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Abstract
Numerous studies have shown that parental involvement has a significant influence on student
achievement. However, most of these studies have been conducted in Western Europe and
North America. In the Gulf Cooperation Council (GCC) region, we find that quantitative research
that examines parents’ behavior is limited. In order to design efficient parent engagement
programs and family policies, we need to understand how parents interact with their children’s
education in this area. Data from PIRLS is the only open-access data that allows us to study
parent involvement by using a large sample that may reveal parents’ behavior patterns. This
work investigates elements of parental involvement addressed in the parent questionnaire of
PIRLS and studies its relationship to student reading achievement. The results showed a positive
influence of parents’ practice of educational activities and expectations of their children’s
educational achievement, and a negative association between student reading achievement
and parents’ help with homework. Implications are discussed from the perspective of the social
context in the GCC.

الملخص
غرب دول أجريت الدراسات هذه معظم ذلك، من لر الطلبة. صيل ع إحصائية د ذو أ ا هل ا مشاركة أن عديدة دراسات رت أ

الوالد مشاركة ا تصم ي ول دود. هل ا سلوكيات ت الذي ال البحث أن د ، لي ا التعاون لس دول . ي أمر ل أو أورو

الوحيد صدر ا لز ب من ستخلصة ا ت البيا ںطقة. ا هذه م أبںا تعل مع هل ا يتفاعل كيف م إ اجة فںحن ، لعائ تعلقة ا والسياسات

الدراسة م. سلوكيا ط لںا تظهر أن كن وال واسع م ذات عيںة استخدام يق طر عن هل ا مشاركة بدراسة للباحث يسمح أن كن والذي فتوح ا

بتحصيل العںا هذه قة ع الدراسة تبحث كذلك لز. ب اختبار الوالد استبيان ا إل التطرق وال هل ا مشاركة عںا بعض ت الية ا

القراءة صيل ب سلبية قة ع كذلك رت وأ م بںا التعلي ستوى ل م توقعا التعليمية نشطة ل هل ا رسة ابية إ قة ع الںتا رت أ القراءة.

. لي ا التعاون لس لدول ج ا السياق ظل ستںتاجات ا مںاقشة ،
ً
ختاما الواجبات. أداء م بںا هل ا ومساعدة
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1. Introduction

Home and school are separate institutions that both share and differ in their goals.
Although the role of educating children has been delegated to schools, research shows
that in the latter half of the twentieth century, parents increased their participation
in activities that stimulate their children’s cognitive development, such as teaching
alphabet letters and numbers and reading books aloud (Schaub, 2010). This trend
indicates that the social construction of the role of a parent has shifted to include
the tasks of an educator in addition to the tasks of child-rearing .

Numerous studies have acknowledged the positive influence of parent involvement
on educational achievement. Stevenson & Baker (1987) analyzed parental involvement
in school activities to be associated with higher student achievement. Additionally,
Muller (1993) found that parents’ educational expectations, discussions about school
experiences and high school programs, and checking homework are associated with
their children’s academic performance. Ho & Willms (1996) demonstrated that different
categories of parent involvement are associated with higher student achievement. In
particular, practices categorized as home discussions about school activities, home
supervision (limiting TV time, limiting going out, and monitoring homework), and school
participation all influence student performance. Desimone (1999) reported that even
when race and income level are controlled for in a study, parents’ discussions with
children about school is always associated with higher performance. However, other
variables, such as discussions about post-high school plans and participation in Parent-
Teacher Organizations (PTOs), vary by race. Each of these studies demonstrated how
parent involvement is positively associated with educational outcomes.

The major theories regarding parental involvement in education arose from studies
that took place in the United States. By using representative data, such as those from
the National Education Longitudinal Study, these studies provided an abundance of
information about how constructs representing parental involvement influence student
performance. However, the application of these theories is limited in international stud-
ies. For this reason, the current study investigates key practices of parent involvement
in the region of Gulf Cooperation Council countries.

Driven by the key inquiry of the influence of parent involvement on achievement in
the Gulf Council Countries (GCC), the paper interrogates if similar effects exist as those
established through previous findings. The paper’s analysis makes key contributions
to the literature, as previous findings cannot be generalizable to the GCC, given the
different cultures and social structures across the region.

2. Theoretical Background

Parent-school partnership has been investigated thoroughly as a multidimensional
phenomenon (Epstein & Dauber, 1991; Epstein & VanVoorhis, 2001; Sheldon & Epstein,
2005). The major value of Epstein’s theory lies in the categorization of parental involve-
ment activities. Epstein categorized several forms of parental intervention in children’s
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education, namely: parenting, communicating with the school, volunteering in child-
related activities, supervising children’s at-home learning, educational decision-making
(for example, by participating in PTOs), and collaborating with the wider community, for
example, by involvement with non-governmental organizations (NGOs). This categoriza-
tion helped researchers look at how each kind of activity impacted student performance
differently.

Lareau (1989, 2011) further investigated the relationship between parents and their
children’s education through a detailed ethnographic investigation. This investigation
deconstructed the differences in howmiddle-class parents versus working-class parents
approach their children’s cognitive development. Lareau found that, in middle-class
families, parents demonstrated sustained efforts to stimulate their children cognitively
and nourish their growth which she refers to as “concerted cultivation” (2011, p. 20).
Parents in working-class families allowed their children’s growth to unfold spontaneously,
not interfering heavily with their children’s education and delegating to the school. This
practice is termed the “accomplishment of natural growth” (2011, p. 20). Lareau’s analysis
detailed how these two approaches are influenced by the availability or lack of resources
in each group.

The findings of Hoover-Dempsey & Sandler (1995) relate to those of Laureau and
are described in their model. The model explains the motives that drive parents to get
involved in their children’s education and themechanism throughwhich this involvement
influences educational outcomes. Their model aimed to answer the questions, “why
parents choose to become involved in their children’s education, what forms their
involvement will take, and why their involvement influences their children’s educational
outcome” (p. 329). The advantage of their model lies in its conception of parent involve-
ment as a “process” rather than a set of random activities. Moreover, it provided a
holistic perspective on how the parent, child, school, and culture all contribute to this
process.

Cultural capital theory is another area of research that discusses how parents might
influence their children’s education. It is distinct from theories of parent involvement in
that it explains how parents transmit socioeconomic status to their children. The value
in this theory is that it highlights how socioeconomic status is reproduced through
the medium of culture and education. It explains how parents can pass on cultural
codes, tastes, and preferences (such as valuing educational attainment) that translate
into high academic achievement for their children. These cultural codes may then
help them navigate their way to excellence in the education system. Several studies
analyzed parental practices from this perspective, highlighting the academic privilege
that children may acquire as a result of being born to educated, middle-class parents
(Lareau, 2011). Especially in cross-national, comparative studies, parental interaction
with education is regarded as both “embodied cultural capital” that is activated by
parents’ cultural discussions, and “objectified cultural capital” activated by parents’
cultural possessions (Bodovski et al., 2017; Byun, et al., 2012 ; Xu & Hampden-Anderson,
2012).

DOI 10.18502/gespr.v1i1.5509 Page 55



Gulf Education and Social Policy Review Shefa AlHashmi

Parents’ role in transmitting cultural capital share some characteristics with parental
involvement in education. For example, cultural communication could include dis-
cussions about school experiences. However, parental involvement, as discussed by
Epstein (2011) and Hoover-Dempsey & Sandler (1995), is more targeted in the forms
that parents choose purposefully to influence their children’s education. Moreover,
Epstein (2011) and Hoover-Dempsey & Sandler (1995)’s theories take into consideration
the contexts of school and community that influence parental involvement. These
additional contexts are not considered by the theory of cultural capital..

Park (2008) stretched the notion of cultural capital to encompass more of the concep-
tual territory employed in parental involvement research by looking at the influence of
home literacy on student achievement using Progress in International Reading Literacy
Study (PIRLS) 2001 data. He evaluated the home literacy environment using several
variables, including early home literacy activities, parents’ attitudes towards reading, and
the number of books in the home. His purpose was to build on the extant literature that
claimed that parental reading behaviors and the home literacy environment were more
influential on student outcomes than participation in beaux-arts activities (De Graaf,
et al., 2000). In the present study, the concept of a preparatory literacy environment is
extended by considering variables not studied by Park, such as parents’ expectations
of children’s education. Bodovski & Farkas (2008) considered parents’ expectations
of children’s educational attainment as an attitude that supported their “concerted
cultivation” practices; parental disposition thus helps children maintain a “habitus” of
prioritizing educational attainment. Hill & Tyson (2009, p. 5) also stated that parents
who convey the value of education to their children are contributing to their “academic
socialization,” a process that includes (but is not limited to) discussions of academic
and occupational aspirations.

3. Comparing Parent Involvement in the GCC Region

The present study focuses on the Gulf Cooperation Council (GCC) countries: Saudi
Arabia, the United Arab Emirates (UAE), Bahrain, Oman, and Qatar (Kuwait was excluded
because it did not administer the parent questionnaire). These countries represent
a rapidly changing region with an unusual demographic composition that is worth
investigating. In the region, the population of citizens constitutes a relatively small
percentage of its total population. Most of the population consists of residents staying in
the country based on work contracts. Those with jobs that pay well enough to support
their families can apply for residential visas for their dependents to live in the GCC
countries. Therefore, parents of most of the children residing in the GCC countries
have high occupational and educational attainment, providing a unique case study for
parental involvement in children’s education.

The present study will compare parental involvement practices in GCC countries with
other countries that have been included in studies of parental involvement. Based on
the research of Xu & Hampden-Thompson (2012), who studied cultural reproduction
and cultural mobility in different countries, the present investigation includes parental
involvement practices in Finland and Canada. Finland has welfare policies targeted to
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minimize SES class distinctions allowing the influence of cultural mobility to be stronger
than cultural reproduction in that context. In contrast, Canada is considered a liberal
country where class distinctions are more pronounced so that cultural reproduction is
stronger than cultural mobility. This work seeks to determine where parents in the GCC
countries fall on the continuum between cultural mobility and cultural reproduction.

4. Method

4.1. Dataset

The current study used The Progress in International Reading Literacy Study (PIRLS),
a comparative international assessment that measures the reading skills and literacy
knowledge of 4th graders (with an average age of 9.5 years old). PIRLS data from 2016,
the fourth round of the assessment, was used.

4.2. Sample

The population of each country ranged from 4,896 students in Saudi Arabia to 18,237
students in Canada. Table 1 lists the number of students who participated according
to the countries included in this study. In each sample, almost half of the students are
female. The mean score of achievements was calculated by using the pv command in
Stata software, as it calculates the mean in a way that considers the unique condition
of plausible values. In terms of achievement, the highest among the Gulf Cooperation
Council (GCC) countries is the UAE, and the lowest is Oman. Bahrain, Qatar, and the
UAE are at a similar level. Finland and Canada have mean levels that vary substantially
from the GCC countries.

The sampling design seemed to recruit children, the majority of whom were born in
the country, as opposed to children who are not born in the country. In the samples
of Saudi Arabia, Finland, and Canada, this group comprised more than 90 percent. In
Bahrain and Oman, this group comprised more than 75% of the sample. However, in the
sample of Qatar and the UAE, a relatively large portion, more than 40%, represented
students who were not born in the country.

4.3. Variables

To investigate the influence of parent involvement on achievement, reading achieve-
ment scores have been selected as the dependent variable. Independent variables
that represent parent behavior have been selected from PIRLS parent and student
questionnaires.
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4.4. Early literacy activities

The early literacy activities variable assessed the educational practices that parents
demonstrate in their interaction with their children before their enrollment in primary
education. These practices include reading stories and playing with educational toys.
PIRLS’s interest in these questions may be to capture the effect of early exposure to
literature. Park (2008) also focused on these variables as a factor influencing the literacy
environment at home. I use these items to determine the parent’s role in that exposure.
In the current study, these variables from PIRLS were selected because they gauge
the educational role through which parents could engage with their children such as
reading stories, playing educational games and providing educational materials for the
activities.

4.5. Parental educational expectations

This question in the home questionnaire asks the parent about the level of education
they expect their child to attain. Hill & Tyson’s (2009) research showed that parents
communicate such expectations within their “academic socialization” with their children,
which they found to be the most influential type of parent involvement in their children’s
achievement. The meta-analysis of Fan & Chen (2001) which studied the influence of
varied forms of parent involvement on student outcome found that parents’ educational
expectations of their children have a strong association with student achievement.

4.6. Help with homework

Literature has mixed results regarding this variable depending on how the survey was
designed, and what the variable measures. The study of Sheldon & Epstein (2005)
implied that parents’ help with homework undergoes the type of parent involvement
“learning at home.” Their findings showed that this type of involvement is highly related
to positive student achievement. However, Muller (1992) indicated that parents’ help
with homework is associated negatively with student achievement. For this reason, I
include the items related to homework in PIRLS to examine how these items relate to
achievement in the selected countries.

This is a composite variable that is derived from three questions in the Home Ques-
tionnaire. It asks parents: “How often do you or someone else in your home do the
following things: Ask if your child has done his/her homework; help your child with
homework; and review your child’s homework to make sure it is correct.”

4.7. Reading outside of school

Laureau (2011) asserted that parents who practice ‘concerted cultivation’ style of par-
enting tend to arrange for their children to do additional educational activities outside
of school such as extra-curricular activities. PIRLS does not ask about these types of
activities directly in its questionnaires. However, we can look at the amount students
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read outside of school time as an indicator of howmuch time they spend in an education
related activity.

4.8. Control variables

Literature has shown that there are additional aspects that can interfere with parents’
influence on their children’s education such as their own education attainment and
occupation (Lareau, 2011; Sirin, 2005), their attitudes towards reading (De Graaf et al.,
2010; Park, 2008), their interaction with the school staff and its events (Epstein, 2005; Ho
& Willms, 1996) and whether they attended early childhood education (Melhuish, et al.,
2012). Therefore, the current study controlled for these aspects as they were measured
in the parent questionnaire. Additionally, it was essential to control for demographic
variables including gender, whether the student was born in the country in which they
took the PIRLS assessment, and home possessions as a wealth indicator.

All the independent and control variables have been standardized to have a mean
of 0 and a standard deviation of 1.

4.9. Missing data

Missing data is a characteristic of almost every survey study, and all methods of dealing
with it have advantages and disadvantages (Allison, 2001). Given the complex sampling
design of the study, I used the method of “list-wise deletion.” This method considers
removing an individual case/observation from the analysis if any of the variables related
to this person is reported missing. Although convenient, the downside of this method
is that it shrinks the sample size and discards usable data. In the case of the current
study, this problem is less critical as the sample size is large even after removing the
cases with missing data.

4.10. Hypotheses and Analysis procedure

The study ran Ordinary Least Square to test the following hypotheses:

• H1: Parents’ early literacy activities have a positive, significant effect on student
achievement.

• H2: Parents’ expectations of educational attainment have a positive, significant
association with student achievement.

• H3: Children’s reading time outside of school has a positive, significant association
with their educational achievement.

• H4: Parental assistance with homework has a negative, significant association
with student achievement.
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I used the following model that included the main independent variables and control
variables:

𝑌𝑖𝑗 = 𝛽0𝑖𝑗 + 𝛽1(early literacy activities)𝑖𝑗 + 𝛽2(parents help with homework)𝑖𝑗
+𝛽3(parents expectation of education attainment)𝑖𝑗
+𝛽4(reading outside of school)𝑖𝑗 + 𝛽5(Gender)𝑖𝑗
+𝛽6(child born in country)𝑖𝑗 + 𝛽7(parent education)𝑖𝑗
+𝛽8(Parent occupation)𝑖𝑗 + 𝛽9(home possessions)𝑖𝑗
+𝛽10(number of preschool years)𝑖𝑗 + 𝛽11(parents like reading)𝑖𝑗
+𝛽12(parents perceptions of school)𝑖𝑗 + 𝜖

In this model, 𝑌𝑖𝑗 is the predicted reading achievement score for the student i in
school j. The model was run for each country separately using clustered regression to
account for the fact that students are nested within schools. Tests for homoscedasticity,
linearity, and normality were conducted and indicated that regression assumptions are
met.

5. Results

5.1. Descriptive analysis

Canada had the largest sample size of any country (N = 18,237), followed by the UAE (N
= 16,471). The distribution of gender was even in all countries (almost 50% each male
and female). The mean achievement scores of Finland (M = 566, SE = .56) and Canada
(M = 543, SE = .41) were much higher than the mean score of all the GCC countries. The
highest mean score among the GCC countries was in the UAE (M = 450, SE = 3.29), and
the lowest was in Oman (M = 418, SE = .88). Table 1 shows the average score in each
country, which was calculated using all plausible values of reading achievement.

In each of the countries sampled, female students have higher scores of reading
achievement than male students. The gap between the two groups varies among
countries with Saudi Arabia having the largest gap (68 points difference in achievement).
The UAE has the smallest gap among GCC countries (25 points difference), and its gap
is similar to the one found in Finland (23 points). Canada has a smaller gap than the
UAE and Finland (14 points). Table 1 in Appendix B shows the gap between females’
and males’ achievement.

All countries sampled had a majority of students who were born in the country (Table
1). However, the distribution varied substantially from a country to another. The sample
of Finland, Saudi Arabia, and Canada had the largest percentage of students born in
the country (96, 93 and 91, respectively) while Qatar and the UAE had the smallest
percentages of students born in the country (59 and 57, respectively).

In general, parents in Qatar, the UAE, and Canada are more highly educated than
parents in Finland and the rest of the GCC countries. However, more parents in Finland
work in prestigious occupations, according to the International Standard Classification of
Occupations 08 (which is used for ranking occupations in PIRLS). The most engagement
in early literacy activities is found in Canada. Parents expecting the highest level of
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educational attainment are found in the UAE andQatar. Parents provide the least amount
of help with homework in Finland and the most amount of help with homework in Oman.
Children in the UAE spend the most time reading outside school (Table 2).

5.2. The influence of the independent variables

The results show that parents engaging in early literacy activities can significantly predict
student achievement. Its influence in the model, however, varies from one country to
another (Table 3). The influence of parents’ engagement in early literacy activities on
achievement is the strongest in Bahrain (𝛽 = 12.42, p < .001) and the UAE (𝛽 = 10.93, p
< .001) and is the least strong in Canada (𝛽 = 4.17, p < .001).

Parental expectations of their child’s educational attainment have a substantial influ-
ence on their achievement, where it was found to be significant in all countries and
displayed a stronger effect than all other variables. It is the strongest in Bahrain (𝛽 =
22.22, p < .001), Oman (𝛽 = 21.79, p < .001), the UAE (𝛽 = 21.17, p < .001) and Qatar (𝛽 =
20.01, p < .001). However, in Canada (𝛽 = 12.26, p < .001), Saudi Arabia (𝛽 = 10.68, p <
.001) and Finland (𝛽 = 8.77, p < .001), the association is much weaker.

The variable of time spent in reading outside of school is insignificant in Oman (𝛽
= 0.36, p=.83) and Bahrain (𝛽 = 1.86, p=.22). It is also insignificant in Qatar and Saudi
Arabia. However, it is significant and positive in the UAE (𝛽 = 5.29, p < .01), Finland (𝛽 =
13.15. p < .001) and Canada (𝛽 = 10.69, p < .001). The effect of reading outside of school
on reading scores achievement is much stronger in Finland and Canada than the UAE.

The variable, helping with homework, is negatively associated with student achieve-
ment in this model, indicating that parents usually practice this type of involvement
when the student’s achievement is low. The negative association is the strongest in
Finland (𝛽 = -22.66, p < .001), Qatar (𝛽= -22.85, p < .001) and the UAE (𝛽 = -19.29, p <
.001) while it is the weakest in Saudi Arabia (𝛽 = -10.91, p < .001) and Oman (𝛽 = -10.30,
p < .001). Although it is negative, this variable is substantially associated with students’
achievement compared to the strength of the association between other variables.

5.3. The influence of the control variables

Parental education and occupation were also entered into the model as control vari-
ables. Parental education is much more strongly associated with student achievement
than parents’ occupation. It is most influential in Qatar (𝛽 = 20.89, p < .001) followed by
the UAE (𝛽 = 16.50, p < .001). Interestingly, its influence is very limited in Finland (𝛽 =
4.47, p < .05) and insignificant in Saudi Arabia (𝛽 = 2.33, p=.43).

Parent occupation varies in its influence on reading achievement from one country
to another. It has a large influence in the UAE (𝛽 = 9.49, p < .001) and in Qatar (𝛽 = 5.87,
p < .001). In Bahrain and Saudi Arabia, it is associated with less than 5 points in reading
achievement (𝛽 = 4.25, p < .05 and 𝛽 = 4.66, p < .05 respectively) while in Finland, it
does not have any influence (𝛽 = 2.97, p=.09).
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Students who have more home possessions are not advantaged academically in
Bahrain (𝛽 = 0.14, p=.95), Oman (𝛽 = -1.13, p=.51) and Saudi Arabia (𝛽 = -1.3, p=.56). Home
possessions are substantially associated with higher achievement in Finland (𝛽 = 8.84,
p < .001) and Canada (𝛽 = 9.05, p < .001). The results show that students who have
more possessions have lower achievement in the UAE (𝛽 = -4.64, p < .05). The negative
association could be explained by the situation seen in UAE schools where citizen
students are more affluent yet achieve lower levels than their non-citizen peers.

Although the variable examining the number of children’s books at home may appear
similar to the variable of home possessions, the influence of the number of children’s
books seems to bemuch stronger in this model. Its influence is significant in all countries
and is high in countries like Qatar (𝛽 = 18.30, p < .001) and the UAE (𝛽 = 22.37, p < .001).

Another control variable that stands out in this model is parents’ perceptions of their
child’s school which was significant in all the GCC countries but not in Finland (𝛽 = 2.17,
p=.13) or in Canada (𝛽 = 1.41, p=.21). Its influence on reading achievement in the GCC is
moderate, where it is associated with 8-11 points of achievement.

6. Discussion

The current study investigated hypotheses concerning parent involvement and student
achievement. Parental involvement variables varied in their influence on achievement.
In all countries, parents’ expectation of a child’s educational attainment was significant,
and it had the strongest influence. Parents’ help with homework was negative in all
countries, and it was strongly associated with low reading achievement. The influence
of early literacy activities was significant in most countries but with weaker association
than the previously mentioned parent involvement variables. The time a child spends
in reading outside of school was inconsistent in its significance across countries.

6.1. “Learning at home”

The significant positive association of the variable of early literacy activities emphasizes
Epstein’s perspective on the type of parental involvement referred to as “learning at
home.” This involvement includes parents practicing instrumental, curriculum-related
activities such as reading books, playing educational games, and discussing subject-
related issues. Early literacy activities, in the current study, are associated positively and
significantly with student achievement. This finding is aligned with that of Sheldon &
Epstein (2005) who found that involvement type “learning at home” is associated with
higher math achievement; “learning at home” was the most influential type of parent
involvement. Unlike the study of Sheldon & Epstein (2005), the current study did not
find early literacy activities to be the most influential factor with regard to achievement.
One explanation could be that parental activities measured in the current study took
place several years before the time of assessment and therefore might not have a direct
influence on achievement. The behaviors which comprised the variable of early literacy
activities could function as an indication of how parents see their educational role.
However, even with this condition, the positive influence of early literacy activities still
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implies that these practices matter. Further research on parental educational activities
at the time of assessment would give a clearer picture of their influence.

6.2. The embodied influence of parental expectation

The results showed that parental expectation was more strongly associated with
achievement than early literacy activities, time spent in reading outside the school,
and the number of children’s books at home. This finding implies that much of the
parental influence is less instrumental and more embodied. Bodovski & Farkas (2008)
emphasized this implication when they also found that parental expectations of student
achievement had a strong influence on achievement. Parental expectations of their
child’s educational attainment can also be explained by the concept of “habitus” in
the theory of cultural capital (Bourdieu, 1986). Such expectations become a trait of the
family’s identity and lifestyle where parents raise their children to internalize this identity
through their interaction with their children’s education.

Such interaction between parent expectation of child’s educational attainment and
his/her achievement brings us back to the theory of “academic socialization” proposed
by Hill & Tyson (2009), who found in their meta-analysis that academic socialization is
the most influential practice of parent involvement on achievement. Hill & Tyson (2009)
defined this term as “communicating parental expectations for education and its value
or utility” and assumed that this practice is most influential for adolescents (p. 5). The
current study, however, indicates that it is also effective in earlier stages of human
development, namely middle childhood, the age targeted by PIRLS.

The findings from this study correspond with other studies that found parental expec-
tations to be highly influential on student achievement. Tan (2017) found this variable to
be the strongest in its influence on math performance in other countries, and its positive
association is stronger than variables of home educational resources, parent educa-
tional level, occupational status, attitudes towards math learning, and expectations of
schools. Barone (2006) tested a similar variable, students’ occupation aspirations, and
found that it is a strong predictor of performance in all the countries included in his
investigation.

The influence of parents’ expectations for educational attainment is higher in the
GCC than in Finland and Canada. This finding could imply that attaining educational
credentials is highly emphasized in the GCC countries. Although the higher education
system in the GCC region is much younger and potentially less mature than in Finland
and Canada, it is possible that the higher education system’s outreach to students
and parents is much stronger in the GCC. It is also possible that higher education
institutions place stronger emphasis on families to encourage their children to pursue
post-secondary and tertiary education. Further inquiry could focus on the cultural per-
spective of higher education credentials in addition to the demand for them in the job
market in this region.
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6.3. The negative association of homework supervision

An important consideration when discussing the negative association of the variable
helping with homework with achievement is that such an association may differ accord-
ing to the design of survey items. In the current study, as well as in other studies such
as Desimone (1999) and Muller (1993), the items focused on the supervisory role of
parents in the process of homework completion. In the study of Ho & Willms (1996), the
relationship between helping with homework and achievement was insignificant, which
implies that this variable is not associated with improved student results. The design
of the items used in Desimone (1999), Muller (1993), Ho & Willms (1996) in addition to
the current study, captures a type of parent involvement that occurs when a student
is struggling with his/her achievement and requires additional support to complete his
homework.

The findings in these studies are contrary to the findings of Sheldon & Epstein (2005),
who found that parental involvement at home (help with homework was given as an
example) was associated positively with achievement. As noted earlier, Sheldon &
Epstein (2005) found that learning at home was the most influential type of parent
involvement. However, the way they measured parent involvement with homework
differs from the previously mentioned studies. Sheldon & Epstein (2005) studied parent
involvement in context of an intervention program that guides teachers on how to
involve parents. Therefore, parents were not only supervising homework but doing so
within a partnership with the teachers through its process. It might be more accurate
to describe Sheldon and Epstein’s focus as a “partnership” where parents are involved
in children’s education in an interactive fashion, in which the interests of both teachers
and parents are addressed. Parents become more knowledgeable and resourceful in
their involvement with their child’s education at home, which created more valuable
support for his/her achievement.

6.4. Varied influence of reading time

Among the GCC countries, reading outside of school was found to have a positive
influence on achievement only in the UAE. This could be related to the availability of
quality printed material. Potentially, the market for children’s books in the GCC does not
provide products that may effectively contribute to children’s learning. This problem of
limited availability might also be causing this variable to be an insignificant predictor of
student achievement in the GCC countries, but not in Canada and Finland.

6.5. The influence of parent education

In the current study, parental education has been found to have a varying effect on
achievement across countries. It was the strongest in Qatar and the UAE and had
a substantial influence in Bahrain and Oman. The variable had a much weaker but
still significant influence in Canada and Finland which leads to questioning whether
Western educational systems limit the influence of parent education. The case of Saudi
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Arabia requires further investigation because while it runs a similar education system
compared to the rest of the GCC, parent education has no influence on Saudi students’
achievement.

The variation we see in the influence of parent education across countries is aligned
to the findings in other studies. For example, Barone (2006) investigated the influence
of cultural capital on student achievement and looked at parent education as a control
variable. In his study, he found that the influence of parent education is insignificant
in Belgium, Portugal, Norway, Sweden, Russia, and Ireland. Although the influence is
significant in France, Finland, Switzerland, Greece, Italy, Iceland, and New Zealand,
Barone (2006) found that it was relatively low.

The dataset used in the current study does not provide ways to investigate the
reasons behind the varying influence of parent education on achievement. However, a
compelling question remains: do educated parents in one country interact differently
with their children than parents with the same level of education in another country? It
could also be a question of resources available to only educated parents in a particular
country. The availability of resources could function as a means through which parental
education is transformed into a change in students’ outcomes. For example, if more
public libraries are available, educated parents will use their knowledge and skills to
access the libraries’ resources and use it to support their children’s education.

6.6. The advantaged non-local

The findings from the current study showing that students who were not born in the
country achieve significantly better are consistent with Wiseman et al. (2013)’s findings
that also demonstrate that students who do not hold citizenship status in the GCC
countries have higher math achievement. Interestingly, the results in this study found
that parents of students without GCC citizenship practice more early literacy activities;
they have a higher expectation of children’s educational attainment and spend less time
helping with homework. Further research may explain how the parental education level
of this particular population contributes to their practices of parent involvement.

Based on this contrast between the populations of national and expatriate families,
further research in the GCC should always account for this difference. Data may show
large variation among the students or schools; researchers should consider the contrast
between these two populations as a major factor influencing achievement levels.

In some of the GCC countries, UAE and Qatar, expatriate students are not granted
free public education which leads to a clustering of national students with citizenship
in public schools, and expatriates in private schools. National students whose parents
choose to pay for private education may also enroll in private schools. Even in countries
that allow expatriate students to enroll in public schools (such as Saudi Arabia, Bahrain,
and Oman), those students, yet, tend to cluster in private schools. One of the reasons is
that public schools use the Arabic language as a medium of instruction and therefore,
students who do not speak the language go to private schools.

This condition provides a reason that requires further research to investigate how
public versus private schools operate differently and how school quality and teacher
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qualifications vary among schools. The challenge in such an inquiry is even more
emphasized when one realizes that national students perform at a lower level in public
schools which receive government funding while expatriate students perform better
in schools that are privately funded. More focus should be placed on whether public
funding is benefiting academically disadvantaged students in public schools. Research
should compare public to private schools and investigate if school quality and teacher
development in private schools are related to students’ achievement. It would be
interesting to see if the achievement is related more to parents’ socioeconomic status
rather than to school quality.

Studying samples of non-citizens by using a dataset like PIRLS should be undertaken
with caution because the IEA’s sample consisted of majority of students who were
born in the country. For example, in Oman, Canada, Saudi Arabia, and Finland, this
sample is 81%, 91%, 92%, and 96% respectively. Such a dataset is purposefully biased
towards local students. It would yield more accurate results if future research used local
datasets (if available) where samples can be drawn based on the actual proportion of
the population of national citizens and expatriate non-citizens. Especially in the case of
the GCC countries, local datasets may be more accurate in categorizing the students
as citizens or expatriates instead of the location of their birth like used in PIRLS.

6.7. Gender gap

The findings of the current study also demonstrate the substantial gap between male
and female students. Data from PIRLS have showed that females demonstrate higher
achievement. However, according to Ridge (2014), the gap is exaggerated in the GCC
countries. Indeed, the gap in the current study reaches a 50-point difference in Saudi
Arabia, while the lowest is 18 points in the UAE. In addition, parents domore early literacy
practices with females than males in all countries. Parents have a higher expectation of
educational attainment for females in Bahrain, Oman, Finland, and Canada while they
have less expectation for females in Saudi Arabia. Parents have a similar educational
expectation for both genders in Qatar and the UAE. Females also spend more time
reading outside of school in all countries except Qatar.

7. Conclusion

The findings show that parental involvement in the GCC countries is not particularly
different from the trends that appear in the United States or the countries investigated
in major comparative studies. This implies that policies promoting school partnerships
with parents and promoting more meaningful investment in their children’s education
could be as effective in the GCC area as it is effective in other nations. The literature
has shown some promising results from programs like Teachers Involve Parents which
was implemented by Hoover-Dempsey et al., (2002) and Teachers Involve Parents in
Schoolwork implemented by Epstein & Van Voorhis (2010).

The varied influence of parent involvement variables implies that parent-targeted
programs designed by schools and districts should respond to the unique features and
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demand in their communities. Programs should especially consider the hard to reach
parents who might have economic and social barriers to their involvement in their
children’s education, such as having low educational qualifications or working for long
hours. Children of those parents are more likely to have educational needs that must be
supplemented at home. This explains why children of parents with low socioeconomic
status receive more help with homework. However, school-parent partnerships can
be more meaningful and enriching than merely encouraging parents to supervise
homework but rather to interact with what their child learn in specific subject areas.

Such a policy implementation process should be informed by research that analyzes
the influence of socioeconomic status on parent involvement. The socioeconomic status
could have distinct dynamics in different groups of the population in the GCC. As
mentioned earlier in the study, this region has a unique demographic composition with
a majority of its population being expatriates. The findings from this study showed how
parent involvement varied substantially between parents whose children were born
in the country and those who were not. An investigation of this phenomenon should
consider the fact that socioeconomic status also varies between these two groups of the
population. For example, citizens receive welfare support, which raises their income.
However, this higher income does not necessarily mean that they received a better
education than their expatriate counterparts. Such a characteristic would have different
implications for parent-school partnership programs that are designed to address each
population group based on its individual features.
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