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Abstract

The study analyses the relationship between the students condition (specific learning disabilities-LD
and non learning disabilities-NLD) and parents implication-satisfaction in their education and also aims
to identify the predictive power of family satisfaction over their involvement. The sample consisted
of 332 families from students identified with and without learning disabilities. Parents completed the
Family Opinions: FAOP scale (Robledo y Garcfa, 2007). Results show that parents of LD students are
less involved in the school than NLD parents, although, at home the collaboration of the two groups is
similar. Besides the families of LD students show a pattern of satisfaction with the school similar to the
parents of NLD children, although they differ in some items negatively. Has identified little predictive
power of parental satisfaction over involvement.

Keywords: Learning disabilities, family educational implication, parental satisfaction.

Resumen

Este estudio persigue identificar la relacién entre la tipologia de los hijos, dificultades especificas de
aprendizaje (DEA) y sin dificultades (SD), y la implicacion-satisfaccion educativa de sus padres, asi
como la capacidad predictiva de la propia satisfaccion parental con la escuela sobre su implicacion. La
muestra estuvo compuesta por 332 familias de alumnos identificados como estudiantes SD y con DEA.
Los progenitores respondieron a varias escalas del instrumento Opiniones Familiares: FAOP (Robledo
y Garcfa, 2007). Los resultados sefialan que los progenitores de alumnos con DEA se implican en el
centro educativo menos que los de niflos SD, si bien, en el hogar, la colaboracion de los dos grupos es
similar. Ademads los familiares de estudiantes con dificultades muestran un patrén de satisfaccion con la
escuela semejante al de los padres de nifios SD, si bien en algunos elementos difieren negativamente.
Se ha identificado escaso poder predictivo de la satisfaccion sobre la implicacion parental.

Palabras clave: Dificultades especificas de aprendizaje, implicacion educativa familiar, satisfac-
cion parental.
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Introduction

Specific learning difficulties
(hereafter SLDs) are disorders of
biological and genetic origin that
usually have negative effects on the
capacity of pupils to learn at an es-
tablished normal rate. In particular,
the term SLDs covers a heterogene-
ous group of disorders that manifest
themselves in the shape of signifi-
cant difficulties in oral comprehen-
sion or expression, reading, writ-
ing, and reasoning or mathematical
ability (Kavale & Forness, 2000;
Lerner & Kline, 2006). Neverthe-
less, despite the essentially concep-
tual views that define SLDs as dis-
orders intrinsic to an individual, the
emergence of ecological models has
made commoner trends in research
that investigate the influence of the
people who go to make up the sur-
roundings in which pupils develop
in the course of their difficulties.
There has been a proliferation of
studies that recognize the immediate
repercussions of various structural
and dynamic variables in the family
environment (Al-Yagon, 2007; Dy-
son, 2010; Jiménez & Rodriguez,
2008).

On this point, within the set
of family variables that influence
pupils’ achievements, parental in-
volvement in education and joint
effort by school and family have
stood out as factors that relate di-
rectly with satisfactory results at-
tained by children at school. Re-
search in this area has confirmed
the positive effects of parental in-

volvement with education in sam-
ples that were quite unalike in re-
spect of country of origin, age, and
even the typological characteristics
of the children concerned. This was
so both for the general and scholas-
tic development of the pupils, and
for the building up in them of atti-
tudinal and motivational states that
were optimal for successfully taking
on the task of learning (Bodoski &
Youn, 2010; Liu & Wang, 2008;
Regner, Loose, & Dumas, 2009;
Rodriguez, Droguett, & Revuelta,
2012; Urdan, Solek, & Schoen-
felder, 2007). Hence, this element,
family context, takes on particular
relevance in those cases in which
pupils evince problems in learn-
ing, as is usually the case of chil-
dren with SLDs, and thus need spe-
cific measures in terms of personal
and material assistance (Gortmaker,
Daly, McCurdy, Persampieri, &
Hergenrader, 2007; Martinez & Pé-
rez, 2006; Sirvani, 2007). In such
situations, it is likely that co-ordi-
nated academic support from fam-
ily and school in concert, together
with an adequate level of parental
collaboration on academic tasks in
the home, will contribute to stimu-
late learning by pupils (Martinez &
Alvarez, 2005). Despite this, there
has hitherto been sparse scientific
research specifically concentrating
on study of the family environment
of pupils with SLDs. The majority
of work done has focused on the so-
cio-emotional surroundings of pu-
pils simply clumped together in the
sub-group labelled special educa-
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tional needs (Hegarty, 2008). This
may, perhaps, be an outcome of the
only very recent legal recognition of
SLDs by educational administrators,
as in Spain these disorders were rec-
ognized as part of the group of spe-
cific needs for educational support
(SNES) only in the last few years,
concretely in 2006 when the Span-
ish Basic Law on Education was en-
acted. However, further work in this
field, so as to allow clarification of
the situation, is required.

Moreover, in agreement with
the evidence pointing to inter-con-
textual relationships between fam-
ily and school as essential for ade-
quate performance by pupils (Mo &
Singh, 2008; Symeou, 2006), data
have emerged which indicate that
such relationships depend to a large
degree upon the perceptions and at-
titudes that parents have in respect
of educators. In turn, these are im-
proved by greater contact and a pos-
itive attitude on the part of teach-
ers (Baum & Swick, 2008; Risko &
Walker, 2009). In this way, it would
appear that parents’ satisfaction with
educational establishments and their
staff is one of the factors that might
play a part in determining their level
of involvement in education. Evi-
dence has emerged which suggests
that those family members who set
a high value on working co-opera-
tively with teachers declare them-
selves satisfied with them and thus
increase their effective collabora-
tion (Seitsinger, Felner, Brand, &
Burn, 2008). On these lines, it
would seem that the parents of chil-

dren with difficulties are initially
satisfied with the educational serv-
ices available, as also with the staff
working in them. However, there
is evidence that the satisfaction of
parents with those teaching their
children with special educational
needs usually declines as the chil-
dren grow older or their difficulties
become more complex (Gershwin,
Singer, & Draper, 2008; Leiter &
Wyngaarden, 2004; Spann, Koh-
ler, & Soenksen, 2003). It is often in
these circumstances that the greatest
dissatisfaction arises with education
services, and above all with teach-
ers (Kalyanpur & Harry, 2004; Tan-
ner, 2000), except when the treat-
ment given to children is suitable
and contributes to an improvement
in their academic situation (Nugent,
2007). Nonetheless, in such cases
parents may still show some degree
of dissatisfaction, although this is
related to the lack of a participatory
role offered to them as collaborators
in the education provided (Seits-
inger et al., 2008; Shaffer, 2010).

It would thus appear that among
the families including pupils with
special educational needs there is
a certain linkage between parents’
satisfaction and their involvement
in their children’s education. Never-
theless, this relationship needs to be
clearly identified in the instance of
the disorder being considered here
(specific learning difficulties). This
is because there do not seem to have
been any previous studies jointly
covering this area, which moreo-
ver, might well open a gateway for

Revista de Psicodidactica, 2013, 18(1), 137-155



140 PATRICIA ROBLEDO-RAMON AND JESUS N. GARCIA-SANCHEZ

alternative interventions directed
towards enhancing links between
family and school.

For the reasons given above, the
main aims of the present study be-
gan with an investigation of whether
there were any differences in the
level of parental involvement in ed-
ucation, or in the degree of paren-
tal satisfaction with the educational
establishment involved. These
were linked to the type of children
who were pupils, which was de-
fined as a function of the presence
or absence in the family of children
with specific learning difficulties.
In particular, a comparative analy-
sis was undertaken of the degree of
involvement, both at home and in
schools, demonstrated by the par-
ents of children with learning dif-
ficulties as against that evinced by
parents of children with a normal
academic performance (NLD chil-
dren). In the same way, a check was
made on the level of satisfaction of
the two groups of parents with edu-
cational institutions and with teach-
ers. On this point, it was expected
that different patterns of involve-
ment and satisfaction with educa-
tion of the parents might be found,
as an outcome of the characteristics
of their children. The second aim of
the work was to discover whether
parents’ satisfaction with their chil-
dren’s education was a factor that
would predict their level of involve-
ment in it. Specifically, the intention
was to identify the capacity that the
factor of parents’ satisfaction with
education might have for predicting

their degree of involvement in the
academic activities of their children.
In this instance, it was expected that
a predictive pattern would appear,
at least in part, so that parental sat-
isfaction with education would in-
deed be one of the elements pre-
dicting their level of involvement in
education.

Method
Participants

The sample was composed of
fathers and mothers of pupils at-
tending a different state and private
schools in the Province of Leon.
These pupils had been identified as
having SLDs in written composition
(SLD-WRT hereafter), or as hav-
ing no learning difficulties (NLD).
The choice of this orientation for
the research was an outcome of the
fact that the team of researchers had
already done work in the area of
writing. The number of SLD-WRT
children was 142, whilst those in
the NLD group totalled 190. The
ages of the children ranged between
nine and fourteen years, although
the majority (99.3%) had ages be-
tween nine and twelve, with the av-
erage age being 10.6 years.

To identify SLD-WRT pupils,
criteria internationally established
for this purpose were used (Ameri-
can Psychiatric Association, APA,
2002; National Joint Committee
on Learning Disabilities-NJCLD
1997).
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The first criterion for the di-
agnosis was a requirement for the
given pupil to have a specific retar-
dation of at least two years and two
standard deviations below the aver-
age performance of the group repre-
senting the norm for the age or edu-
cational level in question. For this
purpose, systematic interviews with
teachers were carried out as a first
stage, so as to permit identification
of pupils showing poor performance
in writing. This was because, as al-
ready pointed out, the main thrust
of this study matched the principal
interest of the research group, which
lay essentially in learning difficul-
ties in the area of writing.

Similarly, a direct assessment
was made of the pupils’ writing abil-
ities. For this, all the children under-
took a written composition task con-
sisting of the writing of an essay, the
topic and length of which were not
set. They did this in their ordinary
class groups, with guidance from a
researcher. These essays were then
marked in great detail by highly
qualified professionals experts
trained for this purpose, using the
marking standards contained in the
Text Correction Protocol of Garcia,
Marbdn, and de Caso (2001). After
this the results for each pupil were
compared with the scale of standard
scores that had been drawn up by
the team of researchers and the po-
sition of each of the children on that
scale was determined. In this way,
it proved possible to pick out those
pupils whose performance in writ-
ing was two standard deviations be-

low the average to be expected from
students of their age or in their year
of schooling.

The second criterion was a re-
quirement for the pupils to have a
normal intelligence quotient (IQ).
Thus, all the children did the G Fac-
tor Test drawn up by Cattell and
Cattell (2001), which offers a gen-
eral intelligence score and can be
collectively applied.

The international criteria also
indicate that a diagnosis of learn-
ing difficulties requires the child af-
fected not to have any other asso-
ciated developmental disorder that
might explain limitations in the area
under consideration and to have
had normal and adequate school-
ing. This meant that the interviews
with teachers additionally checked
these features, confirming that the
SLD-WRT pupils did not present
any other documented developmen-
tal disorder and that they had been
given appropriate schooling.

The procedure for evaluating
and identifying writing difficulties
was applied to all the pupils sam-
pled, which also allowed identifica-
tion of those children in the NLD
group. In this case, additionally, the
interviews with teachers that were
carried out served to exclude any
other types of learning difficulty
(reading or mathematics) in these
children, confirming that their gen-
eral performance in the various ar-
eas was of normal standard. Further-
more, the fact that these pupils were
classmates of the SLD-WRT chil-
dren ensured that both groups had
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had the same instruction in written
composition. This ruled out any pos-
sibility that the difficulties in this
skill shown by children in the SLD-
WRT group might be due to any in-
adequacy in the teaching process.

The final group of families
studied totalled 332. These were
the cases in which complete meas-
urements for the children were ob-
tained and correctly completed de-
tails for their family members were
also gathered.

The figures for parents partici-
pating were 62% mothers, with only
25% fathers, although in 1.5% of
cases both parents responded to the
questionnaire. There were two in-
stances of family members who par-
ticipated without being the parents
of the pupils involved (grandparents

Table 1

or uncles and aunts). The question
of relationship was not answered by
11.5% of respondents. The average
age of the adults for the SLD-WRT
group was 40.4 years (maximum 56
and minimum 28) and for the NLD
group it was 41.6 years (maximum
68 and minimum 29).

The families participating be-
longed to middling socio-economic
groups, and had traditional family
structures, so that they were usu-
ally composed of father, mother and
children. With regard to the number
of children in the family, the aver-
age was 2.006, although the mode
was two and the range ran from one
to six. Table 1 gives details of other
data of interest clarifying the char-
acteristics of the family members
involved in the study.

Level of Studies and Marital Status of Participating Parents

Highest Level of Studies Completed Marital Status
Pri-  Second-  Vocational  Terti- | Mar- . . Wid-
.. . Divorced  Single
mary ary Training ary ried owed
Parents of SLD-WRT  24% 22% 13% 17% | 68% 5% 3% 1%
Parents of NLD 17 % 20% 18% 31% | 79% 4% 4% 1%

Note: These data exclude those cases in which no relevant response was given. SLD-WRT: specific
learning difficulties in written composition; NLD: no difficulties, standard academic performance.

Instruments and Garcia (2007) was used as a spe-

cific measure. This assesses several

In order to learn of family varia-
bles of interest, the Family Opinions
(FAOP) tool proposed by Robledo

variables relating to the social and
family environment. In particular,
the scales detailing Family Opinions

Revista de Psicodidactica, 2013, 18(1), 137-155



THE INVOLVEMENT AND SATISFACTION WITH EDUCATION OF THE FAMILIES... 143

of Satisfaction with Education Serv-
ices and Staff (FAOP-ES) and Fam-
ily Opinions of Involvement in Edu-
cation (FAOP-IN) were used. These
had acceptable psychometric proper-
ties, as it proved possible to demon-
strate in the experimental validation
of this tool undertaken with the sam-
ple in the present study, since their
reliabilities, represented by Cron-
bach’s Alpha, were 0.84 and 0.88
respectively (Robledo, Garcia, &
Diez, 2007).

The FAOP-ES tool assesses the
degree of parents’ satisfaction with
the educational services and staff
in their children’s schools on the
basis of 23 statements with which
parents must indicate their level of
agreement or disagreement (on a
scale running from 1 = disagree to-
tally to 5 = agree totally). To this
end, the tool is subdivided into two
subscales: a) Staff-Pupil Relation-
ship (SPR, 11 items), which evalu-
ates parental satisfaction with the
specific treatment provided to their
children by their schools (sam-
ple item: The educational services
and staff in the school are able to
help my child to be successful);
b) Staff-Family Relationship (SFR,
11 items), which assesses family
opinions of aspects of the actual
interactions with school staff (re-
spect, communication or confidence
(sample item: The educational serv-
ices and staff at the school value my
opinion of my child’s needs). The
sum of these two subscales allows
an implicit score for Total Satisfac-
tion with the School to be derived

(TSS). Finally, there is one last item
which explicitly asks family mem-
bers to indicate their general satis-
faction with the school (GSS, with a
score range running from 1 = none
at all to 5 = a great deal).

The second tool used, FAOP-IN,
permits an assessment of the degree
of parental involvement in educa-
tion in terms of two dimensions of
involvement, in school (DIS) and at
home (DIH). These are in turn made
up of four types of participation (con-
stituting subscales): a) Communica-
tion with the School (CMS, 7 items):
frequency of contacts or communi-
cation between parents and teach-
ers to discuss matters such as pupils’
educational experience, progress, or
difficulties (sample item: I talk to the
teacher about my child’s achieve-
ments); b) School-Based Collabora-
tion (SBC, 7 items): the periodicity
of activities and events in which par-
ents take part at the school with their
children, with teachers, or with other
families (sample item: If there are
workshops, activities or courses for
parents at the school, I go to them);
¢) Family Stimulation and Support to
Pupils (FSS, 6 items): the usual de-
gree of support for learning given to
pupils in their homes (sample item: /
talk to my child about schoolwork);
d) Home-Based Collaboration (HBC,
9 items): the provision of activities
stimulating general development
that describe the active supporting
of learning situations within the fam-
ily (sample item: I take my child to
the library, or, if it is better for my
child to go alone, I encourage this).
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The sum of the subscales Communi-
cation with the School and School-
Based Collaboration gives an overall
score for the dimension Involvement
in School, whilst the subscales Fam-
ily Stimulation and Support to Pu-
pils and Home-Based Collaboration
constitute the total for the dimen-
sion Involvement at Home. Parents
were requested to respond in accord-
ance with the frequency that the vari-
ous aspects touched upon were done
or occurred in their families, using a
score range running from 1 = never
to 5 = always).

Procedure

The research began with a re-
view of Spanish and international
scientific work that had provided ev-
idence concerning variables in the
family context that influence the ac-
ademic performance of pupils and
thus justify the need to undertake
a study of the family environment
of pupils presenting SLD-WRT.
Thereafter, assessment tools were
selected, after which the next stage
was the carrying out of field-work.
Specifically, the locating of fami-
lies including SLD-WRT and NLD
pupils involved the collaboration of
teachers in a number of state and
private schools in the Province of
Leon, selected at random from the
set of schools in the area under con-
sideration that had expressed a will-
ingness to take part. These teachers
first aided the researchers to carry
out the identification and diagno-
sis assessment of pupils, after ob-

taining informed consent from their
families, then passed on to parents
the FAOP questionnaire, together
with a letter explaining the research
project and also requesting their as-
sistance. Finally, they took charge
of collecting the correctly completed
protocols. In this way, the process
of selection of the sample was de-
termined by the availability of fami-
lies and pupils for participation. The
next stage was the marking of the
diagnostic tests applied to pupils,
which permitted the definition of the
two groups of families, those hav-
ing pupils with SLD and NLD sta-
tus. Data were then obtained from
the parental FAOP questionnaire and
input into the computer, whereupon
they were subjected to appropriate
statistical analyses by means of the
SPSS package, Version 17.0.

Statistical analyses

The first step was to check
whether the sample distribution was
normal, using asymmetry and kur-
tosis tests. It was found that for the
majority of measurements it did not
meet the patterns of Gaussian or nor-
mal distribution, so it was decided
to carry out non-parametric statisti-
cal analyses. Specifically, pair-wise
tests were undertaken by means of
the Mann-Whitney U test. This al-
lows testing of two independent sam-
ples that are not normally distributed
to discover if the differences between
them in the particular aspects consid-
ered are significant or not. In this in-
stance, the type of children was taken

Revista de Psicodidactica, 2013, 18(1), 137-155



THE INVOLVEMENT AND SATISFACTION WITH EDUCATION OF THE FAMILIES... 145

as the independent variable and it
was checked against the various pa-
rameters for parents that had been
gathered by means of the FAOP tool.

Secondly, in order to identify
any possible predictive relationship
between parents’ satisfaction with
the school and their involvement in
the education of their children, two
stepwise multiple regression anal-
yses were performed. The first of
these took as dependent variables,
on the one hand, the overall dimen-
sion involvement with school (DIS)
and, on the other, the overall dimen-
sion involvement at home (DIH).
The second took as predictor vari-
ables the totals and sub-totals of
the FAOP-ES (TSS, GSS, SPR and

Table 2

SFR) and the overall dimension of
involvement that did not constitute
the variable mentioned.

The following section describes
the results obtained from the analy-
ses performed.

Results

Analysis of differences in parental
variables as a function of the type
of child

The pair-wise checks from the
Mann-Whitney U test yielded sta-
tistically significant data for many
of the variables considered, as is
shown in Table 2.

Significant Differences between Groups in the FAOP-IN and FAOP-ES Measures

Averages SLD-WRT vs. NLD
Variables FAOP
SLD-WRT NLD U VA P
The school’s services and staff ...
.. are able to help my child to be successtul 172.69  193.26 | 11028 -2.11 035

.. push pupils to the limit of their abilities
.. take great personal interest in pupils

.. protect my family’s privacy

. are friendly people

If there are workshops, activities or courses for parents at the

school, I go to them
I participate in my child’s out-of-school activities
1 go to meetings with the teachers to get information

157.40  185.78 | 10041.5 -2.57 010
190.64  170.06 | 10741 -1.92 054
191.53  165.26 | 10090.5 -2.54 011
196.72  176.80 | 11611 -1.92 055

155.61 19643 | 10092  -3.68 .000
15379 189.32 | 10121.5 -3.20 .00l
168.00  191.63 | 11765  -2.14  .032

Total School-Based Collaboration (SBC).

160.85 19371 | 11008.0 -2.87  .004

Total Dimension of Involvement with School (DIS).

161.51  187.34 | 11520.5 -2.28 .023

Note: These data exclude those variables which were not significant. SLD-WRT: specific learning difficulties
in written composition; NLD: no difficulties, standard academic performance.
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As may be observed from the
table, beginning with the varia-
bles measured through FAOP-ES,
the results indicate that the par-
ents of pupils with SLD-WRT dif-
fer from those of NLD pupils on
the items the staff push pupils to
the limit of their abilities, are able
to help my child be successful, pro-
tect the privacy of my family, take
a great personal interest in pupils
and are friendly people. In the first
two cases the family members with
SLD-WRT children score lower,
whilst the opposite is true for the re-
mainder.

Continuing with the variables
measured through FAOP-IN, in par-
ticular, considering the subscale
School-Based Collaboration, dif-
ferences of statistical significance
were also found between parents
of SLD-WRT children and those
of NLD pupils. This affected both
the total and two of the items, If
there are workshops, activities or
courses for parents at the school, 1
go to them and I participate in my
child’s out-of-school activities. In
all cases, the group of parents with
SLD-WRT children scored lower.
However, this pattern was also re-
peated in the Communication with
the School item I go to meetings
with teachers to get information,
and with the total for the dimension
Involvement with School.

In respect of the dimension In-
volvement at Home, no statistically
significant differences between
groups occurred. This was true
of the total for the dimension and

for all of the subscales and items
(p >.050 in all cases).

Prediction of family involvement
in education

The stepwise multiple linear re-
gression analyses yielded statisti-
cally significant models, as may be
seen from Table 3.

With regard to parental involve-
ment with the school, three signifi-
cant models emerged, of which the
third was the one with the greatest
predictive value (33%). This model
included, firstly and as might be ex-
pected, the variable involvement
at home, followed by satisfaction
with the staff to family relation-
ship and finally general satisfac-
tion with the school, the remaining
variables (SPR and TSS) being ex-
cluded. Hence, the results point to
involvement in itself, in this case at
home, as having the greatest predic-
tive weighting for the dimension In-
volvement with School, although
it is also true that satisfaction pro-
duces an increase in R? of .053.

For its part, involvement by par-
ents at home was shown by the re-
sults to be in a similar situation. In
this instance the second of the two
models that emerged explained 29%
of the prediction. It included, first
of all the dimension of involvement
with the school and then general sat-
isfaction with the school, so that in-
volvement was once again the vari-
able with the greatest weight and
the remaining factors (SPR, SFR
and TSS) were excluded.
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Table 3

Summary of the Stepwise Multiple Regression Analyses

Variable Predicted Predictor Variables
Dimension of Involvement with School ~ Corrected F B p
(DIS) R2 p p
. <.001
First Model 284 144.48 <.001 | DIH .535 12.020
DIH 478 10.697 =<.001
Second Model 329 89.312 <.001 SFR 222 4964 <001
DIH 459 10.161 <.001
Third Model 337 62.096 =<.001| SFR .196 4.283
GSS 106 2334 .020
Dimension of Involvement at Home Corrected F B /
(DIH) R2 P p
First Model 284 14448 <.001 | DIS .535 12.020 =.001
DIS .507 11.006 =<.001
Second Model 292 75.607 <.001 GSS 104 2255 025

Note: DIH: Dimension of Involvement at Home; SFR: Staff-Family Relationship; GSS: General Satis-
faction with School; DIS: Dimension of Involvement with School.

Discussion

When considering the factors
that determine the academic per-
formance of pupils, present-day
psycho-educational research has
been tending progressively towards
a contextual-environmental perspec-
tive in which account is taken of the
interplay of variables intrinsic to
pupils and dimensions belonging to
the socio-emotive context surround-
ing them (Gortmaker et al., 2007).
Hence, the scientific angle that sup-
ports the central role of family fac-
tors in academic success of school-
children in general and specifically

of those with limitations to their rate
and natural capacity for learning is
increasingly predominant (Alomar,
2006; Marks 2006).

In this way, because of the aca-
demic deficits they suffer and the
continual frustrations arising from
failure to achieve educational goals,
it has been demonstrated that in
homes where there are pupils with
learning difficulties a constant sen-
sation of stress is evident, which
damages the harmonious devel-
opment of the children (Trainor,
2005). However, co-ordinated aca-
demic support by family and school
together, as also a high level of pa-
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rental involvement in education are
factors that may help to improve the
psycho-educational climate in the
home, in this way encouraging pu-
pils’ learning (Martinez & Alvarez,
2005). Thus, given the positive re-
percussions of family involvement
in education on the scholastic re-
sults of children, it is of extreme in-
terest to identify the variables inter-
acting with this involvement.

Thus, the objective that guided
this work was a consideration of the
relationship between the type of pu-
pils and educational involvement
and satisfaction on the part of their
parents. The intention was to check
whether the problems of their chil-
dren are variables that are linked
with family educational collabora-
tion and with satisfaction with their
schooling. Likewise, the aim was to
identify the predictive capacity of
parents’ satisfaction with the school
relative to their involvement in edu-
cation.

On the basis of the results ob-
tained it may be concluded that the
sort of pupils concerned is indeed
related to their parent’s involvement
in, and satisfaction with, their chil-
dren’s education. In this way, the
first hypothesis of the study was
confirmed.

On these lines, beginning with
involvement in school, and consid-
ering initially collaboration based
in the schools themselves, it may be
observed how parents of pupils with
SLD-WRT were those who partici-
pate less in the activities organized
by educational establishments. By

taking this attitude they may offer a
pattern of a certain lack of interest
in school, which in turn could con-
tribute to diminished motivation on
the part of children towards it, thus
making their problems worse. Like-
wise, previous studies have pro-
vided evidence, on the one hand,
that parents’ involvement in educa-
tion stimulates pupils’ motivation
for academic tasks, their personal
commitment to their school and
their perceptions of competence,
control and efficiency. On the other
hand, their results would also ap-
pear to show that pupils have pos-
itive perceptions of their parents’
involvement in education, consid-
ering it to be an element that fa-
cilitates or enhances their learning
and increasing their educational re-
sponsibility in those cases in which
a family interest in academic mat-
ters is noted (Gonzdlez, Willems, &
Doan, 2005; Mo & Singh, 2008;
Regner et al., 2009; Urdan et al.,
2007). In this way, the lack of pa-
rental involvement for which evi-
dence was detected in the group of
families of pupils with SLD-WRT
might emerge as a risk factor in the
course of the difficulties of these
children.

Secondly, when the dimension
communication with staff was con-
sidered, no differences in patterns
were found between the groups
of families studied, except for the
statement I go to meetings with
teachers to get information in re-
spect of which the parents of chil-
dren with SLDs surprisingly scored
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lower than those having NLD pu-
pils in their family. This indicates
that parents of NLD children and
those of SLD pupils both main-
tain a similar level of contacts with
teaching staff. These circumstances
appear to prevail despite the fact
that the problems of pupils with
SLDs might lead to an expectation
of greater closeness of links and
co-operation between families and
teachers. Nonetheless, this result
might be explicable if it is kept in
mind that at the point in time when
the research was carried out the leg-
islation current in the Autonomous
Region of Castile and Leon had not
yet stipulated specific measures to
be taken so as to identify and pro-
vide explicit attention for pupils
with SLDs. For this reason, the pu-
pils investigated, despite their poor
performance in written composi-
tion, were not receiving any par-
ticular special treatment that might
make their parents award of the true
gravity of their situation and thus
maintain more regular contact with
teaching staff. Furthermore, there
is little effect upon outward behav-
iour from SLDs and, additionally,
in the specific case of interest here,
writing, problems manifest them-
selves when pupils are already a
fair way into schooling. These facts
may have combined to make it hard
for parents to take on board the di-
agnosis, and to give rise to a lack
of understanding of the complex-
ity of the problem, which might ex-
plain the limited awareness of the
need for co-operation with teach-

ing staff (Bull, 2003; Dyson, 2010;
Karende, Mehta, & Kulkarni, 2007;
Rolfsen & Martinez, 2008; Stoll,
2000).

Another of the conclusions of
the research is linked to the fact that
no differences were found between
the groups in respect of home-based
collaboration. This suggests that the
provision of situations or environ-
ments that were stimulating for the
youngsters’ learning and cultural
development was similar in the two
groups of families studied, regard-
less of what sort of children they
had. However, this statement should
be interpreted with caution, taking
into account the effect of social de-
sirability on the adults’ responses.
In order to try to get over this lim-
itation, in future studies a meas-
urement similar to that used with
the parents should be applied to the
children, this being entitled Fam-
ily Opinions — Children. This would
allow analysis and checking of the
perceptions of both with regard
to the realities of the family con-
text (Garcia, Rodrigo, Maiquez, &
Triana, 2005).

Moreover, to turn to the aspect
of parental satisfaction with educa-
tion, it should be pointed out that in
general the pattern of satisfaction of
parents of pupils with SLD-WRT
was quite similar to that of parents
of NLD children. The lack of clear
diagnosis and treatment of SLDs at
the moment that the research was
undertaken may perhaps have led
the parents of such pupils not to be
aware that their children had learn-
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ing problems of any relevance. This
might be one of the reasons explain-
ing their high level of general satis-
faction. Despite this, the families did
know that there were circumstances
that contributed to poor performance
by the pupils. However, because of
the emotional upset that is involved
in recognizing problems in children,
they would appear to have blamed
their lack of academic success to
some extent on defective profes-
sional competence on the part of the
teachers or the absence of stimula-
tion of the full potential of their chil-
dren. Nevertheless, these statements
should be verified in future work,
which should also keep in mind that
parental satisfaction may be im-
pacted by other variables, such as
the age of their children, the parents’
own socio-cultural level, or even
their sex (Réty & Kasanen, 2007).
Similarly, in view of the results
obtained from a linear regression
analysis, it can be seen that parental
satisfaction with the school proved
to have little predictive capacity rel-
ative to involvement in education.
Involvement itself, in either of its
two aspects (with the school and in
the home) demonstrated the great-
est power to predict the other as-
pect of this participation. Thus, it
might be concluded that satisfaction
is not always linked to co-operation,
contrary to what was initially ex-
pected on the basis that the degree
of mutual understanding between
parents and teachers might be an
influential factor in their collabora-
tion (Baum & Swick, 2008; Turn-

bull, Rutherford, & Kyzar, 2009).
In this way, a practical implication
emerges, justified by these data and
relating to the need to develop for
each given instance and family a
process of specific assessment that
would allow identification of the
factors limiting parental involve-
ment and collaboration in educa-
tion. On the basis of this, attempts
could be made to mitigate these el-
ements and set up an on-going fam-
ily-school co-operative effort that
would permit pupils’ education to be
approached from the two most im-
portant and representative contexts
for development, school and home,
especially if the students have any
learning difficulties.

Consideration of the limitations
of this research, which relate prin-
cipally to the gathering of data only
from the viewpoint of parents vol-
untarily taking part in the study,
suggest that it would be of interest
also to learn the opinions of the chil-
dren concerned (Ros, Goikoetxea,
Gairin, & Lekue, 2012). In poten-
tial future lines for improvement,
it may be concluded that family in-
volvement in education, particularly
in school, is linked to the children’s
own characteristics, such as suffer-
ing from developmental problems
of the SLD type. It does not appear
to interact in so consistent a way
with other characteristics exclusive
to parents, such as their satisfaction
with the school concerned. None-
theless, there is a need for deeper
and wider-ranging research work
to go into the interactions identi-
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fied and take into account further
family variables of possible interest
currently, such as new family struc-
tures or immigration. In this way,
there will be a progressive identifi-
cation of suitable patterns of fam-
ily functioning. From these, specific

programmes for parents and teach-
ers can be set up that will encourage
joint effort by them for the bene-
fit of optimum development of pu-
pils in general and those presenting
problems in particular (Gonzdlez,
2009; Terrén & Diez, 2006).
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La implicacion y satisfaccion educativa
de las familias de alumnado
con y sin dificultades especificas de aprendizaje

Patricia Robledo-Ramoén y Jesus N. Garcia-Sdnchez

Universidad de Ledn

Resumen

Este estudio persigue identificar la relacion entre la tipologfa de los hijos, dificultades especificas de
aprendizaje (DEA) y sin dificultades (SD), y la implicacidn-satisfaccion educativa de sus padres, asi
como la capacidad predictiva de la propia satisfaccion parental con la escuela sobre su implicacion. La
muestra estuvo compuesta por 332 familias de alumnos identificados como estudiantes SD y con DEA.
Los progenitores respondieron a varias escalas del instrumento Opiniones Familiares: FAOP (Robledo
y Garcia, 2007). Los resultados sefialan que los progenitores de alumnos con DEA se implican en el
centro educativo menos que los de nifios SD, si bien, en el hogar, la colaboracion de los dos grupos es
similar. Ademads los familiares de estudiantes con dificultades muestran un patrén de satisfaccion con la
escuela semejante al de los padres de nifios SD, si bien en algunos elementos difieren negativamente.
Se ha identificado escaso poder predictivo de la satisfaccion sobre la implicacién parental.

Palabras clave: Dificultades especificas de aprendizaje, implicacion educativa familiar, satisfac-
cién parental.

Abstract

The study analyses the relationship between the students condition (specific learning disabilities-LD
and non learning disabilities-NLD) and parents implication-satisfaction in their education and also aims
to identify the predictive power of family satisfaction over their involvement. The sample consisted
of 332 families from students identified with and without learning disabilities. Parents completed the
Family Opinions: FAOP scale (Robledo y Garcia, 2007). Results show that parents of LD students are
less involved in the school than NLD parents, although, at home the collaboration of the two groups is
similar. Besides the families of LD students show a pattern of satisfaction with the school similar to the
parents of NLD children, although they differ in some items negatively. Has identified little predictive
power of parental satisfaction over involvement.

Keywords: Learning disabilities, family educational implication, parental satisfaction.
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Introduccion

Las dificultades especificas de
aprendizaje (en adelante DEA) son
trastornos de base bioldgica-gené-
tica que suelen tener consecuen-
cias perjudiciales en la capacidad de
los alumnos para de aprender a un
ritmo normativamente establecido.
Concretamente, las DEA abarcan un
grupo heterogéneo de trastornos que
se manifiestan en dificultades signi-
ficativas en la comprension-expre-
sion oral, la lectura, la escritura y el
razonamiento-habilidad matemadtica
(Kavale y Forness, 2000; Lerner y
Kline, 2006). Sin embargo, a pe-
sar de estas apreciaciones esencial-
mente conceptuales que definen las
DEA como trastornos intrinsecos al
individuo, con la emergencia de los
modelos ecoldgicos, son habituales
las tendencias investigadoras que
analizan la influencia de las perso-
nas que constituyen los contextos
de desarrollo del alumno en el curso
de sus dificultades, proliferando los
estudios que reconocen la repercu-
sion inmediata de diversas varia-
bles estructurales y dindmicas del
entorno familiar (Al-Yagon, 2007;
Dyson, 2010; Jiménez y Rodriguez,
2008).

En este sentido, dentro del con-
junto de las variables familiares que
influyen en el rendimiento de los
alumnos, la implicacion parental en
la educacién y el trabajo coordinado
escuela-familia se erigen como fac-
tores que correlacionan directamente
con los resultados satisfactorios de
los nifios en el colegio. Las inves-

tigaciones en este campo corrobo-
ran, en muestras dispares en cuanto
a paises de procedencia, edades e
incluso caracteristicas tipoldgicas
de los nifios, los efectos positivos
de la implicacion educativa paren-
tal, tanto para el desarrollo general
y escolar de los alumnos, como para
generar en ellos estados actitudina-
les y motivacionales 6ptimos para
enfrentarse exitosamente a la tarea
de aprender (Bodoski y Youn, 2010;
Liu y Wang, 2008; Regner, Loose,
y Dumas, 2009; Rodriguez, Dro-
guett, y Revuelta, 2012; Urdan, So-
lek, y Schoenfelder, 2007). De ma-
nera que, este elemento contextual
familiar cobra especial relevancia
en los casos en los que los alumnos
presentan problemas para aprender,
como suele ser el caso de los nifios
con DEA, y que, por ello, requieren
especificidad de medidas de ayuda
personales y materiales (Gortmaker,
Daly, McCurdy, Persampieri, y Her-
genrader, 2007; Martinez y Pérez,
2006; Sirvani, 2007). En estas situa-
ciones, es previsible que un coordi-
nado apoyo académico entre familia
y escuela, asi como un adecuado ni-
vel de colaboracion parental en las
tareas académicas desde el hogar,
contribuyan a estimular el aprendi-
zaje de los alumnos (Martinez y Al-
varez, 2005). Pese a ello, todavia es
escasa la produccion cientifica que,
de manera especifica, se centra en
el estudio del entorno familiar de
los alumnos con DEA, focalizan-
dose la mayoria de los trabajos en el
contexto socio-emocional que rodea
a los alumnos englobados tnica-
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mente en el subgrupo denominado
necesidades educativas especiales
(Hegarty, 2008). Posiblemente, esto
pueda deberse al reconocimiento
legal poco tradicional de las DEA,
las cuales, en Espaiia, han sido re-
conocidas dentro del grupo de las
necesidades especificas de apoyo
educativo (NEAE), por parte de las
administraciones educativas, de ma-
nera relativamente reciente, concre-
tamente, en el afio 2006 con la pro-
mulgacion de la Ley Orgdnica de
Educacion; no obstante, son necesa-
rios mds trabajos en este campo que
permitan clarificar la situacion.

Por otro lado, acorde con las
evidencias que identifican las rela-
ciones intercontextuales entre fami-
lia y escuela como esenciales para
un adecuado rendimiento de los
alumnos (Mo y Singh, 2008; Sy-
meou, 2006), se han localizado da-
tos que sefialan como estas relacio-
nes dependen en gran medida de
las percepciones y actitudes que la
familia tenga hacia los profesiona-
les, las cuales, a su vez, se ven fa-
vorecidas por un mayor contacto y
una actitud positiva de los docen-
tes (Baum y Swick, 2008; Risko y
Walker, 2009). En este sentido, pa-
rece ser que la satisfaccion de los
padres con los centros educativos y
sus profesionales es uno de los ele-
mentos que puede mediar en su ni-
vel de implicacién educativa, emer-
giendo evidencias que sefialan como
los familiares que valoran positiva-
mente el trabajo cooperativo con los
profesores, se muestran satisfechos
con ellos y, por ello, incrementan su

colaboracion efectiva (Seitsinger,
Felner, Brand, y Burn, 2008). En
esta linea, parece ser que los pro-
genitores de nifios con dificultades,
inicialmente, estan satisfechos con
los servicios educativos existentes,
asi como con los profesionales que
trabajan en ellos; no obstante, se ha
evidenciado como la satisfaccion de
los padres con los profesores de sus
hijos con necesidades educativas
especiales suele decrecer a medida
que el nifio se hace mayor o sus difi-
cultades son mds complejas (Gersh-
win, Singer, y Draper, 2008; Leiter
y Wyngaarden, 2004; Spann, Koh-
ler, y Soenksen, 2003). Frecuen-
temente, ante estas circunstancias
surgen las mayores insatisfacciones
con los servicios educativos, y sobre
todo con los maestros (Kalyanpur y
Harry, 2004; Tanner, 2000), excepto
si el tratamiento ofertado a los nifios
es el adecuado y contribuye a mejo-
rar su situacion académica (Nugent,
2007); sin embargo, en estos ca-
sos los progenitores también pueden
mostrar cierto grado de insatisfac-
cion, si bien ésta se relaciona con
la falta de participacién que se les
ofrece a ellos mismos como colabo-
radores en la ensefianza (Seitsinger,
et al., 2008; Shaffer, 2010).

Asf pues, al parecer, en el con-
junto de familias de alumnos con
necesidades educativas especiales,
existe cierta relacidn entre satisfac-
cion-implicacion educativa paren-
tal, si bien es necesario identificar
esta relacién en el caso del trastorno
que nos ocupa (dificultades especi-
ficas de aprendizaje), ya que no se
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han localizado estudios previos que
aborden conjuntamente este aspecto
el cual, por otro lado, podria abrir
una puerta de intervencién alterna-
tiva, orientada hacia la potenciacién
de las relaciones familia-escuela.
Por todo lo sefialado, los objeti-
vos principales de la presente inves-
tigacion son, en primer lugar, anali-
zar si existen diferencias en el nivel
de implicacién educativo parental,
asi como en su grado de satisfac-
cion con el centro escolar, relacio-
nadas con la tipologia de los alum-
nos-hijos, definida ésta en funcién
de la presencia o no en los nifios de
dificultades especificas de apren-
dizaje. Concretamente, se analiza
de manera comparativa el grado de
implicacidn, en el hogar y en la es-
cuela, que muestran los padres de
nifios con dificultades en su apren-
dizaje (DEA) frente al evidenciado
por los progenitores de alumnado
con rendimiento académico norma-
lizado (SD). Del mismo modo, se
contrasta el nivel de satisfaccién con
la institucion educativa y con el pro-
fesorado, que tienen ambos grupos
de progenitores. En este sentido, se
esperan encontrar patrones diferen-
ciales en la implicacién-satisfaccidn
educativa de los padres en funcion
de las caracteristicas de sus hijos.
El segundo de los objetivos es co-
nocer si la satisfaccion educativa de
los padres es un factor predictivo de
su propia implicacién. En concreto,
se persigue identificar la capacidad
que tiene el factor satisfaccion edu-
cativa parental para predecir el nivel
de implicacién de los padres en la

educacion de sus hijos. En este caso
se espera que se cumpla este patron
predictivo, al menos parcialmente, y
que la satisfaccion educativa de los
progenitores, efectivamente, sea uno
de los elementos que prediga su ni-
vel de implicacién académica.

Método
Participantes

La muestra ha estado compuesta
por padres/madres de alumnos esco-
larizados en distintos centros edu-
cativos publicos y privados de la
provincia Ledn, identificados como
alumnos con DEA en composicién
escrita (DEA-CE en adelante), dada
la trayectoria de investigacion de la
escritura del equipo de trabajo de
los autores (DEA-CE, N = 142) y
sin dificultades de aprendizaje SD
(N = 190). EI rango de edad de los
nifios abarcaba desde los 9 hasta los
14 afios, si bien la mayoria de ellos
(99,3%) tenian edades comprendi-
das entre los 9 y los 12 afios, siendo
la media de 10,6 anos.

Para la identificacién de los
alumnos con DEA-CE se utilizaron
criterios internacionalmente esta-
blecidos a este respecto (American
Psychiatric Association, APA, 2002;
National Joint Comittee of Learning
Disabilities-NJCLD 1997).

En primer lugar se establecia
la necesidad diagndstica de que el
estudiante tuviese un retraso espe-
cifico de al menos dos afios y dos
desviaciones tipicas por debajo de
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la media de rendimiento con res-
pecto al grupo normativo de edad
o nivel educativo. Por ello, inicial-
mente se realizaron entrevistas sis-
temdticas con el profesorado que
permitieron localizar al alumnado
que presentaba bajo rendimiento en
escritura, dado que, como se ha se-
nalado ya, el interés de este estudio,
en consonancia con el del equipo de
investigacion en el que se integra,
radica esencialmente en las dificul-
tades de aprendizaje en esta drea.
De la misma manera, se realizo
una evaluacién directa de la com-
petencia escrita de los estudiantes.
Para ello, la totalidad de los nifios,
guiados por una investigadora y en
sus propios grupos-clase, realiza-
ron una tarea de composicion escrita
consistente en la elaboracién de una
redaccion cuya temdtica y extension
fueron libres. Posteriormente, dichas
redacciones fueron corregidas de
manera exhaustiva por profesiona-
les expertos altamente cualificados
y formados para tal fin, utilizando
para ello las normas de correccion
recogidas en el Protocolo de correc-
cion textual (Garcia, Marbdn, y de
Caso, 2001). A partir de ah{ los re-
sultados de cada estudiante se cote-
jaron con el baremo de puntuaciones
normativas elaborado por el mismo
equipo de investigadores y se com-
probd la posicién de cada uno de
los nifios en dicho baremo. De esta
manera se identificaron a aquellos
alumnos cuyo rendimiento en escri-
tura estaban dos desviaciones tipicas
por debajo de la media esperable se-
gin su edad y/o curso educativo.

En segundo lugar, se requeria
que el alumnado presentase una ca-
pacidad intelectual (CI) normal, por
lo que todos los nifios realizaron el
test Factor G de Cattell y Cattell
(2001) que ofrece una puntuacion
general de inteligencia y brinda la
posibilidad de realizar una aplica-
cion colectiva del mismo.

Los criterios internacionales ex-
plicitan también que es requisito
para diagnosticar dificultades de
aprendizaje no sufrir otro trastorno
del desarrollo asociado que expli-
que las limitaciones en el dmbito
analizado y tener una escolarizacion
adecuada y normalizada, por lo que
las entrevistas con el profesorado
se orientaron también a verificar
el cumplimiento de estos aspectos,
confirmando que el alumnado DEA-
CE no presentaba otro trastorno del
desarrollo documentado y tenfa una
escolarizacion correcta.

El procedimiento de evaluacion-
identificacion de dificultades en es-
critura fue aplicado a la totalidad
de los alumnos muestreados, lo cual
permitié también identificar a los
niflos que componen el grupo SD.
En este caso, ademas, las entrevistas
realizadas al profesorado sirvieron
para descartar otro tipo de dificulta-
des de aprendizaje (lectura o mate-
mdticas) en estos nifios, con lo que
se confirmé que su rendimiento ge-
neral en las diferentes dreas era nor-
malizado. Ademds, el hecho de que
estos alumnos fueran companeros de
clase de los nifios con DEA-CE, ase-
gurd que ambos grupos habian reci-
bido la misma instruccién en compo-
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sicion escrita, con lo que se descarta
que las dificultades en esta habilidad
que muestran los nifios del grupo
DEA-CE sean debidas a un inade-
cuado proceso de ensefianza.

El grupo final de familias estu-
diadas ha sido de 332, casos en los
que, teniendo medidas de los hi-
jos completas, se recogieron medi-
das de los familiares correctamente
cumplimentadas.

Las figuras parentales parti-
cipantes han sido el 62% madres,
mientras que so6lo el 25% han sido
padres, si bien, en el 1,5% de los ca-
sos han respondido al cuestionario
ambos progenitores; ademds, dos de
los familiares participantes ejercian
el rol parental a pesar de no tener
ese parentesco con el alumno (abue-

Tabla 1

los o tios); el 11,5% no respondié a
esta cuestion. La edad media de es-
tos adultos era, en el grupo DEA-
CE, de 40,4 afios (mdximo 56 y mi-
nimo 28) y, en el grupo SD, de 41,6
afios (mdximo 68 y minimo 29).

Las familias participantes per-
tenecian a niveles socioeconémi-
cos medios y mantenian estructuras
tradicionales, de manera que esta-
ban formadas, habitualmente, por
el padre, la madre y los hijos. En
relacién al nimero de hijos, la me-
dia por familia era de 2,006 nifios,
si bien la moda era de 2 y el rango
oscilaba entre 1 y 6 hijos. En la Ta-
bla 1 se detallan otros datos de in-
terés que clarifican las caracteristi-
cas de los familiares implicados en
el estudio.

Nivel de Estudios y Estado Civil de los Progenitores Participantes

Nivel de estudios medio Estado civil
Prima-  Secun-  Formacion  Univer- Divor- .
. . . L Casado . Soltero  Viudo
rios darios  profesional  sitarios ciado

Progenitores de DEA-CE  24%  22%
Progenitores de SD 17% 20%

13% 17% | 68% 5% 3% 1%
18% 31% | 9% 4% 4% 1%

Nota: Sdlo se recogen los datos de aquellos casos en los que se dispone de los mismos. DEA-CE: di-
ficultades especificas de aprendizaje en composicion escrita; SD: sin dificultades, rendimiento acadé-

mico normalizado.

Instrumentos

Para conocer las variables fa-
miliares de interés se ha utilizado
como medida especifica el instru-
mento Opiniones familiares: FAOP
(Robledo y Garcfa, 2007), que eva-

lda distintas variables del entorno
sociofamiliar. Concretamente, se
han aplicado las escalas Opinion-
Satisfaccion Familiar con los Ser-
vicios y Profesionales Educativos
(FAOP-SE) y Opiniones Familia-
res sobre Implicacion en Educacion
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(FAOP-IM), las cuales presentan
unas propiedades psicométricas
aceptables, segun se ha podido com-
probar en la validacion experimen-
tal del instrumento realizada con la
muestra del presente estudio, siendo
la fiabilidad, representada por el
Alpha de Cronbach, de .84 y .88
respectivamente (Robledo, Garcia,
y Diez, 2007).

Por su parte, el FAOP-SE valora,
a través de 23 afirmaciones a las
que los padres deben responder se-
glin su nivel de acuerdo-desacuerdo
(1 totalmente en desacuerdo, 5 to-
talmente de acuerdo), el grado de
satisfaccion que tienen con los ser-
vicios y profesionales educativos
que atienden a sus hijos en el cen-
tro escolar. Para ello la escala se
subdivide a su vez en dos subesca-
las: a) Relacién profesional alumno
(RPA, 11 items), valora la satisfac-
cién que presentan los padres con
el tratamiento concreto que los ser-
vicios educativos del centro ofre-
cen al nifio (ejemplo de item: Los
servicios y profesionales educati-
vos del centro tienen las habilida-
des para ayudar a que su hijo tenga
éxito); b) Relacion profesional fa-
milia (RPF, 11 items), evalia opi-
niones familiares sobre aspectos de
la interaccion propia con los profe-
sionales (respeto, comunicacién o
confianza (ejemplo item: Los ser-
vicios y profesionales educativos
del centro valoran su opinion so-
bre las necesidades de su hijo). La
suma de ambas subescalas permite
obtener una puntuacion implicita
de Satisfaccion Total con el Centro

(STC). Finalmente, existe un ultimo
item en el que se pregunta explici-
tamente a los familiares su satisfac-
cion general con el centro (SGC,
1 nada-5 mucho).

La segunda escala empleada,
FAOP-IM, permite evaluar el grado
de implicacion educativa parental
en término de dos dimensiones de
implicacion, en la escuela (DIE) y
en el hogar (DIH), constituidas a su
vez por cuatro tipos de participa-
cion (subescalas): a) Comunicacion
con la escuela (CME, 7 items): fre-
cuencia de los contactos o comu-
nicaciones padres-profesores para
tratar temas como experiencias edu-
cativas del alumno, progresos, difi-
cultades (ejemplo item: Hablo con
el profesor sobre los logros de mi
hijo); b) Colaboracion basada en la
escuela (CBE, 7 items): periodici-
dad de actividades y conductas que
los padres realizan en la escuela con
sus hijos, profesionales u otras fa-
milias (ejemplo item: Si hay talle-
res, actividades y cursos para pa-
dres en la escuela, acudo a ellos);
¢) Estimulacion y apoyo escolar de
la familia (EAE, 6 items): grado
de apoyo habitual hacia el aprendi-
zaje que se da a los alumnos desde
el hogar (ejemplo item: Hablo con
mi hijo sobre su trabajo escolar);
d) Colaboracion basada en el hogar
(CBH, 9 items): oferta de activida-
des estimuladoras del desarrollo ge-
neral que describen la promocion
activa de situaciones de aprendizaje
en la familia (ejemplo item: Llevo a
mi hijo a la biblioteca o, si es mayor
para ir solo, lo animo a que vaya).
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La suma de las subescalas Comu-
nicacion con la escuela y Colabora-
cion basada en la escuela ofrece una
puntuacién total para la dimension
Implicacién en la escuela; mientras
las subescalas Estimulacién y apoyo
escolar y Colaboracion basada en el
hogar constituyen el total de dimen-
si6n Implicacién hogar. Los padres
deben responder segtin la frecuencia
(1 nunca-5 siempre) con la que rea-
lizan o se dan en su familia los dife-
rentes aspectos abordados.

Procedimiento

La investigacion se inicié con
la revisién de trabajos cientificos
nacionales e internacionales que
aportaron evidencias acerca de las
variables del entorno familiar que
influyen sobre el rendimiento aca-
démico de los alumnos y que justi-
fican la necesidad de abordar el es-
tudio del contexto familiar de los
alumnos que presentan DEA-CE.
Seguidamente, se llevé a cabo la se-
leccion de los instrumentos de eva-
luacién para, a continuacidén, pro-
ceder al desarrollo del trabajo de
campo. Concretamente para locali-
zar a las familias de alumnos DEA-
CE y SD se cont6 con la colabo-
racion del profesorado de diversos
centros educativos publicos y con-
certados de la provincia de Ledn,
que fueron seleccionados al azar
entre el conjunto de colegios de las
zonas estudiadas y mostraron inte-
rés colaborador. Estos, tras facilitar
a los investigadores la realizacion
de las pruebas de evaluacion identi-

ficativa-diagnéstica de los alumnos,
previo consentimiento informado de
sus familiares, hicieron llegar a los
padres el cuestionario FAOP, junto
con una carta explicativa del estu-
dio en la que ademds se solicitaba
su colaboracién. Finalmente se en-
cargaron de recoger los protocolos
correctamente cumplimentados. De
esta manera, el proceso de seleccion
de la muestra estuvo determinado
por la disponibilidad participativa
de las familias y los alumnos. Por
dltimo, corregidas las pruebas diag-
nosticas aplicadas a los alumnos, las
cuales permitieron definir los dos
grupos de familias estudiados, fa-
milias de alumnos con DEA y SD,
e informatizados los datos obteni-
dos a través del cuestionario paren-
tal FAOP, se realizaron los analisis
estadisticos oportunos mediante el
programa SPSS versién 17.0.

Analisis estadisticos

Inicialmente se comprobd la
normalidad de la distribucion mues-
tral mediante pruebas de asimetria
y curtosis, comprobdandose como
en la mayoria de las medidas no se
cumplian los supuestos de norma-
lidad y optdndose, por tanto, por la
realizacion de andlisis estadisticos
no paramétricos. Concretamente, se
realizaron contrastes par a par me-
diante la prueba U de Mann-Whit-
ney que permite comprobar, en dos
muestras independientes cuyas dis-
tribuciones no cumplen los supues-
tos de normalidad, si las diferencias
entre ellas en los diferentes aspec-
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tos analizados son significativas.
Asi pues, se consideré como varia-
ble independiente la tipologia de los
hijos y se relaciond con las distintas
medidas parentales recogidas a tra-
vés del FAOP.

En segundo lugar, para identifi-
car la posible relacion predictiva en-
tre la satisfaccion de los padres con
el centro educativo y su implicacion
en la educacion de los hijos se rea-
lizaron dos andlisis de regresion li-
neal multiple por pasos. En ellos
se consideraron, en primer lugar,
como variables dependientes, por
una parte, el total de la dimension
implicacion en la escuela (DIE) vy,
por la otra, el total de la dimensién
implicacion en el hogar (DIH); en
segundo lugar, como variables pre-
dictoras se introdujeron los totales

Tabla 2

y sub-totales del FAOP-SE (STC,
SGC, RPA y RPF) y el total de la
dimensién de implicaciéon que no
constitufa la variable predicha.

En el siguiente apartado se des-
criben los resultados obtenidos tras la
realizacion de los andlisis descritos.

Resultados

Andlisis de diferencias
en las variables parentales en
funcion de la tipologia de los hijos

Los contrastes par a par de la
prueba U de Mann-Whitney han
mostrado datos estadisticamente
significativos en muchas de las va-
riables analizadas, como se detalla
en la Tabla 2.

Diferencias Significativas entre Grupos en las Medidas del FAOP-IM y FAOP-SE

Variables FAOP

Rangos promedios DEA-CE vs. SD

DEA-CE  SD U z »

Los servicios y profesionales del centro...

...tienen las habilidades para ayudar a que su hijo tenga éxito 172.69  193.26 | 11028 -2.11  .035

...presionan a los alumnos hasta el Iimite de sus capacidades

...se interesan mucho personalmente por los alumnos
...protegen la privacidad de su familia
..son personas amigables

157.40  185.78 | 100415 -2.57 .010
190.64  170.06 | 10741 -1.92 054
191.53  165.26 | 10090.5 -2.54 .011
196.72  176.80 | 11611 -1.92 055

Si hay talleres, actividades, cursos para padres en escuela, acudo ~ 155.61  196.43 | 10092 -3.68 .000

Participo en las actividades extraescolares de mi hijo

Acudo a reuniones con el profesor para obtener informacion

153.79  189.32 | 10121.5 -3.20 .00l
168.00  191.63 | 11765 -2.14 032

Total colaboracién basada en la escuela (CBE)

160.85  193.71 | 11008.0 -2.87 .004

Total dimensién implicacién escuela (DIE)

161.51  187.34 | 11520.5 -2.28 .023

Nota: Se incluyen tnicamente las variables que han resultado significativas. DEA-CE: dificultades especifi-
cas de aprendizaje en composicion escrita; SD: sin dificultades, rendimiento académico normalizado.
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Como se puede observar en la
Tabla, los resultados denotan, co-
menzando por las variables medi-
das a través del FAOP-SE, que los
padres de alumnos con DEA-CE
difieren de los de alumnos SD en
los items los profesionales educati-
vos presionan a los alumnos hasta
el limite de sus capacidades, tienen
las habilidades para ayudar a que
su hijo tenga éxito, protegen la pri-
vacidad de su familia, se interesan
mucho personalmente por los alum-
nos 'y son personas amigables, en
los dos primeros casos puntuando
menos los familiares de DEA-CE y
a la inversa en el resto.

Continuando por las variables
medidas a través del FAOP-IM y
concretamente atendiendo a la
subescala Colaboracién basada en
la escuela también se han detec-
tado diferencias con peso estadisti-
camente significativo entre padres
de DEA-CE y padres de nifios SD,
tanto en el total, como en dos de
sus items, Si hay talleres, activida-
des, cursos para padres en escuela,
acudo y Participo en las activida-
des extraescolares de mi hijo, en
todos los casos obteniendo puntua-
ciones inferiores el grupo de padres
con nifios DEA-CE. Pero ademas,
este patron se repite en el {tem de la
subescala Comunicacién con la es-
cuela acudo a reuniones con el pro-
fesor para obtener informacion, asi
como en el total de la dimensidn
Implicacién escuela.

En cuanto a la dimension impli-
cacion hogar, no se han dado dife-
rencias estadisticamente significa-

tivas entre grupos, ni en el total de
la dimensién, ni en ninguna de sus
subescalas ni items (p > .050 en to-
dos los casos).

Prediccion de la implicacion
familiar en la educacion

Los andlisis de regresion lineal
multiple por pasos arrojaron mode-
los estadisticamente significativos,
como se puede ver en la Tabla 3.

En cuanto a la implicacién pa-
rental en la escuela, se obtienen tres
modelos significativos, siendo el
tercero de ellos el que mayor valor
predictivo tiene (33%). Este incluye,
en primer lugar y como era de espe-
rar, la variable implicacién en el ho-
gar, seguida de la satisfaccidn con la
relacién profesional familia y, final-
mente, la satisfaccién general con
el centro, quedando el resto de las
variables excluidas (RPA y STC).
Asi pues, los resultados apuntan a
que es la propia implicacion, en este
caso en el hogar, la que mayor peso
predictivo tiene sobre la dimensién
Implicacién escuela, si bien la satis-
faccion produce un incremento en
R? de .053.

Por su parte, en relacién a la
implicacion de los padres en el ho-
gar, los resultados evidencian una
situacién similar. En este caso el se-
gundo de los dos modelos resultan-
tes explica el 29% de la prediccion
e incluye, en primer lugar, la dimen-
sién implicacién escuela seguida de
la satisfaccion general con el cen-
tro, siendo de nuevo la implicacion
la variable con mayor peso y que-
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Tabla 3

Resumen de los Andlisis de Regresion Lineal Miiltiple por Pasos

Variable predicha Variables predictoras
Dimensién implicacion escuela R2 B p
(DIE) corregida P 4
1.e* modelo 284 14448 <001 | DIH 535 12.020 =<.001
o DIH 478 10.697 <.001
2.° modelo 329 89.312 =<.001 RPF 222 4964 <001
DIH 459 10.161  =<.001
3. modelo 337 62.096 <.001 RPF .196 4.283
SGC .106 2.334 .020
Dimension implicacién hogar R2
(DIH) corregida F P B ! P
<.001
1 ¢r modelo 284 14448 =<.001 DIE 535 12.020
2.° modelo 292 75.607 =<.001 DIE 07 11.006 <001

SGC .104 2255 025

Nota: DIH: dimensién Implicacion hogar; RPF: Relacion profesional familia; SGC: Satisfaccion gene-

ral con el centro; DIE: dimension Implicacion escuela.

dando excluidas el resto (RPA, RPF
y STC).

Discusion

La investigacion psicoeducativa
actual, en el andlisis de los factores
determinantes del rendimiento aca-
démico de los alumnos, tiende pro-
gresivamente hacia una perspectiva
contextual-ambientalista en la que
se analiza la concurrencia de va-
riables intrinsecas al estudiante y
dimensiones propias del contexto
socio-emocional que le rodea (Gort-
maker et al., 2007). Asi, cada vez es
mds prolifera la vertiente cientifica

que apoya el protagonismo de los
factores familiares sobre el éxito es-
colar del alumnado en general y es-
pecificamente de aquel que presenta
limitaciones en su ritmo y capaci-
dad natural de aprendizaje (Alomar,
2006; Marks 2006).

En este sentido, se ha eviden-
ciado cémo en los hogares en los
que viven alumnos con problemas
para aprender, debido a los défi-
cit académicos que presentan y a
las constantes frustraciones deriva-
das de la falta de consecucién de
las metas educativas, se percibe una
sensacion constante de estrés que
perjudica el desarrollo armonico de
los nifios (Trainor, 2005). Sin em-
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bargo, un coordinado apoyo aca-
démico entre familia y escuela, asi
como un elevado nivel de implica-
cién parental en la educacion, son
factores que pueden ayudar a mejo-
rar el clima psico-educativo del ho-
gar, favoreciendo asi el aprendizaje
de los alumnos (Martinez y Alva-
rez, 2005). Por ello, dadas las reper-
cusiones positivas de la implicacion
familiar en la educacién sobre los
resultados escolares de los nifios, es
de sumo interés identificar las va-
riables que interaccionan con esta
implicacion.

Asf, el objetivo que ha guiado
este estudio ha sido analizar la rela-
cion entre la tipologifa de los alum-
nos y la implicacién-satisfaccion
educativa de sus padres, para com-
probar si las problemdticas de los
hijos son variables que se relacio-
nan con la colaboracién educativa
familiar, as{ como con su satisfac-
cion escolar. Igualmente, se preten-
dia identificar la capacidad predic-
tiva de la satisfaccion parental con
el centro sobre su implicacién edu-
cativa.

En base a los resultados obteni-
dos se puede concluir que efectiva-
mente la tipologia de los alumnos
se relaciona con la implicacion-sa-
tisfaccion educativa de los padres,
confirmandose, de este modo, la
primera hipétesis del estudio.

En este sentido, comenzando
por la implicacién en la escuela y
analizando inicialmente la colabora-
cién basada en el propio centro, se
observa como los padres de alum-
nos con DEA-CE son los que menos

participan en las actividades oferta-
das por el centro, pudiendo llegar a
ofrecer con esta actitud un modelo
de cierto desinterés hacia el colegio,
lo cual, a su vez, podria contribuir a
que los nifios disminuyan su moti-
vacion hacia el mismo, agravdndose
asi sus problemadticas. En esta linea,
estudios previos han evidenciado,
por un lado, que la implicacién de
los padres en la educacion estimula
la motivacién de los alumnos ha-
cia tareas académicas, su compro-
miso personal con la escuela y su
percepcién de competencia, control
y eficacia. Por otro lado, parece ser
también que los alumnos perciben
de manera positiva la implicacién
educativa de sus padres, conside-
rdndola como un elemento facilita-
dor o potenciador de su aprendizaje
y aumentando su responsabilidad
educativa en aquellos casos en los
que se detecta el interés familiar por
temas académicos (Gonzdlez, Wi-
llems, y Doan, 2005; Mo y Singh,
2008; Regner et al., 2009; Urdan et
al., 2007). De esta manera, la falta
de implicacion parental evidenciada
en el grupo de familias de alumnos
con DEA-CE podria emerger como
un factor de riesgo en el curso de
las dificultades de estos nifios.

Por su parte, atendiendo en se-
gundo lugar a la dimensién comuni-
cacion con el profesorado, no se ha
encontrado un patrén diferencial en-
tre los grupos familiares estudiados,
a excepcion de la cuestion acudo a
reuniones con el profesor para obte-
ner informacion ante la cual los pa-
dres de nifios con DEA puntdan sor-
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prendentemente mds bajo que los de
alumnos SD. Esto indica que, tanto
los progenitores de nifios SD, como
los padres de estudiantes con DEA
mantienen contactos similares con
los profesionales. Esta circunstan-
cia parece ser asf a pesar de que, se-
ria esperable dada la propia proble-
matica de los alumnos con DEA, un
mayor acercamiento y cooperacion
entre sus familiares y profesores.
No obstante, este resultado podria
tener su explicacion si se considera
que, en el momento de la investi-
gacion, la legislacién vigente en la
comunidad auténoma de Castilla
y Leon todavia no habia decretado
las medidas especificas a considerar
para identificar y atender de manera
explicita a los alumnos con DEA,
por lo que el alumnado estudiado,
pese a su bajo rendimiento en com-
posicion escrita, no recibia ningin
tratamiento especifico que hiciese
a sus padres tomar conciencia de la
verdadera gravedad de su situacion
y mantener un contacto mds fluido
con el profesorado. Esto, unido a la
escasa proyeccion conductual ex-
terna de las DEA y a que en el caso
concreto que nos ocupa de la es-
critura las problemdticas se mani-
fiestan cuando el alumno ya tiene
un nivel de escolarizacion relativa-
mente avanzado, pudo dificultar la
asuncion del diagndstico por parte
de sus padres, asi como la falta de
comprension de la complejidad de
la problemdtica, lo cual explicaria
la menor conciencia de la necesidad
de cooperacion con el profesorado
(Bull, 2003; Dyson, 2010; Karende,

Mehta, y Kulkarni, 2007; Rolfsen y
Martinez, 2008; Stoll, 2000).

Otra de las conclusiones de la
investigacion se relaciona con el he-
cho de que no se han detectado di-
ferencias entre los grupos en cuanto
a la colaboracién basada en el ho-
gar. Esto apunta a que la oferta de
situaciones o entornos estimulantes
para el aprendizaje y desarrollo cul-
tural de los nifios es similar en los
dos grupos de familias estudiadas,
independientemente de la tipolo-
gia de los hijos; si bien, esta afirma-
cién debe interpretarse con cautela
y considerando el efecto de la de-
seabilidad social en las respuestas
de los adultos. Para intentar superar
esta limitacion en estudios posterio-
res se aplicard a los hijos una me-
dida similar a la aplicada a padres,
el denominado Opiniones Familia-
res Hijos, que permitird analizar y
contrastar las percepciones de unos
y otros en relacién a la realidad del
contexto familiar (Garcia, Rodrigo,
Maiquez, y Triana, 2005).

Por otro lado, abordando el as-
pecto de la satisfaccion parental con
la educacidn, hay que sefialar como,
de manera general, el patrén de sa-
tisfaccion de los padres de alumnos
con DEA-CE se asemeja bastante
al de los padres de nifios SD. Posi-
blemente la falta de un diagndstico
y tratamiento claro de DEA en el
momento del estudio ha hecho que
los progenitores de estos alumnos
no sean conscientes de que sus hi-
jos tienen problemas relevantes en
el aprendizaje, siendo ésta una de
las razones que podria explicar su
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alto grado de satisfaccion general.
Pese a ello, estas familias si que sa-
ben que existen circunstancias que
confluyen en la falta de rendimiento
de los alumnos, si bien, debido a los
traumas emocionales que supone
reconocer problemas en los hijos,
parecen achacar en cierta medida
su limitado éxito escolar a la es-
casa competencia profesional de los
maestros o a la falta de estimulacion
del potencial total de sus hijos. Sin
embargo, estas aseveraciones deben
ser verificadas en estudios posterio-
res en los que se ha de considerar
también que la satisfaccion parental
podria estar mediatizada por otras
variables como pueden ser la edad
de los hijos, el propio nivel socio-
cultural de los padres o incluso su
sexo (Rity y Kasanen, 2007).

En esta misma linea, atendiendo
a los resultados obtenidos tras el
andlisis de regresion lineal, se con-
firma la escasa capacidad predictiva
que tiene la satisfaccion parental
con el colegio sobre su implicacion
en la educacidn, siendo la propia
implicacién, en una u otra vertiente
(escuela-hogar) la que mayor po-
der de prediccion ejerce sobre el
otro tipo de participacion. Por lo
tanto, se podria concluir que la sa-
tisfaccion, al contrario de lo inicial-
mente se esperaba al considerar que
el grado de comprensién mutua en-
tre padres y profesores podria ser un
factor influyente en sus colabora-
ciones (Baum y Swick, 2008; Turn-
bull, Rutherford, y Kyzar, 2009), no
siempre se relaciona con la coope-
racion. De este modo emerge una

implicacién prictica que se justi-
fica con estos datos y se relaciona
con la necesidad de desarrollar en
cada caso y familia concreta un pro-
ceso de evaluacién especifica que
permita identificar los factores que
limitan la implicacién y colabora-
cién educativa de los padres para,
a partir de ahf, intentar paliar esos
elementos y entablar un proceso de
trabajo cooperativo familia-escuela
que permita abordar la educacién de
los alumnos, especialmente si tienen
problemadticas de aprendizaje, desde
los dos contextos de desarrollo mds
importantes y representativos para
él, la escuela y el hogar.
Considerando las limitaciones
del trabajo, relacionadas principal-
mente con la obtencion de los datos
unicamente a partir de la perspec-
tiva de los padres implicados de ma-
nera voluntaria en el estudio, caso
en el que serfa interesante cono-
cer también la opinién de los hijos
(Ros, Goikoetxea, Gairin, y Lekue,
2012), y las posibles lineas futuras
de mejora se puede concluir que la
implicacién familiar en la educa-
cidn, especialmente en la escuela, se
relaciona con caracteristicas propias
de los hijos, como es la presencia
en ellos de problemas del desarrollo
tipo DEA, si bien no interacciona de
manera tan consistente con otras ca-
racteristicas propiamente parentales,
como es su satisfaccién con el cen-
tro educativo. No obstante, son ne-
cesarios estudios mds profundos y
completos que analicen la direccién
de las interacciones identificadas
y aborden otras variables familia-
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res de posible interés en la actuali-
dad como son las nuevas estructu-
ras familiares o la inmigracion. De
este modo, progresivamente se irdn
identificando patrones adecuados
de funcionamiento familiar a par-
tir de los que desarrollar programas

especificos para padres y/o profeso-
res a través de los cuales estimular
su trabajo conjunto en beneficio del
desarrollo 6ptimo del alumnado en
general y del que presenta proble-
mas en particular (Gonzdlez, 2009;
Terrén y Diez, 2006).
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