income level and parents‟ higher education are positively associated with usage of private 

tutoring in Korea. Moreover, the finding of study showed that higher levels of parents‟ 

satisfaction with their children‟s tutor were associated with higher GPAs. 

The last hypothesis of research question one, namely that the frequency of 

communication with the private tutoring system will be positively related to children‟s 

academic achievement, was not supported. Most respondents (58.7%) did communicate 

with private institutes or tutors more than twice per month to discuss academic-related 

topics for their children but their communication frequency was not associated with 

children‟s GPAs. In contrast to the current study‟s cross-sectional findings, data from a 

longitudinal survey for middle school students in Korea found that Korean parents spent a 

considerable amount of hours communicating with private tutors and/or teachers of 

private academic institutions about their children‟s academic performance. Such efforts 

were significantly associated with improvement in their children‟s math and English test 

scores two years later (Park et al., 2011).  

Question two. Research question two asked: “Is there any relation between 

Korean parents‟ attributions and their children‟s achievement?” The hypothesis that 

parents‟ attribution of success and failure to ability would be negatively associated with 

the achievement of their children was not supported. The hypothesis that parents‟ 

attribution of success and failure to effort would be positively associated with the 

achievement of their children was partially supported. Parents‟ attribution of success to 

effort was positively associated with children‟s GPA; however, parents‟ attribution of 
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failure to effort was not significantly related to GPA. In the literature review, parents‟ 

attribution in terms of their children‟s achievement is different across cultures. For 

instance, Western parents tend to attribute their children‟s academic success to ability, 

whereas Asian parents tend to attribute children‟s academic success to effort (Philipson, 

2006; Stevenson & Lee, 1990). In addition, some studies suggested that parents‟ 

attributions of effort contributed to children‟s actual academic performance (Georgiou, 

1999).  

The hypothesis that parents‟ attribution of success and failure to luck would be 

negatively associated with the achievement of their children was also partially supported. 

There was a significant negative association between parents‟ attribution of success to 

luck and children‟s GPA; however, the correlation between parents‟ attribution of failure 

to luck and GPA was not statistically significant.  

The hypothesis that parents‟ attribution of success and failure to strategy would 

be positively associated with children‟s achievement was also partially supported. There 

was a positive correlation between parents‟ attribution of success to strategy and GPA, 

but parents‟ attribution of failure to strategy was not significantly associated with GPA.  

In summary, the findings from research question two seem to confirm parents‟ 

belief that effort and strategy influence their children‟s academic success. In contrast, 

parents who were less likely to attribute academic success to luck had children who 

performed better.  

Some scholars have pointed out that social pressures and values in Korea are 

major reasons for the current high academic performance among young Koreans 
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(Sorensen, 1994). The findings from research question two may further imply that Korean 

parents‟ locus of control and attribution for their children‟s achievement could also 

seriously affect Korean youth‟s high achievement. This association possibly occurs 

because parents‟ beliefs about the importance of achievement greatly influence their daily 

interactions with their children (Parke & Buriel, 1998; Scarr, 1992). 

In a highly competitive Korean context for just about everything in an individual‟s 

life, better educational attainments for a Korean mean a path to better future opportunities. 

This could mean being able to enter a higher ranked university that could be associated 

with acquiring a more successful career, thereby guaranteeing a more successful life. For 

that reason, Koreans are highly interested in education, particularly among parents who 

are extremely interested in their children‟s education, wanting nothing but the best for 

their child‟s future. In Korea, its unique social structure and cultural influence on 

academic success, the Korean parents‟ role with their belief system in education is 

probably the most essential factor for their children‟s academic success. Thus, future 

research should examine the variables examined in the current study as well as parents‟ 

locus of control for children‟s academic success.  

Besides, researchers on attributions for academic achievement have suggested 

cultural variation in beliefs over the importance of ability and effort. As in other East 

Asian cultures which emphasize effort as the main prerequisite for achievement, in their 

daily life, Korean parents and children are highly motivated by this belief in effort. In the 

Korean cultural context, failure or lack of achievement is attributed to a lack of self-

exertion rather than a lack of ability or environmental obstacles. Therefore, high 
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academic achievement is a controllable goal and Koreans strongly believe that they can 

control their success and failure by continuous effort and self-discipline, whatever the 

conditions they face. This belief possibly affects not only Korean students but also their 

parents. With their internal locus of control, Korean parents could possibly perceive 

themselves as responsible for their children‟s academic performance, and with this belief 

they would do their best to ensure their children‟s academic success.  

As indicated by other findings in this study, Korean parents will put in much 

effort to help their children succeed not only by their direct involvement in activities 

based at home or at school but also by recruiting external aid such as a private tutoring 

system, through seeking information in order to find better private tutoring, 

communication with tutors, willing to pay for private tutoring, etc. 

Question three. Research question three asked: “Which family background 

variables in Korea are associated with children‟s academic performance?” The hypothesis 

that there would be no significant difference between family income levels and children‟s 

achievement was supported. There are two contrary opinions on whether income may 

influence children‟s achievement. In some studies, family income was found to be a 

strong predictor of students‟ academic achievement in the United States (Cooter, Erdman, 

Gonnella, Callahan, Hojat, & Xu, 2004; Davis-Kean, 2005; Duncan, Morris, & Rodrigues, 

2011). On the other hand, national income has not reliably predicted academic 

achievement across OECD countries; with these countries, a high national income is not a 

prerequisite for high academic achievement (PISA, 2009). The findings from research 

question three concluded that there was no difference in children‟s GPAs among Korean 
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families of different income levels.  

The hypothesis, that there would be a significant difference between parents‟ 

educational level and their child‟s achievement, was supported. In some studies, parents‟ 

education was found to play an important role in achievement (Davis-Kean, 2005; 

Steinmayr, Dinger, & Spinath, 2010). Accordingly, in Davis-Kean‟s study (2005), the 

European American group showed that parents‟ education was a much stronger predictor 

of achievement than family income. The findings from research question three also 

concluded that there was a significant difference between parents‟ educational level and 

children‟s GPA in Korean families. Based on post-hoc analyses, there was a significant 

difference in children‟s GPA between those whose parents graduated from high school 

and those whose parents graduated from university.  

In contrast to GPA, there were no significant differences found in the relationship 

between family income, parents‟ education, and children‟s achievement on 

unstandardized core subjects. These subjects were mostly targeted by private tutoring, 

indicating that private tutoring might be playing an important role in promoting Korean 

students‟ academic achievement. 

Question four. Research question four asked: “What is the best combination of 

academic achievement predictors for Korean youth?” The hypothesis, that parents‟ 

attribution of success and failure to effort and their own level of education would be the 

best combination to predict students‟ academic achievement, was not supported. 

Nonetheless, the overall model had a large effect size (Ferguson, 2009) in predicting GPA. 

Specifically, parents‟ satisfaction levels (neither satisfied nor dissatisfied, somewhat 
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dissatisfied, and no tutoring) with private tutoring, and parents‟ school involvement were 

significant predictors of achievement. Accordingly, those who do not receive tutoring or 

those who are not at least somewhat satisfied are more likely to do poorly in school. 

Likewise, a regression analysis to examine the relations between achievement on the core 

subjects (Math, Korean, English) and various potential predictors showed that tutoring 

expenditures and parents‟ satisfaction with private tutoring were significant predictors of 

achievement in those subjects.   

The findings were inconsistent with previous studies in that numerous studies on 

parental influence on achievement indicate that parental beliefs and parents‟ education 

were significant factors affecting children‟s achievement (Davis-Kean, 2005; Dweck, 

1009; Georgiou, 1999; Natale et al., 2009; Parke & Buriel, 1998; Scarr, 1992; Steinmayr 

et al, 2010). The discrepancy between the finding of this study and previous studies might 

be explained by the positive effect of private tutoring on Korean students. Regardless of 

their beliefs and education levels, Korean parents may be promoting their children‟s 

academic performance substantially through private tutoring support. Thus, when 

controlling for other variables, tutoring satisfaction, particularly being neutral or 

dissatisfied with tutoring, predicted lower GPA categories, whereas parental education 

and perceptions did not uniquely contribute. These findings support the potential benefit 

of tutoring, but if tutoring does not lead to satisfactory grades, parents may become 

dissatisfied with such services. 

The Final Conceptual Framework 

      Based upon the results of testing the conceptual framework of study was revised, 



80 

 

the final conceptual framework is presented in Figure 4. Findings for the final conceptual 

framework showed that parents‟ education, satisfaction for private tutoring, home 

involvement, school involvement, attribution to success luck, success effort, success 

strategy, private tutoring fee, parents‟ perception for GPA are closely related to children‟s 

achievement in Korean families. Family income, spending time to communication with 

private tutoring system, attribution of success to ability, failure to luck, failure to ability, 

failure to effort, failure to strategy were dropped in the revised conceptual framework. 

Future research should examine causal links between these variables with a larger sample 

size and actual data obtained from schools records.  

Figure. 5 A Final Conceptual Framework of Parental Influence on Korean Student’s 

Achievement 

 

Independent Variables  Dependent Variable 

Parents‟ 

Attribution 

Factors 

   

  Success Effort + Students‟ Achievement 
  Success Luck -  
  Success Strategy +  

Parental 

Involvements 
   

  Home Involvement +  
  School Involvement + Students‟ Achievement 
  Tutoring Fees +  
  Tutoring Satisfaction +  

Parental 

Background 
   

  Education Effect Students‟ Achievement 

Other  Perception of GPA + Students‟ Achievement 

 

Limitations of Study 

There are several limitations to this study that might affect the validity of the 
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results. With regard to methodological issues, the study employed a cross-sectional 

descriptive design, such that the findings could not demonstrate the cause and effect 

relationships between parental influence (independent variables) and their children‟s 

achievement (dependent variable). It only indicated the association between independent 

variables and dependent variables.  

In addition, given the data collection method, there is a potential risk of response 

biases. The study used self-report measures where some variables were forced choice and 

others were continuous. Given that the survey completion was not monitored, we could 

not rule out the possibility of distortion or misunderstanding of the questions by the 

respondents. In particular, with the translated sub-scales, respondents might not have 

clearly understood the questions or response choices. There is also the assumption that 

parents and not the children responded to the survey. 

In regard to the dependent variable of GPA, the value was based on parental 

reports rather than actual attainment of students‟ records. In addition, the variability was 

limited in that GPA was only had 5 levels rather than being a continuous variable.  

With regard to measurement issues, the reliability of the instruments used was a 

concern, particularly for a translated scale. Two subscales, the Parents Home and School 

Involvement Scale and the Parents Attribution Scale, were originally developed for Hong 

Kong parents whose children were in elementary schools. Although both translated 

instruments showed adequate internal reliability when administered to Korean parents, 

the Parents Attribution Scale had a lower Cronbach alpha. The use in this sample was not 

only potentially a problem due to language, but also the fact that the current study was 
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conducted by middle school parents. A couple of items contained potentially confusing 

words for a Korean middle school context when translated from English to Korean. For 

example, the original wording “the spelling test” was literally translated into Korean even 

though initially the question was developed for elementary school students who are only 

beginning to practice how to spell in their primary language. However, in the Korean 

middle school curriculum, there was no spelling test in the primary language (Korean), 

but there were spelling tests in the second language such as English, Japanese, Chinese, 

etc.; thus, respondents could possibly interpret this wording arbitrarily. Besides, the 

original word “worksheet” was also translated literally into Korean but because the same 

concept does not exist in the Korean middle school curriculum, it was possible that the 

word “worksheet” was also understood as any academic exercise or homework from 

school or private tutoring. Besides, for both translated scales, this study needs to be done 

in a Confirmatory Factor Analysis which was not conducted but is important especially in 

the translation of the instrument.  

In addition, many previous studies have supported that parents‟ attributions for 

children‟s academic success and failure are related to children‟s performance (Parke & 

Buriel, 1998; Georgiou, 1999; Natale et al., 2009; Scarr, 1992). Moreover, there have 

been many attempts to explain Asians‟ and Asian Americans‟ unique beliefs especially 

by a noticeable difference in beliefs about effort (Bempechat & Drago-Steverson, 1999; 

Kalaboukas, 2005; Lin & Fu, 1990; Philipson, 2006; Stevenson & Lee, 1990). The 

findings of study indicated that the respondents had a high tendency to attribute success 

and failure to effort, however, the results only supported that Korean parents‟ attribution 
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of success to effort is associated with their children‟s academic achievement. 

Implications 

The study has three dimensions of implications: educational research, theory, and 

practice. For educational research, two subscales to measure parental involvement and 

attribution in education were translated into Korean to be administered to a Korean group. 

Based on the original psychometric properties, the translated new instruments were used 

which demonstrated that they are a culturally appropriate measure to use with Korean 

parents.  

For the educational theory, firstly, parents‟ involvement in education positively 

enhances their children‟s achievement. This finding is especially true for parents who 

play important roles in elementary as well as the transition period from elementary to 

middle school education (Izzo, Weissberg, Kasprow, & Fendrich, 1999; Grolnick, 

Kurowski, Dunlap, & Hevey, 2000). In addition, some studies have suggested that 

parental involvement in education during middle school may also promote children‟s 

academic success in middle school (Hill & Tyson, 2009). Consistent with previous 

studies, the findings of parents‟ involvement in this study suggested that parents‟ 

involvement also has an effect on middle school children‟s GPA in Korean families.  

Secondly, there are competing opinions toward the relations between family 

income and achievement. One body of research has found that family income is a strong 

predictor of student‟s academic achievement (Cooter et al, 2004; Davis-Kean, 2005; 

Duncan et al, 2011), whereas other studies have shown that income has a weak 

relationship with student performance (PISA, 200). This study demonstrated that there 
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was no significant impact of family income on children‟s achievement among Korean 

families. However, despite the direct association between income and achievement, 

indirectly the amount of money that parents set aside and use for tutoring did predict 

GPA. Thus, it is important to have affordable tutoring service readily available.  

For educational practice, the findings of this study showed that parents‟ 

involvement in home-based, school-based, and private tutoring-based activities were 

positively associated with the Korean youth‟s GPA as reported by the parent. The results 

of the study suggested that Korean parents are making a great contribution towards 

Korean youth‟s current high academic achievement, and it also implies that there may be 

a burden of excessive parental roles in Korean education. It clearly supports that parents 

play an important role in their children‟s academic success. However, this study suggests 

that there is need for a more practical collaborative approach to continuously support the 

high academic performance of young generation Koreans on the part of the Korean 

government, schools, and homes.  

For practicing school psychologists, this study would provide a great deal of 

information regarding the relationship between parental involvement and student 

achievement. In particular, this study contains in-depth information on culturally different 

beliefs and attribution styles of Asian or Asian-American groups as well as Korean ones. 

Therefore, this study would be a resource on cultural competence for school 

psychologists who are closely working with Asian people and/or who are interested in 

working with bicultural groups. Culturally different parenting information and findings 

from this study could help practicing school psychologists understand and collaboratively 
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work with parents from a bicultural background, especially parents from an Asian 

background, to eventually provide better support for their children. 

Future Research 

       There are several recommendations for future research. First, although the 

translated new Korean scales for parental involvement and attribution achieved adequate 

reliability for use in this study, the application of those instruments to another Korean 

sample will require refining the scales. Particularly, the reliability of the Parental 

Attribution Scale needs to be adapted to be more culturally appropriate to Korean society 

to better measure the various parental attributions in their children‟s academic success 

and/or failure, particularly in middle school. This study showed that there was a link 

between Korean parents‟ attributions for academic success and effort, and therefore 

recommends that future studies investigate a causal relationship between effort 

attributions and high achievement among Korean students.  

Second, this study only focused on parental factors, i.e. how parents influence 

their children‟s achievement. Future research should explore a deeper understanding of 

similarities and differences between parental influence and children‟s motivation toward 

academic achievement. In particular, Asian parents are more oriented to emphasize effort 

in their children‟s academic work and believe that academic success will eventually lead 

to their children‟s future success (Bempechat & Drago-Severson, 1999). Future research 

should explore how parental beliefs influence their children‟s motivation for academic 

achievement and whether there is any gap between parental beliefs and children‟s 

academic motivation in Asian families. Additionally, an earlier study demonstrated that 
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Korean American students showed a great belief in exerting effort toward academic 

achievement (Kalaboukas, 2005). Thus, future studies could explore, similar to their 

parents, whether Korean students also show a tendency to attribute their academic 

success to effort. For instance, student motivation may mediate the relations between 

parental characteristics (e.g., attribution) and academic achievement. 

Third, data in this study were collected at a single point in time and the findings 

only showed the relations between independent variables and dependent variable. Hence, 

a future longitudinal study could be conducted which could delineate how parental 

influence factors are causally related to GPA among Korean youths.  

Fourth, this study only showed that the types of parental involvement (e.g. home- 

and school-based activities) were positively associated with their children‟s academic 

achievement. Thus, a future study is needed to explore how the degree and quality of 

parental involvement influence students‟ achievement during middle school. In addition, 

this study only indicated that parents‟ satisfaction with private tutoring was positively 

associated with their children‟s GPA. A future study should investigate how parents‟ 

satisfaction with private tutoring precisely affects their children‟s achievement.   

Fifth, this study is simply focused on Korean parents‟ type of educational 

involvement with their children and its association with their children‟s GPAs. The 

findings of this study indicated that Korean parents‟ educational involvement at home and 

at school are positively associated with their children‟s GPAs. Moreover, their unique 

educational involvement style, which relies for the most part on private tutoring, is also 

having a positive effect on their children‟s overall GPAs especially on scores in three core 
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subjects. Therefore, the findings of this study suggest that Korean parents‟ educational 

involvement positively contributes to their children‟s achievement and plays a pivotal 

role in ensuring their children‟s high academic performance. However, future research 

still needs to explore the potential psychological impacts of Korean parents‟ high 

educational contribution on their children as well as on the parents themselves.  

Some studies of Asian Americans have suggested that Asian American students, 

who are perceived as model minority students because of their academic success, 

experience a variety of psychological distress such as depression, anxiety, internal 

conflict, conflict with others, etc. (Jo, 2004; Lee & Ying, 2001). Lazar (2010) also 

suggested that the higher achievement of Confucian Asian learners, especially Korean 

and Japanese students, shows lower self-concept and self-efficacy with higher anxiety 

than students from European countries despite their high academic performance. Future 

studies should investigate whether those high involvement and expectations by Korean 

parents might have negative consequences for young Koreans‟ psychological and identity 

development.  

Moreover, one needs to explore whether belief in effort attribution could possibly 

extend to parents‟ psychological conflict as well. It means that with a strong belief in 

effort, Korean parents may attribute their children‟s academic failure to a lack of parental 

effort and maybe blame themselves for their children‟s lack of achievement. Currently, it 

is clear that the high academic involvement of Korean parents contributes to the high 

academic performance of Korean youths, and it is important to determine if this high 

academic involvement by Korean parents may also lead to certain negative consequences, 
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albeit unintended, for both Korean students and parents.  

Lastly, the purpose of this study was to explore those parental factors that have an 

impact on current Korean middle school students‟ high academic performance. A future 

study should explore how those factors exactly lead to the students‟ academic success.  

Summary 

This study investigated parental variables and their relationship with children‟s 

achievement, and also examined possible predictors of GPA among 138 Korean parents 

whose children are in the middle school.  Based on the results, this study concluded that 

parent‟s educational level, private tutoring expenditure, satisfaction of private tutoring, 

parents‟ home and school based involvements, how parents perceive their children‟s GPA, 

parents‟ attribution of luck, effort, strategy to their children‟s academic success are 

associated to children‟s achievement in Korean families. In addition, it was noteworthy 

that not only parental involvement in home based and school based activities, but also 

private tutoring based activities affected Korean middle school students‟ achievement. 

Some researchers have insisted that because of the structural equality within public and 

private schools, Korean parents show an extraordinary interest in their children‟s 

education and have actually high involvement and investment in education. Unlike many 

different countries in which parental involvement is mostly in home and school activities, 

there is a unique aspect of Korean parents‟ involvement in education in that their 

involvement includes private tutoring system (Kim, 2007; Park, Byun, & Kim, 2011, 

Sorensen, 1994).  

The findings of this study indicated that spending more money for private tutoring 
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as well as higher satisfaction for private tutoring was associated with higher GPAs. 

Therefore, along with earlier studies, this study suggests that Korean parents are using 

private tutoring system as an important strategy to promote their children‟s academic 

achievement. Further, it is important that their child not only receive tutoring services, 

but also that they are satisfied with those services so that children may be as successful 

academically. 
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APPENDIX A: QUESTIONNAIRES 

1. Demographic Information Questionnaire 

Date: ____________   

Information about children  

1. How many people live in the household?                                 

2. How many children do you have?  Son (       ) Daughter (        ) 

3. What is gender of your child who is in middle school (If you have more than one child in 

middle school, please consider only the oldest child in middle school; in the case of twin 

consider the oldest ) 

 1) Boy   2) Girl 

3-1. Birth order of your child (whom you mentioned above)?                       

3-2. What month and year was your child born?                            

4. What is your child‟s latest GPA in school? (eg., „Soo‟, which ranges from 100-90 point) 

① Equal or less than 59 (ga) 

② 60-69 point (yang) 

③ 70-79 point (mi) 

④ 80-89 point (woo) 

⑤ 90-100 point (soo) 

5. In your opinion, is the GPA you listed in number 4 … 

_____     Excellent, I am very proud of my child‟s GPA 

_______  Good. I am happy with my child‟s GPA. 

_______  Not acceptable. It is important that my child‟s GPA improve. 

6. Please write in your child‟s latest test scores in the following subjects:  

Math:____________   English:____________   Science:____________   
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Do not remember __________ 

Information about Parents 

1. The year of your birth?           

2. What is your relationship with your child? 

① Mother 

② Father 

3. Between you and your spouse, who is the main decision maker for child‟s education? 

① Me 

② My wife or husband 

③ Both of us 

4. The highest level of above person‟s education? (on Q. 3) 

① High school or below  

② College 

③ University 

④ Graduate school or above  

If marked „both of us‟ if question #3, please write the highest level of education for 

your spouse                                                                     

5. The above decision makers career/job?                       

6. What is your annual family income? (Unit: Korean Won; 1$≒1,000 Won) 

① Less than 19,999,999 Won 

② Between 20,000,000 Won and 29,999,999 Won 

③ Between 30,000,000 Won and 39,999,999 Won 

④ Between 40,000,000 Won and 49,999,999 Won 

⑤ More than 50,000,00 Won  
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2: Parental Home and School involvement 

For each statement, please respond to each item by indicating the extent to which that statement describes 

your degree of agreements: ①=Never, ②= Rarely, ③=Sometimes, ④=Regularly, and ⑤=Always. 

                                                                                               

 

1. I enjoy reading with my child 

① Never ② Rarely ③ Sometimes ④ Regularly ⑤ Always 

2. I call my child‟s teacher to enquire about his/her school progress 

①  Never ② Rarely ③ Sometimes ④ Regularly ⑤ Always 

3. I check my child‟s school homework after it is done 

①  Never ② Rarely ③ Sometimes ④ Regularly ⑤ Always 

4. I am involved in the parent-teacher association at my child‟s school 

①  Never ② Rarely ③ Sometimes ④ Regularly ⑤ Always 

5. I determine what and how much food my child eats everyday 

①  Never ② Rarely ③ Sometimes ④ Regularly ⑤ Always 

6. I talk with my child about his/her day to day activities 

①  Never ② Rarely ③ Sometimes ④ Regularly ⑤ Always 

7. I spend time with my child doing sporting and other activities 

①  Never ② Rarely ③ Sometimes ④ Regularly ⑤ Always 

8. I make sure that my child spends enough time on school work and studying 

①  Never ② Rarely ③ Sometimes ④ Regularly ⑤ Always 

9. I join in parent-teacher interviews and consultations 

①  Never ② Rarely ③ Sometimes ④ Regularly ⑤ Always 
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10. I determine when and how much TV my child watches 

①  Never ② Rarely ③ Sometimes ④ Regularly ⑤ Always 
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3: Private Tutoring Involvement Questionnaire 

1. Are you sending your children to private academics or to hire private tutors in 

order to support your children‟s academic performance? 

1)  Yes    2)  No 

    If you mark on Yes, please answer for following questions…. 

2. How often do you call or talk to your children‟s supplementary educational 

institute teachers or private tutors about your children academic progress?  

(o)   Never 

① once or less per month 

② sometimes per month 

③ sometimes per week 

④ every day 

3. Per child, how much money your family spending for the supplementary 

educational institute or private tutor per month? 

(o)   0 Won 

① Between 150, 000 and 240, 000 Won 

② Between 250, 000 and 340, 000 Won 

③ Between 350,000 and 450,000 Won 
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④ Equal or more than 460,000 Won 

4. Please describe the process you used to find private tutoring or a tutor? 

                                                                      

5. What subject(s) does tutoring focus? 

                                                                                    

 

6. How satisfied are you with your child‟s tutor? 

① Very dissatisfied 

② Somewhat dissatisfied  

③ Neither satisfied nor dissatisfied 

④ Somewhat satisfied 

⑤ Very satisfied 

4. Parental Attributions Scale 

 
For each statement, please respond to each item by indicating the extent to which that statement describes 

your degree of agreements: 1=strongly disagree, 2=disagree, 3=neutral, 4=agree, and 5=strongly agree. 

No. Statement 1    2    3    4   5    

1 
If my child completes a worksheet well, it is likely 

because he/she just lucky 

1    2    3    4   5 

2 

When my child does well in exams, it is likely 

because he/she is just lucky 

1    2    3    4   5 

3 

If my child gets good school grades, it is likely 

because he/she s just lucky 

1    2    3    4   5 

4 If my child gets a school award, it is likely because 1    2    3    4   5 
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he/she is very clever 

5 

When my child has high marks for his/her 

assignments, it is likely because he/she is very 

bright 

1    2    3    4   5 

6 

If my child does well in exams, it is likely because 

he/she is very bright 

1    2    3    4   5 

7 

When my child comes first in the spelling test, it is 

likely because he/she works very hard at it 

1    2    3    4   5 

8 

If my child gets good school grades, it is likely 

because he/she works very hard 

1    2    3    4   5 

9 

If my child gets a school award, it is likely because 

of his/her hard work 

1    2    3    4   5 

10 

When my child does well in exams, it is likely 

because he/she has effective methods 

1    2    3    4   5 

11 

When my child does well in the school spelling test, 

it is likely because he/she has effective ways of 

studying for it 

1    2    3    4   5 

12 

When my child has high marks for his/her 

assignments, it is likely because he/she has useful 

methods for doing them 

1    2    3    4   5 

13 

When my child does not get a school award, it is 

likely because he/she is just unlucky 

1    2    3    4   5 
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14 

When my child gets poor marks on assignments, it 

is likely because he/she is just unlucky 

1    2    3    4   5 

15 

When my child comes in last in the school spelling 

test, it is likely because he/she is just unlucky 

1    2    3    4   5 

16 

If my child completes only half a worksheet, it is 

likely because he/she is not good at it 

1    2    3    4   5 

17 

When my child gets poor school grades, it is likely 

because he/she is not very bright 

1    2    3    4   5 

18 

When my child does poorly in the school spelling 

test, it is likely because he/she is not good at it 

1    2    3    4   5 

19 

When my child gets poor marks on assignments, it 

is likely because he/she does not work hard 

1    2    3    4   5 

20 

If my child completes only half a worksheet, it is 

likely because he/she does not work hard enough 

1    2    3    4   5 

21 

If my child gets poor school grades, it is likely 

because he/she does not work hard enough 

1    2    3    4   5 

22 If my child does not get a school award, it is likely 

because he/she has no useful methods 

1    2    3    4   5 

23 If my child completes only half a worksheet, it is 

likely because he/she has no effective methods to 

complete it 

1    2    3    4   5 

24 When my child gets poor school grades, it is likely 1    2    3    4   5 
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because he/she has no useful methods in studying 
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Korean Version 

1. 인구 통계학 정보에 관한 질의질문 

날짜: ____________ 

자녀관련 정보 

1. 귀 가정의 가족은 총 몇 명입니까?  

                                                                                                                                            

2. 자녀가 총 몇 명 입니까? 아들 (       )  딸 (      ) 

3. 중학교에 다니는 자녀의 성별은 무엇입니까? (만약 두 명 이상의 자녀가 중학생일 

경우, 고학년 아이에 대해서만 답변해 주십시오; 쌍둥이의 경우는 첫째)   

1) 아들      2) 딸 

    3-1. 위에 표시한 자녀는 몇째 아이입니까?                      

    3-2. 위 자녀의 생년월일은?                              

4. 학부모님 자녀의 가장 최근 학교 시험성적의 평균은 몇 점입니까? 

① 90 부터 100 점 

② 80 부터 89 점  

③ 70 부터 79 점 

④ 60 부터 69 점  

⑤ 59 점 이하  

5.  4 번 질문에 대한 자녀의 성적에 대하여 학부모님의 생각은 아래체크해주세요 

_____   매우 만족, 내 자녀의 총 평균점수에 대해 매우 자랑스럽게 생각함 

_____  만족. 내 자녀의 총 평균점수에 대해 만족함 

_____  불만족. 내 자녀의 총 평균점수가 향상되기를 바람 

6. 다음 과목에 대한 학부모님 자녀의 가장 최근 시험성적을 적어 주십시오:  

수학:____________   영어:____________   국어:____________  기억안남:          

학부모관련 정보 

1. 귀하의 생년월일은?           

2. 귀 자녀와의 관계는? 

① 엄마 

② 아빠 

3. 귀하와 배우자 중, 자녀의 교육에 대한 주 결정자는 누구입니까? 

① 나 
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② 내 아내 혹은 남편 

③ 둘이 함께 결정함 

4. 위 분의 최종 학력은? (문제 3 번에 명시한) 

① 고등학교 졸업 혹은 이하 학력  

② 전문대졸 

③ 대졸 

④ 석사 혹은 그 이상  

만약 „둘이 함께 결정함‟ 에 체크하셨다면, 두 분 모두의 학력을 적어주십시오  

                                                                        

5. 위 분의 (귀 가정의 교육에 대한 주 결정자) 직업은 무엇입니까?                 

6. 학부모님 가정의 연봉은? (단위: 대한민국 원; 1$≒1,100 Won) 

① 2 천 만원 미만 

② 2 천 만원 이상 3 천 만원 미만 

③ 3 천 만원 이상 4 천 만원 미만 

④ 4 천 만원 이상 5 천 만원 미만 

⑤ 5 천 만원 이상 

2. 가정과 학교에서의 참여도 

각 질문에 대한 학부모님의 동의 정도를 나타내는 항목에 마크하세요: 

① =한번도 안함, ②= 거의 안함, ③=가끔, ④=규칙적으로, ⑤=늘 항상 

                                                                                               

1. 자녀와 함께 책을 읽는 것을 즐긴다 

①  한번도 안함 ② 거의안함 ③ 가끔 ④ 규칙적으로 ⑤ 항상 

2. 자녀의 학업성적에 대해 상담하기 위해 학교 선생님께 전화를 한다 

① 한번도 안함 ② 거의안함 ③ 가끔 ④ 규칙적으로 ⑤ 항상 

3. 자녀가 숙제를 마친 후 숙제를 검토해 준다 

① 한번도 안함 ② 거의안함 ③ 가끔 ④ 규칙적으로 ⑤ 항상 

4. 학부모 총회 혹은 학급 학부모 모임에 참여한다 

① 한번도 안함 ② 거의안함 ③ 가끔 ④ 규칙적으로 ⑤ 항상 

5. 매일 자녀가 섭취하는 음식의 종류와 방법을 직접 결정한다 

① 한번도 안함 ② 거의안함 ③ 가끔 ④ 규칙적으로 ⑤ 항상 

6. 자녀와 그날 일어난 일들에 대한 이야기를 나눈다 

①  한번도 안함 ② 거의안함 ③ 가끔 ④ 규칙적으로 ⑤ 항상 
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7. 자녀와 스포츠나 그 외 다른 활동을 함께하기 위해 시간을 보낸다 

① 한번도 안함 ② 거의안함 ③ 가끔 ④ 규칙적으로 ⑤ 항상 

8. 자녀가 학교 과제나 공부에 충분한 시간을 할애하는지 확인한다 

① 한번도 안함 ② 거의안함 ③ 가끔 ④ 규칙적으로 ⑤ 항상 

9. 선생님과의 학부모 면담이나 상담에 참여한다 

① 한번도 안함 ② 거의안함 ③ 가끔 ④ 규칙적으로 ⑤ 항상 

10. 자녀가 언제 그리고 얼마 동안 TV 를 시청할지 결정해 준다 

① 한번도 안함 ② 거의안함 ③ 가끔 ④ 규칙적으로 ⑤ 항상 
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3: 사교육 관여에 대한 질의질문 

1. 학부모님은 자녀에게 학업과 관련된 사교육을 시키십니까? 

1) 예         2) 아니오 

   위의 질문에 “예”로 대답하신 분만 다음 질문들에 응답해 주십시오 

2. 자녀의 학업에 관해 얼마나 자주 학원선생님이나 과외선생님과 전화를 하거나 

이야기를 나누십니까?  

① 한달에 한번 혹은 전혀 안함 

② 한달에 가끔 

③ 주중에 가끔 

④ 매일 

3. 자녀당, 학원이나 과외비로 한달에 얼마 정도를 지출하십니까? 

① 15 만원 에서 24 만원 사이 

② 25 만원 에서 34 만원 사이 

③ 35 만원 에서 45 만원 사이 

④ 46 만원 이상 

3. 학원이나 과외선생님을 결정할 때 어떤 방법으로 선정하십니까? 

                                                                         

4. 특히 어떤 과목(들) 때문에 학원을 보내거나 과외를 시키십니까? 

                                                                      

   5. 현재 자녀를 맡기고 있는 학원이나 과외선생님께 만족하고 계십니까? 

① 매우 잘 가르치고 있다고 생각한다, 매우 만족한다 

② 괜찮게 가르치고 있다고 생각한다, 만족한다 
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③ 잘 가르치지도, 그렇다고 못 가르치지도 않는 것 같다 

④ 별로 잘 가르치는 것 같지는 않다, 그저 그렇다 

⑤ 매우 못 가르치고 있다고 생각한다, 바꾸려고 한다 

⑥ 4. 학부모 귀인 척도 

⑦ 각 문항에서, 당신의 동의 정도를 가장 잘 표현하는 번호에 

마크하십시오: 

⑧ 1=매우 부정적, 2=부정적, 3=중립적, 4=긍정적, 5=매우 긍정적 

No. Statement 1    2    3    4   5    

1 만약 내 자녀가 문제집을 잘 풀었다면, 그것은 

그냥 운이 좋았기 때문이라 생각한다 

 

1    2    3    4   5 

2 내 자녀가 학교에서 시험을 잘 보았다면, 

그것은 그냥 운이 좋았기 때문이라 생각한다  

 

1    2    3    4   5 

3 만약 내 자녀의 학교성적이 잘 나왔다면, 

그것은 그냥 운이 좋았기 때문이라 생각한다 

 

1    2    3    4   5 

4 만약 내 자녀가 학교에서 우등상을 받았다면, 

그것은 그 아이가 매우 영리하기 때문이라 

생각한다 

 

1    2    3    4   5 

5 내 자녀가 제출한 수행평가과제물로 높은 

점수를 받는다면, 그것은 그 아이가 매우 

똑똑하기 때문이라 생각한다 

 

1    2    3    4   5 

6 만약 내 자녀가 학교에서 시험을 잘 봤다면, 

그것은 그 아이가 매우 똑똑하기 때문이라 

생각한다 

 

1    2    3    4   5 

7 내 자녀가 영어 듣기평가에서 매우 높은 

점수를 받는다면, 그것은 그 아이가 열심히 

노력했기 때문이라 생각한다 

 

1    2    3    4   5 

8 만약 내 아이가 학교에서 좋은 성적을 

받았다면, 그것은 그 아이가 열심히 노력했기 

때문이라 생각한다 

 

1    2    3    4   5 
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9 만약 내 아이가 학교에서 우등상을 받았다면, 

그것은 그 아이가 열심히 노력했기 때문이라 

생각한다 

 

1    2    3    4   5 

10 내 아이가 학교시험을 잘 본다면, 그것은 그 

아이가 효율적으로 공부했기 때문이라 

생각한다 

 

1    2    3    4   5 

11 내 아이가 영어듣기평가에서 좋은 점수를 

받는다면, 그것은 그 아이가 효율적인 

방법으로 공부했기 때문이라 생각한다 

 

1    2    3    4   5 

12 내 아이가 수행평가과제물에서 높은 점수를 

받는다면, 그것은 그 아이가 유용한 방법으로 

과제물을 했기 때문이라 생각한다 

 

1    2    3    4   5 

13 내 아이가 학교에서 우등상을 받지 못한다면, 

그것은 운이 없었기 때문이라 생각한다 

 

1    2    3    4   5 

14 내 아이가 수행평가 과제물에서 낮은 점수를 

받았다면, 그것은 운이 나빴기 때문이라 

생각한다 

 

1    2    3    4   5 

15 내 아이가 영어듣기평가에서 매우 낮은 

점수를 받는다면, 그것은 운이 나빴기 

때문이라 생각한다 

 

1    2    3    4   5 

16 만약 내 아이가 문제집을 반밖에 못 풀었다면, 

그것은 그 아이가 잘 못하는 부분이 나왔기 

때문이라 생각한다 

 

1    2    3    4   5 

17 내 아이가 학교성적이 매우 낮다면, 그것은 그 

아이가 그리 똑똑하지 않기 때문이라 

생각한다 

 

1    2    3    4   5 

18 내 아이가 영어듣기평가에서 낮은 점수를 

받는다면, 그것은 우리 아이가 영어듣기 

능력이 부족하기 때문이라 생각한다  

 

1    2    3    4   5 

19 내 아이가 수행평가 과제물에서 낮은 점수를 1    2    3    4   5 
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받는다면, 그것은 과제물을 열심히 하지 

않았기 때문이라 생각한다 

 

20 만약 내 아이가 문제집을 반밖에 풀지 

못했다면, 그것은 그 부분을 풀기 위해 충분히 

노력하지 않았기 때문이라 생각한다 

 

1    2    3    4   5 

21 만약 내 아이가 학교에서 낮은 성적을 

받았다면, 그것은 평소에 충분히 노력하지 

않았기 때문이라 생각한다 

 

1    2    3    4   5 

22 만약 내 아이가 학교에서 우등상을 받지 

못했다면, 그것은 효율적인 방법으로 공부하지 

않았기 때문이라 생각한다 

 

1    2    3    4   5 

23 만약 내 아이가 문제집을 반밖에 풀지 

못했다면, 그것은 효율적인 방법으로 풀지 

않았기 때문이라 생각한다 

 

1    2    3    4   5 

24 내 아이가 학교에서 낮은 성적을 받는다면, 

그것은 그 아이가 평소에 효율적으로 

공부하지 않았기 때문이라 생각한다 

1    2    3    4   5 

Copyright ©  Pillipson et al., 2010 
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