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Abstract 

The aim of this study was to examine (a) parental attributions for children’s performance in 

language, mathematics and globally school in kindergarten, (b) whether parents’ perceptions 

concerning their children’s academic ability predict the children’s school performance in 

kindergarten, the subsequent parental attributions, and the impact of school performance and 

parental attributions on parental expectations concerning their children’s later school 

performance in the first primary school year, and (c) the role of the three sets of concepts 

(perceived academic ability, performance in kindergarten, and subsequent parent attributions) 

in the formulation of parent expectations. The participants were parents of 150 kindergarten 

children (80 girls, 70 boys), who were randomly recruited from 45 state kindergartens of 

various towns of Greece. The results revealed: (a) parents attributed their children’s good 

performance to stable and, mainly, internal and personal controllable to the children’s factors, 

(b) the higher parents estimated their children’s ability, the better the children performed in 

the respective school subject, and the higher the parental attributions to internal, stable, 

personal controllable and external uncontrollable to the children’s factors were, (c) variability 

in the effect of parents’ perceptions of their children’s ability on attributions and performance 

between and within school subjects, in favoring language, and least favoring general school 
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performance and (d) although parental perceived children’s academic ability was the most 

powerful predictor of parents’ expectations regarding their children’s performance in grade 

one, both the children’s past performance and the subsequent parental attributions accounted 

for a positive significant portion of the variance of it. 

Keywords: parental attributions, parental beliefs, school performance 
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1. Introduction  

Past research from a variety of perspectives with children evident the important influences 

that parents have in their children’s academic success (Duckworth, Peterson, Matthews, & 

Kelly, 2007; Fornander & Kearney, 2019; Garbacz, Herman, Thompson, & Reinke, 2017; 

Hutchinson & Yates, 2008; Lee, Daniels, & Kissinger, 2006; Pomerantz, Grolnick, & Price, 

2005; Redding, 2006), although some studies have found no significant relationship between 

parent involvement and academic achievement (Okpala, Okpala, & Smith, 2001; White, 

Taylor, & Moss, 1992) and a few have even detected negative associations (Sui-Chu & 

Willms, 1996). Moreover, as has been reported in various meta-analyses the magnitude of 

parental effects on children’s academic achievement is consistently large enough to have a 

meaningful impact across the ethnic group, socioeconomic level, and grade level (Castro, 

Expósito-Casas, López-Martín, Lizasoain, Navarro-Asencio, & Gaviria, 2015; Fan & Chen, 

2001; Jeynes, 2007; Ma, Shen, Krenn, Hu, & Yuan, 2016; Saracho, 2002). Also, parental 

involvement factors have a longitudinal effect on children’s academic development (Fan, 

2001; Hong & Ho, 2005). For example, it was found positive associations between parent 

involvement in preschool and kindergarten and reading achievement in kindergarten, and in 

eighth grade (Miedel & Reynolds, 1999).  

Due to the high importance of parent involvement, much research has focused on specifying 

the nature of parental involvement at school and the kinds of influence parents do have on 

different children outcomes (Boonk, Gijselaers, Ritzen, & Brand-Gruwela, 2018 for a review). 

For example, some of the parents’ behaviors that affect children’s school success are book 

reading, homework, verbal interactions, parenting styles and practices, and attending school 

functions (Epstein, 1992; Darling & Steinberg, 1993; Epstein & Dauber, 1991; Hill & Taylor, 

2004; Ishak, Low, & Lau, 2011; Soenens, Duriez, Vansteenkiste, & Goossens, 2007; 

Stevenson & Baker, 1987; Urdan, Solek, & Schoenfelder, 2007; Wigfield, Byrnes, & Eccles, 

2006; Zentner & Renaud, 2007). However, the mechanisms through which parent 

involvement exerts its influence on children’s academic achievement have been not fully 

explained (Hill & Craft, 2003; Topor, Keane, Shelton, & Calkins, 2010). The existent 

research rather suggests that parents’ emotions, beliefs, values and attitudes regarding 

education and the aspirations they hold for their children that affect their efforts to promote 

their children’s school readiness and success (Englund, Luckner, Whaley, & Egeland, 2004; 

Jones & Prinz, 2005; Kaplan, Liu, & Kaplan, 2001; Loughlin-Presnal & Bierman, 2017; 

Rimm-Kaufman, Pianta, Cox, & Bradley, 2003). Therefore, this study focuses on parents’ 

beliefs about the causes of their children’s academic outcomes, and their beliefs of children’s 

academic ability and future achievement. Each of these three concepts is not only an 

important aspect of parental involvement but it has also a direct effect on a child’s academic 

achievement. 

Although a substantial amount of studies on parental involvement illustrates crucial role of 

parents in children’s good start in formal education, a narrow number of investigations have 

examined the variables that are associated with the parental involvement in kindergarten for 

their role during the transition to primary school (Boonk et al., 2018; Taylor, Clayton, & 

Rowley, 2004). This study focuses on the possible factors associating with the influences that 
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parents have on children’s live in kindergarten and their aspirations for their children’s 

achievement in the first year of primary education.  

Also, this study was involved in both general and specific subject areas because, while at the 

begging of the kindergarten studies specific subject areas are not a focus of the children’s 

education, as the kindergarten studies pass mathematics and language become significant in 

children’s school development (Natale, Aunola, & Nurmi, 2009). 

1.1 Parental Attributions 

Weiner’s (1992, 2000, 2001, 2003, 2010) attribution theory, on which this study is based, 

represents a comprehensive theoretical framework for understanding motivation for 

achievement outcomes from the intrapersonal perspective, which refers to the attributions 

individuals make for their performance, and from the interpersonal perspective, which 

concerns the attributions made for outcomes experienced by others, and how perceptions of 

another’s responsibility for an outcome contributes to other-directed emotions (gratitude, 

anger) and behaviors (punishment, support) (Schunk & Zimmerman, 2006; Wand & Hall, 

2018). This theory has proved useful in examining how parents explain and evaluate their 

children’s academic performance (Kinlaw, Kurtz-Costes, & Goldman-Fraser, 2001; Natale et 

al., 2009; Rytkönen, Aunola, & Nurmi, 2005; Sawrikar, Hawes, Moul, & Dadds, 2019).  

Parents are motivated to understand the cause of their child’s behavior because such an 

understanding is crucial to how they socialize their children into academic life (Goodnow, 

1988; Scott, 2018). Parents’ beliefs about the causes of their children’s academic outcomes 

influence their conceptions regarding the children’s needs, motives, and limitations, which, in 

turn, affect parental affective and behavioral responses toward their children, and 

consequently, the development of children’s academic skills (Dix & Grusec, 1985; Georgiou 

& Tourva, 2007; Sawrikar & Dadds, 2018). For example, parental positive attributions 

enhance their expectations and aspirations concerning their children’s performance (Murphey, 

1992; Scott, 2018) as well as the child’s academic performance (Aunola, Leskinen, 

Onatsu-Arvilommi, & Nurmi, 2002; Parsons, Adler, & Kaczala, 1982). Similarly, parental 

attributions of children’ success to their adequate ability were positively related to higher 

levels of later academic performance in kindergarten and first grade (Natale et al., 2009). 

Moreover, as Natale et al. (2009, p. 15) mention, the transition from kindergarten to primary 

school is a particularly important period for the formation of parents’ causal attributions, and 

for their impact on children’s performance.  

Although, an academic outcome could be attributed an infinite number of factors, ability, 

effort, task-difficulty and luck are the most prominent causes in describing the successful and 

unsuccessful event (Schunk & Zimmerman, 2006; Weiner, 2010) but within parental 

attributions teacher competence appears more often than luck. Specifically, previous research 

on parental attributions indicates that parents usually attribute their children’s success and 

failure to either ability or effort rather than to task difficulty or teacher competence 

(Cashmore & Goodnow,1986; Natale et al., 2009; Rytkönen et al., 2005; Yee & Eccles, 

1988).  
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However, after an achievement outcome, the causes per se are not crucial, as the location of 

the causes on attributional dimensions which have psychological and behavioral 

consequences. Hence, the present study focused on attributional dimensions. According to 

Weiner’s theory, attributions are categorized into dimensions of locus of causality 

(internal/external to the person), stability (stable/unstable over time) and controllability 

(personal and external controllable/uncontrollable). Although all attributional dimensions are 

related to expectations and emotions, which, in turn, influence behavior, each of them has 

specific consequences (Berndsen & Manstead, 2007; Stephanou, 2012; Weiner, 2005). 

Stability most impact on performance expectations and the emotions of 

hopefulness/hopelessness, controllability affects perceptions of personal responsibility and 

the social-related emotions, such as shame, anger, and gratitude. Locus of causality mainly 

influences perceptions of personal competence and the self-related emotions, such as pride in 

success.  

Behaviors and emotions conveyed by parents might be interpreted by children as conveying 

parents’ underlying attributional beliefs concerning their children’s academic performance. 

For example, a parent who attributes his/her child’s poor school performance to the child’s 

low effort (internal, controllable and relative unstable) may ultimately be angry and 

reprimand the child. Parents’ attributions may also influence their children’s behavior at 

school. For instance, it was found that adult praise for effort or intelligence promotes 

children’s mastery-orientation or performance- orientation respectively (Kamins & Dweck, 

1999; Mueller & Dweck, 1998), which might, in turn, have an impact on children’s 

subsequent performance (Natale et al., 2009).  

Parents exhibit self-enhancing and self-saving biases (Dix & Grusec, 1985; Graham & 

Weiner, 1991) when making attributions for positive and negative child’s outcomes. Precisely, 

parents tend to attribute their children’s academic positive outcomes to internal, stable and 

dispositional factors to the child (ability), whereas they make references to unstable, external 

and situational factors for the child’s negative outcomes (Dunton, McDevitt, & Hess, 1988; 

Goodnow, 1988; Holloway & Hess, 1985; Natale et al., 2009; Raty, Vanska, Kasanen, & 

Karkkainen, 2002; Rytkönen et al., 2005). Such an attributional pattern sustains the good 

caretaker parental role (Sawrikar & Dadds, 2018; Sawrikar et al., 2019). However, some 

studies have obtained different results. For example, Yee and Eccles (1988) found that parents 

attributed their children’s success and failure to ability and to lack of effort respectively. 

Rytkönen et al. (2005) reported that, in preschool, parents attributed their children’s success 

to ability and teaching, while when the children moved to primary school, they increasingly 

attributed their children’s success to ability and failure to lack of effort. The latter finding 

stresses the child’s responsibility to the academic performance, with certain consequences for 

future performance. In consistency with the above research evidence, Mau (1997) supports 

that when parents consider academic success and failure as a result of putting effort or not 

putting enough effort (internal, controllable), they are likely to encourage their children to 

work hard. It was also found that parental attribution of the child’s achievement to the child’s 

effort was positively associated with the child’s actual achievement results (Georgiou, 2010). 

Moreover, students who perceived their parents emphasizing effort and academic 
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achievement are more likely to be motivated than students whose parents did not value effort 

(Marchant, Sharon, Paulson, & Rothlisberg, 2001). However, as Sawrikar and Dadds (2018) 

emphasize, this parental optimism attributional pattern may wane when parents estimate their 

children as blameworthy for problematic behaviors, and they attribute negative outcomes to 

internal, stable, and global to the child (Dix & Lochman, 1990; Gretarsson & Gelfand, 1988; 

Strassberg, 1995). Specifically, such attributional scheme is maladaptive in parenting, since it 

raises negative affective (angry) and behavioral responses (coercive parenting styles, harsh 

punishment) toward the child (Azar, 1997; Dix & Gruse, 1985; Slep & O’Leary, 1998) as 

well as it predicts negative outcomes for children and the development of child behavioral 

problems (Johnston, Hommersen, & Seipp, 2009; Nix, Pinderhughes, Dodge, Bates, Pettit, & 

McFadyen-Ketchum, 1999). 

1.2 Parents’ Beliefs about Children’s Competence and Future Academic Performance 

According to Wigfield and Eccles’s (2000) expectancy-value model, which is one of the most 

influential frameworks to conceptualize achievement motivation (Meyer, Fleckenstein, & 

Köller, 2019; Rosenzweig, Wigfield, & Eccles, 2019), expectancy is defined as one’s 

expectation for future success and is related to his/her competence beliefs. Specifically, while 

the expectancy beliefs are significant formulators of academic achievement behavior, they are 

influenced, among other factors, by the student’s perceptions of his/her ability to do a task.  

The findings from research in achievement behavior indicate the high expectations for 

success are related to task engagement, persistence in carrying out tasks, effective use of 

cognitive and metacognitive strategies, and successful performance (Eccles & Wigfield, 2002; 

Efklides, 2001; Nuutila, Tuominen, Tapola, Vainikainen, & Niemivirta, 2018; Rosenzweig et 

al., 2019; Stephanou, 2008). Similarly, past empirical studies evident that ability 

self-perception, playing, mainly, a motive role, is positively related to academic performance 

(Alves-Martins & Peixoto, 2000; Eccles, 2009; Herrera, Al-Lal, & Mohamed, 2020; Sewasew, 

& Schroeders, 2019; Stephanou, 2004, 2006; Susperreguy, Davis-Kean, Duckworth, & Chen, 

2018), even after controlling for ability (Beane, 1999; Pintrich & Schunk, 2002). Susperreguy, 

Davis-Kean, Duckworth and Chen (2018), analyzing three large-scale longitudinal datasets 

with children aged 11 to 15, revealed that ability self-perceptions in math and reading predict 

later achievement in each respective domain. These results were replicated, after controlling 

for the effects of demographic factors, child characteristics (working memory, 

socio-emotional and behavior problems) and early achievement, across all levels of achievers 

and from early childhood to adolescence.  

The existent literature regarding parents’ expectations supports their significant role in a 

child’s academic development. A study by Martini and Sénéchal (2012), for example, 

revealed that parent academic expectations were a unique contributor to children’s school 

readiness and academic success, independently from the parent teaching efforts. Similarly, Sy 

and Schulenberg (2005) found that parent academic expectations at kindergarten entry 

predicted children’s reading and math achievement in kindergarten, and in the first grade. 

Also, Gut, Reimannn, and Grob (2013) illustrated that parent academic expectations at school 

entry predicted children’s grade point averages three years later. Yet, parents’ expectations 
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influence students’ perceptions of their ability, and, then these perceptions have an impact on 

subsequent academic performance (Phillipson & Phillipson, 2007). Also, prekindergarten 

children emergent literacy skills and self-directed learning by enhancing parent academic 

expectations (Loughlin-Presnal & Bierman, 2017). Besides, expectancy beliefs originate in 

the individuals’ perceptions of previous situations as well as socialization processes, 

including the ways that parents provide support (Wigfield & Eccles, 1992). 

In literature in parents’ beliefs concerning their children’s competence, Pomerantz and Dong 

(2006. p. 1) concurred that “parents’ perceptions of children’s academic competence play a 

powerful role in children’s development in the academic arena…’. Herbert and Stipek (2005), 

for instance, reported the positive impact of parents’ judgments of children’s math 

competence on children’s later perceptions of their math competence. Yet, a child, who 

assumes their parents estimate his/her competency in a certain domain as relatively low, may 

“live up” to those expectations (Tomasetto, Mirisola, Galdi, & Cadinu, 2015) or “spillover” 

into his/her views and expectations of how much he/she should value certain academic 

domains, leading to low child’s performance (Racz, Putnick, Esposito, & Bornstein, 2019). 

These competence perceptions are determined by other factors, such as attributions of past 

events. In Wigfield and Eccles’s (1992) model, attributions are crucial to the formation of 

self-perception of competence and expectancies. However, there is a bi-directional 

relationship between ability self-perception and attributions (Weiner, 1992, 2010). For 

example, students, who estimate their ability in an academic task as low, are likely to attribute 

failure to stable, personal uncontrollable and internal factors (lack of ability), and success to 

unstable, personal uncontrollable and external factors (luck), whereas students, who 

perceived their ability as high, tend to attribute successful performance to internal, stable, 

personal controllable, and external uncontrollable factors (Stephanou, 2004, 2012; Schunk & 

Zimmerman, 2006; Weiner, 2004, 2005).  

While the individual association of the above parental variables with the child’s academic 

performance has, relatively, satisfactorily examined, a limited number of researches have 

investigated the role of the relationship among these variables in the child’s early school life. 

1.3 Aim and Hypotheses of This Study 

This study aimed to examine (a) parents’ attributions concerning their children’s general 

academic performance and performance in language and mathematics in kindergarten, (b) 

whether parents’ perceptions of their children’s academic ability predict the children’s school 

performance in kindergarten, and their subsequent attributions, (c) if the three sets of 

concepts (perceived academic ability, performance in kindergarten, and subsequent 

attributions) have an impact on parental expectations concerning their children’s later school 

performance in the first primary school year, and (d) whether the parents’ perceptions of their 

children’s academic ability will enhance the effect of school performance in kindergarten and 

the subsequent attributions on performance expectations.  

The Hypotheses of this study were the following.  

Parents’ attributions about their children’s school performance will mainly be associated with 
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children (internal, controllable)—than to others (external, external controllable)—related 

factors (Hypothesis 1a). Furthermore, the higher the level of the children’s school 

performance, the higher the parental attribution to children’s stable, internal and controllable 

factors (Hypothesis 1b) 

Parents’ perceptions of their children’s academic ability will have a positive effect on 

children’s school performance in language, mathematics and general (Hypothesis 2), and on 

the subsequent parental attributions, mainly locus of causality (Hypothesis 3). 

Parents’ perceptions of their children’s academic ability, children’s school performance in 

kindergarten and parents’ subsequent attributions (mainly, stability) will positively influence 

parents’ expectations of their children’s performance in the first primary school year across 

language, mathematics and general school (Hypothesis 4a). Parents’ perceptions about 

children’s academic ability in kindergarten will enhance the impact of the other two concepts 

on parental expectations for children’s later school performance (Hypothesis 4b). 

There would be school subject effect but no specific Hypothesis is estimated (Hypothesis 5). 

2. Method 

2.1 Participants 

The participants in this research were parents of 150 kindergarten children (80 girls, and 70 

boys), who had mean age of 5.35 years (SD = .48 months), and they were randomly recruited 

from 45 state kindergartens of various towns of Greece. The participating parents represented 

various socio-economical levels, and of them, 70% and 30% were mothers and fathers 

respectively. 

2.2 Measures 

A questionnaire with separate versions for mathematics, language, and general school 

performance was constructed. It comprised of four scales. The wording of the questions for 

the three options of school performance was the same except for the subject name. 

The construction of all of the scales, expect for attributions scale, was based on previous 

similar researches (Eccles & Wigfield, 2002; Nagy, Trautwein, Baumert, Koller, & Garrett, 

2006; Pintrich & Schunk, 2002; Rosenzweig et al., 2019; Stephanou & Mpiontini, 2017; 

Wigfield & Eccles, 2002). 

2.2.1 Attributions 

Parents’ attributions concerning their children’s performance at school were examined via the 

slightly modified Causal Dimension Scale-II (CDSII, McAuley, Duncan, & Russell, 1992). 

This scale has proven a reliable and valid research instrument in examining attributions for 

achievement school behavior in the Greek population (Stephanou, 2012). The parents wrote 

down the most important factor which, according to their opinion, influenced their children’s 

school performance, how much this factor contributed to the given performance, and 

classified that cause along the attributional dimensions of locus of causality (internal/external 

causes to the child), stability (stable/unstable causes over time), personal controllability 
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(personal controllable/uncontrollable causes by the child) and external controllability 

(controllable/uncontrollable causes by others). Each subscale consists of three items, ranging 

from the negative pole 1 to the positive pole 9 (from 1 = not at all stable to 9 = totally stable). 

Cronbach’s alpha regarding parental attributions for the children’s general school 

performance were .85 for locus of causality, .79 for stability, .82 for personal controllability, 

and .74 for external controllability. In mathematics performance, Cronbach’s alpha 

were .80, .82, .78 and .75 for locus of causality, stability, personal controllability and external 

controllability, respectively. Cronbach’s alpha regarding language performance 

were .79, .84, .74 and .78 for locus of causality, stability, personal controllability and, 

external controllability, respectively. 

2.2.2 Ability Perceptions 

The parents’ perceptions concerning their children’s ability were examined by four questions 

(“How good is your child in Language this kindergarten year?”). Responses ranged from 1 = 

not at all good to 7 = excellent. Cronbach’s alpha were .79 for mathematics, .81 for language 

and .78 for general school performance. 

2.2.3 School Performance  

Children’s school performance in kindergarten was estimated by their teachers. Teachers 

rated school performance for every single child whose parent participated in this study. The 

Performance school scale consisted of four items (‘Rate your pupil general (or mathematics 

or language) school performance this kindergarten year’). Responses rated from 1 = very 

poor to 7 = excellent. Cronbach’s alphas were .82, .84, and .87 for general school 

performance, mathematics, and language, respectively. 

2.2.4 Performance Expectations 

Parents’ expectations concerning their children’s school performance in the first primary 

school year were examined via the school performance scale, changing the verb tense (“How 

well do you expect your child to do in Language in the first primary school year?”). 

Responses ranged from 1 = very poorly to 7 = excellent. Cronbach’s alpha were .79, .85, 

and .84 for general school performance, mathematics and language, respectively 

2.2.5 Personal Information 

The participants’ personal information scale consisted of a set of questions relevant to their 

own personal factors, such as gender and occupation, and to their children’s personal factors, 

such as age and gender. 

2.3 Procedure 

Data for each of the three subjects were gathered in the middle of a kindergarten year, to 

ensure that the participants had a good time to form an impression of the examined variables. 

The questionnaire was in person given to teachers, while it mailed to parents. Mothers or 

fathers or both jointly were asked to answer the questionnaire, considering that the responder 

parent is the significant other person to the child.  
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The participants were explained the aim of this study, and they were assured of anonymity 

and confidentiality. 

3. Results  

3.1 Parents’ Attributions for their Children’s School Performance in Kindergarten 

Preliminary analysis showed that children’s performance at kindergarten was rated by their 

teachers from moderate to high in mathematics, Mean = 6.30, SD = 1.45, in language, Mean 

= 6.18, SD = 1.55, and in general, Mean = 6.10, SD = 1.60.  

To examine differences between the parental attributional dimensions for performance within 

school subject, three repeated measures ANOVAs, one for each school subject, were 

conducted, in which the four attributional dimensions were the within-subjects factor. 

Significant effect was found in mathematics, F(3, 147) = 72.50, p < .01, partial η
2
 = .76, in 

language, F(3, 147) = 91.00, p < .01, partial η
2
 = .80, and in generally school performance, 

F(3, 147) = 100.30, p < .01, partial η
2
 = .85. Furthermore, an inspection of the mean scores on 

Table 1 and post hoc pairwise comparisons showed that the parents attributed their children’s 

good performance in mathematics, language and general to the children’s stable and, mainly, 

internal and personal controllable factors than to the children’s external controllable factors. 

 

Table 1. Parents’ attributions concerning their children’s performance in kindergarten in 

generally school, mathematics and language  

 General school 

performance  

Mathematics 

performance 

Language 

performance 

Mean  SD Mean  SD Mean  SD 

Locus of causality 8.20  .98 8.12 1.00 8.18  .80 

Personal controllability 8.00  .85 8.05 1.35 8.20 1.00 

Stability 7.65  .88 7.65 1.25 7.85  .98 

External controllability 2.67 1.00 2.65 2.58 2.55 2.35 

 

The above findings in the most confirmed Hypotheses 1a and 1b. 

3.2 Effects of Parents’ Perceptions of Their Children’s Academic Ability on School 

Performance, and on Subsequent Parental Attributions 

The results from three bivariate regression analyses, one for each school subject (Table 2), 

showed that the higher parents perceived their children’s ability, the better the children’s 

subsequent performance. Conversely, the lower parents perceived their children’s ability, the 

worse the children subsequently performed. This pattern was most powerful in language 

performance, R
2 

= .69, followed by mathematics performance, R
2 

= .50, and general 

performance, R
2 

= .13.  

Bivariate regression analyses with parents’ perceptions of their children’s ability as predictive 
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variable and each of the parents’ attributional dimensions for their children’s performance at 

kindergarten as predicted variable were conducted in each school subject. These analyses 

revealed significant and positive effects of the perceived children’s ability on parental 

attributions for their children’s performance across the three school subjects. More precisely, 

the higher parents perceived their children’s ability in mathematics, language and general 

school, the more internal to the children, controllable by the children, stable and external 

uncontrollable the attributions the parents made about their children’s performance in the 

respective subject.  

Furthermore, the findings regarding general school performance showed that the parents’ 

perceptions of the children’s ability accounted for a significant variance of the parental 

attributional dimension of locus of causality, R
2 

= .10, personal controllability, R
2
 = .10, 

external controllability, R
2
 = .08, and, mainly, stability, R

2
 = .23. Similarly, the parents’ 

perceptions of their children’s ability accounted for a significant variability of the parental 

attributional dimension of locus of causality, R
2
 = .22, stability, R

2
 = .13, external 

controllability, R
2
 = .07, and, particularly, personal controllability, R

2
 = .36, in performance in 

mathematics. Also, parents’ perceptions of their children’s ability explained an amount of the 

variance of their own attributions concerning the children’s performance in language from 

7% for external controllability, through 17% for personal controllability and 16% for stability, 

to 42% for locus of causality.  

The above findings also indicated that the effects of parents’ perceptions of their children’s 

ability on parental attributions concerning the children’s performance varied across school 

subjects, in unfavoring general performance. This pattern also varied within each school 

subject, with perceived ability being the most powerful formulator factor of locus of causality 

and personal controllability in language and mathematics, respectively. 

Thus, Hypotheses 2a and 2b were mainly confirmed, and Hypothesis 3 was totally confirmed. 

 

Table 2. Results from bivariate regression analyses for the effects of parents’ perceptions of 

their children’s ability on children’s performance, and on the subsequent parental attributions 

 General school 

performance  

Mathematics 

performance 

Language 

performance 

 beta R
2
 F beta R

2
 F beta R

2
 F 

School performance  .34 .13  7.30 .70 .50 60.00 .82 .69 140.10 

Attributional dimensions          

Locus of causality .33 .10  5.78 .45 .22 14.20 .65 .42 39.20 

Personal controllability .47 .23 15.60 .60 .36 29.45 .42 .17 12.60 

Stability .32 .10  5.65 .34 .13 7.30 .40 .16 10.80 

External controllability .27 .08  4.20 .25 .07 3.90 .27 .07 4.20 

Note. F(1, 148) > 7.30, p < .01, F (1, 148) < 7.30, p < .05.  
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3.3 Effects of Parents’ Perceptions of Their Children’s Ability, Children’s School Performance 

and Subsequent Parental Attributions on Performance Expectations 

Hierarchical regression analyses, with enter method (Table 3), were performed within each 

school subject (mathematics, language, general). Parents’ expectations concerning children’s 

later school performance in the first primary school year was the criterion variable. Parents’ 

attributions and their children’s performance at the kindergarten were entered into the first 

step of the analysis, and their perceptions of children’s ability were entered at the second step 

of the analysis. The results from these analyses, partly in line with Hypotheses 4a and 4b, 

revealed the following findings.  

The three concepts, as a group, had a significant and positive effect in the formation of 

parents’ expectations regarding their children’s performance in the first primary school year 

in language, explaining 73% of the variance, in mathematics, explaining 56% of the variance, 

and in general, accounting for 33% of the variability.  

The findings with respect to language, in addition, showed that the better the children’s 

performance at kindergarten was, b = .12, the more internal to the children’s the attributions 

the parents made, b = .16, and, mainly, the higher the children’s ability the parents estimated, 

b = .54, the higher the parents’ expectations concerning their children’s performance in the 

first primary school year. Also, parents’ estimation of their children’s ability had an indirect 

effect, throughout the combination of the other two concepts, and a direct effect, beyond that 

affected by those factors on performance expectations, R
2
ch = .27. 

The results regarding mathematics, in addition, revealed that the children’s performance, b 

= .30, and the parents’ perceptions of their children’s ability, b = .55, at kindergarten 

positively contributed into the generation of parental expectations, while parental 

attributional dimensions had no unique effect on it. Furthermore, parents’ perceptions 

concerning their children’s ability mediated the effect of performance in kindergarten on 

parental expectations about children’s performance in the first year of primary school, 

Rch
2
= .19. 
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Table 3. Results from hierarchical regression analyses for the effects of parents’ perceptions of 

their children’s ability, performance at kindergarten, and subsequent parental attributions on 

parental expectations concerning children’s performance at the first primary school year 

Predictors  Steps  R
2
 Rch

2
 Fch F b t 

 Language  

Performance at kindergarten  

1 

 .46   25.65 

.16 4.50 

Parental attributions 

-Locus of causality- .12 3.00 

Perceived children’s ability 2 .73 .27 98.45 113.00 .64 7.00 

 Mathematics  

Performance at kindergarten 

1 .37   35.60 

.30 2.85 

Parental attributions -- -- 

Perceived children’s ability 2 .56 .19 22.95 36.80 .55 5.00 

 General school  

Performance at kindergarten 

1 

 .23   13.00 

.51 4.55 

Parental attributions 

-External controllability- .33 2.90 

Perceived children’s ability 2 .33 -- -- 10.00 -- -- 

Note. All F- and Fch- values are significant at the .01 level of significance; -- = p > .05.  
 

The findings regarding general school performance also indicated that the more the parents 

attributed their children’s kindergarten performance to external controllable factors, b = .51, 

and the better the performance was, b = .33, the higher their expectations of good 

performance in primary school were. Furthermore, external controllability enhanced the 

effects of the other predictors on performance expectations, Rch
2
 = .19, while perceived 

children’s ability did not influence performance expectations uniquely.  

3.4 Effects of School Subject 

The above overall findings, confirming Hypothesis 5, showed that the academic domain 

differentiated the associations among the examined variable. 

4. Discussion  

The current study extends the literature by examining the parental attributions concerning 

children’s general, mathematics and language school performance in kindergarten, the 

possible contributive role of parents’ perceptions concerning their children’s ability in the 

above performances and in the subsequent parental attributions, and the role of the three sets 

of variables in parents’ expectations for their children’s later school performance. 

4.1 Parental Attributions 

The findings regarding the parental attributional pattern for their children’s achievement in 

kindergarten were in the most consistent with our expectations. Precisely, parents attributed 

their children’s good performance to various attributional dimensions, supporting previous 
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empirical evidence (Georgiou & Tourva, 2007; Raty et al., 2002), showing the high 

importance of children academic achievement in their own personal identity (Sawrikar et al., 

2019; Scott, 2018; Weiner, 2000, 2010), and confirming Miller’s (1995) notation that parents’ 

causal attributions begin to evolve in the early school years. Furthermore, by attributing the 

successful performance to stable, and, mainly, internal and controllable factors to their 

children, they enhanced their own aspirations for the children’s success in the future, 

multiplied the possibilities to support the children, rose the chances of academic progress, 

and, simultaneously, enhanced their own role as good caretaker (Aunola et al., 2002; Dix & 

Grusec, 1985; Fornander & Kearney, 2019; Georgiou, 2010; Sawrikar & Dadds, 2018; 

Weiner, 2010).  

Against to some previous researches (Rytkönen et al., 2005), the participants did not address 

external or external controllable influences on their children’s performance, such as teaching 

competence or teachers’ support. This specific finding may reflect parental self-enhancing 

bias, in consistency with their tendency to stress dispositional to their children’s factors when 

they explain good school performance (Goodnow, 1988; Natale et al., 2009). It may be also 

related to the young age of the children, since, when children grow older, other individuals, 

such as peers and teachers, play a more important role in children’s performance (Boonk et 

al., 2018). 

4.2 The Role of Parents’ Perceptions about Children’s Ability in School Performance and 

Subsequent Parental Attributions 

As expected, the higher parents estimated their children’s ability, the better the children 

performed in the respective school domain, and the higher the parental attributions to internal, 

stable, personal controllable and external uncontrollable to the children’s factors were.  

An interesting finding is a variability in the effect of parents’ perceptions of their children’s 

ability on attributions and performance between and within school subjects, in favoring 

language, and least favoring general school performance. It seems that parents were more 

confident in their children’s capabilities in language than in mathematics, predicting more 

strongly the performance in the first than the later school subject. Also, in language, parental 

perceptions of their children’s ability most influenced the locus of causality (internal to 

child’s factors) than any other attributional dimension. It could be argued that parents, 

probably, perceived themselves as having a critical role to play in their children’s language 

achievement, since at the kindergarten level parents are mainly involved in language-related 

activities (Garbacz et al., 2017; Saracho, 2002, 2007), and, hence, they credited their own 

parental role. In mathematics, the pattern of the effects of parents’ beliefs on their own 

attributions (mainly, children’s personal controllability) for the children’s performance 

indicates that parents stressed the need for their children to try hard and put a lot of effort in 

order to achieve well, leading in later good performance (Sawrikar & Dadds, 2018). 

Moreover, it might be assumed that parents communicate to the children different beliefs 

about math and language even at that pre-school years, which may influence children’s later 

task- engagement and performance (Castro et al., 2015; Pomerantz et al., 2005). A critical 

point is whether and how parents communicate their beliefs to their children because some 
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parents do not. Also, since the impact of parents’ beliefs about their children’s ability on 

stability attributions was low, it could be hypothesized these beliefs were temporary and may 

change as many changes take place in children’s school-related activities, and as children 

grow up. 

4.3 Parents’ Expectations Concerning Their Children’s Later School Performance 

The findings regarding performance expectations revealed that the three sets of predictive 

factors had positive and complementary consequences for it. Although parental perceived 

children’s ability was the most powerful predictor, children’s past performance and the 

subsequent parental attributions accounted for a positive significant portion of the variance of 

performance expectations.  

The found effect of children’s performance in kindergarten on parents’ expectations for future 

school performance corresponds to previous empirical evidence (Loughlin-Presnal & 

Bierman, 2017) about the critical role of performance in it. This specific finding might 

contribute to understanding the procedure through which parents formulate their own beliefs 

about their children´s school capabilities, and the crucial role of parent-teacher cooperation 

for the child’s academic development.  

Confirming our predictions, parents’ both perceptions of their children’s ability and 

attributions for children’s achievement at kindergarten had a significant impact on their own 

expectations concerning the children´s performance in the primary school fist year across 

language, mathematics and generally in school. These findings underline the high importance 

of such parental beliefs in that crucial period of children’ academic life (Aunola et al., 2002; 

Bugental & Happaney, 2002; Sy & Schulenberg, 2005), and the necessity of forming positive 

parental beliefs via, for instance, positive praise for parents’ efforts and positive evaluations 

for successful caregiving events (Sawrika et al., 2019; Scott & Dadds, 2009). 

The strong positive impact of parents’ ability perceptions on performance expectations is 

consistent with Eccles and Wigfield (2002)’s model concerning intraindividual achievement 

(Rosenzweig et al., 2019). This finding also hinds that parents might have formulated the 

constant belief that high ability is needed in success. It should be noted that some such strong 

beliefs might increase children’s performance-orientation, which, in turn, influences their 

subsequent performance (Mueller & Dweck, 1998; Pomerantz et al., 2005). 

Performance-orientation does not facilitate young children to achieve academic excellence 

(Schunk & Zimmerman, 2006). 

Contrary, to our expectations, parental attributions had no unique contribution in their own 

expectations for their children’s performance in mathematics, instead, the attributions effect 

was via ability perceptions. This could be partly attributed to the age of the participant. 

Specifically, according to previous research, students formulate strong beliefs about their 

ability in specific academic domains, as they move into upper grades of secondary school and 

as they get older (Boekaerts, 1999; Durkin, 2005; Harter, 1999; Jacobs, Lanza, Osgood, 

Eccles, & Wigfield, 2002; Mac Iver, 1988). In addition, the Greek educational system 

emphasizes ability, particularly in secondary school. Parents, probably had a relatively 
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constant belief about the importance of ability in the specific domains of language, and, in 

particular in mathematics, but not generally in school, and, subsequently, this belief 

influences performance expectations. However, future investigation should examine this 

speculation.  

In language, in addition, the higher the parental internal attributions for children’s 

performance, the higher their own expectations for children later school performance. 

Precisely, locus of causality was the solo attributional dimension that uniquely influenced the 

formation of performance expectations. This result partly corresponds to Wigfield and Eccles 

(2000), and to self-related factors that are needed for school success (Susperreguy et al., 

2018). 

In general school performance, additionally, parental attributions to external controllable to 

the children’s factors positively contributed to parental performance expectations, showing 

parents’ estimation that school success is not coming without help by significant others. 

4.4 Limitations, Implications of the Findings in Parents’ Life and Future Research 

This study has some limitations that are needed to be considered in any attempt to generalize 

the present findings. The data for this research were gathered at one point in time. Future 

research should involve frequent assessments of parental attributions and beliefs concerning 

children’s capabilities within a longitudinal framework to reliably examine change processes 

within the school year and education level. Future research should also investigate how these 

parental attributions and competence beliefs influence their emotions and real behavior 

towards children, and, hence, later academic achievement.  

Despite the above limitations, the findings from the present study are meaningful. Parental 

attributions contributed to children’s school performance in kindergarten, and in their own 

expectations for children’s performance in grade one. Consequently, parents could be trained 

through programs that include a focus on parental attributions to optimize outcomes 

(Sawrikar et al., 2019; Weiner, 2010). The results also suggest that a potential mechanism of 

how parental attributions affect parents’ expectations of children’s future outcomes includes 

parental beliefs about the children’s competence. Consequently, parents are needed to be 

helped develop positive beliefs by praising, for instance, their efforts and successful 

caregiving events (Kelly, Rossen, & Cowan, 2018; Sawrika et al., 2019; Scott & Dadds, 

2009). Finally, the present findings indicated that parents’ beliefs about kindergarten children 

differed among the school domains, suggesting that earlier parenting probably contributes to 

students’ belief systems, which then impact their academic efforts and outcomes in the 

various school subjects. 
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