”

B Policy Informatic eport

E TS j Listening. Learning. Leading.






The Parent-School Relationship

Research clearly shows that when parents and schools
work together to support student learning, children
do better in school. There are many steps parents can
take to be more involved in their children’s schools
and support their children’s academic efforts. These
include making sure children get to school on time,
attending parent-teacher conferences, and checking
whether homework is completed.

Getting Children to School

Of all the important things parents can do to help their
children succeed in school, making sure they get there
heads the list. Teachers can't teach, and students can't

learn, when students aren't in school.

Child Trends summarizes the research this way:

School attendance is a critical factor for school
performance among youth. Studies show

that higher attendance is related to higher
achievement for students of all backgrounds.
Students who attend school regularly score
higher than their peers who are frequently
absent . . . chronic truancy (regular unexcused
absence), in particular, is a predictor of
undesirable outcomes in adolescence,
including academic failure, dropping out of
school, substance abuse, and gang and
criminal activity.

One in five fourth- and eighth-grade students misses
three or more days of school a month — that's more
than five weeks of a school year. Asian/Pacific Islander
students have the fewest absences, while Black and
Hispanic students have the highest rates of absenteeism
(see Table 4). Absenteeism rates have been roughly
stable overall since 1994. The rank order of absences
parallels the rank order of achievement in the NAEP
assessment, as Table 5 shows.

Table 4

Percentage of Fourth- and Eighth-Grade Students
Who Reported Missing Three or More Days of
School in the Previous Month, 2005

Grade 4 Grade 8

Total 19% 20%
White Non-Hispanic 18 19
Black Non-Hispanic 21 24
Hispanic 21 23
Asian/Pacific Islander 13 12
American Indian 25 29

Source: Childtrendsdatabank.org, from Student Absenteeism, The Condition of Education
2006, U.S. Department of Education, National Center for Education Statistics (http://nces.
ed.gov/programs/coe/2006/section3/indicator24.asp#info).

Table 5

Comparison of Days Absent From School in the
Previous Month and NAEP Mathematics Scores,
Grade 8, 2005

Days Absent Average Math Score

None 284
1-2 280
3-4 270

5-10 265

Over 10 250

Source: Data from the 2005 NAEP Mathematics Assessment, analyzed by the ETS Policy
Information Center.

Data are also available on the differences among
the states on the frequency of student absences.
Figure 24 shows the states ranked from low to high
on the percentage of students absent three or more
times a month.

47 http://www.childtrendsdatabank.org/indicators/106StudentAbsenteeism.cfm
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Figure 24
Percentage of Eighth-Graders Who Are Absent
Three Days or More per Month, by State, 2005

Figure 25
Seriousness of School Attendance Problems,
Grade 8, TIMSS 2003
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Source: Data from the NAEP 2005 Mathematics Assessment, analyzed by the ETS Policy

Information Center.

Alaska data are not reported since reporting standards were not met.

Source: Ina V.S. Mullis et al., TIMSS 2003 International Mathematics Report, TIMMS &

PIRLS International Study Center, Lynch School of Education, Boston College, 2003.
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In international comparisons made in 2003 as part
of the eighth-grade TIMSS mathematics assessment,
attendance rates varied widely among 45 participating
countries. TIMSS constructed an index of good school
and class attendance based on principals’ responses
to three questions about the seriousness of attendance
problems in the school, absenteeism, and skipping
class. High levels indicate good attendance — all three
behaviors either never occur or are reported not to
be a problem. Figure 25 provides an international
perspective on student attendance at eighth grade.
Lebanon was highest at 66 percent. The United States
was 26th, with a score of 18 percent, and Bulgaria, at
4 percent, had the lowest score.

Sometimes students have to miss school. And
because NAEP does not separately identify unexcused
absences, it's difficult to gain a clear understanding
of how large a part truancy plays in our nation’s
absenteeism rates. Clearly, parents have the primary
responsibility of getting their children to school. But
when poor school attendance becomes a problem they
can't control, parents and school personnel need to
work together to identify solutions.

Government agencies can also do more to address
systemic truancy problems. States, for example, set
and enforce mandatory attendance ages. The U.S.
Office of Justice has provided an in-depth look at the
problem, and a description of a major effort in truancy
reduction, in Truancy Reduction: Keeping Students in
School (The Office of Justice Programs, U.S. Office of
Justice, September 2001). This large project began in
1998. The latest report was in April 2006, showing a
reduction in the unexcused absence rate from 14.6 to 7.4.%®

In April 2007, The Washington Post reported that
“the problem of truancy has drawn widespread
attention this year, prompting some area lawmakers
to call for tough measures to keep track of the most
habitual offenders and leading schools to crack
down on those who consistently skip class.” In
February 2007, Prince George’s County police began

a crackdown and reported that as of April they had
“caught” 425 truants.*

The Buffalo (New York) Board of Education is
trying to address its truancy problem by basing 10
percent of students’ grades on their attendance (but
not penalizing students for excused absences). The
results of this policy, which was initiated in October
2006, will be reviewed in a year.®

High absenteeism is a major drag on efforts to
improve student performance and reduce achievement
gaps. It has also been shown to be an important factor
in predicting high school completion. As schools
introduce more content and rigor into their school
day, more material will be missed by those absent
from school, and the impact will be greatest for low-
achieving students.

Parental Involvement in School

While schools are charged with the primary
responsibility for education, the success of that
enterprise depends on a cooperative effort among
students, parents, and schools. Child Trends
summarizes the research on the effect parental
involvement has on student learning:

Students with parents who are involved in
their school tend to have fewer behavioral
problems and better academic performance,
and are more likely to complete secondary
school. Parental involvement allows parents
to monitor school and classroom activities,
and to coordinate their efforts with teachers
... Research has found that students perform
better in school if their fathers as well as their
mothers are involved, regardless of whether the
father lives with the student or not.>*

Using the Chicago Longitudinal Study database,
Arthur Reynolds and Melissa Clements’ recent
research documents the contributions of family
involvement. The Chicago study was conducted
over a period of 17 years, with 1,539 low-income

“8 “Truancy, Dropouts and Delinquency,” a presentation provided by Dr. Ken Seeley, President, National Center for School Engagement, The

Colorado Foundation, 10/11/06, kens@coloradofoundation.org.

% Nelson Hernandez et al., “Keeping Kids in the Classroom,” The Washington Post, April 30, 2007.

50 Peter Simon, Buffalo News, October 12, 2006.
51 http://www.childtrendsdatabank.org/pdf/39_PDF.pdf
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Figure 26
Trends in Parent Involvement in Their Child’s School

students progress through school.
While more than 90 percent of parents
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of children in early elementary school
said they had attended a general
meeting at school, the percentage
drops to 74 percent for parents of
11th- and 12th-graders. Further, parent
participation is lower where student
grades are lower. Parents of students
with A averages are much more likely
to attend school functions than the
parents of students earning C's and D’s.
Parent education, poverty status, and
English proficiency were also related to
parent involvement.
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A variety of efforts have been

Attend a
general meeting

Attend a scheduled
meeting with teacher

Attend a school event

undertaken at different levels of
government to increase parental
involvement. For example, New York

Act as a volunteer or
serve on school committee

Source: Data from the National Center for Education Statistics, reported by Child Trends DataBank (http://www.

childtrendsdatabank.org/tables/39_Table_2.htm).

children, of whom 93 percent were Black, with a
matched comparison group. They found that parent
involvement serves as a mechanism though which
the long-term effects of interventions are achieved,
ultimately leading to higher levels of student
performance.*

National trend data on parent involvement with
their children’s school is positive. For example, parents
who reported that they attended a general meeting
rose from 77 percent in 1996 to 88 percent in 2003 (see
Figure 26).

As Figure 27 shows, there was little difference
among racial/ethnic groups of parents with respect
to attending general meetings or appointments with
a teacher. Somewhat fewer Black and Hispanic
parents said they had attended a school event, and
substantially fewer said they did volunteer work or
served on a committee. A problematic pattern can
be seen in these participation data when organized
by other categories. These Child Trends data show
that, for example, parent participation decreases as

City recently assigned a school-parent
coordinator in every school. And the No
Child Left Behind Act mandates that
schools provide parents with information about how
they can be involved in school improvement efforts.

In Lake County, Fla., teachers will soon put students’
test scores, homework scores, attendance records, and
progress reports on a secure website so that parents can
access them. The website will also provide information
to help parents on a range of parenting and learning
concerns, with links to articles by pediatricians
and child-care experts, as well as to a weekly online
publication called The Informed Parent. Communication
between parents and teachers is encouraged. The site will
also include a homework hotline and provide students
with access to an online tutor.>

Kentucky's Prichard Committee for Academic
Excellence, which led Kentucky’s school reform
movement, has also undertaken a large effort to
improve parent involvement. In 1997, the committee
created the Center for Parent Leadership, which
trained 1,200 Kentucky parent leaders to work at the
local level. The center now markets its services across
the country.®*

52 Arthur J. Reynolds and Melissa Clements, “Parental Involvement and Children’s School Success,” in Evanthia Patrikakou et al., School-
Family Partnerships for Children’s Success, New York, Teachers College Press, 2005.

53 Eliva Ben-Avari, Orlando Sentinel, December 30, 2006.
54 See www.centerforparentleadership.org

35



Figure 27

Percentage of Students in Grades K to 12 Whose
Parents Reported Involvement in Their Child’s
School, by Racial/Ethnic Group, 2003
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Source: Data from the National Center for Education Statistics reported in Child Trends
DataBank (http://www.childtrendsdatabank.org/tables/39_Table_1.htm).

Joyce Epstein, a leading national expert in parental
involvement, has developed a model for families,
schools, and community organizations exerting
overlapping spheres of influence on children’s
education.®® Epstein lays out six types of cooperation:

« Parenting: Health, safety, and home environment;

e Communicating: Schools reaching out to parents
about school programs and student progress;

« Volunteering: Schools get most contributions from
parents by making it easy for them to participate;

e Learning at Home: Helping the student, with the
guidance and support of teachers;

e Decision-making: Giving parents meaningful roles
in school decisions; and

e Collaboration with the Community: Schools
helping families gain access to support services in
the community.®®

Appleseed, a non-profit social justice agency, has
issued a report calling on federal, state, and local
officials to do a better job of abiding by NCLB'’s
parent involvement requirements. The report is
based on research involving 18 school districts in six
states. It finds that despite many problems, parent
involvement is integral to the success of students
and schools. The report concludes that while current
parent involvement provisions in the law are solid
and ambitious, more faithful implementation and
enforcement are required.%’

Dorothy Rich, founder of the Home and School
Institute, has been leading the way toward better
home involvement with the schools and with
student learning for many years. She is the author of
MegasSkills®: Building Children’s Achievement for the
Information Age.%®

Lastly, a revised edition of a 1986 book has
recently been published that offers practical advice
for establishing and improving interactions and
collaborative partnerships among schools, families,
and community groups. The book also contains a
comprehensive chapter on useful resources, including
guides and publications, organizations, web-based
resources, and programs related to this important
topic.®®

% see Joyce Epstein, School, Family and Community Partnerships: Preparing Educators and Improving Schools, Westview Press, 2001.
% Joyce Epstein, “Six Types of School-Family-Community Involvement,” Harvard Education Letter, September/October 1997.
57 Appleseed, It Takes a Parent: Transforming Education in the Wake of the No Child Left Behind Act, September 2006.

% www.MegaSkillsHSI.org

% Anne T. Henderson et al., Beyond the Bake Sale: The Essential Guide to Family/School Partnerships, The New Press, 2006.
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Putting It Together: Estimating the Impact of Family and Home Factors

on Student Achievement

This report describes a number of family
characteristics and home conditions that influence
children’s cognitive development and school
performance. These factors tend to be interrelated and
rarely existing in isolation from one another. One way
to view this is as stars comprising a constellation of
family conditions and experiences that are associated
with student achievement. We have chosen four
factors here to represent the stars in this constellation;
although we might have chosen others and found
similar results.

These four factors are:

e The Parent-Student Ratio: The percentage of
children under age 18 who live with one parent

e Absenteeism: The percentage of eighth-graders
who missed three or more days in a single month

* Reading to young children: The percentage of
children age 5 or younger whose parents read to
them every day

. Excessive television watching: The percentage
of eighth-graders who watch five or more hours of
television on a school day

The authors used these factors in a regression
analysis to predict state eighth-grade reading scores on
the 2005 NAEP assessment. For each state, the analysis
compared the predicted score with the actual score,
as shown in Figure 28. In statistical terms, these four
factors account for two-thirds of the differences in the
actual scores (r squared = .66). That is a very strong
association. These four factors, in a sense, could stand
for other factors discussed in this report, as many are
interrelated or correlated with each other.®°

80 See Appendix table for details of this analysis.

For 22 states, the predicted reading score was
within 2.0 points of the actual score; in 16 states, the
score was within 2.1 to 4.0 points of the actual score;
in seven states, the score was within 4.1 to 6.0 points;
and the score in five states was more than 6.0 points
higher than the predicted score.

While this set of family factors shows a strong
association with student achievement, we want
to caution against concluding that it carries more
weight than school efforts and quality. As there are
inter-correlations among this large set of family
characteristics and home conditions, there are inter-
correlations between family factors and school
factors. For example, poorer states may have a higher
percentage of single-parent families that tend to earn
less income than two-parent families and, as a result,
pay fewer taxes. Schools in these states may not
have the resources to attract the more qualified and
experienced teachers. And since the research is clear
that teacher quality and experience is correlated with
student achievement, we are likely to see lower levels
of student achievement, on average, in these states.
A set of school factors, found to be related, would also
likely make a strong showing in predicting average
mathematics scores.
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Figure 28

Actual and Predicted Eighth-Grade NAEP Reading Scores
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Concluding Comments

Schools are the primary agencies for teaching
students, and there is a national focus on improving
those schools — as there should be. Long before
schools begin their jobs, however, teaching and
learning take place in the family. The quality of that
home and family teaching makes a large difference
in how much children know and how ready they are
to learn when they get to school. Home and family
experiences and conditions continue to influence
learning, too, once children start school.

For all children, the height of the platform on
which they stand when they begin school will make
a difference in how much they achieve during that
first year of school. Teachers have no magic wand to
wave to make all the platforms of equal height. Some
students arrive at school able to read and armed with
large vocabularies; others arrive unable to read and
with limited vocabularies.

This report examines children’s family and home
experiences, identifying those factors that influence
learning. The report examines differences in these
critical experiences, where possible, by race/ethnicity
and SES.

Not only is the nation’s attention focused on raising
student achievement generally, and increasing the
supply of students ready to excel in math and science,
it is riveted also on reducing the large achievement
gaps that exist between minority and non-minority
students, and between children from low-income
families and families with higher incomes. When
people speak about the need for education reform,
they often mean that there is a need to reduce the
achievement gaps between these groups.

This report clearly establishes that the gaps in critical
home experiences mirror the gaps in early school
achievement — gaps that persist through the end of high
school. This report and our prior reports, Parsing the
Achievement Gap and Windows on Achievement and
Inequality, nail down, plank by plank, the platform
that children take off from when they enter school.
Ignore the construction of that platform and the
United States will not reach its ambitious goals
of raising student achievement and increasing its

ability to compete in a global economy; nor will it

be successful in reducing the huge disparities in
achievement among students of different racial/ethnic
groups and different levels of SES. It has been well
documented that there are deficiencies in our schools
— and that there should be no excuses for not fixing
them — and our reports have helped to document
such deficiencies. This report makes clear that

there often are shortcomings and deficiencies in the
schooling and support that children receive at home.
And there should also be no excuses for recognizing
these shortcomings and working to fix them.

While research clearly establishes that these family
experiences and home conditions affect student
achievement, this report does not attempt to answer
the question of what portion of the differences in
student achievement is due to these factors and what
portion is a result of what happens while students are
in school. Simple statistical analyses can't account for
these inter-correlations between school and family
conditions. For example, as we've noted, poorer states
may have a higher percentage of single-parent families
who pay fewer taxes; and states with fewer resources
may have lower average teacher salaries, making it
difficult to attract highly qualified teachers. What
is entangled so completely cannot be disentangled
simply — if at all.

We've constructed a case about the importance of
out-of-school experiences in educational achievement,
and how these differ among the nation’s population.
Additionally, several recent ETS Policy Information
Center publications have attempted to make a
convincing case concerning the need for school
improvement and standards-based education reform.
We do not believe that recognizing the importance of
either weakens the case for the other.

We fully recognize that more intense and concerted
efforts to improve teaching can compensate (at least
somewhat) for learning deficiencies present when students
arrive at school. Research, however, has not established
the trade-offs to tell us how much a particular investment
in school effort can make up for under-investment in the
out-of-school environment, or vice versa.
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On the school front, the summation of research
findings in our Policy Information Report Parsing the
Achievement Gap identifies six core factors related to
school achievement. These factors, in their presence
or absence in students’ racial/ethnic or socioeconomic
group, mirrored gaps in school achievement. Since
issuing that report in 2003, we've seen no progress
in narrowing the gaps in these critical factors by, for
example, providing more experienced teachers in the
schools where students are not succeeding academically.

On the before- and out-of-school fronts, we are
obviously talking about a very broad terrain with
very different approaches required, depending on
the conditions and experiences involved. With the
two-parent family having historically been, for many
cultures, the basic unit for raising and socializing
children, its decline is perhaps the most important
development in the role families play in children’s
early literacy and cognitive development. The
difference that having two parents makes in children’s
academic success is well established in volumes of
research studies, as summarized in this report. It
is important to always recognize, however, that we
are talking about averages, and that many children
growing up in single-parent families are doing very
well, just as many children in two-parent families are
doing poorly.

Since about the mid-1960s, the trend toward single-
parent families has largely been upward in the United
States and in many other developed countries. This
is not a trend that is likely to be reversed easily by
changes in public policy. The question then becomes:
What can neighborhoods, communities, private
organizations, and governments do to compensate
for this decline in the parent-pupil ratio, which we
believe is leading to a “new inequality”? This report
offers several solutions: from expanding good child
care arrangements to arranging for mentors to read to
young children.

Clearly, low-income families are at a disadvantage
when it comes to providing resources to support their
children’s academic success. For example, although
having a quiet place to study is important for learning
and school success, many families are forced to live in
overcrowded, often chaotic conditions that make such
an amenity impossible. Changing schools frequently
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is also associated with academic difficulties, but

many parents are forced to move to find work. Even
providing a basic necessity like good nutrition requires
substantial resources. The uneven distribution of
income and wealth in the United States is intertwined
with the huge disparities in the literacy and academic
achievement of our nation’s students.

Another set of factors related to school achievement
is within the control of parents at any income
level: Getting students out of bed and off to school,
establishing rules for television watching, and reading
to and talking with young children are examples.
Making sure parents understand how important these
seemingly modest efforts can be for their children’s
success can improve trends associated with poor
academic performance. Equally important is assisting
parents who are willing, but unable, to take these
steps. That means providing instruction in parenting
skills to those who need them, teaching non-reading
parents how to read, and helping families obtain
suitable reading materials for their homes.

As we've noted, research clearly indicates that
parent involvement in children’s learning and school,
and good communication between parents and school
personnel, improves students’ success in school. It’s
important to let parents know that being involved
makes a difference, and to encourage schools to take
the lead in opening lines of communication.

Lastly, child care arrangements play a critical role
in student learning. Child care, particularly good child
care, is expensive. And in America, families with the
least resources are the ones whose children are most
likely to be in lower-quality care. The quality of child
care is most important during the first three years
of life, when child-parent verbal interaction makes a
critical difference in language development. So far, we
have only limited experience with compensatory efforts
in these critical first three years of life. Early Head Start
is still a young effort, and there has been little time for
thoroughly documented results. On the other hand,
Head Start and other programs that reach pre-schoolers
have been evaluated and shown to be successful.

We recommend consulting a recent Brookings
Institution paper by Jans Ludwig and Isabele Sawhill
on early intervention in the early years of a child. The



authors point out what research has established: “...
Early intervention is particularly important because of the
brain’s unusual ‘plasticity’ during a child’s early years.”

They propose an intervention they call “Success
by Ten™:

Success by Ten is a proposed program designed
to help every child achieve success in school

by age ten. It calls for a major expansion and
intensification of Head Start and Early Head
Start, so that every disadvantaged child has the
opportunity to enroll in a high-quality program
of education and care during the first five years
of his or her life. Because the benefits of this
intensive intervention may be squandered if
disadvantaged children go from this program
to a low-quality elementary school, the second
part of the proposal requires that schools
devote their Title 1 spending to instructional
programs that have proven effective in further
improving the skills of children, especially their
ability to read.

This proposal is firmly based in research and on the
successful Abecedarian program of early childhood
education. They have carefully estimated both its costs
and benefits.5!

The responsibility for promoting constructive
efforts to address these issues needs to be accepted
and shared by a wide range of leaders and decision
makers, including:

« Presidents, governors, and chief state school
officers using their offices as bully pulpits to change
behaviors, including parental behavior, as well as to
create legislation and programs

« Elected officials at all levels, working with local
institutions and community leaders to find ways to
compensate for family’s resource shortages, as well as
shortcomings in the training of child care providers

e School systems extending into the community,
in collaboration with other community agencies,
to supplement family efforts in a variety of ways,
such as providing health care for children with
conditions that interfere with learning

It's essential that parents, educators, and policy
leaders fully understand that raising student
achievement involves much more than improving
what goes on in classrooms. Leaders and policy
makers must establish community, state, and national
programs to both improve schools and enhance the
home and family conditions that give all students a
better chance to reach high platforms from which to
start school.

It is unfortunate that there are often competing
views on what our focus should be. Some point to
the need to address the conditions outside of schools
that have an impact on students’ capacity to learn,
while others point a finger directly at the schools and
tolerate no excuses. Yet both views concur that to do
nothing sets us up for a future that nobody wants —
for individuals, for society, or for the nation’s economy.
Both sides need to proceed together, as did Lewis
Carroll’s unlikely pair, the butcher and the beaver:

But the valley grew narrow and narrower still,
And the evening got darker and colder,

Till (merely from nervousness, not from goodwill)
They marched along shoulder to shoulder. ©2

61 Jens Ludwig and Isabel Sawhill, Success by Ten: Intervention Early, Often, and Effectively in Education of Young Children, the Brookings

Institution, February 2007.
52 Lewis Carroll, The Hunting of the Snark: An Agony in Eight Fits.
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Appendix Table

Predicting NAEP State Achievement — 2005 Reading Grade 8

Percent of Percent
Students of Students
Percent Percent Watching 5 Absent 3 Difference
of Children  of Children or More Hours or More Between
Living With Read to of TV on Days in Actual Predicted Actual and
One Parent Every Day School Day Month Score Score Predicted
Alabama 36% 43% 28% 20% 252 255.2 3.2
Arizona 31% 43% 18% 20% 255 261.0 6.0
Arkansas 38% 44% 28% 19% 258 255.9 -2.1
California 29% 45% 18% 18% 250 262.5 125
Colorado 26% 56% 16% 23% 265 264.8 -0.2
Connecticut 27% 58% 20% 19% 264 265.1 11
Delaware 35% 53% 16% 22% 266 263.7 -2.3
District of Columbia 68% 47% 49% 27% 238 239.9 1.9
Florida 36% 43% 25% 26% 256 254.3 -1.7
Georgia 35% 46% 26% 15% 257 259.6 2.6
Hawaii 28% 55% 25% 22% 249 259.9 10.9
Idaho 23% 49% 12% 21% 264 266.1 2.1
lllinois 28% 47% 21% 20% 264 260.8 -3.2
Indiana 26% 48% 17% 19% 261 263.9 29
lowa 24% 53% 16% 19% 267 265.7 -1.3
Kansas 24% 51% 14% 20% 267 265.8 -1.2
Kentucky 30% 52% 20% 15% 264 265.0 1.0
Louisiana 44% 41% 29% 24% 254 251.8 -2.2
Maine 33% 64% 12% 21% 270 269.8 -0.2
Maryland 33% 51% 26% 24% 261 257.1 -3.9
Massachusetts 29% 58% 15% 18% 274 268.1 -5.9
Michigan 31% 51% 20% 24% 261 260.4 -0.6
Minnesota 24% 57% 12% 19% 268 269.3 1.3
Mississippi 42% 38% 32% 23% 251 249.9 -1.1
Missouri 31% 47% 20% 19% 265 261.6 -3.4
Montana 27% 51% 9% 29% 269 264.1 -4.9
Nebraska 23% 49% 13% 19% 267 266.6 -0.4
Nevada 31% 43% 22% 24% 253 256.8 3.8
New Hampshire 26% 61% 13% 20% 270 269.4 -0.6
New Jersey 25% 47% 16% 20% 269 263.5 -5.5
New Mexico 38% 43% 19% 26% 251 257.1 6.1
New York 34% 48% 25% 22% 265 257.7 -7.3
North Carolina 34% 50% 24% 19% 258 260.0 2.0
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Predicting NAEP State Achievement — 2005 Reading Grade 8

Percent of Percent
Students of Students
Percent Percent Watching 5 Absent 3 Difference
of Children  of Children or More Hours or More Between
Living With Read to of TV on Days in Actual Predicted Actual and
One Parent Every Day School Day Month Score Score Predicted
North Dakota 24% 47% 11% 19% 270 266.9 -3.1
Ohio 33% 51% 19% 19% 267 263.2 -3.8
Oklahoma 34% 46% 22% 20% 260 259.5 -0.5
Oregon 29% 56% 13% 24% 263 265.7 2.7
Pennsylvania 30% 57% 16% 21% 267 265.6 -1.4
Rhode Island 39% 54% 16% 24% 261 262.8 1.8
South Carolina 40% 47% 31% 19% 257 255.2 -1.8
South Dakota 27% 47% 16% 18% 269 264.2 -4.8
Tennessee 34% 45% 25% 20% 259 257.8 -1.2
Texas 32% 42% 21% 18% 258 259.9 1.9
Utah 17% 47% 9% 24% 262 265.9 3.9
Vermont 26% 68% 11% 18% 268 273.3 5.3
Virginia 29% 51% 26% 20% 268 259.3 -8.7
Washington 30% 54% 16% 23% 265 263.9 -1.1
West Virginia 29% 54% 23% 23% 255 260.4 5.4
Wisconsin 28% 46% 16% 21% 266 262.6 -3.4
Wyoming 27% 53% 13% 19% 268 267.4 -0.6

Note: Alaska was not included in the analysis because of insufficient data.

43



Regression Results

The REG Procedure
Model: MODEL1

Dependent Variable: avescore

Number of Observations Read

50

Number of Observations Used

50

Analysis of Variance

Source DF Sum of Squares Mean Square F Value Pr>F
Model 4 1619.41209 404.85302 21.72 <.0001
Error 45 838.66791 18.63706

Corrected Total 49 2458.08

Root MSE 4.31707 R-Square 0.6588

Dependent Mean 261.72 Adj R-Sq 0.6285

Coeff Var 1.6495

Parameter Estimates

Variable DF Parameter Estimate | Standard Error t Value Pr> [t
Intercept 1 269.34657 8.3332 32.32 <.0001
onepar 1 -0.0656 0.1657 -0.4 0.694
tvb 1 -0.53519 0.17705 -3.02 0.0041
readday 1 0.29618 0.11763 2.52 0.0154
absent3 1 -0.47125 0.23586 -2 0.0518
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