
English Language Teaching; Vol. 12, No. 1; 2019 
ISSN 1916-4742   E-ISSN 1916-4750 

Published by Canadian Center of Science and Education 

18 
 

The Role of Learners’ Attitudes Toward Parental Involvement in L2 
English Learning 

Jung-Tae Kim1 & Rusty Barrett2 
1 Department of English Language & Literature, Incheon National University, Incheon, South Korea 
2 Department of Linguistics, University of Kentucky, Lexington, KY, USA 
Correspondence: Jung-Tae Kim, Department of English Language & Literature, Incheon National University, 
119 Academy-ro, Songdo-dong, Yeonsu-gu, Incheon, South Korea.  
 
Received: August 26, 2018   Accepted: December 1, 2018   Online Published: December 6, 2018 
doi: 10.5539/elt.v12n1p18        URL: https://doi.org/10.5539/elt.v12n1p18 
 
Abstract 
This paper seeks to examine Korean EFL learners’ perceptions of parental involvement and how their attitudes 
toward parental involvement are associated with the success of parental involvement. Two hundred fifty four 
EFL children in South Korea participated in a survey asking the degree of their parent’s involvement in seven 
involvement types and their attitudes towards parental involvement. The results showed that while all types of 
parental involvement were positively correlated with English proficiency for the group of children with positive 
attitudes towards parental involvement, no such correlations were found for the group of children with highly 
negative attitudes. In addition, for the group of children with moderately negative attitudes toward parental 
involvement, only less direct, autonomy-supportive parental involvement was found to be related to their 
achievement. These results suggest that learners’ attitudes toward parental involvement may be a factor that 
delimits the positive influence of parental involvement on EFL learners’ achievement.  
Keywords: attitudes, EFL, foreign language learning, language learning environment, learner variables, 
motivation, parental involvement, parents  
1. Introduction 
Studies validating the importance of parental involvement in children’s academic achievement are ubiquitous 
(for reviews, see Driessen, Smit, & Sleegers, 2005; Jeynes, 2010). It is clear that both different types of parental 
involvement (Pomerantz, Moorman, & Litwach, 2007) and different types of parenting styles (Lamborn, Mounts, 
Steignberg, & Donbusch, 1991) may influence the degree to which parental involvement correlates with 
academic achievement. Research has demonstrated that parental involvement varies across cultures. For example, 
Korean forms of parental involvement include an emphasis on private tutors (Park, Byun, & Kim, 2011) and a 
much higher level of home-based involvement compared to school-based involvement (Kim, 2002). Korean 
culture places extremely high importance on education, even being portrayed as “obsessed” with children’s 
educational success (Oh, 2010). This high emphasis on education combined with high levels of home-based 
parental involvement are reflected in the stereotype of the Asian “tiger mom”, an authoritarian parent with too 
much involvement in their children’s education. Inspired by this situation, we considered the question of the 
effectiveness of parental involvement in relation to children’s attitudes towards their parents.  
In this study, we particularly wanted to see whether children’s attitudes toward their parents and parental 
involvement might be factors that restrain the relationship between parental involvement and children’s English 
proficiency. Although parental involvement is generally known to have a positive correlation with academic 
success in language learning, no study to date has examined whether and how students’ attitudes towards 
parental involvement influence the positive effect associated with parental involvement. The following research 
questions were asked in this study:  
1) What are the types and degrees of parental involvement perceived by Korean EFL children? And what are the 
overall relationships between parental involvement of different types and children’s English proficiency?  
2) Does the relationship between parental involvement and children’s English proficiency vary depending on 
children’s attitudes towards their parents in general or/and towards parental involvement? If it does vary, in what 
ways?  
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2. Literature Review 
2.1 Parental Involvement and Learners’ Academic Achievement  
Parental involvement can be seen in terms of parental practices to help children’s academic and intellectual 
activities. While Epstein (1995) includes six categories (basic parenting, facilitating learning at home, 
communicating with the school, volunteering at the school, participating in school decision-making, and 
collaborating with the community), parental involvement is often divided into two basic types, school-based and 
home-based involvement. School-based involvement generally requires parents’ actual contact with schools (e.g., 
participating in school events or school organizations, communicating with teachers, volunteering at school) 
whereas home-based involvement takes place outside of school (e.g., helping children with homework, reading 
with children, encouraging academic success, talking with children about academic issues, expressing high 
educational expectations). Numerous studies have shown that both school-based and home-based types of 
parental involvements are positively correlated with academic outcomes (e.g., Grolnick & Ryan, 1989; Hill, 
2001; Hill et al., 2004, for school-based involvement, and Grolnick & Slowiaczek, 1994; Hickman, Greenwood, 
& Miller, 1995; Izzo et al., 1999, for home-based involvement). Home-based parental involvement and 
school-based involvement may be linked, as knowledge gained at parent-teacher meetings may be used in 
effective home-based involvement (Pomerantz et al., 2007). 
Although the majority of the literature supports the positive relationship between parental involvement and 
children’s academic achievement, several studies suggest that some types of involvement may have no effect, or 
even a negative effect in certain contexts. For example, Altschul (2012), Jeynes (2007) and Mau (1997) found 
that parents’ assistance in homework produces non-significant or negative results for academic achievement. 
While these three studies all focused on adolescents, rather than young children, two of the studies found 
positive effects for other types of home-based involvement.  
Pomerantz et al. (2007) also note that more involvement is not always better. They describe several ways in 
which specific types of parental involvement may have very different effects. For one thing, the success of 
parental involvement may vary depending on whether the involvement seeks to control a child’s behavior or 
works to encourage autonomy (see also Pomerantz & Ruble, 1998; Rollins & Thomas, 1979). In distinguishing 
between autonomy-supportive vs. controlling involvement, Pomerantz et al. (2007, p. 381) define 
autonomy-supportive involvement as “allowing children to explore their own environment, initiate their own 
behavior, and take an active role in solving their own problems.” Controlling forms of involvement, on the other 
hand, attempt to regulate children to produce particular outcomes by using directives and commands. In 
home-based involvement, an example of a controlling form of involvement would be forcing children to follow a 
set home-study schedule whereas autonomy-supportive involvement would not directly intervene in scheduling a 
child’s study process. Pomerantz et al. suggest that parents’ autonomy-supportive involvement, but not 
controlling involvement, enhances children’s performance in school as it provides children with the experience 
of solving challenges themselves and heightens their intrinsic interest. 
Another important distinction is that of process-focused versus person-focused involvement (Pomerantz et al., 
2007; Pomerantz, Ng, & Wang, 2006). Process-focused forms of involvement are those that emphasize the act of 
learning, such as focusing on study habits and the process of mastering specific skills. Person-focused forms of 
involvement are those that emphasize a child’s innate abilities (such as intelligence) and outcomes (such as 
performance). Because person-focused types of involvement places more importance on what a child already 
possesses, types of efforts and the learning process itself are often disregarded. This may result in lost 
opportunities for developing motivation and specific skills (Hokoda & Fincham, 1995). 
Parental involvement is also recognized as a factor that may enhance children’s achievement in language 
learning (Baird, 2015; Hill & Tyson, 2009). With regard to students learning English in EFL contexts specifically, 
studies generally found a positive relationship between parental involvement and students’ L2 English 
competence. Midraj and Midraj (2011) reported that parents’ provision of learning resources had significant 
association with English reading comprehension and reading accuracy for fourth-grade EFL students. 
Hosseinpour, Yazdani, and Yrahmaadi (2015) found that, in an Iranian EFL context, parents’ involvement in and 
attitudes toward their children’s English language program correlated with children’s achievement in the 
program. Morris et al. (2013) found that parental encouragement was positively associated with Korean high 
school EFL learners’ English competence as well as with their motivation to learn.  
2.2 Affective Variables Associated with Parental Involvement  
Motivation and attitudes have been widely studied as important affective variables that are related to learners’ 
achievement of language competence. Gardner (1985) defines motivation in L2 learning as the extent to which 
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the learner strives to learn the L2 because of a desire to learn the language and the satisfaction gained from the 
learning experience. Often viewed as one of the most important variables for predicting language competence 
(Masgoret & Gardner, 2003), learner motivation also explains why parental involvement correlates with learner 
success in language learning. Pomerantz et al. (2007) summarized two sets of models to explain the ways in 
which parents’ involvement influences children: skill development models and motivational development 
models. While skill development models explain children’s improved competence as due to skill-related 
resources provided by parents, motivation development models explain achievement through motivational 
resources provided by parents such as the intrinsic reasons for pursuing academics, a sense of control over 
academic performance, and positive perceptions of academic competence. These motivational resources allow 
children to see the learning tasks and their own competence in positive ways, leading to a higher level of 
achievement. Some studies have examined the role of motivation as connecting parental involvement and learner 
achievement. Gonzalez-Pienda et al. (2002), for example, present a structural equation model in which parental 
involvement influences learners’ academic achievement by elevating learner’s motivation (Also see Balli, Demo, 
& Wedman, 1998).  
Another important variable associated with the learner’s achievement is attitude, which may be defined as a set 
of relatively enduring beliefs and emotions around a person, an object, or an event (Hogg & Vaughn, 2005, p. 
150). With respect to language learning, a variety of different attitudes have been examined to see how they are 
linked to students’ motivation and achievement. Gardner (2007) hypothesized that students’ motivation for 
language learning was influenced by attitudes toward their learning situation, including the program, teacher, 
peer students, materials, class atmosphere, and so on. As motivation is undoubtedly one of the most important 
factors that may predict the learners’ language success, a learner’s attitude towards different learning situations is 
also an important factor related to educational achievement. 
In light of the importance of the learner’s attitudes in achieving educational goals, and given that parental 
involvement is a basic part of educational contexts in many Asian countries, it is legitimate to examine how 
children’s attitudes towards parental involvement interact with success in English language learning. While 
considerable number of studies examined the parental factors that may affect effects of parental involvement in 
children’s education (e.g., about effects of parents’ attitudes- Duber & Epstein, 1993; about effects of parent’s 
motivations for parental involvement- Green et al., 2007; about parent’s beliefs and expectations regarding 
children-Parsons, Adler, & Kaczala, 1982; about parents’ cultural values or beliefs about their role in education- 
De Gaetano, 2007), little research has been done to examine affective factors on the children’s side that may 
influence the success of parental involvement. The effectiveness of parental involvement has not been examined 
in relation to children’s attitudes towards their parents in general or towards parental involvement specifically. 
This paper seeks to examine Korean EFL learners’ perceptions of parental involvement and how their attitudes 
toward parents and/or parental involvement are associated with the success of parental involvement. 
3. Methods 
3.1 Subjects 
Participants were 254 sixth graders from two public elementary schools in a metropolitan city in South Korea. 
The students ranged from 11 to 12 years of age and included 130 girls and 124 boys. All of the students have 
taken formal English courses in school beginning in the third grade. However, it is common for children in 
Korea to begin studying English privately before the third grade, and we assume that many of the participants 
studied English before beginning formal classes in school. A background survey also indicated that 74% of the 
participants were currently studying English outside of school, either through private English tutoring or by 
attending one (or more) private English language academies. A total of 268 children initially participated in the 
study, but data from 14 children were excluded because they did not take the survey questionnaire seriously or 
failed to take the subsequent English proficiency test. 
3.2 Materials and Data Collection 
The present study collected data through 1) an attitude survey questionnaire; 2) a perceived parental involvement 
questionnaire; and 3) an English proficiency test. 
3.2.1 Attitude Survey Questionnaire 
Our attitude survey distinguished between two dimensions: Children’s attitudes toward parents in general (10 
items) and children’s attitudes toward parental involvement in education (8 items). The first set of questions 
asked children about their general and integrative attitudes toward their parents (for example, my parents are 
nice people; I like my parents). The second set of questions dealt directly with children’s attitudes toward 
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parental involvement in their language learning. These questions gauged the degree to which children appreciate 
or approve of parental involvement in their English language studies (e. g., I think my parents’ involvement in my 
study is helpful; I like my parents helping me with my homework from school or from my English academy). Each 
item was accompanied by a 5-point Likert scale in which children indicated their level of agreement (1=strongly 
disagree, 5=strongly agree). Children’s responses above the point 3 were considered as indicating a positive 
attitude and the response below the point 3 a negative attitude in our analysis. The reliability coefficient of 
question items for the general attitude toward parents was .842 and the reliability coefficient for the attitude 
toward parental involvement was .866. 
3.2.2 Perceived Parental Involvement Questionnaire 
We conducted a preliminary survey before constructing the parental involvement questionnaire. In the 
preliminary survey, 59 sixth grade students participated in a brief brainstorming session in which they were 
asked to write down any parental involvement activities they had experienced. The preparation of questionnaire 
items through this brainstorming process was chosen in order to better capture Korean parents’ involvement 
behaviours that might not be considered in studies conducted in other countries. From the list of parental 
involvement behaviours obtained during the brainstorming session, we identified seven categories of 
involvement types: 1) Direct Assistance; 2) Managing and Monitoring; 3) Information Provision; 4) Study 
Environment Promotion; 5) Private Education Support; 6) Parents’ Encouragement; and 7) Parents’ Questions. 
Using the results of the student brainstorming session, we constructed questionnaire items to reflect each of the 
seven types of parental involvement. Again, a 5-point Likert scale was used for children’s responses to these 
items. Direct Assistance question items asked about parents’ direct help in children’s English learning. This 
category included activities such as helping children with their homework or helping children to prepare for 
English language exams. Managing and Monitoring items asked about parents’ involvement in planning, 
organizing, or monitoring the ways in which their children study English. This category included activities such 
as setting study schedules for their children or checking to ensure that homework was completed. Information 
Provision items were concerned with parents’ efforts to provide their children with information concerning 
language learning strategies. Study Environment Provision items were about parents’ efforts in providing home 
environment favorable for English learning. This would include things like equipping them with English books 
at home and creating a quiet home atmosphere during English test preparation. Private Education Support items 
measured parents’ support in providing children with private English lessons outside of school. This usually 
involves searching and contact English language academies or tutors for their child, paying tuition to the 
academy or the tutor, and motivating (or forcing) children to take private lessons. Parents Encouragement items 
asked about parents’ encouragement and reinforcement of children’s achievements, such as complimenting their 
children when they see them studying English. Parents’ Questions items were intended to measure parents’ 
efforts to initiate communication with their children. These question items asked whether parents ask their 
children questions concerning what they have learned in English class or how they are doing in the English 
classes at school. Table 1 shows an example question for each parental involvement type, the number of question 
items in each type, and reliability coefficients.  
 
Table 1. Perceived parental involvement types, examples, and reliability coefficients 

Type of Involvement Question Example No. of 
items 

Reliability 
Coefficients 

Direct Assistance My parents help me with my English homework. 5 .832 

Managing and 
Monitoring My parents set the study schedule for my English learning. 5 .645 

Study Environment 
Promotion 

My parents try not to invite their friends or relatives during 
my exam periods or study hours. 5 .691 

Information 
Provision 

My parents gather information on how to study English 
effectively and tell me about it. 5 .772 

Private Education 
Support 

My parents give me opportunities for private education such 
as English academy and English tutoring. 5 .726 
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Parents 
Encouragement 

My parents compliment me when they see me studying 
English. 5 .734 

Parents’ 
Questions 

My parents ask questions about what I have learned in 
English classes. 5 .758 

 
3.2.3 English Proficiency Test 
To measure children’s English proficiency, we employed the Test of the Skills in the English Language (TOSEL). 
The TOSEL test was developed in South Korea in 2004 and has been widely used for the assessment of 
children’s English proficiency in South Korea. It has also been used in studies of English language teaching in 
Korea because it follows the public school curriculum and its multiple versions make it possible to closely fit the 
exam to specific learner abilities (Chung, 2010). The TOSEL exam has six versions intended for specific levels 
of learners’ cognitive and English proficiency skills (for example, ‘TOSEL Advanced’ version for adults and 
higher level high school students and ‘TOSEL Starter’ version for 1st and 2nd grade children). For this study, we 
used TOSEL Junior version designed for target test takers in the fifth and sixth grade. This version consists of 
two sections. The first section assesses children’s listening comprehension skills and their knowledge needed to 
respond and retell what they have heard. The second section tests reading comprehension skills and the 
knowledge needed for simple writing tasks. 
3.2.4 Procedure 
The questionnaires were distributed during the children’s regular English classes at school. An English 
proficiency test that assessed children’s English achievement was also administered in regular English classes, 
but was given several days after the questionnaire surveys were administered. 
4. Results  
4.1 Overall Results  
Table 2 shows the descriptive statistics on participants’ attitudes, perceived parental involvement, and their English 
proficiency.  
 
Table 2. Descriptive statistics on children’s attitudes, perceived parental involvement, and English proficiency 
  Mean SD Range 

Attitudes 
Attitude toward Parents in General (APG) 4.20 0.65 2.37-5.0 
Attitude toward Parental Involvement (API) 3.21 0.79 1.0-5.0 

Perceived Parental Involvement 

Direct Assistance (DA) 3.22 0.59 1.69-4.62
Managing and Monitoring (MM) 3.26 0.62 1.60-5.0 
Information Provision (IP) 3.23 0.66 1.40-4.72
Study Environment Promotion (SEP) 3.27 0.74 1.40-5.0 
Private Education Support (PES) 3.16 0.59 1.20-4.56
Parents’ Encouragement (PE) 3.37 0.67 1.26-4.89
Parents’ Questions (PQ) 3.32 0.63 1.40-4.69

English Proficiency English Proficiency Score (EPS) 61.66 24.14 4.50-97.0
 
The mean score of children’s attitude toward parents in general (APG) was 4.20, indicating that, on average, 
participants’ general attitudes toward their parents are highly positive. The mean score of children’s attitude toward 
parental involvement in their English learning (API) was 3.21. Although still positive (as it is above the point 3), 
this score was low compared to children’s general attitudes toward their parents. With regard to the degree of 
parental involvement for different involvement types, parents are reportedly involved in all seven types to similar 
degrees. While Parents’ Encouragement was the highest and Private Education Support was the lowest in terms of 
mean score, the mean scores of the seven types were concentrated within a small range between 3.16 and 3.37. This 
result suggests that, on average, our participants perceived the moderate degree of parental involvement similarly 
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for all seven types.  
Table 3 shows the correlations among the children’s attitudes, perceived parental involvement of different types, 
and children’s English proficiency.  
 
Table 3. Correlations among the children’s attitudes, perceived parental involvement, and English proficiency  
 APG API DA MM IP SEP PES PE PQ EPS 
Attitude: Parents in General (APG) 1          
Attitude :Parental Involvement (API) .60** 1 .        
Direct Assistance (DA) .35** .43** 1        
Managing & Monitoring (MM) .30** .35** .94** 1       
Information Provision (IP) .32** .42** .95** .96** 1      
Study Environment Promotion (SEP) .34** .41** .91** .87** .92** 1     
Private Education Support (PES) .31** .40** .96** .94** .97** .90** 1    
Parents’ Encouragement (PE) .30** .36** .91** .93** .87** .90** .86** 1   
Parents’ Questions (PQ) .35** .42** .95** .96** .96** .91** .96** .96** 1  
English Proficiency Score (EPS) .04 .05 .28** .26** .30** .31** .30** .28** .29** 1 

Note: **indicates a significance of p<.01.  
 
Significant correlations (all at p < .01) were found between English proficiency score and all seven types of parental 
involvement, among all seven types of parental involvement, between the attitudes toward parents in general (APG) 
and the attitude toward parental involvement (API), and between each of the two attitudes and all types of parental 
involvement. However, neither measure of children’s attitudes (APG nor API) was significantly correlated with 
children’s English proficiency scores.  
The results suggest that all the parental involvement behaviors examined in the present study were positively 
correlated with children’s English proficiency. They also showed that children who reported higher degrees of 
parental involvement had more positive attitudes towards their parents (both in general and in parental involvement). 
However, no direct correlation existed between the children’s attitudes (APG and API) and their English 
proficiency.  
4.2 Subjects Results by Attitude Groups 
One of our research questions was to examine whether the relationship between the parental involvement and 
children’s English proficiency changes depending on children’s APG and/or API. However, due to the extremely 
skewed responses for APG questionnaire items, it was not possible to use our APG data to answer this research 
question. As shown in Table 2, our participants responded very positively on the questions asking their attitude 
towards their parents in general (mean: 4.20). Indeed, only 14 among 254 participants responded below 3.0. This 
suggests that the participants either had highly positive attitudes towards their parents or did not feel comfortable 
providing negative assessments of their parents. This result is not particularly surprising, as showing parental 
respect is a core value in Korean family socialization (Choi et al., 2013). However, this result did not allow us to 
investigate whether children’s negative attitudes toward their parents might change the relationship between the 
parental involvement and children’s achievement. 
Because the participants’ API scores (Mean: 3.21) showed a rather normal distribution, we were able to continue to 
pursue our question regarding the role of children’s attitudes toward parental involvement. Based on their API 
scores, we divided our participants into five groups. Participants’ z-scores of API score were used as cut-off points 
to define different API groups. Table 4 summarizes the descriptive statistics on the participants in the five groups.  
 
 
 
 



elt.ccsenet.org English Language Teaching Vol. 12, No. 1; 2019 

24 
 

Table 4. Descriptive statistics for five API groups 
z- score Range API score Range API score Mean Proficiency Score Mean No. of Subjects

Group 1 +1< z 4.0-5.0 4.34 64.13 48 
Group 2 +0.3<z≤+1 3.5-3.9 3.64 63.74 48 
Group 3 -0.3≤ z ≤+0.3 3.0-3.4 3.17 56.14 68 
Group 4 -1≤ z <-0.3 2.5-2.9 2.72 66.44 54 
Group 5 z < -1 1.0-2.4 1.9 58.88 36 
 
The cut-off levels of z-scores ±1 were chosen because they identify participants who substantially deviate from 
the mean while still providing adequate number of subjects for Group 1 (a highly positive API Group) and Group 
5 (a highly negative API Group). The cut-off levels ±0.3 were chosen because a z-score of -0.3 distinguished 
those with positive attitude toward parental involvement (i.e., those whose API score were above 3) from those 
with negative attitude toward parental involvement (i.e., those whose API score were below 3). Choosing a 
cut-off level of a z-score ±0.3 also ensured relatively balanced number of subjects among Group 2 
(intermediately positive API Group), Group 3 (moderately positive API Group), and Group 4 (moderately 
negative API Group). 
A One-way ANOVA and series of post-hoc analyses conducted on API scores of these five groups indicated that 
each group’s API score mean is significantly different from those of the other four groups (F=671.926, p<.001). The 
differences in means of the English proficiency scores among the five groups were not significant (F=1.771, p>.05).  
In order to examine the relationship between the parental involvement and children’s English proficiency in each 
API Group, a correlation analysis was conducted for each group. Table 5 shows the results.  
 
Table 5. Correlations of parental involvement and children’s English proficiency in five API groups 

DA MM IP SEP PES PE PQ 
Group 1 

.38** .34* .35* .32* .38** .33* .33* 
English Proficiency 
Group 2 

.37* .37** .38** .41** .42** .35* .34* 
English Proficiency 
Group 3 

.26* .29* .27* .30* .32** .30* .30* 
English Proficiency 
Group 4 

0.2 0.24 .28* .36* 0.2 .29* 0.26 
English Proficiency 
Group 5 

0.15 -0.03 0.24 0.19 0.13 0.07 0.2 
English Proficiency 
DA: Direct Assistance, MM: Managing & Monitoring, IP: Information Provision, SEP: Study Environment 
Promotion, PES: Private Education Support, PE: Parents’ Encouragement, PQ: Parents’ Questions  
Note: *indicates a significance of p<.05 and **indicates a significance of p<.01. 
 
In Group 1 (the highly positive API group), Group 2 (the intermediately positive API group), and Group 3 (the 
moderately positive API group), children’s English proficiency was significantly correlated with all seven types of 
parental involvement. Thus, for participants with positive attitude towards parental involvement, all forms of 
parental involvement were positively correlated with English proficiency. In Group 4 (the moderately negative API 
group), children’s English proficiency was significantly correlated with only three types of involvement: 
Information Provision, Study Environment Promotion, and Parents’ Encouragement, but not with the other types of 
parental involvement. In Group 5 (the highly negative API group), none of the parental involvement types were 
shown to be significantly correlated with the children’s proficiency. These results suggest that the relationship 
between the parental involvement and children’s English proficiency change depending on the participants’ attitude 
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towards parental involvement. 
5. Discussion 
One of our research questions was to investigate the types and degrees of parents’ involvement in their children’s 
English learning in Korea. We identified seven types of parental involvement through a preliminary survey from 6th 
grade children: Direct Assistance, Managing & Monitoring, Information Provision, Study Environment Promotion, 
Private Education Support, Parents’ Encouragement, and Parents’ Questions. These forms of involvement emerged 
from the brainstorming session and were similar to the patterns found in other studies of parental involvement in 
Korean and Korean-American families (e.g., Park et al., 2011; Kim, 2002). In particular, most forms of parental 
involvement perceived by the participants were home-based involvement, which is in consistent with other studies 
involving Korean families (Kim, 2002). This contrasts with involvement patterns in the United States, where 
school-based involvement is more common. Similarly, the use of private tutors or English academies outside of 
school was reported by a number of children, a phenomenon also found in other studies with Korean parental 
involvement (Park et al., 2011).  
Our results indicated that the degree of perceived parental involvement was similar across all seven types of 
involvement. On average, children reported that they perceived moderate degrees of parental involvement (between 
3.16 and 3.37) both for rather direct types of involvement such as Direct Assistance and Managing and Monitoring 
and for indirect types of involvement such as Information Provision, Study Environment Promotion, Parents’ 
Encouragement, and Parents’ Questions.  
With respect to the Korean children’s attitudes, on average, Korean children showed highly positive attitude toward 
their parents in general (mean: 4.20) and slightly positive attitudes towards parental involvement (3.21). Children’s 
positive attitude towards parental involvement, although marginal, is somewhat unexpected considering negative 
(“Tiger Mom”) stereotypes of Asian parenting styles as overly harsh. The present results seem to suggest that 
Korean children’s attitudes towards parental involvement are not as negative as often assumed. In fact, Choi et al. 
(2013) describe Korean American parenting styles as authoritative but also highly positive (in terms of warmth, 
acceptance, or communication), implying that the stereotype of “harsh” parenting does not reflect all aspects of 
Korean parents’ behavior. Moreover, in our study, those children who reported higher degree of parental 
involvements had better attitudes towards their parents in general and towards parental involvement. This result 
suggests that, contrary to the popular idea that Asian mothers’ excessive involvement in education could be the 
source of bad parent-child relationships, high parental involvement be unrelated to children’s negative attitude 
towards their parents or parental involvement, at least with respect to language learning.  
In regard with the overall relationship between the perceived parental involvement and children’s English 
proficiency, positive correlations were found between all types of parental involvement and children’s English 
proficiency. This result generally conforms to the results of the other studies involving young children that most 
types of parental involvement are positively associated with academic achievement in general (for example, 
Driessen et al., 2005; Fan & Chen, 2001). The result is also consistent with Morris et al. (2013)’s study with 
Korean high schoolers, which found a correlation between parental encouragement and learners’ English 
competence. Park et al. (2011)’s longitudinal study also showed that private tutoring was significantly correlated 
with Korean seventh grade students’ achievement.  
Our main research question was to investigate the role of children’s attitudes toward parents in general (APG) and 
children’s attitudes toward parental involvement (API) in establishing the relationship between parental 
involvement and children’s English proficiency. While it was difficult to examine the role of children’s APG with 
the present data due to the extremely skewed children’s APG scores, the role of children’s API was examined by 
comparing five groups of different API levels. The results showed that children’s English proficiency was positively 
correlated with all seven types of parental involvement in the three groups with positive API (Groups 1, 2, and 3), 
and with three types of parental involvement in moderately negative API group (Group 4), but not with any type of 
parental involvement in highly negative API Group (Group 5). That is, the significant positive correlation between 
children’s English proficiency and all types of parental involvement shown to exist in the groups with positive API 
does not hold in the groups with negative API. These results enable us to hypothesize that the benefit of parents’ 
involvement could be moderated by children’s attitude toward parents’ involvement: Parental involvement may be 
most beneficial when children take positive attitudes towards their parents’ involvement in their language learning 
process. When children’s attitudes are moderately negative, this positive effect may occur selectively, depending on 
the specific type of assistance parents provides. When children have highly negative attitudes, the positive effect of 
parental involvement disappears regardless of the type of parental involvement. 
This finding may contribute to the view that the effects of parenting are partly determined by the characteristics of 
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children (e.g., Colder, Lochman, & Wells, 1997; Grusee, 2002; Kochanska, 1993). The present results suggest that 
children’s attitudes could be a factor that constrains the relationship between the parental involvement and 
children’s achievement. That is, what children bring toward parental involvement may be as important as what 
parents bring to their children. While a wide range of different types of home-based parental involvement have been 
studied and many of them are known to be associated with children’s academic achievement (e.g., see Fan & Chen, 
2001), not all children are sensitive to the known positive effects of parental involvement. The present results 
indicate that more attention must be paid to children’s attitudes as an important factor that decides the success of 
parental involvement.  
The result by the moderately negative API group (Group 4) needs particular attention. For those with moderately 
negative API, the effect of parental involvement on English proficiency was limited to certain types of involvement. 
If we hypothesize children’s API as a kind of affective filter that restrains the positive effects of parental 
involvement, a moderate level of negative filter is certainly selective, permitting only certain types of involvement 
to go through it and blocking some others. The three types of parental involvement that showed correlation with 
English proficiency for this group were Information Provision, Study Environment Promotion, and Parents’ 
Encouragement. When comparing these types with the ones that were not correlated with children’s English 
proficiency, more indirect forms of parental involvement seem to be correlated with successful language learning 
for this group of children. By indirect types of involvement, we mean forms that are easier to foster autonomy and 
forms that are process-based. The survey questions associated with these types of involvement include providing a 
quiet place to study, providing information about study strategies, providing children with English-language books 
and study guides, and encouraging students for their efforts. In practicing these types of involvement, parents are 
more likely to promote children’s autonomy in language learning. Questions in these categories also included 
process-focused forms of involvement (e.g. my parents tell me how to study English effectively) rather than 
person-focused involvement (e.g. my parents put emphasis on winning the competition with friends). Because of 
this indirect nature, these types of involvement may be less likely to interact with children’s negative attitudes 
toward parental involvement. On the other hand, involvement types such as Direct Assistance, Managing & 
Monitoring, and Private Education Support could be more direct and controlling, and thus probably are more likely 
to interact with children’s negative attitudes. For example, while helping children with their homework could be 
beneficial as it may provide children with skill-related information, it could also hurt children’s autonomy if parents 
are controlling and too directive. Likewise, private education in Korea is mostly arranged (and often forced) by 
parents, leaving little room for children to make their own decisions about their educational goals and strategies. 
There are a number of studies pointing out that parents’ autonomy support helps children achieve higher academic 
performance, but parents’ control hinders it (e.g., Ginsburg & Bronstein, 1993; Ng et al., 2004). The present results 
seem to imply that children’s impaired autonomy may be particularly bad when children have negative API, 
delimiting the positive effect of parental involvement even for children with mildly negative API. 
The present result is also supported in part by the longitudinal study carried out by Steinberg et al. (1992) which 
found that parental involvement is correlated with higher achievement among adolescents when parents were 
perceived as authoritative (high acceptance, supervision, and psychological autonomy granting) than authoritarian 
(high controlling and low autonomy granting). While this study does not deal with children’s attitude as an 
independent variable related to the success of parental involvement, it adopted children’s perception of parenting 
style as a factor associated with successful parental involvement. It also points to the importance of 
autonomy-supportive parental involvement, which was proven through the moderately negative API group in our 
study.  
It must be noted, however, that ‘Parents Questions’, which could be seen as indirect type of involvement, was not 
correlated with children’s English proficiency in the moderately negative API group. This result would be not 
consistent with the results of the other indirect types of involvement. One possible reason for this would be that 
some of the question items in this category could have been unintentionally interpreted by children as asking about 
parents’ managing and monitoring behaviours. The question items in this category included ‘My parents ask me 
about what I have learned from English class at school or language academy’, ‘My parents often ask me whether I 
am studying English hard,’ and ‘My parents ask me about how I am doing in school.’ To some children, these 
questions could have been viewed as another form of checking and controlling their behaviour, not as genuine 
information-seeking questions. Especially for the children with negative API, these sorts of questions might have 
been perceived as showing parents’ distrust of their academic endeavours or as a form of indirect criticism for not 
studying harder, rather than as an expression of parents’ love and care, or parents’ effort to communicate with them. 
6. Conclusion 
The results of the current study suggest the possibility that learners’ attitudes toward parental involvement might 
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be a factor that delimits the positive influence of parental involvement on EFL learners’ achievement: While all 
seven forms of parental involvement promote success for students with positive attitudes towards parental 
involvement, this was not the case for the students with negative attitudes toward parental involvement. 
The results are also indicative of the importance of autonomy-supporting and process-focused parental involvement. 
Children with moderately negative attitudes were responsive only to the indirect types of parental involvement such 
as Information Provision, Study Environment Promotion, and Parents’ Encouragement. From a different point of 
view, this result could also be seen as further indicating the importance of children’s’ attitudes: When children 
perceive their parents’ interventions in a positive way, even those types of involvement which could be seen as less 
autonomy-supportive and more controlling (such as Managing and Monitoring) are positively correlated with 
children’s achievement, at least in Korean EFL situation. 
Children’s attitudes are probably more important than we have traditionally thought. What children feel and think 
about their parents’ attempts to help them may be as important as what parents do to help their children. One 
direction for future research on parental involvement, then, must be to find out how children form these attitudes 
toward parental involvement. While children’s attitudes towards parental involvement could be influenced by their 
general attitudes toward parents, it also could be direct results of their previous experiences with parents’ 
involvement behaviours. If it is the case, it would be important to investigate the manners and context of parental 
involvement that could help children develop positive attitudes towards their parental involvement within the given 
socio-cultural environment. 
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