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Abstract

Parent-teacher conferences are an opportunity for teachers to foster parental involvement.

However, little is known about the quality of these talks. The purpose of this article is to
investigate and describe a model of teachers' strategies to foster parental involvement in
parent-teacher conferences on the basis of self-determination theory. First, a preliminary
model is described summarizing recommendations by researchers and practitioners. A
qualitative content analysis of 11 teacher interviews in Study 1 enables further validation and
model differentiation. The assumed model is then tested through confirmatory factor analysis
with data from 208 teachers and 201 parents (Study 2). The results show that self-
determination theory can be used to describe teachers' strategies to foster parental
involvement in parent-teacher conferences within the teacher reports, but not within the

parents' sample.
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Self-determination in Parent-Teacher Conferences

The body of research about communication between parents and teachers has grown
increasingly in the last decades. One reason for this development is that this communication
can enhance parental involvement (e.g., Epstein, e.g., 2009; Keyes, 2002), which in turn has
been shown to be an important variable for student’s academic achievement (e.g., Hill &
Tyson, 2009; Jeynes, 2012; Pomerantz, Moorman, & Litwack, 2007). Thus, also parent-
teacher conferences should lead to an increase of parental involvement. However, little is
known about the actual quality of parent-teacher conferences.

The purpose of this article is to describe teachers' strategies in parent-teacher
conferences on the basis of self-determination theory (e.g., Deci & Ryan, 1985, 2002;
Grolnick, Deci, & Ryan, 1997). First, previous findings and practical suggestions about
parent-teacher conferences are unified in a preliminary model. A first validation and further
model differentiation takes place through a qualitative analysis of teacher interviews (Study
1). The model’s validity is then assessed quantitatively through a sample of teachers and
parents (Study 2). The data from both studies were collected in Germany.

Fostering Parental Involvement

Research has shown that various antecedents lead to parental involvement (e.g.,
supporting the child in learning activities or volunteering in school). For instance, the
parent’s self-efficacy and role construction as well as the perceived invitations from school or
child lead to a higher degree of parental involvement (e.g., Green, Walker, Hoover-Dempsey,
& Sandler, 2007; Grolnick et al., 1997; Hoover-Dempsey & Sandler, 1995, 2005;
Yotyodying & Wild, 2014). Though, little is known about how these antecedents can be or
are being fostered.

Epstein et al. (e.g., 2009) distinguish six types of parental involvement, which

simultaneously illustrate how teachers can work with parents in order to enhance parental



involvement: “Parenting” and “Learning at Home” focus on providing support and
information for parents regarding the establishment of a helpful home learning environment
for the child. “Volunteering” and “Decision Making” describe the inclusion of parents
regarding volunteer work and decision making. “Collaborating with the Community” reflects
the integration of parents in community networks and “Communicating” focuses on
establishing regular conferences as well as providing clear information through different
channels such as internet, memos or newsletters. Especially “Communicating” takes a central
position when it comes to the enhancement of parental involvement, as a functioning
communication between home and school is the basis for establishing all other types of
involvement (e.g., Keyes, 2002).

With respect to the antecedents mentioned above, “Parenting” and “Learning at Home”
should foster parental self-efficacy and role-construction. “Volunteering”, “Decision
Making” and “Collaborating with the Community” could furthermore lead to an increase of
perceived invitations. “Communicating” however precedes all other strategies inasmuch as
one way or the other it takes place in every interaction between teacher and parents and
should therefore offer the opportunity to foster all of the named antecedents.

Fostering Parental Involvement through Self-determination

Looking at parental motivation for involvement in the child’s schooling, the self-
determination theory (e.g., Deci & Ryan, 1985, 2000) provides a useful framework.
According to the theory, perceived competence, autonomy and relatedness lead to an increase
in motivation. Thus, people feeling capable and effective (competence), feeling their own
behavior to be an expression and choice of themselves (autonomy), feeling cared for and
feeling connected to others (relatedness), show a higher degree of motivation and self-

determined behavior. The theoretical concept has already been proved in various domains



such as work, parenting, medicine, education, psychotherapy and sports (see Deci & Ryan,
1985, 2002).

In order to enhance perceived competence, autonomy, relatedness and consequently
motivation, the following dimensions of social context can be distinguished: autonomy
support (vs. control), interpersonal involvement (responsiveness) and structure (Grolnick et
al., 1997). Studies in the domain of homework supervision could show that the child’s
motivation increases during homework completion when parents are perceived as autonomy
supportive, responsive and structuring (Dumont et al., 2014; Lorenz & Wild, 2007).

Responsiveness comprises showing caring, affection, respect, acceptance, warmth,
intimacy and interest (e.g., Grolnick et al., 1997; Ryan & Solky, 1996). Autonomy support
describes the encouragement of self-initiated activities and the provision of choice (e.g.,
Grolnick et al., 1997), whereas control would offer no freedom of action. Structure includes
providing a framework or guidelines, organizing the environment, communicating
expectations and providing informational feedback (e.g., Grolnick et al., 1997). Both
autonomy support and structure would lead to feelings of competence and autonomy,
whereas responsiveness would lead to the feeling of relatedness. However, it is important to
distinguish between structure and control. While structure can refer to giving information
about the connection between behavior and consequences, control rather describes pressuring
and surveilling (e.g., Grolnick et al., 1997).

Most research on self-determination theory assumes the dimensions autonomy support
and control to be two ends of only one dimension (e.g., Deci & Ryan, 1985). Following Silk
et al. (2003), as well as Lorenz and Wild (2007), we argue, that “autonomy appears to be
more than the mere absence of psychological control” (Lorenz & Wild, 2007, p. 304). Thus,
in the following we distinguish the four dimensions autonomy support, control, structure and

responsiveness.



The previously named antecedents of parental involvement as well as the described
types of involvement strategies can also be considered within self-determination theory. For
instance, autonomy support as well as structure comprise fostering antecedents such as
parental self-efficacy and role-construction and could be established through different
involvement strategies such as “Parenting”, “Learning at Home”, “Volunteering” and
“Decision Making”. Responsiveness could be provided through “Collaboration with the
Community” and again, “Communicating” could be the crucial tool to enhance autonomy
support, structure and responsiveness at once.

Fostering Self-determination through Communication in Parent-teacher Conferences

The parent-teacher conference represents a common opportunity for communication. It
usually takes place twice a year and enables parents and teachers to talk about the student’s
academic and social growth (e.g., Grady, 2013; Sacher, 2014; Seldin, 1991). Usually, parent-
teacher conferences are being attended by a teacher and one or both parents. Some parent-
teacher conferences also include the child as an active participant (e.g., Minke & Anderson,
2003).

In line with the described self-determination theory, during parent-teacher conferences
parents should feel motivated when they perceive the teacher as autonomy supportive,
responsive, structuring, and not controlling correspondingly. Research already suggests that
teachers actually use these strategies during classroom time with students (e.g., Reeve, 2002).
Nonetheless, little is known about teachers' strategies within the communication in parent-
teacher conferences (e.g., Grady, 2013; Minke & Anderson, 2003).

However, research based on conversational analysis shows some interesting findings
about the quality of parent-teacher talk. For instance, Bennewitz and Wegner (2014)
described parent-teacher talk as a moral discourse about guilt and responsibility. In other

studies the teacher is being described as controlling and as a dominant authority (Keogh,



1996; MacLure & Walker, 2000) which also is revealed in unequal speaking proportions
(Cheatham & Ostrosky, 2013; Howard & Lipinoga, 2010).

Furthermore, theoretically and empirically well-founded conceptualizations about
parent counseling and teacher competencies in parent-teacher talk have been developed (e.g.,
Aich, 2011; Bruder, 2011; Gerich et al., 2015; Hertel, 2009; Gartmeier et al., 2011) using
theories such as the client-centered approach (Rogers, e.g., 1983), behavioral approach (e.g.,
Ellis & Hoellen, 1997), communication model (Schulz von Thun, e.g., 2010) or the common
ground theory (Clark & Brennan, e.g., 1991). Beside this, a number of researchers and
practitioners have specified a comprehensive body of suggestions and guidelines for teachers
in order to ensure a high quality of parent-teacher communication. A unifying overview of
recommendations by researchers and practitioners is listed in Table 1.

[Insert Table 1 about here]

As can be seen, the suggestions can easily be matched to the dimensions
responsiveness, autonomy support, structure and control. For example, Friedman (1980)
proposes to ask parents: “How can I be of assistance to you in carrying out the plan?” (p. 38).
Further he argues: ,,Such an approach addresses the intelligent, problem-solving side of the
parent — the Adult — and gives it space in which to operate” (p. 38). This advice for instance
can be seen as an example for teachers to support parental autonomy. In line with the
dimension structure, Henderson, Mapp, Johnson and Davies (2007) propose: “Develop an
action plan. Choose one or two areas on which to focus” (p. 293) and an example for
responsiveness is given by Stevens and Tollafield (2003): “Treating each person with warmth
and respect will help to encourage him or her to participate” (p. 524).

Table 1 is a first step towards a model of teachers' strategies to foster parental

involvement in parent-teacher conferences. However, it is not clear whether these strategies



are actually being used or perceived by teachers and parents. Also, the comprehensiveness of
the model should be explored and strengthened through further model differentiation.

To examine our research questions we conducted two studies. The first study consisted
of a qualitative content analysis of 11 teacher interviews. Based on research so far and the
results from study 1 we developed a scale to assess teachers' strategies to foster parental
involvement. In the second study we used this scale and conducted a survey using
standardized self-reports. We then analyzed data of 208 teachers and 201 parents using
confirmatory factor analysis. The following research questions are being pursued:

1. Which of the named and proposed teachers' strategies to foster parental involvement
in parent-teacher conferences are being reported by teachers (Study 1)?

2. To what extent can the preliminary model of teachers' strategies to foster parental
involvement in parent-teacher conferences be further differentiated through teacher
reports (Study 1)?

3. Can the assumed model of teachers' strategies to foster parental involvement in
parent-teacher conferences be represented through quantitative data of teachers (Study
2a)?

4. Can the assumed model of teachers' strategies to foster parental involvement in
parent-teacher conferences be represented through quantitative data of parents (Study
2b)?

Study 1
Method
The purpose of Study 1 was to answer research questions 1 and 2: (1) Which of the
named and proposed strategies in parent-teacher conferences are being reported by teachers,
and (2) to what extent can the preliminary model be further differentiated through teacher

reports?



We conducted 11 interviews with 7 female and 4 male teachers from five elementary
schools in midwestern Germany. The sample size was determined through the principle of
saturation (e.g., Helfferich, 2011). The teachers had a mean work experience of 15 years (SD
= 10.61; min. = 0.5; max. = 35). The semi-structured interview comprised open questions
about techniques and strategies, teachers use in parent-teacher conferences to involve parents
in the child’s schooling (e.g., “What strategies do you use in parent-teacher conferences?”).
The duration of the interviews was on average 41 minutes (SD = 13.4; min. = 25; max. = 65).

All interviews were audio-taped and transcribed. The analysis of the text material
consisted of two steps. The first step comprised the structuring and summarizing qualitative
content analysis (see Mayring, 2010), in which the raw statements were reduced to core
contents. Coders were trained through a coding manual with coding rules in order to identify
and allocate relevant units (see examples in Table 2).

[Insert Table 2 about here]

In sum 21 categories (e.g., “give specific examples”, “make written agreements”,
“threaten with negative consequences”) were identified inductively. Inter-rater reliability was
acceptable (Cohen’s Kappa [2 raters]) = .72; p < .01). An excerpt of the coding system with
translated examples of the transcribed material is shown in Table 2. As the coding rules for
all 21 categories can’t be displayed at this point, one example for each dimension found in
step two was selected for illustration.

The second step of analysis consisted of a deductive allocation of the categories to the
dimensions responsiveness, autonomy support, control and structure. Reliability was
acceptable also for this procedure (Cohen’s Kappa (2 raters) =.79; p < .01).

Results
Regarding the research question, whether the named and proposed strategies are being

reported by teachers, the allocation of the 21 categories to the dimensions responsiveness,



autonomy support, control and structure was possible. The results are shown in Table 3.
Except the teacher-related categories “self-reflection and self-regulation”, “written
preparation in advance” and “schedule time and duration diligently”, all categories can be
associated with the dimensions.

Comparing the results from Table 3 with the preliminary model, numerous
congruencies can be found between the recommendations (Table 1) and the reported
strategies (Table 3). The following six strategies however can be identified to yield somewhat
new aspects, which lead to a further model differentiation (research question 2): “Phrase
words in a respectful way”, “Emphasize partnership”, “Emphasize the parent's responsibility
and role”, “Let the parents sign agreements”, “Invite a third person like the school principal”
and “Plan further contact”.

[Insert Table 3 about here]
Study 2a: Teachers
Method
On the basis of the review of literature (Table 1) and the results that were gained in
Study 1 (Table 3) we pursued the third research question: Can the assumed model of teachers'
strategies to foster parental involvement in parent-teacher conferences be represented through
quantitative data of teachers?

We constructed a scale in order to assess teachers' strategies regarding autonomy
support, responsiveness, structure and control in parent-teacher conferences. A survey with
elementary school teachers was conducted. Teachers filled out either a paper-pencil or a
online questionnaire.

Sample. The 208 elementary school teachers were mainly female (88%) and had a

mean work experience of 16.6 years (SD = 10.3; min. = 0; max. = 41). 80 teachers (38,5%)



declared to have attended vocational training regarding the topics parental involvement,
parent-teacher conferences or counseling.

Instruments. The scale to assess the teachers' use of strategies in parent-teacher
conferences comprised 41 items. 16 items were adapted from the study regarding the quality
of parental homework supervision (Lorenz & Wild, 2007). In addition, 25 more items were
developed on the basis of the literature preview as well as the results of Study 1 in order to
gain a more differentiated and comprehensive picture. Teachers could answer on a 5-point
likert scale ranging from “very” to “not at all”. The scale to assess quality of communication
in parent-teacher conferences was introduced by the phrase: “I use the following strategies in
order to foster parental involvement in parent-teacher conferences”.

Furthermore the teachers were asked to specify their gender, work experience in years
and vocational training regarding the topics parental involvement, parent-teacher conferences
or counseling. Also, teachers were asked about the size of the school they work at, and
whether the school is situated in a rural or urban neighborhood. The teacher questionnaire
ended with two general statements about parent-teacher conferences: “Through parent-
teacher conferences I can have an effect on parents” and “I enjoy parent-teacher
conferences.” The questionnaire ended with an open question for comments.

Analysis. To test the hypothesized dimensional structure we conducted confirmatory
factor analysis on a latent level using Mplus 6.1 (Muthén & Muthén, 1998-2000). To take
into account missing data (M = 2,4%; Max. = 53 % per variable), Full Information
Maximum Likelihood (FIML) was used.

Results

The assumed model with 41 items relating to four dimensions showed a nonsatisfying

fit (CMIN/DF = 2.059; TLI = .594; CFI = .636; RMSEA = .071). In a next step, items with

loadings lower than .50 were removed (CMIN/DF = 1.948; TLI = .834; CFI = .858; RMSEA
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= .068). However, in this model a correlation higher than 1 was found between the
dimensions autonomy and responsiveness (Heywood case, e.g., Urban & Mayerl, 2014). One
possible explanation for parameters ranging above 1 lies in multicollinearity (Urban &
Mayerl, 2014). As responsiveness correlated highly with autonomy support (r > 1) and
structuring (r =.93), the dimension was removed from the model (CMIN/DF = 1.806; TLI =
.869; CFI = .891; RMSEA = .063). To improve model fit and to approach the assumed
dimensional structure, we further considered item content and item-analytic characteristics in
order to remove further items. A final model with nine items and three dimensions was found
to fit the data best (CMIN/DF = 1.36; TLI = .97; CFI = .98; RMSEA = .036). Table 4 shows
the wording and item-analytic as well as dimensional characteristics of the remaining items.
[Insert Table 4 about here]

On the basis of the final model, significant correlations were found between the
dimensions structure and control (.42) as well as structure and autonomy support (.51).
Furthermore, teachers who answered to use autonomy supportive strategies in parent-teacher
conferences also declared to enjoy parent-teacher conferences (r = .22; p < .05). Also,
teachers who reported to use autonomy supportive and structuring strategies in parent-teacher
conferences indicated to have attended vocational training in this field (r = .26 and .30; p <
.01). No correlations were found with the dimension control.

Study 2b: Parents
Method
In order to answer the fourth research question whether the assumed model can be
represented through quantitative data of parents, we conducted another survey with 201
parents of elementary school children. We used the same scale that was utilized within the

teacher survey. Items were changed as little as possible to enable comparison. The parents



filled out the questionnaire regarding their last parent-teacher conference also with paper-
pencil or online.
Sample (Parents). The sample of parents consisted of 201 parents. The age ranged

from 22 to 51 years (M = 38.77; SD = 5.00). 86,3% were female. 28 parents reported to have

a migration background. The parents reported to have up to five children (M = 1.84; SD

.91). The duration of the parent-teacher talk was on average 15 minutes (SD = 7.13; min.
5; max. = 60). In 33 cases also the child attended the parent-teacher conference.

Instruments. The same items that were used in the teacher questionnaire were used
for the parents' survey, however they were adapted to the parent’s perspective. Also parents
could answer on a 5-point likert scale ranging from “very” to “not at all”. The parents were
introduced by the phrase: “Please think about the last parent-teacher conference when
answering the following questions.” The questionnaire ended with an open question for
comments.

When parents had more than one child, they were asked to think about only one of them
(one that attends an elementary school). Furthermore, parents were asked about their own as
well as their childrens' sex and age, about how long the last conference they attended lasted
and whether the child was present at the parent-teacher conference. The parent questionnaire
ended with two general statements about parent-teacher conferences: “Parent-teacher
conferences are useful” and “I enjoy and like to attend parent-teacher conferences”.

Analysis. Also for this research question we conducted confirmatory analysis on a
latent level using Mplus 6.1 (Muthén & Muthén, 1998-2000). As the parents’ data was a
nested structure due to the recruitment through school classes, the correction of standard
errors was established through the analysis option ,type = complex®. Full Information
Maximum Likelihood (FIML) was used for missing data (M = 4.53 %; Max. = 17.4 % per

variable).
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Results

Comparable to the teachers' data, the first model including all items and four
dimensions showed a nonsatisfying fit (CMIN/DF = 2.16; TLI = .586; CFl = .611; RMSEA =
.076). Furthermore, removing items loading lower than .50 did not show a satisfying
improvement. Finally, the final teacher model was tested with the parents' sample, which also
did not show a satisfying fit (CMIN/DF = 2.95; TLI = .68; CFl = .79; RMSEA = .09).
Correlations above 1 were found between the dimensions autonomy support and structure,
and the model could not be further interpreted.

Subsequent exploratory factor analysis yielded a different model with other items and
resulted in a satisfying model fit. However, the model was not comparable to either the
assumed model or the teacher model. Furthermore, the dimensions showed different
interrelations compared to study 2a and to previous research on self-determination theory. As
the model probably represents a different dimensional structure, it was not further pursued
within this study.

Discussion

Regarding the research so far, parent-teacher conferences have not received a lot of
attention. Little is known about the quality of communication between teachers and parents
during conference time. However, this encounter could be an opportunity for teachers to
foster parental motivation to involve in the child’s schooling.

The purpose of this study was to develop a theoretically and empirically systematized
model of teachers' strategies to foster parental involvement in parent-teacher conferences on
the basis of self-determination theory. First, a preliminary model was described unifying
previous recommendations from researchers and practitioners. The various recommendations

could easily be integrated into the framework of self-determination theory. Thus, teachers



should show responsiveness, support the parent’s autonomy, avoid controlling strategies and
provide structure for the parents.

The preliminary model was validated and further differentiated through findings from
11 teacher interviews in Study 1. The qualitative analysis of the teacher interviews showed
that teachers effectively report to use the proposed and assumed strategies. Interestingly, also
several controlling strategies were reported. Furthermore, additional strategies could be
identified: Phrasing words respectfully, emphasizing partnership as well as the parent’s
responsibility and the parent’s role reflect aspects of responsiveness and autonomy support.
Letting parents sign agreements and involving a third person such as the school principle
describe controlling strategies and planning further contact could give parents structure.
Thus, the preliminary model could be specified in further detail. However, three categories
could not be allocated to the dimensions autonomy support, structure, responsiveness or
control: “self-reflection and self-regulation”, “written preparation in advance” and “schedule
time and duration diligently”. These strategies rather describe aspects of teacher self-
regulation before and during the parent-teacher talk. Although they should also contribute to
an increase of parental involvement, they rather describe a useful and indispensable
fundament and pre-condition, in which communication between parents and teachers can take
place.

In order to assess whether the assumed model (operationalized with 41 items) can be
represented quantitatively, confirmatory factor analysis was conducted with a sample of 208
teachers and 201 parents. In the teachers' sample, all items from the dimension
responsiveness had to be excluded due to high interrelations with the other dimensions.
Effectively, for the teacher data 9 items could be used to represent the assumed dimensions.
The positive relations between the dimensions go in line with previous research. For instance,

Lorenz and Wild (2007) found comparable correlations between the dimensions autonomy
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support and structure (.26) and structure and control (.58). Also, the positive relations
between autonomy support and structure with the teacher’s enjoyment and the teacher’s
vocational training experience, as well as the missing relation between control and enjoyment
as well as the teacher’s vocational experience speak for the validity of the dimensional
structure. Thus, teachers with more knowledge and enjoyment in this field showed more
autonomy support and structuring strategies.

However, confirmatory factor analysis of the teachers' data also showed some validity
problems. The items representing the dimension responsiveness could not be further taken
into account as they showed high intercorrelations with the other dimensions. Though, this
could actually be explained with responsiveness being an underlying competency and highly
relevant for both successful autonomy support and structuring correspondingly. Furthermore,
the intercorrelations could be caused by problems of item wording which should be
investigated in further research.

Also, indices for the quality of measurement showed comparatively low discriminant
validity for the dimensions. An explanation for validity problems could be that teachers
probably answered in a social desirable manner. Furthermore, similar to findings from the
research on learning strategies (e.g., Artelt, 2006), also for this data it cannot be excluded that
teachers actually did not report the strategies they actually use, but rather reported strategies
they know about or strategies they prefer and think are effective. This should be validated in
further research by actual observational data of parent-teacher talk and data from parents that
can be matched to the specific teacher.

The parents' data did not fit to assumed model or the teachers' final model. Several
explanations can be taken into consideration at this point. The high intercorrelations could
indicate that parents do not differentiate between the dimensions but rather only distinguish

between “good” and “bad” parent-teacher conferences. Additionally, going over the parents'



written comments at the end of the survey, we can also assume that the item wording was not
suitable for the parent’s perspective. 27 parents noted that the survey’s questions emphasize
too many problematic situations and that some questions could not be answered as the parents
apparently did not have problems regarding the child’s academic achievements. Probably, the
close adaption from the teacher’s items could not be applied as easily as assumed on the
parent’s perspective. Further research is needed to investigate and ameliorate the item’s
wordings to assess self-determination quantitatively in the parents' sample. Analogous to
Study 1, qualitative interviews should be conducted first in order to allow a better insight into
the parents' perception of parent-teacher conferences.

The assumed dimensional structure for teachers' strategies in parent-teacher
conferences could partly be confirmed. However, more research is needed to test the
dimensional structure in more detail. Further effort should be made in the validation,
refinement and adjustment of the here used scale.

This article gave a systematic and detailed view of fostering parental involvement
through communication in parent-teacher conferences. A gain of the proclaimed model of
teachers' strategies to foster parental involvement in parent-teacher conferences is the rather
apparent and comprehensible structure based on the self-determination theory. Applying
motivational theory in the field of parental involvement appears to be a reasonable and

promising approach that should be further pursued in following research.
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Table 1
Recommendations by Practitioners and Researchers for Successful Parent-teacher Communication Matched to the Dimensions Responsiveness,

Autonomy Support (vs. Control) and Structure

Dimensions Recommendations Authors
Responsiveness - Mention, focus on and value the child’s strengths. Aich, 2011; Brandt, 2003; Coleman, 1991,
- Lead with the positive. Edwards, 1992; Friedman, 1980; Gartmeier et
- Make feel comfortable, make feel invited and welcome. al., 2011; Grady, 2013; Graham-Clay, 2005;
- Show caring, empathy, sensitivity and understanding. Harvard Family Research Project (2010);
- Respect and value the person and accept differences. Henderson et al., 2007; Hertel, 2009;
- Show warmth. Lawrence-Lightfoot, 2003; Minke &
- Listen, demonstrate interest and ask about the child. Anderson, 2003; Rotter et al.,1987; Sacher,
- Establish rapport and a trusting relationship. 2014; Selpocha, 2004; Stevens & Tollafield,
- Show Recognition. 2003.
Autonomy - Establish a two-way communication. Coleman, 1991; Edwards, 1992; Friedman,
support - Encourage parental sense of self-efficacy. Don’t do for them what = 1980; Gartmeier et al., 2011; Grady, 2013;
they can do for themselves. Graham-Clay, 2005; Harvard Family
- Parents are experts and can solve own problems. Research Project, 2010; Henderson et al.,
- Allow families to decide how they will help. 2007; Hertel, 2009; Lawrence-Lightfoot,
- Ask parents for their ideas and suggestions. 2003; Minke & Anderson, 2003; Rotter et
- Establish shared decision making. al.,1987; Sacher, 2014; Selpocha, 2004;

- See parents as equals/partners/colleagues and share responsibility. Stevens & Tollafield, 2003; Virginia
Department of Education, 2002.

Structure - Create an action plan, make specific plans, establish (child”s) Akers, 2005; Brandt, 2003; Cheatham &
goals. Ostrosky, 2013; Coleman, 1991; Edwards,
- Give examples for student work. 1992; Friedman, 1980; Gartmeier et al., 2011,

- Give advice and suggestions for home. Grady, 2013; Graham-Clay, 2005; Guskey,




Give topics in advance, make meeting’s structure transparent,
communicate clearly expectations.

Be Dbrief, clear, concrete and specific (examples).

Limit number of topics and suggestions.

Provide information.

Model.

Make written notes and suggestions to take home for the parents.

2002; Harvard Family Research Project
(2010); Henderson et al., 2007; Hertel, 2009;
Howard & Lipinoga, 2010; Lawrence-
Lightfoot, 2003; Minke & Anderson, 2003;
Rotter et al.,1987; Sacher, 2014; Stevens &
Tollafield, 2003.

Control

Don’t decide everything for the parents.
Don’t dominate conversation.

Don’t confront and blame.

Don’t expose the parent.

Avoid lecturing.

Don’t power play to diminish the other.
Don’t act as you can’t be questioned.
Forego control.

Don’t make suggestions if not asked for.
Avoid words such as “must” and “should”.
Don’t persuade and try to convince through threat.

Aich, 2011; Henderson et al., 2007;
Lawrence-Lightfoot, 2003; Robinson, 1997;
Rotter et al., 1987; Sacher, 2014.




Table 2

Excerpt of the Used Coding System in Study 1 (Translated from German)
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Category

Coding rule

Example within the material

Phrase words in a
respectful way

Give specific advice

Threaten with
negative
consequences

Ask for and include
parent’s ideas

Statements are allocated to this category when teachers emphasize
the importance of using words diligently, carefully and in a smart
and sensible way in order to not expose the parents.

Statements are allocated to this category when teachers report the
importance of giving specific, concrete and practical advice.

Statements are allocated to this category when teachers
communicate that there will be negative consequences if nothing
changes.

Statements are allocated to this category when teachers report to
ask for the parent’s ideas and consider them carefully.

“Well in the way that parents can save their face in the
situation and that they are willing to think about it
afterwards.”

“We try to give very concrete advice because without
it would not make sense. To tell parents to do more
math is not concrete enough, so this doesn’t help at all
because then they do weird stuff at home. “

“I say I think we have to initiate a special needs
education and [laughing ] then they realize quickly and
then it works.”

“Or I sometimes think together with the parents about
how we can achieve this goal.”




Table 3
Categories Deductively Allocated to the Dimensions Responsiveness, Autonomy Support,

Control and Structure

Dimension Category

Responsiveness - Focus on the child.
- Bear in mind and adapt to the parent’s background.
- Praise and encourage the parent.
- Phrase words in a respectful way.
- Try to understand the parent’s perspective.

Autonomy support - Emphasize partnership.
- Ask for and include parent’s ideas.
- Emphasize the parent’s responsibility and role.

Structure - Give specific advice.
- Show how (model and demonstrate given advice).
- Reduce the number of given advices.
- Show transparency through giving a preview.
- Give concrete examples for your observations.
- Plan further contact.

Control - Threaten with negative consequences.
- Be strict and severe.
- Let the parents sign agreements.
- Invite a third person like the school principal.




Table 4

Teacher Data Model: Items (Translated from German), Descriptive Statistics, Factor Loadings, Factor Reliability and Average Variance Extracted

(AVE)
M  SD min. max. factor factor AVE
loadings reliabilty
Autonomy Support
| ask the parents about what ideas they have to support their child. 3.66 .92 1 5 74
| ask the parents how I can be of help to them when supporting their child.* 3.74 97 1 5 71 75 49
I don’t give immediate advice, | first ask the parents about how they want to cope with  3.56 .97 1 5 .66 ' '
the situation.™
Structure
| communicate a central message. 400 82 1 5 .63
When parents don’t have time to support their child at home, we precisely talk about 351 10 1 5 .61
who else can support the child where and when.* .64 37
I try to ensure that after the conference parents know exactly what | expect from 420 .72 1 5 59
them.* '
Control
Sometimes | have to accuse the parents of not taking enough care about the child’s 283 .94 1 5 .55
school achievements.
I request and demand from the parents that they support their child more.* 3.24 .93 1 5 12 .64 .38
| threaten with negative consequences about what happens when parents don’t support 2.84 .83 1 5 .55

their child more and the child’s school performance doesn’t improve.*
Note. The items marked with * are adaptions from Lorenz and Wild (2007)




