
sustainability

Article

Parental Involvement as a Protective Factor in School
Adjustment among Retained and Promoted
Secondary Students

Cristina Serna 1,* and Isabel Martínez 2

1 Departament of Psychology, University of Castilla-La Mancha, Camino Nohales 4, 16071 Cuenca, Spain
2 Departament of Psychology, University of Castilla-La Mancha, Avda de los Alfares 44, 16071 Cuenca, Spain;

MIsabel.Martinez@uclm.es
* Correspondence: cristina.serna@uclm.es

Received: 8 November 2019; Accepted: 8 December 2019; Published: 11 December 2019
����������
�������

Abstract: This study analyzes the relationship of parental involvement and school adjustment among
secondary students considering their school integration, school satisfaction, and prosocial disposition.
The analysis also considers academic performance through the grade retention. Study sample was
1043 Spanish adolescents aged between 12 and 17 years (51.5% girls, M = 14.21, SD = 1.38). A factorial
(3x2x2x2) multivariate analysis of variance (MANOVA) was applied for the outcome variables of school
integration, school satisfaction, and prosocial behavior, with parental educational involvement, grade
retention, sex, and age as independent variables. The results show that both parental involvement and
academic performance are positively related to school adjustment. In addition, parental involvement
influences adolescents’ school adjustment, regardless of academic performance, being a protective
factor in that adjustment.

Keywords: school adjustment; parental involvement; academic performance; prosocial behavior;
school integration; school satisfaction; adolescence

1. Introduction

The experiences associated with the academic environment are a significant determinant in
adolescent’s development and well-being [1,2]. School adjustment, therefore, is a fundamental aspect
during this period. It is a multifactorial construct that involves attitudinal, behavioral, cognitive, and
social aspects related to the student’s relationship with the school environment and the ability to adapt
to it [3,4]. School adjustment is manifested in the degree to which a student feels committed to the
school, accepted by the other school members, and satisfied [5,6]. A good school adjustment is related
to positive behaviors, academic results, and social relations, and this can be noted in the opposite trend
in students with school maladjustment [7,8].

School adjustment includes academic factors (such as academic performance); social factors,
related to social adjustment (such as school integration) and behavioral adjustment (such as social
competence and prosocial behavior); family factors (such as parental involvement in children’s school
adaptation); and school satisfaction factors [9–11].

1.1. Parental Educational Involvement

The family is an essential institution in the students’ school experience. Numerous studies
highlight family variables as essential determinants of academic process. The majority of family
variables, both structural (socioeconomic and educational level of parents, cultural resources, family
structure) and dynamic (parent-child relationship, affective climate, disciplinary style, parental level

Sustainability 2019, 11, 7080; doi:10.3390/su11247080 www.mdpi.com/journal/sustainability

http://www.mdpi.com/journal/sustainability
http://www.mdpi.com
https://orcid.org/0000-0001-9067-3476
https://orcid.org/0000-0001-9524-8022
http://dx.doi.org/10.3390/su11247080
http://www.mdpi.com/journal/sustainability
https://www.mdpi.com/2071-1050/11/24/7080?type=check_update&version=2


Sustainability 2019, 11, 7080 2 of 16

of cognition), exert their effects on academic performance through the level of parental involvement
or support in education [12–14]. This implication refers to parental behavior as concerns their
attention and participation, at home and at school, aimed at helping children in their school learning
experiences [15,16].

Parental involvement in school is related, directly or indirectly, to academic performance [17,18].
These effects seem to be mediated by the perception that children have of such involvement, relating
positively to their school adjustment [9,19]. For example, improvement in academic performance
has been observed through improved academic motivation, school satisfaction, school commitment,
self-esteem, social competence, prosocial behavior, normative adjustment, and, likewise, through a
reduction in absenteeism and antisocial behaviors [20,21]. However, studies point to the existence of
gender differences in terms of the assessments that the adolescent makes regarding the educational
practices exercised by both parents, with a tendency to perceive the mother’s educational practices
more positively than those of the father’s [14,22], with girls being the ones who indicate the biggest
differences in this perception [23,24]. Although parental involvement has been related to school
adjustment in different studies, it has not been proven to be equally effective for adolescents with good
and poor academic performance.

1.2. Academic Performance

Several authors recognize a close connection between the adolescent’s evolutionary aspect and
academic decline, especially determined by the decrease in motivation and school commitment [25,26].
This process is attributed to the rapid transformation in their psychosocial and cognitive development
and to the changes in some predictive variables of school achievement, such as factors related to
family, social relationships, self-concept, motivation, attributional style, attitude toward studying, and
learning strategies [27,28], as well as the difficulties of adapting to the secondary school social and
educational context [29,30].

School failure is present in the educational systems of all developed countries [31–33]. This has
been revealed by various international comparative studies conducted by the International Association
for the Evaluation of Educational Achievement (IEA) and by the triple UOE organization the United
Nations Educational, Scientific and Cultural Organization (UNESCO), the Organization for Economic
Cooperation and Development (OECD), and the Statistical Office of the European Communities
(EUROSTAT). Early school dropout is an international constant, with an average in the European
Union of 10.6% of young people who leave education and training early. However, a heterogeneous
distribution between countries has been observed. The proportion of early leavers in 2018 showed the
best results in countries such as Croatia (3.3%), Slovenia (4.2%), and Switzerland (4.4%), and the worst
in countries such as Romania (16.4%), Malta (17.5%), and Spain (17.9%) [31]. As part of the Europe
2020 strategy, a benchmark was adopted that should be reached by 2020, namely that the proportion of
early leavers in the European Union should not exceed 10%, but some countries are far from this goal,
especially Spain, which has the highest percentage of early school leaving. The absenteeism rate is also
considerable, taking into account that it is a variable associated with low academic performance, being
the average absenteeism in the OECD of 33% and in the European Union of 25%.

The results of the Third International Mathematics and Science Study (TIMSS) Survey, conducted
by the IEA in 2015, show that certain countries with a high economic level have a lower performance
than expected in Mathematics and Science, in contrast with other countries with a lower level of
development. Thus, in mathematics and science, countries such as France (489 and 487 points) or
Spain (505 and 518 points) obtain a lower average compared to the 525 and 528 points of the OECD,
respectively; and smaller than that of other countries with a lower development index, such as Russia,
with 564 and 567 points, respectively. In general, Spain is one of the developed countries with the
highest rate of school failure and early school leaving.

A factor that has been assigned a predictive value in academic performance is the student’s
academic development. There is wide evidence that places previous performance as a determinant of
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current performance, both directly and indirectly, through the effect of other intermediate variables
such as expectations or motivation [34]. Within the history of academic achievement, grade retention
has been considered both an indicator and a predisposing factor of school failure, considering it
is closely associated with school dropout and represents a high percentage of students who fail
academically [35]. Compared to the promoted students, the retained students show a lower academic
performance, a lower probability of graduation, a greater probability of dropping out, a greater tendency
to occupy employment positions of lower formative and occupational status, as well as a negative
socioemotional impact, a poorer personal adjustment, and lower self-concept [36,37]. Therefore, not
only does grade retention not achieve the intended compensatory benefits, but it also predisposes the
student to repeat and, finally, drop out of the educational system, which constitutes a risk factor for
social exclusion [38,39]. Some researchers consider that the cause resides in the ability of previous
performance to condition the beliefs and expectations of students about their future chances of success
or failure, as well as the expectations and attitudes of teachers and parents [34,40,41].

1.3. Social Adjustment—School Integration

Social adjustment is a fundamental aspect for adapting to school environment and is manifested in
the degree to which a student feels integrated, that is, accepted, respected, supported, and encouraged
to participate by other school members. School integration is closely related to the subjective sense
of school belonging. The sense of belonging has a positive impact on motivation, commitment,
expectations of achievement, self-concept, self-efficacy, satisfaction, teacher–student relationships, and
academic performance [42,43]. Alienation, which implies losing the sense of belonging and distancing
oneself in social relationships, is connected with several negative consequences, such as anti-normative
behaviors, criminal and violent acts, negative academic performance, and school dropout [44,45].

An important part of social adjustment is the relationships of students with teachers and
peers. The teacher–student relationship has been associated with different school adjustment
determinants [11,46]. A negative interaction between teachers and students encourages a negative
self-image and feelings of incompetence in the student, a negative attitude toward school and
authority, negative perception and rejection of peers, increased likelihood of antisocial behavior, and
worsening academic performance [47,48]. As the quality and closeness in this relationship increases,
the students improve their academic and global self-concept, self-esteem, perceived self-efficacy,
commitment, academic achievement, and positive perception and peers´ acceptance [49,50]. Moreover,
the relationship with peers determines the level of school integration, this being a fundamental factor
for school adjustment. Thus, peer rejection has been linked to school failure and maladjustment,
manifested through at-risk and antisocial behaviors. Adolescents who feel accepted by their peers
have higher levels of motivation, school commitment, and academic performance, in addition to a
greater psychosocial adjustment [48,51].

1.4. School Satisfaction—Student’s Subjective Well-Being

Another dimension usually related to school adjustment is school satisfaction, representing one
of the domains of life satisfaction that shape the general subjective well-being of a person [52–54].
It is defined as the subjective assessment of the quality of school life or as the concordance between
the value that the student gives to different aspects of the educational context and the perception
they have about it, and is related to indicators such as school adaptation, commitment, participation,
and motivation [55,56]. During adolescence, school environment satisfaction is a decisive variable
for student’s adjustment; it improves their academic performance, their engagement, motivation,
self-esteem, and their relationships with teachers and classmates and decreases the probability of
disruptive behaviors. In contrast, there is an increased probability of misconduct and school failure
when a student feels dissatisfied [7,57].
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1.5. Behavioral Adjustment—Prosocial Behavior

Behavioral adjustment is another dimension of school adjustment, as has been proven in
the relationship between deviant behavior from the social norm and school maladjustment, both
within [58,59] and out of school [60,61]. Within the school environment, the indicators of coexistence
and social adjustment related to behavioral adjustment are especially relevant. In this sense, aggressive
students tend to have low school adjustment, being more rejected by classmates and teachers and
showing less school commitment and higher rates of school failure [62–64]. On the opposite side,
prosocial students tend to adjust well to school. Prosocial behavior is defined as voluntary behavior
aimed at benefiting others and is characterized by a concern for the rights, feelings, welfare, and interests
of others in coherence with self-transcendence values [65,66]. This behavior exerts an inhibitory effect
on antisocial and maladaptive behaviors and has a driving effect on social competence, contributing
to the establishment of positive interpersonal relationships [67–69]. It has also shown a positive
relationship with academic performance; it improves sociometric status, in that prosocial students are
more accepted by their peers; it favors self-concept and academic self-efficacy and the use of various
learning and studying strategies; and it is related to academic motivation and well-being and personal
satisfaction [70–72]. In addition, some evidence points to significant differences in adolescent prosocial
behavior based on gender, with higher levels of prosocial behaviors among women than among
men [67,72]. There are discrepancies in differences by age and, while some authors find a decrease in
prosocial behavior as age increases [73], others do not observe differences between adolescents aged 13
and 17 [74]. Some studies show an increase in dispositional empathy with age, but only in girls—it
stays constant in boys [75].

1.6. Sex, Age, and School Adjustment

In general, studies indicate a more unfavorable trend among male students in most indicators of
school adjustment [76–78], such as retentions, qualifications, premature dropout, age appropriateness,
commitment, academic expectations, expectations, and self-efficacy. Other differences related to social
life have also been found, with better scores of girls in social competence, prosocial behavior, school
belonging, and more positive relationships with teachers and peers [79].

Age is another prominent factor—several studies confirm that as students get older, school
adjustment and academic performance decrease, increasing the risk of dropping out of school and
decreasing age appropriateness per grade. Moreover, satisfaction and subjective well-being seem
to be declining as age increases [80,81]. However, the evidence is not clear regarding some specific
indicators of school adjustment, like school integration and prosocial behavior, and some studies either
offer inconclusive results or find no significant differences [21].

1.7. The Present Study

This study analyzes the relationship of parental educational involvement with school adjustment in
secondary school students, taking into account the academic performance of adolescents. The indicators
of school adjustment used were school integration, school satisfaction and prosocial behavior. Academic
performance was measured through the retention or promotion of the students. Two demographic
control variables (sex and age) traditionally used in school adjustment studies were also taken into
account. In this study, we considered the following questions:

1. Are there differences in school adjustment according to the degree of retention, that is, the degree
of retention affects school adjustment variables such as school integration, school satisfaction, and
prosocial behavior? We expected to find significant differences depending on grade retention, with
retained adolescents showing worse scores than their promoted peers in all school adjustment
indicators observed.
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2. Is parental support related to school adjustment measures, regardless of the academic functioning
of adolescents (retained vs promoted)? We expected students who received more parental support
to have higher levels of prosocial behavior, school integration, and school satisfaction, regardless
of their academic performance.

2. Materials and Methods

2.1. Participants and Procedure

The participants in the study were 1043 Spanish students who attended secondary education.
A random selection of 15 public schools was conducted from the complete list of secondary schools in
middle-class neighborhoods from five cities of the same region in the center of Spain, with around ± 3%
sampling error (confidence level: 95%). According to Kalton [82], when groups (i.e., educational
centers) are selected randomly, the elements that make up those groups (i.e., students) will be similar
to what a random system would provide. One group was assessed for each educational level, a total of
four student groups per secondary school—283 first-year students (27.1%), 298 second-year students
(28.6%), 220 third-year students (21.1%), and 242 fourth-year students (23.2%). Slightly over half of the
students were girls (51.5%), and 506 were boys (48.5%), with an age range of 12–17 years old (M = 14.21;
SD = 1.38). All the questionnaires were completed anonymously following Institutional Review Board
approval during tutoring sessions. The Ethics Committee at the University of University of Castilla-La
Mancha, where the research was designed, granted ethical approval for the study.

2.2. Measures and Instruments

Parental involvement was measured by an adapted version of the Family Involvement
Questionnaire Elementary (FIQ-E) of Manz, Fantuzzo, and Power [83] for secondary students, validated
in Serna, 2012 [13]. It consists of 43 items whose responses are made on a four-point Likert-type
scale that ranges from 1 (“rarely”) to 4 (“always”). This questionnaire evaluates parental involvement
behaviors in three scenarios of their children’s academic life in activities from the educational center
(i.e., “your parents participate in the organization of your school’s activities”), in promoting a positive
learning environment at home (i.e., “your parents support your studies with other activities at home”),
and in communication between parents and educational staff about the progress of their children (i.e.,
“your parents talk to the teacher about the work you should do at home”). The sample adequacy was
satisfactory with a Kaiser–Meyer–Olkin (KMO) index of 0.97, achieving a significant Barlett sphericity
test (p < 0.0001). The alpha value was 0.95. Different researches have contrasted the psychometric
adequacy of the FIQ and have confirmed its validity among populations of diverse socioeconomic and
cultural backgrounds [84–86]. In the present study, parental involvement was defined by trichotomizing
the sample with a tertile split, categorizing into three groups of involvement—low (scores below tertile
33), medium (scores over tertile 33 and below tertile 66), and high (scores over tertile 66).

Psychological Sense of School Membership Scale (PSSM) [42] was used to measure school
integration. This scale has 18 items regarding the feeling of belonging or alienation in the educational
environment. Responses are made on a five-point Likert-type scale that ranges from 1 (“strongly
disagree”) to 5 (“strongly agree”). In accordance with previous studies on the structure of the
PSSM [87,88], two factors were found through an exploratory factor analysis by the extraction of
principal components with varimax rotation: a first factor called belonging-acceptance, configured
by 13 items that refer to the degree to which the adolescents feel they belong to the school and feel
accepted within it (i.e., “feel like an important part of this school”), and a second factor, called rejection,
which groups five items on the degree of rejection and alienation that the students feel inside their
school (i.e., “it is difficult for people like me to be accepted here”). All items have factorial weights
greater than 0.40 in their corresponding factor. The total variance explained by the factors was 39.609%
(factor 1: 23.710%; factor 2: 15.899%). The alpha value was 0.83 for the global scale, 0.84 for the
belonging-acceptance subscale and 0.73 for the rejection subscale. The sample shows adequacy for the
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application of the scale, with a Kaiser–Meyer–Olkin (KMO) index of 0.88 and a statistically significant
Barlett sphericity test (p < 0.0001). This scale has been used in studies on the sense of belonging
in diverse ethnic and cultural groups, students of different educational levels, with academic and
behavioral problems, learning difficulties, disabilities or in bullying contexts [43,89–91].

To measure the satisfaction that students feel with the academic environment, subscale of
satisfaction with the school from the Huebner’s [56] Multidimensional Students’ Life Satisfaction
Scale (MSLSS) was applied. This consists of eight items that ask the students about their satisfaction
with respect to general aspects of their educational center. Responses are made on a four-point
Likert-type scale that ranges from 1 (“never”) to 4 (“always”). The sample showed suitability for
its application. The Kaiser–Meyer–Olkin (KMO) index was 0.82, and the Barlett sphericity test was
statistically significant (p < 0.0001). The factorial analysis of the items indicated saturation in two
factors: the first, called school satisfaction, was formed by five items (i.e., “I am looking forward
to school”); the second grouped three items that referred to school dissatisfaction (i.e., “there are
many things I don’t like about school”). All items show factorial weights greater than 0.50 in the
assigned factor. The total variance explained by both factors was 54.867% (factor 1: 33.287%; factor 2:
21.581%). The alpha value was 0.77 for the global scale, 0.78 for the satisfaction factor and 0.59 for the
dissatisfaction factor. This instrument has been validated among adolescents of various Primary and
secondary education levels [92–94], as well as among students of various nationalities [95,96].

Prosocial behavior in students was measured through the subscale of prosocial behavior from
the Teenage Inventory of Social Skills (TISS) of Inderbitzen and Foster [97], using its adapted Spanish
version [75]. It has 20 items that assess the social competence of adolescents in relationships with their
peers (i.e., “I help other boys or girls with their homework when they ask me for help”). Responses
are made on a six-point Likert-type scale that ranges from 1 (“it does not describe me at all”) to 6 (“it
fully describes me”). The sample showed suitability for its application, with a value of 0.93 on the
Kaiser–Meyer–Olkin index (KMO) and a statistically significant Barlett sphericity test (p < 0.0001).
The alpha value of the scale was 0.91.

2.3. Data Analysis

A factorial (3x2x2x2) multivariate analysis of variance (MANOVA) was applied for the outcome
variables: school integration (belonging/acceptance and rejection), school satisfaction (satisfaction and
dissatisfaction), and prosocial behavior, with parental educational involvement (low, medium and
high), sex (boys vs. girls), age (12–14 vs. 15–17 year-olds) and grade retention (retained vs. promoted) as
independent variables. Univariate F follow-up tests were conducted within the multivariate significant
overall differences, and significant results on the univariate tests were followed with Bonferroni’s
comparisons between all possible pairs of means. All analyses were carried out using the SPSS 24.0
statistical program.

3. Results

3.1. Educational Parental Involvement and School Adjustment

The distribution of the parental involvement groups according to sex, age, and grade retention
among the students is represented in Table 1. As expected, the MANOVA showed a significant
main effect for parental involvement, Λ = 0.923, F(10, 2030.0) = 8.282, p < 0.001 (see Table 2).
Univariate analysis (Table 3) indicated statistically significant differences in belonging-acceptance,
F(2,1040) = 17.417, p < 0.001, rejection, F(2,1040) = 4.487, p < 0.05, satisfaction, F(2,1040) = 23.819,
p < 0.001 and prosocial behavior F(2,1040) = 22.457, p < 0.001, depending on parental involvement.
Bonferroni tests (α = 0.05) showed that students who perceived medium (M = 3.39, DT = 0.65) and
high parental involvement (M = 3.49, DT = 0.68) had a greater sense of belonging to the school than
those who perceived a low parental involvement (M = 3.19, DT = 0.62). Likewise, students who
perceived low parental involvement (M = 2.21, DT = 0.94) felt more rejection in school than those of
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the high parental involvement group (M = 2.02, DT = 0.74). Regarding school satisfaction, differences
were observed between the three groups of adolescents who felt a low, medium and high parental
involvement, progressively showing greater satisfaction with the school as parental support increased
(M = 2.16, DT = 0.52, M = 2.32, DT = 0.65, and M = 2.49, DT = 0.68, respectively). Finally, differences in
prosocial behavior were also found between the three groups of parental involvement (low, medium
and high), so that the prosocial behavior increased as the level of parental support received by the
student did (M = 4.09, DT = 0.89, M = 4.26, DT = 0.87, and M = 4.52, DT = 0.83, respectively). In general,
the data show that adolescents who perceive their parents as being more involved in their educational
trajectory obtain more positive scores in school adjustment measures, than those who perceive them as
less involved.

Table 1. Parental involvement groups distributed by sex, age, and grade retention.

Parental Involvement

Low Medium High

Frequency (%)

Total N = 1043 329 (31.5) 351 (33.7) 363 (34.8)

Sex
Boys (N = 506) 158 (31.2) 159 (31.4) 189 (37.3)
Girls (N = 536) 171 (31.9) 192 (35.8) 174 (32.5)

Age 12–14 (N = 624) 162 (25.9) 197 (31.6) 265 (42.5)
15–17 (N = 419) 167 (39.8) 154 (36.7) 98 (23.4)

Grade Retention
Retained (N = 755) 227 (30.1) 257 (34.1) 271 (35.9)
Promoted (N = 288) 102 (35.4) 94 (32.6) 92 (31.9)

Table 2. Factorial MANOVA (3a
× 2b

× 2c
× 2d) for school integration, school satisfaction, and

prosocial behavior.

Source of Variation Λ F glbetween glerror

(A) Parental involvement a 0.92 8.28 *** 10 2030.00
(B) Sex b 0.90 22.35 *** 5 1015.00
(C) Age c 0.98 2.76 ** 5 1015.00

(D) Retention d 0.95 10.48 *** 5 1015.00
A × B 0.99 0.86 10 2030.00
A × C 0.99 0.48 10 2030.00
A × D 0.98 1.33 10 2030.00
B × C 0.99 0.53 5 1015.00
B × D 0.99 1.86 5 1015.00
C × D 0.99 0.68 5 1015.00

A × B × C 0.99 0.64 10 2030.00
A × B × D 0.99 0.97 10 2030.00
A × C × D 0.99 0.94 10 2030.00

A × B × C × D 0.99 0.95 10 2030.00

Note: a1, low, a2, medium, a3, high; b1, boy, b2, girl; c1, 12–14 years old, c2, 15–17 years old; d1, retained, d2,
promoted; ∗∗ p < 0.05, ∗∗∗ p < 0.001.
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Table 3. Means, standard deviations (in brackets), F values, type I error probabilities, and post hoc
Bonferronia tests between parental involvement and school adjustment (school integration, school
satisfaction, and prosocial behavior).

Parental Involvement

Source of Variation Low Support Medium Support High Support F(2,1040)

School integration
Belonging/acceptance 3.19 (0.62) 2 3.39 (0.65) 1 3.49 (0.68) 1 17.417 ***

Rejection 2.21 (0.94) 1 2.11 (0.78) 2.02 (0.74) 2 4.487 **

School Satisfaction
Satisfaction 2.16 (0.52) 3 2.32 (0.65) 2 2.49 (0.68) 1 23.819 ***

Dissatisfaction 2.24 (0.65) 2.20 (0.68) 2.19 (0.70) 0.591

Prosocial disposition
Prosocial behavior 4.09 (0.89) 3 4.26 (0.87) 2 4.52 (0.83) 1 22.457 ***

Note: Bonferroni test α = 0.05; 1 > 2 > 3. ∗∗ p < 0.05, ∗∗∗ p < 0.001.

3.2. Academic Performance (Grade Retention) and School Adjustment

As was hypothesized, the MANOVA showed a significant main effect for academic performance
measured through the grade retention, Λ = 0.951, F(5,1015.0) = 10.485, p < 0.001 (Table 2). Univariate
analysis (Table 4) indicated statistically significant differences between retained and promoted students
in belonging/acceptance, F(1,1041) = 17.447, p < 0.001, rejection, F(1,1041) = 44.234, p < 0.001, satisfaction,
F(1,1041) = 15.954, p < 0.001 and prosocial behavior F(1,1041) = 16.880, p < 0.001. Promoted students
had higher scores than their retained peers in belonging/acceptance (M = 3.42, DT = 0.65, vs. M = 3.22,
DT = 0.68), satisfaction (M = 2.38, DT = 0.62, vs. M = 2.20, DT = 0.67) and prosocial behavior (M = 4.37,
DT = 0.82, vs. M = 4.12, DT = 0.99). In addition, retained students scored higher in rejection than
those who had been promoted (M = 2.39, DT = 0.83, vs. M = 2.01, DT = 0.81). The results indicate,
therefore, that grade retention is related to more negative scores in the means of school adjustment
than grade promotion.

3.3. Sex, Age and School Adjustment

Although not central to the focus of this study, we analyzed main effects for sex, Λ = 0.901,
F(5,1015.0) = 22,352, p = 0.000, and age, Λ = 0.987, F(5,1015.0) = 2763, p = 0.017 (Table 2). Univariate
analysis for sex (Table 4) indicated significant differences in belonging/acceptance, F(1,1041) = 12.076,
p < 0.05, rejection, F(1,1041) = 28.561, p < 0.001, satisfaction, F(1,1041) = 34.735, p < 0.001, dissatisfaction,
F(1,1041) = 37.422, p < 0.001, and prosocial behavior, F(1,1041) = 106.780, p < 0.001. Girls showed higher
scores than boys in belonging/acceptance (M = 3.43, DT = 0.65, vs. M = 3.29, DT = 0.68), satisfaction,
(M = 2.44, DT = 0.61, vs. M = 2.21, DT = 0.65), and prosocial behavior (M = 4.56, DT = 0.76, vs.
M = 4.02, DT = 0.91). However, boys scored higher in rejection (M = 2.26, DT = 0.82, vs. M = 1.99,
DT = 0.82) and dissatisfaction (M = 2.34, DT = 0.71, vs. M = 2.091, DT = 0.62). In general, the data
indicate better scores among girls than among boys in all school adjustment measures. Additionally,
statistically significant differences were observed between the age groups in school satisfaction, the
youngest adolescents (12–14 years old) being more satisfied than the adolescents in the 15–17-year-old
group (M = 2.39, DT = 0.66, vs. M = 2.24, DT = 0.59).
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Table 4. Means, standard deviations (in brackets), F values, and type I error probabilities between grade repetition, sex, age, and school adjustment (school integration,
school satisfaction, and prosocial behavior).

Source of Variation
Grade Retention Sex Age

Retained
Students

Promoted
Students F(1,1041) Boys Girls F(1,1041) 12–14 15–17 F(1,1041)

School integration
Belonging/acceptance 3.42 (0.65) 3.22 (0.68) 17.447 *** 3.29 (0.68) 3.43 (0.65) 12.076 ** 3.38 (0.68) 3.35 (0.65) 0.493

Rejection 2.01 (0.81) 2.39 (0.83) 44.234 *** 2.26 (0.82) 1.99 (0.82) 28.561 *** 2.11 (0.83) 2.13 (0.84) 0.109

School satisfaction
Satisfaction 2.38 (0.62) 2.20 (0.67) 15.954 *** 2.21 (0.65) 2.44 (0.61) 34.735 *** 2.39 (0.66) 2.24 (0.59) 12.531 ***

Dissatisfaction 2.20 (0.66) 2.24 (0.73) 0.740 2.34 (0.71) 2.09 (0.62) 37.422*** 2.20 (0.68) 2.23 (0.67) 0.538
Prosocial disposition

Prosocial behavior 4.37 (0.82) 4.12 (0.99) 16.880 *** 4.02 (0.91) 4.56 (0.76) 106.780 *** 4.28 (0.88) 4.32 (0.88) 0.373

∗∗ p < 0.05, ∗∗∗ p < 0.001.
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4. Discussion

Overall, the results confirm the hypothesis of this research: parental involvement improves
adolescent’s school adjustment regardless of their academic performance (retention vs promotion of
the students). Parental involvement and good academic performance are shown as protective factors of
adolescents’ school adjustment. Students who receive greater educational support from their parents
show better school adjustment than those who perceive less of a parental involvement, with a greater
sense of school belonging, higher school satisfaction and prosocial disposition. Therefore, parental
involvement acts as a protective factor for adolescents’ school adjustment, relating positively to school
adjustment and negatively to school maladjustment. These results are consistent among the different
groups of students, regardless of their academic performance (retained or promoted), sex, and age,
with no significant interaction effects.

These results are consistent with other studies that relate educational parental involvement
to different indicators of school adjustment [9,19]. Thus, the influence of parental support on
school integration has been verified [48,98,99]. The evidence also shows that parental involvement
influences children’s social competence and prosocial orientation, improving social relationships and
normative adjustment, and reducing antisocial behaviors [21,24,100]. Finally, the association of family
relationships and satisfaction has been proven, with more satisfied adolescents when the affective
climate, involvement, support, communication, and cohesion in the family are greater [52,101–103].
In fact, parental involvement has been related with to a wide variety of variables that reflect adolescent
adjustment, including self-esteem, social values, substance use, or academic achievement [104,105].

In respect to academic performance, this study also confirms that being promoted in school can
act as a protective factor of adolescent school adjustment. Taking grade retention as an indicator of
previous performance, differences between retained and promoted students are observed, with those
that have not been retained feeling most accepted and satisfied in school and presenting a greater
prosocial tendency. That is, the academic performance maintains a positive relationship with school
adjustment and a negative relationship with the school maladjustment. These results are consistent
among the different groups of students regardless of parental involvement, sex, and age, without
interaction effects between independent variables. The data found in the present study are consistent
with those of previous studies that associate academic performance with different dimensions of school
adjustment. On the one hand, there is some empirical evidence regarding the relationship between
school integration and student academic performance [47,106]. Students with a greater sense of school
belonging have better scores on variables that are positively related to academic performance [42,43],
while several negative consequences of school alienation have been verified, leading to diminished
academic performance [45,107,108]. On the other hand, as in previous studies, we have confirmed the
positive relationship between academic performance and prosocial behavior [109–111]. Regarding
school satisfaction, the results of this study are consistent with those of other authors who confirm
their relationship with academic performance [52,101,112].

Regarding the demographic control variables included in the analyses (sex and age), differences
according to sex in the school setting are confirmed, with girls scoring higher in all considered measures.
Girls are more accepted, show more prosocial behaviors, and feel more satisfied in school, experiencing
less rejection and dissatisfaction than boys. Some previous research has confirmed similar results. Thus,
it has been shown that girls have a greater sense of belonging to school, greater social competence, and
more probability of being accepted, while boys are more likely to be socially excluded [30,76,104]. Other
studies have also verified that female school satisfaction is significantly higher than male’s [113,114].
In addition, some evidence points to significant differences in adolescent prosocial behavior based
on gender, with higher levels of prosocial behaviors among girls than among boys [67,72]. In any
case, the common trend indicates more unfavorable rate among boys in most school adjustment
indicators [76–79].

Finally, age is only related in this study with satisfaction as an indicator of school adjustment,
the younger group of adolescents being more satisfied with school. Likewise, other studies have
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confirmed an inverse relationship of satisfaction with age, with an evolutionary decrease in subjective
well-being during adolescence and higher levels of school satisfaction among younger students [115,116].
Regarding the rest of the school adjustment variables, although research suggests that it decreases
in adolescence as age increases [81], some studies either offer inconclusive results regarding school
integration according to age or find no significant differences [77,80], the same as with prosocial
behavior [21].

The results of this study confirm and extend previous research on school adjustment. Data of
the study show that parental involvement can act as a protective factor of school adjustment (school
integration, school satisfaction, prosocial behavior) among students with good academic performance
(promoted students) and those with poor academic performance (retaining students). In addition, this
work contributes to broadening knowledge about the role of prosocial behavior in school adjustment,
given that research on this subject is scarce, especially in the Spanish context, where there are hardly
any studies on prosocial behavior in secondary education. However, the study also has limitations.
On the one hand, the limitations derived from a correlational and cross-sectional study prevent causal
statements. Therefore, in the absence of longitudinal or experimental evidence, the findings should be
considered as preliminary. On the other hand, the use of self-report measures always leads to possible
associated biases.

Further research is required that adds more variables in the analysis related to school adjustment
and deepening the effect of parental support on retained students. The results derived from this study
raise some educational implications that should be considered. It is necessary to take into account the
family context into the educational process. The prevention of school maladjustment should include
work with families, raise awareness about the relevance of parental support, and promote positive
relationships between parents and children.
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