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Abstract

BACKGROUND: Research shows children’s life trajectories and outcomes are strongly 

influenced by factors affecting development of social and academic competence that also interact 

with racial disparities in academic settings. Given the importance of social and academic 

competencies, identifying factors that promote these competencies among African American 

children is critical to their success over the life course.

OBJECTIVE: This study examines a socioeconomically diverse sample of African American 

children to determine whether family-level factors promote and protect social and academic 

competence.

METHODS: We analyze longitudinal data from a convenience sample of 97 African American 

children (54 girls, 43 boys) and their families who participated in a larger study of social and 

academic development. We analyze 2 waves of data collected when children were 7 and 10 years 

old.
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RESULTS: A series of 2-level, random-intercept, fixed-effects models show social competence is 

positively affected by quality of parent–child relationships, positive parenting practices, low 

parental stress, and routine family home environment. Similarly, academic competence is 

positively affected by low parental stress and family social support.

CONCLUSIONS: Study findings fill a critical knowledge gap regarding predictors of social and 

academic competence of African American children from various socioeconomic strata. Potential 

avenues for intervention are discussed.

Researchers and practitioners are interested in ensuring children achieve social and academic 

competence because the successful development of social skills and academic achievement 

places children on a positive trajectory for their lifespan. Social competence is defined as 

having skills for communication, cooperation, engagement, and self-control that are 

displayed within the home, school, and community. Children who do not develop age-

appropriate social competence often exhibit challenging externalizing or internalizing 

behaviors and experience persistent academic difficulties (Landy, 2002). Further, social and 

academic competence have not only been shown to protect children against negative 

outcomes such as delinquency, substance abuse, and teen pregnancy (Fraser, Kirby, & 

Smokowski, 2004; Landy, 2002; Schneider, 1993) but also shown to promote positive 

outcomes related to self-esteem, mental health, and academic achievement (Herman, 

Lambert, Reinke, & Ialongo, 2008; Landy, 2002; Thurm, Carlson, Lyons, Grant, & 

Wagstaff, 2014; Valiente, Lemery-Chalfant, Swanson, & Reiser, 2008). Nevertheless, despite 

the well-established importance of social and academic competence for children’s short-and 

long-term outcomes, research on African American children has historically eschewed a 

strengths-based approach, instead primarily focusing on deficits in social skills, lack of 

academic achievement, problematic behaviors, and negative risk factors associated with 

inadequate social and academic development (e.g., American Psychological Association 

[APA], 2008). Although this body of research has well documented the individual, 

sociohistorical, and contextual factors that place African American children at elevated risk 

for negative outcomes, far less research attention has been given to positive family-level 

factors that can promote and protect children’s social and academic competence. With the 

aim of advancing understanding of African American children’s life course trajectories, this 

study sought to explore the influence of family-level factors (e.g., parent–child relationship, 

family social support) as promotive and protective factors of African American children’s 

social and academic competence.

Social Competence of African American Children

Given the ever-increasing body of research that supports an association between children’s 

social competence and positive outcomes later in life, both researchers and practitioners 

have shown increasing interest in understanding which factors affect development of social 

competence as well as which are malleable to intervention to promote social competence of 

African American children. Skills such as self-regulation and social-cognitive skills are 

critical to the development of social competence. Notably, recent research reported by the 

Society for Research in Child Development (SRCD) indicated that African American 

children from low-income households generally had high self-regulation and social-

Washington et al. Page 2

Child Youth Care Forum. Author manuscript; available in PMC 2021 June 01.

A
uthor M

anuscript
A

uthor M
anuscript

A
uthor M

anuscript
A

uthor M
anuscript



cognitive skills (Cabrera & SRCD, 2013). Moreover, the SRCD study findings also 

supported those of an earlier Head Start program study that found African American 

children exhibited specific social and social-cognitive skills such as high levels of interactive 

peer play and high attention levels (Fantuzzo, Coolahan, Mendez, McDermott, & Sutton-

Smith, 1998). The critical nature of these specific social and social-cognitive skills to 

outcomes in later life was revealed by a 20-year retrospective study that examined social 

competence scores of kindergarten children and their outcomes as young adults (Jones, 

Greenberg, & Crowley, 2015). Jones and colleagues found that, as compared with children 

who scored at the lower end of the social competence scale, children who scored at the 

higher end of the scale were 4 times more likely to have obtained a college degree and to 

have secured better employment (e.g., higher wages, professional careers) by young 

adulthood. However, despite the promising findings of these and other studies, African 

American children continue to have disproportionate rates of negative outcomes related to 

low social competence, including academic problems and criminal justice involvement 

(McCoy & Bowen, 2014; Musu-Gillette et al., 2017). These persistent disparities have raised 

questions about what is occurring in the years immediately after preschool to impede social 

development of African American children, and which factors promote or hinder social 

competence among these children. Moreover, given the racial academic gap and social 

inequities that people of color in the United States experience on a daily basis, identifying 

which factors are malleable to intervention to promote social competence is critically 

important to ensuring success of African Americans across the lifespan.

Academic Competence in African American Children

The Annie E. Casey Foundation (2012) is a leader among those calling for greater efforts to 

close America’s racial academic gap. Indeed, when African American children scored lower 

than children of other races on all but one index indicator of academic outcomes, the Casey 

Foundation declared the racial academic gap had risen to the level of a “national crisis” (p. 

12). Additional evidence of the racial academic gap was revealed by 2015 assessments that 

showed Grade 4 children had a 26-point White/Black gap in reading scores and a 24-point 

White/Black gap in mathematics (Musu-Gillette et al., 2017). Despite the slight 

improvement in these scores over gap scores reported in 1992 and 1990, (32-and 32-point 

gaps, respectively), the existing academic gaps are unacceptable and indicative of a systemic 

problem.

Typically, educational achievement gaps are linked to poverty as a primary factor because 

the effects of living in chronic poverty can affect academic outcomes in multiple ways, 

ranging from children attending under-resourced schools in poor neighborhoods to the effect 

that the lack of books and technology in the child’s home has on school readiness. The 

association of poverty and educational outcomes is especially salient for African American 

children because they disproportionately experience poverty. Moreover, growing up in 

chronic poverty has been shown to contribute to persistent, elevated stress levels that can 

affect children’s academic outcomes (Shonkoff & Phillips, 2000). A 2015 Pew Center study 

not only found African American children were almost 4 times more likely to live in chronic 

poverty than children of other racial/ ethnic groups but also found the poverty rate for 

African American children had remained stable whereas poverty rates had declined for all 
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other racial/ethnic groups (Patten & Krogstad, 2015). Thus, the association between poverty 

and the racial academic gap remains a persistent challenge for African American children 

and their families.

The academic gap can also be perpetuated by structural racism and discrimination. Research 

evidence suggests persistent implicit and explicit racial biases negatively affect the academic 

outcomes of African American children (APA, 2008; Neblett, Philip, Cogburn, & Sellers, 

2006; Wong, Eccles, & Sameroff, 2003). For example, research has shown implicit bias 

contributes to racial disproportionality in school discipline, with African American students

— especially boys—more likely than their White peers to be removed from the classroom, 

suspended, or expelled from school (Rudd, 2014). Thus, the next critical step in closing the 

academic achievement gap is identifying the factors that promote or hinder social 

competence of African American children and intervening as needed to ensure these 

students master basic academic skills, and thereby, improve their likelihood of positive 

outcomes later in life, including college enrollment (e.g., Musu-Gillette et al., 2017).

Risks to Social and Academic Competence of African American Children

Although highlighting the challenges African American children face in developing social 

and academic competencies is important, it is equally important to recognize that African 

American race per se does not place children at risk for compromised social and academic 

outcomes (APA, 2008; Fraser, et al., 2004). Rather, such risk is due to the sociohistorical 

factors associated with being a person of color in America and the legacy of racism in the 

United States. Due to past and present prejudice, discrimination, and racism, African 

Americans are disproportionately burdened with poverty; have differential opportunities for 

health care, employment, and education; and experience high levels of negative psychosocial 

outcomes (Fraser, et al., 2004; U.S. Department of Health and Human Services, 2001).

Limitations of Extant Research

Although the existing literature has advanced the understanding of children’s social and 

academic competencies, this literature is restricted by several serious limitations and gaps. 

First, the literature has often ignored the positive influence of the African American family 

on children’s competency. For example, the recent SRCD report summarized studies that 

examined children’s individual attributes, but provided a far less clear picture of how family 

characteristics might contribute to children’s social competence (Cabrera & SRCD, 2013). 

Moreover, much of the available research on social competence in African American 

children has focused exclusively on low-income African American children, leaving a 

critical knowledge gap regarding ways of promoting social and academic competence of 

African American children from other socioeconomic status (SES) strata. Addressing this 

gap is crucial not only because African Americans are not a homogeneous population but 

also because SES resources do not produce the same health gains or protective effects for 

African Americans as Whites (Assari, 2018; Braveman et al., 2005; Hudson, Puterman, 

Bibbins-Domingo, Matthews, & Adler, 2013; Thomas, 2015). Moreover, this knowledge gap 

underscores the need for research that considers a broad scope of SES strata when exploring 

the factors affecting African American children’s social competence.
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Theoretical Framework

This study is grounded in the risk and resilience framework postulated by Fraser and 

colleagues (2004). In this framework, the term protective factors refers to internal and 

external resources that promote resilience and reduce the likelihood of negative outcomes by 

buffering the effect of risk factors associated with behavioral or social problems. Promotive 
factors are described as the internal and external resources that influence positive 

developmental outcomes in general, independent of risk. The framework identifies protective 

and promotive factors across three system-related domains: (a) individual psychosocial and 

biological, (b) family factors, and (c) environmental conditions. The current study focused 

on the family domain within the risk and resilience framework, building on a foundation of 

research that suggested family components were key predictors of social and academic 

outcomes among African American children (Gutman, Sameroff, & Eccles, 2002; Oravecz, 

Koblinsky, & Randolph, 2008; Washington, Cryer-Coupet, Coakley, , et al., 2014; 

Washington, Gleeson, & Rulison, 2013). Influenced by the risk and resilience framework, 

we conceptualized promotive factors as those family-level factors that predict social and 

academic competence among African American children. In addition, we conceptualized 

protective factors as those family-level factors that have an interactive effect that functions to 

buffer risk to African American children’s social and academic competence.

Influence of Family Factors on Children’s Social and Academic Competence—
Although the factors linked with African American children’s achievement include the 

quality of neighborhoods, schools, socioeconomic resources, and other endogenous and 

extrinsic factors, the African American family plays a critical role in buffering the effects of 

these factors on children’s social and academic skills (Barbarin, McCandies, Coleman, & 

Hill, 2005). Although modest, a body of empirical research has indicated the attributes of 

African American families can have a positive impact on their children’s outcomes, 

including social and academic competence. According to Franklin (2007), the family is one 

of the most important traditions in the African American community, and the use of kinship 

care is one of their major strengths (Hill, 1972, 1997). Kinship care refers to caregiving of 

children by family members or others who have strong bonds (e.g., church members, 

Godparents) with the children when biological parents are unwilling or unable or care for 

their children (Annie E. Casey Foundation, 2012; Hill 1999). Kinship care can be traced to 

the adaptations of the African American community to ongoing racial and economic 

oppression (Fuller-Thomson & Minkler, 2000; Hill, 1977). When children cannot remain 

with their biological parents, kinship care has been shown to have a positive impact on 

children’s social and academic competence (Washington et al., 2013; Washington, Stewart, 

& Rose, 2019)

Flexible family roles among immediate and extended family have contributed to the stability 

and advancement of numerous African American children and families (Hill, 1999). For 

example, family role flexibility among African American families often include fathers 

taking nontraditional roles of cooking and cleaning as well as older children assisting with 

caring for younger siblings. In addition, extended family members often provide important 

support to low-income households or those headed by a single parent. Others strengths of 

the African American family and community are spirituality or the Black Church 
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(Billingsley & Morrison-Rodriguez, 2007: Hill, 1999; Schiele, 2017) and collectivity 

(Schiele, 2017; Smith, 2001). Notably, researchers and practitioners are beginning to 

recognize the importance of leveraging the strengths within the African American family 

when working to improve outcomes for children and their families (Freeman & Logan, 

2004; Schiele, 2017; Smith, 2001). Building on this foundation, the our study sought to 

elucidate the strengths and resources within African American families that contribute to 

children’s successful development of social and academic competencies, thereby creating a 

positive life trajectory.

Promotive and Protective Family-Level Factors

In general, the parent–child relationship and family environment have been shown to have a 

positive impact on children’s academic and social outcomes (e.g., Harmeyer, Ispa, Palermo, 

& Carlo, 2016; Landy, 2002 ). However, few studies have examined these family-level 

factors specific to African American families. One exception was a longitudinal study that 

Toldson and colleagues conducted with sample of 465 rural African American 12-year-olds 

and their families to determine whether links existed between children’s social competence 

and family attributes (Toldson, Harrison, Perine, Carreiro, & Caldwell, 2006). The specific 

attributes examined included (a) participation in a family-based prevention program, (b) a 

family environment characterized by a routine structure, (c) a supportive mother-child 

relationship, and (d) level of family resources. The study results revealed that children with 

higher levels of social competence were raised in families with a routine family environment 

and frequent parent–child interaction (Toldson et al., 2006). Similarly, Brody, Stoneman, and 

Flor’s (1995) study with a sample of rural African American children found a positive 

relationship between the quality of family interactions (i.e., home environment) and 

children’s academic competence. The quality of parent–child relationships have also been 

positively associated with academic outcomes of low-income minority youth (Murray, 2009) 

and African American youth from two-parent households (Dotterer, Lowe, & McHale, 

2014).These findings provide insight into the ways the home environment and the parent–

child relationship interact to promote competence.

In addition, some evidence suggests an association exists between parenting practices and 

children’s social and academic competence (Gutman et al., 2002; Taylor, Conger, Robins, & 

Widaman, 2015). Findings from Garner’s (2006) study with 70 preschoolers controlled for 

family SES in the analysis, and found positive predictors of the children’s prosocial behavior 

included the mothers’ modeling of prosocial behaviors in the home. Likewise, Oravecz and 

colleagues (2008) also found that positive parenting attributes of being nurturing, 

responsive, and consistent with their children promoted social competence in low-income 

African American preschoolers. The positive impact of parental involvement in the lives of 

older children was demonstrated by Gutman et al.’s (2002) study that found students whose 

parents provided consistent discipline and were very involved in their child’s school had 

higher grade-point averages than their peers from families without these attributes.

Parental monitoring has been linked to positive outcomes among minority youth in both 

academic achievement (Henry, Plunkett, & Sands, 2011; Lowe & Dotterer, 2013) and social 

competence (APA, 2008; Taylor et al., 2015). For example, Malczyk and Lawson’s (2017) 
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study on female-headed single-parent families found parental monitoring had a significant 

positive impact on academic outcomes of elementary-school age children. Similarly, two 

recent studies found direct and indirect relationships between parental monitoring and social 

competence among student populations that were largely Hispanic and lower income (Taylor 

et al., 2015; Top, Liew, & Luo, 2017).

Similar to parental monitoring, parental social support is another family-level factor with 

demonstrated positive impact on minority youth. For example, Oravecz et al.’s (2008) study 

with 184 African American mothers and female caregivers of children enrolled in Head Start 

explored the role of social support in predicting children’s social skills. The study’s analytic 

results revealed a significant positive association between a caregiver’s informal social 

support (measured using the Family Support Scale; Dunst, Jenkins, & Trivette, 1984) and 

children’s social competence. An indirect positive association between a maternal social 

support and children’s social competence was reported by Taylor and colleagues (2015), 

with their findings suggesting that a mother’s perceived social support contributes to her 

children’s social competence via the positive effects of that support on maternal monitoring. 

However, less is known about how parental social support influences children’s academic 

competence. Notably, a few studies have not found positive associations between social 

support and children’s social or academic competence (e.g., Sani, 1997). Thus, additional 

research is warrant to further investigate the impact of parental social supports on children’s 

development of these competencies.

Researchers using the risk and resilience framework have argued the psychological well-

being of caregivers contributes to positive outcomes for children (Thomlison, 2004). Among 

this body of research, one study has found an inverse relationship between caregiver stress 

and children’s social competence (Sani, 1997) and two more recent studies reported a 

similar inverse relationship between caregiver stress relationship and children’s academic 

competence (Harmeyer et al., 2016; Tan, Wang, & Ruggerio, 2017). Specifically, Harmeyer 

et al.’s finding revealed that mothers’ parenting stress experienced when their children were 

15 months old was inversely related to the children’s vocabulary and academic skills just 

prior to entering kindergarten. However, the majority of these studies have been conducted 

using samples of low-income and/or mixed race families, leaving critical gaps regarding how 

parenting stress might affect African American children and families who are economically 

diverse. Moreover, much of this literature does not address how family-level factors might 

function to as protective factors by buffering risk, and thus, improving children’s social and 

academic outcomes.

Given the importance of family to children’s healthy development and in light of the critical 

gaps in the existing literature, the current study was guided by two research hypotheses. 

First, we hypothesized that social and academic competence of African American children 

would be associated with six family-level factors: (a) quality of the parent–child 

relationship, (b) extent of parental monitoring, (c) use of positive parenting practices, (d) 

extent of family social support, (e) quality of family home environment, and (f) low 

parenting stress (between-person effects). Second, we hypothesized that changes over time 

in these family-level factors would be related to corresponding changes in African American 

children’s social and academic competence over time (within-person effects). We tested 
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these hypotheses as stand-alone models (promotive models) and in the context of risk 

through the addition of externalizing behaviors (protective models).

Methods

Recruitment and attrition in the larger study.

The larger study from which we obtained our sample a had a two-fold recruitment goal: to 

obtain a sample of children who were (a) at risk for developing externalizing behavior 

problems, and (b) representative of the racial and SES profile of the community. All 

participants were recruited through day care centers, the county health department, and the 

local Women, Infants, and Children program that provides supplemental nutrition and health 

resources to low-income pregnant or postpartum women and their children (up to age 5 

years).

Cohort 1 and 2 participants were recruited when children were 2 years old (Cohort 1: 1994–

1996; Cohort 2: 2000–2001). To allow oversampling for externalizing behavior problems, 

potential participants were screened using the Child Behavior Checklist (CBCL 2–3; 

Achenbach, 1991). The CBCL was completed by the mothers using a 3-point Likert scale 

(0= not true, 1= somewhat or sometimes true, or 2= very true or often true) to capture 

whether they agreed with statements describing their child’s behavior in the past 6 months. 

Raw scores for each CBCL subscale are converted to norm-referenced T-scores, with T-

scores greater than or equal to 60 points indicating the child was considered at risk for 

developing externalizing behaviors. The recruiters (i.e., on larger study) made efforts to 

obtain nearly equal numbers of boys and girls Recruitment efforts for Cohort 1 and 2 yielded 

a sample of 307 children.

Cohort 3 participants were recruited in 1998 when the target children were 6-month-old 

infants. Potential participants were identified as children exhibiting high levels of frustration, 

with this determination based on laboratory observation and parent report. Cohort 3 children 

were followed through the toddler period (12 to 36 months old; see Masked for Review, for 

more information). Criteria for inclusion in the larger study included the child’s mother 

completing the CBCL 2–3 when the child reached age 2 years old, which yielded a Cohort 3 

sample of 140 children. .

In all, the three cohorts yielded a total sample of 447 children, of whom,37% were identified 

as at risk for externalizing problems. Comparisons of the cohorts revealed no significant 

demographic differences between cohorts relative to gender [χ2(2, N = 447) = .63, p = .73], 

race [ χ2(2, N = 447) = 1.13, p = .57] or 2-year SES [F (2, 444) = .53, p = .59].

Participants enrolled in the larger study were later dropped from the sample if they failed to 

participate in at least one wave of data collection. For example, of the three cohorts (N = 

447) included in the larger study, six participants were dropped because they did not 

participate in any data collection by age 2 years (Year 2 data wave). However, another 12 

participants who did not participate in the Year 2 data wave were retained in the sample 

because they participated in data waves at later years. For the Year 7 data wave (i.e., children 

were 7 years old), 350 families participated, including 19 families who did not participate in 
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Year 5 (assessment when children were 5-years old). No significant differences were found 

between families who did or did not participate in the Year 5 assessment relative to gender 

[χ2 (1, N = 447) = 2.12, p = .15], race, [χ2 (3, N = 447) = .19, p = .67], and 2-year 

externalizing T score [ t (445) = 1.30, p = .19]. However, families with lower 2-year SES [t 
(432) = −2.61, p < .01] were less likely to participate in the Year 7 data collection. At the 

Year 10 data collection wave (i.e., when children were 10 years old), 357 families 

participated in the data collection, including 31 families who did not participate in the Year 7 

assessment. No significant differences were noted between families who did or did not 

participate in the Year 10 assessment relative to child gender [χ2 (1, N = 447) = 3.31, p 
= .07] race [χ2 (3, N = 447) = 3.12, p = .08], 2-year SES [t(432) = .02, p = .98]; or 2-year 

externalizing T score [t (445) = −.11, p = .91]. When children were 15-years old, 327 

families participated in the Year 15 data wave, including 27 families who did not participate 

in the Year 10 data wave. No significant differences were found between families who did or 

did not participate in the Year 15 assessment relative to race [χ2 (3, N = 447) = 3.96, p 
= .27], 2-year SES [t(432) = −.56, p = .58], or 2-year externalizing T score [t (445) = .24, p 
= .81]. However, at the Year 15 assessment, boys were less likely than girls to participate in 

the data collection [χ2 (1, N = 447) = 9.31, p = .002].

Sample

This study used data obtained from three cohorts of children (and their families) who 

participated in a larger, ongoing longitudinal study of social and emotional development. 

Cohort membership was based on the period when the participant was recruited into the 

study and participant age at recruitment (Cohort 1, 1994–1996, recruited 2-year-olds; Cohort 

2, 2000– 2001, recruited 2-year-olds: Cohort 3, 1998, recruited 6-month old infants). 

Participant data were obtained from assessments conducted when children were 7 years old 

(i.e., Year 7 data wave) and 10 years old (i.e., Year 10 data wave).

The three cohorts of the larger study contained 447 participants. Our study inclusion criteria 

reduced the sample to 97 African American children (54 girls, 43 boys) and their families. 

Participants were included in our study sample if they (a) identified as African American, 

and (b) had any data on academic or social competence at the Year 7 or Year 10 assessments.

We determined the economic diversity of the sample using Hollingshead (1975) scores at 

Year 7. Generally, Hollingshead scores ranging from 40 to 54 points reflect minor 

professional and technical occupations considered representative of middle-class SES. The 

sample families were economically diverse, with Hollingshead scores ranging from 9 to 63 

(M = 39.14, SD = 11.98), representing each level of social strata captured by this scale. 

Additional sample details are provided in Table 1. All study procedures were approved by 

the University of North Carolina at Greensboro Institutional Review Board.

Measures

To assess children’s social competence, mothers completed the Social Skills Rating System 

(SSRS; Gresham & Elliot, 1990), which assesses a parent’s perception of their child’s 

behavioral social skills based on how often certain behaviors occur (0 = never to 2 = very 
often). Rather than using teachers’ SSRS ratings that were limited by observing behaviors in 
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only one setting (i.e., school), we chose to use mothers’ SSRS ratings because the mothers 

were more likely to have observed their children’s social competence in multiple settings. 

The SSRS includes items such as, “Invites others to join in activities” and “Receives 

criticism well.” We used the Total Social Skills scale, which is a mean composite of the 

assertion, cooperation, responsibility, and self-control subscales. The composite had very 

good internal reliability (α = .89; α = .91), and was administered at the Year 7 and Year 10 

assessments when children were 7 years and 10 years old, respectively.

To assess academic competence, Grade 2 and Grade 5 teachers completed the Academic 

Performance Rating Scale (APRS; DuPaul, Rapport, & Perriello, 1991), which uses a 5-

point scale (1 = poor to 5 = excellent) to capture teachers’ appraisals of a child’s academic 

performance. In general, teachers’ rating of academic competence is less subjective than 

parental ratings of academic competence. Moreover, in the larger study, teachers were the 

only raters who completed the APRS. We used the APRS academic success subscale that 

includes items such as, “How consistent has the quality of this child’s academic work been 

over the past week” and “What is the quality of this child’s reading skills”. This subscale 

had excellent internal reliability at both the Grade 2 (α = .95) and Grade 5 (α = .93) time 

points.

Family-Level Factors

To determine if certain characteristics or attributes have a protective or promotive effect on 

children’s social and academic outcomes, we examined six family-level factors: parent–child 

relationship, parental monitoring, positive parenting practices, parenting stress, family social 

support, and family home environment.

Parent–child relationship.—The quality of the parent–child relationship was assessed 

by having mothers complete the closeness subscale of the Child-Parent Relationship Scale–

Short Form (Pianta, 1996). This eight-item subscale includes items such as, “I share an 

affectionate, warm relationship with my child” and captures responses on 5-point scale 

ranging from definitely does not apply (= 1) to definitely applies(= 5). This subscale had 

adequate internal reliability at both assessment points (Year 7, α = .78; Year 10, α = .82).

Parental monitoring.—The extent of parental monitoring was assessed by having 

mothers complete the Parental Monitoring Scale (PMS; Stattin & Kerr, 2000) to determine 

the parents’ knowledge of their child’s whereabouts, activities, and associations. Example 

items include, “Do your parents: know what you do during your free time? Know who you 

have as friends during your free time?” The PMS had moderate-to-acceptable reliability at 

both time points (Year 7, α = .66; Year 10, α = .79).

Positive parenting.—Parents’ use of good parenting practices was assessed by having 

mothers complete the positive parenting subscale of the Alabama Parenting Questionnaire 

(Frick, 1991). This six-item subscale asks about parenting practices related to verbal praise, 

physical affection, and rewarding good behaviors. This subscale had acceptable-to-good 

reliability at both time points (Year 7, α = .80; Year 10, α = .75).
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Parenting stress.—The degree to which parents felt stress related to caring for their child 

was assessed through mother reports on the Parenting Stress Inventory–Short Form (PSI; 

Abidin & Brunner,1995). The 36-item PSI captures responses a 5-point scale ranging from 

strongly agree (= 1) to strongly disagree (=5). Items include questions such as, “There are 

some things my child does that really bother me a lot” and “My child makes more demands 

on me than most children.” The item scores are summed to create a total stress score, with 

higher scores indicating greater level of perceived stress. Internal reliability was excellent at 

both time points (Year 7, α = .92; Year 10, α = .94).

Family social support.—The amount of social support available to parents was assessed 

using mothers’ reports on the Family Support Scale (FSS; Dunst et al., 1984). The FSS 

asked mothers to rate the helpfulness of 18 members of their social networks (e.g., parents, 

partner, friends, and co-workers, as applicable) in raising children during the past 3 to 6 

months. Responses were captured on a 5-point scale (1 = not at all helpful to 5 = extremely 
helpful), with higher scores indicating higher levels of perceived social support. In addition, 

the FSS includes two open-response items, allowing the mother to identify and assess 

sources of support not included in the designated list of social supports. The 20 items on the 

FSS are summed into a total score, which had good internal reliability at both time points 

(Year 7, α = .84; Year 10 α = .81)

Family home environment.—The quality of the child’s home environment was assessed 

by having mothers complete the MC-HOME Inventory (HOME; Caldwell & Bradley, 1984; 

Totsika & Sylva, 2004). The HOME is a 59-item measure designed to assess the quality and 

quantity of support and stimulation the child receives in the home environment. This 

measure combines a semi-structured interview conducted with the mother and a home visit 

to observe mother–child interactions. Internal reliability was acceptable-to-good (Year 7, α 
= .75; Year 10, α = .81).

Risk Variables

Externalizing behaviors.—Problematic behavior was identified using the externalizing 

behaviors subscale of the CBCL (Achenbach, 1991). Because we were making comparisons 

within the study sample only and using a repeated measures design, we followed 

Achenbach’s recommendations for using the CBCL in research and used raw scores in all 

statistical analyses. Further, the externalizing subscale of the CBCL has exhibited good 

long-term (1–2 year intervals) reliability at age ranges similar to those used in this study (α 
< .85).

Covariates.—We included three covariates: family SES, child age, and child gender. The 

family SES variable was determined using the Hollingshead Four-Factor Index of 

Socioeconomic Status (Hollingshead, 1975). Because existing research has shown lower 

SES can negatively affect children’s academic and social competence, the current study 

controlled for SES in all models. The variable child age was dummy coded to control for 

maturation at age 7 years ( = 0) and age 10 years (= 1). Child gender was dummy coded as 

girl (= 0) and boy (= 1). All models controlled for child age, child gender, and family SES 

covariates.
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Analysis

Study data were obtained from the sample children at two time points: age 7 years (Year 7) 

and age 10 years (Year 10). Because the data did not meet the assumption of independence 

required for ordinary least squares regression techniques, we used linear mixed modeling to 

account for nested data, that is, multiple observations within persons. To test for associations 

between competence and family-level factors, we created a series of two-level, random-

intercept, fixed-effects models. The assumption of normally distributed residuals was 

checked via visual inspection of histograms and Q-Q plots generated from the initial full 

models for social and academic competency. Outliers were removed, and then assumptions 

rechecked before refining the model.

All independent variables of interest were measured at each assessment point. However, 

separating and modeling within-person effects and between-person effects can be a highly 

informative approach, because their associations with variance in outcome measures may 

differ in kind or degree. For example, differences between families in mean levels of 

parental monitoring may not be associated with social competence, but within-family 

changes in parental monitoring across time may be associated with change in social 

competence. In this example, a failure to decompose variance in the dependent variable due 

to between-person and within-person effects may result in a failure to observe any 

association between parental monitoring and social competence. Between-person (Level 2) 

differences were captured by first calculating each participant’s average score across the two 

assessment periods, and then subtracting the grand mean of the sample. Within-person 

(Level 1) changes were captured by subtracting each participant’s cross-assessment average 

from that participant’s observed score at each assessment (i.e., group-mean centered). 

Effects associated with Level 2 variables indicated the impact on competence of residing 

higher or lower on a measure relative to other participants. Effects associated with Level 1 

variables indicated the impact of fluctuation on a measure relative to that participant’s 

average value.

Preliminary descriptive analysis revealed missingness on multiple predictor variables that 

would result in significant loss of data. Although linear mixed modeling using full 

information maximum likelihood estimation allows for missingness on outcome variables, 

missing data on independent variables results in listwise deletion. Therefore, we used Mplus 

v.8 (Muthén & Muthén, 1998–2017) to conduct two-level imputation of missing data, using 

Bayesian estimation under an unrestricted model (Asparouhov & Muthén, 2010) to generate 

10 datasets with no missing data for each model (i.e., academic and social competence). 

Rates of missing data were typically low, although the HOME measure had rates of missing 

data exceeding 50%. No events or reports during the data collection process suggested the 

presence of non-ignorable missing data. Similarly, examination of patterns of missingness 

and pairwise descriptive did not suggest the presence of non-ignorable missing data.

Given the exploratory nature of this analysis, a backward-stepwise approach was taken to 

model refinement: all predictors were entered into the main effects model, and then removed 

one-by-one based on criteria for entry (p < .200) and removal (p ≥ .200). Consideration for 

variable removal was made on a pair-by-pair basis to maintain the between/within variance 

decomposition: to be removed, the Level 1 and Level 2 versions of a predictor variable had 
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to be associated with p-values greater than or equal to .200. Last, again using a backward-

stepwise approach with the same p-value threshold for entry and removal as used for the 

main effects, we tested potential Level 2 interactions between externalizing behavior and 

promotive factors. Because this study was largely exploratory, the threshold for statistical 

significance of individual predictors was set at p < .100. Change in overall model fit at each 

stage of refinement was assessed using the sample-size adjusted Bayesian Information 

Criteria (BIC).

Results

Social Competence

Examination of Level 1 residual plots suggested acceptable normality; therefore, we 

proceeded with imputation with the full sample. Relative model fit improved across each 

step of refinement for the promotive (BIC = 1335.253), externalizing behaviors (BIC = 

1336.773), and final moderation (BIC = 1337.081) models. Full results for social 

competence models are presented in Table 2.

Between-persons results.—The promotive model indicated that on a between-persons 

level, the specific factors significantly associated with children’s social competence included 

a positive relationship with the child (β = 0.352, p = .006), positive parenting (β = 0.830, p 
= .008) and PSI scores (β = −0.142, p = .054). In addition, the between-persons association 

of HOME with social competence approached significance (β = 0.251, p=.105). Next, we 

added externalizing behaviors to the model to test whether promotive relationships remained 

stable in the context of risk. When the externalizing behaviors variable was added to the 

model, two family factors remained significant predictors of social competence: positive 

relationship with the child (β = 0.294, p = .015) and positive parenting (β = 0.844, p = .008); 

however, PSI was no longer a significant predictor of social competence (β = −0.119, 

p=.122). Further, with the addition of externalizing behaviors to the model, home 

environment (β = 0.252, p = .099) emerged as a significant predictor of social competence 

on the between-person level. The protective model also yielded two statistically significant 

Level-2 interactions: PMS with externalizing behavior (β = −0.064, p = .038); positive 

parenting with externalizing behavior (β = 0.099, p = .097). Specifically, these interactions 

were such that higher relative parental monitoring signaled an exacerbation of the negative 

association between externalizing behavior and social competence, but higher relative 

positive parenting signaled an amelioration of the negative association between externalizing 

behavior and social competence.

Within-person results.—The promotive model indicated that on a within-person level, 

scores on the PMS (β = 0.398, p = .071) and FSS (β = −0.128, p = .088) were significantly 

associated with children’s social competence, with the PSI (β = 0.132, p = .103) 

approaching significance. When the externalizing behaviors variable was added to the 

model, within-person changes in PMS remained a significant predictor of social competence 

(β = 0.417, p = .069; see Figure 1), but FSS only approached significance (β = −0.122, p 
= .110). The protective model did not yield any interactions at the within-person level.
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Academic Competence

Examination of Level 1 residual plots suggested acceptable normality; therefore, we 

proceeded with imputation with the full sample. Relative model fit improved across each 

step of refinement for the promotive (BIC = 518.586), externalizing behaviors (BIC = 

516.724), and final moderation (BIC = 516.825) models. Full results of the academic 

competence models are presented in Table 3.

Between-persons results.—The promotive model indicated that on a between-persons 

level, SES (β = 0.015, p = .090), PSI (β = −0.020, p = .003) and FSS (β = −0.017, p = .007) 

were significantly associated with children’s academic competence. We then added the 

externalizing behaviors variable to the model to test whether promotive relationships 

remained stable in the context of risk. Similar to the models for social competence, we found 

that SES (β = 0.016, p = .070), PSI (β = −0.016, p = .063) and FSS (β = −0.015, p = .017) 

remained significantly associated with academic competence. However, in this model, the 

externalizing behaviors variable was not significantly associated with academic competence 

on the between-person level. The protective model did not yield any statistically significant 

interactions on the between-persons level.

Within-person results.—The promotive model indicated that on a within-person level, 

FSS (β = 0.018, p = .025) was significantly associated with academic competence. When the 

externalizing behaviors variable was added to the model, within-person changes in 

externalizing behaviors (β = −036, p = .080) and FSS (β = 0.016, p = .062; see Figure 2) 

were significantly associated with academic competence. The protective model failed to 

yield any statistically significant interactions of promotive factors with externalizing 

behavior.

Discussion

Although research has documented the critical, positive role social and academic 

competence play in a child’s life trajectory, research on African American children has 

tended to focus on identifying deficits and shortfalls in social and academic competencies. 

Not only has this literature tended to overlook the existence of African American children’s 

social and academic competencies but it has also largely ignored the protective and 

promotive factors within African American families that may account for the resiliency of 

these children. The aim of this study was to explore family-level factors and identify the 

promotive and protective effects of those factors on the social and academic competence of 

African American children. By focusing on the strengths and resources of African American 

families, this study contributes to a paradigm shift in the way that researchers think about 

African American children’s development and life trajectories. Moreover, this study’s 

inclusion of African American families from diverse socioeconomic backgrounds provides 

insight to the literature on childhood social and academic competence.

Social Competence Promotive Model

Our hypothesis for the social competence promotive model was partially supported. As 

anticipated, our findings supported the relationship between the social competence of 
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African American children and the following four factors: the quality of the parent–child 

relationship, use of positive parenting practices, low parental stress, and a routine family 

home environment (between-person effects). Additionally, the results indicated that changes 

over time in factors such as parental monitoring, parental stress level, and the family’s social 

support network were related to corresponding changes over time in children’s social 

competence (within-person effects). In our study, the average effects for the mother–child 

relationship were significant, positive predictors of children’s successful development of 

social competence. This finding is similar to Washington and colleagues’ (2013) finding that 

African American children in kinship care placements who had maintained a high-quality 

relationship with their birth parents had higher levels of social competence than their 

counterparts without a quality relationship with birth parents. Our finding is also similar to 

Toldson et al.’s (2006) finding that African American children with high levels of social 

competence had frequent parent–child interactions. Our study also revealed that when the 

mothers’ parenting practices included positive interactions and qualities, such as high levels 

of verbal praise for the child and frequent demonstration of physical affection (i.e., positive 

parenting), their children’s social skills were higher on average. The study finding that 

positive parenting practices are positively associated with social competence is consistent 

with the findings of Garner (2006) and Oraveez and colleagues (2008), which showed 

positive parenting practices were predictive of social competence among African American 

children from low-income households.

Another predictor of children’s social competence was the level of parental stress, with 

lower levels of parental stress associated with better social skills among African American 

children. This finding is consistent with prior research that suggested mothers’ good 

psychological health was associated with positive child outcomes (Deater-Deckard & 

Panneton, 2017; Guajardo, Snyder, & Petersen, 2009). Last, we found the family home 

environment positively influenced children’s social competence at a trend level; this finding 

suggests children in homes with more quality and quantity of support and stimulation on 

average had higher social competence scores. This finding is similar to those reported by 

Toldson and colleagues’ (2006) and Washington and colleagues’ (2013), whose studies 

demonstrated that children with higher levels of social competence had been raised in 

families with a routine environment, had defined family roles, and whose family members 

displayed warmth and cohesiveness within the family home environment.

Our results showed a clear link between changes in the extent of parental monitoring and 

corresponding changes in children’s social competence. Similar to Taylor and colleagues 

(2015) who found parental monitoring of children in Grade 6 (Time 2) predicted change in 

children’s social competence at Grade 7 (Time 3), we found that children exhibited high 

levels of social competence during periods with high levels of parental monitoring. Our 

finding is also parallel to Top et al.’s (2017) study that found a greater extent of parental 

monitoring had positive impacts on children social skills. The importance of parental 

monitoring to prevent problem behaviors and promote social competence among African 

American children has been solidified in a report by the APA Task Force on Resilience and 

Strength in Black Children and Adolescent (APA, 2008). In addition, Miller, McKay, and 

Baptiste’s (2007) study further underscored the importance of parents providing consistent 

parental monitoring before African American children initiated risk-taking behaviors.
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Although we found a significant within-person association between family social support 

and children’s social competence, the direction of this association was contradictory to what 

we had expected. For example, we found that at data collection points when the family had 

low levels of social support, the children had high levels of social competence. This 

unexpected relationship might be due to families with high levels of social support 

experiencing challenges that require support from formal resources (e.g., Food Stamps, 

daycare assistance vouchers) as well as informal support networks (e.g., family members 

watching children to enable parents to work double shifts for extra income). Our finding of 

this inverse relationship may mean that the challenges these families are experiencing could 

negatively affect children’s competence. Moreover, perhaps the types of support the families 

in our study received did not prevent risk to children’s social competence. Notably, our 

results showed that whereas parental stress only approached statistical significance at the 

within-person level, parental stress was a promotive factor of children’s social competence at 

the between-person level.

When we added externalizing behaviors (i.e., risk) to the promotive model as a control 

variable, we found the promotive effects of the parent–child relationship, positive parenting 

practices, and parental monitoring remained significant predictors of children’s social 

competence. However, in this model, the family home environment was statistically 

significant whereas family social support and parental stress only approached significance.

Social Competence Protective Model

The Social Competence Protective Model assessed the extent to which each family-level 

factor moderated the association between externalizing behaviors (i.e., risk) and children’s 

social competence. For social competence, we found two statistically significant interactive 

effects. First, positive parenting practices ameliorate the negative effects of externalizing 

behaviors on children’s social competence. Equally important, research indicates that 

positive parenting practices are important influences on children’s social competence 

regardless of risk. Our study indicates that the influence of positive parenting practices) is 

more pronounced for African American children at risk for externalizing behaviors 

problems. Second, parental monitoring moderated the relationship between children’s 

externalizing behaviors and social competence. However, the direction of the moderating 

effects is not as we predicted, and this finding contradicts other research that found parental 

monitoring was protective of African American children’s problem behaviors and social 

competence (APA, 2008; Bean, Barber, & Crane, 2006; Stanton et al., 2002). Monitoring has 

been found to be especially important for African American youth living in high-crime, 

poverty-stricken neighborhoods (Bean et al., 2006). However, rather than basing the study 

definition of risk on SES, our study defined risk based on externalizing behaviors and used a 

sample representing mixed SES strata. Therefore, given this context, perhaps parental 

monitoring should not be expected to be protective for our study population. Further, for this 

sample, and as opposed to parental monitoring buffering the effect of risk on children’s 

social skills, it is feasible that exhibiting high levels of parental monitoring was indicative of 

parents monitoring children with externalizing behavior problems.
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Academic Competence Promotive and Protective Models

Our hypothesis for the academic competence promotive model was partially supported. As 

anticipated, the average level of academic competence of African American children was 

found to be related to the following three family-level factors: low parental stress, family 

social support, and family SES (between-person effects). Additionally, our results indicated 

that changes occurring over time in family’s social support network were related to 

corresponding changes that occurred over time in children’s academic competence (within-

person effects). On average in our study, children with higher levels of academic competence 

were those whose mothers experienced low levels of stress while parenting children. This 

finding is consistent with those of other studies that found children had better overall 

academic outcomes when their caregivers were less stressed (Harmeyer et al., 2016; Tan et 

al., 2017). Notably, at the between-person level, family support had an inverse relationship 

with academic competence, whereas at the within-person level, family support had a positive 

relationship with children’s academic competence. This finding suggests that, on average, 

when children’s academic levels are higher, their families are receiving less social support. 

However, at the data collection points when levels of family social support were higher, the 

children had higher levels of academic competence (within-person effects). The finding that 

family social support can promote children’s academic competence is reinforced by the risk 

and resilience literature, which suggests both a supportive family milieu and an external 

support system contribute to children’s positive outcomes (Fraser et al., 2004). Moreover, 

this finding is consistent with research that has found a positive association between social 

support and children’s developmental outcomes (Bradley, Davis, Kaye, & Wingo, 2014). As 

noted, considerable research has documented the importance of teacher support for 

children’s academic outcomes; however, less empirical knowledge is available regarding the 

effects of family social support. Thus, our study makes a significant contribution to the 

literature by providing evidence of the ways in which family social support can have a 

positive impact on children academic outcomes.

Equally important, once externalizing behaviors (i.e., risk) were added to the promotive 

model as a control variable, all associations remained the same for all family-level factors 

and academic competence. In addition, the externalizing behaviors in this model had a 

negative relationship with children’s academic outcomes. On average, children with no or 

low levels of externalizing behaviors had better academic competence, and therefore, the 

presence of risk did not affect the role of family-level factors on academic competence. For 

the academic protective model, no family-level factors were found to ameliorate the risk of 

externalizing behaviors on children’s academic outcomes.

Limitations

This study has several strengths and presents key findings; however, notable limitations must 

be considered when interpreting the findings. First, although the larger study (from which 

we obtained our study data) collected data from children at ages 5, 7, and 10 years, we were 

unable to use the data collected at the earliest time point (i.e., age 5) because data were 

missing for several family-level variables that were of primary interest in the current study. 

Second, the larger study did not collect data on racial/cultural variables (e.g., experiences or 

perceptions of racism, discrimination, and parental racial socialization). Thus, we were 
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unable to examine racial/cultural family-level factors (e.g., parental racial socialization) to 

determine whether these factors served as promotive or protective factors for African 

American children’s social and academic competence. This is a limitation given the growing 

body of research that has found parental racial socialization associated with a range of 

positive developmental outcomes, including children’s socioemotional adjustment (Neblett 

et al., 2008) and academic achievement (Brown, Linver, Evans, & DeGennaro, 2009; 

Hughes, Witherspoon, Rivas-Drake, & West-Bey, 2009). A third limitation stems from the 

study’s reliance on the mothers as the only raters of family-level factors. This limitation is 

important because using multiple raters or triangulating data from multiple sources typically 

strengthens the validity of study findings. Also, given the flexible roles that fathers play in 

the African American families (Hill, 1999), data from them may have provided additional 

knowledge. However, the original study did not include data from the fathers on all the 

measures of family-level factors that were used in our study.

Future Research

Scholars have argued that African American parents need to socialize their children to their 

own culture as well as the mainstream culture to ensure their children have the skills and 

understanding needed to survive in an environment that is often hostile, prejudiced, and 

discriminatory (McAdoo, 1997). Thus, future research should continue to explore the ways 

in which parental racial socialization influences children’s social and academic skills. 

Additionally, research has documented the negative influence of racism, prejudice, and 

discrimination on children’s developmental and academic outcomes (Neblett et al., 2006; 

Wong et al., 2003) such as the racial disproportionality of school discipline. The implicit 

bias held by many teachers and school administrators toward African American students is 

reflected in the number of African American students, especially boys, who are suspended 

or expelled from school. This disparity is critically important because students who 

experience frequent suspensions from school are more likely to fall behind their peers, lack a 

connection to their school, and thus, more likely to drop out, creating a negative trajectory 

with limited opportunity (Barbarin, 2010; Mallett, 2016; Rudd, 2014). Thus, future research 

should investigate the direct impact of racial/cultural factors (e.g., racism, discrimination, 

parental racial socialization) on children’ social and academic outcomes, as well as how 

these factors influence the relationship between family-level factors and children’ social and 

academic outcomes. Perhaps this line of inquiry will contribute to reducing the White/Black 

academic gaps. In addition, although the current study contributes to filling the gap in 

research examining middle-class and working-class African Americans, additional research 

is warranted to advance understanding of the role social context plays in influencing human 

development (e.g., Garner, 2006).

A recent report issued by the Centers for Disease Control and Prevention (CDC; Jones & 

Mosher, 2013) has contributed substantially to debunking the myth that African American 

fathers are not involved in their children’s lives. Indeed, the CDC’s study found that among 

nonresidential fathers, African American fathers were more involved with their children than 

fathers of other race/ethnicities. Further, research has documented the important role of the 

father–child relationship in children’s development, including social and academic 

competence (Fagan, Levine, Kaufman, & Hammar, 2016; Harper & Fine, 2006; Washington, 
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Cryer, Coakley, et al., 2014). Given this emerging body of literature, we suggest further 

research on fathers’ influence on African American children’s social and academic 

competence.

In sum, results from this study suggest four family-level factors within African American 

families can positively influence African American children’s social competence: the quality 

of the parent–child relationship, use of positive parenting practices, low parental stress, and 

a routine family home environment. The study also showed that two factors—low parental 

stress and family social support— were promotive factors of children’s academic 

competence. Perhaps the two most salient family-level factors to emerge as having a positive 

influence on children outcomes were parental monitoring and social support because 

changes in monitoring were associated with corresponding changes in social competence, 

and changes in social support were associated with corresponding changes in academic 

competence. The findings of the current study significantly add to the literature given that 

historically research on African American children has not used a strengths-based approach 

to investigate the developmental patterns of children’s adjustment and has rarely included 

families from various SES strata,. Moreover, the findings from the current study are 

significant for preventive intervention work by highlighting possible points of focus when 

the goal is to promote African American children’s social and academic competence. 

Equally important, although this study represents an important contribution to the literature, 

additional research is needed to examine other protective and promotive factors at the 

individual, family, and societal/community levels that impact African American children’s 

development of competent behaviors and skills.

Acknowledgements:

This research was supported by a National Institute of Mental Health (NIMH) Grant (MH 58144). The authors 
thank the parents and children who have repeatedly given their time and effort to participate in this research and are 
grateful to the entire RIGHT Track staff for their help collecting, entering, and coding data.

References

Abidin R,R, & Brunner JF (1995). Development of a parenting alliance inventory. Journal of Clinical 
Child Psychology, 24, 31–40. 10.1207/s15374424jccp2401_4

Achenbach TM (1991). Manual for the Child Behavior Checklist/4–18 and 1991 Profile. Burlington, 
VT: University of Vermont Department of Psychiatry.

American Psychological Association, Task Force on Resilience and Strength in Black Children and 
Adolescents. (2008). Resilience in African American children and adolescents: A vision for optimal 
development. Washington, DC: Author Retrieved from http://www.apa.org/pi/cyf/resilience.html

Annie E. Casey Foundation. (2012). Stepping up for kids: What government and communities should 
do to support kinship families. Baltimore: Author Retrieved from https://www.aecf.org/resources/
stepping-up-for-kids/

Asparouhov T, & Muthén B (2010). Bayesian analysis using Mplus: Technical implementation (Mplus 
Technical Report). Retrieved from http://statmodel.com/download/Bayes3.pdf

Assari S (2018). High Income Protects Whites but Not African Americans against Risk of Depression. 
Healthcare (Basel, Switzerland), 6(2), 37. doi:10.3390/healthcare6020037

Barbarin O (2010). Halting African American boys’ progression from pre-K to prison: What families, 
schools, and communities can do! American Journal of Orthopsychiatry, 80,81–88. 10.1111/
j.1939-0025.2010.01009.x

Washington et al. Page 19

Child Youth Care Forum. Author manuscript; available in PMC 2021 June 01.

A
uthor M

anuscript
A

uthor M
anuscript

A
uthor M

anuscript
A

uthor M
anuscript

http://www.apa.org/pi/cyf/resilience.html
https://www.aecf.org/resources/stepping-up-for-kids/
https://www.aecf.org/resources/stepping-up-for-kids/
http://statmodel.com/download/Bayes3.pdf


Barbarin OA, McCandies T, Coleman C, & Hill NE (2005). Family Practices and school performance 
of African American Children. In McLoyd VC, Hill NE, & Dodge KA (Eds.), Duke Series in Child 
Development and Public Policy. African American family life: Ecological and cultural diversity (pp. 
227–244). New York, NY: Guilford Press..

Bean RA, Barber BK, & Russell Crane D (2006). Parental support, behavioral control, and 
psychological control among African American youth: The relationships to academic grades, 
delinquency, and depression. Journal of Family Issues, 27, 1335–1355. 
10.1177/0192513X06289649

Billingsley A, & Morrison-Rodriguez B (2007). The Black family in the twenty-first century and the 
church as an action system: A macro perspective. In See LA (Ed.), Human behavior in the social 
environment from an African-American perspective (2nd ed., 57–74). New York, NY: Haworth 
Press.

Bradley B, Davis TA, Kaye J, & Wingo A (2014). Developmental social factors as promoters of 
resilience in childhood and adolescence. In Kent M, Davis MC, & Reich JW (Eds.), The resilience 
handbook: Approaches to stress and trauma (pp. 197–226). New York, NY: Routledge.

Braveman PA, Cubbin C, Egerter S, Chideya S, Marchi KS, & Metzler M (2005). Socioeconomic 
status in health research: One size does not fit all. JAMA, 294, 2879–2888. 10.1001/
jama.294.22.2879 [PubMed: 16352796] 

Brody GH, Chen Y, Kogan SM, Murry VM, Logan P, & Luo Z (2008). Linking perceived 
discrimination to longitudinal changes in African American mothers’ parenting practices. Journal 
of Marriage and Family, 70, 319–331. 10.1111/j.1741-3737.2008.00484.x

Brody GH, Stoneman Z, & Flor D (1995). Linking family processes and academic competence among 
rural African American youths. Journal of Marriage and Family, 57, 567–579. 10.2307/353913

Brown T, Linver M, Evans M, & DeGennaro D (2009). African-American parents racial and ethnic 
socialization and adolescent academic grades: Teasing out the role of gender. Journal of Youth and 
Adolescence, 38, 214–227. 10.1007/s10964-008-9362-z [PubMed: 19636719] 

Cabrera N, & the SRCD Ethics and Racial Issues Committee. (2013). Positive development of 
minority children. Social Policy Report, 27(2), 1–30. 10.1002/j.2379-3988.2013.tb00075.x

Caldwell BM, & Bradley RH (1984). Home observation for measurement of the environment. Little 
Rock: University of Arkansas.

Clements MA, Reynolds A, & Hickey E (2004). Site-level predictors of children’s school and social 
competence in the Chicago child-parent centers. Early Childhood Research Quarterly, 19(2), 273–
296. 10.1016/j.ecresq.2004.04.005

Deater-Deckard K, & Panneton R (2017). Unearthing the developmental and intergenerational 
dynamics of stress in parent and child functioning. In Deater-Deckard K & Panneton R (Eds.), 
Parental stress and early child development (pp. 1–11). Cham, Switzerland: Springer International 
10.1007/978-3-319-55376-4

Dotterer AM, Lowe K, & McHale SM (2014). Academic growth trajectories and family relationships 
among African American Youth. Journal of Research on Adolescence, 24, 734–747. 10.1111/
jora.12080 [PubMed: 27122959] 

Dunst CJ, Jenkins V, & Trivette CM (1984). The Family Support Scale: Reliability and validity. 
Journal of Individual, Family and Community Wellness, 1, 45–52. https://
www.researchconnections.org/childcare/resources/18167

DuPaul GJ, Rapport MD, & Perriello LM (1991). Teacher ratings of academic skills: The development 
of the Academic Performance Rating Scale. School Psychology Review, 20, 284–300.

Fantuzzo J, Coolahan K, Mendez J, McDermott P, & Sutton-Smith B (1998). Contextually-relevant 
validation of peer play constructs with African American Head Start children: Penn Interactive 
Peer Play Scale. Early Childhood Research Quarterly, 13, 411–431. 10.1016/
S0885-2006(99)80048-9

Fagan J, Levine EC, Kaufman R, & Hammar C (2016). Low-income, nonresident fathers’ coparenting 
with multiple mothers and relatives: Effects on fathering. Journal of Family Psychology, 30(6), 
665–675. 10.1037/fam0000231 [PubMed: 27513285] 

Franklin J (2007). African American families: A historical note. In McAdoo HP (Ed.), Black families 
(4th ed., pp. 20–25). Thousand Oaks, CA: Sage Publications, Inc.

Washington et al. Page 20

Child Youth Care Forum. Author manuscript; available in PMC 2021 June 01.

A
uthor M

anuscript
A

uthor M
anuscript

A
uthor M

anuscript
A

uthor M
anuscript

https://www.researchconnections.org/childcare/resources/18167
https://www.researchconnections.org/childcare/resources/18167


Fraser M, Kirby L, & Smokowski P (2004). Risk and resilience in childhood. In Fraser MW (Ed.), 
Risk and resilience in childhood: An ecological perspective (2nd ed., pp. 13–66). Washington, DC: 
NASW Press.

Freeman E, & Logan S (2004). Reconceptualizing the strengths and common heritage of Black 
families : Practice, research, and policy issues. Springfield, IL: Charles C. Thomas.

Frick PJ (1991). Alabama Parenting Questionnaire. Retrieved from Retrieved from PsycTESTS. 
10.1037/t58031-000

Fuller-Thomson E, & Minkler M (2000). African American grandparents raising grandchildren: A 
national profile of demographic and health characteristics. Health and Social Work, 25(2), 109–
118. 10.1093/hsw/25.2.109 [PubMed: 10845145] 

Garner PW (2006). Prediction of prosocial and emotional competence from maternal behavior in 
African American preschoolers. Cultural Diversity and Ethnic Minority Psychology, 12(2), 179–
198. 10.1037/1099-9809.12.2.179 [PubMed: 16719571] 

Gresham FM, & Elliot SN (1990). Social skills rating system manual. Circle Pines, MN: American 
Guidance Service.

Guajardo NR, Snyder G, & Petersen R (2009). Relationships among parenting practices, parental 
stress, child behavior, and children’s social-cognitive development. Infant and Child Development, 
18(1), 37–60. 10.1002/icd.578

Guidubaldi J, & Perry JD (1984). Divorce, socioeconomic status, and children’s cognitive-social 
competence at school entry. American Journal of Orthopsychiatry, 54, 459–468. 10.1111/
j.1939-0025.1984.tb01511.x

Gutman LM, Sameroff AJ, & Eccles JS (2002). The academic achievement of African American 
students during early adolescence: An examination of multiple risk, promotive, and protective 
factors. American Journal of Community Psychology, 30, 367–400. 10.1023/A:1015389103911 
[PubMed: 12054035] 

Hagger MS, Sultan S, Hardcastle SJ, & Chatzisarantis NLD (2015). Perceived autonomy support and 
autonomous motivation toward mathematics activities in educational and out-of-school contexts is 
related to mathematics homework behavior and attainment. Contemporary Educational 
Psychology, 41, 111–123. 10.1016/j.cedpsych.2014.12.002

Harmeyer E, Ispa JM, Palermo F, & Carlo G (2016). Predicting self-regulation and vocabulary and 
academic skills at kindergarten entry: The roles of maternal parenting stress and mother-child 
closeness. Early Childhood Research Quarterly, 37, 153–164. 10.1016/j.ecresq.2016.05.001

Harper S, & Fine M.(2006). The effects of involved nonresidential fathers’ distress, parenting 
behaviors, inter-parental conflict, and the quality of father-child relationships on children’s well-
being. Fathering, 4, 286–311. 10.3149/fth.0403.286

Henry CS, Plunkett SW, & Sands T (2011). Family structure, parental involvement, and academic 
motivation in Latino adolescents. Journal of Divorce and Remarriage, 52, 370–390. 
10.1080/10502556.2011.592414

Herman KC, Lambert SF, Reinke WM, & Ialongo NS (2008). Low academic competence in first grade 
as a risk factor for depressive cognitions and symptoms in middle school. Journal of Counseling 
Psychology, 55, 400–410. 10.1037/a0012654 [PubMed: 26279587] 

Hill RB (1972). The strengths of Black families (2nd ed.). New York, NY: National Urban League.

Hill RB (1977). Informal adoption among Black families. Washington, DC: National Urban League 
Research Department.

Hill RB (1999). The strengths of African American families: Twenty-five years later. Lanham, MD: 
University Press of America.

Hollingshead AB (1975). Four factor index of social status. Unpublished manuscript, Yale University, 
New Haven, CT.

Hudson DL, Puterman E, Bibbins-Domingo K, Matthews KA, & Adler NE (2013). Race, cumulative 
socioeconomic position, racial discrimination, depressive symptoms and self-rated health. Science 
& Medicine, 97(7), 7–14. 10.1016/j.socscimed.2013.07.031

Hughes D, Witherspoon D, Rivas-Drake D, & West-Bey N (2009). Received ethnic-racial socialization 
messages and youths’ academic and behavioral outcomes: Examining the mediating role of ethnic 

Washington et al. Page 21

Child Youth Care Forum. Author manuscript; available in PMC 2021 June 01.

A
uthor M

anuscript
A

uthor M
anuscript

A
uthor M

anuscript
A

uthor M
anuscript



identity and self-esteem. Cultural Diversity & Ethnic Minority Psychology,15(2),112–124. 
10.1037/a0015509 [PubMed: 19364198] 

Huston AC, & Bentley AC (2010). Human development in societal context. Annual Review of 
Psychology, 61, 411–437. 10.1146/annurev.psych.093008.100442

Jones DE, Greenberg M, & Crowley M (2015). Early social-emotional functioning and public health: 
The relationship between kindergarten social competence and future wellness. American Journal 
of Public Health, 105, 2283–2290. 10.2105/AJPH.2015.302630 [PubMed: 26180975] 

Jones J, & Mosher WD (2013). Fathers’ involvement with their children: United States, 2006–2010. 
National Health Statistics Reports, 71, 1–21. Retrieved from https://www.cdc.gov/nchs/data/nhsr/
nhsr071.pdf

Kesner JE, & McKenry PC (2001). Single parenthood and social competence in children of color. 
Families in Society, 82(2), 136–144. 10.1606/1044-3894.210

Landy S (2002). Pathways to competence: Encouraging healthy social and emotional development in 
young children. Baltimore, MD: Paul H. Brookes.

Lowe K, & Dotterer A (2013). Parental monitoring, parental warmth, and minority youths’ academic 
outcomes: Exploring the integrative model of parenting. Journal of Youth and Adolescence, 42, 
1413–1125. 10.1007/s10964-013-9934-4 [PubMed: 23456244] 

McAdoo HP (1997). Upward mobility across generations in African American families. In McAdoo 
HP (Ed.), Black families (3rd ed., pp. 139–162). Thousand Oaks, CA: Sage.

Malczyk B, & Lawson H (2017). Parental monitoring, the parent-child relationship and children’s 
academic engagement in mother-headed single-parent families. Children and Youth Services 
Review, 73, 274–282. doi:10.1016/j.childyouth.2016.12.019

Mallett C (2016). The school-to-prison pipeline: Disproportionate impact on vulnerable children and 
adolescents. Education and Urban Society, 49, 563–592. 10.1177/0013124516644053

McCoy H, & Bowen E (2014). Disproportionality and disparities in the juvenile system and the courts. 
In Fong R, Dettlaff AJ, James J, & Rodriguez C (Eds.), Addressing racial disproportionality and 
disparities in human services: Multisystemic approaches (pp.208–237). New York, NY: Columbia 
University Press 10.7312/fong16080-009

Miller S, McKay M, & Baptiste D (2007). Social support for African American low-income parents: 
The influence of preadolescents’ risk behavior and support role on parental monitoring and child 
outcomes. Social Work in Mental Health, 5(1/2).

Murray C (2009). Parent and teacher relationships as predictors of school engagement and functioning 
among low-income urban youth. Journal of Early Adolescence, 29, 376–404. 
10.1177/0272431608322940

Musu-Gillette L, de Brey C, McFarland J, Hussar W, Sonnenberg W, & Wilkinson-Flicker S (2017). S 
tatus and trends in the education of racial and ethnic groups 2017 (NCES 2017–051). Washington, 
DC: U.S. Department of Education, National Center for Education Statistics Retrieved from 
https://nces.ed.gov/pubs2017/2017051.pdf

Muthén LK, & Muthén BO (1998–2017). Mplus user’s guide (8th ed.). Los Angeles, CA: Muthén & 
Muthén.

Neblett EW, Philip CL, Cogburn CD, & Sellers RM (2006). African American adolescents’ 
discrimination experiences and academic achievement: Racial socialization as a cultural 
compensatory and protective factor. Journal of Black Psychology,32(2), 199–218. 
10.1177/0095798406287072

Neblett EW White RL, Ford KR, Philip CL, Nguyen HX, & Sellers RM (2008). Patterns of racial 
socialization and psychological adjustment: Can parental communications about race reduce the 
impact of racial discrimination? Journal of Research on Adolescence, 18, 477–515. 10.1111/
j.1532-7795.2008.00568.x

Oravecz LM, Koblinsky SA, & Randolph SM (2008). Community violence, interpartner conflict, 
parenting, and social support as predictors of the social competence of African American 
preschool children. Journal of Black Psychology, 34(2), 192–216. 10.1177/0095798408314142

Patten E, & Manuel Krogstad J (2015). Black child poverty rate holds steady, even as other groups see 
declines. Washington, DC: Pew Research Center Retrieved from http://pewrsr.ch/1M7La40

Washington et al. Page 22

Child Youth Care Forum. Author manuscript; available in PMC 2021 June 01.

A
uthor M

anuscript
A

uthor M
anuscript

A
uthor M

anuscript
A

uthor M
anuscript

https://www.cdc.gov/nchs/data/nhsr/nhsr071.pdf
https://www.cdc.gov/nchs/data/nhsr/nhsr071.pdf
https://nces.ed.gov/pubs2017/2017051.pdf
http://pewrsr.ch/1M7La40


Pianta RC (Ed.) (1996). Manual and scoring guide for the Student-Teacher Relationship Scale. 
Charlottesville: University of Virginia

Rudd T (2014). Racial disproportionality in school discipline: Implicit bias is heavily implicated. 
Columbus, OH: The Ohio State University, Kirwan Institute for the Study of Race and Ethnicity 
Retrieved from http://kirwaninstitute.osu.edu/wp-content/uploads/2014/02/racial-
disproportionality-schools-02.pdf

Sani A (1997). Risk and protective factors as predictors of competence and social acceptance in 
African-American preschool children. ProQuest Information & Learning). Dissertation Abstracts 
International Section A: Humanities and Social Sciences, 57 (11), 4650.

Schiele JH (2017). The Afrocentric paradigm in social work: A historical perspective and future 
outlook. Journal of Human Behavior in the Social Environment, 27(1–2), 15–26.

Schneider BH (1993). Children’s social competence in context: The contributions of family, school 
and culture. Elmsford, NY, US: Pergamon Press.

Shonkoff JP, & Phillips DA (2000). From neurons to neighborhoods: The science of early childhood 
development. Washington, DC: National Academy Press.

Shumow L, Vandell DL, & Posner J (1999). Risk and resilience in the urban neighborhood: Predictors 
of academic performance among low-income elementary school children. Merrill-Palmer 
Quarterly, 45(2), 309–331.

Sirin SR (2005). Socioeconomic status and academic achievement: A meta-analytic review of research. 
Review of Educational Research, 75, 417–453. 10.3102/00346543075003417

Smith HY (2001). Building on the strengths of Black families: Self-help and empowerment. In Logan 
SL (Ed.), The Black family: Strengths, self-help, and positive change. (pp. 21–38). Boulder, CO: 
Westview Press 10.4324/9780429494574-4

Stanton B, Li X, Pack R, Cottrell L, Harris C, & Burns JM (2002). Longitudinal influence of 
perceptions of peer and parental factors on African American adolescent risk involvement. Journal 
of Urban Health, 79, 536–548. 10.1093/jurban/79.4.536 [PubMed: 12468673] 

Stattin H, & Kerr M (2000). Parental monitoring: A reinterpretation. Child Development, 71, 1072–
1085. 10.1111/1467-8624.00210 [PubMed: 11016567] 

Tan TX, Wang Y, & Ruggerio AD (2017). Childhood adversity and children’s academic functioning: 
Roles of parenting stress and neighborhood support. Journal of Child and Family Studies, 26, 
2742–2752. 10.1007/s10826-017-0775-8

Thomas CS (2015). A new look at the Black middle class: Research trends and challenges. 
Sociological Focus, 48(3), 191–207. 10.1080/00380237.2015.1039439

Thomlison B (2004). Child maltreatment: A risk and protective factor perspective. In Fraser MW 
(Ed.), Risk and resilience in childhood (2nd ed., pp. 89–131). Washington, DC: NASW Press.

Thurm AE, Carlson GA, Lyons AL, Grant KE, & Wagstaff AE (2014). Depressive symptoms in 
young, urban schoolchildren: Environmental, social, and cognitive risk. Journal of Prevention & 
Intervention in the Community, 42(3), 169–182. 10.1080/10852352.2014.916574 [PubMed: 
25050602] 

Toldson IA, Harrison MG, Perine R, Carreiro P, & Caldwell LD (2006). Assessing the impact of 
family process on rural African American adolescents’ competence and behavior using latent 
growth curve analysis. Journal of Negro Education, 75, 440–442.

Top N, Liew J, & Luo W (2017). Family and school influences on youths’ behavioral and academic 
outcomes: Cross-level interactions between parental monitoring and character development 
curriculum. Journal of Genetic Psychology, 178, 108–118. 10.1080/00221325.2017.1279118

Totsika V & Sylva K (2004). The Home Observation for Measurement of the Environment Revisited. 
Child and Adolescent Mental Health, 9, 25–35. [PubMed: 32797621] 

U.S. Department of Health and Human Services. (2001). Mental health: Culture, race, and ethnicity—
A supplement to mental health: A report of the surgeon general. Rockville, MD: Substance Abuse 
and Mental Health Services Administration..

Valiente C, Lemery-Chalfant K, Swanson J, & Reiser M (2008). Prediction of children’s academic 
competence from their effortful control, relationships, and classroom participation. Journal of 
Educational Psychology, 100(1), 67–77. 10.1037/0022-0663.100.1.67 [PubMed: 21212831] 

Washington et al. Page 23

Child Youth Care Forum. Author manuscript; available in PMC 2021 June 01.

A
uthor M

anuscript
A

uthor M
anuscript

A
uthor M

anuscript
A

uthor M
anuscript

http://kirwaninstitute.osu.edu/wp-content/uploads/2014/02/racial-disproportionality-schools-02.pdf
http://kirwaninstitute.osu.edu/wp-content/uploads/2014/02/racial-disproportionality-schools-02.pdf


Washington T, Cryer-Coupet Q, Coakley T, Labben J, Gleeson J, & Shears J (2014) Examining 
maternal and paternal involvement as promotive factors of competence in African American 
children in informal kinship care. Children and Youth Services Review, 44 pp. 9–15. doi: 10.1016/
j.childyouth.2014.05.019

Washington T, Gleeson JP, & Rulison KL (2013). Competence and African American children in 
informal kinship care: The role of family. Children and Youth Services Review, 35, 1305–1312. 
10.1016/j.childyouth.2013.05.011

Washington T, Stewart CJ, & Rose R (2019) Academic trajectories for children in foster and kinship 
care. Unpublished manuscript on file with authors.

Wong CA, Eccles JS, & Sameroff A (2003). The influence of ethnic discrimination and ethnic 
identification on African American adolescents school and socioemotional adjustment. Journal of 
Personality, 71, 1197–1232. 10.1111/1467-6494.7106012 [PubMed: 14633063] 

Yu R, & Singh K (2018). Teacher support, instructional practices, student motivation, and mathematics 
achievement in high school. Journal of Educational Research, 111(1), 81–94. 
10.1080/00220671.2016.1204260

Washington et al. Page 24

Child Youth Care Forum. Author manuscript; available in PMC 2021 June 01.

A
uthor M

anuscript
A

uthor M
anuscript

A
uthor M

anuscript
A

uthor M
anuscript



Figure 1. 
Predicted Social Competency scores given within-person changes in parental monitoring 

(PMS), controlling for other family-level factors, externalizing behaviors and SES. Dashed 

lines represent CI95% bands.
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Figure 2. 
Predicted Academic Competency scores give within-person changes in Family Social 

Support (FSS), controlling for other family-level factors, externalizing behaviors and SES. 

Dashed lines represent CI95% bands.
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Table 1.

Demographic characteristics of the AA families included in this study

Sex of Child N %

Male 38 41.8

Female 53 58.2

Mother Education

Some HS 2 2.30

HS Graduate 9 10.34

Some College 34 39.08

College Graduate 36 41.38

Advanced Degree 6 6.90

Father Education

Some HS 3 4.17

HS Graduate 23 31.94

Some College 33 45.83

College Graduate 10 13.89

Advanced Degree 3 4.17

Mother Marrital Status

Single 29 33.72

Divorced 6 6.98

Married 51 59.30

Mother Salary

None 5 6.33

< $20,000 20 25.32

$20,000–$34,999 35 44.30

$35,000–$49,999 13 16.46

≥ $50,000 6 7.59

Father Salary

None 0 0.00

< $20,000 11 16.67

$20,000–$34,999 22 33.33

$35,000–$49,999 14 21.21

≥ $50,000 19 28.79
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Table 2.

Social Competence Models

Social Competence

Promotive Factors Externalizing Behavior Protective Factors

    Parameter β S.E. β S.E. β S.E.

    Intercept 54.335** 1.155 54.153** 1.175 53.681** 1.207

    Sex −2.356 1.514 −2.175 1.509 −1.903 1.517

    Age 1.143 1.052 1.360 1.185 1.327 1.185

    SES 0.066 0.092 0.077 0.089 0.078 0.089

Level-1 (within)

    Externalizing Beh. 0.119 0.223 0.117 0.223

    FSS −0.128† 0.075 −0.122 0.077 −0.123 0.077

    PSI 0.132 0.081 0.131 0.080 0.131 0.080

    HOME −0.122 0.207 −0.124 0.210 −0.126 0.210

    Positive Relations 0.171 0.112 0.216 0.146 0.215 0.146

    PMS 0.398† 0.220 0.417† 0.229 0.417† 0.229

    Positive Parenting 0.190 0.399 0.161 0.396 0.163 0.396

Level-2 (between)

    Externalizing −0.219 0.140 −0.256† 0.153

    SES 0.054 0.087 0. 062 0.087 0.059 0.085

    FSS −0.014 0.056 0.003 0.059 0.011 0.059

    PSI −0.142† 0.074 −0.119 0.077 −0.114 0.076

    HOME 0.251 0.155 0.252† 0.153 0.214 0.151

    Positive Relations 0.352** 0.127 0.294* 0.121 0.321* 0.126

    PMS −0.244 0.224 −0.269 0.216 −0.309 0.222

    Positive Parenting 0.83** 0.314 0.844** 0.317 1.050** 0.325

Level-2 Interactions

    ExtBeh*PMS −0.064* 0.031

    ExtBeh*PosParent 0.099† 0.060

†
p < .10.

*
p < .05.

**
p < .01.

Note. SES – Socioeconomic Status, Externalizing Beh. – Externalizing Behavior, FSS – Family Support Scale, PSI – Parenting Stress Inventory-
Short Form, HOME – Home Observation of the Environment Inventory – Middle Childhood, Positive Relations – Child-Parent Relationship Scale-
Short Form, PMS – Parental Monitoring Scale, Positive Parenting – Alabama Parenting Questionnaire; β – unstandardized beta-coefficients, S.E. – 
standard error.
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Table 3.

Academic Competence Models

Academic Competence

Promotive Factors Externalizing Behavior Protective Factors

    Predictors β S.E. β S.E. β S.E.

    Intercept 3.696** 0.127 3.718** 0.124 3.723** 0.125

    Sex 0.062 0.196 0.083 0.197 0.077 0.197

    Age 0.015 0.115 −0.043 0.115 −0.043 0.115

    SES −0.013 0.015 −0.018 0.016 −0.018 0.016

Level-1 (within)

    Externalizing −0.036† 0.021 −0.036† 0.021

    FSS 0.018* 0.008 0.016† 0.008 0.016† 0.008

    PSI 0.001 0.008 0.003 0.008 0.003 0.008

Level-2 (between)

    Externalizing −0.019 0.019 −0.031 0.020

    SES 0.015† 0.009 0.016† 0.009 0.017† 0.009

    FSS −0.017** 0.006 −0.015* 0.006 −0.015* 0.006

    PSI −0.02** 0.007 −0.016† 0.009 −0.016† 0.008

Level-2 Interactions

    ExtBeh*PSI 0.001 0.001

†
p < .10.

*
p < .05.

**
p < .01.

Note. SES – Socioeconomic Status, Externalizing Beh. – Externalizing Behavior, FSS – Family Support Scale, PSI – Parenting Stress Inventory-
Short Form; β – unstandardized beta-coefficients, S.E. – standard error.
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