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Título: Apoyo parental a la autonomía y terminación de las tareas: Efec-
tos mediadores de la autoeficacia académica, el propósito y las emociones 
de los niños al realizar las tareas 
Resumen: La calidad de la crianza afecta el desempeño de los niños en las 
tareas escolares. El presente estudio examinó las relaciones entre el apoyo 
parental a la autonomía, la autoeficacia académica, el propósito de realizar 
las tareas por aprender, las emociones positivas y la terminación de las ta-
reas escolares. La muestra incluye 984 estudiantes (M edad = 10.68 años, 
DS = 0.63), 502 (51%) niños y 482 (49%) niñas de escuelas primarias de 
Sonora, México. Se calculó un modelo estructural. El modelo estructural 
indica que el apoyo parental a la autonomía se relaciona directamente de 
forma positiva con la autoeficacia académica, el propósito de aprender en 
las tares, las emociones positivas y la terminación de las tareas. El análisis 
multigrupo muestra que el sexo y el desempeño académico del niño no 
moderan las relaciones propuestas en el modelo estructural. En general, 
los resultados sugieren que el apoyo parental a la autonomía promueve la 
terminación de las tareas en la educación primaria. 
Palabras clave: Crianza. Apoyo a la autonomía. Autoeficacia académica. 
Motivación autónoma. Emociones en las tareas. Terminación de las tareas. 

  Abstract: Parenting qualities may affect children’s homework achieve-
ment. The present study examined the relationship among parental au-
tonomy support, children’s academic self-efficacy, learning-oriented pur-
poses for doing homework, positive homework-related emotions, and 
homework completion. The sample included 984 children (M age = 10.68 
years, SD = 0.63), 502 (51%) boys and 482 (49%) girls from elementary 
schools of Sonora, Mexico. A structural model and multigroup invari-
ance by gender and academic achievement was calculated. The structural 
model indicated that parental autonomy support had a direct positive rela-
tion with children’s academic self-efficacy, learning-oriented purposes, 
and positive emotions in homework; it also had an indirect effect in 
homework completion by its positive association with these psychologi-
cal resources. A multi-group analysis indicates that gender and academic 
achievement did not moderate the structural relations. Overall, findings 
suggest that parental autonomy support is critical to promote homework 
completion in elementary school children. 
Keywords: Parenting. Autonomy support. Academic self-efficacy. Autono-
mous motivation. Homework emotions. Homework completion. 

 

Introduction 
 
Academic lags around the globe are concerning to scholars. 
However, the assigning homework has proven to improve 
students’ school engagement and academic achievement 
(Fan et al., 2017; Núnez et al., 2013; Valle et al., 2015). As a 
result, homework has become one of the main activities as-
signed to students for non-instructional hours (Cooper, 
1989; Olympia et al., 1994). Even though past studies report 
a correlation between homework and academic achievement, 
its positive effects on students are possible only when these 
assignments are completed (Dettmers et al., 2011; Núñez et 
al., 2015; Rosário et al., 2018; Trautwein et al., 2006; Valle et 
al., 2016). Homework, however, is often times seen as a 
source of stress for many students, these conditions endan-
ger its completion (Dettmers et al., 2011; Katz et al., 2012; 
Trautwein et al., 2009) and also threatens to slow the im-
provement of students’ skills and lower their attitudes to-
ward school. 

Although a plethora of studies have reported on the pos-
itive effects of homework, the current literature fails to ex-
plain the factors that lead to its completion by students. 
However, emerging literature suggests that homework com-
pletion is associated with home-and-child related variables. 
Specifically, the type of parenting exerted at home (Doc-
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toroff & Arnold, 2017; Patall et al., 2008; Xu et al., 2017) and 
the child’s psychological resources as well (e.g., intrinsic mo-
tivation) (Feng et al., 2019; Hagger et al., 2015). 

The effects of parental involvement in homework com-
pletion are broadly reported; in fact, it seems the quality of 
parental involvement is a behavioral driver toward home-
work completion. In this regard, some scholars (Doctoroff 
& Arnold, 2017; Van Voorhis, 2011; Xu et al., 2017) report a 
positive effect of parental involvement on homework com-
pletion, whereas others (Maloney et al., 2015; Pomerantz et 
al., 2006; Walker et al., 2004) report homework as an im-
portant source of stress and conflict between children and 
parents. Broadly speaking, it cannot be assumed that home-
work completion is influenced by the mere presence of par-
ents, but rather by the quality of their involvement. 

When parents support autonomy, they take into consid-
eration their children’s perspectives, offer them meaningful 
choices, and encourage their self-expression and self- regu-
lated behaviors (Roth et al., 2009; Tian et al., 2014). Like-
wise, parents prompt the development of psychological re-
sources in children. Despite its relevance, the mediate effects 
of children’s psychological resources in the relationship be-
tween parenting autonomy granting and homework comple-
tion are underexplored. Moreover, past studies have only ex-
plores whether students’ intrinsic motivation for doing 
homework mediates the association between parental auton-
omy support and homework completion (Feng et al., 2019; 
Hagger et al., 2015).  

Considering all the above, the Self-Determination Theory 
(SDT; Deci & Ryan, 1985) was adopted to analyze the effects 
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of the type of parental involvement in their children’s home-
work. SDT posit that the process of individual development 
requires a social context that supports the satisfaction of 
basic psychological needs (autonomy, competence, and relat-
edness). According to this framework, parenting plays a cen-
tral role in creating the social and emotional context that facil-
itates the satisfaction of children psychological needs (Costa 
et al., 2016; Grolnick, 2009). The SDT identifies three critical 
dimensions of parenting: autonomy support, structure, and 
involvement (Griffith & Grolnick, 2014; Grolnick & Ryan, 
1989). Nonetheless, as other scholars (Jang et al., 2010; 
Joussemet et al., 2008; Ryan & Deci, 2017; Sierens et al., 
2009), we believe the provision of autonomy support remains 
essential for individual development, as it promotes the im-
provement of children´s psychological resources that facili-
tate academic success, positive outcomes, and well-being 
(Cheung & Pomerantz, 2011; Froiland, 2015; Gonida & 
Cortina, 2014; Liew et al., 2014; Vasquez et al., 2015). 

We believe there is a need to study other psychological re-
sources in children that might mediate the relationship be-
tween parenting autonomy support and homework comple-
tion. Based in previous research (Dettmers et al., 2011; Fen et 
al., 2019; Goetz et al., 2012; Hagger et al., 2015; Kitsantas et 
al., 2011; Lee & Jonson-Reid, 2016; Liu et al., 2019; Luo et al., 
2016; Xu, 2010, 2011; Xu & Wu, 2013), we believe psycholog-
ical resources such as academic self-efficacy, learning-oriented 
purposes for doing homework, and positive homework-
related emotions are capable to mediate the relations between 
parental autonomy support and children’s homework com-
pletion. For us, the exploration of these psychological re-
sources would contribute to improve the current understand-
ing of parental roles that encourage children to perform bet-
ter while doing homework. 

 
Academic Self-Efficacy 
 
Self-efficacy refers to an individual judgment about the 

own abilities to perform a task (Bandura, 1997). Some schol-
ars posit that self-efficacy is a context-specific evaluation of 
the abilities to perform a specific task (Bong, 2002; Schunk & 
Pajares, 2009). In an academic context, self-efficacy refers to 
the students’ beliefs about their capacities to perform accord-
ingly to achieve academic goals (Schunk & DiBenedetto, 
2016; Zimmerman, 2000). In fact, some scholars (Grijalva-
Quiñonez et al., 2020; Katz et al., 2014; Kitsantas et al., 2011; 
Liu et al., 2019) have already reported a positive relationship 
between children´s academic self-efficacy and homework per-
formance.  

 
Learning-Oriented Purposes for Doing Homework 
 
In the SDT context, identified regulation is a type of mo-

tivation that involves a relative self-determined regulation 
(Ryan & Deci, 2000, 2017). Identified regulation appears 
when an individual decides to get involved in an activity be-
cause this activity is judged as valuable and important (Ryan 

& Connell, 1989; Vallerand & Ratelle, 2002). In the home-
work context, this identified regulation is exhibited when 
children do homework for learning-oriented purposes. In 
other words, because children are aware of the importance 
of homework for the improvement of skills and academic 
performance (Coutts, 2004; Xu, 2005; Warton, 2001). In this 
regard, the literature (Trautwein et al., 2006; Xu, 2005, 2011) 
reports a positive association between children´s learning-
oriented purposes for doing homework and homework 
completion. 

 
Homework-Related Emotions 
 
Achievement emotions reflect a learner’s affective re-

sponse when performing an academic task (Lüftenegger et al., 
2016; Pekrun et al., 2011). These are important for students’ 
motivation and performance (Linnenbrink-Garcia & Barger, 
2014; Lüftenegger et al., 2016). Positive emotions in academic 
tasks influence the development of cognitive resources, im-
prove social-behavioral, school engagement, and facilitate 
deep learning (Pekrun et al., 2017; Pekrun & Linnenbrink-
Garcia, 2012). In the literature, enjoyment and pride are two 
positive emotions associated with positive effects on home-
work outcomes (Dettmers et al., 2011; Goetz et al., 2012; 
Pekrun et al., 2017). For example, Dettmers et al. (2011) re-
ported that students who experience more positive home-
work-related emotions (e.g., enjoyment) have better levels of 
homework effort and completion. 

 
Gender and Academic Performance: Their Moderat-
ing Role 
 
The literature reporting on the moderating role of gender 

between parental involvement in children’s homework and 
student performance remains scare. However, it has been 
suggested that the type of parental involvement depends on 
the child’s gender. Specifically, scholars (Dumont et al., 2012; 
Rogers et al., 2009; Xu et al., 2018) report that parents tend 
to control boys, whereas they support girls’ autonomy. As ex-
pected, boys are usually more conflicted with parental in-
volvement than girls do (Dumont et al., 2012). Nevertheless, 
parental involvement in academic settings seems to have a 
stronger effect in boys than girls (Pomerantz et al., 2007; 
Silinskas & Kikas, 2017). 

However, not only children’s gender influences parental 
involvement, but also prior academic performance (Benner 
et al., 2016; Silinskas et al., 2010). In fact, some studies report 
that children’s prior academic performance affected the way 
parents become involved in children’s homework (Grijalva-
Quiñonez et al., 2020; Silinskas & Kikas, 2017; Silinskas et al., 
2012). The literature reports that parents raising children 
with low grades adopt controlling strategies, whereas those 
raising children with high grades support the autonomy of 
the child (Dumont et al., 2014; Núñez et al., 2017). 
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The Present Study 
 
Current literature has scarcely explored the effects of pa-

rental autonomy support on homework completion. As a re-
sult, it is still unknown whether children’s psychological re-
sources are mediating factors in the relationship between pa-
rental autonomy support and homework completion. Where-
as most research on parental involvement in homework has 
been conducted in developed countries, further studies in de-
veloping countries are necessary to understand the actual ef-
fects of parental involvement in children’s homework. There-
fore, unlike past studies (Bembenutty, 2010; Feng et al., 

2019), the present study aims to examine Mexican elementary 
school students (fifth and sixth grade). 

Considering all the above, the present study has two over-
arching goals: (1) examining direct and indirect relationships 
between parental autonomy support, children´s psychological 
resources (academic self-efficacy, oriented-learning purposes 
for doing homework, positive homework-related emotions, 
and homework completion in Mexican elementary students 
(see Figure 1) and; (2) testing the moderating role of chil-
dren´s gender and prior academic achievement in the struc-
tural model. 

 
Figure 1 
Theoretical Model of the Relations between Parental Autonomy Support, Student’s Academic Self-Efficacy, Homework Learning-
Oriented Purpose, Positive Homework-Related Emotions, and Homework Completion. 

 
 
Based on the current body of literature, the authors pose 

the following hypotheses: 
Hypothesis 1a (direct effects): a positive relationship be-

tween parental autonomy support and children’s psychologi-
cal resources. Likewise, a positive association between auton-
omy support and homework completion. Finally, the authors 
expected that children’s psychological resources would be 
positively related to homework completion.  

Hypothesis 1b (indirect effects): Parental autonomy sup-
port has a positive indirect effect in homework completion by 
their positive relations to children’s psychological resources. 

Hypothesis 2 (Moderations): Gender and academic prior 
achievement are moderating the relationships proposed in 
the structural model. 

 

Method 
 
Participants 
 
Research participants were randomly selected from 44 ur-

ban public elementary schools from the state of Sonora, Mex-

ico. These schools, like most urban elementary schools in 
Mexico, include students from different socio-economic status 
but primarily low and middle. In total, 984 students were se-
lected by simple probabilistic sampling (p = .5, q = 95%, e = 
3%). The sample included 502 (51%) males and 482 (49%) 
females. Their age ranged from 10 to 13 years old (M = 10.68 
years, SD = 0.63). 453 students (46%) were enrolled in fifth 
grade and 531 (54%) in sixth grade. In total, 55% of parents 
reported their families had a middle socio-economic status 
(SES) and 45% low-SES. In regard to parental education, 
22.8% of parents had completed primary education, 25.3% 
completed middle school, 27.8% finished high school, and 
24.1 hold a bachelor’s degree.   

 
Instruments 
 
Parental autonomy support in homework. The autonomy 

support subscale of the Parental Involvement in Children 
Homework Scale (Grijalva-Quiñonez et al., 2020) was used. 
This scale comprises six items that measure parental auton-
omy support in homework (e.g., “When I refer to mistakes 
in homework, my parents encourage me to review it and 
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correct it,” ɑ = .86,  = .88). The Likert-type format was 
used (0 = never, 4 = always). The authors reported a CFA that 
provides evidence that the scale had a good fit in Mexican 
children (X2 = 59.21, df = 42, p = .041; SRMR = .08; AGFI 
= .96; TLI = .99; CFI = .99; RMSEA = .03, 90% CI [.01, 
.05]). 

Academic self-efficacy. We used the academic self-efficacy 
scale of the Patterns Adaptive Learning Scales (PALS; 
Midgley et al., 2000) to assess students’ self-efficacy. This 
scale measures students’ perceptions of their efficacy to 
achieve academic goals (e.g., “I can solve the activities as-

signed in class,” ɑ = .84,  = .84) through 5 items. The re-
sponse format was Likert-type with options from 0 (strongly 
disagree) to 5 (strongly agree). The CFA results suggest the mod-
el fit the data (X2 = 7.68, df = 5, p = .174; SRMR = .01; 
AGFI = .98; TLI = .99; CFI = .99; RMSEA = .03, 90% CI 
[.02, .06]). 

Homework learning-oriented purpose. Children’s learning-
oriented purpose for doing homework was assessed by 9 
items (e.g., “Doing homework helps you learn how to man-

age your time,” ɑ = .86,   = .88) of the learning-oriented 
purpose subscale of the Homework Purpose Scale (HPS;  
Xu, 2010). Items indicate the extent to which students are en-
gaged in homework out of identified reasons that reflected 
endorsing the values of the task. The response format was 
Likert-type ranging from 0 (strongly disagree) to 4 (strongly agree). 
The CFA results suggest the scale fit the data (X2 = 5.83, df = 
7, p = .559; SRMR = .01; AGFI = .98; TLI = .99; CFI = .99; 
RMSEA = .03, 90% CI [.01, .05]). 

Positive homework emotions. Positive homework emotions 

were assessed by 5 items (e.g., “I enjoy do my homework,” ɑ  

= .84,  = .85) of the Homework Emotion Scale (Goetz et 
al., 2012) that measures positive emotions (enjoy and pride) 
during the homework process. Children responded to 5-point 
Likert-type scales ranging from 0 (completely disagree) to 4 (com-
pletely agree). The CFA results suggest that the measurement 
model fit the data (X2 = 2.88, df = 4, p = .577; SRMR = .02; 
AGFI = .99; TLI = .99; CFI = .99; RMSEA = .02, 90% CI 
[.01, .06]). 

Homework completion. Drawing on previous literature (Tra-
utwein et al., 2006; Xu, 2011), we developed a scale to meas-
ure student´s homework completion. The scale comprised 6 

items (e.g., “I deliver homework on time,” ɑ = .76,  = .79). 
The response format was Likert-type, which ranged from 0 
(never) to 4 (always). The CFA suggests that the measurement 
model fit the data (X2 = 11.11, df = 9, p = .268; SRMR = .03; 
AGFI = .98; TLI = .99; CFI = .99; RMSEA = .02, 90% CI 
[.02, .06]). 

Academic performance. The evaluation of academic perfor-
mance was obtained qualitatively. Teachers were asked to 
evaluate each student's academic performance during the 

course: 1 (very bad  6 points), 2 (bad 7 points), 3 (good 8 points), 
4 (very good 9 or 10 points). In order to establish two different 
levels in this variable, we used the next criteria: low achieve-
ment (options of scale 1 and 2) and high achievement (op-

tions of scale 3 and 4). 
 
Procedure 
 
Upon receiving approval from the Ethical Committee of 

the Technological Institute of Sonora, principals and teachers 
from the 47 elementary schools across the state of Sonora 
were invited to participate in the study. In total, 44 (94%) el-
ementary schools accepted this invitation. Later a consent let-
ter was sent to parents to explain the purpose of the study 
and to ask permission for students’ participation, after ensur-
ing confidentiality of the information collected. Only 2% of 
parents refused to allow their children to participate in the 
study. In addition to consent letters from parents, they were 
also explained that their child’s participation was voluntary; 
therefore, a child may withdraw themselves at any time. All of 
the students accepted the invitation to participate in the study. 
Data collection was carried out by one of the researchers in 
the participants’ classrooms. 

 
Data Analysis 
 
The total percentage of missing data was 3%. In all cases, 

lost items were treated using the SPSS 25 multiple imputa-
tion methods. Structural equations models were calculated 
with the AMOS software. The value of Mardia’s coefficient 
was 7, which indicates non-normally distributed data (Ar-
buckle, 2017; Byrne, 2016). Then, the Maximum Likelihood 
Estimation (ML) with Bollen-Stine bootstrap (with 500 repli-
cates) and bias-corrected confidence interval (CI 95%) (Byr-
ne, 2016; Kline, 2016) was used. The bootstrap is an effective 
method to dealing with multivariate non-normality issues 
(Bollen & Stine, 1992; Byrne, 2016; Finney & DiStefano, 
2013; Hancock & Liu, 2012). 

In order to evaluate goodness of fit for the model, we 
used fit indices proposed in the literature (Bollen & Stine, 
1992; Byrne, 2016; Enders, 2002; Hair et al., 2017): Bollen-
Stine bootstrap and associated probability (p < .05), Chi-
squared and associate probability (X2 with p < .001), Stand-
ardized Root Mean Square Residual (SRMR ≤ .05), Tucker-
Lewis Index   (TLI  ≥ .95), Adjusted Goodness of Fit In-
dex (AGFI  ≥     .95), Comparative Fit Index (CFI ≥    .95), 
and Root Mean Square Error of Approximation (RMSEA ≤ 
.05). Direct and indirect path were calculated with bias-
corrected confidence interval bootstrap (95% CI). 

To compare a model of the determinants of homework 
completion across groups (male and female, low-
achievement and high-achievement students), we tested for 
the structural invariance across groups, following a mul-
tigroup analysis approach (Byrne, 2016). The approach is 
used to test whether a structural model is replicated across 
groups from the same population. In our case, we examined 
if structural path described in Figure 1, were invariant across 
each group of males (n = 502) and females (n = 482), and 
low-achievement (n = 328) and high-achievement (n = 656). 
To test the invariance of the structural model across groups, 
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we followed the sequence of nested models that increase the 
constraints from one model to the next (Byrne, 2016; Van-
denberg & Lance, 2000). The configural model (Model 1) 
was the first step in establishing invariance. The configural 
invariance implicates that a similar model structure in both 
groups fit the data. The configural model served as a baseline 
model to test the subsequent models. Then tested measure-
ment weighs model (Model 2), imposed constraints that all 
factor loadings were equal across groups. This test passed if 
the measurement model operating similarly across groups. 
Finally, the structural invariance was tested by adding cross-
group constraints to the structural regression path (Model 3) 
and residual error of latent variables (Model 4). The invari-
ance of each model was verified using indicators (ΔX2 with p 
≥ .001, ΔCFI < .01, and ΔRMSEA < .015) (Byrne, 2016). 
Because X2 statistic is sensitive to large sample (Tomarken & 
Waller, 2003) when approach based on ΔX2 and others 
goodness-of-fit indexes (ΔCFI and ΔRMSEA) disagree, we 
relied in the values of the ΔCFI and ΔRMSEA to assess 
model fit. 

Results 
 
Preliminary Analysis 
 
Table 1 shows the means, standard deviations, correla-

tions (Pearson’s correlations), and differences (Student’s t and 
Cohen's d) by gender and academic achievement in the study 
variables. The results indicated a positive correlation between 
all variables involved in the study. Moreover, we found that 
females reported higher levels of academic self-efficacy, posi-
tive homework-related emotions, and homework completion 
than males. Finally, the results denoted that children with bet-
ter performance have a higher level of academic self-efficacy. 
They also reported holding learning-purposes for doing 
homework and having completed homework with higher fre-
quency compared to their peers with a lower performance 
(see Table 1). However, the effect sizes are small in all cases, 
suggesting little practical relevance of these differences. 

 
Table 1 
Mean’s, Standard Deviations, correlations, and Mean Comparisons by Gender and Achievement in Study Variables. 

Variable M SD 1  2 3 4 5 

1. Parental autonomy support 2.84 0.71 -     
2. Academic self-efficacy 2.85 0.70 .59*** -    
3. Learning-oriented purpose 3.09 0.69 .55*** .39*** -   
4. Positive homework-related emotion 3.08 0.99 .53***   .37*** .66*** -  
5. Homework completion 2.75 0.54 .61***   .62*** .75*** - .68*** - 
M/SD Male   2.79/0.70 2.75/0.75 3.04/0.71 2.95/1.05 2.68/.58 
Female   2.90/0.71 2.94/0.63 3.15/0.67 3.20/0.93 2.81/.50 
Student’s t   - 1.60 - 2.70** - 1.55 - 2.59* - 2.50* 
Cohen’s d   0.15 0.26 0.15 0.25 0.24 
M/SD Low-achievement   2.75/0.77 2.68/0.78 3.00/0.72 3.01/0.72 2.64/0.58 
High-achievement   2.91/0.65 2.98/0.59 3.17/0.66 3.13/0.92 2.83/0.50 
Student’s t   - 2.30 - 4.50** - 2.52* - 1.31 - 3.59** 
Cohen’s d   0.22 0.43 0.24 0.12 0.34 

*p < .05; **p < .01; ***p < .001. 
 
Structural Model 
 
The results of the structural model are presented in Figure 2. 

The Bollen-Stine bootstrap (p = .764) and fit index (X2 = 214.24, df 
= 201, p = .145; SRMR = .06; AGFI = .93; TLI = .97; CFI = .98; 
RMSEA= .03, 90% CI [.02, .04]) suggest that the structural model fit 
the data. The model explained 53% of variance scores for home-
work completion. Results of the direct effects indicate that parental 
autonomy support is positively associated with academic self-
efficacy (β = .42, 95% CI [.30, .58], p < .001, homework learning-
oriented purpose (β = .48, 95% CI [.32, .52], p < .001), positive 

homework emotions (β = .45, 95% CI [.32, .56], p < .001), and 
homework completion (β = .53, 95% CI [.39, .59], p < .001). On the 
other hand, learning-oriented purpose for doing homework, academ-
ic self-efficacy, and positive homework emotions was positively re-
lated to the student´s homework completion (β = .42, 95% CI [.33, 
.55], p < .001; β = .30, 95% CI [.19, .43], p < .001; β = .33, 95% CI 
[.20, .47], p < .001, respectively). Regarding indirect effects, results 
indicated that parental autonomy support (β = .38, 95% CI [.36, .57] 
favored homework completion through positive relations to self-
efficacy, learning-oriented purpose, and positive homework emo-
tions. 
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Figure 2 
Results of the Structural Model of the Relations Between Parental Autonomy Support, Student’s Academic Self-Efficacy, 
Homework Learning-Oriented Purpose, Positive Homework-Related Emotions, and Homework Completion. 

 

 
Note. Standardized coefficients, standard error, and R2

 
are presented. 

*p < .05. **p < .01. ***p < .001. 
 

Multi-Group Analysis by Gender and Academic Perfor-
mance 
 
A nested model was used to examine the moderating effects of 

the students’ gender and prior academic achievement (low and 
high) on the relationships proposed in the theoretical model. Re-
sults showed the existence of configural invariance (Model 1) in both 
gender (χ2 = 249.93, df = 222, p = .096; SRMR = .06; AGFI = .91; 
CFI = .99; TLI = .99; RMSEA = .03, CI [.01, .05]), and academic 
achievement groups (χ2 = 246.91, df = 222, p = .121; SRMR = .06; 
AGFI = .91; CFI = .99; TLI = .99; RMSEA = .02, 90% CI [.01, 
.04]).  

In gender, the difference in X2 statistic was small and not statis-
tically significant between Model 1 with Model 2 and Model 3, and 
the ΔCFI and ΔRMSEA values remain the same. These results in-

dicate that measurement factor loadings and structural path are in-
variant by sex. The difference in χ2 statistic value between Model 1 
and Model 4 was large and statistically significant. However, be-
cause of the concerns about the over sensitivity of the test to sam-
ple size, we used ΔCFI and ΔRMSEA indexes to assess the differ-
ence in model fit. Differences in CFI less than .01 and RMSEA less 
than .015 indicates that there are no substantial differences between 
Model 1 and Model 4. Based on these criteria, there appear the re-
sidual structural errors between boys and girls.  

Regarding groups of low and high achievement student’s dif-
ferences between values of the χ2, the CFI and RMSEA statistics 
indicates the existence of configural, measurement, and structural 
invariance. These results implicate that prior achievement does not 
affect the relations proposed in the structural model (see Table 2). 

 
Table 2 
Results of the Invariance Analysis by Gender and Academic Achievement. 

Model         X2 df ΔX2 Δdf p ΔCFI ΔRMSEA 

Gender  

Configural (Model 1) 249.93 222      
Measurement weight (Model 2) 270.77 234 20.84 12 .053 .003 .002 
Structural weight (Model 3) 293.96 240 44.02 18 .001 .007 .006 
Structural residual (Model 4) 316.36 246 66.43 24 < .001 .009 .012 

Achievement level 

Configural 246.91 222      
Measurement weight  268.95 234 22.04 12 .037 .004 .003 
Structural weight  279.64 240 32.73 18 .098 .006 .004 
Structural residual 302.10 246 55.18 24 .002 .007 .011 

 

Discussion 
 
The main purpose of the study was to examine direct and 

mediational relations of parental autonomy support, chil-
dren’s psychological resources (academic self-efficacy, au-
tonomous motivation, and positive homework emotions) 
and homework completion. Overall, the SDT (Deci & 
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Ryan, 1985) was suitable to examine the proposed varia-
bles. That is, results indicate that parental autonomy grant-
ing was positively related to children’s academic self-
efficacy, learning-oriented purpose for doing homework, 
and positive homework-related emotions. These positive 
relationships, in turn, predicted homework completion. 
Findings also suggest that children’s psychological re-
sources were partial mediating factors in the relation be-
tween parental autonomy granting and homework com-
pletion. Regarding role and prior academic achievement, 
we found both do not moderate the structural model rela-
tions. 

 
Parental autonomy granting, psychological resources 
and homework completion (direct relations hypoth-
esis) 

 
The findings were consistent with hypothesis. Parental au-

tonomy support was a significant factor contributing to the 
development of children’s psychological resources and 
homework outcomes (Gonida & Cortina, 2014; Ryan & Deci, 
2017; Silinkas & Kikas, 2017; Vasquez et al., 2015). These re-
sults are consistent with previous studies (Cheung & Pomer-
antz, 2011; Vasquez et al., 2015), which reported a strong as-
sociation between parental autonomy support and homework 
completion. Moreover, in line with previous research (Grijal-
va-Quiñonez et al., 2020; Liu et al., 2019), our findings indi-
cate when parents support autonomy; they ended up stimulat-
ing their child’s academic self-efficacy and the adoption of 
learning-oriented purposes for doing homework. This type of 
parenting also promotes positive homework-related emotions 
in children. 

More importantly, results suggest that children’s psycho-
logical resources are an important cognitive construct that 
promotes homework completion and should be considered. 
These results are similar to other studies (Bembenutty, 2010; 
Feng et al., 2019; Katz et al., 2014) that reported academic 
self-efficacy, learning-oriented purposes in homework, and 
positive homework-related emotions were related to lower 
levels of homework procrastination and better proactive ap-
proaches to completing homework. 

 
The mediating role of psychological resources (medi-
ational relations) 
 
As stated in hypothesis, results show that children’s psy-

chological resources mediate the relationship between paren-
tal autonomy support and homework completion. Specifically, 
parental autonomy support seems to contribute to the devel-
opment of children’s psychological resources, which in turn 
lead to homework completion. Consistent with other studies 
(Feng et al., 2019; Xu, 2011), our findings underline that stu-
dents’ learning-oriented purpose for doing homework acts as 
a mediating factor between parental autonomy support and 
homework completion. 

Moreover, the findings disclosed a mediating role of both 

self-efficacy and positive homework emotions in the rela-
tionship between parental autonomy support and homework 
completion. Results are consistent with studies that show the 
mediating effects of these variables in the relationship be-
tween parental support of autonomy and students’ academic 
outcomes (Hejazi et al., 2009; Luo et al., 2016; Zhen et al., 
2017). 

 
Moderate role of gender and prior academic 
achievement 
 
Contrary to we expected based in previous research (see 

Dumont et al., 2012; Dumont et al., 2014; Núñez et al., 
2017; Silinskas et al., 2012), our results indicate that gender 
and prior academic achievement do not have a moderating 
effect on the relationship proposed in the structural model. 
This result, in particular, means that Hypothesis 2 must be re-
jected. Further studies are needed to clarify the results ob-
tained in the Mexican context. However, we posit that cul-
tural differences in the meaning of autonomy support par-
tially explained the lack of moderating effects of both varia-
bles (gender and academic performance) on homework 
completion (Marbell & Grolnick, 2013; Ryan & Deci, 2011, 
2017). 

 

Conclusions 
 

Our findings are consistent with SDT predictions (Deci & 
Ryan, 1985). Overall, results showed that the quality of par-
enting influences children’s psychological resources and aca-
demic outcomes as well. In particular, the study evinced that 
parental autonomy support not only promotes homework 
completion directly. Parental autonomy also facilitates in chil-
dren the development of psychological resources that lead 
the satisfaction of needs of autonomy (learning purposes-
oriented homework), competence (academic self-efficacy), 
and relatedness (positive homework-related emotions). These 
results are important because it contributes to a better under-
standing of the benefits of parental autonomy support, which 
go beyond the positive effects on homework completion. The 
support of children’s autonomy also contributes to the devel-
opment of psychological resources that in the future might 
enable children to better perform in different contexts (Dett-
mers et al., 2011; Katz et al., 2014). 

Overall, our study suggests that academic competence 
among children is associated with the autonomy granted by 
parents to children. These findings provide further pieces of 
evidence for disentangling this construct in future research 
on parenting and children's academic adjustment. These re-
sults are in line with studies suggesting that autonomy grant-
ing, and control are distinct parenting constructs (Mageau et 
al., 2015; Silk et al., 2003) that should be studied separately. 
Finally, similar to previous research, our findings suggest 
that in Mexico, similar to other countries with a horizontal 
collectivist culture, an indulgent parenting style that supports 
children’s autonomy frequently has a positive influence on 
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children academic adjustment (Garcia & Gracia, 2009; Gar-
cía et al., 2018). 

 
Limitations and Future Research 
 

The results of the present study contribute to understanding 
familiar and individual factors in the homework context; 
however, some limitations should be considered. First, a 
cross-sectional design was used. Thus, results cannot be as-
sumed as causal relationships among the included variables. 
Therefore, further research should consider the use of longi-
tudinal or other experimental design for testing possible caus-
al variables that affect homework completion. Second, all the 
data were based on self-reported measures, except for aca-
demic prior achievement. Thus, future studies should con-
sider other sources of information from multiple perspectives 
(for example, parents’ self-reports) to enhance the current 
understanding of parental involvement in children´s home-

work. Third, despite the literature reports that parental in-
volvement in academic issues changes depending on grade 
(Nuñez et al., 2015), the study only includes students from 
5th and 6th grade. Therefore, further research is needed to 
prove whether the present findings may be related to children 
in older and/or younger age groups. Finally, although the 
sample is similar to schools located in urban regions of Mexi-
co, it may not be representative of the diversity of school, 
children, and families in Mexico as a whole (for example, in-
digenous students). Studies with more diverse samples are 
necessary in future studies. 
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